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Introduction to the third edition

The first two editions of this book were published in the Cambridge Language Teaching
Library series, with the first edition produced in 1986 followed by a second edition in 2001.
Approaches and Methods in Language Teaching has been widely referred to by teachers and
teachers in training for an account of the major teaching approaches and methods that have
been used in language teaching from the late nineteenth century to the present day. Despite
the advances that have been made in our understanding of language teaching and learning
in the last few decades, the language teaching profession continues to explore new instruc-
tional designs and pedagogies. Language teaching today reflects the changed status of
English as an international language, which has accelerated the demand for more effective
approaches to language teaching. Innovations in technology, the growing trend to begin
teaching English at primary level as well as the use of English as a medium of instruction in
many university programs prompt an ongoing review of past and present practices as teach-
ers and teacher educators search for effective activities and resources for their classrooms.
And despite the belief that contemporary approaches to language teaching rely less on
standard approaches and methods and more on post-method conceptions of teaching — new
teaching proposals continue to appear (such as Content and Language Integrated Learning,
or CLIL, text- and task-based teaching as well as the Common European Framework of
Reference). Familiarity with these as well as with earlier traditions in language teaching
are important components of the professional knowledge expected of today’s language
teachers. For these reasons a third edition of Approaches and Methods seemed appropriate.'
As we prepared the third edition, we were reminded that not everything that is new is nec-
essarily better and that today’s teachers could continue to benefit from a text that provides
a guide to this rich repository of instructional practices in our field.
A number of changes have been incorporated into the third edition.

e The book is now divided into four parts, with the final part presenting three new chap-
ters focusing on approaches and methods in relation to the teaching and learning proc-
ess. These chapters seek to show how current views of the roles of learners and teachers
in the language teaching process prompt alternative conceptualizations of the status of
approaches and methods, and also how approaches and methods can be viewed in rela-
tion to the processes of curriculum development.

o Part I of the book, Major trends in twentieth-century language teaching, has been
updated, with the theoretical framework for the book presented in Chapter 2. Many
chapters in the book now offer fuller descriptions of approach, design, and procedure.

' New material for the third edition has been mainly prepared by JCR.

X



X Introduction to the third edition

e The chapters presenting current approaches and methods have been moved from Part I11
to Part IT of the book, reflecting their continuity with the major twentieth-century trends.
Chapter 5, Communicative Language Teaching, has been expanded significantly, as has
Chapter 6, which now includes the approach known as CLIL, along with Content-Based
Instruction. Chapter 8 now covers not only Competency-Based Instruction but also the
broader standards and outcomes movements and the Common European Framework of
Reference. A new chapter on Text-Based Instruction has been added.

e Several chapters in Part 111, Alternative twentieth-century approaches and methods, have
been expanded, with fuller descriptions of the underlying framework. (One chapter
from the second edition, Neurolinguistic Programming [NLP], has not been included
since NLP is not a language teaching method, but rather a humanistic philosophy based
on popular psychology and, as such, does not meet the criteria for inclusion as an
approach or method.)

e Discussion questions have been added to all chapters, allowing the reader to synthesize
the material, and a comprehensive table comparing approaches and methods has been
added as an appendix. Textbook samples of a number of approaches and methods have
been provided, as well. While these samples may not reflect the approach or method in
its pure form, and may combine features of more than one method, they provide real-
istic examples of how the approaches and methods have been interpreted by materials
writers.

While we considered not including some of the “innovative” methods of the 1970s and
1980s that attract little interest today, reviewers felt that retaining them provided a useful
historical perspective on method trends; hence, they have been included in this edition.

We are grateful for the anonymous reviewers for their feedback on this edition and
who provided many useful suggestions, to Hayo Reinders for help with discussion ques-
tions, and to Debbie Goldblatt and Jacqueline French for their skillful editorial guidance.
We also wish to thank Karen Momber and Joanna Garbutt of Cambridge University Press
for their support in bringing this edition to fruition.



Part I Major trends in twentieth-century
language teaching

Language teaching came into its own as a profession in the twentieth century. The whole
foundation of contemporary language teaching was developed during the early part of
the twentieth century, as applied linguists and others sought to develop principles and
procedures for the design of teaching methods and materials, drawing on the developing
fields of linguistics and psychology to support a succession of proposals for what were
thought to be more effective and theoretically sound teaching methods. Language teaching
in the twentieth century was characterized by frequent change and innovation and by the
development of sometimes competing language teaching ideologies. Much of the impetus
for change in approaches to language teaching came about from changes in teaching meth-
ods. The method concept in teaching - the notion of a systematic set of teaching practices
based on a particular theory of language and language learning - is a powerful one, and
the quest for better methods was a preoccupation of many teachers and applied linguists
throughout the twentieth century. Methods typically make the same claim, namely that they
reflect a correct understanding of language learning and that adopting the newest method
will lead to better results than the method that preceded it. The chapters in Part I examine
the developments that led to the first major paradigm in modern language teaching - the
adoption of grammar-based teaching methods that came to be known as the structural
approach or Situational Language Teaching in the United Kingdom, and Audiolingualism
in the United States. In Chapter 1, we outline the historical precedents to language teaching
in the first part of the twentieth century and provide a rationale for the study of approaches
and methods and their impact on trends and practices in language teaching. In Chapter 2,
we introduce a model, or framework, for the description of approaches and methods, one
that identifies three levels of organization underlying approaches and methods that we refer
to as approach, design, and procedure. These levels of organization are used throughout
the book. In Chapter 3, we describe one of the most important British language teaching
proposals of the twentieth century, the Oral Approach or Situational Language Teaching, a
method that continues to be widely used today in textbooks and teaching materials, though
in the somewhat modified form of Presentation-Practice-Production, or PPP. In Chapter 4,
we describe the method known as Audiolingualism, an American teaching method that
has similarly left a lasting and continuing legacy in terms of commonly used teaching
procedures that focus on structure and pattern practice.






1 A brief history of early developments
in language teaching

Introduction

By the beginning of the twentieth century, language teaching was emerging as an active
area of educational debate and innovation. Although language teaching has a very
long history, the foundations of contemporary approaches to language teaching were
developed during the carly part of the twentieth century, as applied linguists and others
sought to develop principles and procedures for the design of teaching methods and
materials, drawing on the developing fields of linguistics and psychology. This led to
a succession of proposals for what were thought to be more effective and theoretically
sound language teaching methods. Language teaching in the twentieth century was
characterized at different times by change and innovation and by the development of
competing language teaching ideologies. The impetus for change in approaches to lan-
guage teaching is generally a response to increased demand for speakers of second and
foreign languages. World War II, for example, prompted the need for new ways of teach-
ing oral skills in foreign languages, as we discuss in Chapter 4. Large-scale movement of
people through immigration as well as the internationalization of education since the
1950s also created a demand for new types of language programs. And in more recent
times, globalization, the rise of the Internet, and the global spread of English has also
prompted a reassessment of language teaching policies and practices. This chapter, in
briefly reviewing the history of language teaching methods, provides a background for
the discussion of past and present methods and suggests the issues we will refer to in
analyzing these methods.

The emergence of methods

Efforts to improve the effectiveness of language teaching have often focused on changes
in teaching methods. Throughout history such changes have reflected changes in the
goals of language teaching, such as a move toward oral proficiency rather than reading
comprehension as the goal of language study; they have also reflected changes in theo-
ries of the nature of language and of language learning. The method concept in teach-
ing - the notion of a systematic set of teaching practices based on a particular theory
of language and language learning - is a powerful though controversial one, and the
quest for better methods was a preoccupation of many teachers and applied linguists
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throughout the twentieth century. From a historical perspective, we are able to see that
the concerns that have prompted recent innovations in language teaching, such as Task-
Based Language Teaching (Chapter 9) and Content and Language Integrated Learning,
or CLIL (Chapter 6), are similar to those that have always been at the center of discus-
sions on how to teach foreign languages. Common to each method is the belief that the
teaching practices it supports provide a more effective and theoretically sound basis for
teaching than the methods that preceded it. Today’s controversies reflect contemporary
responses to questions that have often been asked throughout the history of language
teaching - questions about how to improve the quality of teaching and learning in
language teaching classrooms.

The influence of Latin

We live in a bilingual and multilingual world. From both a contemporary and a histori-
cal perspective, bilingualism or multilingualism is the norm rather than the exception. It
is fair, then, to say that throughout history foreign language learning has always been an
important practical concern. Whereas today English is the world’s most widely studied
foreign or second language, 500 years ago it was Latin, for it was the dominant language
of education, commerce, religion, and government in the Western world. In the sixteenth
century, however, French, Italian, and English gained in importance as a result of politi-
cal changes in Europe, and Latin gradually became displaced as a language of spoken and
written communication.

As the status of Latin diminished from that of a living language to that of an
“occasional” subject in the school curriculum, the study of Latin took on a different
function. The study of classical Latin (the Latin in which the works of Virgil, Ovid, and
Cicero were written) and an analysis of its grammar and rhetoric became the model
for foreign language study from the seventeenth to the nineteenth centuries. Children
entering “grammar school” in the sixteenth, seventeenth, and eighteenth centuries
in England were initially given a rigorous introduction to Latin grammar, which was
taught through rote learning of grammar rules, study of declensions and conjugations,
translation, and practice in writing sample sentences, sometimes with the use of parallel
bilingual texts and dialogue (Kelly 1969; Howatt 1984). Once basic proficiency was estab-
lished, students were introduced to the advanced study of grammar and rhetoric. School
learning must have been a deadening experience for children, for lapses in knowledge
were often met with brutal punishment. There were occasional attempts to promote
alternative approaches to education; Roger Ascham and Montaigne in the sixteenth
century and Comenius and John Locke in the seventeenth century, for example, had
made specific proposals for curriculum reform and for changes in the way Latin was
taught (Kelly 1969; Howatt 1984), but since Latin (and, to a lesser extent, Greek) had for
so long been regarded as the classical and therefore most ideal form of language, it was
not surprising that ideas about the role of language study in the curriculum reflected the
long-established status of Latin.
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The decline of Latin also brought with it a new justification for teaching Latin. Latin
was said to develop intellectual abilities, and the study of Latin grammar became an end
in itself.

When once the Latin tongue had ceased to be a normal vehicle for communica-
tion, and was replaced as such by the vernacular languages, then it most speedily
became a “mental gymnastic,” the supremely “dead” language, a disciplined and
systematic study of which was held to be indispensable as a basis for all forms of

higher education.
(V. Mallison, cited in Titone 1968: 26)

As “modern” languages began to enter the curriculum of European schools in the eight-
eenth century, they were taught using the same basic procedures that were used for teach-
ing Latin. Textbooks consisted of statements of abstract grammar rules, lists of vocabulary,
and sentences for translation. Speaking the foreign language was not the goal, and oral
practice was limited to students reading aloud the sentences they had translated. These
sentences were constructed to illustrate the grammatical system of the language and con-
sequently bore no relation to the language of real communication. Students labored over
translating sentences such as the following:

The philosopher pulled the lower jaw of the hen.
My sons have bought the mirrors of the Duke.
The cat of my aunt is more treacherous than the dog of your uncle.
(Titone 1968: 28)

By the nineteenth century, this approach based on the study of Latin had become the
standard way of studying foreign languages in schools. A typical textbook in the mid-
nineteenth century thus consisted of chapters or lessons organized around grammar points.
Each grammar point was listed, rules on its use were explained, and it was illustrated by

sample sentences.

Nineteenth-century textbook compilers were mainly determined to codify the foreign
language into frozen rules of morphology and syntax to be explained and eventually
memorized. Oral work was reduced to an absolute minimum, while a handful of written
exercises, constructed at random, came as a sort of appendix to the rules. Of the many
books published during this period, those by Seidenstlicker and Plétz were perhaps
the most typical ... [Seidenstlcker] reduced the material to disconnected sentences
to illustrate specific rules. He divided his text carefully into two parts, one giving the
rules and necessary paradigms, the other giving French sentences for translation into
German and German sentences for translation into French. The immediate aim was for
the student to apply the given rules by means of appropriate exercises ... In [Plotz’s]
textbooks, divided into the two parts described above, the sole form of instruction
was mechanical translation. Typical sentences were: “Thou hast a book. The house is
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beautiful. He has a kind dog. We have a bread [sic]. The door is black. He has a book
and a dog. The horse of the father was kind.”
(Titone 1968: 27)

This approach to foreign language teaching became known as the Grammar-Translation
Method.

The Grammar-Translation Method

As the names of some of its leading exponents suggest (Johann Seidenstiicker, Karl Plotz,
I. S. Ollendorf, and Johann Meidinger), Grammar Translation was the offspring of
German scholarship, the object of which, according to one of its less charitable critics,
was “to know everything about something rather than the thing itself ” (W. H. D. Rouse,
quoted in Kelly 1969: 53). Grammar Translation was in fact first known in the United States
as the Prussian Method. (A book by B. Sears, an American classics teacher, published in
1845 was titled The Ciceronian or the Prussian Method of Teaching the Elements of the Latin
Language [Kelly 1969].) The principal characteristics of the Grammar-Translation Method
were these:

1. The goal of foreign language study is to learn a language in order to read its literature or
in order to benefit from the mental discipline and intellectual development that result
from foreign language study. Grammar Translation is a way of studying a language that
approaches the language first through detailed analysis of its grammar rules, followed by
application of this knowledge to the task of translating sentences and texts into and out
of the target language. It hence views language learning as consisting of little more than
memorizing rules and facts in order to understand and manipulate the morphology and
syntax of the foreign language. “The first language is maintained as the reference system
in the acquisition of the second language” (Stern 1983: 455).

2. Reading and writing are the major focus; little or no systematic attention is paid to
speaking or listening.

3. Vocabulary selection is based solely on the reading texts used, and words are taught
through bilingual word lists, dictionary study, and memorization. In a typical
Grammar-Translation text, the grammar rules are presented and illustrated, a list of
vocabulary items is presented with their translation equivalents, and translation exer-
cises are prescribed.

4. The sentence is the basic unit of teaching and language practice. Much of the lesson is
devoted to translating sentences into and out of the target language, and it is this focus
on the sentence that is a distinctive feature of the method. Earlier approaches to foreign
language study used grammar as an aid to the study of texts in a foreign language. But
this was thought to be too difficult for students in secondary schools, and the focus on
the sentence was an attempt to make language learning easier (see Howatt 1984: 131).

5. Accuracy is emphasized. Students are expected to attain high standards in translation,
because of “the high priority attached to meticulous standards of accuracy which, as well
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as having an intrinsic moral value, was a prerequisite for passing the increasing number
of formal written examinations that grew up during the century” (Howatt 1984: 132).

6. Grammar is taught deductively - that is, by presentation and study of grammar rules,
which are then practiced through translation exercises. In most Grammar-Translation
texts, a syllabus was followed for the sequencing of grammar points throughout a text,
and there was an attempt to teach grammar in an organized and systematic way.

7. The student’s native language is the medium of instruction. It is used to explain new
items and to enable comparisons to be made between the foreign language and the stu-

dent’s native language.

Grammar Translation dominated European and foreign language teaching from the
1840s to the 1940s, and in modified form it continues to be widely used in some parts of the
world today. At its best, as Howatt (1984) points out, it was not necessarily the horror that
its critics depicted it as. Its worst excesses were introduced by those who wanted to dem-
onstrate that the study of French or German was no less rigorous than the study of clas-
sical languages. This resulted in the type of Grammar-Translation courses remembered
with distaste by thousands of school learners, for whom foreign language learning meant
a tedious experience of memorizing endless lists of unusable grammar rules and vocabu-
lary and attempting to produce perfect translations of stilted or literary prose. Although
the Grammar-Translation Method often creates frustration for students, it makes few
demands on teachers. It is still used in situations where understanding literary texts is the
primary focus of foreign language study and there is little need for a speaking knowledge
of the language. Contemporary texts for the teaching of foreign languages at the college
level still sometimes reflect Grammar-Translation principles. These texts are frequently
the products of people trained in literature rather than in language teaching or applied
linguistics. Consequently, though it may be true to say that the Grammar-Translation
Method is still widely practiced, it has no advocates. It is a method for which there is no
theory. There is no literature that offers a rationale or justification for it or that attempts to
relate it to issues in linguistics, psychology, or educational theory. However, its continued
use in some part of the world may be due to (a) the limited command of spoken English
of language teachers, (b) the fact that this was the method their teachers used, (¢) it gives
teachers a sense of control and authority in the classroom, and (d) it works well in large
classes. Jin and Cortazzi (2011: 558-9) offer the following explanation for the continued
use of Grammar Translation and other traditional teaching approaches in some parts of
the world:

TAs (traditional approaches) have persisted for longer in most developing parts of the
world than in more economically developed ones, due to the slower development of
educational systems and language teacher training, cultural perceptions and different
ways of change, limited learning resources and finance.

But in Europe in the mid and late nineteenth century, opposition to the Grammar-
Translation Method gradually developed in several countries. This Reform Movement, as it
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was referred to, laid the foundations for the development of new ways of teaching languages
and raised controversies that have continued to the present day.

Language teaching innovations in the nineteenth century

Toward the middle of the nineteenth century, several factors contributed to a questioning
and rejection of the Grammar-Translation Method. Increased opportunities for commu-
nication among Europeans created a demand for oral proficiency in foreign languages.
Initially, this created a market for conversation books and phrase books intended for pri-
vate study, but language teaching specialists also turned their attention to the way English
and modern European languages were being taught in secondary schools. Increasingly, the
public education system was seen to be failing in its responsibilities. In Germany, England,
France, and other parts of Europe, new approaches to language teaching were developed
by individual language teaching specialists, each with a specific method for reforming the
teaching of modern languages. Some of these specialists, such as C. Marcel, T. Prendergast,
and L. Gouin, did not manage to achieve any lasting impact, though their ideas are of his-
torical interest.

The Frenchman C. Marcel (1793-1896) referred to child language learning as a model
for language teaching, emphasized the importance of meaning in learning, proposed that
reading be taught before other skills, and tried to locate language teaching within a broader
educational framework. The Englishman T. Prendergast (1806-1886) was one of the first to
record the observation that children use contextual and situational cues to interpret utter-
ances and that they use memorized phrases and “routines” in speaking. He proposed the
first “structural syllabus,” advocating that learners be taught the most basic structural pat-
terns occurring in the language. In this way he was anticipating a more scientific approach
to language study, an issue that was to be taken up in the 1920s and 1930s, as we shall see
in Chapter 3. The Frenchman F. Gouin (1831-1896) is perhaps the best known of these
mid-nineteenth-century reformers. Gouin developed an approach to teaching a foreign
language based on his observations of children’s use of language. He believed that lan-
guage learning was facilitated through using language to accomplish events consisting of a
sequence of related actions. His method used situations and themes as ways of organizing
and presenting oral language — the famous Gouin “series,” which includes sequences of sen-
tences related to such activities as chopping wood and opening the door. Gouin established
schools to teach according to his method, and it was quite popular for a time. In the first
lesson of a foreign language, the following series would be learned:

| walk toward the door. | walk.

| draw near to the door. | draw near.

| draw nearer to the door. | draw nearer.
| get to the door. | get to.

| stop at the door. | stop.

| stretch out my arm. | stretch out.
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| take hold of the handle. | take hold.
| turn the handle. I turn.

| open the door. | open.

| pull the door. I pull.

The door moves. moves
The door turns on its hinges turns

The door turns and turns. turns

| open the door wide. | open.

| let go of the handle. | let go.

(Titone 1968: 35)

Gouins emphasis on the need to present new teaching items in a context that makes their
meaning clear, and the use of gestures and actions to convey the meanings of utterances, are
practices that later became part of such approaches and methods as Situational Language
Teaching (Chapter 3) and Total Physical Response (Chapter 15).

The work of individual language specialists like these reflects the changing climate of
the times in which they worked. Educators recognized the need for speaking proficiency
rather than reading comprehension, grammar, or literary appreciation as the goal for foreign
language programs; there was an interest in how children learn languages, which prompted
attempts to develop teaching principles from observation of (or, more typically, reflections
about) child language learning. But the ideas and methods of Marcel, Prendergast, Gouin,
and other innovators were developed outside the context of established circles of education
and hence lacked the means for wider dissemination, acceptance, and implementation.
They were writing at a time when there was not sufficient organizational structure in the
language teaching profession (i.e., in the form of professional associations, journals, and
conferences) to enable new ideas to develop into an educational movement. This began to
change toward the end of the nineteenth century, however, when a more concerted effort
arose in which the interests of reform-minded language teachers and linguists coincided.
Teachers and linguists began to write about the need for new approaches to language
teaching, and through their pamphlets, books, speeches, and articles, the foundation for
more widespread pedagogical reforms was laid. This effort became known as the Reform
Movement in language teaching.

The Reform Movement

Language teaching specialists such as Marcel, Prendergast, and Gouin had done much
to promote alternative approaches to language teaching, but their ideas failed to receive
widespread support or attention. From the 1880s, however, practical-minded linguists such
as Henry Sweet in England, Wilhelm Viétor in Germany, and Paul Passy in France began
to provide the intellectual leadership needed to give reformist ideas greater credibility and
acceptance. The discipline of linguistics was revitalized. Phonetics - the scientific analysis
and description of the sound systems of languages — was established, giving new insights



10 Major trends in twentieth-century language teaching

into speech processes. Linguists emphasized that speech, rather than the written word,
was the primary form of language. The International Phonetic Association was founded in
1886, and its International Phonetic Alphabet (IPA) was designed to enable the sounds of
any language to be accurately transcribed. One of the earliest goals of the association was
to improve the teaching of modern languages. It advocated

the study of the spoken language;

phonetic training in order to establish good pronunciation habits;

the use of conversation texts and dialogues to introduce conversational phrases and idioms;
an inductive approach to the teaching of grammar;
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teaching new meanings through establishing associations within the target language
rather than by establishing associations with the native language.

Linguists too became interested in the controversies that emerged about the best
way to teach foreign languages, and ideas were fiercely discussed and defended in books,
articles, and pamphlets. Henry Sweet (1845-1912) argued that sound methodological prin-
ciples should be based on a scientific analysis of language and a study of psychology. In his
book The Practical Study of Languages (1899), he set forth principles for the development of
teaching method. These included

1. careful selection of what is to be taught;

2. imposing limits on what is to be taught;

3. arranging what is to be taught in terms of the four skills of listening, speaking, reading,
and writing;

4. grading materials from simple to complex.

In Germany, the prominent scholar Wilhelm Viétor (1850-1918) used linguistic theory
to justify his views on language teaching. He argued that training in phonetics would enable
teachers to pronounce the language accurately. Speech patterns, rather than grammar, were
the fundamental elements of language. In 1882 he published his views in an influential pam-
phlet, Language Teaching Must Start Afresh, in which he strongly criticized the inadequacies
of Grammar Translation and stressed the value of training teachers in the new science of
phonetics.

Viétor, Sweet, and other reformers in the late nineteenth century shared many beliefs
about the principles on which a new approach to teaching foreign languages should be
based, although they often differed considerably in the specific procedures they advocated
for teaching a language. In general the reformers believed that

1. the spoken language is primary and that this should be reflected in an oral-based
methodology;

2. the findings of phonetics should be applied to teaching and to teacher training;

3. learners should hear the language first, before seeing it in written form;

4. words should be presented in sentences, and sentences should be practiced in meaning-
ful contexts and not be taught as isolated, disconnected elements;
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5. the rules of grammar should be taught only after the students have practiced the gram-
mar points in context — that is, grammar should be taught inductively;

6. translation should be avoided, although the native language could be used in order to
explain new words or to check comprehension.

These principles provided the theoretical foundations for a principled approach to
language teaching, one based on a scientific approach to the study of language and of lan-
guage learning. They reflect the beginnings of the discipline of applied linguistics — that
branch of language study and research concerned with the scientific study of second and
foreign language teaching and learning. The writings of such scholars as Sweet, Viétor, and
Passy provided suggestions on how these applied linguistic principles could best be put into
practice. None of these proposals assumed the status of a method, however, in the sense ofa
widely recognized and uniformly implemented design for teaching a language. But parallel
to the ideas put forward by members of the Reform Movement was an interest in develop-
ing principles for language teaching out of naturalistic principles of language learning, such
as are seen in first language acquisition. This led to what have been termed natural methods
and then ultimately to the development of what came to be known as the Direct Method.

The Direct Method

Gouin had been one of the first of the nineteenth-century reformers to attempt to build a
methodology around observation of child language learning. Other reformers toward the
end of the century likewise turned their attention to naturalistic principles of language
learning, and for this reason they are sometimes referred to as advocates of a “natural”
method. In fact, at various times throughout the history of language teaching, attempts
have been made to make second language learning more like first language learning. In the
sixteenth century, for example, Montaigne described how he was entrusted to a guardian
who addressed him exclusively in Latin for the first years of his life, since Montaigne’s father
wanted his son to speak Latin well. Among those who tried to apply natural principles to
language classes in the nineteenth century was L. Sauveur (1826-1907), who used intensive
oral interaction in the target language, employing questions as a way of presenting and
eliciting language. He opened a language school in Boston in the late 1860s, and his method
soon came to be referred to as the Natural Method.

Sauveur and other believers in the Natural Method argued that a foreign language
could be taught without translation or the use of the learner’s native language if meaning
was conveyed directly through demonstration and action. The German scholar F. Franke
wrote on the psychological principles of direct association between forms and meanings
in the target language (1884) and provided a theoretical justification for a monolingual
approach to teaching. According to Franke, a language could best be taught by using it
actively in the classroom. Rather than using analytical procedures that focus on explanation
of grammar rules in classroom teaching, teachers must encourage direct and spontaneous
use of the foreign language in the classroom. Learners would then be able to induce rules
of grammar. The teacher replaced the textbook in the carly stages of learning. Speaking
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began with systematic attention to pronunciation. Known words could be used to teach
new vocabulary, using mime, demonstration, and pictures.

These natural language learning principles provided the foundation for what came
to be known as the Direct Method, which refers to the most widely known of the natu-
ral methods. Enthusiastic supporters of the Direct Method introduced it in France and
Germany (it was officially approved in both countries at the turn of the century), and it
became widely known in the United States through its use by Sauveur and Maximilian
Berlitz in successful commercial language schools. (Berlitz, in fact, never used the term; he
referred to the method used in his schools as the Berlitz Method.) In practice it stood for
the following principles and procedures:

1. Classroom instruction was conducted exclusively in the target language.

2. Only everyday vocabulary and sentences were taught.

3. Oral communication skills were built up in a carefully graded progression organized
around question-and-answer exchanges between teachers and students in small, inten-
sive classes.

4. Grammar was taught inductively.

New teaching points were introduced orally.

o

. Concrete vocabulary was taught through demonstration, objects, and pictures; abstract
vocabulary was taught by association of ideas.

7. Both speech and listening comprehension were taught.

8. Correct pronunciation and grammar were emphasized.

These principles are seen in the following guidelines for teaching oral language, which
are still followed in contemporary Berlitz schools:

Never translate: demonstrate

Never explain: act

Never make a speech: ask questions

Never imitate mistakes: correct

Never speak with single words: use sentences
Never speak too much: make students speak much
Never use the book: use your lesson plan
Never jump around: follow your plan

Never go too fast: keep the pace of the student
Never speak too slowly: speak normally

Never speak too quickly: speak naturally

Never speak too loudly: speak naturally

Never be impatient: take it easy

(cited in Titone 1968: 100-1)

The Direct Method was quite successful in private language schools, such as those of
the Berlitz chain, where paying clients had high motivation and the use of native-speaking
teachers was the norm. But despite pressure from proponents of the method, it was difficult
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to implement in public secondary school education. It overemphasized and distorted the
similarities between naturalistic first language learning and classroom foreign language
learning and failed to consider the practical realities of the classroom. In addition, it lacked
a rigorous basis in applied linguistic theory, and for this reason it was often criticized by the
more academically based proponents of the Reform Movement. The Direct Method repre-
sented the product of enlightened amateurism. It was perceived to have several drawbacks.
It required teachers who were native speakers or who had native-like fluency in the foreign
language. It was largely dependent on the teacher’s skill, rather than on a textbook, and
not all teachers were proficient enough in the foreign language to adhere to the principles
of the method. Critics pointed out that strict adherence to Direct Method principles was
often counterproductive, since teachers were required to go to great lengths to avoid using
the native language, when sometimes a simple, brief explanation in the student’s native
language would have been a more efficient route to comprehension.

The Harvard psychologist Roger Brown has documented similar problems with strict
Direct Method techniques. He described his frustration in observing a teacher performing
verbal gymnastics in an attempt to convey the meaning of Japanese words, when translation
would have been a much more efficient technique (Brown 1973: 5).

By the 1920s, use of the Direct Method in noncommercial schools in Europe had
consequently declined. In France and Germany it was gradually modified into versions that
combined some Direct Method techniques with more controlled grammar-based activities.
The European popularity of the Direct Method in the early part of the twentieth century
caused foreign language specialists in the United States to attempt to have it implemented
in US schools and colleges, although they decided to move with caution. A study begun
in 1923 on the state of foreign language teaching concluded that no single method could
guarantee successful results. The goal of trying to teach conversation skills was considered
impractical in view of the restricted time available for foreign language teaching in schools,
the limited skills of teachers, and the perceived irrelevance of conversation skills in a
foreign language for the average American college student. The study — published as the
Coleman Report — argued that a more reasonable goal for a foreign language course would
be a reading knowledge of a foreign language, achieved through the gradual introduction
of words and grammatical structures in simple reading texts. The main result of this rec-
ommendation was that reading became the goal of most foreign language programs in the
United States (Coleman 1929). The emphasis on reading continued to characterize foreign
language teaching in the United States until World War II.

Although the Direct Method enjoyed popularity in Europe, not everyone embraced
it enthusiastically. The British applied linguist Henry Sweet recognized its limitations. It
offered innovations at the level of teaching procedures but lacked a thorough methodologi-
cal basis. Its main focus was on the exclusive use of the target language in the classroom, but
it failed to address many issues that Sweet thought more basic. Sweet and other applied lin-
guists argued for the development of sound methodological principles that could serve as
the basis for teaching techniques. In the 1920s and 1930s, applied linguists systematized the
principles proposed earlier by the Reform Movement and so laid the foundations for what
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developed into the British, or Oral Approach to teaching English as a foreign language,
which emphasized the need to grade language items according to difficulty and to teach
language through a focus on its core structures and grammar (see Chapter 3). Subsequent
developments led to Audiolingualism (Chapter 4) in the United States and Situational
Language Teaching (Chapter 3) in Britain.

However, what assumptions underlie the concept of method in language teaching as
it emerged as a significant educational issue in the nineteenth and twentieth centuries? We
have seen from this historical survey some of the questions that prompted innovations and

new directions in language teaching in the past:

1. What should the goals of language teaching be? Should a language course try to teach
conversational proficiency, reading, translation, or some other skill?

What is the basic nature of language, and how will this affect the way we teach it?

What are the principles for the selection of language content in language teaching?
What principles of organization, sequencing, and presentation best facilitate learning?
What should the role of the first language or languages be?
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What language acquisition processes do learners use in mastering a language, and can
these be incorporated into a method?
7. What teaching techniques and activities work best and under what circumstances?

Particular teaching approaches and methods differ in the way they have addressed these
issues from the late nineteenth century to the present, as we shall see throughout this book.
The Direct Method can be regarded as the first language teaching method to have caught
the attention of teachers and language teaching specialists, and it offered a methodology
that appeared to move language teaching into a new era. It marked the beginning of what
we can refer to as the “methods era”

The methods era

One of the lasting legacies of the Direct Method was the notion of “method” itself. The
controversy over the Direct Method was the first of many debates over how second and
foreign languages should be taught. The history of language teaching throughout much of
the twentieth century and into the twenty-first century saw the rise and fall of a variety of
language teaching approaches and methods, the major examples of which are described in
this book. The distinction between an approach and a method will be covered in depth in
Chapter 2; for the purposes of this chapter, however, the terms are used indistinguishably.
Common to most approaches and methods are the following assumptions:

e An approach or method refers to a theoretically consistent set of teaching procedures
that define good practice in language teaching.

e Particular approaches and methods, if followed precisely, will lead to more effective
levels of language learning than alternative ways of teaching.

e Teacher training should include preparing teachers to understand and use the best avail-
able language teaching methods.
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The different teaching approaches and methods that have emerged since the 1950s and
1960s, while often having very different characteristics in terms of goals, assumptions about
how a second language is learned, and preferred teaching techniques, have in common the
belief that if language learning is to be improved, it will come about through changes and
improvements in teaching methodology. This notion has been reinforced by professional
organizations that endorse particular teaching approaches and methods, by academics who
support some and reject others, by publishers who produce and sell textbooks based on the
latest teaching approaches and methods, and by teachers who are constantly looking for the

“best” method of teaching a language. Lange (1990: 253) comments:

Foreign language teacher development ... has a basic orientation to methods of teach-
ing. Unfortunately, the latest bandwagon “methodologies” come into prominence with-
out much study or understanding, particularly those that appear easiest to immediately
apply in the classroom or those that are supported by a particular “guru.” Although
concern for method is certainly not a new issue, the current attraction to “method”
stems from the late 1950s, when foreign language teachers were falsely led to believe
that there was a method to remedy the “language teaching and learning problems.”

Hunter and Smith (2012: 430) suggest that the notion of methods has also been established
by the fact that accounts (such as this one) represent “a general tendency in the profession
to ‘package up’ the past by assigning methods labeled to bounded periods of history. Past
methods are presented as fixed sets of procedures and principles, with little attention paid
to the contexts in which these were developed, the way alternatives were debated at the
time, or indeed the extent to which there was continuity with previous period.” This should
be kept in mind in reading the accounts presented here.

Notwithstanding the note of caution above, debate over the teaching methods and
approaches that will be covered in this book has been a dominant theme in language teach-
ing since the 1950s. The 19508 and 1960s saw the emergence of the Audiolingual Method
and the Situational Method, which were both superseded by the Communicative Approach
(Chapter 5). During the same period, other methods attracted smaller but equally enthu-
siastic followers, including the Silent Way (Chapter 16), the Natural Approach (Chapter
14), and Total Physical Response (Chapter 15). Since the 1980s and 1990s, Content-Based
Instruction (Chapter 6), and task-based and text-based approaches (Chapters 9 and 10)
were developed as well as movements such as Competency-Based Language Teaching
(Chapter 8) that focus on the outcomes of learning rather than methods of teaching.
Other approaches such as Cooperative Language Learning (Chapter 13), Whole Language
(Chapter 7), and Multiple Intelligences (Chapter 12), originally developed in general educa-
tion, have been extended to second language settings. And more recently CLIL (Chapter 6)
has attracted considerable interest in Europe, as has the Common European Framework of
Reference which shifts focus to the outcomes of learning.

At the same time, applied linguists have also questioned the assumptions implicit in
the views of teaching underlying the concept of approaches and methods. For example,
Holliday (1994) argued that a communicative approach, as taught to teachers who are native
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speakers of English, reflects a view of teaching and learning that is culturally bound and
reflects assumptions from dominant Western cultures — Britain, Australasia, and North
America (see Chapter 20). Kumaravadivelu presents a more radical critique of the influence
of Western methods, also known as “inner-circle” based or “center-based” methods, which
take as their starting point “the native speaker’s language competence, learning styles, com-
munication patterns, conversational maxims, cultural beliefs, and even accent™:

Briefly, Center-produced methods are based on idealized concepts geared toward
idealized contexts. Since language learning and teaching needs, wants, and situa-
tions are unpredictably numerous, no idealized teaching method can visualize all the
variables in advance to provide situation-specific suggestions that practicing teachers
need to tackle the challenges that confront the practice of their everyday teaching.
As a predominantly top-down exercise, the conception and construction of methods
have been largely guided by a one-size-fits-all cookie-cutter approach that assumes a
common clientele with common goals.

(Kumaravadivelu 2012: 18)

Others have suggested that the history of methods is often presented as evidence of
self-proclaimed progress, with little consideration of the successes achieved by teachers
using superseded methods that are depicted as “failures” Since the 1990s, many applied
linguists and language teachers have consequently moved away from a belief that newer
and therefore “better” approaches and methods are the solution to problems in language
teaching. Alternative ways of understanding the nature of language teaching have emerged
that are sometimes viewed as characterizing the “post-methods era” (Chapter 20).
These newer approaches to understanding language teaching are discussed in Part IV of

this book.

Approaches and methods in teacher preparation programs

Despite the changing status of approaches and methods in language teaching, the study of
past and present teaching methods continues to form a component of many teacher prepa-
ration programs. This is discussed more fully in Chapter 20. There are several reasons why
methods are a component of many teacher-education programs. The study of approaches
and methods

e provides teachers with a view of how the field of language teaching has evolved and
forms part of the disciplinary knowledge expected of language teachers today;

e introduces teachers to the issues and options that are involved in planning and develop-
ing a language course;

e introduces a variety of principles and procedures that teachers can review and evaluate
in relation to their own knowledge, beliefs, and practice.

This is the orientation we adopt toward the teaching approaches and methods described
in this book. In order to understand the fundamental nature of methods in language
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teaching, however, it is necessary to conceptualize the notion of approach and method
more systematically. This is the aim of the next chapter, in which we present a model
for the description, analysis, and comparison of methods. This model will be used as a
framework for our subsequent discussions and analyses of particular language teaching
methods and philosophies.

Conclusion

In this chapter, we have looked at the emergence of methods, which in the early years
included an emphasis on Latin and the Grammar-Translation Method. The Reform
Movement then led to an emphasis on the spoken language and development of the Direct
Method, a “natural method” emphasizing native-speaker input as a way for the learner to
induce language patterns in the target language. Criticisms that the Direct Method lacked
a thorough methodological underpinning led to the birth of the “methods era” and the
many approaches and methods that will be covered in this book. More recently, some
educators have criticized the better-known approaches and methods as “Western-centric,’
and applied linguists have begun to conceptualize new ways of understanding language.

Discussion questions

1. What changes in approaches to language teaching have you experienced? What
prompted the changes you have witnessed?

2. Have you ever been trained in, or have you ever studied, the use of a “new” language
teaching method? What are your recollections of the experience? Has it had a lasting
impact on your approach to teaching?

3. “The goal of foreign language study is to learn a language in order to ... benefit from the
mental discipline and intellectual development that result from foreign language study”
(p. 6). What do you think are examples of this “mental discipline” and “intellectual
development”? Are these relevant to language learning today?

4. Have you experienced grammar-translation instruction yourself? How was your experi-
ence? Were there any aspects of it that you enjoyed or thought were useful for your own
teaching?

5. Review the beliefs of Viétor, Sweet, and other reformers in the late nineteenth century
presented on page 10. To what extent do these differ from your own?

6. Can you think of situations where the use of translation and a heavy reliance on the
learner’s first language can be fruitful?

7. What are some ways in which first and second language learning are similar? In what
ways are they different?

8. The Coleman Report, published in 1929, recommended a focus on reading as the basis
of language instruction. In some countries today, language classes meet for only two or
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three hours per week and most of the learners will not move or travel overseas. Could a
similar argument be made for a focus on reading skills?

9. What do you think is the value of studying approaches and methods, including older and
more current ones? What factors contributed to the development of the methods era? Do
you perceive a Western bias in current approaches and methods that you are familiar with?
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2 The nature of approaches and methods
in language teaching

Introduction

We saw in the preceding chapter that the changing rationale for foreign language study and
the classroom techniques and procedures used to teach languages have reflected responses
to a variety of historical issues and circumstances. Tradition was for many years the guid-
ing principle. The Grammar-Translation Method reflected a time-honored and scholarly
view of language and language study. At times, the practical realities of the classroom
determined both goals and procedures, as with the determination of reading as the goal in
US schools and colleges in the late 1920s. At other times, theories derived from linguistics,
psychology, or a mixture of both were used to develop a philosophical and practical basis
for language teaching, as with the various reformist proposals of the nineteenth century.
As the study of teaching methods and procedures in language teaching assumed a more
central role within applied linguistics in the latter part of the twentieth century, various
attempts have been made to conceptualize the nature of methods and to explore more sys-
tematically the relationship between theory and practice within a method. In this chapter
we will clarify the relationship between approach and method and present a model for the
description, analysis, and comparison of methods.

Approach and method

When linguists and language specialists sought to improve the quality of language
teaching in the late nineteenth century, they often did so by referring to general
principles and theories concerning how languages are learned, how knowledge of lan-
guage is represented and organized in memory, or how language itself is structured.
The early applied linguists, such as Henry Sweet (1845-1912), Otto Jespersen (1860-
1943), and Harold Palmer (1877-1949) (see Chapters 1 and 3), elaborated principles and
theoretically accountable approaches to the design of language teaching programs,
courses, and materials, though many of the specific practical details were left to be
worked out by others. They sought a rational answer to questions such as those regard-
ing principles for the selection and sequencing of vocabulary and grammar, though
none of these applied linguists saw in any existing method the ideal embodiment of
their ideas.
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In describing methods, the difference between a philosophy of language teaching at
the level of theory and principles and a set of derived procedures for teaching a language
is central. In an attempt to clarify this difference, a scheme was proposed by the American
applied linguist Edward Anthony in 1963. He identified three levels of conceptualization
and organization, which he termed approach, method, and technique:

The arrangement is hierarchical. The organizational key is that techniques carry out a
method which is consistent with an approach ...

... An approach is a set of correlative assumptions dealing with the nature of lan-
guage teaching and learning. An approach is axiomatic. It describes the nature of the
subject matter to be taught ...

... Method is an overall plan for the orderly presentation of language material, no
part of which contradicts, and all of which is based upon, the selected approach. An
approach is axiomatic, a method is procedural.

Within one approach, there can be many methods ...

... Atechnigue is implementational — that which actually takes place in a classroom.
It is a particular trick, stratagem, or contrivance used to accomplish an immediate
objective. Techniques must be consistent with a method, and therefore in harmony
with an approach as well.

(Anthony 1963: 63—7)

According to Anthony’s model, approach is the level at which assumptions and beliefs
about language and language learning are specified; method is the level at which theory is
put into practice and at which choices are made about the particular skills to be taught, the
content to be taught, and the order in which the content will be presented; technique is the
level at which classroom procedures are described.

Anthony’s model serves as a useful way of distinguishing between different degrees
of abstraction and specificity found in different language teaching proposals. Thus, we can
see that the proposals of the Reform Movement were at the level of approach and that the
Direct Method is one method derived from this approach. The so-called Reading Method,
which evolved as a result of the Coleman Report (see Chapter 1), should really be described
in the plural - reading methods - since a number of different ways of implementing a read-
ing approach have been developed.

Other ways of conceptualizing approaches and methods in language teaching
have also been proposed. Mackey, in his book Language Teaching Analysis (1965),
claborated perhaps the most well known model of the 1960s, one that focuses primarily
on the levels of method and technique. Mackey’s model of language teaching analysis
concentrates on the dimensions of selection, gradation, presentation, and repetition
underlying a method. In fact, despite the title of Mackey’s book, his concern is prima-
rily with the analysis of textbooks and their underlying principles of organization. His
model does not address the level of approach, nor does it deal with the actual classroom
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behaviors of teachers and learners, except as these are represented in textbooks. Hence,
it cannot really serve as a basis for comprehensive analysis of either approaches or
methods.

Although Anthony’s original proposal has the advantage of simplicity and com-
prehensiveness and serves as a useful way of distinguishing the relationship between
underlying theoretical principles and the practices derived from them, it does not
give sufficient attention to the nature of a method itself. Nothing is said about the
roles of teachers and learners assumed in a method, for example, nor about the role
of instructional materials or the form these materials are expected to take. Nor does
it account for how an approach may be realized in a method, or for how method and
technique are related. In order to provide a more comprehensive model for the dis-
cussion and analysis of approaches and methods, we have revised and extended the
original Anthony model. The primary areas needing further clarification are, using
Anthony’s terms, method and technique. We see approach and method treated at the
level of design, that level in which objectives, syllabus, and content are determined, and
in which the roles of teachers, learners, and instructional materials are specified. The
implementation phase (the level of technique in Anthony’s model) we refer to by the
slightly more comprehensive term procedure. Thus, a method is theoretically related
to an approach, is organizationally determined by a design, and is practically realized
in procedure. In the remainder of this chapter, we will elaborate on the relationship
between approach, design, and procedure, using this framework to compare particular
methods and approaches in language teaching. In the remaining chapters of the book,
we will use the model presented here as a basis for describing a number of widely used
approaches and methods.

1 Approach

Following Anthony, approach refers to theories about the nature of language and language
learning that serve as the source of practices and principles in language teaching. In other
words, it refers to the “philosophy,” or belief system, that a method reflects. We will examine
the linguistic and psycholinguistic aspects of approach in turn.

Theory of language

Language is a very complex phenomenon and is studied from the perspective of many
different disciplines, including linguistics, literature, psychology, anthropology, and
sociology. Not surprisingly, a number of different theoretical views of language and the
nature of language proficiency explicitly or implicitly inform current as well as less recent
approaches and methods in language teaching. Here we will briefly review models of lan-
guage that have influenced language teaching methods and approaches. These include the
Cognitive model, the Structural model, the Functional model, the Interactional model, the
Sociocultural model, the Genre model, and the Lexical model.
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Cognitive model

A cognitive view of language is based on the idea that language reflects properties of the
mind. Atkinson (2011: 4-5) identifies a number of core features and assumptions of a cogni-
tive view of language, or “cognitivism”:

1. Mind as a computer — a set of operations that take in input, process it, and produce
output, as with a computer

2. Representationalism - processes that the mind engages in to store internal representa-
tions of external events

3. Learning as abstract knowledge acquisition — i.e. abstracting the rules of the competence
that underlies linguistic performance, as Noam Chomsky put it.

Chomsky’s theory of universal grammar, or UG, first proposed in the 1980s is a well-
developed example of a cognitive model of language. According to UG theory, our minds
contain a mental grammar that consists of universal principles that are common to all
languages, and parameters that vary according to different languages. The Grammar-
Translation Method can perhaps be understood as an early example of a cognitive view of
language since it reflects the idea that the learner has built up knowledge of the principles of
language by abstracting its rules though a study of grammar and through translation-based
activities. More recently, the short-lived language teaching theory in the 1960s known as
the cognitive-code approach (Chapter 4) reflected a similar understanding of language —
one in which grammar played a central role. It referred to the organization of language
teaching around grammar while allowing for meaningful use and practice of the language.
Methods such as the Silent Way (Chapter 16) can also be seen as reflecting a cognitive
orientation to language. We will say more about cognitive approaches when we turn to
language learning theories below.

Structural model

Another way of conceptualizing language and one that has had a wide application in lan-
guage teaching is the structural view, the view that language is a system of structurally
related elements for the coding of meaning. The target of language learning is seen to
be the mastery of elements of this system, which are generally defined in terms of pho-
nological units (e.g., phonemes), grammatical units (e.g., clauses, phrases, sentences),
grammatical operations (e.g., adding, shifting, joining, or transforming elements), and
lexical items (e.g., function words and structure words). As we see in Chapter 4, the
Audiolingual Method embodies this particular view of language as do such methods as
Situational Language Teaching (Chapter 3) and Total Physical Response (Chapter 15).

Functional model

A different model of language and one which takes a number of different forms is the
functional view, the view that language is a vehicle for the expression of functional
meanings and for performing real-world activities. Functional models of language are
linked to the concept of communicative competence — knowing how language is used



24  Major trends in twentieth-century language teaching

to achieve different kinds of communicative purposes (see Chapter 5) or, as defined by
Brown (1994: 227):

That aspect of our competence which enables us to convey and interpret messages
and to negotiate meanings interpersonally within specific contexts ... [The] knowledge
that enables a person to communicate functionally and interactionally.

The communicative movement in language teaching subscribes to this view of language
(see Chapter 5) as does Competency-Based Language Teaching (Chapter 8). Functional
approaches emphasize the semantic and communicative dimension rather than merely the
grammatical characteristics of language, and lead to a specification and organization of lan-
guage teaching content by categories of meaning and function rather than by elements of
structure and grammar. The Threshold Level syllabus developed by the Council of Europe
(Chapter s) spelled out the implications of this view of language for syllabus design as does
the Common European Framework of Reference, which describes language in terms of sets
of the competencies a learner is able to express through language (Chapter 8). The English
for Specific Purposes (ESP) movement likewise begins not from a structural theory of lan-
guage but from a functional account of learner needs.

Interactional model

Yet another perspective on language can be called the interactional view. It sees language
as a vehicle for the realization of interpersonal relations and for the performance of
social transactions between individuals. Language is seen as a tool for the creation and
maintenance of social relations. Areas of inquiry being drawn on in the development
of interactional approaches to language teaching include second language acquisition,
interaction analysis, conversation analysis, and ethnomethodology. Interactional theories
focus on the patterns of moves, acts, negotiation, and interaction found in conversational
and other kinds of exchanges and which are central to an understanding of discourse
(Chapter s5). “Interaction” has been central to theories of second language learning and
pedagogy since the 1980s. Rivers (1987: 4) defined the interactive perspective in language
education: “Students achieve facility in using a language when their attention is focused
on conveying and receiving authentic messages (that is, messages that contain infor-
mation of interest to both speaker and listener in a situation of importance to both).”
Negotiation of meaning is believed to play a central role in interactive views of language
and is central to current teaching proposals, including Task-Based Language Teaching
(Chapter 9) and CLIL (see below).

Sociocultural model

A related view of language is referred to as a sociocultural model. Sociocultural theory
views language as a communicative activity in which the social context is central.
Knowledge is constructed through social interaction with others and reflects the learner’s
culture, customs, and beliefs as well as the collaborative activities people are engaged in.
A sociocultural view of language is sometimes said to undergird accounts of Task-Based
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Language Teaching, Content-Based Instruction (Chapter 6), and Cooperative Language
Learning (Chapter 13).

Genre model

Another functional model of language is the genre-based approach. Genre refers to an area
of human activity where there are norms of language usage, such as in science, business,
medicine, literature. Texts are the units of discourse that occur in different genres such as
narratives, descriptions, and explanations (see Chapter 10). This model owes much to the
work of the Australian school of applied linguistics, drawing on the work of Halliday and
others. The main concepts of this model of language can be summarized as follows (Feez

1998: 5):

e Language is a resource for making meaning.

e The resource of language consists of a set of interrelated systems.

e Language users draw on this resource each time they use language.
e Language users create texts to create meaning.

e Texts are shaped by the social context in which they are used.

e The social context is shaped by the people using language.

The genre and text approach is seen in Text-Based Instruction (Chapter 10) as well as in
Content-Based Instruction and CLIL (Chapter 6). It has also had an impact on the teach-
ing of both English for Specific Purposes and English for Academic Purposes (Paltridge
2006).

Lexical model

The lexical view of language prioritizes the role of lexis and lexical chunks or phrases in
language and highlights the interrelatedness of grammar and vocabulary. Rather than see-
ing lexis and grammar as discrete, they are viewed as being intrinsically related (Schmitt
2004; O’Keefe, McCarthy, and Carter 2007). Drawing on the findings of corpus studies,
advocates of lexical models of language suggest that grammatical competence arises out
of phrase- and lexically-based learning and argue for a greater role for vocabulary as well
as lexical phrases and chunks in language teaching. This view is reflected most directly in
the Lexical Approach (Chapter 11), but is also compatible with aspects of Content-Based
Instruction and CLIL.

The accounts above provide a very brief description of some of the different models
of language that are reflected in language teaching methods. However, in themselves they
are incomplete and need to be complemented by theories of language learning. It is to this
dimension that we will turn next.

Theory of learning

Although specific theories of the nature of language may provide the basis for a particular
teaching method, all methods reflect, either explicitly or implicitly, a theory of language
learning. Language learning theories account for the cognitive, personal, interpersonal,
and social processes learners make use of in second language learning. We will describe
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the theories of learning assumed in different methods throughout this book. Research on
second language acquisition hasled to the development of a rich and diverse set of theories
to explain how languages are learned, and different methods draw on different learning
theories, and often more than one. These have included behaviorism, cognitive-code learn-
ing, the creative-construction hypothesis, skill learning, interactional theory, constructivism,
sociocultural learning theory (or social constructivism), as well as the role of individual
factors in language learning.

Behaviorism

This theory was based on the view that learning is a process in which specific behaviors
are acquired in response to specific stimuli. Correct responses are reinforced and increase
the chance of the behavior becoming learned (Skinner 1957). Learning was said to involve
habit formation through repetition and reinforcement. This theory provided the basis for
the Audiolingual Method (see Chapter 4). Language was taught through extensive drilling
and repetition exercises and through making use of activities that minimized the chances

of producing mistakes.

Cognitive-code learning

This view was developed in the 1960s as an alternative to behaviorism and emphasized
that language learning was a cognitive process depending on both deductive and induc-
tive learning as well as meaningful practice. Students are taught grammatical rules which
they then apply in practice. Learning is seen to depend on cognitive processing and
mental effort. The PPP approach (Presentation-Practice-Production) used in Situational
Language Teaching can be linked to cognitive-code learning, as well as to methods such
as the Silent Way.

Creative-construction hypothesis

This theory, first proposed in the 1970s but still implicit in current theories of second lan-
guage acquisition, suggests that learning is not simply a question of reproducing input but a
creative process that has common features regardless of the learner’s language background,
and that this accounts for the similarities seen in the language produced by linguistically
diverse second language learners. Errors are seen as evidence of learning rather than signs
of faulty learning. Communicative Language Teaching reflects this view of learning and
introduced the concept of fluency work in teaching, where the communication of meaning
rather than a grammatically precise use of language is the focus. It is also implicit in Task-
Based Language Teaching.

Skill learning

Skills are integrated sets of behaviors that are learned through practice. They are made up
of individual components that may be learned separately and that come together asa whole
to constitute skilled performance. Skill learning theory suggests that complex uses of lan-
guage are made up of a hierarchy of skills. Initially, skills are often consciously managed and
directed by the learner, such as learning how to make a class presentation in English. This
is called controlled processing (Ortega 2009). Over time skills can become automatic and
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do not require conscious attention. This is called automatic processing. Learning involves
development from controlled to automatic processing, that is, the cumulative learning of
skills. Many language teaching methods treat language learning, at least in part, as skill-
based learning.

Interactional theory

This theory argues that learning is an interactive process and depends on learners working
together to achieve mutual understanding. Central to this view of learning is the concept of
negotiation of meaning — the modification of input learners receive when they communi-
cate with more advanced learners or native speakers and the kind of feedback they receive
from their interlocutors. More competent speakers will typically modify their input by
using known vocabulary, speaking more slowly, saying things in different ways, adjusting
the topic, avoiding idioms, using a slower rate of speech, using stress on key words, repeat-
ing key elements, using simpler grammatical structures, paraphrasing and elaborating, and
so on. In this way modified input facilitates both understanding and learning. These pro-
cesses in a sense “teach” the language, and the role of instruction is to support these interac-
tive processes in the classroom. Both Communicative Language Teaching and Task-Based
Language Teaching reflect aspects of interactional theory.

Constructivism

Constructivism is another learning theory that has had a powerful influence on education
and on theories of second language learning. It draws on the work of Jean Piaget and John
Dewey on child development as well as on the work of Lev Vygotsky. Rather than viewing
learning as a passive process and the result of the internalization of outside knowledge (i.e.,
as a process of transmission), learning is seen as something that results from the learner’s
internal construction of meaning (Williams and Burden 1997). Knowledge does not exist
independently of the meaning constructed from experience by the learner or community
of learners. Constructivism emphasizes that learners are actively involved in their own pro-
cess of learning. It is a dynamic process that has both cognitive dimensions, as the organizer
reorganizes new knowledge on the basis of existing knowledge, and social dimensions, as
the learner interacts with others and solves problems through dialogue. (This latter social
view of constructivism is now referred to as sociocultural learning theory and is discussed
below.) Constructivist approaches to learning emphasize student-centered and project-
based learning where students pose questions, explore multiple interpretations of meaning,
and where the teacher acts as facilitator and guide. Constructivist theories of learning are
seen in concepts such as restructuring, schema theory, and scaffolding (see below) and
can also be seen in Communicative Language Teaching, Community Language Learning
(Chapter 17), Cooperative Language Learning and Whole Language (Chapter 7).

Sociocultural learning theory (also known as social constructivism)

This theory can be seen as an extension of both constructivism and interactional theory
and views language learning as resulting from dialogue between a learner and a more
knowledgeable other person. The term sociocultural means that learning takes place in a
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particular social setting (e.g. a classroom), in which there is interaction between people
(teachers and students), objects (texts, books, images), and culturally organized activities
and events (instructional acts and sequences). Learning is a process of guided participa-
tion, mediated through the direction of a more knowledgeable other. Through repeated
participation in a variety of joint activities, the novice gradually develops new knowledge
and skills (Rogoff 1990). A process referred to as scaffolding plays an important part in
sociocultual learning theory (Lave and Wenger 1991). In the classroom, scaffolding is the
process of interaction between two or more people as they carry out a classroom activity
and where one person (e.g., the teacher or another learner) has more advanced knowledge
than the other (the learner) (Swain, Kinnear, and Steinman 2010). During the process,
interaction proceeds as a kind of joint problem-solving activity between teacher and stu-
dent. Collaborative dialogue “scaffolds” the learning process by initially providing sup-
port (the “scaffold”) and gradually removing support as learning develops. Many current
teaching proposals, such as CLIL and text-based and task-based instruction, attribute an
important role to the process of scaffolded learning.

Individual factors

The attributes individual learners bring to language learning can also have an important
influence on learning, and teaching methods often seek to take account of these attributes.
These include learning style preferences (such as whether a learner likes to learn in groups
or prefers learning alone); affective factors such as shyness, anxiety, enthusiasm, and other
emotions that language learning may elicit and that may influence the learner’s willingness
to communicate; motivation, which refers to the learner’s attitude, desire, interest in, and
willingness to invest effort in learning a second language; learning strategies — the ways in
which learners plan, manage, and evaluate their own learning - for example, monitoring
their language development over time and identifying areas that need additional effort and
improvement. Strategies are discussed in Chapter 19.

Methods may seek to address individual learning factors by attempting to match
teaching strategies to learning styles, by enhancing motivation through the choice of
content that is of high interest value or relevance (as with Content-Based Instruction);
by delaying speaking and focusing on comprehension skills in an introductory language
course in order to address the issue of anxiety (as in the Natural Approach — Chapter 14);
or by using group-based learning (as with Cooperative Language Learning). Methods may
also seck to develop and guide learners’ use of particular learning strategics (as seen in

Task-Based Language Teaching).

Relationship between language theory and learning theory

There often appear to be natural affinities between certain theories of language and theories
of language learning; however, one can imagine different pairings of language theory and
learning theory that might work as well as those we observe. The linking of structuralism
(a linguistic theory) to behaviorism (a learning theory) produced Audiolingualism. That
particular link was not inevitable, however. Cognitive-code proponents (see Chapter 4), for
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example, attempted to link a more sophisticated model of structuralism to a more mental-
istic and less behavioristic brand of learning theory.

At the level of approach, we are hence concerned with theoretical principles. With
respect to language theory, we are concerned with a model of language competence and an
account of the basic features of linguistic organization and language use. With respect to
learning theory, we are concerned with an account of the central processes of learning and an
account of the conditions believed to promote successful language learning. These principles
may or may not lead to “a” method. Teachers may, for example, develop their own teaching
procedures, informed by a particular view of language and a particular theory of learning.
They may constantly revise, vary, and modify teaching/learning procedures on the basis of
the performance of the learners and their reactions to instructional practice. A group of
teachers holding similar beliefs about language and language learning (i.e., sharing a similar
approach) may each implement these principles in different ways. Approach does not specify
procedure. Theory does not dictate a particular set of teaching techniques and activities.
What links theory with practice (or approach with procedure) is what we have called design.!

2 Design

In order for an approach to lead to a method, it is necessary to develop a design for an
instructional system. Design is the level of method analysis in which we consider (a) what
the objectives of a method are; (b) how language content is selected and organized within
the method, that is, the syllabus model the method incorporates; (c) the types of learning
tasks and teaching activities the method advocates; (d) the roles of learners; (e) the roles of
teachers; and (f) the role of instructional materials.

Objectives

Different theories of language and language learning influence the focus of a method; that
is, they determine what learning outcomes a method sets out to achieve. The specification
of particular learning outcomes, however, is a product of design, not of approach. Some
methods focus primarily on oral skills and say that reading and writing skills are secondary
and derive from transfer of oral skills. Some methods set out to teach general communi-
cation skills and give greater priority to the ability to express oneself meaningfully and to
make oneself understood than to grammatical accuracy or perfect pronunciation. Others

' We should also note that focus on variations in instructional methodology is not unique to language teaching.

Mathematics and science instruction, particularly in the 1960s, adopted revised notions of effective subject matter
instruction. These notions were typically labeled “inquiry,” “discovery,” and “constructivist” approaches to educa-
tion. From a pedagogical perspective, inquiry-oriented teaching is often contrasted with more traditional exposi-
tory methods and reflects the constructivist model of learning, often referred to as active learning, so strongly held
among science educators today. As noted above, according to constructivist models, learning is the result of ongoing
changes in our mental frameworks as we attempt to make meaning out of our experiences (Osborne and Freyberg
1985). In classrooms where students are encouraged to make meaning, they are generally involved in “developing
and restructuring [their] knowledge schemes through experiences with phenomena, through exploratory talk and
teacher intervention” (Driver 1989).
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may place a greater emphasis on accurate grammar and pronunciation from the very
beginning. Some methods set out to teach the basic grammar and vocabulary of a language.
Still others may define their objectives less in linguistic terms than in terms of learning
behaviors, that is, in terms of the processes or abilities the learner is expected to acquire as
a result of instruction. Gattegno writes, for example, “Learning is not seen as the means of
accumulating knowledge but as the means of becoming a more proficient learner in what-
ever one is engaged in” (1972: 89). This process-oriented objective may be offered in contrast
to the linguistically oriented or product-oriented objectives of more traditional methods.
The degree to which a method has process-oriented or product-oriented objectives may be
revealed in how much emphasis is placed on vocabulary acquisition and grammatical pro-
ficiency and in how grammatical or pronunciation errors are treated in the method. Many
methods that claim to be primarily process-oriented in fact show overriding concerns
with grammatical and lexical attainment and with accurate grammar and pronunciation.
Different ways of conceptualizing the relationship between learning outcomes and methods
are discussed in Chapter 21.

The syllabus

All methods of language teaching involve the use of the target language. All methods thus
involve overt or covert decisions concerning the selection of language items or features
(words, sentence patterns, tenses, constructions, functions, topics, texts, etc.) that are to be
used within a course or method. Decisions about the choice of language content relate to
both subject matter and linguistic matter. In straightforward terms, one makes decisions
about what to talk about (subject matter) and how to talk about it (linguistic matter). ESP
and content-based courses, for example, are necessarily subject matter focused. Structurally
and language-based methods, such as Situational Language Teaching, the Audiolingual
Method, the Lexical Approach, and Text-Based Instruction, are necessarily linguistically
focused. Methods typically differ in what they see as the relevant language and subject
matter around which language teaching should be organized and the principles used in
sequencing content within a course. Content issues involve the principles of selection that
ultimately shape the syllabus adopted in a course as well as the instructional materials that
are used, together with the principles of gradation the method adopts. For example, in
courses for young learners, concrete topics are likely to be introduced before abstract ones.
With adults, course topics related to immediate needs are likely to precede those related to
other issues. In grammar-based courses, matters of sequencing and gradation are generally
determined according to the difficulty of items, their frequency, and/or their usefulness in
the classroom. In communicative or functionally oriented courses (e.g., in ESP programs or
task-based courses), sequencing may be according to the learners’ perceived communicative
needs in terms of functional focus.

Traditionally, the term syllabus has been used to refer to the form in which linguistic
material is specified in a course or method. Inevitably, the term has been more closely
associated with methods that are product-centered rather than with those that are process-
centered. Syllabuses and syllabus principles for Audiolingual, Structural-Situational, and
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communicative methods, as well as in ESP and text-based approaches to language program
design, can be readily identified. The syllabus underlying the Situational and Audiolingual
methods consists of a list of grammatical items and constructions, often together with an
associated list of vocabulary items (Fries and Fries 1961; Alexander et al. 1975). Notional-
functional syllabuses (Chapter 5) specify the communicative content of a course in terms
of functions, notions, topics, grammar, and vocabulary. Text-based approaches organize
courses in terms of text-types such as reports, recounts, and narratives. Such syllabuses are
usually determined in advance of teaching and for this reason have been referred to as “a
priori syllabuses” (For examples of “a posteri syllabus” types see below.)

A number of taxonomies of syllabus types in language teaching have been proposed:
for example, Richards (2001) lists ten basic syllabus types — grammatical, lexical, functional,
situational, topical or content-based, competency-based, skills-based, task-based, text-
based, and integrated. These can usually be linked to specific approaches or methods: Oral/
Situational (situational); Audiolingual (grammatical), Communicative Language Teaching
(functional), Task-Based Language Teaching (task-based), and so on. However, for some of
the approaches and methods discussed in this book we have had to infer syllabus assump-
tions since no explicit syllabus specification is given (See Chapter 21). This is particularly
true where content organization rather than language organization or pedagogical issues
determines syllabus design, as with Content-Based Instruction.

The term syllabus, however, is less frequently used in process-based methods, in
which considerations of language content are often secondary. Community Language
Learning, also known as Counseling-Learning, for example, has no language syllabus as
such. Neither linguistic matter nor subject matter is specified in advance. Learners select
content for themselves by choosing topics they want to talk about. These are then translated
into the target language and used as the basis for interaction and language practice. To
find out what linguistic content had in fact been generated and practiced during a course
organized according to Counseling-Learning principles, it would be necessary to record
the lessons and later determine what items of language had been covered. This would be
an a posteriori approach to syllabus specification; that is, the syllabus would be determined
from examining lesson protocols. The same is true with more recent teaching proposals
such as “Dogme” (see Chapter 21), where the syllabus also results from interaction between
teachers and students.

Types of learning and teaching activities

The objectives of a method, whether defined primarily in terms of product or process, are
attained through the instructional process, through the organized and directed interac-
tion of teachers, learners, and materials in the classroom. Differences among methods at
the level of approach manifest themselves in the choice of different kinds of learning and
teaching activities in the classroom. Teaching activities that focus on grammatical accuracy
may be quite different from those that focus on communicative skills. Activities designed
to activate specific second language acquisition processes (such as “noticing”) will differ
from those directed toward mastery of particular features of grammar. The activity types
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that a method advocates - the third component in the level of design in method analysis
— often serve to distinguish methods and approaches most clearly. Audiolingualism, for
example, makes extensive use of dialogues and pattern practice. Communicative Language
Teaching makes use of activities that involve an “information gap” and “information trans-
fer”; that is, learners work on the same activity, but each learner has different informa-
tion needed to complete the activity. In Task-Based Language Teaching, learners work on
specially designed tasks or tasks that reflect real-world uses of language, and in text-based
approaches students work with authentic texts. Older methods such as the Silent Way also
make use of specially designed problem-solving activities that involve the use of special
charts and colored rods.

Different philosophies at the level of approach may be reflected both in the use of
different kinds of activities and in different uses for particular activity types. For example,
interactive games were often used in audiolingual courses for motivation and to provide
a change of pace from pattern-practice drills. In Communicative Language Teaching and
Task-Based Language Teaching, the same games may be used to introduce or provide
practice for particular types of interactive exchanges. Differences in activity types in meth-
ods may also involve different arrangements and groupings of learners. A method that
stresses oral chorus drilling will require different groupings of learners in the classroom
from a method that uses problem-solving/information-exchange activities involving pair
work. Activity types in methods thus specify what classroom techniques and procedures
the method advocates, such as dialogue, drills, question and answer, responding to com-
mands, group problem-solving, information-exchange activities, task-work, text analysis,
role plays, and simulations.

Because of the different assumptions they make about learning processes, syllabuses,
and learning activities, methods also assume different roles and functions for learners,
teachers, and instructional materials within the instructional process. These constitute the
next three components of design in method analysis.

Learner roles

The design of an instructional system will be considerably influenced by how learners are
regarded. A method reflects explicit or implicit responses to questions concerning the
learners’ contribution to the learning process. This is seen in the types of activities learners
carry out, the degree of control learners have over the content of learning, the patterns of
learner groupings adopted, the degree to which learners influence the learning of others,
and the view of the learner as processor, performer, initiator, problem-solver, or other.
The emergence of learner-centered approaches to teaching in the 1980s redefined
the role of the learner. Rather than being a passive recipient of teaching - a view that was
reflected in older traditions such as Audiolingualism — learners were assigned much more
power and autonomy in learning and the great diversity of learners was acknowledged (see
Chapter 19). The emergence of what were termed humanistic methods during this period
reflected another dimension to a focus on the learner. Humanistic methods were those
which emphasized the development of human values, growth in self-awareness and the
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understanding of others, sensitivity to human feelings and emotions, and active student
involvement in learning and the way learning takes place. Community Language Learning
and the Silent Way are often mentioned examples of this learner-centeredness as is the
more recent Multiple Intelligences (Chapter 12).

A different interpretation of learner-centeredness emerged at the same time under the
rubric of individualized approaches to language teaching. This was based on the assumption
that people learn in different ways, that they can learn from a variety of different sources,
and that they may have different goals and objectives in language learning - assump-
tions that are now part of the perspective known as learner autonomy (see Chapter 19).
Other learner roles have also emerged in more recent methods. The role of the learner as a
participant in dialogue and interpersonal communication is central to functional and task-
based methods, while the learner as an active processor of language and information and
one who draws on prior knowledge, schema, and innate cognitive processes is also reflected
in Task-Based Language Teaching as well as in Content-Based Instruction and CLIL. In
examining the different approaches and methods in this book, we will describe the different
roles they assume for learners.

Teacher roles

Learner roles in an instructional system are closely linked to the teacher’s roles and func-
tion. Teacher roles are similarly related ultimately to assumptions about both language and
language learning at the level of approach. Some methods are totally dependent on the
teacher as a source of knowledge and direction; others see the teacher’s role as catalyst, con-
sultant, guide, and model for learning; still others try to “teacher-proof” the instructional
system by limiting teacher initiative and by building instructional content and direction
into texts or lesson plans. Teacher and learner roles define the type of interaction character-
istic of classrooms in which a particular method is being used and consequently the kinds
of learning processes and opportunities for learning that are provided for.

Teacher roles in methods are related to the following issues: (a) the types of func-
tions teachers are expected to fulfill, whether that of practice director, counselor, or model,
for example; (b) the degree of control the teacher has over how learning takes place; (c)
the degree to which the teacher is responsible for determining the content of what is
taught; and (d) the interactional patterns that develop between teachers and learners.
Methods typically depend critically on teacher roles and their realizations. In the classi-
cal Audiolingual Method, the teacher is regarded as the primary source of language and
of language learning, and in more recent methods such as Task-Based Language Teaching
and Text-Based Instruction a very direct role for the teacher is assumed. But less teacher-
directed learning may still demand very specific and sometimes even more demanding
roles for the teacher. The role of the teacher in Cooperative Language Learning, for exam-
ple, requires teachers who are confident enough to step back from teacher-fronted teaching
and adopt the role of a facilitator. Only teachers who are thoroughly sure of their role and
the concomitant learner’s role will risk departure from the security of traditional textbook-
oriented and teacher-fronted teaching.
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For some methods, the role of the teacher has been specified in detail. Individualized
approaches to learning define roles for the teacher that create specific patterns of
interaction between teachers and learners in classrooms. These are designed to shift gradu-
ally the responsibility for learning from the teacher to the learner. Community Language
Learning sees the teacher’s role as that of psychological counselor, the effectiveness of the
teacher’s role being a measure of counseling skills and attributes - warmth, sensitivity, and
acceptance.

As these examples suggest, the potential role relationships of learner and teacher are
many and varied. They may be asymmetrical relationships, such as those of conductor to
orchestra member, therapist to patient, coach to player. Some contemporary methodologies
have sought to establish more symmetrical kinds of learner-teacher relationships, such as
friend to friend, colleague to colleague, teammate to teammate. The role of the teacher will
ultimately reflect both the objectives of the method and the learning theory on which the
method is predicated, since the success of a method may depend on the degree to which the
teacher can provide access to the learning processes and content or create the conditions
for successful language learning.

The role of instructional materials

The last component within the level of design concerns the role of instructional materials
within the instructional system. What is specified with respect to objectives, content (i.c.,
the syllabus), learning activities, and learner and teacher roles suggests the function for
materials within the system. The syllabus defines linguistic content in terms of language
elements — structures, topics, notions, functions, or tasks. It also defines the goals for lan-
guage learning in terms of listening, speaking, reading, or writing skills. The instructional
materials in their turn further specify subject matter content, even where no syllabus exists,
and define or suggest the intensity of coverage for syllabus items, allocating the amount of
time, attention, and detail particular syllabus items or tasks require. Instructional materi-
als also define or imply the day-to-day learning objectives that collectively constitute the
goals of the syllabus. Materials designed on the assumption that learning is initiated and
monitored by the teacher must meet quite different requirements from those designed for
student self-instruction or for peer tutoring. Some methods require the instructional use
of existing materials, found materials, and realia. Some assume teacher-proof materials that
even poorly trained teachers with imperfect control of the target language can teach with.
Some materials require specially trained teachers with near-native competence in the target
language. Some are designed to replace the teacher, so that learning can take place inde-
pendently. Some materials dictate various interactional patterns in the classroom; others
inhibit classroom interaction; still others are noncommittal about interaction between
teacher and learner and learner and learner.

The role of instructional materials within a method or instructional system will reflect
decisions concerning the primary goal of materials (e.g., to present content, to practice

content, to facilitate communication between learners, or to enable learners to practice
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content without the teacher’s help), the form of materials (e.g., textbook, DVDs, computer
software), the relation of materials to other sources of input (i.e., whether they serve as the
major source of input or only as a minor component of it), and the abilities of teachers (e.g.,
their competence in the language or degree of training and experience).

A particular design for an instructional system may imply a particular set of roles for
materials in support of the syllabus and the teachers and learners. For example, the role of
instructional materials within a functional/communicative methodology includes allowing
for interpretation, expression, and negotiation of meaning; focusing on understandable,
relevant, and interesting exchanges of information, rather than on the presentation of
grammatical form, and for involving different kinds of texts and different media, which
the learners can use to develop their competence through a variety of different activities
and tasks. Within the framework of autonomous learning (see Chapter 19), materials allow
learners to progress at their own rates of learning and use different styles of learning; they
also provide opportunities for independent study and use, and to provide opportunities for
self-evaluation and progress in learning.

In Task-Based Language Teaching, classroom materials provide examples of tasks
learners will need to use language beyond the classroom, or they create the need for nego-
tiation of meaning and interaction. In Text-Based Instruction, materials model the features
of texts and initiate the process by which learners engage in the creation of their own texts.
And in CLIL and Content-Based Instruction, materials are the vehicles for the communica-
tion of the content that serves as the basis of the lesson.

3 Procedure

The last level of conceptualization and organization within a method is what we will refer to as
procedure. This encompasses the actual moment-to-moment techniques, practices, and behav-
iors that operate in teaching a language according to a particular approach or method. It is the
level at which we describe how a method realizes its approach and design in classroom behavior.
At the level of design, we saw that a method will advocate the use of certain types of teaching
activities as a consequence of its theoretical assumptions about language and learning. At the
level of procedure, we are concerned with how these tasks and activities are integrated into les-
sons and used as the basis for teaching and learning. There are three dimensions to a method
at the level of procedure: (a) the use of teaching activities (drills, dialogues, information gap
activities, etc.) to present new language and to clarify and demonstrate formal, communicative,
or other aspects of the target language; (b) the ways in which particular teaching activities are
used for practicing language; and (c) the procedures and techniques used in giving feedback
to learners concerning the form or content of their utterances or sentences.

Essentially, then, procedure focuses on the way a method handles the presentation,
practice, and feedback phases of teaching. Figure 2.1 below demonstrates the relationship
between approach, design, and procedure, the final step in implementing a method.
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I
Approach

a. A rheory of the nature of langnage
an account of the nature of language
proficiency
— an account of the basic units of language
structure
b. A theory of the nature of language learning
— an account of the psycholinguistic and cog-
nitive processes involved in language
learning
— an account of the conditions that allow for
successful use of these processes

o

Design

The general and specific objectives of the method

. A syllabus model

— criteria for the selection and organization of linguis-
tic and/or subject-matter content

Types of learning and teaching activities

— kinds of tasks and practice activities to be employed
in the classroom and in materials

Learner roles

— types of learning tasks set for learners

— degree of control learners have over the content of
learning

— patterns of learner groupings that are recommended
or implied

— degree to which learners influence the learning of
others

— the view of the learner as a processor, performer, in-
itiator, problem solver, etc.

Teacher roles

— types of functions teachers fulfill

— degree of teacher influence over learning

— degree to which the teacher determines the content
of learning

— types of interaction between teachers and learners

. The role of instructional materials

|

primary function of materials

— the form materials take (e.g., texrbook, audiovisual)
relation of materials to other input

assumptions made about teachers and learners

F

Figure 2.1 Summary of elements and sub-elements that constitute a method
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Procedure

a. Classroom techniques, practices, and behaviors
observed when the method is used
~ resources in terms of time, space, and equip-
ment used by the teacher
— interactional patterns observed in lessons
— tactics and strategies used by teachers and
learners when the method is being used
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In Situational Language Teaching, a sequence of five activities is often used:

1. Presentation. The new structure is introduced and presented.

2. Controlled practice. Learners are given intensive practice in the structure, under the
teacher’s guidance and control.

3. Free practice. The students practice using the structure without any control by the
teacher.

4. Checking. The teacher elicits use of the new structure to check that it has been learned.

5. Further practice. The structure is now practiced in new situations or in combination with
other structures.

In Communicative Language Teaching (Chapter 5), the following sequence of activities is often
used:

1. Pre-communicative activities. Accuracy-based activities which focus on presentation of
structures, functions, and vocabulary.

