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English Teaching Today
Robert Lado

Georgetown University

[Professor Robert Lado, one of the founders of the Audio-Lingua2  Method, was
recently in Tokyo for a series of public lectures. The lectures were co-
sponsored by Sophia University and the Japan Association of College English
Teachers. We would like to thank Professor Felix Lobo of Sophia, Professor
Ikuo Koike of JACET, and the Daily Yomiuri for permission to publish a some-
what abridged version of Dr. Lado's first address. The complete text can
be found in the November 1 edition of the Daily Yomiuri.]

The Oral Approach

Some 21 years ago when the US Government began to support the teaching
of foreign languages through the NDEA (National Defense Education Act), the
most widely used methodology in the U.S. was the Oral Approach developed by
Charles C. Fries and associates at the University of Michigan. Its struc-
tural linguistics rationale and intensive course materials influenced prac-
tically all subsequent methods and materials.

The essence of the Oral Approach was to consider language a system of
vocal symbols used for everyday communication by the members of a society.
From that view derived the corolaries  that language is speech, that languages
are different, that language is habit, and that one should teach “the” lan-
guage rather than “about” the language.

Within the structural linguistic view shared by Leonard Bloomfield,
Hackett,  Moulton, Henry Lee Smith and others, the Oral Approach developed by
Fries introduced the concept of patterns of English sentences, the first
structural analysis of American English intonation, and contrastive linguis-
tics into language teaching methodology.

The prestige and influence of the Oral Approach at that time, however,
should not obscure the fact that other methods and views were also used wide-
ly at the same time. Among them were various direct methods such as Berlitz,
In-Lingua, and the Audio-Visual Method, which is a variation of the Direct
Method using pictures to convey meaning. And as always, Grammar-Translation
methods were practiced by many teachers, and others used personal combina-
tions of various features according to the particular preferences of the au-
thor and the teacher.

Changes in the 1970's

The 1970's saw a continuation of the Oral Approach and its parallel the
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Audio-Lingual Method while major revolutions and changes in the theoretical
bases of the teaching of English made their impact felt. The Chomskian rev-
olution in linguistics caused the introduction of transformational explana-
tions of grammar and challenged the value of habit formation and pattern
practice in language teaching and learning.

Skinner’s behavioristic psychology yielded to cognitive psychology,
and pattern practice was again attacked in favor of conscious grammatical ex-
ercises that applied rules taught explicitly first. John B. Carroll coined
the terms cognitive-code learning and habit-pattern methods to characterize
the opposition between the two methodologies. He later explained that he
favored a synthesis of the two methods rather than a defense of one and con-
demnation of the other. In practice, no set of English materials became com-
pletely transformational and cognitive-code in nature; all incorporated fea-
tures of two opposed philosophies.

Simultaneously with these developments, there was great interest in the
study of child language and child language acquisition, which sought to re-
cord the development of language in children and to explain its grammar us-
ing Chomskian transformational generative models.

Roger Brown’s The First Language is the most widely known reference of
that research and view. The methodological suggestions coming from child
language acquisition were reminiscent of classical direct methods. The ob-
vious fact that all normal children learn their first language on their own
had originally been the inspiration for the direct methods themselves.

The new slogans were, “Language is acquired, not learned.” “You  cannot
teach a language; the student acquires it ." From this source came also the
rediscovery of the idea of immersion: “Immerse the student in English, and
he or she will acquire it.”

These ideas took a variety of forms when put into practice, however,
and contradictions which were inherent in the theoretical suggestions began
to emerge. For example, a cognitive-code approach explains every point of
grammar before the student is asked to perform in an exercise. Yet in a lan-
guage acquisition approach, the teacher must not teach; the student is to
acquire everything by immersion.
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From the extreme behavioristic position of B.F. Skinner of Harvard came
the idea of programmed learning and teaching machines. Teaching machines
were soon abandoned, and the emphasis shifted to programmed learning. In
programmed learning, the learning tasks are broken down into numerous frames
such that the students can respond correctly every time. Correct responses
are supplied immediately to reinforce learning. Programmed learning evolved
into individualized learning in which the student is allowed to progress at
his or her own pace and style. Individualized instruction often made use of
programmed materials. Personalized instruction, on the other hand, is a form
of individualized instruction which controls the student’s work by means of
unit quizzes or tests based on some textbook or set of reference materials.

English for Special Purposes (ESP) developed during the 70’s in the form
of small readers or courses for careers or special technical training. And
arising from the same desire to meet specific needs of students, there de-
veloped Notional/Functional Syllabuses in which the material is selected ac-
cording to the functions of the language rather than for the goal of master-
ing the language as a tool for whatever uses may arise later.

All the while, other methodological suggestions were being made from
other sources. Asher  proposed Total Physical Response for the teaching of
languages with the claim that such a method reached the subconscious perma-
nent memory more directly.

Curran, a clinical pyschologist, suggested the application of group
therapy techniques in Community Language Learning (CLL). In CLL, students
ask how to say things to each other in order to communicate with the members
of the group in the foreign language. And finally, George Lozanov, a psy-
chiatrist from Sophia, Bulgaria, proposed techniques of de-suggestion to by-
pass the protective self-barriers of the individual who according to him
feels threatened and resists learning. By these techniques, he seeks to
reach the deep permanent memory and cause faster and more permanent learning.

And, as in the 60'’ s, direct methods  and the  opposing Gr ammar - Translation
methods continued to be used by some organizati ons and indiv iduall teachers.

English Teaching Today

Although there is disagreement on many points, the majority of interna-
tional general courses use conversations as the starting or focal point of
the units of study and develop from there into contextualized practices and
activities of various kinds which involve listening and speaking as primary
modes. In other words, they are basically audio-lingual in nature.

Most of them, though not completely or exclusively audio-visual, make
generous use of functional pictures to provide context and stimulate lan-
guage use. And they have supplementary materials of the workbook type, re-
quiring written answers, transformations, completions, etc.

They all attempt to provide a maximum of opportunities for the student
to produce active responses and create utterances expressing his or her own
ideas. In other words, they are all methods that can be classified as ac-
tive rather than passive.

They represent an evolution from the earlier Audio-Lingual methods rath-
er than an abrupt radical departure from them. Among the most striking
changes are a greater emphasis on contextualization. Exercises involving
changes in isolated sentences have almost disappeared. One finds instead
exercises in which the sentences are contextually related to each other, to
pictures, or to situations. This has the effect of keeping student perform-
ance closer to the communicative process of language use.



NEW EDITION

Lado English &XieS  by Robert Lado

This new series is one of the most com-
prehensive courses available in English as a
second language. It is comprised of six
textbooks, workbooks, and teacher’s manu-
als, and corresponding tests and cassettes.
To achieve the primary language ob-
jectives-listening, speaking, reading, and
writing-Professor Lado employs mod-
ern linguistic principles within a format that
is practical for both students and teachers.

Lessons
Each lesson introduces basic patterns
through contemporary dialogues, model sen-
tences, and simple explanations. Audio-
lingual drills and speaking and reading exer-
cises reinforce learning. Each new lesson
builds on the preceding one, resulting in a
cumulative learning experience. The com-
ponents of each lesson are:

Cnnversutj~lrz-Students  learn a dialogue
containing the grammatical points intro-
duced in the lesson. Intonation lines and
stress marks are provided.

Adcpfution-The basic sentence patterns
from the dialogue are practiced in different
contexts to review material previously cov-
ered and to teach new vocabulary.

Study--New patterns are explained and
simple, easy-to-follow examples are given.

Prut-tic-c - T h e patterns are then practiced
through substitution, expansion, transforma-
tion, and other  types of drills, all set in
meaningful contexts .

ICad--Reading passages containing the
new patterns are followed by questions for
comprehension and oral practice.

Speak-Illustrated dialogues are read aloud,
dramatized, or used as a stimulus for class
discussion.

Think-Illustrations and key questions en-
courage students to be as original and crea-
tive with their English as their skills permit.

P rrlnr~u~~c’c--One  sound or sound contrast is
presented with facial diagrams, descriptions
of articulation, and words and sentences to
pronounce.
Workbooks
Six workbooks paralllel the textbooks. De-
signed for independent work by the stu-

dents, they review and reinforce what is
learned from the texts. Answer keys for the
workbooks are found in the Teacher’s Man-
uals.
Teacher’s Manuals
For every textbook there is a teacher’s man-
ual which points out the important aspects of
each lesson and gives valuable suggestions
for teaching the various parts of the unit. For
easy reference, every page of the textbook is
reproduced on the corresponding page of the
teacher’s manual.
Cassettes
The cassettes cover all the dialogues and
exercises in the texts, and are recorded by a
variety of speakers. Each cassette is re-
corded on a four-phase sequence of
stimulus, response, reinforcement, and
repetition.

#18745 Book 1 #18751 Workbook 1
#18746 Book 2 #18752 Workbook 2
#18747 Book 3 #18753 Workbook 3
#18748  Book 4 #18754  Workbook 4
#18749 Book 5 #18755 Workbook 5
#18750  Book 6 #18756 Workbook 6
Each Y910 E a c h  Y670

#18757 Teacher’s Manual 1
#18758 Teacher’s Manual 2
#18759 Teacher’s Manual 3
#18760 Teacher’s Manual 4
#18761 Teacher’s Manual 5
#18762 Teacher’s Manual 6 Each Y 1,140
Cassette albums available for each book in
this series:
8 cassettes, dual-track, per book Y30,OOO
Sample cassette available upon request.

#18769  Testbook  1 Y 5,500
# 18770 Testbook  2 Y5,500
# 18771  Testbook  3 Y 5,500

Tests
A set of tests is available in new Pressure-
Fax duplicating masters for Books 1, 2, and
3. Pressure-Fax masters are printed with a
unique ink formula which permits copies to
be made without use of a duplicating
machine. Each quiz presents a variety of ob-
jective activities, allowing the teacher to test
the student’s grasp of the material. Review
tests evaluate student retention. In addition,
oral tests evaluate Iistening comprehension
and sound discrimination. The teacher is
provided with answer keys for easy grading.
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In the earlier types of exercises, the lack of unifying and meaningful
context permitted the student to practice the problems in isolation, more as
a separate grammar game than as part of the language for communication...

Some Problems and Contradictions

There is nevertheless a confusion between conversational exercises and
the separate skills of listening and speaking. Conversational activity, be-
cause it involves speaker-listener exchanges, is taken to represent all lis-
tening activity as well as all speaking activity, even though in fact it is
limited to exchanges of short utterances with spontaneously changing contexts
and not extended utterances on some specified subject, such as a lecture or a
speech. And in speaking, conversation actually avoids extended and formally
organized oral presentations and reports. At least one widely used interna-
tional series of textbooks gives attention to more extended listening and
speaking as separate skills.

In theoretical discussions, the concepts of creativity--as advanced by
Chomsky, cognitive learning from cognitive psychology, and language acquisi-
tion from child language studies are accepted without question, and any sus-
pected violation of them is condemned outright. Yet the inner contradiction
involved in lumping together those three concepts surfaces in general pur-
pose English courses in still unresolved ways.

