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�INTRODUCTION



What this is, and isn't.

Let's start with what this isn't!

 It isn't a collection of all the reading you will need to do this year. Your individual choice of seminar and thesis topic will determine the bulk of your reading. Nor is it, even, a collection of all the background reading you will need to do for the Applied Linguistics Lecture series.

So what is it? It is a collection of those articles and chapters, given as compulsory reading by lecturers in the Applied Linguistics lecture series, which are not readily available in multiple copies in the Library. Past students' comments on the difficulty and cost of  copying, or acquiring copies of the material has lead to the production of this collection. We hope you find it convenient.

How to use it

Well, the first recommendation is read each article when it is assigned (don't wait till just before the exam), and make connections with ideas and notes from the lecture. In the long run, this will help your learning, (and your exam preparation) as the more connections you make, the more you can make - so your learning will get easier as you go along.

The second recommendation, one no doubt you have heard before, is to read each article interactively. That is, question, challenge, agree with, or link what you read with what you  know, have experienced or heard. In order to help you do this, some  authors (see article 1) , or lecturers (see 5 & 6, or the introduction to 7 & 8), have added  reflection tasks ('personal reviews', 'think tasks') to help you process what you read. For the other articles (or indeed the ones already mentioned, if you don't feel the tasks are relevant to you), at each new idea, ask yourself;  'How does this fit with what I know?', 'Does this correspond to my experience?', 'What else have I heard or read on this topic?' 'Is this saying the same thing or not? ' and so on.

A final tip, if you are the sort of person  (like me!) who likes to 'get things done', and 'duty-reads' something only to find when you get to the end that you can't remember a thing about it , then finding a 'work-partner' might help. By this I mean someone who agrees to sit down with you for half an hour a week  (over lunch, in coffee breaks, between seminars) and talk about the week's readings.

I have talked about connecting each individual article to the week's lecture and what you already know. As you go through the semester, 'what you already know' will involve thoughts and knowledge from the previous readings. You will, therefore, be making 'horizontal' links; seeing threads  and recurring themes, running through your reading. Include these in your discussions.

One view of the contents

One of an editor's jobs is to give an overview of the content of a collection of articles. This is, necessarily, only one view of the possible connections, and, as I have said before, I see learning as being about making personal, meaningful connections between what any individual already knows and new experiences and knowledge. So, I see what follows as a way of sharing with you some of the threads I see, and as a starting point  (a model?) for you to make more.

For me, there are four major threads running through this collection. Some articles belong to only one of the threads, and others contain material which is relevant to all four.

Those threads are: (numbers in brackets refer to article number)

          a) How teaching is learnt (1,2,3,4 ,15, 16)

          b) What we teach ( 5,7,8,9,10, 11, 16)

          c) How language is learnt (5, 8, 11,12,14,16)

          d) How we can best help that learning (4,5,6,9,11,12, 13,14,16,17)

In the following brief synopses of the articles the letters in brackets refer to the four 'threads' above.

1. Teacher Education: some current models.

Wallace explains some traditional models of teacher education, and gives the rationale for some of the things we are trying to do at CETT . It also discuses the place of 'theory' (Applied Linguistics) in your programme. (a)

2. The Incentive Value of Theory in Teacher Education

Widdowson also talks about the importance of practice being underpinned by theory and brings up the idea of 'Teacher as researcher'. (a)

3. Teacher Learning

Ur, too, discusses the place of 'theory' in modern teacher education (a)

4. From 'Real Life' problems to Research

This article goes through the practical steps of turning a classroom 'problem' into a research project and discusses the 'whys' and 'hows' of the process and the various methods . (a)

5. 'A Rose is a Rose' : Can communicative competence be taught.

Maley not only talks about what we teach (b), but also discusses his own beliefs (based on 'theory') of how language is learnt (c), and the implications of those for teaching (d)

6.Introduction to Classroom Dynamics

The introduction to this practical teacher's resource book exemplifies a little 'teacher-research' (a), discusses some theory of group processes and relates this to successful language learning (c), and goes on to the practical implications for the teacher (d) - which creates a different 'what' to teach (b).

7.Language Awareness: A Missing Link in Teacher Education.

Apart from suggesting that Language Awareness work should be included in teacher education and language teaching (a &b), this article demonstrates the steps of Language awareness activities (d), based on theories of how language is learnt (c). Slightly disturbingly, perhaps, the whole article also shakes any confidence we may have that we at least know the grammar rules we have to teach, by questioning the scope, origin and validity of those rules (b) and therefore the methods by which we help our learners understand them (d).

8.Psycholinguistic aspects of Grammatization

This chapter sheds light on some deeper (more universal) language rules, (b) and why and how learners learn the grammar of a new language in the order, and the way they do. (c)

9. Strategic Competence and How to Teach it.

Here is another 'what' for our syllabuses  (an essential component part of communicative competence) (b) , with some discussion of how it might best be learnt (c), and some practical ideas for helping our learners learn it. (d). 

10. Conversationally Speaking: approaches to the teaching of conversation.

This chapter broadens our thinking from the previous article, by considering what conversation is, and involves, (b) and by looking at different ways of teaching it. (d).

11. Great Expectations: Second-Language Acquisition Research

Here the main concern is with what has been found out about how second languages are learnt (c) , and the implications of that for what we do as teachers in our classrooms. (d)

12 Curriculum Design.

This is about different models of planning for language teaching (b), and the rationale for those models (c). As in some designs it is almost impossible to divorce 'content' from 'process', or 'what happens in the classroom', there are also implications for how to teach. (d)

13 Getting Like That

This is essentially about how best to help learners learn (d)- and it's not by allowing yourself to 'get like that' (the cynical, apathetic, bored, 'switched-off' teachers in the corner - but not very often or for very long -of every staffroom)  This chapter discusses the dreaded 'stress-syndrome', and gives clues for how to avoid it. A timely (well, isn't it?!) warning - strangely comforting though, too.

14 The Plausible Myth of Learner-Centredness.

For me, the main message of this article is about always knowing why you do what you do, about never blindly following any proscribed way or method of teaching, but of thinking, integrating, being flexible, and questioning the appropriacy of any classroom process or techniques not only to what you say you believe, but to your learners,  your objectives, their objectives - in short, your context. In the process of the argumentation there are some interesting practical techniques discussed. (d)

15. Watching The White of Their Eyes.

In the process of discussing the relevance of logs (journals) in teacher education (a), there are some potentially very useful tips and insights  from beginning teachers (d).

16. Talking Shop:

In this transcript from part of a discussion between eminent Applied Linguists, many topics are touched on largely under the two headings of how learning happens (c) and implications for how we teach (d),  but I also see many other links- with the articles on Language Awareness,  Curriculum design,  and No. 14, for example.

17 The Language Teacher and Dostoyevsky's "Grand Inquisitor"

This wonderful chapter (more literary in style than academic - go on, even if you're feeling tired you'll really enjoy this one!) has obvious (for me) links with 13 & 14. I don't want to say more - it's a real thought-provoker!

So, finally, I hope you enjoy this collection. Yes, I said ENJOY! Learning is enjoyable; the effort  (which is part of it, of course) pays off . 

Angi Malderez,

Budapest,  March 1993

�1. 

  Teacher Education: Some current models



From: WALLACE M. Training Foreign Language Teachers: A Reflective approach   

            1991 Cambridge, Cambridge University Press



1.1  Overview

It is normal for teaching to be considered as a 'profession' and for teachers to consider themselves as 'professional' people. I suggest that there are indeed advantages to be gained in looking at teaching as a profession among other professions. But what are the implications of this, especially for teacher education and development? How has professional education traditionally been organised? How should it be organised?  In this chapter, I will consider three different models of professional education and I will suggest that the 'reflective model' is one which combines within it certain strengths which exist only separately in the other two models that will be considered.



1.2  Language teaching and teacher education

The late twentieth century has been called 'the age of communication', and with some justification. The world is very rapidly turning into the 'global village' which has often been predicted. As the pressure to communicate increases, the divisions of language are felt even more keenly. So language teaching, especially of the great world languages, which are seen as international channels of communication, becomes ever more important.

   With the explosion in language teaching there has been an increased demand for language teachers and the consequent need to train these teachers. Thus, many of us who started our careers as language teachers find ourselves in the position of being trainers of language teachers, or in some way responsible for the professional development of language teachers. Parallel with this change, there has been the growing feeling that all of us as language teaching professionals can, and even must, take on the responsibility for our own development.  Everywhere there are signs that members of the profession are willing to shoulder that responsibility.

   This is without doubt a tremendous professional challenge, but also, to many people, a daunting one.  Some of may see ourselves as operating outside our area of expertise, in the domains, perhaps, of specialists in 'education' or in 'the psychology of learning'. Where does one begin?

   This book suggests one path towards 'beginning'. It tries to present a coherent framework of ideas for considering foreign language teacher education and development.

   It does not pretend to provide a detailed 'how-to-do-it' of practical tips, although it does claim to have very practical outcomes. Without some kind of coherent intellectual framework, practical tips and bright ideas will not necessarily lead to any effective result.

This book is therefore concerned, in the first instance, with exploring some fundamental questions on the nature of teacher training, and then to see how the answers to these questions lead naturally to the consideration of certain techniques and approaches. The book does not purport to have invented a revolutionary new approach to teacher education, but rather seeks to present a coherent rationale of current good teacher education practice, which has already been tried and tested in many educational contexts. It is written from the perspective of a language teacher trainer, but part of the argument is just as applicable to teacher development. The distinction made between 'teacher training or education' on the one hand and 'teacher development' on the other is one that has been made by several writers (for example, Edge, 1988). The distinction is that training or education is something that can be done only by and for oneself. Some writers have also gone on to distinguish between ' training' and 'education', but these terms will be used interchangeably in this book.



1.3  A note on the 'Personal reviews'

I will suggest later in this book that one of the crucial factors in the success of learning anything depends on what the learners themselves bring to the learning situation. As psychologists studying learning development have discovered, no learning takes place in a vacuum: it is, rather, a matter of how a learner interacts with what is to be learned in a particular situation. Since anyone reading this book, almost by definition, brings to it a wealth of experience derived from their own personal and professional history, the book will attempt to tap into these personal resources by suggesting topics for 'Personal review'. These can be handled on an individual basis, but most would be richer as learning resources if done on a group basis. They may, however, be skipped if you are in a hurry as the text can usually be interpreted without them.  



  PERSONAL REVIEW

Think of any teacher education programme (or indeed any training programme), however brief, in which you were involved as a trainee. Make two columns on a sheet of paper, and list the STRENGTHS and WEAKNESSES of the programme. If you can, compare your list with those of other colleagues. What are the common features? Where do you disagree?  

What conclusions might you draw from this about how teacher education should be organised?



1.4   Teaching and other professions

Unless you have been luckier than most people, your 'Personal review' will have thrown up some personal training experiences that were less than satisfactory.  Whenever I have asked experienced teachers from a wide variety of countries to do this exercise, complaints have most commonly focused on the perceived gap between theory and practice.  What is the best way of handling this issue?

   I personally feel that one of the most instructive ways of approaching this problem is by stepping outside the narrow confines of our own profession, and comparing and contrasting it with other professions, as has been done, for example, by Barnett, Becher and Cork (1987) in their article 'Models of professional preparation: pharmacy, nursing and teacher education', When one does this one discovers  that the problems of theory and practice are not solely found in teaching, but are of constant concern to almost every profession.



   PERSONAL REVIEW



   Compare the way that teachers in your country are trained with the training of any other profession that you know about.  What are the similarities and differences?  Do you think that teacher educators have anything to learn from these other professions?



1.5  Professions and professionalism

What exactly do we mean by referring to someone as a 'professional'?  Which occupations are professions and which are not?  'Professionalism' is one of those terms which has acquired a whole cluster of overlapping meanings.  One common distinction occurs when we speak of a professional player of sports or professional artists who do what they do as a way of making a living.  These can be contrasted with amateurs, who practise their sport or art for the love of it.  In this sense, it's possible to be an 'amateur' and still be very good: you just don't get paid for it.  Sometimes, on the other hand, people use the adjective 'professional' to describe something that has been well done, whereas 'an amateur job' is something that has been badly done.  'Professional', and even 'profession', are therefore 'loaded' words sometimes: they can carry value judgments about the worth of the person or activity referred to.

  Originally, the word' profession' had religious overtones as in 'a profession of faith' (a statement of what one believes in); it also had the sense of dedicating oneself to a calling (today we might call it a 'vocation').  Some professions (medicine, for example) have never lost this sense of a special kind of dedication to the welfare of others.  Those engaged in a profession also 'professed' to have a knowledge not available to the public at large, but a knowledge that could be of great public use.  This specialised knowledge might be based, for example, on scientific discovery: again, medicine is the most obvious example.

   Thus, in 'profession' we have a kind of occupation which can only be practised after long and rigorous academic study, which should be well rewarded because of the difficulty in attaining it and the public good it brings, but which is not simply engaged in for profit, because it also carries a sense of public service and personal dedication.  Little wonder that many occupations would wish to be called 'professions'!  Fortunately, it is not necessary here to take on the invidious task of deciding which occupations should be called professions and which should not.  All that has to be said is that any occupation aspiring to the title of 'profession' will claim at least some of these qualities: a basis of scientific knowledge; a period of rigorous study which is formally assessed; a sense of public service; high standards of professional conduct; and the ability to perform some specified demanding and socially useful tasks in a demonstrably competent manner.



1.6   How is professional expertise acquired?

I would like now to return to the basic issues of professional education and training.  How do those engaged in the professions (be they lawyers, doctors, teachers, pharmacists, nurses or whatever) develop their professionalism?  I would like to suggest that there are currently three major models of professional education which have historically appeared on the scene in the following order:



1.	The craft model

2.	The applied science model

3.	The reflective model

I will describe each of these in turn.



1.7  The craft model

In this model, the wisdom of the profession resides in an experienced professional practitioner: someone who is expert in the practice of the 'craft'.  The young trainee learns by imitating the expert's techniques, and by following the expert's instructions and advice.  (Hopefully, what the expert says and does  will not be in conflict.)  By this process, expertise in the craft is passed on from generation to generation.  This is a very simple model and may be represented thus:



Study with  'master' practitioner: demonstration

/instructionster'�to�Practice�to�Professional competence��Figure 1.1   The craft model of professional education



According to Stones and Morris (1972:7), this was how teaching practice was traditionally organised until about the end of the Second World War in 1945:  'The master teacher told the students what to do, showed them how to do it and the students imitated the master.'  Stones and Morris disparagingly categorise this method of professional training as being identical to the system whereby new workers on an assembly line in a factory learned to do routine tasks.  This training procedure was called 'sitting with Nellie', Nellie being an experienced worker who had been doing these routine tasks for years.

   Stones and Morris rightly point out that this technique is basically conservative and depends, for whatever effectiveness it might have, on an essentially static society.  In contemporary science, on the other hand, the one thing we can be sure of is that in ten years' time things will be very different from what they are now.  Schools today exist in a dynamic society, geared to change.  The concept of the venerable old master teacher is difficult to sustain in an educational context of new methodologies and new syllabuses, where the raw recruit from a College of Education may be, in some ways, better informed than the practising teacher.

   Yet the craft model of professional development cannot be dismissed out of hand, and was revived in the mid 1970s by the influential educationalist Lawrence Stenhouse (1975:75).  Stenhouse picked up an analogy made by Atkin (1968), in which the latter compares teaching to the craft of metallurgy (making metals).  Atkins points out that craftsmen in metallurgy have been successfully making metals for many hundreds of years, with apprentices learning from masters.  However, the science of metallurgy has not yet fully succeeded in explaining everything that goes on in this process.  Atkins asks whether teaching is not at least as complex as metallurgy.

   There is clearly  an important truth here, which I will come back to again when I discuss the shortcomings of the 'applied science' model in the next section.  Good teaching is an undeniably complex activity, and there is no guarantee that it will ever be fully predictable in a logical way according to 'scientific' principles.  On the other hand, the critique which Stones and Morris made of the view of teaching as primarily  a craft still stands.  That view is basically static and does not allow for the explosion of scientific knowledge concerning the very bases of how people think and behave, to say nothing of the tremendous developments in the subject areas which teachers teach.  In the case of language teachers, one thinks of the revolutions in the study of linguistics which have taken place in our lifetime, quite apart from the creation and rapid growth of totally new disciplines such as psycholinguistics and sociolinguistics.  These considerations bring us naturally on to the view of teaching and other profession as 'applied sciences'.



  PERSONAL REVIEW

  Before we go on to consider the applied science model, try to reflect on your own   position in this question: is teaching a craft or a science?  It may help you to consider  this question if you take a sheet of paper and make two columns.  Put CRAFT and  SCIENCE as the headings for the two columns, and under the appropriate heading  put those aspects of the profession that you consider 'craft-like' and those you  consider 'scientific'.  If you are working in a group, how does your list compare  with those of other colleagues?  What are the implications for teacher education?



1.8  The applied science model

The critique which will presented here of the 'applied science' and 'reflective' models is basically that put forward by the American sociologist Donald A. Schon in his various writings, notably The Reflective Practitioner: How Professionals Think in Action (1983) and his later book Educating the Reflective Practitioner (1987).  While largely following Schon's critique, I have taken the liberty of substituting what I think are either more transparent or more convenient terms than those used by Schon.  His term for what I have  here called the 'applied science' model is 'technical rationality', and in the area of what I have called the 'reflective' model he uses a cluster of terms such as 'reflection-in-action,' 'reflection-on-action,' 'reflective action,' reflective practice' and others.

   The applied science model is the traditional and probably still the most prevalent model underlying most training or education programmes for the professions, whether they be medicine, architecture, teaching or whatever.  This model derives its authority from the achievements of empirical science, particularly in the nineteenth and twentieth centuries.  Within this framework practical knowledge of anything is simply a matter of relating the most appropriate means to whatever objectives have been decided on.  The whole issue of the practice of a profession is therefore merely instrumental in its nature.

   It might be helpful at this point to consider some concrete examples from engineering and teaching.  In engineering, the objective might be to build a bridge across a gap of a certain width, and capable of bearing a certain load.  Using their scientific knowledge of the load bearing and other qualities of various materials, the engineers involved can choose appropriate materials.  Using this mathematical/scientific knowledge, they can proceed with the most effective design in terms of the shape and length of the bridge, how it is to be supported and so on.

  Many writers on education would analyse teaching problems in a similar way, that is, using scientific knowledge to achieve certain clearly defined objectives.  I have already quoted Stones and Morris (1972) who rejected the craft model in favour of a more 'scientific' approach.  If the objective is that of maintaining discipline, for example, these authors point out that: 'the important area of classroom and group management have received detailed empirical study, and a body of theoretical and practical knowledge has been amassed which begins to put the problems of discipline on a scientific footing...'(Stones and Morris, 1972:14).  Using examples of empirical research in various areas, the authors reject 'unscientific and mystical' approaches to teacher education, arguing that teaching problems can be solved by the application of empirical science to the desired objectives.  

   A crude schematisation of the applied science model of professional education might look like Figure 1.2.  It will be seen that, in its extreme form, this model is essentially one-way.  The findings of scientific knowledge and experimentation are conveyed to the trainee by those who are experts in the relevant areas.  

    Scientific knowledge

                                 to

                                    Application of scientific knowledge/

                                    refinement by experimentation                        + 

                                  to                                                                  periodic

                                    Results conveyed to  trainees                        up-

                                 to                                                                   dating

                                    Practice                                                       (in-service)

                                 to

                                    Professional competence

Figure 1.2  Applied science model



Thus, trainee teachers who are concerned with maintaining discipline might receive instruction from a psychologist on what has been discovered about behaviour modification.  It is up to the trainees to put the conclusions from these scientific findings into practice.  If the trainees fail, it is perhaps because they haven't understood the findings properly, or because they have not properly applied the findings, or whatever.

   It might be, of course, that the problem is not solved because there is something wrong with the scientific knowledge or experimentation base.  Indeed, almost by definition, as the professional science develops it brings about changes in the practice element.  However, these changes can be established only by those expert in the knowledge or experimental base, and not  by the 'practitioners' themselves (i.e. by those actually engaged in the day-to-day practice of the profession).  It is possible, of course, for some of the practitioners to become 'experts', but they usually do this by leaving their offices, studios, consulting rooms or classrooms and becoming academics in universities or other institutions of professional education.

   This tendency for the experts to be well removed from the day-to-day working scene is more pronounced in teaching than in some other professions.  In medicine, for example, a surgeon may have a high academic reputation while at the same time be engaged in the daily performance of surgical operations; General Practitioners, on the other hand, will generally look to other experts for professional updating.  Even is such a hard-headed profession as Business Management, there tends to be a fairly clear divide between the 'thinkers' and the 'doers'.



1.9  Separation of research and practice

So we come to another significant way in which teacher education has imitated the development of other professions. This is the almost complete separation between research on the one hand and practice on the other.  This separation exists in all major aspects of the two activities.  It is true of the people who do the work, the personnel.   Researchers and practitioners are usually different people.  It is true of the locale, the place where the professional education is done.  Usually, professionals acquire their qualifications by leaving, at least temporarily, their place of work.  It is also true in terms of the methods of working: the expertise of the trainer is often very different in kind from that of the practitioner.  Looking at the historical development of what I have here called the applied science model, Schon says (1983:36): 'It was to be the business of the university-based scientists and scholars to create the fundamental theory which professionals and technicians would apply to practice. But this division of labour reflected a hierarchy of kinds of knowledge which was also a ladder of status.'

   If you think of teacher education, you will probably agree that there is much truth in this. With regard to personnel, professionals who leave the classroom almost never return to it on any long-term basis.  With regard to locale, the University Departments of Education and Colleges of Education are physically separated from the schools, apart from the occasional 'demonstration school'.  It is true, however, that with the development of agency-based-in-service (ABIS), the separation is less complete than it used to be.  In ABIS, the trainers operate not within their own base, whether it is a university or college, but within the 'agency' (school, class or department) by which they have been invited to share their expertise.  For example, the head of the Modern Languages Department might invite along a university tutor to demonstrate some techniques to develop, say, listening comprehension.  This kind of situation tends to put the situation more firmly under the control of the 'clients' (in this case, the modern language teachers), which probably helps to ensure that the tutor's input is guided towards the teachers' needs and interests.

   I mentioned earlier the differences between 'experts' and 'practitioners' in terms of expertise.  Again, most of us could probably give instances of this from teacher education.  Many practising teachers might not be able to understand the more technical research articles, even if they bothered to read them (which few of them do). However, the frustrations, survival techniques and infrequent rewards of teaching in today's classrooms can only be understood  by many educational researchers in an abstract way. Indeed, the gulf is sometimes wider than ignorance or status: it can even be one of mutual contempt and antipathy. Researchers can be contemptuous of teachers because 'they never read'.   Teachers can be antipathetic to researchers because the latter are seen as 'refugees from the classroom'.

   In addition to all this, many practitioners would argue that the applied science approach has failed to 'deliver the goods'.   In spite of the vast amount of research that has been done, the most intractable professional problems remain. I mentioned earlier how, in the early 1970s, some experts were making encouraging noises about the study of the problem of discipline being placed on a more scientific footing, allowing the inference to be drawn that empirical research would soon deliver some formula for maintaining discipline. Many of today's teachers will wonder when the expected improvements will take place, and some would argue that the problems of discipline have, in fact, got worse over the last two decades.

   More specifically, in the field of language teaching, it could be argued the most 'scientific' method in recent times was the 'audio-visual' or 'structural drill' method.   This methodology was firmly anchored in the 'scientific' basis of the dominant psychological theory of the time, namely Behaviourism.

   Many people now claim that this led to unmotivating and irrelevant learning experiences.   Yet it is interesting that the 'revolution' which displaced this methodology did not take place at the classroom level (where the damage was allegedly being done), but at the academic level, with the advent of Chomsky's Transformational Generative Grammar (TG). This development, in its turn, led to some bizarre attempts to teach language through 'transformations', which fortunately only lasted a brief time.   These attempts took place in spite of the fact that Chomsky himself always questioned whether his findings had any direct application to language teaching.   This should warn us to look closely at the 'science' which is being applied.

Is it something that has actually been proved, or is it an unjustified analogy imposed on the complexity of teaching?   Chomsky showed that many of the Behaviourist 'applications' to language learning were in fact simply analogies, with very little empirical basis.



PERSONAL REVIEW

What areas of 'scientific knowledge' do you think teachers of a foreign language ought to be familiar with?

Within those, what broad topics should they be familiar with?   Which of these topics are 'desirable' and which are 'essential'?

   Is the mastering of such scientific knowledge enough to make a competent teacher?   If not, what more is required?



1.10  The reflective model

To some extent, the social respect which professions have depends on the fact that they lay claim to a kind of knowledge that others, who are not members of the profession, are lacking in.  What is the nature of this knowledge?

   Schön points out that when we refer to 'professional knowledge' we can be talking about one of two different kinds of knowledge.  The first kind consists of facts, data and theories, often related to some kind research.  Thus, language teachers might be familiar with certain concepts from the science of linguistics, such as intonation patterns and a grammatical hierarchy from the morpheme to the sentence.  They might also be familiar with certain concepts from the science of assessment, such as validity, reliability and so on.  This kind of knowledge figures largely in programmes of teacher education for language teachers.  Schön does not use a particular term for this kind of knowledge, although he refers to 'research-based theories and techniques' (1983:58).  It would be useful to have a specific name for this kind of knowledge, but one is reluctant to specify it all as 'research-based'.  I would prefer to call it 'received knowledge', on the grounds that, (a) the trainee has 'received' it rather than 'experienced' it in professional action, and (b) it is a deliberate echo of the phrase 'received wisdom' (meaning what is commonly accepted without proof or question), which it resembles in certain ways.

   Many of the ideas and theories which form the input of many education courses are by no means all based on research, however widely defined.  For example, some of the rationales for 'Communicative Methodology' which trainee language teachers study today are purely speculative.  Sometimes the subjects which a trainee is expected to study are dictated by tradition or convention, rather than by any proven application to the competent practice of the profession.  So the phrase 'received knowledge' seems appropriate.

   'Received knowledge' is to be contrasted with another type of knowledge which I shall call 'experiential knowledge'.  I would define 'experiential knowledge' as deriving from two phenomena described by Schon: 'knowing-in-action' and 'reflection'.



Knowing-in-action  Schön describes 'knowing-in-action' this way (1983:49,50):

...the workaday life of the professional depends upon tacit knowing-in-action.  Every competent practitioner can recognise phenomena--families of symptoms associated with a particular disease, peculiarities of a certain building site, irregularities of materials or structures--for which he cannot give a reasonably accurate or complete description.  In his day-to-day practice he make innumerable judgments of quality for which he cannot state the rules and procedures.  Even when he makes conscious use of research-based theories and techniques, he is dependent on tacit recognitions.  Judgments are skillful performances.'

These observations clearly apply to practitioner teachers.



MacLeod and McIntyre (1977:266) comment as follows:

'One striking feature of classrooms is the sheer complexity, quantity and rapidity of classroom interaction.  As many as 1,000 interpersonal exchanges each day have been observed, and the multiplicity of decisions which have to be made, and the volume of information relevant to each decision are such that for the teacher logical consideration and decision making would seem to be impossible...'



What are the cognitive bases of these interactions and decisions, most of which are immediate and many of which are complex?  It is clearly not the case that they are based (or even should be based) on a direct application of 'received knowledge'.  Some of the issues will not have been dealt with in any definitive way by research.  They  will certainly not all have been covered by even most comprehensive training in 'language teaching skills'.  Often satisfaction (or unease) is expressed in terms of feeling rather than a conscious application of principles.  The teacher may say of a certain procedure that 'it did not seem to be working well, so I switched to something else'.  



Reflection  

It is possible to leave these feelings or intentions either unexplored or unconsciously stored, or it is possible to reflect on them, leading to the conscious development of insights into knowing-in-action.  It is (or should be) normal for professionals to reflect on their professional performance, particularly when it goes especially well or especially badly.  They will probably ask themselves what went wrong or why it went so well.  They will probably want to think about what to avoid in the future, what to repeat and so on.

   It is also possible for this to happen while the process of professional action is actually proceeding.  As Schon points out (1983:10), both professionals and lay people, especially when surprised by some unexpected development 'turn thought back on action'.  They may ask themselves such questions as 'What features do I notice when I recognize this thing?  What are the criteria by which I make this judgment?  What procedures am I enacting when I perform this skill?  How am I framing the problem that I am trying to solve?'  In the answers to these questions, which in a given situation would naturally be expressed in a much less abstract and much more specific way, lies the path to possible self-improvement. 



PERSONAL REVIEW

Think back to some incident or development that happened in class which you had not planned for, e.g.

   a disciplinary problem

   an unperfected error made by a student

   an unexpected lack of understanding

   a decision on your part that you would have to  teach

   the lesson differently from what you planned, etc.



1. What was the problem or development, exactly?

2. How did you handle it?

3. Why did you handle it the way you did?

4. Would you handle it the same way again? If not, why not?

5. Has the incident changed your general view of how to go about the practice of teaching? (e.g. you may have decided in general to be more strict, to use group work less, to ask more questions, etc.)



1.11   Professional education

Following on from these arguments, it would therefore seem that structured professional education (as in a teacher education course) should include two kinds of knowledge development:

1.   Received knowledge   In this the trainee becomes acquainted with the vocabulary of the subject and the matching concepts, research findings, theories and skills which are widely accepted as being part of the necessary intellectual content of the profession.  So, currently, it might be accepted that a skilled language teacher will be able (among many other things) to speak the target language to a reasonable degree of fluency, to organise pair and group work, to read a simple phonetic transcription, to be familiar with certain grammatical terms and so on.

2.   Experiential knowledge  Here, the trainee will have developed knowledge-in-action by practice of the profession, and will have had, moreover, the opportunity to reflect on that knowledge-in-action.  (It should be noted here that it is also possible to develop experiential by the observation of practice, although this 'knowledge-by-observation' is clearly of a different order from 'knowledge-in-action'.)

We now, therefore, have an alternative model for teacher education, which we shall call the 'reflective model'.  This model will be elaborate on in Chapter 4 and subsequently, but its basic elements may be summarised in a preliminary way as in Figure 1.3

Received

knowledge		Practice   then	Reflection             

   +	           to		 +		         to      Professional Competence

Previous                       Reflection  then  Practice

experiential                      (the Reflective cycle)

knowledge				

Figure 1.3  Reflective model (preliminary)



1.12   Experiential knowledge and the craft model

It could be said that one of the strengths of the model of teacher education which regarded teaching as a 'craft' was that it gave due recognition to the element of experiential knowledge.  It is hopefully now clear why the analogy of teaching as a 'craft' cannot be the whole story.  As I have said before, the idea of a 'craft' learned by 'apprentices' is essentially conservative.  It implies no change, or very little change over a long period of time.  The needs of teaching in a time of very rapid change will obviously not be met by such procedures.

   Moreover, the 'craft' training scenario is basically imitative in nature.  There is certainly a case for the observation of experienced teachers by trainees.  In the reflective model, however, such observation will be a matter for reflection rather than imitation, and the reflection will probably have to be carefully structured, so that the trainee can best benefit from the period of observation.  Ways in which this might be achieved will be discussed later.

  It follows that the traditional use in teacher education of the 'demonstration lesson' is an outmoded strategy, since 'demonstration' usually pre-supposes 'imitation'.  The reflective model sees the demonstration lesson as simply another kind of experience to be analysed and reflected on, and then related as appropriate to the trainee's own practice.

   It is tempting to say that there are certain aspects of teaching involving brief or superficial techniques which can be and usually are demonstrated in professional learning contexts.  With regard to language teaching, one thinks of the tutor demonstrating good use of the blackboard, or showing the trainees how group work can be set up quickly.  Yet even here one has to be careful not to claim too much.  Mark A. Clarke (1983:109-110) is interesting on this point:



'...when one is confronted by a group of intelligent, curious, motivated and totally naive individuals who want to know exactly how to conduct a particular technique, one learns very quickly that nothing can be taken for granted.  Perfectly innocent questions suddenly expose the virtually limitless options that are available at each and every step in the execution of technique...it soon becomes obvious, in the course of such discussions, that to describe a technique is to trace a line through a complex, shifting series of decision points, and each decision is influenced by an awesome number of variables...'



It is clear then that, while some aspects of a professional's work can and should be demonstrated, most are more appropriately the subject of reflection rather than imitation.



1.13   Summary

In this chapter, I have been concerned with establishing the nature of teaching as a professional activity with a view to discovering how such an activity can best be learned.  I have discussed three different models of professional preparation.  I have called them the 'craft' model, the 'applied science' model, and the 'reflective' model.  The 'craft' model gives due value to the experiential aspect of professional development, but is essentially static and imitative.  It does not handle satisfactorily the crucial element of the explosive growth of relevant scientific knowledge in recent times.  

  The 'applied science' model has taken this into account but has led to a split between research and professional practice.  This has engendered problems of status which are particularly acute in teaching.  There has also been a tendency to downgrade the value of the classroom teacher's expertise derived from experience.  Another problem has been the tendency for the 'applied science' model to promise what it has not so far been able to deliver: a 'scientific' solution to very complex professional dilemmas.

  I have proposed the 'reflective' model as a compromise solution which gives due weight both to experience and to the scientific basis of the profession.  I have suggested, therefore, that teacher education has two main dimensions:

	'received knowledge' which includes, among other things, the necessary and  	valuable element of scientific research, and 

	'experiential knowledge' which relates to the professional's ongoing experience.

The rest of this book will essentially be an explanation of the implications of this view of teaching and teacher education for the training of language teachers.



PERSONAL REVIEW

In this chapter we have been emphasising the importance of both experiential knowledge and received knowledge.  Look at the following description of a unit on EFL Methodology.  Comment on it from the point of view of process rather than content (i.e. try not to spend time on criticising the choice of topics!).Firstly, you might like to consider how these sessions could be best organised in terms of experiential learning.  What sorts of activities would be most appropriate?  What opportunities for experiential learning and reflection could be provided?  Would you have the same kind of activity each time or could you vary it?  

  Secondly, you might want to consider what, if any, elements of 'received knowledge' might be relevant to this unit?  How helpful would the teaching of such elements be to the trainees--very helpful or just of marginal help?



Unit:  Introduction to Classroom Management (24 hours)



   Topics           1.  Beginning the lesson

		2.  Checking attendance

		3.  Getting organised: seating, books, blackboard

		4.  Introducing different stages of the lesson

		5.  Visual aids

		6.  a) Dividing up the class: choral/ individual/teams

		    b) Dividing up the class: pair and group work

		7.  Control and discipline

		8.  Ending the lesson and setting homework.
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 The Incentive Value of Theory in Teacher Education

H.G. Widdowson

IN: ELT Journal Vol 38/2 1984 Oxford University Press

This article makes a plea for greater attention to the development of a spirit of enquiry among teachers.  It is suggested that fostering dependence on technique along, without at the same time developing awareness of how technique relates to theoretical principles, militates against healthy development in the ELT profession.  Furthermore, it is argued, teachers who see research as part of their role are likely to view their work more positively than teachers who are exclusively concerned with the practical.

When we speak of motivation or incentive in the classroom, we generally refer to the learner.  But the other participant in the classroom process, the teacher, also needs incentive to enact his or her role.  Teacher motivation, I would argue, can arise from a recognition of the central role of theory in pedagogic practice.  This is convenient, since a theoretical orientation to the teaching task is also, I think, necessary for it to be practically effective in the encouragement of learning.



The need for change  

The proposals that are put forward for change in principles and techniques in language teaching are, generally speaking, directed at making learning more effective.  But such proposals have to be mediated through teachers, so they have somehow to be motivated to act as mediators.  The question then arises of how to ensure their co-operation in the enterprise, how to convince them of their crucial executive responsibilities in the process of pedagogic change.  What are the incentives for innovation from the teacher's point of view?

   One reaction to this question might be to challenge its presupposition that innovation is desirable.  Why all this talk of change?  Why interfere with tradition and the certainties of established custom?  The answer is surely that custom must always be tested for current relevance, that tradition must constantly be subject to reappraisal and be updated in the light of current concerns.  There must always be change, even if this amounts only to a realignment of existing ideas or ideas from the past, a recontextualization of customary practices and a clearer understanding of the principles which inform technique.  If we do not accept the need for change, for renewal and reform, we deny dynamism to our profession.



Theory, practice, and change   

It has to be acknowledged, of course, that proposals for change have not always had a beneficial influence.  Some have seen them as dangerous delusions emanating from a theoretical cult, and cry out against fads, bandwagons, swings of the pendulum.  But these fashions are, I would argue, the result of a partial interpretation of ideas in principle and an uncritical application of them to practice.  The proposals, in other words, have not been effectively 'mediated'.  Of course, one can protect the profession from such potentially dangerous influences by the simple expedient of censorship.  This, however, implies that teachers do not have the capacity for independent judgment.  A preferable alternative would be to accept that teachers must be allowed access to theoretical ideas, no matter how fanciful they may seem to be, but accept, too, that they need to develop an understanding of what they mean and the extent of their practical relevance.  For there is no conflict between theory and practice, only between particular theories and particular practices.  We do our profession a disservice and diminish the status of teaching by suggesting otherwise.  No matter how concerned teachers may be with the immediate practicalities of the classroom, their techniques are based on some principle or other which is accountable to theory.  Some might say that the principles are simply a matter of common sense, but common sense itself, when examined, is a complex theoretical construct.  Teaching activities, no matter how successful they may be when used by particular teachers in particular classrooms, are of no interest whatever to anyone else unless we can draw from them some principles of wider application.

   I would wish to argue, then, that language teachers have the responsibility to mediate changes in pedagogic practice so as to increase the effectiveness of language learning, and that such mediation depends on understanding the relationship between theoretical principle and practical technique.  To dismiss theory is to undermine the possibility of such an understanding and to create the very conditions for the 'bandwagon effect' that many who belong to the 'practical brass tacks' school so vigorously criticize.  For if we are fixated on the practical to the exclusion of all theory, then our inclination will naturally be to find a formula and so in effect to fuse principle and technique.  This may lead us to disregard any idea which seems not to fit snugly into our established scheme of things, itself a fossilized version of some earlier innovation.  Alternatively, under the pressure to conform to fashion, we may be led to adopt any new principles which have a persuasive appearance and to convert them into techniques as if they were ready-made formulae for immediate implementation.  And so we have the spectacle of practitioners--classroom teachers and textbook writers--either clinging tenaciously to past practices in ignorance of their theoretical base, or zealously forcing innovation upon their learners without interpretation and without regard to relevance.

   So it is, for example, that one practitioner may use the techniques of 'call-word drill' and 'substitution table', and another reject them out of hand without either of them knowing what principles of language use or learning are implied by such techniques.  So it is that some adherents of the so-called 'notional/functional approach' suppose that they are relieved of all responsibility for teaching grammar, without troubling to consider what principled justification there might be for such a supposition.  Grammar is sometimes dismissed on vague grounds of obsolescence: that is what was done in the old structural days.  But what is it about grammar that precludes it from consideration in communicative language teaching?  That is the question.  And it is a theoretical question.  The assumption so often seems to be that there are two quite distinct and self-contained packages of techniques, one labeled 'structural' and the other 'notional/functional', with nothing whatever in common.  Repeatedly, we see an urge to reduce ideas to basic formulae in the name of practicality.  Sometimes, I suspect, this urge derives from a sense of self-protection on the part of the teacher rather than from a desire to act in the learners' best interests.

   But it is not my intention to criticize practitioners.  On the contrary, my purpose is to assert the centrality of their mediating role. I want to enhance their status.  The over-insistence on practical formulae will always, on the one hand, tend to diminish it.  I hope it is clear that nothing I have said above in any way denies the need for the teacher to be well versed in the conventional practices of the trade, in the established techniques of class management and learner participation, standard procedures for language presentation, and so on.  These constitute an initial framework for pedagogic activity and have to be provided for in training.  But it is crucial, it seems to me, to see these as a framework and not as a set of fixed formulae, and if teachers are to see them as such, they need to understand the principles  upon which such techniques are based.  Otherwise how can they be modified to accommodate new insights and new experiences in teaching? 

   The implication of this is that teachers need to be trained in practical techniques, but must also be educated to see those techniques as exemplars of certain theoretical principles and therefore subject to continual reappraisal and change.  This is necessary in the interests of the learner.  If teachers are not educated in this sense then they cannot derive expertise from experience, they cannot act as mediators of ideas, either their own or those of other people, and cannot therefore discharge their pedagogic responsibilities.  Also, if they are required only to follow a set of routines, they are unlikely to get much satisfaction from their efforts.  And here we come to the question of incentive.



Theory and incentive   

In reality, of course, many teachers do take the initiative for independent action, use their imagination and respond to the various reactions of the class.  In this respect they educate themselves, as they find that exploring different possibilities of approach is actually more interesting than the imposition of fixed patterns, and makes for more effective learning.  Good language teachers have an instinct for operational research and will adjust teaching procedures, modify plans, vary class activity in accordance with the ways learners respond, and in general relate instinctive hypothesis to different classroom variables.  They will refer technique back to principle, testing one out against the other in a continual process of experimentation, guided by implicit theory, or by intuition.  And if they feel that their experience could be of benefit to colleagues, they might then write an article, or present a paper at a conference in which they make proposals for change of one sort or another.  This is when they need to make plain what principles are involved and how these relate to technique.  They have to become more explicit about their theories.

   Such teachers generate their own incentives.  But what of others?  We cannot count on natural instinct and self motivation.  We have the responsibility of representing teaching as a challenging intellectual enterprise, an investigation into ways of thinking and social behaviour.  Practical, yes, but theoretical too, and stimulating precisely because of the complex relationship between theory and practice.  If it is the case, as I claim, that adherence to formulae is unnatural, stultifying, and an enemy of incentive, in teaching as in any other human activity, then an over-emphasis on technique in teacher training, without indicating its link with theory, will be ultimately self-defeating.  We need a recognition that what is at the heart of teaching is intellectual enquiry and experimentation, operational research which uses various techniques to test out principles explicitly spelled out.  This to my mind is what teacher education means: not only as it appears in initial courses, but as it informs the continuing development of teachers through classroom experience.  Teachers too must have the incentive to learn from learners as learners learn from them.  These are, or can be, aspects of the same process.



Focusing on theory in teacher education   

There are two phrases which are quite commonly used by teachers as if they were in some way conclusive.  One of them is: 'It works'.  The reaction to this ought always to be: 'Why?'  The fact that something works is no more interesting than the fact that something does not work.  What we need to do in both cases is to enquire about the conditions for success or failure, and to make them as explicit as possible so that they can be tested by other teachers in different teaching situations.  The phrase 'It works' should mark the beginning of enquiry, not its conclusion.  The second phrase is 'I am eclectic'.  The reaction here ought always to be: 'On what basis do you make your choice?'.  If the response to this question is a blank look, or the utterance 'It works', issued as an explanation, then the person is probably not eclectic at all, but just haphazard.  Eclecticism does not mean a random pot pourri of techniques, or the simple pursuit of expediency.  It means principled choice.  It involves a commitment to theory.

   Questions like: 'why?' and 'on what basis?' are theoretical questions which arise from practice, and they need to be answered if practice is to be made more effective.  What we need to do in teacher education is to encourage such questions and so stimulate the kind of enquiry which naturally follows in quest of the answers.  To stifle such questions on the grounds that they are of only theoretical interest is to deny the satisfaction of intellectual curiosity, the spirit of investigation which I believe is the main source of incentive in teaching, as it is in learning.  It seems odd to ask teachers to stimulate an approach to experience in their learners which do not apply to their own.

   Having made these claims, it seems fair to put them to the test, by giving examples of questions which have a bearing on current practices and which, if my claim is valid, ought to stimulate professional interest and provoke research:

	1 What kind of question format is most effective for developing reading 			comprehension: yes/no, multiple  choice, or open-ended?

	2 How do you decide what to focus on when  formulating such questions?

	3 What, if anything, do learners learn from  substitution tables?

	4 How can learners' errors be treated most  profitably?

	5 What, if anything, do learners learn from role  play?

	6 What is a 'notion', what is a 'function', and how do notions and functions relate 		to grammar?

All of these questions, and many more of the same fundamental character, raise issues of principle and its relationship to technique, and are open to conceptual and experimental enquiry.  They are all, therefore, theoretical questions, but all, of course, have a direct bearing on practical teaching.



Conclusion   

What I am suggesting is that teachers should adopt a theoretical orientation to their task.  This does not mean that they should adjust their teaching to theoretical pronouncements and experimental findings.  In fact it means the opposite: they should learn to treat such pronouncements and findings with circumspection, enquire into them, probe them for their conceptual validity and supporting evidence and then use them only as initial hypotheses to be tested against classroom experience.  Teachers are not consumers of research, but researchers in their own right.  It is this, I think, that makes teaching a professional activity, and which should, therefore, provide incentive to those who claim membership of the profession.

Received June 1983

Notes

1.  This article is based on a keynote address given at the IATEFL Conference in Twickenham, England, in April 1983.
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 Teacher Learning

Penny Ur

IN: ELT Journal, Vol. 46/1, 1992, Oxford University Press



	According to a rationalist view, the training of professionals (in our case, EFL teachers) should be based on the learning of research-based theory subsequently applied in practice by the individual.  This article argues that such a view may be mistaken: the preparation of professional teachers should be based on the development of 'theory of action'--a thoughtful, systematic, and principled rationale underlying practice--by means of continual interaction between the theoretical and practical components of a course.



The principle of 'theory then practice'  

If we look at BA, Ed, or other long programmes of study intended to prepare EFL teachers we find that consist mainly of theoretical courses in aspects of linguistics, language-learning theories, psychology, and so on.  There is also teaching observation and practice; but this is usually completely separate in time and space, and regarded as less prestigious.

The principle behind this type of course design is a theory called 'technical rationality' (Schon, 1983) or 'rationalism' (Elliott, 1979), according to which the trainee professional is expected to learn given theory derived from university-based research and study, and then take this into the classroom to apply it in practice.  Theory can and should be separated from practice: the function of the academic is to perform the research and discover theories which are then handed down to the practitioner;  all the latter then has to do is to learn and apply them correctly.  Elliott defines the rationalist conception of professional activity as 

	the conspicuous application of formal theoretical principles which can be mastered prior to, and independently of, the study of concrete educational practices it is claimed to apply to.  (Elliott, 1979: 138)

This construct entails not only a separation between theory and practice, but also a difference in status: it implies

	... a view of professional knowledge as a hierarchy in which 'general principles' occupy the highest level and 'concrete problem-solving' the lowest. (Schön, 1983:24)

Within ELT, the same hierarchy is described by Bolitho (1988) as a top-down dynamic dominated by University-based applied linguistics.



Differences between professionals and academics

Another reason for the research-based orientation of teachers' courses is the intention to upgrade the status of the teacher by making him or her an 'academic'.

But this reasoning is surely based on at least two misconceptions: that the professional teacher's activity is basically the same as the academic's; and that the academic is superior to the professional.  In other words, there is an image of the two functions as different points on a single vertical axis, at the apex of which stand the most successful and widely-published academics (researchers, theorists, philosophers) while considerably lower down are the professionals (teachers, engineers, physicians).  More acceptable--to me, at least--is a view of the academic and the professional as engaged in essentially dissimilar, but equally valuable, pursuits: two separate parallel axes, as it were.  The academic is primarily engaged in the discovery of more or truer knowledge; whereas the professional is concerned with bringing about change through action.  In more detail, the differences may be expressed as follows:



	The Academic		             		The Professional

   - is primarily concerned				- is primarily concerned

     with abstract thought.					with real-time action.

   -acts (researches) in order to			-thinks in order to improve action  

     refine thinking

   -is interested in finding out the truth 		-is interested in finding out what 

								works

   -is not an immediate agent of			-is an immediate agent of real

     real-world change						-world change.

   -is evaluated by publications                   -is evaluated by the extent to which

    (in the short term): influence on                     change seen as valuable is brought

    real-world thought and action                             about by action.

   (in the long term).



These differences are, of course,, not absolute, but rather ones of emphasis and priority, indicating different centres of gravity.  No one would suggest that the professional is not interested in the truth, or that the academic does not need some practical know-how: but the primary thrust of each pursuit is, I think, as shown here.

Thus the training needed by the academic is chiefly the acquisition of knowledge and exploration of truths (and thus probably well served by a technical rationality model of learning); whereas the preparation needed by the professional is mainly the development of practical expertise rooted in a thoughtful, principled, and informed rationale.



Dissatisfaction

There has been an increasing dissatisfaction with courses based on the rationalist learn-the-theory-and-then-apply-it model, coming from various sources.

Firstly, there are the (trainee) teachers themselves; typically, they feel that the theoretical component of their courses fails to contribute significantly to their professional learning; and this results in claims that there is not enough practical teaching experience or that formal theoretical studies are relatively useless.  The findings of researchers have supported the feeling that the usual relationship between theoretical coursework and teaching experience is an uneasy one; there is often little observed relevance of one to the other (Harris, quoted in Alatis, 1974), and may even be implicit contradictions, resulting in a rejection of ideas or attitudes learnt in courses once trainees start actual teaching (Wragg, 1982: 20-3).

A second reason for dissatisfaction with the rationalist paradigm is that it has generally been realized that conclusions from the results of experimental 'scientific' research into educational issues are unreliable as sources of theoretical knowledge for teachers, since many 'process-product' experimental studies give inconclusive, contradictory, or even apparently misleading answers to the questions asked (see, among others, Stenhouse, in Ruddock and Hopkins, 1985; Brumfit, 1980; Wragg, 1982; Schon, 1983; Barrow, 1984).  This may be because of the dubious validity of scientific 'agricultural botanical' research techniques (such as the use of before-and-after testing, control groups, quantifiable results) for education, convincingly argued by Stenhouse (in Ruddock and Hopkins, 1985: 20-30).  A study of chaos theory (discussed by Roger Bowers at a recent IATEFL conference (Bowers, 1990) would seem to lead to an even more far-reaching conclusion: that the nature of human learning and teaching is such that it is not, even theoretically, possible to make consistently verifiable statements or predictions about them that have any usefulness for the practitioner.