2. Communication activities. Fluency-based activities which focus on information-sharing
and information-exchange.

Text-based lessons or units (Chapter 10) often contain the following five-stage sequence
of activities:

1. Building the context (the situations in which a particular text-type is used and its pur-
pose are discussed)

2. Modeling and deconstructing the text (the teacher shows how the text is constructed and
what its linguistic and discourse features are)

3. Joint construction of the text (teacher and students jointly create a new text following the
format of the model text)

4. Independent construction of the text (students create their own texts)

5. Links to related texts (similarities and differences between other types of texts

are discussed).

We expect methods to be most obviously idiosyncratic at the level of procedure, though
classroom observations often reveal that teachers do not necessarily follow the procedures
a method prescribes. Over time they adapt the procedures to their own preferred teaching
style.

Why is an approach or method adopted?

Throughout this book we will examine a number of language teaching approaches and
methods that have been used in recent and less recent times, as well as some that are still
very current. The fact that so many different instructional designs for second language
teaching have been proposed over a relatively short period of time poses the question of
why the language teaching field is subject to the many contrasting views of teaching that we
find reflected in different methods.
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Factors responsible for the rise and fall of methods

What factors appear to be responsible for the rise and fall of methods? We would suggest
that a number of factors are involved, including the following.

Paradigm shifts

As with other fields of education, language teaching is subject to the influences of
changes in the theories found in the supporting disciplines of linguistics, psychology,
and second language learning. Chomsky’s attack on behaviorism (Chapter 3) and his
theory of linguistic competence was an example of such a shift — one that had a signifi-
cant impact on approaches to language teaching. The emergence of the field of second
language acquisition similarly prompted a shift in thinking about the nature of second
language learning and new approaches to language teaching that led to the Natural
Approach and Task-Based Language Teaching. Communicative Language Teaching
similarly was adopted as evidence of a new paradigm of understanding about language
teaching and learning.

Support networks

The support networks available in promoting or explaining a new teaching approach or
method are also crucial. Here a ministry or department of education, key educational
administrators, leading academics, and professional bodies and organizations can play
an important role in promoting a new approach or method. The fact that the Common
European Framework of Reference (Chapter 8) is the product of an important European
organization (the Council of Europe) has done much to give it a sense of legitimacy, as
was similarly the case with earlier proposals from the Council of Europe - the Threshold
Level — that provided a framework for Communicative Language Teaching (Chapter s5).

Practicality

A method that is simple to understand, that requires little time to master, that appears
to conform to common sense, and that can be used in many different kinds of situations
is more likely to find advocates than one that is difficult to understand and that requires
special training and resources. Total Physical Response and Text-Based Instruction would
be examples in the former category while the Silent Way and Task-Based Language
Teaching would be examples of the second.

Teacher’s language proficiency

Many of the world’s language teachers are not native speakers of the languages they teach
but nonetheless often achieve very good results. However, a method that assumes a native-
speaker level of proficiency on the part of the teacher is unlikely to find advocates in some
countries. The Direct Method proved difficult for many teachers for this reason, and more
recent methods such as Task-Based Language Teaching and CLIL may also be difficult for
some teachers to use for the same reason.
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Used as the basis for published materials and tests

Some instructional designs can readily be used as the basis for syllabuses, courses, text-
books, and tests. Millions of textbooks have been sold based on the principles of methods
such as Audiolingualism and Communicative Language Teaching, and approaches and
methods such as Text-Based Instruction and Content-Based Instruction have similarly
been used as the basis for textbooks. These together with the principles they are based
on will generally be widely promoted by publishers and their representatives to secure
their adoption in schools. However, approaches and methods that do not provide the
basis for published coursebooks and syllabuses, such as the Natural Approach and Task-
Based Language Teaching, are unlikely to achieve similar prominence, since they are
more dependent on the efforts of individual teachers for their application than published
resources. Many language tests today are linked to the Common European Framework of
Reference - a fact that further consolidates its influence. The use of a method as the basis
for technology-supported learning will also help consolidate its impact and uptake.

Compatibility with local traditions

Styles of teaching and learning differ significantly in different parts of the world and con-
ceptions of good teaching differ from culture to culture (Tsui 2009). In some cultures a good
teacher is one who controls and directs learners and who maintains a respectful distance
between the teacher and the learners. Learners are the more or less passive recipients of the
teacher’s expertise. Teaching is viewed as a teacher-controlled and teacher-directed process.
In other cultures the teacher may be viewed more as a facilitator. The ability to form close
interpersonal relations with students is highly valued and there is a strong emphasis on
individual learner creativity and independent learning. Students may even be encouraged
to question and challenge what the teacher says. Methods that are learner-centered and that
encourage autonomous learning (Chapter 19) may not be suited to contexts where teachers
are unfamiliar with this style of teaching and learning.

A checklist for the adoption of an approach or method

The extent to which new approaches and methods become widely accepted and have a last-
ing impact on teachers’ practices hence depends on the relative ease or difficulty of introduc-
ing the changes the approach or method requires. Curriculum changes are of many different
kinds. They may affect teachers’ pedagogical values and beliefs, their understanding of the
nature of language or second language learning, or their classroom practices and uses of
teaching materials. Some changes may be readily accepted, others resisted. The following
questions will therefore affect the extent to which a new approach or method is adopted:

e What advantages does the new approach or method offer? Is it perceived to be more
effective than current practices?

e [How compatible is it with teachers’ existing beliefs and attitudes and with the organiza-
tion and practices within classrooms and schools?
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e Who recommends it? Is it supported by the recommendations of authorities and experts?

e Is the new approach or method very complicated and difficult to understand and use?

e Hasit been tested out in some schools and classrooms before teachers are expected to use it?

e Tave the benefits of the new approach or method been clearly communicated to teach-
ers and institutions?

e IHow clear and practical is the new approach or method? Are its expectations stated in
ways that clearly show how it can be used in the classroom?

Conclusion

The model presented in this chapter demonstrates that any language teaching method can
be described in terms of the issues identified here at the levels of approach, design, and
procedure. Very few methods are explicit with respect to all of these dimensions, however.
In the remaining chapters of this book, we will attempt to make each of these features of
approach, design, and procedure explicit with reference to the major language teaching
approaches and methods in use today. In so doing, we will often have to infer from what
method developers have written in order to determine precisely what criteria are being
used for teaching activities, what claims are being made about learning theory, what type
of syllabus is being employed, and so on.

The model presented here is not intended to imply that methodological development
proceeds neatly from approach, through design, to procedure. It is not clear whether such
a developmental formula is possible, and our model certainly does not describe the typical
case. Methods can develop from the level of approach or from that of procedure. A novel
theory of language or language learning might prompt attempts to develop a teaching
method from it. Or one could, perhaps, stumble on or invent a set of teaching procedures
that appear to be successful and then later develop a design and a theoretical approach that
explain or justify the procedures. Some methodologists would resist calling their proposals a
method, although, if descriptions are possible at each of the levels described here, we would
argue that what is advocated has, in fact, the status of a method. Let us now turn to the major
approaches and teaching methods that are in use today and examine them according to how
they reflect specific decisions at the levels of approach, design, and procedure.

Discussion questions

1. How would you explain, in your own words, the difference between an approach, a
method, and a technique?

2. Match the models of language below with their descriptions.

Sociocultural Language is a system of structurally related elements for the
coding of meaning, such as phonemes and grammar.

Interactional Language is a vehicle for the expression of functional meanings
and for performing real-world activities.
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Cognitive Language is the acquisition of abstract knowledge and involves
properties of the mind.

Genre Language is a communicative activity in which the social
context, customs, and beliefs are central.

Lexical Language is considered primarily through the role of lexis and
lexical chunks or phrases.

Functional Language is a vehicle for the realization of interpersonal
relations.

Structural Language is governed by discourse-specific norms and texts for

different purposes.

What theories of learning are reflected in the materials or textbooks you use in your
teaching?

Which approaches and methods have been popular in your country in the past? Can you
identify the reasons for their success?

What do you understand by the concept of scaffolded learning? Why might dialogue with
a more knowledgeable other be important to sociocultural learning theory?

How important to do you think practice is in language learning? How can practice affect
learning and language use?

Do your learners have particular learning style preferences? How can these be identified
and, if necessary, supported or modified?

. What are the different components of design? Why is each one important? What are

some examples of how design translates into procedure?

. What are some factors that determine whether an approach or method is adopted?

Which of these do you feel are the most important?
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3 The Oral Approach and Situational
Language Teaching

Few language teachers today are familiar with the terms Oral Approach or Situational
Language Teaching, which both refer to an approach to language teaching developed by
British applied linguists, the first dating from the 1920s and 1930s and the second from the
1950s and 1960s. Even though neither term is commonly used today, the impact of the Oral
Approach has been long-lasting, and it shaped the design of many widely used English as a
Second/Foreign Language (ESL/EFL) textbooks and courses, particularly those published
in the United Kingdom. Situational Language Teaching, a type of oral approach, continued
to be popular well into the 1980s, and some of these textbooks are still used today. One of
the most successful ESL courses published, Streamline English (Hartley and Viney 1978),
reflected the classic principles of Situational Language Teaching, as did many other series
that have been widely used, such as Access to English (Coles and Lord 1975), Kernel Lessons
Plus (O’'Neill 1973) and many of L. G. Alexander’s widely used textbooks, for example,
New Concept English (1967). Perhaps the biggest legacy of the Oral Approach was the PPP
lesson format: Presentation-Practice-Production, which will be discussed further below.
Hundreds of thousands of teachers worldwide have been trained to use this lesson for-
mat, and it continues to be seen in language textbooks today. This chapter will explore the
development of the Oral Approach in Britain. In the next chapter, we will look at related
developments in the United States.

Introduction

The origins of this approach began with the work of British applied linguists in the 1920s
and 1930s. Beginning at this time, a number of outstanding applied linguists developed
the basis for a principled approach to methodology in language teaching. Two of the lead-
ers in this movement were Harold Palmer (1877-1949) and A. S. Hornby (1898-1978), two
of the most prominent figures in British twentieth-century language teaching. Both were
familiar with the work of such prominent linguists of the time as the Danish grammarian
Otto Jespersen and the phonetician Daniel Jones, as well as with the Direct Method. They
attempted to develop a more scientific foundation for an oral approach to teaching English
than was evidenced in the Direct Method. The result was a systematic study of the princi-
ples and procedures that could be applied to the selection and organization of the content
of a language course (Palmer 1917, 1921).

44
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Vocabulary selection

One of the first aspects of method design to receive attention was the role of vocabulary.
In the 1920s and 1930s, several large-scale investigations of foreign language vocabulary
were undertaken. The impetus for this research came from two quarters. First, there was
a general consensus among language teaching specialists, such as Palmer, that vocabulary
was one of the most important aspects of foreign language learning. A second influence
was the increased emphasis on reading skills as the goal of foreign language study in some
countries. This had been the recommendation of the Coleman Report (Chapter 1) and also
the independent conclusion of another British language teaching specialist, Michael West,
who had examined the role of English in India in the 1920s. Vocabulary was seen as an
essential component of reading proficiency.

This led to the development of principles for vocabulary selection, which were to
have a major practical impact on the teaching of English in subsequent decades. Frequency
counts showed that a core of 2,000 or so words occurred frequently in written texts and
that a knowledge of these words would greatly assist in reading a foreign language. Palmer,
West, and other specialists produced a guide to the English vocabulary needed for teach-
ing English as a foreign language, The Interim Report on Vocabulary Selection (Faucett et al.
1936), based on frequency as well as other criteria. This was later revised by West and pub-
lished as A General Service List of English Words (1953b), which became a standard reference
in developing teaching materials. These efforts to introduce a scientific and rational basis
for choosing the vocabulary content of a language course represented the first attempts to
establish principles of syllabus design in language teaching.

Grammar control

Parallel to the interest in developing rational principles for vocabulary selection was a focus
on the grammatical content of a language course. Palmer had emphasized the problems of
grammar for the foreign learner. Much of his work in Japan, where he directed the Institute
for Research in English Teaching from 1922 until World War II, was directed toward devel-
oping classroom procedures suited to teaching basic grammatical patterns through an oral
approach. His view of grammar was very different from the abstract model of grammar
scen in the Grammar-Translation Method, however, which was based on the assumption
that one universal logic formed the basis of all languages and that the teacher’s respon-
sibility was to show how each category of the universal grammar was to be expressed in
the foreign language. Palmer viewed grammar as the underlying sentence patterns of the
spoken language. Palmer, Hornby, and other British applied linguists analyzed English and
classified its major grammatical structures into sentence patterns (later called “substitution
tables”), which could be used to help internalize the rules of English sentence structure. The
following is an example of a sentence pattern:

Pattern: S-Vtr-DO (Subject + Transitive Verb + Direct Object)
The dog catches the ball.
The baby likes bananas.
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Dogs chase cats.
That man teaches English.
The scientist performed an experiment.

A classification of English sentence patterns was incorporated into the first dictionary
for students of English as a second or foreign language, developed by Hornby, Gatenby, and
Wakefield and published in 1953 as The Advanced Learners Dictionary of Current English.
A number of pedagogically motivated descriptions of English grammar were undertaken,
including A Grammar of Spoken English on a Strictly Phonetic Basis (Palmer and Blandford
1939), A Handbook of English Grammar (Zandvoort 1945), and Hornby’s Guide to Patterns
and Usage in English (1954a), which became a standard reference source of basic English
sentence patterns for textbook writers. With the development of systematic approaches to
the lexical and grammatical content of a language course and with the efforts of such spe-
cialists as Palmer, West, and Hornby in using these resources as part of a comprehensive
methodological framework for the teaching of English as a second or foreign language, the
foundations for the British approach in TEFL/TESL - the Oral Approach - were firmly
established.

The Oral Approach and Situational Language Teaching

Palmer, Hornby, and other British applied linguists from the 1920s onward developed an
approach to methodology that involved systematic principles of selection (the procedures
by which lexical and grammatical content was chosen), gradation (principles by which the
organization and sequencing of content were determined), and presentation (techniques
used for presentation and practice of items in a course). Although Palmer, Hornby, and
other English teaching specialists had differing views on the specific procedures to be used
in teaching English, their general principles were referred to as the Oral Approach to lan-
guage teaching. This was not to be confused with the Direct Method (Chapter 1), which,
although it used oral procedures, lacked a systematic basis in applied linguistic theory and
practice.

An oral approach should not be confused with the obsolete Direct Method, which
meant only that the learner was bewildered by a flow of ungraded speech, suffering
all the difficulties he would have encountered in picking up the language in its normal
environment and losing most of the compensating benefits of better contextualization
in those circumstances.

(Pattison 1964: 4)

Situational Language Teaching is a type of oral approach, as will be explained. The Oral
Approach, described in detail below, was the accepted British approach to English language
teaching by the 1950s. It is described in the standard methodology textbooks of the period,
such as French (1948-1950), Gurrey (1955), Frisby (1957), and Billows (1961). Its principles are
seen in Hornby’s famous Oxford Progressive English Course for Adult Learners (1954-1956)
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and in many other more recent textbooks. One of the most active proponents of the Oral
Approach in the 1960s was the Australian George Pittman. Pittman and his colleagues were
responsible for developing an influential set of teaching materials based on the Situational
Approach, a more modern version of the early Oral Approach, which were widely used
in Australia, New Guinea, and the Pacific territories. Pittman was also responsible for
the situationally based materials developed by the Commonwealth Office of Education in
Sydney, used in the English programs for immigrants in Australia. These were published
for worldwide use in 1965 as the series Situational English. Materials by Alexander and
other leading British textbook writers also reflected the principles of Situational Language
Teaching as they had evolved over a 20-year period. The main characteristics of the Oral

Approach were as follows:

1. Language teaching begins with the spoken language. Material is taught orally before it
is presented in written form.

2. The target language is the language of the classroom.

3. New language points are introduced and practiced situationally.

4. Vocabulary selection procedures are followed to ensure that an essential general service
vocabulary is covered.

5. Ttems of grammar are graded following the principle that simple forms should be taught
before complex ones.

6. Reading and writing are introduced once a sufficient lexical and grammatical basis is
established.

It was the third principle that became a key feature of the approach in the 1960s, and
it was then that the term situational was used increasingly in referring to the Oral
Approach. Hornby himself used the term the Situational Approach in the title of an influ-
ential series of articles published in English Language Teaching in 1950. Later, the terms
Structural- Situational Approach and Situational Language Teaching came into common
usage. To avoid further confusion, we will use the term Situational Language Teaching
(SLT) to include the Structural-Situational and Oral approaches that predominated in
the 1950s and beyond. How can SLT be characterized at the levels of approach, design,
and procedure?

Approach
Theory of language

The theory of language underlying SLT can be characterized as a type of British struc-
tural model or “structuralism” Underlying every language was a system of grammatical
patterns and structures that had to be mastered in learning a language. Speech was
regarded as the basis of language, and structure was viewed as being at the heart of
speaking ability. Palmer, Hornby, and other British applied linguists had prepared peda-
gogical descriptions of the basic grammatical structures of English, and these were to be
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followed in developing methodology. “Word order, structural words, the few inflexions of
English, and content words, will form the material of our teaching” (Frisby 1957: 134). In
terms of language theory, there was little to distinguish such a view from that proposed
by American linguists, such as Charles Fries, who viewed grammar, or “structure,” and
basic sentence patterns as the starting point for language teaching (Chapter 4). Indeed,
Pittman drew heavily on Fries’s theories of language in the 1960s, but American theory
was largely unknown to British applied linguists in the 1950s. The British theoreticians,
however, had a different focus to their version of structuralism - the notion of “situa-
tion.” “Our principal classroom activity in the teaching of English structure will be the
oral practice of structures. This oral practice of controlled sentence patterns should be
given in situations designed to give the greatest amount of practice in English speech to
the pupil” (Pittman 1963: 179).

The theory that knowledge of structures must be linked to situations in which they
could be used gave SLT one of its distinctive features. This may have reflected the func-
tional trend in British linguistics since the 1930s. Many British linguists had emphasized
the close relationship between the structure of language and the context and situations
in which language is used. Beginning in the 1930s, British linguists, such as J. R. Firth,
followed by M. A. K. Halliday, developed powerful views of language in which mean-
ing, context, and situation were given a prominent place: “The emphasis now is on the
description of language activity as part of the whole complex of events which, together
with the participants and relevant objects, make up actual situations” (Halliday, McIntosh,
and Strevens 1964: 38). Thus, in contrast to American structuralist views on language (see
Chapter 4), language was viewed as purposeful activity related to goals and situations in
the real world. “The language which a person originates ... is always expressed for a pur-
posce” (Frisby 1957: 16).

Theory of learning

The theory of learning underlying SLT is a type of behaviorist habit-learning theory. Frisby,
for example, cites Palmer’s views as authoritative: “As Palmer has pointed out, there are
three processes in learning a language — receiving the knowledge or materials, fixing it in
the memory by repetition, and using it in actual practice until it becomes a personal skill”
(1957: 136). French likewise saw language learning as habit formation: “The fundamental is
correct speech habits ... The pupils should be able to put the words, without hesitation and
almost without thought, into sentence patterns which are correct. Such speech habits can
be cultivated by blind imitative drill” (1950, III: 9).

Like the Direct Method, SLT adopts an inductive approach to the teaching of gram-
mar. The meaning of words or structures is not to be given through explanation in either
the native language or the target language but is to be induced from the way the form is
used in a situation. “If we give the meaning of a new word, either by translation into the
home language or by an equivalent in the same language, as soon as we introduce it, we
weaken the impression which the word makes on the mind” (Billows 1961: 28). Explanation
is therefore discouraged, and the learner is expected to deduce the meaning of a particular
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structure or vocabulary item from the situation in which it is presented. Extending struc-
tures and vocabulary to new situations takes place by generalization. The learner is expected
to apply the language learned in a classroom to situations outside the classroom. This is how
child language learning is believed to take place, and the same processes are thought to occur
in second and foreign language learning, according to practitioners of SLT.

Design
Objectives

The objectives of the SLT method are to teach a practical command of the four basic skills of
language, goals it shares with most methods of language teaching. But the skills are approached
through structure. Accuracy in both pronunciation and grammar is regarded as crucial, and
errors are to be avoided at all costs. Automatic control of basic structures and sentence pat-
terns is fundamental to reading and writing skills, and this is achieved through speech work.
“Before our pupils read new structures and new vocabulary, we shall teach orally both the new
structures and the new vocabulary” (Pittman 1963: 186). Writing likewise derives from speech.

Oral composition can be a very valuable exercise ... Nevertheless, the skill with which
this activity is handled depends largely on the control of the language suggested by
the teacher and used by the children ... Only when the teacher is reasonably certain
that learners can speak fairly correctly within the limits of their knowledge of sentence
structure and vocabulary may he [sic] allow them free choice in sentence patterns and
vocabulary.

(Pittman 1963: 188)

The syllabus

Basic to the teaching of English in SLT is a structural syllabus and a word list. A structural
syllabus is a list of the basic structures and sentence patterns of English, arranged according
to their order of presentation. In SLT, structures are always taught within sentences, and
vocabulary is chosen according to how well it enables sentence patterns to be taught. “Our
carly course will consist of a list of sentence patterns [statement patterns, question patterns,
and request or command patterns] ... will include as many structural words as possible,
and sufficient content words to provide us with material upon which to base our language
practice” (Frisby 1957: 134). Frisby (1957: 134) gives an example of the typical structural syl-
labus around which situational teaching was based:

Sentence pattern Vocabulary

ist lesson This is ... book, pencil, ruler, desk
That is ...

2nd lesson These are ... chair, picture, door, window
Those are ...

3rd lesson Is this ... ? Yes it is. watch, box, pen, blackboard
Is that ... ? Yes it is.
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The syllabus was not therefore a situational syllabus in the sense that this term is sometimes
used (i.e., a list of situations and the language associated with them). Rather, situation refers
to the manner of presenting and practicing sentence patterns, as we shall see later. The word
situation is understood as encompassing such areas as pictures or realia, actions, and drills,
as we will explain.

Types of learning and teaching activities

SLT employs a situational approach to presenting new sentence patterns and a drill-based
manner of practicing them:

our method will ... be situational. The situation will be controlled carefully to teach the
new language material ... in such a way that there can be no doubt in the learner’s
mind of the meaning of what he hears ... almost all the vocabulary and structures
taught in the first four or five years and even later can be placed in situations in which
the meaning is quite clear.

(Pittman 1963: 155-6)

By situation Pittman means the use of concrete objects, pictures, and realia, which together
with actions and gestures can be used to demonstrate the meanings of new language items:

The form of new words and sentence patterns is demonstrated with examples and
not through grammatical explanation or description. The meaning of new words and
sentence patterns is not conveyed through translation. It is made clear visually (with
objects, pictures, action and mime). Wherever possible model sentences are related
and taken from a single situation.

(Davies, Roberts, and Rossner 1975: 3)

The practice techniques employed generally consist of guided repetition and substitution
activities, including chorus repetition, dictation, drills, and controlled oral-based reading
and writing tasks. Other oral-practice techniques are sometimes used, including pair prac-
tice and group work.

Learner roles

In the initial stages of learning, the learner is required simply to listen and repeat what the
teacher says and to respond to questions and commands. The learner has no control over
the content of learning and is often regarded as likely to succumb to undesirable behav-
iors unless skillfully manipulated by the teacher. For example, the learner might lapse into
faulty grammar or pronunciation, forget what has been taught, or fail to respond quickly
enough; incorrect habits are to be avoided at all costs (see Pittman 1963). Later, more active
participation is encouraged. This includes learners initiating responses and asking each
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other questions, although teacher-controlled introduction and practice of new language is
stressed throughout (Davies et al. 1975).

Teacher roles

The teacher’s function is threefold. In the presentation stage of the lesson, the teacher serves
as a model, setting up situations in which the need for the target structure is created and
then modeling the new structure for students to repeat. Then the teacher “becomes more
like the skillful conductor of an orchestra, drawing the music out of the performers” (Byrne
1976: 2). The teacher is required to be a skillful manipulator, using questions, commands,
and other cues to elicit correct sentences from the learners. Lessons are hence teacher-
directed, and the teacher sets the pace.

During the practice phase of the lesson, students are given more of an opportunity
to use the language in less controlled situations, but the teacher is ever on the lookout
for grammatical and structural errors that can form the basis of subsequent lessons.
Organizing review is a primary task for the teacher, according to Pittman, who summarizes
the teacher’s responsibilities as dealing with

1. timing
2. oral practice, to support the textbook structures
revision [i.e., review]
adjustment to special needs of individuals
testing
developing language activities other than those arising from the textbook
(Pittman 1963: 177-8)

e

The teacher is essential to the success of the method, since the textbook serves to present
activities for the teacher to carry out in class.

The role of instructional materials

SLT is dependent on both a textbook and visual aids. The textbook contains tightly organ-
ized lessons planned around different grammatical structures. Visual aids may be produced
by the teacher or may be commercially produced; they consist of wall charts, flashcards,
pictures, stick figures, and so on. The visual element together with a carefully graded gram-
matical syllabus is a crucial aspect of SLT, hence the importance of the textbook. In prin-
ciple, however, the textbook should be used “only as a guide to the learning process. The
teacher is expected to be the master of his textbook” (Pittman 1963: 176).

Procedure

Classroom procedures in SLT vary according to the level of the class, but procedures at
any level aim to move from controlled to freer practice of structures and from oral use of
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sentence patterns to their automatic use in speech, reading, and writing. Pittman (1963: 173)
gives an example of a typical lesson plan:

The first part of the lesson will be stress and intonation practice ... The main body
of the lesson should then follow. This might consist of the teaching of a structure. If
so, the lesson would then consist of four parts:

1.
2,
3
4.
5. reading of material on the new structure, or written exercises

pronunciation

revision (to prepare for new work if necessary)

. presentation of new structure or vocabulary

oral practice (drilling)

Davies et al. (1975: 56) give sample lesson plans for use with SLT. The structures being taught

in the following lesson are “Thisisa ...” and “That'sa ...”

Teacher:

Teacher:
Students:

A student:

Students:

A student:

Teacher:
Students:

A student:

Teacher:
Students:

A student:

Teacher:
Students:
Teacher:
Student 1:

(holding up a watch) Look. This is a watch. (2 x ) (pointing to a
clock on wall or table) That’s a clock. (2 x ) That’s a clock. (2 x )
This is a watch. (putting down watch and moving across to touch
the clock or pick it up) This is a clock. (2 x ) (pointing to watch)
That’s a watch. (2 x ) (picking up a pen) Thisis a pen. (2 x ) (draw-
ing large pencil on blackboard and moving away) That’s a pencil.
(2 x ) Take your pens. All take your pens. (students all pick up
their pens)

Listen. This is a pen. (3 x ) This. (3 %)

This. (3 x )

This. (6 x ) Teacher: This is a pen.

This is a pen. (3 x )

(moving pen) This is a pen. (6 x )

(pointing to blackboard) That’s a pencil. (3 x ) That. (3 x )

That. (3 x )

That. (6 x )

That’s a pencil.

(all pointing at blackboard) That’s a pencil. (3 x )

(pointing at blackboard) That’s a pencil. (6 x )

Take your books. (taking a book himself ) This is a book. (3 x )
This is a book. (3 x )

(placing notebook in a visible place) Tell me ...

That’s a notebook.

You can now begin taking objects out of your box, making sure they are as far as
possible not new vocabulary items. Large objects may be placed in visible places at
the front of the classroom. Smaller ones distributed to students.
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These procedures illustrate the techniques used in presenting new language items in

situations. Drills, as mentioned, are likewise related to “situations.” Pittman illustrates oral

drilling on a pattern, using a box full of objects to create the situation. The pattern being
practiced is “There’s a NOUN + of + (noun) in the box” The teacher takes objects out of
the box and the class repeats:

There’s a tin of cigarettes in the box.
There’s a packet of matches in the box.
There’s a reel of cotton in the box.
There's a bottle of ink in the box.
There’s a packet of pins in the box.
There’s a pair of shoes in the box.
There’s a jar of rice in the box.

(Pittman 1963: 168)

The teacher’s kit, a collection of items and realia that can be used in situational language

practice, is hence an essential part of the teacher’s equipment.

Davies et al. likewise give detailed information about teaching procedures to be used

with SLT. The sequence of activities they propose consists of the following:

L

Listening practice in which the teacher obtains his students’ attention and repeats
an example of the patterns or a word in isolation clearly, several times, probably
saying it slowly at least once (where ... is ... the ... pen?), separating the words.
Choral imitation in which students all together or in large groups repeat what
the teacher has said. This works best if the teacher gives a clear instruction like
“Repeat,” or “Everybody” and hand signals to mark time and stress.

Individual imitation in which the teacher asks several individual students to repeat
the model he has given in order to check their pronunciation.

Isolation, in which the teacher isolates sounds, words, or groups of words which cause
trouble and goes through techniques 1—3 with them before replacing them in context.
Building up to a new model, in which the teacher gets students to ask and answer
questions using patterns they already know in order to bring about the information
necessary to introduce the new model.

Elicitation, in which the teacher, using mime, prompt words, gestures, etc.,
gets students to ask questions, make statements, or give new examples of the
pattern.

Substitution drilling, in which the teacher uses cue words (words, pictures, numbers,
names, etc.) to get individual students to mix the examples of the new patterns.
Question-answer drilling, in which the teacher gets one student to ask a question
and another to answer until most students in the class have practiced asking and
answering the new question form.
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9. Correction, in which the teacher indicates by shaking his head, repeating the error,
etc., that there is a mistake and invites the student or a different student to correct
it. Where possible the teacher does not simply correct the mistake himself. He gets
students to correct themselves so they will be encouraged to listen to each other

carefully.
(Davies et al. 1975: 6-7)

Davies et al. then go on to discuss how follow-up reading and writing activities are to be
carried out.

The PPP lesson format

One of the most enduring legacies of SLT at the procedure level is what came to be known
as the PPP lesson format — Presentation-Practice-Production - widely popular well into the
1990s and still used today. Its main features can be characterized as follows:

e Presentation. A text, audio, or visual is used by the teacher to present the grammar in a
controlled situation.

e Practice. A controlled practice phase follows where the learner says the structure cor-
rectly, using such activities as drills and transformations, gap-fill or cloze activities, and
multiple-choice questions.

e Production. In the production phase, the learner transfers the structure to freer com-
munication through dialogues and other activities, where there is more than one correct

dIISWCET.

Critics have argued, however, that not all learners effectively manage this transfer and
that controlled practice does not prepare them adequately for freer production. The impli-
cations of these criticisms will be explored in Chapter s.

Conclusion

In this chapter, we have reviewed the Oral Approach and its later manifestation, Situational
Language Teaching, as it developed in Britain, and have seen how the design and procedure
emphasized accuracy and repetition in controlled situations. Procedures associated with
SLT in the 1950s and 1960s were an extension and further development of well-established
techniques advocated by proponents of the earlier Oral Approach in the British school of
language teaching. The essential features of SLT are seen in the PPP lesson model that thou-
sands of teachers who studied for the RSA/Cambridge Certificate in TEFLA were required
to master in the 1980s and early 1990s, with a lesson having three phases: Presentation
(introduction of a new teaching item in context), Practice (controlled practice of the item),
and Production (a freer practice phase) (Willis and Willis 1996). SLT provided the meth-
odology of major teacher-training texts throughout the 1980s and beyond (e.g., Hubbard
et al. 1983), and, as we noted, textbooks written according to the principles of SLT were
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widely used in many parts of the world. In the mid-1960s, however, applied linguists began
to call into question the view of language, language learning, and language teaching under-
lying SLT. We discuss this reaction and how it led to Communicative Language Teaching
in Chapter 5. But because the principles of SLT, with its strong emphasis on oral practice,
grammar, and sentence patterns, conform to the intuitions of many language teachers and

offer a practical methodology suited to countries where national EFL/ESL syllabuses con-

tinue to be grammatically based, it continues to be used in some parts of the world today,
even though it may not be widely acknowledged.

Discussion questions

1.

2.

Does the PPP lesson cycle play any role in your current teaching?
Have you experienced or observed any limitations of the PPP cycle?

Like the Direct Method, the Oral Approach was inductive and, in its pure form, did not
explain grammar. What do you think might be some pros and cons to this approach to
grammar?

“In the mid-1960s, however, applied linguists began to call into question the view of
language, language learning, and language teaching underlying SLT” (p. 55). Can you
think of reasons why (aspects of ) SLT may still be useful and relevant in certain teaching
contexts today?

On page 47 is a list with the main characteristics of the Oral Approach. Point (2) is “The
target language is the language of the classroom.” Can you think of reasons why in some
situations this might be difficult to implement?

. Point (5) is “Items of grammar are graded following the principle that simple forms

should be taught before complex ones” Can you think of situations where it would be
sensible to break this general rule?

Point (6) is “Reading and writing are introduced once a sufficient lexical and grammati-
cal basis is established.” Can you think of situations where it would be sensible to focus
on reading and/or writing sooner?

. Look at the list below that summarizes the teacher’s responsibilities in the Oral

Approach. How does this compare with your own list of teaching responsibilities?

1. timing
2. oral practice, to support the textbook structures
revision [i.e., review]
adjustment to special needs of individuals
testing
developing language activities other than those arising from the textbook
(Pittman 1963: 177-8)

[ Y RN S
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9. Looking at the structure ‘there’s a + noun” and the way that it is presented in a situ-
ational course, how would you teach it?

There’s a tin of cigarettes in the box.
There’s a packet of matches in the box.
There’s a reel of cotton in the box.
There’s a bottle of ink in the box.
There’s a packet of pins in the box.
There’s a pair of shoes in the box.

There’s a jar of rice in the box.
(Pittman 1963: 168)

10. “The Oral Approach ... was the accepted British approach to English language teaching
by the 1950s. Its principles are seen ... in many other more recent textbooks” (pp. 46-7).
Select a textbook published after 2000 and look at the table in the appendix at the end
of the book, summarizing the key characteristics of the Oral Approach. Do you find any
aspects of the Oral Approach in the textbook?
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4 The Audiolingual Method

Introduction

The Coleman Report in 1929 recommended a reading-based approach to foreign language
teaching for use in US schools and colleges (Chapter 1). This emphasized teaching the com-
prehension of texts. Teachers taught from books containing short reading passages in the
foreign language, preceded by lists of vocabulary. Rapid silent reading was the goal, but in
practice teachers often resorted to discussing the content of the passage in English. Those
involved in the teaching of English as a second or foreign language in the United States
between the two world wars used either a modified Direct Method approach, a reading-
based approach, or a reading-oral approach (Darian 1972). Unlike the approach that was
being developed by British applied linguists during the same period (Chapter 3), there
was little attempt to treat language content systematically. Sentence patterns and grammar
were introduced at the whim of the textbook writer. There was no standardization of the
vocabulary or grammar that was included. Neither was there a consensus on what gram-
matr, sentence patterns, and vocabulary were most important for beginning, intermediate,
or advanced learners.

However, the entry of the United States into World War II had a significant effect on
language teaching there. To supply the US government with personnel who were fluent in
German, French, Italian, Chinese, Japanese, Malay, and other languages, and who could
work as interpreters, code-room assistants, and translators, it was necessary to set up a spe-
cial language training program. The government commissioned US universities to develop
foreign language programs for military personnel. Thus, the Army Specialized Training
Program (ASTP) was established in 1942. Fifty-five American universities were involved in
the program by the beginning of 1943.

The objective of the army programs was for students to attain conversational profi-
ciency in a variety of foreign languages. Since this was not the goal of conventional foreign
language courses in the United States, new approaches were necessary. Linguists, such
as Leonard Bloomfield at Yale, had already developed training programs as part of their
linguistic research that were designed to give linguists and anthropologists mastery of
American Indian languages and other languages they were studying. Textbooks did not
exist for such languages. The technique Bloomfield and his colleagues used was sometimes
known as the “informant method,” since it used a native spcaker of the language - the
informant - who served as a source of phrases and vocabulary and who provided sen-
tences for imitation, and a linguist, who supervised the learning experience. The linguist
did not necessarily know the language but was trained in eliciting the basic structure of the



4 The Audiolingual Method 59

language from the informant. Thus, the students and the linguist were able to take part in
guided conversation with the informant, and together they gradually learned how to speak
the language, as well as to understand much of its basic grammar. Students in such courses
studied 10 hours a day, six days a week. There were generally 15 hours of drill with native
speakers and 20 to 30 hours of private study spread over two to three 6-week sessions. This
was the system adopted by the army, and in small classes of mature and highly motivated
students, excellent results were often achieved.

The ASTP lasted only about two years but attracted considerable attention in the
popular press and in the academic community. For the next ten years the "Army Method”
and its suitability for use in regular language programs were discussed. But the linguists
who developed the ASTP were not interested primarily in language teaching. The “method-
ology” of the Army Method, like the Direct Method, derived from the intensity of contact
with the target language rather than from any well-developed methodological basis. It was
a program that was innovative mainly in terms of the procedures used and the intensity of
teaching rather than in terms of its underlying theory. However, it did convince a number
of prominent linguists of the value of an intensive, oral-based approach to the learning of
a foreign language.

Linguists and applied linguists during this period were becoming increasingly
involved in the teaching of English as a second or foreign language. The United States had
now emerged as a major international power. There was a growing demand for foreign
expertise in the teaching of English. Thousands of foreign students entered the USA to
study in universities, and many of these students required training in English before they
could begin their studies. These factors led to the emergence of the American approach to
ESL, which by the mid-1950s had become Audiolingualism.

In 1939, the University of Michigan developed the first English Language Institute in
the United States; it specialized in the training of teachers of English as a foreign language
and in teaching English as a second or foreign language to international students. Charles
Fries, director of the institute, was trained in structural linguistics, and he applied the
principles of structural linguistics to language teaching. Fries and his colleagues rejected
approaches such as those of the Direct Method, in which learners are exposed to the lan-
guage, use it, and gradually absorb its grammatical patterns. For Fries, grammar, or “struc-
ture,” was the starting point. The structure of the language was identified with its basic
sentence patterns and grammatical structures. The language was taught by systematic atten-
tion to pronunciation and by intensive oral drilling of its core sentence patterns. Pattern
practice was an essential classroom technique. “It is these basic patterns that constitute the
learner’s task. They require drill, drill, and more drill, and only enough vocabulary to make
such drills possible” (Hockett 1959).

Michigan was not the only university involved in developing courses and materials
for teaching English. A number of other similar programs were established, some of the
earliest being at Georgetown University and American University, Washington, DC, and
at the University of Texas, Austin. US linguists were becoming increasingly active, both
within the United States and abroad, in supervising programs for the teaching of English
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(Moulton 1961). In 1950, the American Council of Learned Societies, under contract to
the US State Department, was commissioned to develop textbooks for teaching English
to speakers of a wide range of foreign languages. The format the linguists involved in this
project followed was known as the “general form™: a lesson began with work on pronun-
ciation, morphology, and grammar, followed by drills and exercises. The guidelines were
published as Structural Notes and Corpus: A Basis for the Preparation of Materials to Teach
English as a Foreign Language (American Council of Learned Societies 1952). This became
an influential document and together with the “general form” was used as a guide to devel-
oping English courses for speakers of ten different languages (the famous Spoken Language
series), published between 1953 and 1956 (Moulton 1961).

In many ways the methodology used by US linguists and language teaching experts
during this period sounded similar to the British Oral Approach, although the two tradi-
tions developed independently. The American approach differed, however, in its strong
alliance with American structural linguistics (described in more detail below) and its
applied linguistic applications, particularly contrastive analysis, explained below. Fries set
forth his principles of structural linguistics in Teaching and Learning English as a Foreign
Language (1945), in which the problems of learning a foreign language were attributed to
the conflict of different structural systems (i.e., differences between the grammatical and
phonological patterns of the native language and the target language). Contrastive analysis
of the two languages would allow potential problems of interference to be predicted and
addressed through carefully prepared teaching materials. Thus was born a major industry
in American applied linguistics — systematic comparisons of English with other languages,
with a view toward solving the fundamental problems of foreign language learning.

The approach developed by linguists at Michigan and other universities became
known variously as the Oral Approach, not to be confused with the Oral Method of the
1920s as developed in Britain (Chapter 3), the Aural-Oral Approach, and the Structural
Approach. It advocated aural training first, then pronunciation training, followed by
speaking, reading, and writing. Language was identified with speech, and speech was
approached through structure. This approach influenced the way languages were taught
in the United States throughout the 1950s. As an approach to the teaching of English as a
second or foreign language, the new orthodoxy was promoted through the University of
Michigan’s journal Language Learning. This was a period when expertise in linguistics was
regarded as a necessary and sufficient foundation for expertise in language teaching. Not
surprisingly, the classroom materials produced by Fries and linguists at Yale, Cornell, and
elsewhere evidenced considerable linguistic analysis but very little pedagogy. They were
widely used, however, and the applied linguistic principles on which they were based were
thought to incorporate the most advanced scientific approach to language teaching. If there
was any learning theory underlying the Aural-Oral materials, it was a commonsense appli-
cation of the idea that practice makes perfect. There is no explicit reference to then-current
learning theory in Fries's work. It was the incorporation of the linguistic principles of the
Aural-Oral Approach with state-of-the-art psychological learning theory in the mid-
1950s that led to the method that came to be known as Audiolingualism.
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The emergence of the Audiolingual Method resulted from the increased attention
given to foreign language teaching in the United States toward the end of the 1950s. The
need for a radical change and rethinking of foreign language teaching methodology (most
of which was still linked to the Reading Method) was prompted by the launching of the
first Russian satellite in 1957. The US government acknowledged the need for a more inten-
sive effort to teach foreign languages in order to prevent Americans from becoming iso-
lated from scientific advances made in other countries. The National Defense Education
Act (1958), among other measures, provided funds for the study and analysis of modern
languages, for the development of teaching materials, and for the training of teachers.
Teachers were encouraged to attend summer institutes to improve their knowledge of for-
eign languages and to learn the principles of linguistics and the new linguistically based
teaching methods. Language teaching specialists set about developing a method that was
applicable to conditions in US colleges and university classrooms. They drew on the earlier
experience of the army programs and the Aural-Oral or Structural Approach developed
by Fries and his colleagues, adding insights taken from behaviorist psychology. This com-
bination of structural linguistic theory, contrastive analysis, aural-oral procedures, and
behaviorist psychology led to the Audiolingual Method. Audiolingualism (the term was
coined by Professor Nelson Brooks in 1964) claimed to have transformed language teach-
ing from an art into a science, which would enable learners to achieve mastery of a foreign
language effectively and efficiently. The method was widely adopted for teaching foreign
languages in North American colleges and universities. It provided the methodological
foundation for materials for the teaching of foreign languages at the college and university
level in the United States and Canada, and its principles formed the basis of such widely
used series as the Lado English Series (Lado 1977) and English 9oo (English Language
Services 1964). Although the method began to fall from favor in the late 1960s for reasons
we shall discuss later, practices and materials based on audiolingual principles — particu-
larly the use of drills and repetition-based exercises — continue to be used by some teach-
ers today. A description of the methods used to teach Thai in a leading language center in
Thailand (the AUA) states:

The teaching methodology employed for the AUA Thai courses is an outgrowth of the
philosophy that for the students to speak Thai well they must be able to understand
and produce the tones of the language correctly and accurately. In order to accom-
plish this goal, a method of “focused practice” is used. Practical vocabulary and gram-
mar patterns are introduced and drilled before students are asked to engage in short
or long dialogs and conversations. A large percentage of the class is spent in having
the teacher model sounds, patterns and sentences and the students practicing those
drills. Language items are not initially introduced for communicative purposes, but to
introduce to the learner the problem sounds and patterns to increase fluency. Within
each lesson, dialogs are practiced to help the students to be conversational in order
to function outside of the classroom. Communicative activities are added when neces-
sary to integrate the language items learned.



62  Major trends in twentieth-century language teaching

The role of the teacher, other than presenting the material in a logical and non-
threatening way, is to not only provide the sounds but also monitor the performance
of the students so that mistakes are corrected in a timely and non-intrusive manner.
The student must take an active role in producing the sounds through repetition and
substitution drills. In all activities the student must work cooperatively with the other
students in the class to practice the patterns and for longer dialog and conversations
to be creative by adding items needed in real situations.

(AUA Language Center, Chiang Mai Thailand 2012)

Let us examine the features of the Audiolingual Method at the levels of approach, design,
and procedure.

Approach
Theory of language

The theory of language underlying Audiolingualism was derived from a view proposed
by American linguists in the 1950s — a view that came to be known as structural linguis-
tics. Linguistics had emerged as a flourishing academic discipline in the 1950s, and the
structural theory of language constituted its backbone. Structural linguistics had devel-
oped in part as a reaction to traditional grammar. Traditional approaches to the study of
language had linked the study of language to philosophy and to a mentalist approach to
grammar. Grammar was considered a branch of logic, and the grammatical categories of
Indo-European languages were thought to represent ideal categories in languages. Many
nineteenth-century language scholars had viewed modern European languages as corrup-
tions of classical grammar, and languages from other parts of the world were viewed as
primitive and underdeveloped.

The reaction against traditional grammar was prompted by the movement toward
positivism and empiricism, which Darwin’s On the Origin of Species had helped promote,
and by an increased interest in non-European languages on the part of scholars. A more
practical interest in language study emerged. As linguists discovered new sound types and
new patterns of linguistic invention and organization, a new interest in phonetics, phono-
logy, morphology, and syntax developed. By the 1930s, the scientific approach to the study
of language was thought to consist of collecting examples of what speakers said and ana-
lyzing them according to different levels of structural organization rather than according
to categories of Latin grammar. A sophisticated methodology for collecting and analyzing
data developed, which involved transcribing spoken utterances in a language phonetically
and later working out the phonemic, morphological (stems, prefixes, suffixes, etc.), and
syntactic (phrases, clauses, sentence types) systems underlying the grammar of the lan-
guage. Language was viewed as a system of structurally related elements for the encoding
of meaning, the elements being phonemes, morphemes, words, structures, and sentence
types. The term structural referred to these characteristics: (a) Elements in a language were
thought of as being linearly produced in a rule-governed (structured) way; (b) Language
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samples could be exhaustively described at any structural level of description (phonetic,
phonemic, morphological, etc.); (¢) Linguistic levels were thought of as systems within
systems — that is, as being pyramidally structured: phonemic systems led to morphemic
systems, and these in turn led to the higher-level systems of phrases, clauses, and sentences.
Learning a language, it was assumed, entails mastering the elements or building blocks
of the language and learning the rules by which these elements are combined, from pho-
neme to morpheme to word to phrase to sentence. The phonological system defines those
sound elements that contrast meaningfully with one another in the language (phonemes),
their phonetic realizations in specific environments (allophones), and their permissible
sequences (phonotactics). The phonological and grammatical systems of the language
constitute the organization of language and by implication the units of production and
comprehension. The grammatical system consists of a listing of grammatical elements and
rules for their linear combination into words, phrases, and sentences. Rule-ordered proc-
esses involve addition, deletion, and transposition of elements.

An important tenet of structural linguistics was that the primary medium of language
is oral: Speech is language. Since many languages do not have a written form and we learn
to speak before we learn to read or write, it was argued that language is “primarily what
is spoken and only secondarily what is written” (Brooks 1964). Therefore, it was assumed
that speech had a priority in language teaching. This was contrary to popular views of the
relationship of the spoken and written forms of language, since it had been widely assumed
that language existed principally as symbols written on paper, and that spoken language
was an imperfect realization of the pure written version.

This scientific approach to language analysis appeared to offer the foundations for a
scientific approach to language teaching. In 1961, the American linguist William Moulton,
in a report prepared for the Ninth International Congress of Linguists, proclaimed the
linguistic principles on which language teaching methodology should be based: “Language
is speech, not writing ... A language is a set of habits ... Teach the language, not about the
language ... A language is what its native speakers say, not what someone thinks they ought
to say ... Languages are different” (quoted in Rivers 1964: 5). But a method cannot be based
simply on a theory of language. It also needs to refer to the psychology of learning and to
learning theory. It is to this aspect of Audiolingualism that we now turn.

Theory of learning
The language teaching theoreticians and methodologists who developed Audiolingualism
not only had a convincing and powerful theory of language to draw upon but were also
working in a period when a prominent school of American psychology — known as behav-
ioral psychology - claimed to have tapped the secrets of all human learning, including
language learning. Behaviorism, like structural linguistics, is another antimentalist, empiri-
cally based approach to the study of human behavior. To the behaviorist, the human being
is an organism capable of a wide repertoire of behaviors. The occurrence of these behav-
iors is dependent on three crucial elements in learning: a stimulus, which serves to elicit
behavior; a response triggered by a stimulus; and reinforcement, which serves to mark the



64 Major trends in twentieth-century language teaching

Reinforcement (behavior likely to oc-
/ cur again and become a habit)

Stimulus — Organism — Response
Behavior

No reinforcement/
Negative reinforcement
(behavior not likely to occur again)

Figure 4.1 The behaviorist learning process

response as being appropriate (or inappropriate) and encourages the repetition (or suppres-
sion) of the response in the future (see Skinner 1957; Brown 1980). A representation of this
can be seen in Figure 4.1.

Reinforcement is a vital element in the learning process, because it increases the likeli-
hood that the behavior will occur again and eventually become a habit. To apply this theory
to language learning is to identify the organism as the foreign language learner, the behav-
ior as verbal behavior, the stimulus as what is taught or presented of the foreign language,
the response as the learner’s reaction to the stimulus, and the reinforcement as the extrinsic
approval and praise of the teacher or fellow students or the intrinsic self-satisfaction of
target language use. Language mastery is represented as acquiring a set of appropriate lan-
guage stimulus-response chains.

The descriptive practices of structural linguists suggested a number of hypotheses about
language learning, and hence about language teaching as well. For example, since linguists
normally described languages beginning with the phonological level and finishing with the
sentence level, it was assumed that this was also the appropriate sequence for learning and
teaching. Since speech was now held to be primary and writing secondary, it was assumed
that language teaching should focus on mastery of speech and that writing or even written
prompts should be withheld until reasonably late in the language learning process. Since the
structure is what is important and unique about a language, early practice should focus on
mastery of phonological and grammatical structures rather than on mastery of vocabulary.

Out of these various influences emerged a number of learning principles, which
became the psychological foundations of Audiolingualism and came to shape its methodo-
logical practices. Among the more central are the following:

1. Foreign language learning is basically a process of mechanical habit formation.
Good habits are formed by giving correct responses rather than by making mis-
takes. By memorizing dialogues and performing pattern drills, the chances of pro-
ducing mistakes are minimized. Language is verbal behavior - that is, the automatic
production and comprehension of utterances —and can be learned by inducing the
students to do likewise.

Language skills are learned more effectively if the items to be learned in the tar-
get language are presented in spoken form before they are seen in written form.
Aural-oral training is needed to provide the foundation for the development of other

[&]

language skills.
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3. Analogy provides a better foundation for language learning than analysis. Analogy
involves the processes of generalization and discrimination. Explanations of rules
are therefore not given until students have practiced a pattern in a variety of con-
texts and are thought to have acquired a perception of the analogies involved. Drills
can enable learners to form correct analogies. Hence the approach to the teaching
of grammar is essentially inductive rather than deductive.

4. The meanings that the words of a language have for the native speaker can be
learned only in a linguistic and cultural context and not in isclation. Teaching a
language thus involves teaching aspects of the cultural system of the people who

speak the language.
(Rivers 1964: 19-22)

In advocating these principles, proponents of Audiolingualism were drawing on the
theory of a well-developed school of American psychology - behaviorism. The promi-
nent Harvard behaviorist B. F. Skinner had elaborated a theory of learning applicable
to language learning in his influential book Verbal Behavior (1957), in which he stated,
“We have no reason to assume ... that verbal behavior differs in any fundamental respect
from non-verbal behavior, or that any new principles must be invoked to account for
it” (1957: 10). Armed with a powerful theory of the nature of language and of language
learning, audiolingualists could now turn to the design of language teaching courses
and materials.

Design

Audiolingualists demanded a complete reorientation of the foreign language curriculum.
Like the nineteenth-century reformers, they advocated a return to speech-based instruc-
tion with the primary objective of oral proficiency, and dismissed the study of grammar or
literature as the goal of foreign language teaching. “A radical transformation is called for,
a new orientation of procedures is demanded, and a thorough house cleaning of methods,
materials, texts and tests is unavoidable” (Brooks 1964: 50).

Objectives

Brooks distinguishes between short-range and long-range objectives of an audiolingual
program. Short-range objectives include training in listening comprehension, accurate
pronunciation, recognition of speech symbols as graphic signs on the printed page, and
ability to reproduce these symbols in writing (Brooks 1964: 111). “These immediate objec-
tives imply three others: first, control of the structures of sound, form, and order in the
new language; second, acquaintance with vocabulary items that bring content into these
structures; and third, meaning, in terms of the significance these verbal symbols have for
those who speak the language natively” (p. 113). Long-range objectives “must be language
as the native speaker uses it ... There must be some knowledge of a second language as it is
possessed by a true bilingualist” (p. 107).
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In practice this means that the focus in the early stages is on oral skills, with gradual
links to other skills as learning develops. Oral proficiency is equated with accurate pronun-
ciation and grammar and the ability to respond quickly and accurately in speech situations.
The teaching of listening comprehension, pronunciation, grammar, and vocabulary are all
related to development of oral fluency. Reading and writing skills may be taught, but they
are dependent on prior oral skills. Language is primarily speech in audiolingual theory, but
speaking skills are themselves dependent on the ability to accurately perceive and produce the
major phonological features of the target language, fluency in the use of the key grammatical
patterns in the language, and knowledge of sufficient vocabulary to use with these patterns.

The syllabus

Audiolingualism is a linguistic, or structure-based, approach to language teaching. The start-
ing point is a linguistic syllabus, which contains the key items of phonology, morphology,
and syntax of the language arranged according to their order of presentation. These may have
been derived in part from a contrastive analysis of the differences between the native language
and the target language, since these differences are thought to be the cause of the major dif-
ficulties the learner will encounter. In addition, a lexical syllabus of basic vocabulary items
is usually specified in advance. In Foundations for English Teaching (Fries and Fries 1961), for
example, a corpus of structural and lexical items graded into three levels is proposed, together
with suggestions as to the situations that could be used to contextualize them.

The language skills are taught in the order of listening, speaking, reading, and writing.
Listening is viewed largely as training in aural discrimination of basic sound patterns. The
language may be presented entirely orally at first; written representations are usually with-
held from learners in early stages.

The learner's activities must at first be confined to the audiolingual and gestural-visual
bands of language behavior ...

Recognition and discrimination are followed by imitation, repetition and memoriza-
tion. Only when he is thoroughly familiar with sounds, arrangements, and forms does
he center his attention on enlarging his vocabulary ... Throughout he concentrates
upon gaining accuracy before striving for fluency.

(Brooks 1964: 50)

When reading and writing are introduced, students are taught to read and write what they
have already learned to say orally. An attempt is made to minimize the possibilities for
making mistakes in both speaking and writing by using a tightly structured approach to the
presentation of new language items. At more advanced levels, more complex reading and
writing tasks may be introduced.

Types of learning and teaching activities

Dialogues and drills form the basis of audiolingual classroom practices. Dialogues provide
the means of contextualizing key structures and illustrate situations in which structures
might be used as well as some cultural aspects of the target language. Dialogues are used
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for repetition and memorization. Correct pronunciation, stress, rhythm, and intonation
are emphasized. After a dialogue has been presented and memorized, specific grammati-
cal patterns in the dialogue are selected and become the focus of various kinds of drill and
pattern-practice exercises.

The use of drills and pattern practice is a distinctive feature of the Audiolingual
Method. Various kinds of drills are used. Brooks (1964: 156-61) includes the following:

Repetition. The student repeats an utterance aloud as soon as he has heard it. He does
this without looking at a printed text. The utterance must be brief enough to be retained
by the ear. Sound is as important as form and order.

EXAMPLE
This is the seventh month. =This is the seventh month.

After a student has repeated an utterance, he may repeat it again and add a few words,
then repeat that whole utterance and add more words.

EXAMPLES
| used to know him. —| used to know him.
| used to know him years ago. | used to know him years ago when we were in school ...

Inflection. One word in an utterance appears in another form when repeated.

EXAMPLES

| bought the ticket. —| bought the tickets.

He bought the candy. —-She bought the candy.

| called the young man. | called the young men ...

Replacement. One word in an utterance is replaced by another.

EXAMPLES

He bought this house cheap. —He bought it cheap.

Helen left early. —She left early.

They gave their boss a watch. —They gave him a watch ...

Restatement. The student rephrases an utterance and addresses it to someone else,
according to instructions.

EXAMPLES

Tell him to wait for you. -Wait for me.

Ask her how old she is. -How old are you?

Ask John when he began. —John, when did you begin? ...

Completion. The student hears an utterance that is complete except for one word, then
repeats the utterance in completed form.

EXAMPLES
I'll go my way and you go ... -I'll go my way and you go yours.
We all have ... own troubles. -We all have our own troubles ...




68  Major trends in twentieth-century language teaching

Transposition. A change in word order is necessary when a word is added.

EXAMPLES
I’m hungry. (so). -So am |.
I'll never do it again. (neither). —=Neither will | ...

Expansion. When a word is added, it takes a certain place in the sequence.

EXAMPLES
| know him. (hardly). - hardly know him.
| know him. (well). —| know him well ...

Contraction. A single word stands for a phrase or clause.

EXAMPLES
Put your hand on the table. —-Put your hand there.
They believe that the earth is flat. =They believe it ...

Transformation. A sentence is transformed by being made negative or interrogative or
through changes in tense, mood, voice, aspect, or modality.

EXAMPLES
He knows my address.

He doesn’t know my address.
Does he know my address?
He used to know my address.
If he had known my address.

Integration. Two separate utterances are integrated into one.

EXAMPLES
They must be honest. This is important. —It is important that they be honest.
| know that man. He is looking for you. —| know the man who is looking for you ...

Rejoinder. The student makes an appropriate rejoinder to a given utterance. He is told in
advance to respond in one of the following ways:

Be polite.

Answer the question.
Agree.

Agree emphatically.
Express surprise.
Express regret.
Disagree.

Disagree emphatically.
Question what is said.
Fail to understand.

BE POLITE. EXAMPLES
Thank you. —You're welcome.
May | take one? —Certainly.

ANSWER THE QUESTION. EXAMPLES
What is your name? —My name is Smith.
Where did it happen? —In the middle of the street.




4 The Audiolingual Method 69

AGREE. EXAMPLES
He's following us. - think you're right.
This is good coffee. —It’'s very good ...

Restoration. The student is given a sequence of words that have been culled from a sen-
tence but still bear its basic meaning. He uses these words with a minimum of changes
and additions to restore the sentence to its original form. He may be told whether the time
is present, past, or future.

EXAMPLES
students/waiting/bus —The students are waiting for the bus.
boys/build/house/tree —The boys built a house in a tree ...

Learner roles

Learners are viewed as organisms that can be directed by skilled training techniques to pro-
duce correct responses. In accordance with behaviorist learning theory, teaching focuses on
the external manifestations of learning rather than on the internal processes. Learners play
a reactive role by responding to stimuli and thus have little control over the content, pace,
or style of learning. They are not encouraged to initiate interaction, because this may lead
to mistakes. The fact that in the early stages learners do not always understand the meaning
of what they are repeating is not perceived as a drawback, for by listening to the teacher,
imitating accurately, and responding to and performing controlled tasks, they are learning
a new form of verbal behavior.

Teacher roles

In Audiolingualism, as in Situational Language Teaching, the teacher’s role is central and
active; it is a teacher-dominated method. The teacher models the target language, controls
the direction and pace oflearning, and monitors and corrects the learners’ performance. The
teacher must keep the learners attentive by varying drills and tasks and choosing relevant
situations to practice structures. Language learning is seen to result from active verbal inter-
action between the teacher and the learners. Failure to learn results only from the improper
application of the method, for example from the teacher not providing sufficient practice
or from the learner not memorizing the essential patterns and structures; but the method
itself is never to blame. Brooks (1964: 143) argues that the teacher must be trained to do the
following;

e |ntroduce, sustain, and harmonize the learning of the four skills in this order: hearing,
speaking, reading and writing.

Use - and not use — English in the language classroom.

Model the various types of language behavior that the student is to learn.

Teach spoken language in dialogue form.

Direct choral response by all or parts of the class.

Teach the use of structure through pattern practice.

e Guide the student in choosing and learning vocabulary.
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¢ Show how words relate to meaning in the target language.

e Get the individual student to talk.

e Reward trials by the student in such a way that learning is reinforced.

e Teach a short story and other literary forms.

e Establish and maintain a cultural island.

e Formalize on the first day the rules according to which the language class is to be
conducted, and enforce them.

The role of instructional materials

Instructional materials in the Audiolingual Method assist the teacher to develop language
mastery in the learner. They are primarily teacher oriented. A student textbook is often not
used in the elementary phases of a course where students are primarily listening, repeating, and
responding. At this stage in learning, exposure to the printed word may not be considered desir-
able, because it diverts attention from the aural input. The teacher, however, will have access to a
teacher’s book that contains the structured sequence of lessons to be followed and the dialogues,
drills, and other practice activities. When textbooks and printed materials are introduced to the
student, they provide the texts of dialogues and cues needed for drills and exercises.
Technology had an important role to play in Audiolingualism, and when it first became
popular tape recorders and audiovisual equipment often had central roles in an audiolingual
course. If the teacher was not a native speaker of the target language, the tape recorder pro-
vided accurate models for dialogues and drills. The language laboratory was also an innova-
tion that was essential in an audiolingual course. It provides the opportunity for further drill
work and to receive controlled error-free practice of basic structures. It also adds variety by
providing an alternative to classroom practice. A recorded lesson in the audio program may
first present a dialogue for listening practice, allow for the student to repeat the sentences in
the dialogue line by line, and provide follow-up fluency drills on grammar or pronunciation.

Procedure

Since Audiolingualism is primarily an oral approach to language teaching, it is not surprising
that the process of teaching involves extensive oral instruction. The focus of instruction is on
immediate and accurate speech; there is little provision for grammatical explanation or talking
about the language. As far as possible, the target language is used as the medium of instruction,
and translation or use of the native language is discouraged. Classes of ten or fewer are consid-
ered optimal, although larger classes are often the norm. Brooks (1964: 142) lists the following
procedures that the teacher should adopt in using the Audiolingual Method:

e The modeling of all learnings by the teacher.

e The subordination of the mother tongue to the second language by rendering
English inactive while the new language is being learned.

e The early and continued training of the ear and tongue without recourse to graphic
symbols.
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e The learning of structure through the practice of patterns of sound, order, and form,
rather than by explanation.

e The gradual substitution of graphic symbols for sounds after sounds are thoroughly
known.

e The summarizing of the main principles of structure for the student’s use when the
structures are already familiar, especially when they differ from those of the mother
tongue ...

e The shortening of the time span between a performance and the pronouncement
of its rightness or wrongness, without interrupting the response. This enhances the
factor of reinforcement in learning.

e The minimizing of vocabulary until all common structures have been learned.

e The study of vocabulary only in context.

e Sustained practice in the use of the language only in the molecular form of speaker-
hearer-situation.

e Practice in translation only as a literary exercise at an advanced level.

In a typical audiolingual lesson, the following procedures would be observed:

Students first hear a model dialogue (either read by the teacher or on tape) containing
the key structures that are the focus of the lesson. They repeat each line of the dialogue,
individually and in chorus. The teacher pays attention to pronunciation, intonation, and
fluency. Correction of mistakes of pronunciation or grammar is direct and immediate.
The dialogue is memorized gradually, line by line. A line may be broken down into
several phrases if necessary. The dialogue is read aloud in chorus, one half saying one
speaker’s part and the other half responding. The students do not consult their book
throughout this phase.

. The dialogue is adapted to the students’ interest or situation, through changing certain

key words or phrases. This is acted out by the students.

Certain key structures from the dialogue are selected and used as the basis for pattern
drills of different kinds. These are first practiced in chorus and then individually. Some
grammatical explanation may be offered at this point, but this is kept to an absolute
minimum.

The students may refer to their textbook, and follow-up reading, writing, or vocabulary
activities based on the dialogue may be introduced. At the beginning level, writing is
purely imitative and consists of little more than copying out sentences that have been
practiced. As proficiency increases, students may write out variations of structural items
they have practiced or write short compositions on given topics with the help of framing
questions, which will guide their use of the language.

Follow-up activities may take place in the language laboratory, where further dialogue
and drill work is carried out.

An example of an audiolingual lesson may be found in the appendix to this chapter.
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The decline of Audiolingualism

Audiolingualism reached its period of most widespread use in the 1960s and was applied
both to the teaching of foreign languages in the United States and to the teaching of English
as a second or foreign language. It led to such widely used courses as English 9oo and the
Lado English Series, as mentioned earlier, as well as to texts for teaching the major European
languages. But then came criticism on two fronts. On the one hand, the theoretical founda-
tions of Audiolingualism were attacked as being unsound in terms of both language theory
and learning theory. On the other hand, practitioners found that the practical results fell
short of expectations. Students were often found to be unable to transfer skills acquired
through Audiolingualism to real communication outside the classroom, and many found
the experience of studying through audiolingual procedures to be boring and unsatisfying.

The theoretical attack on audiolingual beliefs resulted from changes in American
linguistic theory in the 1960s. The MIT linguist Noam Chomsky rejected the structuralist
approach to language description as well as the behaviorist theory of language learning.
“Language is not a habit structure. Ordinary linguistic behavior characteristically involves
innovation, formation of new sentences and patterns in accordance with rules of great
abstractness and intricacy” (Chomsky 1966: 153). Chomsky’s theory of transformational
grammar proposed that the fundamental properties of language derive from innate
aspects of the mind and from how humans process experience through language. His
theories were to revolutionize American linguistics and focus the attention of linguists and
psychologists on the mental properties people bring to bear on language use and language
learning. Chomsky also proposed an alternative theory of language learning to that of the
behaviorists. Behaviorism regarded language learning as similar in principle to any other
kind of learning. It was subject to the same laws of stimulus and response, reinforcement
and association. Chomsky argued that such a learning theory could not possibly serve as a
model of how humans learn language, since much of human language use is not imitated
behavior but is created anew from underlying knowledge of abstract rules. Sentences are
not learned by imitation and repetition but “generated” from the learner’s underlying
“competence”

Suddenly the whole audiolingual paradigm was called into question: pattern prac-
tice, drilling, memorization. These might lead to language-like behaviors, but they were
not resulting in competence. This created a crisis in American language teaching circles.
Temporary relief was offered in the form of a theory derived in part from Chomsky -
cognitive-code learning. In 1966, John B. Carroll, a psychologist who had taken a close
interest in foreign language teaching, wrote:

The audio-lingual habit theory which is so prevalent in American foreign language
teaching was, perhaps fifteen years ago, in step with the state of psychological think-
ing of that time, but it is no longer abreast of recent develcpments. It is ripe for major
revision, particularly in the direction of joining it with some of the better elements of
the cognitive-code learning theory.

(1966a: 105)
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This referred to a view of learning that allowed for a conscious focus on grammar and that
acknowledged the role of abstract mental processes in learning rather than defining learning
simply in terms of habit formation. Practice activities should involve meaningful learning and
language use. Learners should be encouraged to use their innate and creative abilities to derive
and make explicit the underlying grammatical rules of the language. For a time in the early
1970s, there was a considerable interest in the implication of the cognitive-code theory for lan-
guage teaching (e.g., see Jakobovits 1970; Lugton 1971). But no clear-cut methodological guide-
lines emerged, nor did any particular method incorporating this view of learning. The term
cognitive code is still sometimes invoked to refer to any conscious attempt to organize materials
around a grammatical syllabus while allowing for meaningful practice and use of language.
The lack of an alternative to Audiolingualism led in the 1970s and 1980s to a period of
adaptation, innovation, experimentation, and some confusion. Several alternative method
proposals appeared in the 1970s that made no claims to any links with mainstream language
teaching and second language acquisition research. These included Total Physical Response
(Chapter 15) and the Silent Way (Chapter 16). These methods attracted some interest at first
but have not continued to attract significant levels of acceptance. Other proposals since
then have reflected developments in general education and other fields outside the second
language teaching community, such as Whole Language (Chapter 7), Multiple Intelligences
(Chapter 12), Competency-Based Language Teaching (Chapter 8), and Cooperative
Language Learning (Chapter 13). Mainstream language teaching since the 1980s, however,
has generally drawn on contemporary theories of language and second language acquisi-
tion as a basis for teaching proposals. The current approaches and methods covered in
Part II of this book, including Communicative Language Teaching, Content-Based Instruc-
tion, Task-Based Language Teaching, and the Lexical Approach are representative of this
last group, as is the Natural Approach in Part III. The concern for grammatical accuracy
that was a focus of Audiolingualism has not disappeared, however, and continues to
provide a challenge for contemporary applied linguistics (see Doughty and Williams 1998).

Conclusion

Audiolingualism holds that language learning is like other forms of learning. Since language
is a formal, rule-governed system, it can be formally organized to maximize teaching and
learning efficiency. Audiolingualism thus stresses the mechanistic aspects of language learn-
ing and language use. There are many similarities between Situational Language Teaching
and Audiolingualism. The order in which the language skills are introduced, and the focus
on accuracy through drill and practice in the basic structures and sentence patterns of the
target language, might suggest that these methods drew from each other. In fact, however,
SLT was a development of the earlier Direct Method (see Chapter 1) and does not have the
strong ties to linguistics and behavioral psychology that characterize Audiolingualism. To
summarize, Audiolingualism reflects the view that speech can be approached through struc-
ture and that practice makes perfect. Errors are understood through contrastive analysis
with the student’s first language. SLT also approached language teaching through structure
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or patterns, but situations (exemplified through realia) were primary, and contrastive analy-
sis was not an underlying focus. At the level of design, the syllabus, learner and teacher roles,
and instructional materials tend to be quite similar. The procedure bears many similarities,
as well, although Audiolingualism tended to be more rigorous. Thus, the similarities of the
two methods reflect similar views about the nature of language and of language learning,
though these views were in fact developed from quite different traditions.

However, despite the criticisms made of Audiolingualism and the emergence of
Communicative Language Teaching in the 1970s, audiolingual practices are still used in
some parts of the world. Williams and Burden (1997: 12) offer the following explanation for
the dominance Audiolingualism achieved and for its continued presence in places today:

There are a number of possible practical reasons for this. In many countries teach-
ers are not provided with a professional training; in some contexts the prerequisite
for teaching is a primary education. It can be quicker and easier to teach teachers to
use the steps involved in an audiolingual approach: presentation, practice, repetition
and drills. Teachers can also follow the steps provided in their coursebook in a fairly
mechanical way. Teachers who lack confidence tend to be less frightened of these
techniques, whereas allowing language to develop through meaningful interaction in
the classroom can be considerably daunting, and requires teachers with some profes-
sional knowledge. An audiolingual methodology can also be used by teachers whose
own knowledge of the target language is limited.

Discussion questions

1. Read the description of the teaching methodology of the Thai school on pages 61-2.
Which, if any, of the principles and practices mentioned can also be found in courses
you are teaching or language courses you are familiar with?

2. “Language items are not initially introduced for communicative purposes, but to intro-
duce to the learner the problem sounds and patterns to increase fluency” (p. 61). To what
extent do you feel it is possible to move from a focus on individual linguistic aspects to
developing fluency? How would you assess this progression?

3. A tenet of the Audiolingual Method is its emphasis on speaking over writing: language
is “primarily what is spoken and only secondarily what is written” (Brooks 1964). Do you
agree with this statement? Is there perhaps a similar bias in some current textbooks you
are familiar with? If so, how does this impact how you teach learners for whom reading
and writing is their main purpose for learning the language?

4. In the model in Figure 4.1 (p. 64) “no reinforcement/negative reinforcement” is said to lead
to behavior not likely to occur again. Consider the students in one of the classes you have
taught or observed. Can you think of examples of errors that learners continued to make
despite negative reinforcement or a lack of reinforcement? Why do you think that is?
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5. Long-range objectives of Audiolingualism “must be language as the native speaker uses
it” (p. 65). Do you think this is reasonable? Can you think of situations where this may
not be desirable?

6. The Oral Approach, as developed in the United States, and the Audiolingual Method
place a lot of emphasis on contrastive analysis to determine similarities and dissimilari-
ties between languages. Do you find that words that are similar between two languages
are always easier to learn than words that are different?

7. “An audiolingual methodology can also be used by teachers whose own knowledge of
the target language is limited” (p. 74). What is your opinion on this rationale? Is this
an acceptable reason to use audiolingual methodology? Why/ Why not? And more
broadly, to what extent should the choice of a method or textbook be based on the
knowledge of the target language of the teachers who will use it?

8. With a colleague, select a textbook you are both familiar with and decide how you
would use it in a course. What, if any, ongoing influences of Audiolingualism can you
find?

9. Pages 67-9 include 12 types of drill activities. In Audiolingualism the main purpose of
these activities was to provide as much repetition as possible. However, such activities
can also be used for other purposes. Can you think of any? One has been given as an
example:

Drill technique Uses
Repetition

Inflection

Restoration

Replacement

Restatement

Completion

Transposition

Expansion

Contraction

Transformation

Integration practicing the use of relative pronouns
Rejoinder

10. Audiolingualism is based on a theory of behaviorism and habit formation. Do you agree
that “practice makes perfect”? Do you see a role for drills in language learning, or do you
feel the decline of Audiolingualism was inevitable?

11. Review the description of PPP in Chapter 3 and compare it to the typical audiolingual

lesson on page 71 of this chapter. What similarities and differences do you perceive in
the procedure for Situational Language Teaching and Audiolingualism?
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Appendix: An audiolingual lesson

Objectives

Students will learn the past tense forms of common verbs.

Students will describe past events using the past tense.

Students will ask and answer Wh-question and Yes-No questions using the
past tense.

1. Dialog. Listen and practice.
A. What did you do last night?
B. | " watched TV for a while and | 2 went online to talk to friends.
A. Did you 2watch the movie on channel 97
B. No, | didn’t.
A
B

. What time did you go to bed?
. At about 10.30.

2, Practice the dialog again. Use these phrases to replace the ones in the dialog.
(@) 'read for a while
2watched a DVD
3watch the football
(b) "went for a walk
2 called my sister in Toronto
3 watch the documentary

3. Complete the sentences with the past tense of the verbs.
(get up) early today.

(watch) a good movie on TV last night.

(meet) my friends on Sunday.

(go) shopping on the weekend.

(buy) a camera last week.

(check) my messages this morning.

(have) breakfast at home.

4. Drills.
a) Ask and answer.

What did you do ... on Friday night?
on Saturday morning?
on Saturday night?
on Sunday?

went down town.
slept in.

stayed in.

played basketball.
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b) Answer with “Yes, | did”, or “No, | didn't".

Did you watch TV last night?

Did you study yesterday?

Did you go shopping on Saturday?

Did you play any sport this week?

Did you get up early this morning?

Did you check your e-mail this morning?

Did you have breakfast this morning?

Ask and answer.

What time did you ...  go to bed last night?
get up this morning?
have breakfast today?
come to class today?







Part II  Current approaches and methods

The chapters in Part II bring the description of approaches and methods up to the present
time and describe some of the directions mainstream language teaching has followed since
the emergence of communicative methodologies in the 1980s.

Communicative Language Teaching (CLT), which we examine in Chapter 5, marks
the beginning of a major paradigm shift within language teaching in the twentieth century,
one whose ramifications continue to be felt today. The general principles of CLT are still
widely accepted in language teaching today, although as we demonstrate in this chapter,
these principles have been open to various interpretations, and those favoring the approach
may weigh the value of fluency and accuracy in different ways. Aspects of CLT may also be
used to support other approaches and methods. In Chapter 6, we consider Content-Based
Instruction (CBI) and Content and Language Integrated Learning (CLIL). The first (CBI)
can be regarded as a logical development of some of the core principles of CLT, particu-
larly those that relate to the role of meaning in language learning. Because CBI provides an
approach that is particularly suited to prepare ESL students to enter elementary, secondary,
or tertiary education, it is widely used in English-speaking countries around the world,
particularly in the United States. CLIL, a related approach, has become popular in Europe;
both approaches involve a merging of content and language. In Chapter 7, we look at the
Whole Language movement that developed in the 1980s as a response to teaching the lan-
guage arts. As an approach aimed at younger learners, it may be contrasted with the more
modern-day CBI and CLIL.

Chapters 8 through 11 examine, like CBI, CLIL, and Whole Language, a number of
other special-purpose approaches, in the sense that they have specific goals in mind or
reflect principles of language learning that have a more limited application. In Chapter 8,
we describe Competency-Based Language Teaching (CBLT), standards, and the Common
European Framework of Reference (CEFR), all reflecting the outcomes movement that has
become increasingly important in recent years as programs strive for accountability and a
focus on standards in teaching and learning. In Chapter 9, we look at Task-Based Language
Teaching (TBLT), an approach that aims to replace a conventional language-focused syl-
labus with one organized around communicative tasks as units of teaching and learning. In
Chapter 10, we present Text-Based Instruction (TBI), an approach that derives from genre
theory and emphasizes the importance of spoken and written texts in teaching. In Chapter 11,
we review the Lexical Approach, which developed in the 1990s and sees multi-word lexical
units, or “chunks,” as the basic building blocks of language proficiency.

The final two chapters describe teaching approaches that are derived from particular
theories of learners and learning, theories that have been applied across the curriculum and
which were not developed specifically as the basis for teaching languages. In Chapter 12,
we describe Multiple Intelligences, a learner-centered view of learning that focuses on the
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uniqueness of the individual. In Chapter 13, we consider Cooperative Language Learning
(CLL), which derived from the collaborative or cooperative learning movement in main-
stream education and emphasizes group activities and peer support. All of the chapters
in Part I combine to give the reader an overview of approaches and methods still in use,
which may be used either individually or in combination.