Some international courses present no grammatical explanations or cogni-
tively guided exercises and limit themselves to contextually restricted exer-
cises without realization that this violates the cognitive-code dictum that
the student should understand explicitly any grammmatical  rule before it is
applied. In other words, child language acquisition and cognitive-code
learning are in theoretical conflict and actually clash in their practical
appl icat ion.

Other courses that attempt to implement Chomsky’s  concept of linguistic
creativity also clash with the concept of child language acquisition accord-
ing to which the child’s language evolves through various stages of non-well-
formed sentences in terms of adult grammar. Chomsky’s  concept of linguis-
tic creativity is essentially the application of the human capacity to apply
general rules to behavior, in this case to the production of English senten-
ces. To put it another way, Chomsky's creativity restricts the production

 of sentences to those that are well formed because they follow the rules of
English grammar.

Another conflict arises with regard to the widely accepted and hitherto
unchallenged concept of communicative competence. This idea has been under-
stood in two ways: 1) the view that utterances must be appropriate to their
communicative purpose in social situations, and 2) the view that utterances
must succeed in communicating the basic intended meaning, whether well formed
or not. In either interpretation, linguistic grading and internalization are
made secondary to situational success. Thus, students are asked to create
utterances for each situation, even if they lie beyond the linguistic compe-
tence of the students and turn out to be not well formed. The same problem
arises with the idea of Notional/Functional Syllabuses, in which the selec-
tion and ordering of the learning material is determined by functions without
regard to grammatical complexity, difficulty, or knowledge on the part of the
students .

In attempting to present an overall view of the general characteristics
of English language teaching today, we must not overlook the fact that some
materials do overcome the conflicts mentioned. They have not abandoned gram-
matical grading and have incorporated the concept of meaningful grammar and
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language functions. They maintain explicit teaching of some rules and pat-
terns of grammar and pronunciation and give attention to separate skills...

A Synthesis for English Teaching in Japan

The teaching of English in Japan today should take into account the lan-
guage , culture, and thought of the learners. It should provide for the learn-
ing stages identified as breaking the communications barrier; internalizing
vocabulary, grammar, and pronunciation systems of English; developing the
skills of listening, speaking, reading, writing, and translating; and going
beyond language into selected areas of English for Special Purposes.

On the basis of current thinking, I would begin with contextually use-
ful, graded conversations presented simultaneously through the ears, eyes, and
mind, i.e., through speech, writing , and comprehension of their meaning in
the most effective ways, including the use of the native language. The con-
versations should be internalized, not merely heard or read, and not neces-
sarily memorized verbatim, and they should be adapted through controlled and
creative exercises to the communicative interests of the learners.

The materials should provide for internalization of the vocabulary, gram-
mar, and sound systems through explicit patterns and rules, accompanied by
contextualized practices of various types adapted to the age and education
of the students, with motivation as an important consideration. Generous use
of pictures and color will enhance significantly the motivational value of
the materials.

writi
Prov ision must be made al so for extended reading, listening, speaking,
ng, and translating, at 1 east at the advanced levels.

The main characters should not be Japanese learners talking English to
each other, since that is not the purpose or socio-linguistic function of Eng-
lish; they should include Japanese, international, and English-speaking per-
sons among whom the use of English would be necessary and appropriate.

English for special purposes should form part of the teaching of English
in Japan chiefly as supplementary readers which students may choose according
to their interests.

Adequate native speaker models should be provided through cassette re-
cordings, slides, video-tapes, and other visual aids (which) should be acces-
sible to schools and universities that wish to make them available to their
students .

Valid assessment of proficiency and competence should be provided at all
stages and levels, w h i l e  tests of extreme difficulty or doubtful validity
should be discouraged and abandoned altogether because of their adverse ef-
fect on motivation and selection.

Teachers whose competence in English is inadequate should be encouraged
and helped to improve.. . A native English pronunciation is neither necessary
nor sufficient for good teaching performance. Japanese teachers of English
should attempt to master the phonemic distinctions of English (however). .. .

Native English speakers should study Japanese in order to better under-
stand the problems of their students in learning English and to help break
the communications barrier when new material is introduced to the class.

Motivation should be stimulated and maintained by properly graded ma-
terials dealing with contexts that are useful and adapted to the students’
cognitive and educational development. Student’s efforts to learn should be
generously praised by the teachers in view of the great achievement that
learning a foreign language represents. (The Daily Yomiuri, Nov.1, p.5).
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inter.views

Lado: The Audio-Lingual Method
Professor Robert Lado has had a lonq and distin-
guished career in the field of Applied Linguistics.
Through is writings and texts--which now number
over 2OO, he helped to revolutionize foreign lan-
guage teaching and testing by estabZishing them
on a more scientic basis. Originally a student
of Charles C. Fries, the founder of the Oral Meth-
od., Dr. Lade succeeded  his mentor as Director of
the English Language Institute at the University
of Michigan. Since 1960, he has been at George-
town University where he has served as Dean and
Director of the Institute of Languages & Linguis-
tics. During his brief stay in Tokyo,  Professor
Lado was interviewed by Fred Allen.

* * * * *

You were a student of Charles C. Fries, one of the founders of the Audio-
Lingual Method. Can you tel1 us h ow this method was developed?

First of all, let’s place it in history. It coincides with the begin-
ning of the Second World War. That’s when it really got started, but there’s
a background preceding that. The Oral Approach,which is the parent of the
Audio-Lingual,arose out of the interest in structural linguistics. For ex-
ample,in 1939 Charles C. Fries organized--revived actually--the Linguistic
Institutes at the University of Michigan. The Linguistic Institutes had been
summer gatherings of a small group of American structural descriptive lin-
guistics;...it was sort of a round table,and graduate students came (too).
In this ‘39 Institute,upon the initiative of Charles C. Fries, you got com-
ing together such people as Leonard Bloomfield, Edward Sapir, and their stu-
dents--Charles Hackett, Moulton, Cowan, George Trager, Freeman Twadell, and
the small group of linguists that later became identified with structural
linguistics.

At about that time,the Department of State gave Fries a very small
fund to develop materials making use of linguistics for chiefly Latin Ameri-
can professionals--doctors, dentists, nurses,and public health engineers--who
were being brought to the United States to be brought up to date on new pro-
fessional developments. And Fries then created the Intensive Course in Eng-
lish, and, for this intensive course, he put together...a group of linguists
and students. Very prominent among these were Kenneth L. Pike, who became
well known because of his work with American Indians, where the structural
linguistics movement got its strength and insights. Pike did the analysis
of American English intonation published in ‘45...(I’m now talking about ‘39)
. ..American  English Intonation, which was the first structural description
of any language. The British had described British English intonation but
not in structural terms. Pike reduced intonation to four significant, con-
trastive levels, plus the contours,plus the rhythm, plus the stress. Ile
also brought with him Eileen Travor...and Virginia French...and others.

 With this team of graduate students in linguistics and English--it was a
combination of Fries, English,and Linguistics--they implemented the Oral
Approach which was the predecessor of the Audio-Lingual Approach. Therefore,
Fries,in developing the oral approach was definitely influenced by struc-
tural linguistics. Structural linguistics also created the intensive course
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LINGUAPHONE
TEACHING
SYSTEM

American
English
Course
The Linguaphone Teaching System

The Linguaphone Teaching System is designed to en-

courage the development of communication ability in the
target
learne

language, in a
f-s’ communicatio

classroom s

In strategies
tuation, where the
develop under the

guidance and control of the teacher.
The syllabus includes a carefully selected progression of
functional language items and extracts, which help to

activate the learners’ communication strategies through

the integration of language items into imaginatively

chosen, authentic contexts.
However LTS is no t just a fulnctional  or communicative
course. The L T S materials have been developed by
combining the best features of accepted methodologies,

making the course eclectic in the best sense of the word.
We have endeavored to incorporate into these materials

the effectiveness of the Direct Method, and the most

useful pattern presentations of the Audio-Lingual Method

with the strong pictorial support of the Audio-Visual

Method.

Features \
a) Wallcharts  - 8 large, 97.6 x 7fcm illustrations for use

by the teacher in establishing learning and practice
situations.

b) Tapes - Tape practice should occupy about half the
lesson time. The recorded practices include not only
the usual closed drill exercises with only one correct
response, but also practices where the student must
supply an ‘individual’ reply, which only he can give.
These replies are evaluated by the teacher who can
comment or not as he wishes, as the tape practice
progiesses.  This stage, where the student first begins to
express himself, is in fact, one of the most important in
learning a language.

c) The teaching programme in the Teacher’s Manual is
designed in such a way as to give full guidance to the
teacher inexperienced in these teaching techniques, and
to minimize preparation time for those accustomed to
them.

d) Each Unit consists of Review, Structure, Dialogue and
Oral expression sessions.
Structure - In these sessions, students are encouraged
to look at the illustrations in their texts or wallchart
guides while listening .to the listening, question and
answer, choral, and dictation practices recorded on the
tapes.
Dialogue - The dialogues are presented for general
comprehension, choral speaking practice, detailed com-
prehension, and role pfaying.

Oral expression - This is where expressions learned in
the structure and dialogue sessions are applied to new,
realistic situations, using wallcharts, props, and role I

play.

e) Tests - There are tests for checking progress half way
through and at the end of the course.

LINGUAPHONE
Contact Linguaphone Institute (Japan) Ltd. TEL(03)585-3521

TAMEIKE  MEISAN BLDG, 1-12, AKASAKA, 1-CHOME,  MINATO.KU,  TOKYO, JAPAN ‘i’lO7
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materials for the Army.. under the program A.S.T.P., which stood for Army
Specialized Training Program.

Now, the things that the Oral Approach did over and above descriptive
linguistics were the use of phonemics, rather than phonetics, and this was
developed by Pike... Phonemics was a structural analysis of the sound system
of English. It introduced the Oral Approach developed by Fries and intro-
duced another thing, intonation...and, finally, the idea of contrastive lin-
guistics, which was conceived by Fries and then I developed it in my book,
Linguistics Across Cultures. Now, the purpose of the Oral Approach was a
little bit different from that of the A.S.T.P. The A.S.T.P. was a matter of
survival, but the Oral Approach at Michigan was academic. It was for uni-
versity graduates who wanted to specialize. Therefore, the Oral Approach
always had reading as a part of its program. It taught grammar formally.
The Intensive Course was made up of four classes: one was grammar or struc-
ture, pattern practice, vocabulary, and pronunciation. Fries summarized
these views in a still-published book, Teaching and Learning English as a
Foreign Language (1945, the University of Michigan Press).

The schools, after the war, because of the success of linguistic meth-
ods, wanted to adapt this to the ordinary classroom, They took from the
Intensive Course, and they took from the Armed Forces’ intensive courses,
and then they called it the Audio-Lingual (Method). It incorporated prac -
tically  everything in the intensive courses. That’s the historical origin
and also the conceptual origin-- structural linguistics applied to English,
English intonation, phonemics, contrastive linguistics...

Let's leapp forward to the present.
Series now. How has it changed?

