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Abstract

Within a broadly communicative framework this dissertation seeks to
integrate the use of the target language as medium of instruction, authentic
materials and language awareness in classroom praxis. The development
beyond the Communicative Approach unifies Syllabi and Mehtodologies
together with an understanding of the process of language learning. The
dissertation also considers how the new Approaches may be applied in
actual classroom practice with particular concern for the four main
language modes: listening, speaking, reading and writing. In an attempt to
do justice to the complex and multifaceted nature of language instruction,
it discusses practical as well as more theoretical matters; it emphasises the
importance of interaction through the various classroom arrangements, the
use of the target language as the essential medium of language instruction
through authentic materials, among other concerns central to learning and
teaching development. In accordance with aims and methods of
instruction, it also endeavours to indicate the essential qualities which
make Language Awareness an integral part of effective teaching and

learning objectives in future language training.
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Introduction
Over recent years, innovative issues such as Learner Autonomy, Language
Awareness, Learning Strategies and the Communicative Approach have
proved that there is a great scope for improvement in learning yet to be
developed.

It is an acknowledged fact that the goals of language teaching and learning
go further than simply the learning of grammar. Although grammatical
proficiency is central to the development of Communicative Competence
and Performance, it has to be balanced by the mastery of other domains,
including the capacity to use language in real time. The situation with regard
to pedagogy is that instruction must achieve a balance between syntactic and
lexical processing as well as fluent usage. This pedagogical challenge
demands methods by which several goals may be achieved without one of
necessity eliminating the others. Much research on classroom activities has
succeded in promoting more shared relationships among classroom
participants and a livelier process of natural interaction and learning.

In addition to the challenges posed by the Communicative Approach, it
seems to have failed in tis implementation to bridge the gap between
authentic and effective uses. The Communicative Approach (C.A.) has not
yet fulfilled the aspirations and expectations of learners and teachers.

The search for a single effective teaching method has resulted in focusing on
a variety of approaches and a wide repertoire of techniques to suit specific
learner needs rather than simply developing a single methodology.

It is proposed that a solution lies in the use of different approaches and
techniques. Rather than focusing on one chosen mehtod the valid solution
lies in an ecletic approach.

The discovery of mismatches between teachers’ aspirations and reality, has
forced us to modify and revise some of the existing beliefs about language
teaching methods. Where does one start selecting methods and approaches?.
It is argued that the starting point may be the unification of the existing
methods and activities of C.A., with the learner’s expectations in mind.

Both mehtodologies and activities constitute opportunities for free language
use which are essential to the achievement of Communicative Competence.
Achievement results from the effective and authentic use of the proposed
methods and activities as completed through interaction, which can only
become real and spontaneous provided certain conditions are fulfilled.

Interaction, an integral element of language learning, is dependent on certain
aims and principles. These constitute the required conditions for effective
and successful application of the proposed methodologies/activities.
Activities form an integral part of the various unified methodologies posed
here. The effective application of an interactive approach beyond the C.A.
is that authenticity in language learning increases the learners’ awareness of
the target language.

All learners attempt to follow an "internal syllabus’, or natural sequence of
learning which reflects learners’ everyday expectations. These expectations
do not match the existing external ones.

An ideal learning situation would be when the external syllabus overlaps
with the learners’ internal one:

The Learner

~

The Teacher/Coursebook

The vital move in promoting effective interaction, beyond the C.A., takes
into consideration three factors:
a.- The use of the target language as the main medium of classroom
interaction and negotiation.

b.- The use of authentic materials, which provide learners and teachers
with opprotunities to use the target language in ways that are
meaningful in terms of the learners’ needs and interests.

c.- Work on Language Awareness provides the best situation for both
syllabi (internal and external) to overlap and succeed. This degree of
overlap determines the success of the learning.

It is argued that by directing learners into the Language Awareness domain,
their sensitivity about the language will be increased. In any case, it provides
new learning experiences in the learning and teaching process domains.

It should be emphasised that the effective application beyond the C.A. and
Methodologies should be made more comprehensible and should always aim
at providing teachers and learners with stimulus for success.

It is hoped that this modest proposal will advance the method further and
generate fruitful debate.

1.- The evolution of the Communicative Approach:
Its goals, implementation and shortcomings.

1.1.- Origins of the Communicative Approach
This chapter traces the evolution of the Communicative Approach. It also focuses on the
implementation of the Communicative Approach and seeks to explain why it was not fully
effective. It concludes with views on how it may contribute to the successful development
of a mixed methodology.

The basis of the Communicative Approach (C.A.) can be said to have developed from the
attempt to describe communicative repertoires undertaken by The Council of Europe’s
modern language project. The project focused on learners, particularly migrant workers,
who disposed of limited time for language learning (Little, 1996). It was intended to assist
their language development through various teaching methods and it was supported by a
wide audiolingual and multimedia material in the form of textbooks, divided into units of
work such as "The Alpine" which contained multimedia materials focusing on areas of
language and culture (Hawkins, 1984:51).

In addition to this, learners were provided with an adaptation of the original Threshold
Level of Van Ek of 1975 (The Council of Europe, 1983), which focuses principally on
face-to-face interaction. The Threshold Level was considered an area of vital priority for
promoting, specifically, the ability to move about freely and function independently in
another country rather than solely aiming at learning a language. The basic aim of the
Council of Europe (1983) entailed free movement of people and ideas. This aim became a
powerful tool for reflection by writers, teachers and learners as it further endeavoured to
respond to learners" needs and aspirations.

1.1.1.- Definitions and main features
Many studies identify diverse concepts resulting from the notion of communication. It has
been emphasised that communication bears close relation to a specific community.
This may be rooted in the idea of a community’s basic need to interact, to share, and of
each individual’s attempt to complement their fellow men. It forms an integral component
of a social activity and therefore cannot be divided into separate and isolated individual
actions.

Communication has also been claimed to be essential to life and central to human
existence (Brumfit, 1983) and its understanding vital for language learning. Thus, all
creation and publication of materials was designed to support language learning and
teaching for communication. This constitutes one of a series of prerequisites to learn a
language effectively according to the C.A.:
1.- The need to consider cultural and social aspects of language learning.
2.- To read authentic texts.
3.- To promote a language methodology enjoyable and adequate for learners to
develop an evaluation framework of learners’ and teachers" achievements.
4.- Research into teachers" and learners’ approaches and strategies.

"It was in the nature of the Communicative Approach to foreign language teaching that
teachers should be effective communicators themselves, skilled in using the target
language in order to initiate communicative situations in the classroom, to assist the
learners in finding their own learning, goals and methods and create an atmosphere of
readiness to encourage understanding and using the target language even though
comprehension is difficult" (Brumfit, 1983:45). This approach revealed a great deal of
innovation, more on a theoretical level than on the practical. In classroom praxis it could
be implemented using a variety of strategies and materials. It aimed primarily at the
development of teachers’ and learners" communicative competence (C.C.).
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The proposed textbooks intended to provide opportunities to practise spontaneous
communication in authentic contexts. Materials such as "Tour de France’and "Follow me"
respond to a very positive quality of the learners: their willingness to adapt authentic
speech.

The C.A. evolved through a "shift of emphasis from communicative language to
communicative people" (Hall & Kenny, 1988:20). The idea underlying this fact is that by
creating an environment to converse freely about matters of interest, knowledge in
language learning becomes dynamic, generated by interaction.

Generally speaking, the C.A. originated as an expression of change from the view of
language as a set of structures to the view of language as communication, where meaning
and functions were the main role (Hymes, 1972 in Pride & Holmes, 1972). This reaction
generated the C.A. to language teaching. The primary aim of this approach was the
development of language competence through language use. The notion of competence is
in Widdowson’s view (1989:132) divided into Knowledge and Ability, concepts closely
related to Grammatical and Pragmatical competence in Hymes" Theory of C.C.:

Hymes (1972 in Pride & Holmes, 1972)

C_oml/etea

Communicative Competence

Grammatical

Possibility

Widdowson (1989)

Pragmatical

Knowledge

Feasibility

Appropriacy

Performance
Figure I ~i¢~i~~~
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Ability

The change in emphasis of the various parts of language - its functions and mastery has
generated a number of theories of C.C.. Canale & Swain (1980) concentrate on three
aspects: grammatical, sociolinguistic and strategic.

In studies carried out on basic communication skills there is little emphasis on grammatical
accuracy but rather on communication (Canale & Swain, 1988). To focus solely on
grammatical competence in the classroom is not an effective means of developing C.C..

Language should be taught in the context of meaningful communication. For language
learners to learn isolated words or decontextualized sentences without knowing how to
put them to meaningful use, is rather like learning about the delicate mechanisms of a
clock without knowing how to tell the time. What is vital for learners to know is how
grammar works together with words and within a context, for the effective
communication of meaning (Widdowson, 1990).

The purpose of the C.A. should direct towards a realization of the system of language as
meaningful communicative behaviour. The ideal should be the development of a balanced
synthesis of language functions and grammatical complexity. Development of a C.C.
Theory resulted in methods leading to learners acquiring knowledge of basic grammar as a
prime and integral element of language while combining this with active listening and
speaking, reading and writing. It is important to caution against the neglect of formal
grammar in the new focus on the C.A..

In broadening the notion of Competence to include C.C., the linguistic dimension
broadens to include sociolinguistic considerations, which are seen as the ability to use
and interpret language appropriately (Savignon, 1983). Communicative success does not
necessarily require accurate grammar as grammatical weakness can be compensated for by
strengths in strategic competence.

4

1.1.2.- Princioles and Goals

(1).- Principles: General Definitions and theories
Communication is the essential purpose of language. According to Littlewood (1983)
there would be general requirements implicit in the nature of a communicative
methodology:
1.- Readiness to learn with a communicative purpose and maximum participation
involves a communicative need, favourable attitudes, positive relationships and a
receptive state. In order for the learner to engage in communication meaningfully and
have this receptive mood, teachers should try to avoid examples of meanings already
shared; communication should be amongst other things, about new meanings growing
out of earlier exchanges. Teachers try to facilitate learning through examples which
demand some inferencing. This approach may challenge learners" knowledge
sufficiently to make items interesting to learn and yet not too difficult to grasp.

2.- Insight into significant features of whatever behaviour is to be learned through the
combination of teacher guidance and learners" discovery is essential.

3.- Practice of the behaviour that is to be learnt. In a pre-communicative activity
language is often controlled, while in the communicative activity it is less controlled
and the focus is on meaning rather than specifically on language. This fact implies that
a foreign language has to be learned before it can be used communicatively.

4.- Feedback about the success of the communicative effort with more or less
accuracy and appropriacy from teacher, learner and task.

On the other hand, a C.A. has to be proposed as a flexible and practical set of basic
principles which aims:

5

- Firstly to integrate knowledge of the rules of grammar with knowledge of language use
(Canale & Swain, 1980) as well as the communicative abilities of."
a.- interpretation
b.- expression
c.- negotiation
which interrelate during communicative performance (Breen & Candlin, 1980).

- Secondly, to focus on the learner’s psychological and social experience, but as a process
which grows out of interaction between learners, teachers, texts and activities. It is no
longer seen as some external control over learning-teaching procedures but as
involvement in negotiating between learners and learners, learners and teachers and
learners and texts (Breen & Candlin, 1980).

- Thirdly, to organize communication according to the basic communication needs as well
as aspirations of the learner (Canale & Swain, 1980)

- Fourthly, the learner must have the opportunity to take part in meaningful
communication in realistic situations, in order to develop confidence in his ability to
communicate (Widdowson, 1972). In order to achieve this purpose, teachers need to set
aims for the different tasks which will become meaningful to the learner if those activities
are seen to be relevant to their experience and aspirations.

Teaching and learning should focus not only on language but also on the second language
culture, soeiocultural knowledge, primarily through social studies programmes necessary
to draw inferences about social meanings or values of utterances (Widdowson, 1978).
These programmes, carried out through classroom projects aimed at:
1.- promoting awareness and understanding of the varieties and changes within the
language.
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2.- encouraging learners to explore the family relationships between the English used
every day and "its relatives" in Europe through the use of re, alia (street signs, songs,
advertisements) or projects such as "language of the world" or "minority language in
the U.K." (Hawkins, 1984:5-7).

(11).- Goals: Definitions and Implications
According to Oxford (1990:157) "goals" may be seen as the "boats’ rudders" without
which the learning-teaching journey may lead nowhere. She distinguishes between "goals"
as long-range aims of the outcome of many months or even years and "objectives" as
short-term specific, quantifiable and learner-based aims for units measured in lessons,
hours, days or weeks. Her brief definition may serve as a guideline, by analysing general
goals into specific objectives. However, objectives need to be translated into action verbs
that describe the outcome of teaching as observable student behaviour or performance.

On a more general level and according to Littlewood (1983), the goal of foreign language
learning constitutes mainly the ability to use the language system creatively and to relate
forms to functions appropriately in situations involving real meanings, real time and actual
interaction. Stern et.al.(1992:70), drew a wider "multidimensional" framework, which
they divided into four areas: proficiency, cognitive, affective and the transfer objectives.
One of the main focuses in this dissertation is on Proficiency objectives, which are seen as
a progression of stages, as a continuum, from the abstract/general to concrete/specific.
Proficiency is represented by three categories: Competence, skills and language behaviour.

Within the various proficiency objectives one may move from knowing the language
(competence), via more concrete communicative skills, to detailed mastery of language
behaviour (use). Terminal objectives, for example, identify what learners should be able to
do at the end of the course. On the other hand, the development in linguistic,
soeiolinguistic and semantic competence shifts the emphasis to notional/functional
domains.
7

Level 1: Competence
Linguistic Competence
(Chomsky, 1960s)

Level 2: Skills
Intralingual

Communicative
Competence

Receptive:
- listening
- reading

Level 3: Language
Behaviour
i
a.- Content:
! Notional/Functional
Communicative according
topics, settings...