The result of all this is pessimistic statements like: 

	It is ... scarcely surprising that educationalists [sic] today increasingly admit that as a matter of fact there is very little that we can say we know: many of our empirically researched conclusions are contradictory, and many others have to be treated with considerable scepticism.  (Barrow, 1984:23)



A possible alternative: theory of action

But if professional knowing is not derived from the learning and application of research-based theory, then what is it derived from?  The answer may perhaps be found in the paradigm called variously 'theory of action' (Schon, 1983), 'practical theory' (Handal and Lauvas, 1987), or 'naturalistic generalization' (Stake, 1987).

Theory of action is based on the concept of 'tacit knowledge', which underlies professionals' real-time action and which is organized into theories.  The latter may be 'espoused' or 'in use': espoused theory is a rationale which we claim to believe in and are able to describe, whereas theory-in-use comprises the actual beliefs which we hold and which betray themselves in our behaviour in practice--although we may not be able to articulate them and may even consciously claim to believe something quite different.  Often the tension between the two, when a conflict is revealed, is precisely that which produces interesting discussion and real professional development (Argyris and Schon, 1974).

The existence, indeed the necessity, of a set of theories underlying classroom practice has been stressed also within the field of ELT:

	Specific teaching techniques are unseparably bound up with issues of educational principle. (Brumfit, 1985: 129)

Similarly Widdowson:

	No matter how concerned teachers may be with the immediate practicalities of the classroom, their techniques are based on some principle or other which is accountable to theory.

							(Widdowson, 1984: 87)

Schon (1983) suggests that professional learning entails the development of theories of action through 'reflection in action': the professional acts, and then, through reflection on what has been done and its consequences, develops hypotheses which are tested in further action.

This cycle is developed further by Kolb (1984).  He talks about four modes: concrete experience, reflective observation, abstract conceptualization, and active experimentation.  In order for optimal learning to take place, the knowledge acquired in any one mode needs to be followed by further learning in the next--and so on, in a recursive cycle.  Thus concrete experience ('something happened to me in the classroom'), which involves intuitive or 'gut' feeling, has to be followed by reflective observation ('let me step back and understand what took place') which involves perception and comprehension; this in its turn is followed by abstract conceptualization ('What principle, or concept can I formulate which will account for this event?') involving intellectual thought; finally comes active experimentation ('Let me try this concept in another classroom procedure'), involving real-time action, which will entail further concrete experience ... and so on.  The entry-point of knowledge does not have to be concrete experience: learning can be initiated in any mode.  But, in principle, any new knowledge should, in order to be properly learned, go through the entire cycle: an abstract theory is implemented and tested out in practice, for example, and observations reflected on and conceptualized.  Incidentally, since people vary in their tendency to rely more on feeling, observation, abstract thought, or action, the cycle is unlikely to be exactly symmetrical for any individual.



The aim of teacher training should then be to get teachers to develop such theory of action, a

	private, integrated but ever-changing system of knowledge, experience and values which is relevant to teacher practice at any particular time. (Handal and Lauvas, 1987:9)

This implies a totally different relationship between theoretical and practical components of a course:

	The relationship between theory and practice in teacher education is not one of implementation--theory being translated into practice--but a continuously interactive one ... theory can provide the analytic and conceptual apparatus for thinking about practice, while practice can provide the opportunity for the testing and assimilation of theory.  (Calderhead, 1988:9)

It is essential for systematic course-based learning that these principles do not remain mere 'theories-in-use', but are articulated and consciously 'espoused'.  Such articulated theories function as 'abridgments' of practical knowledge (Elliott, 1979: 141), so that teachers can use their intellects to accelerate learning if theories of action that would otherwise take years to acquire through personal experience and reflection.  The other advantage of explicitly articulating theories of action is that they are thus made available for critical discussion and modification (Brumfit, 1979).  There is some evidence (Ur, 1989) that both teachers and teacher trainers see the integration of theory and practice through critical discussion and reflection as the most significant and profitable contributors to both teacher and teacher-trainer preparation.

Thus, what is important in ELT training is not where the knowledge comes from (research, speculative theory, personal experience are all valid sources of knowledge), but what is done after it is perceived, in terms of testing, reflection, development.  In fact we are getting near to the Popperian position, that the source of a (scientific) hypothesis is quite irrelevant: what matters is how rigorously we criticize and test it after it has been formulated (Popper, 1963); and, we might add for our own context, how successful it appears to be in accounting for and generating effective professional action.



Components of EFL teacher preparation courses

I would not wish to imply that purely theoretical or purely practical learning should be ousted from teacher training.  It is important that there should be theoretical, academic courses in topics associated with ELT in a teacher training programme, entailing the learning of knowledge for its own sake, without any immediate relevance for practice.  This is partly simply general education--for a teacher should first and foremost, I believe, be an educated person--and partly because much theoretical knowledge that at first seems irrelevant to teaching is often later, as the teacher becomes more experienced, integrated into theories of action.  Similarly, the development of unreflective automatic classroom habits is also a necessary part of professional learning.  Learned mainly through imitation, trial-and-error, and intuitive habit-forming in the course of practice, these are basic components of the consciously planned and thoughtful behaviours of which the overall 'shape' of our teaching is composed; and we could not function effectively without them.

But surely the main objective of an effective ELT course must be the development of trainee teachers' personal theories of action: and hence its main focus should be an ELT pedagogy course into which teaching practice and observation is integrated, and which uses a variety of experiential techniques as well as lectures, reading, discussion.  Ideas for the content of such a course have been suggested by Ellis (1986), Ramani (1987), Nunan (1989), and others.  But their use is still limited, on the whole, to relatively short courses: the RSA Certificate and Dip.TEFL programmes, for example, in-service study-days for teachers during summer vacations; brief, intensive preparatory courses run by institutions of higher education in various countries to try to provide some ad hoc response to the increasing demand for English teachers.

But, in most countries, it is the universities and colleges of education that provide the main training ground for teachers, and which give the most generally recognized and prestigious teacher accreditation.  And on the whole, the courses given in these institutions do still, as argued at the beginning of this article, bear a clear rationalist and academic orientation.  It is time they too began to design and implement teacher preparation programmes designed to develop the professional theory of action of participants through the integration of both practical and theoretical input, experience, and reflection.
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Second-language teachers are always looking for better ways to help students.  This implies that teachers are involved in education research.  However, since formal research tends to be perceived as a difficult process, many teachers feel that it is out of their reach.  Certain aspects need to be clarified in order to overcome this feeling.

   The research process is typically described as composed of "stages" (Ary et al. 1979): defining a problem, analyzing previous studies related to it, selecting a research strategy, selecting or developing appropriate instruments, collecting data, interpreting them, and writing the research report.  In doing research, teachers should not only work on each of these stages but should also develop a systematic research attitude.  In this article we will focus on the definition of the problem, because that is the initial, crucial stage in the research process.  Once we have defined a research problem, it becomes easier to carry on with the other stages.  We will also present some research approaches that may help clarify a research strategy adapted to the L2 teacher's needs.  To illustrate these aspects, field-specific examples will be used that focus on applications in language teaching and learning.  The authors hope that the information given will help the reader perceive research not as a difficult process but rather as a powerful tool to systematically study and solve some of the problems in our day-to-day experience.



A conceptual framework

   The conceptual framework of this article follows a model of professional competence and action proposed by P ez-Urdaneta (1990).1  This model has broader implications, but we will focus on only a part of it.  In the model, a researcher perceives some phenomena occurring in the so-called environment space as problems.  In the field of language teaching, the researcher may be a teacher at any educational level, a student-teacher, a teacher trainer, or an educational administrator.  The events that he/she confronts in the environment space constitute what we would call "real-life problems."  The researcher examines these events according to his/her experience and intuition and conceptualizes them as research-relevant objects.  He/she then approaches them from a professional point of view in what is known as the problems space, where he/she defines a specific research problem in operational terms and selects a strategy to study the problem as a research task (see Figure 1).

   Most research develops as a combination of parallel and sequential stages.  For example, defining the problem may go along with selecting the strategy.  Figure 2 shows a diagram representing both the sequential and parallel modes.  In this example a two-month research project is represented.  Stages 1 through 3 occur partially in a parallel way; stages 4 through 6 develop sequentially.  Stage 7 occurs simultaneously with stages 4 through 6 because the research chose to start writing his/her report rather soon.



The initial stage:  Defining a problem

   A question well-stated is a question half-answered.  This is why defining a research problem is such a crucial stage of the process.  In our daily activity as teachers or administrators, we face many worries of the following kind:

	Students got terrible grades last time.

	Students are dropping out.

	Our school has still not gone into computer-assisted instruction.

	How do we teach the passive voice in an effective way?

	The children never play with this expensive educational toy.

We cannot act immediately and/or directly upon these events, which form part of a broad reality, our environment space.  However, we can start a process of narrowing down our observation of such events until we are able to define as aspect that will form the basis of a research question.  We conduct this process from the standpoint of language teachers, which determines the problem space of our profession.  In other words, we identify problems by looking at these events through the eyes of our professional competence.  Our studies and experience can thus lead us to state questions that represent appropriate research problems in the field of language teaching.

   During the process of defining a problem, we ask ourselves lots of questions.  Suppose that what is worrying us is the fact that students got bad grades on that last exam.  We would pose these questions:

	Was the content of the unit adequate?

	Were the general and/or specific objectives clear enough?

	Did I teach this in an adequate way?

	Were the study materials adequate?

	Was the test adequate?

	Were the students motivated in terms of the contents taught?

After a little thinking, some of these questions may not stand for real worries because they can be answered without great effort.  For instance, we may feel that students were in fact motivated towards the contents taught because they were so enthusiastic that they even prepared a bulletin board on their own.  Therefore, we may feel that the real problem lies somewhere else, and we will of course continue thinking about each of the other questions.  If we follow our intuition, we will stop to ponder certain questions over the rest.  We can invest some time in verifying our hunches with colleagues and/or reading related literature. In other words, unintentionally we are carrying out preliminary research that can provide us with enough ideas to identify a problem worthy of solution.

   Suppose that, in view of this preliminary research, we sense that the real problem is embedded in the question Was the test adequate?  The next step would be to ask ourselves questions of a more specific nature, such as:

	Did the exam evaluate the intended objectives?

	Is this exam format adaptable to the objectives tested?

	Were all relevant objectives tested on this exam?

	Was the exam too long?  Too short?

	Does this test represent a reliable measure of students' knowledge?

These extra questions should help us perceive a research area that is much more concrete than our initial worries.  The process of narrowing down can continue until we decide, for example, to study in depth the question about test format.  We are now ready to formulate the specific question, Which types of test are suited to evaluate my objectives?  If we are satisfied with it, this question will represent the problem we wish to investigate.

   The stage of defining a problem is a crucial one, since it will give form and focus to the study.  In our example, the focus of the study would probably be a documentary one.  If we had formulated the research question in a different way, like Is multiple choice better suited than essay to test my objectives?, the approach could be experimental.  In any case, now we are ready to proceed with an analysis of previous studies pertaining to the problem chosen.

   The researcher' interest area, his/her background, and the kind of events he/she confronts will determine the specific question chosen for research (Ary et al. 1979).  As a result, questions in educational research may be classified as either theoretical or practical, thus giving rise to what is known as basic and applied research.  The former type investigates fundamental principles, whereas the latter tries to solve immediate, everyday problems.  The final research question in the example above belongs to the practical type.  An example of a theoretical research question is How does foreign-language reading affect native-language reading?

Research approaches

   As researchers, we now continue to work towards the solution of the problem by selecting an adequate strategy. There are many different so-called methodologies, but we prefer to term them approaches.  A review of the literature (Baker and Schutz 1972; Isaac and Michael 1981; Ary et al. 1979; Brown 1988) shows that there is no clear-cut categorization of research methodologies.  Our aim is therefore not to classify them but rather to explain some of the approaches available to the researcher.  The list presented may provide relevant information to clarify the strategy needed.  The strategy selected will most probably include more than one approach, but it must always be logical, since the strategy represents the skeleton that supports and frames the study.

   In the educational field, systematic research does not exclusively mean experimentation.  We deal with human beings, and the events we wish to examine are therefore not simple.  Experimental research is one, and not necessarily the only, type of investigation worth doing.  Other approaches, like documentary analysis and correlational studies, may also be employed.  Numerous considerations, such as the reality we live in, our individual needs, the nature of the problem, and the kinds of data required, affect the selection of the strategy.  Any strategy we chose to solve a research problem will lie somewhere in a continuum between quantitative and qualitative research approaches.  Quantitative approaches describe events or phenomena in terms of numbers, as opposed to qualitative approaches, which tend to be more conceptual.  Because quantitative approaches usually cause uneasiness in certain areas of the social sciences, these are presented first in this article.





Quantitative approaches

   Quantitative approaches, also known as statistical, imply working with numerical data to establish the degree of the relationship between variables.  These include pre-experimental, quasi-experimental, true experimental, ex-post facto, and correlational research.  They all try to test a given hypothesis, that is, our idea of the degree of relatedness between two or more variables.  A variable is a characteristic that the researcher takes as a representation of a concept.  Take, for example, the research question we phrased as is multiple-choice better suited than essay to test my objectives?  The variables might be the two types of tests, on the one hand, and the students' degree of mastery of the objectives taught, on the other hand.  The extent to which variables in a study can be regulated is called control.  Quantitative approaches usually imply a measure of control.

   Quantitative approaches require special care in selecting a representative sample of subjects, designing the instruments, and collecting and interpreting data.  There are numerous works that explain the different procedures available to carry out these activities (Thorndike 1971; Weisberg and Bowen 1977; Henning 1982, 1987).  If our research problem seems to be complex, it is a good idea to resort to a more experienced colleague or to a statistician for advice on designing a strategy that accommodates our needs.

   Pre-experimental research: The typical one-group, pretest-posttest design illustrates this method: a study of the effectiveness of a new teaching technique based only on a comparison of results from the same test administered before and after applying the technique in one classroom.  This study ignores the effect of intervening variables, such as students' psychological development, and thus its conclusions are not precise enough to allow either making decisions regarding the validity of the new technique or generalizing the findings to the rest of the school population.  
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Figure 1: An adaptation of Paez-Urdanets's Model of Professional Competence aand Action.     

The value of pre-experimental research lies in the fact that it may help point out a number of aspects that should be considered before further research is done.  Even though this approach is extensively used in educational research, it is not recommendable as a basis for making important decisions, because it has little or no control.

   Quasi-experimental research: Sometimes it is necessary to introduce some control of relevant variables in a study, but this is not possible to the extent of a true experiment.  When this happens, we turn to quasi-experimental research.  An example of this would be a study investigating the effect of the order of presentation of exam questions upon the students' grades without being able to randomly assign students to the different treatments because the academic environment does not allow for it.

   True experimental research:  Its aim is to investigate cause-and-effect relationships by manipulating and controlling variable.  The effects of manipulating certain variable(s) are observed on other variable(s).  Through this approach, changes are deliberately and systematically introduced into the events of our interest.  This is done by assigning one or more experimental groups to one or more treatments and then comparing the results to one or more control groups, which do not receive the treatment.  The subjects must be randomly assigned to each group.  An example of the true experimental approach is a study of the effects of class size on achievement in English.

   Because it provides a variety of design strategies to fit different experimental purposes, this approach is considered by many the most sophisticated research method.  However, because it requires manipulating variables, many researchers in the social sciences also consider it the most unrealistic.

   Ex-post facto research:  Its aim is also to investigate cause-and-effect relationships.  However, it is used when changes in a variable have already taken place and therefore these variables are inherently not manipulable.  The name of this approach implies that inferences are made "from after the fact."  We may use the ex-post facto strategy when we wish to investigate the influence of variables like home environment, sex, motivation, intelligence, or parental reading habits.  These are characteristics that a subject possesses before the study begins.  As researchers, we have no direct control of these variables and can only try to determine their incidence on an observed consequence.  Although this method lacks control, it is useful in our field because it can supply relevant information for educational decision-making.  An example of the ex-post facto approach would involve studying students' mastery of grammatical vs. stylistic abilities based on their sex.

   Correlational studies:  This approach describes the extent to which variations in a measurement correspond with variations in another measurement.  As opposed to the true experimental approach, no cause-effect relationship is implied between the two measurements.  An example would be a study analyzing students' responses to multiple-choice questions in relation to their total test scores in order to obtain item-discrimination coefficients.  Another example is a study analyzing the relationship between students' scores and various procedures employed to correct a cloze test.



Qualitative approaches

   Qualitative approaches address the defined research problem in a different fashion: they study it from a more conceptual point of view than do the quantitative approaches.  In the educational field, research can very often be more effective (and equally systematic) when qualitative approaches are employed.  At the beginning of this article, seven stages of the research process were mentioned.  These stages are the ones used to describe the typical process associated with quantitative approaches.  In qualitative approaches, on the other hand, we also define a problem, but he very nature of it, as well as the study of the related literature, may suggest a research strategy not based on numerical data.  In this case, we may not need special research instruments, since our data will probably be in the form of educational and philosophical positions (hopefully accompanied by supporting evidence) obtained from our analysis of previous studies and other literature.  Our own reflection on the problem will be even more necessary in the qualitative approach when trying to interpret this kind of "data" and reporting the "results" of our examination of the problem.

   The typical qualitative approach, called a documentary analysis, describes a given situation, fact, or event through the information obtained from different documentary sources: books, records, magazines, specialized journals, interviews, newspaper articles, etc.  During our training most of us acquired some experience in the preparation of term papers by using the library and other sources to search for the ideas of scholars in our field.  Brown (1988) points out that some language-teaching professionals continue "developing creative and productive insights into a given topic" by writing coherent statements of the term-paper kind.  He also says that some people resort to an even "wider range of resources and experiences." as did Chomsky, who had a background in mathematics and philosophy and combined it with his knowledge of linguistics to produce the revolutionary theory of generative transformational grammar.

   Other useful examples of documentary analysis might include: an intensive review of available literature on the role of content schemata in ESP reading comprehension; a comparative study of various propositions for the use of American and British poetry in the ESL/EFL classroom; a synthesis of an important author's work in language teaching; a critique of a teaching methodology based on situational considerations affecting the country trying to adopt it; an analysis of certain aspects of theoretical movements.  Historical studies, such as tracing the development of a language or exploring the evolution of language-teaching methodologies, also rely on documentary analysis as an important source of research data. 



Selecting a research strategy

   Far from excluding each other, quantitative and qualitative approaches complement one another.  According to Brown, statistical research "can help form patterns in the seeming confusion of facts that surround us."  Although quantitative approaches do provide much of the valuable evidence needed to support (or cast doubt upon) our views of the problem, all research follows a qualitative approach at least in the researcher's analysis of the background of the problem.  Without this, interpretation of results would be difficult.

   Deciding how quantitative or qualitative our research strategy should be can be accomplished by consulting people who have more experience in doing research.  If we are good at teamwork and find a colleague who is interested in our topic, we can also consider co-authoring the study.  The strategy chosen will depend upon the nature of the problem as well as on the facilities offered by our environment space.  Among others, ethical and institutional considerations will affect selection of strategy.

   Resource constraints (time, money, equipment, personnel), especially in research projects involving complex problems, should also be considered.  Therefore, the extent to which two or more approaches will combine to produce a research strategy that fits our purpose as researchers is often dictated by circumstances.

   There are many research strategies, each fitting different research purposes.  A number of them are presented here to help the reader understand the possibilities available.

   Follow-up-studies  are carried out to test the results of a treatment, usually to evaluate the success of a program.  An example of this is a study of fourth-year university students who were trained in English pronunciation during their first university year to see whether their linguistic awareness shows any difference from that of students who were not trained. In this study we would need records describing the original linguistic behaviour of these students, and then we would gather data describing the present status of this behaviour.  Many of these data may be numerical.  Our research will center around the comparison of both sets of data in order to reach conclusions regarding the value of the training methodology used.  Follow-up studies can also be  done to test in a quasi-experimental way how certain non-manipulable traits might determine the presence or absence of others.  An example of this might be a study  focusing on adolescents who were gifted as children as expressed by a standard test.  We could try to establish how giftedness may have influenced the acquisition of certain linguistic traits.

   Trend studies describe the rate and direction of changes in order to predict situations.  The quantitative description of the academic performance of language graduates in the past 10 years may allow a researcher to give a qualitative prediction of the academic performance of future students. The description is usually done by using data in existing documents, such as official student lists and grade records.  An important aspect of trend studies is that short-term analyses are more reliable than long-term ones and therefore lend themselves to more sensible prediction.

   Historical research has as its major purpose reconstructing the past in order to test a hypothesis regarding it.  As was said before, the approach in this type of study is mostly documentary.  However, this does not exclude quantitative data, which in fact may lend the strongest support to the hypothesis.  Some examples are: a study trying to determine whether the language laboratory has become less used in private institutions the past two decades in Caracas; a study tracing the way some English words have been incorporated in Venezuelan colloquial speech or the development of non-Spanish jargon used by a group of computer professionals in Caracas during the last 10 years.  A researcher may carry out a study describing the evolution of an institution's use of various types of multiple-choice tests throughout a period of five years to test the hypothesis that evaluating standards have varied in an unjustified way.

   Developmental studies describe the growth or change of patterns throughout time.  They should not be confused with historical research, which is done after things happened.  Developmental research is regularly planned ahead to observe growth or change patterns in the subjects.  It is closely related to developmental psychology, and so it may resort to methods and instruments typical of psychology, such as personality inventories, vocational tests, and tests of verbal skills.  An example of this type of research is a study of the nature and rate of linguistic changes in a sample of children by measuring linguistic traits at different stages of the children's development.  Since this would take several years, an alternative way of carrying out the same study would measure those traits simultaneously in samples of children representing each of the stages intended to be observed.  In both cases, describing the measures of linguistic change will most probably follow a quantitative approach, whereas discussing the change itself will follow a qualitative approach.
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A survey is a close examination of phenomenon that is usually based on a research instrument called a questionnaire.  In fact, many researchers use the terms survey and questionnaire interchangeably, sometimes to refer to the study, sometimes to the instrument. Any census-like study or opinion poll about the effectiveness of a teaching methodology falls in this category.  A survey can be very quantitative in the processing of the data gathered through the questionnaire.  However, the most interesting part of such a study is what the researcher can make out of these data and their observed or expected correlations.

   A case study aims at an intense description of a given social unit (an individual, a community, an institution).  Many of us are acquainted with studies reporting a single child's acquisition of English throughout a period of several years.  Studies of this type, which share some characteristics with developmental ones, have contributed interesting data for a number of theories related to language teaching.

   A field study describes a given phenomenon in a natural environment where it takes place.  In this sense, much of the research done in language teaching is of this type, since it draws on observation that take place in the classroom.  An example of this might be a study of the types of oral mistakes made by Spanish-speaking students when they have to give a formal speech in English in front of the class.  The description of students' mistakes will have both quantitative data (error frequency) and qualitative information (error analysis).

   Now think for a moment about our initial research question,  What types of tests are suited to evaluate my objectives?  A viable research strategy would start by studying books and journal articles dealing with different types of tests and their applications to various purposes.  This analysis would mostly be documentary.  We would take notes, analyze theories, and synthesize our own ideas based on the literature.  We may need to get some of our colleagues' opinions.  These investigations may prepare the background to set up an experiment to test relationships between some of the variables suggested by other people or studies.  For example, an experiment could be done to test the effects of three different types of exams on students' mastery of a particular set of instructional objectives, considering as many intervening variables as the real testing situation allows.  However, we could skip the experiment if we felt that the documentary analysis provided enough material to allow us to reach a conclusion, i.e. a qualitative reflection, regarding our preoccupation with how test types should be used in our particular case.  This reflection alone is worth all the efforts invested in research.

REPORTING RESEARCH

  Ideally, research is done to be reported and published.  The latter can be done in professional journals. The reader is referred to and article by Champeau (1990) that can be helpful in organizing a research report for publication.  There are also professional gatherings where we can report our studies in the form of presentations.  These events provide opportunities to learn about the strengths and weaknesses of our research strategies, to identify new problems worth studying systematically, to draw tentative research plans, to make contacts with people who can help us at certain stages, and to gauge the public's acceptance of different types of report presentations.  The only thing required of us to make the most out of these opportunities is a pro-research attitude.  The job may not seem easy, but it is certainly not impossible.

CONCLUSION

   Defining the problem  and selecting the research strategy are only two steps in the research process, but they are the most important.  Care must also be taken when we have to develop instruments, collect and interpret data, and report results.

   Our professional competence give us the opportunity to bring about new information through research.  We just need to see the events in our environment space as possible research problems and then find plausible answers for our queries.  Such answers may mean the introduction of positive changes in our work.  Our professional action will thus contribute to the improvement of education and instruction and, in the process, to our own growth as professionals.



We are indebted to Iraset Paez-Urdaneta and Pauline Brachbill de Marin for their valuable help in both the conceptual and the formal aspects of this article.

   1. Paez-Urdaneta based his model on Newell and Simon's model of human problem solving (see G.B.Davies and M.H.Olson, Sistemas de informacion gerencial, Chapter 8: Los seres humanos como procesadores de informacion, Bogota: McGraw-Hill, 1987.
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Communicative

In recent years there has been much discussion and debate about communicative approaches to the syllabus design, materials writing and classroom activity. Such approaches are aimed at developing the `communicative' as opposed to the purely `linguistic' competence of learners.  In this first section I shall try to explain the terms `communicative competence' and `communicative teaching', to explore what communicative teaching implies in terms of classroom activities, methods and materials, to compare it with approaches currently in widespread use, and to examine the possible advantages and disadvantages of adopting such an approach.

 What is communicative competence?  There is now fairly broad agreement that communicative competence is made up of four major strands: grammatical competence, sociolinguistic competence, discourse competence and strategic competence.  (Canale and Swain, 1980).

(1)	It is clear that what is meant by grammatical competence is the mastery of the language code. `Such competence focuses directly on the knowledge and skill required to understand and express accurately the literal meaning of utterances,' (Canale, 1983).  It is this type of competence which much classroom teaching seeks to promote.

(2)	Sociolinguistic competence involves the ability to produce and understand utterances which are appropriate in terms of the context in which they are uttered. This necessarily involves a sensitivity to factors such as status, role, attitude, purpose, degree of formality, social convention and so on.  Here are three instances of inappropriate though perfectly well-formed utterances:

	`Sit down please! (Spoken to a distinguishedguest--but with the intonation pattern reserved for commands.)

	`How old are you?' (Asked of a middle-aged foreign professor one is meeting for the first time.)

	`Why has your face gone red? (Asked of someone who has just been embarrassed by an insensitive personal question.)

Many of the communication failures experienced by learners of a foreign language have their origin in a lack of sociolinguistic competence.

(3)	Discourse competence concerns the ability to combine meanings with unified and acceptable spoken or written texts in different genres. (Genre covers the type of text involved: narrative, argumentative, scientific report, newspaper articles, news broadcast, casual conversation, etc.)

   At first sight this might seem to be included under grammatical or sociolinguistic competence; but Widdowson's example (Widdowson, 1978) should illustrate the difference:

	Speaker A: What did the rain do?

	Speaker B: The crops were destroyed by the rain.

The reply is grammatically and sociolinguistically acceptable, but in discourse terms it simply `doesn't fit'. (`It destroyed the crops' obviously would fit).

   Failures in discourse competence have recently been interestingly and pertinently analysed in the compositions of Chinese undergraduate students. (Guo Jian Sheng, 1983).

(4)	Strategic competence relates to the verbal and non-verbal strategies which learners may need to use either to compensate for breakdowns in communication or to enhance the effectiveness of communication.  Under the former, one thinks of the use of hesitation fillers such as `um', `you know', etc.  Paraphrase also play a major role (e.g. if one does not know the word for `book mark', it can be referred to as  `the thing you put in a book to keep your place').  So also do catch-all words such as `thingummy', `whatsitsname', etc.  (Such features are extensively discussed in Faerch and Kasper, 1983).

   Given that few if any learners of a foreign language ever learn it perfectly, the importance of these `repair strategies' should be self-evident.

   Strategic competence also refers to the intuitive feel by participants for the kind of communicative event they are engaged in and the direction it is moving in. This allows them to predict moves in advance and to nudge the discourse in the desired direction.



THINK TASK

Make a note of the four component competencies of communicative competence according to Canale and Swain, add key words that describe them.

1) Grammatical Competence 

e.g. language code

		accurate literal meaning

2) ______________________________



3) ______________________________



4) ______________________________





What are the characteristics of communicative approaches?  Minimally they will have the following characteristics:

(1) concentration on use and appropriacy rather than simply on language form. (i.e. meaning as well as grammar);

(2) a tendency to favour fluency-focused rather than simply accuracy-focused activities (Maley, 1982):

(3) an attention to communication tasks to be achieved through the language rather than simply exercises on the language;

(4) an emphasis on student initiative and interaction, rather than simply on teacher-centred direction;

(5) a sensitivity to learners' differences rather than a 'lockstep' approach (in which all students proceed through the same materials at the same pace);

(6) an awareness of variation in language use rather than simply attention to the language (i.e. recognition that there is not one English but many Englishes) (Trudgill and Hannah, 1983).

THINK TASK

What examples of classroom activities or organisation exemplify the different characteristics of communicative approaches above?

1) Meaning

e.g. a grammatical 'Find someone who' activity

2) Fluency



3) Task



4) Student interaction



5) Learner differences (backgrounds, attitudes, learning styles, abilities etc.)



6) Language Variation





THINK TASK

As you read this next section note down, after each point, your immediate feelings and reactions. (Don't worry if these start with 'Yes, but....')



What are the implications for teaching?  If the factors in the previous section above are to be implemented, there are certain inevitable consequences for the organization and management of the teaching/learning process.

(1) Teachers' roles will change.  They can no longer be regarded as possessing sacrosanct knowledge, which they dispense in daily doses to their docile flock.  Instead they will need to set up tasks and activities in which the learners play the major overt role. It is then their job to monitor these activities and to modify and adjust them as time goes by.  This implies a much less spectacular, and at the same time much less secure, position.

(2) The learners' roles will change correspondingly. They will no longer find it is enough to follow the lesson passively, but will need to involve themselves as real people in the activities they are asked to undertake both inside and outside the classroom. This gives them at one and the same time more freedom-and more responsibility.

(3) The teaching materials will need to reflect the wide range of uses of the language. Almost inevitably there will be a preponderance of authentic over simplified materials.

(4) The techniques applied to these materials will be task-oriented rather than exercise-centered.  It will be common to find students listening to or reading for information which they then discuss before formulating decisions or solutions in spoken or written form.  In other words, the skills will be integrated rather than isolated.  It will be rare to find students given a listening or reading text in isolation and asked to answer questions on it for no apparent reason.

(5) The classroom procedures adopted will favour interaction among students. This will have implications for the layout of the classroom (straight rows of chairs and desks are good for order but bad for communication).  There will be an emphasis on work in pairs and small groups.  Much work may be founded on the exchange of information between groups.  (For a full discussion of these implications see Candlin, 1982.)



How does this model compare with current practice in many parts of the world?  In most cases this could be labeled 'grammar-translation' 'direct method' or 'structuro-audio-lingual'.  For practical purposes it makes little difference what we call it.  What characterises all the above labels is that they:

(1) focus very strongly on the language as language (not as use); 'explication de texte' is a prime example of this, where the text is removed from its total context of meaning and examined as an object for analysis;

(2) as a corollary, emphasize the memorization of vocabulary and the internalization of rules (many of which do not bear scrutiny!), the expense of appropriacy and use;

(3) restrict the quantity and variety of language to which students are exposed;

(4) offer very few opportunities for real communication among students;

(5) rely very heavily on strong teacher control, and apportion a major part of the total talking time to the teacher.



Advantages and disadvantages of the communicative approaches

The main advantages of such approaches would seem to be that:

(1) they are more likely to produce the four kinds of competence outlined in my second paragraph than more purely language-centred  approaches;

(2) they are more immediately relevant since they offer the learner the opportunity of using the language for his own purposes earlier than do other approaches;

(3) to this extent they are more motivating, and students are likely to put more effort into them;

(4) they are less wasteful of time and effort than approaches which attempt to teach the whole language system, since they teach only what is relevant and necessary;

(5) in the long term they equip the learners with the appropriate skills for tackling the language in the real world, since the approach is based on a close approximation to such uses.



They do however have a number of potential disadvantages, namely that:

(1) They make greater demands upon the professional training and competence of the teachers. Teacher withdrawal is not the same thing as inactivity.  In terms of preparation and sheer professional skill in knowing when and how to intervene productively, they demand very much more energy and adaptability from the teacher.  The teacher also needs to be more confidently competent in the foreign language.

(2) They do not offer the teacher the security of the textbook.  Whereas, with more traditional approaches, it is sufficient for the teacher to follow the prescription offered by the textbook, here it is necessary for him to select, adapt and invent the materials he uses.

(3) They may perplex students used to other approaches, at least in the initial stages.

(4) They are more difficult to evaluate than the other approaches referred to.  Whereas it is relatively easy to test whether a student has 'mastered' the present perfect tense, it is easy to evaluate his competence in solving a problem, issuing an invitation, negotiating a successful agreement.

(5) Because they appear to go against traditional practice, they tend to meet with opposition, especially from older teachers and learners.

THINK TASK

Are there any connections between your notes on the section 'Implications for Teaching' and these lists of advantages and disadvantages?

Note any interesting points.



Problems

Whereas it is true that we know quite a lot about how communicative competence is achieved, and can describe what communicative teaching ought to be like, there remains a nagging doubt about whether we can actually teach communicative competence.  This doubt is reinforced when we confront a number of persistent problems which beset our profession (the list is not intended to be exhaustive).

(1) We know very little about how languages are actually learnt.  So we cannot with certainty say 'If you do X, the result will be Y'; nor even 'If you are a person with Z characteristics and you do X, the result will be Y'.

	The result is that our profession is thronged with mutually inconsistent theories and approaches.  In the kingdom of the blind he who promises sight is king.

(2) One reason for this ignorance is the difficulty of carrying out reliable research into learners in the process of learning.  This is largely due to the large number of variables involved and to the multi-dynamic nature of the process.  This partially accounts for the apparently conflicting results of research and its often inconsequential nature.  Research is further bugged by the Heisenberg principle, by which any phenomenon is necessarily altered by the very fact of its being observed.

(3) The theories which periodically grip our profession cannot therefore be regarded as `true'.  They partake more of the nature of myths, which require an act of faith than an intellectual proof.  We have, in other words, to behave `as if' they were true while realizing that they cannot be.

(4) Linguistic description, of whatever kind, cannot be taken as a prescription for learning/teaching. The Quixotic syllabus and its earthy Sancho Panza, the textbook, do not reflect what learners actually learn.  Input does not equal intake.  All students are different and will knead the linguistic dough to their own, often fantastic, shapes.

(5) This fact of individual difference is now widely recognized.  Individuals may differ in a bewildering number of ways: in learning style, in level of motivation, in stage of cognitive development, in intelligence, in stage and rate of learning, in level of energy, in psychological disposition, etc.  And yet the overwhelming majority of language learning is done in classes where individuals are put together to be taught the same things, at the same pace and in the same way.

(6) Finally, even when we as professionals feel reasonably sure of our ground and wish to implement a change in established procedures, we find this difficult to achieve.  Professional considerations are usually perverted by political, bureaucratic and purely practical considerations (Maley, 1984)



THINK TASK

Which of these problems do you see as the most serious for you in your classroom?

How are peoples' efforts to go some way to resolving the other problems, important to us as teachers?



The leap into the abyss

Yet teachers, syllabus developers, and textbook writers, along with the rest of humankind, are driven to make decisions of some kind, even if the grounds for making them are less than certain.  It is an existential fact that while we live we needs must decide.  Even the decision to do nothing is a decision; we cannot decide.  This being the case, we had best make our choices consciously, and ensure that they are congruent with what evidence there is, and what we ourselves believe, about the nature of learning.



The following set of principled decisions is personal to myself and my co-authors in a textbook designed to promote (if not to teach) communicative competence.  (Maley et al, 1982).

(1) We held that learners learn both consciously and with effort, and unconsciously without effort. (Krashen's terms `learning' and `acquisition' will do as convenient shorthand but the peripheral learning principle of Lozanov is equally relevant.)  The textbook would need to offer scope for both kinds of learning.

(2) Teaching can be accuracy- or fluency-focused. We held

that fluency (in which the emphasis is on open-ended communication activities taking place in real time) was more likely to promote learning than accuracy (where the emphasis is on the inculcation of the correct linguistic form).  We accepted the need of all students in varying degrees for some accuracy work.  This was therefore made an optional part of the course.

(3) We held error to be a normal part of language learning.  Much correction is wasteful of time, and un-productive to boot.  We decided to be resolutely non-judgmental.  This would not preclude the provision of acceptable models nor the indication to learners of the existence or location of errors on request.

(4) We held that language processing proceeds from top down, not from bottom up.  Meanings are first apprehended as `wholes' and only later analysed into parts--if necessary.  The tasks in the book would thus need to develop holistic processing.  Atomistic processing would only rarely be used (and especially where it could have some generative effect, e.g. in derivational endings, prefixes, etc.).

(5) We held that structures and functions could be equally constraining.  The tasks were not therefore to be designed with a particular structural or functional category in mind.  Rather they would be chosen for their communicational relevance in the framework of the whole activity (see `a priori syllabus' below).

(6) We held that learners are more likely to acquire the language if they are exposed to authentic samples of it.  We recognized the danger, however, of making a god of `authenticity'.  Inputs would therefore usually be truly authentic (but accessible) or `modified-authentic' (that is preserving linguistic properties of authentic texts).

(7) We held that communicative tasks were superior to linguistic exercises in promoting learning.  The task has a pay-off (solving a problem, coming to acceptable decision, constructing a model, etc.) which is non-linguistic, yet language is needed to reach the pay-off point.  Our book would be task-based and would relegate any exercise material to the optional accuracy section.

(8) We held that, to mirror real communication, we would need to integrate the major language skills.  Listening, speaking, etc., would not therefore be taught in water-tight compartments.  Instead they would be integral to any given task.  The proportion of each would vary with the nature of the task.

(9) We held that the greater the responsibility given to learners, the more effective their learning would be.  We therefore left much scope for independent work, in a framework of a supporting peer-group.

(10) We held that motivation would be increased through problem-solving activities, which would engage both the cognitive and the effective resources of the learners.

(11) We likewise held that both analytical and creative thinking should be given scope in the activities and task.  (Right and Left hemisphere dominance would thus be catered for.)

(12) We held that language in the classroom should be immediately relevant and inherent in the task, rather than learnt for some eventual and hypothetical later use (often referred to as `transfer').  

(13) We held that, given the mismatch between input and intake, there was little point in setting up an `a priori' list of items to be taught. If linguistic items are truly frequent or useful, they can be presumed or occur naturally in representative samples of communication.  We decided therefore to opt for interesting activities. Such activities could be graded, as an alternative to linguistic grading.  The materials would thus dictate the content, which could be summarized in checklists (arrived at `a posteriori').

(14) Finally we wished our materials to be elegant, economical and aesthetically pleasing.

THINK TASK

Of the fourteen points above, list those which were new to you, unclear to you, exciting, relevant, or `other'.



Input and process

All this sounds very grand, but there is still a need for a set of principles which translate it into actual materials.  First of all, what will the input be like?  What principles might it be based upon?

1. The information gap/problem-solving principle

This can be applied in a minor or a major key, e.g. (a) two students each have a picture which is similar but not identical to the other - by verbal interaction they are to discover the difference; (b) some jewels have been stolen on a train - students are presented with the information of various kinds (recorded conversations plans, pictures etc.) which have to be interpreted to arrive at the discovery of a solution.

2. The game principle

In this the task is internally self-sufficient, and the activity rather than the language is primary; e.g. students might have been asked to derive a story from a set of pictures.  They might then be asked to mime the story for another group to interpret.  The activity is wholly `artificial', yet within the confines of its own `rules' it is real.

3. The bi-sociative principle

Students' creative faculties are stimulated by exposure to unusual combinations, random data or apparently unconnected material, e.g. each group of three is given five words; for each word they must find three others which rhyme with it. They then compare with another group and make a composite list of rhyming words.  The group of six then chooses two words from each of the five groups of rhyming words (e.g. food/mood, gave/save, top/stop, came/fame, song/long).  These words must then be used as the end-rhymes in a 10-line poem.

THINK TASK

For each `input principle' note one or two more classroom activities you know which exemplify it.



And what will the process be like?  On the principle that both individual effort and group interaction are of value, the process will be one which orchestrates them in varying patterns.

Most tasks or activities would begin with individuals working alone either to comprehend or to prepare an input to subsequent group work.  This information would then be shared and worked on in groups varying in size according to the type of activity.  Working in groups allows for the combined competences and skills of individuals to be brought to bear on the task and provides a social context for the exchange of information, organization of the discourse, etc.  The interaction among group members is now widely believed to promote language learning (as well as the undoubted benefits it brings for teacher-student and inter-student relationships) (Long and Porter, 1985).

THINK TASK

"The process will be one which orchestrates them (individual effort and group interaction) in varying patterns".  What sort of role(s) does this imply for the teacher?



Conclusion

I hope to have shown that in spite of theoretical and practical difficulties it is possible to promote, if not teach, communicative competence to a degree.  In order to implement the kinds of ideas I have outlined above, however, there have to be two kinds of changes.

The first is institutional change.  Unless syllabi, examinations, inspectors, textbooks, etc., reflect the declared desire to change in the direction of a more communicatively oriented curriculum, little can result.  Unless words are translated into deeds they are rapidly silted in the dust of interaction.

The second is teacher education.  Change which is imposed from above is all too often accepted but not embraced.  Change needs also to come from below, from the teachers who will have to implement it.  This can only happen if they themselves both understand it and accept the need for it.  Organized teacher training is one way of achieving this; but the self-help voluntary group of teachers who gather informally can be as great an agent of change.

We do not understand the essential nature of a rose any the better for pulling off its petals and analysing them. We may get closer to this understanding by growing roses. So with communicative competence.  Perhaps we can after all help it grow.

THINK TASK

As participants on a course, you are also involved in a process of change.

  What, from Alan Maley's conclusion, is relevant to you?
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Introduction    to 'Classroom Dynamics'

Jill Hadfield

From:Hadfield J. Classroom Dynamics `92 O.U.P.



I didn't mean to write this book. I actually set out with a colleague, Angi Malderez, to write a completely different book, on learner training.  But before beginning, we decided to do a little fact-finding and try to discover a bit more about the problems involved in the learning process, as perceived by both teachers and learners.  To this end, we sent out two questionnaires to language schools and state colleges all over Britain.  The first, called `Moaning and Groaning in the Foreign Language Staffroom', invited teachers to list their most common staffroom moans about problems involved in the teaching/learning process: the kind of preoccupation that fills your head when you have just finished a lesson you were not completely satisfied with.  The second, called `The Old Lags' Project', asked teachers to invite their outgoing  students at the end of term to write a letter to an imaginary new student, explaining the difficulties they had found in learning English, and offering advice.

The replies to `Moaning and Groaning' took us by surprise.  Teachers nationwide seem far less worried by such concerns as finding new and exciting ways to teach the present perfect or getting students to retain new vocabulary items, than by the atmosphere in the class and the chemistry of the group.  By far the most common complaint was, as one teacher put it, `My group just doesn't gel!'  There were many variations on this theme, for example:

- The same students always answer questions, quieter   members can't get a word in.

- No-one can understand what X says and the others laugh at him.Y is more serious than the others and is getting  frustrated. Z has been here two terms and has seen it all. He's  bored.

- A refuses to work with anyone.

- Students are very bad at listening to each other.

- I have a `spirit-killing' student who is bored with everything.

- I have a split-level class with language ghettos.

-Disappointing lack of interest in talking to each other  and learning about other cultures.

- B wants to study grammar and the others don't so he  brings up grammar at the end of every lesson and then always doubts my explanations. The others get irritated  by this.

- Student `passengers' make no contribution to the group.

- C is only interested in hearing herself speak and seems  jealous if the teacher's attention    is drawn to anyone  else.

- They're only concerned with what they want out of a  lesson and show no feelings for their peers.

- They're a really odd mixture.

- I can't establish a co-operative feeling.

THINK TASK

How many of the above are familiar to you?  Would you add any others?



At a workshop for teachers following this survey, we asked teachers what it felt like to have a group that `did not gel'. They discussed their experiences and brainstormed a list of symptoms of `lack of gel'. They produced the following list:

- Students don't listen to each other.

- They don't laugh at each others' jokes.

- They don't make jokes.

- They can't deal with problems: molehills become   mountains.

- They stay in nationality groups.

- They are territorial; they don't like regrouping.

- They are culturally intolerant.

- They don't socialize outside the classroom.

- They are all sitting in silence when you go in.

- They make you dread teaching.

- They don't work with each other.

- Nothing you do seems to work and the harder you try,  the worse it gets.

- The more uncooperative they are, the worse you teach,  the more uncooperative they are, and so on.

- There is often an `indigestible' group member.

- They question everything you do and if you make a mistake they crucify you.

- They are teacher-dependent.

- They all want different things and won't compromise.

- There is no trust.



This showed that all the teachers present recognized the problem and knew exactly what it felt like. The teachers at the workshop were all very experienced and included teacher-trainers, heads of departments, material writers, and EFL experts of various kinds, which shows that the problem is not confined to inexperienced and trainee teachers.

The `Old Lags' Project' was, disappointingly, far less revealing, mostly, I think, because it was mistaken in concept: students at the end of their stay in Britain are not in a particularly analytical frame of mind. We should really have asked for comments from the sticky middle of a term. But many replies indicated that group dynamics were an important concern for students too, with such comments as:



`In this term I found good friends and a kind teacher so I progressed a lot.'

`Learning English is a love and heat (sic) relationship.' `I like the people and also the English language. It can make you suffer but it's beautiful.'

`I do prefer to work in groups, couples, but the classroom mates (sic) not everyone is friendly.'

`The students are very young. I think you could feel quite strange in these groups.'

`I am blessed with good teacher and good friends in  class.'

`The teacher is a friend more. He will help you. You will find several difficulties but you will never feel sad or angry.'



These comments showed that the affective side of language learning is very important to students.

So I turned my attention from learner training and began to think hard about groups in general, and my own experience of them in particular. In common with the teachers who wrote the cries of despair on the questionnaire, my own most miserable teaching experiences have been due not to the inadequacy of any particular textbook, or lack of proper classroom facilities, but to a negative atmosphere that somehow built up in the group. In fact, the worst moments of my teaching career were in the company of a group of affluent, well-educated, sophisticated Europeans, in a well-equipped and well-resourced EFL department in the UK, using an enjoyable and lively textbook; whereas one of the most rewarding teaching experiences I have had was teaching TOEFL, not the most inspiring of material, from dog-eared, badly stencilled copies, to a group of Tibetans in an unheated room without electricity in the middle of a Tibetan winter (-20oC).

The factor that transformed what should have been an EFL paradise into a month-long nightmare, and what should have been an EFL nightmare into a delightful and rewarding experience was the indefinable one of group chemistry. What was the difference? Was it simply that the students in a second group were nicer people than those in the first? Or was it that the Tibetans, less sophisticated and worldly than their European counterparts, were content with less? Or were they more used to living in a group, co-operating with and supporting each other, than Europeans, brought up to fight for their individuality? Or was it that the Tibetans liked each other, whereas the Europeans did not? Or did I teach one group well and the other badly? Or did I unconsciously do some things that increased antagonism, or even led to it, with the members of the first group, and other things that increased solidarity and co-operation between members of the second group?

THINK TASK

Try to generate similar questions for your particular concerns.

The difference was probably due to a combination of some or all of these factors, but whereas we can do very little about the first four, it is possible to modify the last two. Bad teaching may be transformed into better teaching with the aid of the many teacher-training materials and resource books for teachers that already exist. However, it seems to me that very little material exists to offer suggestions for practical things a teacher can do to improve relations and atmosphere within a group. Whereas a lot of attention has been paid to the way we form groups and the initial stage of group life, very little attention has been paid to the process of maintaining groups after they have been formed. Teacher-training materials offer guidance on the selection of techniques appropriate to a particular teaching point, but less thought has been given to their possible effect on the group dynamic.

But why should we pay attention to group processes? Isn't our job simply to teach efficiently? Surely the group process can look after itself? The way the students in the class relate to each other is not the teacher's business; the teacher's business is to transmit content, and whether the class get on with each other or not is irrelevant. However, that is not the message I got from the cries of misery from staffrooms all over Britain, and I am convinced that a successful group is a vital element in the teaching/learning process.

Firstly, and most obviously, teaching and learning can and should be a joyful experience for both teacher and learner, and most teachers, except the very lucky or the very talented, will know from bitter experience that there is no more miserable teaching experience than to be shut up inside the four walls of your classroom with a prickly and uncooperative group.

Secondly, whereas in the days of rote-learning and teacher-dominated classrooms the relationship between teacher and group was paramount and the question of interrelationships within the group was not vital, in present-day EFL classrooms, where pairwork and groupwork have become the norm, relationships within the group become more important: it is fundamental to the success of these activities to have support and co-operation from the group and a harmonious relationship between its members.  Where students act as a pool of resources for each other, refusal to co-operate means that a vital element of the learning process is missing. A group whose members are not on speaking terms will not learn in a student-centred classroom!

Finally, and perhaps most importantly, research in social psychology confirms what teachers know instinctively: a cohesive group works more efficiently and productively (see Michael Argyle 1969, The Social Psychology of Work). A positive group atmosphere can have a beneficial effect on the morale, motivation, and self-image of its members, and thus significantly affect their learning, by developing in them a positive attitude to the language being learned, to the learning process, and to themselves as learners.

