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PREFACE
It was a very great pleasure for me as Dean of the Georgetown
University School of Languages and Linguistics and one of the
three Co-Chairmen of the Georgetown University Round Table on
Languages and Linguistics 1983 to welcome in the name of the
University, of the School, and of my Co-Chairmen, the many participants both from the United States and abroad who attended
our thirty-fourth annual Round Table conference. It is an equal
pleasure to introduce the published version of the papers presented and discussed at the Round Table and to say a few words
about the purpose of the Georgetown University Round Table on
Languages and Linguistics 1983 (GURT '83).
In the initial
paper of this volume my Co-Chairmen H. H. Stern and Peter
Strevens review and discuss its results.
The purpose of GURT '83 was an attempt to make a practical and
truly academic contribution to the solution of one of the most
pressing social problems of the day, the problem of teacher
preparation, and through this, to the pursuit of excellence in
education. Thus, in consultation, H. H. Stern, Peter Strevens,
and I decided to select as the theme of this year's Round Table
'Applied linguistics and the preparation of second language
teachers: Toward a rationale'For a long time the language teaching profession has recognized the importance of teacher preparation.
For a long time,
both individually and as a group, we have always attacked the
notion that native speakers of a language can efficiently teach
that language to nonnative speakers merely by virtue of the fact
that they do speak the language.
Indeed, we have always
emphasized that as a profession we truly do ourselves a great
disservice when we accept the idea that anyone can just be
'taken off the street', as it were, be put into a classroom, and
be expected to teach efficiently, effectively, and fruitfully,
either English or any other language as a second or foreign
language.
This is not the place for a critical or extended review of the
extensive literature calling for and describing the training of
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language teachers. For you are all aware that over twenty years
ago in England Peter Strevens in The Linguistic Sciences and
Language Teaching was insisting that the more knowledge and
understanding a practicing teacher had of the fundamental disciplines of linguistics and phonetics, the better.
And you are
also aware that about the same time, on this side of the Atlantic, the Modern Language Association prepared and published its
Guidelines for teacher education programs in modern 'foreign'
languages, and that as long ago as 1966 the TESOL Guidelines
for certification and preparation of ESOL teachers in the United
States (1) defined the role of the ESL teacher in American
schools, (2) described that teacher's personal qualities and
professional competencies, and (3) stated the objectives and
characterized the important features of a teacher education
program designed to develop ESL teachers of high professional
ability. Similarly, you are aware that historically a number of
components have come together:
linguistics and its application
to language studies, the ESL/EFL component, the 'foreign language' component, the Canadian, the American, the British, and
the European approaches to foreign language instruction.
Thus, the purpose of the Georgetown University Round Table
on Languages and Linguistics 1983, as my Co-Chairmen and I
envisioned it, was to reappraise all these components in the
hope that we might come up with a more recent and more comprehensive statement of what is required for training teachers for
second language teaching and arrive at a more up-to-date consensus or rationale. Consequently, we chose as our theme 'Applied
linguistics and the preparation of second language teachers:
Toward a rationale'.
For all of us, at all levels of the educational process, need to be aware of the concrete problems faced
by the foreign language teacher at each level and what each of
us, at any and all levels including the foreign language teacher
himself, can contribute to the solution of those problems.
No international conference of this size can occur without the
contributions of many people.
I would like to thank first of
all my Co-Chairmen, H. H. Stern and Peter Strevens, who helped
identify the scholars in applied linguistics and related disciplines and who set up the framework within which the topics were
selected and the program organized.
Second, let me thank the
speakers who presented papers. Many came very long distances to
address us and to join in the discussion.
Third, I would also
like to thank in a most special manner Heidi E. Hamilton of my
own office staff. Her superb organization of all the conference
details made this year's Round Table a pleasure.
All of us at Georgetown University were delighted that this
year for the first time we could welcome and host the participants of this year's Round Table in our new Georgetown University Intercultural Center, the new home of the School of Languages and Linguistics. May all of you, who have found the path
to our new door, grace us with your presence at many Georgetown
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University Round Tables on Languages and Linguistics yet to
come.
James E. Alatis
Co-Chairman, GURT '83

GEORGETOWN UNIVERSITY ROUND TABLE
ON LANGUAGES AND LINGUISTICS 1983
IN RETROSPECT
Comments by H. H. Stern and Peter Strevens
Co-Chairmen, GURT '83
0.
Introduction.
For the first time in the history of
the Georgetown University Round Table on Languages and Linguistics, the 1983 meeting took as its theme language teacher
education (LTE). In looking back over the papers and discussion
of GURT '83, it is clear to us that the University was justified
in accepting this topic as being in keeping with the demanding
academic standards of Round Tables in past years. Scholars of
the highest calibre from many countries presented papers which
demonstrated that the preparation of language teachers, seen
within the interdisciplinary perspective of applied linguistics,
currently engages many minds.
Indeed, GURT '83 offered at least as rich and varied a fare as
any of its renowned 33 predecessors. It presented an unusual
and welcome opportunity to make contact with many of the best
known specialists in applied linguistics and language pedagogy
from across the world, and to discuss LTE with them. Not all of
the 36 or so papers avoided the trap of leading us off into too
many different directions against which the initial paper by
Stern had warned.
Nevertheless, the majority of the papers
contributed to a productive discussion of LTE.
Our goal was to move towards a rationale for teacher preparation—not immediately to come up with a full-fledged rationale.
At^GURT '83 we have advanced in that direction. But the hope
expressed initially that, within three days or so, we could
develop a theoretical basis, a research agenda, and a practical
LTE guide, was overoptimistic. GURT '83 has confirmed that we
lack an established theory of LTE, that research is sparse, that
some major differences of view persist, and that even the main
issues are not yet very sharply defined.
Nevertheless, a consensus did emerge, and several issues have
been more clearly identified as a result of our discussions.
None of the findings are world-shattering. But it was not un1

2 / H. H. Stern and Peter Strevens
important for us to formulate certain principles and thus to
create a first basis for further studies on LTE, to give language teacher educators an overview of the state of the art, and
to give them a certain sense of direction.
This, we believe,
has been achieved.
The theme of GURT '83 was quite specific.
We looked for a
rationale in the relationship between applied linguistics and
the preparation of language teachers. Several papers in one way
or another dealt with the question of the relationship between a
broadly interpreted discipline of applied linguistics and LTE.
But it was really only one or two papers (e.g. Brumfit, Ogasawara) that addressed themselves quite specifically to that
particular issue.
Most other presentations, including the
initial statement by Stern, interpreted the theme more broadly
as seeking a framework for interpreting LTE and for the identification of crucial issues.
Several papers were limited to
providing valuable information about LTE schemes. Others tried
to clarify concepts or to develop principles guiding LTE.

1.

Areas of consensus

1.1
LTE demands some sort of interpretation of language
teaching.
Right from the beginning, with Brown's plea for a
greater role to be attributed to intuition, it emerged that
neither applied linguistics nor any other discipline can be the
sole source of language teaching.
Language teaching must be
understood as a matter of intuition as well as of scientific
analysis.
Language teaching is both an art and a science,
though individual scholars differ in the importance they attribute to each of these. Altman, for example, approvingly cited
Eisner's view, expressed in his book Art and Science of Teaching, that simply possessing discrete skills means nothing.
A
global, unifying, and artistic approach must bring it all together in the teaching act. Consequently, a number of speakers
expressed a certain scepticism regarding the role of language
sciences in the training process.
1.2
Scientific scepticism was also expressed about the
relations between theory and practice.
LTE clearly demands
both:
but the repeated emphasis was on practice.
Practice
provides the essential experience that, ultimately, gives meaning to theory. Echoing the audiolingual dictum 'Teach language,
not about language', Brumfit argued that the teacher training
slogan should be: 'We teach teaching, not about teaching.'
It was theory, and not practice, that was hedged in.
The
ideal for theoretical studies was that they should be closely
associated with practice:
thinking and talking about what we
are doing while we are doing it.
Jarvis, basing himself on
Smith (1980), argued for clinical experience and research as the
right combination for LTE.
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1.3
Whether they are arranged concurrently or sequentially, it is the academic study of the foreign language to be
taught and the professional training to teach it which are the
two essential aspects of the LTE curriculum to be coordinated
and integrated.
This was, for example, the thesis of Coste's
paper on interaction between the different aspects of LTE.
The problems of LTE cannot be resolved in a single year of
preprofessional training. The whole enterprise of LTE, from the
beginning of academic education to inservice training, must be
thought through consistently from start to finish.
Therefore
the academic preparation of the future teacher enters into consideration, and thought about the reform of university language
departments is relevant to LTE. Rivers' crusade for pedagogy
and applied linguistics in university language departments is
important not only for the language departments themselves, but
also for LTE. Di Pietro's practical teaching experiments have a
similar message for language training at the university and
simultaneously for teacher training.
1.4
Language teachers should be trained the way they are
expected to teach.
The principles that should guide teacher
training are the same as those which should guide teaching.
Thus, Celce-Murcia emphasized the problem solving as an approach
to LTE. Teachers should not expect ready-made solutions but
should approach every aspect of teacher training as independent
individuals trying to discover their own solutions.
This is
also the way they should go on to approach- language teaching.
For 'learner-centered instruction' to be carried out by teachers,
they themselves should have received 'trainee-centered
training'.
Altman's view that 'learning a language is inherently learner-centered', which was a formulation widely approved by
GURT participants, reflects the kind of spirit in teaching that
Celce-Murcia has attempted to develop in her LTE students,
through problem solving. The emphasis on awareness as a key
concept in Larsen-Freeman's approach to LTE seems to us to
express similar notions.
1.5
LTE cannot hope to be effective in isolation.
It is
only one component in the advancement of language teaching.
Several speakers rightly referred to administrative and political constraints, to the power of textbooks and teaching traditions in the trainees' memories, as well as to the practices of
older colleagues.
1.6
GURT participants admired well-thought out, wellplanned, and skilfully executed LTE programs, illustrated in a
number of case study reports. Thus, Strevens emphasized the
value of a limited LTE program of short duration, a purely
practice-oriented, almost antitheoretical, or at least atheoretical, training program, pioneered in Britain by Haycraft.
Building on this basis, LTE syllabuses in EFL/ESL have been
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instituted by the Royal Society of Arts (RSA); the proportions
of their theory and practice components, respectively, are
defined (differently according to level) so as to provide a
useful minimum mechanism for training, by setting precise and
practically achievable standards. In the same way, a case study
of ESL teaching in Wisconsin, reported by Grittner, showed how
the description of standards and a self-evaluation scheme can
serve as a useful device for raising ESL teaching standards in
the situation for which this scheme was set up. An example of a
theoretically well-developed inservice program which was put
into practice in a well-organized institutional framework was
offered by the Candlin and Edelhoff papers.
In all these instances, whether they are modest or ambitious in scope, it is
the combination of theoretical underpinnings, realistic planning, and competent organization that makes them good models to
study.
1.7
Nor must LTE neglect the institutional aspect of
language teaching.
It is deceptive to treat language teaching
as a purely personal act involving only the student and the
teacher, both wholly absorbed in foreign language learning.
Language teaching takes place, after all, in the context of
public education in school systems which provide the funding and
also impose their own demands and rules on the language teacher.
P. Alatis' account of the various managerial, disciplinary, and
counseling responsibilities of the language teacher has vividly
illustrated that point.
It is all the more important to be
aware of these today, because they present the teacher with an
inherent conflict between, on the one hand, these responsibilities, and on the other, the current emphasis on spontaneity
and improvisation and the deschooling of language teaching (a
radical example can be found in d'Anglejan's paper).
1.8
The leadership role of the language teacher should be
reflected in the preservice and inservice LTE curriculum. Language teaching is a political act, requiring a stance on policy
issues.
In some situations it is merely a question of understanding what policy decisions are implicit in the program in
place. In other cases—frequently in TESL—the teacher must be
prepared to shape, develop, or influence policy issues.
This
wider, politically responsible role is frequently overlooked in
training programs. That it can and should be part of LTE was
well demonstrated in the paper by J. and R. Handscombe, which
for most participants opened a valuable fresh perspective on
LTE.
2.
Unresolved issues.
The foregoing issues, then commanded general agreement among the participants. In addition,
however, there were a number of matters which either had to be
left unresolved through lack of time to talk them through, or
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which indicated major
hardly treated at all.

differences

of outlook,

or

which

were

2.1
Different views were expressed regarding the extent
to which LTE should be directed from above in a somewhat authoritarian way, rather than being to a greater or lesser extent
'participatory'.
It seems clear that cultural norms and educational traditions play a large part in determining the point on
the scale between 'top-down' and 'bottom-up'.
2.2
The role of research in LTE was left unresolved.
Stern, in the initial statement, had emphasized the importance
of research on LTE, including the need for a more systematic
program evaluation. However, this theme was hardly taken up by
the Round Table.
The discussion quickly shifted to the question of research as
an activity or a topic within the LTE program.
Should LTE
students do applied linguistic or related research? Two papers
emphatically said yes.
Tucker made a strong plea for teacher
training to be carried forward within a planned framework of
individual and group research projects, illustrating his case
with examples of research on language attrition and on English
dialect variations.
Long, in a somewhat different vein, also
advocated research for students in training.
In his view,
training should be associated with language classroom research,
because of its direct relevance to classroom teaching.
In our
view, it is certainly important for the LTE program to develop
in the future teacher a certain awareness of research, and for
trainees to recognize the functions of research in language
teaching. But this does not necessarily mean that students in
initial teacher training should be personally involved in
research.
Research experience is more important for language
teacher educators, and perhaps for advanced INSET students or
experienced practitioners, than for students in initial teacher
training, who may have other more pressing priorities. GURT '83
never clarified how research is to be interpreted, and how and
at what stage on the preservice/inservice continuum the induction into research had best be done.
2.3
We recognized the continuity between preservice and
inservice LTE, but never adequately identified different phases
on this continuum for the characteristics of these phases; nor
did we consider what the educational response to them in LTE
programs should be.
2.4
We paid relatively little attention to the important
topic of the development and maintenance of the teacher's proficiencyReaching a satisfactory level in the L2 and maintaining it—in spite of the constant and inevitable attrition
through the daily contact with language learners—is, as was
pointed out in the initial statement, a key issue.
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2.5
Although we paid attention to the theory-practice
issue, our discussion of the nature of the theory itself, which
would appropriately form part of an L2 course, remained relatively unfocused.
Several contributions could be used as a
basis for such discussions, for example, Jarvis' treatment of
pedagogical knowledge, Larsen-Freeman's account of an educational approach to LTE, or Brumfit's statement on this question.
Opinions among participants ranged from a few at one extreme who
were convinced that trainees should be required to accept a
particular existing theory based in linguistics or psycholinguistics, and to adjust their language teaching accordingly,
through those (probably the majority) who hold that no theory of
LTE in its own terms yet exists but that progress continues
towards such a theory and in the meantime language teaching can
be fully effective and successful, to some at the other extreme
who see theory as existing at one remove from classroom teaching, and as having little direct relevance to practical teaching.
2.6
A final issue left unresolved was the choice between
professional and nonprofessional (lay or volunteer) language
teachers. The Wisconsin case study, reported by Grittner, was a
clear endorsement of professionalizing LTE.
General comments
throughout the Round Table meeting suggested that most participants favoured professionalism.
This view was, however, challenged in Freudenstein's paper, which suggested that amateur
volunteer teachers can be at least as effective as, if not more
so than, professional teachers, who tend to become bureaucratized and less spontaneous or natural than volunteers.
In
Stern's initial statement, the social need for general practitioners as well as nonprofessional volunteers was recognized.
The importance of their services deserves attention.
But the
challenge of the Freudenstein paper, which was quite radical in
its implications, was not taken up.
3.
Conclusion.
In short, there were some areas of clear
consensus and other fields which have remained open. While we
cannot claim that the problems of LTE have been resolved as a
result of GURT '83, we can see that a much clearer image has
emerged.
It is a matter of future development to build upon
what has been achieved here so as to make the study of LTE more
systematic, more empirical, and more sophisticated, and thus to
give LTE greater power in the evolution of language pedagogy.

AND THIS IS THE WAY IT IS!
A MESSAGE TO TEACHER EDUCATORS
Penelope M. Alatis
Francis C. Hammond. Junior
Alexandria,
Virginia

High School

As a teacher of a second language (ESL) in a public school for
many years, I have worked with numerous colleagues in foreign
languages; as a cooperating teacher, I have supervised several
student teachers; as a member of evaluation teams for the
National Council for the Accreditation of Teacher Education
(NCATE), I have visited colleges and universities which take
great pride in their teacher-education programs; and finally, as
an active member of professional organizations such as TESOL,
ACTFL, ML A, etc., I have had the opportunity to meet new colleagues at conferences and conventions, and to discuss issues
with acquaintances.
I have seen excellent teachers in action; I have learned much
from colleagues at conferences and during NCATE visits; but I
have also witnessed an increasing level of frustration among
classroom teachers, many of whom are seriously considering
leaving the profession.
Some have already left to earn more
money under less stressful work conditions and environment.
In an article entitled 'The View of a Public School from the
Ivory Tower', Dr. James F. Cummings of the Department of Education at Newberry College in Newberry, South Carolina, writes
about his experiences in 'a swap' situation with a public middle
school teacher.
His conclusion as to the qualities which a
public school teacher must possess are priceless, and I would
like to share them with you. He says, 'It helps if your marriage is sound. It helps if your spouse is also a teacher. It
helps if you have insomnia or can get by on very little sleep.
It helps if your health is robust.
Finally, it helps if you
have no illusions about your teaching ability; no unbreakable
resolutions as to what you will or will not do; if you have a
sense of humor...' (Cummings 1980:112).
I would like to discuss with you a few of the reasons for some
of the frustrations among veteran as well as new teachers of
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foreign languages which I have encountered, with the hope that,
in your capacity as teacher educators, concerned about and dedicated to preparing excellent teachers, you will take a classroom
teacher's observations and use them to alert your students or
trainees, to borrow Peter Strevens1 term, to the reality of the
overall drama which they will certainly face once they enter the
arena.
(Yes, a classroom has been at times likened to an
arena.)
While I realize elementary foreign language teachers
encounter similar problems, time constraints limit this discussion mainly to secondary teachers.
But first, let us look briefly at four essential elements in
the preparation of foreign language teachers: the language, the
learner, methodology, and materials.
The language.
The success a teacher has in the classroom
must initially derive from the knowledge of her 1 discipline
and her ability to share that knowledge with her students. Certainly, the prospective teacher who has learned a language
fluently and who has analyzed the way the language works would
be better prepared to teach than the person who is exposed to
the language over a period of two years for three hours per
week, as in the 'dribble method'- The latter must suffer great
feelings of inadequacy and insecurity in teaching a second-level
Spanish or French class anywhere. There is nothing worse for
such a teacher than to be placed in a teaching situation for
which she is unprepared. I have met several postgraduate students from a small college who were already teaching a foreign
language and who wanted very much to see their alma mater increase the language requirements for future graduates.
Most teacher-education institutions happily acknowledge the
need for intensive language training, and require entrance and
exit proficiency tests in the language the trainees are to
teach.
The learner (second language acquisition).
The research
on second language acquisition is extensive.
Steve Krashen,
Heidi Dulay and Marina Burt, Merrill Swain, and Evelyn Hatch, to
name just a few, have given us much data to present to students
in teacher-education institutions.
We have read about the affective factors in second language learning (Doug Brown); we are
familiar with H. H. Stern's 'Perspectives on Second Language
Teaching'; we have looked at language learners as individuals
(Wilga Rivers); we have heard about motivation (Mary Finocchiaro); and we have investigated the variables of student success.
The research goes on.
And every year our prolific research
scholars continue to report their findings in articles, in
learned papers at conferences and conventions, which will in
time reach teacher-trainers and their students.
This observation is not to be misconstrued as a criticism of
this practice; on the contrary, as a professional teacher, I am
grateful to and rather envious of these pioneers who dedicate
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their lives and use their expertise to make the teaching of
languages a science as well as a craft; grateful, because I
continue to learn from them, and a bit envious because I am not
in a position to join them in their efforts.
The literature on every facet of a learner's mind and personality is extensive, whether it be the psychological barriers
which may prevent him from learning or the kind of environment
most conducive to his acceptance of a new language. The prospective language teacher, then, is able to refer to many
prospective sources when she needs an answer to a question she
may have concerning the student she is going to teach:
the
learner.
Methodology.
Methodology of language learning and teaching is the third area of teacher preparation which has moved
extensively in numerous directions. Language learning has come
a long way from grammar-translation and audiolingual repetition
(mim-mem or mimicry and memorization). We have observed and
practiced many other methods, including Counseling Learning, the
Silent Way, Suggestopaedia, Total Physical Response, and the
Notional-Functional Syllabus (one of the latest methods, which
approaches language learning through functions which can be used
in a variety of situations such as for asking directions, thanking someone, showing emotion, and the notions or vocabulary
items necessary or optional to complete the function). We have
also heard from methodologists who have invented their own
•perfect' method.
With the numerous methods available to language teachers at
present, communicative competence happily remains the goal of
most language classes.
Certainly, it is the goal of English as
a Second Language, where our students must be able to communicate in many situations, first, for survival, and second, for
pursuance of personal goals and expectations in a new environment.
As in the case of second language acquisition and its research, the literature on methodology in second language learning is extensive. Professional journals and conferences abound
with articles and demonstrations on how to teach a language.
Teacher educators use such sources in their classes to familiarize their prospective teachers with them. The new teachers will
select those which promise to be most effective with their
classes.
Occasionally, some public school administrators find one basic
fault in the methodology which a new teacher brings to the public school: the perpetuation of the lecture method which many
professors use in their own classes.
Principals and language
coordinators expect their teachers to use more than one method,
in order to stimulate the performance and learning processes of
the student, and to maximize the potential of that student in a
learning situation.
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Teaching materials.
Contrary to the belief of many authors, there is no perfect textbook!
Teachers have written
exercises and have produced many supplementary materials for
their students when the basic text was not adequate.
Publishers encourage teachers to submit materials for publication. Many manuscripts by classroom teachers are accepted and
published. The publishers eagerly attend conferences and conventions with their exhibits of materials.
Realia such as language games, maps, puzzles, puppets, flannel boards, and even
T-shirts and candy for fund-raising projects of language clubs
are available.
Teachers who visit the exhibits and book fairs
are encouraged to register for free samples of many items. The
publishers are generous to classroom teachers, who rarely return
home without at least a large, plastic tote bag full of
'goodies' to share with their less fortunate colleagues who
could not attend. Once again, I do not criticize this practice;
rather, I am grateful because I have been the recipient of
assorted samples from publishers.
With these sample copies, I
have returned to my classroom with enthusiasm (also generated by
attendance at a conference), new ideas, and fresh material.
Teacher educators enthusiastically require their students to
read, select, and evaluate several different texts for various
courses. Materials for language learning abound. One can find
books and tapes on practically every subskill that learning a
language requires—something a teacher would like to reinforce.
The prospective teacher, thus, is given insight into the
learner and his needs, the numerous methods by which she can
most comfortably teach the students, and the materials that
would be most suitable for the classes.
Add to these basic
components, fluency in the language. Now—would you say that a
teacher is prepared to teach in a public or private school?
This is the question that has plagued me for some time as I
have conducted interviews with alumni as well as student-teachers during NCATE evaluations. This same question has dominated
many conversations with colleagues on evaluation teams as we
compared experiences and shared stories of disillusioned, frustrated colleagues and administrators.
Why do the frustrations
exist?
One reason is that teacher-education institutions vary
in what they require of a language teacher.
These variations
range from the content area (in this case, languages) to the
plethora of education courses. They also vary in the number of
contact hours required for observation sessions and actual
performance in a classroom.
Some institutions require their
students to enroll in education courses which involve them in
local schools as early as their sophomore year. Most often this
initial contact is merely to observe a foreign language class.
These observations are not extensive, and there is no other
involvement or responsibility in the classroom.
Others, however, require a formal commitment during the junior year, followed by a methods course, which either precedes the studentteaching experience by one semester, or coincides with it. This
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teaching experience is usually scheduled during the last semester of the senior year, culminating in graduation. Very often,
then, the actual practice-teaching experience is short and
crowded among numerous senior activities.
Frequently, the classroom experience is atypical, with an
ideal class, under the tutelage of a strong cooperating teacher.
Ideally, the school is located near the university.
The student-teacher is then introduced to a classroom situation, where she will spend, approximately, the next nine weeks.
This experience will be the beginning of her career.
With the
cooperating teacher and university supervisor, the studentteacher first observes the regular teacher in action, and within
a week, gradually becomes involved in taking over the class; but
in reality, the cooperating teacher is still in control of the
class to a certain extent. The students are her charges, as are
the rules and regulations of the school.
It is crucial, of
course, that the cooperating teacher involve the trainee in all
activities and familiarize her not only with the school philosophy, but also with the various procedures which she must observe.
The cooperating teacher should also anticipate situations which may be demoralizing to the new teacher, and take
steps to alert her or to suggest preventive measures.
Let us suppose that the student-teacher successfully completes
the nine-week teaching assignment and receives a favorable
evaluation from both the college supervisor and the cooperating
teacher.
Now is the graduate really prepared to take on the
role of a public school educator in foreign languages?
How much emphasis has been placed on the routine of a
classroom teacher—a representative schedule and a typical
day filled with the myriad responsibilities that are totally
unrelated to the language lesson—another reason why teachers
leave the profession.

Daily schedule and responsibilities of a classroom

teacher.

Secondary teachers meet at least five classes a day, for
approximately 50 minutes each. These classes vary in size and
content.
It is not unusual to have a class of 30; nor is it
unusual for a teacher to teach two or even three levels of a
language and/or more than one discipline. Most often, they also
have a homeroom assignment which lasts anywhere from 10 to 20
minutes. A planning period, mandatory in most states, completes
the day.
This schedule varies with extracurricular activities such as
assemblies, class meetings, mass testing (on reading, minimum
competencies, etc.), pep rallies, and clubs. On days when such
activities are scheduled, each of the six periods is shortened
by ten minutes, thereby permitting the activity to take place
within the time constraints of the school day.
Teachers are
required to accompany the students to these activities and to
keep their charges in control. (I should add that the practice
of scheduling some extracurricular activities during the school
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day is especially necessary in schools where students depend on
bus transportation.
After-school activities depend on whether
buses are available to take students home.
The city of
Alexandria, Virginia, for example, is controlled by the Washington Metro System, since the buses, under a special contract, are
used to transport the students.
During inclement weather, if
the Metro buses are running, and can make the necessary pickups
of the children, schools are open. If the buses do not run, the
schools close.2)
The sponsorship of the French, Spanish, or International Club
naturally falls to the foreign language teacher.
Clubs are
scheduled twice a month in the school where I teach, on alternate Tuesdays; on those days, the teacher meets the equivalent
of seven 'classes'.
The sponsor must plan the club activity,
take careful attendance, and report those students who 'skip
out'—which brings us to various attendance procedures.
Attendance.
Attendance is a serious problem in many
schools. Many administrators have thought of numerous ways to
combat the truancy problem. Some reward students for perfect
attendance with money (it's called incentive), others present
certificates for perfect attendance at ceremonies at the end of
the school year, and other systems institute harsh punishment
for unexcused absences.
In Alexandria, for example, if a
student is absent more than ten days during the semester, the
parents must appeal to the superintendent with proof of illness
or other justifiable reason for the absences; otherwise, the
student will receive a failing mark for that quarter.
If a
student 'cuts' a class, the teacher assigns two after-school
detention periods.
Taking attendance, reporting attendance, notifying parents,
counselors and/or assistant principals about absences can be a
'heavy' chore for a classroom teacher.
Lack of time does not
permit me to go into detail on this problem.
There is much
duplication of effort involved in this time-consuming process,
but school-board policy requires that certain procedures be
followed.
Why send a parent a postcard after three absences
when the teacher was responsible for sending the student with
chicken pox home in the first place, or when the parents have
already notified the school that the child is in the hospital?
School board policy! Why send a letter to the same parent after
the sixth absence when the school has been apprised of the
student's condition? School board policy!
The paper work which revolves around the tardiness policy is
equally tedious. When does the teacher take care of this paper
work—at the beginning of the period as she takes attendance or
at the end of the period? Perhaps while the students start on a
homework assignment?
During the teacher's planning period
(which is designed to allow time for a teacher to write lesson
plans and/or duplicate materials), or before or after school?
The classroom teacher is accountable for the documentation and
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is reprimanded if she does not comply with the procedures or the
deadlines which have been set in the schoolboard policy.
She
cannot ignore either.
Distractions in the classroom.
It is now classtime.
But
students come into the classroom with problems:
their locker
would not open; or they forgot their homework in their locker—
may they get it? They lost their book or I.D. card—can they go
to the office to pay for a new one? And will the teacher issue
another? They forgot their book at home—can they share? One
student has a headache, or the teacher notices that he has come
down with chicken pox—'Teacher, write a pass to the nurse.'
Another student has a 'desperate' need to go to the restroom—
'Teacher, write a pass.'
Finally, class is underway—a hand
goes up, as it did just the other day as we were discussing a
story we read, and when I acknowledged the student, he asked,
'What's for lunch today?'—a totally irrelevant question.
When
a disruptive student creates a situation which prevents the
language lesson from continuing, the teacher must deal with that
student. When a student has a confrontation with another during
the interpretation of a dialog, the teacher must take some
action or the entire lesson may be lost. How much actual teaching time is left from the original 50-minute period?
Other distractions during a class may include such things as a
parent who suddenly appears at the door, bringing a student who
missed his bus. May he speak to the teacher?
The guidance
counselor has a problem scheduling a new student—can the teacher test him? The nurse comes in, requesting to see a student
who needs to have either his vision or hearing tested.
The
principal requests enrollment information for a special report.
Now, how much actual teaching time is left from the original
50-minute period?
In my attempt to be brief, the examples I
have given are but the tip of an iceberg. I have not even mentioned the situations which may occur in a multi-ethnic, multilingual class in ESL. Many language lessons are pushed aside
for more pressing needs of the students: cross-cultural understanding.
The time between classes.
A teacher must stand in the
hallway outside the door between classes for two reasons:
(1)
to intercede if any disturbance occurs between students, and (2)
to get students to move quickly to their next class.
What
happens if that teacher already has 20 to 25 students milling
around her desk or in the classroom, as I do, from 22 countries
and 10 language backgrounds? (The teacher must also be aware of
the activities of her charges.)
Lunch time.
Many teachers have lunch duty.
This may
range from cafeteria duty (eating one's lunch with the class) to
hall duty during part of the lunch period.
While it is a state
requirement, in most states, that teachers have at least a half-
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hour uninterrupted lunch, even this luxury is not always possible.
Students come to the door with requests for a library
pass, to make up a test, or simply to talk about a problem. Can
the empathetic teacher turn him away?
The planning period.
The term 'planning period' is very
misleading. With so many details to be attended to during the
day, this is the one period in which the teacher can see the
nurse, the guidance counselor, the principal, check the mail and
messages, return phone calls, check the detention book, etc.
Using the Xerox machine when it is not broken down is yet another Herculean feat at times. Planning?
Hardly.
There are
days when a teacher euphemistically says, 'I haven't had time to
scratch my head—or wash my hands.' Dr. Cummings' observations
are very candid, indeed.
The teacher's day goes on! And while emphases may vary from
one school district to another, the points I have enumerated are
recognizable as universal deterrents to classroom instruction.
It should be noted that these examples are not intended to
criticize or to show displeasure toward the school I have
mentioned. On the contrary!
I have enjoyed the colleagues I
have met over the years, I have sent my own children there, and
I have elected to remain on the faculty when the Alexandria
schools were reorganized. I also take pride in announcing that
just this spring F. C. Hammond Junior High School was placed
among the top five junior high schools in the state of
Virginia.
Yet, the foregoing examples comprise but a modicum of the
kinds of distractions a classroom teacher faces.
Paper work.
We also lose good teachers because of excessive paper work. The paper work that moves through a teacher's
hands, totally unrelated to the language lesson, is massive.
The peripheral assignments thrust upon classroom teachers are at
times demeaning, demanding, and time-consuming.
And while
teachers are included in discussions on some administrative
policies, many complain that they do not have input into the
important decisions that are made at the central office but
given to teachers to implement. A seemingly simple request may,
in reality, demand excessive time and effort by individual
faculty members.
Why do teachers not protest more loudly?
While some do, a
simple word gives the answer: evaluations. The numerous and
sundry responsibilities I have mentioned all weigh heavily in
teacher evaluations.
Evaluation.
Evaluations are anathema to many nontenured
and even tenured teachers.
Accountability by the teacher is
all-pervasive in the evaluation process, and while proficiency
in the language is important, the evaluation may conclude that
the teacher is either not competent to teach or does not warrant
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a favorable evaluation because she is not adequately prepared to
cope with all the peripheral aspects of a teacher's responsibilities .
A new teacher is observed anywhere from five to ten times
during the school year by at least the department head, the
language coordinator, and the assistant principal assigned to
that discipline.
It is not uncommon to have an administrator
unfamiliar with any second language evaluating a language teacher.
A tenured teacher is also observed at least twice by the
department head and twice by the assistant principal.
The evaluation process is lengthy as well as complicated.
Some schools have initiated in-depth evaluations involving
close, almost daily visitations into a teacher's schedule.
Often, visitors enter classes without previous notice.
There is,
indeed, much controversy over the components and the breadth of
teacher evaluations.
A typical, day in a language teacher's life, as I have described it, is tedious, tiring, and stressful.
It is most
unfortunate that these distractions are capable of demoralizing
the teacher and/or destroying the enthusiasm with which the
original language trainee completed the requirements she thought
would prepare her for the classroom.
Dialogs on mutual issues. At the 1980 TESOL Convention in
San Francisco, a very interesting panel on Teacher Training and
Public Education took place.
Panel members spoke on the requirements for teacher success and directed their remarks to
Professor Russell N. Campbell, from UCLA. He responded with 'A
View from a University'. He reviewed the recommendations and
requests from the panelists as they applied to the university's
role, and labeled them under four loose categories:
(1) the areas which are fairly standard offerings in university foreign language programs (these include the general
areas which make up the LAPSE theory, coined by James E.
Alatis—Linguistics, Anthropology, Psychology, Sociology
and/or Sociolinguistics, and Education);
(2) areas that are less frequently included (two of these are
very pertinent to this paper: classroom management and
student counseling);
(3) areas less likely to be found in university curricula but
cited in the panelists' remarks; and
(4) global suggestions, two of which are especially meaningful, in light of the recommendations offered here:
(a) to strengthen ties between universities and school
districts and to maintain communication between the
two, and
(b) to prepare teachers for (state) certification.
I have asked colleague after colleague about those areas in
particular in which student-teachers under their tutelage have
been least successful. The response came without hesitation and
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with remarkable consistency: (a) classroom management and (b)
discipline. (Exceptions were two colleagues who included minor
items within the realm of actual teaching.
They both felt,
however, that these areas would improve with experience in the
classroom.)
I have asked administrator after administrator the areas in
which they have seen new teachers falter—and the response was
always the same: classroom management and discipline.
I have asked numerous colleagues what they found most discouraging in their teaching assignments, and the response was overwhelmingly the same: (a) amount of paperwork; (b) a disproportionate number of peripheral responsibilities which not only
take time away from actual teaching, but are also irrelevant to
the teaching of the language.
Workshops on stress and paper management.
Workshops on
stress and paper management have actually been scheduled in many
schools. Ironically, many teachers could not attend. Facetious
as it may sound, they didn't have the time. They had too much
paper work and felt they were under too much stress to attend.
Solutions.
Peter
Strevens
suggests
that
longer-term
apprenticeship in a school, with attachment to an experienced
teacher and posttraining-in-service courses of various kinds, be
included in the curriculum of the trainee.
Dr. James Wilson, principal of F. C. Hammond Junior High
School, in Alexandria, Virginia, suggests that preparing a
classroom teacher adequately should involve greater exposure to
public schools—a longer observation period (preteaching), a
lengthier student-teacher experience, and a more comprehensive
postteaching period.
Dr. Wilson and I agree that teachers should be required to be
certified in more than one discipline—that the teacher have a
multidisciplinary background for her own protection.
Student
enrollments, school closings, and budgets limit offerings in a
school district; and while retrenchment becomes necessary,
natural attrition by teachers relocating or by retirement is not
always sufficient to ease the problem. Some teachers will have
to go. Tenure does not always help; however, if the teacher is
qualified to teach either another language or an allied discipline, she may be ensured of a teaching position.
Another colleague argues that four years in a teacher-education institution is just not sufficient:
that a fifth year, at
least, is essential.
This is certainly the case in ESL, if the
guidelines of TESOL are observed in the preparation of that
teacher.
Finally, interviews with some students in education courses,
others in postgraduate studies, and student-teachers have
resulted in several candid conclusions:
(a) a small number felt adequately prepared for their teaching experience;
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(b)

a few felt that more exposure to a target language would
have resulted in greater proficiency and ability to teach
advanced levels of that language; and
(c) several felt that the teacher-training institution in
which they were matriculating was physically too distant
from the schools in which they were placed to observe
classes and eventually to complete their practice-teaching.
Dr. Cummings, with whose observations I started this paper,
not only related his experiences in a 'swap' with a middle
school teacher, but also wrote his impressions of his young
charges and the personnel with whom he came in contact.
He
spoke of the young students as being 'ordinary', in the sense
that they were just like the young people in any other school.
But then he went on to speak about his new-found colleagues, the
secondary school teachers (Cummings 1980:109).
It was even more extraordinary to find that most of my
professional
colleagues
were
just
that—professional.
Teaching is hard work. Teaching is very demanding work.
Teaching is never boring work, but it is repetitious work.
It is regular work.
But above all, teaching is work.
Even if you love it—and I do—teaching is hard work.
I
have been known to say as a professor of education that
teachers do not really need three months in the summer to
sell encyclopedias to each other's friends.
But they do
need three months in the summer to regain their strength and
to catch up on their sleep. There has to be a special quiet
corner in the 'Great School System Beyond' marked, FOR
TEACHERS ONLY—ALL OTHERS KEEP OUT.
I conclude with an urgent plea to all foreign language educators:
that they move beyond the learner, the materials, and
the methodology with their trainee; and that they include the
areas peripheral to her subject matter—classroom management,
and discipline—to make that motivated, fluent, well-educated
language trainee who wishes to devote her life to the education
of young people, into a successful teacher in the real world.

Notes
1. In order to expedite delivery of this paper, the presenter
has chosen to use the pronoun she to refer to the teacher,
rather than he or he/she.
2. Since this paper was presented, Alexandria has purchased
school buses to transport students.
The school day will no
longer be dictated by the bus company during inclement weather;
however, club and other activities will still be held during the
school day.
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TRAINING FOREIGN LANGUAGE TEACHERS
FOR LEARNER-CENTERED INSTRUCTION:
DEEP STRUCTURES, SURFACE STRUCTURES,
AND TRANSFORMATIONS
Howard B. Altman
University of Louisville
It is not accidental that the title of my paper seeks to harmonize concepts from the fields of pedagogy and linguistics. A
teacher's ability to communicate effectively, to tailor his or
her performance to the needs of a heterogeneous body of learners, to serve as educator and instructor, are language acts and
can be described linguistically.
Numerous publications have
appeared and lectures been presented on topics such as 'teacher
talk', 'classroom discourse', and the like.
Indeed, Jakobovits
and Gordon (1974:135) complete the equation of pedagogy and
linguistics by claiming that 'To teach is to tell; to learn is
to listen'.
Thus there is ample basis for considering teaching
in general, and foreign language teaching in particular, as
amenable to linguistic description. And for the same reasons we
may extend this consideration to the more rarefied but no less
criticized level of the teaching of teachers.
It is my contention that effective language teaching has at
its core a 'deep structure' which represents the essential,
irreducible, quite possibly immutable content of the language
teaching act. I further claim that, through a series of obligatory and optional transformations, effective language teaching
assumes and manifests a wide variety of 'surface structures'.
This latter claim seems to receive construct validation from the
apparently universal observation that effective language teaching comes in all shapes and sizes and is as diverse in its form
and appearance as are those language teachers who engage in it.
It is the approach to language teaching which has been termed
'learner-centered' with which I wish to deal here, and specifically with some issues in the preparation of language teachers
for learner-centered programs. For more than a decade, pedagogy
and linguistics have shared a focus on the learner and the act
of learning. It behooves us, therefore, to begin with a defini19
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tion of learner-centered language programs, since such programs
inextricably shape—and are in turn shaped by—the 'surface
structures' of those teachers who direct them.
In the International Dictionary of Education, published in
Great Britain, learner- or pupil-centered teaching is defined as
'teaching in which the needs and developmental level of the
individual are given more consideration than the content of
curriculum or the wishes of society' (Page and Thomas 1980:
279).
The emphasis, then, lies in the mandate to meet individual learners where they are and to help them to move forward
in their learning. This is what the psychologist Robert Glaser
has termed 'adaptive education'.
For Glaser, 'an educational
environment that is adaptive to the individual learner assumes
different ways of succeeding and many goals available from which
to choose. It assumes further that no particular way of succeeding is greatly valued over the other' (Glaser 1977:17).
Applying these features to the foreign language classroom, we
may define a 'learner-centered language program' in the following terms:
A learner-centered language program is one in which the
structure of the program—i.e. the presentation and composition of the content to be learned, the role definition and
behaviors of teacher and learners, and the system of evaluating learner performance—has been adapted to meet individual differences in an effort to accommodate, to the extent
possible, the interests, needs, and abilities of each learner.
What are the characteristics of language teachers who are
effective in such a program? Note that, in my view, the only
reasonable criterion for effective language teaching is effective language learning, and I hold this to be valid regardless
of the model of teaching, of the environment in which it takes
place, or of the objectives of the course. If I may digress for
a moment, I view as unfair and unfortunate the tendency among
some second-language acquisition specialists today to assign
most of the credit to language learners when they develop competence in the classroom, but to assign most of the blame to their
teachers when they do not.
In 1965 the Institute of Administrative Research at Teachers
College, Columbia University published a study of the characteristics of elementary and secondary school teachers, from 13
different subject areas, who engage in learner-centered instruction. The study revealed that, compared to the 64 nonlearnercentered teachers examined, the 68 learner-centered teachers
rated
'markedly
higher'
on the
following
characteristics
(Danowski 1965:23):
(1)

Their attitudes reflected
their pupils.

a more favorable opinion of
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(2)
(3)

(4)
(5)
(6)

They also held more favorable opinions of administrative and other school personnel.
Their classroom behavior tended to be more responsible,
businesslike, and systematic, as opposed to evading,
unplanned, and slipshod.
They were perceived as warmer, friendlier, and more
understanding, as opposed to aloof and egocentric.
They held more favorable opinions of democratic classroom procedures.
Their teaching tended to be more stimulating and imaginative, as opposed to dull and routine.

What 'deep structure' can be attributed to language teachers
who effectively manage a learner-centered program? If we consider the six factors in the Teachers College study of teachers
in general, it is apparent that at least four of the six characteristics of learner-centered teachers are statements about a
teacher's attitudes and relationships with others. The successful learner-centered language teacher would appear to be one who
believes in his or her students both as learners and as persons,
and who is eager to assist them to grow in both categories.
Elsewhere (Altman 1981:8) I have attempted to define the essence
of second language teaching as a dynamic in which a person (who
may be termed a teacher) performs any activity designed to facilitate the learning of another language by another person (who
may be termed a learner).
Evaluating this definition in the
light of the Teachers College study, I submit that the 'deep
structural' core of effective learner-centered language teaching
has both affective and cognitive components.
It embraces a
constellation of attitudes about learners and the processes of
learning and teaching, and it embraces a constellation of skills
in facilitating and orchestrating learning.
I believe that this
'deep structural' core can be described in considerable detail
and—most important—that it can be learned by those who choose
to do so.
Given this bipartite conception of the 'deep structural' core,
what about the 'surface structures' of effective learner-centered language teachers? As I have already suggested, the number of possible 'surface structures' will be very large.
It is
theoretically equivalent to some multiple of the number of such
teachers themselves, since a given teacher is likely to manifest
different 'surface structure' behaviors in different pedagogical
circumstances.
Not unlike surface structure utterances in a
language, the 'surface structure' behaviors of effective learner-centered language teachers are nonquantifiable. How a teacher facilitates and orchestrates language learning is a function
of many factors, including his or her perception of the purposes
of the learning; of the environment in which it takes place; the
characteristics, needs, interests, and abilities of each learner; the teacher's own attitudes, skills, and knowledge; and the
time available.
It is important to remember that learner-
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centered language teaching is a continuum, not a discrete point.
To attempt to describe even the most frequently observed 'surface structure' behaviors of effective teachers in learnercentered language programs would require book-length treatment.
But there is a more important reason why any attempt to
itemize 'surface structure' behaviors is probably nonproductive.
Much of the literature on language teacher training looks at and
analyzes language teaching primarily as a configuration of
identifiable and learnable technical skills and knowledge.
Such
technical skills include the 'how to's:
how to introduce a
lesson, how to pose questions to students, how to explain grammatical concepts, how to drill, how to teach culture, how to
evaluate student performance, how to bring a lesson to closure,
and many, many more. Underlying this view is an even more
questionable assumption, namely, that by training a teacher to
perform to a high level in these technical skills, we produce a
teacher who will function effectively in the classroom (and my
criterion for teacher effectiveness should not be forgotten
here).
If we consider again the 'deep structural' core of
learner-centered language teaching, as I envision it, we see
that the skills component constitutes only part of the core, and
it is possible that the specific skills needed to facilitate
and orchestrate learning are different from any we have named
thus far.
For at least a decade, specialists in oral proficiency testing have argued that global measures are more important and appropriate than discrete item tests.
The 'whole' of
language competence equals far more than the sum of the discrete
parts which students learn in the classroom.
So, too, in
teacher education. The 'whole' of language teaching equals far
more than the sum of the discrete technical skills which teachers learn in methods courses. Eisner (1983:9) makes this argument most cogently:
. . . t h e idea that the skills of teaching can be treated as
discrete elements and then aggregated to form a whole reflects a fundamental misconception of what it means to be
skilled in teaching.
What skilled teaching requires is the
ability to recognize dynamic patterns, to grasp their meaning, and the ingenuity to invent ways to respond to them.
It requires the ability to both lose oneself in the act and
at the same time maintain a subsidiary awareness of what one
is doing.
Simply possessing a set of discrete skills ensures nothing.
To place emphasis on a 'global pedagogy' is not to dismiss the
value of discrete skills training; the effective 'surface structure' behaviors of generations of language teachers worldwide
are worth knowing, if for no other reason than to avoid having
to reinvent the pedagogical wheel in every classroom.
Rather,
emphasizing a global approach to teacher training suggests that
the teaching of any specific technical skill or 'surface struc-
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ture' behavior needs to be qualified with the reservation that
its validity and utility are not universal.
What works in a
specific situation with a specific teacher and a specific learner may not be replicable.
What a global approach to language
teacher training calls for is not so much the presentation,
cookbook-style, of discrete pedagogical solutions, but rather an
awareness and recognition of the developmental patterns in
language learning, and a thorough familiarization with the resources available to a teacher (including the methods cookbooks)
where ideas may be found.
I have attempted thus far to characterize what I have termed
the 'deep structural' core of effective learner-centered language teaching and to suggest that this core manifests itself in
countless 'surface structure' behaviors of teachers in the
classroom. Here I wish to add that it is the function of teacher training—both preservice and inservice—to allow and encourage the transformations to take place which bring forth effective teachers in such programs.
By transformations I am not
implying the metamorphosis of an ugly duckling into a beautiful
swan, or even—since the outcomes of teacher training can never
be predicted with certainty—of a Gregor Samsa into a monstrous
beetle.
Rather, I am referring to the transformations in one's
view of oneself as a teacher, in one's view of one's students as
learners, and in one's view of the values and purposes of teaching which come about as a result of meaningful learning in a
well-designed teacher training program. (It is not my intention
here to distinguish among teacher training, teacher education,
and teacher preparation as semantically overlapping terms.
I
use the term 'teacher training' here as a superordinate label to
embrace the denotative and connotative implications of all
three.)
The obligatory transformations I suggested earlier in this
paper mainly fall into the domain of teacher attitudes and personality.
To a very real extent, the 'how' of teaching in a
learner-centered language classroom is at least as important as
the 'what'.
Among the attitudes which shape the behavior of
effective learner-centered language teachers are beliefs such
as:
(1)
(2)

(3)

(4)

the belief in the inherent worthiness of learners and
their ability to learn;
the belief in the value of teaching as a powerful tool
to facilitate student learning, but as only one of many
possible tools;
the belief in the need to meet one's students where
they are as learners and help them to move forward to
the extent of their ability;
the willingness to accept and prize individual differences among learners in their styles of learning, their
rates of learning, and their motivations for learning;
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(5)
(6)
(7)
(8)

the eagerness to discover as much as possible about
each learner's unique approach to learning;
the acceptance of the permanent value of the learner
despite the transitory status of his or her learning;
the acceptance of multiple goals for language learners
and of multiple routes to each goal;
the realization and acceptance that some—possibly many
—language learners may at times learn more effectively
or efficiently other than as a 'captive audience' to
the teacher's presentations.

No teacher training program can guarantee the development of
attitudes such as these, but there is much that can be done to
foster their growth. Teacher trainers must not forget the ageold pedagogical dictum that 'teachers teach as they were taught,
not as they were taught to teach'. This suggests that learnercentered language teachers are trained most effectively in
learner-centered teacher training programs.
Such a program
stresses the independent and interdependent natures of teaching
and learning as interactive and dynamic processes, rather than
as a relationship which is linear, hierarchical, and causative.
Such a program provides trainees with the experience of learnercenteredness as well as with knowledge about it. It does so by
providing opportunities for trainees to 'learn how to learn' as
well as 'learn how to teach'.
It does so by putting the truism
into practice that learning—be it the learning of another
language or how to teach one—is inherently learner-centered.
No one can learn anything for anyone else, nor force anyone to
learn anything which he or she does not wish to learn.
By
emphasizing both the freedom and responsibility of the teacher
trainee to learn, it provides an experiential base for the
graduated teacher to serve as a facilitator and co-learner in
his or her own classroom.
Not all the obligatory transformations are affective.
Among
the essential skills for learner-centered language teachers are
the skills of diagnosis and prescription.
Trainees need to
develop the skills of diagnosing learner strengths, weaknesses,
and styles of learning, and of adapting and prescribing instruction to meet an individual learner's needs.
There is a solid
body of literature on teaching languages for individual differences, but a study of these principles is not sufficient.
Trainees must themselves experience adaptive education as well
as understand its fundamentals.
Teachers teach as they were
taught; the medium is the message.
Much of the current technical skills component of language
teacher training—e.g. how to drill, how to make up an achievement test, etc.—falls into the category of useful but not obligatory transformations.
As language teaching changes, techniques and procedures change. What is obligatory is that teacher trainees learn how to continue learning on their own when
their formal training has been completed.
Whether a language
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teacher teaches one year 20 different times, or 20 different
years, is likely to depend upon the attitude toward learning
one's craft which was fostered in preservice training.
I suspect that much of the most valuable training for learnercentered language teaching takes place after the completion of
formal training.
A properly constituted inservice program
focuses on the specific needs of practitioners.
Such training
should be highly issue-oriented and of immediate utility, and
the responsibility for running inservice training is often most
profitably shared between an experienced classroom practitioner
and a university theoretician. If effective preservice programs
focus on the 'real world' of language classrooms in general, a
teacher expects that inservice training will focus on the 'real
world' of his or her own classroom.
The controversy in definition between 'language as habit1 and
'language as rule-governed behavior', which occupied the minds
and pens of applied linguists from different ideological generations, has its counterpart in contemporary pedagogy. To train
teachers to function effectively in learner-centered language
programs, we need to resolve the controversy between 'teaching
as artistry' and 'teaching as rule-governed behavior' (Eisner
1983:11).
The resolution is simple:
both are necessary and
neither one is sufficient.
Artistry without craftsmanship is as
fatal as craftsmanship without artistry is futile.
It is only
the language teacher skilled in artistry and craftsmanship who
can inspire learners to their highest efforts.
As a profession
we should set our sights on nothing less.
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THE SOCIOPOLITICAL CONTEXT
OF ESL TEACHER TRAINING (K-12)
IN ENGLISH CANADA
Mary Ashworth
University of British Columbia
0.
Introduction.
English as a second language (ESL)
students profit from good quality ESL teaching.
The provision
of good quality ESL teaching in the public schools in Canada
depends on two factors:
(1) that good quality ESL teacher
training courses/programs are offered by teacher training
institutions in sufficient quantity to supply the demands of
schools for ESL teachers, and (2) that properly trained ESL
teachers are hired by school boards in sufficient numbers to
meet the needs of all their ESL students.
In normal circumstances these conditions are usually met in respect to other
subject areas and have been for decades. Why have ESL programs
in public schools been so slow in becoming properly staffed by
qualified teachers? Why is it possible for Wardhaugh to write
(1982:152): 'In this respect 1918 and 1981 are alike: there was
then as there is now a shortage of properly trained teachers
of English as a second language in Canada'?
A number of social, national, political, economic, professional, institutional, and pedagogical forces affect favorably or
adversely the training, hiring, and utilization of ESL teachers.
Here I examine the past and present effects of these forces on
the training of K-12 ESL teachers and on their subsequent hiring
opportunities, and conclude with some comments regarding possible future action.
Immigration to Canada during this century has been a succession of peaks and troughs. During the first decade and a half,
the number of immigrants increased sharply over the closing
years of the nineteenth century.
In 1913 over 400,000 immigrants took up residence in a country whose population was a
little over 7 million; only three times since then has the
number exceeded 200,000. The First World War put the brakes on
immigration, but there was some acceleration after hostilities
ceased until the depression of the 1930s slowed it to a crawl.
26
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Immigration increased again in the early 1950s; since then it
has fluctuated between 100,000 and 200,000, with a few extreme
lows and highs.
Immigrants have come to Canada for various
reasons:
some seeking religious freedom, some seeking land,
some seeking work, some as refugees, some out of a spirit of
adventure, some to ensure a better future for their children.
Today Canada has a population of about 25 million people representing many different cultures and languages. English and
French are, of course, the official languages, but from coast to
coast thousands of children speak a language other than English
or French in their homes, and this has been a fact of Canadian
life since immigration began 400 years ago. Canadian schools in
the major cities and the rural farming areas in English Canada
have always enrolled some children who lacked fluency in English.
After visiting a little rural school in the interior of
British Columbia in 1875, the superintendent of schools wrote:
'The children in the newly established school are making remarkable progress in their studies, especially when the fact is
taken into consideration that many of them when they commenced
were almost entirely ignorant of the English language.'1
A
year later, the superintendent congratulated the settlers on
'their good fortune in securing and retaining the services of so
successful an educator as the gentleman in charge of their
school.'^ Where did the teacher learn how to teach English as
a second language?
Not in the teacher training institutions,
the old normal schools—not then, nor for a good many years to
come. Various forces were at work within the community which
would both hinder and help the establishment of quality programs
designed to train effective teachers of English as a second
language. Each of these forces is now examined.
1. Social forces. Canada has had a somewhat stormy history in its acceptance and settlement of immigrants.^ Certain
groups have been far more welcome than others—for example,
English-speaking people from Great Britain or the United States,
or monied farmers and entrepreneurs, or professionals with
needed skills. At times Canada has sought labourers to build
its railroads and dig out its minerals.
That a young country
with a small population should be selective as to whom it lets
in is natural.
There is a limit to the pressures that can be
put on a society before it falls apart.
Canadian society has
been under severe pressures at times through its immigration
policy (or lack of one), such that excesses have occurred, as
instanced in the Vancouver riot of 1907.
But over the years
there has been a growing awareness of what constitutes human
rights and responsibilities, and a growing commitment to uphold
them.
The past, however, always leaves its legacies which the
present cannot ignore if it is to create a better future.
The
pre-1945 legacy was not a good one. In the early part of this
century the growing industrial cities of Canada's heartland,
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Ontario, attracted many immigrants and this resulted in the
establishment of ethnic ghettoes.
The 'sheepskin farmers' of
the prairies worked hard on their virgin land but their assimilation was a matter of concern.
J. T. M. Anderson, later to
become premier of Saskatchewan, wrote (1918:158): 'Shudder as we
Anglo-Saxons may at the thought of it, our descendants are more
than likely to marry Poles or Bohemians or Ruthenians or Russians, as we now call them. We must assume a different attitude
on this question.'
On the west coast the influx of Asians
filled that small population with alarm, but by the early 1920s
immigration from China, India, and Japan had been banned by
legislation. During the 1930s, Jews from Europe were not welcome. Religious groups, such as the Doukhobors and Hutterites,
who had been given land ori their arrival, clashed with authorities over a number of issues, including the education of their
children.
The period after 1945 brought a change of heart on the part of
the Canadian people and their government.
Canada's record in
accepting refugees ranks now amongst the best instead of amongst
the worst. The change in the Immigration Act in 1967 opened the
doors to Asians and people from Third World countries. Nonetheless, old attitudes remain near the surface and overt and covert
violent and nonviolent discriminatory acts have been perpetrated
against people from culturally different minorities.
There is
still an element in society that demands that the immigrant must
adjust totally to the ways of the dominant group, but not all
immigrants want to assimilate. Some see their sojourn in Canada
as a temporary measure—they intend to return to their own country; others come hoping they can set up at least a partial replica of their former life style.
Their children are caught in
the clash of values.
Teacher education can also be caught in a clash of values for
it does not exist in a vacuum.
The attitudes of society affect
those who make policy, those who administer policy, and those
who teach.
Society, prior to 1945, put little value on its
immigrants, and therefore little value on their children or on
the training of their children's teachers.
There was no prestige in teaching New Canadian children—an attitude which died
hard. (In 1970, when I had been involved in training ESL teachers for one year, a secondary school principal pleaded with me
to get out of ESL. 'Don't you know,' he said, 'it is the garbage heap of teachers.') During the pre-Second World War days,
few white teachers saw much future in teaching New Canadians,
and bilingual teachers were not encouraged.
A Chinese woman
teacher hired in 1921 in Victoria was fired in 1922.
As the
inspector put it, 'As a result of investigations, I am convinced
that both the Chinese students and their parents would rather
have white teachers in the Chinese classes, and probably the
general public will prefer it too.'^
There was, therefore,
little incentive for teacher training institutions to set up
special courses to train teachers to teach English as a second
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language, and little incentive for teachers to take such courses
even if they were offered.
But post-1945 Canada has dealt more kindly with the needs of
immigrant children and has been prepared to spend some money on
them and on their teachers. The reasons for the change of heart
cannot be seen simply as the result of the experience of the
war, including the horrors of the holocaust. Society was changing its attitudes towards children who belonged to different
kinds of minority groups. After considerable argument and counterargument, the Family Allowance Act was passed in 1944; it
instituted a program of monthly payments to every family, depending on the number of children, in the hope that this would
ensure that the children of the poor received the basic necessities of life.
Special Education, which focussed on physically
and mentally handicapped children, grew in importance. It was
therefore not long before society began to see immigrant children as being similarly disadvantaged: they lacked language and
culture and were often poor—or so it seemed. By the late 1960s
and early 1970s, when both the mood and the money were right,
teaching New Canadian children found a greater measure of respectability and acceptability within both the teaching profession and the larger society. ESL teacher training courses began
to burgeon.
The more positive mood of society towards the education of
immigrant children has been influenced to some degree by the
government's multicultural policy but particularly by the many
'grass roots' advocacy groups that submitted hundreds of briefs
to all levels of government across Canada.
Unfortunately, the
group that should be the strongest advocate for good teaching
for ESL children, and therefore for good teacher training, is
the group least likely to speak out—the parents of the ESL
children. Fear of what may happen if they appear to be dissatisfied, perhaps based on experiences at home, or gratitude for
what is done, or failure to know how much more might be done, or
language difficulties, all combine to keep parents relatively
quiet. However, the records show that during the last 15 years
teachers of ESL children have worked quietly and unceasingly to
improve both the kinds of programs available to these children
and the numbers of classes, as well as the quality of teaching.
In many cities teachers have worked very closely with local
advocacy groups putting pressure on the provincial ministry or
department of education and on local school boards, but they
have put far less pressure on teacher training institutions.
Perhaps teachers feel, and probably rightly so, that their
colleagues in teacher training institutions should be anticipating the needs of the schools, or perhaps their failure to
pressure the institutions is part of the general dissatisfaction
with teacher training.
But whatever the reason, the lack of
pressure caught many of the teacher training institutions napping when the demand for trained ESL teachers grew, resulting in
a game of catch-up. According to Newsham and Acheson ( n . d . :
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112), the number of universities offering TESL courses increased
from 10 in 1967-1968 to 24 in 1977-1978.
Teacher training institutions would be foolish if they ignored
the prevailing attitudes of society, but attitudes are, unfortunately, not stable; they can be fanned into flames overnight.
The attitudes are also deep-seated and can produce 'gut' reactions which are in total opposition to good sense.
However,
while society can influence what goes on in education, educators
must try to influence society, for what is at stake is nothing
less than the mental and emotional well-being of children.
Neither society nor schools should expect children from overseas
to slough off their first language and culture as a snake
sloughs off its skin. Harris writes (1980:14-15):
Societies which make little or no institutional accommodation to the presence of persons from diverse cultural backgrounds subject young children to marked discontinuities and
disharmonies in socialization, and hence appear to rest on
false assumptions that earlier upbringing and experiences
can be easily discarded; that persons can be pressed into a
new cultural mould with only temporary, and in the case of
children, minimal adjustment; and that such pressures can
produce persons who are capable of realising their full
p syc hos ocial pote ntial.
Teacher training institutions have an important role to play
in preventing 'discontinuities and disharmonies' in immigrant
children.
2. National forces. We have in the last 50 years witnessed
country after country struggling to free itself from domination
by some other country and attempting to grow into nationhood.
Each country has problems specific to itself to overcome; these
may lie in its geography or history or both.
It has been said
that Canada has too much geography and not enough history—an
unacceptable comment.
Canada has many centuries of history
which in their own way affect what goes on in teacher training
institutions.
It is human nature for immigrants to a new land to want to
build a new life based, as far as possible, on valued elements
in the old life. English Canadians, once the majority group in
much of English Canada (the exceptions being religious settlements), naturally considered the British way of life the exemplar.
If schools are seen as the major transmitter of culture,
then it follows that teachers must not only be trained to transmit that culture; they must be steeped in that culture. During
the years up to the Second World War, British nationalism dominated English Canada. Many educators saw it as their duty to
turn immigrant children into carbon copies of British or
Canadian-born Anglo-Saxon children. This policy, whether formally stated or not, had three effects on teacher training

The sociopolitical context of ESL teacher training / 31
institutions: (1) it discouraged them from accepting for training non-Anglo-Saxons; (2) it discouraged them from advocating a
bilingual approach to teaching English to non-English-speaking
children; (3) it discouraged them from training teachers who
could help immigrant children to maintain their first language.
In Manitoba early in the century, training schools for Polish
and Ruthenian student-teachers were set up.
Sissons wrote
(1917:124): 'On the whole it must be admitted that these schools
were a failure.. .The task was quite too great for the time.' By
1916 all teacher training stressed English as the medium of
instruction and all student-teachers attended the same training
school regardless of linguistic background, a pattern which was
followed in the rest of Western Canada.
Evidence seemed to
indicate that immigrant children learned English faster if they
were not allowed to use their mother tongue in school.
Black
had earlier commented (1913:205):
From the standpoint of trustees or parents, therefore, in
the selection of teachers, good scholarship, fluent and
idiomatic English, thorough normal training, a natural gift
for teaching and abundant sympathy, enthusiasm and adaptability, are infinitely more important than familiarity with
the pupils' mother tongue.
But while for some educators the main concern was to help the
children to learn English as quickly as possible so as to enter
into the life around them, for others learning English was a
means to an end, the end being to Canadianize or assimilate
them. 'The Canadianization of the "foreigner",' wrote Anderson
(1918:230):
as has been stated, is a complex question, and the process
must be slow and thorough, if it is to be complete; but
there can be absolutely no doubt about the first steps in
the solution of the problem—a knowledge of the English language and the principles of Canadian citizenship.
He went on to suggest the formation of a National Canadianization Committee.
The First and Second World Wars had a cumulative effect upon
Canadians: they made them see themselves as a national group
somewhat different from the British. The troops who had gone
overseas had fought in distinctive Canadian units wearing a
Canadian flash. In 1949, 'Canadian' became a national title and
even the British were required to take out naturalization papers
if they wished to consider themselves Canadians.
But while
Canada was cutting some of the ties with Britain in the 1950s
and 1960s, it was very conscious of the strong influence of the
United States.
The question was frequently asked:
What is
Canadian? These were also the years of the Quiet Revolution in
Quebec, and while French Canadians seemed to know who they were
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and what they wanted, English Canadians were far less sure and
often very confused.
To clarify matters, the federal government set up a commission
to study bilingualism and biculturalism in Canada.
Because of
what it heard as it listened to Canadians from coast to coast,
the commission moved a little outside its mandate, and published
as part of its report Book IV—The Cultural Contribution of
the Other Ethnic Groups.
This book looked at that one-third
of the population whose roots lay neither in France nor Great
Britain and who were seeking recognition.
When, in 1971, the
Prime Minister described Canada as a multicultural society in a
bilingual framework, a new era opened. But would multiculturalism be a passing fad or an enduring way of life? And how wouid
teacher training react?
Teacher training institutions are, on the whole, somewhat
conservative places. It used to be said that it took 50 years
for new knowledge to be incorporated in school curricula but
like so much in our society, that time lag has been considerably
speeded up. But whereas facts are verifiable and can usually be
proved to the satisfaction of parents and the public, philosophies and attitudes are not so easily verified or accepted.
Teachers know they run risks when they express views not held by
the parents of their children.
It is, therefore, not surprising
that courses dealing with the multicultural nature of Canada or
the multicultural nature of the classroom were slow to be incorporated in teacher training programs, even though practising
teachers were well aware of the changing faces in their classrooms as day after day they coped with children from different
cultures.
The early and mid-1970s were not an easy period for ESL teachers in public schools. They were struggling for some recognition as specialists who had a body of knowledge in common with
each other and different from that held by other subject teachers, even if they had to learn it on their own due to a shortage
of ESL training courses. Their prestige was slowly growing just
at a time when a national argument was erupting on whether or
not ethnic minorities should be encouraged (by government, no
less) to keep some of their values and customs, or whether they
should be expected to assimilate.
Some teacher training institutions, cautious at first, became
caught up in the multicultural movement. They made deliberate
efforts to hire some faculty from minority groups.
Attention
was also directed towards sociolinguistics, which was providing
some interesting information on the relationship between language and culture, and almost overnight ESL became respectable.
One after another, teacher training institutions set up courses
dealing with ESL and/or multiculturalism in the classroom. New
pressures came from various community groups, including ethnic
groups, to provide better education for immigrant children now
that the contribution of non-English and non-French Canadians
had been recognized as valuable. Some of these groups wanted
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their heritage languages maintained and felt that they should be
taught in the public schools, a request that has not yet met
with much more than a token response in many parts of Canada.
The term 'Canadian' is no longer synonymous with British. It
has been widened to include people from different cultures
speaking different languages, and while there is still a pecking
order among cultures, teaching children from different cultures
no longer carries a stigma and ESL teaching training courses are
in demand.
3.
Political forces. In Canada the federal
government
controls immigration, and the provincial governments control
education.
Immigrant children have often been lost in the no
man's land between the two.
Many times in the past the
provincial governments have cried, 'The federal government
should pay the costs of the education of immigrant children', to
be met with the obvious retort, 'Education is the responsibility
of the provinces.'
The federal government's attitude towards immigrants over the
years and its policy of selection helped to develop a mind set
in the general public. Immigrants meant labour. The immigration portfolio in the federal cabinet has fairly consistently
been linked to that of labour or manpower. The fact that wives
and children came too was immaterial; it was labour that was
sought. Immigrants from some countries were far more welcome
than those from others, and it was not until 1967 that a change
from a highly selective policy to a more open policy was made
through a change in the Immigration Act. This far more humane
policy opened the doors to people from Asia and the Third World
countries, previously all personae non gratae, and it naturally
affected the schools.
Whereas Caucasian immigrant children
could meld in with their predominantly Caucasian schoolmates,
Asian children were clearly visible.
Added to the language
problem, which schools had always encountered with immigrant
children from Europe, was a considerably more complex cultural
adjustment problem on the part of both the newcomers from Asia
and the school population.
In many cities certain districts
became predominantly Chinese, or Punjabi, or, indeed, Italian,
Greek, or Portuguese, as immigration increased during the sixties and seventies. The federal government's policy of encouraging the reunification of families ensured that, on average,
one-third of all immigrants to enter Canada were aged 0-19
years, and likely, therefore, to be seeking an education. While
not all these children were non-English-speaking, the proportion
who were rose steadily to about two-thirds of those entering.
School districts could no longer overlook the needs of immigrant
children, now so very visible, and had to take action to help
both the children and their teachers. The change in the Immigration Act in 1967, a political action, had its repercussions,
first, on the school system and second, on the teacher training
institutions which could not go on ignoring the need for train-
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ing teachers to work effectively with children from other cultures who spoke other languages.
Another action by the federal government has already been
referred to in Section 2, that of setting up a commission to
enquire into bilingualism and biculturalism in Canada, an action
which resulted in federal funds being made available for multicultural projects. There was another result, unhappily a negative one. In late 1971, Prime Minister Pierre Elliott Trudeau,
in his government's official reply to Book IV of the Report of
the Royal Commission on Bilingualism and Biculturalism, tabled
the following recommendation in the House of Commons:
'The
federal government approves in principle aid towards the teaching of the official languages to children of immigrants, and
will be discussing it with the provinces.'^ He went on to outline six possible programs. A section of Program V, Teaching of
Official Languages, read as follows:
The federal government already assists the provinces in the
teaching of English and French to adult immigrants, and
accepts in principle recommendation four of the royal commission relating to special instruction in the appropriate
official language for children who enter the public school
system without a knowledge of that language.
The federal
government therefore proposes to undertake discussions with
the provinces to find a mutually acceptable form of federal
assistance towards the teaching of official languages to
children. 6
The ball was clearly in the provincial governments' court,
but, for whatever reason, they refused to play.
In a letter
written in May, 1974, the Information Officer of the Canadian
Council of Ministers of Education made it clear that the provincial ministers had taken no action on the issue.?
It is hard
to know what the reason for their inaction was, for they had no
qualms about accepting funds to assist in teaching French to
children who already spoke the other official language.
Had
there been the same infusion of money into teaching English to
non-English-speaking immigrant children as there was to teaching
French to English-speaking children, teacher training institutions would have been stimulated into setting up ESL methods
courses much earlier. As it was, ESL teacher trainers watched
with envy while money was poured into training teachers to teach
French to Anglophones while their requests for funds were
denied.
The growth of ESL teacher training programs in the provinces
of Ontario and British Columbia shows a stark contrast between
the involvement of the respective provincial governments.
In
Ontario, it was the provincial government which led the way by
setting up in the early 1960s an ESL certificate teacher training program which could be taken in the evening during the
winter or during the day in summer.
The certificate program
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began with one level but has since expanded to three.
The
program is still in operation and has, over the years, trained
thousands of ESL teachers to work with adults and children.
Ontario has consistently each year received the largest number
of newcomers to Canada and has operated its own immigration
program designed to help those who want to settle in the province.
The provincial government's involvement in both the
selection and settlement of immigrants naturally led it to be
concerned about English language training and hence to set up
its certificate program.
This action, however, reduced the
pressure on teacher training institutions to meet the need for
ESL methods courses. The British Columbia government, on the
other hand, had had no such record of benevolence towards immigrants. Quite the contrary. Situated on the Pacific Rim, this
province bore the brunt of the large immigration from China,
Japan, and India in the first decade of the century, and the
resulting hostility of the white Anglo-Saxon population to the
'yellow peril' remained firmly entrenched in the minds of both
the government and the public. The change in the Immigration
Act of 1967 caused a considerable increase in the number of
Asians entering the province and old fears began to surface.
Little support for the education of immigrant children could
therefore be expected from a government which naturally hoped
the problem would go away before they had to face it.
But in the mid 1960s, as a result of cooperation between individuals in the teaching profession and in the Faculty of Education at the University of British Columbia, a credit course in
ESL methods was approved by the Senate and from 1967 on, the
course has ben offered every year, increasing in both quality
and quantity. By the time the provincial government was ready
to take a serious interest in the education of immigrant children (the mid 1970s), the ESL teacher training program was firmly
established at the University of British Columbia, with a smaller program at Simon Fraser University.
Across Canada, the political climate surrounding the education
of immigrant children is far more friendly than it was 50 or 60
years ago. Most provinces now make funds available to school
districts for special ESL classes, and this in turn puts some
pressure on teacher training institutions to supply trained
teachers. The demand for teachers is, however, always subject
to fluctuations caused not only by economic and political problems in other countries which result in a movement of people,
but also by the change in the number of immigrants permitted to
enter Canada, a figure which is set after consultation between
the federal and provincial governments.
It is this political
decision which ultimately translates into actual numbers of
teachers seeking ESL training to fill the demand for teachers.
4. Economic forces. Even today, society too often values
its children according to the occupation of the father.
In the
days before the Second World War, particularly in the early part
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of the century, immigrants tended to come from the ranks of the
working class rather than the professional class.
This was
especially true of immigrants from Asia and Eastern Europe.
During these years, there was both overt and covert discrimination towards immigrant children within the school system and
outside it.
For example, in 1922 the Victoria School Board
attempted to segregate Chinese children of working-class parents
from white children, while in Vancouver the welfare allowance
paid to Chinese families during the depression years of the
1930s was less than that paid to white families.
Teachers who
worked with immigrant children in urban or rural low income
areas could expect to be poorly regarded by their colleagues,
who saw little prestige in teaching New Canadian children.
There was, therefore, no demand for special ESL teacher training
courses, for who would take them?
But the postwar economic boom brought changes. Canada was
short of technicians and professional people. Many of the new
immigrants were wealthy, well-educated, and articulate.
They
were not prepared to have their children shunted off on a spur
line to sit docilely until they either learned English on their
own or dropped out. They organized into ethnic groups, but,
more importantly, they formed or joined advocacy groups and
began to present briefs to the various levels of government and
to school boards.
Teachers and social workers added their
voices and slowly their message was picked up. But what really
helped to tilt the scales for the first time in favour of the
children was the booming economy which could supply funding for
the establishment of ESL programs without having to cut back on
other educational programs. For example, in 1974 the Vancouver
School Board for the first time in its history counted the
number of non-English-speaking children in its classrooms and
found they constituted about 40 percent of the total enrolment.
The Board appealed to the provincial government for funds to set
up additional ESL classes and received an immediate infusion of
$800,000. The effect on ESL teacher training courses was also
dramatic because the Board instituted a hiring policy which gave
preference to trained ESL teachers over untrained teachers.
Suddenly, ESL in the public schools had achieved status, approved by both the provincial government and the largest school
district in the province. The number of people seeking training
in ESL for K-12 at the University of British Columbia more than
doubled in one year. Similar interest in ESL training was shown
in other provinces, though not in the same year, and methods
courses were established in institutions which had previously
had no programs.
But the economy is no longer booming. Cutbacks are occurring
across Canada in all areas of education.
ESL classes in the
public schools are feeling the effects in two ways:
(1) some
ESL classes are being cut out altogether—the children are put
into regular classes and the teachers left jobless; (2) if an
ESL class is without a teacher, rather than hiring a new trained
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ESL teacher, the board will reassign a teacher untrained in ESL
who is, for whatever reason, supernumerary at the time. This
latter action on the part of a board is part of a major problem
that has plagued education for decades—the misemployment of
teachers, that is, the employment of teachers to teach subjects
or age groups for which they have no training. The question of
inadequate training could be mitigated somewhat were teachers
required to take training to fit them for their new job; but
usually no such charge is laid on them; and teachers who know
nothing about language or language acquisition or culture are
given the task of working with children whose needs cannot be
satisfied by an ignorant teacher, no matter how well-meaning.
Canada's present depression is also affecting the number of
immigrants permitted to enter the country.
It is difficult at
the moment for an adult to be granted immigrant status unless
he/she can prove there is a job available which cannot be filled
by a Canadian. However, under the federal government's policies
governing the reunification of families and the refugee program,
children are still being allowed in, their numbers rising and
falling like the waves of the sea.
In addition, rising unemployment creates a poor social climate:
immigrants are often
quite unreasonably scapegoated as having taken jobs from Canadians.
In such times it is not wise to seek additional funds for
ESL classes even if they are needed, as the backlash may do considerable harm. ESL programs will do well if they can hold on
to what they have won until such time as the weak economy gains
strength.
Teacher training institutions are also feeling the effects of
the sagging economy and are having to lay off or not replace
faculty.
At this moment it is hard to tell what the effect on
ESL will be. On the one hand, with ESL teachers out of work, it
would not seem unreasonable to expect people to turn to other
fields of work. On the other hand, ESL is very popular: some
practising teachers see an added qualification as some protection against being laid-off; young student teachers hope it may
be a useful addition to their other skills when the economy
permits school boards to commence hiring once more; and the
optimistic adventurers trust that ESL training will land them a
position overseas until their own country has a teaching job for
them.
5. Professional forces. Professionals cannot afford to be
complacent about what is going on within their profession or
within that segment of society affected by the practice of their
profession.
Teachers have two major responsibilities beyond
teaching:
(1) to act as advocates for their clients and (2) to
be concerned for and involved in professional training, preservice and inservice.
Prior to 1967, there were no teachers' organizations whose
main focus was ESL. Each province had one or more organization
which either encompassed the entire range of public school
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teachers or which admitted only elementary or secondary teachers, or only male or female teachers.
Within these organizations there were likely to be found special interest groups
relating to a particular subject area or age group.
As, until
the late 1960s, the number of ESL teachers in the public school
systems was relatively small and few were trained, there was not
that sense of belonging to a subject area or discipline as there
is today; and there was little opportunity for teachers of New
Canadian children to meet and discuss their common problems.
Consequently, few voices were raised on behalf of ESL children
or their teachers.
The 1939-1945 war brought about a change which was indirectly
to have an effect on the education of immigrant children:
it
got women out of their homes and into the work force, a move
which, on the whole, they liked.
The cessation of hostilities
did not see these women returning to the dishes and dusting.
More and more middle-aged women sought part-time work, and
teaching English to New Canadian adults twice a week seemed a
job just made for them.
Initially, they needed no qualifications other than to be able to read the textbook and keep one
jump ahead of the students. A camaraderie grew up among this
growing force of ESL teachers, particularly in British Columbia,
where the first provincial association of ESL teachers was
formed in 1967.
While its full title is The Association of
British Columbia Teachers of English as an Additional Language,
it is known across Canada as TEAL.
One of TEAL's first moves was to give its whole-hearted support to the newly established ESL teacher training course in the
Faculty of Education at the University of British Columbia by
issuing a 'TEAL Certificate' to all who took the course. TEAL
was also influential in persuading the Adult Education Division
of the Vancouver School Board to give preference to trained ESL
teachers in its hiring practices.
This support by a professional organization of a professional training course was just
what the local teacher training institutions needed.
There was
an immediate increase in the numbers seeking to take training at
the University of British Columbia, while Simon Fraser University, a smaller and younger university, began to develop an ESL
program. It was a few years before the public schools sought
trained ESL teachers; but when they finally did, the program was
in place. In time, when no one questioned the common sense of
hiring trained ESL teachers over untrained, the TEAL certificate
was withdrawn; it had served its purpose admirably.
Over the years TEAL has engaged in various activities on behalf of immigrant adults and children.
It has presented briefs
to various levels of governments, both on its own and in conjunction with other organizations.
It has founded a library of
reference books available to teachers and student-teachers, and
has established its own journal. It has promoted workshops and
offers a scholarship annually to an individual seeking graduate
work in ESL.
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TEAL was the first of a number of ESL teachers' organizations
that were established in those provinces receiving the bulk of
the immigrants—Ontario, Manitoba, Saskatchewan, and Alberta.
More recently, organizations have been started in some of the
Maritime provinces. These organizations have followed very much
in the tradition of TEAL, taking responsibility for the welfare
of both their clients and their members. An important step forward occurred in 1978, when the various provincial associations
joined together to form a national organization known as TESL
Canada. Once it had overcome its initial growing pains, TESL
Canada set out to do the job it had been created for: to speak
with a national voice about national concerns in ESL. In 1982,
it produced an excellent brief entitled 'The Provision of English as Second Language (ESL) Training to Adult Newcomers: Six
Principles Towards a National Policy', which it presented to the
federal government.
Once again, however, it is the concerns
about adults which lead the way, not concerns about children.
Perhaps one of the reasons for this is that adult education is,
to a large degree, funded by the federal government, which can
therefore influence policy.
The education of children remains
under the jurisdiction of the provinces, which look with some
horror on any suggestion that there might be a 'Canadian Policy'
in some areas of public school education.
Although a similar
national study on the education of immigrant children might
raise some hackles in some provinces, the information collected
and the recommendations made would provide a basis for discussion.
A vital activity of any professional organization is the annual convention. Looking back to those early conventions, with
their emphasis on practical workshops, and comparing them to
today's conventions, with their focus on theory and research as
well as practice and on the complex issues which surround ESL,
the pioneers in ESL should feel a great sense of pride in what
has been accomplished. The early conventions provided teacher
trainers with a forum in which to advertise their wares as well
as with an opportunity to exchange ideas. For some years the
two major conventions were held in Ontario and British Columbia;
but now most provinces enable ESL teachers to gather together
either at a conference called specifically on ESL or as part of
a conference on perhaps the teaching of English or modern languages.
It is policy now for TESL Canada to hold its annual
meeting as part of one of the provincial conventions.
Naturally, any publicity that ESL receives in the media as a result of
a convention or some action by the ESL organization benefits
teacher training institutions as the field becomes better
known.
Most methods courses are based on the principle that theory
should be combined with practice. The willingness of practising
ESL teachers to open their classrooms to student-teachers has
been vital to the success of ESL training courses, and most
teachers have responded well. The professionalism of teachers
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was particularly apparent in the early days when there were few
trained teachers who could be called on.
Their classes were
never closed to any student-teacher who needed to practice the
very distinct skills of ESL teaching.
In addition, many teachers have put on workshops, sharing their knowledge with their
colleagues and with student-teachers.
During the last ten years, there has been a considerable
interest on the part of teachers committed to ESL as a lifelong
career to take advanced training at the graduate level.
Initially, the interest came from those working with adult immigrants, but with ESL consultant and supervisory positions opening up in the public school systems, an increasing number of
public school teachers are enrolled in M.A. and M.Ed, programs
in teaching English as a second language.
While the present
economic situation may dampen ESL teachers' spirits somewhat, to
date it does not seem to have affected their desire to know more
about their teaching specialty. But if morale drops or if funds
dry up to the point that ESL teaching is no longer seen as a
viable occupation, the current vibrancy within the profession
may slow down, with detrimental effects on teacher training.
6. Institutional forces.
The institutions which most affect both the quality of training which prospective teachers
receive and the opportunity to put that training into practice
for the benefit of ESL children are teacher training institutions, schools, and ministries or departments of education.
6.1 Teacher training institutions.
Teacher training institutions were slow to respond to the needs of the non-Englishspeaking children or their teachers. There was little incentive
for ambitious teachers in the years before the Second World War
to specialize in teaching New Canadians; this was, at best,
looked upon as a form of missionary work, the aim of which was
to Canadianize the immigrants.
According to Anderson (1918:
153):
'The only logical way of training and educating our NewCanadians to be loyal and patriotic citizens is to place before
them in the public schools strong types of Canadian manhood and
womanhood.' Anderson would not countenance bilingual teachers
working with children from their own ethnic group: 'It will not
suffice to place a half-educated "foreigner" in charge of this
work, as has been done in too many cases' (Anderson 1918:153154).
Anderson's interest lay particularly in the rural schools
in western Canada. A few special teacher training programs had
been set up to prepare young Ruthenians, Poles, and others to
teach in schools containing children from their own language
group. These programs had resulted from a shortage of Englishspeaking teachers willing to go into areas where 'foreign'
students predominated. Anderson admitted that the program had
served a useful purpose, but called for its end because 'The
mere teaching of English is not the most important part of a
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teacher's work in our non-English schools. This should be but a
means to an end' (Anderson 1918:154). The end was, of course,
to Canadianize the children.
Anderson went on to urge that as 'the teacher is one of the
most important—if not the most important—element in racial
assimilation', special courses should be mounted in the provincial normal schools in western Canada to prepare teachers for
positions in non-English communities (Anderson 1918:231). He
suggested that in the model schools attached to the normal
schools there should be one classroom set aside for children
learning English so as to acquaint student-teachers with the
problems of teaching English to foreign children. Anderson was
not the first to urge the normal schools to give teachers the
skills they needed.
Five years earlier, Black had written
(1913:93):
The probability is that the teacher will never have received
any adequate instruction bearing upon the teaching of English to children who have never used it. Likely enough, the
text-books supplied will be lamentably unsuitable. The subject must then be given definite serious study, and help
must be sought in every possible direction.
The advice of Black and Anderson went largely unheeded. Teaching elementary school was not a prestigious occupation in the
years between the wars, and as teaching immigrant children was
near the bottom of whatever pecking order there was, little was
done to train the teachers.
The post-1945 years saw a gradual movement of teacher training
from the normal schools or teacher training colleges into the
universities and, as a result, there was some improvement in the
status of education as a career.
The years of training increased from one to four or five.
In some provinces a bachelor's degree became the minimum teaching qualification.
Future
teachers helped to swell the enrolment in faculties of arts and
science.
The 60s and early 70s were a period of innovation in teacher
education.
Many faculties of education mounted a number1 of
alternative teacher preparation programs. Channon (1971) mentions programs to train teachers in Eskimo, Indian, Metis, inner
city, and preschool education; but she does not mention ESL
programs, even though a few were certainly in existence at this
time. A 1978 report commissioned by the British Columbia Ministry of Education (McGregor 1978), mentions the deaf, the blind,
the physically and emotionally handicapped, the autistic, the
dyslexic, and the gifted, but not the speakers of English as a
second language, in spite of the fact that in the province's
largest city, Vancouver, they formed over 40 percent of the
total school population and a teacher training program had been
in existence for 13 years.
Immigrant children still did not
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rate very high on the priority list of children with special
needs.
In most of the major universities in Canada there are now programs to train teachers to teach English as a second language,
and most of these programs are housed within faculties or departments of education.
ESL as a field of study naturally has
to compete for time and money with other subject areas and disciplines that lie within the sphere of education.
Unfortunately, ESL is looked upon by some people as being a temporary
phenomenon which will disappear when immigration stops.
But
immigration to Canada will never stop.
It will rise and fall
according to world economic and political events, but it will
never stop. There will always be children in Canadian schools,
whether born here or overseas, who speak English as their second
language. After all, immigrants have been coming to Canada for
400 years, and the population is still only 25 million in a land
mass larger than the United States (including Alaska) I But when
ESL is viewed as a temporary phenomenon, trying to establish it
on a permanent basis calls for great skill in persuasion and
argument.
Getting ESL accepted as a field of study would have been easier had all professors of education, no matter what their discipline or subject area, recognized the centrality of language to
learning. It is unfortunate that the saying 'Every teacher is a
teacher of English' has never become more than an unobserved
cliche.
If children do not have control of oral and written
language, their chances of success in school and in adult life
are considerably lessened.
Yet in spite of the overwhelming
evidence regarding the importance of language development in
children, an understanding of the methods by which teachers of
all subject areas can develop language skills across the curriculum is far from being central to the preparation of teachers.
Bullock (1975:337) said, '...language should occupy a central
position in teacher-training', and again, '...during their preservice training all teachers should acquire a more complete
understanding of language in education than has been required of
them in the past' (ibid.:343), and '...children need linguistic
help right across the curriculum. It is here that the language
specialist's task.. .merges with that of the subject specialist'
(ibid.:291). Had the development of language in children been
central to the preparation of teachers, ESL would have been able
to slip in through the door as a close relative instead of
having to knock for some time before the door was eventually
opened.
But it is not only within the faculty in which it is housed
that ESL has had to compete for recognition and students.
It
meets competition from departments in the faculty of arts, particularly from linguistics and English, and from school districts and colleges. Knowledge lies along a continuum. At one
end is the search for fundamental truths or pure research; at
the other end, knowledge is applied in the service of people.
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Pure research, as it affects ESL, has been carried on in departments of linguistics and psychology, and faculties of education;
the direct application of that knowledge has taken place in the
schools and colleges. Let us assume, for the sake of argument,
that a possible role of a faculty of education is to act as
broker between those departments which lie outside the faculty
and the schools. Provided the middleman can stand the pressure,
the system works quite well: much research is incomprehensible
to the average classroom teacher who is not trained in statistics and linguistics, and it must be translated and its applicability shown; few researchers outside education have first-hand
sustained experience teaching children; professors in faculties
of education are trained in both research and teaching.
But
there are times when the territorial imperative becomes the
dominant force within the university. When departments dealing
with pure research want to expand, there may be only one way to
go—into what they see as applied research.
When junior colleges or adult education departments want to expand, they look
for popular programs likely to bring in students, and there is
no doubt that, at the moment, the study of ESL methods is popular. Currently across Canada, various groups are scrambling to
get into the foreign student market, and while this is not of
particular interest to public school teachers, the infighting
affects the climate surrounding the training of ESL teachers.
There is, however, much more to education than translating
pure research into simpler terms. Belth (1965:7) defines education as follows:
Education deals with the relationship between concepts and
powers nurtured in learners, and with the methods of creating concepts as the inventions of intelligence in whatever
fields these methods come to be employed.
It concentrates
not so much on the merits of particular ideas and their
inclusions in the context of experience, as on the methodology of thinking, of which ideas themselves are the consequence.
He goes on to say (ibid.: 13):
. . . t h e educator has as his objective the study of the impact
of method on acts of intelligence and the invention of
method as the irreducible condition for the operation of intelligence. Education becomes a way of raising and answering a question not otherwise asked, a question centering on
the problems of improving the ability to think.
In days gone by, ESL looked to linguistics and psychology for
answers, but the answers received were not enough. The emphasis
in schools now is on learning English through content, but
learning content does not mean just learning facts.
It means
being able to cope with different levels of abstraction sur-
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rounding the concepts embedded in the content and with different
modes of thinking (mathematical, scientific, philosophical). An
ESL child who has not learned how to think has been deprived of
precisely what a good education is supposed to give him, what
Belth calls 'inventive intelligence'.
The methods by which
inventive intelligence is developed in ESL children do not come
from research into linguistics or psychology, although their
input is valuable, but from research into the discipline of education; hence the image of a faculty of education as a broker is
an incomplete image.
But in spite of meeting setbacks, misunderstandings, and just
plain ignorance, the training of ESL teachers for the public
schools has increased considerably in both quality and quantity
during the last 10 to 15 years.
6.2 Schools.
Teacher training institutions do not like
being looked upon as factories any more than public schools do.
Nevertheless, they are greatly helped when there is a demand for
their product!
In the bad old days when teaching immigrant
children was an unprestigious occupation, there was a tendency
to staff classes for New Canadians with teachers considered too
old, too sick, or too incompetent to teach English-speaking
children. Those days are almost gone, and the steadily increasing demand over the last ten years for trained ESL teachers has
helped to popularize ESL methodology courses. While some trainees come from the ranks of student-teachers, more and more practising teachers are retraining either to become specialist ESL
teachers or to remain as regular classroom teachers better able
to help ESL children.
6.3 Ministries and departments of education.
Ministries
or departments of education affect ESL teacher training mainly
in two ways. First, they usually control or strongly influence
the requirements that must be satisfied before a teaching certificate is awarded. It depends on what those requirements are as
to whether there is either the time or the incentive for a
student-teacher to include work in ESL in his/her program.
Second, ministries and departments of education can foster or
inhibit the establishment of ESL classes and programs within the
public schools, thus creating or closing down a market for
trained ESL teachers.
It has been apparent that in those
provinces where the ministry saw fit to employ amongst its
senior administrators one person knowledgeable about and
interested in ESL, ESL has prospered.
7.
Pedagogical forces.
We still have a very great deal
to learn about how to train teachers—all teachers, not just ESL
teachers.
Perhaps part of the trouble lies in our inability to
define clearly the role of the school in society.
Is it to pass
on the culture? (whose culture? which culture?) to produce
scholars? to prepare children for jobs? to compensate for social
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and economic inadequacies in the lives of children? to teach
them safety in driving and sex? to encourage sensitivity and
compassion? to produce an obedient work force? to make good
parents out of them?
One could go on and on.
If there is
little consensus on the role of the school, then what is the
role of the teacher?
Is he/she a facilitator? organizer?
guide? controller?
catalyst?
practice
director?
counsellor?
diagnostician? source of knowledge? consultant? conductor?
participant? fellow student? surrogate parent? friend? model?
There is little consensus here either, yet teachers expect their
training to be relevant to the roles they expect to playThere was a time, well over a century ago, when people thought
they knew what schools were for—to produce scholars. But with
the advent of compulsory education and industrialization, vocational training became the focus for the two-thirds of the
school population who, it was felt, had neither the wit nor the
desire to pursue an academic program.
Finally, solutions to
serious social problems were sought in schools by a society that
did not seem ready to reform itself, preferring to lay the responsibility on the next generation by taking comfort in the
adage 'The future lies with our children'.
Scholarship,
vocational
training,
and
socialization—each
focus has its proponents who believe it should take precedence
over the other two. Where would ESL teachers place the emphasis?
Probably equally on all three.
Some of their students
will go on to further education; some will take vocational
training; all will have to make some adjustments to the new culture.
Facility in oral and written English will be the key to
their success.
The past years have seen public education attacked from many
sides on many points. Some of the criticism has been justified;
some of it has not. This is not the place to examine either the
causes of the criticism or its justification; it is enough to
recognize that the effects have been to create an educational
weather system consisting largely of grey clouds broken by frequent thunderstorms and the occasional ray of sunshine. But so
what? A public service as vital as education cannot expect to
be untouched by the convulsions of a society which is absorbing
new technologies at a prodigious rate, coping with an unprecedented explosion of knowledge, and facing an agonizing attack on
its long-standing beliefs and values.
Educators need to keep
calm and remember Rudyard Kipling's admonition:
'If you can
keep your head when all about you/Are losing theirs and blaming
it on you...Yours is the earth and everything that's in it'!
These difficult days will pass and education may be the stronger
for having gone through fire.
If we do not know precisely what role(s) schools will play in
the future, nor precisely what role(s) teachers will play in the
schools, preparing teachers becomes a pretty chancy business.
Books have been written on the schools of the future, and one
guess is as good as another. But so far as ESL is concerned,
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over the next ten years it is probable that schools will continue to need two kinds of ESL specialists:
those who work
directly with children in ESL classes or centres, and those who
work directly with teachers.
While it is likely that in some
schools and in some districts the two roles may be merged in one
person, there should be some differences in degree and kind of
training, that is, the specialist working with teachers must
know all the other specialist knows and more (for example,
program planning and development).
Schools will also need
subject matter teachers who are trained in ESL so that they can
help the children through that uncomfortable transition stage,
when they are neither beginners nor fluent, eager to get into
content but frustrated by the language which surrounds it. In
addition, schools will need teachers who can work with special
groups of ESL children, preschoolers, slow learners, and those
who are preparing for the work force.
But that is not all:
researchers are needed. Far too little active research has been
carried out in Canada on the education of immigrant children.
How effective are the various ESL programs? Which methods or
techniques are superior? We really don't know. If some agreement can be reached on the probable role(s) of ESL teachers in
the public schools for the next ten years, then teacher trainers
will have some guidelines and can move on to the next question:
What should we teach ESL student-teachers?
Pedagogy is partly the art of compromise—in ESL as in other
subject areas. ESL pedagogues evaluate linguistic and psychological theory and accept what seems fitting and relevant to the
classroom. Not being infallible, they make mistakes; from time
to time they reject what they should choose or become overly
enthusiastic about one method or technique until its weaknesses
become apparent. The educational pendulum swings from side to
side on often wide unrhythmical arcs. What pieces of knowledge
must ESL teachers have? what skills? what attitudes? What approaches, methods, and techniques must they learn? There is no
one way to teach anything to all children with equal effectiveness, particularly to children who come from different cultures,
having acquired different learning styles.
Of course, student
teachers must know something about linguistic theory (but
whose?), about the major approaches (which ones?), about curriculum development (curriculum to do what?), about testing (for
what purpose?), and so on. Newsham and Acheson in their study
of ESL across Canada, noted (n.d.:138), 'There appears to be no
standardization of qualifications in TESL.
"Specialization in
TESL" and "TESL Certificate" meant different things in different
places. In some cases TESL appeared to be confused with linguistics.'
The shape of a teacher training program depends upon the skill
with which the program developer is able to match present knowledge to future goals and roles, and his/her ability to persuade
those who sit in judgement of the propriety of the choices made.
The latter task is often more difficult, as every other disci-
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pline on campus remotely related to second language teaching
feels slighted if it is denied some input into the program.
Once the 'what' of teacher training is answered, the questions
'how' and 'when' arise:
through lectures, films, microteaching,
practice teaching?; as preservice or inservice?
All of these
questions beg a further question:
what prerequisites should
student-teachers in ESL bring to their training? Again, each of
the different disciplines on campus will speak up out of a mixture of self-interest and genuine concern.
ESL as a serious field of study in teacher training institutions is still pretty young; it is still building its own pedagogy and is no longer the simple, straightforward study it used
to be. Not only are there now a number of different approaches
to ESL based on different psychological and linguistic principles; different groups of ESL children have been singled out
by age, or language spoken, or ability.
Within ESL there are
now a number of different areas of emphasis such as ESL and
reading, drama in ESL, and ESL across the curriculum. ESL has
two allies in bilingual education and heritage language teaching. No ESL teacher trainer can afford to be ignorant of developments which are either central to or peripheral to ESL, for
today's periphery may be tomorrow's nucleus and vice-versa.
At the base of all teacher training lies research.
Good research takes money, quite a lot of money. But because education
in Canada comes under the jurisdiction of the provinces, national organizations have, until recently, been reluctant to put
much money into educational research. It now seems likely that
additional funds will be available to educators from the Social
Sciences and Humanities Research Council of Canada—a welcome
move. Good research is carried out by good researchers, and
good researchers are trained in good graduate programs. There
are still far too few doctoral candidates interested in the
education of non-English-speaking children. A recent search for
an assistant professor to give methods courses in ESL brought 12
applications from candidates whose expertise lay with teaching
adults and only one with expertise with children. The growth of
ESL over the last few years, however, has encouraged some firstclass teacher scholars to enrol in doctoral programs.
The content, format, and duration of ESL teacher training programs will probably continue to change as knowledge expands and
as goals and roles are clarified.
Pressure will be brought to
bear from many different sources.
The criterion that must be
used as the benchmark is quite simple: Will this change in the
program benefit ESL children?
8. Conclusion.
John Donne's universal truth, 'No man is
an Island, entire of itself, applies to the education of teachers.
Teacher training does not go on in a vacuum but in a
constantly changing sociopolitical context.
It is both helped
and hindered by various forces over which it may appear to have
little or no control, but it would be foolish to ignore these
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forces. The trick is, of course, to combat those forces which
are harmful and to harness those forces which are beneficial.
The OECD report on education in Canada was critical of what it
termed the 'tortuous avoidance of "politics" in Canadian education discussions', and it felt that the real crisis of Canadian
educational policy was that it could not maintain its nonpolitical stance (Organization for Economic Cooperation and Development 1976:102). But the Canadian Education Association, in a
response to the report, pointed out that the reviewers had
failed to take into account 'the small "p", grassroots activity
which provides for a more direct expression of local concerns
than abstract party polities' (Canadian Education Association
1977: 87). There seems to be an either/or dichotomy being set
up here: either party politics or grass roots advocacy groups
must run education in Canada. Not at all. Education must use
whatever instrument or channel will best serve the interests of
its clients. Unfortunately, educators are, for whatever reason,
remarkably poor at public relations, and more than a little
ineffective as politicians—but they are smart enough to learn,
and their effectiveness in making educational change will increase as they master the necessary skills.
Ingram points out that during the last 30 years there has been
a change in the methods by which new policies in education have
been developed and implemented. Before the fifties and sixties,
new policies came from the top, but in the late fifties other
social forces began to affect education. 'These forces', Ingram
writes (1978:21),
included the demands of a pluralistic society for the various values and cultural perspectives held by different
groups to be reflected in the school's policies and programs.
Human and individual rights legislation, which
directly influences the administration of education, came
into being.
School trustees with new and different points
of view were elected. Special interest groups demanded to
be represented on school boards, which has led to greater
participation of the board and, consequently, to an increasing number of conflicts in it.
It was during this period that ESL began to come into its own,
thanks, at least partly, to this politicization of it as a
social issue.
Downey suggests (1977:23) that educational policy making can
take one of four forms:
(1) incrementalism (policies are made
explicit bit-by-bit); (2) special interest pleading (policy is
formulated largely in response to demands or pressures from
special interest groups); (3) rationalism (experts recommend to
the politicians what they consider to be the best policy); (4)
negotiation (policy results from confrontation between two
groups). To some degree, all these forms have been used at some
time to establish policy regarding ESL teacher training pro-

