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Dear Reader,

Welcome to the first series of the Self-Access Booklets prepared to enhance
the learning of open students at the Consgjo de Formacién en Educacion de Anep!

If you are opening this booklet it is because you are on the right track to
continue your studies with success, since these texts have been prepared by
your teachers in order to actively accompany you in your learning paths, and
ensure that self-access means access to pass exams.

The main idea behind these Self-Access Booklets is that knowledge does not
belong to any institution or person in particular, but that it is open to be
appropriated by all those who are willing to tread upon the path of reading,
thinking, analysing and creating their own ideas about the set syllabus which
each discipline has designed for your professional development and growth.
The essential objective of these Self-Access Booklets hence, is to make
learning democratic by giving a fair chance to every and each one of our
students who wants to become a professional teacher of English, whether they
are regular or open students.

It is for this reason that the Programa de Politicas Lingiisticas at CODICEN has
given enthusiastic support to this endeavor.

We sincerely hope you may enjoy your learning!

Laura Motta Gabriela Kaplan
Coordinadora Coordinadora Operativa
Programa de Politicas Linguisticas  Programa de Politicas Linguisticas
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MODULE 1: Didactics

WHAT ISDIDACTICS?

Didactics is one of the Sciences of Education. In particular, it deals with the
processes of teaching and learning. It is different from other Education
Sciences in that it concentrates specifically on how teachers, learners and
knowledge interact and support one another. Because of this reason, itis a key
subject in the teacher education curriculum. Given its emphasis it acts as a

hinge between the general education subjects and the subject-specific
disciplines, which make up the core of ateacher's knowledge.

However, this definition is quite broad and it can be interpreted from many
different perspectives. For example, is Didactics about classroom techniques?
Isitabout planning? Is itabout evaluation?

Also, the very term “Didactics” has positive and negative connotations
depending on where itis used. For example, when you talk about Didactics in a
North American context, it is taken to mean “traditional education” (e.g. a
didactic approach means a teacher-centered approach). On the other side of
the Atlantic, though, the meaning is similar to the one adopted by Spanish or
Portuguese speakers.

Hence, given that the field and the term are complex ones, we will first explore
the history of Didacticsand, in so doing, we will try to come to understand it as
itis conceived nowadays.

However, at all times, keep in mind that, as with any other professional term,
the meanings associated with it vary given the socio-historical conditions in
which it is used. After all, any field of human activity is but the response that
communities of practice can give to the problems of their day.

ABRIEFHISTORY OF DIDACTICS

There has always been a concern with teaching and learning, since these two
processes were first established as a form of ascertaining the continuity of
civilization. The firstaccounts of teaching are those of Socrates and Plato.

Socrates taught through questioning, a teaching method known as “Socratic
questioning” even to this day. This method was made explicit by Socrates's
pupil Plato in “The Republic.” Socrates is generally seen as the first great teacher
and this may be because of his tumultuous life and death but also because of
his effort to engage students in finding answers on their own (and also because
through Plato, we had the opportunity to read about his teaching). His ideas
have permeated the educational field and were taken up by other educators.

One such follower was Saint Augustine (354—430) who, in his De Magistro
adapts the questions to require an expected, dogmatic answer. This was in
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keeping with a catechistic approach to teaching and learning. We must
remember that in the Middle Ages, education was the task of monks in
monasteries, who also held the key to knowledge since they were the ones who
copied old manuscripts by hand, since there were no printing presses.

Education in those days was a privilege of the rich and powerful and it was
done mainly as apprenticeship: a young man would be put in the service of a
wiser, older man who would teach him whatever the young person needed to
know. The same was true for the different trades that made up commerce in
medieval society.

However, it is not until 1613 when the term Didactics is used for the first time by
Ratke (1571—1635), one of Jan Amos Komenskyls (‘Comenius' 1592 — 1670)
teachers, in his Aphorismi Didactici Praecipui. In this particular work, Ratke
conceptualizes Didactics as an intuitive kind of learning about reality, stressing
the role that induction, psychology and the absence of pressure have on
experience.

But it will be his pupil, Comenius, who will define the field for the first time in
history and who will establish the basis for Didactics as a science. Comenius'
Didactica Magna (1640) sets a series of classical principles for the discipline,
amongst which we may count:

Didacticsis both anartand ascience.

Teaching should have as its main aim the learning of
everything by everyone.

Teaching and learning should be characterized by speed and
effectiveness, prioritizing the key role that language and
images play in each of the two processes.

Comenius' greatest achievement was the systematization of the construction
of Didactics as a valid science and art. He sets Didactics as separate from
Pedagogy and introduces de concept of “method.” However, his approach to
the matter is a very specific one. He proposes that each discipline should
develop its own didactic methods congruent with the purposes and content of
the discipline. This stands in stark contrast with previous proposals, which saw
the existence of one sole method that could be applied to any area of
knowledge. If one looks at Comenius' proposal one can clearly perceive a
change from standardization to individualization. To him, each person has the
potential to learn anything in so far as the right methods and resources are
organized in such a way that allow for the person's intuition to come into
contact with a specific area of knowledge. This stands in stark contrast with
previous elaborations of the field which saw it as more standard.

Comenius' work will be followed by further efforts towards the
individualization of education as those proposed by Rousseau (1712-1778),
Pestalozzi (1746-1827) and Froebel (1782-1852). Also, from this moment on,
we will be able to perceive a constant swing of a pendulum between two
extreme positions: those who saw education as dealing with the transmission
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of knowledge via a sole method and those who saw it as happening via specific
individualized means. Incredibly enough, even today, there is no agreement
and neither should there be, because one thing is certain: there is no best
method. Teaching should be at the service of learning and, as Comenius said,
teachers should look for all possible alternatives to help everyone learn.

DIDACTICS IN THE CONTEXT OF THE EDUCATION
SCIENCES

Because Didactics relates to the processes of teaching and learning, the
influence of other education sciences has been rather overwhelming. For
example, Psychology helps teachers understand how students learn so they
claim that Didactics is part of Psychology. By the same token, Pedagogy is
concerned with how people are educated and they also claim that Didactics is
part of Pedagogy.

It was not until the twentieth century that Didactics could ascertain its rightful
role amongst the sciences of education, independent from Pedagogy, Biology,
Sociology, Anthropology or Psychology (Frabboni, 1998). During that
century, the process of validation of Didactics as a self-standing and essential
discipline in education, oscillated amongst three main perspectives: a
traditional perspective emphasizing a technical and prescriptive view of the
process of teaching (this is the era of the method and perpetuates the tradition
set by St Augustine), a cognitive perspective which positioned the discipline as
aproblem solving approach to the task of turning knowledge into an object of
teaching (this second view was more in keeping with the views of Comenius
and his followers), and a “new dimension” (Fiore and Leymonié, 2007) which
focuses on the analysis of the processes of teaching and learning through
specific curriculum contents in order to develop new strategies for the
appropriation of knowledge by studentsin highly situated contexts.

The constant state of flux to which the discipline has been submitted has
rendered it difficult to conceptualize, and has acted in detriment of its
epistemological identity, at best.

The advent of the twenty-first century has seen different authors (Vadillo &
Klinger, 2004; Camilloni, et. al., 2007; Imen, 2007; Tenti Fantini, 2009)
advocating for a reconceptualization of the field which positions it as a theory
“necessarily committed to social practices which are oriented towards the
design, implementation and evaluation of teaching and learning programs, the
design of teaching and learning situations and the orientation and support of
students' learning, while identifying and analyzing problems stemming from
the teaching and learning processes with a view to providing the best possible
learning opportunities for all students and in any educational institution”
(Camilloni, 2007: 22).

In this sense, Didactics has evolved from a position of subservience to other
disciplines into a subject-specific field of inquiry into teaching and learning
serving the purpose of developing situated theories and practices as
potential—though tentative—solutions to the problems stemming from the
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encounter of individuals with two complementary drives: the drive to share
what they know and the drive to gain new knowledge.

It can be rightly claimed that Didactics has transitioned from being a discipline
whose sole purpose was the description and prescription of the “art of
teaching” to becoming a discipline, which is deeply concerned with the
elaboration of context and subject-specific knowledge. This elaboration—be
it construction or transmission—results from the interplay of situated
cognitions (Feldman, 1999). To this author, cognition does not reside in the
minds of individuals, but emerges in the possibilities for their interaction.

This new scenario, might serve as the backdrop to positioning the discipline,
within the teacher education curriculum, as the space where theorizing
practice and practicing theory (Bullough, 1997) will happen. In other words, in
this context, Subject Didactics becomes the realm of praxis, (Freire, 1972)
action and reflection which transform the world, and by doing so, claims a
crucial role in the development of socially just practices.

If, as Horace Mann claimed, Education “is the great equalizer of the condition
of man,” then Subject Didactics, the preeminent curriculum area dealing with
teaching and learning, should be understood as a space where teacher capacity
for social justice can be constructed, negotiated and developed. Giroux (2005:
99) explains that “A social justice stance is, in part, a disposition through which
teachers reflect upon their own actions and those presented by others. Rather
than passively accepting information or embracing a false consciousness,
teachers take a much more active role in leading, learning and reflecting upon
their relationship with their practice and the social context in which the
practice is situated.”

DIDACTICS: GENERAL OR SPECIFIC?

So, what constitutes the field of Didactics? How do teaching and learning
interact with knowledge? What is, in short, the structure of Didactics? Is
Didactics the same as Methodology? These and other related questions have
guided developments in the field of Didactics. For many vyears, it was
considered that Didactics possessed a generality of purpose. If, as many
authors claimed, it had to do with teaching and learning, then it could be
defined in terms of things that teachers do and things that students do in the
classroom. In fact, teaching and learning were seen as one and the same
process, a two-way street where knowledge was transmitted from the teacher
to the student who, in turn, returned his or her understanding of the teacher's
transmission as proof of learning. In this paradigm then, we talk of the
teaching and learning process (singular).

However, if we go back to the conceptions of Comenius, we can readily see
that each discipline is, in fact, made up on inherently particular knowledge
(concepts, facts, skills and dispositions), which is unique and makes the
discipline unique as well. For example, the way in which historians approach
the study of history is not the same way in which a physicist approaches the
study of a natural phenomenon. If we take this example, we can clearly see that
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a historian will look for artifacts and documents, which provide accounts of a
certain event. They may interview witnesses, look at photos, read documents,
and once they have collected all this information, they will provide their own
interpretation of the event. This interpretation can be the same that other
historian may provide or not.

In the case of the physicist, he or she will first of all observe a certain natural
phenomenon in order to develop a hypothesis. This hypothesis will guide the
way in which the physicist will collect information and come to conclusions. If
the conclusions are in line with the hypothesis, then what will be developed is a
thesis, a general statement, which will hold true for all occurrences of this kind
of natural phenomena. If the hypothesis proves false, then the physicist will go
on to reformulate the hypothesis and collect further data until a plausible,
generalizable explanation of the phenomenon can be given.

As you can see, the very nature of the discipline (History or Physics), as well as
its modes of thinking about and perceiving reality, is inherently different and
unique for each area of human knowledge. Hence, in teaching, we should be
able to account for this difference so that learners can have access to the modes
of thinking which are specific to each discipline in the curriculum. In this
sense, it can be clearly seen that different approaches are needed for each
discipline. As a result of this realization, the concept of General Didactics, a
unified body of knowledge about teaching and learning which can be applied
in all the different disciplines, ceases to make sense. What is needed, then is a
Specific Didactics, which allows teachers of a certain discipline or subject to
help their learners learn it with rigor and efficacy.

DIDACTICINTERACTIONS

Didactics is the science of education concerned with the processes of teaching
and learning. These are two different processes even though, to some authors,
they are two sides of the same process.

For our intents and purposes, we will conceptualize them as two separate
although interrelated processes: one dealing with the transformation of
knowledge into teachable objects (teaching), and the other dealing with the
construction of knowledge via interaction with knowledge but also with
teachers and peers (learners). Teaching is concerned with how the teacher
adapts his or her knowledge of the subject matter in order to transform it into
an object of learning. Teachers generally know much more than their students
and their knowledge is both complex and diverse.

For example, back in 1990, Grossman provided a characterization of teacher's
knowledge, based on the work of Elbaz and Shulman, which clearly depicts
this complexity and diversity. To this author, teacher's knowledge evolves out
of theinteraction of four interrelated and mutually inclusive areas:

a. Subject matter knowledge: which includes the various
paradigms within a field which affect both how the field is
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organized and the questions that guide further inquiry
together with an understanding of the canons of evidence
and proof within a discipline which help members of the
discipline evaluate the knowledge claims made. If a teacher
only possesses this kind of knowledge, we cannot claim that
person isateacher, butasubject expert.

Pedagogical knowledge: to include knowledge about
learners and learning, classroom management, curriculum
and instruction. Again, this kind of knowledge is not
sufficient to make a teacher. Those who possess strong
pedagogical knowledge but lack the necessary content
knowledge cannot be called teachers but a pedagogues or
activity designers.

Knowledge of context: encompassing students'
backgrounds and identity configurations, knowledge of the
educational institution and the community within which it
develops its social role and last, but not least, knowledge of
the requirements of the school system and the purposes of
education in society. If teachers only possess this kind of
knowledge then they cannot be called teachers either, but
social workers.

What sort of knowledge makes a teacher, then? To Grossman (op. cit), besides
a strong grounding on all the previously mentioned kinds of knowledge,
teachers need to possess a fourth kind of knowledge unique to the profession

d.

Pedagogical Content Knowledge: the kind of knowledge
that distinguishes between the subject matter expert, the
activity designer, the social worker and the experienced
teacher. It includes a multitude of facets and is, in itself, an
integral part of a teacher's professional landscape.
Pedagogical Content Knowledge encompasses: knowledge
and beliefs about the purposes for teaching a subject at
different grade levels; knowledge of students'
understanding, conceptions and misconceptions of
particular topics in the subject matter; knowledge of
curriculum materials available for teaching the subject
matter; knowledge of both horizontal and vertical
curriculum alignments for the subject and, knowledge of
istructional strategies and representations for teaching
particular topics, etc.



The following diagram summarizes these points
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Teachers are also influenced by other factors. One such factor is what we can
call Teaching Style. A teacher's teaching style is their preferred way of teaching,
or, in other words, the teacher's own “method.” One basic and classic
depiction of teaching styles is the one distinguishing between traditional
teachers and progressive teachers. One word of caution about this kind of
classifications: Reality is seldom dichotomous, so we cannot claim that only
these two styles exist.

Perhaps it would be more useful to conceive of these terms as two ends of a
continuum along which teachers move throughout their careers, depending on
their needs, the context in which they teach and the challenges posed by their
students. Further on in these materials, we will see that, in the same way that
teachers have teaching style preferences, students have learning styles
preferences and there can be potential conflicts between the teacher's
preferred style and that of the students'.

This brings us to the issue of students and the learning process. If we
conceptualize the learning process as one in which learners interact with
knowledge, their peers, teachers and other school personnel in order to
construct new understandings, then we have to pay special attention to what is
brought to bear in learning. For a start, learning originates in what the learner
already knows.

Human beings are not tabula rasa, they are members of social groups and
participants in social activities which are meaningful to them. In participating
in these activities, learners accrue a baggage of knowledge, which constitutes
what we can call background knowledge. This comprises everything that a
human being learns inside and outside the classroom, formally or informally,
because of observation or as a consequence of interaction with other human
beings. This knowledge is neither systematic nor organized. Hence,
background knowledge is prone to contain both mistakes and correct
information. These are brought to bear when students begin to learn
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something new. If their background knowledge has a positive correlation to
what we want to teach them, then we call this knowledge a pre-requisite.
Otherwise, if it does not correlate to what we want to teach, we call it a
preconception.

Example:

The teacher is explaining something to students and she uses the word
“international”/t?rne?’n?l/. One student corrects her by saying: “It's
/Mt?r'ne??n?l/.” To which, the teacher replies with “No, it's
/™Mt?r'n@??n?1/” Then, the student says “But | heard it on TV and on the
radio!” which is true, in all likelihood, as this word tends to be mispronounced
by anchors who do not know English.

Because preconceptions are generally developed outside the classroom, and
because students have not had them questioned before, they constitute a very
powerful construct, which is difficult to break. However, the skillful teacher
will help the students see why their preconceptions are not correct, and also
help them build strong pre-requisites.

Another important issue at play in the learning process is that of learning
strategies. Learning Strategies are thoughts or actions that we use in order to
help ourselves learn. Examples of strategies are planning for a task at hand,
monitoring our performance or evaluating it. We all possess and use strategies
all the time when we are learning. Some of us may sing to ourselves so as to
remember some information, others may draw or order information in a visual
way, while others prefer to plan and think before committing to action. These
are all ways we have developed to help us remember information, cope with
new situations or develop an idea. However, not everyone has the correct
strategy for the right situation or is able to apply strategies in those contexts
where they are most needed. Hence it is important that teachers help students
see what strategies are needed in order to accomplish certain tasks.

We can depict the interactive processes of teaching and learning as a triangle
where teachers, learners and knowledge constitute the angles, and the
relationships which are established between two of the angles are the place
where interactions surface. The following diagram makes this explicit:

Knnuﬂedge@

Didactic
Interactions

Mdasic comtra




Looking at the diagram, we can see that LEARNING is the process in which
students interact with knowledge and with learners constructing new
meanings from experience. That is to say, each new experience learners have,
puts into play the learners' previous knowledge (both pre conceptions and
pre-requisites) as well as their learning strategies. This knowledge is contrasted
with the new experience and accommodated into what students know.
Learning then, is about constructing new meanings from experience and
incorporating those new meanings into our background knowledge.

TEACHING, on the other hand is a process teachers go through in their
interaction with knowledge by which teachers transform *“scientific” or
“academic” knowledge into objects of learning. However, in order to do
this, teachers need to understand how students learn, and, more importantly,
how these particular students learn, what learning strategies they use, which
are the most suitable strategies to teach these students this specific content,
etc. As we have said before, teachers need to possess high levels of
pedagogical content knowledge in order to be able to transpose disciplinary
knowledge in such away that it results in positive student learning.

Finally, out of the interaction between teachers and students, a third form of
relating to one another is born. We will call this the “Didactic contract.” This
refers to the unsaid but ever-present ways in which teachers relate to students.
When we talk of discipline in the classroom and also teacher—student
rapport, we are talking about this contract. In everyday terms, we say that
students “test” how far they can go with one teacher during the first weeks of
class, these “testing” results in implicit rules which govern classroom culture.
One should be vigilant of the didactic contract implicit in one's teaching
because, many times, it may be counter productive in terms of students'
learning.

CONCLUSION

In this module we have defined Didactics as the Science of Education, which
most directly addresses the processes of teaching and learning. We
conceptualized teaching as a process of interaction between teachers and
knowledge by which teachers make successive adaptations to scientific or
academic knowledge so that it becomes an object of learning. Learning, on
the other hand, isa process of interaction between students and knowledge in
which learners construct new meanings from experience. In order to do this,
they resort to their background or prior knowledge to make sense of the new
experiences.

Read Appendices | & Il in this Self-Access Booklet




MODULE 2: Learners

We can no longer assume that our students are ‘simply’ students, nor
that they are bundles of discrete variables. They are complex human
beings who bring with them to the classroom their own individual
personality as it is at a given point in time, and this influences how they
interact with what we do as teachers. (Tudor, 2001:14)

LEARNERS AND THEIR CHARACTERISTICS
AND CONTRIBUTIONS

In Module 1 we saw how teaching and learning are two complementary
processes that come together when two or more people with complementary
drives meet. One has the drive to share what he or she knows, while the other
has the drive to learn so as to better function in a complex world. Also, in
Module 1 we looked at what constitutes teacher knowledge and how that
knowledge comes about. It is the turn now to look at the contributions which
learners can make to both the teaching and learning processes.

For much of the history of English Language Teaching (ELT), and mostly asa
consequence of research carried out in Psychology and Applied Linguistics,
learners tended to be seen rather as homogenous “generic and classes entities”
(Hall, 2011: 123).

Research has homogenized the perception that all language learners might
share common traits thus developing a 'universalist' approach to learner
analysis which overlooks the inherent individuality of each learner and the
contributions he or she can make to their learning process and also their
teacher's teaching endeavors.

In Module 2, we will look at how learners differ as well as to how they are
similar. We will explore what research has informed in terms of learner
variation from the perspective of the different cognitive, affective and
sociocultural variables that influence their learning processes.

The importance of such an approach cannot be overstated because of a
multitude of reasons. First of all, language teaching as a profession is
experiencing enormous advances and a sustained period of change. An
understanding of how students will function amidst these changes is crucial in
ascertaining their learning success. Likewise, if learners have contributions to
make to the teaching process, these have to be taken into account as a way of
guaranteeing their sustained motivation and involvement in the course.
Thirdly, having access to this knowledge about learners' variables will allow the
teacher to be better prepared to support learners in their quest for conquering
the new language. Lastly, in a world where more and more people are learning
English at progressively earlier ages, knowing what learners can contribute will
help teachers discover new ways of teaching the new learners.
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In reviewing the contributions learners can make to the teaching and learning
processes, one should be wary that, oftentimes, there are popular beliefs that
may or may not have been supported by theory. In approaching each particular
learner contribution we will base our opinions on what research has concluded,
even if that conclusion is that the research is inconclusive!

LEARNER INDIVIDUALITY (ATTRIBUTES)
AGE

The issue of age in language teaching can raise all sorts of arguments. On
the one hand, we have the popular belief that young learners learn better
than older learners as it can be clearly seen by the worldwide emphasis on
starting English language instruction at a progressively younger age. While
it might be true that younger learners may have a more steady and
easier phonological development in L2, research is inconclusive as to other
aspects. For example, research supports that adult learners generally outdo
young learners in the learning of vocabulary. If we review further research,
exceptions can always be found for all age groups.

Hence, it would be more useful to approach the influence of age on language
learning as a factor to help inform the methods used to teach different age
groups instead of as a collection of principles on what works and what does
not.

While popular belief asserts that adults have a harder time learning an L2,
research has confirmed that in fact, they make more steady and rapid progress
than children achieving higher levels of language proficiency over short
periods of time. Whether this is a consequence of age or of the teaching
approaches espoused by their teachers, cannot be ascertained. What is true is
that adults draw on more extensive cognitive capabilities than children and
thus they are able to learn about and understand language in more abstract
ways, as well.

As for children, they are more likely to profit from informal and naturalistic
methods emphasizing hands-on concrete learning experiences through
which they can engage in communicating in the new language.

APTITUDE

Notions of aptitude for language learning—having a “natural’” capacity for
learning languages easily—has received support from both popular belief and
research. If we interview teachers, they will certainly acknowledge that there
are some learners who seem to possess a “flair” for languages and this is often
provided as an explanation as to why these learners succeed. Research is also
supportive of the view that language aptitude can be perhaps the best
predictor of success in language learning (Skehan, 1989).




Language aptitude is generally determined by the Modern Language Aptitude
Test (MLAT). This is a test which originated in the field of Applied Linguistics
in the 1950s and which defines language aptitude in terms of phonemic coding
ability, awareness of grammatical structures in sentences, the ability to infer the
rules of the language (i.e. the ability to learn inductively) and the ability to
memorize lexical items. However popular this test is, it also possesses severe
limitations. For a start, it favors a teaching method based on memorization of a
fixed body of language knowledge with a heavy dependence on the analysis of
grammar and vocabulary. Hence, it may not yield true aptitude information in
cases where learners learn language through more holistic methods (for
example, by being immersed in the language). In the latter case, learners do not
memorize lists of words or analyze the grammar of individual sentences but
rather engage in natural communication.

So, we know that language aptitude exists and can be measured but a serious
dilemma with the concept is that it is generally conceived of as a genetic and
stable learner endowment. If this is the case, then it cannot be influenced
through teaching. Hence, learners who do not have a natural ability for
languages are doomed. What research has failed to account for is how aptitude
works in relation with other learner factors such as motivation, or how
language aptitude can be assessed when learners have been exposed to
methods with reduced language analysis. It can be concluded that, while a
useful concept to help teachers shape courses, language aptitude does not by
itself explain success in language learners. Other relevant factors need to be
taken into consideration.

PERSONALITY

Personality has to do with WHO learns, and deals with issues of identity which
cannot stand on their own but connect to all other areas of learner
contribution. Larsen Freeman (2001) identifies several aspects of learner
variation regarding personality. Some of these are:

« extraversion/ introversion
« self-esteem anxiety

e sensitivity to rejection

e empathyinhibition

« tolerance of ambiguity

In order to illustrate the relevance of this area of learner contribution, we will
expand on two of the above.

Introversion and extraversion

These factors will change with age, but also with motivational and learning
styles. However, understanding how some of these factors impact learning
can be a useful tool for teachers to organize learning experiences.

For example, research has explained that extravert students—who are




characterized by their sociability and impulsivity—will profit more from an
approach to teaching which emphasizes communication and oral language
development activities. In contrast, introvert students who tend to be
introspective, reserved and good at planning prefer an academic style of
teaching which allows them to display their logical and precision-oriented style
of thinking.

ANXIETY

Anxiety has been defined as “the feeling of tension and apprehension
specifically associated with L2 contexts” (Mclntyre and Gardner, 1994, in
Larsen-Freeman, 2001:17).

Anxiety, like age, is an issue over which there is no agreement. For example,
anxiety can be the root cause of poor performance or it can be caused by it.
Also, there exist different kinds of anxiety, such as:

 acceptance anxiety — the fear of not being accepted by other group
members.

« orientation anxiety — the fear of not being able to cope with course
requirements.

 performance anxiety —the fear of not doing well in class.

« competitive anxiety — the tension of having constantly to outdo your
peers.

Alongside these differences, there is research supporting the fact that a certain
degree of anxiety is necessary for learners to be able to actually learn
effectively. This claims points out that, when learners do not experience any
tension while learning, their levels of motivation tend to plummet. However,
given that research is inconclusive as to the actual impact of anxiety, teachers
need to keep a vigilant eye on how high the levels of anxiety generated in their
classes are so as to help students avoid unhelpful forms of anxiety that could
have a severely negative effect on their learning.




GENDER

Sunderland (2004: 229) defines gender as “the socially shaped (as opposed to
biologically determined) characteristics of women and men, boys and girls.”
With this quote, he is emphasizing that gender identity is a socially-constructed
personal self-concept we use to label our conception as being male, female,
something in between or something different altogether. It should not be
confused with the category sex, which refers to our biological makeup, and uses
certain biological markers (such as our genitals or our chromosomal makeup)
to create the distinction between males and females.

Gender is a frequently neglected area of language teaching and learning
research. However, in the broader field of education, significant research has
been carried out on gender differences particularly in relation to how girls
perform in school and this research has been extrapolated to the ELT field.
Popular belief holds that girls are better than boys at academic tasks, while boys
tend to outperform girls at oral interaction in the classroom. However, one can
attribute these claims to social and cultural roles and expectations.

Research on gender differences in ELT is, again, inconclusive as there is
evidence that all are equally capable of learning. The challenge for teachers,
though is to find ways to best support their learners.




LEARNER CONTRIBUTIONS (ATTITUDES)

MOTIVATION

According to Dornyei (2001:1) motivation is “an abstract, hypothetical
concept that we use to explain why people think and behave as they do. It is
obvious that in this sense the term subsumes a whole range of motives—from
financial incentives such asaraise in salary to idealistic beliefs such as the desire
for freedom—that they have very little in common except that they all
influence behavior. Thus, 'motivation' is best seen as an umbrella term
that covers a variety of meanings.” Williams and Burden (1997:120) argue
that motivation is “a state of cognitive and emotional arousal that leads to a
conscious decision to act duringa period of sustained intellectual and/or
physical effort so that they can attain apreviously setgoal or (goals).”

There are as many conceptualizations of motivation as there have been
research projects on the issue. Again, research has failed to provide one
clear-cut categorization of what motivation is, how it operates and how
teachers can best adapt their teaching so as to ascertain that learners are
motivated. What is certain is that motivation exerts a powerful influence on
learners and their learning process and that it is an individual trait over which
teachers have little influence. Hence, we should be familiar with the different
theories, which attempt to explain motivation so as to be able to provide our
students with their best chances. The following table summarizes four of the
most popular theories on the subject:

Main . . . . .
Main motivational tenets and principles

Name of the theory motivational
components

Perceived

self~efficacy

Self-efficacy theory

Bandura (1997) Self-efficacy refers to people’s judgment of their

capabilities to carry out certain specific tasks,
and, accordingly, their sense of efficacy will
determine their choices of the activities
attempted, the amount of effort exerted and the
persistence displayed

Attributions
about
past successes

and failures

Attribution theory

Weiner (1992) The individual’s explanation of why past

successes and failures have occurred

has consequences on the person’s motivation to
initiate future actions. In school contexts ability
and effort have been identified as the most
dominant perceived causes, and it has been
shown that past failure that is ascribed by the
learner to low ability hinders future
achievement behavior more than failure that is
ascribed to insufficient effort

Self-determination
theory

Vallerand (Y99 )

Deci and Ryan (1985);

Intrinsic
motivation
and extrinsic
motivation

Intrinsic motivation concerns behavior
performed for its own sake in order to
experience pleasure and satisfaction such as the
joy of doing a particular activity or satisfying
onc’s curiosity. Extrinsic motivation involves
performing a behavior as a means to an end, that
is, to receive some extrinsic reward (e.g. good
grades) or to avoid punishment. Human motives
can be placed on a continuum between
self-determined (intrinsic) and controlled

(extrinsic) forms of motivation.

Social motivation
theory

Weinér (1994);
Wentzel (199 3

Environmental
influences

A great deal of human motivation stems from
the sociocultural context rather than from the
individual.

Table 2.1 — Motivation Theories (adapted from Ddrnyei, 2001)
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BELIEFS,PREFERENCESAND MISCONCEPTIONS

The next set of learner contributions is inextricably linked to student's
motivation. Beliefs exert a powerful influence on the teaching and learning
processes since they are generally coded in childhood and through sustained
interaction with family and other community members.  Hence, the way in
which students perceive the target language or target language community will
have a directinfluence on students' motivation.

Students bring to class different kinds of beliefs. They have beliefs about
themselves as people, but also as learners and, more specifically as language
learners. Likewise they hold beliefs about language and language learning in
general. These beliefs can help boost motivation if students perceive
themselves as able to learn the target language but they can also act against that
motivation if students have had prior experiences of failure in learning the
language or languages in general.

Besides these beliefs inherent to each individual, learners also bring to class the
beliefs of “influential others™ (Larsen-Freeman, 2001). These can be family
members, friends, the media or former teachers who have exerted their
influence and led the individual to believe strongly in certain aspects of
teaching and learning. Some examples of these beliefs are: how lessons should
the taught, the role of translation in the language classroom, the role of
grammar in the language classroom, or how errors should be corrected. These
are generally based on their own prior experiences and not necessarily, the
experiences of the learner. However, they are brought to bear in the language
classroom.

As we have seen in Module 1, these beliefs can also lead students to develop
misconceptions which may stand in the way of their progress in the target
language. The skillful teacher will use these beliefs and misconceptions to help
students see how they learn and what can be done to enhance their learning
experience. This kind of awareness-raising has the potential of leading
learners towards more self-directed and autonomous behavior, which is why
teachers should grab any chance of these beliefs surfacing to provide
clarification.

LEARNINGSTYLES

Skehan (1998:237) defines learning styles as “the characteristic manner in
which an individual chooses to approach a learning task.” To Diaz Maggioli
(1995:5) “When it comes to learning, we tend to adhere to techniques and
procedures to help ourselves come to grips with whatever new knowledge we
may encounter. This way of handling new information by making use of our
habitual or preferred methods is called our learning style.

Everyone possesses various learning styles. These derive from personal

dispositions (how I am most comfortable learning), personal choices (what
helps me learn better), prior learning experience (how I succeeded in learning
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this content before) and innate endowments (my brain is ‘wired' to learn in a
certain way). While some of the literature tends to view learning styles as
permanent learner characteristics, there is evidence that we all possess multiple
learning styles that we develop as our experience in certain fields or with certain
tasks evolves. Hence, when addressing the topic of learning styles it is best
approached from an inclusion rather than exclusion perspective. In other
words, teachers should look for the individual learning style preference of all
their learners and differentiate their teaching accordingly but bearing in mind
that what learners display in terms of preferred stylesis not setin stone.

Some of the most popular depictions of learning styles stem from cognitive
psychology applied to teaching. Such is the case of the field-dependence vs.
field-independence depiction of learning styles developped by Witkin, et al
(1977). The table below summarizes the main characteristics of this
categorization of learning styles.

Field independence Field dependence

1. Impersonal orientation 1. Personal orientation

i.e. reliance on internal frame of reference in | i.e. reliance on external frame of reference in
2 Analytic _ 2. Holistic

i.e. perceives a field in terms of its i.e. perceives field as a whole; parts are fused
component parts; parts are distinguished with background

from background

3. Dependent

3. Independent i.e. the self view is derived from others

i.e. sense of separate identity

. . 4. Not so socially aware

4. Socially sensitive . S .

. S . i.e. less skilled in interpersonal/social
i.e. greater skill in interpersonal/social relationships

relationships

Table 2.2 — Field-dependent and field-independent learning styles

During the 1980s other categories of learning styles also appeared. One
popular classification is based on the work of David Kolb (1984) and his model
of experiential learning. This theory presents a cycle in which all humans engage
when learning. According to Kolb, when humans are given the chance to apply
knowledge, skills and feelings to concrete situations they engage in an
experiential learning cycle comprising four distinct stages. While the learner
could start the process at any of the four given stages, the experiential cycle
follows to the next immediate step (for example, you cannot start your learning
process with a concrete experience stemming from a particular situation and




jump off to applying it without previously reflecting and deriving
generalizations from it, if you truly intend to learn. The experiential learning
cycle has been generally depicted as a circle comprising the following four

quadrants:
COI’lC.I'Cte

expenence

A

concrete, | concrete,

active reflective
test hypotheses , reflection &
in new situation " obsetvation
abstract, abstract,
active reflective

v
abstraction &
generalization

Figure 2.3 — Kolb’s experiential learning cycle.
These four stages of the experiential learning cycle, give rise to the notion of

four distinct (albeit complementary) learning styles: accommodating,
diverging, converging and assimilating.
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Figure 2.2 — Learning styles based on Kolb’s Experiential Learning Theory.

Other categorizations of learning styles seek to describe typical learning
behaviors students who have particular sensory preferences use at the time of
learning. Generally described as the VAK model, these learning styles address
learning as stemming from the engagement of one of four channels: visual
(learning by looking), auditory (learning by listening), kinesthetic (learning by
emotion and action) and tactile (learning by concrete experiences).
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No matter what categorization is used, learning styles provide a useful heuristic
teachers can resort to at the time of planning their lessons, designing practice
or application activities, assessing their learners and engaging them in further
learning opportunities. While there is no agreement on which is the right
theory, the fact remains that every individual is different and teachers should
strive to differentiate their teaching in order to reach every single of their
students.

THE GOOD LANGUAGE LEARNER (ACTIONS)

At the beginning of this module we mentioned that second language
acquisition research has prompted a view that understands learners as
unspecific, and the classes they are in as homogenous. This trend started
particularly in the 1970s with the shift of research from what teachers did in
order to promote learning, toward what learners contributed to the process. In
this context, it seemed relevant to study what good language learners did in
order to enhance their learning experience.

The first groundbreaking characterization of the good language learner was
provided by Joan Rubin (1975) and set the tone for further research on what
differentiates successful language learners from those who are not so. Rubin's
research provided the following characterization of “good language learners.”
They:

« are willing and accurate guessers who are comfortable with
uncertainty;

« have a strong drive to communicate, or to learn from
communication, and are willing to do many things to get
their message across;

« are often not inhibited and are willing to appear foolish if
they can achieve reasonable communication results;

e are prepared to attend to form, constantly looking for
patternsin the language;

e practice, and also seek opportunities to practise;

e monitor their own speech and the speech of others,
constantly attending to how well their speech is being
received and whether their performance meets the
standards they have learned,;

« attend to meaning, knowing that in order to understand a
message, it is not sufficient to attend only to the grammar or
surface form of alanguage.

(Adapted from Rubin, 1975: 45-46)

Further research on the topic existed throughout the 1970s and 1980s but this
monolithic view of learners soon encountered criticisms. To start with, critics
claimed that the traits identified by Rubin and her followers are characteristic
of Western students and do not necessarily apply to other cultures. Along the
same lines, other critics emphasized that the ability to consciously behave in a
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certain way is contingent upon students' personality traits, learning style and
motivation, among many other factors, and cannot be taken as a given. Hence,
we get to see once again how the fact that research results are inconclusive
nevertheless opens up doors for teachers to revisit their beliefs and begin to
take student differences into consideration. Just as is the case with learning
styles, the generalizations about this mythological “good language learner”
remind us of the need to examine our way of teaching in light of what students
can potentially contribute to the teaching and learning processes.

LEARNINGSTRATEGIES

If learning styles are students' preferred ways of accessing new information,
then learning strategies are the tools students use in order to process that
information. Learning strategies have been defined as thoughts or actions
which people use in order to help themselves learn better. The fact that the
definition includes both thoughts and actions, indicates that learning strategies
are one feature of active, experiential learning as well. Research on learning
strategies, (Oxford, 1990; Uhl Chamot, 2009) seems conclusive in terms of the
inherent value of explicitly teaching students how to manage information and
their own learning process.

This trend to explore language learning strategies surfaced as a natural
follow-up to prior research focusing on the “good language learner.” In the
words of Rubin (1975: 45) “The differential success of second/foreign
language learners suggests a need to examine in detail what strategies successful
language learners employ...In addition to the need for research on this topic, it is
suggested that teachers can already begin to help their less successful students improve their
performance by paying more attention to learner strategies already seen as productive.”
[emphasis added]

With this assertion, the ground for research on what learners can do in order to
learn better was set. From among the many theories on learning strategies two
gained immediate popularity given their clarity and readiness for application to
concrete classroom situations.

Oxford (1990: 8) defined learning strategies as “specific actions taken by the
learner to make learning easier, faster, more enjoyable, more self-directed,
more effective, and more transferable to other situations.” Oxford speaks of
directand indirect strategies.

«  Direct strategies for dealing with the new language itself:

e Memory strategies to remember more effectively, e.g.,
using flashcards to remember new vocabulary;

« Cognitive strategies to use all one's mental processes; e.g.,
trying to identify patternsin the L2;

e Compensation strategies to compensate for missing
knowledge; e.g., guessing the meaning when a word is
unfamiliar.




« Indirect strategies for the general management of learning:

« Metacognitive strategies for organizing and evaluating
learning; e.g., noticing mistakes and using that
information to develop;

 Affective strategies for managing emotions; e.g., noticing
anxiety when using English;

« Social strategies for learning with others; e.g., asking
people to slow down or repeat themselves.

(Oxford, op.cit.: 14—16; 293—=6)

At about the same time Oxford developed this model of learning strategies,
Uhl Chamot (2001:25), originally working with J. Michael O'Malley, presented
an alternative framework in which they defined learning strategies as “the
techniques and procedures that facilitate a learning task.” Chamot and
O'Malley's framework (2009: 58) addresses three kinds of strategies:

« Metacognitive strategies-executive processes used in
planning for learning, monitoring one's own comprehension
and production, and evaluating how well one has achieved a
learning objective;

 Cognitive strategies-manipulating the material to be learned
mentally (as in making images or elaborating) or physically (as
ingrouping items to be learned or taking notes); and

 Social/Affective strategies-either interacting with another
person in order to assist learning, as in cooperative learning
and asking questions for clarification, or using affective
control to assist learning tasks or overcome anxiety.




