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INTRODUCTION

A complete survey with a detailed discussion of all the areas of Applied
Linguistics is impossible to achieve here in the present volume. According to Péter
Medgyes (1997) the discipline Applied Linguistics has got several interpretations.
Some specialists mean Language Pedagogy by Applied Linguistics, while others
integrate all new linguistic disciplines such as Psycholinguistics, Sociolinguistics,
Pragmatics, Computer Assisted Linguistics into the term. We confine ourselves to
certain areas of Language Pedagogy in this book so as to give a taste of language
teaching process to BA students so that they can get some motivation and
encouragement for teaching English as a foreign language and majoring as
language teachers on MA level. The aim mentioned above could be achieved in
two volumes. The first part of which contains the basic terms and definitions of
Language Teaching Methodology. The second volume will deal with concepts
such as language learning strategies, learning styles, the media and drama
techniques, etc.

The structure of the present first volume of Applied Linguistics for BA
students follows the traditional model of a book on methodology. Having given
the historical background of language teaching methods in the first two
chapters the authors follow the general model of a book on Language Pedagogy
taken all the principles of Communicative Approach into consideration.
According to Jend Bardos (2000) the basic model of language teaching
methodologies consists of the following five parts: WHO teaches WHOM, WHAT
and HOW, THROUGH WHAT TEACHING AIDS. In chapter 3 the participants of
learning process are in focus. Readers can learn about various teacher’s roles
and teaching styles in the first part. It answers the question WHO. Its second
part treats different learner types and learning styles to reflect on question
WHOM. Having treated classroom management problems we inform our
students about the nature of language teaching by presenting a language
teaching model consisting of input and output stages. According to the model
mentioned above developing students’ receptive and productive skills are in
focus. Still remaining with the question WHAT the book gives useful pieces of
information about the problems of presenting and practising vocabulary,
grammatical structures and developing students’ pronunciation. So as to follow
the model of communicative language teaching we want to arouse students’
cultural awareness as well. To achieve our aims we include a chapter on culture
into this part. Following Professor Bardos’s model the question HOW is to be
answered in chapters on planning, giving feedback and evaluation. The fifth
element of the model — ‘THROUGH WHICH’ — is in focus in chapters on visual,
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audio-visual and digital aids, and in the one focusing on course-book
evaluation.

Our aim with the present work is to arouse BA students’ interest in Language
Pedagogy and motivate them to become English teachers. At MA courses they will
have plenty of chances to gain deeper knowledge in each area of Applied
Linguistics.

The authors
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1. FORMER METHODS IN TEACHING ENGLISH

The purpose of this chapter is to provide information to the teacher trainees
about the methods of foreign language teaching. By reading this chapter, you will
gain an understanding of the principles on which these methods and approaches are
based and of the techniques associated with each. The methods described here were
chosen because some segments of them are currently practised today. We do not
aim to convince you of the superiority of any of them. We would like to arouse
your interest in the existing ways and methods and we want to encourage you to
investigate each so that you can find the most efficient ones.

1.1. The Grammar Translation Method

The Grammar Translation Method has had different names but it has been used
by language teachers for a long time. It was called Classical Method as it was first
used in the teaching of the classical languages, Latin and Greek. Its aim was to help
students read foreign language literature and it was also hoped that through
studying the grammar of the target language students would become familiar with
the grammar of their native language and that of the target language. In the 19"
century the Classical Method was known as the Grammar Translation Method.
According to the Grammar Translation Method the fundamental purpose of
learning a foreign language is:

- to be able to read literature written in the target language;

- to provide students with good mental exercise which helps develop their
minds;

- to give the learners grammatical rules and examples to memorize them;

- to make them apply the rules to other examples;

- to teach the students to write in both their native and the target languages
through translation. (Bardos 2005: 46)

The method itself belongs to the cognitive way of language teaching.
The basic principles of the method:

- characteristic interaction in the teaching process is a Student — Teacher
interaction;

- teacher’s roles are very traditional, the teacher is the authority in the
classroom;

- literary language is considered superior to spoken language, culture is
considered as consisting of literature and the fine arts, behaviour culture
is ignored;

- passive vocabulary and grammar are emphasized at cost of
pronunciation
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- reading and writing are the primary skills much less attention is given to
speaking and listening;

- the language that is used in class is mostly the students native language,
the meanings of new words are made clear by translating them into the
students native language;

- evaluation is accomplished on the basis of written tests in which students
are expected to translate from their native language to the target one or vice
versa, questions about the foreign culture have to be answered as well;

- culture is viewed as consisting of literature and the fine arts;

- error correction is very important, the teacher always supplies the students
with the correct answer

- the syllabus is structure-based .

Activities characteristic of the method:

- translation of a literary passage

- reading comprehension

- finding antonyms and synonyms

- gap-filling exercises

- memorization

- using words in sentences

- compositions. (Larsen-Freeman 1986: 4-15)

1.2. The Direct Method

Since the Grammar Translation Method was not very effective in preparing
students to use the target language communicatively, the Direct Method became
popular. In the Direct Method no translation is allowed. The Direct Method
receives its name from the fact that meaning is to be connected directly with the
target language without going through the process of translating into he students’
native language. The method itself belongs to the natural approach of language
teaching.

The goal of language learning is communication. In order to achieve this goal,
students should learn to think in the target language.

The principles of the method:

- the initiation of the interaction goes both ways, from teacher to students
and from students to teacher although the latter is often teacher-directed, at the
same time student-student interaction is used as well;

- the native language should not be used in the classroom;

- the teacher should demonstrate not explain or translate;

- the teacher and the students are more like partners in the teaching/learning
process;
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- it is desirable that students make a direct association between the target
language and meaning;

- students should learn to think in the target language as soon as possible;

- vocabulary is acquired more naturally if students use it in full sentences
rather than memorising word lists;

- pronunciation should be worked on right from the beginning of language
instruction;

- lessons should contain some conversation activity — some opportunity for
students to use language in real contexts;

- students should be encouraged to speak as much as possible;

- grammar should be taught inductively;
there may never be an explicit grammar rule given;

- the syllabus is based on situations or topics not on linguistic structures;

- learning a language involves learning the behaviour culture of the people
living in the target country;

- culture consisting of the history of the people who speak the target language
and the geography of the country or countries where the language is spoken and
information about the daily lives of the speakers in the target language are
studied;

- vocabulary is emphasized over grammar;

- work on all four skills (reading, writing, speaking and listening) occurs from
the start, oral communication is seen as basic;

- there is no formal evaluation in the class, students have to use the language
using both oral and written skills;

- the teacher tries to get students to self-correct whenever possible.

Activities characteristic of the method:
- reading aloud
- conversation practice
- gap filling exercise
- dictation
map drawing (The students are given a map with the geographical features
unnamed. Then the teacher gives the students directions. (Following the teacher’s
instructions the students have to label the map of a country.)
- paragraph writing. (Larsen-Freeman 1986: 18-28)

1.3. The Audio-Lingual Method

The Audio-Lingual Method, which belongs to the cognitive approach of
language teaching, was developed in the United States during WW II. There was a
great demand for people speaking foreign languages for military purposes. They
had to be prepared for their tasks in shortcut intensive courses. Some of the
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principles used in this method are similar to those of the direct method but many
are different, based upon the conceptions of the Grammar Translation Method.