The sociopolitical context of ESL teacher training / 49
grams. There is a skill in knowing which of these forms is most
likely to produce beneficial results, given the parameters of a
particular situation (time, place, participants, desired outcome), and this skill is not taught either to teachers or to
teacher trainers but is learned, often painfully, on the job.
Downey goes on to describe two different policy-making processes, one political, the other rational.
The stages in the
political policy-making process are as follows:
(1) issue
identification,
(2) political action,
(3) decision,
and
(4)
implementation.
This process, Downey feels, is fairly typical
of much of the educational policy making in Canada today (Downey
1977:25). The education of immigrant children, and therefore of
their teachers, has certainly been a political issue in many
school districts.
Funds have been allocated to ESL classes in
proportion to the pressure put on school trustees and provincial
politicians by groups within the community.
As ESL in the
school system became more firmly established, ESL programs in
teacher training institutions were able to dig in.
Downey's other process, a rational view of policy making,
consists of (1) policy assessment, (2) policy development, (3)
policy choice, and (4) policy implementation (Downey 1977:25).
This process has not been ignored by people in ESL. Some school
districts and some ESL teachers' organizations have carefully
reviewed the number of ESL children in the system, their needs,
and alternative ways of meeting these needs. Unfortunately, the
rational choices presented may not fit the more emotional political situation and the process breaks down. That has happened
all too frequently in ESL when common sense has pointed to the
need to provide special help to children learning English, but a
vociferous minority of the general public has been averse to
spending money on immigrants.
Education is enmeshed in politics. It can never be a law unto
itself because it arises out of society and is a part of society.
It must therefore hold its debates in public, hence the
need for good public relations.
The public must know what
schools are doing, could do, and cannot do. The public must be
aware of the changes that are taking place in society as well as
in education.
All this must be done far more effectively than
it is at the moment, when most of the debate is carried on
through the sensation-seeking media rather than face-to-face,
and at times of crisis rather than continuously. Teacher trainers should be involved in that debate as they bring additional
information and another viewpoint, and have a deep interest in
shaping the future of education.
The formation of a national ESL teachers' organization, TESL
Canada, in 1978 has provided ESL with a national voice. TESL
Canada (1981) has spoken out with clarity and conviction on the
provision of services to adult ESL students.
There are two
other areas it should consider:
(1) the provision of services
to ESL children and (2) teacher training in ESL.
A national
study in both these areas would provide important background
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knowledge as well as give a sense of direction. The discussion
that would ensue as the data were collected and examined would
help to inform and educate those at the centre and those at the
periphery of the policy-making process. In addition to a study
of the present state of ESL, more historical studies are needed
to enable us to learn from the past. Two ongoing roles for TESL
Canada and the ESL teachers' organization are those of watchdog
and spokesman.
There is a precedent for these activities.
For the last six
years in British Columbia, a group known as Directions ESL has
been performing precisely these functions.
Directions ESL is
composed of representatives from four community organizations,
one of which is TEAL, the provincial ESL association, along with
interested and knowledgeable individuals.
The group monitors
what is going on in the sociopolitical context surrounding ESL
in British Columbia and endeavours to collect facts and figures.
It writes letters questioning, recommending, or condemning particular courses of action, and it submits briefs.
In addition,
it calls together individuals interested in specific areas of
ESL, such as preschool children, youth, or coordination of services, enabling them to examine their topic, and it advises them
on the various solutions open to them.
We do not teach student-teachers how to understand and either
harness or combat the various forces within the sociopolitical
context which surrounds them. We do not show them that the
social,
national,
political,
economic,
professional,
institutional, and pedagogical forces previously discussed directly and
indirectly affect not only the hiring of teachers but the numbers in their classes, the make-up of their student body, the
goals of their program, the curriculum, the text books they will
use—indeed, the whole climate in which they will teach.
We
should seriously consider including in every ESL teacher training program a component that deals with the sociopolitical context surrounding ESL, from the two standpoints of (1) knowing
about it and (2) knowing what to do about it.
The key to good quality teacher training in ESL probably lies
in the word 'awareness'. Educators must be aware of the knowledge generated by their colleagues in education and other
disciplines; they must be aware of the push and pull of the
various forces within education and society; they must be aware
of how the game of power politics is played both in education
and in society; they must be aware of the needs of their
students and of the reaction of the surrounding community to
those needs. They must, in other words, be well aware of the
sociopolitical context in which ESL teacher training is carried
on and be prepared to use the forces within that context to
benefit the children.
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FROM IVORY TOWER TO REAL WORLD:
A SEARCH FOR RELEVANCE
H. Douglas Brown

University of Illinois
Some airline magazines have been running a rather curious
advertisement of a well-known language school. The headline
reads: 'What would you give to learn a second language? Try
$125.' The small print then continues with enticing come-ons:
'...Travel is so much more fun when you can meet people and talk
their language. Now you can. Easily. Painlessly. All thanks
to this 50-lesson do-it-yourself language course. Available in
French, German, Italian, or Spanish—it's yours for only
$125.00.' As you read on, you discover various attractive features: a rotary verb finder, casettes that don't scratch, and a
'handsome executive attache case' to carry it in. But the last
sentence says it all: 'For $125.00, choose the course you need
to start talking like a native.'
Like a native! In 50 easy lessons and for only $125! Surely
we teacher educators have missed our calling. We have gathered
together in this conference to examine the teacher education
process. Dozens of papers will be delivered. Last evening we
heard Professors Stern, Tucker, and Alatis outline an agenda for
teacher education that will take us a century to complete.
Wouldn't it be much easier to teach our teachers to manufacture
cassette tapes and rotary verb finders? Of course it would be
easier, but would we accomplish the goal of effectively educating persons to teach complex communicative skills? Clearly,
the art and science of language teaching cannot be contained by
one handsome attache case. There are no easy answers.
The topic of this paper deals with a recurring question in
language teacher education (LTE), a question involving a search
for relevance. How many times have we heard our teachers-intraining ask, 'What does all this "theory" have to do with what
we're going to do in the "real world"?' Typically, the question
of relevance has focused on a gap between theory and practice
(which is the first of Stern's LTE issues outlined last evening) .
After a period of several decades of considerable
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searching for relevant theory in LTE, we now find ourselves in
the position of having amassed a good deal of relevant theoretical research.
The other papers being delivered here provide
excellent evidence of the complex systems of theory available to
the profession as knowledge has mushroomed. The field of language learning and teaching has become a discipline in its own
right. We have moved from a childlike dependence on other disciplines to an adultlike confident interdependence with other
disciplines (see Brown 1981).
The problem that faces us as
teacher educators is one of almost too much theory; our networks
are too complex to handle simply in an LTE program.
At the same time, we have seen a tremendous increase in the
number and variety of practical contexts for language teaching.
The 'real world' has become complex. One has but to witness the
seemingly infinite variety of textbooks and programs in the
field of TESL alone to begin to see a multitude of contexts of
language learning. In the TESOL organization, we can no longer
simply educate teachers 'in general'; instead we need to educate
teachers of students in elementary schools, secondary schools,
universities, adult education programs, refugees, immigrants,
ESL, EFL—and the list goes on.
With so much theory (that is, so much 'ivory tower') and so
many contexts for practice (the 'real world'), one of the crucial questions facing us is: how can we develop a rationale for
constructing effective language teacher education programs? How
can we prepare teachers to cope with the real world? There are
many answers to this multifaceted question and some of those
answers will emerge in the papers delivered at this conference.
I will attempt to provide one facet, one principle, which I
believe can form a guideline for formulating a rationale.
This
one principle has its roots in the distinction in cognition, and
in teaching, between 'intuition' and 'analysis'.
With so much theory available to us, I believe we are often
tempted to be largely analytical (as opposed to intuitive) in
our general rationale for LTE.
It is quite the 'scholarly'
thing to analyze every teaching context, to define empirically
every technique, method, and approach, to examine every objective, and to predict the variables within every student, every
institution, and every society that a teacher will face.
And
teachers-in-training want analytical answers. They often demand
a finely tuned program that maps all the possible pathways to
successful teaching.
They want definitions, rules, absolutes.
Huge repertoires of analytical tools are available in our collective LTE programs.
An informal survey of TESOL-related
courses in major universities in the United States uncovered
literally dozens of courses specifically related to language
teacher education.
From courses called 'Introduction to TESL'
to 'Educational psycholinguistics for language teachers', we
have created an impressive stockpile of 'ivory tower' material.
In contrast to this analytical nature of our academic scene,
intuition emerges as an essential component of teacher education
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programs. Psychological research on cognitive styles has shown
us that people tend to favor either an intuitive approach or an
analytical approach to a problem.
Ewing (1977:69) notes that
analytical or 'systematic' thinkers 'generally excel in problems
that call for planning and organization, as when one set of
numbers must be worked out before another can be analyzed.' On
the other hand, he goes on to say, '...intuitive thinkers are
likely to excel if the problem is elusive and difficult to
define.
They keep coming up with different possibilities,
follow their hunches, and don't commit themselves too soon.' It
is clear, however, that both styles are essential for efficient
cognitive functioning.
While people tend to favor one style or
the other, it is the complementation of intuition and analysis
that enables us to make good decisions, to solve problems, and
to categorize the world around us.
Sternberg and Davidson
(1982) found that 'insight'—making inductive leaps beyond the
given data—is an indispensable factor of what we call 'intelligence', much of which is traditionally defined in terms of
analysis. Elbow (1973) referred to the same dichotomy in discussing the 'doubting game' and the 'believing game' in intellectual enterprise. He contended that our intellectual sparring
is usually reduced to two basic 'games'. The doubting game is a
game of propositions, of seeking error, of logic, a game of
extricating yourself from assertions.
The believing game is a
game of involvement, of experience, of indirection, in which you
recognize the relativity of truth and believe assertions.
Intellectuality, however, is a balance of playing both the
doubting game and the believing game.
All this suggests that intuition forms an essential component
of our total intellectual endeavor. Two decades ago, Bruner and
Clinchy (1966:71) discussed the contrasting role of intuition
and analysis in educational systems in general.
'Intuition is
less rigorous with respect to proof, more visual or "ikonic",
more oriented to the whole problem than to particular parts,
less verbalized with respect to justification, and based on a
confidence in one's ability to operate with insufficient data.'
One of the important characteristics of intuition is its nonverbalizability; often, persons are not able to give much verbal
explanation of why they have made a particular decision or solution.
Baldwin (1966:87), in a companion article, cautioned
against leading people to believe that all worthy solutions are
verbalizable. 'The person who refuses to use his intuition
unless he can verbalize it is cutting himself off from one of
his own abilities. It is this danger that perhaps underlies the
demand for training intuition.'
The implications for LTE are
clear. We daily face problems in language teaching that have no
ready analysis, no available language or metalanguage to capture
the essence of why a particular decision was made. Bruner and
Baldwin are saying that we can and should be at ease in such
situations.
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Intuition involves a certain kind of risk-taking.
While Beebe
(1983) has eloquently demonstrated the need for language learners to take risks willingly, language teachers, too, must be
willing to risk techniques, methods, or assessments that have
their roots in a 'gut feeling1, a hunch, that they are right.
Bruner and Clinchy (1966:74) note that such intuitive risks can
often lead to subsequent analysis.
'Analysis in a well-trained
problem-solver can be just as activating as intuition, but in
many cases it takes a hunch to figure out first where the analytic tools should be applied... It is often a first order
approximation, a nonrigorous proof showing that one is in the
right domain, that gives one the confidence to go on with exacting and sometimes tedious analytic procedures of proof...' In a
field such as LTE, teachers are daily faced with situations for
which there is insufficient data for a full analysis.
In our
universe of complex theory, we still perceive vast black holes
of unanswerable questions about how people best learn second
languages.
Intuition fills the void.
Intuition 'is the making
of good guesses in situations where one has neither an answer
nor an algorithm for obtaining it' (Baldwin 1966:84).
Elsewhere, Rubin (1975) noted that, among other characteristics, a
'good' language learner is 'a willing and accurate guesser'. We
can turn that around and say that the teacher too must be a
willing and accurate guesser—a user of intuition.
There is ample evidence that good language teachers have
developed good intuition.
In an informal study of cognitive
styles among ESL learners a few years ago, I asked the teachers
of the ESL learners to predict the TOEFL score that each of
their students would attain when they sat for the TOEFL the
following week. The teachers had been with their students for
only one semester, yet their predicted scores and the actual
TOEFL results yielded the highest (+.90) correlations in the
whole study. Many good teachers cannot verbalize why they do
what they do, in a specific and analytical way, yet they remain
good teachers.
How do we teach intuition in our LTE programs? There is no
simple answer to this question, yet some of the ingredients of a
rationale emerge. First, LTE programs must provide the essential theoretical foundation
stones
for
language teaching.
Teachers need to be fully aware of the complex array of theoretical perspectives present in the 1980s.
They need to be
thoroughly familiar with both the historical development and
current issues in research on second language learning and
teaching.
No intuition or experience will ever substitute for
this essential firm grounding in what we know, in analytical
terms, about how people learn languages and why some people do
not learn languages.
Second, there is no substitute, either, for experience, for
giving teachers-in-training ample opportunity to stand on their
own two feet (or sit down!) in front of real learners in the
real world.
Intuitions are formed at the crossroads of knowl-
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edge and experience. Our LTE programs should provide a wide
sampling of experience—not just experience with a class of
'guinea pig' second language students cloistered in the ivory
tower. Programs which send the LTE faculty out into the community with the teachers-in-training are essential if we are to
help teachers to cope with the infinite variety of practical
contexts in which they will eventually be operating.
Third, the LTE faculty should strive to encourage a healthy
attitude of risk-taking among the teachers-in-training. We need
to let the creative juices flow among our students.
The wildest, craziest, and riskiest of 'stupid questions' and 'dumb
answers' should be entertained openly and valued positively. In
so doing, we will allow intuition to germinate and grow to full
fruition.
Fourth, in all of these three factors, we of course need to
remember that it is the tension between intuition and analysis,
between believing and doubting, between insight and system,
between art and science, that enables the human mind to function
fully and dynamically. Our LTE programs should develop balanced
individuals, teachers who can creatively use their intuitions
and analytical processes in a harmonious search for truth.
The search for relevance in LTE programs has perhaps been
thwarted somewhat by overzealous attempts to find analytical
solutions. We may be looking too hard for the ultimate system.
Instead, relevance can be achieved through the building in
teachers of an essential attitude of confidence in the ability
to form 'hunches' that are right.
We are educating teachers,
human beings.
We are not fabricating fail-safe, do-it-yourself
cassette programs packaged in fancy attache cases.
We are
embracing human beings who are sometimes right, sometimes wrong,
but nonetheless, willing and accurate guessers.
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THE INTEGRATION OF THEORY AND PRACTICE
Christopher Brumfit
University of London Institute of Education
This paper examines some of the implications of the claim that
teacher education is crucially about the integration of theory
and practice.
The purpose of teacher education is to produce
effective practice:
this is presumably not a contentious statement.
But the role of 'theory' can be contentious, if only
because it is a perennial complaint of students that their
courses are 'too theoretical'.
For the purpose of the discussion here I do not propose to distinguish between 'theory',
'principle', and 'generalization'.
Insofar as it is possible to
prepare teachers for a future activity, the precise characteristics of which cannot be defined in advance, we are forced to
rely on generalizations from our past experience of similar
situations.
These will allow us to define principles which are
capable of being rigorously discussed only to the extent that
they can be related to specific events in classrooms, on the one
hand, and to theoretically motivated descriptive and explanatory
categories, on the other.
Assisting student-teachers to recognise the necessity for
underlying principles is a major part of teacher education
programmes, and the more complex the processes being taught, the
more important this issue becomes. But there are strong reasons
why teachers, particularly those undergoing initial training (I
propose to use 'education' and 'training' as synonymous in. this
paper), resist too heavy an emphasis on theory. One reason for
this may be that initial training courses have often in the past
treated principles as the subjects for academic lectures, in an
effort to establish the respectability of education as a discipline deserving of a university position, and a student tradition has thus resulted of the fundamental lack of practicality
of such discussions. But more important, perhaps, is the conflict inherent in the initial training situation between the
role of the teacher as a professional and the role of the academic as an analyst of what has been observed in classrooms in
the past.
Becoming a teacher is not the same as becoming a
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member of most other professions; for it demands that students
acquire an ability to interact personally, over a considerable
length of time, with large groups of individuals who are attending school for a wide range of different reasons, and often
against their immediate wishes.
Not surprisingly, traineeteachers recognise that they are not simply preparing for another job, but entering a profession in which they will be
judged for the kind of person they are.
Mere possession of
skills will never suffice, for their own past experience of
schools is enough to remind them that teachers succeed or fail
on the basis of complex relationships between the kind of people
they are and their effectiveness in assisting their own pupils
to develop specific abilities.
Sensitive and committed traineeteachers will thus perceive the process of learning how to teach
as inherently stressful; for they will not succeed or fail
simply on what they learn, but on what they are.
I start off by emphasising this, because in 15 years of teacher education, while I have of course found means of reducing
stress, I have never encountered an initial training course
without a heavier stress component than is usually encountered
in courses which are not concerned with teacher preparation. It
is scarcely surprising that many highly respected teachers
appear to conflict with the value systems of universities by
adopting simple views of the nature of causality, intuitive
rather than rational, approaches to classroom events, and opinionated rather than open-minded attitudes to teaching practices
other than their own. Describing these characteristics, Jackson
(1968:149) points out that such views may be essential if teachers are to cope with the 'ambiguity, unpredictability, and
occasional chaos created by each hour of twenty-five or thirty
not-so-willing learners'.
Trainee teachers often feel the need for instant panaceas,
rigid rules of thumb, clear statements of practice, and absolute
generalizations, when they are preparing for a world of constantly fluctuating personal relationships, renegotiated behaviour patterns, and expectations for education which will be
constantly responding to new demands from society and government. While in learning languages, which in many ways resembles
learning teaching in these respects, we have developed a range
of possible grading procedures which (whether we agree with them
or not) we can use as a basis for inducting the inexperienced
learner, in teaching we have been much less certain of the
nature of appropriate simplification procedures.
There is a further point to make about this issue, for the
topic of our deliberations is 'Applied linguistics and the
preparation of second language teachers', and the conflict we
have already referred to between academic and pedagogic priorities is implicit in our title.
Whatever else applied linguistics may do for teacher preparation, it cannot provide the basis
on its own without seriously distorting either its own aims or
those of teaching. Learning to perform competently is never the
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same as learning to understand the process of performance and to
explain it.
Teachers may be competent practitioners without having either
knowledge of or sympathy with applied linguistics, just as there
are many teachers who have attained a high degree of effectiveness without having undergone training at all. But we need to
be clear what we are asking for if we demand an applied linguistics perspective.
It cannot legitimately be a demand that
teachers should become applied linguists unless we hold that
applied linguistics is identical with pedagogy.
But we can
demand that the theoretical and empirical discussions of applied
linguistics, together with those of sociology,
psychology,
linguistics, and any other relevant discipline, should be fed
into the learner's store of sources of understanding.
Furthermore, we may also claim that insofar as applied linguistics
differs from linguistics proper in being problem-based and
consequently interdisciplinary, it provides one of the most
important sources of understanding for language teachers.
Yet this is only to push the argument back one stage. If we
are not simply demonstrating techniques to potential teachers,
and we are not engaged in the exercise of understanding teaching
as outside observers, what is it that we are hoping to transfer
to our learners? The only way, I suggest, in which we can connect effectively with our students' own preoccupations and with
our own recognition of the nature of language teaching is by
centering the course on the relationship between theory and
practice, and demonstrating this relationship in the structure
of the programme and in the behavior of those who teach in it.
This is not to say, of course, that there may not be input from
people who are exclusively concerned with either theory or practice, nor that individual teachers may not appear at times to be
concerned with one or the other in a pure form. But the balance
of the demonstration provided by teachers and the content offered should be based on the relationship between the two.
It is easy for a statement such as this to command assent, but
it is difficult to translate it into practice, for there are
risks attached to adoption of this position, especially for
those working in universities with careers to maintain.
The
whole tendency of research and principled discussion takes us
towards a limitation and idealisation of problems, an extrapolation from the untidy contingencies which prevent us from viewing
underlying patterns and evaluating success and failure. Yet it
is precisely this that we cannot expect trainee teachers to do.
Not only is their perception confused by the heavy ego-investment referred to earlier, but they simply lack experience, they
have no teaching sensations to extrapolate from.
And since
teaching is an extremely complex activity, there is no possibility of providing a full and rich experience of it during the
period of training; it is only after two or more years of fulltime activity that most teachers claim to be even beginning to
develop a 'feel' for it.
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Yet we expect teachers in training to integrate the various
'insights' from the feeder disciplines that are provided for
them. Rarely, in my experience, does teacher training provide a
demonstration of doing this. But there is a place for researchers who refuse to depart from the position of practicing teachers.
That is to say that they must be concerned with providing
a model of interpretation of evidence from theory and experiment, related to the solution of the practical problems which
immediately present themselves to classroom teachers. They will
be demonstrating, in other words, the continuing process of
adaptation and adjustment without which, as we well know from
observation, teaching can easily stagnate into a set of halfunderstood routines, performed irrespective of the conditions of
the class or the needs of the learners.
For a researcher, theorist or trainer to adopt the position of
the practicing teacher in this way entails a loss, compared with
workers in other fields, in at least three ways:
(1)
(2)

(3)

generalizations which emerge must be capable of being
related to existing teaching conditions, so that there
is a loss of speculative excitement and radical hope;
the range of areas of relevant knowledge is potentially
infinite, so that there will be a constant sense of
frustration, as well as a permanent risk of being
rejected by practitioners of any particular discipline,
since most judgements will necessarily be based on
secondary sources;
constant contact with the demands of teachers with
direct classroom needs will provide a permanent temptation to give way to adhocery on one hand or to grandiose, false theorising on the other, either denying the
value of principle, or asserting a simple solution to
complex problems which is dependent on personal charisma, or on Hawthorne effect, or faith healing, for its
successes.

But teaching is an activity, like any other complex, long-term
mode of behaviour, which can only be understood by those who
have experienced it, and it is not necessary for the process of
understanding to be communicated exclusively (and unsuccessfully) by those who have examined it but not participated in it.
Working from the position of the teacher implies that the
tutor must be heavily dependent on experience (or at least
memory of experience) of teaching, full-time and over a substantial period.
But this is, of course, by no means enough in
itself.
Observational research, both into teaching itself, the
learning process in general, and the nature of language, needs
to be assessed and interpreted, and hypothetical discussion
evaluated. Student teachers are expected to synthesise a range
of disparate material, but little attention is usually given to
assisting this process.
Inevitably, an intermediate language,
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between that of the teacher and that of the theorist, will develop where there is careful thinking through of the implications
of theoretical arguments. But where there is not, the impact of
simplistic interpretations of subtle theoretical discussion may
be dangerous, as with the confused application of 'notionalfunctional' principles in the early days of such development, or
of Bernstein's discussions of elaborated and restricted code
(Gordon 1978).
In practice, teachers have neither the time, nor the need,
nor—in most cases—the inclination to engage in debate over
what they regard as refinements of theory.
But they do, of
course, operate with category systems; and these do ultimately
derive from theory. One of the tasks of the effective methodologist, in teacher education, is to create appropriate category
systems. Such systems must both correspond to teachers' intuitive perceptions of classroom actualities (for it is within such
perceptions that teaching inevitably takes place), and at the
same time reflect the key features of current theory.
That is
to say that they must be categories which have direct and realistic practical implications, and yet which are theoretically
motivated. Examples of such categories from language teaching
in the past would include distinctions between extensive and
intensive reading, between drills and exercises, or between
substitution and matching tables.
They are not in themselves
theoretical categories, but they are capable of being taken back
and given a theoretical justification—though this is not to
say, of course, that we would wish to accept the underlying
premises of such terms now.
What is at issue here is actually a difficult epistemological
problem. For knowledge of the same term for use in practice or
as a way of establishing a fundamental distinction in theoretical discussion may result in the term acquiring an unsystematic
and unexamined ambiguity. The uses of the term 'notion' in van
Ek (1975) and Wilkins (1976) differ considerably, and neither
use corresponds to the exemplification found in many textbooks.
Distinctions maintained in applied linguistics or psycholinguistics, such as 'use/usage' (Widdowson 1978:3) or 'acquisition/
learning' (Krashen 1981) do not directly relate to classroom
behaviour without distortion of the fundamental arguments—even
though methodologists may wish to argue that they have procedures exclusively based on 'usage' or 'acquisition' in order to
claim theoretical validity.
We may, however, legitimately use such categories to inform
our examination of classroom practices, and we should—if the
distinctions have any validity at all—be able to make use of
them in providing alternative accounts of the activities of
successful practitioners.
The process of teaching develops its
own momentum—generalizations from this are enshrined in the
accumulated traditions of the profession—and this momentum,
arising out of the continuous, day-to-day experience of practicing teachers will normally be only partially accounted for by
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the theoretical assumptions of applied linguists or methodologists.
The areas of lack of fit between current theory and
current practice are particularly fruitful sources of research
data, for they represent a disjuncture between teaching 'feel'
(based on more direct, interventionist experience than an
observer can aspire to) and descriptive or explanatory models.
At the same time, there is in education a tendency towards
bureaucratisation and inertia which external investigation can
help to counteract.
One of the functions of theory is to
provide systematic means of introducing alternative interpretations of classroom practices, so that teachers can increase the
range of options at their disposal. We may well wish to argue,
for example, that much audiolingually based teaching allowed far
more fluency practice, or communicative activity, than was
usually recognised.
Teachers, in practice, often did not work
to a hard line of prevention of error, but because the theoretical assumptions of the time placed such activity under an explicit or implicit ban, it was either not recognised at all, or
not admitted.
Other teachers, as many observational studies
have confirmed (e.g. Mitchell, Parkinson, and Johnstone 1981) do
operate with very little provision for communicative activity.
The question which is important to students in initial (or
indeed inservice) training is whether we can introduce categories which have direct pedagogic implications and which will
consequently make sense in terms of their own decision making as
they improvise in class or plan lessons in advance. The question which is important for theorists and researchers is whether
categories derived from teachers' planning and organisation are
relatable to the theoretical categories derived from disciplines
outside pedagogy.
Consider, for example, the implications of the two sets of
classroom activities grouped in Tables 1 and 2.
Although the
methodological devices by teachers resemble each other in most
of these examples (all of which have been drawn from my own
notes on teaching situations observed), there is one crucial
difference between the two sets. The group and pair work of the
first set is essentially a convergent mode of activity.
The
teacher's act in setting up pairs or groups increases the intensity of the experience for learners, the rapidity of feedback,
and the amount of active involvement with the language. These
procedures are motivated by the same kinds of arguments as those
of Rosenbaum (1973) for peer-mediated instruction.
The second set of activities is characterized by a desire to
create 'natural' language activity in the classroom, even if the
overt task (as in (1) and (2) of Table 2) is fairly unnatural.
The incidental 'management' talk by learners may be seen as the
most important aspect of the learning experience.
Indeed we
could argue, I suggest, that in Table 2, example (5), which is
the only nongroup or pair work example, belongs with the second
set by virtue of the spontaneity and naturalness of the language
being produced, so that the class organisation is much less
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Table 1.

Examples of group and pair work and accuracy.

(1)
The teacher has decided that a particular phoneme of
English is causing difficulty—Spanish learners with / j / in
initial position, as in yes—and takes time off from the
plan to perform a rapid remedial drill chorally.
This is immediately followed by the direction to practise saying yes in
pairs, one student speaking while the other monitors. After a
few tries, the pairs reverse roles.
The whole exercise takes
about one minute.
(2) The students are reading dialogues which include a number
of question tags.
In order to avoid an unnatural rise on the
tags, with Indian pupils, the teacher has organised the class in
groups of three, two participating in the dialogue, the third
checking specifically for that one fault, and correcting where
necessary.
The students rotate their roles between the two
parts of the dialogue and the person who monitors. The teacher,
meanwhile, wanders around the groups overhearing and occasionally intervening.
(3)
Students, working in groups of four, read out in turn
their answers to an exercise they have done for homework, for
which the teacher has already rapidly explained the answers. At
the end of each sentence a designated leader asks each of the
other two students listening, 'Is it right?' and the text is
marked according to the agreed answer. The teacher patrols the
class, resolving conflicts, and preventing the conflicts from
degenerating into genuine argument, by rapidly providing an
authoritative answer.
(4)
The students play a game (or practise an exercise—the
principle is the same) which has already been demonstrated in
class. The language produced is restricted to certain formulae,
though a certain ease may be attained by the process of repetition.
Thus, in 'Happy Families' the formula 'Do you have Mr.
Bun the Baker?' may be repeated and adapted in an apparently
natural fashion.
(5) Students in pairs, threes, or fours prepare an exercise
on a structural item (the first conditional) to which they have
just been introduced for the first time. The exercise involves
filling in blanks, and they read out the answers in rotation.
Later, after some oral preparation, they will be expected to
write individually.
important as a classificatory factor than the attitude of the
learners to the task. Such an argument depends, though, on our
view of the nature of language learning. We notice the fluency
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Table 2.

Examples of fluency work.

(1) The teacher (a Spanish teacher of English in Spain) acts
out with one of her students a brief dialogue which she has set
up about buying a railway ticket to Barcelona. This is done at
natural pace, once only.
She then tells the class to divide
into groups of three and to reconstruct the dialogue.
The
instruction is given in English, and no further help is offered.
The groups, in their second year of English, get out of their
seats, divide, and with great animation argue about what has
happened, much of the argument taking place in English, and
construct a dialogue which two members perform, covering more or
less the same meaning as the original, but with improvised
language, since they cannot possibly remember the form of the
English of the original.
The teacher goes round the groups,
listening and encouraging, and never herself using Spanish. At
the end of the lesson, with much laughter, several versions are
shown to the rest of the class, all of them in reasonable
English, and none very far from the meaning of the original,
about which there had been much argument in the groups.
(2) A class of Croatian children, in groups of four, struggle
to produce the best possible answers to comprehension questions
on a passage in their textbook. The questions are not designed
for group discussion, but there is still a lot to do, even
though the answers are fairly straightforward, for their English
is weak, and they rely heavily on relevant quotation from the
passage, which is in front of them, and a limited range of
discussion strategies which they have picked up from the teacher's language when he joins the group. He is a Croatian.
(3) A mixed language group of adults in London plans and
executes a complicated role play in which they have to adopt
specified roles and personalities provided for them on cards.
These involve the drivers, witnesses, and the police at a collision between two cars.
The language is entirely improvised
and polished cooperatively by the students, though they are
heavily constrained by the specified situation and characters.
However, the management talk that accompanies the preparation
affords genuine fluency practice.
(4) A second language class in Africa discusses a work of
African literature in small groups. Each group has been asked
to isolate the most important event in a specified chapter of
the novel, and to argue about why they think it important for
the rest of the book.
Later in the lesson, the groups come
together (one group has been working on each chapter) and give
their agreed decisions to the teacher, who writes them on the
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blackboard. A full class discussion follows in which representatives of different groups argue about whether they agree with
the suggestions of other groups. Gradually, links are built up
between events in different chapters, and a scheme of the relationships between different events in the book is sketched on
the blackboard.
The teacher acts simply as intermediary and
clarifier of points:
the final scheme derives from the discussion, not from a preconceived model, though unfruitful connections may have been discouraged by the identification of particularly sensitive or skilled readers from the class to argue
against them.
(5) An American teacher in Spain mimes a story to the class.
She does not speak at all, but accepts by gesture any correctly
called out interpretation of the story.
Almost all the class
are participating, calling out suggestions, entirely in English,
and turning them into contextualised narration when asked to.
There is a lot of laughter, and a lot of divergent thinking.
Not all the suggestions are sensible, but all the joking is in
English.
(This is an example of fluency activity with a whole
class structure.)
or communicative dimensions of these activities partly because
we now consider them compatible with, or even essential to, an
acquisition rather than a learning-based view of language teaching.
In fact, all these examples were noted from classrooms
before even Rivers' (1972) distinction between 'skill getting'
and 'skill using' was widely discussed, let alone the psychologically based distinctions of Lawler and Selinker (1971)
(automatic problem-solving performance), Krashen (1976) (acquisition vs. learning) or Bialystok and Frohlich (1977) (implicit
vs. explicit knowledge).
Now it is probable, I suggest, that many of the teachers
observed would not, during the period 1968-1975 when I watched
large numbers of lessons like those described, have made the
distinction I have indicated here.
For many people, as for
myself when I used group work procedures in the 1960s, this was
simply a device for enabling students to come more closely to
grips with the language than was possible in a full-frontal
situation. We saw small groups as devices to enable learners to
accomplish tasks; but we failed to make the crucial distinction
between types of task which is so obvious now.
Yet it was not the teachers who were wrong at this time.
Successes resulting from teaching of this kind were genuine
successes, and the pedagogic instincts that led many teachers to
adopt and retain such procedures were instincts which required
explanation, but which remained at least partially effective
even though they may have been based on a misunderstanding of
what was actually happening in class.
There is always the
possibility that practice will run ahead of theory, as well as
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the reverse.
And the terms in which the psychological or
psycholinguistic arguments are couched are not necessarily the
most appropriate ones for accounting for the pedagogic experience.
Rivers' descriptive rather than explanatory terms express, accurately though somewhat modestly, what appears to be
happening between the two sets of procedures—but we would not
happily allow that the two sets necessarily are revealing the
operation of internal mechanisms suggested by the other distinctions I have referred to here.
Yet 'skill using' and 'skill
getting'—apart from making a link with behaviourist learning
theories which is no longer relevant—do not express adequately
the key criterion for the 'acquisition-orientated' activities,
which is their improvisatory nature, the fact that students are
'talking (or listening or reading or writing) off the tops of
their heads', to borrow another Rivers phrase (1972). Students
are, in fact, communicating as language users, however inadequate their performance may be in formal terms.
We need a
language, not in the sense of another set of technical terms but
in the sense of a system of concepts which express pedagogic
realisation of teaching intuitions so that this can be related
to theoretical categories.
Out of the use of such a language
the kinds of self-conscious evaluation and self-monitoring of
professional performance that all teachers need will develop.
But languages, in this sense of integrated systems of concepts, do not develop simply by the wish that they should
appear.
They arise, like all other genuine languages, out of
communities communicating about their communal needs. And the
creation of such communities within teacher training will partly
depend on the development of integrated structures between
theory and practice. Insofar as the teacher preparation course
is a teaching programme, its requirements can be made transparent to students, so that they see their own position within
the same kinds of constraints as those which will operate on
courses that they themselves teach.
Public self-consciousness
on the part of teacher-trainers, making manifest the relations
between the practice in which tutors and students are mutually
engaged, and the theoretical justification related to administrative and practical constraints which inevitably define the
programme, will be one possible integrating device.
Designs
which specifically integrate theory with practice by means of
exemplification in the content of the course will provide
another means (this is not, of course, an original or profound
observation, but we should not avoid stating it simply because
it is obvious and often said).
In fact, it is often hard to
achieve a statement of close relationship between classroom
practices and theoretical principles, for the reasons which were
outlined earlier in this paper, so that this intention is often
honoured more in the breach than the observance.
But a range of methodological procedures for teacher education
can provide major integrative possibilities.
Simulation activities which are not concerned with modelling but with providing
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the occasion for analysis and discussion (whether based on
microteaching, peer-teaching, video recording of students in
real schools is not important for the principle) offer an excellent way of developing conventions for self-examination.
But
these procedures will only work if they are perceived as nonthreatening, which probably suggests that they should be completely independent of any testing or evaluation of student performance.
The point is that all discussion and demonstration
should be exploratory, starting from an acceptance of the lesson, and looking for ways in which it could have been developed,
the possible strategies available to the teacher (as seen both
from the outside and the inside), and the criteria for the
choices that were actually made and those which might have been
made in these or other definable circumstances.
As soon as
criteria for actual and possible decision making are introduced,
theory starts to become integrated with practice, for we can
only base our decisions on principles of broader application, so
that discussion of the kind provided here will constantly have
to relate specific decisions to general statements derived from
linguistics, psychology, sociology, or other pedagogically relevant disciplines.
An approach along these lines also has value in that it starts
from where the teacher actually is—it is in effect learner
centered. This, in practice, is a major advantage in inservice
teacher training work, but it is defensible in initial training
also, as it prevents students becoming imitative of good
teacher-trainers rather than integrating general principles to
themselves as they actually are. For those of us who work with
students of widely differing backgrounds, from many different
language groups and countries, or for teachers who are going to
teach in unpredictable circumstances, procedures of this kind
are essential.
But we may argue also that no good teacher,
however predictable and homogeneous the group of potential
students, will be able to treat them as being the same as any
previous group, for general specifications are always too crude
to predict the needs and wants of fresh learners.
For all
groups, then, there is a case to be made for interpretative
activity deriving from the strategies adopted in class by teachers, experienced and inexperienced. Furthermore, such an emphasis right from the beginning of teacher preparation ensures that
the responsibility for improvement within the profession is seen
as a public and corporate activity. Classrooms are not private
places, but public encounters with students, where both the
state and individual students are entitled to demand accountability. Procedures which establish a community of professionals, concerned with a constant monitoring of their work according to publicly discussed criteria, need to be inculcated from
the beginning of training if such public self-improvement is
seen as central to the development of responsible professionalism.
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The problem of creating a language independent of that of
linguistics or applied linguistics for educational methodology
in language teaching is particularly complex if we insist, as we
have been doing, on concepts which are to be applied to all
imaginable language teaching situations.
But, for reasons I
have hinted at here, there must be some concern for the profession as a whole. Demands made by society and students will vary
throughout a single teacher's career, even without the mobility
which many language teachers claim as one of the advantages of
their chosen field.
But all terms, distinctions, and categories
will demand reassessment.
A good example of a widespread
classification which now may do more harm than good is that of
the traditional 'four skills' of listening, speaking, reading,
and writing.
In communicative terms, this classification obscures the interactive process, by ignoring conversation or
argument altogether, and implying that listening and speaking
can be separated in normal situations. It also tends to concentrate on the behaviour as observed by an outsider analyst.
There seems little pedagogic justification for retaining this
set of four skills, for all too often its effect is to lead
teachers to identify writing with copying or graphological
representation of basic target language structures, and speaking
with pronunciation. There seems to be more sense in allowing:
(1) conversation/discussion, (2) comprehension (of extended text
or speech), (3) planning (essentially the same principles
whether of extended speech or writing), (4) extended writing,
(5) extended speaking (optional). And one may wish to add to
these, in particular circumstances, other abilities, such as
simultaneous translation, as David Stern (personal communication) has suggested to me. At least this classification enables
us to see the classroom activities specifically related to
normal linguistic behaviour, and not conflicting with the demands of treating language as discourse rather than form. There
may, of course, be arguments about the details of this formulation: perhaps (4) and (5) should be treated as subordinate to
(3).
But the arguments for some form of reorientation are compelling. Such arguments will arise naturally out of attempts to
interpret classroom behaviour in terms of the kinds of theoretical categories already referred to.
Whether or not we see such discussion as applied linguistics
depends on how rigid the limitations we wish to set on that
term.
There is a risk that we fall into the trap referred to
earlier in this paper of wishing to justify our problem-solving
activities in terms of a priori intellectually accepted disciplines.
For teacher preparation this may be disastrous.
The
central concern must be with acts of intervention in the lives
of students in institutions which already exist and are only
slightly adaptable to our wishes.
But at the same time our
understanding of language, of language learning, and of social
interaction—to name only three fields—can only benefit from
awareness of what happens in language classrooms. If language
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classrooms merely reflect the constructs of any outside discipline, the picture of what is going on there will be distorted,
and theorists will be fed their own categories back, so that we
shall engage permanently in self-fulfilling prophecies.
If, on
the other hand, teachers can develop systematic ways of communicating their own—experientially derived—understandings of what
they are doing, we shall have a source of understanding which
will challenge our preconceptions, suggest falsifications of
some of our hypotheses, and enable teaching itself to develop
more openly and actively. But the ways of teachers cannot be
the ways of observers and researchers.
They are operating
strongly on the basis of 'personal knowledge' (Winch 1958;
Polanyi 1958).
If we fail to acknowledge the relevance or
validity of this, and even more if we insist on its being converted inappropriately into the categories derived from applied
linguistic or other research, we shall obscure not only teaching, but our own fields as well.
Throughout this discussion I have tried to observe my own
precept and work from the point of view of the teacher-trainer
whose task is defined by the fundamental practical requirement
of producing competent teachers. There is in fact some confusion, in Britain and in the States, about what courses legitimately constitute teacher training.
Acheson's survey (reported
in Fanselow and Light 1977) of language teacher preparation in
Britain and the States, for example, seems to include as teacher
preparation courses which are really academic in intention.
As
an appendix to this paper I have added a summary of the major
courses relevant to ESOL available in Britain. The perspective
I have adopted for this paper is that of (3) and (4) of that
summary, with perhaps a little of (2). Valuable as (5)-(7) are,
it would be an error to assume that such activity is primarily
addressed to improving teaching.
Understanding teaching and
learning is important, but there are too many good teachers who
do not understand how or why they operate as they do, for us to
be able to identify teaching with either applied linguistics or
pedagogical theory. Establishing principled teaching will never
be exactly the same as understanding the principles of teaching.

APPENDIX
Comparative British Qualifications in ESOL.
(1)

Induction:

DES recognized training. . . .
EFL/ESL training.
Various

private

International House Certificate;
Up to 4 weeks full time.
Academic. . . .

sector

short

RSA Preparatory

courses;

Certificate.
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(2)
Induction/retraining:
DES recognized training. . . .
EFL/ESL training. Royal Society of Arts (RSA) Further Education Certificate; Trinity College Licentiate Diploma; RSA
Certificate in TESL in Multicultural Schools. About 10 weeks
full time or one year part time. (The last, alone, requires
candidates to be DES recognized teachers.)
Academic. . . .
(3) Basic professional training:
DES recognized training.
(a) 3-year Certificate from College
of Education (Cert.Ed.) or 4-year B.Ed., full time, or (b)
degree plus 1-year postgraduate Certificate in Education
(PGCE), full time, or (c) degree plus 1-year PGCE with EFL/ESL
main method, full time.
EFL/ESL training. (3a) plus EFL/ESL option (normally subsidiary), or (3b) plus EFL/ESL subsidiary.
Academic. . . .
(4) Inservice advanced professional training:
DES recognized training. . . .
EFL/ESL training.
University, polytechnic, and college of
higher education Diplomas/Certificates in EFL/ESL. Full time
and part time up to equivalent of one year full time.
Academic. Same as for EFL/ESL training.
(5) Relevant advanced academic taught courses:
DES recognized training. . . .
EFL/ESL training. . . .
Academic. M.A./M.Sc./M.Ed. in ( e . g . ) English in Education,
Language in Education, Applied Linguistics, e t c .
(6) Relevant research:
DES recognized training. . . .
EFL/ESL training. . . .
Academic. M.Phil, or Ph.D. in Applied Linguistics or Language
Education.
(7) Possibly relevant advanced courses:
DES recognized training. . . .
EFL/ESL training. . . .
Academic: Diplomas/M.A./M.Sc., etc. in Literature, Linguistics, Anthropology, etc.
Notes
1. Only (l)-(4) are relevant to competence as a teacher.
2. Only DES recognized training qualifications can certify
candidates as state registered teachers; only EFL/ESL training
qualifications can provide training in EFL/ESL teaching.
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OPTIMAL LANGUAGE LEARNING ENVIRONMENTS*
Marina Burt and Heidi Dulay

Bloomsbury West, San Francisco
Language learning is a two-way street. Learners, and all the
mental and physical machinery they come with, comprise one
dimension. The environment, including the teacher, the classroom and the surrounding community, is the other. During the
last ten years of second language research, the focus was mostly
on the learner: on learning strategies and styles, on attitudes
and motivation, on cognitive and neurological mechanisms. In
the last few years, the research pendulum has begin to swing in
the other direction; researchers are paying attention to the
environment surrounding the learner. Describing the kind of
speech learners hear—"motherese," "teacher talk," and "foreigner talk," for example—is a favorite topic.
We have put the learner and the environment together in this
effort to present facts about language learning that will be
maximally applicable to teaching. We begin with the assumption
that learners do not pay equal attention to, nor do they try to
process, everything they hear or read. In other words, not
everything available in the environment—even language directed
at the learner—will trigger learning. Crucial to a description
of language learning, therefore, are answers to the question:
What features of the environment enhance second language acquisition? This chapter summarizes the results of our efforts to
answer that question.
We have scoured the research literature and have accumulated a
cache of relevant studies, enough to draw four major conclusions. In this paper we present these conclusions together with
supporting data, and we offer suggestions for their application.
Finally, we locate the environment within the broader context of
the entire language acquisition process.
•Reprinted with permission from The Second Language Classroom: Directions for the 1980's. Edited by James E. Alatis,
Howard B. Altman, and Penelope M. Alatis. Copyright © 1980 by
Oxford University Press, Inc., New York.
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Major findings
A natural language environment is necessary for optimal language acquisition.
A natural language environment exists
whenever the focus of the speakers is on the content of the
communication rather than on language itself.
An ordinary
conversation between two people is natural, and so are natural
verbal exchanges at a store, a bank or a party. The participants in these exchanges care about giving and receiving information or opinions, and although they use language structures,
they do so with virtually no conscious awareness of the structures used. Likewise, reading for information or entertainment,
or film or television viewing are also natural uses of language.
All these activities provide the participants with natural
exposure to the language.
Observed effects of natural exposure.
John Carroll's
(1967) much publicized survey of nearly 3000 college foreign
language majors was one of the first to demonstrate the beneficial effects of natural language exposure for second language
acquisition.
Carroll found that most of the French, German,
Russian, and Spanish majors in American colleges and universities did not demonstrate very good foreign language skills.
Their average scores on the Modern Language Association Foreign Language Proficiency Test corresponded to a Foreign
Service Institute rating of two-plus (out of five): between
"limited working proficiency" and "minimum professional proficiency."
Naturally, some students did better than others, and this is
where Carroll demonstrates the benefits of natural exposure. He
found that students who reported a year's study abroad performed
best; those who reported a summer or a tour abroad performed
next best; and both of these groups outperformed those who had
never studied in a host country, but only in a formal foreign
language learning environment (such as learning French in the
United States).
The host language environment (such as French in France or
English in the United States) is one which permits learners to
talk with native target language speaking peers about issues
relating to their lives in the new environment.
It provides
maximum opportunities for natural language exposure.
With careful planning, natural language exposure can also be
made available within a foreign language environment. When it
is, language learning results improve noticeably. For example,
one group of researchers (Scott, Saegert and Tucker, 1974)
studying students learning English in Egypt and Lebanon found
that all students studying English did not automatically improve
over time. Only some did. Students who had experienced learning academic subjects in English improved steadily over time,
while those who only studied English in a formal language classroom situation did not improve as steadily.

76 / Marina Burt and Heidi Dulay
Using a content subject such as biology to expose students to
a new language is a way of providing natural exposure to the
language.
The focus of the participants is on the content—
biology—and this is the necessary ingredient for a natural
language environment.
The much discussed "immersion programs," such as those in
Canada (Lambert and Tucker, 1972), also show the value of
natural language environments for language acquisition. Immersion programs were designed for students who speak a majority
language (such as English in the United States or Canada) as
their first language and who wish to learn the minority language
(such as Spanish in the United States) as a second language. In
these programs, the language the students are learning is used
as the medium of subject matter instruction.
French immersion programs have existed for English-speaking
children in Canada for over a decade, and a Spanish immersion
program for English-speaking children has been operating for
several years in Culver City, California.
In evaluating the
programs, it has been demonstrated that the children developed a
level of language competence in their second language "that even
the most optimistic second language teacher would not set for a
student following the traditional FLES (Foreign Language in the
Elementary School) program" (Bruck, Lambert and Tucker, 1974:
203).
In immersion programs, the language is used as a vehicle to
focus on subject matter content. Since content is the focus of
the participants, immersion programs provide a natural language
environment.
Communicative interactions must match the learner's level of
language development. When learning a new language, learners appear to pass through at least three kinds of communication
phases: one-way, partial two-way, and full two-way.
In one-way communication, the learner listens to or reads
the target language, but does not communicate back. The communication is one-way, towards the learner, not from the learner.
Listening to speeches and radio programs, watching films and
most television programs, and reading books and magazines are
examples of one-way communication.
In partial two-way communication, the learner may respond
orally to someone, but the communication is not in the target
language. The response may be in the learner's first language
or may be nonverbal, such as a nod or other physical response.
In full two-way communication the learner speaks the
target language, acting as both recipient and sender of verbal
messages in the target language.
Learners appear to tend toward these types of communication at
different times during the learning process.
Observations of natural language learning.
When left to
their own devices, learners have been shown to rely on one-way
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and partial two-way communication during the early stages of
language learning, waiting until much later to participate in
full two-way communication. This tendency is examplified by the
Vaupes River Indians in South America (Sorenson, 1967) who may
well be the world's leading experts in practical language learning.
Almost two dozen mutually unintelligible languages are
spoken in a small area populated by a group of about 10,000
people. It is the custom in this Indian culture to marry outside one's language group—people must find mates who do not
speak their language! As a consequence, children must learn at
least three languages from the start:
their mother's, their
father's and the lingua franca of the area (Tukano). More languages are typically acquired as the individual grows up, and
this extraordinary language learning continues
throughout
adolescence, adulthood, and even into the later years.
What do these extraordinary people do to help them learn a new
language?
Sorenson writes that "the Indians do not practice
speaking a language they do not know well yet. Instead, they
passively learn lists of words, forms, and phrases in it and
familiarize themselves with the sound of its pronunciation...
They make an occasional attempt to speak a new language in an
appropriate situation, but, if it does not come easily, they
will not force it" (Sorenson, 1967:680, emphasis ours).
Sorenson's description documents learners' reliance on one-way
and partial two-way communication in the early learning stages.
Not until learners feel ready to speak the new language do they
even attempt to do so.
Children learning their first language have almost always
been observed to understand language before being able to
produce it. Researchers and observant parents have all noticed
that children begin by listening to language from one to three
years before beginning to speak it (Brown, 1973; Bloom, 1970).
All the while, of course, they are developing comprehension
skills, demonstrating their understanding by doing the things
asked of them, such as drinking their milk (partial two-way
communication).
Researchers studying children learning a second language
have also observed the gradual transition from one-way to twoway communication.
Unless adults (teachers or others) force
children to speak in the new language, they typically exhibit
a silent period from one to five months.
During this period,
the young second language learners concentrate on comprehension
and opt for one-way or partial two-way communication.
For example, one otherwise outgoing immigrant boy learning
English at a school in southern California said nothing at all
for the first two weeks and spoke only a few words during the
next two weeks, mostly memorized phrases to communicate
essential needs (Huang and Hatch, 1978).
English-speaking
children aged four to nine, enrolled in Swiss schools where
French was the language of instruction, did not volunteer
anything in the new language for a prolonged period; some said
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nothing for several months (Ervin-Tripp, 1974).
Similarly,
Hakuta (1974) reports that he could not begin his study until
some five months after his subject had been exposed to English
because she produced almost no speech before that time.
Instead, the little girl demonstrated only comprehension of the
language.
It appears that second language learners naturally begin by
listening, then they respond nonverbally or in their own language, and finally they start producing the new language.

Classroom research on the effects of a silent period. Two
studies on the effects of a silent period for the first one
to three months of language instruction provide support for
incorporating the natural tendencies of language learners into a
curriculum. Postovsky (1974; 1977) experimented with American
adult students studying Russian in an intensive six-hour-per-day
course at the Defense Language Institute in Monterey, California.
Students were instructed not to respond orally, but to
write their answers to classroom exercises (partial two-way
communication).
Students who experienced the silent period
during the first month of the intensive course outperformed
those who were made to speak from the beginning in both pronunciation and control of grammar (Postovsky, 1977:18).
Fifty English-speaking children learning Spanish in a southern
California school were studied during the first five months of
instruction (Gary, 1975). Half of the children received a regular Spanish course in which oral responses in Spanish were
required (full two-way communication).
The other students
experienced a silent period first.
They did not practice any
oral Spanish for the first fourteen weeks of the course (they
indicated comprehension nonverbally) and responded orally only
for the first half of the lesson during the remaining eight
weeks.
At the end of the twenty-two weeks, both groups of
children were tested for production and comprehension skills in
Spanish. In listening comprehension, the partial two-way group
outperformed the full two-way group, as might be expected. The
partial two-way group, however, also did as well on the speaking tests as the group which had been practicing speaking
since the first day.
Apparently, matching the type of communicative interaction
with the learners' level of language development maximizes the
students' likelihood for success.

Target language input must be comprehensible to the learner.
Students' ability to organize the new language system depends
largely on how well they can understand what they hear or read.
When students are at the early stages of learning how to speak a
new language, they know few words in the language and therefore
need to see the meaning of much of what they hear.
Concrete referents
for verbal input comprise, therefore,
an
important ingredient of a learner's early language environment.
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Concrete referents refer to extra-linguistic items that can
help the learner grasp the meaning of the sounds of the new
language. They include things and activities that can be seen,
heard, or felt while the language is being used.
Experienced
teachers usually provide concrete referents in the form of
visual aids, motor activities and other "here-and-now" kinds of
extra-linguistic support.
Examples of the here-and-now principle abound in the literature on children's learning of a first language.
Parents or
others describe what children are doing, or what they have just
done:
That's a nice sandcastle!
Oh, you spilled your milk!
Or they tell children what to do:
Drink your juice!
Stop
that!
Or they ask questions about the children's ongoing
activities: Is that a doggie? Where is your sock?
These native speakers do not generally talk to children about
activities displaced in time and space, such as what will happen
next week, what is going on down the block, not to mention next
year or events in another country.
Language environments for young second language learners are
also often concrete.
Questions such as Is this your ball?
What color is your car? follow the here-and-now principle and
give the learner the extra-linguistic support necessary to
understand the new language (Wagner-Gough, 1975) . Native speaking peers who play with the newcomers in school appear to
realize the importance of concrete referents for comprehension.
Fillmore (1976) notes that when an English-speaking child she
studied wanted to tell a fairly new immigrant child about an
upcoming television program, the first child asked a bilingual
adult to tell the second one about it in Spanish because "he
won't know what I'm saying." The English-speaking child realized he could not provide any concrete referents for a future
television program, so he asked a bilingual to say it in his
playmate's native language.
While concrete referents are often provided in second language
classrooms for younger children, they are often forgotten for
older learners, who need them just as much. For example, one
researcher documented the following questions being asked of a
newly arrived immigrant who was thirteen years old: What are
you gonna do tonight? What do you do at home? What do we mean
by 'question mark'? (Wagner-Gough, 1975).
Although these
questions may not seem difficult to a native English speaker,
the absence of a single concrete referent makes it impossible
for the learner to figure out what the meaning is without knowing the meaning of the words already.
Older learners, like younger ones, benefit from adherence to
the here-and-now principle, especially in the early stages of
instruction.
Rather than talking about doggie or toys with
older students, one would select more appropriate objects and
activities, such as money or food. But whatever the choice, the
objects and activities chosen should have concrete referents so
that learners can figure out the meaning of the language used.
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Language learners attend t o , and acquire, the language and
dialect spoken by people with whom they identify.
The
source of the language the learner hears is the fourth significant environmental factor that researchers have found influences
a language learner's performance. Several speaker models may be
available (anyone who speaks the target language is a potential
model), but learners do not draw on them equally.
To date,
evidence has been presented which demonstrates speaker model
preferences of three sorts:
peers over teachers, peers over
parents, and one's own ethnic group members over non-members.
When both a teacher and peers speak the target language,
learners have been observed to prefer their peers as models.
For example, a seven-year-old Japanese speaking child who had
immigrated to Hawaii acquired the Hawaiian Creole English of his
agemates, rather than the Standard English of his teachers
during his first school year. When the boy moved to a middle
class neighborhood the following year, he quickly picked up the
Standard English that his new friends spoke (Milon, 1975).
In immersion programs where the teacher is typically the only
native speaker of the target language to whom the children are
exposed during the school day, children show unexpected gaps in
their control of the target language, even after four to seven
years in the program (see Bruck, Lambert and Tucker, 1975 for
the St. Lambert French immersion program; Plann, 1977 for the
Culver City Spanish immersion program).
The development of such "immersion varieties" of target
languages does not appear to be attributable to any learning
problems of the children, nor to the quality of the target
language spoken by the teachers during the school day. Instead,
the outcome seems to be directly attributable to the preference
these children have for their peers as speech models.
In the
immersion programs, it happens that all the preferred models are
themselves struggling with the new language.
Peers are also preferred over parents as language models,
whether they speak standard or nonstandard varieties of the
target language. In first language learning, it has been found
that when the speech characteristics of peers and parents
differ, the children will tend to acquire the speech characteristics of their peers (Stewart, 1964; Labov, 1972).
Finally, some children have been observed to tend towards the
dialect or language spoken by members of their own ethnic group.
For example, Benton (1964; cited in Richards, 1974) reports that
Maori children learn the English dialect of their own ethnic
group rather than the standard New Zealand English spoken by
other children.
These examples indicate the language learners attend selectively to different target language speakers.
They learn from
some but not from others.
Instructional applications.
The environments we have discussed here that make a difference in language learning seem to
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be those that enhance the students' "creative construction" of
the new language. They provide learners with rich exposure to
natural language used by people with whom the learner identifies, at a level of comprehension and learner participation that
is attuned to the learner's stage of second language development. 1
Optimal language learning environments can be (and have been)
created by teachers in classrooms. One just has to be willing
to subordinate linguistic form to subject content for a major
part of the curriculum.
One also has to be willing to explore
materials that may not have been designed for language teaching
purposes but can be adapted to meet those needs. Conversely,
adapting existing language teaching materials so that they more
readily conform to the requisite characteristics is often necessary.
Among the activities that are most frequently suggested as
effective second language lessons are science experiments. They
usually involve doing things and giving and receiving instructions that have concrete referents.
Although science experiments may illustrate an abstract physical law, the experiment
itself involves activities firmly rooted in the here-and-now.
Science in general is a good choice for the content of a second
language course.
Science lessons lend themselves to natural,
concrete communicative interactions which may be one-way, partial two-way, or full two-way, depending on the learner's readiness to use the new language. The nature of the interactions
can be planned in advance by the teacher in response to the
students' states of readiness to use the language.
Science
projects also provide opportunities to pair or group together
students of various proficiency levels, so that the less proficient have peer language models while the more proficient have
opportunities to use the new language without feeling linguistically inferior.
Not all language teachers take readily to science, however.
Arts and crafts, some business and finance topics, cooking, or
health, nutrition and safety provide equally effective topics
for language lessons.
Since the ultimate objective of a language class is to teach language, a teacher need not feel obligated to teach any particular content, unless, of course, the
program is one designed for special purposes (such as scientific
German or business English).
Otherwise, areas in which the
teacher is most at ease and the students most interested will
probably be the best choice.
Other effective activities that traditionally have been part
of second language classes are nonlinguistic games (such as
indoor baseball), communication games, and role play. For these
and the other activities described above to be successful, the
focus of both teacher and students should be on the activity
rather than on the language forms they are using. Correction of
student errors should, therefore, be kept at a minimum, while
communication should be maximized.
Teachers should accept
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students' use of their native languages in the second language
classroom while they themselves use only the target language.
During the silent period at the beginning of language learning, the teacher has to work extra hard, since she or he does
most if not all of the talking.
Films, film strips, cassettes
and records, however, may provide some respite to the teacher,
while getting students used to the sounds and rhythms of the new
language.
Reading activities are also useful, as long as students are not asked to read aloud.
The "total physical response" method developed by Asher (1965; 1969; and Asher,
Kusudo, and de la Torre, 1974) has been integrated into a text
which provides many ideas and lessons for the silent phase of an
English curriculum (Romijn and Seely, 1979).
In a host language environment, where the target language
is that used by the community at large, teachers may draw on the
rich language resources outside the classroom. Taking students
on field trips or arranging events in which native speakers of
the target language who are peers of the second language students participate are a few such out-of-classroom activities
which provide good language learning opportunities, if organized
well. In a host language environment, a language teacher who
can incorporate outside resources into the curriculum will be
helping students make optimum use of a rich natural second
language environment.
Foreign language teaching is more difficult.
The teacher
has virtually no outside help, since the target language is not
spoken outside the classroom.
Thus the teacher, along with
films, film strips, records and tapes, becomes the sole source
of a learner's target language environment. In such situations,
it is probably realistic not to expect great accomplishments
from students but to be satisfied if a student reaches what
Virginia French Allen calls "entry level" skill in the new
language. (See V. F. Allen's chapter in The Second Language
Classroom:
Directions for the 1980's.
Edited by James E.
Alatis, Howard B. Altman, and Penelope M. Alatis. New York:
Oxford University Press.)
Encouraging students to visit the
countries in which the target language is spoken, and giving
them cultural information to ease their initial adjustment,
comprise, therefore, an important part of a foreign language
course.
Further, if subject matter classes in the foreign
language are offered at the same institution ( e . g . , biology in
English taught at the American University in Beirut, or Physics
in English taught at the University of Puerto Rico), students of
English should be encouraged to attend, if only to acquire
better English (rather than learn a lot of physics or biology).
Finally, in applying research findings on language learning,
it is best to use Mary Finocchiaro's framework for program development as a checklist to ensure comprehensive and cohesive
application. Dr. Finocchiaro suggests the acronym "COMET" to
remember all the program components into which instructional
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changes should be incorporated (Finocchiaro & Ekstrand, 1977:
217):
C-urriculum
O-bjectives
M-ethods and materials
E-valuation
T-eachers (preparation and skills)
Internal context for environmental input.
Lest we have
given the impression that all that matters in language learning
is the environment, we conclude with a picture of the entire
language acquisition process, of which environmental input is a
part (Figure 1).

Figure 1,

Working Model for
Acquisition.*

Creative

Construction in L2

INTERNAL PROCESSING
Personality

Learner's
Verbal
Performance

Language
Environment

First
Language
•This is an updated version of the model presented in Dulay and
Burt, 1977.
Elsewhere we have described in detail each aspect of the process
(Dulay, Burt and Krashen, forthcoming; Dulay and Burt, 1977).
Suffice it here to say that the environment provides the raw
language material which the learner filters, organizes and
monitors according to principles applicable to most human
beings.
These principles are responsible for similarities in
errors, acquisition orders and transitional rules that have been
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observed in the performance of second language learners the
world over. Differences in environment, age, personality, and
first language background of learners also affect language
processing and result in variations in verbal
performance.
These variations, however, do not obscure the regularities which
attest to the universal internal machanisms at work in language
teaching.
Teaching a second language means creating for students a part
or all of their target language environment. It means working
with their natural language learning capacities and tendencies
in a process which is a two-way street.