5 Communicative Language Teaching

Introduction
The development of Communicative Language Teaching

There are two interacting sources of influence that shape the field of language teaching,
which have accounted for its recent history and which will no doubt determine the direc-
tion it takes in years to come. One comes from outside the profession and reflects the
changing status of English in the world. Increasingly, essential features of contemporary
societies are an English-proficient workforce in many key sectors of the economy as well as
the ability of people from all walks of life to access the educational, technical, and knowl-
edge resources that proficiency in English makes available. Consequently, in recent years
there has been a dramatic change in the scope of English language teaching worldwide
and, as a result, growing demands on those charged with providing an adequate response
to the impact of the global spread of English. There is increasing demand worldwide for
language programs that deliver the foreign language skills and competencies needed by
today’s global citizens and a demand from governments for more effective approaches to
the preparation of language teachers. At the same time, there has often been a perception
that language teaching policies and practices are not providing an adequate response to
the problem. Hence, the regular review of language teaching policies, curriculum, and
approaches to both teaching and assessment that has been a feature of the field of language
teaching for many years.

The second source of change is internally initiated, that is, it reflects the language
teaching profession gradually evolving a changed understanding of its own essential knowl-
edge base and associated instructional practices through the efforts of applied linguists,
specialists, and teachers in the field of second language teaching and teacher education. The
language teaching profession undergoes periodic waves of renewal and paradigm shifts as
it continually reinvents itself through the impact of new ideas, new educational philoso-
phies, advances in technology, and new research paradigms, and as a response to external
pressures of the kind noted above. The movement and approach known as Communicative
Language Teaching (CLT) is a good example of how a paradigm shift in language teaching
reflects these two sources of change.

CLT was the result of a questioning of the assumptions and practices associated
with Situational Language Teaching (SLT) (see Chapter 3) - up until the 1960s the major
British approach to teaching English as a second or foreign language. In SLT, language was
taught by practicing basic structures in meaningful situation-based activities. But just as
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the linguistic theory underlying Audiolingualism was rejected in the United States in the
mid-1960s, British applied linguists began to call into question the theoretical assumptions
underlying SLT:

By the end of the sixties it was clear that the situational approach ... had run its
course. There was no future in continuing to pursue the chimera of predicting lan-
guage on the basis of situational events. What was required was a closer study of the
language itself and a return to the traditional concept that utterances carried meaning
in themselves and expressed the meanings and intentions of the speakers and writers
who created them.

(Howatt 1984: 280)

This was partly a response to the sorts of criticisms the prominent American linguist
Noam Chomsky had leveled at structural linguistic theory in his influential book Syntactic
Structures (1957). Chomsky had demonstrated that the then standard structural theories
of language were incapable of accounting for the fundamental characteristic of language -
the creativity and uniqueness of individual sentences. British applied linguists emphasized
another fundamental dimension of language that was inadequately addressed in approaches
to language teaching at that time - the functional and communicative potential of language.
They saw the need to focus in language teaching on communicative proficiency rather
than on mere mastery of structures. Scholars who advocated this view of language, such as
Christopher Candlin and Henry Widdowson, drew on the work of British functional lin-
guists (e.g., John Firth, M. A. K. Halliday), American work in sociolinguistics (e.g., by Dell
Hymes, John Gumperz), as well as work in philosophy (e.g., by John Austin and John Searle).

The “communicative movement” in language teaching was also partly the result
of changing educational realities in Europe in the 1960s and 1970s. With the increasing
interdependence of European countries came the need for greater efforts to teach adults
the major languages of the European Common Market. The Council of Europe, a regional
organization for cultural and educational cooperation, examined the problem. Education
was one of the Council of Europe’s major areas of activity. It sponsored international con-
ferences on language teaching, published books about language teaching, and was active
in promoting the formation of the International Association of Applied Linguistics. The
need to develop alternative methods of language teaching was considered a high priority.
Thus, as mentioned earlier, the second impetus for change resulted from this need and a
questioning of the underlying basis of SLT.

Versions of Communicative Language Teaching
In 1971, a group of experts began to investigate the possibility of developing language
courses on a unit-credit system, a system in which learning tasks are broken down
into “portions or units, each of which corresponds to a component of a learner’s needs
and is systematically related to all the other portions” (Van Ek and Alexander 1980: 6).
The group used studies of the needs of European language learners, and in particular
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a preliminary document prepared by a British linguist, D. A. Wilkins (1972), which
proposed a functional or communicative definition of language that could serve as
a basis for developing communicative syllabuses for language teaching. Wilkins’s
contribution was an analysis of the communicative meanings that a language learner
needs to understand and express. Rather than describe the core of language through
traditional concepts of grammar and vocabulary, Wilkins attempted to demonstrate
the systems of meanings that lay behind the communicative uses of language. He
described two types of meanings: notional categories (concepts such as time, sequence,
quantity, location, frequency) and categories of communicative function (requests,
denials, offers, complaints). Wilkins later revised and expanded his 1972 document
into a book titled Notional Syllabuses (Wilkins 1976), which had a significant impact
on the development of CLT. The Council of Europe incorporated his semantic/
communicative analysis into a set of specifications for a first-level communicative
language syllabus. These Threshold Level specifications (Van Ek and Alexander 1980)
have had a strong influence on the design of communicative language programs and
textbooks in Europe.

The work of the Council of Europe; the writings of Wilkins, Widdowson, Candlin,
Christopher Brumtit, Keith Johnson, and other British applied linguists on the theo-
retical basis for a communicative or functional approach to language teaching; the
rapid application of these ideas by textbook writers; and the equally rapid acceptance
of these new principles by British language teaching specialists, curriculum develop-
ment centers, and even governments gave prominence nationally and internationally
to what came to be referred to as the Communicative Approach, or Communicative
Language Teaching (CLT). (The terms notional-functional approach and functional
approach are also sometimes used.) Although the movement began as a largely British
innovation, focusing on alternative conceptions of a syllabus, from the mid-1970s
the scope of CLT soon expanded as it became in many parts of the world the new
paradigm in language teaching. For example in Malaysia in the 1980s, the Malaysian
Communicational Syllabus was the official national syllabus for over ten years and
was the instructional guide for several hundreds of thousands of students in upper
secondary schools. It stipulated considerable training for 50 regional key personnel
who in turn trained all upper secondary language teachers for a period of two weeks.
A detailed Teaching Kit, a Handbook, and textbook specitications were developed by
special teams of teachers seconded to those tasks. Four series of approved commercial
textbooks were produced and distributed within a year of the introduction of the
Communicational Syllabus. The plan and its realization received a number of detailed
evaluation studies (Rodgers 1984).

Both American and British proponents typically described CLT as an approach
(and not a method) that aimed to (a) make communicative competence the goal of
language teaching and (b) develop procedures for the teaching of the four language
skills that acknowledge the interdependence of language and communication. The
concept of communicative competence entails a much broader understanding of
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language as a means of getting things accomplished in an appropriate manner. The
various ways this term has been interpreted will be explained later in this chapter,
but essentially, language and communication are interdependent in the sense that
language must serve the purpose of communicating the speaker’s objectives. The com-
prehensiveness of CLT thus makes it somewhat different in scope and status from any
of the other approaches or methods discussed in this book. No single text or authority
on it emerged, nor any single model that was universally accepted as authoritative. For
some, CLT meant little more than an integration of grammatical and functional teach-
ing. Littlewood (1981: 1) states, “One of the most characteristic features of communi-
cative language teaching is that it pays systematic attention to functional as well as
structural aspects of language.” For others, it meant using procedures where learners
work in pairs or groups employing available language resources in problem-solving
tasks. In her discussion of communicative syllabus design, Yalden (1983) discusses six
CLT design alternatives, ranging from a model in which communicative exercises are
grafted onto an existing structural syllabus, to a learner-generated view of syllabus
design (e.g., Holec 1980).
Howatt (1984: 279) distinguished between a “strong” and a “weak” version of CLT:

There is, in a sense, a “strong” version of the communicative approach and a “weak”
version. The weak version which has become more or less standard practice in the last
ten years, stresses the importance of providing learners with opportunities to use their
English for communicative purposes and, characteristically, attempts to integrate such
activities into a wider program of language teaching ... The “strong” version of com-
municative teaching, on the other hand, advances the claim that language is acquired
through communication, so that it is not merely a question of activating an existing but
inert knowledge of the language, but of stimulating the development of the language
system itself. If the former could be described as “learning to use” English, the latter
entails “using English to learn it.”

Advocates of some forms of Task-Based Language Teaching (Chapter 9) see it as an
extension and fine-tuning of the principles of CLT in its strong form because task-
based teaching builds teaching and learning around real-life tasks from which the
aspects of communicative language use and a knowledge of grammar can emerge. The
wide acceptance of the Communicative Approach from the 1980s and the relatively
varied way in which it was interpreted and applied can be attributed to the fact that
practitioners from different educational traditions could identify with it, and conse-
quently interpret it, in different ways. One of its North American proponents, Savignon
(1983), for example, offered as a precedent to CLT a commentary by Montaigne on his
learning of Latin through conversation rather than through the customary method of
formal analysis and translation. Writes Montaigne, “Without methods, without a book,
without grammar or rules, without a whip and without tears, I had learned a Latin as
proper as that of my schoolmaster” (Savignon 1983: 47). This anti-structural view can
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be held to represent the language learning version of a more general learning perspec-
tive usually referred to as “learning by doing” or “the experience approach” (Hilgard
and Bower 1966). This notion of direct rather than delayed practice of communica-
tive acts is central to most CLT interpretations. That is, unlike in SLT, communicative
production is not postponed until after the mastery of forms and controlled sentence
practice has occurred.

The focus on communicative and contextual factors in language use also has an
antecedent in the work of the anthropologist Bronislaw Malinowski and his colleague,
the linguist John Firth. British applied linguists usually credit Firth with focusing atten-
tion on discourse. Firth also stressed that language needed to be studied in the broader
sociocultural context of its use, which included participants, their behavior and beliefs, the
objects of linguistic discussion, and word choice. Both Michael Halliday and Dell Hymes,
linguists frequently cited by advocates of CLT, acknowledge primary debts to Malinowski
and Firth.

Another frequently cited dimension of CLT, its learner-centered and experience-based
view of second language teaching, also has antecedents outside the language teaching tradition
per se. An important American national curriculum commission in the 1930s, for example,
proposed the adoption of an Experience Curriculum in English. The report of the commission
began with the premise that “experience is the best of all schools ... The ideal curriculum con-
sists of well-selected experiences” (cited in Applebee 1974: 119). Like those who have urged the
organization of CLT around tasks and procedures, the commission tried to suggest “the means
for selection and weaving appropriate experiences into a coherent curriculum stretching across
the years of school English study” (Applebee 1974: 119). Individual learners were also seen as
possessing unique interests, styles, needs, and goals, which should be reflected in the design of
methods of instruction. Teachers were encouraged to develop learning materials “on the basis
of the particular needs manifested by the class” (Applebee 1974: 150).

Common to all versions of CLT is a theory of language teaching that starts from a
communicative model of language and language use - that is, a focus on achieving a com-
municative purpose as opposed to a control of structure - and that secks to translate this
into a design for an instructional system, for materials, for teacher and learner roles and
behaviors, and for classroom activities and techniques. Let us now consider how this is
manifested at the levels of approach, design, and procedure.

Approach
Theory of language

The Communicative Approach in language teaching starts from a functional theory of
language — one that focuses on language as a means of communication. The goal of lan-
guage teaching is to develop what Hymes (1972) referred to as “communicative compe-
tence” Hymes coined this term in order to contrast a communicative view of language and
Chomsky’s theory of competence. Chomsky (1965: 3) held that
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linguistic theory is concerned primarily with an ideal speaker-listener in a completely
homogeneous speech community, who knows its language perfectly and is unaffected
by such grammatically irrelevant conditions as memory limitation, distractions, shifts
of attention and interest, and errors (random or characteristic) in applying his knowl-
edge of the language in actual performance.

For Chomsky, the focus of linguistic theory was to characterize the abstract abilities
speakers possess that enable them to produce grammatically correct sentences in a
language. It was based on a cognitive view of language. Hymes held that such a view of
linguistic theory was sterile, that linguistic theory needed to be seen as part of a more
general theory incorporating communication and culture. Hymes’s theory of communi-
cative competence was a definition of what a speaker needs to know in order to be com-
municatively competent in a speech community. In Hymes’s view, a person who acquires
communicative competence acquires both knowledge and ability for language use with
respect to the following:

1. whether (and to what degree) something is formally possible

2. whether (and to what degree) something is feasible in virtue of the means of imple-
mentation available

3. whether (and to what degree) something is appropriate (adequate, happy, success-
ful) in relation to a context in which it is used and evaluated

4. Whether (and to what degree) scmething is in fact done, actually performed, and
what its doing entails

(1972: 281)

This theory of what knowing a language entails offers a much more comprehensive view
than Chomsky’s cognitive view of competence — a theory of language that deals primarily
with abstract grammatical knowledge.

Another linguistic theory of communication favored in CLT theory was Halliday’s
functional account of language use. Here the term functional is expanded to encompass
the categories given below, as well as speech acts, another term for functions in the
sense used by Wilkins to describe what we do with language (complain, apologize, etc.).
“Linguistics ... is concerned ... with the description of speech acts or texts, since only
through the study of language in use are all the functions of language, and therefore
all components of meaning, brought into focus” (Halliday 1975: 145). In a number of
influential books and papers, Halliday elaborated a powerful theory of the functions of
language, which complements Hymes’s view of communicative competence for many
writers on CLT (e.g., Brumfit and Johnson 1979; Savignon 1983). He described (1975:
11-17) seven basic functions that language performs for children learning their first
language:

1. The instrumental function: using language to get things
2. The regulatory function: using language to control the behavior of others
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The interactional function: using language to create interaction with others

The personal function: using language to express personal feelings and meanings
The heuristic function: using language to learn and to discover

The imaginative function: using language to create a world of the imagination
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The representational function: using language to communicate information.

Learning a second language now was similarly viewed by proponents of CLT as acquiring
the linguistic means to perform these seven basic kinds of functions.

Another theorist frequently cited for his views on the communicative nature of lan-
guage is Henry Widdowson. In his book Teaching Language as Communication (1978),
Widdowson presented a view of the relationship between linguistic systems and their com-
municative values in text and discourse. Ie focused on the communicative acts underlying
the ability to use language for different purposes. In other words, Widdowson’s focus was
a practical one, as opposed to a purely philosophical one, and emphasized the learner’s use
of speech acts or functions for a communicative purpose.

A more pedagogically influential analysis of communicative competence was pre-
sented in an important paper by Canale and Swain (1980), in which four dimensions
of communicative competence are identified: grammatical competence, sociolinguistic
competence, discourse competence, and strategic competence. Grammatical competence
refers to what Chomsky calls linguistic competence and what Hymes intends by what is
“formally possible.” It is the domain of grammatical and lexical capacity. Sociolinguistic
competence refers to an understanding of the social context in which communication
takes place, including role relationships, the shared information of the participants, and
the communicative purpose for their interaction. Discourse competence refers to the
interpretation of individual message elements in terms of their interconnectedness and
of how meaning is represented in relationship to the entire discourse or text. Strategic
competence refers to the coping strategies that communicators employ to initiate, ter-
minate, maintain, repair, and redirect communication. The usefulness of the notion of
communicative competence is seen in the many attempts that have been made to refine
the original notion of communicative competence since it was first introduced (e.g.
Savignon 1983). Sociocultural learning theory has replaced earlier views of communica-
tive competence in many current accounts of second language learning (see Chapter 2)
because of its more comprehensive understanding of the role of social context in
discourse.

At the level of language theory, CLT has a rich, if somewhat eclectic, theoretical base.
Some of the characteristics of this communicative view of language follow:

1. Language is a system for the expression of meaning.

The primary function of language is to allow interaction and communication.

The structure of language reflects its functional and communicative uses.

The primary units of language are not merely its grammatical and structural features,
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but categories of functional and communicative meaning as exemplified in discourse.
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5. Communicative competence entails knowing how to use language for a range of
different purposes and functions as well as the following dimensions of language knowledge:

e Knowing how to vary use of language according to the setting and the participants
(e.g., knowing when to use formal and informal speech or when to use language
appropriately for written as opposed to spoken communication)

e Knowing how to produce and understand different types of texts (e.g., narratives,
reports, interviews, conversations)

e Knowinghow to maintain communication despite having limitations in one’s language
knowledge (e.g., through using different kinds of communication strategies).

Theory of learning

Several of the learning theories presented in Chapter 2 can be said to underpin CLT,
as will be explained below. However, in early accounts of CLT, little was written about
learning theory when compared to the amount written about communicative dimensions
of language. Neither Brumfit and Johnson (1979) nor Littlewood (1981), for example,
offered any discussion of learning theory. Elements of an underlying learning theory can
be discerned in some CLT practices, however. One such element might be described as the
communication principle: activities that involve real communication promote learning. A
second element is the task principle: activities in which language is used for carrying out
meaningful tasks promote learning (Johnson 1982). A third element is the meaningful-
ness principle: language that is meaningful to the learner supports the learning process.
Learning activities are consequently selected according to how well they engage the learner
in meaningful and authentic language use (rather than merely mechanical practice of
language patterns). These principles, we suggest, can be inferred from CLT practices (e.g.,
Littlewood 1981; Johnson 1982) and inform the design of textbooks and courses since the
1980s that are based on CLT. These and a variety of other more recent learning principles
relevant to the claims of CLT are summarized in Skehan (1998) and further discussed in
relation to Task-Based Language Teaching in Chapter 19.

Later accounts of CLT, however, identified theories of language learning processes
that are compatible with the Communicative Approach. Savignon (1983) surveyed second
language acquisition research as a source for learning theories and considers the role of
linguistic, social, cognitive, and individual variables in language acquisition. Johnson (1984)
and Littlewood (1984) proposed an alternative learning theory that they also saw as com-
patible with CLT - a skill-learning model of learning. According to this theory, the acquisi-
tion of communicative competence in a language is an example of skill development. This
involves both a cognitive and a behavioral aspect:

The cognitive aspect involves the internalisation of plans for creating appropriate
behaviour. For language use, these plans derive mainly from the language system -
they include grammatical rules, procedures for selecting vocabulary, and social
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conventions governing speech. The behavioural aspect involves the automation of
these plans so that they can be converted into fluent performance in real time. This
occurs mainly through practice in converting plans into performance.

(Littlewood 1984: 74)

Other learning theories that can be cited to support CLT are the creative-construction
hypothesis, and particularly interactional theory and sociocultural learning theory, which
were referred to above and in Chapter 2. From these perspectives language learning is seen
to result from processes of the following kind:

o Interaction between the learner and users of the language

e Collaborative creation of meaning

e Creating meaningful and purposeful interaction through language

e Negotiation of meaning as the learner and his or her interlocutor arrive at under-
standing

e Learning through attending to the feedback learners get when they use the language

e Paying attention to the language one hears (the input) and trying to incorporate new
forms into one’s developing communicative competence

e Trying out and experimenting with different ways of saying things

e Learning as social mediation between the learner and another during which socially
acquired knowledge becomes internal to the learner

o Learning facilitated through scaffolding by an expert or fellow learner (Vygotsky 1978)

e Learning through collaborative dialogue centering on structured cooperative tasks
(Cook 2008).

More recent teaching approaches, such as Task-Based Language Teaching (Chapter 9) and
CLIL (Chapter 6), also emphasize many of these processes, particularly the use of strategies
to arrive at a shared understanding of meaning.

Design
Objectives

Objectives in CLT courses and materials may relate either to very general language
learning goals, or to those linked to learners with very specific needs. In the case of the
former, objectives will reflect the type of syllabus framework used, such as whether the
course is organized around a topic-based, function-based, or skill-based syllabus. In
either case objectives will normally seek to operationalize the notion of communicative
competence into more specific descriptions of learning outcomes. In recent years objec-
tives for communicative courses are often linked to the learning outcomes described in
the Common European Framework of Reference (see Chapter 8). For example, in Four
Corners 2 (Richards and Bohlke 2012) the learning outcomes or objectives listed for the
first two units are as follows:
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Unit 1: My interests
Students can:

e ask and talk about interests

ask for repetition

ask someone to speak more slowly

ask and talk about sports and exercise habits

talk about free-time activities.

Unit 2: Descriptions
Students can:

e ask and talk about someone’s personality

e say they think something is true and not true
e ask and talk about people’s appearance

e describe their personality and appearance.

The syllabus also specifies the grammar, vocabulary, functions, and other skills used to
achieve these learning outcomes. In the case of courses developed for learners with more
specific needs, objectives will be specific to the contexts of teaching and learning. These
needs may be in the domains of listening, speaking, reading, or writing, each of which can
be approached from a communicative perspective. Curriculum or instructional objectives
for a particular course would reflect specific aspects of communicative competence accord-
ing to the learner’s proficiency level and communicative needs.

The syllabus

Discussions of the nature of the syllabus have been central in CLT, and various versions
have been proposed.

The notional-functional syllabus

We have seen that one of the first, and ultimately influential, syllabus models was
described as a notional syllabus (Wilkins 1976), which specified the semantic-grammatical
categories (e.g., frequency, motion, location) and the categories of communicative function
that learners need to express. The Council of Europe expanded and developed it into a syl-
labus that included descriptions of the objectives of foreign language courses for European
adults, the situations in which they might typically need to use a foreign language (e.g.,
travel, business), the topics they might need to talk about (e.g., personal identification,
education, shopping), the functions they needed language for (e.g., describing something,
requesting information, expressing agreement and disagreement), the notions made use of
in communication (e.g., time, frequency, duration), as well as the vocabulary and gram-
mar needed. The result was published as Threshold Level English (Van Ek and Alexander
1980) and was an attempt to specify what was needed in order to be able to achieve a rea-
sonable degree of communicative proficiency in a foreign language, including the language
items needed to realize this “threshold level” Rather than simply specifying the grammar
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and vocabulary that learners needed to master, it was argued that a syllabus should identify
the following aspects of language use in order to be able to develop the learner’s commu-
nicative competence:

]

W

6.

10,

as detailed a consideration as possible of the purposes for which the learner
wishes to acquire the target language. For example, using English for business
purposes, in the hotel industry, or for travel.

some idea of the setting in which they will want to use the target language. For
example in an office, on an airplane, or in a store.

the socially defined role the learners will assume in the target language, as well as
the role of their interlocutors. For example as a traveler, as a salesperson talking
to clients, or as a student in a school setting.

the communicative events in which the learners will participate: everyday situa-
tions, vocational or professional situations, academic situations, and so on. For
example, making telephone calls, engaging in casual conversation, or taking part
in a meeting.

the language functions involved in those events, or what the learner will be able
to do with or through the language. For example, making introductions, giving
explanations, or describing plans.

the notions or concepts involved, or what the learner will need to be able to talk
about. For example, leisure, finance, history, religion.

the skills involved in the “knitting together” of discourse: discourse and rhetorical
skills. For example, storytelling, giving an effective business presentation.

the variety or varieties of the target language that will be needed, such as
American, Australian, or British English, and the levels in the spoken and written
language which the learners will need to reach.

the grammatical content that will be needed.

the lexical content or vocabulary that will be needed.

(Van Ek and Alexander 1980)

Since the description and dissemination of Threshold Level specifications for various lan-

guages, three additional communicative levels have been added - two pre-Threshold levels:
Breakthrough and Waystage, and one post-Threshold level: Vantage (Council of Europe 2011).
Discussion of syllabus theory and syllabus models in CLT has been extensive. Wilkins’s

original notional syllabus model was soon criticized by British applied linguists as merely

replacing one kind of list (e.g., a list of grammar items) with another (a list of notions and

functions). It specified products, rather than communicative processes. Widdowson (1979:
254) argued that notional-functional categories provide

only a very partial and imprecise description of certain semantic and pragmatic
rules which are used for reference when people interact. They tell us nothing about
the procedures people employ in the application of these rules when they are
actually engaged in communicative activity. If we are to adopt a communicative
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approach to teaching which takes as its primary purpose the development of the
ability to do things with language, then it is discourse which must be at the center
of our attention.

Other syllabus proposals

There have been numerous proposals and models for what a syllabus might look like in
CLT throughout the 1980s. Yalden (1983) described the major current communicative syl-
labus types, summarized below:

Type Reference

1. structures plus functions Wilkins (1976)

2. functional spiral around a structural core Brumfit (1980)

3. structural, functional, instrumental Allen (1980)

4. functional Jupp and Hodlin (1975)
5. notional Wilkins (1976)

6. interactional Widdowsaon (1979)

7. task-based Prabhu (1983)

8. learner-generated Candlin (1976)

Prabhu believed that a task-based approach was the most appropriate model for syllabus
design in CLT because meaningful tasks can encourage the development of communicative
competence through information-sharing (see Chapter 9).

The only form of syllabus which is compatible with and can support communicational
teaching seems to be a purely procedural one — which lists, in more or less detail, the
types of tasks to be attempted in the classroom and suggests an order of complexity
for tasks of the same kind.

(Prabhu 1987: 4)

This approach to a syllabus has been developed in Task-Based Language Teaching — which
many see as an extension of the principles of CLT. Other more radical proposals suggested
that the syllabus concept be abolished altogether in its accepted forms, arguing that only
learners can be fully aware of their own needs, communicational resources, and desired
learning pace and path, and that each learner must create a personal, albeit implicit, sylla-
bus as part of learning. In other words, the syllabus is not predetermined but is an outcome
of the kinds of communication and learning that occur in the classroom. This approach
is described more fully in the final chapter of this book. Brumfit (1980) represents a more
conservative approach, one which favors a grammatically based syllabus around which
notions, functions, and communicational activities are grouped.
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English for Specific Purposes

Advocates of CLT also recognized that many learners needed English in order to use it in
specific occupational or educational settings — they needed English for Specific Purposes
(ESP). For such learners it would be more efficient to teach them the specific kinds of lan-
guage and communicative skills needed for particular roles (e.g., that of nurse, engineer,
flight attendant, pilot, biologist, etc.) rather than just to concentrate on more and more gen-
eral English. This led to the process of needs analysis (described more fully in Chapter 21) -
the use of observation, surveys, interviews, situation analysis, analysis of language samples
collected in different settings — in order to determine the kinds of communication learn-
ers would need to master if they were in specific occupational or educational roles and
the language features of particular settings. The focus of needs analysis was to determine
the particular characteristics of a language when it is used for specific rather than general
purposes. Such differences might include

o differences in vocabulary choice;

o differences in grammar;

e differences in the kinds of texts commonly occurring;
e differences in functions;

e differences in the need for particular skills.

Munby’s Communicative Syllabus Design (1978) presented a detailed model for conducting
needs analysis in ESP course design. ESP courses soon began to appear addressing the lan-
guage needs of university students, nurses, engineers, restaurant staff, doctors, hotel staff,
airline pilots, and so on.

Types of learning and teaching activities

As well as rethinking the nature of a syllabus, the Communicative Approach to teaching
prompted a rethinking of classroom teaching methodology. It was argued that learners
learn a language through the process of communicating in it, and that communication that
is meaningful to the learner provides a better opportunity for learning than a grammar-
based approach. Activities were needed that reflected the following principles:

e Make real communication the focus of language learning.

e Provide opportunities for learners to experiment and try out what they know.

e Be tolerant of learners’ errors as they indicate that the learner is building up his or her
communicative competence.

e Provide opportunities for learners to develop both accuracy and fluency.

o Link the different skills such as speaking, reading, and listening together, since they usu-
ally occur together in the real world.

e Lect students induce or discover grammar rules.

In applying these principlesin the classroom, new classroom techniques and activities were
needed as well as new roles for teachers and learners in the classroom. Instead of making
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use of activities that demanded accurate repetition and memorization of sentences and
grammatical patterns, activities that required learners to negotiate meaning — a term used
to refer to the processes speakers use to arrive at a shared understanding of meaning -
and to interact meaningfully, and that developed fluency in language use were required.
The range of exercise types and activities compatible with a communicative approach
is unlimited, provided that such exercises enable learners to attain the communicative
objectives of the curriculum and engage learners in communication. Classroom activities
are often designed to focus on completing tasks that are mediated through language or
involve negotiation of information and information-sharing - a feature that has become
the primary characteristic of Task-Based Language Teaching. Littlewood (1981) distin-
guished between “functional communication activities” and “social interaction activities”
as major activity types in CLT. Functional communication activities include such tasks
as learners comparing sets of pictures and noting similarities and differences; working
out a likely sequence of events in a set of pictures; discovering missing features in a map
or picture; one learner communicating behind a screen to another learner and giving
instructions on how to draw a picture or shape, or how to complete a map; following
directions; and solving problems from shared clues. Social interaction activities include
conversation and discussion sessions, dialogues and role plays, simulations, skits, impro-
visations, and debates.

One of the goals of second language learning is to develop fluency, accuracy,
and appropriacy in language use. Fluency is natural language use occurring when a
speaker engages in meaningful interaction and maintains comprehensible and ongoing
communication despite limitations in his or her communicative competence. In CLT
fluency was addressed through classroom activities in which students must correct
misunderstandings and work to avoid communication breakdowns. Fluency practice
can be contrasted with accuracy practice, which focuses on creating correct examples
of language use. The differences between these two kinds of activities may be sum-
marized as follows:

Activities focusing on fluency

e reflect natural use of language;

e concentrate on achieving communication through negotiation of meaning;
e require meaningful use of language;

e require the use of communication strategies;

e produce language that may not be predictable;

e seek to link language use to context.

Activities focusing on accuracy

e reflect classroom use of language;

e concentrate on the formation of correct examples of language;
e practice language out of context;

e practice small samples of language;
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e do not require meaningful communication;
e control choice of language.

Teachers were recommended to use a balance of fluency activities and accuracy and to
use accuracy activities to support fluency activities. Accuracy work could come either
before or after fluency work. For example, based on students’ performance on a fluency
task, the teacher could assign accuracy work to deal with grammatical or pronunciation
problems the teacher observed while students were carrying out the task, or develop a
follow-up focus on appropriacy of language use (e.g., the difference between formal and
casual speech). While dialogues, grammar, and pronunciation drills did not usually dis-
appear from textbooks and classroom materials at this time, they now appeared as part
of a sequence of activities that moved back and forth between accuracy activities and
fluency activities.

The dynamics of classrooms also changed. Instead of a predominance of teacher-
fronted teaching, teachers were encouraged to make greater use of small-group work, often
involving an “information gap” (students negotiating to obtain information that they do
not have). Pair and group activities gave learners greater opportunities to use the language
and to develop fluency. Common activity types in CLT include:

o Jig-saw activities. The class is divided into groups and each group has part of the infor-
mation needed to complete an activity. The class must fit the pieces together to complete
the whole.

o Task-completion activities. Puzzles, games, map-reading, and other kinds of classroom
tasks in which the focus is on using one’s language resources to complete a task.

o Information-gathering activities. Student-conducted surveys, interviews, and searches
in which students are required to use their linguistic resources to collect information.

o Opinion-sharing activities. Activities where students compare values, opinions, beliefs,
such as a ranking task in which students list six qualities in order of importance when
choosing a date or spouse.

o Information-transfer activities. Taking information that is presented in one form, and
representing it in a different form. For example, students may read instructions on how
to get from A to B, and then draw a map showing the sequence, or they may read infor-
mation about a subject and then represent it as a graph.

® Reasoning gap activities. Deriving some new information from given information
through the process of inference, practical reasoning, etc. For example, working out a
teacher’s timetable on the basis of given class timetables.

e Role plays. Students are assigned roles and improvise a scene or exchange based on given
information or clues.

Learner roles

The emphasis in CLT on the processes of communication, rather than mastery of language
forms, leads to different roles for learners from those found in more traditional second
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language classrooms. Breen and Candlin (1980: 110) describe the learner’s role within CLT
in the following terms:

The role of learner as negotiator — between the self, the learning process, and the
object of learning — emerges from and interacts with the role of joint negotiator within
the group and within the classroom procedures and activities which the group under-
takes. The implication for the learner is that he should contribute as much as he gains,
and thereby learn in an interdependent way.

Learners now had to participate in classroom activities that were based on a cooperative
rather than individualistic approach to learning. Students had to become comfortable with
listening to their peers in group work or pair work tasks, rather than relying on the teacher
for a model. They were expected to take on a greater degree of responsibility for their own
learning. In the pure form of CLT, often there is no text, grammar rules are not presented,
classroom arrangement is nonstandard, students are expected to interact primarily with
cach other rather than with the teacher, and correction of errors may be absent or infre-
quent. (Modified forms do aim to balance fluency and accuracy, as defined above.) The
cooperative (rather than individualistic) approach to learning stressed in CLT may likewise
be unfamiliar to learners. CLT methodologists consequently recommend that learners
learn to see that failed communication is a joint responsibility and not the fault of speaker
or listener. Similarly, successful communication is an accomplishment jointly achieved and
acknowledged.

Teacher roles

The types of classroom activities proposed in CLT also implied new roles in the class-
room for teachers, who now had to assume the role of facilitator and monitor. Rather
than being a model for correct speech and writing and one with the primary responsi-
bility of making sure students produced plenty of error-free sentences, the teacher had
to develop a different view of learners’ errors and of his or her own role in facilitating
language learning. Breen and Candlin (1980: 99) described teacher roles in the follow-
ing terms:

The teacher has two main roles: the first role is to facilitate the communication proc-
ess between all participants in the classroom, and between these participants and the
various activities and texts. The second role is to act as an independent participant
within the learning-teaching group. The latter role is closely related to the objectives
of the first role and arises from it. These roles imply a set of secondary roles for the
teacher; first, as an organizer of resources and as a resource himself, second as a
guide within the classroom procedures and activities ... A third role for the teacher
is that of researcher and learner, with much to contribute in terms of appropriate
knowledge and abilities, actual and observed experience of the nature of learning and
organizational capacities.
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Other roles assumed for teachers are needs analyst, counselor, and group process manager.
Observers have pointed out that these roles may not be compatible with the traditional
roles teachers are expected to play in some cultures (see below).

Needs analyst

The CLT teacher assumes a responsibility for determining and responding to learner lan-
guage needs. This may be done informally and personally through one-to-one sessions with
students, in which the teacher talks through such issues as the student’s perception of his
or her learning style, learning assets, and learning goals. It may be done formally through
administering a needs assessment instrument, such as those exemplified in Savignon (1983).
Typically, such formal assessments contain items that attempt to determine an individual’s
motivation for studying the language. For example, students might respond on a five-point
scale (strongly agree to strongly disagree) to statements such as the following:

I want to study English because ...

I think it will someday be useful in getting a good job.

It will help me better understand English-speaking people and their way of life.
One needs a good knowledge of English to gain other people’s respect.

It will allow me to meet and converse with interesting people.

I need it for my job.

It will enable me to think and behave like English-speaking people.

On the basis of such needs assessments, teachers are expected to plan group and individual
instruction that responds to the learners’ needs. A good example of how this process was
applied in a national language program for immigrants in Australia was given in Nunan
(1988).

Counselor

Another role assumed by several CLT approaches is that of counselor, similar to the way
this role is defined in Community Language Learning (Chapter 17). In this role, the teacher-
counselor is expected to exemplify an effective communicator seeking to maximize the
meshing of speaker intention and hearer interpretation, through the use of paraphrase,
confirmation, and feedback.

Group process manager

CLT procedures often require teachers to acquire less teacher-centered classroom man-
agement skills. It is the teacher’s responsibility to organize the classroom as a setting for
communication and communicative activities. Guidelines for classroom practice (e.g.,
Littlewood 1981; Finocchiaro and Brumfit 1983) suggest that during an activity the teacher
monitors, encourages, and suppresses the inclination to supply gaps in lexis, grammar,
and strategy but notes such gaps for later commentary and communicative practice. At
the conclusion of group activities, the teacher leads in the debriefing of the activity, point-
ing out alternatives and extensions and assisting groups in self-correction discussion.
Critics have pointed out, however, that this may be an unfamiliar role for teachers in some
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cultures. The focus on fluency and comprehensibility in CLT may cause anxiety among
teachers accustomed to seeing error suppression and correction as the major instructional
responsibility, and who see their primary function as preparing learners to take standard-
ized or other kinds of tests. A continuing teacher concern has been the possible negative
effect in pair or group work of imperfect modeling and student error. In CLT with low-
level learners, students may develop fluency at the expense of accuracy and complexity
(see below).

The role of instructional materials

A wide variety of materials have been used to support communicative approaches to lan-
guage teaching. Practitioners of CLT view materials as a way of influencing the quality of
classroom interaction and language use. Materials thus have the primary role of promoting
communicative language use. We will consider four kinds of materials currently used in
CLT and label these text-based, task-based, realia-based, and technology-supported.

Text-based materials

There are numerous textbooks designed to direct and support CLT. Their tables of con-
tents sometimes suggest a kind of grading and sequencing of language practice not unlike
those found in structurally organized texts. Some of these are in fact written around a
largely structural syllabus, with slight reformatting to justify their claims to be based on
a communicative approach. Others, however, look very different from previous language
teaching texts. Morrow and Johnson’s Communicate (1979), for example, had none of the
usual dialogues, drills, or sentence patterns and uses visual cues, taped cues, pictures, and
sentence fragments to initiate conversation. Watcyn-Jones’s Pair Work (1981) consisted of
two different texts for pair work, each containing different information needed to enact role
plays and carry out other pair activities. More recent courses published by international
publishers still often cite CLT as providing the methodological framework for the course,
for example, Interchange, 4th edition (Richards, Hull, and Proctor 2012) and Four Corners
(Richards and Bohlke 2012). Typically this means the use of an integrated syllabus that
draws on the Common European Framework of Reference, which specifies outcomes for
various language levels (see Chapter 8), and which includes functions, topics, grammar,
vocabulary and the four skills, as noted above.

Task-based materials

A variety of games, role plays, simulations, and task-based communication activities have
been prepared to support CLT classes. These typically are in the form of one-of-a-kind
items: exercise handbooks, cue cards, activity cards, pair-communication practice materi-
als, and student-interaction practice booklets. In pair-communication materials, there are
typically two sets of material for a pair of students, each set containing different kinds of
information. Sometimes the information is complementary, and partners must fit their
respective parts of the “jigsaw” into a composite whole. Others assume different role rela-
tionships for the partners (e.g., an interviewer and an interviewee). Still others provide
drills and practice material in interactional formats.
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Realia-based materials

Many proponents of CLT have advocated the use of “authentic,” “from-life” materials in
the classroom. These might include language-based realia, such as signs, magazines, adver-
tisements, and newspapers, or graphic and visual sources around which communicative
activities can be built, such as maps, pictures, symbols, graphs, and charts. Different kinds
of objects can be used to support communicative exercises, such as a plastic model to
assemble from directions.

Technology-supported materials

CLT emphasizes the need for teaching to be organized around authentic and meaningful
uses of language that are linked to the learner’s communicative needs. The goals are to
develop fluent, accurate, and appropriate language use through the use of a communica-
tive curriculum built around functional and interactional uses of language. These uses
more often require interaction in the modes of reading and writing than in listening and
speaking. In a traditional classroom these aims are realized through a variety of activi-
ties that, as mentioned, involve negotiation of meaning, natural language use, and the
development of communication strategies. However, the classroom context is often an
artificial setting for authentic communication to be realized. Technology, on the other
hand, provides opportunities for accessing authentic language input, combining texts,
images, audio, and video. Chat rooms, discussion boards, and teleconferencing are tools
that can be used to encourage authentic interaction. It creates situations in which learners
have to employ and expand their communicative resources, supported by the ability to
link sound, word, texts, and images in the process. Chat rooms, discussion boards, tele-
conferencing can all be used in this way. Access to authentic materials and collaboration
on tasks with learners in different locations and utilizing different forms of communica-
tion can enhance the learning experience. Topics, functions, and activities in a course-
book can be extended through follow-up work in the multimedia lab or at home from a
computer, where students work with real examples of the interactions and transactions
they practiced in the classroom. Research on computer-mediated communication sug-
gests it has a number of characteristics that reflect the assumptions of CLT (Erben, Ban,
and Casteneda 2009: 84-5). These include

e increased participation on the part of the students;
e increased access to comprehensible input;

e increased opportunities for negotiation of meaning;

e group-based learning since CLT creates a context for interaction;

o the creation of a social learning environment that promotes language learning.

Procedure

Because communicative principles can be applied to the teaching of any skill, at any level,
and because of the wide variety of classroom activities and exercise types discussed in the
literature on CLT, description of typical classroom procedures used in a lesson based on
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CLT principles is not feasible. Nevertheless, CLT procedure did evolve from the existing
procedures in place for Situational Language Teaching and other earlier methods, and the
Presentation-Practice-Production (or PPP) format (see Chapter 3) continued to be used by
some proponents of CLT. Savignon (1983) discusses techniques and classroom management
procedures associated with a number of CLT classroom procedures (e.g., group activities,
language games, role plays), but neither these activities nor the ways in which they are used
are exclusive to CLT classrooms. Finocchiaro and Brumfit offer a lesson outline for teaching

the function “making a suggestion” for learners in the beginning level of a secondary school

program that suggests that CLT procedures are evolutionary rather than revolutionary:

10,

11,

Presentation of a brief dialog or several mini-dialogs, preceded by a motivation (relat-
ing the dialog situation[s] to the learners’ probable community experiences) and a dis-
cussion of the function and situation — people, roles, setting, topic, and the informality
or formality of the language which the function and situation demand. (At beginning
levels, where all the learners understand the same native language, the motivation
can well be given in their native tongue.)

. Oral practice of each utterance of the dialog segment to be presented that day (entire

class repetition, half-class, groups, individuals) generally preceded by your model. If
mini-dialogs are used, engage in similar practice.

. Questions and answers based on the dialog topic(s) and situation itself. (Inverted wh

or or questions.)
Questions and answers related to the students’ personal experiences but centered
around the dialog theme.

. Study one of the basic communicative expressions in the dialog or one of the struc-

tures which exemplify the function. You will wish to give several additional examples
of the communicative use of the expression or structure with familiar vocabulary
in unambiguous utterances or mini-dialogs (using pictures, simple real objects, or
dramatization) to clarify the meaning of the expression or structure ...

. Learner discovery of generalizations or rules underlying the functional expression or

structure. This should include at least four points: its oral and written forms (the ele-
ments of which it is composed, e.g., “How about + verb + ing?”); its position in the
utterance; its formality or informality in the utterance; and in the case of a structure,
its grammatical function and meaning ...

. Oral recognition, interpretative activities (two to five depending on the learning level,

the language knowledge of the students, and related factors).

. Oral production activities — proceeding from guided to freer communication activities.
. Copying of the dialogs or mini-dialogs or modules if they are not in the class text.

Sampling of the written homework assignment, if given.
Evaluation of learning (oral only), e.g., “How would you ask your friend to ? And

how would you ask me to ?”
(Finocchiaro and Brumfit 1983: 107-8)
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/S[ructural activities
Pre-communicative activiries\

Quasi-communicative activities

/ Functional communication activities

Communicative activities \
Social interaction activities

Figure 5.1 Activity types in CLT

Such procedures clearly have much in common with those observed in classes taught
according to Structural-Situational and Audiolingual principles. Traditional procedures are
not rejected but are reinterpreted and extended. A similar conservatism is found in many
“orthodox” CLT texts, such as Alexander’s Mainline Beginners (1978). Although each unit
has an ostensibly functional focus, new teaching points are introduced with dialogues,
followed by controlled practice of the main grammatical patterns. The teaching points
are then contextualized through situational practice. This serves as an introduction to a
freer practice activity, such as a role play or improvisation. Similar techniques are used in
Starting Strategies (Abbs and Freebairn 1977) and in more recent series such as Interchange
and Four Corners. Teaching points are often introduced in dialogue form, grammatical
items are isolated for controlled practice, and then freer activities are provided. Pair and
group work is suggested to encourage students to use and practice functions and forms.
The methodological procedures underlying these texts reflect a sequence of activities repre-
sented in Figure 5.1 above (Littlewood 1981: 86).

Savignon (1972, 1983), however, rejected the notion that learners must first gain con-
trol over individual skills (pronunciation, grammar, vocabulary) before applying them in
communicative tasks; she advocated providing communicative practice from the start of
instruction - a feature that has since become central in task-based teaching.

An example of a communicative textbook lesson may be found in the appendix to
this chapter.

Criticisms of CLT

Although CLT has become a widely used set of principles and procedures for the design of
language courses and teaching materials, it is not without its critics. Criticisms of CLT take
several different forms, including the following;:

e It promotes fossilization. The persistence of errors in learners’ language has been attri-
buted to an over-emphasis on communication in language teaching at the expense of
accuracy. The promise that the communicative classroom activities would help learn-
ers develop both communicative and linguistic competence did not always happen.
Programs where there was an extensive use of “authentic communication,” particularly
in the early stages of learning, reported that students often developed fluency at the
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expense of accuracy, resulting in learners with good communication skills but a poor
command of grammar and a high level of fossilization (Higgs and Clifford 1982).

o [t reflects “native-speakerism.” Holliday (1994) argued that the communicative orthodoxy
taught to teachers who are native speakers of English reflects a view of teaching and
learning that closely reflects culturally bound assumptions derived from the cultures
of origin — Britain, Australasia, and North America (which Holliday refers to as BANA
contexts). The teaching methods developed in these countries’ centers reflect the kinds
of learners who study in institutes and universities serving students who generally
have instrumental reasons for learning English, namely for academic or professional
purposes or as new scttlers. Their needs, however, may be very different from learners
learning English in state-based educational programs (e.g. public schools) in other parts
of the world - studying in tertiary, secondary, or primary settings (referred to as TESEP
contexts). Methods developed in one context will not necessarily transfer to others. As
Holliday points out, most of the literature on CLT reflects a primarily BANA under-
standing of teaching, learning, teachers, learners, and classrooms. In these contexts,
“English language teaching tends to be instrumentally oriented, in that it has grown up
within a private language school ethos where there has been a considerable freedom to
develop classroom methodology as a sophisticated instrument to suit the precise needs
of language learners” In TESEP settings, by comparison, “English ... is taught as part of
a wider curriculum and is therefore influenced and constrained by wider educational,
institutional, and community forces, quite different from those in the BANA sector”
(Holliday 1994: 4).

o It is not applicable in different cultures of learning. Attempts to implement CLT in non-
European settings were often less than successful due to different assumptions about
the nature of teaching and learning that learners in countries such as China, East Asia,
and other contexts bring to learning (Ahmad and Rao 2012). Jin and Cortazzi (2011: 571)
comment:

In China in the 1980s and 1990s the national take-up of communicative approaches
was slow; teachers often spoke of “the Chinese context” and of “the need for an
eclectic approach,” which took account of some communicative techniques but also
maintained traditional approaches.

Hird (1995 cited by Liao 2000) comments:

The teachers believed that it was not feasible to adopt CLT because China had
its special characteristics. These characteristics included the teachers’ inability
to teach communicatively and grammar-focused examination pressure ... And
maybe that is just as well because China is a vastly different English language
teaching environment from the one that spawned and nurtured the communicative
approach.
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Observers in other regional contexts give similar accounts. Vasilopoulos (2008),
describing CLT in Korea, notes:

Many years have passed since the introduction of the CLT approach in Korea; however,
despite curriculum reform and the passage of time, many remain skeptical of the effec-
tiveness of communicative methodology in the Korean English language class room.

Chowdhry (2010) wrote that,

In Bangladesh, students expect teachers to be authority figures and the teaching
methods to conform to the traditional “lock-step” teacher-centered approach where
the teacher gives orders to students, who then comply ... In the pre-university year,
students are not exposed to skills development course. Hence, the more communica-
tive approach ... seems to them foreign. Students feel tempted to discard the new
style and complain that the teacher is not teaching ... They knew their status and role
had suddenly been violated by something new. They are no longer familiar with the
rules of this new game.

o [t reflects a Western-based top-down approach to innovation. A more radical critique
of the influence of CLT and similar Western or “center-based” methods is given by
Kumaravadivelu (2012), as we saw in Chapter 1, who argues that the communicative
syllabus and common procedures for its implementation do not capture the diversity of
students’ needs and goals.

Conclusion

In this chapter, we have considered the development of Communicative Language
Teaching, the many different ways CLT has been interpreted, as well as some of the more
recent criticisms. CLT is best considered an approach rather than a method. It refers to a
diverse set of principles that reflect a communicative view of language and language learn-
ing and that can be used to support a wide variety of classroom procedures. Among these
principles are the following:

o Learners learn a language through using it to communicate.

e Authentic and meaningful communication should be the goal of classroom activities.
e Fluency is an important dimension of communication.

e Communication involves the integration of different language skills.

e Learning is a process of creative construction and involves trial and error.

CLT appeared at a time when language teaching in many parts of the world was ready for a
paradigm shift. The demand for more effective approaches to language teaching came from
many quarters, including the Council of Europe and many national ministries of educa-
tion. Situational Language Teaching and Audiolingualism were no longer felt to be appro-
priate methodologies. CLT appealed to those who sought a more humanistic approach to
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teaching, one in which the interactive processes of communication received priority. The
rapid adoption and worldwide dissemination of the Communicative Approach also resulted
from the fact that it quickly assumed the status of orthodoxy in British language teaching
circles, receiving the sanction and support of leading applied linguists, language specialists,
and publishers, as well as institutions such as the British Council (Richards 1985).

Since its inception CLT has passed through a number of different phases as its advo-
cates have sought to apply its principles to different dimensions of the teaching/learning
process. In its first phase, a primary concern was the need to develop a syllabus that was
compatible with the notion of communicative competence. This led to proposals for the
organization of syllabuses in terms of notions and functions rather than grammatical struc-
tures (Wilkins 1976). In the second phase, CLT focused on procedures for identifying learn-
ers needs, and this resulted in proposals to make needs analysis an essential component of
communicative methodology (Munby 1978). In its third phase, CLT focused on the kinds of
classroom activities that could be used as the basis of a communicative methodology, such
as group work, task work, and information gap activities (Prabhu 1987).

Jacobs and Farrell (2003) suggested that the CLT paradigm shift that began in the
1980s has led to eight major changes in approaches to language teaching — changes which
go beyond CLT itself and can be seen reflected in other more recent language teaching
approaches and proposals such as CLIL (Chapter 6), Text-Based Instruction (Chapter 10)
and Task-Based Language Teaching (Chapter 9). These changes are:

1. Learner autonomy. Giving learners greater choice over their own learning, both in terms
of the content of learning as well as processes they might employ (see Chapter 19). The
use of small groups is one example of this, as well as the use of self-assessment.

2. The social nature of learning. Learning is not an individual private activity but a social
one that depends upon interaction with others. The movement known as Cooperative
Language Learning (Chapter 13) reflects this viewpoint as does sociocultural learning
theory that is sometimes cited in support of both CLIL and Task-Based Language
Teaching.

3. Curricular integration. The connection between different strands of the curriculum is
emphasized, so that English is not seen as a stand-alone subject but is linked to other
subjects in the curriculum. Text-Based Instruction (see below) reflects this approach
and seeks to develop fluency in text-types that can be used across the curriculum.
Project work in language teaching also requires students to explore issues outside of the
language classroom - a feature of CLIL.

4. Focus on meaning. Meaning is viewed as the driving force of learning. Content-Based
Instruction and CLIL reflect this view and seek to make the exploration of meaning
through content the core of language learning activities (see Chapter 6).

5. Diversity. Learners learn in different ways and have different strengths. Teaching needs to
take these differences into account rather than try to force students into a single mold. In
language teaching this has led to an emphasis on developing students’ use and awareness
of learning strategies (see Chapter 19).
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6. Thinking skills. Language should serve as a means of developing higher-order thinking
skills, also known as critical and creative thinking. In language teaching this means that
students do not learn language for its own sake but in order to develop and apply their
thinking skills in situations that go beyond the language classroom.

7. Alternative assessment. New forms of assessment are needed to replace traditional
multiple-choice and other items that test lower-order skills. Multiple forms of assess-
ment (e.g. observation, interviews, journals, portfolios) can be used to build up a com-
prehensive picture of what students can do in a second language.

8. Teachers as co-learners. The teacher is viewed as a facilitator who is constantly trying out
different alternatives (i.e., learning through doing). In language teaching this has led to
an interest in action research and other forms of classroom investigation.

By the twenty-first century, the assumptions and practices of CLT seem on the one hand
to be commonplace and part of a generally accepted and relatively uncontroversial canon
of teaching theory and practice. They are sufficiently general to support a wide range of
practices. On the other hand, language teaching today is a much more localized activity,
subject to the constraints and needs of particular contexts and cultures of learning, and the
use of global and generic solutions to local problems is increasingly seen as problematic.
Research and documentation on local practices is needed to determine the nature of such
practices and whether the philosophy of CLT is compatible with or has served as an input
to local language teaching practices.

Discussion questions

1. CLT has been interpreted in different ways at the level of approach, design, and pro-
cedure. What are some of these variations? Having read this chapter, how would you
define CLT to a colleague? What are some of the ways that CLT has evolved over time?

]

“There was no future in continuing to pursue the chimera of predicting language on the
basis of situational events” (p. 83). Can you think of situations where it would be possible
to predict to a high degree the actual language that will be used? Even where prediction
is possible, can you think of disadvantages to using language that native speakers predict
as the basis for a language syllabus?

3. Explain to a colleague the difference between notions and functions and how their
specifications were used to underpin the communicative syllabus in Europe.

4. You read in the chapter that “Both American and British proponents typically described
it as an approach (and not a method) that aimed to (a) make communicative compe-
tence the goal of language teaching and (b) develop procedures for the teaching of the
four language skills that acknowledge the interdependence of language and communi-
cation” Why would they have called it an approach rather than a method (refer back
to Anthony’s description of approach, method, and technique on p. 21 of Chapter 2 if
necessary)?



108

Current approaches and methods

5.

10.

11.

A colleague comes to you and is worried he or she spends too much time on grammar.
Using Canale and Swain’s (1980) four dimensions of communicative competence, how
could you advise your colleague on balancing these four areas?

Grammatical competence
Sociolinguistic competence
Discourse competence
Strategic competence

What are some of the theories of learning that underpin the Communicative Approach?
Can you give an example of how each theory might translate to classroom procedure?

You have read about the distinction between activities focusing on accuracy and those
focusing on fluency. Which type of activity are the following?

Filling in an immigration form

Talking to a colleague over lunch

Giving a presentation at a business meeting
Reporting a theft to the police

Calling out for help in an emergency

How do you feel accuracy and fluency can be balanced within CLT? Do you feel it is
important to focus equally on both?

. One purpose of a learner-generated syllabus (p. 97-8) is to give learners more control

over the learning process and to encourage them to take responsibility for their own
learning. How would you respond to these colleagues’ concerns:

“This would never work with my students; they have no idea what they need”
“Maybe this works with adult learners but with my 10-year-olds it will be
mayhem.”

“Sounds like a nice idea in theory, but how will I be able to make sure the
students are prepared for the national exam?”

. In the chapter you read about the difference between “functional communication

activities” and “social interaction activities.” Explain this difference to a colleague and
give examples of such activities.

“CLT methodologists consequently recommend that learners learn to see that failed
communication is a joint responsibility and not the fault of speaker or listener. Similarly,
successful communication is an accomplishment jointly achieved and acknowledged.
(p. 98)” Compare this with the way errors are treated in the Audiolingual Method
(Chapter 4) or the Oral Approach (Chapter 3). How is it different?

At the end of the chapter a number of criticisms of CLT are discussed. Are there any
that you agree with? Do you think they could be resolved in some way (e.g., by adapting
CLT), or do they lead to the need for an entirely different way of language teaching?
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12. Van Ek and Alexander suggested that the development of learners’ communicative com-
petence requires the syllabus to include information on the aspects of communication in
the table below. Review the description of these aspects of communication on page 93.
Then take a current textbook you are familiar with, and find examples of activities where
each of these are implemented or communicated to the student. One example is given.

Language aspect Implementation in the textbook

Purpose For example: in this unit students are asked to write
a letter to their lecturer, asking for an extension.

Setting

Role

Communicative events

Language functions

Notions

Discourse and rhetorical skills

Variety

Grammatical content

Lexical content
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Appendix: A communicative lesson

= Behind the scenes

L svapsHoT

__Movie Firsts_§
sl EEEEEEEERI NSO RRRTSETDS

T first... @ Movie to be released on DVD - Twister (1996)

@ Movie-length music video — Pink Floyd: The Wall (1982) @ Movie to gross over $1 billion - Titanic (1998)
@ Advanced computer technology — Terminator 2 (1991)

@ Movie with Dolby Digital sound — Batman Returns (1992)
@ Computer-animated feature film — Toy Story (1995) Harry Potter and the Deaihly Hallows - Part 2 (2011)

@ 3-D movie to gross over §2 billion worldwide - Avatar (2009)

® Movie to make over $92 million in one day —

Sources: www.imdb.com; ww listology.com

Have you seen any of these movies? Did you enjoy them?
What's the most popular movie playing right now? Have you seen it? Do you plan to?
Are there many movies made in your country? Name a few of your favorites.

ﬁ __CONVERSATION Movies are hard work!

92

A © Listen and practice.

Ryan: Working on movies must be really exciting.

Nina: Oh, yeah, butit’s also very hard work.
A one-minute scene in a film can take
days to shoot.

Ryan: Really? Why is that?

Nina: Well, a scene isn't filmed just once. Lots
of different shots have to be taken. Only
the best ones are used in the final film.

Ryan: So, how many times does a typical scene
need to be shot?

Nina: It depends, but sometimes as many as
20 times. One scene may be shot from
five or six different angles.

Ryan: Wow! | didn't realize that.

Nina: Why don't you come visit the studio? | can
show you how things are done.

Ryan: Great, I'd love to!

B ©Q Listen to the rest of the conversation.
What else makes working on movies difficult?
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ﬁ GRAMMAR FOCUS

The passive fo describe process (©)

is/are + past participle Modal + be + past participle
A scene isn’t filmed just once. One scene may be shot from five or six different angles.
Only the best shots are used. Lots of different shots have to be taken.

A The sentences below describe how a movie is made. First, complete
the sentences using the passive. Then compare with a partner.

Before filming

& To complete the script,ithasto ... . (divide) into scenes,
and the filming details needto ... . (write out).

ﬂ First, an outline of the script hasto . ... .. . (prepare).

'._J Next, actors ... (choose), locations ... (pick),
and costumes ... (design). Filming can then begin.

| Thentheoutline ... (expand) into a script.

_] Afterthe script ... (complete), a director must
.................... (hire).

During and after filming

| The final film you seeonthe screen ... ... . (create) by
the director and editor out of thousands of different shots.

_ | Soon after the film has been edited, music ... .
(compose) and sound effects may ... (add).

:] Afterthe filming ... .. . (finish), the different shots can
then ... (put together) by the editor and director.

6] Once shooting begins, different shots ... . (film)
separately. Scenesmay ... . (not shoot) in sequence.

B PAIR WORK Number the sentences in part A (before
filming: from 1 to 5; during and after filming: from 6 to 9).

ﬁ LISTENING | love my job!

A ro, Listen to an interview with a TV producer. Write down three things a producer does.

B f’_oj Listen again. What are three personality traits a producer should have?
Complete the chart.

Behind the scenes = 93



6 Content-Based Instruction and
Content and Language Integrated
Learning (CLIL)

Introduction

Content-Based Instruction (CBI) refers to an approach to second language teaching in
which teaching is organized around the content or subject matter that students will acquire,
such as history or social studies, rather than around a linguistic or other type of syllabus.
Students thus learn language and content at the same time, each supporting the develop-
ment of the other (Lyster 2007). While the term Confent-Based Instruction has been com-
monly used to describe programs of this kind, particularly in North America, in Europe a
related approach is known as Content and Language Integrated Learning (CLIL). The two
approaches differ slightly in focus, much in the way that Situational Language Teaching and
the Audiolingual Method (one developed in Europe; one in the United States) differed in
focus (see Chapters 3 and 4). Both CBI and CLIL are part of a growing trend in many parts
of the world to use English as a medium of instruction (Graddol 2006). They have features
in common, but they are not identical. CBI often involves a language teacher teaching
through English, working with a content teacher to co-teach a course, or a content teacher
designing and teaching a course for ESL learners. CLIL often involves a content teacher
teaching content through a second or foreign language, as does CBI, but also may involve
content from subjects being used in language classes. That is, the CLIL curriculum may
originate in the language class, whereas CBI tends to have as its starting point the goals of
a content class. CBI emerged somewhat organically, advocated by a number of academics
and educators supported by an extensive literature extending over a considerable period
of time but without official sanction. CLIL, on the other hand, was officially proposed in a
European Commission policy paper in which member states were encouraged to develop
“teaching in schools through the medium of more than one language” (EC 1976). The
acronym “CLIL” has been widely circulated within member states of the European com-
munity since 1994 and has become, by decree “the core instrument for achieving policy
aims directed at creating a multilingual population in Europe” (Dalton-Puffer 2007: 1).
And unlike CBI, CLIL not only aims at stimulating multilingualism of all citizens in the
European community but also strives to “preserve the independence and health of local
languages” (EURYDICE 2013). This is because CLIL does not represent an immersion pro-
gram in an ESL setting, but rather the development of English language skills in those who
will use English as a lingua franca.

116
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Both CBI and CLIL are approaches rather than methods according to the framework
used in this book, since they refer to a set of principles for the design of language courses
but do not prescribe the methods that can be used with them.

Several reasons account for the expansion of programs of this kind in recent years.

1. An application of principles of Communicative Language Teaching (CLT). A defining
principle of CLT (Chapter 5) is that classrooms should focus on real communication and
the exchange of information: an ideal situation for second language learning, therefore,
would be one where the subject matter of language teaching was not grammar or func-
tions or some other language-based unit of organization, but content, that is, subject
matter from outside the domain of language. The language that is being taught could
be used to present subject matter, and the students would learn the language as a by-
product of learning about real-world content.

2. The basis for on-arrival and mainstreaming programs. Since the latter part of the twentieth
century, many English-speaking countries have received large numbers of immigrants
as well as people displaced by upheavals in their own countries. On-arrival programs
typically focus on the language newly arrived immigrants and others in a country need
for survival. Such learners typically need to learn how to deal with differing kinds of
real-world content as a basis for social survival. Content-based programs have com-
monly been used in these situations. Mainstreaming programs or Programs for Students
with Limited English Proficiency (SLEP) serve especially those children whose parents
might be served by the on-arrival programs, but are more generally designed to provide
in-class or pullout instruction for any school-age children whose language competence
is insufficient to participate fully in normal school instruction. These programs focus on
giving students the language and other skills needed to enter the regular school curricu-
lum. Such skills often involve learning how to carry out academic tasks and understand
academic content through a second language. CBI was seen as an approach that would
promote both academic skills development and language proficiency.

3. Support for immersion education. In attempts to promote language learning by majority
language speakers, such as English-speaking Canadians studying French, an approach
known as immersion education has been used in some countries since the 1980s.
Immersion education is a type of foreign language instruction in which the regular
school curriculum is taught through the medium of the foreign language. The foreign
language is the vehicle for content instruction; it is not the subject of instruction. Thus,
for example, an English-speaking child might enter a primary school in which the medi-
um of instruction for all the content subjects is French. Student goals of an immersion
program include: (a) developing a high level of proficiency in the foreign language; (b)
developing positive attitudes toward those who speak the foreign language and toward
their culture(s); (c) developing foreign language skills commensurate with expectations
for a student’s age and abilities; (d) gaining designated skills and knowledge in the con-
tent areas of the curriculum. Immersion programs have been adopted in many parts of
North America, and alternative forms of immersion have been devised. In the United
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States, immersion programs can be found in a number of languages, including French,
German, Spanish, Japanese, Chinese, and Hawaiian.

4. Promotion of bilingualism through CLIL. In Europe the substantial increase in CLIL-
based programs of different kinds is part of a policy to promote bilingualism in Europe,
as reflected in the European Commission’s white paper Teaching and Learning: Towards
the Learning Society (1995) “in which a stated objective was the “1+2 policy, that is, for EU
citizens to have competence in their mother tongue plus two Community foreign lan-
guages” (Llinares, Morton, and Whittaker 2012: 1). CLIL in Europe has been described
as a response to globalization, the need for knowledge-driven economies and societies.
According to Coyle, Hood, and Marsh (2010: 5-6): “Much CLIL classroom practice
involves the learners being active participants in developing their potential for acquiring
knowledge and skills (education) through a process of inquiry (research) and by using
complex processes and means for problem-solving (innovation). Coyle et al. (2010: 8)
cite four reasons for the spread of CLIL in Europe:

Families wanting their children to have some competence in at least one foreign lan-
guage; governments wanting to improve languages education for socio-ecocnomic
advantage; at the supranational level, the European Commission wanting to lay the
foundation for greater inclusion and economic strength; and finally, at the educational
level, language experts seeing the potential for further integrating languages education
with other subjects.

As a consequence of the factors above, different kinds of content-based and CLIL courses
are now common in many parts of the world and differ significantly from traditional
approaches to second and foreign language instruction. In order to understand the prac-
tices that are used in CBI and CLIL programs, it will be necessary to first examine the
principles that underlie them and then look at how these are applied in language teaching
programs and teaching materials. Both approaches will be considered together, except in
areas where they differ.

Approach

CBI and CLIL are built around a number of core principles that can be stated as follows:

e People learn a second language more successfully when they use the language as a means
of understanding content, rather than as an end in itself. This principle distinguishes CBI
and CLIL from conventional language courses where a language syllabus is used as the
basis for organization and content is chosen according to how well it supports a linguis-
tic syllabus.

e Content-Based Instruction better reflects learners’ needs for learning a second language.
This principle reflects the fact that CBI programs serve to prepare learners for academic
studies or for survival in an English language environment. CLIL programs similarly are
said both to support individual development and to develop a bilingual citizenry.
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Content provides the basis for activating both the cognitive and the interactional processes
that are the starting point for second language learning. A focus on the comprehension
and expression of meaningful and engaging content is believed to activate a range of
cognitive skills that are basic to learning and to intellectual as well as interactional
processes that support naturalistic second language development.

Brinton (2007) provides a more detailed rationale for CBI:

1.

10.

The content-based curriculum removes the arbitrary distinction between language and
content.

It reflects the interests and needs of the learner by taking into account the eventual uses
the learner will make of the second or foreign language.

It offers optimal conditions for second language acquisition by exposing learners to
meaningful and cognitively demanding language in the form of authentic materials and
tasks.

. It provides pedagogical accommodation to learner proficiency levels and skills.

It views language as learned within a larger framework of communication.

. It holds sustained content as necessary for providing authentic, meaningful substance

for students to acquire language.
It views rich, comprehensible input as necessary but not sufficient for the development
of high-level academic language proficiency.

. It places a high value on feedback on accuracy to help students develop target-like

output.

. It supplements exposure to input through language-enhanced instruction (e.g., skills-

based instruction and consciousness raising about uses of grammar, lexis, style, and
register).
Finally, it aims for a balanced focus on fluency and accuracy.

In the case of CLIL, principles underlying the approach refer to the fact that CLIL is

believed to help achieve individual as well as educational, social, and intercultural goals
for language learning. These principles, as described by Coyle et al. (2010: 42), can be sum-
marized as follows:

Content matter is not only about acquiring knowledge and skills, it is about the learner
creating their own knowledge and understanding and developing skills (personalized
learning).

Content is related to learning and thinking processes (cognition). To enable the learner
to create their own interpretation of content, it must be analyzed for its linguistic
demands.

The language learned needs to be related to the learning context, to learning through
that language, to reconstructing the content, and, as mentioned, to related cognitive
processes. This language needs to be transparent and accessible.

Interaction in the learning context is fundamental to learning. This has implications
when the learning context operates through the medium of a foreign language.
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e The relationship between languages and cultures is complex. Intercultural awareness is
fundamental to CLIL.

e CLIL is embedded in the wider educational context in which it is developed and
therefore must take account of contextual variables (such as the overall goals of the
curriculum) in order to be effectively realized.

Theory of language

A number of assumptions about the nature of language underlie CBI and CLIL. These can
be summarized as follows:

1. Lexis is central in integrating language and content. Since specialized vocabulary regis-
ters are used to convey the meaning of different subjects or content areas, acquisition
of subject-specific vocabulary is an important strand of CBI and CLIL courses. Core
vocabulary for different subjects can be identified through corpus research, where
language extracted from real speech, or corpora, is analyzed and used as the basis for
specialized word lists such as Coxhead’s Academic Word List (2000, 2010), a list of 570
word families that have high frequency in a wide range of academic texts and that are
important words for students to know if they are pursuing academic studies. Llinares
et al. (2012: 191) observe:

One special feature of learning a second language in CLIL contexts is that the vocabu-
lary needed to represent content in the instructional register is often technical and
abstract, in contrast with the type of vocabulary necessary to communicate in foreign
language classes.

2. Grammar is a resource for communicating content. Grammar is acquired according to its
role in expressing content. Grammatical progression is based on the demands of content
rather than in terms of grammatical difficulty. “It uses a pragmatic as well as a linguistic
approach to developing language through use” (Coyle et al. 2010: 59). This may involve
the need to “integrate the grammar point through different uses across CLIL lessons,
adopting a more immersive approach; explore literacy practices across the school for a
more integrated approach” (ibid.).

3. Language is text and discourse-based. CBI and CLIL address the role of language as a
vehicle for learning content as well as the role of content in the learning of language.
This implies the centrality of linguistic entities longer than single sentences, because the
focus of teaching is how meaning and information are communicated and constructed
through texts and discourse. The linguistic units that are central are not limited to the
level of sentences and sub-sentential units (clauses and phrases) but include features
that account for how longer stretches of language are used and that create coherence
and cohesion within genres and text-types. Language as it is used in the creation of texts
is an important focus of CLIL lessons, since academic learning involves familiarity with
a core set of text-types that are found in different academic disciplines. Learning how
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language is used in disciplinary-based genres is central to CBI and CLIL. Llinares et al.
(2012: 109) comment:

Students need to understand and participate in the activities that build up the disci-
plines they study, activities that to a large extent are carried out through language.
While the most obvicus difference between disciplines is that of vocabulary ...
Research in educational linguistics has also shown a major difference to reside in the
functional structuring of discourse.

4. Language use draws on integrated skills. CBI and CLIL view language use as involving
several skills together. In a content-based class, students are often involved in activities
that link the skills, because this is how the skills are generally involved in the out-of-
classroom world. Hence students might read and take notes, listen and write a summary;,
or respond orally to things they have read or written. And rather than viewing grammar
as a separate dimension of language, grammar is seen as a component of other skills.
Topic- or theme-based courses provide a good basis for an integrated skills approach
because the topics selected provide coherence and continuity across skill areas and focus
on the use of language in connected discourse rather than in isolated fragments. They
seek to integrate knowledge, language, and thinking skills.

Theory of learning

CBI and CLIL draw on a number of assumptions about the nature of second language
learning. Some of these are true of learning in other approaches to second language teach-
ing, while others are said to be specific to CBI and CLIL (e.g., dialogic talk — see below).

1. Comprehension is a necessary condition for second language learning to occur. “The goal
of teachers through any type of content-based program is to enable students to compre-
hend the curriculum presented through the second language” (Lyster 2011: 617). Making
subject matter comprehensible through the way language is used is hence crucial in CBI
and CLIL. In order to make content comprehensible to learners, teachers need to make
the same kinds of adjustments and simplifications that native speakers make in commu-
nicating with second language learners. These modifications include using a slower rate
of speech, adjusting the topic, emphasizing key words or phrases, building redundancy
into their speech by using repetition, modeling, and paraphrase and giving multiple
examples, definitions, and synonyms to facilitate comprehension (ibid.).

=]

. Negotiation of meaning plays an important role in understanding content. This refers to
the collaboration of both teachers and learners in understanding content. Negotiation of
meaning may take several forms: the meaning may be realized through several exchang-
es or turns rather than in a single exchange; one speaker may expand on what the other
said; one speaker may provide words or expressions the other needs; one person may ask
questions to clarify what another says.

3. Learning is facilitated by corrective feedback. Learners do not simply “pick up” language

when engaged in CBI and CLIL. They also develop language awareness and language
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6.

accuracy through the kinds of corrective feedback the teacher provides. Lyster and
Ranta (1997: 203) identify six types of such feedback and their functions:

Clarification request Indication that an utterance has not been heard or understood,
sometimes with the purpose of drawing attention to non-
target forms

Explicit correction Provision of the correct form, indicating that something
was incorrect

Recast Implicit correction of an utterance by means of reformulation

Elicitation Direct elicitation of the correct form using techniques such
as asking for completion

Repetition Repetition of the error with rising intonation

Metalinguistic feedback Reference to the well-formedness or correctness of the

student’s utterance without providing the correct form

Learning of both content and language is facilitated by dialogic talk. Effective discourse in
CBI and CLIL classrooms is said to have the features of dialogic talk. This is described
by Alexander (2008: 30) as talk which achieves “common understanding, through struc-
tures, cumulative questioning and discussion which guide and prompt, reduce choices,
minimize risk and error, and expedite ‘handover’ of concepts and principles.” Dialogic
teaching is said to be an essential component of CBI and CLIL-based pedagogy “both
because of its cognitive potency and the opportunities it provides for exposure to and
use of rich language in the classroom” (Llinares et al. 2012: 71).

Prior knowledge plays an important role in CBI. Learners bring many different kinds
of prior knowledge to learning, including knowledge about the world and knowledge
about events, situations, and circumstances and the roles people play in them. They may
need to use text-types (e.g., expository texts, information texts, narrative texts, recounts)
that occur in their own language. They also need to access schema of different kinds in
relation to the content they are studying as well as sociocultural knowledge related to
situations, people, and events. Learning content in a second language can be facilitated if
students are better prepared through the activation of relevant background knowledge.
Scaffolded learning plays an import part in CBI and CLIL. Scaffolding is defined as “the
temporary assistance by which a teacher helps a learner know how to do something,
so that the learner will be able to complete a similar task alone” (Gibbons 2002: 10).
Initially, learners depend on others with more experience than themselves and gradu-
ally take on more responsibility over time for their own learning. In the classroom,
scaffolding is the process of interaction between two or more people as they carry out
a classroom activity and where one person (e.g., the teacher or another learner) has
more advanced knowledge than the other (the learner) (Swain, Kinnear, and Steinman
2010). During the process, discourse is jointly created through the process of assisted or
mediated performance, and interaction proceeds as a kind of joint problem-solving
between teacher and student. While scaffolding is important in all classroom-based
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learning, it is even more so in CBI and CLIL: “In CLIL contexts, teachers’ scaffolding is
even more necessary as students need to process and express complex ideas in a foreign
language” (Llinares et al. 2012: 91).

Design

Objectives
The aims of content-based courses and CLIL courses are varied and do not necessar-
ily overlap because of the different contexts in which they occur. CBI courses have been

described as ranging from those that are more content driven, to those that are more lan-
guage driven, as shown in the following table from Met (1999).

Content-driven CBI Language-driven CBI

Content is taught in L2 Content is used to learn L2

Content learning is priority Language learning is priority

Language learning is secondary Content learning is incidental

Content objectives determined by course Language objectives determined by L2

goals or curriculum course goals or curriculum

Teachers must select language objectives Students evaluated on content to be
integrated

Students evaluated on content mastery Students evaluated on language skills/
proficiency

Total and partial immersion are examples of content-driven courses, while topic- and
theme-based language classes are examples of a more language-driven approach. An
adjunct course has features of both and is described as one in which “a language support
course is paired (as an adjunct) to a regular subject-matter course to enable those who are
still learning the language of instruction to participate in classes with those who speak
it natively or more proficiently” (Crandall 2012: 150). Hence, the goals and objectives of
a CBI course will depend on whether mastery of content through a second language or
mastery of language through content is the focus of the course. Lyster (2011: 615), however,
suggests that both kinds of goals are equally important: “second language learning and
academic achievement are inextricably linked and thus share equal status in terms of edu-
cational objectives” An example of objectives of this kind in CBI was seen in a theme-based
Intensive Language Course (ILC) at the Free University of Berlin. Four objectives were
identified for its yearlong, multi-theme program. These objectives were linguistic, strategic,

and cultural (Brinton, Snow, and Wesche 1989: 32):

1. To activate and develop existing English language skills
2. To acquire learning skills and strategies that could be applied in future language devel-
opment opportunities
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3. To develop general academic skills applicable to university studies in all subject areas
4. To broaden students’ understanding of English-speaking peoples.

In the case of CLIL both very general and more specific goals are sometimes given.
An example of the former are the following goal statements (CLIL Compendium n.d.):

e To develop intercultural communication skills

To prepare for internationalization

To provide opportunities to study content through different perspectives
To access subject-specific target language terminology

To improve overall target language competence

To develop oral communication skills

To diversify methods and forms of classroom practice

e To increase learner motivation.

Coyle et al. (2010: 17) give examples of more specific CLIL goals, in the domains of both
content and language.

Content Multiple perspectives for study, e.g. modules in history where authentic
texts are used in different languages.

Preparing for future studies, e.g. modules that focus on ICT which
incorporate international lexis.

Skills for working life, e.g. courses that deal with academic study skills
equipping learners for further study.

Accessing subject-specific knowledge in another language.

Language |Improving overall target language competence, e.g. through extended
quality exposure to the CLIL language.

Developing oral communication skills, e.g. through offering a wider range
of authentic communication routes.

Deepening awareness of both first languages and CLIL languages,

e.g. those schools that offer 50% of the curriculum in other languages
in order to develop a deeper knowledge and linguistic base for
learners.

Developing self-confidence as a language learner and communicator,
e.g. practical and authentic language scenarios such as vocational
settings.

Introducing the learning and use of another language, e.g. lessons that
are activity-oriented are combined with language-learning goals, such
as in play-oriented “language showers” for younger learners.

