

[image: (197987)(理查兹应用语言学自选集)理查兹应用语言学自选集扉页.jpg]







Copyright © Foreign Language Teaching and Research Press 2010

All rights reserved. No part of this publication may be reproduced or distributed by any means, or stored in a database or retrieval system, without the prior written permission of Foreign Language Teaching and Research Press.

本书版权由外语教学与研究出版社独家所有。如未获得该社书面同意，书中任何部分之文字及图片，不得用任何方式抄袭、节录、翻印或存储利用于任何数据库及检索系统等。









Published by Foreign Language Teaching and Research Press

No. 19 Xisanhuan Beilu

Beijing, China

http: //www.fltrp.com






图书在版编目(CIP)数据

理查兹应用语言学自选集=Selected Works of Jack C. Richards on Applied Linguistics：英文/(新西兰)理查兹(Richards, J.C.)著.—北京：外语教学与研究出版社，2010.3（2011.5重印）

（世界应用语言学名家自选集）

ISBN 978-7-5600-9373-4

I.①理…　II.①理…　III.①应用语言学—文集—英文　IV.①H08-53

中国版本图书馆CIP数据核字(2010)第033643号





出版人：蔡剑峰

选题策划：刘相东

责任编辑：郑丹妮

封面设计：袁 璐

出版发行：外语教学与研究出版社

社址：北京市西三环北路19号(100089)

网址：http: //www.fltrp.com

版次：2010年3月第1版　2011年5月第2次印刷

书号：ISBN 978-7-5600-9373-4

*　　*　　*

制售盗版必究　举报查实奖励









Contents



序



Preface I



Preface II



Looking Back: Reflections on a Career in Applied Linguistics



Part 1　State-of-the-art Essays



Growing up with TESOL: A Personal Reflection



Communicative Language Teaching Today



Second Language Teacher Education Today



Speech Acts and Second Language Learning



Language Transfer and Conversational Competence



Part 2　Curriculum, Methods and Materials



Language Curriculum Development



Method: Approach, Design, and Procedure



The Secret Life of Methods



Beyond Methods



The Status of Grammar in the Language Curriculum



Textbooks: Help or Hindrance in Teaching?



Materials Development and Research—Making the Connection



The Role of Vocabulary Teaching



Part 3　Teaching Listening, Speaking and Reading



Teaching Listening and Speaking: From Theory to Practice



Listening Comprehension: Approach, Design, Procedure



The Effect of Discourse Markers on the Comprehension of Lectures



Conversational Competence through Role Play Activities



A Profile of an Effective Reading Teacher



Addressing the Grammar Gap in Task Work



Part 4　Understanding the Nature of Language Teaching



Teachers' Maxims in Language Teaching



Exploring Teachers' Beliefs and the Processes  of Change



Teacher Beliefs and Decision Making



What' s the Use of Lesson Plans?



Exploring Pedagogical Reasoning Skills



Learning How to Teach in the RSA Cert



Competence and Performance in Language Teaching



Part 5　The Second-language Teacher Development Program



Beyond Training: Approaches to Teacher Education in Language Teaching



Content Knowledge and Instructional Practice in Second Language Teacher Education



Conceptions of Teaching and the Education of Second Language Teachers



The First Year of Teaching



Teaching and Learning in the Language Teacher Education Course Room: A Critical Sociocultural Perspective



Postscript



List of Publications










序

理查兹（Jack C. Richards）教授是中国应用语言学界和英语教师熟悉的学者，这首先是因为他著述颇丰，且有多部学术专著、英语教科书和一部工具书被引进中国，广为研读和使用，还因为他多次应邀亲临中国，或在学术会议上做主旨发言，或到各地讲学，接触过许多学者和一线英语教师。理查兹也是我国外语教育出版界的老朋友。

应用语言学在大约60年前起步时，其初衷是借鉴语言学的研究成果来改进语言教学，特别是第二语言教学（以下称TESOL）；如今，应用语言学已经发展成为一个借鉴多个相关学科的研究成果，以解决语言为核心或基本介质的现实问题为己任的研究领域。研究的深入和疆界的拓展造就了一批成就卓著的应用语言学学者，理查兹是其中具有非常广泛影响的一位。

从上世纪60年代后期至今，理查兹一直致力于推动TESOL的发展。他的职业生涯谱写出一部连贯和谐的三部曲：外语教学—以TESOL为主要关注的应用语言学研究与实践—语言教师教育研究与实践。第一部，对外语教学的浓厚兴趣使理查兹选择了外语教学职业，先是在新西兰，继而在加拿大和印度尼西亚从事外语教学实践。第二部，出于对学术和事业发展的追求，理查兹决定攻读博士学位（1968），从此，他投入到当时刚刚发展起来的TESOL研究领域，在读博后期便在学术界崭露头角，继而陆续发表了一系列有分量的学术著述，成为该研究领域有影响的学者。第三部，对TESOL本质和语言教师的探究和对第二语言教师教育的探究。贯通理查兹职业三部曲的是他对TESOL事业始终如一的兴趣与关注。如果把TESOL的基本要素概括为教与学、教学环境和目标语（英语），理查兹的聚焦点是“教”与“学”这对统一体中起主导作用的“教”，是英语教师及其职业发展。他也发表过一系列有关语言本质、语言运用以及二语习得的著述，但每一篇的落脚点都是TESOL，为TESOL的实践和理论升华做出了不可小视的贡献。

不容忽略的是，在理查兹的职业生涯中，还有一部重要的“伴随曲”，那就是英语教材的编写。从1974年到2008年，理查兹独立或与合作者合作出版了17部英语教材，除其中一部外，均分别由牛津大学出版社和剑桥大学出版社约稿出版，使用者遍布全世界。说这部“伴随曲”不容忽略，不仅仅是因为教材编写是他职业经历的重要组成部分，还因为教材是第二语言课程的重要环节，体现了编者的课程理念，对学习者需求的把握，以及对教学方法、语言主体、二语习得和习得环境的理解。在我看来，教材编写使得理查兹对TESOL事业的追求更加脚踏实地，因为他必须熟悉课堂教学实践，而他的学术著述也因此更具针对性，摆脱了抽象、居高临下的弊病，做到了深入浅出，易于理解和吸收。

《理查兹应用语言学自选集》收录了他的职业生涯自述和31篇学术文章，文章分为五个部分：

第一部分“现状述评”（state-of-the-art essays）由5篇文章组成，述评了TESOL、交际流派的教学、第二语言教师教育等五个重要研究课题的发展与现状。这组文章展现出作者对TESOL领域和相关研究发展脉络的宏观把握，以及对其中关键性议题的提炼和思索，对TESOL学科发展起到把脉和承前启后的导向作用。

第二部分“课程、教学思路与教材”和第三部分“教听、说和阅读”共收录14篇文章，与作者职业生涯的第二部曲相对应，分别对语言课程发展、教学流派、教材编写（共8篇）和听、说与阅读教学等（共6篇）做出探究，覆盖了TESOL的各个重要层面。这些文章大致可以分为三类：第一类是导向性述评和对TESOL学理的构建（theorizing）；第二类运用相关研究成果解决英语技能课和教材设计层面上的重要议题；第三类文章针对英语教学实践中遇到的实际问题提出对策。值得提及的是，第二部分的首篇述评文章Language Curriculum Development的发表距今已有26年，但仍对我国正在开展的外语教育改革有重要的现实意义和导向作用。




第四部分“理解语言教学的本质”和第五部分“第二语言教师发展课程”共收录了12篇文章，与作者职业生涯的第三部曲相呼应。这些文章多是作者近20年来陆续发表的作品，关注视角从语言教学转向作为语言教学主导的教师和教师教育。什么是语言教学的真谛、什么是语言教师的知识基础、教师信念经历了哪些发展变化、信念在教学决策中的作用是什么、教案有什么作用、教学推理意味着什么等，是第四部分文章的主要议题。而在第五部分，作者介评了教师教育理论流派（1989），探讨了教师教育如何理解和把握学科教学知识和教学实践（1991），并进一步提出教师教育课程范式转变的新基础（1993）。这部分还收录了作者对新手教师第一年教学的个案研究和一篇运用社会文化理论审视教师教育课堂中的教与学的力作。由于应用语言学领域对语言教师和语言教师教育的研究仅有大约20年的历史，而此类研究在我国还处在起步阶段，“自选集”的第四、五部分显得尤其及时、中肯，定会引发读者的思考。

理查兹的学术发展伴随和标志着TESOL的成长。从他的著述中，我们可以感觉到TESOL的发展脉搏。他的一些作品已经成为该领域的经典，更多作品则敏锐地抓住TESOL各个发展阶段的关键问题，借助自己的知识功底和实践经验，运用思辨、推理和论证，以清晰的思路对问题做出言之有物、颇具成效的探讨。理查兹的学术历程突出表明语言教学探究的双向性：从多个相关研究领域汲取养分，以提高语言教学实践的有效性，这是一个审视性地运用已有研究成果的过程，是一个创新的过程；洞察、思索第二语言教学实践，以提炼第二语言教学的真谛，这是一个从体验和直觉到理性升华的过程，也是一个创新的过程。第二语言教学之所以能够发展成为一个名副其实的研究领域，离不开几十年来该领域学者和教师如上所述的双向探究。“自选集”中收录的文章可以使我们找到如何进行双向研究的借鉴。

“自选集”中有一份理查兹提供的著述目录，包括24本专著、38篇论文和18部教材。读者也许会问，是什么使他取得如此的成就？读了书中的作者自述便知道，是他对TESOL的浓厚兴趣与执着和他的事业心所使然。如今理查兹已经退休，但他退而不休，不仅每年都拿出一部分时间教书，还于2009年出版了The Cambridge Guide to Second Language Teacher Education
 （与Burns合作，CUP），这其中的启示也许不言而喻。

正如“自选集”的开篇所述，TESOL的发展充满活力和变化。由于多种动态因素的共同作用，TESOL只能是个极其复杂的实践领域和十分艰难的研究领域。就人数和精力投入而言，中国是个TESOL大国，在英语教学方面取得了可圈可点的成绩；然而在科研方面，外语教学尚不是一个得到我国外语学界广泛认可的研究领域，已有的研究无论在数量上还是质量上都存在不小的差距。在此意义上，理查兹和其他世界应用语言学名家自选集的出版是我国应用语言学和外语教育界一件值得庆幸的大事。

中国的改革开放使我有幸在上世纪80年代前期（1982—1984）成为理查兹的学生。他是我在夏威夷大学的第一位ESL老师，他的授课、讲座、著述和科研活动都对我产生了持久的积极影响。离开夏威夷之后，我虽然继续得益于老师的作品和讲座，但直到最近遵外研社之嘱为《理查兹应用语言学自选集》写序，拜读了老师的书稿和自述，才真正有机会纵观他的学术历程，思索其意义。这于是成为我的又一次学习经历。

吴一安

2010年元月



北京外国语大学







Preface I

It' s a great pleasure to be invited to write a foreword to the Foreign Language Teaching & Research Press compilation of works by Professor Jack C. Richards. All over the world there are language teaching professionals whose work has been influenced by Jack' s writings, his professionalism and expertise and I am no exception.  It has also been a privilege to work with him as teacher, researcher and co-author.

One way or another, my contacts with Jack go back a long way. In the very early 1980s, just after I migrated to Australia from the UK, I found myself teaching immigrants in the Australian Adult Migrant English Program. Having little real knowledge of second language learning beyond my own intuition (maybe like many language teachers in those days), I enrolled in a Graduate Diploma in TESOL at the Institute of Technical and Adult Teacher Education (now University of Technology, Sydney). At that time this was one of the first specialist TESOL programs in Australia. Of course, Jack' s publications on error correction, teacher training and education, the teaching of listening and so on were prominent among the works that we students read and they had a great influence on my emerging ideas about communicative language teaching—still a relatively new approach to teaching practice in the early 1980s.

Strangely enough, there were other connections with Jack even then, although I didn' t know it at the time. One of my most memorable and influential lecturers in that course was Dorothy Brown, originally a New Zealander, and a name that anyone who did their TESOL training in NZ and Australia in the 1980s and 1990s will be familiar with. Dorothy' s lectures were frequently punctuated by her references to H.V. George (Mr. George) with whom she had worked and studied in New Zealand. We sometimes referred to him as &quot; Dorothy' s hero.&quot; However Mr. George must have been quite a man!  Jack' s career, as his autobiographical account shows, was also greatly influenced in the early days by H.V. George and his passion for teaching grammar.  Mr. George' s emphasis on grammar and grammar teaching managed to extend to my own experience as a student at this time, as one of the first things we were told by Dorothy was that we would need to pass a grammar test—a stressful, strange and even shocking idea for many of us would-be-better language teachers at a time when grammar was&quot; off&quot; the language teaching agenda!

Fast forward to the very early 1990s, and Jack' s book, co-edited with David Nunan, Second Language Teacher Education
 , had a major impact on my then role as a professional development coordinator and novice academic. Few collections on teacher education had yet made their way into the applied linguistics/TESOL field and this volume became a guiding light for me in the new approaches I was trying to introduce into my work on training teachers and teacher trainers. About this time I enrolled in a Ph.D. at Macquarie University with David Nunan as my supervisor, and I was very thrilled when I received an invitation from Jack to contribute to the book, Teacher Learning in Language Teaching
 , to be edited with Donald Freeman, using some of the research I was doing on teacher beliefs. Again, here was Jack at the forefront of new ideas in teacher education—in the mid-1990s the whole literature on teacher cognition, knowledge, beliefs and learning was very much in its infancy.

It was about this time that I met Jack personally at the City University in Hong Kong. Passing through on my way back from the IATEFL conference in the UK, I had a day to spare and emailed him to ask if I could drop in. He welcomed me warmly and in the two hours that followed I began to realize why Jack was such a prolific and productive thinker in our field and also to learn something about his wide-ranging interests. Within two hours, I had been plied with daft copies of his four latest articles, shown the manuscript of new course materials he was working on, been marched rapidly round a high-class shopping centre to visit gorgeous textile and jewelry shops, and been supplied with a rather weak cup of latte. I realized then that this was a professional in our field with many dimensions to his personality and with whom I definitely wanted to keep in touch.




Luckily I have been able to do just that over the last decade. For several years, as a visiting Adjunct Professor at Macquarie, Jack generously offered his time to give guest lecturers to students in our Masters' program. His breadth of knowledge about policy initiatives, and theoretical and practical ideas surrounding English language teaching in the Asian region and elsewhere always had the students entranced, particularly as many of them come from Asian countries.  Moreover, students in our Doctorate in Applied Linguistics program delivered in Mexico still recount the memorable time Jack spent teaching a course on teacher education. It was memorable for me too as I co-taught with Jack and it was where the idea for our co-edited book, The Cambridge Guide to Second Language Teacher Education
 , soon to be published, was born.  It was also memorable for our rather sad efforts to become more proficient in speaking Spanish—my attempts have been no more successful than those Jack recounts for himself!

Every year Jack spends part of the year in Sydney, where we are often able to make contact. I count myself fortunate to continue to be professionally mentored and encouraged in my own hometown by a man who has been such a major influence on the development of the field of applied linguistics and TESOL and who has inspired so many teachers worldwide with publications reflecting the best of current practice.  Jack, thank you for the conversations, the jokes, the lunches and dinners, the emails, and the music—and congratulations on this wonderful volume. I look forward to lots more.

Anne Burns

Macquarie University

December, 2008





Preface II

It was Seoul, South Korea, 1984 and I was just beginning to get my teaching English as a foreign language legs after five years of trying out various different ideas. Yes, I had started to read in 1979 in this new and interesting field called TESOL or was it Applied Linguistics; I could not make the distinction. At that time Krashen' s work was the most influential to me because it seemed most logical; I was terribly excited about General Linguistics as I could not see how it would help me as a teacher in the English as a foreign language classroom at that time. Anyway, I decided to start attending more gatherings of English teachers in Seoul that were mostly organized by a relatively new group called Korea TESOL (although I was at the first gathering of Korea TESOL). One Saturday afternoon I went to a talk they organized by Seogang University in Seoul and the person giving the talk was none other than Jack Richards. What I remember most about the talk, apart from the yellow jacket and his smooth and confident delivery, was the stance he took: he talked to ME as a TEACHER rather than a focus on the language we were teaching. In other words, he focused on the &quot; T&quot; (Teacher) in TESOL, and for me that was the first time anybody made sense while talking about this new field. For me and other teachers around me Jack made theory accessible to us teachers with a style of writing that invited all to read. Later I had the opportunity to introduce some of his lectures in later conferences in South Korea and I also went to Hong Kong to interview him for the fledgling Korea TESOL Journal that I was trying to start up. On all of these occasions, Jack was very polite and was very willing to share his vast knowledge with any and all who were interested.

Before I moved from South Korea to Singapore, I had read most of Jack' s work and found it really helpful because for me he was able to take concepts from general education studies and make them applicable for TESOL. At that time two of his books were most influential on my work: The Language Teaching Matrix
 (1990), and Second Language Teacher Education
 (1990). In fact, I think it was the latter book that pushed me over the edge to pursue my own Ph.D. because it was the first collection I saw that addressed second language teacher education. I then moved to Singapore in 1997 to teach at the National Institute of Education, Nanyang Technological University and discovered that Jack had moved at the same time to RELC to teach six months out of every year. Because RELC has the best English language teaching library in the region I was a frequent visitor to RELC and of course renewed my collaborations with Jack and this led to a coauthored book on teacher development: Professional Development for Language Teachers
 . Working with Jack on this book when he was in town was in fact the turning point in my professional career. When we first sat down at lunch to discuss the outline of the book, and Jack started to talk, I remember taking out a pen and taking notes for the following two hours without stopping such was his brilliant stream of consciousness on the topic. I remember thinking that he REALLY
 does know his stuff, and he knows how to write it for others to understand. In the ensuing two years that we took to publish the book, I never received any negative emails or other communications from Jack regarding my ideas, thoughts, input or otherwise even though I know he must have rolled his eyes sometimes with some of the things I came up with. I could see that Jack was the real teacher' s teacher and that he really does care about all the teachers who are out there trying to teach English as a second or foreign language. This collection of his works is a gem because in one read you get the best of Jack Richards, not to mention reading about Jack' s own story in his own words which is really the development of TESOL as a field in its own right which is mostly thanks to his vision and scholarship, a vision that has spanned the past 30 or so years. All the gems are here for you to read and realize what a true intellectual Jack Richards truly is. I am honored to write this foreword to a collection that I think will be as illuminating now as these articles were when they first came out. On looking at this collection I hope you will agree with me that Jack C. Richards has given a lot to this still relatively new field of TESOL.




Thomas S.C. Farrell

Dept. of Applied Linguistics, Brock University

St. Catharines, Ontario, Canada

December, 2008
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Looking Back: Reflections on a Career in Applied Linguistics


Introduction




The series editors for this book ask authors to provide &quot; an autobiography of about 10, 000 words, summarizing your academic life.&quot; This is a request I have never been asked for before beyond the brief two-paragraph bio-statements that normally appear on book blurbs or in conference program notes. Normally I would imagine such an account would be of little interest to any but a few close friends and family members, so at the outset I would like to prepare the reader for the apparent self-indulgence and self-obsession that such an account is bound to suggest. In preparing this account I found myself at times revisiting some periods of my life that I had largely forgotten (or perhaps, tried to forget). Other times however were periods of intense academic and professional excitement and provided many treasured memories of places visited, friendships made, and hurdles crossed. I will leave the reader to decide which was which.


From applied linguist to teacher educator




Perhaps like many in my profession, my introduction and initiation into the field of applied linguistics, and in particular, the teaching English as a second/foreign language, happened quite by chance. After completing my secondary education at a school in a small town in New Zealand (Gisborne—the place where Captain James Cook first landed in 1769 on one of his south Pacific voyages) I didn' t proceed straight to university but worked for two years for the New Zealand Broadcasting Corporation as a trainee cadet. I wasn' t sure what field of broadcasting I would end up in but hoped it would lead to a career related to some aspect of the arts. I worked in the head offices of the Corporation in Wellington doing for the most part the rather mundane chores that a trainee was assigned. At the same time (1962) I commenced part-time studies towards a Bachelor of Arts degree at Victoria University in Wellington. After two years of part-time study I decided to abandon my thoughts of becoming a radio or television personality and switched to full-time studies, majoring in English but also taking courses in music, history and philosophy. I had no particular career path in mind at that time. However I needed part-time work to help finance my studies and a classmate mentioned to me that she had found part-time work in a language teaching centre for international students at Victoria University. She had found employment as an assistant in the language laboratory and another student helper was also needed.

So I made my way to the centre (the English Language Institute as it was called, and still is), which was housed in a two-storey house near the campus. I later learned that the Institute had been established with funding from the New Zealand Ministry of Foreign Affairs, to provide English language support for students on government-sponsored scholarship programs in New Zealand. It also offered a Diploma in Teaching English as a Foreign Language, targeting English teachers from the Pacific region, south east and north east Asia, who were also studying at the Institute on New Zealand Government scholarships. When I arrived for my job interview the place was buzzing with activity as students arrived for their classes and tutorials and I found myself in a world that I didn' t know existed. Here were numerous foreign students, earnestly seeking to master a language that had cost me nothing to acquire. And they came from exotic destinations such as Indonesia, South Korea, and Sarawak, places that had long held a fascination for me. After a brief interview with one of the lecturers I was offered a part-time job and shown where I would work and what I would be required to do for my eight hours or so of weekly work. My work was to set up the tapes in the language laboratory and to offer any help that was needed as students completed their listening assignments.




This was a transforming experience for me and within days of starting my job I decided that teaching English as a second language, whatever that was, was something I wanted to focus on. I never considered any other option and from that day on had a clear focus for my studies. It was not a well-established field in New Zealand at that time and some of my classmates thought it an odd choice. But I was fascinated by the subject of English language teaching, by the fact that there were career possibilities in the field of English teaching, and also by the fact that it seemed to offer the chance of exotic travel, another plus from my perspective, never having left New Zealand. There were a few courses in linguistics available as part of my undergraduate degree and in addition to those I managed to sit in on as many classes as I could manage that the English teachers studying at the Institute were taking as part of their Diploma. Later, when I moved on to complete my Master' s degree at the same university I took as many language-related papers as were on offer and also a paper on TEFL offered by the English Language Institute. Following my graduation with an M.A. degree I was thrilled to be offered a job as a junior lecturer at the Institute, and so my career began.

When I first began work at the Institute as a student assistant I was anxious to find out as much as possible about the field of English teaching. Perhaps the book that most impressed me at that time was R.A. Close' s English as a Foreign Language
 , a masterly introduction to the grammar of English from the perspective of a second language learner and one that is still well worth reading. I also discovered the journal English Language Teaching
 and was amazed to discover how much there was to learn about the field of English language teaching. I felt there were three areas I needed to focus on and to learn as much as possible about as part of my initial professional development: the English language, second language learning, and language teaching methodology. (It was only some years later that I realized that I needed to add a fourth area of study—second language teacher education.) After completing my M.A. degree I taught at the Institute (mainly offering follow-up tutorials to some of the staff' s lectures) but also completed the Diploma in TEFL that the Institute offered. Although I learned a lot from the diploma course, the weakness in the training I received at that time was in the practical area. The course was heavy on theory but largely ignored many of the practical realities of the classroom.

The director of the centre at that time was a British TEFL expert who had had a mainly British Council career in Europe and India before taking up his appointment as director of the Institute shortly after I made my first acquaintance with it. He was H.V. George (always referred to deferentially as Mr. George by most of the staff), a man who was held in awe by staff and students and who was a charismatic if somewhat idiosyncratic thinker. He loved to challenge the established orthodoxies of the day and offered alternative answers of his own to most of the important questions of the time. H.V. George had a marked influence on all who worked with him. His strengths were English grammar and second language learning theory, and he had developed his own individual theory of language learning which he expounded in his lectures and course handouts. (These eventually appeared in a book on error analysis, which although well regarded when it was first published, soon disappeared from view since it was written by an &quot; outsider&quot; to the field of second language learning). H.V. George was also one of the earliest proponents of corpus analysis, having compiled a verb form frequency count while he was on the staff of the Central Institute of English in India. Curiously his ideas on teaching were rather archaic and still embedded in the pattern-practice paradigm of the day, as seen in his book 101 Substitution Tables
 , which we were required to use as a teaching resource in some of our classes. I still have pangs of guilt and embarrassment when I recall subjecting English teachers (some of whom were from Singapore and Malaysia and of course  spoke English fluently) to drilling sessions using Mr. George' s substitution tables. After my year as a junior lecturer following my M.A. degree I realized that I would need to learn a lot more about the field to pursue a career in academia. This meant acquiring a Ph.D. Luckily I had graduated with first class honors for my Masters degree and this gave me a good chance of obtaining a scholarship for overseas study.




In those days the prize destinations for overseas study were Oxford or Cambridge or similarly prestigious universities in North America. However I decided to try my luck and apply for a Canadian government scholarship, since there seemed to be a number of prominent scholars working in the second language field in Canadian universities (people like H.H. Stern and W.E. Lambert, for example). And so in 1968 I was fortunate to receive a Canadian Commonwealth Scholarship towards Ph.D. study in a Canadian University, and opted to complete my Ph.D. at Laval University, a French-medium university in Quebec. Not long after that, I found myself busy learning French and attending graduate courses on the campus of Université Laval in the delightful city of Quebec.

One of the reasons I chose Laval was that I wanted to study with a well-known Canadian applied linguist who taught there—W.F. Mackey—whose book Language Teaching Analysis
 , which appeared in 1965, impressed me with its clear and systematic approach to the analysis of language teaching methods and materials. Mackey was director of  the International Centre for Research on Bilingualism at Laval University, set up with funding from the Ford Foundation. When I arrived at Laval I was given an office in the centre, which seemed to me to have no clear purpose apart from acquiring documentation on any and every aspect of bilingualism that could be documented. Mackey, like H.V. George in New Zealand, was also interested in syllabus design and vocabulary (among his many interests) and in the notion of identifying the core vocabulary needed to learn English as a foreign language. After discussions with Professor Mackey the topic I chose for my doctoral research was in the area of vocabulary selection, and I eventually completed a rather pedestrian doctorate in this area (teaching part-time in a primary school and also at Laval University during this period to acquire more classroom experience). Looking back I am not totally sure why I chose the topic I did for my doctoral research. It focussed on lexical familiarity—people' s subjective impressions of word frequency—and my study compared people' s impressions of the importance of words with their actual frequency in word frequency counts. (Oddly enough, this issue has recently appeared in the literature again with an article devoted to the topic in a recent issue of the journal Applied Linguistics
 .) Looking back today on the issue to which I devoted some two years' full time research brings to mind the immortal words of the comedian Bette Midler: &quot; Why bother?&quot;

But other things that went on during my Laval years were to have a much stronger impact on my career. Halfway through my degree in 1971 I read about a conference in San Francisco sponsored by a relatively new organization called TESOL. My professor suggested I submit a paper proposal (my first at an international conference) and that on my way to the conference I stop off to meet Bernard Spolsky, another New Zealander, then teaching at the University of New Mexico in Albuquerque. Luckily my paper for the conference was accepted and on route to San Francisco I duly stopped off to meet Bernard Spolsky in Albuquerque. It turned out that he had been a teacher at my high school in New Zealand and had taught both my sister and brother. Small world. Over the years he became a valued mentor and friend. My paper for the San Francisco conference picked up issues related to error analysis—a topic that H.V. George had introduced to me—and the paper I gave, that is &quot; A non-contrastive approach to error analysis, &quot; got an amazing reception at the conference. I was at the right place in the right time and following the reception of my error analysis paper, received numerous invitations to speak at universities in Canada and the US, forging valued contacts and friendships with many key players in the field of applied linguistics.




The reason my paper went down so well was that there was a minor paradigm shift going on in applied linguistics in the 1960s and 70s as the theory of contrastive analysis was being overturned in favor of alternative views of second language learning, that eventually led to the field of second language acquisition. This was a period when the names of people like Steven Krashen, Evelyn Hatch, Heidi Dulay, Marina Burt, and John Schumann started to become more and more familiar. I became a small-time player in the emerging second language acquisition (SLA) field around that period, but more importantly, from that time was welcomed warmly into the emerging community of practice that was laying the foundation for the newish discipline of TESOL. In the US this consisted of people like Richard Tucker, H.H. Stern, and James Alatis, and in the UK people like Peter Strevens, Chris Candlin and S. Pit Corder, as well as younger emerging figures in the field such as Merrill Swain, Henry Widdowson, H. Douglas Brown and many others, whose intellectual leadership in the profession as well as friendship has always been an inspiration to me.

From Canada I needed to get to warmer climes and after completing my Ph.D. in 1972 I took up an invitation from an Indonesian student whom I had met at the English Language Institute in Wellington, to teach for a year at her university in Central Java. She was now the head of the English department at a small University in the town of Salatiga, which was well known locally for its excellent English program. The university—Univeristas Kristen Satya Wacana—was a Christian University, but the fact that I was an atheist did not seem to bother anybody. It turned out to be one of the most memorable years of my career. My appointment was largely as a volunteer, since I would receive room and board and a salary of $150 a month. Despite the salary I was happy to accept the invitation. Central Java is a spectacular place to live, and in my year there I also visited many other parts of Indonesia, such as Bali and Sumatra. Apart from teaching English and helping  revise the curriculum in the university, I worked with students in drama productions and tried to learn Indonesian.

On my way to take up my position in Indonesia I stopped off in Singapore to meet the director of the recently established Regional English Language Centre (English was later to be dropped from the centre' s name)—Mrs. Tai Yu Lin, who invited me to teach at RELC as the New Zealand Government staff member after completing my year in Indonesia, an invitation I was delighted to accept. The centre had been established in 1968 by an organization called the South East Asian Ministers of Education Organization (SEAMEO), a consortium of regional ministries of education that ran a series of centres in different subject areas around the region. The Singapore Government sponsored the centre in Singapore (as it still does), which focussed on language teacher education, the only centre in SEAMEO with this specialization. In its early days RELC received a lot of support from foreign governments (New Zealand is an associate member of the organization), so there were staff members at RELC sponsored by the British, New Zealand, Australian, American as well as Singapore governments. I have been involved with RELC in some capacity ever since, doing an annual stint there in what is one of my favorite cities, teaching postgraduate courses to M.A. and other students. In the 1970s RELC was one of the few places in Southeast Asia where full time postgraduate courses in TESOL were taught and so occupied a unique niche in language teaching at the time. Its excellent library, a lively group of colleagues from around the world, and the fact that everybody who was anyone in applied linguistics passed through the center made it a stimulating environment to work, as it still is.

I enjoyed the opportunities for academic writing that started to come my way since the favorable reception of my paper on error analysis (which now looks so quaint and dated that I have not included it in this anthology)! In the 1970s I began to find a ready audience for papers that drew on the courses I taught at RELC, exploring issues in the teaching of the four skills, grammar, vocabulary, and other areas. With two visiting colleagues at RELC (John Platt and Heidi Weber) we put together the first edition of the Longman Dictionary of Applied Linguistics
 , an attempt to help our students wade through the terminology they encountered in their reading and their courses. Two edited books, Error Analysis
 and Focus on the Learner
 (with John Oller Jr.) although compiled while I was still a graduate student in Laval, appeared at this time and were considered landmarks in their day. (Amazingly, Error Analysis
 is still in print some 35 years later.) Living in the fascinating multilingual and multicultural context of Singapore also prompted an interest in the role of English in Singapore and in how English there, as in many other former British colonies, was becoming localized with a variety of local English emerging as a marker of Singapore identity. One of my colleagues at RELC—a British teacher trainer and wag called Ray Tongue—was compiling a list of local expressions in Singapore English, which caused a few ripples when it was published. I was actively involved in much of the discussion those days on what came to be known as New Englishes, World English,   and English as an International Language and published a few papers on these topics. I also participated in an important international conference on the subject at the East-West Centre in Hawaii, that brought together some of the key names in the field for a week of discussion and debate, including Sir Randolph Quirk, John Pride, Braj Kachru and Peter Strevens.




In the papers I started writing at that time I thought it important to try to make theory (mainly drawing on applied linguistics, sociolinguistics, and second language acquisition) relevant to teachers in training, and tried to develop a writing style they would find accessible. I think a model I unconsciously followed was that of my Professor at Laval, Bill Mackey, whose articles were superb examples of good composition. The articles I wrote during this period as well as the books that I  edited  and authored were well received. Later I assembled a collection of my papers from the 1970s into a book called The Context of Language Teaching
 , which received an award from the Modern Language Association of America in 1985.

Later after completing two terms of appointment at RELC (with a period devoted to full-time textbook writing between them, that I discuss  below) and realizing the need to work within the context of a traditional university English department, in 1979 I took a teaching position for a year at the Chinese University of Hong Kong and had the chance to live in a city that has become another favorite destination and also another excellent vantage point from which to observe the role of English in a different kind of setting from the one in Singapore. Unlike in Singapore, Hong Kong Chinese people may be fluent in English but they normally use Cantonese among themselves and reserve English for use when speaking to non-Chinese or for specific work-related settings and purposes. There is hence not a Hong Kong equivalent of &quot; Singlish, &quot; that variety of Singapore English widely spoken by Singaporeans of all walks of life.

My stint at Chinese University turned out to be shorter than originally anticipated, for while I was there I was encouraged to apply for a full professorship at the University of Hawaii, an invitation that few ambitious academics could resist. Hawaii was actively trying to build up its TESOL program and a position had become available following the tragic death of Ruth Crimes, who was killed in a plane crash while on route to the TESOL Convention in Mexico City. I had already gotten to know Hawaii and its Department of English as a Second Language, having spent a summer there taking summer courses immediately after completing my doctorate. In Hawaii I joined a  department which was on its way to becoming one of the top departments of ESL in the US. Working in the department gave me as colleagues some of the best brains in the field, such as Richard Schmidt, Richard Day, Michael Long, Craig Chaudron, J.D. Brown, and Martha Pennington, and considerably sharpened and deepened my understanding of the field.

It was there that another University of Hawaii colleague (Ted Rodgers) and I wrote Approaches and Methods in Language Teaching
 , which has been widely used ever since and is often regarded as a classic in the field.  The book had begun as a conference paper I gave in Japan in 1980. This was the time when new methods such as Silent Way
 , Total Physical Response
 , and Counseling Learning
 were being promoted as breakthroughs in teaching methodology and were often, I felt, being promoted and accepted uncritically. After my experience studying French at Laval (which I describe elsewhere in this paper) I had developed a distaste for bandwagons and fads in methodology and in my conference paper in Japan I tried to bring a little rational thinking into the discussion. I later sent the paper to Ted Rodgers, who was at that time teaching in China, and he responded with comments that almost equaled my original paper in length. We revised the paper as a joint article that was published in TESOL Quarterly
 . We later expanded the paper into the book that became a best seller of its kind and which has been translated into several languages.




In Hawaii I taught courses on methodology, curriculum development and the practicum, and these lead to a number of publications in these areas. At the same time during my Hawaii years I became involved as a series editor for two applied linguistics series published by the Cambridge University Press, the Cambridge Applied Linguistics Series
 (jointly edited with Michael Long) and the Cambridge Language Education Series
 . This role gave me a chance to work with many distinguished as well as emerging scholars and also the opportunity to mentor authors through the processes of academic publishing. The two series also provided an opportunity for many young scholars to find an international audience for their work.

From Hawaii I moved back to Hong Kong in 1989, tempted both by the opportunity to spend more time in one of the world' s most fascinating cities as well as by the chance  to set up a new academic department and several new degree courses at the newly established City Polytechnic of Hong Kong (later to become City University of Hong Kong). I was appointed department chair and was able to assemble a team of outstanding teachers and scholars to teach in the new degree programs, two of which were in the field of teacher education—an undergraduate degree and a masters degree in teaching English as a second language. By now I had reassessed my understanding of the role and nature of applied linguistics and added the field of second language teacher education to my research interests. I had come to realize that there was a lot more to teacher education than passing on ideas about language teaching and learning to teachers in training. My research interests expanded to include the fields of teacher cognition, action research, and teacher development, and during my years in Hong Kong was able to build up a very strong academic department, which included people such as Ron Scollon, V.J. Bhatia, Martha Pennington, and John Flowerdew, as well as several outstanding young Hong Kong scholars such as Angel Lin, David Li and Wai King Tsang. I was also able to forge professional links with some of the leading scholars in the field of second language teacher education both in Hong Kong and elsewhere (people like David Nunan, Amy Tsui, Donald Freeman, Kathi Bailey, Rod Ellis, Anne Burns and Karen Johnson) with whom I have had an active association ever since. My areas of research and publication from this period increasingly deal with essential issues in language teacher education and led to a number of books and articles in this area that have had a good profile in the field, an interest that I still actively pursue, as my most recent publications attest.

Following an exciting and rewarding seven years in Hong Kong, personal circumstances required that I re-establish residency in New Zealand and I reluctantly made the move back to New Zealand. There after a brief stint at the University of Auckland, New Zealand, setting up an M.A. program, other interests and particularly my textbook projects and the frequent international travel that book promotions and lecture tours involved, necessitated a shift from full-time academic work to part-time teaching. This I now do in Singapore once or twice a year at RELC, spending the rest of the year at my bases in New Zealand and Australia and pursuing other interests in the arts.





Confessions of a language learner




I grew up in a small town of 20, 000 people in Gisborne, New Zealand, which in theory should have been a good place to acquire a second language. The region itself (the east coast of New Zealand' s North Island) has a large Maori population—the people who lived there prior to European settlement in the 19th century and who still form a significant percentage of the population—and there is a great deal of cultural mix in the region, with a high degree of intermarriage between the Maori and non-Maori population. (One of my sisters is married to a Maori from the region). Linguistically however, despite having Maori neighbors when I grew up I had little occasion to hear or learn the Maori language. Generations of neglect by the government as well as a policy of language suppression meant that by the mid 20th century many Maori had lost most of the use of their native language and used it only in restricted settings—for culturally specific events.

Fortunately since the time of my childhood a more enlightened language policy has prevailed. Maori language schools have become well established, and the language now has much more of a public presence, being used by both Maori and non-Maori to introduce all official functions and events, though individual bilingualism among many Maori is still relatively low. Sadly I showed no curiosity about the language when I was a child, typical of the non-Maori population of my time. Maori was a subject at the high school I attended but as far as I can recall it was perceived as a course intended only for Maori students, and not taken very seriously by many of them either. (A fellow pupil at my high school at that time was Witi Ihimaera, who has gone on to become one of New Zealander' s leading writers and whose book Whale Rider
 , set in the Gisborne district, was made into a very successful movie.) Some years later while I was a Ph.D. student the director general of education in New Zealand asked me to join a group of inspectors who were visiting schools in the region and to observe some of the Maori language classes. From my observations it struck me that the language was being taught as if it were a dead language such as Latin.

There were some non-Maori from my town however, some of my own age and some of a later generation, who showed more interest in learning the language. One, the son of a local Chinese family, took the Maori language course at the local high school and has become fluent in the language, an asset that currently serves him well as the Mayor of Gisborne (Meng Foon). Another, the daughter of a prominent local businessman, took an early interest in things about Maori, became fluent in the language, went on to complete a Ph.D. in aspects of Maori culture and language and to become a distinguished and much respected scholar of Maori and of early New Zealand history as well as  a provice chancellor of Auckland University (Dame Anne Salmond).

Having failed to take the opportunity to learn Maori as a high school student, what other opportunities were there for language learning? Well, French was on offer at my high school and I chose it as one of my subjects, one that I dropped after the first week. I can still remember the first &quot; lesson&quot; I had in French, from a teacher who set out to make the subject as irrelevant and uninteresting as possible. He made no attempt to arouse any interest in the language or any reason to study it, and after two lessons that consisted of attempts to come to grips with aspects of elementary French grammar, I dropped it, reasoning, &quot; Why do I want to learn French? I will never have the need for it!&quot; Ironically some 10 years later I was earnestly studying French again in preparation for a Ph.D. in a French-language University in Quebec, and three years after that was actually teaching a course in applied linguistics in French!




When I eventually entered university in Wellington, a requirement of the undergraduate arts degree was to complete a reading knowledge in a foreign language. I perceived this as another hurdle to get over and considered my options. Students who had done French at high school would find the requirement a breeze if they took French reading knowledge.  So I thought it would be a safer option to take Italian reading knowledge, assuming that I would be on more or less an equal footing with other students in the class. On day one of the class however I found how naïve an assumption that was. The teacher was an elderly and charming toothless old Italian gentleman who spent most of his lessons regaling us with fascinating anecdotes about his youth in Italy. However his &quot; teaching&quot; consisted of handing out Italian texts for translation. Most of the students in the class had already taken French or Spanish or Latin at high school and found this very easy. For me, however, the text might as well have been in ancient Greek. Luckily one of the tutors, a lovely New Zealand lady who had studied in Italy, took pity on me and offered me free tuition at her home on Saturdays, and that together with the help of a patient and supportive student friend, enabled me to pass the course. (Thank you Hamilton Baxter!)

Fast forward and I have been accepted into the Ph.D. program at Laval University in Quebec. One of the reasons for choosing this program was that I was determined to learn a foreign language, and studying in Quebec city offered the opportunity to acquire both a Ph.D. and a foreign language. Before leaving for Canada in 1968 I had taken a short French course from an inspiring teacher in the French Department (Madame Norris) at Victoria University in Wellington as well as private lessons with the wife of one of the members of the French diplomatic course (in exchange for English lessons for her). When I arrived in Quebec in 1968 I enrolled in a summer course in French at Laval University. French summer courses there were quite an industry. Most were for US and Canadian college students who had studied French for some time and wanted the opportunity to live in a French-speaking environment. My needs were rather different, since although most of the graduate course I would be taking would be in English, (I was enrolled in the English linguistics program), I needed a good command of French to survive in my new environment. The six week course on offer for me was my first introduction to a course offered within the straightjacket of a &quot; method, &quot; in this case the French version of the audiolingual method known as the audiovisual method.

We were told it was a breakthrough in teaching methodology, based, of course, on the latest scientific research. What it consisted of was mindless and endless drills and dialogs, no use of English allowed, no taking of notes, and an insistence on faultless pronunciation. I think this experience prompted my subsequent interest in &quot; the methods thing&quot; and to my book on approaches and methods. I did eventually succeed in mastering a reasonable command of French, but this was despite the course. At the university I managed to befriend as many French speaking students as possible (initially mostly from Laos, Vietnam, and French-Africa) until my French was good enough to enable me to form friendships with local students.

Fast forward again and now I am in central Java, Indonesia, spending a year there after my Ph.D., and now determined to learn Indonesian. Unfortunately the language most commonly spoken in central Java is Javanese, and not Indonesian. This time I didn' t have the chance to take a course in the language but working with student tutors I managed to acquire a survival-level command of Indonesian, which developed further when I spent seven subsequent years in Singapore and employed a Malay-speaking housekeeper who helped me maintain a basic command of Malay/Indonesian, one which has not left me.

Some eight years later I took a job in Hong Kong and this time the language I needed was Cantonese. The university I first worked at (Chinese University) offered a Cantonese course for staff, and I enthusiastically enrolled, but after a few weeks along with most of the rest of the class, I found that memorizing useless dialogs and grammar patterns was not likely to take us very far in the language. I left Hong Kong after a year and returned for a much longer stint seven years later. Still determined to make some headway with Cantonese I worked with a tutor once a week, and realized at the rate I was learning the language, the level of fluency I was aiming for would take another 40 years. One problem with learning Chinese (be it Cantonese or any other variety) is that if you are not at the same time learning the written language, you have no way of learning anything from exposure to the written language around you. In Indonesia the written language is everywhere and since it is written with the same alphabet as English, one can begin to absorb words that are visible in print form everywhere—on street signs, on packaging, on advertisements and so on. Using a dictionary the learner can make good progress working independently on language acquisition. With Chinese the situation is very different. Since I was only studying spoken Cantonese and not learning written Chinese at the same time, the option of learning from exposure to the written language was not open to me, so progress was much slower. Those expatriates I did meet who spoke good Cantonese or Mandarin had spent a minimum of two years in full-time language study, something I would have loved to do but could not.




Currently the language I most want to learn is Spanish, for a variety of reasons, and I have made two aborted attempts to learn it. The first was during a visit to Mexico a few years ago. I had a three-week time slot available and decided to make my way with my partner to one of the delightful old colonial towns that are scattered all over Mexico and Central and South America. The one we chose was Oxaxa, and through the Internet I located what looked like a suitable language school. Yes, the director emailed me, we would love to offer you a tailor-made beginner' s course. We dutifully arrived at the school in an old house in the colonial quarter. The director, a delightful Mexican-American lady with a repertoire of tasteless jokes that nearly equals my own, insisted that I first take a diagnostic test. No need, I replied. I am an absolute beginner. However this did not discourage her and she invited some of her teachers to come and observe my diagnostic interview. I thought perhaps it would begin with a few simple questions about my name, nationality and so on. But no, the first question she asked in Spanish was &quot; Could you explain to me the situation of the indigenous peoples of New Zealand?&quot; I was able to use my knowledge of French to guess the meaning of the question, but since I had no Spanish available to me to answer the question she decided not to proceed further with the test. I was assigned a tutor for one-to-one lessons, a jovial chap who proceeded in my first lesson to spend half an hour writing up the conjugations of the future tense in Spanish. I soon realized that like many similar Spanish schools in the region, this one was a place where American college students with six years of Spanish as well as assorted backpackers, came to hang out, and that the school had no idea whatsoever about how to teach beginning Spanish.

A few years later I thought I would try again. This time I scheduled a six-week stop-over in Quito, Ecuador during one of my lecture tours. I asked a colleague there to find me a good Spanish language school, one where I could study six hours a day with three different teachers making use of a solid beginner-Spanish course. Again I made my way to an old house in the colonial quarter and up a flight of stairs to the director' s office. What did they have in store for me, I wondered? Well, as the director explained, we use all our own materials here. He pulled out a grubby set of mimeographed booklets, each dealing with one aspect of Spanish grammar. There was one on nouns, another on verbs, and so on. &quot; But where is the communication practice?&quot; I asked. I could see there was no oral work in any of the booklets. &quot; How will I learn to speak?&quot; &quot; Oh&quot; he replied. &quot; None of your teachers speak English so you will have to speak Spanish to them.&quot; My heart sank again as I saw another disaster in the making. Shopping around for other schools I found the same backpacker hangouts I had found in Mexico and decided to shelve my plans to learn Spanish yet again. Fortunately I did manage to find an excellent private tutor but she was only available for a few hours a week. However, she did succeed in getting me started in Spanish, a journey I hope to resume in the future.





From academic to textbook author




During my first few years as a teacher and teacher-educator  I soon became aware of the role that many textbooks and textbook authors have in TESOL. While I was a doctoral student in the 1970s, the first generation of textbooks based on the new &quot; communicative approach&quot; began to appear, making earlier books written to the audiolingual or situational language teaching formulae look very old fashioned. Looking through the books I had become familiar with at that time, I posed the same questions that many teachers must have arrived at when new textbooks come across their desk: who are the people who wrote these books, people with names like L.G. Alexander, Robert Lado, Brian Abbs and so on? How did they get chosen? And how did they come to write a textbook? And what does it take to write a best-selling textbook series?

During my year in Indonesia I taught from one of L.G. Alexander' s books—Practice and Progress
 —and the bookshops were full of books by him and other popular authors of the day. Many of my students also had a bilingual picture dictionary published by Oxford University Press from their Kuala Lumpur office. It was a modest little book, put together by taking a topically-organized word list that had appeared at the back of another Oxford publication, and repackaging it as a picture dictionary. This little book proved very popular and was later expanded and published in an international version by Oxford University Press in New York. The Oxford Picture Dictionary
 has been a best seller ever since and has spawned any number of similar titles from other publishers. One day during my year at the University in Salatiga, Central Java, a young British representative from the Kuala Lumpur office of Oxford University Press—John Nicholson and now a long-time close friend—visited the campus to find out the books we were using and the kinds of books we needed. I pointed out that the picture dictionary was very popular though not particularly useful, since many of the words in it were of very low frequency. I suggested that a picture conversation book along the same lines would be more useful, and he suggested I write one. I rose to the challenge (not a very difficult one!) and produced a manuscript a few weeks later that consisted of situational dialogs with pictures and substitution exercises which Oxford published a year later (English Conversation Through Pictures
 ). (So much for my years of doctoral research!) It was my first venture into commercial publishing, one that from today' s vantage point looks appalling. But the book sold very well, so well, in fact that Oxford asked me what other ideas I had for books. I proposed a few other ideas and they asked me if I would like to spend some time as a full-time writer after completing my first contract at RELC in Singapore. So in 1975 I found myself as a full time writer, based in Singapore.

The products of those early years are best forgotten, though one turned out to be reasonably satisfactory. Oxford needed a three-level course to be used in Thai teacher training colleges for trainee English teachers, and they linked me up with  a Bangkok-based British Council teacher-trainer (Michael Long—but a different Michael Long from the one who would later be my colleague in Hawaii). We wrote a course called Breakthrough
 which was published in 1977, an early attempt at a communicative course drawing on current ideas of communicative syllabuses and communicative language teaching. The course did quite well in Asia at the time, appearing in both  British English and American English editions. Other courses I wrote for Oxford at this time included a secondary school series for Indonesia, and later, a similar series for Hong Kong (SAR) secondary schools.

Two years later I was back full time at RELC trying to balance textbook writing, teaching and academic writing, a struggle that has been going on ever since. Around this time the Japan office of Oxford University Press asked me if I would be able to write a conversation course for the North-Asian market, and the result was another functionally oriented series Person to Person
 , co-authored at the time with an American teacher based in Japan—David Bycina. (Person to Person
 has sold over a million copies to date and is now in its third edition.) Following the success of Person to Person
 , my co-author and I decided to propose a basic series to Oxford. Every budding textbook writer dreams of writing a basic series—a four skilled multi-level international course—and popular courses at the time included such classics as Kernel Lessons
 and English
 900. However our Oxford proposal was turned down, since Oxford was committed to another series at that time.




By this time I was on the faculty of the University of Hawaii and was becoming well-established as an author or series editor for Cambridge University Press. The New York office of Cambridge was expanding into the ESL/EFL market, and, following the success of their British series (The Cambridge English Course
 ), approached me about the possibility of writing an American ESL series for Cambridge. This was in 1986, and I invited two of my graduate students who were nearing the completion of their M.A. degrees (Jonathan Hull and Susan Proctor) to join me on this project, realizing that it would take a huge commitment of time and energy. So I took leave from my university position for a year, and we began the process of planning and writing the Cambridge series. This was no easy task, since neither us nor any of the Cambridge staff or their advisors knew exactly what they wanted. They knew what they didn' t
 want, but not what such a course would look like. Four years later the first level of the course we developed appeared, followed later by level two, and then when all three authors had moved to Hong Kong, by level three. (I later added a starter level.) We had no idea what the market reaction would be. The primary market was expected to be in Asia and in 1990 we planned the big Japanese launch which took place at the annual meeting of the Japan Association of Language Teachers in Tokyo. I did a presentation on the course and it was widely displayed at the conference. Towards the end of the conference a representative from another publisher quietly pulled me aside and said to me, &quot; I think you are on to something with your new course—it' s the buzz of the conference among publishers!&quot;

The course went on to be a world-wide best seller, with two subsequent and extensive revisions and the addition of videos, a teacher training course and a host of other components. It still maintains a strong presence in the market after nearly 20 years despite attempts by many other publishers to dislodge it. Part of its initial success was due to timing. The market needed a fresh new course at the time and the competition was not strong. But the course also had characteristics that made it popular with teachers and students in many countries: a simple and clear unit structure, good design, and practical and well-sequenced activities that teachers reported brought about quick results. It was intended both for teachers whose mother tongue was English as well as those for whom English was a foreign language. It was also designed to appeal both to experienced and inexperienced teachers. The former could use it flexibly, adapting and supplementing it as they want. The latter could follow the series fairly closely and pick up basic teaching skills along the way. In my travels around the world in the last 20 years I have found that after teaching from the series for a few years, many teachers start their own language school using the series as the core of their program.

While those unfamiliar with textbook writing sometimes judge such courses as easy to write—materials-writing is in fact a very complex and tricky process. The goal is to produce something that looks appealing and is easy to use, and we were fortunate to have achieved this result with the Interchange
 series. However, it took several years to produce, involved extensive field testing and multiple and extensive rewrites before the series was ready for publication.

Since then I have continued to write for two competing publishers, an anomaly that came about by chance, writing courses in the areas of listening and speaking skills aimed for the North Asian market for Oxford, and general courses for a world-wide market for Cambridge. And as a textbook author I have been fortunate to have had a second parallel career to my academic career, one that has taken me all over the world and enabled me to establish long-lasting friendships with teachers, course directors, and publishers' representatives in many countries. A highlight of this part of my work is always my lecture tours and workshops, which have enabled me to meet and talk to thousands of English teachers in more than 20 countries, and whose warm and friendly reception always makes me forget the discomfort of long plane flights and frequent changes of location. And of course the financial rewards of successful publishing are substantial, enabling me to fund a variety of scholarship programs as well as to enjoy the good things of life.




The area of curriculum development and materials design is also of interest within applied linguistics, and in my role as an academic I have explored issues related to materials design in my research. This has included examining the relationship between theory and research in materials design, the role of textbooks in a language program, and the relationship between textbook use and teacher planning and decision-making, topics that I have explored in a number of articles and in my book Curriculum Development in Language Teaching
 .

Textbook writing poses particular challenges, particularly when writing classroom materials for a large international audience of teachers and students. A good working relationship with editors and advisors and the ability to take on board feedback and criticism are essential. Textbook publishing today is very different from what it was when I first attempted to write materials for publication. Nowadays it is a hugely competitive industry, and textbooks are published to very high standards of design and production that is very expensive to achieve. Today' s learners expect classroom texts to have the same standards of design as they find in other things they read, and hence the art  budget for such books is very high. Adding the cost of DVDs, test packets and various forms of on-line support, the cost of producing new books becomes even higher. In order to minimize the possibilities of failure, publishers are required to develop new projects carefully, obtaining input from consultants, teachers and potential users, making sure that the concerns of teachers and students have been addressed. Authors need to be flexible and willing to make substantial revisions to their materials. And today despite my many years of experience as a  textbook author, books that I write still depend on the skillful guidance of editors and reviewers before they are in a suitable shape for publication. And even then, there is no guarantee that they will be successful.


Life outside of applied linguistics




While my work as an academic and as a textbook author has provided me with a fascinating career—one which has enabled me to live and travel to  some of the most interesting parts of the world—my professional interests have always been only one part of my life. Throughout my career I have also pursued long-established interests in music and the arts that have resulted in my gradually becoming a serious  collector of art, as well as a patron and supporter of musicians and artists in my home country, New Zealand.  My collecting urges first emerged when I was a student, with the purchase of a blue and white Chinese vase of Qing dynasty vintage. It still features prominently in my collection of Qing and Ming dynasty blue and white Chinese porcelain that has now expanded to cover some 50 pieces. When I lived in Singapore in the 1970s, Indonesian porcelain dealers would arrive once a month from Jakarta and sell exquisite pieces from their hotel rooms in Serangoon Road.

A serious interest in textiles began when I started teaching in Indonesia and some of the students from the outer islands of Indonesia would visit me at the university guest house bringing beautiful examples of hand woven Ikat textiles from Sumba, Flores, Timor and other parts of Indonesia. They sold these to pay for their school and living expenses. Since then I have continued to acquire textiles from different parts of the world: Mayan textiles from South America, beautiful Indonesian batiks from the early part of the 20th century, and I have also built up a significant collection of Chinese, Korean and Japanese robes, items which have been sometimes borrowed for museum exhibits. Another of my interests is art glass, and when I was on a visit to Cairo in 1975, giving a series of lectures at the American University of Cairo, I came across a vase in an antique shop by the French glass maker, Rene Lalique. This started an interest in Lalique' s art glass and I have now acquired some 120 examples of his vases, a collection which continues to grow, which has been exhibited several times and examples of which can be seen on my website (www.professorjackrichards.com
 ).




Paintings are another thing I collect. The work of contemporary Maori artists from my home region in New Zealand has also fascinated me, and in my hometown of Gisborne there is a program in contemporary Maori art at the local polytechnic, a program that attracts young Maori as well as non-Maori art artists from all over New Zealand. As patron of the program I provide annual scholarships to students and commission or purchase works by lecturers and graduates from the program for the local museum.

A different side of my interests is in music. My grandfather George Croft was a highly regarded builder of Church organs in New Zealand. (The middle initial in my name stands for Croft). Perhaps my musical interests came from my grandfather, and music was an important part of my education as a student. In recent years I have become active as a sponsor of musical performances, musicians and composers. My New Zealand residence where I spend two months every year, is the venue for a series of summer concerts my partner, my sister and I organize in support of an annual music competition that is held in Gisborne. We bring in leading performers from both New Zealand and Australia to perform, and all proceeds are donated to the Gisborne Music Competition. I also support New Zealand composers of contemporary music and have commissioned a number of works in recent years, including a piano concerto, a song cycle, and a series of piano pieces. Currently I have several other important commissions by New Zealand composers in progress, one for an opera and another for a piano concerto. I also co-sponsor a composer-in-residence program at Victoria University, Wellington. Needless to say, without the success of my textbooks, none of the sponsorships I am currently involved in would be possible.


And from now on?




A young graduate student recently asked me what I thought it takes to succeed as an academic in our field, and in particular she asked me to reflect on my own career, something that I don' t often have the chance or reason to think about since I am generally preoccupied with issues of the moment or planning future activities rather than looking back to the past. However on reflection I believe my own career path started with a passionate interest in my field. It was this interest that provided the motivation to go further with my studies and to try to learn as much as possible about the field of second and foreign language teaching. Doubtless the human desire for success and recognition also provided the motivation as well as the energy needed to devote the huge amounts of time needed for success as an academic and as a textbook writer. Having achieved these goals and having been handsomely rewarded in many ways for doing so, providing support for others who are starting out in their journeys or who are in need of support along the way seems like a good way to round off the wonderful experiences I have enjoyed throughout my career.




(With grateful thanks to Roger Joyce for editorial suggestions.)

Jack C. Richards

Sydney, Australia

December, 2008
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Growing up with TESOL: A Personal Reflection[1]




One characteristic of the field of TESOL is that it appears to be in a constant state of change. For example, new curriculum frameworks currently being implemented in different parts of the world include competency-based, text-based, and task-based models. In many countries English is now being introduced at the primary rather than secondary level, necessitating considerable new investment in textbooks and teacher training. And today teachers are being asked to consider such issues as the status of English as an International Language, blended learning, and critical pedagogy. As someone who has been actively involved in trying to interpret the significance of new trends in language teaching since the 1970s to teachers in training in many part of the world, I offer in this article reflections on some of the issues that have shaped the development of approaches to English language during this period.

Internally and externally motivated changes

The field of TESOL has been influenced in its development over the last 30 years by its response to two issues. One might be called internally-initiated changes—that is, the teaching profession gradually evolving a changed understanding of its own essential knowledge base and associated instructional practices through the efforts of applied linguists and specialists in the field of second language teaching and teacher education. Much of the debate and discussion that has appeared in the professional literature is an entirely internal debate, unlikely to interest those outside the walls of academic institutions. The emergence of such issues as reflective teaching and critical pedagogy, for example, arose from within the profession largely as a result of self-imposed initiatives. At the same time, the development of TESOL has been impacted by external factors such as globalization and the need for English as a language of international trade and communication; this has brought with it the demand by national educational authorities for new language teaching policies, for greater central control over teaching and teacher education, and for standards and other forms of accountability. The Common European Framework (Council of Europe 2001) is an example of the profession attempting to respond to external pressures of this kind.

English as an International Language

Today English is so widely taught worldwide that the purposes for which it is learned are sometimes taken for granted. Thirty years ago the assumption was that teaching English was a politically neutral activity and acquiring it would bring untold blessings to those who succeeded in learning it and would lead to educational and economic empowerment. English was regarded as the property of the English-speaking world, particularly Britain and the United States. Native-speakers of the language had special insights and superior knowledge about teaching it. And English was, above all, the vehicle for the expression of a rich and advanced culture, or cultures, whose literary artifacts had universal value.

This picture has changed somewhat today. Now that English is the language of globalization, international communication, commerce and trade, the media, and pop culture, different motivations for learning it come into play. English is no longer viewed as the property of the English-speaking world but is an international commodity sometimes referred to as World English or English as an International Language (McKay 2002). The cultural values of Britain and the United States are often seen as irrelevant to language teaching, except in situations where the learner has a pragmatic need for such information. The language teacher need no longer be an expert on British and American culture and a literature specialist as well. Bisong (1995) says that in Nigeria English is simply one of a number of languages that form the speech repertoire of Nigerians which they learn &quot; for pragmatic reasons to do with maximizing their chances of success in a multilingual and multicultural society.&quot;




English is still promoted as a tool that will assist with educational and economic advancement, but it is now viewed, in many parts of the world, as one that can be acquired without any of the cultural trappings that go with it. Proficiency in English is needed for employees to advance in international companies and improve their technical knowledge and skills. It provides a foundation for what has been called &quot; process skills&quot; —those problem-solving and critical-thinking skills that are needed to cope with the rapidly changing environment of the workplace, one where English plays an increasingly important role.

The messages of critical theory and critical pedagogy have also prompted reflection on the hidden curriculum that sometimes underlies language teaching polices and practices. At the same time, the theory of linguistic imperialism argues that education and English language teaching in particular are not politically neutral activities. Mastery of English, it is claimed, enhances the power and control of a privileged few. Critical theorists have turned their attention to the status of English and the drain on education resources it demands in many countries and its role in facilitating the domination by multinational corporations.

Role of the native speaker

In the 1970s the target for learning was assumed to be a native-speaker variety of English, and it was the native speaker' s culture, perceptions, and speech that were crucial in setting goals for English teaching. Native speakers had a privileged status as &quot; owners of the language, guardians of its standards, and arbiters of acceptable pedagogic norms&quot; (Jenkins 2000: 5). Today local varieties of English, such as Filipino English and Singapore English, are firmly established as a result of indigenization. And in contexts where English is a foreign language, there is less pressure to turn foreign-language speakers of English (e.g., Koreans, Mexicans, or Germans) into mimics of native-speaker English, be it an American, British, or Australian variety. The extent to which a learner seeks to speak with a native-like accent and sets this as his or her personal goal, is a personal decision. It is not necessary to try to eradicate the phonological influences of the mother tongue nor to seek to speak like a native speaker. Jenkins (2000) argues that Received Pronunciation (RP) is an unattainable and an unnecessary target for second language learners and proposes a phonological syllabus that maintains core phonological distinctions but is a reduced inventory from RP. A pronunciation syllabus for English as an International Language would thus not be a native-speaker variety but would be a phonological core that would provide for phonological intelligibility but not seek to eradicate the influence of the mother tongue.

Teacher education for language teachers

TESOL in the form that we know it today, dates from the 1960s. It was during the 1960s that English language teaching began a major period of expansion worldwide and that methodologies such as Audiolingualism and Situational Language Teaching emerged as the first of a wave of new methodologies to reinvigorate the field of English as a second or foreign language. The origins of specific approaches to teacher training for language teachers began with short training programs and certificates dating from this period, designed to give prospective teachers the practical classroom skills needed to teach the new methods. The discipline of applied linguistics dates from the same period, and with it came a body of specialized academic knowledge and theory that provided the foundation of the new discipline. This knowledge was represented in the curricula of Master' s programs, which began to be offered from this time. Such programs typically contained courses in language analysis, learning theory, methodology, and sometimes a teaching practicum.




The relationship between practical teaching skills and academic knowledge and their representation in Second Language Teacher Education (SLTE) programs has generated a debate ever since such programs began, although that debate is now part of the discussion of a much wider range of issues. In the 1990s the practice versus theory distinction was sometimes resolved by distinguishing &quot; teacher training&quot; from &quot; teacher development, &quot; the former being identified with entry-level teaching skills linked to a specific teaching context, and the latter to the longer-term development of the individual teacher over time. Training involved the development of a repertoire of teaching skills, acquired through observing experienced teachers and practice-teaching in a controlled setting, e.g., through micro-teaching or peer-teaching. Good teaching was seen as the mastery of a set of skills or competencies. Qualifications in teacher training such as the Royal Society of Arts Certificate were typically offered by teacher training colleges or by organizations such as the British Council. Teacher development, on the other hand, meant mastering the discipline of applied linguistics. Qualifications in teacher development (typically the Master' s degree) were offered by universities, where the practical skills of language teaching were often undervalued.

At the present time, the contrast between training and development has been replaced by a reconsideration of the nature of teacher learning, which is now viewed as a form of socialization into the professional thinking and practices of a community of practice. Language teaching is also influenced by perspectives drawn from sociocultural theory and the field of teacher cognition. The knowledge base of teaching has also been re-examined with a questioning of the traditional positioning of the language-based disciplines as the major theoretical foundation for TESOL (e.g., linguistics, phonetics, second language acquisition).

The professionalization of language teaching

A common observation on the state of English language teaching today is that there is a much higher level of professionalism in TESOL than previously. English language teaching is seen as a career in a field of educational specialization; it requires a specialized knowledge base obtained through both academic study and practical experience; and it is a field of work where membership is based on entry requirements and standards. The professionalism of English teaching is seen in the growth industry devoted to providing language teachers with professional training and qualifications; in continuous attempts to develop standards for English language teaching and for English language teachers; in the proliferation of professional journals, teacher magazines, conferences, and professional organizations; in attempts in many places to require non-native-speaker English teachers to demonstrate their level of proficiency in English as a component of certification; in the demand for professional qualifications for native-speaker teachers; and in the greater level of sophisticated knowledge of language teaching required of English teachers. Becoming an English language teacher means becoming part of a worldwide community of professionals with shared goals, values, discourse, and practices but one with a self-critical view of its own practices and a commitment to a transformative approach to its own role.

The focus on professionalism may mean different things in different places. In some it may mean acquiring qualifications recognized by local educational authorities or by international professional organizations and attaining standards mandated by such bodies. It may also mean behaving in accordance with the rules and norms that prevail in their context of work, even if the teacher does not fully support such norms, such as when a teacher is told to &quot; teach to the test&quot; rather than create his or her own learning pathway. Increasingly a managerial approach to professionalism prevails, one that represents the views of ministries of education, teaching organizations, regulatory bodies, school principals, and so on and that specifies what teachers are expected to know and what quality teaching practices consist of. There are likely to be procedures for achieving accountability and established processes to maintain quality teaching. Such specifications are likely to differ from country to country. For example, in Singapore teachers are encouraged to take up to 100 hours of in-service courses a year. In some countries, support for in-service professional development is almost non-existent in many schools.




In recent years there has been a growth in a more personal approach to professionalism, in which teachers engage in reflection on their own values, beliefs, and practices. The current literature on professional development for language teachers promotes a wide variety of procedures through which teachers can engage in critical and reflective review of their own practices (Richards and Farrell 2006); these procedures include self-monitoring, analyzing critical incidents, teacher support groups, and action research.

The knowledge base of TESOL

There have traditionally been two strands within TESOL—one focussing on classroom teaching skills and pedagogic issues, and the other focussing on what has been perceived as the academic underpinnings of classroom skills, namely knowledge about language and language learning. The relationship between the two has often been problematic. One way to clarify this issue has been to contrast two differing kinds of knowledge—which may be thought of as knowledge about
 and knowledge how
 . Knowledge about, or content knowledge, provides what has come to be the established core curriculum of TESOL training programs, particularly at the graduate level, where course work on topics such as language analysis, discourse analysis, phonology, curriculum development, and methodology is standard. The language-based courses provide the academic content, and the methodology courses show teachers how to teach it. An unquestioned assumption was that such knowledge informs teachers' classroom practices. However, recent research (e.g., Bartels 2005) shows that teachers often fail to apply such knowledge in their own teaching. Despite knowing the theory and principles associated with Communicative Language Teaching, for example, teachers are often seen to make use of traditional &quot; grammar-and-practice&quot; techniques in their own classrooms.

Freeman (2002: 1) raises the issue of the relevance of the traditional knowledge base of language teaching, observing: &quot; The knowledge-base is largely drawn from other disciplines, and not from the work of teaching itself.&quot; Those working within a sociocultural perspective have hence argued that second language acquisition research, as it has been conventionally understood, has focussed on an inadequate view of what the object of learning is because it has not considered the way language is socially and culturally constituted (Miller 2004; Firth and Wagner 1997; Norton 1997). Freeman and others have emphasized that the knowledge-base of SLTE must be expanded to include the processes of teaching and teacher-learning and the beliefs, theories, and knowledge which inform teaching. Rather than the Master' s program being a survey of issues in applied linguistics drawn from the traditional disciplinary sources, course work in areas such as reflective teaching, classroom research, and action research is now part of the core curriculum in many TESOL programs that seek to expand the traditional knowledge base of language teaching.




The decline of methods

The 1970s ushered in an era of change and innovation in language teaching methodology. This was the decade during which Communicative Language Teaching came to replace Audiolingualism and the Structural-Situational Approach. And it was during this decade that we heard about such novel methods as Total Physical Response, The Silent Way, and Counseling Learning. Improvements in language teaching would come about through the adoption of new and improved teaching approaches and methods that incorporated breakthroughs in our understanding of language and how language learning takes place. Thirty years or more later, while Communicative Language Teaching is still alive and well, many of the &quot; novel&quot; methods of the 1970s have largely disappeared. And so to a large extent has the question that attracted so much interest at that time: &quot; What is the best method to teach a second or foreign language?&quot; We are now in what has been termed the post methods era. How did we get here?

Many of the more innovative methods of the 1970s had a very short shelf-life (Richards and Rodgers 2001). Because they were linked to very specific claims and to prescribed practices, they tended to fall out of favor as these practices became unfashionable or discredited. The heyday of methods can be considered to have lasted until the late 1980s. One of the strongest criticisms of the &quot; new methods&quot; was that they were typically &quot; top-down.&quot; Teachers had to accept on faith the claims or theory underlying the method and apply them in their own practice. Good teaching was regarded as correct use of the method and its prescribed principles and techniques. Roles of teachers and learners, as well as the type of activities and teaching techniques to be used in the classroom, were generally prescribed. Likewise, learners were often viewed as the passive recipients of the method who should submit themselves to its regime of exercises and activities. The post-methods era has thus led to a focus on the processes of learning and teaching rather than ascribing a central role to methods as the key to successful teaching. As language teaching moved away from a search for the perfect method, attention shifted to how teachers could develop and explore their own teaching through reflective teaching and action research. This, it was argued, could lead to the revitalization of teaching from the inside rather than trying to make teachers and teaching conform to an external model (Richards and Lockhart 1994).

Communicative approaches

Perhaps this internal orientation explains why Communicative Language Teaching has survived into the new millennium. Because it refers to a diverse set of rather general and uncontroversial principles, Communicative Language Teaching can be interpreted in many different ways and used to support a wide variety of classroom procedures. Several contemporary teaching approaches, such as Content-based Instruction, Cooperative Language Learning, and Task-based Instruction, can all claim to be applications of these principles and hence continue as mainstream approaches today. In the last thirty years, there has also been a substantial change in where and how learning takes place. In the 1970s, teaching mainly took place in the classroom and in the language laboratory. The teacher used chalk and talk and the textbook. Technology amounted to tape recorder and film strips. However, towards the end of the seventies learning began to move away from the teacher' s direct control and into the hands of learners through the use of individualized learning, group work and project work.

The contexts and resources for learning have also seen many changes since the 1970s. Learning is not confined to the classroom; it can take place at home or in other places as well as at school, using computers and other forms of technology. Today' s teachers and learners live in a technology-enhanced learning environment. Videos, computers and the Internet are accessible to almost all teachers and learners, and in many schools the language laboratory has been turned into a multimedia centre that supports online learning. Technology has facilitated the shift from teacher-centered to learner-centered and blended learning. Students now spend time interacting not with the teacher but with other learners using chat rooms that provide access to more authentic input and learning processes and that make language learning available at any time.




Influences from the corporate sector

In the last decade or so, language teaching has been influenced not only by technology but also by concepts and practices from the corporate world. In the 1970s, four ingredients were seen as essential to provide for effective teaching: teachers, methods, course design, and tests. Teaching was viewed rather narrowly as a self-contained activity that didn' t need to look much beyond itself. Improvements in teaching would come about through fine-tuning methods, course design, materials, and tests. Today effective language teaching is seen both as a pedagogical problem and an organizational one. On the pedagogical side, teachers are no longer viewed merely as skilled implementers of a teaching method but as creators of their own individual teaching methods, as classroom researchers, and as curriculum and materials developers. However, beyond the pedagogical level and at the level of the institution, schools are increasingly viewed as having characteristics similar to those of other kinds of complex organizations in terms of organizational activities and processes; schools can be studied as systems involving inputs, processes, and outputs. Teaching is embedded within an organizational and administrative context and influenced by organizational constraints and processes. In order to manage schools efficiently and productively, it is argued, it is necessary to understand the nature of the organizational activities that occur in schools, the problems that these activities create, and how they can be effectively and efficiently managed and controlled. These activities include setting and accomplishing organizational goals, allocating resources to organizational participants, coordinating organizational events and processes, and setting policies to improve their functioning (Visscher 1999).

This management view of education has brought into language teaching concepts and practices from the commercial world, with an emphasis on planning, efficiency, communication processes, targets and standards, staff development, learning outcomes and competencies, quality assurance, strategic planning, performance appraisal, and best practices. We have thus seen a movement away from an obsession with pedagogical processes to a focus on organizational systems and processes and their contribution to successful language programs.

The need for accountability

The scope of English teaching worldwide has created a demand for greater accountability in language teaching practices. What constitutes a quality English language program in terms of its curriculum, the teaching methods that it gives rise to, and the kinds of teachers that the program depends upon? What knowledge, skills, and competencies do the teachers in such programs need? These kinds of questions are very difficult to answer since there are no widely-accepted definitions of quality
 in language teaching, and likewise there is no internationally recognized specification of English language teacher competencies, though local specifications of essential teacher competencies have been produced in many countries and by a number of professional organizations (Leung and Teasdale 1998).

One way to approach the issue of accountability is through the identification of standards for language programs. The standards movement has taken hold in many parts of the world; it promotes the adoption of clear statements of instructional outcomes in educational programs as a way of improving learning outcomes in programs and providing guidelines for program development, curriculum development, and assessment. In the United States, the TESOL organization has developed the TESOL/NCATE(National Council for Accreditation of Teacher Education) Standards for P-12 Teacher Education Programs. These standards cover five domains—Language, Culture, Professionalism, Instruction, and Assessment. The American Council on the Teaching of Foreign Languages (ACTFL) has developed the ACTFL/NCATE Program Standards for the Preparation of Foreign Language Teachers (ACTFL 2002). These standards provide descriptions of what foreign language teachers should know and the level of proficiency they should have reached in their teaching language. Critics of such an approach argue that the standards themselves are largely based on intuition, not research, and that the standards movement has been brought into education from the fields of business and organizational management; thus the movement reflects a reductionist approach in which learning is reduced to the mastery of discrete skills that can easily be taught and assessed.




The role of grammar

In the 1970s we were just nearing the end of a period during which grammar had a controlling influence on language teaching. Approaches to grammar teaching and the design of course books at that time reflected a view of language that saw the sentence and sentence grammar as forming the building blocks of language, language learning, and language use (McCarthy 2001). The goal of language teaching was to understand how sentences are used to create different kinds of meaning, to master the underlying rules for forming sentences from lower-level grammatical units such as phrases and clauses, and to practice using them as the basis for written and spoken communication. Syllabuses were essentially grammar-based and grammar was a primary focus of teaching techniques. Correct language use was achieved through a drill and practice methodology and through controlled speaking and writing exercises that sought to prevent or minimize opportunities for errors.

But in the 1970s Chomsky' s theories of language and his distinction between competence and performance were starting to have an impact on language teaching. For example, his theory of &quot; transformational grammar&quot; —with core kernel sentences that were transformed through the operation of rules to produce more complex sentences—sought to capture the nature of a speaker' s linguistic competence. It seemed to offer an exciting new approach to grammar teaching, and for a while in the early seventies was reflected in ESL textbooks.

Linguistic competence to communicative competence

Gradually throughout the seventies the sentence as the central unit of focus became replaced by a focus on language in use with the emergence of the notion of communicative competence and functional approaches to the study of language, such as Halliday' s theory of functional grammar. Krashen' s monitor model of language learning and his distinction between acquisition (the unconscious process by which language develops as a product of real communication and exposure to appropriate input)and learning (the development of knowledge about the rules of a language), as well as his claims about the role of comprehensible input, prompted a reassessment of the status of grammar in language teaching and the value of explicit grammar instruction. Proposals emerged for an implicit approach to the teaching of grammar or a combination of explicit and implicit approaches.




Accuracy and fluency

The development of communicative methodologies to replace the grammar-based methodologies of the 1970s also resulted in a succession of experiments with different kinds of syllabuses (e.g., notional, functional, and content based) and an emphasis on both accuracy and fluency as goals for learning and teaching. However, the implementation of communicative and fluency-based methodology did not resolve the issue of what to do about grammar. The promise that the communicative methodologies would help learners develop both communicative competence as well as linguistic competence did not always happen. Programs where there was an extensive use of &quot; authentic communication, &quot; particularly in the early stages of learning, reported that students often developed fluency at the expense of accuracy, resulting in learners with good communication skills but a poor command of grammar and a high level of fossilization (Higgs and Clifford 1982).

Proposals as to how accuracy and fluency can be realized within the framework of current communicative methodologies include: incorporating a more explicit treatment of grammar within a text-based curriculum; building a focus on form into task-based teaching through activities centering on consciousness raising or noticing grammatical features of input or output; using activities that require &quot; stretched output, &quot; that is, activities that expand or &quot; restructure&quot; the learner' s grammatical system through increased communicative demands and attention to linguistic form.

Second language acquisition

In the early 1970s, both British and North American ideas about language learning were rather similar, though they developed from different traditions. The theory of behaviorism dominated both psychology and education. According to this theory, the processes of imitation, practice, reinforcement, and habit formation were central to all learning, including language learning. Chomsky rejected this theory as inapplicable to language learning and emphasized the cognitive nature of language learning and the fact that children appear to be born with abstract knowledge about the nature of language, that is, knowledge of universal grammar. Exposure to language was sufficient to trigger the acquisition processes and initiate the processes of hypothesis formation that were evident in studies of language acquisition.

These ideas generated a great deal of interest in applied linguistics and led to the fields of error analysis and second language acquisition or SLA, which sought to find explanations for second language learning other than habit formation. Error analysis argued that learners' errors were systematic, not always derived from the mother tongue, and represented a developing linguistic system or interlanguage.

By the 1990s, however, there had been further developments in Chomskyan theory. Chomsky' s theory of universal grammar had been elaborated to include innate knowledge about the principles of language (i.e., that languages usually have pronouns) and their parameters (i.e., that some languages allow these to be dropped when they are in subject position), and this model was applied to the study of both first and second language acquisition (Schmitt 2002).

Information-processing models

Other dimensions to second language learning were explained by reference to information processing models of learning. Two different kinds of processing are distinguished in this model. Controlled processing is involved when conscious attention is required to perform a task; this places demands on short-term memory. Automatic processing is involved when the learner carries out a task without awareness or attention, making greater use of information in long term memory. Learning involves the performance of behavior with automatic processing. The information processing model offered an explanation as to why learners' language use sometimes shifts from fluent (automatic processing) to less fluent (controlled processing) and why learners in the initial stages of language learning need to put so much effort into understanding and producing language (Spada and Lightbown 2002).




Sociocultural theory

Learning through interaction (the interaction hypothesis) was proposed as an alternative to learning through repetition and habit formation. Interaction and negotiation of meaning were seen as central to learning through tasks that require attention to meaning, transfer of information, and pushed output, the latter triggering the processes of noticing and restructuring referred to above. Learning came to be seen as both a social process as well as a cognitive one, however. Sociocultural perspectives on learning emphasize that learning is situated; that is, it occurs in specific settings or contexts that shape how learning takes place. The location of language learning may be a classroom, a workplace, or an informal social setting, and these different contexts for learning create different potentials for learning.

Some SLA researchers drew on Vygotsky' s view of the zone of proximal development, which focuses on the gap between what the learner can currently do and the next stage in learning—the level of potential development—and how learning occurs through negotiation between the learner and a more advanced language user during which a process known as scaffolding occurs. To take part in these processes, the learner must develop interactional competence, the ability to manage exchanges despite limited language development. Personality, motivation, and cognitive style may all play a role in influencing the learner' s willingness to take risks, his or her openness to social interaction and attitudes towards the target language and users of the target language.

Throughout the 1990s, SLA theory still tended to reflect a grammar-based view of language, with an interest in explaining how learners built up knowledge of &quot; rules&quot; of the target language. Recently this view of learning has been questioned by those who favor connectionism, which explains learning not in terms of abstract rule or universal grammar but in terms of &quot; probabilistic or associative models of acquisition, rather than symbolic rule-based models&quot; (McCarthy 2001: 83). SLA theory today remains strongly influenced by a Chomskyan view of language and limits its focus to oral language and the acquisition of grammatical competence. For this reason, it is considered to be largely irrelevant in understanding the learning of other aspects of language such as reading, writing, or listening (see Grabe 1995).

Sources of change

In discussing change in education, Kuhn' s (1970) notion of paradigm shift is often referred to (Jacobs and Farrell 2001). According to Kuhn, new paradigms in science emerge rapidly as revolutions in thinking shatter previous ways of thinking. A review of changes in language teaching in the last 30 years reveals that while some changes perhaps have the status of paradigm shifts (e.g., the spread of Communicative Language Teaching and Process Writing), most of the changes discussed here have come about more gradually and at different times. In some contexts, some of the changes may not even have started. But once the message is heard, there is generally pressure to adopt new ideas and practices, and so the cycle begins again. What prompts the need for change?




Probably the main motivation for change comes from dissatisfaction with the present state of affairs. Despite the resources expended on second and foreign language teaching worldwide, in almost every country results normally do not match expectations, hence the constant pressure to adopt new curriculum, teaching methods, materials, and forms of assessment. Government policy often is the starting point for change when requirements are announced for a new curriculum or syllabus or for some other change in goals or the delivery of language instruction.

In planning directions for change, language teaching draws on a number of influences (Richards and Rodgers 2001). These include: (1) trends in the profession, such as when particular practices or approaches become sanctioned by the profession; (2) guru-led innovations, such as when the work of a particular educationist, such as Krashen or Gardner, becomes fashionable or dominant; (3) responses to technology, such as when the potential of the World Wide Web catches the imagination of teachers; (4) influences from academic disciplines, such as when ideas from psychology, linguistics, or cognitive science shape language pedagogy; and (5) learner-based innovations, such as a focus on strategies. Once changes have been adopted, they are often promoted with a reformist zeal. Previous practices suddenly become out of fashion and positive features of earlier practices are quickly forgotten.

Conclusion

At the beginning of this paper Ⅰ suggested that TESOL has been shaped by two different kinds of influences. On the one hand, growing demand for effective English teaching programs in response to worldwide expansion in the use of English has highlighted the need for a coordinated organizational response. This is seen in the demand for greater accountability through standards, curriculum renewal, professionalism, and the development of internationally recognized qualifications for language teachers. On the other hand, the field of TESOL has expanded both in scope and depth, redefining its own goals, conceptual underpinnings, and methods and prompting a reassessment of our understanding of what lies at the core of this enterprise—namely teachers, teaching, and the nature of teacher education.
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Communicative Language Teaching Today[1]




Introduction

The ever-growing need for good communication skills in English has created a huge demand for English teaching around the world. Millions of people today want to improve their command of English or to ensure that their children achieve a good command of English. And opportunities to learn English are provided in many different ways such as through formal instruction, travel, study abroad, as well as through the media and the Internet. The world-wide demand for English has created an enormous demand for quality language teaching and language teaching materials and resources. Learners set themselves demanding goals. They want to be able to master English to a high level of accuracy and fluency. Employers, too, insist that their employees have good English language skills, and fluency in English is a prerequisite for success and advancement in many fields of employment in today' s world. The demand for an appropriate teaching methodology is therefore as strong as ever.

In this chapter I will examine the methodology known as communicative language teaching,
 or CLT, and explore the assumptions it is based on, its origins and evolution since it was first proposed in the 1970s, and how it has influenced approaches to language teaching today. Since its inception in the 1970s, CLT has served as a major source of influence on language teaching practice around the world. Many of the issues raised by a communicative teaching methodology are still relevant today, though teachers who are relatively new to the profession may not be familiar with them. This chapter therefore serves to review what we have learned from CLT and what its relevance is today.

1. What is communicative language teaching?

Perhaps the majority of language teachers today, when asked to identify the methodology they employ in their classrooms, mention &quot; communicative&quot; as the methodology of choice. However, when pressed to give a detailed account of what they mean by &quot; communicative, &quot; explanations vary widely. Does Communicative Language Teaching, or CLT, mean teaching conversation, an absence of grammar in a course, or an emphasis on open-ended discussion activities as the main features of a course? What do you
 understand by communicative language teaching?

CLT can be understood as a set of principles about the goals of language teaching, how learners learn a language, the kinds of classroom activities that best facilitate learning, and the roles of teachers and learners in the classroom. Let us examine each of these issues in turn.

The goals of language teaching

CLT sets as its goals the teaching of communicative competence
 . What does this term mean? Perhaps we can clarify this term by first comparing it with the concept of grammatical competence
 . Grammatical competence refers to the knowledge we have of a language that accounts for our ability to produce sentences in a language. It refers to knowledge of the building blocks of sentences (e.g., parts of speech, tenses, phrases, clauses, sentence patterns) and how sentences are formed. Grammatical competence is the focus of many grammar practice books, which typically present a rule of grammar on one page, and provide exercises to practice using the rule on the other page. The unit of analysis and practice is typically the sentence. While grammatical competence is an important dimension of language learning, it is clearly not all that is involved in learning a language since one can master the rules of sentence formation in a language and still not be very successful at being able to use the language for meaningful communication. It is the latter capacity which is understood by the term communicative competence
 .




Communicative competence includes the following aspects of language knowledge:

◎ Knowing how to use language for a range of different purposes and functions

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

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

◎ Knowing how to maintain communication despite having limitations in one' s language knowledge (e.g., through using different kinds of communication strategies)

How learners learn a language

Our understanding of the processes of second language learning has changed considerably in the last 30 years and CLT is partly a response to these changes in understanding. Earlier views of language learning focused primary on the mastery of grammatical competence. Language learning was viewed as a process of mechanical habit formation. Good habits are formed by having students produce correct sentences and not through making mistakes. Errors were to be avoided through controlled opportunities for production (either written or spoken). By memorizing dialogs and performing drills the chances of making mistakes were minimized. Learning was very much seen as under the control of the teacher.

In recent years language learning has been viewed from a very different perspective.

It is seen as resulting from processes of the following kind:

◎ Interaction between the learner and users of the language

◎ Collaborative creation of meaning

◎ Creating meaningful and purposeful interaction through language

◎ Negotiation of meaning as the learner and his or her interlocutor arrive at understanding

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

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

◎ Trying out and experimenting with different ways of saying things




The kinds of classroom activities that best facilitate learning

With CLT began a movement away from traditional lesson formats where the focus was on mastery of different items of grammar and practice through controlled activities such as memorization of dialogs and drills, towards the use of pair work activities, role plays, group work activities and project work. These are discussed in Session 3.

The roles of teachers and learners in the classroom

The type of classroom activities proposed in CLT also implied new roles in the classroom for teachers and learners. Learners now had to participate in classroom activities that were based on a cooperative rather than individualistic approach to learning. Students had to become comfortable with listening to their peers in group work or pair work tasks, rather than relying on the teacher for a model. They were expected to take on a greater degree of responsibility for their own learning. And teachers now had to assume the role of facilitator and monitor. Rather than being a model for correct speech and writing and one with the primary responsibility of making students produce plenty of error free sentences, the teacher had to develop a different view of learners' errors and of her/his own role in facilitating language learning.

2. The background to CLT

In planning a language course decisions have to be made about the content of the course, including decisions about what vocabulary and grammar to teach at the beginning, intermediate and advanced levels and which skills and microskills to teach and in what sequence. Decisions about these issues belong to the field of syllabus design
 or course design
 . Decisions about how best to teach the contents of a syllabus belong to the field of methodology
 .

Language teaching has seen many changes in ideas about syllabus design and methodology in the last 50 years and CLT prompted a rethinking of approaches to syllabus design and methodology. We may conveniently group trends in language teaching in the last 50 years into three phases:

Phase 1: traditional approaches (up to the late 1960s)



Phase 2: classic communicative language teaching (1970s to 1990s)



Phase 3: current communicative language teaching (late 1990s to the present)



Let us first consider the transition from traditional approaches to what we can refer to as classic communicative language teaching.

Phase 1: traditional approaches (up to the late 1960s)

As we saw in Chapter 1, traditional approaches to language teaching gave priority to grammatical competence as the basis of language proficiency. They were based on the belief that grammar could be learned through direct instruction and through a methodology that made much use of repetitive practice and drilling. The approach to the teaching of grammar was a deductive
 one: students are presented with grammar rules and then given opportunities to practice using them, as opposed to an inductive
 approach in which students are given examples of sentences containing a grammar rule and asked to work out the rule for themselves. It was assumed that language learning meant building up a large repertoire of sentences and grammatical patterns and learning to produce these accurately and quickly in the appropriate situation. Once a basic command of the language was established through oral drilling and controlled practice, the four skills were introduced, usually in the sequence of speaking, listening, reading and writing.




Techniques that were often employed included memorization of dialogs, question-and-answer practice, substitution drills and various forms of guided speaking and writing practice. Great attention to accurate pronunciation and accurate mastery of grammar was stressed from the very beginning stages of language learning, since it was assumed that if students made errors these would quickly become a permanent part of the learner' s speech.

Methodologies based on these assumptions include Audiolingualism
 (in north America) (also known as the Aural-Oral Method
 ) and the Structural-Situational Approach
 in the UK (also known as Situational Language Teaching
 ). Syllabuses during this period consisted of word lists and grammar lists, graded across levels.

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

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



2.    The dialog is adapted to the students' interest or situation, through changing certain key words or phrases. This is acted out by the students.



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



4.    The students may refer to their textbook, and follow-up reading writing, or vocabulary activities based on the dialog may be introduced.



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



(Richards and Rodgers 2001: 64-65)

In a typical lesson according to the situational approach a three-phase sequence, known as the P
 -P
 -P cycle
 , was often employed: Presentation, Practice, Production.


Presentation
 : The new grammar structure is presented, often by means of a conversation or short text. The teacher explains the new structure and checks students' comprehension of it.


Practice
 : Students practice using the new structure in a controlled context, through drills or substitution exercises.





Production
 : Students practice using the new structure in different contexts often using their own content or information, in order to develop fluency with the new pattern.

The P-P-P lesson structure has been widely used in language teaching materials and continues in modified form to be used today. Many speaking or grammar-based lessons in contemporary materials for example, begin with an introductory phase in which new teaching points are presented and illustrated in some way and where the focus is on comprehension and recognition. Examples of the new teaching point are given in different contexts. This is often followed by a second phase where the students practice using the new teaching point in a controlled context using content often provided by the teacher. The third phase is a free practice period during which students try out the teaching point in a free context and in which real or simulated communication is the focus.

The P-P-P lesson format and the assumptions on which it is based have been strongly criticized in recent years, however. Skehan (1996: 18), for example, comments:





The underlying theory for a P-P-P approach has now been discredited. The belief that a precise focus on a particular form leads to learning and automatization (that learners will learn what is taught in the order in which it is taught) no longer carries much credibility in linguistics or psychology.

Under the influence of CLT theory, grammar-based methodologies such as the P-P-P have given way to functional and skills-based teaching, and accuracy activities such as drill and grammar practice have been replaced by fluency activities based on interactive small-group work. This led to the emergence of a &quot; fluency-first&quot; pedagogy (Brumfit 1979) in which students' grammar needs are determined on the basis of performance on fluency tasks rather than predetermined by a grammatical syllabus. We can distinguish two phases in this development, which we will call classic communicative language teaching,
 and current communicative language teaching
 .

Phase 2: classic communicative language teaching (1970s to 1990s)





In the 1970s, a reaction to traditional language teaching approaches began and soon spread around the world as older methods such as Audiolingualism and Situational Language Teaching fell out of fashion. The centrality of grammar in language teaching and learning was questioned, since it was argued that language ability involved much more than grammatical competence. While grammatical competence was needed to produce grammatically correct sentences, attention shifted to the knowledge and skills needed to use grammar and other aspects of language appropriately for different communicative purposes such as making requests, giving advice, making suggestions, describing wishes and needs and so on. What was needed in order to use language communicatively was communicative competence
 . This was a broader concept than that of grammatical competence, and as we saw in Chapter 1, included knowing what to say and how to say it appropriately based on the situation, the participants and their roles and intentions. Traditional grammatical and vocabulary syllabuses and teaching methods did not include information of this kind. It was assumed that this kind of knowledge would be picked up informally.

The notion of communicative competence was developed within the discipline of linguistics (or more accurately, the sub-discipline of sociolinguistics) and appealed to many within the language teaching profession, who argued that communicative competence, and not simply grammatical competence, should be the goal of language teaching. The next question to be solved was, what would a syllabus look like that reflected the notion of communicative competence and what implications would it have for language teaching methodology? The result was communicative language teaching. CLT created a great deal of enthusiasm and excitement when it first appeared as a new approach to language teaching in the 1970s and 1980s, and language teachers and teaching institutions all around the world soon began to rethink their teaching, syllabuses and classroom materials. In planning language courses within a communicative approach, grammar was no longer the starting point. New approaches to language teaching were needed.




Rather than simply specifying the grammar and vocabulary learners needed to master, it was argued that a syllabus should identify the following aspects of language use in order to be able to develop the learner' s communicative competence:





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



2.  Some idea of the setting
 in which they will want to use the target language; for example, in an office, on an airplane, or in a store.



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



4.  The communicative events
 in which the learners will participate: everyday situations, vocational or professional situations, academic situations, and so on; for example, making telephone calls, engaging in casual conversation, or taking part in a meeting.



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



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



7.  The skills involved in the &quot; knitting together&quot; of discourse: discourse
 and rhetorical skills
 ; for example, story telling, giving an effective business presentation.



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



9.  The grammatical content
 that will be needed.



10. The lexical content
 or vocabulary that will be needed.



(van Ek and Alexander 1980)

This led to two important new directions in the 1970s and 1980s—proposals for a communicative syllabus, and the ESP movement.




Proposals for a communicative syllabus

A traditional language syllabus usually specified the vocabulary students needed to learn and the grammatical items they should master, normally graded across levels from beginner to advanced. But what would a communicative syllabus look like?

Several new syllabus types were proposed by advocates of CLT. These included:


A skills-based syllabus
 : This focuses on the four skills of reading, writing, listening, and speaking, and breaks each skill down into its component microskills. For example, the skill of listening might be further described in terms of the following microskills:

◎ Recognizing key words in conversations

◎ Recognizing topic of a conversation

◎ Recognizing speakers' attitude towards a topic

◎ Recognizing time reference of an utterance

◎ Following speech at different rates of speed

◎ Identifying key information in a passage

Advocates of CLT however stressed an integrated
 -skills
 approach to the teaching of the skills. Since in real life the skills often occur together, they should also be linked in teaching, it was argued.


A functional syllabus
 : This is organized according to the functions the learner should be able to carry out in English, such as expressing likes and dislikes, offering and accepting apologies, introducing someone, and giving explanations. Communicative competence is viewed as mastery of functions needed for communication across a wide range of situations. Vocabulary and grammar are then chosen according to the functions being taught. A sequence of activities similar to the P-P-P lesson cycle is then used to present and practice the function. Functional syllabuses were often used as the basis for speaking and listening courses.

Other syllabus types were also proposed at this time. A notional syllabus
 was one based around the content and notions a learner would need to express, and a task syllabus
 specified the tasks and activities students should carry out in the classroom. (We will examine this in more detail in Chapter 5.) It was soon realized, however, that a syllabus needs to identify all the relevant components of a language, and the first widely adopted communicative syllabus developed within the framework of classic CLT was termed Threshold Level (van Ek and Alexander 1980). It described the level of proficiency learners needed to attain to cross the threshold and begin real communication. The threshold syllabus hence specifies topics, functions, notions, situations, as well as grammar and vocabulary.

English for specific purposes

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




◎ Differences in vocabulary choice

◎ Differences in grammar

◎ Differences in the kinds of texts commonly occurring

◎ Differences in functions

◎ Differences in the need for particular skills

ESP courses soon began to appear addressing the language needs of university students, nurses, engineers, restaurant staff, doctors, hotel staff, airline pilots, and so on.

Implications for methodology

As well as rethinking the nature of a syllabus, the new communicative approach to teaching prompted a rethinking of classroom teaching methodology. It was argued that learners learn a language through the process of communicating in it, and that communication that is meaningful to the learner provides a better opportunity for learning than through a grammar-based approach. The overarching principles of communicative language teaching methodology at this time can be summarized as follows:

◎ Make real communication the focus of language learning.

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

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

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

◎ Link the different skills such as speaking, reading and listening together, since they usually occur so in the real world.

◎ Let students induce or discover grammar rules.

In applying these principles in the classroom, new classroom techniques and activities were needed, and as we saw above, new roles for teachers and learners in the classroom. Instead of making use of activities that demanded accurate repetition and memorization of sentences and grammatical patterns, activities that required learners to negotiate meaning and to interact meaningfully were required. These activities form the focus of the next chapter.

3. Classroom activities in communicative language teaching




Since the advent of CLT, teachers and materials writers have sought to find ways of developing classroom activities that reflected the principles of a communicative methodology. This quest has continued up to the present day, as we shall see later in the booklet. The principles on which the first generation of CLT materials are still relevant to language teaching today, so in this chapter we will briefly review the main activity types that were one of the outcomes of CLT.

Accuracy versus fluency activities

One of the goals of CLT is to develop fluency in language use. Fluency is natural language use occurring when a speaker engages in meaningful interaction and maintains comprehensible and ongoing communication despite limitations in his or her communicative competence. Fluency is developed by creating classroom activities in which students must negotiate meaning, use communication strategies, correct misunderstandings and work to avoid communication breakdowns.

Fluency practice can be contrasted with accuracy practice, which focuses on creating correct examples of language use. Differences between activities that focus on fluency and those that focus on accuracy can be summarized as follows:


Activities focusing on fluency


◎ Reflect natural use of language

◎ Focus on achieving communication

◎ Require meaningful use of language

◎ Require the use of communication strategies

◎ Produce language that may not be predictable

◎ Seek to link language use to context


Activities focusing on accuracy


◎ Reflect classroom use of language

◎ Focus on the formation of correct examples of language

◎ Practice language out of context

◎ Practice small samples of language

◎ Do not require meaningful communication

◎ Choice of language is controlled

The following are examples of fluency activities and accuracy activities. Both make use of group work, reminding us that group work is not necessarily a fluency task (See Brumfit 1984).






Fluency tasks







A group of students of mixed language ability carry out a role play in which they have to adopt specified roles and personalities provided for them on cue cards. These roles involve the drivers, witnesses, and the police at a collision between two cars. The language is entirely improvised by the students, though they are heavily constrained by the specified situation and characters.

The teacher and a student act out a dialog in which a customer returns a faulty object she has purchased to a department store. The clerk asks what the problem is and promises to get a refund for the customer or to replace the item. In groups students now try to recreate the dialog using language items of their choice. They are asked to recreate what happened preserving the meaning but not necessarily the exact language. They later act out their dialogs in front of the class.


Accuracy tasks




Students are practicing dialogs. The dialogs contain examples of falling intonation in Wh
 -questions. The class is organized in groups of three, two students practicing the dialog, and the third playing the role of monitor. The monitor checks that the others are using the correct intonation pattern and correct them where necessary. The students rotate their roles between those reading the dialog and those monitoring. The teacher moves around listening to the groups and correcting their language where necessary.

Students in groups of three or four complete an exercise on a grammatical item, such as choosing between the past tense and the present perfect, an item which the teacher has previously presented and practiced as a whole class activity. Together students decide which grammatical form is correct and they complete the exercise. Groups take turns reading out their answers.

Teaches were recommended to use a balance of fluency activities and accuracy and to use accuracy activities to support fluency activities. Accuracy work could either come before or after fluency work. For example, based on students' performance on a fluency task, the teacher could assign accuracy work to deal with grammatical or pronunciation problems the teacher observed while students were carrying out the task. An issue that arises with fluency work, however, is whether it develops fluency at the expense of accuracy. In doing fluency tasks, the focus is on getting meanings across using any available communicative resources. This often involves a heavy dependence on vocabulary and communication strategies and there is little motivation to use accurate grammar or pronunciation. Fluency work thus requires extra attention on the part of the teacher in terms of preparing students for a fluency task, or follow-up activities that provide feedback on language use.

While dialogs, grammar, and pronunciation drills did not usually disappear from textbooks and classroom materials at this time, they now appeared as part of a sequence of activities that moved back and forth between accuracy activities and fluency activities.

And the dynamics of classrooms also changed. Instead of a predominance of teacher-fronted teaching, teachers were encouraged to make greater use of small-group work. Pair and group activities gave learners greater opportunities to use the language and to develop fluency.

Mechanical, meaningful, and communicative practice

Another useful distinction that some advocates of CLT proposed was the distinction between three different kinds of practice—mechanical, meaningful, and communicative.





Mechanical practice
 refers to a controlled practice activity which students can successfully carry out without necessarily understanding the language they are using. Examples of this kind of activity would be repetition drills and substitution drills designed to practice use of particular grammatical or other items.


Meaningful practice
 refers to an activity where language control is still provided but where students are required to make meaningful choices when carrying out practice. For example, in order to practice the use of prepositions to describe locations of places, students might be given a street map with various buildings identified in different locations. They are also given a list of prepositions such as across from, on the corner of, near, on, next to
 . They then have to answer questions such as &quot; Where is the book shop? Where is the café?&quot; etc. The practice is now meaningful
 because they have to respond according to the location of places on the map.


Communicative practice
 refers to activities where practice in using language within a real communicative context is the focus, where real information is exchanged, and where the language used is not totally predictable. For example, students might have to draw a map of their neighborhood and answer questions about the location of different places in their neighborhood, such as the nearest bus stop, the nearest café, etc.

Exercise sequences in many CLT course book take students from mechanical, to meaningful to communicative practice. The following exercise, for example, is found in Passages
 2 (Richards and Sandy 1998).








	

Superlative adjectives






	
Superlative adjectives usually appear before the noun they modify.


The funniest
 person I know is my friend Bob.


The most caring
 individual in our school is the custodian.





They can also occur with the noun they modify

Of all the people in my family, my Aunt Ruth is the kindest.


Of all my professors, Dr. Lopez is the most inspiring.






Superlatives are often followed by relative clauses in the present perfect.

My cousin Anita is the most generous
 person I' ve ever met.



The closest
 friend I' ve ever had
 is someone I met in elementary school.














A
 　Complete these sentences with your own information, and add more details. Then compare with a partner.

1. One of the most inspiring people I' ve ever known is…


One of the most inspiring people I' ve ever known is my math teacher. She encourages students to think rather than just memorize formulas and rules.




2. The most successful individual I know is…

3. Of all the people I know… is the least self-centered.

4. The youngest person who I consider to be a hero is…

5. The most moving speaker I have ever heard is…




6. The most important role model I' ve ever had is…

7. Of all the friends I' ve ever had…is the most understanding.

8. One of the bravest things I' ve ever done is…


B
 　Use the superlative form of these adjectives to describe people you know. Write at least five sentences.


brave  honest  interesting  smart  generous  inspiring  kind  witty





C
 　Group work

Discuss the sentences your wrote in Exercises A and B. Ask each other follow-up questions.

A. My next-door neighbor is the bravest person I' ve ever met.

B. What did your neighbor do, exactly?

A. She' s a firefighter, and once she saved a child from a burning building…



If students read and practice aloud the sentences in the grammar box, this constitutes mechanical practice. Exercises A and B can be regarded as meaningful practice since students now complete the sentences with their own information. Exercise C is an example of communicative practice since it is an opened-ended discussion activity.

The distinction between mechanical, meaningful, and communicative activities is similar to that given by Littlewood (1981), who groups activities into two kinds:




	
Pre-communicative activities


	
Communicative activities





	
Structural activities

Quasi-communicative activities


	
Functional communication activities

Social interaction activities













Functional communication activities require students to use their language resources to overcome an information gap or solve a problem (see below). Social interactional activities require the learner to pay attention to the context and the roles of the people involved, and to attend to such things as formal versus informal language.

Information-gap activities

An important aspect of communication in CLT is the notion of information gap. This refers to the fact that in real communication people normally communicate in order to get information they do not possess. This is known as an information-gap. More authentic communication is likely to occur in the classroom if students go beyond practice of language forms for their own sake and use their linguistic and communicative resources in order to obtain information. In so doing, they will draw available vocabulary, grammar, and communication strategies to complete a task. The following exercises make use of the information-gap principle:

Students are divided into A-B pairs. The teacher has copied two sets of pictures. One set (for A students) contains a picture of a group of people. The other set (for B students) contains a similar picture but it contains a number of slight differences from the A-picture. Students must sit back to back and ask questions to try to find out how many differences there are between the two pictures.




Students practice a role-play in pairs. One student is given the information she/he needs to pay the part of a clerk in the railway station information booth and has information on train departure, prices, etc. The other needs to obtain information on departure times, prices, etc. They role-play the interaction without looking at each other' s cue cards.

Jig-saw activities

These are also based on the information-gap principle. Typically, the class is divided into groups and each group has part of the information needed to complete an activity. The class must fit the pieces together to complete the whole. In so doing, they must use their language resources to communicate meaningfully and so take part in meaningful communication practice. The following are examples of jigsaw activities:

The teacher plays a recording in which three people with different points of view discuss their opinions on a topic of interest. The teacher prepares three different listening tasks, one focusing on each of the three speaker' s points of view. Students are divided into three groups and each group listens and takes notes on one of the three speaker' s opinions. Students are then rearranged into groups containing a student from groups A, B and C. They now role-play the discussion using the information they obtained.

The teacher takes a narrative and divides it into twenty sections (or as many sections as there are students in the class). Each student gets one section of the story. Students must then move around the class, and by listening to each section read aloud, decide where in the story their section belongs. Eventually the students have to put the entire story together in the correct sequence.

Other activity types in CLT

Many other activity types have been used in CLT, including the following:


Task-completion activities
 : puzzles, games, map-reading and other kinds of classroom tasks in which the focus was on using one' s language resources to complete a task.


Information-gathering activities
 : student conducted surveys, interviews and searches in which students were required to use their linguistic resources to collect information.


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


Information-transfer activities
 : these require learners to take information that is presented in one form, and represent it in a different form. For example, they may read instructions on how to get from A to B, and then draw a map showing the sequence, or they may read information about a subject and then represent it as a graph.


Reasoning-gap activities
 : these involve deriving some new information from given information through the process of inference, practical reasoning, etc. For example, working out a teacher' s timetable on the basis of given class timetables.


Role-plays
 : activities in which students are assigned roles and improvise a scene or exchange based on given information or clues.




Emphasis on pair work and group work

Most of the activities discussed above reflect an important aspect of classroom tasks in CLT, namely that they are designed to be carried out in pairs or small groups. Through completing activities in this way, it is argued, learners will obtain several benefits:

◎ They can learn from hearing the language used by other members of the group.

◎ They will produce a greater amount of language than they would use in teacher-fronted activities.

◎ Their motivational level is likely to increase.

◎ They will have the chance to develop fluency.

Teaching and classroom materials today consequently make use of a wide variety of small-group activities.

The push for authenticity

Since the language classroom is intended as a preparation for survival in the real world and since real communication is a defining characteristics of CLT, an issue which soon emerged was the relationship between classroom activities and real life. Some argued that classroom activities should as far as possible mirror the real world and use real world or &quot; authentic sources&quot; as the basis for classroom learning. Clarke and Silbertstein (1977: 51) thus argued:





Classroom activities should parallel the &quot; real world&quot; as closely as possible. Since language is a tool of communication, methods and materials should concentrate on the message and not the medium. The purposes of reading should be the same in class as they are in real life.





Arguments in favor of the use of authentic materials include:

◎ They provide cultural information about the target language.

◎ They provide exposure to real language.

◎ They relate more closely to learners' needs.

◎ They support a more creative approach to teaching.





Others (e.g., Widdowson 1987) argued that it is not important if classroom materials themselves are derived from authentic texts and other forms of input, as long as the learning processes they facilitated were authentic.

Critics of the case for authentic materials point out that:








◎ Created materials can also be motivating for learners.

◎ Created materials may be superior to authentic materials because they are generally built around a graded syllabus.

◎ Authentic materials often contain difficult and irrelevant language.

◎ Using authentic materials is a burden for teachers.





However since the advent of CLT textbooks and other teaching materials have taken on a much more &quot; authentic&quot; look, reading passages are designed to look like magazine articles (if they are not in fact adapted from magazine articles) and textbooks are designed to similar standard of production as real world sources such as popular magazines.

4. Current trends in communicative language teaching

Since the 1990s, the communicative approach has been widely implemented. Because it describes a set of very general principles grounded in the notion of communicative competence as the goal of second and foreign language teaching, and a communicative syllabus and methodology as the way of achieving this goal, communicative language teaching has continued to evolve as our understanding of the processes of second language learning has developed. Current communicative language teaching theory and practice thus draws on a number of different educational paradigms and traditions. And since it draws on a number of diverse sources, there is no single or agreed upon set of practices that characterize current communicative language teaching. Rather, communicative language teaching today refers to a set of generally agreed upon principles that can be applied in different ways, depending on the teaching context, the age of the learners, their level, their learning goals and so on. The following core assumptions or variants of them underlie current practices in communicative language teaching.

Ten core assumptions of current communicative language  teaching

1.  Second language learning is facilitated when learners are engaged in interaction and meaningful communication.



2.  Effective classroom learning tasks and exercises provide opportunities for students to negotiate meaning, expand their language resources, notice how language is used, and take part in meaningful intrapersonal exchange.



3. Meaningful communication results from students processing content that is relevant, purposeful, interesting and engaging.



4.  Communication is a holistic process that often calls upon the use of several language skills or modalities.



5.  Language learning is facilitated both by activities that involve inductive or discovery learning of underlying rules of language use and organization, as well as by those involving language analysis and reflection.






6.  Language learning is a gradual process that involves creative use of language and trial and error. Although errors are a normal product of learning, the ultimate goal of learning is to be able to use the new language both accurately and fluently.



7.  Learners develop their own routes to language learning, progress at different rates, and have different needs and motivations for language learning.



8.  Successful language learning involves the use of effective learning and communication strategies.



9.  The role of the teacher in the language classroom is that of a facilitator, who creates a classroom climate conducive to language learning and provides opportunities for students to use and practice the language and to reflect on language use and language learning.



10. The classroom is a community where learners learn through collaboration and sharing.

Current approaches to methodology draw on earlier traditions in communicative language teaching and continue to make reference to some extent to traditional approaches. Thus classroom activities typically have some of the following characteristics:

◎ They seek to develop students' communicative competence through linking grammatical development to the ability to communicate. Hence grammar is not taught in isolation but often arises out of a communicative task, thus creating a need for specific items of grammar. Students might carry out a task and then reflect on some of the linguistic characteristics of their performance.

◎ They create the need for communication, interaction, and negotiation of meaning through the use of activities such as problem solving, information sharing, and role play.

◎ They provide opportunities for both inductive as well as deductive learning of grammar.

◎ They make use of content that connects to students' lives and interests.

◎ They allow students to personalize learning by applying what they have learned to their own lives.

◎ Classroom materials typically make use of authentic texts to create interest and to provide valid models of language.

Approaches to language teaching today seek to capture the rich view of language and language learning assumed by a communicative view of language. Jacobs and Farrell (2003)see the shift towards CLT as marking a paradigm shift in our thinking about teachers, learning, and teaching. They identify key components of this shift as follows:

1.  Focusing greater attention on the role of learners rather than the external stimuli learners are receiving from their environment. Thus, the center of attention shifts from the teacher to the student. This shift is generally known as the move from teacher-centered instruction to learner-centered instruction.



2.  Focusing greater attention on the learning process rather than the products that learners produce. This shift is known as move from product-oriented to process-oriented instruction.






3.  Focusing greater attention on the social nature of learning rather than on students as separate, decontextualized individuals.



4.  Focusing greater attention on diversity among learners and viewing these difference not as impediments to learning but as resources to be recognized, catered to and appreciated. This shift is known as the study of individual differences.



5.  In research and theory-building, focusing greater attention on the views of those internal to the classroom rather than solely valuing the views of those who come from outside to study classrooms, investigate and evaluate what goes on there, and engage in theorizing about it. This shift is associated with such innovations as qualitative research, which highlights the subjective and affective, the participants' insider views and the uniqueness of each context.



6.  Along with this emphasis on context comes the idea of connecting the school with the world beyond as means of promoting holistic learning.



7.  Helping students to understand the purpose of learning and develop their own purpose.



8.  A whole-to-part orientation instead of a part-to-whole approach. This involves such approaches as beginning with meaningful whole text and then helping students understand the various features that enable texts to function, e.g., the choice of words and the text' s organizational structure.



9.  An emphasis on the importance of meaning rather than drills and other forms of rote learning.



10.  A view of learning as a life-long process rather than something done to prepare students for an exam.



Jacobs and Farrell suggest that the CLT paradigm shift outlined above has led to eight major changes in approaches to language teaching. These changes are:





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



2.  The social nature of learning
 : learning is not an individual private activity but a social one that depends upon interaction with others. The movement known as co-operative learning reflects this viewpoint.



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



4.  Focus on meaning
 : meaning is viewed as the driving force of learning. Content-based teaching reflects this view and seeks to make the exploration of meaning through content the core of language learning activities (see Chapter 5).



5.  Diversity
 : learners learn in different ways and have different strengths. Teaching needs to take these differences into account rather than try to force students into a single mould. In language teaching this has led to an emphasis on developing students' use and awareness of learning strategies.






6.  Thinking skills
 : language should serve as a means of developing higher-order thinking skills, also known as critical and creative thinking. In language teaching this means that students do not learn language for its own sake but in order to develop and apply their thinking skills in situations that go beyond the language classroom.



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



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



These changes in thinking have not led to the development of a single model of CLT that can be applied in all settings. Rather, a number of different language teaching approaches have emerged which reflect different response to the issues identified above. While there is no single syllabus model that has been universally accepted, a language syllabus today needs to include systematic coverage of the many different components of communicative competence, including language skills, content, grammar, vocabulary, and functions.

Different syllabus types within a communicative orientation to language teaching employ different routes to developing communicative competence. We will now examine some of the different approaches that are currently in use around the world and which can be viewed as falling within the general framework of communicative language teaching.

5. Process-based CLT approaches—content-based instruction and task-based instruction

In this chapter, we will examine two current methodologies that can be described as extensions of the CLT movement but which take different routes to achieve the goals of communicative language teaching—to develop learners' communicative competence. We refer to them as process-based methodologies since they share as a common starting point a focus on creating classroom processes that are believed to best facilitate language learning. These methodologies are content-based instruction (CBI) and task-based instruction (TBI).

Content-based instruction

We noted above that contemporary views of language learning argue that it is seen as resulting from processes such as:

◎ Interaction between the learner and users of the language

◎ Collaborative creation of meaning

◎ Creating meaningful and purposeful interaction through language

◎ Negotiation of meaning as the learner and his or her interlocutor arrive at understanding




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

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

◎ Trying out and experimenting with different ways of saying things

But how can these processes best be created in the classroom? Advocates of CBI believe that the best way to do so is by using content as the driving force of classroom activities and to link all the different dimensions of communicative competence, including grammatical competence, to content. Krahnke (1987: 65) defines CBI as &quot; the teaching of content or information in the language being learned with little or no direct or explicit effort to teaching the language itself separately from the content being taught.&quot;

Content refers to the information or subject matter that we learn or communicate through language rather than the language used to convey it. Of course any language lesson involves content, whether it be a grammar lesson, a reading lesson or any other kind of lesson. Content of some sort has to be the vehicle which holds the lesson or the exercise together, but in traditional approaches to language teaching content is selected after
 other decisions have been made. In other words grammar, texts, skills, functions, etc., are the starting point in planning the lesson or the course book and after these decisions have been made, content is selected. For example, a lesson may be planned around the present perfect tense. Once this decision has been made, decisions about the context or content for practicing the form will be decided. Content-based teaching starts from a different starting point. Decisions about content are made first, and other kinds of decisions concerning grammar, skills, functions, etc., are made later.

Content-based instruction is based on the following assumptions about language learning:

◎ People learn a language more successfully when they use the language as a means of acquiring information, rather than as an end in itself.

◎ CBI better reflects learners' needs for learning a second language.

◎ Content provides a coherent framework that can be used to link and develop all of the language skills.

CBI can be used as the framework for a unit of work, as the guiding principle for an entire course, as a course that prepares students for mainstreaming, as the rationale for the use of English as medium to teaching some school subjects in an EFL setting, as the framework for commercial EFL/ESL materials.


As the framework for a unit of work
 : content-based instruction need not be the framework for an entire curriculum but can be used in conjunction with any type of curriculum. For example, in a business communication course a teacher may prepare a unit of work on the theme of sales and marketing. The teacher, in conjunction with a sales and marketing specialist, first identifies key topics and issues in the area of sales and marketing to provide the framework for the course. A variety of lessons are then developed focusing on reading, oral presentation skills, group discussion, grammar, and report writing, all of which are developed out of the themes and topics which form the basis of the course.


As the guiding principle for an entire course
 : many university students in an EFL context are required to take one or two semesters of English in their first year at university. Typically a mainstream multi-skilled course book is chosen as the basis for such a course and the course covers the topics that occur in the book. Any topics that occur are simply incidental to practicing the four skills, etc., of the coursebook. Such courses, however, are sometimes organized around content. In one European university, for example, the first-year English course consists of a sequence of modules spread over the academic year. The topics covered are:




1. drugs

2. religious persuasion

3. advertizing

4. AIDS

5. immigration

6. native Americans

7. modern architecture

8. microchip technology

9. ecology

10. alternative energy

11. nuclear energy

12. Dracula in novels and films

13. professional ethics





The topics are chosen so that they provide a framework around which language skills, vocabulary, and grammar can be developed in parallel.


As a course that prepares students for mainstreaming
 : many courses for immigrant children in English-speaking countries are organized around a CBI framework. For example, non-English-background children in schools in Australia and New Zealand are usually offered an intensive language course to prepare them to follow the regular school curriculum with other children. Such a course might be organized around a CBI approach. An example of this approach is described by Wu (1996) in a program prepared for ESL students in an Australian high school. Topics from a range of mainstream subjects were chosen as the basis for the course and to provide a transition to mainstream classes. Topics were chosen primarily to cater to the widest variety of students' needs and interests. Linguistic appropriateness was another factor taken into account. Topics that fulfilled these criteria include multiculturalism, the nuclear age, sports, the Green movement, street kids, and teenage smoking.


As the rationale for the use of English as a medium for teaching some school subjects:
 a logical extension of the CBI philosophy is to teach some school subjects entirely in English. For example, in Malaysia, where the medium of instruction is Bahasa Malaysia (i.e. , Malay), a decision was recently taken to use English as the medium of instruction for math and science in primary school and also for some courses at the university level. When the entire school curriculum is taught through a foreign language this is sometimes known as immersion education
 , an approach that has been used for many years in part of English-speaking Canada. Parents from English-speaking families in some parts of Canada can thus opt to send their children to schools where French is the medium of instruction. This approach seeks to produce children who are bilingual in French and English, since they acquire English both at home and in the community.





As the framework for commercial EFL/ESL materials:
 the series Cambridge English for Schools
 (Littlejohn and Hicks 1996), is the first EFL series in which content from across the curriculum provides the framework for the course. My own conversation course Springboard
 (Richards 1998) is also a content-based course with themes and topics serving as the framework. The topical syllabus was chosen through surveys of the interests of Asian college students.

Issues in implementing a CBI approach

CBI raises a number of issues. A central issue is the extent to which focusing on content provides a sufficient basis for the development of the language skills. It has been pointed out, for example, that when English is used as the basis for teaching school subjects, learners often bypass grammatical accuracy since their primary concern is mastery of content rather than development of accurate language use. This has been a common complaint in places like Hong Kong, where English has traditionally been the main medium for teaching school subjects in many schools. Another issue concerns whether language teachers have the necessary subject-matter expertise to teach specialized content areas such as marketing, medicine, ecology, etc., and the inevitable &quot; dumbing down&quot; of content in such cases. Lastly, a key issue is that of assessment. Will learners be assesed according to content knowledge, language use, or both?

Task-based instruction

Task-based instruction, or TBI (also known as task
 -based teaching
 ), is another methodology that can be regarded as developing from a focus on classroom processes. In the case of TBI, the claim is that language learning will result from creating the right kinds of interactional processes in the classroom, and the best way to create these is to use specially designed instructional tasks. Rather than employ a conventional syllabus, particularly a grammar-based one, advocates of TBI argue that grammar and other dimensions of communicative competence can be developed as a by-product of engaging learners in interactive tasks. Of course, most teachers make use of different kinds of tasks as part of their regular teaching. TBI, however, makes strong claims for the use of tasks and sees them as the primary unit to be used, both in planning teaching (i.e. , in developing a syllabus) and also in classroom teaching. But what exactly is a task? And what is not a task?

The notion of task is a somewhat fuzzy one, though various attempts have been made to define it. Some of the key characteristics of a task are the following:

◎ It is something that learners do or carry out using their existing language resources.

◎ It has an outcome which is not simply linked to learning language, though language acquisition may occur as the learner carries out the task.

◎ It involves a focus on meaning.

◎ In the case of tasks involving two or more learners, it calls upon the learners' use of communication strategies and interactional skills.




Many of the activities proposed in the early days of CLT can be described as tasks according to the definition above, i.e. , information-gap and information-sharing activities that we find in many course books and ELT materials. From the point of view of TBI, two kinds of tasks can usefully be distinguished:


Pedagogical tasks
 are specially designed classroom tasks that are intended to require the use of specific intreractional strategies and may also require the use of specific types of language (skills, grammar, vocabulary). A task in which two learners have to try to find the number of differences between two similar pictures is an example of a pedagogical task. The task itself is not something one would normally encounter in the real world. However the interactional processes it requires provides useful input to language development.


Real-world tasks
 are tasks that reflect real-world uses of language and which might be considered a rehearsal for real-world tasks. A role-play in which students practice a job interview would be a task of this kind.

Willis (1996) proposes six types of tasks as the basis for TBI:





1.  Listing tasks
 : For example, students might have to make up a list of things they would pack if they were going on a beach vacation.



2.  Sorting and ordering
 :   Students work in pairs and make up a list of the most important characteristics of an ideal vacation.



3.  Comparing
 : Students compare ads for two different supermarkets.



4. Problem-solving
 :   Students read a letter to an advice columnist and suggest a solution to the writer' s problems.



5.  Sharing personal experience
 : Students discuss their reactions to an ethical or moral dilemma.



6. Creative tasks
 : Students prepare plans for redecorating a house.



There are many other taxonomies of tasks based on particular features of tasks, such as whether they are one way, two way, simple, or complex. Many classroom activities do not share the characteristics of tasks as illustrated above and are therefore not tasks and are not recommended teaching activities in TBI. These include drills, cloze activities, controlled writing activities, etc., and many of the traditional techniques that are familiar to many teachers. Despite the extensive recent literature on tasks, however, there are virtually no published teacher resources containing tasks that meet the criteria proposed in TBI.

How does TBI in practice differ from more traditional teaching approaches? Recall our earlier discussion above of the principles of a P-P-P lesson or teaching format.


Presentation:
 the new grammar structure is presented, often by means of a conversation or short text. The teacher explains the new structure and checks students' comprehension of it.


Practice:
 students practice using the new structure in a controlled context, through drills or substitution exercises.


Production:
 students practice using the new structure in different contexts often using their own content or information, in order to develop fluency with the new pattern.




Advocates of TBI reject this model on the basis that a) it doesn' t work and b) it doesn' t reflect current understanding of second language acquisition. They claim that students do not develop fluency or progress in their grammatical development through a P-P-P methodology. They also argue that second language learning research has shown that language learning results from meaningful interaction using the language and not from controlled practice. With TBI the focus shifts to using tasks to create interaction and then building language awareness and language development around task performance. How does this work in practice?

Willis proposes the following sequence of activities:

　　Pretask activities





Introduction to topic and task




◎ T helps Ss to understand the theme and objectives of the task, for example, brainstorming ideas with the class, using pictures, mime, or personal experience to introduce the topic.

◎ Ss may do a pre-task, for example, topic-based, odd-word-out games. T may highlight useful words and phrases, but would not pre-teach new structures.

◎ Ss can be given preparation time to think about how to do the task.

◎ Ss can hear a recording of a parallel task being done (so long as this does not give away the solution to the problem).

◎ If the task is based on a text, Ss read a part of it.

　　The task cycle





Task




◎ The task is done by Ss (in pairs or groups) and gives Ss a chance to use whatever language they already have to express themselves and say whatever they want to say. This may be in response to reading a text or hearing a recording.

◎ T walks round and monitors, encouraging in a supportive way everyone' s attempt at communication in the target language.

◎ T helps Ss to formulate what they want to say, but will not intervene to correct errors of form.

◎ The emphasis is on spontaneous, exploratory talk and confidence building, within the privacy of the small group.

◎ Success in achieving the goals of the tasks helps Ss' motivation.


Planning




◎ Planning prepares for the next stage where Ss are asked to report briefly to the whole class how they did the task and what the outcome was.

◎ Ss draft and rehearse what they want to say or write.

◎ T goes round to advise students on language, suggesting phrases and helping Ss to polish and correct their language.




◎ If the reports are in writing, T can encourage peer-editing and use of dictionaries.

◎ The emphasis is on clarity, organization, and accuracy, as appropriate for a public presentation.

◎ Individual students often take this chance to ask questions about specific language items.


Report




◎ T asks some pairs to report briefly to the whole class so everyone can compare findings, or begin a survey. (NB: there must be a purpose for others to listen). Sometimes only one or two groups report in full; others comment and add extra points. The class may take notes.

◎ T chairs, comments on the content of their reports, rephrases perhaps, but gives no overt public correction.

　　Language focus





Analysis




◎ T sets some language-focused tasks, based on the texts students read or on the transcripts of the recordings they hear. Examples include the following:

      ◎ Find words and phrases related to the topic or text.

      ◎ Read the transcript, find words ending in &quot; s&quot; and say what the &quot; s&quot; means.

      ◎ Find all the words in the simple past form. Say which refer to past time and which do not.

      ◎ Underline and classify the questions in the transcript.

      ◎ T starts Ss off, then students continue, often in pairs.

      ◎ T goes around to help; Ss can ask individual questions.

      ◎ In plenary, T then reviews the analysis, possibly writing relevant language up on the board in list form; Ss may make notes.


Practice




◎ T conducts practice activities as needed, based on the language analysis work already on the board, or using examples from the text or transcript.

Practice activities can include:

      ◎ Choral repetition of the phrases identified and classified

      ◎ Memory challenge games based on partially erased examples or using lists already on blackboard for progressive deletion

      ◎ Sentence completion (set by one team for another)

      ◎ Matching the past-tense verbs (jumbled) with the subject or objects they had in the text

      ◎ Dictionary reference with words from text or transcript




TBI can, in theory, be applied in a number of different ways in language teaching:


As the sole framework for course planning and delivery:
 this appears to be the strategy proposed by Willis. Such an approach was used in a program described by Prabhu (1987) in which a grammar-based curriculum was replaced by a task-based one in a state school system, albeit only for a short period.


As one component of a course:
 a task strand can also serve as one component of a course, where it would seek to develop general communication skills. This is the approach described by Beglar and Hunt (2002) in their study of a 12-week course for second-year Japanese university students. The task strand was based on a survey. Students designed a survey form, then collected data, analyzed it and presented the results. In this case &quot; task&quot; is being used in ways others would use the term &quot; project.&quot; At the same time, students were also involved in classroom work related to a direct approach to teaching speaking skills, receiving explicit instruction in some of the specific strategies and microskills required for conversation.


As a technique:
 teachers who find the procedures outlined by Willis unrealistic and unmanageable over a long period could still use task work from time to time as one technique from their teaching repertoire.

Issues in implementing a task-based approach

Many issues arise in implementing a task-based approach. To begin with, there is little evidence that it works any more effectively than the P-P-P approach it seeks to replace. Criteria for selecting and sequencing tasks are also problematic, as is the problem of language accuracy. Task work may well serve to develop fluency at the expense of accuracy, as with some of the other activities suggested within a CLT framework. Content issues are also of secondary importance in TBI, making it of little relevance to those concerned with CBI or mainstreaming. The fact that TBI addresses classroom processes rather than learning outcomes is also an issue. In courses that have specific instructional outcomes to attain (e.g., examination targets) and where specific language needs have to be addressed rather than the general communication skills targeted in task work, TBI may seem too vague as a methodology to be widely adopted.

6. Product-based CLT approaches—text-based instruction and competency-based instruction

In this chapter we will examine two approaches which focus more on the outcomes or products of learning as the starting point in course design than on classroom processes. They start by identifying the kinds of uses of language the learner is expected to be able to master at the end of a given period of instruction. Teaching strategies are then selected to help achieve these goals.

Text-based instruction

Text-based instruction, also known as a genre
 -based approach
 , sees communicative competence as involving the mastery of different types of texts. Text here is used in a special sense to refer to structured sequences of language that are used in specific contexts in specific ways. For example, in the course of a day, a speaker of English may use spoken English in many different ways, including the following:

◎ Casual conversational exchange with a friend




◎ Conversational exchange with a stranger in an elevator

◎ Telephone call to arrange an appointment at a hair salon

◎ An account to friends of an unusual experience

◎ Discussion of a personal problem with a friend to seek advice





Each of these uses of language can be regarded as a text in that it exists as a unified whole with a beginning, middle, and end, it confirms to norms of organization and content, and it draws on appropriate grammar and vocabulary. Communicative competence thus involves being able to use different kinds of spoken and written texts in the specific contexts of their use. This view of language owes much to the work of the linguist Michael Halliday. According to Feez and Joyce (1998) TBI is thus based on an approach to teaching language which involves:

◎ Teaching explicitly about the structures and grammatical features of spoken and written texts

◎ Linking spoken and written texts to the cultural context of their use

◎ Designing units of work which focus on developing skills in relation to whole texts

◎ Providing students with guided practice as they develop language skills for meaningful communication through whole texts.

According to this view learners in different contexts have to master the use of the text types occurring most frequently in specific contexts. These contexts might include: studying in an English-medium university, studying in an English-medium primary or secondary school, working in a restaurant, office, or store, socializing with neighbors in a housing complex.

Contents of a text-based syllabus

As its name implies, the core units of planning in TBI are text types. These are identified through needs analysis and through the analysis of language as it is used in different settings (Text-based teaching thus has much in common with an ESP approach to language teaching, discussed above). However, the syllabus also usually specifies other components of texts, such as grammar, vocabulary, topics, and functions; hence, it is a type of mixed syllabus, one which integrates reading, writing and oral communication, and which teaches grammar through the mastery of texts rather than in isolation.

The following text types are included in the Certificates in Spoken and Written English
 , which are widely taught language qualifications in Australia.