The goal of Audio-Lingual Method is to enable students to use the target
language communicatively. In order to do this, students need to over-learn the
target language, to learn to use it automatically without stopping to think. This aim
can be achieved by students’ forming new habits in the target language and
overcoming the old habits of their native language.

The principles of the method are:

- the teacher is like an orchestra leader, directing and controlling the
language behaviour of her/his students; she provides her students with a good
model for imitation;

- the target language is used in the classroom not the students’ native
language;

- a contrastive analyses between the students’ native language and the target
language will reveal where a teacher should expect the most interference;

- there is student-student interaction in chain drills or when students take
different roles in dialogues, but this interaction is teacher-directed because most
of the interaction is between teacher-student and is initiated by the teacher;

- new vocabulary and structures are presented through dialogues, the
dialogues are learnt through imitation and repetition, grammar is induced
from the examples given: explicit grammar rules are not provided;

- cultural information is contextualized in the dialogues or presented by the
teacher;

- the oral/aural skills receive most of the attention, pronunciation is taught
from the beginning, often by students working in language laboratories;

- students are evaluated on the bases of distinguishing between words in a
minimal pair or by supplying an appropriate word form in a sentence;

- student errors are to be avoided through the teacher’s awareness of where
the students will have difficulty;

- the syllabus is structure-based.

Activities characteristic of the method:

- dialogue memorization

- expansion-drill (This drill is used when a long dialogue is giving students
trouble. The teacher brakes down the line into several parts. Following the
teacher’s cue, the students expand what they are repeating part by part until they
are able to repeat the entire line. The teacher begins with the part at the end of the
sentence and works backward from there to keep the intonation of the line as
natural as possible. This directs more student attention to the end of the sentence,
where new information typically occurs.)

- repetition drill
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- chain drill (The teacher begins the chain of conversation by greeting a
student or asking him a question. That student responds, then turns to the student
sitting next to him and the chain will be continued. The chain drill allows some
controlled communication, even though it is limited.)

- single-slot substitution drill (The teacher says a line, usually from the
dialogue. Next, the teacher says a word or a phrase- called a cue. The students
repeat the line the teacher has given them substituting the cue into the line in its
proper place. The major purpose of this drill is to give the students practice in
finding and filling in the slots of a sentence.)

- multiple-slot substitution drill (The teacher gives cue phrases, one at a time
that fit into different slots in the dialogue line. The students have to recognise what
part of speech each cue is where it fits into the sentence and make other changes
such as subject-verb agreement.)

- transformation drill (Students are asked fro example to transform an
affirmative sentence into a negative one.)

- question and answer drill

- use of minimal pairs (The teacher works with pairs of words which differ in
only one sound eg. ship — sheep.)

- gap-filling

- grammar game. (Larsen-Freeman 1986: 31-50)

1.4. The Silent Way

According to cognitive psychologists and transformational generative linguists
language learning does not take place through mimicry since people can create
utterances they have never heard before. That is the reason why language must not
be considered a product of habit formation, but rather a rule formation. Language
acquisition must be a procedure where people use their own thinking processes, or
cognition to discover the rules of the language they are acquiring. The emphasis on
human cognition led to the name “cognitive code” being applied to a new general
approach to language teaching. Caleb Gattegno’s Silent Way did not emerge from
the cognitive code approach it shares certain principles with it. In the Silent Way
teaching should be subordinated to learning.

The goal of the method is to enable students to use the language for self-
expression to express their thoughts, perceptions and feelings. In order to do this
they need to develop independence from the teacher, to develop their own inner
criteria for correctness.

The principles of the Silent Way:

- the teacher is a technician or engineer, only the learner can do the
learning but the teacher can focus the students’ perceptions, force their awareness;

- for much of the students-teacher interaction the teacher is silent; he is
still very active setting up situations to force awareness; when the teacher speaks it
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is to give clues not to model the language; student-student verbal interaction is
desirable and is encouraged;

- the students’ native language can be used to give instructions when
necessary to help a student improve his/her pronunciation; the native language is
also used during the feed-back sessions;

- vocabulary is restricted at first;

- there is a focus on the structures of the language, although explicit
grammar rules may never be supplied;

- pronunciation is worked on from the beginning, it is important that
students acquire the melody of the language;

- all four skills are worked on from the beginning of the course, although
there is a sequence in that students learn to read or write what they have already
produced orally; the skills reinforce what students are learning;

- the culture as reflected in people’s own unique world view is
inseparable from their language;

- the teacher never gives a formal test, he assesses student learning all the
time; the teacher must be responsive to immediate learning needs; the teacher does
not praise or criticize student behaviour since this would interfere with students
developing their own inner criteria; the teacher looks for steady progress, not
perfection;

- students’ errors are seen as a natural, indispensable part of the learning
process, errors are inevitable since the students are encouraged to explore the
language; the teacher uses student errors as a basis for deciding where further work
is necessary;

- there is no fixed linear, structural syllabus, instead the teacher starts
with what the students know and builds from one structure to the next; the
previously introduced structures are continually being recycled.

Activities characteristic of the method:

- sound-colour chart (The chart contains blocks of colour, each one
representing a sound in the target language. The chart allows students to produce
sound combinations in the target language without doing so through repetition.)

- teacher’s silence (The teacher gives just as much help as is necessary and
then is silent. Even in error correction the teacher will only supply a verbal answer
as a last resort.)

- peer correction

- rods (Rods can be used to provide visible actions or situations for any
language structure to introduce it, or to enable students to practice using it.)

- self correction gestures (The teacher indicates for example that each of
his fingers represents a word in a sentence and uses this to locate the trouble spot
for the student.)

- word chart

- Fidel charts (The teacher points to the colour coded Fidel charts in order
that students can associate the sounds of the language with their spelling.)
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- structured feed-back (The teacher accepts the students’ comments in a
non-defensive manner hearing things that will help give him direction for where he
should work when the class meets again.) (Larsen-Freeman 1986: 51-72)

1.5. Suggestopedia

One of the alternative methods based on language acquisition belonging to the
natural approach is Suggestopedia. The originator of the method, Georgi Lozanov
asserts that we set up psychological barriers to learning. Suggestopedia has been
developed to help students eliminate the feeling that they cannot be successful and
to help them overcome the barriers to learning. Learning is facilitated in a relaxed,
comfortable environment. A student can learn from the environment even if his
attention is not directed to it. The student must trust and respect the teacher’s
authority and activate his imagination. The teacher is supposed to increase her
students’ confidence that they will be successful learners. The more confident the
students feel, the better they will learn. When students’ attention is off the form of
the language and on the process of communicating, students will learn best. The
texts students work from contain lengthy dialogues in the target language. Next to
the text is a translation in the learners’ mother tongue. There are some notes on the
structures in the conversation as well. The teacher presents the dialogue during two
concerts; the first phase of this presentation is the receptive phase. In the first
concert the teacher reads the dialogue, matching her or his voice to the rhythm and
pitch of the music. In this way, the “whole brain” of students becomes activated.
The learners follow the target language dialogue as the teacher reads it out loud.
They can also check the translation. In the second concert the students simply relax
while the teacher reads the dialogue at a normal rate of speed. After this phase the
students read over the dialogue again before they go to sleep and again when they
get up the next morning. In the activation phase students engage in various
activities including dramatizations, games, songs and question-and-answer
exercises.