Successful groups can thus be, as T. Douglas puts it in Groups-Understanding People Together (1983), `an instrument of behavioural or attitudinal change, an instrument of support and maintenance, a pool of resources, and an instrument to facilitate learning'. To that I would like to add they can also be a lot of fun.

But what is a successful group? The teachers whose comments on their unhappy experiences with groups are given at the beginning of the introduction, seemed fairly clear about the characteristics of an unsuccessful group, so perhaps that is a good place to start. To rephrase their comments in more general terms, an unsuccessful group in language learning terms is one where:

- The individuals in the class do not cohere into a   group.

- There is an uncomfortable, tense, or negative  atmosphere.

- The members of the group are all intent on their individual ambitions and are willing 

   to  compromise or define group goals for learning.

- Some members of the group will not participate in group  activities.

- Some members of the group tend to dominate group activities at the expense of shyer members.

- The members of the group are territorial or cliquey and  will not interact equally with all members of the  group.

- Members of the group will not listen to one another.

- Group members are not interested in each other and are even antagonistic towards each other.

- Group members are not self-reliant but dependent on the  teacher.

- Group members cannot put problems in perspective; trivial things develop into major upsets.

- There may be an `indigestible' group member who causes problems or creates a  negative  atmosphere.

- Group members will not co-operate to perform tasks.

- Members of the group do not trust each other.

- Individuals in the group are competitive and attention- seeking.

- Members of the group are intolerant of cultural and personal differences.

- Group members have certain fixed or rigid ideas which  they are reluctant to modify.

- Members of the group lack responsibility: they are reluctant to make an effort or take  the initiative.

- Group members tend to be over-serious with little sense of fun.

- Group members lack confidence in themselves as learners, what they are learning, and the way they are being  taught.



In contrast, a successful group, I suggest, will be one where:

- The group is cohesive, and members have a definite  sense of themselves as a group.

- There is a positive, supportive atmosphere: members have a positive self-image which is reinforced by the  group, so that they feel secure enough to express their individuality.

- The members of the group are able to compromise. They have a sense of direction as a group and are able to  define their goals in group, as well as individual,  terms.

- Group members are not cliquey or territorial but interact happily with all members of the group.

- Members of the group listen to each other, and take  turns. 

- Group members are interested in each other and feel  they have something in common.

- The group is self-reliant and has a sense of  responsibility. It is able to overcome problems and  difficulties without recourse to the teacher.

- The group is tolerant to all its members; members feel  secure and accepted.

- Members co-operate in the performing of tasks and are able to work together productively.

- The members of the group trust each other.

- Individuals in the group are not competitive and do not seek individual attention at the expense of others.

- Group members are able to empathize with each other and  understand each others' points of view even if they do  not share them.

- Group members are open-minded, flexible, and receptive  to new ideas.

- The group has a sense of fun.

- Group members have a positive attitude to themselves as learners, to the language and culture being studied,  and to the learning experience.

THINK TASK

How many of the above characteristics does your group have? What could you do, practically, to help them achieve the others?



How is that some groups develop into the latter kind of group, while some groups develop into the former? Is there anything we as teachers can do to encourage development of the positive characteristics of the second group and discourage the negative qualities of the first?

In this book I examine the characteristics of a successful group, and suggest practical ways in which the teacher can develop a cohesive and supportive group atmosphere of a kind conducive to learning. I approach this by re-examining traditional classroom activities from the point of view of their effect on group dynamics, and by suggesting new activities which may promote a successful group dynamic. I also try to provide a framework for integrating these activities into a teaching syllabus. Before going on to make these suggestions, however, I have a few caveats and reservations:

1  I am not suggesting that the only purpose of an EFL class is to have a good time with your group and that a group experience can replace content teaching. On the contrary, if you do this you will sabotage the group atmosphere very quickly: students realize when they are not learning and nothing destroys a group atmosphere more than the feeling of not learning anything. However, I am suggesting that it can be a good idea when selecting from a range of techniques available for a particular teaching point to be aware of their possible effect on group dynamics as well as their appropriacy to the teaching point, and even occasionally to plan activities that may be unrelated to the syllabus but which have a positive effect on group cohesion.



2  I am not suggesting that groups should be forced into a particular mould or made to conform to a type, though I am suggesting that it is better to have a positive rather than a negative atmosphere. The activities in this book should provide a framework for individuals in the class to come together and establish their own group identity, which will be different for every group. The delight of teaching is the different, spontaneous, and very individual ways in which groups will respond to activities.



3  Some people may feel that the very act of thinking about group dynamics and how we can affect them suggests manipulation. However, as teachers, we are, whether we like it or not, manipulators of people. Whatever we do, or do not do, in the classroom will have its effect, positive or negative, on the dynamics of the group. Since we are in such a responsible position, I think it only fair that we should be aware of our actions and the possible effects they might be having, and should choose to do those things which are more likely to have a positive effect on the individuals we are dealing with.



4  This book is not a piece of academic research, offering solid conclusions based on statistical proof; it is much more intuitive, exploratory, and tentative than that. Several sources have fed into the ideas in the book. Some ideas do derive from other people's academic research, such as work by social psychologists on the functioning of the group; some derive from my own ad hoc explorations into teachers' problems with groups, and some from my own varied experiences of what it feels like to be a language learner. But most ideas in the book come from a mixture of my own experiences as a classroom teacher, my colleagues' experiences and ideas on groups, and my own intuition, together with a determination to look at classroom practice from a different angle.



5  Lastly, I am not proposing this book as a universal panacea for all group problems. As outlined above, there are many factors which determine the dynamics of a group. I do believe that most groups have the potential to become supportive, cohesive, and co-operative, given the right conditions and enough encouragement, but group dynamics is ultimately a matter of chemistry, and there is not much even the most dedicated teacher can do with a group of determinedly prickly individuals (except perhaps to forget the concept of a group and individualize their learning as far as possible!) Conversely, there are plenty of teachers who teach very successfully and have happy, well-motivated classes without using any of the techniques in this book. This book is not intended to convert, nor is it intended as a formula. It is just an attempt to look at a problem which concerns us all and to come up with some practical suggestions which teachers can select and adapt according to their own needs and preferences and those of their group. I hope, of course, that teachers will find these useful, but group dynamics is above all a matter of the personality and style of the teacher, the personalities of the people in the group, and the complex interrelationships between them, and it is up to the individual teacher to establish a relationship with the students in his or her own distinctive way. There is a limit beyond which the mere textbook writer cannot and should not presume to interfere!



THINK TASK

As you read the following section, make links with the concepts from the lecture.



HOW TO USE THIS BOOK



How the book is organized

The book is divided into three section, dealing with the processes of forming, maintaining, and ending groups respectively. The first and last sections are both short, containing activities suitable for the first and last weeks of a course. The bulk of the book, in the central section, explores what can be done to maintain a good group atmosphere over a term, or a year.

In each section there are both affective and cognitive activities. The affective activities aim to create a positive and supportive group atmosphere in a non-explicit way; the cognitive activities seek to make certain demands of the group learning process more explicit to the learner. Obviously, some aspects of group life must be encouraged in an affective way; for example, it would be difficult to create a climate of trust simply by convincing students intellectually that it is important to trust the other members of the group. However, other aspects, such as defining goals, demand explicit treatment: knowing where you are going and what you want to achieve is an intellectual matter rather than an emotional one. Personally, I feel both are important, but certain groups and certain teachers may have a preference for one over the other.

Section A, on the affective side, presents activities necessary to break the ice, to introduce group members to each other, and to create a relaxed and supportive atmosphere. On the cognitive side it aims to raise learner awareness of what learning in a group involves, and to give the group a sense of direction by encouraging them to define their goals.

Section B, the central, most important, section, takes the various characteristics of a successful group as outlined in the Introduction and suggests practical classroom techniques the teacher can use to encourage these characteristics. For example, Chapter 4, `Bridging Gaps', suggests activities which will increase the students' awareness of what they have in common and help to bridge personal and cultural differences. Chapter 5, `Maintaining fluidity', suggests techniques to encourage students to interact with different group members and discourage `cliqueyness'. Chapter 6, `Getting to know each other', deals with activities that encourage the students to exchange personal information, and Chapter 7, `I did it your way', takes this a step further by introducing activities that encourage students to see things from another's point of view.

Activities in Chapters 4-13 are all affective in that they are not overt or explicit in intent, but generally have a language focus; the effect on the group dynamic is a by-product. The remainder of the activities in this section are cognitive, seeking to make some aspects of group processes clearer to the students, and helping them to understand what they are doing, where they are going, and why. Chapter 16, `A sense of direction', for example, deals with goal defining, assessing, and resetting, and Chapter 17, `Coexistence and compromise', deals with the need to compromise in order to achieve group goals. Chapter 18, `Coping with crisis', shows some typical ways in which things can go wrong. It give examples and case studies of different types of problem, and suggests techniques for resolving them. I have tried to offer some comfort by showing that even if not every problem can be solved, at least you are not alone!

Section C, `Ending the group experience', suggests activities that round off the group experience in such a way that group members do not feel abandoned, but have a chance to reflect on it and its meaning for them. They can look forward in order to define their future language learning goals once the group life is over.



WHO IS THIS BOOK FOR

This book was written mainly in response to feedback from a questionnaire sent to language schools and colleges, and so largely reflects the concerns of language school rather than secondary school teachers. In some ways the two are faced with rather different problems of group dynamics: the language school teacher is faced with problems stemming from small, claustrophobic groups, where the individuals are in close contact for sometimes up to thirty or thirty-five hours a week, often made up of adults who come to the course with adult problems and complexes and often very fixed ideas of what they want and what they expect to get. In Britain there may also be the additional problem of reaction to a foreign, alien culture. The secondary school teacher, on the other hand, faces group dynamics problems of discipline, large classes, and motivation. These seem to me to be a very different issue, and one that falls outside the scope of this book. I hope, however, that where there is an overlap between the two sets of problems, for example where there is a need to build a feeling of group solidarity and co-operation, that secondary school teachers will find some of the activities useful. For this reason, I have tried to ensure that many activities have a linguistic aim as well as a group dynamics aim, and that most require little in the way of additional materials or preparation.





HOW TO USE THE ACTIVITIES

Since this book is rather different from most resource books of ELT activities, in certain ways it is necessary to explain how I see the activities being used.

Firstly, it is not a course book and not all the activities will be suitable for every group. Activities from the book may be slotted into coursework or used in addition to a textbook as the teacher sees fit; it is up to the individual teacher to select activities that he or she feels happy to use and considers appropriate for his or her particular group at a particular point in time.

However, it differs from a `dip in, fish out, and slot in' type of resource book since the activities are rather more interdependent. The book tries to offer an integrated approach to the dynamics of the group, and one activity from the book used in isolation or out of context will probably not have a significant or lasting effect on the group atmosphere. The topics treated in the book are all different facets of the same process, the development of a cohesive and supportive group. Each activity is part of a process which needs careful thinking out in advance by the teacher and careful maintenance as the course progresses. It is not appropriate to include one activity from Chapter 10, `Staying positive', for example, without thinking carefully about how you are going to try and maintain a positive atmosphere over the term, and it is not workable to focus on this one topic while neglecting others such as building co-operation and empathy. Using the book necessitates an integrated and balanced approach.

Moreover, this book is not an emergency handbook! The chapter on `Coping with crisis' does aim to offer support and help to the teacher facing difficulties with a group, but the bulk of the activities in the book are designed to establish and maintain a cohesive, supportive group atmosphere from the beginning of the group's life together; they are not designed to repair things that have gone badly wrong. If your group has somehow developed into a negative, ungenerous, antagonistic collection of individuals, then I would be very cautious about using some of the activities in the book, particularly some of the more affective ones, though you may well have more success with some of the cognitive activities which are designed to get students thinking about aspects of working together. On the other hand, you might consider that if nothing you have tried so far is working, then you might as well see if a new approach works. In this case you would need to think carefully both about an overall strategy--why you are doing this and what you want to achieve by it--and about individual responses to the activities. What will you do in the case of a frosty reception, refusal to co-operate, or even hostility? Can you turn it to the group's advantage or will it cause the situation to deteriorate even more?

I think, then, that the book needs to be read right through first and the issues in it thought about both in general and in relation to your own teaching and your own groups, before any specific activity is used with a group. It will probably help most to read this book at the end of a term, after an experience, successful or un-successful, with a group, and to use it to help you re-examine what you are doing, consciously or unconsciously, with groups. Are you neglecting anything? Are you overdoing anything? Are there any aspects of group life you feel you haven't thought about enough? Are there any activities you think you could usefully include to encourage a more supportive and cohesive group atmosphere? Every group is different, and the balance and emphasis of activities will need to be different for every group you teach. In the end it is a matter of your temperament, your class's temperament, the complex interaction between them, and ultimately your own sensitivity, that must determine how you structure group activities, what you include, and what you leave out.



SELECTING AND INTEGRATING ACTIVITIES` 

Several considerations will ultimately determine how you select activities and integrate them into your teaching:

- your personality and teaching style

- the composition  of your group

- the rhythm of the lesson, the week, and the term

- the constraints of your syllabus.



1  Teaching style

Some teachers may feel more comfortable with certain activities than with others. There may even be some you cannot imagine yourself using at all! Obviously you must select in the first instance activities that you feel comfortable using. If you feel constrained or awkward, the your group is not likely to feel at ease either. On the other hand, an open mind and willingness to experiment may give you some pleasant surprises!



2  Composition of the group

The nature of the individuals making up your group will be one of the main factors in determining which activities you select. An intellectual group may appreciate and respond better to the more cognitive activities such as those in Chapter 16, as may students with a very rigid, traditional educational background. Such students, in whom the force of tradition is very strong, as well as those from a very different cultural background, may respond less well to the more affective activities, though paradoxically you may well feel that such affective activities are exactly what the group needs most! In this case you will have to introduce them gradually, perhaps with some rationale, to convince students intellectually, or emphasize strongly the language learning aspect of such activities. On the other hand, I have had many groups of such students who responded very enthusiastically to the affective activities, in reaction against their background, and who tended to spurn the more cognitive activities. With such a group, or a group that has become `high' on group atmosphere, you may have to redress the balance by including more cognitive activities to try to establish more sense of direction and prevent the group from becoming an emotional swamp. A very disparate group, composed of many different personalities, nationalities, or ages, may benefit most from the gap-bridging activities in Chapter 4, the empathy activities in Chapter 17, and the group-building activities in Chapters 8, 11, and 13. With a group composed of distinct factions (for example, two nationality blocs) it will also be essential to keep seating arrangements fluid, using techniques from Chapter 5. A shy group will need some of the exercises from Chapter 14 to encourage participation, and may also benefit from the trust activities in Chapter 7 and, if they have a tendency to self-doubt and negativity, from exercises such as those in Chapter 10 which encourage positive feelings. A group where there are several dominant, self-willed, or intolerant individuals may benefit from the activities in Chapters 17 and 7, which encourage them to appreciate other points of view and to seek compromise. They will undoubtedly also benefit from the activities in `Learning to listen' (Chapter 15) and can be given more sense of group solidarity with others in the group via activities in Chapters 4 and 8.

Whatever the composition of your group, you will probably find that the dynamics shift during the course of a term and what was an appropriate strategy in the first weeks may no longer be suitable or necessary by mid-term. When planning out what activities to select, you will need to be constantly responsive to changes in roles and relationships within the group.



3  Warming up, cooling down, taking a break:  rhythms of a lesson, a week, a term

Learning a new language is an intense experience, requiring a lot of concentration. There will inevitably be times when students lack energy, feel pressurized, or have reached saturation point; when they need warming up, cooling down, or a break in the rhythm.

When students come into their first lesson in the morning their energy level will be low. They may be half-awake, their minds may be full of last night's problems or a row they had at breakfast, they may not have spoken English since you last saw them. It is important to begin the morning with a short, not-too-demanding activity which will energize people and put them in the mood  for learning and also incidentally allow time for latecomers to arrive before you start the lesson. Some of the short activities in Chapters 9, `Establishing trust', and 10, `Staying positive', could be used here, and the reseating games in Chapter 5 are a good way to get students moving around and talking to each other at the beginning of a lesson.

At the end of a lesson, and particularly at the end of a morning or afternoon, some time needs to be spent on the opposite process: cooling down. Lessons can often end very abruptly with the teacher realizing that there isn't time for everything on the lesson plan, breaking off an activity as the bell rings, and hurriedly setting homework. If two or three lessons end like this in the same morning, the effect on the students can be to make them feel harried and under pressure. It is important to give students time to reflect on what they have done and what they have learned during the day. The activity `Have I got what I wanted?' in Chapter 16, for example, will encourage students to summarize lesson content and to see its relevance to themselves.

In the middle of a morning or afternoon, half-way through a double lesson, or after a difficult activity or one requiring a lot of concentration, it is important to give students a break. Students may also welcome this as a short respite from the group: a short individual breathing space. I think it is important that such breaks should be non-verbal--a brief holiday from words. You could try the relaxation exercise in 16.2, `Visualize it', for example, or play some quiet music and ask students to listen to it with eyes closed for a few minutes.

A week and a term will have their own rhythms too, similar to those of a lesson or a day. Monday morning is notorious, and if you can spare the time, it is worth devoting the first lesson on a Monday to a positive, group-forming, energizing activity, such as those in `Bridging gaps' (4), `Staying positive' (10), or `A sense of belonging' (8), before going on to talk about aims for the week ahead. The end of the week, like the end of a lesson, is a time for cooling down, for taking stock of what has been achieved in the week, and clarifying goals for the next week. A mid-week break can be a good idea too, in the shape of a lesson or even a whole morning that is different from the others. You might put two classes together and team-teach, or perhaps devote some time to project work, video, creative writing, or drama. Some of the shorter activities in `Group achievements' (11) would be suitable here.

The format of this book itself echoes the rhythm of a term, with the first section containing warm-up activities for the first days of the group's life together, and the final section devoted to cooling-down activities to round off the group experience in the last days of term. The middle of a term is often a period where students experience a slump. They may become bored with routine, or depressed because they feel they are not absorbing new language any more or working as well as they did at the beginning. If you do not have a half-term break, the middle of term is a good place for a few days or even a week of completely different activity.

Some of the longer activities in Chapter 11, such as a mini-project, a magazine, or a video programme, would both provide a break in routine and give the group a sense of solidarity and achievement--something they badly need if they are going through a mid-term slump.



4  Integrating activities into the syllabus

If you have a tightly packed programme, or a rigid syllabus, or are teaching towards an examination, you may be wondering how you can afford the apparent luxury of group dynamics exercises. However, the majority of the activities in the book have a dual function, and differ only from other language practice activities in that they have an affective purpose tucked inside the language learning purpose. Most of the activities, therefore, will not need a special `group dynamics' slot on the timetable, and can form part of the normal language syllabus as grammar, speaking, or writing practice. The only difference will be that considerations of group dynamics should form part of your criteria for selecting these activities. For example, if you need a writing activity that practises the simple past, but want at the same time to increase group solidarity, you would do better to choose an activity like `Rainy Sunday Shock Horror' (8.3), or `Group history' (8.1) rather than a gap-fill exercise or essay on `What I did last weekend' set for homework. Similarly, an exercise like `Changing places' (5.2) will fulfill the triple function of quickly revising a structure taught the previous day, warming students up, and keeping seating arrangements fluid to discourage the formation of cliques. Two `Language focus indexes' are provided at the back of the book to enable easy cross-reference between affective and linguistic aims.

While it should not be necessary for you to make a distinction for the students between these activities and other language practice activities, there are some activities in the book whose purpose will need to be made explicit, since they are cognitive rather than affective, that is, their purpose is to encourage the students to think about and understand some element  of the learning process. These activities, in Chapters 14,15,16, and 17, will need to be built into the course in some way. The compromise and negotiation activities in Chapter 17 will need some time (two to three lessons) allotted near the beginning of a term, when you are deciding on course content. The initial activities on defining and setting goals in Chapter 16 will also need some time (one to two lessons) allotted at the beginning of term, as well as a regular short session each week (15-20 minutes) for assessing and resetting goals. The activities in Chapters 14 and 15, for instance, will need to be programmed into a speaking skills course; they are designed to be used with whatever materials form the basis of your course. The feedback techniques in Chapter 12 should also form a regular part of a speaking skills course. Another regular feature you should build into the course of possible is a `warm-up' slot at the beginning of a morning (see 3 above). All of these feature of the course, unlike those with a self-evident language practice aim, will need to be explained to the students with a brief rationale, such as `I'd like to start each morning with a short "warm-up" activity, just to make you feel relaxed and get you in the mood for thinking in English'.



FINAL TASK

Plan your own series of activities for maintaining your group, or addressing some of the problems you identified earlier.



Focus tasks for your reading of articles 7 & 8 on Language Awareness



1.First read the article by Wright and Bolitho.

2.When reading Ellis (1993) concentrate on the following:

(i)  What does he mean by

	"focused communication activities"

	"grammar consciousness-raising activities"

	"interpretation grammar activities"



(ii)How do these activity types relate to the Language Awareness approach outlined        by Wright and Bolitho?

�7.  Language Awareness: 

    A Missing Link in Language Teacher Education?

Tony Wright and Rod Bolitho



Abstract

This paper examine the position, nature and scope of Language Awareness (LA) work in English language teacher education courses. Via a sequence of LA activities, we attempt to identify the essential features of LA activities for teachers and trainee teachers. In so doing, we aim to provide an interim framework for materials writing in this area, and to illustrate the main methodological principles underlying LA activities. It is our contention that LA provides an important link between teachers' knowledge of language and teachers' practices of teaching language.



Introduction

The term Language Awareness (LA) has been appropriated by practitioners, theorists and researchers operating in a wide range of educational contexts. Our aim is to focus in this paper on the view of LA that has been developed over recent years by practitioners in English Language Teacher Education (Bolitho and Tomlinson [1980] Bolitho [1988] Wright [1991] rather than to examine the various wider interpretations of LA. For this, the reader is referred to Hawkins' (1984) seminal work and the collection of papers edited by James and Garrett (1991).

Our starting point is simple: the more aware a teacher is of language and how it works, the better. A linguistically aware teacher will be in a strong and secure position to accomplish various tasks - preparing lessons; evaluating, adapting and writing materials; understanding, interpreting, and ultimately designing a syllabus or curriculum; testing and assessing learners' performance; and contributing to English language work across the curriculum. Indeed, we suspect that successful communicative teaching depends more than ever on a high level of language awareness in a teacher due to the richness and complexity of a `communicative view'. These points apply equally to teachers of native speaker (NS) and non-native speaker (NNS) origin. It follows that a lack of awareness of language often manifests itself at classroom level - for example when a teacher is unable to identify and compensate for shortcomings in a coursebook, or is "caught out" by a learner's question on the language. In these situations, teachers need to draw upon their linguistic knowledge, not to provide `right answers', but to provide the necessary expertise to help the learner overcome difficulties.

We shall illustrate our approach by leading you through a sequence of LA activities designed for use in an in-service teacher education session. Each activity in the sequence is followed by explanatory comments on its aims, scope and rationale. (A brief `users' `commentary' on each activity is provided in Appendix I).



An example



The illustrative set of LA activities begins with the close analysis of a text, as follows:



Direct and Indirect Speech



Activity 1  As you read this report, answer the questions that accompany it. Decide also whether you prefer as a reader the reported speech or direct quotes.





Avenging French motorist who

gave chase and caught a fright

__________________________

Maev Kennedy = The `Author'

__________________________

 Alain Basseux's solicitor

explained to the court 

that his client was merely

driving as he would in  --------------1. (a) Who said this originally?

France. When a car cut in                 (b) What was originally said? (original words)?

on him at a roundabout,           

Mr Basseux trailed it,               

overtook it, lurked in a

layby and then roared out

to chase it again, forced

it to a halt, wrenched open

the door, gripped out the 

driver by the shirt front,

and roared: "Do that again      2. How does the author know that  Basseaux `roared'?

and you're dead."                  3. Why did the author use direct speech here?

 "Because of the size of the 

country there are few gen-

darmes on the roads," Phil-

lip Crowe assured magis-          4. And here?

trates at Easingwold, North

Yorkshire. "So in the event --------

of a problem you have it out

with the other motorist."

 Mr. Crowe's words for the 

avenger's state of mind on 

finding that the man in his  

grasp was his new boss were

"fear, trepidation, and                    5. Why only a selection of words here?

fright". Mr. Basseux, aged 22,                 Why not a full report?

from Dijon and now living in

Wiggington, near York, had             6. Who said this originally? How do you know?

just got a lab technician job     

at Rowntree Mackintosh.

 His terrified victim, Gordon

Priestly, who was calling the

police on his mobile phone           7. When do you think the author found this out?

when Mr Basseaux got to grips     

with him, was a director at 

the plant. By the time he dis-

covered this, Mr Basseux had       8.How did Basseux discover this?

slammed the car door and             9.Who said this? When?

kicked it, causing 650 Pounds

worth of damage.

 Mr Basseaux was conditionally

discharged for two years,               10.Who told Basseux this? How do you know?

ordered to pay for the damage,   

had his licence endorsed--and

kept his job.                                11.What exactly was said? By whom? To whom?

                                 

`Guardian' 14/11/91                12. On the basis of your answers   to Questions 1-11,

				 suggest some criteria which a journalist  might refer 

				to  when deciding whether to use direct or in direct 

				 speech in a  report.



This close work on the data provided by an authentic text probes the trainee's knowledge and awareness of how reported speech works in English.

The advantages of using an authentic text as a data source are

	* it provides a discoursal perspective on language

	* it provides an example of everyday contemporary  use of English

	* it enables comparison with other data sources

	* it allows exploration, providing an open frame for the participants to use as 

              desired



This does not preclude the use of specially-written texts which have the advantage of being very closely focused on specific linguistic items.

The questions involve the following tasks

   -  analysing the text and specific sentences within it

   - comparing the data in the text with previous  knowledge of direct and indirect 

         speech

   - identifying specific features of the language point- sharing perceptions and 

     negotiating  joint responses  by participants



The processes the questions give rise to are

   - introspecting

   - reflecting

   - applying insights to "new" data, as the sequence  progresses 

   - sharing perceptions and negotiating joint responses  by participants



Finally, there is a discussion phase in which the participant would compare findings with fellow participants. This would involve both questioning and introspecting, this time to modify and clarify previous insights.

The activity involves probing the connections between "reported speech" (a traditional category in many teaching grammars) and "reporting" as a much broader discourse activity. Furthermore, the activity invites participants to consider the issue of choice between direct and indirect speech. By working first alone and then with a partner, participants have the opportunity to clarify their own thoughts and to help their partners to clarify theirs. By eliciting participants' preferences for direct and indirect speech, their values are also probed. A follow-up exercise could invite participants to make 2 columns, headed `direct' and `indirect', and to jot down their impressions of colour, shape, even temperature, which they associated with each category. Other exercises can encourage intuition and enhance creativity, both valuable attributes in language awareness.

_________________________________________________________

	Activity 2

 Suggest reasons for the choices the uthor has made with regard to reporting or quoting speakers directly in this text. Work in a group of 3 or 4.

_________________________________________________________

This activity invites participants to provide explanations and to engage in further analysis of the text. Guessing, hypothesising and brainstorming are likely processes participants might engage in, in addition to questioning, discussing and possibly, analogising. Participants work in small groups during this activity, facilitating the sharing of insights and problems, and providing potential for further enrichment of the data.

________________________________________________________

Activity 3  Consult a reference grammar for information on direct and indirect speech. Compare what you find there with what you have discovered about direct/indirect speech in Tasks 1 and 2.

________________________________________________________

In this activity, the main task is comparing data sources. A new data source (the reference grammar) is introduced into the series of activities. There may well be a further evaluating task which participants engage in quite naturally.

The consulting and reflecting processes are highlighted by these tasks. Furthermore, `new' data (the reference grammar) becomes subject to the application of insights to the data from the earlier tasks.

These tasks can be carried out either in `class' or `self-access' mode, and are a follow up to Activities 1 and 2.

Activities 1-3, if attempted in the suggested sequence, also fulfill an important goal of Language Awareness work, which is to create a bridge from awareness of language to the classroom. The final steps in this sequence of activities make the link to the classroom more overt.

_________________________________________________________

Activity 4  Comment on the language learning exercises which follow. They are taken from grammar practice books. Decide on their aims, the types of linguistic knowledge required of learners and the modes of classroom interaction that are suggested. Consider, in the light of your findings in Activities 1-3:

-what learners are likely to learn about reported speech by doing the exercises

-what learners are likely not to learn and which, if any, you would use with your learners, and why?

_________________________________________________________

Example 1  Rewrite the following statements as reported  speech.

(a) Whatever the politicians try to do, capitalism will  always have to exist side by side. (male)

(b) Human beings always behave contrarily. (male)

(c) I shall be in Rome on Saturday. (reporting a week  later) (male)

(d) The British monarch cannot be Catholic. (male)

(e)  Ray was ill for three years before he died. (female)  

(f)  Wordsworth wrote about nature and the countryside.(female) 

(g) I'll lose the game next week. (reporting the same day) (male)

(h) & (g) We didn't see any sharks while we were there. (two people) 

(i) & (h)You have to move so often with the job that you can never make any friends. (2 people) 

(k) You'll never believe this, but Los Angeles was once a small country town. (male)

from: Woods, E. & N.McLeod (1989) Using English Grammar   Prentice Hall (152)





Example 2

a. Report these statements or questions beginning with the words given.

(Make any necessary changes to verbs and to time expressions)

1  "It's too late."	                                               He told me...

2  "Aren't you worried about her?"                               I'm surprised...

3  "You mustn't worry!"                                               He advised us...

4  "Haven't you finished?"                                          He seemed surprised that I 

5  "Give everyone a copy."                                     He suggested that everyone

6  "You must leave tomorrow"                                     We were ordered...

7  "I saw her yesterday."                                              He told me he...

8  "Everything must be ready by 6 tonight"                   The General told us ...

9  "Why didn't you tell me before now?"                      He said he wished I ....



b  The following passages report two conversations which took place. Rewrite them as a dialogue, i.e., give the speakers' exact words.

Begin:

Alan: "Hello Cathy, what...

1  Alan asked Cathy what she was doing that day. She told him she had not got any plans, so he invited her to go swimming with him. She asked him to wait while she went and got changed. He said he would go and have a coffee while he was waiting, but she pointed out that he would not have time because it would only take her a second to get changed.

2  Alan wanted to know if he could help Cathy with her homework. She replied that she could use some help. He could see, he remarked, that she had a lot to do. He then told her that he had finished his own work some time before. She asked him how he had been able to do it so quickly. He replied with a grin that he had found a key to the exercises, so he had simply copied out all the answers. She called him a cheat and told him to get out and not to bother her again.



from: Allsop, J. (1983) Cassell's Students' English Grammar Exercises Cassell



The participants are asked to work on a new source of data (grammar practice books) and to evaluate the data as language learning material in the light of comparison with ideas from the reference grammar in Activity 3 and their own ideas developed earlier in Activities 1 and 2. The processes of introspecting and reflecting on previous knowledge about teaching the item will inevitably be raised to consciousness, and previous knowledge will he refined as part of this process.

Alternative Activity (4a) An alternative activity, for teachers involved in materials writing, is to ask participants to look at the ways reported speech is handled in their current teaching materials, with the same rubric as for Activity 4. This would be a way of introducing procedures for adapting and supplementing existing teaching materials. The sequence of activities 1-4a would have the advantage of inviting materials writers to re-evaluate their present knowledge about the language point before embarking on the writing process.

The final phase, again optional, is to ask the participants to produce alternative teaching materials, based either on this text or another, with the intention of enabling learners to gain access to the new insights on "reported speech" that this exercise gives rise to.

_______________________________________________________

Activity 5  Write a language learning exercise based on your insights into "reported speech" gained in Activities 1-4. Make sure you have clear objectives and that the activity learner involvement in the language point. Base the exercise on the text provided (or one you have provided).

_______________________________________________________

A potentially interesting extension of the sequence following Activity 5 would be to begin a cycle of teacher research (Hopkins (1985)) in which the learning exercise is trialled and evaluated in a classroom setting. A further advantage, then, of this approach is that it generates classroom activity and can contribute towards a greater awareness of classroom processes by teachers. In other words the movement between LA and classroom work is both facilitated and strengthened.



Working on the basis of this example, we would now like to suggest a methodological framework for LA activities.



1. Users, Analysis & Teachers

So what is it about Language Awareness that cannot simply be understood and articulated by competent users (NS or NNS), or looked up in reference works, or taught through textbooks and pedagogic grammars? In order to address this question we shall focus on the processes of LA. Our own working understanding of LA has been greatly enhanced by Edge's (1988) view of the three competences which an English language teacher needs: as a language user (we prefer the term learner-user, which captures the developmental aspect of LA), as a language analyst, and as a language teacher. See Fig.1.

During and through LA work, we would expect a teacher both to draw on and continuously develop these three competences, which are linked. Edge's definition has the further advantage that it allows the teacher to be approached through the user and / or the analyst, and the analyst through the teacher and/or the user. None of the competences is seen as predominant.

USER

LANGUAGE

AWARENESS

ANALYST                                                                                               TEACHER



Fig 1 	Relationships between user, analyst and teacher of language (After Edge (1988) and Wright (1991))



In the sequence of activities on `Direct and Indirect Speech', activity 1 works at the learner-user and analyst levels. Activity 2 does the same, whereas Activities 3 and 4 focus on the analyst and teacher competences. Activity 5 completes the movement to teacher competence, drawing for its successful meditation on the two succeeding competences.

This schema has enabled us to pose questions about the processes involved in the raising of awareness about language. We do not believe that these are only those of the linguist or teacher. Traditionally teachers relied on the rigorous analyses of scholars for their ideas and knowledge about language. However, some of the excellent work going on in language classrooms, particularly in mother tongue contexts (Tinkel 1989) relies as much on intuition and keen common-sense observation as it does on academic enquiry. Much depends on trust in learners' contributions and capacity for awareness. 



2. Awareness and Awareness-Raising

The type of awareness which is involved in LA is based on honesty, on the need to come to terms with uncomfortable as well as comfortable discoveries. The latter are particularly common in LA work, as it (often) challenges deeply-held views on language, developed in training or over years of experience. This definition of awareness is not far removed from that used by psychologists when they speak of awareness of self and of others (for example, the Johari Window, Luft (1984), or of environmentalists when they speak of awareness of "green issues".

The process of awareness-raising is seen as a gradual process. Attitudes and beliefs change slowly - LA is concerned therefore with behavioural outcomes rather than products, per se. The outcomes are associated with changes of attitude, greater insight and the foundations for future courses of action. In this sense, the outcomes can be restated as broad objectives, to be attained step-by-step over a period of time. LA activities are designed to contribute to this process. In short, we are advocating LA as a methodology with which to explore language and language use, and its connections with and implications for, classroom practice. On the one hand, LA provides a divergent and challenging way of approaching language. On the other, it is potentially destabilising. Trainers need to bear this in mind as teachers/trainees become conscious of their own limitations and potential. They need to support participants in times of doubt, difficulty and conflict. Furthermore, all participants in the process need to be aware of the extent to which they can tolerate open-endedness and ambiguity. Both these elements have to be incorporated into courses, and trainers have to recognise the effects of destabilisation - and to address the process as a central part of the course they are involved in.

On courses we run, we attempt to realise these processes through tasks and activities which are characterised by the following key features, all of which contribute to and result from the process of awareness raising.



	1. Talking about language is not only OK - it is valuable, it can increase a trainee's confidence, and it is often enjoyable. Talk  itself is treated as exploratory.

	2. Language awareness has cognitive dimensions -it encourages thinking at various levels and of various types. It has an affective elements - it engages and helps to evolve attitudes and values.

	3. Language awareness work involves the left brain: it is logical and rational in the best senses of  these terms. It may also involve the right brain: it involves intuition and the unexpected. Both  can be encouraged by tasks.

	4. LA work is educational/developmental as well as functional/utilitarian. The former is accentuated  although the latter has obvious practical relevance.*

	5. Through involvement in LA work we would hope to enable teachers/trainees to become autonomous  and robust explorers of language, capable of maintaining a spirit of honest and open inquiry long after a course ends.

	6. Finally, it seems important to help trainee   participants to ask questions about language -ones that will enable them to be effective  teachers, and also ones that will help them develop their analytical powers.



3. An Approach to Language

For us, LA represents an alternative to what we see as the predominance of descriptive and analytical views of language in teacher education work. The categories in these views are derived from the working vocabulary of linguists and grammarians.

On initial training courses, for example there are often compulsory classes in the Language Systems: Grammar, Phonology and (sometimes) Lexis. More recently, Discourse Analysis has been added to this list on some courses. These components feed into a teacher's basic knowledge about language. We believe that this knowledge is essential. On too many courses, however, this is where language work stops. The processes of LA work can (and should) add extra dimensions to these knowledge--based approaches. By exploring language, by reflecting on discoveries and previous knowledge, by seeing language in `different' ways--through visualization, for example--participants can become more sensitive to what the linguistic knowledge--base represents. Such sensitivity would extend to the following fields, many of which cut across boundaries established by linguists and grammarians, though some of them are quiet traditional. What is critical is that LA activities are designed to enable participants to become more sensitive to these phenomena, and to ask deeper questions, and to include some or all of these in their classroom work where appropriate.

1. Attitude  (of speaker of writer)

	2. Feelings  (of listener of reader)

	3. Preconceived ideas about language (most people  have them!)

	4. The relationship between form and meaning

	5. Choice by writer of speaker in discourse  (e.g. choice of structure, choice 		of vocabulary)

	6. Contrastive work (L1/L2 or between L1 and L2   dialects)

	7. Myths and `sacred cows' (many of which are   enshrined in grammatical 		rules of guides to  style and usage)

	8. Gesture, expression, all aspects of body language

	9. Ways of encouraging learners to engage with  LANGUAGE (taking 			language awareness into  the classroom)



* Our thanks to Romy Clark (University of Lancaster) for enabling us to better understand this extra dimension of LA work, so important in ESL situations by which a linguistically aware teacher enables her students to understand and use language more effectively as future citizens.



Few would disagree that language is rich, complex and diverse in its workings. What LA attempts to do is to acknowledge (rather than avoid or ignore) this richness, complexity and diversity. It attempts to achieve this by employing a wide range of activities which actively engage participants in linguistic questions rather than deliver predigested answers.

4. Language Awareness Activities

We use various activities to initiate the process of awareness--raising among trainee teachers and serving teachers. We have illustrated our ideas with a selection of these activities. We shall now briefly outline the main components of these activities to demonstrate how they bring about the process of raising awareness about language. In the sample activities there are the following elements:

a) data sources--	newspaper reports, reference grammars, samples from course			books.

b) tasks--		what the trainee is invited to do with the data presented: 

                                    identifying, guessing, analysing etc.

c) processes--		which the trainee engages in while performing tasks on the data:

 			cognitive, affective, social 

d) modes--		social groupings in which activities are mediated.

The fuller list in Appendix II represents our current thinking on our components of language awareness activities, and acts as a checklist for materials design.

Figure 2 below illustrates diagrammatically how data sources interact with task to initiate process, in social contexts inside and outside the training room. Thus language becomes the focal point for a series of activities designed to set up processes by which awareness is raised in trainee participants. The social element (modes) is seen as critical, in that the potential for participants' sharing insights is, in itself, potentially part of a wider awareness--raising process among teachers. The more interactive, the greater the possibilities for developing professional dialogue, itself a developmental tool.

____________________________________________

TASKS                                                                           M          whole class

   on               leading                                                       O           pairs 

DATA             to                 PROCESSES                         D  =      small groups

generating                                                                        E           individual

TASKS                                                                            S           self-access

Figure 2. Language Awareness Activities--main elements



Our sample activity sequence has a built-in progression which reflects one type of process involved in awareness-raising (in Edge's terms, working from user to teacher). We might use such a sequence early in a course. Later, we might present an unsequenced batch of activities, on individual cards or worksheets, which would allow trainees to begin at the point most relevant to their own needs or interests. During teaching practice, for example, it may be most appropriate to begin with a coursebook extract (starting from the teacher and working back towards the user and the analyst). As a course progresses, trainees develop the confidence to write their own awareness materials to meet their own needs, and we, as trainers, discover new types of activity and gain new insights by looking at familiar language areas from trainees' perspectives. This flexibility of approach may put some strain on trainees' ability to tolerate open-endedness, but it also guarantees freshness and the excitement of discovery. Also, by allowing them to construct their own sense of the material. The range of available data sources, tasks and processes is potentially unlimited.

In our commentary on the activities, we have not provided "tutor's notes" for handling the activities. We feel that tutors will use these materials in ways appropriate to their groups and their own "training styles". One proviso we would make, however, is that plenty of time is made available in session for participants to reflect on the activities and their outcomes, and to respond actively to the processes in which they have been engaged. In this way, the centrality of the process of awareness-raising is maintained and positively enhanced. For tutors, this may entail relinquishing their preferred role as "experts" in the field of knowledge about language. Trainees are unlikely to develop their awareness unless this happens--the activities are designed to create the conditions for trainees' awareness to be raised and for their expertise to be developed.



Concluding Remarks

In this paper, we have presented a view of language awareness as a process of assisting trainee teachers and teachers to develop their sensitivity towards language as part of a strategy aimed at enhancing classroom teaching and learning. We have illustrated our view with a sequence of activities from which we have derived key principles for further work on language awareness. Our work is still at a developmental stage--it may continue to be interim. Therein lies the challenge of this approach.
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Appendix I

 Commentary Activity One

1(a) Alain Basseux, presumably. (or Gerald Priestley-- possibly at the police station)

 (b) Many versions possible, but the likeliest would be informal narrative of this sort:" I was driving  towards a roundabout on the A1 when this BMW cut  in on me. Total carve-up. I had to slam the  anchors on....."

2.   Because this was the word used by the solicitor. (Or it could be the author's interpretation of events.)

3.   For dramatic effects, probably. It was a violent  moment.

4.   Perhaps for a change to contrast with previous reported speech. Or maybe for comic effect (it is quiet a funny account) to explain the idea that Mr Basseux was behaving as he would on a French  road.

5.  To highlight these three words, probably, in contrast with the `roared' in the first paragraph.

6.   Mr Crowe. It follows on within the same paragraph which clearly reports the solicitor's words.

7.   In court, when the solicitor explained it.

8.   Presumably he recognized him.

9.   Mr Crowe. In court.

10. One of the magistrates. Because that's what happens at the end of a hearing in a magistrates' court     (see para.2).

11. Presumably Mr Priestley said that he didn't want to  dismiss Basseux as a result of the incident. (This  would not be a magistrate's decision). The words might have been something like: "I suppose I can't  blame him for being angry after the way I drove. I don't want him to lose his job over it." (or  similar)

12. Some possible criteria for choice of direct or  reported speech:

- variety (stylistic)

- to enable author to provide an interpretation, through the choice of reporting verb (allege, scream etc.)

- to allow reader to interpret (direct speech)

- to give immediacy or dramatic effect (direct speech)

- to be strictly accurate e.g. for legal reasons (direct speech)

- to obscure who really said what! (reported speech)

Activity 2

Most reasons will be drawn from list in 1.12.

e.g. Choice of direct speech at the end of para. 1 is for dramatic effect.

      Choice of reported speech in para. 3 is to allow  factual information to be given 

       briefly  and clearly.

Activity 3

The outcome of this activity will depend to some extent on the reference grammar selected. However, grammars tend to focus on formal aspects of structure, rather than focusing on the function of reporting and the important issue of speaker's writer's choice. (Although, see Sinclair (1990) for an alternative interpretation.)

Activity 4

The first exercise is a sophisticated version of a transformation exercise at sentence level. The absence of context makes it impossible to address the issue of choice, and the exercise operates on a mechanical plane.

The second exercise (a) is also a sentence level transformation exercise with heavy guidance (most reporting verbs are given).

The third exercise (b) works back from reported speech in connected text to direct dialogue.

In none of the exercises is the question of choice addressed, and there is no help with direct/reported speech at discourse level (varying or omitting the reporting verbs, criteria for using/omitting backshift etc).

Activity 5

Wide open. Groups might evaluate each other's exercises according to criteria developed through Activities 1-4.



APPENDIX II

INGREDIENTS OF `GOOD' LANGUAGE AWARENESS ACTIVITIES

1. Data

   Language data of some kind is the basis of any  Language Awareness activity. This data falls into two  main categories:

 (i) Information about language, in the form of extracts  from

     -dictionaries/lexica/thesauri

     -linguistic descriptions (eg of varieties)

     -reference grammars

     -pedagogic grammars

     -trainees' own `internal grammars'

(ii) Samples of language in the form of:

     -authentic texts (drawn from media, literature, songs, etc)

     -textbook extracts

     -learner language (spoken and/or written)

     -specially written materials.

2. Tasks

   The data is only of value of it is exploited in tasks.

   These tasks may usefully involve one or more of the  following activities:

     -analysing

     -comparing or relating sources

     -evaluating, which may involve prioritising or  choosing

     -identifying, classifying or sorting

     -explaining

     -answering questions.



3. Processes(Educational, social, psychological)

Carrying out these tasks should, in turn, involve one or more of the following processes:

     -questioning

     -discussing

     -applying insights to `new' data or problem

     -introspecting

     -analogising and maybe include drawing on previous knowledge (schemata), 

calling on an informant,  looking things up in reference works, etc.

     -guessing

     -hypothesising

     -reflecting

     -brainstorming

     -refining previous knowledge

     -visualising

     -negotiating with co-participants

4. Models 

   Language Awareness work may at different times and in different contexts be carried out in class, involving   individual, group/pair or whole class work, or on a `self-access' basis, either individually or in a small `self-help' groups. As so much Language Awareness work   is, by definition open-ended, commentaries are more appropriate as a means of support than answer keys   for self-access purposes (for example, see Bolitho and   Tomlinson 1980).

   A complete Language Awareness unit will probably  contain several different kinds of data, various tasks   involving different cognitive, affective and social    processes, all arranged in a sequence which, for the   teacher/trainee, leads back to classroom reality.

�8

  Psycholinguistic aspects of grammatization



Rutherford W.E.

From: Second Language Grammar Learning and Teaching  1987 Longman



The broad concept of language - and especially interlanguage - that we have been seriously entertaining here is one in which language is seen as not just successive states of `being' but also long avenues of `becoming'. It will be useful, then, to examine in more detail just what it means for aspects of interlanguage to be in this process of `becoming'. And as we do so we will also begin to consider the possible implications of our concept of language development for grammatical consciousness-raising in pedagogy. Discussion of the fullest implications, however, will be reserved for Part Five.[of the source book]

Interlanguage in the process of `becoming' is easily witnessed through grammatization,1 the most visible manifestation of the organic nature of language. Grammatization, however, embraces a wide range of developmental phenomena, and it is some of these that we now want to bring to the fore.



1  Topic and subject

Our general tendency to want to pull things apart in order to see how they go together is the most common means at our disposal for analysing syntax. Applying the technique to language at sentence level leads to identification of what we consider to be the major constituents participating in sentence constructions across any random sampling of the vast number of languages known to exist or to have existed. The degree of prominence attributed to these constituents, and their possible ordered combinations, comprise the frameworks that we resort to for gross comparison among languages - their broad classification into types, or language typology (see Chapter 9) [of the source book]. One such typological framework serves to distinguish languages according to whether sentence structure is plausibly to be analysed as topic + comment or subject + predicate, or possibly both. A typical topic-comment construction, for languages that have them such as Mandarin or Japanese, might look like this:

				Elephant		nose is long

				TOPIC 		 COMMENT

The rendition of this topic-comment into normal English subject-predicate would require (aside from the addition of a determiner: the, a, this, etc.) the introduction of the possessive marker ('s):

			The elephant's nose		is long

			   SUBJECT	                 PREDICATE

The alteration we've just made is an example of grammatization - where the loose topic-comment relation has been converted to the tighter, syntactic subject-predicate relation by means of extra grammatical `machinery' - in this particular case, the possessive marker. Although our examples are greatly over-simplified, they are nevertheless representative of similar metamorphoses to be seen in historical language change, in the learning of one's mother tongue, and in the learning of a second language.

It would not be surprising if we should find early on in the language-learning experience evidence of influence or `transfer' from the learner's mother tongue where the L1 makes heavy use of topic-comment form and the L2 does not. And in fact such influence does occur and has been amply documented.2 What perhaps is surprising, however, is the incidence of topic-comment in early interlanguage where neither L1 nor L2 manifests this form in their basic sentence construction. Topic-comment as a principle of fundamental language organization has immediate serviceability for the learner, especially where complex L2 grammatical paraphernalia have not yet been learned. Since the relation between topic and comment is not a  syntactic but a `discoursal' one (Li and Thompson 1976), sentence constructions can easily be generated in which the learner does not have to worry about grammatical `agreement' or what `goes together' with what of any kind. The connection between topic and comment need only be one in which the topic establishes the realm within which what is being said in the comment holds. Topic-comment therefore represents a form of language organization that one conveniently falls back upon when there is less time for planning what to say or write - that is, less opportunity for grammaticizing - and this applies to all aspects of communication through the medium of language. Our particular interest in topic-comment phenomena here, however, has also to do with the grammaticization process to be observed where the learner gradually (and unconsciously) re analyses topic-comment as target-language subject-predicate. We will later discuss the contribution that grammatical consciousness-raising can make towards facilitating this re analysis.