	

Exchanges



	
Simple exchanges relating to information and goods and services

Complex or problematic exchanges

Casual conversation





	

Forms



	
Simple formatted texts

Complex formatted texts





	

Procedures



	
Instructions

Procedures

Protocols





	

Information texts



	
Descriptions

Explanations

Reports

Directives

Texts which combine one or more of these text types





	

Story texts



	
Recounts

Narratives





	

Persuasive texts



	
Opinion texts

Expositions

Discussions











A text-based approach has been adopted in Singapore and forms the framework for the 2002 syllabus for primary and secondary schools. In the Singapore context, the text types that are identified can be understood as forming the communicative building blocks Singapore children need in order to perform in an English-medium school setting. The text types in the syllabus are:






	

Procedures



	
e.g., procedures used in carrying out a task





	

Explanations



	
e.g., explaining how and why things happen





	

Expositions



	
e.g., reviews, arguments, debates





	

Factual recounts



	
e.g., magazine articles





	

Personal recounts



	
e.g., anecdotes, diary/journal entries, biographies, autobiographies





	

Information reports



	
e.g., fact sheets





	

Narratives



	
e.g., stories, fables





	

Conversations and



	
e.g., dialogs, formal/informal letters, postcards, e-mail, notices












Short functional texts




The Singapore syllabus also identifies the grammatical items that are needed in order to master different text types. For example, the following items are identified in relation to the text types of narratives and personal recounts at Secondary 2 level:




Adjectives, adjectival phrases and clauses

Adverbs and adverbials

Connectors to do with time and sequence

Direct and indirect speech

Nouns, noun phrases and clauses

Prepositions and prepositional phrases

Pronouns

Tenses to express past time

Verbs and verb phrases

Implementing a text-based approach

Feez and Joyce (1998: 28-31) give the following description of how a text-based approach is implemented:


Phase 1 Building the context




In this stage, students:

    ◎ Are introduced to the social context of an authentic model of the text type being studied

    ◎ Explore features of the general cultural context in which the text type is used and the social purposes the text type achieves

    ◎ Explore the immediate context of situation by investigating the register of a model text which has been selected on the basis of the course objectives and learner need. An exploration of register involves:

          ◎ Building knowledge of the topic of the model text and knowledge of the social activity in which the text is used, e.g., such as job seeking




          ◎ Understanding the roles and relationships of the people using the text and how these are established and maintained, e.g., the relationship between a job seeker and a prospective employer

          ◎ Understanding the channel of communication being used. e.g., using the telephone, speaking face-to-face with members of an interview panel

Context-building activities include:

◎ Presenting the context through pictures, audiovisual materials, realia, excursions, field-trips, guest speakers, etc.

◎ Establishing the social purpose through discussions or surveys, etc.

◎ Cross-cultural activities, such as comparing differences in the use of the text in two cultures

◎ Comparing the model text with other texts of the same or a contrasting type, e.g, comparing a job interview with a complex spoken exchange involving close friends, a work colleague or a stranger in a service encounter





Phase 2 Modeling and deconstructing the text




In this stage, students:

◎ Investigate the structural pattern and language features of the model

◎ Compare the model with other examples of the same text type

Feez and Joyce (1998: 29)comment that &quot; modeling and deconstruction are undertaken at both the whole text, clause and expression levels. It is at this stage that many traditional ESL language teaching activities come into their own.&quot;


Phase 3 Joint construction of the text




In this stage:

◎ Students begin to contribute to the construction of whole examples of the text type

◎ The teacher gradually reduces the contribution to text construction, as the students move closer to being able to control text type independently

Joint-construction activities include:

◎ Teacher questioning, discussing and editing whole class construction, then scribing onto board or overhead transparency

◎ Skeleton texts

◎ Jigsaw and information-gap activities

◎ Small-group construction of tests

◎ Dictogloss

◎ Self-assessment and peer-assessment activities


Phase 4 Independent construction of the text




In this stage:

◎ Students work independently with the text

◎ Learner performances are used for achievement assessment

Independent construction activities include:

◎ Listening tasks, e.g., comprehension activities in response to live or recorded material, such as performing a task, sequencing pictures, numbering, ticking or underlining material on a worksheet, answering questions

◎ Listening and speaking tasks, e.g., role plays, simulated or authentic dialogs

◎ Speaking tasks, e.g., spoken presentation to class, community organization, or workplace




◎ Reading tasks, e.g., comprehension activities in response to written material such as performing a task, sequencing pictures, numbering, ticking or underlining material on a worksheet, answering questions

◎ Writing tasks which demand that students draft and present whole texts


Phase 5 Linking to related texts




In this stage, students investigate how what they have learnt in this teaching/learning cycle can be related to:

◎ Other texts in the same or similar context

◎ Future or past cycles of teaching and learning

Activities which link the text type to related texts include:

◎ Comparing the use of the text type across different fields

◎ Researching other text types used in the same field

◎ Role-playing what happens if the same text type is used by people with different roles and relationships

◎ Comparing spoken and written modes of the same text type

◎ Researching how a key language feature used in this text type is used in other text types

Problems with implementing a text-based approach

As can be seen from the above summary, a text-based approach focuses on the products of learning rather than the processes involved. Critics have pointed out that an emphasis on individual creativity and personal expression is missing from the TBI model, which is heavily wedded to a methodology based on the study of model texts and the creation of texts based on models. Likewise, critics point out that there is a danger that the approach becomes repetitive and boring over time since the five phase cycle described above is applied to the teaching of all four skills.

Competency-based instruction

Competency-based instruction is an approach to the planning and delivery of courses that has been in widespread use since the 1970s. The application of its principles to language teaching is called competency
 -based language teaching
 (CBLT)—an approach that has been widely used as the basis for the design of work-related and survival-oriented language teaching programs for adults. It seeks to teach students the basic skills they need in order to prepare them for situations they commonly encounter in everyday life. Recently, competency-based frameworks have become adopted in many countries, particularly for vocational and technical education. They are also increasingly being adopted in national language curriculum, as has happened recently in countries suchas Indonesia, Thailand and the Philippines.

What characterizes a competency-based approach is the focus on the outcomes of learning as the driving force of teaching and the curriculum. Auerbach (1986) identifies eight features involved in the implementation of CBLT programs in language teaching:




1.  A focus on successful functioning in society. The goal is to enable students to become autonomous individuals capable of coping with the demands of the world.



2.  A focus on life skills. Rather than teaching language in isolation, CBLT teaches language as a function of communication about concrete tasks. Students are taught just those language forms/skills required by the situations in which they will function. These forms are normally determined by needs analysis.



3.  Task-or performance-oriented instruction. What counts is what students can do as a result of instruction. The emphasis is on overt behaviors rather than on knowledge or the ability to talk about language and skills.



4.  Modularized instruction. Language learning is broken down into meaningful chunks. Objectives are broken into narrowly focused sub-objectives so that both teachers and students can get a clear sense of progress.



5.  Outcomes are made explicit. Outcomes are public knowledge, known and agreed upon by both learner and teacher. They are specified in terms of behavioral objectives so that students know what behaviors are expected of them.



6.  Continuous and ongoing assessment. Students are pre-tested to determine what skills they lack and post-tested after instruction on that skill. If they do not achieve the desired level of mastery, they continue to work on the objective and are retested.



7.  Demonstrated mastery of performance objectives. Rather than the traditional paper-and-pencil tests, assessment is based on the ability to demonstrate pre-specified behaviors.



8.  Individualized, student-centered instruction. In content, level, and pace, objectives are defined in terms of individual needs; prior learning and achievement are taken into account in developing curricula. Instruction is not time-based; students progress at their own rates and concentrate on just those areas in which they lack competence.



There are two things to note about competency-based instruction. First, it seeks to build more accountability into education by describing what a course of instruction seeks to accomplish. Secondly, it shifts attention away from methodology or classroom processes, to learning outcomes. In a sense, one can say that with this approach it doesn' t matter what methodology is employed as long as it delivers the learning outcomes.

Implementing a competency-based approach

As we saw above, CBLT is often used in programs that focus on learners with very specific language needs. In such cases, rather than seeking to teach general English, the focus is on the specific language skills needed to function in a specific context. This is similar then to an ESP approach and to some versions of a task-based approach. The starting point in course planning is therefore an identification of the tasks the learner will need to carry out within a specific setting (e.g., in the role of factory worker, restaurant employee, or nurse) and the language demands of those tasks. The competencies needed for successful task performance are then identified and used as the basis for course planning. For example, part of a specification of competencies for a job training course includes the following:




The student will be able to:

◎ Identify different kinds of jobs using simple help-wanted ads

◎ Describe personal work experience and skills

◎ Demonstrate ability to fill out a simple job application with assistance

◎ Produce required forms of identification for employment

◎ Identify Social Security, income tax deductions and tax forms

◎ Demonstrate understanding of employment expectations, rules, regulations and safety

◎ Demonstrate understanding of basic instruction and ask for clarification on the job

◎ Demonstrate appropriate treatment of co-workers (politeness and respect)

Materials writers would then have to plan language lessons around these competencies.

Problems with implementing a competency-based approach

Critics of CBLT have argued that this approach looks easier and neater than it is. They point out that analyzing situations into tasks and underlying competencies is not always feasible or possible, and that often little more than intuition is involved. They also suggest that this is a reductionist approach. Language learning is reduced to a set of lists and such things as thinking skills are ignored.

Conclusions

Since its inception in the 1970s, communicative language teaching has passed through a number of different phases. In its first phase, a primary concern was the need to develop a syllabus and teaching approach that was compatible with early conceptions of communicative competence. This led to proposal for the organization of syllabuses in terms of functions and notions rather than grammatical structures. Later the focus shifted to procedures for identifying learners' communicative needs and this resulted in proposals to make needs analysis an essential component of communicative methodology. At the same time, methodologists focused on the kinds of classroom activities that could be used to implement a communicative approach, such as group work, task work, and information-gap activities.

Today CLT can be seen as describing a set of core principles about language learning and teaching, as summarized above, assumptions which can be applied in different ways and which address different aspects of the processes of teaching and learning.

Some focus centrally on the input to the learning process. Thus content-based teaching stresses that the content or subject matter of teaching drives the whole language learning process. Some teaching proposals focus more directly on instructional processes. Task-based instruction for example, advocates the use of specially designed instructional tasks as the basis of learning. Others, such as competency-based instruction and text-based teaching, focus on the outcomes of learning and use outcomes or products as the starting point in planning teaching. Today CLT continues in its classic form as seen in the huge range of course books and other teaching resources that cite CLT as the source of their methodology. In addition, it has influenced many other language teaching approaches that subscribe to a similar philosophy of language teaching.
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Second Language Teacher Education Today[1]




One of the simple facts of life in the present time is that the English language skills of a good proportion of its citizenry are seen as vital if a country is to participate actively in the global economy and to have access to the information and knowledge that provide the basis for both social and economic development. Central to this enterprise are English teaching and English language teachers. There is consequently increasing demand worldwide for competent English teachers and for more effective approaches to their preparation and professional development. In this paper I want to examine trends in second language teacher education and to identify some of the key issues that are shaping the way second language teacher education (SLTE) is conceptualized and realized today. The field of SLTE has been shaped in its development by its response to two issues. One might be called internally initiated change, that is, the teaching profession gradually evolving a changed understanding of its own essential knowledge base and associated instructional practices through the efforts of applied linguists and specialists in the field of second language teaching and teacher education. Much of the debate and discussion that has appeared in the professional literature in recent years, for example, and which is surveyed in this paper, is an entirely internal debate, unlikely to interest those outside the walls of academic institutions. The emergence of such issues as reflective teaching and critical pedagogy, for example, arose from within the profession largely as a result of self-imposed initiatives. At the same time the development of SLTE has also been impacted by external pressures, for example by globalization and the need for English as a language of international trade and communication, which has brought with it the demand by national educational authorities for new language teaching policies, for greater central control over teaching and teacher education, and for standards and other forms of accountability. The Common European Framework is an example of the profession attempting to respond to external pressures of this kind.

The growth of SLTE

The field of TESOL is relatively new and, in the form that we know it today, dates from the 1960s. It was during the 1960s that English language teaching began a major period of expansion worldwide and that metho-dologies such as Audiolingualism and Situational Language Teaching emerged as the first of a wave of new methodologies to reinvigorate the field of English as a second or foreign language. The origins of specific approaches to teacher training for language teachers began with short training programs and certificates dating from this period, designed to give prospective teachers the practical classroom skills needed to teach the new methods. The discipline of applied linguistics dates from the same period, and with it came a body of specialized academic knowledge and theory that provided the foundation of the new discipline. This knowledge was represented in the curricula of MA programs, which began to be offered from this time, that typically contained courses in language analysis, learning theory, methodology, and sometimes a teaching practicum.

The relationship beween practical teaching skills and academic knowledge and their representation in SLTE programs has generated a debate ever since although, as we will see in what follows, it is now part of the discussion of a much wider range of issues. In the 1990s the practice versus theory distinction was sometimes resolved by distinguishing &quot; teacher training&quot; from &quot; teacher development, &quot; the former being identified with entry-level teaching skills linked to a specific teaching context, and the latter to the longer-term development of the individual teacher over time. Training involved the development of a repertoire of teaching skills, acquired through observing experienced teachers and practice-teaching in a controlled setting, for example through micro-teaching or peer-teaching. Good teaching was seen as the mastery of a set of skills or competencies. Qualifications in teacher training such as the CELTA (Certificate in English Language Teaching to Adults) were typically offered by teacher training colleges or by organizations such as the British Council. Teacher development, on the other hand, meant mastering the discipline of applied linguistics. Qualifications in teacher development, typically the MA degree, were offered by universities, where the practical skills of language teaching were often undervalued.




By the present time the contrast between training and development has been replaced by a reconsideration of the nature of teacher learning, which is viewed as a form of socialization into the professional thinking and practices of a community of practice. SLTE is now also influenced by perspectives drawn from sociocultural theory (Lantolf 2000) and the field of teacher cognition (Borg 2006). The knowledge base of teaching has also been re-examined with a questioning of the traditional positioning of the language-based disciplines as the major foundation for SLTE (e.g., linguistics, phonetics, second language acquisition) (Freeman 2002). At the same time it has also been affected by external factors—by the need to respond to the status of English as an international language and the demand worldwide for a practical command of English language skills.

The professionalization of language teaching

A common observation on the state of English language teaching today compared with its status in the not too distant past is that there is a much higher level of professionalism in ELT today than previously. By this is meant that English language teaching is seen as a career in a field of educational specialization, it requires a specialized knowledge base obtained through both academic study and practical experience, and it is a field of work where membership is based on entry requirements and standards. The professionalism of English teaching is seen in the growth industry devoted to providing language teachers with professional training and qualifications, in continuous attempts to develop standards for English language teaching and for English language teachers, to the proliferation of professional journals and teacher magazines, conferences and professional organizations, to attempts in many places to require non-native speaker English teachers to demonstrate their level of proficiency in English as a component of certification, to the demand for professional qualifications for native-speaker teachers, and to the greater level of sophisticated knowledge of language teaching required of English teachers. Becoming an English language teacher means becoming part of a worldwide community of professionals with shared goals, values, discourse, and practices but one with a self-critical view of its own practices and a commitment to a transformative approach to its own role. The focus on professionalism may mean different things in different places. In some it may mean acquiring qualifications recognized by local educational authorities or by international professional organizations and attaining standards mandated by such bodies. It may also mean behaving in accordance with the rules and norms that prevail in their context of work, even if the teacher does not fully support such norms such as when a teacher is told to &quot; teach to the test&quot; rather than create his or her own learning pathway.

Leung (in press) contrasts two different dimensions to professionalism that will be alluded to throughout this paper. The first can be called institutionally prescribed professionalism—a managerial approach to professionalism that represents the views of ministries of education, teaching organizations, regulatory bodies, school principals and so on that specify what teachers are expected to know and what quality teaching practices consist of. There are likely to be procedures for achieving accountability and processes in place to maintain quality teaching. Such specifications are likely to differ from country to country. For example, in Singapore teachers are encouraged to take up to 100 hours of in-service courses a year. In Australia support for in-service professional development is almost non-existent in many schools.




The second dimension to professionalism Leung refers to as independent professionalism, which refers to teachers' own views of teaching and the processes by which teachers engage in reflection on their own values, beliefs, and practices. Much of the discussion in this paper above has addressed this dimension of individual professionalism and the current literature on professional development for language teachers promotes a wide variety of procedures through which teachers can engage in critical and reflective review of their own practices (see Richards and Farrell 2005), for example through self-monitoring, analyzing critical incidents, teacher support groups, and action research.

The knowledge base of SLTE

As noted above, there have traditionally been two strands within the field of SLTE—one focusing on classroom teaching skills and pedagogic issues, and the other focusing on what has been perceived as the academic underpinnings of classroom skills, namely knowledge about language and language learning. The relationship between the two has often been problematic. One way to clarify this issue has been to contrast two differing kinds of knowledge—which may be thought of as knowledge about
 and knowledge how
 . &quot; Knowledge about&quot; or content knowledge
 provides what has come to be the established core curriculum of SLTE programs, particularly at the graduate level, where coursework on topics such as language analysis, discourse analysis, phonology, curriculum development, and methodology is standard. The language-based courses provided the academic content, and the methodology courses showed teachers how to teach it. An unquestioned assumption was that such knowledge informs teachers' classroom practices. Recent research, however, (e.g., Bartels 2005), shows that teachers in fact often fail to apply such knowledge in their classrooms. Despite knowing the theory and principles associated with Communicative Language Teaching, for example, in their own teaching, teachers are often seen to make use of traditional &quot; grammar-and-practice&quot; techniques in their classrooms. Freeman (2002: 1) raises the issue of the relevance of the traditional knowledge base of language teaching, observing, &quot; The knowledge-base is largely drawn from other disciplines, and not from the work of teaching itself.&quot; Those working within a sociocultural perspective have hence argued that second language acquisition research as it has been conventionally understood has focused on an inadequate view of what the object of learning is, since it has not considered the way language is socially and culturally constituted (Miller 2004; Firth and Wagner 1997; Norton 1997).

The distinction between explicit knowledge and implicit knowledge throws some light on the dilemma of failed uptake, the former constituting the basis of &quot; knowledge about&quot; and the latter of &quot; knowledge how.&quot; Implicit knowledge covers a wide range of terms that have been used in the literature to refer to the beliefs, theories, and knowledge that underlie teachers' practical actions (terms such as &quot; principles, &quot; &quot; practitioner knowledge, &quot; &quot; personal theories, &quot; &quot; maxims&quot; ) (Richards 1996; Tsang 2004). Central to knowledge how
 are concepts such as pedagogical content knowledge (the capacity to transform content into accessible and learnable forms) and practical knowledge, all of which refer to the knowledge and thinking that teachers make use of in facilitating learning in their classrooms and which belong to a third strand that has often been missing from formulations of the core content of SLTE—namely the nature of teaching itself. Freeman and others have emphasized that the knowledge base of SLTE must be expanded to include the processes of teaching and teacher-learning and the beliefs, theories and knowledge which inform teaching. Rather than the MA course being a survey of issues in applied linguistics drawing from the traditional disciplinary sources, coursework in areas such as reflective teaching, classroom research, and action research now forms parts of the core curriculum in many TESOL programs and seeks to expand the traditional knowledge base of language teaching. Van Lier proposed a way to resolve the theory-practice issue in a 1992 paper:








Instead of the usual linguistic sub-topics such as phonetics, syntax, discourse analysis and so on, I propose that we identify language-related themes from the teachers' own sphere of activity…. Within each theme, it is inevitable that straightforward linguistic phenomena of phonology, syntax, discourse, etc. will need to be explored at some point. This exploration will necessitate a certain amount of linguistic study in the traditional sense, but it is very important that such study is now motivated by a real-life question that requires an answer. Interestingly in this scheme of Language Awareness development, we treat &quot; the teaching of linguistics&quot; in a similar way to the way in which we treat &quot; the teaching of grammar&quot; in a task-based communicative approach. We do not teach linguistics &quot; because it is there, &quot; but because it helps us to solve language problems in real-life tasks. (Van Lier 1992: 102)

Kumaravadivelu proposes what he calls &quot; critical classroom observation&quot; as a procedure for engaging teachers in the process of theorizing their own practice, a procedure which involves self-observation of a lesson by the teacher together with observation by students in the lesson and an observer, following which their different perspectives are compared and the meaning of the lesson is interpreted and theorized (1999).

The nature of teacher-learning

A focus on the nature of teacher-learning has been central to a rethinking of both the content and delivery of SLTE programs. Teacher-learning from traditional perspectives was seen as a cognitive issue, something the learner did on his or her own. Nunan (1995: 55) describes this learner-centered view. &quot; In the final analysis…it is the learner who must remain at the centre of the processes, for no matter how much energy and effort we expend, it is the learner who has to do the learning.&quot; Teaching was then viewed as a transmission process.





When couched within a transmission model the process-product paradigm examined teaching in terms of the learning outcomes it produced. Process-product studies concentrated on the link, which was often assumed to be causal, between the teacher' s actions and the students' mental processes.... In product-process research the aim was to understand how teachers' action led—or did not lead—to student learning. (Freeman 2002: 2)

Traditionally the problem of teacher-learning was hence often viewed as a question of improving the effectiveness of delivery. The failure of teachers to &quot; acquire&quot; what was taught was seen as a problem of overcoming teachers' resistance to change (Singh and Richards 2006). A focus on teacher-learning as a field of inquiry, however, seeks to examine the mental processes involved in teacher-learning and acknowledges the &quot; situated&quot; and the social nature of learning (Lave and Wenger 1991). From this perspective, learning takes place in a context and evolves through the interaction and participation of the participants in that context. Teacher-learning is not viewed as translating knowledge and theories into practice but as constructing new knowledge and theory through participating in specific social contexts and engaging in particular types of activities and processes. This latter type of knowledge, sometimes called &quot; practitioner knowledge, &quot; is the source of teachers' practices and understandings. While traditional views of teacher-learning often viewed the teachers' task as the application of theory to practice, more recent views see teacher-learning as the theorization of practice—in other words, making visible the nature of practitioner knowledge and providing the means by which such knowledge can be elaborated, understood and reviewed. As Freeman (2002: 11) puts it: &quot; Teacher education must serve two functions. It must teach the skills of reflectivity and it must provide the discourse and vocabulary that can serve participants in renaming their experience.&quot; In practical terms this has led to a reconsideration of traditional modes of teaching in SLTE programs and a focus on the course room as a community of learners engaged in social practices and the collaborative construction of meanings. Transmission modes of teaching are replaced with various forms of dialogic and collaborative inquiry. This view of learning draws on sociocultural theory and the notion of identity construction and considers how the social processes of the course room or lecture room contribute to and shape learning. Key to the teacher-learning processes are the roles of participants, the discourses they create and participate in, the activities that take place and the artifacts and resources that are employed. All of these shape the nature of the learning that occurs (Singh and Richards 2006). Learning is seen to emerge through social interaction within a community of practice.




Johnson (2006: 239) captures current views of teacher-learning as arising from research which has the following characteristics:





This research depicts L2 teacher learning as normative and lifelong, as emerging out of and through experiences in social contexts: as learners in classrooms and schools, as participants in professional teacher education programs, and later as teachers in settings where they work. It described L2 teacher learning as socially negotiated and contingent on knowledge of self, subject matter, curricula, and setting. It shows L2 teachers as users and creators of legitimate forms of knowledge who make decisions about how best to teach their L2 students within complex socially, culturally, and historically situated contexts.

The role of context in teacher-learning

Sociocultural perspectives on learning emphasize that learning is situated, that is, takes place in specific settings or contexts that shape how learning takes place. The location of most teacher-learning in SLTE programs is either a university or teacher training institution, or a school, and these different contexts for learning create different potentials for learning. In one, the course room is a setting for patterns of social participation that can either enhance or inhibit learning. In the other, learning occurs through the practice and experience of teaching. Both involve induction to communities of practice, Lave and Wenger' s (1991) concept for learning takes place within organizational settings, which is socially constituted and which involves participants with a common interest collaborating to develop new knowledge and skills. In the course room, learning is contingent upon the discourse and activities that coursework and class participation involve. In the school, learning takes place through classroom experiences and teaching practice and is contingent upon relationships with mentors, fellow novice teachers and interaction with experienced teachers in the school. Velez-Rendon (2006: 321) points out the crucial role cooperating teachers play in novice teachers' professional development, assisting their socialization into the profession and adjusting their role according to the teacher-learners' needs, thus serving both as instructional models and as sources of guidance. Typically the campus-based program (in the case of pre-service teacher education) is seen as the start of the teacher' s professional development, subsequent learning taking place in the school through classroom experience, working with mentors and other school-based initiatives. In SLTE programs, making connections between campus-based and school-based learning is often problematic and student-teachers often perceive a gap between the theoretical coursework offered on campus and the practical school-based component. Challenges include locating cooperating schools, building meaningful cooperation with schools, developing coherent links between the campus-based and school-based strands, training mentor teachers, and recognizing them as an integral part of the campus-based program. While the teaching practicum is often intended to establish links between theory and practice, it is sometimes an uncomfortable add-on to academic programs rather than seen as a core component.




The role of teacher cognition

An important component of current conceptualizations of SLTE is a focus on teacher cognition. This encompasses the mental lives of teachers, how these are formed, what they consist of, and how teachers' beliefs, thoughts and thinking processes shape their understanding of teaching and their classroom practices. Borg (2006: 1) comments:





A key factor driving the increase in research in teacher cognition, not just in language education, but in education more generally, has been the recognition that teachers are active, thinking decision-makers who play a central role in shaping classroom events. Coupled with insights from the field of psychology which have shown how knowledge and beliefs exert a strong influence on teacher action, this recognition has suggested that understanding teacher cognition is central to the process of understanding teaching.

An interest in teacher cognition entered SLTE from the field of general education, and brought with it a similar focus on teacher decision-making, on teachers' theories of teaching, teachers' representations of subject matter, and the problem-solving and improvisational skills employed by teachers with different levels of teaching experience during teaching. Constructs such as teacher' s practical knowledge, pedagogic content knowledge, and personal theories of teaching noted above are now established components of our understanding of teacher cognition. From the perspective of teacher cognition, teaching is not simply the application of knowledge and of learned skills. It is viewed as a much more complex cognitively-driven process affected by the classroom context, the teachers' general and specific instructional goals, the learners' motivations and reactions to the lesson, the teacher' s management of critical moments during a lesson. At the same time teaching reflects the teacher' s personal response to such issues, hence teacher cognition is very much concerned with teachers' personal and &quot; situated&quot; approaches to teaching. Borg' s (2006) survey of research on teacher cognition shows how such research has clarified such issues as the relationship between teacher cognition and classroom practice, the impact of context on language teacher' s cognitions and practices, the processes of pre-service teacher learning in language teaching, the relationship between cognitive change and behavioral change in language teachers, and the nature of expertise in language teaching. In SLTE programs a focus on teacher cognition can be realized through questionnaires and self-reporting inventories in which teachers describe beliefs and principles; through interviews and other procedures in which teachers verbalize their thinking and understanding of pedagogic incidents and issues; through observation, either of one' s own lessons or those of other teachers, and through reflective writing in the form of journals, narratives, or other forms of written report (Borg in press).




A focus on teacher identity

A sociocultural perspective on teacher-learning posits a central aspect of this process as the reshaping of identity and identities within the social interaction of the classroom. Identity refers to the differing social and cultural roles teacher-learners enact through their interactions with lecturers and other students during the process of learning. These roles are not static but emerge through the social processes of the classroom. Identity may be shaped by many factors, including personal biography, gender, culture, working conditions, age, gender, and the school and classroom culture. The concept of identity thus reflects how individuals see themselves and how they enact their roles within different settings. In an SLTE program a teacher-learner' s identity is remade through the acquisition of new modes of discourse and new roles in the course room. What is involved is not simply &quot; language acquisition, &quot; but &quot; discourse acquisition&quot; (Miller 2004). Teacher-learning thus involves not only discovering more about the skills and knowledge of language teaching but also what it means to be a language teacher. In a courseroom, teacher-learners negotiate their identity through the unfolding social interaction of a particular situated community, in relation to its specific activities and relationships (Singh and Richards 2006). Native-speaker and non-native-speaker teacher-learners may bring different identities to teacher-learning and to teaching. For example, untrained native-speakers teaching EFL overseas are sometimes credited with an identity they are not really entitled to (the &quot; native-speaker as expert&quot; syndrome), finding that they have a status and credibility which they would not normally achieve in their own country. In language institutes, students may express a preference to study with native-speaker teachers, despite the fact that such teachers may be less qualified and less experienced than non-native-speaker teachers. For non-native-speaking teachers studying in SLTE programs, identity issues may lead some to feel disadvantaged compared to native-speaker teachers in the same course. While in their own country they were perceived as experienced and highly competent professionals, they now find themselves at a disadvantage and may experience feelings of anxiety and inadequacy. They may have a sense of inadequate language proficiency and their unfamiliarity with the learning styles found in British or North-American university course rooms may hinder their participation in some classroom activities. Identity and how it shapes teacher-learning can be explored through case studies, through the review of lesson protocols, through narratives in which teachers describe the emergence of their professional identities and the struggles and issues that are involved. Miller (2004: 120) emphasizes the importance of understanding the context in which teachers will work.





Knowing the school, the possibilities of the classroom space, the students, their neighborhoods, the resources, the curriculum and policy, the supervising teacher—these are all critical elements that affect what teachers can do, and how they negotiate and construct identity moment to moment.

Miller (2004: 130) also describes the use of personal journals as &quot; an activity that opens up a range of discursive practices to students, while allowing them to use their previous Discourses and identities and to renegotiate, to translate and to transform these Discourses and identities.&quot;

A rethinking of teaching methods and strategies

Wallace (1995) identifies three models of teacher education that have characterized both general teacher education and also teacher education for language teachers, which he calls the craft model, the applied science model, and the reflective model. Barduhn and Johnson (in press) characterize these approaches as follows:








In the craft model all of the expertise of teaching resides in the training, and it is the trainee' s job to imitate the trainer. The applied science model has been the traditional and the most present model underlying most teacher education and training programs. The followers of this model believe that all teaching problems can be solved by experts in content knowledge and not by the &quot; practitioners&quot; themselves. The third model, the current trend in teacher education and development, envisions as the final outcome of the training period that the novice teacher become an autonomous reflective practitioner capable of constant self-reflection leading to a continuous process of professional self-development.

The sociocultural view of learning outlined above moves beyond the view of the teacher as an individual entity attempting to master content knowledge and unravel the hidden dimensions of his or her own teaching and views learning as a social process. Rather than teaching being viewed as the transfer of knowledge, a sociocultural perspective views it as creating conditions for the co-construction of knowledge and understanding through social participation. There are several forms such participation may take. One strategy is known as dialogic teaching, that is, teaching which centers around conversations with other teachers focusing on teaching and learning issues during which teachers examine their own beliefs and practices and engage in collaborative planning, problem solving, and decision-making. It is often through dialog that teacher-learners create and experience different representations of themselves. This may take the form of both spoken dialog in group conversations as well as through journals or online dialogs. Of learning through talking with other teachers, a teacher-learner comments:





Talking in a seminar provides you with time to talk about your teaching and hear about the teaching of others and this in itself becomes confidence inducing. You know, you think stuff about your teaching all the time, but when you talk about it in public, with peopIe who know you and where you are coming from, it becomes real. Through this talk, we know what we are doing, we know why we are doing it, we know what we do, and we can tell others why we are doing it. (Quoted in Freeman and Johnson 2005: 85)

For student-teachers used to more transmission-oriented teaching styles, however, dialogic modes of teaching raise issues of identity, power, and agency. Johnston suggests that dialog in educational settings has at least three interrelated elements—participation, contingency, and negotiation.





First, it requires the participation of the teacher and the teacher-learners…. The point is that both these sides are needed: there can be no learning if either one is missing. Next dialog is fundamentally contingent. Because of the complexity of what the teacher and teacher-learners bring to the classroom, and the further complexity of their interaction in class, it is impossible to predict exactly what teacher learners will or will not learn…. Finally, dialog involves contestant negotiation. Because of its contingency, truly dialogical relations can only be maintained through a constant moving to and fro between participants in the domains both of content (what we are studying) and process (how we go about it) (1994: 158).

&quot; Learning how to talk&quot; is essential in order to participate in a community of practice. It involves learning to share ideas with others and to listen without judgement, and like other forms of collaborative learning, may require modeling and rules if it is to be successful. Collaborative approaches to learning are central to current pedagogies of SLTE. The collective knowledge, experience, and thinking of the participants together with the course content and the course-room artifacts, provide the resources through which they learn. Danielewicz comments (2001: 141):








Collaborative learning creates a social context that helps students negotiate entry into the academic discourse community and acquire disciplinary knowledge. But, at the same time, their joint efforts will produce new knowledge, and eventually lead to a critique of accepted knowledge, conditions, and theories, as well as of the institutions that produce knowledge.

Johnston (in press) identifies four possibilities for collaborative teacher development: collaboration with fellow teachers, collaboration between teachers and university-based researchers, collaboration with students, and collaboration with others involved in teaching and learning—administrators, parents, supervisors, and so on. Key concepts in a collaborative approach to learning are Vygotsky' s notions of the zone of proximal development (ZPD) and mediation. These two constructs present a view of learning as a process of &quot; apprenticeship, &quot; where apprentices collaborate in social practices with teacher educators as well as mentors, critical friends and peers to acquire and construct new forms of interaction and thinking (Vygotsky 1978). Crucial to the process is the role of mediating artifacts in constructing new meanings. In the LTE course room these include handouts, worksheets, technology, video, as well as the physical course room layout (Singh 2004). Working in collaboration on classroom tasks offers many benefits. Johnson comments:





At the course level, collaborative efforts emerge among cohort groups of teachers as they engage in the meaningful exchange of ideas and experiences based on their understanding of themselves as teachers, of theories and pedagogies presented in their academic course work, of the students they teach, and of the day to day realities of their teaching contexts…. Whether occurring in face-to-face or via computer-mediated communication, such exchanges foster the emergence of a professional discourse, heighten a feeling of membership in a professional community, and lessen the isolation and irrelevance often associated with university-based professional course work. (2000: 2-3)

In addition to collaborative forms of teacher development, professional development is also increasingly viewed as something which is self-directed, inquiry-based, and directly relevant to teacher' s professional lives. The site for such inquiry is the teacher' s own classroom, either through the teacher' s own efforts or in collaboration with supervisors, university researchers, or other teachers. This often takes the form of action research or other research-based activities. The growing demand for SLTE courses as a consequence of the spread of English worldwide has also created a need for new ways of delivery of teacher education courses. Advances in technology have provided new opportunities for both traditional forms of campus-based teaching (e.g., Internet-based resources) as well as for distance teaching through online learning. These new forms of delivery allow for the development of teacher-networks that cross regional and national boundaries, establishing globalized communities of teachers who can bring their own cultural, social, professional and personal experiences into the SLTE process.

The need for accountability

The scope of English teaching worldwide and the subsequent growth of SLTE programs has created a demand for greater accountability in SLTE practices. What constitutes a quality SLTE program in terms of its curriculum, the teaching methods that it gives rise to, and the kinds of teachers that the program produces? What competencies do the graduates of such programs possess? These kinds of questions are very difficult to answer since there are no widely-accepted definitions of concepts of &quot; quality&quot; in SLTE and likewise there is no internationally recognized specification of English language teacher competencies, though local specifications of essential teacher competencies have been produced in many countries and by a number of professional organizations (Leung and Teasdale 1999). One way to approach the issue of accountability is through the identification of standards for SLTE programs. The standards movement has taken hold in many parts of the world and promotes the adoption of clear statements of instructional outcomes in educational programs as a way of improving learning outcomes in programs and to provide guidelines for program development, curriculum development, and assessment. In the US the TESOL organization has developed the TESOL/NCATE Standards for P
 -12 Teacher Education Programs
 which cover five domains—Language, Culture, Professionalism, Instruction, and Assessment, and the American Council on the Teaching of Foreign Languages has developed the ACTFL/NCATE Program Standards for the Preparation of Foreign Language Teachers (ACTFL 2002). These provide descriptions both of what foreign language teacher should know and the level of proficiency they should have reached in their teaching language. Critics of such an approach argue that the standards themselves are largely based on intuition and are not research based, and also that the standards movement has been brought into education from the fields of business and organizational management and reflects a reductionist approach in which learning is reduced to the mastery of discrete skills that can easily be taught and assessed. Another dimension of accountability relates to the impact of SLTE programs. How can the results of teacher education practices be evaluated and what impact do SLTE programs have? Despite the huge investment in ELT teacher training programs in different parts of the world in the last 30 years, there is very little research available on the impact of such investment. Shamin observes (in press), &quot; In English language teaching, while innovations abound—from innovative methods to curriculum, textbooks and assessment practices, literature on exploring the nature of change and its possible effects on innovation diffusion is surprisingly scant.&quot;




We tend to take for granted that the teaching and learning experiences provided in SLTE programs succeed in changing teachers' beliefs, understandings, knowledge, and practices. However, research often confirms that there is often little immediate evidence for change in teacher' s practices as a result of training (Waters and Vilches 2005). Individual and contextual factors can impede adoption of educational innovations, including the amount of risk involved, the communicability of the innovation, compatibility with existing practices, the number of gatekeepers involved, the perceived benefits of the innovation as well as the organizational, political, social and cultural context in which the change is being attempted. An important collection of papers edited by Bartels (2005) explores how teachers are affected by the academic knowledge they received in their graduate courses and the extent to which they are able to access and use this knowledge in their subsequent teaching. SLTE programs can, of course, be evaluated in much the same way as any other educational program is evaluated, that is, in terms of content, instruction, relevance and so on but these factors may have little influence on the extent to which the program and its activities initiates a deeper self-awareness of teaching. Typically professional development is intended to bring about change in teachers but change can mean many different things, and while short-term impact may be relatively easy to measure, many teacher development initiatives are designed to produce longer-term changes that are not always directly measurable. Measures are needed that involve teachers in self-evaluation, that enable them to monitor their growth and development over time through the use of self-directed activities such as portfolios, narratives, and journal writing, rather than measures which capture perceptions of change at a given moment in time. Sociocultural views of learning also suggest that evaluation considers not only the products of learning, but more importantly the sociocultural processes that are involved and the extent to which the social processes of the course room serve to inhibit or enhance teacher learning.




Critical language teacher education

The field of SLTE, as with other areas of language teaching, has also been influenced by issues posed by critical theory
 , and critical pedagogy
 , prompting reflection on the hidden curriculum
 that sometimes underlies language teaching polices and practices. English language teaching, it is argued, is not a politically or morally neutral activity. Mastery of English, it is claimed, often enhances the power and control of a privileged few and in addition, English language teaching often consumes an inordinate amount of the scarce educational resources of many countries. Globalization and the spread of English raise the need for SLTE programs to engage teachers in an exploration of the political status of English in today' s world, the role it can play in maintaining positions of privilege and inequality, and the role the notion of &quot; native speaker&quot; has played in TESOL theory and practice. Hawkins and Norton (in press) argue that language teachers have a particular role to play in promoting their learners' fuller participation in classrooms and communities.





Because language, culture, and identity are integrally related, language teachers are in a key position to address educational inequality, both because of the particular learners they serve, many of whom are marginalized members of the wider community, and because of the subject matter they teach—language—which can serve itself to both empower and marginalize…. For those whose students may be members of the mainstream community, they nevertheless represent the values, beliefs and practices of the cultural groups with whom the new language is associated. Critical language teachers make transparent the complex relationships between majority and minority speakers and cultural groups, and between diverse speakers of the majority language, thus having the potential to disrupt potentially harmful and oppressive relations of power.

From this perspective, language teachers are not simply teaching language as a neutral vehicle for the expression of meanings and ideas, but should be engaged both in reflecting upon the ideological forces that are present in their classrooms, schools and communities and in empowering their learners with the language knowledge and skills they need to be able to function as moral agents in society. At the practical level, critical pedagogues would argue that this involves choosing developing curricula and choosing materials and activities that raise students' awareness of sociopolitical as well as ethical issues and problems. But if this is critical language teaching, what is critical language teacher education? Hawkins and Norton (in press) identify three key practices that they suggest are associated with critical language teacher education. Critical awareness activities seek to raise teachers' awareness of &quot; the way power relations are constructed and function in society, and the extent to which historical, social, and political practices structure educational inequality.&quot; Critical self-reflection activities &quot; encourage teacher learners to critically reflect on their own identities and positioning in society.&quot; For example, student teachers may create narratives or case studies that focus on awareness and meaning of such identities as &quot; non-native speaker&quot; or &quot; female&quot; and whether such identities impose limits on the teacher' s abilities to fulfil their potential. Activities that address critical pedagogical relations are those in which teacher educators reflect on their attempts to restructure power relations between themselves and their teacher learners, not only to model critical educational practices, but to encourage teacher learners to consider ways in which their own teaching can enhance opportunities for language learners in their classrooms.




Conclusions

As this survey has illustrated, the field of Second Language Teacher Education has expanded considerably both in breadth and in depth since its origins in training approaches associated with the major teaching methods of the 1960s and 1970s. Through the efforts of scholars and researchers, on the one hand, the field has redefined its goals, its scope, its conceptual frameworks and its teaching methods. On the other hand, growing demand for effective SLTE programs in response to worldwide expansion in the use of English has highlighted the need for a coordinated organizational response, which has led to the demand for greater accountability through standards, curriculum renewal, professionalism, and the development of internationally recognized qualifications for language teachers. SLTE today is consequently a vital component of the field of TESOL and makes a central contribution to our understanding of what lies at the core of this enterprise, namely, teachers, teaching, and the nature of teacher education.
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Speech Acts and Second Language Learning[1]




Introduction

Several new paradigms have emerged within applied linguistics in recent years. The Chomskyan paradigm has had a marked influence on theories of language and language learning. The goal of language learning within the Chomskyan approach is identified with the acquisition of underlying linguistic categories and systems, from which surface forms are derived through the application of transformational and other rules and processes of a universal type. Despite the addition of a philosophical framework for the theory, and while the Chomskyan concept of language knowledge is quite different in its own terms from the concept of language knowledge implicit in pre-Chomskyan theory, it is only a partial account of the knowledge required to use a language. This paper considers other areas of knowledge which constitute an equally important dimension of the task of learning a language, with particular reference to second and foreign language learning.

Sociolinguists and others have long acknowledged the limitations in the Chomskyan formulation of competence, and stressed the need to include knowledge of the rules of use and communicatively appropriate performance. Bruner, writing of first language learning, has argued that mother tongue acquisition should be looked at not as a solo flight by the child in search of disembodied rules of grammar, but as a problem-solving transaction. The essential problems to be solved by mother and infant have to do with &quot; how to make our intentions known to others, how to communicate what we have in our consciousness, what we want done on our behalf, how we wish to relate to others, and what in this or other worlds is possible&quot; (Bruner 1978). In this paper we will consider second language acquisition from a similar perspective to that advocated by Bruner for first language acquisition, focussing on the development of communicative rather than linguistic or grammatical competence. While communicative competence theory covers a range of different dimensions of language behavior in the individual and in the speech community, we will focus on one aspect of communicative competence, namely, speech acts, and consider the contribution of speech act theory to our understanding of second language acquisition.

1. What is a speech act?

Speech act theory has to do with the functions and uses of language, so in the broadest sense we might say that speech acts are all the acts we perform through speaking, all the things we do
 when we speak. Such a definition is too broad for most purposes, however, for the uses to which we put speech encompass most human activities. We use language to build bridges, to consolidate political regimes, to carry on arguments, to convey information from one person to another, to entertain, in short to communicate. We use speech in ceremonies, games, recipes, and lectures. On some occasions, e.g., social gatherings, we use language successively to introduce one person to another, carry on conversations, tell jokes, criticize and praise third parties both present and absent, expound on favorite topics, seduce or attempt to seduce, and say farewell. We could extend such lists indefinitely, but as Halliday (1973: 18, 28) has pointed out, such lists do not by themselves tell us very much, for the innumerable social purposes for which adults use language are not represented directly, one to one, in the language system. Hymes (1972) has proposed a useful distinction between speech situations, speech events, and speech acts. Within a community one finds many situations
 associated with speech, such as fights, hunts, meals, parties, etc. But it is not profitable to convert such situations into part of a sociolinguistic description by simply relabeling them in terms of speech, for such situations are not in themselves governed by consistent rules throughout. The term speech event
 can be restricted to activities that are directly governed by rules or norms for the use of speech, events such as two party conversations (face-to-face or on the telephone), lectures, introductions, religious rites, and the like. This notion of speech event is related to the traditional concept of genre, though Hymes argues that the two must be treated as analytically indepenaent, and a great deal of empirical research is needed to clarify the relationship between the terms. Speech acts
 (in a narrow sense now) are the minimal terms of the set: speech situation/event/act. When we speak we perform acts such as giving reports, making statements, asking questions, giving warnings, making promises, approving, regretting, and apologizing.




Sinclair and Coulthard (1975), who have analyzed classroom transcripts, also propose a &quot; top-down&quot; analysis, beginning with the social occasion (the lesson) as the outermost analytic frame and successively dividing and subdividing the sequence of discourse down to the smallest unit, the act
 , which they define as the minimal unit of speaking which can be said to have a function. Acts are labeled according to discourse function, e.g., elicitation, question, etc. In this paper we will be focussing primarily on individual speech acts. However, it is necessary to look somewhat beyond the isolated act represented by the individual sentence, primarily the verb. Austin (1962) pointed out that there are a great number of speech acts (illocutionary acts, in his terminology) and in English there are a great number of verbs which refer to them. Consider for example just the related set: ask, request, direct, require, order, command, suggest, beg, plead, implore, pray
 . Austin claimed that there are over a thousand such verbs in English. But while English verbs provide a useful initial taxonomy for speech acts, the acts are not in fact equivalent to the verbs which frequently name them. Searle (1976) points out that many verbs are not markers of illocutionary force, but of some other feature of the speech act. Insist
 and suggest
 , for example, mark degree of intensity, but do not mark separate speech act functions or illocutionary points. Both may be used with directive function (&quot; I suggest/insist that we go to the movies&quot; ) or with representative function (&quot; I suggest/insist that the answer is found on page 16&quot; ). We need to recognize also that speech acts are not identifiable with the sentence, or any other level of grammatical description. Hymes' (1972) position is that the level of speech acts mediates between the usual levels of grammar and the rest of a speech event in that it implicates both linguistic form and social norm. Whether or not a particular utterance has the status of a request, for example, may depend upon a conventional linguistic formula (&quot; How about picking me up early this afternoon?&quot; ), but it may also depend upon the social relationship between speaker and hearer. It needs to be recognized too that speech acts occur within discourse, and that the interpretation and negotiation of speech act force is often dependent on the discourse or transactional context. As a minimum, we need to consider the fact that talk is often organized into two-part exchanges. As Goffman (1976) points out, this organizing principle follows from very fundamental requirements of talk as a communication system. A speaker needs to know whether his message has been received and understood; a recipient needs to show that he has received and understood the message. We therefore must recognize such &quot; adjacency pairs&quot; as summons-answer (Schegloff 1968), statement-reply (Goffman 1976), question-answer, request-refusal of request, and the like.

An investigation of speech acts therefore leads naturally into questions of act sequencing (events) and contexts (speech settings or situations). Rehbein and Ehlich, quoted in Candlin (1978), list the different operations that may take place inside a restaurant when the activity is ordering a meal: entering, looking around, judging, taking a seat, wanting the menu, asking for the menu, wanting information, asking for information, consulting, deciding, ordering, transmission, production, delivery, serving, consuming, wanting to pay, asking for the bill, drawing up the account, getting/presenting the bill, accepting the bill, paying, leaving. Norms of linguistic behavior identify varous parts of the sequence. Different participants have different amounts of talking to do and different types of talking, as well as different topics to talk about. Within speech events there are norms for opening and closing sequences, sequencing rules, and distribution frequencies and probabilities for particular speech acts.&quot; Assigning the value command
 to any of a range of possible utterances ('hot dog, ' 'that one, ' 'please bring me X, ' a deictic gesture) is a function of recognizing the social world of the restaurant with the rights, duties and social relationship between the participants, as well as that of being aware of the discoursal position of the 'act of commanding' within the transactional process&quot; (Candlin 1978: 17).




Both speech acts and speech events have been studied extensively in recent years and have constituted topical foci for scholars from a great number of disciplines. Speech events have been investigated by anthropologists and ethnographers (Albert 1964; Gumperz and Hymes 1972; Sanches and Blount 1975), folklorists (Abrahams 1962; Dundes et al
 . 1972), literary critics (Pratt 1977), and sociologists (Allen and Guy 1974). The most detailed and perhaps the most provocative analyses of speech events have been provided by those sociologists who work within the area of sociology termed ethnomethodology, the primary goal of which is to give rigorous sociological formulation to the interactional basis of the things people say and do in the settings of everyday life. Working primarily from transcripts of natural conversations, characterizations have been developed for a variety of conversational activities: turn taking (Sacks et al
 . 1974), story telling and identity negotiations (Sacks 1972), opening and closing conversations (Schegloff and Sacks 1973), telephone conversations (Schegloff 1968), and many other aspects of the establishment and management of social relations through conversational roles (Sudnow 1972; Schenkein 1978; Garfinkel 1967; Goffman 1972, 1976). Speech acts, on the other hand, have been studied primarily by philosophers of language (Austin 1962; Searle 1969, 1976, Grice 1968, 1975) and linguists (Ross 1970; Gordon and Lakoff 1971; Cole and Morgan 1975).

2. Theoretical questions

The following are some of the major theoretical issues discussed in the speech act literature.

2.1 Units and categories

For linguistic analysis, the units of concern are sentences. Contrasts between well-formed and ill-formed (ungrammatical) sentences are primary data. While the grammatical paradigm has been followed by many linguists who have dealt with issues in speech act theory (see most of the papers in Cole and Morgan 1975) and while basic semantic differences are indeed likely to have syntactic consequences (Searle 1976), speech acts are in essence acts
 , not sentences
 . Speech acts cannot be equated with utterances
 either, for we often perform more than one act (e.g., inform and request) with a single utterance &quot; I' m hungry.&quot; Finally, speech acts cannot be equated with the notion of turn
 as an interactional unit, as it may take several speaker turns to accomplish a single act, or, conversely, several acts may be performed within a single speaker turn.

So far we have presented only a very vague description of what speech acts are
 . Perhaps the notion is best clarified by examples, with some effort to group together illocutionary acts into major types.

Searle (1976) presents the clearest taxonomy. For Searle, the basis for classification is &quot; illocutionary point&quot; or purpose of the act, from the speaker' s perspective. According to Searle, speech acts can be grouped into a small number of basic types based on speaker intentions:





Representatives
 . One of the basic things we do with language is telling people how things are. We assert, claim, say, report
 , and the like. The point or purpose of this class of representatives is to commit the speaker in varying degrees (suggest, doubt
 , and deny
 are members of this class also) to the truth of something. One test of a representative is whether it can be characterized as true or false.


Directives.
 When we use language, we do not just refer to the world and make statements about it. Among our most important uses for language is trying to get people to do things. The class of directives includes all speech acts whose primary point is that they count as attempts on the part of the speaker to get the hearer to do something. Suggestions, requests and commands are all directives. They differ in the force of the attempt, but are all attempts by the speaker to get the hearer to do something.


Commissives.
 Commissives are those illocutionary acts whose point is to commit the speaker to do something. Promises and threats both fall into this category, the difference between them being the speaker' s assumption about whether or not the promised action is desired by the hearer.

Searle makes the interesting point that there is a difference in the direction of fit between the words of a speech act and the state of affairs in the world when comparing representatives with directives and commissives. With representatives the direction of fit is words-to-world, i.e., what is at issue is whether the words uttered (&quot; The world is flat&quot; ) match the world. With both representatives and commissives the direction of fit is world-to-words. Future actions are to be done in accordance with words previously uttered. The basic distinction between requests and commissives is that hearer actions are the point of requests and other directives, while speaker actions are the issue with promises and other commissives.


Expressives
 . The point of this class is to express feelings and attitudes about states of affairs. We apologize
 for things we have done, deplore
 other people' s actions, regret, thank, welcome, etc. With expressives there is no direction of fit, but the state of affairs specified in the following proposition is simply assumed to be true. Note also that while representatives, directives and commissives are all associated with a consistent psychological dimension (belief, wish and intent, respectively), the psychological states expressed by expressives are extremely varied.


Declarations
 . Some speech acts bring about changes in the world simply through their successful execution. &quot; You' re fired, &quot; says the boss, and the employee must start the search for a new position. &quot; I do, &quot; say the bride and groom, and after the presiding official (secular or clerical) says his part the marriage has taken place. The defining characteristic of this class is that the performance brings about the correspondence between the words and the world. This class is closest to Austin' s (1962) original notion of a performative, an act of doing something in the world rather than an act of saying alone.


Other classes, major and minor
 . Several taxonomies have been proposed in addition to that of Searle. Fraser (1975) adds a few categories. In addition to acts of asserting
 (= Searle' s representatives), he includes acts of evaluating
 , the point of which is to express the speaker' s assessment of the truth of a proposition and the basis of the judgement, e.g., analyze, conclude, hypothesize
 . In addition to acts of requesting (=Searle' s directives), Fraser has a category of acts of suggesting, e.g., recommend, suggest, urge. Acts of stipulating
 express a speaker' s desire for the acceptance of a naming convention expressed by proposition, e.g., call, classify, designate
 . Hancher (1979) has suggested two additional kinds of acts, those that combine commissive with directive illocutionary force (e.g., offering, inviting, challenging) and those that require two participants (e.g., giving, selling, contracting).




While the great majority of speech acts can probably be analyzed as examples of Searle' s major classes, or Fraser' s somewhat longer list, there are doubtless some speech acts which are outside these particular taxonomies. Greetings and farewells, for example, constitute a small category (or categories) of acts which are not generalizable as major classes, but which deserve attention. It is also useful to mention such acts as refusal of a request,
 although utterances which fall into such a category will in most cases be already classifiable in terms of the basic act types: &quot; I' m sorry, but I can' t&quot; = expressive+representative; &quot; I' ll be able to see you tomorrow&quot; (not today)= commissive; &quot; Do it yourself&quot; = directive.


Performative verbs.
 From Austin' s original notion of a performative come the current and important terms performative verb
 and explicit performative
 (sentence or utterance). These are verbs (sentences, utterances) which explicitly name the acts being performed, e.g., &quot; I promise to be there, &quot; an explicit performative which can be contrasted with the implicit &quot; I' ll be there.&quot; There are certain syntactic requirements generally assumed to hold for a verb to function performatively, such as the requirement that the subject (if expressed) be first person, the addressee (if expressed) second person and the requirement that the verb be in the present tense. Thus &quot; I promise you that I' ll be there&quot; is explicitly performative, while &quot; He promised that he' d be there&quot; is not—in fact it is not a promise (commissive) at all, but rather a report (representative). While most authors see the performative as a sentence type with such syntactic requirements, Fraser (1975) demurs, arguing that strict syntactic requirements cannot be proved, favoring instead a distinction between strongly performative examples (those which are easily seen as counting as the act denoted by the verb) and weakly performative examples.

2.2 How to perform a speech act

Searle (1965) has attempted to provide analyses of various illocutionary acts, asking what conditions are necessary and sufficient for a particular act to have been performed by the uttering of a particular sentence. For promises, the conditions are identified as follows:





Normal input and output conditions obtain, i.e., the speaker and hearer are not insane, they are not play acting, etc.

A speaker expresses a sentence, the propositional content of which predicates a future act of the speaker.

The hearer would prefer the speaker' s doing the act to his not doing the act, and the speaker believes this. Searle calls this a preparatory condition.

It is not obvious to both speaker and hearer that the speaker will do the act in the normal course of events.

The speaker intends to do the act. This is the illocutionary point of promising, which Searle calls the sincerity condition.

The speaker intends that the utterance of the sentence will place him under an obligation to do the act. This is called the essential condition.

The general type of analysis carries over to other speech acts as well. For assertions, for example, one condition is that the speaker must have some basis for supposing the assertions to be true, the sincerity condition is that he must believe it to be true, and the essential condition is that the utterance counts as an attempt to inform and convince.




These conditions do not tell us how speech acts are actually used and understood, however, and the question of how the speaker and hearer assign appropriate illocutionary value to a speech act remains a topic for speculation among linguists, philosophers and ethnomethodologists. Goffman (1976) has pointed out that a classification of speech acts provides us with an opportunity to see that how an interchange unfolds will depend somewhat on the type of speech act involved, but that an attempt must be made &quot; to uncover the principles which account for whatever contrast is found on a particular occasion between what is said, what is usually meant by this, and what in fact is meant on that particular occasion of use.&quot; Searle (1975) talks of inferential strategies and suggests how the second of the following statements could be taken as a rejection of the proposal made in the first statement. Student X: Let' s go to the movies tonight. Student Y: I have to study for an exam.

Searle (1975: 63) reconstructs the steps necessary to derive the intended meaning in the following way (without proposing that these are conscious operations).





Step 1: I have made a proposal to Y, and in response he has made a statement to the effect that he has to study for an exam (facts about the conversation).

Step 2: I assume that Y is cooperating in the conversation and that therefore his remark is intended to be relevant (principles of conversational cooperation).

Step 3: A relevant response must be one of acceptance, rejection, counterproposal, further discussion, etc. (theory of speech acts).

Step 4: But his literal utterance was not one of these, and so was not a relevant response (inference from Steps 1 and 3).

Step 5: Therefore, he probably means more than he says. Assuming that his remark is relevant, his primary illocutionary point must differ from his literal one (inference from Steps 2 and 4).

Step 6: I know that studying for an exam normally takes a large amount of time relative to a single evening, and I know that going to the movies normally takes a large amount of time relative to a single evening (factual background information).

Step 7: Therefore he probably cannot both go to the movies and study for an exam in one evening (inference from Step 6).

Step 8: A preparatory condition on the acceptance of a proposal, or on any other commissive, is the ability to perform the act predicated in the propositional content condition (theory of speech acts).

Step 9: Therefore, I know that he has said something that has the consequence that he probably cannot consistently accept the proposal (inference from Steps 1, 7 and 8).

Step 10: Therefore, his primary illocutionary point is probably to reject the proposal (inference from Steps 5 and 9).

Grice' s (1975)&quot; general principles of co-operative behavior&quot; likewise attempt to identify presuppositions that enable the participants in a speech event to assign appropriate illocutionary value to utterances. Grice refers to four maxims:

Maxim of Quantity: Make your contribution (just) as informative as is required.




Maxim of Quality: Make your contribution one that is true.

Maxim of Relation: Be relevant.

Maxim of Manner: Avoid obscurity and ambiguity; be brief and orderly.

Grice gives the following example.





Suppose that A and B are talking about a mutual friend C, who is now working in a bank. A asks B how C is getting on in his job, and B replies: &quot; Oh, quite well, I think; he likes his colleagues, and he hasn' t been to prison yet.&quot; At this point A might well enquire what B was implying, what he was suggesting, or even what he meant by saying that C had not yet been to prison…in a suitable setting A might reason as follows: &quot; (1) B has apparently violated the maxim 'Be relevant' and so may be regarded as having flouted one of the maxims conjoining perspicuity; yet I have no reason to suppose that he is opting out from the operation of the Cooperative Principle; (2) given the circumstances I can regard his irrelevance as only apparent if and only if I suppose him to think that C is potentially dishonest; (3) B knows that I am capable of working out step (2). So B implicates that C is potentially dishonest.&quot;

2.3 Meaning, deep structure, and surface structure

One of the most controversial aspects of speech act theory has to do with whether illocutionary point is part of the &quot; meaning&quot; of a sentence and whether that aspect of meaning ought to be represented in the grammar of a language, in the deep structure.


The performative analysis
 . In traditional school grammars of English, there is an assumed fit between sentence type and illocutionary point, to wit: declarative sentences (a grammatical sentence type) are used for making assertions (a speech act category); imperative sentences are used for orders; interrogative sentences are used for asking questions (requests for verbal responses). The &quot; performative analysis&quot; is essentially an attempt to capture this relationship, by positing for all imperative sentences, for example, a highest performative clause &quot; I order you&quot; in the deep structure.

Ross (1970) has claimed that declarative sentences must be derived from deep structures containing an explicitly represented performative &quot; I say (assert, state, etc.) to you X.&quot; Ross presents a large number of syntactic arguments to support the existence of both pronouns in the higher clause, such as pseudo-reflexives in sentences like, &quot; This paper was written by Ann and myself.&quot; Ross does not attempt to prove that the highest performative is a specific English verb, like say
 or state
 , but simply asserts that it must be ［+ performative］, ［+ communication］, ［+ linguistic］, and ［+ declarative］. In its simplest form, the performative analysis does not take us very far in understanding the relationship between linguistic form and illocutionary point. Ross' s syntactic arguments have been strongly criticized (see Matthews 1972), and there are obvious problems with the assumed fit between sentence type and illocutionary force on semantic grounds. Declarative sentences are not always assertions, but can function as questions (when the hearer rather than the speaker is assumed to have knowledge about the proposition—Labov 1972), or as orders (&quot; No one will leave this room, and that means you!&quot; ). Syntactic imperatives may function as other speech acts than orders, e.g., in a sentence like &quot; Spare the rod and spoil the child.&quot; In general the fit between sentence type and function is only typical, not absolute (Bolinger 1967).




Sadock (1970) first tackled the problem of what he called &quot; whimperatives, &quot; sentences which have imperative force but question form, e.g., &quot; Will you close the door please?&quot; Sadock analyzed such constructions as conjunctions of questions and imperatives. Other analyses are possible. Whimperatives could be analyzed as ordinary questions (thus failing to take any account of the imperative force, but leaving this to pragmatic, extragrammatical explanations), or one could analyze them as identical in deep structure to imperatives (Heringer 1972). One could claim that forms like &quot; Will you shut up?&quot; are merely simple imperatives (&quot; Shut up&quot; ) to which tags have been added and then preposed (Green 1975).


Conversational postulates
 . An entirely different approach to the analysis of whimperatives and other indirect speech acts has been proposed by Gordon and Lakoff (1971). Following Grice (1968), they argue that sentences may convey more than their literal meaning. The sentence &quot; It' s cold in here, &quot; when spoken by a superior to a subordinate, may convey the meaning of &quot; Close the window, &quot; but that does not mean that the analysis of &quot; It' s cold in here&quot; should include positing an imperative force-indicating device in the deep strcture. Gordon and Lakoff propose that speakers and hearers interpret such sentences by reference to conversational postulates. Thus whimperatives are to be analyzed grammatically as simple questions, but interpreted as imperatives by means of a conversational postulate or entailment rule, such as: a speaker can convey a request by asking if the hearer intends to do the act, as in &quot; Will you close the door?&quot;

The conversational postulates proposed by Gordon and Lakoff are both highly predictive and intuitively satisfying. They directly relate the philosophical analyses of what is involved in certain speech acts with the forms of language. For requests, the full form of the conversational postulate is that one can convey a request by either asserting a speaker-based condition or questioning a hearer-based condition. Thus we have the following forms:





	
I' d like you to go now.


	
asserts speaker-based sinceritycondition S wants H to do A





	
Could you be a little quieter?


	
questions hearer-based preparatory condition H is able to do A





	
Well, are you going to help me?


	
questions hearer-based preparatory condition. It is not obvious to both S and H that H will do A in the normal course of events











It is clear that the conversational postulates are not quite as neat as Gordon and Lakoff suggest. For example, one can convey requests by asserting hearer-based conditions as well as by questioning them, e.g., &quot; You could be a little quieter, you know, &quot; &quot; From now on, when I say jump
 you will jump.&quot; But as Clark and Clark (1977) have pointed out, it is an extraordinary correspondence when speakers make indirect requests by making use of the social conventions that cover the proper use of requests.


Surface structures and contexts
 . Ervin-Tripp (1976) has proposed a strikingly different analysis of English directives. Ervin-Tripp argues that although native speakers' understanding can be treated as inferences from literal interpretations, social factors are what determine the actual choice of directive type. Based on a number of empirical studies, Ervin-Tripp reports that need statements (&quot; I need a match&quot; ) occur between persons differing in rank. Permission directives, sentences which look like requests for permissiom but in fact require action on the part of the hearer (&quot; Can I have my record back?&quot; ), are usually directed upward in rank, when the hearer controls resources. Hints, which do not include a literal expression of the act desired, are frequent in families and communal groups. The social variables which affect directive choice include age, rank, familiarity, presence of outsiders, territorial location, the seriousness of the service asked and many others. Moreover, Ervin-Tripp claims that directives do not require inference from literal interpretations. Where knowledge of obligations and prohibitions is shared, simple interpretation rules allow prompt understanding.




Reviewing the linguistic debate over the incorporation of illocutionary point in the analysis of sentences, Sadock (1975) suggests two methods of removing arbitrariness from current descriptions. One would eliminate all transderivational constraints that state an interaction between logic and language; the other would require a logicogrammatical treatment wherever it is possible to provide one. Sadock recognizes that the result would be two very different interpretations of sentence meaning, one very shallow and one very deep, but states that &quot; I am not sure that anything at all rides on this difference.&quot; Does the difference matter for our view of the teaching/learning process? For teaching purposes, especially the preparation of materials, both the deep structure analysis of Gordon and Lakoff and the surface structure oriented analysis of Ervin-Tripp provide valuable source material. But when we consider the implications of the different models for our view of language learning, there does appear to be a difference. The logicogrammatical &quot; deep&quot; model would force us to view the acquisition of grammatical competence and the acquisition of communicative competence as essentially the same thing, while the &quot; shallow&quot; model would allow us to consider the development of grammatical forms quite distinctly from the pragmatic ability to match linguistic forms with appropriate social contexts.

2.4 Universals

For the purpose of investigating speech acts in the context of second language learning, perhaps the most important question is whether and to what extent the various aspects of speech acts discussed so far are universal.

Consider first the basic units. Can it be safely asserted that essentially the same classes of speech events (conversations, lectures, discussions, debates, etc.) and the same taxonomy of speech acts (i.e., representatives, directives, commissives, etc.) hold for all languages and speech communities? Most researchers assume that the answer to this question is yes, but in fact there has been no ethnographic research carried out to confirm or disprove the assumption. It is probably not true that all languages name the same speech acts with illocutionary verbs (does every language recognize a suggest
 : insist
 distinction?), but again, no research has been reported. The universality of the strategies for performing speech acts, particularly indirect speech acts, has been discussed in the literature. Gordon and Lakoff say that they have checked with a number of speakers of widely divergent languages and would not be surprized to find that the conversational postulates they propose were universals. Fraser (1978) has recently claimed that the strategies for performing illocutionary acts are essentially the same across languages. Comparing request strategies in fourteen different languages, Fraser found that the same basic strategies were available in each language. If this is correct, then Fraser is correct in claiming that acquiring social competence in a new language does not involve substantially new concepts concerning how language is organized and what types of devices serve what social functions, but only new (social) attitudes about which strategies may be used appropriately in a given context.

Goffman (1976) draws a distinction between &quot; system constraints&quot; (those which follow from the requirements of any communication system), which he suggests are pancultural, and &quot; ritual constraints&quot; (such as constraints regarding how each individual ought to handle himself with respect to others), which can be expected to vary markedly from society to society. System constraints include norms such as those identified by Grice: be relevant, be informative, etc. Ochs-Keenan (1976) has attempted to assess the status of some of Grice' s maxims cross-culturally and has found that the maxim &quot; Be informative&quot; does not hold in Malagasy society. Interlocutors regularly violate the maxim by providing less information than is required by their conversational partner, even though they have the required information. However, it can be argued that the maxims are universal, but that deviations from the norm force us to attempt to uncover additional maxims, motives and strategies to account for departures from an &quot; ideal&quot; communication system.




Perhaps the most persuasive (and most detailed) argument for the universality of speech act strategies has been put forth by Brown and Levinson (1978). They point out that most speech acts are in some way threatening to either the speaker or the hearer, either by imposing on one party' s freedom of action, as with acts of requesting (an attempt to restrict the freedom of the hearer) or by damaging the positive self-image of one of the parties, as with criticisms (hearer' s face is damaged) and apologies (speaker' s face is damaged). Brown and Levinson argue that speakers compute the level of threat involved, considering such factors as social distance, degree of power that one party may have over the other and the ranking of impositions within a particular culture, and then select a strategy for doing the act. Very threatening actions may not be done at all, and minimally threatening actions are usually done directly and explicitly. It is the great area in between which is most complex. Speakers may select a strategy of &quot; positive politeness, &quot; one which minimizes the threatening action by reassuring the hearer that he or she is valued by the speaker, that somehow the speaker wants what the hearer wants, that they are members of the same in-group, etc. Or a speaker may select a strategy of &quot; negative politeness, &quot; redressing the threat to basic claims of territory and self-determination, for example by apologizing or being indirect and formal. Thus a request for forgiveness might be expressed in a positively polite form as &quot; Gimme a break, Sweetheart&quot; or in a negatively polite form as &quot; I hope you' ll be able to excuse my error.&quot;

Brown and Levinson describe a great number of positive and negative speech act strategies and investigate their use in three languages (English, Tamil and Tzeltal). They report that they find a fine-grained parallelism in the expression of politeness in these unrelated languages, often including the minutiae of linguistic forms. They argue that interactional systematics, the basis for linguistic realizations, are based largely on universal principles.

There is sufficient evidence to argue, however, that speech act strategies will be found to be universal only if they are phrased in extremely general terms. All languages have some verbs which name performative acts, for example, and some of these may be used to issue directives, but this does not mean that all such request forms in English have literal translations which function the same way in all languages. Consider the distinction between &quot; I request that…&quot; and&quot; I hereby request that…, &quot; where the&quot; hereby&quot; not only makes the request yet more explicit but also lends a quasi-legal flavor to the sentence. In French a similar distinction may be conveyed through quite different linguistic means, such as the use of an elaborated verb form in preference to a simple one, e.g., &quot; Je vous prie&quot; as against &quot; Je vous prie de bien vouloir.&quot;

It is possible that &quot; hedges&quot; on illocutionary force may be a universal strategy or negative politeness, but while this operation may be carried out by the use of tag questions(&quot; It was amazing, wasn' t it?&quot; )or by intonation in some languages (including English), in other languages the parallel operation may involve other devices, such as the Japanese particle ne
 (Brown and Levinson 1978: 152).

It appears that other speech act strategies can also be considered universal only if they are phrased very generally. It is perhaps the case that one can make a request in any language by referring to the hearer' s ability to perform the action, but again exact translations of English sentences often fail to carry identical implied force. Searle (1975)points out that while &quot; Can you hand me that book?&quot; can be translated literally into Czech, the resulting sentence will sound extremely odd to a Czech speaker. English&quot; can, &quot; &quot; could, &quot; and&quot; able&quot; when indicating a request can only be translated into Cantonese as hoyih
 ; other modals usually translated into English as&quot; can&quot; refer specifically to physical ability and do not imply directive force. A sentence like &quot; Can you reach the book on the top shelf?&quot; if translated with the modal naahnggau
 (&quot; able&quot; ), would be answered with &quot; yes&quot; or &quot; no, &quot; with no attempt to get the book by the hearer (Marcus 1978). Green (1975)observes that conditional forms equivalent to English &quot; would&quot; (&quot; Would you leave it on my desk when you finish, please&quot; )cannot carry imperative force in Spanish, Hebrew or Japanese, although they can in English, German and Finnish. In English, we can make requests with non-literal let' s
 (&quot; Let' s all think before we raise our hands&quot; ), but Cole (1975)reports that in both Swahili and Yiddish such constructions are ungrammatical.




Searle has argued that the mechanisms (strategies) for indirect speech are general, not peculiar to this language or that, but within this framework certain standard forms tend to become conventionally established as the standard idiomatic forms. The standard forms for one language may not maintain their indirect speech act potential when translated into another language because(a)the translation may not be idiomatic in the second language and(b)even if idiomatic, the resulting forms may not be those which are conventionally selected as devices for indirect speech acts (Searle 1975).

Even if speech act strategies are to a certain extent universal, therefore, learners of new languages still need to learn several important things. They need to learn the particular conventionalized forms in the new language, particular applications of general principles which vary systematically among cultures and groups (and to a certain extent among individuals). They need to learn the general&quot; ethos&quot; of the new speech community, whether the interactional style in general is stiff and formal or relaxed and open. They need to learn which speech acts are particularly threatening in a particular culture. One culture might place particular emphasis on modesty and circumspection in the expression of speaker beliefs, for example, while in another community requests (or criticisms)might be especially threatening. Learners need to learn the social relationships of the community, the networks of relationships and responsibility which obtain, the kinds of acts which can be directed towards which persons, etc.(Brown and Levinson 1978). Learners also need to learn some very specific contexts which call for particular speech acts, which vary from society to society. Apte (1974) has identified the contexts which call for &quot; thank you&quot; in South Indian languages (very restricted), as opposed to American English (extensive). Ueda (1974) has discussed refusals in Japanese, the situations that permit saying &quot; no, &quot; and the ways to refuse a request when a direct refusal is not possible.

Candlin argues that &quot; interethnic and intercultural variation among mother tongues, domains of language use, inter-language attitudes and language learning purposes lead to misunderstanding, and that such misunderstanding can be understood through the study of discourse patterning. He stresses that the performance of speech acts depends on &quot; culturally specific appropriateness criteria&quot; (Candlin 1978). Clyne (1975) discusses communication breakdown (where an intention is misunderstood)and communication conflict(where a misunderstanding leads to friction between speakers)and suggests that both can often be attributed to cross-cultural(interlingual or dialectal), social (sociolectal)or individual(ideolectal)differences in communicative com-petence rules, e. g., different rules for the realization of particular speech acts. This suggests that a fruitful area of research in second language acquisition is the contrastive analysis of norms for the realization of speech events and speech acts in different speech communities, which could usefully complement contrastive analysis, error analysis, performance analysis and related approaches.

3. Implications for language learning research and theory

The above account of speech events and speech acts reviews the major contributions to speech act theory that have been made by linguists, philosophers, ethnomethodologists and others. We now consider in what ways speech act theory can contribute to our understanding of second language acquisition. A major contribution of speech act theory is in its clarification of dimensions of communicative competence. While the concept of communicative competence is not new, much remains to be done to substantiate the concept empirically, and the study of the role of speech acts in second language learning could make a useful contribution to our knowledge of how second and foreign languages are acquired. Until recently, theories of second language learning have followed, rather narrowly, models developed in linguistic theory. Thus it was widely assumed that transformational-generative grammar could serve both as a general model for language and as an explanatory model for second language learning. Within much L2 theory and research the primacy of syntax has been taken for granted and the syntactic paradigm has been dominant. While phonology and other areas have not been ignored, second language learning has largely been described as a continuum of gradually complexifying syntactic systems. The bulk of the empirical research of recent years has been on such issues as morpheme development, error analysis, developmental study of L2 syntax, and these have been related to the concept of proficiency in a second or foreign language. Speech act theory on the other hand, defining proficiency with reference to communicative rather than linguistic competence, looks beyond the level of the sentence to the question of what sentences do and how they do it when language is used. It thus broadens the scope of enquiry to include the study of how second language learners use sentences to perform speech acts and to participate in speech events. In first language acquisition, the acquisition of speech act routines has recently been considered of primary importance.




3.1　First language learning

Halliday(1975), Dore(1975, 1977)and Bruner(1975, 1978)have examined the development of speech acts in young children (before one year of age) and concluded that knowledge of communicative function precedes true language. Dore (1975)in particular argues that illocutionary force is a language universal, that the speech act is the basic unit of linguistic communication and that early language development consists of the child' s pragmatic intentions gradually becoming grammaticalized. Bruner (1978)has characterized the empiricist associationist view of language learning as &quot; impossible&quot; and the nativist view as &quot; miraculous&quot; and suggests that a speech act viewpoint is more explanatory than either. Bruner argues that mother tongue acquisition is a problem solving transactional enterprise, involving an active language learner and an equally active language teacher. Bruner stresses the importance of mother-child interaction and finds this related to the progression in the kinds of requests made by children. First requests are directed at nearby objects, usually held by the mother, and the mother' s main job seems to be to establish the sincerity of the request. A second type of request is related to shared activity in games, e.g., &quot; Mummy read, &quot; in the context of reading together. These requests—and the mother' s responses—are tied to the development of turn-taking, the assignment of roles, and agency. The last type of request to develop, emerging at 15-16 months with Bruner' s children, is for supportive

action, such as persuading the mother to get a toy telephone from the cupboard so that the child may play with it. While in both the earliest and the latest requests in the sequence what is desired may be an object, the later request forms are more sophisticated because they involve a goal and a means of getting to it. A similar distinction has been drawn by Halliday between the instrumental (&quot; I want&quot; ) and the regulatory (&quot; Do as I tell you&quot; )functions of early language.

Clark and Clark (1977)report that at the two-word stage children use mainly two types of speech acts, assertions (representatives) and requests (directives). They do not promise things or use declarations; these are not added to their repertoire of speech acts until they are considerably older, but they elaborate the kinds of directives and representatives they make as soon as they begin to produce longer utterances.




Reviewing studies by Halliday, Bates(1976), Dore(1975)and Garvey(1975) on early request forms, Ervin-Tripp concludes:





From a very early age (children) have a rich system of alternations in form that is systematically related to social features. They sensitively identify social contrasts signaled by tag modals, polite forms, address terms, modal embeddings. What they gradually learn to do is conceal their purposes. While they use diverse syntactic forms, they still refer explicitly to their desires and goals, when they are not obvious from the context. So the major differences between adults and young children is not diversity of structure, not diversity of social features—though the rules may increase in number of variables and in complexity with age—but systematic, regular, unmarked requests, which do not refer to what the speaker wants. Wide use of tactful deviousness is a late accomplishment.

Mitchell-Kernan and Kernan (1977) have looked at the choice of directive type among older children (7-12 years) and found that both requests and refusals are in some cases peculiar to children' s culture in the way they are elaborated. Children so often use directives to define and test status relationships and obligations that they react testily to directive forms which, on the surface at least, seem perfectly appropriate. While requests that have little cost are usually honored by adults, Mitchell-Kernan and Kernan found that their children did not honor them and frequently insisted on courtesy phrases (e.g., pretty please
 ), and even if these were used did not always comply. The frequent use of challenges (&quot; Who do you think you are?&quot; ) indicates that the children are constantly on guard to preserve their rights and to defend themselves against challenges to their status.

3.2　Second language learning

In reviewing research on second and foreign language learning, Swain (1977) proposes a four part model of second language learning, isolating four areas of relevant research:

1.    Input factors
 refers to input to the learning process or situation, and includes both linguistic and extralinguistic variables.

2.    Learner factors
 refers to the contribution of learner variables (age, attitude, motivation, etc.)to the learning process.

3.    Learning factors
 refers to strategies and processes used by the learner to learn elements of the target language—generalization, imitation, transfer, analogy, inference, etc.

4.    Learned factors
 refers to the particular feature of the target language being acquired by the learner (question forms, auxiliaries, negatives, phonology, etc.).

We will consider speech act theory with reference to two of the factors discussed by Swain, namely input factors and learning factors, and discuss how speech act theory contributes to our understanding of the nature of the input to the learning process and to the strategies used by the learner in learning or using a second language.




3.2.1 Input




A theory of second language acquisition must take account of the input to the learning process. The study of speech events and speech acts allows for focus on the typical speech settings encountered by second language learners and the identification of discourse structure and norms for the speech events encountered. This includes opening and closing sequences, turn-taking rules, sequencing rules, presupposition, role marking, as well as speech acts (Coulthard 1977). In the study of language input to second language learning the structure of speech events within the language teaching classroom is particularly important. The structure of classroom language can be defined with reference to its discourse characteristics (Holmes 1978). Turn-taking is controlled by the teacher in typical classroom settings, and the amount of talking is likewise weighted in the teacher' s favor. Classroom talk is largely teacher talk. Delamont, quoted by Holmes, notes that of teacher talk, 50％ is made up of the speech events of teaching
 or lecturing
 and the other 50％ includes &quot; explicit disciplinary and management moves and…reactions to pupil' s contributions.&quot; The speech function of questioning is frequent in classrooms, but it is typically a closed question from the teacher where only one acceptable answer is required, and not an open question where several different answers are possible. Coulthard (1977: 81)reports the observation that teachers typically ask questions not to find out answers, but to find out if pupils know the answers, and thus once a pupil has produced the answer he needs to know whether it was the right one. The follow-up move, referring back and commenting on the answer, allows for the need.

T: Initiation: What did we call this picture?

P: Response: Piece of paper.

T: Follow-up: A piece of paper. Yes.

T: Initiation: What did we call this?

The speech function of orders
 is likewise frequent in classroom language, with a wide range of linguistic realizations. Learning within a classroom context must therefore be understood in relation to the highly structured and selective type of language which typifies classroom language and teaching situations.

Second language learners may encounter other situations as input to the learning process which show particular discourse structuring. Candlin et al.
 (1976) have studied speech events within the context of doctor-patient communications, with a view to identifying the structure of relevant speech events, to clarify the difficulties encountered by foreign doctors working in British hospitals. Such learners have to acquire rules for the speech event of the consultation
 . Speech acts identified as typical within the consultation speech event include greet, elicit, interrogate, question, make sure, extend, action inform, diagnose inform, progress inform, etc.&quot; Investigation of a wide range of consultations revealed that casualty consultation discourse is highly structured, in that there are significant probabilities to the occurrence of the above functions and to their distribution&quot; (Candlin 1978: 15).

3.2.2 Learning factors




Under this heading Swain lists a number of second language learning strategies and processes. The following seem to apply to research into the acquisition of speech act rules in a second or foreign language: (a)Inference, (b)Transfer, (c)Generalization, (d)Transfer of training.

The category communication strategies identified in the L2 literature with reference to the acquisition of syntax, would appear to be redundant with reference to speech acts, since all the examples discussed here can be regarded as instances of communication strategies.




(a) Inference.
 Inferencing is defined as the process by which the learner derives a hypothesis or conclusion about language based on the evidence presented to him. It is the means by which the learner forms hypotheses about the target language. Candlin refers to &quot; interpretive strategies&quot; which enable the speaker/hearer to retrieve discourse value from speech situations to arrive at an interpretation whereby the hearer' s (reader' s) interpretations match those of the speaker (or writer). Candlin emphasizes that discourse value is not a constant but varies according to the type of discourse, the relations between the participants, and the influence of the setting and the topic. Thus for example, the sentence Is the cook new?
 said in the kitchen of a restaurant by a waiter on noticing an unfamiliar face in the kitchen, may be interpreted as a Yes/No question asking for information. The same question, said by a client in the restaurant to a waiter on receiving a poorly prepared meal, would have the illocutionary force of a complaint.

The nature of inferencing or interpretive strategies in speech act theory remains problematic even for native speakers. But instances of communication breakdown and misunderstanding among non-fluent language users suggest they frequently operate primarily at the surface structure level, identifying propositional content where it is marked directly by lexis or grammar, but often missing indirectly marked speech acts and functions. Thus will
 might be understood as a marker of future tense, for example, and modal overtones missed.

In one case, a Japanese woman who had lived in the United States for about a year did not respond to indirect request forms such as &quot; can you&quot; and &quot; will you, &quot; but only to the explicit request marker &quot; please.&quot; She later recognized the directive intent of such indirect forms, but still misinterpreted them, thinking that such forms could be interpreted (and used) only in sales-clerk/customer or other service interactions (Honda 1977).

Austin (1962) refers to uptake
 , i.e., the interpretation of the illocutionary force of a sentence by the hearer, which may differ from the intended uptake
 of the speaker. The following exchange between a customer in an airline office (a Korean woman)and two sales clerks illustrates the contrast between intended uptake and uptake, and also demonstrates the practical difficulties of determining inferencing strategies. The customer was trying to change flights from one airline to another. Business was slack and a second sales clerk was occasionally joining in the transactional discussion.

Sales Clerk 1: But Korean Airline won' t endorse the ticket, I don' t think.

Sales Clerk 2: (Looking directly at customer)You can call them and ask.

Customer:       OK…would you do that please? Would you phone them and ask?

Sales Clerk 2 meant her remarks as a suggestion to the customer that she phone. The customer either thought that the suggestion was directed at Sales Clerk 1, or misinterpreted the utterance as an offer to make the call or as a general statement of possibility (i.e., as meaning &quot; One could call…&quot; ) or
 chose to interpret the utterance in one of these ways. The casual observer cannot tell in this case. On questioning the clerk as to how she would analyze the exchange she later said &quot; She' s not as dumb as she pretends.&quot;

Non-fluent language users would thus appear to be more dependent on contextual or linguistic clues in inferencing. This in turn shapes the discourse directed to them by native speakers. Foreigner talk would appear to contain more explicit performatives than speech directed to fluent language users. Thus a teacher' s opening to a joke addressed to a class of L2 learners began &quot; Let me tell you a ioke…I' m going to tell you a joke…OK.&quot; Such direct marking of the illocutionary value of the speech event would not be necessary with fluent language users who would be expected to infer the intended uptake from perhaps &quot; Did you hear the one about…?&quot; Candlin notes that for foreign university students to derive the intended uptake from university lectures they need to be aware of the careful and close integration of the visual, paralinguistic element with the spoken word, if they were going to understand the constant interplay in lectures between &quot; the main
 and the subsidiary
 planes of discourse—the essential argument and the audience-directed subsidiary comment&quot; (Candlin 1978: 22).




(b) Transfer
 . While the concept of transfer or inference has often been applied to the explanation of L2 performance at the phonological and syntactic level, little attention has been given to the effect of transfer operating at the level of discourse rules, and to its effects on speech event and speech act realizations in second language performance. There is evidence however to suggest that rules governing speech events may differ substantially from one language group to another, thus leading to different rules and norms for turn-taking, amount of talking, speech act realizations, etc.

Thus the Anang value speech highly and the young are trained in the arts of speech, while for the Wolof, speech, especially in quantity, is dangerous and demeaning. French children are encouraged to be silent when visitors are present at dinner; Russian children are encouraged to talk. Among the Arucanian there are different expectations of men and women, men being encouraged to talk on all occasions, women to be silent—a new wife is not permitted to speak for several months (Coulthard 1977: 49).

Particular speech events such as telephone conversations have also been compared from a cross cultural perspective, showing how transference of rules and expectations from one language to another may create confusion or misunderstanding.

In Japanese, callers rather than answerers generally speak first on the telephone. In France, the fact that telephone calls are generally regarded as impositions on answerers may account for the fact that there are restrictions on caller behavior which do not hold in English speaking countries (Godard 1977). In Egypt, there is an expectation that many calls will result in wrong numbers and callers frequently demand to know the identity of answerers; this seems rude to foreigners resident in Egypt, who often conclude that there are no rules at all for &quot; polite&quot; telephone behavior in the country (Schmidt 1975).

Clyne (1975), in a study of immigrants in Australia, discussed &quot; pragmatic transfer, &quot; based on transfer of speech act rules from one language to another, which can lead to communication breakdown or communication conflict. Transfer may operate with respect to a number of dimensions.

(i)Difference in opening or closing formulae for speech events.
 Speech events in a given language may have differing opening or closing formulae, which when transferred to the target language lead to incongruence. For example, with regard to meal talk
 , French and Malay begin with &quot; bon appetit, &quot; and &quot; selamat makan, &quot; respectively, which when transferred to English as good eating
 or good appetite
 appear unusual.

When languages have similar formulae, ritualistic or markedness considerations may be at variance. Greetings in many(perhaps all)speech communities may include questions about the addressee' s health, e.g., &quot; How are you?&quot; In English, Hindi, Spanish, French and many other languages, such questions are largely ritualistic and need not be answered sincerely. In English, &quot; How are you?&quot; is often not answered at all. In Arabic, on the other hand, the question must
 be answered and in almost all contexts the only appropriate answer is the ritual response formula &quot; ilhamdulillah&quot; (&quot; praise to God&quot; ). In Thai, however, &quot; sabaaj dii ryy?&quot; (&quot; How are you?&quot; )is a non-ritualistic, marked greeting, generally used only if one person has not seen the other for a long time and/or is sincerely concerned about his or her health. The unmarked greeting form in Thai is &quot; Paj naj?&quot; (&quot; Where are you going&quot; ). Transfer of unmarked formulae could well lead to English speakers judging Thais to be far too curious about the other' s whereabouts, while Thais may wonder why English speakers are so concerned about health problems(J. Fieg, personal communication).




(ii) Formulae used to realize a speech act have different meanings in two languages
 . A common transferable formula may exist, but with quite different uptake in the native compared with the target language. An offer of a cigarette for example is declined in German or Indonesian with the equivalent of thank you
 , but accepted with thank you
 in English. Indonesians frequently cause confusion by declining offers with thank you
 . Their interlocuters, if native speakers of English, have been heard to respond with&quot; Do you mean thank you
 or no thank you
 ?&quot; Likewise a native speaker of English who responds to an offer of something when speaking Indonesian, with the Indonesian equivalent of thank you
 , may be taken as having declined.

Silence is particularly ambiguous and difficult to interpret cross-culturally. Silence after a request may be taken as either assent or refusal in a great many cultures, but the non-native speaker will have great difficulty deciding which meaning is meant in unfamiliar contexts.

Formulae which are realizations of the same communicative or politeness strategy but which are only parallel and not identical in form and use may cause particular difficulty. A general strategy of negative politeness is to attempt to minimize the imposition on the hearer. In English, this can be done by using such expressions as &quot; just&quot; or &quot; a little&quot; (e.g., &quot; I just want to ask you a little favor, &quot; ) or euphemisms such as &quot; borrow&quot; for &quot; take&quot; (&quot; Can I borrow a cigarette?&quot; ) or &quot; a second&quot; or &quot; a minute&quot; for &quot; a few minutes&quot; (e.g., &quot; I' ll be with you in just a second&quot; ). Exactly the same strategy and similar (but not identical) linguistic realizations are involved in the Arab' s or Persian' s or Indian' s or Mexican' s use of such sentences as &quot; This will be ready tomorrow, &quot; meaning &quot; in a few days&quot; (Brown and Levinson 1978). However, the native speaker of English generally will take &quot; tomorrow&quot; only in its literal sense, will be angry when the goods are not provided on time, and will be tempted to make extreme generalizations about the character and sense of time of the people in the new culture.

(iii) Different social conventions associated with realizations of speech acts
 . Here a number of different dimensions may be subject to transfer. We need to consider at least the following:


Appropriateness of topic.
 Here we are concerned with what for example can one request in one language compared with another. Which requests can safely be declined? What can be denied or disagreed with and how safely can one transfer such choices across languages? What topics can one ask about on a first encounter with a stranger (1) of equal status (2) of higher status (3) of lower status (4) of the same sex (5) of different sex, etc.? Thus common questions from Asians on first encounters are Are you married? How old are you? What is your salary?
 The Arabic question which most annoys non-Arabs is &quot; How much did it cost?
 &quot; Such questions violate culturally specific speech act conventions in English.


Degrees of directness of realization of a speech act.
 A particular speech act such as refusal
 may be expressed differently in two languages. Geertz (1960), for example, discusses how refusal
 is communicated indirectly in Javanese. He describes a typical situation that his language teachers would use in the model conversations they used to teach him Javanese.




Two men are speaking. One wants something from the other (a loan, a service, his company in going somewhere) and both know it. The petitioner does not want to put his petition directly for fear of angering the petitioned; and the petitioned does not want to state his refusal directly for fear of frustrating the petitioner too severely. Both are very concerned with the other' s emotional reactions because ultimately they will affect their own. As a result they go through a long series of formal speech patterns, courtesy forms, complex indirections, and mutual protestations of purity of motive, arriving only slowly at the point of the conversation so that no one is taken by surprise.

Clyne discusses culturally specific routines for the realization of such speech acts such as persuading
 and apologizing
 .&quot; Persuasion may be done through speech acts like the promise of a bribe, a threat of complaint to a higher official, flattery or self-eulogy, or by overstating the case&quot; (Clyne 1975: 4). Transference of routines from one culture to the other may lead to the inter-pretation that the speaker is aggressive, impolite, uncouth, etc.

(c)Generalization
 . This term includes &quot; regularization, &quot; &quot; overgenerali-zation, &quot; analogy, and related concepts referred to in the literature. In the second language learning literature it refers to the extension of something known in the L2 to a new context. With reference to speech act rules we will apply the term to the extension of speech act and speech event rules to inappropriate contexts.

(i)Opening or closing sentences for speech events
 . Consider the following exchange made by a non-native speaker to an office colleague on encountering him in the corridor.

Non-native speaker: How do you do?

Native speaker: 　　Oh hi.

Here the phrase How do you do
 has been extended beyond its boundaries in English—a greeting said on a first encounter in a formal-semiformal situation—to become a generalized greeting said on encountering friends. The appropriate greeting is of course How are you
 or some such phrase.

1st encounter　　　Subsequent encounter




How do you do.　　How are you?

　　　　　　　　Hi etc.

Leave-taking formulae may also be generalized to speech events where they are not appropriate. The following exchange is between an office boy delivering a consignment of books to an office.

Office boy: Where shall I put these books please?

Addressee: Put them on the table.

Office boy: (some minutes later).

　　　　   I' ll be making a move now.

(ii) Speech act routine generalized to inappropriate context
 . Some errors that on first sight would be attributed to stylistic inappropriateness or mistakes of lexis may turn out to be instances of a routine, appropriate to a particular speech act, generalized to a different type of speech act where it is no longer appropriate. A Yes/No question, for example, which functions as a request for information
 , can be answered with Yes/No plus verb repetition.




Do you have a car? Yes, I do.

A request, however, cannot be answered in the same way.

Can you pass me the milk? Yes, I can.

Borkin and Reinhart(1978: 58)discuss second language learners' difficulties with the phrases excuse me
 and I' m sorry
 . A typical mistake is to use these for inappropriate speech acts, as in the following example where the non-native speaker declines an invitation to the movies.

Excuse me. I' d like to go but I don' t have time.

Homer, a five year old Iranian child, generalized the English formula &quot; What' s this?&quot; to numerous contexts beyond simple NP identification(Wagner-Gough 1975).

1. Identification

　a. What this is Elmer.(=This is Elmer).

　b. What this is? (=What is this?)

2. Advice or help

　a. What this is? (=What should I do now?)

3. a. What is it tunnel.(=Stop pushing sand in my tunnel.)

　b. What this is Homer.(=I' m Homer and you can' t tell me what to do.)

　c. What is this this it.(=Give me that truck.)

Of course, &quot; what' s this?&quot; is multifunctional in adult native English (compare&quot; what' s this&quot; said scornfully, curiously, hintingly, etc.) so that some of Homer' s generalizations may be functionally appropriate while others are not; it is difficult to evaluate functional appropriateness in this case when gram-matical relationships remain unclear.

(d) Transfer of training
 . This category refers to features of the learners' interlanguage which are traceable to teaching procedures used or to the particular textbook or teaching materials from which the learner has studied a language. Here are two examples of what was interpreted as inappropriate directives and which are probably traceable to transfer of training. They were noted by the spouse of a non-native speaker.

Example 1. Mother (a non-native speaker)to her son.


　　　　 So after supper you will do your homework.




Example 2. The wife to her husband.


　　　　 Tomorrow we will go to see the movie, all right?




Even given that husbands and wives who speak the same language are often at odds over the choice of directive forms used in the family, something more appears to be going on here. The first sentence, addressed to the NNS' s son would be perfectly appropriate if homework were an issue in the family. However, it is not, and the NNS reports that she meant to suggest
 and did not intend to be or sound imperious. The native speaking spouse suggested that in both these examples can
 , or even better, c' n
 , would have been a better choice of modal to convey the reported intentions of the speaker. But this NNS never uses can
 when reference is to future time, even though this is possible in the native language. She was taught that it is extremely important to indicate time reference in English, and she was taught (contrary to fact)that uncontracted forms are always more polite and proper than contracted forms. In general this speaker pays careful attention to literal meanings. The relationship between her forms and her social meanings could be defined in terms of conversational postulates, though the details of the rules for use of these postulates would differ somewhat from those of a native speaker.




Transfer of training may interact with the other learning factors, such as transfer and generalization, as well as attitudes towards languages, leading to inappropriate language. In Japanese, for example, a great deal rests on control of a highly complex system of honorifics. When the Japanese learns English, he finds nothing very similar, nothing that can be directly transferred. In addition, he generally believes and is probably taught (in accordance with the prevailing stereotype) that while Japanese is a very &quot; polite&quot; language, English is &quot; logical, &quot; &quot; direct, &quot; and not very polite. The Japanese learner of English may therefore be insensitive to the nuances of English politeness, which are not concentrated in one sub-system of the language.

4. Implications for research and teaching

The review presented here raises a number of questions which require empirical investigation and further study before conclusive statements can be made. We have focussed primarily on proficiency in the realization and interpretation of speech acts, rather than the acquisition of speech act rules. The acquisition of pragmatic or communicative competence is an emerging interest in language acquisition studies. Pragmatic rather than grammatical constraints are seen as crucial in accounting for both the structuring of child language utterances and interlanguages, in the work of Peters, Wagner-Gough, Hatch and others. Peters (1977) has distinguished two styles of first language acquisition: an analytic style, one word at a time, and a &quot; gestalt&quot; style, an attempt to use whole utterances in socially appropriate situations. Many investigators of second language learning (e.g., Wagner-Gough and Hatch 1975) have reported that second language learners are apt to use a gestalt style even more than first language learners, using prefabricated routines and patterns (which may include speech act formulae) in an attempt to communicate in a socially appropriate way beyond their linguistic competence. One issue of current concern is the degree to which such formulaic language is crucial to the overall development of language. Fillmore(1976)argues that the use of such formulaic speech, motivated by the learner' s need to establish social contact, gradually evolves into creative language. Krashen and Scarcella (1978), on the other hand, maintain that routines and patterns play only a minor role in second language acquisition, with the creative construction process evolving in an essentially independent manner. Study of the acquisition of speech acts by non-native speakers should enable us to clarify of these and other issues. Possible issues for further research are the following:

1.  Descriptive studies of the types of speech acts encountered in specific settings for second language use and learning, according to such factors as age of speakers (e.g., adult-child; child-child), roles (e.g., teacher-student; friend-friend; parent-child)—in particular settings (classroom; work domain)and for specific speech events (e.g., interviews; conversations).




2.  Studies relating stages of grammatical development to speech act realizations in interlanguages of different types of learners.

3.  Studies of acquisition of rules for the realization and interpretation of speech acts over time among interlanguage users.

4.  Cross linguistic comparisons aimed at determining whether different languages make use of the same classes of speech acts and similar strategies for realizing and interpreting speech acts.

5.  Studies of the effects of speech act realization on the discourse patterning and conversational structure of non-native language users in different types of discourse.

6.  Study of pragmatic errors in non-native discourse, e.g., the failure to code or interpret speech acts appropriately or to recognize or assign appropriate illocutionary force to utterances of native speakers.

7.  Studies of the attitudes of native speakers to violation of native speaker rules for speech act realization, and the contribution of such violation to communication conflict or breakdown.

8.  Studies relating strategies for the performance and acquisition of speech act rules to language learning processes in general, e.g., to what degree do such factors as transfer, inferencing, and overgeneralization also apply to pragmatic dimensions of language learning?





The relevance of speech act theory and research to language teaching is through its contribution to the theory of communicative language teaching. Writers on communicative syllabus design such as Munby and Wilkins, make use of speech act and speech event theory in their accounts of notional and communicative syllabuses for language teaching, as have various other writers on communicative teaching (Allen 1977; Stratton 1977; Paulston 1974; Holmes and Brown 1977; Widdowson 1978). The central issue is to what degree successful second language learning can be identified with acquiring rules for speech act realization and interpretation. An emphasis on strategies for speech act realization as a central goal for intermediate and advanced language teaching, would lead to a focus on learning as a process
 rather than on what is learned as a product. Another basic issue concerns translating the concepts of speech act theory and discourse analysis into units which can be realized within a language teaching program, i.e., which can be operationalized for teaching purposes. Candlin (1978) warns: &quot; We know enough, however, to realize methodologically that we must avoid latter day'structuralism' of concepts and site utterances firmly within connected discourse. Furthermore ways of teaching should shift from teacher-telling to learner interpreting within a syllabus whose prime goal is the development of strategies for discourse processing, rather than as an assembly of items.&quot; Candlin' s work on speech events within doctor-patient communications begins from &quot; detailed functional description of native speakers' interaction, and attempts not simply to teach single functions but to show doctors how to open and close interviews, how to participate in other types of exchange, how to build exchanges into longer sequences, how to manipulate the turn-taking system&quot; (Coulthard 1977: 146). The progression from grammatical to communicative competence within a formal language teaching program is thus a movement towards the organization of learning and teaching in terms of creating contexts for the realization and interpretation of speech acts within a framework of discourse rules. Questions which require further consideration from this perspective include:

1.  To what degree should realization and interpretation strategies for speech acts be taught explicitly in a language teaching program?




2.  How useful are contrastive statements of such coding procedures for learners whose mother tongues adopt different coding strategies?

3.  What speech acts are basic and can speech acts and discourse rules be ordered for the purpose of teaching?

4.  Are techniques for the teaching of other areas of the target language(dialogs, drills, etc.) also appropriate for teaching discourse rules, or are speech act rules acquired as a byproduct of communication?

5.  How do we choose for the purpose of teaching, the forms for the realization of speech acts?

6.  To what degree should the emphasis on ability to perform and interpret speech acts take priority over the ability to code sentences grammatically within a teaching program?
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Language Transfer and Conversational Competence[1]




Introduction

Our understanding of the nature of second and foreign language learning has greatly expanded in recent years as a consequence of research into many dimensions of language and behavior that were previously unexplored. Studies of the acquisition of syntax, for example, have begun to incorporate such concepts as markedness theory, information structure, discourse function, variation theory, linguistic universals, and richer learning theories that make use of models of cognitive processing. This has given a new impetus to the study of language transfer and has generated new hypotheses which are currently being developed by researchers in second language acquisition.

A further input to our understanding of second language learning has been provided by studies of aspects of learning that relate to communicative or sociolinguistic competence. These have drawn on research and theory in sociology, pragmatics, and discourse analysis in attempts to describe how language learners develop the ability to use language for social interaction. For the speaker of a foreign language, any conversational exchange with a native speaker of the target language is a form of cross-cultural encounter. This makes the study of non-native conversational discourse rich territory for the exploration of how culturally specific assumptions and strategies for conversation surface in cross-cultural encounters. In this paper we wish to consider the effects of transfer of native language conversational conventions into target language conversational discourse. To do this we will examine several aspects of conversational competence and how these may be affected by transfer of native language conversational norms.

1. Conventional usage in conversation

In studying conversational discourse, a distinction can be made between grammatical competence and conversational competence. Grammatical competence describes a speaker' s knowledge of the underlying systems of vocabulary, morphology, and syntax which are required to construct grammatical sentences in a language. The sentence is the unit of description for grammatical competence. Conversational competence, however, is defined not with reference to the sentence, but to the utterance. This refers to the speaker' s knowledge of how speech acts are used in social situations. There are many sentences in a language which are not used as utterances. For example:

It' s a half after two.

It' s a third after two.

It' s two fives after two.

are all sentences in English, but they are not conventional ways of telling time in English. They have no status as utterances. The set of grammatical sentences which are utterances in a language is much smaller than the set of sentences in the language. For any speech act, a conventional set of ways of coding it exists. Thus the utterances which could be used to perform the speech act of &quot; requesting a cigarette from someone&quot; includes A but excludes B:





	
　　　　A


	
　　　　　　B





	
Got a cigarette?


	
The speaker requests a cigarette.





	
Could I have a cigarette?


	
A cigarette is requested by me.





	
I' d love a cigarette.


	
That which I request from you is a





	
Gimme a cigarette.


	
cigarette.











In studying how utterances are used, we observe that many have a special status in conversation. They recur, are predictable, and are associated with particular social situations and with particular types of interactions. Such utterances may be referred to as conversational routines
 (Coulmas 1981). Consider the following examples:





	
Have a seat.


	
Seen any good films lately?





	
Check please.


	
What did you think of the film?





	
Nice to meet you.


	
Could you speak up a little?





	
How are you?


	
You' re looking very well.





	
May I know who is calling?


	
No harm done.





	
I' ll be with you in a minute.


	
Don' t worry about it.





	
Come again soon.


	
We must get together again sometime.





	
See you later.


	
Have some more.





	
As a matter of fact…


	
Are you following me?





	
Let me see what I can do.


	
Would you mind repeating that?





	
Sorry I' m late.


	
What a shame!





	
What a nice day!


	
In a case like this…





	
Yes please.


	
As far as I can tell…





	
You must be starving!


	
Just between you and me…











Routines of the sort identified here include several different types of conventional utterances. Some are situational formulae, such as Check please
 , said in a restaurant when requesting a bill. Some accompany particular speech acts, such as Don' t mention it
 as a way of acknowledging thanks. Some signal directions within discourse, marking speaker attitudes towards what has been said or what is to be said, such as as a matter of fact
 (Keller 1981).

Many social events require the use of conversational routines, as do the majority of speech acts. Associated with the everyday round of activities which constitute the lives of all of us is the use of language in predictable ways. Conversational routines help define speech situations, and their appropriate use is a vital component of social competence in a language. Pawley and Syder point out that the ability to use routines contributes to the sense of naturalness and nativeness about a person' s speech (Pawley and Syder, in press). Speakers of a language appear to know hundreds of them and the situations when their use is required. They are not generated in the same way as novel utterances, but appear to be pre-programmed in a way in which novel utterances are not.




In second language learning, routines are often acquired before their function is fully understood. They are picked up as&quot; canned utterances, &quot; and their use may lead to an impression of fluency which the learner doesn' t really have. A stock of routines may even constitute a survival strategy for learners, who can manoeuvre their way across the surface of many transactions with the occasional use of routines. Successful mastery of routines, however, poses special problems, since there may be wide differences between the form and function of routines in the mother tongue and target language.

1.1 Conversational routines and language transfer

The learning of conversational routines in a second language is influenced by a number of dimensions of Ll/L2 non-correspondence (cf. Coulmas 1979).

1.2 Differences in social situations

Cultures define social situations differently. Although there are many social situations that are common across cultures such as meals, weddings, and funerals, there are others for which no direct equivalence exists in the other culture, such as &quot; at the pub&quot; in Britain, &quot; attending a Buddhist ordination ceremony for a young man&quot; in Thailand, or&quot; visiting elders and family members on Chinese New Year&quot; in Chinese societies. Presumably routines are associated with these and many other culturally specific events that are particular and unique to the culture in which they occur.

1.3 Same situation: different routines

Even where social situations are similar in two cultures, the routines associated with them may differ. For example, the routines associated with answering the telephone differ across cultures. In Japanese, callers rather than answerers may speak first. Routines associated with meals vary considerably. In some cultures the meal is prefaced by the equivalent of Eat well
 (e.g., bon apétit, selamat makan
 ), but English has no such routine. Sometimes compliments are offered to the hostess during a meal, but in other cultures compliments are not appropriate on such occasions. In some but not all cultures, a sneeze is an occasion for others to mutter God bless
 or a similar phrase.

The way a routine which accompanies a speech act is acknowledged may also vary. In English a compliment may be acknowledged with thanks:

A. That was a lovely meal.

B. Thank you, I' m glad you liked it.

However, in Thai culture the hostess might not respond verbally to the compliment, since this may not sound suitably humble. Apologies rather than thanks are appropriate replies to compliments in other cultures.




A. What a nice dress!

B. Oh, it' s just an old thing I' ve had for years.

Different routines used in responding to a speech act may reflect a choice of a different member of a set of possible responses. For example, in offering an apology the speaker may

1. make an expression of apology

2. explain or account for his or her behavior

3. acknowledge responsibility

4. make an offer of repair

5. make a promise of forbearance (Olshtain 1981)

However, the selection of which option to express (through routines, in many cases) may vary across cultures. In one language, speakers may typically make an expression of apology, while in another they may simply explain or account for their behavior. Olshtain observes that Hebrew speakers using English may sound less apologetic than they intend, since they typically&quot; provide an excuse without making formal use of the performative verb&quot; (Olshtain 1981: 9).

1.4 Same routine: different function

Two languages may share a similar routine but use it differently. For example, thank you
 may be used to accept an offer in English, but to decline one in Malay. In English thank you
 may be used to express gratitude, but in Japanese the equivalent routine may not sound sincere enough, leaving the speaker with the urge to add I' m sorry
 .

When a Japanese wants to express sincere gratitude, he feels urged to say &quot; I am sorry, &quot; since&quot; thank you&quot; does not sound sincere enough. This is one of the typical mistakes Japanese make in their interactions with English speakers, the latter being likely to say &quot; Why sorry?&quot; (Sugiyama, in Coulmas 1979).

Routines with different functions in one language may be translated by a single routine in another. For example, the English routines You' re welcome, Don' t mention it, Not at all, It doesn' t matter
 , and Never mind, may all be translated by the Thai routine
 maj pen raj
 . In English, Never mind
 and It doesn' t matter
 can be used to acknowledge an apology and are used by the person addressed to minimize the seriousness of the offense. The expressions You' re welcome, Don' t menton it
 , etc.are used to acknowledge thanks. The Thai routine, however, is used as a response both to gratitude and to apologies. Thais using the English routines interchangably hence produce pragmatic errors such as the following:

Boss:　　Thanks a lot. That was a great help.

Secretary: Never mind.

Or, after a guest has knocked over a glass of wine:

Hostess:　Oh dear!




Guest:　　Never mind. Let me clean it up.

1.5 Correct routine: wrong situation

The non-native speaker may extend routines to situations where they are not appropriate, such as using a formula which is restricted to a certain social or age group, in an inappropriate situation. For example, Nice to meet you
 would be an inappropriate way for an adult to respond on being introduced to a young child. The following examples are deviant for similar reasons:

1. A. Would you like to see a movie?

　B.Excuse me
 , but I' m not free.

2. A. Like something to eat?

　B.To my mind
 I' ll have a cup of coffee.

3. A. Do you like the steak?

　B.Without a doubt
 , it' s excellent.

4. A. Terry' s father has passed away.

　B. What a nuisance.

1.6 Different sincerity conditions for a routine

The conditions necessary for the correct performance of a speech act may differ across cultures, leading to non-transferability of routines. Japanese and French, for example, both allow for the use of a routine before eating: bon apétit
 and ita dakimasu
 ; but the Japanese formula cannot be used by the one who provides the meal (Coulmas 1979).

1.7 Other problems

The fact that the meanings of many routines are idiomatic, and hence not interpretable from knowing the meanings of their constituent lexical items, poses many problems for second and foreign language learners. The relation between form and function in routines like the following can only be learned from repeated observation of the utterance in context:





	
Let me see what I can do.


	
(used as a precloser)





	
You bet!


	
(used to mark agreement or confirmation)





	
Oh you shouldn' t have!


	
(used as an exclamation of appreciation)











Routines which mark directions within discourse, sometimes known as gambits, are particularly difficult to comprehend. Consider how the following might be explained or translated, for example:








	
mind you though…


	
keep me posted…





	
but then again…


	
actually…





	
as far as I' m concerned…


	
the funny thing is…





	
now that you mention it…


	
by the way…





	
and another thing…


	
the thing is…





	
in the long run…


	
just a small point…





	
let' s face it…


	
not on your life…





	
when it comes to that…


	









Attempts to arrive at the meanings of these and other verbal routines by decomposing them in the way non-idiomatic utterances are interpreted often lead to frustration for the language learner.

2. Interactional dimensions of conversation

The observations made so far concern the form of the language of conversational interaction. We have seen that conventional utterances occur with particular social events and discourse functions. In what follows we consider the participants in the speech event itself. Our focus here is (a)how conversational discourse reflects relationships and interaction between participants, marking dimensions of social distance, status and politeness, and (b)the effects which different linguistic conventions for marking such dimensions have on the interlanguage of second language learners.

2.1 Verbal repertoires

Conversational competence in a language involves the use of different speech styles according to whom the speaker is addressing and the circumstances under which the act of communication is taking place. The range of linguistic varieties a speaker has at his or her disposal may be referred to as a verbal repertoire (Platt and Platt 1975: 35). The concept of verbal repertoire includes (a)how a speaker varies the form in which a speech act is coded, and (b) the choice of particular strategies of interaction. Jacobson suggests that English allows for at least five styles of speaking:





1.  Peer' s style.

2.  Formal style.

3.  Style appropriate for small children or when addressing them, that is, an adult' s style comprehensible to small children (not necessarily baby talk).



4.  Informal style appropriate when talking to a close member of one' s family.






5.  Informal style appropriate when talking to an adult who is not a member of the family.(Jacobson 1976)



Brown and Levinson have shown that pragmatic, semantic, lexical, syntactic, and interactional tactics are involved in selecting an appropriate style of speaking.

A switch in style may involve more than simply the choice between Could you possibly lend me a cigarette?
 and Got a cigarette?
 It may involve noticing or attending to the hearer' s interests, wants and needs, exaggerating interest, approval, or sympathy with the hearer, using in-group identity markers and so on (Brown ahd Levinson 1978). In observing the acquisition of verbal repertoires by foreign language learners, several different dimensions of non-correspondence between the first and second language are possible, raising interesting problems in the study of language transfer and interlanguage processes.

2.2 Different systems of marking

While all languages contain systems of repertoires or speech styles, the ways in which such systems are manifest in particular languages differ considerably. What is marked in the lexicon or morphology of one language may be communicated by stress or intonation in another. Suasion, for example, may be expressed by several devices in English, including the emphatic do
 .

Do come and visit us.

In Thai, suasion may be marked by word tone and by repeating the main verb and the particle.

maa jiam raw ná.maa ná.

(Come visit us ná. Come ná.)

To be more emphatic, the vowel of the particle can be lengthened.

maa nâa

(Come+particle with tong vowel.)

Respect or politeness may also be marked very differently in two languages. In English, for example, respect may be marked by clausal constructions:

I wonder if I might ask if…

Would it be possible for you to…

In Indian languages, however, phrases such as Could I have
 and I Would like...
 &quot; imply social inequality and tend to be avoided in ordinary speech. Respect is conveyed through special honorific particles or through professional or other titles, not through verb constructions&quot; (Gumperz and Roberts 1980: 102). Speakers of Asian languages (e.g., Thai, Javanese, and Hindi) may initially be puzzled by the lack of any equivalence between the systems used for marking style differences in English and their mother tongue. Forms used to mark politeness in Thai (the particles), for example, occur in sentence final position: but hedging devices such as I wonder if I could
 have the status of routines in English and occur in sentence initial position. The Thai is used to varying sentence final particles according to the status, age, and sex of his or her interlocutor, and will initially search in vain for forms with a similar function in English. Later, on associating this function in English with the modals, he or she may now overuse them:




Would you mind if I would like to smoke?

2.3 Different systems of levels

We saw above that at least five levels of speech are distinguishable in English, and presumably similar differences can be marked linguistically in all languages. The perceived number of levels is less important than the relative distance between them. In languages like Thai and Javanese, there is a greater degree of social distance implied in the difference between the most informal and the most formal level than the corresponding contrast implied in English, and the levels themselves are more rigidly differentiated through variation in the pronominal, verbal, and honorific systems. Geertz provides an illuminating account of how these levels operate in Javanese(Geertz 1960). There are many similarities in Thai. For example the word eat
 in Thai has many different variants, according to the interactional style. The following are some of the more commonly used ones:

1. royal language (sawěey) used with members of the royal family.



2. deferential (ráppràthaan) used with superiors; marks social distance and formality.



3. neutral (kin) used between equals or when addressing inferiors.



4. vulgar (dèek) considered&quot; vulgar&quot; among the educated; may be used among males as marker of intimacy.



Changes in voice quality, rate of delivery, and intonation also accompany different styles in Thai. When speaking to an elder or superior, uncontracted forms are more frequent, the voice is lowered, and a slower style of speaking is used. An Asian learner used to such a system may not feel that English allows for a sufficiently&quot; high&quot; form. This may lead to an overuse of honorifics or titles such as sir
 (used when addressing both males and females), to more frequent use of apologies, and in written English to a preference for a florid prose style with ornate vocabulary. The significance of contrasts between the systems of speech levels used in English and many Asian languages is related to differences in how much social power is attributed to particular social roles in different societies.

2.4 Differences in the power paradigm

The amount of social power attributed to particular social roles in a culture may be referred to as the power paradigm. One of the goals of conversation is to determine the relative power of speaker and hearer. If the speaker and hearer are judged to be of equal power, a casual speech style is appropriate which stresses affiliation and solidarity (Good 1979). If the participants are not of equal power, a more formal speech style is appropriate which marks the dominance of the speaker over the hearer. However, what might be a suitable context for formal style in one language may be a situation where casual style is thought to be appropriate in another. This is due to the fact that different cultures attribute different power values to particular social roles.

In Japanese and Thai societies, for example, a greater degree of power accrues from age and occupation than it does in American society. This means that in Japanese and Thai conversational interaction, for the dyads older person/younger person, professor/student, or doctor/clerk, the first member of each pair holds a relatively greater degree of power than he or she would hold in American society. In Japanese and Thai, a formal style would be expected in encounters between such pairs, whereas in American society a less formal style could be used. American students, for example, sometimes call professors by their first names, a situation which would be unheard of in Japan or Thailand.




Thai society is an example of a culture where hierarchical dimensions are sharply marked. Every individual represents a position vis
 -à
 -via
 others in the society, and is identified and addressed as such. As Mulder observes, in Thailand &quot; the presentation of one' s social self tends to include the whole set of one' s social paraphernalia&quot; (Mulder 1979: 68). Address terms in Thai thus name occupations, such as acaan
 (teacher), khun
 
m
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 ɔ
 (honorific term+doctor), th
 â
 an ph
 û
 u amnuajkaan
 (honorific term+Director), th
 â
 an nai phon
 (honorific term+General), and so on. Age may also be part of the address system in Thai. An older brother or sister is addressed as ph
 î
 i
 (older brother or sister) and n
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 ɔƞ
 is the term of address for a younger brother or sister. In face to face interactions, address terms (honorifics+position/occupation) are usually used instead of personal names, especially when the speaker is younger and lower in social position than the hearer. Although Thais use first names, this does not express solidarity in the same way as it does for Americans.

Different social obligations may also result from different perceptions of the power paradigm. A Japanese office worker who is invited by his or her employer for a drink or a meal is, for all practical purposes, quite unable to decline the request (Ueda 1974). An American employee in a similar situation would feel free to offer an excuse if he or she wished to decline the invitation.

2.5 Politeness and face

Appropriate styles of speaking according to the power paradigm of the interaction indicate the degree of perceived affiliation or distance between speaker and hearer. Successful use of these strategies creates an atmosphere of politeness which enables social transactions to proceed without threat to the face of speaker or hearer. In Brown and Levinson (1978) a convincing case for the role of politeness strategies as face saving devices is outlined. They argue that for many types of speech transaction, a threat is involved in some way for either speaker or hearer. Requests, for example, are threats in that they impose on the freedom of action of the hearer. The hearer has to make a choice, either to accept or refuse.

In either case, some sort of challenge to face is imposed. Promises can be seen as restricting the future self-determination of the speaker, and thus threaten the speaker' s face. Criticisms are threatening to the hearer' s face, and apologies to the speaker' s face. Speech acts can be seen to involve costs either to the speaker, or to the hearer, or to both. An assertion, for example, commits the speaker to an opinion which the hearer may not share, hence the importance of small talk on safe topics which both speaker and hearer are likely to agree on in the early stage of conversational encounters. Brown and Levinson' s thesis is that speakers estimate the &quot; cost&quot; of a particular speech act, in terms of its relative threat to speaker, hearer, or both. To do this, speakers make use of their perceptions of the degree of social distance between speaker and hearer, the degree of dominance or affiliation, and the relative status of a particular type of act within a given culture. Then they choose the appropriate conversational style.

But because of cross-cultural differences in the perception of the power paradigm in particular situations, the same transactions may involve far greater &quot; face costs&quot; in one culture than in another (Imai 1981). In Thai, the concept of face is referred to by the term &quot; kreeŋcaj, &quot; which means taking the other person' s face needs and feelings into account so that no threat is involved either to speaker or to hearer. This leads to indirect strategies for the performance of certain types of speech acts in situations where English speakers would not necessarily see the need for indirectness, since they perceive no threat to face. Thus in the case where A wants a favor from B, the preferred strategy for a Thai is to hint and talk around the topic. An example was provided by an American teacher recently arrived in Thailand, who went on a boat cruise with a group which included the governor of the province. The governor seated himself on comfortable cushion seats provided on the boat deck and other Thais present did likewise. The foreigner as an act of courtesy seated herself on a less comfortable wooden chair. Several Thais present repeatedly invited her to sit on the more comfortable cushions on the deck, but she politely declined. Much later she realized the reason for their persistent invitations and hints. From her position on the chair, the foreigner was in a higher position than the governor—a cardinal sin in Thailand. The embarrassed Thais tried hints and suggestions, but would not raise the issue directly. The American missed the illocutionary force of their invitations.




A similar illustration is provided by Geertz for Javanese. He mentions that when he was learning Javanese he learned that in Javanese culture one has to acquire a rigidly formal way of doing things which conceals one' s feelings. Geenz describes a typical situation that his language teachers employed in the model conversations they used to teach him Javanese.

Two men are speaking. One wants something from the other (a loan, a service, his company in going somewhere) and both know it. The petitioner does not want to put his petition directly for fear of angering the petitioned; and the petitioned does not want to state his refusal directly for fear of frustrating the petitioner too severely. Both are very concerned with the other' s emotional reactions because ultimately they will affect their own. As a result they go through a long series of formal speech patterns, courtesy forms, complex indirections, and mutual protestations of purity of motive, arriving only slowly at the point of the conversation so that no one is taken by surprise.(Geertz 1960: 242)

Although referring to Javanese culture, this could also serve to illustrate the Thai concept of &quot; kreeŋcaj.&quot; In Thai society, a key component of the ethos of social behavior is the preservation of social harmony among individuals. This, of course, is probably a universal; however, it is in the interpretation of how language can be used to maintain it that we see cross-language variation and interference. Thais are taught to avoid overt acts of disapproval, criticism, displeasure, resentment, anger, and the like. In a traditional Thai family, Thais are taught to thank their negative emotions. Many western cultures on the other hand value individualism. A child or adult who displays views and opinions which are at variance with commonly held beliefs is seen as having an independent mind. From early age American children, it seems, are encouraged to express their opinions even when these are at variance with those of their parents, siblings, teachers, etc. Disagreement is regarded as an essential element in situations where information and attitudes are exchanged or discussed, such as at meetings or conferences. Thais, however, view disagreement with another as a personal matter. It is not something to be displayed in public. Frank criticism or expression of disapproval is not typically expressed in situations such as meetings or conferences, where people of different rank and status are interacting. Thais are often surprised when they see Americans vigorously disagreeing or questioning each other' s opinions in a class or conference, for example, then cordially chatting or sharing a drink outside the meeting room.

The tendency for Thais, like other Asians, to downplay disagreement can be seen manifested particularly in international conferences, meetings, and seminars. Many Thais will not express disagreement unless absolutely certain that they are correct with respect to the point in question.




Similar observations have been made of the Japanese. In Japanese society, group membership and solidarity is regarded as more important than individual identity, whereas the opposite may be true for American culture. The Japanese learns to value conformity to the group.&quot; Real friendship means total acceptance by the group, and they reject the (Americans' )concept of what friendship involves with its backslapping heartiness, baring of one' s inmost soul, and indulgence in heated arguments about disputation subjects&quot; (Roggendorff 1980). Japanese and Americans thus differ in what they feel is appropriate to reveal about themselves in interpersonal encounters. Americans are consequently much more prone to disclose personal or inner private experience, topics which would be avoided in similar situations by Japanese. Japanese avoid conversational topics which might lead to disagreement, or witty verbal display, for fear of disturbing the harmony of the group.

2.6 Presentation of self

One of the functions of conversation is to keep the channels of communication open and to establish a suitable atmosphere of rapport. Goffman has argued that &quot; in any action, each actor provides a field of action for the other actors, and the reciprocity thus established allows the participants to exercise their interpersonal skills in formulating the situation, presenting and enacting a self or identity, and using strategies to accomplish other interactional ends&quot; (cited in Watson 1974). What is meant by &quot; enactment of self&quot; is that view of the self or inner being that one communicates. How is this expressed?

The impression we convey of ourselves depends on what we talk about, how much talking we do, how much power or dominance we assert, attitudes we communicate towards such things as our past accomplishments and future plans, and the topics we select to discuss (Scollon and Scollon 1981). Cultures vary as to whether the favored style for interpersonal communication is one in which speakers reveal very little of themselves (their beliefs, wishes, opinions, likes, dislikes, etc.—things which may not be shared with others) and cultures in which there is generally a willingness to reveal details of one' s inner self on interacting with others. Barnlund investigated the concepts of public and private self and their effect on contrastive communicative styles among Japanese and Americans (Barnlund 1975). In comparing communicative styles between Japanese and Americans, he found that because Japanese reveal only a small amount of their inner experience in conversation,

a.    they interact more selectively and with fewer persons;

b.    they prefer regulated to spontaneous forms of communication;

c.    with respect to topics they discuss, they communicate verbally on a more superficial level;

d.    they show a reluctance for verbal intimacy;

e.    they resort to defensive reactions sooner and in a greater number of topical areas;

f.    because they explore inner reactions less often and at a more superficial level, they must be less known to themselves.

What is postulated, thus, is a difference not of kind but of degree between the psychic structure and communicative behavior of Japanese and Americans, a difference that is significant rather than trivial. This difference, reflecting cultural norms and values, causes members of these two cultures to talk differently, about different topics, in different ways, to different people, with different consequences. (Barnlund: 433)




Like Japanese culture, Thai society likewise favors more regulated forms of communication, in which involvement is restricted and there is only limited disclosure of self. There are thus aspects of self which are not considered relevant to disclose in Thai social situations. This is well illustrated by different norms in American and Thai culture concerning introductions. In American culture, introductions are much more important than they are in Thai culture. When a third person enters a room, office, car, etc. and is unknown to others present, the usual custom for Americans would be to introduce themselves. An introduction serves as a conversational opener. In Thai culture, an introduction is not needed as an opener in such circumstances. If a Thai enters a room to talk to one person in the room, for example, there is no need perceived to introduce the visitor to everyone else present, nor is such an introduction a prerequisite for the person to join in conversation with others present. This fact often perplexes Americans in Thailand. One American who had been working on a rural development project for a year learned that his Thai counterpart was married and his wife happened to work in an adjoining office. The Thai had seen no need to present her. Under similar circumstances, however, an American would feel it normal to want to present his wife to everyone in the office.

Thus if we compare two cultures, we may find what is regarded as part of the private self in one may be part of the public self in another. If we compare topics such as those in the list below, we may find differences in how they are assigned to the domain of public self versus private self, and consequently the likelihood that they will be discussed in particular types of encounter. Some will be regarded as unsuitable topics for public discussion in one culture, but not necessarily in another.

one' s family and children hobbies and spare time interests political beliefsreligious beliefs personal finances personal possessions career plansambitions

Thais, for example, would normally refrain from praising family members in public. There is a Thai poem which gives directions as to whom to praise or not to praise.





If your teacher is good, tell him so.

If your servant does an excellent job,

tell him after the job is done.

If your friend is good to you,

praise him behind his back.

But never praise your children or your wife.

Americans, by contrast, regard family members as natural topics for discussion with friends and acquaintances. American politicians praise their wives for helping them win elections. In Thai culture, one learns about the qualities of a husband or wife only from booklets printed in memory of the departed souls distributed at a funeral.

Conclusions

Theories of how we teach conversation reflect our views of what conversation is. Conversation is often defined very narrowly as the oral exchange of information. EFL/ESL materials often focus on conversation as the finished product of the act of communication, rather than on the processes that underlie conversational discourse. We see several areas of application for the view of conversation outlined here.




1.  The observations presented in this paper derive from published accounts and ethnographic studies of an exploratory nature. There are many areas of conversational discourse which remain relatively unexplored. For example, the investigation of the scope of conversational routines is still in its infancy. The only major empirical study available is that of Keller, who focused on only a subset of conversational routines. There is scope for much broader based data collection, directed both to L1 norms and cross-language comparisons.

2.  Information about the potential for transfer of L1 conversational norms into L2 conversational discourse should be used in the training of native speaking teachers of English, many of whom assume that what is true for English is a norm for all other languages. Teachers in training need to be alerted to the fact that the solutions adopted in English conversational discourse are by no means universal. Awareness of how they contrast with conversational styles in other languages will lead to a greater sensitivity to what is involved in cross-cultural communication.

3.  The concept of English as an International Language currently being discussed in several quarters (Smith 1981) suggests that native speaking norms are not necessarily the only acceptable ones for use in many contexts where English is spoken. We hope we have outlined some dimensions of what could be included in a Communicative Grammar of International English. Such a grammar would include description of rules of speaking which operate in different contexts where English is used, and would be sensitive to underlying culture-bound assumptions about language and communication.
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Language Curriculum Development[1]








Introduction

Language curriculum development, like other areas of curriculum activity, is concerned with principles and procedures for the planning, management, and assessment of learning. But whereas in general educational practice, curriculum development has spawned a major educational industry, what is understood by curriculum development in language teaching has often been rather narrowly conceived. The focus has primarily been on language syllabuses rather than on the broader processes of curriculum development. Consequently there has been a relatively sparse literature on language curriculum development until recently. Such discussion that appears in the language teaching journals of the 1940s, 50s and early 60s, is primarily concerned with procedures for selecting the linguistic content of language courses. In this paper1[2]
 we will review issues and practices in language curriculum development and attempt to provide a framework for the discussion of current curriculum questions in language teaching.

1. The nature of curriculum

Since &quot; curriculum, &quot; &quot; curriculum development&quot; and &quot; syllabus&quot; have somewhat different meanings in British and North American educational usage, a clarification of terms is necessary at the outset. As Stern(1983) points out, the field of curriculum studies is part of the discipline of educational studies. In both British and North American usage, in its broadest sense it refers to the study of the goals, content, implementation and evaluation of an educational system. Curriculum also has a more restricted meaning, referring to a course of study or the content of a particular course or program. Hence we talk of the &quot; history curriculum&quot; or the &quot; French curriculum.&quot; In this narrower sense of curriculum, the term syllabus is often employed in British educational circles (Stern 1983: 434-435). In this paper, &quot; language curriculum development processes&quot; refers to needs analysis, goal setting, syllabus design, methodology, and evaluation. Syllabus design is thus viewed as one phase within a system of interrelated curriculum development activities.

1.1 The data for language curriculum development

In language teaching, the data which serve as input to curriculum processes includes:

(1) information about the target language; this may include both linguistic and pedagogic descriptions, data on particular varieties or registers of the target language, and information on language usage in specific contexts and settings.



(2) information about the learners; this may include information relating to the age, sex, occupations, interests, problems, motivation, attitudes, and needs of the learners, their language proficiency, and their language learning styles and preferences.






(3) information about the delivery system; this will include data on the context in which learning will be accomplished, such as information about the institutions, administrators, teachers, classrooms, texts, tests, resources, and timing and other characteristics of the educational system through which the program will be implemented.



(4) a learning theory; this will specify the processes which constitute second or foreign language learning and the conditions under which it can be accomplished.



(5) a teaching theory; this will describe principles for the selection, sequencing, and presentation of language learning experiences.



(6) assessment and evaluation procedures; these will refer to how language proficiency and achievement will be measured, how learning difficulties and program deficiencies will be diagnosed, and how the program and its learners, teachers, curriculum and materials will be evaluated.



The goal of language curriculum development processes is to produce relevant, effective, and efficient language teaching programs. However, at present, no single model of language curriculum development can claim to have satisfactorily resolved the question of how these criteria are best applied in practice.

1.2 A brief historical perspective

Since the focus of language teaching is language
 , it is not surprising that much of what has been written about curriculum issues in language teaching in the last thirty years has focussed primarily on how to specify the language content of a course or method. The success of language teaching was viewed as dependent upon the quality of pedagogically motivated descriptions of the phonology, grammar and vocabulary of the target language. By the 1960s, this had resulted in (a) pedagogic grammars of English (e.g. , Zandvort 1962; Long 1961); (b) contrastive studies of the structure of English and other languages (e.g. , Stockwell and Bowen 1975; Agard and Di Pietro 1966); frequency counts and other lists of the core vocabulary and grammar of English (e.g. , West 1953; Hornby 1955; Fries and Fries 1961). The principles for the selection, sequencing and organization of learning content and experiences elaborated in Fries' s The Teaching and Learning of English as a Foreign Language
 (1945), Mackey' s Language Teaching Analysis
 (1965) and in Halliday, Mclntosh and Strevens' The Linguistic Sciences and Language Teaching
 (1964), were considered the foundations of a scientifically based language teaching methodology. Language curriculum theory, if it was referred to at all at this period, was synonymous with the principles used to select and sequence the vocabulary and grammar underlying a text, course or method.