The goal of the method is to accelerate the process by which students learn to
use a foreign language for everyday communication. This is to be done by breaking
down the psychological barriers learners bring with them to the learning situation.

The principles of Suggestopedia:

- the teacher is the authority in the classroom, who must be trusted and
respected by the students — once the students trust the teacher, they feel secure,
they can be more spontaneous and less inhibited;

- all types of interactions are to be found in case of the method, however first
it is the teacher that initiates interactions with the whole group of students and with
individuals right from the beginning of a course; in the beginning of the course the
students can only respond nonverbally, later the students have more control of the
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target language and can respond more appropriately, and even initiate interaction
themselves. Students interact with each other from the beginning in various
activities directed by the teacher;

- native language translation is used to make the meaning of the dialogue
clear, the teacher uses the mother tongue in lesson when necessary; as the course
proceeds, the teacher uses the native language less and less;

- vocabulary is emphasized, the success of the method can be put down to
the large number of words that can be acquired;

- grammar is dealt with explicitly but minimally, students will learn best if
their conscious attention is focused not on the language forms but on using the
language;

- pronunciation is developed by reading out loud;

- the culture which students learn concerns the everyday life of people who
speak the language. The use of the fine arts is also common in Suggestopedia;

- speaking communicatively is emphasized, students also read the target
language and write, for example compositions;

- evaluation is conducted on students’ normal in-class performance and not
through formal tests;

- at the beginning levels, errors are not corrected immediately since the
emphasis is on students communicating their intended meaning; when errors occur
the teacher uses delayed correction;

- the syllabus used in the method is functional.

Activities characteristic of the method:

- peripheral learning (This activity is based on the idea that we perceive much
more in our environment than that to which we consciously attend. By putting
posters on the classroom walls students will absorb the necessary facts effortlessly.
Posters are changed from time to time to provide grammatical information that is
appropriate to what the learners are studying.)

- choose a new identity (Learners choose a target language name and a new
profession or trade. In someone else’s shoes the learners will be less inhibited
while using the target language.)

- role play. (Larsen-Freeman 1986: 72-89)

1.6. Community Language Learning

The Community Language Learning method takes its principle from the more
general Counselling-Learning approach developed by Charles A. Curran. Curran
studied adult learning for many years. A language counsellor means someone who
is a skilful understander of the struggle students face as they attempt to internalize
another language. By understanding students’ fears and being sensitive to them, he
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can help students overcome their negative feelings and turn them into positive
energy to further their learning.

The goals of teachers are to make their students to learn how to use the target
language communicatively. They want their students to learn about their own
learning to take responsibility for it.

The principles of Community Language Learning:

- the teacher is a counsellor who recognizes how threatening a new learning
situation can be for adult learners so he understands and supports his students in
their struggle to acquire the target language;

- the student-teacher interaction in the Community Language Learning
method changes within the lesson and over time, this method is neither student nor
teacher centred but; rather teacher-student centred, with both being decision
makers in the class; building a relationship with and among students is very
important;

- where possible, literal native equivalents are given to the target language
words that have been transcribed, this makes their meaning clear and allows
students to combine the target language words to create new sentences;

- active vocabulary is very important as conversations in the target language
can replace native language conversations;

- the focus shifts from grammar to sentence formation, language is for
communication;

- pronunciation is developed by reading out loud;

- culture is integrated with language;

- the most important skills are the receptive ones and speaking the language,
reading and writing are worked on;

- whatever evaluation is conducted it should be in keeping with the principles
of the method, a classroom test should be more of an integrative test than a discrete
point one, students are asked to write a paragraph rather than being asked to answer
a question which deals with only one point of the language at a time; students often
self-evaluate to become aware of their own progress;

- errors are corrected in a non threatening way, the teacher repeats correctly
what the student has said incorrectly;

- the syllabus is designed primarily by the students.

Activities characteristic of the method:

- transcription (The teacher transcribes the students’ tape-recorded target
language conversation.)

- reflective listening (The students relax and listen to their own voices
speaking the target language on the tape.)

- human computer (The student is “in control” of the teacher when she tries to
say the word or phrase. The teacher repeats the phrase as often as the student wants
to practise it. The teacher does not correct the student’s mispronunciation in any
way.)
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- small group tasks (The small groups make new sentences with the words on
the transcript. Afterward the groups share the sentences they made with the rest of
the class.)

(Larsen-Freeman 1986: 89-109)

1.7. Total Physical Response (TPR)

The idea of TPR originates from James Asher, who found that adults’ second or
foreign language learning could have similar developmental patterns to that of
children’s language acquisition. A baby spends a lot of months listening to the
people around it long before it says a word. In Krashen’s The Natural Approach
(1983) the students listen to the teacher using the target language communicatively
from the beginning of the instruction throughout the course. The teacher helps her
students to understand her by using pictures and occasional words in the students’
native language and by being as expressive as possible. In TPR students listen and
respond to the spoken target language commands of their teacher.

The goal of TPR is to have the students enjoy their experience in learning to
communicate in a foreign language. The TPR was developed in order to reduce the
stress people feel when studying foreign languages and encourage students to
persist in their study beyond the beginning level of proficiency.

The principles of TPR:

- the teacher is the director of all student behaviour, the students are imitators
of her nonverbal model, in 10-20 hours of instruction students will be ready to
speak;

- interaction is between the teacher and the whole group of students and with
individual students;

- the method is introduced in the students’ native language, after the
introduction rarely would the mother tongue be used ;

- grammatical structures and vocabulary are emphasized over other
language areas;

- pronunciation is developed through listening mostly;

- culture is the lifestyle of people who speak the language natively;

- skills: understanding the spoken word should precede its production, the
spoken language is emphasized over written language, students often do not learn
to read the commands they have already learnt to perform until after 10 hours of
instruction;

- formal evaluations can be conducted by commanding individual students to
perform a series of actions;

- teachers should be tolerant of errors and only correct major errors, even
these should be corrected gently;
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- the syllabus is multi-strand.

Activities characteristic of the method:

- using commands to direct behaviour

- role reversal (Students command their teacher and classmates to perform
some actions. Students will want to speak after 10 to 20 hours of instruction.
Students should not be encouraged to speak until they are ready.)

- action sequence (Teacher gives three connected commands. As students
learn more and more of the target language, a longer series of connected commands
can be given which together comprise a whole procedure.) (Larsen-Freeman 1986:

109-123)

Revision questions and tasks

1. List a few methods belonging to each approach.

2. What is the difference between language learning and language
acquisition?

3. What elements of each method could you use in your teaching process?
Give examples.
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2. THE COMMUNICATIVE APPROACH

This approach has preserved quite a lot of characteristic features from both the
cognitive and the natural approaches. The representatives of the Communicative
Approach (CA) acknowledge that structures and vocabulary are important but they
emphasize the acquisition of linguistic structures or vocabulary as well. When we
communicate we use the language to accomplish some function such as arguing,
persuading and promising. We carry out these functions with a social context.
Before speaking about this approach we must clarify what we mean by
communication.