2  Word order

The extent to which any language incorporates the notion topic and/or subject serves as a framework for typological classification, as we have just seen. Languages for which the category `subject' is a meaningful one are also classified by means of a typological framework consisting of the possible linear orders that subject (S), object (O), and verb (V) may manifest, as we touched on in Chapter 2.1, and to which we return in more detail in Chapter 9.[of the source book] Of the six mathematically possible permutations  of these elements, three account for about 98 per cent of the world's known languages, and in all three we find the subject occurring before the object: VSO, SVO, SOV. Recall that where L1 and L2 have different orders we seldom find the L2 learner resorting to the basic word order of his native language, perhaps because ample evidence for establishing the correct L2-order is available from the very onset of the learning experience for the new language in question.3  But what we do find in learner language - and again we mentioned this briefly in Chapter 1 - are two important characteristics that are closely bound up with basic word order, both of which have to do with the learning of languages with properties similar to those of English.

The first such characteristic concerns the modification of basic word order. Classification of languages according to the natural order of their basic sentence constituents is not meant to imply that there cannot in certain circumstances be deviation from that order. Languages can in fact be further classified according to the amount of deviation from basic order that any particular language allows. As prototypical examples of the applicable range of such a property, Spanish allows fairly wide choice in the recording of its basic SVO, whereas English allows very little. The English-speaking student of Spanish learns this new word-order freedom right away, whereas the Spanish-speaking student of English has the more difficult task of unlearning the principle of word-order freedom for his L2 experience. It is often in the unlearning of something from the mother tongue that we find a heavy tendency for the learner to fall short of target-language norms, and indeed one can easily identify disallowed deviations from L2 English basic word order (e.g.Was very interesting that movie) in the early production of Spanish-speaking learners (see Chapter 10).[of the source book]

The second of the two characteristics cited above concerns the means at the learner's disposal, other than word-order freedom, for shifting the propositional content within the L2 sentence. The `means' in question are the grammatical movement possibilities in a language like English, and for speakers of most other languages acquisition of these factors is no simple task. What we may glimpse in the learner production of English, then, is a gradual reanalysis of the function of word-order - from freely placing propositional content according to principles of discourse and pragmatics (the simpler function), to fixing the grammatical positions of subject, object, and verb (the more complex function). It is a question, on the one hand, of word order in the service of discoursal relations (e.g. old information first, new information later; see Chapter 6.1 [of the source book]) and, on the other hand, word order in the service of grammatical relations (e.g. subject before verb, object after), with all shades of graduation in between. The learner's acquisition of the grammatical `machinery' necessary for representation of these relations in target English is another instance of the developing grammaticization that we have frequently been calling attention to. Later we will consider the matter of raising-to-consciousness of these language properties in pedagogy.



3  Syntactic-semantic distance

In Chapter 1 [of the source book] we briefly discussed the general tendency for all language learners initially to `bend' the target language to the extent that form and meaning relationships are rendered as direct as possible. And in a sense the L2 learner's early recourse to topic-comment form and basic word-order deviation is another manifestation of this same tendency. But the need for rapid processing of complex propositional content with limited grammatical means serves to shape human language in such a way that form and meaning become more `distant' from each other and the relationship between them more attenuated, more so in some languages than in others. It follows then that part of the L2 learning experience is one in which the learner acquires these L2 grammatical means for loosening form-meaning relationships to the extent required in the language being learned. As we saw in Section 2, this `loosening' - that is, utilizing grammatical devices instead of linear order to maintain the necessary links between form and meaning - is yet another example of the grammaticization process at work.

It is thought by many language researchers that in English the form-meaning relationships are even more indirect than in most other well-known languages. What do we really mean when we speak of this `indirectness'? We will attempt to answer the question by looking at how a lot of learners first cope with L2 form-meaning indirectness and then eventually master it.

Probably the most obvious sense in which the match between form and meaning is indirect, or perhaps even twisted, is where something `expected' from a semantic viewpoint is simply not realized in the grammar. L2 learners will early on typically translate this expectation into reality, by themselves supplying whatever it is that they feel semantically should be there. For example, take the following pairs of phrases where one is a version of the other, the first in conventional- English and the second in learner-language English:

(1) a. a subject that I am interested in.

    b. a subject that I am interested in it.

(2) a. the boy whose bicycle I bought.

    b. the boy who I bought his bicycle.

In (1a) the close semantic relation between in and a subject has been obscured by the grammatical rule that replaces subject with the relative marker (that) and moves it to the front of the relative clause, thus leaving a semantic `hole' next to the `stranded' preposition in (see Chapter 9.4).[of the source book] But the learner, in his early struggle to make the target language optimally learnable, needs to fill in this hole, for he hasn't yet acquired the ability to process the L2 with semantic gaps of this kind. He therefore temporarily solves the problem by filling the semantic hole with a pronominal copy of the noun subject, namely it, as we see in (1b). In this fashion, then, the learner himself brings L2 form and meaning into closer alignment and thus renders usable a complex portion of target-language syntax that would otherwise be for time being inaccessible to him. We see much the same phenomenon in (2), where the learner's version (2b) among other things retains subject, verb, possessive, and object (I-bought-his-bicycle) in their original positions, the whole attached to boy through the simple link of the relative marker (who). (We return to this topic in more detail in Chapter 9.4.1. [of the source book])

Another effect of tenuous form-meaning relationships can be seen with L2 learners a higher levels of proficiency, where there is a wider choice of form for grammatical realization of intended meaning. Consider the following examples of target English:

(3) a. To imitate his accent is impossible.

    b. It's impossible to imitate his accent.

    c. His accent is impossible to imitate.

Since all three examples express essentially the same propositional content (and irrespective of the discourse context that might accommodate one more easily than another), which of the three would an L2 learner of English be more likely to produce? Example (3a) is unlikely because of its `heavy' subject (to imitate his accent), which makes it more difficult to process and occurs only under special circumstances; (3c) is unlikely because the form-meaning relationship is quite skewed - imitate and accent (in a verb-object relationship) are at opposite ends of the sentence, and impossible seems to be predicated of his accent rather than to imitate his accent, which is the correct interpretation. That leaves us with (3b), and of course this is what the learner would most likely produce, as we know from the research that bears on this (Kellerman 1979). What `goes together' semantically in (3) literally goes together in the syntax of (3b), where closely related elements occur next to each other (see Chapter 10). The learner's eventual acquisition of L2 language like (3c), as well as (1a) and (2a), would again be evidence that his ability to process loose form-meaning relationships in English is growing - that is, that he is increasingly able to grammaticize.



4  Noun-to-verb ratio

The conventional written form of a language is characterized, among other things, by a much greater incidence of nouns in contrast to verbs. This can easily be verified through casual inspection of any printed matter at hand. Here, for example, is an excerpt from the entry under `newspaper' from a standard encyclopedia (in which, for our purposes, verbs are italicized and nouns are in bold face):

(4) Newspapers have a distribution that is wider than  that of television news. Since the invention of the  telegraph, which enormously facilitated the rapid  gathering of news, newspapers have bought their  services from the great news agencies. Improvements    in typesetting and in printing have made possible the publication of huge news editions at great speed.  Modern newspapers are supported primarily by the sale of advertising space, as they are sold at only a fraction of the cost of production. In recent years  newspapers have wielded vast influence through their controlling interests in other media, including radio and television. 

The New Columbia Encyclopedia, p. 1929



Although what counts as a verb or a noun is occasionally not all that clear, our tabulation for the above passage would be about 29 nouns to 9 verbs, or a ratio of better than three to one.4

Let us compare (4) with a passage typically produced, as part of a writing assignment and with ample time for completion, by a learner of English with low proficiency. Again, verbs are italicized and nouns are in bold face:

(5) My country famous newspaper is `Times of Mukar'. It establish around 1920. It publish in three other city. Circulation are 270,000 copy. There are many  people buy copy and read all news about current topic, education, and etc. It print much advertising  and are distribute all over my country.

Our tabulation for the above passage is 13 nouns and 9 verbs, for a ratio of not quite 1.5 to one. (If we also include the repeated pronoun it, the noun tabulation goes to 16 but the ratio is still not much more than 1.5 to one.) Notice, then, that (5), though a much shorter passage, has as many verbs - nine - as the longer passage (4), but the ratio of nouns to verbs in (5) is much lower. These observations therefore allow us to distinguish L2 interlanguage from L2 target language by the fact that learners initially produce far fewer nouns in relation to verbs. Is this simple statistical contrast all that we may note for the moment, or is there more of interest to be said on the subject? In other words, what else is going on in (4) vis- a-vis (5) that might have this difference in ratios as one of its consequences?



4.1  Verb-argument

There are several factors to be observed in connection with the higher ratio of nouns to verbs in (4) compared to (5). These have to do with the semantics of the verb, the derivation of the noun, and some matters of common usage. First of all, verbs are described linguistically in terms of sets of features and one of these features concerns the number of noun-phrases or arguments that are in close definable semantic relation with a given verb.5

It is thought that the more such verb-argument relations there are, the more `complex' the verb in question. For example, the verb admire (something by someone), with its two arguments, would be less complex than the verb blame (something, on someone, by someone), which usually has three. L2 interlanguage development is characterized among other things by the use, as learning progresses, of verbs with more arguments and of the increasing presence of noun-phrase arguments where they are required. Thus, almost all the verbs in (5) have no more than two arguments (serving as subject and/or object), the one exception being distribute, whose required object is missing. Now contrast (5) with (4), where there are two verbs with four arguments - namely, buy (something, from someone, by someone, for [price]) and sell (something, to someone, by someone, at/for [price]). It is not hard to see that the choice of more complex verbs in the target English of (4) contributes directly to a statistically higher occurrence of nouns.



4.2  Verbal nouns

Consider next the derivation of the various nouns in (4) and (5). Single nouns in most languages can be anything from simple and concrete (bell, water, cat, etc.) to complex and abstract (blame, admiration, rudeness, etc.). The difference in complexity has largely to do with whether or not the noun derives from a verb (or an adjective). `Concrete' bell, water, cat do not come from verbs, whereas `abstract' blame, admiration, rudeness are formed from the verbs blame and admire and the adjective rude. We therefore may properly call these verbal nouns. Now since verbs, as we have just seen, are in particular relationship with certain closely associated noun-phrases, so likewise are the verbal nouns that derive from them. We thus have blame (for something, on someone, by someone), admiration (of/for something/someone, by someone), rudeness (of someone), etc. Not only then have we had a cluster of noun-phrases (i.e. arguments) associated with a single verb but we also now have a verb itself appearing as a noun.

Notice the incidence of verbal nouns in the two passages (4) and (5). In (5),the sample of early learner language, we find only two apparent verbal nouns - circulation (circulate) and education (educate) - and even these are used more in their concrete, simple-noun sense. In contrast to (5), however, the target-language passage (4) reveals ample instances of verbal nouns, along with their closely associated noun-phrases as well. In (4) we find, for example, invention (of the telegraph), sale (of advertising space), interests (of newspapers [their], in other media), etc. Furthermore, if we reflect upon the fact that sentences are limited to one (main) verb per clause but are not at all limited in the number of verbal nouns that may occur, then we may easily see how strongly the use of verbal nouns contributes to the statistically higher general occurrence of nouns as opposed to verbs.



4.3  Effected object

The third factor contributing to the higher ratio of nouns to verbs in (4) - a considerably weaker factor than the two that we have just cited - is one that has to do with stylistics. Compare the first sentence of (4) with the last sentence of (5). In (4) we find Newspapers have a distribution... and in (5) It [newspaper] are distribute... It is the difference between the `straight' verb form are distribute[d] and a version sometimes referred to as the effected object6 -have a distribution - wherein the original verb has become a verbal noun. Other examples might be act versus take action; push versus give a push; attempt versus make an attempt, and in all cases we have in the effected object an often preferable stylistic variant that contains the verbal noun. The choice of the effected-object construction, then, will obviously further increase the incidence of nouns over verbs in the target language. That such constructions occur much less frequently in early learner language is yet another factor contributing to the much lower ration of nouns to verbs at the onset of learning.



4.4  Nouns, verbs, and learning

Before we summarize this discussion of the noun-to-verb ration, it would be useful to mention what we are able actually to observe in interlanguage as this ratio widens towards target-language norms. We will observe then what it is that can happen between the phase where the learner produces, for example,

(6) The problem is (we) destroy nature.

and the phase where he produces

(7) The problem is the destruction of nature.

Does the learner progress in such a fashion that (6), at some point in the learning process, suddenly becomes (7)? In other words, does the learner's grasp of the grammaticization  that turns destroy into destruction happen in such a manner that development of the other grammatical accoutrements of noun-phrase construction (i.e. the N of) proceeds apace?

It is by now perhaps obvious that learning does not progress this way. It is almost always possible to discover intermediate courses of development (as well as regression, or `back-sliding'), and between the times when (6) and then (7) would have been produced we would quite likely find something like (8):

(8)  The problem is the destroy of nature.



What (8) would reveal is that although the learner knows the formal features of this particular kind of noun-phrase construction (i.e. the N1 of N2), he has not yet learned the formal features of (at least some) lexical categories - namely, nouns that are formed from verbs. In brief then, progression from (6) to (7) requires the learning of both noun-phrase settings and verbal-noun constructions that the setting will contain; example (8) opens a window for us upon the intermediate course in which at one point the formal setting has been learned but not yet the form of the lexical item that goes to that setting. The learner's use of a verb like destroy in a formal context that demands instead the noun destruction is sometimes identified as `major lexical category confusion'. However, such `confusion' may well be taken as strong evidence, among other things, that grammaticization is at work. We want now to try to sum up what we have been saying about the noun-to-verb ration and its relationship to grammaticization. The ration of nouns to verbs in interlanguage is one that changes as learning progresses. Early interlanguage writing is characterized by a ratio that comes close to being even, whereas target written-language norms are characterized by a noun-to-verb ratio that is roughly three to one. Contributing to the target-language ratio are essentially three factors:

1. the use of verbs that have more noun phrases (i.e. arguments) in close semantic association with  them plus the actual appearance of those arguments;

2. the recourse to verbal nouns for compressing more propositional content into single-sentence form;

3. the occasional stylistic choice of the effected-object construction over the single-verb variant'

Constant widening of the learner's  noun-to-verb ratio is commensurate with his increasing capacity to integrate these factors into his network of knowledge `how' - that is, his ability to grammaticize.



5  Coordination and subordination

The last of the developmental phenomena delineated by grammaticization that we will consider here is that of coordination and subordination. Although these terms denote two kinds of grammatical construction that prevail in natural language, they are not necessarily equally weighted in different languages and they have very different privileges of occurrence in language development, especially in second-language acquisition. In general, interlanguage will reveal a tendency early on to rely more heavily on coordination structure with a gradual shift, as learning progresses, towards the degree of subordination characteristic of the target language.

Take, for example, the learning of the grammatical means for expressing the concept of concession. Among the various ways in which concession is realized syntactically in English, we may note the use of coordination with but and subordination with although, as in (9) and (10).:

 (9) Prices rise but wages stay the same.

(10) Although prices rise, wages stay the same.

It is believed that a coordination construction like (9) is easier for the language user to process than a subordination construction like (10), where the user has to, as it were, hold in suspension the initial subordinate clause until he perceives the main clause to come and discerns the proper semantic relation between the two. It should therefore not be surprising if the L2 learner's emerging grammatical competence first embraces the coordination alternative, and indeed we find ample evidence of heavy reliance upon coordinate structure in early written interlanguage - long sequences such as [clause] and [clause] but [clause] so [clause], etc. The relatively later acquisition of the subordination alternative is related to the greater command of grammaticization required of the user of such construction.

Is the learner's progress in these areas therefore to be characterized by a path that leads directly from acquisition of language like that of (9) to the addition of language like that of (10)? Just as we have noted intermediate courses of development in the acquisition of other syntactic phenomena, so also can we note transitory tendencies with coordination/subordination. Often to be seen then in interlanguage production are sentences like (11):

(11): Although prices rise but wages stay the same.

It is as if the learner, venturing into the uncharted grammatical territory of concessive adverbial clauses with although, still needs the already familiar semantic `compass' provided by concessive but until his new grammatical orientation is more solidly grounded.

Earlier, we examined similar transition phases of interlanguage in connection with relative clause `subordination', and it is worth briefly calling that once more to our attention. In the discussion of syntactic-semantic distance` of Section 3 we took note of interlanguage production in the form of examples (1b) and (2b), repeated here as (12) and (13):

(12) a subject that I am interested in it.

(13) the boy who I bought his bicycle.

One way to look at such examples is not so much as malformed English relative clauses as interlanguage `tacked on' sentences, with that and who serving as a kind of conjunction. From the learner's standpoint then the simplest way of modifying the nouns subject in (12) and boy in (13), on the way to acquisition of the more complicated target L2 relative clause, is to tack a full sentence on to the head noun by means of that and who. We thus have that + I am interested in it and who + I bought his bicycle. In conceptual and processing terms, it is less difficult merely to `attach' B to A (parataxis) than it is to `enmesh' B in A (syntaxis) - that is, to grammaticize. We therefore find that initial language learning favours the `attachment' alternative over, shall we say, `enmeshment'.

It is time now to look back over all that we have been considering in our exploration of these psycholinguistic aspects of grammaticization.



6  Summary

Grammaticization is perhaps the most prominent manifestation of language conceived as an organism. Interesting clues to the actual process of grammaticization at work in the written language of learners are often to be found  in the editorial emendations of the learners themselves. What such records (as well as a record of the learner's progress over a length of time) can reveal are aspects of grammaticization that not only range over sizable portions of interlanguage but also interact with each other in important ways. Among these aspects we have noted five in particular:

1. The learner's reanalysis, reinterpretation, and re-organization of early topic-comment as later subject-predicate (for target languages where subject and not topic is the point of departure for arrangement of  information within the sentence).

2. The learning of the functions of word order (in a language like English) as a means for expressing  grammatical relations, and the acquisition of the grammatical devices (e.g. movement rules) necessary  for maintaining that order.

3. The learner's growing understanding of the special grammatical resources for relating grammatical form to  meaning where (in a language like English) there is often no close linear correspondence between the two; i.e. form and meaning are `distant' from one another.

4. The increasing capacity of the learner to realize grammatically the full set of arguments for any given   verb and to make use of verbs that have larger sets. The concomitant of this is the learner's growing awareness of the formal distinctions among major  lexical categories and his ability to exploit these distinctions (e.g. turn verbs into nouns and clauses  into noun-phrases) for the `compression' of larger amounts of propositional content into smaller sentence  space.

5. The learner's progress in abandoning much early coordinate-structure arrangements of information for  target-language utilization of subordination and the major grammatical resources that this requires.



Activities

1. What comments concerning English SVO structure can you make about the following excerpted passage written by a Spanish-speaking native of Venezuela?

   In South America are many interesting place. One of  them is Carabobo Camp. Was here, in Carabobo, where  the Independent War against Spain was won. Was a crude battle and many Latinoamericans were killed. For any  visitor is interesting to know that in this place  happened the liberty of Latino America. Was Simon Bolivar the man who conduced the battle and was him who got the liberty for four more countries.

2. What comments concerning form-meaning relationship can you make about the following excerpts from a passage written by a native speaker of Arabic?

   a. I will take my guest to give him the chance that  he would see the Egyptian pyramids.

   b. I would like to give him the opportunity that he could see some of the Egyptian people.

3. What factor is it that determines grammaticality among the following questions? Notice that presence of the category verbal noun is a sufficient condition but not a necessary one.

   1. What time is the game?

   2.*What time is the clock?

   3. What time is the interview?

   4.*What time is the ticket?

   5. What time is the flight?

   6.*What time is the airport?

   7. What time is class?

   8.*What time is college?

   9.*What time is the radio?

   10.What time is the radio programme?



4. Tabulate all the verbal nouns in example (4), Section 4.2, determine first how many individual noun-phrase semantic relationships each has and, second, which such relations are actually realized in the syntax of the passage.



Notes

1. The term `grammaticization' as it is used throughout these chapters, will be unavoidably ambiguous at times.  That is grammaticization denotes a developmental    phenomenon that can be found in a number of different language realms: language history, dialectology,   pidgin--creole, L1 acquisition, and of course  L2 acquisition. The ambiguity that is unavoidable in  these discussions arises in those instances where    grammaticization may be understood as a development either in the history of the English language (that man his hat--that man's hat) or in the metamorphosis  of L2 interlanguage (that man hat--that man's hat).  On occasion the two developments may coincide.The ensuing elaboration of `grammaticization' owes a great deal to ideas developed in Giv¢n (1979).

2. See, for example, Schachter and Rutherford (1979) and Rutherford (1983). Topic-comment transfer may be more  apparent in written than in spoken interlanguage, as suggested by Fuller und Gundel (1985).

3. See Chapter 9, Section 6, for a related explanation  in terms of the learner's parsing abilities.

4. High ratio of nouns to verbs is a general characteristic of `planned' language (e.g. formal  writing). `Unplanned' language (e.g. ordinary speech)  reveals a ratio of nouns to verb that is much lower.

5. In linguistic terms, this is referred to as  `predicate-argument relationship' See Chapter 9.3.

6. This term comes from Quirk et al. (1972). In Quirk et al. (1985) these examples would be identified as  `eventive object'.
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Applied linguists have for some time suggested that communicative competence includes a major component usually termed strategic competence, the development of which largely determines the learner's  fluency and conversational skills. Practising teachers, however, are usually unaware of the significance of this competence, and hardly any activities have been developed to include strategy training in actual language teaching. The aim of this article is to bridge the gap between theory and practice by first describing strategic competence and then presenting language exercises to facilitate its development.



Introduction

The communicative approach to language teaching has been welcomed and adopted in many parts of the world. However, as Nunan (1987:137) has pointed out, `While a great deal has been written on the theory and practice of communicative language teaching, there have been comparatively few studies of actual communicative language practices'. He has argued that the language classroom should be made more `communicative', and has called for research on how to foster communicative language use.

As one response to Nunan's comments, this article is intended to draw attention to a crucial, and yet rather neglected, aspect of communicative language skills strategic competence, which concerns the ability to express oneself in the face of difficulties or limited language knowledge. The lack of fluency or conversational skills that students often complain about is, to a considerable extent, due to the underdevelopment of strategic competence. Therefore, we believe that is important to include strategy training in a communicative  syllabus. The paper is divided into two parts: First, we provide an overview of what strategic competence involves. Then we present a series of teaching tasks which we have successfully used to facilitate the development of this competence in our students.



Communicative competence

Communicative language teaching is aimed at improving the learner's communicative competence. According to the widely accepted theory of Canale and Swain (1980), communicative competence as a whole can be explained in terms of three component competencies, grammatical competence, sociolinguistic competence, and strategic competence. Grammatical competence involves knowledge of the language code (grammar rules, vocabulary, pronunciation, spelling, etc.). Language teaching has traditionally been aimed at developing this competence above all others. Sociolinguistic competence is made up of two sets of rules - sociocultural rules and rules of discourse.1 Sociocultural rules specify ways of using language appropriately in a given situation: they are concerned with style, register, degree of politeness, and so on. Rules of discourse concern the combining of language structures to produce unified texts in different modes--for example: a political speech, an academic paper, a cookery recipe, etc. The focus here is on certain cohesion devices (grammatical links) and coherence rules (appropriate combination of communicative functions) to organize the forms and meanings.

It can be noted that more and more material in modern course books is designed to develop sociolinguistic competence in the learner, and current language tests also often involve the measurement of this competence,



Strategic competence

The component of communicative competence most neglected by language course books an teachers, however, is strategic competence. This was defined by Canale and Swain (1980:30) as `verbal and non-verbal communication strategies that may be called into action to compensate for breakdowns in communication due to performance variable or to insufficient competence'. In other words, strategic competence refers to the ability to get one's meaning across successfully to communicative partners, especially when problems arise in the communication process.

Strategic competence is relevant to both L1 and L2, since communication breakdowns occur and must be overcome not only in a foreign language but in one's mother tongue as well. However, since strategic competence involves strategies to be used when communication is difficult, it is of crucial importance for foreign language learners. A lack of strategic competence may account for situations when students with a firm knowledge of grammar and a wide range of vocabulary get stuck and are unable to carry out their communicative intent. At oral language exams such students may even fail, and their teachers often cannot comprehend how that could happen to their `best students'. On the other hand, there are learners who can communicate successfully with only one hundred words - they rely almost entirely on their strategic competence.

In the last decade, the study of communication strategies has attracted increasing attention (see, for example, Varadi, 1980; Corder, 1981; Faerch and Kasper, 1983; Scholfield, 1987; Rubin, 1987; Tarone and Yule, 1989). But, as Ellis (1985:183) remarks, `Theoretical discussion of communication strategies has predominated over empirical research into their use.' Available empirical results confirm anecdotal evidence and theoretical assumptions that strategic competence exists fairly independently of the other components of communicative competence. Paribakht (1985), for example, found that strategic competence in L1 is transferable to L2 learning situations, and thus adult learners often enter the L2 learning situation with a fairly develped strategic competence.

If strategic competence is not directly dependent on the other components of language proficiency, then it should be possible to cultivate it separately. In fact, O'Malley's (1987) research provides some evidence for the teachability of strategic competence. He includes that:

           Teachers should be confident that there exist a number of strategies which can be embedded into their existing curricula, that can be taught to students with only modest effort, and that can improve the overall class performance... Future research should be directed to refining the strategy training approaches, identifying effects associated with individual strategies, and determining procedures for strengthening the impact of the strategies on student outcomes. (p. 143).



Types of communication strategies

As has been mentioned above, strategic competence is activated when learners wish to convey messages which their linguistic resources do not allow them the express successfully. The strategies they can use at such times were divided by Corder (1981) into two main types, message adjustment strategies and resource expansion strategies. Other researchers have used different terms for the two types: reduction or avoidance strategies for the first, and achievement strategies for the second (see Faerch and Kasper, 1983; Ellis, 1985).

Message adjustment strategies involve the tailoring of one's message to one's resources, along the lines of the old slogan, `Language learners should say what they can, and not what they want to.' These strategies involve either a slight alteration or a reduction of the message. Using these strategies often leads learners to feel that what they say sounds simplistic or vague. Message adjustment is, in fact, a kind of risk avoidance, which is clearly expressed in the following typical learner statement:  `I know how far I can go and what I shouldn't even try'.

With resource expansion or achievement strategies, the learners risk failure and attempt to remain in the conversation, conveying their messages by compensating somehow for their deficiencies. Such strategies are either co-operative or non-co-operative. The former involve the learner's appeal for help to his/her interlocutor. This can take a direct form (e.g. questions like `What do you call...?), or can be indirect (e.g. by means of a pause, eye gaze, etc.). The latter do not call for the communication partner's assistance - the learner tries to overcome the problem drawing on his/her own resources. He/she may use:

1  paraphrase or circumlocution--i.e. describing or exemplifying the target object or action (e.g. `the thing you open wine bottles with' for `corkscrew', or `small fast military plane' for `fighter');

2  approximation - i.e. using a term which expresses the meaning of the target lexical item as closely as possible (e.g. `ship' for `sailing boat', or `fish' for `carp');

3  non-linguistic means (e.g. mime, gesture, or imitation);

4  borrowed or invented words (e.g.`auto' for `car', or `housecontroller' for `caretaker').

To remain in the conversation and to gain time to think, learners may also use certain conversational formulae or `prefabricated conversational patterns' (Rubin, 1987), such as fillers or hesitation devices (e.g. I see; Well, as a matter of fact). In written communication, a very common resource expansion strategy is using a dictionary.

Resource expansion strategies are not, of course, restricted to L2 use. Tarone and Yule (1989) found, for example, that circumlocution and approximation occurred more often in the speech of native speakers than in that of non-native speakers.



Strategy training activities

The training of strategic competence has been rather neglected. As Tarone and Yule (1989: 114-5) state, `There are few, if any, materials available at present which teach learners how to use communication strategies when problems are encountered in the process of transmitting information'.

In an attempt to fill the gap, the following practical ideas for strategy training are all aimed at enhancing some aspects of message adjustment and resource expansion skills. They have all worked with our learners. We hope that they will inspire teachers to include strategy training in their lessons, as well as to design further techniques along these lines.



Fillers

The knowledge and confident use of fillers are a crucial part of learners' strategic competence, since these invaluable delaying or hesitation devices can be used to carry on the conversation at times of difficulty, when language learners would otherwise end up feeling more and more desperate and would typically grind to a halt. Examples of fillers range from very short structures (well; I mean; actually; you know), to what are almost phrases (as a matter of fact; to be quite honest; now let me think; I'll tell you what; I see what you mean; etc.)

A good way of presenting fillers is by playing unedited authentic recordings for students to note down all the variations of what they consider to be fillers. They may also write down the bare bones of the information they hear on tape without the fillers. With carefully chosen material, very often five or six spoken interchanges can be condensed to one or two line of relevant information.

Once students are aware of the importance of fillers, they should be encouraged to use them (perhaps even over-use them at first) whenever possible--right from the beginner stage. Here are three examples of exercises involving fillers:

Nonsense dialogues

In pairs, students compose short nonsense dialogues that consist almost entirely of fillers; they may use names of cities, for examples, as content words:

A  You know, I thought maybe London.

B  Well, I see what you mean, and don't get me wrong - that's very Frankfurt - but actually, as a matter of  fact, I was thinking more along the lines of Paris... If you see what I mean.

A  Really? But that's Istanbul!

When performing their dialogues, students should speak naturally, using the appropriate expressiveness and intonation.



Adding fillers

Take a short part (2-3 utterances) of a current dialogue from the course book you are using and put it on the board. Divide the students into groups of three; each group in turn must add one filler to the dialogue, which you then insert into the text on the board. You may want to specify that one filler can be used only once. If a group fails to provide an extra filler, they drop out.



`One-word' dialogues

In pairs of three, students construct a dialogue in which each utterance must be one word and yet there should be a logical flow to the whole, for example:



A  Tomorrow?

B  Trip!

A  Where?

B  Chicago...

(Naturally the students' examples will be longer.)



These skeleton dialogues are first performed as they are. After that, students extend each one-word utterance as much as they can without changing the meaning or logic of the whole, and without adding any extra information. Because of the nature of the task, many of the words they add will be fillers, for example, using the dialogue above:

A  So, what are we going to do tomorrow then?

B  Well, as a matter of fact, I was thinking of going on a trip.

A  Oh, I see. Interesting. And where to?

B  Well actually Chicago appeals to me, you know...



Going off the point

Another important part of strategic competence is the ability to `go off the point' smoothly when you don't want to, or simply cannot, answer a question. If students learn how to evade the answer, or to slant the conversation in a desired direction, that will give them a lot of confidence, because they will then know that they can remain in control of the conversation even if something unexpected occurs. These are the kinds of skills that a language examinee will find particularly useful at an oral exam, and the following two exercises were indeed very much welcomed by our students on examination preparation courses.



Avoiding giving information

The teacher addresses a student with a question that asks for specific information, for example, `How old are you?' The student must respond in two or three sentences without actually giving that particular information. A possible answer might be, for example, `Well, that's an interesting question. Isn't it strange how people always feel that they need to know the age of a person? I don't really think that age is important at all...'The longer the answer, the better. It is possible beneficial to allow the students some preparation time on the first occasion they attempt this exercise, after which it should be spontaneous.

`Judo'

Tell the students that no matter what your question is, they must steer the conversation to a given topic, for instance, `judo'. If the question is, for example, `Does your grandmother own a pet?', the answer might be something like this:

 "Yes, my grandmother keeps an enormous Alsatian dog, because it makes her feel safer when she's at home  alone. When she was younger, of course, she didn't need a dog because she was extremely fit and active, and  right up to the age of sixty she attended judo classes. She believes that judo is very useful for women who live alone, as well as being an exciting sport..."

Students can stop when they get to the required topic. Again, it may be useful to leave them some preparation time on the first occasion.



Paraphrase and circumlocution

Explanations

Hand out a slip of paper to each student with the name of an object on each slip. Everybody in turn must try to `explain' their word to the others without actually saying what it is. Students jot down their guesses for all the words and the winner is the person whose word has been found out by the most students. Since some words are easier to `explain' than others, a fair result will be obtained only after several rounds.

Definitions

In pairs, students are given the name of an object (e.g. car) which they must define by using a relative clause (e.g. ` A car is a vehicle in which you can travel'). Each pair in turn reads out their definition, while the other pairs check whether it is precise enough. If it is not - that is, if they can find another object that the definition suits (e.g.`bus' in this case) they get a point, and for another point they must give a more specific definition (e.g. `a car is a small vehicle in which you can travel'). Of course, this new definition is also open to debate.

Paraphrasing

An interpretive strategy (from Tarone and Yule, 1989), often taught to counselors and psychotherapists, involves the paraphrase of the interlocutor's whole message. An example would be, `So you are saying that...', or `You mean...' This is a very useful strategy for learners to clarify what they have heard and to invite the interlocutor to help if they have misunderstood something.

Appealing for help

Interruptions

Student 1 (S1) reads out a text from the course book; Student 2 (S2) interrupts S1, asking him/her to repeat a word again, for example:

  S1 London is the capital...

  S2 Sorry, can you repeat this last word again...

     or Sorry, I couldn't hear the word after `the'...

A variation on this involves S2 enquiring about the meaning of a word, for example:

  S1 London is the capital of Great Britain.

  S2 Sorry, what does `capital' mean?

     or What do you mean by `capital'?

This task can be combined with a paraphrasing task: S1 must then explain what the word in question means.

`I don't understand'

S2 tells S1 that he/she did not understand the whole utterance or sentence, for example:

  S2 I'm sorry but I don't think I understood you...

     or I'm sorry but I couldn't follow you...

This time, S1 first repeats the sentence more slowly, but when that does not help, and S2 asks again, S1 must paraphrase the whole sentence.

Conclusion

We have tried to draw attention to strategic competence, and to provide practical ideas on how to include its training in language classes. The first part of the article was centred around the idea that strategic competence is a crucial component of communicative competence, largely determining the learner's fluency and conversational skills. The practical ideas in the second part of the article involve strategy training. Some of the exercises may seem strange at first sight: teachers might wonder about encouraging learners to use (what's more: over-use!) fillers, or to go off the point and evade answers. After all, these are language behaviours normally not encouraged in one's mother tongue. The answer is that the activities and the phenomena they practice provide the learners with a sense of security in the language by allowing him/her room to manoeuvre in times of difficulty. Besides developing confidence, strategy training also facilitates spontaneous improvization skills and linguistic creativity. Finally, not only do such exercises improve the learners' performance skills, but students enjoy them very much - so they can also be used as ice-breakers, warmers or games.

Received January 1990

Note

1 The two sets of rules were later treated as two independent competencies by Canale (1984) and Swain (1985).
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The "conversation class" is something of an enigma in language teaching. In some language programs it is an opportunity for untrained native speakers to get students to talk for the duration of a class period, using whatever resources and techniques the teacher can think of. In language programs where trained language teachers are available, they are often left to their own resources and encouraged to dip into whatever materials they choose in order to provide practice in both "accuracy" and "fluency". Consequently the content of conversation classes varies widely. In one class, the teacher's primary emphasis might be on problem solving. Students work on communication games and tasks in pairs or small groups with relatively little direct teacher input. In another class, the teacher might have a more active role, employing grammar and pronunciation drills and structured oral tasks. A third teacher may use the conversation class as an opportunity for unstructured free discussion, while in another class the teacher might have students work on situational dialogues such as "At the bank" and "At the supermarket".

  Part of the difficulty in deciding what to do in the conversation class is due to the nature of conversation itself. Whatever is conversation and what is involved in producing fluent, appropriate, and intelligible conversation? Can conversation be taught or is it something that is acquired simply by doing it? What principles can be used in planning a conversation program and in developing classroom activities and materials? These questions are addressed in this chapter by first examining the nature of conversation, and then considering the implications for planning an approach to the teaching of conversation.



The nature of conversation

Conversation is multifaceted activity. In order to appreciate the complex nature of conversation and conversational fluency, some of the most important dimensions of conversation are examined here: the purposes of conversation, turn-taking, topics, repair, formal features of conversation, and the notion of fluency.



Purposes of conversation

Conversations serve a variety of purposes. As was illustrated in Chapter 3 [of the source book], two different kinds of conversational interaction can be distinguished - those in which the primary focus is on the exchange of information (the transactional function of conversation), and those in which the primary purpose is to establish and maintain social relations (the interactional function of conversation) (Brown and Yule 1983). In transactional uses of conversation the primary focus is on the message, whereas interactional uses of conversation focus primarily on the social needs of the participants. Approaches to the teaching of both conversation and listening comprehension are fundamentally affected by whether the primary purposes involved are transactional or interactional.

Conversation also reflects the rules and procedures that govern face-to-face encounters, as well as the constraints that derive from the use of spoken language. This is seen in the nature of of turns, the role of topics, how speakers repair trouble spots, as well as the syntax and register of conversational discourse.



Turn-taking

Conversation is a collaborative process. A speaker does not say everything he or she wants to say in a single utterance. Conversations progress as a series of "turns"; at any moment, the speaker may become the listener. Basic to the management of the collaborative process in conversation is the turn-taking system.

A basic rule of conversation is that only one person speaks at a time, and in North American settings participants work to ensure that talk is continuous. Silence or long pauses are considered awkward and embarrassing, even though in other cultures this is not the case. Successful management and control of the turn-taking system in conversation involves control of a number of strategies (Wardhaugh 1985).



Strategies for taking a turn. These involve ways of entering into a conversation or taking over the role of speaker, and include

- using interjections to signal a request for a turn,  such as "Mm-hmm," "Yeah," and rising intonation

- using facial or other gestures to indicate a wish to  take a turn

- accepting a turn offered by another speaker by responding to a question or by providing the second  part of an adjacency pair (e.g. expressing thanks in  response to a compliment)

- completing or adding to something said by the speaker.



Strategies for holding a turn. These involve indicating that one has more to say--for example, through intonation  or by using expressions to suggest continuity, such as "First," "Another thing," "Then."



Strategies for relinquishing the turn. These are devices used to bring the other person(s) into the conversation, and include

- using adjacency pairs, requiring the other person to provide the sequence, such as with the adjacency pair  challenge-denial:

  A: You look tired.

  B: I feel fine.

- using phonological signals, such as slowing down the  final syllables of an utterance and increasing the  pitch change to signal completion of the turn

 - pausing to provide an opportunity for someone to take  up the turn

 - using a facial or bodily gesture to signal that a turn  is finished.



Participants in conversation are involved in ongoing evaluation of each other's utterances to judge appropriate places to take up the turn to talk. As Slade (1986: 79) observes:

  Turntaking and turn assignment in conversation can be difficult for a second language speaker. A learner who mistimes his entry into conversation or who is unfamiliar with the correct formulae can give the impression of being "pushy" or, conversely, over-reticent.



In addition to use of turn-taking strategies, speakers are required to use both short and long turns (Brown and Yule 1983). A short turn consists of one or two utterances:

A: Did you like the movie?

B: It was all right.

A: Who was in it?

B: Shelley Long.



A long turn might be required for a speaker to explain and opinion, describe something, or tell a joke or a story. For example, the following speaker is recounting and encounter with a cockroach during an examination.

   We were sitting for our analytical chemistry exam and it was the final exam. And they have sort of like bench desks where there's three to a bench normally and they had the middle seat empty-- and two sat either side, and I was sitting there and I thought, "Geez I can feel something on my foot." And I thought, "No, no, don't worry about it," you know, "What on earth is this chemical equation?" and I'm trying to think. But there's something on my foot and I looked down and there was this cockroach like--and I just screamed and jumped up on the chair. (Slade 1986: 86)

The inability to take up long terms in conversation is a feature of many second language speakers, who keep to short turns and appear to be less than collaborative conversational partners.



The role of topics1

The way topics are selected for discussion within conversation and the strategies speakers use to introduce, develop, or change topics within conversations constitute another important dimension of conversational management. For example, coherent conversation respects norms concerning the choice of topics. Questions concerning one's age, salary, and marital status may be appropriate on first encounters in some cultures, but not in others. Coulhard (1977:75-6) comments:

   An initial question is what sort of things can do and form topics in conversation? Some topics are not relevant to particular conversations...and the suitability of other topics depends on the person one is talking to. We experience, see, hear about events all the time...Some are tellable to everyone, some have a restricted audience, some must be told immediately, and some can wait and still retain their interest.

Part of the structure of conversational openings has to do with the positioning of topics within the conversation, as Schegloff and Sacks (1973) point out. The participants select a topic as first topic through a process of negotiation. The first topic, however, may be held back until the conversation develops to a point where it can be appropriately introduced. For example, a conversation may open:

A: What's up?

B: Not much. What's up with you?

A: Nothing.

Later, after possible preambles, one of the participants may go on to introduce a topic such as a job offer, which could have been given as a direct response to "What's up?". As Goffman points out, conversationalists might want to "talk past" some topics initially, waiting until a much later time to introduce a sensitive issue, "all of which management requires some understanding of issues such as delicacy" (Goffman 1976: 268). Schegloff and Sacks have also pointed out that in telephone conversations there is often a preamble to the first topic that offers the possibility of closing the conversation, should the other speaker so desire, such as "Did I wake you up?" or "Are you busy?", which if declined becomes a presequence for topic talk.

Winskowski (1977, 1978) refers to topicalizing behaviour, by which is meant bringing up topics, responding to other people's topics, mentioning something, avoiding the mention of something, carrying a discussion one step further, and so on--the creating of a topic in the activity. With this focus on topic as process, topic behaviour can often been seen to consist of rounds of topical turns that are reciprocally addressed and replied to, as in the following example:

A: Oh nothing, we're just cleaning up. We had dinner.   What's new?

B: Nothing much. I still got a cold.

A: Oh, has it improved at all, hopefully?

B: Yeah, it's gotten better, it's gotten better. It'll be all right tomorrow. It better because I'm going out tomorrow.

Hatch (1978) emphasizes that second language learners need a wide range of topics at their disposal. Initially, learners may depend on "canned topics." Although they may get by with their ability to answer questions about recurring topics, such as how long they have been in the country, their occupation, and family, learners need practice in introducing new topics into the conversation in order to move beyond this stage.

They should practice nominating topics about which they are prepared to speak. They should do lots of listening comprehension for topic nominations of native speakers. They should practice predicting questions for a large number of topics... They should be taught...elicitation devices...to get topic clarification. That is, they should practice saying "huh," echoing parts of sentences they do not understand in order to get the rest of it recycled again, "pardon me, excuse me, I didn't understand etc." Nothing stops the opportunity to carry on a conversation quicker than silence or the use of "yes" and head-nodding when the learner does not understand. (Hatch 1978: 434.)



Learners also need to be able to follow the flow of a topic through conversation. Knowledge of the real world in the form of schema knowledge is one source of information the learner can make use of, predicting and anticipating questions and the direction of conversation for certain topics.



Repair

Repair refers to efforts by both parties in conversation to correct problems that arise. Van Lier (1988: 180-2) emphasizes that discourse involves continuous adjustment between speakers and hearers obliged to operate in a code which gives them problems. This adjustment-in-interaction may be crucial to language development, for it leads to noticing discrepancies between what is said and what is heard, and to a resolution of these discrepancies... Repairing, as one of the mechanisms of feedback...is likely to be an important variable in language learning. Although it is not a sufficient condition, we may safely assume  that it is a necessary condition.

Repairs may be initiated by either the speaker (self-repairs) or the hearer (other repairs). The second language learner may also request clarification from a native speaker (NS) when misunderstanding occurs. Echoing is one technique that is used, when the nonnative speaker (NNS) repeats a word or phrase that is not understood and the conversational partner explains it or replaces it with an easier item.

NS:  We're going mountaineering tomorrow.

NNS: Mountain...ee...?

NS:  Mountaineering. You know, to climb up the mountain.

Another response to a request for repair involves topic fronting, as in the following example:

NS:  Do you come from a big family?

NNS: Uhh?

NS:  Your family. Is it big? Do you have lots of brothers and sisters?



Formal features of conversation

Conversational discourse is also recognized by formal features, which distinguish it from written discourse (see Chapter 6).



SYNTAX

Written language exhibits a different syntax from spoken discourse. In the written mode, clauses are linked in complex ways, with a main clause often followed by or linked to subordinate clauses. Rules of intra- and intersentential relations serve to link repeated and coreferential constituents. This is not possible in spoken discourse. Brown and Yule (1983: 4) observe:

    Most spoken language consists of paratactic (unsubordinated) phrases as by the way the speaker says them. The speaker uses the resources of pausing and rhythm and, to a lesser extent, intonation, to mark out for the listener which parts of his speech need to be co-interpreted.

Similarly, Syder (1983:32) notes:

    Normal procedure in spontaneous connected discourse is for the speaker to package his thoughts into a series of relatively complete and independent clauses. All the syntactic and semantic elements needed to understand the clause are present in the clause, and there is minimal cross referencing to other clauses required of the hearer.

Bygate concludes (1987: 62-3):

   The learner engaged in oral communication is more likely to be working with small chunks than any other user of language. This is because, in addition to the fragmentary nature of oral discourse, the learner's processing capacity is limited.

Bygate notes that in conversation, speakers tend to avoid complex noun groups containing a series of adjectives (e.g. "an elegant new red two-door Italian sports car") and instead spread adjectives out over several clauses. As a result, spoken language is less dense than written language. Bygate gives an example of a second language learner describing a picture:

   OK - in this picture in picture - er - number 1 - I can see er a little girl - who probably - is inside - her house - er who is playing - with a bear - this bear - it has a brown colour and - the little girl is sitting - in the - in the stairs of her house - this house is very nice - it has rugs - it has brown rugs - mm - it has waste basket.  (Bygate 1987: 16)



STYLES OF SPEAKING

An important dimension of conversation is using a style of speaking that is appropriate to the particular circumstances. Different styles of speaking reflect the roles, age, sex, and status of participants in interactions. Consider the various ways in which it is possible to ask someone the time, and the different social meanings that are communicated by these differences:

Got the time?

I guess it must be quite late now--is it?

What's the time?

Do you have the time?

Would you know what time it is?

Could I trouble you for the time?

Lexical, phonological, and grammatical changes may be involved in producing a suitable style of speaking, as the following alternatives illustrate:

Have you seen the boss? / Have you seen the manager? (lexical)

Whachadoin'? / What are you doing? (phonological)

Seen Joe lately? / Have you seen Joe lately? (grammatical)



Different speech styles reflect perceptions of the social roles of the participants in a speech event. However, if the speaker and the hearer are judged to be of more or less equal status, a casual speech style is appropriate that stresses affiliation and solidarity. If the participants are perceived as being of uneven power or status, a more formal speech style is appropriate, one that marks the dominance of one speaker over the other. Successful management of speech styles creates the sense of politeness that is essential for harmonious social relations (Brown and Levinson 1978).

Brown and Yule (1983) point out that speech in a casual conversational style is peppered with general nonspecific words and phrases (e.g. the thing is, it's sort of..., the kind of thing, you know, it's a bit like...,) and with interactive expressions (well, oh, mm, really, actually, yes, geez). This is well illustrated in an extract from Svartvik and Quirk's A Corpus of English Conversation (cited in Wardaugh 1985: 202-3). The two speakers are male academics discussing the use of diaries in language research.



A: I don't know whether you have talked with Hilary about  the diary situation

B: Well she has been explaining to me rather in more general terms, what you are sort of doing and

A: What it was all about, yes.

B: I gather you've been at it for nine years.

A: By golly that's true. Yes, yes, it's not a long time of course, in this sort of work, you know.

B: Well no, but it's quite a long time by any standards.

A: Yes, I suppose so.

B: She told me what you did, and we decided we were both a bit out of date compared with the present day students and

A: Well I suppose that that's true.

The ability to produce this kind of casual conversational language as well as to produce language appropriate for more formal encounters is an essential skill for second language learners.



CONVERSATIONAL ROUTINES

Another characteristic of conversational discourse is the use of fixed expressions or "routines," which often have specific functions in conversation. Wardhaugh (1985:74)) observes:

    There are routines to help people establish themselves in certain positions: routines for taking off and hanging up coats; arrangements concerning where one is to sit or stand at a party or in a meeting; offers of hospitality; and so on. There are routines for beginnings and endings of conversations, for leading into topics, and for moving away from one topic to another. And there are routines for breaking up conversation, for leaving a party, and for dissolving a gathering... It is difficult... to imagine how life could be lived without some routines.

Consider the following routines. Where might they occur? What might be their function within those situation?

This one's on me.

I don't believe a word of it.

I don't get the point.

You look great today.

What will you have to drink?

Nearly time. Got everything?

Check please!

After you.

Guess I'll be making a move.

I see what you mean.

Let me think about it.

Just looking, thanks.

I'll be with you in a minute.

It doesn't matter.

No harm done.

Pawley and Syder (1983) suggest that native speakers have a repertoire of thousands of routines like these, and their use in appropriate situation creates conversational discourse that sounds natural and nativelike. Conversational routines typically have to be learned and used as fixed expressions, but a the same time, speakers must be aware that they cannot be used indiscriminately, to avoid exchanges such as the following:

A: Thanks for the meal.		A: Terry's father died.

B: It doesn't matter.                              B: What a nuisance.



The concept of fluency

The overall goal of a second language learner is to produce fluent speech; however, the notion of fluency is difficult to pin down. The European Threshold Level Project (Van Ek 1977; Van Ek and Alexander 1980), for example, describes oral fluency in terms of "reasonable speech: with sufficient precision: with reasonable correctness (grammatically, lexically, phonologically)." Fillmore (1979:93) describes fluency in terms  of "the ability to fill time with talk... the ability to talk in coherent, reasoned and `semantically dense' sentences" showing "a mastery of the semantic and syntactic resources of the language"; the ability to have appropriate things to say in a wide range of contexts"; and the ability to "be creative and imaginative... in language use." Hieke (1985: 140) states that "fluent speech is the cumulative result of dozens of different kinds of processes" with both quantitative and qualitative dimensions. Although fluency is a fuzzy concept, it is not an unimportant one.