Expresive:
- speaking
- writing
Figure 2:

Language Objectives; Proficiency Objectives

b.- Objectives:
Terminal
Behaviour
Performance
(Stern et.al., 1992:72).

Furthermore, a view beyond the C.A. towards a view in terms of language as process
proposes that a closer specification of objectives will greatly enhance classroom teaching
and teacher education, as well as the evaluation of learners" performance and curriculum
planning. Teachers may help to develop learners" capacity to handle discourse, through,
for example, extralinguistic ways of making appeals, emphasizing and so on. It must be
emphasised that language cannot be predictably didacticized (Candlin, 1981).

General learning aims concerning language instruction may be identified as follows:
¯

Informing learners of the lesson objectives.

¯

Stimulating recall of prior learning.

¯

Presenting the stimulus material with distinctive features.

¯ Providing learning guidance which ensures that the teacher makes the stimulus as
meaningful as possible to the learner.
¯ Eliciting performance. At this point the learner is required to demonstrate the newly
learned behaviour.
¯

Providing informative feedback.

8

With the advent of a C.A., the language/teaching domain and forms of the language came
to be realized into functions - I use "realize" in the sense of "actualize" and "recognize"
(Widdowson, 1990:96). The primary goal attempted aims to integrate learning,
knowledge and production as closely related in a real process of interaction as possible.
This would mean for instance, that the learner would introduce someone to a group and
would communicate interesting information about that person (Candlin, 1981). A system
of communicative achievement may be planned by emphasising at each stage the adequate
basic means of expressing communicative intentions, of plunging the learners into
authentic settings. The core element in C.C. is the willingness and ability of the learners to
join in oral face-to-face interaction: understanding what is said and being able to make
oneself understood (Mitchell, 1988).

The significance of a C.A. lies in linking language learning in formal pedagogy to the
everyday life and interests of the learner and his future needs. The main objective is to
perform. Performance includes interpretation and comprehension, which is the necessary
combination leading to productive and communicative skills (Candlin, 1981). The goals
involving the C.A. tried to partly contribute to experimentation and innovation in the
teaching of modem languages.

Some of these innovations consisted of:
1.- Acceptance by teachers and learners that communication is achieved by flee
interaction between people of all abilitites, opinions and soeio-eultural backgrounds.
2.- Curricular skills embraces the ability to asses syllabi and decisions on the use of
texts as well as to devise a variety of activities leading the learner to succeed in
communicative tasks in foreign language.
3.- Teaching and classroom skills assist the application and development of classroom
methods and group activities.
4.- Communicative skills enable teachers to share meanings and experiences rather
than narrowing pedagogy to the knowledge of the formal system.
9

5.- The idea underlying this approach is that language is viewed as an instrument for
meaningful activitites and the learner as the individual who experiments with it, in an
effort to identify what and how to learn to say or write in the target language.
6.- The role of teachers is that of adviser. Language teaching for communication
requires a teacher who regards himself/herself as a facilitator and a counsellor rather
than as an instructor and an assessor.

These innovations do not need to be strictly followed, yet to be taken into great
consideration in order to have a better understanding of the changes that occur with the
C.A. movement, which is our next point.

1.2.- Implementation of the Communicative Approach
1.2.1.- Mode of introduction into schools
The C.A. embodied a curriculum and a series of textbooks

which aimed at the

development of the learners" linguistic repertoire, sociolinguistic skills and interactive
strategies through the process of foreign language learning.

The communicative syllabus was typically divided into topic areas, each embracing a
range of functions, and general and specific notions. The syllabus implied some sort of
methodology and the implementation of certain teaching strategies. It created expectations
about the teaching strategies and learners’ activities. In many schools these ideas led to
the abandonment of traditional formal grammar lessons in favour of the development of
fluent, effective speaking. The only grammar taught in the school has come to be selected
in order to serve the prime function of communication of meanings. One needs to take
into account the fact that grammar contributes in different ways to communicative success
(Widdowson, 1990).
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On the other hand and according to Canale & Swain (1980), communicative functions of
language were overemphasised in the seventies probably due to the prominence given to
oral communication, i.e., to aspects of language use rather than those of usage in every
day communication. Widdowson ( in Brumfit & Johnson 1979) views both usage and use
as aspects of performance. He maintains that linguistic performance involves simultaneous
manifestations of the language system as usage and its realization as use. Moreover, he
identifies two kinds of meaning: one of Signification related to Hymes’grammatical
correctness and another of Value as instance of use.

~).- Changes m Language Syllabus
Gradually, the focus of language shifted from the idea of Textual Knowledge towards the
concept of Interpersonal Knowledge (Brumfit & Johnson, 1979). Initially the learner
aimed at mastery of basic grammar and vocabulary, following somehow the Formal
Syllabus conventions. With knowledge of grammar and growth of active word-store, the
learner would use the language accurately by combining both aspects of learning. One
may deduce from this brief account that language learning seems to favour one aspect of
communication, the linguistic.

However, it was seen that a new proposal had to be implemented: learning to express an
appropriate language function using whatever means one has at one’s disposal to get
one’s meaning across.

Hymes referred to C.C. as knowledge of rules and how best to use this knowledge within
one’s social and cultural group. This idea, which was developed in the Functional
Syllabus, represented the uses to which a language may be put. The learner was shown
how to use language to achieve things in an interpersonal exchange (Breen, 1987).

From an analysis of performance, the emphasis was on "how something is done" as well
as on the learner’s capabilities as a communicator.
11

This became more relevant than having a significant measure of grammatical control.
These new concepts were reflected in the task-based and process form of Communicative
Syllabi (Breen, 1987:160). Learning tasks, in particular, address two important issues:
¯ A general issue: how language development may best be supported or fostered
(Breen, 1987).
¯ A more specific issue: how a knowledge system functions and how abilities are
employed in communication. This is closely associated with Widdowson’s notion of
competence.
Both factors need to be considered from the instruction and learning process points of
view.

(11).- Changes m Teaching Methodologies - resulting from the study of
the principles of the C.A.
Traditionally, the focus was placed on pedagogical and linguistic concepts. The former
attempts to provide a learner with the ability to understand and produce appropriate
sentences, whereas the latter aims to discover and exhibit the mechanism that makes this
achievement possible (Candlin in Brurnfit & Johnson, 1979). In this way, the focus on
language instruction moved from the sentence as a basic unit in language teaching to the
use of sentences in combination with knowledge of its grammatical structure. Language
use does not occur in stray words or sentences, but in connected discourse (Harris in
Brumfit & Johnson, 1979).

This shift in language instruction was dictated mainly by the above fact as well as by the
increasing importance of the teaching and study of texts. Candlin (in Bowers & Brumfit,
1991) emphasizes the importance of distinguishing between sentence and utterance.
Sentences are seen as well-formed strings emanating from the grammar. Utterances are
units of discourse characterized by their use in effective communication.
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(III).-Activities: an integral element of methodologies.
Definition, purpose and types.
The need to unify patterns of instruction leads to the Communicative Methodology.
Littlewood (1983) analyses briefly the two main processes of a Communicative
Methodology framework. He distinguishes between pre-communicative and
communicative activities. In the first process the learner is trained in particular skills and
the purpose is the production of language which is formally acceptable rather than in
communicating meaning effectively. These quasi-communicative activities involve
communication as well as acquisition of structural facts about language. In communicative
activities the learner integrates his pre-communicative and appropriate skills to
communicate meanings effectively in social interaction.

This approach towards a Communicative Methodology provided the coherent integration
of various activities. However, it did not fully satisfy the organization of teaching and
learning. The main drawbacks of the C.A. have to do with natural language learning and
language use. On the one hand, learners do not easily capture knowledge of the language
system from their activities. On the other hand, their doing does not seem to lead naturally
to ’knowing’, as had been optimistically assumed.

Activities are an essential, integral part of the learning process. Through practice they
become an effective element of this method, developed to facilitate ease and ability of
communication. Essentially they demand the learner’s interest, willingness and readiness
to communicate. Because the focus of activities is communication, one needs to study the
proposed exercises carefully. Their nature, content and overall purposes must be clearly
identified (Candlin, 1981). Similarly, Littlewood (1981) lists and discusses the vital
aspects of communicative activities. He analyses and evaluates not only the purpose and
type of activity but also the teacher’s role in the exercise. Firstly, he discusses the
purposes of language learning activities.
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In using the language for communication, he emphasises that activities should allow for
natural learning to take place (Allwright & Bailey, 1991). He argues that learner-directed
activities may create a content which supports learning and promotes learner autonomy.
In this elaboration of the suggested activities, he distinguishes between two types:
¯ Functional Communietive Activities, where the learner’s purpose involves getting the
meaning across as effectively as possible.
¯ Social Interactive Activities, where learners need to pay particular attention to the
social context in which the interactions take place.
The first group imply activities on pooling information and sharing knowledge in order to
solve a problem, as well as processing information through advising group collaboration,
which may provide the stimulus for communicative interaction.

The social activities group recognises the classroom as a social context. The use of the
target language as the medium of work in the classroom is vitalised through the
elaboration and expansion of active techniques of simulation and role play into
communication of meanings and in a deeper sense the generation of further interactions.
In an analysis of teaching activities at Palmer High School, Mitchell (1988) points out that
in a "social interactional" activity, learners are given more opportunities for open-ended
foreign language use. For example, in a situation where learners brought in and discussed
their own holiday photos and the tourist guide reports which were later used as a base for
interactive role play.

Littlewood (1981) suggests the learner goes from a controlled situation of performing
memorised dialogues in the form of contextualised drills and cued dialogues, to a situation
of creative improvisation through role play and simulation. However, the use of forms in a
"semi-communicative’ context helps to prepare the learner to use them later in fully
spontaneous interaction. Littlewood (1981) maintains that the underlying principle is the
need to stimulate the learner’s productive language activity, through role play or
simulations.
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On a more general level, Candlin (1981) designed several types of communicative
activities classified into phases:
I.- Organizing information.
II.- Implanting skillls
III.- Developing those skills.
IV.- Using them
V.- Chains.

On the other hand, the teacher plays an essential role in the process of communicative
activities by providing learners with guidance and advice. Not only will the teacher
monitor the learners’ strengths and weaknesses but she will also decide which sub-units
are to be shared and which should be left to each individual’s imagination, directed by
personal intuition. It is the balance between shared knowledge and uncertainty which may
supply the necessary stimulus for communication.

1.2.2.- Effect in learners" and teachers" attitude
Mitchell’s (1988) research lessons combined different activities: English medium activities,
practice foreign language activities and communicative foreign language activities. In this
investigation of communicative activities, problem-solving tasks were the most common
among other communicative foreign language activities such as real life, personal
discussion, guessing activities, games or open-ended listening exercises. Some factors did
not work entirely as planned. Teachers, when using the target language, tended to switch
to their mother tongue when explaining grammar or discussing objectives.

There seemed to be a generally shared assumption among teachers that using a new
language constitutes a substantial cognitive burden for the learner, and that the content of
communicative foreign language discourse should therefore be kept as undemanding as
possible. This switching to the easy option may create the risk of learners undervaluing
their abilitites to cope with the new language.
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This attitude could well be a mere reflection of teachers" low expectations of the
learners’capabilitites. For this reason, it is vital that teachers are ready to accept the
challenge of communicative foreign language teaching; to cooperate as a professional
group in developing and sharing knowledge and skills in order to renew foreign language
pedagogy.

The study found that despite teachers claimed to be committed to the C.A. and had a
favourable attitude towards the C.A., in actual practice they tended to follow an eclectic
approach. Karavas-Doukas (1996) studied how teachers" attitudes seemed to affect their
classroom behaviour. Teachers" interpretations tend to comform to their own theories and
style of classroom teaching. Most lessons were teacher-fronted and focused on form;
group work activities were never implemented. The dichotomy between the teachers’
preference, the theory of language teaching and their actual practice in the classroom may
be explained by their lack of understanding of the implications of learner-centred and
teacher-centred practice or an awareness of the contributions that both may make to
effective language learning. The study confirms the relevance of both teachers’ and
learners" attitudes as well as their expectations.

1.3.- Failure of the Communicative Approach
As we have seen, school language courses, following a C.A_, claimed to embody several
intrinsic principles which were not effectively implemented in actual classroom practice.

The focus of learners’ tactics consisted of learning a few basic structures rather than
developing techniques of extraction of basic meaning. In the C.A. learners need to know
the rules and conventions for using the system, advancing from a cognitive dimension to
that of communicative performance. In trying to do things with language, such as using
polite formulas or stating firm intentions, learners transfer their mother tongue norms into
their English speech, resulting in communicative understanding.
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However, this approach needs to consider two essential issues of the methodology, from
the learner’s point of view:
(a) Learners" reasons for learning: job, exam, preparation for travel.
(b) Learners" internal needs (internal syllabus) through which a learner will "identify
with the language he uses and invests his own personality in it" (Littlewood in
Brumfit, 1983:94).

The earhest communicative textbooks closely resembled audiolingual textbooks, which
banned the explicit teaching of grammar (Little, 1996). In spite of the fashionable jargon
in these textbooks and learners" manuals, very little was actually communicated in the
second language classroom. The way they were structured did not seem to fully stimulate
the motivation of learners. This was probably due to the fact that much of the learners"
communication dealt with fictional characters in their coursebook. Most questions in class
praxis were of an example type, demanding only a tiny amount of real communication.
Thornbury (1996:279) claims that the interaction was restricted to mediation of exchange
at the most "trivial" level.