There's a new edition of the famous Lado

It’s still basically audio-lingual, but greatly modified. I would say
the major, the largest and most important, change in it is contextualization.
In contextualization, all of the exercises including the grammar, including
what remains of pattern practice, the readings, the pronunciation exercises,
everything, is put in context. The old isolated sentences that illustrated
a particular rule or pattern are gone. Contextualization is achieved in two
or three ways. One: the sentences themselves are connected to a particular
s i tuat ion. Two: the sentences are unified by a picture which sets the situa-
tion. Three : the response to the sentences depends on individual pictures,
which would be an audio-visual component..The book is still grammatically
graded, structurally graded, from unit to unit, from book to book. The con-
versations have been changed to be more functional because of new ideas on
functional/notional language. And the teacher’s manual explains the func-
tions of the particular lines of the dialogues. Each of the dialogues re-
sponds to a particular situation and function. Therefore, there’s a definite
change in contextualization, (towards) putting it into functions, which more
nearly approaches what I’ve called full linguistic performance.

Full linguistic performance is the use of language for communication at
normal speed with attention on meaning and thought. So, the whole second
edition, new edition, has been contextualized in order to make all the activ-
ity of the students come much closer to normal. And I have tried to include
more exercises and activities in which the student has to create his own re-
sponse, express his own ideas. This is responding to the greater empasis on
creativity.. .

So, contextualization is a relatively new development in the Audio-Lingual
Approach. Is it due at least in part to the influence of the Notioml/Func-
tional Approach?
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I think it's the other way around. In other words, in my first edition,
I began Unit One with introductions, and then later notional/functional said,
“That's an important function of the language,” and they’re beginning with
introductions. So, I am very conscious of the fact that I gave this promi-
nent place to contextualization--let’s  be fair and say “autonomously” from
the the notional/functional idea. I believe.. l that notional/functional has
a fundamental problem, at least as explained by Wilkins (and I think they’re
aware of it), and that 's the problem of grading. They begin with a function
and then try to use a variety of language devices to perform this function...
They may throw very complex grammar at the student because it’s necessary
for that function. But in addition to that.. .the functions, as we all know,
are not performed with the same linguistic instruments in every situation.
Introductions for example, greetings for example, apologies are performed
differently and use different language devices depending on the particular
formality-informality of the situation,. . .on the particular pragmatics  of
the situation. So the notional/functional (movement) has to face the prob-
lem of becoming a grammar of functions. By that I mean that you have, say,
apologies, and then you must-- to be fair to this function--you must explain
how the apology would vary depending on the situation. If they do this, then
it becomes a grammar of functions, and this can be very dull just as grammar
explanation can be very dull. Now, Wilkins and others are aware of this, so
they’re talking about doing it on three levels. You go through once with
these functions; then you come back again at a higher level and again at a
(stil l )  higher level.  This still brings in the problem of grading and of
fatigue because the student may say, “Look, we’ve already had introductions,
why do we have to have them again?”

What we really need to use a language is to use functions and grammati-
cal devices in context. When we manipulate language in context, then we
come close to what I call “full  linguistic performance.” Therefore, the con-
text, it seems to me, brings language teaching closer to normal than func-
tions.

Do you see a fundamental difference between these two approaches in their
origins or do you see a common star ting point and merely different emphases?

I think Wilkins attempted to begin fully from functions, and see what
happens, and that has been extremely valuable. Then as he progressed, he
discovered that structure was still there...I think that what we had in the
Audio-Lingual was not beginning exclusively from the grammar. I think Wil-
kins is, say, incomplete in his description of grammatical syllabuses because
he says we learn one element of grammar, then another, and then we cannot
communicate for a long time. But I have not found such books on courses in
the Audio-Lingual Approach. I have never seen that done. Only in the very
old-fashioned grammars where they start by explaining the noun, the adjective,
( e t c . ) . . .that would be a grammatical syllabus, but it ' s  not a good descrip-
tion of the Audio-Lingual Approach. Now, Fries, and I always began with both
the structure of the language and the situation, and it’s never been said in
the literature how this was achieved at Michigan. At Michigan, we had an
English House where the teachers lived with students and where everything
was supposedly conducted in English. So, the functional uses, the situational
uses, were taken care of by the presence of the teacher with five students
at table, after meals.. .Then  the class brought in, systematically, the pat-
terns of the English language. So, the original Michigan (program) already
had situational use and structural development. When this was taken away,
you saw only the books, so they took only the patterns. Therefore, in my
series, I began with conversations which were the basic materials at Michi-
gan. I believe that a good strategy (it’s not the only strategy, but a good
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strategy) is to begin on a double track with situationally selected conversa-
tions and, at the same time, gradually build up the linguistic devices. At
first it’s extremely difficult because your linguistic devices are limited;
therefore, your conversations tend to be limited. That’s clear in the first
edition, and that's even clearer in the new edition. So, I still subscribe
to that. The difference in the new edition, of course, is that even the
grammatical progression has been contextualized...

Have you been able to see any difference in the end product of these
approaches and by that I mean in the ability of students themse Zves?

two

I think it's too early to say. I know of no controlled experiments.

DO you think it's a fair criticism to say that students who did so many sub-
stitution drills and expansion drills were later at a loss to actually com-
municate?

Definitely, if that’s all they did. I have seen classes in the Audio-
Lingual Method where they just drilled pattern practice from the beginning
to the end, and I really don’t think the students would be equipped to use
the language. However, when the Audio-Lingual Method was properly used by
teachers who knew what they were doing, then...communication was there. So,
the criticism would be correct of those classes that limited themselves to
pattern practice. That was (however) only one of the devices used in the
Audio-Lingual Approach.

DO you think that perhaps a drill-oriented methodology is better suited to
languages other than English, for example, Spanish, which has a more compli-
cated verb structure?

I don’t think so. It just happens that in the origin of the Oral A p -
proach, we had grantees from Latin America who came there, so that we had
more initial experience with them. No, I believe in this one universal:
that no matter what the language background, the student has to internalize
the system of English. The thing is that in this internalization, certain
things will be easier and other things more difficult...

I like to put this matter of pattern practice into a larger frame. The
term that I use now is “facility.” One has to acquire facility in certain
devices in order to free the mind for meaning and thought. Now, tha t facil-
i ty , when you’re dealing with constructing a question, is not at the automa-
t ic  leve l , . . .but ,  say , being able to use the allophones of aspirated “p” or
unaspirated “p , "’ that has to be almost an automatic habit...And, I think
that the attack of the transformationists has been “off the mark”  in describ-
ing internalization (what they call habit) as the same for everything. We
need facility; without facility, you cannot speak language. Some things have
to become habits; others --different degrees of facility. And, that is true
whether you use notional/functional, the Direct Method, Audio-Visual, or
Audio-Lingual modified. The student has to develop facility, which sometimes
we call “skill. "  What is skill but a certain facility to be able to put
sentences together?

In your lectures this week, you've put great emphasis on teacher sensitivity
to the students' language, whereas everybody has a tendency to think that
we're preparing the students to work in the foreign language or foreign cul-
ture.

I’ve always put a good deal of emphasis on the teacher. This runs
counter to the current trend which always tries to put this on the learner.
Of course, we’re interested in the learner, but we reach him through the
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teacher. I think that the native speaker of English who teaches in Japan
may have a tendency to assume that, if he keeps everything in English, it'11
be better for the students. I'm not so sure that I didn’t favor that myself.

Certainly, if one has a class in which there are six language backgrounds,
as is not unusual in the States, we couldn’t possibly expect the teacher to
handle six languages. And I think I have observed, and others have observed,
that when you have mixed language backgrounds in your class, the chances of
their speaking English to each other is greater. So, there are some advan-
tages to this. But, the tendency I observe now is to ignore the fact that,
even though we want to move them into English, that the way they think, the
way they look at English has a tremendous influence on them,

We need at the present time, it seems to me, to call attention to this
and not forget it, to become again aware of this. It’s a matter of emphasis.
I think I was responding to many articles which have appeared lately, redis-
covering the universality of human learning. We have lots of research say-
ing that children and adults of all language backgrounds use the same stra-
tegies to learn another language, children and adults of all language back-
grounds seem to have a uniform progression in their acquisition of a language.
That is what I was trying to attack. Though that is true, that is only one
aspect of the learning process. The Japanese student, when he faces English,
is still going at it in a very different frame of mind from a Spanish speaker.

What benefits do you think a working
ledge of the structure of Japanese?

classroomm teacher can get from a know-

I would say that it’s so easy to forget how extremely difficult it is
to learn a foreign language. I heard this from Twaddel first in 1935 at the
Linguistic Institute. He told us that in order to become a good language
teacher, you yourself should study a new language every six months (well,
that 's too much to ask). . because we forget how extremely difficult it is.
So, that 's one of the reasons I recommend that teachers of English in Japan
study Japanese,... so that you’re reminded how difficult it is for the stu-
dents...

The second thing is I now believe in using the native language to clar-
ify meanings. Not always, but there are things you cannot point to or put
in pictures. And, in those cases, I say don't delay; just tell them what it
is in their language.. . I would not be averse to, once in a while, using their
language for points of grammar that are giving them trouble...

I really belive  now that, in teaching a student, we have two avenues,
and we should use both. One is what I call going through the senses, that
is, giving them a model which they can see, hear, perceive..., so that by
means of sensation they can create mental images of the utterance itself.
Then, separately from that, we can reach the mind of the student by cognitive
means, that is, for example , when I describe’ the articulation of the sound,
when I don't give any images but try rationally to reach his mind, so that he
will cooperate with me in what I’m teaching. In giving the model, only Eng-
lish is what you can give. But in reaching his mind conginitively, if using
English isn’t enough, then I would switch occasionally to his native lan-
guage to clarify in his mind what we’re trying to do.

Some teachers might say that kind of explanation of grammar is a distraction
from the language. Is that a valid criticism?

It is if you consider it a criticism; I think it’s a virtue. A human
being learns in a variety of ways, and cognitively being able to construct an
expectation will help the student perceive a sensation. So, I really believe
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it ' s  a virtue on our part .  Where we go wrong is where we start explaining
this for the sake of explaining it, and we get away from real communicational
use.

H o w  does memorization fit into this two-part scheme? Are you de-emphasizing
it now?

I’m not really de-emphasizing it. I’m avoiding such clashes as you
find. In the revised Language Teaching... I point out that culturally we
have a tremendous resistance to memorization in the U.S. and in the Hispanic
world. I don’t know about Japan. I think in the Arabic world and in the
Chinese, memorization is perfectly acceptable, but for Hispanics and for
Americans, this buisness of memorization is an insult.

Now, I think that memorization is a crutch; therefore, it’s not neces-
sary . But it’s a temporary scaffolding where we could have our examples,
our models, in order to manipulate them. Memorization of a dialogue is not
an end in itself, but it will permit a student to carry this example with
him and then manipulate it. In that sense, I think memorization is extremely
valuable. Where I’ve changed a little bit is that I would not insist on
verbatim reproduction, whereas when I did the first edition, I would in-
sist on verbatim reproduction. There may actually be some merit in student
performance where he cannot give you the exact word, but he puts in a word
that makes sense. So, I now use more internalization, which includes memo-
rization, but it means putting into deep memory bits of the language.