Advocates of CLIL also emphasize that an integration of content learning and
language learning should seck to develop proficiency in using language both for the mas-
tery of academic content and for interpersonal communication. The former was referred
to as CALP (Cognitive Academic Language Proficiency) and the latter as BICS (Basic
Interpersonal Communication Skills) by Cummins (1984). CALP refers to the special kind
of language proficiency needed to perform academic tasks — tasks that are often cognitively
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demanding and often have to be solved independently by the learner. Interpersonal
communication, on the other hand, is relatively undemanding cognitively and relies on
context to clarify meaning. The relevance of the CALP/BICS distinction to CLIL is that
a learner with well-developed CALP skills may not necessarily be proficient in using lan-
guage for social and interactional purposes. As Llinares et al. (2012: 220) comment: “CLIL
contexts do not seem to represent learning environments where BICS is acquired more or
less automatically” This means that CLIL teachers need to make a special effort to ensure
that opportunities are provided for learners to acquire interpersonal communication skills.
Students of CBI, on the other hand, tend to be in ESL settings where the development of
interpersonal communication skills may be acquired more spontancously.

The syllabus

In CBI courses the syllabus will depend on whether it is primarily content driven or
language driven, as noted above. Certain areas of content are thought to be more effec-
tive as a basis for CBI and CLIL than others. For example, geography is often the “first
choice” of subject matter. Geography is “highly visual, spatial and contextual; it lends
itself to the use of maps, charts, and realia, and the language tends to be descriptive in
nature with use of the ‘to be, cognates and proper names” (Stryker and Leaver 1993:
288). For somewhat different reasons, “Introduction to Psychology offered an ideal situ-
ation in which to introduce CBI at the bilingual University of Ottawa, since it has the
largest enrollment of any introductory course in the university” and thus was likely to
“attract a large enough number of second language speakers to justify special lecture
or discussion sections” (Brinton et al. 1989: 46). This course was further recommended
because of student interest in the course topics and because of “the highly structured
nature of the content, the emphasis on receptive learning of factual information, the
availability of appropriate textbooks and video study material” (Brinton et al. 1989: 46).
On the other hand, CBI courses have been created around a rich variety of alternative
kinds of content. Case studies of CBI in foreign language education report content selec-
tion as wide-ranging as “Themes of Soviet Life and Worldview” (Russian), “Aphorisms,
Proverbs, and Popular Sayings” (Italian), “Religion and Change in Twentieth-Century
Latin America” (Spanish), and “French Media” (French). Eleven such case studies
using a variety of course content in a variety of foreign language teaching situations are
reported in Stryker and Leaver (1993).

Davies (2003) gives an example of a syllabus for a theme-based CBI course on the topic
of psychology, which was team-taught with a psychologist:

e Unit 1 Introduction to psychology

Unit 2 Types of learning

Unit 3 Advertising and psycholcgical techniques
Unit 4 Counseling

Unit 5 Psychological illnesses

Unit 6 Project work
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Davies (2003) notes:

Each unit took from two to three weeks to complete. The students had two classes
per week and each class lasted for two and a half hours. The syllabus that we used
is clearly different from a conventional Introduction to Psychology class. Our aim was
to allow the students to explore various aspects of psychology rather than attempt-
ing to give them a thorough grounding in a subject that, we believed, would have
been too difficult for them to understand at this stage. In fact one of the strengths of
theme-based CBl is its flexibility; teachers can create units with specific learner needs
in mind. For example, Unit 3 began with some textbook readings followed by ques-
tions and written work. After this the students were given some advertisements to
analyze and also brought in their own examples for use in group discussions. Finally,
for a small group project, they designed their own advertisements and then presented
their work to the other class members with a rationale for why they had chosen their
product and who the target customers would be. Among the products they designed
were a genetically engineered cake tree and a time vision camera.

In the case of language-driven CBI courses, a conventional language syllabus may provide
the core structure for the course and content used to provide an additional support for
language development. Content is often selected because it is likely to be more motivat-
ing and engaging for learners; however, assessment may be based on language proficiency.
“Content learning may be considered a gratuitous but welcome by-product, but neither stu-
dents nor their teachers are held accountable for ensuring that students learn it” (Met1999).
In the case of CLIL courses, syllabuses will similarly depend on the approach to CLIL
the course is based on and whether it is designed for young learners, secondary school, or
tertiary-level learners. (See below for further discussion of CLIL approaches.)

Types of learning and teaching activities

There are a number of descriptions of activity types in CBI. Stoller and Grabe (1997) provide
a list of activities classified according to their instructional focus. This includes language skills
improvement, vocabulary building, discourse organization, communicative interaction, study
skills, and synthesis of content materials and grammar. Crandall (2012: 151, 152) reviews the
range of teaching activities that can be used according to the type of course and its context:

In CBI, teachers can draw on a range of relevant, meaningful, and engaging activi-
ties that increase student motivation in a more natural manner, activities that involve
co-operative, task-based, experiential, and project-based learning. Common to these
activities is the opportunity for students to use language to perform different tasks and
construct and reflect upon new meaning expressed through oral or written discourse
... CBl lessons include the use of both authentic and adapted oral and written subject
matter materials (textbooks, audio and visual materials, and other learning materials)
that are appropriate to the cognitive and language proficiency level of the learners or
that can be made accessible through bridging activities.
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Similarly, with regard to CLIL-based approaches, Mehisto, Marsh, and Frigolos (2008: 105)
comment:

The multi-faceted nature of the CLIL approach involves an extra focus on student
interests; peer-cooperative work and the fostering of critical thinking among other
methodological strategies. These foster the learning of content and provide increased
forums for discussing and otherwise communicating about content. Those increased
opportunities support language learning.

CBI and CLIL learning activities are not intrinsically different, but may differ in practice
because of the age of the learners and their other needs.

Learner roles

A goal in CBI is for learners to become autonomous so that they come to “understand their
own learning process and ... take charge of their own learning from the very start” (Stryker
and Leaver 1993: 286). In addition, most CBI courses anticipate that students will support
each other in collaborative modes of learning. This may be a challenge to those students
who are accustomed to more whole-class or independent learning and teaching modes.
CBI is in the “learning by doing” school of pedagogy. This assumes an active role by learn-
ers in several dimensions. Learners are expected to be active interpreters of input and to be
willing to tolerate uncertainty along the path of learning, as well as to explore alternative
learning strategies and seek multiple interpretations of oral and written texts.

Learners themselves may be sources of content and joint participants in the selec-
tion of topics and activities. Learners need commitment to this new kind of approach to
language learning, and CBI advocates warn that some students may not find this new set
of learner roles to their liking and may therefore be less than ready and willing participants
in CBI courses. Some students may be overwhelmed by the quantity of new information
in their CBI courses and may need additional support. Some students are reported to have
experienced frustration and asked to be returned to more structured, traditional classrooms.

In CBI learners are expected to acquire language together with content through the
noticing and awareness-raising activities the teacher makes use of — hence, the learner is
expected to process language consciously as well as intuitively. Lyster (2011: 618) explains:

Noticing and awareness activities ... aim to strengthen students’ metalinguistic aware-
ness, which then serves as a tool for extracting information from content-based input
and thus for learning language through subject-matter instruction.

In the case of learners in CLIL programs, learner roles are seen as central to success:

The respective roles of the teachers and students are central to CLIL, because its
very nature tends to demand more student-centred approaches. Students regularly
acknowledge that CLIL courses are difficult, especially at the beginning. Moreover it is
certain that engaging with and learning appropriately cognitively challenging content
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through another language requires a depth of processing which cannot be attained
when the teacher is simply in transmission mode.
(Coyle et al. 2010: 88)

Thus, both CBI and CLIL require active participation on the part of the learner, with a goal
toward learner autonomy.

Teacher roles

Both CBI and CLIL position teachers in a different, and often more demanding, role from
that required in traditional forms of language and content teaching. They will often be
involved in cooperating with other teachers and working collaboratively on the design of
courses and materials. In the case of CBI, teachers have to familiarize themselves with, at
times, difficult and unfamiliar content and often have to develop their own courses or choose
and adapt materials that provide a basis for CBI. They have to keep context and comprehen-
sibility foremost in their planning and presentations, they are responsible for selecting and
adapting authentic materials for use in class, they become student needs analysts, and they
have to create truly learner-centered classrooms. As Brinton et al. (1989: 3) note:

They are asked to view their teaching in a new way, from the perspective of truly con-
textualizing their lessons by using content as the point of departure. They are almost
certainly committing themselves to materials adaptation and development. Finally,
with the investment of time and energy to create a content-based language course
comes even greater responsibility for the learner, since learner needs become the hub
around which the second language curriculum and materials, and therefore teaching
practices, revolve.

Stryker and Leaver (1993: 293) suggest the following essential skills for any CBI instructor:

Varying the format of classroom instruction
Using group work and team-building techniques
Organizing jigsaw reading arrangements

Defining the background knowledge and language skills required for student success

Ve e

Helping students develop coping strategies

6. Using process approaches to writing

7. Using appropriate error correction techniques

8. Developing and maintaining high levels of student esteem

CBI therefore places different demands on teachers from regular ESL teaching. Likewise,
program administrators are required to make decisions about the choice and preparation
of teachers and the kinds of support and resources they will need as well as developing new
approaches to assessment. Hence, teachers with a high level of motivation and commitment
to CBI may be essential.

In the case of CLIL, additional teacher roles have been identified (and referred to else-
where in this chapter). Teachers are expected to modify the language they use in teaching
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content through a second language, to give additional support for comprehension as well
as production, to facilitate dialogic and scaffolded instruction, and to provide appropriate
intervention and feedback to guide both the learning of content and the learning of the
second language (Llinares et al. 2012).

To summarize, ensuring that students have understood the material presented is a key
focus of CLIL teachers. CBI teachers obviously have this as an important goal, as well, but
may tend to focus on their own mastery and presentation of complex content.

The role of instructional materials

In both CBI and CLIL, the materials play a central role and may be specially designed
materials, materials used to teach content subjects, and a variety of different forms of
authentic materials. Because context- and situation-specific materials are required with
both approaches, commercial textbooks are not usually available. “Since off-the-shelf-CLIL
materials are in short supply, teachers often spend a considerable time developing and/or
adapting existing learning resources” (Mehisto et al. 2008: 22). With CBI Crandall (2012:
152) suggests the following kinds of materials, a description that also applies to the role of
materials in CLIL:

Materials for developing the curriculum and planning CBI lessons include the use
of both authentic and adapted cral and written subject matter materials (textbooks,
audio and visual materials, and other learning materials) that are motivating and
appropriate to the cognitive and language proficiency level of the learners or that can
be made accessible through bridging activities ... These activities include the use
of demonstrations, visuals, charts, graphic organizers and outlines, breaking down
information into smaller chunks, pre-teaching vocabulary, and establishing back-
ground information.

Contemporary models of CBI and CLIL

The principles of CBI and CLIL can be applied to the design of courses for learners at any level
of language learning. The following are examples of different applications of CBI and CLIL.

CBI courses

The four models listed below are all appropriate for university courses. Courses at the
elementary and secondary levels tend to use a theme-based or adjunct approach.

Theme-based model

This is a language course in which the syllabus is organized around themes or topics such as
“the modern cinema” or “cities” The language syllabus is subordinated to the more general
theme. The course might be taught by a language teacher or team-taught with a content
specialist. At university level a general theme such as “business and marketing” or “immi-
grants in a new city” might provide organizing topics for two weeks of integrated classroom
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work. Language analysis and practice evolve out of the topics that form the framework for
the course. A topic might be introduced through a reading, vocabulary developed through
guided discussion, audio or video material on the same topic used for listening compre-
hension, followed by written assignments integrating information from several different
sources. Most of the materials used will typically be teacher-generated and the topic treated
will involve all skills. A common model at secondary or grade-school level is one in which
students complete theme-based modules that are designed to facilitate their entry into the
regular subject-areas classroom. These models do not provide a substitute for mainstream
content classes but focus on learning strategies, concepts, tasks, and skills that are needed
in subject arcas in the mainstream curriculum, grouped around topics and themes such as
consumer education, map skills, foods, and nutrition.

Theme-based courses also provide a framework for courses and materials in many
programs outside the public school and university sector, such as the private language-
school market. With theme-based courses, a set of themes might be selected as the basis for
a semester’s work, and each theme used as the basis for six or more hours of work in which
the four skills and grammar are taught drawing on the central theme.

Sheltered model

This refers to content courses taught in the second language by a content-area specialist to
a group of ESL learners who have been grouped together for this purpose. This approach
is sometimes used at university level (e.g., in Canada and the United States). Since the ESL
students are not in a class together with native speakers, the instructor will be required
to present the content in a way which is comprehensible to second language learners and
in the process use language and tasks at an appropriate level of difficulty. Typically, the
instructor will choose texts of a suitable difficulty level for the learners and adjust course
requirements to accommodate the learners’ language capacities (e.g., by making fewer
demands for written assignments).

Adjunct model

In this model, students are enrolled in two linked courses, one a content course and one
a language course, with both courses sharing the same content base and complementing
each other in terms of mutually coordinated assignments. These courses are often designed
to prepare students for “mainstreaming” (e.g., preparing children to enter high schools
in English-speaking countries or to enter an English-medium university), and will often
contain a focus on the language and vocabulary of academic subjects as well as academic
study skills. Such a program requires a large amount of coordination to ensure that the two
curricula are interlocking, and this may require modifying both courses.

Skills-based mode/

This is characterized by a focus on a specific academic skill area (e.g., academic writing)
that is linked to concurrent study of specific subject matter in one or more academic dis-
ciplines, and hence it has much in common with an ESP (English for Specific Purposes)
or EAP (English for Academic Purposes) approach. This may mean that students write
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about material they are currently studying in an academic course or that the language or
composition course itself simulates the academic process (e.g., mini-lectures, readings, and
discussion on a topic lead into writing assignments). Students write in a variety of forms
(e.g., short-essay tests, summaries, critiques, research reports) to demonstrate understand-
ing of the subject matter and to extend their knowledge to new areas. Writing is integrated
with reading, listening, and discussion about the core content and about collaborative and
independent research growing from the core material.

CLIL courses

Advocates of CLIL often describe it with what one reviewer (Paran 2013: 140) refers to as
“rather grandiose pronouncements.” The following is typical:

CLIL is a lifelong concept that embraces all sectors of education from primary to
adults, from a few hours per week to intensive modules lasting several months. It may
involve project work, examination courses, drama, puppets, chemistry practicals and
mathematical investigations. In short, CLIL is flexible and dynamic, where topics and
subjects - foreign languages and non-language subjects — are integrated in some kind
of mutually beneficial way so as to provide value-added educational outcomes for the

widest possible range of learners.
(Coyle 2006: 6)

The all-encompassing nature of CLIL courses is seen in Coyle etal. (2010: 18-22), who give
the following examples of CLIL courses at primary and secondary level. The first three exam-
ples pertain to primary school (ages 5-12) and the remainder to secondary school (ages 12-19).

e Confidence-building: an introduction to key concepts. An example is a theme-based
module on climate change, which requires 15 hours of learning time involving class-
based communication with learners in another country. The class teacher approaches
the module using CLIL-designed materials and a networking system.

o Development of key concepts and learner autonomy. The example given is subject-based
learning on home economics and requires 40 hours of learning time involving trans-
languaging, where activities are developed through the CLIL models using bilingual
materials. Subject and language teachers work together.

e Preparation for a long-term CLIL program. An example is an interdisciplinary approach
involving a set of subjects from the natural sciences where the learners are prepared
for in-depth education through the CLIL model. Subject and language teachers work

together following an integrated curriculum.

At the secondary level, some logistical considerations become important, as reflected in the
first two examples.

e Dual-school education. Schools in different countries share the teaching of a specific
course or module using VoIP (Voice overInternet Protocol, e.g., Skype) technologies
where the CLIL language is an additional language in both countries.
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e Bilingual education. Learners study a significant part of the curriculum through the
CLIL language for a number of years with the intention of developing required content-
learning goals and advanced language skills.

o [Interdisciplinary module approach. A specific module, for example environmental sci-
ence or citizenship, is taught through CLIL involving teachers of different disciplines
(e.g., mathematics, biology, physics, chemistry, and language).

e Language-based projects. This type differs from the models above in that it is the lan-
guage teacher who takes primary responsibility for the CLIL module. This may be
done through international partnerships and is an extension of both content-based
and Communicative Language Teaching. The module involves authentic content
learning and communication through the CLIL language, and is scaffolded through
language-teacher input.

e Specific-domain vocational CLIL. Learners develop competence in the CLIL language so
that they are able to carry out specific task-based functions which might range from cus-
tomer service through to accessing and processing information in different languages.
Where applicable, this is carried out by content and language teachers working in tan-
dem. It marks a shift away from existing practice, such as teaching language for specific
purposes, toward practice which seeks to achieve the same objectives through a closer
tie to content teaching and learning. This model has much in common conceptually with
the adjunct model used in CBI programs.

Procedure

Since CBI and CLIL refer to an approach rather than a method, no specific techniques
or lesson procedures are associated with either model. In a content-driven approach,
procedures typically used to teach subject matter in a content class are used, with
appropriate adjustments according to the learners’ level of language proficiency, as
noted earlier in this chapter. In a language-driven approach, procedures more typically
used in language courses (e.g., using a communicative or text-based approach) might
be used.

An example of a CLIL textbook lesson may be found in the appendix to this chapter.

Conclusion

Content-based approaches in language teaching have been widely used in a variety of
different settings since the 1980s and CLIL-based approached have become increasingly
popular in Europe since the late 1990s. Indeed the rapid global spread of CLIL “has sur-
prised even its most ardent advocates” (Maljers, Marsh, and Wolff 2007: 7). CBI and CLIL
raise important issues for both teachers and learners. Critics have noted that most lan-
guage teachers have been trained to teach language as a skill rather than to teach a content
subject. Thus, language teachers may be insufficiently grounded to teach subject matter in
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which they have not been trained. Team-teaching proposals involving language teachers
and subject-matter teachers are often considered unwieldy and likely to reduce the effi-
ciency of both. Similarly, CLIL teachers who are unfamiliar with teaching their subject in a
CLIL language may need considerable preparation and ongoing support. Both approaches
involve assembling appropriate teaching materials and resources, and supporters of both
approaches believe they offer considerable advantages over conventional approaches.
However, in the case of CLIL, research to date does not justify the somewhat extravagant
claims that are often made for it as a panacea for achieving successful learning of both
language and content (Paran 2013). In recent years a growing number of researchers have
begun to investigate the nature of the instructional strategics and learning in the domains
of language and content in both CBI and CLIL classrooms (e.g., Duff 2001; Lyster, Collins,
and Ballinger 2009; Dalton-Puffer 2007, 2011; Lyster 2011). Because of the complexity of the
issues involved, the results are often inconclusive and their investigation beyond the scope
of this chapter. Many factors relating to the school environment and student population
may determine whether CLIL is successful. Advantages are claimed for a CLIL approach
in some contexts (e.g., Austria), but not in others (e.g., Belgium [Dalton-Puffer and Smith
2007]). However, given the widespread adoption of CBI and CLIL approaches in many
parts of the world, expansion in their use is expected to continue in the years to come.

Discussion questions

1. What are the basic goals of CBI and CLIL? What are some of the similarities? Can you
describe some ways in which CBI and CLIL are different?

2. Are on-arrival and mainstreaming programs common in your country? Can you
think of an advantage for each of these two groups of combining subject and language
instruction?

3. The rationale for CLIL and CBI is not purely pedagogical; economic and political factors
(such as the European Union’s desire for a lingua franca) also play a role. Give both a
positive (beneficial to learners) and a negative (detrimental to learners) example of these
economic and political factors for each approach (CLIL and CBI).

4. Lexis lies at the core of CLIL and CBI. Much of it is technical, or specific to the subject
being taught. In a sense, much of the lexis could be considered subject-specific terminol-
ogy that is new to most of the learners, including L1 speakers. For example, it is unlikely
that many of the learners in a science class would know the meaning of the word
refractometer. To what extent can we still speak of language instruction in such cases?
Would L2 speakers still have special needs in cases where L1 learners would find the
language equally unfamiliar? And if so, how could the needs of L2 learners be taken into
account? Discuss with a colleague.

5. What are the academic (as opposed to language-related) goals of the program described
on pages 125-6¢
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10.

. Look at the examples of language (not content) goals of CLIL given on page 124. Which

of these appear to be different from most non-CLIL language courses? Which appear
to be the same? Discuss with a colleague.

You have started teaching a CBI course for the first time this semester and three weeks
in some students come to you and say they are not happy with this type of instruction.
Having read this chapter, what could be some of the reasons for this? How could you
anticipate and deal with them?

CBI and CLIL courses can sometimes be rather all-encompassing (see the examples on
pp- 131-2). Can you think of any downsides to this? Can you think of other downsides
to the implementation of CBI and CLIL?

. In one university in an English-speaking country, approximately 40% of the 35,000

students have English as an Additional Language (EAL). For many of these students,
additional support in English is beneficial. Clearly, it would not be possible, and would
probably be inefficient, to teach these students in special language classes. Take one
group of students from a particular program (e.g., a student in physics in the faculty of
science) and consider the following:

a) How would you identify those students’ English needs?

b) How would you identify what possible language needs exist among L1 speakers and
the overlap with the EAL students’ needs?

c) What type of CLIL provision(s) do you think would be most suitable? (You can use
the table on p. 124 and the models for CBI courses presented on pp. 129-31.)

d) How should these be implemented (Who should teach them? Will this be a separate
program for EAL students or will it be integrated?)?

¢) What downsides to this approach and possible additional forms of support that will
need to be established.

f) What professional development needs you might be able to imagine.

Work with a colleague and observe a class. Note examples of each of the feedback
types described on page 122. Discuss with each other afterwards and identify how these
instances may have contributed to students’ learning.

Feedback type Example Benefit for learning

Clarification request

Explicit correction

Recast

Elicitation

Repetition

Metalinguistic feedback
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Appendix: A CLIL lesson

4 _GROUPING LIVING THINGS

n In groups, match the living things that belong to the same species. S
Justify your answers.

a mg: Look at the diagram. Use the internet link and write the words in the correct boxes.

( COMMUNITY SPECIES ECOSYSTEM POPULATION )
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o Justify your answers. Use the following sentences.

" LANGUAGE HELP
* The orange group represents the ... because ...
* The next group is the ... because ...
® The brown group ...
= The ...

o Watch the video and complete the text.

3 || e— L L7

We can see different such as horses, sheep, vultures and grass
inthis habitat. A group of horsesiscalled a herd. Allthe horsesinanareaarecalleda
of horses. The animals we see all live inthesame | a high mountain area, so they

all form a

WE HAVE LEARNED THAT...

N

Species are groups of ; or other living things that are
able to breed and fertile offspring. The group of animals, plants or
other living things of the same speciesinan areaiscalleda _  All species
which live in the same areaarecalleda | The community and the type of

where this community lives form an

> 4
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7 Whole Language

Introduction

While directions in language teaching are generally initiated from within the field of
language teaching itself, sometimes trends and movements in general education impact
language teaching practices as well. Such is the case with the Whole Language movement -
the focus of this chapter - as well as with the notion of multiple intelligences which we
turn to in Chapter 12. While the term Whole Language as used in second language teach-
ing came to encompass the four skills, the term was created in the 1980s by a group of
US educators concerned with the teaching of what is referred to as language arts, that
is, the teaching of reading and writing for first language learners. The development of
reading and writing in the first language (often termed the teaching of literacy) is a very
active educational enterprise worldwide, and, like the field of second language teaching,
has led to a number of different and at times competing approaches and methodologies.
Traditionally, a widespread approach to the teaching of both reading and writing focused
on a “decoding” approach to language. By this is meant a focus on teaching the separate
components of language such as grammar, vocabulary, and word recognition, and in par-
ticular the teaching of phonics. Phonics is based on the theory that reading involves iden-
tifying letters and turning them into sounds. Other reading theories approach reading
through a focus on the individual skills or micro-skills that are believed to be involved
in fluent reading. The Whole Language movement was developed as a reaction to teach-
ing methods such as these. It emerged when “top-down” reading theories were being
promoted (the use readers make of context, background knowledge, and inferencing to
enable them to avoid word-by-word or “bottom-up” reading strategies) by influential
reading specialists such as Kenneth Goodman, Marie Clay, and Frank Smith. The Whole
Language movement was strongly opposed to approaches to teaching reading and writ-
ing that focused on isolated and discrete features of language and argued that language
should be taught as a “whole™: “If language isn’t kept whole, it isn’t language anymore”
(Rigg 1991: 522).

Whole Language emphasized learning to read and write naturally with a focus on
real communication and reading and writing for pleasure. In the 1990s this approach
became popular in the United States as a motivating and innovative way of teaching
language arts skills to primary school children. It soon attracted the interest of special-
ists in second language teaching since it appeared compatible with the principles of
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both Communicative Language Teaching (CLT) and the Natural Approach (Chapter 14),
which were also dominant methodologies during the 1990s. It shares a philosophical
and instructional perspective with CLT (Chapter 5) since it emphasizes the importance
of meaning and meaning making in teaching and learning as well as the emphasis on
experiential learning, the integration of skills, and the role of authentic language. It also
relates to “natural approaches” to language learning (see Chapter 14) since it is designed
to help children and adults learn a second language in the same way that children are
believed to learn their first language. A Whole Language approach was widely used in
first language reading programs from the 1990s and has also been used in a number of
basic and family literacy programs as well as in some workplace literacy programs in
Canada, the United States, and elsewhere. “What began as a holistic way to teach reading
has become a movement for change, key aspects of which are respect for each student
as a member of a culture and as a creator of knowledge, and respect for each teacher as
a professional” (Rigg 1991: 521). However, in both first-language reading instruction and
language teaching, interest in the Whole Language movement has waned in recent years.
In both fields it has been overtaken by a movement toward skills-based or competency-
based approaches and by the adoption of standards that are linked to the mastery of
discrete skills and competencies (Chapter 8).

In the 1990s considerable discussion was devoted to whether Whole Language
is an approach, a method, a philosophy, or a belief. In a survey of sixty-four articles
on Whole Language, Bergeron (1990) found Whole Language treated as an approach
(34.4% of the articles), as a philosophy (23.4%), as a belief (14.1%), or as a method (6.3%).
Watson (1989) commented: “Whole language is not a program, set of materials, method,
practice, or technique; rather, it is a perspective on language and learning that leads to
the acceptance of certain strategies, methods, materials and techniques” We see it as
an approach based on key principles about language (language is whole) and learning
(writing, reading, listening, and speaking should be integrated in learning). Each Whole
Language teacher was encouraged to implement the theories of Whole Language as he
or she interprets them and according to the kinds of classes and learners he or she is
teaching.

Approach
Theory of language

Whole Language views language organization from what we have earlier called an inter-
actional perspective. This perspective is most obviously a social one that views language
as a vehicle for human communication and in which there is an interactional relationship
between readers and writers. “Language use is always in a social context, and this applies to
both oraland written language, to both first and second language use” (Rigg 1991: 523). Heavy
emphasis in Whole Language is placed on “authenticity;” on engagement with the authors
of written texts, and also on conversation. For example, in mastering the sociolinguistic
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signals for “apologizing,” “A whole language perspective requires an authentic, ‘real’ situa-
tion in which one truly needs to apologize to another” (Rigg 1991: 524).

Whole Language also views language cognitively as a vehicle for internal “interaction,”
for egocentric speech, for thinking. “We use language to think: In order to discover what we
know, we sometimes write, perhaps talk to a friend, or mutter to ourselves silently” (Rigg
1991: 323). A functional model of language is also referred to in many articles on Whole
Language. Language is always seen as something that is used for meaningful purposes and
to carry out authentic functions.

Whole Language also rejects the view that language can be broken down into separate
skills. Language is always linked to authentic contexts for its use, which typically involve
an integration of skills. Grammar is not taught in isolation but is linked to situations where
learners need to use it, such as in editing a piece of written text.

Theory of learning

The learning theory underlying Whole Language is in the humanistic and constructivist
schools. The descriptions of Whole Language classrooms recall terms familiar to humanis-
tic approaches to education and to language learning: Whole Language is said to be authen-
tic, personalized, self-directed, collaborative, pluralistic. Such characteristics are believed to
focus learner attention and to motivate mastery. Constructivist learning theory holds that
knowledge is socially constructed, rather than received or discovered. Thus, constructiv-
ist learners “create meaning,” “learn by doing,” and work collaboratively “in mixed groups
on common projects.” Rather than transmitting knowledge to students, teachers collabo-
rate with them to create knowledge and understanding in their mutual social context. As
Bomengen (2010) puts it:

Whole language is a constructivist approach to education; constructivist teachers
emphasize that students create (construct) their own knowledge from what they
encounter. Using a holistic approach to teaching, constructivist teachers do not
believe that students learn effectively by analyzing small chunks of a system, such as
learning the letters of the alphabet in order to learn language. Constructivist instructors
see learning as a cognitive experience unigue to each learner’'s own experience and
prior knowledge, which forms the framework for new knowledge.

Rather than seeking to “cover the curriculum,” learning focuses on the learners’ expe-
rience, needs, interests, and aspirations. In this sense, Whole Language does not seek
to offer a complete integration of language and content, as do approaches more widely
used today, such as Content-Based Instruction (CBI) and CLIL (Chapter 6). However,
sociocultural perspectives on learning are also used to support Whole Language,
particularly the notion of scaffolded learning, equally important in CBI and CLIL.
Students provide scaffolding for each other when they work collaboratively on tasks
and projects.
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Design
Objectives

The major principles and goals underlying the design of Whole Language instruction are
as follows:

e The use of authentic literature rather than artificial, specially prepared texts and exer-
cises designed to practice individual reading skills

e A focus on real and natural events rather than on specially written stories that do not
relate to the students” experience

e The reading of real texts of high interest, particularly literature

e Reading for the sake of comprehension and for a real purpose

e Writing for a real audience and not simply to practice writing skills

e Writing as a process through which learners explore and discover meaning

e The use of student-produced texts rather than teacher-generated or other-generated
texts

e Integration of reading, writing, and other skills

e Student-centered learning: students have choice over what they read and write, giving
them power and understanding of their world

e Reading and writing in partnership with other learners

e Encouragement of risk taking and exploration and the acceptance of errors as signs of
learning rather than of failure.

Types of learning and teaching activities
Lyons and Beaver emphasize “flexibility within structure” as the guiding principle for the
design and selection of teaching activities.

Instead of having children do one brief activity or worksheet after another, whole lan-
guage teachers organize the day in larger blocks of time, so that children can engage
in meaningful pursuits. Thus they engage in fewer different tasks, but larger and more
satisfying projects. They may have a readers’ and writers’ workshop, for instance,
when the children read books and perhaps use them as models for their own writing.
They may study a theme or topic at least part of the day for several days or weeks,
using oral and written language and research skills to pursue learning in the realm of
social studies and/or science and math, and using language and the arts to demon-
strate and share what they have learned. Together and individually, the students have
many choices as to what they will do and learn, which enables them to take significant
responsibility for their learning. However, the teacher guides, supports, and structures
the children’s learning as needed. Flexibility within the larger time blocks offers the
time that learners need (especially the less proficient) in order to accomplish some-
thing meaningful and significant.

(Lyons and Beaver 1995: 127)
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Learner roles

The learner is a collaborator, collaborating with fellow students, with the teacher, and with
writers of texts. Students are also evaluators, evaluating their own and others’ learning, with
the help of the teacher. The learner is self-directed; his or her own learning experiences are
used as resources for learning. Students are also selectors of learning materials and activi-
ties. “Choice is vital in a whole language class, because without the ability to select activi-
ties, materials, and conversational partners, the students cannot use language for their own
purposes” (Rigg 1991: 526).

Teacher roles

The teacher is seen as a facilitator and an active participant in the learning community rather
than an expert passing on knowledge. The teacher teaches students and not the subject matter
and looks for the occurrence of teachable moments rather than following a preplanned lesson
plan or script. The teacher creates a climate that will support collaborative learning, The teacher
has the responsibility of negotiating a plan of work with the learners and providing support
throughout the learning process by “help[ing] children develop skills for interacting with each
other, solving interpersonal conflicts and problems, supporting one and other in learning, and
taking substantial responsibility for their own behavior and learning” (Weaver 1995).

Role of instructional materials

Whole Language instruction advocates the use of real-world materials rather than com-
mercial texts. A piece of literature is an example of “real-world” materials in that its creation
was not instructionally motivated but resulted from the author’s wish to communicate with
the reader. Other real-world materials are brought to class by the students in the form of
newspapers, signs, handbills, storybooks, and printed materials from the workplace in the
case of adults. Students also produce their own materials. Rather than purchase pedagogi-
cally prepared textbooks and “basal readers,” schools make use of class sets of literature,
both fictional and nonfictional.

Certainly an interest in and suggestions for the engagement of literature in the teach-
ing of second languages is not unique to Whole Language proposals Many language teach-
ers enter the language teaching field with literature training as their primary background
and maintain an interest in literature and its teaching throughout a career in language
teaching. Prominent researchers and applied linguists in the field bring with them a strong
literary background and maintain that interest in application to second language pedagogy.
Maley (2001), for example, overviews the field of literature in the language classroom and
outlines approaches to using literature, citing authors and exercise types in his overview.

Procedure

The issue of what instructional characteristics are specific to Whole Language is somewhat
problematic. Bergeron (1990) found that Whole Language was described differently in each
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article of the sixty-four articles she surveyed (except those written by the same author).
She found only four classroom features mentioned in more than 50% of the articles. These
included:

e the use of literature

e the use of process writing

e cncouragement of cooperative learning among students
e concern for students attitude.

Activities that are often used in Whole Language instruction are:

e individual and small-group reading and writing
e ungraded dialogue journals

e writing portfolios

e writing conferences

e student-made books

e story writing.

Many of these activities are also common in other instructional approaches, such as CLT
(Chapter 5), CBI (Chapter 6), and Task-Based Language Teaching (Chapter 9). Perhaps
the only feature of Whole Language that does not also appear centrally in discussions
of communicative approaches to language teaching is the focus on literature, although
this has obviously been of concern to other writers on ELT methodology. Suggestions
for exploitation of literary resources in the Whole Language classroom will be familiar to
language teachers with a similar interest in the use of literature in support of second lan-
guage learning. What differs in Whole Language teaching is not the incidental use of such
activities based on the topic of the lesson or an item in the syllabus but their use as part of
an overall philosophy of teaching and learning that gives a new meaning and purpose to
such activities.

The following is an example of the use of literary pieces in a Whole Language
workshop and involves activities built around the use of “Parallel Texts” Two English
translations of the same short story is an example of parallel texts. Study of the two
translations highlights the range of linguistic choices open to the writer (and translator)
in the contrast of linguistic choices made by the translators and the responses made
to these choices by the students as readers. In pairs, one student acts as presenter/
interpreter of one of the two short-story translations and a partner acts as presenter/
interpreter of the other.

Parallel Texts: Opening sentences from two translations of a Korean short story
1a. “Cranes” by Hwang Sun-Won (translated by Kevin O’Rourke)

“The village on the northern side of the 38th parallel frontier was ever so quiet and deso-
late beneath the high, clear autumn sky. White gourds leaned on white gourds as they
swayed in the yard of an empty house.”
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1b. “The Crane” by Hwang Sun-Won (translated by Kim Se-young)

“The northern village at the border of the 38th Parallel was ever so snug under the bright
high autumn sky. In the space between the two main rooms of the empty farm house a
white empty gourd was lying against another white empty gourd.”

Examples of student activities based on parallel texts:

1. Think of the village as described in 1a and 1b as two different villages. Which one
would you choose to live in? Why?

2. Do the contrasting opening sentences set up any different expectations in the reader
as to what kind of story will follow and what the tone of the story will be?

3. On a map of Korea, each partner should indicate where he/she thinks the village is
located. Are the locations the same? If not, why not?

4. Write an opening sentence of a short story in which you briefly introduce the village
of 1a as it might appear in winter rather than autumn.

5. Write two parallel text opening sentences in which you describe in different words a
village you know. Ask a partner which village he/she prefers.

6. Discuss what different kinds of stories might follow on the basis of the cpening sen-
tences. Write an original first sentence of this story thinking of yourself as “translator”

and drawing on both translations as your resources.
(Rodgers 1993)

Conclusion

The Whole Language movement was advocated not as a teaching method but as an approach
to learning that sees language as a whole entity. In language teaching, each language teacher
was free to implement the approach according to the needs of particular classes. Advantages
claimed for Whole Language are that it focuses on experiences and activities that are relevant
to learners lives and needs, that it uses authentic materials, and that it can be used to facili-
tate the development of all aspects of a second language. Critics, however, see it as a rejection
of the whole ESL approach in language teaching and one that seeks to apply native-language
principles to ESL. Whole Language proposals are seen as anti-direct teaching, anti-skills, and
anti-materials, assuming that authentic texts are sufficient to support second language learn-
ing and that skill development will follow without special attention (Aaron 1991). Likewise,
since the 1990s those reading specialists opposed to the Whole Language approach as it is
used with first language learners have criticized it on both theoretical and practical grounds.
The Thomas B. Fordham Foundation in 2000 commented:

The whole-language approach to reading instruction continues to be widely used in
the primary grades in U.S. schools, despite having been disproven time and again by
careful research and evaluation. Whole language still pervades textbooks for teachers,
instructional materials for classroom use, some states’ language-arts standards and
other policy documents, teacher licensing requirements and preparation programs,
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and the professional context in which teachers work. Yet reading science is clear:
young children need instruction in systematic, synthetic phonics in which they are
taught sound-symbol correspondences singly, directly, and explicitly. Although most
state education agencies, school districts, and federal agencies claim to embrace
“balanced” reading instruction — implying that worthy ideas and practices from both
whole-language and code-emphasis approaches have been successfully integrated —
many who pledge allegiance to balanced reading continue to misunderstand reading
development and to deliver poorly conceived, ineffective instruction.

Almost every premise advanced by whole language about how reading is learned has
been contradicted by scientific investigations that have established the following facts:

e Learning to read is not a natural process. Most children must be taught to read
through a structured and protracted process in which they are made aware of
sounds and the symbols that represent them, and then learn to apply these skills
automatically and attend to meaning.

e Qur alphabetic writing system is not learned simply from exposure to print.
Phonological awareness is primarily responsible for the ability to sound words out. The
ability to use phonics and to sound words out, in turn, is primarily responsible for the
development of context-free word-recognition ability, which in turn is primarily respon-
sible for the development of the ability to read and comprehend connected text.

e Spoken language and written language are very different; mastery of each requires
unique skKills.

e The most important skill in early reading is the ability to read single words com-
pletely, accurately, and fluently.

e (Context is not the primary factor in word recognition.

The writer then goes on to suggest how Whole Language can be “rooted out” from reading
classrooms, and lists several recommendations including the following:

1. Every state should have language-arts content standards and curricular frame-
works for each grade from kindergarten through third grade that are explicitly based
on solid reading-research findings.
State assessments should be calibrated to show the effects of reading instruction
as delineated in well-written state standards.
3. State accountability systems should emphasize the attainment of grade-appropriate
reading, spelling, and writing skills by third grade.
(Thomas B. Fordham Foundation 2000)

b

In comparison to the heated discussion that Whole Language aroused in the field

of reading instruction, the second language teaching profession has perhaps been kinder
to Whole Language, since it never prompted the same level of debate and controversy. It
was generally not promoted as a replacement for other approaches to language teaching
and could presumably be used in conjunction with other approaches, such as communi-
cative, task-based and text-based approaches (see Chapters 9 and 10). Whole Language
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advocates make use of a rich array of materials that offer an integrated approach to ESL
instruction and that could be adapted for use in a wide variety of contexts (e.g., Whiteson
1998). Whole Language activities may prove useful particularly for younger learners in ESL
environments. Many of the activities for older learners in other environments are similar
to those recommended in other instructional approaches, for example, Communicative

Language Teaching and Cooperative Language Learning (Chapter 13), which can also serve

as resources to support a Whole Language approach.

Discussion questions

1.

=]

What was the goal of the Whole Language movement as it applied to second language
learning? How does Whole Language differ from Content-Based Instruction and CLIL?

. Rigg comments, “If language isn't kept whole, it isn’t language anymore” (p. 139). Do you agree

with this statement? Can you find examples of this thinking in materials you are familiar with?

Whole Language emphasizes the importance of authenticity. For example, in the case of
practicing apologizing, Rigg states that creating this authenticity “requires an authentic,
‘real’ situation in which one truly needs to apologize to another” (p. 141). What chal-
lenges can you see in this, especially with beginner learners?

Whole Language is based on a constructivist approach to learning. Explain to a col-
league what impact this has on the language classroom, and in particular on the roles of

the teacher and the learner.

In Whole Language, writing is done for a real audience and not simply to practice writ-
ing skills. How can technology support this type of activity?

. Authentic materials take precedence over commercial texts. In particular, Whole

Language teachers use newspapers, literature, signs, and other forms of non-instructional
texts. What are some of the possible downsides of such materials?

Whole Language does not simply attempt to “cover the curriculum” in terms of teaching
a fixed set of skills or language content. Instead, it focuses on the learners’ experience,
needs, interests, and aspirations. Read the paragraph again by Beaver about “flexibility
within structure” on page 142 for some ideas of how this is done in practice. Now take a
lesson plan (from your own school curriculum, the Internet, or a textbook) and use the
questions below to help you redesign it so that it is based on Whole Language principles.

Current lesson plan Changes

Length of lessons

List of topics for each lesson

(Continued)
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Current lesson plan Changes

Frequency and types of
feedback

Opportunities for students to
collaborate

Opportunities for students to
self-direct their learning

Opportunities for students to
select content and activities

Type of assessment

Did you have to make many changes to your lesson plan? What areas of overlap existed
between the two plans? And what differences? Do you think some of the changes you
would have to make might be beneficial?

8. A colleague whose classes are based on the Whole Language approach suggests you try
to use literature in your classes and recommends a particular book. You think the book
is interesting and relevant to your learners, but you are not sure that they will be willing
to read a whole book. Think of activities you could use to introduce the book to the class
and engage your learners with it.
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8 Competency-Based Language
Teaching, standards, and the Common
European Framework of Reference

Introduction

A common way of developing language courses is to first make decisions about what to
teach, then to determine how to teach it, and finally to assess what was learned. With this
process, what is learned is assumed to be the result of what is taught and how well it is
taught. This approach to course planning is referred to as forward design in Chapter 21
of this book and often reflects the assumption that the learning outcomes of a course are
dependent upon a well-designed syllabus and effective teaching methods. Consequently, we
see throughout this book that discussion of the most appropriate form for a syllabus as well
as the most appropriate teaching methods have been a recurring focus in language teaching
for over a hundred years. However, there is another tradition in educational planning that
appears to reverse the typical sequence of activities in which a course is developed. This
approach begins with a description of learning outcomes, or what the learner should be
able to do at the end of the course, and issues related to methodology and syllabus follow
from the statements of learning outcomes. This approach is referred to as backward design,
and has had a considerable impact on educational planning in general as well as in lan-
guage teaching since the 1970s (Wiggins and McTighe 2006). It is discussed in more detail
in Chapter 21. Leung (2012: 161-2) comments that “outcomes-based teaching in the past
thirty years or so can be associated with the wider public policy environments in which the
twin doctrines of corporatist management (whereas the activities in different segments of
society are subordinated to the goals of the state) and public accountability (which requires
professionals to justify their activiites in relation to declared public policy goals) have pre-
dominated” They represent attempts to set standards against which student performance
and achievement can be judged and compared at any given stage of a teaching program.
Leung further notes that the terms used to designate outcomes-based approaches include
attainment targets, benchmarks, core skills, essential learnings/skills, outcomes-based edu-
cation, performance profiles, and target competencies. Figueras similarly observes (2012:
479): “Curricula and language programmes today are often outcomes-based, drawn up with
much more attention to real-life uses, and focused on what students will be able or should
be able to do at the end of a course”

In language teaching a focus on learning outcomes characterizes the three approaches
that will be described in this chapter: Competency-Based Language Teaching, the standards
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movement (encompassing other standards-based frameworks), and the Common European
Framework of Reference.

1 Competency-Based Language Teaching (CBLT)

Introduction

CBLT is an example of an approach known as Competency-Based Education (CBE) - an
educational movement that focuses on the outcomes or outputs of learning in the devel-
opment of language programs. CBE addresses what the learners are expected to do with
the language, however they learned to do it. The focus on outputs rather than on inputs to
learning is central to the competencies perspective. CBE emerged in the United States in
the 1970s and advocated defining educational goals in terms of precise measurable descrip-
tions of the knowledge, skills, and behaviors students should possess at the end of a course
of study. The characteristics of CBE are described by Schenck (1978: vi):

Competency-based education has much in common with such approaches to learn-
ing as performance-based instruction, mastery learning and individualized instruc-
tion. It is outcome-based and is adaptive to the changing needs of students, teachers
and the community ... Competencies differ from other student goals and objectives
in that they describe the student’s ability to apply basic and other skills in situations
that are commonly encountered in everyday life. Thus CBE is based on a set of out-
comes that are derived from an analysis of tasks typically required of students in life
role situations.

CBLT, as mentioned, is an application of the principles of CBE to language teach-
ing. Such an approach had been widely adopted by the end of the 1970s, particularly
as the basis for the design of work-related and survival-oriented language teaching
programs for adults. It has also been widely used since. Indeed, in many large-scale
language programs of different types and at all levels, competency-based curricula are
now a common strand. In work-related programs it is no longer the assumption that
employees will develop competence through work experience: educational institutions
are expected to deliver professionals with the competencies expected (Hoogveld 2003;
Baines and Stanley 2006). The Center for Applied Linguistics called competency-
based ESL curricula “the most important breakthrough in adult ESI” (1983). By the
1990s, CBLT had come to be accepted as “the state-of-the-art approach to adult ESL
by national policymakers and leaders in curriculum development as well” (Auerbach
1986: 411), and any refugee in the United States who wished to receive federal assistance
had to be enrolled in a competency-based program (Auerbach 1986: 412). Typically,
such programs were based on “a performance outline of language tasks that lead to
a demonstrated mastery of language associated with specific skills that are necessary
for individuals to function proficiently in the society in which they live” (Grognet and
Crandall 1982: 3).
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Advocates of CBLT see it as a powerful and positive agent of change:

Competency-based approaches to teaching and assessment offer teachers an
opportunity to revitalize their education and training programs. Not only will the qual-
ity of assessment improve, but the quality of teaching and student learning will be
enhanced by the clear specification of expected outcomes and the continuous feed-
back that competency-based assessment can offer. These beneficial effects have
been observed at all levels and kinds of education and training, from primary school
to university, and from academic studies to workplace training.

(Docking 1994: 15)

Comments such as Docking’s above are still common today. Mendenhall (2012), the presi-
dent of an American university - thus reports:

Implemented effectively, competency-based education can improve quality and con-
sistency, reduce costs, shorten the time required to graduate, and provide us with true
measures of student learning. We must:

1. Measure student learning rather than time.

2. Harness the power of technology for teaching and learning. Computer-mediated
instruction gives us the ability to individualize learning for each student. Because
each student learns at a different pace and comes to college knowing different
things, this is a fundamental requirement of competency-based education.

3. Fundamentally change the faculty role. When faculty serve as lecturers, holding
scheduled classes for a prescribed number of weeks, the instruction takes place
at the lecturers’ pace. For most students, this will be the wrong pace. Some will
need to go more slowly; others will be able to move much faster. Competency-
based learning shifts the role of the faculty from that of “a sage on the stage”
to a “guide on the side.” Faculty members work with students, guiding learning,
answering questions, leading discussions, and helping students synthesize and
apply knowledge.

4. Define competencies and develop valid, reliable assessments. The fundamental
premise of competency-based education is that we define what students should
know and be able to do, and they graduate when they have demonstrated their
competency. This means that we have to define the competencies very clearly.
Getting industry input is essential to make sure that we’ve identified relevant com-
petencies. Once the competencies are established, we need experts in assessment
to ensure that we're measuring the right things.

The benefits of this competency-based approach have been recognized by policy
makers and influencers in higher education. The Center for American Progress recently
released a white paper that found, “Competency-based education could be the key
to providing quality postsecondary education to millions of Americans at lower cost.”
In a speech in the fall of 2012, U.S. Secretary of Education Arne Duncan, referred to
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Western Governors University’s competency-based degree programs, saying, “While
such programs are now the exception, | want them to be the norm.”

Auerbach (1986: 414-15) provided a useful review of factors involved in the implemen-

tation of CBLT programs and identified eight key features:

1. A focus on successful functioning in society. The goal is to enable students to become

autonomous individuals capable of coping with the demands of the world.

. A focus on life skills. Rather than teaching language in isolation, CBLT teaches language

as a function of communication about concrete tasks. Students are taught just those
language forms/skills required by the situations in which they will function. These forms
are determined by “empirical assessment of language required” (Findley and Nathan
1980: 224).

Task or performance-centered orientation. What counts is what students can do as a result
of instruction. The emphasis is on overt behaviors rather than on knowledge or the abil-
ity to talk about language and skills.

Modularized instruction. “Language learning is broken down into manageable and
immediately meaningful chunks” (Center for Applied Linguistics 1983: 2). Objectives are
broken into narrowly focused sub-objectives so that both teachers and students can get
a clear sense of progress.

Outcomes that are made explicit a priori. Outcomes are public knowledge, known and
agreed upon by both learner and teacher. They are specified in terms of behavioral
objectives so that students know exactly what behaviors are expected of them.

. Continuous and ongoing assessment. Students are pretested to determine what skills they

lack and post-tested after instruction in that skill. If they do not achieve the desired level
of mastery, they continue to work on the objective and are retested. Program evaluation
is based on test results and, as such, is considered objectively quantifiable.
Demonstrated mastery of performance objectives. Rather than the traditional paper-and-
pencil tests, assessment is based on the ability to demonstrate pre-specified behaviors.

. Individualized, student-centered instruction. In content, level, and pace, objectives are

defined in terms of individual needs; prior learning and achievement are taken into
account in developing curricula. Instruction is not time-based; students progress at their
own rates and concentrate on just those areas in which they lack competence.

There are said to be several advantages of a competencies approach from the learner’s point

of view:

1.

The competencies are specific and practical and can be seen to relate to the learner’s
needs and interests.

. The learner can judge whether the competencies seem relevant and useful.

The competencies that will be taught and tested are specific and public - hence, the
learner knows exactly what needs to be learned.

Competencies can be mastered one at a time so the learner can see what has been
learned and what still remains to be learned.
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Let us now examine the assumptions and practices associated with CBLT at the levels
of approach, design, and procedure.

Approach
Theory of language

CBLT is based on a functional and interactional perspective on the nature of language. It
seeks to teach language in relation to the social contexts in which it is used. The following
understandings of the nature of language are assumed in CBLT.

e Language is a means of achieving personal and social needs. In CBLT language always
occurs as a medium of interaction and communication between people for the achieve-
ment of specific goals and purposes. CBLT has for this reason often been used as a
framework for language teaching in situations where learners have specific needs and
are in particular roles and where the language skills they need can be fairly accurately
predicted or determined. However, it has also been used in developing courses with
much more general aims.

e Language links forms and functions. CBLT reflects the notion that language form can be
inferred from language function; that is, certain life encounters call for certain kinds of
language. This assumes that designers of CBLT competencies can accurately predict the
vocabulary and structures likely to be encountered in those particular situations that are
central to the life of the learner and can state these in ways that can be used to organize
teaching/learning units.

e Language can be broken down into its component parts. Central to both language and
learning theory is the view that language can be functionally analyzed into appropriate
parts and subparts: that such parts and subparts can be taught (and tested) incrementally.
CBLT thus takes a “mosaic” approach to language learning in that the “whole” (com-
municative competence) is constructed from smaller components correctly assembled.

Theory of learning
CBLT has several assumptions in terms of learning theory.

e Language learning is skill-based. CBLT reflects a skill-based view of learning. Skills are
integrated sets of behaviors that are learned through practice. They are made up of indi-
vidual components that may be learned separately and that come together as a whole to
constitute skilled performance.

The basic claim of skill acquisition theory is that learning of a wide variety of skills
shows a remarkable similarity in development from initial representation of knowledge
through initial changes in behaviour to eventual fluent, largely spontaneous, and highly
skilled behaviour, and that this set of phenomena can be accounted for by a set of
basic principles common to the acquisition of all skills.

(DeKeyser 2007: 97)
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Skill learning theory suggests that complex behaviors are made up of a hierarchy of

skills.

o Successful language performance depends upon practice. Central to the notion of skill-
based learning that underlies CBLT is the notion of practice. Practice refers to repeated
opportunities to use language over time. Practice is normally accompanied by feedback,
allowing the learner to gradually improve his or her performance (DeKeyser 2007).
Cook (2008) comments:

Processing models ... see language as the gradual development of preferred ways of
doing things. Much language teaching has insisted on the value of incremental prac-
tice, whether it is the audio-lingual structure drill or the communicative information gap
game ... The processing models remind us that language is behaviour and skills as
well as mental knowledge. Some skills are learnt by doing them over and over again.
These ideas are support for the long-held teaching views about the value of practice —
and more practice.

Design
Objectives

Since CBLT courses are developed as a response to perceived learners’ specific goals
and needs, needs analysis (the process of determining learners’ needs) is the starting
point in developing the objectives for a CBLT-based course. Needs analysis procedures
may include interviews, questionnaires, observations, tests, and other means that can be
used to determine appropriate course objectives. (Needs analysis is discussed further in
Chapter 21.)

The syllabus

The syllabus for a CBLT language course consists of a description of learning outcomes in
terms of “competencies,” so it is important to understand how these differ from other syl-
labus frameworks. Docking (1994) points out that the traditional approach to developing a
syllabus involves using one’s understanding of subject matter as the basis for syllabus plan-
ning. One starts with the field of knowledge that one is going to teach (e.g., contemporary
European history, marketing, listening comprehension, or French literature) and then
selects concepts, knowledge, and skills that constitute that field of knowledge. A syllabus
and the course content are then developed around the subject. Objectives may also be spec-
ified, but these usually have little role in the teaching or assessing of the subject. Assessment
of students is usually based on norm referencing, that is, students will be graded on a single
scale with the expectation either that they will be spread across a wide range of scores or
that they conform to a preset distribution. A student receives a set of marks for his or her
performance relative to other students, from which it is very difficult to make any form
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of judgment about the specific knowledge or skills a student has acquired. Indeed, two
students may receive the same marks on a test but in fact have widely different capacities
and knowledge in the subject:

CBT by comparison is designed not around the notion of subject knowledge but
around the notion of competency. The focus moves from what students know about
language to what they can do with it. The focus on competencies or learning outcomes
underpins the curriculum framework and syllabus specification, teaching strategies,
assessment and reporting. Instead of norm-referenced assessment, criterion-based
assessment procedures are used in which learners are assessed according to how
well they can perform on specific learning tasks.

(Docking 1994: 16)

Competencies consist of a description of the essential skills, knowledge, attitudes, and
behaviors required for effective performance of a real-world task or activity. These activities
may be related to any domain of life though have typically been linked to the field of work
and to social survival in a new environment. For example, areas for which competencies
have been developed in a vocationally oriented ESL curriculum for immigrants and refu-
gees include (Mrowicki 1986):

Task performance

Safety

General word-related

Work schedules, time sheets, paychecks
Social language job application job interview

For the area of “Retaining a Job” the following competencies are described:

e Follow instructions to carry out a simple task.

e Respond appropriately to supervisor’s comments about quality of work on the job,

including mistakes, working too slowly, and incomplete work.

Request supervisor to check work.

Report completion of task to supervisor.

Request supplies.

Ask where object is located: Follow oral directions to locate an object.

e Follow simple oral directions to locate a place.

e Read charts, labels, forms, or written instructions to perform a task.

e State problem and ask for help if necessary.

¢ Respond to inquiry as to nature or progress of current task; state amount and type
of work already competed.

e Respond appropriately to work interruption or modification.

(Mrowicki 1986: 26-7)
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Competencies for the listening and speaking component of the adult ESL course

referred to above are described as follows (Mrowicki 1986: 28):

Students will demonstrate the following language skill proficiencies upon exit from ESL

Beginning High:

Listening

e Demonstrate understanding of simple words and phrases drawn from learned topics.

e Identify the main topic of conversation in familiar material.

e Demonstrate understanding of non-face-to-face speech in familiar contexts, such as
simple phone conversations and routine announcements.

e Recognize words that signal differences between present, past, and future events.

e Respond appropriately to short emergency warnings.

e Respond to commands and short directions through physical actions.

e Demonstrate strategies to check for understanding — by asking for repetition for
example.

e Listen and identify specific information in the context of previously learned language.

Speaking

e Answer simple questions related to basic heeds using previously learned phrases or
simple sentences.

e Make statements in the present, past, or future tenses relating to basic needs and
common activities, using previously learned phrases or simple sentences.

e Ask questions related to basic needs using previously learned utterances.

e Communicate simple personal information on the telephone.

e Give simple commands, warnings, and directions.

e Ask for and give clarification.

Docking (1994: 11) points out the relationship between competencies and job performance:

A qualification or a job can be described as a collection of units of competency, each
of which is composed of a number of elements of competency. A unit of competency
might be a task, a role, a function, or a learning module. These will change over time,
and will vary from context to context. An element of competency can be defined as any
attribute of an individual that contributes to the successful performance of a task, job,
function, or activity in an academic setting and/or a work setting. This includes specific
knowledge, thinking processes, attitudes, and perceptual and physical skills. Nothing is
excluded that can be shown to contribute to performance. An element of competency
has meaning independent of context and time. It is the building block for competency
specifications for education, training, assessment, qualifications, tasks, and jobs.

Tollefson (1986) observes that the analysis of jobs in terms of their constituent functional
competencies in order to develop teaching objectives goes back to the mid-nineteenth
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century. In the 1860s, Spencer (cited in Tollefson) outlined the major areas of human
activity he believed should be the basis for curricular objectives. Similarly, in 1926 Bobbitt
developed curricular objectives according to his analysis of the functional competencies
required foradults living in the United States. This approach hasbeen picked up and refined
as the basis for the development of CBLT since the 1960s. Northrup (1977) reportsona study
commissioned by the US Office of Education in which a wide variety of tasks performed
by adults in American society were analyzed and the behaviors needed to carry out the
tasks were classified into five knowledge areas and four basic skill areas. From this analysis,
65 competencies were identified. Docking (1994) describes how he was involved in a
project in Australia in 1968 that involved specifying the competencies of more than a
hundred trades.

Types of learning and teaching activities

CBLT is an approach to designing courses but does not imply any particular meth-
odology of teaching. The teacher is free to choose any set of activities or to make use
of any methods that will enable the learning outcomes to be achieved and the indi-
vidual competencies to be acquired. In the case of the adult ESL program previously
referred to, guidelines for the choice of learning activities are based on a description of
standards for adult ESL instruction in California (California Department of Education
1992: 5-8):

1. Instructional activities integrate the four language skills (listening, speaking, read-
ing, and writing) to emphasize the holistic nature of language.

Language tasks in the classroom consist of meaningful interchanges that enhance
students’ communicative competence.

3. Instructional activities focus on the acquisition of communication skills necessary

[

for students to function in real-life situations.
4. Instruction focuses on the development of the receptive skills (listening and read-
ing) before the development of the productive skills (speaking and writing).
A variety of grouping activities are used in the classroom to facilitate student-
centered instruction.

\.H

6. Instructional activities are varied to address different learning styles (aural, oral,
visual, kinesthetic) of the students.

7. Instructional activities integrate language and culture so that students learn about
the US culture in terms of significant and subtle characteristics that compare and
contrast with those of their own cultures.

8. Learning activities develop the language necessary for students to access higher
level thought processes (analysis, synthesis, and evaluation).

9. Instructional activities require students to take active roles in the learning process,
transferring critical thinking to real problem-solving situations in their everyday
lives.
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Learner roles

Learners are active participants in the learning process in CBLT. Primary roles assumed for
learners are as follows:

o To monitor their learning in reference to the target competencies. Learners need to
develop skills in self-assessment to monitor their learning in relation to the learning
targets.

o To develop a range of learning strategies. Successful mastery of target competencies
depends upon the ability to use strategies to achieve communication. For example,
Rubin (1975: 45-8) identified seven characteristics of “good language learners” that are
applicable to learning within a CBLT framework:

e They are willing and accurate guessers who are comfortable with uncertainty.

e 'They have a strong drive to communicate, or to learn from communication, and are
willing to do many things to get their message across.

e They are often not inhibited and are willing to appear foolish if reasonable
communication results.

e They are prepared to attend to form, constantly looking for patterns in the
language.

e They practice, and also seek out opportunities to practice.

e They monitor their own speech and the speech of others, constantly attending to
how well their speech is being received and whether their performance meets the
standards they have learned.

e They attend to meaning, knowing that in order to understand a message, it is not
sufficient to attend only to the grammar or surface form of a language.

o To be able to transfer knowledge and skills to new situations. Learners must be prepared
to apply skills learned in the classroom to situations outside of the classroom and hence
be prepared to take risks as they seek to apply what they have learned.

Teacher roles

Teachers too have an active role in CBLT, although the role of the teacher will depend on
the extent to which the teacher is primarily implementing a CBLT course design that has
been developed by others, or developing a course for a specific group of learners.

o Needs analyst. The teacher may be required to conduct a needs analysis of his or her
students and is able to select suitable competencies based on the learners’ needs.

o Materials developer and materials resource assembler. The teacher may be required to
assemble suitable materials — including technology-supported materials — as well as to
develop materials to address specific target competencies.

o Assessor. The teacher is engaged in ongoing assessment of students’ learning and may
need to re-teach skills that have not been adequately mastered.

o Coach. The teacher is also expected to guide students toward use of appropriate learning
strategies and to provide the necessary guidance and support for this purpose.
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The role of instructional materials

Since CBLT is built around specific learning targets, these can form the basis for the
design of published courses as well as teacher-developed materials and technology-
supported materials. A wide range of published courses are available based on CBLT,
particularly those intended for work-related or social-survival courses, such as the
Ventures series (Cambridge University Press), that are linked to competency-based
standards.

Procedure

Examples of how many of these principles apply in practice are seen in the work of the
Australian Migrant Education Program, one of the largest providers of language train-
ing to immigrants in the world. The program has undergone a number of philosophical
reorientations since the mid-1970s, moving from “centralised curriculum planning with its
content-based and structural curriculum in the late 1970s, to decentralised learner-centred,
needs-based planning with its multiplicity of methodologies and materials in the 1980s
and yet more recently, to the introduction of competency-based curriculum frameworks”
(Burns and Hood 1994: 76). In 1993, a competency-based curriculum, the Certificate in
Spoken and Written English, was introduced as the framework for its programs. Learning
outcomes are specified at three stages in the framework, leading to an Advanced Certificate
in Spoken and Written English at Stage 4 of the framework. Hagan (1994: 22) describes how
the framework operates:

After an initial assessment, students are placed within the framework on the basis
of their current English proficiency level, their learning pace, their needs, and their
social goals for learning English. The twelve core competencies at Stages 1 and 2
relate to general language development ... At Stage 3, learners are more often
grouped according to their goal focus and competencies are defined according
to the three syllabus strands of Further Study, Vocational English, and Community
Access ... The competency descriptions at each stage are divided into four
domains ... :

1. Knowledge and learning competencies

Oral competencies

3. Reading competencies

4. Writing competencies

[

All competencies are described in terms of:
elements that break down the competency into smaller components and refer to
the essential linguistic features of the text
performance criteria that specify the minimal performance required to achieve a
competency
range of variables that sets limits for the performance of the competency
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- sample texts and assessment tasks that provide examples of texts and assessment
tasks that relate to the competency
An example of a lesson plan template for use in a CBLT course is given below and
demonstrates how a PPP lesson format is compatible with CBLT.

CBLT lesson plan format

A single learning objective may be addressed in an activity during a lesson, in a full lesson,
or even during a unit consisting of several lessons in a row. If a learning objective is to be
addressed in more than one day’s lesson, each new class period should begin with a new
Warm-up/Review and Introduction stage to re-focus students on the learning objective.

Warm up/Review
An initial lesson state in which content from previous lessons is reviewed and/or a brain-
storming or interactive task gets the students thinking about a new topic.

Introduction
An initial lesson stage in which the teacher states the objective of the lesson and tells stu-
dents what they will be doing. This should occur after the warm-up stage of the lesson.

Presentation

An initial lesson stage in which the teacher explains, models, and drills the new informa-
tion, language functions, or language forms that students will be using in that lesson. Any
presentation of a new learning objective should be preceded by an introduction.

Comprehension check
An essential part of the presentation stage in which the teacher confirms student under-
standing of what has just been taught before going on to the practice stage.

Guided practice

A mini-lesson stage in which students begin to use the language in a short, controlled
activity. This should occur after the presentation stage of the lesson and before the com-
municative practice.

Communicative practice

A mini-lesson stage in which students use the language they have been practicing to
complete a communicative task, usually in pairs or groups. This should occur after the
guided practice stage of the lesson.

Evaluation
A final lesson stage in which students demonstrate their knowledge of what they have
learned by showing, explaining, analysing or reflecting on what they have learned during
the lesson.

Application
Afinal lesson stage in which students extend their knowledge of the lesson’s materials to
a new situation of apply their knowledge to complete a new and different activity.

(http://kennedysanfernandocas.net/documents/cbe_course_outlines/esl/s0-01-¢2.pdf)

An example of a competency-based textbook lesson may be found in the appendix to
this chapter.
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2 The standards movement

An important realization of a competency perspective in many parts of the world has been
through a focus on “standards,” which has dominated educational discussions in many
countries since the 1990s. Describing its impact in the United States, Glaser and Linn (1993:
Xiii) noted:

In the recounting of our nation’s drive towards educational reform, the last decade of
this century will undoubtedly be identified as the time when a concentrated press for
national educational standards emerged. The press for standards was evidenced by
the efforts of federal and state legislators, presidential and gubernatorial candidates,
teacher and subject-matter specialists, councils, governmental agencies, and private
foundations.

Second language teaching, especially ESL in the United States, was a late entry in the
standards movement. As the ESL project director for ESL standards development noted in
1997: “It quickly became apparent to ESL educators in the United States at that time (1991)
that the students we serve were not being included in the standards setting movement that
was sweeping the country” (Short 1997: 1). In a recent survey Katz and Snow (2010: 67)
comment:

The major benefit of standards is that they set out clear expectations for all involved
in the educational enterprise, including parents. They provide a “common language”
for talking about the process of teaching and learning (Harris and Catrr, 1996). For stu-
dents, they set clear performance expectations, assisting them to understand what
they should know and be able to do to meet standards. For teachers and administra-
tors, they provide guidelines for designing instruction, curricula, and assessment; set
criteria for program excellence; and perhaps for promotion and career advancement.
For teacher trainers, they set out the competencies needed by prospective teachers
as they prepare for teaching careers.

Over the past decade, standards have become the lynchpin of educational sys-
tems both in English-medium countries and in a growing number of other countries
around the world. Also known by labels such as attainment targets, band-scales,
benchmarks, competencies, essential skills and knowledge, profiles, and saviors and
étres, standards form the basis of a reform model. By organizing around a central and
coherent vision of instructional outcomes, educational systems — schools, governmen-
tal agencies, ministries of education — strive to create the kind of changes in program
delivery that will lead to higher levels of learning.

In the United States the Washington-based Center for Applied Linguistics under
contract to the TESOL organization undertook to develop the K-12 “school” standards
for ESL. These were completed in 1997. The ESL standards are framed around three goals
and nine standards. Each standard is further explicated by descriptors, sample progress
indicators, and classroom vignettes with discussions. The standards section is organized
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into grade-level clusters: pre-K-3, 4-8, and 9-12. Each cluster addresses all goals and
standards with descriptors, progress indicators, and vignettes specific to that grade
range. More recently (2006) the TESOL organization have developed the TESOL PreK-12
English Language Proficiency Standards Framework, which presents five language profi-
ciency standards and reflects the competencies students need to master to be successful
in specific content areas. They include both social and academic uses of the language
students must acquire for success in and beyond the classroom. Some of these standards
will resemble the objectives of both Content-Based Instruction and the Whole Language
movement (Chapters 6 and 7). The English language proficiency standards are as follows:

Standard 1: English language learners communicate for social, intercultural, and
instructional purposes within the school setting.

Standard 2: English language learners communicate information, ideas, and concepts
necessary for academic success in the area of language arts.

Standard 3: English language learners communicate information, ideas, and concepts
necessary for academic success in the area of mathematics.

Standard 4: English language learners communicate information, ideas, and concepts
necessary for academic success in the area of science.

Standard 5: English language learners communicate information, ideas, and concepts
necessary for academic success in the area of social studies.

(TESOL 2006)

Similar specifications of standards have been developed in a number of other
countries (McKay 2000). Katz and Snow report (2010: 69-70):

In Oman ... the Ministry of Education uses the term competencies in describing stu-
dent learning outcomes for each grade level. These outcomes are divided into the four
domains of reading, writing, listening and speaking, and within each domain, the out-
comes are further categorized. Following is an example from Grade 4, reading:

Sentences Texts

General outcomes General outcomes

CAN: CAN:

understand sentences. understand general meaning.
understand the use of punctuation identify main points.

and capital letters. extract specific information.
recognize and understand words recognize and understand words and
and phrases. phrases.
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Specific outcomes Specific outcomes

CAN: CAN:

understand statements. (@), (b), and (c) understand a variety of (i)

understand the use of capital letters | short texts and (ii) longer, more complex

and the punctuation marks already texts:

introduced. — descriptions

recognize and understand the most | — narratives

important vocabulary items already — series of instructions

introduced. recognize and understand the most
important vocabulary items already
introduced.

In China, a major project was recently undertaken by McGraw-Hill Education, TESOL, and
the National Foreign Language Teaching and Research Association to produce two sets of
standards, one for learners and one for teachers (Agor 2006, cited in Katz and Snow 2010).
The learner standards cover primary level (grades 3-6), junior level (grades 7-9), and sen-
ior level (grades 10-12) and cross over three domains: The Learner, The Language, and The
World. An example standard under The Learner domain is: The learners will “develop and
use a range of strategies to derive, express, and clarify meaning in reading, writing, speak-
ing, and listening to English”

The standards movement has thus sought to identify the characteristics of quality
language teaching and to use statements of standards as benchmarks that can be used to
assess the quality of language teaching programs. However, this view has been criticized as
imposing a set of standards derived from one context that may not be applicable elsewhere.
Organizations such as TESOL have therefore collaborated with ministries of education in
different countries to try to develop standards that are relevant in local contexts (e.g., Gu
et al. 2006).

Approach, design, and procedure

The standards movement in itself does not represent a theory of language teaching, but
like CBLT reflects a skill-based approach to language learning. The standards move-
ment is an attempt to measure and quantify the learners’ mastery of discrete skills and
may combine with any approach that has as one of its components the ability for skills
to be measured. At the level of learner roles, learning strategies and scaffolding may be
involved. In this regard, the standards movement is a type of competency-based learning;
it could be said that only the specific skills to be learned will be different. The procedure
will vary according to the specific syllabus of the program and teaching approach or
method chosen.
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3 The Common European Framework of Reference

The most influential example of an outcomes-and competency-based approach in language
teaching is the Common European Framework of Reference (CEFR) - a framework for
language teaching and assessment developed by the European Council of Europe (2001).
The outcomes statements contained in the CEFR (known as the “can do” statements) in
many cases are simply a restatement of some of the “language functions” contained in
the earlier Threshold Level syllabus (Chapter 5). Thus, the CEFR is often combined with
Communicative Language Teaching.

The Council of Europe has been actively involved in promoting reform and innova-
tion in language teaching in Europe for many years and, as we saw in Chapter 5, developed
one of the first models of a communicative syllabus in the 1970s (the Threshold Level syl-
labus — Van Ek 1975) which was a key document in the development of Communicative
Language Teaching. CEFR was conceived not simply as a framework for the teaching of
English but in order to promote successful learning of languages within the European
community. It was part of a strategy “To ensure, as far as possible, that all sections of
their populations have access to effective means of acquiring a knowledge of the lan-
guages of other member states” (CEFR Appendix to Recommendation R(82)18 of the
Committee of Ministers of the Council of Europe). The CEFR framework is built around
statements of learning outcomes at different levels of proficiency in relation to the skills of
listening, speaking, reading, and writing. “It describes in a comprehensive way what lan-
guage learners have to learn to do in order to use a language for communication and what
knowledge and skills they have to develop so as to be able to act effectively” (Council of
Europe 2001: 1).

What the CEFR descriptors seek to do is to operationalize what is normally under-
stood by a basic, intermediate, or advanced level of language proficiency. It describes six
levels of achievement divided into three broad categories, from lowest (A1) to highest (C2),
which describe what a learner should be able to do in listening, speaking, reading, and
writing at each level.

Basic user — A1, A2
Independent user — B1, B2
Proficient user - C1, C2

More popularly these six levels have been given the labels

Mastery C2
Effective Operational Proficiency C1
Vantage B2
Threshold B1
Waystage A2
Breakthrough A1

An example of the outcomes for “conversation” is given below (Council of Europe 2001).
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Characteristics of conversation in the CEFR

c2 Can converse comfortably and appropriately, unhampered by any linguistic
limitations in conducting a full social and personal life.

C1 Can use language flexibly and effectively for social purposes, including
emotional, allusive and joking usage.

B2 Can engage in extended conversation on most general topics in a clearly
participatory fashion, even in a noisy environment.

Can sustain relationships with native speakers without unintentionally amusing
or irritating them or requiring them to behave other than they would with a native
speaker.

Can convey degrees of emotion and highlight the personal significance of events
and experiences.

B1 Can enter unprepared into conversations on familiar topics.

Can follow clearly articulated speech directed at him/her in everyday
conversations, though will sometimes have to ask for repetition of particular
words and phrases.

Can maintain a conversation or discussion but may sometimes be difficult to
follow when trying to say exactly what he/she would like to.

Can express and respond to feelings such as surprise, happiness, sadness,
interest and indifference.

A2+ | Can establish social contact: greetings and farewells; introductions; giving
thanks.

Can generally understand clear, standard speech on familiar matters directed at
him/her, provided he/she can ask for repetition or reformulations from time to
time.

Can participate in short conversations in routine contexts on topics of interest.
Can express how he/she feels in simple terms, and express thanks.

A2 Can handle very short social exchanges but is rarely able to understand enough
to keep conversation going on his/her own accord, though he/she can be made
to understand if the speaker will take the trouble.

Can use simple everyday polite forms of greeting and address.

Can make and respond to invitations, suggestions and apologies.

Can say what he/she likes and dislikes.

Al Can make an introduction and use basic greeting and leave-taking expressions.
Can ask how people are and react to news.

Can understand everyday expressions aimed at the satisfaction of simple needs
of a concrete type, delivered directly to him/her in clear, slow and repeated
speech by a sympathetic speaker.

The CEFR is now referred to in many widely used language examinations, which are
referenced to the proficiency level they assess on the CEFR. For example, the BULATS
(Business Language Testing Service) test published by Cambridge English Language
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Assessment (formerly known as Cambridge ESOL) is a multi-level test designed for com-
panies and organizations used to test English, French, German, and Spanish and provides
a score related to a CEFR level. Kantarcioglu and Papageorgiou (2012: 85) comment:

The proficiency scales of the CEFR have gained popularity because they describe in
a comprehensive way objectives that learners can set to achieve at different levels
of language proficiency. The descriptors are always phrased positively, as they are
intended to motivate learners by describing what they can do when they use the lan-
guage, rather than what they cannot do. What is more, this set of language-learning
objectives is available as a common metalanguage to teachers and learners, who can
now compare the level of proficiency required by curricula, language courses, and
examinations across different educational settings.

CEFR is also increasingly being used for the design of courses and published mate-
rials. However, like earlier frameworks used for planning language courses (such as the
Threshold Level), CEFR is not research based and has been developed largely from the
intuitions of experts. And since it is intended to be used across many different languages,
it does not specify the actual language or discourse skills that learners need to acquire to
reach any given level. These have to be elaborated by users of the CEFR. In working with
the framework, teachers and textbook writers are hence similarly dependent upon intui-
tion in deciding what linguistic knowledge and skills learners should be taught, depending
on their learning context and needs. However, Fulcher points out that although the levels
identified in standards frameworks such as CEFR cannot be justified empirically, they often
have practical value in that they enable learners to have a sense of progression from course
to course or from year to year. Teachers and materials developers are consequently often
required to match their teaching to specific levels on CEFR or other scales, and testing is
similarly often linked to the standards. Numerous standards documents and standards-
based tests are available on the Internet. However, standards can also be developed by
teachers for their own contexts: “standard-setting in a local context for clearly defined pur-
poses can be a focus of real professional development and curriculum renewal” (Fulcher
2010: 248). Leung (2012: 165) comments:

Quite clearly teachers will need to judge the appropriateness of the B1 descriptors (or
any other within the CEFR scales) in relation to the students they are teaching. If one
is working with, say, a group of ltalian-speaking bank employees learning English for
professional reasons, then some of the descriptors might make sense at some stage
of their teaching. However, if one is teaching linguistic minority students in England
who are learning to use English to do academic studies, then these descriptors would
only be, at best, appropriate in a very vague and abstract sense; they would need to
be adapted and expanded locally because an independent user of English as a sec-
ond language in school would have to do a good deal more than what is covered in
these CEFR descriptors.
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Approach, design, and procedure

As mentioned, the CEFR often combines with the Communicative Approach (Chapter 5)
and, as such, may be used in classrooms that have adopted an interactive, sociocultural,
and skill-based approach to language learning. The CEFR does not present a syllabus or
procedure, nor does it specify roles for learners and teachers, or instructional materials. At
present, these need to reflect the approach or method adopted in the classroom. Projects
such as English Profile (http://www.englishprofile.org) are underway that are aimed at
developing a design and syllabus for the CEFR.

Conclusion

In this chapter, we have presented Competency-Based Language Teaching, other types of
standards contained in the standards movement, and the Common European Framework
of Reference. Outcomes-based approaches to language teaching — whether described as
competencies, benchmarks, or standards — are now a well-established tradition in language
teaching as well as in other fields of education and training. They are also now a feature
of government documents, teaching and assessment guidelines in many countries as well
as of current international coursebooks. Cook’s comment on CEFR could apply to each of
the outcomes-based approaches described in this chapter: “For practical purposes, because
of the high regard given to it by local authorities in different countries, it can no longer be
ignored, whatever one thinks of it” (Cook 2011: 146).