He further points out that the drama-driven conception of teaching aims at the
achievement of "preselected linguistic items" at the expense of spontaneous,
student-generated interaction (Thornbury, 1996:280). The difficulty of this mode of
implementation lies in the fact that, unlike real-life communication, the kind of classroom
information and turn taking lacked an element of unpredictability (Dunning in Brumfit,
1983). The strict use of the target language through communicative classroom activities
and explorations of appropriate language functions, as in "Pass me the sugar, please’, lack
an element of unpredictability, which constitute an integral factor for authentic
communication. Similarly, the use of role play and simulation, provided through a variety
of settings for learners to perform communicative functions, intended to help learners to
behave communicatively. However, they tended to fall into stilted and artificial language.
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The variety of authentic materials designed to engage learners in dialogues was intended
to provide language that happens in real-life communication in the foreign country in an
effort to supplement structured and simplified language.

in brief, the modes of implementation practised did not allow the learners to use language
in a natural way. This version of the C.A. concentrated on getting learners to do things
with language. The content of the language course is now defined, not in terms of forms,
but rather reflecting the concepts in which such forms are used to express the
communicative functions they usually fulfill. One of the challenges of the C.A. lies in
identifying and minimizing the causes of the problems that limit communicative skills.

Even nowadays, when one compares the not-so-effective class interaction with
interactions outside the classroom, one feels the need to reflect on the obstacles which
may hinder learners" language learning development. Little (in Holec et.al., 1996) puts the
blame for this inefficiency partly on the structure of classroom discourse itself, which
excludes learners" full participation.

1. 4.- Contributions to a general understanding of the Communicative Approach
The most recent studies point to the fact that it is a matter of shaping and channelling
pedagogical procedures in accord with the various types of communicative activities,
(Little’s article in Holec, Little & Richterich, 1996) and to the relationships between
language learning and use, between content and method, between learner and teacher.

All these relationships necessitate a "holistic" interpretation of the process of learning. This
process aims primarily to elaborate "how something is done’. It is rooted in the idea of
achievement supported by two main ideas:
1.- That of learner’s performance, focusing on meaning rather than on form in a range of
communicative situations (Littlewood, 1981).

18

2.- That of how correctness, appropriacy and meaningfulness may be simultaneously
achieved during perfomance.
Both concerns contribute to a dual development:
¯

That of the learner’s capabilities as a communicator.

As Brumfit & Johnson (1979:176) suggested, "a good communicator with a poor
command of English may be better able to cope with communication problems in English
than much more fluent speakers who are poor communicators".
¯ That of learners" linguistic resources will enable them to cope with the unpredictable,
being creative, and becoming producers of their own learning (Holec, 1987 in Nunan,
1992).
Subsequently, for this to happen there needs to be negotiation of meaning. The teacher’s
role, on the other hand, is to provide guidance for the learners.

1.4.1.- Movement towards a unity of syllabi:
From Product to Process Syllabus
In learning to communicate the learner engages in a process which is open to change. In
this way, language learning may be seen as a process which is in a state of flux as it grows
out of the dynamic interaction between learners, teachers, texts and activities.

The development of these new syllabuses, task and process based, was directed not only
by the C.A. but also by the idea of regarding language as dynamic. The syllabus was seen
as a resource which language users could exploit and navigate their way through by means
of discourse. This viewpoint has to do with movement, with change, with growth, with
process itself. The Product Syllabus aimed at providing accurate control of language for
the learner while the Process Syllabus favours creative use of language by the learner.

Batstone (in Bygate et.al., 1994:229) proposed a pedagogic continuum aimed at
synthesising Product and Process as the two extremes of the same pedagogic continuum
"with the kind of regulation towards the centre":
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Manipulation .................. .)~ Regulation .................... .)~ Abdication
(language pre-selected
for the learner)

(creating conditions for
leamers to use language)

(language generated
by the learner)

PRODUCT ............................. .....), .............................
PROCESS
Types of Syllabuses:
NotiouaFFunctional ............ .)~ Task-Based ............... .k Process/Experiential
Figure 3: P~gogj¢

Continium: Move from Product to Process

This kind of regulation has generated the task syllabus which asserts language use through
interaction Learners are asked to combine and add to words through the use of grammar
for a communicative purpose

The objective is to allow a measure of choice while at the same time teachers may regulate
or guide "these choices down particular pathways" Grammar tasks aim to "present
grammar as the outcome of the choices made by learners themselves .... grammar is called
upon as a resource for choice" (Bygate etal, 1994:233) The teacher constitutes ’’the
mediator who can help to make certain grammatical items as salient as possible" (Bygate
etal, 1994:226) The more initiative is given to learners, the more responsible they
inevitably become for the quality of their own production This fact underlines the shift in
the teacher’s role as partner and not master On the same line, Dam (1995:3) suggests that
"learners should be capable of taking responsability for their own further communicative
development, and should be given the opportunity to do so"

There remains a strong argument in favour of a mixed methodology, where a range of
teaching devices are used and where Process work co-exists with Product oriented
activities The Product approach has its place in language teaching by facilitating
memorising on the one hand, and analysing (noticing and structuring), on the other.
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However, in order to learn a language effectively, one needs to practise the items in
language use. As language becomes recognized by the learner as a tool for
communicating, it is said to become proceduralised, a vital third stage in the process of
language learning developed by providing learners with opportunities "to extract the gist,
to focus on meaning, requiting them to use use language with a reasonable degree of
accuracy":
Notice- ............... -~,Strueture ................ -~Proceduralisation
Figure 4: Stag~ ~, the pro,~ ofl~guage l~mmg

( Bygate et.al., 1994:227-28).

Contributions from a mixed methodology generated through the use of the Collaborative
approach to language learning developed by Dam since the early 1980s, was followed by
Nunan who edited a collection of papers on the topic in the early 1990s.

Collaborative Learning, stimulated by process-oriented models of SLA, claims that
learners who are required to negotiate meaning among themselves in the course of
completing an interactive task are particularly likely to learn language communicatively.
This type of Collaborative Learning is an integral component of experiential language
learning, viewed as a cyclical process. This language learning model requires a continuous
sequence of experience, reflection and active experimentation. Dam (1995:31) underlines
the relevance of learners" and teachers" negotiating and co-operating along the sequence
in their model of teaching and learning:
Gathering experience

4Planning

q.
Carrying out the plans

4.

Evaluating
New planning
Figure 5: s~paii~a moa~ ofa teadaing/leaming sequence

¯

Co-operation and joint participations, negotiation and discussions.
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¯ Co-operation and joint participations, negotiation and discussions.
¯ Shared responsability
¯ A change in the teacher’s role
They all "summarize the prerequisites for successful language learning" (Dam, 1995: 76).

The C.A. gave primary importance to communication skills rather than to linguistic ones.
Teaching English as communication as well as teaching the communicative use of English
became important. Learners used sentences to make statements of different kinds, "to
describe, record, make requests" (Widdowson in Brurnfit & Johnson, 1979:118). Thus,
they need to become familiar with the relationship between "rhetorical coherence of
discourse and grammatical cohesion of text" (Allen & Widdowson in Brumfit & Johnson,
1979:124). The approaches up to now did not allow the learners to use language in a
natural way.

The C.A. concentrated on getting learners to do things with language. The content of a
language course should not be defined in terms of forms but rather should reflect the
concepts in which such forms are used to express oneself, as well as the communicative
functions they perform.

From a communicative point of view, theories of language instruction went further and
with an increasing awareness of the relevance of interaction within varied class groupings
and arrangements, instruction developed into experiential learning in an effort to make
SLA as natural as possible. Experiential learning implies encouraging authentic language
use and totally immersing listeners and speakers in real-life situations.

The traditional perception of the role of the teacher as providing learners with formal
instruction gradually shi~s to teachers becoming facilitators of learning. This change of
model does not imply an underestimation of an educator’s significance. On the contrary,
the role of the teacher becomes even more important.
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The learners are involved in decision-making, which means that the teachers have a better
understanding of the learners" situation. Both teaching and learning should not be based
on a selection from a range of linguistic, social or pedagogic principles, but should rather
be based on the understanding of teachers and learners combined contributions.

At the interpretation level the learner who has the opportunity of listening to authentic
communication, of analyzing units of real-life situations, gradually imitates them and
makes them his own. Learning a language involves getting to know something and being
able to do something with that knowledge.

The assumption is therefore that greater knowledge will be derived from increased doing
in the form of explicit demonstration or conscious practice.

1.4.2.- Evolving understanding of teaching methodolo~es/learning activities
Teaching methodology constitutes the heart of a lesson, and in particular the manner in
which the basic pedagogical functions of explaining, demonstrating and consolidating take
place. One may suggest it has developed along two different paths summarised as
inductive on one hand, with a step-by-step explanation, processing from the simple to the
complex, and deductive, where examples of the new materials are presented and are then
analysed into meaningful units.

One needs to consider the possibilities of developing the learning/teaching organization of
activities towards successful communication. The internal form of class organisation is an
important integral component of this approach. In relation to whole class sessions, Dam
considers an open learning agenda essential where learners are encouraged to share
"experiences, learning outcomes, feelings.." (1995:36-37). Most activities such as
planning a talk show, making a cartoon, producing a play or games could be classified
under the heading "expressing oneself’.
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There is a risk in working within pair work as interaction between learner and learner
cannot be certain of correct models of foreign language usage nor support each other’s
attempts to speak as fluent speakers could, resulting in breaks in the conversation (Ellis,
1994). This kind of activity demands some special teacher skill as well as the capacity to
effectively monitor the level of learning activity in the classroom and to effectively
distribute attention around the class.

The main activities discussed here are those of role play and simulation which are seen as
complete speech events, and should aim at reflecting communication. In order to achieve
communication, they need to integrate some essential elements:

1.- To provide a meaningful purpose for learners, conveying and receiving authentic
messages within some context by using the target language in such a way that the
situations are dynamic, unpredictable and coherent, as in most real-life situations. The
emphasis here is promotion of interaction.

The teacher needs to be flexible in designing materials while keeping interaction
central (Cook, 1991). Communicative role plays should aim to enhance the full range
for participants’ linguistic and social knowledge, as well as their interactive skills.
Learners" assessments of the "realism" of some of the activities carried out by
Mitchell (1988) varied, yet all agreed the exercise had been enjoyable. This affective
response helps develop confidence. The learners also appreciated the provision of
props that helped to manipulate the imaginary situation and which meant "it felt more
real" (Mitchell, 1988:81).

2.- To design materials with the emphasis on using them in unexpected ways, for
instance, in a unit on getting a job, the teacher could let learners identify the job
interviewer that they would most like to encounter (Crookball et.al., 1988).
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These types of exercises encourage learners to explore their feelings, memories,
values and fantasies. The inclusion of role play and simulation activities in any overall
strategy seems extremely effective in promoting communicative foreign language
classroom experience (Mitchell, 1988). Applied abilities involve information exchange
and negotiation on the basis of the learner’s own experience.

The usefulness of the role play resides primarily in the learner encountering and
assimilating significant amounts of new language materials rather than in re-using
materials already familiar to the learner from a range of previous foreign language
activities.

3.- To motivate language learners through the use of authentic materials. Activities
may range from tourist brochures to newspaper advertisements. Dam (1995) in an
illuminating account for classroom work, suggests the use of posters under headings
such as plans, things to remember or useful expressions.

1.4. 3.- Impfications of shift of emphasis:
From Medium to Mediation
Throughout this chapter there has been a move from the "medium" viewpoint
(Widdowson, 1990: I 19) to that of"mediation".

From focusing on transmitting syntactic, semantic properties and meaning to focusing on
creating conditions for negotiation of meaning potential, related to context; from
involving learners in exercises which provide practice to immersing them in
problem-solving tasks. In order to foster communication and learning, one needs to
consider the implication at four levels:
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Move from medium to mediation within four levds.

(Widdowson, 1990:119-125).

This development originated partly as:
1.- the idea of teacher/learner negotiation.
2.- the significance potential inherent in all groups within the classroom, e.g., as a stimulus
for the exploration of knowledge and experience.

On a different level, Ellis (1996), in his study of the C. A., points to the importance of
channelling the new approach in order to make it culturally appropriate. Fostering direct
learning aimed to succeed in two primary concerns:
1.- Maintaining learners" attention, dictated by the conviction that "greater students"
attention equals greater students" learning" (Blair, 1988:5).
2.- Communicating successfully within a restricted, stilted knowledge of the foreign
language.
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Furthermore, Legutke & Howard (1991: 73) propose a way of systematizing various ways
of exploiting this potential. In doing so, it does not seek to replace any existing exercise
typologies of the classroom but to complement what they have to offer".
The new move reveals a wider view and a greater range of choices of what really happens
in the class and not what the teacher or the textbook predict:
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, Interpretations ,

|

4

-I
t

:Learner
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(Jacobs & Ball, 1996:102).

Figure 7: Mm~t~ m t~,h,~" md 1~-~" ~n,m~

Teachers need to make decisions based on their learners" needs. Reception and production
of language circle in both directions.

There have been many studies on finding ways of encouraging greater interdependence
and promoting participation, doubtless there will be many more as the search for the best
approach advances.
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This model of methodology implies a shift of the significance of some aspects of teaching
such as:
1.- "A shift in focus from teaching to learning" (Dam, 1995:78).
2.- Teacher’s role: from up-front, formal instruction to collaborative learning.
3.- Learner’s role: from relatively passive recipient of information to active participant
and generator of knowledge.
4.- Learning experiences: from focus on content and product to emphasis on process.

Dam (1995:78) highlighted that both, learners and teachers, "bring to the classroom
knowledge about what and how to learn, and that whatever we do starts out from this
knowledge". Learners bring not only prior knowledge and ability to a task, but also
expectations about language learning (Breen & Candlin, 1980).

In all the processes of learning and instruction one should emphasize the role of
expectation in the learner situation. Generally speaking, one hears only those parts of a
message that one expects to receive (Richardson, 1983). Every learner needs to bring to
the classroom situation some expectation that something good is bound to be learned or
discovered. Yet, these expectations, knowing what to listen for, have, at times, to be
awakened and therefore "they can be educated" (Breen & Candlin, 1980).

Understanding of the various levels of expectation may clarify the learning process that
learners and teachers go through as well as helping to develop a more effective approach
to language teaching.