As a kind of wrap-up,what advice do you have for us teachers?

I think that learning is an extremely complex and difficult thing, and
I think, if we can divide conceptually the learning process into four stages,
some things are clarified. These stages I call for convenience: stage one,
breaking the communications barrier; stage two, internalizing units, ele-
ments , and systems; stage three, developing skills--conversation, listening,
speaking, reading, writing; and stage four, using the language for some or-
ganized study beyond language, Let me clarify this a little bit and then
maybe give examples. First of all, when we first present new material,
we should not forget that the students’ primary urge is to answer the im-
plicit question, What does it mean?” No matter what we do later, we should
be very conscious of the fact that anything new may require a clarification
of what it means. Earlier, I might have said, "You just repeat it; we’ll
clarify it later. " No, no, no. The number one urge...is to clarify what
it means, by whatever means : pointing, pictures, the native language, acting
it out. . .The student should never be asked to manipulate an utterance that
is not understood.

Now, as a matter of fact, the grammar-translation method did this. The
only trouble is that it did only this. Therefore, we should then say, “Hav-
ing done this, now they know what it means, but they’ll forget it because
i t '  s not become part of them.” I then should concern myself with how am I
going to help them make this theirs, internalize it. Now, units of vocabu-
lary: memorize them. Grammatical rules: understand them first (that’s break-
ing the communication barrier), explicitly when it’s an important rule, but
then put it into contextualized practices until they can use it...ever  so
slowly, ever so halting, but they know what it is, and they can construct
the sentence. I think that most of the current methodological proposals are
trying to skip that. I think notional/functional is trying to skip that.
They would like to begin higher, and I think they’re going to have troubles
by not helping the student internalize.. .This applies to the grammar, to the
vocabulary , to the pronuciation,, and to contextualized appropriateness,..
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fea.ture

Communicative Language Teaching
A full year has passed since David A. Wilkins,
Director of the Centre for Applied Language Stud-
ies at the University of Reading, addressed LTIJ
'78. At that time, Professor Wilkins called for
a more communicative approach to language teach-
ing, one which would emphasize the social and se-
mantic rather than the formal or structural as-
pects of language. Since the publication of his
path-breaking book, Notional Syllabuses, Profes-
sor Wilkins has been in the forefront of the ef-
fort to produce a viable alternative to the pre-
vailing method of course construction. In the ex-
cerpt that follows, he defines the principle upon
which the "communicative approach" is founded.

* * * * *

“Notional " , " f u n c t i o n a l " , and “communicative” are terms which have en-
tered the vocabulary of language teachers and applied linguists only within
the last three or four years. Yet, as the spate of recently published and
promised text -books shows, they represent ideas which have been eagerly taken
up by the language teaching profession. It may not be clear yet whether
these developments are merely another manifestation of the transitory fash-
ions which seize the language teaching world from time to time or whether
we are witnessing a much more substantial and long-lasting change of orien-
tation. Either way, if the practising teacher is to be able to reach his
or her own conclusions about the significance of the newer ideas and, most
importantly, to be able to distinguish the spurious and superficial from the
genuine and carefully thought-out, it is essential that he should have a
clear understanding of the principles on which these developments are based.
It is the aim of this short paper to contribute to this understanding.

We should, perhaps, begin by establishing the general argument that un-
derlies the new approaches, since specific proposals for the practical appli-
cation of the principles involved may take diverse forms. We are concerned
with a change of emphasis and priorities in language teaching, a new concep-
tion of what we are seeking to achieve in teaching a language. From it will
potentially develop new ways of organising the structure of language teach-
ing, a reconsideration of the importance of the differing components of
methodology, and the introduction of sometimes novel techniques in adopting
this methodology in the classroom.

Whereas the focus in conventional modern language teaching has been on
the language itself, it is proposed that the first priority should be given
to the purposes that language serves, that is to say, communication. Few
would wish to argue nowadays that learning the form of a language is a de-
sirable educational end in itself, but, in practice, most of our language
teaching enshrines this principle that a foreign language is best learned
through systematic exposure to its formal system. We do this because we
hold that a fairly comprehensive (practical). command of the grammatical
("structural") system, supported by an adequate vocabulary, is a necessary
precondition for any effective communication in the language. This being
the case, it seems only sensible to organise language teaching in terms of
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this grammatical system. While it would be foolish to deny that mastery of
the grammatical system is important for wide-ranging and effective communi-
cation, it can be argued that in concentrating our attention on the forms by
which communication is achieved, we have tended to lose sight of the pur-
poses for which language is being learned. If, instead, we take the commun-
icative purposes of language learning as our starting point, we are more
likely to obtain a proper balance between the ends of language learning and
the means. It is this belief that informs the recent developments that con-
cern us here and that enables us to characterize them as communicative.

Once we adopt a communicative perspective, we will note that there are
a number of ways in which existing language teaching falls short of what we
are trying to achieve. Most importantly, what we typically regard as the
meaning of a sentence is by no means the same thing as its potential for use.
An interrogative sentence may be used for many things other than asking ques-
tions, and, indeed, questions may be asked by many other means than the use
of an interrogative. It follows that having learned how to construct sen-
tences, one has still not necessarily learned how to use them. A second
point is that in conventional modern approaches we seek to enable the learn-
er to advance by means of the progressive accumulation of grammatical struc-
tures. The criteria by which these structures are selected and ordered are
of a general linguistic and pedagogic character. They are not selected be-
cause they provide the means to meet identifiable social needs. As a result,
a good deal of what is learned at the beginners and intermediate levels of-
fers little immediate return for the learners’ efforts. It is only when a
fairly substantial range of language has been mastered that the learner pos-
sesses a linguistic repertoire which he can begin to learn how to exploit.
Real communication is, in effect, a deferred objective in much current lan-
guage teaching.

We will content ourselves with one further point which is of a predomi-
nantly methodological nature. Existing language teaching provides the learn-
er with a carefully controlled linguistic environment. With the best of
teaching, the learner becomes able readily to recognise the language to
which he is exposed in this environment and to produce sentences of the type
being taught with some fluency and accuracy. To this extent, it may be said
that the learner has a practical mastery of what he has been taught. How-
ever, it is worth noting that this is a linguistic experience quite unlike
that which is provided by language use outside the classroom. Far from be-
ing controlled and limited, natural language use is richly variegated, and
the learner will eventually need both to understand language in its full
variety and to draw on the whole range of language which constitutes his
personal repertoire. If language teaching does not provide adequate oppor-
tunity for him to do this, he will not be able to perform outside the class-
room with any degree of fluency, accuracy, and appropriateness. We will ob-
serve the familiar phenomenon of a classroom fluency which cannot be applied
to real social use.

Communicatively oriented language teaching will seek to overcome these
weaknesses by taking as the starting-point in the planning of language teach-
ing the communicative potential which is sought for the given group of learn-
ers. To put it another way, the first step will be to establish a set of
objectives which will have to be expressed not in terms of the grammatical
structures and words that should be known, but in terms of the content and
purposes of the acts of communication in which the learners can be expected
to engage.

Ideally, the objectives will be determined by what is known about the
actual needs of the learners. In this case, objectives will be the result
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of accurate predictions of future language behaviour. Often, however, ac-
curate predictions cannot be made. In this case, there has to be much more
caution in establishing a suitable set of objectives. Bets may have to be
hedged, and needs will have to be provided for which may, in practice, never
be encountered. In spite of this uncertainty, it is important to establish
that the difficulty in making accurate predictions is not a reason for not
setting up explicit communicative objectives.

It follows from the above that there is no single set of objectives
that will suit all kinds of learners. It is a mistake to imagine that “func-
tional"” language teaching is exclusively concened with the everyday use of
spoken language. The general argument is often illustrated by reference to
spoken language, but it is equally valid for other language skills and other
kinds of language situations. The needs of a technologist to read technical
papers or of an export correspondent to read and write letters in the domain
of commerce are every bit as functional as those of the intending tourist.

It does not even follow that the " ’general "  language learner should be
primarily concerned with the spoken language. This may be a suitable aim,
but the case would have to be argued. All in all, then, it is no part of
the intention to set up a new, normative syllabus that all language teaching
should follow.

In using the term "communicative” to describe the newer approaches to
language teaching, we have done little more than indicate in a general way
that we are seeking to give a more explicitly semantic orientation to lan-
guage teaching, We have left open the question of how these communicative
objectives are to be defined. A full characterization of the aimed-at lan-
guage behaviour would draw on many dimensions of description. We would cer-
tainly need to know how far both the spoken and written channels would be
involved and to what extent the learners would need to be both producers and
receivers of language. We would have to establish the domains in which the
language activity would take place and in what “styles” it would be useful
for the learner to be able to operate (e.g. colloquial, informal, formal).
But in themselves neither these nor a number of other possible factors deter-
mines what it is that is communicated on a given occasion, however signifi-
cant they may be in conditioning the form that a particular act of communi-
cation may take. It is to meet this need that much use has been made of the
concept of “function”.

Reference has already been made to the distinction to be drawn between
the terms “interrogative" and “question”. “Interrogative” is a grammatical
term, describing a particular kind of sentence structure. “Question” is a
category of use, i.e. a functional category. We are much more readily able
to understand what someone is doing with language if we say that he is ask-
ing a question than if we say he is producing an interrogative. It is pos-
sible to see any larger stretch of language, whether produced by one or sev-
eral speakers, as being made up of a succession, of such functions. Analys-
ing the functions to be found in any piece of speech or writing enables us
to establish what it is a person intends to communicate to the person or
people addressed.

It would probably be impossible to establish a definitive list of the
functions to be found in a given language, but, in English for example, it
might include such obviously interactive functions as questions, requests,
suggestions, invitations, refusals, agreements and denials, the expression
of such emotions as pleasure, sorrow, sympathy, anger, surprise and dislike
and functions commonly found in longer stretches of language, such as narra-
tive, comparison, reason, exemplification, description and condition.
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A functional approach to language teaching will be one that sees the
communicative purposes of language users in terms such as these. It will
therefore set out to enable learners to master those functions that are seen
as relevant to their needs. The majority of the "communicative” courses
that have appeared so far have, in fact, been functional in this sense.

The question will now arise as to why it has been thought necessary to
introduce the further distinction of a notional approach to language sylla-
bus design. If we assume that we are seeking to make our approach to lan-
guage teaching a wholly communicative one, we have to take account of the
fact that functional meaning, in the sense in which this is presented above,
is not the only kind of meaning that sentences or utterances convey. Most
sentences also contain some kind of proposition which further contributes to
the meaning of the sentence. To put it crudely, we do not simply ask a
question; we ask a question about something. This aspect of the meaning of
sentences has been variously called propositional, cognitive or ideational.
It expresses our actual perceptions of events, states or ideas. As we con-
struct sentences, we are invariably involved in expressing concepts of time,
place and quantity, in representing the relations between the persons, things
and actions that we are recounting, in relating what we observe to the con-
text in which it occurs. In any language teaching we could not possibly be
satisfied unless the learners could handle (i.e. express or recognize) these
concepts or, to introduce a further term, conceptual  meaning. An adequate
language competence presupposes the ability to express both functional and
conceptual meaning...