Two questions arose as a consequence of the publication of these frameworks.
Is effective learning about having enough learning strategies? Is effective
learning about using the right strategies in the right context? Further research
on these questions seems to confirm that both are important. This opened up
interesting pathways to begin valuing what students contribute to the class.

LEARNINGAUTONOMY AND LEARNER TRAINING

The extensive and intensive work on learning strategies also gave rise to a
multitude of approaches and developments. Amongst the most interesting
developments the movement towards learner autonomy needs to be
highlighted. Spearheaded by the growing interest on learning strategies, the
learner autonomy movement developed as a form of essential teacher
support. Learner training refers to providing students with explicit instruction
on learning strategies so that they can become more self-directed and
autonomous. Holec (1981, in Hall 2011: 154) defines learner autonomy as “the
ability to take charge of one's own learning”. The certainty that remains,
though is that learners have the potential to significantly affect their learning
process either by nature or nurture. Hence, recognising that our students need
tools that will allow them to extend their learning both in and beyond our
classrooms is crucial. We should instruct our learners in a range of strategies
that will help them learn independently; these strategies may include effective
reading strategies, deducing meaning from context, awareness of how
paralinguistic features affect communication, use of monolingual dictionaries
and effective recording of vocabulary. By introducing these strategies, we hope
to increase both learner autonomy and learner confidence. This development
took two main forms. One, which we can call explicit, involved textbooks,
which began incorporating elements of learning strategies as part of the
coursework. In this context, learning strategies were presented alongside the
learning materials acting as a scaffold for new learning. In contrast, the implicit
movement dedicated specific time and materials to training students in the use
of strategies regardless of the context.

Both Chamot (1990) and Oxford (1990) built a very strong case for explicit
instruction closely tied to the context in which they should be applied.
However, research has proved inconclusive as to the effectiveness of
decontextualized learning strategy training. While research is again
inconclusive as to which of the two ways is preferable, there seems to be
consensus that, just for the sake of saving students' time, learner training is best
done inthe context of language teaching and not as a separate subject.




CONCLUSION

Learners' attributes, attitudes and actions play a fundamental role in their
language learning success. Although these attributes, attitudes and actions have
disparaging support from research, the fact remains that, when taken into
consideration, they afford teachers the opportunity to frame their teaching in
ways which best support student learning. As such, they should become one of
the cornerstones of any teaching approach for as Cook (2008:117) reminds us
“students often know best. It is the learners’ involvement, the learners' strategies and the
learners' ability to go their own way that count, regardless of what the teacher is trying to do.”

Read Appendix 111




MODULE 3: Language

WHAT ISLANGUAGE?

Throughout the history of language teaching, there have been competing
conceptualizations of language. Language is a complex social phenomenon,
which has many dimensions. Hence, it is impossible to agree on a single
definition.

However, taking a look at different learning theories and assessing the role that
language plays in them can shed light on this complex phenomenon. For a
language teacher, the definition of language plays a pivotal role. It is through
that espoused definition that language teachers will interpret language and turn
it into an object of teaching. Hence, it is fundamental that we are clear as to
what we understand by language and how that view affects our teaching.

The definitions of language have been closely tied to learning theories
stemming mostly from Psychology although Linguistics has also played an
important role in shaping our understanding of language.

Current understandings of language claim that it should be understood in
relation to the contexts in which language is used. This understanding has
important ramifications. For a start, it points to the fact that language is much
more than a linguistic code we use to label the world around us. It is a powerful
semiotic system for the negotiation of meanings, which evolve from
engagement in concrete activities. This implies that the language one uses in
one context may or may not be appropriate in other contexts. Hence, language
learning should emphasize not just the mastery of linguistic codes, but of the
social uses of those codes in light of the communicative needs of the speakers
who interact.

However, this was not the case with previous conceptualizations of the term.
We will now look at three relevant theories of learning in order to be able to
understand the relevance of the current definition we are proposing.

BEHAVIOURISM

The first half of the twentieth century was dominated by a view, which saw
learning as a matter of habit-formation. Influenced by the work of
theoreticians such as John B. Watson, or B.F. Skinner (who based their theory
in experiments carried out by the Russian psychologist Ivan Pavlov),
Behaviourists saw learning as stemming from habit formation. To them,
effective learning was a matter of reinforcing good habits, while errors were
seen as bad habits.

B.F. Skinner, in particular, developed a radical form of Behaviourism and

posited that learning happened through a three-step reinforcement cycle. This
cycle started with a stimulus, which triggered a response in the organism (in
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our case, humans). If the response was correct, it was to be reinforced
positively. However, if the response was incorrect, it was to be punished or
negatively reinforced. Skinner based his theory in his study of rats in
laboratory conditions. He invented what is known as the Operant
Conditioning Chamber, a maze with levers where rats and pigeons were put in
order to study them. The procedure involved the animals in trying to get out of
the maze by going through it. At some points, there were levers, which the
animals were supposed to press. If they pressed the right levers they got food
(positive reinforcement), but if the lever they pressed was the wrong one they
received an electric shock (negative reinforcement). With time, animals learned
to press the correct levers and stay away from the ones that would give them no
food or an electric shock.

Skinner also invented a “learning machine,” an apparatus that asked learners
questions, which could be responded by pressing the correct button. If
learners answered the question correctly, they were rewarded by a certain
sound. If the answer was incorrect, learners could not progress to the next
question and this was indicated by a different sound.

The influence of behaviourism is still felt in many areas of education. For
example, the use of the blackboard/whiteboard, the way classrooms are set up
with chairs facing the front of the class, the use of questions and answers to
review materials, multiple choice and true/false questions, and, in language
teaching, repetition drillsare all products of Behaviorism.

Skinner understood language as a series of habits to be acquired. He denied
that the mind or internal cognitive processes could have any kind of role in
learning. To him, because internal mental processes could not be observed,
they were rendered ineffective to analyze. Instead, he posited, we should focus
on the overt, observable effect of those mental states and study them as proof
of learning. Skinner's theory of learning, and particularly language learning,
was laid out in a book that became the main reference for educators around the
world. In 1957, he published Verbal Behavior through the US-based Copley
Publishing Group. While this book was the peak of his research and a synthesis
of his life'swork, it would also be his downfall.

CHOMSKY'SCONTRIBUTIONS

In 1959, Noam Chomsky, a linguist at the Massachusetts Institute of
Technology (MIT) published a review of Skinner's Verbal Behavior in which he
discredits behaviourist theory and advances a new understanding of how
language is learned.

According to Chomsky, behaviorism cannot account for the fact that children
produce original sentences they have never heard before or above and beyond
any language they have been exposed to before. If, as Skinner proposed,
stimuli are the reason why responses are given, how is it possible for children to
produce new language formations without ever having received that stimulus?
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To Chomsky, there should be something else, beyond overt behaviour that
accounts for the capacity to learn and use language. In his view, we are born
with a predisposition to learn and use language. Hence, his view of language
and language learning is termed “innatism.” We are innately endowed with the
power of language learning. However, it should be noted that we are not born
with a language. Instead, our mind has the innate capacity to hypothesize and
discover rules based on the language we have received. This ability to create
new language depends on an intuitive knowledge of rules. Given that children
are exposed to “messy” language in use, it is notable that with some trial and
error and, in arelatively short period of time, children are able to discover rules
of language, which are inevitably correct. This realization led Chomsky to
hypothesise about the existence of an innate Language Acquisition Device
(L.A.D.) responsible for supporting the existence of a Universal Grammar
(U.G.). This UG shapes all human languages in much the same way as we are
born with the ability to learn to run.

Alongside these concepts, Chomsky also marked a clear difference between
knowledge of the language (which he calls “competence”) and the actual use
of that knowledge for communication (which he calls “performance”). To
Chomsky, UG is primarily concerned with competence; hence the deep
structure of any language is made up of very few elements that can be
combined in various forms to express different meanings at the performance
level. By putting the intentional element in his theory, Chomsky managed to
override behaviorist theory completely. Our linguistic competence allows us to
create completely original sentences we have never heard before such as “The
small pink elephant spread its wing and dove into the heights of the ocean.”
While the sentence is completely grammatical, it is totally meaningless. Unless
we are intentionally using these words to create poetical images, it is clear that
language use is much more than just responding to outside stimuli.

Chomsky's ideas took the world of language learning by storm, and although
he based his research only on L1 acquisition and explicitly claimed that he was
“frankly, rather skeptical about the significance, for teaching languages, of
such insights and understandings, as have been attained in linguistics”
(Chomsky, 1966: 152), his ideas also had an impact on L2 learning and
teaching.

Accepting the theory of UG implies, for L2 learning, that learners have their
own transitional form of their language, which is internally developing and
follows an in-built learning path. This is called “interlanguage.” Interlanguage
is a theory created by S.P. Corder (1967), which regards the learner's L2 as a
system in its own right — a system with its own grammar, lexis and
pronunciation. One difference is that the learner's system has a much smaller
lexicon (vocabulary) than the native speaker's — not only of words, but
crucially of multi-word lexical items such as collocations and fixed
expressions. Perhaps more interesting and complex are the differences in
grammatical systems. The learner's system has simpler and fewer rules. For
example, the grammatical system of a beginner student of English may
contain the rule "all verbs for all persons and all time references use the base
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form'. Of course thisrule is never explicitly expressed but can be inferred from
the student's output.

The learner's grammatical system may also be influenced by rules from their
L1, a theory generally known as “L1 interference” and which affects all
language systems: syntax, lexis, phonology and pragmatics.

One way of looking at Interlanguage is as a kind of learner dialect. At lower
levels this dialect is simple, with a restricted lexicon, few grammatical rules and
apronunciation system borrowed from their L1. At higher levels, this dialect is
more similar to the target language with a large lexicon, a grammatical system
similar to that of native speakers and native-like pronunciation. Interlanguage
is therefore a continuum with the learners' language gradually moving towards
that of a native speaker.

Chomsky's ideas have given rise to many pervasive influences felt today in
language teaching. One such influence is the marked emphasis on the explicit
teaching of grammar present in many textbooks and classes. Also, the whole
area of feedback to students has been affected, with many proponents
suggesting that indirect correction is better than direct correction since we are
dealing with students' interlanguage.

CONSTRUCTIVISM

Chomsky's ideas need to be understood within the frame of a theory of
learning, which challenged Behaviorism and proposed a radically different
view of learning and teaching. This theory is called Constructivism and it
originated in the work of epistemologist Jean Piaget. Piaget was interested in
discovering the origin of knowledge or, in other words, how we come to know
the world.

Piaget's theory relies heavily on a cognitive view of the processes involved in
learning. He posited that the development of cognitive structures is a matter
of biological regulation. He carried out his studies with children and
adolescents and concluded that learning is a matter of two interrelated
processes: assimilation and accommodation. Assimilation is the taking of new
information or experiences and incorporating them into our existing
“knowledge bank” or schemata. Encountering this new information causes an
imbalance in our schemata. Hence, through an experiential process we
progressively accommodate this new knowledge or experience so as to
reestablish balance in our cognition through a process called accommaodation.
This process entails changing our existing schemata or ideas, as a consequence
of new knowledge or experience.

Piaget views these processes as occurring throughout an individual's lives with
individuals being in a constant search for equilibration. However, he considers
that there needs to exist a certain biological predisposition for an individual to
be able to engage in the process of assimilation.
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However, the best-known part of Piaget's theory is that of the stages of
development. He distinguished the following stages with their respective
characteristics:

Sensorimotor stage (birth to 2 years of age)

« Children experience the world through their five senses.
During this stage children are very egocentric, i.e. they
cannot perceive the world through others' points of
view. During this stage, children move from simple
reflexes to progressively developing control over their
senses.

Preoperational stage (2 to 7 years of age)

 During this stage, motor skills are developed. Children
are still egocentric, but this tendency decreases as they
become older and begin to take perspective. Children's
imagination is at its peak during this period but they
cannot think logically, yet.

Concrete operational stage (7 to 11 years of age)

e During this stage, children begin to think logically if
presented with practical, concrete aids. They are also able
to “decenter,” that is to say, to perceive the world from
others' point of view. The egocentric phase disappears.

Formal operational stage (11 to 16 years of age and onwards)

e Itis during this stage that children develop their abstract
thinking and are fully capable of using logical thinking.
Egocentrism has disappeared and is replaced by a feeling
of belonging to groups.

Piaget's ideas about learning and development have left an important imprint
in education. Methodologies, such as Active Learning and Discovery
Learning, stem from his conceptualization of development as a precursor of
learning. His ideas became really potent during the second half of the
twentieth century and spurred the “student centered” movement in Pedagogy.

We should bear in mind that Piaget's education came mostly from the natural
sciences. Hence, his thinking is highly typological. The description of human
development in stages is a clear example of this. Although he did not directly
address the process of language acquisition, he did consider it a fundamental
cognitive process, which aids both development and learning. In the field of
linguistics, his ideas were used as the basis for models of language acquisition
such as Krashen's Input Hypothesis.

STEPHEN KRASHEN

Stephen Krashen is a linguist and researcher based in California. During the
late 1970s and early 1980s he developed a model of language acquisition,
which borrows heavily from the work of Chomsky and Piaget and is also
influenced by the work of the Russian psychologist Lev S. VVygotsky.
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Krashen's work posits that language is acquired in a natural way. He makes a
parallelism between the learning of the first language and the learning of the
second language. His theory of language acquisition is built around a series of
hypotheses. These hypotheses speculate about the process of language
development taking examples from the interaction between children and their
caretakers and how this interaction affects the way in which children develop
their language. His five hypotheses are the following:

 Acquisition/Learning Hypothesis

Krashen sustains that there are two ways in which we
develop language skills. We can do it in a natural way,
through sustained exposure to the language and an
emphasis on comprehension or through conscious
focus on language features. He calls the first process
“language acquisition” and in his theory, it is the
stronger of the two in that it has supposedly more
lasting effect than the second process. The second
process involves the learner consciously working,
studying the different systems and committing that
information to memory. Krashen calls this process
“language learning” and he claims that it is less effective
than language acquisition.

« Monitor hypothesis

When we acquire language we are able to do so because
we possess an internal mechanism, which allows us, as
our process of acquisition develops, to identify correct
and incorrect statements. This can be equated with
Chomsky's L.A.D. in that it is an innate capacity
inherent to all humans. However, there are different
kinds of “monitor users.” Krashen describes monitor
overusers as those speakers who are constantly
assessing and planning what they are going to say. In
this scenario, their expression is slow and cumbersome.
In contrast, there can be monitor underusers, who are
very fluent but who are very inaccurate in their use of
the language. Krashen assumes that both these
situations can be remedied if we focus on acquisition
more than learning, sincev acquisition is supposed to
foster optimal monitor use: subconscious intuitive
knowledge of correctness.

« Input hypothesis

According to Krashen, we understand input, which is
comprehensible, that is to say, input which is only
slightly above our current level of understanding. He
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posits the formula i+1 to represent comprehensible
input. In this formula, “i”" stands for input, or language
the learner is exposed to. The “+1” element in the
formula refers to the difference between what learners
actually know and what they can understand but do not
yet know. This relates heavily to the next hypothesis:
Natural Order. Many people see a connection between
this framework and Vygotsky's Zone of Proximal
Development construct. However, this is not the case.
Vygotsky's theory presupposes that learning precedes
development whereas in Krashen's model acquisition
(i.e. language development) precedes and even
supersedes learning.

 Natural Order hypothesis

In Krashen's model, language acquisition occurs
through predictable stages and following a predictable
path, which is not affected by direct instruction. In
other words, teachers may teach students a new
grammar item but, if it is not the one specified in the
sequence of acquisition, it will not be learned. In this
sense, he considers that all humans go through the
same predictable path in acquiring new syntactic
features of the target language and he offers a list of
these features for English. In his elaboration of the
“i+1” formula, the “+1” refers to the next syntactic
feature in his path to acquisition. This
conceptualization borrows heavily from Piaget's idea
of readiness for learning.

 Affective filter hypothesis

In this final hypothesis, Krashen attempts to explain
why different learners exposed to the same
comprehensible input show different levels of
acquisition of thatinput. The affective filter is a kind of
barrier to acquisition, which goes up when the student
is tense, angry, threatened, over-faced or just has a
negative attitude to the language. The filter stays down
when the learner is relaxed and well motivated. When
the filter is “up” the learner cannot pay attention to the
learning because he or she is uncomfortable. However,
when the filter is “down” the learner is able to focus on
meaning and the language learning experience at hand.



LEV S. VYGOTSKY

No analysis of learning theory or language learning would be complete
without addressing the contributions of Lev S. Viygotsky. Working at the same
time as Piaget, and also adopting the view that language acquisition was driven
by external factors rather than being led by an innate acquisition device, Lev
Vygotsky believed both first and second languages are learned via social
interaction. Learning a language requires mediation by a more able party (such as
a parent, teacher or more knowledgeable peer) who provides a supportive
framework (or 'a mediated learning experience’) for the learner until the new
knowledge is appropriated, at which point learning has occurred and the
mediation can be removed.

Learning is therefore seen as a 'joint enterprise’ involving two or more people,
so that whereas learners are unable to function independently, they can
function successfully if given assistance. In devising this 'sociocultural
learning' theory, Vygotsky referred to a learner's Zone of Proximal Development
(ZPD), this being the difference between what learners can do by themselves
and what they can do with the help of others.

Vygotsky's theory of learning has also other important ramifications. He
explained that all forms of human cognition happen first as external forms of
social mediation and become internalized through interaction with others and
the use of psychological tools. To him, language is one of the most important
of these tools. To him, language and thought start as two separate processes in
the child. However, through socialization, the child progressively acquires
control over the language (through interaction with parents, caretakers and
other speakers) so that it becomes a tool for thinking. Once the child is able to
“think in words™ his thinking develops in such a way that the more he thinks,
the more his language also develops. So, language is both a tool for and a
product of thinking.




Contrary to Piaget's view, Vygotsky emphasized that in order for development
to occur, learning must precede it. He cites examples of children of different
ages playing together in which a child who is not supposedly “organically
ready” to do something learns how to do it through the mediation of a play
partner who can.

Unfortunately, Vygotsky died very young in 1936 and left few writings (mostly
transcripts from his lectures). Also, his ideas were not brought to the Western
world until the late 1970s and that is why we have only recently begun
exploring his theory and its influence for language learning.

The table in the following page summarizes the main tenets of the learning
theories we have discussed so far:

Behaviourism Constructivism Social Interactionism
Skinner Piaget Vygotsky
. Fixed body to acquire. Changing body of knowledge, Socially constructed
What is Stimulated from the outside individually constructed in social | knowledge. Built on what
Knowledge? world. Built on what learner participants contribute,
brings. construct together
Acquisition of facts, skills, Active construction, Collaborative construction of
X concepts. Occurs through restructuring prior knowledge. socially defined knowledge and
What is drills and guided practice Occurs through multiple values. Occurs through socially
Learning? opportunities and diverse constructed opportunities.
processes to connect what is
already known.
What is Transmission Challenge, guide thinking towrds | Co-construct knowledge with
K Presentation more complete understanding. students.
Teaching? Telling
What is th Manager, supervisor. Correct Listen for students’ current Facilitator, guide, co-
atisthe wrong answers conceptions, ideas, thinking. participant. Co-construct
role of the different interpretation of
Teacher? knowledge; listen to socially
constructed conceptions
What is the | Not usually considered Not necessary but can stimulate | Ordinary part of the process of
le of thinking, raise questions. Active knowledge construction. Active
role o construction (within mind) co-construction with others
peers? and self.
What are Passive reception of Active thinker, explainer, Active thinker, explainer,
. information. Active listener, interpreter, questioner.
possible directions-
irections-follower.
roles of
Learners?

Table 3.1 — Learning theories in a nutshell




WHY ARE THESE THEORIES IMPORTANT?

As we have said before, the different learning theories can be correlated to
various linguistic theories that tried to explain language as a human
phenomenon.

LANGUAGE AS STRUCTURE

A contemporary of Behaviourism, Structuralism posits that language is a
bottom-up system in which syntax (e.g. grammar) is built “up” from the
smallest unit of sound (phonemes) to the broader unit (discourse).
Structuralists break language down into its component parts and analyze it in
terms of phonemes, morphemes (the smallest unit of sound with meaning)
and then words, phrases, clauses, sentences, paragraphs, passages and last of all
discourse.

This view of language originated in the work of anthropologist Franz Boaz
who developed it to study Native American dialects, which were about to
become extinct. In a structuralist approach, meaning takes second stage to
grammar and syntax. Correctness is emphasised over the communicative
function of words and the unit of analysis is the sentence.

Influences of structuralism in teaching are, for example, syllabi that describe
language learning as a series of grammatical “points” to be learned in a
sequential fashion. This is a characteristic of many language teaching
textbooks which organize their contents around grammar items, even calling
the different units in the textbook by the grammatical category they teach in
that unit (e.g. Simple Present: affirmative, negative and interrogative)

LANGUAGE ASASYSTEM OF SYSTEMS

Chomsky's work reinforced, up to a certain extent, the key role of grammar in
language learning. However, by adding the element of intentionality and
context, and describing language learning as comprising both competence and
performance, it opened up the door to other forms of conceptualizing
grammar.

The focus on performance and on the social purposes for which language is
used gave rise to the Functional movement in linguistics. Thanks to Chomsky's
work and that of his followers, we realized that while grammatical competence
is important, there are also other dimensions which impact directly on how
language functions in communicative settings.

In 1981 Canale and Swain proposed that being competent in a language
entailed competence in four distinct domains:

« Grammatical competence — the knowledge of the rules of language.

« Sociolinguistic competence — the knowledge of how language is used
in particular settings.
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« Discourse competence — the knowledge of how to structure
messages beyond the level of the sentence.

« Strategic competence — the knowledge of strategies, which allow
language users to compensate for their deficiencies in the other three
competences.

This describes what has been termed “Communicative Competence” and it
gave rise to a number of innovations in language teaching. One such
iInnovation was the promotion of meaning-based descriptions of language.
For example, during the 1970's the idea of functions (specific purposes for
which language is used, e.g. asking for advice) became the preferred mode of
describing language and organizing it for language teaching purposes.

While beneficial in this respect, the move away from structuralism failed to
truly innovate our understanding of language since, instead of breaking it
down in discrete syntactic unit, it still broke it down into similar units:
functions. Hence, language continued to be seen as a “system of independent
systems” (syntax, lexis, morphology, phonology, etc.).

LANGUAGE AS ASEMIOTIC SYSTEM FOR THE EXPRESSION
OF MEANING

Over the course of 50 years, M.A.K. Halliday developed an alternative
approach to language descriptions, which sought to truly capture the complex
dynamics of language use. His approach to language description is called
Systemic Functional Linguistics (SFL).

Contrary to previous approaches to language description that placed the
syntagmatic element first, Halliday's approach places the act of
communication at the centre. To him, any communicative act involves choices
and these choices are mapped using networks of meaning-making systems.
The term functional added to the theory developed by Halliday stresses the
fact that language has evolved under the pressure of the particular functions
that the language system has to serve. In other words, the point of departure
for a systemic functional analysis is not the syntactic structure of the language
but the context in which the language is used and how relationships between
language users, media through which meaning is conveyed and purpose for
communication are structured. Language is thus seen as a semiotic system for
the generation of meaning.

Since Chomsky developed his theory of universal grammar, there is a sense in
which theories of language learning and teaching have been absorbed into the
more general approach to education and sociology which can be described as
'humanism." In terms of language theory, this is perhaps reflected in the clear
change of emphasis from form to meaning.

Language itself is increasingly seen as a complex living system which can be

described in almost ecological terms, and this has accordingly fed classroom
teaching. For example, the theory of affordances, lifted directly from ecology,
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provides theoretical backing for adopting a 'multiple intelligences' approach in
the classroom, employing 'neuro-linguistic programming' techniques to help
ensure all learners are afforded equal learning opportunities, whatever their
preferred learning style. Michael Halliday's model of systemic functional
linguistics also sees language in ecological terms, as a huge network of systems,
the function of which is to 'make meanings'. In this model, grammar is not so
much part of the language as a description of it, determined by its functions in
society, and the model has had significant practical implications in
communities where language knowledge, and in particular genre knowledge, is
viewed as away to access and become part of asociety or sub-culture.

CONCLUSIONS

At the confluence of these many notions of language and the psychological
views that attempt to explain learning, we can also find a series of theories
which attempt to explain how language learning or acquisition (depending on
the theory) happens.

For practical purposes, we can break these theories down into three main
trends:

BEHAVIOURISM

Language learning is a matter of habit formation. These habits consist of
being able to use the different systems that make up the language in a correct
way. Errors should be avoided at any cost, since they are “bad habits.”
Language itself is the result of the combination of phonemes into phonemes,
these into words, words into phrases and so on, until we reach the discourse
level.

INNATISM

Language is a uniquely genetic human capacity. \WWe come to the world “wired”
for language. We learn language by discovering its underlying rules on our own.
This is possible thanks to a blueprint for language which Chomsky called
Universal Grammar. The innatist view sustains that language learning is the
building up of knowledge systems that can eventually be called on
automatically for speaking and understanding. Non-native speakers develop a
transitional system of systems called interlanguage.

INTERACTIONISM

Proponents agree with Krashen that i+1 is necessary for language acquisition.
However, they are more concerned with how input is made comprehensible.
They see interactional modifications as the necessary mechanism for this to
happen. Interactional modifications make input comprehensible. If we take as
a working premise that comprehensible input promotes acquisition, then we
have to admit that interactional modification promotes acquisition in the same
way that L1 speakers consistently modify their speech to make their meaning
Clear.

41




MODULE 4: Teaching

DIDACTICS, METHODSAND METHODOLOGY

All professions have specialized terminology they use in order to name and
organize the activities that distinguish them from other human endeavors, as
well as to provide shared reference points and key concepts. In our profession,
when teachers talk about the “methods” they tend to use the term in a variety
of ways.

Methodology is a term used to refer to pedagogical practices in general
irrespective of the particular method the teacher is using. This is an important
distinction in that it allows teachers to focus both on the insights into the
theories behind particular methods, as well as how they are enacted in the
actual classroom. When one looks at the history of language teaching, from
Roman times until today one cannot help but wonder why there have been so
many methods. Nunan (1991:3) explains that is so because all methods “have
one thing in common. They all assume that there is a single set of principles,
which will determine whether or not learning will take place. Thus, they all
propose a single set of precepts for teacher and learner classroom behaviour,
and asset that if these principles are faithfully followed, they will result in
learning forall.”

This tendency has led some authors in recent times to become skeptical about
the usefulness of studying Methodology in teacher preparation. For example,
Alwright (1998:128) claims that “Methods are relatively unhelpful...The
concept of method may inhibit the development of a valuable, internally-
derived sense of coherence on the part of the classroom teacher.”

Other authors such as Kumaravadivelu address methods as a myth. He claims
that the myth of method implies that there is, in fact, a best method ready and
wanting to be discovered and that this is the organizing principle for language
learning having a universal and ahistorical value thus rendering teachers as
consumers of knowledge generated by theorists, with total disregard of
teacher expertise.

Kumaravadivelu (2006) bases his claims on four simple, common-sense facts:

« Teachers who claim to follow a particular method do not
conform to its theoretical principles in classroom procedures
atall.

« Teachers who claim to follow different methods often use
the same classroom procedures.

« Teachers who claim to follow the same method often use
different procedures.

« Teachers develop and follow in their classrooms a carefully
crafted sequence of activities not necessarily associated with
any particular method.




He goes on to propose a “Post-method condition” which replaces the notion
of method for three parameters that can serve as the organizing principles of a
study of language teaching:

a)  Theparameter of Particularity
Any postmethod pedagogy must be sensitive to a particular
group of teachers teaching a particular group of learners
pursuing a particular set of goals within a particular
institutional context embedded in a particular sociocultural
milieu.

b)  The parameter of Practicality
Professional theories are generated by experts, personal
theories are those that are developed by teachers by
interpreting and applying professional theories in practical
situations while they do their job. Hence, a theory of
practice is conceived when there is a union of action and
thought.

c)  Theparameter of Possibility

Pedagogy is closely linked to power and dominance, and is
aimed at creating and sustaining social inequalities. It is
important to acknowledge and highlight teachers' and
students' individual identities. “..develop theories, forms of
knowledge and social practices which work with the
experiences that people bring to the pedagogical setting”
(Giroux, 1988:134)

This view is more empowering than the concept of “method” as traditionally
understood. However, methods still have the potential to inform teaching,
particularly for beginning teachers. As Johnson (2008) remarks, the further
back in time we start a review of methods, the more sense of direction it will
give us.

Finally, it would be useful to review some key terms before proceeding any
further. Brown (1994: 15-16) defines the following terms thus:

Methodology: pedagogical practices in general (including theoretical
underpinnings and related research). Whatever considerations are involved in
“how to teach” are methodological.

Approach: Theoretically well-informed positions and beliefs about the nature
of language, the nature of language learning, and the applicability of both to
pedagogical settings.

Method: A generalized set of classroom specifications for accomplishing
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linguistics objectives. Methods tend to be concerned primarily with teacher
and student roles and behaviors and secondarily with such features as linguistic
and subject-matter objectives, sequencing and materials. They are almost
always thought of as being broadly applicable to a variety of audiences in a
variety of contexts.

Technique (also commonly referred to by other terms): Any of awide variety
of exercises, activities, or tasks used in the language classroom for realizing
lesson objectives.

WHY STUDY LANGUAGE TEACHING METHODS?

More recently, Larsen-Freeman and Anderson (2011) provide a case for the
study of methods in teacher education, claiming that such study may prove
invaluable in at least five ways:

i. Methods serve as fodder for reflection that can help
teachers become conscious about their thinking behind
their own actions. As we saw in Module 1, we all come to
teaching with deeply held beliefs about teaching and
learning. The study of Methodology can help us make those
tacit assumptions explicit thus becoming clearer about what
we doandwhywe doiit.

il.  If we are clear about where we stand, we open up the doors
to being able to teach in a different way from the way in
which we were taught. In this sense, the knowledge about
methods liberates us instead of conditioning us by allowing
us to break away with traditional patterns of thought by
experimenting with new alternatives to what we think and
do.

iii. Knowledge of methods is an important part of the
knowledge base of teaching particularly in that they provide
the language that helped create our community of practice.
Having access to that language allows us to become full
members of the community.

iv. By becoming full-fledged members of our professional
community of practice, we are afforded the opportunity to
interact with others and their own conceptions of practice,




thus keeping our teaching fresh and preventing it from
becoming stale and routinary.

v.  Finally, aknowledge of methods is instrumental in allowing
teachers to gain access to a varied repertoire of teaching
techniques that has the potential of enhancing their
teaching and also their students' learning. More importantly,
the selection of these techniques will not be arbitrary or
uncritical, but properly informed by theory and practice.

We agree with Larsen Freeman and Anderson about the usefulness of
methods in this sense. However, we are also mindful of Kumaravadivelu's
understanding of the post-method condition and wary of a conception of
“method” that binds teachers to concrete theories and practices thus curtailing
their freedom to adapt their teaching to the needs of their students. As Larsen-
Freeman and Freeman (2008: 168) concur: “It is clear that universal solutions
that are transposed acritically, and often accompanied by calls for increased
standardization, and which ignore indigenous conditions, the diversity of
learners, and the agency of teachers are immanent in a modernism that no
longer applies, if itever did”

Hence, in the remainder of this module, we will engage in a detailed analysis of
some of the methods which have populated our profession in the belief that
learning about them will help future teachers become better teachers.

WHAT ISAMETHOD?

But what is a method? How have
methods been described over the Approach
years? The concept of method is
definitely connected to positivism
and science, and particularly with the
scientific method. In 1963, Edward
Anthony was the first linguist to
attempt a description of the term
with specific reference to language
teaching. He developed a hierarchical
tri-partite model composed of
approach, method and technique.

Figure 4.1 — Anthony’s
In this model, as we have said before, understanding of “Method”
the arrangement is hierarchical and
the organizational key is that the techniques carry out a method which is
consistent with an approach. He defines the term approach as a set of
correlative assumptions dealing with the nature of language teaching and
learning. In this sense, the approach is axiomatic in that it describes the nature
of the subject matter to be taught and prescribes a specific way in which this
should be done.

A method, then, is an overall plan for the presentation of the subject matter,
which is consistent with the approach that guides the implementation of
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classroom activities. In this sense, while approach is axiomatic, method is
procedural and this understanding allows for different methods to be part of
the same approach. Finally, techniques are implementational or, in other
words, what actually takes place in the classroom. Techniques are procedures
used to accomplish the immediate objective proposed by the method, whichin
turnis guided by the principles prescribed by the approach. Techniques have to
be consistent with the method, which, in turn, makes them consistent with the
approach.

In contrast to Anthony's position, Richards and Rodgers (2001) take the unit
of Method, instead that of approach, as the organizing principle for their
analysis of trends in teaching. They suggest that behind every method, there is
an approach comprising a theory of language and a theory of language
learning. These will determine much of the design of the method, as well as the
procedures.

The design elements specify various levels of classroom activity. There are,
first of all, the objectives of the method, or what this method is supposed to
achieve when implemented. There may be competing purposes for different
methods. For example, currently, we have methods aimed at developing
communicative competence through the use of a variety of texts, whereas
others attempt to achieve the same purposes via the study of subject matter
content found in the learners' curriculum. These objectives help map out the
content of the courses or syllabus.

The syllabus is also congruent with the concept of language and language
learning espoused in the approach. We may have structural syllabi, functional
syllabi or even task-based syllabi. The first has as its main objectives the
learning of the syntactic structures of the language, whereas the second one
attempts to teach how the language is enacted in real life and the third focuses
on particular social activities, which can be carried out via the language. Both
the objectives and the syllabus will also determine the kind of teaching and
learning activities which are supposed to help the teacher achieve the
objectives of the method and which are also based on the approach. These
teaching and learning activities or techniques will give different prominence to
the roles that students, teachers and materials play in the enactment of the
syllabus and consequently on the achievement of the objectives of the method
which are guided by the approach.

Finally, the procedure specifies how time, resources and interaction are played
out in the actual classroom in order to achieve the goals of the method while
covering the contents of the syllabus. Richards and Rodgers' description of
method is more pedagogical than Anthony's and provides clearer direction for
teachers, learners and curriculum developers alike, while providing a useful
framework for understanding what actually goes on in the language classroom
when a particular method is used.




These authors represent their model thus:

Figure 4.2 — Richards and Rodgers’ understanding of the term “Method”

By including the element of “design” Richards and Rodgers'model departs
from Anthony's conceptualization and bring the concept of “method” from
one of theory to one of classroom practice.

WHERE WE'VE BEEN

There is a long and distinguished history of language teaching that dates back
centuries and centuries. Every approach, method or attempt at teaching
foreign languages that has been implemented has left a “residue” of theories,
practices and techniques, which inform the way we teach even today. What
follows is a description of how this process evolved in what we can call
classical times, that is, before the concept of method was systematized.

INSTRUCTION INROMAN TIMES

Languages were taught as early as the second century B.C. When Roman
children were very young, their parents had them study Greek starting at a very
young age and with tutors at home. Greek nurses, slaves or tutors provided
years of immersion in the target language so that when children entered
school, they were fluent in both Greek and Latin. Boys attended school from
age 7 to 12 and they learnt to read, write and count. Children read about their
daily life as well as mythology, fables, simple narratives, and conversations.
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After this literacy training, boys who could afford it, moved into rigorous
grammatical and rhetorical instruction. The ultimate aim of this kind of
instruction was to prepare the young for service in the Forum. Marcus Fabius
Quintilian lived between A.D. 35 — 95 and set the first principles of second
language instruction. He advocated for an immersion concept, which would
start with learners listening to a fable read to them by the teacher. Learners
would then give the fable in their own words, followed by writing a simple
paraphrase. The complexity of texts was increased to include poems and other
forms of polished literature. He advised teachers to teach the usage of the
educated majority. In short, this master teacher promoted practical,
contextualized instruction underpinned with valid usage principles.

THE MEDIEVAL PERIOD

Greek instruction decreased during the Middle Ages and Latin progressively
took over its place as the medium of instruction. What is more, Latin was
perceived to be “the logically normal form of human speech” (Bloomfield
1933:6). While Latin instruction matched the classical methods used to teach
Greek, a number of modifications arose as time went by. First, and more
importantly, the clergy took it as their responsibility to teach the language in
the upper (higher monastic and cathedral) levels. Oral classroom activity took
various forms and to the extent they were available, Latin classics were read.
Grammatical analysis became prominent, with mastery of rules becoming as
significant as communication skills. It is at this time that the first grammars
appeared. As time went by, adaptations to the Roman classical method for
teaching languages were implemented: the initial oral phase was dropped,
exposure at home was non-existent and children were introduced to the
language mainly through grammar. However, the purpose for which languages
were to be used influenced the approach and the cultural content of the
lessons. There was a practical need for argumentation and written expression
in both theology and philosophy hence, grammar appeared appropriate for the
precision and analysis inherent in logical argument.

THE RENAISSANCE

During this time, Latin became firmly established as the language of school
and of virtually all educated men in the West. Grammar reemerged as the
central focus of instruction. Some modifications were made to the method,
mainly the separation of Grammar from Literature and advocates for a more
inductive approach to grammar appeared. One such advocate was the eminent
Dutch scholar Desiderius Erasmus (1466-1536). With the expansion of trade
and travel, and the consolidation of the vernacular languages, there was a need
for educated men to learn a foreign language besides Latin. This instruction
was generally provided privately by native-speaking immigrants and also by the
troubadours of southern France and northern Italy. Translation from the L2
into L1 became a popular practice. With regards to the focus of instruction
and regardless of the language taught, grammar still held a very prestigious
position. Erasmus contended, “a true ability to speak correctly is best fostered
both by conversing and consorting with those who speak correctly and by the
habitual reading of the best stylists.” (Erasmus [1978]. 24; 669). Based on this
principle, he proposed a method which started with conversation, naming and
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describing, followed by talking about stories based on history or mythology,
dialogues on domestic subjects, and descriptions using pictures to increase
vocabulary without translation. In the third stage grammar received increased
emphasis but it was explained and practiced in the context of the
conversational materials. Other scholars such as John Amos Comenius (1592 —
1670) also made their contributions. Comenius' approach to language teaching
started with a contextualized presentation of syntax, inductive instruction in
grammar and lexical mastery through controlled vocabulary and visual
association. He also suggested that grammatical structures be organized from
the simplest to the most complex.

THEEIGHTEENTH CENTURY

The 18" century witnessed the demise of Latin as the medium of instruction,
although it was still considered an important subject because of the supposed
mental discipline it provided. This same century also witnessed the birth of
English grammar and the enthronement of reason and prescription in
grammar. Along with the emphasis on grammar, the translation techniques
developed in the 1600 continued to be popular. However, many reformers in
France and Germany strove for revision of language teaching methods. A
typical example of the methods used at the time is provided by the German
scholar Johann Valentin Meidinger (1756 — 1820) who wanted to speed up
instruction by starting with grammar rules and using these as the means for
translation into the foreign language. It was Johann Bernard Basedow (1723 —
1790) who came up with a better alternative. He stressed that languages should
be learnt first by speaking and later by reading and that grammar study was to
be delayed until later. Learning was facilitated through an impressive variety of
involvement activities: conversations, games, pictures, drawing, acting plays,
and reading on interesting subjects. But the power of the grammarians, who
were shaping the first comprehensive grammars of the vernaculars, out ruled
these innovative attempts.