Syllabus: Notional/Functional

Communicative

Collaborative

frontal

semi-frontal (guiding) facilitator/transmissor

Figure 8: c~e ~,

syllabus.

(Nunan, 1991).
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This approach brings some advantages as it:
Stimulates interaction
Develops research activitites and thus opportunities for learning and practice.

In order to develop the interaction potential of the target language in the classroom to
nourish communication and learning, one needs to consider the implications at three
levels:
1.- The use of the target language
2.- The use of authentic materials
3.- The role of Language Awareness.

Creating high expectations for the students should be a priority to be developed with the
help from the teacher. This attitude, which would be conveyed from teachers to learners
through class actions, could provide one of the key elements for effective instruction.

2,- The target language as the central medium of instruction
This chapter emphasises the importance of using the target language as the medium of
instruction. The Communicative Approach arose from the recognition by teachers and
linguists of the basic need to promote free movement of people and ideas. The emphasis
of this approach moved from communicative language to communicative people. Focus
was placed on learners" interaction as well as on their needs and expectations. This implies
that there is an implicit relevance to the learning process of learners’ personal identities.
However, in actual classroom praxis the implementation of the C.A. was not often
effectively developed. This was partly due to mismatches between teachers" attitudes and
their mode of instruction. In order to bridge the gap between teachers" and learners"
implicit and explicit mismatches, the interaction in the classroom needs to be
communicative.
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The basic requirements of implementation should refer to the importance for language
learners of being exposed to comprehensible and relevant communicative data as well as
opportunities to participate in communicative use of the target language in a wide range
of activities. But the exposure to the target language has to be meaningful.

The C.A. to foreign language teaching within the school system, provided language
learners with diverse opportunities to improve their Communicative Competence in the
target language. This developed wider syllabus concepts in terms of a functional-notional
basis and was intended to renew existing teaching methods (Brumfit, 1983). The use of
the foreign language tried to resemble more closely a real life language experience for
which learners would eventually be prepared. In spite of efforts to use the target
language, it has tended to become a temporary means of communication within classroom
interaction which is constantly in competition with the shared native language of the
learners. Although textbooks focused on communication, this communication was often
reduced to restricted formulae. Information gap activity mediated exchanges at the most
trivial level and participation developed at the slowest level of involvement

(Thornbury,

1996).

According to Thornbury (1996), the challenge of using the target language lies in making
the teaching of English truly communicative. The teacher needs to become more
communicative, needs to be encouraged to gain greater understanding of the interactional
process of their own classroom (Thornbury, 1996)

2.1.- Characteristics and Mismatches between
teacher talk and learners" language use
Mitchell (1988) points out in her study that for a few teachers the language forms
occurring in their own speech could well map onto those of the coursebook. Teachers
strongly committed to communicative foreign language use very rarely seemed to switch
to pidginisation as one possible simplification strategy.
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Utterances seemed shorter, more analytic, highly redundant and context-dependent.
However, their speech became highly interactive, seeking for positive indication of
learners’ comprehension. This Communicative Interaction Project, in its brief comparision
with the mother tongue, underlined "platforming’and "expansion’as the two features of
foreign language teacher talk. The former refers to the building on established routines
and social knowledge to extend linguistic knowledge. Familiarity with teachers’ speech
guides learners" guesses as to the meanings of new phrases. Expansions occur when the
teacher echoes in the target language the utterance previously expressed in the mother
tongue by the learner. The enrichment of teachers" own speech developed largely as a
result of teachers" commitment to the use of the foreign language for communicative
purposes. When language is used to communicate in the elassroorn, teachers often modify
the grammar by simplifying the grammatical structure of the sentences and consequently
tend to distort the discourse by, for instance, repeating themselves. All these patterns of
speech may be referred to as teacher talk (Richards & Lockhart, 1994). Its purpose is
obviously to ensure understanding and therefore helps class interaction through the use of
the target language, particularly, at the first stages of language learning.

Krashen (in Krashen & Terrel, 1983) identifies this comprehensible input as an essential
ingredient for second language acquisition. Teacher talk, however, may lead to
oversimplification. Learners" involvement in authentic class interaction may be greatly
affected, at the expense of receiving comprehensible input when teachers develop a style
of speaking that does not reflect natural speech, especially in the later stages of language
learning. Teacher talk is similar to that of the mother’s language when interacting with the
child (referred to as "motherese" (Mussen et al, 1990:250), which is different from the
language she uses in adult discourse. "A number of studies indicate that motherese may
facilitate language development by sharing the child’s early linguistic environment"
(Mussen et al, 1990:250-251). According to this source, parents tailored what they said to
what the child said, otten repeating or expanding the child’s statements" (Mussen et al,
1990:252).
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One may conclude from this that optimum environmental conditions, although not
considered absolutely necessary for language acquisition, are of the utmost importance in
language development.

In the initial stages of language teaching, learners often make use of fixed expressions or
formulaic phrases to compensate for their lack of linguistic means. As the learner
advances, these formulae will be less frequently used and the learner will tend to produce
a wider and more varied form of sentence patterns and structures.

2.2.- The target language in the classroom:
Advantages and suggestions for its use
With regard to the language used for learning activities, a number of studies have been
carried out (Day, 1986; Ellis, 1985 in Richards & Loekhart, 1994) on the issue of the
quality of language that learners use when completing tasks. Research focused on two
main aspects:
1.- formal appropriateness, particularly accurate grammar and
pronunciation.
2.- communication appropriacy in terms of formality and authenticity.

The primary purpose of the research was to attempt to demonstrate the level of learners’
understanding together with an awareness of the nature of classroom language use.
However central both factors may be to an understanding of effective language teaching,
one needs to underline the difficulties in implementing the second aspect appropriately.
This fact makes one reflect and act upon the need to seek ways to improve and to modify
some of the classroom interactional pattern which may help to achieve both understanding
and awareness. Even more important, however, is the latter aspect, that of an awareness
of the nature of classroom language use. The teacher is obviously a vital figure in
implementing this change.
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One approach suggests that all classroom instruction should be in the target language and
its effective exploitation for second language learning. Appropriate studies would identify
examples of authentic communication as well as an introduction to the culture of the
school in the target community.

(1).- Advantages
It has been strongly argued that the conduct of the language class-exercise rubrics,
communication activities and so on, should always be done in the target language. This
helps create a second language ambience within the classroom and provides opportunities
for authentic communication (Stern et.al., 1992). Dam (1995) endeavoured to show
learners how the target language might work and developed teachers’ expectations of
how it may be implemented. From her very first encounter with the class, she underlined
the idea that the target language is "out there ready to be taken into the classroom and
investigated, worked with, and used by all of us" (Dam, 1995:13).

It should be emphasised that acquiring and learning a language is not a matter of widening
discussions of language syllabus or cultural concern, neither is it a matter of choosing
topics or lists of structures. Some second language teachers, mistakenly, have ended up by
perceiving language as a mass of information that has to be passed on to learners. One
could suggest here that language is a vital part of the ingredients for a rich learning life
and teachers are the chefs in charge of creating magic recipes with the students"
co-operation and turning the language class into a glorious banquet. Obviously, giving
explanations and verbal exchanges in the target language may not be the easiest of tasks,
but this presents a challenge to the ingenuity of teachers in presenting complex topics
concerning culture and society without distorting the information within the context, yet
in a way that is comprehensible to the second language learner. The pleasure of offering a
rich field of relevant and purposeful discourse to second language learners is worth a
major effort.
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(71).- Suggestions for language use in the classroom
There has been a widespread fear on teachers" part of using the target language. The basis
for this concern was the belief that learners who were not following the class competently
would lapse into misbehaviour. Some teachers believe that learners should understand
every word from the first time it is uttered (Macdonald, 1993). Obviously, words are an
important element of communication but one should never forget that there are other
aspects inherent in and underlined when expressing oneself and interacting, such as the
immediate context, world knowledge, intonation and body language which makes
communicating clearer, with less unambiguous statements. One does not only take
meaning from language but also gives it to language. Even if learners are not proficient,
messages are conveyed and understood through various and numerous channels.
Presentation of a series of pictures can effectively carry messages without language or
with limited language (Widdowson, 1972).
Tips that may help with presentation would be:
* keeping the message short, backing it up with mime or an OI-IP
* providing stepping stones by making key words stand out and building up the
learner’s willingness and ability to predict and to work on the basis of partial
understanding.
* building on schemata, based on what learners already know, using the cognate
intially and attaching the new word.
* presenting and using a small set of key phrases to be used frequently in the
classroom including the different intonation patterns.
* clearly indicating the nature of the activity.
(Ward & Whitney, 1994, Ward, et.al., 1996).
Learners will nearly always have understood enough to grasp the meaning and sequence.
There is nothing in the target language that is too complex or abstract to be taught, if one
uses the appropriate activity. Teachers require strategies for class implementation.
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Some suggestions may be:
1.- To identify a simple core of words, the learners write key words or phrases on
labels and hang them on the board in order to facilitate visualization of the written
word and link its image to the spoken word.
2.- Practice keeping language simple. This, needless to say, depends on the level of
the ability and experience of the learners.
3.- Extend possible ways of presenting language by showing projected material,
flashcards, leaflets, which together facilitate creative, stimulating situations and
promote varied, dynamic participation.
4.- Practice highlighting grammar patterns visually, using colour-coding or shape
indicators.
(Soars & Soars, 1986).

Learners will have to be provided with phrases in the target language for talking to the
teacher as well as to each other. A list to learn is unlikely to encourage them. Instead, one
may suggest the following:
(a) supply the target language needed as events occur in the classroom. For instance,
if words used to show pleasure or emotional reactions appear during the lesson, they
could be written on the board.
(b) one may also introduce new words to be used actively in the classroom.
(Dam, 1995).

"What of the times when one might favour switching into the mother tongue in order to
make things easier?" What of the times when learners are talking to each other and
disrupting the class, making repeated mistakes, when they become frustrated and claim
they do not and cannot understand? Teachers should never give up. Some learners may be
rather confused. But they will be few, if effective teaching strategies are being used.
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A number of coursebooks indicate the need to back up oral instruction with structured
teaching using key words, pictures, quick sketches, or encouraging one learner to explain
to another learner (Ward & Whitney, 1994; Ward, et.al., 1996).

Teachers usually set up targets for their learners. Let the perspective beyond the C.A. be
the teacher’s target. Gradually it becomes easier than one thought and becomes firmly
established praxis.

2. 3.- Further advantages and suggestions for target language use:
Interaction-centred approach. Interactional patterns in the classroon~
Historically, from getting learners talking to each other, language teaching moved on to
the more complex problem of getting them communicating (Allwright, 1983: 156). Live
person-to-person interaction occurs in every classroom. This has to be jointly managed by
teachers and learners. In the attempt to challenge these implications already made by the
C.A., it seems best to accept that "the process of communication is a learning process, we
learn by communicating" (Allwright, 1983:157). On this basis communication may be
generated by involvement in speaking. Learning may be enhanced by peer discussion.
Interaction is a process that implies a product from the participants. It follows a model:

Four aspects of interaction:

Four ways for managing interaction:
Compliance

Turn-taking

Negotiation

Topic

Navigation

Task
Tone

Direction

( Allwright, 1983).

The solution lies in how the teacher informs and directs the "evolution" of their own
instruction methods and strategies. This is best done by self-evaluation, by studying and
making suggestions for improvement based on one’s own record of classroom teaching.
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It is necessary to identify the various interactional styles for teachers’ and learners’
learning arrangements. Generally speaking, a teacher-fronted pattern of interaction could
call for "dependent students" (Richards & Lockhart, 1994:145). From their research
Richards & Lock_hart (1994) agreed that in teacher-leaner negotiation of activities,
students" use of the target langauge increased as did their motivation. This leads one to
believe that the learner learns best by doing, listens best by listening and talks best by
talking.

2. 3.1.- Teacher- Whole class
Numerous studies have pointed out the advantages of interaction between teacher and
whole class, focusing on classrooms" available language input and subsequent language
production. Students are believed to produce more grammatical patterns in the presence
of their teacher than when interacting int their groups. This is due to the accepted
assumption that teachers tend to elicit learners’ responses and supply immediate feedback.

Generally speaking, target language production and input in teacher-fronted activities is
more grammatically correct than that within the group activity. There tends to be less
interaction among learners in teachers" presence (Pica & Doughty, 1985a in Gass &
Madden, 1985). Teachers may be less prone to seek clarification of non-native speakers"
utterances. Group interaction activates conversational adjustments. Teachers should
always take into consideration the interactional dynamics of the teaching approach so as
to be able to respond appropriately to learners’ needs.

On the basis of this interaetional resource, one may make the necessary decisions, bearing
certain questions in mind (Richards & Loekhart, 1994:84):
-"Does the learner understand this?"
- "Should one try teaching a particular item in a certain way?"
- "How can one get learners" attention?"
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These factors lead to a learner-based approach, where decisions are based on factors
related to the specific group of learners and their needs. These form the basis for deciding
what to do, how to plan it, and how to carry it out.

(I).- Implications for change in teachers" role
Teachers enact their role within the classroom based on their theories of learning and the
kind of classroom interaction they believe best supports their theories. No matter how fair
the teacher aims to be in giving every learner in the class an equal chance to participate, it
is sometimes difficult to avoid interacting with some learners more than others. Learners
who attract most attention tend to be sitting within the teacher’s action zone, in the front
and middle rows. These learners are characterized by their dependence on teachers"
support and guidance to complete tasks and to get positive and immediate feedback
(Richards & Lockhart, 1994).

Activities in whole-class teaching may consist of a general discussion and commentary on
a newspaper article. This is the most commonly used model. It has its advantages and
disadvantages. This type of teaching calls for teacher-dominated discourse. No matter
how the teacher may try to encourage learners" participation, there is a need to include
other types of teaching in order to provide variety of communicative interaction and
individual language use in the classroom.