Much of the conceptual meaning in a language is expressed through the
grammatical system. “Time”, for example, correlates closely with “tense”;
"p lace "  with “adverbials”. If learners have already mastered a reasonable
proportion of the grammatical system, whether or not this was through a com-
municative style of teaching, they will probably be able to express a good
deal of the conceptual meaning that characterizes the language. In such a
case, a functional statement of objectives and a functional organisation for
language teaching is not unreasonable, since the other important aspects of
meaning can be taken for granted. It is no accident that most purely func-
tional courses are aimed at intermediate learners. In that way, the prob-
lems of teaching conceptual meaning are avoided...

It is very important to realize that a functional approach to language
teaching does not mean teaching people handy phrases for everyday situations.
We wish the students to learn t h e  ways in which important functions are per-
formed, and we are interested in these in so far as they are conventional-
ized in the language. In this way, what is learned is applicable to many sit-
uations of use. Anything less would be merely an elaborate form of phrase-
book learning. This point about generalization is, if anything, even more
important in the case of the grammatical system. The grammar of a language
remains its heart. There is no serious way in which a person who has not
substantially mastered the grammatical system can be said to know a language.
The grammar provides the essential mechanism for the individual to construct
sentences (utterances) which are appropriate to his communicative intentions.
We will have to satisfy ourselves, therefore, that in adopting a broadly com-
municative approach to language teaching, we are not sacrificing the grammar
of the language. If we are not happy that through the systematic presenta-
tion of types of conceptual meaning and the means by which they are expressed,
the grammar will be satisfactorily acquired, then we may prefer to retain a
more explicitly grammatical element in our teaching, alongside the function-
al and conceptual,
[From Functional Materials and the Classroom Teacher (eds., K, Johnson & K.
Morrow, pp. l-11, Centre for Applied Language Studies, Reading, 1978.]
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inter.views

Wilkins: The Notional Approach
Perceiving the ineffectiveness of traditional
courses, the Council for Cultural Cooperation
of the Council of Europe took upon itself the
task of producing a new, more utilitarian meth-
od of language instruction. The result was the
Notional SyIlabus devised by David Wilkins.
During the decade since the project began, the
Notional/Functional Approach has gained wide
and enthusiastic acceptance by those seeking an
alternative to a structurally based curriculum.
While attending a three-week seminar on the
Functional Approach in Reading this past sun-
mer, Newsletter Editor David Bycina talked to
Professor Wilkins about the beginnings of the
movement, its impact on Europe, its applicabil-
ity to all four language skills, and its pros-
pects for the future.

A

December 1, 1979

By way of background, would you explain how the Council of Europe first got
involved in developing what has come to be known as the Notional/Functional
Syllabus, and just when that occurred? I've seen two dates: 1969 and 1971,
. . . '71, when your group was put together, I think; '69, I'm not really clear
about. Could you clarify that?

Well, even I can't fully remember the dates, but I think, in my case,
‘69 was probably when I first went to the Council of Europe. You don’ t want
time taken up with an explanation of the roles and so on of the Council of
Europe, but the thing is that it's an organization that has representatives
of all the West European countries on it. It had originally been the sole
talking place politically in Western Europe before the settlement of the
Common Market, and originally it had a very important political function.
But once the Common Market came into being, it was really left with only
relatively residual things and has really concentrated very much on the
field of education, social issues--welfare, culture, that sort of thing--
because those were things that the other political organizations were not
concerning themselves with at that stage to a very great degree. And, they
have a series of sections, one of which is concerned with adult education,
what they call out-of-school education. In British English, it’s adult ed-
ucation. And, I don’t know what the source o f  this was, but they had con-
vened meetings on the teaching of languages to adults and were particularly
keen on (as all the European institutions are) promoting the teaching of lan-
guages. And, they got together people, who they felt had some sort of exper-
ience to, I suppose, produce working documents, reports,...generally  try and
influence the directions that governments were taking, the policies they were
developing. I got invited to this at some point after it had come into be-
ing, and that was about 1969.

In 1971, the whole thing was reconstituted after a meeting, a conference
which had been held with representatives of all the European countries, that
is to say, representatives of the ministries of education, people on inspec-
torates,, and things like this. And, the group consisted of about four people
at that stage: John Trim, who was Director; Jan van Ek, who eventually pro-
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duced this thing called The Threshold Level; Rene Richterich, a Swiss who
was particularly interested in analysing language needs; and myself. Subse -
quently, people were added to it, and it expanded. And really, their inter-
est was that in a large community, the multi-lingual community of Western
Europe, there was an increasing mobility, and there was also an increasing
emphasis on continuing education; that is, education continuing right the
way through adulthood after the conventional forms of education had finished.
Also the fact that in a period of very great technological and economic
change, people were probably likely to need to be retrained for jobs differ-
ent from that which they had originally had, and this might very well in-
volve languages. So, there was this whole feeling that languages were go-
ing to become more important for the adult population,. . .and that the Coun-
cil of Europe was an organization which should attempt in some way to stimu-
late change.

I don't know how the team of people involved now (because I’m no longer
directly involved in their work),... I don't know how they conceive their
work now, but I would see it as an attempt to persuade,...influence govern-
ments and ministries towards a particular kind of approach to the teaching
of languages to adults, and that approach is essentially one that is de-
signed to meet the needs of individual learners. And from that comes the
association with what has come to be called “communicative language teaching”
and so on, because that also is very much based on the principle that what
we are setting out to do is to enable people to learn to communicate in a
language. And in order to do that, you need to know what kind of communica-
tion it is they’ve got to carry out. So, that, if you like, a sort of bu-
reaucratic initiative on the part of the Council of Europe has actually
stimulated quite a lot of thinking which is quite advanced in language teach-
ing.

Could I ask, was there in any way a predisposition on the part of the members
of this committee towards a notional/functional approach when the committee
was constituted, or was this a result primarily of looking at the needs of
language Learners in Europe?

No, I think it was the outcome; it wasn’t a predisposition. What pre-
disposition there was probably stemmed from a realization that the rela-
tively traditional approaches adopted in European countries were not terri-
bly successful in giving people the kind of practical proficiency or compe-
tence in language which it was thought was needed, and that, therefore, it
was necessary to look for something fresh. But just exactly what that was
going to be was not clear. And, in a sense, I feel personally that the big-
gest contribution that I made was probably to help to influence the direc-
tion that it subsequently took. But that was very much the outcome of the
work that we did. I certainly didn’t go into my work for the Council of
Europe with this very much in mind at all. And I must say that my own ideas
about notional approaches to teaching are very much the result of the work
that I did for the Council of Europe. That was the stimulus.

In your own work, before associating with the Council, were there any tend-
encies that might have pointed in the direction of a notional syllabus?

I would say it’s probably almost wholly an outgrowth of the work for
the Council. I think the only hint- -but it’s not original in any way--of
such thinking would be that I would subscribe very much to the view that
language teaching has to be concerned not only with the forms of language
but with what those forms mean. That is not a new idea at all, because it
is very much in the tradition of British English-as-a-foreign-language teach-
ing anyway, which never favoured a highly mechanistic approach to language
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teaching. The worst excesses of audio-lingual teaching--and I say that ad-
visedly, because I am sure that not all audio-lingual teaching went to that
extreme - - but the worst excesses of audio-lingual teaching of a highly mechan-
istic character,. . . those were never excesses that were characteristic of our
kind of English-as-a-foreign-language teaching. So, the tradition that I
was trained to in EFL teaching was very much one where you were concerned,
on the one hand, with the forms of language but also very much with how you
conveyed the meanings of those forms to your pupils. And, if I go back 20
odd years to my own training as a teacher, a great deal of the time was spent
in discussing how you would present certain structures in teaching, but with
a view not only to insuring that there was adequate repetition, and so on,
of those structures, but also that the basic concepts that they expressed
were clearly identifiable from the manner in which we were teaching. so, I
don’t feel that was new in any way, but I would share that, and, in a sense
perhaps, it makes one sympathetic then, when one begins to look at things a-
fresh, to the notion that meaning might be all important in language, which
is partly what characterizes the newer approaches.

Well, since the publication of your book and van Ek's proto-syllabus, sev-
eral texts have come out--I think may be 20 at least--which seem to subscribe
to this communicative approach;20 texts published in England, that is. I
was wondering whether there has been any practical consequence on the conti-
nent as a result of the Council of Europe’s proposals?

Uh, that's a very difficult question for me to answer because, to an-
swer it, I’d have to be pretty familiar really with publications and so on
which don’t necessarily reach us here. I think (however) there is no doubt
that there has been a lot of work done in certain centres on the continent
which is very different from the styles of language teaching that were being
adopted before, which reflect the influence anyway of ideas like those of
the Council of Europe. I don 't think that one has to read my book on no-
tional syllabuses or have read the Council of Europe’s documents. There are
various ways in which people might be influenced to revise their thinking.
There are plenty of other people, apart from myself, who are working in this
sort of field and who are disseminating ideas. So, where the ideas come
from exactly, I wouldn't like to say, but there are certain centres. In
France, for example, at the University of Nancy, there’s long been a team
of people who’ve been seeking out new ways of doing things and whose ap-
proaches bear considerable similarities to some of the things that we do.
I think a lot of it remains, though, at a fairly experimental level within
the institution, rather than being more widely applied.

In Germany, certainly, there are certain of the Lander which have been
very busy revising syllabuses and things like this, and indeed even produc-
ing new courses for their equivalent of comprehensive schools, for example.
In Scandianavia, in Sweden at least (and I guess probably elsewhere), there
has certainly been work done.. .

Now, you said that there had been perhaps 20 textbooks produced in this
country which claim influence of functional/communicative teaching and so on.
Those, of course, in general are books which are offered very widely on the
market. To that extent, they are limited because they cater for stereotypes
of learners, rather than for actual individual learners. Very many of them,
in point of fact, are really geared to the private language schools in this
country , where you’ve got foreigners coming to Britain to follow intensive
language courses, and they can restrict their applicability to that situa-
tion. It’s quite a large market; therefore, commercially interesting for
the publishers.
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But, I think the principles underlying all this suggest really that one
would be moving away from the standard textbook, sold globally, and more to-
wards the idea either of resources of language teaching material, perhaps
relatively unstructured (I say perhaps), which the teacher in a particular
institution uses and exploits in a way that seems appropriate there,...or,
(perhaps it’s not an alternative; this is something that perhaps supplements
it) , the idea of the teacher or the individual institution creating much
more of its own language teaching material within the institution, rather
than buying it...