The concept of fluency reflects the assumption that speakers set out to produce discourse that is comprehensible, easy to follow, and free from errors and breakdowns in communication, though this goal is often not met due to processing and production demands. "The prime objective of the speaker is the generation of maximally acceptable speech in both content and form and a concomitant minimization of errors by the time an utterance has been articulated" (Hieke 1981: 150). Hieke proposes three conversational "maxims" that motivate the speaker:

      The language teaching matrix

      1. Be Error-Free (phonology and syntax)

      2. Be Intelligible (semantics, lexicon, logic, stylistics, and rhetoric)

      3. Be in Control of the Communication Channel (fluency, and in dyadic speech, also turn taking).     (1981: 151)

Accuracy (including control of grammar and pronunciation) is here seen as a component of fluency, rather than as an independent dimension of conversational skill. The kind of discourse speakers produce and the degree of fluency they achieve, however, depend upon the task the speaker is attempting and the context for communication (i.e., whether the speech situation involves face-to-face conversation, whether the speaker is taking part in an interview or a discussion, or whether the speaker is involved in telling a story, giving a description, or replying to a question).

For some tasks, such as telling a story, the speaker may have access to available plans or schemas that reduce planning time and effort. The result may be that the discourse produced is qualitatively different from discourse produced during spontaneous interaction. It may be less hesitant, and the speaker may be able to plan larger units of discourse than are found in unplanned conversational interaction. Holmes (1984) found that the types of clauses and pauses occurring in storytelling task differed from those found in spontaneous interaction. Storytelling tasks "allowed subjects to construct more integrated utterances, which have been largely thought out and organized prior to their expression. The utterances are more planned, compared with the relatively unplanned discourse of spontaneous speech, which lacks much forethought and preparation" Holmes 1984: 129)

Within a particular task type, however, such as storytelling, there may be variation between a hesitant cycle and a more fluent cycle, the latter marked by a faster rate of speech and fewer hesitations. Clark and Clark suggest that as the speaker begins a new idea, more detailed planning is required, resulting in more hesitant speech. Once the speaker gets further into the idea or topic, however, planning and execution require less effort. "Each new section in discourse takes special global planning in the beginning, and this reveals itself in a hesitant output. As the section proceeds, the global plan becomes complete, there is less need to hesitate, and the result is a fluent output" (Clark and Clark 1977: 272).

Approaches to the teaching of conversation

Currently there are two major approaches to the teaching of conversation in second language programs. One is an indirect approach, in which conversational competence is seen as the product of engaging learners in conversational interaction. The second, a more direct approach, involves planning a conversation program around the specific microskills, strategies, and processes that are involved in fluent conversation.

The indirect approach: teaching conversation through interactive tasks

The justification for a task-based approach to the teaching of conversation comes from second language acquisition (SLA) research. SLA researchers (e.g., Hatch 1978) have argued that learners acquire language through conversation. In using conversation to interact with others, learners gradually acquire the competence that underlies the ability to use language. Hatch (1978: 404) puts the position in this way: "One learns how to do conversation, one learns how to interact verbally, and out of this interaction syntactic structures are developed."

Studies of conversational interaction have revealed a great deal about the nature of nonnative speaker-to-native speaker conversational interaction, clarifying its role in second language learning. For example, the discourse found in conversation between nonnative speakers and native speakers is usually syntactically less complex than NS-NS discourse, with a higher frequency of more regular grammatical structures and vocabulary. This should make comprehension easier for nonnative speaker. There are characteristic patterns of question use. Questions are more frequent than statements, drawing the nonnative speaker into conversation and allowing the native speaker to check comprehension at the same time. Native speakers ask more Yes/No questions than Wh-questions, presumably because Yes/No questions are easier to answer. Questions may also contain their own answers (e.g., "Are you working or are you on vacation?"), providing the nonnative speaker with a model for the expected answer. These kinds of conversational modifications are believed to assist the second language learner's language development. Mca comments,

In sum, what enables learners to move beyond their current interlanguage receptive and expressive capacities when they need to understand unfamiliar linguistic input or when required to produce a comprehensible message are opportunities to modify and restructure their interaction with their interlocutor until mutual comprehension is reached. (1987:8)

Through the kinds of linguistic and interactional modifications and adjustments learners receive when engaged in conversation, the grammatical structure of the language is displayed more clearly and made more accessible. Comprehension is assisted and the learner is able to experiment with the internal mechanisms of the language. As a direct result of this process, SLA researchers argue, linguistic competence gradually emerges.

The language teaching matrix

The conclusion drawn from this view of the relationship between conversation and second language learning is that the conversation class should primarily provide opportunities for learners to engage in natural interaction through the use of communicative tasks and activities. It is not necessary (or even possible) to teach conversation in any real sense; all that is needed is provision of opportunities for learners to engage in conversational interaction. In practical terms, this leads to the use of pair-work and group-work activities that require learner-to-learner interaction. Tasks most likely to bring this about involve information sharing and negotiation of meaning (Johnson 1982). The focus is on using language to complete a task, rather than on practicing language for its own sake. According to Long and Porter (1985: 207), "Provided careful attention is paid to the structure of tasks students work on together, the negotiation work possible in group work makes it an attractive alternative to the teacher-led, `lockstep' mode, and a viable classroom substitute for individual conversations with native speakers."

However, there are obvious limitations to an exclusively task-based approach to teaching conversation. Higgs and Clifford, for example, report experience with foreign language teaching programs in the U.S. government and elsewhere:

In programs that have as curricular goals an early emphasis in structured communication activities minimizing, or excluding entirely, considerations of grammatical accuracy--it is possible in a fairly short time... to provide students with a relatively large vocabulary and a high degree of fluency...

These same data suggest that the premature immersion of a student into an unstructured or "free" conversational setting before certain fundamental linguistic structures are more or less in place is not done without cost. There appears to be a real danger of leading the students too rapidly into the "creative aspects of language use," in that if successful communication is encouraged and rewarded for its own sake, the effect seems to be one of rewarding at the same time the incorrect communication strategies seized upon in attempting to deal with the communication strategies presented. (Higgs and Clifford 1982: 73-4)

Although Higgs and Clifford offer no data to substantiate this claim, Schmidt and Frota (1986: 281), describing a case study of Schmidt's own acquisition of Portuguese through "immersion," similarly report that "interaction with native speakers provided input that sometimes leads to language learning, but interaction guaranteed neither grammaticality nor idiomaticity." Schmidt found that his Portuguese was deficient both with respect to grammar and appropriateness, and that further interaction with native speakers did not appear to remedy this. Similarly, in a study of ESL learners interactive with each other on communicative tasks, Porter (1986) found that learners often produced inappropriate forms. In learner-to-learner communication, 20% of forms produced were grammatically faulty (not including errors of pronunciation). Others were sociolinguistically inappropriate, such as inappropriate ways of expressing opinions, agreement, and disagreement. "These findings... suggest that only native speakers (or perhaps very advanced nonnative speakers) can provide truly appropriate input that will build sociolinguistic competence" (Porter 1986: 218). Alternatively, the study suggests that although communicative tasks may be a necessary component of a conversation program, they are not a sufficient component.

Another limitation of a task-based approach to teaching conversation relates to the kind of interaction such tasks typically involve. An examination of the communicative activities commonly employed in task-based teaching (e.g. Klippel 1984; Pattison 1987) reveals that they typically deal only with the transactional uses of language. Communication and pair-work activities often focus on using conversation to convey information, to negotiate meaning, or to complete a task but ignore the use of conversation to create social interaction and social relations. Interactional uses of conversation are very different in both form and function from the kinds of transactional language found in task-oriented communication, and should have a central place in a conversation program. In order to ensure that this happens, a direct attempt to teach strategies for conversational interaction is also needed.



Direct approaches: teaching strategies for casual conversation

A direct approach to teaching conversation is one that focuses explicitly on the processes and strategies involved in casual conversation. The program hence addresses directly such aspects of conversation as strategies for turn-taking, topic control, and repair; conversational routines; fluency; pronunciation; and differences between formal and casual conversational styles. Designing such a program begins with the preparation of goals, samples of which are:

- How to use conversation for both transactional and  interactional purposes

- How to produce both short and long turns in conversation

- Strategies for managing turn-taking in conversation, including taking a turn, holding a turn, and  relinquishing a turn

- Strategies for opening and closing conversations

- How to initiate and respond to talk on a broad range of topics, and how to develop and maintain talk on  these topics

- How to use both a casual style of speaking and a  neutral or more formal style

- How to use conversation in different social settings for different kinds of social encounters, such as on   the telephone, at informal and formal social gatherings

- Strategies for repairing trouble spots in conversation, including communication breakdown and comprehension  problems

- How to maintain fluency in conversation, through avoiding excessive pausing, breakdowns, and errors of  grammar or pronunciation

- How to produce talk in a conversational mode, using a conversational register and syntax

- How to use conversational fillers and small talk

- How to use conversational routines



In program planning and development, each goal can be described in more detail as an objective or set of objectives, according to the level of language proficiency the program addresses and the specific needs of the learners. For example, Nunan (1985) describes the use of objectives grids in program planning. These allow general objectives for different aspects of oral skill to be cross-referenced to different topic areas . Each objective can be specified in more detail by describing the kind of interaction to be taught and the performance level that is expected. For example:



Level:				basic

Objective:			respond to requests for factual information

Content area:			personal and family identification

Specific objective		the learner will provide personal information in a 

                         		simulated interview with a governmental official

Standards:			responses to be comprehensible to someone used to 

				dealing with second language learners

Evaluation:			the student will perform in a simulated interview with a 

				teacher from another class

                                         (Nunan 1985:24)



A related approach is given in Omaggio (1986), who provides an example of a curriculum planning guide for speaking skills at the intermediate level (see Appendix).

Whatever approach to goal and syllabus specification is adopted (see Chapter 1 for discussion of different options), recognition of these kinds of goals is an essential starting point in developing an effective conversation program, and provides a basis for the design and selection of classroom activities and materials.



Classroom activities and materials

A number of attempts have been made to classify exercises and activity types according to the aspects of conversational management and production they focus on (e.g., Littlewood 1981; Harmer 1983). Littlewood (1981), for example, distinguishes four main kinds of activities:



Precommunicative activities		   Communicative activities

Structural activities		               Functional communicative activities

Quasi-communicative activities             Social-interactional activities



Precommunicative activities are those that deal with controlled practice of formal aspects of conversation, and include drills, dialogues, and other exercises where little learner input is required. The distinction between functional communicative activities and social-interactional activities is similar to Brown and Yule's distinction between transactional and interactional uses of conversation.

A wide variety of exercise types and classroom material are available for teaching different aspects of conversation. There are materials that deal both with the global dimensions of conversation as well as specific aspects of conversational management. Texts such as Person to Person (Richards and Bycina 1984), Functions of American English (Jones and von Baeyer 1983), and English Firsthand (Helgesen, Brown, and Mandeville 1987), for example, take the global approach. Others deal with particular conversation skills, Gambits (Keller, and Taba-Warner 1976), for example, deals with strategies for opening and closing conversations as well as with specific conversational routines used in managing turn-taking and topics. Task-based activities such as those described in Brown and Yule (1983) deal with transactional uses of language and the production of longer turns. Ur (1981) deals with discussion skills; Holden (1981), Livingstone (1983), and Jones (1983) with role play and simulations; and Klippel (1984) and Pattison (1987) with communication activities.

In developing classroom materials and activities, it is necessary to monitor their use in the classroom in order to determine which aspects of conversation they practice. In Richards (1985), this approach is described in relation to the development and use of role-play activities. In developing a set of role-play materials for use with a class of intermediate-level ESL learners, a range of topics and transactions was first selected covering both transactional and interactional uses of conversation. Role-play activities were then planned around each topic based on the following design format:

1. Learners first take part in a preliminary activity introduces the topic and the situation, and provides  some background information. Such activities include brainstorming, ranking exercises, and problem-solving tasks. For example, as preparation for a role play on  renting an apartment, students first interview each other about their accommodation and living arrangement. They also perform a ranking task in which they list the things that would most influence their choice of  an apartment. The focus is on thinking about the    topic, generating vocabulary and related language, and developing expectations about the topic. This activity  prepares learners for a role-play task by establishing a schema for the situation.

2. Students then practice a dialogue on the topic (e.g., a conversation between a person looking for an apartment and a landlord). This serves to model the kind of transaction the learner will have to perform  in the role-play task, and provides examples of the kind of language that could be used to carry out the  transaction.

3. Learners perform a role play, using role cards.Students practice the role play several times, in different roles and with different partners.

   For example:

   Student A (Caller)

   You want to rent an apartment. You saw this advertisement in the newspaper.

     George Street

     Large modern apartment

     Only $600 a month

     Tel. 789-6445

   Call to find out more about the apartment. Ask about these things:

     the bedrooms               the neighborhood

     the view                   nearby transportation

     the furniture              nearby shopping

     the floor it's on

   Ask anything else you want to know.

   Find out when you can come and see it.



   Student B (Landlord)

   You have an apartment to rent. You placed this advertisement in the newspaper.

     George Street

     Large modern apartment

     Only $600 a month

     Tel. 789-6445

   A person telephones to ask about the apartment. Answer the person's questions (See Richards and Hull 1987.)

4. Learners then listen to recordings of native speakers performing the same role play from the same role cues. By having learners listening to NS versions of the tasks they have just practiced, students are able to compare differences between the ways they expressed  particular functions and meanings and the ways native speakers performed. Although the NS versions are more complex than the student versions, they are comprehensible because of the preparatory activities the students have completed, and they can be used for  follow-up and feedback activities.

5. Feedback and follow-up activities consist of listening for specific conversational and grammatical forms (idioms, routines, structures) used by the native speakers in their versions of the role plays, as well as listening for meaning. 



In order to determine the kinds of conversational practice the role-play tasks provided, data were collected on the type of conversational interaction and discourse students produced when completing the role-play tasks (Richards 1985b; Hull 1986). Among the features of conversational interaction students were found to employ were repairs, requests for clarification, short and long turns, openings and closings, topicalization behaviour including strategies for topic nomination and topic change, use of polite forms, and politeness strategies. Repairs showed that students were monitoring their production for vocabulary, grammar, and appropriateness.



Conclusions

In planning a conversation program, an understanding of the nature of conversation and conversational interaction is a necessary starting point. Two complementary approaches to the teaching of conversation are currently advocated and employed in program development and methodology: an indirect approach, which focuses on using communicative activities to generate conversational interaction, and a direct approach, which addresses specific aspects of conversational management. A balance of both approaches would seem to be the most appropriate methodological option. Although communicative tasks that focus on the transactional uses of conversation provide useful language learning opportunities, methodology should also address the nature of casual conversation and conversational fluency, particularly turn-taking strategies, topic behaviour, appropriate styles of speaking, conversational syntax, and conversational routines. Instructional materials and activities should be planned to focus on these aspects of casual conversation, and monitored to determine their effectiveness in promoting conversational fluency.



Discussion topics and activities

1. Interview several teachers of conversation skills. What do they see the primary purpose of a conversation  class to be? What aspects of conversation do they spend most time on in class? What kinds of activities  do they use and how often? What do they see the    greatest difficulties in teaching a conversation class  to be?

2. Try to observe (or overhear) a casual conversation between a native speaker and a nonnative speaker, or  between two nonnative speakers. What kinds of turn-taking strategies do the nonnative speakers use?

3. Discuss the notions of accuracy and fluency. Do you agree that accuracy is a component of fluency, rather  than a separate dimension? How can accuracy be   addressed in a conversation program?

4. Examine the list of goals for a conversation program on pages 79-81. What additions or deletions would you  want to make to the list?

5. Choose two other skills by Nunan in Table 4.1. Prepare statements of objectives for each skill, using the  format given by Nunan shown on page 81.

6. Choose a conversational task or activity from a second  language learning textbook.   Record the students doing the activity. Then listen to the recording and determine which aspects of  conversational management the activity improves. Does the activity focus primarily on transactional or  interactional skills? Could the design of the activity be improved?

7. Plan and try out classroom activities that focus on  (a) turn-taking, (b) conversational routines, and  (c) differences between formal and informal styles.

�
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The title of this article1  may suggest a certain scepticism about the potential for applying second-language acquisition research findings to classroom teaching.2 In fact, I am convinced that second-language research does have much to contribute to teaching practice in the long run. However, I believe that at present its contribution lies not so much in what it has to say regarding the development of syllabus content or specific teaching methods as in what it has to say regarding the development of expectations on the part of teachers for what they and their students can accomplish. Thus my title refers to two kinds of `expectations': 

(1) the expectations of both teachers and researchers that second-language acquisition research findings will have implications for what to teach and how to teach; 

(2) teachers' expectations of themselves and of their language-learning students.

In this article I will very briefly review the kind of research which has been and is being carried out in second-language acquisition. I will then outline what I consider to be some of the most widely agreed-upon generalizations which can be drawn from the research to date. Finally, I will discuss the ways in which I think it is appropriate to apply these generalizations to second-language teaching.



1. SECOND-LANGUAGE ACQUISITION RESEARCH: A BRIEF REVIEW

The term `second-language acquisition research' refers to studies which are designed to investigate questions about learners' use of their second language and the processes which underlie second-language acquisition and use. The field of research is new--less than twenty years old if we leave out the work done in the 1950s and 1960s in what might be called `preventive contrastive analysis'. Most people in the field identify two significant papers which mark the beginning: Corder's 1967 paper `The significance of learners' errors' and Selinker's 1972 paper which, in its title, gave a name to the object of investigation, `Interlanguage'.

Since the early 1970s, second-language acquisition research has been carried out within a number of different theoretical frameworks and has made use of a number of different research methods. In a 1977 review article, Hakuta and Cancino summarized second-language acquisition research carried out within four main approaches: contrastive analysis, error analysis, performance analysis, and discourse analysis. Hakuta and Cancino treated these almost as a `trial and error' series, with each new approach improving on and largely replacing the one which preceded it. With a few more years of hindsight, it seems that all four approaches continue to be important to the field. Each one compliments the others, rather than replacing them. In addition to these four, and interacting with them, are several approaches to second-language acquisition research which have been developed in the past few years. For example, a number of recent studies are based on a sociolinguistic approach, and there has been a great increase in the number of studies undertaken within a theoretical linguistics framework. More and more researchers are attempting to go beyond the description of what learners do to an understanding of what learners know and how they come to know it.

There are many ways of grouping or classifying second-language studies. For this paper, I have arranged them in three broad categories principally based on methodo-logical differences: (1) descriptive studies, (2) hypothesis-testing studies, and (3) experimental pedagogical studies. I will briefly describe and give a few examples of each of these categories.3 



1.1  Descriptive studies

Some researchers have begun their research by collecting samples of so-called `natural' or `spontaneous' speech or writing from one or from a number of second-language learners. Some of the samples are based on truly natural language (e.g. Hakuta 1974), while others have used elicitation procedures which induce the learner to talk, but shape in some way the range of possible topics or contexts for certain linguistic forms (e.g. Dulay and Burt 1974). Some studies are longitudinal, following a learner or group of learners over a period of time (e.g. Lightbrown 1980). Others are cross-sectional, examining a group or groups of learners a single point of time, or the performance of learners assumed to have different levels of target language proficiency (e.g. Bailey, Madden, and Krashen 1974).

Once the data have been gathered, the work of description begins. Sometimes the descriptions of learners' language performance are compared to the target language, and sometimes described in terms of internal consistencies which may not match the patterns of the target language. (See Bloom 1974a for a similar distinction in first-language acquisition research.) An example of the target language-based studies would be the morpheme acquisition studies by Dulay and Burt (1974) and others, in which the relative extent of correct use of certain grammatical forms in obligatory contexts has been used as the basis for inferring an acquisition sequence for these forms. Studies which seek internal consistencies in learner language without regard to target language norms are those such as Huebner's (1979) study of the patterns of use of the English article by a Hmong speaker. Huebner found that this second-language learner's use of the article appeared to be powerfully affected by his mistaken assumption that English, like his native language, uses what might be called pragmatic rather than syntactic rules for the marking of definiteness.

What all these studies have in common is that they start from what we might call `very raw' data, describe the consistencies and variations, and then seek to interpret or account for them. There is a vast literature based on research of this kind, and the interpretations of the data have included sociolinguistic (Schumann 1978, Meisel, Clahsen, and Pienemann 1981), psycholinguistic (Schachter 1974), instructional (Lightbrown 1982), personality (Fillmore 1976), and other factors. And, although I have given examples of studies which focused on language form as such, researchers have also investigated the evolution of the learner's expression of categories of meaning such as location and time relations (Meisel 1982). One might also include in this category the `foreigner talk' or `input' studies which describe the language which learners hear and the kinds of interactions they engage in.



Hypothesis-testing studies

This approach to second-language acquisition research is one which, rather than from 'natural' language samples, starts from some specific hypotheses about learners' language knowledge and seeks to test them, using procedures such as comprehension tasks, judgments of grammaticality, or translation.4  Some of the hypotheses have been drawn from descriptive studies; others from theoretical frameworks developed in other contexts. Examples of this approach include the study by Schachter, Tyson, and Diffley (1976), in which learners' reactions to correct English sentences were compared to their reactions to sentences containing errors typical of learners with the same first language as their own and those typical of another first language group. The hypotheses being examined in that study was developed in a contrastive analysis framework in which it is predicted that a learner's native language will have a very important influence on his or her perception and processing of the target language.

Other studies which have been designed to test specific hypotheses about learners' language knowledge are those by researchers such as Bialystok (1978) and Krashen (see Krashen 1981 for review), who have sought to understand the ways in which learners may make use of different kinds of linguistic knowledge--explicit or learned knowledge (that is, knowledge they know they have) and implicit or acquired knowledge (that is, knowledge which they have and which somehow directs their behaviour, but which they are not ordinarily aware of).

Other research undertaken within a hypothesis-testing framework includes work based on linguistic theory--particularly the hypothesis that there exist linguistic universals which shape language development in its early stages (Gass 1979, 1984, Rutherford 1984). Some researchers have sought to test the hypotheses that there is a `critical' or `sensitive' period for second-language acquisition (Snow and Hoefnagel-H”hle 1978, Patkowski 1980). Recently a number of researchers have begun to explore various interpretations of linguistic markedness as the basis for developmental sequences in second-language acquisition (Hyltenstam 1983, Mazurkewich 1983, Rutherford 1982, White 1983, Zoble 1983 1985).

One of the most interesting hypotheses which is beginning to be examined is Krashen's input hupothesis--his hypothesis that the necessary and sufficient conditions for second-language acquisition are met when learners are exposed to language they can understand, which contains linguistic structures just beyond each learner's present language mastery. Krashen further specifies that the language must be interesting to the learners and occur in a context where the learners are relatively at ease--as he says, where their `affective filters are down'. The input hypothesis, is not, of course, testable as a single global hypothesis, and there is a need for breaking it down to testable sub-hypotheses. (For one such study, see Long 1985.)



1.3  Experimental pedagogical studies

The third category of research in second-language acquisition is one which has been very little developed but which has great potential importance for classroom teaching: these are the instruction-based studies in which an attempt is made to manipulate certain variables, for example, the presentation of certain linguistic forms rather than others (Gass 1982, Pienemann 1982, in press Zoble 1983, 1985), comparing subjects learning language through academic course content to those receiving only formal language instruction (Upshur 1968, Wesche, in press), controlling the complexity of the input language (Chaudron 1983, Long 1985) in order to study the effects of such manipulations on language acquisition. Such studies are very difficult to plan and carry out, but they are producing some very interesting results and are of crucial importance in determining how second-language research findings can be applied to second-language pedagogy.

The research described in these three categories refers to what might be called second-language acquisition research in the mainstream. Other research being carried out in the fields of cognitive psychology, psychological learning theory, linguistics, child language, even medical research on brain functioning may, in time, prove to be the most informative about the underlying processes. In the meantime, however, after fifteen years of `mainstream' research, it is possible to make a number of generalizations about second-language acquisition.



2.  GENERALIZATIONS DRAWN FROM SECOND-LANGUAGE RESEARCH

The ten generalizations listed and illustrated below are supported by different researchers and groups of researchers working in different places and using a variety of research methods to study the performance of learners who represent a number of native languages and their target languages.



2.1  Adults and adolescents can `acquire' a second language

The term `acquire' is meant to reflect somewhat the same thing Krashen means by the term child-like internalization of the rules underlying the target language. While we must, I think, accept the overwhelming evidence that there is a physiologically determined critical period for the acquisition of native-like pronunciation,5 the evidence is much less clear for other aspects of the language. Meanwhile, there is considerable evidence that the second-language acquisition process is at least partly the same for children and adults. Some adults--especially those who are literate and accustomed to formal instruction--can also benefit from formal instruction in the language, but they are not limited to it simply because they have passed the age of puberty.6 



2.2 The learner creates a systematic interlanguage which is often characterized by the same systematic errors as the child learning the same language as the first language, as well as others which appear to be based on the learner's own native language

The interlanguage systems are influenced by a number of factors. The roles of the learner's mother tongue is no doubt one of the most controversial and fascinating areas of research, and the complexity of the interaction between the native language and the target language is beginning to be studied with some success, but there is much we do not know. In any case, all-or-nothing interpretations of the role of the first language have given way to more sophisticated research question about the nature of the influence. (See Wode 1981, Zoble 1983, 1985, and Gass 1984 for a review of recent research.) This generalization is closely related to the next one.

2.3  There are predictable sequences in acquisition such that certain structures have to be acquired before others can be integrated

Learners cannot acquire what they are not `ready' to acquire--even though they may sometimes temporarily give the appearance of having acquired it. (See Generalization number 4 below.) There is good evidence for this in several domains and for several languages. Unfortunately the acquisition sequences which have been described satisfactorily are very few in number-- some English grammatical morphemes (see Krashen 1977 for a review), subject-auxiliary inversion in English questions (Ravem 1974, Wode 1981), word order rules in German (Pienemann 1980, Meisel, Clahsen and Pienemann 1981), etc. Our knowledge here is further limited by the fact that even where sequences are well attested, there are limitations on the number of first-language groups whose second-language acquisition of a particular language has been analyzed. Thus, while we may say with conviction that we know what the German word order acquisition sequences are for a Spanish speaker, we have no first-hand information about, say, Finnish speaker's acquisition of German word order. Some researchers hypothesize that it will be the same and that the role of the first language will be minimal. But there is evidence from other research to suggest that while acquisition sequences are determined in part by linguistic universals or characteristics of the target language, they are also affected by the native language of the learners (Mace-Matluck 1979, Schumann 1979, Wode 1981). To make matters even more complicated, there may be considerable individual variation in acquisition sequences, based possibly on different learning (acquisition) strategies, and differences within languages such that some systems of a given language will be acquired in a predictable sequence whereas others are not subject to any particular acquisition sequence. The latter would show variable patterns of acquisition, dependent upon affective and language contact factors (Meisel, Clahsen, and Pienemann 1981).



2.4  Practice does not make perfect

Even though there are acquisition sequences, acquisition is not simply linear or cumulative, and having practiced a particular form or pattern does not mean that the form or pattern is permanently established. Learners appear to forget forms and structures which they had seemed previously to master and which they had extensively practised. (Some researchers have referred to `U-shaped development'.) The U shape refers to a graphic representation of learners' accuracy on a line graph. It starts out high, or reaches a high level, then drops for period before rising again to higher levels of correctness. There are several explanations for this. In the case of my own research, with learners who had little or no contact with English outside the ESL class, the explanation lay in part in the instructional practices (Lightbrown 1983a,b). Learners were--for months at a time--presented with one or a small number of forms to learn and practise, and they learned them in absence of related contrasting forms. When they did encounter new forms, it was not a matter of simply adding them on. Instead, the new forms seemed to cause a restructuring of the whole system. Hyltenstam (1977) provides another good example of this.

Such restructuring also occurs outside the classroom acquisition context--even in first-language acquisition. (See Kellerman 1985 for discussion on second-language acquisition; Bowerman 1982 for first language.) It occurs because language is a complex hierarchical system whose components interact in non-linear ways. Seen in these terms, an increase in error rate in one area may reflect an increase in complexity or accuracy in another, followed by overgeneralization of a newly acquired structure, or simply by a sort of overload of complexity which forces a restructuring, or at least a simplification, in another part of the system.



2.5  Knowing a language rule does not mean one will be able to use it in communicative interaction

This works the other way, too. Being able to use a rule does not mean that one will be able to state it explicitly. Krashen's fascinating corollary to this, of course, is that sometimes the rules easiest to state are the hardest to integrate into an inter-language. As a case in point, one could refer to the virtual non-acquisition of the English possessive's by French-speaking learners of English--a rule so easy to state and `learn' that it seems impossible that after years of exposure and instruction the form is systematically omitted from communicative language (Lightbrown 1983b).

Many researchers have labeled and tried to describe or explain the `two kinds of performance' or `two kinds of knowledge' phenomenon: acquisition and learning (Krashen 1976, 1981), implicit and explicit knowledge (Bialystok, 1978, 1981), automatic and controlled responses (McLaughlin 1978, based on Schneider and Shiffrin 1977) communicative and cognitive systems (Lamendella 1977), language-specific cognitive structures and problem solving cognitive structures (Felix 1981). What remains highly controversial is the extent to which the two kinds of performance or knowledge interact with each other in the mind of the learner.



2.6  Isolated explicit error correction is usually ineffective in changing language behaviour

This appears to be due to fact that most errors are not isolated phenomena but part of a system, and to the necessarily sequential nature of some aspects of inter-language development. In order to make a lasting change in language behaviour, there must be a change in language knowledge. There must be a restructuring of the system itself--something which may take some time and considerably more information than is provided in a single error correction.

Furthermore, even if error correction were sufficient to change language behaviour, it has become clear from research that neither first-language nor second-language learners get reliable error correction (Brown 1973, Chaudron 1977, Fanselow 1977, Long 1977). Correction tends to be unreliable in two ways: (1) learners cannot depend on having every error corrected--even in the classroom--and this means that they cannot depend on having someone else tell them when they are wrong; 

(2) the `corrector' may not know--indeed probably knows only rarely--what the real nature of the learner's error is, that is, what it represents in terms of underlying knowledge.7

An anecdote may serve to illustrate how unreliable error correction often is and to show that there may be times to be grateful that isolated error correction seems to have little long-term effect. As I was observing a teacher of English in her classroom of thirty young French-speakers, she was using a typical audio-lingual technique of asking many students the same questions. Often, if one student answered incorrectly, or inadequately, she would simply repeat the question, eliciting a correct response from another student. One exchange went like this:



Teacher:   Do you like apples?

Student A: No, I don't.

Teacher:   (addressing Student B and pointing to  Student A) Does he like apples?

Student B: No, he doesn't.

Student A: (whispering) No, I doesn't.

The student thought he had been corrected and conscientiously repeated the `correct' form.



2.7  For most adult learners, acquisition stops--`fossilizes'--before the learner has achieved native-like mastery of the target language

It has been suggested that this happens when the learner has satisfied the need for communication and/or integration in the target language community, but this is a complicated area, and the reasons for fossilization8 are very difficult to determine with any certainty. Recently, there has been some evidence that the interlanguage systems which tend to fossilize are those which are based on the three-way convergence of some general--possibly universal--patterns in languages and some rule or rules of the target language and the native language. The question of why learners in similar learning situations differ so much in the point at which fossilization occurs is largely unresolved. What appears certain, however, is that once fossilization occurs, continued exposure is quite ineffective in changing language behaviour, and, so far, further instruction in the language seems to give learners more knowledge about the language without altering the fossilized interlanguage system (Long 1981, Shapira 1978, Schuman 1978).



2.8  One cannot achieve native-like (or near native-like) command of a second language in one hour a day

No one knows how much time it takes, but it is quite clear that it cannot be done exclusively in a classroom--even in a classroom where the perfect magical balance between form and function, structure and communication, has been struck. The most successful acquirers, young first-language learners, may conservatively be estimated by the age of six to have spent some 12,000 to 15,000 hours `acquiring' language. The child in a French immersion program might be estimated to have received 4,000 hours of contact with French by Grade 6.

In most school programs, the total number of hours after six years of study (for appropriately five hours per week) would not reach 1,000.



2.9  The learner's task is enormous because language is enormously complex

And neither linguist nor teacher nor textbook writer can really pre-digest the language sufficiently to make the task easy. What the learner has ultimately to learn goes far beyond what the textbook contains, beyond what the teacher can explain, and even beyond what the linguist has described. The studies based on linguistic theories of universals and markedness are particularly helpful in illustrating the complexity of the learner's task and the inadequacy of the best pedagogical grammar to deal with it. (See Rutherford 1980 for valuable discussion.)



2.10  A learner's ability to understand language in a meaningful context exceeds his/her ability to comprehend decontextualized language and to produce language of comparable complexity and accuracy

This generalization draws on a wide range of research--both first-language (Bloom 1974b) and second-language (Cummins 1983). And it is related to Krashen's input hypothesis. We do not, however, have an adequate description of the relationship between comprehension and production. Learners sometimes give every impression of fluency and communicative competence when they speak, but manifest serious deficiencies when obliged to comprehend language which they encounter outside a helpful context (Fillmore and LcLaughlin 1982), under time pressure (Favreau and Segalowitz 1982), or requiring complex cognitive as well as linguistic processing (d`Anglejan et al. 1979, Cummins 1983). And, as far we are from an adequate description of the comprehension-production relationship, we are even further from understanding the role each plays in furthering the acquisition process.

This rapid review of second-language acquisition research and some of the generalizations we can draw from it serves to point out what a wide variety of studies are being carried out (and might be carried out), studies which are gradually developing our knowledge of the processes underlying  second-language acquisition and the factors which in some ways affect these processes. The list is surely not exhaustive, but, as I noted above, it is intended to cover the kinds of conclusions which have been reached by different researchers and different research groups examining more than one first-language/second-language combination.



3. APPLICATIONS OF RESEARCH FINDINGS TO SECOND LANGUAGE TEACHING

A few selected quotations from the `conclusions and implications' sections of some research papers or from other papers which have interpreted research for teachers and syllabus planners would make it very clear that, in many cases, expectations for the applications of research have been very great indeed! It would also be clear that many of the recommendations based on second-language acquisition research have been (a) premature, (b) based on research which was extremely narrow in scope, (c) based on overinterpretations of the data, (d) based largely on intuition, or (e) all of the above. The desire for immediate application of research findings is not limited to language teaching--although it may be particularly characteristic of the field of education in general (Kerlinger 1977).

Of course, a number of researchers have always urged that we proceed very carefully in making specific recommendations about language teaching on the basis of research in language acquisition. For example, Evelyn Hatch concludes her  1978 article `Apply with caution' by insisting that `the only question the researcher should answer is the one he asks' (p. 138). Many of us, however--researchers and teachers--have been anxious to go beyond the actual research questions to their implications for teaching--hoping to see our great expectations for research fulfilled. Has second-language acquisition research to date fulfilled our great expectations for the applicability of research to teaching? Does it tell us what to teach? Does it tell us how?

To the first question (what to teach), the answer would be an emphatic no, at least not in terms of the forms and structures of language. The generalization most relevant to the question of what to teach is the one which refers to the existence of acquisition sequences. And this might at first suggest that we now know--at least for some limited domains--the order in which certain forms or structures should be taught. In fact, such a suggestion is only now at the stage where it has become a potentially testable hypothesis. For example, we can try some pedagogical experiments which would manipulate the presentation of structures known to be acquired in certain sequence by learners in previous research studies and look at the results of such manipulation. We might then be able to say something about the effect of making the teaching sequence match the acquisition of `natural' sequence.

A few researchers have undertaken such studies and the results are certainly interesting but they are also in some sense contradictory. One finds both the claim that one should teach that which is just one step beyond the learner's current level of performance (or competence) (Pieneman 1982) and the claim that, by teaching that which is several steps beyond the learner's current level, one may lead the learner not only to learn what is taught, but also to generalize to the less complex members of that structure or group of structures which may not have been taught (Gass 1982, Zoble 1983, 1985).

These apparently contradictory findings can be explained in part by the fact that they result from studies based on different interpretations of what acquisition sequences are and how much being, at, for example, `stage 3' implies about the learner's knowledge of `stages 1 and 2'. The fact is, however, that the resulting recommendations about what to teach are simply contradictory and leave both teacher and syllabus planner without the information necessary for making appropriate choices about what to teach.

Another crucial fact to keep in mind is that the research which has provided evidence of `natural sequences' is research which has been carried out with learners who--in addition to or instead of formal instruction--have had extensive non-classroom exposure to the target language. It would be very difficult to support the claim that all such learners have encountered the forms or structures in the same order or with the same frequency. Even though there is some research evidence that certain forms which are acquired early are also items which occur with high frequency in the language that learners hear (Larsen-Freeman 1976a,b, Lightbrown 1980), there is no evidence that, in the natural environment, the early-learned forms are presented in the absence of others. On the contrary, it is likely that the language which learners encountered contained a wide variety of structures and forms--some of which they acquired and some which they did not. The logical conclusion of the argument that frequency determines acquisition sequences would be that that which is most frequent is first acquired or best acquired, and this is clearly not the case. In short, knowing what learners acquire first (or last) cannot in itself tell us what should be taught first (or last).

If second-language acquisition research does not tell us what to teach, does it tell us how? Obviously a number of the generalizations listed above are related to the how--issues such as the ineffectiveness of error correction, the nonlinear nature of language acquisition, the observation that adults are capable of `child-like' acquisition, the evidence that one can know a language rule and not be able to use it. Perhaps these generalizations can be said to give us some idea of how not to teach. The method of proceeding step-by-step, from one grammatical building block to another--each block carefully and precisely placed, once and for all--simply finds no support in the acquisition research. It is probably an excellent method for some things--learning to program a computer is one which comes to mind--but it does not seem to work for language acquisition. However, it is fairly obvious that language teaching methodology has not waited for second-language acquisition research to give the signal to move from lockstep, form-based approaches to approaches which encourage--or at least permit--creative, communicative language use, which limit the use of error correction, which provide learners with a fairly rich linguistic environment rather than a restricted set of formulae to be learned by heart. In fact, one of the happy coincidences of language teaching and learning is the convergence of language acquisition research findings and proposals for `communicative language teaching' practice, the latter developed independently on the basis of discourse analysis, theories of communicative competence, and pedagogical experience, with little or no knowledge of or regard for the current acquisition research findings (Brumfit and Johnson 1979, Newmark 1966, Widdowson 1978, Wilkins 1974).9  Indeed it may be only the Krashen and Terrell `Natural Approach' (1983) which is claimed to be based on second-language acquisition research. Even in this case, the fact is that Terrell was independently developing his teaching approach (Terrell 1977) at about the same time that Krashen was developing his second-language acquisition theory (Krashen 1976).

Does this mean that we should not have `great expectations' for the application of research to teaching? Second-language acquisition research does not tell teachers what to teach, and what it says about how to teach they had already figured out. However, second-language acquisition research has brought some explanatory support to so-called `communicative language teaching' and I believe this support has great importance. That is, even if communicative language teaching was not `caused' by second-language acquisition research, the research helps to explain why it can be expected to be effective. It is worth noting that it has always been virtually impossible to demonstrate that one approach to language teaching is better than another, partly because new approaches have often proved to be identical in practice to old ones, with only the name changed. And while communicative language teaching is not based on language acquisition research, it is equally not based on the kind of educational evaluation research which would permit one to say with certainty that this approach will succeed where others have failed. Thus, the independent support from research should prove valuable. Even though the most important support for any approach to language teaching will come from teachers whose experience tells them that it works better than other approaches, references to language acquisition research may be effective in lending support to those who must contend with sceptics when they suggest changes in language teaching behaviour.

Of course, no amount of mere information will be sufficient to alter behaviour. There is an analogy here to the non-equivalence of knowing and using a language rule. Teachers will have to experience language teaching approaches that work better than those they had previously experienced if they are fully to integrate these approaches. Nevertheless, if teachers--especially new teachers--come to language teaching with some knowledge of the results of language acquisition research, they will have much more realistic expectations about what can be accomplished. Teachers who are aware of second-language acquisition findings may be more willing to expect adults and adolescents to be able to discover the underlying patterns of language without experiencing them in discrete item-by-item presentations. If they are particularly well informed about the findings of language acquisition research, they may be aware of some particular areas where even very advanced learners will continue to experience difficulty. Thus, even though this, as noted above, does not tell them what to teach or when, it may remove some of the anxiety associated with the fact that certain things which have been `covered' by teacher or text have not been acquired.

Teachers with knowledge of second-language acquisition research will not expect of themselves or their students--that they can accomplish the task of language acquisition through repeated practice of correct forms. They can relax about letting some opportunities for correction go by, because they recognize the learners' need to go beyond routines and rote-learned formulas. They can expect a student to make errors on something he or she seemed to know last week, understanding that the error may reflect growth in another domain and the restructuring of the learner's system. They can expect that certain learners, particularly those who have functioned successfully in a second-language environment with functional language skills and lots of errors, will not noticeably alter their language behaviour during a period of instruction. They can accept this--without blaming their own poor teaching or the students' laziness or lack of intelligence!

Teachers who know something about language acquisition research will expect learners to perform differently on tests of metalinguistic knowledge from the way they perform when they have something important to say. And teachers can expect not to understand exactly what error it is that a learner is making. They can expect not to be able always to explain why English does certain things like this or like that, and they will know that students can be expected to acquire certain complex structures of English without explicit explanation.

Perhaps I can summarize my view of the role of second-language acquisition research for preparing or renewing teachers' knowledge and skills as teachers by saying that I see it as a part of teacher education rather than teacher training. Some of my students and former students claim that their language acquisition courses were among the most `useful' courses in their program, while others ask why they have to take these `theoretical' courses.  These different views reflect the different expectations which teachers--both pre-service and in-service--have with regard to the courses they take. Language acquisition research can offer no formulas, no recipes, but it is an essential component of teacher education, because it can give teachers appropriate expectations  for themselves and their students.

I would like to refer again to Evelyn Hatch's reminder that the only question a researcher should answer is the one he or she asks. Small indeed is the number of language acquisition studies which have actually asked a question such as `Under what conditions can a learner's progress through acquisition sequences be speeded up?', or` How can we determine exactly what a learner is ready to learn next?', or `Can fossilization be prevented by providing instruction at a certain point in development?' (What kind of instruction? What point in development?) Of course, most of these questions would have to be broken down and restated before they could be addressed by research. What I am suggesting is that only research which is pedagogically based and which asks pedagogical questions can be expected directly to answer pedagogical questions, and such pedagogical questions should be formulated at least partly in terms of what is known from language acquisition research.

What language acquisition research does, or will do as it continues to explore, is to reveal more about what learners do, what they know, and--perhaps some time in the future--how they come to do and know these things. It is appropriate for second-language acquisition research to explore these questions and it is not appropriate to expect that pedagogical questions will be directly and immediately answered by acquisition research.

On the other, pedagogical research cannot answer fundamental questions about the nature of language acquisition--nor should it be expected to. But it can answer some short-term questions about `what works'. Such short-term results are useful for getting teachers from day to day while they await the fulfillment of the great expectations from what might be called basic or non-applied (or even `pure') research.

Let me emphasize that there is no suggestion here that one should give up one kind of research and do another--only that one should recognize the limitations on the questions being asked, and therefore on the possible answers which will come from each. The time has come for second-language research to seek to develop generalizable theories of second-language acquisition by testing--in a cooperative and systematic way--some of the hypotheses which have been generated by the descriptive case studies or from psychological and linguistic theory. Hypothesis-testing research based on linguistic theory, contrastive analysis, and the input hypothesis should continue, and such research should be complemented by more specifically pedagogical research.

In 1976, Tarone, Swain, and Fatham published a review of research in second-language acquisition which they titled `Some limitations to the classroom applications of second language acquisition research'. The seven limitations they enumerated were

1  the restricted linguistic scope of the studies

2  lack of data on cognitive processes and learning  strategies

3  limited information about the role of individual  variables

4  insufficient information about the role of social and  environmental variables

5  undeveloped methodology for data collection

6  undeveloped methodology for data analysis

7  the limited number of replicated studies

Nearly ten years later we could quite reasonably use the same list. This is not to say that there has been no progress. But our understanding of acquisition is still far from complete, and our ability to make recommendations is still very restricted.

Most language acquisition researchers are interested in teaching practice. Many of them became involved in their research because they were themselves language teachers.  And most of the early research reports in the field were presented at teachers' meetings such as the TESOL convention. But it is worthy of note that second-language acquisition researchers have, in the past few years, increasingly arranged their own research meetings, apart from the teaching conventions where they are always asked by someone in the audience to relate their findings to teaching practice. The researchers themselves have come to recognize that the field of second-language acquisition research has many internal problems of methodology, analysis, and interpretation, problems which need to be dealt with among fellow researchers if genuine progress is to be made in understanding the language acquisition process. It is in doing well the work of language acquisition that they will best be able to meet their own great expectations of contributing meaningfully to second language pedagogy.

NOTES

  1 This is a revised version of a paper presented at TESL Ontario on 26 November 1983, in Toronto. In attempting to assess the current state of the relationship between second-language acquisition research and second-language teaching. I have borrowed and adapted ideas which many of my colleagues have expressed before me. I am indebted to them. I am particularly grateful to Michael Long, Henry Widdowson, and the editors or Applied Linguistics for valuable comments. Of course, I acknowledge the limitations and any possible errors in the paper as my own.

  2 Howard Nicholas of La Trobe University in Melbourne suggested that a better title for the paper might be `Great Expectations: What the Dickens Does Second-Language Research Have to Do with Second-Language Teaching?'

  3 The examples for each category are just that, examples. Obviously it is far beyond the  of this paper to review the field.

  4 I am using the term `hypothesis testing' in a non-technical sense. Very few language acquisition studies can be said to test hypotheses in the technical sense (see Long 1985, McLaughlin 1980, Ochsner 1979, and Schumann 1983 for discussion).

  5 There are challenges to the view, however. See, for example Neufeld (1978).

  6 In saying that learners can `benefit' from formal instruction I do not intend to imply that I have resolved the controversy which is associated with Krashen's hypothesis that formal learning does not alter acquisition but merely affects performance in certain contexts. In either case, a certain `benefit' accrues to the second-language learner in his or her use of the target language.

  7 For an interesting study of a particular error type which is often misinterpreted, see Schachter and Rutherford (1979).

  8 The term `fossilization' comes originally from Selinker (1972).

  9 Some of these writers refer to child language research and Corder's (1967) suggestion that second-language learners acquire language in ways which are similar to those of child language acquisition. The revolution in language teaching began, however, before there was any substantial body of second-language acquisition research to draw from. Note that the references given are by no means those of the earliest publications of these writers, rather those which I consider to be most complete or accessible.
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1. Elements in Curriculum Design

`Curriculum' is one of those terms - like `communicative', `authentic' and many others in teaching - that are used in a confusing variety of senses. In particular it is used in a broad sense and a narrower sense. In its broad sense it is used to refer to all the learning experiences that a person encounters as school, including those aspects which influence them only subconsciously (for example, the `hidden curriculum' as in Stubbs,1983). In its narrower sense it refers to a person's experiences in one specific subject on the school timetable, such as the 'foreign language curriculum' or the `science curriculum'. Thus in the first sense it is possible to talk about the place of `English in the curriculum': what part does English play in a child's total learning experience? In the second sense we can talk about the `English curriculum': how do we plan, manage and evaluate a child's experience of learning English?2

In order to clarify the concept of curriculum for our present purposes, let us first look at two definitions of its broad sense. The first is from Richards et al.(1985), who describe a curriculum as follows (the emphasis in this and the following quotations is mine):

     An educational programme which states:

	(a) the educational purposes of the programme (the ENDS);

	(b) the content, teaching procedures and learning experiences which will be necessary to achieve this purpose (the MEANS);

	(c) some means for assessing whether or not the educational ends have been achieved.

The second is from Robertson(1971, quoted in Yalden 1987):

	The curriculum includes the goals, objectives, contents, processes, resources and 

means of evaluation of all the learning experiences planned for pupils both in and out of 

school.

If we look at the individual elements within these definitions, we see that discussions about the curriculum can include discussions about:

   Why       do we learn and teach? (aims and objectives)

   What      do we learn and teach? (content)

   How       do we learn and teach? (methods, learning  activities)

  With what  resources  do we learn and teach? (books, materials)

  How well   do we learn and teach? (assessment,  evaluations).

If we look now at the narrower definition of the term, as it refers specifically to foreign language teaching, we find in Richards et al.(1985) a definition of curriculum development which contains a similar range of elements:

   In language teaching, curriculum development includes:

   (a) the study of the purposes for which a learner  needs a language (`needs analysis');

   (b) the setting of objectives and the development of a syllabus, teaching methods and 

        materials;

   (c) the evaluation of the effects of these teaching procedures on the learner's language 

        ability.

Similar ground is covered by Allen's (1984) six levels of curriculum design. However, Allen adds a further important dimension: that of `concept formation', by which he means the general principles that provide the foundations for second and foreign language education. His six levels are:

   (a) concept formation (general principles of language  learning);

   (b) administrative decision making (which includes the  formulation of general aims);

   (c) syllabus planning (the stage at which specific  objectives are defined);

   (d) materials design (including texts, exercises and  so on);

   (e) classroom activity (where materials are adapted by individual teachers to their own situation);

   (f) evaluation (which tests the validity of the  decisions made at earlier stages).

From these various definitions of curriculum in its broad and narrow senses, we can extract the following profile of the various elements that should be considered in ELT curriculum design:

PURPOSES OF EDUCATION

to

GOALS OF FOREIGN LANGUAGE LEARNING

to

Concepts of                           Objectives              Syllabus                    Information

language and        to                                                                draws      about specific

learning                                  Materials             Classroom       on        groups of

                                                                            activities                      learners

                                                                    to   

EVALUATION OF RESULTS



Figure 1  Elements in Curriculum Design



The figure indicates that the starting point in discussion the curriculum of any subject must be a conception of what purposes education should serve. Language teaching is one sub-activity within education and its goals must be justifiable within this more general educational framework. The political and social backgrounds are clearly important factors in shaping this framework but so too is the philosophy (intuitive or thought-out) of the individual teacher.