2.1. Communication

Activities that are truly communicative, according to Morrow (in Johnson and
Morrow 1981) have three features: information gap, choice and feedback. An
information gap exists when one person or a party, the writer or the speaker, the
one who gives a written or an oral piece of information in an exchange, knows
something that the other person or party, who receives it, does not. In a
communicative situation the speaker has a choice of what /s/he will say and how
/s/he will say it. If the sentences and structures are prescribed by the teacher, we
cannot speak about the free choice of language. The receiver of the message, who
is the listener or the reader, is supposed to react, to give feedback to the piece of
information got from the speaker or the writer. That is the reason, why a lecture or
a presentation is not a communicative activity. J.Harmer (2003) describes
communicative and non-communicative activities as follows:

Non-communicative activities

Communicative activities

no communicative desire

a desire to communicate

no communicative purpose

a communicative purpose

form not content

content not form

one language item only

variety of language

teacher intervention

no teacher intervention

materials control

no materials control
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2.2. Characteristics of communicative classes:

Communicative language teaching is

e content based

language is a tool for getting information about the world. In this approach
message is more important than the form. Interdisciplinary or in another word:
cross-curricular approach, by which content can be integrated into English
teaching, is based on a lot of authentic materials taken from various text types such
as newspapers, journals, pamphlets, guidebooks etc. These texts cover a wide range
of topics, so in addition to broadening your students’ minds, they will build up their
vocabulary as well.

¢ intercultural

Foreign language learning is often foreign culture learning. In order to
understand just what foreign culture learning is, one needs to understand
the nature of acculturation and culture shock. A person's world view, self-
identity, and systems of thinking, acting, feeling, and communicating can be
disrupted by a change from one culture to another

¢ holistic

It means that the whole personality of the learner must be developed during
language teaching. This term related to communicative language teaching, will
focus teachers attention on the fact that students’ ways of thinking should also be
developed.

e experiential

The students are supposed to experience that the target language acquired is
very useful in life. Authentic texts such as brochures, instructions, cookery books
etc. make students feel how practicable their knowledge in English is.

¢ learner-centred

Learners’ needs are very important in communicative language. Activities are
chosen according to the various learning styles and they also must be age relevant.

The goal of communicative language teaching is to make students
communicatively competent. Let us examine what the term communicative
competence means.

2.3. Defining Communicative Competence

The term "communicative competence" was coined by Dell Hymes (1967,
1972) -a sociolinguist who was convinced that Chomsky's (1965) notion of
competence (see Chapter Two) was too limited. Communicative competence, then,
is that aspect of our competence that enables us to convey and interpret messages
and to negotiate meanings interpersonally within specific contexts.

In the 1970s, research on communicative competence distinguished between
linguistic and communicative competence (Hymes 1967, Paulston 1974) to
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highlight the difference between knowledge "about" language forms and
knowledge that enables a person to communicate functionally and interactively.

Seminal work on defining communicative competence was carried out by
Michael Canale and Merrill Swain (1980), now the reference point for virtual
discussions of communicative competence vis-d-vis second language teach in
Canale and Swain's (1980), and later in Canale's (1983) definition, four :different
components, or subcategories, make up the construct of communicative
competence. The first two subcategories reflect the use of the linguistic stem itself.
(Brown 1994: 226-250)

(1) Grammatical competence is that aspect of communicative competence that
encompasses "knowledge of lexical items and of rules of morphology, syntax,
sentence-grammar semantics, and phonology" (Canale and Swain 1980:29). It is the
competence that we associate with mastering the linguistic code of a language, the
"linguistic" competence of Hymes and Paulston, referred to above.

(2) The second subcategory is discourse competence, the complement of
grammatical competence in many ways. It is the ability we have to connect
sentences in stretches of discourse and to form a meaningful whole out of a series
of utterances. Discourse means everything from simple spoken conversation to
lengthy written texts (articles, books, and the like). While grammatical competence
focuses on sentence-level grammar, discourse competence is concerned with
intersentential relationships.

The last two subcategories define the more functional aspects of commu-
nication.

(3) Sociolinguistic competence is the knowledge of the socio-cultural rules of
language and of discourse. This type of competence "requires an understanding of
the social context in which language is used: the roles of the participants, the
information they share, and the function of the interaction. Only in a full context of
this kind can judgments be made on the appropriateness of a particular utterance
(Savignon 1983: 37).

(4) The fourth subcategory is strategic competence, a construct that is
exceedingly complex. Canale and Swain (1980: 30) described strategic competence
as "the verbal and nonverbal communication strategies that may be called into
action to compensate for breakdowns in communication due to performance
variables or due to insufficient competence.” Savignon (1983:40) paraphrases this
as "the strategies that one uses to compensate for imperfect knowledge of rules-or
limiting factors in their application such as fatigue, distraction, and inattention." In
short, it is the competence underlying our ability to make repairs, to cope with
imperfect knowledge, and to sustain communication through "paraphrase,
circumlocution, repetition, hesitation, avoidance, and guessing, as well as shifts in
register and style" (Savignon 1983: 40-41).

Strategic competence occupies a special place in an understanding of
communication. Actually, definitions of strategic competence that are limited to the
notion of "'compensatory strategies" fall short of encompassing the full spectrum of
the construct. In a follow-up to the previous (Canale and Swain, 1980) article,
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Swain (1984:189) amended the earlier notion of strategic competence to include
"communication strategies that may be called into action either fo enhance the
effectiveness of communication or to compensate for breakdowns." (my italics)
Similarly, Yule and Tarone (1990: 181) refer to strategic competence as "an ability
to select an effective means of performing a communicative act that enables the
listener/reader to identify the intended referent." So, all communication strategies-
such as those discussed in Chapter Five-may be thought of as arising out of a
person's strategic competence. In fact, strategic competence is the way we
manipulate language in order to meet communicative goals.

Revision questions and tasks

1. What are the main linguistic and pedagogical ideas behind the
Communicative Approach?

2. What components of communicative competence can you mention and
what do you mean by communication continuum?

3. What are the characteristic features of communicative classrooms?

4. What makes an activity communicative? Give examples.
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3. PARTICIPANTS OF LEARNING PROCESS

The two important participants of learning process are the teacher and the
learner. The good learning atmosphere in the classroom can be characterized by the
mutual understanding and the cooperation of the two parties. Students must not feel
that they are outsiders and the passive participants, spectators of the lessons
conducted by the teacher. They should feel the importance of learning English in
another word they must be motivated by the teacher. In the following parts the
various roles of the teachers and the different types of learners will be described.

3.1. Teacher’s roles, teaching styles

The teacher has several roles in the classroom. According to J. Harmer (2003)
s/he can be a controller, an organiser, an assessor, a prompter, a participant and
resource.

3.1.1. Controller

Teachers as controllers are in charge of the class and of the activities going on
in groups. This control is not the most effective role for the teacher to adopt. This
role is useful during the accurate reproduction stage of the lesson and in frontal
activities. At the practice stage and especially at the production stage of the lesson
this control should be relaxed to some degree.