The major shift in perspective which current practices in language curriculum development demonstrate, reflect a movement towards functional, behavior-based (though not behaviorist
 ) and proficiency oriented views of language and language use. Such a paradigm shift, which was accompanied by the related shift towards communicative competence theory in linguistics, and towards the development of criterion referenced testing in the field of educational evaluation, is having repercussions across the whole spectrum of language curriculum development. New models of the nature of linguistic knowledge and language use and new theories of how linguistic communication is acquired have led to different formulations of the goals of language teaching, as well as fundamental differences in the procedures used to plan, deliver and evaluate language programs.

2. Curriculum development processes




2.1 Needs analysis

Whereas traditionally the starting point in language curriculum development was language analysis
 , beginning with specification of what was teachable and learnable based on such criteria as frequency, difficulty, availability and teachability, current approaches to language curriculum development begin with needs analysis or needs assessment. The change in priorities is apparent from examining curriculum products of twenty years ago, such as Fries and Fries' Foundations for English Teaching
 (1961). This was a proposal for a linguistic corpus which could serve as a basis for the teaching of English in Japan (1961: 2):





The effort here, then, has been to gather together the basic essentials of English structure—those structures which, if learned thoroughly, will provide a good broad and sound basis for both comprehending English as used by an educated native speaker and for producing English that will be understood by such a native speaker.

The Fries' s corpus was the product of a method, a set of beliefs about the nature of language and language learning together with procedures for implementing these at the level of teaching technique (Richards and Rodgers 1982). No reference is made to the educational system in which the program is to be implemented, its goals and objectives, the needs of learners in that system, the teachers, or the resources and program constraints operating at that time in Japanese schools and colleges. While the option of having a method define the goals and content of a language course is still an available and widely practiced option in language teaching (e.g., The Silent Way ［Gatteguo 1972］, The Natural Approach ［Krashen and Terrell 1983］) the concept of educational accountability has forced a more systematic approach to educational planning across the curriculum, including second and foreign language teaching. Increasingly since the 1960s, school districts have had to provide evidence that the programs they wanted funded are actually delivering the goods they promised. As Neuber expresses it (1980: 21):





Increased sensitivity and accountability in the arena of human services is mandated by legislation, fiscal constraints, accreditation requirements, and emerging consumerism.

Needs assessment is a vital part of this process of accountability, and it has developed as a response to the demand for evidence of the relevance and outcomes of educational programs. One of the earliest examples of the needs analysis approach in language curriculum development was a study of the vocational needs of Swedish grammar school graduates (Dahllof 1963). Such studies led to the demand for language courses that matched the special purposes for which many learners needed foreign languages in the real world. Despite occasional charges that needs analysis is largely a trivial and useless activity, it is increasingly seen as the logical starting point in language program development.


Goals of needs analysis








Needs assessment refers to an array of procedures for identifying and validating needs, and establishing priorities among them (Pratt 1980: 79).




In language curriculum development, needs analysis serves the purposes of:

1.  providing a mechanism for obtaining a wider range of input into the content, design and implementation of a language program through involving such people as learners, teachers, administrators and employers in the planning process;



2.  identifying general or specific language needs which can be addressed in developing goals, objectives, and content, for a language program;



3.  providing data which can serve as the basis for reviewing and evaluating an existing program.



In language teaching the impact of needs analysis has been greatest in the area of special purposes program design, and a considerable literature now exists on the role of needs assessment in ESP (Robinson 1980). But needs analysis is also fundamental to the planning of general language courses.


Parameters, sources and procedures




Needs analysis may focus on either the general parameters of a language program (e.g., by obtaining data on who the learners are, their goals and expectations, their present level of proficiency, the teachers' competence in teaching and in the target language, teacher and learner expectations, what the constraints of time and budget are, available resources, the kinds of tests and assessment measures used, etc.) or by examining a specific problem in more detail, such as the kind of listening comprehension training needed for foreign university students attending graduate seminars in biology. Answering these questions involves obtaining data from a variety of sources, including both subjective and objective forms of assessment (Pratt 1980).

The range of persons consulted in a needs analysis will depend on who the program impacts upon: data from learners, teachers, and administrators will be needed for all language programs; in other circumstances (e.g., on-arrival programs for refugees) refugees already settled in the community, future employers, health and social workers may also need to be consulted. Determining needs is not an exact science however, since it involves both quantitative and qualitative data, requires the use of a variety of formal and informal data gathering procedures, and seeks to clarify needs that may by nature be changing or imprecise. Methods employed thus vary according to setting. Investigations of language needs in industry and commerce have employed participant observation, interviews, questionnaires, content analysis of job descriptions and job advertisements, tests, role play, and analysis of communication breakdowns (Roberts 1980; Schroder 1981). In general, the greater the number of independent measures used, the greater the validity of the data obtained. But in practice, many needs analyses are carried out on an informal basis depending on the time and resources available (cf. Richterich and Chancerel 1977; Richterich 1983).


Situation and discourse analysis




A major issue needs analysis addresses has to do with what the learner will eventually be required to use the language for on completion of the program. Data of this sort may be obtained from target situation analysis. This refers to procedures for identifying the settings in which the learners will be using the target language, the role relationships in which they will be involved, the medium of communication, the types of communicative events, and level of competence required in the target language (cf. Munby 1978). This will determine the type of language skills and level of language proficiency the program should aim to deliver. In order to obtain this information Essebaggers suggests (cited in MacKay and Palmer 1981: 31):








field-work needs to be done to find out: (a) a description of the language needs in real situations, (b) a description of the types of tasks or activities people need to engage in in order to function in particular situations, and (c) a description of the groups and individuals who need or want to function in these situations and what their language learning ability, motivation, etc.is.

It may also be necessary to determine the linguistic demands of specific communicative acts and activities. In Munby (1978), these are arrived at by a process of inference and deduction from the data obtained from the communicative needs profile (see Fig.1). A more reliable source of information is often needed, however, involving obtaining language data in the settings the learners will encounter and analyzing it for its discourse and linguistic features. The level of analysis that the language data may be subjected to will depend on how the results are expected to be applied in syllabus design or materials preparation. Techniques used include frequency counts of the lexical or grammatical features of particular types of discourse as well as discourse and conversational analysis of particular speech events, speech acts, and interactional acts (Candlin et al
 . 1974; Palmer 1980; Jupp and Hodlin 1975).
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Figure 1　The Munby processing model (Munby 1978)


Objective versus subjective needs




The procedures outlined in the previous section lead to description of needs in behavioral and linguistic terms. For example an analysis of the needs for English in technical occupations in European factories produced information such as the following (Deutscher Volkshochschulverband E. V. 1981):












	

Skill



	

Situation



	

Functions






	
Listening


	
Tour of a factory


	
Following a guided tour of a factory or department.




	
	
Lecture


	
Understanding a lecture on technicalsubjects.




	
	
Factory floor


	
Following instructions for operating procedures.




	
	
	
Understanding explanations about technical faults




	
	
Telephone


	
Understanding telephone enquiries about dates, deliveries, etc.






















These are needs which are external to the learner and are termed objective needs by Richterich (1972), in that they can be determined by the teacher or curriculum planner on the basis of information provided. By contrast, subjective needs refers to affective needs, expectations and wants arising from the learner' s cognitive style, motivation, and learning strategy. As Widdowson (1981) comments:





The expression—learner needs—is open to two interpretations. On the one hand it can refer to what the learner needs to do with the language once he has learned it. This is a goal oriented definition of needs and related to terminal behavior, the ends of learning. On the other hand the expression can refer to what the learner tends to do in order to actually acquire the language. This is a process oriented definition of needs and related to transitional behavior, the means of learning.

Subjective needs may be determined by observing learners engaged in learning tasks, by administering questionnaires and by interviewing learners about their preferred manner of learning, their motivations and expectations. Objectively determined definitions of needs may differ significantly from subjectively determined needs, and this may be reflected in differences between teacher and learner perceptions of:

1.  course goals and objectives;

2.  how the process of learning is understood;

3.  what is seen as relevant content;

4.  how class activities and learning experiences are evaluated;

5.  the roles of teachers, learners and instructional materials.

(Brindley 1983)

A curriculum specialist for example, may plan an EFL advanced writing course around concepts current in the field of writing, making use of process-based writing activities, group work, and peer feedback with minimal focus on product-based writing activities of a traditional sort. Investigation of learners' subjective needs however may reveal that they have very different expectations as to what a writing course should be like, what the teacher' s role should be, how errors should be corrected, and what they view as useful writing activities. Such information is useful in planning course objectives and activities.


Applications







The application of information obtained from needs analysis is in developing, selecting or revising program objectives. The relationship of needs analysis to subsequent phases of curriculum development is illustrated in Taba' s model of curriculum processes (1962: 12):









Step 1: Diagnosis of needs.

Step 2: Formulation of objectives.

Step 3: Selection of content.

Step 4: Organization of content.

Step 5: Selection of learning experiences.

Step 6: Organization of learning experiences.

Step 7: Determination of what to evaluate and means to evaluate.



In language program design, steps 3 and 4 correspond with what is often termed syllabus design, and steps 5 and 6 with what is referred to as methodology. A plan for stages 2 through 6, rationalized according to a particular philosophy of language and language learning, is generally referred to as a method
 if it takes the form of a prescribed set of teaching and learning procedures, derived from a specific theory of language and of the nature of second language learning. We will consider the issues raised in Taba' s model under three categories: objectives (step 2), content and methodology (steps 3, 4, 5 and 6) and evaluation (step 7).

2.2 Objectives

The goals of any method or program design in language teaching are ultimately related to bringing about improvement in language proficiency. These are the long term goals or aims
 of a program or method, generally expressed in relation to listening, speaking, reading or writing skills. Even those who believe in grammar translation, pattern practice, or the memorization of word lists, ultimately justify such activities in terms of how they are believed to contribute to improvement in language proficiency. The fact that the concept of proficiency is an elusive one, together with the inadequate state of knowledge about the acquisition of language proficiency, accounts for the current lack of agreement in approaches to language curriculum development and methodology.

Language proficiency is generally conceived of as a multidimensional activity which relates to the ability to use language in a number of specific ways (Farhady 1982). Stern (1983: 346) describes L2 proficiency as comprising:









(a)the intuitive mastery of the forms of the language;

(b)the intuitive mastery of the linguistic, cognitive, affective, and sociocultural meanings expressed by the language forms;




(c)the capacity to use the language with maximum attention to communication
 and minimum attention to form;

(d)the creativity
 of language use.

Proficiency, however described, refers to a product or result of successful language acquisition, and since it represents a very general concept, needs to be operationalized in making decisions about content and procedure in teaching. This is done through the development of program goals or objectives
 . In language teaching, a number of different ways of stating objectives are commonly employed, variations in practice reflecting different perceptions of the nature of second or foreign language proficiency. Current approaches include behavioral, process, content, and proficiency based objectives.


Behavioral objectives




According to Mager (1962) behavioral objectives should have three characteristics:

(1) they must unambiguously describe the behavior to be performed;

(2) they must describe the conditions under which the performance will be expected to occur;

(3) they must state a standard of acceptable performance—the criterion.

Influenced both by linguistic constructs such as &quot; communicative competence&quot; and educational philosophies such as &quot; competency-based instruction, &quot; several attempts have been made to plan language programs around the use of behavioral objectives. The Council of Europe' s Threshold Level
 specifications—(guidelines for language programs aiming at functional language skills in European settings)—include behavioral specifications along with other forms of specifying curriculum goals (van Ek 1977). Findlay and Nathan (1980) further develop the Threshold level objectives in developing behavioral objectives for use in a competency based curriculum. They make use of behavioral objectives as statements of minimal competencies for functional communication. For example, objectives for a &quot; common core&quot; program include:





Given an oral request, the learner will say his/her name, address and telephone number to a native speaker of English and spell his/her name, street and city so that an interviewer may write down the data with 100% accuracy.

Given oral directions for a 4-step physical action, the learner will follow the directions with 100% accuracy.

Objectives for an ESP course for clerical workers include:





Given a letter with 10 proofreading marks for changes, the learner will rewrite the letter with 90% accuracy in 10 minutes.

Given the first and last names of 10 persons, 5 with Spanish surnames and five with English surnames from a local telephone directory, the learner will locate the names and write down the telephone numbers in 15 minutes with 90% accuracy. (Findlay and Nathan 1980: 226)


Process related objectives







Strict behavioral objectives are not commonly employed in language teaching programs however. An alternative is to use specifications of processes which underlie fluency in specific skill areas, as objectives. For example, Nuttall (1983: 146) presents objectives for an intensive reading program in the following form:





After completing a reading course, the student will:

(a) Use skimming when appropriate to ensure that he reads only what is relevant and to help subsequent comprehension.

(b) Make use of non-text information (especially diagrams, etc.) to supplement the text and increase understanding.

(c) Read in different ways according to his purpose and the type of text.

(d) Not worry if he does not understand every word, except when complete accuracy is important.

(e) Recognize that a good writer chooses his words carefully, and would have meant something different if he had chosen A rather than B.

(f ) Make use of the reference system, discourse markers, etc., to help himself unravel the meaning of difficult passages.


Content
 -related objectives




Many language programs specify objectives in the form of the linguistic or communicative content which will be covered. In most commercial language teaching texts and courses, the objectives often assume little more than mastery of the content of the text, and this is the way objectives are presented in many language programs, particularly those organized around grammatical or other kinds of linguistic syllabuses. Sometimes content may be described in terms of topics and functions, and objectives related to function or topic areas. For example, Threshold Level English
 includes specifications for fourteen topic areas (van Ek and Alexander 1980: 29):





House and home;

　Learners should be able to discuss where and under what conditions they and others live, specifically;



types of accommodation;

　describe the type of house, flat, etc., in which they live themselves, as well as those in the neighborhood, seek similar information from others;

accommodation, rooms;

　describe their own accommodation, house, fiat, etc., and the rooms in it, seek similar information from others; ...etc.




Lists of functions, often related to specific situations or settings, are also commonly employed. For example a syllabus guide for Australian migrants being taught English for industry lists &quot; core needs&quot; (Macpherson and Smith 1979):





To ask;

　　someone to lend you something

　　someone to pass something that' s out of reach

To ask for;

　　change in deductions

　　change in holiday dates

　　change in shift

　　help from workmates when the job is too much for one person

　　etc.


Proficiency
 -related objectives




A program may specify objectives in the form of a level of proficiency, such as &quot; survival English, &quot; or &quot; Level 3 on the Foreign Service Oral Proficiency Scale.&quot; An example of the use of proficiency based objectives in large scale language program design is the Australian Adult Migrant Education On-Arrival Program, a program for immigrants (Ingram 1982: 66):





In order to ensure that a language program is coherent and systematically moves learners along the path towards that level of proficiency they require, some overall perspective of the development path is required. This need resulted...in the development of the Australian Second Language Proficiency Ratings (ASLPR). The ASLPR defines levels of second language proficiency at nine (potentially twelve) points along the path from zero to native-like proficiency. The definitions provide detailed descriptions of language behavior in all four macroskills and allow the syllabus developer to perceive how a course at any level fits into the total pattern of proficiency development.

Likewise instruments such as The Foreign Service Institute Oral Interview (a scale which contains five levels of oral proficiency supplemented by ratings for accent, grammar, vocabulary and fluency) can be used to not only assess proficiency for diagnostic or placement purposes but also to establish levels of proficiency as program objectives. The American Council on the Teaching of Foreign Languages in 1982 published Provisional Proficiency Guidelines (Liskin-Gasparro 1984: 11):





a series of descriptions of proficiency levels for speaking, listening, reading, writing, and culture in a foreign language. These guidelines represent a graduated sequence of steps that can be used to structure a foreign-language program.




However, Ingram and others have stressed that proficiency descriptions complement rather than replace the use of program objectives, since particularly at the lower levels, they tend to resemble profiles of incompetence and hence are hardly suitable as statements of objectives (Brindley 1983: 39).

The lack of a consensus on the role and nature of objectives in language teaching reflects different perceptions of the relationship between objectives, content, and methodology. Objectives are sometimes viewed in relation to linguistic content, and sometimes seen as behavioral or performance outcomes. Critics of the use of behavioral objectives have pointed out that language teaching goals include reference to attitudes and learning processes, in addition to linguistic skills. They argue that observable behavior and exact criteria of performance are not easily stated for many aspects of language knowledge. The behavioral objective approach likewise assumes that every learning outcome is under the control of the teacher and his/her bank of objectives. The use of proficiency scales derived from empirical studies of learner performance on actual real world tasks meets some of the objections raised against the impracticality of the use of objectives, but at present the development and validation of proficiency scales is still in its infancy (cf. Higgs 1984; Higgs and Clifford 1982).

On the other hand, few language programs or methods operate without explicit or implicit objectives. Where the program fails to make objectives explicit, teachers and learners have to infer objectives from the syllabus, materials, or classroom activities. Teachers hence typically understand objectives merely to refer to what they intend to cover in class, either as instructional goals (e.g., &quot; to develop learners' confidence in speaking&quot; ), as course descriptions (e.g., &quot; to concentrate on listening skills&quot; ), or as descriptions of the material they intend to cover (e.g., &quot; to cover Chapter three of Strategies&quot; )(Brindley 1983). Without clear statements of objectives, questions of content, methodology, and evaluation cannot be systematically addressed.

2.3. Content and methodology

In Taba' s original formulation, curriculum development proceeds from the specification of objectives, to selection and organization of content, to selection and organization of teaching and learning experiences. Language curriculum practices this century have reflected a variety of different approaches to the question of content and methodology. Some curriculum models and teaching methods are primarily content oriented
 , and see the language syllabus as the fundamental basis for methodology. Others are primarily concerned with instructional processes
 and operate without an explicit language syllabus. Let us consider these two options and their implications for language curriculum development.


The linguistic syllabus and the language curriculum




The concept of a language syllabus has been fundamental in the development of language teaching practices in the twentieth century. In the work of British EFL specialists such as Palmer, West, Hornby and French, and American specialists such as Travers, Fries, and Lado, questions concerning the linguistic content of a language program were considered primary. This led to the vocabulary and grammatical studies of the 20s and 30s which culminated in the development of the first lexical and grammatical syllabuses for teaching English as a second or foreign language. The result was the syllabus movement. Structural and lexical syllabuses were prepared which specified the essential grammar and vocabulary a language course should cover, and the order in which it should be presented. A properly constructed syllabus was believed to assure
 successful learning, since it represented a linguistically and psycholinguistically optimal introduction to English.




The view that the content of a language course can be defined in terms of a linguistic syllabus underlies many method statements in language teaching. It is implicit in the ideas of such people as Asher and Gattegno, and also underlies the older audiolingual and audiovisual methods. An alternative view of the linguistic content of a language course is seen in the Notional
 -Functional
 syllabus and the English for Specific Purposes
 approach to language program design. The Notional syllabus, proposed by Wilkins, redefined the language content needed when English is taught for general communicative purposes, to include not only grammar and vocabulary but the notions and concepts the learner needs to communicate about. In ESP approaches to program design the content of the syllabus derives from a needs analysis of the learner' s specific communicative requirements.

Structural-Situational, Aural-Oral, Audiolingual, Notional-Functional and most ESP approaches to language teaching share the fact that they include content specification and syllabus design as a fundamental process in language curriculum development. They each make concrete proposals for a language syllabus, and the syllabus forms the basis for subsequently determined instructional procedures. The direction of development is from Objectives
 to Content
 to Methodology
 . In such a model, methodology is concerned with choosing learning experiences, activities and tasks which will lead to mastery of the linguistic content of the syllabus, and at the same time attain the objectives of the language program. While language curriculum development may follow such procedures, this sequence of events is by no means inevitable. There are curriculum models as well as method options in language teaching which operate without a pre-specified corpus of language content (i.e., a syllabus) and which see instructional theory and learning processes as fundamental organizing principles for the language curriculum. We will refer to these options as process-oriented alternatives.


Process oriented alternatives in the language curriculum




An alternative to planning methodology in language teaching around a pre-specified linguistic corpus, is to develop methodology directly from an appropriate instructional theory. In the field of language teaching such theories typically contain an account of underlying processes in second or foreign language acquisition, identification of conditions that need to be met in order for these processes to be used effectively, and a specification of relevant teaching and learning tasks and activities. An explicit pre-specified linguistic syllabus may not be employed, since the mastery of linguistic content is viewed as the outcome of the teaching process.

Current method options in language teaching which can be classified as responses to innovations at the level of instructional theory rather than at the level of the language syllabus, include Silent Way, The Natural Approach, Counselling Learning, and Total Physical Response. Asher' s Total Physical Response, for example, is designed to provide language learning experiences that reduce the stress and anxiety adults experience in foreign language learning. &quot; The task is to invent or discover instructional strategies that reduce the intense stress that students experience&quot; (Asher 1977: 2). One of the primary conditions for success is through relating language production to physical actions. His method does not pre-determine content. It does not depend on published materials, but allows the teacher to develop her own syllabus and material, following the recommended instructional procedures.

Curran' s Counselling Learning is likewise predicated upon assumptions about how people best learn. It is based on Curran' s &quot; whole-person&quot; model of learning, and is an application of group counselling procedures. Curran saw the problems of adult foreign language learning, as resulting from emotional or affective barriers created by learners, and his method is designed to counter the anxiety and negative emotions of defense assumed to impede foreign language learning by adults. As with Total Physical Response, there is no predetermined syllabus nor materials in Curran' s method. Specific linguistic or communicative objectives are not provided, which means it is ultimately a teacher-dependent approach in which procedure, rather than content, is specified.




Language curriculum models which move from objectives directly to instructional procedures without pre-specifying the linguistic content to be taught in the form of a linguistic syllabus, include nationally implemented curriculum projects such as the Malaysian Communicational Syllabus (1975), which is one of the first large-scale language curriculum projects in which activities, tasks and classroom procedures are specified in place of the usual inventories of functions, notions, topics, grammar and vocabulary. It was derived from a needs analysis of the English language needs of Malaysian school leavers. Some twenty-four general objectives were then developed. For example (Malaysian English Language Syllabus 1975: v-vi):





follow and understand a talk on specific topics;

follow and understand a conversation or discussion on day-to-day matters; make a telephone call and converse through that medium; verbally or in writing report on an incident, a process, a discussion, etc.; read for information and pleasure from various sources.

The syllabus then goes on to specify a number of language &quot; products&quot; or tasks and suggests strategies for realizing them. The level at which the tasks are to be accomplished is also suggested. Procedures suggested for classroom use include various kinds of communicative tasks, activities, role plays and simulations and the syllabus provides sample situations as a guide to the teacher. No language, however, is specified. For example, under the product &quot; Description of visually perceived information, &quot; eighteen sample situations are given as suggestions around which the teacher can organize classroom activities (Malaysian English Language Syllabus 1975: 36):





A friend receives a postcard from his family in England care of your address. As he is staying with another friend, you decide to telephone him to tell him about the postcard. At his request, relay the message on the postcard and describe the picture on the reverse side to him.

A foreign visitor has expressed interest in a poster showing local tourist attractions. Describe the attractions as shown on the poster. In reality, the task of choosing the language content needed to realize such tasks falls on the classroom teacher and textbook writer.

A curriculum which specifies procedures, activities, and tasks, rather than linguistic content, is sometimes referred to as employing a task-based or process-based syllabus (Prabhu 1983; Candlin 1983; Long 1983). It specifies interactional and communicative processes as primary organizing principles for language teaching, rather than language content per se. Long (1983) suggests that the concept of task
 can be used both to identify learners' needs, organize the syllabus, organize language acquisition opportunities, and measure student achievement, and that such an approach obviates the need for linguistic-syllabuses of the traditional sort. Prahbu (1983: 2) argues:





The focus here for the course designer is entirely on what to do in the classroom, not on what (piece of language) to teach; and the only syllabus that is compatible with such teaching and can be supportive to it is a specification not of language items but of kinds of classroom activity, that is to say, a process-based syllabus.




Such an approach is contrasted with a &quot; product&quot; oriented model, that is, one which is organized around language content. The resulting syllabus &quot; would expect to be concerned as much with the learning experiences it offered to learners as with the subject matter content of those experiences&quot; (Candlin 1983: 9). Candlin suggests that such a syllabus might be realized through the use of a series of problem-solving tasks which involve a focus both on language, how it is learned, and how it is used communicatively. In the context of general curriculum theory, Stenhouse (1975) discusses the process-model of curriculum design as an alternative to the standard Means-Ends model, and suggests that it offers an alternative to pre-specifying learning outcomes in the form of objectives (Stenhouse 1975: 74-97).


Methodology




In language curriculum development, two views of the relationship between objectives, selecting and organizing content and selecting and organizing learning experiences are found, and this has had a significant impact on the history of language teaching methods (cf. Richards 1984). Despite such differences in how the question of language content will be addressed in the language curriculum, all methodological practices in language teaching contain similar underlying components. These are:

1.  a linguistic dimension which serves as a justification of what aspects of language will be taught;

2.  a psycholinguistic dimension which includes (a) a theory of the processes presumed to underlie and account for different language skills and abilities, such as those involved in &quot; listening to a lecture, &quot; &quot; listening to conversation, &quot; &quot; extensive reading, &quot; &quot; intensive reading, &quot; &quot; expository writing, &quot; &quot; carrying on a conversation, &quot; etc.; (b) a theory of how such skills and abilities are acquired, i. e., a theory of second/foreign language acquisition. This specifies both the nature of language acquisition processes and the  conditions necessary for successful use of these processes.

3.  a teaching dimension, which includes (a) a description of learning experiences, activities and tasks which relate to the above processes, and (b) an account of the role of teachers, learners, and instructional materials in the learning system.

Various attempts have been made to examine methodology in language teaching from a broader perspective than that of particular methods. Mackey' s approach (1965) was in terms of the content, organization, presentation and repetition of items in the materials themselves, and the concepts of selection and gradation owe much to Mackey' s analytic framework. Bosco and Di Pietro (1970) make use of a taxonomy of eleven features to analyze methods, three of which deal with linguistic content and organization and eight of which deal with teaching and learning assumptions. In Richards and Rodgers (1982), methods are analyzed according to how they respond to issues at three interrelated levels of conceptualization, organization and technique. At the level of approach
 , assumptions, beliefs and theories about the nature of language and language learning operate as the theoretical foundations for the method. These are operationalized at the level of design
 in terms of the objectives the method seeks to attain, the type of syllabus it employs, the types of learning activities and tasks made use of, and the role of teachers, learners and instructional materials in the instructional system. At the level of procedure, techniques and procedures used to present and practice language within a unit of instruction are detailed.

Models for the analysis of methods seek to identify the fundamental principles underlying instructional practices in language teaching, including those which lead to particular methods. But actual classroom practices cannot be validly inferred from the philosophy or theory underlying a method or methodology. Empirical study of classroom processes and practices is necessary to determine exactly what constitutes the instructional process itself. Differences between teaching methods at the level of classroom procedures and processes have been found to be much less significant than is commonly supported. Swaffar, Arens and Morgan (1982) for example, conducted a study of differences between what they term rationalist and empiricist approaches to foreign language instruction. By a rationalist approach they refer to process-oriented approaches in which language learning is seen as an interrelated whole, where language learning is a function of comprehension preceding production, and where it involves critical thinking and the desire to communicate. Empiricist approaches focus on the four discrete language skills. Would such differences be reflected in differences in classroom practices? (Swaffar and others 1982: 25):








One consistent problem is whether or not teachers involved in presenting materials created for a particular method are actually reflecting the underlying philosophies of these methods in their classroom practices.

They found that many of the distinctions used to contrast methods, particularly those based on classroom activities, did not exist in actual classroom practice (1982: 31):





Methodological labels assigned to teaching activities are, in themselves, not informative, because they refer to a pool of classroom practices which are used uniformly. The differences among major methodologies are to be found in the ordered hierarchy, the priorities assigned to tasks.

Long and Sato (1983) found similarly that the actual behaviors of teachers in classrooms can differ significantly from the philosophy of the method they are using. They looked at language use between teachers and learners in classrooms taught by teachers trained in &quot; communicative&quot; methodology. They then compared their findings with how native speakers outside of classrooms conversed with learners of a similar level of language proficiency to the classroom learners. They found the type of language the &quot; communicative&quot; classroom teachers used was very different from the language used outside of classrooms. It shared many of the features of the mechanical question and answer drills characteristic of audiolingual &quot; non-communicative&quot; classrooms.

The literature on methodology in language teaching is considerable, and much of it consists of descriptions of alternative procedures for teaching different aspects of language proficiency in different skill areas. Very few studies have addressed actual classroom practices, nor sought to demonstrate relationships between specific methodological options and the attainment of particular curriculum objectives. Determining the impact of instructional procedures and measuring the effectiveness of language curriculum processes belongs to the domain of evaluation in curriculum development, to which we now turn.

2.4 Evaluation

The field of evaluation is concerned with gathering data on the dynamics, effectiveness, acceptability and efficiency of a program, for he purposes of decision making (Popham 1975; Jarvis and Adams 1979).








Evaluation is the determination of the worth of a thing. It includes obtaining information for use in judging the worth of a program, product, procedure or objective, or the potential utility of alternative approaches designed to attain specified objectives. (Worthen and Sanders 1973: 19)

The relatively short life span of most language teaching methods and the absence of a systematic approach to language program development in many institutions where English is taught is largely attributable to the fact that adequate allowance is not made for evaluation procedures in the planning process. In the absence of a substantial data base from which to arrive at informed decisions about how effective a language program is or how its results are achieved, change and innovation often reflect merely trends and fashions in the profession, rather than an attempt to build from what is known. Consequently, much has been written about the design of language teaching courses, syllabuses and materials, but very little has been published about the impact of programs, methods, instructional strategies and materials, on learners. In this section we will briefly consider the goals of evaluation in language teaching, the forms of evaluation which are currently in practice, how evaluation is accomplished, and what its applications are.


The goals of evaluation




The primary focus of evaluation is to determine whether the goals and objectives of a language program are being attained, i.e., whether the program is effective. In cases where a decision must be made whether to adopt one of two possible program options geared to the same objectives, a secondary focus is on the relative effectiveness of the program. In addition evaluation may be concerned with how a program works, that is, with how teachers and learners and materials interact in classrooms, and how teachers and learners perceive the program' s goals, materials and learning experiences. Evaluation differs from educational research in that even though it shares many of the procedures of educational research (tests, assessment, observation), information obtained from evaluation procedures is used to improve educational practices rather than simply describe them (Popham 1975).


Summative versus formative




A widely used distinction is between evaluation carried out at the completion of a course or program in order to measure how effective it was in attaining its goals (summative evaluation), and evaluation carried out during the development and implementation of a program, designed to modify and revise aspects of the program or the materials and to ensure the efficiency of the program (formative evaluation).

Summative evaluation may be used to support decisions about the continuation or modification of the program and typically involves the use of criterion referenced or other achievement tests based on the program objectives. Typically differences between pretest and posttest scores are used as evidence of program effectiveness. Most institutions lack the resources necessary to measure a program' s effectiveness through a true experimental design with the use of control or comparison groups. As Pratt notes (1980: 421):





There is adequate guidance in the literature as to how to control such factors as differences in student aptitude between two classes, but little as to how to control teacher differences in instruction; even the imposition of detailed lesson plans does not guarantee equivalent teaching. Finally, to compare the efficiency of two programs, they must be aiming at the same results and evaluated by tests equally appropriate to both curricula.




Other measures of a program' s effectiveness are also available however, such as interviews with graduates and dropouts from the program, interviews with employers and others who have contact with the learners after completion of the program, as well as interviews with teachers (Pratt 1980). Summative evaluation may be concerned with gathering data about a program over a period of years, which will ultimately be used to make decisions about the future of the program.

Formative evaluation addresses the issue of the efficiency and acceptability of the program, and frequently involves subjective and informal data (e.g., obtained from questionnaires or observation). Bachman suggests the following processes are involved in formative evaluation (1981: 110-111):





The process of formative evaluation parallels that of program development, and comprises two types of activity; the internal assessment of what the program is supposed to be, and the gathering and interpretation of external information during field testing.... Given a particular objective set, one aspect of internal assessment is to evaluate these objectives themselves. Is the rationale for each objective cogent? Are there undesired consequences associated with achieving certain objectives?... Another aspect of internal assessment is content-based review. Are the materials accurate? Do they constitute an appropriate range, in both difficulty and interest, vis-a-vis the learner?... Once the developer is satisfied, on the basis of the internal assessment, that the program incorporates the intended objectives and processes, he or she must then determine how it can most effectively produce the intended outcomes. This typically involves field-testing.

Formative evaluation thus addresses such criteria as the appropriateness of the program' s objectives, the degree of preparation of teachers, their competence in the classroom, the usefulness of the syllabus, text and materials, the effectiveness of scheduling and organization, the selection and use of test instruments. Pfannkuche proposes a comprehensive model which is characterized by a focus on the attainment of goals (Omaggio and others 1979: 254):





a certain set of learning goals and objectives are identified, and an assessment is made as to how well these goals are being met during the course of instruction.

This model involves the following processes (Omaggio and others 1979: 254-263):





1.    Identify a set of program goals and objectives to be evaluated; ...



2.  Identify program factors relevant to the attainment of these objectives; ...



3.  For each factor in step 2, develop a set of criteria that would indicate that the objectives are being successfully attained; ...



4.  Design appropriate instruments to assess each factor according to the criteria outlined; ...



5.  Collect the data that is needed.

6.  Compare data with desired results; ...




7.  Match or discrepancy? ...

8.  Prepare evaluation report. ...

Pfannkuche emphasizes that such a comprehensive approach to formative evaluation can only be realized if one or two aspects of the language program are evaluated at a time, the total picture emerging over a period of several years.

Procedures used in conducting formative evaluation are varied. Bachman emphasizes that &quot; although the most useful information is of an informal and subjective nature, this is not to say, however, that it cannot be systematic&quot; (Bachrnan 1981: 115). Evaluation of the program' s objectives may involve the use of needs analysis procedures; analysis of program characteristics may make use of checklists; in-class observation may provide data on the efficiency of the program and the use of equipment and materials; empirical data on the processes actually used in teaching a method or course may be used to determine the degree of fit between the philosophy underlying a methodology and the classroom processes that result from it (Long 1983); data on the acceptability and difficulty of materials may involve questionnaires to teachers and learners; enrollment and attrition figures for a program may be used as evidence of student attitudes about the program; interviews with students and teachers may identify weaknesses in content, sequencing and materials; analysis of test results may be used to identify whether the content and methodology are consistent with the curriculum and appropriate to the objectives and the learners.

Although evaluation is the final phase in Taba' s model of curriculum processes, evaluation processes apply to all phases of curriculum development, and formative evaluation procedures in particular have to be developed at the same time as objectives, syllabuses, learning content and activities are being planned. A curriculum is hence in a sense a retrospective account of how an educational program was developed. For as Stenhouse (1975: 4) observes:





A curriculum, like the recipe for a dish, is first imagined as a possibility, then the subject of an experiment. The recipe offered publicly is in a sense a report on an experiment.
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Figure 2　A model for program evaluation for a listening/speaking course.

From Omaggio et al
 . 1979: 262.

Conclusions

In this survey of the state of the art in language curriculum development we have seen that in teaching English as a second or foreign language, some aspects of curriculum development have traditionally been given higher priority than others. Thus there is a relatively extensive literature on the nature of language syllabuses (e.g., Yalden 1982; Brumfit 1984), on teaching method (e.g., Rivers 1981), on testing (e.g., Lado 1961; Oller 1979) and more recently on needs analysis (e.g., Richterich 1983), but relatively little on the development of objectives or on curriculum evaluation in language teaching. As Stern (1983: 441-442)observes:





It is, however, only very recently that language teachers have begun to take note of ideas in curriculum theory. Previously the language curriculum went its own way. There are certain parallels between the development of general curriculum theory and the development of curriculum theory in language teaching, but very little movement of thought across these two trends has taken place.

Curriculum development in language teaching has not typically been viewed as an integrated set of processes that involve systematic data gathering, planning, experimentation, and evaluation. This is reflected in teacher training courses; courses on teaching method typically focus on techniques of presentation and practice and seldom examine outcomes or classroom processes; courses on language testing typically deal with techniques for item writing and with the psychometrics of analyzing test data, but seldom present testing within a framework of educational evaluation; courses on language and language learning often fail to demonstrate the relevance of such theory to language curriculum processes. The language teaching profession has yet to embrace curriculum development as an overall approach to the planning of teaching and learning. Our profession has evolved a considerable body of educational techniques, but little in the way of an integrated and systematic approach to language curriculum processes. Such an approach may be crucial however, if we are to develop a more rigorous basis for our educational practices.
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Method: Approach, Design, and Procedure[1]




A comparison of the state of the art in language teaching today with the field as it was some twenty years ago reveals some interesting differences. In the fifties and sixties language teaching represented a reasonably unified body of theory and practice. It was clearly linked in its theoretical foundations to linguistics and psychology, particularly as these disciplines were represented in North America. The methodology of language teaching was identified with the orthodoxy of audiolingualism. Language teachers in the eighties, however, have a considerable array of theories and methods to choose from. Contemporary language teaching draws on a number of areas which were unknown or unconsulted by the linguists and psychologists of the fifties and sixties. These include (following Candlin 1976) studies in textual cohesion, language functions, speech act theory, sociolinguistic variation, presuppositional semantics, interaction analysis, ethnomethodology and face to face analysis, ethnography of speaking, process analysis, and discourse analysis. Methodologies unheard of in the sixties are now familiar, at least by name: Silent Way, Total Physical Response, Communicative Language Teaching, Counseling Learning, Suggestopedia.

The practitioner is thus confronted with a somewhat bewildering set of options at the levels of both theory and practice. One conclusion might be that the field of language teaching has moved away from a generally accepted body of principles as a basis for the organization of language teaching. It is our belief, however, that current practices need not be seen as random or radical departures from the mainstream of applied linguistic thought and practice. Today' s innovations in teaching practice represent variations on familiar themes, rather than radical departures or totally new practices. Given this point of view, we wish to outline a model for the systematic description and comparison of language teaching methods in the hope that such a model may make it easier to understand recent developments in methodology in terms of some general principles.

As a point of departure we use a three-part distinction made some twenty years ago by Edward Anthony when he proposed an analysis of language teaching practices using the terms approach, method
 , and technique
 (Anthony 1963). But since we prefer method
 as an umbrella term for the specification and interrelation of theory and practice, we find it convenient to modify Anthony' s terminology for the present purpose and speak of approach, design,
 and procedure
 .

These terms will be used to label three interrelated elements of organization upon which language teaching practices are founded. The first level, approach
 , defines those assumptions, beliefs, and theories about the nature of language and the nature of language learning which operate as axiomatic constructs or reference points and provide a theoretical foundation for what language teachers ultimately do with learners in classrooms. The second level in the system, design
 , specifies the relationship of theories of language and learning to both the form and function of instructional materials and activities in instructional settings. The third level, procedure
 , comprises the classroom techniques and practices which are consequences of particular approaches and designs.

These three levels of organization form an interdependent system. When faced with a plethora of new language teaching proposals, by focusing on the relationships between the levels of approach, design, and procedure, we can better understand the ways in which one method resembles or differs from another and hence more readily describe and evaluate the claims of different methods. We begin by defining the relevant elements of a teaching-learning system that form the basis for the description and comparison of methods. The system is illustrated in Figure 1 below.




We do not wish to imply that the ideal methodological development proceeds, rather neatly, from approach, to design, to procedure. It is not clear whether such a developmental formula is possible, and it certainly does not describe the typical case. Methodologies can develop out of any of the three categories (in our diagram, clockwise, counterclockwise, or both). One can, for example, stumble on or invent a teaching procedure that appears to be successful on some measure and then later develop (counterclockwise) a design and a theoretical approach which explain or justify the given procedures. Several currently popular methods appear, in fact, to have been developed from procedure to approach (see, for example, Scovel' s 1979 review of Suggestopedia).
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Figure 1

1. Approach

Approach encompasses both theories of language and language learning. All language teaching methods operate explicitly from a theory of language and beliefs or theories about how language is learned. Theories at the level of approach relate directly to the level of design since they provide the basis for determining the goals and content of a language syllabus. They also relate to the level of procedure since they provide the linguistic and psycholinguistic rationale for selection of particular teaching techniques and activities.

At least three different theoretical views of language explicitly or implicitly underlie currently popular language teaching methods. The first, and the most traditional of the three, is the structural view, the view that language is a system of structurally related elements for the coding of meaning. The target of language learning is seen to be the acquisition of the elements of this system, which are generally defined in terms of grammatical units (clause, phrase, sentence) and grammatical operations (adding, shifting, joining elements). The second view of language is the functional view—the view that language is a vehicle for the expression of meaning. This approach emphasizes the semantic rather than the grammatical potential of language and leads to a specification and organization of language teaching content by categories of function rather than by categories of form. A third view of language which informs some current methods of language teaching might be called the interactional view. It sees language as a vehicle for the realization of interpersonal relations and for the performance of social transactions between individuals. Areas of language inquiry which are being drawn on in the development of interactional language teaching include studies in interaction analysis, discourse analysis, ethnomethodology, and second language acquisition. Interactional theories focus on the patterns of moves, acts, and exchanges in communication. Language teaching content, according to this view, may be specified and organized by patterns of exchange or may be left unspecified—to be shaped by the inclination of the learners as interactors.




Structural, functional, or interactional models of language (or variations on them) provide the axioms and theoretical framework of support underlying particular methods of language teaching. But in themselves they are incomplete and need to be complemented by theories of language learning. There often appear to be natural affinities between certain theories of language and theories of language learning; however, one can imagine different pairings of language theory to learning theory which might have worked as well as those we observe. The linking of structuralism (a linguistic theory) to behaviorism (a learning theory) produced audiolingualism. That particular link was not inevitable, however. Cognitive-code proponents, for example, have attempted to link structuralism to a more mentalistic and less behavioristic brand of learning theory.

Halliday (1975) has developed a theory of language focusing on &quot; meaning potential, &quot; and he has proposed an account of how the capacity to use and understand the meaning potential of language develops in children. We can imagine a parallel account which describes the developmental stages by which meaning potential and communicative fluency are acquired by adult learners of a second language. Such an account would represent a learning model which might be paired with a notional/functional view of language.

Studies relevant to interactional models of learning are fewer and less developed than those relevant to interactional models of language. However, some proto-theories of interactive language learning are available, and others are imaginable. Weeks (1979)offers evidence of what we might call a compulsion to converse
 (our term) which she feels directs the course of language acquisition of young children. Curran (1972, 1976) speaks of a relationship of redemptive convalidation
 which exists between knower and learner. It is a state of interdependence which enables them to reach self-fulfillment. Human beings seek such redemptive convalidation, and Curran' s Counseling Learning identifies this as the driving force of language learning. Compulsion to converse or redemptive convalidation present proto-theories of interactive language learning which ultimately might support a theory of interactive linguistic organization as discussed above. At the level of approach, we examine the theoretical principles underlying particular methods. With respect to language theory, we are concerned with a model of linguistic competence and an account of the basic features of linguistic organization. With respect to learning theory, we are concerned with an account of the central processes of language learning (e.g., memorization, inference, habit learning) and an account of the variables believed to promote successful language learning (e.g., frequency of stimulus, motivation, age, meaningfulness, type of learning, task, communality, activity).

2. Design

We now consider how the views of language and learning identified in a particular approach are linked to a design for language teaching. Such a design includes specifications of 1) the content of instruction, i.e., the syllabus, 2) learner roles in the system, 3) teacher roles in the system, 4) instructional materials types and functions.[2]
 Different approaches to language teaching manifest themselves in different design elements in language teaching systems. Let us consider these elements, their relationship, and the outputs they determine.




2.1 Content choice and organization within the instructional system: the syllabus

All methods of language teaching involve the use of the target language. All methods involve decisions concerning the selection of content that is to be used within the teaching program. Content concerns involve both subject matter and linguistic matter. In straightforward terms, one makes decisions as to what to talk about (subject matter) and how to talk about it (linguistic matter). ESP and immersion courses, for example, are necessarily subject-matter focused. Structurally-based courses are necessarily linguistically focused. Methods typically differ in what they see as the relevant language and subject matter around which language instruction should be organized and in the principles they make use of in structuring and sequencing content units within a course. These involve issues of selection and gradation that ultimately shape the syllabus adopted in a language course, as well as the instructional materials.

Within a design built on a structural theory of language, linguistic matter is identified with lexis and grammar, and the syllabus is an arrangement of linguistic units determined by such criteria as learnability, frequency of use, linguistic complexity, etc. Within a design built on a functional theory of language, linguistic content is organized conceptually. An explicit notional syllabus, for example, would contain a specification of the propositional, conceptual, and communicative content of a language course, a selection of the linguistic means by which these are realized, and an organization of the product of such an analysis in terms of pedagogic priorities. Designs built on interactional theories of language and of language learning ostensibly use affective and interactive goals as organizing principles for the selection and structuring of content. The progression within the course might be rationalized in terms of developing patterns of relationships between teachers and learners. An alternative solution for developing a syllabus within an interactional approach is illustrated by Community Language Learning (CLL). The emphasis in CLL is on having learners enter into a creative affiliation with other students and the teacher. To this end, CLL offers neither linguistic nor subject matter specification. Learners select content for themselves by choosing topics which they wish to talk about. These are then translated into the target language and used as the basis for interaction and second language practice and development.

Conceptions of syllabus thus range from code-based to relationship-based. These conceptions lead to different solutions to the question of how the content of a course or textbook is to be chosen and organized. The evaluation and testing procedures and teacher training proposals defined for a particular teaching method may also suggest the syllabus implicit in a particular method. A useful exercise which we use in teacher training is to have trainees examine textbooks, course designs, language learner protocols, and testing instruments in order to reconstruct the rationale for the selection and organization of content that has been followed. In the absence of these resources, trainees read what Asher, Curran, Gattegno, Candlin, and others have written about their own proposals for language teaching and then attempt to abstract specific principles for the selection and gradation of language content, that is, the actual criteria for syllabus design as specified or implied.





With respect to the selection and organization of content, design is thus the level which is concerned with the general objectives of a method (e.g., choice of language skills to be taught), the specific objectives of the method (e.g., target vocabulary or level to be taught in a conversation method), the criteria for the selection, sequencing, and organization of linguistic and/or subject matter content(e.g., frequency, learnability, complexity, personal utility), the form in which that content is presented in the syllabus (e.g., grammatical structures, situations, topics, functions, exchanges).




2.2 Use of content in the instructional system: learners, teachers, and materials





The syllabus is the first component of the level of design. The other components concern the use of the syllabus in the system by the learners and teachers as they interact with the instructional materials. Design considerations thus deal with assumptions about the content and the context for teaching and learning—with how learners are expected to learn in the system and with how teachers are expected to teach with respeet to a particular set of instructional materials organized according to the criteria of a syllabus.

Language teaching methods differ in the weighting they give to these variables and in the assumptions they make about them. A notional syllabus, for example, is rightly termed a syllabus and not a method. Discussions of notional syllabuses (e.g., Wilkins 1976) are directed to the organization of the linguistic content of language teaching. They say nothing about the roles of learners, teachers, or types of instructional materials. We might compare this to the Breen and Candlin discussion of communicative language teaching, for example, where they have tried to relate the syllabus to specific roles for learners, teachers, and materials (Breen and Candlin 1980). We return to this below. Individualized approaches to language learning have also redefined the roles of learner and teacher. This has led to a reconsideration of the kinds and uses of instructional materials and, in turn, to new requirements for specification of linguistic content, that is, new kinds of syllabuses for use in individualized instruction.

We will discuss design considerations as they relate to learners, teachers, and materials in the next three sections.

2.2.1 Learner roles
 . The majority of the world' s population is bilingual, and formal classroom teaching has contributed only insignificantly to this statistic. Thus, it is easy to find successful language learning situations which formally possess neither syllabus, teachers, nor instructional materials. It is difficult to imagine a language learning situation without learners, however. Learners are the sine qua non
 of language learning.





What roles do learners play in the design of formal instructional systems? Many of the newer methodologies reflect a rethinking of the learner' s contribution to the learning process and acknowledgment that the design of an instructional system will be much influenced by the kinds of assumptions made about learners. Such assumptions reflect explicit or implicit responses to such issues as the types of learning tasks set for learners, the degree of control learners have over the content of learning, the patterns of learner groupings which are recommended or implied, the degree to which learners influence the learning of others, the view of the learner as a processor, performer, initiator, problem solver, etc.

Much of the criticism of audiolingualism came from the recognition of the very limited options available to learners in audiolingual methodology. Learners were seen as stimulus-response mechanisms whose learning was a direct product of repetitive practice. Newer methodologies customarily exhibit more concern for learner roles and variation among learners. Breen and Candlin describe the learner' s role within a communicative methodology in the following terms. &quot; The role of learner as negotiator—between the self, the learning process, and the object of learning—emerges from and interacts with the role of joint negotiator within the group and within the classroom procedures and activities which the group undertakes. The implication for the learner is that he should contribute as much as he gains, and thereby learn in an interdependent way&quot; (Breen and Candlin 1980: 110).




Johnson and Paulston (1976: 39-46) spell out learner roles in an individualized approach to language learning: a) the learner is planner of his or her own learning program and thus ultimately assumes responsibility for what he or she does in the classroom; b) the learner is monitor and evaluator of his or her own progress; c) the learner is a member of a group and learns by interacting with others; d) the learner is a tutor of other learners; e) the learner learns from the teacher, from other students, and from other teaching sources.

Counseling Learning views learners as having roles that change developmentally; indeed, Curran uses an ontogenetic metaphor to suggest this development. The developmental process is divided into five stages extending from total dependency of the learner in Stage 1 to total independence in Stage 5. These learner stages Curran sees as parallel to &quot; the growth of a child from embryo to independent adulthood passing through childhood and adolescence&quot; (Curran 1980).

2.2.2 Teacher roles
 . Clearly linked to the roles defined for the learner are the roles the teacher is expected to play in the instructional process, Teacher roles, too, must ultimately be related both to assumptions about content and, at the level of approach, to particular views of language and language learning. Some instructional systems are totally dependent on the teacher as the source of knowledge and direction; others see the teacher' s role as catalyst, consultant, diagnostician, guide, and model for learning; still others try to teacher-proof the instructional system by limiting teacher initiative and building instructional content and direction into texts or lesson plans. Teacher and learner roles define the type of interaction characteristic of classrooms in which a particular method is being used.

Teacher roles in methods are related to the following issues: the types of functions teachers are expected to fulfill(e.g., practice director, counselor, model), the degree of control the teacher influences over learning, the degree to which the teacher is responsible for determining linguistic content, and the interactional patterns assumed between teachers and learners.

Typically methods turn most critically on teacher roles and their realization. In the classical audiolingual method the teacher is regarded as the source of language and learning. The teacher is the conductor of the orchestra, whose prime goal is to keep the players in tune and time, and without whom no music could be performed. Less teacher conducted learning, however, still may have very specific and sometimes more demanding roles for the teacher. Such roles often require thorough training and methodological initiation on the teacher' s part. Only the teacher who is thoroughly sure of one' s role, and of the concomitant learner' s role, will risk departure from the security of traditional textbook-oriented learning.

For a functional/communicative method, the roles of the teacher have been described in the following terms:





The teacher has two main roles: the first role is to facilitate the communication process between all participants in the classroom, and between these participants and the various activities and texts. The second role is to act as an independent participant within the learning-teaching group. The latter role is closely related to the objectives of the first role and arises from it. These roles imply a set of secondary roles for the teacher; first, as an organizer of resources and as a resource himself, second as a guide within the classroom procedures and activities.... A third role for the teacher is that of researcher and learner, with much to contribute in terms of appropriate knowledge and abilities, actual and observed experience of the nature of learning, and organizational capacities.




(Breen and Candlin 1980: 99)

Similarly, individualized approaches to learning define roles for the teacher which create specific patterns of interaction between the teachers and the learners in the classroom. These are designed to gradually shift responsibility for learning from the teacher to the learner (Johnson and Paulston 1976).

CLL sees the teacher (knower) role as that of psychological counselor—the effectiveness of the teacher role being a measure of counseling skills and attributes: warmth, acceptance, and sensitivity. As these examples suggest, the potential role relationships of learner and teacher are many and varied. These include asymmetrical relationships such as those of conductor to orchestra member, therapist to patient, and coach to player. Some contemporary methodologies have sought to establish more symmetrical kinds of learner/teacher relationships: friend to friend, colleague to colleague, teammate to teammate, etc.

2.2.3 Role of instructional materials
 . The fourth design component is concerned with the role of instructional materials within the instructional system. What is specified with respect to content (the syllabus) and with respect to learner and teacher roles suggests the functions for materials within the system. The syllabus defines linguistic content in terms of language elements: structures, topics, notions, functions, exchanges, or whatever. It also specifies the selection and ordering of particular language items to be taught which represent the elements. Finally, it defines the goals for language learning. The instructional materials, in their turn, specify subject matter content (even where the syllabus may not). They also define or suggest the intensity of coverage for particular syllabus items: how much time, attention, and detail are devoted to specific language items. Finally, instructional materials define (or imply) the day-to-day learning objectives which (should) collectively constitute the goals of the syllabus. Materials designed on the assumption that learning is initiated and monitored by the teacher must meet quite different requirements from those materials designed for student self-instruction or for peer tutoring. Some methods require the instructional use of existing materials, found materials, and realia. Some assume teacher-proof materials that even poorly trained teachers with imperfect control of the target language can teach from. Some materials require specially trained teachers with near-native competence in the target language. Some are designed to enable learning to take place independently; that is, the materials are designed to replace the teacher. Some materials dictate various interactional patterns in the classroom; others inhibit classroom interaction; still others are noncommital as regards interaction between teacher and learner or learner and learner.

The role of instructional materials within an instructional system will reflect decisions concerning the primary goal of materials (e.g., to present content, to practice content, to facilitate conmmnication between learners, to enable the learners to practice content without the teacher, etc.), the form of materials (e.g., textbook, audiovisual, computer display, etc.), the relation materials hold to other sources of input (i.e., whether they serve as the major source of input, or only as a minor component of input), and the abilities of the teacher (e.g., competence in the language, degree of training, etc.).




A particular design for an instructional system may imply a particular set of roles for instructional materials in support of the syllabus and the teachers and learners. For example, the role of instructional materials within a functional/communicative methodology might be specified in terms such as the following:

1.  The materials will facilitate the communicative abilities of interpretation, expression, and negotiation.



2.  Materials will focus on understandable and relevant communication rather than on grammatical form.



3.  Materials will command the learners' interests and involve their intelligence and creativity.



4.  Materials will involve different types of text, and different media, which the participants can use to develop their competence through a variety of different activities and tasks.



By comparison, the role of instructional materials within an individualized instructional system might include such specifications as these:

1. Materials will allow learners to progress at their own rates of learning.

2. Materials will cater for different styles of learning.

3. Materials will provide opportunities for independent study and use.

4. Materials will provide for student self-evaluation and progress in learning.



The content of CLL is assumed to be a product of the interests of the learners. In that sense it would appear that no linguistic content or materials are specified within the method. On the other hand, CLL acknowledges the need for learner mastery of certain linguistic mechanics such as the learning of vocabulary, appropriate pronunciation, and grammatical rules. CLL sees these issues as falling outside the teacher/knower' s central role as counselor. Thus, CLL has proposed the use of teaching machines and other learning apparatus to support the learning of such mechanics so as to free the teacher to function increasingly as a learning counselor.

3. Procedure

The last level of conceptualization and organization within an instructional system is what we refer to as procedure. Here the focus is on the actual moment-to-moment techniques, practices, and activities that operate in teaching and learning a language according to a particular method.

Many contemporary methods are characterized primarily by their techniques and practices. When we ask for impressions of these methods, we customarily get responses dealing with procedure rather than with approach or design. Free association to Silent Way elicits descriptions like &quot; manipulating colored rods&quot; ; to Total Physical Response, &quot; jumping up and down&quot; ; to Suggestopedia, &quot; lying in a chaise lounge listening to soothing music&quot; ; to Counseling Learning, &quot; sitting in a conversation circle, &quot; and so forth. All of these responses deal with the procedural element of particular methods.

Differences in approach and design are likely to manifest themselves at the level of procedure in different types of activities and exercise in materials and in the classroom and in different uses for particular exercise types. Types of exercises include drill, dialogue, dictation, cloze sentence completion, (guided, semi-guided, and free) composition and conversation, role-play games, simulation, etc. For a particular exercise type, procedure includes a specification of context of use and a description of precisely what is expected in terms of execution and outcome for each exercise type. For example, interactive games are often used in audiolingual methodology for motivation and change of pace from pattern practice drills. In contemporary communicative methodology, the same games may be used to introduce or provide practice for particular types of interaction exchanges.




Within a particular version of a functional/communicative methodology, the following requirements have been specified for exercise type and use. Exercises must be interactive, authentic, purposive, and contextualized (cf. Palmer and Rodgers, in press). Thus the materials make use of dialogues as one exercise type, but within these the learner has to provide the content. The learner has to make decisions based on minimal clues rather than memorize prepackaged language since it is argued that purposeful communication involves encoding meaning.

Another example of practices recommended within a particular method is seen in the types of drills proposed in the individualized instructional system advocated by Johnson and Paulston. Drills are permitted only if they pass a test of &quot; responsiveness.&quot;





Practice is most effective when it is conducted in a responsive environment in which what is said by one learner matters to another or other learners, because they may in turn have to respond to what is said.... The most useful type of practice for developing communication skill is for the learner to say something and then have another learner respond entirely on the basis of what was said. It is apparent that in terms of responsiveness, the forms for practice easiest to provide in the classroom will be the request form and the question and answer form. A measure of effectiveness of practice will be the degree of responsiveness that a set of materials can incorporate into the practice of a sentence pattern (Johnson and Paulston 1976: 31).

Procedure, then, is concerned with issues such as the following: the types of teaching and learning techniques, the types of exercises and practice activities, the resources—time, space, equipment—required to implement recommended practices.

We have now completed our discussion of the three elements and subelements which in their specification and interrelation constitute a statement of method. These elements and subelements are summarized in Figure 2. We conclude by suggesting several types of applications to which we think the model can usefully be put.

4. Applications

The model just discussed represents an attempt to provide a framework which can be used to describe, evaluate, and compare methods in language teaching. It attempts to define elements which are common to all methods and to highlight alternative realizations of these for particular methods. It is hoped that the model permits localization of points of similarity and difference between methods as well as identification of areas wherein particular methods may not have been defined with sufficient precision or detail. We can see that communicative language teaching, for example, was described initially at the level of approach (see Wilkins 1976, Breen and Candlin 1980) and has only recently been more fully elaborated at the levels of design (see Munby 1978) and procedure (Littlewood 1980, Johnson 1982).

We can overlay the grid (Figure 2) on a particular methodological statement to determine the degree of specificity and adequacy with which the method has been described. As an example, let us briefly consider Asher' s Total Physical Response using this overlay technique. The method statement examined is that of Asher (1977).
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Figure 2




4.1 TPR at the approach level

Asher' s theory of language is implicit rather than explicit, but it appears to be based on a formalistic structural model of language focusing primarily on the form rather than the content of communication. It uses a surface-level concept of a grammatical system in which language is viewed as a code composed of structural elements which have to be mastered. Language is viewed as a vehicle for controlling the behavior of others, as a manipulative instrument.

Asher' s learning theory is one based on the belief that language is learned through motor activity. In child language learning, &quot; there is an intimate relationship between language and the child' s body&quot; (p. 4), and this is the model for adult learning. Orchestrating language production with bodily movement is thought to promote success in learning, and this is the key to the method. There is a belief in transfer across skills, and skills acquired in speaking are thought to transfer to writing and reading.

4.2 TPR at the design level

The general objectives of TPR are to teach the spoken language to beginning level students. Comprehension precedes production. Specific objectives are not elaborated. Due to the criteria for selection of language items, common conversational forms are not selected.

The syllabus is sentence-based, primarily lexical and grammatical. Items are selected according to the ease with which they may be used in the imperative form to initiate actions. &quot; Most of the grammatical structure of the target language and hundreds of vocabulary items can be learned from the skillful use of the imperative by the instructor&quot; (p. 4). Vocabulary must be concrete and situational, and the verbs selected, action verbs. The progression of items is from concrete to abstract, and syllabus items are presented in sentence patterns.

Learners primarily perform actions from commands given by the teacher. The emphasis is primarily receptive, and the learners have no control over what is said. At a more advanced level, learners may also give commands to other students. Learners learn in groups, but pair work is also possible at later stages. Learners typically learn from the teacher, and they are viewed as responders.

The teacher is the initiator of activities and communication. The teacher has considerable freedom of choice over what language is taught, provided the command-based mode of selection and practice is followed. Interaction is primarily nonreciprocal. The teacher commands, and students react.

Teaching may proceed without materials. Materials play a primarily supplementary role (word charts, slides, pictures) and are teacher-produced.

4.3 TPR at the procedure level

The activities used are primarily command-based drills. Meaning is communicated via gesture, mime, and demonstration. Written and spoken forms are presented at the same time. Both individual and group work are used. Errors are allowed and are not corrected initially. Comprehension is emphasized before production.

A fuller description of the Total Physical Response method would take into account all the elements of the model. The model, however, can also be used to compare and contrast methods. As an example, let us consider two methods: Total Physical Response (TPR) and Community Language Learning (CLL).




Superficially the two methods seem quite antithetical. Comparing elements at the level of design, we find TPR typically has a written syllabus with paced introductions of structures and vocabulary. CLL has no syllabus and operates out of what learners feel they need to know. In TPR, the teacher role is one of drill master, director, and motivator. In CLL, the teacher/knower is counselor, supporter, and facilitator. TPR learners are physically active and mobile. CLL learners are sedentary and in a fixed configuration. TPR assumes that no particular relationship develops between learners and emphasizes the importance of individuals acting alone. CLL is rooted, as its title suggests, in a communal relationship between learners and teachers acting supportively and in concert. At the level of procedure, we find that TPR language practice is largely mechanical, with much emphasis on listening. CLL language practice is innovative, with emphasis on production. However, there are elements of commonality which can easily be overlooked. In approach, both TPR and CLL see stress, defensiveness, and embarassment as the major blocks to successful language learning. They both see the learner' s commitment, attention, and participation as group members as central to overcoming these harriers. They both view the stages of adult learning as recapitulations of the stages of childhood learning. Both CLL and TPR consider mediation, memory, and recall of linguistic elements as central issues and see physical activity as a way to facilitate these—CLL through manipulation of a button-operated, color-coded language item practice device, TPR through mimetic physical enactment. TPR holds with CLL that learning is multi-modal—that &quot; more involvement must be provided the student than simply sitting in his seat and passively listening. He must be somatically or physiologically, as well as intellectually, engaged&quot; (Curran 1976: 79). At the level of design, neither TPR nor CLL assumes method-specific materials, but both assume materials can be locally produced as needed.

5. Conclusions

The view of method outlined here relates theory to practice by focusing on assumptions and the programs and practices which relate to these assumptions. The model offered represents a claim as to what a descriptively adequate statement of method should comprise. It is also claimed that the reasonably fine-grained analysis which the present model directs can help provide insights into the internal adequacy of particular methods, as well as into the similarities and differenees which exist between alternative methods.
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[1]
 This paper, written with Ted Rodgers, was published in TESOL Quarterly
 , Vol.16, No.2, 1982.





[2]
 We acknowledge that some methods lack both teachers and teaching materials. A more general model of design would comprise: 1)knowledge considerations (content), 2)learner considerations, and 3) instructional considerations (presentation). However, since most current methods assume the existence of teachers and teaching materials, these are specified in the present model.







The Secret Life of Methods[1]




The history of language teaching is the history of ideas about what language is and how languages are learned. The application to language teaching of theories concerning the nature of language and language learning has led to a succession of different instructional methods. While differences between methods often reflect opposing views of the nature of language and of language learning processes, the reasons for the rise and fall of methods are often independent of either the theories behind those methods or their effectiveness in practice. To understand the role of language theory, instructional theory, and implementational factors in methods is to know their &quot; secret life&quot; and at the same time to discover the limitations of the &quot; methods syndrome&quot; in curriculum development.

Methods and language theory: how language content is defined

In using the term method
 , I refer to a language teaching philosophy which contains a standardized set of procedures or principles for teaching a language that are based upon a given set of theoretical premises about the nature of language and/or language learning (Richards and Rodgers 1982). There are essentially two routes to the development of methods in language teaching. One is through the syllabus, that is, the way language content is defined and organized. The other is through a theory of learning processes and instructional procedures. Although syllabuses and instructional procedures are often interdependent, they need not be, and the very diverse methods options available today reflect the fundamentally different assumptions behind these two approaches to methods development.

The syllabus route

All methods are concerned with creating opportunities for learners to acquire language. But methods may define language differently. For some, language is identified with grammar and vocabulary. For others, it is an abstract set of semantic, syntactic, and lexical features. For still others, it is the ideas, concepts, and norms of social and linguistic behavior that humans exchange and manifest in daily life. Each of these is a particular view of what we ultimately teach, that is, a model of a language syllabus. Many current trends in language teaching, such as the notional-functional syllabus or the English for Specific Purposes (ESP) approach to program design, reflect the influence of particular accounts of language content and specific proposals as to what the syllabus underlying a method should contain.

The first major attempts to elaborate a systematic and rational foundation for methods in the twentieth century arose out of the movement toward vocabulary control in the 1920s and 30s. This movement saw vocabulary as a major component of a language syllabus. It led to word frequency lists, to Basic English
 (Ogden 1930), to the Interim Report on Vocabulary Selection
 (Faucett, West, Palmer and Thorndike 1936), and to the General Service List
 (West 1953). These were the products of people like Palmer and West, Bongers, and Ogden, who attempted to introduce a scientific or empirical basis to syllabus design (Mackey 1965).

Palmer had a parallel interest in grammar, but not the grammar of the grammar-translation method. For Palmer, grammar was the system underlying the patterns of speech. It led to his development of substitution tables and to his book, A Grammar of Spoken English
 (Palmer and Blandford 1939), and laid the foundations for work by Hornby, Mackin, and others on grammatical syllabuses (Hornby 1954). With the development of systematic approaches to the lexical and grammatical content of language courses, and with the efforts of specialists such as Palmer and West in using these resources as part of a comprehensive methodological framework for the teaching of English as a foreign language, the foundations for the British approach to TEFL were firmly established. The graded sequence of sentence patterns and structures which served as syllabuses for courses and course materials was known as a structural syllabus
 . The use of such a syllabus together with a situational approach to contextualizing and practicing syllabus items became known as the structural
 -situational approach
 .




In the United States, the applied linguistic foundations of language teaching developed several decades later than the British effort but led to similar results. This time the word lists were produced by Charles Fries and his colleagues at the University of Michigan (Fries and Traver 1942), and the substitution tables became the &quot; frames&quot; which served as the basis for &quot; pattern practice.&quot; The model of language content that Fries used, however, was more up-to-date, borrowed from a paradigm developed by American linguists in the 1930s and 40s. Charles Fries was trained in structural linguistics, and when he became director of the University of Michigan' s English Language Institute in 1939—the first ELI in the United States, he applied &quot; structuralism&quot; to language teaching and syllabus design. The result was the &quot; aural-oral method&quot; (Fries and Fries 1961).

The view that the content of language can be defined principally in terms of vocabulary and grammar has had a lasting influence on methods. It is basic to the views of such current methods &quot; innovators&quot; as Asher and Gattegno. It was embodied in the audiolingual method that swept foreign language departments in North America in the late 1950s and 60s. It was only minimally affected by the views that Chomsky launched upon linguistics in the 1960s and which were manifested briefly in language teaching as the &quot; cognitive-code&quot; approach.

The first serious challenges to this view of language arose in the late 1960s, leading to the concept of notional syllabuses on the one hand (Wilkins 1976), and to the English for Specific Purposes movement on the other (Robinson 1980). Both reject the lexico-structural syllabus model and propose an alternative view of syllabus content. To understand the motivation for the rejection of the lexico-structural syllabus, we need to make explicit some of the assumptions behind it. The chief of these was that once the basic vocabulary and grammar of the target language had been learned, the learner would be able to communicate effectively in situations where English was needed for general, unspecified purposes. The structural-situational, aural-oral, and audiolingual methods were all designed to teach English for general purposes.

The notional syllabus proposed by Wilkins simply redefined the language content needed for English for general purposes to include not only grammar and vocabulary but also the notions or concepts the learner needs to communicate about, the functional purposes for which the language is to be used, the situations in which the language will be used, and the roles the learner might typically play. Such a view of language reflects a movement from a grammatical to a communicative account of what it means to know a language. In trying to put such a proposal into practice, the Council of Europe elaborated a now well-known version of such a syllabus—the Threshold Level
 (Van Ek and Alexander 1980). This is a description of the content of English to be taught for general communicative purposes.

In circumstances where English is taught for specific and narrowly defined purposes rather than for a more general communicative goal, the content of language can no longer be identified with the same grammar, vocabulary, notions, topics, and functions which serve the needs of English for general purposes. Rather, the specific linguistic requirements of the target learners will have to be determined as a basis for syllabus design, and this is the philosophy behind ESP. This approach to language teaching is cost-effective and one which advocates teaching only the content which particular groups of learners require. It begins not with an analysis of the language code but with a determination of the learner' s communicative needs. Only then can the learner' s language needs be determined.




Structural-situational, aural-oral, audiolingual, notional-functional, and ESP approaches to language teaching, while seemingly odd bedfellows, have one thing in common: they are built around content variables. They each make concrete proposals for a language syllabus, and the syllabus forms the basis for subsequently determined instructional procedures. But an alternative route to the development of methods is available, one based not on language content as the starting point but rather beginning from a theory of learning and teaching. Methods such as the Silent Way, Counseling-Learning (C-L), the Natural Approach, and Total Physical Response (TPR) have in common the fact that each is an outcome and an application of a particular theory of language learning and an accompanying body of instructional theory.

The instructional-theory route

An instructional theory in language teaching incorporates a psycholinguistic theory of language learning and a rationale for teaching procedures. It includes: 1) a psycholinguistic dimension, containing a theory of learning that describes learning strategies and processes and that specifies the conditions necessary for these processes to be effectively utilized by learners, and 2) a teaching dimension, containing an account of the teaching and learning procedures to be followed and of the role of teachers and learners in the instructional process (i.e., the types of tasks and activities they are expected to carry out, the role of learners as performers, initiators, and problem solvers, and their degree of independence and control over the content of what they learn and how they learn it).

We can classify methods according to whether they primarily represent reactions to content and syllabus issues or to instructional issues. A notional-functional view of a syllabus, for example, and an ESP approach to course design make no assumptions about instructional theory. It would not be logically inconsistent to have a notional-functional syllabus implemented through Silent Way procedures since the concept of a notional syllabus is independent of any instructional theory. It is true that instructional procedures may appear to be wedded to particular syllabus models. For example, a notional-functional syllabus is often implemented via &quot; communicative&quot; procedures, and a structural syllabus via aural-oral/pattern practice techniques, but these pairings are by no means inevitable.

Methods such as Total Physical Response, the Natural Approach, and Counseling-Learning, on the other hand, operate without an explicit syllabus model. The contributions of methods developers such as Asher (1977), Curran (1972), and Gattegno (1976) result from individual instructional philosophies and personal theories concerning the factors that promote successful learning. Asher, Curran, and Gattegno came to language teaching from backgrounds in different disciplines: psychology, counseling, and education. They were prompted not by reactions to linguistic or sociolinguistic theories but rather by their personal philosophies of how an individual' s learning potential can be maximized.

Asher' s Total Physical Response, for example, is designed to provide language learning experiences that reduce the stress and anxiety adults experience in foreign language learning. &quot; The task is to invent or discover instructional strategies that reduce the intense stress that students experience&quot; (Asher 1977: 2). One way to reduce stress is to delay production and to build up receptive competence first. One of the primary conditions for success is through relating language production to physical actions, as Harold Palmer had advocated twenty years earlier:








In view of the fact that talking activities are invariably preceded by a more or less long period of purely receptive work, mostly in the form of reacting physically to verbal stimuli, it would seem to be no exaggeration to state that the execution of orders is a prerequisite to the acquiring of powers of expression...no method of teaching foreign speech is likely to be economical or successful which does not include in the first period a very considerable proportion of that type of classroom work which consists of the carrying out by the pupil...of orders issued by the teacher (Palmer and Palmer 1959: 39).

Asher' s view of language is not far removed from the lexico-grammatical conceptions of language current in the 1920s and 30s. Asher accepts this as a given but proposes alternative procedures for teaching it. His method depends not on published materials, but rather allows teachers to develop their own syllabuses and materials as long as the recommended instructional procedures are followed.

Curran' s Counseling-Learning is likewise predicated upon assumptions about how people best learn rather than on theories about the nature of language. It is based on Curran' s &quot; whole-person&quot; model of learning and is an application of group counseling procedures. Curran saw the problems of adult foreign language learning as resulting from emotional or affective barriers created by learners, and his method is designed to counter the anxiety and negative emotions of defense which he believed impede foreign language learning in adults. For him, learning is a social phenomenon that takes place within the supportive environment of a &quot; community&quot; of one' s fellow learners. Language learning involves a progression from total dependence on the teacher (the counselor or &quot; knower, &quot; in his terms) to a mature independent relationship. As with Total Physical Response, Curran' s approach provides neither a predetermined syllabus nor materials. Specific linguistic or communicative objectives are not provided, which means that it is ultimately a teacher-dependent approach in which procedure, rather than content, is specified.

Gattegno' s Silent Way likewise draws on his individual philosophy of learning, which involves the conscious use of one' s intelligence to heighten learning through listening, generalizing, and expressing oneself. The teacher is trained to engage students in experimenting, practicing, and problem solving, and the teacher is relatively silent for much of this process. Language is presented through pictures, objects, or situations to enable links to be made more directly between sounds and meanings. Word charts, pictures, and colored rods are used to stimulate speech. There is, however, a strong linguistic focus to Silent Way. Vocabulary, grammar, and accuracy are emphasized, although mastery of language is claimed not to be the only goal:





Learning is not seen as the means of accumulating knowledge but as the means of becoming a more proficient learner in whatever one is engaged in (Gattegno 1972: 89).

I mention these methods not because they are any more or less convincing than proposals by Terrell, Lozanov, and others, but because they reflect so clearly a primary concern with instructional theory and procedures rather than with syllabus issues. Whereas in the case of structural-situational, aural-oral, or notional-functional approaches the development of classroom techniques follows the prior specification of objectives or syllabus content, with Total Physical Response, Counseling-Learning, and Silent Way the syllabus is an outcome of the instructional procedures. TPR and C-L allow teachers to develop their own syllabuses. What they and other learning-based methods have in common is a formula which links classroom procedures to language learning assumptions. As Gattegno observes confidently of his own approach:








The proposals made...work much better than any other currently available, because for the first time the learners in their concreteness are taken into account. This is a completely new idea in education. It was much easier to be concerned with languages and their steadiness than with moody and unpredictable boys and girls, and men and women whose appearances revealed nothing about their functionings (1972: v-vi).

Implementation factors

So far my account of the two different kinds of issues which methods are a response to has not uncovered any dramatic secrets. But methods have a life beyond the classroom, beyond the questions of content, philosophy, and procedure which characterize them. The rise and fall of methods depends upon a variety of factors extrinsic to a method itself and often reflects the influence of fads and fashions, of profit-seekers and promoters, as well as the forces of the intellectual marketplace. It is these factors that give a method its secret life, and to which we now turn.

The form a method takes

A crucial factor in determining the fate of a method is the form in which the method is available to those who wish to use it. Some methods exist primarily in the form of materials—that is, as a textbook which embodies the principles of selection, organization, and presentation of content that the method follows, together with a set of specifications as to how the materials are to be used. Structural-situational, aural-oral, and notional-functional approaches to teaching or syllabus design provide principles which can be used in writing textbooks. This gives them a decided advantage over instructional philosophies which are dependent solely upon the teacher' s skill and ingenuity and which do not provide a basic text. The former—the text-based methods—can be used without additional training. The latter may require teachers to undertake special courses, involving an investment of both time and money. Consequently, methods that lead to texts have a much higher adoption and survival rate than those which do not. Audiolingual and communicative methods are widely known for this reason; they merely require that a teacher buy a text and read the teacher' s manual. Methods such as those of Lozanov (Lozanov 1979) or Gattegno, on the other hand, are known in practice only to those who have received special training in their use.

Publish or perish

Where there are student texts and the possibility of widespread adoptions and sales, there are also publishers. If an abstract concept such as that of a notional syllabus can be applied to the production of textbooks, publishers have everything to gain by making such concepts comprehensible and widely known. The terms notional
 -functional
 and communicative
 sell. Many an underpaid academic has consequently succumbed to attractive offers to lightly work over an audiolingual or structural course so that it can be published in a new edition bearing a notional-functional or communicative label. Publishers promote texts at conferences, book exhibits, and through direct visits to schools and institutions, and they finance workshops and lectures by authorities whose names lend credence to the philosophies behind the texts. The message is that anyone who has an innovative instructional philosophy to market had better make it dependent upon the use of a student text; otherwise, no major publisher will take it seriously. Publishers associated with notional-functional or communicative approaches in language teaching are, hence, major international publishing houses. The publishers of Asher' s, Curran' s, and Gattegno' s works, on the other hand, are do-it-yourself presses such as Sky Oaks Productions, Apple River Press, and Educational Solutions.




Support networks

Methods need more than the support of the publishing industry to gain credibility. They need to be acknowledged as legitimate and valid responses to genuine educational issues rather than as the personal beliefs of articulate and persuasive promoters. They need the support of academics and the sanction of professional teaching organizations; they need the visibility which adoptions by universities and educational agencies afford; with luck they may be prescribed by departments of education and even by governments.

In 1902, for example, the French Minister of Education gave official approval to the Direct Method. It became the only approved method for teaching foreign languages in France, and in the same year it also became the approved method in Germany. This could have meant a boon for publishers, except that the Direct Method was a philosophy of instructional procedures rather than a specification for syllabus design and materials production. Like the Silent Way and Counseling-Learning, it could not readily be translated into textbooks and materials, and this was one reason why it failed to survive despite the support it received in high places. More recently in France, the Audio-Visual Method received the sanction of the Département de la Coopération through its widespread use of the series Voix et Images de France
 for teaching French abroad. The Audio-Visual Method continues to enjoy the prestige that accrues from having been the &quot; official&quot; French method for so many years.

Universities and academics likewise play a crucial role in influencing the fate of methods. It is doubtful if Gattegno' s Silent Way or Curran' s Counseling-Learning would have attracted so much attention in the 1970s among the ESL profession in the United States without the sanction of Stevick' s uncritical treatment of them in his books, Memory, Meaning, and Method
 (1976) and A Way and Ways
 (1980). The Michigan methodology of the 1950s, embodied in the work of Charles Fries and Robert Lado and their Michigan associates, was sold as much on the basis of its association with that then prestigious institution as through its content. The well-known Michigan series—the blue, red, green, and yellow books, based on the principles of the aural-oral method, reflected the scientific principles that America' s first English language institute proudly acknowledged. They were supported by Fries' definitive texts on language learning and teaching, and by Lado' s work on contrastive analysis. The philosophy behind the materials was spread through the pages of Michigan' s own joumal—Language Learning
 , the first journal devoted to the new &quot; science&quot; of applied linguistics. Consequently, in the 1950s, the Michigan approach and the Michigan materials became nothing less than the &quot; American way, &quot; the orthodox methodology of American English specialists in both the United States and abroad. Under such circumstances, it was hardly courteous to question the soundness of the materials themselves. In the late 1950s and 60s the same sense of American self-assuredness helped consolidate the status of the then American orthodoxy—audiolingualism.

National styles of thought and practice have likewise played an important part in spreading British views of methodology, and British applied linguists have over the years advocated a relatively uniform view of methodology. This has been disseminated rapidly and in a relatively standardized manner through the auspices of a governmental agency of international scope—the British Council—which, since the late 1930s, has been actively involved in promoting the teaching of English the British way. Among the various activities of the Council are involvement in the direct teaching of English in many parts of the world, advisory and consultancy services to governments and their agencies, and the joint publication with Oxford University Press of the English Language Teaching Journal
 —the British journal of English language teaching thought and practice.




The British Council has for many years served the interests of British methodologists by providing an instant and international outlet for their ideas, as well as funds to present their latest speculations at international forums and conferences. It is doubtful if communicative language teaching or the British approach to syllabus and prograram design could have been established so rapidly without the Council' s help. John Munby, for example, is a British Council employee. Ever before the publication of his book, Communicative Syllabus Design
 (Munby 1978), in which a model for the design of ESL courses is proposed, the Munby model had been presented in Council-sponsored workshops and used as the basis for several Council consultancy projects in different parts of the world. No one can blame the British for selling things British, but one wonders what the consequences might have been if, in the early 1970s, the Council had adopted Curran' s or Gattegno' s methods as a basis for its global language teaching operations.

Curriculum and evaluation: the missing element

We have seen that there are many complex elements underlying the instructional system we refer to in language teaching as a method, and an equally complex set of factors comes into play in establishing a method and in giving it credibility and support within the language teaching profession. But if the study of methods is to assume a more significant role within the applied linguistics of language teaching, it must focus on more than merely the descriptive and implementational aspects of methods. It must, above all, address the issue of accountability. What criteria can be used to assess and evaluate the often competing claims of methods and their advocates? Surely the claims of any method or approach are only as good as the evidence that can be found to support them. Yet very few methods developers or their supporters have made any attempt to gather evidence that could be used to evaluate their claims. It is rare to find methods writers even contemplating the possibility or desirability of evaluation through empirical studies and experimentation. Few suggest that their recommendations need anything other than instant implementation on a world-wide basis. Evaluation, however, has an established role within curriculum development, and evaluation procedures applied elsewhere in curriculum planning can serve the cause of methods evaluation equally well.

In curriculum development, the selection of the teaching method is but one phase in the curriculum development process. Curriculum development in language teaching includes the following additional procedures:

1.  Situation analysis
 , in which the parameters of a language program are determined; relevant information about the learners, the teachers, constraints of time, money, and the institution defines a set of variables which can potentially play a crucial role in determining the success of any innovation in curriculum



2.  Needs analysis
 , in which the language needs of the learners are assessed through such means as diagnostic tests, interviews with learners and teachers, observation, and self-reports






3.  Task analysis
 , in which the tasks the learners will ultimately have to perform in the target language are determined, and the communicative and linguistic demands of the tasks ascertained



4.  Goal setting
 , in which both broad and specific program objectives are identified, reflecting the learners' entry level, communicative needs, and the program constraints



5.  Selection of learning experiences
 , in which teaching activities are developed which address the objectives established in (4) and which relate to the underlying skills, strategies, and processes that learners need to acquire in order to be able to perform their communicative needs in the target language



6.  Evaluation
 , both formative and summative, product- and process-oriented (Long 1983).



The literature on methods addresses almost exclusively procedure (5) above. But if language teaching is approached from the perspective of curriculum development, then goal setting, the development of objectives, the specification of the communicative and linguistic processes and skills needed to attain these objectives, the selection of teaching procedures, and the evaluation of the outcomes are seen to be interrelated aspects of the broader and more complex planning activity known as language program design. The important issues, then, are not which method to adopt, but how to develop procedures and instructional activities which will enable program objectives to be attained. This is not a question of choosing a method but of developing methodology. This requires the use of accepted principles of program design and evaluation, from which gains in particular aspects of language proficiency can be demonstrated to result from particular program designs and instructional systems. The largely anecdotal and poorly researched literature on methods in language teaching demonstrates the need for a more informed approach to methods issues in our profession.

A claim that all methods make is that the adoption of a specific method will lead to higher levels of language achievement than the use of other methods. There are two ways to verify such claims: we can either look for evidence of the absolute effectiveness of the method, or we can seek evidence for its relative effectiveness (Long 1983). The first of these is concerned with whether students taught by the method (or program) make gains relative to their proficiency in the language at the start of the course of instruction. As Long points out, to demonstrate this it is necessary not only to compare pre-test and post-test results but also to show that the results obtained were achieved as a result of the method or program rather than despite it. This involves using a true experimental design. To demonstrate the relative effectiveness of a method on the other hand, we would have to demonstrate that the method produced better results than an alternative method or program.

An excellent example of the use of an experimental design to test the claims of a method is given in a study by Wagner and Tilney (1983). The method they examined was derived from Suggestopedy (Lozanov 1979) and Superlearning (Ostrander and Schroeder 1979). Suggestopedy is based on a learning theory known as Suggestology, which utilizes music, parapsychology, and other techniques to enhance the learning powers of students. Advocates of Superlearning claim that learners can learn 2000 lexical items in 23 days by studying just three hours a day. Wagner and Tilney designed a study to evaluate these claims. In their study 21 subjects were randomly assigned to one of three experimental treatments or modes of vocabulary presentation. The experimental group received German language training with Superlearning methodology. A second group received the same Superlearning methodology but without the use of Baroque music—the use of which is a feature of Lozanov' s method. A third group receiving language training in the classroom served as a no-contact control group. Levels of vocabulary learning in each group were compared. The results revealed no significant improvement across the five-week experimental period. When modes of presentation were compared, those subjects taught by a traditional classroom method learned significantly more vocabulary than those taught according to Superlearning principles.




Unfortunately, studies of this kind are all too rare in the vast promotional literature on methods. Too often, techniques and instructional philosophies are advocated from a philosophical or theoretical stance rather than on the basis of any form of evidence. Methods are promoted and justified through reference to intuitively appealing assertions and theories which, when repeated by those in positions of authority, assume the status of dogma. Both the Natural Approach (Terrell 1977) and Communicative Language Teaching, for example, are based on the assumption that &quot; communicative&quot; classrooms provide a better environment for second language acquisition than classrooms dominated by formal instruction. Yet no studies have been undertaken by those promoting this view to demonstrate that classrooms in which learners are encouraged to use the target language for problem solving, communicative tasks, information exchange, and meaningful interaction are indeed more conducive to successful language learning than classrooms in which the teacher dominates much of the teaching time or where the primary focus of activities is on more controlled and less creative uses of language. Despite the intuitive appeal of claims for the value of natural communication in the classroom and the anecdotes used to support them, there is equally convincing anecdotal evidence to the contrary which suggests that such activities promote fossilization and pidginization by placing learners in situations where the demands on their performance soon outpace their grammatical competence (Higgs and Clifford 1982). The claims for the value of communicative classrooms, interactive games, and information-gap activities cannot be accepted without data on the types of language learning that result from such activities.

The need for rigorous evaluation procedures in planning methodological innovations is well demonstrated in the literature on &quot; procedural syllabuses&quot; (Johnson 1982; Prabhu 1983). Prabhu describes an &quot; experiment&quot; being conducted in Southern India to determine if &quot; structure can best be learned when attention is focussed on meaning&quot; (cited in Johnson 1982: 135). The primary focus in the study Prabhu is directing is on whether students can learn English from an instructional program organized almost entirely around the use of communicative and problem-solving tasks and procedures (hence the term &quot; task syllabus&quot; or &quot; procedural syllabus&quot; ). Prabhu has made several claims concerning the greater effectiveness of this approach when compared to conventional methods of language teaching. If the method is indeed more effective than traditional modes of instruction, it deserves to be taken seriously. But in order to be a candidate for serious consideration, a number of issues need to be identified as part of the evaluation process.

First, the goals and objectives of the program need to be described and criterion measures specified. Is the method primarily concerned with teaching grammar, as the quote from Prabhu above suggests? If so, in order to determine the absolute effectiveness of the approach, pre- and post-testing would be required to determine if the students had indeed made gains during the period of instruction. Until the objectives for the program are specified, it is impossible to decide what criteria would be needed to judge the program' s success or failure. As we have seen, however, gains in pre- and post-test scores would not in themselves enable us to determine if the method itself, rather than some factor extrinsic to the method, had been responsible for the gains. For this, a true experimental design would be required. If the hidden agenda of the program, on the other hand, is to develop more efficient learning strategies in learners (as some of Prabhu' s recent pronouncements suggest), these strategies need to be specified as a basis for testing—also through a true experimental design. Unfortunately, in the Prabhu study neither objectives nor evaluation was incorporated into the program design. This makes any serious consideration of his claims impossible. Carefully designed research takes neither more nor less time and effort to conduct than poorly designed research. In the case of carefully designed research, however, we are able to learn something from its results (Scovel 1979).




Once an instructional theory takes the form of a method, with theoretical bases in language and learning theory and operationalized practices in syllabus design and teaching procedures, claims made at each level of method organization must be regarded as hypotheses awaiting verification or falsification. If a method advocates providing a rich linguistic environment for learners and proposes specific techniques and tasks for generating such an environment (as do both the Natural Approach and Communicative Language Teaching), then data must be sought on the types of language and linguistic interaction that such activities actually generate when used with ESL learners in language classrooms. The language teaching literature is full of books and articles about the value of games and group work in language teaching, for example, but few empirical studies have been carried out to provide data on the sort of interaction and language use such activities produce.

Likewise, if a method makes use of a particular kind of syllabus (e.g., grammatical, notional, lexical), how valid is the selection of items contained in the syllabus? Many communicative texts, for example, draw on the Threshold Level
 syllabus (Van Ek and Alexander 1980). But this is an entirely subjective and speculative document based largely on the intuitions of its compilers. Is this all that is necessary to develop communicative syllabuses? The Threshold
 syllabus lacks any form of validation, and even a cursory examination of it suggests that it contains major deficiencies. An example of the sort of research that is needed to help validate such taxonomies is a study by Pearson (1983). She collected empirical data on two speech acts from the Threshold
 list—agreement and disagreement. She collected data on how these speech acts were performed conversationally by native speakers and compared her findings with the way these speech acts are represented in communicative syllabuses and texts. Not surprisingly, there was a low degree of fit between the empirical real-world conversational data and the ESL textbooks.

The supposed behaviors of teachers and learners in classrooms using specific methods likewise cannot be accepted at face value. Long and Sato (in press), for example, looked at language use in classrooms taught by teachers trained in &quot; communicative&quot; methodology and compared it with how native speakers conversed in non-classroom settings with non-natives of the same level of proficiency as the classroom learners. They found the type of language used by the &quot; communicative&quot; teachers to be very different from the language of natural communication outside the classroom. It shared many of the features of the mechanical question-and-answer drills characteristic of audiolingual classrooms. Long (1983) consequently advocates a process component in program and methods evaluation which focuses on what actually goes on in ESL classrooms, rather than just on the results of instruction (a product-approach to evaluation).

Conclusions

We have seen that the field of methods in language teaching has been revitalized by different theories concerning the nature of language, by new theories concerning the central process of language acquisition, by innovative proposals for syllabus development and the design of instructional systems, as well as by the use of a variety of novel practices, techniques, and procedures in the language classroom. This discussion of the secret life of methods has attempted to bring to light some facts about methods and some less often talked-about aspects of their evolution. At the same time, we have attempted to draw attention to the broader issues of curriculum development in language program design and to the weak empirical basis on which most methods are founded. If the methodology of language teaching is to move beyond the domain of speculation and dogma, its practitioners must become more seriously concerned with the issues of accountability and evaluation than its recent history has evidenced. This may in turn mean shifting our attention to the relevant facts and procedures of curriculum development, rather than becoming concerned with the unsubstantiated and often irrelevant claims of methods promoters.
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Beyond Methods[1]




Methodology in teaching is the activities, tasks, and learning experiences used by the teacher within the teaching and learning process. Methodology is seen to have a theoretical basis in the teacher' s assumptions about (a) language and second language learning, (b) teacher and learner roles, and (c) learning activities and instructional materials. These assumptions and beliefs provide the basis for the conscious or unconscious decision making that underlies the moment-to-moment processes of teaching. Methodology is not therefore something fixed, a set of rigid principles and procedures that the teacher must conform to. Rather it is a dynamic, creative, and exploratory process that begins anew each time the teacher encounters a group of learners. Teaching as an exploratory process is different from the approach to teaching seen in many teacher preparation programs or language teaching programs, where particular instructional methods, such as the Silent Way, Total Physical Response, or the Natural Approach, are presented as models to be imitated and internalized. In this chapter, these two approaches to teaching will be explored in more depth. The use of methods as the basis for instructional processes in a second language program will be compared with one that moves beyond methods and focuses on exploring the nature of effective classroom teaching and learning.

Approaching teaching in terms of methods

For many centuries the goal of language teachers has been to find the right method (Kelly 1969). The history of language teaching in the last hundred years has done much to support the impression that improvements in language teaching will result from improvements in the quality of methods, and that uhimately an effective language teaching method will be developed. Some breakthrough in linguistic theory or in second language acquisition research, it is assumed, will eventually unlock the secrets of second and foreign language learning. These will then be incorporated into a new supermethod that will solve the language teaching problem once and for all. Some believe that the supermethod has already been found, and that adoption of a method such as the Silent Way, Suggestopedia, or the Natural Approach will bring about dramatic improvements in language learning.

Common to all methods is a set of specifications for how teaching should be accomplished, derived from a particular theory of the nature of language and second language learning. Differences in the instructional specifications reflect differences in the theories underlying the methods. Some methods advocate an early emphasis on speaking as a basis for establishing basic language patterns. Others recommend that speaking be delayed until the learner has built up a receptive competence in the language. Some make use of memorized dialogues and texts; others require that learners attempt to communicate with each other as soon as possible using their own language resources. Common to all methods is a set of prescriptions on what teachers and learners should do in the language classroom. Prescriptions for the teacher include what material should be presented and when it should be taught and how, and prescriptions for learners include what approach they should take toward learning. Specific roles for teachers, learners, and instructional materials are hence established (Richards and Rodgers 1986). The teacher' s job is to match his or her teaching style as well as the learners' learning styles to the method. Special training packages and programs are available for some methods to ensure that teachers do what they are supposed to do and teach according to the method.




Despite the appeal of methods, their past history is somewhat of an embarrassment. Studies of the effectiveness of specific methods have had a hard time demonstrating that the method itself, rather than other factors, such as the teacher' s enthusiasm or the novelty of the new method, was the crucial variable. Likewise, observers of teachers using specific methods have reported that teachers seldom conform to the methods they are supposed to be following. Swaffar, Arens, and Morgan (1982), for example, investigated differences between what they termed rationalist and empiricist approaches to foreign language instruction. By a rationalist approach they refer to process-oriented approaches in which language is seen as an interrelated whole, where language learning is a function of comprehension preceding production, and where it involves critical thinking and the desire to communicate. Empiricist approaches focus on the four discrete language skills. Would classroom practices reflect such differences? &quot; One consistent problem is whether or not teachers involved in presenting materials created for a particular method are actually reflecting the underlying philosophies of these methods in their classroom practices&quot; (Swaffar et al
 . 1982: 25). Swaffar et al
 . found that many of the distinctions used to contrast methods, particularly those based on classroom activities, did not exist in actual practice:





Methodological labels assigned to teaching activities are, in themselves, not informative, because they refer to a pool of classroom practices which are used uniformly. The differences among major methodologies are to be found in the ordered hierarchy, the priorities assigned to tasks. (1982: 31)

Methods hence make assumptions about the nature of teaching that are not based on study of the process of teaching. The findings of Swaffar et al
 . account for the difficulty teacher supervisors often have in recognizing which method a teacher is following. Nevertheless, the future for methods continues to look good. Several new ones have appeared in recent years, and at conferences where salespersons for the new methods are present, teachers flock to hear presentations on the current supermethods. Yet there are serious limitations in conceptualizing teaching in terms of methods.

The basic problem is that methods present a predetermined, packaged deal for teachers that incorporates a static view of teaching. In this view specific teacher roles, learner roles, and teaching/learning activities and processes are imposed on teachers and learners. Studies of classroom events, however, have demonstrated that teaching is not static or fixed in time but is a dynamic, interactional process in which the teacher' s &quot; method&quot; results from the processes of interaction between the teacher, the learners, and the instructional tasks and activities over time (Chall 1967; Dunkin and Biddle 1974; Swaffar et al
 . 1982). Attempts to find general methods that are suitable for all teachers and all teaching situations reflect an essentially negative view of teachers, one which implies that since the quality of teachers cannot be guaranteed, the contribution of the individual teacher should be minimized by designing teacher-proof methods. The assumption that underlies general, all-purpose methods is hence essentially this: teachers cannot be trusted to teach well. Left to their own devices, teachers will invariably make a mess of things. A method, because it imposes a uniform set of teaching roles, teaching styles, teaching strategies, and teaching techniques on the teacher, will not be affected by the variations that are found in individual teaching skill and teaching style in the real world.

Researchers who have investigated the nature of teaching, however, have proposed a different view of teaching (Good 1979; Elliot 1980; Tikunoff 1985). They begin with the assumption that teachers (rather than methods) do make a difference; that teachers work in ways that are, to an extent, independent of methods; and that the characteristics of effective teaching can be determined. Other researchers have turned their attention to learners and sought to determine what characterizes effective learning. This requires a different approach to teaching, one in which teachers are involved in observing and reflecting upon their own teaching as well as the learning behaviors of their students.




The nature of effective teaching

Teacher strategies

Every teacher aims to be an effective teacher. The concept of effective teaching is a somewhat elusive one, however. Can it be determined from the teacher' s behavior, the learner' s behavior, classroom interaction, or the results of learning? Researchers. have attempted to operationalize the notion of effective teaching by describing it as teaching that produces higher-than-predicted gains on standardized achievement tests (Good 1979). Studies of teacher effectiveness have dealt mainly with first language classrooms and with the teaching of reading and math. One major study has dealt with effective teachers in bilingual programs (Tikunoff et al
 . 1980). These studies are characterized by detailed observation of teachers performing instructional activities in the classroom in an attempt to isolate the qualities and skills of effective teachers.

In a comprehensive survey of the research on effective schooling, Blum (1984: 3-6) summarizes effective classroom practices as follows:

1. Instruction is guided by a preplanned curriculum.

2. There are high expectations for student learning.

3. Students are carefully oriented to lessons.

4. Instruction is clear and focused.

5. Learning progress is monitored closely.

6. When students don' t understand, they are retaught.

7. Class time is used for learning.

8. There are smooth and efficient classroom routines.

9. Instructional groups formed in the classroom fit instructional needs.

10. Standards for classroom behavior are high.

11. Personal interactions between teachers and students are positive.

12. Incentives and rewards for students are used to promote excellence.

Several dimensions of teaching have been found to account for differences between effective and ineffective instruction (Doyle 1977; Good 1979). These include classroom management, structuring, tasks, and grouping.


Classroom management





Classroom management
 refers to the ways in which student behavior, movement, and interaction during a lesson are organized and controlled by the teacher to enable teaching to take place most effectively. Good managerial skills on the part of the teacher are an essential component of good teaching. In a well-managed class, discipline problems are few, and learners are actively engaged in learning tasks and activities; this contributes to high motivation and expectations for success. Evertson, Anderson, and Brophy (1978) found that it was possible to identify teachers with managerial problems in the first few days of the school year, that such problems continued throughout the year, and that managerial skills in the classroom were related to levels of student involvement.





Structuring




A lesson reflects the concept of structuring
 when the teacher' s intentions are clear and instructional activities are sequenced according to a logic that students can perceive. Classroom observations and studies of lesson protocols indicate that sometimes neither the teacher nor the learners understood what the intentions of an activity were, why an activity occurred when it did, what directions they were supposed to follow, or what the relationship between one activity and another was. Hence, it may not have been clear what students needed to focus on to complete a task successfully. Fisher et al
 . (1980) conclude that students &quot; pay attention more when the teacher spends time discussing the goals or structures of the lesson and/or giving directions about what the students are to do&quot; (p.26). Berliner (1984) likewise suggests that &quot; structuring affects attention rate: it is sometimes not done at all, sometimes it is done only minimally, and sometimes it is overdone&quot; (p.63).


Tasks





Tasks
 , or activty structures, refer to activities that teachers assign to attain particular learning objectives. For any given subject at any given level, a teacher uses a limited repertoire of tasks that essentially define that teacher' s methodology of teaching. These might include completing worksheets, reading aloud, dictation, quick writing, and practicing dialogues. According to Tikunoff (1985), class tasks vary according to three types of demands they make on learners: response mode demands
 (the kind of skills they demand, such as knowledge, comprehension, application, analysis/synthesis, evaluation); interactional mode demands
 (the rules governing how classroom tasks are accomplished, such as individually, in a group, or with the help of the teacher); and task complexity demands
 (how difficult the learner perceives the the task to be).

Teachers have to make decisions not only about the appropriate kinds of tasks to assign to learners, but also about the order of tasks
 (the sequence in which tasks should be introduced); pacing
 (how much time learners should spend on tasks); products
 (whether the product or result of a task is expected to be the same for all students); learning strategies
 (what learning strategies will be recommended for particular tasks); and materials
 (what sources and materials to use in completing a task) (Tikunoff 1985).

The concept of tasks has been central to studies of effective teaching. The amount of time students spend actively engaged on learning tasks is directly related to learning (Good and Beckerman 1978). For example, Teacher A and Teacher B are both teaching the same reading lesson. In Teacher A' s class, learners are actively engaged in reading tasks for 75% of the lesson, the remaining time being occupied with non-instructional activities such as taking breaks, lining up, distributing books, homework, and making arrangements for future events. Students in Teacher B' s class, however, are actively involved in reading for only 55% of the lesson. Not surprisingly, studies of time-on-task have found that the more time students spend studying content, the better they learn it. In one study (Stallings and Kaskowitz 1974), the students with the highest levels of achievement in a reading program were spending about 50% more time actively engaged in reading activities than the children with the lowest achievement gains. Good teaching is hence said to be task oriented. Effective teachers also monitor performance on tasks, providing feedback on how well tasks have been completed.





Grouping




A related dimension of effective teaching is the grouping
 of learners to carry out instructional tasks, and the relation between grouping arrangement and achievement. An effective teacher understands how different kinds of grouping (such as seat work, pair work, discussion, reading circle, or lecture) can impede or promote learning. Webb (1980) found that the middle-ability child suffers a loss of achievement, while the low-ability child shows some gains in achievement in mixed-ability groups, compared with what would be expected if both were in uniform-ability groups. Tikunoff (1985) cites Good and Marshall' s findings on groupings.





Good and Marshall (1984) found that students in low-ability reading groups in the early grades received very little challenge, thus perceiving of themselves as unable to read. In addition, a long-range result of interacting most frequently with only other students of low-ability in such groups was an inability to respond to the demands of more complex instructional activities. Ironically, Good pointed out that the very strategy used to presumably help low-ability youngsters with their reading problems—pull-out programs in which teachers worked with small groups of these students outside the regular classroom—exacerbated the problem. Demands in the special reading groups were very different from those in the regular classroom and at a much lower level of complexity, so low-ability students were not learning to respond to high level demands that would help them participate competently in their regular classrooms. (p.56)

The research findings suggest therefore that effective teaching depends on such factors as time-on-task, feedback, grouping and task decisions, classroom management, and structuring. Although the concept of effective teaching evolved from studies of content teaching, Tikunoff' s (1983) major study of effective teaching in bilingual education programs has examined the extent to which it also applies to other contexts, such as bilingual and ESL classrooms.


Effective teaching in bilingual classrooms




Tikunoff (1983) suggests that three kinds of competence are needed for the student of limited English proficiency (LEP): participative competence,
 the ability &quot; to respond appropriately to class demands and the procedural rules for accomplishing them&quot; (p.4); interactional competence
 , the ability &quot; to respond both to classroom rules of discourse and social rules of discourse, interacting appropriately with peers and adults while accomplishing class tasks&quot; (p.4); and academic competence
 , the ability &quot; to acquire new skills, assimilate new information, and construct new concepts&quot; (p.4). Furthermore, to be functionall proficient in the classroom, the student must be able to utilize these competences to perform three major functions: (a) to decode and understand both task expectations and new information; (b) to engage appropriately in completing tasks, with high accuracy; and (c) to obtain accurate feedback with relation to completing tasks accurately (p.5).

In his Significant Bilingual Instructional Features (SBIF) descriptive study, Tikunoff(1983) collected data to find out how effective teachers in bilingual education programs organize instruction, structure teaching activities, and enhance student performance on tasks. Teachers were interviewed to determine their instructional philosophies, goals, and the demands they would structure into class tasks. Teachers were clearly able to specify class task demands and intended outcomes and to indicate what LEP students had to do to be functionally proficient. Case studies of teachers were undertaken in which teachers were observed during instruction, with three observers collecting data for the teacher and for four target LEP students. Teachers were interviewed again after instruction.








An analysis of data across the case studies revealed a clear linkage between (1) teachers' ability to clearly specify the intent of instruction, and a belief that students could achieve accuracy in instructional tasks, (2) the organization and delivery of instruction such that tasks and institutional demands reflected this intent, requiring intended student responses, and (3) the fidelity of student consequences with intended outcomes. In other words, teachers were able to describe clearly what instruction would entail, to operationalize these specifications, and to produce the desired results in terms of student performance. (p.9)

This approach to teaching is one in which methodological principles are developed from studying the classroom practices and processes actually employed by effective teachers. Good teaching is not viewed as something that results from using Method X or Method Y, or something that results from the teacher modifying teaching behaviors to match some external set of rules and principles. Rather, it results from the teacher' s active control and management of the processes of teaching, learning, and communication within the classroom and from an understanding of these processes. The classroom is seen as a place where there is ongoing and dynamic interaction between the teacher' s instructional goals, learners' purposes, classroom tasks and activities, the teacher' s instructional activities and behaviors, student behaviors in completing assigned tasks, and learning outcomes.

In the bilingual classrooms observed in Tikunoff' s study, effective teaching was found to reflect the degree to which the teacher is able to successfully communicate his or her intentions, maintain students' engagement in instructional tasks, and monitor students' performance on tasks. In classrooms where different instructional goals are present and different aspects of second language proficiency are being addressed, the characteristics of effective teaching in those settings cannot be inferred merely from reading about the theoretical principles underlying the method or approach the teacher is supposed to be following. Rather, classroom observation of teachers who are achieving higher-than-predicted levels of achievement in their learners, or who are assessed as performing at high levels of effectiveness according to other criteria, provides the data from which profiles of effective teachers in listening, reading, writing, speaking, and other kinds of classes can be developed.

Learner strategies

The approach to teaching in which methodology is developed from study of classroom practices attributes a primary role to the teacher in the teaching/learning process. Successful learning is viewed as dependent upon the teacher' s control and management of what takes place in the classroom. However, what the teacher does is only half of the picture. The other half concerns what learners do to achieve successful learning, or learner strategies
 . Prompted by the awareness that learners mav succeed despite the teacher' s methods and techniques rather than because of them, researchers as well as teachers have begun to look more closely at learners themselves in an attempt to discover how successful learners achieve their results (O' Malley et al
 . 1985a, b; Willing 1985).

Studies of learner strategies attempt to identify the specific techniques and strategies learners use to facilitate their own learning (Oxford 1985b). The focus is on the particular cognitive operations, processes, procedures, and heuristics that learners apply to the task of learning a second language. Given any language learning task, such as understanding a lecture, reading a text, writing a composition, understanding the meaning of a new grammatical or lexical item, or preparing a written summary of a text, a number of strategies are available to a learner to help carry out the task. But what is the practical value of knowing which particular strategies a learner employed?




Just as research on effective teaching has identified the kinds of teaching behaviors that appear to account for superior teaching, so research on effective learning seeks to identify the kinds of learning behaviors that can best facilitate learning. Good language learners seem to be successful because they have a better understanding of and control over their own learning than less successful learners. Use of inappropriate learning strategies has been found to account for the poor performance of learners on many classroom learning tasks (Hosenfeld 1979). It should therefore be possible to improve student performance on learning tasks by identifying successful approaches to learning and by directing learners toward these kinds of strategies. Research on learner strategies in second language learning hence seeks to identify the strategies employed by successful learners and then to teach those strategies to other learners in order to improve their language learning capacities (Hosenfeld 1977; Cohen and Aphek 1980; Chamot and O' Malley 1984). The premises underlying Cohen and Aphek' s work, for example, are:





Some language learners are more successful than others.

Some aspects of the learning process are conscious and others are not.

Less successful learners can use successful strategies consciously to accelerate learning.

Teachers can promote the use of learning strategies.

Learners can become the best judges of how they learn most effectively, both in and out of classes.

The field of learner strategy research in second language learning is hence now an important domain of classroom research, and differs substantially from previous research in this area. Earlier work on learning strategies lacked a sound theoretical basis and consisted largely of lists of features that good language learners were assumed to possess. These lists were developed from interviews with successful language learners (e.g., Rubin 1975, 1981; Stern 1975; Naiman et al
 . 1978). Willing (1987: 275) points out that &quot; while such generalizations have their usefulness as a help in understanding the process of language learning from the point of view of the learner, they do not immediately yield prescriptions for teaching.&quot;

More recent work on learner strategies has attempted to yield more usable results by making use of data obtained from a broader range of sources, such as classroom observation, &quot; think-aloud&quot; procedures (in which learners record their thoughts and observations as they perform different tasks), interviews, self-reports employing note-taking and diaries, questionnaires, as well as controlled experimental studies designed to investigate specific cognitive processes (e.g., Heuring 1984). These kinds of approaches are yielding information of greater practical value. For example, Cohen (cited in Oxford 1985a) lists six strategies used by successful language learners:

1.  Attention-enhancing strategies, such as responding silently to tasks asked of other students in class

2.  Use of a variety of background sources, including knowledge of the world, knowledge of the given topic, awareness of stress and tone of voice of the speaker, perception of the speaker' s body language, and cues from earlier parts of the conversation in the effort to decode communicative meaning




3.  Oral production tricks, such as avoiding unfamiliar topics, para- phrasing, and asking for help

4.  Vocabulary learning techniques, such as making associations, atten- ding to the meaning of parts of the word, noting the structure of the word, placing the word in a topical group with similar words, visualizing or contextualizing it, linking it to the situation in which it appears, creating a mental image of it, and associating some physical sensation to it

5.  Reading or text-processing strategies, such as clarifying the com- municative purpose of the text, distinguishing important points from trivia, skipping around to get an overall conceptual picture, using substantive and linguistic background knowledge, reading in broad phrases rather than word for word, relying on contextual clues, making ongoing summaries, and looking for emphasis and cohesion markers in thetext

6.  Writing techniques such as focusing on simply getting ideas down on paper instead of trying for perfection right away; purposefully using parallel structures and other means of enhancing cohesion; and writing multiple drafts.

Willing (1987: 278-9) notes that strategies are essentially&quot; methods employed by the person for processing input language information in such a way as to gain control of it, thus enabling the assimilation of that information by the self.&quot; Strategies are hence viewed as ways of managing the complex information that the learner is receiving about the target language.

Wenden (1983) interviewed adult language learners about how they organized their language learning experiences and found that they asked themselves eight kinds of questions.

　　　　Question　　　　　　　Decision





Question
 1. How does this language work?


Decision
 : Learners make judgments about the linguistic and sociolinguistic codes.


Question
 2. What' s it like to learn a language?


Decision
 : Learners make judgments about how to learn a language and about what language learning is like.


Question
 3. What should I learn and how?


Decision
 : Learners decide upon linguistic objectives, resources, and use of resources.


Question
 4. What should I emphasize?


Decision
 : Learners decide to give priority to special linguistic items.


Question
 5. How should I change?


Decision
 : Learners decide to change their approach to language learning.


Question
 6. How am I doing?


Decision
 : Learners determine how well they use the language and diagnose their needs.


Question
 7. What am I getting out of this?





Decision
 : Learners determine if an activity or strategy is useful.


Question
 8. Decision: How am I responsible for learning? How is language learning affecting me?


Decision
 : Learners make judgments about how to learn a language and about what language learning is like.

O' Malley et al
 . have investigated the use of strategies by ESL learners both in and out of classrooms (O' Malley et al
 . 1985 a, b; O' Matley and Chamot 1989). ESL students and their teachers were interviewed about the strategies learners used on specific language learning tasks, and the learners were observed in ESL classrooms. They were also asked about their use of English in communicative situations outside the classroom. A total of twenty-six different kinds of learning strategies were identified.

In a follow-up study, high school ESL students were given training in the use of particular strategies in order to determine if it would improve their effectiveness as language learners and their performance on vocabulary, listening, and speaking tasks. Strategies were compared across proficiency levels and with learners of different language backgrounds. Students were given training in the use of specific strategies for particular language learning tasks. Results supported the notion that learners can be taught to use more effective learning strategies (O' Malley et al
 . 1985a, b):





Strategies training was successfully demonstrated in a natural teaching environment with second language listening and speaking tasks. This indicates that classrooms instruction on learning strategies with integrative language skills can facilitate learning. (O' Malley et al
 . 1985a: 577)

Phillips (1975) investigated how learners approach reading tasks and identified strategies employed by good and poor readers. She employed a&quot; think-aloud&quot; procedure to investigate readers' strategies in dealing with unknown vocabulary. From her students' descriptions Phillips found that strategies used by efficient readers included categorizing words grammatically, interpreting grammatical operations, and recognizing cognates and root words. Hosenfeld (1977, 1984) used similar techniques in studying processes employed by foreign language readers when encountering unfamiliar words. In one study (Hosenfeld 1977), some of the differences between those with high and low scores on a reading proficiency test were these: high scorers tended to keep the meaning of the passage in mind, read in broad phrases, skip unessential words, and guess meanings of unknown words from context; low scorers tended to lose the meaning of sentences as soon as they decoded them, read word by word or in short phrases, rarely skip words, and turn to the glossary when they encountered new words. In addition successful readers tended to identify the grammatical categories of words, could detect word-order differences in the foreign language, recognized cognates, and used the glossary only as a last resort (Hosenfeld 1984: 233). Hosenfeld found that unsuccessful readers could be taught the lexical strategies of successful readers, confirming Wenden' s observation that &quot; ineffective learners are inactive learners. Their apparent inability to learn is, in fact, due to their not having an appropriate repertoire of learning strategies&quot; (1985: 7).

Studies of how learners approach writing tasks have also focused on the effectiveness of the processes learners employ (Raimes 1985). Lapp (1984) summarizes some of the research findings on differences between skilled and unskilled writers with respect to rehearsing and prewriting behaviors (what a writer does before beginning writing), drafting and writing processes (how the writer actually composes a piece of writing), and revising behaviors (revisions and corrections the writer makes).




Research findings on learner strategies in reading and writing classes (e.g., Heuring 1984) suggest that teachers need to evaluate their teaching strategies on an ongoing basis, to determine if they are promoting effective or ineffective learning strategies in learners. Many commonly employed techniques in the teaching of writing, such as outlining or writing from a rhetorical model, might well inhibit rather than encourage the development of effective writing skills, because they direct the learner' s attention to the form and mechanics of writing too early in the writing process.

In order to present information about learning strategies to students, strategies need to be operationalized in the form of specific techniques (see Fraser and Skibicki 1987); however, there is no consensus yet concerning how to approach the teaching of learning strategies. As with other aspects of language teaching, the issue of whether strategies are best &quot; learned&quot; or &quot; acquired&quot; is a central one. Some researchers advocate a direct approach. This involves explicit training in the use of specific strategies and teaching students to consciously monitor their own strategies (e.g., O' Malley et al
 . 1985a, b; Russo and Stewnter-Manzanares 1985). Others favor a more indirect approach in which strategies are incorporated into other kinds of learning content. Fraser and Skibicki (1987) describe the development of self-directed learning materials for adult migrant learners in Australia, which focus on specific strategies in different skill areas. A related issue concerns whether the focus of teacher intervention should be to provide additional strategies to learners or merely to help the learner develop a better awareness of and control over existing strategies. Willing (1987: 277) observes that despite the recent amount of attention to learning strategies, some serious issues still await resolution:

1.  Current notions of learning strategies lack conceptual coherence...

2.  Learning strategies as currently described have been identified more or less in isolation and on a purely empirical and arbitrary basis and have not been related to an overall view of learning...

3.  There has been little systematic work on placing learning strategies within a broader description of the nature and meaning of learning itself...

4.  There has been little effort to relate the notion of learning strategies (within a general learning theory) to current ideas about second language acquisition.

In addition, there has been little attempt to relate theories of learning strategies to more general theories of teaching, such as the one discussed previously.

Summary

Two approaches to language teaching have been discussed and contrasted. One conceptualizes teaching as application of a teaching method, in which both the teacher and the learner are approached on the terms of the method promoter, educational theorist, or applied linguist. The assumptions or theory underlying the method provide the starting point for an instructional design that is subsequently imposed on teachers and learners. An attempt is then made to make the teacher' s and learner' s classroom behaviors match the specifications of the method. This can be contrasted with an approach that starts with the observable processes of classroom teaching and learning, from which methodological principles and practices in language teaching are derived. Observation can yield two categories of information:

1.  The study of effective teaching provides information about how effective teachers organize and deliver instruction. This relates to classroom management skills, and to the strategies teachers use to present instructional goals, structure learning tasks and activities, monitor learning, and provide feedback on it.




2.  The study of effective learning provides information about the learning strategies effective learners apply to the process of using and learning a second and foreign language.

However, a word of caution is in order, since the goal of this approach is not simply to arrive at a set of general principles that can be taught to teachers and learners. This of course would be to come full circle, and would simply replace one &quot; method&quot; with another. The approach advocated here starts with the assumption that the investigation of effective teaching and learning strategies is a central and ongoing component of the process of teaching. This is the core of a process-oriented methodology of teaching.

This approach implies a redefinition of the role of the teacher. Teachers are not viewed merely as &quot; performers, &quot; who carry out the role prescribed by the method or apply an externally derived set of principles to their teaching. Teachers are seen rather as investigators of both their own classroom practices and those of the learners. Much of the effort to determine what constitutes effective teaching and learning is initiated by the teacher. Through regular observation of their own classes and through analysis and reflection, teachers can obtain valuable feedback about the effectiveness of their own teaching. At the same time they can develop a better understanding of the principles that account for effective teaching and learning in their own classrooms. In the domain of learning strategies, the teacher also has an important role to play. The teacher is initially an observer and investigator of the learners' learning behaviors and subsequently provides feedback on the kind of strategies that are most successful for carrying out specific learning tasks. Relevant concerns for the teacher thus focus not on the search for the best method, but rather on the circumstances and conditions under which more effective teaching and learning are accomplished.
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The Status of Grammar in the Language Curriculum[1]




Grammar has traditionally had a central role in language teaching. Particular theories of grammar and theories of learning associated with them have provided justifications for syllabuses and methodology in language teaching for thousands of years. Despite the impact communicative approaches have had on methodology in recent years, the bulk of the world' s second-and foreign-language learners continue to learn from materials in which the principles of organization and presentation are grammatically based. In this chapter we review the status of grammar in language teaching and consider how knowledge of and skill in grammar contribute to language proficiency. In the first part of the chapter we consider grammar from the perspective of language proficiency. In the second part we examine the relationship of grammar to proficiency in the light of second language acquisition research. In the last section we consider consequences for language-curriculum development.

What does it mean to know a language?

The factors involved in knowing a language include grammatical competence, communicative competence, and language proficiency. Our view of the status of grammar in language teaching will reflect our understanding of the role of grammar in language use. This in turn will depend upon whether we adopt a linguistic, sociolinguistic, or psycholinguistic perspective on language.

Grammatical competence

The linguistic perspective, seen in the concept of grammatical competence, was proposed by Chomsky in his writings in the 1950s and 1960s. At that time, knowing a language was equated with knowing the grammar of that language. Grammatical competence was the knowledge underlying our ability to produce and understand sentences in a language. We call upon our grammatical competence to express meanings in ways that are native-like in the target language. At times, we may be prevented from applying our grammatical competence, through fatigue, distractions, or other aspects of &quot; performance.&quot; The theory of transformational grammar captured our ability to realize propositions in sentence structure through rules for the construction of words, phrases, and clauses; through the choice of grammatical categories, such as subject, predicate, and complement; and through grammatical processes, such as ellipsis, pronominalization, reordering, and transformation.

Communicative competence

The sociolinguistic perspective is seen in the concept of communicative competence (Hymes 1972). Hymes pointed out that in addition to our knowledge of rules of grammar, knowing a language entails being able to use it for social and communicative interaction, that is, &quot; knowing when it is appropriate to open a conversation and how, what topics are appropriate to particular speech events, which forms of address are to be used, to whom and in which situations, and how such speech acts as greetings, compliments, apologies, invitations and complements are to be given, interpreted and responded to&quot; (Wolfson 1983: 61), Hymes used the term communicative competence
 to refer to knowledge both of rules of grammar, vocabulary, and semantics, and of rules of speaking—the patterns of sociolinguistic behavior of the speech community. Neither the concept of grammatical competence or communicative competence, however, describes how such &quot; competence&quot; is used in actual communication. Rather, a psycholinguistic or performance-oriented perspective is needed; and this we can gain by considering the concept of language proficiency.




Language proficiency

The notion of language proficiency is fundamental in language program design, language teaching, and language testing. It refers to the degree of skill with which a second or foreign language is used in carrying out different communicative tasks in the target language. Farhady comments,





Language proficiency is one of the most poorly defined concepts in the field of language testing. Nevertheless, in spite of differing theoretical views as to its definition, a general issue on which many scholars seem to agree is that the focus of proficiency tests is on the student' s ability to use language. (1982: 44)

J. L. Clark suggests that proficiency is the learner' s ability





to use language for real-life purposes without regard to the manner in which that competence was acquired. Thus, in proficiency testing, the frame of reference...shifts from the classroom to the actual situation in which the language is used. (1972: 5)

The concept of language proficiency differs from the concepts of grammatical or communicative competence in several important ways.

1. It is defined not with reference to knowledge, or competence, but with reference to performance, that is, to how language is used.



2. It is defined with reference to specific situations, purposes, tasks, and communicative activities, such as using conversation for face-to-face social interaction, listening to a lecture, or reading a college textbook.



3. It refers to a level of skill at carrying out a task, that is, to the notion of effectiveness. Thus it has associated with it the concept of a criterion that can be used to evaluate the degree of skill with which a task is performed.



4. It refers to the ability to call upon a variety of component subskills (i.e., to select different aspects of grammatical and communicative competence) in order to perform different kinds of tasks at different levels of effectiveness. (Cf. Canale 1983, who distinguishes between grammatical competence, sociolinguistic competence, discourse competence, and strategic competence, all of which constitute communicative competence.)



To determine the status of grammar within the language curriculum it is necessary to consider how grammatical knowledge contributes to language proficiency. Work in language-proficiency testing provides useful insights in this area.

In the Foreign Service Institute (FSI) oral proficiency scale, which has been in widespread use in American government agencies as an instrument for assessing the oral proficiency of government employees, three component skills are assessed in determining a person' s level of language proficiency. These are referred to as functions (functional ability), content (topics expressed and understood as well as vocabulary knowledge), and accuracy (grammar and pronunciation). However, those who work with the FSI scale have emphasized that the contribution of different component skills varies according to the learner' s level of proficiency (Higgs and Clifford 1982).




The Foreign Service Institute Oral Interview Test of speaking proficiency, for example, takes five factors into account when determining a person' s speaking proficiency: accent, comprehension, fluency, grammar, and vocabulary. Adams (1980) demonstrates the difference between proficiency levels in terms of the most discriminating factors in the FSI Oral Interview Test that contribute to average performance at each level (Table 1). But the factors that contribute most to a given level on the FSI scale vary. In the factor analysis carried out on the data, &quot; each previously selected factor is reviewed at every step to see if the information it provided as a single factor is now contained in a combination of factors. If a factor turns out to be redundant, it is removed from the list of significant factors&quot; (Adams 1980: 3). This explains why all five factors are not present at every level. (See Adams for fuller details.)





Table 1　The most discriminating factors in the FSI oral nterview test
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Within a given proficiency level, tasks may also vary according to the type of subskills they involve. For some tasks the need for phonological and grammatical accturacy may be high (e.g., explaining to someone how a piece of equipment works), and in others it may be relatively low (e.g., shopping in a supermarket; ordering a meal in a fast food store). The same task may be performed at different criterion levels. For example, a speaking task like giving directions may be performed with a primary focus on content: (&quot; You go—this street—King Street—two block—you turning—Bright Street&quot; ) or with a focus both on content and accuracy (&quot; First you follow King Street for two blocks. Then you turn onto Bright Street.&quot; ). The way a task is accomplished will also vary according to the audience. Thus we might recount an incident like a traffic accident in one way when speaking to a policeman and in another way when to a friend.

Language-testing research—particularly research in language proficiency testing—has contributed a great deal to our understanding of the role of grammar within language proficiency. Grammar is seen not as the central organizing principle of communication, but rather as an important component of communication. Its importance, however, varies according to the type of communicative task the learner is performing and according to the learner' s level of proficiency. It is not simply a case of &quot; more grammar=more proficient&quot; ; grammar skills interact with other language skills and together determine what learners can do at any given level of proficiency and how well they can do it.

Next we look at another source of information on the nature of language proficiency and the role of grammatical skills within it, namely, second language acquisition research.

Second language acquisition and language proficiency

During the last ten years, a considerable amount of research has been conducted into different aspects of second language acquisition (SLA) (see Chapter 5). Although much of this work has not investigated directly the development of language proficiency, much can be inferred about it from the results of the studies. Three issues arising out of this research seem particularly relevant in the context of the present discussion: the invariant order of grammatical development, delayed grammatical development, and variable use of rules.

Invariant order of development

One of the first important findings of SLA research was the discovery that L2 learners pass through clearly identifiable stages as they acquire the grammar of the target language (see Chapter 5). Although there is debate about some aspects of the invariant-order hypothesis (e.g., concerning the nature of individual variation in development; the effect of a naturalistic versus formal context on developmental order; the influence of the mother tongue; and the effects of input features—cf. Wode 1982; Pica 1983; Pienemann 1984), there is now a substantial body of evidence to suggest that second-language learners do indeed pass through stages in the acquisition of grammatical features and that these developmental stages are similar for learners of various language backgrounds. These developmental orders are typically taken as evidence to support the claim that second-language learning is a &quot; creative construction process, &quot; in which learners construct their own interlanguage systems. &quot; The observed morpheme order is the result of the underlying process of acquisition&quot; (Krashen 1982: 61). The fact of an invariant or naturalistic order for the development of grammatical morphemes (if indeed it is a fact), however, is in itself of little significance, unless it can be related to a theory of the development of language proficiency. Givon' s account of the differences between pragmatic and syntactic modes of communication can be used to relate the empirical findings of the morpheme studies to a proficiency-oriented view of second language acquisition (Givon 1979). (Givon makes no such connection himself; this is my own interpretation.)




Using data taken from studies of differences between child and adult, pidgin and creole, and informal (unplanned) and formal (planned) speech, Givon argues that in learning a language we acquire two modes of communication. One, termed the pragmatic mode
 , is a system of communication in which functions, topics, vocabulary, and word order are the primary organizing mechanisms. This is seen in child language, in pidgins, and in unplanned informal speech. The other, which Givon terms the syntactic mode
 , is characteristic of adult language, creoles, and formal speech. Givon (1979) illustrates some of the differences between these two modes of communication:




	

Pragmatic mode



	

Syntactic mode






	
a. Topic-comment structure


	
Subject-predicate structure





	
b. Loose conjunction


	
Tight subordination





	
c. Slow rate of delivery (under several intonation contours)


	
Fast rate of delivery (under a single intonational contour)





	
d. Word order is governed mostly by one pragmatic principle; old information goes first, new information follows


	
Word order is used to signal semantic case functions (though it may also be used to indicate pragmatic-topicality relations)





	
e. Roughly 1-to-1 ratio of verbs to nouns in discourse, with the verbs being semantically simple


	
A larger ratio of nouns over verbs in discourse, with the verbs being semantically complex





	
f. No use of grammatical morphology


	
Elaborate use of grammatical morphology





	
g. Prominent intonation/stress marks the focus of new information; topic intonation is less prominent


	
Very much the same, but perhaps not exhibiting as high a functional load, and at least in some languages totally absent













Givon argues that syntax arises out of the pragmatic mode. As language learning proceeds, loose pragmatic structure develops into tighter syntactic structure, with morphology and syntax developing into better code-emerging semantic and pragmatic distinctions. Reliance on a primarily pragmatic mode of communication is proposed as the normal initial stage in language acquisition. From this perspective, the natural order for the development of English morphology seen in SLA studies can be interpreted as a reflection of the movement from the pragmatic to the syntactic mode (see particularly Givon' s level f in the preceding list). The naturalistic emergence of grammatical competence that the morpheme studies demonstrate can thus be interpreted as evidence of a gradual refining of the learner' s capacities to package communicative meanings and intentions.

The significance of Givon' s work has been acknowledged by several SLA researchers, and a number of studies have been undertaken to test whether Givon' s claims hold true for second language acquisition (Schu-mann 1981; Sato 1983). It may well be that the particular features Givon attributes to the pragmatic and syntactic modes will have to be modified, but the basic claim of the theory appears to remain valid. Language proficiency is hence seen to involve two basic modes of development, although, as other SLA studies have demonstrated, the two do not necessarily develop at the same rate.

Delayed grammatical development

Although second-language learners may evidence an invariant order for the acquisition of certain grammatical features of the target language, for many language learners such acquisition does not lead to gradual mastery of all of the features of the target language. These learners, despite prolonged contact with and use of English, fail to go beyond an initial level of proficiency in many areas of grammar, despite developing greater control in other areas of communicative competence. Schmidt (1983a, 1983b), for example, presents a case study of an adult ESL learner in an English-speaking community who uses English extensively for social and professional purposes, yet displays remarkably little progress over a five-year period of observation in acquiring nine grammatical morphemes (Table 2). Higgs and Clifford (1982) document a similar phenomenon in describing the typical performance of students taking intensive foreign-language courses at the Defense Language Institute. Many students in such programs are unable to progress beyond a rating of 2 or 2+on the FSI scale (the &quot; terminal 2 syndrome, &quot; as the authors describe it) and lack sufficient control of the grammatical component of language proficiency to obtain a higher rating, despite intensive instruction. They may have a reasonable control of topics and vocabulary (indeed, they may be rated 3+or 4 on these dimensions), but they are weak on grammatical accuracy.





Table 2　Order of accuracy for nine grammatical morphemes in obligatory contexts (in %)
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This pattern of high vocabulary and low grammar is a classic profile for a terminal 2/2+. In fact, the terminal |2/2+profile|...is encountered all too frequently in government screening programs. It is important to note that the grammar weaknesses that are typically found in this profile are not missing
 grammatical patterns which the student could learn or acquire later on, but are fossilized
 incorrect patterns. Experience has shown again and again that such patterns are not remediable, even in intensive language training programs or additional in-country living experience. (Higgs and Clifford 1982: 67)

Schumann (1978) provides further data on a subject who failed to make progress in grammar. Schumann studied six learners over a ten-month period and found that one learner








showed very little linguistic development during the course of the study. Four stages were found in the acquisition of the English negative, no V, don' t V, aux-neg, analyzed don' t; throughout the study Alberto remained in the first stage. Two stages were found in the acquisition of English Wh-questions; throughout the study Alberto remained in the first period of the first stage. (Schumann 1978: 65)

In the light of the distinction between pragmatic and syntactic modes of communication, cases like these may be interpreted as situations where learners develop proficiency in the pragmatic mode at the expense of the syntactic mode of communication. Schumann(1978)offers a sociopsychological explanation to account for nonacquisition of the syntactic mode, in terms of his acculturation theory. Schumann attributes his subject' s lack of grammatical development to social and psychological distance from the speakers of the target language and to the fact that pidginized speech appears to be sufficient for his restricted communicative needs. Schmidt' s study, however, does not support Schumann' s acculturation theory, since his subject was well acculturated. Despite extensive use of English for social and personal purposes, the subject' s grammatical development remained very limited. Higgs and Clifford propose that the reasons for the terminal-2 syndrome encountered in many U. S. government language programs is that in many foreign-language programs, where there is an initial emphasis on communication, and in particular comprehensible communication, learners' production or output demands in the target language may soon outstrip their grammatical competence. The results are learners who are successful but grammatically inaccurate communicators. There may be too few demands within the curriculum for use of the syntactic mode. In addition, there is often not enough focus on grammatical accuracy in such programs.

Schmidt' s study is a test case for a different form of validation of Givon' s theory, however, since Schmidt' s subject used English exclusively for speaking and listening; he had virtually no contact with written modes of communication. (Again, in what follows I am interpreting Givon in the light of my own discussion of proficiency.) Now it could well be the case that acquisition of the syntactic modes is dependent upon use of other-than-oral modes of communication. Many of the linguistic features of the syntactic mode cited by Givon (e.g., passivization, use of relative clauses, subordination in the verb phrase, use of complex verbs, complex genitive constructions) are features more characteristic of or more frequent in written rather than spoken discourse. Hence it could be said that lack of contact with the written mode (either in reading or writing) will lead to retarded development along the syntactic parameter. The converse is presumably also possible, where a learner exposed primarily to the syntactic mode may evidence considerable development along the syntactic parameter but be severely restricted in use of the pragmatic mode, that is, be unable to maintain conversational discourse.