(71).- Teachers’patterns.
The role of classroom questions
Within the C.A. the teacher’s role entails guiding and acting as researcher and resourcer
himself. Well-known patterns in teacher-led whole-class activities:
TL-teacher lectures

PQ-pupil question

TQ-teacher questions

PV-pupil volunteer

TR-teacher response

S-silence

(Richards & Lockhart, 1994:147-148).
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Questions in whole-class approach are commonly used in order to:
1.- stimulate learners’ interest, thinking and participation,
2.- enable the teacher to clarify what the learners have said, thereby checking their
understanding.
They can be classified as display questions, or exam questions (Barnes & Todd, 1977), to
which teachers know the answer and referential ones, where the answers are provided by
learners. The former are obviously more frequent in fronted-teaching situations but less
challenging for teachers.

2. 3. 2.- Teacher - Group and Pair Work
The analysis of questions has brought linguists to see them as statements of learners’
intuitional knowledge. According to Harrah’s model of communication, questions present
information as do statements and differ from them in that they contain an invitation to
reply. The referee implies an interactional frame by nominating another person to the
speech role. Yet one has to consider questioning in context. Interactions are always
situated in a specific context.

Unlike those in a teacher-fronted framework, questions in group work do not control but
invite contributions to thought and to open negotiation. Group discussion is a powerful
way of showing that the teacher believes in the value of speaking in learning (Barnes &
Todd, 1977:80). However, Long & Porter (1985) argue that unlike "lockstep" where the
teacher sets the same instructional pace and content for everyone, face-to-face
communication, in small groups, reflects a natural setting for conversation. Learners adopt
and play an active role: their own. Arguments favouring this type of interaction are that it:

- increases the number of participants and their opportunities to practise
-improves the quality of the leaner talk.
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When the teachers plan group work it is o~en because "they place more emphasis upon
the journey than upon the destination, because they are more interested in developing their
pupils" ability to think than in helping them to reach specific conclusions" (Barnes &
Todd, 1977:84). In group work interaction the teacher becomes faciliator and makes
decisions about the group size and the role and purpose of tasks.

Proposed activities within a large group focused on the interpretation of a story. The
teacher may pose a selected open-ended question for the learners to discuss in different
groups. Both parties arrive at a specific interpretation through exploration and discovery.
On the other hand, an activity adapted for small group work entails the selection of a
particular grammar unit. Within a limited time the learners comment on any difficulties.
The teacher may take notes of each group contribution, focusing on the difficulties,
interesting factors or errors. This could be followed by class discussion and suggestion.
Discussion activities may sometimes cause clashes. The reaction of not being accepted
within a group dynamic is likely to disappear when when learners feel their contributions
are considered worthwhile and are valued (Barnes & Todd, 1977).

Dam (1995) admits that the organization of group work is not an easy task. "In order for
it to work, learners and teachers must go through a process of forming different groups
with different tasks, followed by an evaluation of the group work" (1995:43). The
outcome of the discussions resulting from ’’the experiences from the various groups
together with the learner’s observations is shared and negotiated in the class" (Dam,
1995: 43-44). "Forming groups in this way nearly always results in successful group work"
(1995:44). Activities proposed for small groups may be "making a newspaper, a letter or
even a play" (Dam, 1995:45).

Pair work is an integral part of Collaborative, Co-operative and Communicative teaching.
Primary factors which affect learners" acquisition and form part of the nature of pair work
are:
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1.- The information flux: these tasks are described as two-way tasks
2.- Focus on the product: it often comes in the form of charts or diagrams, implying a
simulation by the learner.

~). - Emphasis~focus on Native~Non-Native Patterns:
Study and implications for language teaching and learning
From the teacher’s point of view, interactions among non-native speakers may lead to
error. Porter in Long & Porter (1985) suggests that interactions are essential for the
development of language. However, one of the most interesting implication for teaching
was the finding that Non-Native speakers/Non-Native speakers interaetional pattern
encourages a greater negotiation than Native speakers/Non-Native speakers.

Varonis & Crass (1983:86) explained that "communication between any two interlocutors
is facilitated when they share a common background, linguistic system or goals for the
conversation to proceed with maximum ease". In conversation with other Non-Native
learners they recognized their "shared incompetence" (Varonis & Gass, 1983:82-83). In
sum, second language learners can learn more from one another than they generally
believe.

Another vital issue is the role of the familarity vs. unfamilarity. Pica (1987) highlights the
fact that for the learners to comprehend messages from unfamiliar input they need
opportunities to modify and restructure. Modifying and restructuring are more likely to
occur when learner and teacher remain at the same level of"unexpectancy". Added to this
the psychological constraint between the teacher and the learner and between expert and
subordinate reduces opportunities for interacting. Unexpectancy brings new answers, new
valuable experiences. On a different level, Long & Porter (1985:218) argue that
"familiarity with the task seemed to decrease the need for negotiation".

41

Doughty & Pica (in Long & Porter, 1985:219), underlined that two-way tasks in small
group settings led to negotiation Generally there are three main moves towards greater
negotiation:
Benefits~Opportunities for interaction practice
..... .............
Better ........................
. ................
Than
Group Work ..................................................
Lockstep Lessons

Nns/Nns .......................................................
NnsAVns Dyads
Two-Way Tasks ...............................................
One-Way Tasks
Figure 1

Advantages of Classroom Interaction

Students’ styles would point to task-oriented activities This approach promotes active,
dynamic and co-operative learning Activities which seem to be most successful are based
on information exchange with equal share of responsibility and collaboration among
participants as is the case with "jigsaw" tasks (Johnson, 1995; Pica, 1987: 18) These
types of activities present opportunities for increased negotiation provided teachers and
learners have adequate guidelines

2. 3. 3.- Teacher - Individual Interaction
The transition from full classroom to individualized instruction may be made by creating
new materials which should help the learner develop his own language learning strategies
and work independently. As one wise teacher counselled long ago: "If you give a man a
fish, you may feed him for one day. If you teach a man to fish, you feed him for a lifetime"
(Confucius, 551-479 BC in Geddes & Sturtridge, 1982:7).

The effectiveness of individualized instruction depends, among other things ,on the
learner’s willingness to assume an active role. Individual work enables the learner to learn
at his own speed, allows activities to focus on particular individual interests and needs.
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Hughes in Geddes & Sturtridge (1982:64) explains that "one-to-one teaching based on
individual needs means building the course around the learner, not fitting the learner into a
course". His greatest concern is the teacher’s adaptability and ability to respond to the
learner’s needs. Altman & Vaughan (1980: 72-73) point to the fact that in order to
accomodate teachers’ and learners’ "needs and wants" within the individual learning
approach, processes of teaching and learning should be established in accordance with
skills and inclinations of teacher and learner.

From a practical viewpoint The British Council (1978) proposed a range of activities and
options where the learner moves from linguistically-graded to topic-centred materials;
from scripted discussion to information-processing This gave learners the opportunity to
work freely, providing them with authentic communication in the form of press, films, lab
access and peer teaching. In addition there are certain tasks where the learner progresses
from being initially alone to joining a group (Nunan, 1989). However, some teachers are
still reluctant to have learners learning in small groups what they believe they can do more
accurately and quickly in an individual and particularly in a whole class situation. The root
of this conflict lies in their fear of the potential chaos that other learning arrangements
might permit (Rivers, 1987).

Despite the need for whole class learning, one should aim at an eclectic approach making
sure not to deprive the learner of options that may motivate interaction in using the target
language. Nunan (1989: 92) displayed a diagram showing the various types of classroom
arrangements.

However, any action taken by the teacher, at any point of the lesson, resulting in moving
from whole-class activity to learners working alone, provides the opportunity for
individualization.

43

One should approach this shift from two perspectives:
1.- As the presentation of the best tactic to follow. Learners may use it in further
learning and contribute to the amalgam and diversity of learning arrangements.

2.- As a long road starting at one end by providing minimum variety to students in
class and leading onto the other extreme where the learner is totally independent and
responsible for his own learning. This autonomous learning is the ideal.

One of the basic aims for a successful implementation of the interactive-centred approach
is the exposure to the target language. Ideally, learners should have the opportunity to
spend time in the target country living and breathing the language as an approach to
becoming successful learners. However, this is not always viable and therefore this
chapter suggests that it would be possible to learn a language and become a successful
learner without ever visiting countries where it is spoken as an L 1.

Using the target language as the only medium of communication in the classroom, makes
it easier for learners to understand and to improve their language proficiency. An effective
implementation of the target language is not only supported by the use of different types
of classroom interactions, such as teacher-pair work, or the use of teacher talk, but there
is a need to develop authentic materials. Implementation is achieved through a
combination of teachers’ elaboration and learners’ involvement in it. This highlights the
necessity for learners to elaborate their own original material, making it, somehow,
authentic.
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3.- The Use of Authentic Materials
The value of interaction lies in the effective process of learning through the use of the
target language. To advance further from the simple though meaningful exchange of
messages, learners need to become involved in authentic situations. This may be best
fostered by the use of authentic texts which result from the search to make teaching and
learning more communicative. However, a text would not necessarily be authentic in its
full sense, solely because it has been written by a person who claims to have done it.
Primarily at its core, authentic may be considered as something which is true, real and
meaningful to the learner in order to make the text fully authentic, to go further from its
literal meaning.

The materials initially advocated, within the Communicative Approach, in the form of
textbooks did not fulfill learners’ and teachers’ expectations. This was partially due to the
provision of fictional characters, leading to unmotivating learning exchanges (Thornbury,
1996). Similarly, Lynch (1982) suggested that the aim of those authentic materials in the
form of texts, reflected how language is actually used, while pedagogic texts are designed
to present linguistic forms which were to be learnt. It may be that language was seen as
form and pattern rather than as essentially interactive behaviour. Authentic texts should
coincide with the way we feel language is actually used. One could extend the argument
by suggesting that in actual language behaviour there is no text without context.
However, it is vital for effective, authentic language pedagogy that the term context itself
expands to include aspects of interaction beyond simply location in time and space. Texts
should not simply aim at presenting language forms to be learnt, but should also
correspond to the way one feels language is actually used.

3.1.- Definition, Purpose and Requirements
The application of the term ’authentic’ may have originated "from the invention of the
adjective ’construct authentic’ to describe teaching texts composed by a coursebook
author" (Lynch, 1982:9).
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Its origins may stem in part from the description and explanation of pure data of linguistic
interaction or from an interaction approach of discourse analysis and speech act theory.
As Lynch (1982) puts forward, the word carries a positive charge. That positive
involvement lies within any aspect or any context one may consider.

Beeching (1982) advocated a pedagogical and authentic approach where teachers select
and exploit authentic materials, according to learners’ needs, interests and their knowledge
of the real world. Moreover, she suggested that interaction constitutes a critical element
of authenticity, partly by the provision of comprehension clues, as well as by the display of
problem-solving exercises.

Little & Singleton (1984 cited in James & Garrett, 1991) described a series of effective
procedures to encourage management of authentic texts. In an enlightening account of the
use of authentic text and tasks, they proposed a chain of activities, with particular focus
on written tasks. These involved the writing and classification of a number of words on a
separate "post it" into subsequent categories of time, event, people and place (Little &
Singleton, 1991:124 in James & Garrett,1991). These activities aimed primarily at the
activation of the process of reflection to enable the learners at a later stage to construct a
story by arranging/ordering the given item. This idea, rooted in the theory of scripts and
scenarios, owes its success to the interaction between learners’ stored and new
knowledge.

Communicative activities are those which involve the learner in authentic communication
and contribute greatly to language learning. From the theoretical point of view, these
activities are not a late phase subsequent to instruction. They are an integral part of
learning from the outset (Stem et.al., 1992).
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Stem et.al.(1992) identified four main conditions through which real-life experiences are
most likely to develop:
1.- Contact with native speakers.
2.- Access to second language environment.
3.- Opportunities for language use.
4.- Personal involvement of the learner.

Ideally, all of these conditions should be experienced. The use of the target language for
authentic discourse becomes a central requirement and is surely the most accessible path
within formal instruction. The teacher plays a vital role in the designing and implementing
of communicative classroom activities. These may follow a certain order of complexity:
Management of Interactions

4,
Topics based on Learners’ Personal Lives
4,
Topics based on Learners’ Educational, Professional Settings
4,
Exercises
(Stem et.al., 1992: 188-202).
Figure 1 O:

Classroom Implementation: Categories within Communicative Acitvities.

Materials should be created for the development, enrichment and application of the four
language skills: listening, speaking, reading and writing

3. 2.- Implementation in the development of listening skill
The challenge lies in "educating the ear" (The Department of Education and Science,
1975). This is due to the fact that the individual, conditioned by the specific phonological
structure of the mother tongue, finds himself suddenly confronted with a different
phonological structure, that of the second language (Hawkins, 1984).

While heating constitutes the physical process of taking in sound through the ears,
listening involves mental processes.
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Quality oflistening involves hearing, together with:
¯ paying attention
¯ understanding
¯ interpreting

Success in listening depends on the achievement of all these processes. One may add that
listening involves both physical and mental states and activities. Understanding spoken
language becomes more demanding when listeners have words alone to rely on. This is
frequently the ease in foreign language classrooms and one has to compensate for these
difficulties in a systematic way.

Firstly, the teacher sets the context by providing a purpose for listening

and adequate

information through the use of the over head projector (OHP), visuals or

realia to

facilitate anticipating and inferencing activities (Baddock, 1991). Listening may be
followed by spontaneous expression and discussion of ideas. Listening tasks should
include grid and worksheet activities (Brown, 1977). In order to facilitate comprehension,
the teacher should aim to avoid confusion by omitting over-lengthy tasks and ensuring
that the layout allows learners to record the answers easily and leaves a readable copy for
feedback at the end of the activity.