3.1.2. Organiser

Organising students to do various activities is one of the most important roles
that teachers have. It involves giving the students information, defining the work-
forms in the classroom and organising teaching material. Skilful classroom
management involves the following areas:

- organising the environment — it means decorating the walls of the classroom
with culture-related posters, maps, flags etc. and arranging the desks and chairs so
that the students can learn in different work-forms (in group-, pair-work etc.);

- organising the children — according to language proficiency or language
abilities;

- organising activities — so that the ideal balance of skills and activities should
be maintained. After each stirring activity a settling activity must be planned, and
various skills should be developed in different work-forms;
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- organising time — in an average lesson maximum five minutes must be
devoted to a warm-up activity, which is followed by the so-called 3Ps
(presentation, practice and production with about ten-fifteen minutes spent on
each). The last period of lesson is to be spent on revision and giving feedback to
the students;

- organising resources — is as important an area as the ones mentioned
previously, because all types of teaching material such as the course book, the
workbook, handouts, cassettes etc. must be kept in a well-organised way so that the
teacher can use them smoothly without making a chaos;

- organising records — is considered to be a crucial element of classroom
management all the teachers have to think of as their handling not properly can
have legal consequences as well;

- organising yourself — is the last but perhaps most important element of
organisation as all the teachers are human beings and not machines with a lot of
private problems their students cannot feel. Before entering the classroom teachers
should leave their problems outdoors and focus on the work taking place inside.

3.1.3. Assessor

A major part of a teacher’s job is to assess the students’ work, to see how well
they are performing and how well they have performed. The different types of error
correction must be distinguished. At the accurate reproduction stage, where the
teacher is totally in control, s/he must be correcting each student error or mistake.
Where students are involved in immediate creativity (at the production stage of the
lesson) gentile correction or delayed correction should be used lest the teachers
should make students inhibited.

A distinction between two kinds of feedback must be made content feedback
concerns an assessment of how well the students performed the activity as an
activity rather than as a language exercise. Form feedback, on the other hand tells
students how well they performed in terms of the accurate use of language. Content
feedback should usually come first and the teacher must decide when form
feedback is appropriate and when it is not. It is vital for the teacher to be sensitive
and tactful to his/her students in his/her role as assessor and to start assessment
always with the positive feedback.

3.1.4. Prompter

In this role the teacher needs to encourage students to participate in a role play
activity or needs to make suggestions about how students may proceed in an
activity. The role of prompter has to be performed with discretion because if the
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teacher is too aggressive, s/he will take over the jobs from the students and he will
make the students lazy and passive.

3.1.5. Participant

Teachers should not be afraid to participate in certain activities as a partner but
s/he should not get involved in pair-work or group-work because it will prevent
him/her from monitoring the students and performing other important roles.

3.1.6. Resource

Teachers used to be the only resource of information but this role cannot be
performed these days as it was done several decades ago. Students have an access
to the Internet and other important sources so teachers can add only some pieces of
information to the ones gained from other sources. Teachers are supposed to
organise and coordinate the process of acquisition, to act as a catalyst. (Harmer
2003: 56-63)

3.2. Learner types

3.2.1. The Age of Learners

The age of the students is a major factor in teachers’ decisions about how and
what to teach. Learners of different ages have different needs, competences and
cognitive skills. Some people say that children learn languages faster than adults
do. Children are thought to pick up new languages effortlessly. Another belief is
that adolescents are unmotivated. Adult learners can engage with abstract thought.

In the following table the basic differences among three age groups are
presented.
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CHILDREN

ADOLESCENTS

ADULTS

Topics:
their surroundings,
animals, toys, nature, tales

Topics:

love, pop music,

sport, cars, living world,
films

Topics:

marriage, career,
politics, travelling,
housing

Concentration span:
short;

a lot of varied
activities are to

be planned for a lesson,
they are good at

Concentration span:
longer,

inhibited, shy,
vulnerable,

they dislike being mad to
look foolish in front of

Concentration
span: the longest,
better cognitive
skills, good at
morphology

and at syntax

pronunciation their classmates
. . Teaching structures:
Teaching structures: Teaching structures: g
. Overt way,
Covert way, Both techniques are used
. e teacher-led

discovery technique -

presentation
Motivation: Motivation: Motivation:
Intrinsic, the process of both intrinsic and Mainly extrinsic,
learning is more extrinsic types of short cut

important, than the result

motivation

intensive courses

Way of thinking:
concrete, learning by
doing principle

Way of thinking:
less concrete, more
abstract.

Way of thinking:
abstract, highly
developed cognitive
skills, stressful
atmosphere, they
want to achieve
advanced level in a
short time.
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No educational histories They have their A long history of

. i ies: learnin rience:

are fixed. hlStOl‘l(?S . ea g experience
each failure predisposes | with their own, record

them to more failure, of success or failure.

each success provokes
them the for more
success.

*TEACHER-LED PRESENTATION:

Lead in: the context is introduced and the meaning or the use
of the new language is demonstrated
Elicitation: if students can produce the new language to see what problems
students have
Explanation: teacher shows how the new language is formed
Accurate reproduction: students are asked to repeat and
practice modal sentences Immediate creativity: to see if students
have understood the structure

** DISCOVERY TECHNIQUE

Lead in: the context is introduced and the meaning or the use
of the new language is demonstrated
Instead of Elicitation students work in pairs or individually and work on
the task. Explanation: the teacher discusses with the students what they
have found Practice.

Young learners (6-12 years)

- Children learn by doing — Concepts and language develop through
engagement and involvement in doing things. Children’s way of thinking is
concrete so we must not teach concepts to them but we have to develop manual
skills through certain activities giving English instructions.

- Children need to make sense of the world — They can “grasp” meaning even if
they do not fully understand language. Teachers are supposed to use English
without explaining the grammatical rules.

- The process of learning is as important as the product — The activities in
English classes must be attractive and enjoyable to the learners. Young learners
cannot understand the point of learning a foreign language; they are interested in
the games and activities in the lessons.
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- There's nothing like success to succeed — Success will generate more success
they will motivate learners intrinsically.

- Covert way of grammar teaching should be applied — Grammatical structures
are presented and practised in nursery rhymes, songs and tongue twisters.
(Sérosdy-Gadl 1994: 11-14)

Adolescents (13-18 years)

- Search for individual identity — Peer approval may be more important for the
student than the attention of the teacher.

- Adolescents may cause discipline problems — 1f the teacher manages to control
them in a supportive and constructive way, they can be solved.

- Each failure predisposes them to more failure, each success provokes them for
more success — Adolescents are very sensitive they can get more and more
inhibited if they are hurt I their feelings.

- Both intrinsic and extrinsic types of motivation work with them — They enjoy
age-relevant challenges but they are interested in extra scores for an entrance exam
as well.

- Both covert and overt ways of grammar teaching can be applied — As this
period is a transitory part in their lives, both ways can be useful. (Harmer 2003:
38-40)

Adults (18- )

- They can engage with abstract thought — They like learning about the
language and they are interested in the reasons for certain linguistic phenomena.

- They have a whole range of life experiences to draw on (eg. negative
experience with learning Russian — Adults are not really confident because they
have had a lot of failures while learning foreign languages so teachers should find
new ways of motivation for them.

- They have expectations about the learning process so they are not open to new
ways and methods.

- Adults are more disciplined than some teenagers; they are prepared to
struggle on despite boredom.

- They are extrinsically motivated as they have clear understanding of why they
are learning and what they want to get out of it.