Another important issue arises from cases of retarded grammatical development such as those studied by Schmidt and Schumann. Such cases demonstrate that the degree of development or nondevelopment along a grammatical continuum cannot be taken as evidence of a level of language proficiency. As Schmidt has shown, a learner may have attained a considerable degree of communicative or pragmatic proficiency despite lack of progress in the grammatical domain. An index of grammatical development is not therefore necessarily an index of language proficiency (despite the attempt by some SLA researchers to see these as one and the same thing—cf. Larsen-Freeman 1978). Although language proficiency at its highest levels includes control of morphology and syntax, other components of proficiency may develop relatively independently in certain circumstances; this means that nothing can necessarily be inferred about one (e.g., the pragmatic mode) from the state of development or retardation of the other (e.g., the syntactic).




Variable use of rules

Another phenomenon documented in studies of second- and foreign-language learning is variability in the use or application of rules that learners apparently &quot; know.&quot; An individual may demonstrate accurate use of a particular feature of grammar or phonology in one situation (e.g., telling a story) but not in another (e.g., informal conversation). Dickerson and Dickerson (1977) and others (Tarone 1983; Sato 1983)have shown that this type of variation is systematic; the use of target language features varies systematically according to the situation or context for its use. LoCoco (1976) compared the performance of learners in three different situations and found significant differences in the number of grammatical errors occurring in each situation and also in the degree to which transfer and overgeneralization errors occurred. As Tarone observes, &quot; the linguistic and phonological characteristics of interlanguage change as the situation changes&quot; (Tarone 1979: 183).

There are several explanations available for the variability evidenced in the second-language learner' s interlanguage phonology and syntax. Tarone (1979, personal communication) and others (Dickerson 1975; Sato 1983) have illustrated the effect of task on the use of interlanguage rules. Performance on different kinds of tasks (e.g., reading aloud from a word list, telling a story, free conversation, an interview, a written grammar test, an oral grammar test) may vary. This is because the amount of attention to phonological and grammatical accuracy, that is, to language form, differs across task conditions. (Tarone, personal communication, emphasizes that this is not the only variable, however.) Some tasks require little attention to language form (e.g., informal conversation), whereas others require a great deal (e.g., a writing task); this affects the kind of target language forms used as well as the degree to which certain forms are used. This is also predicted by Givon' s theory, since the difference between formal (i.e., planned) and casual (i.e., unplanned) speech is another example of the difference between pragmatic and syntactic modes of communication, both of which have their own distinctive grammatical and phonological characteristics.

Krashen' s &quot; monitor theory&quot; (Krashen 1981, 1982) attributes variation in task performance to the differing conditions that exist for applying (or not applying) the &quot; monitor.&quot; Tasks vary according to the presence or absence of features necessary for the application of the monitor (e.g., the amount of time available, or the degree to which a focus on accuracy is present; see Gregg 1984). McLaughlin' s discussion of differences between controlled and automatic processing is an additional dimension (see Chapter 5; McLaughlin et al
 . 1983).

Research on variation in interlanguage syntax and the effects of task on use of component subskills thus complements the definition of proficiency given in the beginning of this chapter and provides further evidence of how different components of proficiency assume different degrees of significance according to the nature of a communicative task.

Curriculum implications

We have seen that both the literature on language proficiency testing as well as research on second language acquisition support the notion that grammar is a necessary but not sufficient component of language proficiency. The proper context for discussing the role of grammatical and other skills in the curriculum is hence through reference to a theory of language proficiency. This is what we have attempted to present in this chapter. A theory of grammar, or of grammatical development, cannot provide a starting point for a proficiency-oriented curriculum, though such a curriculum must acknowledge the role of grammatical skills within different kinds and levels of proficiency. In developing a proficiency-oriented curriculum, therefore, our goal is to develop a program in which grammatical skills are viewed as components of specific kinds of proficiency. Guidelines for the development of curriculum models are currently being developed in largescale language programs.




One example of this approach can be seen in the American Council on the Teaching of Foreign Languages (ACTFL) Proficiency Guidelines. These guidelines specify nine levels of language proficiency and include speaking, listening, reading, writing, and cultural components (Higgs 1984). They are intended to be used as general guidelines in the development of foreign-language programs in the United States. Within each proficiency level, expected performance outcomes are specified in terms of subskills related to functions, content, and accuracy. A similar approach has been adopted in the design of on-arrival programs for immigrants in Australia. Ingram comments,





In order to ensure that a language program is coherent and systematically moves learners along the path towards that level of proficiency they require, some overall perspective of the developmental path is required. This need resulted...in the development of the Australian Second Language Proficiency Ratings (ASLPR). The ASLPR defines levels of second language proficiency at nine (potentially twelve) points along the path from zero to native-like proficiency. The definitions provide detailed descriptions of language behavior in all four macroskills and allows the syllabus developer to perceive how a course at any level fits into the total pattern of proficiency development. (Ingram 1982: 66)

For each type of communicative task the learner is expected to accomplish (e.g., listening, speaking, reading, writing) the proficiency descriptions should describe the criterion that must be attained. As Higgs and Clifford point out in defending such a proposal,





If the goal of the curriculum is to produce Level 3 speakers of a language, then the concentration on language subskills in the curriculum should be representative of their relative importance in performing Level 3 Tasks. Grammar skills would be an important part of the curriculum. If the goal is to produce students with Level 1 survival skills, then the optimum curriculum mix would be entirely different, with a primary emphasis on the teaching and practice of vocabulary. (Higgs and Clifford 1982: 73)

Higgs and Clifford represent the (hypothetical) relative contribution of different subskills, including grammar skills, at different levels of proficiency, in Figure 1.
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Figure 1　Hypothesized relative contribution of different components of proficiency according to level.(Adapted from Higgs and Clifford 1982.)

However, proficiency levels intended for use in curriculum planning will differ somewhat from those intended for use in language-proficiency assessment, since the latter are typically defined negatively, in terms of deficiencies in performance. The proficiency guidelines used in curriculum planning need to be defined positively, in terms of specific but restricted levels of skill. This is not always the case with the ACTFL Proficiency Guidelines. Proficiency levels in language-program development do more than simply specify communicative goals within the curriculum; they also specify the degree of effectiveness with which communication is carried out.

The use of graded objectives in curriculum development currently being implemented in several countries represents an alternative approach to relating grammatical and other skills to levels of performance on specific tasks (Buckby 1981, Page et al
 . 1982). These are typically defined according to the type of tasks that a second-or foreign-language learner at a particular level of proficiency can be expected to carry out. Proficiency guidelines and graded objectives are different in conception from what are commonly understood as curriculum objectives. This is because they can be derived empirically—that is, drawn from studies of learner performance at different levels of achievement (cf. Brindley 1982). In this way, they are not merely the planner' s or applied linguist' s views of how target-language performance is established.

How is grammar affected by the shift from &quot; competence&quot; to &quot; performance&quot; as the guiding principle of language-curriculum development? Higgs and Clifford (1982) claim that grammatical accuracy is a fundamental component of lower levels of proficiency for many communicative tasks. If accuracy is delayed to promote comprehensible output, they say, learners may not be able to move beyond the level of proficiency currently represented by Level 2 on the FSL scale. The pragmatic mode will develop at the expense of the syntactic mode. This is not to advocate a return to grammatical syllabuses or grammar drills, because a focus on grammar in itself is not a valid approach to the development of language proficiency. Instead, tasks and activities selected for use at different levels of proficiency should reflect the degree of importance attributed to grammatical accuracy at that level. Furthermore, by focusing on grammatical accuracy we can engage the learner in pedagogic tasks and learning experiences that allow for the development of monitoring, revision, or editing capacities, that is, making grammatical accuracy a part of the communicative process, rather than focusing on the study of grammar for its own sake. Grammatical skills are thus seen as a component of language proficiency rather than as an end in themselves. In conclusion, although grammar must always play a central role in language teaching, its importance can be derived from and related to the proficiencies we plan as the outcomes of language curriculum.
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Textbooks: Help or Hindrance in Teaching?[1]




The most commonly found elements in second and foreign language classrooms around the world are teachers, learners, and textbooks. While the roles of teachers, teaching, and learners have been the focus of a vast body of discussion and research over the years, much less attention has been given to textbooks. Yet in many schools and language programs the textbooks used in classrooms are
 the curriculum. If one wants to determine the objectives of a language program, the kind of syllabus being used, the skills being taught, the content the students will study, and the assumptions about teaching and learning that the course embodies, it is often necessary to look no further than the textbooks used in the program itself. Textbooks and other commercial materials in many situations represent the hidden curriculum of many language courses and thus play a significant part in the process of teaching and learning. In this chapter, the roles of textbooks and their impact on teachers and teaching are examined.

The extent of textbook use in language teaching

Every year millions of language textbooks are sold worldwide. A diversity of commercial textbooks is available to support practically every kind of language program, from general international courses to country-specific texts aimed at, for example, elementary school children in Singapore, immigrant factory workers in Australia, or university botany students in Poland. Increasingly, the audience for today' s textbooks is specific groups, each with particular requirements. This is a somewhat different picture from the 1970s, when basic series such as English
 900 (English Language Services 1964) were designed to be used worldwide. Today there are fewer global course books and an increasing demand for country-specific textbooks. The design and production values of textbooks have also changed significantly. Contemporary language textbooks are visually appealing, with full-color art and sophisticated magazine-like design, printed on high-quality paper and supported by an assortment of supplementary resources, such as workbooks, cassettes, CDs, CD-ROMs, and videos. Today' s textbooks are also much more culturally sensitive than their predecessors. Publishers are increasingly responsive to the need to ensure that their textbooks reflect progressive and politically acceptable values. Efforts are made to avoid social bias and ethnocentrism and to reflect universal human concerns, needs, and feelings in the content of the books. Some publishers provide guidelines for authors on these issues. For example, Macmillan/McGraw-Hill has developed a set of multicultural guidelines for the use of writers of educational materials. To avoid physical stereotypes in book illustrations, the guidelines state:





—Maintain a 50-50 balance between the sexes—numerically and in terms of the significance and prominence of the activity illustrated, within schools and across the series.

—Aim for a gender-neutral style of illustration.

—Use illustrations that include all physical types, with occasional evidence of physical disability. Avoid stereotypical association of images.

(Reflecting Diversity
 1993: 38)




Haines (1996: 27) characrerizes differences between current and past trends in ESL/EFL textbooks in the following way:


Then


1. author and academic centered

2. uncertain global market

3. European focus

4. sell what is published

5. culture of origin, methodology of origin

6. English for its own sake

7. UK/US publisher dominance

8. native speaker expertise

9. culturally insensitive

10. low risk/competition

11. little design

12. artificial text and task

13. single volume titles


Now




1. market led

2. specific, fragmented markets

3. Pacific Rim and Latin America focus



4. publish what can be sold

5. international or local culture

6. indigenous learning situations

7. English for specific purposes

8. rise in local publishing

9. non-native speaker competence

10. culturally sensitive

11. high risk/competition




12. design rich

13. authenticity

14. multi-component/multimedia

Not all schools and institutions encourage the use of commercial textbooks, however. Reasons for discouraging their use include (see also Crawford 1995):





—Teacher-made materials are more relevant and appropriate than commercial materials.

—Textbooks cannot provide the basis for a comprehensive language course.

—Textbooks are often culturally inappropriate (e.g., they might have British cultural content that would not work in a non-British context).

—Textbooks are not compatible with a learner-centered philosophy of teaching.

—Textbooks should not be needed by good teachers, who can create their own materials.

However, situations where textbooks are not used are in a minority, to judge from the diversity of textbooks published each year. It is not surprising that most teachers capitalize on their availability. For many teachers, the commercial textbook is hence the primary source of teaching ideas and materials in their teaching. Indeed, the extent of English language teaching activities worldwide could hardly be sustained without the help of the present generation of textbooks. In many parts of the world, much of the teaching of English goes on outside the state school sector in private language schools. Teachers in these schools may or may not be native speakers of English, but they often have little or no formal teacher training. The textbook and the teacher' s manual are their primary teaching resources.

Even in state school systems, where teachers with a better level of training may be employed, commercial textbooks are often the major teaching resources used. For example, in a survey of ESL teachers in Hong Kong secondary schools (N=149), the teachers reported that their primary teaching resources were textbooks, supplementary materials, and audiotapes. The primary functions of the textbook were to provide practice activities (64%), a structured language program for teachers to follow (56%), language models (55%), and information about the language (50%). Most teachers reported that they do not rely on a single textbook (83%), but use a separate textbook for listening (86%), reading practice (66%), and writing (56%). Only 28% of the teachers reported that they made a significant use of exercises and materials that they prepared themselves (Richards, Tung, and Ng 1992).

The dominant role of textbooks within school systems is reflected in the bureaucratic apparatus that has evolved in many situations to place and maintain textbooks in schools, often with minimal input from classroom teachers themselves. Thus in many countries a chain of events takes place in which the Ministry of Education produces test formats or guidelines, publishers produce textbooks to match the guidelines, school districts set in place procedures by which textbooks are reviewed and adopted, lists of approved textbooks are published, and teachers (or their supervisors) then select the books they will use.

The reasons for the widespread use of commercial textbooks are obvious. There are time and cost benefits to teachers and schools in the use of commercial materials. If teachers were not allowed to use textbooks, they would need additional training in the preparation of materials. Schools (or teacher training institutions) would have to plan for such training. In addition, if materials preparation were to be an ongoing and central aspect of a teacher' s work, teachers would need reduced teaching loads in order to take on these additional responsibilities. Even if such allowances are made, the quality of school-produced materials can rarely compete with that of commercial materials, which often are supported by large budgets for development and production. In addition, commercial materials offer teachers a considerable variety of resources to choose from, and since they represent no personal investment on the part of the teacher, they can easily be replaced if a more interesting textbook comes along.




In addition to the obvious practical advantages of using textbooks, it has been argued that the dominance of commercial textbooks in education generally since the 1950s has been supported by a convergence of assumptions and interests involving educators, teachers, and publishers (Apple 1986). One point of view in the educational establishment has been that improvement in the quality of teaching will come about through the use of instructional materials that are based on findings of current theory and research. Publishers sometimes see their role as bringing new theories and approaches to teachers by setting up teams to write materials based on currently approved pedagogical models (e.g., communicative language teaching or the whole language approach). Good teaching will then result from the use of scientifically based textbooks developed by experts. This idea was stated long ago with respect to reading materials: &quot; One of the most potent factors in the spreading of the results of research is through a well prepared set of readers and their manuals&quot; (Donovan 1928: 106, cited in Shannon 1987). Current language teaching approaches such as communicative language teaching attribute a primary role to instructional materials. Materials are seen as an essential component of instructional design and are often viewed as a way of influencing the quality of classroom interaction and language use (Richards and Rodgers 1986).

Textbooks as a positive or negative influence on teachers

For many educationists, textbooks are seen as having a positive impact on teachers and teaching. The practical benefits teachers gain from using textbooks in terms of time benefits and access to a varied choice of professionally produced resources was noted earlier. Harmer (1991: 257) observes:

Where a textbook is involved there are obvious advantages for both teacher and students. Good textbooks often contain lively and interesting material; they provide a sensible progression of language items, clearly showing what has to be learnt and in some cases summarizing what has been studied so that students can revise grammatical and functional points that they have been concentrating on. Textbooks can be systematic about the amount of vocabulary presented to the student and allow students to study on their own outside the class. Good textbooks also relieve the teacher from the pressure of having to think of original material for every class.

R. L. Allwright describes one point of view about the role of textbooks as the difference view
 :





This holds that we need teaching materials as &quot; carriers&quot; of decisions best made by someone other than the classroom teacher, not because the classroom teacher is deficient, as a classroom teacher, but because the expertise required of materials writers is different from that required of classroom teachers—people who have the interpersonal skills to make classrooms good places to learn in.... ［This］ frees the teacher to develop the expertise needed for dealing with practical and fundamental issues in the fostering of language learning in the classroom setting. (1981: 6)




Hutchinson and Torres (1994) argue that a well-prepared textbook is more than just a set of potential lesson plans, and that textbooks survive and prosper because they are a convenient way of providing structure to a learning program. They suggest that both teachers and learners see textbooks as providing a guide that can help them teach and learn more effectively. From a survey of teachers' views they report:





Teachers see managing their lessons as their greatest need. Most of their responses centre around the facilitating role of the textbook: it &quot; saves time, gives direction to lessons, guides discussion, facilitates giving of homework, &quot; making teaching &quot; easier, better organized, more convenient, &quot; and learning &quot; easier, faster, better.&quot; Most of all the textbook provides confidence and security. (Hutchinson and Torres 1994: 318)

The idea that commercial materials are technically superior to teacher-made materials because they are based on a more systematic and carefully developed syllabus has had a long history in education.





［Commercially］ prepared materials are, as a rule, more skillfully organized and are technically superior to those developed daily in classrooms. Because they follow a sequential plan, the chance for so called &quot; gaps in learning&quot; is greatly reduced. (Gray 1936: 90-1; cited in Shannon 1987)

For both teachers and learners, the textbook provides a map that lays out the general content of lessons and a sense of structure that gives coherence to both individual lessons as well as an entire course. Students, too, often appreciate studying from an attractively produced class text, since they feel it is an authoritative and accessible tool that can both facilitate learning and make it more enjoyable. This view is reflected in the following comments from teachers on their reactions to a commercial textbook they are using:





&quot; My students really enjoy coming to class. The book has made learning much more fun for them.&quot; &quot; This book has totally turned around the listening program in our school. We really didn' t know what to do with listening before, and the book we were using didn' t help. Now we have a great program which both teachers and students like.&quot; &quot; The students love the topics and the art. They don' t feel as if they are learning English but just having fun.&quot; For learners, as Hutchinson and Torres point out, textbooks can provide an orientation to their learning program, enabling them to see what they will be studying, in what sequence, and how much material will be covered. This can give learners a sense of autonomy, which dependence on daily or weekly lesson handouts does not provide. Crawford notes:





It may well be this sense of control which explains the popularity of textbooks with students. Consequently a teacher' s decision not
 to use a textbook may actually be a &quot; touch of imperialism&quot; ...because it retains control in the hands of the teacher rather than the learner. (Crawford 1995: 28)

Another view of the value of textbooks is that textbooks and teacher' s manuals can help inexperienced teachers develop skills in teaching. Many teacher' s manuals for ESL course books are hence not only guides on how to use the book but also serve as teacher training manuals for inexperienced teachers, with detailed advice on such things as how to use small group teaching, approaches to grammar teaching in a communicative class, strategies for error correction, or the philosophy of process writing and how to implement it—information that goes well beyond the context of a particular text.




However, others see textbooks as an impediment to teacher development. Swan (1992: 33), for example, warns:





The danger with ready-made textbooks is that they can seem to absolve teachers of responsibihty. Instead of participating in the day-to-day decisions that have to be made about what to teach and how to teach it, it is easy to just sit back and operate the system, secure in the belief that the wise and virtuous people who produced the textbook knew what was good for us. Unfortunately this is rarely the case.

Allwright describes a deficiency view
 of textbooks based on the notion of &quot; teacher-proofing.&quot; Teacher-proofing is based on the assumption that teachers cannot always be trusted to teach well and that textbooks should be designed to compensate for the inadequacies of teachers. Textbooks that are based on sound theories and organized along scientific principles provide a system, a predetermined content, and a set of instructional tasks, and can therefore compensate for the variations that are found in individual teaching skill in the real world.





According to this view, we need teaching materials to save learners from our deficiencies as teachers, to make sure, as far as possible, that the syllabus is properly covered, and that exercises are well thought out, for example. This way of thinking might lead, at one extreme, to the idea that the &quot; best&quot; teachers would neither want nor need published materials. At the other extreme we would have &quot; teacher proof&quot; materials that no teacher, however deficient, would be able to teach badly with. (Allwright 1981: 6)

Another potentially negative consequence of the use of textbooks is that they can lead to reification. Reification refers to the unjustifiable attribution of qualities of excellence, authority, and validity to published textbooks, a tendency often supported by the promotional efforts of publishers. In promoting their products, publishers often support the idea that their books represent the theories of experts or the most recent scientific research. With or without publishers' efforts, however, there is the general expectation among teachers that textbooks have been carefully developed through consultation with teachers and specialists and through field testing, and that the exercises and activities they contain will achieve what they set out to do. In some situations, this belief may be reinforced by culturally based views on the attributes of the printed word. Teachers in some parts of the world, for example, tend to assume that any item included in a textbook must be an important learning item for students, and that explanations (e.g., of grammar rules or idioms) and cultural information provided by the author are true and should not be questioned: they assume that they do not have the authority, or knowledge to adapt the textbook. They likewise believe that activities found in a textbook are superior to ones that they could devise themselves. Ariew (1982: 11) observes:








A textbook is often regarded as an immutable and almost mythical object. Our attitude about a text may border on reverence. Many of us will defend our chosen text passionately, at least for the first two years after its adoption. We rarely ask how the text came into being, or what forces were at work during its preparation.

Reification of textbooks, if it occurs, results in teachers failing to look at textbooks critically and assuming that teaching decisions made in the textbook and teaching manual are superior and more valid than those they could make themselves.

A further consequence of the use of textbooks by teachers is that it may lead to a reduction of the level of cognitive skills involved in teaching if teaching decisions are largely based on the textbook and the teacher' s manual. This has been described as &quot; deskilling&quot; (Apple and Jungck 1990; Shannon 1987), or the loss of skills through their lack of use. Apple and Jungck (1990) see deskilling as a consequence of viewing teaching as a labor process in which there is a rationalization and standardization of people' s jobs. They identify two significant consequences.





The first is what we shall call separation of conception from execution
 . When complicated jobs are broken down into atomistic elements, the person doing the job loses sight of the whole process and loses control over her or his own labor because someone outside the immediate situation now has greater control over both the planning and what is actually to go on. The second consequence is related, but adds a further debilitating characteristic. This is known as deskilling
 . As employees lose control over their own labor, the skills that they have developed over the years atrophy. They are slowly lost, thereby making it even easier for management to control even more of one' s job because the skills of planning and controlling it yourself are no longer available. A general principle emerges here: in one' s labor, lack of use leads to loss. (1990: 230)

If some of the essential skills of teaching are lost, such as inability to use the pedagogical reasoning skills that are involved in the preparation of instructional materials, the teacher' s role is trivialized and marginalized to that of little more than a technician. The teacher' s job is to study the teacher' s manual and follow the procedures laid out there. Rather than viewing teaching as a cognitive process that is highly interactional in nature, teaching is seen as something that can be preplanned by others, leaving the teacher to do little more than act out predetermined procedures. Teachers now have little control over the goals or the methods of instruction, and more and more class time is occupied with students completing workbook tasks or working from the textbook under the teacher' s direction. If teachers allow textbooks to make most of their decisions for them and see their role as primarily managing the students through the materials, it is argued that the level at which teachers are engaged in teaching is reduced to a very superficial one.

Studolsky (1989), on the other hand, questions the assumption that classroom instruction, particularly in elementary school, is dominated by textbooks. She suggests that it is necessary to distinguish three areas of influence on teaching and teacher planning: topics that occur in textbooks, the actual material and exercises that occur on the pages of a book, and teaching suggestions given in the teacher' s manual. A teacher might teach a topic presented in a book but use his or her own materials to supplement or replace the presentation in the book; a teacher might use teaching suggestions given in the manual without using the student text itself; or the teacher may use materials from other textbooks or workbooks to supplement the treatment given in the book. Studolsky argues that too little attention has been given to how teachers actually make use of textbooks and points out that &quot; exactly what the presence of textbooks ［in the classroom］ signals about their use has not been adequately studied or analyzed&quot; (p. 159).




In a review of research on textbook use, A. Woodward (1993) concludes that use of textbooks depends on the teacher' s experience (inexperienced teachers use textbooks more extensively than experienced teachers) and on the subject matter being taught (subject matter teachers use textbooks as a source for lesson content but not necessarily for teaching procedures, whereas reading teachers tend to follow textbooks more rigidly).

Freeman and Porter (cited in Studolsky 1989), in an investigation of how teachers use textbooks, found that even when the choice and sequence of topics to be taught was determined by the textbook, teachers still had to make significant decisions concerning time allocation, expected standards of performance, and modifying instruction to suit different student abilities within the same class. Teachers were also selective in the topics they chose from their textbooks.

Studolsky (1989) examined teachers of math and social studies to determine the extent to which topics taught were from the book, which sections of the book or other materials were used, and the extent to which teachers followed suggestions in the teacher' s manual. She found that the six teachers she observed varied considerably in their use of textbooks, the greatest area of influence being choice of instructional topics, though this did not extend to sequencing of topics. The teachers differed most in their use of classroom practices and teaching techniques and their use of activities from the teacher' s edition. Teachers were extremely selective in what they used from the textbooks and in following through on recommendations in the teacher' s manuals. Studolsky' s study suggests therefore that teachers' abilities to teach and to employ pedagogical reasoning skills were not negatively affected by the use of a textbook. Rather, the book served simply as a resource, which they drew from in different ways. Hence she concludes:





We have found little evidence in the literature or our case studies to support the idea that teachers teach strictly by the book. Instead, we have seen variation in practice that seems to result from teachers&quot; own convictions and preferences, the nature of the materials they use, the school context in which they teach, the particular students in their class, and the subject matter and grade level they are teaching. (Studolsky 1989: 180)

Textbooks as products of compromise

Two factors are involved in the development of commercial textbooks: those representing the interests of the author, and those representing the interests of the publisher (Byrd 1995a; Werner et al
 . 1995). The author is generally concerned to produce a text that teachers will find innovative, creative, relevant to their learners' needs, and that they will enjoy teaching from. The author is also hopeful that the book will be successful and make a financial profit, since a large investment of the author' s personal time and effort is involved. The publisher is primarily motivated by financial success. However, in order to achieve a profit, publishers generally recognize that a book must have qualities of excellence that will distinguish it from its competitors. Ariew describes the compromises authors and publishers often have to make in order to achieve their sometimes conflicting goals.





A truly innovative approach may be unfamiliar to teachers and so meet with their resistance; it may be threatening to the public responsible for text adoptions, and it may create public controversy. A publisher' s success is based on the ability to satisfy the majority of the public; thus, the preference to aim for the mainstream, to sterilize situations and vocabulary and arouse as little controversy as possible. These products of compromise may be as boring as the innovative materials are threatening. Falling too close to either end of the spectrum can have a catastrophic impact on a text' s marketability. Finding a perfect balance berween innovation and saleability is maddeningly difficult. (Ariew 1982: 12)




In an attempt to make an author' s manuscript usable in as large a market as possible, the publisher often has to change it substantially. Some of these changes are necessitated by the fact that teachers with very different levels of experience, training, and teaching skill might use the book. Exercises should have explicit goals, procedures for using activities should be obvious and uncomplicated, and teachers should not have to spend much time working out how to use the material. In addition, content that would not be welcome in particular markets may have to be removed. As a consequence, much of the &quot; flavor&quot; and creativity of the writer' s original manuscript may disappear.

At the same time, the publisher will try to satisfy teachers' expectations as to what a textbook at a certain level should contain. For example, if an introductory ESL textbook does not include the present continuous, teachers may feel that it is defective and not wish to use it. Ariew describes the process of making the textbook usable in the widest possible market as &quot; homogenization&quot; :





Many publishers systematically delete all (or all but traditional considerations of) topics believed to be controversial or taboo. This tendency has several significant consequences. Besides making texts look alike, these biases affect the treatment of target cultures and may result in inaccurate descriptions or characterizations. The text becomes an ethnocentric clone of the most conservative expression of our own culture. (Ariew 1982: 12-13)

However, no matter what the circumstances are that lead to the publication of a textbook, the end result is still a very special kind of teaching resource. The process of writing a textbook calls on the writer' s pedagogical reasoning skills (see Chapters 2 and 3)—that is, the ability to transform content into effective plans for lessons. The processes a textbook writer employs in writing a textbook are hence the same processes that a teacher employs in planning the content of a lesson. For example, in the case of commercial textbook writing, the writer (in conjunction with editors and consultants, many of them classroom teachers) first develops a syllabus for the book, specifying the topics, structures, skills, and other features that the book will cover. Once the writing process begins, the writer has to confront the problem that is at the essence of teaching—how to create a sequence of activities that leads teachers and learners through the content in a way that is at an appropriate level of difficulty, that is engaging, and that provides both motivating and useful practice. The preparation of a one-page activity in a textbook may hence represent many hours of time on the part of the writer, as well as feedback from editors, reviewers, and field testers. The textbook writer has to draw on a considerable depth of knowledge regarding teachers, teaching, language, and learners in producing what might appear to be the simplest of lessons on the page. As Byrd observes:





For the writer of textbooks, possibly the most demanding of the differences between writing for a particular class and writing for publication is the search for coherence. At its best, a textbook is a unified, seamless whole rather than a random collection of materials. The creative energy demanded for writing textbooks involves more than the ability to present language learning materials that are in some way different from those that have been published previously. Textbooks need to be different in conception and organization from the files of materials that all of us develop over the years as we teach our various ESL courses.(1995b: 7)




Yet despite an author' s best efforts, textbooks seldom provide a perfect fit for the situations in which they are used: nor can they, because of the factors of compromise and homogenization described earlier. Teachers should therefore approach textbooks with the expectation that deletion, adaptation, and extension will normally be needed for the materials to work effectively with their class. These processes can be thought of as &quot; deconstruction&quot; and &quot; reconstruction, &quot; as teachers tailor the materials more closely to their students' needs and to their own teaching style—processes that constitute the art and the craft of teaching.

Textbooks and teacher training

Since it seems evident that despite the availability of other instructional resources, teachers and schools will continue to use commercial textbooks extensively in the future, what can be done to ensure that textbooks support rather than dominate teaching and that they enhance teachers' level of involvement in teaching rather than hinder it? In order for textbooks to be able to serve as sources for creating teaching, teacher education programs need to provide participants with skills in evaluating and adapting textbooks and other commercial materials and prepare teachers for appropriate ways of using textbooks. Yet in many such programs, student teachers get conflicting messages about the role of textbooks. In one course, the lecturer might discourage teachers from using textbooks, suggesting that current approaches to language teaching are not compatible with the use of commercial textbooks. In another course, the lecturer may suggest that textbooks are a useful resource. In many programs, however, the role of textbooks in teaching is not sufficiently acknowledged, and teachers get inadequate preparation in how to use textbooks in appropriate ways (Ball and Feiman-Nemser 1988). In the remainder of this chapter, activities for use in in-service courses and workshops for teachers are described. These activities seek to develop an understanding of the nature of textbooks and their role in teaching through the processes of analyzing what textbooks set out to do and how they do it, developing criteria for evaluating textbooks, providing experience in preparing instructional materials, giving experience in adapting textbooks, and monitoring the use of materials in teaching.

Examining the content of textbooks

A study of the content of language textbooks is a useful activity in courses on curriculum design, methodology, and materials development. A wide variety of content issues can be examined, including cultural content, linguistic content, and pedagogical content of textbooks. For example, in the area of cultural content
 , teachers may work in groups and examine a set of materials in terms of how they portray women, ethnic minorities, or the elderly, through identifying both the ways in which they are presented as well as the frequency with which specific types of people appear. A focus on the linguistic content
 of a textbook might involve examining a particular linguistic item or set of items in a textbook (e.g., how &quot; if-clauses&quot; are presented) and comparing the treatment given in the textbook with information in a reference grammar or language corpus. A focus on the pedagogical content
 of a textbook involves examining the teaching items and teaching strategies that occur in a book. This will be illustrated in more detail.




The first stage in reviewing the pedagogical content of a textbook is to determine exactly what it is that a book or unit from a book sets out to teach. For example, is the focus of a unit linguistic competence (e.g., grammar, pronunciation), language skills (e.g., listening, reading), learning strategies (e.g., dealing with unfamiliar vocabulary), test-taking skills (e.g., answering multiple-choice questions), or real-world tasks (e.g., filling out a job application)? The next stage involves examining the tasks employed in the textbook and identifying the different kinds of formats that are used to teach or practice different teaching items. For example, in examining tasks for the teaching of reading skills, one useful activity centers on a discussion of Barrett' s taxonomy of levels of reading comprehension. Barrett' s (1968) taxonomy describes reading comprehension in terms of five levels of response to a text:

1.  Literal comprehension (recognizing or recalling information stated explicitly in the text)



2.  Reorganization (analyzing, synthesizing, and organizing information that has been stated explicitly in the text)



3.  Inferential comprehension (using information that has been explicitly stated along with one' s own personal experience as a basis for conjecture and hypothesis)



4.  Evaluation (making judgments and decisions concerning the value of ideas in a text)



5.  Appreciating (responding to the psychological, literary, or aesthetic impact of the text on the reader)



Teachers can first examine exercise types that can be used with a reading passage to focus on each of the five levels of comprehension, and then develop their own exercises for each level to accompany different kinds of texts. Commercial ESL reading materials are also examined to determine the levels of reading comprehension they set out to teach and how they do so.

Developing criteria for evaluating textbooks

Evaluation can take the form of a group activity in which teachers identify criteria they would use in assessing a textbook, a unit of material, or an exercise. The focus is initially at a macro level (i.e., developing criteria that could be used with any kind of textbook), and then at a micro level (e.g., developing criteria for a specific kind of textbook, such as a conversation text). For the macro-level evaluation, criteria are identified under teacher factors, learner factors, and task factors. Under teacher factors
 , a group of teachers identified the following:

—The book has a good teacher' s manual.

—It is relatively easy to use.

—It can be easily adapted to fit my class needs.

—It is culturally appropriate for my learners.

—The teaching points are easy to identify.

—It is not dependent on the use of equipment.

—It can be used with classes of mixed ability.




Under learner factors
 they identified:

—The content interests the students.

—The level is appropriate.

—The cost is acceptable.

—It is motivating and challenging.

—The format is attractive and colorful.

Under task factors
 , they specified:

—The tasks achieve their objectives.

—The tasks are self-explanatory.

—The tasks provide an element of challenge.

—The tasks are engaging and interesting.

—The tasks progress in difficulty throughout the course.

For the micro-level evaluation, the teachers came up with the following criteria for evaluating a conversation text:

—It motivates learners to speak and provides a purpose for speaking.

—It works on the three essential skills of accuracy, fluency, and intelligibility.

—It promotes interaction (two-    or three-way) and generates plenty of speaking practice.

—It develops awareness of cultural norms.

—It develops practical, usable skills; it has transfer value.

—It is practical in classroom terms.

—It involves information/opinion sharing.

—It reflects students' needs and experience.

—It practices relevant conversational functions.

—It provides all the support needed for completing tasks.

—It moves from controlled practice to fluency.

—It reflects conversational registers.

—It practices conversational strategies.

—It reflects authentic language use.

Checklists from published sources are also examined (e.g., Daoud and Celce-Murcia 1979), and those, together with the teacher-generated criteria, are used in examining textbooks and determining priorities for adaptation.




Trying out materials design

Experience in writing instructional materials is also invaluable for teach-ers, enabling them to appreciate the types of planning and decision making that materials design involves. Assigning a group of teachers an identical task (such as developing a set of listening tasks around a listening text) and comparing the different solutions they arrive at is a useful way of comparing not only personal creativity, but also the different types of problems each teacher addressed and how they resolved them. Teachers can also compare their own efforts with those of a textbook writer. For example, they can be given a task to design that is similar to one in a textbook and be given the same goals and resources (e.g., a reading passage). After they have developed their exercises, they can be given the textbook writer' s exercises for comparison. Activities of this kind help teachers appreciate the kind of thought and effort that go into textbook preparation and also give teachers skills they can use in adapting textbook exercises or developing their own materials.

Monitoring the use of materials in teaching

The focus of monitoring activities is on collecting data on teachers' use of materials and using the information obtained to reflect critically on teaching. This can involve:

1.  self-report forms, in which teachers monitor how they use a textbook, how they adapt it, and how students respond to it. The information obtained may be used later for discussion and comparison with colleagues.

2.  journal-writing activities, in which teachers write about their use of materials, focusing on similar issues to those in (1).

3.  student reports on materials, either through questionnaires or journal writing.

Parallel teaching

Another useful activity is for a group of teachers to teach the same textbook or materials, to monitor their use of the materials, and then to meet regularly to compare in what ways they use the text, how they adapt and extend it, and how they incorporate it into their own teaching approach. The focus here is not on how to teach the book, but rather on how each teacher uses the book within the framework of his or her individual teaching approach.

Conclusion

Textbooks appear to be an undervalued resource in language teaching. Despite their extensive use by teachers, acknowledgment of their role has in the past been somewhat unfashionable. In some situations, it has even been suggested that use of a textbook is an admission of incompetence, and textbook writing has been regarded as a crass commercial enterprise devoid of educational merit. But, as Dubin notes, this situation is changing.








Our own professional universe of language teaching is changing in regard to how large numbers of practitioners view the activity of producing materials for classroom instruction. An earlier era suffered from an abundance of textbooks so void of vitality that the entire genre could be stereotyped under the rubric: Le livre de ma tante est sur la table
 . Throwing brickbats at the textbook—and by extension at the author who produced those kinds of nonmeaningful sentences—used to be commonplace.

More recent paradigms for language learning have widened the scope of materials for instruction, and, in so doing, have helped to legitimize the entire activity of materials production. (1995: 13)

Despite this, we still have relatively little empirical data on how teachers use textbooks and the extent to which they influence their teaching. Clearly, textbooks do have the potential for assuming some of the responsibilities that teachers might wish to assume themselves, such as planning a syllabus, selecting topics and content for teaching, and devising engaging learning experiences. On the other hand, many teachers are happy to leave this task to the textbook writer, and to see their responsibility as personalizing the text for their learners, adapting and supplementing it, building links from the textbook to past and future learning, and developing ways of going beyond the textbook based on the learners' interest and response. Activities such as these are still a fundamental part of every teacher' s pedagogical expertise and responsibility, and in no way need lessen the level at which a teacher is involved in the process of teaching.

However, it is also possible for teachers to be relatively uninvolved in teaching, and to see their role simply as presenters of material contained in the textbook. Under circumstances such as these, there is indeed a potential deskilling effect for textbooks. To avoid this possibility, it is essential to give teachers the knowledge and skills needed to evaluate and adapt textbooks—to prepare them to use textbooks as sources for creative adaptation. In this way, the potential negative impact of using textbooks can be minimized and they can find their rightful place in the educational system—namely, as resources to support and facilitate teaching rather than dominate it.
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Materials Development and Research —Making the Connection[1]




Within applied linguistics the activities of those involved in developing instructional materials and those working in second language learning research and the more theoretical areas of applied linguistics are often seen to have little connection. Traditionally there has been relatively little cross over between those working in either domain, as seen in the very different issues written about in journals such as TESOL Quarterly
 as compared to journals such as Applied Linguistics
 . Practitioners in one domain seldom work in the other, (although people like myself, David Nunan, and Michael McCarthy might be considered exceptions). In this paper I want to explore some of the kinds of interaction that are possible between research/theory and materials design and illustrate such connections from my own experience as a materials' developer who is also interested in research and theory.

Effective instructional materials in language teaching are shaped by consideration of a number of factors, including teacher, learner, and contextual variables. Teacher factors include the teacher' s language proficiency, training and experience, cultural background, and preferred teaching style. Learner factors include learners' learning style preferences, their language learning needs, interests, and motivations. Contextual factors include the school culture, classroom conditions, class size, and availability of teaching resources in situations where the materials will be used. In planning a new textbook or course book series the publisher will normally provide the writer with a profile of the target teachers, learners, and teaching context to enable the writer to tailor the materials to the target audience. In curriculum planning this phase is part of situational analysis. (See Appendix l for an example of the sort of information that might be provided.) Two other factors play a crucial role in determining what the materials will look like and how they will work. One is the theory of language and language use reflected in the materials, and the other is the theory of language learning on which the materials are based. These two sources of input provide the necessary links between theory and practice. But how does this actually work out in practice?

The theory of language and language use

In developing materials for any aspect of language learning, whether it be a skill-based course in listening, speaking, reading or writing or an integrated-skills basic series, the writer' s understanding of language and language use will have a major impact on material' s design, since it will play a role in determining the goals the writer sets for the materials, the focus of the materials themselves and the activities within them. I will refer to this level of conceptualization as the writer' s theory of language and language use. In planning materials for the teaching of writing for example, the materials developer could start from any of a number of views of the nature of writing or of texts. He or she could start from a view of written language that focuses on writing
 -modes
 , i.e., the organizational modes underlying paragraphs and essays, such as definition, comparison-contrast, classification, or cause-effect. Alternatively the materials' developer might start from a genre or text-based view of written language in which texts such as news reports, business letters, or academic articles are seen to reflect their use in particular contexts. Or the writer could begin from a process perspective in which written texts are seen to reflect the cognitive and composing processes that go into their creation, such as prewriting, planning, drafting, composing, reviewing, revising, and editing. If, on the other hand, one were preparing a listening course the materials developer would need to clarify his or her understanding of the nature of listening. Is it viewed largely as a process of decoding input? Is it viewed in terms of the mastery of discrete listening skills and sub-skills? Or it is seen as a blend of top-down and bottom-up processing? For a speaking course, likewise, a starting point is selecting an appropriate theory or model of the nature of oral interaction. Will it be based on a model of communicative competence and seek to address grammatical competence, sociolinguistic competence, discourse competence and strategic competence? Or is oral communication viewed more in terms of speech act theory focusing on utterances as functional units in communication and dependent upon the performance of speech acts?




While the preparation of instructional materials might appear to be an essentially practical activity, materials will inevitably reflect a theory of the nature of language, communication, or language use. And as my former colleague Ted Plaister used to remind me, &quot; There' s nothing so practical as a good theory!&quot; Typically the writer will be encouraged to adopt the theoretical flavor of the month, so to speak, whether that be genre theory, an interactionist view of second language learning, a systemic approach to grammar, an interactive model of reading, a task-based orientation to instruction, or whatever, in order that in the publisher' s promotional literature the materials can claim to be &quot; based on current theory and research.&quot;

The theory of language learning

In addition to selecting a theory of language and language use to support the approach the writer will take to his or her task, the writer will also need to consider the complementary question of the theory of language learning underlying the materials, since this will determine how the syllabus is implemented in the form of exercises, tasks, activities and learning experiences. Particular language models are often linked to particular views of learning. For example, a text-based approach to the teaching of writing is often linked to a Vygotskian view of learning based on the notion of scaffolding. The teacher and the learners are viewed as engaged in collaborative problem-solving activity with the teacher providing demonstrations, support, guidance and input and gradually withdrawing these as the learner becomes increasingly independent. Models of good writing are shamelessly employed and writing (or more correctly, text construction) is taught through a process of deconstruction, modeling, and joint elaboration and reconstruction as students create their own texts. The theory of learning underlying approaches to the teaching of conversation might be based on a somewhat different view of learning. It could reflect an interactionist view of language acquisition based on the hypothesis that language acquisition requires or greatly benefits from interaction, communication, and especially negotiation of meaning, which happens when interlocutors attempt to overcome problems in conveying their meaning, resulting in both additional input and useful feedback on the learners' own production.

Second language learning theory has been a ripe field for speculation in the last 20 or so years, and consequently the writer has a rich source of theories to draw from in deciding on a learning model to adopt. The changing state of theory and understanding in relation to language and language use is responsible for paradigm shifts in language teaching and for the ongoing need to review what our assumptions are and sometimes to rethink how we go about developing materials. Let me give an example from materials development for second language listening, an area in which I have written several classroom texts and in which I am currently engaged.

The traditional approach to the teaching of listening sees listening comprehension
 as the focus of listening materials. The assumptions underlying this approach are:

◎ Listening serves the goal of extracting meaning from messages




◎ In order to do this learners have to be taught how to use both bottom up and top down processes to arrive at an understanding of messages

◎ The language of utterances, i.e., the precise words, syntax, and expressions used by speakers, represents temporary carriers of meaning. Once meaning has been identified there is no further need to attend to the form of messages.

In classroom materials a variety of techniques have been employed to practice listening as comprehension. These include:

◎ Predicting the meaning of messages

◎ Identifying key words and ignoring others while listening

◎ Using background knowledge to facilitate selective listening.

These assumptions and practices have served me well in developing successful listening texts. But as a result of changing theoretical perspectives on the nature of listening in language learning I have recently been exploring the implications of a different but complementary view of listening, one that looks at the role of listening in facilitating language acquisition. Schmidt (1990) and others have drawn attention to the role of consciousness in language learning, and in particular to the role of noticing
 in learning. His argument is that we won' t learn anything from input we hear and understand unless we notice something about the input. Consciousness of features of the input can serve as a trigger which activates the first stage in the process of incorporating new linguistic features into one' s language competence. Schmidt distinguishes between input (what the leaner hears) and intake (that part of the input that the learner notices). In order for listening to lead to language acquisition
 and not simply to comprehension
 , it is argued that learners need to both notice
 features of the input as well as have opportunities to try to incorporate new language items in their linguistic repertoire. This involves processes variously referred to as restructuring, complexification, and producing stretched output.

This view of the role of listening has important implications for teaching listening and for materials development. We can distinguish between situations where comprehension only is an appropriate instructional goal in teaching listening and those where comprehension plus acquisition is the focus. Examples of the former would be situations where listening in order to extract information is the primary focus of listening, such as listening to lectures, listening to announcements, listening to sales presentations and service encounters such as checking into a hotel. In other cases, however, a listening course may be part of a general English course or linked to a speaking course, and in these situations both listening as comprehension and listening as acquisition should be the focus. Listening texts and materials can then be exploited first as the basis for comprehension, and second as the basis for acquisition. This suggests to me a two-part cycle of activities in listening lessons and materials: a comprehension phase and an acquisition phase. The comprehension phase would focus on extracting meaning as described above. The acquisition phase would include noticing activities and restructuring activities. Noticing activities involve returning to a listening text that has served as the basis for comprehension and using them as the basis for language awareness. For example, students could listen to a recording again in order to:

◎ Identify differences between what they hear and a printed version of the text

◎ Complete a cloze version of the text

◎ Complete sentence stems taken from the text




◎ Check off from a list, expressions that occurred in the test.

Restructuring activities are oral or written tasks that involve productive use of selected items from the listening text. Such activities could include:

◎ In the case of conversational texts, pair reading of the tape scripts

◎ Written sentence-completion tasks requiring use of expressions and other linguistic items that occurred in the text

◎ Dialog practice based on dialogs that incorporate items from the text

◎ Role-plays in which students are required to use key language from the text. Anyone who sets out to write instructional materials for language teaching will start out with either some implicit or better still, explicit understanding of the issues discussed above, namely the theory of language and of language learning the materials will be based on. Here the writer' s familiarity with current trends and theory in language teaching, applied linguistics, second language learning or whatever, will be helpful. But in order to make use of this knowledge, (a) it has to be operationalized in the form of a syllabus
 and (b) a set of instructional principles
 has to be extrapolated which will inform the pedagogical strategies used in the materials.

Developing a syllabus for the materials

One of the first applications of the theory of language the instructional designer has selected is the choice of syllabus type on which to base the materials. Thus to continue with some of the examples already cited, a writing course might be built around a functional syllabus, a text-based syllabus or a process syllabus. A listening course might be built around a skills syllabus, a text-based syllabus, or a topical syllabus. And a conversation course might be built around a functional, a task, or a skills syllabus. The different syllabus types may also be combined in different ways. Syllabus design is an activity that can draw on a considerable body of relevant research. Since the field of language description
 (e.g., as seen in register analysis, discourse analysis, corpus studies) is well established there is a substantial research base that a materials' developer can consult in order to make decisions about the linguistic content of instructional materials and so on. In the case of reading materials there are a large number of corpus studies that can provide relevant information. In developing the series—Strategic Reading
 for example (a three-level reading series)one issue was the vocabulary level of the reading texts. Here, particularly for the advanced level in the series, my co-author and I were able to consult not only standard word lists but also research on the most frequently occurring words in academic reading (see Coxhead 2000). Likewise, the syllabuses I have developed for my listening comprehension texts have been based to a large extent on my own and others' research on listening skills and the sub-skills that are assumed to contribute to fluent listening. In a listening-skills project I am currently working on one of the first tasks my co-author and I did at the planning stage was to develop an updated taxonomy of listening skills, which we are referring to as we develop the scope and sequence plan for the materials as well as the activity types (see Appendix 2). In the area of conversation texts, in my first classroom texts in the area of oral skills I drew on sources such as Threshold Level (Van Ek and Alexander 1980) to identify a syllabus of basic functions. Whether Threshold Level can be regarded as research based, of course, is a matter of opinion. In Person to Person
 (Richards and Bycina 1984), for example, the functional syllabus underlying the syllabus is based largely on Threshold Level, supplemented by other sources on essential functions and speech acts. In another series, Springboard
 (Richards 1999), a topical syllabus is used, the topics being derived from research on students' interests and preferences.




The grammatical syllabi found in my course books (such as Interchange and Passages
 ) likewise used the Cobuild corpus-based grammar as a source for items to include in the syllabus, though other factors also played a role in determining the syllabus. These were the kinds of factors referred to earlier: contextual factors
 (the kinds of grammatical items specified in national syllabuses in countries where the courses were to be marketed), as well as teacher factors
 (information from teachers and consultants on grammatical items they would expect to see included at different levels).

Today corpus research is providing invaluable information that can serve as a source for items in course syllabi, although corpus data based on native speaker usage is not necessarily the only relevant source in many cases. Why is this the case? Perhaps an example from the field of lexicography will serve to clarify here. If you look at one of the many learner dictionaries on the market, such as the Longman, Oxford, or Cambridge learner dictionaries, you will see that the definitions in these dictionaries are not based on native-speaker usage. The definitions are written within a specially determined defining vocabulary, a 2, 000 word corpus of words that have been selected according to what Michael West called &quot; definition power.&quot; Take a word such as &quot; container.&quot; Although this might not be a high frequency word, it is a word that can be used to define many other words. A vase
 is a container
 for holding flowers, a bucket
 is a container
 for carrying water, and so on. The definition vocabularies used in learner dictionaries have been developed pragmatically by lexicographers who have tried to find the minimum number of words with the maximum capacity for definition. The syllabus underlying a basic series (such as Interchange
 ) can likewise be constructed according to similar principles.

This principle was well stated by Jeffery, who in the preface to West' s General Service List (1953: v) stated:





To find the minimum number of words that could operate together in constructions capable of entering into the greatest variety of contexts has therefore been the chief aim of those trying to simplify English for the learner.

A similar principle has recently been proposed by Jennifer Jenkins in her book The Phonology of English as an International Language
 , in which she argues that in teaching English in Europe, the traditional native-speaker based RP-referenced phonological syllabus is not necessarily a suitable target for foreign language instruction. She proposes a simplified phonological syllabus as a basis for EFL instruction.

Identifying instructional principles to support the materials

The relevance of research and applied linguistics theory to syllabus design is fairly easy to establish, however its relevance to the notion of instructional principles
 is less straightforward. Before the writer can make decisions on the kinds of exercises, tasks and activities to be employed in materials, an overall instructional framework has to be agreed on. What is the rationale for the kinds of activities employed and their sequencing within the materials? What does research have to offer here? A naïve view of the role of research would be to assume that researchers agree on what the implications of research are for language teaching and that one can lift from research, validated exercise types for use in teaching materials. This view has sometimes been supported by researchers themselves. If you read some of the literature on task-based instruction, for example, you get the impression that the role of teachers' and materials' developers is to apply the findings of SLA research (e.g., Beglar and Hunt 2002). Indeed there is a fairly long tradition in our field of researchers or theoreticians offering prescriptions to teachers and materials writers on what to teach and how to teach it. After all, now discredited methodologies such as audio-lingualism or the cognitive code approach in their day had widespread support from researchers and theoreticians of that time.




Today, however, researchers are much more cautious about the kinds of advice they give. The most one can extrapolate from research are sets of principles that can be used to support particular pedagogical approaches. Kanda and Beglar (2004: 107), for example, observe:





Because second language acquisition pedagogy cannot yet be based on a well-accepted, detailed theory, and many current proposals for task-based instruction are still in an early stage of development, we believe that one fruitful alternative is for researchers and teachers to utilize instructional principles to guide their work.

This has always been my own approach in materials development. The first task I have to solve in planning a set of materials is to identify an acceptable set of principles to support the instructional design process. In some cases these principles can be derived from the methodology of the day. The overarching principles of communicative language teaching as it was elaborated in the 1980s for example can be summarized as follows:

◎ make real communication the focus of language learning

◎ provide opportunities for learners to experiment and try out what they know

◎ be tolerant of learners' errors as they indicate that the learner is building up his or her communicative competence

◎ provide opportunities for learners to develop both accuracy, and fluency

◎ link the different skills such as speaking, reading and listening together, since they usually occur together in the real world

◎ let students induce or discover grammar rules.

These are the principles underlying many of the mainstream communicative course books that were published in the 1980s and 1990s, including my own. The difficulty with principles, however, is that they mean different things to different people. That great philosopher Groucho Marx summed up this existential dilemma in the following words: &quot; Of course I have principles. And if you don' t like these ones, I have others.&quot;

Current interpretation of the underlying principles of contemporary versions of communicative language teaching might lead to the following specifications of underlying principles:

1. Second language learning is facilitated when learners are engaged in interaction and meaningful communication

2. Effective classroom learning tasks and exercises provide opportunities for students to negotiate meaning, expand their language resources, notice how language is used, and take part in meaningful intrapersonal exchange

3. Meaningful communication results from students processing content that is relevant, purposeful, interesting and engaging




4. Communication is a holistic process that often calls upon the use of several language skills or modalities

5. Language learning is facilitated both by activities that involve inductive or discovery learning of underlying rules of language use and organization, as well as by those involving language analysis and reflection

6. Language learning is a gradual process that involves creative use of language and trial and error. Although errors are a normal product of learning the ultimate goal of learning is to be able to use the new language both accurately and fluently

7. Learners develop their own routes to language learning, progress at different rates, and have different needs and motivations for language learning

8. Successful language learning involves the use of effective learning and communication strategies

9. The role of the teacher in the language classroom is that of a facilitator, who creates a classroom climate conducive to language learning and provides opportunities for students to use and practice the language and to reflect on language use and language learning

10. The classroom is a community where learners learn through collaboration and sharing.

The challenge for materials writers is to turn these principles into lesson plans and teaching materials. In a recent secondary school series I coauthored, Connect
 (Richards and Barbesan 2004), we spell out the principles underlying the course in the teacher' s book. These are stated in the following way:


Course principles





Connect
 is based on the notion that generating and maintaining motivation is essential for successful learning. This is incorporated in the series in the following ways:
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At the same time it must be recognized that any set of working principles so derived must be compatible with the local context. Principles derived entirely from research and theory might not always fit well with the school teaching and learning culture. Here situation analysis (see Richards 2001) is needed to identify constraining factors that might hinder the application of theory-driven principles. Both top down and bottom source of information are needed, or in publishing terms what can be called product-driven as well as market-driven factors.

A useful exercise for teachers doing courses on materials development involves examining classroom texts and teachers' manuals to try to identify assumptions about language and language learning underlying materials and how these lead to particular decisions about syllabuses and exercise types in classroom materials.


The myth of authenticity




One issue in materials design that has aroused substantial debate over time is the role of authentic materials. Some have argued that classroom materials should as far as possible mirror the real world and use real world or &quot; authentic sources&quot; as the basis for classroom learning. Clarke and Silbertstein (1977: 51) thus argued:





Classroom activities should parallel the &quot; real world&quot; as closely as possible. Since language is a tool of communication, methods and materials should concentrate on the message and not the medium. The purposes of reading should be the same in class as they are in real life.

But is this always the case? In the real world, people have already learned to read and may read for a variety of purposes—to get information, to relax, be entertained, aroused, or whatever. In a second language learning context students may be reading in order to develop their reading and language skills, as well as for more general purposes. The two situations are not really compatible except in the case of advanced readers. An extreme example of the authenticity fallacy is cited by Allwright (1981: 173), who described a language course at a British university in which one of the guiding principles was &quot; Use no materials, published or unpublished, actually conceived or designed as materials for language teaching.&quot; One wonders if a similar principle could apply to music education. Learning the piano would no longer require learners to practice scales and other finger exercises and to begin playing using specially written pieces for beginners. Perhaps instead they would plunge straight into Bach or Beethoven!

In many cases I would argue, the use of authentic materials (or more accurately, authentic source materials, since some degree of selection and arrangement of such materials is always required) in designing teaching materials is not always either necessary, or realistic. In some cases (e.g., designing reading materials), authentic source texts are relatively easy to locate and likely to have more interesting content than specially written author-generated texts. (This is the case with the series Strategic Reading
 , where all texts are taken from authentic sources.) Generally such texts still require modification to remove low frequency lexical items and obscure syntax or idioms and to accommodate the length of the text to the requirements of a lesson or page format. It is very difficult, however, to find authentic texts appropriate for use in material for beginner or low proficiency college age readers. Authentic texts at an appropriate level of difficulty would typically be found in magazines or on the internet but intended for very young learners, hence the content would not generally be appropriate for older learners. In addition, since in the real world readers are assumed to have a reasonably high level of reading ability and a fairly substantial recognition vocabulary, authentic texts even for college age learners will generally be too complex for use in materials without substantial adaptation.




In the case of speaking materials, other issues arise. For example, in providing oral texts that can serve to present new language, model speaking tasks, or provide content to initiate discussion, texts have to meet several design criteria. There may be constraints in terms of sentence length, exchange length, grammar and so forth that are essential to the design of a task chain within a unit. Chunks of authentic discourse, however obtained, would not meet these criteria, and as anyone who has examined samples of authentic conversational discourse can attest, such data has virtually no value pedagogically. Brown and Yule (1983: 11) point out that in the real world informal conversation often serves the purpose of maintaining social relationships and that the primary purpose of&quot; chat&quot; is not to convey information but to be nice to the person one is speaking to. Typically in such discourse the speakers:





...will tend to conduct a type of talk where one person offers a topic for comment by the other person, responds to the other person if his［sic
 ］ topic is successful, and, if it is not, proffers another topic of conversation. Such primarily interactional chats are frequently characterized by constantly shifting topics and a great deal of agreement on them (Brown and Yule 1983: 11).

Brown and Yule (12) give the following example of typical authentic chat, an extract in which some people are discussing a couple who used to visit the area each summer.

A:   you know but erm+they used to go out in erm August+they used to come+you know the lovely sunsets you get+at that time and

B:   oh yes

C:   there' s a nice new postcard a nice_well I don' t know how new it is+it' s been a while since I' ve been here+of a sunset+a new one+

A:   oh, that' s a lovely one isn' t it

D:   yes yes it was in one of the+calendars

A:   yes that was last year' s calendar it was on

D:   was it last year' s it was on+it was John Forgan who took that one

A:   yes, it' s really lovely+this year' s erm+the Anderson' s house at Lenimore' s in it+at em Thunderguy I should say+

D:   they' ve sold their house

A: yes+the Andersons B: oh have they A: yes yes+erm+they weren' t down last year at all

Brown and Yule point out that in authentic exchanges of this kind there is a large amount of unclarity and non-specificity and the listeners seem to skim the message for gist rather than detail. The discourse has an immediate function in terms of the speakers present at the time—it functions as interactional bonding—but little relevance to anyone else.




Such discourse does, of course, differ substantially from textbook language since it serves a very different function from a dialog in a textbook. This is not necessarily a justification for textbook dialogs such as the following from Saslow (n.d.):

A:   When did you learn to sing
 ?

B:   Well, I started singing
 when I was ten years old, and I' ve been singing every day since then.

A:   I wish I could sing
 like you. I' ve never sung well.

B:   Don' t worry. If you start singing
 today, you' ll be able to sing
 in no time.

A:   Thank you. But isn' t singing
 very hard?

B.  I don' t think so. After you learn to sing
 , you' ll be a great singer.

This textbook dialog represents one extreme. In attempting to illustrate the use of the gerund and the infinitive it presents a parody of an authentic conversational exchange, modeling a conversation that no-one would have in real life thus wasting an opportunity to prepare students for real English. Sadlow contrasts the dialog above with the following, which provides &quot; an opportunity to contextualize the same grammar point while preparing the EFL students to understand real English as well as to prepare them to use real English naturally when the time comes.&quot;

A:   I' ve got an extra ticket for the game on Friday. Do you know anyone who might like to go
 ?

B:   Not offhand. But I' ll ask around.

A:   Thanks.

B:   Hey, come to think of it, I' m free. I' d love to go
 ?

A:   Great. Do you mind driving
 ?

B:   Not at all. Pick you up at seven?

The difficulties (and ultimately, futility) in attempting to use authentic spoken discourse as the basis for teaching materials are illustrated in the series Listening and Speaking Out
 (James, Whitley and Bode 1980), a listening/speaking course from the 1980s. The authors started out with the laudable goal of using authentic discourse as the basis for the listenings. They obtained the listenings by having a group of teachers chat and discuss topics in a recording studio. The teachers knew each other well and so generated examples of reasonably authentic interactional chat. But as with Brown and Yule' s data, the texts that resulted from these interactions have little classroom value. The &quot; information&quot; that arose from the discussions has no relevance or interest to those who were not present, the recordings are punctuated with irritating giggles and laughter (a natural feature of interactional chat among friends), and the materials quickly become boring and unusable.

Textbook dialogs in conversational materials are not there to serve as models of authentic oral interaction but are pedagogical artifacts. Often, a requirement of such dialogs is that they serve to generate student interaction, through simple adaptation or personalization. Sadlow points out that a dialog such as the following, fails on these counts since the content of the dialog is so particular that &quot; it would be difficult for students to do anything except memorize it.&quot;




A:   Did you know that next week is Thanksgiving?

B:   Really? What' s Thanksgiving?

A:   Well, Thanksgiving commemorates the harvest of the early settlers. It was celebrated with Native Americans. Would you like to come to a Thanksgiving dinner?

B:   I' d love to. What do people eat at Thanksgiving?

A:   Turkey, cranberry sauce, and pumpkin pie.

B:   That sounds interesting.

Sadlow comments that if students wanted to use the dialog above as the basis for practice they would have to personalize it some way:





(for instance, to change Thanksgiving to another holiday), they would have to learn a lot of additional language to do it. They would need to research another holiday and learn the language they would need to tell someone about it. But most importantly, since not all holidays have specific foods associated with them, the dialog can' t serve as a model to be applied to other holidays.





On the other hand a dialog such as the following has much more value pedagogically, since it can easily be personalized and adapted.

A: How' s that new Indian restaurant?

B: So-so. The food' s OK, but the service is lousy. If you like Indian food, why don' t you try Delhi Gardens. It' s a lot better.

A: That' s next to the movie theater, isn' t it?

B: Yes, you can' t miss it.

The important point about textbook dialogs is not that they model&quot; authentic&quot; conversational interaction but rather that they provide a spring-board for follow-up activities. This does not mean that they need be contrived or unnatural. Here is where the art and craft of the writer comes into play.

Does this mean that the vast body of research generated by practitioners in the field of discourse analysis and conversational analysis is not relevant to those developing language teaching materials? Sadly, much of it is not, or at least not in preparing materials for EFL contexts. However, if materials are being prepared for a very specific situation and involve learners interacting intensively with native speakers in very specific situations (e.g., doctor-patient interviews), data on the nature of such interactions in the real world is obviously relevant and usable. For most EFL learners, however, interaction is with their teachers and with other students in the classroom and what is important is that they acquire the tools needed to make such interaction possible—i.e., a repertoire of essential vocabulary, grammar, functions, and communication strategies.

Hence when an earnest young graduate student writes to me and objects that the conversational texts in a series such as Interchange
 have different features from those found in the student' s MA research on some aspect of conversational discourse found among cafe workers in coffee shops in Boise, Idaho, my answer is, of course they do! They are designed to serve a very different function.




Similar issues arise with the development of listening materials. While in the real world we are surrounded by authentic examples of listening texts such as overheard conversations, announcements, radio broadcast etc., these are usually largely unusable for a variety of reasons. These include(a)logistical problems involved in recording genuine interactions; (b) copyright and ethnical issues that arise when one wants to use data obtained from such sources. In addition, few texts so obtained can be used in materials design anyway without substantial modification. The alternative is to use simulated texts as a source for listening activities. In a series such as Passages
 (Richards and Sandy 1998), for example, the listening texts were based on recordings of people improvising from cue cards, or in the case of interviews, recorded interviews with people. Scripts were then adapted from these sources, adjusted for length, difficulty, interest level, redundancy etc., and then recorded by professional actors.

Others (e.g., Widdowson 1987)have argued that it is not important for classroom materials to be derived from authentic texts and sources as long as the learning processes they activate are authentic. In other words, authenticity of process is more important than authenticity of product. However, since the advent of communicative language teaching, textbooks and other teaching materials have taken on a much more&quot; authentic&quot; look: reading passages are designed to look like magazine articles (if they are not in fact adapted from magazine articles)and textbooks are designed to a similar standard of production as real world sources such as popular magazines.


The myth of native speaker usage


An assumption that is often made in language teaching is that the goal of language learning is to acquire a native-like mastery of the language, even if this is not a practical reality for most learners. Learner language is evaluated in terms of how closely it approximates native speaker norms, and native speaker usage as evidenced in corpus studies of native speaker discourse is used as a source for syllabus items. However, it needs to be recognized that for many learners native-speaker usage is not necessarily the target for learning and is not necessarily relevant as the source for learning items. The concept of English as an international language recognizes the fact that localized norms for language use are becoming increasingly recognized as legitimate targets for language tearning, and that foreign language varieties of English such as Mexican English
 or Japanese English
 marked both by phonological features from the mother tongue as well as characteristic pattems of lexical and syntactic choice are perfectly acceptable targets for many learners. As I observed above, Jenkins proposes a non-native phonological syllabus as a target for EFL learners in Europe.

In determining learning varieties for classroom use it is worth considering again the implications of the quote cited earlier from Jeffery, in which the goal of syllabus design is &quot; to find the minimum number of words that could operate together in constructions capable of entering into the greatest variety of contexts.&quot; If this principle still holds true, and I would argue strongly that it does, then what is important in writing materials for EFL learners is not necessarily native speaker usage, but rather what will provide the means of successful communication both within and outside the classroom. This means providing learners with a repertoire of well selected vocabulary, sentence patterns and grammar, as well as a stock of communication strategies. This is the rationale for the syllabus in the secondary series Connect
 (Richards and Barbesan 2004), an EFL secondary school series for contexts where (a)input consists of as little as three hours of instruction per week (b)there is no opportunity for using English outside of the classroom. I contrast this with an example I found in the literature recently of a course designed for basic level Korean. In order to teach the language of asking for directions, the writing team first collected samples of native speaker usage (English, rather than Korean)to find out how native speakers give directions. They then used this information to develop a module of giving directions. The results looked remarkably similar to how direction-giving is typically presented in EFL textbooks. However, my point is that how native-speakers ask for and give directions is largely irrelevant. What is more important is providing learners with sufficient vocabulary, grammar, and communication strategies to enable them to make themselves understood when they ask for directions. Similarly, in the case of low-level EFL learners my goal is to give them the resources to have successful experiences using English for simple classroom activities. Whether or not they employ native-speaker-like language to do so is irrelevant.




Conclusion

I have argued here that the primary relevance of language and language learning research to materials development is through its application to syllabus design issues and as a source for instructional principles that can inform the design of instructional materials. The route from research to application, however, is by no means direct, since language teaching materials are also shaped by many other factors and constraints and the success of teaching materials is not dependent upon the extent to which they are informed by research. It is not difficult to find examples of widely used teaching materials that succeed despite their archaic methodology because they suit the contexts in which they are used. Perhaps teachers and students like them because they are easy to use, they match the exam requirements, or they reflect teachers and learners' intuitions about language leaming. On the other hand, research-based teaching materials have sometimes been spectacular failures in the marketplace because they failed to consider the role of situational constraints. Hopefully however, publishers and materials writers generally seek to produce materials that are educationally sound and which also appeal to teachers and learners. Educational publication is, after all, a business, and the challenge for materials writers is to meet educational objectives and standards while at the same time meeting market requirements.
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Appendix 1


Example of a Project Specification Profile of a Conversation Series







	



	
Market:


	
50% Universities

30% Private language schools and vocational colleges

20% Junior colleges





	
Levels:


	
2





	
Extent:


	
96 pp.





	
Colors:


	
4





	
Trim:


	
8.5×11





	
Starting point:


	
false beginner





	
Ending point:


	
intermediate





	
Components:


	
text

CDs

audiocassettes

placement and achievement tests; unit quizzes:

video (tentative)





	
Distinguishing


	
learner-centered syllabus based on student questionnaires;





	
features:


	
student questionnaires within the text; student-centered activities with extensive cognitive skill development; conversation management strategies





	
Other features:


	
task-based; extensive graphic organizers; easy to use





	
Art:


	
mix of illustrations and photos; sophisticated look for universities





	
Balance of


	
75%speaking; 25%listening





	
skills:


	



	
Syllabus:


	
topical





	
Length of


	
4 pp.; two 2-pp.lessons





	
units:


	



	
Activities per


	
2





	
page:


	



	
Listenings


	
2





	
per unit:


	



	
Number of


	
20





	
units:


	



	
Time per


	
50 minutes





	
lesson:


	



	
Teacher profile:


	
80%foreign with varied levels of training





	
Piloting:


	
yes











Appendix 2


Skills Taxonomy for Developing Listening Comprehension Materials




◎ Predict




◎ Recognize different purposes of texts

◎ Recognize topics

◎ Identify the beginning, middle, and ending of e.g., stories

◎ Recognize discourse boundaries

◎ Understand that audio cues (volume, tone)convey meaning

◎ Identify key sounds

◎ Recognize word boundaries

◎ Recognize reduced forms

◎ Identify stressed/unstressed words

◎ Recognize changes in pitch, tone, and speed of delivery

◎ Recognize intonation on tag questions

◎ Recognize question/statement intonation

◎ Recognize sentence/clause boundaries

◎ Recognize the vocabulary used

◎ Recognize numbers

◎ Recognize spellings

◎ Recognize conjunctions

◎ Guess meanings from context

◎ Recognize agreement/disagreement

◎ Recognize comparisons

◎ Recognize questions

◎ Recognize reasons

◎ Recognize sequence markers

◎ Recognize time references

◎ Recognize attitude

◎ Follow a set of procedures

◎ Identify gist/main ideas

◎ Identify information focus

◎ Identify positive/negative opinions




◎ Infer and draw conclusions.

◎ Make predictions about storyline/content, characters using contextual clues and prior knowledge

◎ Infer/draw conclusions about meaning, intention, feeling and attitude communicated by the speaker, using contextual clues, prior knowledge, and knowledge of familiar cultures

◎ Recall details at the literal level: who, what, when, where, why, how

◎ Recall information/details: descriptions, examples, explanations, visuals, opinions that support a main idea/point of view, recall details about characters, events, setting, plot. Recall details in messages.

◎ Evaluate for exaggeration

◎ Identify facts versus opinions

◎ Identify different varieties of English (American, British, etc.)











[1]
 This paper was published in Regional Language Centre Journal
 , Vol.37, No.1, 2006.







The Role of Vocabulary Teaching[1]




The teaching and learning of vocabulary has never aroused the same degree of interest within language teaching as have such issues as grammatical competence, contrastive analysis, reading, or writing, which have received considerable attention from scholars and teachers. The apparent neglect of vocabulary reflects the effects of trends in linguistic theory, since within linguistics the word has only recently become a candidate for serious theorizing and model building (Leech 1974; Anthony 1975). The present paper considers the role of vocabulary in the syllabus in the light of the assumptions and findings of theoretical and applied linguistics. A consideration of some of the knowledge that is assumed by lexical competence is offered as a frame of reference for the determination of objectives for vocabulary teaching and for the assessment of teaching techniques designed to realize these objectives. A word of caution is in order however.

The theoretical concerns of linguists and others who study language are of concern to syllabus design in two ways. Firstly, since such disciplines have as their goal, explanation of the nature of language, understanding of how language is acquired, and description of how language is used to carry out pragmatic functions in the real world, we can look to disciplines such as linguistics, psycholinguistics or sociolinguistics for a more informed understanding of such questions as: What does it mean to know a word? How are words remembered? What are the social dimensions of word usage? and so on. Inevitably such information will turn out to be vastly more complex than we might intuitively have supposed, yet will be tentative and inconclusive because of the changing state of knowledge and theory in the disciplines concerned. Such information cannot be translated directly into teaching procedures.

It may however suggest in a general way, the type of knowledge we expect of a learner, and by implication raise questions as to how such knowledge can be acquired through a teaching program. The development of teaching materials may also take place without direct application of a theoretical model, by reference to such factors as classroom effectiveness, learner interest, age of the learners, etc. What is the most desirable model theoretically may turn out to be the least effective in actual use, due to the role of extralinguistic factors. So, for example, while rote memorization may not be a justifiable strategy on theoretical grounds, there may be learners who enjoy and succeed in learning material through memorization.

A second level of application is in the evaluation or interpretation of results obtained. When problems or failures arise we may have to refer to a model or theory to see if it can offer explanation. Alternatively the results we obtain through practical application of a theory may lead to revision of the theory itself. These assumptions should be kept in mind in considering what follows, since a consideration of recent work in theoretical or applied linguistics does not necessarily lead to the discovery of new and exciting ways to teach vocabulary. Rather it provides background information that can help us determine the status of vocabulary teaching within the syllabus. Let us begin by considering a number of assumptions concerning the nature of lexical competence and then look at some of the implications that can be drawn from them as a guide to syllabus design.


ASSUMPTION 1
 　The native speaker of a language continues to expand his vocabulary in adulthood, whereas there is comparatively little development of syntax in adult life.




A great deal of research has been carried out in recent years in the area of syntactic and semantic development in child language. Less attention has been given to vocabulary development, though this was extensively studied up to the fifties. Whereas in syntax the period of maximum development appears to be from about age 2 to 12, with only minor changes according to social role and mode of discourse taking place in adulthood, in vocabulary there is continued development beyond the childhood years, adults constantly adding new words to their vocabulary through reading, occupation, and other activities. The primary period for conceptual development however is early childhood.




When we try to translate this information into statistical figures we cannot be precise however, since measurement of vocabulary knowledge is difficult and only approximate. Watts suggests that the average child enters elementary school with a recognition vocabulary of 2, 000 words, that at seven this has reached some 7, 000 words and by 14 the child should be able to recognize 14, 000 words(Watts 1944). The vocabulary of adults has been variously estimated at between 10, 000 for a non-academic adult to upwards of 80, 000 for a professional scientist. College students are estimated to understand some 60, 000 to 100, 000 words (Mackey 1965: 173). These are estimates of the number of words we recognize the meanings of from the total lexical range of the language, which may be upwards of 500, 000 words (Watts: 55). Berry estimates that for spoken English the average person speaking on a telephone makes use of a vocabulary of only some 2, 000 words (Mackey: 173).


ASSUMPTION 2
 　Knowing a word means knowing the degree of probability of encountering that word in speech or print. For many words we also&quot; know&quot; the sort of words most likely to be found associated with the word.




The speaker of a language recognizes that some words are common and familiar while other words are rare, unfamiliar or even totally unknown to him. Our knowledge of the general probability of occurrence of a word means that we recognize that a word like book
 is more frequent than manual
 or directory
 while both these words strike us as more frequent than thesaurus
 . Given a list of words, with the exception of concrete nouns a native speaker can classify them into &quot; frequent, &quot; &quot; moderately frequent, &quot; &quot; not frequent, &quot; to a degree of accuracy reasonably close to their actual frequencies(Noble 1953; Richards 1974).

The speaker of a language recognizes not only the general probability of occurrence of a word but also the probability of words being associated together with other words. Knowledge of collocation means that on encountering the word fruit
 we can expect the words, ripe, green
 (=not ripe) sweet, bitter etc.
 ; that for meat
 we might expect tender, tough.





ASSUMPTION 3
 　Knowing a word implies knowing the limitations imposed on the use of the word according to variations of function and situation.




Our knowledge of vocabulary includes the recognition of the constraints of function and situation on word choice. This is seen in our recognition of register
 characteristics. We adjust our vocabulary to suit the demands of the situation. The following register restraints are often recognized (based on Chiu 1972):






temporaral variation
 . We recognize some words as being old fashioned and others as belonging to contemporary usage. A looking glass
 to the victorians is a mirror
 to us.


geographical variation
 What the British call a tap
 may be a faucet
 to an American.


social variation
 Middle class British people prefer to call a house
 , a home
 , and a woman
 a lady
 .





social role
 This influences the choice between personal name as in Hi John
 , or the formal term Good Morning Mr. Smith.





field of discourse
 Here we include factors which determine whether something will be described in the active voice (normal description) or the passive voice(scientific reporting)and whether we will use the first person pronouns I
 or we
 or no pronoun.


mode of discourse
 This influences our choice of words that are suited to either the written or spoken mode. A chap
 or a fellow
 in speech is what a person
 or gentleman
 is in writing.


ASSUMPTION 4
 　Knowing a word means knowing the syntactic behavior associated with that word.




Our knowledge of a word is not stored simply as a concept; we also associate specific structural and grammatical properties with words. The traditional division between vocabulary
 and structure
 is in fact a tenuous one, a fact that is recognized in our use of the term structural words
 for a number of frequent words in the vocabulary. Important information about the structural properties of words, which includes the types of grammatical relarions they may enter into, is acquired by the learner as part of vocabulary learning. Recent accounts of language such as those proposed by Fillmore(1968), relate the structural behavior of words to their semantic structure as reflected in case relations. A sentence in language is defined by a verb together with a number of cases, drawn from a limited set. The cases which are required in a particular sentence are determined by the verb of that sentence. The verb break
 for example, as Nilsen illustrates, contains the features O(I)(A). O means the verb requires an object; I and A indicate that it may take instrumental and agent case in addition. If there is an agent, the agent becomes the subject. If there is no agent, but there is an instrumental case, the instrument is the subject, and when there is neither an agent nor an instrument the object becomes the subject. This is illustrated by Nilsen with the following examples.





1 Abdul broke the bicycle with a rock.　+ O I A

2 A rock broke the bicycle.　　　　　 + O I

3 The bicycle broke.　　　　　　　   + O

　　　　　　　　　　　　　　 (Nilsen 1971)

What case grammar tells us is for a certain verb, the range of associated syntactic units required to realize the cases associated with that verb. In some instances case relations enable us to predict the syntactic properties of words. Farsi points out for example that factitive verbs &quot; which indicate a process such that at the end of the process a new object comes into being which was not present at the beginning e.g., make, fabricate, construct, build, compose, draw, fashion concoct, create,
 can only be used transitively; they cannot occur intransitively; they cannot occur intransitively with the noun indicating the new resultant product as the subject of the sentence.&quot; We cannot have as subject *a house constructed, *a chair made
 etc.(Farsi 1974).


ASSUMPTION 5
 　Knowing a word entails knowledge of the underlying form of a word and the derivations that can be made from it.




When we learn a word we also learn the rules that enable us to build up different forms of the word or even different words, from that word. With regular derivations, such as those for tense and person, the problems are not great.Walked, walking, walks
 are readily recognized as derived from walk.
 According to some linguists, (Chomsky and Halle 1968), we also derive solidity, solidify, solidly, solidness, consolidate
 , etc., from the underlying form solid
 . The semantic relationship to the underlying form is preserved by the English spelling system, so for example, despite the differences in pronunciation between the first two syllables of photograph, photographer, photographic,
 the first two syllables are spelled identically in each word. If the spelling system of English were to be revised to more closely approximate the spoken language these links between underlying forms and derived forms would be lost. Learning to be able to make such links is especially important in learning Malay, Indonesian and many of the languages of the Philippines. The learner will less frequently encounter the base form of the word than one of its many derivations and some training is required to be able to identify the base form, particularly when attempting to locate the meaning of the word in a dictionary. Hence when learning Indonesian, the learner would have to look up in the dictionary under bunga
 (flower) for berbunga, membunga, memperbungakan
 , and pembungaan
 .





ASSUMPTION 6
 　Knowing a word entails knowledge of the network of associations between that word and other words in language.




Words do not exist in isolation. Their meanings are defined through their relationships with other words and it is through understanding these relationships that we arrive at our understanding of words. Some of these relationships are seen in word association tests. When given a word or a list of words and asked to provide words or words as responses there is a great deal of uniformity among the way people typically respond. Here are some typical responses.










	
Stimulus


	
Typical response





	
accident


	
　car





	
alive


	
　dead





	
baby


	
　mother





	
born


	
　die





	
cabbage


	
　vegetable





	
table


	
　chair





	
careless


	
　careful











(Deese 1965)

Such responses suggest a number of different ways in which associative links between words are organized. For example:






	
by contrast or antonym


	
wet—dry





	
by similarity or synonym


	
blossom—flower





	
by subordinative classification


	
animal—dog





	
by coordinate classification


	
apple—peach





	
by superordinate classification


	
spinach—vegetable











(cf. Slobin 1971)

The same word can of course be seen as linked to many different words through different associative networks.Giving
 is linked both to receiving
 and to taking
 .Old
 is linked to new
 and to young, good
 to bad
 , and to poor
 .

The responses to free association tests hence give a great deal of information about the psychological structuring of vocabulary in an individual and offer a way of investigating the syntactic and semantic relationships among words. Presumably knowledge of this kind is made use of in language use, in helping us choose a word and in finding the right word for the context.


ASSUMPTION 7
 　Knowing a word means knowing the semantic value of a word.




One way of analyzing word meaning is to break words down into a basic set of minimal semantic features, different combinations of which produce different words. Examples of such features would be animate, living, human, non human, inanimate,
 etc. A word such as man
 contains the semantic fea-tures+human+male
 . The word table
 is+inanimate
 +non human
 . These features impose restrictions on word usage. We can say the table was damaged
 but not the table was hurt
 since hurt
 is only associated with animate subjects.

The meaning of a word in this sense is defined by its intersection along a number of attributes, or minimal semantic features. Roget' s famous Thesaurus
 is an attempt to classify words into general semantic features of this kind. A different dimension of the semantic value of words is seen in words like famous, ashamed
 . There is built-in value judgement in the word famous
 so we may say Churchill was a famous man
 , but not Hitler was a famous man. Effeminate, shy, sentimental
 are similar words of this category. The semantic value of many words can be determined by placing them on weighted semantic scales. The semantic differential technique investigates meaning in this way using sets of polar opposites. For example the word father
 could be evaluated on a set of terms in this way:

happy…… …… …… X …… …… …… ……sad

hard …… … X …… …… …… ……… …… soft

slow…… …… …… …… … X … …… …… fast

etc.

(Jacobovits 1970)

In this way information both about the subjective values of an individual and the semantic structure of the 1exicon can be studied. Use of an approach of this sort led to the Cross
 -Cultural Atlas of Affective Meaning
 in which a cross cultural study was made of reactions to a selection of words in terms of Evaluation
 (nice—awful, good—bad, sweet—sour), Potency
 (big—little, powerful—powerless, strong—weak) and Activity
 (fast—slow, dead—alive, nosiy—quiet)(Osgood 1964).


ASSUMPTION 8
 　Knowing a word means knowing many of the different meanings associated with the word.







The assumption so far discussed suggest that meaning
 is a much richer concept than we often assume, and this is reflected in the fact that dictionary entries for words usually list a great variety of different or related meanings for each word, showing how the word takes its meaning from the context in which it is used. Kolers observes:









word meanings do not exist in isolation in the reader' s mind like so many entries in a dictionary. What a word means to the reader depends upon what he is reading and what he expects to read, the phrase, clause or sentence in which the words appear. The meaning of a word, that is to say, depends upon the thought that it is being used to express and the context of its expression. Whether one reads unionize
 as a verb in chemistry or a verb in labor relations depends upon many things other than its spelling and its symbol—sound relations. Indeed, a very large number of words in a dictionary have multiple meanings, and for some words the definitions are contradictory. For example scan
 means to glance at quick and
 to read in detail, and cleave
 to join and to separate. The reader, clearly, must construct a representation of what he is reading about
 if he is to appreciate the meaning of what he is reading.

(Quoted by Eskey 1973)





This emphasizes that words are not simply labels for things but represent &quot; processes by which the species deals cognitively with the environment&quot; (Lenneberg 1967: 334). The dictionary entries for a word try to capture the most frequent ways in which a word realizes a particular concept; however since this is always an active process of reconstruction, much of the way in which a particular meaning is formed cannot be recorded in the dictionary.

Implications

Let us now look at the assumptions proposed above and consider their implications for vocabulary teaching. Eight assumptions have been stated, namely:

1.  The native speaker of a language continues to expand his vocabulary in adulthood, whereas there is comparatively little development of syntax in adult life.

2.  Knowing a word means knowing the degree of probability of encountering that word in speech or print. For many words we also know the sort of words most likely to be found associated with the word.

3.  Knowing a word implies knowing the limitations imposed on the use of the word according to variations of function and situation.

4.  Knowing a word means knowing the syntactic behavior associated with the word.

5.  Knowing a word entails knowledge of the underlying form of a word and the derivations that can be made from it.

6.  Knowing a word entails knowledge of the network of associations between that word and other words in the language.




7.  Knowing a word means knowing the semantic value of a word.

8.  Knowing a word means knowing many of the different meanings associated with a word.

Considering just these assumptions about word knowledge we get a picture of the complex learning task that is required in acquiring vocabulary. To what degree can teaching strategies accommodate these assumptions?

Assumptions 1 and 8 suggest that beyond the elementary levels of instruction, a major feature of a second language program should be a component of massive vocabulary expansion. While we cannot specify precisely the number of words a learner at a specific level should be able to recognize and use, it is clear that a learner who is constantly adding to his vocabulary knowledge is better prepared both for productive and receptive language skills. Many language programs however assume that vocabulary expansion will be covered by the reading program. We can call this indirect vocabulary teaching
 , where vocabulary is acquired incidentally through the practice of other language skills. Mackey in his Language Teaching Analysis
 (1965)and Rivers in Teaching Foreign Language Skills
 (1968) deal with vocabulary teaching only as it affects reading. An exception to this approach is taken by Bright and McGregor who have a detailed chapter on direct vocabulary teaching
 in their Teaching English as a Second Language
 (1970). It is direct vocabulary teaching which is the focus here.

The need for a rapid increase in the learner' s recognition vocabulary, as implied by assumptions 1 and 8, is the motivation behind Barnard' s Advanced English Vocabulary
 (1971)which teaches a 3, 000 word vocabulary taken from a frequency analysis of university texts. The words are carefully defined and explained in simple English, with several of their important meanings given; they are then encountered in exercises and reading passages. The implications of assumption 3 are taken up in a range of courses books recently published which familiarize the advanced student with the vocabulary and language of particular registers(e.g., Lachowicz 1974; Mountford 1975). The most general register distinction that must be acquired of course is a feeling for the difference between written and spoken English. Schonell found that within the first 1, 000 words by frequency in a count of spoken English, 15 per cent were not present in the first 1, 000 words of written English (Schonell 1956). In the elementary stages of language teaching, the distinction between spoken and written English is minimized, and apart from occasional problems (such as the use of diligent
 in speech, which really belongs to the register of written English and report cards)there is little interference. The intermediate and advanced learner however, often inadvertently uses a word in his speech that he has acquired from reading, but which should be confined to a written register. An example would be the student who says I was most entertained by the film
 rather than something like I really enjoyed the film.




Lachowicz' s Using Medical English
 is an example of a course which teaches specialized vocabulary, dealing with the vocabulary of medicine for students of intermediate proficiency. It is also of interest in relation to assumption 6, since many of the vocabulary exercises are designed to practice discrimination between members of lexical sets. The following is part of an exercise of this type:









In each of the following groups of words one word does not belong. The other words have something in common which excludes this particular word. Please underline the word that doesn' t belong in the group.




　　1 swelling, lump, bump, mass, discoloration.

　　2 ribs, skull, spine, femur, bone, kneecap, hair.

　　3 stain, wart, blotch, discoloration, spot, mark.

　　　　　　　　etc.

(Lachowicz 1974: 30)

K. W. Moody (personal communication)has described a similar type of exercise for establishing set discrimination:

Look at the following words.


foreman, operator, worker, supervisor, machinist




1. Which words in this list describe those who are responsible for the work of other people?

2. Which is the most general word in the list?

3. Which word says something about the kind of work done?

Further work.

a. You should have two words as your answer to 1.

　Which of the two would be the most likely in talking about work;

　i.  in an office?

　ii.on the construction of a new building?

　iii.in a service station for motor vehicles?

b. In which of these kinds of employment could you use both
 the words you wrote in 1?

　the army, a factory, the crew of an airliner, school teaching, the police.

c. Which words would be used for;

　i.  A person who organizes the work of a group of typists?

　ii. A person in a factory who drills holes in pieces of metal?

　iii. A person who receives telephone calls in a large office?

　iv. The man in charge of a group of workers who are laying a telephone cable under a road?

Assumption 2 is dealt with in a number of exercises in Barnard (1971) and the rationale for collocation teaching is discussed in detail in Brown(1974)who analyzes exercises which can be used to give practice in the most frequent collocational groups of particular fields of writing, emphasizing for example, that intense
 is likely to occur with reference to heat, light, energy
 or pressure.
 The following is an exercise from Brown.

Choose the items that collocate most usefully with each verb. The number of lines left after each verb is a guide to the number of useful collocations possible.








	
1 to appeal……………


	
5 to conclude……………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
2 to encourage………


	
6 to intend to……………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
3 to omit………………


	
7 to treat…………………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
4 to recognize…………


	
8 to consult………………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
…………………………


	
……………………………





	
the library catalogue


	
go to Australia





	
that he is a good actor


	
to the public for money





	
finish this today


	
that man with the black hat





	
against the judge& apos; s decision


	
them to play more sport





	
to sign his name on the letter


	
to my friend for help





	
the slow student


	
the argument before tomorrow





	
several items from the list


	
him kindly





	
all the tune


	
the government in their attempt to





	
a doctor


	
end unemployment





	
the Advanced Learner& apos; s Dictionary


	
every fifth word





	
that there is no reason to punish


	
his claim to the land





	
him


	
the teacher with respect





	
him to learn from his mistakes


	
the disease with a new medicine





	
the last paragraph


	
marry next year





	
the discussion/the ship& apos; s flag


	
to their feelings











(Brown 1974)

Assumption 4 deals with the syntactic properties of words. Nilsen has proposed that case grammar has important applications in language teaching and suggests that case grammar allows the teacher to point out the common case relationships across languages. He illustrates that particular semantic categories (e.g., such as verbs of motion)require basically the same case frame.Agent, Source, Path, Goal
 , and with transitive verbs, Agent, Source, Path, Goal, Object.
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has the same case frame as



[image: P333-2.jpg]





This example is intended to illustrate that two verbs of motion (fly
 and bus
 ) have the same case framework except that the transitive verb requires OBJECT
 . The case frame (hence the syntax)of particular verbs is determined by their semantic categories (Nilsen 1971).

However Farsi points out that the grammatical capacities of verbs cannot always be determined by their case relations (Farsi 1974). There is a great deal of lexical idiosyncracy. For example we can compare the following parts of semantically similar words with different syntactic properties.





	

heal



	

cure






	
The wound healed


	
*The patient cured





	
The medicine healed the wound


	
  The medicine cured the patient





	

calm down



	

soothe






	
He calmed down


	
*He soothed





	
It calmed him down


	
  It soothed him











While the insights of case grammar are useful we do not as yet have a pedagogic grammar of English based on this approach. An understanding of case relationships and their consequent implications for syntax may however help the teacher interpret and more adequately explain certain errors, but there are many exceptions which even case grammar does not adequately deal with.

Assumption 5 is dealt with through direct teaching aimed at recognizing the basic forms of words when they are combined with different inflexional and derivational snffixes. Praninskas found words derived from liberal
 had a frequency of 46 occurrences across five different types of writing in the university texts she examined (Praniskas 1972). In addition to the form liberal
 she found liberalism, liberalize, liberalization, liberate, liberator, liberally
 . Rapid identification of the base form of words is needed as part of an overall attempt to teach students how to infer meaning from words. A considerable portion of Croft' s Reading and Word Study
 (1960)is devoted to this, and familiarity with the latinate and greek inflections of scientific terminology (cf. Flood 1960) should be dealt with in courses on scientific English.




Assumption 6 suggests that words are stored or come to mind according to associative bonds, and that learning may be facilitated when such bonds are established. In a specific study of how second language learners store vocabulary in short term memory, Henning found that in the earlier stages of learning, words may be stored according to acoustic links (i.e., words which sound similar are stored together) whereas later learners used a semantic basis for storing words, storing words according to meaning links of the type discussed under 6 above. Henning notes:

The implications for the teaching of vocabulary are that strategies of encoding vocabulary in memory appear to change as a function of language proficiency. Low-proficiency language learners, although a test indicated they understood the meanings of the stimulus recognition items, appeared to encode them in memory on the basis of acoustic and orthographic similarities rather than by association of meaning. Therefore it would appear that they would benefit from selective listening, aural discrimination, songs, rhymes, affix drills and other exercises that point out similarities and differences of sound and spelling of words. For example, it might prove more helpful for learners at that level to discover the distinction between whether
 and weather
 than the distinction between whether
 and if
 . But learners at a higher level appear to encode vocabulary in memory primarily on the basis of meanings. At that level learners might benefit more from synonym and antonym games and exercises, paired-associate compositions in which lists of related words are given the learner from which he is to prepare written or oral compositions. It is hoped that through continual drilling and exercises of this nature the language learner will begin to recognize not only a larger inventory of lexical items encountered, but be able to identify the acoustic and semantic families from which they come, and thus more efifciently progress in language proficiency.(Hennings 1973)

Some of the implications of assumption 7 are discussed by Bright and McGregor when they write;

In our first language we pick up strong emotional associations within the home. But a second language is normally learnt in the less passionate atmosphere of the classroom, where physical violence, for example, about whether this is mine
 or yours
 does not normally arise. The result is a lack of emotional involvement in the language and hence great difficulty in seeing any meaning other than plain sense.Obstinate
 is understood to mean no more than determined
 —the writer' s attitude of disapproval is missed.

(Bright and McGregor 1970: 30)

Vocabulary teaching thus involves showing how a word can take on emotional connotation in a particular context. Perhaps one of the most useful exercises to deal globally with many of the aspects of word knowledge implied in the assumptions above is the cloze exercise. Passages from which words have been deleted are filled in by the students. Subsequent classroom discussion of the different words offered allows the learner to acquire words in context and in relation to other words in the text and to the overall content of the passage (cf. Plaister 1973).




Conclusions

It has not been my purpose here to propose a classification of vocabulary teaching exercises. Most teachers will have their own preferred techniques for teaching the different aspects of vocabulary usage I have referred to. What I have tried to do however is to suggest that in preparing teaching materials we begin with a rich concept of vocabulary. The goal of vocabulary teaching must be more than simply covering a certain number of words on a word list. Then we must look to how teaching techniques can help realize our concept of what it means to know a word. As in all areas of the syllabus, our understanding of the nature of what we are teaching should be reflected in the way we set about teaching it. Vocabulary has for some time been one area of the syllabus where this link between approach, method and technique has been neglected.
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Teaching Listening and Speaking: From Theory to Practice[1]




Introduction

Courses in listening and speaking skills have a prominent place in language programs around the world today. Ever-growing needs for fluency in English around the world because of the role of English as the world' s international language have given priority to finding more effective ways to teach English. It is therefore timely to review what our current assumptions and practices are concerning the teaching of these crucial language skills. Our understanding of the nature of listening and speaking has undergone considerable changes in recent years, and in this booklet I want to explore some of those changes and their implications for classroom teaching and materials design.

The teaching of listening has attracted a greater level of interest in recent years than it did in the past. Now, university entrance exams, exit exams and other examinations often include a listening component, acknowledging that listening skills are a core component of second-language proficiency, and also reflecting the assumption that if listening isn' t tested, teachers won' t teach it.

Earlier views of listening showed it as the mastery of discrete skills or microskills, such as recognizing reduced forms of words, recognizing cohesive devices in texts, and identifying key words in a text, and that these skills should form the focus of teaching. Later views of listening drew on the field of cognitive psychology, which introduced the notions of bottom-up and top-down processing and brought attention to the role of prior knowledge and schema in comprehension. Listening came to be seen as an interpretive process. At the same time, the fields of discourse analysis and conversational analysis revealed a great deal about the nature and organization of spoken discourse and led to a realization that reading written texts aloud could not provide a suitable basis for developing the abilities needed to process real-time authentic discourse. Hence, current views of listening emphasize the role of the listener, who is seen an active participant in listening, employing strategies to facilitate, monitor, and evaluate his or her listening.

In recent years, listening has also been examined in relation not only to comprehension but also to language learning. Since listening can provide much of the input and data that learners receive in language learning, an important question is: How can attention to the language the listener hears facilitate second language learning? This raises the issue of the role &quot; noticing&quot; and conscious awareness of language form play, and how noticing can be part of the process by which learners can incorporate new word forms and structures into their developing communicative competence.

Approaches to the teaching of speaking in EFL/ESL have been more strongly influenced by fads and fashions than the teaching of listening. &quot; Speaking&quot; in traditional methodologies usually meant repeating after the teacher, memorizing a dialog, or responding to drills, all of which reflect the sentence-based view of proficiency prevailing in the audiolingual and other drill-based or repetition-based methodologies of the 1970s. The emergence of communicative language teaching in the 1980s led to changed views of syllabuses and methodology, which are continuing to shape approaches to teaching speaking skills today. Grammar-based syllabuses were replaced by communicative ones built around notion, functions, skills, tasks or other non-grammatical units of organization. Fluency became a goal for speaking courses and this could be developed through the use of information-gap and other tasks that required learners to attempt real communication, despite limited proficiency in English. In so doing, learners would develop communication strategies and engage in negotiation of meaning, both of which were considered essential to the development of oral skills.




The notion of English as an international language has also prompted a revision of the notion of communicative competence to include the notion of intercultural competence. This shifts the focus toward learning how to communicate in cross-cultural settings, where native-speaker norms of communication may not be a priority. At the same time, it is now accepted that models for oral interaction in classroom materials cannot be simply based on the intuitions of textbook writers, but should be informed by the findings of conversational analysis and the analysis of real speech.

This booklet explores approaches to the teaching of listening and speaking in light of the kinds of issues discussed in the preceding paragraphs. My goal is to examine what applied linguistics research and theory says about the nature of listening and speaking skills, and then to explore what the implications are for classroom teaching. We will begin with examining the teaching of listening.

1. The teaching of listening

In this booklet, we will consider listening from two different perspectives:

(1) Listening as comprehension

(2) Listening as acquisition

Listening as comprehension

Listening as comprehension is the traditional way of thinking about the nature of listening. Indeed, in most methodology manuals listening
 and listening comprehension
 are synonymous. This view of listening is based on the assumption that the main function of listening in second language learning is to facilitate understanding of spoken discourse. We will examine this view of listening in some detail before considering a complementary view of listening—listening as acquisition. This latter view of listening considers how listening can provide input which triggers the further development of second-language proficiency.


Characteristics of spoken discourse




To understand the nature of listening processes, we need to consider some of the characteristics of spoken discourse and the special problems they pose for listeners. Spoken discourse has very different characteristics from written discourse, and these differences can add a number of dimensions to our understanding of how we process speech. For example, spoken discourse is usually instantaneous. The listener must process it &quot; on-line&quot; and there is often no chance to listen to it again.

Often, spoken discourse strikes the second-language listener as being very fast, although speech rates vary considerably. Radio monologs may contain 160 words per minute, while conversation can consist of up to 220 words per minute. The impression of faster or slower speech generally results from the amount of intraclausal pausing that speakers make use of. Unlike written discourse, spoken discourse is usually unplanned and often reflects the processes of construction such as hesitations, reduced forms, fillers, and repeats.




Spoken discourse has also been described as having a linear structure, compared to a hierarchical structure for written discourse. Whereas the unit of organization of written discourse is the sentence, spoken language is usually delivered one clause at a time, and longer utterances in conversation generally consist of several coordinated clauses. Most of the clauses used are simple conjuncts or adjuncts. Also, spoken texts are often context-dependent and personal, assuming shared background knowledge. Lastly, spoken texts may be spoken with many different accents, from standard or non-standard, regional, non-native, and so on.


Understanding spoken discourse: bottom-up and top-down processing




Two different kinds of processes are involved in understanding spoken discourse. These are often referred to as bottom-up
 and top-down
 processing.


Bottom-up processing




Bottom-up processing refers to using the incoming input as the basis for understanding the message. Comprehension begins with the received data that is analyzed as successive levels of organization—sounds, words, clauses, sentences, texts—until meaning is derived. Comprehension is viewed as a process of decoding.

The listener' s lexical and grammatical competence in a language provides the basis for bottom-up processing. The input is scanned for familiar words, and grammatical knowledge is used to work out the relationship between elements of sentences. Clark and Clark (1977: 49) summarize this view of listening in the following way:

1.  [Listeners] take in raw speech and hold a phonological representation of it in working memory.



2.  They immediately attempt to organize the phonological representation into constituents, identifying their content and function.



3.  They identify each constituent and then construct underlying propositions, building continually onto a hierarchical representation of propositions.



4.  Once they have identified the propositions for a constituent, they retain them in working memory and at some point purge memory of the phonological representation. In doing this, they forget the exact wording and retain the meaning.



We can illustrate this with an example. Imagine I said the following to you:

&quot; The guy I sat next to on the bus this morning on the way to work was telling me he runs a Thai restaurant in Chinatown. Apparently, it' s very popular at the moment.&quot;

To understand this utterance using bottom-up processing, we have to mentally break it down into its components. This is referred to as &quot; chunking.&quot; Here are the chunks that guide us to the underlying core meaning of the utterances:

◎the guy

◎I sat next to on the bus




◎this morning

◎was telling me

◎he runs a Thai restaurant in Chinatown

◎apparently it' s very popular

◎at the moment

The chunks help us identify the underlying propositions the utterances express, namely:

◎I was on the bus.

◎There was a guy next to me.

◎We talked.

◎He said he runs a Thai restaurant.

◎It' s in Chinatown.

◎It' s very popular now.

It is these units of meaning that we remember, and not the form in which we initially heard them. Our knowledge of grammar helps us find the appropriate chunks, and the speaker also assists us in this process through intonation and pausing.


Teaching bottom-up processing




Learners need a large vocabulary and a good working knowledge of sentence structure to process texts bottom-up. Exercises that develop bottom-up processing help the learner to do such things as the following:

◎Retain input while it is being processed

◎Recognize word and clause divisions

◎Recognize key words

◎Recognize key transitions in a discourse

◎Recognize grammatical relationships between key elements in sentences

◎Use stress and intonation to identify word and sentence functions

Many traditional classroom listening activities focus primarily on bottom-up processing, with exercises such as dictation, cloze listening, the use of multiple-choice questions after a text, and similar activities that require close and detailed recognition, and processing of the input. They assume that everything the listener needs to understand is contained in the input.

In the classroom, examples of the kinds of tasks that develop bottom-up listening skills require listeners to do the following kinds of things:




◎Identifying the referents of pronouns in an utterance

◎Recognize the time reference of an utterance

◎Distinguish between positive and negative statements

◎Recognize the order in which words occurred in an utterance

◎Identify sequence markers

◎Identify key words that occurred in a spoken text

◎Identify which modal verbs occurred in a spoken text

Here are some examples of listening tasks that develop bottom-up processing:

a) Students listen to positive and negative statements and choose an appropriate form of agreement.







	

Students hear:



	

Students choose the correct response






	
That& apos; s a nice camera.


	
　Yes


	
　No





	
That& apos; s not a very good one.


	
　Yes


	
　No





	
This coffee isn& apos; t hot.


	
　Yes


	
　No





	
This meal is really tasty.


	
　Yes


	
　No











b) The following exercise practices listening for word stress as a marker of the information focus of a sentence. Students listen to questions that have two possible information focuses and use stress to identify the appropriate focus. (Words in italic are stressed).







	

Students hear



	

Students check information focus






	
The bank' s downtown
 branch


	
　Where


	
　When





	
is closed today.


	
	



	
Is the city office open on Sunday
 ?


	
　Where


	
　When





	
I' m going to the museum
 today.


	
　Where


	
　When











c) The following activity helps students develop the ability to identify key words.




Students hear




My hometown is a nice place to visit because it is close to a beach and there are lots of interesting walks you can do in the surrounding countryside.




Students' task




Which of these words do you hear? Number them in the order you hear them.

beach　shops　walks　hometown　countryside　schools　nice





Top-down processing




Top-down processing, on the other hand, refers to the use of background knowledge in understanding the meaning of a message. Whereas bottom-up processing goes from language to meaning, top-down processing goes from meaning to language. Background knowledge may take several forms. It may be previous knowledge about the topic of discourse, it may be situational or contextual knowledge, or it may be knowledge in the form of &quot; schemata&quot; or &quot; scripts&quot; —plans about the overall structure of events and the relationships between them.

For example, consider how we respond to the following utterance:

&quot; I heard on the news there was a big earthquake in Los Angeles last night.&quot;

On recognizing the word earthquake
 , we generate a set of questions we want answers:

◎Where exactly was the earthquake?

◎How big was it?

◎Did it cause a lot of damage?

◎Were many people killed or injured?

◎What rescue efforts are under way?

These questions guide us through the understanding of any subsequent discourse that we hear, and they focus our listening on what is said in response to the questions.

Consider this example—Imagine I say the following to a colleague at my office one morning:

&quot; I am going to the dentist this afternoon.&quot;

This utterance activates a schema for &quot; going to the dentist.&quot; This schema can be thought of as organized around the following dimensions:

◎A setting (e.g., the dentist' s office)

◎Participants (e.g., the dentist, the patient, the dentist' s assistant)

◎Goals (e.g., to have a checkup or to replace a filling)

◎Procedures (e.g., injections, drilling, rinsing)

◎Outcomes (e.g., fixing the problem, pain, discomfort)

When I return to my office, the following exchange takes places with my colleague:

&quot; So how was it?&quot;

&quot; Fine. I didn' t feel a thing.&quot;

Because speaker and hearer share understanding of the &quot; going to the dentist&quot; schema, the details of the visit need not be spelled out. Minimum information is sufficient to enable the participants to understand what happened. This is another example of the use of top-down processing.




Much of our knowledge of the world consists of knowledge about specific situations, the people one might expect to encounter in such situations, what their goals and purposes are, and how they typically accomplish them. Likewise we have knowledge of thousands of topics and concepts, their associated meanings, and links to other topics and concepts. In applying this prior knowledge about things, concepts, people and events to a particular utterance, comprehension can often proceed from the top down. The actual discourse heard is used to confirm expectations and to fill out details.

Consider the meaning of the expression &quot; Good luck!&quot; and how its meaning would differ if said as a response to the following statements:

◎I' m going to the casino.

◎I' m going to the dentist.

◎I' m going to a job interview.

The meaning of &quot; good luck&quot; differs according to the situation we mentally refer it to and according to the background knowledge we bring to each situation when it is used.

If the listener is unable to make use of top-down processing, an utterance or discourse may be incomprehensible. Bottom-up processing alone often provides an insufficient basis for comprehension. Consider the following narrative, for example, and read it carefully one or two times. What is the topic?


Sally first tried setting loose a team of gophers. The plan backfired when a dog chased them away. She then entertained a group of teenagers and was delighted when they brought their motorcycles. Unfortunately, she failed to find a Peeping Tom listed in the Yellow Pages. Furthermore, her stereo system was not loud enough. The crabgrass might have worked, but she didn' t have a fan that was sufficiently powerful. The obscene phone calls gave her hope until the number was changed. She thought about calling a door
 -to
 -door salesman but decided to hang up a clothesline instead. It was the installation of blinking neon lights across the street that did the trick. She eventually framed the ad from the classified section.
 (Stein and Albridge 1978)

At first, the narrative is virtually incomprehensible. However, once a schema is provided—&quot; Getting rid of a troublesome neighbor&quot; —the reader can make use of top-down processing and the elements of the story begin to fit in place as the writer describes a series of actions she took to try to annoy her neighbor and cause him to leave.


Teaching top
 -down processing




Exercises that require top-down processing develop the learner' s ability to do the following:

◎Use key words to construct the schema of a discourse

◎Infer the setting for a text

◎Infer the role of the participants and their goals

◎Infer causes or effects

◎Infer unstated details of a situation

◎Anticipate questions related to the topic or situation




The following activities develop top-down listening skills:

◎Students generate a set of questions they expect to hear about a topic, then listen to see if they are answered.

◎Students generate a list of things they already know about a topic and things they would like to learn more about, then listen and compare.

◎Students read one speaker' s part in a conversation, predict the other speaker' s part, then listen and compare.

◎Students read a list of key points to be covered in a talk, then listen to see which ones are mentioned.

◎Students listen to part of a story, complete the story ending, then listen and compare endings.

◎Students read news headlines, guess what happened, then listen to the news items and compare.

Combining bottom-up and top-down listening in a listening lesson

In real world listening, both bottom-up and top-down processing generally occur together, the extent to which one or the other dominates depending on the listener' s familiarity with the topic and content of a text, the density of information in a text, the text type, and the listener' s purpose in listening. An experienced cook, for example, might listen to a radio chef describing a recipe for cooking chicken to compare the chef' s recipe with her own. She has a precise schema to apply to the task and listens to register similarity and differences. She makes more use of top-down processing. However, a novice cook listening to the same program might listen with much greater attention trying to identify each step in order to write down the recipe. Here, far more bottom-up processing is needed.

A typical lesson in current teaching materials involves a three-part sequence consisting of pre-listening, while-listening, and post-listening and contains activities that link bottom-up and top-down listening (Field 1998). The pre-listening phase prepares the students for both top-down and bottom-up processing through activities involving activating prior knowledge, making predictions, and reviewing key vocabulary. The while-listening phase focuses on comprehension through exercises that require selective listening, gist listening, sequencing, etc. The post-listening phase typically involves a response to comprehension and may require students to give opinions about a topic. However, it can also include a bottom-up focus if the teacher and the listeners examine the texts or parts of the text in detail, focusing on sections that students could not follow. This may involve a microanalysis of sections of the text to enable students to recognize such feature as blends, reduced words, ellipsis, etc. and other features of spoken discourse that they were unable to process or recognize.

Listening strategies

Successful listening can also be looked at in terms of the strategies the listener uses when listening. Does the learner focus mainly on the content of a text, or does he or she also consider how to listen? A focus on how to listen raises the issues of listening strategies. Strategies can be thought of as the ways in which a learner approaches and manages a task and listeners can be taught effective ways of approaching and managing their listening. These activities seek to involve listeners actively in the process of listening.

Buck (2001: 104) identifies two kinds of strategies in listening:





Cognitive strategies:
 Mental activities related to comprehending and storing input in working memory or long-term memory for later retrieval;

◎ Comprehension processes
 : associated with the processing of linguistic and non-linguistic input

◎ Storing and memory processes
 : associated with the storing of linguistic and non-linguistic input in working memory or long-term memory

◎ Using and retrieval processes
 : associated with accessing memory, to be readied for output


Metacognitive strategies:
 those conscious or unconscious mental activities that perform an executive function in the management of cognitive strategies

◎ Assessing the situation
 : taking stock of conditions surrounding a language task by assessing one' s own knowledge, one' s available internal and external resources and the constraints of the situation before engaging in a task

◎ Monitoring
 : determining the effectiveness of one' s own or another' s performance while engaged in a task

◎ Self
 -evaluating
 : determining the effectiveness of one' s own or another' s performance after engaging in the activity

◎ Self
 -testing
 : testing oneself to determine the effectiveness of one' s own language use or the lack thereof

Goh (1997, 1998) shows how the metacognitive activities of planning, monitoring, and evaluating can be applied to the teaching of listening.





Metacognitive strategies for self-regulation in learner listening
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Goh and Yusnita (2006) describe the effectiveness of strategy instruction among a group of 11- and 12-year-old ESL learners in Singapore:

Eight listening lessons which combined guided reflection and teacher-led process-based discussions were conducted. At the end of the period of metacognitive instruction, the children reported in their written diaries a deeper understanding of the nature and the demands of listening, increased confidence in completing listening tasks, and better strategic knowledge for coping with comprehension difficulties. There was also an increase in the scores in the listening examinations of the majority of the students, particularly the weaker listeners, suggesting that metacognitive instruction also had a direct impact on listening performance.

Another approach to incorporating listening strategies in a listening lesson involves a cycle of activities, as seen below.
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Listening as acquisition

Our discussion so far has dealt with one perspective on listening, namely, listening as comprehension. Everything we have discussed has been based on the assumption that the role of listening in a language program is to help develop learners' abilities to understand things they listen to.

This approach to teaching of listening is based on the following assumptions:

◎ Listening serves the goal of extracting meaning from messages.

◎ To do this, learners have to be taught how to use both bottom-up and top-down processes to understand messages.

◎ The language of utterances—the precise words, syntax, expressions—used by speakers are temporary carriers of meaning. Once meaning is identified, there is no further need to attend to the form of messages unless problems in understanding occurred.

◎ Teaching listening strategies can help make learners more effective listeners.

Tasks employed in classroom materials enable listeners to recognize and act on the general, specific or implied meaning of utterances. These tasks include sequencing, true-false comprehension, picture identification, summary, and dicto comp[2]
 , as well as activities designed to develop effective listening strategies. Although what is sometimes called &quot; discriminative listening&quot; (Wolvin and Coakely 1996) is sometimes employed (i.e., listening to distinguish auditory stimuli), it is generally taught as an initial stage in the listening process, the ultimate goal of which is comprehension. Activities not typically employed when comprehension is the focus of listening are those that require accurate recognition and recall of words, syntax and expressions that occurred in the input. Such activities would include dictation, cloze exercises, and identifying differences between a spoken and written text. Activities such as these are often discouraged because they focus on listening for words (bottom-up listening) rather than listening for meaning (top-down listening).

Few would question the approach to the teaching of listening just described when the focus is listening as comprehension. But another crucial role has been proposed for listening in a language program, namely, its role in facilitating second language acquisition. Schmidt (1990) has drawn attention to the role of consciousness in language learning, and in particular to the role of noticing
 in learning. His argument is that we won' t learn anything from input we hear and understand unless we notice something about the input. Consciousness of features of the input can trigger the first stage in the process of incorporating new linguistic features into one' s language competence. As Slobin (1985: 1164) remarked of L1 learning:

The only linguistic materials that can figure in language-making are stretches of speech that attract the child' s attention to a sufficient degree to be noticed and held in memory.

Schmidt (1990: 139) further clarifies this point in distinguishing between input (what the learner hears) and intake (that part of the input that the learner notices). Only intake can serve as the basis for language development. In his own study of his acquisition of Portuguese (Schmidt and Frota 1986), Schmidt found that there was a close connection between his noticing features of the input and their later emergence in his own speech.




However, for language development to take place, more is required than simply noticing features of the input. The learner has to try to incorporate new linguistic items into his or her language repertoire, that is, to use them in oral production. This involves processes that have been variously referred to as restructuring, complexification and producing stretched output. Van Patten (1993: 436) suggests that restructuring refers to:

…those ［processes］ that mediate the incorporation of intake into the developing system. Since the internalization of intake is not mere accumulation of discrete bits of data, data have to &quot; fit in&quot; in some way and sometimes the accommodation of a particular set of data causes changes in the rest of the system.

Complexification and stretching of output occurs in contexts

…where the learner needs to produce output which the current interlanguage system cannot handle…［and so］…pushes the limits of the interlanguage system to handle that output.(Tarone and Liu 1995: 120-121)

In other words, learners need to take part in activities that require them to try out and experiment in using newly noticed language forms in order for new learning items to become incorporated into their linguistic repertoire.

What are the implications of this view of the role of listening in language learning to the teaching of listening? I would suggest that we first distinguish between situations where comprehension only is an appropriate instructional goal and those where comprehension plus acquisition is a relevant focus. Examples of the former are situations where listening to extract information is the primary focus of listening, such as listening to lectures, announcements, sales presentations, etc., and situations where listening serves primarily as a transactional function, such as in service encounters. In other cases, however, a listening course may be part of a general English course or linked to a speaking course, and in those situations both listening as comprehension and listening as acquisition should be the focus. Listening texts and materials can then be exploited, first as the basis for comprehension and second as the basis for acquisition.

What classroom strategies are appropriate for the listening-as-acquisition phase? I would propose a two-part cycle of teaching activities:

a) noticing activities

b) restructuring activities


Noticing activities
 involve returning to the listening texts that served as the basis for comprehension activities and using them as the basis for language awareness. For example, students can listen again to a recording in order to:

◎ identify differences between what they hear and a printed version of the text

◎ complete a cloze version of the text

◎ complete sentences stems taken from the text

◎ check off entries from a list of expressions that occurred in the text





Restructuring activities
 are oral or written tasks that involve productive use of selected items from the listening text. Such activities could include:

◎ paired reading of the tape scripts in the case of conversational texts

◎ written sentence-completion tasks requiring use of expressions and other linguistic items that occurred in the texts

◎ dialog practice that incorporate items from the text

◎ role plays in which students are required to use key language from the texts

As an example, here is the listening text from an activity in Interchange
 , 3rd edition, Level 2.

Mike has just returned from Brazil. Listen to him talk about Carnival. What did he enjoy most about it?


Mike
 : Isn' t that music fantastic? It' s from a samba CD that I got when I was in Rio for Carnival. Wow! Carnival in Rio is really something! It' s a party that lasts for four whole days. It' s held late in February or early March, but you need to book a hotel room way in advance because hotels fill up really quickly. Carnival is celebrated all over Brazil, but the most famous party is in Rio. The whole city is decorated with colored lights and streamers. It' s really very beautiful. Everyone is very friendly—especially to visitors from other countries. The best part about Carnival is the big parade. The costumes are unbelievable—people work on them for months. It' s really fantastic to watch. Everyone dances the samba in the streets. I' d really recommend you go to Rio for Carnival if you ever have the chance.

The listening activities that accompany this text focus on listening for comprehension and focus on understanding details from the passage. However, the text could also be used as the basis for a follow-up acquisition activity. For example, students could be given the preceding text with some key lexical and grammatical items deleted and the passage used as a cloze listening. Then the students could be asked to work in pairs and rewrite the monolog as a question-and-answer exchange between Mike and a friend. Once this was done, the dialog could be used for pair practice. In this way, students would have the chance to acquire for active use some of the vocabulary and grammar used in the text.

I am therefore advocating that in contexts where comprehension and acquisition are the goals of a listening course, a two-part strategy is appropriate in classroom teaching and instructional materials, namely:


Phase 1: Listening as comprehension


Use of the materials as discussed in the preceding section.


Phase 2: Listening as acquisition


The listening texts used are now used as the basis for speaking activities, making use of noticing activities and restructuring activities.

Linking listening tasks to speaking tasks in the way described above, provides opportunities for students to notice how language is used in different communicative contexts. They can then practice using some of the language that occurred in the listening texts.

2. The teaching of speaking




The mastery of speaking skills in English is a priority for many second-or foreign-language learners. Consequently learners often evaluate their success in language learning as well as the effectiveness of their English course on the basis of how much they feel they have improved in their spoken language proficiency. Oral skills have hardly been neglected in EFL/ESL courses (witness the huge number of conversation and other speaking course books in the market), though how best to approach the teaching of oral skills has long been the focus of methodological debate. Teachers and textbooks make use of a variety of approaches, ranging from direct approaches focusing on specific features of oral interaction (e.g., turn-taking, topic management, and questioning strategies) to indirect approaches that create conditions for oral interaction through group work, task work and other strategies (Richards 1990).

Advances in discourse analysis, conversational analysis, and corpus analysis in recent years have revealed a great deal about the nature of spoken discourse and how it differs from written discourse (McCarthy and Carter 1997). These differences reflect the different purposes for which spoken and written language are used. Jones (1996: 12) comments:

In speaking and listening we tend to be getting something done, exploring ideas, working out some aspect of the world, or simply being together. In writing we may be creating a record, committing events or moments to paper.

Research has also thrown considerable light on the complexity of spoken interaction in either a first or second language. For example, Luoma (2004) cites some of the following features of spoken discourse:

◎ Composed of idea units (conjoined short phrases and clauses)

◎ May be planned (e.g., a lecture) or unplanned (e.g., a conversation)

◎ Employs more vague or generic words than written language

◎ Employs fixed phrases, fillers and hesitation markers

◎ Contains slips and errors reflecting online processing

◎ Involved reciprocity (i.e., interactions are jointly constructed)

◎ Shows variation (e.g., between formal and casual speech), reflecting speaker roles, speaking purpose, and the context

Conversational routines

A marked feature of conversational discourse is the use of fixed expressions, or &quot; routines, &quot; that often have specific functions in conversation and give conversational discourse the quality of naturalness. Wardhaugh (1985: 74, cited in Richards 1990) 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 conversations, 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 their function be within these situations?

◎This one' s on me.

◎I don' t believe a word of it.

◎I don' t get the point.

◎You look great today.

◎As I was saying, ...

◎Nearly time. Got everything.

◎I' ll be making a move then.

◎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.

Pawley and Syder (1983) suggest that native speakers have a repertoire of thousands of routines like these, and their use in appropriate situations creates conversational discourse that sounds natural and native-like, and that they have to be learned and used as fixed expressions.

In designing speaking activities or instructional materials for second-    or foreign-language teaching, it is also necessary to recognize the very different functions speaking performs in daily communication and the different purposes for which our students need speaking skills.

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 and also reflect the expression of politeness. 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?

◎What' s the time?

◎Do you have the time?

◎Can I bother you for the time?

◎You wouldn' t have the time, would you?




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?

Different speech styles reflect perceptions of the social roles of the participants in a speech event. If the speaker and hearer are judged to be of more or less equal status, a casual speech style that stresses affiliation and solidarity is appropriate. 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).

Functions of speaking

Numerous attempts have been made to classify the functions of speaking in human interaction. Brown and Yule (1983) made a useful distinction between the interactional functions of speaking, in which it serves to establish and maintain social relations, and the transactional functions, which focus on the exchange of information. In workshops with teachers and in designing my own materials, I use an expanded three-part version of Brown and Yule' s framework (after Jones 1996 and Burns 1998): talk as interaction; talk as transaction; talk as performance
 . Each of these speech activities is quite distinct in terms of form and function and requires different teaching approaches.

Talk as interaction

Talk as interaction refers to what we normally mean by &quot; conversation&quot; and describes interaction that serves a primarily social function. When people meet, they exchange greetings, engage in small talk, recount recent experiences, and so on, because they wish to be friendly and to establish a comfortable zone of interaction with others. The focus is more on the speakers and how they wish to present themselves to each other than on the message. Such exchanges may be either casual or more formal, depending on the circumstances, and their nature has been well described by Brown and Yule (1983). The main features of talk as interaction can be summarized as follows:

◎ Has a primarily social function

◎ Reflects role relationships

◎ Reflects speaker' s identity

◎ May be formal or casual

◎ Uses conversational conventions

◎ Reflects degrees of politeness




◎ Employs many generic words

◎ Uses conversational register

◎ Is jointly constructed

We can see some of these features illustrated in the following authentic example of a segment of conversational discourse (from Thornbury and Slade 2006: 132-133). Two women are asking a third woman about her husband and how they first met.


Jessie
 :       Right. Right, and so when did you—actually meet him?


Brenda
 : So we didn' t actually meet until that night.


Judy
 :       Oh, hysterical. ［laughs
 ］


Brenda
 : Well, I met him that night. We were all, we all went out to dinner. So I had champagne and strawberries at the airport.


Jessie
 :       And what was it like when you first saw him? Were you really—nervous?


Brenda
 : —Well, I was hanging out of a window watching him in his car, and I thought &quot; oh God what about this!&quot; ［laughs
 ］


Brenda
 : And he' d combed his hair and shaved his eyebrows—and.


Jessie
 :       Had you seen a photo of him?


Brenda
 : Oh, yeah, I had photos of him, photos…and I' d spoken to him on the phone.


Jessie
 :       Did you get on well straight away?


Brenda
 : Uh, well sort of. I' m a sort of nervy person when I first meet people, so it was sort of…you know…just nice to him.


Jessie
 :       —［laughs
 ］

The conversation is highly interactive and is in a collaborative conversational style. The listeners give constant feedback including laughter, to prompt the speaker to continue, and we see the examples of casual conversational register with &quot; nervy&quot; and &quot; hanging out of the window.&quot;

Examples of these kinds of talk are:

◎ Chatting to an adjacent passenger during a plane flight (polite conversation that does not seek to develop the basis for future social contact
 )

◎ Chatting to a school friend over coffee (casual conversation that serves to mark an ongoing friendship
 )

◎ A student chatting to his or her professor while waiting for an elevator (polite conversation that reflects unequal power between the two participants
 )

◎ Telling a friend about an amusing weekend experience, and hearing her or him recount a similar experience he or she once had (sharing personal recounts
 )




Some of the skills involved in using talk as interaction involve knowing how to do the following things:

◎ Opening and closing conversations

◎ Choosing topics

◎ Making small-talk

◎ Joking

◎ Recounting personal incidents and experiences

◎ Turn-taking

◎ Using adjacency pairs[3]




◎ Interrupting

◎ Reacting to others

◎ Using an appropriate style of speaking

Mastering the art of talk as interaction is difficult and may not be a priority for all learners. However, students who do need such skills and find them lacking report that they sometimes feel awkward and at a loss for words when they find themselves in situations that require talk for interaction. They feel difficulty in presenting a good image of themselves and sometimes avoid situations that call for this kind of talk. This can be a disadvantage for some learners where the ability to use talk for conversation can be important. Hatch (1978) emphasizes that second language learners need a wide range of topics at their disposal in order to manage talk as interaction. Initially, learners may depend on familiar topics to get by. However, they also need practice in introducing new topics into conversation 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 &quot; huh, &quot; &quot; pardon me, &quot; &quot; excuse me, I didn' t understand, &quot; etc., and echoing parts of sentences they do not understand in order to get it recycled again. Nothing stops the opportunity to carry on a conversation quicker than silence or the use of &quot; yes&quot; and head nodding when the learner does not understand. (Hatch 1978: 434)


Talk as transaction




Talk as transaction refers to situations where the focus is on what is said or done. The message and making oneself understood clearly and accurately is the central focus, rather than the participants and how they interact socially with each other. In such transactions,

…talk is associated with other activities. For example, students may be engaged in hands-on activities ［e.g., in a science lesson］to explore concepts associated with floating and sinking. In this type of spoken language students and teachers usually focus on meaning or on talking their way to understanding. (Jones 1996: 14)




The following example from a literature lesson illustrates this kind of talk in a classroom setting: (T=Teacher, S=Student):


T
 : The other day we were talking about figures of speech. And we have already in the past talked about three kinds of figures of speech. Does anybody remember those three types? Mary?




S
 : Personification, simile, and metaphor.


T
 : Good. Let me write those on the board. —Now can anybody tell me what personification is all about again? Juan?




S
 : Making a nonliving thing act like a person.


T
 : Yes. OK. Good enough. Now what about simile?…OK.—Cecelia?




S
 : Comparing two things by making use of the words &quot; like&quot; or &quot; as.&quot;




T
 : OK. Good. I' ll write that on the board. The other one—metaphor. Paul?




S
 : It' s when we make a comparison between two things, but we compare them without using the words &quot; like&quot; or &quot; as.&quot;




T
 : All right. Good. So it' s more direct than simile. Now we had a poem a few weeks ago about personification. Do you remember? Can you recall one line from that poem where a nonliving things acts like a human person?




S
 : &quot; The moon walks the night.&quot;


T
 : Good. &quot; The moon walks the night.&quot; Does the moon have feet to walk?




S
 : No.


T
 : No. So this is a figure of speech. All right. Now our lesson today has something to do with metaphor. Now we' re going to see what they have in common…



(Richards and Lockhart 1994: 116-117)





Examples of talk as transaction are:

◎Classroom group discussions and problem-solving activities.

◎A class activity during which students design a poster.

◎Discussing needed computer repairs with a technician

◎Discussing sightseeing plans with a hotel clerk or tour guide

◎Making a telephone call to obtain flight information

◎Asking someone for directions on the street




◎Buying something in a shop

◎Ordering food from a menu in a restaurant

Burns (1998) distinguishes between two different types of talk as transaction. The first type involves situations where the focus is on giving and receiving information and where the participants focus primarily on what is said or achieved (e.g., asking someone for directions). Accuracy may not be a priority, as long as information is successfully communicated or understood.

The second type is transactions that focus on obtaining goods or services, such as checking into a hotel or ordering food in a restaurant. For example, the following exchange was observed in a café:


Server
 : Hi, what' ll it be today?


Client
 : Just a cappuccino please. Low-fat decaf if you have it.


Server
 : Sure. Nothing to eat today?


Client
 : No thanks.


Server
 : Not a problem.

The main features of talk as transaction are:

◎ It has a primarily information focus.

◎ The main focus is on the message and not the participants.

◎ Participants employ communication strategies to make themselves understood.

◎ There may be frequent questions, repetitions, and comprehension checks, as in the example from the preceding classroom lesson.

◎ There may be negotiation and digression.

◎ Linguistic accuracy is not always important.

Some of the skills involved in using talk for transactions are:

◎ Explaining a need or intention

◎ Describing something

◎ Asking questions

◎ Asking for clarification

◎ Confirming information

◎ Justifying an opinion

◎ Making suggestions

◎ Clarifying understanding




◎ Making comparisons

◎ Agreeing and disagreeing


Talk as performance




The third type of talk that can usefully be distinguished has been called talk as performance. This refers to public talk, that is, talk that transmits information before an audience, such as classroom presentations, public announcements, and speeches. For example, here is the opening of a fall welcome speech given by a university president:

Good morning. It' s not my intention to deliver the customary state of the university address. There' s good reason for that. It would seem to me to be presumptuous for someone who has been here not quite seven weeks to tell you what he thinks the state of the university is. You would all be better prepared for that kind of address than I am. However, I would like to offer you, based on my experience—which has been pretty intensive these almost seven weeks—some impressions that I have of this institution, strengths, or some of them, and the challenges and opportunities that we face here.... I also want to talk about how I see my role during the short time that I will be with you…

(www.sjsu.edu/president/docs/speeches/2003_welcome.pdf
 . Accessed June 9, 2007)

Spoken texts of this kind, according to Jones (1996: 14),

…often have identifiable generic structures and the language used is more predictable.... Because of less contextual support, the speaker must include all necessary information in the text—hence the importance of topic as well as textual knowledge. And while meaning is still important, there will be more emphasis on form and accuracy.

Talk as performance tends to be in the form of monolog rather than dialog, often follows a recognizable format (e.g., a speech of welcome), and is closer to written language than conversational language. Similarly, it is often evaluated according to its effectiveness or impact on the listener, something that is unlikely to happen with talk as interaction or transaction. Examples of talk as performance are:

◎ Giving a class report about a school trip

◎ Conducting a class debate

◎ Giving a speech of welcome

◎ Making a sales presentation

◎ Giving a lecture

The main features of talk as performance are:

◎ A focus on both message and audience

◎ Predictable organization and sequencing

◎ Importance of both form and accuracy




◎ Language is more like written language

◎ Often monologic

Some of the skills involved in using talk as performance are:

◎ Using an appropriate format

◎ Presenting information in an appropriate sequence

◎ Maintaining audience engagement

◎ Using correct pronunciation and grammar

◎ Creating an effect on the audience

◎ Using appropriate vocabulary

◎ Using appropriate opening and closing

Teachers sometimes describe interesting differences between how learners manage these three different kinds of talk, as the following anecdotes illustrate.





I sometimes find with my students at a university in Hong Kong that they are good at talk as transaction and performance but not with talk as interaction. For example, the other day one of my students did an excellent class presentation in a course for computer science majors, and described very effectively a new piece of computer software. However, a few days later when I met the same student going home on the subway and tried to engage her in social chat, she was at a complete loss for words.

Another teacher describes a second language user with just the opposite difficulties. He is more comfortable with talk as interaction than with talk as performance.