THE NINETEENTH CENTURY:

GRAMMAR TRANSLATION METHOD

Meidinger's approach contributed to the formalization of the Grammar
Translation Method and this method has been with us ever since he proposed
it. Grammar Translation instruction consisted of the memorization of
grammatical rules and vocabulary lists which would later be used to translate
sentences into and from the foreign language. Teachers did not need to be
fluent in the L2 since it was easily translated in the textbooks. Oral interaction
consisted solely of repetition exercises (where learners were asked to repeat
grammatical rules or verb conjugations) and learners took a very passive role.
Foreign language instruction consisted merely of “committing words to
memory, translating sentences, drilling irregular verbs, later memorizing,
repeating and applying grammatical rules with their exceptions — that was and
remained our main occupation; for not until the last year of the higher schools
with the nine-year curriculum did [L2] reading come to anything like
prominence, and that was the time when free compositions in the L2 were to
be written” (Bahlsen in Titone, 1968: 28) As can be imagined, the main
limitations of this method were tedium, inefficiency of instruction and limited
results in terms of communication —notably, limited oral proficiency.
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THENATURAL METHOD

The excesses of Grammar-Translation began to spark reactions, which
collectively became known as the Natural Method Movement. Proponents of
this method tended to avoid the use of textbooks in class. Like the child at
home the learner was to be immersed in the language and allowed to make his
own generalizations. Activity, games and demonstrations were advocated to
enhance motivation and understanding. Rules were not given to learners but
they were to be induced by the learners through the involvement in those
activities. Highlights of this method were the ideas of George Ticknor (1791-
1871) who emphasized the spoken language and stressed the fact that no single
method for teaching languages would ever exist that would suit all learners. He
suggested that while an inductive, oral presentation might be useful fro
children, other approaches would better suit adults and persons of varying
language background. Another proponent of this method, the French
Francois Gouin, provided a more systematic approach than had previously
been apparent. Gouin involved students actively in doing what they spoke
about, first in their L1 and then in the L2. Familiar subjects and connected
conversational discourse characterized the language that his learners acted out.
However, these innovators faced criticism themselves: lack of systematicity,
heavy demands on teachers to create their own teaching procedure, extensive
linguistic proficiency required from teachers, and the fact that many of those
who taught L2 were only native speakers and had no teacher training
whatsoever.

LANGUAGE TEACHING METHODS POPULAR IN THE
TWENTIETH CENTURY (.

The twentieth century saw a plethora of methods come to life. This was due
mostly to the fact that there was widespread dissatisfaction with the result of
the methods that had been previously implemented and mostly to the fact that
with education becoming more democratic and reaching more people, there
was a need for an improvement in language education that would give all
students the same linguistic rights. At the same time, technological
developments brought the world closer and made it necessary for people to
become proficient in languages other than their own if they wanted to be able
to communicate with people abroad for educational, cultural or economic
reasons. One such example, the conformation of the European Union, made
itimperative for people in that area of the world to become multilingual. Lastly,
with the technological revolution under way and the onset of the information
age in the last decades of the twentieth century, English became the preferred
language for international communication, thus propelling many of the
developments in English Language Teaching pedagogy.

GRAMMAR-TRANSLATION (GT)

Contextand background

Grammar Translation was the most popular method used to teach Latin and
Greek and our profession inherited it from the classical times. In this method,
the main goal was not to learn the language to communicate, but to develop
mentally by the exercise of reason and deduction so as to be able to read
literature in that language. We begin to see the demise of this method when

(2) Adapted from Lambie, 2008.
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developments in transport and world trade made it necessary for people to
learn modern languages, something which these methods failed to provide.

Theory of Language

In Grammar Translation language was seen as a body of knowledge to be
understood and learned, not as a skill to be practised and developed. Grammar
and vocabulary, particularly those found in examples of classical literature
were regarded as the superior and purest form of the language. Correctness
was therefore highly valued, especially grammatical correctness, so grammar
was the main pillar of the syllabus and seen as 'the building blocks' of the
language.

Theory of learning

In Grammar-Translation, learning was equated with a conscious
understanding of how the language is formed, purely at the syntactic level.
Meaning was therefore not taken much into consideration. In order to access
meaning, the analysis of grammar was combined with the memorisation of
word for word translations of vocabulary but always in the context of the
memorization of the patterns of the language (verb forms, conjugation tables,
etc.). Hence, in Grammar Translation, learning was a matter of memorization
of the expert knowledge of the teacher, which had to be passed unchanged to
the students.

Techniques

The teacher would give students vocabulary lists in L2 with their counterpartin
L1 to memorize, so that they could read literary texts. The texts were selected
because of the grammar they contained and were introduced after students
had memorized the vocabulary. In a typical grammar-translation class, the
teacher would choose a student, who had to read a sentence in the text and
translate it. The teacher corrected any mistakes and chose a new student for the
next sentence until the text was done. Correction techniques varied from
simple correction, to asking another student to make the correction, to
eliciting self-correction. Explanations of mistakes were all done in the
students' L1. Following the reading, there was often a set of comprehension
questions, written and answered in the students' L1. New language was then
‘practised’ in the form of grammar exercises and fill-the-gap exercises for new
vocabulary. Homework often involved memorisation of the new language,
which was formally tested in the next lesson. For vocabulary tests, this often
involved the teacher reading a list of words in the students’ L1, for which the
students had to write down the L2 equivalents.

Criticism
From today's perspective, where people learn languages for practical purposes,
many aspects of grammar-translation are not suitable.
«  Nowadays students need to learn to actually communicate
in a foreign language rather than just read its literature. For
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modern students, knowledge of grammar is just a part of
the more important goal of language skills, not the final aim
initself.

¢ The emphasis on the memorization of language patternsin
Grammar-Translation meant a conscious understanding of
rules and knowledge of the L2 equivalents for L1
vocabulary items as the key to language production.
However, this conscious knowledge generally detracts from
the ability to communicate more spontaneously and freely.
Different studies show that conscious knowledge and
understanding of form and meaning are not only
unnecessary for speech production, but sometimes even
hinder it, thus reducing their importance in modern
language teaching.

«  We now have a wide array of information on how students
best come to understand new language. In Grammar-
Translation, the preferred technique was explanation of
rules followed by exemplification — a deductive approach.
Nowadays, an inductive approach, where students are given
the examples and then helped to work out or discover the
rules for themselves is generally seen as more effective.

« At a more practical level, and leaving theoretical
considerations aside, there is one detail that makes
Grammar Translation unsuitable for many foreign language
classrooms: the teacher must be fluent in the students’ L 1.

Grammar-translation today
Although our teaching context and general approach are completely different
to Grammar-Translation, some aspects of the approach still remain:

e the present-practise shape, which still dominates language
teaching.

e some exercise types we use today (filling in the blanks
exercises, finding synonyms or antonyms in texts, and
comprehension questions).

e the organization of courses and materials around
grammatical categories.

 the general disregard for the teaching of vocabulary as an
important learning element independent of the texts and
grammar in which it appears.

e the organization of tests into segments that test only
control over grammatical or vocabulary features of the
language.

Unfortunately, Grammar Translation is still the method of choice in many
high school systems around the world, which means that not few students who
cannot afford private language education, fail to learn the languages they are
intended to learn.




THEDIRECT METHOD (DM)
Contextand background

The Direct Method developed as a response to the growing importance of
being able to communicate spontaneously in a foreign language and as a
consequence of the widespread failure of the Grammar Translation method
to achieve that. The basic assumption behind the method was that to be able to
speak in L2, you had to think in L2 and that thinking in L1 hindered this
process. The method grew mostly out of the experiences in the Natural
Method (not to be confused with the Natural Approach) proposed by Francois
Gouinin the nineteenth century.

Theory of Language

In the Direct Method, language is considered a tool for communication and as
something produced spontaneously with little or no conscious thought,
especially L1 thought. It was assumed that a learner could make a direct
association between L2 and its meaning, without the need to translate into L1.
As a practical tool, language was divided into functional or topical areas with
everyday spoken language being emphasised.

Theory of learning

Language learning was equated with the development of a skill. So, the
teacher's role was to help students develop this skill and not just to pass his
knowledge of the language off to them, as was the case with the Grammar
Translation method. The role of the teacher was that of amodel (that is why so
many teachers in this method had to be native speakers of the language) and a
coach. Asaskill, language was seen as something to be learned consciously and
through association. For example, vocabulary was learned in the context of a
full sentence — never by translation — and grammar was learned inductively
with the students working out the rules for themselves from examples, but
without ever formulating them as explanations. The Direct Method was the
first of many methods that tried to make L2 learning reproduce the processes
of L1acquisition.

Techniques

The main premise of a Direct Method classroom was that neither the teacher
nor the students ever spoke in L1. Language was often presented in context
through situations or stories, which were read aloud, always concentrating on
meaning not form. The meaning of new language was always conveyed as
directly as possible by using pictures, realia, actions or gestures. The teacher
checked understanding by asking questions in L2 and the students answering
in L2. If the student made a mistake in the answer, the teacher would elicit self-
correction.




Criticism

Although the ability to think in L2 is an admirable goal,
there is a question of how early this can happen. Even if
students and teacher only use L2 in class, the students may
still be doing a lot of conscious processingin L1.

L1 can be a necessary prop for certain types of learners,
who would feel lost without explanation. There is one piece
of evidence that shows there are differences in the way we
learn our first and second languages, meaning that trying to
mimic L1 learning does not provide everything the learner
needs.

The idea of always answering in full sentences is often
criticised as a contradiction. The Direct Method wanted to
teach people the everyday language of communication, but
very often we do not communicate in full sentences. As a
result student-student interaction was less communication-
centred and more form-focused.

The Direct Method today
Traces of the Direct Method remain popular to this day. Some
of theseare:

the contextualization of grammatical items in dialogues or
texts popular in most textbooks.

the insistence on teaching English through English in
many foreign language contexts.

the role of the teacher as model and coach.

the inductive approach to learning grammar.

The valuing of the native speaker as the optimal model to be
emulated.

Although popular and, and to a certain extent, effective, the Direct Method
failed to deliver its promise particularly in the teaching of adults. While it was
effective for the teaching of young learners, the characteristics of the adult
learner (previous experiences, the capacity to deduce, etc.) were left aside in
this method. This fact notwithstanding, the Direct Method contributed the
first theoretical basis for language teaching in that it brought to bear a specific
theory of language and a specific theory of learning.




THEAUDIO-LINGUAL METHOD
Contextand background

Audiolingualism appeared in the United States during World War Il in
response to the need for military personnel to learn languages quickly and
effectively and as a result of new developments in the theories of language and
learning which will be described below.

Theory of Language

Asin the Direct Method, language is seen as a communicative tool, which must
be produced spontaneously and automatically, but the form of the language
becomes more important. The sciences of descriptive linguistics and
contrastive analysis had led linguists to detailed descriptions of the systems of
different languages, which they compared for areas of difference and
similarity. The list of forms present in a language became the syllabus and
fluency was equated with the mastery of these forms — the ability to use them
spontaneously, automatically and correctly in speech. This process was seen as
a matter of choosing the right pattern and filling the slots correctly. For
example, here isa simple pattern consisting of four slots:

Subject verb 'like' verb+ING Object
Thesslotsin this pattern can be filled in a number of ways.
I like playing cards.
You like reading these notes.
Mike likes riding his bike.

Contrastive analysis was then used to identify areas of difference between the
L1 and L2, which were assumed to be the areas of greatest difficulty for the
learners and were therefore given the greatest attention in the syllabus.

These developments coupled with the development of structuralism made it
very easy for linguists to create and sequence grammatical content and tailor it
to different language learners. Also, the ability to analyse language outside its
context of use promoted a false illusion of scientism and objectivity that was
not popular in language learning.

Theory of learning

The theory of learning that permeated Audiolingualism was Behaviourism.
The grammatical patterns identified by linguists were 'over-learned' using
repetition exercises called drills that reproduced the
StimulusResponseReinforcement sequence prescribed by the operant
conditioning school. If the behaviour (response) was successful, students
received positive reinforcement and continued with the behaviour until it
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becomes a habit. If it was unsuccessful they received negative feedback to
eventually stop the behaviour. For language production, negative feedback
meant correction. Positive reinforcement would either mean praise or lack of
correction. So, in the behaviourist perspective, we learn a language by
repeating correct language until it becomes a habit. With SLA there is the
added complication that we have already formed the habit of our first
language, which interferes with the habit of the second language. This meant
that our new language habits had to be learned so thoroughly that they
overruled the old habits, hence the emphasis on repetition.

Techniques

Language was organized and sequenced into grammatical categories and then
presented through dialogues, which were primarily designed to exemplify the
target structure. Vocabulary played the supporting role of creating a context
for the dialogue.

The purpose of dialogues was to exemplify the new target structure, while
reviewing previously learned structures in an incremental way, since language
learning was supposed to be a sequential and incremental process. Dialogues
were modelled by the teacher, then drilled for correct pronunciation, with
errors immediately corrected, helping the student to memorise the dialogue at
the same time. Grammatical competence was then worked on through a series
of drills such as substitution drills, chain drills, transformation drills and
question and answer drills, which all involved the students in correctly filling
one or more slots in the target pattern. Here are some examples:

Chaindrill: T: Whattime do you getup?
S1:1getupat7o'clock. What time do you get up?
S2: 1 getupat8o'clock. What time do you get up?
S3:1getupat8o'clock. What time do you get up?
Substitutiondrill: ~ T: lamgoing to the bank...... He.
Ss: He is going to the bank.
T: They.
Ss: They are going to the bank.
Transformation drill: (for negatives)
T: Heisgoing to the bank:
S:Heisn'tgoing to the bank
T: Itis8o'clockin New York.
S:Itisn't8 o'clock in New York.
T: Itissummer in Uruguay.
S: Itisn't summer in Uruguay.Criticism

 Audiolingualism allowed mastery of the grammar of the language in a
very quick and easy way. However, when put to use in real life, this
knowledge was ineffective because of the unpredictability of the
communicative situation.

« There s also a contradiction: the method attempts to teach students to
communicate in the target language without them ever trying to do so.




 Thereisasimilar contradiction in the actual language taught. In reality,
learning through the Audiolingual approach was not different from
memorizing a tourist phrase book. The social dimensions of language
(adequacy, sensitivity to other speakers, genre and register) were not
learned by students.

« Finally there are humanistic criticisms of the method particularly
because of the behaviourist orientation. Humans are not circus animals
that can be conditioned to act in a certain way. The approach did not
allow for students' self-expression, language was rarely personalised or
given an affective value and most lessons follow the same pattern of
presentation —drill — drill = drill = drill - drill...

Audiolingualism today

In mainstream language teaching, Audiolingualism survives in various forms:

« theuse of dialogues to present new language.

« the large variety of drills, which are popular in most language learning
textbooks.

« the over-reliance on *“objective” techniques for language testing (T/T,
multiple choice, answering questions, completing dialogues.

 the sequencing of grammatical items in terms of their syntactic
similarities rather than according to their pragmatic values.

Audiolingualism in its pure form is still very popular around the world and
particularly in the area of self-directed language learning.

THEPOST-AUDIOLINGUAL ERA

The generalised discontent with the results of the Audiolingual approach and
the work of Noam Chomsky propelled a multitude of new methods, amongst
which we find a handful that radically departed from established procedure.
These have been called “fringe” methods or “alternative” methods by some
theoreticians and they all show a desire to stray away from common
methodology by combining techniques and ideas from psycholinguistics,
psychology, sociology and anthropology with current conceptions of
language. However, it should be noted that, at heart, all these methods rested
on a view of language, which still saw it as comprising different systems that
were organized hierarchically within astrong structural

THESILENT WAY

This philosophy of teaching which aims at subordinating teaching to learning
became popular in the early 70's although its creator, Caleb Gattegno, had been
implementing it since the mid 50's. In this method, learners start off by
learning the sounds of the language from a color-coded chart called the Fidel.
Then the teacher, using some cultured rods, creates linguistic situations from
which the basic structures of the language can be taught. The instructor
remains silent most of the time (hence the name of the method) while learners
collectively produce the new structures. Charts with color-coded spelling
reinforce the core language learners learn. Vocabulary is taught via situational
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pictures and later on, books are added. Even though the description of
language is structuralist the method seems to have yielded powerful results.
However, this same fact — i.e. the overtly grammatical emphasis — was one of
the causes of its demise. Also, since teachers had to remain silent for almost
90% of the time, not many teachers felt confident about the method. Lastly,
the costs involved in acquiring the materials were also the cause of its lack of
popularity. However, most of Gattegno's ideas left a permanent imprint in the
field of language teaching. Some of these ideas are: learner-centered
instruction, the renewed emphasis on the teaching of pronunciation, the
teacher's facilitative role and, more importantly, the idea that learning is more
important than teaching in the classroom. Learners come to classrooms to
learn what teachers already know so they should be doing most of the work,
not the teacher.

The goals of the Silent Way were to help learners use language for self-
expression but more importantly, to develop independence from the teacher,
and develop inner criteria for correctness. Since teaching should be
subordinated to learning, teachers should give students only what they
absolutely need to promote their learning. Learners are responsible for their
own learning. Students begin with sounds, introduced through association of
sounds in native language to a sound-color chart. Teacher then sets up
situations, often using Cuisenaire rods, to focus students' attention on
structures. Students interact, as the situation requires. Teachers see students'
errors as clues to where the target language is unclear, and they adjust in-
struction accordingly. Students are urged to take responsibility for their
learning.

Additional learning is thought to take place during sleep. The teacher is silent
much of the time, but very active setting up situations, listening to students,
speaking only to give clues, not to model speech. Student-student interaction is
encouraged. Teachers monitor students' feelings and actively try to prevent
their feelings from interfering with their learning. Students express their
feelings during feedback sessions after class. All four skill areas are worked on
from beginning (reading, writing, speaking, listening); pronunciation
especially, because sounds are basic and carry the melody of the language.
Structural patterns are practiced in meaningful interactions. Syllabus develops
according to learning abilities and needs. Reading and writing exercises
reinforce oral learning. Although translation is not used at all, the native
language is considered a resource because of the overlap that is bound to exist
between the two languages. The teacher should take into account what the
students already know. Assessment is continual, but only to determine
continually changing learning needs. Teachers observe students' ability to
transfer what they have learned to new contexts. To encourage the devel-
opment of inner criteria, neither praise nor criticism is offered. Students are ex-
pected to learn at different rates, and to make progress, not necessarily speak
perfectly in the beginning. Errors are inevitable, a natural, indispensable part
of learning.




SUGGESTOPEDIA (OR, MORERECENTLY
DESSUGESTOPEDIA OR DESSUGESTOLOGY)

The late 60's and early 70's witnessed the birth of other alternative language
teaching methods. Suggestopedia created by the Bulgarian psychologist
Georgi Lozanov taps the hidden resources of the mind in order to aid
subliminal learning.

In Suggestopedia courses learners are given a new identity and they work
through extremely long dialogues, which involve their new identities as active
participants in the classroom action.

The teacher is both authority and guide and takes learners through a series of
experiences which include reading the long dialogue to the rhythm of baroque
music, then reading it again with music as a background but at normal speed,
and then engaging learners in play with the new language.

The classroom is completely atypical: soft lights, easy chairs, wall to wall
carpeting, beautiful artwork on the walls interspersed with carefully produced
grammar charts, and other aids to memory. The method dwells on reducing
anxiety, empowering the brain to work at its best through relaxation and
boosting the learners' self-esteem. Despite its appeal this method soon
weakened its position in the field due to factors such as the high cost of tuition,
the need for it to operate with groups whose mother tongue was the same, the
demands on the teacher who had to be knowledgeable about teaching,
counseling and performing, as well as for the fact that while learners gained a
lot of fluency the gains in accuracy were very few. The main goal of
Suggestopedia is to help learners learn, at an accelerated pace, a foreign
language for everyday communication by tapping mental powers, overcoming
psychological barriers.

As far as teacher roles are concerned, the teacher has authority, commands
trustand respect of students; teacher “desuggests” negative feelings and limits
to learning; if the teacher succeeds in assuming this role, students assume a
somewhat childlike role, spontaneous and uninhibited.

To help this process, students learn in a relaxing environment. They choose a
new identity (name, occupation) in the target language and culture. They use
long dialogues accompanied by their translations and notes in their native
language. Each dialogue is presented during two musical concerts; once with
the teacher matching his or her voice to the rhythm and pitch of the music
while students follow along. The second time, the teacher reads normally and
students relax and listen. At night and on waking, the students read it over.
Then students gain facility with the new material through activities such as
dramatizations, games, songs, and question-and-answer sessions.

At first, the teacher initiates all interaction and students respond only
nonverbally or with a few words in the target language that they have practiced.
Eventually, students initiate interaction. Students interact with each other
throughout, as directed by teacher. Great importance is placed on students'
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feelings, in making them feel confident and relaxed, in “desuggesting” their
psychological barriers. Likewise, the use of translation clarifies the meaning in
the dialogues and, if necessary, the teacher uses the learners' native language,
more at first than later.

Students' normal in-class performance is evaluated. There are no tests, which
would threaten relaxed environment. Errors are not immediately corrected;
the teacher models correct forms later during class.

THETOTAL PHYSICAL RESPONSE (TPR)

James Asher's approach begins by placing primary importance on listening
comprehension, emulating the early stages of mother tongue acquisition, and
then moving to speaking, reading, and writing. Students demonstrate their
comprehension by acting out commands issued by the teacher. The teacher
provides novel and often-humorous variations of the commands.

Activities are designed to be fun and to allow students to assume active learn-
ing roles. Activities eventually include games and skits.

Asher suggests that most of our initial language development happens as a
result of responding to commands. In this method, learners start by observing
the teacher as he or she presents a series of commands. As a second step, the
teacher says and demonstrates the commands, then s/he does the same but
this time learners follow along. Then the teacher just says the commands and
learners show understanding by responding with the right physical response
and finally learners themselves give commands and the teacher monitors.
Traces of this methodology can also be found in Gouin's Series Method, one
of the many contributions to the Direct Method.

Asher's TPR became an instant success with learners mostly because it was fun
and effective. To make sure that learners did not memorize the sequence of
actions, Asher suggests changing the order in which the commands are given,
and creating silly commands. However fun it was, it was soon evident that
learners could progress only up to a certain level with this method. That may be
why it lost its original appeal and became integrated with other methods such
as the Natural Approach.

The main goals of TPR are to provide an enjoyable learning experience, having
a minimum of the stress that typically accompanies learning a foreign
language. This is accomplished by the teacher and students alternating in their
traditional roles in giving commands. At first the teacher gives commands and
students follow them. Once students are “ready to speak,” they take on
directing roles.

The teacher interacts with individual students and with the group, starting with
the teacher speaking and the students responding nonverbally. Later this is
reversed; students issue commands to teacher as well as to each other. The
method was developed principally to reduce the stress associated with lan-
guage learning; students are not forced to speak before they are ready and
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learning is made as enjoyable as possible, stimulating feelings of success and
low anxiety.

Grammatical structures and vocabulary are emphasized, imbedded in impera-
tives. Understanding precedes production; spoken language precedes the writ-
ten word. In keeping with the emphasis on acquisition, the learners' L1 is
seldom used. If itis used, it is only at the very beginning where the method is
explained to students on the first day of class. After that, all interactions are
conducted in English

In TPR teachers can evaluate students through simple observation of their
actions. Formal evaluation is achieved by commanding a student to perform a
series of actions. It should be noted that students are expected to make errors
once they begin speaking. Teachers only correct major errors, and do this
unobtrusively. “Fine-tuning” occurs later.

COMMUNITY LANGUAGE LEARNING

The last of the alternative, or fringe, approaches popular in the 1970s and early
1980s is the work of Charles Curran, a counselor, who applied the principles
of humanist psychology to language learning. His method, Community
Language Learning has students working with authentic materials that they
themselves produce, and in small groups through communicative activities,
during which they receive practice in negotiating meaning.

Charles Curran, the creator of Community Language Learning, got his ideas
from the field of client-centered therapy. The method consisted of different
sessions in which learners would sit around a table and they would initiate a
conversation in L1. Whenever they had something to say to each other they
would call on the teacher and whisper what they wanted to say. The teacher
would then translate that sentence into the L2 and help learners with
pronunciation. Once learners felt confident to say the sentence they would
record it on a tape. Learners would take turns doing this. The teacher would
take the tape home, script it making all necessary modifications, reproduce it
for all learners and then bring it to class to be analyzed. The teacher would spot
potential teaching points and provide learners with an explanation and
opportunities for practice. It soon lost its appeal because of the high levels of
competence in both languages demanded from teachers, and also because the
only innovation was in having learners create their own input, but the rest of
the techniques responded to traditional approaches.

This fact notwithstanding, the goal of the method was to learn language
communicatively, to take responsibility for learning, to approach the task non-
defensively, never separating intellect from feelings. To aid the process, the
teacher acts as counselor, supporting students with translation and
pronunciation practice, organizing the input they create into texts to be studied
and by fostering progressive independence through a prescribed sequence of
steps.




The key concept in the method was non-defensive learning. Non-defensive
learning requires six elements: security, aggression (students have
opportunities to assert, involve themselves), attention, reflection (students
think about both the language and their experience learning it), retention, and
discrimination (sorting out differences among target language forms). This
can be achieved through the roles that teachers and learners take. Both learners
and teacher make decisions in the class. Sometimes the teacher directs action,
other times the students interact independently. A spirit of cooperation is
encouraged.

At first, since students design the syllabus through creating the conversations
on topics they are interested in. At later stages, the teacher may bring in
published texts where particular grammar and pronunciation points are
treated, as are particular vocabulary groups based on students' expressed
needs. Understanding and speaking are emphasized, though reading and
writing have a place.

The use of the learners' native language is supposed to enhance their security.
Students have conversations in their native language; target language
translations of these become the text around which subsequent activities
revolve. Also, instructions and sessions for expressing feelings are in the
learners' native language with the target language being used progressively
more as students advance in their proficiency. However, it should be noted that
where students do not share the same native language, the target language is
used from the outset, though alternatives such as pantomime are also used.

THE COMMUNICATIVEREVOLUTION

As we have seen, all the methods studied so far, relied heavily on a study of
language systems, particularly grammar. The first signs of a move away from
teaching language systems and towards teaching how these systems are used in
real-life communication came with the development of the functional-notional
syllabus by David Wilkins. This represented a move away from the traditional
grammar syllabus, replacing it with a syllabus organized according to 'notions'
(e.g. shopping) and associated ‘functions' (e.g. complaining about a purchase).

Although the functional-notional syllabus did not explicitly teach
communicative competence, it was the first attempt to list what learners
needed to learn in order to acquire this competence. So-called ‘communicative
activities', such as 'information gap' and 'jigsaw' activities, soon became
standard classroom practice, and together with a greater emphasis on the use
of authentic materials and communicative tasks, this represented the
beginning of what we now know as ‘communicative language teaching’, or
CLT.




As an approach to teaching a second language, CLT can be summarized in
terms of three key principles:

1. Learning is promoted by activities, which involve real
communication.

2. Learningis promoted by activities, which require learners to
perform meaningful tasks.

3. Learningis promoted by activities, which require learners to
use meaningful language.

Any teaching that engages learners in meaningful and authentic language use
can therefore be said to be based on CLT principles. Particularly significant is
the move away from a direct focus on ‘grammar’ as an end in itself — instead,
grammar (along with other language systems such as vocabulary and
phonology) became a means for communicating via one or more of the four
skills — listening, speaking, reading and writing. With this change in focus away
from the accuracy of grammatical forms came greater attention to fluency.

In practical terms, this greater emphasis on fluency is familiar to generations
of teachers as the final 'P' in the PPP model. Whereas Audiolingualism had
concentrated on the first two stages of the model — presentation and practice —
CLT prioritized the third — production. In so-called 'weak' (or 'shallow-end’)
CLT, which viewed language as something to be learned before it is put to use
for communication, the production stage allowed learners to apply the
language they had already learned and practiced in order to complete a less
rigorously controlled communicative task. The advantages of this approach
are both theoretical and practical.

PRESENTATIONPRACTICEPRODUCTION

The theoretical backing for the PPP model comes from cognitive learning
theory, which sees the learning of a skill as having three stages: cognitive
(identifying the sub-skills involved), associative (working out how to perform
these sub-skills) and autonomous (when the application of these sub-skills
becomes automatic). This three-part model neatly mirrors the PPP model of
classroom practice.

The practical benefits of PPP are particularly noticeable for less experienced
teachers who feel the need for a clear framework around which they can
structure a lesson. Likewise, learners are comfortable with the model as it
makes it easy for them to see what they are learning in the lesson and it
corresponds with the traditional 'sequential’ teaching models with which they
are familiar from their school days.

Other advocates of communicative language teaching felt too constrained by
the PPP model and suggested an alternative 'strong’ (or 'deep-end') version of
CLT, where the production stage came first. This evolved into the test-teach-test
model, in which an initial communicative task (e.g. a role play) was used to
inform the teacher about what language input was required to enable the
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learners to carry out the task more effectively. This language would then be
presented and practiced in an appropriate way, and the initial task would then
be repeated.

THE NATURAL APPROACH

Further criticism of the PPP model arrived with the revival of the 'natural
approach’ by the linguists Tracy Terrell and Stephen Krashen in the late 1970s.
Whereas the PPP model assumed that language learning could follow a
syllabus of pre-selected grammatical structures, Terrell and Krashen saw
second language acquisition as mirroring first language acquisition in that it
supposed that the acquisition of language structures followed a natural order,
which was resistant to the idealized linear model underpinning PPP. The
Natural Approach therefore rejected direct grammar explanations, and instead
advocated exposing learners to ‘comprehensible input’, not forcing them to
speak until they felt ready to do so, and avoiding undue stress on learners as a
result of excessive correction. Avoiding stress, and engaging the learner
emotionally as well as cognitively, are important elements of the humanistic
approach to education and learning which gained popularity in the 1970s as a
reaction against both what some theorists saw as the 'dehumanizing'
assumptions of Behaviorism and the intellectual basis of mentalism.

TASK-BASED LEARNING

While the Natural Approach was advancing the cause of humanism from one
side, a more holistic approach to language teaching, as opposed to the
segmented, mechanistic approach of PPP, was evolving out of deep-end CLT
and further advertising the merits of a method in which overall meaning,
rather than form, was the focus of linguistic activity in the classroom. The
approach, known as 'task-based learning' (or TBL), in its earliest and purest
form rejected any kind of formal grammar instruction, although nowadays it is
generally accepted that there is a need for some focus on form at some stage of
the process. One way of doing this involves learners carrying out an initial task
and then witnessing native speakers performing the same task, extracting
appropriate language which will help them carry out the task more effectively,
and then repeating the same task. This approach bears obvious comparison
with the test-teach-test method described above. Alternatively, the focus on
form might come before the task, although this then starts to look very much
like the familiar PPP model. Although there is general agreement that
communicative tasks have an important role to play in the classroom then,
TBL, as a separate teaching model arguably appears to have lost something of
its identity in recent years.

TEXT-BASED LANGUAGE LEARNING

Halliday's model of Systemic Functional Grammar has become progressively
more popular in recent years, particularly in Australia and the United States. To
Halliday (1978). Language arises in the life of the individual through an on-
going exchange of meanings with significant others. This view of language
rests on the following tenets:
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« Language isaresource for making meaning
« Theresource of language consists of aset of interrelated systems
« Language users draw on this resource each time they use language
« Language users can create texts to make meaning
 Textsare shaped by the social context in which they are used
« Thesocial contextis shaped by people using language
In terms of how language is organized, systemic functionalists see language as
having three simultaneous layerswhen itisin use
« Meaning or discourse semantics
The layer of meaning interacts with the register variables to achieve
three functions of language
« Ideational- meanings related to the field (social activity
and topic)
« Interpersonal — meanings related to the tenor (social
relationship among people)
« Textual — meaning related to the mode (physical and
temporal distance)
« Wordsand structures or Lexicogrammar
These make the three meanings above possible. This layer gives
language its creative power and its complexity.
« Expression or Phonology and Graphology

Once meaning becomes words or structures, it can be expressed as speech or
writing using an economical number of sounds and symbols. This is the layer
of language, which we perceive in the physical world.

Hence, within a systemic-functional model three simultaneous purposes can
be achieved in language teaching:
 Learnerslearnlanguage
By interacting with others in purposeful social activities students
begin to understand that the target language is a resource they can
use to make meaning.
 Learnerslearnthrough language
 As they learn the target language, students begin to interpret and
organize reality in terms of that language.
 Learnerslearnabout language
« Learning about language means building knowledge of the target
language and how it works. It also means developing a language to
talk about language.

CONTENT-BASED INSTRUCTION

The systemic-functional model of language lends itself very well to working in
one particular area of language teaching, which has progressively gained
momentum over the past three decades. Born as a result of the Canadian
immersion movement, a growing trend of teaching language through contents
stemming from the school curriculum has been gaining popularity. Basically,
this movement has three distinguishable versions.




First, there is the Canadian school where the whole of the children's schooling
experience is taught in the target language. The second version is American
and there are coexisting models of content-based instruction such as the
sheltered model, where only a few subjects are taught in L2 at initial stages
(such as Math and Science, which lend themselves well to concrete learning
and hence it is easy to make the language comprehensible through them) while
others are still taught in L1. Other models, such as the pullout model, have
students taking most subjects in L2 and students miss other classes to receive
special ESL lessons. Third and last, there is the European Content and
Language Integrated Learning (CLIL) movement where some subjects are
taughtin L1 while others are taughtin L2.

One of the tenets of systemic-functional linguistics is that the curriculum
must respond to the needs of learners within the broader social, political and
cultural environment in which they are learning. Regardless of the version
applied, all models of language learning through content share the same view
of language:
 Language is a functional, meaning-making system that is systematically
linked to the contexts in which it is used.
« Language learning is the outcome of a joint collaboration between
teacher and learner. Language learners benefit from:
— explicitcourse requirements
— explicitknowledge about language
— thescaffolded support of the teacher
In all content-based models, students learn the language, through the language
and about the language.

HOW CAN WE ORGANIZE ALL THISINFORMATION?

Given the plethora of methods and perspectives we have seen it can be a
daunting task to try to find points in common among all these competing
views. Kumaravadivelu (2006) proposes classifying methods and trends
according to what aspects of the language learning process they center on: the
language, the learner or the learning process itself.

LANGUAGE-CENTRED METHODS
— These methods are principally concerned with linguistic
forms. They seek to provide opportunities for learners to
practice preselected, pre-sequenced linguistic structures
through form-focused exercises in class, assuming that a
preoccupation with form will ultimately lead to the mastery of
the target language. They assume that language learners can
draw from this formal repertoire whenever they wish to
communicate in the target language outside the class.
According to this view language development is more
intentional than incidental. That is, learners are expected to
pay continual and conscious attention to linguistic features
through systematic planning and sustained practice in order to
learn and to use them. Language learning is treated as a linear,




additive process. Examples of this method include the
Grammar Translation method and the Audiolingual approach,
among others.

LEARNER-CENTRED METHODS

— These methods are principally concerned with learner needs,
wants, and situations. These methods seek to provide
opportunities for learners to practice preselected, pre-
sequenced linguistic structures and communicative
functions/notions through meaning-focused activities,
assuming that a preoccupation with form and function will
ultimately lead to target language mastery and that the learners
can make use of both formal and functional repertoire to fulfil
their communicative needs outside the class. In this view,
language development is more intentional than incidental.
These methods aim at making learners grammatically accurate
and communicatively fluent and remain, basically, linear and
additive. Examples of this category are The Silent Way, TPR,
Suggestopediaand Counselling Learning.

LEARNING-CENTRED METHODS
— These methods are concerned with cognitive processes of
language learning and seek to provide opportunities for
learners to participate in open-ended meaningful interaction
through problem-solving tasks in class, assuming that a
preoccupation with meaning-making will ultimately lead to
target language mastery and that learners can deploy the still-
developing interlanguage to achieve linguistic as well as
pragmatic knowledge/ability. In this case, language
development is more incidental than intentional. These
methods view language development as a cyclical, spiral
process. Examples of this category of methods are, for
example the Natural Approach, Task-based learning and

Content-based Instruction.

CONCLUSION

The history of language teaching has left many useful tools for teachers
working in language classrooms nowadays. It is the teacher's responsibility to
take this knowledge and put it to productive use in the classroom for the
benefit of all learners alike. Teachers have to begin to believe that all students
can learn and that it is their responsibility to organize for that learning to
happen. Methods and their history are one of the many elements that can help
them achieve this goal. As Canagarajah (2006: 29) puts it “What we have now is
not answers or solutions but a rich array of realizations and perspectives.”
Failing to take advantage of these, is failing to fulfil our moral duty as
professionals in education.

Read Appendices 1V, V, VI
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Video on the history of Language Teaching by Dr Garza
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http://www.cal.org/resources/digest/rodgers.html

A definition of Systemic Functional Linguistics
http://www.isfla.org/Systemics/definition.html

Notes on Systemic Functional Linguistics by Carol Chapelle
http://www.isfla.org/ Systemics/documents/chapelle.html
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Historical Pedagogics trics to tathom the senae of the historical
dlevelomuent of U Lheorizs and practices of teaching amd
educating. Widhoul ais historical conneciion, te sense of the
chireation of the preesent tocche Tutere canme be graspecd,

Nidacric Pedagaogics or the scienoe of teaching searches far waws and
meLhods wliich can be lolowaed Lo allain e educalional aim.
Didlactivs rellects oo tals m light of the dat made available tiroush
Lhe onhies paart disciplines, Coeleee Calls this preactical ecocation
because it is here that the practice of teacking and of cducating
et

L hese Dve part disciplines should alwoys be viswed as an indivisible
vebale with the pecapuyic ss the point ol departure, Absilutlizing
any one G Cher will shill the qovent of T comier, Ths, the
application of mecthods, plans, technicues, 2ids, ofe have e alwavs
e podapopically founded and accountalle. 1 this is not the case,
ihe application of methods aod echnigues con resull merely in
Lraining, couching and conditioning, A degres of overlup can be
capee el armony the JdiMeren) disciplines o podagogics bt oo
should always try oo ler the accent tall on that aspeco sahich sorses
as the point of departuee for the subjoct wndee consideration.

Didactic pedagogics is Chat discipline of pedagoEics wiiose Erain is
Lher investigation of Uy natone of providing porpose [l assistance Lo
a child in order guide him oo the gath 1o adulthnod and thiss o
brinng b ey This i aceamplished by the enntent, mwethods aind
2ids used so the child can learn. 10 this way, and with the help of
the purposefully supportive effort of the edocator. the possibilities
of action dare revedled 1o the child through waching, Through
educative aeticnr, the educalor presents something to Che child 1o
learn amd 1o attribace waloe (oo, Tis cultueal inheritanee), TTo will
aceopt the meaningtulness of this cantent i thoe educator nas
addrezzed im and if the encouwnter herwoeen then & meaningtul.
Herg learming me:ans nuore Lhan conuniliingg Lo Inemory or
mtellectudl understanding, 11 means accepling & aorm or principls
tH clecisive fmporiance Toe the learmnoer's way of bebaving, This s
accomlizhed y purposive inferyention aimed at eacouraging
marticwiar wass of behaving and by giving a particular courae or
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directicn o the child’s hecoming: in this connecticn, a study of
methodalogy will helpy determine the noture of pedagosic action.
Hovvwsvwr, diclaclics doss nol arrive al Lhis poinl by [oeed Toromalas,

Ircits torn, didag Ve pedasopies can boe dividod oo general
didacries, particwlar cor subdect marterl didactics, methodolomy and
oithedidactics. Weo will explicate briathy why these subdivizions
SEETIL L0 De DeceEssary,

P Generval Didactins

The errain aof didactics Is imitad to the purpaseful, systematic
suidance o o child over o long period ol dme by experks nsing
procedures intended [or this, General didactics deals with Lhe
Lheoretival aupuect of Tegching and rellects on the circamstanees
urwler wehich oMo live didac i aetion can pocar, Porgein doeseribnes
didacries as the “theory of teaching™.