CBLT has been similarly embraced in language teaching since the 1980s. However, it
is not without its critics. These criticisms are both practical and philosophical. Tollefson
(1986) argued that there are in fact no valid procedures available to develop competency
lists for most programs. Many of the areas for which competencies are needed, such as
“adult living,” “survival,” and “functioning proficiently in the community,” are impossible to
operationalize. Others have pointed out that dividing activities up into sets of competen-
cies is a reductionist approach, and that the sum of the parts does not equal the complex-
ity of the whole. Auerbach, summarizing the work of Paolo Friere and others, points out
that CBLT reflects what Friere has characterized as a “banking” model of education. This
assumes the following:

There is a structure of socially prescribed knowledge to be mastered by students.
Here, the function of education is to transmit the knowledge and to socialise learn-
ers according to the values of the dominant socio-economic group. The teacher’s
job is to devise more and more effective ways to transmit skills: what counts is
success in delivery. Educational progress is defined in terms of “improving” delivery
systems.

(Auerbach 1986: 416-17)

CBLT is therefore seen as prescriptivist in that it prepares students to fit into the status quo
and maintain class relationships. In addition, teaching typically focuses on behavior and
performance rather than on the development of thinking skills.
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Because competencies are designed to enable learners to participate effectively in
society, Tollefson and others have pointed out that they typically represent value judgments
about what such participation involves. Some would claim that competencies for refugee
settlement programs in the United States, for example, attempt to inculcate attitudes and
values that will make refugees passive citizens who accept the status quo rather than chal-
lenge it. On the other hand, it could be argued simultaneously that the practical competen-
cies help with integration, thereby enabling newcomers to understand and, if they so wish,
question their new culture.

Despite the criticisms, outcomes-based approaches continue to be widely used inter-
nationally. Such outcomes-based approaches have, in particular, attracted a large political
following from those seeking “accountability” for educational investment. The standards
movement and more recently CEFR have also been subject to critical review. Cook (2011
1460), writing of CEFR, comments:

Its research base is the checking of descriptors by a group of teachers, equivalent
to the claim by advertisers of a washing powder that ten million housewives can’t be
wrong. In language teaching methodology it relates to traditional communicative lan-
guage teaching, rather than to more recent developments. It rests on the authority of
a group of experts recruited from prominent language teaching administrators.

Rylatt and Lohan’s (1997: 18) prediction of the future of CBLT has proven to have been accu-
rate when they observed: “It can confidently be said, as we enter a new millennium, that
the business of improving learning competencies and skills will remain one of the world’s
fastest growing industries and priorities.” The development and reception of the standards
movement and the CEFR offer yet further confirmation of their prediction.

Discussion questions

1. Having read the chapter, explain to a colleague what (1) underlies all three of the follow-
ing approaches, and (2) how they are different:
e Competency-Based Language Teaching
e the standards movement
e the Common European Framework of Reference

2. CBLT is based on a theory of learning that sees skills as integrated sets of behaviors that
are learned through practice and that are made up of individual components that may be
learned separately and that come together as a whole to constitute skilled performance.
How does this view differ from that of Whole Language (Chapter 7)?

3. On page 159 you read about the seven characteristics of the good language learner
as suggested by Joan Rubin. These characteristics represent a skill-based learn-
ing theory. Now refer to the theories of language learning presented in Chapter 2
(pp- 25-8). What theory or theories of language learning do you think underlie these
suggestions?
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4. Read the sample standards from the United States, Oman, and China on pages 162—4.
Which seem to be the most useful? What are some of the similarities and differences in
(a) the focus (i.e., what is included in the standards), and (b) how they are phrased? Can
you think of downsides to the use of standards?

5. You take up a new job in a school that does not clearly express curriculum outcomes as
competencies or use standards. What arguments will you use to convince the Director
of Studies to consider implementing these?

6. List some of the competencies that might be needed for these occupations:

e A clerk at the check in counter at an airport
e A teacher of English at primary school
e A sales clerk in a department store

7. Your school is moving towards competency-based instruction and has asked you to
identify what changes may need to be made to the curriculum. One aspect of CBLT is
that “Instruction is not time-based; students progress at their own rates and concentrate
on just those areas in which they lack competence” (p. 153). How will this impact course
planning? Iow will you, for example, accommodate different learners learning at a dif-
ferent pace?

8. A colleague is unhappy with the move to a CBLT curriculum. She says that “it is impos-
sible to accurately predict the vocabulary and structures that learners will need” How
would you respond to this colleague? Does she have a point?

9. Look at the outcomes given for conversation in the CEFR (p. 166). Choose one of the
levels. How would you translate these outcomes into a design? Consider objectives, the
syllabus, types of learning and teaching activities, learner and teacher roles, and instruc-
tional materials. Refer to Chapter 5 (Communicative Language Teaching) as needed.

References and further reading

Agor, B. (ed.). 2006. Integrating EFL Standards in Chinese Classroom Settings: Senior Level (Grades
101-2). New York: McGraw Hill.

Auerbach, E. R. 1986. Competency-based ESL: one step forward or two steps back? TESOL Quarterly
20(3): 411-30.

Baines, L. A., and G. K. Stanley. 2006. The iatrogenic consequences of standards-based education.
Clearing House: A Journal of Educational Strategies, Issues and Ideas 79(3): 119-23.

Bottomley, Y., J. Dalton, and C. Corbel. 1994. From Proficiency to Competencies. Sydney: National
Centre for English Teaching and Research.

Burns, A., and S. Hood. 1994. The competency-based curriculum in action: investigating course
design practices. Prospect 9(2): 76-89.

California Department of Education. 1992. ESL — Model Standards for Adult Education Programs.
Adult Education Unit, California Department of Education. Available at: https://www.casas.
org/docs/pagecontents/ca_esl_model_standards_1992_-2-.pdf?Status=Master; accessed May
14, 2013: 5-8.



8 CBLT, standards, and the CEFR 171

Center for Applied Linguistics. 1983. From the Classroom to the Workplace: Teaching ESL to Adults.
Washington, DC: Center for Applied Linguistics.

Cook. V.. 2008. Second Language Learning and Teaching. London: Hodder Education.

Cook, V. ]. 2011. Teaching English as a foreign language in Europe. In E. Hinkel (ed.), Handbook of
Research in Second Language Teaching and Learning, Vol. I1. New York: Routledge. 140-54.

Coombe, C., P. Davidson, B. O’Sullivan, and S. Stoynoff (eds.). 2012. The Cambridge Guide to Second
Language Assessment. Cambridge: Cambridge University Press.

Council of Europe 2001. Common European Framework of Reference for Languages: Learning,
Teaching, Assessment. Cambridge: Cambridge University Press.

DeKeyser, R. 2007. Practice in Applied Linguistics: Perspectives from Applied Linguistics. New York:
Cambridge University Press.

Docking, R. 1994. Competency-based curricula - the big picture. Prospect 9(2): 8-17.

Figueras, N. 2012. The impact of the CEFR. ELT Journal 66(4): 477-86.

Findlay, C. A., and L. Nathan. 1980. Functional language objectives in a competency-based curricu-
lum. TESOL Quarterly 14(2): 221-32.

Freed, B. 1984. Proficiency in context: the Pennsylvania experience. In S. Savignon and M. Berns
(eds.), Initiatives in Communicative Language Teaching. Reading, MA: Addison-Wesley.
221-40.

Ereire, P. 1970. Pedagogy of the Oppressed. Harmondsworth: Penguin Books.

Fulcher, G. 2010. Practical Language Testing. London: Hodder Education.

Glaser, R., and R. Linn. 1993. Foreword. In L. Shephard, Setting Performance Standards for
Student Achievement. Stanford, CA: National Academy of Education, Stanford University.
xii-xiw.

Grognet, A. G., and J. Crandall. 1982. Competency-based curricula in adult ESL. ERIC/CLL New
Bulletin 6: 3—4.

Gu, P, J. Hughes, T. Murphey, J. Robbins, D. F. Zemach, and Z. Wei. 2006. Integrating EFL Standards
into Chinese Classroom Settings, Vols. I-II1. Alexandria, VA: TESOL and New York: McGraw
Hill.

Hagan, P. 1994. Competency-based curriculum: The NSW AMES experience. Prospect 9(2): 19-30.

Harding, A., B. Page, and S. Rowell. 1980. Graded Objectives in Modern Languages. London: Centre
for Information on Language Teaching and Research.

Harris, D. E., and ]. E Carr. 1996. How to Use Standards in the Classroom. Alexandria, VA: Association
for Supervision and Curriculum Development.

Higgs, T. V. (ed.). 1984. Teaching for Proficiency: The Organizing Principle. Skokie, IL: National
Textbook Company.

Hood, S., and A. Burns. 1994. The competency-based curriculum in action: investigating course
design practices. Prospect 9(2): 76-89.

Hoogveld, A. 2003. The teacher as designer of competency-based education. PhD dissertation, Open
University of the Netherlands.

[ngram, D. E. 1982. Designing a language program. RELC Journal 13(2): 64-86.

Kantarcioglu, E. and S. Papageorgiou. 2012. The Common European Framework of Reference. In
Coombe et al. (eds.), 82-8.

Katz, A. M., and M. A. Snow 2009. Standards and second language teacher education. In A. Burns
and J. C. Richards (eds.), The Cambridge Guide to Second Language Teacher Education.
Cambridge: Cambridge University Press. 66-76.



172 Current approaches and methods

Kennedysanfernandocas.net. http://kennedysanfernandocas.net/documents/cbe_course_outlines/
esl/50-01-92.pdf; accessed January 1, 2013.

Leung, C. 2012. Outcomes-based language teaching. In A. Burns and J. C. Richards (eds.), The
Cambridge Guide to Pedagogy and Practice in Language Teaching. New York: Cambridge
University Press. 161-79.

McKay, P. 2000. On ESL standards for school-age learners. Language Testing 17(2): 185-214.

Mendenhall, R. 2012. What is Competency-Based Education [blog post]. Huffington Post. http://
www.huffingtonpost.com/dr-robert-mendenhall/competency-based-learning- b_1855374.
html; accessed January 6, 2013.

Moore, H. 1996. Why has competency-based training become the “solution”? Prospect 11(2): 28-46.

Mrowicki, L. 1986. Project Work English Competency-Based Curriculum. Portland, OR: Northwest
Educational Cooperative.

Nitko, A. ]. 1983. Educational Tests and Measurement. New York: Harcourt Brace Jovanovich.

Northrup, N. 1977. The Adult Performance Level Study. Austin: University of Texas Press.

Ohanian, S. 1999. One Size Fits Few: The Folly of Educational Standards. Portsmouth, NH:
Heinemann.

Rubin, J. 1975. What the good language learner can teach us. TESOL Quarterly 9: 41-51.

Rylatt, A., and K. Lohan. 1997. Creating Training Miracles. Sydney: Prentice Hall.

Schenck, E. A. 1978. A Guide to Identifying High School Graduation Competencies. Portland, OR:
Northwest Regional Educational Laboratory.

Short, D. 1997. Revising the ESL standards. TESOL Matters (February-March): 1-6.

Snow, M. A. (ed.). 2000. Implementing the ESL Standards for Pre-K—12 Students through Teacher
Education. Alexandria, VA: Teachers of English to Speakers of Other Languages.

Snow, M. A., M. Omar, and A. M. Katz. 2004. The development of EFL standards in Egypt: col-
laboration between native and non-native professionals. In L. Kamhi-Stein (ed.), Learning and
Teaching from Experience: Perspectives on Non-Native English-Speaking Professionals. Ann
Arbor: University of Michigan Press. 307-23.

TESOL. 1997. ESL Standards for PreK-12 Students. Washington, DC: TESOL International
Association.

TESOL. 2002. Standards for P-12 ESL Teacher Education Programs. Alexandria, VA: TESOL
International Association.

TESOL. 2006. The PreK-12 English Language Proficiency Standards Framework. Alexandria, VA:
TESOL International Association.

Tolletson, J. 1986. Functional competencies in the US refugee program: theoretical and practical
problems. TESOL Quarterly 20(4): 649-64.

Wiggins G., and ]J. McTighe. 2006. Understanding by Design: A Framework for Effecting Curricular
Development and Assessment. Alexandria, VA: Association for Supervision and Curriculum
Development.

Wong, R. M. H. 2008. Competency-based English teaching and learning: investigating pre-service
teachers of Chinese’s learning experience. Porta Linguaram 9: 179-98.



8 CBLT, standards, and the CEFR 173

Appendix: A competency-based lesson

LESSON F Another view

K] Life-skills reading

(}l. Appointment Confirmation

Here is your appointment information.

Patient: J. D. Avona

Medical record number: _ 2299999

Date: Monday, October 23

Time: 910 am.
Doctor: William Goldman, MD

Address: __Lve Care Clinic
2025 Morse Avenue

A Read the questions. Look at the appointment confirmation card.
Fill in the answer.

1. What is the doctor’s last name? 3. What is the address?
@ Avona @ Monday
Goldman MD
© Morse © 2025 Morse Avenue
@ William @ 2025 Morris Avenue
2. What is the appointment for? 4. What do you do to reschedule?
@ ears @) call J. D. Avona
eyes call (973) 565-5645
© nose © call (973) 555-5210
@ throat @ go to the Eye Care Clinic

B Talk with your classmates. Ask and answer the questions.

1. Do you have a doctor?
2. Do you get appointment cards?

3. What information is on your appointment cards?

54 UNIT 4
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Introduction

Task-Based Language Teaching (TBLT) refers to the use of tasks as the core unit of planning
and instruction in language teaching. It has been defined as “an approach to language edu-
cation in which students are given functional tasks that invite them to focus primarily on
meaning exchange and to use language for real-world, non-linguistic purposes” (Van den
Branden 2006). Some of its proponents (e.g., Willis 1996; Willis and Willis 2007) present it
as a logical development of Communicative Language Teaching (Chapter 5) since it draws
on several principles that formed part of the CLT movement from the 1980s. For example:

e Activities that involve real communication are essential for language learning.
e Activities in which language is used for carrying out meaningful tasks promote learning.
e Language that is meaningful to the learner supports the learning process.

TBLT is usually characterized as an approach, rather than a method. According to Leaver
and Willis (2004: 3), “TBI [task-based instruction] is not monolithic; it does not consti-
tute one single methodology. It is a multifaced approach, which can be used creatively
with different syllabus types and for different purposes” Thus, it can be linked with other
approaches and methods, such as content-based and text-based teaching (Leaver and Willis
2004). Proponents of TBLT contrast it with earlier grammar-focused approaches to teach-
ing, such as Audiolingualism, that they characterize as “teacher-dominated, form-oriented
classroom practice” (Van den Branden 2006).

A key distinction can be made between curricula/syllabuses that formulate lower-
level goals in terms of linguistic content (i.e. elements of the linguistic system to
be acquired) and curricula/syllabuses that formulate lower-level goals in terms of
language use (i.e. the specific kinds of things that people will be able to do with the
target language). Task-based curricula/syllabuses belong to the second category: they
formulate operational language learning goals not so much in terms of which particular
words or grammar rules the learners will need to acquire, but rather in terms of the
purposes for which people are learning a language, i.e. the tasks that earners will need
to be able to perform.

(Van den Branden 2006: 3)

174
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While in practice, some proponents of TBLT may implement the approach only
partially and combine it with more traditional classroom activities, advocates of TBLT often
seek to contrast it with the Present-Practice-Production (PPP) strategy found in the situ-
ational approach (see Chapter 3), as seen in the following comparison:

e Unlike a PPP approach, the students are free of language control. In all three
stages they must use all their language resources rather than just practicing one
pre-selected item.

e A natural context is developed from the students’ experiences with the language
that is personalized and relevant to them. With PPP it is necessary to create con-
texts in which to present the language, and sometimes they can be very unnatural.

e The students will have a much more varied exposure to language with TBL [task-
based learning]. They will be exposed to a whole range of lexical phrases, colloca-
tions and patterns as well as language forms.

e The language explored arises from the students’ needs. This need dictates what
will be covered in the lesson rather than a decision made by the teacher or the
coursebook.

e |t is a strong communicative approach where students spend a lot of time com-
municating. PPP lessons seem very teacher-centered by comparison. Just watch
how much time the students spend communicating during a task-based lesson.

e |t is enjoyable and motivating.

(Frost 2004)

Two early applications of a task-based approach within a communicative framework
for language teaching were the Malaysian Communicational Syllabus (1975) (see Chapter 5)
and the Bangalore Project (Beretta and Davies 1985; Prabhu 1987; Beretta 1990), both of
which were relatively short-lived. The focus on tasks as units of teaching and learning
derives from the field of second language acquisition (SLA) (e.g., Long and Crookes 1993;
Ellis 2003; Van den Branden, Bygate, and Norris 2009). An interest in tasks as potential
building blocks of second language instruction emerged when researchers turned to tasks
in the mid-1980s as a research tool to explore SLA. “In SLA research, tasks have been widely
used as vehicles to elicit language production, interaction, negotiation of meaning, process-
ing of input and focus on form, all of which are believed to foster second language acquisi-
tion” (Van den Branden 2006: 3). SLA research has focused on the strategies and cognitive
processes employed by second language learners. This research suggested a reassessment
of the role of formal grammar instruction in language teaching. There is no evidence, it
is argued, that the types of grammar-focused teaching activities used in many language
classrooms reflect the cognitive learning processes employed in naturalistic language
learning situations outside the classroom. Engaging learners in task work provides a better
context for the activation of learning processes than form-focused activities, and hence
ultimately provides better opportunities for language learning to take place. Language
learning is believed to depend on immersing students not merely in comprehensible
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input but in tasks that require them to negotiate meaning and engage in naturalistic and
meaningful communication. As with other innovations in language teaching, advocates of
TBLT assume on faith that it will be more effective than the methods it replaces. In their
book of case studies of TBLT, Edwards and Willis (2005: 5) compare it with the PPP meth-
odology and comment:

And although PPP lessons are often supplemented with skills lessons, most students
taught mainly through conventional approaches such as PPP leave school unable to
communicate effectively in English. This situation has prompted many ELT profession-
als to take note of the findings from second language acquisition (SLA) research stud-
ies [see Chapter 1] and to turn towards holistic approaches where meaning is central
and where opportunities for language use abound. Task-based learning is one such
approach and many of the writers in this book have moved from PPP to TBL.

The key assumptions of task-based instruction are summarized by Feez (1998: 17) as

follows:

e The focus is on process rather than product.

e Basic elements are purposeful activities and tasks that emphasize communication
and meaning.

e Learners learn language by interacting communicatively and purposefully while
engaged in the activities and tasks.

e Activities and tasks can be either: those that learners might need to achieve in real
life; those that have a pedagogical purpose specific to the classroom.

e Activities and tasks of a task-based syllabus are sequenced according to difficulty.

e The difficulty of a task depends on a range of factors including the previous experi-
ence of the learner, the complexity of the task, the language required to undertake
the task, and the degree of support available.

Richards (forthcoming) also explains the interest in TBLT:

Because of its links to Communicative Language Teaching methodology and support
from some prominent SLA theorists, TBLT has gained considerable attention within
applied linguistics. In recent years it has moved beyond research and small-scale
settings and seen a number of applications in mainstream education, particularly in
the Benelux countries (Van den Branden 2006). It has also been recommended as a
component of the reform of language teaching in China (Wang and Lam 2009). Its
success is cited in many different contexts. For example Shehadeh (2005: 14) reports:
“American Government Language Institutions found that with task-based instruction
and authentic materials, learners made far more rapid progress and were able to use
their new foreign language in real-world circumstances with a reasonable level of
efficiency after quite short courses. They were able to operate an effective meaning
system, i.e. to express what they wanted to say, even though their grammar and lexis
were often far from perfect.”
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Richards then cites another study (Leaver and Kaplan, 2004: 61) in which the benefits of
TBLT were reported after US State Department programs shifted to a task-based approach:

e Greater motivation

e Opportunity for repetition without boredom

o Greater curricular flexibility

e Promotion of learning how to learn

e An opportunity for natural error correction

e Promotion of risk taking

e Higher proficiency results

e Increased student satisfaction, and better progam evaluation results.

Perhaps TBLT is the long-awaited elixir of language teaching! TTowever, Leaver reports
that it is not clear whether the positive results were entirely attributable to TBLT since the
programs also used a content-based approach.

TBLT proposes the notion of “task” as a central unit of planning and teaching; hence,
the concept of task needs to be clearly articulated in order to understand the nature of
TBLT. Although definitions of task vary in TBLT, there is a commonsense understanding
that a task is an activity or goal that is carried out using language, such as finding a solution
to a puzzle, reading a map and giving directions, making a telephone call, writing a letter,
or reading a set of instructions and assembling a toy. Nunan (1989: 10) offers this definition:

The communicative task [is] a piece of classroom work which involves learners in
comprehending, manipulating, producing or interacting in the target language while
their attention is principally focused on meaning rather than form. The task should also
have a sense of completeness, being able to stand alone as a communicative act in
its own right.

Van den Branden offers a simpler definition (2006: 4):

A task is an activity in which a person engages in order to attain an objective, and
which necessitates the use of language.

Edwards and Willis (2005: 3) offer a much fuller explanation of tasks:

e Incarrying out a task the learners’ principal focus is on exchanging and understand-
ing meanings, rather than on practice of form or prespecified forms or patterns.

e There is some kind of purpose or goal set for the task, so that learners know what
they are expected to achieve by the end of the task, for example, to write a list of
differences, to complete a route map or a picture, to report a solution to a problem,
to vote on the best decorated student room or the most interesting/memorable
personal anecdote.

e The outcome of the completed task can be shared in some way with others.

e Tasks can involve any or all four skills: listening, speaking, reading and writing.
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e The use of tasks does not preclude language-focused study at some points in a
TBL [task-based learning] lesson, though a focus on specific grammar rules or pat-
terns will not generally come before the task itself, as this could well detract from
the real communicative purpose of the subsequent interaction.

Yet despite these several attempts to pin down a definition of language learning tasks, Cook
(2003) feels it necessary to observe: “the way Task has been defined in the last 20 years has
been a journey of contradictions in spelling out what Task is NOT, so that the resultant defi-
nition is that Task has become what it has replaced, which are exercises”

Although tasks are central to TBLT, the use of tasks as a unit in curriculum plan-
ning has a much older history in education. Tasks first appeared in the vocational training
practices of the 1950s. Task focus here first derived from training design concerns of the
military regarding new military technologies and occupational specialties of the period.
Task analysis initially focused on solo psychomotor tasks for which little communication
or collaboration was involved. In task analysis, on-the-job, largely manual tasks were trans-
lated into training tasks. The process is outlined by Smith (1971: 584):

The operational system is analyzed from the human factors point of view, and a mission
profile or flow chart is prepared to provide a basis for developing the task inventory.
The task inventory (an outline of the major duties in the job and the more specific job
tasks associated with each duty) is prepared, using appropriate methods of job analy-
sis. Decisions are made regarding tasks to be taught and the level of proficiency to be
attained by the students. A detailed task description is prepared for those tasks to be
taught. Each task is broken down into the specific acts required for its performance.
The specific acts, or task elements, are reviewed to identify the knowledge and skill
components involved in task performance. Finally, a hierarchy of objectives is organized.

A similar process is at the heart of the curriculum approach known as Competency-Based
Language Teaching (see Chapter 8). CBLT training identified several key areas of concern.

-

Analysis of real-world task-use situations

2. The translation of these into teaching tasks descriptions

3. The detailed design of instructional tasks

4. The sequencing of instructional tasks in classroom training/teaching.

These same issues remain central in current discussions of TBLT. Although studies of the
kind above have focused on the nature of occupational tasks, academic tasks have also
been the focus of considerable attention in general education since the early 1970s. Doyle
noted that in elementary education, “the academic task is the mechanism through which
the curriculum is enacted for students” (1983: 161). Academic tasks are defined as having
four important dimensions:

1. The products students are asked to produce
2. The operations they are required to use in order to produce these products
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3. The cognitive operations required and the resources available
4. The accountability system involved.

These early definitions of tasks and the questions (and proposed answers) relating to their
successful classroom implementation as well as the training required to facilitate such
implementation mirror similar discussions still taking place today in relation to TBLT. In
this chapter, we will outline the principles underlying TBLT and provide examples of the
practices that derive from them.

Approach
Theory of language

TBLT is motivated primarily by a theory of learning rather than a theory of language.
However, several assumptions about the nature of language can be said to underlie current

approaches to TBLT. These are:

e Language is primarily a means of making meaning. TBLT emphasizes the central role
of meaning in language use. Skehan notes that in task-based instruction, “meaning is
primary ... the assessment of the task is in terms of outcome” and that task-based
instruction is not “concerned with language display” (1998: 98).

o Language is a means of achieving real-world goals. TBLT emphasizes that developing
language proficiency is not an end in itself but a means to an end, and that language
teaching courses must center on the learners’ communicative needs and prepare them
for relevant domains and situations of language use (Van Avermaet and Gysen 2006).

o Lexical units are central in language used and language learning. In recent years, vocabu-
lary has been considered to play a more central role in second language learning than
was traditionally assumed. Vocabulary is here used to include the consideration of lexi-
cal phrases, sentence stems, prefabricated routines, and collocations, and not only words
as significant units of linguistic lexical analysis and language pedagogy. To carry out
communicative tasks, a large vocabulary may be needed; therefore, TBLT and strategies
for learning vocabulary are often seen as complementary, and many task-based propos-
als incorporate this perspective. Skehan, for example (1996b: 21-22), comments:

Although much of language teaching has operated under the assumption that lan-
guage is essentially structural, with vocabulary elements slotting in to fill structural
patterns, many linguists and psycholinguists have argued that native language speech
processing is very frequently lexical in nature. This means that speech process-
ing is based on the production and reception of whole phrase units larger than the
word (although analyzable by linguists into words) which do not require any internal
processing when they are “reeled off” ... Fluency concerns the learner's capacity to
produce language in real time without undue pausing for hesitation. It is likely to rely
upon more lexicalized modes of communication, as the pressures of real-time speech
production are met only by avoiding excessive rule-based computation.
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Thus Ellis (2003) recommends that TBLT courses start with a heavy vocabulary input. As
summarized by Leaver and Willis (2004):

Ellis (2003) argues strongly that syllabuses should begin with a communicative
task-based module with an emphasis on rapid vocabulary gain, and then later, at an
intermediate level, incorporate a code-based module. By this time learners will already
have acquired a rich vocabulary along with many basic structures and patterns.

e Spoken interaction is the central focus of language and the keystone of language acquisi-
tion. Speaking and trying to communicate with others through the spoken language
drawing on the learner’s available linguistic and communicative resources is considered
the basis for second language acquisition in TBLT; hence, many of the tasks that are pro-
posed within TBLT involve conversation or dialogic interaction based on a text or task.

e lLanguage use involves integration of skills. TBLT assumes a holistic view of language —
one where language use draws on different skills being used together. Tasks in TBLT
hence typically require students to use two or more skills at the same time, thus better
reflecting real-world uses of language.

Theory of learning

TBLT shares the general assumptions about the nature of language learning underlying
Communicative Language Teaching; however, it draws more centrally on SLA theory, and
many of its proponents describe it from a cognitive perspective (see Chapter 2):

e Language learning is determined by learner internal, rather than external, factors.
Learning is promoted by activating internal acquisition processes. Learning is not the mir-
ror image of teaching but is determined by internal mental processes. Hence, meaning
needs to be constructed by the learner, and the creative-construction theory of learning
(Chapter 2) may be said to apply. Skehan (1996a: 18) comments:

The contemporary view of language development is that learning is constrained by
internal processes. Learners do not simply acquire the language to which they are
exposed, however carefully that the exposure may be orchestrated by the teacher. It
is not simply a matter of converting input into output.

The goal of teaching is to activate these processes.

e Language learning is an organic process. Language learning develops gradually and learn-
ers pass through several stages as they restructure their language system over time. This
principle reflects SLA research and the notion of a learner’s developing “interlanguage™
a language system in its own right and not simply a malformed version of the native
speaker’s linguistic system.

e A focus on form can facilitate language learning. TBLT does not preclude drawing learn-
ers attention to form; however, grammar is not taught as an isolated feature of language
but as it arises from, its role in meaningful communication. This can be done through
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activities that involve “noticing” or “consciousness-raising” while maintaining emphasis
on meaning. Such activities draw learners attention to forms they might otherwise not
have noticed in the input or their output.

Negotiation of meaning provides learners with opportunities for provision of compre-
hensible input and modified output. This draws on an interactional view of learning
(see Chapter 2) that sees language development as resulting from attempts to create
meaning through dialogic interaction. In the process the learner receives different
forms of feedback such as confirmation checks, comprehension checks, clarifica-
tion requests, repetition requests, and repetition that support learning and language
development. As learners engage in communication, their output is “stretched” and
they acquire new linguistic resources. Comprehensible input as well as output are
needed for learning.

Tasks provide opportunities for learners to “notice the gap.” TBLT also draws on two
principles that have had an important impact on SLA theories — the “noticing hypoth-
esis” and “noticing the gap.” Schmidt (1990) proposed that for learners to acquire new
forms from input (language they hear), it is necessary for them to notice such forms in
the input (the noticing hypothesis). Consciousness of features of the input can serve as
a trigger which activates the first stage in the process of incorporating new linguistic
features into the learner’s language competence. In his own study of his acquisition of
Portuguese (Schmidt and Frota 1986), Schmidt found that there was a close connection
between noticing features of the input and their later emergence in his own speech.
Swain suggested (2000) that when learners have to make efforts to ensure that their
messages are communicated (pushed output), this puts them in a better position to
notice the gap between their productions and those of proficient speakers, thus foster-
ing second language development. This is the “notice the gap” hypothesis. Carefully
structured and managed output is essential if learners are to acquire new language.
Managed output here refers to tasks and activities that require the use of certain target-
language forms, that is, which “stretch” the learner’s language knowledge and that con-
sequently require a “restructuring” of that knowledge. Van Gorp and Bogaert (2006:

89) comment:

In task-based language education ... learners learn by confronting the gaps in
their linguistic repertoire while performing tasks and being interactionally sup-
ported ... In fact, for each individual pupil who is performing a task, the actual
“gap” will probably be different. This implies that each learner will run into dif-
ferent difficulties when dealing with the same task and, consequently, may learn
different things.

Interaction and communication through tasks provides opportunities for scaffolded learn-
ing. This refers to the sociocultural perspective on learning (see Chapter 2). The social
activities in which the learner participates support learning through a process in which
a knower guides and supports the learning of the other, providing a kind of scaffold.
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In order for the experienced knower to communicate with the learner, a process of
mediation occurs. Learning is a process of participation mediated through the guid-
ance of a more knowledgeable other. Through repeated participation in a variety of
joint activities, the novice gradually develops new knowledge and skills. The process of
mediation involved is often referred to as scaffolding (see Chapter 2 for more detail).
Initially, learners depend on others with more experience than themselves and gradually
take on more responsibility over time for their own learning in joint activity (Lave and
Wenger 1991; Lee 2008).

In the classroom, scaffolding is the process of interaction between two or more people
as they carry out a classroom task and where one person (e.g., the teacher or another
learner) has more advanced knowledge than the other (the learner). During the process,
discourse is jointly created through the process of assisted or mediated performance and
interaction proceeds as a kind of joint problem-solving between teacher and student.
For example, in a classroom setting the teacher assists the learners in completing learn-
ing activities by observing what they are capable of, and providing a series of guided
stages through the task. Wells (1999: 221) identifies three qualities for a learning event to
qualify as an example of scaffolding:

e Learners should be enabled to do something they could not do before the
event;

e |earners should be brought to a state of competence which enables them to
complete the task on their own;

e Be followed by evidence of learners having achieved a greater level of independent
competence as a result of the scaffolding experience.

Van Gorp and Bogaert (2006: 101-2) describe how this principle applies in TBLT:

The cognitive and interactional activity that the students develop at this stage is cru-
cial in terms of intended learning outcomes. After all, task-based language learning is
highly dependent on the basic premises of social-constructivism, stating that learners
acquire complex skills by actively tackling holistic tasks, calling for an integrated use
of the target skills, and by collaborating with peers and more knowledgeable partners
while doing so.

Task activity and achievement are motivational. Tasks are also said to improve learner
motivation and therefore promote learning. This is because they require the learners
to use authentic language, they have well-defined dimensions and closure, they are
varied in format and operation, they typically include physical activity, they involve
partnership and collaboration, they may call on the learner’s past experience, and they
tolerate and encourage a variety of communication styles. One teacher trainee, com-
menting on an experience involving listening tasks, noted that such tasks are “genuinely
authentic, easy to understand because of natural repetition; students are motivated to
listen because they have just done the same task and want to compare how they did it”
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(quoted in Willis 1996: 61-62). (Doubtless enthusiasts for other teaching methods could
cite similar “evidence” for their effectiveness.)

Van Gorp and Bogaert (2006: 82) similarly emphasize the importance of motivation in
selecting tasks:

Tasks will work best to the extent that they inspire the learner to work i.e. to invest
mental energy in task performance and to persist, even if the task is complex or dif-
ficult. The learner has to keep task performance going. The motivation to perform a
task should therefore preferably be learner-intrinsic, rather than the kind of “surrogate
motivation” provided by gimmicks, grades and superficial devices.

o Learning difficulty can be negotiated and fine-tuned for particular pedagogical purposes.
Another claim for tasks is that specific tasks can be designed to facilitate the use and
learning of particular aspects of language. Long and Crookes (1993: 43) claim that
tasks provide a vehicle for the presentation of appropriate target-language samples to
learners — input which they will inevitably reshape via application of general cogni-
tive processing capacities — and for the delivery of comprehension and production
opportunities of negotiable difficulty.

In more detailed support of this claim, Skehan suggests that in selecting or designing
tasks there is a trade-off between cognitive processing and focus on form. More difficult,
cognitively demanding tasks reduce the amount of attention the learner can give to the
formal features of messages, such as their grammatical form or choice of vocabulary
according to a specific register, and attention to these formal features is thought to be
necessary for accuracy and grammatical development. In other words if the task is too
difficult, fluency may develop at the expense of accuracy. He suggests that tasks can be
designed along a cline of difficulty so that learners can work on tasks that enable them
to develop both fluency and an awareness of language form (Skehan 1998: 97). He also
proposes that tasks can be used to “channel” learners toward particular aspects of lan-
guage: “Such channelled use might be toward some aspect of the discourse, or accuracy,
complexity, fluency in general, or even occasionally, the use of particular sets of struc-

tures in the language” (1998: 97-8).

Design
Objectives

Advocates of TBLT propose that it is suitable for designing courses at all levels from young
learners to adults, and published accounts of course designs for learners of different ages
are given in Van den Branden (2006). The objectives of courses for young learners, however,
may be very different from those for older learners. For older learners TBLT advocates the
use of needs analysis, such as questionnaries or interviews, to determine learner needs as
well as the domains and situations of language use a course should focus on. The course
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objectives will reflect these needs, whether they are related to academic needs, occupational
needs, or social needs.

Selection of tasks, according to Long and Crookes (1993), should be based on a careful
analysis of the real-world needs of learners. This will be discussed further below in relation
to a task-based syllabus. However, in the case of young learners identifiable needs may not
be present. As Cameron (2001: 30) observes:

Many children do not use the foreign language much outside the classroom, except
perhaps cn holiday, with tourists to their country, and when using computers. Beyond
these limited domains, their outside lives do not readily provide a needs-related syl-
labus for foreign language learning. Furthermore, their adult lives and possible needs
for the language are still too far away to give content to lesscns ... The best we can
do is aim for dynamic congruence: choosing activities and content that are appropri-
ate for the children’s age and socio-cultural experience, and language that will grow
with the children.

In this case the objectives will relate to a more general communicative competence. Tasks
that inform a TBLT syllabus are chosen on the basis of the extent to which they provide for
meaningful negotiation and interaction around content and activities that are motivating
and meaningful to young learners, such as information gap tasks, problem-solving tasks,
and games. In other words it will consist of “pedagogic tasks” rather than “real-world tasks”

(see below).

The syllabus

The syllabus in TBLT takes a very different form from a conventional language syllabus,
which typically specifies such things as language structures, functions, topics, themes,
macro-skills (listening, speaking, reading, writing). A TBLT syllabus, by comparison,
specifies the tasks that should be carried out by learners within a program. However, as
mentioned earlier, when TBLT is linked to other syllabus frameworks, such as content-
based (Chapter 6) or text-based (Chapter 10), a syllabus that links tasks to other types of
syllabuses is also used (see Leaver and Willis 2004). For example, in a content-based syl-
labus, a task-based approach may be used to deliver the content and impacts the type of
classroom activities selected.

Nunan (1989) suggests that a task-based syllabus can be developed with two types of
tasks:

1. Real-world tasks, which are designed to practice or rehearse those tasks that are found
to be important in a needs analysis and turn out to be important and useful in the real
world. This would be the case with courses for learners who have clearly identifiable
needs, as noted above.

2. Pedagogical tasks, which have a psycholinguistic basis in SLA theory and research but
do not necessarily reflect real-world tasks. This would be the case for learners who do

not have clearly identifiable needs, such as with young learners as noted above.
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Using the telephone would be an example of the former, and an information gap activity,
where speakers must communicate to share information that only one of the participants
has, would be an example of the latter. The nature of pedagogical tasks is explained in more
detail below.

Beglar and Hunt (2002) describe the process involved in developing classroom tasks
from a needs analysis of real-world tasks. The terms target task and task type, as used here,
refer to what Astika (below) has termed task type and subtask. More information on the
range of task types used in TBLT is given later in this chapter. The procedures involved are
as follows:

1. Conduct a needs analysis to obtain an inventory of target tasks.
2. Classify the target tasks into task types.

3. From the task types, derive pedagogical tasks.

4. Select and sequence the pedagogical tasks to form a task syllabus.

An example of this approach is Astika (2004: 8), which describes the use of a task-based
approach in developing a course for tour guides. Needs analysis made use of observation of
tour guides at work, interviews with guides, and interviews with experts and teachers of tour
guides. Two major tasks as well as related subtasks were identified from the needs analysis:

Tasks Subtasks

Taking tourists to the hotel for | 1. Meeting tourists at the airport
check in 2. Giving information on the way to the hotel
3. Helping tourists with registration

Taking tourists on a day tour 1. Meeting tourists at the hotel lobby

. Beginning the tour

. Describing the itinerary

. Describing objects on the way to the destination
. Describing religious objects

. Describing processes

. Taking tourists to restaurants

. Describing sites

]

I s R S

Functions and language needed to develop pedagogical tasks (i.e., classroom activities, such
as information gap activities or problem-solving tasks, that develop the skills needed to
perform the subtasks) were then identified and used as the basis for the design of materials
and classroom activities.

Types of learning and teaching activities

Classroom activities in TBLT seek to provide opportunities to learn language through
the process of engaging in task work.Van den Branden (2012: 133) describes how this is
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accomplished in a course that is developed from the processes described by Beglar and
Hunt and Astika above, that is, one which is derived from real-world tasks:

In a task-based approach, students are confronted with approximations and simula-
tions of the kinds of tasks that they are supposed to be able to perform outside the
classroom and learn about relevant forms of language while trying to understand
and produce the language that these communicative tasks involve. If students, for
instance, need to be able to comprehend official documents issued by the municipal
board, they will be invited to work with these kinds of documents in the language
course; if students need to develop the ability to write short reports of observations
they have made, they will be confronted with this kind of task in the classroom. In
other words, task-based syllabuses do not chop up language into small pieces, but
take holistic, functional tasks as the basic unit for the design of educational activity.

Thus, the documents students work with may be identical to those used in a class where
the approach is Competency-Based Language Teaching, but in the case of a task-based
approach, specific skills or language needed to understand the document would be focused
on only in the context of the task, as opposed to being treated separately using a skill-based
theory of language learning. In cases where learners do not have clearly identifiable needs
outside of the classroom, pedagogical tasks may be used as the basis for teaching. A number
of classifications of pedagogical tasks have been developed.

Willis (1996) proposes six task types: listing, ordering and sorting, comparing,
problem-solving, sharing personal experiences, creative tasks. Pica, Kanagy, and Falodun
(1993) classify tasks according to the type of interaction that occurs in task accomplish-
ment and give the following classification. Willis’s proposed task types as well as this list
by Pica et al. are attempts to provide inventories of pedagogical tasks:

1. Jigsaw tasks. These involve learners combining different pieces of information to form
a whole (e.g., three individuals or groups may have three different parts of a story and
have to piece the story together).

2. Information gap tasks. One student or group of students has one set of information and
another student or group has a complementary set of information. They must negotiate
and find out what the other party’s information is in order to complete an activity.

3. Problem-solving tasks. Students are given a problem and a set of information. They must
arrive at a solution to the problem. There is generally a single resolution of the problem.

4. Decision-making tasks. Students are given a problem for which there are a number of
possible outcomes, and they must choose one through negotiation and discussion.

5. Opinion exchange tasks. Learners engage in discussion and exchange of ideas. They do
not need to reach agreement.

Other characteristics of tasks, which apply to both real-life and pedagogical tasks, have also
been described, such as the following:

1. One-way or two-way: whether the task involves a one-way exchange of information or
a two-way exchange.
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2. Convergent or divergent: whether the students achieve a common goal or several dif-
ferent goals.

3. Collaborative or competitive: whether the students collaborate to carry out a task or
compete with each other on a task.

4. Single or multiple outcomes: whether there is a single outcome or many different pos-
sible outcomes.

5. Concrete or abstract language: whether the task involves the use of concrete language
or abstract language.

6. Simple or complex processing: whether the task requires relatively simple or complex
cognitive processing.

7. Simple or complex language: whether the linguistic demands of the task are relatively
simple or complex.

8. Reality-based or not reality-based: whether the task mirrors a real-world activity or is a
pedagogical activity not found in the real world.

Learner roles

A number of specific roles for learners are assumed in current proposals for TBLT. Some
of these overlap with the general roles assumed for learners in Communicative Language
Teaching, while others are created by the focus on task completion as a central focusing
activity. Primary roles that are implied by task work are:

o Group participant. Many tasks will be done in pairs or small groups. For students more
accustomed to whole-class and/or individual work, this may require some adaptation.

e Monitor. In TBLT, tasks are not employed for their own sake but as a means of facilitat-
ing learning or as a rehearsal for real-world tasks. Class activities have to be designed so
that students have the opportunity to notice how language is used in communication.
Learners themselves need to “attend” not only to the message in task work, but also to
the form in which such messages typically come packed. Therefore, a learner acts as a
“monitor;” paying attention to form during the activity.

o Risk-taker. Many tasks will require learners to create and interpret messages for which
they lack full linguistic resources and prior experience. In fact, this is said to be the point
of such tasks. Practice in restating, paraphrasing, using paralinguistic signals, such as
pitch, volume, or intonation (where appropriate), and so on, will often be needed. The
skills of guessing from linguistic and contextual clues, asking for clarification, and con-
sulting with other learners may also need to be developed.

Teacher roles

Van den Branden (2006) suggests the following roles for teachers in TBLT.

e Motivate the students to invest mental energy in task performance, and to support their
level of motivation through the various phases of a task-based activity.

e Efficiently organize the task-based activity, for instance by giving clear instructions and
preparing the students for task performance, guiding the formation of groups (for group
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work), making sure that students have all the material necessary for task completion or
are informed about the ways they can obtain these materials.

e Interactionally support the students while they are performing the task, and differentiate
between students (or students groups) while doing so.

Additional roles are also assumed for teachers in TBLT, including;

o Selector and sequence of tasks. A central role of the teacher is in selecting, adapting, and/
or creating the tasks themselves and then forming these into an instructional sequence
in keeping with learner needs, interests, and language skill level.

e Preparing learners for tasks. Most TBLT proponents suggest that learners should not go
into new tasks “cold” and that some sort of pre-task preparation or cuing is important.
Such activities might include topic introduction, clarifying task instructions, helping
students learn or recall useful words and phrases to facilitate task accomplishment, and
providing partial demonstration of task procedures. Such cuing may be inductive and
implicit or deductive and explicit.

e Consciousness-raising. In TBLT if learners are to acquire language through participating
in tasks, they need to attend to or notice critical features of the language they use and
hear. This is referred to as “Focus on Form.” TBLT proponents stress that this does not
mean doing a grammar lesson before students take on a task. It does mean employing
a variety of form-focusing techniques, including attention-focusing pre-task activities,
text exploration, guided exposure to parallel tasks, and use of highlighted material.

e Monitor. The teacher’s role is not merely to give learners tasks to carry out but to observe
and monitor their performance on tasks and make decisions as to whether intervention
is needed during or after a task according to task performance. Van den Branden (2012:
136) comments:

For instance, through recasting, the teacher can offer the students richer versions
of what they were trying to say, but are not able to put into (adequate or accurate)
words. Likewise through negotiation of meaning, teachers can help their learners
to unravel the meaning of new words and expressions. By asking clarification and
confirmation questions, or giving feedback, the teacher can “push” the students into
producing more complex output.

The role of instructional materials

Pedagogic materials

Instructional materials play an important role in TBLT because it is dependent on a suffi-
cient supply of appropriate classroom tasks, some of which may require considerable time,
ingenuity, and resources to develop. Materials that can be exploited for instruction in TBLT
are limited only by the imagination of the task designer. Many contemporary language
teaching texts cite a “task focus” or “task-based activities” among their credentials, though
most of the tasks that appear in such books are familiar classroom activities for teachers
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who employ collaborative or Cooperative Language Learning (Chapter 13), Communicative
Language Teaching, or small-group activities. Thus, many “task-based” materials may, in
fact, draw on the approach only occasionally, as opposed to adhering to the pure or more
comprehensive form of TBLT described in this chapter.

Realia

TBLT proponents favor the use of authentic tasks supported by authentic materials wher-
ever possible. Popular media obviously provide rich resources for such materials. For
example:

NEWSPAPERS

e Students examine a newspaper, determine its sections, and suggest three new sections
that might go in the newspaper.
e Students prepare a job-wanted ad using examples from the classified section.

e Students prepare their weekend entertainment plan using the entertainment section.

TELEVISION

e Students take notes during the weather report and prepare a map with weather symbols
showing likely weather for the predicted period.

e In watching an infomercial, students identify and list “hype” words and then try to con-
struct a parallel ad following the sequence of the hype words.

o After watching an episode of an unknown soap opera, students list the characters (with
known or made-up names) and their possible relationship to other characters in the
episode.

INTERNET

e Given a book title to be acquired, students conduct a comparative shopping analysis
of three internet booksellers, listing prices, mailing times, and shipping charges, and
choose a vendor, justifying their choice.

e Seeking to find an inexpensive hotel in Tokyo, students search with three different search
engines (e.g., Yahoo, Netscape, Snap), comparing search times and analyzing the first ten
hits to determine the most useful search engine for their purpose.

e Students initiate a “chat” in a chat room, indicating a current interest in their life and
developing an answer to the first three people to respond. They then start a diary with
these text-sets, ranking the responses.

Technology

TBLT takes a broad, or holistic, view of language development, with different skills
being integrated and needed for the completion of different learning activities. Computer-
assisted language learning (CALL) shares this integration of skills, and technology is
now increasingly being used for the creation and delivery of task-based teaching
(Thomas and Reinders 2010). Leaver and Willis (2004) describe its use in online learning
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communities that participate in different types of tasks and in the joint development of
web-based projects.

Procedure

Since tasks may take very different forms, a variety of different lesson formats are found
in TBLT. Edwards and Willis (2005) provide examples of teachers using tasks in many dif-
ferent ways. These include young learners in Hungary doing a “spot the difference” task;
learners in Korea listening to directions and drawing a route on a map; teenagers in Greece
designing a personality quiz to find out how brave people are; Japanese students in the UK
preparing for an oral examination and doing a problem-solving task; business students in
Switzerland doing a web-based project; advanced learners in Italy sharing stories about
storms; adult learners in Japan finding out about people’s families and friendships; a class
of university students describing embarrassing incidents.

Van Gorp and Bogaert (2006) describe the following sequence of activities in task-
based lessons:

1. Introducing the task. This phase of the lesson has three functions:
a) motivating learners to perform the task;
b) preparing the learners to perform the task by discussing pre-supposed or useful-
knowledge of the world;
c) organizing the performance phase by providing clear instructions on what the pur-
pose of the task is, and how it should or can be performed.
2. Supporting task performance. This involves:
a) interactional support in which the teacher mediates between task demands and the
learner’s current abilities;
b) supportive interventions focusing on clarifying meaning or guiding the choice of
language;
¢) combining focus on meaning with focus on form.
3. The post-task phase. This can involve:
a) reflection on the task and how it was accomplished;
b) focus on form.

Willis (1996: 56-7) describes a more detailed sequence of pre-task, while-task, and post-task
activities and divides this sequence into a pre-task focus, a focus on the task cycle, and a

language focus.

Pre-task
Introduction to topic and task

e Teacher helps students to understand the theme and objectives of the task, for
example, brainstorming ideas with the class, using pictures, mime, or personal
experience to introduce the topic.

e Students may do a pre-task, for example, topic-based odd-word-out games.
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Teacher may highlight useful words and phrases, but would not pre-teach new
structures.

Students can be given preparation time to think about how to do the task.

Students can hear a recording of a parallel task being done (so long as this does not
give away the solution to the problem).

If the task is based on a text, students read part of it.

The task cycle
Task

The task is done by students (in pairs or groups) and gives students a chance to use
whatever language they already have to express themselves and say whatever they
want to say. This may be in response to reading a text or hearing a recording.
Teacher walks round and monitors, encouraging in a supportive way everyone'’s
attempts at communication in the target language.

Teacher helps students to formulate what they want to say, but will not intervene to
correct errors of form.

The emphasis is on spontaneous, exploratory talk and confidence building, within the
privacy of the small group.

Success in achieving the goals of the task helps students’ motivation.

Planning

Planning prepares for the next stage, when students are asked to report briefly to the
whole class how they did the task and what the cutcome was.

Students draft and rehearse what they want to say or write.

Teacher goes round to advise students on language, suggesting phrases and helping
students to polish and correct their language.

If the reports are in writing, the teacher can encourage peer editing and use of
dictionaries.

The emphasis is on clarity, organization, and accuracy, as appropriate for a public
presentation.

Individual students often take this chance to ask guestions about specific language
items.

Report

Teacher asks some pairs to report briefly to the whole class so everyone can com-
pare findings, or begin a survey. (NB: There must be a purpose for others to listen.)
Sometimes only one or two groups report in full;, others comment and add extra
points. The class may take notes.

Teacher chairs, comments on the content of their reports, rephrases perhaps, but
gives no overt public correction.

Post-task listening

Students listen to a recording of fluent speakers doing the same task and compare
the ways in which they did the task themselves.
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The language focus

Analysis

e The teacher sets some language-focused tasks, based on the texts students have
read or on the transcripts of the recordings they have heard. Examples include the
following:
e Find words and phrases related to the title of the topic or text.
e Read the transcript, find words ending in s or s, and say what the s means.
e Find all the verbs in the simple past form. Say which refer to past time and which

do not.

e Underline and classify the questions in the transcript.

e The teacher starts students off, and then students continue, often in pairs.
The teacher goes round to help; students can ask individual questions.

e |n plenary, the teacher then reviews the analysis, possibly writing relevant language
up on the board in list form; students may make notes.

Practice
e The teacher conducts practice activities as needed, based on the language analysis
work already on the board, or using examples from the text or transcript.
e Practice activities can include:
e choral repetition of the phrases identified and classified
e memory challenge games based on partially erased examples or using lists
already on blackboard for progressive deletion
e sentence completion (set by one team for another) matching the past-tense verbs
(jumbled) with the subject or objects they had in the text;
e Kim's game [a memory game] (in teams) with nhew words and phrases dictionary
reference words from text or transcript

Stark (2005: 42-3) gives an example of a task-based activity used with business stu-
dents in Switzerland, which focuses on the history of production:

A task undertaken during the first semester involves verbally summarizing the history of
production. The task draws on a video about Henry Ford’s early mass production of cars.
One specific aim is to draw learners’ attention to form and the relationship between form
and function, encouraging them to try out new ways of expressing their meanings and to
notice the gap between their own interlanguage and the target language ... In addition to
introducing and reinforcing a limited amount of theme related vocabulary, the task draws
together students’ earlier work on summarizing, textual coherence and cohesion and
grammar (present perfect and simple past). The similarity between the first and second
tasks is deliberate: task repetition, provided it is carefully designed and managed, can
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help to free up attention for focus on form, thus leading to greater accuracy and com-
plexity in performance ... The stages of the task are:

e Students read texts drawn from an academic textbook on Management, covering
some elements of the history of production. This initial input includes work on lexis
and a cloze exercise concerning the use of the present perfect and simple past.

e Students watch the video on the history of production, taking notes on the various
stages and dates in the development of mass production. They are also free to use
other sources.

e Students work in pairs to produce a list of bullet points covering what they each
consider to be key developments in the history of manufacturing. Once they have
this list, they then work together on identifying a range of linking words to produce
coherent and cohesive text. In addition, they are asked to consider which tenses are
appropriate to cover the various stages they are going to explain.

e Students then rehearse the task with their current partner, focusing on form. After this,
for the final version | get them to focus more on communication. | try to show them
that creating interest and making sure your interlocutor is listening actively is just as
important as correct language.

e Students give their talk to another partner with focus on meaning and effective com-
munication. Since they are allowed to weave in their own knowledge, their talks will
be different, so they listen to compare versions, and they feed back to each other on
various aspects of their talks.

e Students write a summary of the History of Production, which | use for diagnostic
purposes to fine-tune further activities and give individual coaching where necessary.
The focus here shifts back to language and form, with students producing a polished
and condensed version of the History, incorporating new lexis, ensuring they have the
right tenses and that they use a range of linking words appropriately. These versions
are also read, for purposes of comparison, by other students who seem to like the
focus on language at this point.

An example of a task-based lesson plan is given in the appendix to this chapter.

Conclusion

Few would question the pedagogical value of employing tasks as a vehicle for promoting
communication and authentic language use in second language classrooms, and depend-
ing on one’s definition of a task, tasks have long been part of the mainstream repertoire of
language teaching techniques for teachers of many different methodological persuasions.
Task-Based Language Teaching, however, in its pure form, offers a different rationale for
the use of tasks as well as different criteria for the design and use of tasks. It is the depen-

dence on tasks as the primary source of pedagogical input in teaching and the absence
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of a systematic grammatical or other type of syllabus that characterize current versions
of TBLT, and that distinguish it from the use of tasks in Competency-Based Language
Teaching, another task-based approach but one that is not wedded to the theoretical
framework and assumptions of TBLT. And despite extensive studies of various aspects
of task definition and design, one prominent researcher comments: “We are really little
further forward in answering the question, “What kind of tasks are needed to promote
language acquisition?™ (Ellis 2003: 101).

TBLT is often described as making considerable demands on both teachers and learn-
ers, since TBLT courses have to be developed “bottom up” based on the teaching/learning
context. In TBLT learners too may also need orientation to new modes oflearning. Teachers
have to adopt new roles in the classroom, and this may require special training and ongoing
support. This means it is likely to appeal to teachers who have considerable experience and
professional training, as well as a high-level competence in English or the language they
teach. Since TBLT is teacher-led and situation-specific, it does not provide the basis for
commercial textbooks, which means teachers also have to take on the additional roles of
course designer and materials developer. The flexible way in which TBLT can be applied -
either as the sole basis for a course or in conjunction with other approaches — means that
its long-term impact may be hard to quantify. While it is unlikely to provide the basis for
national teaching programs or for use in contexts where teaching is linked to national or
international tests, it is likely to appeal to individual teachers who see it supported by SLA
theory and who see it as a way of creating learning that is driven by task-based interaction
rather than through the use of a language-based syllabus. In modified forms, TBLT may
appeal as a partial approach to those teachers who simultaneously use a more conventional
language-based syllabus.

Discussion questions

1. Take three activities that you have used in class or observed in a language class recently.
Now read the claims for tasks described on pages 181-2. To what extent do your tasks

reflect these features?

2. Explain the concepts of “pushed output” and “negotiation of meaning” to a colleague
and give an example of how tasks can encourage these.

3. You are planning a professional development workshop for colleagues in your depart-
ment on using TBLT. As you have read in this chapter, “for each individual pupil who
is performing a task, the actual ‘gap will probably be different. This implies that each
learner will run into different difficulties when dealing with the same task and, con-
sequently, may learn different things” (p. 181). How will you address this issue in your
workshop, in particular in terms of language lesson planning and assessment?

4. Ask a colleague to observe your class, or observe theirs. Using the three qualities pro-
vided by Wells on page 182, determine if scaffolding takes place during the class. How
long did each of the three steps take? Do you think there could have been a more efficient
way to teach the syllabus point? Would it also have been more effective?
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Many tasks require the learners’ main focus to be on meaning. However, TBLT does
see an important role for a focus on form. Read the quote by Van Gorp and Bogaert on
page 181. What strategies would you use as a teacher to encourage learners to “notice
the gap” between themselves and more proficient speakers while performing tasks?

. Skehan recommends using “channelling” of learners’ attention to particular aspects of

the language to make tasks easier or harder. In addition to a focus on form, what other
aspects of language might a teacher channel a learner’s attention to?

This chapter makes a distinction between pedagogical and real-world tasks. Give two
examples of each.

Pedagogical Real-world
1 1
2 2

. Read the description of the tasks and subtasks on page 185 for the tour guides course.

Then choose another profession. What do you think are the main tasks and subtasks
required? Create a chart similar to the one on page 18s.

Using a current textbook or your own teaching materials, give an example of each of
the five task types mentioned on page 186 of the chapter.

Supporting task performance (p. 187) is an important part of the classroom procedures
a teacher uses in TBLT. Refer to activities in a textbook or ones you use in class, and
give an example of how teachers could do each of the following:

a) Provide interactional support in which the teacher mediates between task demands
and the learner’s current abilities.

b) Offer supportive interventions focusing on clarifying meaning or guiding the
choice of language.

¢) Combine focus on meaning with focus on form.

TBLT, when not combined with more traditional approaches, places considerable
demands on teachers and, as mentioned in the conclusion, “is likely to appeal to teach-
ers who have considerable experience and professional training, as well as a high-level
competence in English or the language they teach” What might be some of the draw-
backs of using TBLT with less experienced teachers or those less proficient in the target

language?

On page 183, you read about task complexity and Skehan’s suggestions for varying this.
Work with a colleague who has experience in teaching students at the same level as you.
Select two tasks from a coursebook you both know and each grade the tasks in terms
of their complexity for your target students. Were your answers similar? How can you
determine task complexity?
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13. Read the following description of a task for intermediate level learners. Next, select
(where possible) which of the characteristics below (described on pp. 186-7) best
describe this task.

You are members of a medical team working with organ transplants. You have one
heart available but three patients who need one. A decision needs to be made right
now. Which of the following patients would you give the heart to? Discuss this with
the team. You must come to a unanimous agreement.

1. Male, 38 years old, married, father of three children. Heavy smoker. Despite
warnings in the past has not quit.

2. Male, 72 years old. Widowed. Healthy for his age. He is forgetful which may cause
a problem when taking his daily medications after the operation.

3. Female, 18 years old. Currently in prison for two years for having injured some-
one in a fight.

one-way or two-way

convergent or divergent

collaborative or competitive

concrete or abstract language

simple or complex processing

simple or complex language

reality-based or not reality-based
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Appendix: A task-based lesson plan

Review and Homework
1. Teacher greets class and conducts a quick review of the content dealt with in the
previous class.
2. Teacher checks homework orally with students.

Listening Tasks

3. Teacher elicits information from students (using realia, games, flashcards etc.),
aiming at the listening activity (in the textbook) that is to come.

4. Teacher sets a pretask (questions, gap-filling, exercise, tick the words you hear,
etc.) for the listening.

5. Tape is played a number of times as more challenging comprehension tasks are
presented to learners. Learners get both teacher and peer feedback (pair work)
during the process.

Dialogue Practice
6. Teacher reads aloud follow-up dialogue in the textbook (intended for pair work)
and drills it with students.
7. Learners are then asked to practice it in pairs.
8. Teacher walks around providing learners with feedback on pronunciation.

Speaking Task
9. Learners are given a handout with an oral information-gap task based on the
information dealt with so far, in which they have to talk to several peers and
gather information.
10. Teacher monitors learners’ work to help out and to try to minimize the use of
Portuguese.
1. Learners are called on to share some of the date collected with the rest of the class.

Grammar Focus
12. Teacher explains some of the grammar in the unit and asks them to do a written
exercise (in the textbook) on that, either individually or in pairs.
13. Teacher corrects exercise orally.

Reading and Writing Task

14. Teacher brainstorms following topic on the board, eliciting information from learners.

15. Teacher gives learners strips of paper with parts of an authentic reading excerpt
related to the topic of the book unit and asks them to, in groups, put the pieces
together.

16. Learners are then asked to devise comprehension guestions about the reading to
be assigned to other groups. Teacher monitors learners’ work to help out and to
try to minimize the use of Portuguese.

17. Groups get the questions devised by the other groups and answer them.
Questions are then returned to the groups that initially devised them for correction.

18. Teacher visits groups to check their corrections.

Homework Assignment
19. Teacher assigns a piece of writing related to the work done in class.
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Introduction
Text-Based Instruction (TBI) is an approach that is based on the following principles:

e Teaching explicitly about the structures and grammatical features of spoken and
written texts
e Linking spoken and written texts to the social and cultural contexts of their use
e Designing units of work which focus on developing skKills in relation to whole texts
e Providing students with guided practice as they develop language skills for mean-
ingful communication through whole texts.
(Feez 1998: v)

While developed originally in Australia through the work of educationalists and applied
linguists working in the area of literacy and drawing on the work of Halliday (1989),
Derewianka (1990), Christie (2002), and others, it has also been influential in developing
approaches to language teaching at all levels in countries such as New Zealand, Singapore,
and Canada, as well as in a number of European countries, such as Sweden. The Common
European Framework of Reference (Chapter 8) also specifies outcomes for what students
can do with texts. TBI shares many assumptions with a genre-based approach to course
design, often used in the development of courses in English for Academic Purposes
(Paltridge 2006). Unlike Task-Based Language Teaching (Chapter 9), which is motivated
by a creative-construction theory of second language learning, TBI, while compatible
with theories of learning, derives from a genre theory of the nature of language (see
below) and the role that texts play in social contexts. Communicative competence is seen
to involve the mastery of different types of texts, or genres. Text here is used in a special
sense to refer to structured sequences of language that are used in specific contexts in
specific ways. For example, in the course of a day a speaker of English may use spoken
English in many different ways including the following:

e Casual conversational exchange with a friend

e Conversational exchange with a stranger in an elevator

e Telephone call to arrange an appointment at a hair salon

e An account to friends of an unusual experience

e Discussion of a personal problem with a friend to seck advice.

Each of these uses of language can be regarded as a text in that it exists as a unified whole
with a beginning, middle, and end, it conforms to norms of organization and content, and

200
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it draws on appropriate grammar and vocabulary. Second language learning thus involves
being able to use different kinds of spoken and written texts in the specific contexts in
which they are used. According to this view learners in different contexts have to master
the use of the text-types occurring most frequently in these contexts. These contexts might
include studying in an English-medium university, studying in an English-medium pri-
mary or secondary school, working in a restaurant, working in an office, working in a store,
or socializing with neighbors in a housing complex.

Approach
Theory of language

A number of assumptions about the nature of language inform TBI.

Texts occur in relation to different genres of discourse

As mentioned earlier, the notion of genre also plays an important part in the theory of
language underlying TBI. The situations, contexts, purposes, audiences, and relationships
that are involved when we use language account for patterns and norms of language use
and result in different genres of discourse. Examples of genres are scientific writing, fiction,
conversation, news broadcasts, songs, poems, interviews, sports commentaries, letters.
Genre refers to spoken and written contexts for language use, in which our expectations
for the kinds of discourse that occur are shaped by our knowledge of the types of conven-
tions in place for that type of discourse, that is, genre conventions (Dean 2008). Within a
given genre, different types of texts may occur. For example, the genre of conversation may
include such text-types as small talk, anecdotes, jokes, personal recounts (or narratives).
Members of a culture or “discourse community” have a shared knowledge of the kinds of
texts that occur in different genres and of the features of different text-types. The Common
European Framework of Reference for Languages (CEFR; Council of Europe 2001) lists the
following examples of genres and text-types that learners may need to understand, produce,
or participate in:

Spoken discourse Written discourse

Public announcements and Books, fiction and non-fiction
instructions Magazines

Public speeches, lectures, Newspapers

presentations, sermons Instructions (e.g. cookbooks, etc.)
Rituals (ceremonies, formal Textbooks

religious services) Comic strips

Entertainment (drama, shows, Brochures, prospectuses
readings, songs) Leaflets

Sports commentaries (football, Advertising material

cricket, etc.) Public signs and notices

(Continued)



202 Current approaches and methods

Spoken discourse Written discourse

News broadcasts Supermarket, shop, market stall signs

Public debates and discussion Packaging and labelling on goods

Interpersonal dialogues and Tickets, etc.

conversations Forms and questionnaires

Telephone conversations Dictionaries (monolingual and bilingual), thesauri
Job interviews Business and professional letters, faxes

Personal letters

Essays and exercises

Memoranda, reports, and papers

Notes and messages, etc.

Database (news, literature, general information, etc.)

Language is a social process

This view was described by Halliday (1978: 1): “Language arises in the life of the individual
through an ongoing exchange of meanings with significant others” According to Feez
(Chapter 2), the implications of this view of language include, on the one hand, the fact that
texts are shaped by the social context in which they are used and, on the other hand, that
the social context is simultaneously shaped by people using language.

Texts have distinctive patterns of organization and distinctive linguistic features

Texts are constructed of words and sentences, but they function in communication as units.
They may consist of a single word, a sentence, or much longer constructions, and they
reflect recognizable and conventional patterns of organization. There have been a number
of classifications of text-types. The following text-types were originally proposed for genre-
based instruction in schools in Australia by the Sydney Group (Johns 2002):

e Recounts: Relate an event that happened in the past.

e Procedures: Outline a process, system or procedure.

Descriptions: Classify, describe, and give characteristics of a group of things.
Reports: Tell a story or report information to entertain or educate.
Explanations: Present instructions that explain how something should be done.

Expositions: Take a position and argue a case.

Others have amplified this list. For example, two different kinds of text-types are com-
monly used in describing past experiences: recounts and narratives (Eggins and Slade 1997;
Thornbury and Slade 2006).

The purpose of a recount is to list and describe past personal experiences by
retelling events in the order they happened. They have the purpose of either informing
the listener or entertaining him or her or both. There are two main types of recounts
(Thornbury and Slade 2006):

e Personal recounts usually retell an event the speaker was personally involved in (e.g., a
traffic accident).
e Factual recounts describe an incident the speaker is familiar with (e.g., a school fair).
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Each genre type has its own internal complexity. For example, recounts typically have three
parts:

e The sefting or orientation, providing background information concerning who, when
where and why
e Events described in a chronological order

o Concluding comments, usually expressing a personal opinion regarding the events
described.

Linguistic features include past tense, verbs, and adverbs. Personal recounts are common
in casual conversation and in email communication, blogs, etc. Narratives are similar to
recounts and share many of the linguistic features of recounts, except that rather than sim-
ply recounting events, they tell a story. Students will have come across many different forms
of narratives in their reading, and common to many of them is a structure that consists of:

e orientation (in which the setting is presented and the characters in the story are introduced);
o complication (that part in the story in which the character or characters experience some
kind of problem);

o resolution where a solution is found to the problem or complication.

Language use reflects the contexts in which it occurs

Another assumption of TBI is that language is shaped by the situations in which it is used
and the nature of the interactions in which it occurs. An important principle that derives
from this assumption is that spoken and written language have different functions and
use different grammatical resources. The teaching of spoken and written texts should be
informed by research on authentic language use, drawing on such traditions as discourse
and conversation analysis and corpus research. The availability of corpora presenting large
samples of spoken and written language in different genres enables proponents of TBI to
focus on the unique characteristics of spoken and written texts in ways that would not have
been possible in the past.

Theory of learning

Several assumptions about the nature of second language learning are used to support TBI.

Learning is facilitated by explicit knowledge of language

Explicit learning is conscious learning and results in knowledge that can be described and
explained, as compared with implicit learning which is learning that takes place without
conscious awareness and results in knowledge that the learner may not be able to verbalize or
explain. In teaching from the perspective of texts, students study the discourse and linguis-
tic features of texts and how texts reflect the contexts of their use. This information is pre-
sented directly, and students are expected to understand and learn organizational features
underlying the organization of different text-types. This view of learning contrasts with
implicit models of learning found in the Natural Approach (Chapter 14) and Community
Language Learning (Chapter 17).
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Learner roles

Learners learn in TBI both through the support and guidance of the teacher and through
the use of rules and patterns to creating texts related to their needs. They use teacher-
provided models to create texts of their own. They learn through a process of collaboration
and guidance until they reach a level where they can function independently without the
teacher’s support. Learners are also expected to develop skills that enable them to moni-
tor their own learning and to compare their own performance and those of others against

models.

Teacher roles

The teacher has a somewhat demanding role in TBI, since a text-based course is typically
not a pre-packed course but one developed by a teacher or group of teachers for a specific
group of learners. This will often involve:

o developing a syllabus based on learners’ needs;

o selecting suitable texts as the basis for the course;

e sequencing elements of the course;

e modeling processes of deconstructing and constructing appropriate texts;

o assessing students’ progress in understanding and mastering different text-types.

In addition the teacher is expected to have a sound knowledge of the nature of different
kinds of texts, and the ability to analyze texts and guide students’ awareness and mastery of
text conventions. The ability to scaffold learning is a key part of the teacher’s role.

The role of instructional materials

Materials play an important role in TBI since examples of authentic spoken and written
texts provide the basis for teaching and learning. Texts can be obtained from a variety
of sources: from the real world (i.e., texts from everyday life such as forms, documents,
reports), from the Internet, from the media (e.g., YouTube), or from students themselves,
that is, from their work, study, and other non-pedagogical contexts. However, teachers may
also prepare model texts (adapted from authentic texts) to highlight the discourse and lan-
guage features of particular text-types. Student-generated texts (either spoken or written)
are also used as a basis for assessing student learning. A text-based approach can also be
used as the basis for designing textbooks (see appendix to this chapter).

Procedure

Feez (1998: 28-31) gives the following description of procedures used in a text-based les-
son or series of lessons. Recall that texts may be spoken or written and differ according
to the discourse context in which they are used. Hence, these phases given by Feez would
be modified accordingly, depending on the type of text being presented. While TBI may
advocate going through all of these phases systematically in any one lesson, it is possible to
combine aspects of this procedure with other approaches.
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Joint construction activities include:

e Teacher questioning, discussing and editing whole class construction, then scribing
onto board or OHT

e Skeleton texts

Jigsaw and information gap activities

Small-group construction of tests

Dictogloss

Self-assessment and peer assessment activities

Phase 4 Independent construction of the text

In this stage:
e Students work independently with the text
e | earner performances are used for achievement assessment

Independent construction activities include:

e Listening tasks, e.g. comprehension activities in response to live or recorded material,
such as performing a task, sequencing pictures, numbering, ticking or underlining
material on a worksheet, answering questions

e Listening and speaking tasks, e.g. role plays, simulated or authentic dialogues

e Speaking tasks, e.g. spoken presentation to class, community organization, workplace

e Reading tasks, e.g. comprehension activities in response to written material such as
performing a task, sequencing pictures, numbering, ticking or underlining material cn
a worksheet, answering questions

e Writing tasks which demand that students draft and present whole texts

Phase 5 Linking to related texts

In this stage students investigate how what they have learned in this teaching/learning
cycle can be related to:

e Other texts in the same or similar context

e F[uture or past cycles of teaching and learning

Activities which link the text-type to related texts include:

e Comparing the use of the text-type across different fields

e Researching other text-types used in the same field

e Role playing what happens if the same text-type is used by people with different roles
and relationships

e (Comparing spoken and written modes of the same text-type

e Researching how a key language feature used in this text-type is used in other
text-types

Conclusion

As can be seen from the above summary, a text-based approach focuses especially on the
products of learning rather than the processes involved. Advocates of the approach argue
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that it “provides for the basis for coherent syllabus design drawing on tasks that are based
on understandings of how people actually communicate in a wide range of social situations.
It is an approach where teachers can incorporate many of the resources and activities they
already use within the broader framework of assisting learners to gain greater knowledge
of relevant texts” (Burns 2012: 146). Critics have pointed out that, when a TBI model is used
exclusively, an emphasis on individual creativity and personal expression is sometimes
missing from the TBI model, which is heavily wedded to a methodology based on the study
of model texts and the creation of texts based on models. Likewise, critics point out that
there is a danger that the approach becomes repetitive over time since the five-phase cycle
described above is applied to the teaching of all four skills.

Discussion questions

1. Explain to a colleague how the term text is used in TBL
2. How are the terms fext and genre related?

3. Which academic discourse communities are you a member of? Consider the types of
discourse used in both speech and writing in your given profession.

4. Look at the following isolated sentences. For each one:

e decide if it is probably spoken or written English;

e think about what language would come before and after it;
e give further relevant details of the context;

e state the communicative function;

e analyze the form.

1. She’s been here for years.

2. He must have forgotten about it.
3. Having a great time here in Bali.
4. T'll get you another one.

5. Look at the following pairs of sentences. For each pair:

e discuss the likely text-type each utterance is taken from;
e discuss the possible context of each;
e compare and contrast them in terms of function and form.

You must see the latest Tom Cruise movie.
You must have a visa to enter Australia.

I wish I had a car.

I wish I had known.

I'm having a good time in the States.

—

I'm working tonight.
PS. We're out of milk.

NV s oW
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e Conversations and short functional texts, e.g., making arrangements, thank-you notes
e Narratives and personal recounts, e.g., oral anecdotes, diary entries
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11 The Lexical Approach

Introduction

We have seen throughout this book that central to an approach or method in language
teaching is a view of the nature of language, and this shapes teaching goals, the type of sylla-
bus that is adopted, and the emphasis given in classroom teaching. The syllabuses that were
reflected in language courses in the first half of the twentieth century viewed vocabulary
(particularly single-word lexical items) and grammar as the building blocks of language.
Changed views of language that emerged with the concept of communicative competence
prompted a search for alternative syllabus conceptions (see Chapter 5). One type of syl-
labus and teaching proposal that appeared in the 1990s and that has been refined and
developed since that time was termed the Lexical Approach (Lewis 1993, 1997, 2000a; Boers
and Lindstromberg 2009). A lexical approach in language teaching refers to one derived
from the belief that the building blocks of language learning and communication are not
grammar, functions, notions, or some other unit of planning and teaching but lexis, that is,
words and particularly multi-word combinations. The Lexical Approach reflects a belief in
the centrality of the lexicon to language structure, second language learning, and language
use, and in particular to multi-word lexical units or “chunks” that are learned and used as
single items. While early discussions of the Lexical Approach (e.g., Lewis 1993) emphasized
the important role of vocabulary in general in language learning, subsequent discussion of
this approach has focused mainly on the role of multi-word units, or “chunks,” which is the
focus taken in this chapter. The role of vocabulary in language teaching per se is not central
to current formulations of the Lexical Approach but is dealt with extensively in the litera-
ture (e.g., Bogaards and Laufer-Dvorkin 2004; Schmitt 2008; Meara 2009; Nation 2013).

Schmitt (n.d.) comments, clarifying that chunks may consist of either collocations, a
term that refers to the regular occurrence together of words, or fixed phrases:

The Lexical Approach can be summarized in a few words: language consists not of
traditional grammar and vocabulary but often of multi-word prefabricated chunks. The
lexical approach is a way of analysing and teaching language based on the idea that
it is made up of lexical units rather than grammatical structures. The units are words
and chunks formed by collocations and fixed phrases.

An interest in the role of chunks in language learning goes back at least to Palmer (1925),
but their status in language theory has undergone reassessment, beginning with a classic
paper by Pawley and Syder (1983), by the development of corpus-based studies of language

]
N
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use (drawing on large-scale computer databases of authentic language use, e.g., O’Keefe,
McCarthy, and Carter 2007), as well as by research in psycholinguistics (e.g., Wray 2002).
Boers and Lindstromberg (2009: 23) observe:

The relevance of chunks for second and foreign language learners has meanwhile
stimulated dictionary makers to include more information about collocation in learners
dictionaries generally and to produce dictionaries of collocations in particular. Concrete
proposals for instructional methods targeting chunks have also been launched and
resource books for teachers are becoming available.

A lexical approach in language teaching thus seeks to develop proposals for syllabus design
and language teaching founded on a view of language in which multi-word units, or
chunks, play the central role.

Approach
Theory of language

The Lexical Approach reflects what we have termed a structural view of language (Chapter 2).
This views language as a system of structurally related elements for the coding of meaning.
Traditionally, the elements of the system included lexical items as well as grammati-
cal units. The Lexical Approach adds another level of “structure;” namely multi-word units.
Whereas Chomsky’s influential theory of language emphasized the capacity of speakers to cre-
ate and interpret sentences that are unique and have never been produced or heard previously,
in contrast, the lexical view holds that only a minority of spoken sentences are entirely novel
creations and that multi-word units functioning as “chunks” or memorized patterns form a
high proportion of the fluent stretches of speech heard in everyday conversation (Pawley and
Syder 1983; O'Keefe et al. 2007). The role of collocation is also important in lexically based
theories of language. For example, compare the following collocations of verbs with nouns:

do my hair / the cooking / the laundry / my work
make my bed / a promise / coffee / a meal

Many other multi-word units also occur frequently in language. For example:

binomials clean and tidy, back to front
trinomials cool, calm, and collected

idioms dead drunk, to run up a bill
similes as old as the hills

connectives finally, to conclude
social-routine formulae Nice to meet you.

discourse markers on the other hand

compounds fast forward

proverbs Too many cooks spoil the broth.

exclamations You must be kidding!
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Multi-word lexical units such as these are thought by some to play a central role in learn-
ing and in communication. Studies based on extensive language corpora have examined
patterns of phrase and clause sequences as they appear in samples of various kinds of texts,
including both written and spoken samples. For example, the Cambridge English Corpus
(formerly the Cambridge International Corpus; http://cambridge.org/corpus) is a corpus of
several billion words based on samples of written and spoken English from many different
sources. This and other corpora are important sources of information about collocations
and other multi-word units in English.