Note
1. See Dulay, Burt, and Krashen (1981) for a more detailed
presentation of optimal language learning environments than is
possible in this short chapter.
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PRINCIPLES AND PROBLEMS FOR INSET
IN IMPLEMENTING A COMMUNICATIVE CURRICULUM
Christopher N. Candlin
University of Lancaster
Preliminary.
This paper is couched in terms of a set of
principles for practice in In-Service Teacher Education and
Training (INSET) within a communicatively oriented curriculum
for modern languages, primarily, though not exclusively focussed
upon secondary level schooling in a European context. In addition to these principles, the paper identifies a number of
problems, both definitional and implementational, relating to
the practice of these principles, both in the classroom and the
curriculum context.
The paper is intended as a focus for
discussion, rather than a set of prescriptions.
The impetus to the paper is fourfold:
(1) the discussion on
the essentials of a communicative curriculum in language teaching in Breen and Candlin (1980); (2) the discussion on the
evaluation of INSET in Salmon (1981) and that on curriculum
change through teacher qualification and requalification in
Nissen, Teschner, Takala, and Haft (1981); (3) the discussion on
INSET within the Council of Europe framework (though not exclusively) reported in Edelhoff (1981), Edelhoff and Candlin
(1981); (4) the discussions on the practice in B.A.G. (1972,
1973a, 1973b, 1974a, 1974b, 1975a, 1975b, 1976, 1978a, 1978b,
1981a, 1981b); in a European and cross-language context in
Candlin (1981); and in a Lancaster context in Murphy (1982) and
Waters (1983).
1.
We can apply to INSET the three interrelated questions
appropriate to any curriculum. We can ask:
(1) What is to be learned?
(2) How is the learning to be undertaken and achieved?
(3) To what extent is the former appropriate and the latter
effective?
In posing these questions we can further see them as sequenced
in some linear order of asking such that content provides the
input to method and method + content to evaluation, or we can
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requires an attitude to classroom practice which sees it as an
observatory and as an experimental laboratory, able to observe
and collect relevant outside data (say on language, say on language learning) and test it in the experiment of second language
teaching and learning. Most second language teachers are second
language speakers. INSET has a reflexive purpose in developing
teachers' own communication skills so that they can empathise
with the communication they and their learners create within the
classroom. In stressing curriculum change as a major INSET purpose, we beg the question of direction. This reflects ideology.
INSET needs to adopt a critical stance, especially in relation
to learners' long-term and short-term communication needs,
access to second language teaching, and the institutional purposes of the curriculum, particularly in terms of social engineering. Most importantly, INSET needs to begin from teachers'
own initial perceptions of the purposes and obstacles in their
second language teaching experience and their own awareness of
what they personally need.
3.
Turning now to method and content, it is important
to stress that we see them as interdependent. Following Postman
and Weingartner (1969), we do not see content as existing independent of the teacher and indifferent to the medium of its
transmission.
With them we see 'the critical content of any
learning experience as the method or process through which the
learning occurs'.
New content arises from an INSET syllabus
focussed on 'why', not from one focussed on 'what'.
Such an orientation requires us to characterise our INSET
audience.
Typically, they are heterogeneous against all relevant variables: fluency, experience, openness to new concepts,
attitudes to language and to learning, access to materials,
availability for INSET programmes, etc. At the same time they
share, in our experience, certain common ground. Their initial
teacher training has been convergent and subservient in its outlook and in its methodology, divorced from practice, compartmentalised and antithetical to the principles and practice of
INSET as set out in this paper. Furthermore, and very significantly, they share fears about their own competence both in
terms of existing requirements and the demands they anticipate
INSET will pose upon them de novo. They accept that their own
contribution to any curriculum debate is likely to be minimal
and that even their own classroom freedom of manoeuvre is
circumscribed by authority.
They are, by and large, isolated
and unresourced. For particular discussion, see Murphy (1982).
What ought, then, to be the characteristics of a communicatively oriented INSET content and methodology?
(Candlin 1981,
Edelhoff and Candlin 1981, B.A.G. passim.)
To reemphasise the point made under (2), INSET needs to begin
from the present knowledge, attitudes, objectives, and methods
of its participants.
Initially (and throughout), we need to
make them aware of their own fears and preconceptions, their own
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definitions of teacher and learner roles, the (im)mutability of
their situational constraints, their own ways of behaving, their
openness to alternatives, and their availability of choice. We
see change as only possible through such self-awareness made
conscious and active through the search for solutions to relevant problems.
Of prime importance is the need to create an
empathy with the second language learner. This can be achieved
through microlanguage learning and using sessions focussing both
on language and learning strategy (Candlin and Breen 1981, 1982)
and on social and group processes in the classroom (Breen 1982,
B.A.G. 1983). In such sessions, teachers experience the learner's role and have the opportunity of evaluating that experience. From that experience, and from their readings and evaluations of their own and others' classroom performance, they can
come to isolate the key characteristics of communicative language learning, namely, the sharing of meanings, experiences,
and affects (Breen and Candlin 1980). Moreover, they can come
to realise that such characteristics themselves depend upon an
investigation
of
concepts
such
as
negotiation,
abilities
such
as
interpretation
and
expression,
and
activities
such as problem solving and evaluating.
The purpose for
INSET which arises from such an orientation is that of developing in the learner what the INSET programme has desirably developed in the teacher:
active involvement, tolerance of personal
shortcomings, encouragement of initiative, self-management and
independence, social involvement and cooperative behaviour.
What would be an appropriate INSET methodology for such a set
of characteristics?
Our discussion here necessarily relates
backwards to our earlier discussion on INSET purposes and
forward to subsequent remarks on evaluation.
This inevitably
strengthens our premise that curriculum components are interdependent.
Involved are the following:
precourse questionnaires and
classroom visits as an aid to establishing participant conditions and attitudes from which to identify general and idiosyncratic needs and contributions; on such a basis to discuss INSET
course organisation with participants, in particular focussing
on tasks, data, and possible outcomes; when working on data, to
mix both participant-supplied and trainer-supplied material and
to establish a variety of working routines:
brainstorming,
gaming, and simulating, individual, pair, and small group work
on analysis and evaluation, emphasising participant-produced and
agreed criteria; in all, underlining an integration of INSET
'moments',
of
experience,
of
principle,
of
constraint,
and of technique,
while allowing for particular concentration on one or another at certain times within the course.
The role of the INSET organiser needs also to be in harmony
with that forecast for the teacher in the classroom, namely,
that of an interdependent participant, sharing work experiences
and conditions, seeing potential in INSET tasks, resourcing
participants, researching into the effectiveness of INSET pro-

Principles and problems for INSET / 91
grammes through an observation and analysis of their process;
above all, a making explicit and sharing of products and processes against negotiated criteria, both within the course
itself and subsequently. For further discussion of these points
in respect of language learning and teaching in the classroom,
see Breen and Candlin (1980), Candlin and Edelhoff (1982).
4.
A focus on the evaluation of INSET programmes in
second language teaching allows us the opportunity of expanding
on some of the introductory points made about the general purposes of INSET. Effecting curriculum change, within the school
and a fortiori within a regional or national setting, is a
process, not an event.
It is achieved over time and via a
variety of stages.
Moreover, in the classroom, accepting the
interrelationship of agencies for change, it is the individual
teacher that is the primary focus for change.
Change, after
all, is a highly personal experience, as much if not more influenced by affective variables than by technical support. Contact
and continuing contact with INSET participants (cf. B.A.G.
passim) suggests that the object of change needs to be sharply
identified and that there will be gradual and varied stages in
the identification of change by individuals.
One learns to be
wary of the Eureka effect. We may assume therefore that INSET,
as I have emphasised, will need to be diagnostic of the individual and his/her teaching situation and that the organiser of
INSET programmes will have to work in an adaptive and systematic
way.
For further discussion of these points, see Hall and
Loucks (1978), George and Rutherford (1978), and Hall (1978).
What should be the foci for the evaluation of INSET? These
relate to our discussion on purposes and content/methodology.
We need to evaluate any changes in teacher attitudes in the
context of a variety of variables:
of published materials,
learner error, the nature of language, learner ability, and
learner individuality and difference.
We need to evaluate
changes in teachers' awareness, in particular of their role in
the process of second language teaching and learning. We need
to evaluate the degree to which they can emancipate themselves
from imposed constraints of material and assessment procedures
of their learners, and the degree to which their confidence in
using the target language and in exploiting resources for communication has been enhanced and their knowledge of the language
augmented.
We need, certainly, to evaluate the refinement of
their own skills in the management and organisation of classroom
learning.
In Candlin (1981) there is a checklist of questions for the
evaluation process in respect of these foci which is worthwhile
indicating here.
Where?
during the course itself
in school
at home
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in a research institute
in a teachers' centre
on a follow-up INSET course or session
When?
before the course
during the course
at the end of the course
after the course (short-term and long-term)
By whom?
course organisers/trainers
course participants
external observers
For whom?
educational authorities
course organisers/trainers
course participants
potential participants
research community
Why?
to justify expenditures
to raise further funds
to improve present /future, similar/ dissimilar courses
to offer feedback to participants
to confirm participation on future courses
to provide research insights

How?
on the basis of the following data:
(1) Nonempirical:
critical discussion and description of the curriculum,
teacher attitudes, rewards, etc.
(2) Empirical:
questionnaires
interviews
observations (including microteaching)
simulations (including materials production,
lesson
planning)
case studies
diary studies
follow-up reports and meetings
For extensive discussion of a variety of models of INSET evaluation, see Salmon (1981) and for a particular example at the
local institutional level, see Murphy (1982).
5.
I have identified here some of the characteristics of
an INSET programme for second language teachers informed by a
process view of the curriculum in which the curriculum components mutually influence each other: where decisions on INSET
objectives do not take place without reference to their likely
implementation and evaluation, where the opportunities and
experiences offered to and chosen by participants reflect the
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curriculum purposes and are themselves subject to evaluation,
where feedback and evaluation not only serve to indicate and
guide the progress of the participants but also offer information for the ongoing improvement of the INSET curriculum itself.
I have set this discussion of INSET principles in the context of
a communicative view of language learning and teaching, and have
identified sufficient common ground (see Breen and Candlin 1980)
that we might warrant an unstated premiss that the experience of
INSET for teachers ought to match the experiences they offer to
their classroom learners.
It may be useful, at the end of this section on principles, to
cite some of the 'reasonable hypotheses' about INSET from Cruikshank, Lorish, and Thompson (1979), quoted in Salmon (1981), and
to consider how closely they reflect the characteristics outlined so far in this paper.
(1) 'School-based and college-based in-service programmes
were equally successful in improving teachers' knowledge, but school-based programmes were slightly more
successful in improving teaching skills.'
(2) 'All programmes in which teachers engaged in self-instruction by using prepared materials, objectives, and
planned guidance were successful.'
(3) 'Programmes that attempted to change teacher behaviour
only were more frequently successful than programmes
that attempted to change teacher behaviour and consequently pupil behaviour-'
(4) 'Programmes that emphasised demonstration, supervised
trials and feedback were more frequently successful
than programmes in which teachers were expected to make
unsupervised applications at some future time.'
(5) 'Programmes in which teachers shared ideas and provided
material assistance to each other were more frequently
successful than programmes in which teachers did not.'
(Based on a review of 97 INSET evaluation studies)
6.
Can we identify particular problem areas in respect of
the principles outlined in Sections 1-5?
I propose to address
this question in two ways: firstly, to suggest in the abstract,
but based on the fourfold impetus to this paper identified at
the outset, where problems may lie; secondly, to offer a particular product from a mixed-nationality INSET programme, characterize it briefly, and use it as a means of problem raising.
Undoubtedly, one of the major problems associated with INSET
in any field, but particularly in second language teaching and
learning, is that there is little or no evidence available on
the effectiveness of such programmes. This is in part due to
lack of clarity as to what might constitute effectiveness.
Is
it to be measured in terms of curriculum change (as we have
emphasised) or in terms of teacher motivation, or in terms of
learner performance and skill? No doubt there are other criteria against which effectiveness could be judged.
Even if we
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were able to measure teacher effectiveness
after
INSET
programmes, it is difficult to link such effectiveness to the
many variables involved in the INSET programme, namely, cognitive and linguistic knowledge, classroom performance, sociability and cooperativeness, inter alia. Moreover, if we were able
to make such a causal link there would be a movement to reduce
the process aspect of INSET we have been advocating (which is
highly regarded by participants and is consonant with a particular approach to curriculum design) in favour of an utilitarian,
objectives-led focus on particular isolated components, to the
detriment of the educational value of the programmes.
It is
likely that such programmes would rapidly come under the control
of a centralised authority and adopt a standardising top-down
approach, in short, the antithesis of participatory INSET.
Nonetheless, we have to acknowledge that our ignorance of the
conditions of the INSET participants' workplaces makes it wellnigh impossible for us to predict what effect any innovation
introduced within INSET may turn out to have on practical classroom teaching and learning.
What we do know is that unless
INSET programmes are consistently followed through and teachers
resourced, then innovations will be fragmented and unsystematic.
Ultimately, in Charles Alderson's apt phrase, there will be no
life after the course.
It is worth reflecting on the plethora of conceivably relevant
variables which may impinge on the reaction of participants to
INSET courses, both during the process and afterwards, before we
become too sanguine about summative evaluation.
The list is
drawn from a recent paper by Ulrich Bliesener (1981):
(1) participants' school type and location,
(2) the variable flexibility of curricula in the school,
(3) participants' preservice training,
(4) participants' inservice experience,
(5) participants' understanding of the subject,
(6) participants' particular classroom situation,
(7) participants' personalities,
(8) participants' variable interpretations of INSET objectives,
(9) participants' reactions to INSET trainers,
(10) the gap between innovation planning and innovation implementation.
No doubt, with some thought, the list could be extended. More
significant than the length of the list, however, is the degree
to which it forces us back to the participatory and process
focus that we have been advocating.
Such a view of INSET,
sensitive to formative evaluation, offers the only chance of
beginning to understand the effects on participant reactions of
even a few of these variables. The challenge then becomes one
which is by now a commonplace in social method, namely, the
accommodation to be made between quantitative positivism and a
qualitative explanation.
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PROBLEM SOLVING: A BRIDGE BUILDER
BETWEEN THEORY AND PRACTICE
Marianne Celce-Murcia
University of California, Los Angeles
0.
Introduction.
First of all, when I refer to problem
solving as a bridge builder between theory and practice in language teacher education, I am in fact referring to the preparation of teachers of English as a second or foreign language—
especially in postgraduate university programs—because that is
the context in which my own training and teaching experience
have taken place. However, much of what I propose also applies
directly to the preparation of teachers of any foreign or second
language and indirectly to all teacher preparation, regardless
of subject matter. 1
Second, in relating problem-solving activities to language
teacher preparation, I am going to focus on the preservice
preparation of ESL/EFL teachers. Again, this is because most of
the teacher education I have done thus far involves preservice
teacher preparation.
However, I believe that it is also very
important that inservice trainers of second language teachers
incorporate as many problem-solving activities as possible into
their workshops and short courses.
(As a matter of fact, in
inservice training many of the problems to be dealt with can
come from the teachers themselves.)
Third, I make a distinction between 'problem solving' and
'decision making'.
The processes are clearly related, but I
feel that the term 'decision making' should be reserved for
higher order, more abstract policy decisions where the process
includes enough time to gather data and carry out research. The
term 'problem solving' can then be used to refer to on-the-spot
assessment of problems and conflicts in situations that require
more or less immediate resolution.
Another way of looking at
the distinction would be to say that 'decision making' is the
more general term and that it subsumes 'problem solving', which
is the more specific term.
In any case, for the apprentice
teacher or the classroom teacher, problem solving is of more
immediate relevance than is decision making.
97
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My proposal is that the theory-practice gap existing in most
language teacher preparation programs can be greatly alleviated
by the integration of relevant problem-solving activities into
all required courses.
If, in addition to this, the practical
element can be made a more truly problem-solving experience, the
trainees will further develop their skills and will be better
prepared to cope with second language teaching in a variety of
circumstances.
1.
Language teaching as problem solving.
At UCLA the
School of Engineering and the Graduate School of Management have
long required their students to take special courses in creative
problem solving so that the students would be well equipped to
cope with the kinds of tasks they would have to perform both in
their studies and after graduation.
What has generally not been recognized by our profession, if
we look at the literature, 2 is that successful language teaching—like engineering and business management—also requires the
application of creative problem solving on many levels.
There
is, in fact, a certain irony in this oversight since for more
than a decade now our profession has recognized that the use of
problem-solving activities in the ESL/EFL classroom is one of
the more effective means of facilitating language learning and
fostering communication in the classroom (see, for example,
Rivers 1973 and Valette 1973).
There is indeed a parallel between language teaching and
language learning in that the gifted language teacher, like the
good language learner, is someone who is not afraid to take
reasonable risks and who will learn and grow from mistakes as
well as from successes. Thus for my purposes here, I consider
it quite appropriate to view language teaching as problem solving and to explore the benefits that might derive from taking
this position.3
Before applying problem solving to teacher preparation, however, I shall first digress to review the course content of the
stereotypical university-based, preservice teacher preparation
program.
2. The course content problem. Preservice ESL/EFL teacher preparation programs suffer from an inherent dichotomy
between their more theoretical content courses and their practicum (e.g. observation, peer teaching, student teaching), if
indeed there is any required practicum.
The more theoretical content courses that I refer to are of
three types:
(1)
(2)

Courses in language and language content, such as: Introduction to Linguistics, English Grammar, and English
Phonetics.
Courses with a research orientation, such as:
Second
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(3)
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Language Acquisition, Interlanguage Analysis, and Psycholinguistics.
Courses in professional preparation, such as: Language
Methodology, Language Testing for Teachers, and Materials Development.

The courses dealing with language and language content are
often taught by linguists who have excellent theoretical background but little or no experience (or interest) in teaching
ESL/EFL. Such courses tend to be geared toward students who are
majoring in linguistics rather than toward those who are preparing to teach second languages. Unfortunately, in programs where
the language content courses take this form, they are of marginal value to prospective teachers and will remain so until their
focus is changed in such a way that trainees can see some direct
relevance to language teaching in the readings, lectures, tests,
and assignments that constitute such courses.
Courses with a research orientation are often the worst offenders.
Trainees are inundated with theories, studies, and
experiments (sometimes contradictory) that deal with language
learning and second language acquisition. When the professors
are asked what these theories or studies tell us about how to
teach a foreign language, the response is typically a caveat or
disclaimer:
'These theories are fascinating, but there are
insufficient data and too many variables for anyone at this time
to translate the findings into classroom applications.'
The
frustration level of many of the trainees is building.
One would hope that the courses in professional preparation
would dissipate the trainees' frustration.
However, all too
often they involve no more than assigned readings, lectures, and
discussions. Occasionally, students get brief demonstrations of
specific teaching methods such as: The Audiovisual Method, The
Silent Way, The Total Physical Response, etc. Sometimes there
is examination and evaluation of example textbooks, sample
teaching materials, or sample language tests.
Meanwhile, the
novice trainees are becoming more than a bit nervous about what
they are going to do when they become teachers in classrooms.
The practical element in such a training program—more than
any other component—is intended to bridge the gap between
theory and practice for the trainee. Different programs provide
different combinations of one or more of the following practical
learning experiences:
(1)
(2)
(3)
(4)

Observation and discussion of filmed or live language
classes,
Peer teaching assignments with discussion following
each attempt,
Guided tutoring assignments where a trainee tutors a
learner one-on-one,
Microteaching^ (videotaped if possible) with discussion following each attempt,
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(5)

Extended practice teaching in a real ESL/EFL class
which includes:
(a) lesson planning with guidance beforehand from the
supervisor and/or master teacher,
(b) observation by the supervisor and/or master teacher,
(c) feedback from the supervisor and/or master teacher.

There are usually two distinct problems with the practicum in
this type of a teacher preparation program.
First, the practical element is divorced from the other content courses in the
program, with the result that the entire program is often a
schizophrenic experience for the trainee with poor fit between
the content courses and the practicum. Second, and even worse,
such 'practical' experiences may give the trainees a false sense
of security. They finally feel ready, but when they leave their
program and start teaching, they discover that they are unprepared; they feel overwhelmed and frustrated by the stark realities of their first job:
large classes, discipline problems,
scarcity of textbooks, inadequate budgets, lack of support from
administrators, etc.
What I have described here is undoubtedly a 'worst case'
scenario.
I am certain that there are few, if any, preservice
teacher preparation programs guilty of all the inadequacies I
have mentioned; however, I am equally certain that all teacher
preparation programs suffer from at least a few of them.
Now I am going to make some suggestions for alleviating these
problems by recourse to the notion that successful language
teaching requires, among other things, creative problem solving.

3.

Using problem solving to improve the status quo.

If

the language content courses in an ESL/EFL teacher preparation
program are irrelevant, they must be redesigned to match the
needs of prospective language teachers more closely.
The
English grammar course, for example, must deal with the structures that teachers need to know about rather than those structures which linguists happen to find worthy of current investigation.
In addition to providing accurate and up-to-date
language descriptions, every session of such a course, as well
as the course-related assignments, should provide language
teacher trainees with a variety of problem-solving exercises.5
For example:
(1)

(2)

A student asks you what a 'tag question' is. What will
you do?
(A reasonable answer: 'I'd give the student an example.
I'd say it, then write it down and underline the
tag.')
A puzzled student asks you why native speakers often
say sentences like There's some chairs in the next
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(3)

(4)
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room. He asks if the native speaker is using incorrect grammar.
(A reasonable answer:
'Using there's with a plural
subject is acceptable in informal conversation so long
as the there's is contracted.
In formal speech or
writing, this usage is not acceptable and you would
have to write There are some chairs in the next room.
You are conducting oral practice with your beginning
level ESL/EFL class and several of the students keep
making the same error, e.g. / opening the door, Maria
combing her hair, etc.
What is the nature of the
error, and what will you do about it?
(A complete answer is too detailed to give here, 6 but
it would specify that the error is omission of the be
auxiliary in the present progressive and would also
include a way for the teacher to make the students
aware of the error of omission with a follow-up drill
or exercise that the teacher could introduce immediately to help remedy the problem.)
You want to prepare a lesson on politeness strategies
for your class.
How will you proceed?
(This is an
open-ended question.
There are many acceptable
answers. Working in small groups, trainees should have
15 minutes to prepare an answer prior to whole class
discussion of the problem.)

If research-oriented courses, such as a course in second
language acquisition, are included in a teacher preparation
program, they must be designed in such a way that pedagogical
applications can be drawn from the research. At the very least,
they must be structured so that trainees can develop their own
model of how language is learned and how it should be taught.
If such a course does not meet these objectives, it is poorly
designed for its audience and not directly relevant to the needs
of prospective teachers.
I have done a bit of language acquisition research myself and
feel that it is not impossible to draw sensible pedagogical
implications from such research.
For example, research on
phonological factors in vocabulary acquisition (Celce-Murcia
1977) convinced me that it would be counterproductive to spend
time teaching pronunciation in ESL/EFL courses unless the
students had already acquired a basic linguistic competence in
English, as well as some ability to use this basic competence
for communicative purposes. Because of such experiences I am
convinced that professors who teach such research-oriented
courses for teacher trainees must not shrink from encouraging
their students to draw all possible pedagogical implications
from the research, for the implications are often there in the
data of longitudinal or cross-sectional studies and in the
statistics of experimental work.
Any consideration of such
research should be followed up with a good problem-solving
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activity that elicits what applications there are, if any, and
in what contexts such applications would be valid.
Researchers
who are unable or unwilling to take the time to extract such
information from the materials they present to prospective
teachers should not be participating in a teacher preparation
program.
Professional courses for teacher trainees, such as the language methodology course, must become more realistic and experiential. To this end I now discuss three studies that I believe
point us in the right direction.
George (1973) is one of the few ESL/EFL professionals who has
recognized that teacher training should be more experiential.
His use of a memory experiment and a short foreign language
learning experience (in a language unknown to any of the trainees) represent early examples in support of a more experiential
approach in language teacher training.
Addressing the need to fill the gaps in the foreign language
methods course, Preller (1975) suggests that teachers of such
methodology courses provide students with a list of problems on
a number of topics and that, as a course requirement, the
students must research the problems, design appropriate sample
learning activities,
and design a method of
evaluation.
Preller's problem-solving approach is sound if a number of
conditions are observed: the problems are sequenced and carried
out one at a time; the course syllabus is structured so that the
class is discussing material relevant to the current problem;
the class has a chance to discuss the various solutions proposed
and to debate their relative merits.
Going a bit further afield, I was intrigued to discover that
Donnert and Griffin (1975) had developed a package to help
preservice teachers of home economics anticipate discipline
problems. They designed the activities to allow the trainees to
recognize that alternatives exist, and to explore and record the
alternatives for future reference. The authors developed problem situations, decision cards, and sample solutions. They also
made their trainees role-play teachers, students, parents, etc.
Then the class of trainees would later discuss the decisions
implicit in the role plays.
Not all second language teachers need to deal extensively with
discipline problems; however, a similar approach to a broader
set of problems centering around classroom management would be a
useful component in a methodology course.
This could include
discipline problems and a variety of other concerns such as
dealing with large classes, dealing with students of varying
proficiency levels in the same class, or coping with students
who had varying degrees of literacy in one class.
The practice teaching experience I described in Section 2 has
many weaknesses if evaluated in terms of how well it enhances
the problem-solving skills of the trainees.
The biggest drawback is the high degree of 'control' exercised by the trainee
supervisor and/or the master teacher. Teacher trainers who feel
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that they do their job well guide novice teachers very carefully
through such a practical experience to ensure that there is
minimal risk of failure. Such pampering may, in the long run,
do a disservice to the trainees because such a controlled system
fosters little initiative or personal growth on the part of the
trainee.
A better system would be to arrange for free classes or
clinics open to interested second language learners, who would
attend any course with the understanding that the instructors
are apprentice personnel.?
In such a situation the1 trainees
should work in pairs and use the supervisor as a resource person
by asking for help when needed, asking for an observation when
ready, etc. Each apprentice teacher should also belong to a
support group of 10 to 15 other apprentice teachers and an experienced supervisor. The group should meet once a week for two
or three hours, and the meetings should be an opportunity for
problem solving. Each apprentice teacher would come to these
sessions with at least one current problem to present to the
group. The group would then brainstorm for possible solutions
and also judge the relative merits of each alternative.^
4.
Conclusion.
This paper has argued that successful
language teaching involves a great deal of problem solving and
that problem-solving activities must be systematically included
in language teacher preparation for two reasons: (1) to improve
the problem-solving skills of prospective teachers, thus preparing them for the task of teaching a second language; (2) to
better integrate the content courses with the practical component of the curriculum by making each course an opportunity for
dealing with relevant problems. This would help make the entire
curriculum more meaningful and pertinent to the needs of future
language teachers.
Finally, I wish to emphasize that the kinds of changes I propose would involve no lowering of standards or decline in quality with respect to content.
What would be different is the
change from the typical academic format (i.e. readings, lectures, discussions) to a more experiential approach that involves first and foremost the resolution of selected problems by
the trainees. I have proposed problem solving as the most important of all the experiential activities because it builds two
bridges between theory and practice:
it achieves both skill
building and curriculum enhancement. However, other experiential activities such as role playing and values clarification,
etc. can and should be combined with problem-solving activities
to achieve language teacher preparation that is more realistic
and relevant.
Notes
I am grateful to Mary McGroarty and Patrick Deeghan for their
interest and suggestions during my preparation of this paper.
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1.
Programs dealing with the preparation of mathematics
teachers (Krulik and Rudnick 1982) and social studies teachers
(Shermis and Barth 1979), for example, have already recognized
the need for explicitly teaching problem-solving skills to
prospective teachers of these content areas.
2.
A notable exception is Brumfit and Rossner (1982), which
discusses the four levels of decision making in language teaching and suggests that classroom decisions, the lowest of the
four levels, be emphasized in initial teacher training.
In this
paper I am reclassifying such low-level decision-making activities as problem solving.
3.
In an interesting study Splaine (1981) suggests that
teaching can be investigated and described in any one of the
following five ways:
(1) the act of creation, (2) communicating, (3) decision making, (4) valuing, and (5) an aesthetic experience.
This paper follows the third option in that problem
solving is closely related to—and is a subskill of—decision
making.
4.
A problem-solving type alternative to microteaching might
be Wagner's (1973) cognitive discrimination training, which has
been demonstrated to be significantly more effective than microteaching in bringing about student-centered teaching.
It is
also less expensive to administer.
5. Celce-Murcia and Larsen-Freeman (1983), for example, have
prepared such a grammar course for ESL/EFL teachers.
6.
A more complete 'solution' to this problem might be the
following:
The error is omission of the be auxiliary in the present
progressive.
To focus the attention of my students on the
error, I would write some of their sentences on the board and
ask for corrections. If there should be any confusion, I would
write correct model sentences next to the errors and then ask
the students to point out the differences between their sentences and the model. Once it is established that the progressive requires both a be auxiliary and the -ing suffix on
the verb, I would mime some actions and let the class describe
what I am doing.
T: What am I doing?
S\: You're reading a book.
S2:
You're combing your hair.
Then I could give individual students simple commands to carry
out while others in the class would describe the actions.
T: Juan, walk around the room.
What is he doing?
S3:
He's walking around the room.
If a picture file is available in the classroom, students could
select action pictures and describe what the people are doing.
S4:
This man is skiing.
S5:
These children are swimming.
7.
I was once able, in fact, to organize such a free ESL
course at a local public library in West Los Angeles.
It lasted
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about two years and several ESL trainees from UCLA were able to
do their practice teaching in this context under my supervision.
In retrospect, this was the best student teaching experience I
have ever been able to arrange for my students.
8. This idea of the support group and the group's problemsolving activities has been a feature of supervised ESL teaching
experiences at UCLA for some years now.
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THE SCOPE OF APPROACH, THE IMPORTANCE OF METHOD,
AND THE NATURE OF TECHNIQUE
Mark A. Clarke
University of Colorado at Denver
•The time has come,' the walrus said,
•To talk of many things:
Of shoes—and ships—and sealing wax—
Of cabbages—and kings
And why the sea is boiling hot—
And whether pigs have wings.'
—Lewis Carroll
0.
Introduction.
No one, I think, will argue with the
assertion that the world is a place of wondrous diversity and
complexity. It stands to reason, therefore, that when we discuss language, language learning, and language teaching, we will
have to 'talk of many things'. Our discussion will, of necessity, encompass different levels of reality; we will have to
examine ideas, objects, relationships, patterns, people, and
processes.
We will be guided by the (implicit or explicit)
assumption that there is order in the world, and that part of
our responsibility as scientists is to discover the pattern
which connects cabbages and kings. However, the questions we
ask determine the answers we get ('why the sea is boiling hot
and whether pigs have wings') and we work with the sobering
understanding that our models will always be imperfect representations of experience. Furthermore, we always run the risk of
investing too much in the models we produce, with the result
that we catch ourselves attempting to mold reality to fit the
model.
As the title suggests, this paper examines the dichotomy between theory and practice, specifically, our three-part distinction of approach, method, and technique (Anthony 1963). I will
attempt to persuade you that explicit distinctions between levels of work are counterproductive. I will argue that in spite
of the difficulties involved, we are better off to struggle with
cumbersome models which attempt to represent the complexity and
106
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subtlety of experience than
to settle for
reductionistic
descriptions which are easier to understand but which, by definition, are incomplete and inaccurate.
1.
Approach, Method, Technique.
The distinction between
theory and practice is ubiquitous. We discuss the pure sciences
and their applied counterparts; we talk of medical researchers
and their practitioner colleagues, physicians; we acknowledge a
line, however fuzzy, between microbiologists, economists, and
political scientists, on the one hand, and public health officials, budget analysts, and politicians, on the other.
In our
field we are accustomed to the terms 'linguist' and 'applied
linguist', 'researcher', and 'teacher'.
We use the terms 'approach', 'method', and 'technique' following Anthony's (1963)
oft-cited paper:
The trio of terms which I am attempting to relocate in the
scheme of definitions are approach, method, and technique.
The arrangement is hierarchical. The organizational key is
that techniques carry out a method which is consistent with
an approach...I view an approach—any approach—as a set of
correlative assumptions dealing with the nature of languages
and the nature of language teaching and learning. An approach is axiomatic.. .Method is an overall plan for the
orderly presentation of language material, no part of which
contradicts, and all of which is based upon, the selected
approach...a method is procedural... A technique is implementational—that which takes place in a classroom.
It is a
particular trick, strategem, or contrivance used to accomplish an immediate objective.
Richards and Rodgers (1982:154)
conceptualization, using the terms
'procedure'.

elaborate upon Anthony's
'approach', 'design', and

These terms will be used to label three interrelated elements of organization upon which language teaching practices
are founded.
The first level, approach, defines those
assumptions, beliefs, and theories about the nature of
language and the nature of language learning which operate
as axiomatic constructs or reference points and provide a
theoretical foundation for what language teachers ultimately
do with learners in classrooms.
The second level in the
system, design, specifies the relationship of theories of
language and learning to both the form and function of
instructional
materials
and
activities
in
instructional
settings. The third level, procedure, comprises the classroom techniques and practices which are consequences of
particular approaches and designs.
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Differences in terminology are matters of personal preference,
and both papers (Anthony's, and Richards and Rodgers') are
appropriately tentative, pointing out that there are many ways
to conceptualize our work, and that every effort to impose order
on professional discussion will fail to account for all points
of view. They also remind us that the terms do not denote airtight categories and that the labels indicate a dynamic, interdependent system, with knowledge and insight originating at all
levels and flowing in all directions.
The distinctions work as labels, and for the most part we
carry on with a minimum of confusion, using the three terms as
loose bundles of synonyms:
approach, theory, philosophy;
method, syllabus, design; technique, procedure, practice. But
it is my contention that the convenience of the labels is purchased at the expense of accuracy and insight. Let us see what
close scrutiny of the three levels reveals.
2.
Method.
I have always had difficulty with the middle
part of the continuum. Anthony states that 'A method is procedural... an overall plan for the orderly presentation of language
material...'; but how is that different from the sequence of
techniques which constitute method? Is a method somehow greater
than the sum of its techniques?
Is 'mim-mem' really different
from 'pattern practice', as Anthony suggests, merely because the
sequence of particular techniques would be different in the two?
And another problem: how might one arrange a semester's worth
of teaching in such a way that it (the method which results) can
be shown to be consonant with a particular approach? That is,
in arguing that a method is consistent with an approach, we must
mean something more than merely 'no part of the method will
contradict a selected approach' because this would keep us at
the level of technique (if we construe 'part' to be technique).
And a final objection: We can see techniques merely by visiting
a class in session; and we can begin to understand teachers'
philosophy by discussing ideas with them; but how do we experience a method—by reading a textbook or curriculum? In short,
of the three, method has the least psychological reality.
Method is the profession's counterpart of an Escher painting.
So, to answer the question begged by my title, the importance
of method seems to be the following.
First, the label 'method' provides hooks to hang ideas on. In
discussions with fellow professionals we can use the term with
minimum confusion most of the time to identify pedagogical
trends and practices. Of course, this involves a certain amount
of conspiracy: we must act as if we understand exactly what the
other person means when s/he says 'audiolingual method' or
'humanistic' methods, when, in fact, we may have entirely different perceptions of the same phenomena.
Second, in teacher
education courses and in workshops, these hooks provide important historical benchmarks which allow neophytes to begin to
grasp the development of ideas in the profession.
Closely
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related to this point is the observation that I make elsewhere
(Clarke 1982), echoing Stevick (1982), that methods provide
stability because:
(1) they give us easy faith, and that faith
gives us confidence, and that confidence comes through to our
students and gives them faith in us and our methods, allowing
them to learn more easily; (2) they give us company—that is,
they allow us to believe that we are not alone, giving us the
security of knowing that we are working side-by-side with others
who see the world in the same light that we do; (3) and they
give us many good techniques, most of which provide the basis
for all of our work. And finally, I think if the term 'methods'
did not exist, publishers and bandwagoneers would invent it in
order to allow them to claim that their way of doing things is
an important improvement on everything in memory or imagination.
In other words, method, this middle ground between approach
and technique, is important as a label precisely because of its
ambiguity and vagueness.
It provides us with a comfortable
amount of slack within which to conduct our business, interact
with colleagues, introduce student teachers to the profession,
etc.
None of the foregoing diminishes my claim that the term
'method' is a label without substance.
3.
Technique.
Chronologically, technique was the second
focus for my growing discomfort with the jargon.
As an ESL
teacher, I had never confronted my complacent confidence in the
existence of technique. My colleagues and I used a variety of
techniques with fairly consistent success.
And, in shop talk
discussions, we examined in minute detail all the subtle variations which made a technique work. This last fact has led me to
contend that there is no such thing as technique, at least not
in the sense that the term is commonly used in methods texts,
journal articles, and professional discussions.
To wit:
like
all behavior, a technique is not something.
It is not a
static, formal, concrete object.
Rather, it is an instance, a
realization of potential, the particular manifestation of our
ability to select, from a bundle of options, that piece of behavior which we believe will work, given our formal training,
our experience, and the prevailing conditions.
This characterization of technique is based on two quite
different experiences: first, my attempts to introduce teaching
procedures to individuals who have never had any experience in a
language class, either as learners or teachers; and, second, my
study of cybernetics.
With regard to the former: when one is confronted by a group
of intelligent, curious, motivated, and totally naive individuals who want to know exactly how to conduct a particular technique, one learns very quickly that nothing can be taken for
granted.
Perfectly innocent questions suddenly expose the
virtually limitless options that are available at each and every
step in the execution of technique:
books open or closed?
group, pair, individual practice? teacher at front or back of
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class, or perhaps moving up and down the aisles? rows or circles
of desks, or students seated on the floor? rapid or relaxed
pace? multiple repetitions or single utterance followed by
purposive silence? teacher as stern Parent, contemplative Adult,
exuberant Child, or all three? And so on, not just as formulaic
prescription, but as description of what actually occurs as one
does one's job. It soon becomes obvious, in the course of such
discussions, that to describe a technique is to trace a line
through a complex, shifting series of decision points, and each
decision is influenced by an awesome number of variables, a
sampling of which would include the teacher's knowledge, skills,
experiences; the ages, nationalities, personalities, and intentions of the students; the size of the class; the type of curriculum; the quality and quantity of materials; the time of day;
what one had for breakfast.
It is here that an understanding of cybernetics (as developed
by Bateson, specifically 1972a and 1972b) becomes useful.
A
cybernetic perspective of the universe emphasizes the interaction of internally regulated systems. These systems use information from external sources in the course of events, but the
behavior which results is a function of external and internal
factors.
This means that we cannot identify with certainty the
outcome of a particular interaction; we can only calculate the
probabilities of a variety of outcomes.
Bateson's (1972b)
example: we can, using Newtonian physics, predict the trajectory and destination of a pebble which we kick (as long as we
have accurate information concerning the weight of the pebble,
the power of the kick, the wind velocity, etc.) but we cannot
predict the results of kicking a dog, because the dog is a
system whose responses are, to a certain extent, governed by
internal factors.
The implications of this view of reality are
far-reaching both with regard to one's behavior toward dogs and
to one's attitude toward teaching.
At the very least, it means
that as we present, describe, explain, demonstrate, and critique
techniques, we cannot be content with labelling.
This is a start, of course.
'Chain drills' is a term which
does have meaning; a chain drill is different from the 'dictocomp'. But for our students to understand a chain drill, they
must have the opportunity to examine the interaction of human
beings (each one a system) in a classroom (another system, part
of a larger system called 'school' which is, in turn, part of a
system called 'society') and to understand how particular behaviors are the result of making decisions.
So, what is 'the nature of technique'?
Succinctly, a technique is a bundle of options, a dynamic interaction of systems
which can be understood only if we tolerate the complexity and
ambiguity inherent in reality.
4.
Approach.
As developed by Anthony (1963) and as
elaborated by Richards and Rodgers (1982), 'approach' provides
the theoretical framework within which we work. It is comprised
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of our assumptions and beliefs concerning language, the language
learner, and the learning/teaching process. It serves as touchstone and guide as we process new information, evaluate competing points of view, and develop teaching materials and techniques. Although approach provides the foundation for practice,
the relationship between approach, method, and technique is not
considered to be unidirectional.
Rather, the claim is that the
three levels form an interdependent system, in which information
and insight from each level prompt modification of other levels.
For example, we occasionally discover a technique which works in
spite of our conviction that it should not, causing us to reexamine our theoretical perspective of language learning and
teaching.
But the problem is that approach is axiomatic; it consists of
assumptions, and there is a very powerful implication in all
theory/practice dichotomies that an approach determines the
selection and use of techniques. The problem here, of course,
is that one considers only that portion of the data which falls
within one's theoretical perspective.
Rather than providing us
with a framework which permits us to examine all the possibilities open-mindedly, approach reduces the scope of our world
view.
It helps us to understand and explain experience by
limiting our options, by recommending certain practices, condemning some, ignoring others.
Like a beam of light in the
dark, it illuminates only a portion of the landscape.
The result?
The scope of approach is restrictive; it very
conveniently reduces the amount and complexity of the phenomena
which we must consider as we go about our business.
5.
The Image.
Let me summarize briefly.
I believe that
an important part of our responsibility as teacher trainers is
to help individuals develop a professional perspective of their
work, to give them a framework within which they can improve
their teaching, understand current research, and evaluate emerging methodologies.
I contend that our traditional three-part
distinction of approach, method, and technique—as commonly
interpreted—is inadequate. Approach, by limiting our perspective of language learning and teaching, serves as a blinder
which hampers, rather than encourages, professional growth.
Method is so vague that it means just about anything that anyone
wants it to mean, with the result that, in fact, it means nothing.
And technique, by giving the impression that teaching
activities can be understood as abstractions separate from the
context in which they occur, obscures the fact that classroom
practice is a dynamic interaction of diverse systems.
I have discussed these ideas with a number of colleagues and
graduate students and at this point in my argument they have
invariably voiced the objection which has undoubtedly already
occurred to you: the preceding is a strawman critique.
That
is, no conscientious, thinking teacher feels shackled by 'approach', constrained to use only a small set of anointed, offi-
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cially sanctioned 'techniques'.
Furthermore, everyone recognizes the fuzziness of the term 'method', and therefore its
vagueness presents no problems. And finally, everyone knows
that 'technique' is just a label which covers a range of possibilities; every time one uses a technique, it comes out slightly
different.
To which I have three responses. First, not everyone knows
their way through this semantic swamp—novice teachers, for
example, first encounter 'approach1, 'method', and 'technique'
as real categories, as distinctions which must be maintained in
their term papers, exams, and classroom discussions. The realization that no one takes the distinctions seriously must come as
something of a shock, a flash of insight which reveals a probationary period of ignorance as part of some bizarre ritual
required for membership in the profession.
In defense of this,
it might be argued that a period of unenlightened orthodoxy is a
necessary and important stage of professional development. And,
I suppose, the fact that most teachers outgrow their adherence
to a particular set of eternal verities would serve as support
for that contention. But we are convened here to work toward a
rationale for teacher preparation, and somehow I have difficulty
endorsing small doses of ignorance as a prerequisite for wisdom.
My second objection is, if we recognize 'approach', 'method',
and 'technique' as an inadequate characterization of experience,
how do we benefit by continuing to invoke them? Are we not
better served by attempting to construct a better model of
experience?
And a final point: the reductionism required by any explicit
distinction between theory and practice leads to an epistemological error, the confusion of the map and the territory (see
Bateson 1979, 1972c).
That is, the labels 'theory/practice' or
'approach/method/technique' reach the level of unquestioned,
unexamined presupposition and the dichotomy is assumed to exist
in reality.
Thus, for many individuals, 'theory' is the stuff
of fuzzy-headed professors and researchers, while the 'reality'
of the workaday world resides in the tangible (as in 'hands on1)
products of the classroom experience.
Or to present the same
dichotomy from the other point of view:
'theory' is the essence; it is as close as we come to 'truth', and it provides the
basis for all knowledge and experience, while 'practice' is the
'end-of-your-nose' preoccupation with the minutiae of the dayto-day trials and tribulations of classroom teachers.
In either case, the error is the same: because reality is so
complex, we produce a description (or a map) which allows us to
discuss it, but in the process we tend to forget that the description is not isomorphic with reality and we begin to treat
the description as reality.
The result is a loss of insight and
clarity as we attempt to understand experience while hampered by
blind spots which we have created. As the philosopher Berkeley
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is reported to have said, 'We first raise the dust and then
claim that we cannot see.'
But at a gathering of this kind, one is obliged to do more
than raise dust, so in the few minutes remaining I will attempt
to clear the air.
I would like to suggest that we adopt Kenneth Boulding's
(1973) concept of the image as a heuristic for organizing our
examination of language learning and teaching.
We could use
'knowledge' or 'attitude' or 'perspective', but each of these
terms carries too many other connotations and, in any event, the
image, as Boulding develops it, subsumes all of these ideas and
much more besides.
The image, defined, is the sum total and
ongoing summation of our understanding of the world.
It includes all of our learning and all of our past experiences, all
of our presently occurring perceptions, all of our plans,
dreams, and expectations for the future.
But the important
point is this: all of our behavior depends on this image.*
Thus, for example, our view of language and language acquisition will influence our behavior as we set up an empirical study
to examine the acquisition of English by children in an American
primary school.
Or, our experiences in classrooms, either as
learners or teachers, provide the background against which we
interpret the importance of an emerging theory of language. In
a similar fashion, our views of the immediate or distant future
will affect our decisions as we plan for a particular lesson.
In this view, there is no 'theory' as distinct from 'practice1,
although for a particular set of circumstances, some events or
ideas will be viewed as having more immediate relevance than
others.
Let us imagine that we have established the 'image' as a
heuristic for the discussion and examination of language learning/teaching with teachers-in-preparation.
In such a situation,
the conversation would not be limited to language, or language
acquisition, or theories of learning, or the latest trends in
materials development, or specific techniques, or the physical
limitations of the classroom.
The discussion might include all
of these topics, or some fraction of them, and it might include
much more.
Of course, without some organization, such a discussion would
appear confusing. Therefore, we might use, as a second heuristic device, an empty picture frame, one that is flexible and
collapsible, which we can expand or contract, depending on the
size of the topic we want to examine. The procedure, then, is
deceptively simple: we merely hold the frame up to our image,
so that we can examine a particular aspect of language learning/
teaching. We look at the area within the frame and we ask ourselves the question, 'What is happening here?' (see Goffman
1973). The frame limits our discussion, but does not modify or
reduce the image. Furthermore, and very importantly, we are
aware, as we contemplate the image, that the frame provides an
arbitrary boundary and that reality does not cease at the frame.
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That is, as we discuss techniques we do not forget about research in teaching or theories of language acquisition. Nor do
we make the mistake to which Professor Stern referred in his
paper, of discussing classroom practices which are 'out of
whack' with reality or unrealistic, given the expectations of
the community or the school in which our students teach.
We have examples of this type of teaching in the writing of
Stevick (for example 1980, 1981). As he discusses his teaching
experiences, the frame shifts from one part of the image to
another, constantly widening and narrowing his focus as he
examines specific techniques, the production and adaptation of
materials, the electrochemical nature of memory, the importance
of affective factors in learning, the comforting qualities of 'a
green cuisinaire rod'. The how and why of language teaching are
so skillfully intertwined that the reader is hard pressed to
distinguish theory from practice.
And that is so because
Stevick makes no distinction between theory and practice—he
merely modifies his image of language, language learning, and
language teaching in response to new information and insight
from whatever source—reading and research, classroom experimentation, discussions with colleagues and students, or conversations with himself while jogging.
And so, instead of 'approach', 'method', and 'technique', I
would like to recommend the image and a frame.
Within the
frame, we focus on aspects of the image and as we do, these
aspects come into view with clarity. We are able to concentrate
on each minute detail, and on relationships between the details.
However, we do not lose sight of other parts of the framed
reality; we do not forget the reality which exists outside the
frame; nor do we forget that our discussion and examination is,
at the very moment of observation, changing the image which we
are examining.
Complex? Yes, but not nearly as complex as the reality it
intends to describe. Cumbersome? Yes, again, but not unmanageable, and it has the virtue of increasing the possibility that
the map will be an accurate guide to the territory.
Notes
The informality of the oral presentation has been retained in
this paper. Exchanges with a number of individuals (not all of
whom agree with my conclusions) have been instrumental in the
development of ideas presented here: Marie Wirsing, Earl W.
Stevick, Sandra V. Silberstein, David Sherwood, Jean Handscombe,
John Fanselow, Patricia Barr Clarke and, as always, my students.
1. It is not possible here to discuss the very important fact
that this image cannot pretend to be an exhaustive, accurate
picture of the world, nor do I examine the implications of the
fact that this image is the product of our individual experience
in a particular social context (cf. Berger and Luckmann 1967 and
Berger, Berger, and Kellner 1973).
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INTERACTIONAL ASPECTS OF TEACHER TRAINING
Daniel Coste
Ecole Normale Superieure

de Saint-Cloud, France

'Interactional aspects of teacher training1 is, to be sure, a
vast topic and a big title, but my contribution limits itself to
some aspects of those 'aspects' and its scope has to be specified by saying:
(1) that it essentially takes into consideration initial training, though with a view to in-service training;
(2) that it focusses on situations where the foreign
language teacher-to-be will not teach his native language but a
language, initially foreign to him or her, which he has to
continue studying during his training.
Let me justify these choices somewhat by the general comment
that initial training for teachers who were not native-born in
the foreign language is probably today still a central and
inadequately resolved question.
Most of the innovative work
that has taken place recently (see for instance, in Europe,
Krumm 1981, BELC 1981, Edelhoff and Candlin 1981) has very often
touched on further training but has rarely affected initial
training,^ and then only some parts of it, like professional
preparation stricto sensu. For years the impending question has
been that of the content and respective importance of the socalled 'academic' and 'pedagogic' dimensions of initial training, and things seem to move very slowly there, when they move
at all.
What Chalon (1970) wrote a few years ago will remain true for
a while in many places: 'Former aujourd'hui des professeurs pour
l'ecole d'hier, c'est £tre en retard de deux guerres' 2 ('To
train teachers today for the schools of yesterday is like preparing now for the wars that once were').
What I plan to do here is simply to put forward some very
elementary ideas with regard to what could be—somewhere, someday (which can be today in some initial training institutions) —
certain features of basic preparation that would rest on orientations similar to those put forward at present with respect to
a renewal of language teaching and learning, for instance, in an

116

Interactional aspects of teacher training / 117
endeavour like the Modern Languages Project of the Council of
Europe (Trim 1978, Council of Europe 1981).
I want to place the main accent on interactional aspects since
there are many reasons to think that these dimensions (without,
of course, being the whole of teacher training) are a very
determinant factor in the educational process and should probably be given more attention than they have received up to now
for all areas and at all stages of the initial training.
To put it simply:
insofar as language teachers will exert
their roles through various interactions with learners, the
interactions they themselves must engage in, during their first
formation and notably in the language they will teach, are of no
small importance.
I shall now recall very briefly some characteristics generally
attributed to initial training and contrast them with prevailing
conceptions of learning in adult education.
I will then touch
upon various interactional possibilities in the first preparation of language teachers.
In spite of the many variations from one country to another,
there are some aspects of initial training which appear generally dominant, even when not admitted as such.
(1)
The chief role is given to the 'academic' content, with
strong emphasis on literature, sometimes on grammar and linguistics, rarely on civilization.
But proficiency in a foreign
language is not always pursued in an organized way and professional preparation is very often not really integrated or else
is viewed as a side aspect, never as prestigious as academic
success.
(2)
As a consequence, initial training does not always deserve its name. Rather than putting the student in a position
where he feels adequately prepared to meet classroom task
requirements, initial education tends to lead to the mere certification of a knowledge not explicitly related to teaching
objectives, content and procedures.
(3)
Initial training is rather commonly accused of being
insufficiently related to its environment:
exchanges with the
outside world beyond the university or training college walls
are kept to a minimum.
Just as briefly characterized, principles advocated today in
most language-learning and adult education models could be
applied as follows:
(1)
Initial training should be more learner-centered and
goal-oriented than it is for the most part now.
(2)
By 'goal orientation' one should mean not only preparation for the type of professional work the. new teacher will have
to accomplish, but also preparation for on-going teacher education and for changes in the educational world.
(3). In this respect, one dimension of the prospective teacher
which must be called upon and developed is his capacity to
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organize and pursue his own education autonomously, using existing resources or helping to create new ones.
(4) If teachers are to help learners to achieve communicative
competence in a foreign language, they themselves must have a
fair degree of communicative proficiency (which does not necessarily mean that one aims at a 'near native competence1):
they
should have been involved in a variety of uses and types of
interaction in the foreign language and be able to cope with a
variety of authentic materials from the foreign culture.
(5)
Without losing sight of the objectives of training, and
while stressing the importance of goal orientation and of a
better definition of what is going to be the result of training,
more attention must be given to the process of teacher education
with regard not only to the content and curriculum of training,
but also to the modes of interrelation and types of activities
selected.
There probably is no need for further insistence on general
principles of this type; they are reaffirmed today as often as
some of the still prevalent inadequacies of initial training are
denounced. One can only emphasize here that, just as it is not
enough to criticize the drawbacks and limitations of a system in
order to change it, so it is not sufficient to put forward
general principles if one wishes to make things move, especially
at the level of higher education and within the framework of
initial training.
One must implement major reforms or proceed
by small transformations and hope that, one way or the other,
this will lead to an actual evolution in the desirable direction.
With this perspective in mind, and in an effort to bring one
small element to the construction of that rationale we would all
like to strive toward, let me now focus on the possible relation
between what has just been briefly recalled and some interactional aspects of teacher training, primarily considered here as
a lever for transformation. But allow me to emphasize that what
is meant here by 'interactional aspects' is not limited to
psychological dimensions of teacher training and to some
humanistic view of a person's formation; neither is there any
intention of suggesting that interactional aspects should be
stressed to the detriment of, for instance, knowledge acquisition during teacher training.
On the contrary, what inspires
the present contribution is the hypothesis that modes and types
of social and, in particular, language interaction during the
initial education of teachers have to be considered closely in
order to better assert, articulate, and interrelate the 'academic' and 'professional' content and requirements.
In the specific case to which I am chiefly referring—that is,
the initial training of nonnative teachers of language—I would
first suggest that the classical distinction between 'academic'
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and 'pedagogic' components should be redefined by stressing the
important third dimension of foreign language learning.
Part of the initial training of foreign language teachers in
the situation being considered here is certainly the task of
increasing the language proficiency of the prospective teachers,
and must be recognized as such. Too often, one tends either to
forget about this, since it is, of course, less 'academic', or
make it a prerequisite and assume that real training can start
only after a good level of language proficiency has been
reached, or think that, within some sort of a 'language for
special purposes' approach, the mere fact of following academic
courses or engaging in professional preparation will create conditions where foreign language improvement will necessarily
occur.
Such justifications for putting aside the language
learning component or for considering that it must be fused
within the other components of teacher education, seem to me to
be unrealistic in most present situations.
A three-components model is probably more adequate. Furthermore, let me stress that it might be useful to keep these three
components, namely, language learning, 'academic knowledge', and
professional preparation, autonomous.
One could, of course,
maintain that the ideal program should integrate the three components as closely and comprehensively as possible, and should
blur somewhat the distinctions between academic and pedagogic.
One would then promote a tightly knit, goal-oriented initial
training that would merge the diverse dimensions as they have to
be in the classroom.3
But, for reasons which are probably
shared by most of us, keeping the distinction between the three
components is important when one seeks a rationale. One advantage is that this is one way to provide for varying balances,
depending on the prospective teacher characteristics and on what
is required, at a given moment and with a given future in view,
by the educative and (more importantly) the social context.
If one accepts this three-components model, it can imply that
within the possible units of the language learning component and
of the academic component, prospective foreign language teachers
will not necessarily be separated from other students.
This
means in turn that, in order to improve on the existing state of
affairs, the relationship between the components must tend
toward more complementarity and interplay (even interference),
but would and should not reach the level of interdependence. It
is the 'itinerary' of the prospective teacher within the preparation program as a whole that will spark learning (or acquisition?) interrelations.
There is no doubt that the three components provide an approach to such creative interrelations:
learning the language
brings nonlinguistic knowledge as well, experiential knowledge
to confront academic knowledge; and the academic component
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should contribute to language learning by its very input. There
is no doubt either that 'itineraries' within the general training program obey certain order constraints while at the same
time they permit choices and variations, depending on student
inclinations and needs.
Clearly, the reference here is to some modular construction,
and one might discern in that a basic condition for the necessary adaptation of initial training programs to changing times
as well as to the diversity of prospective teachers and prospective teaching conditions.
The point I now wish to make is that the coherence of the
system as a whole might well lie at the level of processing,
especially in the kinds of interactional variations that could
appear transversely in each and any of the three components.
One way to help future teachers bridge some gaps and find
necessary and sometimes new links and relations, even by hunch,
between their learning of the language, their acquiring of other
knowledge, and their preparation for their profession, is to
ensure that diversified methods of work exist, within the three
areas. This entails diversified ways of interacting with diversified actors in diversified places, with diversified purposes
and roles.
Let me just give some obvious indications as to what such an
interactional matrix can imply for initial training.
As far as interactors are concerned, the prospective teacher
might have to deal not only with professors, 'trainers', and his
fellow students, but also with students of other subjects,
natives of the foreign language, in-service teachers, pupils in
schools, adults in further education, parents, members of the
general public who have to use the foreign language in occupations other than teaching, migrants, members of various ethnic
groups, and so on.
All this, of course, may exist within
projects and activities which can be part of one component or
another of the initial training.
As for places of interaction, the classroom, whether at
university or in a school, is certainly not the only possible
setting; some of the possible interactors just mentioned would
necessarily be met elsewhere within the local social setting
and, when possible, abroad.
This is especially true if one
takes 'interaction' to mean that people who interact are actually doing something, not necessarily limited to a language
exchange, and with a certain purpose.
In this respect also,
some project-oriented activities for each of the three components can take students out of the classroom for surveys, preparation of reports, field work, research projects, and so on.
Modes of interaction can likewise be diversified in the
language learning and 'academic' areas, as well as for 'pedagogic' preparation.
It can be direct interaction (as in face-toface conversation, a lecture setting, group work, seminars,
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interviews, etc.); or it can be indirect interaction to texts,
mass media, or, using other technologies, with the microcomputer
and/or, in the not too far future, with video-discs.4
In this perspective, the roles and positions of the prospective teachers can be diversified, and they often are. The role
of learner or 'trainee' can, of course, be complemented by
taking on some teaching responsibilities (which do not have to
be limited to the area of professional preparation but which can
also be assumed in language learning and in 'academic' activities).
Involvement in the production of teaching materials
defines other roles and other purposes of interaction, as does
participation in research projects, which can take place at
fairly simple levels; even as they work on improving their
language proficiency, students can be actively engaged in some
aspect of a research enterprise and not be confined to the role
of providing a piece of evidence or of a case or of acting only
as an 'observee'.
One could go on exploring and constructing this possible
matrix for the study, transformation, and creation of (new)
interactional aspects of teacher training.
But I will stop here
and would just add some brief final remarks, since I am convinced that what I have said does not need a concluding and
summary.
(1)
The rationale behind a proposal of this sort is rather
self-evident:
one wishes to ensure at least some 'process
awareness' and some 'process congruence' within and among the
different areas of initial teacher education.
Again, this is
stressed not because it is believed that contents are unimportant, but because it is suggested that their acquisition and
possible interrelation by different learners cannot be separated
from the interactional factors which are always at work in any
learning situation.
(2) Nothing has been said about institutional and organizational constraints and latitudes.
Diversified as these might
be, they are always, of course, to be taken into consideration,
and it would be impossible to 'forget' them in any given situation. Without expanding here on what is obvious, let me simply
say, as an example, that interactions between and within university departments are certainly a part of the interactional
aspects of teacher training.
(3) In many countries today, however, the network of higher
education institutions is subject to questioning and evolution.
Their relations to the students, to their environment, to the
community as a whole, their modes of organization, their methods
of work, and some of their traditional goals and functions, are
in many cases undergoing revision. New possibilities and new
risks will appear for initial teacher training.
If we want to
be sure that it is given the best chance to be considered as
part of a continuing education, we need a rationale. As inter-
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actors in complex systems, we know full well that a rationale is
not enough, but we are convinced that it can help if it contributes to facilitating interaction.

Notes
1.
In this paper no terminological distinction is established
between 'training' and 'education'.
Obviously, this should be
done, but the idea is that even if 'education' were a broader
and better term for what is implied here, 'training' still functions as a sort of generic designation.
2.
This is a point where an important difference (among
others) has to be made with inservice training where integration
can and should in most cases (though not in all) be pushed much
further.
3.
For other points of view on this issue, see Le francais
dans le monde, No. 113 and, in it, Coste (1975).
4.
What counts here is that such a diversification of
interactive contact with diversified interactive partners can
take place (and be experienced by prospective teachers as taking
place) within one or the other of the three components:
one
does not see why a literature class, for instance, would not
qualify for the use of media, for the possibility of small group
work in the foreign language, for contact with native speakers
in and outside the classroom.
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TEACHING MARGINALLY LITERATE IMMIGRANT
AND REFUGEE LEARNERS:
A CASE FOR SPECIALIZED TEACHER TRAINING
Alison d'Anglejan
University de Montreal
Teachers and administrators involved in language teaching
programmes for adult immigrants have long been aware that classrooms, methods, and approaches which have proven relatively
successful with some learners appear to have little impact on
others.
More recently, the arrival in North America of large
numbers of refugees from Southeast Asia has heightened an awareness of this problem on the part of language teaching professionals, and has seen the introduction in some areas of new
services and programmes designed to respond more adequately to
the urgent needs of refugees.
I propose to sketch out briefly
the profile of these special learners and their problems, what
is being done, or might be done, to help them, and the implications of these new directions for the training of language
teaching professionals.
My own interest in the difficulties experienced by adult
immigrants or refugees in second language programmes is not new.
A few years ago, I was invited by the Ministry of Immigration of
Quebec to study the problem of why some immigrants appeared to
know virtually no French after a 900-hour programme of language
instruction.
Such courses were, and still are, offered in
Quebec in centres known as COFIs (Centre d'orientation et de
formation des immigrants).
Learners receive a small stipend
which allows them to attend classes six hours a day for a
30-week period, after which it is hoped that they will have
acquired enough knowledge of French to enter the work force. I
do not intend to go into the details of our research, which has
been published elsewhere (d'Anglejan, Renaud, Arseneault, and
Lortie 1981), but some of the findings are instructive in understanding the special problems of these learners and in developing a rationale for the training of teachers and the development
of alternative programmes to serve them.
124
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Our large-scale investigation into the pattern of individual
differences associated with acute learning difficulties showed
that lower levels of schooling and differing patterns of nonverbal reasoning ability, marginal literacy or functional illiteracy, and higher levels of classroom anxiety characterized the
unsuccessful learners.
While neither good nor bad learners
reported significant levels of interpersonal contact with native
speakers of French, the more educated learners had access to
books and newspapers as a means of increasing their contact with
the target language. The use of structurally based teaching
methods with a focus on the teaching of language forms as
opposed to communicative skills appeared to do little to nurture
the language acquisition processes of these semiliterate or
nonliterate learners. Video tapes of the classroom showed them
looking ill at ease and reluctant to participate in the repetition of sentences or to respond to the teacher's probes. These
comments should not be dismissed as yet another critique of
audio-lingualism.
Some people actually do learn from such
methods, or in spite of them, which is probably why they continue to be used even today in classrooms throughout the world.
The point I wish to make is that they provide a totally inadequate input of language and an extremely stressful classroom
environment for the culturally isolated learner, who may have a
less developed range of metalinguistic or metacognitive learning
mechanisms upon which to draw within the classroom context and
no contacts with native speakers outside of the classroom.
There is already an extensive literature on this topic ( e . g .
Klein and Dittmar 1979; Schumann 1978; d'Anglejan and Renaud in
press).
In our research in Quebec, we proposed two alternative approaches for these learners. The first involved the introduction of a socially relevant content into the classroom. Learners were taught how to use the transit system, how to cash
cheques, how to enroll their children in school, etc.
These
skills were to be viewed not simply as a vehicle for the introduction of vocabulary and structures, but as important survival
skills and thus appropriate learning objectives for adult immigrants. We were at first surprised to discover that no such
programmes were underway, since the centres in which the language teaching took place were actually set up with a broader
mandate than that of language teaching. The name 'COFI' is in
fact an acronym for the French equivalent of 'centre for the
orientation and training of immigrants'.
Responses to our
queries as to why the sociocultural objectives appeared to have
been set aside were illuminating in that they provided insights
into the perceptions of some administrators and teachers with
respect to language teaching. Many appeared to perceive mastery
of the language as a prerequisite to the learning of anything
else. Since, not surprisingly, few students mastered the language during the 30-week programme, there was still much to be
done in the language domain without having to turn to other
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objectives.
We wondered at the time whether such a view of
language learning and teaching might reflect the professional
bias of educators and whether the layman might not see things
differently.
The second alternative which we proposed for learners who
seemed refractory to classrooms was what we termed a temporary
sheltered workshop approach, involving the individual placement
of students in carefully prepared French-speaking working environments where they would have contact with native speakers and
would at the same time gain first-hand experience of the work
world in Quebec. Learners would continue to receive financial
support for a period equal to that for which they were eligible
to attend full-time language classes. Contact with the language
school would be maintained by means of regular weekly meetings
in which two or three learners would meet with teachers to discuss their experiences and receive help with specific language
or social adaptation difficulties.
The rationale for this
approach was threefold. First was the need for authentic communication with native speakers as an input for language acquisition; second was the extreme malaise of some learners at finding
themselves in language classrooms. The third and perhaps most
critical reason was the importance placed on finding employment
by virtually all adult learners.
Research reported by Mastai
(1979) has singled out the need to find employment as the most
pressing and anxiety-provoking task which adult immigrants face.
Indeed, recently, in order to gather data for a study of the
acquisition of French by Southeast Asian immigrants in Montreal,
we conducted interviews with some 50 subjects (see Painchaud,
d'Anglejan, and Vincent 1982). The theme running through all
these interviews is employment. Factors such as these all suggested that the sheltered workshop approach was worth investigating. Unfortunately, only a few weeks after this experimental
programme got underway with a few volunteers it was abruptly
terminated and we were unable to evaluate its potential impact.
Today, the wisdom of teaching 'coping skills' is becoming
widely recognized. Guidelines for such programmes are beginning
to be produced (Vaut 1982; Crandall 1979), as are tests for
evaluating these skills (Center for Applied Linguistics 1982a).
It is recognized, at least in theory, that it is counterproductive to view the teaching of a second language in isolation from
the immigrant learner's other critical needs in terms of social
services or job orientation.
As Kleinmann (1982) has recently
pointed out, the survival, prevocational, and occupationalrelated goals of refugees must be addressed if they are to
remain affectively involved in second language programmes. If
this is important for immigrants who are literate and have
higher levels of schooling, it is absolutely crucial for nonliterate adults.
Although my own attempts to explore in a systematic way the
potential of job settings for enhancing second language learning
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outside the classroom were unsuccessful, I am convinced that for
adults with little formal schooling, the process of acquiring a
second language must be viewed as a long-term undertaking,
closely related to other social integration processes.
While,
as noted earlier, considerable progress has been made within
classrooms by incorporating a more valid set of teaching/
learning objectives, interesting breakthroughs have also been
made outside the language classroom.
Early impetus for the
development of programmes for immigrant workers in industrial
settings was provided by Jupp and Hodlin's (1975) book entitled
Industrial English which spelled out a rationale for on-thejob specialized language training, as well as specific guidelines for their development and implementation. The preface to
a publication by the Center of Applied Linguistics (1982b)
entitled ESL in the Workplace provides interesting evidence
of the recognition now accorded to the interaction between the
immigrant and his environment in the language learning process:
'This guide looks at the nature of the partnership between the
instructor of English for Special Purposes, private industry and
the working refugee with a limited knowledge of English.' Perhaps the most enlightening document pertaining to English in the
workplace which I have seen is a study conducted by Sauve* on
behalf of the Canada Employment and Immigration Commission
(Sauvtf 1982).
The study looks at six workplace projects in
Alberta and Ontario from the standpoint of the industries
involved, the worker-learners, and instructors. From questionnaire and interview data, the author distills the characteristics of successful and less successful projects and describes
guidelines for the setting up and delivery of programmes. Of
particular interest is the complex, multifaceted role of the
workplace programme professional who must acquire an in-depth
understanding of what the industry is all about and how it functions, as well as the interactions between various levels of
management and personnel, in order to establish appropriate
curriculum goals and develop material.
In addition, these
professionals must play a vital role not only in teaching the
worker-learners, but in educating management or supervisory
personnel to understand what lies at the root of communication
difficulties, and how their own beliefs and practices can serve
as catalysts for, or obstacles to, cross-cultural communication
and language learning. In an eloquent talk at the workshop on
ESL in the Workplace at last year's TESOL meeting in Hawaii,
Jupp spoke of the urgency of making native speakers, as well as
immigrants, aware of the role played by their own cultural
assumptions and experiences in the communicative process. (For
details of research carried out in the area, see Gumperz, Jupp,
and Roberts 1979).
Looking back on our own attempt to implement a workplace
programme, I believe I can now identify several reasons why we
met with failure—I say failure in the sense that the programme
was prematurely terminated, not by any of the participants, but
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by government officials. One reason, I believe, was the absence
of appropriate models. The ongoing programme which had interested us most was one conducted by the San Diego Welfare Department.
Although it was anecdotally reported to be one of the
most successful projects at that time for immigrant training,
and I was very excited by my own visit to the site, there was a
paucity of detailed information about the project and its
results.
Furthermore, and this is most interesting in retrospect, the programme's success was documented in terms of the
number of trainees able to find employment after going through
the programme. This information did not impress the administrators with whom we were dealing, accustomed as they were to
measuring success in terms of grammatical objectives or language
test scores.
A second obstacle to our getting our on-the-job
training project going was the absence of a theoretical framework which would be comprehensible and meaningful both to
administrators of the language training centres and to management personnel in business settings.
Our attempts to present
psycholinguistic theories of second language acquisition in
capsule form for managers were, I now realize, a flop, and if we
did manage to place half a dozen immigrant learners in sheltered
workshop settings, it can only have been due to these businessmen's sympathy for our enthusiasm rather than to their convictions regarding our wisdom. A final impediment to our success
may well have been our lack of familiarity with the factories or
commercial establishments in which we proposed to place our
learners, and an inability to articulate adequately the role
which we intended teachers to assume as go-betweens attempting
to prepare the ground and to serve as links between trainees and
their work environment, a role very much like that which emerges
from Sauve's document.
A glance at the direction in which programmes have evolved in
recent years is thus enlightening, for it reveals a gradual
departure from institutionalized solutions to language training
toward a broader, more societally or vocationally based framework, one which involves native speakers—be they fellow
workers, managers, or other—in the socialization process which
underlies language learning and the development of communicative, professional, and social competence.
At this point I would like to focus on the theme of this
Georgetown University Round Table on Languages and Linguistics.
I think I have already presented, at least implicitly, a rationale for the necessity of special training for teachers involved
in immigrant and refugee programmes.
Clearly, these professionals must have a sound understanding of the language learning
process and how it can be influenced. Probably most universitybased teacher training programmes already include good courses
in linguistics and language acquisition.
How many, I wonder,
are equipping students to deal with the ethnography of communication; to walk into factories and talk to managers from a solid
knowledge base about the advantages of workplace programmes; to
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design curriculum objectives related to work in the garment
trade; to analyse communication breakdowns; or to guide refugees
through the labyrinth of social services in their community? If
teachers are to be called upon to work in settings outside the
classroom, they are going to need skills which are not generally
viewed as part of the standard baggage of language educators,
and which teacher training programmes are not equipped to
provide.
It may be important to realize, however, that such
professional expertise does lurk somewhere in most universities.
Perhaps the time has come to seek out this expertise. If my own
university experience is any indication,
cross-disciplinary
communication has in the past been rare, and not easy to operationalize. I hope the competition for funds and students which
we are all now experiencing will lead to some innovation in this
direction.
On the other hand, at the present time, I am not
sure that it is realistic to expect university-based training
programmes to meet these diversified needs in addition to those
of their regular programmes.
Inservice training within the
framework of immigrant reception centres, adult education
centres, or work settings may provide more specialized, immediate,
and task-related help to personnel already involved in
refugee work. A. collaborative effort linking academic and nonacademic expertise may well be the appropriate goal.
One final point which I wish to address is that of the
administrative barriers which may lie in the path of the
improvement of services for refugees and immigrants, and I mean
this to include teacher training.
Our short-lived exploration
of the sheltered workshop approach to second language acquisition led me to identify two potential obstacles to future
progress in this area. The first concerns administrative structures which may place the responsibility for language training,
vocational training, and social services under separate jurisdictions. When this occurs, there may be no spontaneous converging and cross-fertilization of the programmes without the
intervention of some external force. There may even be obstacles to constructive dialogue. This appears to be the case in
Quebec, where the provincial Ministry of Immigration has jurisdiction over the preemployment language training centres for
immigrants (COFIs) which I described earlier, whereas vocational
programmes come under the jurisdiction of the Federal Government
of Canada. Since the province gained jurisdiction over immigration only after a protracted struggle with Ottawa, and given the
long-standing history of friction between these levels of
government, it does not come as a surprise to learn that there
seems to have been little progress in fusing language and vocational training for immigrants.
To the best of my knowledge,
there are no counterparts in Quebec to the type of projects
described by Sauve (1982) which are taking place in other parts
of Canada.
Furthermore, since it is the Ministry of Education
of Quebec that mandates university programmes, and the Ministry
of Immigration of the province that administers the COFIs, it is
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disconcerting, but again not surprising, to see the lack of
developments in the area of specialized teacher training.
Academics concerned with the issue of language education for
immigrants have little input into the COFI programmes and, paradoxically, little control over teacher training.
In using the
Quebec situation to illustrate my point, I do not wish to imply
that it is unique to Quebec.
I expect that the situation here
may well be quite typical of that found in other settings.
A second obstacle to the broadening of the framework for adult
immigrant language training is the fact that many of those
responsible for these services may still be unaware, or unwilling to accept, that effective language training can and often
should take place in nonacademic settings.
Is it realistic to
expect these administrators to provide leadership in identifying
the need for specialized teacher training?
In summary, new developments are taking place very quickly in
the area of language training for nonacademic immigrants. Gray
and Grognet (1982) provide a good review of these issues in the
United States, while Sauve" (1982) outlines workplace programmes
in Canada. The emergence of new competence-based and functional
language curriculum
guidelines ( e . g .
Crandall 1979) will
certainly stimulate the spread of such programmes to other
areas.
One of the most significant developments I have noted
has been the appearance of the new competence-based test of
communication (Center for Applied Linguistics, 1982a), suitable
for students with little or no literacy.
The presence of such
material will do much, I expect, to legitimize and give focus to
special programmes for immigrant learners. The issue of teacher
training provides less cause for optimism.
While the rationale
for specialized training has been set forth, there is still a
paucity of programme models which would provide students with
the required nonacademic, community, or workplace experience
which cannot be gained vicariously. Brown (1982) has described
an interesting attempt at the University of Illinois to involve
future teachers in actual teaching practice outside the university context.
The fact that we do not have more examples of
successful training models suggests that some of the administrative obstacles to which I have alluded here may well be in
operation.
In conclusion, I wish to make one final remark regarding
immigrant and refugee programmes. There may be a tendency to
regard these special programmes as a response to a temporary
need.
In fact, given the unpredictability of economics, politics, and acts of God, there is every reason to believe that
North America will continue to receive large numbers of migrants, many from Third World countries. Given that language
and education are critical determinants of social and occupational mobility, it makes sense for governments, educators, and
the citizenry to ensure that these newcomers are provided every
opportunity to become fully participating members of society.
They cannot be allowed to remain marginal or disfunctional.
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learners.