The teacher’s aclions in the classtoom are inall respects viewsd as
purl of the claild's ol educiting and becoming, 10 e eaching
situdliom in the classroorn is vicwed as an isolated incident, Che
cilucatinnal ideal hecomes Tost, Al learning is not Sependent on
deliborate reaching even so, the child shouwld not e 1ot to
haphasard learning experiences.

I ordler for Lhe child w be able w ellecively parlicipate in Lle, i is
cvpectod that he will aceept and live by che neems and standards
e IR 1o Tim by the teacher. Thos, the schoe] prosdides Tire
contants in ternis of which he can oriens himselt. Conseguenrls,
didactics reflects o the nature and soope of tiese s contents, Lhe
dicctie sivvalion is where Lhis orientaidon o 1ie ceours, Therelore,
s important That didactics stady this situation thoroughly,

The didactic sirvation is compriscd of teacher, pupil and 1learning
contant in a cose relationshlp of interaction and interdependencs
velrich e i contimal accord with the adr of e waching evenl,
Ceneral didactics broaches Lhe Leaching intenlion Lhrough Lhe
relationshing among teacher, puopdl and learning comtent fehere the
learning content ia the thome of the dialague which 15 aimed at che
rhild hecoming adult).

'r'l
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Loy find answers to the questions eriginating in & teaching situativn,

clidictios necessarily bormoves [Tom Uhe knowveledps mads vailable by
Lhe other pact disciplines of pedugoeics, This is necessyry Lo nsure

Lhat didactic poowcedares vemain aceouniahle in weerms of the general
domands of podagooics.

2.2 Pardoulon or subjecl Didactics

Ceneral didactics leads o particular or subbdect didictics thal i
anchored in and influcnced By goneral didactics, The primary
ditference horween them s that subject didactics concinually
Iwvestigases and proproses practical wavs and means for
wccomplizhing e aims of general didacics, o the proctical
Leaching sitmalion, Lhe Tocus is unow particalar subjecl ared, Subxizct
dhidaciics considers The prosenlation ol g specihe subiject inowhich a
aeneral princlple such as, cogl, cxpoerimenting, s apphicd in 2 spocite
subject arca. wWhile subject didaccics Invoelves general matters,
melhodology atlends te e particulars of presenting Lhe subject.
Lhue, there aren’| clear separdtions wnong yeneral dicdkictics, subjscl
chidlactios anc mcthocdolowy: they are inerrelaleed andd
interdependen.

Basically, learming can De viewed a8 a way of moing out to ceality and
in meodem pedagogics this s relerred o as e child constdiating o
personal lle world, The wedcher continoally presenis reality o thae
child with the hope that he will reaet o it meaning il Tere, the
rhild is divecrly involsed with Lite and creates a peesonal Tife woorld
o hinaelil Whon he s aszimilated the partiowlar religious, maoral,
socind, economdc and other principles of the leaming content, he hos
oriented himsell w lile reality, Through o varie s of subjectls, he
Bevomes aciquainted with dilferent dimensions ol veality and has Che
CHEHOCTUATY Lo crisl e, in e course, 2 Tderacchy of values aned
ariaricies. Tho teacher 18 the initiator of didactic activicios and T
rhe didactic situation develops depends on whar demands he ploces
o1 his pupils,

A additional aspect covered By subject didacios is bine the Teacher
crplaina his ficld of study, his aporoach ta thiz rask and his plan of
actioutl. Hore general didactic principles are applied in the form ot

e
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spocitic didactic pracrice. Fundamental priaciples such as
individualization, autharity, freedom, acrivity are the primary ones
Applisd I subjecl or particaliar didaciics, Furlher, there ure a
variew of methods and echnigues from which 1o choose or which
can he imepratod with cach other, MPavticalar didactics has 1o
deacribe thease posalbalitios tor teaching.

1 subject didactics, ordering and arranging Lhe learning mslerial is
of greal imporiance. Lhe learniog maierial can be presenlad

T lodng, clilerent pallerns ar procedares, e, concentric,
symbviotic, chrannlogical and how it s arranged s important for
individualizing and programming is. With hiz particular aims in
wicw, the weacher, in compliotes withh (he general principles, now
Lakes inle accounl e lesching possibilivies of (he sarning material,
methucs, widls gl arrangemend in urder woaltain the best resulls
with his particulas lesson strochare o lesson plan, Teis the leacher's
rask o digest, evaluare and then use all of the informarian availahle
rer lnimy about the sitwation of his particular subject arca.

A4 Melthodolowy

The Greck word methodos means the way™, Lo, The way or
procedare o tolles in ceder to artain a pacticelar aom. When a
methiod = conxidersd, it is asswuned that the aim hos already been
chogsn and that its attainability has been determined. Metlodology
describes o parUicular puideline for achieving o pariicular ain dandd
in the case af subject merhodnlogy @135 dirccted 1008 parmicalar
subject marter arca, The reacher kocsingly anticipates goneral
reaching procederes such o8 demonatrating, quoestioning,
experimenting Dot their application to such subjects a5 Chemisiry
dnd Geogrdphy will diller. hus, generdd medwdology [1ds w by
mterpreled in lerms of subfoect-directed methodology since a
teaching method is derermined direetly By the aataee ol 1he
learning material. Conaral and specific methodolom: Twth address
rhe guestian of how a paricular teaching sitvation shoald be
mplemented, When o wiching methodology 5 planned, (L s
necessusy Lo Lake inlo accouml Lhe circmnstances of Lhe silualion
vehen worldng out a plan of action,
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There 15 a dangor that methods can hecome intlexible recipes and
rlins oae touch wich the undarlying didactic principles. 11
exseliiil Lhal @ leacier see Lhe conneclion Delwesrn didaclic
principles, which are direcied b the aim of adultlooed, ad

et bl sehiche poeosdade an irormeeciange, comorere and real
contribution toartaining that aim.

I spplying melacdolopy, e Leacher looks [or posilive aod
meaminglul wars W oorganize is leaching praciice. lov accomplizh
Lhis, b bas Lo think ol wass aod mehods Uit will slhes 1he
learning conrent o malee a Tasting impreession on the pupdl. Thoes 1s
ner deeshr that the methods waed bee the teacher will influence in
marboniar wavs Lthe teaching and learning activities, The teacher
should nsure Lhal Lhe mehods link up with the subject e is
presenling in sach woway Lhal the puapil can geouite audsgoale
kronlenipe amd conteol ol bis subject arca. Tsing a particular
methnd should nac vea marter of rowtine. Rigid recipes should naor
e vaed and che methods shoeuld continually be adapted and
adjusted Lo the pre-esioblished aim. T'he leacher hos Dull
responsibilivy for whal ldkes place in Uhe classtoom and, i this

Tiwht, the e thsds haree 1 be chinsen aned planmced noresponsible

o

WANA.
2.4 Drthodidacies

wWlien Lie didactic event goes wrony for ung o1 another reason, Lhe
didactician has 1o dedace wehar has given vise 1o the Jiffeulny and
ke recnmimendarions for neotealizing and climinating the Sweroes
restraining thoe teachingAlcarning ovent. This aspect of didacrics s
known oy orthodidactics, Remeadial tepching iz part of
orLhcdidde s just ws methcdology 3 parl of didactics, and i also
shoulidl be viewed againa g pedagogic Dackground, A learning
diTicultsy is the jedat cfTecr o all reateaining Faetors it a feaching
situarion and ofter thore ace a numbar of decpor seated problams.
Solving these problenis & 0ot limited anly to the teachIing siruation
bul rulher pedagogics exlends much wider and permealss wmost adl
Lacels of lile.

Nesling with learning difficultics 15 slgniiicant oo the didactician
sinee i order to help wich leorming pronlams, he has o re-cataldlish

B!
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a perspectise on life. To T able o help papils Do the varicry of
arcblem situations that arise, orthodidactic diagnnais s easential,
Aller Lhe milure, exlenl and origin of the leaming problsen ars
determinegd, orthodidacic etapy in the [orm of remedial waching
can help che chilsd ovcvcnmee bis problems, As indtiaie of 1he
didacric event, the teacher has a Loy position T dealing with
learning prnhlems.

A0 LERTIARY DIDACTICS (Lest-secondary waching)

There was a oimc whon institutions of Mghor cducation paid little
attencion: o The sclenee of teaching and the wiew held was thar
lwcturings, i itsell, was the right course W Lollesy Do eaching o be
scientilically based. Willh the increase in Lie number of studenls
ancd len Uhiedr rale of Gailuee, along wich Che development of modern
Lechimolowy, graduwally the idca enmereeed that rmach coudd be done to
improes: the: offectiveness nf eaching in “higher cdoeation.™ Thuring
the easuing vears, this dimension of didactics cmeroed and many
tertiary institulions novw are researching this ssue.

Acproblem gt all fnstitutions of bighor culucation is st vear Failures
o drewurs, This problem 35 seen o be of 00T importanee that
TIWERCO lannched a wosldwide study of i

Lecturers who have not been specilically trained o teach al the
LTy level ame ol hired, The able acadenmician is selecied

weit het conaidering his abilivy v instroct, and a good reacher at che
prioary of secomdary aclon! Tesqel s not necessarily a aood reachers
a7 tho tesmiars: lovel.

Lhe developrent of teaching techniology as oocured so guickdy, is
socweidely received and i so lar-reaching inonature 1hat 41 has
berorme accessary wrtrain loctirers in implementing o geeat waricly
of aids. Tortiary didactics enihraoes a study of the deliborate and
systematic presentacion of knowladpe, and ic includes theory as well
ws prictive, Here, yeneril diduaclics hos relevines [oz e science of
inslruction and Lhe purposelul [orming of the student while subdect
clickacyies is anuned o2 particulae subjre area,

4o COMSERVATERM AND PROGELEIV M

1)
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During chis centusy, thare has bean a gradual sencvation swherebs:
Lhe traditional school s acguired o dehsr progron. Sormel imesy
Lhers s an inclination o reject everyihing [Tom the past and Lo
wecloomne Lhe neve withoud investigating wherher the renovation
catalls an improvement. Thos, didacrics alas has o deal wich the
arcblem of consarvatism and progressivisn. The ane leads tn
skaation, e olher o running wild, Here, as alsewlhere, e skill is
L distinguish belveen absolule standards and relolive volues.
Comservalism can lead 1o absolalrding Uhe relative while
orogrosstyizm can lead o relativizing the abeolute, To i3 possiblo Sor
e prowcressive tendency to sorive fior the news oo auch a dearec that
even abiding vadues are douhied and thrown averboard., The
yOUDEer peneralion regards Lhe new as more vselul and thus beler
Lhan the o,

The questinn 15, given our quickly clanging warld, can
recrospective vices of the history of didactios e ot ooy value woasd
It is mantained Lhat ovr conlEmporary sikuation is so widgue and
peclinr il Lhe pust can conleibe but e o didactic siody,
Thi task of thee e scludal s cssentially so dilTerene s the
nornative chartacrer af The past has ost ics value and has
degenerated into a wscless traditicnalism. [oweser, o dividing line
can be drawn between the past and the present. The past has a
prolound inluencs o thy present and e (ulure, |herefores, (ere
has tr be a meaninglul continuation of the past throngh the present
into che futiree, Tadactics of the past can still seoee as the feerile
aircutted and aedl for rencvarion. Te s a peoblem for the educarme 1o
rotain the mood, the trae and the meanineiul fron the past witluour
stagnating, Lo achieve a balance between the coaservative and
progressive approdches Lo eaching, o redssessment is requived of
Lhe traddiviomal as well as the modern wawvs byowhich our vonalh
rhaaht o b ouiddedd o aecompanicd. The chinice nl learning
matarial, merhods and aids all hase to boe accountable as didactic
interventions which lead the child o a way of Living by which he
evenlnlly acls as o responsible, indepenadenl acdall,

0 THECRY AMIY PRACTICE
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e of the probloms cxperienced in pedagooics is maintaining a
healthy halance hetween theorsy and practice. Thara i3 a temptation
Ly 5iress or1e o Lese aspacls ol Lhe sxpense ol Uie other and the
(uestion is bow e maintain a balanee, Theoretical rellections on
'.J1'I:Zl|'l-|l:'lrl"- H1'i"-u.:rlt'I |.r'¢ I T SCLI :-I1Il:| Lirl 'r'vi-]_}'.‘-i | I'll:'l:Zl]'_‘,-' Lall H»rvls
aracrice arc noecessa e thoerefoee, 2 dialosoee betvrean thaodsy and
aracrice ia necessary. Pedagogics has to koep un with the larest
develomuents and wsshmilale Lhe inlormolion made kown by
sclences auxiliory Lo pedagosics fe.g.. pavchology, medicine),

Podagogics, howowor, i a practical scicnce and often will he called
dapon o solve all Kinds of problens in scientific wass and chus give
suidanee Lo the practice of educating. There (3 room Jor e view
Lhal the sk of pedagosics is wo rellect on problems of concer,
express Lhe resulls and bring them Lo che atlention of the practice of
Lo hing, withoul necessarily being proscripive,

e DLDACTTICS ANLY FINLOSOP Y GF LK

Lesching Lheorsy, Leaching practice amd @ view of lile are closely
interrelaned, Thdactics i nol merely descriplive, B0 s novmdtive; Lhis
influrnees ot nnly the factzal conoent being taught bat also the
walues which e hidden in the conrent. Thus, the aim of teaching
and educaring Cand. theretore, teaching practice) w1010 be influenced
by Ll educitor™s philosoplyy of lite, The aim of 2ducaling is
delimed by the wim ol 110 and, terelfore, the educator™s vicow ol 1
weill inlluenee his vivwe of cdaeating,

The wima of life, as the oral of notions alwoet whar iz valuale Lo lifo,
has a certain obligatory character with o normative influence and
vehich influenoes Lhe entive scope of human acivilies ancd Uais
inechudes didactic weork, The educator with a religimasly oviented
vicew ol Do acecpts that chis et only sots roquirements Tor his
pedaoogic intorvantions bat that it will poecnueate all aspects of 1ifa.

A philogophy of e and e compilivion ol e curriculan and
svllabus also are connecled, Al nalions accepl Uie desirability of &
care presratr 0f cultoral corten that is purposefadly presenied or
eming a unigue natinnal culcwra, Jeat as all nations have thelr
ol View of Life which makes lving meaningiul tor its mambsers, a0

|12
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o wicsy of 1ife Is assimilated into our feaching pelicics and is
cmhodied in eur types of achonls. school arganization and teaching
meLliods,

Teaching as 3 whaole has to e divecued voca childs havimoniogs
desrcloprneat and boecoiniag adult, and it s the lose and dedication
of the reacher that awaliens and screnethens the child's heliet in tha
dulority ol e normas exemplilied, In e encounler hebwveen
Leacher wil pupdl in Lhe educative sitaalion, one acguires Lhe
noblest Toerms of striving Lo be homan when the teacher accepls Lhe
authoricy of the: grearcsr Tducaras,

LA o Y L)

Weith this, the terrain of dicdactic study s delimited and iU 7s realived
Lhal dicacuic insight can only Do aeouired when all dirmensions of
nedaoogics are studicd. Althouwah the findings of pedagogics and
didactics are general, those of educating. teaching and methodology
are morg partionlar in nature. Bdncating znd waching are applied
Lix o unigue child in o parlicalar milisu and, Lierelone, the
procedune bas Lo be porpoeselul and specibe, Conscguent by, with the
necessary founding in pedagngics, weecan mose from the general
rhe speciiic and thus to didactics which iz allosecd oo clain its
rightful place ag a pace discipline of pedagosics.
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THE NATLIRE AND ESSENCE OF SPRECTAL DINACTICS ANDY ITS
APPLICATION TO THE DIDACTIC SITUATION

C. J. van Dyk
University of FPretoria

1. Introduction

Some leachers contend that in their teaching there is no place for
Lheory and methods, They rely on Lhe spur of Lhe moment. i
crealive personality, intuitive Feelings and schemes o anticipalion
sharpened by expericnce, However, a closer investigation shows
that they make use of fived methods and teaching principles that are
followed unconsciausly ar mechanically, Ttis good o realize that
such a way of teacaing necessarily is deticlent as far as poedagoaic
didactic schonling, oroanired insights and well-thought-out actions
are concerned, 1 also rans the risk of leading to a schematization
and rigidily of approach by which the blame for all Tailures 5 soughl
solely in the pupils.

On the other hand., we are Taced with the problem that there is nol
much uniformity in the language used amaong theoreticians in their
discaurse about didactic prablemsSquestions, "The grear variety af
meanings of the roor word "didaskein”, as found in the Greek
Ianguage, makes it clesr why the concept 'didactic' is so diversely
interproted and defined in the history of pedagogic-didactic
thinkinu.

Whal is didactics?

Didactics is a theory that reflects on the scope and meaning of the
ovent hetween porsans known as reaching, It shoaws a dualism in
[hat, on the one hand, i thinks purely thoeoretically about the
phenomenon of teaching but, on the other hand, ot the same time
Lhere also is o more practical aspect regarding the art of teaching.

However, teaching can cnly be such an arl in which the presenter
shiowes Biis owenn stvle wlhen it oo loneer is sullocated Dy e Torce ol a
dead tradition or is repotitions without insightl but when i springs
from the interiority of the teaching persan.,

*houch African Journal of Pedagogy, 1967, valo 1. Moo 2, A6- 07,
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2, Further demarcation of concepis; Becoming o person,
becoming an adult and teaching:

To allow teaching as one ol the ways ol educaling 1o occur properly
it is necessary to disclose the connections amons becoming a person
(human, ecoming adult and weaching,

Podagogics reflects on the primordial phenomenaon of cducaring thar
is given with heing hman and is actaa lived inoan edocative event

et ween adule and child, Our pedaposico aims point we the child's
becoming an adull under the gaidance of an adull und in tenms of
cerlain norms.

The field of study of didacrlcs, as a theory of teaching, howewver, 15
not discantinued with ecoming adult o it combeaces learning in all
forms and teaching an all levels of hocoming a persan, “Thus, the
educative cvont is completed in the teaching activity when
achulthod 15 reached while the didactic event continues. becoming
d nerson, of which educating 35 the frsl narl, is nol Lhinkable
wilthoul teaching. Teaching (as distinguished [Tom pure inslrociion)
is responsitle [or bringing Lo consclonsness every relaltionship
between a persan's own wiorld (which includes his inner worldy and
the reality around him. Teaching serves becoming a person and
affers the possibilities for actualizing being a person, To compare
ocoming a porson with forming gives it a one sided character,
Boecause completencss cannot o striven for in a short article such
as this, Tor our parpaose 1he following schematic divisions of
dicueclics are expanded on Murlher:

{al  General didactics.

by Special didactics,

1) subject didactics or methodalogy,
To better illuminate the nature and cssence of special didactics it is
necessary o clearly describe its position 28 woven boetween the
rnre theoretical and practical aspects of didactics,

3. The feld of study of special didactics

The above division cledrly places special didactics closer o praclice
than is general didactics. This requires thal there be a search Tor a
set of categories in terms of which the systematic design of a
didactic situation is made possitle. A person continually finds
himself in a situation, Le, ina totaliy of circumstances according



Appendix 11

Fowhic™ he must act. In the hranching off of special didactics to a
specilic didactio situation and g search Tor valicd data, aeiiviliss s
be carried oul that allow teaching in i learning as well as
instructional wspects Lo be done justice, Then special didactics
remains anchorad in seneral didactics because both are co-
determiinancs for harmoniously becoming a persoi. Related to this,
special didactics also muse Hind points of contact for its
deliberations in gencral pedagoaical and methodoalagical findings.
Later these aspocts are dealt with separarely.

A task of specinl didaciios 35 ur plan the dide e situation sach bt
il is nol given by prescriptions. I ocder loomesningally unlock
reality [or a learner he must be halped (o understand this realily and
make discoveries himsell that will allow him 1o master additional
distinctdons. For an orlentatlon to ceally, content relatlons betwecn
theory and practice must be discloscd 1o the learning person,

T ouild a hadge between thought structures and question asking
oo The 1heory, on the one hand, and the aims, demands and
idiosvnoerusies of the praciice, on Lhe ather hand, conscious
methods must be used Lo bring aboul g convergenes of current
[indines Lhotl possibly ocour in (e course of the planned didactic
situation for methedology to e put int perspective and show a
favorable form.
ia)  Disciplines that seirve as polnts of contact for
special didactics,
(i) Pedapogics:
where pedapogics s comcerned with thinking through
and describing Lhe evenl Lhat oocowrs when an adwal
intervenes with a child, the pronouncements o any
didaciic theory must necessarily acknowladze this and
mare particularly in its pronouncements about the
preschool™s and school™s periods of cducating, Any
contradictions between podagogical aims and didactic
conceptions can lead o insurmountanle
misunderstandings as soon a8 they are applicd in
practice. Within the limils of the child’s educaling o
adulthood the design of the didactic situation alwavs
ollers te possibilities at the adult can purposeially
intervene with the aim of the child’s firmer srasp of the
ackrawledged, valid pedagogical values and norms,
Thercfore, educating may not be merely a haphazard
ewvert: it is purposefully dyramic and is directed to
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practice. In order to provide for the full anfolding of the
child, he can neser be viewed as d blank slate 1 only
sl be writlen on. Each person is potentiality and
dicactic actions carnol be direcied only o the
intellectual dimmension ol being o person but also musl
address hls life of feelings, To be able o provide help
[ thiis it is necessary dhac the poedagoeical categorics of
frecdom, responsibility, oo, e exposed in harmony with
the cultural systems in the school because it is in terms
al such life comtents that a child acqguires the beacons
for comsiiiatinge his lle world, I masiering realily oneg
arrives ul an unlocking of 1L and acguires more exibilily
amdd mobility in his juceing and choosing,

Modern views of teachlng and learaing activitles give
tham an cncological status that offers special didactics a
firm point of contact for desigaing teaching situations
that provide a child with the possibility to boeoome 2
person. With the masiery of [ile realities o particular
relulion and dispresition i buill ap in a child thar enables
him o manilest a frmer lorm of living and e hold
partcular standpoints, I is mporiant Lor special
didactics to know that learning is primary regarding
cducating bocadsc a person’s way of being-in-the-world
s g way of learning, The didactician cannect give a final
proncuncement about what learning is for desizning
didactic situations from learning psychalopy, Rathor,
Thers must bea linking up with particular calegories
aboul. legarning Lhal. have ontological validily. The
dicacic task is o provide help with respect Lo learaing
4% o humman way of being, Consequently, i is more Qan
merely 4 Cconsciaus accurtrence, i, 4 constituting thar
directs the learaing activity(ics) by a particular
attunement fintentionalicy), Hence, the didactic and
aducative moments of learning are describad as closaly
interacting with cach ather and as andeniably supporting
euch olher. Therelore, 11 is o task Tor special didactics 1o
ascertain [or itzell pedagogical [indings reparding an
adull’s prowviding [ormal and systemalic help o g child in
A specilic situacion. By its nature, the educative event is
not limited to che relationsbip between parent and child
bt also between adults and children in gencral. The
teacher also purposcefully must intervenc in the lfe of £
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child throngh his planming and radical alteratioms in the
dicae e sitaation. Thers must be an elimination of the
[fxed, traditional instroctional situations and in their
place o “lreer” space created that ollers a child mors
satisfaction and happiness,

(11} Ceneral didactics:

It was indicated that the task of special didactics does
niot stop with the attainment of adulthood bur alao
includes university and adule reaching. Parricular
dicactics searches Tor points of contact and makes
devisions Mmom views dizcoverad by weneral didaciics:

(il Fundamental didaclic l[orms:
To make the pronouncements of special didactics
e practical an attempt must be made to
evaluate particular aims in terms of cortain
fundamental forms, By ponctrating the teaching
event it iz clear that a person teaches in terms of
certain undamental situciares (play, comversdaiion,
examme, assigrment) and chal Che particuiar fomms
of leaching (principles) provide Lthe loundation [or
viarions ways ol presanting or teaching, e, the
exemplary {using examples), From histors se Hind
a number of so-called teaching plans o systems
(raloom Plan, Jena Plan, Montessor system) cach af
which, in a cortain sense, is founded on a
philisephical and or pesyvehological theomy or
particular worldview. [Uis imporiant Lo noele 1 hal
Lhese leaching forms have had o profoand and
Lasting, infTuence on weaching, Also, [Ttom @ number
ol independent svslerns there are Jdesizns chol have
nat hesitated 1o ey 1o hreak chrough the formal,
class offerings and bring about a looscr class
context, Hlere, as with any planned teaching
renovation, it must alwavs he kept in view that
Chere are traditional opinions held aboot school,
class and of her organictiona maliers Lhal maks il
necessary 1o search [or the wse of lundamental
[orms as possibilities within the [ramework of such
an accepiled class context,

Lo the implementation of such fundamental forms
in designing a didactic situatian a thoraugh
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distinctinn must he made hebween Pradamental
Forms T learning snch as comversalion, iy,
imitation, asking questions, etc. and undamental
[orms [or presenung (leaching) such s assigning,
prosramoming, dramatzing, ete, The lundamencal
forms provide the basis for stroctures according to
whicly the learning person’™s activities and
intenrionality must be directed, but, at the same
time, they also are the foundarion for the
presenter's choice of methods, When special
didactios draws Mmom iy knowledes of Che various
Mundamental forms in preparing o particolar
situation. iis will be a contribulicn w o more
conscious teaching achievement with & deeper
foundarion. The fundamental didacrtic forms
proside the beginning for uilding up a structurs
of teaching activitics in terms of which the learning
porson bocienes more intensely involved in reality
Pecause his wondering and interest ane stimmalaged.

Specidl didactics, then, can search lor connections
wilh pliy, a5 o calerory ol learning, and il
planning of the didactic situation can be zo
prepared that the child's “plastul activity” is
transtormed into a more formal way of learning by
malking certain demands as expocted achiovements,
Thus, & child first “plays™ in the natural scienee
aboratory with an increasing direciedness 1o
aslering realily witle the aim ol beller
dehievement. 50l later this becomes his place of
work,

Special didactics arrives at decisions in terms of
the fundamental forms and the insights that
thereby are thrown open and that make valid his
design of the didactic sibaation since the forms of
being hold True ineach phase of eEaching because,
as a didactic category, they are ol anchored in
olher phenomena although in the more [ommal
gituation they somedimes will e almaost
unrecognizable,  However, an admirable
fundamental form must not be unconditionally
adhered to simply because it includes a specific

&
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usefulness or henefit,. Also the irregration and
viaried implemertation of fundamertal Tnms in The
teaching situation sl guarantes no absoluls
success bul only help Lo acl with mors pwareness
and clarity.

() The part the presenter (teacher] playvs:

It must always be remembered that the presenteor is the
initiator of the didactic event and detormines its
dircwtion and conrse, prosents the leaming person with
dermamds, and selects and orders Lhe leaming conlents.
Erielly, he conlrols the climate of the didaclic siluation
Lhitl can be delining [or the aclualisation ol an
encounter and the forming of dispositions. Each
prescnter’s personalicy, artunement and ability glve an
individual “stvle™ to his teaching, ivrespective of the
methods and aids with which he involves himsel?, 0 is
the: task of special didactics to design the practice in
such g way that the didacties of varions subjecrs, cach
Follenweimg s speciiic aims, can adopt Uhis design wilhoul
being [oroed inlo 4 Oxed rouline.

In each didactic situation there must be mention of
unquestionable values cnd norms that must be acquired
and theretiore the teacher cannot follow o natural
course, hore must be a push through from sporadic
imtervention and later to meaningful guidance by the
presenier by which an essential change in the leamming
person is broughl aboul, Enowleduse of Lthe theorelical
lindirgs ol general didactics provides the presenier wilh
Lthe preparation amd motvacion lor planning his eaching
[ractice,

From the abeve it can e deduced that the learning
rerson, o a great extent, can constitute his life world
ot of the image that the presenter (of reality} holds
Pefre him. 1S e disclosare of the calegories of
reality, a5 they are announced by the presenter, Lhal
enable the child w order, W change and eveniually
axcead himsell by establishing new realities.

[c) Forms of arranging the learning material:
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e of the most essential tasks nd special didactics is o
make an accounlable selection from and ablain am
ordering of the culbaral swvstems thal must be presented
as lile contents when i very soon is Clear thil it wouald
be an impossible tazk 1o be involved with the entivety of
reality. Connected with this, the newer views of
concepts suclh as forming, formative contents aed
catcgorical forming no longer allow a place for
“encvrlopedic knowing” and “overloaded curricula® as
aims. With the introduction of the concepl categorical
[ormming, the independent exisience of maleria] and
[ormal Momming ars newlralized with o farreaching
Change ol what can be viswed s [lommaalive conlents with
[ormative value, In the [irst place, & striving Ior a static
completencss milst be relinguished regarding che
Tearning materialy with excmplary principles of ordering
a clear objection is shown to such suffocation by the
abundarce of learning mazerial, The unlocking of the
generdl must be acguired nolerms ol the simple, the
original or elemerial, as core points of Lhe didaclic
deliberations. By such an exemplary ordering of the
learning rmaterinl each thenie must be stripped o ity
eszentiala so that the learning person can discover the
general in terns of the particular, tvpical. fundamental.
[k

Tor the general principles for constracting lesson plans
feomeentric, symbiotic, linesrs, chronalogical, e
special cidactics now must add Torros of curricala such
as 4 maximum, minimum and skelewon plan that each
opens neys possibilites for certain subject areas, Special
didactics has to corsider the fact chat complex learning
raterials show stratified structures that the essentials
Brild up but also that concern their level of ifticuloy
and understandability, Thus, a spiral form wsed o
desipn a didactic situation acguaires meaning as a
rossibilily tooarranee bil-b-bil the non-surveyiahle
corlenl and present iU in an understandable way.
Similarly, a teaching principle such ds programming
Largely is a linear ordering ol learning contents—ie., a
sequence from the more simple ta the most camplex
learning contents, To allow didactic principles such as
incividualization and Jifferentiation o occur properly, a
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minimm Curricuhom plan can he implemented as form
al ordering thal only delimits the cors learing maerial
and leaves things open for inserting suoplementary
progrims according o the nterest and ability ol the
learning person,

Thre ordering of Iearning macerial also must lecp i mind
whar ‘carning contonts, as means for cducating and
becoming a person, form those firm beacons of the arca
of knowledoe in rerms o which the learmer can
determing his anar position in reality. Only such original
lived sxperiencing, stemmming Mmomn & meaningul
ordering of conlents, can verily the deeper relations ol
the formative event,

Nesigning g didactic situation must 1y o bring about a
synthoesia between form and content by selecting and
ordering leamming conlents so that, as a statec proklem,
Lhey demand e active pariicipation of the leaming
PETSOLL.

[d) The principle of perception (observation):
Pestalozzi iad indicated that all knowledge is
fundamentally rooted ina porceptual incags, In his
irvalvoment with reality a child constructs a diffuse 1ife
wirld for himself of glebal representations that
aradually are analveed by educaling and teaching and are
made insizhiful Perceiving Chal originales inoa
primordial wonder and astumishment as a resalt ol the
appealing character of a perceived object creates an
“open” attitude and readiness in the learning persan
that, as a fruittul monent in teaching, must not go
unuscd, As a conscquence of his more intense
attentiveness and correlated more refined perceiving,
cortain actual questions now arise in the learning person
i whivh he seeks answers, Al Lhe same time, on The one
hand, particular directions of interest, lalenls arnd
proliciendcies ol the pupils are laid bare, while, on e
ather hand. spedilic zaps in knowledege and incorrect
ingights and concepts in his equipment are shown,
Towever, when the course of the didactic event docs not
speak to the interiority of the learning persan, the
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feaching offers food to someane whao is not hungry for il
and Lhis cim resull i him mistakenly being juded as
“dumb™ simply because he has not yvet discoversd what
Lhe conlents are all aboul.

In desizning the didactic slouation it must be taken into
Account that peroeiving cannot mercly be a physical ar
psvchological “process” because where it manifosts itsclf
as a way of being in rhe world it not only helps define
conscions [cognilfive] activities b also the e of
fealinus. Conseoquen iy, sach person ved experiences
aich learning sitwation dilTersnily.

Hence, now the task of special didactics is o reflect on
the help that can be given o bring reallty “closer™ o the
learning poraon, The nearness of an object that is
related to at a physical distance is no guarantee of real
perception. Bather the disclosure of the essentials can
P minde possible by a Mandameneal gquestion that is
presenied as o problem. This indicales thal in leaching
answers should nol be given Lo guestions Lhal were ol
avern asked,

sometines it is necessary that certain teaching aids
[earning as well as instructional aids) e vsed where
they can cantrinute to halping bring reality “closer” o
the learming child, The design and structure of the
leaching evenl musl never be defermined by the teaching
aids. Special diduclics especially should provide general
puidelines [or subject didactics becanse the nature and
esgence of some adds lend thernselves 1o taking the
teaching form of & particular subxect out of context, For
cxample, here we think of the use of pictures in teaching
social studics,

[iii} Methodology:

Im Wiscussing Lhe forms of ordering or arranging learming
reaterial relerence was macls Lo Lthe close ralation
Between the “whal™ (contents) and the “how™ (methods),
Therelore, it is necessary that special didactics also
search for points of contact with general
pronouncements of methodology and reflect on their

"
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stmeruring redations, scopee and lmits of Mheir validiry
Al signilicanoe,

Methodolowy cannotl lmit all ol ies deliberadions Lo
revealing a best way ol mastering learning material bot it
also must make pronounceimnents abour concepts such as
“maruring”, forming”, “educating” as part of its
methodological work, Where special didactics focuses
irself on a spoecific situarion it cannot provide watereright
incications from the broad feld of methodologmy bt only
can modnt L pessible vweays by owhich cerlain aims can be
realivad, Once special didactics has made Lthe
[undamentad principles ol all ol the metods
understandable the presenter can contrast the “newer”
with the “older™ or allow one to be Unked up wo another.
I deaing this, his methadoleey acquires Dexibility amd a
personal stvle, B finding direct links with fundamantal
rethodolegical axioms, the methodelogical work
acyuiTes @ omewre arlisiic and resourcelul charcter, and
malpracice s eliminated such as Chal o which all
learning material is lorced under one methodological
stbeme or that of Blindly [ollowing certain methods,
Methodaolagy sives averarching insights into matters
such as experimenting, stating problems. drill work, ctc.
that tfor special didactics can be of motivational and
discriminative value in descrihing suidelines for practice,
Here we think of the appeal emanating from the “gestalt”
of o teaching principle that relies on g globally
axperienced peroeplion from which Lhe narmoe and one-
sided view ol teaching [ollowing [ixed stages ol leaming
can be shown Lo be invalid,

Fundamental insight into the principle of cxerplacy
teaching, perforce, has the conseguence that
contemporary views of the inductive method must be
qualified. Hoere indecd, chiv does not involve the amoant
ol distingt “cases™ Thel muas) be recogpnized and in erms
al which, through sensraliczing. the law ot rule musl be
[t but racher the ollering of 4 Tew exampies Lhal
include the essentials of the peneral,

Thas, it also is clear that the pronouncements of special
dicactics musr not e baund to specific areas of learning

11
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mraterial althowgh methodological principles that arc
allered will he fTound o be more easily applicd Lo
particular subject aress. Thus, in the strongest sense of
Lhe word, @ method only is o vy Lo particalar aim,
Special and subject didactics only con select a particular
teaching form when the ains are clearly in view,

4, Cecneral:

[ust bocause special didactics must obtain its points of supporr
o ils pronmaneements (rom an inner circle ol disciplines, G
canrl discommect el Trome trahs hevond whal cim make
viluable contributions w successially design a particular
teaching situation., Here we think ol sciences thal have hnmans
|persons| as a comunon ovndation o various Jdelds ol study
such as psvchology, philosophy. saciologoy and phvsiology.

Howeewcr, thers must e a vigorous watch for an actual dangor
that didactics and didactic viows are not used as a plaything by a
v ehologistie view or as a Held of experimentation Tor one or
anulher [philosophical] anthromdopical theory. A purely
cniledogical truth in which didactic norms and values are rooted
is tha didoactics [nds i origin and lonndation in educating and
it the world af the child, Even so. didactics must alivays have
knowledge of the facts of developmental psywchology in order to
e alle toomake accountalle pronouncements about the
questions of progress in life development, Basic knowledoe
about phoenomens of mamre such as lght and sound iy
indizspensahle for fall insight inteoa concepl such as perceiving
and Lhe proper use and adaplation of lechnical aids.
Deliberations rom sociology and other social sciences are
Iindamental lor preparing and planning lerms ol teaching such
a5 group waork,

Thus, It appears that the task of special didactics is a more
important matter tham was realized up o now, That the success
af any teacher's (oresenter’s) proparation and the planning and
desivn of practice no lomeer can be a casael matier and that 1he
airms of pedapopics, general didactics and methodolozical
Lthenries continually must be kepl in view,

AUTHOR'S ENGLISH SUMMARY

b slightly edited Iy Gany. and Arvecican English arded.
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THE MATURE OF SPECIAL IMDACTICS AS AFPLIED 1O THE
DIDACTIC SITUATION

1. Introduction:

W still find soune teachers, especially among those of the “old
puard™ wha in their teaching anly rely on cheir creative
porsonality and intuitive sense while rejecting the possibility of
hencfiring in any way from theory and a theorerical approach,
Hovwwwesr, closer investigarion revieals That, withont realiring ir,
Lhesy apmply Mxed methods and principles (an in 2 way comnsiio ey
a Lheory wlthough they ollen lead oo rigid and even barren
approach. As a resull of this cgidity all [nilores, nevertheless, are
blamed on the pupils and not oo the inadegquate theory,

O the ocher hand, the varicos of interpretations and meanings
attributed to the term “didactics” and its derivatives (o8,
didactician} have led to confusion in pedagogical didactic
thonrg bt and pronouncements. Therefome, 0 is necossams 1o
allempl to deline didactics, Didactics is Lhe Cheory Lhal is
concerned with the scope and meaning of teaching, As such, it
hos o purely theoretical aspect bul also o more pracical one,
Both aspects must contribute to any considerations regarding a
particular didactic situation.