On the left of the figure are our conceptions about the nature of language and learning (which again may be intuitive or explicit). These will permeate all decisions about how language should be taught and learnt (cf.Richards and Rodgers, 1986). For example, Can language be broken up into separate units or does this conflict with its nature as an integrated system - the answer will influence the extent to which we teach structures as separate items. Or: Do items enter the learner's active language repertoire more quickly if they are first grasped intellectually as `rules'? - the answer will influence the extent to which we teach grammar explicitly.

If `goals' dictate what our teaching aims to achieve and `concepts of language and learning' enables us to see possible routes towards achieving it, the third set of factors feeding into the central box - information about specific groups of learners - determines which of these routes is suitable in a particular teaching/learning situation. Included here are factors such as the age of the learners, their specific reasons for learning, whether they are learning voluntarily or reluctantly, and so on. To take one simple example: If the learners are present in the class against their will, their motivation will need to be carefully nurtured through classroom activities which are intrinsically pleasurable.

One of the tasks of curriculum design, then, it to make the four elements in the central box consistent with (a) the goals of learning; (b) our beliefs about language and learning; and (c) what is known about the learners. It is through the four central elements themselves that an actual learning route is devised for a group of learners. The route may be devised the teacher alone (constrained to varying degrees by official guidelines, materials, and so on) or, as with the negotiated syllabus (Breen, 1987) or self-instruction (Dickinson, 1987), by learners and teacher together. In the last resort, however, the precise route is always determined by the learners, since learning occurs internally and is outside the teacher's direct control.

The last element in curriculum design - evaluation of results - enables us to see to what extent the route we have planned has actually led to the goals were have aimed for. As the two-way arrows indicate, the knowledge gained from evaluation feeds back into the central box and influences future actions and decisions.

The focus of the present paper is on the top half of the diagram. The aims is explore the links between (a) the purposes of education; (b) the goals of foreign language learning; and (c) the kind of language teaching curriculum that we devise. 



2  The purposes of Education

An analysis of the purposes of education which has influenced many other writers is Skilbeck's categorisation of the `value system' underlying three educational traditions (Skilbeck, 1982; see also Clarke, 1987 and White, 1988, who relate the traditions to language teaching).

   Skilbeck's three traditions are:

(a) Classical humanism. In this tradition the main purpose of education is to transmit valued knowledge and culture to an elite section of the next generation and, in so doing, to develop their general intellectual abilities. The curriculum is determined mainly by the valued subject content, which exists outside the learners and should be transmitted to them.

(b) Reconstructionism. In this tradition the main purpose is to bring about desired social exchange. In order to achieve this, the focus shifts onto providing every individual with knowledge and skills that are useful for social life. The curriculum is carefully planned around taxonomies of objectives which each learner should be enabled to master.

(c) Progressivism. The main purpose is to enable each individual to develop towards self-fulfilment. Since self-fulfillment takes different forms for different people, the focus is on nurturing natural growth processes rather than planning end-points. The curriculum should provide the experiences needed to stimulate this growth.

Classical humanism is exemplified by the traditional `grammar school' system of Britain and many other European countries; reconstructionism, by the detailed specification of learning objectives that now dominated many school syllabuses; and progressivism, by the emphasis on freedom and creativity in the schools founded by Waldorf and Pestalozzi. At most points in time, however, an educational system is likely to be a varying blend of elements from various traditions rather than a `pure' version of one or the other. This is not surprising, since each tradition reflects an important aspect of reality: there is a valued cultural heritage to be passed on, society does depend on people having usable skills, and individuals do aspire to self-fulfillment. Also, the three categories of educational purpose overlap in practice. For example, for many people a high degree of self-fulfillment is achieved through gaining access to their valued cultural heritage and through becoming able to fulfill a useful role in society.

Using Skilbeck's scheme but abandoning now his labels, we can summarise the purposes of education as shown below.



           Pass on:                                                                                 Develop:

VALUED KNOWLEDGE                                                         LEARNERS AS

     AND CULTURE                                                              INDIVIDUAL SELVES

                                               

PURPOSES OF

EDUCATION



                                                             Prepare:

                                             LEARNERS AS MEMBERS

                                                       OF SOCIETY



Figure 2 Purposes of Education



We should not leave this neat-looking diagram without remembering the multitude of controversial issues that it hides. To mention but a few: When conflict arises between the needs of the self-fulfilling individual and the needs of society as they are currently conceived, how is it to be resolved? Who determines the current needs of society and the roles for which people should be prepared? Who decides that aspects of culture are `valued'? Are some aspects so intrinsically valuable that they should be transmitted to every person, irrespective of whether they coincide with that person's perceived needs or prepare him or her for social life (If not, the aim of `passing on valued content' becomes subsumed in the other two: we teach this content only to the extent that it facilitates people's individual growth or equips them for social roles, for example, as teachers.)  



3  The Goals of Foreign Language Learning

Since foreign language teaching is an activity located within education, its goals must be justifiable in terms of broader educational purposes (cf. Van Ek, 1986). We should therefore be able to relate foreign language learning to the three educational value systems in the previous section.

(a) As a contribution to the transmission of valued knowledge and skills, foreign language learning provides:

  knowledge of a different language system;

  as a result, a better understanding of one's own  language;

  knowledge and understanding of a different culture and  civilisation;

  general intellectual skills e.g. analysis and inference.

(b) As a contribution to the individual's preparation for life as a member of society, foreign language learning provides:

  a useful skill for many kinds of work;

  extended opportunities for independent travel;

  wider and better possibilities for communicating with others;

  a better understanding of other members of society.

(c) As a contribution to the development of the individual, foreign language learning provides:

  a less restricted perspective on the world;

  more ways of expressing one's own self;

  more possibilities for future learning;

  a richer interpersonal network for one's existence.

The overlap between the categories, which I mentioned earlier, becomes especially clear in the above list - some items presented in different categories are in reality almost identical. This does not matter, since it simply reflects the fact that one aspect of foreign language teaching (for example, developing communication skills) serves more than one educational purpose (that is, individual growth as well as preparation for social life).

It is not difficult, then, to provide a rationale for foreign language teaching in terms of the general educational purposes outlined in the previous section. However, not all of these goals would be served equally  effectively by every teaching approach. For example, the goals listed under (b) would be more effectively served by a communication-oriented approach than by a grammar-translation approach, but the reverse might be true for the goals listed under (a). Looking at it from the other direction: the kinds of goal that we regard as most important will determine to a high degree the kind of curriculum that we provide. We will look at this topic in the next section.



4  Goals and the Curriculum

In recent years in foreign language teaching, we have seen changing emphases in our conceptions of the goals of learning, existing either at different time or at the same time but in different places. We have also seen changes in the other factors that feed into the central box in Figure 1: in our conceptions of language and learning and in the situations where languages are learnt. These changes together have given rise to different emphases in the foreign language curriculum.

In this section I will set out, by way of comparison, the dominant features of three approaches to the curriculum: the system-based curriculum, the function-based curriculum and the process-based curriculum. In their pure forms these reflect the three different goal-emphases mentioned earlier: content to be transmitted, preparation for roles in society and stimulation of natural development. Most often, however, we will expect to come across varying blends--one such blend will be described at the end of the section.



1  The grammar-based curriculum

The most obvious content in language learning is the grammar and vocabulary of the language. This has formed the basis  for various kinds of grammar-based curriculum in which:

(a) The main goal of language teaching is to enable learners to master the grammar and vocabulary of the language. (A secondary goal may be to pass on knowledge of the country and its culture.)

(b) The objectives are mainly defined with reference to  individual structures or items of vocabulary.

(c) The syllabus attempts to select and sequence these structures and vocabulary, using criteria such as  complexity, importance, teachability an so on

    (cf. Howatt, 1974).

(d) The materials provide learners with examples of  language structures and vocabulary in texts devised  especially for the purpose.

(e) The classroom activities provide learners with opportunities to understand and use the language  forms as accurately as possible.

Two variants of the grammar-based curriculum are most familiar to us. It is the first - the grammar translation approach - that is most obviously structured around grammar as `knowledge to be transmitted'. For example, the first chapters of this German course for English speakers (Dodkins, 1967) divide the grammar into areas in much the same way as one might divide up, say, the content of a history book:

   Introduction

   Questions and answers with Sie and ich

   Third person singular form

  Chapter 1

   All genders with definite and indefinite article    (singular)

   Pronouns: er, sie, es

   Adjectives:  groB, klein, offen, +  some colours

   Cardinal numbers 1,4

   Negative with nicht

   Verbs: ist

   One plural noun: Fenster



   Chapter 2

   Repetition of genders

   More adjectives

   Verbs: ist and hat

   Numbers 2, 3, 5, 7

   One plural noun: Zimmer



The second variant forms an especially important part of the tradition in English language teaching. It is the much more gradually sequenced structural progression that forms the basis for the `structural-situational' approach. Here for example are the structures which occur in the first two units (about fifty pages) of How do you do by Orton et al.(1977):

   Unit 1

   Hello, I'm...Who?

   This is my sister / your bag.

   What's this? It's ...

   Unit 2

   What's your name? My name is...

   Are you...? Yes, I am / No, I'm not

   Colours

   Numbers

   Is this... Yes, it is / No, it isn't

   That's right / wrong

   Where's...? Here's...

The more gradual progression reflects the fact that the structural-situational approach is more concerned than the grammar-translation approach to enable learners to convert knowledge into active use in situations. In that respect it is more strongly permeated by the second goal in our analysis above: that of preparing learners to take part in social life.



2  The function-based curriculum

The goal of preparing learners to take part in society is more prominent when we shift our emphasis away from the structures themselves and onto the interpersonal functions they perform in communication. This shift has led to various kinds of curriculum based on what learners need to do with the language. In such a curriculum:

(a) The main aim is to equip learners to fulfill their communicative needs in an appropriate range of   situations.

(b) The objectives are defined mainly in behavioural terms: expressing or understanding particular communicative functions or notions, acquiring useful  skills, and so on.

(c) The syllabus selects and sequences these functions or  skills according to criteria such as usefulness, complexity of the language they require, and so on.

(d) The materials provide examples of language being used for a variety of communicative purposes. (The  materials are often authentic texts taken from real    situations.)

(e) The classroom activities provide learners with opportunities to practise conveying and understanding   meanings.

Of the various ways in which communication needs can be analysed and described (cf. Hutchinson and Waters, 1987; Tarone and Yule, 1989), the most familiar is in terms of the communicative functions that people need to express. This has provided the organising principle for a large number of courses, for example, Starting Strategies (Abbs and Freebairn, 1977), in which the early units already enable the learners to make each other's acquaintance through the foreign language:

   Unit 1

   My name's Sally

   Ask somebody's name and say your name

   Ask and say where places are

   Unit 2

   I'm a journalist

   Greet people formally and introduce yourself

   Ask and say what somebody's job is (1)

   Ask and say somebody's name

   Unit 3

   Hello and goodbye!

   Introduce people and greet informally

   Ask and say what somebody's job is (2)

   Ask and say somebody's name



Equally familiar are courses in which the learning is organised around other aspects of communication such as topics, notions or skills. These and other possibilities are discussed in Breen (1987), Brumfit (1984), Dubin and Olshtain (1986) and Yalden (1987).

The function-based curriculum as just described is based on the teacher's or course-designer's analysis of the learner's needs. This analysis then provides a basis for defining objectives which all learners should achieve. In other words, as in the grammar-based curriculum, they are expected to reach predetermined points along a learning route that has been mapped out for them. The crucial difference between them is the nature of the predetermined points that they are expected to reach.



3  The process-based curriculum

In setting pre-defined objectives, the grammar-based and function-based approaches stand in contrast to the process-based curriculum, which reflects the conception that education should aim to facilitate natural development. In this approach:

(a) The main aim is to create contexts which will stimulate the potential for natural language growth.

(b) The objectives are not defined in terms of detailed  behaviour which every learner is expected to achieve  but in non-language terms e.g.topics, tasks or  problems to be solved.

(c) The syllabus provides a sequence of contexts for  learning which are roughly graded according to the  demands they make on communication skills rather than by strict linguistic criteria.

(d) The materials provide a focus for using language in order to exchange meanings about these topics or tasks

(e) The learning activities consist mainly of the use of language for the purposes of communication. There is  a minimum of language correction and of form-oriented    practice.

Three process-oriented approaches to language teaching have become well known in recent years. All are based on the fundamental idea that natural acquisition processes are a more effective way of internalising language than conscious learning processes. The `Natural Approach' described by Krashen and Terrell (1983) uses a variety of techniques (including visuals, role-play and class discussion) to create contexts where the learners focus on meaning and are able to obtain enough `comprehensible input' of the language for natural acquisition to occur. `Communicational language teaching' (Prabhu, 1987) consists of problem-solving tasks involving the language. These are carried out first as `pre-tasks' by the whole class with the teacher and then, in an amended form, by the individual learners. Finally, in `immersion classes' in Canada and Wales (cf. Swain and Lapkin, 1982), language learning takes place as a by-product of learning about other school subjects.



4  The variable focus curriculum

As I mentioned above, these three kinds of curriculum have been characterised in `ideal' terms and, in practice, we are likely to come across various kinds of blend. This is entirely appropriate since the aims of language teaching are complex and many-sided, as also are the nature of language and the processes of learning.

As an example of one approach to balancing the different aims and aspects of language learning, I will take the `multi-level' or `variable focus' curriculum which is described by Allen (1983) and presented in an adapted form in Stern (1983):

Level 1                                       Level 2                                                              Level 3

Structural                                   Functional                                              Experiential

Focus on Language                   Focus on Language                              Focus on the use

(formal features)                       (discourse features)                                    of Language

a) Structural control            a) Discourse control              a) situational or topical control

b)Materials simplified           b) Materials simplified                      b) Authentic language

    structurally                                 functionally           

c) Mainly structural                     c) Mainly discourse                             c) Free practice

    practice                                               practice

Figure 3   The variable focus curriculum (Allen/Stern)



Allen's proposal is that the curriculum should contain all three levels all the time but that the emphasis can change at different stages of learning. For example, in the early stages the emphasis might be on acquiring a structural foundation (level 1); the focus may then shift onto the ways in which communication exploits these structures (level 2); then the focus may shift onto creating contexts where the language can be used for real interaction (level 3). It is also easy to envisage courses - for example at an intermediate stage - where the order of priority might be reversed. The underlying conception is, in Stern's words (1983:262), that `a curriculum should be based both on formal and functional analysis and at the same time offer opportunities for experiential participation in real-life communication'. This balanced conception is in agreement with the goals of foreign language learning as they are conceived in most school situations. It is also consistent with what we know about the nature of language and learning.



5  The Learner as Curriculum Designer

In this paper the assumption has been that whatever the principles which underlie the design of a curriculum, the main agent in the design procedure is a teacher or course-writer. We should not finish without mentioning that this assumption is currently being questioned in several quarters.

A recurrent theme in discussion about language teaching is the need to develop the autonomy of the learner. According to Holec's (1983) definition, autonomy involves the learner in making decisions in almost all the components that we say earlier as belonging to curriculum design: `determining the objectives, defining contents and progression, selecting methods and techniques being used, evaluating what has been acquired'. The notion of autonomy underlies the construction of self-access systems (Dickinson, 1987; Little, 1989). It is also presupposed by Breen's (1987) proposals for a `process syllabus', in which content, activities and tasks are negotiated by the students and the teacher. An example of the same conception being put into practice in the secondary school is the work of Dam (1988), who leaves the learners themselves to make decisions about `the various elements of the learning process e.g. objectives, activities, evaluation', while the teacher's role is `to be involved in the learner's learning process...to be open to pupils' ideas and suggestions, to support pupils' initiatives, to encourage further activities, to be a consultant...' The reported success of Dam's approach should lead us to see this as a promising avenue for future development in curriculum design.



6  Conclusion

In this paper I have done no more than sketch some of the surface outlines of what is taking place in current discussions about curriculum design for language teaching. What I hope has emerged from the discussion is how decisions at the level of classroom practice are often the reflections of attitudes and ideas which can be traced right back to general principles of education. These in their turn are linked to even more fundamental principles of social, philosophical and political nature. It is instructive to consider the ways in which the social and political changes which we are witnessing in so many countries at present will find concrete realisation in the moment-by-moment actions of teachers and learners in their classrooms.

Notes

1   This paper was written while I was still employed in the Department of Education, University College of Swansea.I wish to take this opportunity to thank all my colleagues in the Department for the stimulating and agreeable years that I spent there.

2    In writing this article I took for my main frame of reference the teaching of foreign languages in the secondary school. The general principles are however equally applicable to language teaching in other sectors of education.
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Getting Like That

Guy Claxton

From: Being a Teacher .1989 , London, Cassell

     The educational system has always displayed great inertia, a built-in resistance to change, which is contributed to by both teachers and parents alike. Teachers, enjoying tenure, will resist any radical departure from the attitudes and practices they acquired in  initial training and, more particularly, during probation: nobody wants their own established expertise threatened. Parents, on the other hand, however much they have suffered at school, or even if they left it with a sense of failure, usually attribute the shortcomings to themselves rather than to the system, and thus find it difficult to envisage school in any form other than the one that they themselves experienced.

    (John Watts1)



The last chapter attempted to paint a recognizable picture of teachers' current predicament and how they are feeling. We watched a new entrant to the profession looking around at her colleagues for clues as to how to resolve tensions, whilst doing as little damage to her integrity (and her career prospects) as possible. What we offered her was a range of `types' to choose from, ranging from the idealistic and dynamic to the cynical and incompetent. But these caricatures do not tell much about what is going on with real, complex individuals behind the scenes. Now I want to look at teachers' lives from a particular point of view: that what our hypothetical observer is actually witnessing is people coping, in a great variety of ways, with stress. This chapter is about the way in which the exisiting predicament of teachers leads them to become stressed, and it is also about whether stress is inevitable in such circumstances.

The concern with stress reduction is valid in its own right, but it is also a vital prerequisite for successful engagement with educational innovation. Teachers need to be able to understand and manage their own stress, to be able to deal with it effectively and intelligently, before they are going to be able even to think about what changes they would like to make, and to form realistic appraisals of what is possible. Preoccupied with clinging to the remnants of their well-being, there is no time or energy left over for anything grander. How could there be? From a fatalistic point of view, the resigned response, to the expression of any educational idealism, of `Well, back to reality' is the only sensible, rational reaction there is. It is only from the vantage point of a better framework that previously unforeseen opportunities open up, and the previously unacknowledged costs of resignation and entrenchment become visible. I wish now to set out such a framework.



WHAT IS STRESS?

People use the word `stress' to refer to both the external pressures and demands they are subject to, and the effects that such stressful circumstances have on their performance, feeling and health. The word typically conflates the causes of stress with the phenomenon of stress. I want first to focus in the latter meaning, and to describe in some detail what teachers are talking about when they say they are stressed, or suffering from stress. I have collected this catalogue from the dozens of workshops and courses I have run for teachers on the subject of stress. So it (the catalogue) does not represent an objective description of a psycho-medical condition; it shows what teachers say when you ask what stress means to them.

First, stress affects people physically. For every aspect of functioning you can name, there is some kind of aberration or alteration that some people will see as stress-related. Stress affects the circulatory system: heart rate increases, people are aware of their heart pounding; blood pressure increases (some people claim it decreases); they suffer from nose bleeds; they may even have heart attacks, strokes or other serious circulatory problems. Breathing can be effected: people suffer from shortness of breath or panic attacks in which they are unable to catch their breath at all; stress may bring on asthma attacks if people are prone to them. Digestion can be upset: some people have bouts of diarrhoea or need to urinate a lot; others get constipated; people feel sick and sometimes are; more serious conditions like ulcers can develop. Things happen to the skin: people sweat and go clammy; they may feel flushed or alternatively may loose their colour; spots, boils, rashes and other irritations can develop; and again more serious conditions like eczema or psoriasis can break out. People blame stress for changes to their hair: greying or balding are sometimes considered to be `premature'. Stress affects posture: often people look slumped, their shoulders sag and they hunch their back; alternatively they hold themselves very rigid so that the muscles of the shoulders and neck especially are set; their face takes on a fixed expression with perhaps staring eyes or clenched jaw; muscular tics and involuntary twitches can arise; for some people cramp is stress-related.

Sleep is commonly disturbed in one way or another: some people nod off as soon as they get home and sit down; they wake up at midnight with the TV still on--and then can't get back to sleep again until 3am; some people find it impossible to wake up in the morning and getting out of bed is a real struggle; others are awake at half-past four in the morning with their brains buzzing and churning; some people find themselves getting very sleepy when difficult or anxiety-making things happen. Strange things happen to eating: people loose their appetites and pick at their food; or they stuff themselves; cravings for sweets or junk food appear; and again these can develop into clinical obesity, anorexia or bulimia. Consumption of drinks and drugs go up: alcohol consumption can increase--maybe to a second scotch before dinner, maybe to two Special Brews to get through the afternoon and a bottle of wine every evening; smoking can increase, as can the consumption of tea and coffee--even though these are physical stimulants (and can therefore mimic anxiety) rather than relaxants. People may start using pills of various sorts: aspirin for the recurrent headaches, tranquillizers, anti-depressants and sleeping pills; and then there are the `non-prescription' drugs such as marijuana, cocaine and even heroin.

Sex is a sensitive barometer of stress for many people: they loose interest, their bodies stop responding in the ways they are supposed to, or they find themselves feeling unusually (and perhaps embarrassingly) sexual. Women's periods are often affected: they may become very heavy, lose their regularity, or even disappear for a while. People's energy level vary: they may feel persistently wiped out. Even if there are little windows of time between jobs,teachers often feel that they simply don't have the energy to take advantage of them. By half-term many teachers feel exhausted, and the last thing they feel able to do in their `free time' is to undertake anything that smacks of yet more effort, uncertainty or challenge. When you spend the days feeling stretched to the limit and end them emotionally drained, it is small wonder that you want to spend the evening                         the television and half-term skiing instead if preparing lesson. It is as much as you can do to read the job advertisements in the Times Educational Supplement, let alone the leader. Or people can feel hyped up, restless and agitated; or in a kind of listless, uninterested state that feels dead and dispirited. Certain kinds of illness and illness-proneness are experienced: people are more likely to catch a cold or flu, for example, and be less able to shake it off; they feel generally run down and may suffer from mysterious but more debilitating viruses, such as ME or glandular fever, that are difficult to diagnose and take a long time to clear up. Finally, in the physical list there are various kinds of aches and pains: headaches, migraines, neck and shoulder pains, back aches, perhaps the recurrence of old injuries.

Then there are behavioural and social aspects of `The Stress Syndrome'. There may be an element of self-neglect: normal standards of personal hygiene are lowered--showers are taken less frequently, clothes unwashed, things not tidied up, meals thrown together. Physical co-ordination can suffer: plates are dropped, and more serious accidents can happen, or nearly happen, as one steps off the kerb or pulls out without looking. Procrastination sets in: jobs that ought to be done are left to pile up; weak excuses made to avoid doing anything difficult. People are avoided if they are likely to be at all stressful; phone-calls go unreturned; even social events that would normally be pleasurable and fun may feel like yet more demands on a person's time. Habits and patterns of work can become more disorganised: people may be unable to focus on one task because all the other things to be done keep crowding in; at the end of a very busy day little seems to have been accomplished. Perhaps also under this heading might come an increase in complaining: people find themselves becoming self-centred and self-justifying in conversations and perhaps feeling that they are becoming boring (and often are).

Next there are the mental effects. Below the surface there lies, for many teachers, a nagging sense of doubt and confusion about what they are doing, and what they ought to be doing and what they are doing for it. As one teacher put it to me, `on a bad day I have the feeling that I am struggling hard to do something that may not be worth doing at all'. Their position, one might conjecture, is characterized by what in psychiatric circles would be called a `double-bind', woven out of these underlying beliefs:

  What I'm doing isn't good enough.

  I don't know (at all clearly) what else to do.

  I don't feel able to do anything significantly different.

  There doesn't seem to much support for trying or even thinking  about it.

Trapped within such propositions there is no satisfying solution to be found, nor even avenues to be explored. Yet at the same time thinking can become obsessional and repetitive for some people. Some teachers have responded to the confusion by simplifying, and there-fore being able to live with, the conflicts and demands of the teacher's predicament. Single-minded devotion to one's own advancement, or to better pay, or to just one cause, strengthens one legitimate ingredient of the complex personal equation--but sometimes to the point where it eclipses and preempts the others. Confusion is certainly reduced. But if the tentative claims for attention of deep, albeit hazy, personal beliefs are consistently ignored, clarity has been bought at a high price: damage to integrity and the loss of real satisfaction. The discomfort of uncertainty and change is high, so the drive to avoid or resolve it is high too. But any solution that involves disconnecting activity from true values may in the long term take an even greater toll. It is with this fact, semi-consciously, that the new teacher in particular struggles.

Reasoning powers can deteriorate: people may begin to think irrationally (and do so even though they know they are doing so); they may begin to get paranoid, feeling that others are slyly poking fun at them, excluding them from discussions, or being condescending or patronizing. They jump to unwarranted conclusions without realizing they have done so, so that `crossed-wires' and other misunderstandings arise. A sense of balance is lost: one can't tell what is important or what really matters. For many people a prime symptom of stress is loss of their sense of humour: playfulness is replaced by earnestness or snappiness; casual jokes that one would normally return in good spirit are felt to be wounding and hurtful. People say they become imperceptive; they spend hours looking for the car keys that were on the table in front of them all the time; they become preoccupied and inattentive to what other people are saying to them (`But I told you the Smiths were coming over yesterday. Three times...'). And memory seems to deteriorate: people forget promises and appointments and become absent-minded.

And finally there are the emotional aspects of stress. As we have noted already, anger and all its varying intensities and hues are a common part of the stress syndrome. One of my friends on an off-day defined school as `the place where everybody is always cross!'. While `everybody' and `always' are exaggerations. there is some truth in this. When you are being spat on for doing your best in difficult circumstances, it is hard not to become spiky and defensive. When your own resources are low, you've forgotten to set homework and you are getting a cold, it requires the forbearance of a saint to keep making allowances for other people's fallibility and forgetfulness. When people are feeling wound up, there are different things that can unleash the barbed remark: another small demand for their attention, a lost key, not being taken seriously enough by the person to whom they are cataloguing the disasters of the day, or TOO MUCH NOISE. Noise is a potent trigger and its constant presence is for many teachers very wearing. Through parental rows, war movies, barking dogs and football crowds, noise comes to be an automatic, unconscious signal of loss of control and of aggression, and there are teachers whose daily lives are an eternal battle to contain the unease that noise calls forth in them. Teachers report themselves becoming punitive and stroppy with pupils, colleagues and their own families. The fact that they can see how counterproductive it is not only doesn't stop them, it makes matters worse. They feel bad about themselves for being so irritable, and bad about themselves for not being able to control it. People may become violent in thought if not in deed.

But not all the feelings of stress are so public, On the contrary, anger is often the external tip of a self-destructive internal iceberg. People become vulnerable: they feel very thin-skinned; over-sensitive and self-pitying; moody and unpredictable, with a cheerfulness that is transparent and brittle; they may become tearful, perhaps breaking down over an item of television news or for no apparent reason at all. Partly as a result of the potent and embarrassing mixture of irritability and vulnerability, people commonly experience feelings of withdrawal: they may feel lonely, hopeless and depressed. Allied to this comes guilt: guilt about being such a wimp; guilt about being so secretive; guilt about having been such a bitch or a bastard; guilt about all the things not done; guilt about mistakes and errors of judgement; guilt, in other words, about Not Being Good Enough.

To complete this bitter emotional brew there is anxiety: that feeling of dread or agitation on waking up in the mornings; stammering and blushing; fear of making another fool of yourself, or of your last mistake being uncovered. In conditions of uncertainty and overload anxiety is inevitable, though it may, with some effort, be transmuted into something else, or denied. The `something else' is often more irritation and anger, as when a driver who has almost had an accident transforms his fear into a prolonged tirade against the other driver. Teachers may be apprehensive about any number of things. The fear of losing control of a class lurks just below the surface even for teachers with `good discipline', and for many this puts the brakes on changes to their own way of teaching that they might otherwise like to try. And allied to this are concerns about `not getting the results' and about one's reputation with colleagues in general, and especially with the senior staff whose opinion can make or break a career.

This is what teachers call `stress'. Of course this is a cumulative list and no one teacher (I hope) can put a mental tick against all of these elements. Nevertheless, if you think this catalogue paints an unnecessarily bleak picture of how teachers are feeling, then I can tell you with some confidence that you have been deceived by the cover-up. The moment teachers feel safe enough to tell the truth (which is often anywhere but in their own staffrooms), they rush to unburden themselves of feelings and symptoms such as those which I have described, and are surprised and relieved that other people are feeling the same way. The feelings are no less for inspectors and headteachers than they are for students and teachers in their first appointment.

Before we go on to explore in some detail how the Stress Syndrome comes about I want to make a couple of general points. Many of the aspects of stress, especially the physical ones, are examples of psychosomatic disorders. Some years ago the word `psychosomatic' was often prefaced by the word `merely' and was used to suggest that an illness was in some way unreal or made up. People who had psychosomatic complaints were probably  malingering (if male), and hysterical (if female) and the appropriate treatment was a stiff talking-to, designed to exhort or scare them into `stopping all this nonsense' and `pulling themselves together'. It should go without saying these days that to be suffering from something psychosomatic is not to be guilty of lack of moral fibre, but to be exhibiting a condition the cause of which is, at least in part, psychological. As it is now hard to think of any disorder, physical or mental, that does not have some element of the psychological in it origin, we can, I hope, reject the pejorative meaning.

The second point to note is that there is a positive sense of the word `stress', which refers to a certain level of challenge which is bracing, energizing and focusing. This is how most teachers imagined the job would be: demanding, tiring and requiring a lot of commitment and resourcefulness. But that is mostly not what they mean when they use the word stress. To them stress occurs when that point has been well passes, and tiredness becomes exhaustion, commitment becomes a slog, resourcefulness becomes desperation and challenge becomes threat. When they complain about `stress' they are not saying they want to spend the rest of their lives lazing about in the sun being brought rum bamboozles on a silver tray (though the idea has its appeal). They are saying they want to get back to the point where their hard work brought frequent, real, deep satisfaction. Many other jobs involve `hard stress' of this latter kind--foreign exchange dealers and nurses work intensely for long hours. But they know what the game is, and they know when they have done a good job: the rewards are tangible and clear. Teachers' stress is different: it is `fuzzy stress',  where the rules and the returns are shadowy and ambiguous, and where debilitation is not regularly punctuated with bursts of exhilaration and satisfaction.



HOW DOES STRESS COME ABOUT?

The fact that the word `stress' is commonly used to refer both to the situation in which teachers are working and the way they are feeling and reacting suggests that many of them subscribe to the `Hay Fever Theory' as an explanation for how stress comes about. The Hay Fever Theory sees stress as an objective feature of situations. They can be more or less stress-ful. If you are unlucky enough to find yourself working in a heavily stress-laden environment (which schools are) then, inevitably, you will `catch it' and `come down with it'. If we were all hay fever prone, then whenever we happened to be in a place where the pollen count was high, our eyes would start streaming and our noses running. There would be no choice in the matter. Likewise, according to this theory, as we are all stress-prone, we are bound to get stressed when we find ourselves working somewhere where there is a high stress-count. We therefore have only three options open to us when we are stressed: move, ameliorate or suffer. Leave teaching, have a good moan and another drink, or shut up and get on with it. (`If you can't stand the heat, get out of the kitchen' versus `When the going gets tough the tough get going'.) These are in fact the only opinions that many teachers feel are open to them.

The fact that the position is more complicated, however, should be obvious if we remind ourselves of the point I made at the beginning of Chapter 2: how variable teachers are. This variability applies in the arena of stress as much as anywhere else. Most people vary enormously in the reserves  that they have available, so that the things that floor them at the end of term may be the same small irritations that they sailed through at the beginning. And people are sometimes aware that the kind of stress they feel is different depending in what the stressful circumstances are. I have discovered for example that the acute stress of being interviewed makes me sweat a lot, an afternoon of difficult telephone calls leaves me with lower back pain, while the run-down-at-the-end-of-a-long-hard-term kind of stress makes me irritable and forgetful.

We may show the same kind if symptom but with different degrees of severity or persistence. You can imagine, for most types of stress reaction, a scale running from mild/ everyday/ once-in-a-while/ not-much-to-bother-about through to severe/ debilitating/ chronic/ better-do-something-quick. Occasional raised blood pressure is normal: long-term high blood pressure is a killer. A drink or two extra on a Friday night may be OK; a glass of Vodka before you face the school in the morning is more worrying.

There are big differences between individuals as well, not only in the amount of pressure they can handle before something begins to crack, but in the way they become stressed and the kinds of things that stress them. Some people get back pain, some get irritable, some withdraw, some become frantic and panicky, some assume a calm, out-of-touch-with-reality veneer, some spend all their time worrying about what's wrong... Everyone has their own variable limits and their own characteristic `stress portfolio'.

All this variability both within and between people suggests that the story of how the Stress Syndrome comes about cannot be as simple as the Hay Fever Theory would have us believe. Specifically it suggests that something about how we respond, react to or construe the stressful situation has a lot to do with how stressed we feel, and how we feel stressed. It is this `something' that we need to investigate, because the more we can understand what turns stress on, the more we may be able to devise new and effective ways of turning it off.



HOW DOES STRESS REALLY COME ABOUT?

It will help to see what the  personal ingredients are, and at what point in the arising of stress they are added in, if we take the story `from the top', and look at it as we might the development of a complicated chemical reaction. First we need to start with the `givens' of the situation--the objective features of the predicament which we reviewed in the first part of the last chapter. We might say roughly that there are two sorts of givens which we could call duties and wishes. By duties I mean the responsibilities of which teachers' work is composed. It is these duties that are approximately laid down in their conditions of service: to work for so many hours, to teach those classes, to attend these meetings, to undertake these extras. In addition there are the more general, personal responsibilities to pupils and to colleagues, and the implicit expectations that they will keep up with their subject and methods of teaching it.

By wishes I am referring to the internal directions and aspirations that people have for their professional lives and development, their preferences, their ambitions,  their chosen career paths, their enthusiasms and above all their values. If duties are what you must or should do, wishes are what you want to do. Duties are specific to each profession or kind of work, whereas wishes are in general a reflection in the working context of the kinds of personal values that people hold. One of the things that distinguish teaching as a profession is the extent to which  people's implicit personal philosophies are constantly and necessarily relevant to their professional impact. In most jobs,  even, to an extent, in medicine and law, one's professional performance can be divorced from one's values. But in teaching, where the qualities of relationship and self-presentation are vital determinants of how and how well people do their jobs, one's entire professional life is illuminated and coloured by what one, wittingly or unwittingly, believes or values. Furthermore, at a time of indeterminancy and change like the present, where there is frequently no strong institutional ideology to subscribe to, individual values matter all the more. There is no escape for teachers from showing their values. Even the mouse and the cynic are constantly making an exhibition of themselves.

Next into the `reaction' must go limitations, of which there are several kinds. There are limitations of personal resources. Every teacher at whatever level of the hierarchy has a certain reservoir of skill, experience, aptitude and common sense, sufficient to enable some jobs to be accomplished swiftly, easily, and confidently, but not others. It is not of course an attack to refer to someone's limitations, nor is the acknowledgment of limitations to oneself a cause for shame. New teachers have limitations on their ability to keep classes orderly and interested. New headteachers have limitations on their ability to manipulate the administration in County Hall, or to conduct a delicate personal conversation with a depressed and withdrawn head of department. In any non-routine form of work, professional responsibilities and personal goals will be continually pushing people up against their limitations of personal resource.

Equally importantly there are very real, sometimes crippling limitations of external resources,  from not enough books and pencils to go round, through a drying up of goodwill between colleagues, to a general reduction in financial and material support for schools as a whole. Limitations are imposed by the fact that   you have to wait two months for the educational phsychologist, you have to close the biology lab when it rains because it leaks and they haven't sent anyone to repair it yet, you have to apply for short in-service course rather than the full-time MA that you really wanted to do because there aren't any secondments any more. Not to mention the classes of thirty or more, and all the other sources of frustration that prevent you form delivering the service you should, and doing the job as you would like.

Many of the limitations appear not as abrupt cut-off points, distinguishing what we can from what we can't, but as limitations of rate. Things people have not yet mastered they may nevertheless be able to accomplish given sufficient time, material and support.  You may need to ask for advice, or even have one or two dummy runs, but given time you can get there in the end. The trouble is, as we saw in Chapter 2, that time is the one resource par excellence that teachers feel short of. Duties are changing and accumulating at a faster rate than they can be successfully discharged. The extra time and support that are necessary (a) to perform jobs that are pressing at the limits of personal and material resources, and (b) to invest in learning how to do them better, or to assemble additional resources, so that the time taken to perform them is reduced, are not available. Opportunities to take seriously such issues as girls and science or the merits of negotiated assessment, or to acquire skills in the areas of active tutorial work or special educational needs are few and far between, and often have to be carved out of evenings and weekends.

In addition to rate and resource limitations there are contradictions and conflicts within the set of jobs and goals that form a teacher's working agenda. Teachers who listen to all the conflicting noises that are made about education by the pundits will inevitably feel (quite apart from their own ideals) that there is no pleasing all of the people all of the time. `More care and concern, especially for disadvantaged pupils' runs headlong into `Teachers are not social workers: school is for learning, not for trying to rectify social injustice'. Thinking they were doing the right thing, some schools set out to understand and respond to the particular problems faced by children of West Indian origin--only to discover that their parents, dissatisfied with `low expectations' and `lack of discipline', were setting up their own alternative, strict, traditional schools that their children were being sent to in Saturdays Or schools get very excited by computer-assisted learning, ordering equipment and retraining teachers--only to find that the pupils, so full of enthusiasm three years ago, have totally lost interest, while the `experts' are once again suggesting that it wasn't such a good idea after all. Any teacher could write their own long list of countermanding pieces of advice that have come their way.

These factors are conflicts and contradictions within the set of duties. As intense are those between duties and wishes, and even within the set of self-selected, personally appropriated goals and ideals. Not all the good ideas that curriculum developers and academics come up with are daft or unrealistic. Some of them align quite well with the teachers' own hopes and principles. `By all means', they may say. `Just take these other duties off my shoulders and give me a day a week for the next year to attend a decent training course so that I can master it, and I'm yours.' What they often get instead is a pat on the back, a stack of reading matter, an order form and a two-day pep talk. It is hard to know which is more frustrating: having to do what you don't want, don't agree with and haven't been consulted about; or not being able, through lack of time, energy and support, actually to do what you do want. Teachers are very familiar with both, and I do not intend to go any further into a detailed discussion of difference in educational opinions. It would not be difficult for any reader to jot down, at this point, lists of their own frustrated wishes and unwanted duties, and it might indeed be useful to do so, so that you can keep the argument grounded in the realities of your own life. But because I do not want to get led off into a critical discussion of the issues, I want to keep this part of the book as clear as possible of content, and keep focusing on process, Suffice it to say here that teachers today feel themselves to be pulled, both by external forces and by their own internal beliefs, in several incompatible directions. Many of these boil down to the simultaneous call to go back to doing it the way it was, to keep on doing it the way it is, and to move forward to doing it differently. 

When the requirements of duties and wishes exceed the limitations that people are working within, we may say that they come to constitute demands. The greater the disparity between what teachers want to do, what they are being asked to do, and what they can do, the greater the demands, and the more demanding the situation. Resources are being mobilized to the best of their ability, and that is not enough. We might say:

      (DUTIES AND WISHES) + LIMITATIONS  lead to DEMANDS

In a demanding situation, as thus defined, people inevitably begin to experience overload and to feel under pressure. By overload I mean that their performance of the job begins to break down as their current level of competence is pushed to the limit and beyond. We described overload in Chapter 2. It is part of teachers' daily experience. They begin to make mistakes and errors of judgement. They have to fly increasingly by the seat of their pants, knowing that their trouser-material is sometimes not going to be strong enough to hold them up. They find a backlog of work building up, in which important but less urgent planning and discussing never get to the top of the pile, being submerged by the constant stream of things that have to be dealt with immedi-ately. They find themselves indulging in crisis management and employing stopgap solutions and holding operations. They have increasingly uncomfortable decisions to make, sometimes consciously but frequently be default, about priorities. And, working beyond the limits of confidence and competence, responses to situations have to be produced that are experimental, and the effect of which is uncertain.

Overload describes the inevitable objective consequences of demand. Pressure refers to the subjective corollaries that we have met before: rush, confusion, uncertainty and anxiety. This is the way overload feels. Notice that, although I have just summarized some of the teacher's predicament that I described in Chapter 2, we have arrived at the summary by a different route: not by reporting what people say, but by looking at the inevitable consequences of working in a demanding situation. When demand and conflict are running high, therefore, the phenomena of overload and pressure are not optional. Given the conditions in which most teachers are working, and given that they are human beings--that is, they have limitations on what they can do, and how well and how fast they can do it--they could not be feeling otherwise than      rushed and confused, nor active otherwise than fallibly. Up to the point of overload and pressure, you might say that the inexorable logic of the Hay Fever Theory does hold.

               DEMAND  leads to OVERLOAD AND PRESSURE

There is an additional complication to this picture which is the increasing effect of demand over time. So far I have described the situation in `steady state' as if constant demand produced constant overload and pressure. But research into the biology of stress2 suggests that there are three phases. If a new demand is short-lived, it may be possible to find a way of meeting it without any overall loss of performance. You can find some extra energy or resources from somewhere. You can stay up late for a few nights to finish that urgent report without getting irritable or asking too much of the people you live with. But if the demand remains intense and protracted, or if new demands keep arriving, then the reserves begin to get drained and overload and pressure start to increase. If continued, you may enter the third phase in which you are having to draw on resources that are actually necessary to support the level of competence that you normally can display. So not only are your jobs consistently exceeding your limitations, but the limitations themselves are getting greater. When time and energy are spread too thinly, even those things that you could do with ease when you were `on good form' become troublesome. Thus if you are in a state of continuous high demand, there may be an inevitable tendency for the situation to deteriorate, and for overload and pressure to build still further.

But notice that stress, as described at the beginning of this chapter, has not yet appeared in the equation. The mysterious ingredient X has not yet been added. It is possible to imagine a teacher--and there are a few rare ones--who reacts to this predicament with complete equanimity. `OK', they say, `I'm not doing a good enough job at the moment. I forgot the departmental meeting and I bawled out the wrong kid yesterday, there's a stack of mail that I haven't even opened in my pigeon-hole, my marking is getting pretty cursory, and I have decided regretfully that I don't have the energy to organize the third-year science field trip this year, nor the time to prepare properly for my A-level group. But', (said completely non-defensively)`there's only so many hours in the day and some of them I need to listen to music and to be with my family. If you find me more time, or get and extra teacher in the department, I'd love to be doing better. As it is I just can't. And, yes, thank you, I'm sleeping fine.

To take a different example you might imagine an adviser who has left herself just enough time to get to school for a meeting, bombing down the motorway and getting a puncture. She pulls over on to the hard shoulder, gets out, opens the boot, gets out the spare tyre and the jack, jacks up the car, takes off the old wheel, puts on the new one, lets the jack down, puts it and the wheel  back in the boot, closes it, gets back into the car and drives on knowing that she will be fifteen minutes late. Most of us, however, would stir into the incident rather more than this. We get out of the car, stomp around to the wheel, look at it, kick it, swear, look at our watch, feel guilty about not having left enough time to cope with the unexpected, open the boot, bang our head on it, swear again, wonder whether it wouldn't be better to walk to the phone, decide to change the wheel ourselves, lost one of the nuts and eventually arrive at the meeting half an hour late in a filthy temper, and take up the next five minutes explaining that it must have been a sharp chipping off one of those construction lorries and they overload them to save money and they ought to do something about it...

Now I want to suggest that what makes a difference--what transmutes overload and pressure into full-blown stress--are what I shall call injunctions. Injunctions are Ingredient X. They are beliefs, buried in people's personal philosophies, about personal worth. They specify what makes a good person and a good teacher. Despite the fact that these injunctions are buried, and people are often not able to articulate them spontaneously, we are nevertheless very sensitive to occasions on which the injunctions are breached. The injunctions set the standards that we ought to live up to, and their effect is to make people's self-esteem contingent on living up to them. They say, in effect, `If thou wishest to feel good about thyself, thou shalt be X and Y and Z. And conversely when thou findest thyself being not-X or not-Y or not-Z, thou shalt pay for thy transgression with a loss of self-esteem.' When people fall short of their standards, and are thereby in breach of their injunctions, somewhere inside they start to feel badly about themselves, and begin to doubt their worth and acceptability. They get rattled.

(OVERLOAD AND PRESSURE)  +  INJUNCTIONS   leads to  BAD FEELING

This crude summary of a wealth of understanding is commonplace in the worlds of counselling and psychotherapy. Many of the people who seek these kinds of help are those who, while living and working (apparently) normal circumstances, find themselves crippled by unusually strong injunctions. Whilst most of us, for example, can cope with having the occasional murderous thought about people we love, or work with, there are other people for whom such thoughts constitute a profound assault on their self-worth, and who must, therefore, either suffer that sense of worthlessness or involve themselves in an intense effort to deny or rationalize the thought. To take a specific and vivid example, it is very common for mothers (and fathers) to feel a violent impulse towards babies who cannot be pacified. For some of these parents the injunction against such feelings is not too strong and they can accept their falls from grace with a certain amount of equanimity. (It is easier to do so if you have friends who can own  up to feeling the same way.) But for others such an impulse provides the clearest evidence of their unsuitability for parent-hood and their inadequacy as a person. Paradoxically it is the pressure created by the enormous guilt, and by the doomed attempt to deal with it, that builds tension to the point where it is more likely to explode into real physical abuse.

What is less well documented, however, is the effect that injunctions have on people who are normally functioning well, when they find themselves in situations that re abnormally intense or challenging--like teachers in school. If someone's performance is not up to the standards set by the injunctions, no allowances are made, even if they are doing their best to cope with severe or even impossible demands. Injunctions do not listen to excuses, no matter how reasonable. They insist that the forfeit of self-esteem must be paid. Unless one is aware of the injunctions and the effect they are having, the penalty is automatically exacted, like a direct debit, and self-worth is threatened. The phenomena of overload and pressure constitute, for many teachers, just such a breach of some basic injunctions so that the situation of working under heavy demands itself leads, via the activation of these injunctions, to an assault on self-esteem.

The nature of these pernicious and self-punitive injunctions is probably already obvious. For X,Y and Z in the basis formula we can substitute competent, clear, confident, comfortable, in control, consistent and coherent.

A worthwhile person is always competent: he never makes mistakes, slips of the tongue, errors of judgement or loses his thread half-way through a lesson or a meeting. If he does, that means he is not good enough, and ought to feel badly.

A worthwhile person is always clear: she never loses her grasp on what is going on, gets confused, or is at a loss for an explanation, or at the very least a coherent understanding of what is going on. If she does, that means she is not good enough or bright enough, and ought to feel guilty. 

A worthwhile person is always confident: he does not feel uncertain about the effects of his actions or doubt his ability to do the right thing. If he does, that means he is not good enough or strong enough, and ought to feel inadequate.

A worthwhile person always feels comfortable: she never gets agitated, apprehensive, shy, embarrassed, tongue-tied, scared or anxious. If she does, it means she is weak and feeble, and ought to feel ashamed.

A worthwhile person is always in control, not only of his classes but of events and feelings. He should not get too emotional, moody, tearful or truculent, especially if he can't explain why to his own and other people's satisfaction, and if he does he should feel concerned.

A worthwhile person is always consistent: she acts with her normal personality and does not surprise herself or other people by behaving oddly or `out of character'. Every one has a right to expect her to be predictable (however trying things are) and she ought to be worried and apologetic if she behaves strangely.

Finally, a worthwhile person is always coherent, in the sense of being all of a piece. He never appears wildly different in different contexts--regardless of what those contexts are. So if he finds himself behaving very differently in school to how he behaves at home, one of them has to be `real' and the other 'phoney'. People should feel as if there is something wrong with this and be upset about what is happening to them.

The net effect of these injunctions (as well as others we shall meet later) is one to ensure that the natural inability of human beings to respond `perfectly' to all situations, however demanding or paradoxical, is construed by those human beings as clear evidence of personal inadequacy: they lack the ability, resilience or ready-made savoir-faire that they ought somehow to have, in limitless supply, if they are able to look themselves in the eye in the bathroom mirror each morning.

Injunctions make the effects of demand personal. What started out as an objective assessment like `That lesson didn't go as well as I had expected' gets recast as `I made a mistake' which leads to `I'm a poor teacher' and even `I'm a failure (as a person)'. At each stage the judgement becomes more general, more negative and more personal. After a series of experiences that are construed in those terms, the cumulative effect may be an assault on the core of a person's self-image and self-respect that is lasting and pervasive. Identity itself is damaged and the negative effects of stress in school begin to leak out and contaminate people's confidence and competence in other, perhaps all, aspects of their lives.

When the injunctions are triggered, and their verdicts are accepted without appeal, another crucial demand is added to the already overlong list. It is the demand to feel better, for one of the most basic injunctions of all is the one that tells is, tautologically, that worthwhile people do not feel worthless. The dis-ease that people feel when things begin to go wrong, and their ability to stay calm and competent frays at the edges, is itself a feeling that OK people do not have, and it becomes yet another cause for concern and an occasion for self-doubt. Thus do the injunctions feed into and exacerbate each other's effects.