- Overt way of grammar teaching can be applied as their cognitive skills are
highly developed. On the other hand pronunciation is a weak point of adult
learners as their organic basis of speech is not flexible at this age. (Harmer
2003: 40)
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3.2.2. Learner differences

3.2.2.1. Neuro-linguistic programming — Revell and Norman (1997)

Some people are better at some things than others — better at analyzing or at
remembering faces than others. This fact would indicate that there are differences
in the ways individual brains work. It also suggests that people respond differently
to the same stimuli. There are two well-known theories which teachers have
attempted to use for the benefit of their learners. One of them is Neuro-linguistic
programming. According to this we use a number of “primary representational
systems” to experience the world. These systems are described in the acronym
“VAKOG” which stands for:

- Visual (we look and see) — visual learners tend to prefer reading and
studying charts, drawings and graphic information;

- Auditory (we hear and listen) — these learners are characterised by a
preference for listening to lectures and audiotapes;

- Kinaesthetic (we feel externally, internally or through movement) — these
learners are right-brain dominant, they use both hemispheres of their brains
simultaneously that is why they are acquiring the structures through actions;

- Olfactory (we smell things),

- Gustatory (we taste things) — in case of the latter two nose and mouth are
involved in the presentation of certain topics, it must be added that they have not
been explored in language teaching so far. (Harmer 2003: 41)

3.2.2.2. Multiple intelligences theory — Gardner (1983)

The other one is Multiple intelligences theory which is a concept introduced by
Howard Gardner. In his book Frames of Mind he suggested that as humans we do
not possess a single intelligence, but a range of intelligences (Gardner: 1983). He
listed seven of these:

- Musical/Rhythmic — learners like singing, listening to music; they are good
at remembering melodies, picking up sounds; they can learn language best by
music, rhythm and melody;

- Verbal/Linguistic — (left-brain dominant) learners like reading, writing and
telling stories; they are good at memorizing names, places, dates; they learn best
by saying, hearing and seeing words;

- Visual/Spatial — learners are the same as visual learners in the previous
system, they like drawing, looking at pictures, movies and drawings; they are good
at imagining things, reading maps, charts; they learn best by dreaming, visualizing,
working with colours and pictures;
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- Bodily kinaesthetic — learners like moving around, touching and talking,
using body language; they are good at physical activities such as dancing, sport and
acting; they learn best by processing knowledge through bodily sensations,
touching, moving, interacting with space;

- Logical/Mathematical — learners like doing experiments, figuring things out,
working with numbers exploring patterns and relationships; they are good at maths,
reasoning and problem solving; they learn best by categorising, classifying,
working with abstract patterns;

- Intra personal (introverted) — learners are the loners, they like learning
alone, pursuing their own interests; they are good at understanding selves, focusing
inward on feelings, goals, being original; they learn best by working alone
individualised projects, self-paced instructions having their own spaces;

- Interpersonal (extroverted) — learners (the socialisers) like having lots of
friends, talking to people, joining groups; they are good at understanding people,
leading others, organising, communicating, manipulating and mediating conflicts;
they learn best by sharing, comparing, relating, cooperating, interviewing.

3.2.2.3. Learning styles according to Willing (1987)

Keith Willing, working with adult students in Australia, produced the following
descriptions:

- Convergers: these are students who are by nature solitary, prefer to avoid
groups, and who are independent and confident in their own abilities. Most
importantly they are analytic and can impose their own structures on learning.
They tend to be cool and pragmatic.

- Conformists: these are students who prefer to emphasise learning 'about
language' over Learning to use it. They tend to be dependent on those in authority
and are perfectly happy to work in non-communicative classrooms, doing what
they are told. A classroom of conformists is one which prefers to see well-
organised teachers.

- Concrete learners: though they are like conformists, they also enjoy the
social aspects of learning and like to learn from direct experience. They are
interested in language use and language as communication rather than language as
a system. They enjoy games and groupwork in class.

- Communicative learners: these are Language use orientated. They are
comfortable out of class and show a degree of confidence and a willingness to take
risks which their colleagues may Lack. They are much more interested in social
interaction with other speakers of the language than they are with analysis of how
the language works. They are perfectly happy to operate without the guidance of a
teacher.
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Revision questions and tasks

1. Define teacher’s roles, teaching styles.

2.In what ways can the learner’s personality, confidence and inhibition be
taken into consideration in the teaching process?

3. How can teachers cope with crises and group problems?

4. What are the sources of teacher-group or intra-group conflicts?

5. What to do with the indigestible group members?

6. What is the significance of distance learning, computer assisted language
learning?

34



4. CLASSROOM MANAGEMENT

In addition to the various learner types and the different roles of teachers (dealt
with in the previous chapter), classroom management also involves classroom
interaction, group dynamics, various work-forms and setting up activities such as
organizations and giving instructions, discipline problems.

4.1. Classroom interaction

Action and reaction are not interaction. The teacher follows his plan of action
and acts according to plan, he gets students to repeat, makes them do exercises,
organises them for a game-type activity. The class react to the teacher’s actions in
different ways. They repeat some things well, some things badly, they give some
answers correctly, and make mistakes with others; they follow the teacher’s
instructions with some activities, and fail to do with others. They demonstrate no
apparent reaction. The teacher, however, fails to respond to these reactions. He
does not probe the silence to see if it indicates understanding or confusion. He does
not pick up the mistakes to see how he can correct them. He does not notice the
confusion when he leaves the students to work in pairs.

Interaction is more than action followed by reaction. Interaction means acting
reciprocally, acting upon each other. The teacher acts upon the class, but the class
reaction modifies his next action and so on. The class reaction becomes in itself an
action, evoking a reaction in the teacher, which influences his subsequent action.
There is a constant pattern of mutual influence and adjustment. Interaction is a two-
way process. It can be a positive state or a negative one. Every interaction situation
has the potential for cooperation or conflict.

Interaction has different subtypes such as:

- Teacher — Student interaction
- Student — Teacher interaction
- Student — Student interaction
- Course book — Student interaction
- Course book — Teacher interaction

A special type of interaction is pedagogic interaction, the interaction of teaching
and learning. This is a continuous, ever changing process and the factors of context
shift from minute to minute. The teacher acts upon the learners to cause a reaction.
This reaction informs some action performed by the learners: a response to a
question, an item in a drill, a word pronounced or spelt, a sentence written. The
teacher studies this action and perceives in it the reaction to her original action. She
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in turn reacts and builds this into the subsequent action on the class and so on. This
is illustrated in the figure below:

Teacher methodological device - Class
Action . Reaction

‘/,,fei‘.‘ﬂ—/ Action
Reiction ‘

methodological device

Action —» Reaction

‘/”fg:g_\gé_,,_——Action
Reaction

In: A. Malamah-Thomas: Classroom Interaction (1991: 39)

The teacher should constantly monitor the students reactions and take account
of these reactions at every stage of the lesson. The learning even parallels the
speech event. Pedagogic interaction parallels verbal interaction. Teaching acts can
parallel speech acts.