The Lexical Approach holds that chunks are a central feature of naturalistic language
use. From the perspective of language production, there are advantages in constructing
utterances from ready-made chunks rather than from single lexical items; the ability to call
on chunks is an important factor that contributes to fluent speech. O’Keefe et al. (2007: 63)
comment: “an over-emphasis in language teaching on single words out of context may leave
second language learners ill-prepared in both the processing of heavily chunked input such
as casual conversation, and of their own productive fluency.” However, this does not down-
play the importance of grammar in language use or in language teaching. Rather, the point
is that language ability requires not only the ability to produce language through syntactic
generation (via grammatical competence) but also the ability to use lexical chunks in appro-
priate situations. This is especially true if learners hope to gain the pragmatic fluency that
comes from knowing the right lexical phrase for the right functional situation. Ultimately,
language learners need mastery of both abilities to use language well.

Drawing on research on first language learning, chunks are also believed to play a role
in language acquisition. They constitute a significant proportion of the data which learners
use to develop their grammatical competence. As Lewis put it, language should be recog-
nized as grammaticalized lexis instead of lexicalized grammar (1993: iv). Chunks are hence
understood not only to be an important feature of language structure and language use but
also to play a key role in second language learning. Nattinger (1980: 341) commented:

Perhaps we should base our teaching on the assumption that, for a great deal of the
time anyway, language production consists of piecing together the ready-made units
appropriate for a particular situation and that comprehension relies on knowing which
of these patterns to predict in these situations. Our teaching, therefore, would center
on these patterns and the ways they can be pieced together, along with the ways they
vary and the situations in which they occur.

Theory of learning

Lewis (2000a: 184) proposed the following account of the learning theory assumed in his
initial proposal for a lexical approach:

e Encountering new learning items on several occasions is a necessary but sufficient con-
dition for learning to occur.
e Noticing lexical chunks or collocations is a necessary but not sufficient condition for
W hh ] s 3
input” to become “intake:
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A lexical approach was used in the COBUILD English Course (Willis and Willis 1989),
the rationale and design for which was described in The Lexical Syllabus (Willis 1990). This
was the first published coursebook to be built around a lexical rather than a conventional
grammatical syllabus (albeit a syllabus mainly consisting of single-word lexical items rather
than chunks). Willis notes that the COBUILD computer analyses of texts indicate that “the
700 most frequent words of English account for around 70% of all English text” This “fact”
led to the decision that “word frequency would determine the contents of our course. Level 1
would aim to cover the most frequent 700 words together with their common patterns
and uses” (Willis 1990: vi). In one respect, this work resembled the earlier frequency-based
analyses of vocabulary by West (1953) and others. The difference in the COBUILD course
was the attention to word patterns derived from the computer analysis. Willis stresses,
however, that “the lexical syllabus not only subsumes a structural syllabus, it also indicates
how the structures which make up a syllabus should be exemplified” since the computer
corpus reveals the commonest structural patterns in which words are used (1990: vi).
The Touchstone series (McCarthy, McCarten, and Sandiford 2005) is another example of a
coursebook series that incorporates a corpus-based lexical syllabus including both single-
word units and chunks. The lexical syllabus is based on the most common words and
phrases in the North American spoken segment of the Cambridge English Corpus.

Other proposals have been put forward as to how lexical material might be organ-
ized for instruction. Nation (1999) reviews criteria for classifying collocations and chunks
and suggests approaches to instructional sequencing and treatment for different types of
collocations. Nattinger and DeCarrico (1992: 185) propose using a functional schema for
organizing instruction:

Distinguishing lexical phrases as social interactions, necessary topics, and discourse
devices seems to us the most effective distinction for pedagogical purposes, but that
is not to say that a more effective way of grouping might not be found necessary in
the wake of further research.

Types of learning and teaching activities

Activities used with the Lexical Approach include awareness activities, training in text
chunking, as well as activities designed to enhance the remembering of chunks. Such
activities can be included in any course and not necessarily one based on the Lexical

Approach.

Awareness activities

These are activities that facilitate the noticing of chunks. An example is the use of corpora,
a resource that is particularly useful in revealing collocation restrictions. An example of
the kinds of displays that appear in text materials and in the concordancing displays from
which the printout materials derive is illustrated below. The difference between how the
vocabulary items “predict” and “forecast” are used and how they collocate is not easy to
explain. However, access to these items in context in the computer corpus allows students
(and their teachers) to see how these words actually behave in authentic texts.
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SOME CONTEXTS OF PREDICT

1. ... In copper binding. Our findings predict that the results will show ...
... the stratosphere. The present models predict that a warming of the winter polar ...
... after an analysis of the DNA, we are able to predict the complete amino ...

F I

... this survey data is then used to predict values on the vertical profile; ...
... the natural order hypothesis would predict an increase in frequency of use, ...

N

SOME CONTEXTS OF FORECAST

1. ... a second analysis. The center makes forecasts seven days ahead for all regions ...
... action whose success depends on a forecast being accurate. They might end ...

Lo

3. ... the difficulties of attempting to forecast Britain's economic performance ...
4 ... labor of its people. This gloomy forecast can be better explained if ...
... But three months earlier the detailed forecast published by the Treasury ...

\:J'I

Many different kinds of corpora are available and O'Keefe et al. (2007) give detailed
information on how teachers can create and use their own corpora, such as through the use
of free online corpus tools that show how language is used in real situations. Another appli-
cation of corpora that is relevant to the study of chunks is known as data-driven learning,
which O’Keefe et al. (2007: 24) describe as directive activities “where learners get hands-on
experience of using a corpus through guided tasks or through materials based on corpus
evidence ... an inductive approach [that] relies on an ability to see patterning in the target
language and to form generalisations about language form and use.” In other words, teach-
ers may ask students to do online corpus searches of the target item directly, or may provide
handouts showing the results of a search.

Training in text chunking
Chunking exercises seek to raise awareness of chunks and how they operate. Boers and
Lindstromberg (2009: 89) describe an activity as follows:

This involves asking students to highlight or underline word strings in an authentic text
that they consider to be multiword units (e.g., strong collocations). Their selections are
subsequently compared to those of peers or checked against the teacher’s selection.
Alternatively, dictionaries or online sources (e.g., concordance tools or search engines
such as Google) can be accessed to in order to verify the chunk status of selected
word strings.

Memory-enhancing activities
One type of memory-enhancing activity is what Boers and Lindstromberg (2009) have
termed elaboration. They give this account of elaboration (2009: 35).

This is an umbrella term for diverse mental operations, beyond mere noticing, that a
learner may perform with regard to the meaning and/or the form of words and phrases.
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Elaboration can, for instance, consist in thinking about a term’s spelling, pronuncia-
tion, grammatical category, meaning, and associations with other words as well as
thinking which involves the formation of visual and motoric images related to the
meaning of the term. The more of these dimensions that are involved, the more likely
it is that the term will be entrenched in long-term memory.

Retelling

After studying a text with a particular focus on the chunks that appear in it, students take
part in retelling activities, where they summarize or retell what they have read but attempt
to use the same chunks that appeared in the text.

Teacher roles

Teachers have several roles in the Lexical Approach. The teacher is assumed to be a lan-
guage analyst, capable of recognizing multi-word units in texts, able to assess which ones
are important enough to justify sustained attention in class, and able to use texts in such
a way as to exploit their potential for the learning of chunks. The teacher may be expected
to be familiar with the use of computer software and corpora and to use data-driven
learning activities as the basis for both deductive and inductive learning. Lewis (1993)
supports Krashen’s Natural Approach procedures (Chapter 14) and suggests that teacher
talk is a major source of learner input in demonstrating how lexical phrases are used for
different functional purposes. Willis (1990) proposes that teachers need to understand
and manage a classroom methodology based on stages composed of Task, Planning, and
Report, the task cycle recommended for Task-Based Language Teaching (Chapter 9). In
general terms, Willis views the teacher’s role as one of creating an environment in which
learners can operate effectively and then helping learners manage their own learning,
particularly in respect to lexicality. This requires that teachers “abandon the idea of the
teacher as ‘knower’ and concentrate instead on the idea of the learner as ‘discoverer™
(Willis 1990: 131).

Learner roles
Learners assume an active role in chunk-based approaches to learning. As language ana-
lysts they may be expected to work with computers to analyze text data previously col-
lected or made available “free-form” on the Internet. Here the learner assumes the role of
data analyst constructing his or her own linguistic generalizations based on examination
of large corpora of language samples taken from “real life” In such schemes, teachers have
a major responsibility for organizing the technological system and providing scaffolding
to help learners build autonomy in use of the system. The most popular computer-based
applications using corpora are built on the presentation of what are known as concordance
lines (see p. 221), where the target word, structure, or chunk appears in the middle of a line
of text, with the remaining text showing the context in which the item has been used. These
lines of text are generated by a computer program, or concordancer, explained in more
detail below. However, learners need training in how to use the concordancer effectively.



11 The Lexical Approach 223

Teaching assistance will be necessary to lead the learner, by example, through the different
stages of lexical analysis such as observation, classification, and generalization.

Learners are also encouraged to monitor their own learning of chunks and to review
chunks they have encountered - for example, through the use of a vocabulary notebook or
electronic journal - as a way of helping remember them.

The role of instructional materials

Materials and teaching resources to support lexical approaches in language teaching
include (a) coursebooks that include a focus on multi-word units in the syllabus, such as
the Touchstone series; (b) corpus-informed materials such as McCarthy and O’Dell (2004);
(c) corpora that can be accessed by teachers and students in which a corpus of texts can be
used with concordancing software to explore how words and multi-word units are used. As
described by Allan (2008: 23):

The learner inputs the target word or words into the software and all examples from
the corpus are returned, usually in a keyword in context (KWIC) format, with the target
word in the middle of the line. These lines can be sorted in a variety of ways that may
help to reveal patterns in meaning and usage ... Learners then interact with the con-
cordance and find answers to their questions about the target words by looking for
patterns in it, categorizing them and deriving their own hypotheses, rather than relying
on a teacher’s intuition or research.

An example of a useful corpus is the Bank of English, which forms part of the Collins
Corpus — a 650 million word corpus used in the preparation of the COBUILD dictionar-
ies. However, despite the pleas from advocates of a lexically based approach for a greater
use of corpus-based lexus in coursebooks, this appeal is influencing the design of certain
coursebooks, but not others. Burton (2012: 98) observes:

The reason why many course books do not currently make much reference to corpus
findings is simply that the students who buy the books — or perhaps more likely the
teachers, school administrators and policy makers who instruct students to buy the
books, or buy them on their behalf — do not demand it, and there is, therefore, no
motivation for publishers to innovate in this way. This remains true even though in
many ways the use of corpus data would perhaps be one of the simplest innovations
that could be envisaged course book production, as many findings do not necessitate
fundamentally new pedagogical approaches, but, simply, modified descriptions and
presentations of language — arguably closer to the “minimally evolutionary” rather than
“revolutionary” noted by Littlejohn (1992: 206). | have also seen little evidence to sug-
gest that corpus-based or corpus-informed coursebooks will emerge, despite a lack
of demand, in the way that corpus-based dictionaries did in the 1980s.

Some corpus-informed coursebooks (a modified approach, where the raw corpus-based
data is simplified to be accessible to students) have emerged, but as the process of doing
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extensive corpus searches and analyzing the data can be time consuming, it is unclear to
what extent the practice will extend beyond coursebooks intended for very large numbers
of students.

Procedure

Procedural sequences for lexically based language teaching reflect whether the focus is on
awareness raising or remembering multi-word units for later use, in other words, the clas-
sic distinction between reception and production. Boers and Lindstromberg (2009: 19),
drawing on Lewis (1997), summarize the current status of classroom procedures with the
Lexical Approach:

The LA [Lexical Approach] in its present form proposes classroom activities and exer-
cises that raise learners’ awareness of the importance of chunks. The central strat-
egy is pedagogical chunking; its essence is the encouragement of learners to notice
chunks. That is, students should first of all be alerted to lexical phrases encountered
in authentic texts and then encouraged to make records of these chunks in vocabu-
lary notebooks adapted to accommodate this kind of lexis. Lewis recognizes that the
quantity of lexical phrases that qualify as good targets for learning far exceeds what
can be acquired on a normal, non-intensive language course. His advice is to help
students develop strategies for the recognition and recording of chunks in samples
of L2 they encounter not just in the classroom, but outside it too. In more detail, his
recommendation is to expose students to substantial quantities of listening and read-
ing materials in the classroom, make them conscious of the chunks that occur in
these materials by helping them “chunk” texts “correctly,” that is, notice the authentic
chunks they contain.

With these activities the learner must take on the role of “discourse analyst,” with the discourse
being either packaged data (delivered by the teacher for lower-level learners) or data “found”
via one of the text search computer programs (in higher-level classes). Classroom procedures
typically involve the use of activities that draw students’ attention to lexical collocations (as
mentioned, one of the major categories of chunks) and seek to enhance their retention and use
of collocations. Woolard (2000) suggests that teachers should reexamine their coursebooks for
collocations, adding exercises that focus explicitly on lexical phrases. They should also develop
activities that enable learners to discover collocations themselves, both in the classroom and in
the language they encounter outside of the classroom. Woolard (2000: 35) comments:

The learning of collocations is one aspect of language development which is ideally
suited to independent language learning. In a very real sense, we can teach students
to teach themselves. Collocation is mostly a matter of noticing and recording, and
trained students should be able to explore texts for themselves. Not only should they
notice common collocations in the texts they meet, but more importantly, they should
select those collocations which are crucial to their particular needs.
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Hill (2000) suggests that classroom procedures involve (a) teaching individual collocations,
(b) making students aware of collocation, (c) extending what students already know by
adding knowledge of collocation restrictions to known vocabulary, and (d) storing colloca-
tions through encouraging students to keep a lexical notebook.

Little of the classroom practice Lewis (1997) proposes goes beyond variants of match-
ing and gap-filling exercises, however. Neither does he suggest ways of helping students
remember the chunks they have been exposed to. Nonetheless, in recent years extensive
research into the learning of vocabulary, mainly focusing on repeated exposure, has helped
teachers develop suitable activities for the learning of chunks.

Conclusion

The status of lexis in language teaching has been considerably enhanced by developments
in lexical and linguistic theory, by work in corpus analysis, and by recognition of the role
of multi-word units in language learning and communication. However, lexis still refers
to only one component of communicative competence. Lewis and others have coined the
term lexical approach to characterize their proposals for a lexis-based approach to language
teaching, and this chapter has examined what is meant by that term. However, such pro-
posals lack the full characterization of an approach or method as described in this book.
Since Lewis’s original proposal for a lexical approach and a lexically based syllabus as an
alternative to more traditional syllabus models, the concept has not been further developed
to show how linguistic competence could develop only through the grammaticalization of
lexus, as opposed to presenting a lexical approach as a valid, but single, component of a
broader language syllabus. Nor do activity types and teaching procedures advocated for use
with lexus lead further in this direction. Rather than a broadening of the scope of a lexical
approach since its conception, subsequent years have seen a narrowing of its application,
limiting it largely to techniques for developing an awareness of the nature of chunks. While
a focus on multi-word units or chunks is doubtless an important dimension of second
language learning and of communicative performance, little has been done to show how
such a focus can be used to develop either linguistic or communicative competence. Hence,
it remains to be convincingly demonstrated how a lexically based theory of language and
language learning can be applied at the levels of design and procedure in language teaching,
suggesting that it is still an idea in search of an approach and a methodology. Nevertheless,
the Lexical Approach, as described in this chapter, may be merged effectively with other
approaches, such as Communicative Language Teaching, and an understanding of how
chunks are learned has been facilitated by the advent of corpora.

Discussion questions
1. When teaching greetings, what would be some examples of “chunks” that would be helpful?
2. In the terminology of this chapter, explain why the following two sentences don't “work”:
Sorry I am late, I had to make my hair.
Your room is a mess, go and do your bed.
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3.

6.

Match the following terms with the examples. (Review other examples of these terms on
p. 216, as necessary.)

binomials Lovely to see you again.
trinomials tall as a mountain

idioms in summary,

similes For crying out loud!
connectives Blood is thicker than water.
social-routine formulae a piece of cake

discourse markers fast forward

compounds ready, willing and able
proverbs having said that,
exclamations cheap and cheerful

Using the above as examples, explain to a colleague the role of chunks in language use
and language acquisition.

Learning of chunks involves (a) noticing, (b) cognitive processing, and (c) exposure.
Give examples of how teachers can facilitate chunk learning at all these three levels.

Do you think the Lexical Approach can be useful when you are designing a syllabus?
A colleague says she read somewhere that the Lexical Approach is a “retrospective syl-
labus” Explain to her what this means. Do you agree?

During class you tell students to look up words using a concordancer and identify the
different ways and contexts in which they can be used. After class a student comes to
you and says he doesn’t see the point: it is time-consuming and it would better if you just
explained the vocabulary. How would you respond?

. The selection of the language in many textbooks is done based on the authors’ intuition.

Corpora can give more accurate information in terms of the frequency and distribution
of specific language, as used by native speakers. Let’s investigate the extent to which the
language in your textbook matches that used by L1 speakers. Take one lesson from a
textbook, preferably at intermediate level. Select a longer text from this lesson. Next you
will follow steps to analyze this language using several free, online corpus tools:

1) Copy and paste the text into the corpus tool, Vocabulary Profilers, part of the website
for Compleat Lexical Tutor, a search engine developed by the University of Quebec
(http://www.lextutor.ca/vp/eng/) to get insight into the distribution of the vocabu-
lary in the text. How many of the words are in the first 1,000, second 1,000 or aca-
demic word lists? Do you think this is reasonable for the target students?

2) Next, copy the same text into the frequency section of Compleat Lexical Tutor (http://
www.lextutor.ca/freq/). What is the distribution of the vocabulary in your text?

3) Next, identify three lexical phrases from the text and type these into the British
National Corpus website, a 100-million-word collection of samples of modern British
English, at http://www.natcorp.ox.ac.uk.
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4) Now also select one binomial, one simile, and one connective and do the same.

5) How are these words most commonly used in the corpus? Is this different to the
way the words are used in the textbook? If so, can you think of reasons why this
might be?

9. There is a close connection between lexis and grammar. Take a random unit from a
course you are familiar with and identify three new words introduced in that unit.

1) Copy every word in to one of the free corpora available online, mentioned earlier
(such as the British National Corpus at http://www.natcorp.ox.ac.uk). How are the
words most commonly used? For example, what prepositions do they take? Are they
normally used in present or past tense? Plural or singular? Which words commonly
precede or follow them?

2) Having identified the most common usages, can you identify any “chunks” of lan-
guage that it would be useful to present to students?
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12 Multiple Intelligences

Introduction

A feature of language learning classrooms is the diversity of learners who are often studying
in the same class. Diversity refers to the many ways in which learners may differ from one
another. They may differ in their motivations for learning English, their beliefs about how
best to learn a language, the kinds of strategies they favor, and their preference for differ-
ent kinds of teaching methods and classroom activities. Language teaching has often been
based on the assumption that “one size fits all,” and some of the teaching approaches and
methods described in this book reflect this view of learners. The learner’s role in learning
has been predetermined and planned in advance, and the learner’s role is to adapt him- or
herself to the method. Such is the case with methods such as the Silent Way (Chapter 16) and
Suggestopedia (Chapter 18). More recent approaches to language teaching seek to acknowl-
edge the differences learners bring to learning. Learners are viewed as possessing indi-
vidual learning styles, preferences, and strategies, and these influence how they approach
classroom learning and the kinds of learning activities they favor or learn most effectively
from. Pedagogy is hence assumed to be more successful when these learner differences are
acknowledged, analyzed for particular groups of learners, and accommodated in teaching.
In both general education and language teaching, a focus on individual differences has been
a recurring theme in the last 40 years or so, as seen in such movements or approaches as
individualized instruction, autonomous learning, learner training, and learner strategies
(see Chapter 19). The theory of Multiple Intelligences shares a number of commonalities
with these earlier proposals.

Multiple Intelligences (MI) refers to a learner-based philosophy that characterizes
human intelligence as having multiple dimensions that must be acknowledged and devel-
oped in education. Traditional intelligence or IQ (Intelligence Quotient) tests are based on a
test called the Stanford-Binet, founded on the idea that intelligence is a single, unchanged,
inborn capacity. However, traditional IQ tests, while still given to most schoolchildren, are
increasingly being challenged by the MI movement. MI is based on the work of Howard
Gardner of the Harvard Graduate School of Education (Gardner 1993). Gardner notes
that traditional IQ tests measure only logic and language, yet the brain has other equally
important types of intelligence. Gardner argues that all humans have these intelligences, but
people differ in the strengths and combinations of intelligences. He believes that all of them
can be enhanced through training and practice. M1 thus belongs to a group of instructional
perspectives that focus on differences between learners and the need to recognize learner
differences in teaching.

230
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Gardner (1993) proposed a view of natural human talents that is labeled the “Multiple
Intelligences Model” This model is one of a variety of learning style models that have been
proposed in general education and have subsequently been applied to language teaching
(see, e.g., Christison 1998; Palmberg 2011). (Gardner himself was not convinced that his
theory had any application to language teaching — Gardner 2006.) Gardner claims that
his view of intelligence(s) is culture-free and avoids the conceptual narrowness usually
associated with traditional models of intelligence (e.g., the Intelligent Quotient [IQ] test-
ing model). Gardner originally posited eight native “intelligences,” which are described as
follows:

1. Linguistic: the ability to use language in special and creative ways, which is something
lawyers, writers, editors, and interpreters are strong in.

2. Logical/mathematical: the ability to think rationally, often found with doctors, engineers,
programmers, and scientists.

3. Spatial: the ability to form mental models of the world, something architects, decorators,
sculptors, and painters are good at.

4. Musical: having a good ear for music, as is strong in singers and composers.

5. Bodily/kinesthetic: having a well-coordinated body, something found in athletes and
craftspersons.

6. Interpersonal: the ability to be able to work well with people, which is strong in salespeo-
ple, politicians, and teachers.

7. Intrapersonal: the ability to understand oneself and apply one’s talent successfully, which
leads to happy and well-adjusted people in all areas of life.

8. Naturalist: the ability to understand and organize the patterns of nature.

He later suggested a ninth intelligence - existential intelligence — “a concern with philosophical
issues such as the status of mankind in relation to universal existence. In learning situations,
the need to see ‘the big picture’ in order to understand minor learning points and details”
(Palmberg 2011: 8). Armstrong (1999) introduced the following convenient memory tags for
each intelligence:

o Linguistic intelligence: “word smart”

e Logical/mathematical intelligence: “number/reasoning smart”
o Visual/spatial intelligence: “picture smart”

o Bodily/kinesthetic intelligence: “body smart”

e Musical intelligence: “music smart”

o Interpersonal intelligence: “people smart”

o Intrapersonal intelligence: “self smart”

e Naturalist intelligence: “nature smart”

e Existentialist intelligence: “existence smart”

All learners are believed to have personal intelligence profiles — so-called “MI profiles” -
that consist of combinations of different intelligence types and for some intelligences to
be more highly developed than others, hence favoring a particular approach to learning.
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Christison (2005) suggested that most people are believed to have a few intelligences that
are highly developed, most modestly developed, and one or two underdeveloped. Several
checklists have been developed to enable people to “identify” their personal MI profile,
such as McKenzie’s “Multiple Intelligences Survey” (1999), which requires potential test-
takers to tick statements they agree with out of a total of go statements which are grouped
into nine sections (ten statements for each section), each representing one of Gardner’s
nine intelligence types. Skeptics might question the reliability of such a crude measure of
these complex qualities of human cognition.

When it was first proposed, the idea of Multiple Intelligences attracted the interest of
many educators as well as the general public. Schools began to use MI theory to encourage
learning that goes beyond traditional books, pens, and pencils. Teachers and parents were
encouraged to recognize their learners’/children’s particular gifts and talents and to provide
learning activities that build on those inherent gifts. As a result of strengthening such dif-
ferences, individuals would be free to be intelligent in their own ways.

Approach
Theory of language

MI theory was originally proposed by Gardner (1993) as a contribution to cognitive science.
Fairly early on, it was interpreted by some general educators, such as Armstrong (1994),
as a framework for rethinking school education. Some schools in the United States have
indeed remade their educational programs around the MI model. Applications of MI in
language teaching have been more recent, so it is not surprising that MI theory lacks some
of the basic elements that might link it more directly to language education. One issue is
the lack of a concrete view of how MI theory relates to any existing language and/or lan-
guage learning theories, though attempts have been made to establish such links (e.g., Reid
1997; Christison 1998). It certainly is fair to say that MI proposals look at the language of an
individual, including one or more second languages, not as an “added on” and somewhat
peripheral skill but as central to the whole life of the language learner and user. In this
sense, language is held to be integrated with music, bodily activity, interpersonal relation-
ships, and so on. Language is not seen as limited to a “linguistics” perspective but encom-

passes all aspects of communication.

Theory of learning

Language learning and use are obviously closely linked to what MI theorists label
“Linguistic Intelligence” However, MI proponents believe there is more to language than
what is usually subsumed under the rubric linguistics. There are aspects of language such
as rhythm, tone, volume, and pitch that are more closely linked, say, to a theory of music
than to a theory of linguistics. Other intelligences enrich the tapestry of communication
we call “language.” In addition, language has its ties to life through the senses. The senses
provide the accompaniment and context for the linguistic message that give it meaning and
purpose. A multisensory view of language is necessary, it seems, to construct an adequate
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Spatial Intelligence
charts, maps, diagrams
videos, slides, movies
art and other pictures
imaginative storytelling
graphic organizers
telescopes, microscopes
visual awareness activities

Bodily/Kinesthetic Intelligence
creative movement
Mother-may-1?
cooking and other “mess” activities
role plays

Musical Intelligence
playing recorded music
playing live music (piano, guitar)
music appreciation
student-made instruments

Interpersonal Intelligence
cooperative groups
peer teaching
group brainstorming

Intrapersonal Intelligence
independent student work
individualized projects
options for homework
inventories and checklists
personal journal keeping

self-teaching/programmed instruction

visualization
photography
using mind maps
painting or collage
optical illusions
student drawings

hands on activities
field trips
mime

singing
group singing
mood music
jazz chants

conflict mediation
board games
pair work

reflective learning
journal keeping
interest centers
self-esteem journals
goal setting

The following list summarizes several alternative views as to how the MI model can

be used to serve the needs of language learners within a classroom setting, and may serve

as an aid in choosing appropriate learning activities:

e Play to strength. If you want an athlete or a musician (or a student having some of these
talents) to be an involved and successful language learner, structure the learning mate-

rial for each individual (or similar group of individuals) around these strengths.

e Variety is the spice. Providing a teacher-directed rich mix of learning activities variously

calling upon the eight different intelligences makes for an interesting, lively, and effective

classroom for all students.

e Pick a tool to suit the job. Language has a variety of dimensions, levels, and functions.
These different facets of language are best served instructionally by linking their learning

to the most appropriate kind of MI activity.
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o All sizes fit one. Every individual exercises all intelligences even though some of these
may be out of awareness or undervalued. Pedagogy that appeals to all the intelligences
speaks to the “whole person” in ways that more unifaceted approaches do not. An MI
approach helps to develop the Whole Person within each learner, which best serves the
person’s language learning requirements as well.

e Me and my people. 1Q testing is held to be badly biased in favor of Western views of
intelligence. Other cultures may value other intelligences more than the one measured
in 1Q testing. Since language learning involves culture learning as well, it is useful for
the language learner to study language in a context that recognizes and honors a range
of diversely valued intelligences.

Each of these views has strengths and weaknesses, some of a theoretical, some of a
pedagogical, and some of a practical nature. It seems that potential MI teachers need
to consider each of these possible applications of MI theory in light of their individual
teaching situations.

Learner roles

Learners need to see themselves engaged in a process of personality development above
and beyond that of being successful language learners. The MI classroom is one designed
to support development of the “whole person,” and the environment and its activities are
intended to enable students to become more well-rounded individuals and more success-
ful learners in general. Learners are encouraged to see their goals in these broader terms.
Learners are typically expected to take an MI inventory and to develop their own MI pro-
files based on the inventory. “The more awareness students have of their own intelligences
and how they work, the more they will know how to use that intelligence [sic] to access
the necessary information and knowledge from a lesson” (Christison 1997: 9). All of this
is to enable learners to benefit from instructional approaches by reflecting on their own
learning.

Teacher roles

Campbell (1997: 19) notes that MI theory “is not prescriptive. Rather, it gives teachers a
complex mental model from which to construct curriculum and improve themselves as
educators” In this view, teachers are expected to understand, master, and be committed to
the MI model. Teachers are encouraged to administer an MI inventory on themselves and
thereby be able to “connect your life’s experiences to your concept of Multiple Intelligences”
(Christison 1997: 7). Teachers then become curriculum developers, lesson designers and
analysts, activity finders or inventors, and, most critically, orchestrators of a rich array of
multisensory activities within the realistic constraints of time, space, and resources of the
classroom. Teachers are encouraged not to think of themselves merely as language teachers.
They have a role that is not only to improve the second language abilities of their students
but also to become major “contributors to the overall development of students’ intelli-
gences (Christison 1999: 12).
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The role of instructional materials

Where MI is richest is in proposals for lesson organization, multisensory activity planning,
and in using realia. There are also now a number of reports of actual teaching experi-
ences from an MI perspective that are both teacher-friendly and candid in their reportage.
Activities and the materials that support them resemble the taxonomy from Christison
shown in Table 12.1 above. Because MI requires significant creativity on the part of the
teacher, it may not always be possible to find appropriate activities in published materials.
Thus, one of the challenges of MI is extensive planning and the time necessary to prepare
appropriate classroom activities.

Procedure

MI-based lessons may vary a great deal, but several examples are offered of how one might
be prepared. Palmberg (2011: 29) describes the following procedures that can be used:

Assume that you are going to teach a given topic to a group of foreign-language
learners. Select the topic to be taught (such as shopping, at the zoo, flowers, etc.)
and make sure that you have a specific learner group in mind (for example begin-
ners, intermediate-level learners, or advanced learners). Write down the topic on a
large sheet of paper and draw a circle around it. If possible, set up detailed teach-
ing goals. Make notes of all tasks, texts, exercises, visual aids, classroom activi-
ties, and songs that relate to the given topic (and teaching goals) that you come to
think of. It does not matter at this stage whether some of them appear unrealistic
or impractical.

Arrange your ideas according to the intelligence type that, in your opinion, each
task, text, exercise, visual aid, classroom activity, song, etc. will be most suitable for.
If you are a visual-spatial person, you may want to draw nine new circles around the
central circle and draw lines from the central circle to each of the new circles. Label the
new circles according to each intelligence, and write down each task, text, exercise,
visual aid, classroom activity, and song into the appropriate circles;

If you feel that you have no more fresh ideas, read through the very practical teach-
ing suggestions listed on the Literacyworks® website “Multiple Intelligences for Adult
Literacy and Education” for the various intelligences [http://www.literacyworks.org/
mi/intro/about.html]. Make notes of the ones that appeal to you and might fit into
your lesson. After a while, take an overall look at your sheet of paper. Are there any
activities that can be combined? Are there activities that can be modified to fulfil the
teaching goals more efficiently? Are there activities that do not seem at all suitable for
the present purpose?

To wrap things up, arrange, and, if needed, rearrange the (remaining) ideas and
activities into a lesson outline that is logical and fulfils the teaching goals of the
proposed lesson. Make sure that your lesson caters for all of the nine multiple
intelligences.
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Christison (1997: 6) describes a low-level language lesson dealing with description of physical
objects. As explained below, the lesson plan recapitulates the sequence described earlier in the
“syllabus” section. This particular lesson is seen as giving students opportunities to “develop
their linguistic intelligence (for example, describing objects), logical intelligence (for example,
determining which object is being described), visual/spatial intelligence (for example, deter-

mining how to describe things), interpersonal intelligence (for example, working in groups),

and intrapersonal intelligence (for example, reflecting on one’s own involvement in the lesson).”

Stage 1: Awaken the Intelligence. The teacher brings many different objects to class.
Students experience feeling things that are soft, rough, cold, smooth, and so on. They
might taste things that are sweet, salty, sour, spicy, and so on. Experiences like this help
activate and make learners aware of the sensory bases of experience.

Stage 2: Amplify the Intelligence. Students are asked to bring objects to class or to use
something in their possession. Teams of students describe each object attending to the
five physical senses. They complete a worksheet including the information they have
observed and discussed (Table 12.2).

Stage 3: Teach with/for the Intelligence. At this stage, the teacher structures larger sec-
tions of lesson(s) so as to reinforce and emphasize sensory experiences and the language
that accompanies these experiences. Students work in groups, perhaps completing a
worksheet such as that shown in Table 12.3.

Stage 4: Transfer of the Intelligence. This stage is concerned with application of the intel-
ligence to daily living. Students are asked to reflect on both the content of the lesson and
its operational procedures (working in groups, completing tables, etc.).

Table 12.2 The sensory handout (Christison 1997: 10)

Name of team

Team members

Sight

Sound

Feel

Smell

Size

What it's used for

Name of the object
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Table 12.3 Multiple Intelligences description exercise (Christison 1997: 10-12)

What am | describing?

Directions: Work with your group. Listen as the teacher reads the description of the
object. Discuss what you hear with your group. Together, decide which object in the
class is being described.

Name of the object
Object 1
Object 2
Object 3
Object 4
Object 5

Next have each group describe an object in the classroom using the formula given in
Stage 2. Then, collect the papers and read them, one at a time. Ask each group to work
together to write down the name of the object in the classroom that you are describing.

Conclusion

Multiple Intelligences was one of a number of learner-centered initiatives which attracted
considerable interest from educators as well as language teachers when it was first proposed
in the early 1990s. It was seen as an approach to characterizing the ways in which learners
are unique and to developing instruction to respond to this uniqueness. MI is one of a set
of such perspectives dealing with learner differences and borrows heavily from these in its
recommendations and designs for lesson planning. It offers a new rationale both for the
selection of existing language teaching activities and for the design of activities to reflect
particular intelligences in the MI inventory. The literature on MI provides a rich source
of classroom ideas regardless of one’s theoretical perspective and can help teachers think
about instruction in their classes in unique ways. Some teachers may see the assumptions of
identifying and responding to the variety of ways in which students differ to be unrealistic
in their own settings and antithetical to the expectations of their students and adminis-
trators. There have been, however, entire schools as well as language programs that were
restructured around the MI perspective. In order to justify the claims of MI in education
and in second language teaching, the success of these innovations will need to be more
fully evaluated.

Discussion questions

1. Gardner (p. 231) lists eight native intelligences that describe the ways in which learn-
ers differ from each other. Rank them in order of importance. Which have the greatest
impact on the way students learn in class?

2. Do the same for the impact Gardner’s native intelligences have on the teaching in class.
Do you feel the MI model is an effective way to address these differences?
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Look at the four stages (on p. 234) of the basic developmental sequence of a syllabus
based on a Multiple Intelligences view of learning. How would this sequence work at a
practical level? In other words, when teaching, for example, the past perfect tense, how
would you introduce and teach this subject in this sequence? How difficult would these
stages be to implement in class?

A colleague experienced in using a Multiple Intelligences approach in teaching suggests
using the school’s self-access center as a way to individualize the learning experience.
Consider a specific skill (e.g., reading or listening) and a particular language level. In
order to use the self-access center effectively:

e What kind of preparation would the students need to successfully learn in the center?
What kinds of materials would need to be provided?

What kinds of activities could be used?

What kinds of teacher support might be needed?

In what other ways does self-access learning (potentially) support individualization of
learning?

One claim made by proponents of Multiple Intelligences is that “Pedagogy that appeals
to all the intelligences speaks to the ‘whole person™ (p. 237). Explain to a colleague how
this is helpful for learning.

Multiple Intelligences emphasizes that traditional views of intelligence (such as measure-
ment of “IQ”) are biased towards Western views of education. Can you think of an exam-
ple of ways in which a non-Western culture you are familiar with might give more weight
to one or more intelligences than Western culture? Do you think there are any problems
with considering questions of this sort about non-Western cultures?

Look again at the taxonomy of activity types for Multiple Intelligences in Table 12.1 on
page 235. Which of these do you use in your teaching? Which of those you could you
incorporate in your classes?

Refer again to Gardner’s Multiple Intelligences Model on page 231. This includes the
“intelligences” listed in the table below. Using classroom materials you are familiar with,
identify, or create, an activity that would allow students to practice each of these, in the
context of language learning.

Intelligence Activity Contribution to language learning

Linguistic

Logical/mathematical

Spatial

(Continued)
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Introduction

Language teaching is sometimes discussed as if it existed independently of the teach-
ing of other subjects and of trends in teaching generally. HHowever, like teachers in
other areas of a school curriculum, language teachers too have to to create a posi-
tive environment for learning in the classroom. They have to find ways of engaging
students in their lessons, to use learning arrangements that encourage active student
participation in lessons, to acknowledge the diversity of motivations and interests
learners bring to the classroom, and to use strategies that enable the class to function
as a cohesive group that collaborates to help make the lesson a positive learning expe-
rience. In dealing with issues such as these, language teachers can learn much from
considering approaches that have been used in mainstream education. Cooperative
Language Learning (CLL) is one such example. CLL is part of a more general instruc-
tional approach, known as Collaborative or Cooperative Learning (CL), which origi-
nated in mainstream education and emphasizes peer support and coaching. CL is an
approach to teaching that makes maximum use of cooperative activities involving
pairs and small groups of learners in the classroom. It has been defined as follows:

Cooperative learning is group learning activity organized so that learning is dependent
on the socially structured exchange of information between learners in groups and in
which each learner is held accountable for his or her own learning and is motivated to
increase the learning of others.

(Olsen and Kagan 1992: 8)

Cooperative Learning has antecedents in proposals for peer-tutoring and peer-monitoring
that go back hundreds of years and longer. The early-twentieth-century US educator John
Dewey is usually credited with promoting the idea of building cooperation in learning into regu-
lar classrooms on a regular and systematic basis (Rodgers 1988). It was more generally promoted
and developed in the United States in the 1960s and 1970s as a response to the forced integration
of public schools and has been substantially refined and developed since then. Educators were
concerned that traditional models of classroom learning were teacher-fronted, fostered com-
petition rather than cooperation, and favored majority students. They believed that minority
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students might fall behind higher-achieving students in this kind of learning environment. CL
in this context sought to do the following:

e raise the achievement of all students, including those who are gifted or academi-
cally handicapped

e help the teacher build positive relationships among students

e give students the experiences they need for healthy social, psychological, and
cognitive development

e replace the competitive organizational structure of most classrooms and schools
with a team-based, high-performance organizational structure

(Johnson, Johnson, and Holubec 1994: 2)

In second language teaching, CL (where, as noted above, it is often referred to as Cooperative
Language Learning — CLL) hasbeen embraced as a way of promoting communicative inter-
action in the classroom and is seen as an extension of the principles of Communicative
Language Teaching (Chapter 5). It is viewed as a learner-centered approach to teaching that
is held to offer advantages over teacher-fronted classroom methods. In language teaching
its goals are:

e to provide opportunities for naturalistic second language acquisition through the use of
interactive pair and group activities;

e to provide teachers with a methodology to enable them to achieve this goal and one that
can be applied in a variety of curriculum settings (e.g., content-based, foreign language
classrooms; mainstreaming);

e (0 enable focused attention to particular lexical items, language structures, and com-
municative functions through the use of interactive tasks;

e to provide opportunities for learners to develop successful learning and communication
strategies;

e to enhance learner motivation and reduce learner stress and to create a positive affective
classroom climate.

CLL is thus an approach that crosses both mainstream education and second
and foreign language teaching. CLL also secks to develop learners’ critical thinking
skills, which are seen as central to learning of any sort. Some authors have even ele-
vated critical thinking to the same level of focus as that of the basic language skills of
reading, writing, listening, and speaking (Kagan 1992). One approach to integrating
the teaching of critical thinking adopted by CLL advocates is called the Question
Matrix (Wiederhold 1995). Wiederhold has developed a battery of cooperative
activities built on the matrix that encourages learners to ask and respond to a deeper
array of alternative question types. Activities of this kind are believed to foster the
development of critical thinking. (The matrix is based on the well-known Taxonomy
of Educational Objectives devised by Bloom [1956], which assumes a hierarchy of
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encouraged when grammar constitutes at least one aspect of group tasks. Examples of
making grammar an aspect of groups’ tasks include:

e noticing tasks in which students analyze how a grammar point functions and
formulate their own rule;

e peer assessment in which students check each other’s writing or speaking for
particular grammatical features, for example, in an English L2 class, the presence of
plural -s.

The teaching of collaborative skills can play a crucial role in promoting peer inter-
action, because the skills provide students with strategies for effective interaction.
Examples include collaborative skills that second language learners can use to repair
communication breakdowns, such as asking for repetition, slower speed of speaking,
louder volume, and explanation of words. Collaborative skills also prove useful when
students understand the input they have received but wish to disagree or ask for further
information.

Language learning is a sociocultural process

This theory of learning, derived initially from the work of the Soviet psychologist
Vygotsky ([1935] 1978) but elaborated considerably since its original formulation, makes
use particularly of the notions of the zone of proximal development (ZPD) and scaffold-
ing (Chapter 2). Scaffolding refers to the assistance a more advanced learner or language
user gives to a less advanced learner in completing a task and makes use of collaborative
dialogue (Swain 2000: 102) — a form of discourse in which new knowledge or skill is the
outcome of interaction. CLL tasks provide extended opportunities for these processes
to take place. Abdullah and Jacobs (2004) cite sociocultural learning theory as support
for CLL.

CLL overlaps with sociocultural learning theory by attempting to build an environ-
ment that fosters mutual aid. As Newman and Holtzman (1993: 77) note: “Vygotsky’s
strategy was essentially a cooperative learning strategy. He created heterogeneous groups
of children (he called them a collective), providing them not only with the opportunity
but the need for cooperation and joint activity by giving them tasks that were beyond the
development level of some, if not all, of them?”

Design
Objectives

Since CLL is an approach designed to foster cooperation rather than competition, to
develop critical thinking skills, and to develop communicative competence through
socially structured interaction activities, these can be regarded as the overall objec-
tives of CLL. More specific objectives will derive from the context in which CLL
is used.
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The syllabus

CLL does not assume any particular form of language syllabus, since activities from a
wide variety of curriculum orientations can be taught via this approach. Thus, we find
CLL used in teaching content classes, ESP, the four skills, grammar, pronunciation, and
vocabulary. What defines CLL is the systematic and carefully planned use of group-
based procedures in teaching as an alternative to teacher-fronted teaching. A sense of
what a whole course design looks like organized around CLL, and the ways in which
it promotes a focus on critical and creative thinking, can be found in Jacobs, Lee, and
Ball (1995).

Types of learning and teaching activities

Johnson et al. (1994: 4-5) describe three types of CLL groups.

1. Formal CLL groups. These last from one class period to several weeks. These are
established for a specific task and involve students working together to achieve shared
learning goals.

2. Informal CLL groups. These are ad-hoc groups that last from a few minutes to a class
period and are used to focus student attention or to facilitate learning during direct
teaching.

3. Cooperative base groups. These are long-term, lasting for at least a year, and consist of
heterogeneous learning groups with stable membership whose primary purpose is to
allow members to give each other the support, help, encouragement, and assistance they
need to succeed academically.

The success of CLL is crucially dependent on the nature and organization of group
work. This requires a structured program of learning carefully designed so that learn-
ers interact with each other and are motivated to increase each other’s learning. Olsen
and Kagan (1992) propose the following key elements of successful group-based learn-
ing in CL:

e Dositive interdependence

e Group formation

e Individual accountability
e Social skills

e Structuring and structures

Positive interdependence occurs when group members feel that what helps one
member helps all and what hurts one member hurts all. It is created by the structure of
CLL tasks and by building a spirit of mutual support within the group. For example, a
group may produce a single product, such as an essay, or the scores for members of a
group may be averaged.
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2. Jigsaw: differentiated but predetermined input - evaluation and synthesis of facts and
opinions

Each group member receives a different piece of the information.

Students regroup in topic groups (expert groups) composed of people with the same
piece to master the material and prepare to teach it.

Students return to home groups (Jigsaw groups) to share their information with each
other.

Students synthesize the information through discussion.

Each student produces an assignment of part of a group project, or takes a test, to
demonstrate synthesis of all the information presented by all group members.

This method of organization may require team-building activities for both home
groups and topic groups, long-term group involvement, and rehearsal of presentation
methods.

This method is very useful in the multilevel class, allowing for both homogeneous
and heterogeneous grouping in terms of English proficiency.

Information gap activities in language teaching are jigsaw activities in the form of
pair work. Partners have data (in the form of text, tables, charts, etc.) with missing
information to be supplied during interaction with another partner.

3. Cooperative projects: topics/resources selected by students - discovery learning

Topics may be different for each group.

Students identify subtopics for each group member.

Steering committee may coordinate the work of the class as a whole.

Students research the information using resources such as library reference,
interviews, visual media.

Students synthesize their information for a group presentation: oral and/or written.
Each group member plays a part in the presentation.

Each group presents to the whole class.

This method places greater emphasis on individualization and students’ interests.
Each student’s assignment is unique.

Students need plenty of previous experience with more structured group work for
this to be effective.

Olsen and Kagan (1992: 88) describe the following examples of CLL activities:

o Three-step interview. (1) Students are in pairs; one is interviewer and the other is inter-
viewee. (2) Students reverse roles. (3) Each shares with his or her partner what was

learned during the two interviews.

e Roundtable. There is one piece of paper and one pen for each team. (1) One student makes

a contribution and (2) passes the paper and pen to the student on his or her left. (3) Each
student makes contributions in turn. If done orally, the structure is called Round Robin.
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control (Harel 1992). The teacher may also have the task of restructuring lessons so that
students can work on them cooperatively. This involves the following steps, according to
Johnson et al. (1994: 9):

1. Take your existing lessons, curriculum, and sources and structure them cooperatively.

2. Tailor cooperative learning lessons to your unique instructional needs, circum-
stances, curricula, subject areas, and students.

3. Diagnose the problems some students may have in working together and intervene
to increase learning groups’ effectiveness.

The role of instructional materials

Materials play an important part in creating opportunities for students to work coopera-
tively. The same materials can be used as are used in other types of lessons, but variations
are required in how the materials are used. For example, if students are working in groups,
each might have one set of materials (or groups might have different sets of materials),
or each group member might need a copy of a text to read and refer to. Materials may be
specially designed for CLL learning (such as commercially sold jigsaw and information
gap activities), modified from existing materials, or borrowed from other disciplines.

Comparison of Cooperative Language Learning and traditional
approaches

Zhang compares CLL and traditional approaches in Table 13.1. In practice, many classrooms
may fall somewhere between CLL and traditional approaches, where teaching is not neces-
sarily teacher-fronted and elements of CLL are incorporated, but where the approach does
not form the basis for the organization of the course.

Table 13.1 Comparison of Cooperative Language Learning and traditional language
teaching (from Yan Zhang 2010)

Traditional language
teaching

Cooperative Language
Learning

Independence Positive

Learner roles

None or negative

Passive receiver and performer | Active participator, autonomous

learners

Teacher roles

The center of the classroom,
controller of teaching pace
and direction, judge of
students’ right or wrong, the
major source of assistance,
feedback, reinforcement and
support

Organizer and counselor of
group work, facilitator of the
communication tasks, intervener
to teach collaborative skills

(Continued)
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Traditional language Cooperative Language
teaching Learning
Materials Complete set of materials for Materials are arranged
each student according to purpose of lesson.
Usually one group shares a
complete set of materials.
Types of Knowledge recall and review, Any instructional activity,
activities phrasal or sentence pattern mainly group work to engage
practice, role play, translation, learners in communication,
listening, etc. involving processes like
information sharing, negotiation
of meaning, and interaction
Interaction Some talking among students, Intense interaction among
mainly teacher—student students, a few teacher-student
interaction interactions
Room Separate desks or students Collaborative small groups
arrangement placed in pairs
Student Take a major part in evaluating All members in some way
expectations own progress and the quality of | contribute to success of group.
own efforts toward learning. Be | The one who makes progress is
a winner or loser. the winner.
Teacher-student | Superior, inferior or equal Cooperating and equal
relationship

Procedure

The procedure for a CLL lesson follows from going through the steps involved in determin-
ing the lesson objective and choosing appropriate cooperative activity types for teaching
and learning. Johnson et al. (1994: 67-8) give the following example of how a collaborative
learning lesson would be carried out when students are required to write an essay, report,
poem, or story, or review something that they have read. A cooperative writing and edit-
ing pair arrangement is used. Pairs verify that each member’s composition matches the
criteria that have been established by the teacher; they then receive an individual score on
the quality of their compositions. They can also be given a group score based on the total
number of errors made by the pair in their individual compositions. The procedure works
in the following way:

1. The teacher assigns students to pairs with at least one good reader in each pair.

2. Student A describes what he or she is planning to write to Student B, who listens care-
fully, probes with a set of questions, and outlines Student A’s ideas. Student B gives the
written outline to Student A.

3. This procedure is reversed, with Student B describing what he or she is going to write
and Student A listening and completing an outline of Student B’s ideas, which is then
given to Student B.
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4. The students individually research the material they need for their compositions, each
keeping an eye out for material useful to their partner.

5. The students work together to write the first paragraph of each composition to ensure
that they both have a clear start on their compositions.

6. The students write their compositions individually.

7. When the students have completed their compositions, they proofread each other’s
compositions, making corrections in capitalization, punctuation, spelling, language
usage, and other aspects of writing the teacher specifies. Students also give each other
suggestions for revision.

8. The students revise their compositions.

9. The students then reread each other’s compositions and sign their names to indicate that
each composition is error-free.

During this process, the teacher monitors the pairs, intervening when appropriate to help
students master the needed writing and cooperative skills.

Conclusion

This chapter has reviewed the principles underlying Cooperative Language Learning and
some ways in which the approach can be implemented. The use of discussion groups,
group work, and pair work has often been advocated in teaching both languages and other
subjects. Typically, such groups are used to provide a change from the normal pace of class-
room events and to increase the amount of student participation in lessons. Such activities,
however, are not necessarily cooperative. In CLL, group activities are the major mode of
learning and are part of a comprehensive theory and system for the use of group work in
teaching. Group activities are carefully planned to maximize students” interaction and to
facilitate students’ contributions to each other’s learning. CLL activities can also be used in
collaboration with other teaching methods and approaches, for example, Communicative
Language Teaching, as mentioned earlier.

Unlike most language teaching proposals, CLL has been extensively researched and
evaluated, and research findings are generally supportive (see Slavin 1995; Baloche 1998;
Crandall 2000; Jia 2003; McGafferty and Jacobs 2006), although little of this research was
conducted in L2 classrooms. CLL is not without its critics, however. Some have questioned
its use with learners of different proficiency levels, suggesting that some groups of students
(e.g., intermediate and advanced learners) may obtain more benefits from it than others.
In addition, it places considerable demands on teachers, who may have difficulty adapting
to the new roles required of them. Proponents of CLL stress that it enhances both learning
and learners’ interaction skills.

Discussion questions

1. CLL emphasizes pair and group work and extensive collaboration and learning through
interaction. Do you think that the benefits of this are age-related? For example, might
such an approach work better with younger learners? Why (not)?
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Introduction

In 1977, Tracy Terrell, a teacher of Spanish in California, outlined “a proposal for a ‘new’
philosophy of language teaching which [he] called the Natural Approach” (1977; 1982: 121).
This was an attempt to develop a language teaching proposal that incorporated the “natu-
ralistic” principles researchers had identified in studies of second language acquisition.
In the Natural Approach there is an emphasis on exposure, or input, rather than practice;
optimizing emotional preparedness for learning; a prolonged period of attention to what
the language learners hear before they try to produce language; and a willingness to use
written and other materials as a source of input.

The Natural Approach grew out of Terrell's experiences of teaching Spanish classes,
although it has also been used in elementary to advanced-level classes and with several
other languages. At the same time, he joined forces with Stephen Krashen, an applied lin-
guist at the University of Southern California, in elaborating a theoretical rationale for the
Natural Approach, drawing on Krashen’s understanding of the findings of the emerging
field of second language acquisition. Krashen and Terrell's combined statement of the prin-
ciples and practices of the Natural Approach appeared in their book The Natural Approach,
published in 1983. At the time the Natural Approach attracted a wide interest because of the
accessibility of the principles on which it was based, the ease with which it confirmed many
teachers’ common sense understandings of second language learning, the fact it appeared
to be supported by state-of-the-art theory and research, and the fact that Krashen himself
is a charismatic presenter and persuasive advocate of his own views - as is evident from
the numerous examples of his presentations available on the Internet. Krashen and Terrell’s
book contains theoretical sections prepared by Krashen that outline his views on second
language acquisition (Krashen 1981, 1982), and sections on implementation and classroom
procedures, prepared largely by Terrell.

Krashen and Terrell identified the Natural Approach with what they call “traditional”
approaches to language teaching. Traditional approaches are defined as “based on the use of
language in communicative situations without recourse to the native language” - and, per-
haps, needless to say, without reference to grammatical analysis, grammatical drilling, or
a particular theory of grammar. Hence, traditional approaches, as defined by Krashen and
Terrell, have much in common with the Direct Method (Chapter 1). Krashen and Terrell
noted that such “approaches have been called natural, psychological, phonetic, new, reform,
direct, analytic, imitative and so forth” (1983: 9). The fact that the authors of the Natural
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communicative abilities, they refer to the Natural Approach as an example of a commu-
nicative approach. The Natural Approach “is similar to other communicative approaches
being developed today” (Krashen and Terrell 1983: 17). They reject earlier methods of
language teaching, such as the Audiolingual Method (Chapter 4), which viewed gram-
mar as the central component of language. According to Krashen and Terrell, the major
problem with these methods was that they were built not around “actual theories of
language acquisition, but theories of something else; for example, the structure of lan-
guage” (1983: 1). Unlike proponents of Communicative Language Teaching (Chapter 5),
however, Krashen and Terrell give little attention to a theory of language. Indeed, a critic
of Krashen suggested that he has no theory of language at all (Gregg 1984). What Krashen
and Terrell do describe about the nature of language emphasizes the primacy of mean-
ing. The importance of the vocabulary is stressed, for example, suggesting the view that a
language is essentially its lexicon and only inconsequently the grammar that determines
how the lexicon is exploited to produce messages, where the term message refers essen-
tially to what the speaker intends to communicate. Terrell quotes Dwight Bolinger to
support this view:

The quantity of information in the lexicon far cutweighs that in any other part of the
language, and if there is anything to the notion of redundancy it should be easier to
reconstruct a message containing just words than one containing just the syntactic
relations. The significant fact is the subordinate role of grammar. The most important
thing is to get the words in.

(Bolinger, in Terrell 1977: 333)

Language is viewed as a vehicle for communicating meanings and messages. Hence,
Krashen and Terrell stated that “acquisition can take place only when people understand
messages in the target language” (1983: 19). Yet despite their avowed communicative
approach to language, they view language learning, as do audiolingualists, as mastery of
structures by stages. “The input hypothesis states that in order for acquirers to progress to
the next stage in the acquisition of the target language, they need to understand input lan-
guage that includes a structure that is part of the next stage” (Krashen and Terrell 1983: 32).
Krashen refers to this with the formula “i + 17 (i.e., input that contains structures slightly
above the learner’s present level). We assume that Krashen means by structures something
at least in the tradition of what such linguists as Charles Fries meant by structures. For
Fries, grammar or “structure” referred to the basic sentence patterns of a language, and oral
drilling formed the core of language teaching (see Chapter 4). The Natural Approach thus
assumes a linguistic hierarchy of structural complexity that one masters through encoun-
ters with “input” containing structures at the “i + 17 level.

We are left, then, with a view of language that consists of lexical items, structures,
and messages, or the communicative goal. Obviously, there is no particular novelty in this
view as such, except that messages are considered of primary importance in the Natural
Approach. The lexicon for both perception and production is considered critical in the
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These five hypotheses have obvious implications for language teaching. In sum, these
are as follows:

1. As much comprehensible input as possible must be presented.

2. Whatever helps comprehension is important. Visual aids are useful, as is exposure to a
wide range of vocabulary rather than study of syntactic structure.

3. The focus in the classroom should be on listening and reading; speaking should be
allowed to “emerge”

4. In order to lower the affective filter, student work should center on meaningful commu-
nication rather than on form; input should be interesting and so contribute to a relaxed
classroom atmosphere.

Design
Objectives

The Natural Approach “is for beginners and is designed to help them become intermedi-
ates.” It has the expectation that students

will be able to function adequately in the target situation. They will understand the
speaker of the target language (perhaps with requests for clarification), and will be able
to convey (in a non-insulting manner) their requests and ideas. They need not know every
word in a particular sesmantic domain, nor is it necessary that the syntax and vocabulary
be flawless — but their production does need to be understood. They should be able to
make the meaning clear but not necessarily be accurate in all details of grammar.
(Krashen and Terrell 1983: 71)

However, since the Natural Approach is offered as a general set of principles applicable to
a wide variety of situations, as in Communicative Language Teaching, specific objectives
depend on learner needs and the skill (listening, speaking, reading, or writing) and level being
taught. Krashen and Terrell believe that it is important to communicate to learners what they
can expect of a course as well as what they should not expect. They offer as an example a pos-
sible goal and non-goal statement for a beginning Natural Approach Spanish class:

After 100-150 hours of Natural Approach Spanish, you will be able to: “get around”
in Spanish; you will be able to communicate with a monolingual native speaker of
Spanish without difficulty; read most ordinary texts in Spanish with some use of a
dictionary; know enough Spanish to continue to improve on your own.

After 100-150 hours of Natural Approach Spanish you will not be able to: pass for a
native speaker, use Spanish as easily as you use English, understand native speakers
when they talk to each other (you will probably not be able to eavesdrop successfully);
use Spanish on the telephone with great comfort; participate easily in a conversation
with several other native speakers on unfamiliar topics.

(Krashen and Terrell 1983: 74)
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Types of learning and teaching activities

From the beginning of a class taught according to the Natural Approach, emphasis is on
presenting comprehensible input in the target language. Teacher talk focuses on objects
in the classroom and on the content of pictures, as with the Direct Method. To minimize
stress, learners are not required to say anything until they feel ready, but they are expected
to respond to teacher commands and questions in other ways.

When learners are ready to begin talking in the new language, the teacher pro-
vides comprehensible language and simple response opportunities. The teacher talks
slowly and distinctly, asking questions and eliciting one-word answers. There is a
gradual progression from Yes/No questions, through either/or questions, to questions
that students can answer using words they have heard used by the teacher. Students are
not expected to use a word actively until they have heard it many times. Charts, pic-
tures, advertisements, and other realia serve as the focal point for questions, and when
the students’ competence permits, talk moves to class members. “Acquisition activi-
ties” - those that focus on meaningful communication rather than language form - are
emphasized. Pair or group work may be employed, followed by whole-class discussion
led by the teacher.

Techniques recommended by Krashen and Terrell are often borrowed from other
methods and adapted to meet the requirements of Natural Approach theory. These
include command-based activities from Total Physical Response (Chapter 15); Direct
Method activities in which mime, gesture, and context are used to elicit questions
and answers (Chapter 1); and even situation-based practice of structures and patterns
(Chapter 3). Group-work activities are often identical to those used in Communicative
Language Teaching (Chapter 5), where sharing information in order to complete a task is
emphasized. There is nothing novel about the procedures and techniques advocated for
use with the Natural Approach. A casual observer might not be aware of the philosophy
underlying the classroom techniques he or she observes. What characterizes Natural
Approach learning and teaching activities is the use of familiar techniques within the
framework of a method that focuses on providing comprehensible input and a classroom
environment that provides comprehension of input, minimizes learner anxiety, and
maximizes learner self-confidence.

Learner roles

There is a basic assumption in the Natural Approach that learners should not try to
learn a language in the usual sense. The extent to which they can lose themselves in
activities involving meaningful communication will determine the amount and kind of
acquisition they will experience and the fluency they will ultimately demonstrate. The
language acquirer is seen as a processor of comprehensible input. When the acquirer is
challenged by input that is slightly beyond his or her current level of competence, he or
she is able to assign meaning to this input through active use of context and extralin-
guistic information.
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Finally, the teacher must choose and orchestrate a rich mix of classroom activi-
ties, involving a variety of group sizes, content, and contexts. The teacher is seen as
responsible for collecting materials and designing their use. These materials, according
to Krashen and Terrell, are based not just on teacher perceptions but on elicited stu-
dent needs and interests. As with other unconventional teaching systems, the Natural
Approach teacher has a particular responsibility to communicate clearly and compel-
lingly to students the assumptions, organization, and expectations of the method,
since in many cases these will violate student views of what language learning and
teaching are supposed to be.

The role of instructional materials

The primary goal of materials in the Natural Approach is to make classroom activi-
ties as meaningful as possible by supplying “the extralinguistic context that helps the
acquirer to understand and thereby to acquire” (Krashen and Terrell 1983: 55), by relat-
ing classroom activities to the real world, and by fostering real communication among
the learners. Materials come from the world of realia rather than from textbooks. The
primary aim of materials is to promote comprehension and communication. Pictures
and other visual aids are essential, because they supply the content for communication.
As the pictures prompt the teacher to provide the vocabulary necessary to describe
what is contained in them, they facilitate the acquisition of a large vocabulary within
the classroom. Other recommended materials include schedules, brochures, advertise-
ments, maps, and books at levels appropriate to the students, if a reading component is
included in the course. Games, in general, are seen as useful classroom materials, since
“games by their very nature, focus the students on what it is they are doing and use the
language as a tool for reaching the goal rather than as a goal in itself” (Terrell 1982: 121).
The selection, reproduction, and collection of materials place a considerable burden on
the Natural Approach teacher.

Procedure

We have seen that the Natural Approach adopts techniques and activities freely from vari-
ous method sources and can be regarded as innovative only with respect to the purposes
for which they are recommended and the ways they are used. Krashen and Terrell (1983)
provide suggestions for the use of a wide range of activities, all of which are familiar
components of Situational Language Teaching (Chapter 3), Communicative Language
Teaching, and other methods discussed in this book. To illustrate procedural aspects of the
Natural Approach, we will cite examples of how such activities are to be used in the Natural
Approach classroom to provide comprehensible input, without requiring production of
responses or minimal responses in the target language. The first steps rely on the Total
Physical Response (TPR) method (Chapter 15), which attempts to teach language through
physical or motor activity.
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1. Start with TPR commands. At first the commands are quite simple: “Stand up. Turn
around. Raise your right hand.”

Use TPR to teach names of body parts and to introduce numbers and sequence. “Lay
your right hand on your head, put both hands on your shoulder, first touch your nose,

[

then stand up and turn to the right three times” and so forth.

3. Introduce classroom terms and props into commands. “Pick up a pencil and put it
under the book, touch a wall, go to the door and knock three times.” Any item which
can be brought to the class can be incorporated. “Pick up the record and place it in
the tray. Take the green blanket to Larry. Pick up the soap and take it to the woman
wearing the green blouse.”

4. Use names of physical characteristics and clothing to identify members of the class
by name. The instructor uses context and the items themselves to make the mean-
ings of the key words clear: hair, long, short, etc. Then a student is described. “What
is your name?” (selecting a student). “Class. Look at Barbara. She has long brown
hair. Her hair is long and brown. Her hair is not short. It is long.” (Using mime, pointing
and context to ensure comprehension.) “What's the name of the student with long
brown hair?” (Barbara). Questions such as “What is the name of the woman with the
short blond hair?” or “What is the name of the student sitting next to the man with
short brown hair and glasses?” are very simple to understand by attending to key
words, gestures and context. And they require the students only to remember and
produce the name of a fellow student. The same can be done with articles of clothing
and colors. “Who is wearing a yellow shirt? Who is wearing a brown dress?”

5. Use visuals, typically magazine pictures, to introduce new vocabulary and to continue
with activities requiring only student names as response. The instructor introduces
the pictures to the entire class one at a time focusing usually on one single item or
activity in the picture. He may introduce one to five new words while talking about the
picture. He then passes the picture to a particular student in the class. The students’
task is to remember the name of the student with a particular picture. For example,
“Tom has the picture of the sailboat. Joan has the picture of the family watching televi-
sion” and so forth. The instructor will ask questions like “Who has the picture with the
sailboat? Does Susan or Tom have the picture of the people on the beach?” Again the
students need only produce a name in response.

6. Combine use of pictures with TPR. “Jim, find the picture of the little girl with her dog
and give it to the woman with the pink blouse.”

7. Combine observations about the pictures with commands and conditionals. “If there
is a woman in your picture, stand up. If there is something blue in your picture, touch
your right shoulder.”

8. Using several pictures, ask students to point to the picture being described.

9. Picture 1. “There are several people in this picture. One appears to be a father, the other
a daughter. What are they doing? Cooking. They are cooking a hamburger.” Picture 2.
“There are two men in this picture. They are young. They are boxing.” Picture 3 ...

(Krashen and Terrell 1983: 75-7)




274 Alternative twentieth-century approaches and methods

research — practical limitations would not make the Natural Approach an option for many
teachers. In particular:

There are no published materials or coursebooks to support the approach.

It requires a high level of training and language proficiency for its implementation.
English may be assigned as little as three or four hours a week in some countries, requir-
ing an accelerated rather than a gradual approach to English teaching.

The English curriculum may be linked to national standards and tests, giving teachers
little choice over what to teach.

Although Krashen and Terrell published the Natural Approach several decades ago, the
principles behind the approach continue to be debated today, in particular the value of a

considerable amount of comprehensible input. More recently, Krashen has been an advo-

cate of extensive reading, an approach advocating free reading for pleasure, which bears
much in common with his earlier research.

Discussion questions

1.

2.

6.

Explain to a colleague what the word natural in the Natural Approach refers to.

The Natural Approach makes a distinction between acquisition and learning of a second
language. Explain to a colleague how these are different and how this impacts the way
an L2 is taught.

“Learning, according to the theory, cannot lead to acquisition” (p. 265). What is your
view on this? Can you think of examples (perhaps from your own learning or teaching)
where learning did lead to acquisition?

The Monitor Hypothesis states that learners can only call upon learned knowledge if they
(a) have sufficient time, (b) are focused on form, and (c) have knowledge of the rules. Can
you think of examples of real-world language tasks that meet these requirements?

“Input need not be finely tuned to a learner’s current level of linguistic competence”
(p. 266). What characteristics does input need to have according to the Natural Approach?

“The Affective Filter Hypothesis states that acquirers with a low affective filter seek and
receive more input, interact with confidence, and are more receptive to the input they
receive” (p. 266). What can teachers do to lower students’ affective filter? Talk to a col-
league and exchange techniques you both use with students.

Now review the five basic principles of the Natural Approach again: The Acquisition/
Learning Hypothesis, the Monitor Hypothesis, the Natural Order Hypothesis, the Input
Hypothesis, and the Affective Filter Hypothesis. Which of these areas do you think are
most important? Do you use any of these principles in your own teaching?

. The Natural Approach does not prescribe a well-defined syllabus or order in which top-

ics or structures need to be presented. How do you think teachers using this approach
decide on course content and sequencing?
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15 Total Physical Response

Introduction

We saw in Chapter 2 that major approaches and methods throughout the twentieth century
were generally influenced by theories of language and language learning drawn from the dis-
ciplines of linguistics and applied linguistics — and from the 1960s onwards, often from the
discipline of second language acquisition. However, some methods were based on learning
theories not specific to language learning; for example, Audiolingualism (Chapter 4) drew
on behaviorism. Total Physical Response (TPR) is another example of a teaching method
that goes outside mainstream applied linguistics for its theoretical basis. It is a language
teaching method built around the coordination of speech and action; it attempts to teach
language through physical (motor) activity. Developed by James Asher, who was a professor
of psychology at San Jose State University, California, it draws on several traditions, includ-
ing developmental psychology, learning theory, and humanistic pedagogy, as well as on lan-
guage teaching procedures proposed by Harold and Dorothy Palmer in 1925. Let us briefly
consider these precedents to TPR.

TPR is linked to the “trace theory” of memory in psychology (e.g., Katona 1940),
which holds that the more often or more intensively a memory connection is traced, the
stronger the memory association will be and the more likely it will be recalled. Retracing
can be done verbally (e.g., by rote repetition) and/or in association with motor activity.
Combined tracing activities, such as verbal rehearsal accompanied by motor activity, hence
increase the probability of successful recall.

In a development sense, Asher sees successful adult second language learning as a
parallel process to child first language acquisition. He claims that speech directed to young
children consists primarily of commands which children respond to physically before they
begin to produce verbal responses. Asher feels adults should recapitulate the processes by
which children acquire their mother tongue.

Asher shares with the school of humanistic psychology a concern for the role of
affective (emotional) factors in language learning. A method that is undemanding in terms
of linguistic production and that involves gamelike movements reduces learner stress, he
believes, and creates a positive mood in the learner, which facilitates learning.

Asher’s emphasis on developing comprehension skills before the learner is taught to
speak links him to a movement in foreign language teaching sometimes referred to as the
Comprehension Approach (Winitz 1981). This refers to several different comprehension-
based language teaching proposals which share the belief that (a) comprehension abilities
precede productive skills in learning a language; (b) the teaching of speaking should be
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delayed until comprehension skills are established; (c) skills acquired through listening
transfer to other skills; (d) teaching should emphasize meaning rather than form; and
(e) teaching should minimize learner stress. These principles are also compatible with the
tenets of the Natural Approach (Chapter 14).

The emphasis on comprehension and the use of physical actions to teach a foreign
language at an introductory level has a long tradition in language teaching. We saw in
Chapter 1 that in the nineteenth century Gouin had advocated a situationally based teach-
ing strategy in which a chain of action verbs served as the basis for introducing and prac-
ticing new language items. Palmer experimented with an action-based teaching strategy in
his book English through Actions (first published in Tokyo in 1925 and ultimately reissued
as Palmer and Palmer in 1959), which claimed that “no method of teaching foreign speech
is likely to be economical or successful which does not include in the first period a very
considerable proportion of that type of classroom work which consists of the carrying out
by the pupil of orders issued by the teacher” (Palmer and Palmer 1959: 39).

Approach
Theory of language

Asher does not directly discuss the nature of language or how languages are organized.
However, the labeling and ordering of TPR classroom drills seem to be built on assump-
tions that owe much to structuralist or grammar-based views of languages. Asher states
that “most of the grammatical structure of the target language and hundreds of vocabulary
items can be learned from the skilful use of the imperative by the instructor” (1977: 4). He
views the verb in the imperative as the central linguistic motif around which language use
and learning are organized.

Asher sees language as being composed of abstractions and non-abstractions, with
non-abstractions being most specifically represented by concrete nouns and impera-
tive verbs. He believes that learners can acquire a “detailed cognitive map” as well as
“the grammatical structure of a language” without recourse to abstractions. Abstractions
should be delayed until students have internalized a detailed cognitive map of the target
language. Abstractions are not necessary for people to decode the grammatical structure of
a language. Once students have internalized the code, abstractions can be introduced and
explained in the target language (Asher 1977: 11-12).

Despite Asher’s belief in the central role of comprehension in language learning, he
does not elaborate on the relation between comprehension, production, and communica-
tion (e.g., he has no theory of speech acts, or functions [Chapter 5] or their equivalents),
although in advanced TPR lessons imperatives are used to initiate different speech acts,
such as requests (“John, ask Mary to walk to the door”), and apologies (“Ned, tell Jack
you're sorry”). Asher also refers in passing to the fact that language can be internalized as
wholes or chunks, as defined in the Lexical Approach (Chapter 11), rather than as single
lexical items, and, as such, links are possible to more theoretical proposals of this kind as
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consisted of 159 hours of classroom instruction. The sixth class in the course proceeded in
the following way:

Review. This was a fast-moving warm-up in which individual students were moved with
commands such as:

Pablo, drive your car around Miako and honk your horn.
Jeffe, throw the red flower to Maria.

Maria, scream.

Rita, pick up the knife and spoon and put them in the cup.
Eduardo, take a drink of water and give the cup to Elaine.

New commands. These verbs were introduced.
Wash your hands.
your face.
your hair.
Look for a towel.
the soap.
a comb.
Hold the book.
the cup.
the soap.
Comb your hair.
Maria’s hair.
Shirou’s hair.
Brush your teeth.
your pants.
the table.

Other items introduced were:

Rectangle Draw a rectangle on the chalkboard.
Pick up a rectangle from the table and give it to me.
Put the rectangle next to the square.

Triangle Pick up the triangle from the table and give it to me.
Catch the triangle and put it next to the rectangle.
Quickly Walk quickly to the door and hit it.

Quickly, run to the table and touch the square.

Sit down quickly and laugh.
Slowly Walk slowly to the window and jump.

Slowly, stand up.

Slowly walk to me and hit me on the arm.
Toothpaste Look for the toothpaste.

Throw the toothpaste to Wing.

Wing, unscrew the top of the toothpaste.
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Toothbrush Take out your toothbrush.

Brush your teeth.

Put your toothbrush in your book.
Teeth Touch your teeth.

Show your teeth to Dolores.

Dolores, point to Eduardo’s teeth.
Soap Look for the soap.

Give the soap to Elaine.

Elaine, put the soap in Ramiro’s ear.
Towel Put the towel on Juan’s arm.

Juan, put the towel on your head and laugh.

Maria, wipe your hands on the towel.

Next, the instructor asked simple questions which the student could answer with a gesture
such as pointing. Examples would be:

Where is the towel? [Eduardo, point to the towel!]
Where is the toothbrush? [Miako, point to the tocothbrush!]
Where is Dolores?

Role reversal. Students readily volunteered to utter commands that manipulated the
behavior of the instructor and other students ...

Reading and writing. The instructor wrote on the chalkboard each new vocabulary item
and a sentence to illustrate the item. Then she spoke each item and acted out the sen-
tence. The students listened as she read the material. Some copied the information in
their notebooks.

(Asher 1977: 54-6)

Conclusion

Total Physical Response is in a sense a revival and extension of the language teaching
procedures proposed in Palmer and Palmer’s English through Actions, updated with refer-
ences to more recent psychological theories. It enjoyed some popularity when it was first
introduced because of its support by those who emphasized the role of comprehension
in sccond language acquisition. Krashen (1981), for example, regards provision of com-
prehensible input and reduction of stress as keys to successful language acquisition, and
he sees performing physical actions in the target language as a means of making input
comprehensible and minimizing stress (see Chapter 14). Asher continues to be the primary
advocate of TPR. In 2007 he published an article entitled “TPR after 40 Years: Still a Good
Idea,” and he continues to promote his book and related publications on the TPR website
(http://www.tpr-world.com/). Nevertheless, Asher himself has stressed that TPR should
be used in association with other methods and techniques. The experimental support for
the effectiveness of TPR is sketchy (as it is for most methods) and typically deals with only
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the very beginning stages of learning. Proponents of Communicative Language Teaching
would question the relevance to real-world learner needs of the TPR syllabus and the utter-
ances and sentences used within it. Therefore, as Asher has recommended in more recent
years, practitioners of TPR typically follow his suggestion that TPR represents a useful set
of techniques and is compatible with other approaches to teaching. Today TPR activities

are often included in training courses for teachers of young learners, though not usually

Asher’s theoretical justifications for them. TPR practices, therefore, may be effective for

reasons other than those proposed by Asher and do not necessarily demand commitment
to the theories used to justify them.

Discussion questions

1.

Asher claims that adults should copy the processes by which children acquire their
mother tongue (p. 277). What do you think are some of the ways in which adults learn
difterently from children?

One of the tenets of TPR (and several other comprehension-based approaches) is the
practice of receptive before productive skills. Can you think of reasons or situations in
which it may be preferable to start with spoken language?

In TPR, grammar is taught inductively, and initial attention is paid to meaning rather
than form. Can you think of other language teaching methods or approaches that do
the same?

“Grammatical features and vocabulary items are selected not according to their fre-
quency of need or use in target-language situations, but according to the situations in
which they can be used in the classroom and the ease with which they can be learned”
(p. 281). What is the reason for this?

TPR uses mainly imperatives to teach language at the early stages. Consider the follow-
ing three situations and give examples of how appropriate language for them could be
introduced in this way:

e Buying a train ticket
e Watching the news on TV
e Participating in a classroom discussion with other learners about rising food prices.

Did you find this easier to do for some tasks than others? Why?

Discovery task. Several claims are made by proponents of TPR. Let’s test these out in a
mini experiment.

1) Find two learners who are willing to assist you and choose a topic you are comfortable
teaching (i.e., that you are familiar with and have taught before).

2) Plan a TPR activity in great detail, deciding beforehand how you will introduce the
topic, how you will handle new words, and what responses you expect from your
students.
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3) Both you and the students answer the questions in the table below.

Questions Teacher Students

How much did you enjoy the
lesson compared to a normal
lesson? (1 = not at all, 5 = very
much)

How stressful was the class?

How much did you / the
students learn?
(1 = nothing, 5 = very much)

How useful do you think what
you / the students have learned
will be outside the class?