BAD FEELING leads to  THREAT

So how are people to satisfy the demand to feel better, especially if they are unable or unwilling to `get out of the kitchen'?  While the jobs and goals continue to exceed people's limitations, overload and pressure will persist. In the heat of the moment it does not usually look as if there is anything to be done about the heat. And while the injunctions are subject to unwitting acceptance, it is impossible to call them into question.  Because they are hidden, it looks to people as they try to analyse why they are getting upset and uptight, as if the cause for the bad feeling  is the overload and the pressure. ''It's the job that's making me feel bad'  But, as we have just said, it usually doesn't seem possible to do anything about the job. The situation begins to feel like a trap, reminiscent of the song `There's a Hole in My Bucket'.



Defensiveness

There is one strategy left, and that is to hide. First people have to start hiding from themselves, because that is where the hardest and most persistent voice of criticism is coming from. So what is required is a constriction of awareness which will remove some of the bad feeling and/or make a predicament look less severe or less intractable.

                                 THREAT leads to  DEFENSIVENESS

One common kind of strategy, which we have met already, is to hide the complexity. This involves reconstruing the situation so that it looks more straightforward and easy to handle, thus allowing sides to be taken or a stance adopted which reduces the confusion and allows at least some action to be taken--a villain to be defeated, a wrong to be righted, a battle to be fought. Doubt and ambivalence are transmuted into clarity and certainty, and any attempt to reintroduce complexity into the debate is rejected as `mere nitpicking' or `a deliberate attempt to muddy the issue'. Reflection is pooh-poohed, and understanding is put into a state of suspended animation, so that it has no chance to develop in its complexity, realism or power. Instead the need to do something is channeled into a single stark campaign. This might be something that has a legitimate place in the original complex equation--it might be peace education, anti-racism or teachers' rights--but which is inflated to fill the whole screen. Or it could be something pretty trivial like who smokes where in the staffroom, or colleagues' standards of dress. A strategies go this is not a bad one at all, for at least it leaves the people involved feeling that they have some power, purpose and (usually) some solidarity with others. But it runs the risk of becoming polarizing and divisive. Thoughtful people who are not able to buy the simplistic analysis are written off with the contemptuous slogans like If you aren't part of the solution you are part of the problem'.

The second way of hiding from oneself is to hide the feelings. This is most effectively done using some variant of the `whistle-a-happy-tune' strategy. Here the skilled operator establishes in her own consciousness a network of alarm signals which go off when the train of thought starts chugging along in a dangerous direction. Immediately the points are switched, so that the specific signals for feeling bad are never actually encountered. this may also involve physically not going to places (e.g. the staffroom) or meeting people (your head of department) who might set off the alarm by mistake.  And a collection of routine thoughts and physical distractions are useful for filling up the spaces created by the avoidance. Lots of time spent reading light novels, listening to music, watching the television or talking are helpful, as is the ability (perhaps aided by a drink or a pill) to fall asleep when these more active anodyne activities come to a halt. The ploy of inflating some molehills in order to provide manageable substitutes for the mountains you are busily ignoring also serves as an effective distraction. 

The third common way of hiding from oneself is to hide the responsibility. This has the advantage over the previous two strategies of allowing people to leave relatively undistorted their awareness of the complexity of the situation and of their own fallibility, but at the expense of construing themselves as partially or completely powerless. There are a number of specific methods of achieving this. Rationalization refers to people's effort to construct an explanation for their fallibility which allows them to own it without feeling bad about it. This explanation is then offered to others with the intention of getting them to agree that circumstances conspired to prevent you from performing with the excellence and flair that you would, in the normal course of events, have displayed. It is helpful in this context if one's account of the circumstances can be exaggerated in some way, until it becomes clear that nobody, however marvelous, could have coped any better than you did. The teachers' vocabulary for describing individual pupils, colleagues, classes and lessons, as well as events such as meetings, is full of such inflationary terms: awful, dreadful, terrible, animals, bastard. `I'll die if I have to take 3Y on a Friday afternoon again'. `It was an utter disaster', and so on. `I didn't control them' becomes `They were completely uncontrollable'. (The jargon expression for this ploy is `awfulizing'.)

There is a rather more dangerous kind of exaggerating, described by Eric Berne in his pop psychology book Games People Play3 as the game of `Harassed', which involves making things really dreadful for yourself. If a person has, say, five jobs to do as part of his professional responsibility, and is beginning to feel inadequate because he isn't doing them all perfectly take on ten more. This guarantees total inadequacy, but the pay-off is (a) the knowledge that nobody could cope with all fifteen, and that therefore that failure does not reflect badly on him personally, and (b) some self-righteousness at how hard he is trying to contribute, and resentment at those who are not `pulling their weight'. This strategy is reminiscent of the poster (visible, interestingly enough, in quite a few staffrooms and offices) saying `I'm going to have my nervous breakdown. I've worked for it. I've earned it. I deserve it. Now I'm damn well going to have it'.

The last kind of strategy for denying responsibility is to give it away to someone else. If you can find someone else whose fault it is, then you can give up worrying that it is your own. It is here that the anger begins, in the form of blame, resentment and self-righteousness. `If she had done her job properly, I would never have been in this mess in the first place.' `The head's so out of touch with reality that it's not surprising things are going wrong.' `My tutor hasn't a clue: he hasn't taught since before the war I don't expect.' And again it helps if one can get a group of other people to agree with you.

The recognition of these strategies, the ones which preserve self-respect by denying opportunity or responsibility, is absolutely vital in the process of moving away from hostility and resignation, and towards a more powerful stance as a teacher. For their side effect is to confuse us about what is truly possible. It is a fact that many teachers have precious little elbow room, and that often this confinement is created, or exacerbated, by other people's actions. There are real limits, and some people really are to blame. But in a stressed state, and especially if one is playing helpless, one cannot see clearly what the opportunities and risks actually are, and one therefore cannot act with discernment and intelligence. While anger may stimulate the courage to do something, it may at the same time cloud the perception of what to be courageous about. If one cannot feel accurately what the scope and limits of one's own responsibility are, there  is an increased chance of behaving either fatalistically or recklessly. Clear-sightedness is a prerequisite of effective action. It is important to emphasize this because some people tend to polarize the `personal' and the `political', and to confuse the willingness to explore one's responsibility with the oppressive tactic of `victim-blaming'.

To point out that complaining often functions as a self-defense is not to say that the complaint is invalid. Accusations that have some truth to them make the most watertight defenses of all. But the purpose of making such an accusation is, if it is made defensively, to cement oneself into a position of self-righteous states, and not bring about change. This state is easily distinguished from the rational and purposeful promotion of a particular philosophy, or the rejection of a demand, by its resistance not only to `impositions' which have been `pushing us around' change their tack and say: `OK, what would you like? Tell us and we'll try to provide or support it', they will suddenly find themselves being attacked for `not doing their job' and `abdicating their responsibilities'. They cannot win, for the aim of the stressed work-force is to avoid having to embrace the discomfiting uncertainty by construing itself as victimized and manipulated.

Thus real and objective limitations and risks (of which there are many) may be magnified still further by teachers' projections. Instead of seeking to have what little impact they can, they come to feel completely surrounded by impasses which seal up the potential gaps between the proliferating demands. Compounded by their own unconscious survival strategy, their room for maneuver appears to shrink until it vanishes. In the good old days, when we were respected and trusted (so the train of thought might go), we had the freedom to explore opportunities to contribute to education. As the new tightened, though, and those were taken away, so the only possible freedom became to protect ourselves and to try to consolidate our position. Then, as things got worse, and our professional rights and status were further eroded, it seemed as if the only freedom left was to resist. Given no avenues to think for ourselves, we could at least say `No' to what others were seeking to foist upon us.  And when even this right is removed, and overt opposition becomes too difficult or too risky, we can, as a last resort, lapse into the passive, covert stance of  lethargy and resignation. There ae many teachers who feel that things are bad, and for whom, at some tacit level of decision-making, becoming `like that' has presented itself as the only sensible, or the only possible modus operandi that is left. It may indeed be. The only freedoms of the truly enslaved are subtle subversion and private dissent. But it is no disrespect to enquire into the possibility that some teachers may, through no fault of their own, have reached this position prematurely, and that other, more positive options still remain open.

We have so far said little about the way the Stress Syndrome spills over to teachers' personal relationships of of school. One is an increasing conflict about the use of time. A conscientious teacher may feel inclined to take work home (both mentally and physically), yet also feel--perhaps guiltily--that they wish to prevent work from encroaching on their private life. Jill Jones, for example, said:

     I overwork, I know that, and I try to do too much sometimes. One bit of me says well you've got to, you've got  to do it like that. And the other bit says, `You've got a  life to lead!' But it's important to me: I want to do it  right, even though I'm not sure what doing it right   means! I feel as though if I didn't have that drive I  would have opted out of teaching long ago. It's that   that keeps me going.

A second way in which stress begins to subvert home life is through the displacement of feelings of anger. Although these feelings may originally be focused, whether appropriately or not, on colleagues or superiors within education, the targets may be inaccessible or it may be, or seem to be, too dangerous to tackle them directly. Particularly when the ability to be rational about  specific issues becomes diverted into a petulant or punitive attitude, and one cannot trust oneself to `keep one's cool', yet the feelings demand expression, it may be easier to `blow up' with those who seem less able to hit back effectively. Sometimes this may be unfortunate pupils who happen to be in the wrong place at the wrong time; but often it is the teachers' families who begin to bear the brunt, and whose reserves of tolerance and goodwill may also, after a while, begin to dry up in turn.

In addition to hiding from themselves, teachers also begin to feel the need to hide from each other. For the assaults on self-esteem that arise from unwitting acceptance of the injunctions may be mirrored and compounded by assaults on public esteem, if the community in which people work gives its collective assent to the same injunctions. If everyone (or at least those who can mould opinion and wield sanctions) implicitly agrees that it is weak to get upset, and a sign of incompetence to make mistakes, then openness entails real risks to staffroom status and even to promotion and other career prospects. (The fear looms that the all-important reference might then contain sentences like `However Miss Smith is prone to emotional displays, and to occasional lapses of judgement'--as if there were people who weren't.) Thus the overload and pressure that teachers are experiencing must be concealed. Many teachers know of their own cover-up operations, and fear lest a personal Watergate scandal be revealed. Guilty secrets begin to pile up that may be disclosed to no one else at all, not even friends or family.

Although many teachers are genuinely on good form, at least from time to time, others adopt  a cheerful and casual manner in the staffroom as a front that bears no relation to how they feel as they drive home, exhausted and depressed, at the end of the day. Putting on a brave face for colleagues may also compound the feeling of inauthenticity or emptiness which they are experiencing in the classroom. There are a lot of people who know of a colleague who appeared to be the last person to go under - `Jim always seemed such a jolly, easygoing chap' - until his absence one day was followed up by news of his nervous breakdown, or heart attack, or suicide.

The kinds of conversations that can be held with colleagues may become restricted to those that are safely superficial and impersonal, and the developing staffroom ambiance may bind such social conventions ever more tightly. It may become increasingly necessary to avoid contact with certain people as much as possible. These threatening contacts are of two kinds: the difficult and the sympathetic. People with whom one has had personal or professional differences--a row or a clash of principle--are best avoided (albeit sometimes a real regret) because meeting them might demand emotional resources that aren't there, open old wounds, or challenge one's public certainties that in fact feel all too precarious. While people may even find themselves avoiding others who would be understanding, precisely because their concern may threaten to breach fragile defences and bring on the `crack-up' that feels as if it is only just being fended off, as it is.

The other way of hiding from others is to be absent. Some teachers are continually ill. Some apply for every in-service training course that is going. And senior teachers, especially heads, have the additional option of the flight into bureaucracy, or into the development of a national reputation for something or other, that enable them to spend considerable time away from school at important meeting.

Hiding from self and hiding from others interact in a particularly unfortunate way. The undermining of self-esteem may lead to assumptions about the reactions of others that are unjustified. It is common for us to imagine that others are going to be as critical of us as we are of ourselves. Just as the injunctions may serve to exaggerate the feeling of powerlessness, in the face of a limited (even substantial) loss of power, so they lead people to exaggerate the imagined risks of being honest. Instead of seeking opportunities to come clean, being realistic and perceptive about when and to whom to make an` advance', and taking risks that can be recouped, self-doubt floods the whole question with anxiety, and replaces a balanced point of view with crude prejudices and images of disaster. What people have done once (perhaps in a moment of stress themselves) becomes set in cement, evidence of a chronic inability to be understanding or kind. `I could never talk to Jennifer. Do you remember the time she reduced that poor student to tears in the staffroom?' The fact that there may indeed be real risks attached to opening up and talking from the heart is not in dispute, just as the limitations on teachers' freedom are very real. The point is that when the injunction are triggered, they serve to increase apparent levels of risk or constraint and to damage people's ability to perceive the facts of the matter in an accurate and differentiated way. They lose their nous (and, as they say in some quarters, their `bottle'). The situation comes to seem increasingly hopeless.

In several ways this loss of hopes acts as a self-fulfilling prophecy. If there is nothing one can do, then there is clearly no point in thinking about what one might do--so the effort to formulate what might be desirable becomes merely wasted and frustrating effort. But on the other hand if one has no vision, no sense of what it might be worthwhile to do, then there is equally clearly no point in trying to do anything. `Can't do' reinforces `Don't know' and vice versa. Powerlessness undermines perspicacity. Lack of opportunity breeds indifference to vision.  Routine thinking  throws up no ideas on how to work on or round or against a seemingly impossible situation--which reaffirms powerlessness.



Toxic waste

Hiding in one or other of these ways may `work', in that self-recriminations that the injunctions breed, or rather the awareness of them, is reduced to manageable levels. Many teachers are able to function pretty well and to keep their doubts and feelings under reasonable control. In fact it is hard to imagine anyone working under demanding conditions who does not need to use some such strategies of damage-limitation. The peace of mind that they produce however is won not without some costs. The hiding strategies themselves produce additional effects that are unwanted and unpleasant, and which may add to the net level of discomfort rather than reducing it. Hiding from others may save face, but at the cost of an increased weight of private guilt and doubt. If people cannot speak openly to others about their errors and anxieties it is easy to feel more and more isolated and inadequate.  The disparity between private truth and public convention leaves them feeling that they are the only person having trouble. Spurious comparisons with the overt confidence of colleagues make the inability to cope seem an ever more clear indication of personal inadequacy--which in its turn makes openness about problems appear yet more risky and impossible.

Alternatively people whose predominant coping strategy is to blame, project and rationalize may find themselves drifting towards isolation as well, as other people's patience and tolerance wear thin. Friends may start making excuses: after all who wants to spend the evening with someone who is becoming so surly and boring? In addition it is hard for people who are becoming bitter and negative to see what is happening to themselves without incurring further guilt or self-dislike. So they either have to accept this noxious side-effect of their coping strategy, or to project it outwards with increasingly strident, dogmatic and simplistic vigour.

At some point, if the side-effects cannot be contained, and bad feeling continues to mount, people begin to resort to another mechanism of self-defense. Instead of working psychologically on their own awareness, they may now, involuntarily, try to hold down their discomfort by physical means. By exercising muscular control, certain kinds of feeling can be inhibited. The impulse to cry can be controlled by setting the muscles of the face firmly (adopting literally a stiff upper lip). The impulse to shout can be inhibited by clamping the upper chest so that breathing becomes shallow and energy is dampened. The impulse to hit is curbed by hunching the shoulders. The feeling of fear is restrained by tensing the muscles that surround the stomach and the anus. And so on. One might protest that such primitive devices would not be relevant to the civilized conduct of staffroom and classroom, but it is surprising how thin the veneer of civilization turns out to be. And adults do not need to be on the verge of shouting or crying for these mechanisms to be involved. For many people, particularly those brought up under the sway of the Judeo-Christian religions, physical control of emotional expression is learnt at an early age, and by adulthood can be practised to a high level of subtlety and skill. (Children who are beginners in the art can sometimes be seen `overdoing it' when they go completely rigid, stop breathing, and rapidly turn a variety of interesting colours.)

By becoming `tense', `wound up' and `uptight', a measure of emotional control can be established--but again at the price of creating further toxic waste. To the unwanted social and psychological fall-out produced by the earlier hiding strategies are now added various kinds of physical discomfort: the `psychosomatic' conditions we reviewed at the start of this chapter. Depending on which muscles are involuntarily clenched to suppress which feeling, for how long, and with what force, so people lay themselves open to the range of stress symptoms, from staring eyes to constipation; from tics to migraines; from vomiting to lower back pain; from insomnia to nosebleeds. If the tension is sufficient it will contain some part of the problem, whilst also ensuring that it will balloon out somewhere else. A chronic illness increases isolation. Soldiering on with lower back pain makes it hard not to be preoccupied. Inability to sleep drains resources. Turning to pills and/or alcohol can take its toll in hangovers, reduced awareness and the risk of growing dependency.

In whichever direction the Stress Syndrome develops, if it  does, one can be sure that two effects will occur. The first is the breaching of further injunctions, such as `Worthwhile people don't get so tired, need a drink before school, smoke so much, eat so much, behave so badly to their friends, feel so bottled up, become so forgetful' or whatever. As people adopt wilder and wilder attempts to keep the bad feelings down, so it is ever more likely that these feeling will bounce up and hit them even harder in return. And the second effect is a further reduction in real competence, so that jobs take longer to do, require more resources to do them, and are done increasingly shoddily. Thus limitations grow, the weight of demand goes up, and overload and pressure expand still further: which is where we came in.

 This is the story of the Stress Syndrome. It is the condition in which the attempts to avoid, cover up or evade responsibility for bad feeling--bad feeling generated by the impossible need to live up to inflexible standards--themselves create yet more bad feeling. Coping strategies are unthinkingly deployed which ten at the least to be ineffective, and which often produce unintended, unwanted side-effects that breach the same or other injunctions. If the process persists too intensely and for too long, ever more desperate and damaging controls need to be applied, controls which may involve abuses of the body, of food, drink and drugs, and of other people. All of these controls are, however misguided, attempts to cope and to preserve self-respect that make sense within the person's framework of assumptions and values. From inside that belief system the responses that are made to overload and pressure will seem, in so far as they are considered consciously, to be sensible, vital or even inevitable.
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The plausible myth of learner-centredness:

or the importance of doing ordinary things well

Robert O'Neill
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It is widely accepted by many teacher-trainers and theorists that `student-centred' methods are superior to `teacher-centred' approaches. This article questions this orthodox wisdom, The author uses research by Lily Wong-Filmore which suggests that lessons that can be jargonistically described as `teacher-centred' or `teacher-fronted' are far more effective than `student-centred' ones. The aim of the article, however, is not to attack `student-centredness' and praise `teacher-centredness', but rather to suggest that the distinction between the two is often simplistic and misleading. Most of all, the author is concerned with the problem of accurately describing `good lessons', and with the importance of doing `ordinary things extraordinarily well'.

For every fairly complex problem in the world there is at least one plausible and convincing solution that is totally wrong.

                                                H.L.Mencken



How unusual an example?     A lesson observed

Six Japanese businessmen are having a lesson with an experience English teacher in an evening class in Tokyo. The teacher, a young woman, is highly qualified. She has agreed to allow me to observe the lesson. The Director of Studies (DoS) is also a guest. He and I are introduced to the class and then sit down at the side.

The teacher begins by giving each member of the class a sheet of paper with ten statements about women, such as:

   1  In Japanese society it is better for women to stay at  home than to work.

   2  Women do not get the same educational qualifications  as men because they are not 

       as intelligent as men.



At the top of the page, there are the following instructions:

            Discuss these statements with others in your group.

            Find out if they agree or disagree.

The teacher does not speak while handing these statements out to the group, and after doing so, she sits down silently at a slight distance behind the group. There is a period of complete silence while the six businessmen study the statements and look up words in their Japanese-English dictionaries.



What must we do now?

Afterwards, the teacher gives the class no indication of what to do but just sits there, impassively and silently. Only after one of them actually says - in barely comprehensible English - `Please, what we must do now?', does she point wordlessly to the instructions at the top of the page.

There is another and shorter period of awkward silence, but finally one of the men takes the role of group-leader and asks the man nearest to him on the right

   `Mr. Yamaha. Sentence one. You agree or disagree?

Mr. Yamaha at first does not understand. The self-appointed group-leader points to the first statement about women and says again `Agree or disagree?'

Yamaha-san still has difficulty in interpreting the question, but after a while nods and mutters `Agree".

It takes another ten or fifteen minutes for the group-leader to get the same stereotyped answer `Agree' or `Disagree' from the other members. There are no follow-up questions. There is no discussion. There is only the same knitting and furrowing of the eyebrows, the same repeated interrogation `Agree or disagree', the same one-word affirmation or negation.

Almost half the lesson has now passed and suddenly, in a dramatic gesture (dramatic only because it is such a contrast to her previous behaviour), the teacher gets to her feet. She distributes another sheet of paper to each student, and then strides to the cassette-player at the front of the class, inserts a cassette, hands the machine to another student and sits down again. The student looks helplessly at her. She gestures silently to the `play' button on the machine and to the `stop' button.

A listening phase

The student guesses that he is supposed to play the cassette to the class, which he does. We hear about three minutes of a recorded discussion between two Americans, a man and a woman. They are talking about an incident in the woman's career when she felt she did not gain a promotion because she was a woman, even though she had all the necessary qualifications. The discussion seems to be spontaneous and authentic. The problem, for me at least ( I cannot speak for the six businessmen), is that parts of it are very difficult to understand. One of the speakers, the man, is further away from the microphone than the woman and tends to mumble. The female speaker is reasonably audible most of the time but speaks quickly and at times uses difficult vocabulary and rather long, even rambling sentences. Although, as a native speaker, I can usually  understand her, I wonder if the businessmen do, as well. I suspect from the blank, but polite, expressions on their faces that they do not.

Now the teacher gets up and gives the students another sheet of paper. 

There are questions on it about what the two speakers in the recording have said. Above these questions there are the following instructions:

    Work in groups of two. See if you can answer these  questions. If you cannot because you don't remember or  didn't understand what the speakers said, ask someone in your  group to play that part of the recording again.

Confusion and pair work

This again causes a lot of confusion but finally, after about three minutes of near silence and grunting, the class divides into three pairs. I listen carefully to the pair nearest me.

   S1  This question here. You understand?

   S2  This question?

   S1  (pointing) This...no, that question...

   S2  Oh...yes...what?

   S1  Answer, please.

   S2  Answer?

   S1  Yes, you answer the question. You understand?

   S2  Your answer?

   S1  No, please. You, please. Please.

   S2  I... I understand the question.

   S1  Yes. You can answer?

   S2  Yes, I can answer. I understand.

(The two students sit silently for a minute, looking thoughtful. Then the  first student points to another question.)

   S1  The question here. Your answer?

   S2  Yes. (long pause) I can answer. I think...very difficult to understand.

   S1  Yes, I agree.

After the lesson     A difference of opinion

The lesson comes to an end. The teacher thanks the class. They bow politely and leave. The teacher and I have only a few minutes to talk as it is getting late and she has to leave the school to get home. The DOS and I have more time. After the teacher has left, he asks me what I thought of the lesson. Imprudently, I give him an honest answer.

`It's difficult for me to judge. I could be wrong, but I felt there was hardly any real input. I don't really think the class could have learnt very much.'

The DOS is clearly proud of his well-appointed, spotlessly clean school, and his well-qualified staff. I realize too late that I have offended him, probably very deeply.

`How can you say that? I thought it was an excellent lesson. First of all, the teacher didn't intervene, except when it was strictly necessary. In other words, it was a very learner-centred and communicative lesson in which they took autonomous control of the actual running of the lesson.

`Secondly, there was a lot of peer-talk! The class negotiated the question and answer work with each other.

`Thirdly, there was exposure to authentic English. All right, I'll admit the recording quality could have been better, but I definitely think that despite that it was very useful exposure. After all, even when you aren't listening to a recording, there are often times when one of the speakers is difficult to understand at time. I think that was very useful, indeed!'



Student-centredness or student-neglect?

This incident happened about five years ago. I am not suggesting that all `learner-centred' lessons are as extreme as this, only that it illustrates the problem not just of judging a lesson but even of agreeing with another observer about what actually went on. I have often reflected since on how two observers could disagree so fundamentally about what we saw. The DOS was an intelligent and experienced man. Did he see something I didn't see? Or were we both looking at the same event from a totally different perspective, and with totally different assumptions about what is `good' teaching and what is not?

Whether the lesson was `typical' of at least one kind of `learner-centred' teaching or not, it also illustrates some of the inherent dangers of believing that teacher-talk is always wasteful and should be avoided as much as possible. If it is true that a key part of the process of learning a foreign language is the struggle to use fairly standard forms accurately in order to express something, and if it is also true that students need good models in order to do this (I believe that both propositions are true), then this lesson was a complete failure. The teacher gave no accurate models. She did not even spend time before the lesson ended in discussing the errors the class had made.



The role of intervention

Of course the teacher could have organized the lesson so that they were forced to confront something more challenging than the rather naive and one-dimensional questions that were the only possible source of input in this lesson. But if she had done that, she would have had to spend some time making sure the class understood the language of the additional and more challenging input, and this she was clearly reluctant to do because it would have been `interventionist'. But why, I have wondered, should the teacher's refusal (or failure) to intervene be rated so highly? What are teachers supposed to do, even in the most `learner-centred' classroom, when the `communication' going on in the class can be called `communication' only if we accept the shallowest definition of the word (mouths are moving, words are coming out, even if all the lights inside the students' minds have been turned off). What is the distinction between `student-centredness' and `student-neglect'?

Also, what kind of lesson is it when people pay a lot for instruction from a native-speaker teacher, and then the native-speaker teacher refuses to speak at all? Is not one of the reasons qualified native speakers are supposed to be better teachers than qualified non-native teachers exactly that they have a better control of the language and can provide better, more flexible models of the appropriate language?1



What is `authentic'?

And last of all, although related to the other questions, what do we mean by `authentic'. How authentic is it to be forced to listen to someone without being able to see them and their gestures? Is it not also `authentic' for a native speaker to modify her or his speech slightly so that the pauses between word-groups are a little longer, the choice of words themselves is a little more careful and the style of speech allows and even encourages students to ask questions, to focus on what they don't understand and to interact in other ways with the native speaker? Or does `authentic' only mean `native-speaker to native-speaker'? That non-native speakers learn only or learn best by hearing and reading only the kinds of things that are written or spoken for people who already possess the full code? Is it, in other words, wrong for parents to modify their speech when talking to their children? Is it wrong for teachers of French in the highly publicized experiments with subject teaching to anglophone Canadians at tertiary level to adopt a way of presenting information and a style of language that is simpler, more considered, and more direct than the language they use when teaching the same subject to francophone Canadians?



Some research on `learner-centred' and `teacher-centred' lessons

These doubts not only about non-interventionist, `student-centred' lessons, but also about a number of other currently-held beliefs, were re-aroused recently when I happened to read for the first time a book that was published almost at the same time that the lesson I have just described took place.

In Input in Second Language Acquisition (1985), Lily Wong-Filmore, of the University of California, Berkely, asks `When does teacher-talk work as input?' This is both the title of her contribution to the book and a vehicle for raising other crucial questions. The article was written as the result of two three-year studies of individual differences in second language learning. In the first of the two studies, the author spent most of one of the three years in four kindergarten classes with preponderance of children whose native language was not English. It was then that she became interested in how teacher-talk influences the learning of language. In the second study, she and her colleagues spent another three years `dealing with many more subjects and many more classrooms', and also older children (up to fifth-grade). In both the three-year studies, the focus was always on what the author calls LEP (Limited English Proficiency) students.

As Wong-Filmore notes, hundreds of thousands of non-English speakers enter American schools each year and, for them and their teachers, this is a `formidable challenge'. The dominant assumption, as she points out, even among many second language specialists, is that these children will just `pick up the English they need in a year or two just by being in an environment in which it is spoken', and that `for these students, true language learning takes place not in the classroom but outside of it'.

Research, however, suggests strongly that even though many of these children use English as a dominant language except at home--that is, even though they get a great deal of exposure to English at school, their deficiencies in English are a serious handicap. They are, as it were, stranded between two languages, both of which they use with only limited proficiency. In Wong-Filmore's own words, `this, obviously, does not bode well for their academic development'.



Important questions

The issues that Wong-Filmore and her colleagues confronted in these studies are reflected in a series of questions she asks.

           What is happening in the process of second language learning for these students such that they are not developing a level of proficiency that allows them to function at school? What kind of language skills do these students need, and how are they acquired? What role do teachers play in the process?  To what extent can the language-learning problems of these students be attributed to the kind of programs these students are exposed to?

                                (Wong-Filmore, 1985: 18-19)

It struck me as I read this that many of the issues Wong-Filmore raises are just as relevant to the teaching of adults in private language schools. The type of lesson I saw involving the six businessmen and the silent teacher reflects many of the same assumptions about what should and should not be the role of the teacher that we find in the classes in California.



`Teacher-centred' and `learner-centred' lessons

Wong-Filmore remarks that although lessons can be organized and structured in many different ways, they can `jargonistically speaking' be subsumed under two labels. The first--which is characterized by a high level of explicit teacher-control--can be referred to as teacher-directed or `teacher-centred'. The second--which is open to structure and in which students work in groups `cooperatively without much teacher involvement' and is thus characterized as having very little explicit teacher-control--is `student-centred'.

The lesson I described at the beginning could be dismissed for various reasons as incompetent or unrepresentative. However, the qualities assigned to `student-centred' lessons (low teacher-involvement, lots of group activities, etc.) are precisely those regarded as the most positive and essential characteristics of learner-centredness. And there is one assumption in particular that seems to lie at the heart of the student-centred approach that is challenged in a paragraph in Wong-Filmore's paper which deserves to be quoted in full.

           A common belief held by language-learning specialists is that the best situation for language learning is one that is relatively `open' in structure, and in which students can talk freely with one another even during instructional activities. We assume that in such settings students can get maximum contact with classmates who speak the same language, and through this contact get the practice they need in using it. But this seemed not to be the case for the classes that have been studied here. By and large, the most successful classes for language learning were the ones that made greatest use of teacher-directed activities. In such classes, individual work was assigned mostly as follow-up activities to formal lessons during which  teachers led students through the materials that were being taught and directed them in discussions of that material. Indeed, classes that were open in their structure and those that made heavy use of individual work were among those found to be the least successful for language learning.                                 (ibid.: 24)



Characteristics of lesson that worked well

I think that it would be wrong to infer from what Wong-Filmore says here that of the two styles referred to as `teacher-fronted' (i.e. teacher-centred) and `student-centred', it is always the first that is more likely to be appropriate in all circumstances. Among other things, Wong-Filmore was investigating large classes. So-called `learner-centred' approaches may well be more appropriate in smaller groups (under eight in a class). Or rather, learner-centred approached may be more appropriate for some tasks in both larger and smaller groups. The critical skill teachers need to exercise lies in being able to judge and select which of the two types of approaches is most likely to yield fruitful results with a particular class at a particular time.

Nevertheless, the conclusions that Wong-Filmore draws about the `Structural Characteristics of Lessons That Worked Well for Language Learning' should be of interest to all teachers who are not ideologically committed to one standpoint or the other. They are presented below:

	They were formal lessons with clear boundaries

	* Boundaries marked by changes in location, props

	* Beginnings and ends marked by formulaic cues

	They were regularly scheduled events

	* Scheduled time for activity

	* Scheduled place for activity

	Clear lesson format across groups, from day to day  'scripts'

	* Clear instructions

	Clear and fair turn-allocation procedures for student participation

	* Lots of turns for each student

	* Systematic turn-allocation used at least some of  the time

	* A variety of response types invited or elicited.



Wong-Filmore also lists the `characteristics of teacher-talk that work as input'. These characteristics are not those normally espoused by advocates of authenticity.

	Clear separation of language--no alternation or mixing (between L1 and L2)

	Comprehension emphasized--focus is on communication

	* Use of demonstration, enactment to convey meaning

	* New information presented in context of known  information

	* Heavy message redundancy

	Language used is entirely grammatical--appropriate to activity

	* Simpler structures used, avoidance of complex  structures

	* Repeated use of same sentence patterns or routines

	* Repetitiveness, use of paraphrases for variation

	 Tailoring of elicitation questions to allow for different levels of participation 		from students

	  Richness of language use, going beyond books,  playfulness.

                                              (ibid.: 50)



Whose standpoint?

Elsewhere in her paper, Wong-Filmore expands on some of these points. She makes clear the importance of `scripts' or consistent lesson-formats.

            If a teacher follows even an unimaginative format...day after day, it soon becomes a kind of scenario which is familiar to the students. Once they know what the routine is, they can follow it and play the roles expected of them as participants in the event.

                                                (ibid.: 29)



I do not suppose many of will find `very much that is new' in this. The problem is rather that these old-fashioned virtues are so often ignored or actively discouraged by many of the teacher-trainers who advocate `learner-centredness'. And the reason these characteristics are not in favour is that they all depend on a high and obvious level of teacher-control and even predictability of what the teacher will do or ask the class to do at various times in the lesson.



The value of predictability

Am I, by the way, the only one who has heard the lessons of some teachers criticized because they are `too predictable?' If we take Wong-Filmore seriously, it would seem that a high level of predictability is a positive rather than a negative thing. Of course, it all depends on whose standpoint we are viewing the lesson from; that of the foreign learner of any age struggling to make sense of the foreign language and eager to find clear, predictable features in the structure both of the language and in the format of the lesson, or that of the teacher-trainer observer who may be culturally and ideologically disposed to despite these things.

Even if I were totally convinced of the general superiority of teacher-centred over student-centred approaches, I would have to agree that there are certainly times when it is wise for teachers to abandon some of the traditional virtues of teacher-centred lessons, or at least vary them so that one lesson does not seem stiflingly similar to every other lesson. Yet, even as I write this, I have an uneasy feeling that it may be the teacher who will feel stifled rather than the student. I know one experienced language teacher who recently put himself in the position of his students by taking an intensive course in Spanish. He later commented on how much he had appreciated clear lesson-formats with clear transitions and phases in them. Such formats or `lesson-shapes' were very different from the type he had been experimenting with in his own work as a teacher of English as a foreign language.

There is a danger, however, that Wong-Filmore could be interpreted as advocating dull routines and uninspired teaching. What will be clear to any sensitive reader of the paper is the opposite; she is writing of the importance of doing obvious and ordinary things extremely well, of doing them with obvious professional control and sensitivity. Somehow, the idea of doing ordinary things extraordinarily well is just not thought of as desirable or as an examples of creative behaviour in the typical western intellectual's  mind as we near the end of the twentieth century. Perhaps it has rarely been regarded as an example of excellence in the western world, except among certain types of manual artisans and in a few of the creative performing arts, like ensemble acting and orchestral playing.



A worrying lack of evidence

Apart from the research of Wong-Filmore, there seems to be very little evidence one way or the other concerning the efficacy of the learner-centred approach. We simply do not know if `open' lesson formats in which the teacher takes a low profile are what students prefer or benefit from. Personally, I doubt very much if many students categorize, or even perceive, lessons in this dichotomous way. Their standards of what is a `good' or `bad' lesson seem to focus on completely different things, such as: whether the content itself was interesting; whether they felt they learned anything new; and even whether they liked or disliked the teacher; and so on.

It worries me that so much of the `evidence' that I do have for my doubts, beliefs, and suspicions is anecdotal and personal rather than scientific or empirical. However,  it also worries me that so few of the experts who advocate student-centred lessons have bothered to present any real evidence, scientific, academic, personal, anecdotal, or otherwise, that as vehicles they are superior to what Wong-Filmore calls `teacher-centred' lessons.



A closer look at `teacher-centred' lessons

What worries me most is the implication that teacher-centred lessons, whatever that really means, are conceived in some sort of vacuum that seals them off from their likely effects on the learner. The very term `teacher-centred' somehow implies that the teacher is ignoring the needs of the student, as if `teaching' could somehow be  thought of in isolation from `learning'. What is usually happening in good `teacher-centred' lessons is that teachers are starting from and paying close attention to those factors in a lesson they believe will promote learning and which are most directly under their own control.

These factors include not only content, presentation, and phasing, but also their own body-language, the way they use verbal language, their use of questions and various tasks to arouse and then to sustain interest in a lesson. Their purpose in doing this is closely connected with what they hope or predict will be their likely positive effect upon the learner. What highly respected figures like Pit Corder2 and others seem to mean when they castigate teachers for thinking of teaching rather than learning, however, is a kind of autism--a world of very bad teachers who do not bother to wonder how what they do will affect their students, and who do not even seem aware that there may be a difference between `input' and `intake'.

Of course, even the best teachers cannot really know what works or does not work for students. All they can do is sharpen their intuitions and instincts, and try out various new ideas, but not abandon too quickly the things that seem to have worked well in the past. And particularly in language teaching, they have to be aware of how important their own use of language in the classroom is. The term `use of language' here means not just the choice and appropriateness of structure and vocabulary, but even the way teachers use their voices and bodies to give an extra, affective  dimension to the words they speak.

As a result of the emphasis on student-centred lessons, these skills are ignored or even decried. They are under deep suspicion because some think of them as appropriate to actors rather than teachers. I believe, however, that they are essential skills. Good teachers who have these skills do not behave in class like bad actors. They use such skills modestly and at the right time to promote learning, and not egocentrically to enhance their own image or to monopolize the limelight.

It is too often forgotten that good teaching involves basic physical as well as cognitive skills, or rather--more accurately--skills which require both cognitive elements and physical training to perform or carry them out economically and effectively. Any approach to teacher training and development which ignores the physical aspect of good teaching is deficient.

An example of a crucial and neglected teaching skill

Asking questions

Let me end with one simple aspect of this issue: the way teachers ask questions in class. This involves not only the formulation of those questions, but the fluency with which the teacher asks them and the way teachers use their bodies and eyes while doing so (for example, does the teacher usually `telegraph' the questions in such a way that it is obvious before the teacher finishes asking the question who is to answer it, thus switching off the attention of all the students who realize they won't be called?)

I was once told by a professor at an important teacher-training college in Germany that he had conducted `scientific experiments' which proved that questions asked by teachers in class were completely useless:

            This is not an important skill for teachers because good teachers do not ask questions at all. Good teachers elicit questions from students. It is the students who need the practice, not the teacher!

He argued, for example, that the textbook I was writing, and for which he was being paid as an adviser, should not contain any questions. There should be only tasks which would give `impulses' to pupils to ask questions. He refused to admit that it is one thing to give tasks which require students to ask these questions and something quite different for the same students to be able to recognize what is an appropriate question let alone how to formulate one.



Junky questions

But questions are not something you learn to ask just by asking them. If teachers are reluctant to use teacher-fronted styles of teaching, almost all the questions students hear from fellow students can easily be `junky input', particularly in large classes. The only thing students will `learn' from this junky input is that questions like `What did you yesterday?' or `Please, where your mother and father are born?' are perfectly acceptable. Some experts argue that they are. At least their meaning is clear. Very often, however, even the meaning of the aberrant question-forms students use with each other is not clear at all, unless the students involved in the task all happen to speak the same native-language and so are able to guess what the questioner means or intends.

And even of the meaning of the junky questions is clear, we still have to ask if students would be satisfied with them if they knew they were junky. The sad fact is that, even in the most skillfully organized group activities, the teacher cannot monitor more than a small percentage of what any individual student actually says. Of course, there are ways in which a teacher can use group work, or better, pair work in combination with certain teaching-techniques that result in more exposure to accurate English. These teaching-techniques, however, are almost always high on the end of the `teacher-centred' scale.

So how do students learn what is a sensitively-tuned appropriate question? There is no single answer. But one of the things that helps students to learn how to ask questions is hearing these questions formulated regularly and accurately during the lesson. There is usually one person and one person only in the class who is able to formulate a wide range of questions accuratelyone person whose personal example can help to give students that valuable, essential, and largely informal, insight into how and when to ask the `right question'. That person is the teacher. And even native-speaker teachers do not always perform this `simple' skill very well (many never learn it at all). They have little or not chance of acquiring the skill unless their training emphasizes its importance and unless they get some experience of asking these questions and reflect upon that experience. Teachers who are dominated by rigid notions of what is and what is not `learner-centred' will never have any experience to reflect upon, just as they will be denied or will deny themselves the opportunity to explore some of the factors in teaching which Wong-Filmore found as distinguishing those lessons that promoted real learning.



Summary and conclusions

My aim here has not been to attack all the ideas associated with learner-centred approaches. However, I find the distinction that some experts draw between `teaching' and `learning', or `teacher-centred' approaches and `student-centred' ones, at best shallow and at worst specious and confusing. There is good teaching and there is bad teaching. Good teaching is characterized by a variety of styles to promote learning. Bad teaching can just as easily be of the `student-centred' type, favouring group work and no teacher intervention, as it can be rooted in `chalk and talk' (or `drone and groan') traditions. `Learner-centred' techniques--in their narrow, jargonistic definition--may be a suitable approach in some circumstances, but it should never be assumed that they are automatically superior or even more suitable than the styles of teaching which Wong-Fillmore describes as `teacher-centred'.

She does not claim that her evidence is conclusive: that is, that `teacher-centred' methods are always better. However, she shows that in the classes she investigated, they were, when used skillfully, conspicuously more successful than learner-centred one. At the very least, her evidence ought to have two consequences for teachers and teacher-trainers: they should look again at those characteristics of lessons and teacher-talk which Wong-Fillmore believes distinguished the successful lessons in her research from the unsuccessful ones; and they should hesitate before saying, as some trainers do,3 that `no teacher intervention' is one of the essential criteria of a `communicative activity'. And we, as teachers, ought never to accept unhesitatingly or uncritically the claims made for `learner-centred' methods (or, for that matter, for any other method) by those who promote them most enthusiastically.



Notes

1   I am not, by the way, arguing that native-speaker teachers are always better than non-native-speaker teachers. On the contrary, I believe that as models fluent non-native speakers can be just as good as native-speakers  are and, at least in some important respects, even better. Fluent non-native speakers reveal strategies (including the retention of clear but distinct foreign accents) that can help other non-native learners to cope better with the target language. Also non-native teachers have one inestimable advantage over native-speakers, particularly those who have never learned a foreign language. They have actually learned the target language as foreigners and have direct insight into and experience of the processes involved for other non-native speakers.

2   See `Talking shop: Pit Corder on language teaching and applied linguistics', ELT Journal Volume 40/3, 1986.

3   See, for example, `A set of criteria for evaluating communicative ELT materials (based on Harmer, 1983)' in Rod Ellis's article `Activities and procedures for teacher-training', ELT Journal Volume 40/2, 1985.
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Watching the whites of their eyes:

the use of teaching practice logs 



Scott Thornbury

IN: ELT Journal Vol45/2 1991, Oxford University Press

This article describes the piloting of the use of diaries to record self-assessment of teaching-practice lessons by trainees preparing for the RSA Cambridge Certificate  in TEFLA. An analysis of these training logs suggests that trainees, while initially preoccupied with their roles, their tasks, and their subject matter, are also aware of, and concerned for, their learners; and that the logs, through encouraging reflection on classroom practice, are instrumental in the development of personal theories of learning and teaching.



Rationale

Taking our cue from Gower and Walters (1983:6), the teacher training staff at International House, Barcelona, started to use diaries on short RSA (Royal Society of Arts) teaching certificate courses.1  We knew that the use of introspective accounts of the language learning process has recently gained respectability as a research tool (see, for example, Schumann and Schumann, 1977; Rivers, 1981; Bailey, 1983; and Lowe, 1989); and that, less frequently, diaries have been used for assessing the effectiveness of in-service programmes (e.g. Murphy-O'Dwyer, 1985). The primary purpose of our teaching-practice logs, however, was neither as research nor evaluation instrument, but as a means whereby trainees were encouraged to `recollect in tranquillity' thoughts on their teaching practice, and so develop the self-assessment skills considered as essential for the autonomous development of `the reflective practitioner' (Schon, 1983):

            Some of the common principles of reflective teaching...are that professional growth both in pre-service and in-service education is viewed as being achieved through the adoption of responsibility for one's own actions, and through the analysis and critical evaluation of practice.                    (Calderhead, 1987: 270)

Trainee autonomy is not necessarily achieved through the abdication of trainer responsibility, however, and for this reason we considered it important to monitor closely the log-keeping (hence logs, rather than diaries)--partly to underline the importance we attached to them, but principally: to direct trainees' attention towards areas they may have overlooked or avoided; to measure the trainees' assessments against our own (and to explore any discrepancies); and to make adjustments, if necessary, to the course design and/or content.



Approach

The log-keeping was structured according to guide-line provided in lesson evaluation forms (after Williams, 1989), which trainees filled in on completion of teaching practice. These guide-lines became more detailed as the course progressed, but generally attempted to direct the trainees' attention to the following areas:

   1  the aims of the lesson;

   2  assumptions and anticipated problems;

   3  a description of the lesson (retrospective);

   4  how the trainee felt;

   5  an assessment of the effectiveness of the lesson in relation to the aims;

   6  suggestions for changes/improvements;

   7  a personal objective for the next lesson.

The logs were handed in and read by the teaching-practice tutor at the end of each week (of a four-week course). The tutor's comments formed a basis of a one-to-one tutorial on the Monday of the following week. 

Feedback after teaching practice took the form of a generalized discussion, rather than a blow-by-blow post-mortem of each trainee's lesson, since this would have pre-empted any valid self-assessment. Nor were detailed feedback `crits' written and handed out, for the same reason.



Outcomes

Expected

Despite some initial nervousness (on the part of the tutors rather than the trainees) the logs were considered a successful innovation. It is significant that all fifteen trainees maintained their logs right to the end of the course, often writing several hundred words a day. (One trainee was so enthusiastic that she now plans to continue log-keeping in her post-course teaching.) More importantly, not only did the quality of the observations vindicate the risks involved in handing over teaching-practice assessment to the trainees, but there was evidence, generally, of increasing perceptiveness as the course progressed. There also seemed to be a correlation between the capacity to reflect and the effectiveness of the teaching--which is consistent with the view that practice and reflection on practice are unseparable elements of a developmental spiral.



Unexpected

The unexpected outcomes of the experiment were equally exciting. Notably, the effect of freeing the tutors from the need to give immediate critical feedback allowed them simply to watch each lesson, unencumbered by the need to note down every trivial detail in an attempt not to miss anything. This in turn meant that it was often easier to gauge a teacher's overall intentions (and strengths) with greater clarity. Furthermore, the generalized feedback effectively turned the post-teaching phase into a group investigation of salient issues, out of which a common objective was the negotiated for the following day's teaching practice. As the course developed, it became clear that a `process syllabus' for teaching practice had emerged, focusing on specific areas of classroom behaviour in an `acquisition order' that was more or less common to each of the three teaching-practice groups. For example, the principal concerns for the first week of teaching practice followed roughly this progression:

   Day one:   Establishing rapport; getting to know the   students; diagnosing their abilities.

   Day Two:   Exploring the role of teacher; exploring the physical environment of the classroom.

   Day Three: Managing the class; giving instructions.

   Day Four:  Checking of understanding; monitoring.

   Day Five:  Increasing student involvement; eliciting; extending student utterances.

In that this syllabus developed out of practice, I suspect it had much greater pedagogical power than a more conventional precepts-driven approach.



Modifications

In the light of this first trial of teaching practice logs, certain modification were suggested, including:

1   the inclusion of reflections on input sessions as well as on teaching practice, in order to encourage the drawing of connections between the two strands of the course;

2   starting the log with a retrospective account of the trainee's learning and teaching experiences to date, as well as the trainee's expectations about the course: as Murphy-O'Dwyer puts it: These details are included in the hope that they will contribute to the understanding of the way diarists' background knowledge contributes to their perception of the learning experience.' (1985:101);

3   encouraging trainees to solicit and include pupils' comments and evaluations in their logs, with a view to developing an awareness of the validity of the learner's perceptions of the teaching/learning process.



Analysis of logs

Moreover, the availability of such a body of introspective data suggested  the possibility of analysing the material in order to ascertain to what extent the trainees' concerns are reflected in the overall course design and content. Accordingly, the logs of one teaching-practice group of five were selected (with their permission) and subjected to an exploratory study. Following Fuller and Brown (1975) and Calderhead (1987), it was hypothesized that salient concerns could centre around (in roughly this order): perceptions of self, of subject matter, of task, of learners, and of learning. A  brief account of some of our findings follows.



Perceptions of self�

As was expected, initial reactions to teaching practice focused heavily on trainees' self-consciousness and on problems of role interpretation.  Inevitably, nervousness colours most accounts:

            I had planned to make the exercise clearer by writing each appropriate contribution on the board... This, however, had to be abandoned because my hands were shaking too much to write legibly... At this point, I was feeling quite ill and bereft of even a shred of confidence.  (Debbie,2  day two)

However, even on his first day's teaching practice, Charles is able to look beyond the behaviour to the effect:

            The main thing I noticed about the lesson was my own nerves. I felt this was bad because it inhibited my performance as a teacher. I think it does this in two ways:

            1  Pupils sense when a teacher is nervous, and the teacher becomes the `event' rather than the lesson'

            2  I fail to get the most out of the exercise/teaching being performed.

Problems of role-adjustment emerge early in the course:

           Find I have a problem being assertive with the group but without being too heavy--too school teacher-ish. In trying to be nice/friendly, I lose my assertiveness and thus don't feel I'm managing the group well.  (Helen, day one)

And, typically, problems of group dynamic, coupled with external constraint recur frequently, and make salutary reading for course tutors who too often neglect, perhaps, the intrusive effect of `lower-level' needs on the training process:

           Whether it was the difficulty of the text or the effect of the thunderstorm, none of us seemed particularly together or confident when we were doing the final preparation for the lesson; and I was in the last throes of a temper tantrum after having spent an hour trying to get pesetas out of various banks.  (Olivia, day four)



Perceptions of subject matter

The effect of having to juggle the two balls of `knowing-that' (i.e. knowledge of subject matter), and `knowing-how' (i.e. language-teaching pedagogy) weighs heavily on trainee teachers:

            The students had grasped the weather lexis, but although some knew and could produce will = inf. form, others were less sure and I hadn't got the meaning clear enough for myself to be able to really test that understanding. (Olivia, day fourteen)

Such insights are a useful aid to the tutor in sorting out which of the two areas of knowledge the trainee's difficulties are located.