Are you saying then that you're skeptical of the
a functional textbook that can be used globally?

possibility of developing

Well, I think it might be difficult. I think,
for example, there will immediately be a difference.
If you take a school population of language learners,
if you’re dealing with European countries, then there
is a reasonable prospect that an adequate proportion
of those pupils will at some time find their way in-
to an English-speaking country. In the case of Eur-
opeans particularly, it 's  usually Britain. And also
the amount of travel, particularly, between the coun-
tries --English-speaking people visiting their coun-
tries and so on - - i s such that it is not unrealistic
to believe that quite a number of them will have OC-
casions  to use English in the future. When you’re
dealing with populations in--I don’t know--perhaps

say parts of South America, parts of Asia perhaps, that’s  a much less plau-
sible proposition. And if, as I would argue, we base our language teaching
on the characteristics of the learners, then it would seem by definition
that you cannot easily design a syllabus or a course which meets the needs
of both those different kinds of school learners. So, yes, to that extent,
I would be skeptical.

I think language learning has to be related to the particular contexts,
either the contexts of the way in which the learners already find themselves
or those one can reasonably assume they will find themselves in the future.
And those can be very different contexts in different parts of the world.

In general, therefore,the main thrust of the functional approach seems to be
to provide what is most useful and meaningful to the students...and also to
provide au-then-tie materials for them to use. This raises another question
though. On the basis of my own survey of some of the functional texts, it
appears that these "authentic" materials  tend to be very, very culture-bound.
Many of the books produced thus far deal with England or, more specifically,
a small town in England (even Reading, I believe). I just wonder whether
the specifies of British life--street signs, restaurant menus, theater post-
ers, etc. --are of interest, or use, to a world-wide language-learning popula-
tion. Might this not be a dead-end into which the movement seems to be going?

Well, I doubt whether it’s a necessary dead-end. I don’t think it is
inevitable that authentic materials should be of that character. I’m sure
it’s not inevitable. I suspect it goes back to something I said earlier,
which is that much of the material that is published nowadays has been orig-
inally prepared with the private language schools, the British private lan-
guage school market, in mind; that is, where you do actually have students
studying on the spot. Therefore, since many of those schools do exist in
small British provincial towns, it is relevant to them at the time they are
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studying it. It wouldn’t be relevant if you are in a small provincial town
in Iran, maybe, where you’re  never likely to find yourself--you know--out-
side your own country, let alone in a particular town in Britain.

But, I don’t see that as being an insuperable obstacle. There’s abso-
lutely no reason at all why authentic materials should not be authentic in
a way which is relevant to the learners themselves, and that may not involve
a particular British culture. It could be a local culture, for example. Ac-
tually, that is a wider issue which has got nothing to do with notional syl-
labuses or anything of that sort at all-: how far language learning should be
contextualized against the context of the target language culture or against
the context of the pupils’ own language culture. And, I don’t think there%
any general answer to that particular question. It depends enormously upon
the particular circumstances.

In most European countries, it is, I think, generally thought that chil-
dren in learning English (and I’m talking about children) should become fa-
miliar with certain features of British culture, being the nearest English-
speaking country, because--if you like- -it% part of their European heritage.
It's also educational for them to become aware that nearby is a culture which
is different, which has different values, perceives things differently, and
so on. So, for that situation, to present the English language against the
background of a particular kind of English culture is not a totally unreason-
able thing to do.

But, there are plenty of other parts of the world where the motivation
for teaching English in schools is quite different,..is a much more narrow-
ly functional one, and the functioning could conceiveably be largely local
functioning, rather than in an English-speaking community. And, in that
case, it may very well be felt that the way in which you present the Eng-
lish language is against the local cultural background, not against the tar-
get language cultural background. I don't think there’s any right or wrong
in this. I think it’s got to be decided. It’s almost a political question.

And indeed, in the very first teaching post which I had, the policy of
the country where I taught was under no circumstances to teach English or
American culture. That was specifically to be excluded. I was teaching in
Africa. The language was seen as a tool of inter-African communication. If
there was to be any other cultural element, it was to be of some other Afri-
can country, not of one of our English-speaking countries. And, in that
case, we had to do our best to avoid all of the kind of topics and things
which up till then had probably largely characterized language teaching ma-
ter ia ls .

Content apart, Brumfit suggested in his review of your book that just teach-
ing the functions, the language behavior of English to foreigners tends to
impose our cultural values or patterns upon them. He seems to consider this
a kind of cultural chauvinism and, therefore, a bad aspect of the functional
movement. Do you think this is a fair and telling criticism?

There’s an element of truth in it, but I’m not sure I would regard it
as a "telling” criticism. And I think, again, what I’ve just said also, in
a sense, applies to this question, too. It depends what you want out of
language learning. I don' t think there’s any doubt that if you want to be-
come highly proficient in a language, you can’t really do that unless you be-
come aware of, perceptive of, many aspects of the culture because knowing
how to use a language means knowing when to use it, what is appropriate, and
that means recognizing features of the particular society in which you are
using the language.
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You could not become truly bi-lingual, for example, without, in a sense,
absorbing many of the elements of the culture of both of the languages in
which you were bi-lingual. When one says "absorb,"” perhaps that' s  a bad word
to have chosen because I think one can become familiar, one can even operate
through values,. . . against the background of values which you don’t necessar-
ily adhere to yourself.. . It’s a consciousness which is needed. I don’t think
it necessarily demands acceptance.

On the other hand, I don’t think there’s any doubt that, when you come
to design language teaching materials, this does actually pose you concrete
problems because the question arises: Are you going to teach your foreigner
to behave like a middle-class Englishman with a certain educational back-
ground, who behaves linguistically, and in other ways, according to a certain
pattern, or are you going to choose some other model, or are you somehow go-
ing to have a rather arbitrary selection of features which doesn’t actually
characterize any one particular individual person. There is certainly a prac-
tical problem there. And again, I presume that in those countries which don’t
feel very strongly that an English culture is of interest to them, or of in-
terest to their population, to their children and so on, they would be more
reluctant to adopt the kind of degree of functionalism which I’m talking about
now...

So far, the notional/functional approach seems to have concentrated on teach-
ing the spoken language. Could you comment on its applicability to teaching
the other three skills: listening, reading, and writing?

The focus has been very much on the spoken language and probably very
much on teaching people to perform certain functions in a language. And I
think that characterizes many of the texts that one sees now available on
the market. That is what they are setting out to do; they are setting out
to enable people to make requests, to ask questions, to do this and to do
that. And it’s probably true that a lot of people have interpreted the no-
tional approach very largely in those terms. I don’t think that’s  entirely
unfair because that is the way in general in which the notional approach has
been presented in the articles and books that have been published, including
my own. We tend to have emphasized that kind of skill in language. We 've
used those kinds of examples to illustrate the points we wanted to make, and
there may, therefore, have been an assumption that this was all that has been
intended.

In fact, I think there is in the ideas about notional teaching enough
to show that, in varying ways, the ideas can also be applied to other skills
in language teaching. But, I think that the task of planning the teaching
of those skills probably is carried out in a rather different way,

When we talked about notional teaching, we tend to have assumed that we
can identify particular functions, particular concepts. We find ways of ex-
pressing them, and we teach them. There is at least the intention, in a way,
to isolate things, and the attempt, then, to get people to learn them. I f
you’re dealing with receptive skills--listening and reading--, then, in a
sense, you’re dealing with complete and integrated texts in which many dif-
ferent things are taking place simultaneously; all sorts of functions are
being performed; all sorts of concepts are being expressed. And, except for
a highly artificial text, you couldn’t isolate these or insure frequent re-
petition of certain elements.

So, it seems to me what happens, what will happen, in the teaching of
reading and the teaching of listening is that one sets out to teach people
to recognizes these features of texts... that at a certain point in the text,
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what the writer is doing is such and such a thing;...(that) this particular
utterance in a text is related to a previous utterance in a particular way...

So, what I'm really saying is that the notional influence is not in
planning the construction of texts particularly, but in appreciating why
certain features exist in the text and what it is they actually convey to
the reader (or they are intended to convey to the reader),...or,  if it's a
piece of listening material, then to the listener. So, it occurs more in
the interpretation of the texts, I think, that you introduce the notional
dimension, rather than in the design and construction, or planning of the
text.

I think the essential perspective, the philosophy of notional teaching--
that we give an altogether more semantic emphasis to our teaching--is just
as applicable to receptive skills as it is to productive skills,..Our empha-
sis has not been on the written side, but I see no reason why it couldn't be
extended. Indeed, there is work being done. Keith Johnson (of the Centre)
has been doing work on the teaching of writing skills as opposed to the
teaching of speaking skills.. .And, I think that we will find that, both
through articles and to some extent through published teaching materials,
the notional thinking (will be) spreading into these other areas.

One objection that I've heard raised against the communicative method of
teaching is that it lacks a correlative means of testing. Would you comment
on any developments in this area?

Well, I think that's a reasonable point. I wouldn't say that it was a
criticism of communicative teaching. It's a criticism of testing, rather
than communicative teaching. Teaching must be more important than testing.
And even if that was absolutely true-- we were able to teach, but we weren't
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able to test in an appropriate fashion--, I would argue very strongly that
that does not invalidate the teaching. If we are convinced that teaching in
this way is worthwhile, then we would be getting our priorities very wrong
if we came to the conclusion that we shouldn’t teach this way because we
couldn’t test that way.

Having said that, I think all one can say is that there is work being
done on testing with the intention of making testing also more communicative.
I don’t think it’s likely to reflect directly the sort of things we say about
notional teaching. By this I mean that I ‘m not at all sure how far we’re
ever going to be testing whether people can make requests or whether people
can do this or do that. But, I do think that we may very well find that
forms of test are evolved, or forms of assessment are evolved, which try to
get more fully at how successfully people can communicate in a language,
rather than what proportion of grammatical elements, what proportion of pho-
nological elements, or lexical elements they know...

If I can just explain what I mean by that. I mean that when you take
our conventional modern multiple-choice-type objective tests (they don’t
have to be multiple-choice, but they very often are), you simply arrive at
the end with a score. It may be broken down into different parts so that
you can say such-and-such a percentage on the grammar test (or structural)
test and such-and-such a percentage on the pronunciation test. But, whether
the scores are given individually like that or whether they’re put into one
global score, you have no actual means of knowing what that percentage means
in terms of real ability to communicate.

If I am asked (as I sometimes am here at the university), whether such-
and-such a student has a good enough command of English to follow a course
in microbiology, or whatever it is,. . . if I give him one of our existing forms
of test in which I get a percentage at the end of the day, I can only vaguely
say, "Well, he seems quite good at English,” or something like this, accord-
ing to his percentage. Whether he can actually perform certain of the tasks
which are going to be required of him as a student of microbiology, I have
no idea whatsoever. I don’t even know whether he will be able to make sense
when he talks to his supervisor,, ..whether he will understand his supervisor,

And so, I think what is going to happen is that testing is going to be
more concerned with that kind of question in the future, than with the ques-
tions that have occupied us in the past.. .That  's what I mean by communicative
testing. It’s more likely to be of the form: Can people perform such-and-
such a task and to what degree can they perform them? I think that’s the
sort of direction, probably, that testing will take.

that
In addition to developing a communicative test, what else
the notional/functional movement has to do in the future?

would you say

I would probably say that the need is for us to stand back and to take
a more objective view of what we are doing. At the moment, there is a lot
of very exciting, inspiring, original thinking about actual activities in
classrooms, actual techniques to be shown through the materials that we use
when we are teaching. People are responding, I think, with a great deal of
enthusiasm to the stimulus that the notional/communicative movement generally
has imparted to language teaching. Now, I don’t necessarily want to express
any skepticism about this, but, if language teaching is to be more than just
a matter of fashion, then it seems to me we have to attempt to assess rather
more rigourously than we are doing at the moment the success of what we are
doing.