One of my colleagues in my university in China is quite comfortable using talk socially. If we have lunch together with other native speakers he is quite comfortable joking and chatting in English. However, recently we did a presentation together at a conference and his performance was very different. His pronunciation became much more &quot; Chinese&quot; and he made quite a few grammatical and other errors that I hadn' t heard him make before.

Implications for teaching

Three core issues need to be addressed in planning speaking activities for an English class. The first is to determine what kinds of speaking skills the class will focus on. Is it all three of the genres described in the preceding section, or will some receive greater attention than others? Informal needs analysis is the starting point here. Procedures for determining needs include observation of learners carrying out different kinds of communicative tasks, questionnaires, interviews, and diagnostic testing (e.g., Tsang and Wong 2002). The second issue is to identify teaching strategies to &quot; teach&quot; (i.e., provide opportunities for learners to acquire) each kind of talk.





Teaching talk as interaction




Talk as interaction is perhaps the most difficult skill to teach since interactional talk is a very complex and subtle phenomenon that takes place under the control of unspoken rules. In my experience, these are best taught by providing examples embedded in naturalistic dialogs that model features such as opening and closing conversations, making small talk, recounting personal incidents and experiences, and reacting to what others say. One rule for making small talk is to initiate interactions with a comment concerning something in the immediate vicinity or that both participants have knowledge of. The comment should elicit agreement, since agreement is face-preserving and non-threatening. Hence, safe topics, such as the weather, the traffic and so on, must be chosen. Students can initially be given models such as the following to practice:


A
 : Nice weather today.


B
 : Yes, it is.


A
 : I hope the weather is nice for the weekend.


B
 : Me, too.


A
 : The buses to school are always so crowded.


B
 : Yes, they are.

Later, students can be given situations to consider in which small talk might be appropriate (e.g., meeting someone at a movie, running into a friend in the cafeteria, or waiting at a bus stop). They can then be asked to think of small topic comments and responses.

Giving feedback (or back channeling) is another important aspect of talk as interaction. It involves responding to a conversational partner with expressions that indicate interest and a wish for the speaker to continue, such as &quot; That' s interesting, &quot; &quot; yeah, &quot; &quot; really, &quot; and so on. To practice using back channeling in this way, students can examine dialogs from which feedback expressions have been omitted. They can consider suitable ways of providing them and then practice using them. For example, they can come up with different responses to use in the following dialog:


A
 : I' m going to Hawaii for my next vacation,


B
 : ______________________________.


A
 : Yeah, my parents are taking me there as a graduation present.


B
 : ______________________________. And what do you plan to do there?


A
 : Well I guess I' ll spend a lot of time on the beach.


B
 : ______________________________.


A
 : But I also want to do some snorkeling.


B
 : ______________________________.




Another technique to practice the use of conversation starters and narratives about personal experiences involves giving conversation starters that students  respond to by asking one or two follow-up questions. For example: &quot; I didn' t sleep very well last night.&quot; &quot; Look what I bought on Sunday. How do you like it?&quot; &quot; Did that thunderstorm last night wake you?&quot;

Two simple activities I use to practice topic management are &quot; in the hot seat&quot; and &quot; question time.&quot; In the first activity, a student sits on a chair in front of the class and makes a statement about something he or she did recently (e.g., &quot; I saw a good movie on Sunday&quot; ). The other members of the class ask three or more questions about the topic, which the student has to answer quickly. The &quot; question time&quot; activity, introduces students to a lesson on a new theme. I prepare up to 15 questions related to the theme and put them on a handout. For example, if the next unit covers sports, the students' handout would include questions such as &quot; What sports do you play?&quot; &quot; How often do you play sports?&quot; &quot; What sports are popular in your country?&quot; &quot; What sport have you never tried?&quot; I first ask students around the class to answer the questions quickly. Then students practice asking and answering the questions in pairs.


Teaching talk as transaction




Talk as transaction is more easily planned since current communicative materials are a rich resource of group activities, information-gap activities and role plays that can provide a source for practicing how to use talk for sharing and obtaining information, as well as for carrying out real-world transactions. These activities include ranking, values clarification, brainstorming, and simulations. Group discussion activities can be initiated by having students work in groups to prepare a short list of controversial statements for others to think about. Groups exchange statements and discuss them. For example: &quot; Schools should do away with exams.&quot; &quot; Vegetarianism is the only healthy life style.&quot; &quot; The Olympic games are a waste of money.&quot; Role-play activities are another familiar technique for practicing real-world transactions and typically involve the following steps:

◎ Preparing
 : Reviewing vocabulary, real-world knowledge related to the content, and context of the role play (e.g., returning a faulty item to a store).

◎ Modeling and eliciting
 : Demonstrating the stages that are typically involved in the transaction, eliciting suggestions for how each stage can be carried out, and teaching the functional language needed for each stage.

◎ Practicing and reviewing
 : Assigning students roles and practicing a role play using cue cards or realia to provide language and other support.

An issue that arises in practicing talk as transaction using different kinds of communicative tasks is the level of linguistic accuracy that students achieve when carrying out these tasks. One assumption is that form will largely look after itself with incidental support from the teacher. Grammar has a mediating role, rather than serving as an end in itself (Thornbury 1998: 112). &quot; The teacher and the learner have a remarkable degree of flexibility, for they are presented with a set of general learning objectives and problem-solving tasks&quot; (Kumaravadivelu 1991: 99). As students carry out communicative tasks, the assumption is that they engage in the process of negotiation of meaning, employing strategies such as comprehension checks, confirmation checks, and clarification requests. These are believed to lead to a gradual modification of learners' language output, which over time takes on more and more target-like forms.




Despite these optimistic claims, others have reported that communication tasks often develop fluency at the expense of accuracy. For example, Higgs and Clifford (1982: 78) reporting experience with foreign language teaching programs in the United States, observed the following:

In programs that have as curricular goals an early emphasis on unstructured 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 &quot; free&quot; conversational setting before certain linguistic structures are more or less in place is not done without cost. There appears to be a real danger of leading 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 strategies seized upon in attempting to deal with the communication strategies presented.

Similar findings have been reported in more recent studies of task-work (see Foster 1998; Musumeci 1996).

The following example of the quality of language that is sometimes produced as students practice transactional functions of language. This example was observed during a role-play task in a Spanish secondary school English lesson. One student is playing the role of a doctor and the other a patient, and they are discussing a health problem.


S1
 : You how old?


S2
 : I' m thirty-four…thirty five.


S1
 : Thirty…five?


S2
 : Five.


S1
 : Problem?


S2
 : I have…a pain in my throat.


S1
 : ［In Spanish
 ］ What do you have?


S2
 : A pain.


S1
 : ［In Spanish
 ］ What' s that?


S2
 : ［In Spanish
 ］ A pain. A pain.


S1
 : Ah, pain.


S2
 : Yes, and it makes problem to me when I…swallow.


S1
 : When do you have…?


S1
 : Since yesterday morning.


S1
 : ［In Spanish］ No, I mean, where do you have the pain? It has a pain in…?




S2
 . In my throat.





S1
 : Ah. Let it…getting, er…worse. It can be, er…very serious problem and you are, you will go to New York to operate, so…operation…the 7th, the 27th, er May. And treatment, you can' t eat, er, big meal.




S2
 : Big meal. I er…I don' t know? Fish?


S1
 : Fish, you have to eat, er, fish, for example.

This example shows how low-level students when carrying out communication tasks, often rely on a lexicalized system of communication that depends heavily on vocabulary and memorized chunks of language, as well as both verbal and nonverbal communication strategies, to get meaning across. Several methods can be used to address the issue of language accuracy when students are practicing transactional use of language:

1.  By pre-teaching certain linguistic forms that can be used while completing a task.



2.  By reducing the complexity of the task (e.g., by familiarizing students with the demands of the activity by showing them a similar activity on video or as a dialog).



3.  By giving adequate time to plan the task.

4.  By repeated performance of the task.

Willis (1966) suggests using a cycle of activities with task work using a sequence of activities in a lesson. These activities create interaction mediated by a task and then build language awareness and language development around task performance. She proposes the following sequence of activities:


Pre-task activities



Introduction to topic and task




◎ T helps Ss to understand the theme and objectives of the task, for example, brainstorming ideas with the class, using pictures, mime or personal experience to introduce the topic.

◎ Ss may do a pre-task, for example, topic-based odd-word-out games. T may highlight useful words and phrases, but would not pre-teach new structures.

◎ Ss can be given preparation time to think about how to do the task.

◎ Ss can hear a recording of a parallel task being done (so long as this does not give away the solution to the problem).

◎ If the task is based on a text, Ss read a part of it.


The task cycle



Task




◎ The task is done by Ss (in pairs or groups) and gives Ss a chance to use whatever language they already have to express themselves and say whatever they want to say. This may be in response to reading a text or hearing a recording.

◎ T walks round and monitors, encouraging everyone' s attempt at communication in the target language.

◎ T helps Ss to formulate what they want to say, but will not intervene to correct errors of form.




◎ The emphasis is on spontaneous, exploratory talk and confidence building, within the privacy of the small group.

◎ Success in achieving the goals of the tasks helps Ss' motivation.


Planning




◎ Planning prepares for the next stage where they are asked to briefly report to the whole class how they did the task and what the outcome was.

◎ Ss draft and rehearse what they want to say or write.

◎ T goes around to advise students on language, suggesting phrases and helping Ss to polish and correct their language.

◎ If the reports are in writing, T can encourage peer editing and use of dictionaries.

◎ The emphasis is on clarity, organization, and accuracy, as appropriate for a public presentation.

◎ Individual students often take this chance to ask questions about specific language items.


Report




◎ T asks some pairs to report briefly to the whole class so everyone can compare findings, or begin a survey. There must be a purpose for others to listen. Sometimes only one or two groups report in full; others comment and add extra points. The class may take notes.

◎ T chairs, comments on the content of group reports, rephrases perhaps, but gives no overt public correction.


The language focus



Analysis




◎ T sets some language-focused tasks, based on the texts student read or on the transcripts of the recordings they heard. Examples include the following:

◎Find words and phrases related to the topic or text.

◎Read the transcript, find words ending in &quot; s&quot; and say what the &quot; s&quot; means.

◎Find all the words in the simple past form. Say which refer to past time and which do not.

◎Underline and classify the questions in the transcript.

◎ T starts Ss off, then students continue, often in pairs.

◎ T goes around to help. Ss can ask individual questions.

◎ In plenary, T then reviews the analysis, possibly listing relevant language up on the board. Ss may take notes.


Practice




◎ T conducts practice activities as needed, based on the language analysis work already on the board, or using examples from the text or transcript. Practice activities can include:




◎Choral repetition of the phrases identified and classified

◎Memory challenge games based on partially erased examples or using lists already on blackboard for progressive deletion

◎Sentence completion (base sentence set by one team for another)

◎Matching the past-tense verbs (jumbled) with the subject or objects  they had in the text

◎Dictionary reference with words from text or transcript


Teaching talk as performance




Teaching talk as performance requires a different teaching strategy. Jones (1996: 17) comments:

Initially, talk as performance needs to be prepared for and scaffolded in much the same way as written text, and many of the teaching strategies used to make understandings of written text accessible can be applied to the formal uses of spoken language

This approach involves providing examples or models of speeches, oral presentations, stories, etc., through video or audio recordings or written examples. These are then analyzed, or &quot; deconstructed, &quot; to understand how such texts work and what their linguistic and other organizational features are. Questions such as the following guide this process:

◎ What is the speaker' s purpose?

◎ Who is the audience?

◎ What kind of information do the audience expect?

◎ How does the talk begin, develop, and end? What moves or stages are involved?

◎ Is any special language used?

Students then work jointly on planning their own texts, which are then presented to the class.

Feez and Joyce' s approach to text-based instruction provides a good model for teaching talk as performance (1998: v). This approach involves:





◎ Teaching explicitly about the structures and grammatical features of spoken and written texts

◎ Linking spoken and written texts to the cultural context of their use

◎ Designing units of work that focus on developing skills in relation to whole texts

◎ Providing students with guided practice as they develop language skills for meaningful communication through whole texts

Feez and Joyce (1998: 28-31) give the following description of how a text-based lesson proceeds:


Phase 1 Building the context







In this stage, students:

◎ Are introduced to the social context of an authentic model of the text-type being studied

◎ Explore features of the general cultural context in which the text-type is used and the social purposes the text-type achieves

◎ Explore the immediate context of situation by investigating the register of a model text which has been selected on the basis of the course objectives and learner need

An exploration of register involves:

◎ Building knowledge of the topic of the model text and knowledge of the social activity in which the text is used, e.g., job seeking

◎ Understanding the roles and relationships of the people using the text and how these are established and maintained, e.g., the relationship between a job seeker and a prospective employer

◎ Understanding the channel of communication being used, e.g., using the telephone, or speaking face-to-face with members of an interview panel

Context building activities include:

◎ Presenting the context through pictures, audiovisual materials, realia, excursions, field-trips, guest speakers, etc.

◎ Establishing the social purpose through discussions or surveys, etc.

◎ Cross-cultural activities, such as comparing differences in the use of the text in two cultures

◎ Comparing the model text with other texts of the same or contrasting type, e.g., comparing a job interview with a complex spoken exchange involving close friends, a work colleague, or a stranger in a service encounter


Phase 2 Modelling and deconstructing the text




In this stage, students:

◎ Investigate the structural pattern and language features of the model

◎ Compare the model with other examples of the same text-type

Feez and Joyce (1998: 29)comment that &quot; modeling and deconstruction are undertaken at both the whole text, clause and expression levels. It is at this stage that many traditional ESL language teaching activities come into their own.&quot;


Phase 3 Joint construction of the text




In this stage:

◎ Students begin to contribute to the construction of whole examples of the text-type

◎ The teacher gradually reduces the contribution to text construction, as the students move closer to being able to control text-type independently




Joint construction activities include:

◎ Teacher questioning, discussing and editing whole class construction, then scribing onto board or overhead transparencies

◎ Skeleton texts

◎ Jigsaw and information-gap activities

◎ Small group construction of tests

◎ Self-assessment and peer assessment activities


Phase 4 Independent construction of the text




In this stage:

◎ Students work independently with the text

◎ Learner performances are used for achievement assessment

Independent construction activities include:

◎ Listening tasks, e.g., comprehension activities in response to live or recorded material such as performing a task, sequencing pictures, numbering, ticking or underlining material on a worksheet, and answering questions

◎ Listening and speaking tasks, e.g., role plays, simulated or authentic dialogs

◎ Speaking tasks, e.g., spoken presentation to class, a community organization, or a workplace

◎ Reading, tasks, e.g., comprehension activities in response to written material such as performing a task, sequencing pictures, numbering, ticking or underlining material on a worksheet, and answering questions

◎ Writing tasks which demand that students draft and present whole texts


Phase 5 Linking to related texts




In this stage students investigate how what they have learnt in this teaching/learning cycle can be related to:

◎ Other texts in the same or similar context

◎ Future or past cycles of teaching and learning

Activities that link the text-type to related texts include:

◎ Comparing the use of the text-type across different fields

◎ Researching other text-types used in the same field

◎ Role-playing what happens if the same text-type is used by people with different roles and relationships

◎ Comparing spoken and written modes of the same text-type




◎ Researching how a key language feature used in this text-type is used in other text-types

Evaluating performance on speaking activities

The third issue involved in planning speaking activities is determining the expected level of performance on a speaking task and the criteria that will be used to assess student performance. For any activity we use in class, whether it be one that seeks to develop proficiency in using talk as interaction, transaction, or performance, we need to consider what successful completion of the activity involves. Is accuracy of pronunciation and grammar important? Is each participant expected to speak for about the same amount of time? Is it acceptable if a speaker uses many long pauses and repetitions? If a speaker' s contribution to a discussion is off topic, does it matter?

As the above questions illustrate, the type of criteria we use to assess a speaker' s oral performance during a classroom activity will depend on which kind of talk we are talking about and the kind of classroom activity we are using. In a report on teaching discussion skills, Green, Christopher and Lam (2002: 228) recommend assigning one student to serve as an observer during a discussion activity, using the following observation form:

Number of contributions

by students　

A　B　C　D　E　F   

1. Total number of contributions made

2. Responding supportively

3. Responding aggressively

4. Introducing a new (relevant) point



5. Digressing from the topic





A speaking activity that requires talk as performance, (e.g., a mini-lecture) would require very different assessment criteria. These might include:

◎ Clarity of presentation: i.e., the extent to which the speaker organizes information in an easily comprehensible order

◎ Use of discourse markers, repetition and stress to emphasize important points and to make the lecture structure more salient to the listeners

Different speaking activities such as conversations, group discussions, and speeches make different types of demands on learners. They require different kinds and levels of preparation and support, and different criteria must be used to assess how well students carry them out.

Conclusion

I will conclude with a set of questions I use to guide myself when preparing speaking activities for the classroom or for textbooks. I also use these questions with teachers in workshops that focus on developing and reviewing classroom materials.




◎ What will be the focus of the activity—talk as interaction, transaction or performance?

◎ How will the activity be modeled?

◎ What stages will the activity be divided into?

◎ What language support will be needed?

◎ What resources will be needed?

◎ What learning arrangements will be needed?

◎ What level of performance is expected?

◎ How and when will feedback be given?
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[1]
 This chapter was published as a booklet by Cambridge University Press, 2008.





[2]
 dicto comp: A technique for practicing composition, in which the teacher reads a passage, and the students must write out what they understand and remember from the passage, keeping as closely as possible to the original but using their own words where necessary.





[3]
 Adjacency pairs: A sequence of two related utterances by two different speakers. The second utterance is always a response to the first. For example, complain-apologize, compliment-accept, invite-decline.







Listening Comprehension: Approach, Design, Procedure[1]





Not to let a word get in the way of its sentence



Nor to let a sentence get in the way of its intention,



But to send your mind out to meet the intention as a guest;



THAT is understanding.




Chinese proverb, fourth century B. C.

In this article, three dimensions of conceptualization, planning, and performance involved in the teaching of listening comprehension are considered. These are referred to as approach, design
 , and procedure
 (Richards and Rodgers 1982). Initially, an outline of some of what is known about the processes involved in listening is presented. This is the level of approach, where assumptions about how listeners proceed in decoding utterances to extract meanings are spelled out. The next level, that of design, is where an operationalization is made of the component micro-skills which constitute our competence as listeners. This in turn enables objectives to be defined for the teaching of listening comprehension. At the third level, that of procedure, questions concerning exercise types and teaching techniques are examined. These three levels illustrate the domain of methodology
 in language teaching.

Approach

Message factors

Current understanding of the nature of listening comprehension draws on research in psycholinguistics, semantics, pragmatics, discourse analysis, and cognitive science (e.g., Clark and Clark 1977; Leech 1977; Schank and Abelson 1977; Marslen-Wilson and Tyler 1980; Dore and McDermott 1982; Clark and Carlson 1982). There is little direct research on second language listening comprehension, however, and what follows is an interpretation of relevant native language research. Three related levels of discourse processing appear to be involved in listening: propositional identification, interpretation of illocutionary force, and activation of real world knowledge. The central question from both a theoretical and pedagogical perspective concerns the nature of the units listeners make use of in understanding language. Do we listen for intonation, stress, words, grammar, sentences, or some other type of language unit? Much of the linguistic and psycholinguistic literature on comprehension suggests that propositions are the basic units of meaning involved in comprehension and that the listener' s ultimate goal is to determine the propositions which an utterance or speech event expresses (Clark and Clark 1977; Foss and Haikes 1978). But propositions are represented indirectly in the surface structure of utterances. Listeners make use of two kinds of knowledge to identify propositions: knowledge of the syntax of the target language, and real world knowledge. Syntactic knowledge enables the listener to chunk
 incoming discourse into segments or constituents. The following sentence would have to be chunked as in (1) rather than (2) in order to identify its propositional meaning:

I am informed that your appointment has been terminated.




1. I am informed/that your appointment/has been terminated.

2. I am/informed that your/appointment has/been terminated.

The ability to correctly identify chunks or constituents is a by-product of grammatical competence. Knowledge of the structure of noun phrases, verb phrases, and the grammatical devices used to express such relationships as complementation, relativization, and coordination in English allows us to segment discourse into the appropriate chunks as part of the process of propositional identification. Where segmentation is difficult, comprehension is also difficult.  But knowledge of the world is also used to help identify propositions, enabling listeners to sometimes bypass the constituent identification process. Hence, (1) below is understood as (2) because, in real life, this is a plausible reconstruction of likely events involving cats and rats:

1. and rat cat it chased the ate the

2. The cat chased the rat and ate it.

The following processes therefore appear to be involved in comprehension:

1. The listener takes in raw speech and holds an image of it in short-term memory.

2. An attempt is made to organize what was heard into constitutents, identifying their content and function.

3. As constituents are identified, they are used to construct propositions, grouping the propositions together to form a coherent message.

4. Once the listener has identified and reconstructed the propositional meanings, these are held in long-term memory, and the form in which the message was originally received is deleted (Clark and Clark 1977: 49).



Permanent, or long-term, memory works with meaning, not with form. The propositional meaning of sentences is retained, not the actual words or grammatical devices that were used to express it. Thus, after hearing Tom said that the car had been fixed and could be collected at
 5, a listener is likely only to remember the fact that the car is now ready to be picked up, and not whether the speaker said the car is fixed
 rather than the car has been fixed
 , or could be collected
 rather than will be ready to be collected
 . Memory works with propositions, not with sentences.

The above is a semantically based view of how a listener decides what a sentence means. Leech distinguishes this view of meaning from a pragmatic perspective, that is, one which focuses on what an utterance means to a person in a particular speech situation. &quot; The semantic structure of a sentence specifies what that sentence means as a structure in a given language, in abstraction from speaker and addressee; whereas pragmatics deals with that meaning as it is interpreted interactionally in a given situation&quot; (Leech 1977: 1). Theories which describe how pragmatic meanings are understood derive from speech act theory, conversational analysis, and discourse analysis (Schmidt and Richards 1980).

Speech act theory is concerned with the relationship between the form of utterances and their function in social interaction and rests on the distinction between propositional meaning and the illocutionary force of utterances. For example, the sentence Helen likes chocolates
 as a proposition attributes a certain quality to Helen, but does not tell us whether the sentence was uttered in order to offer an explanation
 of her obesity, a suggestion
 as to what to do with the chocolates, or a denial
 of a previous assertion. Speech act and other interactional approaches to meaning assume that when we use language for communication, the meanings that are communicated are a function of the interactions between speakers and hearers meeting in specific circumstances for the achievement of particular goals. In arriving at an interpretation of the illocutionary force of an utterance (that is, in determining the speaker' s intention), listeners call upon their knowledge of the situation, the participants, their purposes, goals, rights, and duties, as well as the position of the utterance within the sequence of utterances preceding it. In an illuminating analysis of how the interpretation of talk is organized by context, Dore and McDermott observe that &quot; ...in the course of organizing sensible moments with each other, people use talk as a social tool, relying on the social work they are doing together to specify the meaning of utterances&quot; (1982: 375).




Grice proposed that one source of knowledge listeners make use of is their understanding of the nature and goals of conversation. He stated this knowledge in the form of maxims of conversational behavior, each of which illustrates the &quot; cooperative principle&quot; that dictates the sort of contributions people make during conversational interaction:

1.  Maxim of quantity: Make your contribution just as informative as required.

2.  Maxim of quality: Make your contribution one that is true.

3.  Maxim of relation: Be relevant.

4.  Maxim of manner: Avoid obscurity, ambiguity, prolixity. Be orderly.



(Quoted in Clark and Clark 1977: 122)

Conversationalists, hence, normally act on the assumption that remarks made during conversation will be relevant to the ongoing concerns of speaker and hearer. Thus, if I invite you to dinner, I assume that you will respond with a remark that is relevant to my purposes. I will try to interpret what you say as an acceptance or a refusal. But if you respond with There' s a white Cadillac on the corner of the street
 , I will have great difficulty assigning this utterance to the category of reply I anticipated.

Interactional views of meaning stress the crucial role of inferencing and interpretation in listening comprehension and remind us of the active and creative dimensions of listening. Work in cognitive science reveals an added dimension of this inferential process.

Script and schema theory (Schank and Abelson 1977) describe the role of prior knowledge in comprehension. For example, in understanding I went to the dentist this morning. He gave me an injection and I didn' t feel a thing
 , the following prior knowledge is referred to:

1.  We normally go to see a dentist when we need a check-up or when we have something wrong with our teeth.



2.  Dentists typically check, drill, repair, or remove teeth.

3.  This process is painful.

4.  An injection can be given to relieve the pain.

This body of knowledge about a specific situation (at the dentist' s), particular participants (the dentist, the assistant, the patient), goals of the situation (remedying a problem with the patient' s teeth), and procedures (drilling a tooth, giving an injection) can be referred to as the dentist' s script
 . Script or schema knowledge is what we know about particular situations, and the goals, participants, and procedures which are commonly associated with them. Much of our knowledge of the world is organized around scripts
 , that is, memory for typical episodes that occur in specific situations. Our knowledge of dentist' s scripts, cinema scripts, library scripts, drugstore scripts, school scripts, meal scripts, and so on, enables us to interpret a great deal of the language of everyday life. The information needed to understand many utterances is therefore not explicitly present in the utterance but is provided by the listeners from their repertoire of scripts. This means that many of the connections between events need not be specified when we talk about them, since they are already known and can be inferred. But if we lack a relevant script, comprehension may be difficult. For example, we have no available script which can be used to understand this sequence of events: I climbed onto an elephant. The piano was out of tune. The rabbit tasted delicious.







We are able to understand many utterances from our general awareness of how people achieve goals and from our assumptions that most human behavior is purposeful and directed toward particular ends. Non-native speakers, however, may lack many culturally specific scripts; their individual scripts may differ in degree and content from target language scripts, and this poses additional problems for the non-native listener.

We are now able to expand the tentative model of the processes involved in comprehension:

1.  The type of interactional act or speech event in which the listener is involved is determined (e.g., conversation, lecture, discussion, debate).



2.  Scripts relevant to the particular situation are recalled.



3.  The goals of the speaker are inferred through reference to the situation, the script, and the sequential position of the utterance.



4.  The propositional meaning of the utterance is determined.



5.  An illocutionary meaning is assigned to the message.



6.  This information is retained and acted upon, and the form in which it was originally received is deleted.



Medium factors

The preceding discussion has focused on how meanings are understood in listening. But listeners confront another dimension of comprehnsion when processing speech. The act of speaking imposes a particular form on utterances, and this considerably affects how messages are understood. We call factors which result from this medium factors
 . Medium factors vary according to the nature of the discourse (whether planned or unplanned), the speaker' s attitude toward the message or the listeners, and the situation in which the act of communication takes place (e.g., classroom, lecture room, or informal setting). We will consider nine such factors here, each of which influences the work listeners must do to process speech.


Clausal basis of speech.
 Whereas the unit of organization of written discourse is the sentence, spoken language is generally delivered one clause at a time (Pawley, undated). The unit of conversational discourse is not the full sentence but the clause, and longer utterances in conversation generally consist of several clauses coordinated. Most of the clauses used are simplly conjuncts or adjuncts, and Pawley points out that cases of complex clauses in conversation are rare. Clauses appear to be a major constituent in both the planning and delivery of speech. The frequent use of coordinating conjunctions is illustrated in this example from Stanley:




Um perhaps the most celebrated near miss was a twin reactor two reactors side by side in Tennessee in 1975, and
 that was due to a worker at the plant using a candle to test which way the air was flowing, underneath the control room, and
 it caught fire. And
 they had a very serious fire there for fourteen hours. They didn' t know how to put it out.... And
 it was only shut down in the end and
 a very you know, a major accident averted by an operator using a very unusual and
 quite clever way of shutting it down by hand (1980: 78).


Reduced forms.
 In articulating clauses, speakers are guided by the need to express meanings efficiently. This means that words which play a less crucial role in the message may be slurred or dropped, and other words given more prominence (Brown 1977). In addition, consonants and vowels within words are affected by the positions in which they occur. In speech there is not always time for the tongue to assume the ideal position required to articulate a sound. Consequently, patterns of assimilation are common, leading to the disappearance of word boundaries, to the omission of certain vowels and consonants, and to substitutions occurring for elements within words. Sentences also occur frequently in elliptical forms, with the deletion of such elements as subjects, auxiliaries, verbs, articles, and pronouns when context makes their presence redundant, as in When
 will you be back
 ? Tomorrow maybe
 (instead of, Maybe I' ll
 be back tomorrow
 ).


Ungrammatical forms.
 Due to the effort speakers put into planning and organizing the content of their utterances in ongoing time, grammaticality is often less relevant than ideational coherence. Consequently, ungrammatical forms and constructions are frequent. For example:

Big companies can only really make lots of money out of high technology centralized systems.... And because of that it
 is tending to go into high technology solutions.

(lack of agreement) And after that we arrived in a little town that there was no hotel anywhere...

(faulty clause construction)


Pausing and speech errors.
 An important component of human speech consists of the pauses, hesitations, false starts, and corrections which make up such a large portion of what we actually say. In natural speech, between 30% and 50% of speaking time may consist of pauses and hesitations, indicating some of the selection and planning processes speakers make use of. Pauses may be either silent pauses or filled pauses. Filled pauses contain items such as uh, oh, hmm, ah, well, say, sort of, just, kind of, I mean, I think, I guess
 , which indicate that the speaker is searching for a word, or has found the word or an approximation of it.


Rate of delivery.
 Pausing also affects our perception of the pace of speech. The impression of faster or slower speech generally results from the amount of intraclausal pausing that speakers use. If such pauses are eliminated, the impression of rapid speech is created. Fast and slow speakers are hence distinguished by the amount of pausing they make use of. Rivers cites the following figures:

Fast: above 220 wpm

Moderately fast: 190→220 wpm Average: 160→220 wpm Moderately slow: 130→160 wpm Slow: below 130wpm

(1981: 173)


Rhythm and stress.
 The rhythmic pattern of spoken English is another of its distinctive features. In many languages, the length of time required to pronounce an utterance depends upon the number of syllables it contains, since syllables are of about equal length. English, however, is a stress-timed language. Within an utterance, only particular syllables are stressed, and the remaining syllables in the utterance, no matter how many there are, must accommodate to the rhythm established by the stressed syllables, which recur at more or less regular intervals. According to Woods (1979), there is a major stressed syllable on the average of every 0.6 seconds in English. This means that the following sentences would take about the same amount of time to articulate, even though the number of syllables contained in each sentence is very different:




The CAT is INTerested in proTECTing its KITTens.

LARGE CARS WASTE GAS.

This adds yet another dimension to the listener' s task, since listeners must be able to identify words according to the rhythmic structure within which they occur. They must be able to interpret words in both stressed, mildly stressed, and unstressed forms, and not merely in their ideal forms as listed in a dictionary.


Cohesive devices.
 Speeeh shares with written discourse the mechanisms for marking grammatical ties within and between sentences, but many function differently in spoken discourse. The referents of cohesive markers such as this, these,
 and you
 are sometimes not readily identifiable in speech. For example:

Well you
 know, there was this
 guy, and here we
 were talking about, you know, girls, and all that
 sort of thing...and here' s
 what he says...


Information content.
 Since conversation involves both a speaker and a hearer, meanings are constructed cooperatively. A particular speaker does not say everything he or she wants to say in a single burst. Each speaker adds information a little at a time, often by repeating something of what has been said and then adding to it (Brown 1977). For example:





A: Are you pleased with the results?

B: Yes, I' m very pleased with them. They are better than I expected.

A: Is it impossible?

B: No, it' s not impossible, just difficult.

Proposition markers such as of course
 and really
 may indicate the attitude of the speaker to preceding or subsequent propositions, and discourse markers such as well, anyway, actually, of course
 , and now
 signal the continuity between one utterance and another. This means that the concept of coherence, as applied to conversational discourse, is very different from the way coherence is created in written discourse. Written discourse is planned, tightly organized, and generally the product of a single person. Spoken discourse is not pre-planned, but is produced in ongoing time through mutual cooperation. Consequently, it presents meaning in a very different way from written discourse. Topics are developed gradually, and the conventions for topic development and topic shift are distinctive to the spoken register. Listeners must use cues such as talking about that, reminds you of..., by the way, as far as that goes
 to identify directions in topic development.


Interactive.
 Conversation is interactive. The listener' s presence is indicated by gestures, movement, gaze, and facial expressions. Both speaker and listener send a variety of verbal and non-verbal signals back and forth indicating attention, interest, understanding, or lack of it (Murphy and Candlin 1979). The degree of formality or informality of the interaction may also be signaled by the presence or absence of idioms, humor, and colloquial expressions, or by the use of solidarity markers such as you see
 or you know
 .




Design

The factors reviewed above indicate some of the central processes of listening comprehension and ways in which spoken discourse differs from written text. The application of such information to the teaching of listening comprehension is in the design component of methodology, and it enables the identification of component micro-skills which provide the focus for instructional activities. Design thus refers to the operationalization of information and theory into a form that will enable objectives to be formulated and learning experiences planned. The design phase in curriculum development consists of:


Assessment of learner needs.
 This refers to procedures aimed at identifying the type of listening skills the learner requires, according to situations and purposes the listener will encounter.


Isolation of micro-skills.
 From the information obtained from needs analysis and from an analysis of the features of the target language discourse that the learner will encounter (e.g., conversation, lectures), particular listening skills are isolated which correspond to the listening abilities the learner requires. The product of this operation is a skills taxonomy.


Diagnostic testing.
 From proficiency or diagnostic testing, a profile is established of the learner' s present listening abilities. Particular micro-skills from the skills taxonomy are then selected.


Formulation of instructional objectives.
 Using information from diagnostic or proficiency testing, instructional objectives for a listening comprehension program can be developed.

The above procedures are essential before instructional activities can be selected or developed. Let us now consider each of these dimensions in turn.

Needs assessment

Needs assessment focuses on the purposes for which the learners need listening skills and on an analysis of the situations, activities, and tasks in which the learners will be involved as second language learners. Listening purposes vary according to whether learners are involved in listening as a component of social interaction (e.g., conversational listening), listening for information, academic listening (e.g., lectures), listening for pleasure (e.g., radio, movies, television), or for some other reason. Needs assessment procedures may involve interviews with learners, participant observation, questionnaires, target discourse analysis, literature surveys of related research, and other measures designed to obtain a profile of learner needs and to establish priorities among them.

Taxonomy of listening skills

Taxonomies of micro-skills involved in different types of listening are developed from a variety of sources, including needs analysis, discourse analysis, and related research. The analysis of listening processes and features of spoken discourse which were discussed in the first section of this article suggests that micro-skills such as the following are required for conversational listening:





Micro
 -skills: conversational listening




1.  ability to retain chunks of language of different lengths for short periods

2.  ability to discriminate among the distinctive sounds of the target language

3.  ability to recognize the stress patterns of words

4.  ability to recognize the rhythmic structure of English

5.  ability to recognize the functions of stress and intonation to signal the information structure of utterances

6.  ability to identify words in stressed and unstressed positions

7.  ability to recognize reduced forms of words

8.  ability to distinguish word boundaries

9.  ability to recognize typical word order patterns in the target language



10. ability to recognize vocabulary used in core conversational topics



11. ability to detect key words (i.e., those which identify topics and propositions)



12. ability to guess the meanings of words from the contexts in which they occur



13. ability to recognize grammatical word classes (parts of speech)

14. ability to recognize major syntactic patterns and devices

15. ability to recognize cohesive devices in spoken discourse

16. ability to recognize elliptical forms of grammatical units and sentences



17. ability to detect sentence constituents

18. ability to distinguish between major and minor constituents

19. ability to detect meanings expressed in differing grammatical forms/sentence types (i.e., that a particular meaning may be expressed in different ways)



20. ability to recognize the communicative functions of utterances, according to situations, participants, goals



21. ability to reconstruct or infer situations, goals, participants, procedures

22. ability to use real world knowledge and experience to work out purposes, goals, settings, procedures

23. ability to predict outcomes from events described

24. ability to infer links and connections between events

25. ability to deduce causes and effects from events




26. ability to distinguish between literal and implied meanings

27. ability to identify and reconstruct topics and coherent structure from ongoing discourse involving two or more speakers

28. ability to recognize markers of coherence in discourse, and to detect such relations as main idea, supporting idea, given information, new information, generalization, exemplification

29. ability to process speech at different rates

30. ability to process speech containing pauses, errors, corrections

31. ability to make use of facial, paralinguistic, and other clues to work out meanings

32. ability to adjust listening strategies to different kinds of listener purposes or goals

33. ability to signal comprehension or lack of comprehension, verbally and non-verbally

Diagnostic testing or detailed analysis of results of proficiency tests allows particular micro-skills to be further operationalized. Micro-skills relevant to academic listening include the following:


Micro
 -skills: academic listening (listening to lectures)




1.  ability to identify purpose and scope of lecture

2.  ability to identify topic of lecture and follow topic development

3.  ability to identify relationships among units within discourse (e.g., major ideas, generalizations, hypotheses, supporting ideas, examples)

4.  ability to identify role of discourse markers in signaling structure of a lecture (e.g., conjunctions, adverbs, gambits, routines)



5.  ability to infer relationships (e.g., cause, effect, conclusion)

6.  ability to recognize key lexical items related to subject/topic

7.  ability to deduce meanings of words from context

8.  ability to recognize markers of cohesion

9.  ability to recognize function of intonation to signal information structure (e.g., pitch, volume, pace, key)



10. ability to detect attitude of speaker toward subject matter

11. ability to follow different modes of lecturing: spoken, audio, audio-visual



12. abiliy to follow lecture despite differences in accent and speed

13. familiarity with different styles of lecturing: formal, conversational, read, unplanned



14. familiarity with different registers: written versus colloquial




15. ability to recognize irrelevant matter: jokes, digressions, meanderings



16. ability to recognize function of non-verbal cues as markers of emphasis and attitude



17. knowledge of classroom conventions (e.g., turn taking, clarification requests)



18. ability to recognize instructional/learner tasks (e.g., warnings, suggestions, recommendations, advice, instructions)



The above taxonomies are suggestive of the sort of information that curriculum developers should aim to obtain from tests and other sources.

Diagnostic testing/assessment

Diagnostic tests and assessment procedures give a detailed breakdown of how learners perform with respect to particular micro-skills. A good example of how detailed information on learner ability can be obtained from the use of a listening proficiency rating scale is provided by an instrument developed by Brindley (1982). By means of interviews, a profile of the student' s learning ability is built up, and the learner is classified into one of eight levels ranging from minimal to native-speaker-like. Brindley describes characteristics of a learner at the second level on the scale in the following way:


Listening comprehension




Able to understand enough to manage a very limited interchange about areas of immediate need. Can understand most predictable requests for basic personal and family information of the kind required by officials, though repetition often necessary if questions are not phrased in familiar form.

Can recognize a few basic intonation patterns (e.g., Yes/no questions). Little Understanding of syntax. Meaning deduced from juxtaposition of words and context. Still responds to isolated words in connected speech.

Can handle very short, simple, ritual social exchanges but rarely able to understand enough to keep conversation going of his/her own accord.

Can identify individual items in very short, simple recorded passages relevant to needs. May get global meaning but would need more than one hearing. However misunderstandings frequent when s/he cannot see person speaking.

When s/he does not understand, can usually ask very simply for repetition.


Characteristic problems


Has great difficulty coping with subjects other than immediate priorities. Finds longer utterances (especially those containing subordinate clauses) very hard to understand, owing to limitations on short-term memory load.

Often fails to understand questions which require other than a short, concrete answer (e.g., why
 or how
 questions).

Idiomatic expressions (even commonly used ones related to priority areas) normally not understood. Only understands when questions/statements are phrased in simplest, non-idiomatic form.




Has great difficulty using grammatical cues to extrapolate meaning. What seems clear to a native speaker would often be misinterpreted or seen as ambiguous by a listener at this level, owing to his/her inability to recognize the form and function of many syntactic structures. May identify occasional words in a conversation between native speakers but could not identify topic.  Similar-sounding words/segments often confused, causing misunderstandings.

(Brindley 1982: 1)

Using information such as this together with a skills taxonomy, it is possible to identify the micro-skills which would be most crucial for a learner at this level. Among the micro-skills which this type of learner lacks, for example, are:

1. ability to identify and reconstruct topics from ongoing discourse

2. ability to recognize typical word order patterns in English

3. ability to recognize major syntactic patterns in English

By systematically comparing information in the skills taxonomy with the learner profile, it is now possible to formulate objectives for the target group of learners.

Formulation of objectives

Objectives translate the content identified in the skills selection process into a statement of what the student is expected to be able to do at the end of a course of instruction. Objectives defined this way are also known as behavioral obiectives
 (Nicholls and Nicholls 1972). They serve as goals toward which the teacher should be aiming in a course, and hence help determine the choice of appropriate methodology and classroom procedures. They also enable teachers to assess the extent to which learning has been accomplished. Basically, what is required is a clearly set out group of statements identifying what is to be achieved—methodology and the syllabus identify the means; objectives specify the ends. Objectives thus break down the micro-skills into descriptions of behavior or performance in terms which can be taught and tested. Objectives for the hypothetical target group identified above, for example, might be stated in the following terms:

1.  The student will have a listening vocabulary of approximately 800 words, including dates, time, and numbers up to 100.



2.  The student can recognize the different intonation patterns used for questions, statements, instructions.



3.  The student can understand yes/no questions and wh-questions on topics connected with home life, the family, school, free time, health, shopping, personal identification.



4.  The student can understand common phrases used in short conversations and interviews on the above topics.



5.  The student can identify the topics of conversations between native speakers on the above topics.



6.  The student can understand utterances within an 800 word vocabulary in which the following grammatical constructions are used: sub V comp, sub V obj, ...






7.  The student can understand utterances within an 800 word vocabulary containing subordinate and coordinating clauses.



From the formulation of instructional objectives we are now able to consider the development of instructional procedures and activities which enable the objectives to be realized. These are questions of procedure, that is, of techniques and exercise types.

Procedure

In teaching listening comprehension our aim is to provide opportunities for the learner to acquire particular micro-skills, those individual listening abilities which we have identified and used in specifying particular teaching objectives. In teaching listening we can manipulate two variables, both of which serve to develop ability in particular skill areas. We can either manipulate the input
 , that is, the language which the learner hears, controlling for selected features such as grammatical complexity, topic, and rate of delivery, or we can manipulate the tasks
 we set for the learner. Manipulation of either (or both) is directed toward developing particular micro-skills.

INPUT→MICRO-SKILLS→TASKS

In examining procedures for teaching listening comprehension, we will focus first on some general criteria that can be applied to the evaluation of exercises and classroom procedures and then look at techniques and procedures themselves.

Criteria for evaluating activities and exercises

In teaching listening skills our aim is to provide comprehensible, focused input and purposeful listening tasks which develop competence in particular listening abilities. The following criteria serve as a checklist in developing listening tasks (British Council 1981; McKeating 1981; Porter and Roberts 1981; Howard 1977; Stanley 1978; Maley and Moulding 1981; Thomas 1982):


Content validity.
 Does the activity practice listening comprehension or something else? How closely does the input or task relate to the micro-skills which listening comprehension involves? Many listening materials contain activities that depend more on reading or general intelligence than on listening skills. The question of content validity raises the issue of whether the activity adequately or actually makes use of skills and behavior that are part of listening in the real world. Two related factors have to do with memory and purposefulness.


Listening comprehension or memory?
 We saw above that a variety of processing activities in listening precede storage of information in long-term memory. Many listening activities focus on retrieval of information from long-term memory rather than on the processing activities themselves. An exercise involving listening to a passage and responding to true/false questions about the content of it typically focuses on memory rather than on comprehension.


Purposefulness and transferability.
 Does the activity reflect a purpose for listening that approximates authentic real life listening? Do the abilities which the exercise develops transfer to real life listening purposes, or is the learner simply developing the ability to perform classroom exercises? An activity which makes use of news broadcasts as input, for example, should reflect the reasons why people typically listen to news broadcasts, such as listening for information about events. Cloze exercises requiring the learner to supply grammatical words on listening to the news item do not reflect the purposes for which people listen to news broadcasts. It is not a situation which corresponds to any real life listening purpose, and hence involves a low degree of transfer.





Testing or teaching.
 Does the activity or set of procedures assume that a set of skills is already acquired and simply provide opportunities for the learner to practice them, or does it assume that the skills are not known and try to help the learner acquire them? A great many listening activities test, rather than teach. For example, a set of true/false questions following a passage on a tape might indicate how much of the material the learner can remember, but this kind of activity in no way helps the learner develop the ability to grasp main ideas or extract relevant details. The amount of preparation the learner is given prior to a listening task is often important in giving a teaching rather than a testing focus to an activity. Pre-listening activities generally have this purpose. They activate the learner' s script and set a purpose for listening. They may take the form of discussion, questions, or a short paragraph to read which creates the script, providing information about the situation, the characters, and the events. Activities which teach rather than test may require much more use of pre-listening tasks and tasks completed as the student listens, than post-listening tasks.


Authenticity.
 To what degree does the input resemble natural discourse? While much authentic discourse may be too disfluent or difficult to understand without contextual support, materials should aim for relative authenticity if they are to prepare listeners for real listening. Many current commercial listening materials are spoken at an artificially slow pace, in prestige dialects that are not typical of ordinary speech. They are often oral readings of written material articulated in a precise &quot; acting&quot; style, lacking the pauses and self-corrections of natural speech. Furthermore, the value of such materials must be examined in the light of Krashen' s (1982) proposal that authentic learning experiences should provide an opportunity for acquisition
 ; that is, they should provide comprehensible input which requires negotiation of meaning and which contains linguistic features a little beyond the learner' s current level of competence.

Exercise types

In developing classroom materials and activities we can manipulate the input or the tasks. Input, for example, may be in the form of dialogue or monologue. Dialogue may be scripted or unscripted, between native speakers, between native and non-native speakers, or between non-native speakers. Difficulty in both dialogue and monologue may vary according to the rate of delivery, level of vocabulary, topic, information content, fluency (amount of pausing, errors), and coherence. Tasks may vary according to whether they require global comprehension
 (where the learner is required to attempt to understand the overall meaning) or partial comprehension
 (where only comprehension of specific items is required) (Blundell and Stokes 1981). Tasks may also vary according to whether they require a mechanical, meaningful, or communicative
 response (Paulston 1971). A task requiring a mechanical response, for example, would be a discrimination task where the learner is required to distinguish between two words or sounds and where comprehension is not required. A meaningful response would be one in which comprehension of the input is required, but no creative abilities are called into play as, for example, when a learner has to match one of two sentences to one which he or she hears. A communicative response is one in which the learner has to create a suitable response on the basis of what is understood, and where interpretation, adaptation, and the addition of new information is required. For example, the listener may hear a problem discussed and then have to suggest a solution. The criterion for selecting and evaluating tasks, however, is not their interest or ingenuity, but the degree to which they relate to teaching rather than testing objectives. Among common task types in materials are:





Matching or distinguishing.
 Choosing a response in written or pictorial form that corresponds with what was heard (e.g., placing pictures in a sequence which matches a story or set of events; choosing a picture to match a situation, such as listening to a radio advertisement and finding the product from a set of pictures).


Transferring.
 Exercises of this type involve receiving information in one form and transferring the information or parts of it into another form (e.g., listening to a discussion about a house and then sketching the house).


Transcribing.
 Listening, and then writing down what was heard. Dictation is the most common example of this activity.


Scanning.
 Exercises in which listeners must extract selected items by scanning the input in order to find a specific piece of information (e.g., listening to a news broadcast and identifying the name of the winning party in an election).


Extending.
 Exercises which involve going beyond what is provided, such as reconstructing a dialogue when alternate lines are missing or providing a conclusion to a story.


Condensing.
 Reducing what is heard to an outline of main points, such as is required in notetaking.


Answering.
 Answering questions from the input. Different sorts of questions will focus on different levels of listening (e.g., questions which require recall of details, those which require inferences and deductions, those which require evaluation or reactions).


Predicting.
 Guessing or predicting outcomes, causes, relationships, and so forth, based on information presented in a conversation or narrative.

Applications

As an example of approach, design, and procedural elements of listening comprehension methodology, we will now show how a listening exercise which was presented to a materials development class at the University of Hawaii was adapted by the students in that class to give it a more relevant focus. This discussion also illustrates the sorts of activities which are useful in teaching workshops for teachers on developing materials for listening comprehension.  The text selected was Have You Heard
 (Underwood 1979), which is described as providing

listening comprehension practice for students of English as a foreign language who have had little opportunity to hear native English speakers. Each of the 20 units contains recorded extracts centered around a particular language function. The recordings are of spontaneous conversations in a range of accents and bring the students as close as possible to a real life situation (extract from jacket).

          The task set for the teacher trainees who were in this course was first to examine the text and the exercises in terms of content validity, testing or teaching, and the other criteria discussed above. It was found that the existing exercises in the text mainly tested memory rather than listening comprehension, and many were found to have little relation to listening. In considering alternate exercises, the materials were first examined to determine the types of listening tasks and micro-skills that the conversational samples involved. From these, objectives and exercises were developed.[2]
 Unit 1 of the text, for example, focuses on &quot; people talking about things they like.&quot; The unit contains three short conversations on the topic by different people. The first is entitled &quot; Felix talks about his job as a school-master.&quot; The following pre-listening information is given:




Felix shows his pleasure by mentioning the good things about his job. He begins by saying that he decided quite quickly about what he wanted to do as a job (9).

A few difficult vocabulary items are presented, then the teacher is instructed to play the tape. True/false exercises, vocabulary exercises, and a transcription/dictation task follow. The conversational listening extract is as follows:

So there was no great lengthy process deciding what I was going to do—but I don' t feel I' ve made a mistake—I enjoy it—I enjoy the company of other members of the staff in the staff room where they are colleagues of yours but you' re not in a structured system where they are your boss or you are theirs—everyone is in the same boat—everyone is in the same level and yet—you don' t actually work with one another—you just work with the same boys—and therefore I think that unlike an office situation—you get to know the-the other members of the staff—as friends more than as workmates—and also I enjoy—the difference in the job—it isn' t the same thing every year—in a yearly situation—you can do things a different way the second year, the third year—and I enjoy the differences it brings—every day—different classes, different age groups, different attitudes... (transcribed from tape).

It was decided to replace all the exercises suggested in the text. In developing alternative exercises the trainees produced the following:


Objectives


Listen for general understanding of the gist of a conversation. Identify the speaker' s attitude toward a topic.


Micro
 -skills


Identify and follow the topic of a conversation. Recognize vocabulary for expressing positive and negative attitudes. Infer speaker' s attitude from reasons given. Infer meanings of words from context.


Pre
 -listening activities


Students work in groups and discuss what makes a job enjoyable or undesirable. Students rank their findings. Students discuss the advantages and disadvantages of school teaching. (The goal of the pre-listening activities is to activate background knowledge or scripts and to prepare students for some of the vocabulary they will hear.)


Teaching procedure




1.  On first listening, students are given a simple task. They are instructed to answer the following questions as they listen: a) What is Felix' s job? b) How does he feel about his job? Does he like it or not? (By posing the task before the students listen to the tape, the listeners are given a purpose for listening which forces them to focus on selected information. They can also compare information they hear with information they obtained from their pre-listening group discussions.)




2.  After listening to the tape and discussing their answers, the students are given a more specific task to be completed during a second listening:

Which of the following does Felix say are important for him about his job?

the salary　　　    not having a fixed routine

the holidays　　　the power it gives

not having a boss　his colleagues

3.  During a third listening, students answer true/false questions:

a) It took Felix a long time to choose a job.

b) Felix believes he chose the right job.

c) Felix says his job is like working in an office.

d) Felix wants to change his job.

e) Felix has to do the same thing every year.

4.  A post-listening exercise involves deducing the meanings of words from the context in which they were used in the conversation: What do these expressions in the conversation mean?

&quot; To be in the same boat with other people&quot;

&quot; To enjoy the company of other people&quot;

The exercises suggested by the trainees thus involve primarily pre-listening and &quot; complete while listening&quot; tasks, rather than the usual battery of post-listening exercises. They prepare the students for listening before listening begins and focus on a level of comprehension relevant to conversational listening.

Conclusion

The teaching of listening comprehension, or of any language skill, involves considering the objectives we are teaching toward and the micro-skills our procedures cover. An educated response is dependent, in turn, on how much of an attempt we have made to appreciate the nature of the listening comprehension process itself. Any informed methodology or teaching program looks both at techniques and classroom routines, and beyond them, to the broader principles which serve as their justification.
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The Effect of Discourse Markers on the Comprehension of Lectures[1]




Introduction

With greater numbers of non-native speakers of English entering English-medium institutions of higher education around the world, the provision of appropriate English-language training as a preparation for academic study becomes increasingly important. In the United States, all major universities now offer specialized English language courses for foreign students, dealing with the use of English in such areas as advanced reading, writing term papers, discussion skills, lecture comprehension, and note taking. The growing demand for such courses has led to the need for research into the processes underlying academic performance in a second or foreign language, which can provide input to teacher training as well as to the development of appropriate curriculum and instructional materials. This paper deals with the university lecture and describes a study which was conducted to investigate how different categories of discourse markers affect the degree to which foreign students understand university lectures.

1. Listening comprehension processes

Research on the processes of listening comprehension in both first-language and second-language listening is in its infancy. Still, a considerable body of related research into the cognitive processes underlying comprehension has led to a greater understanding of the nature of listening comprehension (e.g., Clark and Clark 1977; Richards 1983). Two basic processes that have been identified are referred to as bottom-up processing and top-down processing. Bottom-up processing refers to the analysis of incoming data, and categorizing and interpreting them on the basis of information in the data. With respect to the comprehension of language, bottom-up processes would be, for example, those which assign grammatical status to words on the basis of syntactic and morphological cues and which assign topics and meanings on the basis of syntax and word order and the meanings of lexical items used in the message. Top-down processing makes use of prior knowledge as part of the process of comprehension. This may take many forms, including expectations about the topic and structure of a piece of discourse based on real-world knowledge and reference to various types of frames, schemas, and macro-structures (see van Dijk 1977, Rumelhart 1977, Meyer 1984, and especially L2 research on schema theory by Carrell and Eisterhold 1983, and Carrell 1984). Top-down processing involves prediction and inferencing on the basis of hierarchies of facts, propositions, and expectations, and it enables the listener or reader to by-pass some aspects of bottom-up processing. On encountering the topic of &quot; going to the dentist, &quot; for example, we refer to knowledge about the participants in the situation, their roles and purposes, and the typical procedures adopted by dentists and their consequences. Comprehension is viewed as a combination of both bottom-up and top-down processing. As Adams and Collins put it (1979):

An important aspect of a schema-theoretic account of reading comprehension is that top-down and bottom-up processing should be occurring at all levels of analysis simultaneously. The data that are needed to instantiate or fill out the schemata become available through bottom-up processing; top-down processing facilitates their assimilation if they are anticipated or are consistent with the reader' s conceptual set. Bottom-up processing ensures that the reader is sensitive to information that is novel or that does not fit his or her ongoing hypothesis about the context of the text; top-down processes help the reader to resolve ambiguities or to select between possible interpretations of the incoming data. Through the interactions between top-down and bottom-up processing, the flow of information through the system is considerably constrained. (p.5)




The interactions of these two levels of processing are well illustrated in the case of understanding lectures.

2. Listening to lectures

The function of lectures is to instruct, by presenting information in such a way that a coherent body of information is presented, readily understood, and remembered. Several distinct modes of lectures have been distinguished in research on the nature of academic discourse. Dudley-Evans and Johns (1981) establish three categories of lectures: a reading style, a more informal conversational style, and a rhetorical style:

Style A—&quot; Reading Style.&quot; The lecturer reads from notes, or speaks as if he was reading from notes. Characterized by short tone groups, and narrowness of intonational range. Falling tone predominates: level tone (in Brazil' s terms, signal of withdrawal from interaction) may also occur. Style B—&quot; Conversational Style.&quot; The lecturer speaks informally, with or without notes. Characterized by longer tone groups and key-sequences from high to low. When the lecturer is in &quot; low key&quot; at the end of a key sequence, the speaker may markedly increase tempo and vowel reduction, and reduce intensity. Style C—&quot; Rhetorical Style.&quot; The lecturer as performer. Characterized by wide intonational range. The lecturer often exploiting high key, and a &quot; boosted high key.&quot; Frequent asides and digressions marked by key and tempo shift—sometimes also by voice-quantity shift. (1981: 34)

The present study deals primarily with lectures in the reading style.

In view of the didactic focus of lectures, the structuring and organization of information within a lecture has been assumed to be an essential aspect of its comprehensibility. Within applied linguistics, researchers interested in identifying those aspects of lecture structure which might be relevant focuses in training non-native listeners have examined how the organization of information within a lecture is signalled. Cook (1975) describes the macro-structure of a lecture as being composed of a number of &quot; expositions.&quot; These consist of an optional episode of expectation, an obligatory focal episode, an obligatory developmental episode together with optional developmental episodes, and an obligatory closing episode. At the level of micro-structure, episodes are described in terms of moves. For example, a concluding move is a justificatory statement, a focal episode with a concluding function, or a summary statement; a summarizing move gives a résumé of the immediately preceding discourse. Various related approaches to the analysis of written rhetorical structure have been pursued by Meyer and her associates in first language (L1) research (Meyer 1975; Meyer et al
 . 1980; Meyer and Rice 1982) and by Carrell (1984), who has investigated its effects on second language (L2) reading comprehension. Both Cook, and Murphy and Candlin (1979) focus on how the rhetorical organization of a lecture is signalled. Cook examines the functions of connectives and other devices which serve as indicators of topic continuation. Discourse markers which signal the information structure of discourse by emphasizing directions and relations within discourse include phrases such as &quot; Now, getting back to our main point....&quot; Murphy and Candlin identify a number of markers of the rhetorical organization of lecture discourse, including what they refer to as markers (e.g., &quot; Well, right, now&quot; ), starters (e.g., &quot; Well now, let' s get on with...&quot; ), and metastatements (e.g., &quot; I want to mention two types of generator&quot; ). These discourse signals also reflect the interactional nature of lectures and are probably more frequent in a conversational style than a reading style.

Studies of listening problems for non-native listeners have confirmed that they do indeed have difficulties recognizing signals and markers of organization of information within lectures. In a study of lecture comprehension problems encountered by Chinese students at the University of California at Los Angeles, Yuan (1982) observes:




In general, the subjects were rather weak at paying attention to the sequence of the lecture because of their neglect of the logical connectors of sequence and their lack of recognition of transition from one main idea to another. Besides, they paid more attention to decoding the speech sentence by sentence than to extracting the science information from the lecture through understanding the rhetorical nature and functions of both textual and lecture discourse. (p.48)

There have, furthermore, been a few experimental attempts to investigate what features of lectures might aid L2 learners' comprehension. Several studies (Long 1985; Cervantes 1983; Kelch 1985) explored the effects of repetitions, paraphrases, rate of speech, or syntactic complexity. Two studies examined features of discourse organization. Chaudron (1983) studied the effects of topic signalling in experimental lectures on ESL learners' immediate recall of the topic information. He found that recall was significantly better for a repeated topic than for more complex signalling of topic change. Sawa (1985) manipulated two factors in recorded lectures: the repetition and paraphrasing of information, and signalling of major segments and emphasis (especially by rhetorical questions). He tested the effects of each of these separately and in combination, on intermediate-level ESL listeners' post-lecture free recall. Sawa' s results showed no significant overall difference in recall between lecture versions, but this lack of differences may be attributable to the generally low recall rate of the subjects on the free recall. A more immediate measure such as a cloze procedure may reveal differences. Sawa' s subjects also had very little time available for recall (about four minutes for a six-minute lecture).

Some ESL instructional materials for the teaching of comprehension of lectures acknowledge the role of discourse markers in aiding comprehension, and give practice in recognizing different kinds of discourse markers and their functions within lectures. In Listening and Learning
 (Young and Fitzgerald 1982), for example, exercises are provided which train learners to identify discourse markers with the functions of addition, comparison, contrast, exemplification, explanation, restatement, result, sequence, summation, and transition.

The research cited above suggests that, in addition to possible prior knowledge of the topic of a lecture, the L2 listener may benefit from knowledge of the macro-structure and discourse organization of lectures. Prior knowledge of this sort helps top-down processing by initiating expectations and predictions about the lecture. These expectations are then confirmed and supported by the speaker' s use of discourse signals of the relationship between successive episodes and moves within the lecture. Such discourse signals, like Murphy and Candlin' s starters and metastatements, and the signals of high-level information described by Meyer et al
 . (1980), could be termed &quot; macro-markers.&quot;

At the same time, some research suggests that the speaker' s signals such as &quot; well, &quot; &quot; so, &quot; &quot; now, &quot; often used as signals of lower-level information in the text (cf. Meyer et al
 . 1980), and which could be called &quot; micro-markers, &quot; serve as filled pauses giving listeners more time to process individual segments of a piece of discourse; they hence provide more opportunities for bottom-up processing. Research on pausing phenomena in teacher talk (Chaudron 1983; Chaudron forthcoming) has found that both filled and unfilled pauses increase in frequency or in length when native speakers address learners of low proficiency, presumably reflecting the speaker' s attempt to provide greater opportunity for bottom-up processing. Such pauses provide further time for processing, and assist in segmenting discourse into meaningful units for higher-level processing. However, the precise functional effects of different kinds of markers (e.g., those functioning as signals of the macro-structure as opposed to those functioning as fillers) require further clarification. The L1 reading research (e.g., Meyer 1975; Meyer et al
 . 1980; Clements 1979) has not manipulated the use of different types of markers, sufficing mainly to investigate the presence or absence of markers in the texts. It is this question which the present study seeks to address in regard to L2 listening comprehension.




3. Research questions

The present study is intended to explore the effects of discourse signals and markers in lectures on second-language learners' comprehension. The relationship between top-down and bottom-up processing was targeted by posing the following two questions:

1.  What is the effect on L2 learners' comprehension of lectures of the use of discourse markers which indicate the overall organization of lectures—that is, macro-markers which signal the macro-structure of a lecture through highlighting major information in the lecture and the sequencing or importance of that information?

2.  What is the effect on L2 learners' comprehension of lectures of the use of micro-markers, which indicate links between sentences within the lecture, or which function as fillers?

In order to answer these questions, a lecture on American history was prepared, based on a natural, live performance on the topic by an ESL teacher. Four different versions of the lecture were recorded, each version including a different combination of macro and micro discourse markers. These lectures were then played to second-language learners of different ability levels, and measures were taken of their comprehension.

4. Hypotheses

It was hypothesized that learners would comprehend the information in the lecture better when more discourse markers were included, in particular:


H1:
 L2 learners would comprehend the lecture better when micro-markers were added than when no markers were added.




H2:
 L2 learners would comprehend the lecture with macro-markers better than the lecture with only micro-markers.


H3:
 L2 learners would comprehend best the lecture with both micro-and macro-markers.

In order to test these hypotheses, the following procedures were employed.

5. Method

5.1 Materials

A video tape and transcript of a natural lecture presented to ESL university students was used as source material. This lecture, which dealt with the expansion of the United States from thirteen colonies to an imperial nation, was condensed to a seven-page written passage. This passage, the &quot; Baseline&quot; version, did not include any special signals of discourse organization or linking between sentences, other than what was absolutely necessary to convey the meaning of the lecture.




A second version of the lecture, the &quot; Micro&quot; version, was then constructed, in which various markers of intersentential relations, framing of segments, and pause fillers were inserted. No other changes in the content of the lecture were made. Examples of these markers are (see Appendix A for a complete listing of the markers used):

temporal links—then, and, now, after this, at that time




causal links—because, so




contrastive relationships—but, actually




relative emphasis—you see, unbelievably, of course




framing/segmentation—well, OK, all right?




Every attempt was made to keep any of these markers from adding semantic information to the lecture. The relationships encoded by the markers were, typically, already evident in the content of the text.

A third version was also constructed, called the &quot; Macro&quot; version, containing signals or metastatements about the major propositions within the lecture, or the important transition points in the lecture. For example (see Appendix A for a complete listing):

what I' m going to talk about today...

let' s go back to the beginning...

this brought about new problems...

Again, these added no new propositional content to the lecture.

The final version was simply a combination of versions (2) and (3), called the &quot; Micro-Macro&quot; version. The following are examples of sections showing all four versions:






Baseline versions
 :

The United States came into existence officially in 1783 after eight years of war...

By 1803, the original thirteen colonies had doubled in size...


Micro versions
 :

Well, the United States came into existence officially in 1738 after eight years of war...

And so, by 1803, the original thirteen colonies had doubled in size...


Macro versions
 :

To begin with, the United States came into existence officially in 1783 after eight years of war...

What we' ve come to by now was that by 1803, the original thirteen colonies had doubled in size...


Micro
 -Macro versions
 :

Well, to begin with, the United States came into existence officially in 1783 after eight years of war...




And so, what we' ve come to by now was that by 1803, the original thirteen colonies had doubled in size...

These four versions were then separately recorded by a male speaker in a professional studio, at a moderately slow rate of speech. Table 1 shows the total durations and rate of speech for each lecture version.[2]




5.2 Comprehension measures

Three measures of the learners' comprehension of the lectures were pilot-tested and revised before inclusion in the study. The first was a recall cloze measure, which involved a sample of sections from the lecture. This sort of test has been shown to be a relatively reliable measure of comprehension (Henning et al
 . 1981; Chaudron 1985).[3]




Table 1    Duration and rate of lecture versions
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The second comprehension measure was a ten-item multiple-choice test with four alternative responses, covering the material in the entire lecture. The third was a ten-item true-false test covering the entire content. These were to be filled in by the listeners following the completion of the lecture.

5.3 Subjects




Two groups of subjects were tested using these materials. These will be referred to as the &quot; pre-university&quot; and the &quot; university&quot; groups. The pre-university group were 71 ESL students enrolled in sections of two listening courses in an intensive English language program at a private college in Hawaii. The university group were of a higher level of proficiency: 81 ESL students enrolled at the University of Hawaii, who were taking an ESL listening comprehension course in addition to their regular courses of study. These students were of mixed but predominantly Asian and Pacific ethnic and linguistic backgrounds.

Some placement test scores and standardized test scores were available on these students which were used later in the analysis of the results.

5.4 Design and procedures

The four versions of the lecture were assigned at random to different classes in the respective subject groups.[4]
 The researchers met the subjects at their regular class times with the teachers present, and explained the purpose and procedure of the study. Whereas the pre-university group were met in their classrooms, the university group met the researchers in a language laboratory, where each subject could do the exercise in an individual laboratory booth. The subjects were given a two-page set of instructions with examples of how to do the cloze procedure, and of true-false and multiple-choice responses. They were then given two short practice listening passages employing the cloze procedure, followed again by comprehension questions. No note-taking was allowed.[5]


Following the completion of the lecture, the cloze response booklets were collected, and the subjects were given first the multiple-choice questions to answer, then the true-false quizzes.

5.5 Analysis

All the subjects' responses were scored either right or wrong. An exact-word scoring method was used for the cloze items, with only minor errors in spelling or grammatical form being considered acceptable.[6]




Pearson product-moment correlations were calculated between the dependent cloze and comprehension measures and the various standardized and placement test scores for the subjects.[7]





The dependent measures were analyzed separately in an analysis of covariance (SPSSX MANOVA procedure, SPSS Inc., release 1.1), with lecture version the independent factor (four levels), and different standardized and placement tests as co-variates.[8]


Unexpectedly, the placement scores for the pre-university group consisted of three test administrations, separated by six-month intervals. As a result, the analysis was conducted on two separate sub-groups, each representing a test administration. This left an N of 33 in the one group and 32 in the second. The third group was too small for further analysis.

In addition, a priori
 comparisons were made according to the hypothesized direction of effect between the lecture versions. Thus, the Micro-Macro version was tested against the Macro version, the Macro against the Micro, and the Micro against the Baseline. Where a significant ANCOVA was obtained, post hoc
 comparisons were also made, to determine which versions were different from others.

6. Results

The results will be reported separately for the two groups.

Pre-university group

The cloze measure for this group as a whole was very low (X=19.6, out of 79 possible). Table 2 reports the means for the group as a whole and separately by both version condition and by test group (test date 1—TD1—was the winter of 1984, test date 2—TD2—was late spring of 1984). Whereas the cloze had a KR-21 of .87, considered adequately high, the multiple-choice and true-false tests were so low in reliability (0.2 and 0.16, respectively), that they will not be considered in the analysis of the lecture versions here.





Table 2    Means on cloze recall for pre-university group
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Table 3 shows the results of the Analysis of Co-variance on this cloze measure, as differentially affected by the lecture versions, for TDl and TD2. The version means as adjusted by the co-variates are also displayed here for TD1.




It is evident in Table 3 that there was a significant effect for version on cloze responses with TD1 (F(3/27)=4.99, p< 0.01), but not TD2. The a priori
 comparison of differences between means showed that there were no differences between the adjusted means for the Micro version and the Baseline. Supporting the hypothesis, the Macro version was significantly superior to the Micro version (p< 0.01), but in conflict with the hypothesized effect, it was also superior to the combination Micro-Macro version. Post hoc
 comparisons revealed no differences between the Micro-Macro and the Micro or Baseline versions.

It was therefore of some interest to determine what difference there might be between the two test groups. Based on the cloze recall outcome and all other placement test scores, the later test group (TD2, summer 1984) performed significantly better than the earlier one (t-tests, p< 0.005). The relevance of this difference will be discussed below.





Table 3    Analysis of co-variance of cloze scores by version
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*p< 0.05

**p< 0.01




***p< 0.001



Version　　　    Adjusted mean (TD1)

Baseline　　　 16.08

Micro　　　　  12.01

Macro　　　 　25.61

Micro-Macro　    13.58

University group

The mean cloze score for the university group was 35.8 (n=81), considerably higher than the pre-university group. Table 4 reports the means for the group as a whole and separately by version condition. The cloze in this case also had a high reliability (KR-21 r＝0.89) and the multiple-choice and true-false tests improved in reliability (0.32 and 0.39, respectively), but not enough to warrant their being included in further analyses.





Table 4    Means on cloze recall for university group
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Table 5 shows the results of the Analysis of Co-variance on this cloze measure, as differentially affected by the lecture versions. The version means as adjusted by the co-variates are also displayed here.

Just as with the TD1 pre-university group, Table 5 shows that there was a significant effect for version on cloze responses (F(3/76)=3.10, p< 0.5), adjusting for the listening placement scores as co-variate. The a priori
 comparison of means showed in this case that there were no differences between the adjusted means for the Micro version and the Baseline, nor between the Micro-Macro and Macro versions, but that the Macro version was again significantly superior to the Micro version (p< 0.01). Post hoc
 comparisons revealed no differences between the Micro-Macro and the Micro or Baseline versions, although in this case the Micro-Macro version appeared to produce better results than the Micro or Baseline.




Since the cloze measure was also significantly correlated with the reading placement test scores, and it could be argued that the cloze is a reading measure as much as a listening measure, these scores (which were available on nearly all subjects, N=79), were used as a second co-variate. Very similar results were obtained.

To summarize, what we have found is a consistent result across groups that macro-markers, that is, the higher-order discourse markers signalling major transitions and emphasis in the lectures, are more conducive to successful recall of the lecture than micro-markers, that is, lower-order markers of segmentation and intersentential connections. This was a significant difference in the case of the university group and the less proficient pre-university group, and a similar trend was shown for the TD2 pre-university group.





Table 5    Analysis of co-variance of cloze scores by version
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*p< 0.05

***p< 0.001

Version　　　    Adjusted mean

Baseline　　　 32.98

Micro　　　　  32.33

Macro　　　　 42.21

Micro-Macro　    37.32

7. Discussion

In the light of the theory of information processing and top-down comprehension of discourse, the finding that macro-markers led to better recall of the text material than micro-markers should not be surprising. The learners are evidently aided in organizing the major ideas in the lecture from the guidance of the lecturer' s signals of major segments and emphasis. These help them construct appropriate schematic models of the major portions of the lecture, even if they lack sophisticated understanding of the content or the rhetorical structure of expository speech.




Why do the micro-markers not aid the learners' retention of the lecture content? For one thing, these markers probably do not add enough content to make the subsequent information more salient or meaningful. For another, the quantity of the markers scattered throughout the lecture probably results in making the entire lecture merely appear less well organized, a notion that is implied in research by Hiller et al
 . (1969), who found that hesitation markers and vagueness in teachers' classroom speech detracted from learners' retention of instructional content. Third, it may be that the baseline lecture version was already slow enough for these learners to derive the most benefit possible from the pace of the lecture, and no further segmenting or slowing down of the pace of delivery of important information would aid further retention of information. Fourth, however, there is the possibility that the dependent measures were simply not sensitive enough to the differences in comprehension between listener groups. However, the virtual identity of the means for the Baseline and Micro versions suggests that this is not the case, or if it is, then it would require only the most sophisticated experimental techniques to reveal a difference, in which case there would be little practical application to teaching situations.

A second issue concerns why the Macro version was consistently superior to the combined Micro-Macro version. Procedural explanations come first to mind. Perhaps the particular groups hearing these passages were less proficient, or the actual recording of the version was inferior in some respect. However, there is no reason to suspect either of these explanations. For one thing, the pre-tests showed that the different groups were quite homogeneous in proficiency. Second, subjective listening to the lectures produces no impression of differences in quality among any of the versions. The only obvious differences are those of length, yet the total length should not have been an inhibiting factor for the Micro-Macro version, since it was interrupted at the same regular cloze intervals as the others. The only evident explanation is that the further addition of micro-markers to the macro-markers achieved the same result as the Micro version alone: it increased the listeners' attention requirements without adding valuable information in any way, thereby detracting from the effect of the macro-markers alone.

A rather important point arises from this apparent differential effect of macro- and micro-markers. Whereas the micro-markers included here are of relatively less semantic value in the lecture information, and often do little else than allow the speaker  time to plan the next utterance, the macro-markers are explicit expressions of the planning of the lecture information. In using micro discourse markers, the speaker is merely succumbing to the necessities of online discourse production, while in the case of macro-markers, the speaker must devote some attention to the particular phrasing and placement of the expression. The anticipation and processing by the listener follows accordingly: one learns to disregard all the minor pause fillers and redundant intersentential connectors, perhaps making use of the time to process the significant parts of the text. But on the other hand, the listener knows that paying attention to markers of the overall organization of the text is a critical skill for the comprehension of the information conveyed by the lecture.

A final comment is warranted concerning why the TD2 group did not show a significant effect like the TD1 pre-university students and the university group. One explanation is that these subjects may have been a more homogeneous group, since most of them were recent arrivals in the USA, just enrolling in the summer session of the intensive program, and relatively homogeneous in ethnic and language backgrounds (mainly East Asians). In these respects they were different from the TD1 group, who had been living in the USA for a longer time and were ethnically more diverse. Unfortunately, comparisons between these two groups' proficiency are not possible due to the different test dates and non-standardized forms. Yet, it is plausible that the TD1 group had greater familiarity with the spoken language (and therefore, facility with bottom-up processes like word recognition and sentence parsing), owing to their longer residence in the USA. This would allow higher level, top-down processing more time and cognitive effort (cf. Hasher and Zacks 1979) to play a greater role in listening comprehension. On the other hand, the recently arrived TD2 group, although capable of placing at equivalent levels in the pre-university program on the basis of solid background in academic, literary English (i.e., that used on the placement test), would require a greater degree of attention to bottom-up processing and therefore be unable to benefit from the signalling of the macro-markers.




8. Conclusion

We have attempted here to explore the relationship between modifications in oral discourse and their effects on second-language learners' comprehension of the information conveyed. This issue is of ultimate importance not only for the language teacher who trains L2 learners in listening skills, and the curriculum developer who devises a program or materials that achieve that training, but also for teachers and lecturers who teach content subjects to non-native learners.

The most immediate implications of this study are for these teachers and lecturers. It is important to realize that a lecture read from a written text will usually lack the kinds of macro-markers found in the more conversational style of teaching. A lecture which uses more macro-markers is likely to be easier to follow. On the other hand, an over-use of micro-markers possibly detracts from the overall coherence of the lecture. For the curriculum and materials developer, and for L2 teachers, the macro-markers probably constitute a relevant focus for second-language classroom activities and instructional materials. Such a focus is often lacking in current published materials.

Further research, however, is necessary to replicate the present findings, and to determine whether materials and instruction which exercise learners' recognition of such markers bring about a higher level of comprehension.
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Notes





[1]
 This paper, written with Craig Chaudron, was published in Applied Linguistics
 , Vol.7, No.2, 1986.





[2]
 The total duration of the lectures varied between 23 and 27 minutes because of the added material in each of the versions from Micro to Micro-Macro. These times include eight minutes of pauses, because there were 13 pauses of 40 seconds inserted at systematic intervals, as described in the next section.





[3]
 At about one to one-and-a-half minute intervals, a 40-second pause was inserted into all the versions of the lecture. Corresponding to each pause, a special response answer sheet in a bound booklet was prepared which summarized the lecture content as a short text, virtually verbatim from the lecture, but with six or seven selected vocabulary items deleted as cloze items. On hearing a tone, the subjects turned a page in their answer booklets, and filled in the blanks in the short passage in the booklet, A second tone indicated the end of the pause, at which point they were to be prepared to listen again. There were 13 such pauses in the lectures, and a total of 79 cloze items. The duration of the response pause was intentionally short, and the subjects were prohibited from reading the passages ahead of the interruption by a shielding mechanism, in order to enhance the effectiveness of the test as a measure of short-term recall, rather than as a measure of reading ability.





[4]
 Due to obviously unequal numbers of subjects in some classes, and to the fact that the pre-university subjects were divided into two ability levels, several classes were split up at random into different lecture version treatments, in order to obtain as balanced a distribution as possible across lecture versions of subjects of different abilities.





[5]
 During the practices, the researchers observed to make sure that the subjects were performing correctly, and not looking ahead at the cloze passages until the proper interruption in the lecture. As an aid for the subjects to follow references to geographical areas in the lecture, a map of the United States was provided. It was believed that the majority of the subjects learned the procedure quite readily, and only a few needed to be reminded during the first few interruptions not to look ahead at the cloze passages or to take notes.





[6]
 Prior research with cloze procedures has demonstrated that an acceptable-word scoring only slightly increases reliability (and of course eases difficulty), but in this procedure, it was felt that only an exact-word scoring would technically qualify as a correct measure of listening comprehension, rather than reading comprehension.





[7]
 Due to missing data in some cases, not all analyses could include the total number of subjects. Kuder-Richardson 21 reliability estimates were also made of the dependent measures. Although this is ordinarily not considered appropriate for a cloze test, the fact that only one right answer was considered warranted using this generally conservative estimate.





[8]
 The reason for using co-variates is that variance in proficiency should be removed from the dependent measures in order to determine the difference between the four versions independently of leaners' ability. The cloze measure was highly correlated with the placement test scores (r ranged from 0.39 to 0.56, p < 0.00l, between the cloze, and listening, reading, and TOEFL scores for the groups), so especially the listening placement tests, for which all subjects had scores, were used as co-variates (Michigan and CELT tests for the pre-university group, and the Plaister Auding Test for the university group)
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Appendix A

Micro-Markers





	
segmentation


	
Temporal


	
Causal


	
Contrast


	
Emphasis





	

Well



	

At that time



	

So



	

Both



	

Of course






	

OK



	

And



	

Then



	

But



	

You can see






	

Now



	

After this



	

Because



	

Only



	

You see






	

And



	

For the moment



	
	

On the other hand



	

Actually






	

Right



	

Eventually



	
	
	

Obviously






	

All right



	
	
	
	

Unbelievably





	
	
	
	
	

As you know





	
	
	
	
	

In fact





	
	
	
	
	

Naturally












Macro-Markers





	

What I& apos; m going to talk about today is something



	

Another interesting development was






	

you probably know something about already—



	

You probably know that






	

What [had] happened [then/after that] was [that]



	

The surprising thing is






	

We& apos; ll see that



	

As you may have heard






	

That/this is why



	

Now where are we






	

To begin with



	

This is how it came about






	

The problem [here] was that



	

You can imagine what happened next






	

This/that was how



	

In this way






	

The next thing was



	

It& apos; s really very interesting that






	

This meant that



	

This is not the end of the story






	

One of the problems was



	

Our story doesn& apos; t finish there






	

Here was a big problem



	

And that& apos; s all we& apos; ll talk about today






	

What we& apos; ve come to by now was that



	



















Conversational Competence through Role Play Activities[1]




1. Introduction

A problem in many ESL/EFL conversation courses is how to provide opportunities for learners to engage in meaningful conversation practice. Conversational activities are often difficult to arrange in large classes. There may be no obvious motivation for learners to speak to each other in English, and they may not be sufficiently fluent to carry on spontaneous interaction in a foreign language. As a result the &quot; conversation lesson&quot; may consist of little more than dialogue readings or question and answer sessions in which the teacher, rather than the learners, does most of the talking. Researchers have emphasized that the patterns of teacher-learner interaction and the kinds of discourse that results from such activities, appear to lack many of the features needed for the acquisition of conversation skills (Long et al
 . 1976; Richards 1980; Richards 1983a; Brown and Yule 1983). Many conversation classes consequently focus on the formal aspects of conversational language (vocabulary, grammar, conversational phrases and expressions) rather than the processes of conversational interaction (e.g., how to open a conversation appropriately, how to show politeness or informality). They do not give learners opportunities to participate in the collaborative aspects of conversational interactions (e.g., how to take turns appropriately). Nor do they allow learners to practice the negotiation of conversational meanings and messages (e.g., how to introduce and change topics, how to indicate lack of understanding or the need for clarification, how to clarify meanings and intentions). The kind of discourse learners produce may also be very different from natural conversational discourse. It may be characterized by short turns of a single utterance rather than longer turns containing several utterances, and by clause and sentence features typical of written rather than spoken English (Brown and Yule 1983; Pawley and Syder 1983). In recent years, methodologists from a variety of persuasions have suggested alternative classroom arrangements and activities as one way of engaging learners in more authentic conversational interaction in the classroom. Canale and Swain (1980: 33) argue that classroom activities should be characterized by &quot; aspects of genuine communication such as its basis in social interaction, the relative creativity and unpredictability of utterances, its purposefulness and goal-orientation, and its authenticity.&quot; Communication activities which have been proposed for classroom use include group work, pair work, problem solving tasks, discussions, drama, role plays, and simulations (Rogers 1978; Littlewood 1981; Krashen and Terrell 1983; Ur 1981). These activities have some of the following features:

they provide opportunities to practice strategies for opening, developing, and terminating conversational encounters;

they require learners to develop meanings collaboratively;

they necessitate the use of turn taking rules;

they practice use of conversational routines and expressions;

they involve learners in different kinds of roles, necessitating use of different styles of speaking;

they require negotiated completion of tasks;

they involve information sharing;




they focus on comprehensible and meaningful input and output;

they require a high degree of learner participation.

Particular communication activities have been examined for the kinds of interactional and conversational features they produce when used by ESL learners. Long et al
 . (1976) examined conversational interaction generated by learners working in pairs on a discussion task, and found an increase both in the quantity and quality of talking they did when compared with language use in traditional teacher-dominated classrooms. They found that in the pair-work arrangement, learners had more opportunities to talk and had to do more conversational work such as keeping the discussion going, requesting clarification, confirming, interrupting, repeating or completing another' s utterance and so forth, all of which are characteristic of genuine conversational interaction and are hence likely to contribute to conversational proficiency. Examples from Long et al
 .' s data of the kinds of interaction that was observed include the following categories:

student competes for the floor

student interrupts

student completes other' s unfinished utterance

student contradicts

student invites participation by other students

student explicitly expresses agreement

student makes explicit reference to other' s contribution

student encourages other

student explicitly supports other' s assertion with evidence

student jokes

student avoids discussion

student repeats

student confirms

Long et al
 . 1976: 145

Scarcella (1978)discusses an activity she calls &quot; socio-drama&quot; —a type of role play activity based on having students react to a situation or dilemma, choose roles, and enact solutions. From analysis of video-tapes of socio-dramas in use, she observed that in such activities learners help each other communicate by supplying vocabulary items and expressions, they incorporate grammatical forms and expressions used by other students in their own production, and develop strategies for attention getting, turn taking, topic initiation, and topic change. Porter (1883) discusses &quot; ranking-activities&quot; —a type of discussion procedure used in intermediate and advanced classes, in which students work in groups or pairs on ranking a list of items, such as discussing which items would be essential to save from a sinking ship in preparation for survival on an isolated island. She examined pairs of ESL learners carrying out such activities, comparing learners interacting with others at different levels of proficiency. Porter found that in carrying out such tasks, the language and interaction that resulted contained a number of features believed to be important in promoting second language acquisition. Porter documented such dimensions as correcting and monitoring strategies, negotiation of meaning, and expression of politeness. She found learners did provide comprehensible input for each other, although advanced learners provided better quality input, suggesting the advantage of pairing learners of different levels of proficiency for communicative tasks. The learners did not however get much opportunity in practicing sociolinguistically appropriate forms.




2. Role play as a communicative activigy

The project described here was prompted by the need for classroom activities and materials in an intermediate level ESL conversation course. Role play is one of a variety of communication activities being used in the course. My purpose here is to provide a rationale for the use of role play activities, to examine the potential contribution of role play activities to conversational proficiency, and to describe how such activities can be developed and used in the classroom.

2.1 The class

The learners are a group of foreign students enrolled in an ESL proficiency program in Hawaii. With one exception they are Japanese college graduates, aged from 19 to 24 years old. Their proficiency level can be characterized in the following terms:

Can understand enough to manage very simple exchanges concerning matters familiar to him/her without frequently having to ask for repetition, but comprehension very insecure outside familiar areas.

Relies heavily on stressed words and context to deduce meaning.

Able to ask simply for clarification, sometimes using the speaker' s words, when having difficulty understanding.

Can follow very simple, slowly spoken verbal instructions only if supported by context. Lacks awareness of social conventions in polite conversation (turn taking, agreeing etc.). Often fails to recognize intonational cues and to respond appropriately to conversational openers, small talk, etc.

Could get gist of short simple recorded passages about familiar subjects but would need to hear more than once and would probably miss details.

Has difficulty producing longer sentences and utterances of more than a single turn.

Syntax fragmented, inflections and word endings frequently ommitted. Does not understand or produce many colloquial or idiomatic expressions apart from a few which occur in everyday situations. Able to operate only in a very limited capacity within predictable areas of need. Pronunciation strongly influenced by the first language and often unintelligible.




(adapted from Brindley 1982; ACTFL 1984)

The activities described here are only a part of a comprehensive proficiency program the learners are enrolled in, and hence do not address all the proficiency components described above. The conversation component of the program seeks to bring the learners to a level where they:

have a productive and receptive vocabulary for use in social survival situations; ask and respond to Wh and Yes-No questions on social survival topics; handle basic social-survival transactions, face to face formal and informal conversations, telephone conversations, interviews, service encounters; produce and understand turns consisting of several utterances; produce and understand short monologues; use conversationally appropriate utterances, routines and formulae; use formal and informal conversational styles.

2.2 The case for role play

Role play activities would appear to offer a means of dealing with many of the dimensions of conversational interaction discussed above, as well as meeting some of the goals of the course we have described. Role plays typically involve: a) a situation in which a setting, participants, and a goal or problem is described; b) descriptions of the role of each of the participants and the tasks he or she has to accomplish. Participants then complete the task assigned to them, drawing on whatever language resources they can and improvising suitable responses to the situation as it develops (Livingstone 1983). A variety of speech events can be practiced in a role play format, including conversations, interviews, debates, meetings and discussions. The nature of role play tasks requires learners to:

Make their meanings clear to other participants, using whatever language resources they can.

Attend to the other participants' contributions, since their response will depend upon what others have said.

Use conversational management techniques to handle such features as openings, turn taking, requests for clarification, closings.

Be creative, improvising on the basis of how the activity develops.

Role play can hence be described as a fluency activity. It focuses on using language and conversational resources in order to make oneself understood and in order to accomplish a task. It is also a practice or revision activity rather than a teaching activity. It is more suitable as a means of consolidating and practicing aspects of conversational proficiency than of teaching new forms. However, limitations of the role play format should also be kept in mind.

Some teachers and students find role play an artificial activity, unrelated to real world language needs. In other words, the way the learners handle a task in the classroom may be very different from what actually happens when they attempt a similar task outside the classroom. It may also be objected that it provides opportunities for learners to produce and practice ungrammatical or inappropriate forms, and the provision of feedback is difficult and often not very productive. It may also be more suited to learners from cultures where drama activities and learner-directed activities in teaching are common. Another objection is that it is a &quot; throw-away&quot; activity, which does not allow for follow up. Once the task has been completed, the language that the learners used to enact it is not generally available for further use or development. In an attempt to make use of the positive potential of role play and to minimize its negative features, we will describe a sequence of activities for use with role plays which attempts to extend the ways in which role play is typically used in the foreign or second language classroom.




2.3 Developing and using role play activities

In planning conversation activities for the present group of learners a range of representative topics and transactions was first selected, based on existing needs analyses of the target group. Topics included such things as shopping, meals, recreation, health, people, plans, and the apartment. Transactions refer to tasks to be accomplished within each topic area. Transactions related to the topic of health, for example, include &quot; describing a health problem to the doctor, &quot; and &quot; asking a friend how to use a medication.&quot; In developing role play activities for use within the conversation course, preliminary tryouts suggested that the only serious limitation of role play activities as a course component related to the issues of feedback and follow up. The learners had no difficulty in entering into the role play situations. The language they produced seemed to be quantitatively and qualitatively different from that which occurred in other class activities, and the transactions that resulted appeared to have reasonable face validity. In an attempt to allow better preparation for the role play task and to allow for feedback and follow up activities, the following format was developed for each role play activity (see Appendix A for example).

(a) Learners first take part in a preliminary activity which introduces the topic, the situation, and the &quot; script&quot; (cf. Richards 1983b) which will subsequently appear in the role play task (section 1 Topic Talk, in the sample). Such activities are of various kinds, including brainstorming, ranking exercises, and problem solving tasks. The focus is on thinking about a topic, generating vocabulary and related language, and developing expectations about the topic. This activity therefore prepares learners for the role play task by establishing schema of different kinds.



(b) Learners then read a dialogue on a related topic. This serves both to model the kind of transaction the learner will have to perform in the role play task, and to provide examples of the kind of language that could be used to carry out such a transaction.



(c) Learners now perform a role play. The format which has been found to be most effective is one in which as little language support as possible is provided on the role cards. It was found that if the role cards provide too much information, the task involves too much reading and learners tend simply to reproduce sentences from their cue cards rather than create their own language.



(d) Learners then listen to recordings of native speakers performing the same role play. This is an important variation on how role plays are typically used. By having learners listen to native speaker (NS) versions of the tasks they have just practiced, they are able to compare differences between the way they expressed particular functions and meanings and the way the native speakers performed. The NS versions are spontaneous unscripted enactments of the role plays in which the native speakers enact a role play from identical cue cards to those used by the learners. These NS versions contain language much more fluent and complex than the learners themselves are able to produce. However since the learners have been well prepared for the listening task, the NS versions are comprehensible and can be used as a basis for follow up and feedback activities. (See Appendix B for a transcription of the NS versions of the role plays used in the sample materials.)



(e) Feedback and follow up activities (entitled Listen for It in the sample), consist of listening for and identifying specific conversational forms used by the native speakers and listening for the gist of what the speakers said. Exercises of the first kind focus on listening for idioms, spoken forms of words, conversational expressions and routines. A variety of exercise types are used for gist-listening activities, including True-False and multiple choice formats.






The sequence of (b) to (e) is then repeated with a second transaction on the same topic, and the unit is completed with a further role play on the same topic. In this version the cueing is in the form of a description of the role play situation. It follows a less structured format, allowing for a more creative and spontaneous interpretation by the learners. More fluent performance is expected at this stage and learners can attempt to use some of the conversational strategies and routines they have practiced previously.

2.4 Evaluation

Evaluation data is presently being collected for a representative sample of role play activities. This includes (a) descriptive data, consisting of the teacher' s record of how each activity was used in the classroom; (b) observational data, consisting of an observer' s record of the type of conversational interaction and discourse that resulted from each activity. Preliminary analysis of a sample of pilot activities with another group of ESL learners indicates that in carrying out such activities, learners are indeed maintaining important features of conversational discourse when they perform the role play tasks. For example:






use of polite forms and politeness strategies


May I know the exactly place?

May I know what floor it' s on?

I want to make an appointment with you on Saturday morning. Is it OK?

Could you please take the helmet off.






topic switch and topic nomination


By the way, my name is Anoni. What' s your name?

Umm. Can I ask something...?

Oh, I like to ask you something.






request for clarification




Em...and can you er, can you be more specific?

Is he bleeding, or something?

Excuse me?




You mean water or electricity or water AND electricity?






restating a question in a different way to assist comprehension




And how' re you going to look for your job?.... Have you checked the newspapers yet?






self
 -repair


Mm.... I would like to get a job in an offish—offish—office. I' I1 get a ambassy—ambulance there immediately.


clarification check


He needs an ambulance, right?

Please don' t move the victim, OK?






long turns


It' s very near from the bus stop, it' s only five minutes...walk and ten minutes from shopping centre, mm, it' s very convenient, don' t worry. Oh, it' s all furnished. And, er, the bedroom each have two beds, closets, carpets, and the living room we have two sofas, TV, bookshelf and curtains. Got beautiful curtains in our house.

Umm, let me see. I have a friend who' s now working in the, er, state government and who' s doing a sort of secretr—secretary job, umm, I might ask her, er, well, and then if I find out anything I' Il let you know as soon as possible. Could I have your number?






closings


A: OK then. I' ll see you Friday afternoon.

B: Fine.

A: OK. Bye.

B: Bye.

A: Oh, that' s good. Yer, I think I will do this. Thank you for your help.

B: Er, you' re welcome. Good luck on you job hunting.

A: Thank you. Bye.

While the learner discourse that is produced in the role plays is not always grammatically correct, for the present group of learners it appears to be no less so than that resulting from other kinds of classroom activities. Since the focus of the role play activities is on fluency rather than accuracy, this is not therefore seen as a serious limitation. Furthermore, the possibilities provided by the use of native speaker models in the follow up phase of each role play enables the teacher to deal indirectly with grammatical problems, if desired.




3. Conclusions

I started out by noting the need to provide opportunities for learners to practice conversational interaction in a conversation class. A wide variety of classroom activities are currently being explored for their potential role in promoting communicative classroom interactions (Long and Porter 1984). Role play appears to offer many advantages as a way of stimulating authentic learner-to-learner conversational interaction, which many see as providing the foundation for second language acquisition. The sequence of activities described here goes beyond the ways in which role plays are typically used in the ESL classroom, but such activities are not particularly difficult to prepare or to implement. Although we do not as yet have a complete picture of the effectiveness of these activities with learners at different levels of proficiency, preliminary observation suggests they have much to offer the teacher of intermediate ESL learners.
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Appendix A: Sample role play materials


WHAT' S THE APARTMENT LIKE?




1. TOPIC TALK.


(a) Work in pairs.


      Talk about where you live. Ask about these topics:

      a house or an apartment?

      the location?

      any roommates? the rent?

      the number of rooms?

      the furniture?

      the living room?

      the view?

      the neighborhood?

      parking?

      the nearest shops?

      the bus?


(b) You are looking for an apartment. List five things that are important in choosing an apartment. Arrange the list in order of importance.


2. SAY IT LIKE THIS.

Practice this dialogue.

Kerry wants to rent an apartment. He is calling about an apartment he saw advertized in the newspaper.

Kerry:         I' m calling about the apartment you' re advertizing.

Landlord:   Sure. What would you like to know?




Kerry:         How many bedrooms are there?

Landlord:   Two.

Kerry:         And is the apartment furnished?

Landlord: Well it has quite a lot of furniture in it. There' s a nice sofa and some comfortable chairs in the living room.

Kerry:         And what about the bedrooms?

Landlord: There are two beds in each bedroom, as well as a closet.

Kerry:         What about drapes?

Landlord: Yes there are drapes in all of the rooms.

Kerry:         I see. And are there air conditioners?

Landlord: No, but you can put some in if you like.

Kerry:         And does it have a view?

Landlord: Yes, it' s on the 10th floor, so it has a good view of the city.

Kerry:         All right. Could I come round to see it tonight, at about seven o' clock?

Landlord: Certainly. And your name please?

Kerry:         Simpson. Kerry Simpson.

3. GIVE IT A TRY.

Practice this role play with your partner.


Student A


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



        George Street

        Large modern apartment.

        Only $600 a month.

        Tel: 64677

Call to find out more about the apartment. You start. Begin like this:

Hello. I' m calling about the apartment you' re advertizing.

______________________________________

Ask about these things;

        the bedrooms




        the view

        the furniture

        the floor it' s on

        the neighbourhood

        bus stop

        shopping centre

______________________________

Ask anything else you want to know.

______________________________

Find out when you can come and see it.

______________________________




Student B


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

        George Street.

        Large modern apartment.

        Only $600 a month.

        Tel: 64677

Complete the form below giving other information about the apartment. Make up your own answers.

    1. The number of bedrooms?______________________________

    2. The furniture in each bedroom?______________________________

    3. The furniture in the living room?______________________________

    4. Which floor?______________________________

    5. The view?______________________________

    6. Parking?______________________________

    7. Quiet neighborhood?______________________________

    8. Distance from bus stop?______________________________

    9. Distance from shopping centre?______________________________



A person telephones to ask about the apartment. Answer their questions. Your partner starts.




4. LISTEN FOR IT.

(a) Now listen to the tape. You will hear a version of the role play you have just practiced. First, just listen.



(b) Now listen again. This time listen to how the caller asks about the things below. As you listen, complete each question with the words you hear.



1.the bedrooms




    How many bedrooms ______________________________?

    Are the bedrooms______________________________?

2.the floor




    What floor______________________________is this on?

3.the furniture




    What are______________________________like?

    What furniture ______________________________?

    What ______________________________is the furniture in?

4.transport




    Is there a bus stop ______________________________?

5. shopping




    Is there a  or a______________________________close by?

6.the view




    It wouldn' t have a view______________________________would it?

7.the neighborhood




    Is this a______________________________place?

    Are there______________________________or anything like that?

8.a time to visit




    What ______________________________a good time for me to come?


(c) Compare your responses with your partner' s.



(d) Listen again and mark if the statements below are True (T) or False (F). 




1. One bedroom is bigger than the other.　　T　　F

2. The apartment is on the third floor.　　T　　F

3. There is no elevator.　　T　　F




4. There' s only a sofa and a table in the living room.　　T　　F

5. There are beds in each bedroom.　　T　　F

6. The furniture is new.　　T　　F

  7. The caller doesn' t own a car　　T　　F

8. There' s a large shopping centre right across the street.　　T　　F

9. The view is not very good.　　T　　F

10. Some of the tenants in the building have young children.　　T　　F

11. A deposit of one month' s rent is required.　　T　　F

12. The man will visit the apartment at two thirty.　　T　　F

5. DIALOGUE Practice this dialogue.

Mr.        West is calling a housing agency.

Mr.        West: I need a two bedroom apartment please.

Agent:     Yes. And about how much do you want to spend?

Mr.        West: Well, no more than about $700 a month if possible.

Agent: OK. And where would you like to live?

Mr.        West: I' d like to live down town. That' s where I work.

Agent:     I see. Well, we have a very good apartment on Craig Street. It' s on a high floor, with a very nice view.

Mr.      West: Is it furnished?

Agent:     Yes, it' s furnished. And it' s only $650 a month.

Mr.      West: Oh and I want one with parking. Does it have parking? Agent: Yes, it does.

Mr.        West: Fine. And when could I see it?

Agent:     How about this afternoon at two o' clock?

Mr.        West: Yes, that' s good.

6. GIVE IT A TRY.

Practice this role play.


Student A


You want to rent a house or an apartment. Complete the form below about the kind of accommodation you need. Make up your own answers.




1. A house or an apartment?

2. The number of bedrooms?

3. Furnished or unfurnished?

4. The rent?

5. The Location?

6. Other things you want?

You have called an accommodation agency called Housefinders. Find out what accommodation is available. Answer the clerk' s questions. You start. Begin like this: I' m calling about accommodation. I' m looking for...


Student B


You are a clerk in a housing agency called Housefinders. Someone calls about renting accommodation. Find out the sort of accommodation they want. Ask about:

1. A house or an apartment?

2. The number of bedrooms?

3. Furnished or unfurnished?

4. The rent? 5. The location?

You have just the right place. It' s at 2105 Queen Street. Find out when the caller is free to see it.

7. LISTEN FOR IT.


(a) Now listen to the version of the role play on the tape.



(b) Listen again. How do the speakers say the sentences below?


Complete each sentence with the words you hear.

1. Caller: I' m looking for an apartment, and I was wondering______________________________.

2. Caller: Well, um, I' m looking to rent and I really ______________________________ more than say 500 dollars a month.

3. Caller: I' d like a two bedroom. Do you have anything ______________________________ in that range?

4. Caller: I don' t really have any furnishings. I' d like to have______________________________

5. Caller: Well, something that' s ______________________________to a bus line...

6. Clerk: I' d have to check that, but______________________________.

7. Clerk: The rent is______________________________$500. It' s 525.

8. Caller: Are there any other maintenance fees or anything that has to be paid, ______________________________




                just the rent?

9. Caller: Is there parking with that place ______________________________ ?

10. Clerk: When would you be free______________________________if you' re interested in this place?

11. Caller: tomorrow after work.______________________________ after 4.30?

12. Caller: Who______________________________talking to please?






(c) Compare your responses with your partner' s



(d) Listen again and mark if the statements are True (T) or False (F).


      1. The caller owns a lot of furniture.　　T　　F

      2. The caller will be living on her own in the apartment.　　T　　F

      3. She doesn' t want to stay right in the down town area.　　T　　F

      4. Utilities are not included in the apartment she' s interested in.　　T　　F

      5. No deposit is necessary.　　T　　F

      6. There is a parking lot.　　T　　F

      7. The caller is not working at the moment.　　T　　F

8. OVER TO YOU.

Role Play. Choose a role and practice this role play.

Student A

You have just moved to a new city. You have three school age children. You also own two dogs. You and your husband/wife work in the downtown area. You both drive to work. You need to rent a furnished apartment. (You are both rather fussy and you want a place in good condition.) Your price range is around $700 a month. You are at a rental agency. Try to find an apartment that suits your needs. Find out as much as you can about the apartment. Arrange a time to see it.

Student B

You work in an accommodation rental agency. You have good apartments available in different locations. Some are furnished, other are not. Some will not allow children or pets however. You have a client who is looking for an apartment. Find out what the client' s needs are and try to find them a suitable apartment to rent.

Appendix B

Transcription of the native speaker versions of the role plays.





ROLE PLAY 1


A. Hello, I' m calling about the apartment that you' ve got advertized.



B. Yes, what would you like to know?

A. Well, first of all I think before asking about the rent or anything, I' d like to ask a few things about the apartment itself. Umm. How many bedrooms does it have?



B. It' s a two bedroom apartment. It' s fairly large.



A. Are the bedrooms the same size?

B. Ah, no, there' s a master bedroom and then a smaller one. But the master one, is quite a good size.



A. Oh, OK. And, uh, what floor of the building is this on?



B. It' s on the third floor.

A. Third floor. Is, is there an elevator or is it a walk up?



B. No, there, it' s just a walk up, but it shouldn' t be too bad. The steps are pretty close to your front door as a matter of fact.



A. Mm, OK. And, uh, what are the furnishings like? What furniture does it have in it?



B. Ah, the living room furniture, there' s a sofa and a, um, table, and a few chairs and one lamp. In the bedrooms there' s just the real basic, uh, twin bed in the small room and a double bed in the bigger room, and dressers.



A. What condition is the furniture in?

B. Well, sir, there have been people that have lived there for several years, so it has been used. It' s not new.



A. Uh, OK. Well as long as it isn' t too tacky or anything like that it should be OK.



B. Oh, I' m sure you' ll be pleased with it.

A. Uh, let' s see. I don' t have a car, so I' ll have to be riding the bus. Is there a bus stop close by?



B. Yes, you' re real convenient. You' re right on a bus line. Both bus 4, bus 2, anywhere you' d like to go all over the city, it' s possible.



A. Uh, OK. Fine. And how about shopping? Is there a grocery store or shopping centre close by?



B. There' s several things close by. There' s a little dime store, drug store, right across the street, uh, things are a little bit more expensive there but if you want to walk a block or two then you have the modern conveniences of a grocery store. Major...anything you' d want to buy you can get there. The big shopping centre is just half a mile down the road.



A. Well, so far so good. It wouldn' t have a view by any chance would it?



B. No, I' m sorry, there' s not much of a view. You can see the tops of the mountains behind the other buildings.






A. OK. Uh, one other question, and it has to do with the neighborhood. Is this a quiet place? Is there dogs barking or anything like that? Any loud parties?



B. We don' t have any dogs. There are some children in the building, so at times, after school, especially, there' s a little bit more noise, but it' s not too noisy.



A. Uh, Huh. Well, let' s talk terms. What' s the rent?



B. Well, as it was listed in the paper, it rents for $600 a month, and there is a deposit of one month' s rent.



A. Uh, OK. There' s a deposit of one month' s rent. Well, it sounds pretty good. I guess maybe I should come over and see it. What would be a good time for me to come?



B. Would three o' clock this afternoon be an OK time? I...ah... showing it at two thirty. So, if you could make it at three, I will be over there with the key, it would be a lot easier.



A. Fine. Three o' clock then.

B. Sure.

A. Good enough. Thank you very much. Bye.

B. Goodbye.


ROLE PLAY 2


A. Housefinders.

B. Hi, l' m calling about an accommodation. I' m looking for an apartment, and I was wondering if you could help me out some.



A. Uh, hmm. Sure, we have, thousands of listings, I need to find out some information. What, ah, what' s your price range, approximately?



B. Well, Um, I' m looking to rent, and I really wouldn' t like to go more than, say, $500 a month, and I' d like a two bedroom. Do you have anything that would be in that range?



A. Mm. Certainly. Uh, furnished or unfurnished?

B. Well, I' m just new to the island, so I don' t really have any furnishings. I' d like to have a furnished apartment if possible.



A. Uh, huh. And, do you have a location in mind?

B. Well, something that' s real convenient to a bus line, and to schools. I have a little girl in school.



A. So, uh, downtown, Honolulu say?

B. Uh, maybe not down in the city but, maybe out a little bit, from the city, specifically, umm, I' m trying to think of some area. I' m not real familiar with the area so I can' t...



A. I can, uh, we have a lot of listings in your price range, and number of bedrooms, uh, just up from sort of the down town area.






B. Is it close to an elementary school?

A. Umm, I' d have to check that. But I believe it is.



B. OK. I need, like an elementary school, and then, um, fairly close to like a, some shopping.



A. Let me check the file here. Elementary school, and, uh, yes, here' s a place. Um, it' s at 2105 Queen Street.



B. Mm. It' s a two bedroom?

A. Mm, hmm. Two bedroom, and the rent is just a little bit more than five hundred. It' s five twenty five.



B. Well, maybe that wouldn' t be too bad. Are there any other maintenance fees or anyhing that has to be paid, other than just the rent? How about utilities? Are utilities included?



A. No, utilities aren' t included. And there is a month' s deposit. And a lease is optional.



B. Is there, is there parking, with that place, by any chance?



A. I believe there is. It' s uh, it' s in a high rise, near the bus lines on Queen Street. When would you be free to come by and look at it, if you' re interested in this place?



B. Well, possibly tomorrow, after work. Sometime after four thirty?



A. Allright. I' ll be sure to have a representative there. Uh, you have the address, right?



B. Um, let' s see, that was, 2105 Queen Street, is that what you said?



A. Right. Uh huh. And your name please?

B. And my name is Dixie Thomson. And um, I' ll be there probably about five o' clock. Does that sound OK?



A. That' s fine.

B. OK. Thank you very much. And who have I been talking to please?



A. My name is Tom Grigg, representing Housefinders.



B. OK. Thank you very much Tom.

A. Mm, Hmm.











[1]
 This paper was published in RELC Journal
 , Vol.16, No.1, 1985.







A Profile of an Effective Reading Teacher[1]




The field of second and foreign language reading has been revitalized in recent years by changes in our understanding of the nature of the reading process. On the one hand, reading theory and research has contributed notions such as top-down and bottom-up processing. Reading is no longer viewed as a process of decoding, but rather as an integration of top-down processes that utilize background knowledge and schema, as well as bottom-up processes that are primarily text or data driven (Carrell, Devine, and Eskey 1988). In addition, researchers have focused on readers themselves and have sought to identify the strategies employed by successful readers as they interact with a text during reading. Using think-aloud and introspective/retrospective research techniques, students perform reading tasks and verbalize their thought processes, reflecting upon the cognitive strategies and heuristics they employ when dealing with different kinds of reading problems (Hosenfeld 1984).

The second or foreign language reading teacher who understands the differences between top-down and bottom-up processing and the role played by schema and background knowledge in reading will look for classroom strategies that encourage second language readers to use an appropriate combination of processing strategies when they approach a text. Likewise a familiarity with differences between effective and ineffective reading strategies can help the teacher look for effective reading behaviors in learners, encourage wider use of these strategies, and be on the lookout for learners using less effective strategies.

Missing in the growing literature on second and foreign language reading, however, is consideration of teachers themselves and what it is that effective teachers do in the reading classroom. What teaching and learning behaviors can an observer expect to see in the classroom of a good reading teacher? In preparing student teachers for classroom observations, it is useful for them to consider this question before
 they begin observing reading classes, as a way of creating a schema for their observations. When students do an exercise of this kind, however, they should restrict their speculations to those behaviors and qualities that apply to a reading
 class, as opposed to any well-taught second language class. Hence general teaching characteristics, such as good classroom management skills, good pacing, and evidence of careful preparation of the lesson, should be excluded from consideration. The reader of this chapter is invited at this juncture to pause and perform such an exercise, and to generate a short list of characteristics that one would expect to observe in a good second language reading class.

The notion of good or effective teaching is not a fashionable one in current conceptualizations of second language teaching or learning. Second language acquisition research has virtually excluded the teacher as a participant in the process of second language teaching. As Van Lier (1988: 23) observes, &quot; We thus have the curious situation that most second-language acquisition theorizing ignores the L2 classroom as a relevant source of data and as a relevant place to apply findings.&quot; While classroom-based research has been more willing to acknowledge the teacher' s presence in the classroom, the kinds of teaching behaviors that are typically investigated are restricted to those that are readily quantifiable or that can be described in units of linguistic analysis. Such research reflects a quantitative approach
 to the study of teaching. Hence much classroom research is reduced to frequency counts of moves and transactions, interaction patterns, question types, and the like. While this approach is necessary if one is primarily interested in the linguistic or discoursal structure of lessons (Cazden 1987), other approaches are needed in order to broaden our understanding of the nature of classrooms and of good teaching. This often necessitates more of a qualitative approach
 —that is, one that looks at the meaning and value of classroom events (Chaudron 1988).




As has been argued elsewhere (Richards 1987), it is necessary to go beyond the tabulation and quantification of classroom behaviors in order to build a theory of second language teaching. Needed are ways of discovering the higher-level concepts and thinking processes that guide the classroom teacher and ways of understanding the means by which the effective language teacher arrives at significant instructional decisions. This chapter is an attempt in this direction, and reports on a series of observations and interviews with an ESL reading teacher.

The teacher and the class

The teacher who participated in this study was completing his master' s degree in teaching English as a second language at the University of Hawaii.[2]
 One of the classes he had taught several times was an advanced reading course for graduate students. Students in this class were either local immigrant students who had lived in Hawaii for up to five years and had attended local high schools, or foreign students who had just entered the university for graduate studies. The class met daily for sixty minutes.

The goals of this study were to use observation in order to learn more about the teaching of advanced reading and to develop a description of effective teaching. The concept of effective teaching is a familiar one in research on mainstream instruction (Berliner 1984; Blum 1984). This research deals mainly with teachers of content subjects, particularly math and reading at the elementary level. In these studies, effective teachers are defined as teachers whose students achieve higher-than-expected levels of performance on standardized achievement tests. In addition, reports of supervisors, school principals, colleagues, and students are used to identify superior teachers. In the present case, the reasons for focusing on this particular teacher' s class were:

1. a highly positive impression of the teacher' s teaching based on observations and comparisons with other reading teachers in the program



2. positive reports on his teaching by a supervisor

3. positive student evaluations of his teaching

The teacher agreed to be observed on a regular basis, to have some of his classes videotaped, and to be interviewed about his teaching and his class. The goal of the observations and recordings was to attempt to identify how the teacher conducted his teaching and what accounted for his apparent success. The purpose of the interviews was to find out what his teaching philosophy or approach was, what teaching strategies he employed, what learning tasks and activities he made use of, and how he used them.

The course

Although the general goals for the reading course were set out in the course description prepared by the English Language Institute, the teacher had developed a set of seven instructional objectives for his class. These were communicated to the students at the beginning of the course and referred to when appropriate throughout the semester. The objectives were:

1. to develop an awareness of reading strategies necessary for good reading comprehension

2. to expand vocabulary and to develop techniques for continued increase of vocabulary




3. to develop an awareness of linguistic and rhetorical structures found in advanced-level reading texts



4. to increase reading speed and fluency

5. to promote an interest in different types of reading materials



6. to provide individual feedback on progress in improving reading skills



7. to provide practice in extensive reading

The materials used in the class consisted of two texts—a vocabulary building text and an advanced reading text—and the SRA kit.[3]








Observation of a lesson

What follows is both a report of one of the teacher' s lessons, based on analysis of the video recording, and information obtained from interviews with the teacher. The lesson discussed here occurred about halfway through the semester. During the course of the lesson, four different activities took place:

1. Students worked on the Reading for Understanding section of the SRA kit, focusing on inferencing skills.



2. Students worked with the rate-builder portion of the SRA kit, focusing on reading fluency.



3. Students worked on exercises from the vocabulary text.



4. Students began an extensive reading activity.

These activities were selected to address objectives 1, 2, 3, 4, 6, and 7.

Notes on the lesson

The lesson begins promptly. The teacher writes a brief lesson outline on the board, listing the four activities that will constitute the lesson. This is to give students (Ss) an awareness of what activities they are going to take part in, what will be expected of them during the lesson, and to give them a sense that they are taking part in activities that are planned and structured.


Activity 1: inferencing skills




Students are instructed to form pairs and work on cards from the Reading for Understanding section of the SRA kit. The cards contain ten short passages. Beneath each passage is a set of four choices for completing the passage. For example:








Physiology and chemistry are two sciences that contribute directly to our well-being. Laboratory scientists, however, cannot afford to concern themselves exclusively with the utilitarian possibilities of their research. The major theoretical advances in the sciences came from the researchers absorbed in their work as something vitally interesting in itself. They devoted themselves to the investigation of particular phenomena and relationships without bothering about

A. making practical applications.

B. investigating theoretical models.

C. studying physiology and chemistry.

D. cooperating with other scientists.

Students form pairs and discuss their choices. The teacher explains that this kind of activity is designed to be completed individually, but he regards individual use of the materials as testing rather than teaching, since Ss get no feedback on their performance if they work alone. He prefers Ss to work in pairs and to verbalize aloud their reasoning in deciding on particular answers to the comprehension questions. The Ss spend about fifteen miunutes on this activity. The teacher explains that Ss should work through a progression of the cards graded according to difficulty, recording their performance on a graph. He stops using the cards when Ss reach a certain level because he finds that student performance is more variable when Ss reach a higher level, perhaps because the materials are not designed for ESL learners but are intended for use by native speakers. Topics are often too culturally specific at the more advanced levels. At this stage Ss move into reading materials taken from their regular academic courses.

As the activity progresses, the teacher moves about, checking how the Ss are doing and answering any questions they may have. Selecting the right answer to the questions requires Ss to make inferences and to deal with all of the information that has been presented in the passage, or to make use of cues within the text. In responding to questions, however, the teacher consistently refers Ss back to the text and draws their attention to cues they should be able to use to identify the meaning of a word or to select the correct answer. For example:

S: What does torso
 mean here?

T: (pointing to a word in the passage) It' s something to do with this word—right?



S: With the human form?

T: Right. It' s not the head and it' s not the legs.

S: The part in between?

T: Yeah.

In answer to another student' s query about the meaning of a word, the teacher points to another word in the text and asks:

T: What do you think it has to do with the meaning of this word?

S: Is it the opposite?

T: That' s right.




After Ss have worked for about fifteen minutes on the cards, the teacher asks them to put them aside and the next activity begins.


Activity 2: reading fluency




This activity involves the use of comprehension cards from the SRA kit. Ss choose a card that contains a text of perhaps two to three pages, followed by detailed comprehension questions. The goal is for Ss to try to increase their reading speed by answering the questions within a time limit. The teacher explains that he uses this activity to focus on choosing appropriate strategies for reading a text. Ss are given a choice of four different strategies for reading a text. In order to select a strategy, Ss first skim quickly through the text to get a rough idea of what it is about and how difficult it is. Based on this initial reading they then choose a suitable strategy. The four strategies are:


Strategy A
 : Read the text, read the comprehension questions, then go back and skim for answers. This is the most detailed way of reading the text.




Strategy B
 : Read the questions, read the text carefully to find the answers, then go back and check the answers against the questions.




Strategy C:
 Skim the text, read the questions, then scan for the answers.




Strategy D
 : Read the questions, then skim for the answers. This is the fastest strategy.



The teacher begins by writing the choices on the board:





	
A


	
B


	
C


	
D





	
Read


	
Questions


	
Skim


	
Questions





	
Questions


	
Read


	
Questions


	
Skim





	
Skim


	
	
Scan


	









The Ss go to the reading kit and select a card to work with. The teacher asks a few Ss around the class about the text they have chosen.

T: What passage are you going to read?

S1: Malaria.

T: Do you know much about that topic?

S1: Not really.

T: So what strategy are you going to choose?

S1: Strategy B.

T: So you want to read it a little more slowly.

S1: Yes.




T: (to another student)
 What' s your topic?

S2: Methods of experiments in science.

T: How do you feel about that?

S2: I' ll choose A.

The teacher explains that he checks to see what strategy the student has chosen and why he or she has chosen it. Generally Ss will choose a slower strategy if they are unfamiliar with the topic. The teacher is trying to sensitize the Ss to the fact that they should choose strategies appropriate to the kinds of material they are reading. Ss spend about three minutes on each card and are under pressure to choose a strategy that will enable them to read the card quickly. They record their scores throughout the semester and work on the cards once or twice a week. The teacher finds a general improvement in their reading speed and comprehension levels throughout the semester. Once the Ss have each completed a card, the teacher checks their scores and their timing and asks which strategy they used. If their score is not very good, he asks if they think a different strategy would have been better.

T: What did you get, Maria?

S1: I got a 5. I think I misread this sentence right here.

T: How did you read it? What strategy did you use?

S1: C.

T: So you read it pretty fast. (to another student
 ) How did you do?

S2: Not so good.

T: You chose B for this passage. Do you think if you had read it more slowly it would have helped?

S2: Yes. The subject is not clear, not too easy for me. The topic is about stamps.

After about ten minutes the next activity begins.


Activity 3
 : vocabulary




The teacher then announces the next activity and the amount of time Ss should spend on it (about ten minutes). The teacher explains that he sets a time limit for each phase of the lesson to make sure that Ss work seriously on each activity and attempt to get through it within the allotted time. The third activity involves working with the vocabulary-building text. As Ss return their SRA cards to the kit (which takes a little time), the teacher uses this time to read out the students' answers to a homework assignment from the text. The students have written sentences using new words they have studied, and the teacher reads sentences aloud and asks the class to comment on them. The teacher regards this activity as a time filler to occupy the students while they are getting their cards back into the SRA kit. Ss then begin work on exercises from the vocabulary text. The exercises in the book deal with vocabulary in context, analogies, derivations, collocations, definitions, and paraphrases. One set of exercises requires students to decide if the second sentence in a pair is true or false based on how the word is used in a preceding sentence. For example,

Unions often agitate
 employers by striking to get better working conditions for union members.




It would be reasonable to expect some emotional response from a friend you have agitated
 . True    False

As with the first activity in the lesson, even though the exercises could be completed individually, the teacher asks the Ss to work in pairs and to negotiate and discuss their answers. Then he checks their answers by having a student read his or her answer aloud. Rather than confirm whether the answer is correct, the teacher asks the other Ss to give their opinion.


Activity 4
 : an extensive reading activity




The last activity of the lesson involves reading a lengthy article from one of the class texts. The teacher explains that this is a study-skills exercise dealing with how to approach a text that is going to be read intensively, such as a chapter in a textbook or an article. The teacher explains that he uses a modification of the SQ4R technique (Survey, Question, Read, Recite, Review, Reflect), [4]
 but has added a K for &quot; Knowledge of the World&quot; to the beginning of the acronym. This means that before Ss begin reading the passage, they will take part in a prereading activity designed to activate background knowledge about the topic.

The article they are going to read is on the &quot; Cultural Revolution&quot; in China. Before they begin reading, the teacher asks each student to write down three facts about how China has changed in the last twenty years. He then collects the comments and invites three students from China to move to the front of the class, read the students' comments to the class, and comment briefly on them. Following this, the teacher reminds the Ss of the SQ4R technique and the Ss begin reading the chapter individually. The remainder of the lesson is taken up with this activity, and discussion of the comprehension questions is assigned to the next class. After some eight minutes the teacher announces that time is up and the class concludes.

Reflections on the lesson

The purpose of observing this teacher' s class was to attempt to identify what went on in his class and why. Although description of what happens in a lesson is relatively easy, moving beyond description to interpretation and evaluation is more difficult. The observer tries to avoid being anecdotal and subjective, merely describing his or her own value system. However, this risk has to be taken in order to try to understand the meaning and value of real classroom events.

Having viewed the video of the lesson described here many times and explored with the teacher his philosophy of teaching, I was able to formulate the following principles to account for why this particular lesson took the form it did, why this lesson can be described as an effective one, and how this teacher approaches the teaching of reading.




1.  Instructional objectives are used to guide and organize lessons. The teacher uses statements of course objectives to help him plan and organize his teaching. For the lesson observed, the teacher was able to formulate what the lesston was intended to accomplish and how its goals were to be achieved. Although the objectives he used were not stated as behavioral objectives, they nonetheless served as a way of clarifying and formulating his own intentions and selecting appropriate learning experiences.



2.  The teacher has a comprehensive theory of the nature of reading in a second language, and refers to this in planning his teaching. The teacher does not rely on &quot; common sense&quot; or a quest for lively and interesting techniques to occupy class time. Rather, he refers to his understanding of the nature of the second language reading process, to his understanding of second language reading strategies, and to schema theory and the role of background knowledge in reading, and uses this information to help him select and plan learning experiences. The lesson observed demonstrated the truth of the saying that &quot; there is nothing so practical as a good theory.&quot;



3.  Class time is used for learning. In this lesson, as in other lessons observed, the teacher consciously attempted to maximize the amount of class time spent on learning. Students were on-task for some fifty out of the sixty minutes of class time, the remaining time being taken up with procedural matters. Even time needed for classroom logistics (such as when students returned their SRA cards to the kit) was utilized productively as an opportunity to check students' answers to a homework assignment.



4.  Instructional activities have a teaching rather than a testing focus. On a nunher of occasions, the teacher justified his departure from the format suggested in the materials or class text by distinguishing between a teaching versus a testing focus in activities. Activities with a teaching focus provide opportunities for learners to develop or improve their use and understanding of reading skills and strategies. Activities with a testing focus require learners to demonstrate how well they can use strategies and skills. The teacher emphasized that more opportunities are provided for learning through pair work rather than individual work, for example, and by having students verbally express the decision-making processes they employed in arriving at the answer to a question or the meaning of a word. The teacher commented, &quot; The only way I believe the students can tap into the reading process itself is by talking about it, by talking about what they do as they read, to verbalize what they are doing when they are reading.&quot;



5.  Lessons have a clear structure. In the lessons observed, the teacher communicated to the students at the beginning of the lesson the kinds of activities they would be doing and the order in which they would do them. Purposes for activities were clear. When students moved into a new task, the teacher announced the time allowed for completing the activity, to give the students a time frame and endpoint for the activity.



6.  A variety of different activities are used during each lesson. The teacher provides a variety of different learning experiences within lessons. In the lesson observed, four different activities were used, and this variation in activities may have contributed to the positive attitude of the students toward the classroom tasks as well as the active pacing of the lesson.






7.  Classroom activities give students opportunities to get feedback on their reading performance. In this lesson, students were not merely practicing reading. They were also getting information about the kind of reading strategies they were using for different reading tasks and how effective those strategies were—a primary goal of all reading lessons, according to the teacher.



8.  Instructional activities relate to real-world reading purposes. In the lesson there was a progression from &quot; micro&quot; activities, which dealt with specific reading strategies and were based on specially prepared pedagogical materials, to a &quot; macro&quot; activity, which required students to integrate the different strategies in reading a longer academic article. The teacher explained that as soon as is appropriate, students bring their own textbooks to class and these are used as the basis for many classroom activities.



9.  Instruction is learner focused. Although several opportunities arose during the lesson for the teacher to lecture or talk about reading strategies, he consciously stepped back and encouraged the learners to try to work things out by themselves. The teacher sees his role as that of a consultant or resource person in this class.



These principles appear to explain why the teacher approaches the teaching of reading in the way he does, and why the lesson that was observed took the form it did. They go a considerable way toward explaining why the lesson was an effective one and why the teacher can be described as an effective teacher of reading. Of course, in order to validate the principles suggested here, it would be necessary to observe the teacher and the class over a much longer period of time. But how useful is this approach to the understanding of teaching?

Conclusions

The approach to the study of teaching illustrated here is a qualitative
 one. Qualitative research focuses on higher-level generalizations about the phenomenon being studied and makes use of introspective and observational approaches to gathering data. It seeks to understand the meaning and value of the phenomenon being examined. A quantitative approach, on the other hand, focuses on isolating and measuring in precise quantifiable terms causes and effects, treatments, and outcomes. Quantitative research has a degree of scientific rigor often said to be lacking in qualitative research. As Van Lier 1988: xiv) observes, quantitative research leads to

finding cause-effect relationships between certain actions and their outcomes. This aim leads to a concern with strong correlations, levels of significance, definability and control of variables, and all the other requirements of scientific method. The price that is paid for scientific control is an inevitable neglect of the social context of the interaction between teachers and learners. Without this social context it is difficult to see how classroom interaction can be understood and what cause-effect relationships, if they can ever be conclusively established, really mean. At the risk of oversimplification, research can be divided into a type which wants to obtain proof
 and a type which wants to understand
 .

Both kinds of research are needed, and their usefulness depends on what the researcher wants to find out. A qualitative approach is appropriate here because the principles of effective teaching that have been examined in this chapter cannot all be conveyed in operational terms but are crucially dependent upon the teacher' s understanding of the nature of reading, philosophy of teaching, and theory of second language teaching and learning. Identifying this kind of information requires a qualitative rather than a quantitative approach to the study of teaching. While the information arrived at through this process does not have the kind of reliability obtained from controlled experimental studies or from multiple independent coding of the same events, it is still invaluable in helping us understand the nature of teaching and learning and the kinds of planning and decision making that teachers use.




At the same time, it should be stressed that the process of investigating teaching is valuable for its own sake. Teachers and teachers-in-preparation need to be involved in the investigation of their own teaching and the teaching of others in order to generate an understanding of how good teaching comes about. It is this process of looking at teaching and reflecting about it that is of greatest value, rather than the results of a particular investigation. In teacher education, this involves novice teachers working with experienced teachers, observing them at work, and gradually exploring with them the hidden dimensions of their classrooms. For the reflective teacher, it involves self-monitoring and self-investigation—an ongoing program of gathering data about one' s own teaching through journal accounts, self-reports, or audio or video recordings, in order to gain a deeper understanding of one' s own teaching.
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[1]
 This chapter was published in Jack C. Richards, The Language Teaching Matrix, Cambridge University Press, 1990.





[2]
   I am grateful to Dennis Day for allowing me to scrutinize his teaching in this manner.





[3]
   SRA READING LABORATORY is a set of materials published by Science Research Associates, designed for students in grades 9 to 12. The kit contains multilevel individualized learning materials focusing on reading and study skills.





[4]
 The SQ4R technique involves the following steps. Survey: Ss look through the chapter to find out how long it is; what charts, pictures, questions, headings, summaries, etc., it contains; and think about what can be learned from the chapter, how useful the information might be, how it relates to their class, etc.

Question: Each heading and subheading is turned into a question.

Read: The student reads purposefully to answer the questions, keeping purpose in mind. Students mark main ideas and write question marks beside any sentence that they do not understand.

Recite: After reading a paragraph, the student covers it and checks it to see if the main idea can be understood or expressed in the student' s own words. If not, it is marked with a question mark to indicate that rereading is necessary.

Review: After finishing, the student looks back at the markings and reviews the main ideas noted. Any sections not understood are reread.

Reflect: After reading the chapter, the student reflects on how useful the information will be. The student pays attention to the connections between the chapter and the student' s own knowledge so that it can be remembered when needed.







Addressing the Grammar Gap in Task Work[1]




Introduction

A current interest in methodology is task-based approaches to teaching. These involve the use of tasks that engage learners in meaningful interaction and negotiation focusing on completion of a task. Learners' grammar needs are determined on the basis of task performance rather than through a predetermined grammar syllabus. However, whether learners develop acceptable levels of grammatical proficiency through such an approach is problematic. This paper reviews current views about the status of grammar learning through task work and suggests that grammar learning can be addressed at several different stages during task performance: prior to the task, during the task, and after the task. Examples are given of how this can be achieved in materials' design and in the classroom. The status of grammar-focused teaching or, as it is currently referred to, form-focused instruction (see Doughty & Williams 1998) has undergone a major reassessment since the 1970s. The advent of communicative language teaching ostensibly saw the demise of grammar-based instruction: grammatical syllabuses were superseded by communicative ones based on functions or tasks; grammar-based methodologies such as the Presentation-Practice-Production (P-P-P) lesson format underlying the Situational Approach gave way to function- and skill-based teaching; and accuracy activities such as drills and grammar practice were replaced by fluency activities based on interactive small-group work. This led to the emergence of a &quot; fluency-first&quot; pedagogy (Brumfit 1979) in which students' grammar needs are determined on the basis of their performance on fluency tasks rather than predetemined by a grammatical syllabus. The present paper examines the issue of the level of language often used by learners during fluency work and reviews approaches to addressing this problem within a communicative methodology.

From grammar-focused to task-focused instruction

The movement away from grammar-focused instruction has been supported by the findings of second language acquisition research. Skehan (1996b: 18) observes:

The underlying theory for a P-P-P approach has now been discredited. The belief that a precise focus on a particular form leads to learning and automatization (that learners will learn what is taught in the order in which it is taught) no longer carries much credibility in linguistics or psychology.

A core component of fluency-based pedagogy is task work. Nunan (1989: 10) offers this definition:

the communicative task ［is］ a piece of classroom work which involves learners in comprehending, manipulating, producing or interacting in the target language while their attention is principally focused on meaning rather than form. The task should also have a sense of completeness, being able to stand alone as a communicative act in its own right.

While carrying out communicative tasks, learners are said to receive comprehensible input and modified output, processes believed central to second language acquisition and which ultimately lead to the development of both linguistic and communicative competence (Doughty & Williams 1998). The belief that successful language learning depends on immersing students in tasks that require them to negotiate meaning and engage in naturalistic and meaningful communication is at the heart of much current thinking about language teaching and has led to a proliferation of teaching materials built around this concept, such as discussion-based materials, communication games, simulations, role-plays and other group or pair-work activities. Skehan (1996b: 17) comments optimistically, &quot; the research strand of SLA now underpins neatly the range of classroom activities imaginatively devised by practitioners of CLT.&quot;




The differences between traditional grammar-focused activities and communicacive task work can be summarized as follows (Brumfit 1979; Ellis 1994; Skehan 1996b):


Grammar
 -Focused Activities




◎ reflect typical classroom use of language

◎ focus on the formation of correct examples of language

◎ produce language for display (as evidence of learning)

◎ call on explicit knowledge

◎ elicit a careful (monitored) speech style

◎ reflect controlled performance

◎ practise language out of context

◎ practise small samples of language

◎ do not require authentic communication


Task
 -Focused Activities




◎ reflect natural language use

◎ call on implicit knowledge

◎ elicit a vernacular speech style

◎ reflect automatic performance

◎ require the use of improvising, paraphrasing, repair and reorganization

◎ produce language that is not always predictable

◎ allow students to select the language they use

◎ require real communication

In advocating the use of task work in language teaching, the assumption is that learners will develop not only communicative skills but also an acceptable standard of performance through task work. Task work is not intended to promote development of a nonstandard form of English but is seen as part of the process by which linguistic and communicative competence is developed. Skehan (1996a) distinguishes between a strong and weak form of a task-based approach. A strong form sees tasks as the basic unit of teaching and as driving the acquisition process. A weak form sees tasks as a vital part of language instruction but as embedded in a more complex pedagogical context. They are necessary, but may be preceded by focused instruction, and, after use, may be followed by focused instruction which is contingent on task performance (Skehan 1996a).