2, Clarification of the concepts of achicving humanity,
achieving adulthood and teaching:
Achieving true humanity, of which achieving sdolthood (Che aim
ol ecucatineg uphringingd is Lhe [rst phase, is inconoegivaile
witliwml teaching, Tedching (as distinguished Irom mere
instructing) is responsible or making conscious every
relationship between a person’™ own world (which includes his
innes world) and the reality around him, Under the guidance of
the adult the child e, the learning persand learns and acguires
certain newms, T'his 5 a pedagogical occurrence,  owever,
didactics comprises much more and includes leaming inall of i
forms and Teaching at all levels and stages of one’s striving Lo
aclhieve hurnanity and ool only within the acluli-child relationship
subdivided ander 4t least the three headines ol Generdl Didactics,
Special Mdactics and Subject Didactics {also called the
merhod{s) of teaching a specific subject), Special Didactics
accupics a central position botween General and Subjoct
Didactics,
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3. The field of siudy of special didactics:

The above subhdivizion implies that Special Didactics is somewhst
cloger o praciice than i General Didactics, This means that o
new search must be made lor o set ol calegories tat will make o
svstomarle deslgn of a didactic situarion possinle, The fact that
Special Didactics is directed at specilic didactic situations and ac
a scarch tor data holding zood in such situations roquires that
actiom be taken that will do justice to reaching in its leaming as
wll sk presentational aspects, Inoaddition ro acknosledging that
Secial Didactios is embedded in General Iidactios i also is
necessary Lo realize Lhul in il pronouncements, points of conluct
st be Jound with zeneral pedagosicol and methodoloeical
insights, The [ollowing disciplines serve as points of contact for
Special Didactles:

ii) Pedagogics: Any contradictions benween
poedagneical aims and didactic conceptions can lead
Loy insurmenintable misundersiandings when the
cunceplions are anplied in practice. Specil
Didactics muast always lake cognizance of the
pedagoeical views concerning the adult’™s help oo
child in a particular situatios,

i) General DHMdactics: Spccizl didactics also s able
o make pronouncements in the lght of notions
and principles resealod in goneral didactic theory,
some of which are the follwwing:

(b Fandarnertal didictic principles: These are Lhe
basis ol struciures thal direct the learning,
person’s intentionality and actividdes bal at the
same time sugges; the choice of method the
teacher should make, It is clear that the
application of such fundamental principles
does not automatically suarantee absolute
BULCCOES.

fh) he part phived by e feacter in Uhe didactic
silunation must nol be underestimated.
Through preparation and planning on his part
as catvlist and initiacor ol the didactic
situation h bestows on it an individual “sovle”
without sacrificing too much mobility and
adaprability,

14
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fer) DNifforemt ways of systemativing and srranging
Lhe subject matier o be learned are among Hhe
mickst essential tasks of Special Didactics. Here
soecial alliention must be paid 0o newer
insights concerning educative forming as well
as to factors such as the way the learner
crounters and cxporicnces e sulbject
matter, This will shed light on such principios
of arrangement as the sclection of
representalive exemplars, Fnear ordering, a
comcenlric aprroach, ales I Specidl Didaciics
daltention also has w be paid e the educalive
vitlue ol any particular carriculum content,

fd) Poings of conact also must be found with
CONTRMPOrary vicws on obscrvatlon
[perceiving] and “Anschauung™ In his contact
and encounter with reality the learncr often
creates a diffuse world for himactt. It is the
Lask of Apecial [Hdactics Gy inguire inlo (he
possibilities of bringing reality “closer” 1o Lhe
lewrner 5o Lhe world will become clearer and
less dilluse, Inits turo, Whis will lead o more
refined concept formation an his part which
not only has a bearing on his cognitive but also
on his aftective life, The use of correct
teaching aids can bea vital factor in
introducing realivy as it is prosentoed to the
learmer.

riii) Methodology: Finally, Special Didaciics also must
Lake into account zeneral principles of
methodoloey with a view to applving them to the
methodis) of teaching specitic suljects. This will
enhance the cffectivencss of the methods used,
Hewwever, prior to specific methods being decided
upen, the aims envisioned muast be clearly
Mormulaed.

4, General:

Special didactics, in Dormulating principles for the preparacion of &
specific didactic situation, will have to link up with a number of
other disciplines that all have the study of persons as a common
denominatar in thelr varving ficlds of inguicry, Philasophy,

15
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Payvirhology, Sociology and Phyvsiolosy areoa few that spring fo mind
Merse, Ome admonishmenl seems, ovever, Lo Be relevant in Lhis
respect, namely, thal great care must be Laken Lo prevenl whal are
eysenUally didactic matters om losing this didactic characier and
be reduced purely o concepts and subjects [or experimentation in
these disciplines.

In canclusion it scems as if the task of Special Didactics is rather
e important than has geaerally been realized up to nose, 11 is
Freconming clearer that successhul preparation by any teacher and his
planmirege of Lhe practical teaching and learning sitnaion canmol be
merely castil allair bul that he musl consistently bear in mind
pedagosical, generad didaciical and metbodological theories and
considerations,
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merics doveloped v othe Intermational Academy of Bducarion
ancl s clistrilaoeed T Chee Toterrationa Rorea o ez ion andd
the Acadeny. As parr of @8 aizsion, the Acacemy nrovides
Pimaely synthescs ot rescarch on erdocaticsnal wepios of
internatior il anoortance. s Tl e s the wennbe vothe series
an cducational practces thar unprove learming., Tt apens 4 news
o, Dioesvioeer, sine I Tocoses o Delaviour i thin
aczelennie lexming.

Tac audvor of this booger, Menione Bockacss, bogan her
careor as a eschor bl decicded e ke ap che slocdy of pevetne-

ezt unlerstand Detler wlal wens on i the nunds af ber
stoadients. she is o ol jprafosscs o Leiden Uinowersity o the
Btthwerlanls ol baas packalises ovetsr 120 prapwers sl Lol el =
ters oo motrvaton ancd aelf-regulat on, She set i collalonarive
necvaion peogranunes w il e school-marapement godd
el e ol Tavsee voracoread s ol Togenhier it Teaching
anc Schoal Mavagamant Consultants TTEMY she coaches the
change processcs that ame oorrerthy aking place inovocaticnal

A

eiualion Prolessor Tockoorts boes served as presizlent el the
Euarzpean Associarkoa oo Besearch in Lesming and lnsmietion,

T e Ticers o the Intermations: 1 Academy rd Foloesiom ane
awarre that this booklsr is basecd o research carriscd oar
prinrily in coonomicaly cobvanoed counres, The haoklet,
Trosversver, Townses onn sspocts G earmir s aos] Tt sevion that i
iy e varnd i mesl wullares e ovaving demees, The
priiples prosenmed hove s likely wo e goncrally aoplicablc
anel vseful e el the weerld Peer so e preneiples <headed
e zszessecl with velerence o local conditions, and adapted
accedingly, Tnoany cducaticmal sening, maticon o0 culiare,
algestivns or waclelines Tor praciice weouine sensitive ol
seasible cpodcation. cnd continuing evaluation.
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Introduction

moles Tl fory vesrs, researctors ave soedice stncden, v
walior arnd bave learned a0 greal des ] aboul
= W o stdenes o Teaen and the uantioy and o Tity
o the el they invest:
= Wb cliees soucleris makes
o Whar malees them porsist in the face of hacdship.
@ Tlonw sluden masivation s allecied b teacker tracticess and
[ror hohaeionr;
*  Tlowe motivation develops,
= b thier school crviromreent alTects
Mt of the motivation roscareh focuscd oo weellad fusoed
shidlenits whies e soeeessinl in sclieol, Hiswover stecessil
stadents chiffer frowm thetr lesz-sucessstal peers o many ways
Frar capnaple, ey ofon ko cloar idess of s thoy weann e
vl vod e Lo i Iietve e Tilen floreueer, ey pereeive Ay
learming soitings as suppeetive of heir awn wishes, zoals aoc
ks, ancd reset positvely o the weachers mocvacional practi-
(M
This hoeskler = e syathesis of principles of metivaiion (bl
Pravees ernege] o resesmely dneieo U el lsct ol medatiome ] poae-
ices an schoal leening . I addaesses mons g iianal aspects,
sUChn s achicvermenl aeivatioon frinsic molivaiion g goal
radencaro, a3 well as the ellecn of eocher pracrices far peamors
e vl oclicsE, muclivaticn scatceics s willpoaser 10 -
s o1 Tesarmings smoadls e thee efect of motivatioon on e ekl
Gl these pras, whilst recognieng the necd for leacher pract
cos thot rarger socio ennotione] aoals as well
Much of the research supporting e principles specilied in
s Fevoalelor stems Fronn stocdios that ivestizared The assoctationg
Pastaverionn ot watlion Lseen ax oosloelent claraciersie) anc
learning ourcomes, Cther priniples have cheir orging in the
theory of =clf Cun children snd adolescents hemsches
clvelo thrvgl the wears, Sl coher pinciples ars Taged on
rescare i that sheescd hose the voscetanites that teachers aoc
sohonds promicks Foe Tearmi g an personal Goelopmens Cinsine-
Mol procedares, leachar Behavioor and classooom clonae)
are congraent oo i contlier with the soudents” needs and goals,
Aricerity weas gven b e prineiples Qe wsehors can apsply
yther elossmacns, [0 s the aim 2l this saee? intraclaction.
W motivation o omake waclwers swine that '_'."I'"'.I."lﬂ.‘ili.'l':i.
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prvchologeal needs chonge contumwasly, They change not s
as g cunctien of their developing knowlodse and cxportisc in
A prartivolar sulge =naer dkavidn, Tindalss i reladfon g their
encrginng ooy of scll in celadon e taat domain,

I this beeaiehet, the veador will aer o koo taso youngsmers,
vl Slefane aned Savche, whize are Bolh T yvears ol aned s
arending schaol in different pacs of the wocld, seefane is the
g ol dcur imechanie: Hee greaes ey sehool inog momal ares 9 che
aondbr ol Furogse, Sangdva es he Gdoogleer o 2 roac workeer she
acends schol ing bie city in Soutt Americn. Tt is my itenticn
led alesserilie the Creogl s, Tesliggs ancd aclicmes ol frese paeo chifl-
cloere i vaeder B parore e ai tostiation el e vazious consinas
descrilred in the rescarch scoricns | hope that weachors weill
|'n::r-::-.*’*.-'n:- ||'|-:

orstulervs devedopr g valiees incerests anad woals
as sieaiar oo owhat they acmally olserve b thel own classcons,
T eipht prirciples acdel essod im0k s ookl are means o
[aes vmwcherstone ] s pmecess 110 a0 gig-sie puees e bl 1 Logelber
prosicle o coherent comprzhensive picone of hos o provide
g povwerful crveircnooent for moliva fomn sl gics o dovelo,
T s weann b Hired oo miene aino imde sighl prineiples, or
alzouT a spocific principle, you car consult the leraruee ciz oeti-
vation. Beferenoos oo prosidhed inoecation e esch principale,
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1. Motivational beliets

Motivational beliels act as favourable

s for learning.

Rescarch findings

1otk elassrom e comtenl covered aned the social contes
viry comtirnessly Heree obdleinet are frsepuently ineolvee] i
vnlaruailias lessrrirge sivariomes. This oy create: amlbsigaity une
vinecrtdingy for sonma stuceniis s challise: S ciber s oo
Stcderrs ey jor mhee scmese sl nose? lemings sivogions e reler-
rinng e Ul e ivation sl Sasliels otivatismal Delicts refoer 1o
her cpimdomes, Sclaeness angd waloes e siugleniz Tl 2Te
vl e, evenils o soalses-rnalier cdhanains, Bescarchers have
s riteee the Teelicls that stucdenrs ke leesstam msaning to
lesrmingg site ora, A specilic el ol motivational helisls periins
toy (b sl sbacdens aiach o g derosin, For esarpla, Sefano
cellen s T oammest secw bzl Toan possindy learn Troan reacmnyg
proselrws while Sanndrs slaies: Readivg poenes s e micest ach-
wily e cho s schionl”

Motvationa, Beliels also celer b the stodent’s apdrion of
e el Toieney o ellectiveness of learning 2ol leashing methols
rarslanoe: Wy choowee alwave have toowork inogronpE* T ooar
[earn Petie when Taork alome L Belisls alwoaniniema control
can e cistngrishech inee selt-arficacy ehizlfz and caceomes
Expectations. Seltetficacy Felefa are opinicns thar saudenrs nald
ahcar et e ahilimy in relarion o a speciic doemain 15etano:
T lsclicve tat T oam goed an solving this cepes ol mathematios
prebseny Saredia T am ot aas o stk ot T oo s 1o
aralviec o rcackng s’ Ourcome capectations ae belicls about
e success ar [ailoee of specilic actons Gaeelano: T have beer
wanckiing ar this gramumer raslke for 2 long e and T sdll conne
ger it agat 1 om cermin I will not be able to come vp with an
acceptable solaon,

Reseaseh has wdicazed that morivariznal beliofs reaolt from
direet leaming exporicnoes Doog, Sandre Most mata peohlems
are tee ditkicnle foe e s gt them vis e chie fiest time. Howsoevers
wlicn sonm hody gives me a0 hint Doan solve o e of problons,
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abzervation learm ng teg, Seefance The math reacher gers
anneoyes whon soders oo ool offor lelp o cch oo, verks)
dldleriemi ey ieschers, urenis or peers (egn Sanckae My Lither
thinks it is nonscnse we learn pocty e scheal: he savs mathe
mtics s tar e e portnt ) ond socal compparisons Qoo
Atelarc: Why oo Taswaoys ol seolded, swlnle thes teachor never
save avrhing oo otlsr smoclentsel,

Wertivationna] boliels sor as g freme cf reforenee i goiles
atglenes thrdomg, Feel s amd actons mea salyect area, on
camale, motivazional kelicfs about mathemaics deerming
wehiic s v stedents vk e anoropriae e o spectic
Ltahs TU b nuesteweontly it w sludents Belicls alwon 2 doniain
ety e doazing oty faveurable (optimistc or unfavonsakle
Cpesssimniscic ), this preovicdioes o pesilive o nogmiive ool Der
lesming, Cnee Qovmed, Savousalle aod ualfavourable mativa-
ticeral Bl eofs s voery resistann fee change

Mothvating vour studcots

Acteachers, you should bave s good e ol e movaonzl
beliefs tuar vour students eng ot the classecant It is mper
il Thest vou o svweare: bzl voure sidents may alrosdy hove
[ommed] Tvouralle or uelavoursble belels Looul o wopis beloe
thony o e closs soomclodpe gl vonr oot moativ
lizamisal broice s et allose ot plen Jearsaings gotivices U ke
coon wse ot their Seonrakle menvanonal Beliess ancd prompr
ey v reconsider unGrvourable boelicts, siodomes ars ey
dvcoessiul in beding their thonglns and Teelings, Tewding o
misconecprions about their valoes, scllcllicacy belicls and
ST Y PCCTITion s,

Tl sl el preimeagales soloressgscl it saoueklet il bropae-
fully peoside nuose s nbo smdents” motioasicnal beliefs
anel inten thee ey Uese heliots s Teohtheir imvehoerrent conrneil-
et il erpragernent T e chssrnean. Erceslecdoe of hess
principles will, T aope, act a8 guidelines for helping stodeats
etz balishe Gevowralade ruivar oral Telicls and oomrask onlvoo-
rabie Lelicls.

Eeterences: 2inich, ZO0L, Slanner, 1093, Stipel, 1055
wormoor, Bockaorls & Socaors, 2000
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2.  Unfavourable motivational
beliefs impede learning

Students are not motivated to learmn in the

[ace ol

Roesearch findings

Fewr of tailuse does nor automaceally loead oo passivity o
el Whiat mallers are the olivational belicls et luave
Leen atrached nooa subject matter avea. For examyele, Srefarc
Fras dominantly Trvemrabte badicls sl nethemaios andc
urlfavaralzle hehels e velatean o lrngoage I=ammg, Deman-
speocifizioy of mativatiaral belic: mplics that 2 soodeat may be
Filore=srienes L in sonre dongims @il oo o o ers, sielino e
e perceives ooelabionship etweaen whon e can do fhis
acrians? and the cuwomes of his acticos (success ar Bailured in
the lamgne g clmmsin, e s areerkain, sting e b is unadile
t preifonm e wshs well Stodents give dilfe:en reasons oz
thir stccess or Feilue T various school subjoors and thoese
resrsons e consislent with thedr sel-comospsl of abeling in G
donain. The main reasons Swefano gives far his poonr peror
rgEneee T langaees is bis kaok ol ability, Cober reguer ity s
excEes lor peoor perlBmmanie are ek el e ot Caarlre 1l
ey i histocy today secanse Tdid oo poc i a lar of offcrt),
b Tk C51efaro: D weas nndoeky Dl | wees callod apen Fies

o comEcler el guess
sabacd the math problem cocrects, bur 1 i Aot koo chat s
Fraes e werites edoseet Lhae sl ntion st s wecll 7 amel sk clarae-
reristics (andr. The math problem was juat oo ditfiout o,
v wl vicw por poerformance gs e resullof ess ability
exnect (ilore e oocar again and again, These anadems eapoe-

wmn') inadecuate shategy wae {Selone: T

Pienes rewative e anc feelings to Sancdia: T am the
cely cne writk seven mistgkes, Ve teacher weill not Jliks me
Precacse T o w ddorly i) Megaiive thowghins than ane
repeatedly associauec with a sk or activiey becorme attachec
tey siteilar lesrringg silus fons A suet s whole dovmain sy b
colegorieed an ctoo dillwenlt or Cthreatening’. Onoe these
untavourahle motivational belofs have become part of a

iy
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anudent's theory of self, they wall e activacsd agam ancd again,
croainge doobn ang anyicty. Cnfavourabzle elicts inpeoc Qe
Tesrrrinng sorvecesss Doz oot Doy ddiveel Toe Teinmmoems allemidon sy
Trean the Jeaming activity fsell, Tecusing i insteacl on theie low
alzility Fvon thoush childvens undoestanding of covsality chan
we il gz, e Bl alwnns he s ol et sioessas

and Eailures ina particnlar damain ave very nesismat 10 Canme .

Motivating vour siudents

arclenes who state that they anill never be able e complenes the
Leveh sucoesslully sigral o voo that they no longer prrceive a
link betereen cheir gotioas and o positive ooteomes, You can
Frielpa Ll e ten moe-cstdalishe thie Tinks bay cresaningg learnings siocaions
whiere tey con experience success. Tlowewve:, it s not sulli-
cioar e they ges the corveet solucdon, They also neoo o
elerstanel whie e solurion plan was comesct anel welhan ey
can do facticnss r impeere their skill farther, Your stadenns
artention s to e deavan ceolicitly w thae link boerarccea cheir
avticr s ared the cuteonre ol their acoons ly asliogg ouaestions
such as: Whar did wou do o ger thar solution? Hose da vou
kenoes thal che sirmicey vou asedd is offeciived Woald this
atrategy work Tor the Tallowing prohlen as well Whe ar why
st

Fargdoccically, stucens wls Depee costgbilisinl anlaveorable
morbsariomal heliers e not inreresrec] in Sweh prosess-onie e
fovdbeck They only wanl v snow wlicthor el answer is
correw ], sor whisthier they are cn the righn cracke "Iy s T aler,
wlier vour stadents reguest aatcome wcearcd feodback. Tacus
o wlrar they biee alvendy mastered o g Sofanas, you got threc
canrrenl Tl ve b o than vesiberdhan 70 vether thare e Hhesr shorl-
comings Better st aoinn out the strenechs of theic solucion
plin muech procese-aricomeedd feceback gives ther s Teelinge of
prvemess, wlneh s necessary o Tofd aps d posiave wlennty as
A sucrcsstal learner, Sradually stimate them o reeleor g thois
atclano e verbaluae why the corrected senlence conveys s
mizssags betes,

References: Covingon, 199020 Stpels, LSS, Turner & Mever,
TomiE: wormeer o ol MEE Byan, Gheen &
Miclple, T
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3. Favourable motivational
beliefs facilitate learning

Studoents who value the learnine activity arg

Roesearch findings

Suderc are mcore Teresned N Coing Acrivines for which tev
think thoy have the neocsEsay compoienos, e Caal they vaiuc
Corgn mtetnros o1 Tk mach because i s casy, and D oneed i
Prscre w0 space engioeer’, or Sanchec T don e ke ceade, b T
ey iy hest becavae my dad ells me that @0 is important b
Stucents weho waloe nese skills hove catnblished Freourlle mt
vabiooru] Faelie s Ul chanees sre gonac] th thesy are inleresied
e iunniies o psciice these shills, Tis inponant i distin-
ailizh ush commitmeant freen ez Sominlianae wich the reacher
sl poals ) BMany sioccals complele uesis ha ey oo nol valuc
all bz el siraply Teciose ey epeen some sork ol s o
Peag. Piwde meles, o poess, o socal appresal L Stockenrs el
nrdatake leaning tasgs puicly for o sakes of gewing a roweanc
Erovn others, or i cvder to aveid some penalny, are coerrinsicnlly
rnbiva ed tesg Stel=no T b wanmer exorcises, b mey
mzher repares oy fvcorite meal woien T lasee to study fora
st AL activity is penerally comsidened o b inteiasically noot
vl S esternal wesvar]l s med nesessny Tor stocenis o iniliae:
ancs et Tl actnary, Favrrable rociearona] helisls are
attached wthe aemiviny isal”. Snclentss who are Atiinsically meor
vilcol will mepon chan ey e me hares v avess eom and Cat
dlavivg (e sctivity s erailving (e Sameing swlien Dar weriting
proselry o stories (e U schoc] bolledn, Tlose ack ol free)
When difficultics arise, these studones will porsist wita e oot
wiby moennss they cxporicnoes o foeling of sol 7 derenmingian,

Mirivating yonr swadenis

Unfartomarely, not all stodenes are ntrics cally motivores anad
wirl gl Travee Len csnier bes Chese siuedemis whio are Tess micstiva-
vl Lo lemen TEas irepeatant o realiee thet classyoomn climete mnd
(e 200 VoAl interast wich vour stagdents facilitates o impedes
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ther moovaran, Try o make rask: el activiti=s meaninghl
for vour studls by neferring v chs sinsie vaoue of o sl
avel e peemiial aplicaieoes i aher salgeat areas ancl
autside schavl, Thow can vou heln vour stodeans e desclop
fovrable moiational belicts Tanslate de curricuhom in weomns
al the saills el veor stogdents Do seleval and mieresiing,
Find oot welar their current eereses and onice career aoals a0
Coogre mamelra weamis bo oo g0 mnrses ol = sl ne wants
T e o space engnesry Shome 3 edeo, 8 newaTapeer cuimg,
ar wll ¢ ostory, highlishting che imporance and foneconal
rizlewar o al meve cornern and skills, Ask students s e
ey eivaied e explain why ey viloe dese new skalls,
Alternatively, ask vour socdonms to ntorview cheir paccoes, other
tesaeliers i s’ e aliior siadomis o find oo s en chey ose
the new content ar skills, These actvites will catch wvour
stderts” artenticn and curiesite,  his 75 oolcady half of the
ol vt story. The sthier Fall s olebmg theeir et 7005
impcrant that stadencs perceive an aptimal matesn heteeon
poeriiiven domancs g cheir corren capacie, sl cheon
aclap exervises wioonding e el el vipsncibe, Ton
caamyple, Stofano gors bovsd whea math proolams aoc s casy,
P3ea el fevrcas D bew covvess the conmtem oof the Tessaorn 20 e sarme
prave, omoAn the same woe, s e slowes learners, Adso,
oo race stoders =i find a mads peoklom oo denanding,
ley reciosizm il dn soehea war thel 00 breeaanes less Threatening
fen. Sandra: Can Tode this math probiam mgether weich
Cladin: ), Al ing stucdons wosdop o leaming acivily e el
o1l pemed hloica] e sfves thern o Teel g el ooy and
sctl detcrminativca, Taeoving them s sigho will bz invenpreied
#s externg | oeessang o conply,

Reforenees: Broning % Hoen, 2000 Cuchrie 2 Soloaman.
TR0 Hwean G Dees, 2000 Stinek, T985: Trmer
M Wever, L0, Wilodliomeski & Toyres, [
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4. Students’ beliefs about
goal orientation

Students who are mastery-orie learn

mare than studenis 0 A -aricniocd.

Roesearch findings

Arvimpontant eonvancnzal kehe” thar bas not been discnssed
w0 far [& goal ariencation. The sy smdenz’ aricnt themseves
o lzaning tasks within o domain is a sorong indicetor of thei
eengasemenl dncd performanee, Soelents who e becase
thoy swesmil e swster o nessy sl e eeee elTecdve Teamming
stratepmies than stderts wha are ego otented. The laller
srudents enange i lesrning tasks weith the intencon o
dlerranar e suesess Cioproach cpe-arienaticon o 1o hide:
Fzrilime Cvvoichames cgn-oricriatiom . The modivatiom parseess ol
mrsrery-vreried sunlenrs dilTers free thar ol ege-cnenied
srudents o nuany wavs, For example. Mefana shoess maseer-
cricntation inorelzion o the math Comein and Cceoeorieaton
T T L i donnain, e soarks o Jads it Do
wink betore dinner Becanse b weames o F oo wehethier e
van solve the proller e, Tle s pregrarscl o ves D ellorn becaes
[e valaes mathemarics and enjoyvs inpreving s math alills
When Stefane meetz obatacles wiile doing math, he asgs
Mimsclfs Hesa car make icoworlss He s onor ashanse:d chat

el Treser aboann Tes ristahes, O e conlrary, e alaaes
wirlunleers o shee bes solutiom palan, Becaass he appreciates
e fesdoack he pets. Inocontrast, scefanc Coss nos weant ockhers
g find ot et be made mony spelling anc ersmomatcal
IR R T) I A

Harubvd o s vaues wachereios Tl Do Jiflersml tegson s,
She o ego-orented moomah class, She wanis o demonsirale
sLoceas o chiange other poeple’s apiuicn about hor mady alilive

shie ca firl the correel solution, she gives opachon e spoels
rista e, bt sine belicess that Gese is amly ene correel
seduticn, Thase beliels lusl her lear thal ochers well use her
mistales as proct of her math alinge,
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Two research fincinga shouldd be reported hess, Fistly,
stdonts display o cdominont goal oricnu Gon Coson ar meslery)
Ty et vinnie thiety are s amacle ansl svivings Toa spo-ories-
tarion goass bocomes more dominant as childeen procecd
through primary sehool, They boeeme progroessively mooe
camwertied wilb thetr sellsworh, espress oo comoern o e
amatwas and avaid doing taikps thar the sroup rejects fear of
alicmztivnnd By the P Teograele svaicamoe como monls (oo,
oAt o bicle iraaloesd e aleasly assmed a promimenst
position, A sccond fnding saows tian toachers sor Up
ciardrny by coanraHilive or oo=ipersiive it seiings e ol
Tewchmrs wine highlight evaluction procedures, give pabli
focdlack, Sroquently make social comparizons and refor w
incd ezl ahilities create o compreitive anmesphene s oei
epo-orented eughe: and feelngs.

Molivaling your siodenis

Tlies e oo hich voe socciga D ing cresier g o imaslery-risn-
el larming sertng i ar indicaton of o orefess omal cope-
[ oL Caln vy denven cpo=oricnadon by cxpluiniag i voor
dlacleris chal woo are nel interesterl i sesivg cng oot
soutconne, oz that e locus mstead en duciz allenps o cone
up with o seluticn scrateey, Socones well anly belicee dis vving
i nere nnnarbens Lha ther prrodue shalemnent e hen yonn an
accogcing towhat oo preach. In ather weads, poovide feed-
Treke weith respoct tethee solotion plang encoomgse sielenis o
eovcharge indvwrniton st the strategies they sed aned allons
theem tor learn foonn ches mistalees. This i o difficuls job since
eyr-crentes ] shoclents we annaeeed whieen e fieves tooreect
ot Ll rarnistaboes, Bryowsing supeportive ccnnnents et Dighlisb
theiy bvolveneat, pregeess and cftor vou =il coovinee than
theat ame widue heie sierpats o sobves probiones, paricolarly
wher they reflect about what did o wearle oot aine why.
hlastesme-cTenzion wll chewvelopowhen thess siochenes ke peide
ity P limgr pserts el o solabon Do csnebings errers innparpmess

Relferences: Mol 1900 Micnivivhs, 15988 Pinrich, 2600,
Turner & Mever, 17956 Vermeer et al,, 2000,
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[y |

. Different beliefs about
effort affect learning
intentions

Students expect value for effort.

Research findings

Stadents decide b moch effoet they will alocate o g lear-
mimgr sk o the Dersis of Do s selfoonoest of a0l ared their
eHlort belie s Yo chilseny are siiondones sver-estinaons or
nnder estunatess of thenr aonor pertormance. They may iz them
solves somone Che Dest ol Uheds class e ol i poerlonrs
ranee isoaleolurey belose e b, Yonog children Dicve o
vachcr maive tacory of eifoot They belicve chat if chey s
somathing bally cnongh and dodweie hoest oo aecomplisheoin,
Hre sl e walwed Loz thedr el T ciher saords, they think
they b contral aver the learning sitaation and keep their
Frigghp esepretsiit s ol sineeess cven aller repaeatoesd Fdloee Thdr
conrapiualization of efear as the most impertant explanarion
cf theiv sucocsscs and failures = o Sirome mocvalor e keop
parasticing.

Ilirweever, as shudenils ge olden e nessiges ey teoeive
[roan parenes ane wochoes claage gradually, Move cnaphasis s
e een i ahailivy @ major souree of seccess ol ailone G
cry their ellent. Cluldren leam w b inle account their acteal
coopericnees and evaloanve foedbacl fron othars They also
v i sockl corpariscmes il ihedr pecras This inplivs Ul

rae sl realistic, Simolanconsse ey link uese belicts wo g
etz thenry of efTown By e cpe ol D0 chililren seer e
[ave lost conlicence in ellone as the averall sowce of sucoess,
Aescaunch ovidencs Ts clears doman-spoecitic sel=efficacy belicts
nlToesee e llors rvesimenn, el el Pe other weay reuned
stuclents [lee Scefano, wlio believe dat thev aze good o aathe
rrnties, are weill mer 1oy irvesn effoe o acepiee menh <kills, b
they e nel necessarily invest mcre abservables ellors Their
sk copgecment s fundanenelly differenn from e of stoccn
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wihe eleve thay ack eToeroe. More specihoally, tess anulenes
U gorouale copaiive stralcgics Lt lead o moocd resulls,
abodenins Hhke Saradve, b befie e Dl heiv o skills e deli-
clent, may alza ovost oot i mathemacies. TToweever they do
a lor o things that sne nctfoct e, such as sitticg cnd sighing
in lrem ol Leedr Dok, coprving a0 ks o eaereises, remeading
several magss. This vpe of effarr cleames ansiety and fraswation
anmel lewads o praos perhomznee. Besearch hoas showa i
teachers can coach alacenis o develap e ellorn Belials,
Interestingly. teachwers whoe coach offor ane rewsrded by cohan
cenl iniringic maivation,

Motivating your stindcnts

Teacher aoscrvanioas conflom char stodencs doesvvelo a chreshold
T eleclarive wehetber gr ool ey Taeee ol v sulTicicn) cilon
ey et the leerrng gosn . Thiey dae speecs Do st - wles Por
crmnole, Sandia may sav: T hove workec foo more than an
Frosr mewe. Thiz moess e sofficien foe ooy vl homeweerle, or

T have woraec lavder [er mathemstics ten Dor Disters. Steloe
oy juseify thos: 1 doat have woowogls baed for noaeh, Ljust de
thier eeermesises el 10 sy seorks oun wacll, or ] Tiove weorkesd
et than gy of ry friends toowrite 2 good exe—this must
[ sufficieny

Il gremeral, suslens Treory o ST is anlerdevelopesd
They e sssicrunents we luilel vor comgin &mecilic elfoon helicls
g 1o b enconrgged tooapcdate these belicks as cneic skl dove-
leapas, Wb yonn cocorsre ancd valoe ellor, vone slolenis will
begin wo view themselves az responzible for thelr cwn earning,
10 esen g’ oo, Tl yens prossicde vonr shudels wih
adeguate Teedback, A ool was L slart i3 by prosicling assign-
micnes chat requine srodonts e vcdics the offorr necded o de
A sk AL Finisfring b sk, =oder s conled Do askes ] e vl
an the invested etforr. W23 i1 sutticient o supserthiona, andd wh?
Once stadents gt into the habic of seflecring cntheir offot,
thesy are beter ecuippees D i sel =repnlas Cieir sesen learning,
Roforenees: Bockaorts, 1997, Covinglon, 15452 Pinirich,

2ol W lolkemws sl & Favres, T Rpar &
Lheci, 2000
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6. Goal setting and appraisal

Students need encouragemaent and 1

on how to develop motivational strategies.

Rescarch findings

studenes who cefine teacacr-ser goals o worms of ther owno
M T |;:'l|' .I(!i!rl'liTIH e A Coemilme e w {I(!:'Cil"i.":]. l:"r'(.l.-"-i|il|i.".
Taew goal setling process dilers lundamentally Tean e of
stacdenms s merely comply with the roochors expoctations,
Avcenil Pnelinaes mcdicides Gzl learirg wels thal ane aureeed apson
jirdy I the smdents and e zeacher have a hatrer Chance of
bring gocomplisied, Soch an agrcement neflects the imendon
vl Tanhy pranniss 1o iveest eflor

Seirgr s learning soal nefors e he selectiom of o omeiva-
ricn anaregy thar Hs the acncal l=arming sioarion. Thes saafsgsy
consiE of sotive aocomts oo che part of the learnes e acivace
Caveinralale s ivationa D Delicls, ooy ateniion o relevenl coes
0L e esvisanne i, arnd e e coes hal ame disac
ing frecy learning, Smedones wha take the tine oo appeeise leer-
rings s kit ey ol thoir owen gos’s disoover doesies bl
ard wnwesirable end sates, Por sxample, Stefanc hatecl all exer
cizes inowhich hoe had s wse s dictionary, Howover, recosni-
Bean ol et ble ouloomzes ol @ laneuage acdvily wis o laring
Pt in fis atimce. His teacher recommme noded that he send a
Teatler b s Seaallish oy v waamils b Breoone i spac: cugingser
Srefanas Irvoaralle appwaisal of the pen-pal coneesn andd the
anticipancd clesirabie ovrccimes Cecrine an answeecr tuewed him
Frovme & passives Tamgnzme Tearner il an active omes e Teared
Iy prevy Sl o prostive caliomes and igrore ancessed e
states Copelling misralos), and he discovered the powor of
werl i s toeel Tor compnerealiom,

Stecenes wwho begin the leaneng orooess by acovating
Fevsuralsle hehels, portioularly svastery-oricoiz o and zell-
etficacy elels, need less enoouragenent fiom otherss o get
whrrend, Worcrveer, Bovonrabile motivational bolicds dmsy shocden s
allentiont Lo cues e emverornziert That el Tozther interssl
anc coafidence in thelr ern capacioe o do the task.
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Motivating yvour smdents

WAhm L contesl ol Ll lassrsaonn, Ui leaesers" nnain ol 1=
to et throvpl the svllabnz, Most reachers still owerrate cheir
atioms” capacity e thedr aoaen lsirningg goalss Haredlyv any
trre o = Tern 1s desvarscl ro ohtu g the shadents” ommnns
abhavt the relevance ard wvalue of the learing  taks.
Camscouerly, s lers cennetivie heneseves or c-ol-olass
avtrvitizs Dt net have o clue aleal bowe ey can motivals
themsclaes for tacie schoclsok, Yo, in the goal-sciting phase,
abidoris lay the cnmcdation Ter Tarber carmings amcl lor e de
loprent of inreresr What can e Cone 1 encoummge vou
st ts to clevelop meotivation seearegics? T e sool-seiing

prviess dann e fachiares] Py asloivge stuglemis o stege gl ek,
Alwerr Wity A pacticulas g ek s inocctant relevant, fun,
Doarfrer, Chullenging, dliflioall or cese, Why g ey conCoee
Comaloanl ol b theiv ovwr slailla oo cesi, s el ig-
gevs thelr doula o cenficencoey Whea stoclears hove commpls-
tec s el thay wam veflecr o their eriginalaporaisa] of the sk
agazr. Ask therm o formualoe o thedr cwnowords welether their
appeaisal of the wsk has charpod aad wohe, By aszling voor
sanademis weorelect om thasir indvis D connpeternee and relevanoee
pclgements in relzoicon oo dittetent leaming msks ard abour thei
AL oo capoertalioms, vl croalg 9 Ervourable classroo
el e o el seing, vooar shadenns will Teel Tres o make
theic o aisals coplicit and cpen o diacussion, ©aise gquestions
gt thatr owen god othor stodents” motivation Soe leeraing,
ancl learn T e b cetbers T you shoee s tienest me b ressons
il o smdenss consicler some topics s chelr favourines wails
allners Finel ek espvics bBoaringe, Db vonn aned voor socdenilg wil!
et inlmrration aloul sl 1aaes mativation siraleges wenk,

Relerences: Dockacrs, 1907 Boclonerls, 2001, Nietrivir,
100 Turmer & Mever, 19%8; Yermee:, <f al.,
A0,
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7. Striving for goals and
willpower

Students necd encourasemont and

on how to develop willpower.

Roscarch findings

Crowac, intentions that wasere stons in the goal setling stage <o
s subonma esdly ol we eoal wocomyplistonenn, Many learning
wondls e Lt strivings one e pairt o b Tearer iooades Lo

P e omnpelizhel, neecaning that eflart rieends e Deinvesiled
Effeat vefers wooan bnricoal 2o that novcases conmminment oo
a task, such = increasing aenticn, conceniriticn g el ol
il ol L soem o s lmsh or b cloings spoecilio aotivitios
fe re-reding. rebearsal, ordderlingeg, paapluasiog, ooy ing
Howpeower, oftort offen doelines when o sk gors mocs oompples
v Tess interesingg, when absiacles are encinmtenes oo when
slugderts are chsirac s by comipeimg actnanzs, A sucha paeant,
rhey noed willpamecr o susein atencion 2o etfor.