Every utterance in a speech event consists of two factors: propositional content
and communicative purpose. The propositional content refers to these aspects of
the real world that the speaker wishes to make reference to. The communicative
purpose refers to the speaker’s intention in making the utterance, the effect s/he
wishes to create in the hearer.
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utterance

propositional content communicative purpose

reference to real world reference to speaker's intentions

In: A. Malamah-Thomas: Classroom Interaction (1991: 86)

In a question: What are you laughing at? — the content is laughter and the cause
of his laughter. The purpose is to get the person to stop laughing. Content of a
methodological activity is the syllabus item or teaching point, the aspect of real
language the teacher wishes to make reference to. Purpose refers to the teacher’s
intention in employing the activity, the effect s/he wishes to create inn the learner.

activity
content purpose
reference to reference to
real language teacher's objectives

In: A. Malamah-Thomas: Classroom Interaction (1991: 87)

Student — Student interaction can be developed in group context, that is the
reason why we have to put an emphasis on classroom dynamics to be treated in the
following part.
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4.2. Classroom dynamics

A research in social psychology confirms what teachers know instinctively: a
cohesive group works efficiently and productively (Argyle: 1972). A positive
group atmosphere can have a beneficial effect on the morale, motivation, and self-
image of its members, and thus significantly affect their learning by developing in
them a positive attitude to the language being learnt to the learning process and to
themselves as learners. Successful groups can be, as T. Douglas puts it “an
instrument of behavioural or attitudinal change, an instrument of support and
maintenance, a pool of resources, and an instrument to facilitate learning.”
(Douglas: 1983)

An unsuccessful group can be described as follows:

- the individuals in the class do not cohere into a group,

- there is an uncomfortable, tense or negative atmosphere,

- some members of the group will not participate in group activities and some
other members will tend to dominate group activities at the expense of shyer
members,

- group members are not interested in each other and they are not self-reliant
but dependent on the teacher,

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

A successful group will be one where:

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

- there is a positive and supportive atmosphere: members have a positive self-
image which is reinforced by the group,

- group members are interested in each other and feel they have something in
common,

- the group is self-reliant and has a sense of responsibility; it is able to
overcome problems and difficulties without the teacher,

- the members of the group trust each other,

- group members are open-minded, flexible, receptive to new ideas, they
empathize with each other.

In the following table two models of group life can be seen, one described by
Tuckman (1965), and the other one presented by Hadfield (1992).
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Classic models of group life — they show predictable and regular stages

TUCKMAN (1965) HADFIELD (1992)
forming

forming
storming
norming maintaining
performing

disbanding
mourning/adjourning

In: Stevick, E. W. (1980)

In both models three stages of group life can be distinguished: forming,
maintaining and disbanding. Certain common goals and activities set by the teacher
can help the students to form a group. Naturally a group consists of different
persons with different ways of thinking. All of them will have various concepts and
ideas about a task to perform. That is the stage of storming during which conflicts
may arise among students. Tuckman called this phase storming stage. The period in
the life of a group when conflicts are settled and handled properly is the norming
stage of the group. Performing stage will give satisfaction to the group members, as
they can perform something for which they have been preparing for a long time.
After the peak time of group life all the members get exhausted so the group will
disband. The memories and the conclusions of group activities will remain in the
students for a long time.

What should teachers do to from group cohesion and what are the stages of
group formation? Teachers must give a lot of role play activities, project work,
competitions and further tasks requiring common efforts from the students.
Learners must feel the responsibility for achieving the common goals and they
have to select the right persons for the various jobs in the group. A task like this
will develop their emphatic attitude.

4.3. Classroom arrangement — various work-forms in classes

The teacher can group students in the classroom in as many ways as s’/he
wants to. Teaching a class as a whole group, getting students to work on their
own, or having them perform tasks in pairs or groups all have their own
advantage and disadvantages.
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4.3.1. Whole class grouping (Frontal/Lockstep)

This work-form is used at the presentation stage of the lesson when students
need the same input. It reinforces a sense of belonging among the group
members, something which teachers need to foster (Williams and Burden
1997:79).

Advantages of whole class grouping:

- it is suitable for activities where the teacher is acting as a controller,

- an ideal way of showing pictures, texts or audio/video tape,

- it is cost efficient as well,

- it is the preferred class style where students and teachers feel secure when
the whole class is working in lockstep and under the direct authority of the
teacher.

Disadvantages of whole class grouping:

- individual students do not have much of a chance to say something on their
own,

- alot of students are inhibited to participate in front of the whole class since
they do not want to take the risk of public failure,

- this work-form does not encourage students to take responsibility for their
own learning, it is the teacher who is responsible here for the learning process,

- frontal activities are not suitable for communicative language teaching
specifically for task-based sequences, communication between individuals is
more difficult in a group of twenty or thirty than it is in groups of four or five.

4.3.2. Individualised learning

Individualised learning is a vital step in the development of learner autonomy.
Students do exercises on their own in class teachers are able to spend time
working with individual students. If we wish students to work on their own in
class, we can allow them to read privately and then answer questions
individually, students can write compositions, essays on their own as well etc.

Advantages of individualized learning:

- it allows teachers to respond to individual student differences in terms of
pace of learning, learning styles, and preferences,

- this work-form is less stressful for students then performing in a whole
class setting,
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- it will develop learner’s autonomy and will promote skills of self-reliance.

Disadvantages of the work-form:

- this work-form does not encourage cooperation between students and it
does not develop a sense of belonging,

- it demands more time from the tutor than interacting with the whole class.

4.3.3. Pairwork

In pairwork students can practice language together, they can take part in
information-gap activities, they can write dialogues, they can work
simultaneously with other pairs.

Advantages of pairwork:

- it increases student talking time one student gets in the class,

- it makes for teachers possible to work with one or two pairs while the other
students go on working,

- this work-form is quick and easy to organize.

Disadvantages of pairwork:

- pairwork is very noisy, sometimes teachers lose control of their class,

- students often use their native language,

- not each mistake or error can be corrected in pairwork,

- students would rather relate to the teacher as individuals than interact with
another learner who is just as weak linguistically as he is.

4.3.4. Groupwork

Students in groups can write a group story or they can role play a situation
involving four or five students. Small groups of around four or five students
provoke greater involvement and participation than larger groups.

Advantages of groupwork:

- like pairwork it dramatically increases the amount of talking for individual
students,

- personal relationships are less problematic here, there is a greater chance of
different opinions and varied contributions than in pairwork,

- there are plenty of chances to cooperate and negotiate with one another than
in pairwork,

- it promotes learner’s autonomy.

Disadvantages of groupwork:
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- it can be noisy,

- some teachers can lose control over the class,

- sometimes groups are fossilised, some of the students are passive whereas
others may dominate,

- it can take longer to organise groups than pairs.

4.4. Discipline problems

The phrase classroom discipline is hard to define in words. According to Ur, P.
(1996)

4.4.1. Discipline means that:

- learning is taking place in a disciplined classroom. The relationship
between discipline and learning is not direct at all. There might be well-
disciplined classes where no learning is taking place and some learning
might happen in undisciplined classes, but we can say in general that more
learning is likely to take place in a disciplined classroom because:

- more time will be spent on task than on organisation and dealing with
disruptive behaviour,

- the teacher can monitor better what is going on and can help when
needed to prevent problems in learning

- the teacher is in control — this does not mean that s/he dominates the class or
is standing in front of the class telling everyone what to do. The teacher may hand
over the initiative I a particular situation to the students and then s/he can take it
back.