Learners could progress in this way:
Material ............ Pedagogic .............. Authentic
Interaction ....... Message
*o

*eoll,e*~to,l,*,Qe

Message

Semi- Scripted.. Native
Language ........... Scripted. .................
Figure 11: ~opmn of Amentie ~t~.
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3.2.1.- Authentic use of listening material~
It would be appropriate at this stage to define what kind of authentic situation may be
created in the ease of the listening mode. If one considers a dialogue, the interviewer and
interviewees would probably use a variety of question and answer forms, focusing mainly
on the message or the key items of the dialogue.

The solution lies in concentrating on grammatical structures and building on them.
Authentic materials are produced in the first instance for language users rather than for
learners. They cover a vast range of topics from family discussions to formal debates.
Their primary purpose is to be effective. The listening task should guide rather than test
the learner. Teachers need to create all types of tasks

and to introduce them gradually

increasing their complexity:
TASKS

EXAMPLES

Listen and Select

People in a Photo

Listen and Infer

Roles and Relationships

Listen and Speak

Take a Role in a Dialogue
0Vlaley & Moulding, 1981).

On the other hand, Lynch (1982) suggested several group-based activities in relation to
this skill. One example of the language activities learners worked on, was based on a
radio weather bulletin. One group of students had to gather information about the weather
forecast, whilst another group had to plan a holiday depending on the weather predictions.
Thus, radio extracts enhanced learners’ practice in the use of notes from programmes.

3.2.2.- Some useful techniques for classroom application
Hawkins (1984:192) suggested some supplementary activities to encourage effective
listening. He emphasises the importance of listening for meaning, e.g., comparing two
versions of a spoken story; cross-modal activities where learners are required to "listen
and look", among others.
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Similarly, Wright (1989) supports the idea that the choice of contexts and the teaching of
meaningful texts, stories and articles will aid teachers in designing materials. To facilitate
this, one may use a number of things, such as, flashcards or pinmen, which constitute very
handy resources for improvisation, as well as a great variety of visual materials for
speaking activities (Wright, 1976, 1989). Pictures

tend to make the meaning clear and

memorable. Any activity may be designed as long as it is simple and clear. Video display
will form an increasingly valuable part of classroom activities. Other resources suggested
include:
¯ recorded announcements
¯ radio, films, songs
¯ broadcasts, documentary materials, interesting topics
¯ native speakers talking about topics

3.3.- Implementation in the development of speaking skill
The use of authentic texts should entail the effective development of the speaking skill.
The basis for adequate progress in this mode of language learning was previously taken
to be practising accuracy rather than fluency. With the advent of the Communicative
Approach, the focus was placed on both, highlighting the importance of fluency. Role
play exercises, games, topics for debates, discussions about texts were gradually
emphasised and introduced to practice the target language.

In trying to implement this new approach beyond the C.A., one needs to firmly establish
the use of authentic materials through the target language from the very beginning. The
argument for this approach lies in the fact that while all language is authentic, not all
language is communicative. For language to be communicative, its authenticity must be
interactive. For material to be authentic, the learner must interact with those materials, he
must be involved in them. The protagonist is the learner who needs to interact, to get
involved in the materials.
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Therefore, authenticity is created by the response of the receiver. Authenticity may be
considered as a quality which is bestowed upon instances of language created by the
response of the receiver.

For a long period of time oral tasks in conversation classes became too controlled by the
teacher, more in the topics than the language use. Farrington (1981:241) in her study of
classroom conversation underlines the relevance of developing conversation "about things
new to their learners". She also identifies the essential role of three language functions
(explaining, comparing/agreeing and interrupting), vital for the development of language
proficiency. In spite of the efforts to develop oral proficiency, language use in the
classroom was still too controlled to be truly communicative.

Moreover, Baddock (1981) advocated a creative use of the target language through a
number of communicative activities. Her assumption implies that by creating contexts for
’real’ uses of English, learners would express what they wanted to express through the
forms of the language available to them at different stages of language learning. She
suggested the need to set up situations, focused "on learners’ freedom of imaginative
response" (Baddock, 1981:230).

Some useful activities could be:
* describing a scene and the mood that particular music evokes in their imagination,
* creating the story behind an anonymous close-up photograph.
By letting the learner express what he feels, one encourages the use of the foreign
language more effectively and authentically.

Most authentic activities provide stimulus for the use and exploitation of more than one
mode of language learning, bridging the gap between reading and speaking, writing and
listening.
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Paunez & Elam (1981) attempted to produce interesting and authentic activities with
strong syntactic and lexical guidance by combining autonomous and creative group work.
In one of their central activities learners were challenged to find and develop moments in a
story which could become speaking situations, in their opinion. This task was followed by
the selection of topics for the production of dialogues, which would further develop into
story lines. Certain rules were introduced and the learners were encouraged to employ
grammatical structures and social functions. The resulting exchanges were written down
by the various groups and read to the class. The resulting dialogues such as the ’arrival of
friends’ and ’getting into the boat’ generated idiomatic use of greetings among other
interesting facts. They somehow revealed how narrative through authentic texts may
provide a means of passing from reading to oral work and an effective framework to
support authentic language use in real-life situations (Paunez & Elam, 1981:251).

Other ways of promoting spoken language could involve teachers in:
(a) making and using pictograms in the form of cards to promote dialogues. It also
may help learners with the practice of phrases and routines as they have the stimulus
of the visual information.
(b) creating ideas from a textbook. Learners could be given a task such as making a
publicity clip about some tourist location on a local radio station.
This task would imply that learners would need to select and memorise key phrases from
the passage, adapt them and create new ideas. Varieties of this exercise would entail the
creation of posters or of class presentation on tape. Flexibility in adaptation of authentic
texts provides an ideal opportunity to be imaginative and creative.

3. 4.- Implementation in the development of reading
Reading requires specific concentration and effort. When one has finished reading a
passage one’s mind may be at the end of the passage. Therefore, it is suggested that
extensive reading should be developed into other activities. Rinvolucri (1980:35)
suggested the effective use of ’mazes’ in a series of reading cards.
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Each card contains instructions and situations from which the learners are given ideas in
order to be able to take active participation in their decision-making One card may
outline five possible solutions to a problem so that the need to reach an agreement
involves and encourages learners in real-life discussion.

As mentioned above, reading authentic material such as newspaper articles may be
followed up by any of the other skills. Berman (1980) developed a series of activities to
encourage and support learners’ reading together with other skills. Learners may be asked
to expand on given headlines in their own words with a view to further discussion. They
may also be challenged to talk about a piece of an article previously read, individually or
in combination with the written mode. For example, they could be asked to comment
about possible words that need to be completed in a piece of writing about horoscopes.
All these ideas can be quite amusing and are always available to provide opportunities for
varied stimulating activities.

From a more practical point of view, one could suggest making available the use of a
range of reference material such as glossaries, monolingual dictionaries, indexes and
encyclopedias. Dictionary work would need to be strongly supported and it should not be
taken for granted that learners are habitual users. The building of a glossary or finding
new words may constitute a valuable learning experience, particularly from a Language
Awareness point of view. Many English textbooks already demand a wide production of
vocabulary in the target language from learners. This may come under the heading of
"Vocabulary Diaries" where learners are asked to write down words they want to
remember from different units. One may also include fruitful advice under the heading
"Vocabulary learning tips" (Ward & Whitney, 1994:23). Both writers identify a variety of
strategies, which assist in the classification of words, according to their meanings or
facilitating their memorisation by asking the students to invent their own examples. Thus,
making those meanings theirs, making the learnt material authentic..

53

The gradual development of this kind of task reinforces an indispensable basis for critical
reflection. Critical reflection constitutes an indispensable basis for Language Awareness
i.e., as knowing about the target language and further proficiency in spontaneous use
(Little, 1996:8). Implementation of the creative ways into which L.A. may be put into
practice point at the use of short stories. These are usually inserted in coursebooks at
regular intervals and may be exploited in many creative ways:
* making lists of similar or opposite words or key words from the text,
* writing a follow up,
* changing a part of the episode, tense or aspect wise, into the interrogative or the
past.

All these reflect ways in which learners experience the pleasure of the reading text as well
as practising on language structure and lexis. Newspaper and magazine articles, such as
those which may be found in the Authentik publications present possibilities for
monitoring learners’ reading, developing study skills through guided activities, or simply
reading for pleasure. Other types of authentic materials may be provided through tourist
office leaflets, comics, magazines or within the coursebook itself. Suggestions have been
made that in order to facilitate learners’ reading choice, some kind of guidance in the form
of symbols (asteriks, stars) should be provided in the grading of difficulty.

3. 5.- Implementation in the development of writing skill
The traditional view of the Communicative Approach advocated a view of writing centred
on producing finished pieces of writing. By writing one focuses on the process of
producing finished pieces of written texts. The main message that the teachers passed on
to learners when producing written texts, was that accuracy is of prime importance. Few
teachers succeeded in writing instruction. They commonly resorted to saying "it must have
a beginning, a middle and an end" (Fox, 1996:15). The new view in writing emphasised
processes of "planning, drafting and revising" (Fox, 1996:15).
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Fox (1996) also advocates the importance of practising different writing styles (letters,
posters, lists, diaries, articles, among others), from an early age and for a real purpose.
According to him strategies such as interactive writing, collaborative writing and picture
drafting seem to be the most challenging ones, but the least often practised. Each
emphasises different elements:
* Interactive writing ............................ Meaning.
* Collaborative writing ....................... Pair or Group discussion about composition
and process
* Picture drafting .............................. May help m the planning of a piece of writing.

In a similar vein, Little (1996) clearly highlighted that the processes of regulation and
evaluation in writing are vital. Learners, provided with adequate guidance, may become
less dependent on teachers’ support and may gradually succeed in becoming autonomous.
Added to this, he proposed some essential activities, which may provide stimulus for
learning success. Emphasising the way in which Dam and Thomsen (in Little, 1996: 12)
facilitated learning, he underlines that "the words and phrases pupils want to learn are
written on posters that are displayed on the classroom wall.., so are learning agendas, plans
for project work, check-lists of positive and negative features of learning activities..". The
essential purpose of these activities is rooted in the idea that "the written output generated
by the teacher in interaction with her pupils is available as input to further learning"
(Little, 1996:12).

Little (1996) in his study on the role of writing in second language learning, identified two
kinds of language awareness, crucial to the effective development of writing. The written
text may be consider as a support of the spoken language as well as a tool to explore
awareness about the target language. Both, communicative and reflective writing tasks
mediate between the two aspects of language awareness.
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These encouraging findings, lead one to believe that further to the development of the
various forms of writing such as "self-descriptions, letters to friends, stories and
self-evaluations", there is always scope for a general re-assessment of the role of writing
(Little, 1996:13).

3.5.1.- Authentic use of writing skill
Authenticity leads to the idea of creating authentic texts such as newspapers and diaries.
As Wray & Medwell (1996:38) underline, "newspapers represent perhaps the most
widely used source of text among adults, encompassing a wide variety of text functions".
In their development of a newspaper experience they emphasise that learners’ ability may
be best enhanced by allowing them to produce their own text. By considering texts in
terms of a source which represents something true, real and meaningful to the learners, a
text may be described as authentic. The suggested project proposed three different
activities for three different classes, respectively.
(a) In class A:
-~ the teacher discussed the various sections of the paper,
-~ the learners, after a brainstorming section on the contents,
selected various jobs (e.g., editor),
-- the learners were finally encouraged to read.
(b) In class B:
similar classroom organisation and responsibilities,
-- the learners focused on recent events or interviews within the local communinity.
(c) In class C:
the learners got involved with Newspaper in Education (N’tE),
-~ the learners discussed the factors that make a good paper,
the learners tried to gather items from advertisements and wrote on the selected
photo.
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All three experiences proved to be highly successful. Their aims pointed in different
directions. The focus of the first group was mainly on accuracy in content and language;
the second, which generated the most acute awareness, concentrated mainly on the
detailed content with a wide use of technicalities, whilst the third group focused
principally on the reports’ structure and technical process. The authenticity was expressed
in the form of format. Learners’ statements on their project reflected the importance of
readers’ critical reflection in writing, which constitutes the starting point for learners’
development of awareness in this skill. However, an interesting fact was that unlike ’C’,
classes %’ and q3’ saw writing as a means of exploring and elaborating one’s own reality
rather than as a medium of communication.

In order for the produced written material to be authentic, there needs to be meaningful
negotiation through adequate classroom arrangements to which learners can relate and
with which they can identify. Other interesting ways to consolidate this skill may include
producing some kind of poetry, or projects using charts and diagrams, designing words or
phrases in the shape of stars or any other mental image that learners might create.

This approach requires them to demonstrate their second language potential through the
use of the target language with the opportunity to learn the language by using it. The
important point in the use of the target language through authentic materials is not only to
meet learners’ needs but also to stimulate them to participate as well as enjoy listening,
speaking, reading and writing in such a way that learners are challenged to make the most
of their learning experience and future development in their L.A..

In order to achieve efficiency in this new approach beyond the C.A., learners and teachers
need to become aware of the role of the target language and to generate an effective
implementation of authentic materials. This approach also needs to develop a wider
understanding of the role of language learning as a second language as well as learning
about the language, which is the focus of the next chapter.
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4.- The Role of Language Awareness beyond the Communicative
Approach
4.1.- Definitions and Aims of Language Awareness
This chapter begins with a discussion of Language Awareness (LA), its definitions and
advantages, and goes on to ask how LA can be fostered in the learning situation

The Bullock Report (The Department of Education and Science, 1975) was the first
publication to introduce the idea of "knowledge about language" into the curriculum.
Despite its poor acceptance, partly due to the lack of teacher knowledge and commitment
to the task, the term led to a growing interest in "knowing about the language" (Mittins,
1990). A commonly quoted definition identifies Language Awareness as "a person’s
sensitivity and conscious awareness of the nature of language and its role in human life"
(Donmall, 1985:7). However, the term "Language Awareness" may create a sceptical
belief that it is one of those modem ideas that causes teachers and learners to spend most
of their time learning about the language instead of actually getting on with learning it
(James & Garrett, 1991).