Fares aned echers alike: view [Ji."l'ﬁl‘ail(.'ll.l'.':.' i j.[[][.'l"Jl'l'J[H
axpecl ol willpmeeer, Vel resen D Tiis shosen bl peersislenoe
ol necessarily aovirtee, Somne aluclents oy e s sralsgy
again and again in order ro compplows o task dhigh persisecres:
et T aathers discianed o simesy e the e =ign of Bilors Do
prevarslerne . Bosulls Tooan recent sbdies sogeest hal Bsoc irpaor-
it leauning swatenes should be tmplemented, The fest stia-
ey sles 5w th Chee stoelenes™ capa ity toe mivate ¢ saliion plan
il et et hessitatizm, This seomd strlegy dlesils wilh
rhe snwlents’ capacity o jucloe whethar s fadthg e crmine
with o solution pan Dpersisenee), ar whethor it s octer = give
g because Toow il lead rosvhors Glisengagomenc,

Felvre svitiating o learming activity, stedents shoald cren
themselves 1o the lemring sl in tenns of s popose anc, possi
bl zalution plans, Effective decisions to persizt o the goal
sy Avnme wee besced o s knesles e Siclemis wehio heeee
a o comeepiion ol the Tenming meal aod also have 2eoess o
arepermire of soraEgies w penaiate an adequzane solusicn plar
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wse thair effort consmwtvely. They can des whch srrasgies
e psctul el also momivor wlicler dhe seleowed srologics sne
elleuve o reseh e soall 15 ey neaieoe thiae o chosern siregy
is twol cllective. they can scloot @ new ane and west whether o
iz e ctfective o0 clze disengage from the sl beconse they
il it ellorl wonee banger Troothal teo ol ereng s U o
rescnrces), Sncclents wha have o misconceprion of the goal or
Facke selerpoate siratesgies ney also puersist, o chesie e Torn s
Tamgehy arel reciecd Pon eample, sancde oliesn mes severn] =ola-
tien oG Blindly wehen she is deing her mach haomoworls in
thee Tropaes thiza e wedll wond,

Motivating your stindcnts

Howss ¢ v belp yonr studenes e deve op weillppomse ™ Firso of
all, wonn shweulel o) T andsl el by eelvserved clory, wehwer cTor,
irrvestnen s gl o Tome d o sl neecl o o wehy thi s
thie casc, Inowdher oo b able v nccprer stadeat Initisrioe, posis
terree gl dlisengsiemen meaningtal v, von need o have o
gawd dclen ol The way vour studenls pescene the learnng goal
and alao of hewr much effort they need toinvest ro ceach it
sonlers shenlel e given plonie ol oppoeriomilos oo prnelioe
arrving bor omals, Yo can coach his provess By remincding them
[z merl o serics of subegeocls g o connpose o clwckdise Ll will
Tty vheemn o et assess angd renlecr onnthe opaalioe of their
crvaze et ansd conniiment during, e aoluon proccas.
Feeflesoring o the goal-sriving precess implics that soudenes
alrenld i
and sufficient uo reach varions sub gools, For ezampls, Stefanc
wieny stk Tl Do | barve: sndlicicnn e s Findsle e hisiery

aquuestioan e bl (b reseries Ll sme nocesary

Fomeseurlk belors dinner il T reread every sectiom bwics and
Mgk o et sumaarye Poscactivite reflection about effor
e e i e il ook stondenns gweare o thesir anernpss
ar ettont managenent and of the reason wohy they dicl ror exer
cise willpowscr By asling wour stadeats te coomnpare cnd coacsr
the o menenl aned pepe ol e Torn imvesied inovaricns taske, v can
Felpr therm te develop their theary of el and ar the same
firnee glloves thoem o gatn insight inle their omen weillpoweer,

References: Boelaerns, 1997, Boskaecrs, 2001 Corne &
Boanidi, T99F Micivicka, T9RR: Skimer, 19
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8. Keeping multiple goals in
harmony

Roscarch findings

Teachers, sdvcatog and parents are corvinced thao aoguiring
oo knowlcoee sned skills s the most nportan goal thet
siuclenies shwmclel sirive i schoeol cornesn The nealing = cTifle-
renn. Foungabers dlonl voneicden the lezoming goals sen Dy e
weacher as e st salicor gocls inthed life, They powsue many
ceiheer wesls s vl Foe caamoale, thoey weann o e resed fairly,
Frusilel vepr s retaena el Iricreis, leaomn e abeacs thoedr lveorine
oeies and discuss romanic pariners. These sersonzl goals play
a izl vale T metreation processes [ defining their contont,
liresetivem el incensice, Becent oviler o sogmgests Gl Ancioenls
are mcre meseale s then sobonbworls seien sehionl-
refated soals are i harmony wich their omn wishes, needs and
L‘\_‘L'_\."L'll'lﬂli".:'ll.‘:‘ Frer s, Sgale gulores o el g oscs
Frer soe o tole tnocdel Treciase she aokngeeTesges thal sarndra
wrtnils Lo Do aonurss and regaenily relates sehoobsorh e
thiz important goal Soden: whe note chat the tescher
avknomdodges their persoal gools aceep the wochoers moals
riwre esily, Thy coriras), slodenis wehie reabee thal their
persaral goals are jonoced, ar even thwarted, 12 nel apainst the
swElem ared evnsices the caesicnlon as s lion o cheis freal lifie

Teachors gl pgmenis allen ceanglain thatl siocdeuts do naol
aclogat The grats they bsle foe them, ancd thar fey oo ot ol
i their weell meant advice, Far examyple, Swofone’s father
rrivs o peevent him from deing his homesoocs wich the radio
v, beelisviong Cha wesie alTecis notivatior and aerlornznee
negatively, Surrent research does nol support s view, el
avch conflicts of innesest Jead 1o the fusteation of Swefanc's noe
Fovr zunemeseny. e, teachors Gored pareni=r oy e sl chaeir
crart geals aleng, thes Tueding the chilcl's strogale lor auconrny
Fo decsdes, schols, reachers anc sesearchers narnomed educa
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trienal oeels o leamirg sncd achievarant, whic only fnaoa-
fezel sy socil goals,

Motivatng your studcnts

Anclents b ther sean gonls o the clrssroom ad want o
megariate with vou ahour hees, sehen, anc weich wehom choy soan
ler resa T e Tegrmdnge oals, 0 ds innporsamn o el Ju wong
inpuas many goals cnoyour shadenis, melaing social gouls
Coog, tYen nave oo work ndividually, without the soppor or
Fraslpr Prome o precers’; o o ¥an bavve (o ook i sowal? geoops
ane talee responailility Lo the leaning of members of vau
vt Pocrs alse Tanpeasc jroals o othoer snadons (e g aone
et b achien b aasbos Tor wodomesrs ™ Wb shucenns relisae
that thelr o goals are discordant wich vour gocls, ey nielkoe
alfernpzts e alfan thee corricular ol At s e @oals, For
evarnyale, Savali iy ashe Can L Tand ooy horeseerl o
pores ecangss 1didl nor have coovgh rescuros materal oo maie
a ok o el 12 s mTary, Sefano may coguea: Can e his
sl alome, Decause T have @ dillerent apirion thaon the rest of
o pronpF 1 v arant chese requiests, wour snodenss will oepe
ricries sl l=deterr e o, Tl prositive copenitions arl eelings
thar zre part af D expecience will nucher the leaming preaess,
O thie comrary, 05 wou deny ese regqueses, ey will cxpo-
vietnee A conll o o goals amd mae ro ke vespemsihilicg 1on
achicving e cunizola peals, Many fonos of nesbelgy o in
Class can e intecproted incteras of aoagoal contion vou weil
cleal e Hesdhly weeithe b b iour when vonn view il s =
signal that o s iene goal is being frusmated . For exnmole, Stefanc
wiedy =y Heme ce Dwenrk clTicie ™y omoa mand prodlern 35 von
wanl e 1o hepe sladents who alwars run intg pecllerms?
Ligewise, Sandrd may ask: Why cant wee do s msk topether?
i drporiant e ez Tiec (a0 vour siagderns st o e iresiesd
with respect They exprect vl o eXplan why wou nirn dasm
their requests

References: Deelaers, 1008, Boskaerts, 1000 Mashe, J0981;
W], TR,
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Conclusion

TEas eslieey stanbesc] U el teebivgg lills voestaiton il dhe g
reacking hrires oo the kaan in smdencs of 2l aoes. [Fvou woant
Lev emesra e wour shuckonds Lo becoon e owen eachers ang
devvela independent Tearneg skillz, o neec o ko 2l
the principles thar goide mocvassd learning. The cighe princ-
e char are adidressedd i this hoosdet apply o chitdeee and
adolescents loon diflerens covnertes and cillerent cultwres, T
closorizod the pricciples inosoch o oy Cas oo gain insight oo
hes mengmen el slocenis e vroare naol roalivaded o learn
the contexn of the chassraont Towever wau still nesd e acapt
Vs principles we g Jocal comezl of vour classeoom. 1 ioou-
sl o twe prirnary sched anddemis, seefanee angd Sandea, and
referredd e their minking and focling in rclacon e che mache
maties ancd Tanguage domaing, e the principles doonor refer
toy prarticular corrvicala or specilic age groups, Bather, they reler
wo pensc aspect of motivated learning that car across school
sulvjects, il Tevels andd tepes of cooestion, They Toens on
e stuclents’ Peliels, opinions and values and how these ot
vaticena | b leefs affost leaming Knowelectae of vour stuctenis’
gl eticmal Telicfs vl help you o creste lsirnng erviron-
mers thar are weell suited o ther pavcholagical needs. The
camciny o sen e v segclens andd alscred e Debmvioar
1 che e classeoon e we T helpe woinform v o whiad they Hne
atercsting, chalenging, boring and thecateaing, and why cuey
v this opinion. W linaress o neaocibe wich yoor sndents
s grrand Uhern avtonany wall convmes e Uil yon are s
areresned in hows and why they lean, A aad wesy o &7 vours
vihseevations s Ty sefectiogg anee o mone sl in e e
whe Thunle, Tesl anct Pehave somewhat ble Srelne or Sancs,
Ohscree lese stacdeas inoche neses Jowe weecls and discovor
Fravwe et eiphin anctivanionsal priveiples o ane descrilexd o]
Faesbdel wecris v poae classroaonn,
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The Influence of Task Based Learning on EFL Classrooms
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Turkivh Repnblic of Northern Cypriey

Rio Data:

Macenin Fuso received ber MA degree in LT and i+ currently o doctosal student
warking on her 1PhL thesis. She has training and certificaes in CUFUE {(Cambridge
Cemificate for Owerseas leachers of Englisht and LOCL {London Chambers of
Commercial Industrial Examinations). Her research interescs are ancial skills, service
learning, values development and task-based learning.

Abstract

Incroasing learmcrs’ motivation and performance has always been the primary concerm of
language wwachers, The present shudy wdopls an Action Research approach. A new
approach, TBL. 1 applicd w o kudillonsl classroom sitvation with the s of Tndme
solutions o cortain problems such as poor lesmer mocivation. 55 EFL students frem owe
Fnglish classrocims and the researcher, a Turldish eacher, participaced in the study. [n this
slody, leamnors” opimiens abowl TRL yre investigaied throwgeh diflerenl data collestion
micthods: & questionnaire, diarics and semi-sorwctorce mtervicws, ‘The fdings of the
stwdy reveal thal implementing a TR approach in TP clisses oreates variely [or he
slwdents, Moreover AL eohanees ear learning, since TRE asks encoorage siudent
ivolvement and lead o significant improvements regarding their linguage performance,
The research participants suggesc that they do not like wacher-directed lessonsg wheare
(e wanmieel ind eriough oproriunities W eapress hemselves inthe tareet Tangouns:,

Keywords: TR (Task Rosed Tewrmingd, FT (Rnalishas o Doreign Taneae:, Task,
Action Research, Motivation.

Irbranduaetion

Wallis (19987 sugmests the vse ol lsks us the men Tocus e Tanguagss classmoons, olamong
that msks creawe a supportive methodological framework. (Hlen. when fieed with various
problems, limeuags wachors ane inscourch of Onding something that could create s dillcrence
in their classroom. ‘The problems are penerallv cansed by smdents” lack of motivation to che

Tussean,
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This stwdy provides inloometion aboeul vamous webmigques of TRBL in meladon o dillfinen
tasks and focnses mainly on the achantapes of wsing 2 ‘TBL approach. The purpose of this
slucy 1= veeo-[olds e o ovaluate the ellecivensss ol the mplemeniaticn of TBL wilhin
this given context and, sccond, too incrcase the teachers professionabism for offectve
teschimg and lonming, Furthermore, tha stucs noreases the rallectivite of the mescamchier s it
previcles hier a chance to evaluate her oen prefessicnalism.

Thi sty comsicdared the Tellmednms resesmeh guesticns;

I. What i5 the influcnee of TBL on EFL students” classeoom performanes?

A What e the students” opimiens about classic classmom situations inowhich only o
limircd number of wmsks arc nsed?

B Toowhat extent wre siodents ol o recogmiae e change i their classmoomes aller
TBL approach has boesn implemented'?

A What e the students” pamions abow, TRE?

Ln

To what extent are students sorisficd with pre-task lessons (TBL not being
irpleinented s and with sk lessons (TR being implemeniaed ) ?

6. How far docs the rescarcher carmving ont action rescacch m ber own elassroom s
arellective practioner improve her leaching?

These nescanch guestions served a5 o euide m presenting the findings of the smdy,

Literature review
TR has increasingly achisved populocily i recen! vears and Tias Treen recommended a5 a
wyy forward in ELT. Various influcnorial cxperts. Prabho (19877 MNounan (19897, Willis
{199 ancd their definitiong for tasks are presented in a chionalogical order as follows.
bbb stands s the Ot similicunl porson o e development of TBL. His muin
conbrihulica bas been mising oaeness Ol the TUET world woc TR Pralshio (19871 delines a
Leshe s "am autivily whach meguined eurners 1 armve gl an oulome om given informeiion
throuzh saome peocess of thouzhe and which allowed weachers o conoel and regulace that
process" [po2d,
Resides Prabliv, Muoan C1989 wies e word “lask” mstead of "activite™. Tle delines a
sk ws Py opiece of olasstoom oworks which ineolves lournos in comprehending,

manipalating.  peodoacing or interacting in the @rget language while their atgention is
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priocipally Docused on meaning ruther than Torm™ (G, He suegosts daal inall delimiions
of msks, one can see communicative language nse where the leamer toouses an meaning,
sl of limruisic Siruelume,

Willis (19907 is ancther figure who contribuccs to the use of tasks in lnguage classroom.
Avcoording e Williy (19060 e une alwuys vetivides whene the wrssl language is uaed by
the learner for a communicative parpose (eoal) in order to achieve an outoome™ (p23)
Furthennare, Willis presents o TR approach where wsks are osed as the i Gocos of (e
lesgen within a supporcive framework. She holds tha “che aim of tasks s o crea a veal
purpese Tor languaee vse andd o provise o naturad contexl, Tor Tanguags study” (p, L), The
moclel sngacsted by Willis bas beci che main focns of dhis stmdy (Ses Appendix D

The TR Tramework consists of three main phroses, provides 3 basic comfitions Tor
languags leaming, Those are pre-task, sk oyele and languags foeus.

1. Pro-task: mmoedozes the cluss oo the lopoe and e ek schvabing wopie-relaisd
waords and plirdses.

2 Task Cyeles olTers Tewrners the chance e use wholever Tangoage they already
knose moovder o carry ot the sk and then o improve thelr language wnder the
teacher’ s guklanee while planning their repoats s e fask. Task Caecle ollers
leomers o holizte copericnee of nguages in use, Thers dre three components of 2
sk ayulis

it Tk Loumors use whatever longuage they cun master, working simultaneous]y,
i paies oot snall geonps o achieve goals ol he sk,

b. Flamsine: Comes after che task and before the report, forming che contral pact of
the cvcle. The teacher’s rode here is that of o lanonage adviser. | earners plan
Lhedr reports ellowiively und maximize thelr leanuing opportonilics,

o Reperiz s the matural condition ol the lask cycle. T this slage learmers 111 0e
Clags whoul teir Godings, S the roport stage mives siodenis a naiural stimilos
foruparacke ancd improve their langpoage. [0 presencs a very real linguisic
chullenge w commumicate cleady and accuraiely in languags appropriats w the
'L'il'l_?LLIr'Ihl.H.II'L'I:H.

I, Lamgoage Foeus: alloves o closer stody of somme of the specilie featomes maorully

peenrring in the language wsed during the msk cvele. |earmers examine the languaee
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Fonnms im e desn sme] Took an datadl ol the ose aod the maaming of lexica] s they
have noticed (Willis, 1980, P73 Langnage foous has owo com [Rnants:
w) Anmalvsis; Analvals activites dogs aucntion o e sorluce [onms, ealisng the
meanings learmers have alrescdy bocome familiae wich dommg the sk cyele and so
lwelpa thizrm [0 sestermatios their koowledee aod brosdon (heir vosdorstomding, Tostead
of the teacher presenting langnage to learners as new analvsis activities, learmers
rellect on the Tangruage alrely eopericnegd,
bl Uractse: Practise seoivides anc based on foatures of laoguage that have alecady
oceurme] inoprovicws weals umsl anseipls or in leatones Chal bave just Been stuciod
in analysis aceivitics.

O Torkiner bach o these defmitions, Tean oy it osing csks i emcling is o popalae
micthod and che implications of wsing these tasks in o classroom coneese is obscrvable aftor
conducing reseyreh, Many poeopla have stodied the implenentation of TRT ol ks wathin
their classraome: and have advized using tasks in languaee olassrooms sugscsting that the
rewalivation ol shlents” vises thronghe asstgned Geskes, O Tosking o the posilive resolis than
the use of tasks may bring about in the EFL classroom, it can be sald chat using a varicoy of

Tasks i clins plves posilive resclls,

Methodologsy

Research Design

The maearch appeoach ol This stody s action reseach, Recently action reseanch has aamned
popularity in BLT. Cwor time. tradiconal reacher cducation, which did nor emphisize
atwcden-centered clussionims, staried fo lose its valoe and something was felt o be missing.
Thiz wus bovause 1w pusl, acher cducaion Jid nol valoe leaming throvsh selion awd
unloslurately educalion was carried ool Tee ressarchers oul ol the class.

Cabbys (19950 nodes thal cdocational develgament is e dooowith the inlenton of
improving the inscactor's classroom practice. 11e alan adcls that carrving oat an action
rescanch project conimbules much w oo leciurer’s ynderstundimy of hoer stodents’ and then
achievemenl ax a resall of changing bisfher concepions ol eaching and he statss that this
change = "a changs essenfial for sustaimed podugorical devclopmen!” (p8 ) Gibbe also

{1 nintes that changes that come Iy action research have the capoacity wer be long lasting.
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This shudy comsiss i an aelion mescarch progect inowhich o nes approgch, oo case
TBL. is applied w an existing classiowsmn system alming o improve certain classioom
problems s o resull of the new approach implomented, While comving oul this aclion
rescanch and o monitor the outeomes and cvaluats them. diarics, semi-stmactured inmervicws
annd qpuestionmaires wers usod, As T owell-knowa, avlion research kes pluce whon o single
teacher. like me, works wich her own class as she feels the need to improve her
echimmlearning euperiences (Cohen and Mamion, 19800, Using diaces thromghour (he
study alse can alse suppot sction rescarch. I his study, similac to my rescarch. Carrodl
L0 ks his leamors wrile mellective journals o anseer s reseamch guestion "hgwe
conld mw course souctars allow for smdent pactcipation’™ His basic intensst was o
identily the Tearners’ relections on the classtoam happenings, By ohserving whethar his
stwdents found particular classroom actrvities as wseful, he would find the chanee w
Follora: s comrse praciices accorhing o the Bndings. This path s ooy the path T

foallovacied,

{imtext

This research was comied ool a0 the Tiasieen Meditersmean Universice, wheee e oediom off

instruction is Enslish and the students” first anguaee 5 Turkish, The stocy was camed out
i The service ool ol the LT Depadoent, which offes Toglish courses Do all e
depuniments in the voiversity, This study was carmied oul 1o two ELT [OLEnelish U classes,
FLT 10 bs the st Brglish lesson ofTerec Goe all Tosl veor slodents, The class Tollmas an
ELT 11 photocopy course beoklet which containg articles from sothentic texts ol

[rublished material=.

Parlicipanis

Thi participants of this stody e the eacher's students in her curment BT 101 groups,
There are 34 sondents ssidin oeo cronys and stocdents are from different countries such os
Tk, Tudash Republic of Nonhomn Cepros, Jordun, Lnel, Eowal and Pobastan, The

sludents” apes vary hetween 17 and 23
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A Summary of Dhta Collection Procedure
Tracher Diarcs Muvvember-Tunuary

(500 appendix 11

Stuclent hiaries Lyecember-lanary

{se appencliz 1)

Semi-Strugtomed Inlervies Last wenk of Junuury

5o appendix 1Y)

Pilot Tosting Sccond Weok of lanuary

Questionnaire Last woek of Tanuary

{ser wppemiic V1

[nsirupmenlalion

Digrics, intcrvicws and guestionnaines were used to generate data, Elliot (199 ) refers o
Ihee disries as ow valuable eseurch ool as they con inclode "observations, Teelings,
odeliong, mlerpreliions, rellocions. buoches, caplamations” of the swdents and the
leachers, incdher wonds as they include msighits (Meloncagh, 1)

The stroctured inerview s 4 data collection imstoment that 15 & teehngue sery
simmilar o gquestionnaiee. Leedy (19977 saes that “closely allied we che guestionnaire is
e stwctured imlerview (99 Semi-structured inlersicws (s the ones used nohis
stuwdyd e mowe detailed han strachored inleevigwes s they ieolve inguivies in onder o
ol further explanaiory information concerning the guestions,

Teachers wse guestionnaires o have reliable data so they can derive conclusions fiom
such dati, Munn and Droever (199600 ok ol when the partcipants oespond o e same
queslioms i the same way, the answers ecome more reliable. Monan (1989 cales thal
(hrvpgh usine guostionneines, O cun imgene ol anye aspoeul within eachingdourmng

[rrowcess. Alsn feachers find the chance o learm abowl classromm praclices they wse in class 1wy
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anglying hise quoes Ronmains.
The tollowing is a lisc of the steps taken by the researchers o make the procedure more
comprochensive inocase uny othor rescarcher would like o follow simalae rescareh wilhin

hisfher classronm.

Jata Analyvsis

1, Areelvwis e Tewcher aned Nencfenis’ Thortey

Data aralysis searted with the analysis of the diarics. 'Lhis analyvsis. which was concerned
with the dismies wrilen By the wacher aod he sludenls, congisted ol thres slops, Lelers A,
B, CDrwers siven o idenrify the fonr sampls stucents clhosco b che ceacarcher i orcler not
I rervestl thesir wlentilies. Tnothis epe of shody, stodents vy e el ol lemselves and i1
could b huilisting it the rescarcher indicated the names of the pacticipants.

Thi [rst stop weas 1o nead the diames aned wooadeninly the mest common Teedback prosaded
nadcde by the leamers and the teachers. The analvats showed thit diarices could be analvzed in
Pry mugjior olasses, These were conmments made o wsing o variely of tasks and on learning
these tasks produced. The sccond step was morcad all the diaries agaim and underling che
prawis relleching the feachers ancl students” satements abooe the varely ol tasks and e
leaming resuleed from these tasks, The third step ws o analvee oll the diarics aceording to

commenls e ar sach skoin s of variely and Tearoing and o make senerlications.

2 Avelywiw ol Seami-wtrvctored frderview
The sevond phase of the analvsis was concemoed wich the semi-structured interview, Thi
amalwaia comaiated of three stepa. The ik step was o lisen o the inervies cossecs and o

wrile down the opimiones slaed Lor coch guestion oo by one whorvas the seeond step was o

read heughe all the staements amd o classly e answes ol each mlervieses inlecmis ol

learming wnsl vamicly, The chivd s Goal stop was o mhe some menerad teaions aller roudling

and focusing on all the answers civen o each questivn.

3. Aveedvwis eol Qweeviiompenire
The third phase ol the analysis, iovolved  he smalesis ol dwe questionnaane which

congisted of three steps explained helows in deil. The follvsing values are aivan w each

135




Appendix IV

136

Teter: 5-5A. 4-a, 3-10 2-0, =813 Iman guastion =10 bevanse the adjectives wsed o hwese
questions were positive. However as the adjectives nsed in chese queations 11-20 weare
nardlive, opposiie values are givem o those questions as ollows: 1-54, 2-A, 3-T7 4T
35D The firse treatment was o find che deseriptive seacdstios of all questions in order to
s T mems saleolaned Tor cavh goesiion thal reler 1w single task,

Secondly the means of the first 10k questions referring to pre-task stape and the means
ol Thiee restoal e T& cuestions relerring o Gask st are foumd ol commpared in andar o
mutke zencralizazions about the findings borweon the two sots of questions. as pro-task
and as Lask,

Thirellw, o t-rear was i to soc wWhethor the clitforenes botwecn orne sota of gquestions had
slatistica] siwnilicumei. The Tourthe amad Tast step owas to select the divect quustalions coanmicn
for cach task and to draw incceprotacions from the data oboained for cach task. Then
momeralicons wore made Tor coch lusk™s cormments hoeth e wermes al vanaly wnd

learning.

Findings and Iscussion

The extent to which TRL iollvenced studeols® classrocm porlormance

The overall dim of the stody was to find out the cxtent to which TEL 15 applicable to my
classen, These researeh quastions stateed at The begrinming of the paper servel os o goide in

prosenting the Gmlings ol the study,

1Maries

The extend TR influenced stadents " ofassronm pefurmoeace

The rescurch Ondings Dom e stodents” und the rescorcher’s divdes ovealed @ goeal
salislclion wilth he Lasks osed. Stodents’ repoorls Toe each sl reveal Ihal the tasks osed

in rescurehor's class ey ] varely for stodents und were helplal i cheir leaming,

I terms of Varders
A Wil 119901 cogpests, slodents Teel the need Tor varoos ioteraclion patlerns that
Fovws o thoemsclves malher than on the weacher, Durtheroore, she clams ha TRL 1

capable of tultilling such nesds. For alimest every task, stadencs hal valuakle comments
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rellecting their sutisfaction rom e tasks wsed that day, Willis © 19980 poants out (hal,
cargfully chosen tasks make learners participate in complete interactions and chis raises
molivalion,

Phroughout the study, there were some tasks that were about guessing bold writon
vogabulary wnd rywing pictures while reading o story which Tdid me includs ooy
lesson ontline. T'hese were also net included in the questionnaire. dmdents” diaries helped
s Ler resliee Che walue al the tusks uses], The lindings rome diary stlies shose thet
prosentation is o task type char is bighly motivating for students. Alchongh students
commneoliacd v leshes o highly positive waees, 101s opossible not fo realize the imporianee
students gave oo proscatations, Althougl there were prosentations ovsry lesson. students
sHIT weanted o refect o aach presentation inogredl lengh sometinmes even amilting (he
other tsks vscd.

Tha Gimelimyes croersomg From thae siody of the dhary studies <haas Tha the presenianesns
given by the students tomed out to be d task tepe that 15 highly morivating for students,
Although students comnenie] on lusks in highly positive sees, 038 impossible nob o
realize the importance  students gave o presentations.  Althouzh  studens pave
presentatinng every lesson, studenis <0l wandec wo rellect on each pressmaiion in giea
lenmgth sometimes cven omitting the other tasks used. In other words, the amoont of
shodens™ flleings v inclass shosea] s rea) inumsse.

The lindings ol the swodents” diacles mevedled o lsks cocouraged  stodonis”
perlowmance. ALl the paclicipants save juositive lescdbaclk on tasks osed 10 class. Although
students were nor directed to focus on tasks in diarics, they only prefereed to site about
the rasks and their safisfaction for having active language lesaons As Lishthown and
Spada (19930 mention, some lamers Dol the need o add physioal sacelen o ochelr louming

[rroceases W esperience Lhe news koowdedie inowaes thal ioeaalve e betler

i teemo el Laieriing

While cwrrving ool o wesk, stodents [eel the oeoed v concenlrale oo the wopie und
avcondingly learn. For example, inoorder o deawe o scene Trome a soey, they read [he
parugraphs in detuil, Or, o aeder o proepare cxam guestions for ther end, siudends e

the need o concenirate on every word o choose the most difficalt ane. A Willis (19690
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poinls ol o omder o commplet the goals inoall these wasks, siodenls ane Teaciing e e
content and processing the cext for meaning™ (p300).

The Oodines ol the diary studics also indicatz that wsks bave been benelivinl Lot
vocabulary lcarning. Yocabulary learned whule warching a film or while listenmg to a
song begores more clleelive wnld permanen,

Presentations especially contributed significantly oo smdents” learning. During these
presentations, ey sere nol only improving their spoken Dnglish bol their knaededge of
social topics and relevant vocabulary as well. Stodents noted chey were highly satisticd
with thiz conmmoumcalion task, As has been arzeed by Lighibown and Spada (1993),

comrmnicative nesd ia a faceor thar detines motivation in sceoncd lanauags.

Semi-strociored Intervicwns

Stndenis’ opinions abouf ordtnery elasyrooms fnowhich only a Hmited rembor af fasks
are used.

The data Trmne semmd-siructored inervews revenled el stodents complaine] gt
language classrooms where only a imited nomber of tasks were vsed. They complained
Ihal the teacher was lalking and they were anly Dagnine, A Wil (P61 Tinlds, =i
tegcher-led elassroomm mteraction i@ senorally that of responding” (po18) Students wore
on’y [edlerwiny the hook and perceived mnoedhing ol interest in thedr classroome Somlenis
could nol Ood eneugh chunees W eaperienes the longuage, As Willis (1999) suzzests,
sl 0l The oppeetunities Toe langoape se are aken by the leachs™ Ul Willis also
areues that m teacher diveeted lessons students can noe find the chanee o cxperienee the
farpet language. Smdents complained that the number of exercises sere not adequare for
them o improve their Enelish adding thal they could not leamm much Ioom their weacher ol
Ihe beginning.

Stoadents alsa complained about their beok which was o phetocopizd one, They
mentioned that nothing was inferesting in rtheir bock, the book was oot impostant for
ey, The book wis acwoally @ very iradiional one, For every chapler thore was o passage
and similar Lepes o exerciies, Also there were only a Tew illustralions i the ook o
disvnss with studonls, As Cooke (1995) stales, the choioe of aching materials shogld

match wich atuwdents” mwotivacion. In this class sodents were nor zatisfied wath the
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maleyls and aecordingly it was dilleult for thom b Tollow the lesson amd T

motivacecl.

Stedenis recdize e cltange in their elassiominis after TRE was implemented

Thi Andings indicae (et ol stedents nealioed g chamge within thear cassmoom alier TRL
was implementzi. The chanae was fiele when the reacher started touse a variety of tasks like
prressexntaticens armd nusics Turthermone, siodents reslisel the changs throogh diTerent msks

and positive classroom atmesphore.

Sterebenrds” Hroarphds afnet TEIL

Refore TRE was amplerienied sicdents ol nesative Belings ahool (heir classtoonn
crperichocs such as eomplaining about being ook -bound. Afier the implemenation of 1BL
all siodenis ayreed (hat Foglishe Tessons started o be engoyahle aflos e mmddle of the
semcser. after che number of tasks vsed in class inoreased wnd students found more chanes
I speark, Also oty of the shidents agreed that they hene e fronn the conrsa: alier TR

was implemeneed.

Teacher’s Diaries

Trproving professional competence ax o vresult of reflective praciice

The unulysis ol mwye dismies revaded that aller implementing s TBEL approach 1o my class,
iy leaching s ompeoeesc] 0 fome avsass The bardier Tebwesn me and ey sladents
deereased, Sceondly, che class bocame more leamiog contered. o che motivacdion of
learners increased. Thirdly. | orealized the impertance of preparing daily lesson plans in
weaching, Fimolly, us u resull of rellection I lound the chanes w20 over the mistikes T

e wlinle [was eaching sooas ool e repeal theim.

fetier Rupgport

Aller implemwentng TBL the aumosphere ol the classroom changed wotally, T el eloser w
lhe students and | also wanted o ke pacl i somne tasks as [ oand this moree sngoyable.
AL stualents were in comtuel with e witheul any besdiaion most probably due ooy

friendliness, Willis {1W81 1 refers a pood frizndly ineraction betseesn a teacher and the
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Tearners as rapport A 88 She also stales that whon thone s rappont, i bocomes

enjovable for students and the reacher oo studv together

fedririnp-ceniered Claiinmm

Alvr implementing TEL, the way lessons continusd  compleldy changed, Swodents®
[arcicipation in the lesaon incrzased as a resulc of the increase in the mumber and variecy
of Lasks used i clusse Inoorder o ocrye oul the sk, students were concendrating on (he
lcsson. Thew did not find coough time to focl borcd. As Willis (1990] pus, “tasks remove
teawher domination”™ (g L3 A o tcachor ooy mols wis mothing maore thin o suide whensas
my amdents’ roles wers hishly acrive. As Willis (194903 srarcs. in TBL there ace
comnmnicalion Gasls which mive learners chiances o be ineolvedd in vamious memiyl

Procosios and to CRPICES thermsclves.

Lezson Plan
Ax o leacher, miy wwareness increased Tor the necessiy o preparing duily Tesson outlines,
After preparing daily lessen outlines. my sclf confidenes 25 a teacher increased. As
everyihing | was going fo cover was veady slzpe by stepoin a detiled way, [ Tid nothing i
worly dbout. Ax YWaters (1985 srares, with the help of 2 unifonn lesson plan, the lcaming
prritesss beconmes Tl rocre shopely and casier,

Furlhermore, us I spent sullicient Wme W propace my lesson plan inoa detadled sy, T
combil Think ol enpvealde pre-task sesaions Toe my stidsnts Wl the help ol these

pro-tosk stages, Thad cnjovabls starts o every tople.

Reflection

In the light of Oocings obiined thooogh e reasarcher’s dianes, 0 can be said hin
reaflegiive Jourals muke o greal contmbution oo wacher's learning, Whils readng
diaries, teachers think criccally on their previons experiences and tfind the chance we
cvaluale therr behavior, While soing over my diaries mowhich I roeorded my duly
inipressions ol e couese, | had the chance woadentily whal §looamd inellective so ax not
(i Tepaen | (her, s think ol beler allermaive: wavs, Ay Wallaoe CL99 107 suwgesis, o onlur

o find protzssional solotions o preblems, teachers recall the relevant konowledge or
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cupericoes and thus Find the chanca e evaluate the problem, A che saooe Gme, T hod e

chance o identity the things | found helptul and to repeat tiem in my other classes.

{Jucstionnaire
The extenf o which students are sarisfied in pre-task lessons ond i fask Tessons
The fincings trom the questionnaire clearly revealed tha students were not sacisfied wich
Thee pree-Lasde sEagmse, ol the beginning ol the semuester when There was ol o variely ol Lasks,
However, the findmas belonging to che sk lessons, the TBL poriod. show that stdents
weors: cdobly satisled with their lossoms altce the noddle of the semester,
From the questionnaire findings, the three oype of tasks which wers most likeo by the

shindenis were:

1. Watching a film ancd wridng abeat it

2. Tuching thie o] snlly characier aller reading a pussaue.

3 Completing 4 cloze test while listening to 4 song,
The lindings of the pre-task stage shose that althougeh studenes wore nel real Ty sanishicd
with the tasks used in this peried, there were cspeeially owo wsks highly disliked by
slwdeniz, The means ol only these tweo tasks were under 20 These tasks were:

I, Working alone while doing cxeroses of the book,

2 Folloing the pagres in The bood s doing their eaercises inoonder.

Cmclasions
The present smdy examined the influence of TBL approach on smdents” classmnm
perlommance and motivaion in EFL classvooms, Althoush the madn Docus sz of his
weorrh o sbmlents”  performance el motivalion, the sy also rivestigaled o
implementing o THL approsach influenced the rescarcher™s professional deselopment, The
amalyeis of data collected by ditferent daca collectiom methocds revealed that och soadents
and the classroom leacher were hizhly saasied wih TBL upproach mamly o lermos of
adding variety o the classeoomin aclivilies and ncrsasing learning in class.

The ndings of the students” gnd rescarehor’s dismics movealed that TRL way helplul

in atucdencs” madivatien and learning. [Lenconraged students” practice npportanities of he
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Lot lamguage teoeplivily in the lessons s a result of prosenling vomows Llasks, Tn (e
light of students™ reflections for the fasks used during the smdy, which were very
positive, il wan be concluded thal students wore receplive wothe idou of TEL while
lcarming Bnglish as a sceond language.

Thi: lindings of the senmi-siructumid imerviows mevcaled hat stodenls de na Tike their
teachers talking oo much. Yye can therefore conchacle that, ‘1711 fteacher talking time}
da-rntivates Teamers, Sondents do mol ke being pussive inclass, Shodens statend the
their teacher did not create sufficicnt language practice opportunitics for chem. In shore
shuderits o nod Tk wacher-ventere] classtoomes umd they de oot Tiks Wwachar domination,
When the teachsr chanzed her stvle of rcaching, the stodents felt 8 change in cheir
classamn, Although the stndenms weere el il with the concepn of TRLE which
defined this change. chey staed that their teacher presented chony varioos tasks thac create
epporlaniiaes lor prachica,

lhe =tudents’ thooghts about TBL were quice positive. They indicated  that more
cinphugis s shovwen on o inleraction in class, This inleraction was encouraged ool
individually bur within group work as well. The stcdents scaccd that cheir teacher
presented varions asks in class ancd they mode ose ol practce oppodunites. They also
inclicated chat an cnjovable classroom stmosphers developed as o result of the tasks and
Ihee regfure ol this engoyenble classroom Tearning sitaation gl Tecied tear Tearning,

Studvnts ure nol bappy with lessons withoul osks as ey are ool provided with o
penuing amd enjovable challenge. Ahhough Ihe stndenis like task-hasesd lessons, (he
varicry and the zinds of tazks are alse important. Even f 4 tcacher @ives toasks to her
students, if the asks are almast the same and it they are anintereating and not creative,
such s answering elerenoe guestionz or lnding he main Bleas ol uougruphs
ivclivicloal Ty all fhe e, e stodents do oot Teel satislied.

A leucher, Tloumd writing diaries o reeond daily lessons wnproved my compelenis:
as a weacher by making me reflect on my clasaroom practice. Managing a classroom
becomes casior and cojoyable, Aller rellectime on diumies, the wacher [ell the oeed 1w
change her atlitudes to remove the barviere belween she and her students, she chanped her
tole fooa roore passive oo, aod s oo eacher she camse W understumd the noecessily wnd

wsefulness of preparing lesson outlines and reflection.
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Carrying ool an welion mosearch progect provides solootle bone i G che weacher,
Identitving a elasaronm preblem. acting on it and finding a solution makes the researcher
[e] velised amal confident, oo oway, the resvancher remows hersell doe w e aciion she
has implemented. So. action rescarch is sugeested bere as o way forward in ELT. Davics
L1903 Ladkes abanal (he dmpertanee of implomenting ao action and obscving whyl Folloses
suppesting that the only way m encourage more independent learming in the classroom

weits Lok Test o ol The reins,

Pedagorical Implications

The findings ancd conclisions of thiz smdy bave <crtain implicarions for lansvaae
leachers; these may nol only contribote W the dmprovement ol sidenls” classmoaom
porformance and motrvatien bot oo the teacher's profossiomalism as well, 'The followmg
recomrnerdaiions wre mekle: weachers shooll be carefol while selechng materals for g
course. The wrong materidls, using o photocopied book, can have a4 negative influenes on
shodens™ weademic perlimnance amd motvation, When the coment oo conrsse back s
presented g boring w1t bocomes very difficult to stimulsce che inerest of leamers.
Allweright amd Railey (19977 suppest that Yeven il evervihing else seems Givorable,
learners con switch off” bocause they do oot like the way content of their course is
pressentesl A the iewchang inateriads” O TA2 ) Tocase of having such an ineresting book,
e wacher should provide leumers with fnteres ing photocepies [Tom oulsile, providime
extrn curicular activilies, I wearks well since 0 soses the motveation ol stslents.

Al lanmuaes wachers are invited o boeome familist wich TEL which is 4 very
[ropular and acdaprable framework in language waching. Smdants in this sy sere guite
roeeptive o TBL [ramework, When adopting this [eonework, langungze Wwachers should
proveicle e stuslents with a variely ol sijoyable asks, Carrying ool a variely ol Lashs
inflenos stuclents” prosress el anitodes wwards the lesson, A willingness W e s
ohserved whenevar smdents are piven tasks that involve them compleely. Hacther than
boiny passive Dstoners. lewmers preler (o be aclve roecrvers, Therelome, scrieus
consideration should be given to TBL and langoage eachers should proside their
sludenls with opportunitics W make progressive vsa of conlent Teanl ough aovanely ol

taska.
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Civing prosentutions is & sk particularly Thosd by stedents, Spedking and inletaction
are very important tor students. 5o, teachers should noc ignore the communicative needs
of their stdems’ which are g highly importim aspect of metivalion, As MMebamar
[1993) states, the really important pare of motivation lics in the act of conumunication
igell feiled in Bllis, 19830 Tonchers ure reeommemded o inerease the amgunt of
students’ talk as muoch as they can and presentation i an iceal task for this. [t not only
innproves the stinlens spodan skills b their social Knevecdelare o e seorld us well,

Furthermere, Janguags toachers are recommended to provide an onjovable leaming
coyironment [or their slodents, Clussroom yhowsphere s overy importanl Do leyrming,
When the smdeonts fingd the atmosphere enjovable, they makes wse of loaming
appuriiliss moee,

Finally, tcachers are invieed o spend mers time in reflection. 'This allows them o
bk cvineully o thetr elassroom behavior, Toothis sy, they con wlenily s work on
their weaknesses i clase a8 well o2 boilding on their strengths, As Wallace (19917 states
“echiers should he encouraged e beaome relective practilioners by wellecting on their
professional cxporicnees™ (p20). Furthermore. Yallaee (19917 swees that there s oot a

Isesl mietlusl that is always valil Teachers shonld alwaws he mned o renew themselves.
k h;
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Appendix I

Faammple s of Tk Baied Lesson Chnlines

Crtlioe |

Tusl: “Why du we Tike Music? (lrom LT 101 Booklon

[*re-rasli

1. Introduce the class: the tople “Why do we bke Music” by asking them why they ke
TSI,

2. In order to tallz akout che wniversality of music. play an Arabic song and lec ' Tarkish

7
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sthdents vyt goess e theme, Then play o Torkish song and Tt Avabic siudents ey the
Theirie,

3, L inoduee the class sk setivalime wopic reluted words and phrases, play an English
‘il:}rlj__'..