- teacher and students are cooperating smoothly — so that is the class can
proceed smoothly, the students need to cooperate with the teacher and with each
other as well.

- the lesson is proceeding according to the plan — a lesson which is going
according to the plan is more likely to be disciplined, because the teacher knows
where s/he is going, activities are well-prepared and organised, and the awareness
that the process is clearly planned tends to boost teacher’s confidence and students’
trust, which in their turn also contribute to discipline. On the other hand changes
and improvisation do not necessarily lead to discipline and may even prevent it.

- teacher and students are aiming for the same objective — a shared
knowledge of and agreement on lesson objectives is not, therefore, absolutely
necessary for a disciplined classroom but it contributes to it, it will raise students’
motivation and a likelihood of cooperation.
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4.4.2. Why discipline problems occur

There are many reasons fro problem behaviour it can stem from students’
reactions to their teacher’s behaviour, from other factors inside the classroom, or
from outside factors.

- the family — sometimes indiscipline can be traced back to a difficult home
situation,

- education — students’ expectations of learning experience can be coloured
either by unpleasant memories or by what they were once allowed to get away
with,

- self-esteem — a lack of respect from teacher or peers can make students feel
frustrated and upset, in such a situation disruptive behaviour is an attractive option,

- boredom — when the chosen topic or activity is inappropriate, students show
their lack of interest by behaving badly,

- external factors — teachers notice significant behaviour changes in different
weathers, sometimes a high wind tends to make their students go wild,

- what the teacher does — students who feel their self-esteem to have been
damaged especially if we are unfair, it is more likely for the students to be badly
behaved in the future,

- time of the day — the class is in the afternoon or early in the morning so
students are tired, or sleepy, or hungry,

- a desire to be noticed — adolescents often need to be noticed or have a desire
to be noticed in some way. Solution: teacher should challenge these students with
activities that should not let them take over centre stage.
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In: HADFIELD, J. (1996:149): Classroom Dynamics

4.4.3. The teacher’s role in maintaining discipline
4.4.3.1. How to prevent disruptive behaviour

- by careful planning of the lesson — when a lesson is clearly planned and
organised students’ attention will be kept on the task and the formation of a
vacuum will not be allowed which may be filled by distracting activities;
particularly for the classes that might cause trouble the teacher has to appear to be
well-prepared and knowledgeable about the subject.

- creating a code of conduct — have a clear code of conduct established
through discussion — at the beginning of a course reach an agreement on eg.
arriving on time or not bringing food to the classroom, doing homework etc.;
through examples — if you expect your students to be punctual, you should
arrive on time too.

-consistency — do not ban students something one week and allow it the next
week because it can lead to the loss of respect.
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- fairness — teachers should always try to avoid having favourites or picking on
particular individuals. Most teachers have students that they like or dislike more
than others, but a major part of their job is not to show these preferences or
prejudices in the classroom.

- attitude — do not have a negative attitude to learning, a teacher, who does not
really care about his job who is insensitive to students’ reactions to what is
happening in the classroom will lose the respect of the students and it is the first
step to problems of disruptive behaviour.

- interpersonal relationships — if students respect you ad each other, they are
more likely to cooperate. Fostering a feeling of respect and of good will is an
important factor.

- methodology — do not give boring classes; students who are interested and
enthusiastic do not generally exhibit problem behaviour. The greatest simple cause
of indiscipline is boredom. You should vary your teaching techniques and you
should time activities very carefully.

— instructions — problems sometimes arise due to students’ uncertainty about
what they are supposed to be doing.

- professionalism — students respect teachers who show that they know what
they are doing, it can be demonstrated not only by our knowledge of our subject
but also by evidence that we have invested time in thinking about and planning our
lessons; professionalism also means practising what we preach.

4.4.3.2. Dealing with the rising problems

- be firm — a relaxed and friendly atmosphere is desired but not at all cost,

- immediate action — students often try to find the limits how you can tolerate
misbehaviour, do not let things get out-of-hand, react to these problems
immediately,

- deal with it quietly — immediate action does not mean making a scene,
keeping a low profile of deviant activity is important,

- do not take things personally — try to relate to the problem not the student as
the object to be attacked and dealt with, do not let students pull you into personal
conflicts,

- do not use threats — teachers who threaten students with terrible
punishments and then do not carry them out are doing both the class and
themselves a disservice.

4.4.3.3. When the problem has exploded

- do not raise your voice — the display of anger should be short trying to
establish control by raising your voice and shouting has disastrous consequences
for it contributes to the general raising of the level of noise in the classroom,
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- reseating — an effective way of controlling a student who is behaving badly is
to make the student sit in a different place immediately, troublesome students
should be separated,

- change the activity — if the majority of the class seem to be gradually getting
out of control, a change of activity will often restore order,

- talks after the class — when one of the students is continually causing trouble
the teacher should take that student to one site after the class is over and the student
should be given a chance to say why s/he behaves in this way.

4.5. Classroom management techniques

Remember strategies are no substitute for good teaching. Good teaching is a
preventative measure. It keeps students so involved and interested that they
don't want to cause discipline problems.

No technique works for everyone all the time. However, if you are using
techniques that are successful with most students most of the time in most
situations, then most students, are often 'on task' and you can use your energies for
'the exceptions'.

4.5.1. Techniques

a) Show respect for students - names, thank you, individual attention, listen.
b) Clearly define the boundaries of behaviour. - fences - cows - rules.
procedures - be organised / over- prepared
¢) Behaviour modification
- catching students being good
- have a partner teacher for support / withdrawal from class.

d) Professionalism
- don't hold a grudge / take it personally
-. Be punctual - return tests. assignments promptly.
e) Class Techniques
- eye contact - secure attention. FIRST
- use 'we' not 'you' - standing up conveys
authority, - moving forward conveys authority - firm well-
modulated voice conveys authority
f) Teacher's role - to be friendly but not friends
- legitimate power do not abuse
- give warnings but make sure you carry them out
g) Know your students: - recognise student diversity
- surprise them. ‘Flow did you know that...’
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Revision questions and tasks

A

>

9.

How does seating influence the classroom processes?

What are the advantages and the disadvantages of various work-forms?

Give some reasons why students might misbehave.

What is the teacher expected to organise?

How to give clear instructions?

How can a teacher check if students understand her instructions/
explanations?

When is the use of the mother tongue justifiable?

What is your understanding of “discipline”? Give examples of pairing
and grouping activities.

Why is the group context important in language learning classrooms?
What are the predictable stages in the life of the group?

10.What are the characteristics of each?
11.What can a teacher do to build a good group? Describe 3 activities aimed

at improving group dynamics.
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5. LANGUAGE SKILLS

5.1. A language teaching model

Classroom activities can be divided into two main categories: those that give the
students language input, and those which encourage them to produce output. When
acquisition or conscious learning takes place, language is being put into the
students’ brain. The ability to retrieve these items makes it possible for the learners
to produce and use the language they have stored in their brains. Learners will have
to combine the items got in the stage of input in the next stage of language learning
which is called the stage of output. A further distinction in input stage must be
made between two different types: roughly-tuned input and finely-tuned input. The
former is language at a level slightly above the students’ abilities. The latter is
language selected ve