REAL LIFE IN THE PREPARATION
OF LANGUAGE TEACHERS
Robert J . Di Pietro
University of Delaware
To judge solely from the sheer determinism and myriad suggestions of my fellow presenters at this conference, one might
surmise that we applied linguists and methodologists will be
able eventually to spearhead improvements in foreign language
instruction through the better ways in which we will train
teachers. Unfortunately, we may never get the opportunity to do
so.
Stern (1981) has already pointed up the failure of university language departments to provide the environment for sweeping changes in the preparation of teachers. Some indication of
the size of the task we are facing can be gotten from the
statistics of a recent national survey of the main university
centers where foreign language teachers are prepared (see Di
Pietro, Lantolf, and Labarca 1983). Out of 881 courses listed
in the graduate catalogs of these universities, 618 were in
literature, 103 in linguistics, 69 in philology, 26 in culture
and civilization, 21 in language training, 13 in bibliography,
and 25 in pedagogy. How much of an impact can we make on an
educational establishment in which 73% of its courses are of a
literary nature?
At present, only 12% of courses are in
linguistics and a mere 3% in pedagogy. At one university (which
shall remain anonymous), an indication is given that masters and
doctoral candidates will not be allowed to count as credit any
courses taken in the department of curriculum and instruction.
Of course, there are some bright spots, such as the French
masters program at the University of Illinois-Champaign, where
graduate students are offered a track in second language learning and teaching. However, the overwhelming majority of university language departments appear to be as strongly entrenched as
ever in the tradition that equates the training of language
teachers with the imparting of knowledge about literary themes,
novels, genres, and authors. No matter that graduates of such
departments are typically thrust into job markets where they are
expected to know how to teach beginning levels of their chosen
133
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language specialty.
They may even find themselves training
other unwitting novices in new methodologies which they barely
understand themselves.
Yet, if we try, we can find ways to be optimistic about the
future in teacher training.
My own experience of directing a
university foreign language program may serve as an illustration
of what can be done when facing the realities of life under
adverse conditions. My position is the unusual one of being a
linguist in charge of a large language department. When I first
assumed this position four years ago, 98% of the upper level
courses in the department were in literature.
Teaching assistants were given no special training or supervision.
Since
matters had degenerated across the boards in foreign language
instruction at the university, the majority of my literary
colleagues were willing to give my ideas a try.
My first step
was to hire some linguists who were expert language teachers.
Together we were able to introduce new courses in language
testing, methodology, and a variety of more theoretical linguistics courses.
A linguistics requirement for teaching assistants
was approved and a preservice training session was installed for
all graduate students who were slated to teach sections of our
language offerings.
In addition, I established an informal
weekly colloquium on language teaching methodology which was
open to all faculty who were interested.
Perhaps the most important development of all was that we
succeeded in setting up a doctoral program in applied linguistics, with the collaboration of linguists in other departments—
psychology, communications, education, and English.
This
program now has a companion masters program in which students
may combine linguistics with one or more language specialties.
One of the effects of our new programs was to attract new
students willing to undertake graduate studies in a field that
was not literary.
Our department also received the charge to certify foreign
language teachers for the public schools of Delaware.
As a
result, our workload increased considerably but the opportunity
to forge links with teachers in the field was heartily welcomed.
The situation in Delaware only two years ago was one in which my
linguist colleagues and I were struggling to get the attention
of our colleagues in the university as well as in the public and
private schools. Now that we have that attention, we have begun
to work on the systematic revitalization of foreign language
instruction on all fronts.
This revitalization has as its
central focus the articulation of a methodology in keeping with
what we know about linguistic and psychological principles while
resting on a foundation that was already in place. In this way,
we can build from what is familiar to our teachers and teachertrainees to what is unknown to them. Both the neophyte teachers
and those already working in the field are encouraged to try out
our techniques.
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Before going into detail about how teachers are put through
the training process, some description of the teaching methodology might be helpful as a background. To make the most general
statement about this methodology (which we have called 'strategic interaction1), we can say that it is oriented toward promoting discourse in the classroom (see Di Pietro 1982a, 1982b,
1982c).
It is well to distinguish discourse from conversation,
especially as this latter term is used in second language teaching.
Conversation, as presented in most foreign language textbooks, is little more than question/answer dialogs between two
individuals bent on exchanging information of some sort. These
individuals are customarily bland, unknown entities named
'Henri' or 'Marie' or 'Jose', who engage in the kind of language
use that is supposed to reflect that of learners. The intent of
such 'conversations' is not lost upon those who are called upon
to repeat, change, expand, and memorize the lines. Everyone in
the classroom knows that the verbal exchanges in the textbook
are for the purpose of practicing the forms and structures of
the language. Methodologists have tried a number of ways to
disguise this blatantly pedagogical purpose through role plays
and the performance of skits.
Students are rarely fooled,
however, into thinking that they are engaged in anything more
than mechanical exercises.
Discourse, on the other hand, is the result of a commitment to
communication that people make in order to convey much more than
data or commentary about hotel reservations and train schedules.
Each natural intervention with language brings with it the
presentation of interpersonal roles and an assortment of strategies of negotiation.
There is always a measure of unpredictability to discourse. Interactors have the option of responses
according to what ends they desire. No discourse can be complete without the three dimensions of information exchange,
strategic transaction, and role interaction.
The pedagogical
question is, then, how to simulate discourse that has all three
dimensions in the target language.
By extension we can also
ask: how can teachers be trained to abandon the artifactually
based methods of audiolingualism in order to construct discourse
which is in keeping with the full range of human experience?
It is precisely at this point that the tie of classroom practice with both literature and real life is made.
Foreign language teachers are supposed to know about literature even if
such knowledge is seldom applied in a classroom full of students
who have very practical reasons for wanting to learn the new
language. Few learners can be expected to have any knowledge of
what writers in this language have produced.
Even fewer are
prepared for approaches to learning which are either structurally or functionally based.
Anxiety grows as each class hour
brings yet another problem to master, from seemingly redundant
verbal inflections, to curious prepositions, fo meaningless
genders, to enigmatic enclitics.
In the case of programs that
boast 'special purposes' such as 'business French', 'emergency
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room Spanish' or 'traveler's German', the problem orientation
continues. If we are to replace this problem orientation with a
discourse approach to foreign language teaching, we must make
the principal function of the target language in the classroom a
fully communicative one.
The 'scenario' is both a major component of the strategic
interaction method and the device by which we make the target
language communicative.
The relationship of the scenario to
'role plays' is immediately apparent.
Both take natural situations as the starting point and require students to build a
commentary around them. On closer examination, the differences
between scenarios and role plays become far more significant
than their similarities. The following is a typical role play.
You are a newly arrived student in
(name of country).
You must open a checking account at the bank. Prepare a dialog on this subject.
(Another student may be
asked to play the bank officer.)
To be sure, students are placed in a situation that has authenticity by such a role play.
Moreover, the situation is a
reasonably practical one.
The problem is that little or no
spontaneity is likely to come forth in the resulting conversation. Either the student prepares a monolog or anticipates what
the bank employee will say and then supplies the answers. A
scenario, on the other hand, must promote a dramatic tension
between two poles—just as we might find in a play or a short
story.
The element of unpredictability must be present, with
the outcome not fully knowable by those involved in the interaction.
Otherwise, the work of building a discourse is translated into just another language exercise.
Using the same theme as that of the role play just cited, we
can create a scenario which is far more likely to lead to discourse with a measure of dramatic tension. First, we create the
two poles. Separate roles are assigned to different factions in
the classroom.
Role A: You are a newly arrived student in
You must open a checking account as soon as possible in
order to make a deposit on an apartment. The landlord will
hold the apartment only for one day.
Role B:
You are a bank official in
.
You
handle foreign student accounts as part of your daily work.
Sometimes, foreign students do not have all their papers in
order or do not have proper proof of financial resources.
Since it is your responsibility if something goes wrong, you
must proceed with great caution in opening new accounts for
foreign students.
In the classroom, students are allowed a rehearsal phase during
which they form separate groups to put together a number of
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things to say to the other person playing the other role. No
contact is allowed between the two groups during the rehearsal
phase.
Each must decide on a line of presentation, anticipate
what the other side might say, and be ready to provide
responses. The teacher becomes a guide to both groups, giving
them whatever help they may request in deciding on strategies
and the structure and vocabulary of the language. The dynamics
of the group takes over during this phase and personality types
are given an opportunity to find expression through the target
language.
After some time is spent on rehearsal, the teacher asks for
representatives of each group to come forward and enact the
scenario.
No one is certain about what will be said.
Both
sides are forced to listen carefully and decide quickly about
how to respond. The performance of the scenario is carried out
strictly in the target language. This phase may be comparatively short at the beginning of the course of instruction, growing
in length as the students become more fluent.
A debriefing phase follows each performance of the scenario,
with the teacher presiding.
This phase is the third and final
one of the strategic interaction sequence.
It is during this
phase that class activity most closely resembles the traditional
course of instruction. The important difference is that now the
students have as a point of reference an actual performance.
Their questions about strategies, vocabulary, grammar, and
alternative ways of role playing can be posed in terms of understanding an interaction that they, themselves, have built.
In using the strategic interaction method in foreign language
courses at Delaware, we have begun to assemble some interesting
observations about second language learning and acquisition. We
have come to question the value of following a strict syllabus
of structural points through a semester.
It appears to be of
far greater pedagogical value to provide explanations of elements of the target language when the students ask about them
and not when we think they ought to come up. Furthermore, the
explanations provided for grammatical questions are more meaningful if they are as succinct as possible.
The instructor
should not try to go into extensive detail. Providing straightforward answers to questions is far better than trying to be
comprehensive. Students also tend to remember explanations to
questions which they asked but not to questions posed by other
students. We made this observation when we asked students to
recall the subject matter of a debriefing session conducted one
week previously. They remembered most of their own questions
along with the explanations given, but practically none of the
other students' queries.
If this phenomenon is repeated, we
will have cause to question any methodology that considers a
group of students to be monolithic in their acquisition of a
second language.
If there is a sequence of acquisition in
second language learning, it may well be a personal, idiosyncratic one. Any teacher who structures a class hour around the
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presentation of a specific body of structural points must wonder
about how many of the students are actually attending to what is
being presented.
Allowing the coverage of the artifact of the target language
to proceed along student-generated lines fits in much more
naturally with the humanistically trained language teacher.
Training sessions for novices as well as for established teachers are well spent in showing how explanations can be succinct
and accurate.
Here the linguist's skill at language analysis
and elegance of statement is invaluable.
The other portion of
the training session should be devoted to reminding teachers
that they are human and able to find the dramatic aspects of
life and literature from which to build scenario themes.
Douglas Brown told us earlier in this Georgetown University
Round Table that we cannot deliver every possible experience to
our learners.
But that is not a necessary worry if we stop
being teacher-centered and let the students bring their experiences to us. When we loosen our tyrannical hold on classroom
performance we can begin to draw on our own storehouse of knowledge about life and fit our own experiences to the creation of
scenarios.
In one of our techniques, the teacher selects a story or part
of a novel and extracts the essentials of its plot.
The twists
and turns of the plot become the building blocks of a derivative
scenario.
The story itself is not read until the scenario has
been performed and discussed.
In this way, the students not
only have a way to relate spoken discourse to a written narrative but also can be led to a fuller aesthetic appreciation of
how the same theme was handled by skilled writers who also
happen to be native speakers.
The two roles given below are
derived from a short story by Serafin and Joaquin Alvarez
Quintero, entitled Mariana del Sol (I am indebted to Carol
Elder and Deborah Doyle for the suggestion of this story). In
this story, two persons are reunited accidentally after 20 years
of not seeing each other. They were in love many years ago but
somehow drifted apart. The story tells about their encounter.
Role A:
You have recently moved into a new neighborhood. Your new neighbor knocks on your door. When you open
the door, you recognize this neighbor as the person with
whom you were in love 20 years ago. Your families opposed
the relationship and you broke up. What will you say? How
will you approach this former loved one?
Role B: The house next to you has been bought and your
new neighbor has just moved in. You are in charge of collecting for the Heart Fund and so you go over to ask for a
donation. When you see this person you recognize him/her as
someone with whom you were deeply in love 20 years ago.
Your families opposed the relationship and so you ended it.
What will you say to this person?
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In giving directions to the students, they are told that neither
player is to know what is written on the other card.
Each
should be given his/her card and allowed time with a group of
students to rehearse and anticipate what the other person will
say.
When reasonably well prepared, the interaction takes
place. After the interaction, the class and the teacher comment
on the accuracy of the grammar, vocabulary, and pronunciation,
as well as on the effectiveness of the strategies employed.
If
there is time, the teacher can ask if some other students would
like to reenact the scenario in their way.
The use of creative texts from literature stimulates activity
in the right hemisphere of the brain, that part where the software of the imagination is located and where the mind is free to
associate whatever it wishes to associate.
Foreign language
teachers have observed for some time how students use the target
language to fantasize.
Adolescent and preadolescent learners
are especially likely to manifest this feature.
Given the freedom to say whatever they wish in a new language, they will
create dialogs that would never be found in a textbook. Topics
are discussed that may even be embarrassing to their teachers.
Natural discourse has a therapeutic value which should not be
lost simply because a shift is made into another language.
While we might complain about an overabundance of literature
courses in our curricula, I personally cannot imagine a situation in which foreign language teachers would be trained without
any knowledge of literature.
Such a case would be the other
extreme. Literature records life experiences in creative ways.
Learning a new language is one of the most human enterprises we
can undertake. There is no way that we can exclude the potential that creative literature offers the learner for scripts and
scenarios. However, we must make some changes in how we approach literature if it is to facilitate the learning process.
For one, literature must itself be taught more experientiallyRather than define the goal of a course on the seventeenth
century literature of France in terms of titles read, such a
course should be approached from the point of view of themes
that interested its creators and how people of the time grappled
with them. We should try to recreate those themes in settings
understandable to the learner. Another desirable change should
come in the content of literature courses. The adult student of
English as a foreign language who must face many problems in
daily life in an alien culture would find some solace in being
exposed to the literature of the United States generated by
persons who went through similar experiences in past decades.
Turning now to the issue of how to train teachers in new
methodologies, the most effective approach, in my opinion, is
one that uses an experiential mode. Adapting such a mode to
strategic interaction, trainees are invited to act as students
engaged in learning a language unknown to them. In one recent
training session at Delaware, the language chosen was Dutch. A
scenario was set in which one participant was designated to be a
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bus driver and the others, passengers on the bus. The instructor (played by me) assumed the part of a thief who steals a
purse from one of the passengers. The theft was not anticipated
and not everyone in the scenario saw what happened. Those who
did witness the event were given a choice of what they wanted to
say and to whom they wanted to speak. The exercise made several
matters of discourse apparent almost immediately:
(1)

(2)

(3)

Some people may wish not to participate directly in
events that are stressful.
Several roles are open to
such passive participants, including that of an onlooker.
Those who choose to participate must make a decision
about who the addressee will be.
In this case, the
addressee could be the thief, the victim, the bus
driver, or the other passengers.
The choice of addressee becomes a factor in the complexity of the message to be conveyed, with regard to
both its structure and its content.
As it turns out,
addressing the 'victim' results in potentially the most
complex verbalization (e.g. saying the target language
equivalent of 'someone has stolen your purse').
Addressing the thief or the bus driver can be done with
greater simplicity of structure, i.e. Stop de bus
'Stop the bus' or Jij stop hem 'You stop him'.
An
interesting side point is that this scenario also provides a basis for teaching the distinction between
polite and familiar forms of address.
Certainly in
languages like Spanish or Italian, a familiar form of
address would be used for the thief but not for the bus
driver.

Since some of the 'passengers' and the bus driver did not
witness the feigned theft, they could ask for a clarification of
what was going on. In this case, the bus driver asks: Wat is
er gebeurd? 'What happened?' which is a likely question under
the circumstances but involves a difficulty of both pronunciation and grammar for the trainee playing that part.
After some coaching when needed and the help of a nativespeaking Dutch informant who supplied target language equivalents for what each participant wanted to say, we were able to
construct a discourse in Dutch. The scene was then reenacted,
with no coaching. After the reenactment, the dialog was written
on the blackboard and a debriefing session was conducted.
During this phase, trainees were able to get an idea of what it
is like to need specific information about the linguistic and
cultural systems that underlie a meaningful interaction in a new
language.
One effect of such training sessions is the clarification of
target language functions in the classroom. The most important
of these functions is that of enacting the scenario.
While
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discussions about the language can be carried on in the
students' native language, these students are never allowed to
use anything but the target language in the performing of
scenarios.
With time, students learn enough of the target
language to use it in its metafunction, i.e. as the means to
talk about its own structure. Eventually, both scenario enactment and metafunctions can be conducted in the target language.
Among the questions asked almost invariably in training sessions is one about the suitability of the strategic interaction
method at beginning levels of instruction.
My answer is that
scenarios can be staged right from the first day, provided that
the interactions are not strategically complicated ones.
Scenario themes like the purse snatching episode I have described are
good ones for stimulating discourse at beginning levels. Short,
grammatically simple phrases can be uttered in them without much
difficulty beyond pronunciation.
To illustrate, the following
is the full discourse created by the trainees in Dutch:
Witness to theft:
Another passenger:
Victim:
Fourth passenger:
Fifth passenger:
Sixth passenger:
Seventh passenger
(speaking to driver):
Bus driver:

Nee! Nee!
Stop hem!
Het is van mij.
Daar gaat hij.
Jij stop hem.
Bel de politie.

'No! No!'
'Stop him!'
'That's mine.'
'There he goes.'
'You stop him.'
'Call the police.'

Stop de bus.
'Stop the bus.'
Wat is er gebeurd? 'What happened?'

In his opening address at this Georgetown University Round
Table on Languages and Linguistics, H. H. Stern reminded us of
the long-standing problem of deciding between how much theory
and how much practice to give teachers. My answer is to let the
balance between theory and practice develop naturally around the
experience of an interactive scenario.
By preparing and performing a scenario themselves, the trainees are prepared for
theoretical issues that naturally follow from classroom practice. It becomes evident to most teacher-trainees working with
strategic interaction that a chief skill they must develop is
the creating of effective scenario themes. To find these themes
they must consider both real life and literary sources.
They
must also decide on the sequencing of scenarios so that interactively complicated ones follow the simpler ones.
Indeed, a
new area for research is found in how a determination of interactional complexity in discourse can be made.
I began this paper with a pessimistic appraisal of the status
quo in foreign language teacher training.
I then proceeded to
sound several optimistic notes about what is possible to achieve
even under the current adverse conditions. Let me conclude with
those notes of optimism sustained but somewhat muted by the
realization of how much needs to be changed, even with cooperation. A nearby county (which shall remain anonymous) recently
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published the following description of its courses in French,
German, and Spanish for the year 1983-84:
Students learn to understand and produce the sounds, stress
patterns, and intonation of the language. They also study
basic grammar and vocabulary. They take part in everyday
conversations and learn to read and write simple questions
and answers.
The sentence-grammar orientation is obvious in this. It becomes
even more evident when one reads on to find that Latin-1 will
also involve the 'essential elements of Latin pronunciation and
intonation', despite the fact that this language is extinct.
In view of a public school establishment that views foreign
language study in a nondiscourse way, what fate awaits the
graduates of our innovative teacher preparation programs who
find themselves thrust into such situations in a tight job
market? Administrators' knowledge of foreign language methodology necessarily lags behind the improvements and innovative
ideas that come out of some university departments.
But what
are we to do if we teacher-educators strive not to contribute to
a continuation of outmoded ideas while hoping that our young
trainees will find gainful employment where they will be able to
revise techniques?
The solution in part is to prepare our
fledgling teachers so that they can work with what is given them
by the school and adjust archaic syllabi so that real communication is taught in the target language.
Of course, we must
continue to conduct inservices and workshops for administrators
and teachers, using the same experiential mode that works so
well with teacher-trainees. For their part, linguists must work
diligently to uncover more information about discourse. Working
together, we can all bring new life to the preparation of
language teachers.
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INSERVICE TEACHER TRAINING
IN YUGOSLAVIA: A MEMOIR
Patrick Early
British Council, Madrid
'The past is a foreign country.
They do things differently
there' (L. P. Hartley.
The Go-Between. London:
Hamilton,
p. 1). Perhaps the British novelist who wrote these words would
accept a slight amendment:
'The past is a foreign country.
They do things better there!'
It is always dangerous to invite an old war-horse to talk
about his campaigning days. When I was in the London office of
the British Council, my professional colleagues and I used to
refer to anecdotal accounts of teacher-training experience in
the field as 'war stories and romances'. When professionals in
the field of English language teaching look back on their past
achievements, there is a human tendency to exaggerate the successes and to minimise the failures, to emphasise the grandeurs
and to overlook the miseries of those distant activities.
Unwisely perhaps, the organiser of this section of the Georgetown
University Round Table on Languages and Linguistics has permitted me to talk about my own past experience in helping to develop a nationwide pattern of teacher training in the Federal State
of Yugoslavia, a period of my life, in the early to mid
seventies, which I look back on with a misty eye.
Unwisely,
because it has given me the opportunity to engage in a few war
stories and romances.
Yugoslavia is a geographically varied country composed of six
independent republics together with two so-called autonomous
provinces. Within the frontiers of that country, both developed
and relatively underdeveloped socioeconomic conditions can be
found.
Traditionally, the South of Yugoslavia is poor and
relatively underdeveloped while the North, formerly part of the
Austrian-Hungarian Empire, is developed.
In addition, each
republic presents its own unique mixture of ethnic and cultural
influences.
Thus the general picture of Yugoslavia is of an
143
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immensely diverse country where educational needs vary accordingly. It is not the policy of the Federal Government of Yugoslavia to lay down standards and norms in educational matters
other than in the realm of national identity (an emphasis upon
unity in diversity) and political ideology (a Yugoslav version
of Socialism about which a great deal could be said but which is
not the subject of my discourse today).
Four foreign languages are taught in Yugoslavia on an 'equal'
footing: English, French, German, and Russian. Arrangements
for teacher training for any of these languages have to be evenhanded, despite great differences in the popularity of these
languages according to the regions in which they are taught.
How to support a teacher-training network throughout Yugoslavia
when diversity is so extreme and needs are so different?
The
obvious solution, of course, would seem to be to conduct all
activity on a republican basis.
This makes sense in emotional
terms, but. little sense from a general educational and economic
point of view.
There are great advantages in developing programmes which can be replicated at relatively low cost in a wide
variety of situations.
Diversity in Yugoslavia is not merely a question of local and
regional differences.
As in other countries, the school system
itself is widely diverse, ranging from centres of excellence in
northern cities like Zagreb to the poorest imaginable rural
schools in the wilds of Dalmatia or Montenegro.
Our teachertraining programmes had to take account of these differences in
educational provision and level of aspiration.
This presented
an immense problem to those responsible for teacher training
with republican education departments.
In practical terms it
meant meeting and overcoming a problem of coverage without too
much dilution of the content of the teacher-training programmes
that were to be transmitted. The Federal Government of Yugoslavia, that is to say the Central Government, has to live with
this diversity.
It is part of its policy to do so.
It is
probably the only principle that ensures that Yugoslavia remains
together as a nation.
A surprising degree of tolerance is
exercised by the Central Government towards the autonomous
republics, with a very carefully devised constitution which
ensures rotation of the presidential representative of each
republic, each of which takes its turn as President of the
national Government. This has got something to do with teacher
training, incidentally, as I hope you will see in a moment.
Now, how does one set up, or from our point of view in the
British Council, how would we support a teacher-training
programme where the needs are so different and so diverse?
Obviously one is committed to conducting one's activity on a
republican basis in order to respect local and regional differences. Yet it often occurred to me as an outsider that such an
out-and-out regionalist approach did not make very good practical sense. So many of the solutions that we were proposing for
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a given republic could be applied to another republic, with
little or no adaptation.
Let us take the case of the excellent
textbook which was developed for the Republic of Slovenia (in
the North of Yugoslavia).
This was adopted and used by the
southernmost republic, Macedonia, quite successfully.
Clearly,
before we get too carried away with the attractions of regionalising and localising all teacher training, we should bear in
mind that the cost effectiveness of our training arrangements
will depend to a considerable extent on how successfully we can
replicate a measure we have taken in geographical location X and
extend it to geographical location Y. This is not an argument
for national or universal textbooks, or educational solutions.
It is simply an argument for common sense and conservation of
limited resources.
I will come back to this point in a moment
when I talk about diffusion of information. It may be very difficult to contrive a situation where teachers of a given geographical location mix and mingle with those of another geographical location.
But where you can get exchange is in
the realm of ideas, in the realm of information, in the realm of
materials.
So publications that appeared in one republic could
be made available in others. Working papers that were developed
for one set of purposes could be produced and disseminated in
others, and so it went. There were ways of getting round these
problems.
Nevertheless, one had always to respect the very
strong regional and local feelings of the country.
Looking back on those years now, as I say, the eye grows
misty. It all really began in a big way when one of the republican foreign language advisers suggested we should change the
school-leaving examination for English at the end of the upper
cycle of the secondary school; but, as soon as we began to study
the content of the examination, we realised that the syllabus
itself was woefully inadequate, and everything began there. The
genesis of this major programme of teacher training and curriculum innovation was then an almost accidental business; it was
simply the 'way in' to a series of problems, so the point of
entry to curriculum change may, in my experience, be almost
anything. It may be an exam, it may be the need to produce a
textbook, or whatever.
It soon became apparent that there was a need to diversify the
teaching of English at the upper end of the secondary school.
It was necessary to distinguish between those who needed English
for scientific and technical purposes, and those who required it
for general humanistic purposes.
This immediately suggested
there was something wrong with a language teaching syllabus that
did not take those kinds of distinctions into account.
And so we began a programme of activity which one could hardly
describe as systematic.
With the benefit of hindsight I think
it might have been more systematic than in fact it was, but
fortunately, Yugoslavs are past masters at improvisation. They
are highly pragmatic and creative people and seem never to be at
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a loss for a problem-solving device.
These are, of course,
generalisations but a strong point of the programme was that
kind of improvisation, creativity, willingness to solve problems
and overcome obstacles.
The weakness, on the other hand, was a certain lack of systematicity.
Organisation is not a strong characteristic of the
south Slavs, and there were many occasions when one felt the
lack of well thought out plans and thorough execution. On the
other hand, there was no lack of democratic consultation.
Teachers were involved from the outset. There was no central
curriculum directive for teachers to make use of prescribed
textbooks or materials. They had considerable freedom of choice
in matters of methodology, but were invited to collaborate in a
programme of what was called creative teaching. The slogan of
the whole movement for change was KREATIVNO UCENJE, creative
teaching. The teachers were allowed a decisive say in how they
wished to develop their own classroom activities. On a practical level, this meant an almost permissive attitude in the sense
that, if a teacher wished to conduct her class using, let us
say, extensive group work, exploiting reading passages which she
herself had carefully collected on visits to Britain with questions that she herself had devised, she was free to do so.
Nobody was going to come along and say, 'Look, love, you had
better stop doing that because the official Ministry textbook is
coming out next month'. The teachers were invited to contribute
creative ideas and they were given considerable freedom to
experiment.
As a group, Yugoslav teachers are individualistic people; they
do not take kindly to people telling them what to do but they
are prepared to collaborate and work out schemes, formats,
teaching activities in the school context.
So, after a period,
a number of rather strange flowers began to appear, none of
which could have been predicted from the outset.
Now it seems marvelous and heart-warming, to think of the
teachers being involved at grass-roots level, doing all these
creative things; as a matter of fact, of course, outside experts
played an important role. The encouragement and the stimulus to
experiment in the classrooms came in large measure from regular
seminars and courses which the British Council, the United
States Information Services, the French and Russian Embassies
supported by means of visiting teachers and applied linguists in
collaboration with Yugoslav experts. At any rate, out of these
meetings, out of these encounters, out of these workshops, we
began to get a body of highly skilled teachers, highly creative
people who were also quite strong theoretically and who presented themselves then as the natural leaders of curriculum development and innovation. The movement for curriculum reform was
teacher-led rather than directed by ministry-based planners and
administrators.
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What I am trying to build up for you is a picture of a dialogue between the different interest groups within an education
system. Teachers are given considerable freedom for experiment,
but then gather together quite regularly to take part in inservice teacher-training activities with inputs from various
'expert' sources. Well-known scholars like Henry Widdowson and
Louis Trimble, Earl Stevick and Pit Corder, experts in various
specialised fields, language teachers, you name it, the British
Council and the USIS working closely together, brought them out
to Yugoslavia, but we did not just parachute them into the situations. We always devised a framework and a focus for the work,
so, for example, Henry Widdowson and Louis Trimble for three
years in succession conducted one-week workshops for textbook
writers who they were training to write textbooks suitable for
their own teaching/learning conditions in the area of scientific
and technical English.
Out of three weeks of these gentlemen's time over three years
emerged a whole new generation of ESP and EST textbooks, and the
quality of the products was in many cases really quite notably
transformed.
Textbooks for telecommunication, textbooks for
leather technology,
textbooks for
tourism,
textbooks
for
engineers, textbooks of all sorts, all written by Yugoslav
teachers who had received practical and theoretical training in
the state of the ESP art from Henry and Louis.
It was both
relevant and highly cost-effective work. Those of us who were
based in the field always contrived to focus the input. We did
not invite experts because of their big names, we invited them
because they were the best qualified persons to train teachers
to meet a specific target in a specific set of skills.
I do not
wish to exaggerate the role of outside experts and, indeed, I
think it is worth noting that there were many very significant
contributions which came from the ordinary practical teachers.
In a curriculum development programme which is really effective
and creative, one can expect to find contributions of the most
vital importance from those who are not academically distinguished.
So what, in fact, did the whole programme look like? A bit
strange perhaps to orthodox eyes. It was a communicative movement within language teaching. We didn't know very much in the
early seventies about 'functions' and 'notions'.
We were groping towards concepts on our own and, in fact, we were moving
parallel to the unit-credit movement sponsored by the Council of
Europe; but perhaps fortunately for Yugoslavia, it avoided the
worst excesses of the functional movement which has not everywhere proved to be beneficial. The Yugoslavs were developing a
language teaching programme of their own eclectic variety: one
which emphasised the negotiation of meaning by pupils in the
classroom, which made use of thematic materials, pupil-based
material, interest-based material, one that did not prioritise
one language skill over another, but accepted that a good class
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would be one where all language skills were integrated in a context of use.
In this highly pragmatic way, the Yugoslavs set
the main focus of a communicative language teaching programme,
namely, that the functional or rhetorical value of an utterance
should be given an equal place alongside its formal or
systematic linguistic characteristics.
In other words, it was
accepted that a foreign language was learned to be used and not
for its formal properties alone. This led on quite naturally to
an interest in authentic learning materials, and it was felt
that learners could be trusted to make sense of authentic documents of various kinds.
Whether these were listed as texts,
whether they were reading texts, whether they were movies or
videos, it was felt that the learner could, in fact, do a lot
more with those materials than he or she had in the past been
given credit for. Now I do not wish to suggest that all or any
of these measures are necessarily appropriate to other countries
and other circumstances. It was, however, suprising how often
pupils, particularly in primary schools, displayed skills that
their teachers did not possess—skills of listening comprehension, skills of pronunciation which their teachers did not
possess. I suspect they were able to make sense of these texts
because they were exposed to interesting and exciting materials.
On a methological front, because of the emphasis on a communicative use of language, there was a lot of interest in such
techniques as simulation and role play.
I have already mentioned that there was quite a determined use of documentary
film, in the classroom, making use of the television system,
particularly in the more developed provinces of the North. At a
later stage, people became very aware of the new research into
error analysis, the importance of the error as an indication of
the learner's underlying competence and, in general, a new attitude to correction and learner error.
Despite all this ferment, there was no attempt to crystallise
these developments into anything more than a broad-based nondogmatic movement which was capable of assimilating innovation. So
you can imagine that our inservice training programmes had to do
with introducing teachers to the theory and practice of role
play or simulation, or with a concentration on the use of documentary film, a concentration on authentic texts, perhaps a
concentration on language for specific purposes, and underlying
all of this there was a major move to 'devolve the classroom'.
This was perhaps the common aspect of all these methodologies.
The Yugoslavs became very interested in group work. Now whether
this had to do with their political background (the fact that
their own particular variety of Socialism, known as selfmanaging Socialism, involves group discussion—whatever the
reason, group work simply took off right across the country and,
as a result of that major change in the way classes were
organised, new learner-centred methods became possible.
I
believe, looking back on it, that the extensive adoption of pair
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work and group work in classes was the major step which made a
communicative approach to language teaching possible.
After a four- or five-year period of curriculum change through
teacher training, what did the whole picture look like?
It
didn't look like an educational system which had laid down and
implemented a uniform set of materials, methodologies, or indeed, even a single unified syllabus.
The outcome was highly
diverse. Now it is hard to describe how diverse it could be.
One might go to a school in Dubrovnik on the Dalmatian coast and
find that the children in that school had been working for
months in the medium of English, developing a kind of Englishfor-touristic purposes based on the environment of Dubrovnik.
This turned out to be group-based project work involving gathering and summarizing information, finding visual aids, writing
texts, cutting out relevant text, using brochures, reading,
writing, tabulating, transmitting information, all the work
involved in producing a publication designed to be read.
But
there was an end-product to see as a result:
a well-produced
folio of beautiful work produced by that particular school for
these particular purposes.
If you went inland—to land-locked Serbia, let us say—you
would find groups of teachers doing quite different things—
probably, thinking of Serbia, engaging in various forms of
musical activity involving the use of English.
In this way,
very strong local/regional emphases came through and determined
to a considerable extent the kind of activity that went on in a
given school or locality.
I remember one school on the road
between Zagreb and Belgrade where a group of teachers had become
excited about the possibility of creative writing of poetry in
English.
These were young children of primary age and they
produced wonderful work.
Need I say that when it came to the English examinations, they
did very well because a way had been found to mobilise their
interest and motivation. These children learnt English successfully because they wished to write poetry in English. It sounds
curious, but it worked. This kind of independent initiative was
encouraged by the authorities.
Fine, you may say, how charming, how delightful, but how very
unsystematic. I have to agree with you.
When local initiative
is allowed to play a leading role, it becomes impossible to be
certain that educational change has been taking place uniformly
throughout the system. There are great problems of evaluation,
since like cannot be compared with like.
Nevertheless, it is
part of our responsibility as educational planners to attempt to
measure the achievement of pupils, on a reliable, comparative
basis. At the same time one must, I think, give higher priority
to the process of learning than to the process of measuring
language achievements. Somehow one has to reconcile the need to
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learn with the need to ensure that learning has taken place.
This is a problem which is not easily resolved.
Again, one might ask, how successfully were 'functional' and
'structuralist'
tendencies
reconciled
at
the
methodological
level? The Yugoslavs settled for a nondogmatic approach, one
which gave more or less even-handed emphasis to the purposes for
which language might be used, the functional purposes however
defined, and the structures which were necessary for these
functions to be fulfilled.
As it turns out, such a common-sense
view is now widely accepted as the only appropriate one. There
was still a need for good teaching materials.
When I left
Yugoslavia I felt very unhappy that locally produced materials
did not yet correspond to what was within the capacity of newly
trained teachers to teach; but work continued and I am told that
today, nearly a decade later, a new generation of textbooks are
in use in Yugoslav schools. It was, in any case, only as the
culmination of a period of curriculum development, through the
agency of teacher training, that it became apparent, as teachers
developed a new approach, that teaching materials were seriously
inadequate and that there was every reason for embarking on the
design and development of materials which were more appropriate.
As I said at the outset, the eye grows misty, and I may have
rather overstressed the positive and understressed the negative
aspects of this experience. Remember, I was there! There were
still problems to be resolved, one of which was the geographical
isolation of many of the teachers.
It was very difficult for
them to maintain contact with centres of excellent teaching,
teachers' centres and so on. We did what we could to overcome
that problem by making tapes and other materials available to
teachers and by radio broadcasts. We found that if we broadcast
in English on the wavelengths of Radio Belgrade, it was not the
people of Belgrade who were going to listen. It was the people
in the remote provinces who could not get near to a centre where
they could hear live English. We had a very touching response
from those geographically isolated areas.
Similarly, the development of cassette materials with the spontaneous talk of
native-speaking children recorded on them. We found that if we
shipped these in an audio-visual package to a school in a remote
part of the country, they would be lovingly listened to, listened to again and again and again by the teacher for her own
pleasure (never mind about presenting them to the pupils). She
would listen to them herself as a source of natural, nonpedagogical English language.
To sum up, this was one experience, one pattern, one fairly
major move towards a communicative approach in ELT which was
fuelled and promoted largely by and through inservice teacher
training. What conclusions can we draw from the Yugoslav experience?
The first and most important point is perhaps the
observation that a programme of inservice teacher training can
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achieve major changes in an educational curriculum by releasing
the energies and creativity of teachers themselves. For this to
occur, a catalyst is required and this may take the form, as it
did in Yugoslavia, of international collaboration in an area of
practical and theoretical innovation. The process is, however,
a subtler one than the mere importation of ready-made educational solutions. It involves dialogue, interaction between outside
'experts' and native practitioners, if a satisfactory fusion is
to result.
Where situations of great diversity exist, as in
Yugoslavia, it may be vain to look for uniformity in educational
change. Instead, it may be more sensible to foster local initiative and to allow a common underlying commitment to raising
teaching standards and to introducing creativity into the classroom to find local expression at the level of the community and
the school. It is a process which involves tolerance and understanding on the part of educational administrators and, above
all perhaps, a belief in teachers as the agents of educational
innovation.

PUTTING THE COMMUNICATIVE CURRICULUM INTO PRACTICE:
THE ORGANISATION OF TEACHER INSERVICE EDUCATION
AND TRAINING IN HESSE, GERMANY
Christoph Edelhoff
Hessisches Institut fur
Reinhardswaldschule

Lehrerfortbildung

0.
Introduction.
Here is a passage from an English textbook in a European country:
Good morning, everybody. Listen to me, please. I am your
teacher. You are my pupils. I teach you every day. Yes,
this is what I do.
I teach you English.
Every day you
learn English from me. You come here, you sit down at your
desks, you listen to me, and you speak English to me. You
all learn English. You all like the English language. This
pupil learns English, that pupil learns English, those
pupils learn English, everybody learns English. And everybody likes English. English is a beautiful language.
Please notice:
I
you
we
they

speak
learn
teach

he
she

speaks
learns
teaches

English
Portuguese

This is accompanied by a picture of a teacher who is standing in
front of his class, one hand holding a book to read from, his
other hand in the pocket. He is wearing spectacles, a tie, and
a suit.
152
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Language teaching at its best, it seems.
The task of the
learner is one of listening, learning English from the teacher,
sitting at a desk, repeating, memorising language bits of a
'this-that-those' grammar and the present simple tense for
habitual actions.
Miraculously enough, the realisation of the
ending -s for the third person singular not only leads to
liking the foreign language, but to aesthetic appreciation.
The teacher is there to instruct, to quote grammar, and make
the students listen and speak.
He is the teacher of the
students, they are his property. He is. creating them in his own
image.
This caricature mirrors elements of language teaching practice, teacher training and teacher roles which, in the learned
literature on foreign language teaching (FLT) and teacher training, do not receive much attention. But they exist and have to
be dealt with if teaching for communication is taken seriously.
1.
The role of the teacher. Indeed, a lot of teacher
training all over the world still seems to reflect the learning
and teaching philosophies which developed alongside authoritarian and hierarchy-oriented social systems of a predemocratic age.
There is a strong belief that the teacher is the center of all
teaching and learning activities in the classroom.
He appears
to know everything and the students are seen as empty vessels to
be filled with what is presented.
In foreign language teaching
it is the teacher who knows—the students do not, how could
they? Thus the teacher is often seen as the bearer and ambassador of the other language and culture.
Yet, as is well known, learners of foreign languages draw
heavily on what they have already learnt, and indeed, all second
language learning relies on experiences and knowledge of the
world, and on the way learners have acquired their mother tongue
and the knowledge and mastery of communication skills in it.
Language learning for communication needs a teacher who is
aware of this and who is capable of linking the foreign language
classroom activities with the lives and learning potentials of
the students.
2.
Attitudes. The basic teaching qualification is one
best described as a particular attitude which the teacher has
with regard to his role in the school and in the classroom.
Language teaching for communication requires a teacher who
regards himself as a facilitator, adviser, and counsellor rather
than as an instructor and assessor.
This attitude is a basic educational qualification and will
best be achieved if the teacher is aware of the fact that he, as
a nonnative speaker of the foreign language, is in principle in
the same position as the learner, and that differences between
himself and the learner are relative.
It is in the nature of the communicative approach to foreign
language teaching and learning that the teachers should be
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effective and pedagogically minded communicators themselves.
Therefore the foreign language teacher should be able to use the
target language in a communicative way, that is, in such a way
that he is able to initiate communicative situations in the
classroom, assist the learners in finding their own learning
goals and methods, and encourage understanding and use of the
foreign language—even though comprehension is difficult and
uttering/using the language a problem.
It would not suffice, however, if teacher training were only
to produce more or less perfect speakers of the target language.
Its task is rather to create an attitude where teachers are
ready to accept that communication is free interaction between
people of all abilities, races, and sociocultural backgrounds,
and that foreign language communication, especially, is there
for international understanding, human rights, democratic development, and individual enrichment.
The very nature of free
communication demands an attitude of respect for the learner and
his needs, and a readiness to regard teaching as enabling learners to develop their talents in a self-directed way, both as
members of groups and as individuals. 1
3. Knowledge and skills. Attitudes alone do not do the
teaching. Much knowledge and many skills are required.
The first insights the teachers should acquire are those into
the nature of learning—more specifically, the nature of language learning, the learners themselves and their environment
and conditioning, both their mother tongue and the target language, and the sociocultural connotations.
One could make a long list—and indeed, they have been made—
of areas of basic knowledge in the fields of applied linguistics, educational psychology, sociology, pedagogy, culture and
literature, and the science of communication.
Yet knowing about things does not necessarily produce teaching
competence. Indeed, the classroom performance and educational
strategies of the teacher depend upon curricular and methodological skills.
Curricular skills comprise the ability to assess syllabuses
and language courses educationally, culturally, and linguistically, and to make decisions on the nature and use of texts, to
process texts in different media for teaching purposes, and to
evaluate orientation frames or guidelines for their didactic
potential, as well as to devise and employ differentiated and
branching exercises leading the student to carry out communicative tasks in the foreign language.
Teaching and classroom skills embrace the readiness and ability to try out and apply a variety of classroom tactics, grouping
practices, methods, and different uses of media in order to make
the teaching/learning process successful both for the individual
student and the learning group.
Indeed, teaching skills are part and parcel of the overall
communication skills which enable the teacher to 'share mean-
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ings, experiences and affects' (Breen and Candlin) instead of
being limited to the knowledge and handling of the formal system
of the other language alone.
It would be wrong, however, if one were to demand all these
qualifications of teachers in a dogmatic or idealistic way. All
of these areas of competencies are part of a life-long learning
process of professional adult learners linking their initial
learning with everyday experience and experimentation. Materials and methodology have never been considered to be a closed
and perfect system of teaching management, but have always been
part of the experimentation itself.
The skill of skills, then,
to be achieved by way of trial and error and constant participation in experimentation, is that of handling innovation, not a
set of recipe rules. 2
4.
Teacher needs.
A lot has been said (in this paper
also) about the objectives and purposes of teacher training.
But what about the teachers themselves and their personally felt
needs?
If needs orientation is the key issue for serving language learners well, surely the same principle will have to be
applied to their teachers' learning processes.
It is difficult to generalise about personally felt needs
since they appear to lie in different areas.
Often, language
classes are far too big and students and teachers suffer from
this.
Many teachers seem to feel that language teaching does
not receive the attention it ought to receive in the curriculum.
Many complain about the lack of materials and media. The constraints of the educational or school system often give rise to
bad feelings.
Lack of motivation on the part of the learners
and slow learner phenomena are also mentioned. Some teachers
are aware that they are not too well qualified but cannot do
anything about it. Some language teachers find themselves badly
informed about current trends; and some of them are clearly
hostile to constantly changing trends and theories.
'This is
the way we have done it for a long time, and we do not see any
reason why we should change.'
5. Teacher training. Germany has a long tradition of basic teacher education conducted by the universities.
After the
Second World War, university training was extended to include
teachers in the lower and vocational schools.
In the following
phase of preservice training at education seminars, postgraduate
students are made familiar with school practice and theory.
Teachers often find themselves ill equipped in the schools,
however thorough their university and postgraduate training may
have been. This is because many of the academic courses tend to
be detached from school life. Younger teachers joining a school
frequently suffer the 'shock of practice'.**
Moreover, academic studies are often confined to literature
and theoretical linguistics, with perhaps a few courses in
language and area studies.
'Applied' linguistics was a
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reluctant answer to the questions of how the universities might
contribute to the prefamiliarisation of future teachers with the
foundations and processes of second language acquisition and
foreign language instruction. Most university departments seem
hesitant about accepting the didactics and methodology of language instruction as an integral part of the disciplines.
This,
and the need for life-long teacher learning, serve to emphasise
the fact that inservice teacher education and training (INSET)
is essential.

6.

Inservice teacher education and training (INSET).

In

my definition of INSET I should like to stress the fact that
while preservice training deals with the preparation of teachers-to-be, INSET includes all kinds of job-oriented learning
activities for teachers in service.
It is part of the teacher's
work and may be organised individually, privately, or collectively, making use of a variety of ways and means, e.g. individual study, books, media, correspondence materials, informal and
formal groups, and courses at local, regional, central, or
national levels.
It seems to be most effective when it is
geared to the needs of teachers and actual classroom activities . ^
This requires the teacher trainers to elicit an awareness of
and confrontation with the teachers' own fears, preconceptions,
and teacher role definitions, their perceived situational constraints, their own social and communicative behavior in groups,
and an awareness and consideration of alternatives and choices.
This is why teachers have to be involved in the search for and
proposal of solutions to perceived problems and constraints in
their teaching situation.
Teachers will hardly be prepared or
able to administer autonomous learning processes in their
students if their own learning is not geared to the same principle . 5
INSET must enable the teacher to encourage the learner to
become actively involved, to stop being frightened of making
mistakes, to take the initiative, to progress towards selfmanagement and independence, and to develop social involvement
and cooperation in the classroom.
This will necessarily lead to the reassessment of traditional
views of the role of grammar, pronunciation, and spelling rules,
the exclusive use of literary texts, and classical testing techniques. Using the target language on inservice training courses
had proved to be an important vehicle for bringing this about.
Role play and simulation as well as other language activities
have been shown to be very effective, too.
The biggest impact, however, can only be achieved by inservice
training measures that engage teachers in learning and developing activities permanently, or at least over a longer period of
time. *>
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7.

The organisation of INSET

in Hesse

('HILF').

The

state of Hesse organises INSET through a state institute
(Wessisches Jnstitut fur Lehrerfortbildung = HILF) both at central and regional/local levels.
Residential courses, mostly of
one week's duration (Monday to Friday), have been established
since the early 1950s; the local/regional HILF centers began
work in 1976 and have gradually increased until, in 1983 and
1984, a network of 13 teachers' centers will offer afternoon and
evening activities, as well as one-day compact courses, for
practically every teacher.
The system serves some 42,000 teachers of all subjects in
primary, secondary, and vocational schools. Residential courses
are offered every school week in three residential centers to
some 300 teachers on 12 parallel courses, covering a wide range
of school subjects and general education topics.
The centers
also serve as meeting and conference places for the State Education Ministry planning groups and syllabus and guidelines committees.
In 1980 about 14,000 teachers attended residential
courses and 10,000 took part in regional/local working groups or
meetings. 8
The range of INSET courses consists of the following organisation pattern:
Afternoon or evening meetings at regional/local level:
—on a regular basis (once a week, once in two weeks; over
a period of half a year or a year)
—from time to time (single or loosely connected information opportunities, e.g. guest lectures and seminars)
—compact courses (one or two days) in connection with and
for permanent working groups (in cooperation with the
central division)
—individual study days for certain schools or subjects
Residential courses at central level:
—two-and-a-half-day courses (Monday-Wednesday, WednesdayFriday)
— 10-14-day study visits or external courses
Since the regional/local INSET division is not meant to replace
the central organisation but rather to intensify
inservice
training activities, HILF has been trying to build up an integrated network of local, regional, and central offerings.
This
is achieved by independent yet synchronised programme-making
processes for both levels, granting great freedom of choice and
participation to individual teachers and teachers' associations
who have a legal right to take part in programme decision
making, as do the examiners and the State universities.
It is
the Institute's task to prepare a draft programme, to resolve
conflicting demands, to foster cooperation and interaction
between persons and institutions, and, finally, to implement the
programme on behalf of the Education Ministry.
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By recruiting course teams from all school development levels,
the HILF curriculum departments promote an informal rather than
formal exchange of information, ideas, experience, materials,
and people throughout the school system. Of the three HILF
meeting places, the central office (Reinhardswaldschule near
Kassel) is the largest and most widely used; it has printing and
media services and a central library, and houses the central
administration and most subject departments as well.
Participation in any of the INSET courses is voluntary.
Teachers apply individually and directly to the Institute in
accordance with internal leave of absence regulations.
There
are no external replacements for teachers but all travel and
subsistence costs are covered by the state.
Many residential
courses are heavily overbooked so that some teachers must apply
again or opt for second choices. In some areas, especially in
primary education, (mostly female) teachers find it difficult to
attend residential courses, i.e. to stay away from home for a
number of days.
Subject- and methods-oriented courses are
better attended than general educational ones. Most courses are
open to any teachers, but there is also a sizeable section for
teachers in special functions or special projects.
8.
Modern languages at HILF.
The HILF Department of
Modern Languages plans, coordinates, organizes and evaluates all
inservice activities for English, French, Russian, Spanish,
Italian, and other foreign languages at the central level.
Throughout the year, about 30 one-week courses are held in one
of the three residential centers, most of them at Reinhardswaldschule, where a wide selection of teaching materials, actual
unaltered foreign texts, and media and library services, are
available.
Part of the Department's materials service is the
filing and ad hoc use of course results so that, in fact, individual residential courses are linked in a chain of activities
over years. This is strongly supported by recruiting course
teams and by the development of course typology.
Course teams (normally about 5 study directors in a course of
some 25 participants) include a native speaker, either from
Hessian or other German schools or universities, or from abroad
(mostly through the help of the respective cultural mission).
The other team members come from the Modern Languages Guidelines
Committee, schools, seminars for trainee teachers, universities,
and other places throughout the country (or, indeed, from neighbouring countries, notably Denmark and Holland).
Target language speaking courses are directed entirely by
native speakers. Twice a year a three-day course is devoted to
planning and inservice training of all part-time inservice
trainers, i.e. the members of course teams.
Outside specialists, e.g. the authors of books or other
materials, are called upon only for special reasons and in their
particular roles.
Down-to-earth classroom representation on
course teams is emphasised. Thus, a typical course team may
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include two teachers who, in an earlier course, demonstrated
special interest in the topic and have since tried out certain
methods from the previous course, such as a draft teaching unit.
One of them may have joined a teacher group in one of the
regional HILF centers or may have come from such a group. Two
other members may be members of the Modern Languages Guidelines
Committee, one of them a school teacher, the other a nativespeaker lecturer at a university. The fifth may be working full
time for either HILF or HIBS (the Hessian curriculum institute);
the sixth may be an outside specialist who gives a talk and a
seminar and leaves after two days. Part-time course directors
receive a (modest) fee but no reduction of their teaching load.
Over the years, the Department has attempted to give the
course teams and visiting specialists a central base by organising preparatory and evaluative meetings, by supplying information and materials, by evaluating and spreading course results
and, most of all, by serving as a meeting and communication
center. Visiting guests from other German states and from European countries (including those who attend HILF courses on the
CCC Bursary Scheme), apart from profiting from the courses, have
always contributed a great deal to them through the exchange of
experience and by giving modern language courses an international atmosphere.
Most of the week-long courses are organised on the pattern of
open workshops, where an initial information and motivation
phase of one or two days is followed by an intensive work phase
in small groups which are tutored by the members of the course
team. Ad hoc printing service, free access to audio and audiovisual media, copying facilities, and a large collection of
teaching materials and unadulterated or 'edited' texts (with or
without audio and video tape) are available. Part of the inservice training for the part-time inservice trainers on course
teams consists of using these facilities adequately.
Group work products such as drafts of teaching units, proposals for classroom tactics and procedure, critical surveys of
textbooks, or accounts of the group work itself, are duplicated
for everybody in the course so that plenary finishing sessions
can be used for discussing the course topic in the light of the
initial input and active work of the participants.
Frequently,
teachers take home their own and their colleagues' drafts and
rough copy and try them out in their classrooms or develop them
further in local or regional teacher groups.
Ideally, reports
of this practical work serve as input for a similar course at a
later stage.
In fact, most of the HILF materials and modern
languages project units are produced in this way-9
9.
Types of courses.
One of the major principles behind
the work of the Department is 'continuity' in order to guarantee
a constant flow of information and create an attitude of expectation on the part of the teachers and course participants-tobe.
Continuity and ongoing recruitment of course teams are
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methods for achieving this aim. Another method is developing
and describing course 'types* which become known in the teaching
force so that people coming to a residential course have a
clearer picture of what to expect than they would if they had to
choose from a kaleidoscopic and haphazard list of courses.
Specifying types of courses as to languages and particular
objectives naturally depends on the amount of the overall capacity, i.e. the number of courses available for the whole department.
The following summary shows some differentiation and
specification.
It is obvious, however, that many of the types
of courses, especially for the minority languages, are far too
general and have to be specified by way of the actual course
programme. Some of the topics are dealt with for modern languages generally, i.e. language differentiation is organised for
internal group work.
Normally, as in a language laboratory
course, one-third of the participants will be teachers of French
and two-thirds teachers of English. The team for such courses
will have specialists for the respective languages.
List of course types in the Department of Modern Languages:
(1) Analysing and working with Separate one-week courses
existing textbooks in a
once or twice a year for:
communicative way
English (beginners' level)
English (intermediate)
French (beginners)
French (intermediate)
(2) Analysing and making pro- Separate one-week courses
ject-oriented materials
once or twice a year for:
(thematic teaching units)
English (intermediate)
French (intermediate and
advanced)
Russian (all levels)
(3) Special topics (problem
These week courses are ofand learning areas in the
fered to secondary school
communicative teaching of
teachers teaching beginners
foreign languages; cf.
or intermediate (some also
the Guidelines), e.g.
advanced) students. Most of
them are for English since
-Assessment and testing
English is the major foreign
language in Hesse. Some of
-Grouping and mixed ability them are organized for modern languages comprehensively.
-Teaching the less-able
Some of the topics are
- Q ualif icatio n s
grouped together (e.g. classroom tactics, interaction,
-Using media and the
games and simulations; or
language laboratory in
assessment, testing, and
a communicative way
qualification according to
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-Using film and video
-Using unedited texts
-Classroom tactics and
interaction
-Games and simulations
-Communicative grammar

(4) Language communication
for teachers (language
training)
Type 1: At home
Type 2: Abroad

(5) English and French in the
upper level of secondary
schools

(6) English in primary schools

(7) Courses for 'minority'
languages (Russian,
Spanish, Italian)

the number of courses
available.
The course objectives are
focused on the topical aspects in this list; they are
not approached, however, in
a purely theoretical way.
Indeed, every course tries
to link the teaching practice of the participants,
their use of materials and
methods with the aspect in
focus.
These courses, held once or
twice yearly for French and
English, are also open to any
teacher, but one of them may
be specially reserved for nonqualified English teachers.
At home they offer a 'language bath' making great use
of games and simulations.
Abroad (10-14 days; once a
year in France and England,
respectively) they serve as
language and communication
training, background studies,
field work, and authentc text
gathering, and processing
opportunities. The results
of these courses are fed
directly into local /regional
activities and follow-up
courses at the central level
(types 2 and 3).
Two or three courses for
each language every year,
mostly on teaching units and
materials (interpreting the
Guidelines).
These courses (2-3 per year)
are there to support an ongoing teaching experiment.
Normally one one-week course
for each language group per
year. The course programmes
focus on objectives, materials,
and methods.
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(8) Courses for special groups
or experiments

(9) Inservice training courses
for inservice trainers

(10) English in vocational
schools

These courses are geared to
the special needs of experimental groups or of teachers
with special tasks, like
teacher trainers.
Twice yearly courses (2 1/2
days) for part-time course
directors at central, regional, and local levels; focusing
on special topics like aims
and objectives in the new communicative 'Guidelines',
phases and working arrangements for adult professional
learning, preparing and evaluating courses, preparing
course results for publication, etc.
Two-week courses every year
focusing on syllabus design,
materials, and methods develment.

Besides these courses, HILF offers seminars and organises
residential workshops for groups of teachers and experts with
special tasks (Modellversuche) which are administered by the
State Curriculum Institute (HIBS). Among these are to be found
the meetings of the Modern Languages Guidelines Committees for
the various levels and school types.
All of these also join in
on 'ordinary' courses, bringing the total of part-time course
leaders to approximately 100 for all languages and schools. All
curriculum and course work is geared to age groups in a comprehensive horizontal school organisation (Primary, Secondary I,
Secondary II, Vocational) even though, besides the comprehensive
schools, a greater number of schools of the traditional tripartite system (Hauptschule, Realschule, Gymnasium) still exist.
Table 1 gives the figures of attendance centrally and regionally.

10.
The communicative approach, 'Guidelines', curriculum
work and inservice education, and training of teachers. The
first attempt to innovate the teaching of modern languages in
Hesse was made when, at the end of the 1960s, draft guidelines
were given to the schools for a trial run.
With national and
international innovations, namely, the first stages of a European functional/notional syllabus, these were soon criticised
for their traditional and vague contents.
The Guidelines Committee, from 1973-1974, evaluated the written reports from
schools and institutions and from there started to work on a new
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Table 1:
Year:

Central inservice courses (residential).
1979
Number of:
Courses

Participants

1980
Number of:
Courses

English:
15 (13w/2s) 399
17 (15w/2s)
171
French:
7 ( 6w/ls)
6 ( 5w/ls)
Modern
languages
(Eng/Fr):
5 ( 3w/2s) 144
6 ( 4w/2s)
Other modern
62
languages:
2 (2w)
2 (2w)
w = one week (Mon-Fri);
s = two and a half days (Mon-Wed/Wed-Fri)
Afternoon seminars in regional c e n t e r s :
1980
1979
English
54
573
48
French
12
100
9

Participants
479
169
170
50

644
111

communicative syllabus, the draft of which was published in 1975
and 1977.
The Committee was fortunate in cooperating with the national
working party for English in comprehensive schools (BAG Englisch) which holds its meetings at Reinhardswaldschule.
Its
proceedings, b r o c h u r e s , and books, which were published by the
Department of Modern Languages at Reinhardswaldschule, played an
important role in the gradual making of the Hesse Guidelines for
Modern Languages (Rahmenrichtlinien) and curriculum units
('Baukasten', i . e . project-oriented modules). 10
BAG first
adapted the adult functions and notions lists of the Council of
Europe for secondary schools in Germany (1975). The French and
Russian sections of the Guidelines Committee followed with their
versions.
- The Guidelines were not restricted, however, to an adaptation
of the threshold level. It was felt that most of the nature and
conditions of foreign language communication both in and out of
school had to be described, and that an educational framework of
content matter and theme in FLT had to be given. In this the
nature of communication situations and the roles learners are to
take in them seemed most important.
Lists of text types and
communicative tasks attached to them were added and a comprehensive discussion of methodological questions was offered.
A
final version of the Guidelines was published in 1980H aft e r a lengthy period for building a consensus by participatory
bodies (namely, the parents' associations) and of discussion by
individual chapters in numerous inservice courses.
Curriculum materials were developed simultaneously, both by
informal working parties of teachers in courses and meetings and
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by groups of teachers and experts for publishing houses and
radio stations (multimedia packages). 12
HILF Reinhardswaldschule had published pilot versions of many
of these materials both for English and French, together with
the minutes and proceedings of the respective courses.
HILF
publications are printed in small quantities and are sold at
minimal prices.
Teachers and schools may obtain the right to
reprint them for teaching purposes.
A number of courses in the foregoing list of course types has
been directly linked with the curriculum-making process, namely,
the teaching-materials analyses and project-oriented
ones.
However, it is not suggested that curriculum workshop courses to
familiarise teachers with new materials and, through these, with
the communicative approach, is enough. In fact, taking part in
materials workshops is only one way of inservice training
for innovation. Interaction, group work, and classroom tactics
courses are as important.
Moreover, courses in language-ascommunication for teachers appear to be of the greatest importance, since it has become obvious that foreign language teachers teach in a communicative way only when they themselves are
mastering and using the target language in a communicative way.
11.
Cooperation with other agencies.
It is obvious that
developmental work of this kind and the integration of curriculum making, syllabus design, and inservice teacher training for
modern languages must draw on a number of friendly institutions
at home and abroad.
In the first place, the universities and
their native-speaking staff should be mentioned. Another very
important potential source for ideas, materials, and staff is to
be found in the cultural institutes (like the British Council,
the Institut Francais).
It is, indeed, through these that the
necessary links with the respective countries are made and
financed.
HILF has also profited immensely from direct contact
with French and British universities and developmental centers
(like the Lancaster University Institute for English Language
Education).
It is in this context that a European network of
people and pool of ideas and materials has become a source of
the greatest help and importance.
12.
The 'Lancaster Outing 1 . 13
To give an example of
some of the course work in a more concrete way, a short description of a language and communication course focusing on background and cultural studies in England is added.
These courses are part of 10-day inservice workshops of HILF
both in France*^ and England during term time which put
teachers in a position to research and experiment with language
in a most intensive way.
The aims and objectives are given as follows:
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(1)
(2)
(3)
(4)

to practice a wide variety of communication skills in
native speaking environments;
to gather and process a range of authentic language
texts on project topics--written, audio, and video
material;
to analyse samples of discourse contained in these texts;
to become familiar with information gathering techniques for later use in the classroom.

A group project approach is used to achieve this aim. Beginning
with a 'town game' to establish the sociogeography of the town,
teachers go through phases of preparatory activities like observing the mass media, talking to people in the street, interviewing officials and staff in institutions and organisations,
using libraries and reference materials, and bring back their
findings, materials, and other real data to discuss in the
plenary evening sessions.
During the main research phase, small groups of teachers
concentrate on one particular topic of their own choice, recording interviews, collecting texts and real data in a more systematic way and cross referencing their data with published
materials and self-recorded broadcasts from radio and television.
Often they are invited to private homes for more direct
and longer interviews in a more personal style.
All this is
done with a view to future use in the classroom even though the
teaching process itself is not part of this type of course. The
groups can use a complete range of audio and video equipment
brought along on the 'expedition' coach.
(Regularly there is
also a good number of bottles of German hock to be used for a
guest-in party to which all the contacts, private and official,
from streets and offices, are invited.)
Towards the end of the course, project materials and media are
carefully processed and put together to form a multimedia
dossier for later use.
Tapes are summarised on recording
sheets, and project sheets are used to ensure a quick overview.
It is not until a materials workshop type of course in the
home residential center some months later that some of the dossiers are turned into teaching units. 15
Eventually, these
units and the accompanying tapes (both video and audio) are
published by the HILF, thus becoming available to a wider range
of teachers.
The materials gathering and processing aspects of the 'outings' courses should not be overemphasised, however. Personal
interaction and group experiences with native-speaking people in
direct contact and in a highly self-determined organisation of a
course open up opportunities for a laboratory style of language
experience which most teachers have not had in their training.
It is very difficult to describe processes of this kind in
papers like this one.
This is why HILF, with .the help of the
British Council (Cologne and London), has made a pilot video
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documentary, 'Teacher Training Observed', offering a little more
insight into the rationale and spirit of these courses. I 6
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OVER AND OVER AND OVER AGAIN
John Fanselow
Teachers College, Columbia University
Through the years, I have asked a number of people who teach
teachers to indicate three components central to a teacher preparation program for ESOL or foreign language teachers. When I
ask people to indicate the components, I stress that I want only
components that people consider absolutely central.
After
people write them, I ask them to circle the most important of
the three.
Here are some of the components considered most central that I
have gathered.
—experience in learning a new language
—knowledge of the language being taught
—knowledge about the language being taught
—cross-cultural sensitivity
—conflict resolution
—how to improvise
—methods of teaching languages
—training in teaching/practice teaching
—evaluating oneself on video
In an attempt to get a greater variety of responses, after I
ask people who prepare teachers to indicate three central components and then select the most important of the three, I report
that members of the Japanese police force have lessons in flower
arranging as part of their preparation.
I then ask people to
indicate components in a teacher preparation program that would
be parallel to flower arranging for a police force.
Usually, I
get repetitions of the same elements I got before the report on
flower arranging.
No one has ever volunteered that a central
component in teacher preparation should be modern dance, jogging, or bio-feedback, for example.
This in spite of the fact
that anxiety is a central concern of most teachers in preparation and most reports indicate that dance, jogging, and biofeedback can lead to relaxation and decreased anxiety. No one
168
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has suggested karate either, though this skill builds confidence
in many and might alter one's self image as it is related to the
misbehavior of high school students in classes.
I cannot fail
to report that hardly anyone has ever been shy in making suggestions about what teachers need in their programs of preparation,
either before the information about flower arranging or afterThe components I constantly elicit are not very different from
those listed in guidelines for preparing second language teachers produced by NASDTEC in 1976, or guidelines produced for ESOL
teachers by Anthony and Crymes (1966) and revised by Norris in
1970.
Nor are the components most people tend to list different
from the courses most TESOL programs offer in the United States
and Canada at least, according to the Blatchford directory
(1982).
I think that one reason for the fact that components do not
vary much is that on one level all of us who prepare teachers
base our work on common sense notions of what is necessary.
When I observe teachers and see a teacher make a spelling mistake, common sense suggests 'This person needs some work in
spelling'.
If I see a teacher write on the blackboard so that
few can read the words, I think 'This person needs some work in
handwriting, or perhaps should change professions and pursue
hieroglyphics'.
The only problem with common sense is that it is based on our
preconceived notions in most cases rather than on evidence. For
example, common sense suggests that better lighting reduces
crime.
If I were going to commit a crime I would look for a
dark spot. But as it turns out, I am not a criminal. And in
the case of lighting there is some evidence that common sense is
not completely right. A recent headline contained these words:
Street lighting is said to affect crime—little.
The article
contained this report: 'A government funded study has concluded
that although well lighted streets may lessen the fear of crime,
there is no statistically significant evidence that the lighting
actually reduced crime. The study says that crime increased in
certain well-illuminated areas because the thieves could see
what they were doing better.
Another finding was that the
lighting displaces crime.
In addition to increasing in the
newly lighted areas, in adjacent places where the lighting has
not yet been installed crime also goes up.'
Perhaps you have visited a friend recently in a hospital.
If
you are old enough to remember visiting people in a hospital 30
or more years ago, perhaps you will recall that in the surgical
wards there were few patients walking. Common sense used to
dictate that movement right after surgery was harmful. Whether
by design or accident—an impatient patient lunging out of bed
in spite of pleas by nurses and doctors—patients are now almost
forced out of bed the first day after surgery in most cases.
Healing takes place more quickly, it seems, with immediate movement. Common sense reasons were replaced with reasons based on
evidence in this particular case.

170 / John Fanselow
Until we evaluate the effects of our common sense notions in
the same way increased lighting and movement after surgery have
been evaluated, we can hardly hope to learn if what we do is
worthwhile, let alone improve what we do. In fact, Allen (1966:
88) realized the shaky foundation on which his suggestions were
based, and coupled them with this charge: 'empirical investigation of the effectiveness of various qualifications of teachers
needs to be carried out'.
Allen's charge is not the only one that has been made.
The
National Council for Accreditation of Teacher Education (NCATE)
has for many years had a requirement devoted to program evaluation.
The institution keeps abreast of emerging evaluation techniques and engages in systematic efforts to evaluate the
quality of its graduates upon completion of their programs
of study and after they enter the teaching profession. This
evaluation includes evidence of their performance in relation to program objectives. (1982)
States that have mandated different patterns of preparation
since
the sixties have also required that institutions preparing teachers evaluate them on the job to see which components of
their preparation showed effects and which did not (Schmieder et
al. 1975).
In spite of the clear demand for such evaluation both within
TESOL and in the field of teacher preparation in general, the
paucity of evaluations in the journals is glaring.
One cannot
find recent evaluations of TESOL programs reported in the major
journals in our field.
Peck and Tucker (1973) contended that
little research on teacher preparation had been done in the
United States until the sixties and that lack of funds stopped
the momentum that was just getting started.
And Lomax (1972)
said research had not been done in England.
While one might think that the NCATE requirement would lead to
the production of many studies, Katz et al. (1981) revealed few
follow-up evaluations, and fewer still of quality, that grew out
of NCATE reviews.
For example, some so-called evaluations
simply described questionnaires that were sent to graduates and
to employing school districts to see how things were going! The
response to the Katz et al. (1981) review by Adams et al. (1981)
does not alter the gloomy picture of program evaluations.
The
questionnaire studies by Hayes et al. (1967) and Bruck et al.
(1975) do not alter the evaluation picture either.
Studies of teachers in schools do not reveal very bright
pictures either.
The school setting and common practices seem
to affect teachers more than their previous preparation. And in
many cases, inservice preparation at the school site is as ineffectual as the normal teacher preparation program (Defino 1982,
Johnson and Sloat 1980, Lacefield 1980, Shapiro-Skrobe 1982).
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Since neither I nor my students had been able to find many
evaluations of teacher preparation either in TESOL or in other
teaching areas, I urged some of my students to browse for such
reports outside of teaching. They found some: Wise and Zern
(1982); McLain (1982); Hinshaw et al. (1983). But in areas outside of teaching, evaluation seems not to be widespread either,
especially comprehensive and systematic studies.
A number of reasons immediately come to mind for the lack of
evaluations. Lack of money always can be cited. Lack of interest can too, as pointed out in the introduction to Fanselow and
Light (1977).
Evaluations are also difficult to do.
Then,
there is the question of their value (cf. Katz et al. 1981, and
Putman 1980). Are those who run programs going to change them
if an evaluation shows that the program does not have the
desired effect?
We are all comfortable in our present routines.
As Smith (1969) said, changing a teacher education program is
like redesigning a car as it is being driven down the highway.
While lack of money, lack of interest, difficulty, and utility
no doubt affect the number of evaluations, I think I have discovered a more central reason for their scarcity as a result of
my work with teachers over the years: the tape recording syndrome. The symptoms of this syndrome are easy to observe; I
have found that they occur with teachers in many countries and
with different amounts of experience. After being told to tape
record a lesson in order to transcribe some exchanges and perhaps code some of the communications, using a nonjudgmental
observation system, a teacher will say this at the first, conference: 'I forgot my tape.' At the second conference, the teacher will say something like this: 'I had the tape today and the
recorder, but I forgot to turn it on.'
After the next lesson,
this will be said:
'I turned it on, but I forgot to plug it
in.' After the next one, one hears something like this:
'The
microphone was too far from the class so the tape came out so
that I couldn't hear much.' Then, of course, the teacher has
group work on another occasion so there is too much background
noise to make a clear recording. And so on and on.
One reason I think many teachers fail to tape for a long time
is that they are fearful of listening to themselves.
And, I
think that a central reason why we who prepare teachers avoid
evaluations is that we, like those we prepare, are fearful of
listening and looking as well. The tape recording syndrome is
widespread. As one person in our program said after I announced
that we were going to evaluate it, 'Aren't you afraid of what
you might find?'
In the introduction to Fanselow and Light (1977), I wrote:
If [this book] can increase the possibility that a collection of materials on teacher preparation published ten years
hence will contain a larger proportion of research studies
on the preparation of teachers and the effects teachers have
on learners it will have been very worthwhile.. .Unless
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serious investigation of the preparation of teachers.. .is
undertaken it is possible to imagine that in 1986 one might
read again what Allen wrote in 1966: 'the most widely used
method [is] oral reading'.
Since I have neither read nor heard of any evaluations of
teacher preparation programs in TESOL or foreign language, I
decided that I at least should follow my own charge and Allen's.
Consequently, in this 1983 spring term, I initiated, together
with some of my students, an evaluation of our M.A. program in
TESOL at Columbia University Teachers College. The students are
Angelica Marta Clavero-Pamilla, Sergio Gaitan, Jerry Gebhard,
and Abdalla Libdeh.
We have started interviewing a sample of
our M.A. candidates systematically. We will interview our staff
as well, and we will, of course, collect demographic data and
various test results from the candidates so that we can see the
extent to which selection rather than preparation affects performance and ultimate professional beliefs, growth, and leadership in the field.
Since we are a private institution with high
tuition, we will also try to explore the relationship between
cost to an individual and commitment.
Important as the people being prepared are as sources of
information, we will not depend on their comments alone.
We
will observe and record parts of all the classes they attend,
sample sessions they have with supervisors as well as the teaching they do in practica and in supervised teaching during the
program, and on their jobs when they finish the program. We
will blindly evaluate and code samples of teaching performance
at various points during and after the program.
And, we will
ask others (such as evaluators from the Royal Society of the
Arts) to evaluate the same samples of the teaching from our
program. We want to look at their teaching to see whether we
can find evidence of change in activities or in the content
being advocated in courses.
(I will be delighted to send our
detailed plans to you. Write to me at Box 66, Teachers College,
Columbia University, New York, New York, 10027, U.S.A.)
In addition to Long's review (1980) of observation instruments
and classroom research, we have found a useful source of information in the area of teacher evaluation in general in monographs produced by the Research and Development Center for
Teacher Education at the University of Texas at Austin.
Lest you think that with references to research that seem to
be 'count oriented' we are interested only in numbers, let me
assure you that we are not.
Nor are we interested only in
graduates who continue teaching ESOL. I received a call from a
graduate who asked me for a letter of recommendation for journalism school. With our study in mind, I asked the graduate a
few open-ended questions about both the program and his teaching
since he had graduated. He said that during the program he felt
he had learned the importance of sensitivity toward others. He
also felt very gratified by his teaching both during the program
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and since graduation.
Then, he added that as he taught he
realized how constantly misrepresented his students were in the
press and the media. His decision to enter journalism was partly the result of the preparation he had received in TESOL, I
like to think.
Another former student recently started a mail-order business
in crocheting. Her M.A. in TESOL gave her the confidence to
start moving in a new direction. Her work in looking at things
differently during the program helped her see totally new ways
to use her talents. So, let me assure you that we will not just
be looking at tapes of our graduates teaching. We will explore
in detail what they are doing aside from teaching and try to
relate these findings to the experiences in the program as well.
I, for one, will not be ashamed of any of our graduates because
they do not continue in teaching. Indeed, we might find that we
have something else to offer that is as important as preparation
as an ESOL teacher.
Given the complexity of the task and the paucity of information previous evaluations have produced, you might wonder why we
are engaging in this process, other than to assuage my guilt for
not taking up Allen's charge in 1966 and my own in 1977. Well,
for one thing, like most people, I and my students are curious.
For another thing, I am personally tired of telling people that
I am not at all sure that doing the work for the credential we
award—an M.A.—has anything to do with competence and continued
growth in the field.
I also believe that how we teach and
present ourselves is as important as what we teach. I have been
advocating that teachers describe their teaching and explore the
consequences for many years. I can hardly continue to advocate
something I do not myself do on a regular basis.
Now that we have started the process of evaluation, we have
found some other reasons. After we have called up some students
to discuss their reactions to something we presented to them,
they have been delighted with our interest in them.
As we
continue seeking out students, perhaps we will find as Mayo
(1933) did that interest in the client accounts for a great deal
of change. As a result of extra discussions about group work
done in conjunction with our evaluation, we have noticed that
more students are studying together for our comprehensive examination and that more of the groups are continuing to meet after
the examination.
But there are reasons other than personal or programmatic ones
for evaluating what we do. Thirty-three states have taken some
action relative to competency assessment of teachers, according
to Defino and Carter (1982). And 20 of these states have introduced legislation to accomplish this assessment.
In 12 states
the department of education, together with the state board of
education, mandated or directed in some way the competency
assessment of teachers.
Twelve states required testing for
admission. Seventeen required testing for certification.
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Said another way, if we do not set our own standards and see
whether those we prepare meet them, others will set some standards. But I cannot imagine that these others will be any more
forthcoming in the area of evaluation that we have been, and so
we may be saddled with requirements we find preposterous and
onerous.
If we have no evidence about what in fact affects
teachers when they leave our program, we will hardly be able to
engage in debate with those who would regulate us.
The ubiquitous practice of oral reading reported by Allen
(1966) should not astonish anyone.
Most classroom observation
studies have reflected narrow ranges of practices, as Hoetker
and Ahlbrand (1969) show. The narrow ranges of practices are in
most cases incongruent with practices advocated in teacher
preparation programs as reflected in methods books and professional meetings.
Outside of teaching we can also easily observe incongruities
between what is advocated or requested or considered the thing
to do, and what is done. Signs clearly indicate we should leave
by the rear door in a bus, for example, but few do, especially
when it is raining.
More and more instances of incongruity
between tax requirements and completed tax forms and payments
are reported. Are the American Surgeon General's reports and
warnings about smoking dangers heeded more than the advice in
teacher preparation programs? The issue of change is obviously
complex. This fact perhaps more than any other should therefore
propel us into intense and serious evaluations of what we do.
If we continue to fail to understand issues of change, it is
possible that more than teacher preparation programs will suffer. Racism, war, crime, agricultural productivity, and different distribution of wealth are a few of the issues that could
benefit from insights into change and lack of change.
After
all,
what else is teacher preparation ultimately about than
change?
In conclusion, let me move to a less somber note.
In the
summer of 1984, we are planning a workshop at Teachers College
to follow up this Georgetown University Round Table on Languages
and Linguistics.
In spite of Orwell, we believe we will still
be somewhat free in 1984.
We hope some of the Americans,
Canadians, and British who came to this GURT '83 will be able to
participate in workshops devoted to teacher preparation, classroom observation, and evaluation of our work. The issues and
themes of this Round Table are too important to be ignored; they
must be given greater attention.
If you do come to the workshop, we will have some preliminary
insights into what our program does to and for people. We may
even be able to say to what extent we should continue to include
in our TESOL program the components we and many others have been
including over and over and over again.
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TEACHER EDUCATION:
PROBLEMS, PRACTICES, EXPECTATIONS
Mary Finocchiaro
City University of New York
It is a privilege to have been asked to participate in an
international conference devoted exclusively to seeking a new
rationale for teacher training.
It is long overdue.
While the
training and education of teachers has always been an issue of
deep concern to those of us involved in schools and their impact
on society, two major trends in the past several decades have
made imperative the sharing of ideas, of failures, and of
successes.
The first trend, the recent migration movement from many parts
of the world to the United States, Europe, Canada, and Australia, has reopened social, cultural, and political questions
which had been dormant since the 1920s. The second trend has
been the realization, stemming from a more humanistic educational philosophy and from the justifiable protests of millions
of immigrants, that total immersion in the target country language and culture was detrimental to the cognitive development
and affective well-being of the displaced individuals—both
youngsters and adults.
The teacher stands at the very center of the problem created
by these new trends.
In the final analysis, it is the teacher
who will determine the outcome of the hopes and aspirations of
these peoples. Many of us have emphasized continuously since
the mid-forties that the teacher is the crucial variable in the
teaching/learning process of any discipline.
The statement is
particularly pertinent, however, in programs which would enable
linguistically different persons to enter the mainstream of a
school and community. Despite this severe and often crippling
problem, little consensus has been reached by educators, community members, and legislators about the most effective means for
integrating these persons into the society to which many yearn
to belong.
Allow me to note parenthetically that educational
endeavors must above all strive for a mutually accepting relationship between the newcomers—often misunderstood and re177
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sented--and the established community members.
Again it is
primarily the teachers who can help bring about this desirable
rapport.
It is true that several more limited attempts have been made
in the past to arrive at some guidelines.
I remember two in
particular: one in Great Britain, sponsored by the Ministry of
Education and led by Bill Lee, and the other under the aegis of
UNESCO, led by Reinhold Freudenstein and a colleague from
Sweden. I nearly ruined Reinhold's conference, though inadvertently, when I mentioned in my paper that I was a Sicilian immigrant and that the English they would hear me speak was my third
language. I was not aware of the fact that the persons causing
the greatest concern in the European countries represented at
the conference were not only of Sicilian origin, but barely
literate!
We are gathered here to discuss teacher training programs—
more desperately needed today than when Emma Lazarus wrote stirringly of America's welcoming the 'hungry, the tired, and the
poor'.
Despite the proliferation of master's programs in the
United States, Britain, and Canada, and the efforts of the
British Council and United States Information Service in many
parts of the world, a number of problems continue to hamper any
attempts to establish viable, feasible teacher education programs.
There is, for example, the canard that one must be born a
teacher. Nothing can be further from the truth.
While it may
be true that environmental and genetic factors predispose some
of us to like other people (a prerequisite for humane, empathetic teaching), personal qualities and professional skills can
be developed through formal lectures and informal activities in
preservice or inservice programs, or through teacher/trainer
example.
You will recognize, I am sure, Edward Hall's three
teaching models so clearly described in his book, The Silent
Language.
We also become proficient, particularly at preuniversity teaching level, through trial and error, and very
often through anguish and determination.
Another myth is that the teacher should be a native speaker of
the target language.
Still another is that the teacher training
program at preservice or inservice levels should focus on techniques for immediate classroom use, not on the acquisition of a
liberal education and on the scientifically based development or
improvement of professional skills.
A serious handicap is that many countries do not offer preservice training programs.
Thousands of teachers are catapulted
into a difficult teaching situation not only with no knowledge
of pedagogy and its underlying scientific orientation, but also,
unfortunately, with a poor knowledge of the target language.
The program of literary studies—the standby of most undergraduate university programs--is generally taught in the native
tongue.
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Allow me to continue with other shortcomings. When a preservice or inservice program does exist, many of the offerings are
taught by college staff members who have never served in the
lower schools and, worse still, have never observed classes or
discussed their problems with personnel on the firing line. One
last problem I would like to touch upon—because it causes confusion and resentment—is that of the supervision of teachers.
The pendulum has been swinging from a laissez-faire policy which
may leave the new teacher in a quandary as to what can, should,
or sometimes must be done, to,that of rigid, dogmatic attention
to trivia. How often in my first months of teaching in a school
where my students (who were between 16 and 17 years of age) had
unfortunately been in jail at least three times, and could not
read or write even simple words such as put or get, were
my classes interrupted by the principal rushing into the room
demanding I stop the lesson at once and adjust all my window
shades to the same level.
I wish this were a joke to prove a
point. It was instead the source of many sleepless nights.
I had hoped that the situation would have changed for the
better in the past 40 or 50 years, but it has not. We have gone
from frightening interaction analyses, where the teacher or
observer had to check teacher-student behavior every few
seconds, to research based on the number of times a female
teacher touched her necklace during X minutes or a male his tie,
to recommendations that the teacher become a pal to the students, sit on the floor with them, and play language games. I
am all in favor of language games, but can we imagine a teacher
in Sicily or in an Arab country sitting on the floor with the
students or having them write messages on each other's backs?
Since this discussion is addressed to both ESL and international teaching situations, it behooves us to take a hard look
at cultural constraints which, while making some activities
valid in California, would be strictly taboo in Pakistan, Sicily, or Libya.
The phenomenal growth of the use of English
everywhere in the world implies that many teachers from Englishspeaking countries will be pressed into service in English as a
Foreign Language programs, and that they will need not only
professional skills but also an empathetic awareness of cultural
factors and an understanding of global differences.
Having mentioned shortcomings—a preliminary but necessary
exercise—I should like now to touch briefly on three major
questions. When should teacher education be given? What knowledge, attitudes, and skills will enable teachers to work effectively and with enthusiasm? How can these be developed? My
remarks will be based on several personal experiences over the
past 50 years: my own preservice training and student teaching;
my supervision of the program for Puerto Rican newcomers to the
United States; my directorship of the entire student-teaching
program for 26 departments in a large urban university; my work
in teacher seminars in over 50 countries; and my setting up of
an intensive teacher training program in Italy.
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Permit me a few revealing comments on the foregoing which may
give us additional food for thought.
My student teaching was
done in a model school for gifted high school students, where I
taught French. My first regular appointment was in a school in
East Harlem (where I had lived as a child and where I had applied in order to 'raise my people by the bootstraps'). Nothing
in my preservice training had prepared me for the change from
model school for the gifted to a 'holding' school for young law
offenders where I was forced to teach every subject in the curriculum.
It took me six months to realize that the young men
there were to be pitied and what they needed most was affection
and security. It was at that point that I became determined to
learn 'how to teach', and to help others to teach.
My work with Puerto Rican newcomers opened my eyes to the
undesirable practices of school systems and makes me appreciate
the unit-credit system provision in the Council of Europe
materials being prepared by Professor John Trim and his collaborators. To prevent young men and women from ever being permitted to speak or hear their native tongue and to put them back to
first or fourth grade because of lack of language was criminal.
An entire generation was lost while we sought easy solutions
which would make instant North Americans of the immigrant Puerto
Ricans.
The directorship of the student teaching program at my university confirmed many concerns, but here I single out only two.
First, I realized that the college supervisors had to have
taught, or had to have more than a superficial knowledge of the
complexities of teaching.
Without a keen devotion to the
profession and previous similar experience or observation, they
could not help student teachers develop professional skills and
humane attitudes needed for effective teaching.
Second, many
school principals, when questioned, recommended their weakest
staff members as cooperating teachers, in the hope that either
the student teacher would render assistance to the cooperating
teacher above and beyond that normally sought, or that the
college-school project would infuse life and pride in the
school. In both instances the prospective teacher was the unwitting victim.
My participation in seminars in many countries revealed the
same three conditions nearly everywhere (Poland, Israel, and
Canada being three notable exceptions). (1) Teachers would have
needed hours of language lessons daily. (2) They were afraid of
language teaching machines of all kinds; 'too much work', 'too
many students' were, on the whole, justified criticism.
(3)
They needed above all to know how to divide units of work and
how to adapt lessons to a variety of difficult teaching situations.
I bless Earl Stevick's book on adapting lessons, which I had
read and reread many years before.
And what can I say about the nationwide, so-called teacher
retraining project in Italy, started with such high hopes sever-
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al years ago?
Thirty-five teachers of English selected from
various parts of Italy are sent to a university in the United
States for six weeks of intensive training. The 35 then return
to Italy and in turn train 35 additional teachers.
The first
problem crops up in the term 'retraining' of the original 35.
None has ever had preservice training; their English language
ability ranges from poor to quite good; they are accompanied by
one to three persons who are not aware of their professional
backgrounds (or lack of it), previous problems, and present
needs. They are taught by very competent, well-known members of
our profession who, however, have no way of knowing that the
majority of the 35 teacher/students have had no teacher training
and that many have never written a lesson plan or an outline or
conducted a research study.
I have spoken frankly not because I would wish to denigrate
any of the well-meaning programs that I have mentioned, but in
the hope that all of us working together can prepare effective
guidelines which can later be tailored to local situations
anywhere in the world by the local ministries of education.
When should teacher education programs be offered? Certainly
at the university or teacher training institutions before the
teacher/ students start teaching, or in intensive preservice
residential seminars; whenever a new approach or new curricula
are to be introduced; every six to eight years during their
entire career.
Allow me now to rush on to what I consider the crux of our
conference:
the content of a teacher education/training program. I shall not mention the underlying sciences specifically,
because others have done so.
You will note, however, that
principles culled from them are implicit in Figure 1, which
consists of three pillars, each of which sustains the others.
The central pillar reflects activities in the classroom and what
happens during every step of a lesson between teacher and
pupils, and among the learners working autonomously, in pairs or
in groups.
The activities in any class hour are based on the
teachers' awareness of the contribution they can make to the
cognitive and affective needs of individuals and to the goals of
society. The individual's goals and hopes, as well as those of
society, are continuously nurtured and enriched by the varied
experiences suggested and often initiated by the aware, knowledgeable, skilled teacher.
I would not wish you to believe that the stages noted in the
second column of Figure 1 will limit the creativity and uniqueness of the individual teacher.
Each of us would undoubtedly
teach each stage of the lesson in consonance with our particular
teaching style, with the instructional material at hand, and
with our awareness of what our students know. Moreover, we
would no doubt present it differently next semester, or even the
next day with another group of students before us.
There are, of course, constraints which can impinge upon the
language classroom. Over the years, however, I have found that
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the secure teacher with a good sense of priorities can overcome
most problems with ingenuity, common sense, and skill.
In order to touch briefly on the numerous factors which would
make columns 1 and 2 of Figure 1 possible, and which will determine the framework' and content of teaching, I am going to use
the mnemonic COMET.
1.

Curriculum
A. In harmony with the expectations and needs of society
B. Specifying for each level:
1. Aims and approaches
2. Terminal behaviors in each skill (focus on communicative competence
3. List of linguistic and cultural items (rec; act.); appropriateness
4. In- and out-of-class activities and tasks
5. Macro- and microskills to be developed
6. Organization, sequence, and grading—rationale
7. Testing and evaluation
8. Resources for teachers (material, texts, people,
places)

2.

Objectives (realistic!)
A. Clearly stated and exemplified
B. Possible in sociocultural situation; in time available
C. In consonance with:
1. Community needs
2. Individual wants and desires (particularly for adolescents and adults)
3. Student language levels (LI and L2)
4. Student learning potential
5. Teachers' professional skills

3.