4 While listening the song, introdoce them mnsic vocabulary they would read in the resr

such as octve and scule miving ciamples Dom the sone,

Tosk-rvele
A, Tusk
1. Vet students veud the fesdin pairs o compare thair eapenences ol man idea Ask them

tor write what they found m eommon for coch paragraph of the tex

B. Planning
1. Ask cach group o have a spokesperson and to ger preparcd for a shore preseneacion.
O Repurl

1. Ask the apoleamen o give feedback on the contant of main idea of each paragraph.

Loongrieagre Jiacuy

AL Analysia

1 Ak wiudents o do inlerenoe gquesions and rosfTalse quesiions o seslemulioe sodonty”
Forwedies ol the tean sl o broaeden their understanding.

B. Practise

1. While lislenming an Enelizh some, ask studonts w complets the close wst of the sone,
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AL Zzample from the Eeasarchers Diasy

Appendix II
In the first perdod, I wanted to make a rovision on paragraph

wreiting as I would give them a writing guiz in the zecond neriod

I askod thoo whether they want to study o new passcg; cr whether
thay wanted to make a revision and they all prefercd o wake a
revision on writing., Ckay then, I said I want sverybody to think
faor an interesting topic and I will ask all of wou, I startod Lo
sk then individually and stopped when I came to the tanth student.
I did not ask the topic of others and I felt that the olhers and I
falt that The others were disappodnted. [ said enough and stopped.
Tnen I =aid them to choose one of the topice from the board but

Thaw cenld nab Adoecdida ac avorerhoda wontad Pheis saee B o

hurried in order not to miss the break.?

In the second pericd, T wrote three topics on the bBoard and I
said " considering the characteristics we discussed about a
peragraph, write one pragraph chooszing cnly one of the topics'.
Then I zeid ™ du ot ash me any vesabulary, this is not &n exercisze
but & guiz". 'They timished the quis end left. Dut some left after
20 miputes gome staved tor 40 minutes 5= I aaid "do nol worry about
the time". I think I would better limit them with 2% or 30 minutes

as they have to lemarn how to time themselvesz.in the zotual cHEm.
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Appendix ITT

Anexample fivim the stuclents” diaries
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Semi-structured Interview

I What sas wour LT 107 eotirse [ke ac the heginning of the semeste?

2w hul di wou think uboul b number of wsks amd che tepe oF sk sour schor was
wsing?

30What s the extent to which these tasks helpecd vou to achieve vour sucoess within the
course? (How much Jid vou leam from eour weacher?s

A, Tha yomn thintk there weas o piablerm with the conrse in the begioning?

I Have vou roalized any chunge in wour ELT 101 coupse?
2 W hen did vow realive such a chiange?

A Hew did yvou realize this change?

1. What can vou <av about the ditference in o teacher’s methowl in the besinning and
arthe ond of the semescer?

2, Thal o engary Tongelish Tessoms in the beginming of the semester me, or Tnglish
lessnng after the middle of the semeste!

3. Do vou think vou benefited from vour toacher more in the beginning of the scmester,

o uller the e ol the semnesie-?

21
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Appendix ¥

Sailent Claestinunaire

TaASKS WHICH WERE USEL AT 'THE BEHOGLKNMLING OF THE SEMESTER
B~ strongly agres
A= agree

T= undecided
D= digagres
8= gtrangly dilsagree

cime, was boring.

l.Fraee wribting, wikhout any given topic, wasa Sh {uv |D | sD
difficenlt.
2 .Reading pages of information about £h u|n | &sn
references and =agay wribing was borinoo.
3 .Doing reference exercises of the book, in =% |u |o | so
lists, was dull. {
4, Listecning o the teacher mosbk of the bEime f=5% 14 ﬁ.-?i;
was bering,
5 . Working alone while doimm the exercisea of 5% U |D | En
| the book, wae boring.
| 6. Following the passages in the bock and deoing Sk U | | 5D
| their exercises in order, was uninterestine.
7.Reading passages which are in the right' Sh U (D | SD
peragrapil order{introduction, development,
conoclusicn) waa borindg.
&.Heading pafsages with the titles was boring. Sh L | sD
9 . Teoeachers' asking questicons all Lhe Lime, was SA u 5D
MG L onoag .
' 12.Finding Lhe main idea of paragraphs all the BA U |G | 28D

bk

"2
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Th8KS WHICH WERE USED AFTER THE MIDDLE OF THE SZMESTER

l.Watcning a film and writing about it was SA A |U | D 8D
interesting.

2.While watching a film, guessing voeabulary |SA (2 (U D |80
trom the context was enjoyshle.

2. Working in groups, in general, was fun, 8h | A (8] 8] 5D |
4 Guesgsing the main themes of songs was g |A (U | D sD
interesting.

E.Finding thée main idea of an incomplete gn | A (U D =]

passagqe {half of it was erased} was fun.

E.Putting the mixed paragraphs of a passage EA|A |UT | D sD
in order wasa intereating.

7.Imagining curselves as examiners and SA | A 7 o 80
preparing questicons for our class mates on
reference words, was fun.

B.Asking and getting answers on reference SA | A U o YK
questions from our friends was intereating.
9.The presentationa provided us the ERh | A %U o | 8D
cpportunity of speaking in front of a group. i
12.Matching the titles with paragraphs was BA | A IU o | 8D
enjoyable. = |
11.Filling a table for references was ) SA A U | D =] 0]
interesting. - . |

- el ——— I T
12.Completing a cloze test while listening SA A u D sD
Lo a song, wae fun.
13 . Listening to the music while doing the 54 | & u o | 8D
exercises from the bock was enjoyable.
14 ,Having a debate after reading an essay, sa|la |U (D 8D
wag Inberssting.
15 . Finding the most guilty character after BA A |U (D 50
reading a passage, was fum.
l6.Matehing paragraphs with pictures was Sh A |T (D sh
inkaveating.

a3
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TASK-BASED LEARHING

Jane Willis ehowsa how the study of grammar and laxie is intagral to & task-based
leaming approach.

Inere 13 & endency b= assoclats cormunicaton 18sks and teak-based ISErming | TEL) with
an noreaze in Muency activiies and 2 reduction i e conesmmn ‘or accuracy. ndeed, | Fave
heand some teachers agmit o fecling guily about feaching rammar. This necs no?, and
rasaars- showes that it shoula nat, be the case

A focus on ootk accuracy and fluency can be natorally incorporatsd if 1aske are usad
gysiernabcally as the ce~ral part of 2 larges framewerk, Srammar and language siudy arEe
ok of the fisk and acceompanyiveg roaberials obisie e srephngss s on their reseing aed
actuml wse, Specific feataezs of bngusegs Torm are highligHed ofier the leamars bae
expariznoed language inuse within a helstc corest during the task cycle.

‘What is a task?
Iy dsherman of ‘task’ fvbich = rcoe specnic than that used by Andrews Litlzjahn in E1 @
Il (el s

Cow osal-amende Sy moediion foerners s ki Jo sl s ogtoun i
ather words, Bariaes ese whatsvar aget languaos mzowsss Mgy have m oer o solve 2
oroddsm, nake a st oo puzzis. olay & pame. ar shars 8o LoMEaNs RDenances.

I baia 3arge. the fallowing i2 & lznjuage practice actvity, ral & 1ask, becauss the foous is
o e, ok guloomes Lo S Quesshivey e TR e et TG Esk padl Baniesr o)
wezrir crnipiicwd

Taske vary inlength. & begintars task might cnly {aka a minuts or sc: Asi res paoole o
yavr cfazs for thewr phone numibare srd wite hen: dowm. Maore creative teaka, such as
anectobaleling may e around e minobea, Seme. oot as his reac rg tas may ade
langer Cramnace e S0emnacy of e el wiri e oogiis am oo iR fe milaiaies,

Task design

Az a8 basic oning ple, it is impozssibls to dasign communizaiion tasks with the assress
int=rticr of elcit g specfic lang usge fommes. {If learqsrs are free to exprezs the @ awn
rmEInings in ressanae toche task, bo do e ko what they will ward 1o mean?] s,
bireweesues rezalislin: b sbar e Inpics anel lesks designe appeeps ale Bsks and ean aepleil
the: languags that aeours natyrally in the task inzradlion anddar the text 5o, cheosc your
b o (=g cats o families. ar funny tmgps small children do) and than iy this model “or
desgning same 1asks. (There are many difeent typas of :asks, but ‘or cesign 19 your own,
| have found s clasaificatica wih ais casic sask types to be the most generativa.’

Tasks ol dilleen] kinds zan be dasiorad 1or any lepie o suilabls lex] To soease relesanl
erpozEung by spoken Erglish, luent speakers can be recorded doing the tssks anddor
reparting nzw toey did them, tus providing spenienacus lsnjuags dats for subsaquent
languags gludy. Thiz alea provides a eanple interaction for leamers 1o exserience. Having
done e awen lask Tral, ey will underslans whal ir2anings 2 e likely o be espressed in
Ikés Liagk reccrding, s as hay lislen. ey can ook oul Tar he lerms hal act as a venale Tos
thass meanings. The transcription then orovizes dats for a subscgusnt fosus on grammar
and lexzal phrasss.

Taske can be done =ingly. or in = sefes on the samea topic, with one task aris ng oul of
anothar. Let's lnnk at 3 cancrste axanple at heginear level.
Tapic Iriermaatiomal wods

Listing Hzw many words of Erglish can you think of that are known intzrmationally?
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Tescher givee some examples: faothed, poal, fax hamburger. Students continue in pairs.
Time lirit, cre minuke, after which pe 3 read out trar words whic- are then writen an the
b (Fee e & e minules) Ask whic pair faond he sash warids

Classifying How can you classify thess wards? $5parts o Faad, gle ) Inoaaics, hink of other
calegores, put the wwerds intc your catezories anc add more words if you can.

Compering Compare your cat=gories anc lists with ancther peir. What exrs words do
yoLthay have?

Bharing personal apinionsg Whish faed spods, gl does your partnsn ke and nal like?
Fird thiee thinegs you heeez irocamenon,

AHar each of the first t-rea tas«s, thewe could ba 5 let o immaractior Eetwesn teachar and
edents. As the learters offer werds 1 it the tategeres. you might say: Teams. Fig s
fenms? Vioa S Ao g pfay eonds Mo d g ool Da o plap? O do pao dailok tes on
(IS T * T Mdidalekan, g My

Wity TRIT
TEL rccognises thz fact that anguage lzarners arc fi=st arc farermest gragsoling with a now
gystarn of meaning. They will only lesrn new words, phrases arrc patens if these fitthe
grage of develapment by are st intheir owr systen, & If they understa~s the meanieg.
aning and use riush core Pl 108 nn gond sgpees ng @ oo’ ime beansing
Arreartexhizlives: ward forns nr pabemes shak cannnt bee accommaddabes by she camer Fro
exaTIRle. we all know that lssrnare can express queslicns quits understardably withcod
usirg stacard g uestion fonne, even trough these forns have besn taught’. As thay gain
rmoce expenence of the new (3isuage Inuse they slowdy S2Hin 1o u=e other ‘omng. We newe
all kad he sxpeance of presenting a~d practising a parbcular Enguags patler, wilh
lzarmers gedting A rsabt during Ehe farrr-fooused proct co stage, B then, a2 the meaning-
fezused free preductizn stags, they @o nol wee the 'new’ fem &2 al. Languags lsamrgis a
gradual argaric arocess rather than a piace by piece additve procaes. 4s Munan puts t = 5
fas rnore ke helping a garden 1 grow, 1han build 2z 8 w=l ce bnek at a iime.

T TOL frarneon = wers desigessd o belp creabs cpdirmonm comdiioss for nabuisl aogoage
Fzanning. The thes essenlial conditions for learming ae:

» axposure 1o the {arge: lznguage in wse, both sporanec.s and 2lznned languages in
gpoien and wriiken form.

= ppportunities o use e tarcet language for @xpressing meaning — Lol in gevate and in
pubilic: siboadicns, inpaic amd sl greop irteiactions, reanologuoe and s ding

* motivation te cngaogs with and try o undestand the enpoesure, and e wse whiat they
krovwe to communicate what they mean. A further cesirakle condition is:

= Facus on language form o preven: fossilisaton & 1d help leamsss impaove upon wivat
thay zar da already.

1% pselul o sxarming (P& aperasch sour lgarars are torenlly vsed Lo, o see whizh ol
these cordiicns ae ulfled are whics are lackog 1P thoy find 5o fico s o talk, Far ceampla,
thay mav rot have hae suficont sypssurc to spontanzous spoker Eng izh or kaws lacksd
oppartunities b use i Mayvks they hawe hac too much “oes on fom which has affeced
the r confidznss.

& THRL
ATEL famework is shown in tre bos, The follewing nabes give addisional infoermation soout
tha rcle of teazher and leamers. with examp'a= Your own task a5 you resd, is o decide

1wk

1 which of the fzur "conditions for lesring’ mentioned esdier sre met curi-g each ohass?
2 A1 wiheh phasais might learrara mast bensfit frar carrection of farmd Curing which
[hasas rmigh wnn dares gestedally nnl o cnmacl? Wihy
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Pre-tazk: Introduetion to the toplc and task inatructlona
Tais givas axpasure lolsacar bk, bul heainslorming uealol looss worss s Hanmess i\ a
gno v

y of inwelving sludorssin s phiase

Task Cycle
Leamesrs use lenguags in wa~ving circumeiancas and are sxposed 1o ot-ars LE g it

I las« Phass gi'es np.r:c.\ﬂumneg. fosr inaractive Sl.'ll."il'lrF.ll'IEIZIIJS wze af |F.Il'lg|.lﬁg-F." mn e
prisazy ol e pairs where rislakes con'l maller.

Thezx Bazport Prase encodrages a conbination of accurmcy and fuensy Jlemimaes dor's want
o rnake mistakes in front of the <lass). The Plannng Phasa is tha time far teachsr inpud and
advoe. Lasrners plas waat b sey &t the report 2age. to comect riazaksa. toat e b uss
‘befer languags anc to focus on form.

Tz opdional lislening phass v 1o b s osnl Saeakes did the sarme sk,

Languages Frus:
Analysis and practice

Leamers gst repaatad sxposurs tC the langusge from the 1ask ¢yce ainc have s chancz o
fecus cr farm &nd 23k oo=ations kool @Bnguage fesiures. Exama e inciude

OTHCINErSES TaiSing Activiiies Sucn as icenlifying, slass tyirg, ann oousng o soacfie
lannuarge: Frahres g eeibss cmaing e S

iy Thise blp lesmrnors, systernabive wesd ey
already know whils not cing new things aks.u language and the way it is used. Practice
aclivities may he o thern remermasr rsw phrases and pattems fror tees or rarscripta of
tsak recordings.

& TOL exesripder

Tz followigg is an exarrols of the TEL framsevork inousa, This is o estbased, problar-
solving tssk, wh ch gives rise to bio task oycles. Itis given hers prirnarily @& an exanpe of
how a TEL approach works in practice and ow and wher to incorperate lenJusge input,
CorSEian. e,

g Posaenat Hulics Sty

Iy thmcsyear-oo brether, whn had been plaving nukside: all mornisg, came inks the kikchon,
begging far a snack. | gaws b m s slics o krosd and pearut butizr. Falding the broad
carafully nbeth nhande, e statad to leave, but when he reachec tie clos=d kitchen door a
puzzled exarezsion came oves his facs, He was too small to cpen the coor withaut using
bk bl te bt thie claar Kk

AHer o momaznt s consideration, e fowrd a soluicn. He plasiered the stohy sdo o s
braad to the wall. used batt hands 1o turm the knob. peeles his bread oF the wall sind want
out haps by to play.

laken faam e Coling Comoid Enghan Soovss. Cers 3wz Jand Willis, 1 1984!

Prie-bagk Ao idrardoweban, Brsivshorr tha Fapie nl peaeal ot
Feffaaf gl poedes feom Gl pownl Bodfce? o)

fivee? 005 sk in Arrenca thay ool i on Droad with farn or joiie |

Gt 30 W0 s B Hiee s f racde? WG e

Saetthe tass. Thiz iz & oroldem-gating sk with & oiffsrsncs. N ocing ta Give you the
sotelicnr, o A (0 faik wilh woes gachoer @ g B0 Guess anal e peaiden wak Yo
hires e cenades e ek o e ohifc gwalpienes Hees iy gokaedig ol a fice o read
LBl o o oz, B ssloek On b wedl Basile o ek door, [ Talw e
wou drawe.) This was the solution fo someons 'z problerm. What wag ina ombleim? Haow and'
wie o Wi slice of braad and peanid bulter and ug on e well?
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Task One

Hlgdanls sanrk i paies ngenenmla iosss s mighl ks o hink sl il lanl: Focauranga all
atempts & capressing poas Rosist the termpration b correet your i hese st Goost
the r confidense. Suggest they thirk of teo alfemative poss bilitics for problems. Encourags
paire w0 think o7 twa dor rare) possibilitizs. Siop them onoe everyone bas got at least ane
idea and aome pairs havs gat fwo o more.

Flannivg Cine Decide whaths palrs ol report 10w ihan or spakes for. Tell sidents ey
i || b tiogeing bhesin Best idea b dall the wteods class, ILmest Be inthe - best English
becauze avaryoa will readi~ear i Alle: tha rale o writer o~ spokesperson for each cair.
Stuclents 2 an what to write o~ ssy. checking their grsmmar. spelling or pronunc.alicr. Have
diclichades ready far uae. Thie phage will B4e longer thar the fas< phass.

Respea] e v esiard paair e report Their ides, éilher by Speak cgin booe, o oy aulting up
the -writirg ot wall, Qcher ooirs rake @ lstof the idzas. Shair the reoort session,
commant rg positively o the (deas offersd (not, at thi= point, on the language usesd). Than
gek them 1o decoe ir pairs which idess 1o nominate for silliestfur -iszvmost probakle, snd
ta4e & valz.

Faol oL B Bepor Ces Eithar ssad them the ariginal stary, or maks coples acd et them
reed il slerty, Tren discuss whoss story s the most sim e and whestbe yau orater i

viarsicn or the ones tha slass invante:

Task Twa
T promabs mare [2nguage use and deepss processing af the e, ask sliudents in pairs ©o
ralell ar rewrile e criginal slary rem memony as 1 had appened lo laem

17 meassary, wiite: the story stoocture on the boare

Sitvatic-:

A G e garden, pof hoigry, wenlnlo e Kichen

Prablem:
Solutian:
Einling Py T A B ey

Flanning and Reoot Tewo Afer sernaz planning im:s, leames tske oms dooread out a oait of
the r varsion of the sfory. Otsrs comment and sugges: impravernsnts Befora moving on o
the nest bit of the stany.

Falavi-up o Beport Twe Lea ners read the S1on again o seq wizh pair riememnberac best,
of i ecemipaarg 1re elags wersinn wd e nrigin

Lanquage Fowus Let studenis mead t-rowsah the original story & couplz of imes. Ak them o
loak for the wards and anreses tha: signal the prozism (ol .., foo smal io . L the solution
(an 252y oralt and the anding ikepoiy. aa n Mey &l fived hsopuy awer e

rra @ heura to ke same words siude=ts st don't know. Encsurage e o guess
ring froen ches et samddo b
7 Farl. Cen't wasts time discuss ng wousual words likes slasicorod a quick
darranziraton will do.

sirerabizzal Ferern [oag dny

Jiviry i it b snarmee podbein

Cortinue with some inat allh of the J'l3||I:I'|'\.'II'Ig SSimitiee which are grouped under firee
sravting podnis. Learmers geisrzihy gain o working In s and hEving a language
nolsieank Al b el down uselul phrases ano pal enms
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Mesnlmgs

o P alaud Tive whale olirasss ralarisg o faad | ey Hoiig e heeae carmialiy m Do
s

* Find o time phragcs. What othzr tims prrases can yod make with the sarrs patte-ns?
eg =i dey, &Y niohs affsr a momanr s Resfatiandoorghy raifechon.

= Find four phrases d=noting gaig o from a place. Which vert takes 10 prepoaition?

Word or gt of word

# Fird v mea ook four cornpleks preases o Ehe fiesl paagrap with e 2nding in-iog.
Madica the oosifion of each -ing word. Which beo begin 3 ghrase” What abeus the las: ona?
[Thiz shzukd give insg 7 info the namasive slyle of sho atorise.)

W I B WA P Ak U mcsag. Wiy hea he weler choaen hac deea piaging
[t Fast Perian Gortinucus e e [nan was maping [Past Gaminuous)?

w ek + g s cornnranly used Tollowing @ presosition, enowilfioo! oo, alice reafsnog,
beiare eshing, o baong. Make ug three mons phrases lika this that covld it int the stary
ag Afar pleying cuizide all maming

= Harz are five examples froon the stary witt tne word fe Think of what s means in each
carge, WWNCh are ig wery dilleosnd o he olbars?

sl fon P

fext el fo oy o conr

piasfsrad hig bread o the wa!!

iiaed Sart rands fo e s won

vl i gl i piay

w Use e pacler oo Sma o an b Dyaur pankee be things thal were brue for vou when
ok e wou g, 2 Mo wee Seao m Lonsdan, Vweses foo gy oo o e oisoos

Uzeful phrases to build an

MY hree-lRa-akd Sroiier
wirie thees or folr similar tage phrases desonn ng people you ko

Falnticer ooy, cusar gnd

Tr=s=a noun = noun phrasas are vary commer in English a7z German. &qe thay commaon n
wour larguege? Try franslsti~g some af the examples Below ntz your languege. Then. with
yoLT paTner. nake a satlence in Englizh biat edpairs sach ore in fa0 0 efles helps 1y
begin wl tha Bral neor.;

i it P e sl i a i enane o g PG g gt el drnds
ioe droy

28 Craam +an

ot gone ke

RSN EQUARe s shooeet ocing

Starl o collection of newr + noun phrases in yees angesgs roleboox, hawspapors s full of
tham

Dictionary work

® & Jzied expresainn Same aver iz fare Lika many English womns, evaressian has three
vy dissined covmncan mesinings | eok hese apie a gand diclinnarg sl senses can il
bz made plural? Copy down fws o trres pRrases you liks

* Tha parssal vero corns cver has severd diffsren vEes: e one used inthe text =t
rrast commen. Suess the mesnng of oame avsein these sentences and then ootk the
rma3Inings in a o chanary.

E R HE U TR
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L mel im o the bost coaing avar
The meaning doesnt rms mesr very wel

Iz ged ot zanple acivlies shows how neh $ven & sher 18 530 be inos peential o
corigualise grarmmar, The aclivilies not only shed Tght on e ngagggs in this est, but
help learners :o move outside the test anc reflact on their own [anguage exparienca, as thay
firc anc ganersia their own examplas. Simils- actvities o5 be baead o the ransoipion of
& spchen inetsatian.

Coareabiuires Janel ke

TEL rests onhe oremise tha: earnezes leam though gired experience of lanquags in uss
[mzosuna) ard through using languaze for themsahess {uss) In TEL, learners star witn the
tssk, us 1 whet they csn af the target lenguage and recal ing what they know from previous
lezzons o Bieve the task oolcame. Then they improve Bair languade eing the planning
and reporling prases ard buld an and sxend il during e angusge locus conpanes.

A bzaceers, mihor than spending Bme presenting and practising sne structure o patkern
(tr= equ valsnt of parfecting the laying of ora Bdck), which sema studants may nad ba
dervaloprrantally raady for, wa are helping leamers 10 notice s whola arrey of langusge
features 1< the Hop2E tisy will recognise thern when fhey see or f=2er therm 1 fuiure
ENGORLAEE [N this way, wie help them gain msights gradually rathe Than fams e
unrealisic aim of expacling ber b leam structares all @l onee We ane not givieg learnans
bricks to build & wall - wa ans sowing seads, wataring them, and waiting far -he naw: showar
te halp tham grow.

Lightbawr, Franc Spaca, M How Cangiages sre Leamed OUF 1993 Nanzn, O Teaching
grarnree in cenlex) Cngiai Lamguge Tevwdivg Jowmdd WolbB20E 1898 Willis J A Frarmowcrk
o Tuwk-Goseed Lesrnimg Loogrozan 1235 Willis, J and Willis, D Chollorae acad Shamoe v
Language Teackng Heinsmann ELT 199€ Skahan. P Second Larguags Acgusition
Research snd Task-ssad [mstruztion i Willie, J and willis, O 15596

Jane Willis teaches at Azton Univeraity, UK, on thelr new modular Masters in TESOLS
TESF. Her ks inc lude Teaeftirg Erngilsh Theought English |Longman), Challendge
arrd Gharge in Language Teaching (with Dave Willis, Heinemann), and A Framewark
for Task-rased Learmirg (Longman).

Thia artele orginally primed in izsue &9 of the English Teaching Prafessicnal, Juby 1898
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dnreenaiang! Jolera! I E S
of

Enplizh Simlies

LImlw BRSO SAURTLY wwrw uiesfenppinlipes

The Whats. Whys, Hoewsand Whos of Content-Based Instruction
in Second/Foreign Language Education

WARTA [ ML FASE
Liniversity of Murcia

ARSTRACT
As annstracnonal prachice noseccnd and toreign language cdueation, conteni-oesed msmuetion
g fully revohodorary paradigm, boa spiv-eappoones which derives frem the eealution
ol Commanicative Language Teaching, Sharing wili CLT the same Tundamenlul principles, CH
Traezs il idiowsnorasy on promolive G wse el sobject matter Do second/foreipn lon
wachimg purposcs, Lhis amiels aims a7 explonng tac navare and scops of the contont-based
mcthedolomcnl framoewerc —the whels—, the theareteal Gordatians that supoor 110 —ihe
whne— it the i Terent protslene models Tor apphcation i complimmee wilh parameters such
A irslilubinal requirsments, edosalicnal level, and Die oarimeoler rewee e idgect el instroclie
the hows, Additienally, it wall also undertake a review of a coplows namber of reforcnces
selocted trom the exisnng lfemature, mostly coneributed by rescarchers snd oxporiencs
practitioners in the Beld —he swhos.

L
I

Ky wounms: languare education, languare teacvne methodolosy, commuonrcalive Tanzuugre
Lleachine, content-hased inslructior, conlenl and nguaes intecraled leaming.

L INTRODUCTION

The lmuacre pecdamey arend can by no mears be coneeived nowadavs withoul "lhe very robust
conlribution ol communicalive methodidogey o the lnguags weack ng community ™ (Piea, 20040
43 Albwgh some ather allzrmative approaches bave eroerped inorecenl vears —such as e
Tesical approoci iLawis, T3 and tha conlast approuchdBex, 2030 — il is comimonly apieed

* - - . . — F o - . -
Adddrmiaiod correspeadeace. Departaoenisds aia Tnglosa, Faoulizd de Lobes, Cam pos do L s idensed), 3007
Plurcia, o ol WaE- 33010, Fookal maduvigd@iunes

Crboeme s Publicesices, Diiversidad de More o &l rights resceed BEE ol 201y 2o, pa, TR
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T4 Marisz Deefiar

thal the lundamentals of semmunicative larpwaze eachine (herealler CTLY have remained
Tew e by aperativng] Ter (e pasl three decades. o line with this, Richards 2002 3§ sloles thal
CLT ™ aas survived inmo the new millenninm. Becanss if refiors to a diverse sor of rathor goneral
and uneontroversial principles, Communicative Langoage Teaching can be interpretad eomany
difforont wavs snd nsed o soppert @ wide variehe of slassronm procedimes™.

Agpording o commuicalive prineiples, alaming communicalive cormpetence that wiuld
allow Teamers wr operate ellectivaly in the new languaps war el ax the main poal ol inslruetion.
Arthe same tme, using the lanevags to communicats was seen as the besowey w leamn it Linder
this canon, meeningtol communication became both the targe: woreach and the mediom todo so:
L1 theretore came ta retir to both 21m3 and proessses in andusge wachmg ane loamimg, In
hizhly broed lerms, the major ourpsee ol the cormmmumicative proposal hes been ' the elabseaion
aml ralementatanalpragrarns and el edolemes tha promore the develomment ul Tmelional
Laaguage akilivy through learners' participation n communicative svene™ (Savignon, 2002 140,
Fivs mueans than choere s never cxostad any single sel insong commumcatice methad, any
standardieed svstem witlea haedatzonegeinect ol achigues and procedures or —e use Brown's
plaselil tecminoloey — | oy prepacked slinie™ (Brovee 20020 11 bal weold seively auusmoes
imneclizte sucsess in languaze edusation

The prescnt-oay applicalility of CLT i3 perceivad with a ceo-Told projection, On the cne
hand, the basic CL'1 framework —with the natural adaptation o comtemporary wnds — stil
shapes enericular planning, s¥Uabes Cesign, methodological anidelines aad marcrial writing. Cn
the: ather haul, a3 Kodgers pomis cul,

Comnannightive Lammigoy Teaching bis spavmed g nomber e Qo f-choots thet shace the samy busic
sel ol prineiples, ol which spell sl philosaphical details oe envisien insmuctional practices n
samewr izl diverse wovs, These CLT spineolT approaches malude The Salaeal Apgooond,
Cmnperative Langoage Leaniing, Content-Based Teaching, amd Task-Based Teaching,
Rodgers (2ol 2

Aunagye this arcay ol comcuicalive-based  metlodological opuian:s caoiwly al our
disposil, Contenl-Bazad Teaching  or Contert-Based Tnstouclion herealier CBI L as il s mace
commenly knoan— i one of the opfions whose " popolacine and wider applicabil ity have
wereascd dramaticaily sinee the carly 990" (Stoller, 2002 1070 The next scctions af this
article wall alemnpd be exnlore the conceptoal descriptions of this parsdiome (e wrarsh the
thevreteal imderpinmir s that suapor it (e wehys), the cilferent pperative imisdels avadlable (the
lowesd, and the moultiplizity of scopes, Saues and areas peparted by an axtensive nmmber of
Authors as mthe existing litersture 1 whas),

Il THF WHATS: DESCRIPTION AND RACKGHOUYD

Conent-hased approaches sugoeest that optimal conditions For leasing asceondtorcipn laipuase
cocve when both the tarser languags and some meaninaful content are inezeated o e
clazgsroam, e languaee tercfore being bath an inmediate object of sdy in wself, and a
mcdium tor learning A particular suljcst mater, In content-bazcd languape toaching, theretore,
feehers wse contenl opes rether caan gramrr meles, voesRulary gpoeres, operadve Tmetions
et contesiual sihanors as the Temewers Tor msiroction. Many dilferent vel compatible

[ e v e Pohlicacienes, Liversidod de Morein. &1 oighls reseraal. AN vl 4 01 20, i TR
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The whate, Whys, Hoews ard W has of Contens-Taved Tnvtruciion i

definitions have been provvided, According to Hrinton e #48, CHI i %0 ) the intagrarian of
parmicular contznt with language teaching aims § b the concarrene weaching of suljoet marter
and sevond languee Skl (Bomton ef al 19839 21 Leaver und Stryher (1980 270 pdeline CRBI
s b insLre onul approae] inowhich " knpgugee profvieney s achisved Te shifling te Deos el
he course Jom e leaming ol lensvage gee se Lo the laacning of subject maes"™. Shoot {1993
&25]), tor haer part, states that "o conmene-bazed IRSraction, [ANEULes TCACACES s SORICHT TORICE,
raiher than grarnmar rules or vocabulary hais, as the sealTaldimg Tor msoueton ™,

like the prnciples o CLT frr which 10 demives, ©B1 canm be conzeptuslioed usoa
lixed, imrmeeatdle methods goie cenbeeily, i is commamly perceived as o Mexible operalisnml
Trameveock 1or lanzusoe inslructioo, with a haterozenaity ol orototype moedels and application
apricns available for dittferent centexts and pedagogical nesds, Authers such as Stvker and
Lggver (19% 7 3 viva: the paradigm within anoample perspective wmd clam doal CHE s o ruly
and halistic appritach e foreien languaee education . (which’ can be al omee o philosophical
arientarion, a ewethedolocizal svaem, 2 svllabus design tor a single course. or 2 Jramessork for
ar entire program of msmuetion ™, L0 a praviaas wers, aese suthors agres that CBL proposals s
hounet Lo el foar besie chareeieristios: (sl sadfer core —Lhe Tuncamental organicaien
! the curmiculune should b derivesd moan the subject matler, rather than rooe Groes, Dmelions
or Zituatiors: (U s of authendic fexf—ihe coro marerials otexts, vider cipes, aodic recordings,
visi aidss mlel ] shenld be selected primarnly (Cweugh notexclosivel] rom those produced Tor
nattvs speuhiers of the anguage: (3) Jearrdng of wew formarion —stmlems <houll use (e
secamd foreipn longunes ke leuen ness nformaten aod e evoloale thal ilormeatien, besed on
hoewledpe of Dieir own enliere SO and their own emerzing calural [Berey o the second
enlture (T2, and (1) apprapriaie o thegpacifie mesdsaf siudents —the sapies, comnent, materia s,
arwl learing activitics shomle cormespomd o the cogmilive and aiecive neods cOhe sioden sl
slisdd bre wpprops e W the oroliciency level ol e cliss — (Leaver & Suyhaer, 1989 271,

Aozt the cuestion of what qualities as conferst in CBL L is vory conunen Zor it te be
some kind of subject mateer related o the students' owen aeademie curriculum i primar,
socortlary or lerliary sduesion, The seeond or Gregn langoage can becenseguent s wsed as the
peedivn ol inslruction G Tilesaduce, Bislors, mothemalivs, scignce, sceial slodies, or any oder
academic sulject at any cchizational conext or lewel, heverthelsss, this is not the only opricn
avatlable tor, 15 2ome authors sogeest, the content . L L noeds pet e agademie; it S50 meluce any
topiz, theme, or non-language ssue of meenest or imporance tothe learmers™ (Gencsss, 19494 31
In P, sy comlenl material ha s cognitively engaimg and demanding Gor the [eamens, ae well
as appoperiate Lo thaie lingooslic Tevel, can Te wee] Lor nstreetiona] purposes, O e occasions
whan itdoes noteonvey any discipline-specitic camtent, ane commoen aptian Fxeeontent sclection
1% 10 ¢hoose marerials which can provide backeround krowledee on sultural ar sogio-culural
tisues, Lhis version, which bas been wenned os Clonlenc-Eomiched  Tsoeetion (Bal lran, 1900,
haz alzn heen proposed s a potentiz] glemative t overoome the somet res neglocted ceatment
aill memmalul socic-cullural o real-world mlormatiom ollered by some languase lexiboks
(Muefias, 2W2a, by Themabic spheres such as intercoliural  relalions,  immicmation,
mulicuuzalism or other global igsues can casily accommodate the necessary input a0 as o
provide stadeats with the appoctunits of learniite aboot s warld cealives whole advaneiog the i
langiage proficicney. In thic way, a5 Staller G002 107 painrs ant, " Throngh content-hased
imstruetion, lmmers develap languags she s while heooming more knew ledgeahle citizens o7 the

(I Servielo de Pubbeadiones. Unlversldad de Muorela. Al aghi veserved. LIES vall 4 (1), 2004, pp. 7305
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Im hroved termns, integrating lanpuage and contant i3 net a new phenamenon in the sencral
Neld ol edocalion, aliliiugzh oois a relaively conlemoorary trend in the pariicular area ol
seconds foreipn lanouags waciunp, The peactice of combining language and contert for otk
purposelul linguistc and subjecl-mattar leanme orizinaled o Canada gound 1%05 withan the
first programs n langnaze immersion cdueation develaped to provide the country’s Enpglish-
speakang veune population with apperiumiies b leaw Trench —Canada’s cther alficial
lamg e, Thowever, as g specile approach b osesond snd Torsien Lmezoaape leaching, CH s a
relative neweomer to the field™ (Brimon & Master, 1997 w0 10 Tist appaircd on the peneral
lanmguags teaching seone n the moad o lace 198395, end f Ras ganed netcasmg populanty
trcnghaur the 1990 and tha initial years of the new millerniom, cxpanding i many ditforznt
areas (or a variely of educalional proqects, and Deing widels used nomany Canadian and 173
mstitntions, Tn Torope, where the approach 3 commoenly known as Content aml Tanguage
Integraned Lesmning (C'TIY, the mcthodology les been deseribed Byothe Tarepean Commission
as Tan exeellent  wav ol making procress inoa loreion langoape™
[ Seurops el it conanded ueation/longoag e honoe bunl), This instiation s cortiboed 1o
develeping the nerwork Seroclic (weww eurnchienel), 3 forom for practiticnses, projoers and
proposals mthe arca of larguags ard conteat infezrsted leaming,

L THE WHYS: TNEORETIC AL UNDERFINNINGS

As one ol the CLT spin-oll approaches, OO inegrat=s the luedamental radoneles wnd
carpenants of the mothocelozical paradizm rom which it corives. Additionally, a nuabar o
heoratical underpinnings Tor content-based teaching and learning are asaociated with o varialy
of souress waeh provide farther copivical suppott to this podazogy, According 1o Grabe and
Sualler. " he rescarch which supperls OB spans dhe sange from soodies meosceond langosee
soeuigition. to controlled framing stodies, to varions strands of neseanch in edocationz] and
copninve peychologe' (Oirahe & Stoller, 1997 5p Thas, the research reportesd toaffer g
therretical hackup ol CIH 15 nol abways simctly Teied o the scope o0 hingusge leacking and
learning, as some of the arpuments exposcd are tvpically uscd to inform learning theorics and
wrstructional practices more generally, Howeswer, these arguments are diecetly transfemanle te
Tanpuaee teaching wd Tearming al alimiesl any Jevel and, pocticalicly, inacadersicallv-orienled
rram oulcommes can also provide

setlings. Turthermwore, the evidence of some successul pr

jirelutabda evidence ol the benelis ol CTEL
Iezarding sceond lanauaee acquisition rescarch., seme auaors (amang othars krasacn,
198 savignon, 1983 snow, 1Y93; Wesche, 1997 have suggestad thit

. dasecand laguage is most suzecgainly acquised when the condition: mirer thoz: preuem
e Fiest Lot acsuisition | than is, wehen the e ol instnsclion is onooezaniug cilhes hanoon
Farm; welien the languace vt B el jusd claoses the competence ol 1he aodoo asd shen there
5 sufficient pRuThini v o siLdenis oo eninge mn vl wee allhal Laguyss o rzlal vely
imxizly-tror enviromrmen)|

Lhipnir AR R,

A majur gaurce ol supporl Tor OO derives from the waors ol some researchers in the orea

al’5LA, porticularly ke the peaiclates ol Krashen and Swain. lnesdramealy abridoed werms, the
thearies ot krashend TYED, 144, 18951 caamm that sceend langeags acquisitien ¢ocurs when the

ARy el Pulticeienes, Dloiversichicl de urcia, AR righls osorvexd (1 B T THE B LER B
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lewmer receives comprehenzikle nput, not when he e she s foresd e memories vocabulary or
rranipilate angmmags By means of bettores ef rammar exereses, Aceording te these promises,
these methodolozical praclices whicl pravide swaderts witl mare comprehznsible inpol are
bound to b more sveecssful in attaning the desired seals, sinee leazncrs are mere liksly to
progross v their commmand of the new largoaee when they undersaml conwnl in chal new
lingmnistic code. CHI princi ples are clogely linked to these assurptions, as the foos of insemetion
i on the subsject matter, and nou e e Goem or, in Keashan™s words, i s on “ehar s heing said
rither than low  {Krashen, 1984 625 Thus, toenersal lerms, as 30me idher anthars have pointed
our (Lrenesee, 1YW Larsen-Freoman é Long, 7991k, high lewvels ot competenee ean be reachaed
in classrooms where the reel anaonge 8 8 madioy af commomiziien el than g alect ol
il wasis.