(1 = not at all, 5 = very much)

For the teacher only

How much preparation time did
the class involve compared to
your normal classes? (1 = much
less, 5 = much more)
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16 The Silent Way

Introduction

While some of the teaching methods that have gained prominence at different times
represented the consensus of academics, language teaching specialists, and educational
institutions and hence were often widely adopted, others have been the product of indi-
vidual educators advocating a personal view of teaching and learning. Such is the case with
the Silent Way. The Silent Way is the name of a method of language teaching devised by
Caleb Gattegno (1911-1988). Gattegno’s name is well known for his revival of interest in the
use of colored wooden sticks called Cuisenaire rods and for his series Words in Color, an
approach to the teaching of initial reading in which sounds are coded by specific colors.
His reading materials are copyrighted and continue to be marketed through Educational
Solutions Inc., in New York. The Silent Way represents Gattegno’s venture into the field of
foreign language teaching. As applied to language teaching, a Silent Way lesson progresses
through a number of stages, beginning in a similar way with pronunciation practice and
then moving to practice of simple sentence patterns, structure, and vocabulary. It is based
on the premise that the teacher should be silent as much as possible in the classroom and
the learner should be encouraged to produce as much language as possible. Elements of the
Silent Way, particularly the use of color charts and the colored Cuisenaire rods, grew out
of Gattegno’s previous experience as an educational designer of reading and mathematics
programs. (Cuisenaire rods were first developed by Georges Cuisenaire, a European educa-
tor who used them for the teaching of math. Gattegno had observed Cuisenaire rods and
this gave him the idea for their use in language teaching.) Working from what is a rather
traditional structural and lexical syllabus, the Silent Way method exemplifies many of the
features that characterize more traditional methods, such as Situational Language Teaching
(Chapter 3) and Audiolingualism (Chapter 4), with a strong focus on accurate repetition
of sentences, modeled initially by the teacher, and a movement through guided elicitation
exercises to freer communication.

It is interesting to speculate that one of the reasons for the early popularity of the Silent
Way in the United States and its use in official US Foreign Officer and Peace Corps training
programs is that silence has been noted to be a stronger inducement to verbalization among
Americans than for many other cultural groups. Americans are said to think of communica-
tion as essentially a verbal activity (Langer 1942; Knapp 1978). Hence, they are uncomfortable
with long periods of silence (Mehrabian 1981). Within the media industries, for example,
merchants buy time for advertising and the metaphor of “time is money” becomes a central
concern. Dead time (long periods of silence) in radio and television is seen as a critical
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vocabulary” is used in communicating more specialized ideas, such as political or
philosophical opinions. The most important vocabulary for the learner deals with the most
functional and versatile words of the language, many of which may not have direct equiva-
lents in the learner’s native language. “Functional vocabulary” includes such areas as pro-
nouns, numbers, and comparison words that refer to oneself and to others. This functional
vocabulary provides a key, says Gattegno, to comprehending the “spirit” of the language.

Theory of learning

The Silent Way draws on Gattegno’s understanding of a cognitive-code theory of learn-
ing (see Chapter 2; Atkinson 2011). In cognitively based approaches, language learning is
understood as a mental activity — one in which the learner is a lone scientist or explorer,
building up his or her understanding of language from exposure to and experience of it.
Cognitive approaches to learning are an established approach in psychology and are based
on the view that learning reflects properties of the mind and the processes involved in
acquiring, storing and retrieving knowledge.
The learning hypotheses underlying Gattegno’s work could be stated as follows:

e Learning is facilitated if the learner discovers or creates rather than remembers and
repeats what is to be learned.

e Learning is facilitated by accompanying (mediating) physical objects.

e Learning is facilitated by problem-solving involving the material to be learned.

Let us consider each of these issues in turn.

1. The educational psychologist and philosopher Jerome Bruner distinguishes two tradi-
tions of teaching — that which takes place in the expository mode and that which takes
place in the hypothetical mode. In the expository mode “decisions covering the mode
and pace and style of exposition are principally determined by the teacher as expositor:
the student is the listener” In the hypothetical mode “the teacher and the student are in
a more cooperative position. The student is not a bench-bound listener but is taking part
in the formulation and at times may play the principal role in it” (Bruner 1966: 83). The
Silent Way belongs to the latter tradition, which views learning as a problem-solving,
creative, discovering activity, in which the learner is a principal actor rather than a
bench-bound listener. Bruner discusses the benefits derived from “discovery learning”
under four headings: (a) the increase in intellectual potency, (b) the shift from extrinsic
to intrinsic rewards, (c) the learning of heuristics by discovering, and (d) the aid to con-
serving memory (Bruner 1966: 83). In other words, this type of learning enhances intel-
lect, is more rewarding, develops the individuals ability to make discoveries, and helps
the learner to retain what is learned. As we shall see, Gattegno claims similar benefits
from learners taught via the Silent Way.

2. The rods and the color-coded pronunciation charts (called Fidel charts) provide physical
foci for student learning and also create memorable images to facilitate student recall.
In psychological terms, these visual devices serve as associative mediators for student
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learning and recall. The psychological literature on mediation in learning and recall
is voluminous but, for our purposes, can be briefly summarized in a quote from Earl
Stevick: “If the use of associative mediators produces better retention than repetition
does, it seems to be the case that the quality of the mediators and the student’s personal
investment in them may also have a powerful effect on memory” (1976: 25).

3. The Silent Way is also related to a set of premises that we have called “problem-solving
approaches to learning” These premises are succinctly represented in the words of
Benjamin Franklin:

Tell me and | forget,
teach me and | remember,
involve me and [ learn.

In the languages of experimental psychology, the kind of subject involvement that
promotes greatest learning and recall involves processing of material to be learned at the
“greatest cognitive depth” (Craik 1973) or, for our purposes, involving the greatest amount
of problem-solving activity. Memory research has demonstrated that the learner’s “memory
benefits from creatively searching out, discovering and depicting” (Bower and Winzenz
1970). In the Silent Way, “the teacher’s strict avoidance of repetition forces alertness and
concentration on the part of the learners (Gattegno 1972: 80). Similarly, the learner’s grap-
pling with the problem of forming an appropriate and meaningful utterance in a new
language leads the learner to realization of the language “through his own perceptual and
analytical powers” (Selman 1977). The Silent Way student is expected to become “independ-
ent, autonomous and responsible” (Gattegno 1976) — in other words, a good problem-solver
in language.

Like many other method proponents, Gattegno also makes extensive use of his under-
standing of first language learning processes as a basis for deriving principles for teaching
foreign languages to adults. Gattegno recommends, for example, that the learner needs to
“return to the state of mind that characterizes a baby’s learning — surrender” (Scott and
Page 1982: 273)

Having referred to these processes, however, Gattegno states that the processes of
learning a second language are “radically different” from those involved in learning a first
language. The second language learner is unlike the first language learner and “cannot learn
another language in the same way because of what he now knows” (Gattegno 1972: 11). The
“natural” or “direct” approaches to acquiring a second language are thus misguided, says
Gattegno, and a successful second language approach will “replace a ‘natural’ approach by
one that is very ‘artificial’ and, for some purposes, strictly controlled” (1972: 12). The “arti-
ficial approach” that Gattegno proposes is based on the principle that successful learning
involves commitment of the self to language acquisition through the use of silent awareness
and then active trial. Gattegno's repeated emphasis on the primacy of learning over teach-
ing places a focus on the self of the learner, on the learner’s priorities and commitments.

Awareness is educable. As one learns “in awareness,” one’s powers of awareness and
one’s capacity to learn become greater. Again, the process chain that develops awareness
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The syllabus

The Silent Way adopts a basically structural syllabus, with lessons planned around gram-
matical items and related vocabulary. Gattegno does not, however, provide details as to the
precise selection and arrangement of grammatical and lexical items to be covered. There is
no general Silent Way syllabus. But from observation of Silent Way programs developed by
the Peace Corps to teach a variety of languages at a basic level of proficiency;, it is clear that
language items are introduced according to their grammatical complexity, their relation-
ship to what has been taught previously, and the ease with which items can be presented
visually. Typically, the imperative is the initial structure introduced, because of the ease
with which action verbs may be demonstrated using Silent Way materials. New elements,
such as the plural form of nouns, are taught within a structure already familiar. Numeration
occurs early in a course, because of the importance of numbers in everyday life and the
case with which they can be demonstrated. Prepositions of location also appear early in the
syllabus for similar reasons.

Vocabulary is selected according to the degree to which it can be manipulated within
a given structure and according to its productivity within the classroom setting. In addition
to prepositions and numbers, pronouns, quantifiers, words dealing with temporal relations,
and words of comparison are introduced early in the course, because they “refer to oneself
and to others in the numerous relations of everyday life” (Stevick 1976). These kinds of
words, as mentioned earlier, are referred to as the “functional vocabulary” of a language
because of their high utility.

The following is a section of a Peace Corps Silent Way Syllabus for the first ten
hours of instruction in Thai. It was used to teach American Peace Corps volunteers being
trained to teach in Thailand. At least 15 minutes of every hour of instruction would be
spent on pronunciation. A word that is italicized can be substituted for by another word
having the same part of speech or purpose. (The English represents translations of the
Thai sentences.)

Lesson Vocabulary
1. Wood color red. wood, red, green, yellow, brown,
pink, white, orange, black, color
2. Using the numbers 1-10. one, two, ... ten
3. Wood color red two pieces.
4. Take (pick up) wood color red two pieces. take (pick up)
5. Take wood color red two pieces give him. give, object pronouns
6. Wood red where? where, on, under, near, far, over,
Wood red on table. next to, here, there
7. Wood color red on table, is it? Question-forming rules.
Yes, on. Yes, No.
Not on.
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8. Wood color red long. adjectives of comparison
Wood color green longer.
Wood color orange longest.
9. Wood color green taller.
Wood color red, is it?
10. Review. Students use structures taught
in new situations, such as comparing the
heights of students in the class.

(Joel Wiskin, personal communication)

Types of learning and teaching activities

Learning tasks and activities in the Silent Way have the function of encouraging and shaping
student oral response without direct oral instruction from or unnecessary modeling by the
teacher. Basic to the method are simple linguistic tasks in which the teacher models a word,
phrase, or sentence and then elicits learner responses, initially by having learners silently carry
out their commands containing these words, phrases, or sentences. Learners then go on to cre-
ate their own utterances by putting together old and new information. Charts, rods, and other
aids may be used to elicit learner responses, and much of the activity may be teacher-directed.
[However, after the initial presentation of language, teacher modeling is minimal. Responses to
commands, questions, and visual cues thus constitute the basis for classroom activities.

Learner roles

Gattegno sees language learning as a process of personal growth resulting from growing
student awareness and self-challenge. The learner first experiences a “random or almost
random feeling of the area of activity in question until one finds one or more cornerstones
to build on. Then starts a systematic analysis, first by trial and error, later by directed exper-
iment with practice of the acquired subareas until mastery follows” (Gattegno 1972: 79).
Learners are expected to develop independence, autonomy, and responsibility. Independent
learners are those who are aware that they must depend on their own resources and real-
ize that they can use “the knowledge of their own language to open up some things in a
new language” or that they can “take their knowledge of the first few words in the new
language and figure out additional words by using that knowledge” (Stevick 1980: 42). The
autonomous learner chooses proper expressions in a given set of circumstances and situa-
tions. “The teacher cultivates the student’s ‘autonomy’ by deliberately building choices into
situations” (Stevick 1980: 42). Responsible learners know that they have free will to choose
among any set of linguistic choices. The ability to choose intelligently and carefully is said
to be evidence of responsibility. The absence of correction and repeated modeling from
the teacher requires the students to develop “inner criteria” and to correct themselves.
The absence of explanations requires learners to make generalizations, come to their own
conclusions, and formulate whatever rules they themselves feel they need.
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shape student responses and so must be both facile and creative as a pantomimist and
puppeteer. In sum, the Silent Way teacher, like the complete dramatist, writes the script,
chooses the props, sets the mood, models the action, designates the players, and is critic
for the performance.

The role of instructional materials

The Silent Way is perhaps as well known for the unique nature of its teaching materials as
for the silence of its teachers. The materials consist mainly of a set of colored rods, color-
coded pronunciation and vocabulary wall charts, a pointer, and reading/writing exercises,
all of which are used to illustrate the relationships between sound and meaning in the
target language. The materials are designed for manipulation by the students as well as by
the teacher, independently and cooperatively, in promoting language learning by direct
association.

The pronunciation charts, called “Fidels,” have been devised for a number of languages
and contain symbols in the target language for all of the vowel and consonant sounds of
the language. The symbols are color-coded according to pronunciation; thus, if a language
possesses two different symbols for the same sound, they will be colored alike. Classes often
begin by using Fidel charts in the native language, color-coded in an analogous manner,
so that students learn to pair sounds with its associated color. There may be from one to
cight of such charts, depending upon the language. The teacher uses the pointer to indicate
a sound symbol for the students to produce. Where native-language Fidels are used, the
teacher will point to a symbol on one chart and then to its analogues on the Fidel in the
other language. In the absence of native-language charts, or when introducing a sound not
present in the native language, the teacher will give one clear, audible model after indicating
the proper Fidel symbol in the target language. The charts are hung on the wall and serve to
aid in remembering pronunciation and in building new words by sounding out sequences
of symbols as they are pointed to by the teacher or student.

Just as the Fidel charts are used to visually illustrate pronunciation, the colored
Cuisenaire rods are used to directly link words and structures with their meanings in
the target language, thereby avoiding translation into the native language. The rods vary
in length from 1 to 10 centimeters, and each length has a specific color. The rods may
be used for naming colors, for size comparisons, to represent people, build floor plans,
constitute a road map, and so on. Use of the rods is intended to promote inventiveness,
creativity, and interest in forming communicative utterances on the part of the students,
as they move from simple to more complex structures. Gattegno and his proponents
believe that the range of structures that can be illustrated and learned through skillful
use of the rods is as limitless as the human imagination. When the teacher or student
has difficulty expressing a desired word or concept, the rods can be supplemented by
referring to the Fidel charts, or to the third major visual aid used in the Silent Way, the
vocabulary charts.

The vocabulary or word charts are likewise color-coded, although the colors of
the symbols will not correspond to the phonetics of the Fidels, but rather to conceptual
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Conclusion

Despite the philosophical and sometimes almost metaphysical quality of much of Gattegno’s
writings, the actual practices of the Silent Way are much less revolutionary than might be
expected. As noted earlier, the Silent Way follows a traditional grammatical and lexical
syllabus and moves from guided repetition to freer practice. The innovations in Gattegno’s
method derive primarily from the manner in which classroom activities are organized, the
indirect role the teacher is required to assume in directing and monitoring learner per-
formance, the responsibility placed on learners to figure out and test their hypotheses about
how the language works, and the materials used to elicit and practice language. Although
the Silent Way has been viewed as outside the mainstream of language teaching since its
inception, it continues to be promoted with enthusiasm by small numbers of users in dif-
ferent parts of the word. In 2011 a commemorative volume was published on the occasion
of the 100th anniversary of Gattegno’s birth, containing accounts of teachers’ successful
use of the method as the basis for introductory courses in many different languages and in
many different countries (Educational Solutions Inc. 2011). However, because of its status as
a “fringe” method, it has not attracted the attention of researchers in language acquisition
or of the applied linguistic community; hence, there is little research available to enable
its claims to be seriously evaluated. For many of its practitioners, little further evidence is
needed apart from the success they report in using it.

Discussion questions

1. The Silent Way makes extensive use of Cuisenaire rods to teach aspects of the language.
Do you see a value in this approach? What kinds of realia do you use in your classes,
and for what purpose?

2. Related to this, Stevick says that rods and pronunciation charts create memory aids, and
that these physical aids are “associative mediators™: “If the use of associative mediators
produces better retention than repetition does, it seems to be the case that the quality of
the mediators and the student’s personal investment in them may also have a powerful
effect on memory” (p. 292). How can teachers improve the quality of the mediators (i.e.,
what would be an example of a good mediator) and students’ investment in them?

3. By the “spirit” of the language, Gattegno is referring to the way in which each language
is composed of phonological and suprasegmental elements that combine to give the
language its unique sound system and melody. To some people this may sound rather
vague. Have you noticed examples in your own language study where phonological and
suprasegmental elements (such as its intonation and rhythm) give languages a special,
recognizable voice quality or tone?

4. Language that is processed more deeply (Craik 1973), or that involves the greatest
amount of problem-solving, is likely to lead to better learning outcomes. How would
you measure how deeply something was processed by a learner, or how much problem-
solving it involves?
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17 Community Language Learning

Introduction

Community Language Learning (CLL') is the name of a method developed by Charles
A. Curran and his associates. Curran was a specialist in counseling and a professor of
psychology at Loyola University, Chicago. His application of psychological counsel-
ing techniques to learning is known as Counseling-Learning. CLL represents the use
of Counseling-Learning theory to teach languages. As the name indicates, CLL derives
its primary insights, and indeed its organizing rationale, from Rogerian counseling.
Counseling, as Rogerians see it, consists of one individual (the counselor) assuming, inso-
far as he or she is able, the internal frame of reference of the client, perceiving the world
as that person sees it and communicating something of this empathetic understanding
(Rogers 1951). In lay terms, counseling is one person giving advice, assistance, and support
to another who has a problem or is in some way in need. CLL draws on the counseling
metaphor to redefine the roles of the teacher (the counselor) and learners (the clients) in
the language classroom.

Within the language teaching tradition, CLL is sometimes cited as an example of a
“humanistic approach” The content of the language class stems from topics learners want
to talk about, and the teacher translates their requests into an appropriate syllabus. Links
can also be made between CLL procedures and those of bilingual education, particularly
the set of bilingual procedures referred to as language alternation or code switching. Let us
discuss briefly the debt of CLL to these two traditions.

Because of the humanistic approach of CLL, the basic procedures can thus be seen
as derived from the counselor-client relationship. Consider the following CLL proce-
dures: A group of learners sit in a circle with the teacher standing outside the circle:
a student whispers a message in the native language (L1); the teacher translates it into
the foreign language (L2); the student repeats the message in the foreign language into
an audio recorder; students compose further messages in the foreign language with the
teacher’s help; students reflect about their feelings. We can compare the client-counselor

relationship in psychological counseling with the learner-knower relationship in CLL
(Table 17.1).

' The abbreviation CLL is also used for Cooperative Language Learning (Chapter 13).

303
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is trying to communicate (La Forge 1983: 45). In view of the reported success of language
alternation procedures in several well-studied bilingual education settings (e.g., Lim 1968;
Mackey 1972), it may be that this little-discussed aspect of CLL accounts for more of the
informally reported successes of CLL students than is usually acknowledged.

Approach
Theory of language

Curran himself wrote little about his theory of language. IHis student La Forge (1983) has
attempted to be more explicit about this dimension of CLL theory, and we draw on his
account for the language theory underlying the method. La Forge reviews linguistic theory
as a prelude to presenting the CLL model of language. He seems to accept that language
theory must start, though not end, with criteria for sound features, the sentence, and
abstract models of language (La Forge 1983: 4). The foreign language learners’ tasks are “to
apprehend the sound system, assign fundamental meanings, and to construct a basic gram-
mar of the foreign language.” He cites with pride that “after several months a small group of
students was able to learn the basic sounds and grammatical patterns of German” (1983: 47).

A theory of language built on “basic sound and grammatical patterns” does not
appear to suggest any departures from traditional structuralist positions on the nature of
language. However, the writings of CLL proponents deal at great length with what they
call an alternative theory of language, which is referred to as Language as Social Process.
La Forge (1983) begins by suggesting that language as social process is “different from lan-
guage as communication.” We are led to infer that the concept of communication that La
Forge rejects is the classic sender-message-received model in information theory, which
considers the transfer of information in only one direction. The social-process model is
different from earlier information-transmitting models, La Forge (1983: 3) suggests, because

communication is more than just a message being transmitted from a speaker to a
listener. The speaker is at the same time both subject and object of his own message

. communication involves not just the unidirectional transfer of information to the
other, but the very constitution of the speaking subject in relation to its other ...
Communication is an exchange which is incomplete without a feedback reaction from
the destinee of the message.

The information-transmission model and the social-process model of communication are
compared in Figure 17.1.

Verbal Verbal/Nonverbal
Sender — Message — Receiver Sender — Message — Receiver

I ‘

Figure 17.1 Comparison of the information-transmission model (left) and the social-process
model (right) of communication
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R stands for retention and reflection. If the whole person is involved in the learning
process, what is retained is internalized and becomes a part of the learner’s new
persona in the foreign language. Reflection is a consciously identified period of
silence within the framework of the lesson for the student “to focus on the learning
forces of the last hour, to assess his present stage of development, and to re-evaluate
future goals” (La Forge 1983: 68).

D denotes discrimination. When learners “have retained a body of material, they
are ready to sort it out and see how one thing relates to another” (La Forge 1983:
69). This discrimination process becomes more refined and ultimately “enables
the students to use the language for purposes of communication outside the
classroom” (La Forge 1983: 69).

These central aspects of Curran’s learning philosophy address not the psycholinguistic and
cognitive processes involved in second language acquisition, but rather the personal com-
mitments that learners need to make before language acquisition processes can operate. CLL
learning theory hence stands in marked contrast to linguistically or psycholinguistically
based learning theories, such as those informing Audiolingualism (Chapter 4) or the Natural
Approach (Chapter 14).

Design
Objectives

Since linguistic or communicative competence is specified only in social terms, explicit
linguistic or communicative objectives are not defined in the literature on CLL. Most of
what has been written about CLL describes its use in introductory conversation courses
in a foreign language. The assumption seems to be that through the method, the teacher
can successfully transfer his or her knowledge and proficiency in the target language to the
learners, which implies that attaining near-native mastery of the target language is set as a
goal. Specific objectives are not addressed.

The syllabus

CLL is most often used in the teaching of oral proficiency, but with some modifications it
may be used in the teaching of writing, as Trancl (1968) has demonstrated. CLL does not
use a conventional language syllabus, which sets out in advance the grammar, vocabulary,
and other language items to be taught and the order in which they will be covered. If a
course is based on Currans recommended procedures, the course progression is topic-
based, with learners nominating things they wish to talk about, as mentioned earlier, and
messages they wish to communicate to other learners. The teacher’s responsibility is to
provide a conveyance for these meanings in a way appropriate to the learners’ proficiency
level. Although CLL is not explicit about this, skilled CLL teachers seem to sift the learn-
ers intentions through the teacher’s implicit syllabus, providing lessons that match what
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learners can be expected to do and say at that level. In this sense, then, a CLL syllabus
emerges from the interaction between the learner’s expressed communicative intentions
and the teacher’s reformulations of these into suitable target-language utterances. Specific
grammatical points, lexical patterns, and generalizations will sometimes be isolated by the
teacher for more detailed study and analysis, and subsequent specification of these as a ret-
rospective account of what the course covered could be a way of deriving a CLL language
syllabus. Each CLL course would evolve its own syllabus, however, since what develops
out of teacher—learner interactions in one course will be different from what happens in

another.

Types of learning and teaching activities

As with most methods, CLL combines innovative learning tasks and activities with conven-
tional ones. They include the following:

o Translation. Learners form a small circle. A learner whispers a message or meaning he
or she wants to express, the teacher translates it into (and may interpret it in) the target
language, and the learner repeats the teacher’s translation.

e Group work. Learners may engage in various group tasks, such as small-group discussion
of a topic, preparing a conversation, preparing a summary of a topic for presentation
to another group, preparing a story that will be presented to the teacher and the rest of
the class.

e Recording. Students record conversations in the target language.

e Transcription. Students transcribe utterances and conversations they have recorded for
practice and analysis of linguistic forms.

e Analysis. Students analyze and study transcriptions of target-language sentences in order
to focus on particular lexical usage or on the application of particular grammar rules.

e Reflection and observation. Learners reflect and report on their experience of the class,
as a class or in groups. This usually consists of expressions of feelings — sense of one
another, reactions to silence, concern for something to say, and so on.

e Listening. Students listen to a monologue by the teacher involving elements they might
have elicited or overheard in class interactions.

e Free conversation. Students engage in free conversation with the teacher or with other
learners. This might include discussion of what they learned as well as feelings they had
about how they learned.

Learner roles

In CLL, learners become members of a community — their fellow learners and the teacher —
and learn through interacting within the community. Learning is not viewed as an indi-
vidual accomplishment but as something that is achieved collaboratively. Learners are
expected to listen attentively to the knower, to freely provide meanings they wish to
express, to repeat target utterances without hesitation, to support fellow members of the
community, to report deep inner feelings and frustrations as well as joy and pleasure, and
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to become counselors of other learners. CLL learners are typically grouped in a circle of
six to twelve learners, with the number of knowers varying from one per group to one per
student. CLL has also been used in larger school classes where special grouping arrange-
ments are necessary, such as organizing learners in temporary pairs in facing parallel lines.

Learner roles are keyed to the five stages of language learning by La Forge, outlined
earlier (see p. 308). The view of the learner is an organic one, with each new role growing
developmentally out of the one preceding. These role changes are not easily or automati-
cally achieved. They are in fact seen as outcomes of affective crises: “When faced with a new
cognitive task, the learner must solve an affective crisis. With the solution of the five affec-
tive crises, one for each CLL stage, the student progresses from a lower to a higher stage of
development” (La Forge 1983: 44). Learning is a “whole-person” process, and the learner at
each stage is involved not just in the accomplishment of cognitive (language learning) tasks
but in the solution of affective conflicts and “the respect for the enactment of values™ as well
(La Forge 1983: 55). Moreover, as noted above, CLL compares language learning to the stages
of human growth.

Teacher roles

At the deepest level, the teacher’s role derives from the functions of the counselor in
Rogerian psychological counseling, as mentioned earlier. A counselor’s clients are people
with problems, who in a typical counseling session will often use emotional language to
communicate their difficulties to the counselor. The counselor’s role is to respond calmly and
nonjudgmentally, in a supportive manner, and help the client try to understand his or her
problems better by applying order and analysis to them. The counselor is not responsible for
paraphrasing the client’s problem element for element but rather for capturing the essence of
the client’s concern, such that the client might say, “Yes, that’s exactly what I meant” “One of
the functions of the counseling response is to relate affect ... to cognition. Understanding the
language of ‘feeling; the counselor replies in the language of cognition” (Curran 1976: 26). It
was the model of teacher as counselor that Curran attempted to bring to language learning.

There is also room for actual counseling in CLL. Explicit recognition is given to the
psychological problems that may arise in learning a second language. “Personal learn-
ing conflicts ... anger, anxiety and similar psychological disturbance — understood and
responded to by the teacher’s counseling sensitivity — are indicators of deep personal invest-
ment” (J. Rardin, in Curran 1976: 103). In this case, the teacher is expected to play a role
very close to that of the “regular” counselor. The teacher’s response may be of a different
order of detachment, consideration, and understanding from that of the average teacher in
the same circumstances.

More specific teacher roles are, like those of the students, keyed to the five develop-
mental stages that were indicated by La Forge. In the early stages of learning, the teacher
operates in a supportive role, providing target-language translations and a model for imita-
tion on request of the clients. Later, interaction may be initiated by the students, and the
teacher monitors learner utterances, providing assistance when requested. As learning
progresses, students become increasingly capable of accepting criticism, and the teacher
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may intervene directly to correct deviant utterances, supply idioms, and advise on usage
and fine points of grammar. The teacher’s role is initially likened to that of a nurturing
parent. The student gradually “grows” in ability, and the nature of the relationship changes
so that the teacher’s position becomes somewhat dependent upon the learner. The knower
derives a sense of self-worth through requests for the knower’s assistance.

One continuing role of the teacher is particularly notable in CLL. The teacher is
responsible for providing a safe environment in which clients can learn and grow. Learners,
feeling secure, are free to direct their energies to the tasks of communication and learn-
ing rather than to building and maintaining their defensive positions. Curran (1976: 6)
describes the importance of a secure atmosphere as follows:

As whole persons, we seem to learn best in an atmosphere of personal security.
Feeling secure, we are freed to approach the learning situation with the attitude of
willing openness. Both the learner’'s and the knower’s level of security determine the
psychaological tone of the entire learning experience.

Many of the nontraditional language teaching methods we discuss in this book stress teacher
responsibility for creating and maintaining a secure environment for learning; probably no
method attaches greater importance to this aspect of language learning than does CLL. Thus,
it is interesting to note two “asides” in the discussion of learning security in CLL.

First, security is a culturally relative concept. What provides a sense of security in one
cultural context may produce anxiety in another. La Forge gives as an example the different
patterns of personal introduction and how these are differentially expressed and experi-
enced in early stages of CLL among students of different backgrounds. “Each culture had
unique forms which provide for acquaintance upon forming new groups. These must be
carefully adopted so as to provide cultural security for the students of the foreign language”
(La Forge 1983: 66).

Second, it may be undesirable to create too secure an environment for learners. “The
security of the students is never absolute: otherwise no learning would occur” (La Forge
1983: 65). This is reminiscent of the teacher who says, “My students would never learn
anything if the fear of examination failure didn’t drive them to it” How much insecurity is
optimal for language learning in CLL is unfortunately not further discussed in the literature.

The role of instructional materials

Since a CLL course evolves out of the interactions of the community, a textbook is not con-
sidered a necessary component. A textbook would impose a particular body of language
content on the learners, thereby impeding their growth and interaction. Materials may be
developed by the teacher as the course progresses, although these generally consist of little
more than summaries on the blackboard or overhead projector of some of the linguistic
features of conversations generated by students. Conversations may also be transcribed and
distributed for study and analysis, and learners may work in groups to produce their own
materials, such as scripts for dialogues and mini-dramas.
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In early accounts of CLL, the use of teaching machines for pronunciation and vocabu-
lary, such as the Chromachord® Teaching System, is recommended for necessary “rote-drill
and practice” in language learning. “The ... design and use of machines ... now appear to
make possible the freeing of the teacher to do what only a human person can do ... become
a learning counselor” (Curran 1976: 6). In later CLL descriptions (e.g., La Forge 1983),
teaching machines and their accompanying materials are not mentioned, and we assume
that contemporary CLL classes do not use teaching machines at all.

Procedure

Since each CLL course is in a sense a unique experience, description of typical CLL pro-
cedures in a class period is problematic. Stevick (1976) distinguishes between “classical”
CLL (based directly on the model proposed by Curran) and personal interpretations of it,
such as those discussed by different advocates of CLL (e.g., La Forge 1983). The following
description attempts to capture some typical activities in CLL classes.

Generally, the observer will see a circle of learners all facing one another. The learners
are linked in some way to knowers or a single knower as teacher. The first class (and subse-
quent classes) may begin with a period of silence, in which learners try to determine what
is supposed to happen in their language class. In later classes, learners may sit in silence
while they decide what to talk about (La Forge 1983: 72). The observer may note that the
awkwardness of silence becomes sufficiently agonizing for someone to volunteer to break
the silence. The knower may use the volunteered comment as a way of introducing discus-
sion of classroom contacts or as a stimulus for language interaction regarding how learners
felt about the period of silence. The knower may encourage learners to address questions
to one another or to the knower. These may be questions on any subject a learner is curious
enough to enquire about. The questions and answers may be recorded for later use, as a
reminder and review of topics discussed and language used.

The teacher might then form the class into facing lines for three-minute pair con-
versations. These are seen as equivalent to the brief wrestling sessions by which judo
students practice. Following this the class might be re-formed into small groups in which
a single topic, chosen by the class or the group, is discussed. The summary of the group
discussion may be presented to another group, which in turn tries to repeat or paraphrase
the summary back to the original group.

In an intermediate or advanced class, a teacher may encourage groups to prepare a
paper drama for presentation to the rest of the class. A paper drama group prepares a story
that is told or shown to the counselor. The counselor provides or corrects target-language
statements and suggests improvements to the story sequence. Students are then given mate-
rials with which they prepare large picture cards to accompany their story. After practicing
the story dialogue and preparing the accompanying pictures, each group presents its paper
drama to the rest of the class. The students accompany their story with music, puppets, and
drums as well as with their pictures (La Forge 1983: 81-2).

Finally, the teacher asks learners to reflect on the language class, as a class or in
groups. Reflection provides the basis for discussion of contracts (written or oral contracts
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teacher notes, “I had to relax completely and to exclude my own will to produce something
myself. T had to exclude any function of forming or formulating something within me, not
trying to do something” (Curran 1976: 33).

The teacher must also be relatively nondirective and must be prepared to accept and even
encourage the “adolescent” aggression of the learner as he or she strives for independence. The
teacher must operate without conventional materials, depending on student topics to shape
and motivate the class. In addition, the teacher must be prepared to deal with potentially hos-
tile learner reactions to the method. The teacher must also be culturally sensitive and prepared
to redesign the language class into more culturally compatible organizational forms. And the
teacher much attempt to learn these new roles and skills without much specific guidance from
CLL texts presently available. Special training in CLL techniques is usually required.

Critics of CLL question the appropriateness of the counseling metaphor on which it
is predicated, asking for evidence that language learning in classrooms indeed parallels the
process that characterizes psychological counseling. Questions also arise about whether
teachers should attempt counseling without special training. CLL procedures were largely
developed and tested with groups of college-age Americans. The problems and successes
experienced by one or two different client groups may not necessarily represent language
learning universals. Other concerns have been expressed regarding the lack of a syllabus,
which makes objectives unclear and evaluation difficult to accomplish, and the focus on
fluency rather than accuracy, which may lead to inadequate control of the grammatical
system of the target language. Supporters of CLL (e.g., Samimy 1989), on the other hand,
emphasize the positive benefits of a method that centers on the learner and stresses the
humanistic side of language learning, and not merely its linguistic dimensions. While CLL
isn't discussed much today, the affective dimension of language learning is widely accepted

as relevant to the learner’s success in mastering the target language.

Discussion questions

1. CLL is heavily influenced by ideas from psychology, and in particular counseling. As
mentioned earlier, motivation, self-confidence, and anxiety are other ideas from psy-
chology that also impact language learning. What impact have such factors had among
your own students or in your own language learning?

2. Explain to a colleague what language alternation is. What do you think might be some
of the benefits of language alternation in a CLL class?

3. CLL emphasizes language as a social process, which goes beyond the mechanical aspects
of communication to incorporate its relationship to the interlocutors and their identi-
ties. Review the six qualities or sub-processes mentioned on page 306 that include verbal
and non verbal messages. While the details of these processes were not discussed, can
you think of ways in which they are reflected in teaching situations you are familiar with.

4. Look again at the SARD model on page 307 of the chapter. Do you think that reflection and
discrimination are given enough attention in current classrooms and teaching materials?
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5. CLL sees learners as progressing through five stages: initially dependent, self-assertive,
resentful and indignant, tolerant, and independent. Do you recognize these stages in
your learners? Do you think they are particular to language learning?

6. There is a strong emphasis on the affective aspect of learning in CLL. Think of a group
of learners you are familiar with. How would they respond to a class such as the one
described below?

Students then participated in a reflection period, in which they were asked to express
their feelings about the previous experience with total frankness.

7. “A learner’s desire to understand or express technical terms used in aeronautical engineer-
ing is unlikely to receive adequate response in the CLL class” (p. 313). Why would this be so?

8. One of the key characteristics of CLL is its emphasis on providing a secure environ-
ment for learning. To an extent, this focus on the learner’s affective experience is visible
in other current approaches to language teaching. However, as described on page 311,
interpretations or experiences of “security” differ across cultures. Work with a colleague
to do the following:

e Describe your ideal language learning environment, giving special attention to the
ways in which the environment is made to feel comfortable and safe, for example by
the teacher, the kinds of activities that take place, or even the furnishings.

e Now compare your answers with those of your colleague. How are they different?
How are they similar?

e Now describe to what extent your own classrooms match these descriptions.
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central and in which lexical translation rather than contextualization is stressed. However,
Lozanov does occasionally refer to the importance of experiencing language material in
“whole meaningful texts” (Lozanov 1978: 268) and notes that the suggestopedic course
directs “the student not to vocabulary memorization and acquiring habits of speech, but
to acts of communication” (1978: 109).

Lozanov recommends home study of recordings of “whole meaningful texts (not of
a fragmentary nature)” that are, “above all, interesting.” These are listened to “for the sake
of the music of the foreign speech” (1978: 277). The texts should be lighthearted stories
with emotional content. Lozanov’s recommendation of such stories seems to be entirely
motivational, however, and does not represent a commitment to the view that language is
preeminently learned for and used in its emotive function. In class, on the other hand, the
focus of a lesson is a dialogue, supported by music and other soothing accompaniments,
as mentioned.

In describing coursework and text organization, Lozanov refers most often to the lan-
guage to be learned as “the material” (e.g., “The new material that is to be learned is read
or recited by a well-trained teacher”: 1978: 270). One feels that the linguistic nature of the
material is largely irrelevant and that if the focus of a language course were, say, memoriza-
tion of grammar rules, Lozanov would feel a suggestopedic approach to be the optimal one.
The sample protocol given for an Italian lesson (Lozanov 1978) does not suggest a theory of
language markedly different from that which holds a language to be its vocabulary and the
grammar rules for organizing vocabulary.

Hansen (2011: 411) highlights the role of grammar in working with texts:

The major slot for overt grammatical presentation in the Lozanov cycle [of imitation and

reading, described below] is in the first elaboration during the choral reading of the text.

After the repetition of a certain sentence, there will be a momentary and apparently spon-

taneous (but carefully planned and prepared) focus on a grammatical item. This must:

a) come from the text, so that the learner’s mind remains focused on the drama rather
than on the linguistic structure;

b) be brief so that the learners do not get a chance to switch into analytical mode.
Thus, it is never followed by an exercise or drill, which may occur at a later stage;

c) be incomplete so that there is still material for the unconscious to puzzle over and
work on; the mind is a compulsive pattern maker, positively stimulated by challenge.

Grammar never appears to be dwelt upon for its own sake, but to arise spontaneously

as a textual puzzle.

Theory of learning

Suggestion is at the heart of Suggestopedia. To many, suggestion conjures up visions of the
penetrating stare, swimming cat’s eye, and monotonically repeated injunctions of the hypno-
tist. Lozonov acknowledges the likelihood of this association to Suggestopedia but claims that
his own views separate Suggestopedia from the “narrow clinical concept of hypnosis as a kind
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Lozanov refers to the relaxed attitude induced by music as concert pseudo-passiveness.
This state is felt to be optimal for learning, in that anxieties and tension are relieved and
power of concentration for new material is raised. Because the role of music is central in
suggestopedic learning, it needs to be considered in somewhat more detail.

The type of music is critical to learning success.

The idea that music can affect your body and mind certainly isn’t new ... The key was
to find the right kind of music for just the right kind of effect ... The music you use in
superlearning [the American term for Suggestopedia] is extremely important. If it does not
have the required pattern, the desired altered states of consciousness will not be induced
and results will be poor ... It is specific music — sonic patterns - for a specific purpose.
(Ostrander, Schroeder, and Ostrander 1979: 73—4)

At the institute Lozanov recommends a series of slow movements (sixty beats a minute) in
4/4 time for Baroque concertos strung together into about a half-hour concert. He notes
that in such concerts “the body relaxed, the mind became alert” (Ostrander et al. 1979:
74). As a further refinement, “East German researchers of Suggestopedia at Karl Marx
University in Leipzig observed that slow movements from Baroque instrumental music
featuring string instruments gave the very best results’ (Ostrander et al. 1979: 115).

The rate of presentation of material to be learned within the rhythmic pattern is
keyed to the rhythm. Superlearning uses an eight-second cycle for pacing out data at slow
intervals. During the first four beats of the cycle, there is silence. During the second four
beats, the teacher presents the dialogue, known as “the material” Ostrander et al. present a
variety of evidence on why this pacing to Baroque largo music is so potent. They note that
musical rhythms affect body rhythms, such as heartbeat, and that researchers have noted
that “with a slow heartbeat, mind efficiency takes a great leap forward” (1979: 63). They cite
experimental data such as those which show disastrous learning results when the music
of Wagner was substituted for slow Baroque. They reflect that “the minute is divided into
sixty seconds and that perhaps there’s more to this than just an arbitrary division of time.”
They further report that “the Indian vilambita, for instance, has the required rhythms of
sixty beats a minute” and suggest that Indian yogis may have built the sixty-beat rhythm
into yogic techniques. Finally, they observe that not only human but vegetable subjects
thrive under sixty-beat stimulation. “Plants grown in the chambers given Baroque music
by Bach and Indian music by Ravi Shankar rapidly grew lush and abundant ... The plants
in the chamber getting rock music shriveled and died” (1979: 82). Suggestopedic learning
is consequently built on a particular type of music and a particular rate of presentation.

Design
Objectives

Suggestopedia aims to deliver advanced conversational proficiency quickly. It apparently
bases its learning claims on student mastery of prodigious lists of vocabulary pairs and,
indeed, suggests to the students that it is appropriate that they set such goals for themselves.
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Lozanov emphasizes, however, that increased memory power is not an isolated skill but a
result of “positive, comprehensive stimulation of personality” (1978: 253). Lozanov states
categorically, “The main aim of teaching is not memorization, but the understanding and
creative solution of problems” (1978: 251). As learner goals, he cites increased access to
understanding and creative solutions and problems. However, because students and teach-
ers place a high value on vocabulary recall, memorization of vocabulary pairs continues to
be seen as an important goal of the suggestopedic method.

The syllabus

A Suggestopedia course lasts 30 days and consists of ten units of study. Classes are held
four hours a day, six days a week. The central focus of each unit is a dialogue consisting of
1,200 words or so, with an accompanying vocabulary list and grammatical commentary.
The dialogues are graded by lexis and grammar.

There is a pattern of work within each unit and a pattern of work for the whole course.
Unit study is organized around three days: day 1 - half a day, day 2 - full day, day 3 - halfa
day. On the first day of work on a new unit, the teacher discusses the general content (not
structure) of the unit dialogue. The learners then receive the printed dialogue with a native-
language translation in a parallel column. The teacher answers any questions of interest or
concern about the dialogue. The dialogue then is read a second and third time in ways to
be discussed subsequently. This is the work for day 1. Days 2 and 3 are spent in primary
and secondary elaboration of the text. Primary elaboration consists of imitation, question
and answer, reading, and so on of the dialogue and of working with the 150 new vocabulary
items presented in the unit. The secondary elaboration involves encouraging students to
make new combinations and productions based on the dialogues. A story or essay paral-
leling the dialogue is also read. The students engage in conversation and take small roles in
response to the text read.

The whole course also has a pattern of presentation and performance. On the first day
a test is given to check the level of student knowledge and to provide a basis for dividing
students into two groups — one of new beginners and one of modified (false) beginners. The
teacher then briefs the students on the course and explains the attitude they should take
toward it. This briefing is designed to put them in a positive, relaxed, and confident mood
for learning. Students are given a new name in the second language and a new biography in
the second culture with which they are to operate for the duration of the course. The new
names contain phonemes from the target culture that learners find difficult to pronounce.
For example, a student of English might be “the actress Anne Mackey from Kansas”

During the course there are two opportunities for generalization of material. In the
middle of the course, students are encouraged to practice the target language in a setting
where it might be used, such as hotels or restaurants. The last day of the course is devoted
to a performance in which every student participates. The students construct a play built on
the material of the course. Rules and parts are planned, but students are expected to speak
extempore rather than from memorized lines. Written tests are also given throughout the
course, and these and the performance are reviewed on the final day of the course.
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Types of learning and teaching activities

We have mentioned a variety of activities in passing in the discussion of the syllabus.
These include imitation, question and answer, and role play — which are not activities “that
other language teachers would consider to be out of the ordinary” (Stevick 1976: 157). The
types of activities that are more original to Suggestopedia are the listening activities, which
concern the text and text vocabulary of each unit. These activities are typically part of the
“pre-session phase,” which takes place on the first day of a new unit. The students first look
at and discuss a new text with the teacher, who answers questions about the dialogue. In
the second reading, students relax comfortably in reclining chairs and listen to the teacher
read the text in a certain way. Stevick (1976) suggests that the exact nature of the “special
way” is not clear. Bancroft notes that the material is “presented with varying intonations
and a coordination of sound and printed word or illustration” (1972: 17). During the third
reading, the material is acted out by the instructor in a dramatic manner over a background
of the special musical form described previously. During this phase students lean back in
their chairs and breathe deeply and regularly as instructed by the teacher. This is the point
at which Lozanov believes the unconscious learning system takes over.

Learner roles

Students volunteer for a Suggestopedia course, but having volunteered, they are expected
to be committed to the class and its activities. The mental state of the learners is critical to
success; learners must avoid distractions and immerse themselves in the procedures of the
method. Learners must not try to figure out, manipulate, or study the material presented
but must maintain a pseudo-passive state, in which the material rolls over and through
them. Students are expected to tolerate and in fact encourage their own “infantilization”
This is accomplished partly by acknowledging the absolute authority of the teacher and
partly by giving themselves over to activities and techniques designed to help them regain
the self-confidence, spontaneity, and receptivity of the child. Such activities include role
playing, games, songs, and gymnastic exercises (Bancroft 1972: 19). To assist them in the
role plays and to help them detach themselves from their past learning experiences, stu-
dents are given a new name and personal history within the target culture, as mentioned.

Groups of learners are ideally socially homogeneous, 12 in number, and divided
equally between men and women. Learners sit in a circle, which encourages face-to-face
exchange and activity participation.

Teacher roles

The primary role of the teacher is to create situations in which the learner is most suggestible
and then to present linguistic material in a way most likely to encourage positive reception
and retention by the learner.

Lozanov (1978: 275-6) lists several expected teacher behaviors that contribute to these
presentations.
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1. Show absolute confidence in the method.

2. Display fastidious conduct in manners and dress.

Organize properly and strictly observe the initial stages of the teaching process - this
includes choice and play of music, as well as punctuality.

. Maintain a solemn attitude toward the session.

W

4
5. Give tests and respond tactfully to poor papers (if any).

6. Stress global rather than analytical attitudes toward material.
7.

Maintain a modest enthusiasm.

As Stevick (1976) points out, there are certain styles of presentation of material that are
important, intricate, and inaccessible. It appears that teachers have to be prepared to be
initiated into the method by stages and that certain techniques are withheld until such time
as the master teacher feels the initiate is ready. In addition, Bancroft (1972) suggests that
teachers are expected to be skilled in acting, singing, and psycho-therapeutic techniques
and that a Lozanov-taught teacher will spend three to six months training in these fields.

The role of instructional materials

Materials consist of direct support materials, primarily text and audio, and indirect support
materials, including classroom fixtures and music.

The text is organized around the ten units described earlier. The textbook should have
emotional force, literary quality, and interesting characters. Language problems should be
introduced in a way that does not worry or distract students from the content. “Traumatic
themes and distasteful lexical material should be avoided” (Lozanov 1978: 278). Each unit
should be governed by a single idea featuring a variety of subthemes, “the way it is in life”
(ibid.).

Although not language materials per se, the learning environment plays such a central
role in Suggestopedia that the important elements of the environment need to be briefly
enumerated. The environment (the indirect support materials) comprises the appearance of
the classroom (bright and cheery), the furniture (reclining chairs arranged in a circle), and

the music (Baroque largo, selected for reasons discussed previously).

Procedure

Hansen (2011: 408) describes a typical lesson cycle in a Suggestopedia course:

Lessons are considered in terms of a cycle: first comes the presentation, when learn-
ers absorb the material in three different ways, carefully orchestrated. The first, an
informal, dramatised introduction to the vocabulary of the text, is followed by two for-
mal but very different “concerts,” when the teacher reads the text aloud in synchrony
with a piece of music. These “input” sessions spark an unconscious “incubation”
process in each student that will continue throughout the course. Input can be com-
pleted in one long session, depending on circumstances, but it needs to be followed
by at least one night's break. Then the “elaboration” of the text begins, at first a



18 Suggestopedia 325

decoding and then a freer and more creative session ... Each lesson cycle follows this
structure, but there will be one or more “recapitulation” days to consolidate grammar,
and the course finishes with the students planning, writing and delivering their own
group performance. Each student takes on a new personality and name, framed in the
target language, for the duration of the course. The teacher also takes on roles from
time to time and mirrors fluidity of personality, changing as learning advances: being at
first an authority figure to define and support the group interaction and set parameters
of safety, gradually fading into the background as students gain in confidence and
knowledge, and finally retreating to a back seat to let them take over.

The third part - the séance or concert session - is the one by which Suggestopedia
is best known. Since this constitutes the heart of the method, we will quote Lozanov as to
how this session proceeds.

At the beginning of the session, all conversation stops for a minute or two, and the
teacher listens to the music coming from a tape-recorder. He [sic] waits and listens
to several passages in order to enter into the mood of the music and then begins to
read or recite the new text, his voice modulated in harmony with the musical phrases.
The students follow the text in their textbooks where each lesson is translated into the
mother tongue. Between the first and second part of the concert, there are several
minutes of solemn silence. In some cases, even longer pauses can be given to permit
the students to stir a little. Before the beginning of the second part of the concert, there
are again several minutes of silence and some phrases of the music are heard again
before the teacher begins to read the text. Now the students close their textbooks and
listen to the teacher’s reading. At the end, the students silently leave the room. They
are not told to do any homework on the lesson they have just had except for reading it
cursorily once before going to bed and again before getting up in the morning.

(Lozanov 1978: 272)

Conclusion

Suggestopedia has probably received both the most enthusiastic and the most criti-
cal response of any of the so-called new methods of the 1970s and 1980s. A rave review
appeared in Parade magazine of March 12, 1978. Since Parade has a weekly circulation of
some 30 million Americans, the story on Suggestopedia probably constituted the single
largest promotion of foreign language teaching ever. Suggestopedia also received a scath-
ing review in the TESOL Quarterly, a journal of somewhat more restricted circulation than
Parade (Scovel 1979). Having acknowledged that “there are techniques and procedures in
Suggestopedy that may prove useful in a foreign language classroom,” Scovel notes that
Lozanov is unequivocally opposed to any eclectic use of the techniques outside of the full
panoply of suggestopedic science. Of suggestopedic science Scovel comments, “If we have
learnt anything at all in the seventies, it is that the art of language teaching will benefit very
little from the pseudo-science of suggestology” (1979: 265).
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Part IV The teaching and learning
environment

The chapters in Part IV focus on the contributions of the learner and the teacher to learning
and teaching processes as well as the status of approaches and methods in the curriculum
development process. Chapter 19 examines the roles of the learner and how these roles
intersect with approaches and methods. In this chapter, we look at learner autonomy, learner
strategies, learning styles, and the role of technology. Part of the message of this chapter is
that learning is not the mirror image of teaching. The learner-autonomy movement as well
as research on learning strategies and learning styles emphasize that learners can be actively
involved in managing and directing their own learning and that one of the goals of teaching
is to enable learners to take more responsibility for their own learning. Technology can play
an important role in facilitating self-directed learning on the part of learners, allowing them
to personalize their learning further; it can also increase motivation.

Chapter 20 looks at the role of the teacher and issues that teachers confront in relation
to how they approach their teaching. One strategy is for teachers to adopt the prescriptions
of an approach or method and to try to match their teaching style to that of the method. This
involves changes in beliefs as well as practice. A second approach is to adapt the method to
the teacher’s local needs and context, perhaps drawing on principles and procedures from
different methods. A third strategy is for the teacher to develop his or her own teaching
approach based on beliefs, experience, and the theorization of practice. Implications of each
of these positions for both teaching and teacher training are explored in this chapter.

Chapter 21 then considers approaches and methods from the perspective of curricu-
lum development. Traditionally, syllabus design was a forward development process, where
the language, or input, was first determined, and the teaching process and output, or goals,
followed. Alternatively, the teaching process itself may be the starting point in curriculum
planning and the syllabus an outcome of teaching, which is referred to here as central design.
A third curriculum development strategy involves identification of learning outcomes as
the starting point in a process called backward design. Audiolingualism, Communicative
Language Teaching, Content-Based Instruction, and CLIL are all examples of forward
design. Methods such as the Natural Approach, the Silent Way, and Community Language
Learning are described here as examples of central design. Competency-Based Language
Teaching, the standards movement and versions of Task-Based Language Teaching
beginning with the outcomes, or tasks to be performed, are examples of backward design.
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learner autonomy emphasizes that successful learners often learn in ways that may be
independent of the methods that are used to teach them or that may be important for the
success of these methods. The effectiveness of teaching can thus be enhanced by giving
learners a more active role in managing their own learning as well as providing the means
for learners to connect their in-class and out-of-class learning. A learner-autonomous per-
spective contrasts a “top-down” teacher-managed view of learning, in which the learner is
viewed as an empty vessel waiting to receive the input provided by the teacher, with more of
a “bottom-up” understanding in which the learner is seen as engaged in constructing his or
her own understanding of language and language learning (Benson 2001; Benson and Nunan
2005). Traditional methods such as Audiolingualism and Situational Language Teaching can
be characterized as presenting a top-down approach to learning, one in which learners do
not have a choice in what or how to learn. Some of the methods of the 1980s such as Silent
Way (Chapter 16) and Total Physical Response (Chapter 15) reflect a similar role for learners:
the learner is expected to submit to the prescriptions of the method and is not consulted
or involved in making decisions about how to approach learning. This could also be said
to characterize the role of learners in more recent methods such as Task-Based Language
Teaching (Chapter 9), where the learning theory underlying the method drives the teaching
process and determines the kinds of classroom activities that the teacher makes use of.

The notion of learner autonomy suggests a different role for learners. According to
Benson (2001), this means involving learners in decisions concerning setting objectives
for learning, determining ways and means of learning, and reflecting on and evaluating
what they have learned. Autonomous learning is said to make learning more personal and
focused and, consequently, to achieve better learning outcomes since learning is based on
learners’ needs and preferences (Victori and Lockhart 1995). It contrasts with the traditional
teacher-led approach in which most decisions are made by the teacher. Benson (2001)
outlines five principles for achieving autonomous learning:

Active involvement in student learning

Providing options and resources

Offering choices and decision-making opportunities
Supporting learners

Encouraging reflection.

Ve e e

Classes that encourage autonomous learning entail the following:

e The teacher becomes less of an instructor and more of a facilitator.

e Students are discouraged from relying on the teacher as the main source of knowledge.
e Students’ capacity to learn for themselves is encouraged.

e Students are encouraged to make decisions about what they learn.

e Students’ awareness of their own learning styles is encouraged.

e Students are encouraged to develop their own learning strategies.

The Council of Europe has developed the European Language Portfolio project
(ELP) (Little 2002) which aims to provide a practical application of the notion of learner
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4. They are prepared to attend to form, constantly looking for patterns in the language.
They practice and also seek out opportunities to practice.

. They monitor their own speech and the speech of others, constantly attending to how
well their speech is being received and whether their performance meets the standards
they have learned.

7. They attend to meaning, knowing that in order to understand a message, it is not suf-

ficient to attend only to the grammar or surface form of a language.

o

The concept of strategies has attracted some degree of controversy since Rubin’s work,
because some researchers feel it overlaps with other constructs. For example, Cohen and
Dérnyei (2002) give the following examples of reading strategies:

a) With regard to reading habits in the target language:
e Making a real effort to find reading material that is at or near one’s level.
b) As basic reading strategies:
e Planning how to read a text, monitor to see how the reading is going, and then check
to see how much of it was understood
e Making ongoing summaries either in one’s mind or in the margins of the text.
c) When encountering unknown words and structures:
e Guessing the appropriate meaning by using clues from the surrounding context
e Using a dictionary to get a detailed sense of what individual words mean.

The relevance of strategy theory to teaching is that some strategies are likely to be more
effective than others, and by recognizing the differences between the strategies used by
expert and novice language learners or between successful and less successful learners, the
effectiveness of teaching and learning can be improved. Methods and approaches impli-
citly or explicitly require the use of specific learning strategies; however, the focus of much
strategy research is on self-managed strategies that may be independent of those favored
by a particular method.

A well-known classification of strategies distinguishes four different kinds of strate-
gies according to their function (Chamot 1987, 2001; Oxford 1990): cognitive strategies,
metacognitive strategies, social strategies, and affective strategies.

o Cognitive strategies. These refer to the processes learners make use of in order to bet-
ter understand or remember learning materials or input and in retrieving it, such as
by making mental associations, underlining key phrases in a text, making word lists to
review following a lesson, and so on.

e Metacognitive strategies. These are ways in which learners “control their language learn-
ing by planning what they will do, checking on progress, and then evaluating their
performance on a given task” (Cohen 2011: 682). For example, a student might focus on
the following kinds of questions in relation to a listening text that a teacher uses during
a lesson:

“How should I approach this listening text?” (planning)
“What parts of the text should I pay more attention to?” (planning)
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These kinds of differences are often observable over time in a teacher’s class and can
also be revealed through interviews, journal writing, questionnaires, and other activities
in which teachers explore their learners’ view of learning. Many different research instru-
ments and approaches have been used to investigate the notion of learning styles, and con-
sequently there are many different lists and taxonomies of learning styles. The following are
commonly referred to (Reid 1995; Richards and Lockhart 1994):

e Visual learners. These learners respond to new information in a visual fashion and prefer
visual, pictorial, and graphic representations of experience. They benefit most from reading
and learn well by seeing words in books, workbooks, and on the board. They can often learn
on their own with a book, and they take notes of lectures to remember the new information.

e Auditory learners. These learners learn best from oral explanation and from hearing
words spoken. They benefit from listening to recordings, teaching other students, and
by conversing with their classmates and teachers.

e Kinesthetic learners. Learners of this type learn best when they are physically involved
in the experience. They remember new information when they actively participate in
activities, such as through field trips or role plays.

e Tactile learners. These learners learn best when engaged in “hands on” activities. They
like to manipulate materials and like to build, fix, or make things, or put things together.

e Group learners. These learners prefer group interaction and classwork with other stu-
dents and learn best when working with others. Group interaction helps them to learn
and understand new material better.

e Individual learners. Learners of this type prefer to work on their own. They are capable
of learning new information by themselves and remember the material better if they
learned it alone.

e Authority-oriented learners. These learners relate well to a traditional classroom. They
prefer the teacher as an authority figure. They like to have clear instructions and know
exactly what they are doing. They are less comfortable with consensus-building discussion.

Learning style preferences also reflect the learner’s cultural background since con-
ceptions of both teaching and learning differ from culture to culture (Tsui 2009). In some
cultures a good teacher is one who controls and directs learners and who maintains a
respectful distance between the teacher and the learners. Learners are the more or less
passive recipients of the teacher’s expertise. Teaching is viewed as a teacher-controlled and
directed process. In other cultures the teacher may be viewed more as a facilitator. The abil-
ity to form close interpersonal relations with students is highly valued and there is a strong
emphasis on individual learner creativity and independent learning. Students may even be
encouraged to question and challenge what the teacher says. Similarly, in some cultures
students may be more willing to communicate in front of their peers in the classroom
than in other cultures. Wen and Clement (2003) suggest that in China, group cohesiveness
and attachment to group members influence Chinese students communication patterns in
the classroom. A student may believe that if he or she speaks up in class, this may not be
valued by other students since it is judged as “showing off” and an attempt to make other
students look weak. Language teaching approaches and methods often have built into
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them assumptions about preferred learning styles. Some such as Communicative Language
Teaching, Community Language Learning (Chapter 17) and Task-Based Language Teaching
favor a group-based interactive learning style which, critics have pointed out, reflects a
Western-based view of learning (IHolliday 1994a, 1994b, 2003, 2009). Students from other
educational traditions may prefer teaching that is more teacher-led or which depends more
on individual than group-based learning.

However, research has not been able to establish that some learning styles are more
effective than others (Griffiths 2012), and some researchers question the notion of learning
styles (Cassidy 2004). Griffiths (2012: 162) concludes that “no particular style can be isolated
as being important for success in language learning. Instead success rather depends on
learners choosing a style which suits their own individual and contextual needs”

The usefulness of the concept of learning styles is in how it can provide a better under-
standing of the diversity of learners that may be present in a single class. And as we noted
above, it also accounts for the fact that learners from different cultural backgrounds may
have different learning style preferences because of the type of teaching they have experi-
enced in the past. In terms of how learning styles combine with approaches and methods, the
important consideration is the following: students who come from educational backgrounds
where the teacher plays a more dominant role and where the individual is not encouraged
to stand out in a group, as in the example cited above from China, may prefer more con-
ventional teaching methods, including Audiolingualism (Chapter 4), Situational Language
Teaching (Chapter 3), or even Grammar-Translation (Chapter 1). It is very important for the
teacher to be sensitive to the cultural environment when choosing an approach or method.

The impact of technology

The movement toward a learner-centered approach to teaching in recent years reflects a
philosophical reorientation and change in thinking about the roles of learners as well as
a response to changed opportunities for learner-initiated learning through the use of the
Internet and other forms of technology. Waters (2012: 448) comments:

research shows that the use of the interactive whiteboard can have a significant effect
on teaching methodology, by making it possible for new kinds of learning oppor-
tunities to occur. There is also evidence that the increasing ubiquity of web-based
teaching and learning resources has the potential to redistribute the balance between
teacher-led and learner-led interaction. In addition, many course books are nowadays
already accompanied by an ever-widening range of linked e-resources and these are
likely to increase the opportunities for learners to work more independently as well ...

Technology thus provides opportunities for learners to be less dependent on classroom
learning and the teacher’s approach or method. It does this by:

o providing a wider exposure to English, including authentic example of language use;
o increasing opportunities for interaction both with other learners and with native-speakers
and second language users of English worldwide;
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e supporting different learning styles, allowing students to find learning resources that
match their preferred way of learning (e.g., visual or auditory styles);

o providing learners with opportunities to focus on particular skills, such as reading or
speaking;

e providing support that is suitable for learners of different proficiency levels, enabling learners
to choose activities that range in difficulty from beginner to advanced;

e encouraging more active learning through changes in the roles of students that technology
makes possible: students are no longer the passive recipients of instruction but are actively
engaged in furthering their own knowledge and skills and are more in control of the
process and the learning outcomes;

e encouraging learner autonomy through giving learners a greater level of choice over what
they learn and how they learn it, thus developing a greater sense of learner autonomy;

e providing a stress-reduced environment, since for some learners technology-based learning
is a less stressful way to practice using English than classroom-based activities where they
feel they are being compared with their peers;

e providing a social context for learning by allowing learners to join a learning community
in which they interact socially with other learners; in this way technology encourages
collaborative learning (with some activities students provide peer-tutoring, helping each
other accomplish tasks);

e increasing motivation, since motivation often increases and discipline problems decrease
when students are engaged in technology-based learning;

e providing access to more engaging material, since through the Internet learners can access
content that is often very engaging for them, such as digital games, YouTube content,
and so on;

o supporting learning outside of the classroom, such as through the use of mobile techno-
logies that can be helpful in supporting learners to use English at the point of need, for
example when traveling;

e offering opportunities for more and alternative types of feedback as with programs that
include immediate or relayed feedback to learners, and collaborative tools such as email
and chat that allow learners to work with other learners to get peer-feedback, or to get
help from a (remote) teacher.

Technology can also support many of the approaches and methods discussed in this
book. For example, it can be used as a component of Communicative Language Teaching,
Task-Based Language Teaching, Text-Based Instruction, as well as Cooperative Language
Learning, by providing opportunities for authentic interactions during which learners have
to employ and expand their communicative resources, supported by the ability to link
sound, word, texts, and images in the process. There are many possibilities, such as through
chat rooms and discussion boards. Technology also provides easy access to a rich range of
authentic materials, and it enables learners in different locations to work together on collab-
orative tasks and to make use of a variety of different modes of communication - including
print, audio, and visual. The classroom textbook can be enriched by making links to topics,
functions, and activities that appear in the book. Similarly, students can engage in follow-up
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work in the media lab or on the computer and work with real examples of the interactions
and transactions they practiced in the classroom. Technology similarly offers support for
Content-Based Instruction and CLIL (see Chapter 6). Content-focused instruction is con-
tent-driven and integrates language learning and content learning. Authentic content can
be accessed on the Internet, providing examples of natural language use. Students can also
explore websites, watch online videos and news clips, and share their reactions to these with
other learners. They may be given specific tasks to carry out (e.g., in the form of webquests),
they can prepare their own materials either individually or in groups and record blog posts
or podcasts. They can share these with other students, all while using the target language.
With task-based and text-based teaching, technology provides many opportunities to create
texts or tasks that reflect real-world uses of language, that require them to integrate skills,
that engage them in negotiation of meaning with other learners, and that also require a
focus on form. Communicative online tasks support second language acquisition through
providing opportunities for noticing and for restructuring language as students engage with
the production of both spoken and written texts (Pellettieri 2000). Task-Based Language
Teaching emphasizes the need for a broad, or holistic, approach to language development
and makes use of tasks that require the integration of different skills. Similarly, integrative
CALL provides for the integration of skills, and technology is now increasingly seen as a
useful medium for the creation and delivery of task-based teaching.

However, regardless of the support for autonomous learning available through
technology, it has been pointed out that language learning and language use is primarily a
social endeavor. Nielson (2011: 110-11) comments:

There is no existing empirical research on learning outcomes from foreign language
self-study using commercially available, stand-alone CALL materials. There is, how-
ever, research from related areas that suggests the most effective learning is not
achieved by learners working alone, and that any materials designed as stand-alone,
self-study solutions will have to compensate for this lack of interpersonal interaction.
For example, researchers investigating learner autonomy, or “the ability to take charge
of one’s own learning” (Holec, 1981, p. 3), make it clear that achieving autonomy — a
condition argued to be beneficial to the language acquisition process — does not
necessarily come about as a result of self-study. In fact, according to Benson’s (2007)
literature review on autonomous learning, “learners do not develop the ability to self-
direct their learning simply by being placed in situations where they have no other
option” (p. 22). That is, autonomy is learner-internal, and not a situational condition.

Conclusion

While approaches and methods generally contain defined roles for learners and reflect
specific assumptions about the strategies and processes learners should make use of in lan-
guage learning, learners’ contributions to language learning should not be constrained by
the practices of a particular teaching approach or method. A focus on learner autonomy;,
learning strategies, learning styles, and the opportunities for learner-focused learning
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The first stage in developing strategy use is raising learners’ awareness of the strategies
they are already using. How would you go about this? Specifically, how would you cre-
ate an environment in which learners are most likely to use a cognitive, a metacognitive,
a social, and an affective strategy?

. A good teacher takes account of learners’ preferred learning styles. However, these

may run counter to the tenets of some of the approaches and methods described in
this book. For example, in some countries learners are used to teachers being firmly
in control, but the teacher may want to use a more learner-centered approach. What
would you do in such a situation?

What teachers aim for and what learners actually learn can be two vastly different
things. Similarly, what teachers mean and what learners understand are not necessarily
the same. As a mini research project, identify one class that you have a detailed lesson
plan for with well-worked-out goals. At the end of the lesson give your students a short
questionnaire asking them the following;:

e What they thought they had to do during one of the main activities

e Why they think they had to do this - i.e., what the learning purpose was

e What they thought the three main purposes of the overall lesson were (you can
include a list of options), in order of importance

e Up to three things they learned from the class, in order of importance.

How did these match with your own goals?

Work with a colleague and observe each other’s class. To what extent do each of you do
the following?

1 (not at all) How is this done?
5 (all the time)

Take active involvement in student
learning

Provide options and resources

QOffer choices and decision-making
opportunities

Support learners

Encourage reflection

As you read in the chapter, it is important for teachers to ask the following questions in
relation to approaches and methods:

e What learning strategies does this method develop?
e What learning strategies do my learners use?
e What other learning strategies would be useful for my learners to use?
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Introduction

We have seen throughout this book that approaches and methods reflect particular
assumptions and beliefs about how learners should learn - assumptions that may need to
be reviewed based on the roles of autonomous learning, learning strategies, learning style
preferences, and technology-mediated learning. Approaches and methods also prescribe
how teachers should teach. They reflect assumptions about the nature of good teaching, the
practices and techniques teachers should make use of, the teacher’s role in the classroom,
the kinds of language and resources they should use, and the kinds of grouping arrange-
ments and interactions that should occur in their classrooms. When new approaches or
methods are introduced, they are promoted as reflecting sound theory and principles and
as being the best solution to the language teaching problem. They are often based on the
assumption that the processes of second language learning are fully understood. Many
of the books written by method gurus are full of claims and assertions about how people
learn languages, few of which are based on second language acquisition research or have
been empirically tested. Researchers who study language learning are themselves usu-
ally reluctant to dispense prescriptions for teaching based on the results of their research,
because they know that current knowledge is tentative, partial, and changing. As Atkinson
(2011: Xi) comments: “It is increasingly apparent ... that SLA is an extremely complex and
multifaceted phenomenon. Exactly for this reason, it now appears that no single theoretical
perspective will allow us to understand SLA adequately”

Much of SLA research does not support the often simplistic theories and prescriptions
found in the literature supporting some approaches and methods. For example, in making
their case for CLIL, Coyle, Hood, and Marsh (2010: 153-4) comment:

CLIL has a significant contribution to make not only to providing learners of all ages
with motivating experiences which are appropriate for knowledge creation and shar-
ing, but also, fundamentally, to cultivating the “cosmopolitan identity” ... where learn-
ing and using languages for different purposes generates tolerance, curiosity and
responsibility as global citizens.

Commenting on this grandiose claim, Paran (2013: 140) observes: “Quite apart from the
difficulty of any teaching programme to achieve this, it is not clear why CLIL can do this
better than any other teaching, unless we accept that CLIL is ‘better’ than other language
teaching, which is where the circularity of the argument comes in”

346



20 Teachers, approaches, and methods 347

At any given time, some approaches and methods have become widely accepted and
practiced, while others may have attracted much more limited interest. Some proposals
are given wide support at local, national, and international levels when they are adopted
as the framework for the national curriculum or supported by educational organizations,
teacher-training institutions, academics, and decision-makers in ministries of education.
Such was the case with Communicative Language Teaching (Chapter 5) and has also
been true in some contexts for Task-Based Language Teaching (Chapter 9), Text-Based
Instruction (Chapter 10), CLIL (Chapter 6), and the Common European Framework of
Reference (Chapter 8). From the descriptions given in this book, it is also clear that some
approaches and methods are unlikely to be widely adopted because they are difficult to
understand and use, lack clear practical application, require special training, are not
readily compatible with local traditions and practices, and necessitate major changes in
teachers’ practices and beliefs.

However, approaches and methods generally offer very different proposals for how
to teach. This sometimes creates a dilemma for teacher educators, teachers, program
coordinators, and decision-makers in ministries of education: on what basis should
an approach or method be selected? And what are the alternatives? In this chapter we
will consider three options that are available to teacher-educators, teachers, and other
decision-makers and consider the assumptions and implications of each. These options
are (a) to match teaching to the method; (b) to adapt the method to local needs; or (c) to
develop a personal approach or method.

Match your teaching to the method

An assumption of all of the instructional designs discussed in this book is that the
chosen approaches or methods work, that they are more effective than other approaches
and methods, that they are applicable in many different situations, and that adopting
them will produce successful learning outcomes in language programs. Hunter and
Smith (2012) comment on the fact that historical accounts of methods and current
debates about appropriate methodology tend to present new methods as evidence
of progress — as one set of theories, ideas, and practices is replaced by another and
presumably more appropriate and up-to-date set. Presented with a new approach or
method such as Task-Based Language Teaching, CLIL, or Text-Based Instruction, the
teachers’ task is to study the method and its principles and then apply the procedures
it recommends to their own teaching. To be able to do this, teachers need to acquire
new beliefs and practices.

New beliefs

Before changing his or her practices, the teacher needs to acquire a new set of beliefs —
some of which may run contrary to the teacher’s own beliefs and understandings (Borg
2006). Based on the assumption that practices will not change unless the teacher’s
beliefs also change, those promoting the adoption of new approaches and methods face
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necessary. Moreover, method enthusiasts create together a professional community with a
common purpose, ideology, and vernacular. This provides adherents with a cohort group
of like-minded teachers with whom they can share ideas and experiences. Like the “PPP”
prescription of Presentation, Practice, and Production (Chapter 3), a method offers to the
novice teacher the reassurance of a detailed set of sequential steps to follow in the class-
room. Nevertheless, in recent years, even for novice teachers, schools are somewhat less
rigid than they had been in the past in prescribing a method and teaching techniques.

In the case of experienced teachers, methods can restrict the teacher’s options and
choices and discourage the teacher from developing a personal teaching approach. They
can limit creativity and encourage teachers to focus on the method rather than on the
learners. Therefore, the practice of encouraging experienced teachers to match their teach-
ing to a method has come under significant criticism.

Methods presents a deficit view of teaching

A “follow the method” strategy has also been described as reflecting a deficit view of teach-
ing, one that suggests that teachers are generally deficient in their understanding of teach-
ing and that this problem can be rectified through the use of a method that was designed by
experts. Teachers have to accept on faith the claims or theory underlying the method and
apply them to their own practice. They are therefore seen as involved in the application of
other people’s theories and principles, rather than engaged in developing theories and prin-
ciples of their own. The roles of teachers and learners, as well as the type of activities and
teaching techniques to be used in the classroom, are generally prescribed and not open to
negotiation. Absent from the traditional view of methods, described above, is a concept of
learner-centeredness and teacher creativity: an acknowledgment that learners bring differ-
ent learning styles and preferences to the learning process, that they should be consulted in
the process of developing a teaching program, and that teaching methods must be flexible
and adaptive to learners’ needs and interests and reflect the teacher’s thinking.

Adapt the method to your teaching context

A more flexible way of considering approaches and methods is to see them as a resource
that can be tailored to the teacher’s needs. This view of the relationship between teachers
and methods assigns a greater role to teacher creativity and individuality and positions a
method in a supporting rather than a controlling role. The method is viewed as providing
a core set of principles and procedures that can be adapted and modified according to the
teacher’s teaching context. Questions teachers might ask from this perspective, ones where
the answers may require some creativity, would include:

How can I use a communicative approach in a class of 70 students?

How can I use Cooperative Language Learning in an exam-driven curriculum?
What principles from the Silent Way can I use in teaching speaking?

How can I adapt Total Physical Response to use in a business English course?
How can Task-Based Language Teaching be used with young learners?
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Develop a personal approach or method

Another way of characterizing the relationship between teachers and methods is to shift the focus
from methods to the teacher. This can be seen as a change in agency - from methods that change
teachers, to teachers that are engaged in the process of developing their own teaching methods
and approaches. This changed perspective on methods has been characterized as “post-method”

(Kumaravadivelu 1994, 2003). The following are characteristics of a post-method philosophy.

Using principled eclecticism

In language teaching the blending of methods into the teacher’s own method has long

been a recommendation of methodologists. Jin and Cortazzi drawing on Brown, Larsen-

Freeman, and others offer the following summary (2011: 561):

This approach would be flexible, based on an analysis of local circumstances and
needs, with a theoretical rationale and coherent principles and a philosophy of explo-
ration and reflection. Interestingly, there is some tradition of being eclectic in this way
among prestigious language teachers. It was advocated by Rivers, who cites Henry
Sweet (1889): “A good method must, before all be comprehensive and eclectic. It
must be based on a thorough knowledge of the science of language” and general
principles rather than the “one absolutely invariable method” and Harold Palmer’s
“multiple line of approach”, which “embodies the eclectic principle”; “we use each and
every method, process, exercise, drill, or device ... to select judiciously and without
prejudice all that is likely to help us in our work. Conversely, inflexibility is likely to
become dysfunctional” And “Any method ceases to be efficient when it is applied

inflexibly, according to set procedures, in every situation” (Rivers, 1981, 27).

In a survey of teachers’ view of methods in Turkey, Griffiths (2012: 473) reports:

Although the need to be aware of a variety of methods was acknowledged, several
respondents also stressed the need to be able to choose methods appropriate to the
needs of their students. Qverall, the preference of the teachers in this study seemed to be
for an eclectic approach to methodology, which leaves the teacher free to choose from a
variety of methods in order to help their students achieve success in language learning.

However, with an eclectic approach of the kind referred to here the principles the

teacher draws on are derived from external sources — from the methods the teacher is

familiar with. The teacher’s task is to review, select, and blend different principles and
practices. For example, a teacher might ask the following:

Are there aspects of Audiolingualism that are compatible with Communicative
Language Teaching?

How can Grammar-Translation be used in a text-based approach?

How can I combine a task-based and a text-based approach?

Can cooperative learning and competency-based approaches be used together?
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In comparing form-based and meaning-based methods, Lightbown and Spada (2006: 180) rec-
ommend eclecticism: “it is not necessary to choose between form-based and meaning-based
instruction. Rather, the challenge is to find the best balance between these two orientations”

Using personal principles and practical knowledge

Another post-method approach to teaching is when teachers are encouraged to develop
their own teaching philosophy, teaching style, and instructional strategies. This leads to
a knowledge base that is sometimes referred to as “principles” or as “personal practical
knowledge” (PPK) (Golombek 2009). PPK has been characterized as “a moral, affective,
and aesthetic way of knowing life’s educational situations” (Clandinin and Conelly 1987: 59).
The concept of PPK describes how from their experience and understanding of teaching as
well as from the methods they have experienced, teachers develop a set of personal values
and beliefs that shape their approach to teaching. We see these in the following example of
a teacher’s account of how she approaches her teaching (author data):

| think it's important to be positive, as a personality. | think the teacher has to be a
positive person. | think you have to show a tremendous amount of patience. And |
think if you have a good attitude, you can project this to the students and hopefully
establish a relaxed atmosphere in your classroom, so that the students won't dread to
come to class, but have a good class. | feel that it's important to have a lesson plan
of some sort ... because you need to know what you want to teach, and how you
are going to go from the beginning to the end. And also taking into consideration the
students, what their ability is, what their background is and so on. | have been in situ-
ations where | did not understand what was being taught, or what was being said, and
how frustrating it is, and so when | approach it, | say, “How can | make it the easiest
way for them to understand what they need to learn?”

Teacher training, teaching experience, as well as the teacher’s personal philosophy
and understanding serve as a source of principles and practical knowledge that can be
applied across different situations as well as in specific situations, such as when teaching
large classes, teaching young learners or adults, teaching mixed-ability classes, or teaching
specific content such as grammar or reading skills. The following are examples of principles
that are part of teachers’ PPK (Bailey 1996; Richards 1996):

e [Engage all learners in the lesson.

e Make learners, and not the teacher, the focus of the lesson.
e Provide maximum opportunities for student participation.
e Develop learner responsibility.

Be tolerant of learners” mistakes.

Develop learners’ confidence.

Teach learning strategies.