It seems to be the case that practicing language teachers have taken up
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the ideas with great enthusiasm and have judged that what they are doing is
of immense benefit to their pupils. If we are to study language teaching in
an objective fashion, in a scientific fashion, we need to give some more sub-
stance, I think, the the beliefs on the part of practicing teachers and on
the part of people, I suppose like myself, who tend to propagate the ideas
that people are trying to put into effect.

The feeling is that what we n eed alongside of all the actual exciting
development of language teaching material and technique is a considered pro-
gram of careful research which will, for example, help us to understand how
far the new approaches can achieve the same degree of success as achieved
with other modern approaches to language teaching, structural approaches,
while also achieving something further. Or whether, in the end, some kind
of compromise will have to be affected between the strictest kinds of func-
tionalism, on the one hand, and these rather more. traditional, structural
approaches, on the other. It may be that, in the end, we shall find our
language teaching is indeed a bit of a mixture of the two.

But, at the moment, we’re doing it all by instinct and perhaps not
enough research has gone on to the question of evaluating how successful
this all  is.  Teachers are convinced, but I think, if we are to convince
skeptics --which perhaps we ought to be setting out to do as well, then we
would like to have objective evidence that it works and evidence that people
can’t easily reject. And that is what I feel perhaps is the need. Perhaps
it’s the need for people like myself to carry this out, people who are in
universities. Perhaps this is the job of universities. It isn’t perhaps
the job of the ordinary practicing language teacher who is seeking to bring
the greatest benefit to his pupils. The practicing language teacher is per-
haps convinced that this approach does bring immense benefits. It would be
up to people like myself to demonstrate objectively that this is the case.
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re.views

‘Wha’ ja say?’
Jonathan Holliman

When pressing the button on the tape re-
corder, I often found myself asking what I was
trying to achieve and what I was asking the stu-
dents to do. It was for me the most confusing
area of language teaching, so I immediately
tried out many of the ideas that Mike Rost sug-
gested in his presentation. I can now report
that after only a few weeks students are re-
sponding in a way which previously would have
taken me months to achieve, not to mention the
added confidence I have from understanding what
I am supposed to be doing.

The presentation, which included many ex-
amples, exercises and practical tips, gave a
general overview of the listening and speaking process and illustrated which
particular classroom activities help or hinder it. Recent analysis of how
people de-code aural messages, the processing of information in the brain,
e t c . , can clarify what is actually happening in the classroom. As a result,
it becomes obvious that it is necessary to really teach “comprehension” and
help the student understand what is happening between the time the tape is
played and the time to produce a spoken response. In Mike Rost’s classes
the objective is for students to be able to listen to and contribute to a
conversation with a native speaker for 10 - 15 minutes and give a spoken re-
port or summary on a non-technical subject heard from a 15 - 30 minute tape.
Thus, spoken reproduction or response is, according to Rost, an integral part
of “listening comprehension. "

In designing listening comprehension material, it is first necessary to
recognize the kinds of threshold levels that students have somewhere between
complete understanding and nothing at all. This threshold is not only gov-
erned by the linguistic level of the students but also the speed of the tape,
the accent of the speakers, the number of speakers, etc. However, it  is cer-
tain that from whatever level the students start, they will always get some-
thing. Even without any knowledge of English, a student may be able to tell
how many people were talking, whether it was an argument or an interview, or
even the situation in which the conversation was taking place. In fact, it
was convincingly demonstrated that due to natural redundancy in speech and
the ability of a listener to predict or complete what the speaker says, it
is possible to grasp up to 90% o f the meaning from as little as 20% of the
actual message.

It seems that by shifting to a wider view of comprehension and getting
the student to understand and respond at many other levels besides the spe-
cific content, the student will be assisted to approach the kind of listen-
ing process that the native speaker/listener automatically builds up from
childhood.

The li stener actuaa lly processes (or de-
levels, whi ch Mike Rost lists as:

codes ) the message at various

Context Level - (the background situation: the place, the number of
people, attitude of the speakers, tone of voice, etc .)
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Function Level -

Time/Sequence - (when did something occur and which came first)

(what is being achii eved by the spoken exchh ange :
giving information, complaining, agreeing, etc . )

Content Level - (the details of the message: who, what, when, where,
etc . )

Probability - (what is going to happen next; what is the implica-
tion)

Theme Level -

Appl i cab i l i ty  -

(what is it related to; why did he say that)

(how can I use this information in the future)

Culture - (how does this reflect cultural differences; does
the way of expression have a different cultural im-
plication)

Because students generally learn English through a written medium and
with an emphasis on grammar/translation, they tend to adopt similar learning
strategies in listening. Most listening texts and materials also tend to
adopt this approach and emphasize a level of understanding which encourages
students to concentrate on the content level. Students thus tend to catch
the content as a series of disjointed words or phrases. Spoken reproduct ion
then follows the same pattern, sometimes little more than a yes or no answer
or a few words in incomplete sentences.

To move away from excessive concentration on the content level and to
help students develop more comprehensive listening ability, processing at
other levels can be specifically encouraged. Students can be assisted to
identify functions and predict what the response in a conversation might be,
then compare their guess with the actual taped response. They can also ana-
lyse the time and sequence of events by correctly arranging randomly listed
information or clues given beforehand. By getting students to try and visu-
alise the actual situation in which a taped dialogue takes place the context
level can be described. It has been found that helping students to process
information at various levels improves their comprehension at each level.
Conversely, excessive concentration on the content level means that students
depend on their short-term memory to produce facts and does not assist the
integration of those facts, which is the basis of longer-term memory. This
integration of the message, or the process of finding a pattern to meaning
and storing that pattern, is one of the essential aspects of listening com-
prehension and is the process which is chiefly responsible for enabling stu-
dents to adequately paraphrase or summarize from an aural cue.

short-term memory
Y

recall % goes up
due to integration

number of bits of information

If the percentage recall is plotted
against the number of bits of informa-
tion given in the listening passage the
percentage goes down rapidly once the
limit of short-term memory has been
reached. However, after a time the
percentage starts to go up again and
then level off due to the process of in-
tegration. As was demonstrated, the or-
ganisation of the listening material it-
self can aid integration. For example,
random lists of unrelated words are the
most difficult to remember but related
words or sentence patterns are much
easier. Students often develop the i r



JALT Newsletter 3:12 December 1, 1979

own strategy for memorization, one of the commonest being translation into
their own language. By developing the student’s skill at integration, in-
cluding recognition of patterns and sequence, guessing from the context, etc.,
it is possible to improve listening comprehension and reduce the amount of
translation.

The process of integration can be further assisted by designing the lis-
tening material to include more pauses, redundancy, sentences which are bound
more directly to each other, obvious clues to the context, and so on. Stu-
dents can also be assisted with ways of expressing what they heard. Such ex-
pressions as “I’m not sure, but I thought he was talking about. . . ," or "I
heard the man ask..but I didn’t catch the reply,” etc. can be given to over-
come disjointed sentences. It also appears necessary to me to make sure stu-
dents understand the usage of verbs such as talk, say, ask, tell, etc.

The teacher need only stop and think about which activity is encourag-
ing which level of processing or what extent of integration to realize that
most listening comprehension materials could be much better designed to sys-
tematically achieve real listening comprehension objectives. Mike Rost's
presentation was an excellent practical contribution to the theoretical basis
as well as the methods which can be adopted in the classroom.

The Hourglass Paradigm
Stanley Sorensen

An explanation and demonstration of what Tom
Pendergast, Jr. calls his “Hourglass Paradigm” was
given at the October meeting of JALT’s  Kanto branch
in a day-long workshop.
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dents, the physical conditions of the learning situation, and the intensity
of the learning are important factors here. The process variable, which in-
cludes the learning method used and elements of the teacher’s personal style,
was mentioned next. This variable is the one over which the teacher should
have the most control and responsibility, as the choice of method will some-
times have a strong influence on the student’s heuristic response to the pro-
gram. For example, the use of a listening comprehension approach in the
early stages of a program would not necessarily get the students speaking
right away, but it would reduce the pressure and complexity of the learning
situation and thus give the students more energy to concentrate on acquiring
strong listening skills from which transfer to speaking, reading and writing
could be facilitated at a later time. Of course, every learning situation
presents a unique combination of environmental and presage variables, so the
choice of which process to use will vary according to the needs of the stu-
dents and the resources of the teacher.

Next, we were introduced to four systems which make up the Hourglass

31



JALT Newsletter 3:12 December 1, 1979

Paradigm. They consist of two listening comprehension approaches (The Learn-
ables, developed by Dr. Harris Winitz of the University of Missouri, and To-
tal Physical Response, developed by psychologist James J. Asher), and two
innovative approaches (The Silent Way, developed by Dr. Caleb Gattegno, and
Counseling-Learning/Community Language Learning [CL/CLL], developed by the
late Fr. Charles A. Curran of Loyola University).

After going over the claims of each system, we broke up into four dif-
ferent groups and were given learning experiences using the Learnables and
Total Physical Response. In the Learnables, we merely listened silently to

a tape, guided from picture to picture in a small
booklet by the voice of a native speaker in Eng-
lish, French, German or Spanish. The meaning of
what was being said was apparent from the pic-
tures, and because there was a great deal of re-
petition, we soon began to understand and anti-
cipate what was going to be said. Next, we had
a chance to enjoy the more active method of To-
tal Physical Response where the teacher used the
imperative to elicit such physical responses as
standing up, sitting down, walking to the door
and touching various objects. Again, we remained
silent except for giggles and bursts of laughter
that came after some of the more ridiculous com-

mands. The constant repetition and variation of the commands helped us build
rapid comprehension of the target language.

Following these two experiences, a feedback session was held where we
shared our feelings about what happened. These feedback sessions are par-
ticularly useful in helping students get in touch with themselves and become
aware of what they are doing- -a very important consideration in a system
where the learner must take responsibility for his own learning.

In the afternoon, we went into the more advanced stages of the Hourglass
Paradigm with a discussion of the Silent Way and a demonstration of the al-
gebricks (colored wooden rods), the sound-color chart, and phonic code charts.
At this stage, the learners begin producing the language on their own, using
the color charts for pronunciation and the rods to create situations to talk
about. For example, two green rods and one red rod could be used to repre-
sent the utterance, "two green rods and a red one." Or, the rods could be
positioned to suggest a more advanced statement such as "The red rod is be-
tween the two green ones." And with the addition of more rods of differing
lengths and colors, very complex situations can be created.