Overall, LA has been considered to improve learners’ communicative ability in that "they
gradually get to know how language works, they can take a sentence and adapt it and use
it in another context in order to move to the creative use of the target language" (James &
Garrett, 1991:47). At this stage one could claim that learners are using the language in
ways which make it their own. Work on LA focuses on communication, as well as
awareness of the nature of language and language learning. Both are interrelated: the
more heightened the awareness of the nature of the language is, the more effective the
communication is.

A general view of language learning and language awareness takes the following form:
Lant~uage Learning .............. Teaching of the Language
Lantmage Awareness .......... Teaching about the Language
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The main difference is that the former has to do with providing direct experience, which
is expanded in the latter by developing explicit knowledge to the learners. The former
implies the knowledge about the language whilst the latter concerns the capacity of
acquiring and processing language (Little, 1996).

Generally speaking, awareness and foreign language learning are connected in the sense
that the latter depends on the former. Awareness helps learners become better learners. It
contributes to the effective implementation of the interactive approach. In a way, it
represents a means of reflection between learners and the process of learning the target
language. This process is gradual and is reflected in the form of a continuum Donmall
et.al.(1985) in attempting to unify Native and Foreign language as well as first and second
language across the language curriculum, introduced and defined a new trivium:
Mother tongue + Language Awareness

+

Foreign language

INTERFACE
Figure 12: L~e

Awareness Trivium

In this way, LA would serve to bridge the gap between Mother tongue and Foreign
language.

According to James & Garrett (1991), the teacher’s role as explainer involves the
provision of explanations to the learner about the language being learnt. However, therein
lies the main problem for teachers: the fact that "that which is the most difficult to learn, it
is the most difficult to describe and to teach...". To be effective, all classroom practice
must be rooted in, and be an expression of, a developing awareness of the nature of
language and of language learning as a means of providing learners with a tool which they
can put to communicative use. It involves a continuous effort of generating intellectual
stimuli as well as gratifying, enjoyable experiences.
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4.1.1.- The role of awareness and consciousness-raisin~
Awareness is closely related to Consciousness-raising However, their respective roles
are distinct. Language Awareness is the function of grammar used by those who have
mastered it and is brought about by explication. Consciousness-raising, on the other hand,
is the function of teaching and is restricted by explanation. In terms of classroom praxis,
one could say that teachers are expected to explain, while grammars have to expficate or
be explicit. Consciousness-Raising is the function of teaching and is restricted by
explanations.
Realization

Expectation

Teacher ..............} EXPLMNS .............................. .~ Consciousness-Raising
Grammar ........... } EXPLICATES... ......................
.~ Language Awareness ..
Figure 13: Rol~ ofC~amm~r ~ Te~ch~
(Bygate et.al. 1994).

According to Faerch (1983 in Stern et.al., 1992), it is possible to move from explicit to
implicit, the process of automatization, or from implicit to explicit, the process of
consciousness- raising (Stem et.al., 1992:332-333). This interrelation between implicit,
explicit, automatization, and consciousness-raising is represented by different diagrams
suggesting a flow from implicit to explicit, and vice versa, as follows:
consciousness- raising
explicit

implicit

knowledge

knowledge
.... automatization

(Stem et.al., 1992:333).

The advantage for learners lies in having access to both ways of learning, as well as
having the opportunity of moving from a more cognitive to a more intuitive approach.
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4. 2.- Contributions and suggestions for the development of LA
in the classroom
Researchers maintained that the core of class discourse is the "response-expectant move"
together with the "expectancy-fulfilling move".

In relation to second language development, James & Garrett (1991) support the view
that awareness of interaction becomes accessible to reflection and can be made conscious.
Subsequently, interaction is voluntarily manipulated by all learners.
Success may depend on the educators’ collaboration in order to expand topics adequately
and meaningfully with the learners. They also claim that while learners are sometimes
aware of the process, they cannot express it explicitly. This is the case when learners
alternate between several interaction strategies in their effort to repair and continue
discourse when it has broken down. One could say that the learner is, at some stage,
considering different strategies and their usefulness. In this sense, as Little (1996: 1) clearly
points out "LA is something explicit and verbal and sometimes it is not", that is, learners
may be aware of aspects of language without being able to explicitly articulate that
awareness. Furthermore, Little (1996:1) adds that "communicative and reflective writing
builds a resource to draw on when speaking and a focus for development of LA".

4.2.1.- Further aims. and their impfications
The term LA aims further to impart "an understanding of the value of language as part of
human life" (Donmall, 1985: 7-8).

The nature of LA also involves a dual objective which is the teaching and the learning of
the nature of language through communication, in its effort to reach a Communicative
Approach. A further aim, beyond the Communicative Approach, provides a change from
the goals of language teaching. The central focus is not solely placed on communication,
but on an equal emphasis on "communication and on awareness of the nature of language
and language learning" (Donmall, 1985:122).
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Generally speaking, the aim is primarily directed at helping learners develop an explicit,
conscious and intuitive knowledge of their mother tongue.
This may be achieved in various ways:
1.- Developing the necessary and adequate skills. This may be accomplished by
developing the perception and understanding of the nature and function of language,
in order to effectively strengthen communication in the target language.

2.- Working on the knowledge and intuitions that learners already possess, by using
their own language as a starting point; then by taking this aim a step further, that is,
facilitating their exploration of language, and through teacher guidance, generating a
heightened interest and positive motivation to learn. Tinkel (in Donmall, 1985)
suggests the notion of learners bringing to class intuitions about language and its
place in human society. He introduces the principle of realization of interaction, and
agrees with the creativity and uniqueness of learners’ language use. This is rooted in
the idea that "no two people are the same" which implies that "in using the language,
no two interpretations may be the same" (Donmall, 1985).

3.- Combining intuitive knowledge and potential ability, using language in order to
explore it and to discuss it. In brief, we may say that LA, because it makes learners
more aware of their intuitions, increases their explicit knowledge of what happens in
a foreign language and provides, somehow, a bridge between the consciousness gap
and the learner (James & Garrett, 1991).

On a more specific level, it is important to identify the principal aims of LA courses:
a) make learners think about the language, what it is for, and how it works by training
them in the listening language skill. This approach may also enable learners to discover:
-~ how language has evolved
-- how language is acquired
-~ how language is used
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On a similar level, Mittins (1990:25) proposed a sort of hierarchy of levels that may be
perceived in Language Awareness:
Abstract
understanding of LA

LA features
_ . _o~,. forw_h_at_ p..u_rl~_ O.SeS what effectiveness

Clear specific understanding

Figure 15:

Hierarchy of Levels in language Awareness

b) encourage learners in collaborative learning tasks, allowing discussion and scope for
creative language in all its forms.

c) make learners more sensitive to their own and other people’s use of language.
Sensitivity is an essential element in the achievement of awareness of register and the
several uses of languages. Learners" development of their sensitivity will, hopefully and
gradually, enable them to reflect on that which before was taken for granted (Donmall,
1985:170).
Similarly, Maestri (1995) pointed out two important factors:
a) The need for a more pragmatic and descriptive approach. This approach may
encourage learners’ sensitivity of language use, as the relationship between form and
meaning becomes evident to them.
b) The importance of making teachers and learners aware of how communication
could become more effective. According to her, "communicating effectively depends
on making the appropriate choices of what to say in the target language rather than on
’correctness vs. incorrectness"’ (Maestri, 1995:94).
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Agneta & Svalberg (1995) study the importance of interaction between tense and aspect
and the discovery of meaning through the use of icons. They both assert that what
speakers choose to say depends only on:
what ......... they mean
what ......... they want to do with

RATHERTHAN ON grammaticality

what ..... they say

(correctness vs. incorrectness).

Figure 16: t~m~" ~oi~ when u~mg~a~targ~t l,ng~ge.

Consequently, effective interaction depends on learners" level of sensitivity towards
language to understand what, how and why something is expressed. In addition, by
pursuing these aims learners will be able to reflect on ’how to do things with language’ and
in a sense learners become involve in LA by reflecting on the target language. This fact
calls for three essential features of language described in Mittins’ "triangle of reference":
Thought or Reference

* Adequate

* Correct

Symbolises

Symbofises

causal relation

causal relation
Symbol

* True

Referent

Stands for imputed relation
Figure 17: Triangle

of Refermce

Mittins ( 1990: 88).
The above can be illustrated in praxis in the following LA exercise in Donmall (1985:222)
under the heading of "Introduction to Language". The teacher spent extra time on an
exercise related to "Introduction to Language" and learners, in particular two girls,
commented positively on the project, concluding that it was a good idea to learn about the
country first. This kind of positive language experience suggested the need to introduce
cultural aspects across the curriculum and seemed to be vital for learners to develop

critical reflection.
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4.2.2.- Resultant mismatches between the internal andthe external syllabi
According to Barnes (1975:187) "curriculum is the shaping and understanding of beliefs
and values which go on under the aegis of a school..". Pupils have objectives, beliefs and
values which must influence the effective curriculum just as much as do the teachers’
planned objectives, since the "shaping of understanding...is largely the students’ reshaping
of existing knowledge".

In exploring the relationship between communication and learning, it is implied that there
is an inherent curriculum and a number of communicative activities that help implement
the curriculum into effective use. As Barnes puts it, "what learners do in the language
class needs to be closely related to their interpretation upon their actions" (Barnes,
1975:20). "Learners elaborate some kind of relationship between what they know already
and what the school has presented" (1975:22). Therefore, the communicative pattern of
any class is the outcome of a history of mutual interpretation by teachers and learners
upon previous experiences which they bring to the lessons (Barnes, 1975).

The Communicative Approach viewed learners’ external and internal needs from two
viewpoints:
(a) The approach involved meanings or language items which the learner needed to
express. These meanings formed something external to learners.
(b) It also concerned the internal needs of the learners to relate to the target language
and enable them to express themselves. It was vital that the learner was able to
identify himself with the language used and responded to it with his own ideas.

These facts suggest that learners attempt to follow an internal syllabus or a natural
sequence of learning, which is independent of that which teachers and materials might
impose. Intuitively, one could attempt to challenge these shortcomings by adjusting the
external syllabus to the internal one.
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However, from a realistic point of view, teachers should consider the organisation of
activities by setting up adequate communicative situations or tasks. Building upon this
idea, one may also move towards an effective development of a LA approach through the
use of appropriate learning and communication strategies. Within the different syllabi
learners go through various levels of LA.

The succesful process of LA will always involve teachers’ and learners’ commitment. It
will subsequently follow a cycle of increasing awareness through analysing, experimenting
with new strategies, reflecting, synthesising and applying this new knowledge to what it is
being learnt.

4.2.3.- Role and advantages of exvlicit instruction~om a LA approach
In order to decide what to teach, to select adequate materials
methodological framework for how to teach, teachers should
Awareness-raising approach rather than a rule-govemed approach,

and consider a

favour a Language
where language is

seen outside these rules. Rules need to be set in appropriate usage. This factor was partly
demonstrated in an exercise using newspaper headlines where students were asked to
write complete sentences based on the headlines. This gave rise to lively and interesting
discussions about grammar and background knowledge (Ur, 1988 cited in James &
Garrett, 1991:69).

Activities on LA should focus mainly on two general aspects:
1.- The concern for an awareness of language and languages relevant to educational
contexts (Mittins, 1990). One of the principal aims of LA is to promote awareness
and understanding in the L2 learner. Awareness of their mother tongue helps them to
understand and explore the various relationships of the L2. In some cases, classroom
projects such as, %anguages of the world’, %anguage Families’, qVIinority languages in
the U.K.’, ’Modem English’ were strongly suggested (Hawkins, 1984:160-165).
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2.- The vital role of meaning in that language helps us to order our thoughts about
things. Thus, basic notions on how to instruct meaning have become essential in LA
teaching development.

This approach may be based on the assumption that knowing derives
natural inference, without direct intervention, explicit

from doing, by

demonstration or conscious

practice. Consequently, learners would be required to shift from a referential to an
inferential mode of learning, that is,

inferring knowledge from doing things (Hawkins,

1984).

On another level of LA, language needs to be acquired and used, in particular, through
several learning tasks within a meaningful context. The use of contextualization provides
learners with the opportunity to acquire control over the language in order to meet their
communicative needs.

The primary aim of explicit instruction is to make language clearer by helping the learner
comprehend the underlying principles about the way the language operates.
Once the principle of an explicit approach has been established, Campbell (1970 in Stem
et.al., 1992) introduces implicit practice techniques, starting with mechanical drills and
moving on to more realistic communicative experiences (exercises).

Implicit instruction, on the other hand, aims at helping the teaching and learning of a
second language, relying largely on the intuitive knowledge and absorption of a large
series of language features. It advantages remain as a means of providing students, with
useful ways of practising language items without having to think hard through useful
techniques such as rote learning and imitation. Another advantage of this kind of learning
lies in the fact that it avoids the negative attitudes caused by the need for much correction
due to its focus on creating accuracy. Explicit instruction should not subtitute implicit
instruction as they are not part of separate learning systems, but are somehow interrelated.
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One of the dangers of explicit instruction is that the learner may become too conscious of
the rules. The rules may become a limitation. On the other hand, it is argued that language
items and sequences may become automatic even though they have been consciously
learned at the beginning. Ideally, and in practice, both the explicit and implicit approaches
should be combined.

The introduction of LA channels learners’ innate curiosity about language so that later, in
the secondary course, they may possibly build on the new perceptions of the language that
they need for communication (Hawkins, 1984). It also gives learners insight into patterns
of language. Essentially, the target language should be taught in the context of LA,
forming an integral part of the trivium in the course curriculum:
Mother tongue .......... Awareness of language
Grammar ..........
Figure 18

Foreign language

Logic

Rhetoric

LA as an integral part of the course triviurtL

(Hawkins, 1984:36-370).