But how is an acceptable level of linguistic performance achieved during task work? The strong form of task-based teaching suggests that form will largely look after itself with incidental support from the teacher. Grammar has a mediating role, rather than serving as an end in itself (Thornbury 1998: 112), something which is said to empower both teachers and learners. &quot; The teacher and the learner have a remarkable degree of flexibility, for they are presented with a set of general learning objectives and problem-solving tasks, and not a list of specific linguistic items&quot; (Kumaravadivelu 1991: 99). As students carry out communicative tasks, they engage in the process of negotiation of meaning, employing strategies such as comprehension checks, confirmation checks, and clarification requests. These lead to a gradual modification of their language output, which over time takes on more and more targetlike features.

Second thoughts about task work

Despite the claims made for task work and the positive effects of fluency activities on classroom motivation, interest level and use of authentic language, a number of concerns remain. One relates to claims made for modification of the learner' s linguistic output through the process of negotiation of meaning. In a careful reexamination of negotiation of meaning, Foster studied intermediate EFL students completing information-gap tasks in dyads and small groups. She found little evidence for negotiated interaction and modified utterances and concludes that &quot; contrary to much SLA theorizing, negotiating for meaning is not a strategy that language learners are predisposed to employ when they encounter gaps in their understanding&quot; (Foster 1998: 1). (See Musumeci 1996 for similar findings.)  Another concern is the effect of extensive task-work activities on the development of linguistic competence. What is often observed in language classrooms during fluency work is communication marked by low levels of linguistic accuracy. Higgs and Clifford (1982: 78), for example, reporting experience with foreign language teaching programs at the Defence Language Institute, observed:

In programs that have as curricular goals an early emphasis on unstructured 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 &quot; free&quot; 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 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.

This is the issue of the grammar gap in task work referred to in the title of this paper. The grammar-gap problem has also been identified by Swain and her colleagues in Toronto, who have studied the acquisition of French by English-speaking students in French immersion classes, where it was found that,

in spite of the input-rich communicatively oriented classrooms the students participated in, the students did not develop native-like proficiency in French. Although they are fairly well able to get their meanings across in French, even at intermediate and higher grade levels, they often do so with non-target-like morphology, syntax, and discourse patterns. (Swain 1998: 5-6)




An example of the quality of language used by students during task work is seen in the following example, observed during a role-play task in an EFL secondary school English lesson. One student is playing the role of a doctor and the other a patient, and they are discussing a health problem.

S1: I' m thirty-four...thirty-five.

S2: Thirty...five?

S1: Five.

S2: Problem?

S1: I have...a pain in my throat.

S2: ［In Spanish: What do you have?］

S1: A pain.

S2: ［In Spanish: What' s that?］

S1: ［In Spanish: A pain.］ A pain.

S2:   Ah, pain.

S1: Yes, and it makes problem to me when I...swallow.

S2: When do you have...?

S1: Since yesterday morning.

S2: ［In Spanish: No, I mean, where do you have the pain?］ It has a pain in...? S1: In my throat.

S2:   Ah. Let it...getting, er...worse. It can be, er...very serious problem and you are, you will go to New York to operate, so...operation...the seventh, the 27th, er May. And treatment, you can' t eat, er, big meal.

S1: Big meal, I er, ... I don' t know? Fish?

S2: Fish you have to eat, er fish, for example.

This example illustrates the point made by Higgs and Clifford (1982: 61) that in task work &quot; communicative competence is ［often used as］ a term for communication in spite of language, rather than communication through language.&quot; Skehan suggests that the level of communication often observed during task work results from students relying on a lexicalized system of communication that is heavily dependent on vocabulary and memorized chunks of language as well as both verbal and nonverbal communication strategies to get meanings across. Accurate use of grammar or phonology is not necessary in such cases. In the example just cited, for instance, one student avoids asking (or does not know how to ask) &quot; What is your problem?&quot; and simply says &quot; Problem?&quot; Instead of saying, &quot; How long have you had the problem?&quot; the student asks, &quot; When do you have?&quot; Instead of negotiating for the intended question, the other student jumps straight in with the expected answer: &quot; Since yesterday morning.&quot; There is no recognition of the inappropriateness of &quot; it makes problem to me when I ...swallow.&quot; Skehan (1996b: 22) comments:




This ［task-based］ approach places a premium on communication strategies linked to lexicalized communication. These strategies provide an effective incentive for learners to make the best use of the language they already have. But they do not encourage a focus on form. They do not provide an incentive for structural change towards an interlanguage system with greater complexity. The advantages of such an approach are greater fluency and the capacity to solve communication problems. But these advantages may be bought at too high a price if it compromises continued language growth and interlanguage development. Such learners, in other words, may rely on prefabricated chunks to solve their communication problems. But such solutions do not lead them to longer-term progress, even though they do lead to resourcefulness in solving problems.

This poses the central dilemma of communicative language teaching, namely, how can a communicative orientation to teaching be reconciled with the need to ensure that learners achieve acceptable levels of grammatical accuracy? The answer to this question depends on an understanding of the processes of second language learning.

Grammar in relatlon to second language acquisition processes

Drawing on Van Patten (1993), Ellis (1994), Skehan (1996a, 1996b) and others, five stages of the learning process will be distinguished here in order to arrive at a rationale for grammar-focused instruction in teaching and teaching materials: input, intake, acquisition, access, output.
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Figure 1    A model of second language learning and use

Input

Input refers to language sources that are used to initiate the language learning process. Textbooks and commercial materials, teacher-made materials, and teacher-initiated classroom discourse all serve as input sources in language classes. Traditionally, teaching materials were planned around, or included, an explicit linguistic syllabus on the assumption that this determined the learner' s acquisition of the target language. Some theorists see no need for any such syllabus, arguing that a grammar syllabus must be meaning-based and that grammar needs can be dealt with incidentally. Krashen (1985) represents this extreme position, arguing that exposure to comprehensible target-language input is in itself sufficient to trigger acquisition. Others would accept the inclusion of some form of linguistic syllabus, not on the grounds that it represents an acquisition sequence, but that it provides a way of simplifying the input. Grammatical simplification is seen as essential in providing input that is at an appropriate level of difficulty. At the input stage in language learning, an attempt may be made to focus learners' attention on particular linguistic features of the input (sometimes known as &quot; input enhancement&quot; ) by such means as:




◎ Simplification of input
 : The language corpus the learners are exposed to (via both textbooks and the teacher' s discourse) may contain a restricted set of tenses and structures.

◎ Frequency of exposure
 : A target form may occur frequently within a source text (such as when a text is written to bring in several occurrences of the past tense or the past continuous).

◎ Explicit instruction
 : A target form may be presented formally together with information about how it is used, followed by practice.

◎ Implicit instruction
 : Students' attention may be drawn to a target form and they may have to induce the rule or system underlying its use.

◎ Consciousness
 -raising
 : Activities are provided to make learners aware of certain linguistic features in the input, without necessarily requiring them to produce them. From a current perspective (unlike earlier perspectives where some of these processes were assumed to result in learning), none of these approaches to providing a grammatical focus at the input stage are in themselves assumed to bring about learning: they are, however, intended to facilitate the next stage in the learning process, intake.

Intake

Van Patten (1993) defines intake as &quot; that subset of the input that is comprehended and attended to in some way. It contains the linguistic 'data' that are made available for acquisition.&quot; Some portion of the input is assumed to remain in long-term memory and form the data on which the processes of language acquisition are engaged. Factors thought to affect how items pass from input to intake include:

◎ Complexity
 : Items should be at an appropriate level of difficulty.

◎ Saliency
 : Items must be noticed or attended to in some way.

◎ Frequency
 : Items must be experienced with sufficient frequency.

◎ Need
 : The item must fulfil a communicative need. Generally speaking, we can assume frequency of occurrence in the language learning corpus (the input) to affect intake, but not always. The reason that some grammatical items such as articles, third person -s
 , and certain tense and auxiliary forms are acquired late (or never acquired) may be related to the fact that such forms have low saliency (they are not noticed) or low communicative need (they have no effect on communication), despite their high frequency of occurrence.

Acquisition

This refers to the processes by which the learner incorporates a new learning item into his or her developing system or interlanguage. SLA researchers have stressed the need for more powerful theories of acquisition than the simplistic &quot; imprinting through practice&quot; theories of the P-P-P approach, and a number of different learning theories are currently available (Ellis 1994). SLA research has demonstrated that learning is not a mirror image of teaching. Learners do not pass from a state of not knowing a particular target structure to a state of knowing and using it accurately. A number of processes appear to be involved:




◎ Noticing
 : Learners need to recognize differences between forms they are using and targetlike forms. A learner will not be motivated to try out a new linguistic structure if he or she is not aware of the differences between his or her current interlanguage system and the target-language system (Schmidt 1990). Schmidt and Frota (1986) found that the new forms a learner incorporated into his speech were generally those that he had noticed in the speech people addressed to him. Forms that were present but not noticed were not made use of. Not all acquisition, however, is prompted by conscious awareness of linguistic features. Unconscious discovery of rules appears also to be involved.

◎ Discovering rules
 : According to the theory of Universal Grammar, learning also involves identification of the grammatical variables which operate in the target language and which account for the specific linguistic characteristics of that language, such as the rules underlying target-language word order, clause patterns, nominal groups, phrase structures, and so on. Currently, some researchers believe that learners have an innate understanding of grammatical variables. Universal Grammar theory (UG) suggests that &quot; learners are learning aspects of grammar that we are not teaching them and that they have unconscious knowledge of grammar systems which we, as teachers, are often unaware of&quot; (Shortall 1996: 38). DeKeyser adds a further clarification of this position (1998: 43): &quot; If a structure is part of UG, and UG is accessible to the second language learner, then all that is needed is sufficient input to trigger acquisition, unless L2 is a subset of L1. In the latter case, negative evidence is required. If a structure is not part of UG or cannot be acquired without negative evidence ［information about what is not possible in the language］ then a rather strong variant of focus on form, including rule teaching and error correction, will be required.&quot;

◎ Accommodation and restructuring
 : Van Patten (1993: 436) describes these processes as &quot; those that mediate the incorporation of intake into the developing system. Since the internalization of intake is not a mere accumulation of discrete bits of data, data have to 'fit in' in some way and sometimes the accommodation of a particular set of data causes changes in the rest of the system. In some cases, the data may not fit in at all and are not accommodated by the system. They simply do not make it into the long-term store.&quot; As Skehan (1996b: 19) comments, &quot; The notion of learning ［underlying SLA theory］ is, then, a very complex one. It is certainly not a smooth progression—the elements of the target language do not simply slot into place in a predictable order.&quot; The process which enables the learner to produce progressively more complex language is restructuring, that is, a willingness and capacity, on the part of learners, to reorganize their own underlying and developing language system, to frame and try out new hypotheses, and then to act on the feedback which is received from such experimentation.

◎ Experimentation
 : Much of the learner' s output in the target language can be described as the result of experimentation as the learner forms hypotheses about the target language and tests them out. The learner draws on whatever has been acquired and uses it in a tentative and uncertain way, constructing what he or she hopes will be targetlike utterances. This is seen in much of the discourse produced by the learners in the role-play task cited earlier. Researchers stress that the trying out of new language forms is essential to the acquisition process and that acquisition is most likely to occur in contexts &quot; where the learner needs to produce output which the current interlanguage system cannot handle...［and so］...pushes the limits of the interlanguage system to handle that output&quot; (Tarone & Liu 1995: 120, 121, cited in Swain 1998: 11).




Access

Access refers to the learner' s ability to draw upon his or her interlanguage system during communication. The context in which the learner is using the language as well as its purpose (in casual conversation, in a formal or public setting, to tell a story or give instructions) may affect the extent to which he or she is successful in calling up aspects of the acquired system: &quot; access involves making use of the developing system to create output&quot; (Van Patten 1993: 436). Skehan (1996a: 47) refers to this process as &quot; fluency, &quot; which concerns &quot; the learner' s capacity to mobilize an interlanguage system to communicate meanings in real time.&quot; Access may be &quot; totally, partially, or not at all successful, depending on task demand, previous experience (practice) and other factors&quot; (Van Patten 1993: 436). In other words, it may be much easier in some circumstances for the learners to use aspects of the acquired system than in others.

Output

Finally, output refers to the observed results of the learners' efforts. Although some theorists have proposed that output (active use of the language resulting in the production of language) is not essential to acquisition, that is, that input is sufficient (for example, Krashen 1985), others (for example, Swain 1985) have proposed that output is essential to acquisition but is more likely to facilitate acquisition when the learners are &quot; pushed, &quot; that is, required to reshape their utterances and to use the target language more coherently and accurately. This is confirmed by examples of second language users who speak a language relatively fluently but use a very restricted lexicon and syntax and show no evidence of improvement in accuracy over time (for example, taxi drivers and vendors in EFL settings), since the restricted purposes for which they use the language do not push them to expand or restructure their linguistic resources (Schmidt 1983; Allen, Swain, Harley, and Cummins 1990).

Addressing grammar within task work

As the model of second language learning just discussed illustrates, a focus on grammar can be addressed at several different stages of the teaching/learning process—at the stages of Input, Intake, Acquisition, Access or Output. Doughty and Williams (1998: 3) suggest that focus on form &quot; entails a prerequisite engagement in meaning before attention to linguistic features can be expected to become effective.&quot; Skehan (1996a, 1996b) proposes the following principles as the basis of a methodology that includes a focus on form as part of an overall communicative approach to teaching:

◎ exposure to language at an appropriate level of difficulty

◎ engagement in meaning-focused interaction in the language

◎ opportunities for learners to notice or attend to linguistic form while using the language

◎ opportunities to expand the language resources learners make use of (both lexical and syntactic) over time

In the remainder of this paper, I will examine how this can be attempted during the design or implementation phases of classroom tasks.

There are potentially three points at which a focus on grammar can be provided in task work—prior to the task, during the task and after the task. These will be illustrated both with general examples and with reference to the design of a typical fluency activity—a role-play task. The role-play example is from Richards and Hull (1986), which contains a set of role-play activities that are structured to provide language support at the three intervention points described here.




Addressing accuracy prior to the task

Pre-task activities have two goals: (l) to provide language support that can be used in completing a task; (2) to clarify the nature of the task so that students can give less attention to procedural aspects of the task and hence monitor the linguistic accuracy of their performance while carrying out a task. Skehan notes (1996a: 53): &quot; Pre-task activities can aim to teach, or mobilize, or make salient language which will be relevant to task performance.&quot; This can be accomplished in the following ways:

1.  By pre-teaching certain linguistic forms that can be used while completing a task. For example, prior to a role-play task which practises &quot; calling an apartment owner to discuss renting an apartment&quot; (Richards and Hull 1986), students first read advertisements for apartments and learn key vocabulary they will use in a role-play. They also listen to and practise a dialogue in which a prospective tenant calls an apartment owner for information. The dialogue serves both to display different questioning strategies and to model the kind of task the students will perform. Other pre-task activities used in the role-plays include brainstorming activities, vocabulary classification tasks and prediction tasks, all of which serve to generate language awareness as well as to develop schemata relevant to a task.



2.  By reducing the cognitive complexity of the task. If a task is difficult to carry out, learners' attention may be diverted to the structure and management of the task, leaving little opportunity for them to monitor the language they use on the task. One way of reducing the cognitive complexity of a task is to provide students with a chance for prior rehearsal of a task. This is intended to &quot; ease the processing load that learners will encounter when actually doing a task&quot; (Skehan 1996a: 54). This could be achieved by watching a video or listening to a cassette of learners doing a task similar to the target task, or it could consist of a simplified version of a task similar to the one the learners will carry out. Dialogue work prior to carrying out the role-play described above serves a similar function.



3.  By giving time to plan the task. Time allocated to planning prior to carrying out a task can likewise provide learners with schemata, vocabulary and language forms that they can call upon while completing the task. Planning activities include vocabulary-generating activities such as word classification and organization, information-generating activities such as brainstorming, or strategy activities in which learners consider a range of strategies for solving a problem, discuss their pros and cons, and then select one which they will apply to the task. In Richards and Hull (1986), some of the planning activities include generating a set of questions that could be asked during an interview, prior to role-playing an interview. Ellis (1987) found that the availability of planning time affects the accuracy with which the learners use some target-language forms, but only if planning time is used to focus on form (rather than, say, organization of information).



Addressing accuracy during the task

A focus on form can be facilitated during the completion of a task by choosing how the task is to be carried out. The way it is implemented can determine whether it is carried out fluently and with an acceptable level of linguistic performance, or disfluently with excessive dependence on communication strategies, employment of lexical rather than grammaticalized discourse, and overuse of ellipsis and nonlinguistic resources. Task implementation factors include:




◎ Participation
 : whether the task is completed individually or with other learners

◎ Procedures
 : the number of procedures involved in completing the task

◎ Resources
 : the materials and other resources provided for the learners to use while completing the task

◎ Order
 : the sequencing of a task in relation to previous tasks

◎ Product
 : the outcome or outcomes students produce, such as a written product or an oral one

The effect of participation arrangement on tasks performance has been noted by Brown, Anderson, Shillcock, and Yule (1984, cited in Skehan 1996: 26): &quot; The greater the number of participants there are in a task the greater the pressure on those transacting a task, and the greater the likelihood that fluency will predominate as a goal over accuracy and complexity/restructuring.&quot;

Foster found that dyads rather than groups &quot; coupled with the obligation to exchange information, was the 'best' for language production, negotiations and modified output&quot; (1998: 18). Resources students work from can also affect task performance. The use of pictures in a storytelling task might provide an accessible framework or schema for the story, clarifying such elements as setting, characters, events, outcomes, and so on, giving the learners more opportunity to focus their planning or performance on other dimensions of the task. Or, in conducting a survey task, the design of the resources students use could have a crucial impact on the appropriateness of the language used in carrying out the task. If the survey form or questionnaire the students use provides models of the types of questions they should ask, it may result in a better level of language use during questioning and make other aspects of the task easier to manage, since less planning will need to be devoted to formulating appropriate questions. In the role-plays discussed earlier (Richards and Hull 1986), considerable trialling was needed of the role-play cue sheets students used in carrying out their role-plays before a format was arrived at which gave partial language support and which guided but did not dominate students' improvisations during each activity.  Procedures used in completing a task can also be used to influence langnage output. A task that is divided into several shorter subtasks may be more manageable than one without such a structure, allowing students to deal with one section of the task at a time. For example, the procedures used in the role-play activities mentioned earlier consisted of:

1.  preparatory activity designed to provide schemata, vocabulary and language

2.  dialogue listening task, to model shorter version of target task 3.dialogue practice task, to provide further clarification of task 4.first practice, using role-play cues 5.follow-up listening 6.second role-play practice

The order of a task in relation to other tasks may influence use of target structures. For example, if students are to carry out a task that requires the use of sequence markers, a prior activity which explains sequence markers and models how they are used may result in more frequent use of sequence markers during the performance of the target task (see Swain 1998). The product focus of a task will also influence the extent to which students have an opportunity to attend to linguistic form. A task may be completed orally, it may be recorded or it may require writing. In each case, different opportunities for language awareness are involved. Swain (1998: 3) describes how tasks with a written product provide an opportunity for students to focus on form.




Students, working together in pairs, are each given a different set of numbered pictures that tell a story. Together the pair of students must jointly construct the story-line. After they have worked out what the story is, they write it down. In doing so, students encounter linguistic problems they need to solve to continue with the task. These problems include how best to say what they want to say; problems of lexical choice; which morphological endings to use; the best syntactic structures to use; and problems about the language needed to sequence the story correctly. These problems arise as the students try to &quot; make meaning, &quot; that is, as they construct and write out the story, as they understand it. And as they encounter these linguistic problems, they focus on linguistic form—the form that is needed to express the meaning in the way they want to convey it.

Learners can also record their performance of a task and then listen to it and identify aspects of their performance that require modification.

Addressing accuracy after the task

Grammatical appropriateness can also be addressed after a task has been completed (see Willis and Willis 1996). Activities of this type include the following:

◎ Public performance:
 After completing a task in small groups, students carry out the task in front of the class or another group. This can have the effect of prompting them to perform the task at a more complex linguistic level. Aspects of their performance which were not initially in focus during in-group performance can become conscious as there is an increased capacity for self-monitoring during a public performance of the task.

◎ Repeat performance
 : The same activity might be repeated with some elements modified, such as the amount of time available. Nation (1989), for example, reports improvements in fluency, control of content and, to a lesser extent, accuracy when learners repeated an oral task under time constraints and argues that this is a way of bringing about long-term improvement in both fluency and, to some extent, accuracy.

◎ Other performance
 : The student might hear more advanced learners (or even native speakers) completing the same task, and focus on some of the linguistic and communicative resources employed in the process (for example, Richards 1985).

Conclusions

Although it provides an appealing alternative to grammar-based teaching, the use of communicative language tasks plus ad hoc intervention by the teacher to provide corrective feedback on errors that arise during task completion may not be sufficient to achieve acceptable levels of grammatical accuracy in second language learning. Hence there is a need to consider how a greater focus on grammatical form can be achieved during the process of designing and using tasks. Skehan (1996a: 51) sees this as involving &quot; a constant cycle of analysis and synthesis: achieved by manipulating the focus of attention of the learners and there should be a balanced development towards the three goals of restructuring, accuracy, and fluency.&quot; In this paper, I have attempted to provide a brief overview of how this can be attempted through advocating what Skehan terms a weak form of a task-based approach. However, a number of substantive issues remain. To begin with, we need a clear understanding of the goals of grammar-focused intervention, since, as we have seen, a number of different processes are involved in SLA as well as various stages in the learning and teaching process. DeKeyser (1998: 62) points out that teaching may attempt to address different stages in the learning process: &quot; instilling knowledge about rules, turning this knowledge into something that is qualitatively different through practice, or automatizing such knowledge further in the sense that it can be done faster with fewer errors and less mental effort.&quot; In addition, we need a better understanding of which target-language structures are most amenable to any of the forms of intervention described in this paper, and which are not. Some things can be worked out implicitly, whereas others may benefit from explicit instruction. For example, learning how to use the past tense appropriately during narrative tasks presumably involves different kinds of problems from those involving mastery of the article system. And although it has been assumed that focus on grammar should always be an integral part of a communicative task and not a discrete activity isolated from meaningful communication, this claim requires much further study, since it will depend on which stage in the acquisition process is being targeted. Because of the importance of linguistic form in second language communication and the amount of attention currently being given to the role of form-focused instruction in language teaching, we can expect these issues to continue to be at the forefront of applied linguistic theory and research for the foreseeable future.
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Teachers' Maxims in Language Teaching[1]








The final source of the knowledge base ［of teaching］ is the least codified of all. It is the wisdom of practice itself, the maxims that guide (or provide reflective rationalization for) the practice of able teachers. (Shulman 1987: 11)

In recent years, research on teaching has attempted to understand teaching from the inside, rather than from the outside in (Cochran-Smith & Lytle 1990). In both general research on teaching (e.g., Cortazzi 1991) as well as research on L2 teaching (e.g., Bailey & Nunan 1995), the need to listen to teachers' voices in understanding classroom practice has been emphasized.

What is missing from the knowledge base for teaching, therefore, are the voices of the teachers themselves, the questions teachers ask, the way teachers use writing and intentional talk in their work lives, and the interpretive frames teachers use to understand and improve their own classroom practices. (Cochran-Smith & Lytle 1990: 2)

Such an approach seeks to understand teaching in its own terms and in ways in which it is understood by teachers. This approach is in contrast to earlier research traditions which presented an outsider' s perspective on teaching and sought to identify quantifiable classroom behaviors and their effects on learning outcomes (Dunkin & Biddle 1974; Chaudron 1988). This article further explores an insider' s perspective on teaching by examining teachers' understanding of teaching and the motivations for language teachers' decisions and actions during teaching. It seeks to explain the basis for teachers' interventions in terms of working principles or maxims which teachers consciously or unconsciously refer to as they teach. The nature of these maxims and the ways in which they shape teachers' interpretation and management of teaching are also explored.

Two dimensions of teacher knowledge

Teachers employ different types of conceptual organization and meaning when they teach. One level of meaning relates to subject matter knowledge and how teachers conceptualize curricular and content aspects of teaching (Shulman 1987). Woods (in press) describes teachers' conceptions of lessons as made up of conceptual units or elements at different levels of abstraction. He distinguishes between overall conceptual goals
 —the overall purpose teachers identify for a course; global conceptual units
 —the individual subcomponents of the curriculum (e.g., the grammar, reading, writing, and listening components of an integrated skills course); intermediate conceptual units
 —activities or clusters of activities framed in terms of accomplishing one of the higher level conceptual goals; local conceptual units
 —the specific things teachers do to achieve particular instructional effects. Other constructs which have been proposed to account for how teachers realize the curricular agendas they set for lessons and the kinds of cognitive processes they employ include lesson formats
 (Wong Fillmore 1985), tasks
 , (Doyle 1983), scripts
 , and routines
 (Shavelson & Stern 1981). Constructs such as the ones above seek to describe how teachers approach the subject matter of teaching and how they transform content into learning. Much of this research has drawn on a framework of cognitive psychology and has provided evidence of the kinds of pedagogical content knowledge, reasoning, and problem solving teachers make use of as they teach (Clift 1991).




In addition to the curricular goals and content which lessons are planned around, teachers have other more personal views of teaching. Zeichner, Tabachnick, and Densmore (1987) try to capture this with the notion of perspective
 , which they define as the ways in which teachers understand, interpret, and define their environment and use such interpretation to guide their actions. They followed teachers through their year-long professional training and their first year of teaching and found that teachers' personal perspectives served as powerful influences on how they taught. In describing the basis for teachers' conceptualizations of good teaching, Clandinin (1985) introduces the concept of image
 , which she describes as &quot; a central construct for understanding teachers' knowledge&quot; (p. 363). An image is a metaphor such as the classroom as home, setting up a relationship with children, meeting the needs of students, which teachers may have in mind when they teach. Johnston (1992) suggests that images such as these are not always conscious, reflect how teachers view themselves in their teaching contexts, and form the subconscious assumptions on which their teaching practices are based. In a study of what L2 teachers perceive to be good classes, Senior (1995) found that experienced ESL teachers in an Australian educational setting attempting to implement a communicative methodology, appeared to have arrived at the tacit assumption that to promote successful language learning, it is necessary to develop a bonded class, that is, one in which there is a positive, mutually supportive group atmosphere. The teachers appeared to employ a range of both conscious and unconscious strategies in order to develop a spirit of cohesion within their class groups.

Halkes and Deijkers (1984) refer to teachers' teaching criteria
 , which they characterize as personal values teachers pursue and use while teaching. Teachers hold personal views of themselves, their learners, their goals, and their role in the classroom, and presumably try to reflect these in their teaching. Marland (1987) examined the principles that teachers use to guide and interpret their teaching and identified five such working principles which were derived from stimulated recall interviews with teachers. For example, the principle of progressive checking involved checking students' progress periodically, identifying problems, and providing individual encouragement for low-ability students. Conners (1978) studied elementary teachers and found that all nine teachers in her study used three overarching principles of practice to guide and explain their interactive teaching behavior: suppressing emotions, teacher authenticity, and self monitoring. The principle of teacher authenticity involved the teacher presenting herself in such a way that good personal relationships with students and a socially supportive classroom atmosphere would be achieved. This principle required the teacher to attempt to be open, sincere, honest, as well as fallible.

In summary, two different kinds of knowledge influence teachers' understanding and practice of teaching. One relates to subject matter and curricular issues and how the content of a lesson can be presented in an effective and coherent way. This is the aspect of teaching that has to do with curricular goals, lesson plans, instructional activities, materials, tasks, and teaching techniques. The other kind of knowledge relates to the teacher' s personal and subjective philosophy of teaching and the teacher' s view of what constitutes good teaching. It is this dimension of teaching that forms the focus of this article.

Teachers' accounts of what they set out to achieve in lessons

When teachers talk about their teaching they generally present a rational view of the kind of learning environment they try to create in their classes. They often describe their approach to lessons in terms of beliefs or principles which they try to put into practice in their teaching, reflecting their individual belief systems. Teachers' belief systems are founded on the goals, values, and beliefs teachers hold in relation to the content and process of teaching and their understanding of the systems in which they work and their roles within it. These beliefs and values serve as the background to much of the teachers' decision making and action and hence constitute what has been termed the culture of teaching
 (Richards & Lockhart 1994). Teachers' belief systems are stable sources of reference for teachers, are built up gradually over time, and relate to such dimensions of teaching as the teachers' theory of language, the nature of language teaching, the role of the teacher, effective teaching practices, and teacher-student relations (Johnson 1992).




Teachers are generally articulate in describing their belief systems, as the following extracts from conversations with teachers illustrate.[2]
 Celia, a British Council ESL teacher in Hong Kong, completed her education degree in the 1960s and taught elementary school children for many years but only recently returned to L2 teaching. Both her earlier experience as a primary teacher and her more recent experience as a teacher of adults have influenced her approach to teaching.

I think it' s important to be positive as a personality. I think the teacher has to be a positive person. I think you have to show a tremendous amount of patience. And I think that if you have a good attitude you can project this to the students and hopefully establish a relaxed atmosphere in your classroom so that they will not dread to come to class but have a good class. I feel that it' s important to have a lesson plan. Even though I did teach many years ago, at this stage coming back into the classroom, I think it' s important to have a lesson plan of some sort. Because you need to know what you want to teach and how you are going to go from the beginning to the end. And also taking into consideration the students, where their ability is, what their background is. I have been in situations where I did not understand what was being taught or what was being said, and how frustrating it is and so when I try to approach it I say: How can I make it the easiest way for them to understand what they need to learn?

Celia' s philosophy emphasizes the teacher' s attitude and the need to create a supportive environment for learning in the classroom. She emphasizes the need for lesson planning but her justification for lesson plans is based on helping the students rather than helping the teacher.

Teresa, who also teaches for the British Council in Hong Kong, has more than 10 years' teaching experience in a wide variety of situations, and is a certified TESL teacher and teacher trainer. Over the years, her view of her role as a teacher has changed, moving from an earlier phase where she favored a teacher-led, tightly planned and executed approach to teaching, to her current approach in which she sees herself as more of a guide or facilitator; she tries to create lessons which enhance communication and cooperation between learners and in which the teacher takes a back seat.

She tries to implement this philosophy in every lesson, including a business English class she is currently teaching. Prior to one of her lessons she described the approach she planned to take to the lesson.

I know it' s a business lesson but I really like to activate their knowledge. My beliefs are very much humanitarian in that they will learn if they feel a warm cooperative atmosphere in the classroom, so I' m very concerned that they build up a trust amongst themselves, and with me, so I like them to do activities that are more student-centered rather than relying on the teacher all the time. I' d like to be more a guide, a motivator rather than the one-and-all person who knows it all. A lot of students here are reluctant to accept that. They are reluctant to take on that responsibility. So sometimes it' s like teaching them how to learn, and I find it a bit frustrating sometimes. I feel that perhaps they come in with expectations which aren' t met. Some students receive those ideas very well and other students have barriers. So that' s me as a teacher, and I like to vary things very much especially in three hours and twenty minutes. It' s just very tiring. So I love to have variety of activities and that you could only do standing on your feet, in a way.




Here Teresa articulates a student-based approach to teaching that is dependent on establishing trust between the students and the teacher. In order to achieve a student-centered lesson, Teresa conducts most of the lesson as small-group activities, with students working on tasks in pairs or groups and carrying out many of the functions that the teacher might perform in a more teacher-fronted class. The teacher' s role is limited to setting up activities, monitoring activities, occasionally correcting errors, and maintaining variety and pace throughout the lesson. To enable her to achieve variety and timing she makes use of a brief written lesson plan and monitors students' interest level throughout the lesson to decide when to move from one activity to the next. As she says,

The final judge ［of whether to keep to the lesson plan or not］ is the atmosphere in the class and the looks on my students' faces.

As the examples above illustrate, teachers are generally concerned with more than simply issues of curriculum content. When they teach they also attempt to implement a personal philosophy of teaching which reflects their understanding and beliefs about what good teaching is and how it is achieved.

The nature of teachers' maxims


Maxim:
 A rule for good or sensible behavior, especially one which is in the form of a proverb or short staying. (Cobuild English Language Dictionary
 )

Conversations with teachers such as the ones above and observations of how teachers conduct their lessons suggest that teachers' belief systems lead to the development of rational principles which serve as a source of how teachers interpret their responsibilities and implement their plans and which motivate teachers' interactive decisions during a lesson. These principles function like rules for best behavior in that they guide the teacher' s selection of choices from among a range of alternatives. They hence function as maxims which guide the teacher' s actions. These maxims are reflected both in how teachers conduct their teaching as well as in the language they use to talk about it.

Some interesting examples of the role of teachers' maxims in L1 teaching are given in Cortazzi (1991). He examined 1, 000 narratives (accounts of personal experiences) from elementary school teachers discussing their beliefs, perceptions, values, perspectives on teaching, and accounts of teaching incidents. Although the teachers in his sample were not teaching L2 students, several general working principles recurred in the teachers' narratives, including: treat each child as an individual, be flexible and play it by ear, and maintain a sense of humor.

An example of a teacher responding to a personal maxim and abandoning her lesson plan as a consequence is seen in the following extract from one of the narratives in Cortazzi' s study:

Most of the teaching has to be very planned, sometimes things might crop up. Well, you know we' re doing this book about your school, well, it was somebody' s birthday in the unit (for partially hearing children). So I decided, &quot; Right, how old are you?&quot; So I taught them to lip read the question, &quot; How old are you?&quot;

And they' ve learnt to write &quot; I' m 5, &quot; &quot; I' m 6, &quot; &quot; I' m 7.&quot;




And then cropped up, something I hadn' t planned for but which cropped up because one of the children in the unit, she was 8. She' s in the other class. And I just jumped on it. So whatever else I had planned for the day I just didn' t do because something else had come up that was much more exciting. I mean, it may not sound exciting to you, but for me...we have to make things exciting, we have to grasp anything we can use. Well, basically my teaching is planned because I' ve got to have a scheme of work in my mind, but I do play it by ear to a certain extent you' ve got to, if you' ve got something of interest you' ll get far more from the children using it there and then. (Cortazzi 1991: 68-69)

In this extract, the teacher explains how she abandoned what she had planned for a lesson and improvised a lesson around her pupils' ages, based on the children' s response to something that occurred in the book they were reading. The teacher made an interactive decision because &quot; something else had come up that was much more exciting.&quot; The teacher rationalizes this as &quot; we have to make things exciting, we have to grasp anything we can use.&quot; This teacher is responding to an implicit maxim which can be stated as:


The Maxim of Involvement: Follow the learners' interests to maintain student involvement.




When faced with a choice between following her lesson plan and doing something more exciting, the teacher opts for the second option because it will be more engaging for her learners. An example of a L2 teacher using a similar maxim is given in Woods (in press), which includes case studies of two teachers teaching the same ESL course in a Canadian university. One of the teachers reported that the primary belief which influenced his approach to the course centered on the importance of student involvement in the content of the course and the notion of student responsibility. The teacher believed in a learner-centered rather than teacher-centered classroom.

In discussing the teacher' s approach to his teaching Woods (in press) describes how this belief influences the teacher' s decision making. For this teacher, moment-to-moment decisions in the lesson were influenced by the students. In the videotaped lesson, there were many points at which his decisions were affected by a consideration of the learners which overrode the curriculum and his lesson plan. One activity in the lesson had two planned components; but the second one was abandoned when it became clear that the lesson had evolved in a different direction led by the interests of the learners. He made particular decisions on the spot on how to group the students for an activity in order to avoid certain personality clashes, and then he joined the groups in a certain order and dealt with the students in specific ways, decisions which were later elaborated on while watching the videotape in terms of his past experiences with these students, in terms of their personalities and working habits, and in terms of the preparation they had done for the activity. All of these factors influenced who he sat down with and what issues he broached.

Even at the most local level of his classroom decision-making, his style of speech with the students reflected an attitude of working things out with the students as the lesson proceeded. For example, when a learner brought up a point that he had not planned, he said, &quot; OK, I agree with you there.&quot; When he discussed his planning in the interviews as well, the content of his discourse as well as the style revealed a readiness to go wherever the students took him. (Woods, in press)

Woods attributes the teacher' s beliefs about effective teaching to his own experience as a language learner and his teaching experience. In contrast to the teacher described above, Woods describes a case study of another teacher working in the same ESL program for whom the planned curriculum was the primary reference point in her teaching. Her concern throughout her teaching was to cover the material prescribed in the curriculum and consequently to ensure that material she had planned to teach, got taught. A maxim she operated from was:





The Maxim of Planning: Plan your teaching and try to follow your plan.




Woods gives an example of how this maxim influences the teachers' decision making during a lesson. The teacher is presenting a lesson on definitions and has a carefully planned outline for the lesson. During the lesson a student volunteers an alternative interpretation of a definition pattern she is presenting. But the teacher downplays the student' s comments to enable her to keep to her plan. She later comments:

After I did it ［elicited the students' opinions］ I was glad that I did it because I thought it worked out well...and the information they provided me with helped lead me to where I wanted to go
 , although I had to kind of fill out what they said because they were on the right track but they weren' t exactly giving me what was necessary.
 In the afternoon class I did the same thing...and that time it didn' t work as well because the students didn' t give me the kind of information I was looking for
 . (Woods, in press; italics added)

Woods comments that for this teacher, the preplanned curriculum was central in her thinking. She involved the students only to the extent of helping her implement her preplanned lesson but was not prepared to depart from it in response to student feedback. Woods comments:

At various points in the course when there was a conflict between sticking with her planned curricular activity and following another direction initiated by the students, she made the decision to carry out the planned activity.

This teacher' s approach could be attributable to her personal style and her views about how a language is best taught. As she puts is,

I like things to be organized or else I feel out of control and nervous.... I' m one of those ［people］ who spends a lot of time organizing and planning....(Woods, in press)

She viewed many aspects of language learning as mastery of a progression of items,

beginning with the most basic in a simplified and decontextualized form, and leading to the more complex and more contextualized. Her comments reflected a view that learning starts with explicit information, which first has to be consciously understood, and then has to be applied and practised in order to be used in other contexts. (Woods, in press)

Differences between the implicit maxims underlying these two teachers does not imply however that the student-centered teacher was superior to the curriculum-centered one. As Woods (in press) points out, Teacher A' s focus on the curriculum &quot; does not imply a lack of concern for the students, but rather a particular view of the roles of the curriculum and the students in the instantiation of the course.&quot;

The way in which teachers' personal maxims can lead to very different approaches to teaching is further illustrated in a case study of two ESL teachers in a Hong Kong secondary school, described in Tsui (1995). For one of the teachers, a central principle in her teaching is to keep the class disciplined and orderly so that students can learn most effectively from her lessons. This can be described as the Maxim of Order.


The Maxim of Order: Maintain order and discipline throughout the lesson.




The teacher is a Chinese woman with 8 years' teaching experience who was teaching a secondary four (10th-grade) class. Her class was regarded as one of the best in the school because of the students' academic results and their well-disciplined behavior. She conducted her class in a somewhat formal teacher-centered manner and judged her lessons as effective according to whether they accomplished what was planned and achieved their learning outcomes. She saw her role as to ensure that the classroom was a place where students could learn in a well-disciplined manner. Tsui (1995) attributes much of the teacher' s approach to her cultural and educational background:




May Ling had been brought up in the Chinese culture, which valued subservience to authority and emphasized observation of protocol. She had been educated in a system that viewed teachers as people with knowledge and wisdom, and in a society that held teachers in great respect. In this culture, the teacher' s role was to impart knowledge, the students' role was to receive knowledge, and the relationship between students and teachers was formal....

May Ling observed the traditional classroom protocols as an accepted means of showing respect for the teacher. To her, the classroom is a place where students learn in a well-disciplined manner, and the teacher should be in control of herself, her students, and her subject. Despite her wish to encourage student participation in her classes, her students &quot; seldom volunteered answers, and she sometimes had to call on someone and wait for a long time before a response was forthcoming.&quot; (p.357)

Tsui compares this teacher with another teacher who was teaching students of the same level in the same school but whose class was very different from May Ling' s. For him, a different maxim was central in his approach to teaching:


The Maxim of Encouragement: Seek ways to encourage student learning.




This teacher was a New Zealander with 3 years of teaching experience, who attempted to break away from typical Hong Kong classroom practices in his class.

Students did not have to stand up to greet him, and they did not have to raise their hands or stand up when they answered questions. The classroom atmosphere was very relaxed. The students were noisier in the sense that they volunteered answers from their seats, and there was a lot more laughter. George was quite happy to accept whatever contributions they made, whether they raised their hands or not. (Tsui 1995: 357)

In comparison to the students in May Ling' s class, George' s students were much more confident and outspoken. When asking questions he would give students time to discuss the question among themselves before answering because he felt it made responding in front of the class less threatening. He encouraged an informal relationship with his students. He felt he was not obliged to follow conventional seating arrangements with students in single rows but did whatever he felt was necessary to promote student-student interaction. Tsui (1995) attributes this teacher' s approach to teaching to his Western cultural background.

George, had been brought up in the Western culture and had gone through a Western education system, in which more emphasis was placed on the individual, most classrooms had done away with the traditional protocol, and the relationship between students and teachers was much less formal. These differences in cultural and educational backgrounds seemed to permeate the practical theories underlying the two teachers' classroom practices. (Tsui 1995: 359)

The examples discussed above demonstrate that teachers possess rational orientations toward teaching as well as personal beliefs about what constitutes good teaching and these lead them to try to create specific conditions in their classrooms. These conditions reflect the teacher' s view of the role of the teacher and of the learners, their beliefs about the kind of classroom climate they think best supports learning, what they believe constitutes good methodology, and the quality of classroom interaction and language use they seek to achieve. The working principles or maxims which teachers develop reflect their personal and individual understanding of the &quot; best&quot; or &quot; right&quot; way to teach and provide the source for much of the teacher' s interactive decisions throughout a lesson.




Other maxims which teachers refer to in describing their teaching philosophies and which appear to account for many of their preactive and interactive decisions include:

The Maxim of Accuracy: Work for accurate student output. The Maxim of Efficiency: Make the most efficient use of class time. The Maxim of Conformity: Make sure your teaching follows the prescribed method.

The Maxim of Empowerment: Give the learners control.

Teachers presumably have a range of maxims they employ and in any particular lesson choose the ones which seem most likely to help them create a successful lesson. Maxims which a teacher seeks to realize in an elementary level class may be different from those the teacher feels are appropriate for an advanced class. The constraints of the classroom, however, often restrict the teacher' s choice of maxims, accounting for the fact that teachers sometimes do not practice what they preach. For example, Yim (1993) describes a study of L2 teachers in Singapore, who in describing their approach to teaching, articulated a clear preference for a communicative methodology in which the focus was on authentic meaning-focused activities. But when observed in their classrooms, many of the teachers made greater use of accuracy-focused activities because they felt these were necessary in order to prepare students for examinations. This problem is articulated by Frank, an experienced ESL teacher at the British Council in Hong Kong, who is committed to a communicative approach to teaching and who sees his role as a facilitator whose role is to create an optimum learning environment. In one of his observed lessons, however, this philosophy was less in evidence. It was more of a grammar-focused series of activities which culminated in a writing task. When asked if this lesson reflected his beliefs in a communicative approach to teaching, he commented:

I don' t necessarily apply teaching principles all the time. My general principle is just to make things student-centered and communicative. The problem with this class is that I can' t always do that because people are very shy. So you can' t really make it student-centered because the students don' t say anything. You have to call everyone by their name which makes it a little bit more teacher-centered. It was communicative in a sense they were writing together in groups rather than on their own. That' s why I got them around the table to emphasize they are not just working on their own.

Ulichny (1996) provides a detailed account of how a teacher renegotiates her teaching in process as one working principle is replaced by another. The teacher is an experienced ESL teacher teaching a college ESL reading class. Among the principles the teacher sought to bring to her teaching was a belief in the need to help students see reading as the building of meaning from texts (rather than focusing on linguistic forms), to create lessons that were at an appropriate level of difficulty which were not discouraging to students, and to provide lessons in which students were actively engaged in reading rather than directed by the teacher. In a segment of a lesson Ulichny describes in detail, the teacher has assigned students to read a chapter from a sociology text. She has given the class a simplified lecture that restates some of the main points of what they have read and the students are asked to locate some of the main points in the text. As the lesson proceeds according to the teacher' s first principle of helping the students make meaning from the text, she discovers that they have not understood the main points of her lecture. So she decides to adjust her planned lesson in order &quot; to make the text and the classroom talk comprehensible to the students&quot; (p.184). A different principle now comes into play, the principle of creating a lesson at an appropriate level of difficulty, which she does by creating a scaffold or propositional structure of the text through questions and answers with the students. Gradually the teacher takes on more of the tasks she had originally planned for the students to do.




Her first recourse in the face of difficulty is to simplify the level of the task and to provide the class with more guidance to complete it. But when these techniques fail, she pushes them forward onto the next question by completing the task herself. (Ulichny 1996: 191)

Ulichny' s study demonstrates the interaction of different beliefs and principles during teaching as the teacher unconsciously weighs one factor against another. Ulichny concludes:

I maintain that a teaching event is a constant mediation between enacting planned activities and addressing students' understandings, abilities, and motivation to carry out the activity. How a teacher determines which activities to engage the class in, how she assesses the students' participation in the task, and what she determines are reasons and remedies for lack of adequate participation are the basic units of the teaching moment. The particular construction or &quot; sense-making&quot; of the moment is a product of an individual teacher' s past learning and teaching experiences, beliefs about teaching and learning—from both professional training as well as folk wisdom gleaned from fellow teachers—and her particular personality. (Ulichny 1996: 178)

Teachers' maxims thus can be viewed as outcomes of teachers' evolving theories of teaching. They are personal working principles which reflect teachers' individual philosophies of teaching, developed from their experience of teaching and learning, their teacher education experiences, and from their own personal beliefs and value systems. Maxims are more specific and practical than the images which have been described by researchers such as Clandinin (1985, 1986) and Johnston (1990, 1992). They can be regarded as images that have been transformed into models for practical action. The development of personal working principles or maxims can be viewed as an important goal in teacher development.

At the initial stages of teacher development, what Shulman (1987) terms instructional skills
 are a central component of the teacher' s expertise. Instructional skills refer to strategies for organizing and presenting content and for the effective management of teaching and learning in the classroom. Developing skill in these aspects of teaching involves the mastery of routines and procedures which teachers can call upon in order to move successfully through the agenda of a lesson (Berliner 1987). To move to the next level in teaching involves the development of a personal theory of teaching, one containing a coherent set of beliefs, values, and principles that provide an orientation to teaching and a framework for practice. Elbaz (1981) refers to this growth from use of procedures to the employment of principles by distinguishing between &quot; rules of practice&quot; and &quot; principles of practice, &quot; the latter corresponding to the notion of teaching maxims presented here.

According to Elbaz, rules of practice are brief, clearly formulated statements prescribing how to behave in frequently encountered teaching situations. Implementation of a rule of practice is a simple matter of recognizing a situation and remembering the rule. In contrast a principle of practice is a more general construct than a rule of practice, derived from personal experience, and embodying purpose in a deliberate and reflective way, which can be drawn upon to guide a teacher' s actions and explain the reasons for those actions. (Clark & Peterson 1986: 290)




Implications for teacher education

The view of teaching presented here offers a perspective on teacher development which has some useful implications for teacher education. The focus on teachers' subjective accounts of the principles underlying effective teaching offers an important perspective on what teaching is and how teachers acquire the capacity to teach. If teachers are guided in their teaching both by personal maxims as well as by general instructional considerations, the nature, status, and use of such maxims clearly deserves recognition in teacher education programs.

Personal maxims or principles might provide a useful perspective for student teachers to examine in the course of their professional preparation, as they explore both their own thinking-in-action as well as that of other teachers. The making explicit of beliefs, principles, and values can be an ongoing focus of teacher development programs, because as Clandinin and others have demonstrated, teachers' images and perspectives often have a powerful and lasting influence on teachers' thinking and practice and may also create resistance to alternative modes of thought and action.

Identifying the maxims which teachers and student teachers use to guide their teaching can be achieved in a variety of ways, including narratives, journal writing, discussion, and other forms of critical reflection. Once identified, student teachers' maxims can serve as one source of information that can help them interpret and evaluate their own teaching as well as the teaching of others. In practice teaching, for example, student teachers can articulate the maxims they hope to draw on during a lesson. Following the lesson they can then review the lesson to see the extent to which they were able to implement their maxims or whether others would have been more appropriate.

However, as with images of teaching, it is not the case that teacher' s maxims should go unchallenged (see Calderhead & Robson 1991; Johnston 1992). A supervisor may conclude that a teacher is teaching with an inappropriate maxim, for example, or that a maxim is being overused to the detriment of student learning. Although a supervisor may not agree that the maxims a teacher follows represent an appropriate way of teaching, recognizing them and examining their role in shaping thoughts and actions can be a useful step in facilitating the student teacher' s future professional growth.
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Exploring Teachers' Beliefs and the Processes  of Change[1]




Introduction

The nature of teacher change is crucial to the field of second language teacher education. Since most of what we do in teacher education seeks to initiate change of one sort or another it is important to try to better understand the nature of change and how it comes about. The nature of what is meant by change is complex and multifaceted. As many others including Bailey (1992) and Jackson (1992) have pointed out, change can refer to many things including knowledge, beliefs, attitudes, understanding, self-awareness, and teaching practices. Several assumptions about the nature of teacher change underlie current approaches to teacher professional development:

◎ teachers' beliefs play a central role in the process of teacher development;

◎ changes in teachers' practices are the result of changes in teachers' beliefs;

◎ the notion of teacher change is multidimensional and is triggered both by personal factors as well as by the professional contexts in which teachers work.

These assumptions reflect a bottom up view of teacher change rather than the top down model of change often seen in traditional models of innovation, where change is viewed as the transmission of information from educators or policy makers to teachers (Darling-Hammond 1990). The present study was prompted by an interest in the kinds of beliefs teachers describe in relation to their practice and how they conceptualized their own process of teacher development. It therefore sought to clarify the following questions:

◎ What core beliefs do language teachers hold about the processes of teaching and learning?

◎ How do teachers see their teaching as having changed over time?

◎ What were the sources of change?

Investigating teachers' beliefs and changes

In order to investigate the questions above we administered a questionnaire to 112 second language teachers, the majority of whom were from Southeast Asian countries. Fourteen teachers from Australia also took part in the survey. Information was collected in relation to each of the questions above, namely the teachers' beliefs, the changes teachers reported in their approach to teaching, and the sources teachers reported for those changes.

1. The teachers' beliefs

The study of teachers' beliefs forms part of the process of understanding how teachers conceptualize their work. In order to understand how teachers approach their work it is necessary to understand the beliefs and principles they operate from. Constructivist theories of teacher development see the construction of personal theories of teaching as a central task for teachers. Such theories are often resistant to change and serve as a core reference point for teachers as they process new information and theories (Golombek 1998; Roberts 1998). Clark and Peterson (1986) (summarized and discussed in Breen n.d.: 47-48) proposed that:




◎ The most resilient or &quot; core&quot; teachers' beliefs are formed on the basis of teachers own schooling as young students while observing teachers who taught them. Subsequent teacher education appears not to disturb these early beliefs, not least, perhaps, because it rarely addresses them.

◎ If teachers actually try out a particular innovation which does not initially conform to their prior beliefs or principles and the innovation proves helpful or successful, then accommodation of an alternative belief or principle is more possible than in any other circumstance.

◎ For the novice teacher, classroom experience and day to day interaction with colleagues has the potential to influence particular relationships among beliefs and principles, and, over time, consolidate the individual' s permutation of them. Nevertheless, it seems that greater experience does not lead to greater adaptability in our beliefs and, thereby, the abandonment of strongly held pedagogic principles. Quite the contrary in fact. The more experience we have, the more reliant on our &quot; core&quot; principles we have become and the less conscious we are of doing so.

◎ Professional development which engages teachers in a direct exploration of their beliefs and principles may provide the opportunity for greater self-awareness through reflection and critical questioning as starting points for later adaptation.

◎ The teacher' s conceptualizations of, for example, language, learning, and teaching are situated within that person' s wider belief system concerning such issues as human nature, culture, society, education and so on.

Other researchers (e.g., Bailey 1992; Golombek 1998) affirm the notion that changes in teachers' beliefs precede changes in their teaching practices. Similarly, Hampton (1994) notes that teachers' beliefs or &quot; personal constructs&quot; determine how they approach their teaching. These beliefs may be quite general or very specific. For example, Harste, Woodward, and Burke (1984) identified nineteen separate beliefs about teaching and learning that were built into a simple primary-one level activity. Teachers' beliefs strongly affect the materials and activities they choose for the classroom. Hampton suggests that some of these core beliefs are changeable, but others are &quot; impermeable and difficult or impossible to change&quot; (p.129). Breen (n.d.)describes the core beliefs of a group of 167 teachers who participated in a language learning experience and who reported on the practices they thought facilitated the learning of the language. These are summarized in terms of nine principles.

◎ Selectively focus on the form of the language

◎ Selectively focus on vocabulary or meaning

◎ Enable learners to use the language/Be appropriate

◎ Address learners' mental processing capabilities

◎ Take account of learners' affective involvement

◎ Directly address learners' needs or interests

◎ Monitor learner progress and provide feedback

◎ Facilitate learner responsibility or autonomy




◎ Manage the lesson and the group

Examining language teachers' beliefs, then, should therefore help clarify how teachers change their approaches to teaching and learning over time.

In the present study the respondents were asked to provide a written response to the following statement:

Briefly describe one or two of your most important beliefs about language teaching and learning that guide(s) you in your day-to-day teaching (e.g. grammar plays an important/trivial role in language learning).

From the responses given, a total of 207 summary statements were recorded in the data base. Thirteen categories of beliefs emerged from the responses; nine main categories summarize the majority of the responses, while four smaller categories contain less than 5% of the total number of comments; hence, these final four categories were put together under other
 . Table 1 lists the categories and the numbers of responses that fit in that category.


Results




The most commonly reported core belief centered on the role of grammar in language teaching and the related issue of how grammar should be taught. Out of 38 responses, 25 discussed the importance of grammar for communication, comprehension and clear expression. Others described grammar as the foundation of English language learning or referred to the need for grammar at the early stages of language learning.





Table 1    Teachers' most important beliefs about language teaching and learning
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At first, this result was surprising, considering that other research evidence has suggested teachers in Southeast Asia prefer the more communicative, meaning-focused approach to teaching (Renandya, Lim, Leong & Jacobs n.d.). On one hand, this response may have been triggered by the design of the questionnaire, since the example provided of a belief was a belief about grammar. In addition at least one group of teachers who filled out the survey were engaged in an in-service course on Communicative Grammar Teaching at the time they answered the questionnaire. Hence for some respondents the role of grammar in language teaching and how grammar should be taught were topics fresh on their minds. On the other hand, informal interviews with some of the survey respondents confirmed that the role of grammar is an issue of special interest to teachers in the Asian region, especially those who have been using a communicative approach. Such teachers often feel frustrated because some of their students continue to speak and write with relatively poor accuracy.

The second largest category of beliefs was that of beliefs about learners. Many of the respondents commented on the need for learners to be independent, self-directed and responsible for their own learning (n=11). Several (n=4) mentioned learner training and learner strategies as important to autonomous language learning. Several others (n=11) suggested that learning should be learner-centered and relevant to student needs and interests, and that learner goals should shape language courses. A few (n=3) mentioned the differences between different groups of learners and the need to adjust one' s teaching to fit the learning styles and special needs of different groups.

The third most common key belief was the importance of the language skills. Ten mentioned the importance of reading instruction, especially extensive reading. As with the results for &quot; grammar, &quot; part of the reason so many teachers mentioned this skill may have been because one cohort of teachers was taking a course in Developing Reading and Writing Skills (during which extensive reading is studied) at the time they answered the questionnaire. Five others identified speaking as the most important language skill and related it to good writing. The comments on writing (n=5) indicate that teachers believe a lot of practice with writing will help students learn to write well. Several teachers mentioned the integration of the skills and the importance of vocabulary learning.

The next most common focus for responses centered around beliefs about the characteristics of a good teacher. Comments ranged greatly here, but included exhortations about a) teacher-student relationships (to believe in, respect, support and encourage students, learn more about students, find the positive qualities in each student, not to judge students, and develop good relationships/rapport with students); b) the teacher' s role (as a facilitator, leader, guide, skill trainer, model of values and desirable habits, and socializer of the young); c) teacher attitudes (teachers should be open, flexible, motivated, and willing to experiment); d) teacher training and development (language teachers need intensive training, teachers should keep up to date, teachers learn to teach by teaching, a good teacher is a well-prepared teacher, more education encourages me to work harder); and e) other assorted comments (the teacher is the focus of language teaching and learning, teachers should self-evaluate lessons, teachers must adapt to student needs, and teaching is fun and not as stressful as other jobs).

There were many comments about class atmosphere and the conditions necessary for language learning. These included the need to create a fun, motivating, non-threatening and secure learning environment and to create a language rich environment in which learners could be constantly exposed to and use the language (n=11). Motivation, interest and readiness for learning were mentioned as essential ingredients for the language classroom by another group of respondents (n=6). Moreover, there were individual commnents about language learning as a two way process—involving both a teacher and a learner, the need to offer lessons suited to the students' background and capacities, and finally that class atmosphere is as important as content and pedagogy.




Concerning the purposes of language teaching and learning, many respondents agreed that language learning is for communication and should be practical, relevant to out of class needs and instrumental for attaining other goals (n=13). Teachers, then, should focus on students' purposes for learning and must not overlook the socio-linguistic and cultural aspects of the target language.

Several teachers (n=16) described a variety of specific teaching procedures that they believed were important. They mentioned a) getting students to participate in lessons by making the learning activities varied, interesting, creative, relevant, enjoyable and not too difficult; b) setting clear objectives and developing good lesson plans in order to help teachers determine instructional priorities; and c) that revision and reteaching were essential. Other comments ranged from the benefits of cooperative learning to the use of music to motivate students.

Although a small group of teachers suggested that there was no agreement on the one best method for language teaching or learning—and consequently, that teachers should constantly find new methods of teaching—the majority (n=7) of those who commented on teaching methods agreed that an approach which focuses on authentic language used in meaningful contexts for real communicative tasks was more practical, successful and natural for language learning. Other comments mentioned methods for teaching writing, recommending a process approach and a genre approach respectively.

The final category of beliefs focused on the role of practice in language learning. A number of teachers (N=8) recommended providing a lot of practice for language learners since &quot; practice is essential for learning the skills&quot; and &quot; we learn languages by using them.&quot; A few others commented on how and when practice should occur: in class with communicative groups and out of class as well.

In describing beliefs about language teaching and learning many of the beliefs reported demonstrate an awareness of the learner as central in the educational context. Even when describing the characteristics of a good teacher, which one might expect to be the most &quot; teacher-focused, &quot; the respondents gave more emphasis to teacher-student relationships than they did teacher training and development. When discussing teaching procedures, student participation, cooperative learning and relevant activities were mentioned alongside planning objectives and developing lesson plans. Within every category explored above, there is a clear thread of belief in the centrality of the learner. This finding is consistent with the growing body of research which describes and supports the move away from a teacher-centered to a more learner-centered teaching methodology (e.g., Bailey 1992; Larsen-Freeman 1998; Nunan 1988; Renandya et al.
 n.d., and Tudor 1996).

The question now is: are these beliefs, especially that of a learner-focused classroom, reflected in the data collected about the changes teachers have made in their approach to language teaching during their careers?

2. Teachers' changes in their approach to teaching

Change is regarded as a major dimension of teachers' professional lives. Both pre-service and in-service teacher education is normally predicated around the need to provide opportunities for thoughtful, positive change. Pennington (1990)describes positive change as central to the professional life of a teacher. She comments that &quot; a distinguishing characteristic of the notion of teaching as a profession is the centrality of career growth as an ongoing goal&quot; (p.132). In addition, Freeman (1989: 29-30) highlights a number of aspects of the notion of change:

◎ Change does not necessarily mean doing something differently; it can mean a change in awareness. Change can be an affirmation of current practice...




◎ Change is not necessarily immediate or complete. Indeed some changes occur over time, with the collaborator serving only to initiate the process.

◎ Some changes are directly accessible by the collaborator and thereafter quantifiable, whereas others are not.

◎ Some types of change can come to closure and others are open-ended.

In a survey-based study, similar to the present study, Bailey (1992) examines sixteen separate changes reported by sixty-one teachers. Those which represent at least 5% of the respondents are listed here:

◎ Teacher-centered classes were made more student-centered

◎ Use of more varied, authentic materials

◎ Earlier focus on accuracy changed to communicative competence

◎ Decrease the explicit teaching of rules in grammar instruction

◎ Change in attitude

◎ Use of groupwork begun or improved

◎ Increased use of tasks and student-generated projects

◎ Changes in procedures for teaching children

In order to identify how teachers' approaches to teaching change over time, the respondents were asked to reply to the following question:

Think about your first year(s) of teaching and compare what you did then with what you do now. What are some of the important ways your approach to teaching has changed (e.g., my teaching is not as teacher-centered as before)?


Results




The one aspect of teaching about which teachers reported the most change over their careers was their focus on the student. Although a few teachers reported a change away from student centeredness—due to time constraints and the heavy demands made on teachers—the vast majority of respondents (n=60) described their teaching as more learner-centered, more focused on students' purposes for learning, more closely related to students' interests and daily lives, and more individualized. As they explained what they meant by &quot; more student-centered, &quot; several of the teachers mentioned eliciting student contributions, opinions and views during lessons, showing more respect for students' ideas, using students' names, treating students as individuals who learn differently, and providing more activities such as pair and group work. Two teachers mentioned that now their students take more responsibility for their own learning, while three others honestly commented that they mix teacher-and student-centered techniques, using more student-centered lessons for non-exam classes.





Table 2    Changes in approach to language teaching
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This move toward student-centered teaching parallels Bailey' s (1992) findings. It also matches well with the underlying beliefs reported in the first section of this study and agrees with the results of other studies of Southeast Asian teachers (Renandya et al
 . n.d.). One doubt remains, however, since the sample answer to this question included the opposite concept of teacher-centeredness. Perhaps some of these responses were triggered by the sample response rather than true reflection on real changes.

The second most common area in which teachers reported changes was basic teaching philosophy. This category includes several key concepts, including changes in a) methodology, b) activity and task-based learning, c) the linguistic and pragmatic focus of lessons, and d) assessment. Many (n=18) indicated that they now use a mix of methods and strategies when teaching. Some have shifted from a structural to a communicative approach, while others have moved from a communicative approach to an analytic approach. Some mentioned an emphasis on strategies, processes, thinking, and creativity. Several respondents (n=15) mentioned using a more interactive teaching style, with task-based, activity-based and project-based lessons. Comments on the focus of lessons include concentrating on specific rather than general purposes for language learning, focusing on sociolinguistic and discourse competence, and targeting the quality not just quantity of output. As for assessment, one respondent mentioned being more exam-focused for final year students. The others (n=5) mentioned using fewer exams and tests but more continuous assessment, trying to predict learner difficulties and highlighting these, and using assessments as a basis for changing teaching and helping students.

Aside from these main areas, there were a few other notable changes in basic teaching philosophy: increased use of cooperative learning and attempting to appeal to all multiple intelligences during lessons, the change in the role of the teacher to guides, facilitators, motivators, counselors, resource persons and consultants for learning, as well as having clear objectives but flexible lesson plans.




As for materials and resources there were many comments about a change in the availability of a much greater range of resources for teaching. Instead of relying on the prescribed textbooks and covering everything in them, teachers are using more authentic texts, teacher created materials, and other creative materials chosen for their relevance to students' current and future activities (n=26). Another main change in the area of resources is the introduction of information technology. Many of the respondents (n=14) wrote that they now use (or are expected to use) IT for teaching and lesson preparation.

A fourth category of changes that teachers reported was the types of learning activities used in the language classroom. Now, the teachers reported, they use communicative activities, group work, role play and games during their English language lessons. Although one teacher lamented that she had less time for music, drama or other activities, others reported that they encourage their students to participate in class discussions, answer open-ended questions, take longer and more difficult tests, and produce more writing assignments and homework. To make time for the increase in the variety of activities, the teachers reported less lecturing.

Grammar teaching was another area of definite change. Generally, the teachers reported spending less time on grammar rules or drilling, because of a shift in focus from accuracy and grammar to fluency and communication. Others mentioned using an inductive approach such as a focus on consciousness raising, and teaching and testing grammar in context.

A final category of change related to teacher confidence. Some mentioned general feelings of confidence and enthusiasm for their work while others described being more friendly, approachable and open with students, having better rapport with colleagues and supervisors, and being able to relax in class and interject comments and incidental ideas while teaching. Other respondents discussed specific competencies that have developed with their growing experience: confidence with test writing, integrating the skills, linking lessons, and language analysis. Several others mentioned how experience bred new flexibility in their teaching. They felt able to be more flexible about lesson plans, teaching methods, and materials. Two more general attitude changes were reported as well: from idealist to realist, and from dislike to love of teaching.

3. Sources of change

Vonk (1991: 64) observes:

At certain moments a coherent set of changes occurs in teachers' thinking about the profession and in their conduct. These changes are both qualitative and quantitative in nature. Such a development, however, is not a simple, spontaneous process; it is rather the outcome of a complex interaction between the individuals and the various environments in which they are participating.

These &quot; complex interactions&quot; often involve a mix of supervisors, colleagues, teacher trainers and quite often groups of students. Through discussions, formal and informal feedback and interaction with these collaborators, changes begin to take shape. Jackson (1992: 64-67) identifies four ways that collaborators help teachers to change. Collaborators can

◎ tell teachers how to teach;

◎ improve the conditions under which they work;

◎ relieve them of psychological discomfort and help them come to terms with the demands of their work;

◎ help teachers come to a broader and richer understanding of what they do.




Batten (1991: 295) adds the idea that reflecting on and verbalizing what one does well helps to bring about positive change:

If teachers can be encouraged and helped to identify and reflect on the positive aspects of their teaching—to articulate their professional craft knowledge—they may provide us with a clearer insight into the nature of effective teaching, enhance their own teaching, and establish a basis for sharing their knowledge with other teachers through school-based professional development.

In addition to collaborators, Bailey (1992: 271) identifies six other catalysts for teacher change, including

◎ dissatisfaction with the current situation

◎ the connection of a new idea with the teacher' s own situation

◎ a change in the teaching context

◎ life changes and personal growth which led to professional development

◎ a realization of something based on his or her experiences as a learner

◎ a conflict between the teachers' new beliefs and their practices

In order to identify the specific sources of the changes the teachers had reported, the respondents were asked to reply to the question in Figure 1.
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Figure 1


Results




A total of 341 responses were recorded for this question. This chart ranks the frequency of the responses.





Table 3    Sources of change
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The responses indicate that in-service courses, seminars/conferences, and student feedback are the top three sources for the changes the teachers reported. It is not hard to understand how teachers learn and then change based on student feedback. Since they are with them most of the time, teachers often view their students as their best source of feedback. As the respondents explained, they use student feedback &quot; to find out if lessons actually help students learn, &quot; &quot; to find out if lessons are effective, &quot; &quot; to help me understand how people at the receiving end feel about my teaching, &quot; and &quot; to find out what students' problems are and change my teaching methods accordingly.&quot; What was surprising, however, were the two highest responses. While we may have to discount some of the evidence for the first response, since all the respondents were attending in-service courses at the time they answered the survey and may have wanted to please the researchers, the respondents themselves gave interesting explanations of their first two choices. They reported that in-service courses and seminars/conferences




◎ give us a lot of ideas to put into practice. I choose those ideas that are suitable for my class.

◎ help us to upgrade our skills and to keep up with latest teaching methods and materials.

◎ provide lots of good, well-tested strategies.

◎ shed new light on ELT as well as help to reinforce old ideas.

◎ are an opportunity to access new resources and read widely.

◎ have helped to change my attitude towards English teaching. Perhaps the most interesting comment came during informal interviews with some of the respondents during which they indicated that what makes in-service courses and conferences/seminars so useful is that teachers meet their counterparts in other schools and have a chance to share ideas, find out what else is being done to handle similar materials and how others are overcoming similar problems. As a result, they have the courage to implement some of the new ideas they have learned.

Of the next three sources of change—self-discovery, trial and error, and collaboration—the first two involve teachers reflecting on their own performance. As one of the respondents explained, &quot; self-reflection and self-evaluation help as they make you ponder whether you' ve achieved your objectives.&quot; Another source that spurred reflection was reading. As for collaboration, the explanations were telling:

◎ Conversations and sharing sessions with colleagues trigger off new ideas.

◎ When talking with colleagues, we find new ways to handle a task.

◎ Discussions with colleagues lead to the discovery and adoption of better teaching methods.

◎ I exchange ideas/methods/worksheets/teaching materials with more experienced colleagues.

◎ Encouraging words from colleagues help a lot.

The next two categories—new texts/curriculum and contact with others—also proved to be catalysts for change. Clearly, new curricula including student texts, workbooks, and teachers' guides would directly influence what is done in the classroom, especially if the book writers have incorporated new task or activity types or left out other types of tasks, grammar drills, for instance. One respondent commented on the process of developing a syllabus and textbooks and how this process &quot; encouraged a lot of sharing, brainstorming and collaboration.&quot; Similarly, contact with others, especially those who share the same beliefs about teaching would certainly help to bring about positive change. This type of contact could come during workshops, seminars, in-service courses or in other informal contexts.  Of the other sources of change—research, tired of doing the same thing, other, teaching journals, and feedback from supervisor—the only one with less than 5% response was feedback from supervisor. The reasons that this was identified as the least important for the teacher change is not clear. Perhaps the respondents did not receive regular professional supervision and thus did not consider their supervisors as helpful collaborators in the process of change. On the other hand, this could be a revealing comment on the usefulness of the supervision that is being done.

Conclusions




Teacher development is a vast and complex field of study. What is already known informs what is being done, and yet, it seems as if we see only through a glass, darkly. This study was designed to provide some insight into teachers' current beliefs about language teaching and learning, the changes teachers have made in their approach to language teaching and the sources of those changes. But, clearly, there are limitations to the applicability of our findings.

First, the respondents were not a random sample of teachers from the region; consequently, the results may differ in some significant way from what would have been gathered from a purely random sample. The fact that our respondents were all attending in-service courses at the time of the study also may have biased the responses, especially in the area of sources of change. Secondly, the data for this study came from a single source (i.e., a self-report questionnaire), and although a few interviews were conducted to clarify some of the responses, the data were not verified through other sources such as classroom observations, lesson plans, reports from students, colleagues or administrators. Thirdly, and perhaps most importantly, the responses may have been influenced by our survey questions, which included sample answers for the first two open-ended questions. Our highest number of responses for both those questions fell into categories that matched the sample responses we had provided. For further examination of these questions, removing the sample responses would be recommended.

With these limitations in mind, this study does shed some light on the three questions and the three assumptions about teacher development with which we began this study:

(i)  teachers' beliefs play a central role in the process of teacher development;



(ii) changes in teachers' practices are the result of changes in teachers' beliefs;



(iii) the notion of teacher change is multidimensional and is triggered both by personal factors as well as by the professional contexts in which teachers work.

As for teachers' beliefs, we found a high number of responses about the role of grammar and grammar teaching, and beliefs about learners. Although many of these teachers also reported that they are following a communicative methodology and have texts and materials that were designed with this approach in mind, many of the respondents still hold firmly to the belief that grammar is central to language learning and direct grammar teaching is needed by their EFL/ESL students. While there was also evidence that this belief is changing, more responses indicated that the view of grammar as foundational has not changed, even though many have moved away from direct grammar teaching or are at least doing less of it. Perhaps beliefs about grammar and grammar teaching are two of what Clark and Peterson (1986, in Breen n.d.) described as &quot; resilient or 'core' teachers' beliefs.&quot;

On the other hand, our study confirms what other researchers (for example Bailey 1992 and Breen n.d.) have said with regard to teachers' beliefs about learners. Teachers believe learners should take responsibility for their learning, teachers should equip learners for the task of learning, and teaching should meet learner needs. In other words, teaching should be learner-centered. Additional support for this finding comes in the form of parallel beliefs in other categories of our data. When describing the characteristics of a good teacher, the respondents mentioned learner-centered ideas: positive relationships with students, new teaching roles (facilitator, motivator, guide), and a focus on student needs. As for class atmosphere and conditions for language learning, again student-centered concepts came through: classes should be motivating, interesting, relevant, secure, and fun. A third area in which student-centeredness is evident is the purposes for language teaching and learning. Respondents focused on both teaching and learning being practical, relevant and instrumental for current and future goals.




Our second survey question attempted to shed light on the second assumption, that changes in teachers' practices are the result of changes in teachers' beliefs. The responses on learner-centeredness offer clear evidence in support of this view. There was a clear correspondence between the respondents' belief in the centrality of the learner and the number of teachers who described their teaching as learner-centered as opposed to teacher-centered. Additional support for this assumption can be seen in the responses on basic teaching philosophy. The respondents reported changes in teaching methods (more communicative), style (more interactive and activity based) and teacher roles that seem to correspond to the central belief in the learner. Moreover, with this belief in learner-centeredness and the change towards a communicative approach, teachers reported using more communicative activities, group work, discussion, role-play and games in their language lessons. Again a change in belief seems to be behind these changes in practice.

Yet, we did not find the same support for this assumption in the category of materials and resources, or grammar teaching. Although the finding that teachers have changed in these areas parallels Bailey' s (1992) findings, there is little evidence that the respondents use additional materials and more variety of resources because of a change in their beliefs about language teaching materials or how materials are chosen. Perhaps our survey prompt did not surface a belief in this area, or perhaps the respondents' views on this subject were too sensitive to report, or perhaps the underlying beliefs for this change come from many sources. Nevertheless, our data do not demonstrate a clear link between belief and change in this case.

Similarly, with regard to the role of grammar and how grammar should be taught, our data do not suggest a clear relationship between belief and resulting behavioral change. The respondents reported that they believed grammar was central to language learning and many, but not all, suggested that direct grammar teaching would result in more accurate language use. At the same time, the data concerning changes in approach indicate that the current trend is towards less direct grammar teaching. While there may not be any conflict in a high view of the role of grammar and a more communicative approach to language teaching, there are mixed signals regarding how we should approach the teaching of grammar. What we do see in the data, then, is that some teachers are trying to adopt a communicative approach, which they interpret to mean using less direct grammar teaching, whether they believe it is the best way or not. Perhaps this is one area in which a change in belief and a change in practice are in such flux that clear and definitive development is difficult to describe.

Moreover, it is not within the scope of this study to comment on the order in which these changes occurred: whether the beliefs formed and then resulted in changes, or whether, as Bailey (1992: 272) suggests &quot; small changes preceded a developing feeling of confidence.&quot; What we can note is that there is a correlation between the two. Further study on the relationship between beliefs and positive change is needed. Perhaps the best we can say, then, is that changes in teachers' practices are often
 the result of changes in teachers' beliefs.

Certainly, though, we can support the third assumption that teacher change is multi-dimensional and triggered by many factors. Our question about the sources of change reveals that many avenues bring about significant changes in teachers' practice. The clear thread running through many of the responses we received is that collaboration with colleagues, students, trainers, presenters and other collaborators offers the support, ideas, and the encouragement necessary to implement positive change. Additionally, reflection and self-appraisal are clearly beneficial for inducing change.




Implications for teacher development courses

1.  Since teachers' beliefs about successful language teaching and learning form the core of their teaching behavior and changes in behavior often follow changes in beliefs, teacher development courses which give participants the opportunity to reflect on their beliefs and make those beliefs explicit will be more likely to encourage professional development. This type of reflection is possible through many means including narratives, discussion, review of student feedback, viewing videotapes of their teaching as well as other modes of reflection.



2.  A focus on how change comes about is also a select focus of teacher development activities. Teachers can monitor how their own beliefs and practices change through such activities as journal writing, case studies and other methods for reflective analysis. Opportunities to share experiences of positive change can provide a valuable source of input for in-service courses and teacher education activities.
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Teacher Beliefs and Decision Making[1]




Conceptualizations of the nature of teaching determine the way the process of teacher education is approached. As was illustrated in Chapter 2[2]
 , if teaching is viewed as a science, scientific investigation and empirical research are seen as the source of valid principles of teaching. Good teaching involves the application of research findings, and the teacher' s role is to put research-based principles into practice. Alternatively, teaching may be viewed as accumulated craft knowledge, and the study of the practices of expert practitioners of their craft may be seen as the primary data for a theory of teaching. In recent years, an alternative metaphor has emerged within the field of teacher education and is now making its way into SLTE. This is the notion of teaching as a thinking activity, which has been characterized as &quot; a common concern with the ways in which knowledge is actively acquired and used by teachers and the circumstances that affect its acquisition and employment&quot; (Calderhead 1987: 5). Calderhead points out that interest in teachers' thinking was a response to dissatisfaction with behaviorist approaches to the study of teaching in the 1970s:

Ideologically, viewing teachers as active agents in the development of their own practice, as decision-makers using their specialist knowledge to guide their actions in particular situations, underlined the autonomous, responsible aspects of teachers' work, and provided an appealing rationale for considering teaching as a worthy, complex, demanding profession, especially when contrasted with the previously dominant view of teaching as the mastering of a series of effective teaching behaviors. (Calderhead 1987: 5)

The teacher-as-thinker metaphor captures the focus on how teachers conceptualize their work and the kinds of thinking and decision making that underlie their practice. Rather than viewing the development of teaching skill as the mastery of general principles and theories that have been determined by others, the acquisition of teaching expertise is seen to be a process that involves the teacher in actively constructing a personal and workable theory of teaching. Burns comments:

Interest in the relationships between classroom behavior and teacher thinking and decision-making is partly the result of an acknowledgement that the enactment of the curriculum is not the linear &quot; ends-means&quot; process of discrete sequential stages, suggested by earlier curriculum theorists. Rather,   it is grounded in personally evolved theories or sets of beliefs about teaching and learning. (1992: 57)

This orientation to teaching is the focus of this chapter, which seeks to clarify the concept of teaching as a thinking process, to describe research on second language teachers that has been carried out from this perspective, and to examine implications for the field of SLTE.

Any attempt to characterize the thinking processes underlying a process as complex and multifaceted as teaching is fraught with difficulties. Fortunately, several scholars have tried to tease apart some of the issues that are involved (e.g., Calderhead 1987; Clark and Peterson 1986; Clark and Yinger 1979) and reveal something of what Clark and Peterson refer to as the &quot; cognitive psychology&quot; of teaching. In their survey of teachers' thought processes, Clark and Peterson (1986) identify three major categories of teachers' thought processes: (a) teachers' theories and beliefs; (b) teachers' planning or preactive decision making; and (c) teachers' interactive thoughts and decisions. This chapter focuses on teachers' theories and beliefs and their interactive thinking. (Preactive decision making is the focus of Chapter 5.) While research on teachers' theories and beliefs tries to identify the psychological contexts underlying teacher thinking and decision making, research on teachers' preactive and interactive thinking seeks to identify the thinking and decision making employed by teachers before and during teaching. In studying the knowledge and cognitive skills used by teachers, a variety of different research approaches has been employed, including questionnaires, interviews, think-aloud procedures (in which teachers verbalize their thoughts while engaged in tasks such as lesson planning), planning tasks, stimulated recall (in which teachers examine a videotape or audiotape of a lesson and try to recall their thought processes or decisions at different points in the lesson), as well as written accounts of teaching, such as case studies, journals, and narratives. While data obtained from such sources provide only indirect evidence of teachers' thought processes during teaching, they can serve to broaden our understanding of the role of beliefs and decision making in teaching.




The nature of teachers' belief systems

A primary source of teachers' classroom practices is belief systems—the information, attitudes, values, expectations, theories, and assumptions about teaching and learning that teachers build up over time and bring with them to the classroom. Shavelson and Stern (1981) suggest that what teachers do is governed by what they think, and that teachers' theories and beliefs serve as a filter through which a host of instructional judgments and decisions are made (see Chapter 1). Teacher beliefs form a structured set of principles that are derived from experience, school practice, personality, education theory, reading, and other sources. Cummings points out:

The kinds of practical knowledge which teachers use in teaching, appear to exist largely in very personalized terms, based on unique experiences, individual conceptions, and their interactions with local contexts. It tends to have a personal significance which differs from prescribed models of educational theory. (1989: 46-7)

For example, in a questionnaire study of the beliefs of English teachers in Hong Kong schools, Richards, Tung, and Ng (1992) found that the 249 teachers sampled held a relatively consistent set of beliefs relating to such issues as the nature of the ESL curriculum in Hong Kong, the role of English in society, differences between English and Chinese, the relevance of theory to practice, the role of textbooks, and their own role in the classroom. In comparing English and Chinese, most of the teachers felt that English has more grammar rules than Chinese; most disagreed that English has a larger vocabulary or more colloquial expressions or more flexibility in communication than Chinese. When asked what they thought was the best way to learn a language, they said that learners should expose themselves to the language as far as possible, interact with native speakers, and read books in English. They did not believe that either studying the rules of the language or repeating and memorizing chunks of language was helpful. Compared with the experienced and trained teachers, inexperienced and untrained teachers were more likely to think that grammatical theories of language are useful to language teaching, and believe more strongly in the value of requiring students to memorize dialogs. The teaching methods they thought most useful were identified as a grammar-based approach, a functional approach, and a situational approach. Differences in their beliefs, however, resulted from the amount of teaching experience they had and whether they subscribed to a primarily functional or grammar-based orientation to teaching.

Burns (1992) investigated the beliefs of six ESL teachers and identified a core of underlying beliefs that appeared to influence their approach to language teaching and their instructional practices. These beliefs related to:




—the nature of language as it relates to beginning language learning

—the relationship between written and spoken language in beginning  language learning

—the nature of beginning language learning and the strategies relevant  to language learning at this stage

—learners, their ability to learn, and their ability to learn English

—the nature of the language classroom and the teacher' s role within it

Of the latter belief, Burns comments:

The establishment of positive and non-threatening classroom &quot; dynamics&quot; was considered to be a crucial element of the language classroom. Teachers saw themselves as having a central role and responsibility in facilitating good relationships among students and between themselves and their students. This represents &quot; the mirror image&quot; of the concern with affective learning factors and is viewed as an essential contribution to such things as building confidence, making learners feel &quot; comfortable&quot; and &quot; at ease, &quot; lessening their passivity and helping them to relate positively to each other. (1992: 62)

Teachers' beliefs may differ significantly from those of their learners, leading to misperceptions about various dimensions of teaching. Brindley (1984) points out that beliefs held by many Western language teachers can be stated as:





—Learning consists of acquiring organizing principles through encoun-tering experience.

—The teacher is a resource person who provides language input for the  learner to work on.

—Language data is to be found everywhere—in the community and in  the media as well as in textbooks.

—It is the role of the teacher to assist learners to become self-directed by  providing access to language data through such activities as active listening, role play and interaction with native speakers.

—For learners, learning a language consists of forming hypotheses about  the language input to which they will be exposed, these hypotheses  being constantly modified in the direction of the target model.

(1984: 97)

Learners' beliefs, however, particularly if they come from an Asian cultural background, are more likely to be these:





—Learning consists of acquiring a body of knowledge.

—The teacher has this knowledge and the learner does not.

—It is the role of the teacher to impart this knowledge to the learner through such activities as explanation, writing and example.




—The learner will be given a program in advance.

—Learning a language consists of learning the structural rules of the language and the vocabulary through such activities as memorization, reading and writing.

(Brindley 1984: 97)

Here there is a clear basis for a conflict between the teachers' and the learners' views about the nature and value of teaching and learning activities.

A number of studies have sought to investigate the extent to which teachers' theoretical beliefs influence their classroom practices. K. E. Johnson (1992a), in a study of this kind, used three measures to identify ESL teachers' beliefs: a descriptive account of what teachers believe constitutes an ideal ESL classroom context, a lesson plan analysis task, and a beliefs inventory. In the sample of teachers studied, she identified three different methodological positions: a skills-based approach, which views language as consisting of four discrete language skills; a rules-based approach, which views language as a process of rule-governed creativity; and a function-based approach, which focuses on the use of authentic language within situational contexts and seeks to provide opportunities for functional and communicative language use in the classroom. The majority of the teachers in the sample held clearly defined beliefs that consistently reflected one of these three methodological approaches. Teachers representing each theoretical orientation were then observed while teaching, and the majority of their lessons were found to be consistent with their theoretical orientation. A teacher who expressed a skill-based theoretical orientation generally presented lessons in which the focus was primarily on skill acquisition. A teacher with the rule-based orientation tended to employ more activities and exercises that served to reinforce knowledge of grammatical structures. She constantly referred to grammar even during reading and writing activities, for example, by asking students to identify a key grammatical structure and to explain the rule that governed its use. The function-based teachers, on the other hand, selected activities that typically involved the learners' personal expression, teaching word meaning and usage through a meaningful context, choosing reading activities that focused on the concepts or ideas within the text, and using context-rich writing activities that encouraged students to express their ideas without attention to grammatical correctness.

In exploring the relationship between teachers' beliefs and classroom practices, Woods (1991) carried out a longitudinal study of two teachers with different theoretical orientations who taught the same ESL course in a Canadian university (see Chapter 3). According to Woods, one teacher had a &quot; curriculum-based&quot; view of teaching and the other a &quot; student-based&quot; view. A curriculum-based view of teaching implies that decisions related to the implementation of classroom activities are based primarily on what is preplanned according to the curriculum. Student-based teaching, on the other hand, implies that decisions are based primarily on factors related to the particular group of students in the classroom at that particular moment. Woods found that for each teacher there was strong evidence that:





1.  The decisions made in planning and carrying out the course were  internally consistent, and consistent with deeper underlying assump-tions and beliefs about language, learning and teaching; yet

2.  Each teacher' s decisions and beliefs differed dramatically from the  other along a number of specifiable dimensions.






(Woods 1991: 4)

For example, the teacher with the &quot; curricular&quot; view of teaching explained her goals and evaluated her teaching in terms of planned curricular content. Although she often mentioned the students in talking about her lessons, they were not typically for her a starting point in making instructional decisions. She tended to evaluate her teaching in terms of how successfully she had accomplished what she had set out to do according to the curriculum. When there was a choice between following up something that developed in the course of a lesson as opposed to keeping to her plan, she invariably followed her plan. The second teacher, on the other hand, was guided much more by student responses. He was much more prepared to modify and reinterpret the curriculum based on what the students wanted.

Smith (1996), in another Canadian study of ESL teachers in postsecondary ESL classes, found that teachers' instructional decisions were highly consistent with expressed beliefs, and that personal belief systems influenced how teachers ranked their institution' s explicit course objectives for the courses they were assigned to teach. Among teachers teaching the same course, those with a structured grammar-based view of language selected different goals from teachers holding a functionally based view of language.

In each of the studies described here, the teachers were relatively free to put their beliefs into practice. However, there are also well-documented accounts of situations where there is not a high degree of correspondence between teachers' expressed beliefs and their classroom practices. Duffy and Anderson (1986) studied eight reading teachers and found that only four of them consistently employed practices that directly reflected their beliefs. Factors cited as likely to prevent teachers from teaching according to their beliefs include the need to follow a prescribed curriculum, lack of suitable resources, and students' abitity levels. Hoffman and Kugle (1982) found no significant relationship between teachers' beliefs about reading and the kinds of verbal feedback they gave during reading lessons. Yim (1993) likewise found in studying ESL teachers in Singapore that while they were able to articulate beliefs about the role of grammar teaching from a communicative orientation, these beliefs were not evident in their classroom practices, which were driven more by exam-based, structured grammar activities of a non-communicative kind.

Teacher belief systems have also been studied in terms of how they influence the thinking and practice of novice teachers. The belief system of novice teachers as they enter the profession often serves as a lens through which they view both the content of the teacher development program and their language teaching experiences (see Chapter 1). For example, Almarza (1996) studied a group of four student teachers in a foreign language teacher education program in the United Kingdom, and examined how the relationship between their internalized models of teaching, often acquired informally through their experience as foreign language learners, interacted with the models they were introduced to in their teacher education program. The teachers responded quite differently to the method they were being trained to use in their teacher education program—a modified direct method. One teacher welcomed the structure introduced by the method, because it provided her with a tool to manage her teaching and gave her confidence. She measured her own success in terms of how closely she was able to follow the method. For her, the method superseded any instinctive views she had about the nature of teaching:

&quot; Now having applied it ［the method］ with...both classes and private students, I can see why it' s been called the 'miracle' method! Even my least confident students have been speaking the language with good pronunciation and without making mistakes and I know they' ll never forget what they' ve learned.... With this method they never hear an incorrect version—so, of course, they don' t make mistakes.




The method was without question the decisive factor in my carrying out TP successfully. It gave me absolute confidence and it had a positive attitude on the pupils towards French or Spanish and towards me, as it allowed me, for the first time, to really achieve something in the language and feel that they had achieved something.&quot; (quoted in Almarza 1996: 60)

By contrast, others rejected the method because it conflicted with their own theories of teaching. One said she could not believe in a methodology that did not consider the learner as the center of the learning process.





&quot; I feel first that it is not respecting the students' intelligence, in a way. Students may not have the word in the foreign language for a book or a chair, but they know very well that it is a book and a chair and to have to spend 10 minutes arguing or not arguing, but deciding that this is a book and this is a chair, seems to insult the students.... The students may not be very motivated by that kind of presentation.... Why should the student want to learn, I mean, to learn those items in the first place? ... I am just wondering to what extent, where is the balance on that scale, where can you sort of exert your knowledge as a teacher in order to choose the right kind of input, to guide the students to look into, let' s say, certain texts, or certain whatever, but at the same time keeping up motivation in the student.&quot; (quoted in Almarza 1996: 60)

Almarza' s study shows that while a teacher education program might be built around a well-articulated model of teaching, the model is interpreted in different ways by individual trainee teachers as they deconstruct it in the light of their teaching experiences and reconstruct it drawing on their own beliefs and assumptions about themselves, language, teaching learners, and learning.

The ways in which teachers' personal theories influence their perception and evaluation of their own teaching were further illustrated in a study of a group of novice teachers completing an introductory teacher preparation program in Hong Kong, the UCLES/RSA Certificate in TEFLA (Richards, Ho, and Giblin 1996). One of the issues that was studied was the theories of teaching held by each of the teachers in the program. Data were provided by written reports of their planning, classroom observations, interactive and evaluation decisions, as well recordings of discussions with their supervisors. The individual differences in the way the five of them planned, monitored, and described their own teaching suggested different ways in which they conceptualized teaching. These differences can be summarized in the following way.

A teacher
 -centered perspective
 sees the key features of a lesson primarily in terms of teacher factors, such as classroom management, teacher' s explanations, teacher' s questioning skills, teacher' s presence, voice quality, manner, and so on. In this view, a lesson is a performance by the teacher. A different view of a lesson, which can be termed the curriculum
 -centered perspective
 , sees a lesson in terms of a segment of instruction. Relevant focuses include lesson goals, structuring, transitions, materials, task types, and content flow and development. A third perspective on a lesson can be called the learner
 -centered perspective
 . This views the lesson in terms of its effect on learners and refers to such factors as student participation, interest, and learning outcomes. These different perspectives on a lesson are summarized in Table 4.1.





Table 4.1    Different perspectives on a lesson
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Any lesson can be conceptualized in terms of any or all of these perspectives. In the study, although each of the teachers (Teachers A, B, C, D, and E) referred to all three aspects of lessons in describing their teaching, Teacher A' s focus of awareness was more consistently on teacher factors than other dimensions of her lessons. Teacher B included all three perspectives in her discussions of her lessons and moved throughout from one perspective to another, though the role of the teacher was a recurring focus. For Teacher C, the learner perspective had priority. For Teachers D and E, lessons were discussed more frequently from the teacher' s point of view and in terms of the design of the lesson. In discussing each other' s teaching in group sessions, these different perspectives often emerged. For example, Teacher B, commenting on one of A' s lessons, described it from the &quot; curriculum&quot; perspective:

&quot; You did a good job on building it up, starting with revision. You didn' t waste any time on setting up the lesson. It flowed through beautifully.&quot;

Teacher A herself, however, commented on her lesson from the teacher' s perspective:





&quot; I thought the lesson deteriorated as it got to the end. I wasn' t happy with the drilling. I didn' t give myself enough time to do it properly.&quot;

Teacher C commented on the same lesson from the learners' perspective:





&quot; I liked the way your lesson went at the end. The students were being expressive. They put feeling into it.&quot;

The differences in the individual teachers' views of a successful lesson can be seen by listing the three different perspectives according to the priority of each teacher (Table 4.2).

Table 4.2    Priorities for each teacher according to their primary focus of concern




[image: 526.jpg]





Interactive decision making

While teachers' belief systems shape the way teachers understand teaching and the priorities they accord to different dimensions of teaching, the thinking that teachers employ during the teaching process itself is also crucial to our understanding of the nature of teaching skills. In classic articles on educational research, Clark and Yinger (1979), Shavelson and Stern (1981), and Clark and Peterson (1986) identified interactive decision making (decisions teachers make while teaching) as constituting a key dimension of teachers' thought processes. According to their model of teacher decision-making processes, teaching is a type of improvisational performance. During the process of teaching, the teacher fills out and adapts the lesson outline based on how the students respond to the lesson. While the teacher' s planning decisions provide a framework for approaching a lesson, in the course of teaching the lesson that framework may be substantially revised as the teacher responds to students' understanding and participation and redirects the lesson in midstream (see Chapter 6).




How does this reshaping and redirection come about? Shavelson and Stern (1981) introduced the metaphor of &quot; routines&quot; to describe how teachers manage many of the moment-to-moment processes of teaching. Teachers monitor instruction by looking for cues that the students are following the lesson satisfactorily. They teach using well-established routines. Berliner has commented on &quot; the enormously important role played by mental scripts and behavioral routines in the performance of expert teachers&quot; (1987: 72):

These routines are the shared, scripted, virtually automated pieces of action that constitute so much of our daily lives ［as teachers］. In classrooms, routines often allow students and teachers to devote their attention to other, perhaps more important matters inherent in the lesson. In ［a study］ of how an opening homework review is conducted, an expert teacher was found to be brief, taking about one-third less time than a novice. She was able to pick up information about attendance, and about who did or did not do the homework, and identified who was going to get help in the subsequent lesson. She was able to get all the homework corrected, and elicited mostly correct answers throughout the activity. And she did so at a brisk pace and without ever losing control of the lesson. Routines were used to record attendance, to handle choral responding during the homework checks, and for hand raising to get attention. The expert used clear signals to start and finish lesson segments. Interviews with the expert revealed how the goals for the lesson, the time constraints, and the curriculum itself were blended to direct the activity. The expert appeared to have a script in mind throughout the lesson, and she followed that script very closely.

Novice teachers, by comparison, lack a repertoire of routines and scripts; creating them and mastering their use occupies a major portion of their time during teaching (Fogerty, Wang, and Creek 1983). In the study of teachers completing the RSA Certificate program discussed earlier, for example, a recurring concern of the teachers was the use of such basic techniques as eliciting, drilling, checking concepts (i.e., checking that students understood new teaching points), monitoring (i.e., attending to student performance and giving feedback on errors), and how to use the overhead projector and the white board. Discussion of how to carry out these procedures effectively occupied a substantial portion of time in group feedback sessions with their tutors.

This is in line with findings of a body of research on differences between the knowledge, thinking, and actions of experts and novices. Experts and novices have been found to differ in the way they understand and represent problems and in the strategies they choose to solve them (Livingston and Borko 1989). Novices have less fully developed schemata. In this context, schemata are described as abstract knowledge structures that summarize information about many particular cases and the relationships among them (Anderson 1984). Studies of expert teachers have shown that they are able to move through the agendas of a lesson in a cohesive and flexible way, compared to the more fragmented efforts of novice teachers:




The cognitive schemata of experts typically are more elaborate, more complex, more interconnected, and more easily accessible than those of novices. Therefore expert teachers have larger, better-integrated stores of facts, principles, and experiences to draw upon as they engage in planning, interactive teaching, and reflection....

In the lessons we observed, the success of the experts' improvisation seemed to depend upon their ability to provide examples quickly and to draw connections between students' comments or questions and the lesson' s objectives. In terms of cognitive structure, successful improvisational teaching requires that the teacher have an extensive network of interconnected, easily accessible schemata and be able to select particular strategies, routines, and information from these schemata during actual teaching and learning interactions based on specific classroom occurrences. (Livingston and Borko 1989: 36)

Experienced teachers hence have well-developed mental representations of typical students, of typical tasks, and of expected problems and solutions. As Calderhead (1987) points out, experienced teachers

seemed to know the kinds of home backgrounds of students, they knew what to expect in the way of knowledge and skills in their classrooms, they had an image of the likely number of students who would need help, they had an image of the types of behaviors and discipline problems that could be expected. They knew what the students might possess in the way of previous experience, skills, and knowledge.... This kind of pedagogical knowledge is learned from thousands of hours of instruction, and tens of thousands of interactions with students. It is knowledge that influences classroom organization and management and is the basis for intercepting the curriculum. (quoted in Berliner 1987: 64)

Decision-making models of teaching propose that when problems arise in teaching, a teacher may call up an alternative routine or react interactively to the situation, redirecting the lesson based on his or her understanding of the nature of the problem and how best to address it. Teachers' overriding concern, according to Shavelson and Stern (1981), is to maintain the flow of the lesson, and the use of routines during interactive teaching enables activity flow to be maintained. This process has begun to be examined in the context of second language teaching.

Nunan (1992) studied the interactive decisions of nine ESL teachers in Australia by examining with teachers a transcription of a lesson they had taught and discussing it with each teacher. He found that the majority of the interactive decisions made by the teachers related to classroom management and organization, but also that the teachers' prior planning decisions provided a structure and framework for the teachers' interactive decisions. K. E. Johnson (1992b) studied six preservice ESL teachers, using videotaped recordings of lessons they taught and stimulated recall reports of the instructional decisions and prior knowledge that influenced their teaching. Johnson found that teachers most frequently recalled making interactive decisions in order to promote student understanding (37% of all interactive decisions made) or to promote student motivation and involvement (17%). Reasons for other interactive decisions reported are shown in Table 4.3. Johnson comments:

These findings confirm previously held characterizations of pre-service teachers' instructional decisions as being strongly influenced by student behavior. In addition these findings support the notion that pre-service teachers rely on a limited number of instructional routines and are overwhelmingly concerned with inappropriate student responses and maintaining the flow of instructional activity. (K. E. Johnson 1992: 129)

Table 4.3    Teacher' s reasons for interactive decisions
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Ulichny (1996) describes a case study of an ESL teacher presenting a classroom activity to an ESL class, using a detailed microanalysis of the discourse of the event together with the teacher' s own reflections and interpretations of the classroom talk. The teacher in Ulichny' s study was an ESL teacher in an American university ESL program, and the teaching moment she examines was an ESL reading class for incoming students. The teacher had a well-developed schema for teaching a reading lesson in this situation. The course was content based and included a close reading of a chapter from a sociology textbook. The teacher planned to lead the students through the chapter, section by section, helping them grasp the meaning of the text. She assigned part of the chapter to be read for homework. Ulichny notes: &quot; She has given them a simplified lecture that restated the five main points about why, according to the book, nuclear families are more functional in industrialized societies, and she is planning to have the students locate those five points in the words of the author in the text&quot; (1996: 11). However, once the teacher began her lesson, she discovered that the students' comprehension of her lecture was unclear, and she could not elicit the ideas she was looking for. Thus she rethought her plan and began trying to build up their comprehension of the points of her lecture. Ulichny traces the teacher' s thinking through a series of steps, which started with discovering a problem, assessing the problem, and then unsuccessfully attempting to elicit what she was looking for from the students. Then she took over and did the work for the students, modeling and scaffolding the content of the text—a task she had originally planned for the students themselves to do. From her longitudinal analysis of the teacher' s evolution of her teaching methodology through interaction with the students, Ulichny concludes:

Teaching is a constant mediation between enacted planned activities and addressing students' understandings, abilities and motivation to carry out the activity. How a teacher determines which activities to engage the class in, how she assesses the students' participation in the task and what she determines are reasons and remedies for lack of adequate participation are the basic units of the teaching moment. The particular construction or sense-making of the moment is a product of an individual teacher' s past learning and teaching experiences, beliefs about teaching and learning—from both professional training as well as folk wisdom gleaned from fellow teachers—and her particular personality. (1996: 178)

Implications for SLTE practice

The metaphor of the teacher as thinker provides a conceptual framework that offers a rich alternative to behaviorally oriented views of teaching and also provides a useful research agenda. As Freeman observes:

It focuses research on the teacher and recognizes the central importance of his or her cognitive world. It also provides a methodologically accessible architecture which can lend itself to both qualitative and quantitative study. (Freeman and Richards 1996: 362)

Freeman also points out the limitations inherent in this framework, which he ascribes to &quot; the fixed nature of decision-making as an a priori construct, the lack of attention to the context of decision, and the potential to overlook language as both the substance and the research vehicle of decision-making&quot; (Freeman and Richards 1996: 362). Notwithstanding these limitations, the analysis of teaching as an activity that is grounded in the teacher' s belief systems and cognitive world offers several important implications for the practice of second language teacher education, and I would like to conclude by examining some of these implications as I understand them.





Modeling the cognitive skills of expert teachers




An important goal of preservice experiences for language teachers is to expose novice teachers to the thinking skills of expert teachers in order to help them develop the pedagogical reasoning skills they need when they begin teaching. While many current resource books in SLTE make extensive use of tasks that student teachers carry out at their own level of pedagogical expertise, the value of these activities can be enhanced if they are followed by presentation of expert teachers' solutions of the same tasks, together with the thinking that accompanied them. For example, in my methodology classes with preservice teachers, after assigning students a planning task, such as planning a reading lesson around a short text, feedback on their efforts includes not only peer and instructor responses to their lesson plans but a think-aloud &quot; walk through&quot; of the same planning task, during which I try to model the thinking that an experienced teacher would bring to the task. This strategy is also appropriate for cooperating teachers.

To promote knowledge development in student teachers, we believe that cooperating teachers should be able and willing to explicate the routines and strategies they use, provide systematic and constructive feedback, and engage with the student teacher in joint problem solving about pedagogical issues. They should also model pedagogical thinking to student teachers by demonstrating and then explaining how they transform subject matter into pedagogically powerful forms. By making their thinking explicit, they reveal the connection between their actions and their knowledge structures. (Livingston and Borko 1989: 40)


Using case studies




Case materials, including both written and videotaped cases, provide another rich vehicle for helping student teachers develop the capacity to analyze situations, to explore how teachers in different settings arrive at lesson goals and teaching strategies, and to understand how expert teachers draw on pedagogical schemas and routines in the process of teaching. In 1986, the report by the Carnegie Task Force on Teaching as a Profession, A Nation Prepared: Teachers for the
 21st Century
 , proposed the use of teacher cases in teacher education, recommending that &quot; teaching cases illustrating a variety of teaching problems should be developed as a focus of instruction&quot; (1986: 76). Case accounts allow access not only to the problems teachers encounter but the principles they bring to bear on their resolution. Information revealed in teachers' case accounts reminds us that teacher education is concerned with far more than preparing teachers in the use of instructional strategies, materials, and methods: it must focus on the beliefs and thinking that teachers employ as the basis for their teaching, how they frame and problematize issues, and the ways in which they draw on experience, beliefs, and pedagogical reasoning skills in teaching. Case-based approaches are widely used in other professions, such as business, law, and medicine, but have only recently begun to be used more generally in teacher education (Shulman 1992). Case reports can reveal ways of thinking about a significant teaching incident, and when accompanied by &quot; deconstruction&quot; through questioning and critical interpretation, can help reveal how the teachers' beliefs, knowledge, personality, and pedagogical reasoning shapes a particular event.

A number of advantages have been suggested for using case studies in this way in teacher education (Kleinfeld 1992):




1. Students are provided with vicarious teaching problems that present  real issues in context.



2. Students can learn how to identify issues and frame problems.



3. Cases can be used to model the processes of analysis and inquiry in  teaching.



4. Students can acquire an enlarged repertoire and understanding of  educational strategies.



5. Cases help stimulate the habit of reflective inquiry.



The building up of a collection of case reports that can be effectively used in this way is invaluable for use in SLTE programs. Examples of two case studies from a collection developed for use in SLTE (Richards, in press) is given in the Appendix. These consist of three parts—the context in which the teacher works, the problem that occurred, and the strategy or solution the teacher put in place to address it.


Providing focused field experiences




The inclusion of goals related to the cognitive and interpretative domain of teaching also suggests a different focus for field experiences such as practice teaching and classroom observation. In practice teaching, for example, providing student teachers with multiple opportunities to teach the same content enables them to develop their schematic knowledge of teaching and to appreciate the effect of context on their understanding of teaching incidents.

The opportunity to repeat and fine-tune instructional strategies and explanations increases the likelihood that novices will incorporate these elements into their cognitive schemata. Similarly, critically analyzing performance and revising it for another session helps novices to elaborate and connect existing knowledge structures. This revision process contributes to the development of pedagogical content knowledge and pedagogical reasoning skills. (Livingston and Borko 1989: 40)

Such experiences can also be linked with the preparation of case reports for use as part of the on-campus program.

A focus on interactive decision making also provides a rationale for a different focus to classroom observation. During observations, student teachers can be engaged in watching how an experienced teacher uses routines and scripts in teaching and how the teacher' s improvisational performance helps resolve problems that occur during a lesson. Such activities can help novice teachers understand the interpretative nature of teaching and realize the conceptual basis for such interpretation.

Conclusion

While a focus on cognitive processes is not new in applied linguistics and TESOL, as seen in a growing literature on learning strategies and the cognitive processes employed by second language writers and readers, interest in the cognitive processes employed by second language teachers is more recent. At present, the conceptual framework for such research has been borrowed wholesale from parallel research in general education, and only recently have attempts been made to incorporate a language or discourse orientation into that framework (see Freeman 1996). The cognitive analysis of second language teaching is, however, central to our understanding both of how teachers teach as well as how novice teachers develop teaching expertise. There is an important message in this research, which can be expressed (with slight overstatement) in the following way: &quot; There is no such thing as good teaching. There are only good teachers.&quot;




In other words, teaching is realized only in teachers; it has no independent existence. Teacher education is hence less involved with transmitting models of effective practice and more concerned with providing experiences that facilitate the development of cognitive and interpretative skills, which are used uniquely by every teacher.
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Appendix: Examples of teacher case studies[3]









Dealing with Different Learning Styles by Al Bond







CONTEXT

The EAP program (English for Academic Purposes) in which I teach is located at a large urban university in the heart of a thriving city in the southeastern United States. As in many larger cities in the U. S., there is an ever-growing international population, including a large number of students interested in studying at American universities. My class was an academic writing class, designed as the first in a series of 3 writing courses in a full reading, writing, grammar, and oral skills program preparing EAP students for university work here, or at whichever university they might decide to attend. Students entering this program test into levels 1 through 5 in each area and then work their way up. The writing classes here start at level 3, because at levels 1 and 2 the writing and grammar classes are combined. After level 5, the students can enter normal university classes:

I had lived abroad for 13 years and done a lot of English tutoring and language learning of my own, but this was my first teaching experience in which I had a full class of students. My writing class met each Tuesday and Thursday from 7: 45 to 10: 00 for a total of 19 class meetings during that quarter. The class had 15 members, of which 7 were women. There were 4 Vietnamese, 3 Russian, 2 Chinese, 2 South American, 2 African, 1 Indian, and 1 French student in the class. Their ages ranged from 18 to 35. The writing assignments and tests in the course were based on reading assignments in an American history textbook in order to give them an academic focus.

PROBLEM

The problem I was having in my class had to do with my attempt to do group (mostly pair) writing in class and with the fact that with such a diverse group of students it did not always run smoothly. We did a good deal of writing and editing in pairs. We called these sessions &quot; writing workshops.&quot; Students generally read each other' s plans for an essay or one of the drafts of an essay they had worked on in class or at home. They then edited each other' s work by writing or making comments about the content (facts), organization (logical progression), or English (complete sentences, etc.) of the work. My main reason for this pair work was that I wanted to help the students to get ideas from and function as models for each other by reading each other' s work and by getting feedback about their own work. I also wanted students to get into the habit of reading critically, so that this critical reading might be used to better write and edit their own work.

Some students seemed very positive about group writing and editing in class. One Vietnamese student wrote in her evaluative essay of the class, &quot; reading other people' s essay has really helped me to improve grammar and also helped me to see other people' s errors.... After I finished writing my essay, I usually check.... But I could not find any error even I read all my composition over several times.&quot; Students like this were very enthusiastic any time they found out that we were going to do group writing in class. Other students, such as one Russian student who wrote, &quot; Also, I prefer to work in class by myself. I don' t like to work with someone, &quot; were much less enthusiastic and showed little cooperative spirit in such groups.

Whether this lack of enthusiasm on the part of some students was due to the great variety of cultural backgrounds in the class, or simply was the result of differences in personal learning styles present is difficult to say. What concerned me was that often these learners with completely different types of learning styles would be paired together if I did the pairing randomly. It did neither learner any good when one who was very enthusiastic about working with others and hoped that it would help a great deal with his or her writing was paired with another student who believed that the best way to improve writing was concentrated personal effort, and thought that group work was mostly distracting and a waste of time. The result of this kind of combination was simply two very frustrated learners.




SOLUTION

The solution I came up with was to give them a choice in how things were to function in order to get them more invested in the class. I let the students decide on their own partners. I did not disagree with the students about what was best for them as far as learning strategies went. They may have known themselves and their own learning styles better than I did. By this time, most students had, at some point or another, worked with most of the other students in the class. So now they were at a point when they could select permanent partners for the rest of the quarter.

Students generally chose partners whom they had enjoyed working with previously, and these were generally partners who had the same style of pair participation. Some of these new pairs enjoyed pair work a great deal and did every step of the way together, using a great deal of discussion (in English) to get their writing done. Others tended to work alone on some parts and simply to do final readings of each other' s work at the end of each stage of a first writing or a rewrite and then to make corrections and offer suggestions. I encouraged these learners to work together and learn from each other as much as possible. They agreed that in some parts of each task &quot; two heads are better than one, &quot; but their idea of which parts this was true of was more limited than that of other pairs. In the end, each pair found a workable and time efficient arrangement, and there were a number of different levels of &quot; pair participation.&quot;

Working together with partners who had similar styles of learning seemed to generate a great deal less anxiety and frustration both for those who liked to work alone better and for those who preferred to work in groups. In this way, during these sessions, the students in each pair could choose to what extent they wished to communicate, based on what each student thought was to his or her advantage. I think students felt more in control of their learning situations and were more motivated because of this.


Using Authentic Materials in China by Rodney Jones




CONTEXT

Luoyang is an industrial city in central China. It' s situated on the banks of the Yellow River in Henan province about 400 km east of Xi' an. Most of the &quot; work units&quot; in the city (including factories, schools, and hospitals) come under the auspices of the Ministry of Machine Building. In 1985 when I taught there the reforms that were taking hold in the coastal cities and the more open attitudes towards Western ideas and education that generally accompanied the reforms still had not reached the inland provinces. The people in Luoyang were, at that time, mostly conservative, provincial, and suspicious of foreigners. Western goods, and even goods manufactured in Shanghai and Guangzhou, were very scarce in Luoyang. There was one Foreign Language Bookstore which actually stocked no foreign language books except for a few musty simplified versions of Jane Eyre
 .

I was employed to teach young teachers of technical subjects at the Luoyang Institute of Technology. The students were ostensibly learning English so they could cope with technical documents in their respective fields, but most of them also saw improving their English proficiency as a way to gain a better posting in a larger city, and so they were highly motivated and keen to develop their speaking skills.

PROBLEM




The problem I encountered teaching these young teachers was one of both materials and methods. The English Training Program they were enrolled in predictably stressed reading. The texts available, however, were severely limited. The students were using English for Today
 (Alexander). When I arrived, they had already worked through Books 1 and 2 and were about half-way through Book 3. The English Department stocked no other texts, and showed no willingness to order more resources. Unfortunately, most of the essays in English for Today
 were neither relevant nor challenging to these learners; they bore little resemblance to the technical texts the students had to deal with in their work, and the topics they covered were remote and boring to these young men and women, whose interests ran more towards contemporary issues, politics, economics, and science. Attempting to find alternate texts was extremely frustrating. At first I suggested that the students bring in English books from their own fields to work with, but even those were extremely rare and usually could not be taken out of the library or laboratories where they were stored. I had brought a few things with me, and more arrived later in care packages from home, but the institute had no xerox facilities. Anything I wanted duplicated I had to type onto carbon stencils for mimeographing, and the result was often unreadable.

What the students were reading was only half the problem; the other half was how they were reading. In the past the course had been taught as an intensive reading course. Students read and analyzed passages from the textbook, checking their dictionaries and writing Chinese translations in the margins. In class they were meant to answer the lecturer' s questions regarding lexis and grammatical structures and possibly to recite portions of the text from memory. This method was clearly doing nothing for their proficiency, as they hardly had any time to attend to meaning or speak spontaneously. The strategies they were using were making them into slow, laborious readers who were capable of diagramming sentences without an inkling of what they meant, and awkward, reluctant speakers, hesitant to utter anything they hadn' t first committed to memory.

SOLUTION

The solution to the problem of materials presented itself when I noticed that when my students visited me at my residence they were fascinated by the magazines and newspapers I had received in the post. I had thought of using articles from them as reading texts but dismissed the idea because of the problem of reproduction. It then occurred to me that there was no reason why every one in the class had to read the same thing, and a single magazine contained enough material for every one in the class to have at least one article. So I gathered together all the copies of Time
 and Newsweek, Scientific American,
 and China Daily
 that I had and brought them into the class along with scissors, glue, and a stack of heavy file folders. I told the students that we were going to construct a classroom library, divided them into groups, and gave each group a stack of magazines. Their first task was to search for texts they thought were interesting and useful and attempt to classify them according to either topic or text type. This forced the students to look at the texts more globally before plunging into the grammatical structures. Getting the students to cut out the texts and paste them into the file folders proved the most difficult part of the exercise; at first they couldn' t believe I would invite them to cut my precious magazines to shreds. But eventually they got the idea, and after two weeks of sorting, cutting, and pasting we had a substantial stack of file folders, each containing a single text, arranged in categories like: Economics, Science and Technology, China, Movies, Popular Music, etc. The folders were kept in the classroom, and throughout the semester the students were asked to use them to perform particular tasks, such as pair and group discussions based on their reading, writing review paragraphs or imitations to be kept in the folders along with the texts, and giving oral reports based on texts they had read. After several months, the students had enough exposure to different text types that they were ready to write and edit their own class magazine.

On my visits to other institutes it became apparent that other foreign teachers were experiencing similar problems. After I described the technique I had used to teachers at Yellow River University in Zhengzhou, we decided to start a materials exchange. Folders from my class (along with my students' written responses to the texts) were exchanged with folders from similar classes at Yellow River University. The students not only were exposed to a greater variety of texts, but they also got a chance to read the written work of students from another institute.

Interestingly, after I had dealt with the problem of materials, the problem of method seemed to solve itself. As soon as the students were confronted with authentic materials and communicative tasks, they began to focus less on structure and vocabulary. Since many of the texts contained idioms, slang words, and technical terms not included in their dictionaries, they had no choice but to resort to alternative reading strategies. And, since the students had chosen the texts themselves, they were much more inclined to pay attention to the content.














[1]
 This was published in Jack C. Richards, Beyond Training: Perspectives on Language Teacher Education
 . Cambridge University Press, 1998.





[2]
 Expressions like &quot; Chapter 2, &quot; &quot; Chapter 6, &quot; etc. here refer to the original chapters in Beyond Training: Perspectives on Language Teacher Education
 .





[3]
 The case studies in this Appendix are from &quot; Using Authentic Materials in China, &quot; by Rodney Jones and from &quot; Dealing with Different Learning Styles, &quot; by Al Bond. Both studies are in Teaching in Action: Case Studies from Second Language Classrooms (forthcoming). Copyright 1997 by Teachers of English to Speakers of Other Languages, Inc. Used with permission.







What' s the Use of Lesson Plans?[1]




Two aspects of teaching typically receive a major focus in preservice teacher education courses: lesson planning
 and lesson delivery
 . The success with which a teacher conducts a lesson is often thought to depend on the effectiveness with which the lesson was planned. Hence both lesson plans as well as lessons themselves are often assessed when reviewing teachers' performance. Teachers completing the Diploma in the Teaching of English as a Foreign Language to Adults, for example, (University of Cambridge 1991) are assessed for a component called &quot; Preparation and Lesson Plan, &quot; which includes the following elements:

—general shape and balance of activities

—patterns of learner-teacher interaction

—timing

—clarity, limitation, and specification of aims/objectives

—clarity of specialization of procedures

—suitability of aids, materials, and methods for the class and its level

—suitability of materials and methods for teaching what is to be taught

—anticipation of learners' difficulties

Lesson plans are thought to help the teacher think through the lesson in advance and resolve problems and difficulties, to provide a structure for a lesson, to provide a &quot; map&quot; for the teacher to follow, and to provide a record of what has been taught (Harmer 1991; Rivers 1981). In this chapter, the ways in which language teachers use lesson plans are examined through studying the reported uses of lesson plans by experienced and less experienced teachers. An understanding of how teachers use lesson plans and what they do when they depart from their plans can help determine the role and value of lesson planning activities in language teacher education.

The nature of lesson plans

The subject of planning for instruction has been dealt with extensively in the general literature on curriculum and instruction (e.g., Clark and Peterson 1986) as well as in the field of second and foreign language teaching. A widely taught model is the behavioral objectives model, which dates from Tyler' s (1949) classic Basic Principles of Curriculum and Instruction
 . This offers a rationalistic ends-means approach to curriculum development that begins with considerations of learners and their needs, conceptions of subject matter and its importance, and conceptions of society and its needs, and then proceeds to the development of instructional objectives, which are shaped by educational philosophy and the psychology of learning. From these procedures, content and lesson plans are ultimately developed (Figure 6.1).
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Figure 6.1    Tyler' s (1949) model of curriculum development

Tyler' s model has influenced generations of teacher educators, and it appears in modified form in many contemporary texts on curriculum and lesson planning. For example, Pang' s book Lesson Planning
 (1992), intended as a guide for teachers of all subject areas, is based on the following framework for lesson plans:





  1. Setting objectives

2.  Setting the knowledge structure, concepts and the subject matter



  3. Determining the approaches and methods

  4. Planning key questions

  5. Planning the introduction and summary

  6. Methods for arousing interest

  7. Considering the timing for the different parts

8.  Considering appropriate audio-visual aids and their sources



  9. Constructing a blackboard plan

10. Writing worksheets and/or handouts

11. Designing the homework or follow-up activities

12. Objectives check, linkages and ways to explain

13. Methods for evaluating learning outcomes

14. Making a list of things to bring or to prepare

(Pang 1992: 17)

Tay (1986) asks why the Tyler model or derivatives of it are still widely taught despite consistent evidence that they do not represent how teachers plan lessons. She suggests that, because it reflects a technical view of teaching that many teacher educators still hold, it is regarded as a legitimate intellectual exercise; it reinforces teacher educators' sense of control and presents a standard format that can be easily taught and tested.

Guidelines for lesson planning in ESL/EFL teacher training texts tend to be more flexible than those found in general education. Hubbard et al
 ., for example, comment:

The planning of a lesson is a highly personal undertaking: only the teacher knows what he can do and what his students are like. We feel, therefore, that it is dangerous and wrong to prescribe what form a lesson should take. This is something that only the teacher can decide. (1983: 319)

Harmer (1991), a widely used text in preservice TESL teacher training courses, provides a sample lesson plan that includes only five major components in comparison to the fourteen listed in Pang:








1. Description of the class

2. Recent work students have done

3. Objectives, which may refer to activities, skills, or type of language to  be taught



4. Content, which includes situations, class organization, aids, new language items, possible problems



5. Additional possibilities

Research on teachers' use of lesson plans suggests that the approach recommended by Harmer is more realistic than frameworks based on the Tyler model, since teachers seldom use such detailed planning procedures. Shavelson and Stern (1981: 477) comment:

Most teachers are trained to plan instruction by (a) specifying (behavioral) objectives, (b) specifying students' entry behavior, (c) selecting and sequencing learning activities so as to move learners from entry behaviors to objectives and (d) evaluating the outcomes of instruction in order to improve planning. While this prescriptive model of planning may be one of the most consistently taught features of the curriculum of teacher education programs, the model is consistently not used in teachers' planning in schools. Obviously, there is a mismatch between the demands of the classroom and the prescriptive planning model.

Similarly, summarizing research on how teachers plan lessons, Freeman points out:

［Teachers］ did not naturally think about planning in the organized formats which they had been taught to use in their professional training. Further, when they did plan lessons according to these formats, they often did not teach them according to plan. Teachers were much more likely to visualize lessons as clusters or sequences of activity; they would blend content with activity, and they would generally focus on their particular students. In other words, teachers tended to plan lessons as ways of doing things for given groups of students rather than to meet particular objectives. (1996: 97)

This is illustrated in an account of how a second language teacher does lesson planning in a study by Fujiwara (1996: 151):

Though now I do try to articulate objectives, my method of planning still begins with activities and visions of the class. It' s only when I look at the visions that I can begin to analyze why I' m doing what I' m doing. I also need to be in dialog with students, so it' s hard for me to design a year' s course in the abstract. Just as my language-learning process is no longer in awareness, so my planning process is based on layers and layers of assumptions, experiences, and knowledge. I have to dig down deep to find out why I make the decisions I do.

Nunan (1992) reports on the planning processes employed by nine teachers with different levels of experience, and concludes that the teachers' plans had a significant impact on their lessons, although their lessons were substantially modified during instruction.

While it is naive to assume that what gets planned will equate with what gets taught, and that what gets taught will equate with what gets learned, this does not mean that planning, including the formulation of objectives, should be removed from the equation. While the plans that teachers lay will be transformed, if not metamorphosed, in the act of teaching, such plans provide a framework and structure for the interactive decisions which the teacher must later make. They also provide a set of criteria against which such interactive decisions may be evaluated. (Nunan 1992: 161)




Studies such as Nunan' s, as well as more recent studies (e.g., Woods 1996), have been conducted within the framework of teacher decision making (see Chapter 4) and have sought to identify the &quot; on-line&quot; decisions teachers confront while teaching, which often require them to depart from their lesson plans. K. M. Bailey (1996) followed this approach in a study of how six experienced ESL teachers departed from their plans during lessons. She interprets the basis for their interactive decisions in terms of the implicit principles they hold (see Chapter 3). Teachers gave the following justifications for departing from their plans:





1. Serve the common good (e.g., an issue raised by an individual student  was thought to be worth pursuing because it would benefit the whole  class)



2. Teach to the moment (e.g., the teacher drops the lesson plan and pursues a current issue likely to be of particular interest to students at  that moment)



3. Accommodate students' learning styles (e.g., the teacher decides to  incorporate some explicit grammar instruction since the learners have  a preference for this mode of grammar learning)



4. Promote students' involvement (e.g., the teacher drops a planned  activity to give students more time to work on an activity that they  have shown a high degree of interest in)



5. Distribute the wealth
 (e.g., the teacher keeps one student from dominating class time to enable the whole class to benefit from a learning  opportunity)

(Bailey 1996: 24-35)





Nunan makes similar comments on the role of a teacher' s personal phi-losophy of teaching on her interactive decisions:

Most of the interactive decisions made by the teacher reflected her personal philosophy of language learning and teaching. She is committed to a &quot; communicative&quot; orientation with an interactive focus, and this is reflected in the major modifications which she made to the original lesson suggestions made by the authors, as well as a number of the interactive decisions made in the course of the lesson. (Nunan 1992: 154)

In view of the importance attributed to lesson planning in TESL teacher preparation texts and programs, as well as an interest in the interaction between lesson plans and the interactive decisions teachers make while teaching, a study was undertaken that explored how language teachers with different levels of experience use lesson plans. The study sought to clarify the extent to which teachers depart from their lesson plans while teaching and the factors that appear to account for these departures.

A study of teachers' uses of lesson plans

In order to find out how ESL teachers use lesson plans, a study was made of sixteen teachers with different levels of training and experience, teaching English classes at the British Council, Hong Kong.[2]







The study sought to find out the teachers' reported purposes for using lesson plans, the content of their plans, the uses made of plans during teaching, and whether experienced and less experienced teachers differ in their use of lesson plans.

The teachers

The sample of sixteen teachers was selected to constitute two groups—an experienced and a less experienced group. The experienced teachers all held both the RSA Certificate and the RSA diploma, in addition to other qualifications such as a first degree or master' s degree, and had an average of 9.6 years of ESL teaching experience. Of the less experienced group, all but one held the RSA Certificate (the other had a professional teaching certificate), and they had an average of 1.6 years of ESL teaching experience. All of the teachers were teaching either general English courses (elementary or intermediate level) or business writing courses. Materials used in their classes were either commercial textbooks or materials provided by the British Council.

Data sources

Information was obtained from the following sources:

1. Questionnaires
     Each teacher completed a questionnaire consisting of the following questions:

(a) Teaching philosophy: Please describe briefly how you view yourself as a teacher and the kind of lessons you try to create. When do you feel you have achieved a successful lesson? How do you see your role in the classroom?



(b) Please describe your approach to lesson planning. What do you see as the purpose of a lesson plan?



(c) What kind of lesson plan is useful—e.g., a &quot; mental plan&quot; or a &quot; written plan&quot; ?



(d) What do you normally include in a lesson plan?

(e) How often do you make use of a lesson plan?

2. Classroom observations    Two classes taught by each teacher were  observed. During the observation, a written description of the lesson  was prepared that focused on what the teacher did and the activities  that were employed. Lesson plans for each lesson were provided by  the teacher.



3. Recorded follow-up interviews    Following each lesson the teacher  was interviewed about the lesson, asked to identify points in the lesson that departed from the planned lesson, and the reasons for the  departure from plan.



Results





The teachers' beliefs about a successful lesson




In their questionnaires and in the follow-up interviews, the teachers were asked to describe how they viewed a successful English lesson and the criteria they used to evaluate if a lesson was successful or not. A summary of their responses is given in Table 6.1. As can be seen from their answers, the two groups of teachers shared similar beliefs about the nature of a successful lesson. Their concerns represented a student-centered view of teaching and addressed the interest level of the lesson as well as student learning and language use.





Table 6.1    The teachers' criteria for a successful lesson
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Both groups of teachers were able to articulate well-developed personal theories of teaching that addressed their own role in the classroom, the learners' role, and their teaching strategy. For example, one of the less experienced teachers described her teaching philosophy in the following way:




&quot; I feel that I create a relaxed classroom environment in which the students will

participate and learn. I feel that if a teacher has a positive and enthusiastic

attitude toward the class, the students will feel the same. I try to prepare

lessons that take their previous knowledge and expand on it. In their regular

classroom, they have had exposure, but have had little or no actual speaking

practice. By using simple instructions, encouraging group participation and

spontaneity, the students can develop more self-confidence. In Asian cultures,

spontaneity is difficult to achieve because of 'losing face, ' therefore praise is

essential to encourage the student to try. At the same time, the teacher must

tactfully correct, and also have students correct each other in group activities.

By using a variety of activities, students remain interested and when the class is over, they can take what they' ve learned and use it in 'real life.' I feel the class is successful when the students are actively participating and using the target language in free activities, games, etc.

I see my role in the classroom as an instructor, or resource person. I' m able to present a language point and, being culturally sensitive, show how they can use it effectively when necessary. I would and do encourage them to ask questions to better understand. In each class, I strive to help the student to use what they know and expand that knowledge, overcoming the obstacle of 'peer pressure' or acceptance—losing face among their classmates. By encouragement and praise, help them to verbalize what they already know or are learning.&quot;

One of the experienced teachers likewise describes a student-centered view of teaching:

&quot; As the years go by, I feel less and less a 'teacher' and more and more a 'guide' or 'conductor' trying to extract what is inside my students; trying to give them the courage and develop a trust between themselves so that their learning experience will be faster and easier and fun in the process! With that philosophy of a more humanistic approach behind me, I always try and create a lesson which enhances communication and cooperation between the learners where I take a back-seat and they depend on each other more—a more student-centered lesson. So naturally a successful lesson would have incorporated all of this—me as a guide, an example, initially, someone they can rely on for help and where slowly I can dissolve into the background while they are discussing in English the task they are doing—and where I reappear only to help, encourage and apologize for the lesson being over.&quot;

The similarities of the teaching philosophies described by the teachers may reflect the fact that they were all working in the same institution, which has an identifiable philosophy and teaching approach. These comments also confirm the role of &quot; lesson images&quot; noted by Tay (1986); that is, teachers try to create a positive environment for learning in their classrooms, and their mental picture or image of a successful classroom often serves as a powerful influence on their planning (Senior 1995).





Teachers' reported uses of lesson plans




As research on the use of lesson plans has found elsewhere, the experienced teachers reported less frequent use of lesson plans than the inexperienced teachers, made greater use of mental plans than written plans, and because their plans were much briefer, included less information in them (see Table 6.2). In discussing their approach to lesson planning, the inexperienced teachers typically presented a managerial and organizational function for lesson planning and lesson plans. That is, lesson plans were seen as a necessary aid in ensuring that the teacher addressed the different elements of a lesson, maintained structure and timing, and remembered different details such as aids, OHTs, and flashcards:

Table 6.2    The teachers' reported use of lesson plans
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&quot; It helps me clearly organize how I' m going to present the language to the students.&quot;

&quot; It provides a framework for me to follow during the lesson.&quot;

&quot; It helps me clarify my aims and gives the lesson structure.&quot;

&quot; The lesson plan is essential for me in creating a cohesive lesson. It reminds me of the different elements I need to pay attention to in bringing the whole lesson together.&quot;

&quot; I find unless I have a lesson plan I tend to forget things, and never get half the things done that I planned to do.&quot;

While these dimensions of planning were also referred to by some of the

experienced teachers, many of them focused more on the process of planning rather than the plan itself. They distinguished between the written plan and the mental plan, the mental plan being the result of thinking through the lesson and identifying problems, strategies, and procedures.

&quot; The written plan helps me to formulate the mental plan. Writing something down helps me develop a plan. The clearer the mental plan, the simpler the written plan.&quot;

&quot; There is not always time to write formal lesson plans as required by training courses. Thus what often materializes is a short plan in note form or, in some cases, a mental plan. I find a written plan helps me to remember what I' m going to do (even if I don' t look at it!) and to clarify my ideas.&quot;

&quot; At first I found lesson planning very difficult, being able to take all things necessary into consideration and writing it down. Now the 'writing it down' is not always necessary as long as the 'process' of lesson planning has been gone through.&quot;

&quot; It helps me think through the lesson before
 teaching—it helps get the lesson into my head!&quot;

&quot; I find a mental plan much more useful than a written plan as I invariably find that I divert from a written plan during the course of a lesson. Having a mental plan allows you to focus on the students more. I often find that ideas come to me in the classroom that didn' t occur to me before.&quot;

&quot; I don' t find it helpful to write things down. I look at the materials and I see what I am going to do. And I have a mental picture of what I am going to teach in the class. But I don' t find it particularly helpful to write it down. Usually, what I have is a mental plan of the first hour or so of the lesson and then the second part of the lesson comes up while I' m teaching. I used to always write lesson plans down for all the class. And then I did the RSA Diploma and I got used to writing plans and doing lessons. In the end I often found my lessons would be the same as I' ve been doing for a long time. So I didn' t mean to write it down. I knew the format and I knew what it was going to be like. And then I just got out of the habit of this. I can' t go back into the habit of writing plans.&quot;

Examples of the type of lesson plans made use of by the teachers in the study are given in Appendixes 1 and 2. Appendix 1 is a detailed lesson plan from one of the less experienced teachers that describes aims, activities, procedures, and language items. Appendix 2 is a plan in outline form used by one of the experienced teachers and lists only the activities to be presented during the lesson.