The final part of the workshop consisted of a demonstration of Counsel-
ing-Learning. While Tom described Community Language Learning, members of the
audience repeated in their own words each point he made, thus giving him as-
surance that he was being understood and helping the whole group follow the
discussion. Using this process, Tom took us through the five states of de-
velopment a learner goes through in the CL/CLL method. First, the learner
is in a state of total dependence on the "knower-expert." He is like a fe-
tus; unable to operate at all in the target language. As the learner develops
into the second stage, he begins to kick a little and starts taking risks
with the language. In the third stage, the learner is born into the ability
to produce the language to some degree by himself. In the forth stage, the
learner is no longer satisfied with his dependent relationship with the know-
er -expert and begins to respond to others as a knower himself. Through re-
finement of the learner's skills, he begins to approach the native speaker
level in the fifth stage.
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NUCLEUS 0
ENGLISH FOR SCIENCE AND TECHNOLOGY

Nucleus is a new approach to English for special purposes. General Science is the concept-
building ‘core’ of the series and presents aspects of language use common to all branches of
science and technology. Nine related specific courses pick up aspects of the ‘core’, exploit
them in the context of the individual subjects and develop reading and listening skills. The
specific courses can be used in parallel with General Science, following on from it, or
independently as intensive courses.

General Science Students’ Book, Teacher’s Notes and optional cassette are now available.

The specific courses now available are:
Engineering Biology NUCl.EUS
Geology Nursing Science

I&W!+hrla_tihh(m

All courses include a Students’ Book, Teacher’s Notes and optional cassette. EWMlEERlNB *Tuw fz?&w-E*  lrY;-1.t ~mnri:.tiV&l
Forthcoming specific courses are:

Medicine Mathematics
Chemistry Physics
Agriculture

Nucleus combines relevance to the language of science and
technology with interesting ways of teaching.

Also available. . .

Learn English for Science
A R Bolitho  and P L Sandler
Learn English for Science is for pre-intermediate level students of English. This book and its
follow-on volume, Study English for Science, form a bridge between the general English that
students have already learnt and the scientific and technical language they need. The text-
based approach will be familiar to the general English teacher, though the content is relevant
and interesting to the student in a technical English course.

Special features of the books include specially written texts, copious exercises, useful
technical illustrations and revision units. Accompanying Teacher’s Notes for each book give
suggestions for presentation and further activities, and the answers to the exercises.

And for the Teacher. . .

English for Specific Purposes
Edited by Ronald Mackay and Alan Mountford
A book which will be of real, practical help to teachers of ESP. As well as looking at current
approaches to problems in ESP, including case studies, the book also describes the thinking
behind ESP textbook design and includes a chapter on the writing of Nucleus.

For further details please write to:

Longman Penguin Liaison Office,
Yamaguchi Building, Z-12-9 Kanda Jimbocho,
Chiyoda-Ku, Toyko 101.

Longmanis
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The CL/CLL method itself consists of creating a situation where the
teacher takes a supportive role among a group of students and allows them
to direct the course of their interaction among themselves and only gives
assistance when needed. In this manner, a great deal of tension is reduced
as the students are not under pressure to produce any expected result. Of
course, students in the first stage require a great deal of help, but as
their level of competence increases, the students become knowers and begin
to assist each other.

As a final demonstration of this method, several knower-experts and
learners were recruited from among the participants, and a short session was
held involving the simultaneous learning of German, French and Japanese.
Although we did not have time to get a community feeling going, we could see
how the members of the group began to formulate their own strategies for
learning the languages, thus taking responsibility for this aspect of their
learning. Again, a feedback or reflection on what had happened in the ses-
sion was conducted with the participants sharing their feelings about their
experience.

In presenting his complete language learning curriculum, Tom Pendergast
made it clear that his system did not necessarily constitute the best ap-
proach to language learning. However, I feel our experiences as learners
in this workshop helped many of us take a fresh look at some interesting and
innovative methods we just might like to use with our own students.

‘The Noisy Way’
Jan Visscher

Are language-oriented games a welcome release from the "slings and ar-
rows" of language teaching? Or, should they be an integral part of the lan-
guage learning process? Or even, as S.J. Savingnon maintains, "the very core
of the language program?" These important questions were put to the Kansai
Chapter audience at the very beginning of Bernard Susser's presentation, "The
Noisy Way: Teaching English with Games." The second half of Mr. Susser's
title clearly indicates what he feels the function of games should be, and
the bulk of his presentation and demonstration was a powerful vindication of
games as a viable and vital mode of language learning.

Most of the games presented were communicatively oriented and designed
to guide the participants toward the achievement of clearly defined tasks.
They were also largely self-corrective, i.e., the learners did not have to
depend on an outsider to tell them whether they were right or wrong. This
raised in practical terms another question which Mr. Susser had posited dur-
ing his introduction, namely, the extent to which linguistic errors should
be corrected. Answering his own query, Mr. Susser pointed out that overcor-
rection during these activities would be counterproductive because it would
shift the emphasis from task achievement to linguistic considerations. It
is also a moot question whether a teacher, given the excitement generated by
many of the games and the large number of groups playing simultaneously,
could possibly provide linguistic corrections that would be any benefit to
the participants.

A description of all the games would give only the palest reflection
of what actually went on and will, therefore, not be attempted. In general,
however, they ran the gamut from those involving basic language requirements
and vocabulary review to description games which posed highly sophisticated
communication problems. Only the first will be detailed here.
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In this game, each participant was given a slip of paper with a new
identity as a member of the target language’s society. This included basic
personal information such as name, occupation, residence, hobbies, etc. By

 moving around and asking questions, each player had to find other family mem-
bers who were identified in the same way. Each family consisted of five mem-

 bers, and the object of the game was for the family groups to get together.
 For beginning language learners, this game offered several aspects rarely
 found in the usual classroom situation: it took them out of their role as
 students by giving them a new identity; it gave a clearly recognizable pur-
 pose to asking routine questions such as, Where do you live?“, "How old are
you?";; and it required deductive reasoning when, at the end of the game, each
family had to establish its internal relations (aunts, sisters, grandparents,
etc.) from the vital statistics provided. It had one drawback, however: pre-
paration involved a minute and exact working-out of a vast number of combina-
tions and permutations. One mismatch would mean that the players could not
complete the task and, therefore, destroy the ostensible purpose of the game.

Mr. Susser had prepared an extensive reference list which was distri-
buted to the audience before the presentation began. Perhaps this was the
single most important gift the audience could take home, and Mr. Susser de-
serves many thanks for having done so much leg- and head-work on behalf of
all those interested in using language learning games. But the list did not
obviate, as the speaker suggested it might, the need for actually attending
the presentation. Had we followed his suggestion, we would have been de-

 prived of Mr. Susser’s wit and enthusiasm which made the games real and
thoroughly enjoyable experiences, rather than mere titles on a page.

JOIN TESOL
JALT would like to encourage its
members to join TESOL (Teachers
of English to Speakers of Other
Languages), our “parent”  organi-
zat ion. TESOL offers its members
the TESOL Quarterly, which con-
tains articles and reviews of pro-
fessional significance in ESL/EFL,
and the TESOL Newsletter, which
features short, l ively articles
and affiliate reports (including
JALT’s).

You may join by sending the form
on the right together with U.S.
funds directly to TESOL or by
sending the appropriate yen a -
mounts (including additional
mailing fees and bank transfer/
postage fees) to JALT. In the
latter case, send either a yubin
kawase/postal money order or a
genkin kakitome/postal  money en-
velope to Doug Tomlinson, 1-4-23-
401 Higashi, Shibuya-ku, Tokyo 150.
The form is unnecessary, since w e
have a record of your correct ad-
dress, etc.

PIWM Do Not Use For Renewal Membership
For New Membership Only

MEMBERSHIP APPLICATION ONLY
1 9 8 0

lxii%+&

I Jonwry-Decemhr  Only I
N A M E  IPrint __-
MAlUNG  A D D R E S S - P  _ _~_ _ _ _  .__.-- --_____

CITY___  _. _ _ _  ~~ -STATE_  _ _ _  _ _. 1IP_  _ _  _ _

I N S T I T U T I O N . _ _  ._ _ .~

Ptease  make check payable to TESOL and mail  to:

TESOL
455  Nevils  Bui ld ing
Georgetown University
Washington,  D .C.  20057,  U .S .A.

Membership includes subscriptton  ID TESOL OlJARlEtlY and  TESOL HEWSLmER

Iact  IIIU~I wi l l  be  sari++  to  there w h o  b-come mwnbws during tha  calandor 7.w
tJonuory_Dwwnbw~.

REGULAR MEMBERSHIP .  . . (Y5 ,000 I $ 20.00
STUDENT Membership For those engaged

in at least hrlf-time study] (V2,SOOI  $ lO.jo

JOINT HUSBAND-WIFE Membersh ip  . . . iU7,500) $ 3 0 . 0 0

INSTITUTIONAL Membership . . . $ 30.00
COMMERCtAL  Membership . . . $lW.oo

Addifionol lnL7ifin9  f**

K)IEIGN  SURFACE MAIL ADD $2.00 (y200) Bank Transfer and
FGREIGN AIR MAIL A D D  SlO.00 (VI, 500) P o s t a g e  F e e s  Y750

Please check, among the fallowing, your area of chief interest.

- - Teaching English Abroad

_ English as a Foreign language, for foreign students in English-
rpeoking countries

English as a Second language in Elementary Schools

_-_ English as a Second language in Secondary Schools

English as a Second Language in Higher Education

_ English as a Second language in Bilingual Educotian

_ _ _ English as a Second language in Adult Education

_  __  Standard  Engl ish  as  a  Second D ia lec t

_ Applied Linpuistics  (relevant linguistic studies and rcseorch  1
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ARE YOU GIVING YOUR STUDENTS A CHANCE 1
DO YOU KNOW WHAT’S GOING ON?

FIND OUT.......IN  BBC
MODERN ENGLISH & MODERN ENGLISH TEACHER

BBC Modern English and Modern English Teacher are two of the specialist EFL/TEFL
magazines published for students and teachers of English as a Foreign or Second language.
BBC Modern English, published by ILC London in collaboration with BBC English by
Radio and Television, appears ten times a year and is the only magazine of its kind con-
taining graded language sections for use both as classroom and self-access material.

Modern English Teacher (MET) appears four times per year and is widely recognized as
the one specialist magazine that supplies practical, up-to-date solutions to English-
teaching problems in most situations.

Return the form below to obtain inspection copies of BBC/ME and MET with subscrip-
tion detai Is.

I am interested in a free inspection copy of BBC/ME q
MET I

I am interested in taking out a subscription for
BBC/ME q (Y4.000 yearly)
MET

Reduced prices for subscriptions of ten copies of more.

Name:

Address:

n (Y2,500 y e a r l y )

Phone:

Code:

Occupation:

Mail to: INTERNATIONAL LANGUAGE CENTRE (ME/MET)
lwanami Jimbocho Bldg., 2-1, Jimbocho, Kanda, Chiyodsku, Tokyo 101