4.3.- Implementation of LA in teachers and learners
Learners should not feel overwhelmed by the amount of metalanguage used in LA, rather
they should be able to use it as a means of guidance; teachers, on the other hand, should
obviously be able to draw the line which lies between theoretical description and
pedagogical presentation:
Theoretical Description (standard)

L,

Theoretical Description by the Teacher (planned view)
1-----~ Pedago~cal Presentation (standard)
L~ Pedagogical Conception of e.g.. Present Simple by the Learner
(Theoretical Description - another casual view)

Figure 19:

~e Role of Language Awareness in Pedagogical Presentation

(Donmall, 1985).
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On a more specific level, LA involves three gradual steps in pedagogical presentation:
1.- Social interaction
2.- Integration through the understanding and reformulation of goals in the classroom
3.- Once the first and second steps have been achieved, one goes further in trying to
overcome the already limited vision of competence and to promote a more expressive use
of the language.

In looking at language through the learner’s knowledge of it, the course method and
pedagogical presentation could well follow this general pattern:
A

Brief introduction
of concepts

B

C

Illustration of concepts

Production of concepts

through teacher exemplification

Figure 20: D~dopm~ of topis’ mt~aion

through learners’ examples

(DonmaU, 1985: 41-43).

However, if one wants to go deeper into the process of trying to reach the third objective,
there is an underlying phase of exploration which goes hand-in-hand with language
interaction:

Introduction

Illustration

Concepts

Examples

---+

Exploration

Production

Examples

Concepts
(Donmall, 1985: 41-43).

Figure 21: steps m pe~ogi~l Presentation

Teachers’ and learners’ intuitive exploration of concepts implies that terminology should
be limited to the essential. One may again emphasise here the paradoxical difference
between learning/teaching a language, and learning/teaching about a language.
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Once the teacher and the learner strive to differentiate between these two processes, as
well as between the pedagogical application of a term and its theoretical description and
implication, one may say that LA has stared to work effectively in all its aspects:

Lam, uaee Awareness
Introduction of concepts
Step A

Illustration of examples
Exploration of examples
Production of concepts

Teachers’ Awarenes
Examples in Practice
Step B

Approaches:
(I) Rule

-~ Proficiency

(11) Proficiency -- Jt Rule

Learners’ Awareness
Learners" interpretations of
teachers’approach (Step B)
Learners’ interpretations of
Step A
Figure 22: t~vd,

of Thinking in LA.

This active process should take place almost simultaneously and not necessarily step by
step as ’,4’ and ’B’ have shared levels. However, learners need to realize that both steps
form part of different levels of thinking. One requires theoretical description of LA; the
other develops its pedagogical application. Yet, they are somehow inextricably
interrelated. LA remains the common focal point, from which both teachers and learners
assimilate, develop and communicate their personal perceptions.
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These varying perceptions then become reference points for guidance to be worked upon
in future language use.

4. 3.1.- Learners’ Role in Lanzuage Awareness
lts contributions to learners’ laneuage improvement
Much research has led to the basic belief that the development of awareness in the pupil
will have a positive effect on his competence.

It has been argued that development of learners’ LA may be a natural consequence of a
proper exploration of their language ability (Donmall, 1985). ’Does this imply that
learners’ elaboration of their LA results in growth of their language proficiency?’ If there is
great improvement in learners’ knowledge and use of the language with increased
proficiency, ’how do the teacher and the learner set about expanding that ability further?’.
Ability to use the language goes hand-in-hand with knowledge about the language.

A key factor to be considered is whether knowledge about the language improves one’s
performance or command of the language (James & Garrett, 1991:17). In reply to the
question raised by James & Garrett (1991), Richards & Lockhart (1994) in their reflection
on a particular case study, concluded that learners work better if they have more input
into what they learn and how they learn it. As well as this, one may state that as learners
become more aware, they not only expand and improve their understanding of their
language, but also "become more sensitive to how they use it and how it is used upon
them" (James & Garrett, 1991:103). However, James & Garrett (1991), emphasised the
need for learners to be guided in making choices and in managing their time.

One may infer that the more explicit knowledge a learner develops, the higher the level of
proficiency.
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Language acquisition may advance in two different ways as has already been expressed

in

Figure 11
a) Example .... ............... Rule Formation ....................... Proficiency
b) Example .........Proficiency
¯

t

8.ooQotoo

¯¯lli-6ol4 d laeoe.ea* Je.aoeo.el

Rule Formation

Many studies have indicated how LA may best benefit learners’ competence. The
development of awareness has a marked effect upon a pupil’s ability to cope with his
work, and interestingly enough, learners realize that many of the difficulties they
encounter are not content-focused but rather grammar focused (Hawkins,1984). Similarly,
Mitchell (in Bygate et.al., 1994) defends this idea, focusing on a particular type of learner.
She suggests that more able learners could benefit from systemic and explicit
representation of grammar rules and explanations. These could assist learners in
advancing from rote learning to a more creative use of the target language.

Added to this, one needs to consider the fact that learners bring to the class specific
assumptions about how to learn a language and about the kind of activities and
approaches they believe to be useful (Richards & Lockhart, 1994). Not only do they bring
expeetations but also preferences. For instance, learners with a communicative learning
style prefer a social and interactive approach to learning. They learn well from discussion
and group activities as well as by watching, listening and talking.

4. 3.2.- Teachers’ Role in Language Awareness
Its contributions to the learning situation
Generally speaking, teachers have a dual function in the process of language learning/
teaching,, these are:
1.- facilitate the communication process between the participants in a classroom through
various activities
2.- act as an independent participant within the group.
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In their secondary roles teachers become:
¯ Organizers and facilitators of the information to be learnt.
¯ Guides through classroom procedures and activities.
¯ Researchers and learners themselves.
(Richards & Lockhart, 1994:103).

On the other hand, renegotiation between teacher and learner roles increases learners’
motivation. The hypothesis is that students work better and "will leam a language
successfully if they are able to have more input into what and how they are learning"
(Richards & Lockhart, 1994: 92).

However, learners still need to be guided in making their choices and managing their time
(Richards & Lockhart, 1994:112). Teachers" roles, as facilitators of learning, could
determine the guidelines and conditions of the learning programme rather than being the
ones to talk about the language to passive listeners. Consequently, the teacher should try
to capture learners’ interests by letting them explore it for themselves under planned,
prepared and controlled conditions by the teacher.

The Bullock Report Committee (The Department of Education and Science,

1975), in

their effort to reach teachers, expressed the application of a systematic education in
language across the curriculum (James & Garrett, 1991:30). They underlined the
importance of teacher training and also pointed out that research into linguistic interaction
will serve teachers as a base for research, monitoring their own and others’ performances
effectively.

Teachers will need to have a greater awareness to work accurately on particular subject
areas and this work will need to address, among other aspects, mismatches between
teachers and learners’ expectations and between the expectations of teachers and those of
committed language communicators.
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4.3.3.- Suggestions for Learners’ Improvement of LA:
The Use of Icons. Agneta & Svalberg (1995)
It is the teacher’s responsibility to raise learners’ LA beyond those factors mentioned
above through an Awareness of communicative styles or socio-pragmatic ground rules, to
that of creative language use in meaningful context. Teachers need to improve their
awareness in two main areas, selecting:
¯ what should LA work involve
¯ how to implement it.

Up to now a suggested solution entails the use of video-recording as a basis for
discussion of classroom situations through explicit instruction, and instances of conscious
reflection, evaluation and conversation (James & Garrett, 1991:316).

Agneta & Svalberg (1995:78-79) introduce the use of icons which consist mainly of the
interaction between tense and aspect. They support the view of the icons’ usefulness in
facilitating language learning and awareness. The gradual introduction of these icons or
symbols serves a dual purpose:
(a) Learners may build up an ’image of the verb system’ which they can expand and
use.

(b) The icons provide a useful tool for teachers to raise their own awareness of the
relationship between meaning and form without the need for diftieult "metalanguage"
(Maestri, 1995:84-85). This emphasizes the fact that teachers should avoid filling
learners’ minds with great amounts of grammar, definitions and terminology, but
rather endeavour to abridge language, using words in adequate sutfieieney.

Similarly, Weinert (1994:186) and Krashen & Searcella (1978) attempt to make life
easier, so to speak, not only for learners but also for teachers by promoting the use of
formulaic language, "pre-fabricated routines", with open slots, "smaller chunks", not
always recognized as units in linguistic analysis.
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4. 3.4.- Suggestions for Learners’ Improvement of LA:
The Use of Grammargr~h and Formulaic Expressions. Maestri H995) &
Weinert (1994.)
A new approach to teaching grammar is needed to improve learners’ and teachers’ LA.
Grammar could become the means for expressing meanings. Grammar exercise tasks, in
particular, involve a means of creating awareness about both grammatical meaning and
form (Agneta & Svalberg, 1995).

What needs to be emphasised at this point is the fact that "grammar expresses meanings
which are, after all, what learners are interested in doing" (Agneta & Svalberg, 1995:
80-81). Grammar becomes the essential tool. On the other hand, the learner first needs to
grasp key concepts, and these need to be meaningful and eontextualized.

The assumption about the use of grammargraph is that following a demonstration of how
grammatical forms correlate with areas of meaning, learners, by getting involved in
problem-solving tasks, could put these forms to purposeful use (Widdowson, 1990:166).

Some effective ways of making learners’ involvement in LA more successful point here at
the use of "grammargraph", "’formulaic expressions" or abbreviated code. In the first
one, iconic representations (e.g., a vertical line for event time or an asterisk for reference
time) combined with problem solving activities, expanding and using the target language
"without the need for difficult metalanguage" (Agneta & Svalberg, 1995: 84-85). Maestri
(1995:93) advocates for a more pragmatic approach, for appropiacy rather than accuracy.
Instead of presenting the use of the adverbs "’always" or "never", she provides learners
with "milder ones like often, seldom, usually, etc. from the very early stages of learning".
On a similar line, Weinert (1994:192) considers the use of formulaic language which
involve "forms of chunking" allowing learners to communicate more or less successfully.
These may be distinguished between fixed strings (e.g., "How are you?’) and sequences
with open slots (e.g., "See you ..... ").
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The teachers’ roles should attempt, through the use of "grammargraph" (Agneta &
Svalberg, 1995:68), "formulaic expressions" (Weinert, 1994: 186) or abbreviated code
(Maestri, 1995:92) to facilitate:
¯ remembering "
¯ understanding

about language in their effort to give learners the chance

¯ thinking

to guess and to get them involved in active participation.

¯ talldng
These three approaches open up a way for a revised model of language use and learning.

A tentative framework has been proposed for language development in the form of a
process-based approach.
One might predict that in elaborating tasks explicitly, allowing learners to use the
language of explicit instruction, it may be possible to direct learners’ attention to formal
features of language as well as to maximize the chances by triggering internalisation
processes.

In conclusion, conscious reflection, the feature which characterises LA, forms an essential
part of the educational process and has a more variable role in aspects of language
development. Learners"

implementation of LA should aim at synthesising the

interrelationship between educational theory and language development. From the many
useful insights which LA provides learners with, a principal one remains, that of using the
language in ways which make it their own.

To sum up, one needs to focus on the common factors which help LA become effective,
underlying the many issues that have been evaluated and in some cases resolved. Since
language is the means by which learners demonstrate the level of their understanding as
well as the extent of their learning, an awareness of the nature of classroom language use
is central to our understanding of effective language teaching.
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5.- Conclusion
The framework presented here expresses the importance of using the target language as
the main tool in classroom interaction. It also stresses the use of authentic materials and,
in particular, of authentic texts in the four main language modes: listening, speaking,
reading and writing, through the use of adequate communicative activities in the target
language and the various classroom learning arrangements.

A further point aims at developing aan increased understanding and implementation of
LA. This third aim seeks to meet the challenge of moving from a first language to a
second language as well as aiding learners in overcoming the difficulties posed by the
concepts of the new language, introduced by the specialist. In addition it should aim to
encourage learners to ask questions about the language. This wider view of language
learning is essential, in the sense that it broadens learners’ expectations. It also
superimposes new listening habits on their mother tongue, habits of which they are to
hither unaware.

Communicative Approaches offer learners opportunities for developing a highly personal
relationship with the target language community for motivated and authentic language use
through useful vehicles such as cultural topics, drama and simulation. Activities and tasks
mediate between the process and product phases of negotiation and interaction by the
learners. Teachers become facilitators of students’ learning and in general terms, they
gradually lessen the idvide between themselves and learners as in a sense they become
learners themselves. Learners are seen as the central protagonists and their needs are
viewed as the main determinants of instruction. The innate expectancy, enthusiasm and
flexibility of the learner reflect essential qualities without which learning may hardly occur.

The framework considered here applies to a wide range of situations concerning the
analysis of teaching in general, such as how learning and communication may be best put
into effective use.
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Communication comes hand-in-hand with instruction to achieve competence. It also
occurs simultaneously rather than in disparate sequential stages. This dissertation
endevours to provide the three main points mentioned above as guidelines in some areas
of language learning programmes. The development of a learning programme based on
negotiation of meaning between teachers and learners should point at a variety of future
possible directions.

This new approach also advocates a series of activities and projects directed by various
classroom methods which aim, among other things, at improving language competence
and chanelling learners’ intuitions. Language Awareness is closely related to these
underlying concepts. This form of training needs to be in harmony with the new trivium:

Mother Tongue ..... Language Awareness ..... Second Language Proficiency

The progress from Mother Tongue through Awareness of Language to Second Language
Proficiency could be taught in the context of a Language Awareness programme.

This course should be directed towards language use and would need to address vital
factors such as the nature and function of language, its place in the lives of individuals,
and its role in making exchanges in human society viable.

In this proposed approach both teacher and learner share parallel, perhaps equal,
co-operative roles in the process of expectancy, discovery and learning. The learner may
aspire to autonomy and the teacher to ongoining learning. One may well claim that the day
one stops learning should be the day one stops teaching.

One should always aim at the pursuit of excellence where the teacher is, in essence, a true
learner.
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