[11 addition & receivive sianprehensible inpal, researchems such as Swain (1985, [803)
suppait Uial, i ocder Por leamers 1o develan comununicative eofiaetene s, Ciey musl also have
The sppueriunity of wsing Cie nese enomees prodoctively, beh oraily and in wrilinz. n line wilh
thiz, scape wr producs cempeshansikle and cohorant outpur is constancly offored in CBL as
students are systemancally pushed o preduce language that is appropriatc in torms of both
canteint and lanzuage This ‘eutput hymachesis! which camplemants Krashan's inpar
[vpoithegis —has recently besnes tendod, arguing forexplicit focns em relevant and comtestis ]|y
apprepriae lancuaze Morms W supparl cenent-leaming activities in the clasaroom™ (Cahe &
Stoller, 997 o The maae of Tonm-conior, nlegranon’, as disiwer frome he "Torn veesos
vorient’ dichotommy, has becn diseussed by Coarrett o 19891, Lighthrewn wal Spada 1994, Swveain
{1995&), and Taranme and Swain 119950 The appropriateness of granmar expleitation in CBI s
reviewed in detail by Brinton and Heolten (20070 by cxamining the different argumans and
counter-arguments remarding ws peclinency wachm the approach, “The conelusion reachad 5 thar
vranmmiar nstruc oo 15 epuimally computiiaie with CBL methoduleey; Fartbeoznore, Jiese authon
suzaest a numbel of pedegozical zuidalines Cor integratiog aranunal b e CBI syllabos b a
swslerille wiy.

Cutside researck in second lanauage acquisition, classeonm Laining wesearsh also
sypanlts the offcetivens 3s o some nstrysticnal approaches commanly ineorparated inro CBL
Amarng those, roscameh on cooperative [carming, rescarch on lcaming stretegy instruction, gnd
research rexensive reading ere stonely ciached to CBTaond have prosvided owsoraling resul s,

Covperitive leaming 18 eeadily mocrmeraled inbe T as il s consislenl weith te ponls of
thiz pavadigm (Crandall, 19493 Fathman & Kesslarn, 1993 Cooperative lsacning requires that
small grovps of students (o to 3150 work gogether te leamn nfarmation and pertorm difterent
rasks. thus promoring scor group sepport and peer instruetion, Aanong the differcar aparesches
te eooperanye [Canmming (Facamgn S Bossler, 1903 Smanl, T Slavin, 1995 S, 9975, the
Jueumeration provided by Slavie (19937 seemes 1o be particolagly celevant, s i clas i
sigrilicent advancement in stodenl learoing exisls when studdents wollk in woups which
wnerporgts structured oljestives, have common grop goals, offer potential rewseds, pramoie
wlividuslieed responsibilicy, mol poovide cach idividus! ienothe greap wils equal epportandlics
[ suecess, Couperntive leorning leads wo srealer soudest collatomlion, moreases malvalian [u
leacninz., develops move posibive studenn alloibalions Jor leavning success and Detler aviludes
towearn sehisnl and learming, anc pramates preater self-esbeem (Slavie, 1995 Cuteomes noche
fzhls ol research i cooperalive learming sugeest thal, By inlegrating mpage anl subject maller
e [or parlicipaling s and asie e loeeel lenguees

leurning, stodenls ure olTered vpoorlun

O Sepviciode Poblicacivnes, Universidud de Muoevia. AN rghts vesemy e, LAES valo 4 (1 2004, pp. T3-H0
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with 1285 prossure; snorcaver, a cooplrative lcaring contoxt provides studonts with self-
confidence aod witl a stacting ool Cor igher work aid cozniliy e demands, Lo CRL classoeams,
[rracrices that allonw learrars ta wark togsther sharing responsibilivics inoardar to porform tasks
are widely veed. As Dupoy points oot sacall group work, feam learning, jigsaw reading, and
peer ediling are wrneng Gie nany eehioues 8L calls oo e provide stedents will ample
wpporlunilies b icteract, shuee ideus, tesl Teepoadieses, aod construel owledpge i0n lese-rish
farum™ (L, 2000; 20671,

L siraicyy insiruchion 5 also contemplanzd as highly eifeehve when meorporalcd
b CTHL L e weeds ol Grabe aoad Steller.

CHEL apprenaches provide ame of e Tew sealmic wpliom for pramoling, the sdeselmpment of
strategiv leamers within s kingwae-loiming corricy v, The content compenent of o venfent-
haaed clnssroom provides the extended colerent marerlal info which steaccgy ingrruction con be
ovtegreated and 1eeyeled am a daily hasia, Thus. CBI approaches, wiich promots the imporiance
ul stratemy leaming, provide the cuericular reen rees for development o F ihe stratezic Linpnape

{amd eonient] leamer
Ciraie and Srtiafer (i499: Fi

Accanding Wi these avthoime, research mthe Beld bas vert Bed Ceal strategey learnic e wirss
eplinadly velien it is icorporalsd witlin te cepularcurrioulun s o vonsislanl Eatire ol content
and Jangmage instruction. Supoot for the bonetiss of leares strarcos training een e foond,
amiengr ethers, i the wearks of Teown, Pressley, Wan beter and Schoder (199475, and Pressley and
Woloslyn 11993

A exiensive ceading s an infezcal pat of CEL some fodings in exngive reading
rescaren have alse clared the henefits of this methoadological approach. Stodics nothe sres
pruvitde cvideneye that reading of coherent extended muterinds promotes lenmsgs develspinent
and ceolert learning, Eley (19910 his supplied souod evidence e secoud g leceien languspe
leaners wlur prowtics aalensive reading aeiess a vaviele ollopics increase el boneoaze obilitiss
in the tour basic skills, cxpand their vocalulary, aad acquire sreater sontent kaessrlzdpe and
hagher ot aticon, In 1281 glgsass, students chEage mreachng copion s amounts of material melated
wi the cantenl selecied; musreaver, an sl oecasiomns e malerials allzmd e nol Tonitsd L
cenventienal textback comtent. but make sz of a wide vartery ot viable exts feem ditferent
sources, thus |.3-J."CI'.'|:".IZ"Ti.l'l.,'=:I student antancmy and Zmpowercnt,

Mersyaanye support or contonl-resed approdches i3 also Teord o the felds of cogmiive
and educarional pavehology. Accarding to Cirahe and Smoller (1997, five potentizily intoractine
rescarch arcas within these ficlds contribete to prvade endersecment for ORI cognitive learming
thenmy; depth-ol-processingresearch; disconrse comprehension processing researchs eetivation,
allegbbion wncd wilzrest reseurcly wond @xperiis2 eszurcl

Cognitive peyehelogy tovea ls that when students arcosposed to coherent and meaninpefil
miormation, and when they have ooportumities To elaborate the elormation, ther inkages ane
more comples aul reeall i beher (Anderson, 90 Mareover, rosearch W leoming theors
CAncersi 9937 e frees eaching approacies wehich comebine the development o lanzoage
and content knew ledae, and practice in using thar knerseledpz, Jo accerdance with chese heorics,
CBL promotes extended practice with meanmgrtol contesr somgomed sath relevant language
learning activiies Odaohan, 18500 Tang, 19975

Research in depth-olprocessinge CAnderson, FOS0; Harsaloe, [992; Salling etal, 95879

0 Seveicio de Publivacienee. Loiversidadde Muegin, All vights reserved, FAEE vl 401 2004, pp. 7348
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sl han the prodentation of coherent and meanrefol infermalion conrhoes e deeper
procus g, s tha deeper infommsdons | processing prometes: bt g, As Ciem e and
Swiller poietl oul, "depth-ei-processing reszarch lindings are consiztent with COL at appinach
it by datinition, promotes axtendzd swdy of coherent content and relevant lanauaze lzarning
aotivitics, Lhus, depth-of-processing rescarch provides support tor the integracion of language
and eonfent msmaction® (Grabs & Sooller, THIT- 11,

Sloedes i discourse comprehensiom processes aller poveriul suapert e CT ag el
since ome ol the paradizm mator poals 5 o ek information available throuph moluple
pporienities o woerk with varied el cohecenttly developed sets of contant resourees, and 1o
recycle thal inforrmetion with different procedores and technigoes, Tiscowse comprehension
proeessing rzscarch bas demonsteated thiat intormation whcl i3 moes cobarantly presented i
terma of thematic arganization is casicr to remembker and pramotes improved [caming (Sinper,
158000, Furtheomaore, tesl inlormativn Ul cirectly describes and endurses the opic el te e,
and information that conneets to calated tepics ar aveas, ace mace ezsily leared and recalled by
atpdents, The cittarent wars i which thar mbormatien is wdareonnected can alsa assisn learners
tiv e the information in nee conmests and situatiors (Spavooes al, 1970 Faally, research o
discueinse cornpreliension evidences Uie relevance of both verul wnd visual reprasentotions ol
tnlematien i order e iinprove e memory and recall of stadents [Sadoskn, Paivio & Goele,
1997,

Motivation and interest rescarch bas fownd out that " maotivation and intorost come, in part,
trom the recegninon e (1) ang 15 actually learmng and that (21 ons s leaming somsthing
valvable and challenging that justifics the offers’ (Dupuesy, 2000 2073 In hne wath s, CBL
ailermpts L respoed w the necd sand inderests of lewmners by fecosing cither on sekject matier tha
s related o Urer own pedazowical or acadervic nesds, or om contenl spheres which are associaled
wth the sludents' cognitive andalleclive preferences. Research claims as well U those sLucdens
wWine ale mofe motivated. who develep an intereat in learning aims and practiczs. angd wha soe
thomsclves as capable and suscesstial students, [earn moee an obtam berer results LA lzoander
etaad, 1990 Tohias 1994 Krappesad, 1992, Fathemers, aceenoding to these authors, studonts
with hizh levels of pwtivation make mace sophisteated claborations with lcaming material.
LEPEARC COnelions amana content intoimation, and ars abkle o pecall Infnemation eore casily
and beriel

Finally, rescarch in the area o7 expertiae bas alse contribeted oo soppert CHI parsdizms,
Mereiter and Scardavalia CL093 ) aroue (hat espertise s a process inowhich sLadents reinvest thar
krewledie ina sequence of problam-solving rasis which begome peosressivaly mode complex.
Mg learners are expesed to growing complexicy i aotivities, their learoing acvances and oy
covelap intringic rwstivaticon, Thos, they seck conneatinns between sets of information, acprre
relevanl skills Lo accemplish sk, and pan famehiarity with prichlern solving, Thith rolivalion
el ewpurtise wee Gnnd ws e widely addressed in CRI

Acavnihesized vel comprebensive revision ol e penceived benelns ol CBT s Deaoad in
Grabe angd Steller (19970 the conclvsicns derived rom these finginas lead these avthors 1o
stmgest seven raticnales for CBL tha can be recapitalatad as follows:

| i oirleri-bused clusseisores, siudends are es pesesd Ds o comsicderolide amoml e ongua e while
leaining content. This incidental baisgoage should be eoanprehensille, linkzd to their inuediate
mebor bearwdngand eebevantbo cheir mecds.. .3 In conben t-hesed classvaom s, eachers mud smdents
viplore intervefing comrend while students arv enraved noonppropriste Einguase-dependont

2 Bervicio de Publicacimes. Universidad de Mureia All riahts resorved. LAEE wnl, A 2004, pp, 7300
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aerivieizs . . b The peso'tart langaage learnirg setivites, twes27ons, 20e rat amitizial or
resamingles: viersises.

= LRI e oo oad e el leane N slaede i ane il gaeful III?_.I.'H.'\-:”I.'“ i lidiza] wichin
releeoal discounze conlests rocher thanas i nerls o) Tk C1 allaes Do

= lariusge instmeton, infezrared ity corfens inscmeson, Do relevane and pormpesell
vanlanl

3. (.. Toe use of sokzreoly developed contear sz 4 atdents o call on heir own orlar
Rrealeclze o e il ool 1 sl antznt o erl

1. (.. HImcontcrt-besed clasaranme, smudarts are exposed rocs nplex indnrmation 2ad ane i v ved
i i w1 owndes avbich e Teid nooedesie mnliv e,

i, LRI elf wel 1o steabepy irsemarion and praciec, £2 therc on’t pazally oquice and

wr avmass virsing svaeolang e a5l
e oand ndopeobility <o e Built inco the earriculom ord ocrivicy

oyl nzanant s
i, UBL alows o i
SgUlicos.
; LI _grals dleed e s gnl-seo zed clissrom aclivilizs,

Cirahe and Stoller (10ET: 1020

1V THE HOWS: MODELS OF CONTERT-BASEDR INSTRICTION

[Prosorype moedes of content-based instruction ditfer in design and implementatien depending
am u meliplicity of Tacloms aroong wimel: cdocalienad seiting. level, and the naone ol msiredon
ure el primary relevance. cme i
wherens olhers are mere tepical 1o second lungumee sovtests, These wre 8l well-developed
paradigms whichhave proved w be hiphly successful al the elementary selicul level, while others
have deronstrated theireprimal cffzetivens s at the sceondarsar poal-aecondary leve.s, Coually,
the variable degres ofempagsis puton cifher langaggs or contynd tEt underhnes cach particular
prosgram afloets G matore ul the madel w subsanaal erms, genersling o conuanour swhich
rlices "eomtent-cdriven” models alose enc amd "Tanpuage-drives madels" at dezwther extremire.
Thiz centinuum i3 envisianed by Mot {19907 as tollows:

el vre cormrenly iplemented in Soreizn laneeace sellings

Content-Driven Language-Driven
- - e e e e e e MM imsEmiEAmamEmEEmeeEmmmmmm mm-mmemmmmmm el R W e
Tortul Partial Shellerad At [herie-Based Levnpumye
BTN

Trnmiersien lrarnersian Ulourses Wusle] Cor-es weil's Treyuenl [Ta

ot Conrent or
arggpe Practics

Fipre 12 Content-Based Lo Teaching, A Continwwmn of Cimilent and Tangr s T epraisomn.
bt (19949 7

Altwogh e armcunt ol and emphasi= on languase ard content varies in e models
shiorwed abrove, all paradicms incorposute Bath componeznts oo svstezosic and inlegrd maneer.
with cxisting mdividus! pecnlizrities copending an the ohjectives of the coorss or program, the
farge stdest populetion. gnd the partioular iciosyrerasy o7 the instructianal centest.

In the [llowing parageashs, loar well-docomeed prowotvpes o ooradicms wil be
desorined, startie will an accownt of the natuse oF immession edacotion s as b envision the

CrSeveln de Perlicaciones. nivorsicad de urcin All dghts reserved. ARUE val T 2004 pre T3-N0
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mazt radical modelafCRL and Caen maving progresaive e teaaed more fevwin o languags-driven
Tramearorks,

V. 1. lmimersion adncation

Fzaching aril learving concepis and ideas s e thal 15 a0l one’s awn s aeedle 2 nee
phenemerom;ir fact, a5 Cummins points oul, throughont he histony of Tormal aducaion the e
ol an L2 asa medivrm of instoaction las been the rule rather Jwn the esceplion (Canains,
ZO0MY, Howeover, the tirst well-dacumented prazrems suajeened tninrensive Inng-f2rm scritime
were the mrevalive seperiences develooed r Moenimeal, Canada from 1T96S omesards, mowhich
Lo s ol rnenalingual Loglishespeaking

French languapee wos used as D medines Tor the
children. These procrams ex pasded saccesslully troaghaut the restolCanadaand iz LS In the
snbscquznt decades, The inmersion paradizm is anc of the most carctully reszarchad languags
teachimg madals in promery —anmd sametires socondsry — cducatinn{OCummens, 17 Gonese,
1887 Tolmaon & Sweain, 1997 Relerring o TRT arazrams v he 115, er instance, it has been
pepocted that immersion chldien at early educational slaass "eorsisieatly perlar al or abave
vracde level scholusCoally, ure oo pas with their moselingon] peers o Tnzlish languape
developrient, acd by the end o the slementaly sehool, beceme Iunctional Filizgaals™ (500,
2L 305 Wariations of immersien programs develoned over the vears dictor with respect o
The armoant ol iime e seeonddSoreign leumne 15 wsed Torins meeoion g the grade mowhizh e
wreram commences: additane ]y o e by mmersaen cases, ere sre numenous preerams leheled
i middle’ or "delaved' immersion, and late’ inreersion - starting at e end of elemeantary
education er e beginning of'the secandary lewel Adthaugl the amound o eaching whe tavzel
ANEIALE s wary, IHis anmmarythar e least 50% of curticolar insmetion ispeoveided inthe new
target language, Many of the cxparicncss wepened in the existing litcramere in the feld refer o
irvmersion pragrarns devehopec i Canadg ard the Lsgdiemadel, wewever, s widely operalenal
all veer Die wardd (Folison & Sveain, 997

IV, 2, Sheltered courses

Sheltored conrses 2re ""r‘ COMITInn i" i \'ﬁl'i:‘.‘T}' I'!F CNTONTA, I'I'I'.'I:\'Tli\\.' at 210 '|d*|r:,' i:"II'I _:'II}S‘I

geconcary leves, A hasic defmbion ol the made slares that A shellerad conlenl-hased course
14 ght in g seeond Borgege by g conileny spesinige iea group of Tearnzrs wko have been
sepregibed of shellered  Com palive speakecs™ CBrinton, Soow & Wescle, 1958% 051 The wom
shelened' derives from the intanded separction of second language students rom cative
spoakers ar'the target langrags for content instruction purposes, Inshelered instructon, lectures
we comnmninly aught by ocenlenl instruckvs, nol Emeaeage leacherd Conlen. wslroconrs,
rever heless, are required B e aware ol the beygare needs amd abihines of the leamers, gl
reed ke [miltareesd with the wiosyecrasy ol b measpe learmme process. Some oot hoes
(Gallield-Vile, 199¢), however, claim 1he likelileod hat the waoeler: may e lanouaze
toachers with subject-matter knowloc g, or rstmcmors wiorking aallabararively with angnagpe
specialists and content speeladsts, Inorder vo meet the desired seleeted teeching goals, there has
Iy b am evadent seecmmodation of the wstroeaom et sludenis' level of aroleieney o e
lanouage, comenl, hewever, is ool usually walered Jown, hos comaining e same components
asarecuar subject course, Although a primary coalol the made. i3 accelerating the deve opraent
at’ language abiliics thr students e reach tac course aims; it 4as to be kepr in mind thet he
averal | perpose af sheltared conrses is facilitating eonnent learring rather rhan anzvaze lcaming,

U3 sereicio de Blizaciones Loiveszica de blancia Al Aghts sowereed LAEE vl 0D 2004, pp. TG
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s U rnonds] conslituwesore ol the st comtert-driven: paradiene within the weneral [Famaewers
ol CBL

Sheltered vourses are crpreal olsecene, languwame staations rber than ol Toneign langusgss
inarrctien, The ealy shelwred sovrses in past-secondary ccueation wars ariginally Ceveloped
ut the University of Orwewa o Canada, a- an o altermative G Uw tradidomal universiye foreien
languags elasses B non-ranve speakers {Edwoards f f]:__, 195E4], Ensuing experignass in mgny
dil et conlends have bean vepanted in e axstioe lentuee: Gallield-Vile | L996). Tar instunce,
nllers ae acoomd ol a move updats] experizance in g shalteced Sociclosy course devaloped in
order ra bridee the peeccivad pap between the standard AP (Cealish for Academic Parpeacs)
conrse and the nocmal first=veer undergeaduate courses at universities e Britaine

Threugh the =wapect o seciology. the mindel sugeested here i desioned o develop Lmauagy and sl
sk, :f.pccfally acidonie writin e lix o |l.'_s-'_i'|-\. |1-'_.- |mk‘||g al b szl ssieraes i B |> ani
cnmings the mecheds efescarch ueed oy socicl svienfists, sacioula T sociolzgiaz, After thar itexa nines
maior thearetcal pergect ves wloch shee lglt oo issoes such as socml siresication sl seen: class r
Sritain, ard coneepts ofwenlth md poverty, crimez and devianec. The major instivaion: are also cxamised.
including he poh szl stz thenmiss necia, apcveies o secialeoe b e P by, o2 scanion and relgo.
lsecame the course marsics subiect comeor with AP contens, an AP syllazas = writhen alongslis the
weoncnt sy lalws, highlighiing ks el as.

fegding: Reading seciology tesits to identify main and supporting idens. examples and  details:
direrzaating ketween lovantaad ireclevan afrenation: skimoiagaad scznaing or key ideasy cading.
suewrariving, umd reintegrelng inbenmation o diegeemmaic ordderifving bay inoweien lexl
fallpwing the s e alan armaniont,

Frgrine: Wrling svrn aries;, anderstaading easay Tleg plaaning 2ssava wiiing casavs o LA0M-wnad
lemgln, e alions, s s it ol anreet e, weone espneilon ol sgane aan,
Lertevong: Listen'nz o anc-hour acadamic lactures and erasping the sist of an ausal soxn with ceomplox
laaguage: diffesznt ating Iotween Fact and apiniong pecscating aveal wa b a diffceent Taan.

W AR and andd A Answeringe ql.:'-ili-:' 15 sl ;;i1.- nar 1 fermin e Bl mwing A leghi-os & vinig
apinians; vzing convessational discourse stegteplzs for Daenupticg, Holding the fless, disagsccing o
Lt guitfi P e estines el leabon, gren i shon s sgrmmmaey oo s Everngsa 1

rEen-
nunutz peepsned Seminar present: Lon sy, vl o an s socinlagicgl tape.
CruffedatVite (aoue; 04!

Ihiz eoyrse ditters from 1 regulae "Introdustion o Secielogy” eourse no? e the eontent,
which 15 parallel for both the ordwary snd the shelizred verstions, bt che prosision made o
vope with lmgnsge aspocis notonly o order b i litaie nom-native stodenls’ porformanaee e
suaeer anca, butalsa tohelp them pregress intheir languape skillz, particulacly inthoze acadomis
abilitics ¢zscnrial tor suceesstul higher-level study, The course sould therctors soree £3 & most
helplul oridige betvvecen skill-hased AV courses For non-native students and regolar unmversicy
subiecl-mulle: vourses.

Al claiee thal, whan properly developed and conductad. sheltared courses can oller
avery ellective appeeach Tor inteprating languase development and conten: learting tar stuglents
vwhose language abalities may not vt be advanced enoagh tor them o progress successfully in
demanding mgher-level contant courses aviainally dezianed tor native speakeors, A potontial
hanglicap for the imple mentation of shelered clazses, however, could e the ek of availahility
afeither content aprecialists fanv lisrized with the necds and demamds of stodents with limited
pperational capahility e the languaze of mstroction, or Taneaes mstrocters with the alequare
Fackgrimml for teaching real coment discphines al secomdasy or umiversity level,

O Rervicis de Pablicaciones. Universidac de Morela, A Cghes resemed. FAE val 4 {10, 2004, pp TR00G
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[¥. 3. Adjunel courses
The adjunet model constieates a mors sophistieatcd patern for che intceration of language and
conlenl, becawse adjuncl classes are ool implemented or Lheir vaeen bul i al assislog on
existing regular sulject-matter class, This madel Tins eainly heen Doplemeantsd ol e universils
level, although zome cxporicness of itz etfcotivencss at accondary school level have boon
repomed as wel | wegresska- Kosalosk, TR althongh the sdjunet ozl miznds o comney
u prurpase lelly desicned lanpusee course willooreeoular acadenie wourse, the lareel mohience
et thewse students whir are snrollsd inothe regnlar comienl crurse ot wehie lack the necessary
[AEEUAgE comPCiCnes o Progless enccecsstully in tac sub co-marer proficicney unless some
adelitional aid 15 rovided, Dol e resulac disclplios agl e adjunst slasses share o concion
coeqent bisis, allloueh ey vacy wn the paciicaloc Tecus ol sboction: whereas he contenm
insmruster focuscs on academic caneopra, the laneusps wacher comphasizes languaps skills nsing
the academic comtent a:s the backzrouad i which  the languags learning proecss s
cwmlex i hece, This, the adumed coorses work s suppoem elesses Tor roogae sobjoes maflor
conmrses and, accordime oo diferent aothors (Snow & Kamiv-Slem, 19970 ailer excellen
appnrtanities e develon the academie sizategios necessary W sope with real academic content.
Firsr of zll, the langmage componenr of the ermrse iz direerly linked we immcdiate scade ie noeds
of studants, cquipping loarmers wiry assistanes w0 tasks auch as rovising names, writing
assIETIen s, preparmg e lesls ele, asowaell as aiding them e advance o the comeploal
Dacloground neecessare L arderstond te content eeiterial, Addiliooully, (e facl Caal, besdes e
adjunet caurse, stodents ave enrollad oo paralle] academie suljest maler course i which they
must altain 3 passing grade, helps te inereas s metivation for learning both Janguagc and content,
Adjunel classes are more commuonly ofTered i second lungunge sellings rotker Jien in
Ioreign Tanguase contexti. althoupd ey are alse quite olten implemanted at intarmational
instituticns o national iestitutions using a terzien lasgouaze as the madium ol inauraction. Some
successtul cxpericnecs have been derailed: a kiclogy covrse at a university in the Middle East
[Flovaerdow, 193], and 2 history and zocialoge cenracatth s Genrge Baw Liniversity inOrspon,
U5 glanew, 18971 Apothe: experience ol allective adjunctl cowses was cevelaped in the
Ireslinare Swrnmer Progewm wl the Universile o Celitormie Los Aoeeles: aroeng the difTerent
vaurse olTzred, one of the most successiul coss was lourodoetion 1o Peychiologs, which Adansan
(1943) deseribes as follows,

The ESL compannent ofthis course cmpliasizes five arcas of study: reading, #riting, study skalla,
arammar. @il cliseossinn ol the comend malevial. Do the Gedd waeele ol e conrse schen e
pevchnlogy mabructon s covering the listory and neethieds of pgychielogy, de ESL reading
compnent omcenteates an previcying and predieding, The writing compenent covers fopic
sentences. paragraph unity, and wiiting parameaphs for defindtion. The socy skills componen
ouvers verh lensess delerminers.and relative clnmses. Thiese weliy ilies uoe i mach dilTerent lnen
thase taughe in & shidy shills course in o intensive FSL progrem. g the adjuoec format i mach
nwy cffective becanse the netivitics ane ol dony tor their swn sake bd rather te belp smdents
nnderstand mateeinl non eowrse that they nanse pass in ovder fo genduare,

Arlierrwinr 1923 126,

The tmplemertation of the adjorct moeds!, however, demaimds some rpantestiomal
requitemenis wnd coordimaiom cTors that om oceasiims may e boyend Ui actun! posaibililios
el roany edocalivou] instiiations. As Lonon-Blonton ¢ 190232 28Ty slules: "As il is vhvious, Dis
musde | requires & willing interactianand co-nrdination amanz teachars in different diseiplines and

1) Servicio e Puhlicogiones. Hniversiglsd ale Morvis, AN dehis resersad, EAH wall 4 (13, 2004 ppe 73-96
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wereny acadermic unts amd, Tor thal reasen, may B admavisrabvely difficult b amangee".
Svnchronizetion betwesen inslrucioss is therafors essenlzul: (e s Tlali ol e lee clusses sl be
negotiated with raspect toeach other, althoueh it is carnrmon thar the discipline saurse provides
the moint of deperture for the lmguege class, setiing down the content and goveming its
[T,

T¥. 4. Theme-trazed mandels

Therne=bazzd courscs probahly constitune the raest aopalar and wide [y uscd avataneps of C131 at
all Tevels of ingtroctions and in Bach sccond and forcizn langnag:s sottings, In te cacena- hased
vkl courses are sotomornons —ae. they are e parallel o other discipline coorses as i the
ucljunel model —. efTer u strony [angusge-ericnled projection, snd allow s high degree of
tlex iliey wm form s of conmear selest ion, curricnlar asganization and procsdaczl application, This
leads wo g lack of cornplexty for implernentation that is viewed as highly pesitive, sines wachers
— wha g lamguage teachimg speaishses vk er tham salbyjeen leewmers — operale mdependely,
and e sraanialcoad v insleional adjustrents are reguired.

The avllabus in thene-hased courses s oreanired either arownd diTerent wopics within a
particular disciplinz. or inzluding a nurebore? incividoal issucs associatzd witha rclevan: geaceal
therne or content arca, In both cages, as Snoc peints out, “Themes are the conrral idcaa that
arganize majar curmicular unirs selectsd Sor their anpropristeness aosondent needs and interess,
Mt LNl Cx pecitiaon:, mogmam resourees, and weacers abilnes aod interese" anowe, 2001
S0 Typically. a course deals wilh several topics as 1 progeesses. Thos ocslandiood there-based
colrss would consiar of @ nuraber of subanits focuzed on different topics which explare marge
spezific gapeets or difterent perspeenves of che genemal thorne, In general @rms, wopics shaols b
srramreed heprovide rmasinnm coberence e therme anil amd e generaie o rnge ol mporiunilics
Lo explore both conlent and Luweare, Tac’y course 15, 10 shotl o seguence o lopies linhed
togcther b the assuenption of 2 eoherear overall therns

Thema-basce zonrscs da have explicit language aims and ohjcerives which arc oepicel )y
mne tmpstaat than the contet learnimge oljectives, b the confimanm that Wer {998, Firome
L1 eslollistes Lo e Cepiction wl by desree ol espphosts given e Lepgoose aod conlent iz Jie
Cillzrent CL1 prowoiy pes, she places e ece-besed appoeach ol e neoage-doiven roodels
exfrome, immadiately befiors the sategory of "limguage classes with froquent use of confen: o
largoaee practice®™ . which i ad lechmcally considered wea CHL prototype e iesel D bol just as
scornmaen pracedunne i langenee insiroctiom, Aceording g Brinton, Sno anl Wescie (T8

wlie distirierwish between what they call “weeak™ and "sorone" Lrens ol OO — hese courses
wadld constitute the weakest representation of contant=hased rnodals. Az statcd b this patcen,
weaker Farrns weonld include lanouage covrses whose raain airn i e develep leamers’
cornrmnicarive praticicney, whorcss strongar worsions wonld integrats eontent conrses far 1.2

AP iurs monen-mgads diseiphnes, i whieh the prmary woal s mastery ol the subgee: maer.

Conrses cesigned socordinge ke the herne-hesed mcde] parornelers wend b inlegmie a
variely of lex! byvpes and disconrse samples, combammne omal inpul lencher presenlatons, viden
SCOUCRCCs, roonlded passazcs, aulsr lesmare talks, ofc with writton rnatstizls —newspapers
arfisls, fvanes, Infermatve lexis, literany passagus, ofn Amsther key Nealure s the micrsss m o
concepl ol intemmied skills: althowgeh the opies presenied are commumly pmonmded om Belening
or reading, the oral possape O weilten Lexl always serves o the basis Loe (uether exploretion of
oler areas  grammar, vecabuloey, lengoage awaeness et s wellas acling as o springtboand

¥ Sevacin de Po-lenciores, Lledversicind e More o A rishis sogormee] vl d (1), 200d pp. TA-0R
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fior the practice oF productive skills —making presenrarions and oral reparms, cnzaging in
disenasiens and doaates, giving aral or writtor responsc to quasticns ar izsacs associaed te the
fopics, writigg sommarics, cormentarics, et Inothis wae, skills and Tangoaze anal iy ane
wrtegrated around the selected tepics ina meamingTul, coberent aul interlinked way.

Cuecelings lor the desicn ol theme-based syllabuses and unils are arevided in Gianelli

(19871 and Swller and Greabe (1997 Refereness wtbe successlul implementation of Ceme-
mestm] conmress Eremmerns, A anleresiing casc s reportalin Klshn O P adth thedeseripaon
ofanacvancer Spanizh conrse developed around the theme of 'Conterporary Mexicen Topics'
at twe School of Interngtional snd Puklic Affirs (3TPA) o7 Colombis Dniversity (New Yorc,
UAL The course was inlerdisciplinary 0 naiure amd scope becauss so was the larcet audience,
whizh included, among others, stucdentz from dearcs courses in history, palitical scicnee.
arthzopolory, education, law, atd jouenalise. The svllabag was organized around 4 selection of
Lopaes seguenced by carelully conimalling the quantive and gquality aMle conten, oD maerial
o Ul guch lessen guided De stadent b highes level ol competence (... The diffzrent lopics
lent thermselves Lo the perfmnmee ol ceram nguistie el thal, shen stucied n oo specile
ander, lcditaled studants’ proceess™ (Klahin 1997 20687 The lepics included were (1} The
History of doion, (21 The Political Svatem, 3 Means of Commumication. (4} The Mxican
Foampmy, (3] Goreraphy and Demography, {63 The A, (71 Popolar Coltoes, and (83 075-
Mexican Relations. All the materials vsed or the course were samples ol ambentic Mexican
diseourse. historieal, bioavapiical and auobio zeaphical lexis, e spapers i maeaaie asicles,
editarials, (o reviews, scemomic acediclivos and graphs, poliical speeches, pu2ins, shocl
slordes., popular raditions. inlerelews, business levers, recipes, and toacst nochures, us well os
excepts of films, welevisien programs, soap apers, TV mterviewss, commencils, and
dcumentarics. aerials wers porpasefinlly seleeted —and occasioraly edited — so that they
weontltl progmessively inorease thair deemee o difMeel, complesily, amd challerging nuaare.
According e the author, e 1zrms of owcemes the course had "very positive resulis in the
cognitive, lingvistic and efftetive domams, [ ) Stodent svaluacions demonst:ats the pareatal
fiar w eourse of this kind to achieve the goal of grester soco-cultural undersanding carough
mereised foreien Targuagre Mueney ' (K, P95 205,

3 comrmondy azeesd Jon thzime-bised cowses conslitate ao =ezllenl wol Dor e
inteesation ol langoage and cortent providing Tan surciculum plannecs, course desipness and
tzachers manags o kaop languaes and content cxploreton  balanes, oot 5 loge sight of contant
amd lamguaee lewming alyjectives, wid nol i overehelm slodens with engesive amoumiy el
comtent tharmay lead to overlocking the language tehing snd Jeaming crmens:on o F Instrucon.,

Al the contenl-hused  pristulypes deseribed meothe previcus sections presenl well-
ducurnenled models oloortent-lased instruelivn. Besides thzse standardized nsdels, some vlher
proposals [on paradign combination or gew experisnce: bave also been offzred o, as Somw
states, o revent years the medels have seolvod it row farmats and difforent features have
been Borrewed, Blurringmany o e Ley disiimetions® (8o, 20000 3050 Ty bridproposals bave
srnarzed a2 well, amd Mesible alemelyes anticipaed by Lonon-Blanton | 1962 and Loaver and
Strvker {19 — whoadvecatsd fora hobstie approach amd eolostiv orgamzational framsworks
for CBI resoeetively — have demonstrated thew petential, Awnocher tmooertant leature among
cutrent i4sues inCHL g The mmoestivg rene b noeerporals ofher waching pracized nio eonlen.-
heasesd rstruet on: interes ing expenisnees are reporied, amone ethers, B inlegraling priject wirs
tatedler. 19971 making wee ol grashic devices (Shaory, 19975, and incorporating technalogy ard,

w1 Servicio de Publicaciones, Universidad de Muorea, All vights rescrved. LIES vel, 411) 2004, pp, 73-00
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wiry partizularly, the Ingemer nto the contene-bassd elassraom (Kasper, Z000; Crane 240,
Lusdn MG,

V., THE ¥YWHUS: AUTHOQRES, EXFERIENCES AN SCOFPES IN THE EXISTING
LITERATURE

Evidence ol the increasing relevance of CBL in conternponuey sacond and Jurelan langoups
educaliomn 15 conribuled v numerows aathors e copinoe publicetions on the issue, @ Rl
which demorstrates [hal, as Wesche and Shehwr (20020 224 point ool “an abundanl amd
centinually evolving [fwiature on contenl-kazed instruction new exiaz™. Althougzh this sectian
does not aim o provide & tolly cofinitive corpus of reterences. it will artenpt to otter an
calersive by nlauthors and weovios Chae velleel the amplitude o Uoe bioes o work, vemls snd

inlerzstin the area.

Feterzness s the Towndat ens ol the poradigrn trace back 1o e Toe 15R0% wilth, areny
acners, the plomeesrg warks by Molsm (1963, Cantem-Harvey (19875 Crandall (1987),
denesch (1988wl Brioten, S and Wesche [TUES) e sueeeeding veers, he number o
prubslcativre o the Dald Bas continuows]y expurded o Jie form ol bmolos, with waorks swch as Cie
cnes by Short {19910, Kreeper and Foyas (19933, Trohaol, Covle arel (1990, Snoew and Brintan
(188, Strvcer and Leaver (1807 Marsh snd Danad (1999, Z0000 Kaspor ef of {2000,
MeLavghlinand Yot (20000, Talee (2002 ). and Brintan, Snow and Weesche (20030 Siemilarly,
u prifusion el arlicles has wlse been poblished Sroughow the seos in prestgions perivdical
publications in e Taguage waching Oeld, such us el fedew of dpeited Lingotsies
Vapanes, 1987, Crandall, 19953 Snow. 1%48), Foreigalangage Annale{Leaver & Sryher, 1959
Ballyvan, 19970 Dupes, 20008, EELT Jowrmad | Lonen-Blanton, 1997; Gatfield-Vile, 1996), The
Mugdern Limguape Jowrnal (Carrphall efal., 10057 i, 20030, Sysern (O wpple & Curtis, 20000,
anc Aggrfied Lingaeistios (Muwsareci. 19567, armamg olhers,

CBL s also gelerred Lo s voe ol Uie mosl cepresenlillve conlibulivns e conleimpsaciny
Foreipn Tanpuepe pedepoay Swdh o e wulaled editions of seminal Tools o the Deld of
methodolapy — Teavhing Emefish av w Second or Foralmn fanpuege (O slee-Mureis, 20000,
Fectefiies cond Principles In Longnage Deaching Lamen-Freaman, 20000, ol Agprowciies und
Mutfeoaly fre Larorgreenege Tewefring (Hachards & Hocgers, 200 D— and innewly publishol velames
i langus e rnethnsdology such cs dethododogy in Loaagmegge Feoching Ao Anthodoggy od Curremt
Fracviee (Richards & Renandya, 2020 Tverest i OB s pecveived aswell inrelevan re lCeenee
vearks in applicd Linpuistics, as it is the case of the recently publisacd Cuford Hungbook of
Apprlieef Lingeeisifon { Koap an, 2023, whizh titles nma ol e ondy three ehaplers inthe parcol” Phe
sy ol wecond languaee  leoching' us “Comnmenicative, lask-based and  conenl-based
estrpction™ {Wesche & Skehan, 2002},

As i has elready been mentionzad, CRI has beenestznmivele vsed inthe Urited Slaes and
Canada in recent decades; the aeosraphizal scope of the methadelozy, howaver, goos bovangd the
Soorth Amasriean bouadarie s, aad aumcrcusavthaors have also ceparted their cxpericnees in other
Feriings such ws Asin (Sagiane & Gpeenfekd, 19948 Murpacy, 19970 Chappls & Curis, 2000
Chadren & Esarew, 1373 Sool Arnerices (Snov, Cords & Pron, T998), and Ausies o [Chapel]
& DeCourcy, 99350 In Tiwrope abundinl wirk has been done oo whal T been wered as
"Content and Lanooae Intecraed Leariyy’ FELLLNT ol Covle f af., 1596: Masih. 1999,
Blarsh & Langé, 1999 2000, among otharsy, and inthe partizular casc of Spain thare are somg

C3SNere i e bl cenmes. Doese om0 de Boese S0 reh s resevex) LIES, v 401 200K, pp. 73490
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exparences reportad of CBL implementation ot primary and secendary acheols and vniversities
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