Methods and materials
A. Method—eclectic within a communicative, inductive approach
1. All four integrative skills
2. Enabling microskills
3. Integration and student discovery of structures and
language functions
4. Lexis: including paraphrases, alternatives
(a) Needed in community
(b) Core
(c) Special purpose
B. Materials
1. Multimedia (auth, semi-auth, controlled)
2. Visuals; realia
3. Tapes, cassettes, recorders, films—where feasible

4.

Evaluation (an integral part of teaching)
A. Formative, summative
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B. Discrete point; integrative
C. Norm referenced; criterion referenced
5.

Teaching strategies
A. Teaching techniques (a sampling)
1. Adapt and simplify listening and reading material and
ensuing tasks
2. Become involved in community projects in order to
foster moral and ethical values (e.g. tutoring, help
to the aged, cleanup)
3. Demonstrate LI and L2 cognates where feasible and
point out possible 'faux amis'
4. Correct errors tactfully and at appropriate time
5. Develop awareness of redundancy and contextual (intralinguistic and situational) clues
6. Develop consciousness of cultural pluralism and of
global concerns
7. Engage in large and small group and paired practice
8. Engage in numerous receptive (interpretative) activities before requiring production
9. Focus on fluency and accuracy (importance of comprehensibility)
10. Help students understand the communicative message
underlying the structure
11. Individualize instruction for shy, slow, gifted, or
uncooperative learners and multilingual classes
12. Organize and manage class, groups; multilevel situations; distribution of materials; etc.
13. Relate all presentation and practice to students'
linguistic and sociocultural needs and to their past
or present experiences (native land/present city or
region)
14. Select, grade, sequence material in presentation and
practice
15. Set realistic after-class tasks and activities (time
needed;
linguistic,
environmental,
cultural
constraints)
16. Show concern for horizontal and vertical articulation
17. Stress moral, spiritual, and ethical values
18. Teach how to use texts and other reference materials
19. Use all lexical items existing in the community
20. Use a spiral and interdisciplinary approach
21. Use dramatizations and later, simulations and spontaneous role play
22. Use students' LI judiciously when feasible (value of
translation)

6.

Teacher
A. Attitude and personal qualities
1. Flexibility and versatility
2. Enthusiasm, resourcefulness, common sense
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3. Love for teaching and respect (love) for learners;
compassion
B. Professional knowledge and skills
C. Inquiring mind (liberal educational background)
D. The three Cs:
1. Conviction that all normal students can learn (rhythm,
modes)
2. Commitment to the profession (continuing education)
3. Courage (a) to develop own fortes and (b) to discard
nonproductive 'panaceas'
How can all these and many other needed characteristics be
developed?
Again we can turn to Edward Hall's information
transfer models. Some are best taught through formal lectures
followed by discussion; some through informal teacher and peer
activities such as brainstorming; through preparing lesson plans
in small groups; doing microteaching in which several students
each prepare and demonstrate different parts of the same lesson.
This is followed by constructive peer criticism in which possible alternatives are specified; observing and then serving as
an assistant to a well-prepared cooperating teacher; becoming a
student teacher under the supervision of the college supervisor
and/or an excellent cooperating teacher.
Some characteristics
are best learned through the examples, e.g. the humane understanding of the teacher-trainer.
I believe firmly the words of Adams that 'the power of the
teacher can change the world'.
It is generally the teacher
alone, in countries where religion no longer plays a pivotal
role, who will meet, touch, and influence the minds and hearts
of most members of the community.
Let me read a brief anonymous quotation adapted from the
Bulletin of the New York State Federation of Language Teachers.
I have come to a frightening conclusion. I am the decisive
element in the classroom.
It is my personal approach that
creates the climate.
It is my daily mood that makes the
weather. As a teacher I possess tremendous power to make a
student's life miserable or joyous.
I can be a tool of suffering or an instrument of inspiration.
I can humiliate or
humor, hurt or heal.
In all situations it is my response
that decides whether a crisis will be escalated or de-escalated, a student humanized or dehumanized.
There is no doubt that we have an awesome responsibility.
Changing the thinking of people is an arduous uphill task. I am
convinced, however, that we can find acceptable solutions if we
combine our experience and work together toward a common
universal goal.
Our primary overweaning concern should be to serve as catalysts in persuading school personnel, ministries of education,
universities, and legislators that teacher education is at the
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very root of social, cultural, and economic progress. With the
teacher, as we have seen, at the center of any efforts to produce well-adjusted, well-integrated individuals for societies in
continual processes of change, do we dare do less?

TRAINING TEACHERS FOR A CHANCING WORLD
Reinhold Freudenstein
University of Marburg
When Robert Lado introduced the scientific approach to language teaching, one of the great hopes for the future was a
professionally qualified language teacher who would have been
trained to perform professional duties. Lado (1964:8) compared
the scientifically inclined language teacher to a medical doctor
when he said:
'When a better way to teach something is reported, the teacher incorporates it into his courses, just as a
physician incorporates into his practice new and more effective
ways of treating each disease as reported in medical literature.'
At about the same time, curriculum research made it
possible to develop elaborate training programs with clearly
specified learning goals.
They included language proficiency,
linguistic knowledge, cultural awareness, and familiarity with
teaching techniques. Since then, more content fields have been
judged relevant and have been added to the list. In Germany,
the Fachverband Moderne Fremdsprachen (the West German Modern
Language Association) recommended 12 content fields altogether,
including language acquisition,
literary
studies,
language
policy and testing (Bludau 1978:142).
As a result of the increasing professionalism, teacher training colleges in the Federal Republic of Germany were or are being abolished (Gutschow
1982) because university training for language teachers has over
the years become a prerequisite for a scientifically sound
training program.
But in spite of all the changes brought about by various
reform movements, nothing dramatic has changed the actual classroom situation. For the Pennsylvania Foreign Language Project,
highly qualified teachers were selected and, in addition, professionally trained.
Yet one of the conclusions of this project
was that teacher factors had little to do with class achievements (Smith 1970:166). The introduction of new methods replacing each other in a rather rapid succession also seems to indicate that the teacher cannot be regarded as a main factor in the
instructional process.
In the United States, 'Community Lan187
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guage Learning', the 'Humanistic Approach', the 'Silent Way',
'Total Physical Response', 'Suggestopedia1, and other approaches
offer themselves for situations where other methods and factors
—including the teacher—have obviously failed.
In German
schools, students do not learn languages better or more quickly
than in the past, in spite of scientifically trained teachers.
Even worse, language teachers with the same training and the
same formal qualifications, teaching on the basis of the same
method and using the same textbook, could end up in the classroom with very different results.
This, of course, does not come as a surprise, because teaching
and learning occur in an interactional process which is determined by uncontrollable factors.
Since human beings are involved in such a process, no single situation can be duplicated,
not even one with the same persons—teachers and students—
involved.
Every teacher has experienced many times that the
same lesson plan worked perfectly well in one class and entirely
failed in another.
All this can be taken for granted.
But
apart from this, there is something which I find really alarming.
It is the fact that language instruction is in many cases
successfully conducted by persons who have not had any professional training as language teachers at all.
I am not talking
here about mother-tongue instruction in early childhood, although there seems to be one important factor in the motherchild relationship which also plays a major role in foreign and
second language learning and which I will refer to later.
I am
thinking of the following situations.
(1) In May 1979, a symposium in Switzerland was devoted to the
teaching of foreign languages to the very young (children aged 4
to 8). Considering the first and foremost fundamental qualities
of a language teacher at this age group level, the following
recommendation was made (Pinthon 1979:74):
Any person whose individual profile includes the elements of
love, language, and teaching can be considered qualified—regardless of age, sex or previous training. Thus a
good teacher
— loves young children, is able to relate well to them,
knows how to create a relaxed atmosphere while motivating
the children to learn;
—speaks the target
ceptable model;

language well enough

to be

an

ac-

— can work comfortably and systematically in situations
requiring patience and flexibility, without the regimented
classroom routines which frequently characterise many formal
school language programmes.
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The concept of Love, Language, Teaching can be applied
conveniently and successfully in very different situations.
And then follows a very important, but for many language experts and teacher trainers also highly controversial, statement:
•It covers a wide range of persons: from the dedicated housewife and mother to the professionally trained teacher.' Thus, a
dedicated housewife and mother can apparently do the same job at
this age level as a scientifically oriented professional.
(2) The same holds true for other age levels, too. In many
West German institutions of adult education (Volkshochschulen),
the typical instructor is not the university-trained language
teacher but the native speaker; in many cases they are English,
French, or Italian women married to German husbands.
They
enrich their work as housewives and mothers by teaching languages—very successfully, because language courses enjoy the
highest popularity in the overall program of the institutions of
adult education. They have never received formal training, and
it is up to them to accept voluntary inservice training programs
developed specifically for this population.
(3) It has been estimated that there are about 500 primary
school teachers in the Federal Republic of Germany who teach
their school beginners' classes English for 10 to 15 minutes
every day. Teaching foreign languages to six-year-olds is not
prescribed by the curriculum.
They do this because they feel
that young children should be confronted with other languages in
order to create language awareness and the motivation to learn
more later on about other peoples and their cultures.
These
primary school teachers have never had a formal training in
teaching English as a foreign language.
They have learned
English at school, and most of them pass on their knowledge in a
motivating and successful way.
(4)
Many industrial firms in Europe have established incompany language teaching centers because their employees—although they had studied foreign languages at school for up to
nine years—were not able to communicate in the foreign languages they had learned. These firms have organized an 'Informal Association for the Exchange of Information and Experience
in Foreign Language Teaching in Industrial Firms' (Erfahrungsaustauschring Fremdsprachen in der Wirtschaft).
Language
teaching in language centers of industrial firms is extremely
successful for a number of reasons (Freudenstein 1981:7). As
compared to conventional courses at school, industrial firms can
offer unconventional short-term learning programs dedicated to
clearly defined objectives.
While teaching at school level with
prescribed curricula can be characterized by unchallenging
routine, courses in industry have to meet permanently changing
tasks. Success is measured by direct feedback from live communication situations, while the school in most cases can only
apply secondary criteria as the textbook-content or knowledge of
grammar. In 1982, I conducted a survey among the members of
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this group; among other things I wanted to find out what qualifications were required for the position of a language teacher
at an industrial training center.
Almost all the firms named
three criteria alternatively (Freudenstein 1982:36):
(1) qualifications as a professionally trained teacher; (2) any other
proof of language teaching ability, e.g. experience with teaching adults, proof of general knowledge, practice in the context
of industry and commerce, etc.; or (3) being a native speaker.
No single firm insisted on the properly trained professional
teacher.
An imaginative native speaker who is able to motivate
his language students ranks as high as a university graduate in
languages and linguistics.
Since industrial firms work on the
basis of a cost-and-effect
calculation,
their criteria
for
selecting language teachers cannot be brushed aside as simply
being naive.
I could easily give you many other examples.
I certainly do
not present these examples with the intention of recommending
the demolition of traditional teacher training programs.
They
have, after all, produced a great number of capable, stimulating, and extremely productive language teachers. Moreover, all
the evidence provided so far has not indicated the incompetence
of professionally trained teachers in general, but rather a
remarkable competence in teaching foreign languages by persons
not specifically trained for that purpose.
What these persons
have in common are mainly three characteristics:
(1) a good
command of the foreign language; (2) training and teaching
experience in a subject field other than languages and linguistics; (3) a highly developed interest in the student as a human
being and not (only) as an object in the instructional process.
This is true for the nursery and primary school teachers as
well as for native speakers and other teachers in adult education, although partly for different reasons. While the teachers
working with children come close in their attitudes to the relationship between mother and child which I mentioned earlier, the
interest of teachers working with adults is focussed on the
challenge to meet the expectations of the learners who know why
they want to learn a foreign language and thus are highly motivated for their classroom activities.
What does this mean for teacher training? On the understanding that they have a very good to perfect command of the foreign
language they want to teach, teachers might not necessarily need
to be trained for their job in the traditional framework of language and linguistic studies. Skills and personal experience in
any other subject field seem to be a full equivalent of knowledge of linguistics if communication is the objective of the
foreign language course. There are several advantages attached
to this concept.
(1) The language command of the teacher would be given absolute priority. So far, too many foreign language teachers in my
country are still being trained and graded on the basis of their
theoretical knowledge.
Old and Middle English, linguistic

Training teachers for a changing world / 191
schools of thinking, and literary interpretation,
still rank
higher than the fluent command of English as a medium for communication.
I personally know a very highly esteemed German
university professor who is regarded as the national expert for
the language studies he is responsible for.
This person is not
able to communicate orally in everyday situations although he
has written outstanding papers on his subject field.
You can
easily imagine what the curriculum for future language teachers
in his institute looks like.
Taking theory out of the curriculum and putting in language
practice instead seems to be an appropriate way to provide language teachers equipped for the communicative tasks of today's
curriculum objectives. In other words: teachers who know their
language for language teaching purposes only will hardly succeed
in teaching this language for the purpose of communication outside the classroom.
(2) When I studied languages 30 years ago, I did not have to
worry about the length of my university training or my future
job as a teacher.
It could be taken for granted that I would
end up in a position that I wanted to fill.
These conditions
have dramatically changed, and one of the universal characteristics of the world of today is the rapid and partly foreseeable
change in society.
In order to train teachers for this constantly changing world, we have to equip them for more than just
the job of a language teacher.
At the beginning of 1983 there
were 30,000 unemployed teachers in the Federal Republic of
Germany, among them many language teachers. They are without
work because they were trained to become teachers and nothing
else.
Had they had training as communication specialists, in
the computer field, or as social workers, their professional
flexibility would give them a better chance to adjust to the
labor market even in times of depressed economic conditions.
Here again, I would like to repeat that I do not want to recommend establishing future teacher profiles on this basis alone;
but there should be an alternative to the traditional 'one-way
street' of the only professionally trained, scientifically inclined foreign language teacher.
(3) Finally, let me add one aspect from a European point of
view. We Europeans are in the process of establishing a European Community. Attention so far has been focussed on economic
and political problems.
If we ever hope to achieve something
like the United States of Europe, the cultural component has to
be far more heavily stressed than in the past. The exchange of
native speakers would offer a unique chance of bringing the
various nations closer together, of providing competent speakers
of the languages to be learned, and of offering living examples
of other cultures and civilizations.
These native speakers
would have to be given full responsibility in the classroom and
not only an assistant role as is the current practice today.
It
might well be envisaged that one day native speakers might teach
not only languages but other school subjects in their mother
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tongue, too.
In this way, the communicative function of the
foreign language could be realistically employed, and students
would personally experience what the advantages of knowing
foreign languages are. For European language teachers—be it of
the old or of the new type—such an exchange would greatly support their professional mobility.
The world has changed; training foreign language teachers has
not.
I think it is time that the profession thought about new
and alternative ways so that the challenges of the future can be
adequately met.
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LEARNING BY DOING:
MULTIPLIER SYSTEMS IN THE TRAINING
OF EFL TEACHERS IN AUSTRIA
Heinz K. Gaderer
Training College for Teachers
in Vocational Schools, Vienna
Ich bin auf der Suche
nach einer Methode,
bei der der Lehrer weniger lehrt
und der Schuler mehr lernt.
Johann Amos Comenius
1592-1670
When Peter Strevens asked me to participate in the Georgetown
University Round Table on Languages and Linguistics 1983, I told
him about the Austrian teacher training program which was the
centerpiece of a government-funded implementation project for
the multimedia English course 'Follow Me' (Alexander and Kingsbury 1979).
This training program differed in one major aspect from all
other teacher training systems we had heard of or read about,
let alone participated in.
It was designed, organised, implemented, and evaluated by a group of enthusiastic teachers of
English as a foreign language who were dedicated to the development of all aspects of 'the communicative approach' while using
the 'Follow Me' course materials and media themselves in a
number of pilot courses.
In contrast to professional teacher trainers in Austrian universities and teacher training colleges, we were called 'multipliers'.
Pretty soon the uncomfortable reputation of disagreeing with the traditional approaches to foreign language teaching
and teacher training had become the hallmark of multipliers in
secondary and vocational language training as well.
The original idea behind this paper was to present our multiplier system and to show how a learner-centered classroom
approach could be transferred to the training of foreign lan193
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guage teachers.
Knowing how difficult it would be for the
participants in a conference lecture—and for the reader—to
bring to life the data of various evaluation studies, I decided
to condense one training unit, which usually takes two and a
half hours, into a ten-minute slide presentation ('The CLT
Puzzle').
Then I received the list of participants in the 34th Annual
Georgetown University Round Table on Languages and Linguistics.
It was awe-inspiring.
Fear of flying.
I went to work on my paper, looking at
the results of our evaluation studies (questionnaires and interviews with learners and teachers, in classrooms and training
seminars) from a new angle, and found out that the transfer of
attitudes was no longer unidirectional, from the top (theory,
training) down to teachers and learners (practice, implementation), as in traditional systems, but was approaching a symmetry
of interaction, as shown in Figure 1.
Figure 1.

Approaches to teacher training.

'Traditional' approaches
to teacher training

Communicative approach
to teacher training
students
learners"

teacher trainers
student teachers
teachers
trainees

multipliers
trainers

learners/students
How could this simple model stand up in the light of research
and innovation which were to be presented at the Georgetown
University conference?
I discussed my paper with colleagues,
friends, and students, reworked many parts of it, and had the
English checked by a native speaker. However, the anxiety that
my contribution might not hold up grew faster than the improvements to my paper.
Finally, I decided to share my emotions with the participants
at the Georgetown University Round Table—and with the readers
of this paper.
Why talk about learners' fears and teachers' worries in
Austria while my own fear of failure and the pressure to perform
in academia instilled me with an insecurity that I have not felt
since I was a student?
Why complain about the gap between
theory and practice in distant teacher training—nay, teacher
education (or is it teacher preparation?) programs—while theo-
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reticians hurl hunks of incomprehensible input at participating
teachers, trainers, and students?

Linguistic theory and communicative language teaching (CLT).
I decided to write -about my own feelings because this paper is
about doing and learning by doing. What we are doing in any
given situation depends as much on what we know as it does on
how we feel at the moment. If teachers were able to act on what
they can read alone, there would be no need for conferences or
seminars on teacher training.
My own 'fear of flying' dates back to the first books on
teaching English for communication. It took me years to translate the Council of Europe's approach to systems development
into my own classroom teaching. Nowhere in my own training had
anyone shown me how to do this.
The textbooks of the 1970s did not yet reflect the new linguistic theories. A few inspired professors at Austrian universities and teacher training colleges caught on to the new communicative trend and started reading about communicative
competence and performance, about learner-centered specification
of objectives, about functional-notional curricula, and about
contextualisation.
Although we laughed off 90-minute lectures about the advantages of pairwork and role play, we started our first 'Follow
Me' seminars in Austria with a presentation of the new model for
communication. We simply did not know a way around this lecture
on theory, for 'only on the basis of modern linguistics and
pedagogy will we be able to handle communicative classroom
discourse' (as the saying went).
Of course, the teachers revolted against the new gospel:
as
much as they appreciated the group work sessions and the microteaching sequences, they certainly did not like the lecture
blocks.
This should not have come as a surprise, for our
students in the pilot courses had profoundly and almost unanimously disagreed with the following statement:
'Once I will
have mastered the grammar and a basic vocabulary, I will find it
easier to participate in English language communication.'
We had obviously succeeded in helping our learners to use the
language by removing formal language study, i.e. grammar, to an
area where it no longer interfered with the relaxed acquisition
of communicative skills. But how could we help the teachers to
translate the wealth of theoretical knowledge about communicative language teaching into classroom practice?
More specifically, how could we show the Council of Europe specification
of situations at work in an English class?
One of the results of our feedback meetings after training
seminars came to be called the 'CLT Puzzle', because it related
major aspects of communicative situations to some criteria for
communicative language teaching (CLT).
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The CLT puzzle. The evolution of this puzzle parallels in
more than one way the taking-shape of an overall teacher training program, as well as the development of trainer personalities
on the team of multipliers. Therefore, I should like to discuss
some key aspects of dealing with linguistic theory before presenting the format of the training program itself.
The CLT puzzle consists of a series of interaction exercises.
They were designed to allow the participants: (1) to experience
how communication works and which factors, linguistic and nonlinguistic, affect it; (2) to develop a theoretical model for
communication without being exposed to a lengthy lecture; and
(3) to reflect on the relevance of this model for the teaching
and learning of a foreign language.
The interaction exercises can be described as follows:
(1)
matching language exponents to speech acts, in what we
call a 'random pair' activity; (2) constructing a graphic representation of the pragma-linguistic model (in groups) by
arranging the following aspects of communication:
setting,
topic, text,
roles, and language activities
(skills); (3)
rehearsing and role playing the three or four different scenes
from which the language was taken.
After each role play, the observing groups characterize each
situation in their own words:
what the exchange is about
(topic); where it takes place (setting); what sort of text it
is; which skills (language activities) it involves; who communicates to whom (roles); and what is intended (functions,
notions).
Figure 2.

Graphic representation of the pragma-linguistic
model: Aspects of communication for the teaching
and learning of English as a foreign language.
Setting'
Where?

Roles.
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Topic
What?

Speech act:
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Receiver

Receiver
— Sender
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Speaking
Listening
Writing
Reading

Speech
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'Activities
Linguistic competence:

A
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Speaking

Reading
Writing
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A final discussion in plenum is intended to round up and evaluate the series of interaction exercises:
(1)
(2)
(3)
(4)
(5)

How did the communicative process unfold in the course
of the session?
How did we proceed step by step?
How did the participants like the activities? How did
they feel?
How did they experience the tutors' instructions, involvement, guidance, etc.?
How does their experience relate to their own teaching?

The comments offered in these discussions suggest that the
puzzle did in fact show the teachers what the specification of
threshold level situations could do to their classroom teaching.
It was felt to be a rather pleasant way to transport some key
definitions of our pragma-linguistic model other than by means
of a lecture (see Figure 2).
The teachers' attention was focused on the solving of a puzzle and on the organisation of a
role play.
The linguistic terminology was acquired as a byproduct: at the point where it was introduced, the participants
already knew from experience which purpose it would serve.
Whenever hesitation was expressed, it revealed the (Austrian?)
version of the 'universal teacher' whose bad conscience is
generally revealed in variations of the following theme: 'Sure
we like good fun and a relaxed atmosphere, but what about the
efficiency of your approach?—Foreign language teaching (in
schools) can't be just fun and games...'
How unfortunately
true!
Show me yours, and I'll show you mine. I began by writing
about my own fear of having my contribution weighed on the
scales of academic linguistics.
I compared my anxiety to my
experience as a student of French in a German evening class.
Could it be that teachers on a training course are loaded with
the same sort of worries?
No matter how nonthreatening and understanding, tolerant and
comforting the trainers might be, what counts is how the participants see themselves. Do I know the (target) language well
enough to pass as a 'good teacher'?—/ read some books and
articles on communicative language teaching, but I couldn't make
head or tail of most of the lingo—Lesson plans., .okay, but I've
got trouble enough without any classroom experiments! — This
seminar feels quite different:
should I tell them what my real
problems are?—Oh god! They want us to get moving and say
something!
Our evaluation studies suggest that the teachers in the Follow
Me training program did, in fact, act on these and similar questions.
The success of this program certainly did not result
from the fact that we, the trainers, had prefabricated answers
to these questions. I suspect that our own feelings as teachers
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and learners were close enough to the participating teachers'
reality to share their doubts and anxieties vis-a-vis the new
approach.
This view reveals one of the key features of multipliers'
training attitudes:
their consciousness seems to develop from
the subjective concreteness of their real-life existence as
teachers. While we find this approach to teacher training quite
challenging, it has raised an existential question:
how will
the generally academically oriented institutions of professional
teacher training deal with this challenge?
Figure 3.

Comments made by English teachers in Follow Me
training programs.

A new way of teaching English?
I learned about people and myself, in groups and in
roles.

different

I know now how to teach beginners with Follow Me, how to use
the teaching materials and the lesson plans, and I learned how
to use the media (audio-cassettes and video-films) and how to
handle cassette and video
recorders...
I'm quite sure now that I can handle the course; new information will improve and enrich my teaching and, therefore, extend
my experience.
The atmosphere at the seminar was relaxed, I've learned how to
work with the multi-media program.
We weren't only concerned with a new theory but did a lot of
practical work.
I learned how to use a video recorder by working on it myself.
I got feedback about my own teaching behavior and I was made
familiar with (communicative) terminology and the structure of
some teaching units.
I enjoyed the way the tutors taught and helped

us...

From teaching demonstrations I learned a lot about communicative teaching—types of practice and learning steps.
In a relaxed and understanding atmosphere we could discuss our
individual problems with the tutors.
I became familiar with group work,
and 'cross-grouping'.

pair work,

'random pairs'

Teaching behavior that allows teachers to accept the learners
as partners promotes communicative activities.
Participants in the Austrian
Follow Me teacher training program
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Figure 3 contains a selection of comments made by English
teachers in Austrian adult education institutions who participated in the training program for the implementation of the
multimedia English course Follow Me; it introduces some major
aspects of a communicative approach in teacher training.
First of all, the comments suggest a certain degree of methodological efficiency which we consider to be mainly due to the
active involvement of the participants in various processes of
'learning by doing1: they actually tried out new teaching strategies and media.
Nevertheless, we were somewhat surprised at the enthusiastic
response to our training approach. Most of the foreign language
teachers in Austrian adult education institutions are full-time
teachers in secondary (or comprehensive) schools and, in general, they are still being instructed according to such conventional teaching theories as the grammar/translation or structuralist/behaviorist varieties. Wherever there has been a trend
towards the communicative approach, it is presented to the
students in conventional lectures.
Teachers teach the way they are taught—and not the way they
are told to teach.
So, how did we succeed in involving these
teachers in the changes of teaching behavior and attitudes which
their comments suggest are taking place?
Throughout the training program, the participating teachers
became increasingly aware of their own learning processes. They
worked in pairs and small groups and realized the advantages of
such social arrangements over frontal lectures.
They experienced teaching skills and techniques such as viewing, listening
and reading comprehension, communicative exercises and activities, while they were improving their own target language performance. How the trainees' target language learning experience
leads to classroom teaching experiments is shown in the 'microteaching spiral' (see Figure 4).
The Figure 4 model for skill-oriented microteaching sequences
(e.g. listening comprehension) allows the participants not only
to address the problems of (re)learning new teaching techniques,
but helps them to deal with their—and their learners'—emotional problems in the process.
As an example, I would like to discuss what happens when
teachers feel that their performance in the foreign language
they teach, e.g. listening comprehension in English, is being
evaluated.
Although they find it perfectly all right to permanently assess their students' performance, teachers are not used
to being evaluated themselves.
They find it painful, they do
not like it, and they tend to blame the deficiencies of their
performance (which, of course, were never even mentioned) on the
trainer's insufficient teaching skills.
It is important in this phase that the trainers do not defend
their teaching and that instead they listen attentively to the
teachers' criticisms, even if those might not be entirely
rational at this point.
These criticisms will result in a
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formidable list of general criteria for the observation of
subsequent teaching demonstrations and, still later, for the
self-assessment of microteaching sequences.
There again, the
affective components of teaching and learning a foreign language
should be dealt with in the 'here and now'.
'Tell me and I will listen. Show me and I will remember. Involve me and I will try. Share my emotions and I will change.'
Figure 4.

The 'microteaching spiral1:
From the target
language learning experience to classroom teaching
experiments.

process
report
methodological
input

selfassessment

i

classroom
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experience
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microteaching

foreign
language
learning

general
criteria
specific
criteria
observation
of
teaching
demonstration
didactic input

didactic input
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In the course of a one-year pilot project a team of relatively
advanced English teachers taught 25 Follow Me classes in order
to orient the multimedia course toward the specific needs and
interests of adult learners and, at the same time, to reflect
the teachers' learning processes in group meetings and thus
develop strategies for the training of a much larger number of
English teachers in Austrian adult education institutions.
The objectives, contents, and methods, as well as the format
of this training program for English teachers, as shown in
Figure 5, resulted from the concrete teaching experience of a
group of about 20 English teachers who evolved into teacher
trainers out of the pilot project.
Shortage of time and government funding limited the training
program to a one-week intensive seminar (or a series of three
weekends) before the courses started ('preservice training') and
one weekend seminar after approximately six months of classroom
teaching (inservice 'trouble-shooting' and final evaluation).
Before any of the qualitative aspects of teaching and teacher
training are compared, it seems worth noting that close to 400
teachers have participated in the preservice phase of the training program since 1980, and more than 250 came to the inservice
'media weekends'The program was implemented in all nine
provinces of Austria (Gaderer et al. forthcoming).
Instant feedback.
Throughout the entire project, scientific evaluation studies were carried out. The results were made
available in the form of progress reports for instant feedback
and correlation to the team of trainers and coordinators.
The first progress report contained an assessment of the tutor
training program by the tutors themselves, the results of which
were related to the acceptance of the communicative approach by
the participants in the Follow Me pilot courses. This was done
by means of detailed questionnaires which were completed by the
entire test populations.
The second study (about a year later) was aimed at the correlation between tutor training and teacher training programs,
again using questionnaires, with the sample being equal to the
test populations.
For the final report the evaluation team took a qualitative
approach:
classroom observation, communicative 'tests' and
nondirective interviews with teachers and learners in five
conventional English courses and five communication-oriented
Follow Me courses in different areas of Austria, allowed a
comparison of the performance in target language communication
resulting from the different approaches (see Schratz et al.
1983).
Risky ventures.
The data from these evaluation reports
not only demonstrate beyond doubt the superiority of the communicative approach over conventional methods of the grammar/
translation or the structuralist varieties; they also confirm
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our hypothesis that contents and methods of training programs
have a direct impact on the contents and methods of classroom
teaching.
Even more important, the attitudes and behavior of
trainers toward participants in training programs noticeably
shape the teachers' classroom behavior and their attitudes
towards the learners.
The disposition of tutors to discuss training methods and
techniques openly and the fact that the agenda of training
seminars invited the student teachers to offer criticism, seems
to encourage the teachers to discuss contents and methods with
the learners in their own course, thus inviting the learners to
participate actively in the shaping of the course according to
their own needs and interests.
This can only happen in an atmosphere of mutual tolerance and
understanding where the inevitable mistakes and misunderstandings are accepted as an integral and necessary part of the risky
venture into the deep end of learning a foreign language.
Our studies show that teachers developed these attitudes more
readily if they were able consciously to experience the same in
training programs—when the risk of venturing into a new approach in teaching English was met with understanding and acceptance.
Teachers' attitudes, learners' fears.
Some of the teachers' comments at t h e end of t h e p r e s e r v i c e training phase s u g gested that a t r a n s f e r of a t t i t u d e s from t h e t u t o r s to t h e
t e a c h e r s had in fact been initiated.
These comments motivated
us to look for t h e effects of teachers' a t t i t u d e s (defined as
t h e product of behavior and consciousness of educational i n t e n tion) on t h e expectations of l e a r n e r s when a t t e n d i n g a foreign
language c o u r s e .
At t h e first class meeting t h e l e a r n e r s in 25 Follow Me pilot
courses were asked to choose from a number of statements indicating positive and negative expectations (see Q 1 of Table 1 ) .
At t h e end of t h e first year t h e same statements were given to
t h e l e a r n e r s in o r d e r to find out if their expectations—or
fears—had
in fact
been
verified
(Q 2 of Table 1 ) .
Table 1.

L e a r n e r s ' expectations at t h e beginning and end
of t h e first year (approximately 100 contact h o u r s ;
figures in % of N; more t h a n one choice p o s s i b l e ) .

Q 1 (N = 334): I would like m o s t . . .
Q 2 (N = 222): I liked m o s t . . .
. . . a friendly and u n d e r s t a n d i n g t e a c h e r .
. . . nice classmates with whom one would like
to have private contact as well.
. . . to learn as much as possible—everything
else doesn't matter.
. . . to learn how to communicate b e t t e r with
people.

Q 1
50

Q2
79

16

43

43

20

36

33
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This shows that the learners wanted most of all 'a friendly
and understanding teacher 1 , one who should equally be able to
promote the students' learning processes in English and their
relationship to o t h e r s ; h e / s h e should help their communicative
performance in general!
At the end of the first year the learners in the Follow Me
pilot courses gave the teachers credit for their efforts to
initiate communicative classroom activities and for
having
become advisors of individual and group learning processes.
The teachers who participated in the training program a p p r e c i ated the t u t o r s ' teaching demonstrations, but were even more
pleased with the group t a s k s and the opportunity to exchange
ideas and experience with other participants in an informal
atmosphere. (See Table 2.)
Table 2.

Teachers' evaluation of the
phase (figures in %; N = 145).

The teaching demonstrations were a
great help for the analysis of my own
teaching behavior.
During the seminar(s) t h e r e was
enough time for discussions with other
participants.

preservice

training

+2

+1

0

-1

^^T

48

36

13

1

...

54

23

12

8

...

There is only one point where the teachers' assessment of
their training seminar(s) correlates even more exactly with the
learners' evaluation of the pilot courses:
the learners felt
least comfortable about (were most afraid of) speaking or acting
in front of o t h e r s . (See Table 3.)

Q 1 (N = 334): I would be most
afraid of...
Q 2 (N = 222): I felt most u n comfortable a b o u t . .
.speaking up alone in front of
others.
• enacting something in front
of o t h e r s .
• • .working in small g r o u p s .

Q
Q
Q
Q
Q
Q

1
2
1
2
1
2

1
32
18
34
30
2
2

2
17
19
25
17

3
16
10
12
8
00 CO

Learners' worries at the beginning and end of
the first year (approximately 100 contact h o u r s ;
figures in % of N; activities were ranked from 1
(most afraid) to 5 (least afraid).

en en

Table 3.

4
10
6
6
2
20
21

5
5
9
5
5
31
15

The only times during the training program when participating
teachers could have felt exposed to 'speak up alone in front of
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others' were two half-hour plenary sessions each day.
Just as
the learners were least afraid of 'working in small groups', the
teachers too appreciated group work most. (See Table 4.)
Table 4.

Teachers' evaluation of the
phase (figures in %; N = 145).

preservice

training

Which of the following training activities did you like best?
Rank them from 1 (best) to 6 (least).
1
2 J^
4
5^ 6
Group work
60 24 7 7 1 1
7 16 24 23 19 11
Plenary sessions
51 32 9 5 3 ..
Teaching demonstrations
9 25 15 17 12 4
Information (lectures)
21 18 23 19 8 4
Handling of media
Watching video films
17 16 19 18 16 10
Transfer of teaching attitudes.
The end of the first year
of pilot courses coincided with the evaluation of the preservice
training phase quoted earlier.
The multipliers who had taught
the pilot courses had evolved as organizers and seminar tutors
of the teacher training program.
At this point it seemed that
they had succeeded in developing teaching attitudes which allowed them to alleviate some of the fears and live up to some of
the expectations that adult learners of English had expressed.
It also seemed that in the preservice seminars the multipliers
were about to transfer some of those key attitudes to the participating teachers. More conclusive evidence was to be expected
from the final evaluation of the training program after about
six months of classroom teaching.
In the spring of 1981, about two-thirds of the teachers who
had participated in the 1980 preservice training phase were
presented with the same statements the multipliers had responded
to about a year before (after ten weeks of teaching their pilot
courses).
Given the obvious drawbacks of such a comparison—on account
of different degrees of motivation, qualification, and prospective involvement, as well as due to the steady development of
the training program—there was nevertheless enough curiosity
about the effectiveness of the multipliers' pilot project.
The
data presented here may be seen as an attempt to highlight some
key aspects of the transfer of teaching methodology and attitudes that had been initiated during the preservice phase of the
teacher training program.
The close correlation between the multipliers' assessment of
their own training program and the evaluation of the preservice
training by the participating teachers was as much of a surprise
to the authors of the study as to anyone.
Lively, authentic, motivating.
Considering that a few
years ago the teaching of listening comprehension and the use of
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audiocassette recorders in foreign language classes in Austria
was restricted to some very few privileged and well-informed
teachers, training in the use and handling of media (video and
cassette recorders) had to assume central importance in this
training program. Even so, 2 of the 17 multipliers and some 12%
of the teachers felt that their training had been insufficient.
However, these technical deficiencies were corrected by the
teachers themselves, for at the end of the first year, 83% of
the learners considered the video films a great help to their
learning English, and only 2% had no use for the films at all.
(See Table 5.)
Table 5.

Evaluation
of
the
preservice
training
phase
after some time of classroom teaching.
The statements were rated from -2 (disagree) to +2 (agree).

-2 -1
0 + 1 +2
The training program gave me
4
8
3
1
1
assurance in the use and handling M
8 24 39 27
T
4
of media.
The various possibilities of
1 15
1
combining the media will make
M
1
my teaching livelier.
T
4 20 75
The methodological advantage
of authentic media does not
M
1 ...
justify added organisational
6
1
9
2
efforts.
48 32 14
T
Listening comprehension and
oral production develop
6
7
3
faster in multimedia courses
...
1
M
4 12 28 55
than in conventional courses.
T
1
My communication-oriented
course motivates learners no
M
more and no less than any
1
6 10
other (conventional) course.
T
7
1
4
45 44
M: Multipliers (N = 17; absolute figures) , after ten weeks of
classroom teaching.
T: Trained teachers (N = 85; figures in %), after s i x months
of classroom teaching.
Both multipliers and participants in the teacher training
program pointed out that authentic viewing scenes and listening
texts brought their teaching closer to real-life
situations
where learners might have target language contacts; that the
variety of media components and new methods and techniques of
teaching helped them to be more flexible, and that their teaching had become livelier. (See Table 6.)
The multipliers—and a year later the first lot of trained
teachers—seemed somewhat surprised about the relaxed atmosphere
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they had been able to create and about the unusual progress the
learners had made in the first few weeks.
Table 6.

Learners' evaluation of the communication-oriented
Follow Me course after eight weeks of learning (N =
294; figures in %).

What did you like best? (More than one choice possible.)
Direct transfer of language learned
TV (video film) scenes
Audiocassette texts
Teacher's approach
Variety in teaching
Intensive cooperation of all learners
Relaxed atmosphere
Teacher's invitations to speak

54
53
24
73
42
37
74
57

Do unto others.
After six months of classroom teaching,
most of the teachers' personal comments revealed an increasing
awareness of social aspects and stressed the importance of
classroom interaction.
Not one of them even mentioned the
unusual workload in preparing communicative activities for their
courses, yet more than 80% of the teachers found the planning of
communication-oriented courses more work-intensive than that of
conventional courses. (See Table 7.)
Table 7.

Teachers'
evaluation
classroom teaching.

of

communication-oriented

In which respects did you find a communication-oriented (Follow
Me) course more work-intensive than conventional courses?
Multipliers (N = 17)
Trained teachers (N = 85)
(absolute figures)
(figures in %)
Yes
Yes
No
No
1
Lesson preparation
16
83
13
3
14
Classroom teaching
22
72
6
11
Evaluation
6
71
The teachers' comments indicate the conversion of a number of
former 'authoritarians'.
The teachers appear to feel better
about themselves when their teaching concentrates on group and
individual learning processes, whereas in the past they tended
to control the learners too closely.
They make themselves
available for questions in the background instead of towering in
the center or the front.
Helping the learners to solve their foreign language acquisition problems at their own pace not only (re) places the responsibility for learning on the learner—where it
rightfully
belongs--but allows the teacher to develop a new solidarity with
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the learners.
A precondition for the development of such an
attitude is the experience of learning processes in training
programs where the trainers are willing to transcend their own
often conventional teaching attitudes.
A.t the risk of stating the obvious, it must be pointed out
that training programs that do not live up to the criteria of
communicative language teaching cannot guarantee that student
teachers will try such an approach in practice.
Evaluating communicative performance.
The following s e lection of results from the final evaluation within the framework of the multimedia project is offered as a set of criteria
for communication-oriented teaching and learning of English as a
foreign language. Inasmuch as we can agree on these criteria
they can and should be made a starting point for the training of
English teachers.
The selection leaves aside practically all the socioemotional
aspects of this last study. It concentrates instead on assessing the communicative performance of learners who were recorded
talking to a native speaker in classroom simulations.
One week prior to this 'communicative test1, the control
groups were observed in class. Subsequently, profiles of language activities and learning activities were drawn up, and
their relevance for communicative performance was analysed. In
the communication-oriented Follow Me courses more than 75% of
classroom activity consisted of communication which was found
relevant to the learners' needs and interests.
By the same
criteria, learners in conventional courses had to be content
with an average of 6% relevant communication, whereas most of
the teaching was spent on teachers' explanations or lectures and
grammar or pattern drills.
The 'communicative test' at the end of the first year of
learning English (after approximately 100 classroom hours)
revealed that learners in communication-oriented English courses
rated far better than those in conventional courses*. They were
able to communicate longer about a given topic and had fewer
communication breakdowns. If they had problems communicating
their intentions, they were better able to solve these problems
without falling back into their native language, whereas learners in conventional courses often tried to solve such problems
by translating into German.
Learners in communication-oriented courses were superior in
listening comprehension and oral production and, most remarkably, made fewer grammatical mistakes than the learners in the
control groups.
From the individual interviews we gathered that learners found
the communicative approach to English learning close to real
life, practical and useful, many-faceted and of great variety,
lively and up-to-date, entertaining and stimulating, more intensive and yet more relaxed and easier to follow than conventional English teaching.
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What the learners like and what interests them, what they can
use right away, what concerns their own sphere of life and what
moves them emotionally, they will find noticeably easier to
learn than knowledge from books, which supposedly has to be
taught and reproduced and stored away for later use.
Autonomous learning is more efficient and more lasting than
the sort of conventional teaching described here, for what the
learners themselves recognize, what they can acquire for themselves, and what they can already do with language, does not
have to be explained by teachers.
The communicative approach has not only changed the teaching
and learning of English in some Austrian adult education institutions; it is by now beginning to leave distinct traces in all
the other educational domains where English as a foreign language is taught. Most of the trainers of the former Follow Me
team of multipliers have become active in the training of
English teachers for secondary (comprehensive) schools and vocational colleges, and have initiated new teams of multipliers.
Adaptations of the system are being prepared for the training
of French teachers in adult education and for the training of
English teachers in the economics and technology departments of
Austrian universities. What is needed now is a federal network
of multipliers who would be capable of coordinating all those
still rather isolated efforts into one association for the
further development of the communicative approach to the teaching and learning of foreign languages.
Such national networks would support the efforts of the Council of Europe and facilitate the organisation of European
seminars for teacher-trainers in the field of foreign language
teaching under the guidance of the Council's Modern Language
Project. This project, by the way, has been the starting point
for all the Austrian developments toward the implementation of a
communicative approach which have been described in this paper.
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ESL TEACHER CERTIFICATION AS A MEANS FOR
IMPROVING THE ART OF ESL TEACHING
Frank M. Grittner
Second Language Education
Wisconsin Department of Public Instruction
In the early 1980s, TESOL became institutionalized in the
State of Wisconsin; that is, it became recognized as a bona fide
subject area.
Program approval standards were developed and
were put into use by the Department of Public Instruction for
approving teacher education programs in universities throughout
the state. In the process of achieving these outcomes, Wisconsin ESL practitioners sought to interweave ESL inservice education programs with the newly developed preservice efforts on the
various campuses. This paper is a summary of these efforts and
accomplishments including a discussion of some of the problems
which arose in the process.
Historical background.
Until 1974 there was little interest in ESL programs outside of the two major cities in Wisconsin
(Madison and Milwaukee). Not surprisingly, there was only one
approved program for preparing ESL teachers in the entire state.
That was at the University of Wisconsin-Milwaukee where a TESOL
major was offered.
A search of our state's certification
records shows that only six people had bothered to apply for the
ESL certificate during the early 1970s.
Others were teaching
ESL, but were doing so under other kinds of certification (such
as elementary, English language arts, or foreign language).
Then, in the second half of the 1970s, the situation changed
rapidly with regard to limited English speaking populations.
Within a few years nearly three thousand speakers of Hmong,
Vietnamese, Kmer, and Lao appeared in our schools and junior
colleges.
Suddenly, ten school districts, in which there had
previously been only a handful of non-English speakers, found
themselves with hundreds of students who knew little or no
English.
Nearly half of these children came directly from
jungle habitats or from refugee camps. Many of them not only
did not speak English, but were also lacking in literacy in
their home language.
A further complicating factor as far as
211
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the schools were concerned was the fact that the target student
population represented various southeast Asian life styles and
cultural patterns which contrasted sharply with those of the
Wisconsin citizenry, most of whom trace their ancestry back to
northern Europe. Teachers and school administrators simply did
not know how to cope with the situation. There was an instant
need for ESL teachers in many parts of the state.
However,
virtually none were available. (See Appendix A for summary of
data.)
Problems and proposed solutions.
The problems were further compounded by the provisions of Wisconsin's mandatory
bilingual law. It states that, when a certain number of limited
English speaking students are in a given school building, a
bilingual program must be offered and a bilingual teacher must
be employed. Approximately 15 school districts met the enrollment criteria which mandated a bilingual program. Yet, if ESL
teachers were in short supply, bilingual teachers of Hmong,
Vietnamese, Lao, and Kmer were nearly nonexistent.
Thus,
although a few people pushed for the bilingual approach, most
people including bilingual advocates accepted the obvious fact
that ESL was, in most cases, the only reasonable program option.
However, a number of school administrators were opposed even to
this option.
They favored instant mainstreaming with pull-out
programs taught by tutors or volunteers who were supposed to
help the students to acquire the English language skills and
vocabulary to cope with lectures and readings in science, social
studies, English language arts, and the rest of the curriculum.
This approach appeared to show some success at the early elementary school levels. However, there were those who insisted
that it be made to work at the junior high school and senior
high school levels.
In most cases it did not.
The logical
alternative which emerged was to mainstream students where
possible and to pull the students out of the more difficult
classes for intensive ESL instruction. It was also my recommendation that intensive ESL programs be established in summer
school to help refugee students prepare for the next academic
year and to provide an opportunity for future ESL teachers to do
ESL student teaching. Large numbers of refugee students and
future teachers took advantage of this summer option.
Teachers, timeliness, and tenure.
A very immediate and
practical question arose, namely, where to get ESL teachers. In
most of the school districts, there would have been problems in
hiring teachers from the outside even if certified ESL teachers
had been widely available. That is because most of the school
districts were experiencing severe enrollment losses in the
general school population. As a result teachers with many years
of service were being laid off.
A logical option, given this
situation, was to employ veteran staff members as ESL teachers
and to get them into an ESL certification program. Under Wis-
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consin law, it is possible to
which can be renewed so long
toward full ESL certification.
at least six semester hours of
ESL certification program.

grant a temporary ESL license
as the candidate makes progress
In practice, that means earning
credit per year in an approved

Add-on certification for ESL teachers.
The practice of
converting experienced classroom teachers into ESL specialists
has much to recommend it. First, the prospective ESL teachers
are familiar with the particular local school district and with
the students.
Second, they already know how to teach at the
appropriate grade levels and are both literate and fluent in
English. Third, they have the motivation to develop the additional skills and areas of knowledge necessary to become ESL
teachers. And fourth—and perhaps the most important factor of
all—they can begin teaching the students immediately. To make
this work, a basic inservice workshop in ESL instructional
methods was often provided using available state, local, and
federal funds.
After that, the following steps were needed:
(1)
preparing
standards
for
approval
of
ESL
teacher
certification programs; (2) finding colleges and universities at
strategic geographic points that were willing to set up programs
in accordance with the standards; (3) enrolling a sufficient
number of teachers in the various approved programs; (4) setting
up practicums and student teaching arrangements; and (5) making
available sufficient coursework to enable teachers to meet the
state requirement of acquiring six or more appropriate credits
per year until full certification could be achieved.
Initially, the standards for state approval developed by the
National Association of State Directors of Teacher Education and
Certification (NASDTEC) were used. Later, new standards were
developed and were presented to ESL practitioners in the state
for comment, criticism, and eventual approval.
(See Appendix
B.)
By 1980, there were five institutions of higher education
within the University of Wisconsin system that offered ESL
certification for grades K-12.
Geographically they were distributed in the Northwest, in the Northeast, in Central Wisconsin, and in the Southeast. As I worked with the various institutions, I found that most of the required components for an
approved program were already available on the various campuses.
All that was needed was to pull these together in a cohesive
program. This required cooperation from such disparate groups
as the Departments of Education, English, Linguistics, Foreign
Language, and Social Sciences. It also required setting up new
programs in ESL methods and student teaching. Problems arose,
but somehow the task was accomplished; the necessary paperwork
was expedited through the proper channels; and approval was
granted from the state educational agency. Within two years the
number of fully or partially certified ESL teachers had expanded
from six to 77. Many of the required courses were scheduled
evenings, weekends, and summers to increase the opportunities
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for classroom teachers to gain the necessary coursework for
certification.
As a result of these activities, ESL programs are now available in all areas of the state so that the placement of student
teachers is much less of a problem that it had been in the past.
I would not say that all of the programs are 'optimal1.
In
fact, some of them are indeed, 'minimal'. But they all have met
the standards listed in Appendix B of this paper. So, whatever
the limitations of this process, it should be noted that ESL is
now established as a major area of teacher preparation within
the public university system of Wisconsin. There is now something there on which to build. The programs are reexamined for
approval on a five-year cycle. Thus, it will be possible to add
quality to the basic programs which exist as new knowledge is
generated.
Pedagogical concerns.
One of my concerns was, of course,
that the linguistic, cultural, pedagogical, and student teaching
components be as up-to-date and practical as possible.
And,
after 20 years of viewing some of the products of certain approved programs in foreign languages and bilingual education, I
have grown skeptical.
I have seen a newly certified Spanish
teacher having students conjugate the verb nevar in all six
persons: To wit, 'I snow, thou snowest, he/she snows,... 1 and
so forth.
And so I had visions of Latin grammarians asking
trilingual Vietnamese students to conjugate regular English
verbs in six persons or teaching the rules for the use of will
and shall to show futurity.
And, of course, such things
continue to happen. We also find Skinnerian structuralists who
drone on through mindlessly repetitive pattern drills for entire
classroom sessions, not to mention transformational grammarians
drawing elegant language trees over two chalk boards as a device
for illustrating the meaningfulness of English syntax.
Just
last year, I observed an ESL teacher addressing a class of
Cambodian teenagers saying, 'Me teacher lady; you student
persons.' And she was a native speaker of Wisconsin English!
This kind of resistance to applying either common sense or
linguistic knowledge has led some people to say that linguistics
had nothing whatever to offer to teachers of second languages.
I do not agree. But I do think that we often fail in bridging
the gap between linguistic knowledge and classroom practice. In
fact, I see a close parallel between the medical profession of
the 19th century and what we are doing in classroom teaching and
linguistics today. Decades after the development of the microscope and the science of microbiology, doctors were still proud
of their bloody smocks, gory hands, and tainted surgical instruments as they went from patient to patient. It meant they were
busy. They ridiculed cleanliness even though the survival rate
with antiseptic surgery was shown to be infinitely better than
the old ways. The point was not to make bargain basement microbiologists out of the surgeons; the point was to get them to
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wash their hands, sterilize their instruments, and put on a
clean smock between patients.
It is gratifying that doctors
eventually came to use microscopes and to accept the fact that
invisible organisms were the cause of disease.
But, for whatever reasons, once the doctors learned to wash their hands and
boil their scalpels, thousands of patients survived who would
otherwise have died.
Similarly, I am much less concerned with how well prospective
ESL teachers can explicate the latest psycholinguistic theories
than I am that they can draw upon the insights gained from
linguistics and can apply them to helping students learn to
communicate in English.
Where pedagogy is concerned, I don't believe in starting with
linguistics and proceeding from there to classroom application.
It's the other way around. To take the medical analogy one step
further, practitioners look at what the doctors are doing for
the patients who are surviving and they use that as a model.
Similarly, in the ESL classroom, we look at teachers whose
students are learning to communicate in the language, are
developing self-confidence, and ultimately are able to function
in the school and society where the language is spoken. At the
practitioner level, it is basically irrelevant whether a given
technique reflects Skinnerian habit formation theory or whether
it is drawn from an elegant model of language acquisition.
Successful practitioners use what works with their clientele and
they disregard the rest. Accordingly, to develop a pedagogical
model, we found ESL teachers who seemed to be doing certain
things very well, and, with their permission, we videotaped
their classes. We selected the best of what these teachers did,
made taped copies, and then wrote instructional manuals to go
with it.
The result was a videotaped methods course on ESL
techniques. The pedagogical orientation of the course can only
be described as 'eclectic'.
Thus, for example, minimal pair
discrimination is used to teach listening comprehension and
pronunciation.
Direct method techniques are used to teach
vocabulary and culture.
Audiolingual techniques are used to
teach vocabulary, intonation, and grammar. And notional functional material is included to build practical communicative
competence. These materials—developed by Professor Constance
Knop—have been used for 'crash' training programs involving ESL
teachers and tutors. Many of the items have also been used in
regular ESL methods courses at several campuses as demonstration
material.
Although the course material reflects an open-ended attitude
toward linguistics and the psychology of learning, it does have
a somewhat prescriptive pedagogical tone based on the following
beliefs:
(1) good instruction is planned, (2) each class
session should show a rich variety of techniques, and (3) a
positive classroom climate will promote language learning.
These three categories were formalized into an evaluation instrument consisting of 24 items. (See Appendix C.) The main
categories are identified as (a) 'lesson planning', (b) 'class-
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room techniques', and (c) 'classroom climate'.
The criteria
under each of these three categories are not presented as an
inflexible series of activities.
Rather they should be viewed
as a skeletal structure which provides direction but which still
allows the teacher to employ his or her own personality, teaching style, and beliefs.
For example, if we look at the first
category, lesson planning, the teacher can ask, 'Did I do something to get the students in the mood to use the new language at
the beginning of the period?' A few minutes of recall of prelearned material can help build confidence and establish this
positive mindset. Also under lesson planning, 'Did the teacher
make it clear what the students were supposed to do on each
activity?1
'Is the class planned to move logically from one
activity to another?' 'Is there enough variety to avoid boredom?' and so forth.
The second part, classroom techniques,
relates to the teacher's ability to carry out the lesson plan.
That covers such areas as: 'Does the teacher know how to convey
meaning?
Does the teacher know how to check to see if the
students understood?
Does the teacher know how to get all
students involved? Does the teacher know how to get students to
use the language for real communication within the classroom
context?1 and so forth.
The third area, classroom climate, is difficult to observe and
impossible to measure. But it is very real and very important
nonetheless.
In the ESL classroom, the extremes are readily
perceptible. For example, if students are sullen, unresponsive,
withdrawn, and unwilling to communicate in English or do assigned work, the climate is obviously bad.
Fortunately, this
kind of atmosphere is rare.
Usually, we are not dealing with
negatives up and down the whole range of the criteria.
And
often, student reticence is based upon cultural factors.
Many
Asian students, for example, have been conditioned to assume a
passive learning role.
Taking initiative in the classroom is
one of the cultural behaviors that often must be taught.
For
example, as a learning check on comprehension of colors, I heard
a fifth grade teacher say to a class of Hmong students, 'The
snow is purple, isn't it, children?' Then she gave a signal for
a response and the students said, 'Yes, teacher, the snow is
purple.' Unlike American students, the Hmong children simply had
not yet been programmed to challenge the authority of the teacher even in a simple drill situation. When she changed the question to a command, 'Tell me what color the snow is', students
could give the correct response.
Thus, with many Southeast
Asian students, teaching them to be respectfully assertive is
essential to establishing optimum classroom climate, one in
which students are interactive with the teacher and with each
other.
Summary.
In less than ten years the number of certified
ESL teachers in Wisconsin has grown from six to 77. At the same
time, four new teacher certification programs were added to the

ESL teacher certification / 217
one already existing at the University of Wisconsin-Milwaukee.
In the area of teacher education, curricula, program approval
standards, and training manuals have been developed. In addition to these efforts, considerable work has been done to provide inservice training programs in schools with large numbers
of limited English speaking students.
In the process the ESL
profession has received wide recognition and increasing acceptance by teachers and administrators in schools and colleges
across the state. In addition, these efforts have provided a
solid base upon which to build and improve future ESL programs
in Wisconsin.
Appendix A: TESOL teaching in Wisconsin:
by Frank M. Grittner.
1.

A status report

ESL supply of certified teachers in Wisconsin schools:
(1) 1979-80 - 6 teachers identified in two school districts
(2) 1981-82 - 77 teachers in dozens of school districts

2.

Teacher certification:
and universities:

Approved ESL programs in colleges

(1) UW-Eau Claire
(2) UW-Green Bay
(3) UW-Madison
3.

Teacher certification:
programs:
(1)
(2)
(3)
(4)

4.

(4) UW-Milwaukee
(5) UW-Stevens Point
Approved bilingual/bicultural

Alverno College
Beloit College
Lawrence University
Mount Mary College

(5)
(6)
(7)
(8)

Ripon College
UW-Madison
UW-Milwaukee
UW-Whitewater

Standards for teacher certification:
(1) Present standards (NASDTEC)
(2) Proposed standards (Department of Public Instruction)
ESL teacher profile 1981-82:
Degree
B.A.
M.A.
Ph.D.
Other
Male
Female

No.
46
18
1
65
12
18
59

70.76%
27.69%
1.53%
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Salary
Experience-Local
Experience-Total
Appendix B:

70
77
77

Average $20,653
Average years of experience: 5.8
Average years of experience: 8.6

ESL standards.

English as a Second Language. The following standards pertain
to programs for preparing teachers of English to speakers of
other languages in Wisconsin.
Standard I. The program shall require study designed to develop skill in the use of English, including:
(a) understanding standard American English as spoken by a
native at a normal conversational tempo;
(b) speaking the language with sufficient command of vocabulary, phonology, and syntax to carry on conversations
with native speakers of English;
(c) reading the language with immediate comprehension;
(d) writing English at a level of clarity and correctness
that is acceptable to native speakers.
Standard II.
The program shall require study designed to
develop skill in language analysis, including:
(a) analyzing the phonology, morphology, and syntax of
English and clarifying the differences and similarities
between English and a 'linguistic minority1 language;
(b) using the knowledge derived from applied linguistics in
studying English as a second language;
(c) using knowledge of sociocultural variables in language
use and language learning as related to instruction in
English as a second language.
Standard III. The program shall require study designed to
provide for the development of the unique abilities necessary to
teach English as a second language, including:
(a) devising drills and exercises that develop student awareness of the structure of English along with the ability
to apply knowledge of grammar functionally to the teaching of English language skills;
(b) guiding students toward conversational use of English in
addition to teaching reading and writing skills;
(c) evaluating the effectiveness
of teaching materials,
procedures, and curricula;
(d) applying a knowledge of testing procedures to the assessment of student proficiency and progress.
Standard IV. The program shall require study designed to
provide knowledge of culture, including:
(a) understanding the geography, history, social customs,
literature, art, and music of the United States and of at
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(b)

least one linguistic minority culture;
understanding culturally determined
learning styles and their effect on
learning.

life styles and
second language

Standard V. The program shall require the study of another
language, including:
(a) acquiring a knowledge of its structure;
(b) developing an understanding of the relationship between
language and the culture which it reflects.

Appendix C: English as a Second Language Teacher Self-Evaluation Sheet (for teachers and student teachers).
Introduction.
The following includes a listing of criteria
that have characterized highly successful ESL teachers
(that
is, teachers whose students are progressing rapidly in learning
English and who are generally recognized as excellent teachers
by colleagues). At the local level, teachers may wish to modify
the criteria according to school philosophy, adding or deleting
items as is necessary to conform to local curricular plans.
The purpose of these criteria is not to have teachers evaluated by someone from the outside, but rather to have some basis
for judging for one's self the current status of lesson planning, classroom climate, and methodology.
Also, if the selfevaluation is carried on over a period of time, the instrument
can enable teachers to measure their progress against "a set of
fixed criteria.
The criteria are adapted from items developed by Professor
Constance Knop at the University of Wisconsin-Madison to supervise student teachers of ESL and foreign languages who are
preparing for certification.
The criteria have been modified to
apply to experienced teachers as well as beginners. Since many
teachers who will be using this instrument are already certified, the items are in no way intended to question that status.
Instead, they are to be used as a means of helping language
teachers to determine areas in which they may wish to update
their knowledge and skills in much the same manner that other
professionals such as doctors and lawyers constantly acquire new
knowledge that is necessary for them to work effectively with
their clientele.
Use of the self-evaluation instrument.
As a basis for objective self-evaluation, it is recommended that the teacher do
an audiotape or videotape of classroom sessions at three widely
spaced periods of time during the school year. This would, of
course, be done during a 'typical' class period each time.
Thus, it would be wise to avoid unusual periods such as the day
before vacation, a class session involving guest speakers, and
so forth.
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The results of the evaluation may indicate areas in which a
given teacher would like to improve. The logical follow-up step
is to seek appropriate inservice activities aimed at strengthening instruction.
The focus of professional activity then
becomes directed to very practical, specific techniques for
improvement.
In larger school districts, teachers may get
together and discover that a number of people have the same area
( i . e . , lesson planning, classroom techniques, or class climate)
in which they perceive a need to improve.
In such cases, inservice activities can be directed toward a group process consisting of teachers who have identified similar needs.
The instrument is based upon a democratic, cooperative theory
of supervision which carries with it the following assumptions:
(1) teachers are fully capable of honest self-evaluation because, as professionals, they want to improve their classroom performance and update their skills;
(2) this type of self-evaluation should not be used for merit
rating, salary considerations, or promotion because such
extrinsic considerations tend to bias the outcome and to
direct attention away from the self-improvement purpose of
the evaluation;
(3) self-improvement inservice activities will be much more
effective if they are directed toward meeting very practical, specific instructional needs;
(4) many of the attributes of successful language teaching can
be identified and can be learned and adapted by other
teachers in a way which is consistent with individual personality characteristics and teaching style.

(Date of evaluation)
A.

Lesson Planning.

1.

I include a 'warm up1 activity
designed to build students'
confidence and to establish a
positive mindset toward learning
the English language.

0 - 1 - 2 - 3 - 4 - 5

2.

I provide an overview for each
learning activity so that students
know exactly what they are
supposed to do.

0 - 1 - 2 - 3 - 4 - 5

3.

I have a variety of techniques
planned for each class session.

0 - 1 - 2 - 3 - 4 - 5
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4.

Each activity is short enough to
avoid boredom (i.e., 10-15
minutes in length).

0 - 1 - 2 - 3 - 4 - 5

5.

I provide for clear transitions
between activities so that the
students are all aware of the
changes in activity that are to
take place.

0 - 1 - 2 - 3 - 4 - 5

6.

I mix familiar material from
earlier lessons with the new
material to be presented.

0 - 1 - 2 - 3 - 4 - 5

7.

I provide for work on several
language skills (listening,
speaking, reading, and writing)

0 - 1 - 2 - 3 - 4 - 5

8.

Lessons are planned in detail.

0 - 1 - 2 - 3 - 4 - 5

Rating scale:
0 - This never happens.
1 - This happens only once in
a while.
2 - This happens about a third
of the time.
3 - This happens about half
of the time.
B.

4 - This happens about twot h i r d s of the time.
5 - This happens all the
time with r a r e exceptions.

Classroom Techniques.

1.

I use correct and 'normal'
English throughout the period
to provide listening practice.

0 - 1 - 2 - 3 - 4 - 5

2.

I call on all students.

0 - 1 - 2 - 3 - 4 - 5

3.

I use learning checks constantly
to determine if students really
understand what they are
repeating and can apply it to
new contexts.

0 - 1 - 2 - 3 - 4 - 5

4.

I see to it that a major part of
the class period involves the
students in using the language
actively (listening, speaking,
reading, writing).

0 - 1 - 2 - 3 - 4 - 5
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5.

Student responses in English
include a mix of choral (total
class) work, group work, and
individual work.

0 - 1 - 2 - 3 - 4 - 5

6.

English language work is personalized so that students learn how
to apply the language material to
their own lives and surroundings,
including classroom communication.

0 - 1 - 2 - 3 - 4 - 5

7.

In correcting errors, I provide
cues which help students learn
how to monitor their errors and
self-correct.

0 - 1 - 2 - 3 - 4 - 5

8.

I use small group activities
involving from two to four
students.

0 - 1 - 2 - 3 - 4 - 5

9.

I use visuals to convey, to
reinforce meaning, and to
stimulate free responses.

0 - 1 - 2 - 3 - 4 - 5

I use visuals to teach cultural

0 - 1 - 2 - 3 - 4 - 5

10.

material.
Rating scale:
0 - This never happens.
1 - This happens only once in
a while.
2 - This happens about a third
of the time.
3 - This happens about half
of the time.
C. Class Climate.

4 - This happens about twothirds of the time.
5 - This happens all the
time with rare exceptions.

1.

In general, students volunteer
to respond in English during
the class.

0 - 1 - 2 - 3 - 4 - 5

2.

Students have prepared their
lessons thoroughly so they are
ready to respond most of the
time.

0 - 1 - 2 - 3 - 4 - 5

3.

Students are active learners of
English during the entire class
period.

0 - 1 - 2 - 3 - 4 - 5
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4.

Students relate positively to
each other in the English
language during the class
period.

0 - 1 - 2 - 3 - 4 - 5

5.

I provide a variety of rewards
for answers which are correct
or partially correct, focusing
always on that which is right
in a student's response rather
than on mistakes.

0 - 1 - 2 - 3 - 4 - 5

6.

I use the English language as a
means of communication in the
classroom and so do the students.
(That is, I greet the students
in English, I comment on their
responses, and the students
speak to me and to each other
in English.)

0 - 1 - 2 - 3 - 4 - 5

Rating scale:
0 - This never happens.
This happens only once in
a while.
2 - This happens about a third
of the time.
3 - This happens about half
of the time.

4 - This happens about twothirds of the time,
5 - This happens all the
time with rare exceptions.

THE LEADERSHIP COMPONENT
IN THE PROFESSIONAL DEVELOPMENT
OF ESL TEACHERS
Jean and Richard Handscombe
North York Board of Education and
York University
ESL students, because of the very nature of the skills they
seek and of their probationary status in their new country, are
in a very weak position to argue on their own behalf for the
establishment of effective programs to meet their educational
needs.
As a result, they depend upon members of their host
society to act for them.
In Canada, however, the priority accorded to language training
and orientation for immigrants is not particularly high. Though
significant amounts of public funds are available for program
delivery, there is still no coordinated policy governing these
programs, no mandatory provision of ESL instruction for the
children of non-English-speaking immigrants, serious restrictions on eligibility for financial support to adults while they
are enrolled in initial training, little allocation of funds for
research and materials development, and no national clearinghouse for information.
Within institutions, ESL programs are
often ad hoc additions to the curriculum, with the implication
that the need for such courses is temporary. Consequently, ESL
teachers are rarely given full-time, tenured positions; and if
they should wish to seek such security or promotion, they are
usually required to abandon the ESL field.
To put it bluntly,
ESL teachers must frequently feel that they are in the same
position as their students.
What can be done to establish a more stable presence for ESL?
In the current recession, major effort is required merely to
maintain the status quo; it is hardly a time for expansionist
thinking.
Should we simply wait till the recession eases, and
give those who pull the fiscal strings time to reconsider their
assessment of those areas which they presently judge expendable?
Or should we harness some of the underused talent and energy of
ESL teachers to heighten public, governmental, and institutional
224
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awareness of the long-term benefits to society of properly
planned, accessible ESL programs?
Our presentation this morning outlines an attempt to accomplish the latter; to encourage ESL teachers to act as if they
currently held the leadership positions which the profession
clearly needs.
The leadership training component to which we refer is included in a three-part, 375-hour, mostly inservice course
offered to teachers in Ontario who wish to obtain certification
in ESL from the Ministry of Education at 'Specialist' level. 1
The topic of leadership is covered during the third and final
part, which is open only to teachers who have successfully
completed the first two and have had at least one year of ESL
teaching in an Ontario school, college, or university.
Since
specialist-level certification is not mandatory in order to
teach ESL in Ontario, the very presence of these teachers in the
course demonstrates a high level of commitment to their personal, if not collective, professional development.
The candidates
do not, however, as a rule, presently hold positions of responsibility beyond their own ESL classroom or department, and very
few could (or sad to say, would) expect to do so in the near
future.
The focus of the course, therefore, is upon the role
that ESL classroom teachers can play in improving the effectiveness of, and/or assuring the continued existence of, the programs for which they are responsible.
The aim of the leadership component is to define a collective
task—the establishment of a firm institutional base for ESL
programs, with strong public and governmental support; to
analyze that task in terms of the skills required by teachers
who wish to contribute to these ends; and to provide practice in
these skills.
The course includes a variety of topics for presentation and
discussion, together with related activities.
It usually begins
with paired introductions, during which two teachers who are
strangers are asked to introduce each other to the group, giving
details of their current ESL teaching situation and their
reasons for taking the course.
Given the teaching situations
represented in each group of 35-40 candidates, the exercise
inevitably soon reveals the variety and richness within the
field.
Teachers who work within an elementary school setting
are suddenly confronted with the concerns of fellow professionals who teach the parents of those children; those who spend
their working days with university-bound students come into
contact with those who plan activities for students in factory
settings; details of teaching experiences abroad are shared
along with personal experiences of immigration, language learning, and cultural adjustment on the home front.
To these may be added examples of fruitful interaction between
different teaching settings—the fact that much of the interesting work presently being undertaken in ESL-literacy programs is,
in fact, based on techniques developed with young children;
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teachers of ESL generally have become excited by the potential
of computer assisted instruction, which till recently was seen
as the domain of teachers of high school or adult students.
This type of cross-fertilization is further encouraged by suggesting that all candidates make arrangements to visit an ESL
program significantly different from their own, and that they
read key texts that have now become relevant to their needs for
a broader perspective.
What results from this exercise is a reminder of the enormously wide range of the ESL/EFL profession, who its students are,
what the purposes are for which they need English, what the
settings are in which they learn, who their teachers are, and
how these variables influence the selection of techniques and
materials for classroom use. What also emerges is the acknowledgement that a basic qualification for a leader is his/her
breadth of knowledge of the field, together with a developed
skill in assessing the major components of any given setting.
What other attributes should a leader possess? The composite
sketch which usually emerges, drawn from the course participants' own experience of people whose leadership skills they
admire, is of a confident, clear-thinking, open-minded, energetic, persuasive, encouraging diplomat.
Unappreciated are
leaders who make them feel inadequate, who provide unasked for,
unnecessary, or impractical advice, who are unable to provide
required information on relevant sources, and who appear to be
more interested in their own glory than in achieving shared
goals.
Returning once more to the participants' experience by asking
them to reflect on settings with which they are familiar,
leadership is presented as an everyday matter, affecting all of
them. It becomes a topic on which, collectively and individually, they have articulate and well-founded opinions, which in
turn produce criteria against which they can measure not only
the performance of those presently in leadership positions, but
also their own.
All this is followed by input.
Information regarding matters
such as immigration, newcomer settlement, provision of language
teaching and orientation programs, and other legislation affecting ESL students; details as to which agencies, government
departments, and institutions are the prime deliverers of
services and what means they use to advertise these; finding
financial provision for the various types of programs, together
with information as to how an individual or an institution can
obtain access to such funding, and so on. Many of the participants already know at least some of this information; but it is
common to find their knowledge suddenly road-blocked: they may
know that there is a formula which determines how many teachers
are assigned to a school district and what that formula is; but
they do not know what the rationale behind that formula is, who
created it, who reviews it, what relationship it bears to other
parts of the 'system', or what affects its emendation or change.
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Practice is provided in removing those road-blocks by continually asking 'Who?', 'What?', 'Where?', 'When?', 'Why?', and
refusing to be satisfied by the 'It has been decided/agreed
upon' kind of response, the one that usually conceals responsibility, and seeks to encourage the acceptance of the unsatisfactory status quo.
The course continues by identifying the major sources of
information regarding advances in the ESL profession.
Both
theoretical and practical issues are examined—further relevant
course work, conventions, journals, newsletters, commercially
produced materials, networking systems, and so on. With regard
to the latter, learning that even the 'famous' within ESL make
use of their colleagues can come as quite a shock to those who
assume, for example, that articles always spring perfectly
formed from the pen of a TESOL notable at first sitting.
Indeed, the participants are not only surprised but also encouraged to learn of the cooperative effort that usually lies behind
'scholarship'. They realize that such endeavour and achievement
need not be totally out of their own reach if they view all
members of the profession as potential sources of information
and help through their publications, presentations, and personal
contact.
The next major section of the leadership component of the
course outlines strategies for influencing people.
With classroom teachers as the pivot, we look first at ways in which they
can offer support and encouragement to other teachers and then,
at how they can impress and persuade those to whom they themselves report. This up-as-well-as-down vision of the hierarchy,
too, can be found surprising.
Leading a group of teachers requires that those teachers have
confidence in the leader's intention and ability to listen to
and facilitate their cause.
This does not, of course, imply
that 'the cause' is necessarily right or reasonable from its
outset; both ends and means often need considerable discussion.
But such conversations have no chance of reaching a successful
conclusion within a relationship of distrust.
The onus is on
the leader to earn that confidence.
The leader also needs to attend carefully to the 'speech act'
rather than to a literal interpretation of what is being said,
in order to prevent mutual misunderstanding. For example:
•

A teacher thinks through a problem, reaches a decision, and
wishes confirmation of that decision before taking action.
He or she speaks to the 'leader', who interprets the conversation as a request for a major reexamination of all the
parameters of the problem. This misinterpretation results in
an inappropriate response, which probably also destroys most
of the confidence the teacher had in his/her own ability to
think the thing through for him/herself.
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•

A teacher regularly provides the 'leader' with detailed
reports on work-related activities, on the assumption that
the leader expects and requires such information; the leader
interprets
the volume of information
as a signal of
insecurity and a request for assistance in programming.
In
this case, the teacher goes on to increase the detail of the
report in response to what he/she perceives as unnecessary
concern on the part of the leader regarding his/her performance.

•

A teacher invites the leader to speak on an issue at a staff
meeting, recognizing that the leader's presence would provide
support to the case he/she wishes to be made and because the
teacher can think of no other way to ensure the leader's
presence other than as an invited speaker; the leader accepts, responding to the request in order to assist the
teacher. A brief conversation between teacher-leader, however, may well reveal that what the teacher really needs is
some collaborative planning with the leader as to what should
be said at the meeting, together with encouragement from the
leader that the teacher could and should play the major role
in delivering the message, plus assurance that the leader
would be present to demonstrate support for the teacher's
position.
Collectively, all three of these actions avoid
undermining the credibility of the teacher's position, which
is always a possible outcome when an outside 'expert' takes
over.

•

A teacher calls a leader to ask advice regarding some small
work-related detail, but quickly comes to the real reason for
the call: a request for help on a more personal matter. The
leader continues to discuss the work-related item because he/
she feels inadequately prepared to help with the other,
rather than acknowledging that fact and offering to put the
individual in touch with somebody who may be able to assist
more effectively.

In addition to being an attentive listener, the leader must
also be 'credible'.
He or she must establish a reputation as a
knowledgeable spokesperson and negotiator for ESL with the
people who make policy and budgetary decisions that affect ESL
programs. He or she must therefore also be visible, prompt and
willing to take on unpopular tasks such as organizing and chairing meetings, introducing and thanking speakers, preparing and
making speeches, writing up minutes, drafting letters, preparing
newsletter copy, and even (on occasion) planning and organizing
conventions.
From this viewpoint, it is necessary that a 'leader' make his/
her presence known and go on record in documenting his/her position on a wide variety of issues with vigour and consistency.
Consider, for example, the question of whether ESL teachers in
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elementary schools whose programs are organized on a 'withdrawal' or 'pull-out' basis, should be 'the substitute' used to
replace absent teachers in 'regular' classrooms, with the
resulting cancellation of the day's ESL class.
A leader must
know the legal terms of a teacher's contract—in some cases
the penalty for noncompliance in such situations is dismissal—
and having decided to comply, should have considered which behavior will produce better long-term results—a sullen, grudging compliance accompanied by muttered complaint, or a cheerful
acceptance of the assigned duties, accompanied by a clear statement of the results of repeated class cancellations on the
quality and status of the ESL program, together with a suggestion for a more broadly based sharing of the responsibility for
covering staff absence.
In all cases of interaction with authority, the end must be
kept firmly in sight: namely, to persuade that authority of the
reasonableness of the ESL position and to cause the authority to
expend intelligent effort to bring about improvements in ESL
program provision. Our own experience encourages us to maintain
that it is no longer enough to win small battles on technicalities, or get requests granted merely to be rid of the suppliants.
We need major victories, with agreed peace treaties or
large negotiated settlements with the terms acceptable to both
sides, so that the same issues will not return again and again
to haunt us.
Influence increases with the size of the audience one has
access to. Most teachers have plenty of confidence in interacting with their students as individuals and en masse. They are
also accustomed to discussing work-related matters with colleagues in pairs or small groups.
This confidence, however,
does not always extend to addressing larger groups of colleagues
in more formal settings, and even less frequently to speaking
before a crowd of strangers, into a radio microphone, or when
faced with a TV camera.
In fact, the resulting panic can be so gripping that trying to
ease the pain by preparing a workshop and presenting it to an
audience may not be sufficient to comfort the most fearful.
Taking the course described, however, requires that every candidate plan and give a 45-minute presentation to a group of about
35 colleagues, also enrolled in ESL inservice courses (not
necessarily this one), as part of a mini-conference held toward
the end of the course.
To prepare for this event, there is
considerable discussion of what makes a good workshop or presentation, again based on the teachers' own experiences as experienced lecture-goers, conference attendees, and so on.
And
again, a collective ideal is created together with a set of
criteria against which success may be measured, as in the following examples.
•

The presenter demonstrates a
presents it within an overall

firm grasp
framework,

of the topic,
identifies the
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crucial areas of concern, and highlights the most important
factors.
• The presenter accurately gauges the level of awareness and
interests of the audience and arranges content, method, and
tone of presentation accordingly.
•

The presenter organizes his/her material in a coherent,
logical manner, displays evidence of preparation, and uses
whatever audiovisual or other aids are appropriate to the
topic and to the workshop audience.

•

The presenter encourages audience participation and responds
to audience feedback in a considerate manner, but discourages
the monopolists or a general audience takeover.

Considerable discussion, too, is encouraged in areas such as
topic selection, organization of material, timing and use of
support materials; and advice is offered with respect to increasing audience involvement, and to controlling at least the
appearance of nervousness.
Each candidate has access to an
experienced workshop-giver for an individual consultation on the
plans for his/her workshop. The production of the mini-conference program itself provides practice in creating an appealing
title, in writing a succinct abstract, in specifying the intended audience, and in ensuring the provision of appropriate
audiovisual equipment, right down to the seating arrangements
and coffee (and though the latter may be last, they are most
certainly not least).
Since it is presentation skills which are being honed rather
than the ability to demonstrate mastery of new material, topics
typically tend to reflect the varied experiences of the candidates, their strengths and preoccupations.
Five examples give
an idea of the range, and also the degree of showmanship.
•

Let it All Hang Out—Teaching Idioms at the Secondary School
Level.

•

A Little More Madeira, My Dear?—A Look at the Function of
Persuasion for the Low Intermediate Adult Student.

•

Teaching ESL in Isolated Posts—Professional and Personal
Challenges of Teaching on an Indian Reserve in Northern
Ontario.

•

A Picture's Worth a Thousand Words—The Use of Still Photographs with Elementary School Children.

•

'For Official Use Only'—What Do I Write There, Miss?—The
Reading and Writing Skills Required by Secondary and Adult
Level Students to Cope with Today's Form-Loving Bureaucracy.
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The mini-conference concept has produced some excellent presentations. What is most satisfying, however, is the knowledge
that many of the teachers have approached, and largely overcome,
a psychological barrier which had them convinced that they could
not sustain a presentation in front of, at the least challenging, a group of peers. For many, there was the discovery that
not only were they successful but that they actually enjoyed the
experience:
some, indeed, felt able to accept an invitation to
repeat their performance at the next provincial, national, or
even international TESOL Conferences before a much larger audience. The written versions of some have, in consequence, been
published.
It takes little imagination to think what effect
such recognition has on an individual, and on how he or she may
be subsequently regarded at a variety of levels.
Despite their relatively high level of literacy, however,
teachers, like many other well-educated professionals,
are
reluctant writers.
An informal survey of candidates on the
'specialist' course regularly reveals that an average ESL
teacher's daily writing activity is restricted to a cheque, a
list, a telephone message or two, a couple of dittos, some
blackboard instructions, and maybe once a week, a personal
letter.
There is general agreement that writing pieces of
'extended prose'—more than one paragraph—is an activity to be
avoided if at all possible.
No one finds writing terms papers,
reports, formal letters, and the like easy; but surprisingly,
most view this fact as a personal inadequacy, not one shared by
their peers.
In terms of developing leadership skills, writing is certainly
a powerful tool. This course cannot make those who take it into
accomplished writers.
It can, however, provide considerable
information regarding the composing process:
well-educated,
native and fluent English-speaking adults suggest that writing
persuasive, explanatory, and creative prose is not easy.
Rather, it demands fierce concentration and revisions which are
time-consuming and often frustrating.
The results of having
grappled with a writing task and produced a well-constructed
piece can be sufficiently satisfying—both in terms of clarifying the writer's own thoughts to himself/herself and of communicating these thoughts effectively to others—sufficiently satisfying as to be consoling, if not remunerative.
Writing and all the other topics touched upon in the leadership component are brought together in the final assignment, the
sociopolitical essay.
For this, candidates are required to
choose a challenging situation with which they themselves are
now faced. Each is asked to provide a statement of the problem,
a summary of the major theoretical issues and/or background
information necessary to understand the problem, and a step-bystep plan of action as to what might be done to solve it.
The
skills here involve demonstrating knowledge both of the field
and of the broader sociopolitical context of which ESL is part,
indicating ability to influence and persuade individuals (both
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peers and superiors), ability, and just as importantly, willingness to organize and lead group meetings, and the use of writing
as a means of information dissemination and persuasion.
Topics
which have arisen from this assignment are even more wide-ranging than those chosen for the workshop. They include the following.
•

A Multi-racial, Multi-ethnic,
Students and Its Aftermath.

Leadership Training

Camp for

•

Staffing and Programming for Declining ESL Enrollments.

•

Getting Parents Involved.

•

The Misplacement of English as a Second Dialect students at
the Secondary School.

•

Establishing an ESL/Literacy Program in a Mining Town in
Northern Ontario.

•

A School's Response to Polish Refugees.