Use of plans during lessons




Each teacher was observed in two of their regular classes. They provided their lesson plan and their teaching materials prior to each class, and these were used to help the observer follow each lesson. Immediately after the lesson, the teacher was asked to describe any departures made from the plan and the nature of the major interactive decisions made during the lesson. The extent to which teachers made use of their lesson plan is summarized in Table 6.3.





Table 6.3    Extent to which the teachers used a plan
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As can be seen from the table, all of the teachers used their lesson plans to some extent. This was to be expected, since they were all teaching to a prescribed syllabus, using materials that had been assigned by a coordinator or prepared by the teacher based on the course specifications. However, the two groups differed in their use of lesson plans while teaching. Most of the less experienced teachers, working with more fully elaborated plans, tended to follow these fairly closely, adding to their plans or dropping activities mainly as a result of time factors. For four of the lessons of the inexperienced teachers, however, only outline plans were used, and these were elaborated on during the course of the lesson. The experienced teachers made much greater use of this mode of teaching, elaborating on brief outlines while teaching or using the materials as the plan and improvising as they taught.

This latter mode of teaching can be described as &quot; improvisational performance&quot; (Yinger 1987). It involves the teacher working with a brief outline of the lesson and filling in the details while teaching, drawing on his or her repertoire of teaching routines as a response to the performance of the students. Improvisational performance accounts for the fact that teachers rarely teach the same lesson twice in the same way. Interactive decision making is a crucial dimension of this teaching mode. No matter how brief or detailed a lesson plan a teacher has, during a lesson the teacher monitors students' performance and makes many individual decisions based on assessment of how the lesson is proceeding. These decisions may involve providing an explanation of a concept or procedures to complete an instructional task, questioning students about knowledge of a concept topic or procedure, or encouraging students' initiations and using them during instruction (see K. E. Johnson 1992). It is through interactive decision making that a teacher shapes and redirects a lesson during the course of instruction.




In the study, the kinds of interactive decisions made by the teachers were identified by interviewing them immediately after each lesson about the lesson as a whole. Since the lessons were not videotaped, it was not possible to probe each lesson with the teacher in an attempt to elicit recollections of specific decisions at various points throughout the lesson. The interview focused instead on the major unplanned departures from the lesson plan that each teacher remembered. The teachers had little difficulty recalling this level of interactive decision making. The results are seen in Table 6.4.





Table 6.4    Interactive decisions during lessons
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The major interactive decisions were classified into four categories: timing, affective factors, pedagogical factors, and language focus. As can be seen from Table 6.4, timing was an issue that both groups of teachers responded to, though the inexperienced teachers had greater difficulty in carrying out their plans within the time available. One of the less experienced teachers described her concern with timing in the following way:

&quot; The students finished quicker than I thought they would, so I kind of filled in a little at the end. That' s why I went back and had them do some sentences at the end. Because I originally planned that when they had done the game on the board and then copied it on paper, that would be the end of it. So it all went in sequence and I just had to add some extra at the end. I think sometimes you can prepare a lesson plan but you don' t know often how fast or slow it will go in the classroom. Perhaps with time or maybe when you are into a course or a term you will be able to predict more accurately either how much or how fast they will catch on. So what I' m saying is if you are not sure where their academic level is, you can come into a lesson and you can determine that it' s gonna take x
 number of minutes, but if the students are very confident at that level, instead of something that would probably take 15 or 20 minutes it will take 10. So you can plan a lesson plan for x
 number of minutes, but if their academic background is such that they are already comfortable and confident in it, you may not know that necessarily and so you have to come in and all of a sudden your 20 minutes time slot slips down into 10, so then you have to compensate a lot.&quot;

For this teacher, timing is a problem that cannot be resolved in advance.

Both groups reported on-the-spot modification of planned activities in order to maintain students' engagement and interest level. This was more frequently reported by the experienced teachers, for whom the students' interest in the lesson was often as much of a concern as the content of the lesson itself. The two groups also reported many modifications they made to activities that were prompted by pedagogical factors, such as the need to make a task easier to accomplish or a change in procedure to make an activity more &quot; communicative.&quot; Since many of the experienced teachers were teaching from brief lesson outlines or cues, they reported instances of interactive decision making as they considered alternative procedures while carrying out an activity; they then selected the one they thought most appropriate.

&quot; After I gave them the dictation, I' d not decided then how I was going to feed it back when I wrote this written plan. I thought about using an OHT, but I didn' t because there are too many people here. I just put it up on the white board. Even until the last minute I couldn' t decide whether to let them do it. I decided it would be more efficient if I did it. If they' d not done it so well, and looking around, they had, I would probably have got them to write it up. That' s all impromptu.&quot;

They also described how they elaborated activities, confirming the improvisational dimension of teaching noted earlier.

&quot; I hadn' t worked out how to do the game before I started the lesson. So I wasn' t sure whether it would work better in pairs or groups. Then when I counted the number of people in the class, I decided to do it in pairs, and I quickly modified the way it works to make sure it would fit with pairs.&quot;

The experienced teachers also reported adding unplanned activities as necessary, when they diagnosed a point in the lesson that needed what one of the teachers referred to as &quot; instructional repair.&quot;

&quot; I realized they were having difficulty with the vocabulary, so I decided to add extra vocabulary work and spent more time eliciting vocabulary than I' d planned. By building in an extra vocab activity, they were able to do the writing task much more successfully.&quot;




Many of the less experienced teachers also reported changes to activities

or grouping arrangements within a lesson, in order to strengthen the effectiveness of the lesson.

&quot; One of the main changes I made to my plan was in the first part, where I was supposed to introduce a sentence. I was going to write it down on the blackboard. But because the students weren' t too involved in what I was doing, I decided to play a game instead of just giving the sentence. I thought if I play a game that' ll make them more involved in what they were doing. So I did a backward dictation. That worked quite well. I diverted it here as well. Students were supposed to give each other their opinions and respond to the opinions. I found that they weren' t too involved in what was going on. So instead of that I made them write down their actual response and then write down the reasons why. At least that gives them a focus to work on. For the feedback I was going to ask them about their opinions and they were going to answer me. But students were very shy about what they were saying because someone was watching them. They weren' t saying anything. So instead of doing that I made them cross-group and asked one student to ask another student. Instead of teacher to student, I made it student to student.&quot;

Both experienced and less experienced teachers also reported interactive decisions that were prompted by the need for more language-focused teaching at points within lessons. This was more frequent among the experienced teachers. Nunan reports a similar finding: &quot; Only 12% of the comments and decisions made by the inexperienced teachers were driven by language issues. In contrast 21% of the decisions of experienced teachers were language related&quot; (1992: 157). The greater focus on language factors among experienced teachers may reflect the fact that they have routinized many other instructional decisions that arise during lessons, giving them more opportunities to focus on the explicit linguistic content of lessons.

The working principles, or maxims, that appeared to account for how the teachers used their lesson plans and the interactive decisions they made during the lesson may be summarized as follows:


Maxims used more frequently by the less experienced teachers




Cover your lesson plan.

Fit your plan to match the time available.


Maxims used by both groups of teachers




Provide students with sufficient guidance for tasks.

Maintain a communicative focus to the lesson.

Find the most effective grouping arrangement for tasks.


Maxims used more frequently by the experienced teachers




Build on students' difficulties.




Maintain active student involvement.

Develop a language learning focus for the lesson.

Conclusions and implications

The view of lesson planning seen in the educational and second language literature sometimes presents a &quot; deficit&quot; view of lesson planning—that is, lesson planning models or frameworks are seen as checklists that teachers should use in order to achieve an idealized conception of an effective lesson. Teachers' &quot; capacity to teach&quot; is viewed as an empty box that is gradually filled as decisions are made by selecting from a predetermined hierarchy of categories. Planning is often depicted as an activity that is mainly concerned with the effective management of instruction or as a set of procedures teachers should employ in order to prevent them departing from established methods of teaching. Studies of how teachers plan and use lesson plans, however, suggest that lesson planning should be regarded more positively and creatively, since the process of making the teachable learnable is a central dimension of teacher cognition.

In the study described in this chapter, both experienced and less experienced teachers reported the usefulness of planning in teaching, though experienced teachers tended to make more use of the improvisational mode of teaching than less experienced ones. This suggests that as teachers develop their teaching skills, they are able to draw less on preactive decision making (the type of planning that occurs prior to teaching) and make greater use of interactive decision making as a source of their improvisational performance. On-the-spot decision making and problem solving are central dimensions of teaching for both experienced and inexperienced teachers, but the experienced teachers in this study did more interactive decision making to create lessons as they taught, using brief outlines or lesson notes as prompts rather than as maps or plans. This raises a number of implications for the role of lesson-planning activities in teacher preparation programs.

An emphasis on planning as a process rather than a product

Many of the teachers in the study emphasized the value of the process of planning, rather than the actual plan itself. Shulman (1987) has described the process of planning as constituting the essence of teaching. He refers to this process as pedagogical reasoning, which can be thought of as a process of deconstruction and re-creation. On examining the potential content of a lesson, be it a textbook lesson or a set of materials assembled by a teacher or coordinator, the teacher' s problem is how to make the content learnable. Drawing on his or her knowledge of the students, their interests and prior knowledge, as well as his or her own beliefs and principles, the teacher formulates ideas about how the material can be used in ways that will make sense to the learners and allow the teacher to realize his or her personal teaching style. Discussion of how this can come about is an invaluable activity for student teachers, who can work collaboratively on lesson planning. The goal of such activities is not to produce detailed lesson plans, but to acquire the skills of determining what might constitute the implicit difficulties or challenges of a lesson, what activities and procedures might be effective and why, and what adaptations might be needed. By analyzing and problematizing a lesson in this way, student teachers can develop pedagogical reasoning skills that can be employed in many future planning tasks. Interviewing experienced teachers or reading case reports on their approaches to lesson planning can also provide useful insights for student teachers into such thinking processes.




An emphasis on improvisation and decision making in teaching

The teachers in this study also demonstrated the central role of flexibility and adaptability in teaching and the importance of being able to monitor, evaluate, elaborate, and revise plans while teaching. These skills can become a useful focus in teaching practice and microteaching, if student teachers are encouraged to see interactive decision making and problem solving as constituting the essence of the teaching moment. Teaching can be viewed not so much as the process of realizing plans, but as a creative interaction between plans, student responses, and teacher improvisation. Journal accounts and case studies of how teachers transform lessons while teaching can provide useful documents for reflective review in seminars and postlesson review sessions (see Burns and Hood 1995). This can also be accomplished through the use of video recordings of lessons, particularly if these are accompanied by the teacher' s account of some of the principal decisions he or she had to consider during the lesson. At the same time, the validity of teachers' individual and personal solutions to problems should be highlighted. Two teachers may create two very different lessons from identical lesson content, through the unique elaborations each teacher creates while teaching a lesson. Lesson-planning activities can hence play a useful role in teacher preparation programs, but plans should be seen as records of teachers' adaptations of lessons and stimuli for creative improvisations in the classroom, rather than straightjackets that impede creative teaching.
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Appendix 1 : Lesson plan of a less experienced teacher


Aim:
 teach duration of time with &quot; for/since&quot; in present perfect tense.

I. Revision/&quot; Just&quot; with pres. perfect tense

1. Show pic./Write 2 verbs &quot; buy/sold&quot;

    Elicit: She has just bought __________.

                just sold __________.
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2. Draw T. Line to show &quot; just&quot;

II. Draw 2 T. lines on board

(a) Ask
 : When did we start class? (5: 30)

              Show on T. L.

              What can we say?




              We have been in class __________.

      Write on board under T. L.


      Ask:
 What time is it now?

              How long have we been in class?

      Elicit:
 We have been in class __________.



Write up on board.

(b) When did you start F2? (Sept.)

      Ss: We have been in F2 (since Sept.)

      Ask
 : How long have you been in F2? (for 3 months)



(c) Show pix of boy.

      He was sick on Sun./Not today but __________.

      Ask:
 How long has he been sick?

      Ss: He has been sick (since yesterday.)

      Ask:
 How long?

              He has been sick (for 2 days.)

(d) I' ve lived in H. K. a long time.

      I came in 1975.

    When did I start living here? (1975)

      Ask:
 How long have I been living here?

      Ss: You have been living in H. K. (since 1975.)

      Ask:
 How long?

      Ss: You have been living here (for 19 years.)

(e) Show pic. of girl/McDonald' s/hungry

      She went at 4: 00

      Show on T. line

      Ask:
 When did she go to McD' s?

              How long?

              She' s been at McD' s (since 4: 00)

Write 4: 30 on T. L./Now it is 4: 30.




      Ask:
 How long has she been there?

              She has been at McD' s (for half an hour.)


For/Since
     used to tell how long something has been happening

      Since: tells when it began or started.

      For: tells us the time or how long.

H. O.1

III. H. O.2 to Ss

Fill in blanks with &quot; for since&quot;

Check with partner

F. B. OHT

IV. Grid Game/X O

Draw grid on board

Make 2 teams

Explain one team X, one team O

Use &quot; for/since&quot;

Demo 5 min.

Team 1 checks Team 2

Team 2 checks Team 1

T writes ans. in boxes

If time Ss write answers on H. O.3 from grid on board.

Appendix 2: Lesson plan of an experienced teacher

        GEB 1—Lesson        Transport




  1. Warmer

  2. Vocab check—adjectives

  3. Pronunciation check of vocab

4.  Match adjective with form of transport—Ex in workbook p22



5.  Elicit questions for journey to Council with diagram on w/b






  6. Write Qs in full—drill

  7. Q& A with partner

  8. Change partners—report information

  9. Write paragraph about partner

10. If time/homework—workbook p23C
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Exploring Pedagogical Reasoning Skills[1]




In Chapter 1[2]
 , a central issue in SLTE was identified as understanding the specialized thinking and problem-solving skills that teachers call upon when they teach. Shulman' s concepts of pedagogical reasoning skills
 and pedagogical content knowledge
 provide a useful framework for examining these dimensions of teachers' expertise. He characterizes pedagogical reasoning as a process of transformation in which the teacher turns the subject matter of instruction into &quot; forms that are pedagogically powerful and yet adaptive to the variations in ability and background presented by the students&quot; (Shulman 1987: 15). He characterizes pedagogical content knowledge as,

for the most regularly taught topics in one' s subject area, the most useful forms of representation of those ideas, the most powerful analogies, illustrations, examples, explanations, and demonstrations—in a word, the ways of representing and formulating the subject that make it comprehensible to others....［Also］, an understanding of what makes the learning of specific topics easy or difficult: the conceptions and preconceptions that students of different ages and backgrounds bring with them to the lessons. (1986: 9)

While it is generally assumed by teacher educators that the content of teacher education programs provides knowledge and skills teachers can employ during teaching, whether they do in fact make use of such information when they enter the profession is seldom explored. Teacher education is thus often built upon unexamined assumptions of considerable significance. As teacher educators we need to ask, for example, in what ways courses on the sociolinguistics of language use, pedagogical grammar, second language acquisition, or second language reading are likely to influence teachers' thinking and practices in teaching and the extent to which they contribute to teaching expertise. These questions are the focus of this chapter.

Teachers with differing degrees of teaching experience, professional training, and subject matter knowledge presumably adopt different solutions to instructional problems and tasks. A teacher who has taken a course on second language phonology or on the teaching of pronunciation, for example, would be expected to have a different understanding and response to students' pronunciation errors than a teacher without such knowledge or training. Likewise teachers with training but with little or no classroom experience will have a limited store of schemata to draw on in planning and teaching lessons. One way of investigating these assumptions, and of uncovering the different types of knowledge and thinking used in teaching, is to give teachers with different levels of experience and training teaching tasks to consider and then compare the kinds of thinking they bring to such tasks. This is the approach that was taken in the two following studies.

Example 1: how novice and experienced teachers approach a reading lesson

The first study[3]
 compared how student teachers and experienced teachers planned a reading lesson. Ten student teachers in their second year of a BA TESL degree constituted the novice group. They had little or no teaching experience apart from simulated experiences provided as part of their degree but had completed a number of basic courses on TESL methodology. Ten graduate secondary school teachers, all with a postgraduate TESL qualification and an average of five years' teaching experience, constituted the experienced group. Each group was given the same lesson planning task, which required them to plan a 40-minute supplementary reading lesson around a short story for a class of average-ability Form 4 Arts-stream students in a Hong Kong secondary school, in a functional scenario constructed for the study. Each was asked to spend about one hour planning the lesson. Following the planning task they were asked about why their plans took the form they did, what problems they had encountered in preparing them, and how these were resolved.




The text the subjects were asked to plan their lessons around was a short story entitled &quot; Puppet on a String, &quot; by Patrick Gordon (see Appendix). It was deliberately selected to provide opportunities for teachers to demonstrate their pedagogical reasoning skills. The story centers on a problem encountered by a handicapped child the first time he leaves home alone and travels by bus. During the journey he is tricked into carrying a package by a man on the bus. He becomes confused and decides to go to the police station, where the package is discovered to contain drugs. The police officer believes the boy is faking his mental illness, and the story ends with the officer discussing sending the boy to prison. Planning a lesson around the story is a relatively challenging task since it involves a moral dilemma, and it also presents a number of linguistic difficulties since it contains both dialog and narrative with many words and expressions that might cause difficulties for Form 4 students. How did the novice and experienced teachers approach the planning of a lesson around this text?

Novices

The novice teachers spent an average of 62 minutes planning their lessons. Most reported that they had little previous experience in preparing lesson plans, and so drew on their previous experience as students as well as ideas they had encountered in their teacher education degree. They followed a format that had been presented in a methodology course as the basis for their lesson. This consisted of a three-part lesson:

1. prereading activities

2. while-reading activities

3. postreading activities

On the whole, the novices had few opinions about the story and had difficulty developing pedagogical ideas from the text and building a lesson around it. They found the story difficult to understand and felt the situation in the story would not be accessible to Hong Kong students. They also worried about the dialog section in the text and the difficult vocabulary and syntax the writer uses: [4]




&quot; There may be some difficult words. The situation is also difficult. Since this is extracted from a publication in England for students not familiar with the context, it may be culture bound.&quot; (Teacher 9)

&quot; Personally I don' t think it' s a good reading text. I think it' s better to cut off the conversation part and just present the narrative part to the students.&quot; (Teacher 1)

The objectives the novices developed for their lessons focused mainly on building up literal comprehension of the text and helping students understand the vocabulary and structures in the story. Hence they approached the text in terms of language and did not identify broader objectives for using the story in an ESL class.








&quot; I was more concerned about the level of the students. Since the target students are of Form 4 level and of average ability, I think the most important thing is for them to learn the useful sentence structures and vocabulary from the reading. So when I tried to design activities for the reading lesson I put much emphasis on these areas. I perceive this as a remedial lesson for the students, so the ultimate aim should be to increase students' knowledge of English, right?&quot; (Teacher 2)

Another feature of the novices' lesson plans and their conversations about them was a rather mechanical view of reading. Their plans usually began with the teacher asking warm-up questions, reading the text, and then answering comprehension questions. Either during or after reading the text, the teacher would explain unfamiliar vocabulary items or unfamiliar grammatical structures in the text. The lesson usually ended with a teacher-led discussion.

Their lesson plans hence typically approached the story from the teacher' s perspective, and their plans focused on such dimensions as timing (to ensure that they could get through the whole text during the lesson) and explaining the text clearly and comprehensively to the students. Students would be led through the text by the teacher, and questions about the story would be teacher led.

&quot; I' ll give them the text and allow ten minutes for reading, Then they will be divided into groups of five to seven. Then I' ll give them a worksheet which consists of some questions for group discussion.&quot; (Teacher 7)

The main factor they tried to address in their plan was the interest level of the lesson and whether the teacher could create a pleasant reading environment for the students, factors they considered crucial to the success of a reading lesson.

&quot; I think it is very important to arouse students' interest in reading. Once they are interested in reading, they will pick up a book from time to time and start reading.&quot; (Teacher 5)

&quot; I will have the students read the story aloud. I think this will make the reading lesson more interesting. From my experience as a private tutor, I find my students very interested in reading aloud. This may not be relevant to a reading lesson, but if students can read aloud to each other I think this can enhance their interest and they can learn better.&quot; (Teacher 3)

When asked about the type of problems they would anticipate in teaching their lessons, most of the novice teachers expressed concerns about whether the students would be able to use English in answering questions, in discussion, and in follow-up activities such as drama and role play. The solutions the novices favored, however, indicate they give priority to the smooth running of the lesson. Instead of preparing alternate approaches to deal with the problem, they would rather do it &quot; the teacher' s way&quot; :

&quot; The students are expected to talk in English but in reality this is usually not the case. So the teacher will need to exercise her power to force students to speak in English.&quot; (Teacher 2)

&quot; If this really happens, I' ll provide them some clues to help them to answer the questions. If they still don' t answer, maybe I' ll answer them myself since it' s important to follow the sequence of the lesson. I don' t want to interrupt the procedure.&quot; (Teacher 3)








In addition, in the novices' lesson plans there were no attempts to go more deeply into the text and deal with character traits or the moral theme of the story. Students were not asked to respond personally to the incident in the story or to think about its social meaning.

Experienced teachers

The experienced teachers produced quite detailed lesson outlines in their lesson plans, and spent an average of 42 minutes on their plans. In general, they reported that the use of detailed lesson plans was unusual in their teaching.

&quot; I won' t write a lesson plan in detail for my daily teaching. I would just have a brief mental plan and conduct the lesson in a very flexible way. I often change some parts of my plan when necessary.&quot; (Teacher 3)

&quot; To tell you frankly, I seldom write lesson plans. Sometimes the lesson plans jump in my brain the moment I' m walking towards the classroom. If I' m in the good mood, I may come up with wonderful ideas.&quot; (Teacher 9)

In comparison to the novice teachers, the experienced teachers generally found the text interesting, and although acknowledging the language demands of the text, saw it as providing a good basis for a reading lesson, one that contained many interesting opportunities for classroom exploitation.

&quot; I think the story is interesting in that it involves moral conflicts. I would try to make use of the situations and get students to talk about their feelings and opinions.&quot; (Teacher 4)

&quot; I think it' s a very interesting text. I think it has a lot of opportunities for teaching. But I think it' s a sensitive text in that it deals with mentally retarded people...so this sensitivity of the text plays an important issue on my planning.&quot; (Teacher 7)

In comparison with the novice teachers, the experienced teachers developed a wide variety of objectives for their lessons. These included:

—to raise students' awareness of handicapped conditions (T1)

—to promote autonomy in learning (T9)

—to involve the students in reading not only as interpreter but also as  creator (T8)

—to instill in students some common sense (T6)

—to practice for prediction and coherence (T3)

—to integrate reading skills with oral practice (T7)

One teacher expressed her goals in the following way: &quot; I think the text is interesting because it involves moral conflicts—one person is trying to cheat another person, and a handicapped person is put into jail. I' ll try to transform my understanding of the text into an activity that would allow my students to experience the emotional and intellectual struggles that are involved in the moral conflicts. Let them have a feel of what the writer is trying to express.&quot; (Teacher 4)




The experienced teachers' plans suggest they would spend little time on vocabulary problems but would encourage students to guess or ignore difficult words. They would focus more on global understanding of the story.

&quot; I won' t focus too much on the vocabulary, which seems to be the worry of most teachers, and the students seem to believe in the myth that understanding the vocabulary means understanding the whole passage. But I myself believe in global understanding rather than local understanding.&quot; (Teacher 3)

In discussing the problems they would try to address in teaching from the text, the experienced teachers typically focused on a learner rather than a teacher perspective. Thus they discussed how to present the text from the point of view of the students, how to involve the students in the lesson, whether the students would find the story interesting, and how the students could arrive at an interpretation of the broader meaning of the story. In their lesson plans, the students were seen as actively engaged with the text rather than as recipients of the teacher' s decoding.

&quot; I wondered what attitudes the students already had about the handicapped.&quot; (Teacher 1)

&quot; I was concerned about how I would involve the students emotionally and imaginatively in the passage. The students come from the Arts-stream and most of them are girls. I think they are emotionally prepared for the appreciation of good literary materials. I really would like to think of a dramatic, imaginative, feeling-oriented and involving approach to present the text.&quot; (Teacher 8)

The experienced teachers thus operated from a complex understanding of the nature of reading. Their lesson plans revealed an attempt to deal with the overall social meaning of the story as a primary goal, rather than approaching reading as decoding language. They emphasized &quot; meaning-making&quot; and developing a shared understanding through suggesting scenarios, making predictions, identifying and empathizing with the characters, and relating the situation in the story to the students' lives.

In preparing students to read the text, the experienced teachers probed the students' background knowledge. Some started by looking at attitudes toward the handicapped in general and then moved to consider the students' attitudes; others started by examining the kind of sympathy students would have for physically challenged people and then moved to the issue of mental retardation.

In helping students make sense of the text, the teachers introduced prediction skills and prepared comprehension questions that involved inference and creation of meaning.





&quot; I would not give them the entire text. I would give them the text in three parts. I would divide the text at places where we might consider them cliffhangers—places in the text that ask a question quite naturally. I' ll ask questions that would involve the students using their imagination to fill the gap; and of course all these questions will end with the question, 'What will happen next?' &quot; (Teacher 5)

&quot; I' ll give the students a series of questions...inferential questions, such as 'Who is Andy?' because students simply don' t know him from the text. Through discussion with others they can use their imagination to make sense of the story.&quot; (Teacher 10)

The teachers also worked toward a broader view of reading through having students think more deeply about the plot, the character construction, and the story, and through the use of activities such as drama, role play, and constructing monologues for the characters.




&quot; I want them to bring characters and setting to life. So I would divide them into groups and each group would act out a scene which is one of the numbered part divided from the story. They have to create scripts in their own particular scenario.&quot; (Teacher 8)

Included in the mental plans of the experienced teachers were alternative approaches that took into consideration the dilemmas and complexities that arise in teaching the lesson. It seems that they had already planned for these contingencies by drawing on their pedagogical expertise.

&quot; If there is time, I would try to focus on their own feelings about the handicapped, because of course in Hong Kong, there is the housing estate, Tun Tau, where some residents are very resistant to the idea of having mentally retarded people within the area. (Teacher 1)

&quot; I' m sort of torn between having them complete the story or having them write a newspaper article for the story.&quot; (Teacher 5)

In addition, the teachers' plans involved pair work and group discussion of issues raised in the text. These questions would allow multiple interpretations. Some teachers suggested follow-up writing activities to develop critical thinking skills through adding new perspectives to the story.





&quot; To arouse students' awareness that there could be different ways of ending the story, I will integrate the idea of reading and writing by asking them to find out what is happening in the story and to write an ending for the story.&quot; (Teacher 4)

The differences between the inexperienced and experienced teachers' approach to the lesson can be summarized as follows.





	

Inexperienced teachers



	

Experienced teachers






	
one hour of planning time needed


	
40 minutes of planning time needed





	
limited lesson formats


	
varied lesson formats





	
relatively little detail in plans


	
detailed lesson plans





	
teacher-focused lesson


	
learner-focused lesson





	
language-focused objectives


	
both linguistic and broader objectives





	
limited range of objectives


	
wide range of objectives





	
saw limited teaching potential in the text


	
saw the text as offering lots of teaching potential





	
presented a narrow view of reading


	
presented a broad view of reading





	
whole-class teaching


	
small group teaching














Example 2: effect of subject matter knowledge and experience on the teaching of literature

The second study compared how twelve teachers approached the teaching of literature in an ESL context.[5]








All of the teachers had at least a bachelor' s degree and a teaching certificate and a minimum of four years' teaching experience. However, they differed in the following ways.


Group A:
 teachers with a BA in English literature and with experience in teaching literature in an ESL context


Group B:
 teachers with a BA in literature but without experience in  teaching literature


Group C:
 teachers with a BA but without a literature specialization and  with no experience in teaching literature

The teachers in the study could therefore be described as having a similar degree of general instructional knowledge and skills, but with respect to literature, different degrees of pedagogical content knowledge and pedagogical reasoning skills. How would these differences be reflected in their approach to the teaching of literature?

In order to answer this question, the teachers were given three sets of literary texts, each containing a short story or short literary extract and a poem:


Set 1
 : &quot; The German Boy, &quot; by Ron Butlin

　　  &quot; The Sound of Silence, &quot; by Paul Simon


Set 2
 : &quot; The Illiterate Despatch Rider, the Army Clerk and the Love Letters, &quot; by Christopher Leach

　　  &quot; Those Winter Sundays, &quot; by Robert Haden


Set 3
 : &quot; Stig of the Dump, &quot; by Clive King

　　  &quot; The Mid-Term Break, &quot; by Seamus Heaney

The teachers also completed (1) a questionnaire that contained questions about their background, their approach to teaching, their attitudes toward literature, and their approach to teaching it; (2) a response sheet in which they were asked to record their reactions to the texts; and (3) a response sheet in which they were asked to describe how they would use the literary texts in a Form 6 ESL class in Hong Kong. The teachers completed the information in their own time and were later interviewed in order to further explore their experiences, attitudes, beliefs, and teaching strategies. The interviews were audiotaped.

The texts selected for the study were thought to present a good opportunity to explore the teachers' abilities to access literature-related pedagogical content knowledge and reasoning skills. Literature poses special problems in an ESL context, since apart from helping students understand literature texts, in teaching literature teachers also seek to develop students' personal understanding and response to a text, as we saw in the first case study. Students read literature to develop a level of response and understanding that goes beyond the level of words and syntax. Cultural, aesthetic, humanistic, and other values are also involved, as well as recognizing such literary conventions as metaphor, ambiguity, analogy, polysemy, and other stylistic conventions. Much of the meaning of a literary text lies outside of the text itself, so interpretation, evaluation, ideology, and reconstruction come into play. In addition, the texts selected for the study were of different genres and were examples of contemporary writing on universal themes such as love, relationships, and family, which are likely to appeal to young readers.




In presenting the teachers' responses to the tasks in the study, we will first describe their approaches to literature and then compare their lesson plans.

The teachers' views of literature and their responses to the texts Group A (literature majors with experience teaching literature)




The teachers in this group were enthusiastic about the value of literature and its role in ESL classes. For them, literature can &quot; help students gain self-discovery and articulation of personal views&quot; and &quot; widen their horizons.&quot; Teaching literature is challenging and stimulating for the teacher, but literature should be used to develop appreciation and not to achieve others' ends, such as moral education or developing grammar awareness. They believed that authentic literature should be used. One of the teachers reported that she brings literature extracts (poems, short stories) to class regularly to complement topics that come up in other areas of the curriculum (e.g., delinquency). In general, the teachers favored a broad approach to literature. They enjoyed reading literature themselves and reported that they read often. They regretted that literature does not have a greater role in the curriculum in Hong Kong secondary schools.


Group B (literature majors with no experience teaching literature)




Like the teachers in Group A, most of the teachers in this group were enthusiastic about literature. They enjoyed literature themselves but had not had the opportunity to teach it. They believed in the value of literature, though they had varying concerns about teaching it. One teacher believed students might have difficulty coping with literature but that it could be used to develop students' self-awareness. Another felt that literature should be taught as literature and not downgraded to serve linguistic purposes. However, she believed that available literature resources were often too difficult for Hong Kong students, and local literary materials at a suitable level should be prepared. One of the teachers commented: &quot; Learning through literature can not only promote language learning but is also an effective way to consolidate other subjects, such as history and geography.&quot;

Nevertheless, the teachers felt that text selection was difficult for teachers, particularly those without training. In addition, students needed to have a good reading level in English before they could start reading literature. One of the teachers reported that he enjoys reading literature but finds the teaching of literature irrelevant to the school exams. According to him, a major problem is dealing with the mismatch between students' experience and available materials. Other materials were available that could be used instead of literature. Exposure to literature was not really necessary, since newspapers and other printed sources could be used to develop reading skills.


Group C (no literature training and no experience teaching literature)


The teachers in this group had mixed opinions about the value of literature, and saw its role in teaching ESL simply as a way of supporting the development of reading skills. They felt it could be helpful in developing students' moral and personal growth. However, in general, the teachers believed that teaching literature in ESL classes was too difficult, both for teachers and students.








&quot; I worry that unmotivated students would reject literature and it would be hard to locate suitable texts for them.&quot;

&quot; It is too demanding for teachers who need to digest a text and read it critically before they can teach students.&quot;

  The teachers' own reading of literature was more limited than that of teachers in Groups A and B, and was mainly confined to popular fiction. Even so, what they would teach is not really what they enjoy reading, as they believe the students are too naive to understand the issues raised in the literary texts. Some had mixed feelings about teaching and about teaching English, which was not their first subject of choice.

The teachers' plans for using the texts

All three groups of teachers were able to conceptualize ways of using the texts in ESL classes in order to develop both reading skills and students' personal responses and appreciation. However, there were significant differences in their plans. Teachers with a major in literature (Groups A and B) were able to interact with the texts more critically and creatively than the nonmajors (Group C). They were less troubled by abstraction and ambiguity in the texts. Teachers in Group C felt insecure when confronted with difficulties in interpreting something in a text. Teachers in Group A differed from those in Group B in how they prepared the texts for classroom use. They showed considerable variety and flexibility in their use of the texts, suggesting the use of activities such as the following:

—using prereading activities to provide links with the students' background knowledge

—using audio and visual aids to help students understand a text

—collecting pamphlets and other printed materials to arouse students'   interest in a text

—developing visual analogies from the text

—exploiting the author' s use of literary techniques

—using the author' s style, technique, or voice to identify the writer' s  beliefs, attitudes, or feelings

—finding ways to enable students to transfer what they have read to  their own lives

—developing postreading activities to extend themes or ideas in a text

Group A teachers hence tended to see richer pedagogical possibilities for use with the texts than teachers in the other groups, who used the texts primarily to practice reading for information or for appreciation.

Though all three groups were able to analyze and understand the texts, Group C revealed a less developed sensitivity to language, style, and approach. They typically commented on the texts in broad and general terms, rarely using literary terms. For example, compare these responses to a text from teachers in Groups A and C:




&quot; The story is complicated in structure, but it' s interesting and it' s skillfully written.&quot; (Group C teacher)

&quot; It' s an interesting description and narrative—an adventure story—the encounter of two creatures from two different worlds. But the story doesn' t appeal to me. The techniques used are comparatively very simple. It' s very hard to analyze an extract. Is it a simplified version?&quot; (Group A teacher)

When encountering difficulties such as abstraction in a text, the literature majors made use of a greater variety of strategies than the nonmajors, including concept mapping, cognitive schema, and visualizing. Group C teachers, on the other hand, tended to stick closely to the texts. In addition, the literature majors addressed such issues as interpretation, mood, alliteration, characterization, setting, style, and technique, which were not addressed by the nonmajors. Teachers in Groups A and B focused on guiding students to discover personal meaning within the text, a strategy not seen in Group C, and used questions to orient the reader to the situation of the character or to look for contrasts or comparisons, to make inferences, and to explore feelings and reactions.

In terms of classroom pedagogy, all three groups employed a mixed approach seeking to involve students in the text through a variety of different tasks. However, Group A was the most successful in identifying ways of using the texts, and was able to employ a wider variety of procedures than the other groups as well as a more flexible approach. Group C tended to focus on reading for information followed by postreading assignments, whereas Group B used a mixture of both A and C' s strategies. The differences between the three groups of teachers' approaches are summarized in Table 5.1.

Table 5.1    Summary of approaches to teaching literature


[image: 579.jpg]





Discussion

The two examples presented in this chapter reveal marked differences in how inexperienced and experienced teachers planned a reading lesson, and in how teachers with different degrees of literature training and experience in teaching literature approached the use of literature texts in ESL teaching. Similar differences have been found in teachers of other subject areas (e.g., Feiman-Nemser and Parker 1990). In drawing conclusions from these studies, it is illuminating to discuss these differences in relation to four dimensions of learning to teach ESL: (a)learning to think about subject matter from the learner' s perspective, (b) acquiring a deeper understanding of the subject matter, (c) learning how to present subject matter in appropriate ways, and (d) learning how to integrate language learning with broader curricular goals.




Learning to think about subject matter from the learner' s perspective

Learning to teach involves recognizing which aspects of a lesson are likely to be of greatest interest and relevance to learners, discovering how to anticipate difficulties students might have, and recognizing how they are likely to respond to and process subject matter. The differences between the novice and experienced teachers' approaches to reading texts illustrate striking differences in these aspects of the teachers' pedagogical learning skills. The novice teachers' lessons centered primarily on linguistic comprehension of the story, made no use of students' background knowledge, and did not seek to engage students in the deeper layers of meaning of the story. Experienced teachers, on the other hand, started with students' understanding and suggested strategies for mapping student thinking onto the text.

A similar result was found in the study of literature teaching. The literature teachers were very concerned to make their lessons learner-centered. Besides doing background research in order to find out how the materials could be used to meet students' needs, they were also concerned with whether the students would be involved in the learning process, which they saw as crucial for a successful lesson. In considering how to present subject matter to their learners, they believed teachers should modify their personal schemas to take into account students' needs and abilities. Instead of imparting everything the teacher thinks is important to the students, every effort should be made to enable students to establish a relationship with the author of a text so that they can share the author' s feelings and thoughts. These features were rarely found among the teachers who were not literature majors.

Acquiring a deeper understanding of the subject matter

The study of teachers' approaches to the use of literature demonstrated that without a thorough knowledge of the content of teaching, teachers will have difficulty turning content into appropriate plans for teaching. They have an insufficiently developed pedagogical content knowledge to be able to make content comprehensible to others. Thus the teachers without literature training, in comparison to those with training and with both training and experience, were unable to recognize such literary features of texts as mood, style, or technique, lacked the technical discourse needed to discuss and analyze literary texts, and felt insecure about using some of the texts with students. They were thus unable to utilize the opportunities the texts provided for developing lessons. In the case of the novice and experienced teachers' approach to the reading lesson, a limited understanding of the nature of second language reading led the novice teachers likewise to see limited potential for using the story as the basis for a reading lesson.

Learning how to present subject matter in appropriate ways

The experienced teachers in the first study described a variety of interesting ways of using stories in class. The novice teachers, however, used a standardized format for a reading class and described a much more limited set of strategies than the experienced teachers reported. The experience of literature teachers likewise described a variety of ways of using the literature texts and demonstrated greater flexibility in their use of texts than the teachers without literature training. The experienced teachers thus interacted with the texts pedagogically, rather than using them as a basis for reading for information.




Learning how to integrate language learning with broader curricular goals

In the first example, the experienced teachers saw reading not as an end in itself, but as a way of exploring social issues, of clarifying values, and of engaging in personal reflection. In the second study, the literature teachers emphasized the aesthetic mode of teaching reading. To them, reading can help broaden the cultural experience of the learners, enhance their analytical and imaginary powers, and engage their minds and feelings in purposeful dialog so that they can develop new ways of expressing themselves. They viewed literature as part of a &quot; whole person&quot; approach to education in which an individual' s responsivity, imagination, and creativity are encouraged through the study of literature.

The experienced ESL teachers and the experienced literature teachers in the two studies were similar in another way, a way that further distinguishes then from the other teachers in both samples; namely, they show evidence of a different mindset toward the use of literary texts. For whereas the inexperienced teachers and the teachers who were not literature majors approach literary texts primarily as a means to an end, the goal being language skills development, the other teachers regard the experience of reading a particular text or set of texts as valuable for its own sake.[6]




In conclusion, the two studies described here illustrate the importance and usefulness of examining how teachers conceptualize lessons and the contribution of subject matter expertise and experience to teachers' pedagogical reasoning skills. The planning of lessons engages teachers in complex processes of comprehension, selection, adaptation, and representation as they transform teaching artifacts such as texts into effective mediums for learning. The better we are able to understand how novice and experienced teachers employ these fascinating cognitive skills, the better prepared we are to provide appropriate activities and experiences to help develop these skills within TESL/TEFL teacher education programs.
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Appendix: Reading text used in Example[7]





&quot; Puppet on a string&quot; by Patrick Wolrige Gordon




Paul was a mentally retarded fourteen-year-old. Today he was taking a great step: this was the first time he had ever travelled on a bus and the first time he had ever left home alone. He climbed excitedly up the stairs and sat down on a vandalised seat next to a young man who was chewing gum and reading the Sun
 .




'What do you want?' he asked Paul, offended that this obnoxious boy should sit on his seat when the whole of the upper deck was empty.

'I' m going to play with Andy, ' said Paul, his excitement betraying his mental condition. 'This is the first time I' ve been in a bus.'

'What' s your name?'

'Paul.'

'Paul who?'

'Paul who?' came the incredulous reply.

'Yeah.'

'I... I don' t know what you mean.'

'Ah, I see...then I' ve got something to tell you, Paul. Something very

important...'

'Oh?'

'I' m a police agent and I want to see your pass.'

'My pass?'

'Yeah...to show you' ve got official permission to come upstairs on a bus.'

'I haven' t got permission. I' m sorry, ' Paul stuttered, terrified.

'Please don' t send me to prison. I' ll be good!'

'Normally, of course, I' d have to send you to prison; but there is an alternative.'

'I' ll do anything...'

'Good lad. Get off the bus at the next stop. You' ll see a man there wearing a green coat and jeans, reading a book. Give him this package. Get going now—he' ll tell you what to do next.'

As the bus shuddered and lurched to a stop, Paul got out at a run, carrying the package tightly under one arm. No sooner had the bus driven off than a man ran past and seized the package; but Paul' s grip was good, and the man only managed to break the wrapping paper and make off with one of the two boxes that were inside. He was wearing a green coat and carried a book. That was odd, thought Paul. Oh well, he had done as much as could be expected. He sat down in the bus-stop shelter.




He waited for a few minutes until rainwater dripping through the roof of the shelter disturbed his dreams. He was still clutching the box in one hand. He was in a sad-looking suburb over which the sky was crying gently. And he was lost. He did not live here and neither did Andy. Oh dear, he thought; and his mother had told him not to get mixed up with strangers. He sobbed to himself for some time. Then with a start he realised what a fool he was.

'I don' t think policemen count as strangers, ' he said aloud. So he got up and walked down the road in search of a police station.

Presently Paul was climbing a flight of stone steps towards an impressive pair of blue doors with the word POLICE emblazoned above them. He was soon telling a policeman all that had happened. He apologised for not having completely succeeded in doing what he had been told. The police officer opened the box and was in conversation with the Chief Inspector within

seconds.

'... That' s right, sir. Looks like heroin to me. Must be worth a bomb... Yes... Claims he was told to make the drop by a plain clothes officer... If you ask me, sir, it' s a load of rubbish... No, I don' t know why he should give himself up. Fit of remorse, maybe, and I reckon he' s putting on an act of being nuts or something so he can get off lightly... Yes, we have a cell free... No, I understand—no maltreatment. Yes...just so—not a leg to stand on in court. Borstal, I should think...a touch of the short, sharp shock, eh? That' s right—make decent citizens of them... Bye.' The policeman put the phone down.

'Can I go home?' asked Paul.

'Look, you can stop your act now, lad. You' re in the proverbial hands of the law. This way.'











[1]
 This was written with Benjamin Li and Angela Tang, published in Jack C. Richards, Beyond Training: Perspectives on Language Teacher Education
 . Cambridge University Press, 1998.





[2]
 Here &quot; Chapter 1&quot; refers to the original chapter in Beyond Training: Perspectives on Language Teacher Education.






[3]
 This research was undertaken by Benjamin Li as part of his MA TESL degree at City  University of Hong Kong, 1993-4.





[4]
 Extracts are from the participating teachers' responses to the planning task.
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 This research was conducted by Angela Tang as part of her MA TESL degree at City  University of Hong Kong, 1993-4.
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 This interpretation was suggested to us by John Green of Salem State College.
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   From: Inside comprehension, Christopher Woodland (Ed). Cambridge: Cambridge  University Press, 1984.







Learning How to Teach in the RSA Cert[1]




This chapter describes how five trainee teachers responded to a short introductory teacher training program, the UCLES/RSA Certificate in TEFLA, [2]
 a widely recognized TESL teacher training program which focuses on practical teaching skills. The study followed a group of five participants enrolled in the Cert course offered by the British Council in Hong Kong. The aim of the study was to examine how the trainees responded to the practice teaching experiences provided in the program, which aspects of teaching they found problematic, and how their ideas and beliefs about teaching developed during the program. Data for the study were based on the trainees' verbal and written accounts of their teaching experiences.

Background

An assumption underlying current approaches to the study of teaching is that teaching is a cognitive as well as a behavioral activity, and that teachers' theories and beliefs about teaching, teachers, and learners guide their practical classroom actions (Carter 1990, 1992; Halkes and Olson 1984; Richards and Nunan 1990). Teacher education is thus concerned with providing opportunities for trainees to develop their knowledge, awareness, beliefs, and skills, and finding ways of establishing connections among these

We are grateful to the British Council, Hong Kong, and to Tony O' Brien, Director of the English Language Centre, for supporting this project and allowing us to have access to the training program which formed the basis of the study. We are also indebted to the teachers who participated in the study, and who devoted a considerable amount of their personal time to completing the reflection sheets which provided primary data for the study: Celia Matthews, Diann Gaylord, Jacqueline Faker, Joseph Tashiro, and Susan Walker. Their cooperation, patience, and good humor were much appreciated. The course tutors were Karen Giblin and David Booth. David' s support was also greatly appreciated. We would also like to thank Martha Pennington and Donald Freeman for helpful comments on an earlier version of this chapter.

dimensions of teaching through the experience of teaching itself and through reflecting on that experience. In TESOL teacher education, it has been argued that the field needs to move away from an &quot; applied linguistics&quot; orientation toward one which focuses on teaching in its own terms. As Freeman observes (1989: 29):





Although applied linguistics, research in second language acquisition, and methodology all contribute to the knowledge on which language teaching is based, they are not, and must not be confused with, language teaching itself. They are, in fact, ancillary to it, and thus they should not be the primary subject matter of language teacher education.

Elsewhere in the same article Freeman comments (p. 42):




We...need a theoretical and practical understanding of how people are taught and learn to teach, how they learn to implement that description of teaching in practice.

It was an interest in these issues that prompted the present study, which sought to clarify what happens when teachers-in-training reflect systematically on their teaching experiences, and how their thinking is shaped by the experience of reflective teaching. The study examined how teachers interpret and adapt information they receive in training and how it becomes part of the belief system and knowledge base which informs their classroom decision making. Pennington (see Chapter 15[3]
 ) points out that teachers-in-training, like any other learners, follow individual paths in the absorption and application of knowledge and, as in other learning, active involvement with the input received is required for it to become intake. How this process occurs was the focus of the study described here, which attempted to find answers to the following questions:

What aspects of teaching do trainees find problematic at different stages    in their initial training?

How do they describe and evaluate teaching? Are there individual differences in how trainees respond to practice teaching?

How does the content of the training program influence their approach to teaching?

The trainees and the course

The five trainees who formed the focus of the study, and who will be referred to as teachers A, B, C, D, and E, formed a cohort who were completing the course and working as a group. They had varied experiences of teaching before entering the program. Teacher A had been trained twenty-five years ago as a primary teacher in her home country, and had taught in both primary and secondary schools. She had had three years' experience as an EFL teacher and some experience with deaf students, but had no formal qualification in TEFL. Teacher B was a certified elementary teacher with a degree in counseling, who had had a variety of teaching experiences at the elementary and secondary levels. She had also had limited experience as a part-time EFL teacher. Teacher C had held a variety of jobs in business and had tutored private students in English. At the time of the study she was a sports teacher. Teacher D was a business woman with no previous teaching experience, but she had completed a thirty-hour introductory course in TEFL offered by the British Council. That course did not include practice teaching. Teacher E was a journalist who had one year' s teaching experience at a private language school.

The UCLES/RSA certificate course is described as a pre-service/initial training scheme. It focuses on practical rather than academic or theoretical aspects of teaching and seeks to give trainees a broad perspective of current classroom practice. The approach to teaching which underlies the course could be described as &quot; standard communicative language teaching, &quot; as this is interpreted in mainstream British English language teaching. The syllabus areas cover practical awareness of learners, language, and materials; practical ability in classroom management and lesson planning; presentation and practice of new language; developing the skills of reading, listening, speaking, and writing; and study of the nature of language, learner needs, and instructional materials. The teaching practice component of the course involves teaching lower-intermediate and intermediate level students. In a typical class, the lesson is taught by three of the trainees, while the other two complete assigned observation tasks. Following a practice teaching session, the trainees meet with the tutor to discuss the lesson.




Data sources

Two sources of data were used in the study: audio-recorded discussions between the tutors and the trainees and self-reports. Following each teaching practice session, the five trainees met with the course tutor to discuss the session. These sessions were recorded and transcribed, and this constituted the audio data. Throughout the course, the trainees completed self-report forms for each practice teaching session they taught. These took the form of a questionnaire in two parts. Part 1, which was completed after the trainees had completed their lesson plan, contained seven questions about the lesson plan. Part 2, which was completed after each trainee had taught a lesson, contained seven questions relating to both interactive and evaluative decisions concerning the lesson.

Data analysis

In analyzing the data, we attempted to identify concepts and categories which could be used to characterize recurring concerns and issues. To do this, the audio recordings and written reports were carefully examined in order to understand what was discussed, and notes were made of the main points on which the discussions or written descriptions focused. No attempt was made to try to match the data to preexisting concepts; rather, we tried to interpret what the teachers said and wrote in terms of more general concerns. From this analysis the following issues emerged: the trainees' view of their role in the classroom, the discourse the trainees used to describe teaching, the factors trainees considered important in achieving continuity in a lesson, the dimensions of teaching the trainees found problematic, and the trainees' evaluation of their teaching. These issues formed the focus of our analysis. In the remainder of the chapter, concerns and issues that were raised by the teachers in their oral and written accounts of their teaching sessions are discussed.

Results

How did the trainees describe their role as teacher?

A recurring concern in the initial teaching practice sessions was the image of teacher that the trainees presented to the students. This was seen in comments that individual trainees made about how they felt about their &quot; performance&quot; as teacher, and in comments from the observers on how the role of &quot; teacher&quot; was expressed. In early sessions, for example, observers commented on whether the trainee looked like a teacher, looked in control, communicated effectively, had good voice projection, could get students' attention, and looked confident and relaxed. For example, commenting on C' s first practice teaching session, observers remarked:




She was confident and in great control....

She just stood up and looked like a teacher.

She was relaxed.

She knew what she wanted to do and what was expected of the students.

After B' s second practice teaching, observers commented:

The students liked her. She looks comfortable and as if she' s enjoying it.

She has good voice projection.

Her instructions are good. Very clear.

She looks more confident than us....

In the initial postteaching discussion of the earlier practice teaching sessions, the image the trainees communicated was a recurring concern.

As the course proceeded, the trainees commented on their improvement in areas such as classroom management, confidence, their ability to maintain students' interest and attention, and to give instructions.

C is very good at getting classroom control. The students know she is the teacher. She gives good directions.

C comes across as confident. Things are clear.... You take time. You don' t rush.

In my section, ... I felt more in control today.

As they gained experience in teaching and could focus less on acting like a teacher and more on teaching itself, the trainees had to face the question of what teaching meant to them. Having developed a certain degree of confidence in working with the elementary level class, much of what they learned had to be relearned when they began working with the intermediate level class. Were they really teaching? What is the role of a teacher? These issues were the focus of a discussion which occurred early in their work with the intermediate class.





C:   With all these games and props and things we use in the classroom, you  feel like you' re not really teaching but just having a good laugh.

B:   It' s because we' re trying to get so much from them.... We need to find a  balance between getting and giving and I' m very insecure about that.



A:   I' ve been a teacher before but I feel that now I' m not teaching.



C:   It depends on what you mean by teaching.

D:   Now you' re more of a guide.




E:   You wonder why you don' t just write ［the things you want them to  learn］ on the board instead of trying to elicit it from them.



B:   It' s the teacher as facilitator.

E: I see the point of that with beginners, but not with intermediate students.



At this stage the tutor helps out and reassures them that they are
 teaching.

Tutor: It comes back to your perceptions of your role as the teacher. These students know things about language, but don' t have much idea of appropriacy. They can talk about language but it' s difficult for them to extend beyond that.... So your role is to give them confidence in using the language. It' s different from a school teacher' s role. Getting the balance is difficult and causes stress. But A did do some &quot; teaching.&quot; When she presented &quot; you' d better, &quot; she pulled out the &quot; d&quot; and pointed out it was &quot; had, &quot; and not &quot; would.&quot; So the teacher has to clarify meaning.



Gradually, the trainees became more comfortable with their role as a teacher and their attention turned to other aspects of teaching.

What discourse did the trainees use to describe teaching?

An important dimension of learning to teach is acquiring the discourse of teaching. Freeman and Cazden (1991: 244; see also Freeman, Chapter 10) point out that this professional discourse serves two important purposes:

One is a social/referential function which allows the teachers to make themselves part of the discourse community as they use it. The other is a cognitive function, which enables them to identify aspects of their experience and thus to organize and to develop their conceptions of teaching.

We saw two dimensions to this issue in the trainees' discussions of teaching: learning how to talk about teaching, and learning to talk like an EFL teacher.


Learning to talk about teaching


Learning to talk about teaching involves acquiring the terms used by EFL teachers to talk about teaching. The Cert course introduced students to a particular discourse for talking about teaching. Key terms in this kind of discourse are the following: accuracy, concept, checking, drilling, eliciting, feedback, fluency, intonation, modeling, monitoring, orchestration, practice, presentation, production, sequencing, stress, structure, skills, syllable,
 and target language
 . Terms like these belong to the metalanguage of the UCLES/RSA Cert approach to teaching and would most likely not be known to non-language teaching specialists.

Much of this terminology quickly passed into the trainees' vocabulary, and by their second or third teaching practice, much of their discussions of their own and their colleagues' teaching was shaped by this vocabulary (in italic below).

C' s section was well organized. Good sequencing
 leading into the drilling
 .

B' s drilling
 is very concise
 . The students know what to do.




I thought my drilling
 was still off. But it was better orchestrated
 . I liked my elicitation
 of the context for a story in the beginning. They didn' t get the responses
 to the tape as quickly as I expected.

I was pleased with my lesson. For the drilling
 , the students produced the target language well. It was not difficult to elicit
 it from them. They had got the structures
 and understood them at the end of the drill
 .

By the end of the course the trainees had completely internalized discourse and metalanguage of the course and were able to talk spontaneously and thoughtfully about their own and others' lessons, to compare and contrast performances, and to discuss causes and effects of teaching behavior using the appropriate technical terminology. At the same time, it can be seen that the metalanguage became a kind of filter directing the trainees' attention to aspects of teaching that can be described in these terms. Had the course been built around a different teaching approach, such as the &quot; Natural Approach, &quot; or the &quot; Silent Way, &quot; the teachers would have acquired a different metalanguage and a different set of focal points with which to discuss lessons.


Developing a deeper knowledge of the subject




An issue which was of concern to each of the trainees was their limited understanding of English as the subject matter they were teaching. They all lacked any background in linguistics or English grammar and hence felt insecure about dealing with questions students might ask during the lesson. These concerns focused primarily on their understanding of the grammar of English, as the following comments illustrate.

The lesson went all right but one thing threw me. What' s an infinitive? I guess it' s the stem form of verbs, but I didn' t know what to say.

It really threw me when a student asked me to explain what an auxiliary verb was!

I liked the way you talked about &quot; infinitives&quot; and &quot; present tense&quot; because I' m always afraid to name anything. It was really brave.

After a later lesson, the tutor offered a strategy for dealing with the problem of the teachers' knowledge base.

Tutor:　  A student said, &quot; was blow.&quot; What' s the problem?

D:　　　Should be &quot; was blown.&quot;

Tutor:　  What do we call that?

Trainees: (silence)

Tutor:　  It' s the past participle. So if you don' t know how to describe it,     just give them the correct answer.

Developing a sense of what it means to be a teacher of English, that is, knowing something about the structure of English and being able to communicate this to students, was an important concern for each of the trainees.

What factors did the trainees consider most important in achieving continuity throughout a lesson?

A central focus of the course was being able to present an effective lesson according to the model of teaching which the students were trying to master, a modified version of communicative language teaching which also reflected the principles of situational language teaching (Richards and Rodgers 1986). A successful lesson moves through the stages of presentation, practice
 , and production
 , and has a sense of direction, movement, and dynamism. How this could be achieved was a focus of the course and a recurring concern of the trainees. While all of the trainees recognized the importance of coherence and development in dividing the lesson into the three stages of presentation, practice, and production, the major concerns of each teacher were different.




Teacher A, for example, was able to visualize relationships among the different sections of a lesson from the very beginning, and maintained a concern with continuity throughout the course. Perhaps this reflected her experience as a primary teacher. She also identified the need to arouse students' interest and participation as important features of a lesson. Teacher B felt that lessons should be well-structured, and that timing was essential in achieving this. In making timing decisions, she considered the responses anticipated from the students, the relative importance or difficulty of sections within the lesson, and the amount of material she had to cover. Experience with running short of time led her to take account of this possibility in subsequent lessons and to plan extra material for use if needed. In planning lessons, B kept timing in mind throughout the course, and developed more complex ways of dealing with timing as the course progressed. Teacher C' s major concern was with the effectiveness of her portion of the lesson. As the course proceeded, she began to focus more on student concerns in her planning, such as whether she had allowed sufficient time for students to complete a task, whether she had allowed sufficient preparation for an activity, or variety in the choice of activities. Teachers D and E were very concerned with the step-by-step procedures they needed to follow in order to get through their segment of a lesson. They needed a recipe or format to help sequence the lesson. They felt they must make sure students had mastered one stage before moving on to the next. The different concerns of the teachers are shown in Table 1.





Table 1    Factors needed to achieve continuity in a lesson




Teacher A
 　Part-to-whole relationship within the lesson


Teacher B
 　Good timing of each section of the lesson


Teacher C
 　Degree to which each section of the lesson prepared the  students for what followed


Teacher D
 　Careful planning and well-thought-out procedures


Teacher E
 　Careful planning and well-thought-out procedures



What dimensions of teaching did the trainees find problematic?

Since a primary focus of the course was on the use of such basic techniques as eliciting, drilling, concept checking (i.e., checking that students understood new teaching points), monitoring (i.e., attending to student performance and giving feedback on errors), and how to use the overhead transparencies (OHT) and the white board, discussion of how to carry out these procedures effectively occupied a substantial portion of time in early group feedback sessions. Comments in early sessions, for example, focused on how to handle specific teaching techniques:




I' m still concerned about how much to elicit and when to give information. Sometimes elicitation didn' t work and I wanted to give them ［the language I was looking for］. So do you try several ways of eliciting it and then give it to them?

C did quite a lot of monitoring. And she got the correct responses she was looking for from another student, which was good, and she revised nicely.





After a month, the trainees felt that they had made progress in these areas.

Tutor:       What basic skills have we dealt with and what can you cope with    now? What basic teaching skills have you got now?



Trainees:     Timing. We are handling timing much better.

A:               Presentation. We know how to present and start off a lesson.

B:               Our drilling is quite good.

C:               Eliciting is getting quite good.

By the latter part of the course, a more holistic view of teaching was beginning to emerge, one in which the trainees were focusing less on the &quot; mechanics&quot; of the lesson, and more on such dimensions as structuring and cohesion, and student participation in lessons. However, the concerns of each of the five teachers were somewhat different, as shown in Table 2.





Table 2    Primary concerns of each teacher




Teacher A
     Timing; techniques for conducting drills


Teacher B
     Timing; presentation phase of lessons; explanations


Teacher C
     Eliciting desired level of student participation


Teacher D
     Handling of materials, procedures, and techniques


Teacher E
     Problems with explanations and clarifying intentions

Teacher A felt that the final activities in her lessons or lesson segments were often the least effective because she did not manage to plan her timing, leading to a rush toward the end. She was conscious of her difficulties with drilling throughout, but felt some improvement through the course. Teacher B thought the least successful parts of her lessons were those where there was insufficient time to do things thoroughly. She found the presentation stage of lessons to be problematic for her, and commented on the difficulty of getting ideas across and giving instructions. When sections of lessons were judged to be unsuccessful, Teacher C attributed the causes to her own difficulties or inadequacies. For example, if a drill did not go well, it was because she was not concentrating enough. If an activity stopped, it was because she had not set it up properly. Although she was conscious of her role in the lesson, she used student performance and participation as the ultimate measures of how well she taught. Teacher D attributed reasons for unsuccessful lessons or lesson segments to the way the teacher handled materials and procedures. Either she had not prepared well enough, or she was unfamiliar with the basic mechanics of teaching. She saw room for improvement in such things as blackboard use, asking concept questions, drilling, and giving instructions, and these concerns continued throughout the course. Teacher E attributed problems to her own inadequacies in handling specific parts of lessons. If the students did not do well, it was because she had not explained clearly enough or made the activity clear.




The trainees differed in their concerns about the kinds of things that they would do differently next time. These concerns were related to the particular problems they thought were important. The strategies that they used to deal with these problems were also different. As the course proceeded, Teacher A identified specific strategies which would help her deal with problem areas, such as timing and drilling. Her view of how lessons could be improved moved from a focus on changes in procedures (e.g., how to use a tape more effectively during a listening exercise), to a broader view of how a lesson could be improved (e.g., by changing her approach to the segment or improving the link between her segment and other segments in the lesson). Things which Teacher B reported she would do differently related to timing and choice of activities. She described a variety of strategies she would use, including simplifying activities or using less material. This pattern was consistent throughout the course. Teacher C' s strategies for improving lessons ranged from specific remedies for specific problems to things that went beyond the problems raised. Her strategy to remedy a problem was often to think of an entirely new way of carrying out an activity rather than fine-tuning a specific part of it, or even to design an entirely new activity. She always had specific solutions to propose, and was very flexible in her approach. Teacher D identified a variety of aspects of her own teaching as things she would handle differently from one lesson to the next, but did not identify particular strategies for making improvements. Her main focus was on improving the way she taught, through more preparation beforehand and better decisions during lessons. She thought preparation was the key to improving her performance as a teacher. The things Teacher E would change had to do with procedural aspects of lessons (e.g., using the OHT—overhead projector) or handling specific kinds of teaching techniques, such as drilling or asking concept questions.

How did the trainees' perspectives on successful lessons differ?

As we examined the audio and written data we had gathered during the study, we sought to identify how the teachers developed a workable theory of teaching from the experiences provided by the program. The individual differences in the way the five teachers planned, monitored, and described their own teaching suggested different ways in which the teachers approached their teaching. These differences are summarized in the following discussion.

A teacher
 -centered perspective
 sees the key features of a lesson primarily in terms of teacher factors, such as classroom management, teacher explanations, teacher questioning skills, teacher presence, voice quality, manner, and so on. This view of a lesson sees it as a performance by the teacher. A different view of a lesson, which can be termed the curriculum
 -centered perspective
 , sees a lesson in terms of a segment of instruction. Relevant loci include lesson goals, structuring, transitions, materials, task types, and content flow and development. A third perspective on a lesson can be called the learner
 -centered perspective
 . This views the lesson in terms of its effect on learners and refers to such factors as student participation, interest, and learning outcomes. These different perspectives on a lesson are summarized in Table 3.




Table 3    Different perspectives on lessons
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Any lesson can be conceptualized in terms of any or all of these perspectives. In the present study, although the teachers referred to all three aspects of lessons in describing their teaching, Teacher A' s focus of awareness was more consistently on teacher factors than other dimensions of her lessons. Teacher B included all three perspectives in her discussions of her lessons and moved easily from one perspective to another, though the role of the teacher was a recurring focus. For Teacher C, the learner perspective has priority. For Teachers D and E, lessons were discussed more frequently from the teacher' s point of view and in terms of the design of the lesson. In discussing each other' s teaching in group sessions, these different perspectives often emerged. For example, Teacher B, commenting on one of A' s lessons described it from the curriculum perspective:

You did a good job on building it up, starting with revision. You didn' t waste any time on setting up the lesson. It flowed through beautifully.

Teacher A herself, however, commented on her lesson from the teacher perspective:





I thought the lesson deteriorated as it got to the end. I wasn' t happy with the drilling. I didn' t give myself enough time to do it properly.





Teacher C commented on the same lesson from the learner perspective:








I liked the way your lesson went at the end. The students were being expressive. They put feeling into it.

Differences in individual perspectives on the nature of successful lessons characterized the trainees' discussions of all aspects of the lesson, from planning, to presentation, to practice. For example, Teacher A felt that a successful lesson should provide plenty of opportunity for drilling and practice, with clear links between all the activities. Accuracy and thoroughness were also important dimensions of good teaching for her, as well as personalization, interest level, and relevance. All of these dimensions of teaching were seen to be the responsibility of the teacher, and if a lesson failed to achieve them, it was the fault of the teacher. An effective lesson for Teacher B was one which interested the students, helped them to speak naturally and clearly, built confidence, challenged them, and so on, and the teacher' s role was to bring these things about. As Teacher B remarked after one of her lessons:

Basically I wasn' t happy with the way my lesson went today. My goal has been to shorten things and yet I think the activities went on too long. I didn' t accomplish what I wanted. Looking back I could have made it shorter and done things differently, spending more time on getting the students to use the language.

Teacher C expressed the view that good language teaching creates a good context for practice, with plenty of opportunities for student participation and free production. Lessons should be relevant and useful to students, have variety, be interesting and fun, and follow a clear and structured presentation. For her, a lesson was successful to the extent that it engaged the students and generated useful practice of the language. Commenting on one of the teacher' s lessons, C described it entirely in terms of its effect on the learners.

They were taught very well today. They got the concept well at the beginning, though it was lost a bit in the activities that followed. Too much was put into the lesson, too many activities. The students spent too much time working out what they were supposed to do in the activities.

And in her comments on another teacher' s lesson, C noticed the effect

on student performance.

I don' t think you were monitoring your teaching very well. I don' t think you moved around the class enough to hear what the students were saying. You didn' t pick up that they didn' t understand what they were supposed to do.

For Teacher D, good language teaching was dependent upon the design of the lesson, which must provide natural and useful language and provide plenty of time for practice. How well the students learned was very much dependent upon what the teacher provided for them, and classroom materials played a key role in this. For Teacher E, the teacher bore the responsibility for achieving a good lesson, not the students. This was done through attention to presentation, choice of materials, sequencing, instructions, and difficulty level. Teacher E tended to comment on her teaching largely in terms of the teacher, as is seen in the following comments:

I liked my performance. I got through the whole thing. I feel I was more animated. But I still need to work on timing and drilling.

Today' s class didn' t turn out as I expected. I had trouble with the OHT ［overhead projector］ and it threw me off. I worked hard to give clearer instructions. Also I rushed. I was afraid the students wouldn' t finish the task.




The teachers' evaluations of their lessons also reflected these different perspectives on teaching. Teacher A, for example, described the success of her own teaching in terms of how she felt about her performance as a teacher. She felt more comfortable handling the presentation stage of lessons, because with these she was more in control and the lesson was more structured and predictable. She tended to evaluate her teaching in terms of herself as a teacher and how successfully she had brought about her intended goals, rather than on student outcomes. For Teacher B, however, no matter what part of the lesson she was teaching, her major concern was both her performance and the performance of the students. She focused on such things as whether they understood the concepts she presented, or whether they could do what she wanted them to do. Teacher C likewise consistently saw the success of her lessons in terms of student concerns and reactions. Activities were considered successful if students had fun, got useful practice, and understood clearly what was intended. She was pleased with her own performance to the extent that it achieved student-oriented goals. In discussing her stages of the lesson, Teacher D regarded the design of activities as an important criterion for determining whether a lesson was successful or not. She considered it important for the teacher to be confident, well prepared, and relaxed, and for the students to enjoy activities and be involved in them. Teacher E judged the success of her teaching according to how well she adapted the presentation, practice, or production phases of the lesson. For these to succeed, materials must be well designed and presented.

In Table 4 we have tried to depict the differences in the individual teachers' view of successful lessons by listing the three different perspectives according to the priority for each teacher.





Table 4    Priorities for each teacher according to primary focus of concern
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So what did the trainees learn?

In trying to arrive at some generalizations from the information we gathered while following the five trainee teachers through the Cert program, a useful starting point is to examine the aims of the program and then to consider the issues which the trainees had to resolve both collectively and individually as they went through the program. The course aims are two types: awareness and practical abilities (i.e., skills). Within the domain of awareness, the course addresses issues relating to learners, language, and materials. Within the domain of skills, specifications are given relating to classroom management and lesson planning, presentation and practice of new language, and developing the skills of reading, listening, speaking, and writing. Each trainee received the same input and had a similar range and number of practice teaching assignments. Each, however, came to the program with different expectations and beliefs about teaching, which might have been either explicit or implicit, based on what has been termed the &quot; apprenticeship of observation.&quot; Kennedy (cited in Freeman 1992: 3) observes:




By the time we receive our bachelor' s degree, we have observed teachers and participated in their work for up to 3060 days.

By contrast, the Cert program includes only a minimum of six hours' teaching experience. Practice teaching in the Cert thus provides experiences which are interpreted and reconstructed using knowledge, beliefs, and values which are partially given by the program but which presumably go much beyond the program itself. What the trainees learn from the program is not, then, simply a mirror image of the program content. And in the process of learning from the program, each trainee responds in a unique and individual way to the sometimes conflicting inputs in the learning process, those which are internal and personally driven and those which are external or program driven. We see these differences in perspective underlying the decisions teachers made and the ways they planned and evaluated their teaching.

In thinking about dividing the lesson into stages, the course had emphasized that each ninety-minute lesson, though initially taught by three different people, should be a coherent whole. Teacher A, as a trained teacher, had very little difficulty with this concept, and it formed a central theme of her planning decisions. Teacher B likewise had little difficulty with this notion but had to work harder than Teacher A to achieve it and saw her management of time as the key to achieving it. Trying to achieve a unified lesson was a major theme in her thinking, and she trusted her instincts much less than Teacher A. Teacher C tried to see lesson stages from the students' perspective, and felt that provision of sufficient time was a key factor in successful teaching. Teacher D was concerned with how segments related to each other and how the lesson flowed, as was Teacher E.

The three basic phases of a lesson—presentation, practice, and production—which form the core teaching skills, are the key to a good lesson in the Cert program. The five trainees differed in the extent to which they mastered this framework. Teacher A felt more at home with presentation and practice (i.e., the more teacher-controlled sections). Teacher B found the presentation phase more problematic than the production phase, because of her problems with timing. Teacher C looked forward to the production phase (the student-focused section), where she felt real learning was going on. Teacher D likewise felt least comfortable with the presentation phase, and attributed this to inadequate preparation, unfamiliarity with teaching, and nervousness about teaching in front of others. Teacher E had most difficulties with the presentation phase of the lesson, and felt that this was due to her own inadequacies as a teacher.

The trainees' interactive decisions, as described in their written lesson reports of each practice teaching session, likewise reflected their current stage in understanding themselves as teachers, on the one hand, as well as the fact that they were each learning how to handle new kinds of teaching activities and classroom materials, on the other. Teacher A soon became confident of the kind of interactive decisions she made and saw the need for them in order to maintain the overall focus and direction of the class, i.e., in order to help her teach more effectively. Her decisions were teacher-oriented. Teacher B' s decisions were linked to her overall concern for managing timing in the students' favor. Teacher C' s interactive decisions were prompted by attention to student needs. Teacher D had to deal with her feelings of insecurity, and her monitoring of her teaching in her written lesson reports reveals a continuing concern that she was not doing things correctly or that the students were not understanding or responding well. Teacher E found it difficult to deal with interactive on-the-spot decisions which were required when things did not go as planned.




In evaluating their lessons and describing what they would do differently next time, some trainees suggested that they would merely finetune their lesson procedures, while others suggested more radical changes. Teacher A focused both on improving her timing and on making more substantive changes in her teaching approach. Teacher B focused on timing matters and improving her activities. Teacher C saw improvement as resulting from a complete change in the design or use of activities, and in the adoption of specific strategies to address particular problems. Teacher D saw many areas for improvement in her handling of specific teaching procedures. Teacher E' s main concerns were to improve her presentation techniques and her teaching aids.

Conclusions

This study raises a number of issues that arise in any teacher prepara-tion program. First, while a program such as the UCLES/RAS Cert is built around a well-articulated model of teaching, the model is interpreted in different ways by individual trainee teachers as they deconstruct it in the light of their teaching experiences and reconstruct it drawing on their own beliefs and assumptions about themselves, about teachers, about teaching, and about learners. As Colton and Sparks-Langer (1993: 45-46) observe:

In the constructivist view, the learner' s direct actions, reactions, and interactions with objects, people, rules, norm and ideas result in the personal construction and reconstruction of knowledge and adaptive abilities. Thus, teachers learn from their experiences by constructing mental representations of their personal meanings which then are stored in memory to be revised as experience dictates.

Second, it is instructive for teacher educators to try to identify the questions each student teacher is asking and is struggling with as he or she completes a training program. Individual teachers ask different kinds of questions and take different routes in arriving at the answers. Identifying these questions by having teachers articulate their beliefs about teaching and describe their practices, through journal writing, self-reports, and other means, can help teacher educators see how the student teacher tries to relate the context and experiences of the program to a personal and workable theory of teaching. Borko et al
 . (1990) and Ellwein et al
 . (1990) have pointed out that student teachers hold multidimensional conceptions of teaching and different teachers emphasize different elements of success or failure in accounting for a lesson' s outcome. The kinds of activities used in this study, which included the use of a structured reflection questionnaire, peer observation, and group conferencing, allowed the trainees to articulate their individual perceptions and interpretations of their practice. Third, the use of a well-established model of teaching, such as communicative language teaching, as the basis for a teacher preparation program, while serving as a useful starting point in learning how to teach, should be seen as only that. Although each of the five teachers had mastered the principles underlying the Cert program with varying degrees of success at the end of the program, the teachers were beginning to generate their own individual questions about teaching and learning, questions which went beyond the specifics of the method and which might, in time, as they enter real teaching situations, help guide their further understanding of teaching and their own development as teachers.
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Competence and Performance in Language Teaching[1]




Introduction

This paper explores the knowledge, beliefs and skills that language teachers make use of in their practice. The focus is on the understandings and practices of those teachers who would generally be regarded by their peers as exemplary language teaching professionals. Such teachers are easily recognized, but what distinguishes the way they understand and approach their work? In trying to answer this question 10 qualities or characteristics of exemplary language teachers will be examined in an attempt to conceptualize the nature of competence, expertise and professionalism in language teaching. However the nature of effectiveness in teaching is not always easy to define because conceptions of good teaching differ from culture to culture (Tsui 2009). In some cultures a good teacher is one who controls and directs learners and who maintains a respectful distance between the teacher and the learners. Teaching is viewed as a teacher-controlled and directed process. In other cultures the teacher is viewed more as a facilitator. The ability to form close interpersonal relations with students is highly valued and there is a strong emphasis on individual learner creativity and independent learning. Notwithstanding the reality of culturally determined understandings of good teaching, this paper focuses on 10 qualities or characteristics of exemplary language teachers in an attempt to conceptualize the nature of competence, expertise and professionalism in language teaching, at least from the perspective of a &quot; western&quot; understanding of teaching.

1. The language proficiency factor

Most of the world' s English teachers are not native-speakers of English and it is not necessary to have a native-like command of a language in order to teach it well (Canagarajah 1999). The issue is, how much of a language does one need to know to be able to teach it effectively and how does proficiency in a language interact with other aspects of teaching (Bailey 2006; Kamhi-Stein 2009)? To answer these questions it is necessary to consider the language-specific competences a language teacher needs in order to teach effectively. These include the ability to provide good language models, to maintain use of the target language in the classroom, to give correct feedback on learner language and to provide input at an appropriate level of difficulty. Learning how to carry out these aspects of a lesson fluently in English is an important dimension of teacher-learning for those whose mother tongue is not English. For these teachers as well as those who are
 native speakers of English, other discourse skills will also need to be acquired-skills that enable the teacher to manage classroom discourse so that it provides opportunities for language learning.

There appears to be a threshold language proficiency level a teacher needs to have reached in the target language in order to be able to teach effectively. (Teacher educators generally identify this as the &quot; upper-intermediate&quot; level.) A teacher who has not reached this threshold level of proficiency will be more dependent on teaching resources (e.g., textbooks) and less likely to be able to engage in improvisational teaching (Medgyes 2001). Apart from the contribution to teaching skills that language proficiency makes, research has also shown that a language teacher' s confidence is also dependent upon his or her own level of language proficiency, so a teacher who perceives herself to be weak in the target language will have reduced confidence in her teaching ability and an inadequate sense of professional legitimacy (Seidlhofer 1999). Hence research into teachers' views of their needs for professional development have often identified the need for further language training as a high priority (Lavender 2002).




2. The role of content knowledge

A central issue in second language teacher-education concerns what the content knowledge or subject matter of language teaching is, and consequently the question of what it is that teachers need to know in order to reach their full potential as language teachers. Content knowledge refers to what teachers need to know about what they teach (rather than what they know about teaching itself), and constitutes knowledge that would not be shared with teachers of other subject areas and in language teaching has traditionally been drawn from the discipline of applied linguistics. Two kinds of content knowledge need to be distinguished: disciplinary knowledge
 and pedagogical content knowledge
 . Disciplinary knowledge refers to a circumscribed body of knowledge that is considered to be essential to gaining membership of the language teaching profession. Disciplinary knowledge is part of professional education and does not translate into practical skills. When language teaching emerged as an academic discipline in the 1960s this disciplinary knowledge was largely drawn from the field of linguistics, but today it encompasses a much broader range of content. For example, it could include: the history of language teaching methods, second language acquisition, sociolinguistics, phonology and syntax, discourse analysis, theories of language, critical applied linguistics and so on.

Pedagogical content knowledge on the other hand refers to knowledge that provides a basis for language teaching. It is knowledge which is drawn from the study of language teaching and language learning itself and which can be applied in different ways to the resolution of practical issues in language teaching. It could include course work in areas such as curriculum planning, assessment, reflective teaching, classroom management, teaching children, teaching the four skills and so on. The Teacher Knowledge Test
 developed by Cambridge ESOL is an example of a recent attempt to provide a basis in relevant pedagogical content knowledge for entry-level teachers.

A sound grounding in relevant pedagogical content knowledge should prepare teachers to be able to understand learners' needs, diagnose learners' learning problems, plan suitable instructional goals for lessons, select and design learning tasks, and evaluate and choose published materials. Teachers with relevant content knowledge should be consequentially be able to make better and more appropriate decisions about teaching and learning and to arrive at more appropriate solutions to problems than a teacher without such knowledge.

3. Teaching skills

The initial challenge for novice teachers is to acquire the basic classroom skills needed to present and navigate their lessons. Teaching from this perspective is an act of performance, and teachers need a repertoire of techniques and routines, including routines and procedure for such things as opening the lesson, introducing and explaining tasks, setting up learning arrangements, checking students' understanding, guiding student practice, making transitions from one task to another and ending the lesson. The term &quot; teacher training&quot; refers to instruction in basic classroom skills, often linked to a specific teaching context. Training involves the development of a repertoire of teaching skills, acquired through observing experienced teachers and often through practice-teaching in a controlled setting using activities such as micro-teaching or peer-teaching. Over time, experience is said to lead to the development of routines that enable these kinds of skills to be performed fluently, automatically and with less conscious thought and attention, enabling the teachers to focus on other dimensions of the lesson (Tsui 2009; Borg 2006).




This view of the process of teaching has been extended through research on teacher cognition (Borg 2006, 2009). Concepts such as teacher decision-making introduce a cognitive dimension to the notion of skills, since each &quot; skill&quot; involves the teacher in sophisticated processes of observation, reflection and assessment and making on-line decisions about which course of action to take from a range of alternatives that are available. As teachers accumulate experience and knowledge there is thus a move towards a degree of flexibility in teaching and the development of what is sometimes called &quot; improvisational teaching.&quot;

So while learning to teach from the perspective of skill development can be thought of as the mastery of specific teaching competences, at the same time these reflect complex levels of thinking and decision-making, and it is these cognitive processes that also need to be the focus of teacher training.

4. Contextual knowledge

Language teachers teach in many different contexts and in order to function in those contexts need to acquire the appropriate contextual knowledge that will enable, for example, an Australian teacher to learn how to be an effective teacher in China or vice versa, or a Singapore teacher to learn how to be an effective EFL teacher in Japan. Different contexts for teaching create different potentials for learning that the teacher must come to understand. Learning to teach involves understanding the dynamics and relationships within the classroom and the rules and behaviors specific to a particular setting. Schools have their own ways of doing things. In some schools, textbooks are the core of the curriculum and teachers follow a prescribed curriculum. In others, teachers work from course guidelines and implement them as they see fit. In some institutions there is a strong sense of professional commitment and teachers are encouraged to co-operate with each other. In others teachers work in relative isolation. This is reflected in many different aspects of the way the school functions (Cooke and Simpson 2008).

The notion of &quot; context&quot; here is hence a very broad one, since it includes issues such as the school' s goals and mission, its management style and &quot; school culture, &quot; its physical resources, including classroom facilities, media and other technological resources, the curriculum and course offerings, the role of textbooks and tests, as well as the characteristics of teaches and learners in the school.

Teaching in a school thus involves induction to a community of practice (see below). Learning to teach involves becoming socialized into a professional culture with its own goals, shared values and norms of conduct. This &quot; hidden curriculum&quot; is often more powerful than the school' s prescribed curriculum and teacher-learning involves learning to teach within the constraints of the hidden curriculum.

5. The language teacher' s identity

One of the things a person has to learn when he or she becomes a language teacher is what it means
 to be a language teacher. Identity refers to the differing social and cultural roles teacher-learners enact through their interactions with their students during the process of learning (Miller 2009). These roles are not static but emerge through the social processes of the classroom. Identity may be shaped by many factors, including personal biography, gender, culture, working conditions, age, gender, and the school and classroom culture. The concept of identity thus reflects how individuals see themselves and how they enact their roles within different settings.




Native-speaker and non-native-speaker teacher learners may bring different identities to teacher learning and to teaching. For many ESL teachers their identity may partly reflect their wish to empower immigrants, refugees and others for whom English is a way out of their current circumstances (Cooke and Simpson 2008). Untrained native-speakers teaching EFL overseas face a different identity issue: they are sometimes credited with an identity they are not really entitled to (the &quot; native-speaker as expert&quot; syndrome), finding that they have a status and credibility which they would not normally achieve in their own country. Teacher-learning thus involves not only discovering more about the skills and knowledge of language teaching but also what it means to be a language teacher.

6. Learner-focussed teaching

While teaching can be viewed as a type of teacher performance, the goal of teaching is to facilitate student learning. The extent to which a lesson is teacher-centered rather than learner-focussed is reflected in the extent to which input from learners directs the shape and direction of the lesson, the quantity of student participation and interaction that occurs, the ability of the teacher to present subject-matter from a learner' s perspective and how the lesson reflects learners' needs and preferences. These different perspectives on teaching are seen in how two teachers responded to the question, &quot; What constitutes an effective language lesson from your perspective?&quot;





Teacher A:

I believe the best lesson is a well-planned lesson. I find it much easier to teach when I have a detailed plan to follow. I find that I am more likely to use the time efficiently in the classroom if I know exactly what I will do and what I expect students to do during the lesson.

Teacher B:

A good lesson for me is one where students learn something. I believe every child in my class has got the capacity to learn, even if he or she is not aware of it. Every learner is a winner. I try to encourage each student to discover what he or she is good at and to help them be successful at it.





It is natural when teachers first starts teaching to be preoccupied with their own performance as a teacher, to try to communicate a sense of confidence, competence and skill, and to try to create lessons that reflect purpose, order, and planning. Hence studies of teachers in their first year of teaching have revealed a transition from a survival and mastery stage where the teacher' s performance is a central concern, to a later stage where teachers become more focussed on their students' learning and the impact of their teaching on learning (Farrell 2009). The challenge is to make sure that such a transition occurs and that the teacher' s initial teaching experiences do not lead to a style of teaching that sticks, one that provides a comfort zone for the teacher but that fails to provide learners with the opportunity to achieve their full potential as learners (Tudor 1996; Benson 2001).

7. Pedagogical reasoning skills




An important dimension of teaching is the teacher' s pedagogical reasoning skills. These are the special skills that enable English teachers to analyze potential lesson content (e.g., a piece of realia, a course-book lesson, an advertisement, a poem, a photo, etc.) and identify ways in which it could be used as a teaching resource; to identify specific linguistic goals (e.g., in the area of speaking, vocabulary, reading, writing, etc.) that could be developed from the chosen content; to anticipate any problems that might occur and ways of resolving them; to make appropriate decisions about time, sequencing, and grouping arrangements. They can be thought of as the application of pedagogical content knowledge.

Shulman (1987) described this ability as a process of transformation in which the teacher turns the subject matter of instruction into forms that are pedagogically powerful and that are appropriate to the level and ability of the students. Experienced teachers use these skills every day when they plan their lessons, when they decide how to adapt lessons from their course book, and when they search the Internet and other sources for materials and content that they can use in their classes. It is one of the most fundamental dimensions of teaching, one that is acquired through experience, through accessing content knowledge, and through knowing what learners need to know and how to help them acquire it. While experience is crucial in developing pedagogical reasoning skills, working with more experienced teachers through shared planning, team teaching, observation, and other forms of collaboration can also play an important role in helping less experienced teachers understand the thinking processes employed by other more experienced teachers.

8. Theorizing from practice

Teacher development involves developing a deeper understanding of what teaching is, and developing ideas, concepts, theories and principles based on our experience of teaching (Borg 2006). The development of a personal system of knowledge, beliefs and understandings drawn from the practical experience of teaching is known as the theorizing of practice
 . The belief system and understanding built up in this way helps teachers make sense of experience and also serves as the source of the practical actions they take in the classroom. The theorizing of practice
 involves reflecting on teaching experiences in order to better understand the nature of language teaching and learning. The theorizing that results from these reflections may take several different forms. It may lead to explanations as to why things happen in the way they do, to generalizations about the nature of things, to principles that can form the basis of subsequent actions and to the development of a personal teaching philosophy (Richards 1998). The following are examples of teachers' theorizing from practice and arriving at explanations and generalizations:

Children are much better language learners than adults because they are not worried about making mistakes and are much more prepared to take risks.

When we begin learning a language it' s better to follow the natural way, using imitation. But when you are more advanced then you need to know more about the grammar.

The essential thing in language learning is knowing how to say what you want to say but not why you have to say it in a particular way.

Teacher-learning also involves developing principles and a teaching philosophy as in the following example where a teacher describes some of the beliefs and principles she brings to her teaching:

I think it' s important to be positive as a personality. I think the teacher has to be a positive person. I think you have to show a tremendous amount of patience. And I think if you have a good attitude you can project this to the students and hopefully establish a relaxed atmosphere in your classroom so that the students won' t dread to come to class but have a good class. I feel that it' s important to have a lesson plan of some sort. Because you need to know what you want to teach and how you are going to go from the beginning to the end. And also taking into consideration the students, what their ability is, what their background is and so on. I have been in situations where I did not understand what was being taught or what was being said, and how frustrating it is and so when I approach it I say: how can I make it the easiest way for them to understand what they need to learn?








Activities in which teachers articulate their theories, beliefs and principles are an important component of professional development and journal-writing, narratives, discussion and critical reflection can all be used for this purpose.

9. Membership of a community of practice

Teacher development involves capitalizing on the potential for learning and growth that comes from participating in a community of teachers having shared goals, values and interests. The school or the teaching context becomes a learning community and its members constitute a community of practice. A community of practice has two characteristics:

1. It involves a group of people who have common interests and who relate and interact to achieve shared goals.

2. It focuses on exploring and resolving issues related to the workplace practices that members of the community take part in.

Membership of a community of practice in a school provides opportunities for teachers to work and learn together through participation in group-oriented activities with shared goals and responsibilities, involving joint problem solving. Collegiality creates new roles for teachers, such as team leader, teacher trainer, mentor, or critical friend (Richards and Farrell 2005).

This collaboration can take a number of different forms (Johnston 2009). For example:


collaboration with fellow teachers
 focussing on teaching issues and concerns, such as use of the textbook, development of tests, and course planning; collaboration with university colleagues
 through collaborative research or inquiry into issues of shared interest, such as exploring aspects of second language acquisition or learning strategies; collaboration with others in the school
 , such as working with administrators or supervisors on issues of concern to the school.

Many forms of professional development can help foster the sense of a community of practice, such as reading groups, action research, team teaching, peer observation and peer coaching, however this may require a change in mind-set for some teachers who do not see themselves as members of a team. For others, however, collaboration can be seen as a source of strength that can have valuable personal as well as practical benefits. Making the transition from seeing oneself as a self-contained independent individual to seeing oneself as a member of a community of practice is an important component of the shaping of teacher identity and an important milestone in professional development.




10. Professionalism

English language teaching is a profession, which means that it is seen as a career in a field of educational specialization, it requires a specialized knowledge base obtained through both academic study and practical experience, and it is a field of work where membership is based on entry requirements and standards. Becoming an English language teacher means becoming part of a worldwide community of professionals with shared goals, values, discourse, and practices. There are two different dimensions to professionalism (Leung 2009). The first can be called institutionally prescribed professionalism-a managerial approach to professionalism that represents the views of ministries of education, teaching organizations, regulatory bodies, school principals and so on that specify what teachers are expected to know and what quality teaching practices consist of. There are likely to be procedures for achieving accountability and processes in place to maintain quality teaching. Such specifications are likely to differ from country to country. This aspect of professionalism involves becoming familiar with the standards the profession sets for membership and a desire to attain those standards. Such standards involve acquiring the qualifications the profession recognizes as evidence of professional competence, as well as demonstrating a commitment to attaining high standards in our work, whether it be as classroom teachers, supervisors, administrators, or teacher trainers.

The second dimension to professionalism is what Leung calls independent professionalism, which refers to teachers' own views of teaching and the processes by which teachers engage in reflection on their own values, beliefs, and practices. A key to long-term professional development is the ability to be able to reflect consciously and systematically on one' s teaching experiences.

There are many ways in which teachers can engage in critical and reflective review of their own practices throughout their teaching career (see Richards and Lockhart 1994; Richards and Farrell 2005), e.g., through analyzing critical incidents, teacher support groups, journal writing, discussion groups, action research and portfolios. Reflection involves looking back at teaching experiences as well as looking forward and setting goals for new or changed directions.

Conclusions

Any attempt to characterize the nature of quality, expertise, professionalism or effectiveness in language teaching is liable to the charge of different kinds of bias, since it is bound to reflect understandings that are shaped by culture, by context, by individual belief and preference as well as by limitations in our present state of knowledge. These limitations however should not prevent us from reflecting on the beliefs and assumptions that shape the way we understand the nature of teacher knowledge and teacher development for language teachers. For when we do so we are in a better position to assess what the goals of teacher development for language teachers are, as well as the means by which we seek to achieve them.
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Beyond Training: Approaches to Teacher Education in Language Teaching[1]




Two approaches have emerged in second and foreign language teacher education programs in recent years. One is education as &quot; training, &quot; a model that has characterized traditional approaches to teacher education and which still represents the mainstream of current practice. A second approach is referred to as &quot; development.&quot; The contrast between training and development (with the term &quot; education&quot; being a more general and inclusive term) is a useful way of characterizing and describing options in teacher education (Lange 1983; Richards 1987; Freeman 1989), and in this paper it will be used to describe alternatives available to those planning teacher education programs. To clarify the difference between these two approaches and the implications for teacher education programs, I will examine 5 aspects of teacher education, contrasting a &quot; training&quot; versus &quot; development&quot; perspective for each one. They are Approach, Content, Process, Teacher Roles, and Teacher-Educator Roles.

Teacher education as training

1. Approach

By &quot; approach&quot; I refer to the conceptual framework or philosophy underlying the program, that is, the theory and assumptions about teaching and teacher education that provide the starting point for program development. A number of interrelated themes characterize a training perspective. Many of these are implicit rather than overt and have to be teased out or inferred from looking at the programs themselves and how they are implemented.

(i)  The first assumption is that student teachers or teachers-in-service enter the program with deficiencies of different kinds (Breen et al.
 1989). These may be deficiencies of knowledge about the subject matter (e.g., the English language, Curriculum Design, Reading, ESP) or lack of specific skills or competencies (e.g., in the use of computers or the ability to teach process writing).

(ii) The second assumption is that the characteristics of effective teaching are known and can be described in discrete terms, often as skills or competencies. Teaching is not viewed as mainly individual or intuitive but as something reducible to general rules and principles and derived from pre-existing knowledge sources. Often these characteristics are identified with a specific method of teaching. Teachers should set out to improve their teaching through matching their teaching style to that of a proven teaching method, or by learning what it is that successful teachers do. The approach is, hence, prescriptive.

(iii) A related assumption is that teachers can and should be changed, and that the direction of change can be laid out in advance, planned for, monitored, and tested.

(iv) Lastly, the teacher education program is essentially theory driven and top-down. Experts may be the source of the new information, skills, and theory which underly the program, or it may be based on new directions in applied linguistics, second language acquisition, or methodology.




2. Content

By content, I mean the goals, topics, and subject matter that the program addresses. When teacher education is thought of as training, goals are typically stated in terms of performance, and content is identified with skills and techniques and the theoretical rationale for those skills and techniques. Content is generally pre-determined by the teacher educator. The program addresses observable, teachable, and testable aspects of teaching, which are often linked to specific situations. Pre-and post-training differences can then be measured to determine the program' s effectiveness. For example, before training, teachers might be tested to see what their typical wait-time behaviors are when using questions. Following a workshop in which teachers are trained to monitor their use of questions, the teachers are tested to see to what extent their behaviors have been modified as a result of training. Or, following a workshop on how to make their classrooms more communicative, teachers are observed in their schools to see to what extent their classes are now characterized by a greater use

of group work and less of a dependence on teacher-fronted and teacher-directed activities.

3. Process

Process refers to the means by which the content of the program is transmitted, that is, the techniques, activities and experiences used to impart new knowledge and skills to the teachers in training. A number of techniques are well suited to a training perspective. Some reflect a view of learning as &quot; modeling&quot; : student teachers model the behaviors of master teachers or effective teachers or they model proven techniques of teaching. For example, micro-teaching offers trainers a chance to model new behaviors to teachers and then for teachers to practice and learn the new skills. Observation (either of teachers in the classroom or of model lessons on video) similarly allows student teachers to learn through modeling or imitation. Demonstration, simulation, and role play are also procedures that can be used to help teachers master new techniques, with the hope that they will later try them out in their own classrooms, incorporate them into their repertoire of teaching strategies and, hence, become better teachers.

4. Role of the teacher

What is the teacher-in-training' s role in the process of teacher education from the training perspective? Essentially, the teacher is viewed as a technician. According to Zeichner and Liston (1987: 27), &quot; the teacher as technician would be concerned primarily with the successful accomplishment of ends decided by others.&quot; The effective teacher is also viewed as a skilled performer of a number of prescribed tasks. Training is intended to expand the teacher' s repertoire of tasks and to improve the effectiveness with which tasks are used. The prospective teacher is hence treated as an apprentice, and as a passive recipient of information and skills passed on to him or her by experts—the teacher educators. The teacher' s chief responsibility is to try to suppress old habits and replace them with new ones, and to match his or her teaching style to that prescribed by a new method or guru. The teacher is also expected to observe and imitate accurately, usually without questioning the new wisdom. Participants in audio-lingual training workshops or in Gateggno' s Silent Way Workshops will recall the insistence on &quot; suspend criticism: do it our way, and you' ll see we are right.&quot; Much of what the teacher already knows is seen as a hindrance and will need to be supressed, supplanted, changed, or modified.




5. Role of the teacher educator

From a training perspective, the teacher educator is seen as an expert, as a catalyst for change, as a model teacher, and as the source of new ideas and information. His or her primary functions are to provide ideas and suggestions, to solve problems, and to intervene and point out better ways of doing things.


Limitations of training




The training perspective characterized above exists in a variety of forms, and advocates of training can attest to its effectiveness. It does not take a very sophisticated research design to demonstrate that for some aspects of teacher education, training works. Teachers' behaviors can be changed, often as a result of relatively short periods of training. For example, in a study of the effects of training on teachers' questioning skills (Borg, Kelley, Langer, & Gall 1970: 82) a mini-course that consisted of a film explaining the concepts and training in the form of modeling, self-feedback, and micro-teaching, brought about significant changes in the teachers' use of questions. Training is well suited to the treatment of skills, techniques, and routines, particularly those that require a relatively low level of planning and reflection. There are times when a training approach may be all that is required, such as when a group of teachers in a school request a demonstration or workshop on the use of new computer software for the teaching of writing. But despite these advantages, a number of limitations are apparent.

1.  Training reflects a very limited view of teachers and of teaching, one that reduces teaching to a technology and views teachers as little more than technicians. It likewise presents a fragmented and partial view of teaching, one which fails to capture the richness and complexity of classroom life and the teacher' s role in it. It treats teaching as something atomistic rather than holistic (Britten 1985).

2.  It follows that training limits itself to those aspects of teaching that are trainable and does not address more subtle aspects of teaching, such as how the teacher' s values and attitudes shape his or her response to classroom events. Yet these are crucial dimensions of teaching and should not be ignored in teacher education.

3.  Training is not classroom based. The content chosen for inclusion in the training program is typically pre-determined and selected according to trends in current theory (e.g., the application of insights from second language acquisition research), or according to current vogues in methodology. The focus for training is not on an exploration of the actual processes employed by teachers in classrooms and their significance. Hence, it is unlikely that the program will address issues that are central to the real experience of teachers.

4.  With training, the locus of responsibility for development lies with the teacher trainer, rather than with teachers themselves.

Let us now compare a training perspective with a teacher development perspective.

Teacher education as development

1. Approach




A number of second language teacher educators have contributed to clarifying the difference between &quot; training&quot; and &quot; education&quot; or &quot; training&quot; and &quot; development&quot; (see Larsen-Freeman 1983; Richards 1987; Pennington 1989; Freeman 1989). Lange (1989) describes the term teacher development as describing a process &quot; of continual, intellectual, experiential, and attitudinal growth.&quot; He distinguishes it from training as being &quot; more encompassing and allowing for continued growth both prior to and throughout a career.&quot; The distinction is not a new one in teacher education; it dates back at least to Dewey' s influence on education at the turn of the century (Haberman 1983). At the level of approach, some of the main conceptual features of teacher development are:

(i)  Teachers are not viewed as entering the program with deficiencies. Although there are obviously areas of content that teachers may not be familiar with and may wish to learn about, more emphasis is placed on what teachers know and do and on providing tools with which they can more fully explore their own beliefs, attitudes, and practices.

(ii) While teacher development acknowledges a theory of teaching as central to the process of planning and implementing a teacher education program (Richards 1987; Freeman 1989), such a theoretical basis serves not as a source of doctrine which is used to shape and modify teachers, bringing them more closely to an ideal model, but serves as a starting point. Its role is to help teachers explore, define, and clarify their own classroom processes, and their individual theories of teaching and learning. The approach is, hence, non-prescriptive. Teaching is acknowledged to be an intuitive, individual, and personal response to classroom situations and events.

(iii)The program does not start with the idea that teachers must change or discard current practices. As Freeman (1989: 38) observes,

Change does not necessarily mean doing something differently; it can be an affirmation of current practice: the teacher is ［perhaps］ unaware of doing something that is effective.

The focus is, thus, more on expanding and deepening awareness.

(iv) The program is discovery oriented and inquiry based, and bottom-up rather than top-down. Instead of the program being dependent upon external knowledge and expertise, external input serves as only one source of information. It is complemented by teacher input, and both interact to help teachers understand their own attitudes, values, knowledge base, and practices, and their influence on classroom life.



2. Content

When teacher education is approached from the perspective of development, although some of the content areas included in training-based programs are not necessarily precluded, the content base is expanded both in breadth and depth and a different treatment of techniques and skills is required. At the same time, goals and content have to be articulated that go beyond skills and techniques and address higher level issues, including conceptual, attitudinal, and affective aspects of teaching. These include such hidden dimensions of teaching as the following:

(i) the decision-making and planning processes employed by teachers

(ii) the culture of teachers, that is, the concepts, value systems, knowledge, beliefs, and attitudes that form the basis for teachers' classroom actions




(iii)teachers' views and perceptions of themselves

(iv)teachers' characterizations of their own approaches to teaching and their understanding of effective teaching

(iv)roles of teachers and learners in the classroom.

Wright (in press) sees a focus on teacher and learner roles in the classroom as the central and essential focus of teacher education programs in language teaching. The distinction between the received rather than the negotiated or reflexive curriculum is also relevant here.

On the one hand, a curriculum that follows a received perspective presents knowledge with the intent that student teachers accept it as predominantly non-negotiable.

Student teachers are to be relatively passive recipients of that which is imparted, whether the source is the wisdom of experienced practitioners or the latest findings of research on teaching. On the other hand, a reflexive curriculum does not totally predetermine that which is to be learned but makes provisions for self-determined needs and concerns of student teachers as well as the creation of personal meaning by students. A reflexive curriculum also includes provisions for the negotiation of content among teachers and learners. (Zeichner and Liston 1987: 27)

Hence, goals and content are required that engage teachers in reflecting critically on their own teaching and on their own roles in the classroom, At the same time, opportunities are provided for student teachers and teachers-in-service to develop the ability to make judgements about the content and process of their work, and to &quot; act and react—to initiate and respond&quot; (Roderick 1986: 308).

Reflection is a key component of teacher development. The skill of self-inquiry and critical thinking is seen as central for continued professional growth (Zeichner 1982), and is designed to help teachers move from a level where they may be guided largely by impulse, intuition, or routine, to a level where their actions are guided by reflection and critical thinking. Zeichner and Liston, (1987: 24) describing the rationale for a reflective model of teacher education being implemented at the University of Wisconsin, observe:

Utilizing Dewey' s (1933) concept of reflective action as the organizing principle of its curriculum, the program literature expresses a desire to develop in student teachers those orientations...and skills...which lead to reflective action. The continuing development of technical skill in teaching is also addressed, but only within this broader context of reflective action.

Development does not, therefore, necessarily seek to bring about any specific changes in teachers' behaviors, but to increase awareness, to deepen understanding of causes and consequences, and to broaden perceptions of what is and is not possible.

3. Process

The different kinds of goals needed with a teacher-development approach require a rethinking of the whole process by which teacher education is conducted. The higher-level cognitive and affective dimensions of teaching that the approach seeks to address cannot be achieved through modeling, practice, imitation or mastery learning. Other alternatives are therefore needed.




A number of different kinds of learning experiences are being employed in an attempt to move beyond skills-training in teacher education (Richards and Nunan in press). These include:

(i)  values clarification: activities that engage teachers in examining their own values, attitudes, and belief systems. These may be either relatively informal (e.g., discussion groups, focus groups, brainstorming) or more formal (e.g., questionnaire, structured interviews).

(ii) observation: activities in which teachers observe either other teachers at work or themselves through video recordings, in association with activities that are designed to help teachers explore the significance of patterns of behavior identified (Nunan in press (a & b)). Observation is employed here not in order to demonstrate good teaching, but to provide data for reflection and analysis.

(iii)self-reflection: journal and diary accounts can be used to provide opportunities for student teachers to use the process of writing about their own teaching experiences as an analytical tool and to provide information for later reflection (Roderick 1986; Bailey in press; Porter et al
 . in press).

(iv) self-reporting: the use of self-reports and inventories or check lists, in    which teachers record information about what they did during a lesson and describe what worked or didn' t work (Richards in press).

(v) project work: individual or collaborative projects in which teachers address specific classroom issues and then design projects around them.

(vi) problem solving: sessions in which participants bring examples of problems that have arisen out of their classroom experience, reflect on possible causes, and design strategies to address the problems.

(vii)action-research: small-scale classroom based projects in which teachers identify an aspect of their own classroom that they want to learn more about and then develop an action research program involving data gathering, intervention, monitoring, and evaluation. Such research is not designed to produce generalizable theories and universal truths but is intended to provide a basis for practical classroom action (Kemmis and McTaggart 1982; Nunan in press (b)).

4. Role of the teacher

Teachers take on different roles and responsibilities in a program which centers on development rather than training. The teacher is no longer in a subservient or subordinate role, passively and anxiously awaiting guidance, direction, and suggestions for change and improvement. Rather, the teacher is in a collaborative relationship with the teacher educator. The teacher is an investigator of his or her own classroom and his or her role in it and determines what aspects of the classroom he or she wants to know more about. The teacher, rather than the teacher educator now assumes the responsibility for identifying priorities for observation, analysis and, if necessary, intervention. The teacher-educator' s role in this relationship is to help by providing information and resources that will assist in the process. As Breen et al
 . (1989) emphasize, the teacher rather than the teacher trainer is the agent for change, and the teacher' s class and the learners in it are the source for information out of which a classroom-centered theory of effective teaching and learning is developed.

5. Role of the teacher educator




Changes in the role of the teacher in teacher development necessarily involve changes in the role of the teacher educator. The teacher educator has to move from the role of expert, trainer, or supervisor, to that of collaborator, consultant, or facilitator. No longer merely a transmitter of information, knowledge, and skills, the teacher educator is now involved in a collaborative and interactive relationship. Freeman (1989) sees the teacher educator' s role as primarily &quot; triggering change through the teacher' s awareness, rather than to intervene directly.&quot; Similarly, Roderick (1986: 308) describes teacher educators and student teachers as &quot; co-participants in and co-constructors of educational experience.&quot;

The differences between the training and development approaches in teacher education can now be summarized.

Training and development perspectives on teacher education
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Implementing a teacher development approach

I have argued that a teacher development approach to teacher education represents a more appropriate model than a training perspective because (a) it offers a richer and truer conceptualization of teaching, (b)it represents a more democratic division of student-teacher and teacher educator roles, and (c) it has more valid goals. However, what problems can be expected when we try to implement such an approach? The following are some of the issues that may have to be resolved.

1. Developing teacher educators

A fundamental problem is finding faculty who are willing or able to make the move from teacher training to teacher development. Unfortunately, most faculty in university-based graduate TESOL programs have no training in teacher education and are often unwilling to see it as relevant to their work. They are typically subject-matter specialists who abandoned second language teaching years ago (if they ever did any)in favor of more fashionable research on English syntax, second language acquisition or sociolinguistics. They often hold the view that by giving teachers increasingly sophisticated knowledge about language and language learning theory, or by training teachers in quantitative research methods, their abilities as teachers will improve. But as Freeman comments (1989: 29):

Although applied linguistics, research in second language  acquisition, and methodology all contribute to the  knowledge on which language teaching is based, they are not,   and must not be confused with, language teaching itself.  They are, in fact, ancillary to it, and thus they should  not be the primary subject matter of language teacher  education.

2. Preparing teachers for development

The new roles required of teachers in a development-focussed approach may not be ones which teachers expect, are familiar with, or may feel comfortable with. Some teachers prefer being told what to do and what works best, and are more interested in being taught to use a method than to develop their own resources as teachers.

An essential phase in planning a new program is, hence, in providing teachers with an understanding of the nature and process of teacher education and their role in it, negotiating appropriate goals, and building realistic expectations.

3. Building school support

A program that involves classroom research, collaborative project work, and other school-based initiatives, is dependent upon the good will of colleagues and supervisors for its successful implementation. Does the school see the value of such an approach and provide the necessary support and encouragement? If not, we may be setting out to prepare teachers to carry out a role which their school does not want them to assume. Liaison and networking with schools and engaging supervisors and other school personnel in the planning phase of program development can help address this problem.




4. Evaluating program accomplishments

Because program goals in teacher development are long-term, ongoing, and often not measurable directly, rather than short-term, measurable and performance based, it is difficult to determine if and when such goals have been attained. Effects may not be immediately apparent, creating an aura of fuzziness and making evaluation difficult to accomplish. Case studies, ethnographic and longitudinal approaches may therefore be needed to help follow the effects of the program on different dimensions of teacher development.

These limitations should not, however, discourage us from moving second language teacher education into a new and more fruitful phase of its evolution, one which is characterized by less of a reliance on applied linguistics, less of an emphasis on training, and more attention to the nature and process of teaching and to teacher self-deveopment and continuing growth. Too many teachers leave second language teacher education programs either bursting with inapplicable theory or with a bag of tricks that offers only partial solutions to the complex issues they confront in the real world. We must do better. The challenge for us in teacher education is to equip teachers with the conceptual and analytical tools they need to move beyond the level of skilled technicians and to become mature language teaching professionals.
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Content Knowledge and Instructional Practice in Second Language Teacher Education[1]




This paper seeks to examine approaches to second language teacher education (SLTE) by considering two issues: content knowledge, and instructional practice. The status of both these domains within the field of SLTE will first be examined and then implications for the design of SLTE progams will be considered. While the training and preparation of second language teachers is a well established activity within the field of language teaching, with a wide variety of courses, degree programs, and professional diplomas and certificates being offered world wide, the recognition of second language teacher education as an emerging generic field
 , is relatively new. This paper considers the extent to which SLTE has developed a coherent theoretical foundation and evolved a specific body of educational practices.

In planning SLTE programs, the basic decisions which have to be considered are the same as those involved in planning any kind of instructional program—namely, what do we teach, and how do we teach it? Decisions of the first kind have to do with what can be termed Pedagogical Content Knowledge
 , and the latter with Instructional Practice
 . For example, a decision that prospective language teachers should study something about cross cultural communication is part of the domain of Pedagogical Content Knowledge. A decision that they should acquire this information by attending a workshop in which they take part in simulation-activities designed to raise issues concerning cultural differences in communicative styles, is a question of Instructional Practice. Issues raised in making decisions in both of these domains form the focus for the rest of this paper.

Pedagogical content knowledge

In the present context, Pedagogical Content Knowledge is defined as the core set of theories, concepts and practices regarding second language learning and teaching which form the content of Second Language Teacher Education. Marks (1990: 9) defines Pedagogical Content Knowledge as:





a class of knowledge that is central to teacher' s work and that would not typically be held by    nonteaching subject matter experts or by teachers who know little of that subject matter.

In order to determine the Pedagogical Content Knowledge of the field of SLTE, it is necessary to identify the sources of this knowledge. At least four sources are available in SLTE: expert opinion, task analysis, teacher-perceived needs, and current practice or &quot; tradition.&quot; Expert opinion refers to the views of subject matter specialists and other experts as to what it is that prospective second language teachers need to know. Task analysis refers to deriving pedagogical content knowledge from an analysis of the situations in which teachers work, the tasks they typically perform on the job, and the kinds of skills they need for performing those tasks. Teacher-perceived needs refer to teachers' expressions of need for professional development. Current practice refers to what SLTE programs currently offer to teachers in training. These four sources can provide guidance in setting up new programs and in evaluating how well the profession is meeting its aims.




Expert knowledge

A long accepted practice in determining curriculum content is to ask experts what they think the clients need to know. In a field such as SLET which draws on a number of source disciplines, it is not always clear who the relevant experts are. This has not always been the case. Forty years ago, linguists regarded themselves as experts in second language teaching and had a considerable influence on both the content and process of second language teacher training programs (Richards & Rodgers 1986). Few would expect linguists to have a major input to the design of SLTE programs today, but there is no consensus as to what the most appropriate expertise is. It could come from such fields as General Education, Instructional Design, Curriculum Development, Teacher Education, Second Language Acquisition, or Applied Linguistics, depending on one' s persuasion.

Views of language teaching specialists as to what constitutes the core body of theory, concepts, skills, and practices in the field are most readily seen in what they write about the field. Comparison of the content of introductory textbooks in the field reveals a reasonable base of current expert opinion.

Rivers' Teaching Foreign Language Skills
 (1981) , for example, covers the following areas:

    1. Objectives of language teaching

    2. Language teaching methods

    3. Theories of language and language learning

    4. Structured practice

    5. Teaching sounds

    6. Listening comprehension

    7. The speaking skill: learning the fundamentals

    8. The speaking skill: expressing personal meaning

    9. The reading skill

10. The writing skill

11. Cultural understanding

12. Testing: principles and techniques

13. Technology and language learning centers

Omaggio' s Teaching Language in Context
 (1986), another comprehensive introduction to language teaching, covers the following:

    1. First principles

    2. Methodology in transition

    3. The role of context in comprehension and learning

    4. A proficiency-oriented approach to listening and reading




    5. Developing oral proficiency

    6. Becoming proficient in writing

    7. The accuracy issue

    8. Classroom testing

    9. Teaching for cultural understanding

10. Planning instruction for the proficiency-oriented classroom

A book representing the British approach in TESOL, Abbott and Wingard' s The Teaching of English as an International Language
 (1981) treats these topics:

  1. Approaches to English teaching

  2. Pronunciation-perception and production

  3. Comprehension and listening

  4. Comprehension and reading

  5. Oral fluency

  6. Writing

  7. Assessment

  8. Error analysis

  9. Remedial work

10. Planning your teaching

11. The teacher and the class

12. Putting things in perspective

Another British text, Harmer' s The Practice of English Language Teaching
 (1983), includes:

  1. Why do people learn languages

  2. What a native speaker knows

  3. What a language student should learn

  4. Language learning and language teaching

  5. Teaching the productive skills

  6. Introducing new language

  7. Practice

  8. Communicative activities




  9. Receptive skills

10. Class management

11. Planning

These books share some common themes. They reflect a skills-oriented approach, rather than one which attributes a primary role to the teaching of grammar or literature. They include consideration of such issues as theories of language, second language learning, and learner errors. They do not advocate a specific method of teaching (such as the Audiolingual Method or The Natural Approach.) They differ in the extent to which they deal with cultural issues, classroom management, and assessment.

How did an earlier generation of experts define the core content of the field? Brooks' Language and Language Learning
 (1960)—a classic in the days of Audiolingualism—includes chapters on the following issues:

  1. Theory of language

  2. Language and talk

  3. Mother tongue and second language

  4. Language learning

  5. Language teaching

  6. Language and culture

  7. Language and literature

  8. Objectives of the language course

  9. Continuity for the learner

10. Methods and materials

11. The language laboratory

12. Tests and meaurements

13. Building a profession

Bright and McGregor' s Teaching English as a Second Language
 (1970), another influential book in the seventies which represents the British approach to TEFL at that time, has chapters on the following topics:

    1. Generalizations

    2. Vocabulary

    3. Reading

    4. Writing

    5. Speech

    6. Drama




    7. Poetry

    8. Grammar

In comparing an earlier generation of books with more recent texts, we see that most of the issues identified by Brooks thirty years ago are still considered central to the field. More recent books, however, acknowledge the last twenty years of research and theorizing in such areas as second language acquisition, language comprehension, language transfer, and interlanguage. Likewise, the &quot; skills plus grammar and literature&quot; focus seen in books such as Bright and McGregor have now been supplemented by treatment of syllabus design and testing and a more sophisticated linguistic base, drawing from disciplines such as sociolinguistics and psycholinguistics. However, both recent and earlier texts typically present a view of language content which consists of subject matter knowledge (i.e., language and language related matters) and skills (i.e., presenting new materials, practice techniques, and classroom management).

Task analysis

Another source for determining the content of SLTE programs is through identifying the kinds of things that teachers do on the job, and deriving components for a teacher education program from the information obtained. As Connell (1985: 69) states, &quot; Teachers are workers, teaching is work, and the school is a workplace.&quot; In order to identify priorities to be addressed in a teacher education program, Smith (cited in Fanselow & Light 1977: 5) suggests it is necessary to:

a. analyze the job of teaching into the tasks that must be performed;

b. specify the abilities required for the performance of these tasks;

c. describe the skills or techniques through which the abilities are expressed;



d. work out training situations and exercises for the development of each skill.



Information on the task base of teaching was obtained from a survey of expatriate TESOL teachers in Japan (Richards & Hino 1983). Respondents (N=116) indicated that the ten tasks they most frequently had to undertake were:

    1. Teach speaking

    2. Teach listening

    3. Prepare materials

    4. Use audiovisual aids

    5. Design curriculum/syllabuses

    6. Prepare tests

    7. Teach writing

    8. Teach reading

    9. Interpret test scores




10. Do administrative work

The same subjects indicated that the methods they most frequemly employed in the classroom were:

    1. Combination of methods

    2. Direct method

    3. Notional/functional

    4. Audiolingual

    5. Total Physical Response

In a recent study of Hong Kong English teachers (Richards, Tung & Ng 1990) a number of dimensions of teachers' work were identified in a questionnaire study. In response to a question on the kinds of teaching activities and techniques teachers employed, the ten most frequently cited activities were (N=137):

    1. Doing reading/writing exercises in the textbook

    2. Written grammar exercises

    3. Composition

    4. Pair/group work

    5. Reading aloud

    6. Dictation

    7. Oral grammar exercises

    8. Pronunciation drills

    9. Role-play

10. Games

The differences between the teaching practices of teachers in the Japanese and Hong Kong study reflect the conversational focus of many English language programs in Japan, and the exam-based teaching seen in many Hong Kong schools. The teaching approaches and methods the Hong Kong teachers identified as using most frequently were:

1.  Grammar-based approach: studying the structures of the language



2.  A functional approach: using language for communicative purposes



3.  A situational approach: learning language used in particular contexts



4.  A reading approach: learning language through reading

5.  An eclectic approach geared to meeting the requirements of theexaminations



As with most areas of SLTE, information on the tasks teachers actually carry out as part of their professional life is generally unreported, though information on the roles and practices of teachers in particular programs is available (e.g. , Shaw & Dowsett 1986; Nunan 1987).




Attempts to derive educational goals and content from analysis of the tasks that teachers perform in their work has been identified with a &quot; reconstructionist&quot; approach to educational planning, i.e., one which emphasizes the importance of planning, efficiency and rationality and which stresses the practical aspects of education. In second language teaching this approach emphasizes the promotion of practical skills, makes use of objectives, and advocates a systematic approach to needs analysis, program development, and syllabus design (Clark 1987). It is typically identified with a &quot; training&quot; approach to teacher education, that is, one which sees the teacher as a skilled craftsperson or technician, who is concerned &quot; primarily with the successful accomplishment of ends decided by others&quot; (Zeichner & Liston 1987: 27).

Teacher-perceived needs

In the case of inservice-program design, teachers can also be consulted directly about the kind of professional development and training they think they need. In the Japanese study cited above (Richards & Hino 1984), when asked what issues they would like to study more about if they were to pursue a Master' s degree in TESOL, experienced expatriate English teachers in Japan without graduate TESOL qualifications indicated preferences for the following topics/areas (N=75):

    1. Teaching of listening

    2. Teaching of speaking

    3. Second language acquisition

    4. Materials writing, selection and adaptation

    5. Curriculum and syllabus design

    6. Use of audiovisual aids

    7. Psycholinguistics

    8. Sociolinguistics

    9. Teaching of writing

10. Teaching of reading

This prioritizing of needs reflects the kinds of work which expatriate English teachers in Japan are typically engaged in—teaching speaking and listening skills in conversation programs. Using teachers as a source of information about program content raises the tricky question of &quot; Do teachers really know what they need to know?&quot; The difference between what teachers think they need to know and what experts think teachers need to know is often striking. Many teachers disavow any interest in the theoretical issues which occupy an important place in graduate TESOL programs. For example, comments such as the following were typical in the Japan study cited above:

&quot; I would not be interested in any theoretical courses. I am only interested in things that could be used tomorrow.&quot;




&quot; I would have little interest in theory and research per se.&quot;

Compare these views with an expert' s opinion of what teachers' need:

The professional teacher of English as a Second Language needs pedagogical training to be a teacher, and academic training in English language and linguistics to be a professional in our field. But of the two, there is a certain priority for English language and linguistics, for a decision on the nature of language and on the psycholinguistic mechanisms of language acquisition will determine to a large extent our decision on the principles and methods of teaching. (Diller, cited in Richards & Hino 1984)

Current practice

Another source for the content of SLTE programs is information about what is typically offered in current programs. What kinds of courses and learning experiences are typically provided in second language teacher education programs around the world? Information of this kind is available from various sources, including directories of programs as well as surveys of aspects of different programs (e.g., Richards & Crookes 1988). In the Japanese survey, teachers with MA TESOL degrees were asked to indicate the subjects they studied as part of their graduate training. The data was collected in 1982 and the average number of years since graduation was 7 (N=41). The following courses had been taken:





	
Rank Subject/Area


	
% who took course work in this area





	
1. phonology/phonetics


	
97





	
2. transformational grammar


	
95





	
3. structural linguistics


	
92





	
4. second language acquisition


	
88





	
5. first language acquisition


	
85





	
6. contrastive analysis


	
84





	
7. teaching of speaking


	
79





	
8. teaching of writing


	
79





	
9. teaching of listening


	
76





	
10. teaching of reading


	
76





	
11. sociolinguistics


	
75





	
12. method analysis


	
73





	
13. psycholinguistics


	
73





	
14. practice teaching


	
72





	
15. traditional grammar


	
70





	
16. error analysis


	
68





	
17. semantics


	
66





	
18. materials writing, selection, and adaptation


	
63





	
19. language testing


	
63





	
20. history of language teaching


	
58





	
21. curriculum/syllabus design


	
58





	
22. use of audiovisual aids


	
57





	
23. pedagogical grammar


	
56





	
24. varieties of English


	
52





	
25. classroom management


	
47





	
26. discourse analysis


	
46





	
27. statistics and research


	
46





	
28. bilingual education


	
45















It can be seen that &quot; theory&quot; courses predominated in the graduate courses taken by most of these teachers. A useful source of information about the content of graduate TESOL programs is the Directory of Professional Preparation Programs in TESOL in the United States 1989
 -1991
 (Kornblum 1989). The directory lists all graduate programs available in the US, and also contains information about the required courses in such programs.

The content of the courses listed varies widely, since US programs are directed at different kinds of students: the focus maybe research oriented, oriented towards teaching skills, or directed towards the requirements of state school systems. Thus the required courses in the program offered at California State University, Domingues Hills, are:

Phonology

Morphology

Syntax

Psycholinguistics

Contrastive analysis

Linguistic theory

Teaching methods (2 courses)

English literature




By contrast the program offered at Eastern Michigan University has the following required courses:

Observation and analyses of ESL programs

Theoretical foundations of second language pedagogy

A pedagogical grammar and phonology of ESL

Methods of TESOL (Reading, Writing, Grammar)

ESL materials: review, adaptation and development

(Reading, Writing, Grammar)

Methods of TESOL (Listening, Speaking, Pronunciation)

ESL materials: review, adaptation, development

(Listening, Speaking, Pronunciation)

Foreign language testing and evaluation

TESOL practicum

TESOL seminar

An examination of the course requirements in a sample of 50 MA TESOL programs listed in the TESOL directory reveals the following required courses:





	
Course


	
Number of programs requiring





	
TESOL methods and materials


	
47





	
English grammar/syntax


	
36





	
linguistics


	
36





	
practice teaching


	
33





	
phonology


	
32





	
second language acquisition


	
29





	
syllabus/curriculum design


	
24





	
testing


	
24





	
research in TESOL


	
16





	
language and culture


	
12





	
teaching reading


	
11





	
contrastive/error analysis


	
11





	
sociolinguistics


	
11





	
bilingual education


	
10





	
teaching writing


	
10





	
history of English


	
7





	
psycholingnistics


	
5











Discussion

Pedagogical content knowledge in SLTE programs typically consists of courses selected from two main areas: subject matter knowledge (language theory, English grammar, phonology, second language learning, etc.) and teaching skills (methodology, classroom management, presentation and

practice techniques, etc.).

Traditionally, language-based courses have been given a major emphasis, and this is partly a reflection of the history of the TESOL profession. In a survey of MA TESOL programs in 1977, Acheson noted: The lack of concern with such educational
 matters as competency and performance in the classroom is partly explicable by the fact that only about ten of America' s 50 TESOL departments appeared to be affiliated to schools, departments, or colleges of education. The

remaining 40 were attached to departments of linguistics, English, foreign languages, speech, or other administrative units in the academic institutions. Furthermore in many cases, it is surmised that the preparation of teacher educators in the TESOL teacher preparation programs has been exclusively in linguistics, rather than in education and/or the teaching
 of ESOL. (Acheson 1977: 33)

The current Directory of Professional Programs in TESOL in the United States (TESOL 1989) gives a somewhat similar picture of where MA TESOL programs are currently located:









	
Home department


	
Number of programs





	
English


	
46





	
Education/Curriculum


	
41





	
Linguistics


	
25





	
Foreign languages


	
10





	
ESL/TESOL


	
6





	
Other


	
19















Some 28% of programs are now located in departments of education, compared with the 20% found in Acheson' s survey. The lack of consensus as to what the core disciplines underlying SLTE are is seen in the widely different components of programs as well as in the fact that they are located in such a spectrum of different university departments. This supports Freeman' s observation:




  Language teacher education has become increasingly fragmented and unfocused. Based on a kaleidoscope    of elements from many different disciplines, efforts to educate individuals as language teachers often lack    a coherent, commonly accepted foundation. In its place, teacher educators and teacher education programs    substitute their own individual rationales, based on pedagogical assumptions or research, or function in    a vacuum, assuming—yet never articulating—the bases from which they work. (Freeman 1989: 27)

This kind of problem is not unfamilar in other areas of teacher education. Students preparing to enter the general teaching profession, for example, are generally required to take courses in &quot; the psychology of education, &quot; but increasingly both student teachers and educators have begun to ask why such a subject should be required, what such a field is supposed to include, what relevance it has to classroom practice, and how it should be taught (cf. the entry on Teacher Training
 in Harre and Lamb 1986).

Freeman (1989) argues that SLTE is confused about its pedagogical content base because the profession has failed to appreciate the distinction between language teaching and the areas of inquiry on which it is based (linguistics, applied linguistics, methodology, SLA, etc.). He points out that applied linguistics and methodology should not be confused with teaching itself, and &quot; should not be the primary subject matter of language teacher education&quot; (1989: 29). In a paper with a similar focus Richards (1987: 205) noted that &quot; there has been little systematic study of second language teaching processes that could provide a theoretical basis for deriving practices in second language teacher education.&quot; It was argued that pedagogical content knowledge in SLTE should be derived from a theory of teaching, that is, a statement of the general principles that account for effective teaching, including a specification of the key variables in language teaching and how they are interrelated. This would focus on examining the concepts and thinking processes that guide the effective second language teacher. Freeman (1989: 31) sees this as a focus on language teaching as &quot; a decision-making process based on four constituents: knowledge, skills, attitude, and awareness.&quot; Such a reorientation of the content of SLTE programs would entail a reexamination of the teaching approaches used in such programs. It is to this dimension of SLTE that we now turn.

Instructional practice in SLTE

How is the content of SLTE programs typically taught and what instructional options are available? Unfortunately, there is no data available on this issue, though observation of and participation in a number of such programs suggests that most often &quot; information transmission&quot; is the major mode of instruction. The assumption is that by providing teachers with information about language, language learning, and methodology, teachers themselves will be able to apply such information to their own classroom practices. There is a considerable irony here. For years, language teaching specialists have argued &quot; teach them the language, not about
 the language.&quot; But in SLTE programs, the focus is often on giving information, rather than on exploring the process of teaching itself.

If an attempt is made to link theory with practice, it is generally through the practicum or teaching practice experience. In a survey of the practicum course in US graduate programs (Richards & Crookes 1988) it was found that the second most frequently cited objective for the practicum was &quot; to apply instruction from theory courses.&quot; Often however, this application is left entirely to chance, and the practicum is run as a self-contained and independent component of the student teacher' s teacher education program.




What alternatives are available if we are interested in developing second language teacher education programs which move beyond subject matter knowledge and teaching techniques and which focus in a substantial way on the process of teaching itself? A starting point is the development of goals which acknowledge teaching and the study of language teaching as the fundamental content of the field of second language teacher education. The following are examples of goals which identify the teaching process itself as the subject matter of SLTE:

— to develop a high level of competence in language teaching and its related activities;



— to develop a personal theory of teaching and a reflective approach to one' s own teaching;



— to become aware of the contexts of teaching (settings, participants, curriculum, materials) and    the effects of these on teaching and learning;



— to recognize the theories and beliefs underlying one' s own teaching practices;



— to understand the roles of teachers and learners in the classroom and the different levels of  interaction they take part in;



— to develop awareness of different options available in language teaching and the consequences  of selecting different options;



— to acquire skills needed for classroom based inquiry;



— to recognize the kinds of decision-making teaching involves and to utilize decision-making  effectively in one' s own teaching;



— to be able to analyze and evaluate one' s own teaching practice;



— to be able to redirect goals and strategies in teaching;



— to know how to initiate change in one' s own classroom and how to monitor the effects of such  changes.



In developing teacher education programs, activities are then needed which enable these kinds of goals to be realized. While lectures, seminars, and discussions will continue to provide one mode of input to program implementation, more experientially based approaches are needed to address the kinds of goals identified above. Activities of this kind include the following:

1. Observing teaching in different settings

    a. Observation of experienced teachers

    b. Peer observation

    c. Study of video protocols of lessons

2. Experiencing teaching in different settings

    a. Microteaching

    b. Practice teaching

    c. Team teaching




    d. Internships.pa

3. Investigating teaching and learning

    a. Case studies

    b. Investigative projects

    c. Analysis of lesson protocols

4. Reflecting critically on teaching/learning experiences

    a. Diaries

    b. Language learning experiences

    c. Reflective teaching

    d. Serf-monitoring

5.  Focusing on critical events in teaching

    a. Problem-solving

    b. Role plays and simulations

6. Carrying out project-work

    a. Action research

    b. Curriculum and materials projects

Let us now consider how some of these activities can be used in pre-service and in-service programs in teacher education. Examples are drawn largely from programs currently being taught or developed at the City Polytechnic of Hong Kong—an in-service degree for teachers of English, and a pre-service BA (Hons) degree in TESL.

Observing teaching in different settings

Observation of teaching is a standard component of most teacher education programs. In both pre-and in-service courses it can serve to help develop concepts that can be used to describe and analyze the nature of classroom events. In pre-service programs, observation (both of live teachers and of videotaped lessons) can be used to help teachers develop a terminology to describe and discuss teaching, and to provide data with which to examine central concepts in their own teaching. In our work with in-service teachers, teachers are first taught techniques of ethnographic observation in order to disassociate observation from the notion of evaluation, to develop the ability to focus on the objective description of classroom events, and to develop a language to describe classroom processes. In the pre-service program, observation has a related focus. Since the participants in this program have no teaching experience, observations of different kinds of ESL classes are intended to orient student teachers to the nature of the second language classroom, its organization, practices, and norms, and to enable student teachers to develop an awareness of the kinds and levels of interaction that happen in language classrooms.




Experiencing teaching in different settings

In our pre-service degree we are exploring a number of alternatives to depending solely on the teaching practicum as a source for practical experience of teaching. One avenue we are exploring involves a re-examination of micro-teaching.

Micro-teaching is traditionally associated with a training-based view of teaching. This view is built on the assumption that teaching can be broken down into individual skills that can be isolated and practiced individually, such as drilling, correcting errors, and presenting new vocabulary or grammar. While this skills-based view of teaching has been criticized as offering a limited view of teaching, micro-teaching activities can be used to provide different kinds of teaching experiences, which can then be used as a basis for reflection and analysis.

The emphasis is placed not on mastering a specific isolated skill, for example, but on identifying and reacting to the total teaching act. The task given to the students is accordingly more holistic and the expectations from the feedback sessions are both broader and less precise (Kornblueth & Schoenberg 1990: 17).

Cruickshank et al.
 (1981) have developed an approach which has the following features:

1. student teachers are divided into small groups of four to six;



2. each are given an identical lesson to teach and have a few days to prepare for teaching to the  small group;



3. content is not drawn from their academic subject (i.e., future English teachers might present  a geography lesson: this is intended to encourage focus on the process of teaching rather than  on the content);



4. lessons are taught within a 15 minute time frame;

5. a reflection process follows, within each group and then with the class as a whole.



Modifications of this approach are used in the pre-service program.

Investigating teaching and learning

A primary goal in in-service programs is to provide teachers with ways of looking at their own classrooms from a different perspective. Activities which promote self-inquiry and critical thinking are central for continued professional growth, and are designed to help teachers move from a level where their classroom actions are guided by routine to a level where their practices are guided by reflection and critical thinking.