Perceptions of task

Task concerns often took the form of a perceived conflict between planning and execution. For example. Debbie notes:

            I was much more relaxed today, even though I was not as well prepared. (Maybe over-preparation fuels my anxiety.) (Debbie, day five)



Whereas Charles sees the value of planning, even if only as a waystage to `thinking-on-your-feet' teaching:

         It seems that if you're confident and secure about the plan of the lesson, then it is easier to do on-the-spot explanation and all the other little but important things that are so easy to forget. (Charles, day  ten)

Frequently, however, the problem is not one of forgetting, but of not having the confidence to take decisive action. Helen criticizes her day nine lesson, and adds:

         I thought of these things through the lesson but couldn't quite get the guts together to actually jump  in and try them out. (Helen, day nine)

Confidence is gained as classroom routines become automatized through practice, and the need for constant decision-making reduced. On day seven Charles notes:

          It ... feels good to see the `techniques' or methods of presentation, practice, drilling, and checking ,  that we are taught in the morning and feedback, actually starting to take life in the classroom.     (Charles, day seven)

Not surprisingly, `smoothness' and `pace' are frequently cited as features of successful lessons, as in Sean's image (day nine):

           From the beginning the class worked like a well oiled machine with only a few hiccups along the way.  Breaking down the lesson into stages showed how well the plans had realistically anticipated the classroom  because as observers we were able to see exactly what   was happening by way of technical composition.          (Sean, day nine)

Sean seems to have realized that effective teaching involves the `chunking' of events into manageable routines, and that it is fusion of planning and execution that results in the fluidity he admires.



Perceptions of learners and of learning

While concerns about self, subject matter, and task run throughout the logs, very early on there is evidence of a real concern for the learners:

            I realized how important it is to see the lesson plan  from the students' point of view--what are the  definite aims of the class and how will they be achieved? (Charles, day three)

This concern for the students' point of view runs like a refrain throughout Charles's log:

            However, although there were no disasters, I think the   problem was more subtle: i.e. just because the  students were able to understand and do the work set, does not make it a `good' class or worthwhile from   their point of view--how much did they actually learn?     (Charles, day six)

Individual student behaviours, as evidence of learning processes, become more frequently mentioned, once initial concerns for self wear off:

             Worried a bit about Jordi because he didn't seem to understand the task, but after going over to him a  couple of times he seemed to click. (Olivia, day five)

By mid--course, this concern for the learners has become enshrined in Olivia's practical theory of teaching:

             Personal objectives: try to stay relaxed and focusing on the students and what  aims I want to reach with  them; rather than freaking out, focusing on myself and what I want to teach at the students. Keep watching  the whites of their eyes, and recognizing the smiles  of recognition. (Olivia; day fourteen)



The development of craft knowledge

As well as offering insights into the trainees' perceptions, it should be clear from the above that the logs provide fascinating information as to the development of each trainee's personal theory of teaching. In fact, I would argue that the practice of log-keeping itself acts as a spur to the development and formulation of craft knowledge, in that it encourages trainees to articulate the lessons they have drawn from their experience. A case in point is a problem Helen was having early on in the course. On day three. she identifies the problem, describes her present (unsuccessful) strategy, evaluates it, and proposes an alternative:

              They tended to speak in Spanish and I wasn't quite sure what to do. So, I didn't do anything. Brilliant!!  Next time I will definitely encourage English speaking by going to each group and speaking in English and checking up every once in a while to make sure they're not slipping into it too often. (Helen, day three)

Having resolved to seize the nettle, she does so, and reports, two days later:

             What I definitely learnt was: I usually, when unsure  about things, make it worse by `giving up'--but I  decided to go for it, even if it was not quite right, and it seemed a lot better than I thought it would be. It gave me hope. (Helen, day five)

Sean has similar problems with lack of directiveness, and reaches the same rule of thumb: Go for it! In case, however, the practical theory is more elaborated:

             What can be surmised from such a problem is that the organic functioning of the classroom can be seen in  the same way that one endocrine gland in a body malfunctioning creates a chain reaction of disorder; some breakdown in one of the teacher's functions  whether it be instructions, drills, etc. causes chaos which runs through the lesson unless drastic action is taken. For example... grasp the principle aim and `go for it', regardless of whether everything planned has to go. (Sean, day seventeen)

By reflecting on the (drastic) action that he took. Sean is able to formulate a rule of practice which is generalizable to other situations. To assist him, he draws on an image of the classroom which turn shapes, and is shaped by, his practical theory of teaching: As one writer puts it: `Such images may be much more readily recalled and more easily related to action than any body of systematic, general, theoretical knowledge.' (Calderhead, 1988: 55)



Conclusion

In evaluating her own diary study, Murphy-O'Dwyer notes 

that: "Retrospection on, and analysis of, classroom processes and experiences can  be a   valuable  consciousness-raising tool." (1985:124)

         A similar conclusion can, I think, be drawn from the present study. The logs that I have quoted were not  uncharacteristic, nor were the trainees themselves untypical. Yet their self-awareness and the acuteness of their perceptions suggest that not only are they   capable of taking a greater degree of responsibility for their own training than usually granted on initial courses, but that the process of reflection is itself  an instrument of change. The value of teaching practice logs, in this instance, has been to   underscore the case for greater trainee autonomy. No course will be quite the same again.

     Received January 1990

Notes

1 Formerly the Royal Society of Arts `Preparatory Certificate in the Teaching of English as a Foreign  Language to Adults', the course is now monitored by the  University of Cambridge Local Examinations Syndicate as a   `Certificate'. Further details of the course are  available from UCLES, 1 Hills Road, Cambridge, CB1 2EU,  England.

2 Pseudonyms have been used throughout.
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Talking shop

Pit Corder on language teaching and applied linguistics

IN: ELT Journal Vol. 40/3 1986 Oxford University Press

Pit Corder retired from the chair of Applied Linguistics at the University of Edinburgh in September 1983. For over twenty years he had directed the development of applied linguistics studies there, until the Edinburgh department became the most influential in Britain, and probably in the world. Professor Corder's especial interest lay in error analysis, and in the early 1970s he combined this with a growing interest in second-language acquisition, thereby establishing `interlanguage' as a theoretical study. His book Error Analysis and Interlanguage (1981) brought together his papers in this field. (A list of other publications by Pit Corder is appended to this article.) We asked Professor Corder to record a conversation with us in which he would reflect on the implications for language teaching and learning of recent research into second-language acquisition and language transfer, as well as on the status of applied linguistics in the mid-1980s. This he kindly agreed to do, in a two-hour conversation with the Editor and Dick Allwright, lecturer in applied linguistics at the University of Lancaster, in late May 1985. What follows is taken from a recording made at the time. Although it is incomplete, we believe that it gives the flavour of the discussion, and of Professor Corder's views.

Pit Corder   The trouble typically is that we always talk

about teaching: `Teaching, teaching, teaching', and not about learning. Teaching and learning are a combined operation, and the focus has been far too much on teaching for far too long.

Richard Rossner  But if learning is in some senses independent of teaching, what is the point of `teaching' as we know it?

Pit Corder  Learning can only take place in an appropriate environment. Essentially, the idea was that it is the  teacher's job to create a favourable learning enviroment Essentially, the idea was that teachers possessed something that they handed over in a package to learners. This notion is still widespread, and, although there have been what would be regarded by many people as considerable shifts of emphasis from the teacher to the learner, if we come to examine them, this underlying notion that the teacher is the source of information hasn't really been affected. There is much more concern for and tenderness towards the learner, but the underlying view of what goes on in learning-teaching situation has not been affected.

Richard Rossner  You said in one of your papers1 that until we undertake longitudinal research into the ways in which second languages are learnt in a `free learning' situation, we won't make much headway in our understanding of how people learn second languages. Are we any closer now to understanding how learners learn?

Pit Corder  Very significantly so, not only in a free learning situation, but also in a formal classroom situation. Second-language acquisition (SLA) research started as a result of interest in first-language acquisition (FLA) research and in whether SLA was a comparable process. I suppose most people would have thought it wasn't as second-language teacher were (and are) under the impression generally that what they teach gets learnt, whereas in the FLA situation there isn't any obvious `teaching' going on. The famous morpheme studies2 were based on the techniques of FLA research. By and large the results that came out were rather surprising, because they indicated that the learning processes were after all rather similar. Then people looked at learners acquiring second languages in the classroom and found that they followed rather the same course as `free learning' acquirers. This raised all sorts of problems because it suggests that teaching doesn't make very much difference to the acquisition prosess,3 at least not to the order of acquisition. One of the other suppositions that was tested was that the nature of the mother tongue must have an effect on the order of acquisition of the foreign language, but this was shown not to be the case either. It certainly affected the speed, but not the order. It seemed more and more as research went on that external factors played no role in the order of acquisition, only in speed. Practically everything that the SLA researchers found out was extremely uncomfortable for teachers, who naturally assumed that their efforts were more or less effective. They believed if you teach a person something, he or she will learn it; if you teach it intensively he or she will learn it quicker. It seems to be true of almost anything else. It's just that language is the odd one out. I think the acquisition of language is fundamentally different from the acquisition of any other kind of knowledge... One of the things that Krashen has been saying, of course, is that the sort of `knowledge' that we talk about in the case of language is not the same thing as when we're talking about history of science or what have you...4

Richard Rossner  Does that mean that you accept the Krashen distinction between acquisition on the one hand and learning on the other, with no `cross-feeding'?

Pit Corder  Yes, I do, though the notion is not new, as Krashen himself points out. The distinction between the ability to perform in a language and the ability to talk about a language goes back to the slogan that my generation was brought up with: `Teach the language, don't teach about the language'. One is still puzzled about the relationship between the two. Krashen takes the extreme point of view that there is no relation between the two. Teachers are of course unwilling to go along with this, because it would imply that much of what they do is a waste of time...But if indeed we are programmed to acquire a language--and no one has been able to prove we aren't--then you can't at the same time say that what the teacher teaches `leaks' into the process. Either you're programmed or you're not, so to speak, and all the evidence is that you are, so it doesn't really matter what the teacher does at any particular point. He or she can't interfere with the program. So there can't be any seepage from what the teacher consciously teaches into the learner's acquisition...The syllabus that a teacher uses is essentially a linear one, a list of linguistic forms in a certain order. From all the evidence we have about the way lingustic knowledge develops spontaneously in the learner, that is not the way things happen. The spontaneous development of a grammar in the learner is organic. Everything is happening simultaneously. The growth is organic in the way that a flower develops out of a bud. You can't write a linear program for the process of flowering, because everything is happening simultaneously. You can look at the development of tense, of negation, of question forms, or anything you like, and you find that all these things are developing simultaneously. Any language teaching programme is forced to define itself linearly, but it is not the way learning take place. So there is no way--and it has been suggested on a number of occasions--that, once we know what the developmental picture is, we will be able to write a syllabus to fit it. You can't write a syllabus that fits that kind of organic growth.

Richard Rossner  Does the organic growth encompass vocabulary and phonology as well as grammar?

Pit Corder  No. Everything I've said so far applies only to grammar. The acquisition of phonology is well understood from the work done on it twenty years ago. The mother tongue obviously does play an important part, and little work has done on it recently, so far as I know. As far as the acquisition of vocabulary and semantics is concerned, my own frequently expressed opinion is that we know virtually nothing! The acquisition of vocabulary (lexis) seems to be largely context-dependent, that is, we learn precisely that vocabulary which at any particular moment we need to know.

Dick Allwright  Learners in class seem to focus their energies on lexis and ask questions about it, and possibly get all sorts of grammatical help via the lexis.

Pit Corder  Yes, the learner in the classroom is quiet rightly concerned with getting messages across, and since the overwhelming majority of meaning is carried lexically, it's quite right that he or she should be concerned with lexis. If I was going somewhere and was asked whether I would prefer to take a grammar book or a dictionary, I would say: `Give me a dictionary--I can do without the grammar; I'll make it up as I go along.'

Dick Allwright  But if we study the processes by which lexis is acquired, we may get closer to the grammar is acquired. When I watch learners in class, I see them working on words, But I can see them getting all sorts of help with grammar in so doing. In a sense they put their agenda on the lesson through the questions they ask about words. So one might end up by seeing a natural process of grammar acquisition through the natural process of enquiring about vocabulary.

Pit Corder  Yes, and I think from the teacher's point of view that to concentrate on problems of vocabulary is a good strategy, on the grounds that grammar will look after itself. And I think that talking about the meanings of words may prove to be an interesting and useful way of acquiring vocabulary (whereas talking about grammatical structures is not a good way of acquiring grammar)...But the ultimate conclusion one is irresistibly drawn towards by the studies that have been made of SLA is that the best language learning is likely to take place when the learner's attention is concentrated on other aspects of what is happening, rather than on language.

Dick Allwright  But surely the best circumstances for acquisition might be when the focus is on language but not on its form, so that you are actually thinking about what language is doing, not trying to avoid thinking about what language is doing. It's paradox, surely, to say that you really want to get your brain as far removed as possible from the object of enquiry, if there are ways in which you can get a focus on language--like talking about lexical meaning--which will be a route into other syntactics.

Pit Corder  Well, I would agree up to point. But if your focus is entirely on something non-linguistic, you will in the course of concerning yourself with it necessarily be involved in acquiring the language which enables you to do what you need to. You've got to have something to attach the words to. It doesn't seem to me profitable to have a lesson dealing with words related to gardens, for example, unless you are actually engaged in gardening-related activities where the words are necessary in order to perform the activity. The priority is the activity: the words are a by-product of the activity, rather than the central focus... The advantage of allowing vocabulary to grow out of some meaningful and interesting activity is precisely that you are making use of knowledge of the world to learn the `structure' of the language.

Dick Allwright  What is sad about that is that we are having to recommend to teachers that the language is the last thing they should talk about. It doesn't seem to me useless to talk about what can be done with language... There are all sorts of things to be said about social and pragmatic uses of language that can be useful to learners.

Pit Corder  Well, I've not heard of any evidence one way or another from research about whether talking about appropriate use (in Widdowson's sense)5 is a good way of teaching use of language... I think a lot of nonsense has been talked about the problems of acquiring the `use' of second languages; on the whole the ways in which different languages are used are far more similar than is believed. The emphasis ten or so years ago on the teaching of language use was really a sort of reaction against our failure to teach the structure of language.

Richard Rossner  But an implication of this view of language learning is that there will be great uncertainty in the teacher's mind about what he or she should do precisely. Even if one accepts that optimum conditions for language learning have to be provided by the teacher, involving `comprehensible input' and meaningful tasks, as well as language awareness-raising activities, some tremendous questions still remain. What kind of comprehensible input--does it matter? What kinds of task?--does it matter? In what order?--does that matter? What guidance, if any, can applied linguistics offer are these areas? It is still the teacher's responsibility to provide a programme of work for his or her learners. What is to go into that programme?

Pit Corder  Well, I am firmly in favour of some sort of task-orientated syllabus. Further research is needed into how tasks should be selected, but in the first instance they are selected because they interest the learners--I've said many times that people learn language if they are exposed to it on the one hand, and if they have a reason for learning it on the other, but that doesn't get you very far. In class students learn because they enjoy working on the task, solving the problems. So the syllabus is a sequence of problem-solving activities.

Dick Allwright  Doesn't this mean that it is not possible to provide a syllabus of tasks, but only a bank of them? One has to rely on the teachers' perception of what is right for their learners at a given point in their development. One can't prejudge the suitability or relevance of a task to any particular group at any point.

Pit Corder  I think that's right. Teachers are going to have a much more responsible role, because they're going to have to make decisions about what is right for their group of learners at that time, instead of simply working through a book...the qualities in a group that are needed for this kind of task are not necessarily linguistic abilities first and foremost; they are general intelligence or something similar. Linguistic abilities play a part, but only a part. The trouble is that, in the language-teaching situation, we find great variability in the learners because we are teaching language. If we were doing something else, we might find a greater degree of similarity between learners' levels of linguistic ability... I think that is, as seems to be the case, there isn't much difference in the ability to acquire the mother tongue, one shouldn't expect to find much difference in the ability to acquire a second language, other things being equal...which of course they aren't.

Dick Allwright  Are you saying that the emphasis on turning language learning into an academic subject has actually created artificial differences of ability among learners?

Pit Corder  Yes, I think so. It's nothing to do with people's innate ability to learn a second language, but has to do with variations in motivation, attitude, and so on; that's where the variation is.

Dick Allwright  Previously teachers using a book or following a clear-cut syllabus weren't asked to make decisions about what to teach at a particular time. The problem in teacher training is now that, with a task-based approach, teachers are not going to be asked to teach any particular language item at any time, but must select tasks according to criteria that up to now have hardly been included in teacher training: `conceptual readiness' and `interest readiness'.

Pit Corder  Absolutely. Task-based approaches will require a total rethink of teacher training. What the teacher using a task-based approach isn't going to need is any linguistic `knowledge' of a conscious, deliberate sort. But teachers will need to be trained in task development and task selection, and to recognize when particular task is appropriate for a particular group. What they won't need is grammatical theory.

Richard Rossner  But it is still not clear to me how the teacher, working in the context of formal education, which is permeated with the notion of `systematic progress', is to adjust to the apparent randomness of task-based approaches and what you are saying they imply. If what you are saying is that, so long as the tasks are motivating and involve comprehensible input, it doesn't matter what the task are, how does one reconcile the formality of classroom learning with such randomness?

Pit Corder  I agree that it is a problem, but teachers have already moved on a long way, and the tight control over the forms that a teacher was permitted to use in front of a class, which we associate with the audio-lingual and structural days, has gone. All one is suggesting is a further step. But equally there is a problem getting learners, especially adult learners, to accept a different type of approach.

Dick Allwright  Of course a possibility here, related to the teacher's difficulty in selecting the right task for his or her group at a given time, is to involve the learners actively in the selection of tasks with the teacher. And this would alter the relationship between learners and teachers.

Richard Rossner  Would this make the teacher redundant?

Pit Corder  On the contrary, the teachers become more, not less, important. Tasks may involve relatively little in the way of written or spoken materials. The talk which goes on in the classroom is the major source of input. You can't do without the teacher...

Notes 

1 `Idiosyncratic dialects and error analysis' in S.P. Corder: Error Analysis and Interlanguage (Oxford University Press 1981) p.20.

2 `Morepheme studies' involved analysing the development of a single morpheme (such as possessive's at the end of nouns/names) in an individual learner or in a group of learners in order to see how long the acquisition of the element took and what the developmental stages were (cf., for instance, R. Ellis 1985, for examples and outcomes).

3 Krashen (for example in his Second Language Acquisition and Second Language Learning (1981)) makes much of the distinction between unconscious learning (`acquisition') of language and conscious learning (`learning') of, example, rules of grammar through drilling, in developing his `Monitor Theory'.

4 Cf. Krashen (1981) and reviews of his work in ELT Journal 36/3 and 37/3.

5 Cf. H.G. Widdowson: Teaching Language as Communication (OUP 1978), Chapter 1

6 `Comprehensible input' is another term deriving from Krashen's work: he sees exposure to instances of language that are `comprehensible' to the learner and which contains language at a level just above his or her current competence as one of the keys to successful acquisition (cf. Ellis 1985).
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The Language Teacher and Dostoyevsky's  "Grand Inquisitor"*



Earl W Stevick

From: A Way And Ways 1980, Newbury House



In the other chapters of this book I have recorded what went on in certain classes, and we have looked together at certain theories. I hope that what happened in these classes lent color to the theories; at the same time I hope that the theories have made out of my narratives more than anecdotes.

But an event is just one foothold in the rock; a theory is thin cable that ties events together--that lest us climb from one foothold to another with less risk of falling off the mountain. Theories do not tell us where the trail leads, or why one should try to climb it, or anything about the ethics of being a guide to those who climb. The answers to these larger questions come not from observations of events, and not from theories. A current TV commercial tells us that "without chemicals, life itself would be impossible." It is certainly true that any form of life as we know it has its chemical side--it uses chemicals. But it is also true that human life would be impossible without myth, and without metaphor. It is to these that we must turn unless we have decided to ignore issues which have lain just beneath the surface, especially in Chapters 2,3,7,8 and 10.

Into The Brothers Karamazov,  which was his final novel, Dostoyevsky placed one chapter that had no direct relation to his main story. It was about a long poem which Ivan, one of the brothers, had written or claimed to have written, and which he was paraphrasing for his brother Alyosha. The action of the poem takes place in Spain, in Seville, at the height of the Inquisition, a period when heretics were being sought out, and tried, and imprisoned, and many of them burned at the stake. At this time, according to the poem, the Son of God has heard the prayers of thousands who were begging him to come to earth again and de decides to visit his people, not in the long-prophesied and final Second Coming, but for a moment only. So he appears in the streets of Seville as an ordinary citizen, but people recognize him without naming him, and they are drawn to him, and he heals their sick and raises from the dead a little girl whose coffin is being borne into the church. But as he does so, the Cardinal, the Grand Inquisitor, sees him. And the Cardinal sends guards, and has him seized and taken to an old prison, and there they lock him in. At night, in deepest darkness, the Grand Inquisitor enters the cell and the door closes behind him. The rest of the "poem" is a monolog which this old priest addresses to his Prisoner.

The Grand Inquisitor reproaches the Prisoner, even scolds him. The Prisoner had set out to give the whole human race something to live by, but also something to die by, something that would link, in meaning, the beginnings and the ends of existence, therefore quite literally a "religion." But, says the Inquisitor, the Prisoner had botched the job--botched it so badly that after some centuries a team of priests, acting in the Prisoner's name, had to assume control, and so replaced the Prisoner's work with their own. 



* The first draft of this chapter was delivered as an invited lecture at the first TESOL Summer Institute on the campus of UCLA in July 1979



What the Prisoner had hoped, says the Inquisitor, is first that all mankind would come to see the world--to see life-- for themselves rather than letting someone else deliver them a simplified and printed map of it. Once they began to see for themselves, he hoped that they would then direct their own footsteps and choose their own paths, rather than waiting to be led like sheep. In doing so, each would become himself or herself rather than being a carbon copy of someone else. More, they would respect each other--see one another "whole against the sky," love one another even to the point, at time, that one would give up, to benefit another, what he himself most cherished. One more point: if this way is not to contradict itself--if it is not to lead to nowhere--the whoever follows it must choose it without bribery and without threat--must (as the Grand Inquisitor put it) be "great enough and strong enough" to choose it by his own free will.

"Are people truly like this?" asks the Grand Inquisitor, and answers, "No!" One in a billion maybe, but for the rest in offering this freedom you have only added to their burden of anxiety and pain. They are in fact--except your very few--not strong but weak, not great but worthless, vicious, and rebellious. They crave two things and two things only: to go on living, and to find someone into whose hands they may entrust their consciences. So even while they are rebellious, they long to be controlled." So says the Grand Inquisitor. And this is the heavy task which the Inquisitor and those with him have taken on themselves: to bear responsibility for convoying, even with lies and trickery, their blind and frightened fellow human beings from birth until the grave. The tools by which they will accomplish this, he says, are three in number, first "miracle," then "mystery," and then "authority."  Mystery is the substitute for independent thought; authority is what imposes and enforces mystery; miracle is what assures the follower that he has in fact trusted his destiny into the right hands.

Language teachers live in this same world that Dostoyevsky was writing about. We too sometimes control our students (and even other teachers) through mystification: when we explain to them more than they are ready to receive; when our explanations use words that are ours, not theirs; when we tell them directly or indirectly that 'Life is too short to learn German," or English or Korean or whatever, but most of all when we make them permanently our dependents by doing for them what they could do for themselves. 

In our reliance on miracle we are not very different from the missionaries who won converts through their use of Western pharmaceuticals among the peoples of Africa and Asia: as linguists we have used minimal pairs of words (beat vs. bit in English, high tone b  vs. rising tone b  in a tonal language) to show those who had been baffled where to concentrate their efforts in pronunciation: we have awakened teachers to "the furious sleep of green ideas," and we have explained to anyone who would listen the reason why "the love of a good woman (or man)" is at least one-way ambiguous. As methodologists we have put our wares into the hands of gifted teachers who have conducted brilliant demonstration lessons that left onlookers convinced that they and their previous methods were inferior. I am not denying the validity of minimal pairs or the usefulness of transformational-generative understanding of how sentences are related to one another, and I am quite ready to admit that some methods may be inferior to others. Certainly I would not quarrel with having demonstration lessons taught by good teachers.

What I am saying, however, is that through our apparently miraculous ability to juggle minimal pairs or whatever, we have made converts to our own set of mysteries, and enticed people aboard our own methodological bandwagons; and that these miracles have often been as relevant to the true needs of teacher and pupil  as aspirin and antimalarials are to true religion. And that through climbing the administrative ladder, or through gaining control over funds, or through exercising our prerogative to hand out grades, or simply through personal prestige or charisma, we have gained authority, and have used that authority to support and perpetuate our own brand of mystery.

The three "ways" about which I have said so much in this book certainly have not shrunk from the use of miracle. "Hyperamnesia" as it is reported in the Sunday supplements has performed this function for Suggestopedia. So has Lozanov's success in using suggestion as the sole anasthetic for a patient during major surgery. Curran's ability to listen to a client in such a way that after only 5 or 10 minutes the client came out with important new insights, or with release from long-standing anxieties such as fear of flying, had the effect of "miracle." The first experience as a student in the Classical Community Language Learning format often produces such a blessed feeling of well-being  and relief that people are disposed to accept uncritically whatever theory the demonstrator-teacher then proceeds to lay on them. Similarly, the first experience of watching as a flood of student language pours out in the presence of teacher silence sometimes leads onlookers to regard the teacher-demonstrator of the Silent Way as something of a "magician." And so on. I suspect that every method that has been widely used secured its first foothold in the attention of the profession through the efforts of talented snake-oil vendors who really believed in it.

Each method uses "miracles" to claim for itself, in the name of its originator or guiding figures, the territory which it proposes to civilize by subjugating that territory to its own particular "mystery"--to its own intellectual model of learning and teaching, or to its own insights and discoveries about language, or to its own "state-of-the-art" hardware and software--and sets out to make the local inhabitants fluent in the jargon which it initiates use for the Siamese-twin purposes of expounding the model and making the model difficult to challenge.

I do not mean to say that there is no place for "miracle, mystery, and authority." It seems clear that Dostoyevsky would not have said so either. After all, the Prisoner himself is reported to have made deliberate use of miracles; the religion which he left behind--indeed any religion--has its own essential mysteries; and it was said of him that he taught his hearers as one who had authority. The issue, then, is not "whether" miracle, mystery, and authority: it is rather "what kind of " miracle, mystery,  and authority, or it is the place of miracle, mystery, and authority in education. It is this issue that I am trying to get at in this final chapter. I do not expect to settle the issue, but I do hope to open it for thinking and for discussion.

The word "authority" as we hear it every day has two meanings. One of these meanings carries with it the use of coercion; the second implies a relationship in which both parties believe that one of the parties is competent to direct, guide, or instruct the other. When Lozanov makes a great point of the importance of "authority" in Suggestopedia, he is pretty clearly talking about the second type. This second type of "authority," is what we have in mind when we say, "She's an authority on such-and-such a subject." I believe that it lies, unspoken but implied, behind the successful use of all other methods as well. The Grand Inquisitor with his police and prisons and autos-da-fe seems to have been talking about the first--the coercive--meaning of "authority." Yet how easily a taste of recognition as "an authority" can lead to an appetite for widening that recognition and, more pernicious, for perpetuating it. Here is where the benign authority of well-deserved recognition may develop into to the malignant use of whatever power we have over our students or our colleagues: to cut the troublesome ones off from a chance to be heard, and from those who do not give confirmation to our own brand of mystery, to withhold the grades, tenure, money, status, or whatever symbols of recognition they must have to live.

I have just distinguished between two kinds of "authority." I think there may also be two kinds of "mystery."  Some mysteries are made by human hands and human brains, formed to enhance the standing of their makers and maintained in order to keep their makers and their custodians one-up on those around them. Other mysteries are natural mysteries, Some natural mysteries lie in areas that we will someday understand but are still exploring: how people express and recognize interrogation or remonstrance, for example, or what rules account for the choice of high tone or low tone on a given syllabus of a given verb in Shona (the first Bantu language I worked on). Other natural mysteries are those which we may explore but will never completely understand: how a particular learner's mind works, for example, or what it is that some people find so exciting in Elizabethan drama, or the landscape of modern Spain, or the discovery of rules that govern conversation in a particular culture. Natural mysteries are mysteries that we do not hold onto, but that we share with our students and with one another. But our theories--our tentative and partial maps of the natural mysteries--turn easily into artificial mysteries, and into weapons in a power struggle with those around us.

Let us turn now to "miracle." Surely in the task-oriented world of the foreign language classroom there must be place for some kind of "miracle," if only because students need to believe in what they are doing and in the people who lead them in doing it. Perhaps the distinction that we need to make here is not between two kinds of miracle, but between two ways of using it. Miracle may be used on a continuing basis as a means of compounding mystery and perpetuating authority. Or it may be used as a means of getting people's attention and showing them where the natural mysteries lie.

What I have been saying is tied in with three often-stated goals of education in general: the goal of freedom, the goal of uniqueness, and the goal of tolerance. If education is to be a liberating, or freeing, experience, then it must enable the students to see the world more clearly for themselves, so as to be able to choose how to use what energy they have, and act less impeded by blindness or by distorted images that do not correspond to reality. By choosing and acting more freely, we become, each of us, closer to what only we can become, not pounded or squeezed (or inflated!) into the same shape as everyone around us. This is the uniqueness. But my uniqueness will be unlike yours (we saw this in Chapter 7), and the two may not obviously fit together. Each of us must allow the other some of this uniqueness, and that is what I mean by "tolerance." Tolerance allows the pieces of the puzzle, the students in a classroom, the people in a society, to fly off, each in its own direction. Authority--the coercive kind certainly, but also the noncoercive kind we talked about--is a force that draws the pieces back together. But what will the pattern be, the pattern toward which these pieces will be drawn? This brings us back to the issue of "what kind of mystery?"  The artificial, synthetic, man-made kind of mystery stifles "uniqueness"--tells each person what to see, and how to label what he sees, and how to run it through his mind. In choosing which man-made mystery to follow, the miracle worker acts for the other person, and that is the end of "freedom." All of this brings to mind three other terms--Gattegno's--where he speaks of "independence," "autonomy," and "responsibility."

I have said that I see two kinds of "authority," though one kind sometimes corrupts itself into the other. I have said that there are at least two kinds of "mystery," though one of them may feed upon our exploration of the other. I have said that "miracle" lends itself to use in one way or another. And so it may appear that I have been leading up to some sort of recommendation, if not indeed to an exhortation: "Let us strive to cast out from our teaching an unnecessary mystification of our students, and forego the power, security, personal gratification that synthetic mysteries can put into our hands. Let us employ miracles sparingly, just enough to direct our students' attention to the natural mysteries, and to make possible a relationship of noncoercive authority which rests on the students' recognition of our genuine competence. Then we will guide them in a shared exploration of the realities of the language, and of the natural mysteries of the learning process. We will make it easier for the students to become more and more free, and for each to  realize his or her own unique potential. In imitation of our example, the students will treat one another as we have treated them, and so tolerance, our third goal, will be realized." This would, in the language classroom, have been not far distant from what the Grand Inquisitor said had been his Prisoner's dream. (I have long felt myself drawn to these goals and I suppose I always will be. For just that reason, I must be all the more careful not to slip at this point into mere exhortation or inspiration. In this chapter more than anywhere else in the book, I am trying to see things as they are and to write about them with clinical objectivity.)

But the Grand Inquisitor raises again that question of his, this time not in the dungeon in Seville, but in our neat, bright, well-ventilated classrooms now, more then a century after Dostoyevsky wrote. His question is, "Are students really like this? Will students really stand up to be treated this way?" His own answer--that only one in a million will accept this kind of freedom-- is in my own experience too pessimistic for a language classroom. Yet, although he may have displaced his decimal point, my own experiences of the past six or seven years lead me to believe  that he was at least partially right--that if he was not speaking the whole truth, he was at least speaking a half-truth, and that this truth or half-truth he was speaking is one which some of us who have explored, and committed ourselves to, the so-called "humanistic" approaches to language teaching have largely ignored or brushed aside. Some of us have assumed that if we provide a warm supportive  environment and the information that people cannot supply for themselves, and if we guide them by presenting them a series of tasks or challenges which are neither too great for them nor too trivial, then they will learn faster and more fully, and that they will thank us for it. We have assumed that as they use  powers they never knew they had and as they watch their minds--their whole selves--unfolding, growing, they will exult in this thrilling, never-ending voyage of exploration, and in the discovery that they will have it in themselves to discover, and to discover how to discover further, and so on forever.

Perhaps we were right in that estimate of students, and the Grand Inquisitor was wrong. But if people are like that, they are not in my observation obviously like that, except a few. I have sometimes seen students, placed in a warm and accepting environment, give tasks which they were manifestly able to work out for themselves, and faced therefore with what was to all appearances a rich opportunity for all kinds of cognitive and personal growth, whose reaction was nothing but resistance and resentment. Like everyone else, I sometimes do things wrong, and some of this reaction may have been due to my own faulty techniques. But I am fairly sure that not all of it was. There remains, I am afraid, a residue--not universal but widespread--a residue of resistance and resentment against being given opportunities instead of rules and vocabulary lists--against being invited to explore one's own potential and to grow, rather than being immediately led to accrue some very specific communicative skills and repertoires for which one foresees a practical need. What most of us demand most urgently, it seems, is the means for meeting our most practical needs, and a leader whom we can follow without thinking, without wondering if we should have followed this one. The best leader is one who will keep us dazzled with miracles, who will guide us deftly but firmly to one concrete goal after another, and whose explanation of it all is both clear enough and vague enough so that we dare not question it. Here is the Grand Inquisitor with a vengeance!

But what of the teacher who does not follow the Grand Inquisitor? What of the teacher who, instead of offering (or claiming to offer) to the students exactly what he needs, offers instead to try to help him become able to get for himself five time as much?  That teacher may be seen as undependable. What of the teacher who refuses to use the coercive kind of authority, who instead learns from her students what they can teach her, even as she invites them to learn what she knows but they do not. Such a teacher may provoke a feeling of uneasiness, for she is unlike the picture we have learned of what a teacher is. And what of the teacher who insists on telling her students that they have powers far beyond what they have dreamed about themselves? She will be punished for disturbing that safe dream, and for destabilizing a picture that had been learned at the cost of so much pain.

How many students can thrive--or how many students can coexist--with a teacher who does not follow the Grand Inquisitor? The answer may very well be different for different ages and for different cultural backgrounds. Certainly more than Dostoyevsky's  one in a million. Certainly more than one in a thousand, and probably more than one in a hundred, and perhaps even more than one in ten. But the Grand Inquisitor is still someone for any would-be "humanistic" teacher to reckon with.

Anyone who sets out to be a "humanistic" teacher--who offers to her students freedom and growth in addition to accuracy and fluency--needs all of the technical skills of a teacher who is not trying to be "humanistic" in this sense. She also needs some technical skills which are peculiar to one or more "humanistic" methods. In addition to all these skills, she needs greater flexibility in her use of them, for in making her choices and in determining her timing she will be taking into account much more than the students' accuracy and speed in mastering linguistic material. Most of all, however, she has to do without the Grand Inquisitor's "miracle, mystery, and authority" as means for controlling her students and for protecting herself against their attacks. All of this adds up to a tall order. It is no wonder that so many teachers instinctively shy away from "humanistic" methods of all kinds. They see in their students, or in most of them, the human weakness and rebelliousness about which the Grand Inquisitor was so insistent.

We teachers, of course, are just as human as our students. This humanity can show itself in teacher-training courses and workshops. As proof of her qualifications for teaching the course or leading the workshop, the person in charge is expected to bring with her some miracles, in the form of a suitably impressive list of her publications, offices held, etc., and to produce a steady stream of new miracles in the form of brilliant lectures and amazing demonstrations of new techniques. Woe unto any leader who refuses to stand on past miracles, who offers to her audience as miracle to be explored only their shared humanity. If, further, she refuses to cloak herself in mystery and conceal her own relevant weaknesses, but instead addresses herself to the mystery of the relevant uniquenesses of everyone in the room, she may find that some of her audience will turn on her. If she uses authority only to  organize the schedule and provide useful content, but holds herself back from posing as the all-sufficient director or answer-woman, then some of her hearers may feel cheated and resentful. She then risks rejection and repudiation. Feeling thus rejected and repudiated, seeing her best efforts lost and her words ignored, she wonders whether her audience would not have been better off if she had yielded just a little--if she had given them just enough "miracle, mystery, and authority" to pacify their craving. This dilemma is more poignant, and no less real, in a course or a workshop whose purpose is to train teachers in "humanistic" methods. Here stands the Grand Inquisitor once more, just at the trainer's shoulder, certain that he, in the end, will win.

W.H.Auden once wrote two or three pages of free verse about a pair of characters who remind me a little of the Grand Inquisitor and his Prisoner. Two men pass each other at dusk on the edge of the city. One of them, the author, calls himself an Arcadian, and the other man a Utopian. As an Arcadian, the author inhabits an Eden where "one who dislikes Bellini has the good manners not to get born." Technology is represented only by saddle-tank locomotives, waterwheels, and other assorted "beautiful pieces of obsolete machinery." Since there is no technology, there are no mass media, so that the only source of political news is gossip. No one worries about a fixed code of behaviour, but each observes his own compulsive rituals and superstitions.

The anti-type of the Arcadian is the Utopian. He, the author tells us, lives not in an Eden, but in a New Jerusalem. There, "a person who dislikes work will be very sorry he was born." Technology plays a central role in the New Jerusalem: even haute cuisine has been mechanized, and the mass media provides the news "in simplified spelling for nonverbal types." There is no religion, but the behaviour of everyone exemplifies "the rational virtues." Again, as in the Dostoyevsky myth, we find freedom, uniqueness, and patience with the individual differences on the one hand contrasted with clarity, order, and progress on the other. Just as there was no two-way communication between the Inquisitor and the Prisoner, so the Arcadian remarks of his meeting with the citizen of the New Jerusalem that "Neither speaks," for "what experience could we possibly share?" But where Dostoyevsky left the relationship at that, Auden went on to wonder whether their meeting had been, as it appeared, only a coincidence. Maybe, he speculated, this had been "also a rendezvous between accomplices who... cannot resist meeting," each "to remind the other of that half of [the truth] which he would most like to forget." They are anti-types, yes, Auden is saying. They are antipathetic and antithetical, yes. But they are also accomplices: neither can totally condemn the other without condemning himself for what he has omitted and yet depends on.

To carry this observation one step further, Auden wrote in the first person as the Arcadian. But he could not have written this particular bit of verse if he had not caught with great precision the other point of view as well. In order to do that, he must have had within him at least a tiny bit of the Utopian. (I doubt, however, that a Utopian with only a trace of the Arcadian temperament could have written anything comparable to Auden's poem!)

What, then, are we to make of the confrontation between Inquisitor and Prisoner, or of the uneasy meeting between Arcadian and Utopian? Here is not only a gap. Here is a gap which bears on either side of it  one or the other charge of two primal, opposed polarities, just as the earth and clouds gather their static charges that will become lightening and make the thunderstorm. In the electrostatic analogy, they provide a theoretical--a pencil-and-paper--short circuit across a gap that still bears its unseen but no less heavy charge. 

We can say, as I said a minute ago, that the two points of view are just  "accomplices," halves of a greater truth--a truth too large for one person to contain it fully. Or, as I also put it a minute ago, we may se them residing side by side, in one proportion or another, within each person. Either of these views is partially right, of course. I believe, however, that they offer solutions which are too facile.

For a mythology that fits, I think we must concede that it was right to show the Grand Inquisitor and his Prisoner, or the Utopian and the Arcadian, as separate persons. In the real world of the classroom and the faculty lounge we meet these issues in the give and take among flesh-and-blood people--in what goes on between us and those around us. And a part of what goes on between us turns on this issue: How much freedom shall we offer to our students, and how independent can we ask them to be?

In the practical, task-oriented, real world of the language classroom, we cannot allow ourselves to go to either extreme, of course. If the teacher maintains complete control and totally monopolizes initiative, then at best the students come out as automatons who go through their paces nicely on the exam, but then have trouble "transferring" their skills to the job or the taxi or the restaurant. To turn all of the control over to the students and to insist that they exercise all of the initiative, on the other hand, would almost surely be disastrous. To cut people adrift from the structure and the guidance that they truly need is irresponsible, whether done to salve the conscience or to inflate the ego of the teacher. (I know of no method that asks teachers to go to either of these extremes.) We must walk the fine line between too much latitude and too little. But that is a truism.

Here I think we need to draw yet another distinction, this final one between two kinds of "freedom." When we use this word we most often have in mind the absence of restrictions or limitations imposed by people or by conditions which are not really part of the person who is "free." So we talk about "freedom from" slavery, or from poverty, or from tooth decay, or from an officious or tyrannical teacher. In this first sense, "freedom" is indeed something which we teachers may offer or withhold.

The second kind of "freedom" dwells within the person who is "free." When the moving parts of a mechanism get in each other's way, the mechanism begins to wobble, or slows down, or jams altogether. Then someone may go in and try to "free up" the parts where the trouble lies. In somewhat the same sense we sometimes say that an artist paints "with great freedom." This does not mean that the artist works carelessly or hastily. To be "free" in this sense requires  both that one have considerable inner resources, and that these resources work smoothly with each other. The raw material for an inner resource can come only from outside; that is why total external freedom would make further growth of internal freedom impossible.

The latter is a "freedom" which is not ours to offer. What we teachers do and what we don't do may make it easier or harder for this inner freedom to develop. But there is no simple formula either for implanting or for converting one kind of freedom into the other. We may smother the internal kind  by failing to allow enough of the external kind, of course. As I said in the preceding paragraph, we may also starve it by bestowing too much external freedom at the wrong time. Mostly, though, our part of the enterprise is to watch for signs of internal freedom among those who have put themselves into our hands; and from our glimpses of it to guess what it is like in each class or in each student; and to remember where it was when last we saw it; and to work with it as best we can.

But if we do succeed in catching sight of this internal freedom, and in guessing what it is like, and in remembering where it was, and if we go on to work with it, we then--by that very seeing and guessing  and remembering and working--help it to grow. We find that our fingers--whether we intended them or not--have touched what Buber called "the special connection between the unity of what [the student] is and the sequence of his actions and attitudes." We may have started out to be "humanistic" teachers primarily because in that way we could get more language across to our students, and make it stick longer. But now (again in Buber's words) we suddenly find ourselves engaged, wil-we nil-we, in "education of character." Insofar as this is what we are doing, or insofar as this is what we appear to be doing, we may meet resistence  that does not arise from any "weakness, viciousness, or rebelliousness" on the part of our students. The strongest among them and the most mature know already, from within themselves, that this undertaking is far from easy; that it is not accomplished overnight by some magical technique leading to a pat list of "desired outcomes" whose desirability has been only half thought out; that finding the right goal and finding a right way to it lie just at the farthest edge of human reaching. These "strong and wise" ones, far from begging for someone to lead them by the nose, absolutely refuse to let even the best-intentioned someone-else grant to them or instill in them--with "lightheaded paternalism," as Ann Diller called it--something that they know must come from within themselves.

We must also recognize that even those whom the Grand Inquisitor called "the few, the strong," who spend their lives alive in growth and in a search for inner freedom--even they have this searching and this growing as only one part of their daily cycle. Some of them will eagerly accept a "humanistic" language course as an arena, or as a medium, in which to find new adventures in discovering themselves and other people, and in which they can go on to become more than they had been before. Others of them, however, may decide that the language class is not the place where they choose to confront issues of alienation, or of personal values, or of restructing cognitive strategies. They may just want to be taught well, by a method that they know already. We must respect this decision. Nevertheless, those issues still remain active in the classroom just as they are active everywhere, and they still continue to affect what goes on among and within the people in the classroom, to enhance or to reduce or to distort learning. So the "humanistic" teacher must face these issues whether or not her students are ready to face them along with her--whether or not they are willing even to know that she is facing them.

The difference between the Grand Inquisitor and his Prisoner, between the Arcadian and the Utopian, and between those of us who take after one or another of them, does not lie simply in the giving or withholding of external freedom. The difference is not even in whether the amount of freedom is allowed to increase as time goes on. The difference lies in whether an internal freedom comes alive which grows not by some teacher's sufferance and schedule, but on its own. If that is to happen, then sometimes, somewhere along the line, and likely early, the teacher offers to the learners, not more external freedom than they can handle, but more than they thought they could handle--more than they had a comfortable and well-tried way of dealing with. One of the marks of a fine teacher is exactly this ability to see the gap between the far-possible and the near-comfortable, and to be the kind of person in whose company many learners reach the far side of that gap. This is the teacher who is more like the Arcadian or the Prisoner than like their adversaries. And here is where this kind of teacher finds herself in trouble.

For remember that it is the Prisoner and his ilk that fall into the hands of the Inquisitors of this world, and not the other way around. Auden tells us that the Arcadian looking at the Utopian feels alarm, but the Utopian looking at the Arcadian feels contempt. The one dreads whatever brings sterility: the other is ready to destroy what leads toward instability. So a would-be "humanistic" teacher who offers freedom and demands independence  beyond custom is the natural, predictable victim of punishment at the hands of those who guard custom and feel themselves guarded by it. (This in addition to whatever penalties she may have to pay for ordinary technical flaws in her teaching.) I have already mentioned some of the forms this punishment can take: resistance, resentment, rage, abandonment.

I think that here I am close to a point that Carolyn Hartl made recently. She began by saying that "the humanistic approach to teaching is based on [more than] superficial sentimentality." I would agree, and I would add that repeating "humanistic" slogans and adopting an assortment of pedigreed "humanistic" techniques, or having students talk about their feelings, dreams, and preferences, does not guarantee that a teacher is not in the tradition of the Inquisitor or of the Utopian. Nor does the use of an ancient conventional textbook necessarily mean a non-"humanistic" teacher. The three "Ways" that I have described in this book are "humanistic" in their intent and in their respective views of what goes on inside and among people; it is here rather than in their techniques that we may find hints for our own development as teachers. What is necessary, says Hartl, over and above the theories and the techniques, is "the ability to model convincingly" in one's own person "the outcome" of this kind of teaching. To do so, she says, a teacher must be "willing and able to share the most important aspects of life, to give freely of self." Beyond that, if what I have been saying in this chapter is true, the teacher must be willing to become vulnerable, taking risks with the clear knowledge that "risk" by definition means occasional painful losses. Hartl suggests that this kind of teaching may not be for every teacher. I think she may be right. We saw in Chapters 1 and 2 that the "heavy-handed authoritarian", and the Grand Inquisitor" may be feared and disliked by their students, and may seriously limit their own effectiveness, but through using their "miracles, mysteries, and authority," they are usually able to keep any corrosive effects bottled up inside their students, so that those effects do not spill out on them.

Why then undertake a kind of teaching which is so demanding of skill and at the same time so risky? To risk and lose means among other things to die a little: to see one's ties with the outside world severed by just that much, and within, to feel that Self out of which one's future messages to the world must rise called into question--called into question not only before others but before oneself, never being quite sure where this loss, this particular failure, came from, whether merely from some error of technique, or from having guessed wrong about what this particular student truly could have done, or from having opened for the student a door through which in fact he might have stepped but which he has slammed shut in our face. In addition, we meet the dying out of that echo from our colleagues that tells us, "Yes, you are on the right track. You are one of us." Not least, there is also the basic physical loss in slipping by the amount of any failure, that much closer to unemployment--to economic death. Remember Eric Berne's way of putting it: that when we don't get the strokes we need, "our spinal cords shrivel up."

Once more, then, why not avoid this deadly risk? Perhaps the answer to this question is one of the permanent natural mysteries. For some people, the answer to this question lies itself. In earlier chapters I said that when we say that something--a person, an animal, a vegetable, a microorganism even--is "alive," we mean that it is able to take into itself new things that it needs, and to use them, and to get rid of what it no longer needs, and to grow (in size or in other ways) into the world around it; and that in doing all these things it continues to be itself even as it changes. "Life" in this sense has not only length and breadth, but also depth. The same person who is physically sound and economically prosperous may on levels have stopped taking in the new, and letting go of what no longer fits, and changing: may, for the sake of hanging onto the Self that is, have given up knowledge of, and further unfolding of that very Self. This grinding to a halt, this digging into a permanent position, this inflexibility is a loss of life, therefore a kind of death on the one level--the symbolic level--which is available only to human beings and not to animals or plants.

This is what the would-be "humanistic" teacher sees. But the very seeing of it is an act--or better, it is a process--which is going on at the deepest, most uniquely human level, inside the teacher. Therefore, to withhold what flows out of this insight--that is, to fail to offer more and deeper "life" to her students, would for the teacher be a contradiction of her own life process, and a denial of it: therefore a termination of it. So the teacher risks one kind of death for the hope of a different kind of life within herself as well as in her students.

What this kind of teacher tries to do--exchanging life on one level for life on another by helping her students to find in themselves a freedom which is their own, an understanding and a self-understanding which will go on growing of itself--this is impossible. Yet it does take place.

So it is because she has seen the impossible event take place--because she knows that the process, incredible as it is, can still continue - it is out of this knowledge, this experience, that this kind of teacher takes up her authority with not a little reverence, and bears it with a natural humility, handling with courage the mystery-behind-mystery, playing out her part in simple, daily miracle.
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