The whole course is based on the premise that the experience
candidates bring with them is both a possible and a necessary
starting point for the development of leadership skills.
Leadership is not something which someone else gives one (at
least not initially and not now); first and foremost it has
to be something one takes upon oneself.
The place to begin,
therefore, is not in some future setting but right here and now,
regardless of the situation, the other people involved, their
personal and power relationships, and the prevailing climate of
economic restraint.
Though this leadership component is limited in scope (it
shares the 125 hours of class time with major sections on teaching other skills, such as listening comprehension, writing,
second language acquisition theory, reading about research, and
testing), it is currently an established part of the course and
one which, by the nature of the topics it raises and the approach it employs, asks teachers to engage in a personal questioning about the extent to which they are prepared to learn and
then put to use the skills involved in assuming a leadership
role.
It is also pointed out that the stakes are high if they,
as individuals, choose to do nothing. We make no claim that the
ideas expressed in this presentation are novel; business and
industry have practised most of them for well over a decade.
Within ESL teacher training courses, however, the topics and
strategies outlined here are, perhaps, not usual or commonplace;
but they must surely be required to continue the training of an
individual, especially with regard to his or her contribution to
the development of the profession, and to his or her own professional development.
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Note
1.
The several versions of the course described in this
article have taken place under the auspices of the University of
Toronto and York University during the last four years.
We
would like to thank the many teachers involved for their creative response to the hurdles placed before them.

PEDAGOGICAL KNOWLEDGE FOR THE
SECOND LANGUAGE TEACHER
Gilbert A. Jarvis
The Ohio State University
Introduction.
I share a household with a beautiful wife,
two lovely children (even though they are teenagers), and a very
affectionate cat named 'Cookie'.
We all love Cookie a great
deal. When Cookie is ill, I do want her to have good care given
by competent professionals.
Yet, in the hierarchy of values,
Cookie's well-being is trivial compared to the well-being of my
children.
My children's well-being is as much linked to their
education as to their health care.
I think you will understand, then, my being offended—even
incensed—by reading a few weeks ago that when our Ohio State
University School of Veterinary Medicine was reviewed for accreditation, it was put on probation because the faculty-student
ratio has unacceptably grown to one-to-five.
I know that the
teachers to whom I am entrusting my kids—daily, for years and
years—never had a single class in which there were as few as
five students. These teachers took a mixture of content courses
(sometimes
selected
solely on a
what's-available-this-term
basis) and learned about teaching in a total of four or five
courses plus one trial-and-error period in one teacher's classroom.
A clinical component, though logical and desperately
needed, was never a part of their training. I understand why,
as Goodlad's (1983) monumental study recently determined, much
of what they do in their classrooms is an imitation of what, a
generation ago, their own teachers did.
The 'what-is' in teacher education is greatly discrepant from
the 'what-should-be'. The vision of what we could do is dimmed
by constraints like $13,000 salaries that dictate low prestige,
a four-year maximum on curricula, and political bickering within
both government and our institutions of higher education.
The dilemma that such constraints force us to confront is
whether it would be better to devote energy and time to railing
against the absurdity of the constraints or to ask what we can
do to make significant changes within the constraints.
There
234
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seems little we can do individually or collectively to alter our
national commitment to cheap education, but clearly there are
certain courses of action that will have a greater benefit yield
than others.
We must consider that fact in proposing alternatives to our current ways of carrying out teacher education. I
admit to some disenchantment with nearly all efforts of the last
decade. We have shown empirically that tampering with particular procedures in teacher education makes little difference.
Increasing field experience, teaching education courses in
schools, and videotaping practicum experiences do not appear to
be sufficiently fundamental to make an important difference. My
view therefore gravitates toward much more fundamental aspects
of the way in which we conceptualize teacher education.
Defining teacher knowledge.
Effective teacher education
must be built upon a sound concept of pedagogical knowledge. I
use the term 'pedagogical knowledge' as B. O. Smith (1980:69)
defines it:
'those concepts and principles which guide and
illuminate practice and those which provide the overall intellectual context within which policies and decisions are made' in
(for us) second language education.
In effect, this is the
knowledge any teacher ought to possess. Unfortunately, teacher
education seems less based upon this knowledge than it is upon
political currents and factors.
First, we must ask who it is that defines pedagogical knowledge. That may appear to be a foolish question. The biologist
defines biological knowledge; the chemist, chemical knowledge,
and the anthropologist, anthropological knowledge. The professionals in a particular field determine what is to be known or
what it means to specialize in that field.
They determine, in
effect, the knowledge required for entry into the field.
In
education, however, these decisions are made by government—by
state legislators. They define pedagogical knowledge when they
specify teacher-certification requirements.
At this level we
therefore have a discrepancy between our knowledge and the
programs that we create to train our teachers.
A.t a more specific level we seem to have been equally ineffective in defining pedagogical knowledge.
It is usually defined
by default in the residue of political decisions within colleges
and universities.
We all recognize that prospective teachers
must go to multiple departments for their knowledge. That fact
is not in itself problematic; it is a function of the nature of
knowledge and the nature of a teacher's role. What is problematic is that these same departments are in direct competition
with each other.
They are not in competition for something
trivial:
they are competing for their very existence via an
adequate base of student credit hours. Thus, except when there
is a weak competitor, a standoff develops, and the status quo is
perpetuated. No department will diminish the number of courses
it contributes to the program.
Interdepartmental rivalry is, I
believe, a major contributor to the resemblance of programs of
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the 1980s to those of the seventies, sixties, and even fifties.
Enrollment-driven funding models are particularly detrimental to
teacher education.
How can we justify what happens too often intradepartmentally?
A language department may, for example, offer a liberal arts
literary major as its principal program.
In this case, often
the best that a teacher education candidate can hope for is
selection, from the smorgasbord of courses offered, of those
that come closest to a future teacher's need.
Only oblique
attention is given to the skill and knowledge a teacher needs.
A student takes a course in historical linguistics because someone judges it more relevant than a course in medieval literature—though both may make little (or no) relevant contribution.
Likewise, an education department may require all students to
take a course in 'general methods' solely because assembling all
students into one class creates good enrollment—not because it
is a wise, or even acceptable, means of developing students'
pedagogical knowledge. The question 'What does a teacher need
to know?' is ironically missed.
There are many different ways in which we could divide a
teacher's knowledge into components. For my purposes, let us
simply view it as general knowledge, subject-matter knowledge
(or language proficiency), and pedagogical knowledge.
At a
sufficiently abstract level, we would probably agree on general
education requirements—or at least we could accept the same
requirements as those applied to any bachelor's degree recipient. Likewise, at an abstract level there would be agreement
that the teacher should have good subject-matter knowledge.
At a specific level there is much less likelihood of agreement, particularly within the constraint of a traditional undergraduate major.
We have scarcely begun to inquire about the
nature of a teacher's needed classroom communicative competence.
We do acknowledge in other domains that different kinds of
communication contexts and roles require different abilities.
(Language proficiency has different meanings for the translator,
the interpreter, the tourist, or the hotel clerk.)
In language
education, however, we have not yet examined the consequences of
acknowledging that we cannot develop the true bilinguals we had
once hoped to create, and, instead, asking what aspects of
language proficiency are most important for a teacher.
A
teacher probably needs a high level of pronunciation accuracy
more than a high level of social fluency, for example.
In
effect, we must begin asking what aspects of language ability
can acceptably differentiate the teacher's competence from that
of the true bilingual.
Pedagogical knowledge.
It is our concept of pedagogical
knowledge that seems to me to hold the key to significant change
in teacher education and, therefore, our profession.
Pedagogical knowledge comes from two sources:
research and clinical
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experience. An individual situation is 'observed, analyzed, and
a decision is made as to what to d o . . .
The teacher then tries
out his or her hunch and if it works, the hunch is used again in
similar circumstances' (Smith 1980:49).
Long ago, teachers
began making generalizations about what is best in their classrooms.
A kind of craft knowledge that 'consists of distillations from decades, if not centuries, of experience passed on
from teacher to teacher through conversation and the printed
page' developed—and continues to develop (Smith 1980:50).
Clinical (or craft) knowledge has one additional characteristic that Smith does not mention:
For secondary- and collegelevel instructors, it is largely subject-matter specific.
It is
the substance of most sessions at foreign language teacher
conferences, and it fills many pages in our (and other subjectmatter education) journals. It is much less frequently found in
'general education' publications.
In striking contrast to clinical knowledge, existing research
knowledge is generally not language-education specific, and
herein lies our problem. We have turned to research in linguistics, psychology, and generic education, and we have attempted
to transplant that knowledge into our specific subfield of
second language education. The volume of educational research
is substantial.
It has been estimated (Smith 1980) that
approximately 150,000 studies have been published, though only
about ten percent would meet a generous criterion of being cited
ten years after publication.
Because we see ourselves as
consumers of research and general knowledge about the human
organism as a learner and the types of learning that humans seem
to exhibit, we assume that psychological knowledge 'applies'
directly to second language learning issues.
Because linguistics can provide descriptions of what language or what a particular language is like, we assume that this knowledge is somehow
also knowledge about the teaching-learning process. Some even
attempt to call it 'applied linguistics'.
It is time to recognize the unique properties and characteristics of second language learning and teaching. Knowledge transplanted directly into our field is neither valid nor useful to a
teacher. Only knowledge specifically about the second language
situation can guide a teacher in designing and implementing
instruction. Knowledge from other disciplines must be relegated
to the role of helping us to generate hypotheses that we must
then test in our own field.
Even a cursory analysis of the variables involved in the
language teaching-learning process reveals significant differences from any other subject area.
One can choose any of
thousands of variables and determine that unique characteristics
must be considered by the language teacher. How, for example,
should a language teacher use time? How long should wait-time
be in various circumstances? How slow or rapid should utterances by the teacher be?
How long should various activities
last? What are the optimum proportions of time spent doing the
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different language skills?
How long should outside-of-class
assignments be? These types of questions—which could be asked
about hundreds of variables—would be irrelevant in history,
sociology, or chemistry courses, and, even where relevant, would
be answered in totally different ways in different areas.
We can look to our own history and find instances of borrowing
knowledge, which now might well be considered educational malpractice. As a beginning high school teacher I was taught the
concept of 'reinforcement', which was taken from a rather welldeveloped psychological theory of learning.
I was told to
reinforce student responses immediately. Reinforcement took the
form of an immediate repetition of a student's response by the
teacher, the whole class, or even another student.
It is easy
to see how prescriptions for teacher behavior were quickly and
simplistically derived from this concept.
Teachers were told
that if a student fumbled, they were to turn quickly to another
student who would be likely to respond correctly and then to
return to the original student for another repetition of the
correct response.
It is fortunate that most teachers' clinical
knowledge came to dominate (and led to rejection of this 'borrowed' research knowledge).
Teachers' observation told them
that something was wrong with this behavior. They saw the pain,
the frustration in being pressured to respond so quickly, the
flagrant cruelty of juxtaposing a peer's success with the
original student's struggle, and then, especially, 'rubbing it
in' by forcing the student to atone by parroting his or her
peer's success—perhaps the ultimate educational humiliation for
a 15-year-old (or a 28-year-old!).
'Our knowledge' must come from our own research. The shreds
of knowledge we already have can be the beginning of an accumulation that will ultimately become a theory of second language
learning. Many of the beginning bits of knowledge are merely
means-ends relationships.
They are important for us, just as
they are in other fields.
In medical science, for example, our
incomplete understanding of the functioning of aspirin does not
limit the benefits or wisdom of its use. Thus, when we find a
link between a particular instructional component and desirable
learning outcomes, we have a useful relationship, despite our
lack of understanding of all that is involved.
Pedagogical knowledge and teacher education.
How does
this concept of pedagogical knowledge relate to teacher education? How does a call for research in our own field relate to
teacher education? Essentially, the answer lies in the interactive relationship between the body of knowledge and the people
who create, possess, and utilize it.
Already, teachers intuitively recognize specificity because of our large body of
clinical knowledge: They see themselves as teaching something
that is different from other subject matters. They already tend
to have an appropriate mind set (though it is accidentally
appropriate).
Source of knowledge is irrelevant to teachers;
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their focus is strictly upon functioning.
Thus, more valid
knowledge—which is likely from research as opposed to more
fallible experience—can only benefit them.
Affective issues become involved.
Teachers have highly differentiated attitudes toward the various domains of knowledge
that they encounter.
This is usually manifested in their
ratings of various courses in their certification programs or
inservice courses.
Invariably, the most positive attitudes are
toward the most specific courses and activities.
Second language methods courses, student teaching, or other practicum
experiences when they are structured and directed by language
education specialists, are most highly valued.
Introductions to
education, philosophy of education, and educational psychology
are the lowest rated—often scathingly so. Thus, more specific
knowledge is clearly better received, probably better understood, and most certainly more influential in shaping the ways
in which they behave in a classroom.
A broader issue of oversight is involved.
One conspicuous
absence in the language education profession is a feeling of
responsibility for our knowledge. We too often see ourselves as
beggar academics looking for a knowledge handout!
We are
limited by a lack of experience in defining roles and ascribing
responsibilities.
Should teachers be researchers?
Should
research be done solely by university professors? What type of
professor? By research agencies? One inevitable implication of
the development of our own research knowledge is that it can be
generated only by research within the language classroom (or
other sites where languages are taught and learned). Only such
research can have ecological validity. The dilemma that must be
overcome is the teacher's need to participate, and at the same
time his or her lack of both time and competence (Jarvis 1980).
Collaboration within appropriate roles is surprisingly infrequent in our profession.
The interaction between knowledge and people has a further
consequence. Teacher educators are usually university professors upon whom are placed expectations for research and service.
The growing institutional demands for research productivity,
coupled with typical teaching responsibilities of language
education specialists, create a natural milieu for the generation of new knowledge about the process.
It is a shame that
either the wrong expectations or political factors have not yet
fostered such research.
Lastly—and perhaps most convincingly—we must consider the
consequences of teaching teachers our own knowledge. I would
unhesitatingly predict that even with many, many lacunae in our
knowledge, we would be 'right' more often with our own knowledge. We must admit, for example, that today we do not know
whether a teacher's response to fumbling ought to be mediated by
the specific characteristics of the student, guided by a groupteaching principle, or determined by a combination of these
factors as well as others.
Yet, today's prospective teacher
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could be taught about the issues involved and the best current
hypotheses about them. That should lead to the development of
better clinical knowledge and should better equip the student
than will any general principles.
Merely specifying the
parameters would probably lead to better decisions. The major
consequence is therefore a matter of quality.
Recommendations.
Historically, teacher education has been
reactive and would be viewed by many as a 'consequent domain1, a
receiver of knowledge generated elsewhere.
It need not be on
the receiving end of the chain.
If we were willing to make
proactive procedural changes such as the following, we could
cause fundamental changes in our profession.
(1)

Require every institution intending to prepare language
teachers to have a language education specialist on its
faculty.
This must be a bonafide specialist with
degree and evidence of productivity in the area.
It
may no longer be a professor of language/literature or
a generalist in education; they have too often been
individuals who have become uncomfortable in their
initial specializations or who accepted a role no one
else wanted.
Good will, intuition, and teaching experience cannot alone create a competent teacher educator, any more than they suffice for a discourse
analyst or psychometrician.

(2)

Change our reward system for language education specialists. They must no longer be able to be promoted
and tenured on the basis of service activities alone.
That has been an unfortunate pattern of the last
decade.
Workshops for school systems and service to
state or national organizations are necessary and of
value, but they must not suffice for promotion.
Research can be expected from these individuals just as
it is elsewhere in our universities.
Focusing on
second-class activity will ensure second-class status.

(3)

Reduce general education requirements to a single
course dealing with schooling in society.
Replace all
other general courses, such as educational psychology,
general methods, or philosophy of education, with
language-education specific courses.
Increase these
courses, moreover, so that the net effect is an increase of approximately ten percent more credits than
the previous general education courses. These courses
must be far more than our traditional concept of
methods courses. They must deal with the full range of
knowledge a language teacher needs—the full perspective on the educational process, but from the point of
view of a language teacher.
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(4)

Decrease the content courses by approximately ten percent, and hold language departments accountable for the
knowledge and proficiency they develop. I am convinced
that far better relevant skill or knowledge per credit
hour could be developed. The climate is ideal for institutions to sort themselves into those that are truly
committed to the preparation of teachers and those that
are committed to other activities.
There is no place
in teacher education today for the institution, or
department, that is not willing to invest in it (or
that tries to be everything to all people).

(5)

Internecine conflict must end.
The rampant hostility
between schools and universities, one language and
another (particularly ESL and other languages), and
especially language and education departments, is destroying us.
Moreover, the view of educators that
language faculty are anachronistic and isolated, and
language faculty's view that being teachers suffices to
make them experts on the teaching-learning process,
must change. This exhortation must be operationalized.

These recommendations will be considered radical by some, but,
put in another context, they are so mild that they could not
ensure care of kids that matches care of cats. Why can we not
achieve as much as the veterinary profession?
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READING AND WRITING, TECHNOLOGY AND PLANNING:
TO DO WHAT AND WITH WHAT AND TO WHOM?
Robert B. Kaplan
University of Southern California
An area of teacher training which has received inadequate
attention in the past is the area of teaching writing.
Despite
ample evidence that the correlation between grammatical control
and the ability to write is not great, the teaching of writing
has largely been concentrated on two extremes of the writing
process; namely, on the ability to construct a sentence (which
is in fact a prewriting skill) and on the ability to prepare a
'term paper1 (which is a late product of the writing skill
rather than a part of that skill process).
Scant attention has
been given to the writing skill itself, perhaps because that
skill has never been clearly defined. The purpose of this paper
is to propose a preliminary definition of the writing skill (at
least in terms of academically based writing programs) and to
suggest a number of areas for teacher training. It seems to me
that there are a number of concepts about writing that it is
important for teachers to know.
It is my intention here to
elaborate those concepts so that they may be incorporated into
teacher-training programs.
First, it is important to recognize that the term 'writing' is
loosely applied to all activities that involve putting pen to
paper, pretty much without distinction. However, the activities
normally subsumed under the term 'writing' may be broken up into
a number of subcategories.
A primary distinction involves the
differentiation of 'writing without composing' from 'writing
through composing'- Writing without composing involves a number
of different activities; it includes at least the following:
•

•

'simple form filling', whether the form consists of an
academic exercise like supplying missing words in a discrete-item test or whether it involves completion of a
real-world form;
'the writing of decontextualized sentences', whether as a
grammatical exercise or as the more open-ended variety of
242
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•
•

•

the large numbers of questionnaires most people in this
society are faced with;
'the making of lists', whether the lists are part of classroom exercises, or part of some real-world activity like
preparing a shopping list or a laundry list;
'taking dictation', whether the activity is a classroom
activity or the real-world work of a secretary, but where
everything (even punctuation in much business dictation) is
supplied except basic spelling;
'the kind of writing activity involved in dealing with word
problems of a mathematical sort', whether the solution is
an academic exercise or not.

Writing without composing requires the ability to spell, sometimes to create syntactically acceptable individual sentences,
to punctuate, to present written material on a page in more or
less conventional form; it does not involve the use of cohesion
(except as set by the form being completed), coherence, focus,
rhetorical choice (since the form of the response is commonly
dictated by the question), topicalization, topic/comment chaining, or any of the skills which define the composing process.
In short, the writer need not have an idea and need not solve
the problem of how to present his/her idea most clearly, since
both the idea and the presentational format are supplied by the
nature of the activity, the form in which it occurs, or the
objective.
Writing through composing is a very different kind of activity; it includes at least the following:
•

•

•

'writing for informational purposes':
that is, the kind of
writing called expository in the school context—including
such rhetorical purposes as definition,
classification,
synthesis, and analysis; such activities as outlining,
notetaking, summarization, report writing (in the sense of
a retrospective account of some set of events), and such
activities as the creation of some sort of classification
based on a logical rather than a chronological or spatial
order, the building of some sort of model including the
recognition of alternatives, and the development of a
formal disciplined argument;
'writing for personal purposes':
including such forms as
diaries, journals, memos, personal letters, notes, and the
like, where the intent is to maintain a contact with another person or persons, when the other person or persons
are well known, and where the transfer of information is
subordinated to the personal contact;
'writing for imaginative purposes': including both the
invention of fictional
material
(e.g.
stories,
plays,
novels) and the invention of highly emotive materials (e.g.
'poems', for lack of a better term), where the audience is
not known and the intent is to convey something other than
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information (e.g. to teach, to amuse, to delight, to entertain, to provoke).
There is another sort of distinction involved with this preliminary taxonomy (for a more detailed elaboration of the taxonomy, see Kaplan 1983a), and that is the distinction concerning
the subject of the writing.
There is a truism that one cannot
write effectively about something about which one knows nothing.
There is general agreement with this truism, at least to the
extent that it is often reiterated in the instructions of writing teachers and in the more piously inclined textbooks for
writers. The problem is that the notion bisects two other contin ua. Assuming that a writer may be said to know 'something',
that 'something' may derive from a variety of sources—directly
from experience, or indirectly from secondhand 'reports';
recently, or in the distant past; from fragmentary information,
or from complete information. Thus, what the writer 'knows' may
be variously integrated into his/her experience.
That is one
continuum; the other has to do with the complex epistemological
question of what it means to 'know' something and the equally
complex notion of whether the fact that a writer 'knows' something implies that he can communicate what he knows to a reader.
In any case, it seems to me that a writer may, on the one hand,
be involved in 'reporting' well-integrated material, or a writer
may, on the other hand, be using the writing process to grapple
with partially integrated material—may be using the writing
process as a heuristic activity.
If the writer is merely reporting, the text is likely to be integrated, coherent, cohesive; if the writer is using the writing act as a heuristic one,
the character of the text will be very different.
For any given
class of students, a given assignment will constitute 'reporting' for some individuals and a difficult struggle for others.
It is important for teachers to be aware of this problem and to
consider it in making assignments for writing, as well as in
evaluating the product of an assignment; those who struggle and
still manage to control the composing process deserve more
credit than those who are merely reporting.
The considerations presented here have implications for the
teaching of writing. Frequently, in the classroom, the teacher
makes no distinction among the various types of writing nor
among the various conditions of 'knowing' a subject.
But there
are other things which the teacher often ignores; for example,
the teacher is likely to assume that if a student is literate in
his/her LI, then the student understands how to present text on
a written page. Clearly, the matter of presentation is not that
obvious, and (while it may not be necessary to spend a great
deal of time on the problem) it seems useful to deal with the
mechanics of presentation; i . e . , the size and location of margins, the placement of titles, the conventions of punctuation,
the density of text, the conventions of citation, the issue of
plagiarism, even the conventions of numbering pages, of which
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side of a page to write on, and of handwriting. The teacher is
also likely to assume that the student understands about audience. In fact, since the understanding of audience involves a
number of complex sociolinguistic issues, it cannot safely be
assumed that audience presuppositions derived from the LI context will apply in the L2 situation. Indeed, a casual glance at
the taxonomy just presented should suggest that here is another
dimension of the audience that needs consideration.
Texts like
grocery lists, diary entries, and the like are essentially
addressed to one's self; texts like letters and meraos are addressed to one other (or a very small number of others), and
texts like reports or stories are addressed to large and often
anonymous audiences. (The classroom essay is a special problem
in this context, since it is defined as addressed to a large
imaginary audience but it is, in fact, addressed to the teacher.)
Further, the teacher is likely to assume that a knowledge of
sentence grammar in the L2 implies an equal knowledge of discourse grammar. If one can assume that a knowledge of sentence
grammar provides the individual with an inventory of different
structures through which to express the same notion, discourse
grammar might be defined as the ability to choose structures out
of that inventory which will most clearly serve a rhetorical
purpose.
For example, my intuition tells me that all of the
following structures may be generally equated in terms of their
'message':
(1)
(2)
(3)
(4)
(5)
(6)
(7)
(8)
(9)
(10)

As a consequence of the fact that it was raining, we
decided not to go swimming.
Being that it was raining, we decided not to go swimming.
Because it was raining, we decided not to go swimming.
Since it was raining, we decided not to go swimming.
As it was raining, we decided not to go swimming.
It was raining; consequently, we decided not to go
swimming.
It was raining; as a result we decided not to go swimming.
It was raining; therefore, we decided not to go swimming.
It was raining, and we decided not to go swimming.
It was raining, so we decided not to go swimming.

Leaving aside the more esoteric issues of semantic synonymy, my
intuition also tells me that these structures are not absolutely
equivalent and that they are not readily interchangeable in any
context; certainly, the first five and the last five are not
likely to occur in the same context, and certainly there seem to
be differences in level of formality between, let us say, items
(2) and (10).
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But it is not the purpose of this paper to pursue these latter
issues; they have been discussed by others in readily available
work (cf. Bacha and Hanania 1980, Halliday and Hasan 1976, Hoey
1979, Kintsch and van Dijk 1978, Leech and Svartik 1975, Tannen
1982a, Watson 1982). Techniques for dealing with the mechanics
of presentation already exist; something is known about the
problem of audience (cf. Kintsch 1977; really the whole history
of classical rhetoric, but see Steiner 1978), though this is an
area neglected in teacher training, and a good deal is known
about sentence grammars vs. discourse grammars (cf. Morgan
1982). This paper proposes to deal with rhetorical issues.
Before moving on with the discussion of rhetorical issues, one
more tangent is necessary.
It is quite clear that rhetorical
organization differs somewhat from language to language.
This
issue is one to which a great deal of time and ink have already
been devoted; to a large extent Kaplan et al. (1983) contains a
good deal of interesting information, and at the 1983 TESOL Conference in Toronto there were several presentations on the subject.
It is not directly with the issue of contrastive rhetoric
that I want to be involved in this discussion, though some contrastive notions have already been raised and others will be.
Now, let me return to the issue under consideration:
what
teachers need to know in order to deal more effectively with the
notion of teaching writing.
I have already suggested that
teachers fail to make distinctions between various types of
writing and between various degrees of knowing a subject. Some
teachers try to deal with the issue of types of writing through
some sort of rhetorical approach. Some even try to use narration and description as mechanisms to produce exposition.
If
the taxonomy I have suggested has any validity, it should be
clear that, though the writing of fiction and the writing of
exposition both fall under the general heading of 'writing
through composing', they constitute very different kinds of
activities.
Narration, which appears to be a universal written
discourse type (and which has clear oral parallels), most commonly uses chronological and spatial modes of organization.
Research conducted by Martin (1980) suggests that both native
speakers of English and college level students for whom English
is a second language seem to deal with spatial and chronological
organization with reasonably equal success.
Description, frequently a component of narration, also appears to use spatial
modes of organization.
There are some cultural differences with respect to narration
and description; the point of onset and the point of offset, the
amount and character of detail included, and the amount and
direction of tangential material all vary from language to
language.
But there are enough similarities to make these
differences less significant.
There is a fallacy which assumes that description is as universal as narration; in fact, most inexperienced writers are
very good at 'naming', but not very good at describing.
For
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example, most native speakers (let alone nonnative speakers)
would find it difficult to describe a telephone; the word is
fairly widespread, and it is much easier to name it than to
describe it. In oral contexts, description can be avoided by a
pointing or indicative function (e.g. 'What is that?1 [accompanied by a pointing motion or gesture] 'It's a
.'
[where the blank is filled with a name, not with a description].
Even when the provision of a name does not suffice, the response
is more likely to be a synonym or a comparative, rather than a
description; 'It's like a
. ' ) . To the extent that naming
is a universal human behavior and to the extent that it can
substitute for description, it is important for the nonnative
speaker to have a great deal of experience with it; it is,
perhaps, the sense of the importance of 'naming1 that underlies
some of the emphasis on vocabulary study in second language
programs.
The point is, however, that while naming is an
important activity, it is not a substitute for description;
students who are literate but who are not experienced writers
tend to use naming in place of description.
This is not a
culturally variable behavior; that is, speakers of Arabic or
Chinese do not have a greater or lesser tendency to use naming
than do speakers of English.
The point, simply, is that, to
whatever extent description is considered a useful activity, its
characteristics have to be taught. Teachers need to know that
it should be taught, what should be taught, and how to teach it.
(There is an obvious question here whether any of this has to
be taught or whether it can be acquired, given appropriate input
and time. Few studies of L2 acquisition have concentrated on
writing, and it appears that there is relatively little information available on the acquisition of writing in either LI or L2.
Krashen (personal communication) believes that good readers make
good writers; that is, that extended and significant exposure to
text as a reader will result in the acquisition of writing
skills.
I would disagree to some extent; it seems to me that
exposure through reading increases motivation for writing; but
the writing process is so complex, demanding the balancing of so
many simultaneous variables, that it seems to me unlikely that
it is acquired in Krashen's sense.
I would like to suggest a different criterion for consideration.
Spoken language is a phenomenon with is built into the
human genetic system; all human beings in the normative ranges
have spoken language, and the absence of spoken language is by
definition an abnormality. Given the genetic demand, I have no
doubt that spoken language is acquired. But written language is
not part of the genetic baggage; each generation of human children has to learn to write, and writing is not universally
distributed among human populations.
It is not by definition
abnormal to be innocent of writing. I would argue that genetically predisposed skills are, in Krashen's sense, acquired;
skills which are not genetically preconditioned probably have to
be learned. The distinction I would like to draw, however, is
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confounded by the effect of spoken language on written language
(cf. Tannen 1982b; Cook-Gumperz and Gumperz 1981; Gumperz et al.
in press; Ochs 1979) and by the effect of written language on
spoken language (Havelock 1976, Eisenstein 1979). In summary, I
have spoken throughout of the teaching of writing on the grounds
that I continue to believe writing needs to be learned rather
than acquired, and I continue to assume a relationship between
teaching and learning.
Given that written narrative forms are closest to oral forms,
given that narrative forms are to some extent more likely to be
based on chronological and spatial organizing modes, given that
narrative forms appear to be more or less universal, writing
programs might well begin with narrative exercises. The use of
narrative forms permits the student to focus on matters of text
presentation and other problems basic to writing generally. The
use of narrative forms may serve as a transition to the writing
of expository forms, but it should not be seen as a substitute
for the learning of expository forms. Teachers at least need to
be aware that there is an issue.
While it is perhaps not necessary to offer an argument for the
teaching of expository forms, it may be useful to point out that
expository forms appear to be central to postsecondary education
in developed societies, simply on the grounds that most of the
reading and writing that a student does (except in literature
classes) is likely to be of the expository type.
This is not a
trivial point.
The fact is that the vast majority of foreign
students in United States colleges and universities are enrolled
in science and engineering curricula, in business and economics,
and in other disciplines in which narration is not much used.
It has been argued (Kaplan 1983b) that science is cumulative, is
dependent on the ability to store and retrieve information, and
is dependent upon the notion that fact is invariable.
The
characteristics of cumulation, retrieval, and invariability are
all characteristics of written text, and the factuality and
invariability of information are particular characteristics of
expository text.
(It is not yet possible to predict what the
implications are of our recently acquired ability to store oral
text in formats which resemble those for written text, but the
talking book is with us and it will modify our attitudes toward
writing over time.)
It is also true that the students who are
candidates for special purposes language curricula outside the
United States also deal primarily with expository text (as
opposed to narrative text), and also need to be able to write.
(That is not to say that writing should be an element of all
curricula; it is only to say that where writing is an element of
the curriculum, it is likely to be expository writing.
It
remains possible, of course, to operate curricula whose intent
is exclusively oral fluency.)
Expository writing tends to be defined in rhetorical terms;
that is, when teachers treat expository text, they tend to
segment it in terms of rhetorical purposes; i.e., definition,
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classification,
comparison,
contrast,
analysis,
synthesis.
These are certainly useful distinctions, since different rhetorical purposes will tend to effect mechanisms for achieving
focus, will tend to define the types of cohesive functions which
may be used, and will certainly have an effect on the choices of
syntactic alternatives.
But at the same time, there is ample
evidence that pure examples of rhetorical strategies are
extremely rare, and that rhetorical strategies are difficult to
differentiate in terms of the common defining criteria; e.g.
relative frequency of semantic or syntactic structures, relative
density, relative difficulty.
The use of rhetorical terminology
may tend to obscure the actual cognitive processes involved in
achieving the various rhetorical purposes.
For example, the purpose known as 'classification' involves a
complex set of cognitive functions; it involves the ability to
recognize a category, to identify its defining characteristics,
to subdivide those defining characteristics according to certain
logical affinities, to recognize individuals as possessing various subsets of defining characteristics, to group individuals in
terms of abstract characteristics, and so on.
It is likely that
a number of these activities fall into definable sets; some of
the work being done on 'episodes', 'macropropositions' (cf. van
Dijk 1982), 'schema' (cf. Grimes 1982), and other discourse
structures will in time address this problem (cf. Mackay and
Mountford 1978).
There seem to be two skills operating here; on the one hand,
the cognitive ability to see certain relationships in the first
place and to understand their implications; on the other hand,
the linguistic ability to encode the intended relationship in
writing in such a way that other users of the particular language will be able to understand what is being imparted. In the
second language teaching situation, both issues are confounded
by cultural problems; that is, the nature of classifications is
culturally coded, and the way of encoding classificatory information is culturally coded (for the former, cf. Scribner and
Cole 1981; for the latter, cf. Kaplan et al. 1983).
It is not really the function of the writing teacher (or of
the writing curriculum) to deal with the basic cognitive ability
to perceive relationships in the first place.
The teaching of
writing is not really the place to undertake the teaching of
remedial thinking, and the writing teacher is probably not
trained to teach remedial thinking.
It is, rather, the function
of the writing teacher to deal with the problem of reflecting
accurately what may be perceived in the first place (cf.
Fillmore 1982).
This important distinction is what underlies the
possibility of special purpose language teaching; the language
teacher need not be expert in the discipline behind the special
purposes course, only in the language used to show the relationships of that discipline. Thus, the teacher needs to understand
and to be able to explain the strategies which make the relationships clear.
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Grammatical accuracy is not a precondition to this sort of
activity. Obviously, if a writer does not have an inventory of
syntactic structures among which to choose, his/her range of
choice is significantly reduced; it is entirely possible that in
a limited repertoire no appropriate structure for a given
purpose may be present. In another sense, the point at which
grammatical accuracy may be applied is different.
The monitoring of a text for grammatical accuracy is not a function of the
writing process; rather, it is a function of the editing process
—a process distinct from the work of writing through composing.
Editing is the process in which the writer brings to bear his
awareness of syntactic rules to structures which he/she has
selected for their rhetorical appropriateness.
So far, I have tried to suggest, though not in this order:
(1)
(2)
(3)
(4)
(5)
(6)

(7)
(8)
(9)
(10)

that the ability to write is important to students
studying at the postsecondary level,
that the ability to write is probably learned (rather
than acquired),
that, therefore, writing skills need to be taught,
that the ability to write requires as a precondition a
certain minimal (but still to be defined) syntactic
fluency,
that the term 'writing' is used to cover a very wide
variety of activities (some of which require composing
and some of which do not),
that classroom writing tends to concentrate on only one
of the rather large variety of writing purposes—the
expository—(without
giving much attention to the
interrelationship of the purposes or to the characteristics of language appropriate to particular purposes) ,
that classroom writing fails to take account of the
potential variability in the notion that the writer
knows something about his subject,
that teachers are not terribly well trained to teach
writing,
that they may be confused by the use of rhetorical
labels,
that they tend to teach only two narrow areas of the
already narrowly defined
expository type—namely,
presentation of text in a purely mechanical sense and
grammatical correctness.

Clearly, there are a lot of unsupported contentions here with
which it is possible to disagree. But if these contentions have
any validity, then it is clear that the training of writing
teachers needs to be rethought.
It seems to me that writing
teachers need to be taught to analyze written text. This is not
to say that they should in turn teach their students to analyze
text; rather, it is to say that they need to be able to analyze
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text themselves so that they can both show their students how
texts work and show their students where the students' texts
have failed to work.
Perhaps it may be possible to look at the problem from a
slightly different point of view.
It seems to me that it is
precisely those characteristics of text which permit it to be
stored in and retrieved from a sophisticated information system
that the student who wishes to write text needs to be able to
recognize and emulate. One of the characteristics of text which
facilitates its storage is its linearity.
Another such characteristic of text which facilitates its storage is the clarity of
its 'aboutness' and the relative success of its writer in keeping that aboutness always in the reader's consciousness. What
the text looks like, while it is not a trivial matter, is not a
significant characteristic facilitating its storage.
In these
terms, one can argue that the typical concentration in writing
courses on grammaticality and format is not productive.
The
evasion of the complex issues of cohesion and coherence, of
textual linearity, of topicalization and focus—all very difficult to teach--largely impedes the teaching of writing.
Admittedly, there are a number of issues which this discussion
has deliberately avoided, either because they are already well
understood or because they are not relevant to the points being
made here. Such questions as what is involved in an understanding of audience, in knowledge of subject, in knowledge of grammar have been touched upon only lightly, and such questions as
what difficulty means have not even been raised (cf. Applebee
1977, Kaplan 1983a, Steiner 1978, Williams 1979, etc. for discussion of the various points).
To the extent that these
questions have not been addressed, this discussion oversimplifies the problem. But then, ars longa, vita breva.
What I have tried to show is that the characteristic focus of
writing courses is counterproductive because it ignores precisely those issues it ought to stress and stresses those issues it
ought to ignore.
It might be said that the still-frequent
writing assignment 'Tell me what you did over the weekend' cannot be condemned out of hand: to the extent that it evokes a
narrative, it may be useful as a starting point, as a framework
within which to concentrate on presentational matters; but to
the extent that it ignores the question whether the task is
routinized and trivialized because the writer is merely reporting the trivial, it will not help the student to learn much
about writing. To the extent that the student responds to the
question in authentic language, it may be useful; but to the
extent that the whole motivation for writing is subverted by the
artificiality of the question, it will not help the student to
learn much about writing. To the extent that the stress on the
student is minimized by the use of a narrative/descriptive
rhetorical intent, it may be useful; but to the extent that it
has nothing to do with expository writing, it will not teach the
student much about expository writing. These are relative costs

252 / Robert B. Kaplan
and benefits of such an assignment and they must be weighted as
costs and benefits are in any set of circumstances.
But there
is another important question as well; if the teacher cannot
design more productive writing tasks, or if the teacher cannot
recognize the problems of such an assignment, then there is
clearly a problem with the preparation of that teacher for working with a writing class. An obvious fallacy in teacher assignment is the fallacy which assumes that any trained second language teacher can teach writing; this is akin to the fallacy
that any native speaker can teach the second language.
In the end, the teaching of writing through composing (as
opposed to the teaching of writing) is a specialized activity,
and teachers who undertake to do it need to know what they are
about.
Their training ought to include some understanding of
how text functions, of why some written texts work and some do
not, and of how to explain to students why their texts do or do
not work.
It also ought to include the clear recognition that
text presentation should constitute a minor prerequisite emphasis and that if they find students in their writing classes who
have no knowledge of sentence grammar, the most humane thing
they can do is send those students off to learn sentence grammar
and not try to teach them to write through composing. And, I
think, their training ought to prepare them to teach writing
rather than to assume that it will happen.
I would love to be
able to recommend that they should know something about contrastive rhetorical patterns; but that, I fear, is too much to
ask.
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SECOND LANGUAGE ACQUISITION THEORY
AND THE PREPARATION OF TEACHERS:
TOWARD A RATIONALE
Stephen Krashen
University of Southern California
0.
Introduction:
What went wrong?
At one time, not so
long ago, theory had a strong influence on language teaching.
Language teachers looked to the university for guidance, texts
proudly boasted of being based on 'modern linguistics', and language teachers valiantly tried to keep up with advances in linguistics and psychology. This is no longer the case. Theory
has been rejected by many, if not most, language teachers. The
symptoms of this change are everywhere. Researchers, linguists
especially, are no longer lionized by language teachers.
Indeed, quite the opposite has occurred—on several occasions,
having been invited to speak to language teachers and educators,
I was told that my affiliation with the Department of Linguistics would not be included on the publicity for fear of alienating the audience. Another sign of this is the change in focus
that has occurred in presentations at ESL and foreign language
conferences.
We see much less 'applied linguistics', fewer
attempts to apply linguistics or learning theory to the classroom, and more sharing of 'ideas that work' with no effort made
to validate the techniques empirically or relate them to a
theory.
What caused this change? A major reason is that the methods
that came from university theories simply did not work very
well. The audiolingual method, derived from behavioralist psychology, and so-called 'cognitive' teaching, supposedly derived
from generative-transformational grammar, did not produce
students who could use the second language comfortably with
native speakers, even after years of study. The blame for these
failures was, of course, placed on the teachers and their lack
of understanding of theory. The shift away from theory was thus
caused by the teachers' realization that theory had little to
say to them. This has resulted in a rejection of all theory and
in language teaching becoming a field more dependent on intui255
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tion and ideas than on research, a field prone to capricious
change in method, a field in which 'eclectism' is considered a
virtue.
The change has also resulted in a backlash in the university.
Rejected researchers and theoreticians often consider language
teachers to be antiintellectual or downright stupid.
Language
teaching and second language acquisition is rarely included in
general linguistics courses (while first language acquisition is
now accepted as a worthy branch of linguistics) and, on the
other hand, teacher training courses include less and less
linguistics.
The theoretical-applied split is nearly universal
in American and Canadian universities.
My aim here is to improve this unfortunate situation, to help
bring theory and practice back together in a fruitful partnership. The problem has not been theory, it has been our attempts
to apply the wrong theories.
When we apply second language
acquisition theory, not grammatical theory, the results are
quite different.
Not only does language teaching improve and
the life of the language teacher become easier, but relationships between linguistics and language teaching are clarified.
This paper is divided into four short sections.
First, I
briefly present my understanding of what theory is and how we
progress in science. The second section deals with theory and
practice in second language acquisition, distinguishing purely
theoretical research and applied research, examining the relationship of research to both 'linguistic' theory and second
language acquisition theory, and the relationship of second
language acquisition theory and language teaching.
The third
section gives a concrete example of how a consideration of
theory gives better answers to the practical questions language
teachers may ask. The concluding section presents the implications of this discussion for teacher training.
1.
What is theory?
A theory is a collection of related,
testable hypotheses.
A hypothesis is simply a generalization
based on empirical data.
Hypotheses can be supported by
empirical evidence but cannot be 'proven' unless all competing
hypotheses are disproven.
While hypotheses are difficult (and
often impossible) to prove, they are easy to disprove.
All it
takes is one clear counterexample. For example, any claim of a
linguistic universal (e.g. all languages have pronouns) can be
disproven by one language lacking the proposed feature or item
(e.g. one language without pronouns). When a counterexample
does arise, the scientist looks for a deeper, better hypothesis.
If this proves to be impossible, an entirely different theory
may be necessary.
Scientists thus do not 'believe' hypotheses
but consider them to be simply the best current generalizations
based on the available data.
Serious theory is not armchair speculation but is based on
real events in the world. Serious theory evolves and develops
as new data emerges. Change in theory is thus not capricious,
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not according to fashion,
but is
progress—generalizations
deepen and improve as we learn more. It is the only way we can
progress in science.
Because theory is always tentative, it should not be our only
source of information about language teaching. Second language
acquisition theory can, however, be very helpful in dealing with
practical problems in language teaching.

2.

Theory

and practice

in second

language

acquisition.

We can distinguish two different kinds of research in second
language acquisition:
theoretical and applied (see Figure 1).
Purely theoretical research does not have a direct impact on the
second language classroom, but adds to our knowledge of how
second languages are acquired.
It makes no attempt to be
directly practical but aims to build theory.
Examples include
studies that probe the relationship between intelligence and
language aptitude, investigations of first and second language
transfer, order of acquisition studies, etc.
Purely theoretical
research in second language acquisition may impact other areas
of linguistic theory, such as grammatical theory, e.g. studies
in interlanguage syntax may be evidence confirming the reality
of the markedness concept in grammar (Rutherford 1982); if such
notions help explain second language acquisition phenomena, this
confirms their validity (see Kiparsky 1968 for a similar view of
historical linguistics).
Figure 1.

Theory and practice in second language acquisition (SLA).

====
*- Theoretical SLA
Applied SLA
(Psycholinguistics)-*^^ research
^^^^^
research
(Sociolinguistics)-*—
|
SLA theory
»- Language teaching
methods

Applied research attempts to answer practical problems directly, without recourse to theory. Examples include program evaluation studies that compare the efficacy of different approaches
(e.g. Do students taught by method A perform better than students taught by method B?
Do students taught in bilingual
education programs acquire English as well as students in
all-day English programs?).
Test development also falls into
this category.
A valid theory must also be consistent with the results of
applied research, even if this research is not done with theory
building in mind. (Research can be both theoretical and applied
at the same time, e.g. a method comparison set up to explicitly
test the theory underlying the method, as in Voge 1981).
Methodology in second language teaching is related to second
language theory, not directly to research. The theory, a set of
generalizations based on research results, acts as a mediator.
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We cannot go directly from research results to practice. To be
sure, attempts have been made to apply research directly to the
classroom. I made this error several years ago when I suggested
that the natural order of acquisition become the new grammatical
syllabus (for discussion, see Krashen 1982).
But research
results first need to be integrated or fitted into a theory—
only in this way can the relationship and potential conflicts
between experimental results and hypotheses be determined. To
go directly from theoretical research to application misses an
important step.
We have also made the error of attempting to apply grammatical
theory directly to teaching, without seriously considering the
process of acquisition. 1 These errors are akin to attempts to
directly relate anatomy to behavior, without the intervening and
crucial levels of physiology and psychology. These major errors
have contributed a great deal to the misunderstandings that
exist between teachers and researchers--we have been attempting
to apply the wrong theories, theories of grammatical structure,
and not considering second language acquisition theory.
Second language acquisition theory should not be the only input into methodology, since it is always developing.
We have
made this error before also.
Practitioners should continue to
consult their own ideas, intuitions, and experiences.
Methodologists are missing a rich source of information, however, if
they neglect theory.
Just how useful theory can be is illustrated in the next section.
3.
How theory helps. Let us take a concrete example, one
hypothesis from current second language acquisition theory, and
see how it fits into the schema presented in Figure 1.
The
hypothesis to be discussed, the Input Hypothesis, is, in my
opinion, the most important one in second language acquisition
theory today, since it attempts to answer the central question:
how is language acquired?
The Input Hypothesis claims that we acquire language in only
one way, by understanding messages, or obtaining comprehensible
input. Specifically, we acquire new grammar by understanding
messages that contain the new rule. We are aided a great deal
in comprehension by extralinguistic information, our knowledge
of the world. Speaking, according to the Input Hypothesis, is a
result, not a cause of acquisition.
Speaking shows off the
competence gained via comprehensible input. The Input Hypothesis also claims that comprehensible input automatically contains
all the grammatical structures the acquirer is ready to acquire,
in the right order and right quantity, as long as enough input
is provided.
Following the schema in Figure 1, the Input Hypothesis derives
directly from several areas of purely theoretical research.
As
detailed in my previous GURT paper (Krashen 1980) and elsewhere
(Krashen 1982), the Input Hypothesis is supported by studies of
caretaker speech in first language acquisition and simplified
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Table 1. The Input Hypothesis.
1. We acquire by understanding input language that contains
structures a bit beyond our current level of competence.
2. Speech is a result of acquisition, not a cause.
3.
If input is understood, and if there is enough of it, the
necessary grammar is automatically provided.
codes in second language performance:
the Input Hypothesis
provides an explanation of why these codes are effective for
language teaching.
They provide comprehensible input with
extralinguistic means of aiding comprehension (e.g. the focus on
the 'here and now' in caretaker speech). The Input Hypothesis
also provides an explanation for the 'silent period', the long
prespeech stage child second language acquirers go through, and
helps to explain child-adult differences (see Krashen 1982 for
argumentation). The Input Hypothesis is quite consistent with
other theoretical hypotheses as well (e.g. the Natural Order
Hypothesis, the Affective Filter Hypothesis, etc.; see Dulay,
Burt, and Krashen 1982; Krashen 1982).
The Input Hypothesis also helps to explain the results of
applied research.
Methods comparison research has indicated
that traditional methods do not differ much in terms of effectiveness (e.g. drill oriented vs. conscious grammar methods) and
that certain newer methods, such as Asher's Total Physical Response method and Terrell's Natural Approach, are more effective.
The reason for these findings, according to the Input Hypothesis, is that neither drill nor conscious grammar methods provide
much comprehensible input, while the newer methods provide a
great deal of it, with considerable extralinguistic support to
aid comprehension, effective means of comprehension checking,
and less emphasis on spoken accuracy (see Chapter V of Krashen
1982 for details).
The Input Hypothesis similarly accounts for
the success of immersion programs.
They work because they
supply large amounts of comprehensible input via comprehensible
subject matter teaching (see, for example, Swain and Lapkin
1982, Chapter II).
The Input Hypothesis also helps explain why certain bilingual
education models work well in teaching English and others do
not. Those that work provide comprehensible input directly via
good ESL teaching and comprehensible subject matter teaching.
They also use the first language in a way that further enhances
comprehension and hence acquisition of English--solid subject
matter teaching in the first language that provides the student
with cognitive academic language proficiency (Cummins 1980,
1981) and subject matter information that provides the background knowledge that helps make English input comprehensible
(Krashen 1983). Such programs often teach English more effectively than all-day submersion programs, even when pull-out ESL
is included.
The Input Hypothesis tells us why more English
exposure can be less efficient than less; proper bilingual
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programs give the child more comprehensible English and it is
only comprehensible English that counts. Concurrent translation
is an example of a program that fails to teach English effectively, and again the Input Hypothesis tells us why.
Translation results in the students' not attending to the English
message and teachers not attempting to make the English part
comprehensible (see Legarreta 1979 for evidence).
It is the Input Hypothesis itself that is applicable to
methodology, not the research supporting it.
Moving directly
from research studies to teaching is not correct.
We run the
danger of choosing the wrong characteristics to utilize in class
--without theory we cannot distinguish the crucial or distinctive features from the noncrucial or nondistinctive features.
It is the Input Hypothesis that tells us, for example, that it
is the comprehensibility of the total physical response that
counts, not the physical movement (the physical movement is
simply an effective way of helping comprehension).
Similarly,
what is crucial about 'immersion' is not just the fact that more
time is spent but that comprehensible input is provided.
The Input Hypothesis allows us to provide principled reasons
for recommending certain techniques and procedures and gives us
needed flexibility in application.
Consider, for example, the
question of whether or how to use the student's first language
in second language teaching. According to the Input Hypothesis,
certain uses make sense: allowing the student to respond in the
first language in early stages, as done in Terrell's Natural
Approach and in Canadian immersion is one example. This can
facilitate communication and actually increase comprehensible
input.
Also, as mentioned earlier, solid subject matter teaching in the first language can provide the extralinguistic
context that helps make English input comprehensible.
The
generalization is simply this—use the first language in ways
that help the acquirer obtain comprehensible input and that make
input more comprehensible.
The Input Hypothesis also has implications for language
testing. If we wish to take advantage of the fact that students
study for the test and teachers teach to the test, we should use
primarily those tests that require students to obtain comprehensible input in order to prepare, e.g. reading comprehension
and conversation tests. (To prepare for a reading comprehension
tests, students read, and to prepare for a conversation test,
students use the language for real communication; both activities mean more comprehensible input for the students (see
Krashen 1982 for discussion).
The many implications of the Input Hypothesis are themselves
further hypotheses to be tested. The central point I am making
is that it is the hypothesis itself that is applied, not the
underlying research, since it is the hypothesis that attempts to
be the best summary or generalization, based on many different
research results.
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H.
Conclusion.
If we provide teachers with only one
method, we are doing them a disservice.
The teacher will be
unprepared for change and will not have the flexibility needed
to adapt to new situations. If we provide teachers with several
methods, we do a little better, but still not good enough. When
we provide theory, we provide them with the underlying rationale
for methodology in general. This permits adaptation for different situations, evaluations of new techniques and evaluation of
materials.
Without theory, there is no way to distinguish
effective teaching procedures from ritual, no way to determine
which aspects of a method are helpful and which are not helpful.
(Rather than risk leaving out an essential part of a method,
teachers occasionally adopt the entire package, including the
master teacher or methodologist's personality quirks.
Another
consequence of theorylessness is the tendency for teachers to
become 'eclectic1, collecting techniques from many sources
without any coherent sense as to what effect each technique has
on language acquisition.)
But the theory must be a theory of second language acquisition, not a theory of grammatical structure, and it must be
consistent with all known research, not merely armchair speculation.
Given a brief workshop or inservice, the most practical, most
valuable information we can provide is a coherent view of how
language is acquired, a theory of language acquisition.
A.
serious teacher training program needs to do more, however.
Since theory develops (and improves), we need to insure that our
student teachers have the tools to keep up, to remain informed
about progress and maintain a partnership with researchers. All
too often, teachers remain with the methods they learned in
school and/or teach only the way they were taught, a situation
that would be considered unacceptable in other professions.
When we include theoretical research and applied research in
teacher training, we are not aiming to produce future researchers.
We are providing greater insight into current theory by
showing what the support is for the generalizations; we are
showing our teachers how theory is constructed; and, most
important, we are giving them the means for staying 'plugged
in1, the background that will enable them to continue reading
and learning about language acquisition.
We are then not just
teaching a theory, but are teaching theory.
Medical students study biochemistry for similar reasons. They
are not preparing to do biochemical research themselves, but
study biochemistry for the greater understanding it gives them
of current views of medical science.
Their knowledge of pure
science also allows them to stay current, to read medical
journals and attend seminars with understanding; in short, to be
growing professionals throughout their careers. 2
In stressing theory, I do not mean to say that theory is
everything. Teaching remains an art as well as a science, and
we certainly have good teachers ignorant of theory as well as
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terrible teachers who understand theory very well. My goal is
only to say that theory is worthwhile, a useful source of information for the language teacher. 3

Notes
1.
Specifically, grammatical theory was applied to teaching
with the implicit assumption that second languages are acquired
by converting conscious knowledge into subconscious knowledge
(automatic control) via output practice and error correction.
Students first 'learn' the rule and then practice it in speech
or writing until use of the rule becomes automatic.
This view
is inconsistent with both theoretical and applied research
results (Krashen 1982; see especially Chapter 4).
2.
This view of the relationship of theory to practice helps
shed light on the question of how much grammatical theory language teachers should know. Ideally, they should know enough to
understand research in language acquisition.
Today, this
entails a considerable amount of study.
3.
Cummins' view of the relationship of theory and practice
is quite similar to the position expressed in this paper.
In a
recent discussion of the relevance of research findings to
educational programs, he states (Cummins 1983:3-4):
The importance of theory for the policy-making process is
often not appreciated.
Policy-makers are interested in
'getting
the facts'
and
theoretical
considerations
are
sometimes dismissed pejoratively as 'just theory'.
Obviously, theories may be inadequate or invalid, but the point I
wish to emphasize is that the policy emphasis on 'getting
the facts' is futile unless the 'facts' can be understood or
explained within the context of a theory.
It is the theory
rather than the individual 'facts' which has policy implications because it is the theory which allows the relevance of
the 'facts' in different contexts to be understood and
consequently applied to the form of specific programs.
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TRAINING TEACHERS OR EDUCATING A TEACHER
Diane Larsen-Freeman
School for International Training, Brattleboro, Vermont
A perennial challenge facing teacher trainers is how to prepare trainees for the many different types of situations they
will encounter when they have completed their training.
Since
situations in which languages are taught are so varied, it seems
unrealistic to expect a university teacher preparation program
to train teachers for every eventuality.
Consider that a trainee who has prepared to teach English as a second/foreign language at a university in this country may begin his or her
vocation by teaching survival English at a refugee camp in the
Philippines, by teaching English for special purposes to engineers in the People's Republic of China, by being a language
specialist in a bilingual public school in San Antonio, or by
teaching English for academic purposes to aspiring college
students at the American Language Institute here at Georgetown
University. The trainee may also accept a position in a private
language institute in Japan, in an adult basic education program
in Los Angeles, in a binational center in Colombia, or with the
Peace Corps in Togo.
It is hard to imagine more heterogeneous circumstances for
which to prepare teachers.
The cultural diversity alone is
enough to make the trainer feel that almost nothing can be taken
for granted about how their trainees will spend the first few
years after training. And there is a further consideration: it
is not likely in this mobile world of ours that many trainees
will be dealing with the same audience for the remainder of
their professional lives.
Furthermore, even if the trainer
could be assured that the trainee's situation would remain
unchanged for some time, if one accepts the premise that each
student is a unique individual, every new group of language
students is going to present its own unique challenge to the
teaching ability of the trainee. 1
Given this outlook, it is my contention that it is neither
desirable nor practical to provide trainees with a different
kind of training, depending upon those with whom they expect to
264
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be working.
Instead, we must educate an individual to be an
effective teacher in any situation.
I realize that the terms
'training' and 'educating' are sometimes used interchangeably;
however, for the purpose of illustrating a point, let me contrast the processes of training teachers for a specific situation with educating a teacher for any situation.
The training process:

The educating process:

The training process is
situation-oriented. Since
the trainer can customize
the training to the situation, finite objectives
can be specified.

The educating process is
individual-oriented. Objectives
are more general and are stated
in terms of developing an individual's skills so that he or
she can adapt to and function
in any situation.

The content of the training program is matched to
the finite objectives.
The information is transmitted from the trainer
to the trainees.

Students are educated to be
independent learners: to have
'the capacity to generate their
own learning as needed' (Harrison
and Hopkins 1967:439).

Trainees are expected to
do as the trainer (or the
acknowledged model) does.
The emphasis is on obtaining results that conform
as closely to the model as
possible.

Students learn how to set
objectives, define problems,
generate hypotheses, gather
information, make decisions, and
assess outcomes. The emphasis is
on the process, not the result.

Criteria for success can
be specified. Measurement
of these and therefore
knowledge of the degree of
the trainer's success is
immediately attainable.

Since objectives are more
open-ended, assessment is based
on the progress students have
made toward meeting the objectives. Success is more relative
than absolute.

This comparison between training and educating was made for
heuristic purposes.
I actually do not see them as being completely distinct processes; 2 rather, the training process can
be subsumed under the process of educating. Later in this paper
I offer an example of where this is the case. However, what I
am primarily concerned with at present is further advocating and
exploring the superordinate process—the process of teacher
education.
I have already argued that the process of educating is indispensable since teacher trainers cannot prepare their trainees
for every situation with which the latter will have to deal.
There is, moreover, a second and more important reason why we
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should emphasize educating over training:
the process of
educating is a process of preparing people to make choices.
Since there are few facile answers in teaching and no universally acclaimed recipes for pedagogic success, making informed
choices is what teaching is all about. 3
As President A.
Bartlett Giamatti of Yale has written (1980:24):
The teacher chooses. The teacher chooses how to structure
choice.
The teacher's power and responsibility lie in
choosing where everyone will begin and how, from that beginning, the end will be shaped.
What do teachers need in order to make informed choices?
Another way of phrasing this question is:
What should be the
foci of the process of educating?
(1)
The first is the heightening of awareness.
At the
most simplistic level, I cannot make an informed choice unless I
am aware that one exists. Awareness requires that I give attention to some aspect of my behavior or the situation I find
myself in.
Once I give that aspect my attention, I must also
view it with detachment, with objectivity, for only then will I
become aware of alternative ways of behaving or alternative ways
of viewing the situation, and only then will I have a choice to
make.
Perhaps an example will help. A few years ago, right before I
distributed the midterm examination, one of my linguistics
students asked me why I was testing the class. Frankly, no one
had ever asked me that question before. I replied something to
the effect that I was attempting to assess what the class had
learned.
But as I was answering the question, I realized I
really did not have an adequate explanation; I had simply taken
the necessity of giving examinations for granted.
When compelled by the student's disarming question to review this
practice, I realized there were other ways of accomplishing the
same purpose the midterm examination had served. I do not wish
here to debate the merits of exams over other means of measuring
how much learning has occurred; the point is that I was propelled into awareness by the student's question.
For the first
time I gave my attention to the process of assessment.
When I
was able to detach myself from what I was doing, I realized I
had a choice to make and that formal testing was but one of the
options. Awareness is necessary in order to make an informed
choice.
(2)
A positive, open attitude is also necessaryOne way
I might have contended with my student's challenge would have
been to dismiss the question and attribute its being asked to
preexamination jitters.
Perhaps that is what motivated the
question, but its dismissal would have been my loss.
An
educable individual must possess an open attitude, a willingness
to take risks.
All the awareness in the world will not bring
about change if the individual refuses to consider exploring the
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choices available.
And 'learning is change.
In order for
learning to take place, there must be a willingness to examine
and often risk one's beliefs and patterns of action and thought'
(MAT Program Statement 1982:8).
After exploring various ways of assessing learning, I may
conclude that examinations are the optimal means to measure
learning. This conclusion, however, would represent a change
for me because I would have entertained the prospect of there
being a more suitable alternative. What is manifest in my behavior may seem implacable, but at a more profound level, a great
deal would have changed: the use of examinations would be the
result of an informed choice, not a force-of-habit consequence.
(3) I have deliberately used the term 'informed choice'. The
way one becomes informed is through the transformation and accumulation of knowledge,4 the third focus of the process of
educating. Again, at the most elementary level, I need knowledge of what options exist in order to have a choice to make. I
need to have knowledge of means of assessing learning other than
by examinations if I am truly to exercise a choice.
In the
language teaching profession, teachers should have knowledge in
the areas of language (e.g. conceptual knowledge of the language
to be taught), language learning (e.g. knowledge of how people
acquire languages), language teaching (e.g. knowledge of language teaching theory), culture (e.g. knowledge of the culture
of the language to be taught), and interpersonal communication
(e.g. knowledge of the process of communication), at the very
least.
Recall that a characteristic of the training process was that
there was a transmission of information from the trainer to the
trainees.
The transmission of information is not sufficient to
make students knowledgeable in the educating process.
If the
information were dutifully recorded in the students' notebooks
but they had not developed a personal relationship with it, it
would not be knowledge; it would be unavailable for use and
therefore their choices would not be informed. In order for the
information to be usable, the students must make a connection
between the information and their own experience.
If teachers
do not fully understand how a particular grammar structure functions, if they have to recite a grammar rule from a book or rely
on someone else's grammar explanation because of their lack of
understanding, they are limited in the choices they can make.
Chances are, for example, that teachers who are insecure about
their knowledge of grammar will be less likely to encourage
student-generated material in the classroom.
If teachers relinquish their roles as sole providers of examples, students may
well generate more complex examples than the teacher can explain. Knowledge frees teachers to be more flexible; their lack
of knowledge, on the other hand, restricts the options they
have.
(4)
The final focus of the educating process is skills development.
Teachers do not have a legitimate choice to make

Figure 1.

MAT program planning guide.
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Note: Each cell should be addressed through a process that includes the four characteristics of
the education process enumerated earlier: individual orientation, learner independence, emphasis on process, and assessment based on progress.
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if they can put only one of the possible options into practice.
If their lack of experience forces them to go with the one tried
and true option, their choice-making is just as limited as when
their knowledge of the options is inadequate.
Just as with
knowledge, the language teacher needs to develop skills in the
areas of language (e.g. doing linguistic analyses), language
learning (e.g. conducting error analyses), language teaching
(e.g. classroom management), culture (e.g. entering a new
culture sensitively), and interpersonal communication (e.g.
listening to others).
Earlier, I maintained that the training process is subsumable
under the educating process.
Certain language teaching skills
are trainable:
the conduct of a drill falls into this category.
Finite objectives for it can be established, the way it is conducted can be explained to the trainee, the trainee can practice
doing it as he has seen demonstrated, and the results of the
training are readily assessable.
The pacing of drills, on the
other hand, is not a trainable skill. One can be educated to be
aware of pacing as a factor in the rhythm of class activity, but
it is never completely mastered.
In each day of teaching,
pacing must be given attention if it is to be successfully
accomplished.
Learning through the process of educating is thus a careful
and conscious blend of awareness, attitude, knowledge, and both
trainable and educable skills.
What we seek in our teacher
education program at the School for International Training is an
overall balance; in no one course or part of our program are all
of these four foci equally presented, but they are all dealt
with to some extent or other throughout the program. The way in
which we can assure this is to use the grid in Figure 1 as a
tool in our planning process.
In Figure 1, the various competency areas (Language, Languagelearning, Language teaching, Culture, Interpersonal communication, and Professional)5 are entered on the horizontal axis
and the four foci of the educating process are placed on the
vertical axis. We then devise ways to address the contents of
each cell. Let us consider an example. One subarea of language
teaching which cuts across all four foci is error correction.
Although not necessarily dealt with as an explicit category,
error correction is addressed in our program in the following
manner.
Awareness.
The students' attention is first drawn to
error correction as they begin the program with a shock language
experience. For a little over a week they study a language they
have never studied before.
The purpose of this experience is
not to provide an example of model teaching, but rather to give
the students an opportunity to examine their own learning. They
are asked to write a paper at the end of the experience, focusing on the process of how they themselves learn. These papers
are then reviewed and discussed with a faculty member. Error
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correction is often dealt with in the papers and discussions as
the students note how they felt upon committing an error in
their shock language class and/or what teacher correction
strategies did and did not work for them.
Sometimes these
issues are dealt with more abstractly. One woman wrote:
I was very aware of how much I as a learner first depended
on the teacher's input, approval and correction. When I no
longer needed to look to the teacher for help or at the
blackboard or at my own notes was when I felt I had learned.
I was my own measure of correctness at this point.
Issues concerning error correction are further examined by the
students' keeping a journal as they study a different language
for the remainder of the semester, concurrent with their other
courses.
In addition, in the discussion of their papers and
whenever they are being observed while teaching, students are
frequently asked why they wrote or did what they did.
These
questions are posed in a nonjudgmental way, not as challenges
but as attempts to heighten the students' awareness that they
have a choice to make.
Attitude.
Students are asked later in the semester to
produce a lengthier paper, this one containing, among other
things, their assumptions about language teaching and how these
will be realized in their classes.
Students first examine their
own experiences and from this perspective suggest how their
subsequent attitudes and behavior will be shaped by these. With
regard to error correction, if, for example, students resented
the shock language teacher correcting them every time they
spoke, their resentment may motivate their decision to be more
tolerant of their own students' errors or to be more selective
of the errors with which they choose to work.
Regular small group discussions provide a forum in which
students can compare their own attitudes with those of others.
These serve the purpose of getting students to recognize what
their own attitudes are and that they are not universally
shared.
Knowledge.
Knowledge in the area of error correction is
enhanced through courses such as Second Language Acquisition and
Applied Linguistics.
In the former, language learner data are
inspected and possible causes of error are inferred; in the latter, error identification and remediation are practiced.
Guest
speakers (Gattegno on The Silent Way; Rardin on Community Language Learning, etc.), demonstration lessons, assigned readings,
and group discussions also provide input in this area.
In addition, students regularly observe intensive language
courses which are offered under the auspices of another division
at the school.
Seeing how other teachers manage the area of
error correction is undeniably edifying.
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Skill.
Skill in error correction is developed through
frequent peer teaching sessions where students try out aspects
of different methods to which they have been introduced. Each
gets further practice by tutoring a nonnative speaker of English
who resides on the campus. Extremely important is the student
teaching internship which is scheduled during the winter term.
Here students receive abundant practice in applying new ideas in
areas like error correction.
In fact, it is part of the School
for International Training supervisor's role during the internship to remind the student of the new awareness he or she has
come to during the fall semester, lest the student teacher lapse
into old familiar ways of doing things during the internship
period.
These are not the only means by which the area of error correction is addressed in the program; however, I hope they have
sufficed to demonstrate how we aim to incorporate the four foci
of the educating process in our program design. What I have not
yet called explicit attention to is that these same activities I
have enumerated are conducted in such a way as to be congruent
with the characteristics of the educating process as well.
Recall there were four of these characteristics.
1.
Individual orientation.
Every attempt is made to individualize the program. Although students take the same core
courses together and perform the same tasks, at the beginning of
the program students set their own objectives for the year.
These are reviewed in consultations with faculty advisors then
and throughout the year.
With guidance from advisors, students select their own internship sites.
Opportunities with School for International Training staff supervision or staff-approved supervision exist in
Mexico, Japan, Martinique, Haiti, Puerto Rico, as well as the
northeastern part of the United States.
Occasionally, students
do their internships at sites other than these if circumstances
warrant.
Opportunities in these locations include teaching in
public or private institutions and teaching adults in university
courses, children in bilingual schools, refugees in governmentsponsored programs, etc.
Students are encouraged to select
internship sites that come closest to meeting their own individual needs.
Again, just prior to the start of the internship, students set
their own objectives for the experience. Throughout the internship these are reviewed with the supervisor in postobservation
conferences. Upon completion of the internship, students write
a paper detailing how they did or did not meet one of their
objectives.
Finally, as was seen when we looked at the activities earlier,
students are asked repeatedly during the program to examine
their own experiences, attitudes, and assumptions—by themselves, with their peers, and with faculty members.
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2.
The student as an independent learner.
A stated objective of the program is to help students learn how to learn.
Awareness receives attention initially because it is believed
that once there is awareness, students will seek knowledge and
skills commensurate with their new awareness. Faculty members
exercise self-restraint with regard to imposing their views on
students. 'How, when, and for what purpose staff share their
own beliefs and judgments about particular schools of thought
and practice is a matter of great art and delicacy' (MAT Program
Statement 1982:12).
As noted in the example activities discussed earlier, students are encouraged to view themselves and
their peers as valid resources; in this way, students assume
responsibility for their own learning.
Another way we help learners to achieve independence is
through our focus on experiential learning.
We noticed in the
error correction example that students engaged in a variety of
different activities:
learning a language, setting objectives,
writing papers, reading, listening, discussing, observing, peer
teaching, tutoring, and student teaching. Independent learning
does not take place only in classrooms and libraries; the entire
social environment is a setting for learning.
Thus, experiential learning at the School for International Training exists
expressly for the purpose of teaching students how to learn from
a variety of modes and how to step back from their various
experiences in order to see what can be learned from them.
3.
Emphasis on process. The example showed how students
were asked to comment upon their own learning process in a paper
based on the shock language experience.
We continually ask
students to look at how things are done, not just at the result.
Thus, for example, an analysis of group dynamics is just as
likely to occur when a small group is engaged in a problemsolving task as is a discussion of the steps leading to the
solution of the problem.
At a macrolevel, process is emphasized in the progression
students follow from examining their personal experience to
their development of teaching strategies and in the evolution
from developing awareness to developing skills.
4.
Assessment based on progress.
We did not actually see
any assessment made in the error correction example, but the way
it would be done would be to assess how far students had come
and to make sure that they had demonstrated significant growth
from where they had started. Their attitudes would be assessed
by the integrity with which the students approach the learning
of the skills.
They would also be assessed on the degree of
congruence they had achieved between their assumptions and their
practice.
The fact is that the student teaching internship is
not seen as a final exam, but as part of an ongoing process of
teacher education—a process that will continue beyond the
temporal boundaries of the program.
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Conclusion.
In sum, I have claimed that the teacher preparation process should be one where students are educated to be
independent learners—learners who can learn to adapt to any
situation because they will seek the knowledge and skills they
need. I have further suggested that when the educating process
is focused on awareness, attitude, knowledge, and skills, teachers will be helped to make informed choices.
And finally, I
have asserted that making informed choices is what teaching is
all about.

Notes
I was helped a great deal while preparing this paper through
discussions with my colleagues:
Kathleen Graves, Michael
Jerald, Bonnie Mennell, Jack Millett, and Alex Silverman.
Donald Freeman and Patrick Moran were especially helpful in
thinking through the issues in this paper with me.
1.
Of course, the trainee himself or herself will also inevitably change with time and experience.
2.
I also am not campaigning for a terminological shift.
While I believe the term 'teacher educating' better reflects
what we should be doing than 'teacher training', the latter will
probably continue to be used. Indeed, my own institution bears
the word 'training' in its name, when in fact the School for
International Training faculty are deeply committed to the
process of educating, as I have defined it here.
Much more
important than what we call it, is what we actually do.
3.
Indeed, Earl Stevick (1982) has written to teachers, 'I
believe that whatever you do, you will do it better if you do it
out of your own informed choices.' See Larsen-Freeman (1983)
for further discussion of this concept.
4.
I say the 'transformation of knowledge' because an educator assumes that his or her students come to him or her with
some pertinent knowledge and that this knowledge must be recognized and worked with. Even if our students have never taught
before, by virtue of having gone through the educational system
as students, they have knowledge about the teaching/learning
process.
5. I did not mention the professional competency area earlier
in my discussion of the knowledge and skills foci, since it is
somewhat different from the others. Nevertheless, it is a competency area in our MAT Program and deserves a place on the
grid. This competency entails:
-Ability to develop skills and awareness in the area of selfassessment so as to be able to evaluate one's work and modify
its direction
-Ability to assess one's needs in the areas of continued professional development
-Understanding of and responsiveness to the needs of colleagues, institutions, and larger communities
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-Ability to understand and act upon evaluations of colleagues
and students
-Ability to contribute to the field on a professional level
with regard to form and content
-Awareness of oneself as a member of the world community and
of one's effect on individuals and groups
-Active membership in professional organizations
(MAT Program Statement, 1982:10)
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TEACHER EDUCATION?