Respond to learners’ difficulties and build on them.

e Use a maximum amount of student-to-student activities.
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Thus, the ordered hierarchy that Swaffer refers to involves assigning greater or lesser priority
to tasks, according to the approach chosen - a hierarchy that tends to disappear as the class
gets underway or as the language level of the students increases. It is, perhaps, for this reason
that video samples of different approaches and methods typically demonstrate the first lesson
(or an early lesson) of a foreign language class. There are no convincing video “demonstra-
tions” with intermediate or advanced learners, perhaps because, as Brown points out, at that
level there is nothing distinctive to demonstrate.

Theorization of practice

A related dimension of teacher learning involves the theorization of practice. While method-
based teaching can be seen as an application of theory to practice, a different way of con-
ceptualizing teacher learning is to view it as involving the theorization of practice, that is,
the development of a theoretical understanding of teaching from experiences of teaching.

A theory of practice reflects a teacher’s negotiation of multiple sources of knowledge
including personal beliefs and values, pedagogical and content knowledge, knowl-
edge of children, and the expectations of the school culture where he or she works
when making instructional decisions. It is continually tests and modified as the teacher
attempts to maintain coherence between what she or he thinks and what she or he
practices.

(Dubetz 2005: 235)

Teachers begin their experience of teaching with varying levels of theoretical as well as
practical knowledge, and their familiarity with one or more approach or method is part of
this knowledge base. Over time, however, the teacher’s knowledge and beliefs change as a
result of new understandings of themselves and their learners, their understanding of their
classroom context and the curriculum, as well as their acquisition of new kinds of profes-
sional knowledge obtained from reading, from the Internet, from workshops, and from
colleagues as well as other sources. The classroom thus becomes a site for learning and
for the development of deeper and more extensive theoretical understandings of teaching.
These may lead the teacher to develop new teaching strategies. As they try them out and
review their impact on learning, they become part of the teacher’s knowledge base. The
teacher now has a more fully developed schemata to support his or her teaching through
the theorization of practice in this way.

Options for teacher education

Teacher education courses reflect a variety of different positions concerning the role they
attribute to the study of teaching approaches and methods. Some of these differences reflect
whether the course has a “teacher-training” approach and is intended for pre-service teach-
ers or a “teacher-development” perspective and is aimed at experienced teachers complet-
ing more advanced courses, perhaps at the MA level. The contexts where the trainees will
work after completing a course also affect the status of method analysis in the curriculum.
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Familiarity with a variety of different methods and a focus on
eclecticism

This approach is seen in many graduate programs designed for teachers who may teach
in many different locations after completing the course. The focus is typically on prepar-
ing teachers to teach flexibly and creatively, drawing on relevant methods and procedures
according to the teaching contexts they find themselves in. The typical “methods” courses
in such programs consist of a survey of current and past approaches and methods, obser-
vation of the methods in use (either through video or through the use of micro-teaching),
practical experience in teaching lessons using the procedures of different methods, criti-
cal reflection on the method, and discussion of how to adapt them to different teaching
contexts. (The present book is often used in this way to support the teaching of methods
courses.) Since approaches and methods have played a central role in the development
of our profession, we believe it will continue to be useful for teachers and student teach-
ers to become familiar with the major teaching approaches and methods proposed for
second and foreign language teaching. Mainstream approaches and methods draw on
a large amount of collective experience and practice from which much can be learned.
Approaches and methods can therefore be usefully studied and selectively mastered in
order to:

e lcarn how to use different approaches and methods and understand when they might
be useful;

e understand some of the issues and controversies that characterize the history of lan-
guage teaching;

e participate in language learning experiences based on different approaches and methods
as a basis for reflection and comparison;

e be aware of the rich set of activity resources available to the imaginative teacher;

e appreciate how theory and practice can be linked from a variety of different perspectives.

A post-methods approach

This strategy is also favored in some graduate programs or in courses for experienced
teachers. The focus is on developing a framework of theory and principles that can be
used to support an individual and personal teaching approach. Methods are looked at
critically in order to detect the assumptions they are based on and the interests they are
seen to represent. Alternatively, the study of methods may have no role in the program
at all. Sometimes the stance of Critical Language Pedagogy (CLP), a philosophy that
eschews reliance on methods, underlies this approach. As described by Allwright and
Hanks (2009: 54):

CLP guestioned why the world of language teaching was so full of competing meth-
ods, and speculated about whose interests this served ... The conclusion was that the
dominant interests were commercial and political (introducing the controversial notion
of “linguistic imperialism”) rather than educational.
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Discussion questions

1.

Does the country where you teach have a prescribed national curriculum? If so, does it
favor or require the use of one particular teaching method or approach? On what basis
was this selected?

If your country does have a national curriculum, which of the methods of changing
teachers’ beliefs on page 348 was used when the latest version of the national curriculum
was implemented?

It is said (p. 348) that teachers’ core beliefs are resistant to change. Consider your own
development as a teacher.

e IHow have your beliefs about learning changed over the years?

e And your beliefs about teaching?

e IHow are these different from the ways in which you were taught and learned when
you were young?

e If you have been teaching for a while, when was the last time in your career that you
made a significant change in the ways you teach?

Share your experiences with a colleague.

Read the experience of one teacher below (author data). If you are currently teaching,
have you ever attempted to change a major aspect of your teaching? How did you experi-
ence this change?

| first became interested in learner autonomy a few years ago after attending a con-
ference. | liked the idea of giving my learners more control over their learning, espe-
cially as many of my students go overseas and will need to continue to improve by
themselves. After some time | realised that, despite my enthusiasm, in some ways my
teaching hadn’t really changed. | would, for instance, tell students they could choose
what materials to work on, but in hindsight | only let them choose from materials that
| provided. Assessments also didn’t really change — it would still be marking students’
work, not students assessing themselves or each other, for example. It took me a long
time to really change my teaching practices, and in some ways | have learned that | am
still not fully comfortable with giving up too much control of the classroom.

You have read arguments for and against the adoption by teachers of methods. What is your
personal view? Is there room for methods? Do you agree that methods might be more suit-
able for novice teachers? In what other situations might you recommend use of methods?

. What would you say to the teachers asking the questions below. Give reasons for and

against using the approaches and methods mentioned in these situations.

“How can I use a communicative approach in a class of 7o students?”
“How can I use co-operative learning in an exam driven curriculum?”
“What principles from the Silent Way can I use in teaching speaking?”
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Use a maximum amount of student-to-
student activities.

Promote cooperation among learners.

Practice both accuracy and fluency.

Address learners’ needs and interests.

Make learning fun.

12. “As they gain experience, many teachers report that they no longer use the methods they
were trained to use but adapt a much more flexible approach to methodology” (p. 349). Using
the comparison of approaches and methods in the Appendix at the end of the book, ask a col-
league to observe one of your classes and identify which elements of each of these are used.

(Aspect of) approach or method Classroom activity
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21 Approaches, methods, and the
curriculum

Introduction

In describing language teaching approaches and methods in this book, we have focused on
the classroom processes that constitute different instructional designs in language teaching
and the theories and principles that they are based on.! We have seen that approaches and
methods reflect different assumptions about what is learned, how it is learned, and what the
outcomes of learning are. In educational planning, issues related to the inputs to teaching,
to teaching processes, and to the learning outputs that result are elements of the process
of curriculum development. The term curriculum refers to the overall plan or design for a
course and how the content for a course is transformed into a blueprint for teaching and
learning which enables the desired learning outcomes to be achieved.

Curriculum takes content (from external standards and local goals) and shapes it into
a plan for how to conduct effective teaching and learning. It is thus more than a list of
topics and lists of key facts and skills (the “input”). It is a map of how to achieve the
“outputs” of desired student performance, in which appropriate learning activities and
assessments are suggested to make it more likely that students achieve the desired
results.

(Wiggins and McTighe 2006: 6)

In this chapter, we will examine how the approaches and methods we have examined
reflect different understandings of how the elements of a curriculum are related and the
processes by which they are arrived at. We will consider three alternative strategies that
are reflected in the approaches and methods we have described in this book. As we noted
in Chapter 8, one strategy is to first make decisions about what to teach (input), then
to determine how to teach it (process), and finally to assess what was learned (output).
We refer to this as forward design. Another strategy is to start with teaching processes
or methodology and to let these determine input and output. We refer to this as central
design. A third strategy is to start with learning outcomes or output and work backward
to determine issues of process and content. This is known as backward design (Wiggins
and McTighe 2006).

' This chapter reproduces material from Richards, J. C. (2013) “Curriculum approaches in language teaching: forward,
central and backward design,” RELC Journal, 44(1): 5-33.
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Input, process, and output in a language curriculum

In language teaching, input refers to the linguistic content of a course. It seems logi-
cal to assume that before we can feach a language, we need to decide what linguistic
content to teach. Once content has been selected, it then needs to be organized into
teachable and learnable units as well as arranged in a rational sequence. The result is
a syllabus. We have seen in this book that there are many different conceptions of a
language syllabus. Different approaches and methods reflect different understandings
of the nature of language and different views as to what the essential building blocks
of language proficiency are, such as vocabulary, grammar, functions, or text-types (i.e.,
different syllabus types).

Once input has been determined, issues concerning teaching methods and the
design of classroom activities and materials can be addressed. These belong to the domain
of process. Process, or what is generally referred to in language teaching as methodol-
ogy, encompasses the types of learning activities, procedures, and techniques that are
employed by teachers when they teach. Once a set of teaching processes has been stand-
ardized and fixed in terms of principles and associated practices, it is generally referred to
as a method, as in Audiolingualism or Total Physical Response. Therefore, it could be said
that a method is the standardization of a methodology. In this book we have suggested
how these procedures and principles relate to theories of the nature of language and of
second language learning and the roles of teachers, learners, and instructional materials
found in different approaches and methods. Output refers to learning outcomes, that is,
what learners are able to do as the result of a period of instruction. This might be a tar-
geted level of achievement on a proficiency scale (such as the ACTFL Proficiency Scale)
or on a standardized test such as TOEFL. Today, desired learning outputs or outcomes are
often described in terms of objectives or in terms ot performance, competencies, or skills.
In simple form the components of curriculum and their relationship can be represented
as in Figure 21.1:

Figure 21.1 Dimensions of a curriculum

The relationship between approaches, methods, and the curriculum can be seen to
reflect two important aspects of curriculum development:

e Curriculum development in language teaching can start from input, process, or
output.

e FEach starting point reflects different assumptions about both the means and the ends of
teaching and learning.
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Conventional wisdom and practice tend to assume that decisions relating to input, process,
and output occur in sequence, each one dependent on what preceded it. Curriculum devel-
opment from this perspective starts with a first-stage focus on input — when decisions about
content and syllabus are made; moves on to a second-stage focus on methodology — when
the syllabus is “enacted”; and then leads to a final stage of consideration of output — when
means are used to measure how effectively what has been taught has been learned. However,
this view of the curriculum does not, in fact, reflect how language teaching has always been
understood, theorized, and practiced in recent times. Much debate and discussion about
effective approaches to language teaching can be better understood by recognizing how dif-
ferences in the starting points of curriculum development have different implications and
applications in language teaching. This leads to the distinction between forward design,
central design, and backward design referred to above. Forward design means developing
a curriculum through moving from input, to process, and to output. Central design means
starting with process and deriving input and output from classroom methodology. Backward
design, as the name implies, starts from output and then deals with issues relating to process
and input. The three different processes of curriculum development can thus be represented
in simple form as in Figure 21.2.

Forward design:

content ' process - outcomes

Central design:
i | o ——
™ i
Backward design:
W G w
T

Figure 21.2 Curriculum design processes

Each of these curriculum development approaches will now be illustrated and exam-
ples given of how they relate to approaches and methods in language teaching.

Forward design

Forward design is based on the assumption that input, process, and output are related
in a linear fashion. In other words, before decisions about methodology and output are
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Syllabus and methodology

With a forward design approach, decisions about teaching processes or methodology
follow from syllabus specification. Ideally, the planner starts with a theory of language and a
syllabus derived from it and then looks for a learning theory that could be used as the basis
for an appropriate pedagogy. In some cases there has been a natural link between input
and process, between content and method, such as the natural link between structural
linguistics and behaviorist learning theory that led to both the Audiolingual Method and
Situational Language Teaching. However, in theory a syllabus does not necessarily imply a
particular methodology. A structural syllabus can be embodied in an audiolingual as well
as a task-based course, and there are many different ways in which a text-based or func-
tional syllabus can be taught. The point here is simply that with forward design, decisions
about how to teach follow from decisions about the content of a course, and decisions about
output or learning outcomes follow from decisions about methodology.

Forward design in language teaching

Many of the approaches and methods in this book, such as Audiolingualism and Communica-
tive Language Teaching, reflect the process of forward design. Clark suggests that the commu-
nicative approach still reflects the same assumptions as Audiolingualism since they both start
with a model of language that is broken down into smaller units — elements of knowledge
and part-skills. These are then sequenced from simple to more complex and build toward the
desired learning outcomes. This approach

has had a powerful influence in recent years on the design of foreign language curriculum.
It has given rise to the audio-lingual, audio-visual/situational, topic-based, and functional-
notional approach to foreign language learning ... All of these approaches have sought to
bring about an effective communicative ability in learners as their ultimate goal, but have
conceptualized this ability and the way to bring it about in different ways, adopting different
organizing principles in the design of the foreign language curriculum. The audio-lingual
approach conceptualized a communicative ability in terms of good grammatical habits.
The audio/visual situational approach focused on the ability to understand and produce
appropriate phrases related to particular situations. Topic-based approaches emphasized
the ability to cope with certain topics. The functional-notional approach has focused on
mastery of formal means to interpret and express certain predetermined meanings
(Clark 1987: 23)

Content-Based Instruction and its more recent variant CLIL are also examples of for-
ward design. They seck to develop language proficiency as well the mastery of subject mat-
ter, critical thinking, and other cognitive skills through the use of a syllabus that integrates
both language and subject matter (e.g., science, geography, history, environmental studies).
As with other forward design models, the process of developing a curriculum typically
starts with the design of a syllabus that contains both content and language components.
This then leads to the choice of suitable instructional materials as well as selection of
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the elaboration of a detailed language syllabus or specification of learning outcomes. Issues
related to input and output are dealt with affer a methodology has been chosen or devel-
oped, or during the process of teaching itself.

Clark (1987) refers to this as “progressivism” and an example of a process approach to
the curriculum.

We communicate, and if it is found useful we can look at the product of our efforts and
discuss what has occurred by examining the exponents and attempting to relate them
to particular notions and functions, or to lexical and grammatical categories. But this is
an after-the-event way of breaking up the flux and flow of a particular discourse, rather
than the means of predetermining what one may wish to say. This does not deny that
the teacher and pupil may need to focus on particular elements of rhetorical, semantic,
and grammatical content that arise in the discourse. It seems important to insist, how-
ever, that such focuses should arise out of language in use, rather than precede them,
so that learners are enabled to discover rules of use, form-meaning relationships, and
formal rules and systems against the backcloth of real contextualized discourse.
(Clark 1987: 40)

Research on teachers’ practices reveals that teachers often follow a central design approach
when they develop their lessons by first considering the activities and teaching procedures
they will use. Rather than starting their planning processes by detailed considerations of
input or output, they start by thinking about the activities they will use in the classroom.
While they assume that the exercises and activities they make use of will contribute to
successful learning outcomes, it is the classroom processes they seek to provide for their
learners that are generally their initial focus.

In general education this approach was advocated by Bruner (1966) and Stenhouse
(1975) who argued that curriculum development should start by identifying the processes of
inquiry and deliberation that drive teaching and learning - processes such as investigation,
decision-making, reflection, discussion, interpretation, critical thinking, making choices,
cooperating with others, and so on. Content is chosen on the basis of how it promotes the use
of these processes, and outcomes do not need to be specified in any degree of detail, if at all.

[The curriculum] is not designed on a pre-specification of behavioural objectives. Of
course there are changes in students as result of a course, but many of the most valued
are not to be anticipated in detail. The power and the possibilities of the curriculum can-
not be contained within objectives because it is founded on the idea that knowledge must
be speculative and thus indeterminate as to student outcomes if it is to be worthwhile.
(Stenhouse 1975, cited in Clark 1987: 35)

And again:

Education as induction into knowledge is successful to the extent that it makes the
behavioural outcomes of the students unpredictable.
(Stenhouse 1970, cited in Clark 1987: 35)
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Clark’s description of the features of “progressivism” (1987: 49-90) captures the essence of
central design:

e It places less emphasis on syllabus specification and more on methodological principles
and procedures.

e It is more concerned with learning processes than predetermined objectives.

e It emphasizes methodology and the need for principles to guide the teaching learning process.

e It is learner-centered and seeks to provide learning experiences that enable learners to
learn by their own efforts.

It regards learners as active participants in shaping their own learning.

It promotes the development of the learner as an individual.

It views learning as a creative problem-solving activity.

It acknowledges the uniqueness of each teaching-learning context.

It emphasizes the role of the teacher in creating his or her own curriculum in the classroom.

Central design in language teaching

Although language teaching in the first part of the twentieth century was shaped by teach-
ing methods which reflected a forward planning approach as we saw above, some of the
alternative methods that emerged in the second half of the twentieth century, such as the
Silent Way, Community Language Learning, and the Natural Approach, rejected the need
for predetermined syllabuses or pre-planned learning outcomes and were built instead
around specifications of classroom activities. These new teaching methods and approaches
started with process rather than input or output and, as we have seen, were often recognized
by the novel classroom practices they employed. They reflected central design approach -
one in which methodology is the starting point in course planning, and content is chosen
in accordance with the methodology rather than the other way round. For example, we
saw in Chapter 14 that Krashen and Terrel's Natural Approach (1983) proposed that com-
municative classroom processes engaging the learners in meaningful interaction and com-
munication at an appropriate level of difficulty were the key to a language course, rather
than building teaching around a predetermined grammatical syllabus.

In setting communicative goals, we do not expect the students at the end of a particu-
lar course to have acquired a certain group of structures or forms. Instead we expect
them to deal with a particular set of topics in a given situation. We do not organize the
activities of the class about a grammatical syllabus.

(Krashen and Terrell 1983: 71)

Like other central design proposals, there is no need for clearly defined outcomes or objec-
tives. The purpose and content of a course “will vary according to the needs of the students
and their particular interests” (Krashen and Terrell 1983: 65). Goals are stated in very gen-
eral terms such as “basic personal communication skills: oral” and “basic personal commu-
nication skills: written.” The fact that the Natural Approach was not input- or output-driven
(i.e., not built around a predetermined syllabus and set of learning outcomes) meant that
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Tsui (2005, cited in Graves 2008: 168) contrasts approaches of this kind with tradi-
tional approaches by comparing the kinds of questions a teacher might ask working within
what is described here as a forward design and central design approach.

e Forward design issues:
What linguistic forms do we want to teach?
How do we represent these items in the form of tasks or activities?
How do we get learners to use the target items to complete the tasks or activities, either
individually or in pairs/groups?
Are there any gaps between the target-language structures/functions and those pro-
duced by the students?

o Central design issues:
What opportunities are afforded for learners to participate in meaning making?
What kind of shared understanding needs to be established among the learners?
What kind of participation framework is being set up and what are the role configura-
tions for the group and for the individual learner over time?
What opportunities have been created by learners in the process of participation?

Interaction between the elements of central design

What central design approaches and methods have in common is the priority they attribute
to learning processes, classroom participation, and the role of the teacher and the learners in
creating opportunities for learning. The syllabus or learning input - rather than being some-
thing that is predetermined or prescribed and regarded as essential in initiating curriculum
development - is rather an outcome of teaching and learning (Figure 21.4).

assessment

outcomes content
Teaching

content outcomes
assessment

Figure 21.4 The central design process
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Backward design

The third approach to curriculum design is to begin with a specification of learning outputs
and to use these as the basis for developing instructional processes and input. Backward
design starts with a careful statement of the desired results or outcomes: appropriate teach-
ing activities and content are derived from the results of learning. This is a well-established
tradition in curriculum design in general education, and in recent years it has reemerged
as a prominent curriculum development approach in language teaching. It was sometimes
described as an “ends-means” approach, as seen in the work of Tyler (1949) and Taba
(1962), who viewed instruction as the specification of ends as a prerequisite to devising the
means to reach them. The process consists of:

Step 1: diagnosis of needs
Step 2: formulation of objectives
Step 3: selection of content
Step 4: organization of content
Step 5: selection of learning experiences
Step 6: organization of learning experiences
Step 7: determination of what to evaluate and of the ways of doing it
(Taba 1962: 12)

The role of methodology was to determine which teaching methods were most effective
in attaining the objectives, and a criterion-referenced approach would be used for assess-
ment (i.e., one linked to the attainment of specified levels of performance). There is no
place for individually determined learning outcomes: the outcomes are determined by the
curriculum designer.

Examples of the use of backward design in language teaching are detailed below.

Backward design through objectives

From the 1950s, educating teachers in how to describe learning outcomes in the form of
objectives became a minor industry, and since then generations of teachers have been
taught to begin lesson planning by first developing statements of objectives rather than
from considerations of methodology. Wiggins and McTighe (2006), who argue for starting
with a clear description of learning outcomes as the basis for curriculum planning, state
that three steps are required with backward design:

1. Identify desired results.
2. Determine acceptable evidence of learning.
3. Plan learning experiences and instruction.

The planning process begins with a clear understanding of the ends in mind. For Wiggins
and McTighe, it explicitly rejects as a starting point the process or activity-oriented cur-
riculum in which participation in activities and processes is primary. A variety of teaching
strategies can be employed to achieve the desired goals, but teaching methods cannot be
chosen until the desired outcomes have been specified. From this perspective many of the
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central design methods or activity-oriented approaches discussed eatlier fail to meet the
criterion of good instructional design.

The error of activity-oriented design might be called “hands-on without being
minds-on” — engaging experiences that lead only accidentally, if at all, to insight or
achievement ... activity-oriented curricula lack an explicit focus on important ideas
and approach evidence of learning ... [learners] are led to think the learning is the
activity instead of seeing that the learning comes from being asked to consider the
meaning of the activity ... The shift, therefore, is away from starting with such ques-
tions as “What book will we read?” or “What activities will we do?” or “What will
we discuss” to “What should [the learners] walk out the door able to understand [or
do] regardless of what activities or tests we use? And “What is evidence of such
ability?” and, therefore, “What texts, activities, and methods will best enable such
a result?”

(Wiggins and McTighe 2006: 16, 17)

In language teaching a number of curriculum approaches have been advocated that reflect
the principles of backward design.

Needs analysis

Identifying learning outcomes or objectives is often seen to depend upon a systematic
analysis of the learners’ communicative needs, and this approach emerged in the 1960s
as part of the systems approach to curriculum development - an aspect of the preva-
lent philosophy of educational accountability from which the use of objectives was also
derived (Stufflebeam et al. 1985). Needs analysis is part of the process by which aims
and objectives are determined: needs analysis is also the starting point for curricu-
lum development in some versions of Task-Based Language Teaching and is used to
determine an inventory of target-tasks learners need to be able to master in the target
language.

The design of a task-based syllabus preferably starts with an analysis of the students’
needs. What do these students need to be able to do with the target language? What
are the tasks they are supposed to perform outside of the classroom? Using differ-
ent sources and different methods (such as interviews, observations, and surveys) a
concrete description of the kinds of tasks students will face in the real word is drawn
up. This description, then, serves as the basis for the design and sequencing of tasks
in the syllabus.

(Van den Branden 2012: 134)

Thus, if a task-based program begins with a cataloguing of outcomes, or tasks to be
performed outside the classroom, it would be an example of backward design. The
methodology of this approach to TBLT is then built around activities or tasks that require
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A forward design option may be preferred in circumstances where a mandated curriculum
is in place, where teachers have little choice over what and how to teach, where teachers
rely mainly on textbooks and commercial materials rather than teacher-designed resources,
where class size is large, and where tests and assessments are designed centrally rather than
by individual teachers. Since forward design can be used to develop published materials,
there will generally be a wide range of teaching resources and materials to choose from.
Forward design may also be a preferred option in situations where teachers may have limi-
ted English language proficiency and limited opportunities for professional development,
since much of the planning and development involved can be accomplished by specialists
rather than left to the individual teacher.

Central design approaches do not require teachers to plan detailed learning outcomes,
to conduct needs analysis, or to follow a prescribed syllabus; hence, they often give teachers a
considerable degree of autonomy and control over the teacher learning process. In the case of
method-based approaches, however, teachers may be required to understand the sometimes
obscure theory underlying the method as well as to master techniques and procedures that
may initially prove difficult. Or they may simply adopt the practices without worrying about
their claims and theoretical assumptions since they offer a supposedly “tried and tested or
expert-designed” teaching solution. Adoption of a central design approach may also require
a considerable investment in training, since teachers cannot generally rely on published
coursebooks materials as the basis for teaching. With post-method and learner-community
approaches, teaching strategies are developed according to the teacher’s understanding of
the context in which he or she is working as well as on his or her individual skill and exper-
tise in managing the instructional process and in developing teaching materials and forms
of assessment. High levels of professional knowledge as well as of language proficiency are
probably a prerequisite.

A backward design option may be preferred in situations where a high degree of
accountability needs to be built into the curriculum design and where resources can be
committed to needs analysis, planning, and materials development. Well-developed pro-
cedures for implementing backward design procedures are widely available, making this
approach an attractive option in some circumstances. In the case of large-scale curriculum
development for a national education system, much of this development activity can be
carried out by others, leaving teachers mainly with the responsibility of implementing the
curriculum. In other circumstances such as a private institute developing company-specific
courses, a more bottom-up approach may be adopted and the work required may be carried
out by a well-trained and skillful individual teacher or group of teachers working together.

In conclusion, any language teaching curriculum contains the elements of content,
process, and output. Historically, these have received a different emphasis at different
times. Curriculum approaches differ in how they visualize the relationship between
these elements, how they are prioritized and arrived at, and the role that syllabuses,
approaches, methods, materials, teachers, and learners play in the process of curricu-
lum development and enactment. The notion of forward, central, and backward design
provides a useful metaphor for understanding the different assumptions underlying
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. Which of the three approaches is most common in commercially published materials?

Why?

In which of the three approaches do teachers have the greatest degree of freedom?
Why?

. Input is often associated with syllabus, process with methodology, and output with

learning outcomes. For which of the three aspects (input, process, output) of curricu-
lum development will the following be most useful?

The Academic Word List

The Common European Framework of Reference for Languages
Game-based learning theory

The British National Corpus

. For each of the main approaches and methods described in this book (you can use the

table of contents page), choose whether they predominantly used a forward, central, or
backward design.

For each of these groups, describe which curriculum development process you think
would be best and give reasons:

e A group of engineers taking an intensive ESP course

e A group of primary school students of Spanish as a second language for whom this
will be their first experience with the language

e A group of call center telephone support staff who will be working for a credit card
company’s helpline.

Work with a colleague. One of you reads the three statements below while the other
responds with a counter-argument. Change roles until you have three counter-arguments.

“It is impossible to decide what to teach unless you have decided what is worth
learning.”

“It is impossible to know beforehand what learners will learn; learning is a
creative, unpredictable process and the learners needs come first”

“It is impossible to be a successful teacher unless you know exactly what learning
outcomes you are aiming for.”
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From the survey of approaches and methods presented in this book, we have seen that
the history of language teaching in the last one hundred years has been characterized by a
search for more effective ways of teaching second or foreign languages. The most common
solution to the “language teaching problem” was often seen to lie in the adoption of a new
teaching approach or method. One result of this trend was the era of so-called designer or
brand-name methods, that is, packaged solutions that can be described and marketed for
use anywhere in the world. Thus, the Direct Method was enthusiastically embraced in the
early part of the twentieth century as an improvement on Grammar Translation. In the
1950s the Audiolingual Method was thought to provide a way forward, incorporating
the latest insights from the sciences of linguistics and psychology. As the Audiolingual
Method began to fade in the 1970s, particularly in the United States, Communicative
Language Teaching (CLT) as well as a variety of guru-led methods emerged to fill the
vacuum created by the discrediting of Audiolingualism. While minor methods such as
the Silent Way, Total Physical Response, and Suggestopedia had declined substantially
by the turn of the century, new proposals for the organization of language teaching and
learning have continued to influence language teaching policies and practices in different
parts of the world. As noted in this text, these include Task-Based Language Teaching,
Text-Based Instruction, CLIL, and the Common European Framework of Reference. And
CLT continues to be considered the most plausible basis for language teaching in many
contexts today, although, as we saw in Chapter 5, CLT can be applied and interpreted
in a variety of ways. As Waters observes (2012), for some, CLT has taken the form of
Task-Based Language Teaching (TBLT), for some, it is best reflected in a CLIL approach,
while for others it is reflected in Dogme ELT, “a materials-light, conversation-driven
philosophy of teaching that, above all, focuses on the learner and emergent language”
(Meddings and Thornbury 2009: 103). Reviewing developments in approaches and
methods since 1995, Waters (2012) concludes that at the level of classroom practice, since
the 1990s methodology has been relatively stable.

This book describes approaches and methods in language teaching. We have described
an approach as a set of beliefs and principles that can be used as the basis for teaching a lan-
guage. An approach, however, does not lead to a specific set of prescriptions and techniques
to be used in teaching a language. Approaches such as CLT, Content-Based Instruction
(CBI) and CLIL are characterized by a variety of interpretations as to how the principles
can be applied. Because of this level of flexibility and the possibility of varying interpreta-
tions and application, approaches tend to have a long shelf life. They allow for individual

382
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interpretation and application. They can be revised and updated over time as new practices
emerge. On the other hand, a method such as Audiolingualism or Community Language
Learning refers to a specific instructional design or system based on a particular theory of
language and of language learning. It contains detailed specifications of content, roles of
teachers and learners, and teaching procedures and techniques. It is relatively fixed in time
and there is generally little scope for individual interpretation. As we discussed in Chapter
20, methods are learned through training. The teacher’s role is to follow the method and
apply it reasonably precisely according to the rules. Compared to approaches, methods tend
to have a relatively short shelf life. They are often linked to very specific claims and to pre-
scribed practices and tend to fall out of favor as these practices become unfashionable or
discredited. The heyday of methods - particularly the “innovative” or “designer methods” -
can be considered to have lasted up till the late 1980s.

However, methods offer some advantages over approaches, and this doubtless explains
their appeal. Because of the general nature of approaches, there is often no clear application
of their assumptions and principles in the classroom, as we have seen with a number of the
approaches described in this book. Much is left to the individual teacher’s interpretation,
skill, and expertise. Consequently, there is often no clear right or wrong way of teaching
according to an approach and no prescribed body of practice waiting to be implemented.
This lack of detail can be a source of frustration and irritation for teachers, particularly those
with little training or experience. Methods tend to be more prescriptive and less open to
interpretation.

Yet the notion of approaches and methods has come under criticism since the 1990s
promoted by ideological objections and by charges of oversimplification, as well as by greater
recognition of the roles of learners and teachers in the learning process. Ideological objections
often reflect a “critical theory” perspective, arguing that Western-based educational philoso-
phies are liable to the charge of “native-speakerism” and “cultural imperialism,” imposing
assumptions about teachers and learning that may be incompatible with local cultures. For
example, we saw in Chapter 5 that attempts to introduce CLT in countries with very different
educational traditions from those in which CLT was developed (i.e., Britain and the United
States and other English-speaking countries) have sometimes been unsuccessful. Some have
referred to the import of Western teaching methods as an aspect of “cultural imperialism”
because the assumptions and practices implicit in CLT are viewed as “correct,” whereas
those of the target culture are seen as in need of replacement. (See, e.g., Phillipson 1992;
Kumaravidivelu 2012.) Similarly, approaches and methods such as Community Language
Learning, Cooperative Language Learning, and TBLT all make assumptions about the roles
of teachers and learners that are not necessarily culturally universal.

The charge of simplification has also been made by some observers who have sug-
gested that describing teaching in terms of approaches and methods - and by labeling
teaching proposals as such - presents methods “as fixed sets of procedures and principles,
with little attention being paid to the contexts in which these developed, the way alterna-
tives were debated at the time, or indeed the extent to which there was continuity with pre-
vious periods” (Hunter and Smith 2012: 430). The status of methods has also been reviewed
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in the light of a focus on both learner and teacher autonomy, as outlined in Chapters 19 and
20. Hence, the term “post-methods era” is sometimes used to describe a current perspective
on teaching, the characteristics of which are reflected in Chapters 19 and 20. In Chapter
20 we also discuss different options for including a focus on approaches and methods in
teacher education courses for language teachers.

Looking forward

How do we feel the language teaching profession will move ahead in the near, or even more
distant, future? The approaches and methods surveyed in this book have identified a num-
ber of issues that we expect to continue to shape the future of language teaching in differ-
ent ways. Some of the responses to these issues may take the form of new approaches and
methods; others may lead to a refining or reshaping of existing approaches and methods
as the teaching profession responds to the findings of new research and to developments
in educational theory and practice. The initiatives for changing programs and pedagogy
may come from within the profession - from teachers, administrators, theoreticians, and
researchers. Incentives or demands of a political, social, or even fiscal nature may also drive
change, as they have in the past. Particular personalities and leaders in the field may also
shape the future of language teaching. Change may also be motivated by completely unex-
pected sources. We close, therefore, by identifying some of the factors that have influenced
language teaching trends in the past and that can be expected to continue to do so in the
future.

e Government policy directives. Increased demands for accountability on the part of fund-
ing agencies and governments have driven educational changes on a fairly regular basis
for decades and are likely to continue to do so in the future. The standards movement, a
focus on competencies in language programs, and the Common European Framework
of Reference (CEFR) are examples of top-down influences on language teaching.

e Trends in the profession. The teaching profession is another source for change. Professional
certification for teachers, as well as endorsement of particular trends or approaches by
professional organizations and lobby groups promoting particular issues and causes, can
have an important influence on teaching. CLIL and TBLT are benefiting from support of
this kind in some parts of the world.

e Guru-led innovations. Teaching has sometimes been described as artistry rather than
science and is often shaped by the influence of powerful individual practitioners with
their own schools of thought and followers. Just as Gattegno, Lozanov, and Krashen
inspired a number of teachers in the 1970s and 1980s, as did Gardner in the 1990s, so
doubtless new gurus will attract disciples and shape teaching practices in the future.

e Responses to technology. The potential of the Internet, the World Wide Web, and other
computer interfaces and technological innovations is likely to capture the imagination
of the teaching profession in the future, as it has in the past, and will influence both the
content and the form of instructional delivery in language teaching.
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o Influences from academic disciplines. Disciplines such as linguistics, psycholinguistics, and
psychology have shaped theories of language and language learning and support particular
approaches to language teaching. As new theories emerge in disciplines such as these, they
are likely to have an impact on future theories of teaching. Justas in the past Audiolingualism
and cognitive-code learning reflected linguistic theories of their day, so new insights from
functional linguistics, corpus linguistics, psycholinguistics, or sociolinguistics, or from
sources now unknown, may play a dominant role in shaping language pedagogy.

e Research influences. Second language teaching and learning is increasingly a field for
intensive research and theorizing. Second language acquisition research provided
impetus for the development of the Natural Approach and TBLT, and it will doubtless
continue to motivate new language teaching approaches.

o Learner-based innovations. Learner-based focuses recur in language teaching and other
fields in approximately ten-year cycles, as we have seen with individualized instruc-
tion, the learner-centered curriculum, learner training, learner strategies, and Multiple
Intelligences. We can anticipate a continuation of this trend.

o Crossover educational trends. Cooperative Language Learning, Whole Language, and
Multiple Intelligences represent crossovers into second language teaching of movements
from general education and elsewhere. Such crossovers will doubtless continue because
the field of language teaching has no monopoly over theories of teaching and learning.

e Crossovers from other disciplines. Encounters with cognitive psychology, psychotherapy,
communication science, ethnography, and human engineering have left their imprint on
language pedagogy and exemplify the way that such diverse disciplines can influence a
field that is always looking for inspiration.

Despite changes in the status of approaches and methods, we can therefore expect the field
of second and foreign language teaching in the twenty-first century to be no less a ferment
of theories, ideas, and practices than it has been in the past.

Discussion questions

1. Why do you think language teaching practices have often been described in terms of
approaches and methods? What do you think are the advantages or limitations of this
way of describing teaching?

2. Examine some recent commercial textbooks, either for the teaching of general English
or a specific skill area. To what extent do the books claim to reflect the principles of a
particular teaching approach or method? If so, how is this reflected in the design and
contents of the book?

3. To what extent do coursebooks in use in your country (or in a context you are familiar
with) reflect local cultural and educational traditions?

4. In what ways is technology influencing language teaching in your school or classroom?
Do you see changes in the way an approach or method is implemented (consider areas
such as roles of teachers and learners, and procedure) as a result of technology?
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categorized to form the o drills
basis of teaching o controlled
e Target language is the oral-based
language of instruction reading and

writing tasks

38¢



Chapter and

Key characteristics

Influence on

Teacher role

Learner role

Common

method current language classroom
teaching activities

4 e Language taught e Teach the e Expert e Developing ¢ Pronunciation

The through speaking language, not ¢ Provides error linguist activities

Audiolingual e A focus on sentence about the language correction e |mitator e Pattern drills

Method patterns e A language is what | ® Linguist e Mimicking

* Repetition and drills its native speakers native-speaker
lead to habit formation say, not what they speech

¢ Linguistic analysis and
contrastive analysis
inform syllabus content
and seguencing

e Little focus on writing

* Focus on avoidance of
errors and an emphasis
on grammatical
accuracy

e Teacher control

ought to say

e Importance of
practice

e Use of the target
language

¢ Repetition-based
tasks

e Acting out
dialogues

xipuaddy



Chapter and | Key characteristics Influence on Teacher role Learner role Common

method current language classroom
teaching activities

5 e Focus on meaning ¢ Most ¢ Communication e Active ¢ Collaborative

Communicative | ® Focus on functional characteristics facilitator communicative learning through

Language aspects of language (e.g., authentic ¢ Encourages fluency participant pair and group

Teaching * Emphasis on interaction communication, ¢ Collaborator work; negotiation

e Emphasis on
authenticity of input

e |earning by doing
through direct practice

e |earner-centered

pair work, and
group work) still
influence current
teaching practice
* Changes since
approach was
introduced:

o Balance of
fluency and
accuracy has
been refined

o Learner
autonomy,
diversity, and
teachers as
co-learners now
play more
important role

of meaning

e Activities
focusing on
communication,
e.g., jigsaw,
task-completion,
information-
gathering,
information-
sharing

e Activities
focusing on
fluency, with a
high degree of
tolerance for
errors

¢ |nformation
gap, opinion,
and reasoning
activities

¢ Role plays

06¢

xipuaddy



Chapter and | Key characteristics Influence on Teacher role Learner role Common
method current language classroom
teaching activities
6 Language learning e Strong awareness | Subject and e Active creator |e Performance-
CBl and CLIL combined with subject of subject matter language of knowledge oriented activities
learning e Awareness of knowledge; and e Discussion
Focus on exchange students’ real-life may be materials understanding activities
of information through purpose for developer * Autonomous ¢ Collaborative

communication

Closely tied to learners’
needs

Importance of
comprehension
Development of
intercultural awareness

learning the
language

¢ Collaborator (with
subject teachers)

¢ Needs analyst

¢ Learner-centered
facilitator

learner
* Collaborative
learner

work

¢ (Critical)
meaning-oriented
activities

(puaddy



Chapter and | Key characteristics Influence on Teacher role Learner role Common
method current language classroom
teaching activities
9 e Use of tasks as core s The use of ¢ Creates authentic, e Collaborator ¢ Information gap,
Task-Based units of planning and activities with meaning-focused ¢ Risk-taker jigsaw, problem-
Language instruction real-world tasks e | anguage user solving and other
Teaching e Use of real-world outcomes * Provides collaborative
outcomes * A focus on interactional tasks
e Focus on lexis authenticity support e Communication
and speaking, and * A focus on form ¢ Encourages focus activities
integration of skills combined with on form
meaning-oriented
activities
10 e Use of authentic spoken | * The use of and ¢ Needs analyst and | e Discourse e Analysis of
Text-Based and written texts in explicit focus on syllabus designer analyst different
Instruction their social and cultural different text-types, | ¢ Discourse and e Self-monitor text-types

context as the main
source of input

* Explicit teaching
of structures and
grammatical features

or genres

conversation
analyst

¢ Provides scaffolded
guidance

e Text modeling

e Text
deconstruction
and joint
construction

ipuaddy



Chapter and | Key characteristics Influence on Teacher role Learner role Common
method current language classroom
teaching activities
11 ¢ Centrality of lexis, e Focus on ¢ Language analyst e Data and ¢ Awareness-
The Lexical particularly multi-word multi-word chunks | e Facilitates discourse raising activities
Approach units or chunks ¢ The use of corpora data-driven and analyst s Corpora-based
e The importance of discovery-based e Discoverer activities
strategies for learners to learning e Strategic e Data-driven
deal with chunks learner learning
e Text chunking
¢ Strategy
instruction
12 ¢ |Learner differences ¢ Awareness of e Supports students’ | ¢ Designer of ¢ Multisensory
Multiple impact learning and learner differences learning his/her own activities
Intelligences need to be taken into * The use of a wide | e Orchestrates learning e The use of realia
account in teaching range of classroom multisensory e Works on self-
¢ |earners have multiple learning activities learning improvement
intelligences experiences (not only
¢ |[earners are supported e Develops in terms of
in becoming better students’ multiple language)
designers of their own intelligences

learning

xipuaddy t6¢



Chapter and

Key characteristics

Influence on

Teacher role

Learner role

Common

method current language classroom
teaching activities

13 Focus on collaboration | e The importance Facilitator e Active e Cooperative

Cooperative through pair and group of pair and group Groups learners participant projects and

Language work work Organizes group e Facilitates an problem-solving

Learning Focus on establishing * The importance of work inclusive social Jigsaw tasks

an inclusive classroom
atmosphere

Focus not only

on language but

also on broader
cognitive, social,

and psychological
development
Teaching of strategies
and critical thinking
skills

Frequent interaction in
target language

affective factors
The focus on
critical thinking
skills

Structures
cooperative tasks
Encourages critical
thinking

environment

¢ |nterdependent
participant with
other learners
for learning
outcomes

Peer assessment
Question Matrix -
cooperative
activities that
encourage critical
thinking

ipuaddy



Chapter and | Key characteristics Influence on Teacher role Learner role Common
method current language classroom
teaching activities

15 e Focus on providing a e Greater awareness | ® Makes most e Listener e |Imperative drills
Total Physical stress-free environment of learner affect decisions relating e Performer or requiring physical
Response for learning and more explicit to learning actor responses

e Comprehension attempts at e Controls the * Role plays

precedes production lowering anxiety language used in * Slide

e | earning is supported
through body
movement

¢ Awareness of
the importance
of movement
for learning, and
in particular for
kinesthetic learners

® Acceptance of
learner errors in
meaning-focused
activities, at least
at early stages of
learning

class

¢ Director of a stage
play in which
students are the
“actors”

presentations

xipuaddy



Author index 401

Frisby, A. W, 46, 48, 19 La Forge, P. G.,305-6,310,311,312
Frost, R., 175 Lado, R., 61
Fulcher, G.,167 Lange, D., 15
Langer, 5. K., 289
Gardner, Howard, 230-1, 232, 233 Lave, ]., 28,182
Gaston, E. T,, 318 Lazear, D., 234
Gatenby, E. V., 46 Leaver, B., 174, 177, 180, 184, 189-90
Gattegno, Caleb, 30,289, 2904, 295-8 Lee, L., 182
Gibbons, P.,122 Leung, C., 150,167, 375
Glaser, R., 162 Lewis, C., 351
Golombek, P., 353, 354 Lewis, M., 215,217-18, 222,224,225
Goodman, Kenneth, 139 Liao, X. Q., 104
Gottfredson, L., 233 Littlewood, W., 86, 90-1, 96,99, 103
Gouin, F, 8-9,278 Llinares, A., 118,120,121,122,123,125,129
Graddol, D,, 116 Locke, John, 4
Graves, K., 372 Lockhart, C., 338
Gregg, K., 264, 273 Long, M., 175,183, 184, 247
Griffiths, C., 337, 339, 352 Lozanov, Georgi, 317, 318-21,322, 323-4,325,326
Grognet, A. G.,151 Lugton, R., 73
Gu, P, 164, 336 Lyons, C. A., 142
Gumperz, John, 84 Lyster, R., 116,121, 122,123,127, 133
Gurrey, P, 46
Mackey, W. E, 21-2, 304-5
Hagan, P., 1601 Malinowski, Bronislaw, 87
Halliday, Michael A. K., 25,48, 84, 87, 88-9, 200, 202 Maljers, A., 132
Hansen, G. H.,317-18,319, 324-5 Mallison, V., 5
Harel, Y., 252-3 Marcel, C., 8,9
Hartley, B., 44 McCarthy, M. ]., 220, 223
Higgs, T\, 104 MecGafferty, Steven G., 255
Hilgard, E. R., 87 MecGroarty, M., 246
Hill, D, 225 McKay, P, 163
Hird, B., 104 McKenzie, W, 232
Hockett, C. T, 59 McLaughlin, B., 264, 273
Holec, H., 848 Meara, P, 215
Holliday, A, 15-16,104, 339 Meddings, L., 371, 382
Hoogveld, A., 151 Mehisto, P, 127, 129
Hornby, A. 5,44, 45, 46, 47 Mehrabian, A.,289
Howatt, A, P. R., 4,7, 84, 86 Meidinger, Johann, &
Hubbard, P, 54 Mendenhall, R, 152-3
Hunter, D., 15, 347, 383 Met, M., 123,126
Hymes, Dell, 84, 87, 88, 89 Montaigne, 4,11, 86
Morrow, K., 100
Jacobs, G. M., 106, 249 Moskowitz, G., 304
Jakobovits, L. A., 73 Moulton, William G., 60, 63
Jespersen, Otto, 20, 44 Mrowicki, L., 156-7
lia, G., 255 Munby, |, 95, 106, 306, 366
Jin, L., 7, 104, 351, 352
Johns, A., 202 Nation, L. 8. P., 215, 220
Johnson, D., 245, 246, 249, 252, 253, 254-5 Nattinger, J., 217, 220
Johnson, Keith, 85, 88,90, 100 Newman, F., 248
Jones, Daniel, 44 MNewmark, L., 273
Jupp, T. C.,94 Nicholson-Nelson, K., 234-5
Nielson, K., 341
Kagan, §.,245, 246 Northrup, N., 158
Kantarcioglu, E., 167 Nunan, D., 99, 177, 184-5, 331, 333
Katona, G.,277
Katz, A. M., 163-41 O’Keefe, A., 25, 216, 217, 221, 366
Kelly, L.,4,5 O’Neill, R., 44
Knapp, M. L., 289 Ollendorf, H. S., 6

Krashen, Stcphcn D., 218, 261-2,263, 2648, 270-3, 285, 370-1 Olsen, R, 244, 249
Kumaravadivelu, B., 16, 105, 352, 358, 371, 383 Ortega, L., 26, 331




402  Author index

Ostrander, S.,321 Stoller, F, 126
Oxford, R., 335 Stroinigg, Dieter, 313

Stryker, §., 125,127,128
Palmberg, R., 231, 233, 238 Stutflebeam, D., 374
Palmer, Dorothy, 277 Swattar, ., 354
Palmer, Harold E., 20, 44, 45, 46, 47, 48, 215, 277, 278, 285 Swain, M., 28, 122, 18]
Paltridge, B., 200 Sweet, Henry, 9,10,11,13,20
Paran, A., 131,133, 346
Passy, Paul, 9 Taba, 1L, 373
Pattison, B., 46 Tasker, T., 351
Pawley, A., 215, 216, 279 Teele, 5., 233
Pellettieri, J., 341 Terrell, Tracy D., 261-2
Phillipson, R., 383 Thomas, M., 189
Piaget, Jean, 27, 280 Thornbury, S.,202-3,371,382
Pittman, George, 47, 49,50, 512,53 Titone, R., 5-6,9,12
Plitz, Karl,5-6 Tollefson, S. ., 157 -8, 168
Prabhu, N. S.,94, 106, 175 Tranel, D. D., 306, 308
Prendergast, T., 8,9 Tsang, W. K., 354

Tsui, A. B. M., 39, 338,372
Rardin, J., 310 Tyler, R., 373
Reibel, D. A, 273
Reid, ], 232, 337,338 Van Avermaet, P.,179
Reinders, 11, 333-4 Van den Branden, K.,174, 175, 177, 183, 185-6,
Richards, |. C., 91-2, 100, 106, 1764, 338, 349, 353, 356 187-8,374
Rigg, P., 139, 140-1, 143 Van Lk, J., 84, 92-3,165
Rivers, W. M., 24, 63, 64-5 Van Gorp, K., 181, 182, 183, 190
Rodgers, T. S., 144-5,244 Vasilopoulos, G.,105
Rogers, C. R., 303 Victori, M., 332
Rouse, WH. D, 8 Viétor, Wilhelm, 9,10, 11
Rubin, J., 159, 334-5 Vygotsky, Lev, 27, 248
Rylatt, A., 169

Wakefield, H., 46
Sauveur, L., 11,12 Walcyn-Jones, F., 100
Savignon, S., 86, 88, 90, 99,102, 103 Waters, A., 339, 382
Schenck, E. A., 151 Watson, D., 140
Schmidt, R., 181 Weaver, C., 143
Schmitt, N, 25, 215 Wells, G., 182
Scovel, T., 325-6 Wen, W. P, 338
Searle, ]ohn,ﬁﬁ West, Michael, 45, 44, 220
Seidenstiicker, Johan, 5, 6 Whiteson, V., 147
Selman, M., 292 Widdowson, Henry G., 84, 85, 89, 93-4
Senior, R., 331 Wiederhold, C., 245
Shin, D., 219 Wiggins, G., 150, 363, 366, 3734
Short, D., 162 Wilkins, D. A., 85,88, 92,93, 94, 366
Skehan, P, 90, 179, 180, 183 Williams, M., 27, 74
Skinner, B. E, 26, 64, 65 Wwillis, D., 174
Slade, D, 202 Willis, J., 54, 174, 183, 186, 190-1, 220, 222, 366, 371
Slavin, R., 255 Winitz, H., 277-8
Smith, D., 178 Wiskin, Joel, 295, 299
Smith, Frank, 139 Woolard, G., 224
Spencer, Herbert, 158 Wray, A, 216
St. Clair, R. N_, 290
Stark, P. P, 192-3 Yalden, J., 86, 94
Stengers, 11,219
Stenhouse, L., 369 Zandvoort, R. W, 46

Stevick, E. W, 292, 294, 296,312 313,323 324 Zhang, Y., 2534



Subject index

academic task, 178-9
Access to English (Coles and Lord), 44
accuracy practice, 967
Acquisition/Learning Hypothesis, 265
activities see learning and teaching activities
adjunct language instruction
at elementary and secondary levels, 130
at university level, 130
Advanced Learner’s Dictionary of Current English,
The, 46
Affective Filter Hypothesis, 266
affective strategies, 336
allophones, 83
American Council of Learned Societies, 60
analogy, 65
a posteriori syllabus, 31
applied linguistics, 11
approaches and methods
advantages and disadvantages of, 382-3
approach, defined, 21,22
assumptions of, 14
checklist for adoption of, 39-40
claims and assertions about, 346
conceptualizations of, 20-2
criticism of concept of, 3834
early linguists and, 20
matching teaching to, 347-50
methods concept, 3-4
methods, elements of, 36 (see also approach to language
teaching; design in language teaching; procedure in
language teaching)
models of, 21-2
overview of, 382
teachers’ acceptance and adoption of, 347
teachers’ adaptation of, 350-1
teachers’ personalization of, 352-5
approach to language teaching, 36
in Audiolingual Method, 62-5
in Communicative Language Teaching (CLT), 87-91
in Community Language Learning (CLL), 305-8
in Competency-Based Language Teaching (CBLT), 154-5
in Content and Language Integrated Learning (CLIL),
118-23
in Content-Based Instruction (CBI), 118-23
in Cooperative Language Learning (CLL), 246-8
in Lexical Approach, 216-18
in Multiple Intelligences (MI), 232-3
in Natural Approach, 262-7
in Silent Way, 290-3
in Situational Language Teaching, 47-9
in Suggestopedia, 318-21
in Task-Based Language Teaching (TBLT), 179-83
in Text-Based Instruction (TBI}, 201 -4
in Total Physical Response (TPR), 278-80
in Whole Language Approach, 140-1
a priori syllabus, 31
Army Specialized Training Program (ASTP), 58-9

assessmenl, in Competency-Based Language Teaching (CBLT),
155-6
Audiolingual Method, 389
approach in, 625
background of, 58-62
decline of, 72-3
design in, 65-70
procedure in, 70-1
reasons for dominance of, 74
versus Situational Language Teaching, 73-4
syllabus in, 66
textbook lesson in (example), 78-9
auditory learner, 338
Aural-Oral Approach, 60
Australia, 99, 200, 202, 205-6
Australian Migrant Education Program, 160
authority, in Suggestopedia, 320
authority-oriented learner, 338
automatic processing, 27

backward design of curriculum, 150, 363, 365,
373-6, 377

BANA (Britain-Australasia-North America)
contexts, 104

Bangalore Project, 173

Bank of English, 223

Basic Interpersonal Communication Skills (BICS), 124-5

behaviorism, 28, 634, 65,72

Berlitz Method, 12

bilingualism, 118

bio program, 279-80

brain lateralization, and Total Physical Response (TPR), 280

British Approach see Oral Approach

BULATS (Business Language Testing Service), 166-7

Cambridge English Corpus, 217, 220

central design, 363, 365, 368-72, 377

Certificate in Spoken and Written English framework, 1601

China, 164, 338, 351

Chromachord Teaching System, 312

chunks, 215-16, 21617

see also Lexical Approach

COBUILD dictionary, 223

COBUILD English Course, 220

Cognitive Academic Language Proficiency (CALP), 124-5

cognitive-code learning, 26, 72-3, 291

cognitive model of language, 23

cognitive strategies, 335

Coleman Report, 13, 21, 45,58

Collaborative Learning (CL) see Cooperative Learning (CL)

Collins Corpus, 223

collocation, 215, 216-17,224-5

color charts, in Silent Way, 297 -8

Common European Framework of Reference (CEFR), 100,
l65-8,169, 375-6

Communicate (Morrow and Johnson), 100

communication principle, 90

403



404 Subject index

Communicative Approach, 86
communicative competence, 85-6, 87-9, 90
Communicative Language Teaching (CLT), 390
approach in, 87-91
content-related approaches and, 117

Cooperative Language Learning (CLL) and, 246-7

criticisms of, 103-5
design in, 91-101
development of, 83 -4
procedure in, 37, 101-3
summary, 105-7
Task-Based Language Teaching (TBLT) and, 174
textbook lesson (example), 114-15
versions of, 84-7
Whole Language and, 140
communicative movement, 84
Communicative Syllabus Design (Munby), 85
Community Language Learning (CLL), 398
approach in, 305-8
background of, 303-5
design in, 308-12
as example of central design of curriculum, 371
lack of syllabus in, 31
procedure in, 312-13
summary, 313-14
teacher’s role in, 313-14
competencies, 156-8
Competency-Based Education (CBE), 151, 152-3

Competency-Based Language Teaching (CBLT), 392

approach in, 154-5
background of, 151-4
criticisms of, 168-9
design in, 155-60

as example of backward design of curriculum, 375

features of, 153

procedure in, 160-1

and Task-Based Language Teaching, 178

textbook lesson in (example), 173
Comprehension Approach, 277-8

contemporary models of, 129-31
content-driven versus language-driven, 123
defined, 116
design in, 123-9
as example of forward design, 367 -8
procedure in, 132
reasons for expansion of, 117-18
summary, 132
contrastive analysis, [s15)
controlled processing, 26
cooperation, benefits of, 246
Cooperative Language Learning (CLL), 395
approach in, 246-8
background on, 244-6
design in, 248-53
goals of, 245
procedure in, 254-5
summary, 255
traditional approaches versus, 253-4
Cooperative Learning (CL), 244-5
cooperative projects, 251
corpora, 220-1, 366
Council of Europe, 84, 85 99 165 332-3
Counseling-Learning, 303
see also Community Language Learning (CLL)
counselor, teacher as, 29
creative-construction hypothesis, 26,91
Critical Language Pedagogy (CLP), 3578
Cuisenaire rods, in Silent Way, 289, 297
curriculum
defined, 363
dimensions of, 364-5
curriculum development, 150
backward design, 150, 363, 3685, 373-6, 377
central design, 363, 365, 36872, 377
forward design, 150, 363, 3658, 372, 377
summary, 376-8

decision-making tasks, 184

computer-assisted language learning (CALL), 189-90, 341
concert pseudo-passiveness, 321
consensual validation, 307
constructivist learning theory, 27
in Whole Language, 141

design in language teaching, 29-35, 36
in Audiolingual Method, 65-70
in Communicative Language Teaching (CLT}, 91-101
in Community Language Learning (CLL), 308-12
in Competency-Based Language Teaching (CBLT),

Content and Language Integrated Learning 155-60
(CLIL),391 in Content and Language Integrated Learning (CLIL),
approach in, 118-23 123-9

background on, 116-17
claims about, 346

in Content-Based Instruction (CBI), 123-9
in Cooperative Language Learning (CLL), 248-54

contemporary models in, 131-2 defined, 22,29
defined, 116-17 in Lexical Approach, 218-24
design in, 123-9 in Multiple Intelligences (MI), 2348

as example of forward design, 367-8
procedure in, 132

in Natural Approach, 267-71
in Silent Way, 293 -8
reasons for expansion of, 117-18 in Situational Language Teaching, 49-51
summary, 132-3 in Suggestopedia, 321-4
textbook lesson (example), 137-8 in Task-Based Language Teaching (TBLT), 183-90
Content-Based Instruction (CBI), 391 in Text-Based Instruction (TBI), 204-7
approach in, 118-23 in Total Physical Response (TPR), 280-3
background on, 116-17 in Whole Language Approach, 142-3



Subject index 405

desuggestion, 320 group formation, 250
dialogues/dialogic talk group learner, 338
in Audiolingual Method, 66 7 group process manager, teacher as, 99100
in content-based approaches, 122 Guide to Patterns and Usage in English (Hornby), 46
Direct Method, 11-14,21
Natural Approach compared with, 261-2 habit formation, in foreign language learning, 64
versus Oral Approach, 46 Handbook of English Grammar, A (Zandvoort), 46
discourse analysis, 366 humanistic instruction, 32-3
discourse analyst, 224 in Community Language Learning (CLL), 303-4
discourse competence, 89 in Whole Language, 141
discourse, spoken versus written, 201-2
Dogme, 371, 382 immersion education, 11718

double-planedness, in Suggestopedia, 320

immigrant on-arrival programs, 117
drill and pattern practice, in Audiolingual

individual accountability, 250

Method, 67-9 individualized instruction, 33
individual learner, 338
claboration, in Lexical Approach, 221-2 infantilization, in Suggestopedia, 320,323
“ends-means” approach to curriculum informant method, 58-9
development, 373 information gap, 97, 186
English 900, 61,72 information-transmission model
English as a foreign language (EFL), 59 61 of communication, 305
English as a second language (ESL) input, 3645
advantages of cooperation in, 246 see also forward design of curriculum
standards for, 162-3 Input Hypothesis, 263, 265-6
English for Special Purposes (ESP), 93 instructional materials, 34-5
English Language Institute, 59 in Audiolingual Method, 70
English Profile project, 376 in Communicative Language Teaching (CLT), 100-1
English through Actions (Palmer), 278, 285 in Community Language Learning (CLL), 311-12
European Language Portfolio (ELP) project, 332-3 in Competency-Based Language Teaching
Experience Curriculum, 87 (CBLT), 160
in Content and Language Integrated Learning
feedback, corrective, 121-2 (CLIL), 129
Fidel charts, 297 in Content-Based Instruction (CBI), 129
First Language, A (Brown), 264 in Cooperative Language Learning (CLL), 253
fluency, 96 in Lexical Approach, 2234
fluency practice, 96-7 in Multiple Intelligences (M), 238
forward design of curriculum, 150, 363, 365-8, in Natural Approach,271
372,377 in Silent Way, 297 -8
Foundations for English Teaching (Fries and Fries), 66 in Situational Language Teaching, 51
Four Corners (Richards and Bohlke), 91-2,100, 103 in Suggestopedia, 324
functional model of language, 23-4, 88-9 in Task-Based Language Teaching (TBLT), 188-90
in Text-Based Instruction (TBI), 207
general form, 60 in Total Physical Response (TPR), 283
General Service List of English Words, A (West), 43 in Whole Language approach, 143
genre model of language, 25, 201-2 integration, in content-based approaches, 121
g factor, 233 interactional approach
Gouin “series,” 8-9 in Community Language Learning (CLL), 306
grammar in Cooperative Language Learning (CLL), 247-8
in Audiolingual Method, 62 in Task-Based Language Teaching, 181
in content-based approaches, 120 in Whole Language Approach, 140-1
transformational, 72 interactional model of language, 24
universal, 23, 264 interactional theory of learning, 27, 91
Grammar of Spoken English on a Strictly Phonetic Basis, A Interchange (Richards, Hull, and Proctor), 100, 103
(Palmer and Blandford), 46 interdependence, positive, 249
Grammar-Translation Method, 6-8 Interim Report on Vocabulary Selection, The
characteristics of, 6-7 (Faucett et al.), 45
popularity of, Z International Association of Applied Linguistics, 84
student response to, 7 International Phonetic Alphabet (IPA), 10
grammatical competence, 82 International Phonetic Association, 10

grammatical system, 63 Internet see technology



406 Subject index

intonation, in Suggestopedia, 320 in Silent Way, 295
1Q) tests, 230, 237 in Situational Language Teaching, 50

in Suggestopedia, 323
in Task-Based Language Teaching (TBLT), 185-7
in Text-Based Instruction (TBI), 206
in Total Physical Response (TPR), 281-2
in Whole Language Approach, 142-3
learning outcomes see objectives in language teaching
learning strategies, 28
learning styles, 28, 337-9
learning, theory of see theory of learning
lesson plan see procedure in language teaching
Lexical Approach, 394
approach in, 216-18
background of, 215-16
design in, 218-24
procedure in, 224-5
summary, 225
lexical model of language, 25
Lexical Syllabus, The (Willis), 220

jigsaw activities, 97, 186, 251

Kernel Lessons Plus (O'Neill), 44
kinesthetic learner, 338
Krashen’s language acquisition theory, 264-7

Lado English Series, 61,72
language alternation, 304 -5
language course development see curriculum development
language laboratory, Z0
language models, 22-5
language teaching

changes in, 106-7

factors influencing future of, 384-5
Language Teaching Analysis (Mackey), 21
Language Teaching Must Start Afresh (Viétor), 10
Language Two (Dulay, Burt, and Krashen), 264

Latin, 4-6 lexicon see vocabulary
learner autonomy, 331-4 lexis, 225
linguistics

learner-centered approaches, 32-3
learner-centeredness, 331
learner roles, 32-3
in Audiolingual Method, 89
in Communicative Language Teaching (CLT), 97-8
in Community Language Learning (CLL), 309-10
in Competency-Based Language Teaching
(CBLT), 159 meaningfulness principle, 90
in Content and Language Integrated Learning metacognitive strategies, 335-6
(CLIL), 127-8 methods concept, 3-4
in Content-Based Instruction (CBI), 127 see also approaches and methods
in Cooperative Language Learning (CLL), 252 methods of language teaching, 11-16
in Lexical Approach, 222-3 active periods of types of, 15
in Multiple Intelligences (M), 237 assumptions of, 14
in Natural Approach, 269-70 checklist for adoption of, 39-40
in Silent Way, 295-6 critiques of assumptions of, 15-16
in Situational Language Teaching, 50-1 emergence of, 3-4
in Suggestopedia, 323 method, defined, 21
in Task-Based Language Teaching (TBLT), 187 post-methods philosophy, 352-5
in Text-Based Instruction (TBI), 207 reasons for rise and fall in, 37-9
in Total Physical Response (TFR), 282 in teacher preparation programs, 3558
in Whole Language Approach, 143 see also approaches and methods; specific methods

applied, 11
structural, 62-3

Mainline Beginners ( Alexander), 103
Malaysian Communication Syllabus, 85, 175
materials see instructional materials

learners Monitor Hypothesis, 265
characteristics of good, 334-5 motivation, 28
diversity of, 230 Multiple Intelligences (MI), 394
types of, 338 approach in, 232-3
learner strategies, 334-7 background of, 230-2
learning and teaching activities, 31-2 design in, 234-8
in Audiolingual Method, 66-9 model of, 231, 233

in Communicative Language Teaching (CLT), 95-7 procedure in, 238-40

in Community Language Learning (CLL), 309
in Competency-Based Language Teaching
(CBLT), 158

in Content and Language Integrated Learning (CLIL), 127

in Content-Based Instruction (CBI), 126

in Cooperative Language Learning (CLL), 249
in Lexical Approach, 220-2

in Multiple Intelligences (MI), 234-7

in Natural Approach, 269

summary, 240
types of intelligence, 231
music, in Suggestopedia, 317, 318,321

narrative, 203
National Defense Education Act, 61
Natural Approach, 396

approach in, 262-7

background of, 261-2



Natural Approach (cont.)
design in, 267-71
as example of central design, 370 1
limitations of, 274
procedure in, 271-3
summary, 273 -4
Whole Language and, 140
see also Total Physical Response (TPR)
Natural Approach, The (Krashen and Terrell), 261
Natural Method, 11-12
natural methods, 11
Natural Order Hypothesis, 265
needs analysis, 95, 333
in backward design of curriculum, 374-5
in Competency-Based Language Teaching
(CBLT), 155
in Task-Based Language Teaching (TBLT),
183-4
needs analyst, teacher as, 99
negotiated meaning
in Communicative Language Teaching (CLT), 96
in content-based approaches, 121
in Cooperative Language Learning (CLL), 247
in Task-Based Language Teaching, 181
New Concept English (Alexander), 44
notional-functional approach see Communicative Language
Teaching (CLT)
notional-functional syllabus, 31, 92-4
Notional Syllabuses (Wilkins), 85
numbered heads activity, 252

objectives in language teaching, 29-30
in Audiolingual Method, 65-6
backward design of curriculum and, 150, 363, 365,
373-6,377
in Communicative Language Teaching
(CLT), 91-2
in Community Language Learning (CLL), 308
in Competency-Based Language Teaching
(CBLT), 155
in Content and Language Integrated Learning (CLIL),
123-5
in Content-Based Instruction (CBI), 123 -5
in Cooperative Language Learning (CLL), 248
in Lexical Approach, 218-19
in Multiple Intelligences (MI), 234
in Natural Approach, 267
in Silent Way, 293
in Situational Language Teaching, 49
in Suggestopedia, 321-2
in Task-Based Language Teaching (TBLT), 183 -4
in Text-Based Instruction (TBI}, 204-5
in Total Physical Response (TPR), 280
in Whole Language Approach, 142
Oman, 163-4
On the Origin of Species (Darwin), 62
opinion exchange tasks, 186
Oral Approach, 14, 388
background of, 44
British versus US, 50
characteristics of, 47

Subject index 407

development of, 46
versus Direct Method, 46
grammar control in, 456
origins of, 44
vocabulary selection in, 45
see also Situational Language Teaching
outcomes see objectives in language teaching
outcomes-based approaches see Common European Framework
of Reference (CEFR); Competency-Based Language
Teaching (CBLT); standards movement
oulput, 3645
see also backward design of curriculum
Oxford Progressive English Course for Adult Learners
(Hornby), 46

Pair Work (Watcyn-Jones), 100
Parallel Texts, in Whole Language Approach, 144-5
Peace Corps Silent Way Syllabus, 294 -5
personal practical knowledge (PPK), 3534
phonemes, 63
phonetics, 9-10
phonics, and Whole Language Approach, 139
phonological system, 63
phonotactics, A3
positive interdependence, 249
post-method teaching and philosophy, 352-5, 371
PPP (Presentation-Practice-Production) lesson format, 44, 54,
161
versus Task-Based Language Teaching (TBLT),
175,176
Practical Study of Languages, The (Sweet), 10
practice, in Competency-Based Language Teaching (CBLT), 155
prior knowledge, in Content-Based Instruction (CBI), 122
problem-solving approaches to learning, 186
procedure in language teaching, 22,35-7
in Audiolingual Method, 70-1
in Communicative Language Teaching (CLT), 101-3
in Community Language Learning (CLL), 312-13
in Competency-Based Language Teaching
(CBLT), 160-1
in Content and Language Integrated Learning (CLIL), 132
in Content-Based Instruction (CBI), 132
in Cooperative Language Learning (CLL), 254-5
defined, 22
in Lexical Approach, 224-5
in Multiple Intelligences (MI), 238-40
in Natural Approach, 271-3
in Silent Way, 298-99
in Situational Language Teaching, 51-4
in Suggestopedia, 324-5
in Task-Based Language Teaching (TBLT), 190-3
in Text-Based Instruction (TBI), 207-9
in Total Physical Response (TPR), 283-5
in Whole Language Approach, 143-5
process, 364-5
see also Central design
processing, controlled and automatic, 26-7
pronunciation charts see Fidel charts
Prussian Method, &
pseudo-passiveness, in Suggestopedia, 321
psychology, Soviet, 318



408 Subject index

Question Matrix (Wiederhold), 245 6

reading-based approach, 58

Reading Method, 21

reading strategies, 335

realia
in Communicative Language Teaching (CLT), 101
in Task-Based Language Teaching (TBLT), 189

recount (text-type), 202-3

Reform Movement, 7-8,9-11, 21

reinforcement, 63-4

representationalism, 23

response, 63,64

retelling, in Lexical Approach, 222

rhythm, in Suggestopedia, 320

Rogerian counseling, 303, 310

roundtable activity, 251

scaffolding, 28
in content-based approaches, 122-3
in Cooperative Language Learning (CLL), 248
in Task-Based Language Teaching (TBLT), 181-2
in Text-Based Instruction (TBI), 204
security-attention-retention-discrimination
(SARD), 307-8
sentence pattern, 45-6, 49
sheltered content instruction, 130
Silent Way, 398
approach in, 2903
background of, 289-90
design in, 293-8
as example of central design of curriculum, 371
procedure in, 298-9
summary, 300
Singapore, 206
Situational English series, 47
Situational Language Teaching, 44, 83 -4, 388
approach in, 47-9
design in, 4951
procedure in, 37, 51 -4
situation, defined, 50
skill learning theory, 26-7,90-1, 154-5
skills-based approach, 1301
social-process view of language, 305-6
social skills, 250
social strategies, 336
sociocultural learning theory, 27-8
Communicative Language Teaching (CLT) and, 89,591
Cooperative Language Learning (CLL) and, 248
sociocultural model of language, 24-5
sociolinguistic competence, 89
Solve-Pair-Share activity, 252
Soviet psychology, 318
standards movement, 1624, 392
backward design of curriculum and, 375-6
Stanford-Binet, 230
Starting Strategies (Abbs and Freebairn), 103
stimulus, 63, 64
stimulus-response view of language, 279
strategic competence, 89
strategy theory, 334-7

Streamline English (Hartley and Viney), 44

stress reduction, and Total Physical Response (TPR}, 280
Structural Approach, 60

structural linguistics, 62-3

structural model of language, 23, 478,216

Structural Notes and Corpus (American Council of Learned

Societies), 60
structural syllabus
first, 8
in Situational Language Teaching, 4950
structuring and structures, 250, 263
Students with Limited English Proficiency (SLEP)
programs, 117
substitution tables, 45-6
suggestion, versus hypnosis, 319-20
Suggestology, 317
Suggestopedia, 399
approach in, 318-21
background of, 317-18
design in, 321-4
procedure in, 324-5
summary, 325-6
syllabus, 30-1,34
in Audiolingual Method, 66
in Communicative Language Teaching
(CLT),92-5
in Community Language Learning (CLL),
308-9
in Competency-Based Language Teaching
(CBLT), 155-8
in Content and Language Integrated Learning
(CLIL), 125-6
in Content-Based Instruction (CBI), 125-6
in Cooperative Language Learning (CLL), 249
design of, 366-7
first structural, 8
in Lexical Approach, 219-20
in Multiple [ntelligences (M), 234
in Natural Approach, 268
in Silent Way, 294-5
in Situational Language Teaching, 49-50
in Suggestopedia, 322
in Task-Based Language Teaching (TBLT), 184-5
in Text-Based Instruction (TBI), 205-6
in Total Physical Response (TPR), 281
Syntactic Structures (Chomsky), 84

tactile learner, 338
task(s)
academic, 178-9
characteristics of, 186-7
defined, 177-8
types of, 184
in vocational training, 178
Task-Based Language Teaching (TBLT), 393
approach in, 179-83
assumptions underlying, 176
background on, 174-9
benefits of, 177
defined, 174
design in, 183-90



Task-Based Language Teaching (TBLT) (cont.)
as example of central design of curriculum, 371
lesson plan in (example), 199
needs analysis, backward design, and, 374-5
Presentation-Practice-Production (PPP) strategy
versus, 175,176
procedure in, 190-3
summary, 1934
syllabus in, 94,184 5
task-based materials, in Communicative Language Teaching
(CLT), 100
task principle, 90
teacher practice, theorization of, 355
teacher preparation programs, 16-17
options for study of approaches and methods, 355-8
teacher roles, 33-4
in Audiolingual Method, 69-70
in Communicative Language Teaching (CLT), 98-100
in Community Language Learning (CLL), 31011
in Competency-Based Language Teaching
(CBLT), 159

in Content and Language Integrated Learning (CLIL), 128-9

in Content-Based Instruction (CBI), 128-9
in Cooperative Language Learning (CLL), 2523
in Lexical Approach, 222
in Multiple Intelligences (MI), 237
in Natural Approach, 2701
in Silent Way, 296-7
in Situational Language Teaching, 51
in Suggestopedia, 323-4
in Task-Based Language Teaching (TBLT), 187-8
in Text-Based Instruction (TBI), 207
in Total Physical Response (TPR), 282-3
in Whole Language Approach, 143
teachers
adoption of teaching methods by, 347-50
knowledge and beliefs of, 348
relationship between methods and, 347-55
teaching activities see learning and teaching activities

Teaching and Learning English as a Foreign Language (Fries), 60

Teaching Language as Communication
(Widdowson), 89
team practice from common input, 250
technique, defined, 21
technology
in Audiclingual Method, Z0
in Communicative Language Teaching (CLT), 101
learner-centered approaches and, 339-41
in Task-Based Language Teaching (TBLT),
189-90
TESEP (tertiary-secondary-primary settings) contexts, 104
TESOL, 162-3
Text-Based Instruction (TBEI), 393
activities based on, 213-14
approach in, 201 -4
background on, 200-1
procedure in, 37, 207-9
pros and cons of, 209-10
texts
parallel, in Whole Language, 144-5
types of, 202, 205-6

Subject index 409

text/textbooks
in Communicative Language Teaching (CLT), 100
in Content-Based Instruction (CBI)
prominence of methods and, 39
in Situational Language Teaching, 51
Thailand, 61-2,294-5
theme-based language instruction, 12931
theorization of practice, 355
theory of language, 22-5
in Audiolingual Method, 62-3
in Communicative Language Teaching
(CLT), 87-90
in Community Language Learning (CLL), 305-6
in Competency-Based Language Teaching
(CBLT), 154
in Content and Language Integrated Learning
(CLIL), 120-1
in Content-Based Instruction (CBI), 120-1
in Cooperative Language Learning (CLL), 246-7
learning theory and, 28-9
in Lexical Approach, 216-17
in Multiple Intelligences (MI), 232
in Natural Approach, 262-4
in Silent Way, 290
in Situational Language Teaching, 47-8
in Suggestopedia, 318-19
in Task-Based Language Teaching (TBLT), 179-80
in Text-Based Instruction (TBI), 201-3
in Total Physical Response (TPR), 278-9
in Whole Language Approach, 140-1
theory of learning, 25-8
in Audiolingual Method, 63-5
in Communicative Language Teaching (CLT), 90-1
in Community Language Learning (CLL), 306-8
in Competency-Based Language Teaching
(CBLT), 154-5
in Content and Language Integrated Learning
(CLIL), 121-3
in Content-Based Instruction (CBI), 121-3
in Cooperative Language Learning (CLL), 247-8
language theory and, 28-9
in Lexical Approach, 217-18
in Multiple Intelligences (MT), 232-3
in Natural Approach, 264-7
in Silent Way, 291-3
in Situational Language Teaching, 48-9
in Suggestopedia, 319-21
in Task-Based Language Teaching (TBLT), 180-3
in Text-Based Instruction (TBI), 203-4
in Total Physical Response (TPR), 279-80
in Whole Language Approach, 141
Think-Pair-Share activity, 252
three-step interview, 251
‘Threshold Level English (Van Ek and Alexander), 92
Threshold Level specifications, 85, 92-3
Total Physical Response (TPR), 397
approach in, 278-80
background of, 277-8
design in, 280-3
in Natural Approach, 271-2
procedure in, 283-5



410 Subject index

Total Physical Response (TPR) (cont.)
summary, 285-6
see also Natural Approach
Touchstone series (McCarthy, McCarten, and Sandiford), 220,
223
trace theory of memory, 277
traditional approaches
versus Cooperative Language Learning (CLL), 2534
defined, 262 2
transformational grammar, 72
Turkey, 352

unit-credit system, 84-5
universal grammar (UG), 23, 264

Verbal Behavior (Skinner), 65
visual learner, 338

vocabulary
in content-based approaches, 120
in Silent Way, 290 1, 294
in Suggestopedia, 318-19
in Task-Based Language Teaching ('TBLT), 179-80

Whole Language Approach, 392
approach in, 140-1
background of, 139-40
criticism of, 145-6
design in, 142-3
procedure in, 143-5
usefulness of, 146-7

whole-person learning, 307

Words in Color (Gattegno), 289

yoga, 318,320