One course in the in-service program, for example, focuses on exploring classroom processes. Each week one aspect of classroom life is examined. Topics covered include structuring, learner roles and strategies, teacher roles, teacher decision-making, tasks, grouping, teacher-student interaction, and classroom language. Initially in seminar sessions, video protocols of actual lessons are used to identify different dimensions of classroom behavior. Each week the teachers audiotape one of their own lessons and then write a reflective response to it, focusing on the topic under discussion that week. An assignment during a week in which the topic of teacher decision-making was being discussed consists of the following activity:




A. Planning decisions: As you plan a lesson for the coming week, make notes of the planning  decisions you made:



1. What alternatives did you consider?

2. How did your belief system influence your decisions?

3. What final decisions did you make? Why?

B. Interactive decisions: Audio-record the lesson you planned. Later that day, review the lesson  by listening to the recording and comparing the actual lesson to your plan. Write a commentary  on your lesson focusing on the interactive decisions that you made during the lesson:



1. What happened during the lesson that you didn' t plan for?

2. What kinds of interactive decisions did you make? Why?

3. On reflection, do you think an alternative decision would have been better? Why?



Investigation of different aspects of language teaching, language learning, and language use, is a strand running through many of the courses in both the pre-service and in-service programs. In a course on pedagogic grammar, for example, as part of a unit on aspect and tense in English, students might build up a data base of native-speaker usage (based on occurences in newspapers or other sources) as well as of learner usage (based on a written corpus either collected by teachers themselves or provided by the course instructor). This is then used to test out particular theories of tense and aspect or of second language acquisition. Or in a course on second language acquisition, teachers might administer a language attitude questionnaire to their students, to compare published findings on language attitudes with data from their own students. With students in pre-service programs, small scale investigative projects help develop an awareness of the significance of issues they study in their theory courses, as well as give them a familiarity with collecting and analyzing different kinds of language data. This is also true at the in-service level, but here such activities help teachers develop a research orientation to their own classrooms and to appreciate their potential roles as classroom researchers.

Reflecting critically on teaching/learning experiences

Activities which involve critical reflection focus on conscious recall and examination of experiences as a basis for evaluation and decision making and as a source for planning and action. Reflection is seen as a process which can facilitate both learning and understanding, and plays a central role in several recent models of teacher development. Zeichner and Liston (1986: 4) suggest that a teacher education program which seeks to develop a reflective view of teaching seeks to develop student teachers who:

are willing and able to reflect on the origins and consequences of their actions, as well as the material and    ideological constraints and encouragements embedded in the classroom, school, and societal contexts in which they live. These goals are directed towards enabling teachers to develop pedagogical habits and skills necessary for self-directed growth and towards preparing them, individually and collectively to participate    as full partners in their making of educational policies.








Many different approaches are available to engage teachers and student teachers in critical reflection. Central to any approach however is a three-part process which involves:





1. The event itself

The starting point is an actual teaching or learning episode, such as a lesson in a foreign language  (for pre-service students, where a goal might be the study of language learning strategies) or  a lesson taught by a student teacher or a practicing teacher. While the focus of critical reflection  is usually the student' s own learning or teaching, reflection can also be stimulated by observation  of another person' s teaching, hence both peer observation and team teaching can also be  employed.





2. Recollection of the event

The next stage is to produce an account of what happened, without adding explanation or  evaluation. This might be through the written description of an event, through the use of a video  or audio recording, or through the use of checklists or other procedures.





3. Review and response to the event

The student or teacher now returns to the event and reviews and questions it. The goal here  is to process the event at a deeper level. Procedures used in programs at City Polytechnic of  Hong Kong include:

a) Autobiographies
 . Groups of up to 10 students meet regularly with the teacher. Throughout the  course each person creates a written account of experiences and observations in teaching. These  are read aloud and discussed during the weekly sessions.

b) Reaction sheets
 . These are short responses written after particular learning activities have  been completed. The students are encouraged to &quot; stand back from what they had been doing  and think about what it meant for their own learning and what it entailed for their work as  teachers of others&quot; (Powell 1985: 46). In a teaching practicum, for example, students work  in pairs with a co-operating teacher, and take turns teaching lessons. One serves as observer  while the other teaches, and both complete a reflection sheet after each lesson. They then  compare their responses in a follow-up session.

c) Journals
 . Journals or diaries are another experience which can help develop a reflective  orientation towards teaching. With the journal experience, the student or teacher regularly  enters information about lessons he or she taught (or learning activities of other kinds), and  regularly reviews these, with the help of classmates (if journals are shared with peers) or the  teacher. Journal writing experiences provide a record of significant learning experiences, help  the participants understand their own self-development process, and foster a creative interaction  between the student and other classmates or the instructor.

Focusing on critical events in teaching

An imporant dimension of teaching is interactive decision making, that is, the ability to analyze a classroom problem, determine what range of options is available, and decide on the best course of action. Decision making for some educationists is the most crucial dimension of the teacher' s work. In teacher education, decision making can be approached in a number of different ways, including through the use of problem solving and role play.




Pennington (1990) gives examples of problem-solving activities which involve a sequence of activities beginning with individual or small group discussion of a problem and then moving to wholeclass discussion. For example:






Student case




You are a teacher in a large second language program whose administration includes a director    of courses or department chair, several student advisors, and a clerical assistant. In speaking    informally with you, a student from your class suddenly states that she is very much dissatisfied    with her situation in the United States, so much so that she wishes to return immediately to her    home country.

Questions:

1.  What is the immediate problem?

2.  What might be the direct and indirect causes of the immediate problem?



3.  What other potential or actual problems do you see?

4.  What else do you need to know (e.g., about the student or about the situation relating to the problem)?



5.  How do you obtain the information that you need?

6.  What should you say or do (a) when meeting with the student and (b) after meeting with the student?



7.  What other people (if any) need to become involved?

8.  What are some of the things to watch out for or to be particularly sensitive to? (Pennington  1990: 145)



Pennington points out that such an activity can easily lead to a discussion of such things as:

    a) the difficulty of determining the source of student problems;

    b) the appropriate role of the teacher;

    c) the extent to which teachers should become involved in students' personal problems.



Role play is another useful activity which can help develop an awareness of the kinds of beliefs and values implicit in teaching and how these can lead to different kinds of decisions and classroom actions. Pennington (1990) illustrates how role play activities can be used in conjunction with video viewing to explore different perspectives on the same classroom event. In the example she gives, student teachers or teachers in-service first view a short video segment of a class several times, completing viewing tasks from three different perspectives. On first viewing, an objective viewpoint is taken, and details about the lesson are recorded. On second viewing, the viewpoint of someone who has a positive view of the teacher/lesson is taken, and positive behaviors are noted. On the third viewing, a negative viewpoint is taken and negative aspects of the lesson are noted. The following role play activity is then enacted:




As a follow-up to the video that you just observed, two or more role plays will take place. You will take    the role of either the person just observed or the teacher' s new supervisor. Both positive and negative roles    are provided so that you may try out different combinations of these. Assume that you are having a    conference soon after the observation has taken place, as part of the normal teaching evaluation process.    The aim of the meeting is to review performance in the class observed and to reach agreement on two    potential areas for professional growth/improvement and to develop concrete action steps that both parties    can agree on to accomplish the goals.


Teacher: positive role




You have basic confidence in yourself and your teaching, yet you realize that there is always room for growth and improvement. In the conference, your primary objective is to establish a good working relationship with your new supervisor. Secondarily, you would like to get some constructive advice about your classes from the supervisor, whom you know to have considerable experience and expertise in language teaching.


Teacher: negative role




You lack basic confidence in yourself and your teaching, and you are not comfortable accepting feedback on your teaching unless it is 100% positive. Because of negative experiences with a previous supervisor, you feel threatened by this conference. Your primary objective is to convince your new supervisor that you are doing a good job and that no one needs to worry about you. Secondarily, you want to establish the fact that you have job security and do not have to listen to any advice.


Supervisor: positive role




You are a confident and supportive person, with positive attitudes about teachers and teaching. You strongly believe that a &quot; carrot&quot; rather than a &quot; stick&quot; is more effective in changing behavior. Your primary objective is to establish a good working relationship with the teacher. Secondarily, you would like to discuss areas of common ground based on your observation of the teacher' s class.


Supervisor: negative role




You lack confidence in your abilities as both teacher and supervisor. As a consequence, you tend to take a defensive, condescending stance toward those you supervise. Your primary objective is to establish that you are an experienced expert, and know how the teacher can improve teaching performance. Secondarily, you want to establish that you have control over the teacher' s job.

　　Goals (To...)　　　　　　　　Action Steps (By...)

1.

2.

Carrying out project work




The use of classroom-based or school-based project work is another strategy available in in-service programs, and often provides a valuable link between campus-based program input and the contexts in which teachers work or in which student teachers do practice teaching or internships. Action research is a central activity in our in-service program, and takes its name from two processes that are central to action research: a data-gathering component (the research element), and a focus on bringing about change (the action component). Many of the courses in the in-service program include an obligatory action-research project. These projects involve a four part sequence of activities:

1.  Identify a Problem
 . Through observation of their own classrooms, teachers identify some aspect  of their teaching that they would like to change. For example, a teacher may decide that the  class is too teacher dominated, that students are not having many opportunities to speak, and  that he or she would consequently like to increase the amount of student participation in lessons.



2.  Develop a Strategy for Change
 . The next step, developed in consultation with peers or with the  instructor, is to work out an action plan that will address the problem. For example, the teacher  may decide to change the classroom seating arrangement, or keep a record of how often students  initiate talk during lessons. The teacher might use a simple coding instrument for this purpose.

3.  Implement the Strategy
 . The teacher decides to put his or her plan into operation for a fixed  period of time, say, two weeks. During this time he or she monitors students' classroom  participation, by audiotaping lessons and by inviting a colleague into the class to complete an  observation form which records how often students participated in the lesson and for what  purpose.



4.  Evaluate the Results
 . The teacher decides if the action plan has brought about the intended  changes in style of teaching, and reflects on the goals, procedures, and outcomes of the project.

Conclusions

In a recent summary of trends in second language teacher education, Richards and Nunan (1990) suggest that for SLTE to move forward there should be:

— a movement away from a &quot; training&quot; perspective to an &quot; education&quot; perspective and recognition  that effective teaching involves higher-level cognitive processes, which cannot be taught directly;



— the need for teachers and student teachers to adopt a research orientation to their own  classrooms and their own teaching;



— less emphasis on prescriptions and top-down directives and more emphasis on an inquiry-based  and discovery-oriented approach to learning (bottom-up);



— a focus on devising experiences that require the student teacher to generate theories and  hypotheses and to reflect critically on teaching;



— less dependence on linguistics and language theory as a source discipline for second language  teacher education, and more of an attempt to integrate sound, educationally based approaches;






— use of procedures that involve teachers in gathering and analyzing data about teaching.  (Richards & Nunan 1990: xii)



In order for this to happen, this survey has suggested that practitioners of SLTE need to reach consensus as to what the fundamental nature of the field is and how its pedagogical content knowledge should be defined. In many situations, SLTE still reflects the history of its development as a branch of applied linguistics. A consistent approach or philosophy of second language teacher education has not yet emerged to serve as a basis for sound instructional practice. If the movement away from language-based approaches to more teaching-based ones gains momentum in the future however, both pedagogical content knowledge and accompanying instructional practices will need to be evaluated to ensure that teaching assumes a more prominent role within the field of second language teacher education.
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Conceptions of Teaching and the Education of Second Language Teachers[1]




In the field of second language instruction, we have been slow to  recognize that teaching needs to be examined and understood on its own terms. Conceptions of language teaching and the work of language teachers which shape the multiple activities in the field of second language instruction are generally tacit and often go unquestioned. Teacher education, curriculum development, program design, research, professional standards, and policy making all reflect to one degree or another implicitly held views of what teaching is and how it should be done. To date however, there has been virtually no organized examination of the conceptions of teaching which undergird the field of second language instruction and influence the various areas of endeavor within it.

We believe that such scrutiny is both critical and overdue. As with teaching in general, second language teaching can be conceived in different ways depending on how the nature of the work and the role of the teacher are framed. Teaching can, for example, be seen as a science, a technology, a craft, or an art, and each of these characterizations carries with it defined orientations toward the activity of teaching and the knowledge base of the teacher. Thus, different views of language teaching lead to different views of what the essential skills of teaching are and to different approaches to the preparation of teachers (see Freeman 1991). In this paper, we examine different conceptions of second language instruction and consider their implications for second language teacher education. Our aim is to present a framework for analyzing second language teaching and to show its value for one critical area of the field.

The framework

In an important paper on the relationship between theories of teaching and teaching skills, Zahorik (1986) classifies general conceptions of teaching into three main categories: science/research conceptions, theory/philosophy conceptions, and art/craft conceptions. Zahorik argues that, &quot; beyond a few obvious skills...identifying universal teaching skills is difficult because teaching skills emerge from one' s conception of good teaching&quot; (1986: 21). Any judgments about the &quot; goodness&quot; or efficacy of particular forms of pedagogy carry with them often implicit assertions about the nature of teaching itself. Thus, we would argue the locus of discussions about teaching in our field needs to shift from considerations of technique and procedure to examinations of the conceptions of teaching which underlie them. Broadening our discussions to take in these embedded conceptions of teaching is crucial to the maturation of the field of second language instruction.

The idea of a conception of teaching is a thorny one, although it has a history in educational research (e.g., Becker, Geer, Hughes & Strauss 1961; Clandinin & Connelly 1987; Clark 1986; Marton 1981). Fishl and Hoz (1991), in their brief review of that literature, suggest three commonalities in the definitions used by most educational researchers:

They convey the connotation of comprehensive, organized
 , and unified
 bodies of knowledge about an object, idea, or phenomenon. Some people feel conceptions affect people' s actions and lead to their performance. (p. 4)

In this paper, it suits our purposes to leave the term intentionally broad; however, we find Fishl and Hoz' s summary useful in framing the idea of a conception for our discussions.




Taking Zahorik' s tripartite classification as our starting point, we examine the conceptions of teaching which shape the field of second language instruction. Like any conceptual architecture, Zahorik' s framework focuses on gross similarities among conceptions of teaching, while attending less closely to many of their fine-grained differences. To say, for example, that a conception is scientifically based is not to exclude the values or other attributes which contribute to it, but rather to address what we find as its primary features. Thus, we find the framework, which we develop through examples from the field, extremely useful as is evident in our concluding discussion of how these different conceptions of teaching shape assumptions about—and forms of—second language teacher education.

Scientifically based conceptions of teaching

Scientifically based conceptions of second language teaching are derived from research and are supported by experimentation and empirical investigation. Zahorik divides these conceptions into three groups: those which operationalize learning principles, those which follow a tested model, and those which are based on what effective teachers do. In so doing, he draws on a particularly positivistic view of science (House 1991).

Teaching which operationalizes learning principles

These conceptions depend on teaching principles developed from psychological research on human memory, transfer in learning situations, motivation, and other factors believed to be important in learning. In general education, mastery learning and program learning are  two clear examples of scientifically based conceptions of teaching (e.g.,   Hunter 1982). In the field of second language instruction, audiolingualism, task-based language teaching, and learner training each represent applications of research in second language learning to the  activity of language teaching. It is interesting—and indeed instructive—to see how three such varied examples fall within the same conception of teaching: that is, pedagogy which attempts to operationalize findings of research on language learning.

A clear example, audiolingualism was derived from research on learning associated with behavioral psychology (Brooks 1964). Laboratory studies had shown that learning could be successfully manipulated if three elements were identified: a stimulus, which serves to elicit behavior; a response, triggered by the stimulus; and reinforcement, which serves to mark the response as being appropriate (or inappropriate) and encourages its repetition (or suppression) in the future. When translated into instruction, these learning principles led to the audiolingual method (ALM), in which language learning was seen as a process of habit formation because target language patterns were presented for memorization and learning through dialogs and drills.

Task-based language teaching, or TBLT, is a more recent example of using learning research as a basis for teaching. Its proponents assert that second language acquisition (SLA) research can and should guide second language instruction. In a recent example, Long and Crookes (1992) state: &quot; The basic rationale for TBLT derives from ［second language acquisition］ research, particularly descriptive and experimental studies comparing tutored and naturalistic learning&quot; (p. 42). In their formulation of TBLT, Long and Crookes see tasks as the central unit in the organization and delivery of language instruction. They argue that tasks improve levels of target language attainment by providing opportunities for learning through the negotiation of meaning and a focus on using the target language to accomplish specific goals and purposes. In this view, teaching is portrayed as a scientifically based activity, though teachers themselves are peculiarly absent. Long and Crookes (1992) write:




TBLT is distinguished by its compatibility with research findings on language learning, a principled approach to content selection, and an attempt to incorporate findings from classroom-centered research when making decisions concerning the design of materials and methodology. (pp.45-46)

Although audiolingualism did not depend on an extended research program to elaborate its pedagogy, both task-based teaching and another scientifically based conception, learner training, have been integrally tied to ongoing research on language learning and learners. In task-based teaching, such research is intended to enable designers to identify the kinds of tasks which can best facilitate acquisition of specific target language structures and functions (Loschky & Bley-Vroman 1990). In curriculum development, Prabhu (1987) initiated a large-scale application of this type of task-based teaching in schools in India, developing a syllabus and associated teaching materials around three major types of tasks: information-gap, opinion-gap, and reasoning-gap tasks.

Teaching referred to under the rubric of learner training draws on research on the cognitive styles and learning strategies used by learners in carrying out different types of classroom tasks (O' Malley & Chamot 1990). Whereas the pedagogies of audiolingualism and task-based teaching focus on research-based understandings of the activity of teaching, this research focuses on learners and may involve observing them, asking them to introspect about their learning strategies, or probing their thinking and processes in other ways. The assumption is that once successful learning strategies are identified, these can be  taught to students to make them more effective learners.

In converting findings and principles arrived at through research  on learning into classroom practice, each of these forms of teaching  asserts that teaching is, in effect, a mirror image of learning. A researcher and proponent of learner training, Willing (1988) makes this  argument quite explicitly:

Research shows that an effort to accommodate learning styles by choosing  suitable teaching styles, methodologies and course organization can result  in improved learner satisfaction and attainment. (p. 1)

There are, however, other types of classroom instruction which fall  within the scientifically based conception of teaching but which depend  on other forms of rationalization. One is teaching which tries to replicate a tested or researched classroom model; another bases instruction  on what effective teachers do in classrooms.

Teaching which follows a tested model

These conceptions develop models of effective classroom practice from results of empirical or experimental research, which are then applied to teaching. In this approach, Zahorik (1986) points out, &quot; a view of good teaching is developed through logical reasoning and previous research; good teaching is defined in terms of specific acts&quot; (p. 21).

Research on teachers' patterns of questioning and wait time provides an example of a group of &quot; specific acts&quot; out of which a conception which follows a tested model has been developed. In this case, a model of effective questioning is derived from research which established the contribution of such behaviors to the quality of interaction in second language classrooms (Long et al.
 1984). In applying this research to teaching, proponents developed a simple model in which trainees were taught the distinction between display questions—those questions for which the answers are known in advance—and referential questions—those for which the answers are not known. Trainees were also instructed in the advantages of providing longer wait times after asking questions. The teachers' uses of questions and wait time were measured before and after the training to evaluate the effectiveness of this instructional model of questioning.




As is evident in this example, when teaching is conceived of in this way, it quickly becomes an aggregate of individual teaching skills. If certain teaching behaviors, such as questioning patterns and wait time, are found effective in bringing about classroom language learning, then proponents argue that they should be incorporated as key aspects of a model of good teaching. Long et al.
 (1984) offer such reasoning when they conclude of their work:









The training modules affected teaching behaviors, and the new behaviors  affected student participation patterns in ways believed to be significant for  these students' language acquisition. (p. vi)

However, such modeled conceptions take a bounded view of teaching, often simplifying, sometimes inadvertently, the complexities of  the teaching behavior which they intend to promulgate. In a review of  the questioning and wait time research for instance, Carlsen (1991)  comments that

research on questioning has generally failed to recognize that classroom  questions are not simply teacher behaviors but mutual constructions of  teachers and students. ［As such］...the meaning of questions is dependent  on their context in classroom discourse, the content of questions cannot be  ignored, and questions may reflect and sustain status differences in the  classroom. (p. 157)

Thus isolating so-called effective behaviors, like questioning in this  example, can be more complicated than it first appears. In fact, it may  not be a workable approach to developing a notion of &quot; good&quot; or  &quot; effective&quot; teaching.

A third group of conceptions, those based on perceptions of what effective teachers do, attempts to circumvent this issue of fragmenting teaching into separate behaviors by turning to teachers themselves as models of effective practice. Thus the behaviors are no longer isolated but instead are placed within the context of the individual, &quot; model&quot; teacher' s actions. Because these behaviors are selected through a view of effective action which is empirically determined, the overall rubric of the scientifically based conception of teaching is maintained.

Teaching which follows what effective teachers do

Developing a conception of teaching based on the practices of effective teachers involves identifying those teachers and then studying what they do in classrooms. In this research, effective teachers are typically defined as those whose students perform better on standardized achievement tests.[2]
 This standard is hardly definitive or comprehensive, however, perhaps because there is not a research-based or political consensus on what constitutes teacher effectiveness or how best to assess it. In fact, such definitions are subject to much debate, as is evident in the work of the U. S. National Board for Professional Teaching Standards (NBPTS 1989; Shulman 1987).




Advocates of effective teaching research have used their findings as guidelines to train teachers (Rosenshine 1979). In a summary of this research, Blum (1984) identified a list of characteristics of effective teaching which have been used in structuring teacher education (e.g., Hunter 1982). In the field of second language instruction, this type of direct research-practice linkage has had less influence, however. In one example, Tikunoff (1985) observed teachers working with limited English proficient students in bilingual programs to find out how they organized instruction, structured teaching activities, and enhanced student performance on tasks. Tikunoff' s analysis identified instructional features as significant in the instruction of LEP students.

Figure 1 compares the features of effective instruction identified by Blum and Tikunoff. While the two studies do not directly correspond and their findings are described somewhat differently, the similarities, which are underlined and grouped by superscript letters, are instructive. The two studies illustrate how, when normatively defined, the practices of effective teachers can be aggregated into a conception of teaching.

Whether they are based on effective teaching research, on following a tested model of teaching, or on attempts to operationalize learning principles derived from research, scientifically based conceptions of teaching share a common shortcoming. They are deeply rooted in a view of teaching as a process which generates learning as its product. In these conceptions, teaching is conceived as appropriate behavior and the role of the teacher is to act on principles and findings articulated by others. This view is workable only if classrooms and learners are seen as more alike than they are different so that they can become settings for implementation for teaching as defined by scientific findings. Such conceptions do not address the idiosyncracies of particular classrooms or groups of learners nor do they examine individual teachers' contextual knowledge of their work.





Figure 1    Comparison of features of effective instruction

(with similarities in italics and grouped by superscript letters    from the left column to the right column)
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In introducing a comprehensive review of research on second language instruction, Chaudron (1988) voices the hope of scientifically based conceptions of teaching (see also Cazden 1991). He writes:

This book reviews classroom-based research and attempts to provide confirming or disconfirming evidence for claims about the influence of language instruction and classroom interaction on language learning.... Classroom teachers, school administrators, teacher trainers, and second language researchers should all find in ［this review］ useful implications for language teaching. (p. xv)





The statement, and the tradition which it represents, makes an important assumption about the nature of teaching, namely, that it operates most effectively when grounded in research and scientific findings.

There are other conceptions of teaching which do not share this assumption and which are derived from particular views of teaching, teachers, learning, or learners. Because these conceptions spring from theoretical models or general philosophies of teaching and learning instead of empirical investigations, they contrast sharply with scientifically based conceptions. This is not to suggest that they are less rigorous in their formulation, but simply that they have evolved through a different route. However, advocates of scientifically based conceptions may see them as falling short of the standards of &quot; science&quot; ; as Chaudron declares, &quot; theories and claims about language teaching methods...have rarely been based on actual research in language classrooms&quot; (p. xv).

Theory- and values-based conceptions of teaching

Of this second group, referred to as theoretically or philosophically based conceptions, Zahorik (1986) writes, &quot; their truth is not based on a posteriori
 conditions or on what works. Rather, ［it］ is based on what ought to work or what is morally right&quot; (p. 22). Conceptions which are derived from &quot; what ought to work&quot; are essentially rationalist in their approach to teaching; these we group together under the rubric of theory based
 . Those which are derived from beliefs about what is &quot; morally right, &quot; we refer to as values based
 .

Teaching based on theory

The conception of teaching which underlies many theory-based teaching methods and proposals suggests that explanations or justifications for teaching can be arrived at through reason or rational thought. Systematic and principled thinking, rather than empirical investigation, is used to support these forms of classroom practice. Thus, these conceptions of teaching tend not to draw support from classroom results which are empirically measured or compared, such as pre- and post-test gains resulting from the use of a method. Instead they justify themselves through logical argumentation.

In second language instruction, we find examples of such theory-based conceptions in Communicative Language Teaching (CLT) and in the Silent Way, among others. Each of these forms of teaching is based on a set of carefully constructed assumptions which are logically extended from belief into classroom practice. CLT, for example, arose as a reaction to grammar-based teaching realized in the teaching materials, syllabi, and methods prevalent in the 1960s. The proponents of CLT established it as a form of teaching through convincing critiques of the inadequacy of the linguistic and pedagogical theory underlying grammar-based teaching and audiolingualism (Richards & Rodgers 1986).




Often described as a &quot; principled approach, &quot; CLT seeks to operationalize the theoretical concept of communicative competence throughout second language instruction from program and syllabus design to classroom materials and teaching techniques (Brumfit & Johnson 1979). While the theory which underlies it draws on work from sociology, anthropology, and functional linguistics (Richards & Rodgers 1986), the debate which launched and sustained the growth of CLT has been a philosophical rather than an empirical one. Unlike advocates of scientifically based conceptions, by and large proponents of CLT have not felt compelled to seek out research evidence to demonstrate that learning is more successful when &quot; communicative, &quot; as opposed to grammar-based, teaching methods and materials are adopted. The theoretical base of CLT, as derived from classroom discourse, pragmatics, and social interaction research, is considered sufficient in itself to justify the approach to instruction.

The Silent Way, by way of contrast, is not built on advances in linguistic theory like CLT, but on a unique view of learning. The classroom procedures in the Silent Way are reasoned from distinct principles based on a theory of how learning takes place (Gattegno 1985). In discussing the use of the cuisenaire rods for example, Gattegno (1976) argues:

The overall result is that there are no really difficult forms which cannot be  illustrated through the proper situation involving rods and actions on them  about which one makes statements by introducing specific words whose  associated meaning is obvious. What teachers must do is to arrange for  practice so that students' mind are triggered to use these new words spontaneously. (p. 43)

Gattegno takes the rational basis of the Silent Way in human experience as self-evident. Like Community Language Learning (CLL) and other similarly based conceptions, proponents of such forms of teaching find scientifically based verification to be narrow and less than satisfactory (see Richards & Rogers 1986). In its place, they generally find empirical verification in their own classroom teaching and attribute problems in classroom practice either to an incomplete understanding of the principles involved or of how to translate them into their practice (Curran 1976; Gattegno 1976). It is important to note that in resisting so-called scientific or empirical forms verification, those who base their views of teaching in theoretically reasoned conceptions are making an implicit critique of scientifically based conceptions of teaching. In so doing, they reflect, although perhaps not consciously, the broadening debate in educational research about the nature of teaching and how evidence is best gathered to examine its relation to learning (Cochran-Smith & Lytle 1990; House 1991; Shulman 1986).

In view of the controversy and disagreement over their empirical bases (McLaughlin 1987), it is interesting to consider whether Suggestopedia and the Natural Approach may belong under theory-based conceptions. The fact that their proponents argue for the scientific basis of their pedagogy underscores the need for the type of conceptual framework which we are proposing. Clearly the categorization itself needs to be agreed upon before the bases for these forms of teaching can be analyzed and evaluated.

Teaching based on values

A different approach to conceptualizing teaching is to develop a model from the values one holds for teachers, learners, classrooms, and the role of education in society. Within this view, the aim of teaching practice is to promote particular values. This can lead to teaching which is encouraged as morally, ethically, or politically advantageous or which is criticized on similar grounds. This view of values does not imply that scientifically or theoretically based conceptions of teaching discussed earlier are somehow neutral. Quite the contrary; these conceptions promote a particular view which values science, rationality, and theoretical coherence. By this grouping, however, we want to refer to conceptions of teaching which take as their starting point &quot; the restructuring of social values and practices in schooling as they relate to wider social agendas&quot; (Popkewitz 1992: 73).




In U. S. education, arguments between proponents of critical theory and those of cultural literacy provide a clear example of conflict between two conceptions of teaching which are based on different, often opposing, sets of values. Critical theorists hold that curriculum must become more inclusive and multicultural to offset the biases of social class and heritage which they find intrinsic to current forms of schooling (e.g., Anyon 1981; Giroux 1983; Giroux & McLaren 1986). In the opposing view, proponents of cultural literacy argue that the job of education is to deliver a common core of values, reflected in the canon of Anglo-European literature and fine arts, to make students &quot; culturally literate&quot; ; this they argue will ensure social cohesion (Bloom 1987; Hirsch 1987).

Values-based conceptions of teaching are equally prevalent in the field of second language instruction. For example, advocates of a literature in the language curriculum (e.g., Carter & Long 1991), school-based curriculum development (e.g., Omaggio 1986), action research (e.g., Kemmis & McTaggott 1982), and the teacher-as-researcher (e.g., Cochran-Smith & Lytle 1990)essentially appeal to educational or social value systems in justifying their proposals.

Because these forms of teaching are based in values, they can evolve in sometimes contradictory ways; action research is a case in point. As it is now typically practiced in second language teaching, action research refers to individual teachers examining phenomena of teaching and learning in their own classrooms (see, e.g., Nunan 1991). This differs from its original intent in which action research was closely linked to social change (Lewin 1951). In its early forms, action research aimed at developing participants' views of, and solutions for, shared problems in their work environments. Through such research by those who experienced the problems of the workplace a social agenda of empowerment was advanced.

As it has become incorporated in education, the values on which action research was based were subtly redefined. The concept began to lose its orientation toward social change and the activist orientation was diluted as it took on an individual classroom-based focus. Thus, Kemmis and McTaggott (1982), strong proponents of action research in education based on its original values, are forthright in their criticism of the values base which has been lost:

Action research is not individualistic. To lapse into individualism is to  destroy the critical dynamic of the group and to risk falling victim to the  fallacious liberal notion that all educational practices, and values which they  purport to realize, are equally defensible. (p. 15)

It is interesting to consider action research as a case study in the development of values-based conceptions of teaching. Why and how did the original orientation towards values of social critique and organizational change evolve into values of individual reflection and self-examination? Why and how was collective action shifted to individual practice often disconnected from the wider social context of education? These questions should provoke further examination.

Other examples of values-based conceptions in language teaching include team teaching, humanistic approaches, the learner-centered curriculum movement, and reflective teaching. Team teaching is based on a view that teachers work best when they collaborate with peers because the interaction with a colleague in all phases of teaching is beneficial to both teachers and learners (Brumby & Wada 1990). Humanistic approaches in language teaching refer to forms of teaching which emphasize the development of human values, growth in self-awareness and in the understanding of others, sensitivity to human feelings and emotions, and active student involvement in learning and in the way human learning takes place (Moskewitz 1978; Stevick 1980). CLL (Curran 1976) presents an interesting case of a conception of teaching which is at once theory and values based. The Rogerian structures out of which it evolves gives CLL a defined theoretical base, while those structures are themselves based in a rather explicit set of values.




The &quot; learner-centered curriculum&quot; is one of a number of terms used to refer to forms of language teaching which are based on a belief in learners as potentially self-directed and responsible decision makers (Nunan 1988). As in the learning-styles research, learners are seen to learn in different ways and to have different needs and interests. Language programs, and the teachers who work in them, should therefore set out to provide learners with efficient learning strategies, to assist them in identifying their own preferred ways of learning. They should also help learners to develop skills needed to negotiate the curriculum, to set their own objectives, to adopt realistic goals and time frames, and to develop their skills in self-evaluation (Nunan 1988).

It is interesting that proponents of learner-centered curricula advocate very similar classroom practices to those who base their conception of teaching on research in learning styles, discussed earlier. Although there is considerable overlap both in classroom practice and in writing about these forms of teaching, their justifications remain different in important ways. The learner-centered curriculum is based in values of learner decision making and autonomy; a learning-styles approach to teaching is based in the interpretation of empirical data. In this difference, we can see why it is useful to examine the conceptual bases of different forms of teaching. One might reasonably expect teachers who hold these two conceptions to explain their actions in different ways. Those who believe in values of learner centeredness might explain their practice through accounts of individual learners in classrooms. Those who see themselves as applying research on learning styles to the classroom will look to empirical findings to justify their teaching.

Theory- and values-based conceptions of teaching share a fundamental assumption about the social nature of education. Whereas scientifically based conceptions assume that what goes on in classrooms should be shaped by research findings and that empirical verification holds the key to effective teaching, theory-and values-based conceptions have a different emphasis. In these conceptions, the rational and the interpersonal nature of teaching and learning is central; effectiveness is measured in the reasoned exercise of belief rather than in the successful application of findings. Yet, in spite of this difference, both types of conceptions share a view which emphasizes the system of teaching over the individual practitioner. Thus, teaching is good or effective insofar as it implements a wider system of theory, values, or scientific empiricism. The role of teachers is to carry out the system, however it is derived, and not to formulate their own individual views of classroom practice. The final group of conceptions takes the opposite view.

Art/craft conceptions of teaching

A third way of conceptualizing teaching is to view it as an art or a craft, as something which depends upon the individual teacher' s skill and personality. Zahorik (1986) characterizes this conception in the following way:








The essence of this view of good teaching is invention
 and personalization
 ［italics added］. A good teacher is a person who assesses the needs and possibilities of a situation and creates and uses practices that have promise for that situation. (p. 22)

Art/craft conceptions portray teaching as a unique set of personal skills which teachers apply in different ways according to the demands of specific situations. Thus, in this view, methods of teaching are not generalizable. Rather, teachers seek to develop an approach to teaching which is often referred to as eclectic; the aim is to allow teachers to be themselves and to act on their own best understanding of what is happening in the classroom.

One of the clearest articulations of this view in second language instruction is seen in the work of Fanselow, who encourages teachers to explore their classroom practice through careful analysis of the communication patterns in their teaching. Fanselow (1987) lays out the rationale for this approach in his book Breaking Rules
 :

If you ［as a teacher］ are fascinated by observing, keen on generating alternatives on your own, interested in classifying communications to discover  rules, have a compelling desire to explore teaching, and believe that ultimately we can depend only on ourselves to learn and develop, this book  might be of interest to you. (p. 12)

This view of teaching is aimed at improving the ability and the craft of the teacher as practitioner through description and analysis. It thus overlaps in interesting ways with the individualist view of action research discussed earlier.

When teaching is seen as an essentially individual undertaking, the skills of self-assessment, reflection, and analysis take on central importance. Through such attention to individual practice the teacher develops both technical proficiency and pedagogical understanding. Yet attention also brings with it the responsibility to think carefully and critically about what one is doing and the outcomes which one is achieving. As Pennington (1990) observes of art/craft conceptions, success depends on the teacher and not on the form of teaching:

From this perspective, individual acts of teaching are essentially irreplicable and noncomparable, and the inherent characteristics of individual teachers are the strongest predictor of classroom outcomes. (p. 133)

A good teacher is seen as one who analyzes a classroom situation, realizes that a range of options is available based on the particular circumstances, and then selects the alternative which is likely to be most effective in that instance.

This intimate connection of individuality and responsibility is central to the art/craft conception of teaching. This view does not deny the importance of knowing about different methods of teaching and how to use them. However, it suggests that, unlike the conceptions previously discussed, commitments to a single form of instruction may impede the development of the teacher' s full potential because they shift the sense of responsibility from the teacher to an externalized idea of the form of teaching. In the art/craft conception, the teacher has both the freedom to act and with it the burden of needing to assess and to understand the consequences of those actions.

Views of essential teaching skills




As we have said, each conception has embedded in it assumptions about the essential skills of teaching. Often when methods are debated, the discussions
 focus on the viability and appropriateness of particular ways of doing things in the classroom and fail to articulate the thinking which underlies those skills and behaviors. Scientifically based conceptions, theory-or values-based conceptions, and art/craft conceptions each represent different points of view about what teaching is. Summarizing the main difference in orientation towards the sources of solutions in classroom practice among the three conceptions, Zahorik (1986) writes, &quot; science-research provides ready-made specific solutions, theory-philosophy provides ready-made general solutions, and art-craft provides custom-and self-made solutions&quot; (p. 23).

The scientifically based conception of teaching draws on learning theory or learning research to validate the selection of instructional tasks and to support the use of specific teaching strategies and techniques. Teachers are expected to monitor the learners' performance on these tasks in order to ensure the appropriate use of language or choice of learning strategy. Once the characteristics of effective teaching have been identified through research, teachers try to implement such practices in their own classes.

Theory- and values-based conceptions require teachers first to understand the principles which underlie the methodology and then to teach in ways which embody that thinking in classroom practice. With CLT, for example, lessons, syllabi, materials, and teaching techniques are often discussed and critiqued as more or less communicative. Specification of what constitutes communicative teaching can be developed and teachers' performance can be assessed accordingly. Likewise, the view of teaching which forms the basis of the Silent Way can lead to prescriptions about what teachers should and should not do in the classroom.

In both instances, the essential skills which a teacher needs to develop are those which reflect the particular theory, spirit, or philosophy of teaching. The teacher' s personal interpretation of the method must operate within—and is judged as an interpretation of—the overall framework. Thus theory- and values-based conceptions of teaching are prescriptive, yet in a different way from their scientifically based counterparts. The choice of instruction in this case is not based on criteria developed within a scientific paradigm, through process/product forms of research, but on a wider set of beliefs, principles, or values. Accountability however continues to be top-down in both conceptions as teaching is evaluated by the extent to which it implements either scientific findings or theoretical principles and beliefs. So one speaks of a &quot; good CLT&quot; or &quot; Silent Way&quot; teacher, meaning a teacher who is successful at realizing those principles in classroom practice in the eyes of others.

Art/craft views of teaching on the other hand shift the relation between conception and practice to one which is more bottom-up than top-down. Teachers do not look to a general method of teaching or a prescribed set of teaching skills; rather, they constantly try to discover things that work, discarding old practices and taking on broad new ones through a process of decision making, reflection, analysis, and assessment. The different principles underlying these three conceptions of teaching are summarized in Figure 2.





Figure 2    Idealized views of teachers' practices according to each conception of teaching


















According to scientifically based conceptions
 , teachers should

◎ understand the learning principles derived from a particular body of research




◎ develop criteria for tasks and activities based on these principles/findings

◎ monitor students' performance on tasks to see that desired outcomes, according to task criteria, are being achieved

According to theory
 -or values
 -based conceptions
 , teachers should

◎ understand the coherent theory and principles
 on which a particular set of practices is based

◎ select syllabi, materials, and tasks based on the theory/principles

◎ monitor one' s teaching to see that it conforms to the theory/ principles


or




◎ understand the values and beliefs
 which underlie a particular set of practices

◎ select those educational means (techniques, procedures) which conform to the values/beliefs

◎ monitor their implementation to ensure that the values/beliefs are being maintained

According to art/craft conceptions
 , teachers should

◎ treat each teaching situation as unique




◎ identify the particular characteristics of each situation

◎ try out different teaching strategies, procedures, techniques to address those characteristics

◎ reflect on and assess the efficacy of the strategies for the learners within that teaching situation

◎ through this iterative process, develop an internally consistent, personal approach to classroom practice which responds to the unique demands of the situation









Myths, misconceptions, and implications for teacher education

In our analysis of forms of second language instruction, we have argued that the ends and the means of teaching are intimately connected. We have made a case for the linkage between different conceptions of what &quot; good&quot; teaching is and the skills through which it is realized. This argument can give rise to several myths and misconceptions, however. It also has clear implications for the education of second language teachers. Turning to the misconceptions first, we will characterize them in terms of three pervasive myths: the myth of supremacy, the myth of correct choice, and the myth of chronological development as a teacher. Each of these positions has its corollary in turn in the programs and practices of second language teacher education.

The first myth is that one conception of teaching is somehow better or more effective than the others. This is neither the intent nor the conclusion of the analysis which we are presenting. Although arguments about the supremacy of one method over another certainly persist, we have taken the approach that methodology needs to be examined from a different perspective. Teaching cannot be treated as behavior separate from the reasoning on which it is based. In this regard, we concur with Prabhu (1990) that efforts to assess methods apart from the teacher who implements them, the setting, and learners with whom they are being implemented are fallacious. As Prabhu notes:




Objective evaluation ［of method］ has either to assume that methods have  value for learning independent of teachers' and students' subjective understanding of them...or to try to take into account teachers' subjective  understanding of teaching, thus ceasing to be objectively evaluative. (p. 175)

To understand teaching, we must look at how it is conceived, at the thinking on which it is based. From this vantage point, disputes about the supremacy of a particular methodology which are based in evaluation of teaching behaviors become moot. We argue that comparing classroom practices provides only partial information at best; one must first establish the conceptual basis of the teaching involved. In fact, research in our field which has attempted to establish the efficacy of one methodology over another from this behavioral perspective has been largely inconclusive (Smith 1970).

The second myth is that teachers must choose a conception of teaching. Here we need to separate individual teachers' conceptions of teaching from those which are collectively held by the profession. When an individual becomes a second language teacher, she or he does not select a conception of teaching. In fact, research on teacher learning suggests that the foundations of an individual' s ideas about teaching are well established through the experience of being a student, which Lortie (1975) refers to as &quot; the apprenticeship of observation.&quot; As researchers at the U. S. National Center for Research on Teacher Education note, &quot; teachers acquire seemingly indelible imprints of teaching from their own experiences as students and these imprints are tremendously difficult to shake&quot; (Kennedy 1990: 7). Teacher education programs generally concern themselves with the promulgation of various forms of instruction, without taking into account the fact that trainees come with preexisting conceptions of teaching (Freeman 1992).

This leads to the third myth, which suggests that becoming a teacher entails chronological development. We have argued that the second myth of correct choice, of selecting the conception of teaching which one wants to follow, does not account for preexisting conceptions gained through the apprenticeship of observation. This third myth, which holds that teachers pass through the three conceptions of teaching—from scientifically based, through theory- and values-based, to art/craft—sequentially, implies the existence of a common thread in teachers' development. Neither notion is borne out by research on teacher learning (NCRTL 1992) or professional development (Levine 1990; Oja 1990).

These misconceptions of choice and chronological development confuse the individual' s thinking about teaching with the views of teaching and learning broadly held in the field. The analysis which we have presented addresses these collectively held conceptions of teaching which exist in the profession. These influence teachers' individually held conceptions through teacher education and professional socialization, processes which are not yet well understood. In fact, we have suggested that a major element of the research agenda in second language teacher education ought to address how this interaction of individual and collectively held views of teaching and learning occurs in the education of teachers (see Freeman 1992).

What then does this analysis mean for teacher education? Zahorik (1986) puts the issue as follows, &quot; if we accept that teaching skills are not independent of conceptions of good teaching, and that there are multiple sets of skills, a problem arises: what teaching skills ought teachers to acquire?&quot; (p. 23).




There are several ways of approaching this question, three of which we wish to address here. One is the noncompatibility position which holds that each conception of teaching implies an independent and noncompatible approach to teacher education. A second option is the eclecticist position. The third is what might be called the developmental view.

The noncompatability position appears to underlie, at least implicitly, many teacher education programs to the extent that one can often identify the particular values on which they are based. In some programs, technical/rational views of teaching dominate, and teachers are trained in the research skills needed to test out particular theories of teaching and learning in their own classrooms. In other programs, scientifically based conceptions of teaching are minimally represented and the focus is primarily on developing an art/craft conception or personal approach to teaching. In still other programs, specific methodologies such as CLT or the Natural Approach are presented as central orthodoxies, with alternative forms of pedagogy related to—and critiqued from—the dominant point of view.

The second option, the eclecticist position, holds that conceptions of teaching are equally valid and to be regarded as alternatives. This position promotes the myth of correct choice, as teachers are encouraged to select from among the various conceptions a correct choice according to personal preference. Teacher education programs subscribing to this view introduce trainees to each conception of teaching in order to enable them to choose according to individual beliefs and values, or needs. This position is problematic since the three conceptions represent fundamentally different views. Moreover, because programs always have a conception of teaching embedded within them, they cannot offer a neutral platform from which to make a choice.

Programs which espouse an eclecticist position leave trainees with the dilemma of trying to reconcile the alternative positions represented by the three conceptions, a task which is inherently unachievable. However, trainees in many teacher education programs experience this situation when they face faculty members who promote different conceptions of teaching. The trainees are then left to wonder whether the field, or the faculty, has any theoretical coherence.

The third position, the developmental view, sees the three conceptions of teaching as standing in a progression and therefore as appropriate at different points in the evolution of the teacher' s practice. Both scientifically and theory-/values-based conceptions, for example, which tend to be prescriptive, might be taken as appropriate for novice trainees who lack the depth of classroom experience to pursue the improvisational forms of instruction found in the art/craft conceptions. Then the art/craft and theory-/values-based conceptions can be taken as more appropriate when trainees are in professional settings in which they are encouraged to think philosophically about the reasoning which underlies their teaching.

This developmental view is found in several pre-service and in-service teacher education curricula such as the Royal Society of Arts scheme, for example. Although there is some research on the development of teachers' knowledge to bolster this notion of a progression from prescription to improvisation in teaching (e.g., Berliner 1988; Carter & Doyle 1987; Carter, Sabers, Cushing, Pinnegar & Berliner 1987), it is far from complete or definitive. The progression is perhaps attractive because it echoes the training/development distinction which has provided the prevailing conceptual framework for second language teacher education over the last decade (e.g., Freeman 1982, 1989; Lange 1983; Larsen-Freeman 1983; Richards 1989). We would, however, caution against the neatness of equating scientifically and theory-based conceptions with teacher training, and art/craft conceptions with teacher development. The evolution of teachers' knowledge and the place of teacher education in that process is, as yet, too little understood to establish this idea of progression in teacher learning.




There is, thus, a certain symmetry between the three positions on teacher education (of noncompatibility, eclecticism, and development) and the three myths (of supremacy, correct choice, and chronology) in conceptions of teaching which we outlined earlier. Teacher education programs which present the noncompatibility position are promoting the myth of supremacy, namely, that there is one conception of teaching which is most effective. This view is problematic for the reasons we have cited, principally that such claims are inherently impossible to substantiate. Programs which espouse eclecticism support the second myth of correct choice which holds that trainees and teachers select from among various conceptions of teaching. Again, this is unsatisfactory because it implies that trainees and teachers possess no implicit conceptions of how teaching and learning should operate and that they can somehow position themselves outside of these conceptions to reach a vantage point from which a &quot; correct&quot; choice can be made.

We argue that the noncompatibility and eclecticist positions probably encompass the majority of teacher education programs. In view of the cognitive analysis of teaching and the myths which it exposes, presented here, it seems that a rigorous examination of the conceptual bases of teacher education is necessary and productive. Programs organized around a developmental view, which are a minority, depend on the third myth that there may be a sequential relationship among the conceptions of teaching. Of the three, this view is perhaps the most intriguing because it places the issue of conceptions of teaching within the framework of a professional life-span. However, there is clearly a role for substantial research to examine how teachers' conceptions of their work unfold throughout their careers.

We believe that the type of cognitive analysis promoted by this architecture of conceptions of teaching can play an important role in furthering our understanding of teaching and the role of teacher education. It is critical that we shift the focus of discussions of teaching from behavior and activity to the thinking and reasoning which organize and motivate these external practices. The broader construct of conceptions of teaching refocuses our conversations on precisely this level. To that end, we trust that this analysis will stimulate further thinking, debate, and inquiry into the nature of teaching in the field of second languages.
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[1]
 This paper, written with Donald Freeman, was published in TESOL Quarterly
 , Vol. 27, No. 2, 1993.





[2]
 There is an interesting parallel here with effective schools research of the 1970s in the U. S., which began by measuring schools' efficacy through standardized measures such as test results. These measures were gradually abandoned as simplistic ways to evaluate effectiveness (Brophy 1979). It is worth noting, however, that many debates in educational policy—such as America 2000 proposals in the U. S. (U. S. Department of Education, 1991)—continue to frame questions of efficacy in terms of standardized, quantifiable results.







The First Year of Teaching[1]




The relationship between the content of a teacher education program and the practices of its graduates is of vital interest to teacher educators. How do teachers teach once they graduate from teacher preparation programs, and how relevant is the preparation they receive to the tasks they confront in schools? Such issues are crucial to reflective practitioners in teacher education and raise central questions about the nature of professional knowledge, the relationship between theory and practice, and the processes of teacher change and development. In this chapter, we seek to explore these questions by describing how five graduates of a BA TESL degree coped with their first year of teaching in Hong Kong secondary school classrooms. Through conversations with the teachers over a one-year period as well as observations of their teaching, we show how nonnative teachers of English as a second language cope with the complexities of teaching and how they develop a variety of principles, or maxims, that guide their behavior. By following the teachers throughout their first year of teaching, we were able to observe how certain principles ended up taking priority over others, and how these affected the functioning of lessons and classroom behavior. In most cases, the teachers' strong adherence to a restricted set of working principles helped them to focus their teaching and to reduce the complexity of classroom management. These working strategies, however, represented an oversimplification of the teaching context and also meant abandoning some of the principles and practices they had been taught in their teacher education program.

Coping with initial experiences of teaching

The experiences of teachers in their initial entry into teaching have been relatively well reported in the general literature on teaching (e.g., Britzman 1991; Bullough 1989; Fuller 1969), but much less documented in the literature on second and foreign language teachers. Fuller' s (1969) study of the initiation of preservice teachers into the teaching profession identified four stages of teacher development:


preteaching concerns
 , in which preservice teachers start to get a grasp of their role as incipient educators; survival stage
 , a phase often characterized by great stress in which teachers confront their teaching practice for the first time and strive to attain control of their classrooms, instructional mastery, and the respect of their supervisors; teaching situation concerns
 , in which student teachers transfer their learning to their teaching situations; concerns about pupils
 , the new teachers need to respond to the demands of their students after they have coped with their own survival needs. (cited in Arias 1994: 8)

Bullough (1989) presented a case study of how a teacher in the United States struggled to develop teaching skills in her first year and a half of teaching and how she dealt with the problems common to beginning teachers. He found that the primary orientation of the teacher he studied shifted in her first year from discipline to motivating students and responding to their needs. In addition, the teacher Bullough studied learned to develop detailed and realistic lesson plans while becoming more consistent in her teaching style. She also became better able to handle the complexities of teaching by responding appropriately to unexpected occurrences in the classroom. Mackinnon (1987) found that novice teachers' initial concerns were with relationships with pupils, which soon gave way to concerns with classroom management, teaching materials, instructional methods, and teacher explanations. Only later were novice teachers able to focus on trying to meet the needs of individual children in their classes.




Far less is known, however, about second language teachers' entry into teaching, either concerning how they manage the complexities of real classrooms or how they make use of the types of experiences offered to them as part of their training. K. E. Johnson (1996) provides a case study of a student teacher completing a teaching practicum in an MA TESL program in the United States, describing the mismatch between the teacher' s vision of teaching and actual classroom teaching. The teacher lacked the practical knowledge to deal with the realities of the classroom and responded similarly to student teachers in mainstream classes, who &quot; tend to teach in ways that fail to promote learning, but instead simply maintain the flow of instruction and classroom order&quot; (K. E. Johnson 1996: 45). Almarza (1996) sought to explore the interaction between student teachers' pretraining knowledge and knowledge gained in teacher education, and how this influenced the practice of novice foreign language teachers who were completing a teacher education program in the United Kingdom. Of particular interest in Almarza' s study were the different ways in which the teachers responded to the teaching methods that were at the core of their teacher preparation programs, and the difficulties some of them had relating these conceptualizations of teaching and learning to either their own conceptions of good teaching practices or the learning processes they observed in their own classrooms.

Moran (1996) reports a case study of a student teacher of Spanish in the United States completing a one-year internship and identifies four themes as central to her experience:

She drew upon a nexus of core values
 that she used to guide her teaching.  Prominent among these was &quot; legitimacy
 &quot; —a fusion of feelings, values, and  practices to define what it means to be (or become) a Spanish teacher.

She relied on her views of students and learning
 , to the extent that their reactions to her teaching practices provoked her to reflect upon and to make  changes in her practice, as did her own learning experiences as a graduate student in a teacher education program.

She developed a feeling for subject matter
 , Spanish language, and Hispanic culture, specifically of its importance to her mission as an educator, which also  motivated her efforts to change her teaching.

She consciously employed models of teaching, Spanish teachers who had taught  her, fashioning to varying degrees her own teaching practices after these teachers.

(Moran 1996: 127)

Like the other studies reviewed here, Moran' s research underscores the complex nature of teaching and the diverse areas of knowledge and skills that must be brought to bear on the classroom context in order to survive the first year of teaching, and ultimately to succeed in a teaching career.

Certain common themes emerge in studies of novice teachers in both mainstream and second language classrooms. For example, the role of teachers' conceptions of themselves and their sense of professional identity has been noted in Bullough and Baughman (1993) and in Richards, Ho, and Giblin (1996). The development by teachers of personal teaching principles that reflect their beliefs and values is discussed in Bullough and Baughman (1993) and in Chapter 3 of this book, and the development of expertise in handling instructional tasks is discussed as a core dimension of teaching in Berliner (1990) and in Freeman and Richards (1996). Previous chapters of this book discuss how second language teachers develop maxims to guide their teaching. Some of these are general principles, such as &quot; follow the learners' interests to maintain student involvement, &quot; while others are specific to individual teachers. In this chapter, we discuss how five novice ESL teachers coped with their first year of teaching, the types of adjustments they had to make in order to deal with the complexities of classroom life, and the extent to which they were able to apply the principles and practices that they had been exposed to in their teacher preparation course.




Study: the first year of teaching

The project teachers

The teachers were volunteer subjects in a project that followed five out of the first graduating class of a BA TESL course at City University of Hong Kong during their first year of teaching in Hong Kong secondary schools. The project teachers included three females and two males teaching at different schools in Hong Kong (see Table 10.1).





Table 10.1    Characteristics of teachers, students, and classes
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All of the teachers were Hong Kong Chinese and were typical of Hong Kong young people of their age and educational background. They had each been through English-medium education schools (where some Cantonese may have been used) and completed an undergraduate degree (the BA TESL) that had been taught entirely in English. Four of the teachers had an advanced level of language proficiency, and their fluency was near native. The fifth was slightly less proficient than the others in his verbal skills. All had chosen to be teachers because they were attracted to teaching as a profession, enjoyed studying and using English, and felt that they could make a positive contribution to secondary education in Hong Kong. Each of the teachers had been assigned as a full-time English teacher in a Hong Kong secondary school.




Teaching English in Hong Kong schools is a very demanding occupation, particularly for new teachers. Secondary school students' language ability and aptitude for learning vary considerably, depending on economic and social background. English is introduced in elementary school, and at secondary level parents can choose to send their children either to an English-medium or Chinese-medium school. The majority opt for English-medium schools, since a knowledge of English is perceived as offering many advantages. In practice, English-medium schools vary greatly in the amount of instruction that occurs in English, since when students' level of English is low, teachers of all subjects make extensive use of Cantonese in presenting material.

English teachers usually teach two to three forms (grades) of English (three classes) and one social science subject (one form, two classes). English teachers are coordinated by a panel chair. Communication with teachers is through the panel chair and form coordinators. New teachers are given fairly precise directions to follow, such as how many compositions and dictations are required for each form each term, and how the composition and dictation will be marked. Coordinators assign tasks to subject teachers. These include designing teaching materials, designing teaching schedules for assigned textbooks, preparing tests and examinations, and preparing supplementary material for each unit in the main textbook.

The teaching of English and indeed of all subjects at Hong Kong secondary schools is often described as examination-based and textbook-driven. Students take their main school examinations at the fifth and sixth forms, and both students and teachers tend to give priority to activities that prepare students for the examinations.

The teachers' TESL preparation

The five teachers had completed a three-year full-time undergraduate BA honors degree in TESL offered by the Department of English at City University of Hong Kong. This degree admits forty students a year, the majority of whom are school leavers with Cantonese as their first language, with a few mature students and students transferring from teacher training colleges. About 30% of the content of the degree addresses English language proficiency and communication skills; the major focus of the rest of the degree is on (a) linguistic and sociocultural studies and (b) theories and practices of language teaching. While the BA TESL aims to provide preparation for teaching English as a second language that is specifically geared to the Hong Kong context, it also offers many opportunities for students to develop broad areas of knowledge in English and the teaching and learning of languages that go beyond this context and that encourage innovation and experimentation. Like any other degree course for future English teachers, it aims to develop not only practical skills, but also theoretical knowledge, content knowledge, and abstract values about the English language and about language learning and language teaching.

Practical classroom skills are developed through microteaching activities throughout the program, and field experiences are provided through a three-week internship experience in the second year, in which the student assists an experienced teacher in the class, and a three-week practice teaching assignment in the third year. Since the degree is offered by an English department rather than a department of education, further access to schools for more extended periods of teaching practice is not available. The courses the students take over the three years of the degree are given in Table 10.2.








Table 10.2    BA TESL curriculum
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On graduation, teachers are expected to be able to teach according to the current methodology that is recommended by the Department of Education for teaching in Hong Kong: communicative language teaching (Syllabus for Secondary Schools English
 1983). The syllabus guidelines prepared by the Department of Education reiterate the assumptions and principles of communicative language teaching and provide guidelines for implementing this approach in Hong Kong schools. Among the statements included in the syllabus guidelines are:

The principal objective of the English language curriculum in the schools of Hong Kong is to provide every student with the opportunity to develop the maximum degree of functional competence in English of which he or she is capable, given the constraints inherent in the situation, in particular competence in those domains of use which are specially appropriate to the Hong Kong situation.... ［Teachers must］ give consideration to the interests of the learner as well as to his short-term and long-term needs. The instructional materials and the teaching techniques used in the classroom should be designed to stimulate the maximum degree of interest in the learner, to provide him with ample opportunities to do things with English, to experience the feeling of successful achievement that comes from putting the language to use for some purpose. Indeed, it could be claimed that successful use of the language being learned is crucial, since without it he is unlikely to persevere in his efforts. (1983: 12)

In the BA TESL course, students are exposed to both foreign-educated &quot; Western&quot; instructors as well as locally born instructors who received their graduate education overseas (primarily in the U. K., Canada, and the U. S.). Thus, those teaching in the BA TESL course combine some aspects of a Hong Kong educational tradition of translation-mediated, grammar-focused, and teacher-centered instruction with &quot; Western&quot; ideas such as communicative language teaching and learner-centered teaching. Graduates of the BA TESL program are therefore expected to be comfortable teaching according to the principles of communicative language teaching, while at the same time being able to adapt their teaching to student expectations and to the type of class they are teaching. They are also expected to be able to interpret what they have learned in a flexible manner based on their own judgment and are led in several modules to develop such a sense of responsiveness and judgment through reflective and problem-solving activities.

From the principles of communicative language teaching as well as the general principles of language teaching discussed throughout their teacher education course, the teachers in this study could be expected to seek to implement the following principles in their teaching:

Emphasize meaningful language use.

Give equal attention to form and function.

Focus on learners' needs and interests.

Be in charge of your class.

Plan lessons carefully.

Be responsive to classroom context.

Use English as the medium of instruction.

  In following five graduates of the program we additionally predicted that, like graduates of other courses preparing practitioners and like the first-year teacher studied by Bullough (1989), these Hong Kong teachers would go through a period of learning to apply what they had studied in a consistent and comfortable manner. It was further predicted that as they went through this adjustment period, they would fine-tune their teaching performance and contextualize their knowledge in relation to their specific circumstances. By the end of the first year of teaching, it was expected that their ideas and practices would have changed considerably since they graduated from the teacher preparation course and would have come into line with the requirements of the context of Hong Kong education in general and of their particular schools and classrooms.




Data collection

Data were collected from several sources: questionnaires, including a belief-system questionnaire, a first-year teacher questionnaire, and reflection sheets, completed by each teacher; classroom observations; and monthly meetings.


Questionnaires





Belief
 -system questionnaire.
 　This was adopted from Richards, Tung, and Ng (1992) and requires teachers to describe their beliefs about a wide range of issues related to teaching English in Hong Kong, including aims of English teaching, role of English in Hong Kong, theories of teaching and learning, and characteristics of effective teaching and lessons. The questionnaire was administered at the beginning and end of the study to determine the content of the teachers' beliefs and the extent to which these changed during the year.


First
 -year teacher questionnaire.
 　This questionnaire, administered at the beginning and end of the project, queried teachers on their use of language, teaching approach, lesson-planning and decision-making behavior, professional relationships and responsibilities, and perceptions and values to determine the teachers' changing profile in these five areas over the school year.


Reflection sheets.
 　Twice a month, the teachers filled in biweekly reflection sheets asking about their changing beliefs and practices in the same five areas as the previous questionnaire. This allowed a more microscopic view of the teachers' process of development and their reactions and coping behaviors in specific circumstances.


Classroom observations




Each teacher was visited eleven times during a 9-month period. During the observations, information was noted on classroom language and general teaching behaviors. The observation was immediately followed by an individual interview to elicit the teacher' s reflections on the lesson just taught. Observation reports describing the lesson observed and the content of the follow-up meeting were shared with the teachers to help them reflect on their own performance.


Monthly meetings




The teachers met monthly with the researchers to describe their teaching and other school-related experiences, report on difficulties they were encountering, and respond to issues that had been identified during the classroom observations.




Findings

To summarize the results of the study, we will examine how the teachers attempted to implement the maxims that were reflected in their BA TESL program, and the personal maxims each teacher developed during their first year of teaching. The discussion is illustrated by examples from tape recordings of lessons made in March 1995 (Pennington and Lee 1995).

At the beginning of the school year, the five teachers expressed their belief in a communicative teaching methodology; soon, however, they confronted the practical classroom realities of large classes, sometimes unmotivated students, and examination pressure. Mei Ling persisted in her belief in communicative principles and throughout the year experimented with a variety of communicative activities to arouse the students' interests and engage them in communicative language use. At the same time, she also felt grammar teaching was important and made use of regular grammar-focused instruction. Moreover, as the school year progressed, she admitted that her main strategy for stimulating students' interest and motivation was to bring in supplementary materials from other textbooks rather than to focus on communicative methodology.

King Fai and K. K. soon adapted to an approach that emphasized language functions and grammar practice, acknowledging the need for the latter in preparing students for exams. For both of these teachers, review of grammar exercises completed as homework or during class was a principal activity. For K. K., such exercises were often complemented by attempts to develop students' knowledge of language functions for communication. For King Fai, much of lesson time was often spent in reviewing grammar rules, with much of the explanation occurring in Cantonese.

Ming' s teaching style was more textbook based, resulting from an expressed lack of confidence to move much beyond the textbook. Perhaps because of his own relatively weak English skills, he was very focused on the students' potential problems comprehending the material. This led him to stick very close to the textbook and to center on the understanding of lexis as the key to English language proficiency. As a consequence, he spent much of class time translating words and explaining the meaning of texts for his students.

Wing Yee started out the school year with a strong belief in the principles of communicative language teaching and throughout the year attempted to implement creative activities to apply CLT principles. However, as a result of discipline problems in her English class, which became increasingly serious as the school year progressed, she often abandoned her planned activities in mid-course. When this happened, the focus of the lesson generally shifted to discipline and routine checking of exercises.

Each of the teachers experimented with ways of adapting textbook exercises and other classroom activities to &quot; make them more communicative.&quot; At the same time, they felt the constraints of their teaching context pressuring them away from a communicative approach. For example, in discussing a story in the textbook, King Fai used group discussion to engage the students in information sharing. However, he also avoided certain problem-solving and discussion questions in the reading that he thought would be too difficult for the students. Wing Yee felt that although she would like to use more group work, the noise that resulted would elicit complaints from other teachers. Indeed, when K. K. tried to implement a lesson that centrally involved role plays, the students became so noisy and disorderly that he was discouraged from attempting such a student-centered activity again.

Within their attempts to teach communicatively, the teachers consciously tried to follow the maxim of giving equal attention to both form and function, though for the teachers other than Ming and Wing Yee—that is, the three teaching in high-band schools (schools with a higher academic rating)—form took priority over function, as can be seen in the following example. It comes from King Fai' s Form 2 remedial class and refers to an example sentence of indirect speech written on the board:




T: Here, he asked, &quot; Can I come now?&quot; You have to rewrite this as, for non wh question words OK such as do, did, does, have, do-er-can, should, may,   we have to use if or whether, is that right? Now, here is a verb—can, come is a verb. Here is subject, we have to change the position, OK? Change the  position of the subject and the verb. Subject will come first so: he asked,   &quot; Can I come?&quot; —he asked, &quot; Can I come now? The person who asked this  question is a boy, so he asked if I will be changed to be, is that right? This is  a question. The boy asked he asked, &quot; Can I come now?&quot; So he asked if or  whether he could come—then. OK, is that all right? He could come then.  How about this one?

Another important principle that had been emphasized in the teachers' BA course was the need to focus on learners' needs and interests and to personalize their teaching. All of the teachers made recurring attempts to address this principle through personalizing examples from the textbook. For example, they might make references to the students, to popular Hong Kong entertainers, and to other aspects of teenage culture, as in the following example from Mei Ling' s class:

T: Oh—the fifth one is comes from—comes from—for example um—um—Wong Faye ［local pop singer］—comes from Shanghai—in China—OK—is  it Faye Wong—He' s not a Hong oh—Beijing. OK sorry, Beijing. OK comes  from Beijing.



Similarly, King Fai, to gain students' interest and attention, mentioned a famous basketball player in relation to a grammar point about commands and then gave examples of commands using students' names:

T: So the teacher told Michael Jordan ［Ss laugh］—not to—because of the  word don' t—not to dream—during the lesson—OK? Not to dream during  the lesson—this applies to all of you here. OK here is the statement—sorry  the commands—sometimes you will have to use er ask OK—ask you to do  something—teacher asked you to come in—er The teacher asked Alex to  shut up—The teacher asked Vivian to put her finger down on the table—The teacher asked Tim not to eat in the class—The teacher told Stella to  keep quiet while lining up outside the classroom—OK—here are some of  the examples—and on the first page of this set of notes—please take a look  at this—you will also find some examples here...



King Fai and Wing Yee, who taught older students in lower-band schools, felt they had to devote considerable time to such personalization of lesson content in order to maintain students' interest. However, none of the teachers departed from their lessons for more than a brief moment to pursue a topic or an example raised by a student, and none allowed spontaneous communicative tangents to develop to any extent as part of their lessons. In fact, more often than not, they followed their textbooks or lesson materials closely and did little teaching that was genuinely communicative. Much of the philosophy of the course was thus stifled by the overriding concern to maintain an orderly class and to cover the precribed material of the school syllabus.

The need to maintain order and to teach a prescribed amount and content of material in fact soon became the principal concerns for all of the teachers. They responded to this felt need in somewhat different ways. As young teachers, they soon discovered that their role as teacher had to be established quickly, and that they had to be seen as being in full control of the class. They each attempted to do this in a different way, some more successfully than others. King Fai quickly sought to establish that he was strict and that he did not accept or tolerate disruptive or uncooperative behavior. He intervened frequently to control disruptive students, and was prepared to initiate follow-up actions in extreme cases (such as sending students to the discipline teacher or contacting parents). His strictness is evident in the following example:




T: If you keep on talking I will change your seat. Today is quite hot—right? I  don' t want to see you er to have a—to have your tie loosely fit here—I  don' t want to see you like that again. This the last time—give you—several  times for you you can make improvement—I don' t want that anymore.



Wing Yee, on the other hand, sought to win students over by establishing herself as their friend. This involved acting in class like a peer—at times, even like a playful schoolmate. For example, in the following exchange, Wing Yee quickly abandons her teacher role in responding to the students' inappropriate (and indeed rather rude) remarks about her hair:

T: I give you five minutes—OK? Five minutes and I will collect the papers.



S: Misi, jouh mat neih go tauh gam sung? Jouh mat mh gel yeh a? ［&quot; Miss,   why is your hair so loose? Why don' t you gel it or something?&quot; ］



T: Because—last night I washed my hair very late and then just dry—gel used  up already. OK so class—you look at the picture and see what' s the type of  the film...



Wing Yee' s attempt to establish solidarity with her students overrode other basic teaching principles and caused her to lose her students' respect for her role as a teacher. As a consequence, her class frequently deteriorated into disorder, and she usually did not finish what she had planned. In her lessons, she generally had to spend several minutes at the beginning of the class period getting the students to calm down and often had to stop the lesson some time during the period to issue disciplinary statements or to wake up students who were falling or had fallen asleep. She frequently showed anger during class and sometimes simply gave up teaching before the period was over, allowing the students to do nothing for the last few minutes of class.

As part of her strategy of establishing herself as a friend to the students, Wing Yee spent time with her students in leisure activities outside of school and used casual, conversational Cantonese in class and outside of class with them. She did not make a fine distinction between in-class language/behavior and out-of-class language/behavior, and so lost her authority and control in the classroom. The students were disruptive, making rude remarks and constantly trying to move Wing Yee off the lesson content. She did not resist this pressure successfully.

Teaching the assigned materials was the second overriding issue that shaped the teachers' concerns and efforts throughout the year. Each had been given very specific teaching assignments by their panel chair, and finishing the prescribed amount of work was primary. In the case of one of the teachers (King Fai), his supervisor even made out a schedule of lessons for him to follow. Consequently, the teachers rarely deviated from the syllabus already planned out for them. It seems that the planned syllabus discouraged their initiative. Even when they were being observed, they did little planning beyond mapping out timing for different tasks and reviewing the teacher' s manual.

The need to maintain order and follow the set syllabus, in the context of trying to be responsive to classroom context, meant that each of the teachers made allowances, in different ways, for use of the native language in the classroom (Pennington and Lee 1995). Although he adhered to a strict, all-English policy for his own language use and encouraged his students to use English in lesson activities, K. K. allowed his students to respond spontaneously in Cantonese during class time. In similar fashion, Mei Ling maintained an English-only rule for her own classroom language use and encouraged her young students to use the second language, but accepted their responses and questions in Cantonese as well. She also relaxed her English-only rule for teacher-student conferences after class.




Because he was so focused on covering the required material, King Fai often used Cantonese to facilitate the review of grammar rules or exercises previously introduced in English. He felt that use of Cantonese saved time and ensured understanding. Ming likewise employed Cantonese as a strategy for ensuring students' understanding of lesson material. His general approach was to present content first in English and then to explicate this content in Cantonese. The following is an example from a lesson based on a reading passage about McDonald' s restaurants:

T: What so impressed Ray Kroc when he visited the hamburger stand—yat  dong yat dong maaih hon bou baau ge dong—&quot; stand&quot; haih—a stand, a  stand for selling hamburgers, that &quot; stand&quot; is—hamburger stand—run by—run—Yib douh mh haih gaai jau, haih gaai ging yihng—It doesn' t mean  &quot; rush&quot; here, it means &quot; running business&quot; —run by—run by the McDonald  brothers OK.



Wing Yee used Cantonese to an even greater extent in her attempts to ensure student understanding and to keep the lesson on target. In addition, she resorted to the native language to establish rapport as well as discipline with her students. Thus, Wing Yee, like the other four beginning teachers, attempted to implement some of her classroom goals by use of the native language. Such an attempt in each case represented relaxation of the principle of &quot; teaching English through English&quot; and an implicit recognition in the classroom of the bilingual nature of Hong Kong society (Pennington and Lee 1995).

Discussion

Rather than focusing on the principles they were taught in the BA TESL course, the five beginning teachers quickly centered in their first year of teaching on two main themes: (1) establishing their role and relationship with the students and (2) covering required material and preparing for examinations. Their orientation can therefore be summarized as a response to the following two maxims of teaching:

1.  Establish and maintain your teacher role and relationship with students in terms of an appropriate degree of authority and distance.



2.  Cover the assigned material efficiently and thoroughly.

Their strong orientation to these two personal maxims represented a narrowing of their classroom focus, which caused the teachers for the most part to ignore or abandon many of the principles regarded as central to second language teaching. In particular, they moved away from the principles and practices of communicative language teaching and toward a conception of language as the learning of content, with a focus on lexis and grammar rules. The strong emphasis on covering material pressured them to stay close to their textbooks and to adopt a teacher-centered approach in which the students made minimal use of English and participated only in restricted ways. In the vast majority of the classes observed, the dominant speaker was the teacher, who employed the native language to facilitate rapid coverage of the lesson material, to ensure students' understanding, and to maintain rapport and control.




What caused these teachers to abandon so readily the principles and practices to which they were most centrally exposed in their teacher education course? One reason may be the nature of the course. The instructors have varied cultural backgrounds and experience: some are expatriates from different countries with varied international experience; most have not taught in Hong Kong secondary schools; and some are Hong Kong Chinese with overseas and local experience, including in some cases experience in Hong Kong secondary schools. Thus a consistent teaching philosophy cannot easily be maintained in the course. It is therefore likely that these first-year teachers, when they were students in the BA TESL course, were exposed to a variety of (overt and covert) teaching philosophies and practices. Perhaps the emphasis on communicative language teaching was not strong enough or pervasive enough to impact their beliefs and practices at a deep enough level to sustain this philosophy in the face of other influences.

Another factor is no doubt the teachers' prior experience as students in the Hong Kong school system. As Lortie (1975) has demonstrated, teachers' models of teaching are strongly affected by their own experience as students. In Hong Kong, this generally means a heavy emphasis on textbooks and examination preparation, an expectation of teacher control, and an acceptance of the need for Cantonese to supplement English instruction. Thus, the teachers' behavior in this study can be seen as simply carrying on a Hong Kong classroom cultural tradition. Again, this suggests that the teacher preparation course was not able to make changes in the teachers' schema that were substantial enough to direct their behavior in the classroom.

The traditional Hong Kong teaching culture was also reinforced for these teachers by several types of &quot; significant others&quot; in their teaching context. One important influence was the panel chair, who closely guided and monitored the new teachers' performance. In most cases, the panel chair, who is responsible for ensuring that the official syllabus is covered in each class in his or her area (e.g., English), represents a conservative influence on teaching that discourages teachers from departing from &quot; tried and true&quot; techniques. The influence of other teachers is also considerable, as the experienced teachers in a school exert influence on the new teachers to conform to the set routines and practices. The students likewise have a strong preference for familiar routines and practices, and they are not reluctant to complain when teachers depart from these. Thus, the teacher who tries to break with tradition and implement new and unfamiliar practices such as communicative language teaching or a strict English-only mode of interaction risks criticism, unpopularity, and sanctions of various kinds. In this respect, as well, the teacher education course seems to have been inadequate in providing a foundation of values and practices that could successfully challenge the overwhelming influence of the status quo of the teaching context.

In addition, these first-year English teachers, like other teachers in Hong Kong, experienced the constraints of their teaching context, including the heavy teaching and nonteaching workload, large class size, and the students' low English proficiency and general lack of discipline. Such factors discourage experimentation and innovation, and encourage a &quot; safe&quot; strategy of sticking close to prescribed materials and familiar teaching approaches. Without any relief from these factors and without any reward for innovating in the face of them, the teachers would naturally be led back toward a conservative teaching approach to align themselves with the characteristics of the existing teaching context. They would therefore be likely to base their teaching more on their previous experience, which they have in common with other teachers and students in Hong Kong, than on their teacher education course.




The fact that these teachers were young and relatively close to the age of their students is no doubt another significant factor in their behavior. They were only a few years out of secondary school themselves, and their recent experience as students in the BA TESL course may have made them able to understand and perhaps personally identify with their students' problems. Thus, for example, they may have been especially sensitive to their students' language problems and accepting of their desire for native language support. At the same time, the relatively small age gap no doubt influenced their perception of the appropriate role for them in relation to their students, such as a strong authority figure (i.e., emphasizing the distance from the students) or a peer (i.e., emphasizing their closeness to the students).

  Another important factor affecting these teachers' approach is their inexperience. All of them can be described as operating within the &quot; survival stage&quot; described by Fuller (1969; cited in Arias 1994) of striving to attain control of their classrooms and to attain instructional mastery. The relatively brief real teaching experiences provided in the BA TESL program were clearly insufficient in duration to enable them to develop confidence in managing large classes of young people. Each of the teachers struggled to develop classroom routines and ways of managing the complexity of their teaching contexts in order to achieve consistency in their lessons, their own behavior, and the behavior of students. The teachers' desire to achieve stability perhaps drove them to closure too soon—that is, to stop experimenting too early and to stabilize their teaching prematurely.

As a consequence of this desire for stability, the teachers developed a classroom &quot; ecology&quot; (Doyle and Ponder 1977) that did not take account of enough factors and so was not in full balance—in other words, it was not really an ecology. Their model of the teaching context was too simple, showing the teachers' lack of experience and skill in considering and handling all the relevant factors that affect classroom events. Such an oversimplified model of the teaching context would only be enriched by additional teaching experience. However, given the probability of similar teaching experiences in the coming years, changing and elaborating or rebuilding these teachers' models of teaching is not likely to be highly motivated and, if motivated, will no doubt be a slow and piecemeal affair. It would therefore seem that a more proactive attack on the problem, one involving changes to the teacher education course, is required.

Such changes might profitably expand the course from three to four years, giving more time for practice teaching. However, additional teaching experience will not in and of itself solve the problem, since the increased contact with the Hong Kong teaching context will serve to reinforce the local educational values and traditional practices. What is needed is more teaching practice combined with strong guidance and reflection on the relationship of the elements of the teacher education course to the teacher' s classroom experience. By explicitly and consciously relating the classroom experience to the theories and approaches learned in the teacher education course, the teacher will not simply reproduce the existing context but rather will bring new ideas to bear on that context. In this way, the teacher will be able to develop practice that is feasible in the local context while also making a new and unique contribution that is grounded on principles of effective language teaching practice.

Conclusion

This study shows how five graduates of a BA TESL course in Hong Kong survived their first year of teaching by developing a simplified working model of teaching consistent with their classroom and the larger educational context. This model centered on just two areas, the teacher' s role relationship with the students and the need to cover a prescribed amount and type of content. It was therefore inadequate to represent the full complexity of the teaching environment and so caused certain problems for these teachers. The emphasis on these two areas also caused the teachers in their first few months of teaching to abandon much of what they had been taught in the BA course.




The teachers' youth and inexperience might have led them to focus on establishing a definite and consistent teacher role and relationship with their students that was relatively inflexible and not sufficiently responsive to circumstances and student needs. This orientation was also doubtless influenced by the overall teaching culture of Hong Kong, which values authority and well-defined roles and relationships. The teachers' felt need to cover the maximum amount of content was strongly influenced as well by the teaching context, its traditions and constraints, and by other participants in that context, including the panel chair, the other teachers in the school, and the students.

This investigation demonstrates the difficulty of influencing teaching practices set by a given culture and background of experience. In relation to the particular course offered to the teachers and studied here, it suggests the potential ineffectiveness of teacher preparation in the light of strong countervailing cultural pressures and minimal preservice classroom experience. The findings reported here therefore strongly imply the need to design teacher education to either explicitly align itself with local practices or to explicitly work to change those practices.

For the latter purpose, instruction alone—even instruction that espouses or demonstrates new philosophies or innovative techniques—will not be sufficient to impact teachers' practices substantially and for the long term. What would perhaps be more effective is an extended period of classroom experience combined with repeated cycles of guided reflection. This suggests a model of teacher preparation using mentors in the university sector who work closely with individual teachers to help them adapt their teaching to the realities of their teaching contexts, while developing their value system and practices in a way that incorporates the knowledge gained in their education courses. Such a course of action requires a commitment to teacher development as a long-term, evolutionary, gradual process facilitated by others not only inside but outside the teaching context. It therefore implies the need for a closer relationship between university education programs and schools, and a more gradual, staged process of teacher development in which professional skills and independence are achieved on the basis of a long apprenticeship.
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Teaching and Learning in the Language Teacher Education Course Room: A Critical Sociocultural Perspective[1]




Introduction

This paper reflects the experiences of two people. One has taught in postgraduate applied linguistics programs for over 30 years and has also contributed to the literature on language teacher education (LTE) (e.g., Richards and Farrell 2005). The other has had recent experience as a learner on such programs (Singh 2004), has recently commenced a career as a teacher educator and researcher, and is currently involved in school-based teacher development. We hope to bring our collective experiences and perspectives to bear on the discussion below by exploring both sides of the learning/teaching encounter in LTE, namely: what do we understand by learning in the context of postgraduate in-service courses in LTE, and what do we understand by teaching? The paper is organized in three parts. In the first part we will outline the concerns that prompted this paper.

The second part explores a sociocultural view of learning in the context of the LTE course room, including the identity work teachers do in this context.  The third part examines the implications of this concept of learning for teaching in the LTE course room.

The problem as we see it

Lecturers on LTE courses spend much of their professional lives in course rooms (lecture theaters, classrooms, seminar rooms), seeking to provide a quality educational experience for their students (henceforth, teacher
 -learners
 ) through a repertoire of course room practices that includes lectures, discussions, simulations, case studies and so on. However it is probably true in most areas of LTE that people who work as university lecturers see themselves primarily as subject matter specialists and do not have any formal study or qualifications in pedagogy, even less so in the field of adult or teacher education. Thus a typical MA TESOL program is taught by specialists in fields such as testing, SLA, reading, linguistics, discourse analysis, or methodology and who view their job as transmitting some of what they know to language teachers. This is done largely through intuition and experience—the process of doing so has hardly been mentioned in the lecturers' own graduate education. Consequently, discussion about course design in MA TESOL programs tends to focus on debate about content and to a lesser extent, how to deliver content effectively (e.g., Wallace 1991; Woodward 1991; Ur 1996; Richards and Nunan 1990; Bartels 2005). Good teaching, if it occurs, is viewed as a private matter, something that lecturers do in the privacy of their course room, and only rarely are colleagues allowed or invited to observe it.

While conversations about the content of LTE courses are common, discussions about LTE pedagogic practices in the course room are much less frequent. In general, our field has been grounded in the dominant technical-rational discourse of teacher education, which maintains that language teaching expertise can be acquired through content-based courses followed by a practicum or school-attachment. As such, practitioners have tended to view the problem of LTE course design and program implementation as one of how to enhance the uptake of subject and pedagogic knowledge by looking to improve the training model (Bax 1997; Hayes 2000; Wolter 2000; Waters and Vilches 2000; Bartels 2005). Unfortunately however, the findings of research on LTE courses suggest that they tend to be ineffective in changing teachers' classroom practices (Tomlinson 1990; Lamb 1995; Roberts 1998). Focusing on designing courses has ignored how human learning is emergent through social interactions, and where context and identity play crucial mediating roles. For LTE courses, this means understanding how teacher learning emerges in the life of the course room, which this paper sets out to explore.




Another part of the problem as we see it is that teacher educators have tended to assume that learning on LTE courses is the teacher-learner' s problem. It is the learner' s problem to find ways of absorbing knowledge passed on by subject matter specialists and to learn how to cope individually with the demands of the course. Formal learning positions the &quot; good learner&quot; as someone who can master subject knowledge quickly and apply it in their course assignments or in their later classroom practice. The view of learning to be discussed here however is a somewhat different one. Drawing on sociocultural theory and identity construction we wish to explore how the social processes of the course room can contribute to professional learning (Moon 2001). From this perspective the location of teacher-learning—the course room—cannot simply be taken as a given. Instead, the LTE course room is viewed as having a rich life which unfolds over time, as events and processes interact, and shape the way participants think, feel and act. The question then is, how can teacher learning be provided for in an LTE course, particularly in contexts where in-service courses are viewed as little more than a survey of current teaching methods? We pose this question because, while like other teacher-educators who have to work within this institutional reality, we need to find ways of making the LTE course more developmentally —rather than training—oriented.

The issue of teacher identity

Learning to teach is a struggle not only around methods and content knowledge, but essentially, about who one is as a &quot; teacher.&quot; It is common nowadays in LTE to speak of producing &quot; professional&quot; teachers who are &quot; critical reflective practitioners&quot; (Wallace 1991). Another view is that teacher development is seen as part of the process of &quot; transformative re-imagining of the self&quot; (Danielewicz 2001: 133). Both these views assume that carefully designed course programs will somehow &quot; transform&quot; participants into the kind of teachers the program envisions. Also, such views assume that teachers are autonomous agents, able to take a reflexive stance towards their teaching, to look at their own practice critically. Instead, from a sociocultural and critical perspective, the change in teacher identity is seen to be socially constructed (Johnson 2001), as well as influenced by the powerful ideologies teacher-learners bring to the classroom with them and the discourses and activities that shape the practices of teacher education. Teacher-learners will not simply &quot; convert&quot; to a program' s student-centered &quot; progressive&quot; pedagogy, as if this were a smooth, uncontested process. A good example is the conflictual positions between the passive learning approach favored by some learners and the trainer' s expectation they become active, reflective learners on courses run according to progressive, liberal pedagogic principles. The challenge for teacher-educators is hence to shape a teacher' s knowledge in the context of an LTE course, while being sensitive to the conflicts in agendas and expectations, the power and status asymmetries, and the implicit ideologies at work—all of which impact on the behavior and attitude of teacher-learners. We therefore see teacher identity as &quot; woven&quot; through the ideologies, discourses, contents and approaches of the course, and the individual teacher' s own desire to find meaning in becoming a teacher.




In this light, critical questions are: what sort of teaching and what kinds of learning experiences are needed to initiate the processes of teacher development? More fundamentally, what are these processes? We view these questions as important because there has been a critical lack of research into the lived experiences of teachers in LTE course rooms, and how teachers constantly negotiate their identities in relation to its particular activities and relationships.




A critical sociocultural perspective

Adopting a critical sociocultural perspective on education, we believe there is a relationship between the micro-context of LTE—the course room—and the construction of teacher identity, which for us is a prerequisite for teacher learning. Sociocultural theories of teacher learning center on the concept of learning as situated social practice, which includes mediation, discourse, social interaction and participation structures. These in turn are situated in ideologies—both the participants' own and that of the institution which is running the course—about what learning is and should be.

Our view, therefore, builds on the following precursors:

◎ Social and situated perspectives on LTE and teacher learning (Johnson 2001; Johnson  and Golombek 2003; Hawkins 2004)

◎ Identity construction in teacher-learning and teacher education (Danielewicz 2001)

◎  Learning in a community (Lantolf 2000; Rogoff 1990; Lave and Wenger 1998)

◎ The classroom as a site where learners exercise their agency in identity formation (Norton and Toohey 2001)

◎ Classrooms as an ecology (Breen 1985), having a life to be managed (Wright 2005), and

◎    Identities-in-practice (Holland and Lave 2001).

While sociocultural theories address limitations in prior LTE research—which too often treats learning, teaching, content and method as discrete domains—they must be complemented by understanding learning as identity construction.  Relating the micro-process of the course room to the larger macro context in which LTE is situated, we conceptualize teacher-learning as the appropriation and resistance to skills and knowledge for the purpose of remaking identity. Therefore, we combine both approaches to study teacher learning as a dialogic relationship between the self and the social, the course room' s daily encounters and the larger discourse community it is situated in.

Learning in the LTE course room

We now wish to examine in more detail the processes of teacher learning in the course room.

From the discussion above we take as axiomatic that:

◎ Before learning, there must be engagement, which includes the atmosphere and the climate of course room life (Wright 2005).

◎ the course room has social participation structures that can enhance or inhibit learning opportunity. This includes both the discourse and the activities of course room life, which affect how meaning is made and knowledge constructed. (Hawkins 2004; Wenger 1998; Lantolf 2000).

◎ Learning is also tied to artifacts, identities and the cultural space in which it is situated. These artifacts include whiteboards, worksheets, journal articles, videos and posters that learners produce, which give flesh to identities in practice (Holland and Lave 2001).




These perspectives reconfigure the course room as a complex ecological site in which unfolding events and processes in the classroom shape the way in which participants think, feel and act. A teacher-learner has to navigate these multiple layers in order to be able to participate in learning, which is a precursor to learning. Central to understanding these processes of teacher-learning are learning as situated social practice, induction to a community of practice, development of a new identity, acquiring a professional discourse, and developing a theory of pedagogy.

Diagramatically, this looks like:


[image: 540a.jpg]





Figure 1　The course room as a community of practice

Learning as induction to a community of practice

From a situated social perspective on learning, an LTE course can be conceptualized as an emerging &quot; community of practice&quot; (Lave & Wenger 1991). This shifts the focus to people jointly engaged in a mutual enterprise, with a shared repertoire of actions, discourses and tools (Wenger 1998). On an LTE course, these relations could include &quot; knowing how to design an ESP course, &quot; &quot; finding out the what, how and why of observation&quot; or &quot; discussing the pros and cons of using textbooks.&quot; While negotiation of meaning, knowledge and understanding are core to all of these, communities of practice grant a primary place to the social activities being engaged in. In this perspective, knowledge is distributed across the community and not possessed individually. Thus, we come to view the LTE course room as a site for specific cultural practices, with participants immersed in a longitudinal experience, where everyone negotiates, contributes to and cares about the long-term outcomes: enhancing teacher' s capacities to think about what they do, and how they do it. Through this immersion, teacher-learners deepen their understanding and perceptions of issues around pedagogic practice. In the process of doing so, the teacher-learner' s identity can be reshaped when her/his experience is critically theorized, rather than taken as the truth. Teacher identity and the community of practice in the course room are mutually constituted through participation.

We view the course room as a site where participants are encouraged to try out new identities, e.g., as mentor, action researcher, curriculum developer, rather than simply sitting back and being a passive learner. Working collaboratively with peers creates social relationships in the course room, both formal and informal, that condition participants' relative success in learning: experts are &quot; learning resources&quot; and &quot; the social process...subsumes the learning of knowledgeable skills&quot; (Lave & Wenger 1991: 29).




Learning as identity construction

Teacher-learning involves not only discovering more about the skills and knowledge of language teaching but also what it means
 to be a language teacher. Identity seems to play a special role in teaching, as compared with other professions. Nias (1989: 202-3) comments: &quot; ［Teachers］ self image is more important to them as practitioners than is the case in occupations where the person can easily be separated from the craft.&quot; Nias implies that there is an intricate relation between teacher identity and teacher knowledge.  Teacher-learners construct their identity through the unfolding social interaction of a particular situated community, within the specific activities and relationships in context.

We lack studies of how teachers negotiate their identity through the interaction processes of the course room. The difficulty or impossibility of changing teachers' practices through INSET courses has been noted (Bailey 1992; Lamb 1995), and is often described in terms of resistance to change (Hayes 1995, 2000). Issues such as teachers' internal motivations and emotional attitudes to change, as well as the contextual conditions for change make the processes of initiating and sustaining change difficult to capture, track and analyze. However, what is often missing from this literature is an acknowledgement of the internal struggles and dilemmas teachers are confronted with when challenged to take on new practices, which may require the teacher to assume new identities and a changed mindset. Whether teachers have the agency to remake themselves through repositioning within the course room will determine if they engage with or resist the activities and discourses of a course.

Learning, identity and the non-native speaking teacher-learner

In LTE courses, learning to teach can pose special struggles for non-native speaking teacher-learners (N-NS-TL), particularly when they are in the same learning community as native-speaker teacher-learners. These struggles include:

◎ the feeling that the N-NS-TL may have a sense of inadequate language knowledge (Johnson 2001);

◎ language competence that may impede participation in group-based collaborative learning  favored by the course lecturer, and

◎ The clash of cultures of learning. Teacher-learners from some cultures have culturally-specific expectations of the roles of teachers and learners (Singh 2004).

The above factors may hinder teachers from taking on the dispositions needed to participate as active learners in the LTE course room. Teacher-learners from traditional cultures of learning may have long, prior experiences of passive learning, of not seeing themselves as &quot; educated, &quot; thereby perpetuating their sense of dependency on Western experts. Their embodied sense of intellectual dependency created through prior passive, hierarchical learning experiences frequently make them uncomfortable with the work attempted by trainers to cultivate active learners. In such cases, the emerging community of practice in the course room may reproduce top-down, didactic practices despite a trainer' s best efforts. Lecturers need to be sensitive to teacher-learners' histories of participation and the expectations they bring, when creating new communities to engage them.




Learning, community of practice and the wider context

The process of acquiring a new set of discourses and becoming a member of new, wider professional communities is hence inherently conflictual.  This is because the LTE course room is not a neutral location, but a complex small culture (Holliday 1999), with overlapping personal agendas and course agendas, which include:

◎ Teacher-learners' own perceptions of how to learn, based on their &quot; apprenticeship of observation&quot; (Lortie 1975).

◎ Teacher-learners' personal agendas—why am I here, what will I get out of this, how much do I have to contribute, will this advance my career in my school.

◎Course aim and agendas—often set by ministries, decided by bureaucrats given the task of injecting innovations into educational systems to prepare future workers for the &quot; new knowledge economy.&quot;

◎ Trainers' own beliefs—about learning, knowledge, assessment, their roles, etc.

◎Institutional, country, professional-academic and course-specific cultures.

Although sociocultural theories of a community of practice focus on its social interactions, and activities, they fail to connect to larger system of power in which the community is nested. Taken together, the micro and the macro focus make the everyday processes of teacher learning both situated in discourse communities and shaped by power relations, which are reproduced and contested in the course room.

Learning, identity and social practices

The identity of teacher-learners is thus tied to the social practice in the cultural world of the LTE course room. While teacher-learners may initially enter this world at a marginal position, they acquire the agency to challenge this negative social position through interacting with cultural and social artifacts. Through their participation in the activities of the course room, teacher-learners grow into this world, gaining a sense of their position and standing in a community of practice. The ethnographic work of Singh (2004) on Chinese teachers on a British INSET course shows how the social construction of identity in the LTE course room offers an opportunity for teacher change, one person at a time. As teachers adopt the cultural artifacts of a world that is new but gradually becomes their home, and then rehearse them in a community of practice, they develop a sense of agency as the practice becomes meaningful.

The study of identity-in-practice posits a turn toward relational notions of identity in which the focus of analysis is not the individual herself or himself, but the activity or practice through which the individual is being produced. In the case of LTE courses, therefore, we are compelled to consider not only individual case studies and personal accounts of identity formation, but also the space of practice where identity is formed. Whether this space leads to change, or obstructs change, depends on the activities, the individual teacher' s dispositions, the ideology of the course, and the culture of the institution within which the LTE community of practice emerges.

Acquiring a professional discourse

The LTE course room is a site which develops its own discourse. Acquiring this discourse is essential for effective participation in the course room. By Discourse (Gee 1996) we include the following:




◎ the dominant discourse of TESOL (e.g., learner-centerdness, learner autonomy, authenticity, genuine language, accountable learning,   and some version of communicative methodology and the four skills);

◎ ways of acting and interacting (e.g., how to be a teacher-learner on an MA course in the US, UK, Australia or elsewhere);

◎ acquiring the appropriate cultural practices in the course room (e.g., how to write a term paper in the appropriate style and voice, how to pose questions and respect different points of view) and

◎ enacting the identity of a teacher-learner.

Becoming a member of a new community of practice is not just about learning new content but also about acquiring new practices, values, and ways of thinking which enable particular identities to be realized. Multiple discourses have to be navigated by the learner. Holliday (2005: 42-43) points out that central to the professional discourse of TESOL is the notion of the four skills and a major aim of training programs, particularly for novice teachers, is to initiate teacher learners into being able to see and understand English language teaching through the framework of the four skills. Singh (2004) found that on an MEd course, new practices, initially something the teacher-learners felt alienated from, became second nature to them over the year-long course through trial and error. These discursive practices included reflecting journal writing, valuing other course members' perspectives, working in groups, sharing thoughts in online discussion board, and critically reading texts. Discourses are a way of signalling identities. Teachers move between Discourses as they move between different contexts. For example, the Discourses of teaching in a school are very different from those on an INSET course; the former tends to be about exam results and school achievement, the latter about learner-centered progressive pedagogy. Teacher-learning is thus shaped by Discourses and how they are used. The Discourses of LTE can have a powerful impact on teachers' identity development, for they look to the &quot; expert&quot; lecturer as role-models of TESOL Discourses. Teachers start thinking of themselves as inquirers if the LTE course room discourse actively invites teachers to research their own practice (see Wright 1992). If we understand how identity is socially situated, we will better appreciate why is that teachers are often seen as not implementing innovations they are exposed to on INSET. This happens when teacher development and school development do not go hand-in-hand (Fullan 1991), such that the teacher has to make a choice between two sets of Discourses calling out to her or him. So, there are multiple discourses of being a teacher in different contexts, and it is more sensible to appreciate them rather than try and impose a dominant ideology or way of thinking about what TESOL should be.

Developing a theory of pedagogy

In teacher education research, there are many theories of the nature of teacher knowledge, and the part in-service courses play in developing it.  We want to frame the teacher knowledge question differently. Instead of viewing teacher education as transmitting theories and practices from one context to another, we regard LTE as aligning a teacher' s theory of pedagogy with the curriculum goals for students' learning. In the course room, teachers construct this theory from questioning assumptions about language and learning, through action research and reflection in a professional community of learners (Cochran-Smith 2000).

Alexander (2002: 2) explains the difference between teaching and pedagogy in these terms:

Pedagogy I define as the discourse which attends the act of teaching. Teaching and pedagogy are not the same. Teaching is a practical and observable act. Pedagogy encompasses that act together with
 the purposes, values, ideas, assumptions, theories and beliefs which inform, shape and seek to justify it.




Developing a theory of pedagogy involves seeking answers to questions such as:

What caused me to want to become a second language teacher?

Do these reasons still exist for me now?

What does it mean to be a teacher?

Is the teacher I am the person I am?

Where did the ideas I embody in second language teaching come from historically?

How did I come to appropriate them?

Why do I continue to endorse them now in my teaching?

Whose interests do these ideas serve?

Who has power in my classroom and how is it expressed?

How do power relationships in my classroom influence my interactions with students?

How might I teach differently?

What is the nature of knowledge that guides my teaching of content?

Who creates this knowledge?

How did this knowledge emerge during the evolution of teaching?

Whose interests does this knowledge about language teaching serve?

How do/can I personally work to uncover the contradictions in my teaching?

How does what I do affect the opportunities in life of students?

What connections do I make with organizations outside the school or center to demonstrate my active role in society?

Do I wish to uncover the &quot; hidden curriculum&quot; —the inconsistencies—in my teaching?

(From Bartlett 1990: 206-207)

In other words developing a theory of pedagogy involves examining not just the &quot; what&quot; and &quot; how&quot; of teaching—content knowledge and classroom methodology respectively—but the questions of &quot; what kind of teacher am I and what kind of teacher do I want to become?&quot; Grappling with these fundamental questions is part and parcel of becoming a professional. Alongside the technical procedures and skills of language and teaching, the professional language teacher has the capacity to reason and make sound judgments about what &quot; academic theories&quot; are conducive to the moral and intellectual development of language learners. Brumfit (1997), for example, has developed a position advocating teachers as &quot; educational linguists, &quot; which includes the study and exploration of beliefs and role of language in society. But how is this to be done in the course room?




Much of what we do when we teach in LTE courses is to pass on information, ways of thinking, conceptualizing, talking, and being. It is part of the process by which teachers are encouraged to engage in personal theorizing based on their own experience, taking on or revising beliefs, values, and understandings. The exploration of these beliefs, values and theories is a central part of the conflicts that arise in the course room. In our view, rather than ignoring these conflicts, we can invite teacher-learners to interrogate their and our assumptions about what teaching and learning mean, and why they cause us so much trouble.

Teachers develop their own theory by exploring classrooms and language (language awareness) through the cultural artifacts and social practices in the course room. Thus they are not simply seen as passive absorbers of functional knowledge about syntax, stylistics and semantics, but are actively engaged in developing their own understanding of grammar through inductive study by looking at corpuses of authentic textual data. Lecturers can model and demonstrate how to make students aware of the discourse features of a newspaper article, a business report, an advertisement, and also sensitivity to issues of power, gender and linguistic imperialism (Hedgcock 2002; Philipson 1992). In this way, teacher-learners develop an operational knowledge that can help them assist their own learners to become critical language users, not just functional ones. To counter teacher passivity and dependency, LTE courses must engage notions of what a &quot; language teacher&quot; looks like, and elaborate the discourses and practices of such an imagined identity and world.

Teaching in the LTE course room

Given the view of learning as critical sociocultural practice outlined above, the role of the teacher educator is to manage the life on the course room as a space where learning is possible and sustained.  The aim is to scaffold opportunities for learning, rather than transmitting &quot; pre-set&quot; theories. Central to this role are modeling good instructional practice, dialogically organizing instruction, encouraging participation in multiple discourses and setting up collaborative learning. In short, teaching is not recitation of prior knowledge from elsewhere, but establishing the parameters and norms for guiding co-constructed understandings in the daily life of the group.

Modeling good instructional practice

A challenge for anyone teaching LTE courses is how well the teacher' s and the course' s instructional practices model the kinds of learning opportunities and dispositions that  teachers are encouraged to create in their own classrooms. We have all heard jokes about lecturers who present a session on co-operative learning through a lecture. As Feiman-Nemser comments (2001: 1020):

The pedagogy of teacher education mirrors the pedagogy of higher education where lectures, discussions, and seat-based learning are the coins of the realm. Too often teacher educators do not practice what they preach.

Gaudart (1994: 85) similarly observes:

While advocating pupil-centered teaching, many teacher education classes themselves are more inclined to be teacher-centered rather than student-centered.... If we stopped and looked at our own teacher preparation programs, would we find that it allows student teachers to develop, or would we find that it forces them into a mould which we have created for them?

Johnston (2000: 157) raises the same issue:




Increasingly, teacher educators are encouraging their teacher learners to take a reflective approach to their teaching and to use action research methods to gain a better understanding of their own classrooms: yet...teacher educators are rarely seen to be practicing what they preach, that is, conducting reflective inquiry in their own classrooms and sharing the results of this inquiry in the professional forum.

To practice what we preach requires teacher educators to have the appropriate ethical commitments, professional knowledge and pedagogical repertories they expect of their teacher-learners. Examples of three such approaches are presented below.

Hedgcock (2002) discusses a technique for using assigned readings in an LTE course in which reading tasks model the same reading strategies which teachers are expected to develop in their own students. That is, the activities the instructor uses with teacher-learners in relation to reading assigned texts are the same ones the teachers can in turn teach their students to use.

An example of a task of this kind is the following activity which develops genres awareness as well as content knowledge:


Text analysis task




Directions: With a partner, select a sample article or chapter from an applied linguistics source you know. Refer to the following prompts as you analyze your text.

1. Scan your text carefully. What are your best guesses about its

　(a) topic

　(b) genre, or textual category (e.g., research report, review article, essay, etc.)



　(c) primary argument(s) (i.e., thesis/es or central claim［s］)?



　(d) conclusions (including findings for/against research questions or hypotheses, support for a theory, implications, etc.)?



2. Identify specific textual clues that you used to make the inferences you drew in (a) above. Consider features such as the sample' s topic and focus, the arrangement of its content, its formatting, and so on.



3. How would you describe the text' s rhetorical structure (how the author chose to sequence information)?



4. What do textual signals tell you about the text' s structure? Consider elements such as the abstract, heading, topic sentences, tables, figures, and so on.



5. For what audience(s) is the text written? Consider these formal elements: specialized terminology, reliance on the existing literature (bibliographic resources), style sheet, typographical conventions, and so on.



(Hedgcock 2002: 316)

Johnston (2000) describes a self-study project in which he examined dialogic features of his teaching in an MATESL methods course as he sought to implement a student-centered non-transmission approach to teaching. Data sources on his teaching included a teaching journal, audio recordings of class sessions, teacher-learners' journals and assignments, and other classroom data. Through investigating his own teaching he sought to demonstrate a professional development activity to his teacher-learners.




Generally speaking, in all my work in teacher education, I try to provide what Woodward (1990) calls loop input
 and enact in my own classroom the teaching principles I espouse. Conversely, I always offer myself up as a living specimen. I encourage teacher learners to think critically about my teaching, pointing out that if I am claiming to be able to tell them how to teach, I should practice what I preach.  (Johnson 2000: 160)

And thirdly, Wright (2002) provides another example of how good practice can be modeled—language awareness. A cycle of activities is organized using real texts (e.g., newspaper and magazine articles) that move from the &quot; user, &quot; &quot; analyst&quot; to &quot; teacher&quot; domains of language awareness. This process first exposes teacher-learners to language data, which they analyze, drawing on their previous experiences, and then a reflective stage follows. Here, participants share new insights gained about how language works, and work out rules that can help in their classroom teaching. In this way, participants move from considering language in use to working with language and how to teach it. They share insights, with the teacher-educator on hand to provoke, elucidate and clarify.  Thus, teacher-learners' linguistic knowledge is linked to pedagogic application. Expanding analytical skills and acquiring the meta-language to discuss language points go hand in hand. The attitude of curiosity and openness towards language is one which both teachers and teacher educators can model for their students, rather than depending on existing sets of grammar rules. Thus, LTE can be a site for initiating teacher-learners into a spirit of inquiry.

All the above three examples take place within the dynamic teaching-learning context of the course room. While modeling practice, in each case the teacher-educator also scaffolds learning.  An &quot; expert&quot; shows a learner the more essential moves in a new activity, such as how to teach a tricky language point, and then gradually hands things over to the teacher-learner as s/he becomes more confident. So, the trainer does not &quot; tell&quot; but supports, while the learner takes on a more expert role, as his perspective grows and his skills expand. It is an evolving reciprocal relationship.

Organizing dialogic instruction

Many teacher-learners report that one of the most obvious benefits of attending an LTE course is not what the instructors say, but conversations and networking with other teachers, an opportunity that many teachers say they have little time for in their professional lives. Of learning through talking with other teachers, a teacher-learner comments:

Talking in a seminar provides you with time to talk about your teaching and hear about the teaching of others and this in itself becomes confidence inducing. You know, you think stuff about your teaching all the time, but when you talk about it in public, with people who know you and where you are coming from, it becomes real. Through this talk, we know what we are doing, we know why we are doing it, we know what we do, and we can tell others why we are doing it.

(Quoted in Freeman and Johnson 2005: 85)

Through participating in group conversations around teaching and learning issues, teachers can come to validate their own knowledge and beliefs or reshape them through dialog with others. Dialogic teaching (Alexander 2004) is at the heart of a teacher' s repertoire. It need not always involve spoken dialog and can take place through journals or online.  Danielewicz (2001: 146) describes her use of letter writing as a dialogic activity. Teacher-learners write letters both to their peers and to their teacher, &quot; focusing on issues and ideas related to teaching, drawn from the readings, discussions, and experiences in the course.&quot;




However, while discussion is a more coherent form of learning than recitation (Nystrand 1997), dialogic teaching can create a dilemma for teacher-learners who come from cultures where a transmission-oriented mode of teaching is the norm and where the lecturer is expected to lecture and the students to listen and learn. Johnston (2000: 157) comments that sometimes he received student evaluations that suggested he should lecture more and that students would like to hear more of his views and listen less to those of their peers.  Dialogic modes of teaching thus raise issues of identity, power, and agency. Johnston suggests that dialog in educational settings has at least three interrelated elements—participation, contingency, and negotiation.

First, it requires the participation of the teacher and the teacher-learners. …The point is that both these sides are needed: there can be no learning if either one is missing. Next dialog is fundamentally contingent. Because of the complexity of what the teacher and teacher-learners bring to the classroom, and the further complexity of their interaction in class, it is impossible to predict exactly what teacher learners will or will not learn... Finally, dialog involves contestant negotiation. Because of its contingency, truly dialogical relations can only be maintained through a constant moving to and fro between participants in the domains both of content (what we are studying) and process (how we go about it). (158).

Lave and Wenger (1990), in writing about situated learning, stress the importance of &quot; learning how to talk&quot; to participate in a community of practice. Singh (2004) describes how on an INSET course in the UK, the course members did &quot; micro-training&quot; sessions, had online discussions with peers doing the distance program from Mexico, and took part in an action learning set (Baldwin and Williams 1988). Through these activities, he came to examine his own criteria for what constitutes &quot; progress, &quot; and came to realize how the way teacher-learners look at things is tied to their biographies and their contexts. Moreover, in the multiple practices that the course leaders had structured for the teacher-learners, he became aware how teacher learning happens not only through the content of activities, but also by each specific encounter and the authentic talk within it. As a member of an action learning set, he could only speak honestly to other set members because he was among people he could trust as co-learners.

Learning to share with others and listening without judgment but in the interest of furthering understanding thus make the processes of LTE just as important as the pre-planned content. Hence even experiential learning cycles (Kolb 1984) might not work if the sort of talk within it obstructs knowledge co-construction. Indeed, talk and learning are not separate from the individual, or from the group. Teacher-learners cannot talk about teaching without reflecting on what they went through as learners, while group learning adds meaning to the teacher' s self-development as professionals. A key challenge for teacher-educators is having the process competence to keep the spirit of collaborative learning alive, as well as recognizing that knowledge is not transmitted, but tentative, not prescriptive but constructive. In effect, it is not the written assignments that should be valued as the &quot; products&quot; of learning, but the right kind of talk that initiates reflective review of unquestioned habits and ideas about language and learning.

Consequently, some questions for LTE practitioners to consider are:

◎ What is the relationship between how a LTE course is set up and the type of talk that results?




◎ In what way is talk related to the topics in the course?

◎ How can one provide a variety of opportunities to talk?

◎ How does talk relate to teacher-learners' engagement and participation?

◎ When does talk become assimilated into personal change?

Encouraging participation in multiple discourses

A critical sociocultural view sees learning as the remaking of identity in a particular space, through the mediation of new discourses, and knowledge as the ability to use-in-practice (Hawkins 2004: 89). During LTE course room interaction, teacher-learner roles are largely shaped, if not assigned, by the roles the lecturer assumes through setting up activities, the questions asked and the responses to learner answers, tests and assignments. If teacher-learners are not to be merely passive empty vessels into which knowledge is poured, then they need to be able to shape the course of the talk. When they assert their agency, they remake their identity as they compete for access and control of the course room. Dialogic discourse is less predictable because it is negotiated, but all the more invaluable for teacher-learners.  As Danielwicz (2001: 168) argues, the course room should be a site where teacher-learners create and experience different representations of themselves. Changing the talk, as well as the physical arrangements of people and spaces within the course room, helps redefine teacher and student roles.

The discourses a teacher-learner participates in within the course room are diverse: as an experienced teacher, teacher-learner, group member, peer, researcher, and a unique individual (Hawkins 2004). The language and behavior participants exhibit, for instance, towards lecturers and their peers in the course sessions are very different. How many teacher-learners have the identity of an &quot; expert&quot; or &quot; colleague&quot; that would allow them to call their lecturers by the first name? Their ability to successfully participate in diverse social settings and roles relies on the ability to deploy multiple identities, and knowledge of attendant discourses for different purposes and times. This perspective, then, complicates teacher learning, and problematizes what we are 'teaching' participants in the course room.

Wenger (1998) has written about how successful members &quot; take on&quot; the practices of a community of practice in their everyday life. But what was left out was how there is also a discourse attendant to participation in communities, as Gee (1996) points out. If we think of teachers as &quot; taking hold&quot; of theories of language and education and also as acquiring pedagogical repertories, then LTE needs to be constituted accordingly. That is, rather than &quot; teaching knowledge, skills and awareness&quot; for transfer to classrooms in schools located in other countries, it is the behavior, attitudes, tools and ways of engaging that participants will need to successfully demonstrate at the end of the course. These can be learnt through their apprenticeship into an identity of a successful member of a course community of practice. For instance, if we want language learning to be more than just about functional knowledge of language but also a tool for learners to participate in global society, we need to provide opportunities for teachers to explore what this means in terms of curriculum design and classroom pedagogies.

Developing collaborative learning

Teacher-learners collectively on a course bring a great deal of accumulated knowledge, skills, and awareness to many of the issues they will explore in a course. In a typical cohort some have taught abroad, many have considerable classroom experience, some have learned several foreign languages successfully, and some have worked as mentor-teachers and trainers themselves. Their collective knowledge and experience, together with the course content and the course-room artifacts, provide the resources through which they learn. Danielewicz comments (2001: 141):




Collaborative learning creates a social context that helps students negotiate entry into the academic discourse community and acquire disciplinary knowledge. But, at the same time, their joint efforts will produce new knowledge, and eventually lead to a critique of accepted knowledge, conditions, and theories, as well as of the institutions that produce knowledge.

From a Vygotskian perspective on learning, &quot; cognitive development is a socially mediated activity&quot; (Johnson and Golombek 2003: 730).    Key concepts here are the zone of proximal development (ZPD) and mediation. These two constructs present a view of learning as a process of &quot; apprenticeship, &quot; where apprentices collaborate in social practices with teacher educators as well as mentors, critical friends and peers to acquire and construct new forms of interaction and thinking (Vygotsky 1978). Crucial to the process is the role of mediating artifacts in constructing new meanings. In the LTE course room these include handouts, worksheets, technology, video, as well as the physical course-room layout (Singh 2004). For example the course might make use of videoed lesson segments or lesson transcripts to raise awareness of issues such as action zones, group dynamics, turn-taking, corrective feedback, teacher' s role and so on. When discussing a new concept such as focus-on-form, through a video analysis participants think about what they see and share and discuss it with colleagues. Through such discussions teacher-learners reveal their implicit understandings of the importance of grammar, acquisition versus learning, focus-on-form and so on.

Working in collaboration on classroom tasks offers many benefits. Johnson comments:

At the course level, collaborative efforts emerge among cohort groups of teachers as they engage in the meaningful exchange of ideas and experiences based on their understanding of themselves as teachers, of theories and pedagogies presented in their academic course work, of the students they teach, and of the day to day realities of their teaching contexts... Whether occurring in face-to-face or via computer-mediated communication, such exchanges foster the emergence of a professional discourse, heighten a feeling of membership in a professional community, and lessen the isolation and irrelevance often associated with university-based professional course work (2000: 2-3).

An important decision has to do with how much collaboration, how much individual work and how much lecturer led teaching will constitute the course (Johnston 1994). The balance will take different forms with different groups and with different content.

Again, we cannot assume that more collaboration, more inductive &quot; discovery&quot; -based instruction will lead to &quot; more&quot; learning as compared to lecturing and telling. We need to realize that whatever the chosen form of instruction, the course room is a contested domain, mirroring the tensions and complexities of society. Part of the learning process is the conflicts and bargaining teacher-educators and teacher-learners engage in to enable learning to take place. For example, some teacher-learners from a traditional culture of learning may overtly accommodate collaborative, active learning tasks while covertly opposing them. They may feel that they do not have the competence to do what is asked for them and it may take time for them to negotiate the rules and practices of a new community of practice.




Summary

Hawkins (2004: 6) poses the challenge that faces teacher educators in view of the shifts in beliefs about learning and teaching that are becoming apparent in the TESOL field. It means:

A change not only in the content of what teachers learn through teacher education, but also in the process. For teacher educators, it becomes crucial to engage in critical, reflective practices as well, and to envision their work as creating learning communities within which they also participate as teachers and collaboratively negotiate new understandings of their profession and practices. Teacher educators, too, must establish new practices and take on new roles.

Teacher-learners and teacher-educators develop their practices and senses of themselves in relation to the course room world they live in. In this paper, we offered a nuanced reappraisal of teaching and learning in LTE, tying it closely to the space and practices of the course room. Previous studies have situated LTE in the sociocultural framework that includes concepts such as apprenticeship, mediation and modeling. A lot has also been written about how to foster a more inquiry-oriented developmental approach, and which tools and activities can do so. The concept of teacher identity construction both expands the sociocultural model, and augments our understanding of situated social practices. We argue that teacher identity is formed in relation to, and teacher learning embedded in, socially organized and complex ecological spheres of activity in the course room. Teacher learning is about how teacher-learners, as social actors, learn the meanings of certain practices and reposition themselves socially through the use of artifacts, and with the assistance of experts, thus creating a community of practice.

If an LTE course in a course room is to &quot; work&quot; —to have its life survive and prosper to result in any transferable impact—we need to understand not only the individual components but the ways in which the patterns, and the ebb and flow of contacts and engagement result from and contribute to the whole. To achieve the objective of guiding EFL/ESL teachers into becoming critical language professionals in a &quot; TESOL learning community&quot; through in-service courses requires more research on the conditions for supportive dialogic learning in the course room, recognizing the struggle teacher-learners encounter as well as the systems of power in which meaning making takes place on a daily basis. Managing an ecology of learning, its interactions and activities, and the related epistemologies to create a rich space conducive for teacher learning and identity construction is the challenge for LTE lecturers and course designers.
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Postscript

In assembling this selection of articles I was reminded that in most cases, each paper was written for a specific audience, at a specific time and place, and in response to a specific event. Many reflect the different readership and requirements of the journals in which they were published. Most were intended for either graduate students completing their MA TESOL studies or for teachers interested in furthering their understanding of the issues discussed. Some were written for a broader audience, including people new to teaching and with little academic background in applied linguistics, such as the survey articles on communicative language teaching and the teaching of listening and speaking. Some were written in response to an important issue in the field at the time of writing, such as many of the articles on methodology and teacher education in the collection. Still others were written in response to a particular situation.

Among the latter category, for example, two articles stand out. The paper entitled &quot; Method: Approach, Design, and Procedure, &quot; was written after participation in several TESOL conferences during the 1980s. It was a time when at a typical conference, promoters of different &quot; new&quot; methods were competing for the attention of teachers, and promoting their methods as the answer to the language teaching problem. I found their arguments simplistic and my response was the methods paper, still one that is widely cited, as well as the paper on the secret life of methods. My paper on the role of vocabulary teaching was similarly written as a reaction to a specific situation. While I was teaching at RELC in the 1970s, a distinguished American academic gave a public lecture on the status of vocabulary in language teaching. I felt that the speaker merely presented old information from standard introductory linguistics texts. The next day I sketched out my own ideas on the topic and later published it as a paper in TESOL Quarterly.
 It was frequently referred to in the literature thereafter. The paper on teachers' maxims arose from a series of classroom observations I conducted in Japan when one of my textbooks was being field tested. After observing teachers teaching sample lessons from the pilot material, I interviewed each teacher to find out how they used the material and how they adapted it to their own classes. It was during these conversations that I was struck by the role teachers' principles play in shaping their practical decisions and actions. I subsequently explored this issue further in the maxims paper and elsewhere.

Many of the issues discussed in the papers in this collection have been further developed and explored by other scholars since the papers were first published. Rather than try to trace the subsequent development of some of the issues the papers focus on—a task that would take another volume of at least a similar length—the papers appear here in their original form, since I believe they still have relevance and interest and can provide a starting point for students and teachers wishing to further explore any of the issues in this anthology.
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Elective:
Teaching English Language
through Content Arcas
“The Teaching of English Literature
Bilingualism and Bilingual
Education
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2

LEP STUDENTS
Tikunoff (1985)

. MActive teaching” behaviors found to

be related to increased student

performance on tests of academic

achievement

“Use of both native and second

language effectively for instruction. .

10 ensure the clarity of instruction

Integration of English language

development with academic  skills

development

©Response to and use of information

Jfrom the students’ home culture(s)

a. As cultural referents during
instruction

b. To "build participant structures in
the classroom

c. To observe the values and norms of
the students’ home culture(s) even
as the of the majority
culture are being taught

¥ Congruence of the intent and delivery

norms

o instruction with the consequences

Jor students

2

10.

1

IN GENERAL EDUCATION
Blum (1984)

Instruction is guided by a planned
curriculum.

P There are high expectations for student

leaming.
¥ Students are carefully oriented to
lessons.

® Instruction

s clear and focused.
®Learning progress is monitored
closely.

A When students do not understand,
they are retaught.

A Class time is used for learning.

A There are smooth and efficient classroom
routines.

*® Groupings formed in the classroom
Jit instructional needs.

EStandards for classroom behavior are

high.
Personal interactions between
teachers and sudents are positive.
Elncentives and rewards for students
are used to promote excellence.
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Teacher Sex Age Student’s sex Form/grade School level Class level

K.K. M 27 M 3/9 High Mid
Mei Ling F 24 M/E 1/7 High High
King Fai M 23 M/F 2/8 High  Remedial
Ming M 25 M/F 4/10 Low-mid  Low
Wing Yee F 23 M/E 4/10 Low-mid Mid

Note: The names used for the teachers are pseudonyms.
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Teacher A
Teacher B
Teacher C
Teacher D
leacher E

1 ( highest priority)
teacher

teacher and learners
learners

curriculum

teacher

2

curriculum

curriculum
teacher

curriculum

3 (lowest priority)
learners
curriculum

teacher

learners

learners
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- Percentage of all
Reason for decision ceniage 0.
decisions made

Student understanding 37
Student motivation and involvement 17
Instructional management 15
Curriculum integration 9
Subject matter content 8
Students language skill and ability 3
Students’ affective needs 6

Source: K. E.Johnson (1992b:127).
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Item Frequency Percent

In-service courses 55 49.1
Seminars/ conferences 47 42
Student feedback 46 41.1
Self-discovery 39 34.8
Trial and error 37 3

Collaboration 36 2.1
New texts/curriculum 23 20.5
Contact with others 20 17.9
Research 10 8.9
Tired of doing the same thing 9 3

Other 8 7.1
Teaching journal 6 5.4
Feedback from supervisor 5 4.5
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Teacher-centered focus

Curriculum-centered focus

Learner-centered focus

The teacher is the primary focus; factors
include the teacher’s role, classroom
management skills, questioning skills,
presence, voice quality, manner, and quality
of the teacher’s explanations and instructions.
The lesson as an instructional unit is the

primary focus; factors include lesson goals,
opening, structuring, task types, flow, and
development and pacing.

The learners are the primary focus; factors
include the extent to which the lesson engaged
them, participation patterns, and extent of
language use.
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Level Factors in descending order of significance

Vocabulary

Fluency
Comprehension

1-1+

Grammar
Vocabulary

Comprehension

Grammar
1+-2

Accent
Fluency
Fluency
Comprehension
Accent

Vocabulary

Grammar
Accent

Vocabulary
Comprehension
Comprehension

3-3+ Fluency
Grammar
Vocabulary

3+-4 Accent
Grammar
Grammar
Vocabulary

Source: Adams (1980) .
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[METHOD]

[APPROACH]

T
[DESIGN

1

[PROCEDURE]

[a.A Theory of the Nature of
Language
—a model of linguistic
competence
—an account of the basic
it of language sructure
lb. 4 Theory of the Nature of
Language Learning
~— an account of the cen-
tral processes of lan.|
guage learming
— an aceount of what pro-|
motes success in lan-|

suage learning

.4 Definition of Linguistic Content and Specificatons|
Jfor the Selection and Organizaion of Content
— the general objectives of the method
— the specific objectives of the method
— criteria for the selection and organization of
linguistic and/or subject matter content
—a syllabus model
— the form in which content is presented in the|
syllabus
. Specification of the Role of Learners
— the types of learning tasks set for learners
— the degree of control learners have over the
content of learning
— the paterns of learner groupings which arc|
recommended or implicd
—the degree 1o which learners influcnce the|
leaning of others
—the view of the leamer a5 a processor,
performer, initiator, problem solver
<. A Specification of the Role of Teachers
— the types of functions teachers fulfill
—the degree of control of teacher influence|
over learning
— the de

e 1o which the teacher deters

linguistic content
— the types of interaction between teachers and|
learmers
4.4 Specification of the Role of Materials
— the primary goal of materials
—the form materials take (e.g.. textbook,
audiovisual format, etc.)
- the relation materials have to other sources of

input
—the ssaumptions the materials n
teachers and learners

ke about

Descriptions of Techniques|
land  Praciices in  thel
nsructional Sysien:

— the types of techniques|
and tactics used by
teachers for presenting
and prac

ing languagel

[—the types of exeraises|
and practice actvities
that are used in materia|
Is or suggesied for tea
ehers 1o follow

| the resources in terms o
me, space, and equip-
ment used 1o implemen|
recommendedclassroom|
practices.
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Group A ( literature Group B ( literature

majors with majors with no
experience teaching experience teaching
literature) literature)
Beliefs about the role of literature
Enthusiastic about Enthusiastic about
literature literature
Read literature
regularly
Favor a broad approach  Misgivings about
o literature teaching literature in
ESL context
Authentic literature Doubtful about use of
useful authentic literature
Favor integration of Favor integration of
literature into the literature into the
ESL curriculum ESL curriculum

Plans for the use of the literature texts
Saw ways of dealing  Saw ways of dealing

with difficulties with difficulties
Saw wide variety of  Saw limited variety of
teaching possibilities  teaching possibilities
Addressed literary Some attention to
aspects of texts literary aspects of texts

Variety of strategies used ~ Variety of strategies used
to help students explore  to help students explore
meaning of texts meaning of texts

Group C (no literature
training and no
experience teaching
literature)

Doubtful about value
of literature

Don’ t read much
literature

Worried about
anticipated difficulties

Texts used primarily for
reading comprehension

Did not address
literary aspects of texts

Mainly used questions to
check comprehension
of texts
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Less experienced Experienced

teachers teachers
Followed the plan closely 9 2
Followed the plan but added or dropped
activities 3 2

Followed a brief outline and filled it out
while teaching 4 9
Used the materials as the plan - 3
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Motivational Strategies

1. Generate and maintain in-
terest

2. Promote success

3. Promote fun in learning

4. Provide opportunities for
students to speak about themselves

Features

Connect units are built around current,
contemporary topics

Connect students can relate all task to
their own interests and experiences

Connect students are provided with
adequate preparation and support for
tasks throughout the learning process
Connect tests assess only language that
students know and do not assume that
students know more

Connect tasks are varied

Connect games and game-like activitics
make learning fun

Connect personalization tasks  offer
opportunities for students to use target
language to speak about themselves.
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Less experienced  Experienced

teachers teachers

Timing factors
Dropped activity because of time 6 3
Added activity to fill out time 2 1
Affective factors
Added activity to liven up class 2 3
Modified activity to increase interest level 2 -
Pedagogical factors
Changed sequence of activities 1 1
Elaborated an activity 1 7
Changed grouping arrangements 4 3
Changed or dropped activity because of

difficulty 4 2
Dropped activities that didn’ t scem

necessary = 1
Added activities to strengthen lesson - 3
Language focus
Modified activity to change language

focus 1 3

Added activity to provide more language
work 3 6
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Criteria

Achieves aims

Active student participation and
language use

Students use and practice target
language

Lively and enjoyable, interesting
lesson

Students feel they are learning

Covers all four skills

Variety of tasks

Students feel positive

Students learn new and useful things

Less experienced
teachers

2

Experienced

teachers
1
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July 1978 Nov. 1980 June 1983

Copula be 95 9% 84
Progressive -ing 92 90 90
Auxiliary be 91 89 85
Past irregular 25 55 51
Plural 5 32 21
3rd singular -s 0 21 2%
Article 0 2
Possessive -s 0 8 10
Past regular 0 0

Source: Schmidt ( 1983b) .
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Less experienced  Experienced

teachers teachers
Frequency of use

Every lesson 7 3
Mental plan only 3
Only for new or unfamiliar material - Z
Purposes of lesson plan

Provide framework for lesson 3 -
Ensure balance of four skills 2 1
Help realize aims 3 -
Help sec lesson as whole 1 5
Help think through teaching proces 2 4
Help remember what to cover 4 3
Provide record for future use 3 -
Help identify problems and solutions 1 1
Determine content and sequence 3 2
Reminder of props needed 5 1
Ensure sufficient amount of material - 1
Achieve good pace and timing - 1
Contents of lesson plan

Aims and objectives 8 1
Activities and sequence 8 7
Materials to be used 4 1
Timing 6 3
Language points 4 3
Anticipated problems 4 2
Procedures to use 7 =
Grouping arrangements 1 1
Important reminders 1 1

Homework assignment - 1
Assessment 6 3
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Source
a. Test date 1
Constant
Regression ( co-variates)
Version
Within
b. Test date 2
Constant
Regression ( co-variates)
Version
Within

Ss

.78
473.41
822.71
1484. 14

173.10
1592. 86
244.82
1804. 88

df

B

26

MS

78
236.71
274.24
54.97

173.10
796. 43
81.61
69. 42

.01
4.37
4.99°"

2.49
11.47°°°
1.18
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Duration

Lecture version (includes 8 min. Words Rate (wpm)
of pauses)

Bascline 23:02 1760 117.3

Micro 24:46 1910 114.0

Macro 25:46 1914 107.8

Micro-Macro 27:17 2064 107.1
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Approach

Content

Process

Teacher role

Teacher-educator

Training
deficiency view
methods based
external knowledge
improvement oriented
prescriptive

atomistic approach
top-down

narrow
performance based
skills and techniques
received curriculum
modeling

practice

imitation

short term
technician
apprentice

passive

subordinate

expert

model
interventionist

Development
development view
on-going process
internal knowledge
awareness oriented
non-prescriptive
holistic approach
bottom-up

broad

values based

process based
negotiated curriculum
inquiry based
reflective

action research

long term

knower

investigator
active
co-participant
collaborator
participant
facilitator
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Lecture version

Baseline
Micro

Macro
Micro-Macro
Overall means
Grand mean

TDI (N =33)

mean

18.5
9.83
24.1
13.17
17.48

s.d.

+7.7
+5.4
=10.1
+8.4
+9.4
19.8

TD2 (N=32)
mean s.d.
25.0 £8.3
20.42 £10.5
2.17 £8.3
23.09 £12.9
22.18 +10.5
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Planning This is a strategy for determining learning objectives
and deciding the means by which the objectives can be
achieved.

General listening  dentify learning objectives for listening development
development Determine ways to achieve these objectives.

Set realistic short-term and long-term goals.
Seek opportunities for listening practice.

Specific listening  Preview main ideas before listening.

task Rehearse language (e.g. . pronunciation) necessary for
the task.

Decide in advance which aspects of the text to concentrate
on.

General listening  Consider progress against a set of pre-determined criteri
development Determine how close it is to achieving short-term or
long-term goals.

Check and see if the same mistakes are still being made.

Specific listening  Check understanding during listening

task Check the appropriateness and the accuracy of what is
understood and compare it with new information.
Identify the source of difficulty.

Evaluating is a strategy for determining the success of the
outcome of an attempt to leam or complete a learning

task.

General listening ~ Assess listening progress against a set of pre-determined
development criteria.
Assess the effectiveness of leaming and practice strategics.
Assess the appropriateness of leaming goals and objectives.
set.

Specific listening  Check the appropriateness and the accuracy of what
task has been understood.
Determine the effectiveness of strategies used in the task
Assess overall comprehension of the text.
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Teacher-centered
focus

Curriculum-
centered focus

Learner-centered
focus

The teacher is the primary focus, including teacher’s
role, classroom management skills, questioning ski
presence, voice quality, manner, quality of teacher
explanations and instructions.

The lesson as an instructional unit is the primary focus,
including lesson goals, opening, structuring, task types,
flow, and development and pacing.

The learners are the primary focus, including the
extent to which the lesson engaged them, participation
patterns, and extent of language use.
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Step 1

Step 2

Step 3

Step 4

Step 5

Pre-listening activity
In pairs, students predict the possible words and
phrases that they might hear. They write down their
predictions. They may write some words in their first
language.

First listen
As they are listening to the text, students underline or
circle those words or phrases (including first-language
equivalents) that they have predicted correctly. They
also write down new information they hear.

Pair process-based discussion
In pairs, students compare what they have understood so
far and explain how they arive al the understanding.
They identify the parts that cause confusion and
disagreement and make a note of the parts of the text that
require special attention in the second listen

Second listen

Students listen to those parts that have caused confusion
or disagreement arecas and make notes of any new
information they hear.

‘Whole-class process-based discussion

The teacher leads a discussion to confirm comprehension
before discussing with students the strategies that they
reported using.
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Teacher A
Teacher B
Teacher C
Teacher D

Teacher E

. Teacher

. Teacher and learners
. Learners

. Curriculum

1.

Teacher

[l

Curriculum
Curriculum
Curriculum
Teacher

Curriculum

3. Learners

. Teacher
3. Learners

. Learners