LOOK TO THE CLASSROOM

Darlene Larson
New York University
When considering a rationale for the preparation of second
language teachers, my plea is that substantially more attention
be given to reasons for emphasizing classroom experience and
classroom-related experience throughout the teacher education
program.
All too often one hears the claim that with a solid foundation
in linguistics and grammar a capable teacher will develop and
select those classroom techniques which work best for him or
her. I am hoping to persuade you otherwise. Any program for
students of a second language which gave them a foundation,
outlined grammatical rules, and discussed theories of communication, but did not give sufficient and varied practice situations, would not satisfy today's standards for language learning. So it is with programs for learning to teach. Those who
claim to educate teachers must provide prospective teachers with
varied and repeated opportunities to experience the whole gamut
of educational activities.
Additional experience in school
areas which supplement the classroom will only enhance the
teacher performance in the classroom.
Many whose specialization is teacher education have written on
the importance of supervised teaching. As early as 1965, Bowen
noted the special importance of practice teaching for two
reasons: it is the place where the art of teaching balances the
theory of the coursework, and it is the technique which prevents
each prospective teacher from reinventing the wheel (Bowen
1965). With the guidance of a competent supervising teacher, it
is presumed that the prospective teacher can begin at a point
well beyond beginning.
The pressure is enormous on teacher education programs to
produce teachers of the highest competence equipped with the
most diverse knowledge and skills. One can neither read very
far nor listen very long without finding phrases such as,
'Students should be learning about this in the schools.'
By
extension—often by declaration—it is concluded that programs
275

276 / Darlene Larson
of teacher education must prepare teachers to solve whatever
problem was under discussion.
One can predict editorials on
ecology, drugs, child abuse, driving while intoxicated, nutrition, nuclear war, social diseases, and the decline of SAT
scores all concluding by placing the problem into the curriculum
of the teacher education program.
I used to shrug it off as
every writer's solution to the dilemma of how to find a constructive suggestion to end an otherwise dreary journey through
a prophecy of doom; turn the whole depressing saga over to the
teacher educators. Today I see some legitimacy to that suggestion.
A. system of education is the repository of culture and
knowledge, the civilizing influence, the nurturer of growth and
creativity, the hope for tomorrow. If people cannot turn to the
school for the tools for problem solving, where should they
turn?
Recently I have heard it again, but not from a writer seeking
a constructive ending. In February 1983, at the convention of
the National Association for Bilingual Education, Jesse Soriano,
Director of the Office of Bilingual Education and Minority Language Affairs, was speaking to a group of teachers about the
future. Not only are our schools charged with everything traditionally assigned to them and editorially mandated, but futurists, Soriano observed, have added new challenges. Remarking on
the work of John Naisbitt, he noted that our efforts must prepare students for success in as yet unknown conditions, for
success in a world about which we have only a few glimmerings
based on trends that futurists have brought to our attention
(Naisbitt 1982). It is a frightening challenge and Mr. Soriano
was not without a bit of hesitation. A shake of his head on an
unfinished sentence communicated genuine appreciation for the
kind of challenges that teachers will face.
Several in the audience posed questions that went to the heart
of matters the speaker had left unresolved. One teacher wanted
some comment from this representative of the United States
Department of Education about how he envisioned our finding
solutions to ever-increasing lists of tasks for educators to
accomplish while support systems for our work are ever-decreasing. Mr. Soriano nodded as the woman noted this juxtaposition
of greater expectations and fewer resources, admitted that he
had given it a good deal of thought, and suggested that the
'buck would have to stop' in the programs of teacher education.
He felt that teacher education programs were going to have to
begin graduating teachers who would somehow 'call a halt'. He
didn't say how, except for the inference that more thorough
teacher preparation was necessary.
There it was again. Not only teacher as knower, facilitator,
counselor, and guide, but teacher as judge, director, leader,
and brick wall.
While teacher education as we know it is no
small task, it appears probable that developing competence in a
specialty—with all of its complexities—may well be the easiest
part to define, develop, and certify.
Additionally, it is clear
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that so many other areas are continually assigned to teachers
that it would be impossible to design a program which provided
everything that a teacher needed.
With so much expected of
teacher educators and teacher education programs, it behooves us
to utilize to the fullest all possible avenues for learning.
One obvious suggestion is to increase the length of the
program, or to use various types of probationary levels where
teachers will serve until more courses have been completed.
Thinking of teaching as a life-long study, and requiring inservice study are possible steps that may prove necessary.
During the period of formal study, the importance of practical
experience with guidance in designing and conducting actual
instruction has long been recognized. My recommendation is that
this practical experience component of teacher education programs be expanded to include service in far more roles in the
classroom and school than just the primary, albeit crucial, one
of conducting instructional activities.
It is in the school that all of the forces of society come
into play.
In the course of each school day, social, political,
economic, religious, historic, and other forces all interact and
influence actions and decisions, but not just within classroom
walls. In administrative offices and learning centers, support
services centers and maintenance divisions, planning meetings
and physical fitness surveys, the whole gamut of societal forces
influence activities and become part of the educational milieu.
Prospective teachers need to experience, more than read about or
observe, these areas as well as the classroom.
It has long been understood that students do not learn subject
matter in a vacuum. Social studies are taught as part of man's
total experience. Geometry, chemistry, and languages are best
learned as they relate to other disciplines and to reality.
Teachers, too, need a sense of the whole of education, seeing
firsthand how topics covered in their coursework and topics
never mentioned in their formal studies all fit into and influence this business of education. Long before taking a turn at
'practice teaching', prospective teachers should engage in
several activities such as the following:
assist the school
secretary with the preparation of an attendance report to a
government agency, help the coordinator of an audiovisual center
order materials and fill teachers' requests, work with the
person in charge of school governance, help a drama coach
prepare advertising and ticket sales arrangements for a school
play, survey lunch selections and seating patterns in the school
cafeteria for several days, help a classroom teacher set up a
system of access and record keeping for individualized student
work, help the principal's office gather data for a grant application, assist in various places in a school on parent-teacher
conference day.
These are just a few possibilities.
It would
be beneficial to find prospective teachers popping in and out of
community schools throughout their programs of teacher preparation.
Educating the whole child is a cliche of long standing.
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Unfortunately, educating the whole teacher is a concept all too
frequently ignored.
Why more than one school and more than one activity? Does one
ever really know anything after just one exposure? What is the
adage about traveling abroad in order to know your own community
better? But we have more evidence for the necessity of multiple
experiences than adages might supply.
Smith (1975) writes of
the way in which the human brain obtains meaning from the signals it receives.
He points to a system of categorization
through a process of comparing. 'Same or different?' we question as we meet new letters in words or items in a grocery
store.
The question cannot be answered if we have only one
letter, one item, or one experience.
Teachers are constantly called upon to make difficult and
delicate judgments. Without a breadth of background, without a
variety of experiences, what kind of discretion could one possibly bring to any matter? Thoughts often cross my mind comparing my present students with previous groups or individuals, but
whenever I have the privilege of visiting another teacher's
class, I know my own students even better, despite the fact that
I wasn't consciously focusing on making a comparison while I was
visiting the other class. The same sharpening of insight occurs
after visiting another school or program, despite the fact that
I was not comparing schools or programs while visiting. Surely,
the opportunity for more than one experience is imperative for
the person who has not yet begun to teach.
And why do I insist that each person experience these
things?
Wouldn't a few courses in sociology and political
science, combined with a good orientation, do the trick?
It is
my belief that human beings have learning strategies which
apparently operate just by 'being there'.
All of our senses
receive and process information all of the time.
This is
another theme of Smith's work, most recently and eloquently
stated in his plenary address at the 17th Annual Convention of
Teachers of English to Speakers of Other Languages in Toronto,
Ontario (Smith 1983). One of his most compelling images has to
do with detailing the incredible amount of language information
of which every person is master.
It would be impossible to
learn in classroom hours and conversation periods all that any
healthy person knows about spelling, vocabulary, pronunciation,
inflection, use of register, and many other highly complex
features of language.
Smith's conclusion is that we receive
signals, process information, and therefore learn, all of the
time.
It is not news to say that we learn all of the time, not only
about language, but about a host of other things, including
teacher education.
Shanker (1982) states that any 'philosophical underpinnings we are looking for must include the principle that teacher education begins before the outset of registration in a degree program and continues after the traditional
completion.' He is speaking of learning about teaching through
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general activities. How much more could be absorbed if more of
the learner's time were spent in schools?
Note the plural.
Some insist that teachers teach as they were taught. How unfortunate if the school where they were taught is the only one they
have ever been in!
While we know that learning takes place directly and indirectly, few attempts are made to utilize and take advantage of both
avenues for educating teachers. When we consider the increased
scope of the task labeled education and the amount of time
usually set aside for its accomplishment, I see no alternative
but to attempt to put all possible learning strategies to work.
I am reminded of the work of Gallwey (1974), the author of
The Inner Game of Tennis.
As I interpret his thesis, tension is caused by focusing narrowly and directly on a desired
goal. This tension impedes learning and performance. Although
he wants conscious attention relaxed from the target goal, he
does not advise wandering about the tennis court to absorb the
atmosphere.
Instead, the learner is given specific areas on
which to focus, such as counting the number of times that the
tennis ball bounces, instead of concentrating on a bent elbow
that shouldn't be bent. According to Gallwey, the problem area
—the bent elbow—straightens out when concentration on it is
diverted to counting bounces. I have put the principle to work
on countless occasions with students of a second language, with
excellent results.
But how is it used with teachers?
Alas, not at all, I fear.
Among traditional designs of teacher education programs,, teachers are usually not required to be in classrooms until they are
required to focus on teaching.
Attention is entirely on teaching and tension mounts.
An experienced supervising teacher
undoubtedly takes time out for both school and classroom orientation.
But note, 'time out'.
Program components designated
for practice teaching are often shortened significantly by such
other necessities, all done at the whim, or desire, or careful
planning of the supervising teacher. Unfortunately, learning to
teach involves far more than learning to play tennis.
But the
principle holds. My recommendation suggests participation in a
wide variety of instruction-related
specific projects.
It
assures a thorough experience in various aspects of school
business, to be carried out in schools, and not at the expense
of the period set aside for instructional practice.
It does not
rely on the supervising teacher to fill in the gaps and voids by
chance, convenience, or design, and it allows prospective teachers' senses to take in signals and process the working of entire
school communities.
There is value in the doing, I am convinced, for reasons that
are known and for others yet to be documented. It is no surprise that we learn through all of our senses all of the time,
yet we don't give prospective teachers many opportunities to let
their senses receive messages in schools.
Let us try allowing
those studying to be teachers to put their whole persons into
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school settings to take in information through every conceivable
channel, conscious and otherwise.
I predict that we will be
amazed at the results.
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TRAINING THE SECOND LANGUAGE TEACHER
AS CLASSROOM RESEARCHER
Michael H. Long
University of Hawaii at Manoa
0.
Introduction.
The 1960s witnessed a number of largescale, global comparisons of the product of second language
instruction via different teaching methods.
The results were
generally inconclusive and, in any case, difficult to interpret,
since little control was exercised over what actually went on
inside the numerous classrooms involved in these studies.
Perhaps as a reaction to this, the 1970s saw a sharp increase in
the amount of small-scale, classroom-centered research (CCR) on
instructed second language acquisition, and the trend has continued into the 1980s. Most of this second wave of research
consists of microanalyses of language use surrounding pedagogical processes in second language classrooms.
The focus of CCR has varied. Teacher feedback on learner
error, teacher questioning behavior, turn-taking systems, waittime, student participation patterns, language use in lockstep
and small group work, simplification in teacher speech, vocabulary explanation, and ethnic styles in classroom discourse are
just a few of the topics studied to date. Whatever the focus of
attention, however, there is at least one common characteristic
of all such work: findings are based wholly or in part upon
systematic observation of what actually goes on in second language classrooms, i.e. of the verbal and nonverbal behavior of
teachers and students.
Reviewers of the work to date agree that, while still in its
infancy, CCR already has much to offer the second language (SL)
teacher.
(See, for example, Allwright 1983; Bailey in press;
Gaies 1983; Long 1980a; Seliger and Long 1983.) This assessment
recently prompted an informal survey designed to discover the
impact (if any) of CCR on methods courses in SL teacher training
programs.
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1. A survey of methods courses in masters programs in TESOL.
1.1
The study.
In the fall of 1982, a form letter was
mailed out to 42 United States and Canadian institutions listed
as offering masters programs in TESOL in a directory of such
programs (Blatchford 1979). The letter requested copies of a
syllabus for a methods course taught in those departments during
the previous two years, to be used in an informal survey of the
content of such courses. The specific purpose of the survey was
not mentioned. Respondents were guaranteed complete confidentiality.
Studies of this kind have a notoriously poor response rate.l
Potential respondents are put off by the vagueness of the
request for assistance, and by its impersonal nature.
In an
effort to counteract this and thereby to increase the number of
returns, three steps were taken.
Letters were addressed by
hand; in as many cases as possible (39 of 42) they were sent to
named individuals at the institutions, and a hand-written, selfaddressed envelope was enclosed.
Of the 42 letters sent, two were returned by the mail service
unopened. As suggested by Babbie (1973:165), this number was
deducted from the total mailed out.
The remaining 40 elicited
syllabuses from a total of 22 institutions, a response rate of
55%.
While Bailey (op. cit.) reports that this is usually
considered acceptable in research of this kind, 55% is clearly
far from ideal. No claim is made that the final sample (n=22)
was representative of the population under study.
Each syllabus was examined for any indication of course time
devoted to CCR on SL learning, whether this took the form of
topics treated in class, required reading assignments, or
student projects. 2
All other topics covered in the courses
were also categorized, and a list of required texts drawn up,
with the frequencies of topics and texts also noted (see Appendix for details).
Only the first analysis, that pertaining to
CCR, is discussed here.
Of the 22 syllabuses analyzed, only four indicated some treatment of CCR. This took various forms.
Thus, two syllabuses
listed teacher treatment of learners' errors and (one) teachers'
questions as topics for class discussion, supplemented by readings from the CCR literature.
One of these same courses also
involved students in conducting classroom observations focusing
on the behaviors of two SL learners. Two other courses included
explicit instruction in observational techniques for use in SL
classrooms, and one of these supplemented inclass discussion of
this topic with required reading of survey articles of literature on CCR findings and methodology.
The remaining 18 syllabuses (82%) made no mention of CCR in
any shape or form. Topics like error treatment were sometimes
included, but required readings for these sessions clearly
indicated that discussion was based on the varying prescriptions
(e.g. the often conflicting pronouncements on when and how to
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'correct students' errors') to be found in the assigned methods
texts.
Now, it should be recognized that the criteria used for deciding whether CCR received any attention in these courses may have
underestimated its true impact. Explicit mention of CCR and CCR
methodology in lists of course topics and required readings may
conceal the fact that information from CCR is introduced by
instructors in class discussions of those topics which have
occupied researchers. Further, a few institutions among those
surveyed do list entire courses devoted to CCR, either literature survey courses, courses training students in various observational techniques for CCR, or both.
Only three of those in
the sample do so, however, and information in Blatchford (1979)
shows that these courses are electives at two of the three.
Lastly, many of the responding institutions offer courses in
practice teaching, and CCR may well be having an impact there.
Again, however, six do not offer such a course, and of the
remaining 14, it is a required course at only 11. (One program
provides no information on courses available.)
Despite these reservations, in general, the findings of the
survey with respect to the impact of CCR on methods courses must
be somewhat disappointing to those who consider it merits a
place in SL teacher training at the masters level.
Of the
programs surveyed, 18% appear to give it only minor attention,
and 82% probably ignore it altogether. 3
1.2 Discussion of findings.
As shown in the breakdown of
topics covered in the 22 courses (see Appendix), the emphasis in
TESOL methods training in the early 1980s is firmly on teaching
rather than learning. Of the 22 courses surveyed, all give the
majority of time to such matters as a historical overview of
teaching methods (19), innovative teaching methods (17), and the
teaching of separate skills or linguistic domains:
listening
(15),
speaking (19), reading (15), writing (16), vocabulary
(11), grammar (14), and culture (10). Further, as judged by the
required readings on these topics, their treatment consists
almost exclusively of atheoretical, nonempirically based prescriptions derived from the voluminous literature on language
teaching methodology, a literature notorious for its changing
fashions and 'pendulum swings'.
Treatment of this kind is
apparently only rarely supplemented by information about what
happens in classrooms when these prescriptions are implemented.
There are several possible explanations for CCR's lack of
impact. First, many instructors may be unaware of much of the
research that has been carried out.
CCR has kept a fairly low
profile in the professional journals, and few of the current
commercially published methodology texts make any mention of it.
The researchers themselves are rightly cautious about making the
kind of grandiose claims and generalizations that might attract
more attention. Many of them, after all, are experienced classroom teachers who began this kind of research because of their
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disillusionment with wave after wave of conflicting data-free
prescriptions about how to teach and how to design teaching
syllabuses.
Second, many of the CCR studies do, in fact, preclude direct
application of findings to classroom teaching, since they treat
one small aspect of topics such as error treatment or turntaking, and are based upon small samples and small corpora.
Each of these small-scale studies alone would be rather 'expensive' in terms of masters students' reading time.
When pooled
for analysis, however, the several small-scale studies in some
areas do collectively offer rather substantial findings.
The
field is badly in need of review articles which serve this function.
A. third possible reason for the neglect of CCR may be the
feeling of some instructors and many graduate students that as
much course time as possible should be devoted not to research
findings, but to 'practical' matters, to 'how to teach'.
While
perfectly understandable, this view misses the point that, being
concerned with what actually goes on in classrooms, as opposed
to what is supposed to go on, CCR is eminently practical.
If
not yet ready to tell teachers how to teach, it can certainly
tell them a lot about what happens when they try, and when
students try to learn. Further, an awareness that prescriptions
are not yet readily available—at least, not from classroom
researchers—should serve as a timely warning about the many
easy solutions available to them from other sources.
It is not being suggested that CCR occupy excessive amounts of
time in methods courses, which clearly do have to equip the
trainee with survival skills for Monday morning.
On the other
hand, training teachers in 'practical' teaching methods and
techniques only, as many courses appear to do, is like training
physicians only in direct patient care, clinical test methods,
and the prescription of drugs.
Physicians need to know a lot
more than this. They need to know about the normal workings of
the human body, about the disciplinary foundations of their
profession (biology, biochemistry, e t c . ) , and about the limits
of the state of knowledge in medical science.
Otherwise, they
would not know which tests to administer, which drugs to prescribe, when and to whom, how to tell if the drugs are working,
why, or what to do if they are failing.
It is unlikely that
graduate students are really being well served so long as they
are fed an exclusive diet of 'useful' prescriptions for the
classroom. Unlike physicians, we do not even know in most cases
that they are useful.
At least some time might profitably be
spent in advising SL teachers as to the current state of knowledge about classroom language learning and, equally important,
how to find out what is happening in their classrooms. This is
surely just as 'practical' as telling them what various methods
writers think should happen.
There are at least three reasons why program planners may wish
to consider allocating some time to CCR in methods courses.
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First, CCR has already produced some useful information for
practicing teachers.
Second, some of the research tools employed in classroom studies can also be used by teachers for
monitoring their own teaching after graduation. Third, CCR has
bred in researchers a healthy respect for the complexity of SL
classroom processes and a corresponding skepticism about monolithic notions of teaching method. A similar awareness among
teachers can help them better evaluate changing fashions in
methods and materials that will confront them in the field.
It
is to a brief discussion of these three contributions of CCR to
methods courses that we now turn.
2.

Three roles for CCR in methods courses

2.1
The substantive contribution of CCR findings.
Most
CCR is still at the descriptive stage. It has not yet shown,
therefore, how languages should be taught in a given situation.
Before prescriptions are possible, it will be necessary
to conduct studies showing causal relationships between certain
classroom processes and second language acquisition. Nevertheless, CCR has already provided a great deal of useful information about how languages are taught, particularly about how
teachers and students behave linguistically and conversationally
in classroom discourse.
(For review, see Gaies 1983.)
This
often turns out to be different from what teachers think they
are doing, and also from what they have supposedly been trained
to do. While a review of the substantive findings of CCR would
clearly be beyond the scope of this paper, a recent study of SL
classroom conversation will suffice to illustrate the value of
CCR in exposing the frequent failure of methodological prescriptions to translate into changes in classroom practice.
Many TESOL methods courses today advocate a broadly 'communicative' approach to SL teaching, often involving the use of
notional-functional teaching materials, the avoidance of mechanical language practice activities, and/or the use of the target
language for genuine communicative purposes, thereby creating a
'natural' acquisition environment, rich in comprehensive input.
Most teachers trained in such programs graduate with a firm
belief in the importance of communicative competence, use rather
than usage, appropriateness as well as grammaticality, and with
a firm belief in coherence, discourse, and other good things.
Long and Sato (1983) identified six teachers who, in conversations with the researchers, professed to believe in some version
of 'communicative language teaching'. Each had recently graduated from one of three masters programs in TESOL with firmly
'communicative' orientations; each had had at least two years of
full-time teaching experience. The focus of the study was to
determine the extent to which these 'communicative' intentions
had translated into classroom practice.
Would patterns of
language use in these six classrooms be different from those
reported by other researchers in previous studies?
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Each teacher was given a cassette tape recorder and asked to
record one complete lesson with his/her regular class. All were
teaching ESL to elementary level adult students in three major
United States cities. The teachers were not told the purpose of
the study, and were asked not to depart from their planned
teaching activities for the day, even if this included periods
of silent work by their students.
We wanted 'typical lessons,
not special performances put on for our benefit. The researchers did not observe the lessons recorded, this in a further
effort to make the data collection as unobtrusive as possible
and the lessons as natural as possible. The tapes were transcribed and analyzed for various features of teacher speech and
teacher-student conversation, particularly teacher questioning
patterns.
The results were then compared with findings of a
previous study of informal and
(noninstructional)
native
speaker/nonnative speaker conversation outside classrooms (Long
1981a). Only a few of the findings are presented here.
(For
further details, see Long 1983; Long and Sato 1983.)
The picture that emerged was, to say the least, depressing.
Even though these were experienced, recently trained teachers,
patterns of language use in their classrooms were no different
from those described in earlier studies (e.g. Fanselow 1977;
Hoetker and Ahlbrand 1969). The basic pattern was that described by Sinclair and Coulthard (1975) as teacher initiation,
student response, and teacher feedback.
The following excerpt
from one of the lessons is typical.
T:

Urn Nargis Is January the last
month of the year?
Na:

No it's not It's
the first month

SS:

No it's not

Very good Everybody Give me
the answer Is January the
1st month of the year?
Sally Is- OK Sally Is
January the last month of the
year?
And so on. Students took turns responding to the same kinds of
soliciting moves for page after page in the transcripts.
They
told each other what day it was (again and again), unerringly
distinguished the first and last months of the year, and accurately informed each other of the location of the classroom
clock (on the wall, to no one's great surprise).
The culprits were not the students, of course; but the kind of
questions the teachers used.
What day is today?
What day is tomorrow?
What day was yesterday?
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Is January the last month of the year?
Where's the clock?
Is the clock on the wall?
These have been called 'display' questions, or 'known information' questions (Mehan 1979), for obvious reasons.
They are
used appropriately in wedding ceremonies (Do you take this man
. . ? ) , in courtrooms (Are you Henry Smith of no fixed
abode?) and, depending upon one's methodological persuasion,
in SL classrooms. They are one easily quantified index of the
amount of (non)communicative language use in a lesson. 'Referential' questions, such as Where are you from? (asked once,
on first meeting someone) and Why did you do that? (again,
when the speaker does not know why), are another useful measure.
In the six lessons analyzed, display questions predominated (51%
of all questions teachers asked).
Referential questions occurred infrequently (14% of all questions), and chiefly during
classroom management, e.g.
Did you have time to finish the question at home...or in
class?
Do we have another answer for number two?
All analyses performed on the data told the same story. There
was minimal communicative language use in these lessons. Much
of what little did occur came when teachers issued orders.
Again, some of these were in classroom management.
Give me the present perfect,
and
Let's hear it again.
Not a few arose when teachers found it necessary to discipline
(adult) students.
Sit down, Maria.
John, look in the book.

Now look!

and (a personal favorite)
Don't write on the board in pencil!
This was in stark contrast to the 36 informal conversations
between native speakers and students of the same proficiency
outside classrooms. Display questions were effectively unknown
there (a total of two out of 1322 questions analyzed).
Referential questions made up 76% of all questions asked, the remainder
comprising interactional work (confirmation checks, comprehension checks, clarification requests, e t c . ) .
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Now, the purpose of the Long and Sato study was not to evaluate the teachers concerned, but simply to describe the proportions of noncommunicative use of the SL in their lessons.
Analysis of the kinds of questions they asked was just one means
of doing this.
It may well turn out to be the case that a
certain amount of 'meaningful' language practice provided
through display questions, among other things, is a useful
supplement to the kind of 'natural' communication advocated by
some methods writers.
The relevance of the study to the present discussion is that
it is an illustration of the role CCR can play in informing
teachers about what goes on in SL classrooms—what actually goes
on, as opposed to what they might think goes on or might believe
should go on.
It simultaneously highlights the problem of
transfer, of bridging the gap that CCR has often shown to
exist between the prescriptions of methods courses and classroom
practice. Like many classroom studies, the somewhat detailed
description .of processes, this time in questioning patterns,
suggests possible intervention points for those with the inclination to change classroom discourse, or, as Fanselow (1983)
puts it, to 'break rules'.
2.2
CCR and self-monitoring in the field.
A by-product
of CCR has been the development by researchers of a range of
analytic devices, principally ways of classifying teachers' and
students' classroom verbal behavior. Many of these devices are
conceptually simple and easy to communicate to practicing teachers or teachers in training. Doing so means that teachers are
equipped with the tools they need to monitor their own or colleagues' classrooms. This is useful not only during training,
but later, when formal observations by faculty members are no
longer an option. Knowing something about the methodology of
CCR, that is, is one means (not the only one, of course) of
providing for continued professional development after graduation from a training program.
It should be stressed that the aim in providing teachers with
training in observational procedures is not to turn them into
classroom researchers, although some may become interested
enough to undertake studies of this kind. Rather, the idea is
to equip them to assess what they are doing when back in the
field, and to monitor any innovations they make in their teaching. For example, they might wish to know whether a new set of
materials or a new classroom activity is having the hoped-for
effect, but not have any outside authority to turn to for an
evaluation.
They might be asked for similar help by fellow
teachers, or they might ask another teacher to observe their own
classroom, using the procedures they have learned for this
purpose.
One example of what might be done is as follows. Trainees can
be taught to code transcripts of SL lessons and/or VTR or audio
recordings, using any number of categories of classroom behavior
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that have been developed for this purpose.
Use of the categories in the FOCUS system (Fanselow 1977, 1983), or subsets
thereof, can tell teachers about such aspects of their teaching
as the range of soliciting moves they are using, the kind of
feedback they are providing, the amount of talk they and their
students are engaging in, the modalities of communication in
their lessons, and so on. The basic FOCUS system takes only a
few hours to learn, yet it can provide teachers with a wealth of
information about their pedagogic behaviors and the opportunities for language use they are providing their students. Many
generations of TESOL students at Teachers College have been
trained in the use of FOCUS, and comprehensive manuals have been
developed for this purpose.
Much less ambitious observational systems than FOCUS can also
be very helpful to teachers. Several CCR studies have isolated
a small number of categories of behavior which turn out to be
crucial in determining opportunities for classroom language use.
The simple distinction between display questions and referential
questions mentioned earlier is just one way of assessing the
amount of meaningful and communicative language use in a lesson.
A teacher's use of confirmation checks, clarification requests,
and comprehension checks is another. Briefly, these are three
of a set of moves in discourse which provide an index of the
direction of information flow in a classroom, and indirectly, of
the amount of negotiation for meaning that is going on, behavior
observed when genuine communication is occurring and comprehensible input being provided.
'Confirmation checks' will be more frequent in a teacher's
speech if information is being conveyed by students.
T:

Then what happened?
S:

I look for a /fan/

— • A telephone?
Yeah
They involve exact or semantic, complete or partial repetition
of the previous speaker's utterance, are encoded as either
yes/no or uninverted (intonation) questions (there is a presupposition of an affirmative answer), and serve to elicit confirmation that the speaker has heard and/or understood the previous speaker's utterance correctly.
'Clarification requests'
also occur more frequently in a teacher's speech if there is a
genuine exchange of information taking place in a classroom, if
unknown messages are passing to the teacher as well as from
him or her.
S:
—>- T:
Clarification
clarification

I

saw

the

uh

the

'barriada'.

What's that?
requests
of
the

are any expressions designed to elicit
interlocutor's
preceding
utterance(s).
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They are mostly formed by questions, but may consist of yes/no
or VVH questions (unlike confirmation checks), as well as uninverted (intonational) and tag questions, for they require that
the interlocutor either furnish new information or recode information previously given.
Unlike confirmation checks, in other
words, use of clarification requests implies no presupposition
on the speaker's part that he or she has heard and understood
the interlocutor's previous utterance(s).
While clarification
requests are frequently realized by questions, they are also
encoded in statements (I don't understand) and as imperatives (Try again).
The last of the trilogy, 'comprehension checks', are the easiest to recognize. They are any expression designed to establish
whether that same speaker's preceding utterance(s) has/have been
understood by the interlocutor.
They reflect information
passing from teacher to students.
Comprehension checks are
typically formed by tag questions, by repetitions of all or part
of the same speaker's previous utterance(s) spoken with rising
intonation, or by utterances like Do you understand?, which
explicitly check comprehension.
The five categories of linguistic behavior (display and referential
questions,
confirmation
checks,
clarification
requests, and comprehension checks) can be taught even to linguistically unsophisticated trainees in about an hour, including
practice coding. They can be applied to transcripts of lessons,
or used in real-time coding by an observer seated at the back of
a classroom.
They give a reliable estimation of the amount of
communicative language use in a lesson (Long and Sato 1983).
They have also been shown to distinguish one-way and two-way
tasks, statistically being significantly more frequent in the
latter task (Long 1981b). 'Two-way' tasks, those whose solution
requires communication of unknown information by both parties in
a conversation, have also been found to produce the negotiation
for meaning associated with the provision of comprehensible
input (Long 1980b, 1983). The categories are not only simple to
learn and use, that is; but are associated with variables widely
believed to be related to second language acquisition.
The CCR literature offers many other examples of analytic
categories of this kind, e.g. general and personal solicits
(Sato 1981) and response to general solicit and self-initiated
turn (Day 1983), which have been shown empirically to identify a
relevant classroom process variable and which can easily be used
by teachers in analyzing their own lessons. Teachers can then
attempt to modify their performance if they choose, and check
that the desired changes have in fact occurred through a second
observation using the same categories.
(For review articles
describing further methodological options, see Allwright 1983
and Long 1980a.)
2.3 CCR and language teaching bandwagons. Being for the
most part a prescientific undertaking practiced by nonprofes-
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sionals, language teaching has always been vulnerable to wellpackaged but unsubstantiated prescriptions as to what and how to
teach.
One set of beliefs, assumptions, and assertions can
unseat another very, different set without any intervening advance in the state of knowledge about language learning in or
out of classrooms.
Quasi-religious conviction and persuasion
replace theory and experiment; and a new bandwagon sweeps the
field. (See Clarke 1982, Maley 1983, and Richards 1983, for insightful analysis of this phenomenon.) In the 1980s, the teacher in training is confronted by writers advocating several different approaches to syllabus design (structural, situational,
topical, notional, functional, procedural, task, and combinations thereof), and as many different teaching methods as you
can shake a stick at.
Many writers and instructors 'solve' the
problem by reviewing them all, and then suggesting that the
trainee opt for eclecticism, thereby getting the best of each.
It is never quite made clear how the teacher (or instructor) is
to know which the best parts are.
For reasons given earlier, CCR is not yet in a position to
solve this problem.
Again, however, it already has a role to
play, for simple descriptive studies can at least show teachers
whether the competing syllabuses, methods, or materials make a
difference in the classroom.
In other words, while any effect
on student learning is visible only through experimentation (not
to be confused with 'innovation'), systematic observation of
classroom processes can show whether potential language learning
opportunities are being effected.
Suppose, for example, that a practicing teacher is about to
start using a new commercially published set of teaching materials, materials claimed to embody the latest revelation on selection, grading, or presentation.
He or she may wish to know
whether the materials make a difference to what goes on in the
classroom. A simple description of lessons before and after the
new materials are introduced, using some of the tools of CCR,
can provide useful information upon which to make at least an
initial judgment.
If the materials really are different from
what was previously used (whether or not they are better), there
should be some observable differences in the classroom language
learning opportunities students receive.
The differences may
take various forms, including exposure to different models of
language use, e.g. authentic/nonauthentic,
unsimplified/simplified, like/unlike target discourse, use/usage (Widdowson
1972), and negotiated/unnegotiated input; and provision of different types and/or amounts of language production opportunities, e.g. responding/initiating, mechanical/meaningful/communicative, public/private (as in lockstep and small group work),
planned/unplanned (Ochs 1979), spoken/written, and monitored/
unmonitored (Krashen 1976).
An example of such a study was reported by Phillips and
Shettlesworth (1975). Having written some new (ESP) materials
for a university in Iran, Phillips and Shettlesworth decided to
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compare the classroom discourse engendered by their materials
with that in lessons based upon the (structural-situational)
materials that they were designed to replace. The hope was that
discourse in the ESP classroom more closely approximated the
target discourse for their students. Lessons of each type were
audiotaped, and the transcripts analyzed in various ways. The
authors /researchers found that nothing had changed (1975:7):
[O]ur analysis of the samples of discourse engendered by
these courses [structural-situational and notional-functional] leads us to the conclusion that they all tend to structure the lesson in a similar manner; this suggests, therefore, that the ESP courses at least are failing in their
intent...
A similar study in Mexico (Long 1976; Long, Adams, McLean, and
Castanos 1976) reached an equally depressing conclusion, although a combination of new materials and their use in small
group work did change various features of classroom discourse in
a way that was statistically significant.
Of course, studies of this kind assume that the practising
teacher not only is familiar with some methods of conducting
CCR, but also selects appropriate devices with which to address
the particular innovation at issue, be it in the form of syllabus design, method, technique, or materials.
The materials in
the studies just cited, for example, may have been having a
profound impact; perhaps the analysis was wrongly focused. CCR
needs to be carried out within a clear theoretical framework for
this problem to be resolved.
Alternatively, the teachers who
were observed using the new materials may not have been using
them in the way the materials writers had intended.
Again, it
will have to be the teacher/researcher, not CCR methodology,
that makes this distinction.
Note, however, that even if
materials and teaching style are confounded in a study of this
kind, the use of CCR to monitor innovations will reveal whether
they are affecting students' language learning opportunities in
the ways imagined.
This information will better prepare the
teacher to evaluate changes in language teaching fashion which
they might otherwise uncritically accept.
An incidental but important benefit of self-observation by
teachers in the field is the heightened awareness that even a
simple analysis brings of the complexity of classroom processes
on the one hand, and on the other, of the relative superficiality of much prescriptive writing on the 'what' and 'how' of
language teaching.
Monolithic notions of teaching method, in
particular, are quickly perceived to be irrelevant.
Many supposedly different methods share a lot in common in terms of
their realization in classroom procedures, and in any case, it
is the rare teacher who sticks rigidly to a single method in
his/her lessons.
Moreover, research has shown that it is not
even the specific procedures each method prescribes that dis-

Training the language teacher as researcher / 293
tinguish methods in teachers' minds, let alone their classrooms.
After conducting a study of the comparative effectiveness of
two methods ('four skills empiricist approach' versus 'processoriented comprehension-based group'), Swaffar, Arens, and Morgan
(1982) held lengthy interviews with all the participating teachers.
These were debriefing sessions designed, among other
things, to assess the degree to which the two methods were now
distinct in the teachers' minds.
The researchers concluded
(1982:32) that for teachers:
...defining methodologies in terms of characteristic activities has led to distinctions which are only ostensible,
not real, i.e. not confirmable in classroom practice.
Unless an activity, be it translation, drill, or comprehension
exercises, is analyzed in terms of its position in a learning sequence, teachers cannot locate its function as it delineates a methodology.
It is not the characteristic activities per se that discriminate between methodologies, but
the ways in which those characteristic activities reinforce
each other in the foreign language learning process. Apparently, any analysis of methodologies needs to commence
with definitions of task,
order,
and learning
strategies.
This is the way we, as foreign language teachers,
interpret the pragmatics of the classroom. [Emphasis in the
original.]
As we have seen, this is also closer to the level at which CCR
investigates classroom processes, but still not at all the way
methods courses do.
3.
Conclusion.
If the 22 syllabuses surveyed are representative of the general content of methods courses in today's
SL teacher training programs, the findings and methodology of
CCR attract very little attention.
This is unfortunate.
Even
though the studies are still mostly descriptive in nature, and
the researchers few in number, CCR already has much to offer the
teacher both during training and back in the field.
There are, however, some indications that the picture is
changing. More and more practising teachers express dissatisfaction with the vicissitudes of language teaching fashion, and
there is a corresponding growth of interest in empirical research on what actually goes on in SL classrooms. At the annual
TESOL Convention, for instance, attendance at the colloquium on
CCR has grown from 12 researchers talking to each other in a
small room in a New York hotel in 1976 to some 200 researchers
and practising teachers at the equivalent sessions in Detroit in
1981 and Honolulu in 1982. An increasing number of CCR studies
have appeared in the professional journals in the last few
years. Now, review articles are beginning to appear.
At one
institution, the University of Hawaii at Manoa, the Department
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of English as a Second Language has recently established a
Center for Second Language Classroom Research with a mandate to
carry out work of this kind.
These developments give some cause for optimism. CCR is one
way to change language teaching into a science, from whose
practitioners the public could expect the same level of professionalism we routinely demand of the purveyors of other social
services. The optimism will be less justified, however, if CCR
continues to be ignored in an area where it can be of great use,
the methods course in programs designed to train tomorrow's SL
teachers.
Appendix: The content of 22 methods courses in masters
programs in TESOL in Canada and the United States.
Rank

Topic

1.5
1.5
3.5
3.5
5.5
5.5
7
8.5
8.5
10
11
12
13.5
13.5
15
16
17.5
17.5

Historical overview of teaching methods
Teaching speaking skills
Curriculum/syllabus design
Teaching techniques
Innovative/unconventional teaching methods
Materials
Teaching writing skills
Teaching listening skills
Teaching reading skills
Teaching grammar
Language testing
Teaching vocabulary
Teaching culture
Linguistics and language teaching
Psycholinguistics and language teaching
Sociolinguistics and language teaching
Bilingual education
Classroom observation/CCR

Frequency
(n=22)
19
19
18
18
17
17
16
15
15
14
12
11
10
10
9
5
2
2

Required texts for the same courses:
Rank Text
1

Frequency

Celce-Murcia, M., and L. Mclntosh, eds. 1979. 7
Teaching English as a second language.
Rowley, Mass.: Newbury House.
2
Croft, K., ed. 1980. Readings on English
6
as a second language. 2nd ed. Cambridge,
Mass.: Winthrop.
3.
Paulston, C. B . , and M. Bruder. 1976.
4
TESL: Techniques and procedures.
Cambridge, Mass.: Winthrop.
Note. A total of 25 other texts were required reading in
either one or two courses.
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Notes
1. See Bailey (1981:chapter 5) for a comprehensive treatment
of response rates in mailed questionnaire surveys.
2. I thank Deborah Gordon for her help with this part of the
study.
3.
Conclusions are qualified by 'appear to' and 'probably'
because, even for the 22 courses covered, results are based upon
inferences from the syllabuses and lists of assigned readings.
A more direct approach to investigating the issue, e.g. one
involving direct questions about CCR, might have revealed more
coverage of CCR in the courses, and obviated the need for inferences.
However, questions like this (leading questions) can
often produce less reliable data, since they disclose the purpose of the study, and may trigger a process in which respondents feel that if the researcher (implicitly) thinks they
should be doing something, then they should try to live up to
his/her expectations and also try to 'look good' in his/her eyes
(the halo effect/self-flattery motive) by reporting that they do
that something, when in fact they do not. (How do you respond
to someone who asks if you always tell the truth?)
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DIFFERENT ENDS, DIFFERENT MEANS
Grace S. Mancill
The American University
This paper is a tale of two projects in curriculum development, both projects involving the teaching of English for specific purposes. My purpose in describing the two projects is to
try to show how proper attention to teacher training and support
may turn out to be the make-or-break factor determining the
outcome of any attempt to establish a new curriculum.
Teachers of languages for specific purposes must often teach
courses which differ from conventional, general-purpose language
courses in several fundamental aspects. Courses may be taught
in unusual instructional settings. The length of the course may
be far shorter than is customary. Course content often differs
considerably from that of conventional language courses, reflecting the fact that learners' goals differ from those of the
'typical' student.
Because existing teacher training programs in the United
States have not usually been designed with such atypical ends in
mind, specific-purpose language teachers may find themselves in
situations for which their training has not prepared them. For
teachers about to enter such teaching situations, it may be
necessary to find alternative means of training and support. If
you simply assume that the teachers' professional pride will
make them rise to meet the new pedagogical challenges, you may
thereby endanger the success of the program.
This neglect of the teacher variable has been aptly described
by Kennedy (1983:73). As he points out, the neglect occurs both
at the planning and design stage of materials development and at
the time when the materials are put in the hands of the teachers, who are then expected to cope with them as best they can.
Kennedy reminds us that, to make the materials work, teachers
may have to overcome deficiencies in language, learn a new
methodology, or even familiarize themselves with a new subject
content. All of these demands on the teacher were present in
varying degrees in the projects I now describe.
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To begin with, the teaching situations for which the two language curricula were designed had several features in common.
First, the materials were used in training programs in the
students' home countries, two countries in the Middle East.
Second, the students in both instances were either radar
operators and maintenance personnel, or else they would soon
enter technical courses preparing them for such specialties.
Thus, the text materials had to teach technical English of a
particular kind.
Third, all students using the materials had previously studied
general English, again in their own country, under intensive
programs of instruction roughly similar to those of the Defense
Language Institute (DLI) in the United States. In fact, in one
country the textbooks used were actually the DLI English textbook series. It was assumed that the previous language study of
the students had been sufficient to bring them to an intermediate stage of proficiency.
Fourth, in both countries the new course materials would also
be used in intensive programs of instruction:
six to seven
hours of instruction per day, five days per week. The various
component courses in the two sets of materials ranged in length
from two to 12 weeks.
Finally, in both projects each component course comprised not
only the core textbook but also a variety of supplementary
materials. At a minimum there were cassette tape recordings for
the language lab, and paper and pencil tests for regularly
scheduled assessment. In addition, many of the courses featured
one or more of the following:
transparencies for the overhead
projector, showing pieces of equipment and their subassemblies;
lifesize mockups of control panels; 'realia kits', as they were
called, including such items as an assortment of different types
of switches, or a set of metal plates to demonstrate the differences between rust, corrosion, pitting, scratching, and gouging,
or a collection of simple maintenance tools such as a wire
brush, emery cloth, sand paper, and paint brush.
Even more
elaborate, one course required a realia supply closet equivalent
almost to what might be used in an introductory general science
course in the United States.
There were notable differences between the two teaching situations as well, but probably the most significant ones were in
the contrasting backgrounds of the two staffs of instructors.
In one country, the instructors were nonnative speakers of
English, fellow countrymen of the students they would be teaching.
They had had previous experience in teaching the same kind
of students in an intensive program of general English, using
audiolingual methodology and the DLI English textbooks.
In
addition to this on-the-job experience, they had had inservice
methodological training, but there is no evidence that any of
the instructors thought of themselves as professional language
teachers. They were military personnel, mostly lieutenants or a
special type of technical personnel for which we have no equiva-
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lent in our services.
The chief reason for their having been
selected as English teachers was their superior performance as
students when they had themselves been through the intensive
general English program.
Being an English teacher was good
military duty, but none of the instructors planned a career in
English teaching after discharge from the service.
In the second country, the instructors were all native English
speakers and all Americans.
In the earliest months of the
project, the staff was quite small. Most of these teachers had
already taught general English in the second country for several
years. Most of the instructors who were brought into the country in later months had never been there before but did have
previous experience of living and working outside the United
States.
Many were Peace Corps returnees.
It is difficult to
estimate how many of these instructors would have said that they
were career language teachers, but certainly more of them would
have so designated themselves than did the instructors in the
first country.
We now come to the crucial point of this paper.
What steps
were taken to orient the instructors to the new curricula? How
were they familiarized with the highly technical content? How
were they shown the techniques for presenting the parts of the
materials containing novel forms of exercises and activities?
How were they taught the meaning and appropriate use of the
specialized language found in the materials?
During the curriculum project for the first country, the
qualifications and needs of the teachers who would be using the
materials were an important consideration from the first.
Fortunately, because this was to be a prototype course at the
installation where it would be used, a number of safeguards had
been built into the project. For example, the supervisor of the
technical English training program was brought on the job while
the course materials were still in preparation.
He was thus
able to contribute to the design and writing of the materials
while at the same time planning the orientation to the course
which he would later give to the teachers.
This orientation to the materials was conducted by the technical English supervisor, in the two weeks preceding the first
cycle of the technical English course.
It included a review of
basic audiolingual methodology, demonstration and practice of
novel procedures required by the new course, and careful explanation and discussion of the technical content of the materials.
The technical English supervisor was assisted during the
orientation by one of the writers of the materials, who had been
brought in to serve as a kind of assistant supervisor during the
first few cycles of the course. The supervisor and his temporary assistant continued to provide training and support for the
instructors after the technical English course began.
Further guidance was available in the form of a detailed
instructor's manual.
The manual explained the design of the
course, gave the purpose of each of the major parts of a lesson
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together with a standard routine for presenting it, and provided
a complete set of daily lesson plans with notes and comments on
each lesson.
Another safeguard feature of the project was that a preliminary version was first written, tried out for six months, and
then revised.
During the trial period the reactions and comments of the instructors were sought.
In this way, the instructors had an important influence on the design and content
of the revised course.
In fact, I think it may be fairly said that the teacher variable was a prime consideration throughout the design and implementation phases of the first curriculum project, and while
concern for the instructors was not the only factor accounting
for the success of the project, it turned out to have been much
more important than anyone immediately realized. The importance
of bringing the instructors into the picture, orienting them to
the new curriculum, and, in effect, making them partners in the
project may be demonstrated by what happens when one fails to do
these things—for that is precisely the mistake which was made
at the beginning of the second curriculum project.
It will be recalled that the instructors in the second country
were native speakers of English, and that many of those who were
on the staff at the beginning of the project had already been
teaching in the language school for several years.
Moreover,
the top level of the existing curriculum included pretechnical
English of a type which seemed to lead quite naturally into the
new curriculum which was being prepared.
So it was perhaps
understandable that a number of rash assumptions were made about
the ability and willingness of the instructors to use the new
teaching materials.
The instructors' first view of the new materials was when the
completed textbooks were put in their hands (no preliminary
version had been contracted for in this second project).
This
time there was no two-week orientation program conducted by
supervisors who had also helped to design and write the materials.
Instead, the director of the curriculum project, during a
visit of less than a week, explained the rationale of the curriculum as a whole and briefed the staff on the components which
had already been written. The instructors were encouraged to
keep notes as they used the materials, for their comments could
be considered in the writing of the later components of the
curriculum.
It soon developed that the instructors were quite uncomfortable with the new materials. Although the methodology required
was for the most part conventional audiolingual, it was quite
different from the methodology which the teachers were used to,
and several of them felt inclined to reject the audiolingual
approach as a matter of principle. Further, the portions of the
textbooks which treated the grammatical and phonological systems
of English required more descriptive linguistic understanding
than most of the teachers possessed.
Finally, the technical
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English content was much beyond the level which they were
accustomed to handling, and most of the teachers were unwilling
to spend the time needed to bring themselves up to rate in that
area.
I should point out that there was no intention simply to throw
the instructors to the wolves. Admittedly, some miscalculations
had been made about their existing training and experience.
Even so, a detailed instructor's manual was provided, as in the
first project, and reference materials for the technical English
aspects of the course were made available.
Further, arrangements were made for an instructor from the technical school to
consult with the language school instructors as needed.
Two
critical factors were lacking, however:
first, a proper orientation to the new curriculum; second, a training supervisor on
the scene who could simultaneously act as an advocate for the
curriculum and give the instructors the support they needed in
learning to teach it.
Of course, once the mistakes and miscalculations came to
light, steps were taken to try to reduce the problem. A training supervisor was hired, with an important part of his duties
being to serve as liaison between writers and instructors. As
new teachers were hired, they were given an intensive orientation to the curriculum even before they left the States to take
up their assignments. While preparing the instructor's manuals
for later courses in the project, the writers redoubled their
efforts to anticipate any problems the instructors might have in
presenting the lessons.
Finally, in the last phase of the
project, the training supervisor and an appointed member of the
staff read and commented on the materials while they were still
in manuscript. These measures and others were enough to compensate eventually for the neglect of the teacher variable at the
beginning of the project.
I have now come to the end of my tale of two curriculum
projects, and it is time to point out the moral of the tale.
Courses in languages for specific purposes have shown us that
language learners may have many different ends in mind, and that
quite different means of instruction may be needed to help the
learners achieve those ends.
It is a logical extension of this
fact to point out that when the conventional teacher training
programs have not prepared the teachers to provide the new forms
of instruction, the teachers' deficiencies must immediately be
recognized. If this is not done, and if steps are not taken to
overcome the deficiencies, the language course may be irretrievably compromised.
Reference
Kennedy, Chris. 1983. An ESP approach to EFL/ESL teacher
training. ESP Journal 2.73-85.

PROBLEMS ENCOUNTERED IN APPLYING LINGUISTICS
TO THE TEACHING OF ENGLISH IN JAPAN
Linju Ogasawara
Japanese Ministry of Education
1.
The December 1982 issue of a Japanese monthly journal
devoted to the teaching of English carried a 'Letter to the
editor' from a high school teacher who complained that since the
advent of Chomskyan linguistics, he had not found Japanese books
showing how to apply transformational generative grammar to the
teaching of English.
The next issue of the journal carried a
response from a professor at a provincial college who stated
that although two or three books on the subject had been published, he felt more should be published.
It would seem that
the professor might not have considered why only a few books
have been published on the application of generative transformational grammar to language teaching.
I feel that these two letters illustrate the attitudes of the
average language teacher in Japan. Many of them are naive or
not well-informed about recent developments in the various
subfields of linguistics, about the nature of new theories and
findings, and about their tentative or hypothetic nature.
On
the other hand, there are always popularizers who write articles
or books which make any new trend or theory appear both promising and applicable even for things it was never intended to do.
As everyone should realize,
generative
transformational
grammar was originally intended to be a grammatical model of
linguistic competence, and not a grammatical model of linguistic
performance. Many aspects of this model are quite speculative
and abstract. Moreover, the model has constantly been revised
and modified; some of its first formulations have long since
been abandoned; new and different versions have developed;
variant models have emerged.
However, we must recognize the value and creative vitality of
the various Chomskyan schools and acknowledge how greatly
studies of various aspects of the structure of English have been
advanced by Chomsky and his associates. Nevertheless, it is not
unreasonable to suggest that this grammatical model may be too
303
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abstract for the average language teacher, that it is not a
model for language acquisition, much less a model for language
learning or teaching. Yet in some teachers colleges and schools
of education there are some professors who continue to insist on
the necessity of applying transformational generative grammar to
both foreign language learning and teaching in ways Chomsky
himself certainly never intended or would intend, given what he
set out to do.
2.
Japanese English teachers have frequently made another
mistake by prematurely abandoning structural linguistics completely.
They claim that structural linguistics is outdated and
fails to offer adequate linguistic concepts—whatever its descriptive tools.
But, if you ask these language teachers how
much they know of structural or descriptive linguistics, they
usually admit that they have never read major works by any
structuralist or descriptive linguist.
Generally, they have
only read the criticisms made by generative grammarians of
structural or descriptive approaches.
Yet they have quickly
concluded that neither structuralists nor descriptivists ever
developed anything truly useful for the study of language.
In
contrast, I believe that many of the concepts of structural
linguistics and of descriptive linguistics are still very useful
for the language teacher—and the foreign language learner—
especially one who is attempting to learn a particularly exotic
foreign language.
This is true precisely because of the descriptive techniques developed by the structuralist grammatical
model, e.g. etic-emic distinctions, minimal contrasts, careful
induction from carefully, accurately collected samples, precisely worded distributional statements.
We should be careful not to be unfair to any particular linguistic model or school by careless or overgeneralized criticisms. For example, not every linguist would consider that the
two sentences, John is eager to please and John is easy to
please, constitute exactly the same structure at all levels.
For some structuralists would have said that although these
sentences might appear to be instances of the same structure at
one level, at another level they are different structures.
For
some structuralists had initiated studies in subcategorical
taxonomy.
Moreover, I do not believe that all structural linguists have
always maintained that there are no aspects of human language
which are innate or that there are no aspects of language which
were cognitive. In much structural work, the innate and cognitive were in a sense taken for granted. In addition, one should
have been aware of the existence of other schools of structuralism besides the American school, e.g. the Geneva, the Copenhagen, the Prague schools of linguistic thought.
Nor was the
American school itself so completely homogeneous and monolithic
as it has subsequently been depicted by many.

Applying linguistics to teaching English in Japan / 305
In addition, it should be well known that attempts to construct a universal grammar and to map universal linguistic types
have long been included among the objectives of many European
structuralists.
The London school of structuralism has always
been sociological and functional.
And all of these schools of
structural linguistics were also engaged in studies of linguistic rituals, of language variation, and of the relationship
between language and culture.
Some structuralists also began
work on discourse analysis and its syntax, and they even began
the
structural
interpretation
and
aesthetic
criticism
of
literary works.
I have dwelt at length on the reappraisal of certain aspects
of structural linguistics; for I want to show why—unlike many
professors of foreign language and language teaching methodology
courses—I hesitate to support total abandonment of structural
and descriptive linguistics.
As with any grammatical model,
structural and descriptive linguistics has its strengths and
weaknesses. We should not forget its strengths.
3.
Contrastive linguistics, a branch of structural linguistics, was undertaken in order to provide a base for further
studies, e.g.
constructing linguistic typology,
formulating
translational rules, predicting and explaining common errors in
a foreign language by learners with a specific language background, etc.
And we, as foreign language educators, are
naturally interested in making comparisons, or in obtaining
other people's comparisons of two contrasting languages and
cultures. One way for foreign language teachers to contribute
to such studies is to collect and analyze foreign language
errors common to a group having a particular language background.
When such data is fairly extensive, it often reveals
where structural differences lie.
In past years, English language teachers in Japan have made such studies and analyses of
errors.
And linguists have produced contrastive studies of
English and Japanese. But since the advent of Chomskyan linguistics, researchers have been extremely cautious about their
choice of the proper linguistic model or models; they have
hesitated to publish, and contrastive studies have not been
pursued as frequently or as vigorously as they previously were.
The results of such contrastive and comparative studies can be
used to advantage in the writing or editing of language teaching
materials and in the construction of language tests.
Some
English teaching materials by Japanese authors reflect such
considerations of structural and other differences, but many
such textbooks have shortcomings. For Japanese textbook authors
tend to present overly formal, literary, and often outdated
English words and expressions. And they sometimes depict situations which are culturally unrealistic.
Conversely, courses in
English and textbooks prepared by native speakers of English do
present natural English and culturally natural reality, but
frequently lack any special focus on those items which tend to
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be particular problems for Japanese learners.
Furthermore,
there has yet been no conclusive proof whether it is better to
employ an extensive amount of tightly controlled teaching
materials based on contrastive studies or to use teaching
materials which are not controlled by specific language problems
and which are not based on contrastive studies.
4.
Formerly it was maintained that the process of learning a foreign language and the process employed in learning
one's first or native language were essentially the same.
Thus
teachers advocated the 'natural method' of language learning.
Later foreign language education leaders maintained that second
(or foreign) language learning and first (or native) language
learning were entirely different processes.
Meanwhile, common
sense counsels us that there are perhaps both similarities and
differences in these types of language learning.
(I make no
special distinction here between 'learning' and 'acquisition'.)
In the 1950s and 1960s we did not know enough to make any
definitive statements about the nature of native language learning.
This stimulated me personally to pursue a description and
analysis of my own son's native language development (with
special attention to the learning environment, verbal and nonverbal interaction between the mother and the child, the child's
analogical ability, forms of the mother's talk, data on mistakes
in forms and meanings, etc.).
My son was born in 1963. The results of my studies were published in Japanese in two papers: one in 1966 and the other in
1968.
In my papers, I pointed out that, from observations of my
son, I discovered that his initial native language learning
process closely resembled the first phase of aural-oral foreign
language learning processes, although the amount of learner
exposure to the language differs greatly. My son's mother, my
wife, unconsciously provided some natural kinds of pattern
practice for the child.
And the child made numerous mistakes
both in form and meaning comprehension as a result of his induction and discovery processes.
It is well known that a child
needs much exposure to the language spoken by its parents and
other members of the family.
Thus, I cannot help concluding
that, in addition to innate aspects, there are habit-forming
aspects in first language acquisition.
Yet, despite evidence to
the contrary, we still find persons in teacher training lectures
who say that native language acquisition processes are one thing
and foreign language learning processes another.
5.
I would like to point out that followers of a particular theory or hypothesis often tend to exaggerate or even distort the original author's spirit or original ideas.
Often, to
our great regret, some prostitution occurs. An example is the
Friesian aural-oral approach.
I was fortunate enough to be a
research assistant to the late Professor Fries, when he spent
several months in Tokyo. He was here to give a special seminar
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to the staff of a language education institution in Tokyo and to
develop his own corpus of materials for teaching English as a
foreign language, prepared especially for Japanese junior high
school students. He stressed the importance of being situational and natural in conducting structural drills, i.e. pattern
practice.
He always stressed the importance of getting the
meaning across to the learners by various devices. He greatly
lamented the mechanistic types of pattern practice conducted in
English classes by some of the University of Michigan trainers
or by some Japanese returnee teachers.
During his stay in
Japan, Professor Fries even gave a lecture entitled something
like: 'From mim-mem to free, selective use in communication.'
Personally, I think that the term 'Oral Approach' or 'AuralOral Approach' is rather misleading. The underlying principles
involve not just aural-oral skill development, but also involve
structural, and even some cognitive concepts. Moreover, Fries
himself included total skill development.
Once a Japanese
English teacher asked whether Professor Fries was opposed to
introducing the written form at the very beginning stage of
foreign language learning. He answered, 'Well, you can introduce the written version even on the first day of the course if
you have immersed your students in the spoken version to a
satisfying extent.'
Professor Fries also admitted an adequate
amount of explanation or interpretation in the student's native
language.
These answers differed greatly from most English
teachers' expectations at the time and were contrary to the
teaching of those popularizing Professor Fries' concepts.
Despite these considerations, many professors of English as a
foreign language in teachers colleges have begun to state that
the Oral Approach or the Aural-Oral Approach should be abandoned
completely.
6.
Even as early as 1922, 30 years before the waves of
the Friesian Approach reached the Japanese shores, a systematic
Aural-Oral Approach was known to Japanese English teachers. It
was brought by the great English language education scientist,
Harold E. Palmer (1877-1949). Personally, I have always considered him the real forerunner of applied linguistics and applied
linguistic psychology. H. E. Palmer was not just the promoter
of an Aural-Oral Approach. For he also conceived numerous brilliant ideas of his own as well as promoted the brilliant ideas
of his predecessors in linguistics and psychology.
In several
places in one of his books he used the expression 'the application of linguistic science to linguistic pedagogy'.
Palmer emphasized a distinction between 'language as code1 and
'language as speech'.
He said that foreign language learning
involves both aspects, but that the goal of foreign language
learning must be 'language as speech'.
This attitude corresponds to what has recently been called the 'communicative approach'.
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Palmer was really an advocate of a less sophisticated type of
generative grammar.
I wonder how many of you know about
Palmer's Ergonics, Syntactic Railway Chart, and Mechanism
Grammar. All of these were published in 1928. In Mechanism
Grammar (1928) he even predicted the possibility of a kind of
computer capable of translation, sentence analysis, and sentence
generation.
Palmer also maintained, from very early years, that in teaching a foreign language, the teacher should guide his or her
learners so that acoustic or auditory images were developed and
established in their minds.
He made similar comments about
semantic images.
Thus, Palmer edited several 'visual' course
books, New Method Practice Books (1938), in which every
major linguistic item was presented with visual illustrations to
provide semantic cues to help students establish the association
between the language forms and their meanings through these
visual cues.
Today, a number of linguists recognize the importance of the
predicate verb as the main determining factor of sentence types.
Palmer recognized this several decades ago. He referred to this
system as the Verb Patterns and provided his classification of
English Verb Patterns. He was also a pioneer of lexical grammar.
Most of you may be familiar with his A Grammar of
English Words (published in 1938), and a couple of pamphlets,
On Lexicology and On a Learner's Dictionary.
Some English language educators in Japan have been rather
curious as to why many American TESOL people have been making so
much ado about the 'total physical response' concept.
Palmer
presented and practiced very similar ideas in Japan in the
1920s.
He presented such ideas in a book entitled English
through Actions (originally published in Tokyo in 1925).
Nowadays everyone is talking about the 'functional/notional
syllabus1. This 'new' concept is not new to us in Japan. Here
again, Palmer advocated 'notional categories' or 'notional category approach to language learning'. He even wrote a small book
entitled Conversational English and How to Learn It (1925),
in which he classified everyday English sentences and showed
them in categories of what he considered everyday situations and
functions.
(This book was also published in Tokyo.)
Palmer was a developer of 'pattern practice' (he called it
'substitution table drill').
He published the
Substitution
Table Book on both English and Japanese sentences. The Japanese sentence version was developed by Palmer and his Japanese
assistant for the United States Embassy in Tokyo. (The Embassy
asked Palmer to develop teachable material to be used in their
language course.
This was around 1930.)
The mimeographed
course material was taken back to the United States by some
American diplomats and military language officers.
When the
U.S. War Department started their ASTP program in Japanese, they
naturally borrowed, modified, and used this course material
originally developed by Palmer, with no knowledge of who the
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originator was. This technique was found to be very effective
in the Intensive Japanese Language Program, where even 'team
teaching' was done by American and native Japanese language
instructors. Among the graduates of those Japanese courses were
Donald Keene (Columbia University) and Edward Seidensticker
(formerly of the University of Michigan, now of Columbia University).
This shows that pattern practice is not entirely useless.
What I am suggesting is that we should be more careful not to
distort a particular advocate's concepts and theoretical principles in applying linguistics to language teaching, whether it
be first language acquisition or second language learning.
I
have given a few concrete examples of such ignorance and distortion.
7.
Researchers in various fields of linguistics tend to
exaggerate the advancements and strengths of their own theories.
Language educators tend either to blindly accept what is said or
to give up attempting to understand such theories.
Not every field of linguistics has been equally useful for the
language teacher. As was pointed out earlier in this presentation, generative grammar has been productive, but is quite
abstract, tentative, and has its own specific theoretical concerns.
Structural linguistics still has something to offer and,
therefore, should not be entirely abandoned.
Functional and
discourse syntax are interesting, but still sketchy.
Neurolinguistics cannot yet be appropriately applied.
The findings of
developmental linguistics are applicable mainly to first language acquisition.
American sociolinguistics has been mainly
subcultural, in that it has dealt with studies of dialects and
feminine usage, although recent analyses of polite usage and
nonverbal behavior are useful in courses in English as a foreign
language.
Contrastive studies of two languages and cultures are essential for providing data which identify the teaching and testing
points in foreign language class. Such studies presuppose the
equal advancement of the decriptions of comparable aspects of
the two languages and the existence of competent persons to
undertake the comparisons.
However, in Japan, we have not
reached this stage. Moreover, a great deal more development is
needed in the fields of contrastive semantics and rhetoric, both
of which have been somewhat neglected.
Error analyses are partially supported by contrastive studies
in efforts to understand some of the causes of students' mistakes.
Such studies are helpful for error prediction, as well
as for remedial teaching. But, somehow, the average language
teacher neither notes, accumulates, nor analyzes the linguistic
mistakes of students.
8.
Some American structural linguists, especially anthropological or ethnological linguists, were thoughtful enough not
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to ignore cultural phenomena which have some relationship to
language. They have used such terms as the extralinguistic, the
metalinguistic, the paralinguistic, the nonverbal component.
However, references to cultural examples in linguistic books by
such linguists are few and are often merely anecdotal, and lack
any systematic treatment.
To incorporate the 'culture' component in foreign language courses, we need to understand more
thoroughly the basic studies of the culture of native speakers
of the language being taught. Indeed, the lack of even general
retlex awareness of his own native culture by the native speaker
and the difficulty of organizing such cultural data have made
projects to incorporate such insights in language class difficult.
Some American structural linguists place cultural meaning
among the divisions of linguistic meanings; they say that within
the linguistic meaning there are lexical meaning, grammatical
meaning, and cultural meaning.
With regard to English as a
foreign language, descriptions of cultural meanings have, thus
far, been scarce. More studies of this aspect should be undertaken by cross-cultural specialists.
In fact, these should be
considered as urgent projects in this era of intercultural and
international communication and exchanges.
So much intercultural miscommunication frequently occurs. Some people might say
that I am entering the realm of extralinguistics.
Whether I am
or am not depends upon the definitions of 'linguistics' and
'applied linguistics'.
9.
I feel that foreign language teaching seems to be more
than applying linguistics in a narrow sense. It seems to me to
be applied sciences:
that applied linguistics for foreign
language teaching really means and includes the application of
related sciences, such as linguistics, psychology, sociology,
anthropology, brain studies, information theory, communication
theory, etc. to the teaching of foreign languages.
Even linguistics should expect to be broadly conceived. We
cannot afford to confine ourselves to a single narrow aspect of
linguistics forever.
Linguistics related to language behavior
and skill has yet to be explored and developed, and not only
related to first language acquisition, but related also to
second language learning.
In some aspects of foreign language teaching, insight and
intuition may be more important than knowledge and application
of linguistics and related sciences.
10.
Most English professors at teachers colleges or colleges of the humanities in Japan specialize either in (English)
linguistics, which is often either too theoretical or too classical, or in British or American literature.
Professors of linguistics or literature often serve as professors in TEFL, and
those who call themselves TEFL specialists tend to be only
superficially interested in teaching techniques.
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I feel that educators of language teachers should study more,
become more knowledgeable, and pay due respect to what our
predecessors have left for us. They should be more modest, less
innocent and ignorant. They should be more flexible and more
liberal minded.
Finally, foreign language classroom teachers can contribute,
consciously or unconsciously, to the advancement of linguistics
and applied linguistics and related disciplines by offering
those portions of data that cannot be explained or supported by
existing linguistic theories and principles, and by offering
their hypotheses or ideas to the more technical professionals as
the starting points for further study and research.

TRAINING ESOL TEACHERS:
THE NEED FOR NEEDS ASSESSMENT
Jack C. Richards and Nobuyuki Hino
University

of Hawaii at Manoa

We do not learn to know men through their coming
to us.
To find out what sort of persons they
are, we must go to them.—Goethe.
English is the world's second language. The vast international industry which is necessary to sustain the current status of
English includes millions of learners in classrooms around the
world, teachers, textbook writers, and publishers, as well as
those who service different sections of the industry.
Within
the category of support services, institutions of higher learning and teacher training colleges occupy a vital position.
Through teacher training programs of different sorts they are
partly responsible for the impact teachers have in contributing
to successful or unsuccessful language learning.
Although the
field of TESOL has expanded considerably to cater to the increasing demand for formal qualifications in TESL/TEFL as well
as for practical training in language teaching, the nature of
teacher training tends to be taken for granted by many of its
practitioners. As Fanselow and Light observe (1977:9):
Many who prepare teachers have not studied the field of
teacher preparation nor done any research in it; they have
studied and do research in other fields.
However, they
still seem to feel competent to prepare teachers.
There is consequently a relatively sparse literature on teacher
training in the major ESL/EFL journals.
In the main part it
consists of:
(1) descriptions of actual training programs and
the rationale behind them; (2) discussion of the value of particular training models, e.g. Competency Based Teacher Education;
(3) philosophical discussion of the assumed significance of
particular content areas, e.g. psycholinguistics, transformational grammar; (4) suggestions and descriptions of the skills,
312
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values, and knowledge it is believed teachers need.
There is
relatively little actual research or empirical data in the
literature, nor have the issues of evaluation or accountability
received much attention.
This paper addresses the issues of needs assessment, evaluation, and accountability in ESL/EFL teacher education.
We describe a study of expatriate teachers of English in Japan. The
study was partly motivated by the fact that this client group
provides a significant portion of students entering the Master
of Arts program in ESL at the University of Hawaii. At the time
of the study, the curriculum for the M.A. program was being
evaluated and revised, and the data reported here was relevant
to the evaluation process.
The study also raises more general
questions related to curriculum design for teacher education in
TESL/TEFL.

A study of expatriate teachers of English in Japan
Goals of the study
(a)
(b)
(c)

To obtain assessments of training needs from practicing
English language teachers in Japan who do not have
graduate training in TESL/TEFL.
To find out what sort of training EFL teachers in Japan
with training, have received.
To determine how relevant such previous training is
perceived to be in the light of the current professional responsibilities of EFL teachers in Japan.

Background information
English is taught in Japan via two main systems:
(1) English is studied at junior and senior high school by
most Japanese students for six years. Those entering
university generally study English for a further two
years.
The majority of English teachers at this level
are Japanese.
(2) The private sector.
English is taught in the private
sector through numerous private language schools and
programs, and some inhouse company programs.
The
majority of the teachers in these programs are expatriates.
Expatriate teachers of English in Japan include:
(a) trained EFL teachers who have chosen English teaching
as a career.
(b) native and nonnative speakers of English who have obtained employment teaching English in Japan. Some of
these are graduates in other fields who have chosen to
work in Japan for various reasons. Some are temporary
members of the profession. Some, however, have longterm commitments to the field of language teaching, and
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it is particularly from this group that many students
for M.A. programs in ESL/EFL are drawn.

Obtaining data on expatriate English teachers
Subjects.
Subjects were members of the Japan Association
of Language Teachers (JALT). This is a highly active language
teaching association which was founded in 1977 to serve the
needs of teachers of English in Japan, and was a response to the
growing professionalization of English teaching in that country.
The total membership in JALT is approximately 1600, of whom 55%
are Japanese.
JALT is an affiliate of the international TESOL
organization. Access was provided to the JALT membership list
and a questionnaire was mailed to 200 non-Japanese members. An
additional 50 copies of the questionnaire were distributed to
participants at the JALT convention held in Osaka in October
1982.
One hundred sixteen completed questionnaires were returned, a response rate of 58%. (See Appendix.)
The questionnaire.
The questionnaire was in four parts.
Part 1 concerned biographical data and institutional information; part 2 addressed job duties and classroom practices; part
3, which was for those without graduate training in ESL/EFL,
sought information on areas the respondents would like to study
within a graduate degree; part 4, which was completed by those
with graduate training in ESL/EFL, asked respondents to evaluate
the usefulness of areas they had studied.

Results
Part 1. Background information on the respondents (N = 116).
Nationalities: American 95, British 8, Canadian 2, Other 11.
Years teaching English: Mean x = 8 years.
Years in Japan: x = 8 years.
Type of institution respondents taught in:
College/University: 69
Private language school: 54
Private tutoring: 38
Business firm: 27
Senior high school: 12
Junior high school: 9
Type of student taught:
Beginning: 76
Intermediate: 105
Advanced: 70
Part 2 (a).
Current professional duties (N = 116).
This
was directed at what the teachers do in their current positions.
Respondents indicated under three categories:
'always/often',
'sometimes', and 'rarely/never', how often they engaged in par-
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ticular kinds of work. Means were calculated by scaling from 2
(always or often) to 0 (rarely or never). See Table 1.
Table 1.

Results by rank to the instruction:
Indicate what
you do in your present job (N = 116).

Rank
1. Teach speaking
2. Teach listening
3 . Prepare materials
4 . Use audiovisual aids
5. Design curriculum/syllabuses
6. Prepare tests
7. Teach writing
8. Teach reading
9 . Interpret test scores
10. Do administrative work
1 1 . Do research
12. Teach ESP
13. Train teachers
14. Use language lab
15. Write articles
16. Teach about English speaking cultures
17. Write textbooks
18. Teach literature

Mean
1.86
1.76
1.51
1.30
1.20
1.09
1.03
0.95
0.86
0.82
0.70
0.58
0.57
0.55
0.43
0.43
0.41
0.16

S.D.
0.38
0.50
0.56
0.69
0.74
0.75
0.74
0.73
0.79
0.78
0.73
0.74
0.66
0.78
0.62
0.62
0.65
0.46

Discussion.
The teaching of speaking, listening comprehension, and the preparation of classroom materials are shown to
be very important activities for all respondents.
This reflects
the fact that the majority of non-Japanese English teachers in
Japan are employed as conversation teachers. Literature is not
a subject typically offered in private language schools or
taught by non-Japanese teachers, nor is there a great demand for
ESP courses in Japan, according to these responses.
Part 2(b). Methods used.
The respondents were asked to
indicate which methods they most often used in the classroom
(see Table 2).
Table 2.

~
2.
3.
4.
5.
6.
7.
8.
9.

Responses to the question:
you use (N = 116).

Combination
Direct Method
Notional/Functional
Audiolingual
Total Physical Response
Community Language Learning
Cognitive-Code
Silent Way
Suggestopedia

Indicate which method(s)
Mean
1.86
1.22
1.22
0.88
0.82
0.58
0.55
0.32
0.17

S. ET.
0.36
0.70
0.72
0.72
0.74
0.67
0.70
0.59
0.45
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Discussion.
This question was included to determine the
methodological allegiances of foreign teachers of English in
Japan.
One of the functions of the Japan Association of Language Teachers is to upgrade the professional skills of its
members, and at JALT conventions and meetings there is a considerable exposure to competing schools of methodology.
Most
teachers are free to choose their own texts and methods, and
respondents indicate that eclecticism generally prevails.
The
relatively high use of direct method procedures reported probably refers to a vague awareness that the exclusive use of the
target language in the classroom (a necessity for non-Japanesespeaking teachers) was one of the tenets of the direct method,
rather than a widespread use of strict direct method principles
as such.
The term 'notional/functional' was probably unwisely
used here, since this refers not to a method but to a syllabus
model.
Many textbooks used in Japan cite notional/functional
principles of organization; hence responses to this item should
probably be interpreted to mean 'use of texts based on a notional/functional syllabus'.
Practitioners of other methods are
fewer.
Although Total Physical Response appears to attract
modest support, teachers using Total Physical Response in Japan,
according to presentations made at JALT conventions, treat it as
a technique, rather than a method, to be used occasionally when
appropriate.
Part 3.
Teachers without graduate training.
This section
of the questionnaire was addressed to teachers without graduate
level training in TEFL/TESL/applied linguistics, but included
respondents who hold a TESL/TEFL certificate or its equivalent
(such as the Royal Society of Arts Certificate in TEFL). Respondents were asked to indicate what sort of content areas
within an ESL/EFL teacher training program they would be most
interested in studying (see Table 3), and which teaching methods
they would like to learn more about (see Table 4). Areas which
would not be self-explanatory to an untrained teacher were
briefly described (e.g. sociolinguistics—the relationship between language and society/culture; discourse analysis—the
organization of oral and written language; second language
acquisition—how people acquire a second or foreign language).
From the total of 116 respondents in the sample, 75 were eligible to answer this section of the questionnaire.
Discussion.
Respondents to this section were all experienced classroom teachers, yet further training in the teaching
of speaking, listening, materials writing and adaptation, curriculum and syllabus design, and the use of audiovisual aids, were
all given high priority.
Practice teaching, however, was not
thought to be so important for these respondents since they
already have considerable teaching experience. Some respondents
added comments disavowing any interest in theoretical courses:
'I would not be interested in any theoretical courses.
I am
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Table 3.

1
2
3
4
5
6
7
8
9
10
11
12 .
13
14
15 .
16
17
18 .
19
20 .
21
22
23
24
25
26
27
28
29

Teaching of listening
Teaching of speaking
Second language acquisition
Materials writing/selection/adaptation
Curriculum/syllabus design
Use of audiovisual aids
Psycholinguistics
Sociolinguistics
Teaching of writing
Teaching of reading
Classroom management techniques
Error analysis
Practice teaching
Teacher training
Language testing
Discourse analysis
English grammar and how to teach it
Administration
Phonology / phonetics
English for specific purposes
First language acquisition
Use of language lab
Contrastive analysis
Varieties of English
Theoretical linguistics
Bilingual education
History of language teaching
Statistics and research
English literature

Table 4.

1
2
3
4

5
6
7.
8

Results by rank to the question: If you were to
study in an MA program in TESL/TEFL, which areas
would you like to study? (N = 75).
Mean
1.80
1.73
1.62
1.43
1.27
1.27
1.25
1.24
1.13
1.11
1.11
1.10
1.08
1.01
0.98
0.90
0.88
0.84
0.84
0.83
0.82
0.73
0.73
0.64
0.61
0.57
0.44
0.42
0.36

S.D.
0.51
0.57
0.56
0.69
0.75
0.71
0.73
0.74
0.72
0.76
0.75
0.71
0.88
0.81
0.76
0.71
0.76
0.80
0.71
0.80
0.77
0.75
0.79
0.70
0.72
0.65
0.64
0.65
0.64

Results by rank to the instruction: Indicate whic:
method(s) you would like to study (N = 75).

Notional/Functional
Total Physical Response
Cognitive-Code
Community Language Learning
Direct Method
Suggestopedia
Silent Way
Audiolingual

Mean
1.45
1.26
1.25
1.15
1.06

0.90
0.85
0.77

S.D.
0.64
0.76
0.73
0.79
0.84
0.77
0.76
0.79
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only interested in things that could be used tomorrow.1, 'I
would have little interest in theory and research per se.
I
would want to concentrate on the practical application of theory
and research.' Other viewpoints were also expressed: 'I would
be more interested in learning fundamental information about
English and about language teaching and learning, than in learning about particular applications of that information.',
'I
would welcome a course which takes a broad theoretical approach.'
Despite reservations from particular respondents, some courses
with a theoretical orientation were ranked of relatively high
priority, i.e. second language acquisition, psycholinguistics.
Theoretical courses ranked of low priority included: phonology/
phonetics; contrastive analysis; theoretical linguistics.
We
cannot be sure, of course, precisely how much respondents understood of the content of such courses in assigning them ratings.
Evaluations by graduates who have taken such courses enable a
better appreciation of their relevance.
Part 4.
Teachers with graduate training.
This was addressed to teachers who have already studied in a graduate
degree program in TESL/TEFL or applied linguistics. Forty-one
respondents from our total sample of 116 were eligible to complete this section of the questionnaire.
Thirty-four respondents held M.A. degrees from American universities, 1 from a
British university, 1 Canadian; 2 held American Ph.D.s, and 2
respondents had completed course work but had not yet graduated;
1 did not indicate. The average number of years since graduation was 7- Table 5 indicates the percentage of the respondents
who took course work in particular subjects or areas as part of
their graduate training.
Respondents were asked to indicate (1) what subjects they
studied; (2) how useful the areas studied were, in the light of
their current responsibilities in the field.
Discussion.
Table 5 is an interesting indication of how
teacher-trainers in the United States have viewed the needs of
ESL/EFL teachers. The six most frequently studied subjects deal
exclusively with language analysis and applied psycholinguistics
(phonology, transformational grammar, structural linguistics,
second language acquisition, contrastive analysis).
Less than
three-quarters of the sample had received practice teaching
experience, and even fewer had received training in the writing,
selection, and adaptation of materials, testing, curriculum, or
syllabus design.
It is not surprising that a senior official of
the Japanese Ministry of Education remarked to one of the
authors recently, 'Given a choice, we would prefer to have
British rather than U.S. trained English teachers in Japan. The
average American teacher cannot handle the classroom situation.'
The American view of priorities is reflected in a comment by
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Table 5. % of respondents who studied given subjects
(N = 41).
Rank

Subject /area

% who took course
work in this area

1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.

Phonology/ phonetics
Transformational grammar
Structural linguistics
Second language acquisition
First language acquisition
Contrastive analysis
Teaching of speaking
Teaching of writing
Teaching of listening
Teaching of reading
Sociolinguistics
Method analysis
Psycholinguistics
Practice teaching
Traditional grammar
Error analysis
Semantics
Materials writing, selection,
adaptation
Language testing
History of language teaching
Curriculum/syllabus design
Use of audiovisual aids
Pedagogical grammar
Varieties of English
Classroom management
Discourse analysis
Statistics and research
Bilingual education
Use of language lab
English literature
Teacher training
English for specific purposes
Administration

97
95
92
88
85
84
79
79
76
76
75
73
73
72
70
68
66

19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.

63
63
58
58
57
56
52
47
46
46
45
43
42
27
24
12

Diller (1977) in which he offers a justification for rejecting a
competency-based education model:
The professional teacher of English as a Second Language
needs pedagogical training to be a teacher, and academic
training in English language and linguistics to be a professional in our field.
But of the two, there is a certain
priority for English language and linguistics, for a decision on the nature of language and on the psycholinguistic
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mechanisms of language acquisition will determine to a large
extent our decision on the principles and methods of teaching.
The fact that transformational grammar, phonology/phonetics,
and structural linguistics were studied by almost all respondents reflects the fact that most ESL programs in the United
States are affiliated with and often directed by departments of
linguistics. Many M.A. ESL curricula consequently tend to look
like watered down linguistics degrees. In a survey of American
and British teacher training programs, Acheson (1977:73) noted:
The lack of concern with such educational matters as
competency and performance in the classroom is partly explicable by the fact that only about ten of America's 50
TESOL departments appeared to be affiliated to schools, departments, or colleges of education. The remaining 40 were
attached to departments of linguistics, English, foreign
languages, speech, or other administrative units in the academic institutions.
Furthermore in many cases, it is surmised that the preparation of teacher educators in the TESOL
teacher preparation programs has been exclusively in linguistics, rather than in education and/or the teaching
of ESOL.
Table 6 indicates how useful respondents found particular
subjects or areas they studied, in view of their professional
responsibilities in Japan.
Since most expatriate EFL teachers
in Japan are employed as conversation teachers, it is not surprising that courses relevant to this goal (phonology/phonetics,
teaching of speaking, teaching of listening) were found to be
more useful than courses related to other skills. Phonology was
rated a very low priority by those without graduate training (x
= 0.84, Table 3), yet found to be quite useful by those who had
studied it (x = 1.32).
Despite Diller's plea, structural linguistics and transformational grammar were not found to be useful, however. The teachers in this study, like most classroom
teachers, judged the value of their training in terms of its
practical
application
and
effectiveness.
The
correlation
between courses studied and their usefulness in the field was
only .367 (p < .05, Spearman's rank coefficient). Clearly, many
of the respondents felt they were short changed, but none more
strongly than the bitter teacher who added:
I deeply regret the time I wasted on transformational generative grammar and generative phonology. Discourse analysis
is overrated as to its usefulness.
If I had to do it over
again, I would attend a British university for an M.A.
I
think the American TESL establishment has an inferiority
complex vis-a-vis theoretical applied craft.
Or is it just
a lot of empire building and greedy pushing and shoving?
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Table 6. Responses to: Indicate how useful the courses you
studied were in view of your present jobs (N = 41).
Rank
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.

Subject/area
Practice teaching
Classroom management
Second language acquisition
Materials writing/ selection/adaptation
Method analysis
Phonology/ phonetics
Teaching of speaking
Curriculum/syllabus design
Teaching of listening
Pedadogical grammar
Psycholinguistics
Language testing
Error analysis
Teaching of reading
Contrastive analysis
Discourse analysis
English for specific purposes
Teacher training
Use of audiovisual aids
Sociolinguistics
Teaching of writing
First language acquisition
Structural linguistics
Varieties of English
Traditional grammar
Semantics
Administration
Transformational grammar
History of language teaching
Use of language lab
Statistics and research
English literature
Bilingual education

Mean
1.62
1.42
1.40
1.38
1.35
1.32
1.32
1.25
1.23
1.21
1.20
1.19
1.14
1.13
1.12
1.10
1.10
1.10
1.04
1.03
1.03
0.94
0.91
0.90
0.85
0.84
0.80
0.71
0.69
0.66
0.61
0.47
0.38

S.D.
0.61
0.59
0.63
0.62
0.61
0.68
0.77
0.77
0.76
0.77
0.70
0.62
0.69
0.76
0.72
0.71
0.70
0.70
0.62
0.70
0.78
0.62
0.75
0.68
0.74
0.76
0.40
0.75
0.54
0.66
0.67
0.60
0.67

Conclusions.
According to B. Othanel Smith (quoted in
Fanselow and Light 1977:5), in training teachers it is necessary
to:
(a)
(b)
(c)
(d)

analyze the job of teaching into the tasks that must be
performed;
specify the abilities required for the performance of
these tasks;
describe the skills or techniques through which the
abilities are expressed;
work out training situations and exercises for the
development of each skill.
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The procedures Smith advocates follow principles used in curriculum development in many areas of language teaching, namely,
needs
identification,
skills
identification,
specification
of
objectives, and methodology.
Judging from the data reported
here, however, many ESL teacher training practices have evolved
from very different assumptions, with an emphasis on the development of knowledge, principles, and theoretical paradigms at
the expense of training in skills and competencies. Despite the
limitations of the present study (the sample size is small and
detailed information is lacking in some areas), it suggests the
need for more broadly based empirical studies of teacher behaviors and teacher needs, as a basis for the development and
validation of more relevant models of ESL/EFL teacher training.

APPENDIX
The Questionnaire
This questionnaire is designed to obtain information about the
needs of English language teachers in Japan, both those who have
never studied in an M.A. (or Ph.D.) program in TESL/TEFL (Teaching English as a Second/Foreign Language) and those who have.
The information obtained will be used to help ensure that TESL/
TEFL programs meet the needs of English language teachers.
Section I
Your nationality . . .
Degrees or certificates obtained, if any.
(E.g. B.A. in
history, TESL diploma) . . .
3. Number of years of experience in teaching English (as a
second/foreign language) . . .
4. Number of years in Japan . . .
5. If you are a teacher, please indicate your present teaching
position. Check as many as applicable.
( ) junior high school
( ) senior high school
( ) college/university
( ) private language school
( ) business firm
( ) private tutoring
( ) other . . .
What level of students do you teach? Check as many as applicable.
( ) beginning
( ) intermediate
( ) advanced
1.
2.

Section II
(a) Indicate what you do in your present job(s) by marking the
proper number for 'always or often' (1), 'sometimes' (2), 'rarely or never' (3).
1. Teach listening. ( )
2. Teach speaking. ( )

The need for needs assessment / 323
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.

Teach reading. ( )
Teach writing. ( )
Prepare materials for my own use. ( )
Use language lab. ( )
Use audiovisual aids other than language lab (e.g. tape
recorder, OHP). ( )
Prepare tests. ( )
Interpret test scores. ( )
Teach English for specific purposes (e.g. English for
science, English for business). ( )
Teach literature. ( )
Teach courses about English-speaking cultures. ( )
Write textbooks. ( )
Design curriculum/syllabus. ( )
Do research on language learning/teaching. ( )
Write articles for publication. ( )
Do administrative work. ( )
Train teachers. ( )
Other: . . . ( )

(b) Indicate which method(s) you use:
'sometimes' (2), 'rarely or never' (3).
Direct Method. ( )
Audiolingual Method. ( )
Notional/Functional. ( )
Cognitive-Code. ( )
Silent Way. ( )
Community Language Learning. ( )
Suggestopedia. ( )
Total Physical Response. ( )
Combination of different methods. ( )
Other: . . . ( )

'always or often' (1),

(c) Other relevant information, if any:
Section III
This section is for people who have never studied in an M.A.
(or Ph.D.) program in TESL/TEFL or applied linguistics. If you
have already studied in an M.A. (or Ph.D.) program in TESL/TEFL
or applied linguistics, please skip this section and go to Section IV. If you have a TESL/TEFL certificate or its equivalent
(e.g. RSA) but not an M.A., please answer this section rather
than Section IV.
(a) If you were to study in an M.A. program in TESL/TEFL,
which areas would you like to study?
Indicate the priority of
each item by marking the proper number for 'high priority' (1),
'moderate' (2), 'low priority' (3), 'not sure' (4).
1. Teaching of listening. ( )
2. Teaching of speaking. ( )
3. Teaching of reading. ( )
4. Teaching of writing. ( )
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5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.

Theoretical linguistics. ( )
English grammar and how to teach it. ( )
Phonology/phonetics. ( )
Materials writing/selection/adaptation. ( )
Use of language lab. ( )
Use of audiovisual aids other than language lab (e.g. tape
recorder, OHP). ( )
Language testing. ( )
English for specific purposes (e.g. English for science,
English for business). ( )
English literature. ( )
Sociolinguistics (relationship between language and culture/society). ( )
Discourse analysis (organization of oral and written language). ( )
Psycholinguistics (psychological aspects of language and
language learning). ( )
First language acquisition (how children acquire mother
tongue). ( )
Second language acquisition (how people acquire second/
foreign language). ( )
Error analysis (cause and significance of errors). ( )
Contrastive analysis (comparing and contrasting the grammar
and phonology of English with those of another language).
( )
Varieties of English (study of American English, British
English, and other native and nonnative varieties of English). ( )
History of language teaching. ( )
Classroom management techniques. ( )
Practice teaching. ( )
Bilingual education. ( )
Curriculum/syllabus design. ( )
Statistics and research design. ( )
Administration of language teaching program. ( )
Teacher training. ( )
Other: . . . ( )

(b) Indicate which method(s) you would like to study by marking the proper number for 'high priority' (1), 'moderate' (2),
'low priority' (3), 'not sure' (4).
Direct Method. ( )
Audiolingual Method. ( )
Notional/Functional. ( )
Cognitive-Code. ( )
Silent Way. ( )
Community Language Learning. ( )
Suggestopedia. ( )
Total Physical Response. ( )
Other: . . . ( )
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(c) Other relevant information, if any:
Section IV
This section is for people who have already studied in an M.A.
(or Ph.D.) program in TESL/TEFL or applied linguistics. If you
have never studied in an M.A. (or Ph.D.) program in TESL/TEFL or
applied linguistics, please do not answer this section.
(a) When and where did you obtain your degrees in TESL/TEFL
(or applied linguistics)?
M.A.
Year . . .
University . . .
Ph.D.
Year . . .
University . . .
Currently enrolled
University . . .
Left the program before getting the degree
Year . . .
University . . .
(b) Indicate which of the following areas you studied in your
courses and their usefulness in your present job(s) by marking
the proper number for 'very useful' (1), 'fairly useful' (2),
'not very useful' (3), 'did not study1 (4).
1. Teaching of listening. ( )
2. Teaching of speaking. ( )
3. Teaching of reading. ( )
4. Teaching of writing. ( )
5. Traditional grammar. ( )
6. Structural linguistics. ( )
7. Transformational grammar. ( )
8. Semantics. ( )
9. Pedagogical grammar. ( )
10.
Phonology/phonetics. ( )
11. Materials writing/selection/adaptation. ( )
12.
Use of language lab. ( )
13.
Use of audiovisual aids other than language lab (e.g. tape
recorder, OHP). ( )
14. Language testing. ( )
15. English for specific/special purposes. ( )
16.
English literature. ( )
17.
Sociolinguistics. ( )
18.
Discourse analysis. ( )
19.
Psycholinguistics. ( )
20.
First language acquisition. ( )
21. Second language acquisition. ( )
22.
Error analysis. ( )
23.
Contrastive analysis. ( )
24.
Varieties of English (study of American English, British
English, and other native and nonnative varieties of English). ( )
25.
History of language teaching. ( )
26.
Classroom management techniques. ( )
27.
Practice teaching. ( )
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28.
29.
30.
31.
32.
33.
34.

Method analysis (analysis of Audiolingual, Cognitive-Code,
Silent Way, e t c . ) . ( )
Bilingual education. ( )
Curriculum/syllabus design. ( )
Statistics and research design. ( )
Administration of language teaching program. ( )
Teacher training. ( )
Other: . . . ( )

Note
An earlier version of this paper was presented at the Japan
Association of Language Teachers International Conference on
Language Teaching/Learning, October 9-11, 1982, Osaka, Japan.
We are grateful to Thomas N. Robb, Executive Secretary of JALT,
for considerable assistance in administering the questionnaire,
to members of JALT who participated in the study, to Celia
Roberts for the Goethe quotation, and to Michael Long for comments on the earlier version of the paper.
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PREPARING COLLEGE AND UNIVERSITY INSTRUCTORS
FOR A LIFETIME OF TEACHING:
A LUXURY OR A NECESSITY?
Wilga M. Rivers
Harvard University

The state of affairs in foreign-language

teacher

training.

In the 1960s, some language teaching experts moved out of the
language departments to strengthen teacher training in colleges
of Education; others remained in the language departments, which
increasingly took the name 'Language and Literature' departments, as an insistence on their true identity. A few language
teaching experts accepted joint appointments in Education and
Language or Linguistics.
Later, some of the leading education
schools declared that their task was not training teachers (some
professors even questioned whether teachers could be trained).
The latter turned more and more to a preoccupation with Research
and Administration (preferably Higher). The language departments, on the whole, were willing to accept the challenge this
change of attitude posed and train their concentrators themselves for secondary teaching, believing, quite rightly, that a
teacher trainee needed a strong subject-matter background (in
this case, knowledge of the language and its cultural context,
which at this time was considered synonymous with its literature).
Most of this teacher-training activity in the departments was
at the undergraduate level. This was acceptable to the senior
professors because, for the most part, they did not have to
involve themselves with it.
They were too busy with their
graduate seminars and thesis advisees to enquire about a little
'education' creeping into a liberal arts department.
But what about their graduate advisees—those future college
and university professors?
These clearly had no time for such
unnecessary activity as teacher training. They would know, it
was maintained, how to teach when the time came, as Socrates,
Erasmus, and the senior professors themselves had done in their
time.
327
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This attitude toward preparation for a career of teaching has
by no means disappeared. In the handful of departments where
training in teaching for future language and literature professors (and now occasionally culture and civilization professors)
is taken seriously, it is built into the structure of the Ph.D.
program, with full-credit courses at graduate level, supervision, and guidance in daily teaching.
Continual vigilance is
necessary, however, to maintain its status in the program. In
some places such courses, once instituted, are voted in and out
of the department with yo-yo-like regularity—at least, as
courses for Ph.D. credit. And, if there is no credit, who will
take them seriously?
There is always another course in the
Golden Age, symbolist poetry, or literary theory which must be
included in the number of credits the student has to accumulate
before the thesis may be written.
When the thesis is being
written, and the advisee enthusiastically recounts some successful innovation in teaching, the reception, as often as not, is a
cold 'Oh! so that's why your thesis isn't finished yet!'
The question of preparing college and university instructors
for a lifetime of teaching is as live as ever.
At the 1982
annual meeting of the Modern Language Association, the president, Wayne Booth of the University of Chicago, deplored the
neglect of introductory instruction in language and literature
in our institutions. The teaching of these courses, he pointed
out, is delegated to 'our underpaid part-timers, our exploited
[teaching assistants] (many of them just out of college themselves), at best our assistant professors who are told, sometimes without even an effort at euphemism, that the road to
promotion is not to teach well but to get that book out.'
The
problem, he continued, goes beyond beginning students' being
taught by beginning teachers, who are given 'impossible' course
loads; 'we have compounded the felony by providing for those
beginners no orientation, little or no inservice supervision or
exchange with experienced teachers, and no hope for any recognition of a job well done.'l
And this problem goes far beyond
beginning classes.
Young teachers tend to teach as they were taught and, without
a systematic introduction to a wide array of ideas, they inevitably reflect the attitudes and implicit assumptions they absorbed from their college and university professors.
Here I am
speaking not only of techniques or classroom behavior, but also
of the structure of undergraduate and graduate programs, the
selection of course content, and the approach to teaching for
specific types of courses.
With benign neglect the system
becomes self-perpetuating.
What do the younger faculty think?
To gather fresh ideas
from those involved in college and university teaching, I circulated a questionnaire to a small sample, 2 but one which was
widely representative of programs around the country. In the 44
responses received, 41 undergraduate colleges were represented,
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from large state institutions like Michigan and UCLA and Ivy
League schools like Harvard and Columbia to small liberal-arts
colleges like Carthage, Principia, and Anna Maria.3
The respondents had attended 32 graduate schools, ranging from Wisconsin, Texas, and Rutgers to Princeton, Stanford, Arizona, Nebraska, and Florida.4
They presently teach five languages and
literatures: French (25), Spanish (14), Italian (5), English as
a Second Language (3), German (3). Some teach two languages
(Spanish and Italian, or Spanish and ESL). They had taught for
an average of 8 years, ranging from one year to 26 years (this
included their teaching as graduate students and, in a few
cases, previous high school experience.)
Since the preparation of college and university teachers
begins with the undergraduate degree, if not earlier, I sought
their views on their experiences at that level, as well as at
the graduate level, and their perceptions of the present situation in their departments.
Their responses were thought-provoking, even poignant, and certainly outspoken.
Appended to
this article is a selection of responses which deserves more
than cursory consideration.
Responses were very diverse and touched many bases. However,
the following features were repeatedly mentioned.
The undergraduate program.
Aspects of the undergraduate
program which respondents remembered as most valuable to them
were language courses, at all levels and with a variety of
orientations (24); close contact with professors who not only
inspired them but took a genuine interest in them and their
development (10); the great benefit they derived from a year's
stay in the country where the language was spoken (10); the
general humanities training; extensive reading in broad areas of
literature and courses in those areas which encouraged student
participation and involvement (10); and opportunity to investigate another culture and civilization (7).
What they would like to have added at the undergraduate level
provides in part a mirror image of those things others found
most valuable: some would have liked more language classes than
were offered (15), as well as more culture and civilization
classes (14), and an obligatory period of study abroad (6).
There was a strong feeling that more interdisciplinary study
should have been encouraged (12), while some regretted the lack
of courses in linguistics (7) and teaching methods (5).
Graduate program.
At the graduate level, students remembered with most appreciation opportunities to teach language
classes (12) and supervision of and training in teaching (13).
Others remembered the quality of courses in literature and
literary theory (8) or linguistics (9).
Three spoke of what
they had learned in advanced language courses (syntax, conversation, and stylistics), which is indicative of the paucity of
such courses at this level.
Three others had derived great
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value from a period of study abroad. For lacunae, those who had
not had a course in methods of teaching and had not received
adequate supervision of teaching (18) were more numerous than
those who reported that they had; and they clearly regretted
this omission. Many had felt a lack of faculty interest in and
concern for their development and for their future, both during
their graduate years and later (10). Some would have liked more
language study (6), others more study of the culture of speakers
of the language (5) and more opportunities for interdisciplinary
study (4). Others had found their graduate program narrow and
inflexible (3).
When asked what should be added to graduate programs, 28 felt
that courses in the methodology of language and literature
teaching and in psycholinguistics and language acquisition
should be regular features of the program, or, at the very
least, there should be proper supervision of teaching, along
with opportunities to observe the classes of others.
A. diversity of other proposals were made, but none with the emphatic
support of this one. These respondents clearly saw such preparation as a necessity, not a luxuryMore courses in linguistics (5), culture and civilization (4), and advanced language
(4) were proposed, as well as some guidance in using computers
and other media (4) and in writing for publication (3). Others
made concrete proposals for broadening the scope of the program
beyond literary studies (6). Four felt that s.tudy abroad should
be an essential feature of the graduate program.
(Others, no
doubt, had been abroad at the undergraduate level.)
When it came to a question on the central message this paper
should carry about the realities of the present-day situation,
the morale problem came very much to the fore. Respondents felt
there was an unhealthy gap in the departments between language
and literature—a gap for the students to leap from intermediate
language courses to their first literature courses, and a gap
between language and literature instructors in prestige, work
loads, departmental attention to needs and problems, and the
rewards of tenure and promotion.
Some pointed to the lack of
courses on the teaching of literature.
Other gaps pinpointed
were between students and instructors of different languages
within the same institution and even within departments of
modern languages or Romance languages, between high school and
college programs and personnel, and a most regrettable gap
between junior and senior faculty in the departments. They also
emphasized the debilitating effects of job insecurity.
These mainly junior faculty members felt there was a general
malaise in the departments due to a number of factors: lack of
prestige for languages within the colleges and universities
themselves and the need to defend, and even fight for, what they
had to offer; a shrinking student body in some departments
(though some reported heavy language enrollments); inflexible
programs and the absence of a spirit of innovation; lack of
interdisciplinary contacts and collaboration; undervaluing of
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good teaching and the leaving of most of the language work, even
its organization, to junior faculty.
The latter, they considered, were overburdened with classes, preparation, and correction, and then readily dispensed with, because their attention
to the volume of work good language teaching requires had prevented them from writing fresh and insightful articles on literary subjects—that 2015th article, as one respondent put it, on
symbolism in Baudelaire.
They identified as exacerbating factors staff cutbacks; the loss of excellent teachers to other
professions; and a general sense of defeatism and isolation.
All this came from what is, in the main, a young group of respondents who are dynamic and enthusiastic.
Fortunately, at
least one spoke of a sense of excitement among language teachers, because the field is changing rapidly, and of opportunities
to experiment and innovate, and another cited 'fine enrollments'
at her school.
It is evident there is much work to be done to restore the
confidence of junior faculty. All of the problems cited must be
tackled eventually and most with some urgency.
What can we do?
Let us look now at the most frequently
voiced request of the respondents—for thorough training in the
teaching of language, literature, and culture and experience in
innovative teaching and course development, with sympathetic
supervisory help in their early teaching years.
As my respondents so clearly emphasized, content cannot be
separated from theory and technique in teacher preparation. In
the language department, this means opportunities for all future
teachers to bring their control of the language they will teach
to a high level, both in speech and in writing, which subsumes
comprehension of sophisticated material whether in aural or
graphic form. Furthermore, students need a thorough acquaintance with the contemporary cultural context within which meanings are being expressed (an area unfortunately still much
neglected in the departments), as well as familiarity with
discourse modes and moves, both verbal and nonverbal (an aspect
of language use that is even less frequently taught).
For the
development of a high level of language control, departments
need to institute living language courses at the advanced undergraduate level)—courses where language is studied and used as a
whole while students work with interesting content, not desiccated and dissected like an inert, unresponsive mass. 5
Certainly, students need a solid knowledge of the literature,
philosophy, history, and economic and political realities of the
areas where the language is spoken (and this study should not be
limited to the original metropolis, wherever that may be).
These are areas of study less frequently neglected than advanced
language courses.
For the departments of the present and
future, however, our students need more than these traditional
studies.
They need some familiarity with anthropology, sociology, sociolinguistics, and crosscultural studies, semiotics,
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art, and music—all studies that can help the student to understand how a culture has developed, lives on, and evolves. These
fields have been much neglected in language and literature
departments but can be no longer. This kind of preparation will
make study abroad more than Harvard in Haiti. It will prepare
students to draw the maximum of perceptive appreciation of the
culture from periods of living in their homes with speakers of
the language.
It will also help them with the accompanying
research projects that require them to go out into the community
and communicate with native speakers, not trained in linguistics, who speak and act in completely authentic ways.
Under content, I also include the exploitation of content in
the development of interesting and stimulating courses. Graduate students should have the experience of participatory programs, where they work side by side with their professors in
exploring content through a free exchange of ideas.
Through
this participation they will come to see the potential of such
content for courses of their own devising when they themselves
are the teachers.
If their professors also incorporate modern
media to bring added reality to the discussions, students will
not be timid at a later stage about making use of such aids
themselves.
As the next step comes a wide-ranging course in methods of
teaching languages, literatures, and cultures, where students
debate the theoretical underpinnings, rationale, and practical
application of many approaches and many aspects of their task.
Through a cooperative, supervised apprenticeship where they are
involved in course development, teaching, and testing, they
prepare to try their wings in developing courses themselves to
meet special interests of students at various levels.
In this
they will have the helping hand and encouragement of the course
head or coordinator.
The future orientation of undergraduate and graduate programs
will be in the hands of the future professors who are presently
preparing themselves in our departments.
It is easy for the
young to create new structures (they have the will and the
energy for it), but a forward-looking apprentice faculty must be
given opportunities to experiment or participate in experimentation early in their preparation. Later, they must be permitted
and encouraged to try new paths as assistant professors, in the
expectation of being rewarded for their efforts.
The emphasis in the training of future faculty should be on
the development of the initiative and personal teaching style of
the instructor. There should be no stifling imposition of someone else's convictions on young instructors, beyond an initiation into well tried techniques that give the neophyte a sense
of confidence and control while mastering classroom management.
Unfortunately, such preparation remains a pipe dream without a
radical (my respondents would say cataclysmic) transmutation of
the present approach to students and programs in most depart-
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merits. In two previous articles, in 1972 and 1981, I called for
just such a modernization and change of direction.6
The points I made in those two articles are still valid.
Departments need to think carefully about ways of presenting
language to each new generation of students, whose needs and
approaches to learning are not those of their fathers and
mothers. They need to develop programs that prepare students to
use language in new circumstances and varied careers.
The
junior faculty and our graduate students (our future teachers in
training) are willing and ready to think and plan in new ways.
Let us heed their voices and encourage and reward their initiative.
APPENDIX
Quotations from responses to Rivers questionnaire on Preparation of College Teachers (1983)
UNDERGRADUATE PREPARATION:
(1) What aspects of your undergraduate program now seem most
valuable?
1.
Survey courses requiring extensive reading (for familiarity with general canon of French literature). General philosophy and civilization courses (humanities background).
2.
Beginning French from scratch at college level: taking
full language series without interruption or pause; the energy
and enthusiasm which characterized the language presentation;
the daily writing assignments and their careful grading; the
necessity of being actively involved in classes both of language
and literature, i.e., insistence on participation, attendance;
the opportunity of studying in France.
3. Personal attention, encouragement, recognition.
4. The most valuable aspect of my undergraduate program was
the frequent and absorbing contact I had with one erudite
professor who engaged me in a four-year Socratic exploration of
the meaning of education. He happened to be a historian.
5. Junior year abroad. Literature seminar for seniors who
had studied abroad. Breadth of the faculty and their approachability.
6. Participating in the Junior year abroad program for a year
in Madrid was an extremely valuable experience. Besides immersion in the vernacular and life-style, my academic interests
were deepened in literature and art (frequent visits to the
Prado!).
7. Perhaps the most valuable aspect, in my case, was that I
was assigned a very good and helpful advisor. At the time I was
quite confused as to what to major in. He helped me decide and
pointed out to me the advantages of choosing Spanish over French
(I started as an Economics major, and then a French major...and
finally a Spanish major.)
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8. The personal attention paid to me by several professors,
the consistent high quality of instruction.
9. NONE! MY undergraduate program was terrible! None of the
professors spoke Spanish in the class.
10.
The rigidity, lack of flexibility, and poor pedagogical
insight of the French system at the time (has it changed?) has
forever marked my own teaching. I always know what is not to be
done.
(2) What should be added to a language concentrator's program?
11.
Generally, it seems to me that more interdisciplinary
connections need to be made in order to help these students make
decisions about careers, priorities, likes and dislikes.
E.g.,
how a concentrator can pursue, connect with work in other
fields.
If they wish to teach in the university (and too
often this is a decision by default instead of one actively
chosen), then they should be encouraged to widen their overall command of the field—i.e., they should have at least two
languages, a basic literary cultural foundation in each, and
some kind of seminar/workshop where they can make connections
for themselves (I mean connections among ideas!) re teaching
vs. business vs. whatever.
12.
Broader basis.
We should recognize that very few FL
undergraduates will become graduates or, heavens forbid, colleagues.
We must provide better for students with alternative
career goals. We should deal with materials and topics outside
the traditional upperclass concentrations in
literature/language, provide more courses/readings in the other arts/social
sciences in the
target
language
(culture/civilization)
to
attract and keep students.
This—in the best liberal studies
tradition.
Avoid too narrow a vocational orientation, howto courses, e . g . , 'Spanish for Policemen,1 'French for Lovers,'
unless integrated within a broad humanistic curriculum in the
target language.
13.
Towards the end of my undergraduate training, I studied
for a year in France, and discovered that my preparation was
fundamentally very sound, but also extremely 'academic'. Explicating a poem is not the same thing as calming an angry cafe
owner, or defending oneself after a minor car accident in the
street.
My vocabulary was restricted to a single, specifically
intellectual level.
The program., .was wonderfully 'lively1, but
not entirely 'living'.
There were no films, no brief glimpses
of 'argot', no excursions into scenes from present-day culture.
14.
Not enough emphasis is placed on twentieth-century
culture. I would recommend two semesters of culture courses,
one of which would have to be on the target culture in the last
ten years.
For too many teachers, the target culture is a
dead culture which exists only in books.
The vitality of
present-day France, I feel, is very often overlooked. How can
we expect our students to be interested in France, if we do not
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show its importance in the world today?
I would also make
travel abroad obligatory for one semester or a summer.
15.
The language major course requirements should include
courses such as business, computers, history, politics, and the
like to allow the undergraduate major to apply for jobs that
make use of his/her language skills in conjunction with some
applied (practical) skills (international management, business,
computer programming, e t c . ) . Up to now, most language graduates
were only skilled for one area, teaching. Our programs should
prepare them for the realities of today's world—for international companies doing business in the U.S.
16.
Conversation courses on everyday, practical topics. Film
courses.
Courses (or mini-courses) on interpreting the new
media (includes shortwave radio and newspapers and magazines) from foreign countries.
Courses on Hispanics in the
U.S.
17.
(a) De-centralizing the foreign language teacher as the
center of 'detraction' and developing a classroom language
environment of student independence and interdependence and
interaction.
(b) Stressing and developing as a component for life the art
of social interaction and of public presence in self-expression.
This skill is easily applied to other courses.
(c) Stressing the 'communicative competence' approach.
(d) Stressing the realistic relationships between foreign
language competence and other concentrations for employment
after graduation.
It is also important here to inform students
early in their language study about the opportunities of
combining foreign languages with other career specializations.
(e) Encouraging students to study one semester or one year
abroad.
GRADUATE PREPARATION:
(3) What aspects of your graduate school program now seem
most valuable?
18.
Intellectual discipline of course work, thesis; opportunity to study abroad; introduction to currents of contemporary
thought and criticism; emphasis on independent study, research,
thinking; access to resources—library, faculty, lectures, etc.
19. Small group of students, known by all professors; courses
much more useful because they were broader in range than undergraduate courses. Teaching was an integral part of the program.
There was a large degree of supervision in the program which was
very helpful.
Although the program was basically rigid, ultimately I was able to carve out the kind of thesis and interdisciplinary program I wanted.
20. Courses and seminars which developed a sense for research
methodologies and gave practical experience in scholarship.
Development of collegial relationships with faculty with whom I
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worked.
Camaraderie with other graduate students, now colleagues.
21.
Extensive reading required in most courses—the opportunity to broaden acquaintance with the whole scope of the
national literature, history.
(4) What was most clearly missing?
22.
. . . t h e viable option to do a Ph.D. in an area other than
literature:
i . e . , a linguistic orientation or a sociocultural
orientation.
23.
(a) Compassion, politeness...(!)
(b) Any information about how to proceed with career.
(c)
Teaching methodology (however basic!)—there was none
until I and two other colleagues designed a course (required)
for TAs (now done away with since my departure).
24.
(a)
Respect for the importance of excellent language
teaching/methodologies—on the part of the senior faculty.
(b) True-interest in the graduate students' total preparation
for the future.
25. An idea of what might be awaiting you after you get your
Ph.D.
(5) What should be added?
26.
I must see this from the viewpoint of a methodologist:
We (TA training institutions) want to train our graduates to
teach at universities but we permit them (in many instances)
only to teach levels 1 and 2 or perhaps lst-4th semester. Exposure to literature, culture, conversation/composition courses is
rare during training, even though new assistant professors are
assigned such courses. Add: Preparation in—advising students,
outreach programs for the community, conducting extra-curricular
activities, writing for journals.
These need not be incorporated formally but in a kind of apprenticeship fashion or
through independent study courses in pedagogy.
The list is
endless.
27. Courses in commercial language, courses about business in
the target culture. More courses in modern French civilization
and literature—France from 1970 to the present. Most universities are still stuck in the late 1940s.
28.
(a)
Application of language teaching techniques to
literature
courses—training
graduate
students
to
teach
literature.
(b)
Encouraging graduate students to publish as soon as
possible, even while in graduate school.
29.
The teaching experience I had was most valuable but
also time-consuming.
I often felt that all the time I spent
teaching meant nothing to my thesis advisor and as far as he or
the Ph.D. program was concerned I could have been spending that
time in the coal mines digging coal and as long as I produced
the thesis my Ph.D. would have been just as worthy in his eyes!
I think the teaching experience is the most valuable of all
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experiences given to graduate students.
Harvard's one-year
basic language teaching requirement should be a model for all
departments provided (1) that the teaching is supervised by a
master teacher, and (2) that the teaching is supplemented by a
course on the theory and practice of language teaching.
All
graduate students should take an advanced course which includes
vocabulary (in the FL) in medicine, business, and the social
services.
Field trips should be organized to the various
agencies represented by these professions. Students should also
be trained linguistically so that they can express themselves
well in the FL both orally and in scholarly composition.
Students should also be instructed in interpersonal skills and,
possibly, in 'polities' both at the university and at the business level. Some of these goals could be met through lectures
and workshops rather than courses.
(6) Realities of present-day departments?
30.
Most of the instructors are formed to teach literature
and do in fact teach language.
There is a large emphasis on
publication, but good teaching is not valued as it should be.
There is sometimes a very deplorable 'competition' between
different languages.
31. Perhaps because the background of most of their members
is in literary studies, most language departments are tied to a
limited—and limiting—interest in literary scholarship.
The
result is a lack of concern for the study of language or civilization and also, perhaps most importantly, for teaching, whether
of language, civilization, or literature.
This misplaced emphasis concerns me because it means that students are not being
taught effectively and, hence, are not being properly educated.
32.
I judge the most nettlesome reality to be an attitude on
the part of literature scholars which assigns to [languagerelated areas] of study a status equivalent to that which
Berlitz symbolizes in their minds. Not all are guilty, certainly; but where such snobbishness is allied with such ignorance,
it should be combatted on principle, as well as practically,
with the evidence that fewer students than ever have enough FL
background to enter literature programs. The principle is that
training in another culture's system of logic, as embodied in
its grammar (as elsewhere) remains a SINE QUA NON for any
serious definition of education.
33.
A large part of the language department 'load' occurs at
the bottom of the pyramid. There are many teaching assistants
serving the large majority of the students.
Higher up are
better paid professors with lighter teaching loads (but with
other responsibilities).
Still, today the distribution of work
and remuneration seems inequitable to me.
Many interested
teachers are forced into other fields because of the insecurity
and low remuneration of the lower ranks.
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34.
I think the quality of the Ph.D. should be stressed more
than ever. Only the very best should be produced. There are
too few jobs and the Ph.D. must be of very high quality to have
any chance in the job market.
Many departments should drop
their Ph.D. programs, if they have too few students and if their
graduates are not finding jobs.
The raison d'etre of the
department should not be the survival of the graduate faculty
alone, but the survival of the young Ph.D.
This is, in my
opinion, a serious moral problem. Do we produce more unhirable
Ph.D.s to save ourselves or do we redirect our resources?
35.
The 'quality' of the teaching is in general quite mediocre due to the fact that most universities only emphasize
publishing and research ('literary research', in the case of
Language Departments) and do not count 'teaching' (quality of
teaching, that is) when it comes to renewal or tenure decisions.
This is a sad reality.
36.
Research in pedagogical areas counts for nil and
should be avoided in departments where there is a bias against
this type of research.
—The market is still glutted and the attitude at this time is
still unfavorable in terms of giving tenure when cheaper candidates are available.
37.
In most foreign-language departments, the coordinator/
supervisor/trainer is seen as a low-level 'junior administrator'
with plebeian status (or worse).
The job is often killed by
people with no training in the special field of language education or else the work of the specialist is not understood or
appreciated by the rest of the faculty (in literature).
(7) Comments (What would you most wish to emphasize?)
38.
I would urge members of the profession to re-evaluate our
work as a form and field of intellectual inquiry touching on
many important areas—language, literature, linguistics, humanities, culture, etc.
Our discipline is a wide-ranging one, full
of possibilities, if only we would see it that way and take the
initiative to redefine it; and if we were agreed on its importance in intellectual life generally, we would treat questions
of methodology in teaching language and literature with the
seriousness they deserve.
Potential college professors should
have a sense of the large, inclusive scope of the foreign language field and should not be trained exclusively as literary
critics, education theorists, linguists, etc.
Without a sense
of our common base as students of language and culture (including literature), the regressive horizons and fragmentation of
our profession will continue. It need not be that way!
39. At present: We are becoming complacent again. Language
learning has experienced an upsurge in enrollments after the
declines of the late sixties, early seventies, but we are not
moving quickly enough to find new, revive old applications of
language teaching.
Witness:
Business German, French, and
Spanish—the last great boom in specialized courses. It is true
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that some institutions/areas are actively seeking, experimenting
—but it is not an effective movement of the whole profession.
40.
Prospective college language teachers should be made
aware of the totality and diversity of language:
it is not
exclusively literature, nor communication, nor linguistics.
It
is a discipline which allows for a variety of interests and
specializations.
41. Let us lay to rest the antagonism between the literatureoriented faculty and those who work in the field of language
pedagogy.
I realize the threat which professors of literature
are feeling before the intensely pragmatic students of today.
They should insist that the humanities retain their important
role in all universities.
However, they must not deny the
importance of basic language, culture, and commercial language
courses. We are becoming a split community.
42.
Most graduate departments give little or no preparation
in FL teaching. Most graduate students regard language teaching
as a stepping stone to teaching literature.
Graduate departments shirk their responsibilities when they do not (a) let
students know that language teaching is a very viable and satisfying option; (b) offer courses in language methodology instead
of relying solely on noncredit apprenticeship programs; (c) encourage, support, and reward research in language.
43.
I think it should be impressed on students preparing to
be college teachers in Romance Languages that actual teacher
preparation and experience in language teaching is an essential part of the task and therefore should be a strong interest
on the part of the preparing student...
In reality, the places
for those whose interest is solely literature and research are
extremely few. Even professors with the very best training have
told me that it was ten years before they got to teach in their
own specialty... They should therefore seek every opportunity
to live abroad, take a number of language courses in addition to
literature, and should, I believe, be required to teach as
graduate students... Finally, I think if the preparing student
has an idea of a particular 'subspecialty1 in language teaching
or literature of special interest
(i.e.,
business French,
women's studies in French, language teaching through the theatre) to him, he should make every effort to get the faculty to
allow and help him to tailor a program suited to his interest.
Close relations with faculty can help in this respect.
In my
experience it is the remoteness of faculty from students which
most often produces an unsatisfactory result for the graduate
student.
44.
I would call for a more clearly defined division of labor
within departments... The model, where every professor teaches
both language and literature and is ideally committed equally to
both, is a teaching, not a training model;
unfortunately, it has little applicability to the majority of institutions
where full professors teach literature and expect junior faculty
to teach both literature and language with the tacit understand-
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ing that the language classes are the 'easy' part of the load
and of little or no relevance in promotion and tenure considerations. There should exist career paths by which graduate 'language majors' prepare themselves for teaching literature—and
literature only—and those who choose these paths should not
ever be asked to teach language courses.
Otherwise, the real
victims are their students. Furthermore, the language acquisition path should lead to positions of equal power and respect
within departments vis-ar-vis the 'literature people'.
In short,
the currently existing dichotomy should be recognized and either
eliminated or equalized.
45.
I believe that we should look at our programs, evaluate
their effectiveness and whether or not they still fulfill a. need
before looking at alternatives to make 'outdated' programs updated. Our survival may depend on such new programs.
46.
I think that I would want to emphasize the sense in which
language teaching at the college level differs greatly from the
teaching which goes on in other subjects. It is a very special
opportunity, both for instructor and student, for actively engaging in a process, rather than reporting on some process from the outside.
Learning to communicate is a magical
phenomenon, and one which can be for the college student a deeply satisfying,
even stabilizing psychological and emotional
force.
Notes
1. Wayne C. Booth, Presidential Address, 'Arts and Scandals
1982,' PMLA 98,3 (May, 1983), p. 319.
2. The author thanks most warmly the members of Sine Nomine
in Boston, an informal group of some 50 to 60 college teachers
from 14 institutions in the Greater Boston area, who, with their
usual enthusiasm and dynamism, wrote detailed and thoughtful
replies to the questionnaire, as well as a number of cooperative
colleagues,
from the University of California,
Irvine to
Georgia, wKo saw this questionnaire as a timely vehicle for the
expression of their views.
The questionnaire used was as follows:
Preparation of College Teachers (1983)
Name:
Now teaching at:
Years of teaching:
Language:
A. Undergraduate preparation: Name of college attended:
Years:
1. What aspects of your undergraduate program now seem to
have been most valuable to you?
2.
What aspects do you now think should be added to a
language concentrator's (or major's) undergraduate program to
prepare for present-day realities?
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B.

Graduate preparation:

Name of university attended:
Years:
3. What aspects of your graduate school program now seem to
have been most valuable to you?
4.
What was most clearly missing?
5.
What kinds of courses, training, or experience do you
now feel should be added to a Ph.D. program to prepare future
professors for present-day realities?
C. Current situation:
6.
What are the realities of present-day departments, as
you see them?
7Comments. (What would you like to say in a paper on
this topic?)
3. The undergraduate colleges represented in the sample were:
Anna Maria, Bordeaux, Boston College, Brandeis, Canisius,
Carthage, Columbia, Cornell, City University of New York, De
Pauw, Ecole Normale Supe*rieure, Georgetown, Harvard, Hawaii,
Heidelberg,
Holy Cross,
Illinois, Marshall,
Massachusetts,
Michigan, Montpellier, Mount Holyoke, Nebraska, New Rochelle,
North Carolina, Northeastern, Oberlin, Ohio State, Pennsylvania,
Principia, Radcliffe, Rome, Smith, Stanford, SUNY Binghamton,
Tufts, UC Los Angeles, UC San Diego, Vanderbilt, Wellesley,
Wells.
4.
The graduate schools represented in the sample were:
American University, Arizona, UC Berkeley, Boston University,
Brown, Columbia, Ecole Normale Superieure, Florida, Harvard,
Illinois, Indiana, Kansas, Massachusetts, Massachusetts Institute of Technology, Michigan, Middlebury, Nebraska, Ohio State,
Oxford, Pennsylvania, Pennsylvania State, Pittsburgh, Princeton,
Rutgers, Sorbonne, Stanford, Syracuse, Texas, UC Santa Barbara,
Wisconsin, Yale.
5.
See 'From the pyramid to the commune: The evolution of
the foreign-language department,' ADFL Bulletin 3(1972):1317, reprinted in revised form in W. M. Rivers, Speaking in
Many Tongues, 3d ed. (Cambridge: Cambridge University Press,
1983), pp. 161-2.
6.
'From the pyramid to the commune...' (1972); and 'The
revolution now: Revitalizing the foreign-language departments,'
Canadian Modern Language Review 37(1981): 447-61, Festschrift
in honor of H. H. (David) Stern; both reprinted in revised form
in Rivers, Speaking in Many Tongues (1983).

LANGUAGE TEACHER EDUCATION:
AN APPROACH TO THE ISSUES AND
A FRAMEWORK FOR DISCUSSION
H. H. Stern
The Ontario Institute for Studies in Education
Introduction.
All our thoughts and theories, facts and
findings, problems and controversies, old and new trends of
development that concern us in language teaching, converge in
language teacher education (LTE).
This makes a Georgetown
University Round Table on this subject exciting and promising.
We are forced to deal with a great many issues that matter. At
the same time, the wide scope of LTE spells a danger, the danger
of diffuseness.
We run the risk of talking all at once about
everything in pedagogy. We must not lose sight of the fact that
we cannot deal at one and the same time with all the contentious
issues of language pedagogy as well as with their place in
teacher training.
For example, the language teaching profession, over the last few years, has operated with communication
as a key concept. Everywhere there has been a great deal of
thinking, theorizing, and experimenting on communicative language teaching, and it is obvious that we should give some
thought to the implications of communicative teaching for
teacher training; and quite rightly, some of the papers we look
forward to will treat this topic.
However, we could not possibly hope to deal satisfactorily with communicative language
teaching as such and, at the same time, do justice to its role
in teacher training.
The danger of flying off in all directions
at once is great. It would no doubt be very stimulating; but it
could ruin our discussion on the theme of this meeting: teacher
training.
The purpose of this paper is to propose a simple model as a
framework for our discussions and to point out some of the
issues with which those of us who were involved in preliminary
exchanges about this Georgetown University Round Table on
Languages and Linguistics thought we should be concerned at this
meeting. Before talking about this framework and some of the
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issues, I would like to make a few preliminary remarks to establish some sort of common ground.
Like Strevens in a recent paper (1981), I do not wish, at this
point, to make a distinction between teacher 'training', teacher
'education', and teacher 'preparation'.
I recognize that one
can use these terms to distinguish greater or lesser degrees of
sophistication in teacher training, but this is not an aspect to
which I wish to draw attention at present.! One of the papers
will concern itself with this distinction.
In order to advance our discussion, I want to make two assumptions:
one is that language teaching is possible and can be
effective; the other is that teacher training is also possible
and can be effective as well. The fact that languages are often
learnt without teaching, and the anomaly of the untrained teacher who teaches brilliantly and the trained teacher who teaches
poorly, are not arguments that invalidate training.
If the
Georgetown University Round Table on Languages and Linguistics
is to be at all productive, it seems to me that we must set out
from the two basic assumptions that languages can be taught and
learnt and that teachers can be trained. If we don't, I believe
we can get bogged down in preliminaries even before we start.
The state of the art.
If we examine descriptive accounts
of LTE in different parts of the world, we find enormous variety
in patterns and length of training.
In some places there is a
great deal of emphasis on academic education and little on
professional training; in others the proportions between professional and academic training are more balanced. In some systems
professional training follows academic training; in others they
are intertwined.
In certain parts of the world LTE means
initial preservice training and the question of further or
inservice training does not arise, while elsewhere a great deal
of importance is attributed to inservice training.
In a few
countries—for example, in Guyana and Jordan (Campbell et al.
1975, King 1982)—the distinction between initial and inservice
training is not made. Teachers in universities as a rule have
no professional teacher training, and volunteer teachers usually
have neither academic nor professional training whatever.
If we look at the research literature on LTE and study expressions of theory, policy statements, or polemical writings, we
soon recognize that the scale of available documentation is
vastly different from what we find on other topics in applied
linguistics, say, on language acquisition, interlanguage, or
pedagogy.
There is no established theory or even a clearly
defined debate on what the essential issues are.
Research is
sparse. 2
We are very much at the beginning, and I believe
that we may well regard this meeting as a first concerted
attempt to initiate a wide-ranging and sustained international
discussion of the main theoretical, practical, and research
issues. It is fortunate that we have at this Georgetown University Round Table representatives of LTE from several different
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countries and continents.
We can therefore compare notes and
use our different experiences to tease out common elements and
differences.
Our hope is that this exchange of ideas will lead
us to a theoretically more powerful and more insightful interpretation, to a research agenda, and to a more practically useful understanding of language teacher training than, I believe,
we have at our disposal at the present time.
Recent literature.
Among recent
writings
specifically
concerned with LTE, I can mention only a few among several which
have to be taken into account in a serious examination of LTE:
for example, a British study by Spicer and Riddy (1976), which
reviewed and evaluated LTE in the U.K. in the early seventies; a
special issue on LTE in France of the review Le franqais dans
le monde, with articles by leading French applied linguists,
e.g. Debyser, Coste, Porcher, and others; a Canadian symposium
on LTE (Cornaire et al. 1979); and an excellent selection of
articles and documents in a TESOL publication reviewing American
thought on LTE (Fanselow and Light 1977). Among most recent
writings are a thoughtful British Council publication (1979) on
recent developments in British ESL teacher education; several
very good discussion papers and a consensus statement on teacher
education priorities in the proceedings of the national ACTFL
Conference on Professional Priorities (ACTFL 1980); various
papers and recommendations in last year's Council of Europe
publication Modern languages, 1971-1981, in connection with
the Strasbourg meeting of the Modern Languages Project, held in
February, 1982. Attention should further be drawn to a small
number of theses (Campbell 1973, Acheson 1977, Brudhipraba 1975,
and King 1982). Finally, a few journal articles—e.g. Rebuffo
and Buteau (1978) and Strevens (1977)—and a few chapters in
books (e.g. Lange 1979, Spicer et al. 1979, Brumfit 1980,
Jorstad 1980, 1981, Hancock 1981, Strevens 1981, Hawkins 1982,
and Di Donato 1983) make very helpful contributions to our discussion of the issues.3
LTE as a special case of teacher training and professional
education.
One of the first things to remind ourselves of
is that LTE does not stand apart from other forms of teacher
education nor indeed from other forms of professional training.
Although the focus of attention in our discussion will be of
course the education of language teachers, we must not ignore
the general literature on the theory and research on teaching
and teacher education.4
in the same way, language teacher
training has much in common with professional and vocational
education generally, such as education for engineering, law, and
medicine. For example, the question of integrating 'theory' and
•practice', an important issue in LTE which will be dealt with
in several papers, is not specific to language teacher training.
Since it is such a general problem in all professional educa-
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tion, it is just common sense to draw on this wider experience
of teacher education or of training for other professions.
There is, however, one aspect which is specific to language
teaching, which has no parallel in most other professions nor
even in most other teaching disciplines.
Much language teaching, particularly individual tutoring, teaching in commercial
language schools, some language teaching in universities or in
adult education, occurs mainly on the basis of the fact that the
person functioning as a teacher is a native speaker of the
target language or has a near-native command. Anyone who claims
to know a language can teach it, provided he finds someone who
is willing to employ him as a teacher.
We would be rather
perturbed if similar latitude was permitted in, say, surgery or
civil engineering. The use of native speakers as teachers without any academic or professional training is a problem specific
to language teaching.
We have to come to terms with the anomaly of having among
language teachers, at one extreme, native speakers of the language who lack any formal linguistic knowledge and who have no
educational experience and, at the other, nonnative teachers who
are familiar with the educational situation in which they teach
and who possess a certain formal knowledge of the foreign language, but whose proficiency is defective.
Between these extremes we find all possible variation of knowledge, experience,
and proficiency.
To turn such a diversely composed body of teachers into a
•profession1 through various forms of training is no small task.
Questions of student selection, entry qualifications, academic
and professional training, certification, and accreditation are
therefore of particular importance wherever languages are taught
on a large scale. This is why, as soon as language teaching has
reached a level of professional self-awareness, teachers' associations and ministries of education have quite rightly tended
to concern themselves with adequate professional standards and
training, with criteria for admission to training and to the
profession, and the creation of a professional outlook.
This
has happened during the last two decades in the United States in
ESL as well as in foreign language education, but similar trends
of development can also be observed elsewhere. 5 in this connection we should note that at least one paper will deal with
the important question of certification.
Different types of language teachers.
Language teaching,
then, is not a single and easily identifiable set of professional activities.
It may be found at all levels of education:
elementary or primary, secondary, postsecondary, and adult.
Ranging from government-sponsored language schools—such as the
Defense Language Institute or the Foreign Service Institute in
the United States, the Canadian Language Bureau, the West German
Bundessprachenamt, or the language teaching operation of the
British Council—to commercial language programs and part-time
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volunteer teaching, it includes—besides class teaching in
formally organized
educational institutions—private
tuition,
programmed and computer-assisted instruction, correspondence
courses, and other forms of distance teaching.
In our discussion we should bear in mind the following three
main categories of teachers:
(1)
Professional (or specialist) language teachers, i.e.
teachers whose only or main occupation is to teach an L2. Such
specialists can be found at any level of schooling, elementary,
secondary, tertiary, and adult.
(2)
Nonspecialist language teachers, i.e. individuals who,
besides language teaching, have other major teaching responsibilities.
They include:
(a) university teachers (including
teaching assistants) in university language departments, whose
main research or teaching responsibility and interests lie in
linguistic or literary studies and not in language teaching; 6
(b) general practitioners in elementary or secondary schools who
include the teaching of a foreign language among various other
teaching subjects or responsibilities; and (c) bilingual teachers who teach particular subjects or the whole curriculum in an
L2, for example, teachers in immersion programs in Canada and,
elsewhere, teachers in bilingual or multilingual schools, colleges, or universities.
(3)
A large and miscellaneous group of volunteer or lay
teachers of languages, consisting mainly (but not exclusively)
of native speakers who are frequently called upon to teach
adults or children in a variety of circumstances.
If it is our aim to professionalize language teaching, we
would obviously want to see the first group strengthened. However, nonspecialist language teachers exist; in many circumstances, they as well as volunteer teachers fulfill an important
social and educational function, and the training of nonspecialist and volunteer teachers may be just as important as the
training of the specialists. Accordingly, in our discussions we
should not assume that we are concerned only with the specialists (group 1). We should also keep in mind the various nonspecialist and volunteer groups 2 and 3.
(4) A final group we should also consider are the language
teacher trainers themselves, as well as supervisors, curriculum
planners, materials developers, and others in a position of
leadership and authority.
What provision exists or should be
made for their own training?
A model of language teacher education.7
In Figures la
and lb and in Figure 2 LTE has been represented as a simple
input-process-output model.
LTE is expressed in these diagrams in sufficiently general
terms so that we can take care of the different kinds of teachers and teaching situations just typified.
With the help of
such a general model we can draw on the variety of experience in
LTE gained in different countries, in different settings, and at
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different levels of language teaching. Once we have identified
the 'universals' of language teacher training, we are in a better position to deal with what is specific to a given situation
in a given country and what should be specific to a particular
teacher education program.

348 / H. H. Stern
We can assume, as suggested by Figure la, that prospective L2
teachers approach training with certain qualities and a background of experience which are needed in a language teacher, but
that they lack other qualities which are also needed.
LTE is
intended to develop those needed qualities that prospective
student teachers do not yet possess and to strengthen those they
already have. Two questions should be asked: (1) which of the
needed characteristics of a language teacher are already present
before training (and therefore need not be specifically developed through training)? and (2) which qualities should be developed through training? Answers to these two questions offer a
basis for the curriculum of an LTE program.
If there is little discrepancy between the IN and the OUT box,
the training can be minimal. That is, if the student teachers
already have all the qualities needed for professional service,
they do not have to learn very much through specific teacher
training. On the other hand, if there is a marked discrepancy
between IN- and OUT, the LTE box must be visualized as larger.
In other words, the LTE PROCESS box must be enlarged to reduce
the discrepancy between IN and OUT. Those who are responsible
for teacher training have to decide what initial characteristics
they will demand of entrants, and they must interpret what they
expect trained teachers to be able to do. On that basis, they
can find an answer to the question of what qualities teacher
training is to develop. The main problem in setting up a valid
system of teacher training lies in making these judgements and
interpretations realistically, and in this way to arrive at
sound decisions about the teacher training process. In order to
be able to interpret the IN and OUT cells in Figures la and lb
and to specify the content of LTE in the PROCESS cell in the
middle of Figures la and lb, I suggest that we need a fourfold
analysis, which is represented in Figure 2.
Before turning to Figure 2, it should be pointed out that the
model is meant to represent inservice as much as preservice LTE,
in the manner suggested by Figure l b . It is widely recognized
today that academic studies, initial preservice training, apprenticeship or internship, as well as early and advanced professional experience, form a continuum. The LTE process cell in
Figures la and lb can represent therefore a great variety of
programs and activities:
for example, it could be a one-year
course for an initial teaching certificate; it could represent a
specialized four-week inservice course; or it might be informal
learning experiences such as a professional weekend course,
reading of professional journals, or attending language teachers' conferences. Furthermore, it can stand for prolonged formally organized graduate programs for a master's or doctoral
degree in language education. Correspondingly, the prospective
students or practitioners in the left-hand box could be thought
of, in one instance, as beginners without teaching experience
or, in another, as highly qualified and experienced language
specialists.
I hope that in our discussions we will bear in
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mind the great variety of possible forms of LTE, all of which
seem to have a legitimate function to perform.
In Figure 2 I have placed LANGUAGE TEACHING THEORY at thebase
(cell 1). I am prepared to argue that theory is basic for all
decisions and judgements to be made in LTE. Language teaching
theory is to be understood as a comprehensive construct which
comprises the more or less systematic body of knowledge, beliefs, and interpretations that enter into making decisions and
judgements about language teaching. Language teaching theory,
as I have tried to show elsewhere (Stern 1983), implies a view
of the nature of language, a concept of language learning, an
awareness of social context, an interpretation of teaching in
general, and a view of language pedagogy. Theory is not to be
understood as fixed or final, but as a constantly evolving body
of thought, concepts, beliefs, values, and knowledge.
On the basis of as well-defined and comprehensive a language
teaching theory as we can muster, we are in a good position to
formulate judgements and make decisions in the three areas
indicated by cells 2, 3, and 4 i Figure 2:
we are able (a) to
analyse the language teaching situation for which teacher training is to be provided (cell 2); (b) to decide on the general
initial qualifications of the potential trainees (cell 3); and
(c) to plan the LTE curriculum (cell 4).8
The question, of course, is how to develop such a comprehensive and at the same time serviceable theory. Over 30 years of
linguistics, some 20 years of psy cholin guistics, and 10 years or
so of sociolinguistics have not exactly opened up an easy avenue
to a scientifically well founded pedagogyNevertheless, a
language teaching theory that turns its back on the linguistic
and human sciences is unthinkable. Yet, the problem remains how
best to relate these disciplines to the making of a valid language teaching theory, which we clearly need if we want to deal
with the issues of LTE in a principled way and not haphazardly.
This is to me one of the key questions for our meeting. Several
papers with such titles as 'Language teaching = creating an
environment', 'Memory, learning and acquisition', are intended,
I imagine, to help us in the interpretation of the fundamental
theoretical assumptions underlying LTE.

Analysis of the language teaching

situation

(cell

2).

It

seems to me to be very important to relate LTE very deliberately
to the educational system and social setting for which it is to
be provided. If we intend to develop, change, or evaluate LTE
in a given system of education, we must first find out for what
kind of language teaching situation the LTE program is intended
to prepare teachers. Some training programs are poor because
they are out of whack with the demands of the teaching situations for which they are supposed to prepare.
In the analysis of a language teaching situation, we can
decide to take the situation as we find it.
That is, we may
assume that it is the chief business of teacher trainers to
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prepare teachers, in the first instance, to operate in the
system as it is, with all its warts and blemishes.
I believe
this is what one of the papers will emphasize when it tells us
in its title: 'And this is the way it is: A message to teacher
educators'.
That means the teacher educator must understand
very clearly what is expected of teachers here and now. In a
situation where the existing practices have been criticized and
are to be improved or radically changed, the training to be
envisaged will be based on an interpretation of language teaching, not as it is now, but as it should be in the future.
In many cases it is likely to be a mixture between LTE for a
status quo and LTE for change. What is important is that a conscious attempt is made to relate LTE to as clear an interpretation of a given language teaching situation as possible.
The
literature on LTE tends to be rather ambiguous in this respect.
Recommendations for LTE are frequently couched in universal
terms without differentiating what is a specific response to a
given situation at a particular moment in the history of language teaching in a particular system, e.g. the United States or
Canada or Europe in 1983, and what can be regarded as universal
desiderata of LTE. I am therefore glad to see that we will have
papers which will focus on historicopolitical and sociolinguistic contexts which have bearing on LTE, treating such topics as
•The sociopolitical context of ESL teacher training1, 'Training
teachers for a changing world', 'Teacher training and changes in
society', or topics which address quite specific teacher training problems, such as 'Training for the teaching of the marginally literate learning in immigrant or refugee camps'.

Defining student

teachers' entrance qualifications

(cell 3 ) .

Turning to the left side of Figure 2 (cell 3) the teacher
trainer must work with some sort of conception of the initial
qualifications of typical LTE entrants and interpret their
training needs so that they can be prepared to function professionally in the language teaching situation which has been
previously defined.
Here again it is necessary to think in
concrete terms about given groups of entrants to LTE programs in
particular circumstances, to be trained for a specific language
teaching situation. Some LTE programs are weak because they
assume too much or too little about their typical entrants. The
background of prospective teachers in different language teaching environments is diverse, and their training must therefore
vary accordingly.
Among student factors that are likely to have bearing on the
training program are (1) the students' command of the L2: are
they native speakers of the L2? Is it assumed therefore that a
native-like proficiency has been acquired prior to training? Or
is the training course designed to give the trainees the necessary proficiency, or to upgrade a previously acquired command of
the L2? (2) To what extent can it be assumed that students come
to the training with a linguistic knowledge about the L2, or is
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the training designed to provide this knowledge?
(3) What
knowledge of the target culture can be presupposed or has to be
acquired through the LTE course? (4) To what extent are prospective teachers familiar with the sociocultural setting and the
system of education within which they are expected to operate?
In some training programs it is assumed that entrants have
already acquired a high degree of proficiency in the L2 before
training begins. For example, a course may be intended for
native speakers of the target language who lack foreign language
pedagogy and who have no formal linguistic knowledge of their
own language.
Such a program is obviously unsuitable for
students who are not proficient, and this restriction must be
reflected in the conditions of admission for the program in
question. Expatriate teachers are often very well qualified as
far as proficiency or even pedagogy is concerned, but what they
frequently lack is an understanding of the educational and
social setting in which they are expected to operate. Inservice
training for teachers of English in China, Japan, or Latin
America would have to be designed to emphasize this particular
entry characteristic of expatriate teachers. It is good to note
that some of our papers will deal with the specific training
needs of this group of teachers.
Defining the process of LTE (cell 4 ) . The design of the
LTE curriculum is the core of this model. The rationale of the
model is that the specifics of the LTE process depend on an
interpretation of the foregoing three cells in the model:
language teaching theory, the language teaching situation, and
the qualities of the trainees before entry.
But even allowing
for the particular characteristics demanded by each training
program, there are common elements which must be represented in
every scheme of LTE.
First of all, the educational context within which such training occurs (indicated by a dotted line in Figure 2) has to be
taken into account. It makes a difference whether the teacher
training context is a university school of languages and linguistics, as it is in Georgetown University; or a school of
education, like the London Institute of Education; or whether it
occurs within a school system, as it might do in France or
Germany; or whether it takes place in the context of training
for the foreign service, the military, or international trade.
If we compare LTE programs in different countries or look at
the literature on this subject (e.g. Coste 1975, Strevens 1977),
it becomes apparent that the main components are not at issue.
They can be broadly divided into an academic (or substantive)
part and a professional training part.9 As was already noted,
some systems strictly separate the academic from the professional training and others combine them in a variety of patterns.
Whether these two aspects of training are handled concurrently
or consecutively, language teachers must know the language they
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teach and they must know how to teach it. They must be both
linguists and language educators.
As linguists, language teachers need:
(1) proficiency in the
target language, (2) conceptual knowledge about the language,
(3) experience and skill in the target culture, and (4) conceptual knowledge of that culture.
None of these four features is controversial. What becomes a
matter of debate are questions arising from it:
what level of
proficiency is needed to be a professional teacher?
what conceptual knowledge about the target language and culture is
required?
Thus, in many educational systems the low level of
proficiency of the language teachers themselves is the main
point at issue.
In other cases where the teachers are native
speakers, it is the lack of conceptual knowledge about their LI
or about the target culture that is the main problem.
What language teachers as language educators need is also
uncontroversial:
(1) educational orientation,
(2) language
teaching theory, (3) general personal education, and (4) practical language teaching experience. But the content offered under
each of these, the amount of it, and the balance between them
often are contentious issues.
(1) Under educational orientation the teacher needs knowledge
about the educational context and philosophy implicit in the
system or institution in which the language is to be taught. If
this component is absent, language teachers are liable to work
in isolation or to be out of touch with the reality of the
educational situation in which they work. This applies not only
to new entrants; it is particularly applicable, too, to a group
I have already mentioned, expatriate and overseas language
teachers.
(2) The second element, language teaching theory, is, as was
already pointed out, the one which we should look at most closely.
In initial training a common danger is one of overfeeding
or unbalanced feeding of trainees with theoretical or research
tidbits
from
linguistics,
psycholinguistics,
sociolinguistics,
or language teaching technology at a time when their immediate
concern is to adjust to the demands of classroom teaching.
It
is important to distinguish the needs of new teachers from those
of experienced practitioners working at, say, the master's or
doctoral level.
What constitutes an appropriate curriculum for
language teaching theory in the initial training or at different
phases of inservice or advanced training needs to be examined
critically.
Some of the papers planned for the Georgetown
University Round Table on Languages and Linguistics will tackle
this issue when they ask such questions as 'What is pedagogical
knowledge for the language teacher?'
(3) The argument for including a general personal education
component in the professional education of language teachers
rests on the recognition of two facts.
(a)
Since language
teaching always implies communication, it is an advantage for a
language teacher to have something to communicate besides
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language itself—another academic subject, a personal interest,
or an area of activity which can give language use added substance and purpose, (b) Secondly, as Brumfit (1976, 1980) has
rightly pointed out, the teacher 'can only teach what he is—he
teaches himself.
This observation applies particularly to
language teachers, because in language teaching communication is
not only the instrument but also the principal object of teaching.
Hence the language teacher as a person must be able to
invite and encourage communication. Language teaching, according to this point of view, is less a matter of techniques and
methods than a transaction which depends on personal qualities
and human relations. Several authors who have advocated this
point of view are at this meeting, and some of the papers in our
program will no doubt elaborate what one paper calls 'the interactional aspects of teacher training'In my view, this awareness of, and emphasis on, human relations in language teaching,
and consequently in teacher education, has been an important and
welcome development of the last decade or so. I believe, however, that it would be a dangerous and somewhat naive point of
view if it were argued that such general and personal education
could take the place of more technical knowledge.
We expect
from our physician more expertise than just a comforting bedside
manner.
(4) Lastly, practice:
There is again no dispute about the
need for including a practice component in LTE. If anything,
there has been a marked shift everywhere in favour of more and
more practice, particularly in initial teacher training.
What
has been more problematical is how best to balance professional
studies with practical teaching experience in such a way that
theory and practice support and illuminate one another and that,
from the student's point of view, they are truly integrated, and
not—as often happens—viewed by the student as useful periods
of practice interrupted by useless periods of theoretical
studies.
The difficulties in this respect have led to experimentation with various patterns of (a) placing and spacing
periods of observation and practice; (b) varying the total
amount of time for practice during the training period in relation to the time allowed for theory; and (c) examining the
nature of guidance, help, and supervision of students during the
period of practical training.
Several patterns of transition
from study to practice have come into use involving such techniques as peer teaching, micro-teaching, simulation, role play,
or videotaping.
Systematic classroom observation, interaction
analysis, and other observation instruments have been employed
in order to sensitize student teachers to differences in teaching procedures. Student teachers are rightly also given opportunities to familiarize themselves with language teaching materials, to examine and evaluate programs, and to prepare some
units of their own. All this has a prima facie value; but there
is little research,
systematic experimentation,
or attested
knowledge which would demonstrate what these different proce-
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dures actually contribute to the learning experiences of prospective language teachers.
The LTE curriculum I have characterized refers mainly to initial teacher training.
The needs of experienced practitioners
who look for inservice training are likely to be different.
Without going into detail, I merely want to point out that
there, too, an experimental research approach would be useful if
we wanted to find out what types of inservice programs are
likely to be helpful to practitioners and would lead to improved
teaching, to professional development and leadership.
Some issues.
Let me now point to the main issues in LTE
that we have identified.
We have prepared a tentative list
which we have roughly grouped into three categories:
(1) Issues which can be regarded as inherent in LTE and which
therefore arise regularly wherever and whenever LTE is thought
about; for example,
• the theory-practice relationship, transition from theory to
practice, techniques and mechanisms for introducing practice in teaching;
• the preservice/inservice continuum and the distinction between these two phases of LTE;
• the development and maintenance of second language proficiency among language teachers;
• special training needs for different kinds of language
teachers—elementary school, secondary school, university,
adult education—and for meeting the needs of teaching in
particular circumstances, such as teaching immigrants, or
training for teaching languages for special purposes, such
as languages in industry, commerce, technology, government,
diplomatic or military service.
(2) Issues specific to particular countries or regions of the
world.
In this respect, we can at this meeting draw on the
experience of participants in several countries,
including
Austria, Canada, France, the German Federal Republic, Great
Britain, Italy, Japan, the United States, and probably other
countries.
(3) Issues resulting from recent and current developments in
language pedagogy. They are changes in cell 1 of our model. We
believe that it is important for us to clear our minds about
their implications for LTE.
We have singled out six major
trends:
• communicative approaches to language teaching;
• learner centeredness, learner autonomy, and emphasis on
human relations;
• the new language teaching technology of video system and
microcomputers;
• the acquisition-learning distinction;
• the multidisciplinary nature and the constantly changing
assumptions of language teaching theory;
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•

the greater diversification of the curriculum in recent
years, exemplified by immersion-type teaching, teaching
languages for special purposes, teaching the cultural
component, teaching about 'language' through teaching
languages.
Without making a clear distinction between these three categories of issues, I would like, in conclusion, to point out
those themes which seem to me to be of special importance today.
It will, of course, not be possible to discuss all of them at
this meeting.
(1) The theory-practice issue should be, in my view, a first
priority.
How much theory, how much practice, what kind of
theory, what kind of practice?
How to relate them to each
other? Here we might look at two distinct but related problems.
One is what to do about training teachers in practical classroom
skills.
We will be helped in thinking about this aspect by
several papers such as 'Provision for the training in practical
skills and techniques', 'Teacher education?
Look to the classroom', 'Real life in the preparation of teachers', as well as by
papers dealing with pedagogical aspects, such as 'approach,
method, and technique', or 'techniques of reading and writing',
and so on.
The other problem is the explosion in theory and
research and its impact on practice. Such papers as 'From ivory
tower to real world', 'A bridge between theory and practice',
and 'The integration of theory and practice' will ensure that we
will deal with it.
As we all know, there have been constant
changes over the last 30 years in the relationship between the
language sciences and language pedagogy. It is today not at all
clear how LTE can best accommodate itself to the increasing
knowledge and the ever changing perspectives that have come from
linguistics, psycholinguistics, or sociolinguistics, from new
concepts such as interlanguage, communicative competence, the
acquisition-learning distinction, or from the many research
studies that have accumulated over the last 20 years. A number
of papers will take up these questions.
(2) A second issue which seems to me to be of considerable
importance is how LTE can most constructively respond to the
many innovations that have come to the fore over the last 10
years. I am thinking, for example, of the Council of Europe and
other new curriculum approaches, language immersion, communicative language teaching, learner-centered instruction, technological advances, as well as the curious recent 'method' renaissance, exemplified by Counseling Learning, Total Physical Response, the Silent Way, Suggestopedia, or the like. On the one
hand, teacher educators do not want to be the universal skeptics
who dismiss everything new as 'the latest bandwagon' nor, on the
other hand, do they want to be the uncritical enthusiasts who
embrace all innovations without question.
What then, we must
ask, is a constructive approach for teacher educators in dealing
with innovations in pedagogy? A number of papers are concerned
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with some of these new pedagogical developments, particularly
communicative language teaching.
(3)
A third area which deserves special attention is the
question of advanced training for experienced teachers, teacher
trainers, supervisors, curriculum planners, and materials developers. A. good deal of experience on such advanced training is,
in fact, available in several countries.
Some of it is happily
represented here at this meeting; but such experience remains
scattered and has never been well articulated.
One might, for
example, examine the concept of the language center—a creation
of the sixties—as a mechanism for such advanced training. We
should not miss the opportunity to tackle this subject, even if
it is done informally through exchanging our personal ideas and
experiences.
(4)
A related issue to which I personally attribute great
importance is the role of university language departments and
departments of linguistics in LTE. The distribution of function
between departments of languages, linguistics, and education
with regard to LTE has never been openly faced and rationally
sorted out. Connected with this topic is the question of teacher training for those who are charged with teaching the foreign
language in university language departments. One of the papers
asks the question whether such training is a luxury or a necessity.
(5) A question of widespread interest both at the initial and
inservice level is the improvement and maintenance of second
language proficiency among language teachers.
The lack of an
adequate command or loss of proficiency are among the most
persistent problems referred to in the literature.
What steps
have been, or could be, taken to overcome it? Here, once more,
language centers or teachers' centers could fulfill a useful
function both in preservice and inservice LTE. In this connection it might also be appropriate to look at student and teacher
exchanges between countries, residence abroad, foreign assistantships and the like, and their role in teacher training.
(6)
Finally, I would like to mention an issue which it is
easy to overlook but which is nonetheless important, that is,
informal LTE and diffusion processes for, by, and among practitioners in the field.
In this context, the papers about 'teacher training in the field' and about 'multiplier systems in
teacher training' will be particularly valuable to our deliberations.
There is the perennial problem of how to overcome the
isolation of many language teachers working year after year
without professional contact and renewal, and how to counteract
the lack of impact, among many teachers, of valuable new developments. 10
This topic might lead us to consider the LTE
function of language teaching advisers, supervisors, coordinators, and consultants, the leadership exercised within the
language teaching profession itself—the topic of one of our
papers—and, lastly, the role of professional associations and
journals, or once more the dissemination function of centers
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such as the Center for Applied Linguistics in Washington, the
Centre for Information on Language Teaching and Research (CILT)
in London, or the OISE Modern Language Centre in Toronto.
This, then, is my own personal list of priorities.
It is
quite a formidable agenda.
Each item could easily occupy a
conference. You may have other priorities to add or substitute.
What I am proposing is merely intended to start us off.
Wherever our discussion will take us during the coming days, I
am convinced that LTE is a key to the advancement of foreign
language learning.
I for one am delighted that this topic was
chosen for the Georgetown University Round Table on Languages
and Linguistics 1983.
I had the relatively easy task of posing the questions and
outlining some of the issues. You have the more difficult task
of providing some of the answers. I look forward to what promises to be a very productive meeting.
Notes
1. For example, in the United States, in the recommendations
of the Teacher Preparation Committee at a conference on the
teaching of English to non-English speakers in 1966 we read:
A useful distinction to keep in mind in planning teacher
preparation programs is that between (1) teacher training,
which seeks to prepare teachers for quite specific roles and
(2) teacher education which enables teachers to assume
leadership roles in research and experimentation (quoted in
Fanselow and Light 1977:18).
Smith (1980:6), commenting on the pejorative interpretation of
'training', attempts to rehabilitate this term:
When we speak of 'training', we refer to the practice of
working with students in situations where they understand
what they are to learn to do, why they are learning to do
it, what the outcomes are expected to be, and the conceptual
explanation of the performance being acquired.
2.
The lack of research on LTE has repeatedly been pointed
out, e.g. by McArdle (1968), Fanselow and Light (1977:9), and at
a symposium held in Ottawa in 1979, significantly entitled
'Teacher Training: The Neglected Aspect of Language Pedagogy'
(Cornaire et al. 1979).
3.
In the United States, the Northeast Conference Reports
1954-1982 and the ACTFL Foreign Language Education Series (e.g.
Hancock 1981) regularly deal with LTE. In Britain, the publications of the Centre for Information on Language Teaching and
Research (CILT) periodically treat these issues, e.g. Centre for
Information on Language Teaching and Research (1976) and Perren
(1979).
4.
For example, Gage (1972), Travers (1973), Ryan (1975),
Taylor (1978), Smith (1980), or Hoyle and Megarry (1980). See
also recent issues of Journal of Teacher Education and
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Journal of Education for Teaching.
Phi Delta Kappan, 62
(1980) published a special issue on teacher education.
5.
Fanselow and Light (1977) offers an excellent review of
American efforts in defining standards and guidelines for teacher training and certification.
Guidelines for Teacher Education
in Modern Foreign Languages appeared in the Golden Anniversary
issue of the Modern Language Journal (50, October 1966, No.
6), and in the same year the National Council for Teachers of
English (NCTE) published guidelines for TESOL training and
certification in TENES: A Survey of the Teaching of English
to Non-English Speakers in the United States, by H. B. Allen.
The English guidelines were revised in 1970 and finally ratified
in 1975. In Canada, where large numbers of ESL teachers are
needed for classes of non-English immigrants, the TESL Association of Ontario approached the Ontario Ministry of Education in
order to regularize the training, standards, and qualifications
of ESL teachers.
In Britain, language educators have also
demanded greater 'professionalism' or the 'professionalization
of language teaching'6.
It is, of course, understood that language departments
usually have a number of staff members who fall into Group 1 as
professional specialist language teachers.
7. This model was first developed in Stern (1979) and applied
by King (1980) to an analysis of LTE in Guyana. For a similar
model, see Hancock (1981:181, Figure 1).
8.
Other observers have operated with similar categories.
For example, Jorstad (1981) distinguishes student issues, societal issues, educational issues, and professional issues.
9. Most writers on LTE explicitly recognize the two components, an academic and a professional one.
The various categories in our scheme are similar to a set of standards for LTE
programs recently advocated by Grittner (1980) and endorsed by
ACTFL in a priority statement for LTE (ACTFL 1980:86).
10.
This was a problem discussed last year at an impressive
Council of Europe meeting in Strasbourg which dealt with the
past and the future of the Council of Europe Modern Languages
Project. On that occasion stress was laid on the importance of
involving teachers at the 'grass roots' level in the activities
of the project.
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MEMORY IN THE LANGUAGE CLASSROOM
Earl W. Stevick
Foreign Service

Institute

0.
Introduction.
During the past two and a half years,
the School of Language Studies of the Foreign Service Institute
has been engaged in extensive supplementation and reform of its
curriculum, with results that we are finding to be both encouraging and exciting.
Some of the more interesting features of
the new curriculum are described in a chapter for ACTFL Report
15, to appear in November 1983. At the same time, we have been
following a new policy with regard to teacher training and
education.
According to this policy, all training activities
are carried out in direct support of the work on the curriculum,
with no general sessions on methods, techniques, or theories.
During the same period of time, I have personally been taking
another look at the place of memory in whatever process it is
that people go through as they gain control of a new language.
Without my fully intending it, these two lines of activity have
turned out to harmonize rather nicely.
In the chapter for
ACTFL, I described what we have been doing recently at the
Foreign Service Institute. In this paper I would like to sketch
a line of thinking with which the practical work seems to have
been consistent.
In working on these ideas, I have profited
from opportunities to speak to groups at the University of
Wisconsin and at Cornell; and this paper is an updating and
condensation of what I said on those occasions.
In particular,
I am now giving more attention to the dynamic aspect of human
memory, and I have discontinued the use of one metaphor which
caused trouble for some hearers.
Here I am going to touch on three areas.
The first, very
briefly, is the place of memory in the process of getting a new
language.
The second is concerned with a few facts about
memory.
The third is an interpretation of those facts, particularly as they relate to what we have been calling 'learning'
and 'acquisition'.
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1.
Memory and language.
What I have to say about the
relationship between memory and the language-getting process is
in the form of an axiom:
Gaining control of a new language means building within
one's central nervous system a new set of connections between verbal memories and nonverbal memories.
These connections are what make it possible for us both to
understand the language and to produce it so that other people
can understand it. There is one important corollary:
If two items are to be connected in memory, they must be
available in memory at the same time.
These elementary observations conclude the first part of my
paper.
2.
Some facts.
This next part is a little longer, but
equally elementary. In this second part, I look for a moment at
the nature of the memories mentioned in the axiom, first at
their verbal side and then at their nonverbal side.
My first point about verbal memory is not very surprising, but
it is a matter of common experience and so I must list it.
It
is the fact that when two things have occurred together in
memory, a later occurrence of one often brings back the other.
This, of course, is the principle that people are counting on
when they study vocabulary with flash cards. Now, we may regard
flash cards as hopelessly passe, and I certainly am not recommending them here. Yet we have to concede that they do work
reasonably well for some people and for some purposes. My only
reason for mentioning them is to illustrate my point in the
context of foreign language study.
The trouble with this first point lies not with its validity.
It lies rather in the fact that too many people have too often
seemed to think that is all there is to verbal memory in the
language classroom. By itself, however, the simple principle of
association is inadequate to account for much that goes on in
the language-getting process. This brings me to my next point.
The Case of the Loafing Doctor illustrates a second set of
facts about memory. This was an experiment (Meyer and Schvaneveldt 1971, 1974; and Meyer, Schvaneveldt, and Ruddy 1974) in
which subjects viewed letter strings on a screen, and were asked
to say whether each string was a word or not. The strings of
letters came in pairs. As soon as a subject had made a decision
about the first member of a pair, the second letter string of
the pair appeared.
The experimenters measured the amount of
time between the appearance of a string and the subject's decision about it. Subjects responded with high accuracy under all
conditions, but they responded more quickly to a word like
doctor if it was preceded by a related word like nurse
than if it was preceded by an unrelated word like bread.
The word nurse did not by itself bring the word doctor
back to consciousness, but it did apparently make it for the
moment more readily available.
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This phenomenon has been called 'priming'Priming differs
from work with flashcards in at least two ways. First, in the
Case of the Loafing Doctor, the items such as nurse and
doctor are not ones which had been deliberately placed together at the focus of attention.
More significant for our
purposes here, the second item of a pair was not brought all the
way back by the first item.
Yet the first item did have a
measurable effect. That is what I mean by 'priming'.
My third point about verbal memory can be illustrated by a
story that we may call 'A Message from Feigenbaum'. I have used
this story elsewhere, but there is no other story that could
make the point better, and this one does possess the virtue of
having one of our colleagues as its title character.
The story
is simply that several years ago, Irwin Feigenbaum telephoned my
office and left a message for me. The secretary wrote the name
down immediately after the call, but instead of Feigenbaum
she wrote Flaggenheisch.
Two things are clear about this story.
First, the secretary
did not retain the item that she was supposed to have retained.
If it had been a word in a foreign language, she would not have
gotten credit for it on the quiz, and if she had tried to use it
in speaking, people probably would not have understood her.
Second, however, this was not a case of complete memory failure.
She did not write Smith, for example, or Hashimoto.
She
had the first consonant right, and the whole middle syllable,
and the number of syllables, and the fact that the name was
somehow German-sounding. She had retained these features—these
items—even though she had lost others such as the third syllable.
The 'Message from Feigenbaum' story illustrates two facts
about memory. First, the items that are stored are not coextensive with the items that we normally think of as making up the
elements of experience: whole words or sentences, for example.
They are rather somewhat smaller components of those elements:
rhythmic patterns, single sounds, or even phonological features.
The second point is that during recall, the mind makes use of
whatever it has available to it through retrieval, filling in
any gaps with material which in the past has cooccurred with
whatever fragments have been retrieved.
This is a dynamic,
creative, reconstructive functioning of the mind.
So far, then, I have made four points about verbal memory.
Most elementary, when two items have once occurred together in
experience, a future recurrence of one of them may bring the
other back to conscious attention. Second, a comparable effect
is observed even if the second item is not brought to conscious
attention.
The term that I used for this, again, is 'priming'.
Third, the items that are stored are likely to be small, fragmentary, and abstract. Fourth and last, much of what we perceive as recall has actually been constructed by the mind out of
whatever authentic parts it has retrieved, and has been eked out
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(sometimes erroneously) by other material from past experiences.
On the nonverbal side, the kinds of things that can be stored
are almost endless.
They include not only physical objects (a
particular bird, a pair of glasses) and what we usually think of
as whole experiences (flying, reading), but also abstractions
(larger, pleasant, a major commitment).
In addition, they
include such things as order and placement in time. Moreover,
and this is of great importance, they include feelings, goals,
and motivations (Schwartz 1981:110, Schank 1982).
I claim, without either proof or illustration, that the same
four principles which I have stated for verbal memory also hold
for memory of nonverbal items: thus, an odor may take one back
to a certain place and time; listening to old records of big
band music may enhance feelings of vigor and optimism in people
over 50; successive retellings of an incident may gravitate
toward conformity with widely shared expectations.
I have mentioned separately the verbal and the nonverbal items
which are stored in memory.
I have done so because of the
finite
and
relatively
self-contained
nature
of
linguistic
systems, and because of the sprawling and relatively universal
nature of nonverbal experience. Items of both kinds are obviously stored together, since a word may recall—or may 'prime'—
a nonverbal item and vice versa. I use the term 'configuration'
to stand for a group of items that are stored together—that
tend to recall or to 'prime' one another.
Some configurations
are held together by the fact that all items in them came into
memory at the same time, but there are certainly other bases for
memory organization as well. Schank (1982) has suggested that
goals are of special importance in this regard.
3.
Interpretation.
We are now ready to go on to the
third part of my paper, and look at a possible meaning for the
facts which I have just finished sketching.
Let us begin by
considering a grotesquely simplified but still realistic classroom technique.
Imagine that a student is studying Spanish vocabulary by the
primitive method of sitting in a classroom repeating pairs of
English and Spanish words over and over after a teacher.
On
later occasions, the English word house will serve as a
reminder for casa; but it was also associated with, and will
tend to 'prime', the classroom walls, and the 10:00-11:00 class
hour, and the teacher's face, and the purpose of being credited
with a right answer, and all the rest. The classroom wall, once
recalled to memory in this way, will in turn bring back or at
least 'prime' the word casa and the 10:00 hour and the
teacher's face, and so on. What we have here is a whole network
of mutual remindings—all very cozy.
One thing that makes this cozy arrangement less than ideal, of
course, is the fact that there is more than one word or one
grammatical structure in the target language. The English words
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city, table, and pencil will bring back the same ambient
items of location and time and purpose, and these ambient items,
whether they were recalled by city or by table or by
pencil or by house,
will tend
equally
to bring
back
lapiz
and
casa
and
mesa
and
ciudad.
In
this
sense I would like to say that such a configuration is poorly
'integrated' within itself.
Now let us examine what happens when a child is mastering his/
her first language. The physical locations, the types of activity, the purposes, and many other parts of the configurations
that are stored along with instances of the word house will,
on the average, be quite different from the physical locations,
the types of activity, the purposes, and all the rest that are
stored along with instances of pencil, for example.
Moreover, the other (the nonlinguistic) items in the configurations
that contain casa will generally be good reminders for one
another. What is essential to my argument is that the items in
the configuration that contains casa will be better reminders for one another than they will be for lapiz or for the
nonlinguistic items that are frequent in the configurations that
contain lapiz.
The reverse applies from
lapiz to casa.
The networks of mutual 'reminding' are quite different in
the sets of configurations that contain the two words.
Contrast
this with the primitive classroom technique that I described
earlier, in which the two networks were overwhelmingly alike.
In this sense, the configurations that the child takes in as it
meets its native language may be said to be 'well integrated'.
A well-integrated configuration, then, is one in which the
items are good reminders for one other, and not for a number of
other false targets.
To put the same thing in another way, a
configuration may be 'integrated' with respect to a particular
item, called the 'target', which it contains.
The degree to
which one item is a reminder for another depends (partly) on the
number of times the target item appears in configurations which
are members of the small set of configurations that are brought
back by the reminding item.
A configuration is 'well-integrated' with respect to a given target item if, first, it contains that item, and if, moreover, the other items in the configuration are good reminders for one another and for the
target, and not for a number of spurious targets.
There are three features which make a well-integrated configuration superior to a poorly integrated configuration when it
comes to the practical use of a language.
First, there is a
better signal-to-noise ratio; that is, there is a higher proportion of other items pointing to the desired item, relative to
the proportion of other items which point equally to undesired
items. In the example that I used, the walls of the classroom
tend to bring back lapiz, ciudad, and mesa just as much
as they tend to bring back casa.
Second, the ambient items
—particularly the purposes—in a well-integrated configuration
are those which occur in real life:
finding shelter, for
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example, or finding something to write with, rather than the
purpose of coming up with the correct equivalent of some English
word or other.
This means that these same nonlinguistic surroundings and these same purposes, when they recur in the
future, will have the property of making more accessible the
linguistic items that should go with them.
As for the third advantage of well-integrated configurations,
notice also what happens when a language has been learned in
terms of configurations of the poorly integrated variety.
Any
word in the foreign language will have been stored with, and so
will tend to reawaken, whatever feelings of anxiety or boredom
or caution may have been present in the academic setting, including the motivation of avoiding errors.
Well-integrated
configurations ought therefore to lead to greater fluency than
poorly integrated ones do.
In this interpretation, I have been talking as though all
memory configurations were based on simultaneity of input. That
is certainly the easiest kind of configuration to describe, but
as I remarked earlier, memories are organized in other ways as
well. But if what I have said holds good for simple, time-based
configurations, it is even more true to the extent that configurations are organized around goals or around emotions.
It must have been obvious to you for several minutes now that
the type of poorly integrated configuration that I have been
talking about is the characteristic product of 'learning1, in
the narrow sense of taking up one bit of verbal material at a
time, concentrating on it, and identifying and correcting
errors; and that well-integrated configurations are the normal
outcome of 'acquisition'—of the way an infant or a noninfant
meets language as just one more part of the normal flow of
everyday life.
If what I have said up to this point is true,
then both 'learning' and 'acquisition' are examples of a single
process operating under different circumstances.
I am proposing, then, to replace the two discrete processes
called 'learning' and 'acquisition' with a contrast between
'poorly integrated' and 'well-integrated'
configurations—actually, families of related configurations.
What makes the difference, I am saying, is the degree of integration. But 'degree
of integration' implies a continuum, and the idea of a continuum
appeals strongly to my instincts as a language teacher. In this
respect, one student may operate very close to the 'acquisition'
end of the continuum, a second may operate near the 'learning'
end, and a third may alternate rapidly between the two.
I must hasten to point out that if I am right, and if 'learning' and 'acquisition' are at bottom the same thing, this still
does not detract from the enormous practical importance of the
distinction between them or even, on one level, from the theoretical usefulness of the two concepts. It does mean, however,
that while the question of whether and how 'learning' and
'acquisition' can contribute to each other does not disappear,
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an answer that for many people is intuitively appealing now no
longer violates the theory.
4.
Conclusion.
With these thoughts in mind, I return to
the axiom which I proposed in Section 1, and amplify it just a
bit.
Whether in 'learning' or in 'acquisition', people build new
connections, but not just between a few selected verbal
items and their most obvious nonverbal counterparts. They
connect great numbers of verbal and nonverbal items—verbal
with verbal, verbal with nonverbal, nonverbal with nonverbal, some of them fairly concrete and some quite abstract,
some at the focus of attention and others peripheral. It is
desirable that these connections be woven into networks
which will be as well-integrated as we can make them, taking
into account imagery as well as information, and motivation
as well as denotation.
Not surprisingly, one practical consequence of this amplified
axiom is that we at the Foreign Service Institute are providing
many opportunities for adult acquisition—many opportunities for
our students to meet and use language in settings and for purposes which come as close as possible to what they will meet
overseas. This is one side of what we have been doing in the
new materials which I mentioned in the opening paragraph of this
paper.
More generally, there are at least three points to remember in
the education of language teachers. The first is that things go
best when students have a rich and well-integrated set of mental
images to match whatever words they meet. The second is that
the teacher must not assume that students have in their heads
the same images that the teacher is getting from the words of
the lesson.
Finally, just as the teacher monitors the verbal
performance of students in order to infer and contribute to
their verbal competence, so the same teacher needs constantly to
guess at and to verify the mental images with which students are
working moment by moment.
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TEACHER TRAINING AND CHANCES IN SOCIETY
Peter Strevens
The Bell Educational Trust
The starting points of this paper are twofold:
first, the
institutional teaching of at least one foreign language is a
major element in the educational system of every country on
earth, and, as I have argued elsewhere (Strevens 1981), the
systematic,
deliberate,
well-planned
training
of
language
teachers in an educational system can be expected to raise
significantly the average achievement of language learners in
that system. And second, the branch of education concerned with
the learning and teaching of languages, having been recognised
as of great importance to every society, has the benefit and
support of major intellectual efforts, on a worldwide scale, not
least through the promotion and organisation of high-grade
teacher training (Stern 1983).
Teacher training, in fact, has
acquired intellectual respectability, in the past dozen years,
at any rate where the teaching of English as a foreign language
is concerned.
This paper is concerned not with the content of teacher training but with a particular aspect and example of the central requirement of teacher training, namely, that it should be responsive to changes in society.
There is, of course, an obvious
sense in which this is true:
teacher training is an essential
component of institutionalized education, by which society
transmits its values and prepares its citizens for the future;
consequently, changes in society's values and in its views of
the future must be reflected in the nature of teacher training.
However, in analysing professional training for the teaching
of foreign languages, additional considerations become evident.
In particular, whereas up to 1962 the training of teachers was
broadly similar in type, no matter which foreign language was to
be taught, since that time the extraordinary spread and salience
of English as a foreign language has created special circumstances for the training of teachers of English as a foreign
language (Bailey and GGrlach 1982; Fishman 1982; Kachru 1982;
Strevens 1981, 1982).
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Britain has always been a major 'resource country1 for the
training of teachers of English to speakers of other languages,
originally through educational service to the school systems of
the Commonwealth countries (Nigeria, Kenya, India, Singapore,
etc.), but more recently through its response both to demands
for teaching in large numbers of other countries, and to the
great wave of learners coming to Britain for the purpose of
receiving organised instruction in English as a foreign language.
The main purpose of this paper, then, is to describe an important and entirely new mechanism for adapting to change—a
mechanism which has emerged spontaneously in Britain, quite
separately from the established university and training college
systems of teacher training, which has been responsible for a
rapid rise in the professional quality and calibre of teachers
of English as a foreign language in Britain, and which is now
extending its effects to EFL in several other countries.
It is
based on a simple and inexpensive set of arrangements organised
not by any governmental or academic authority, but by a typically British institution, a public examination body established by
a small but influential learned society.
The mechanisms concerned can be typified by the response to a
new need, specifically on the part of the Royal Society for the
encouragement of Arts, Manufactures and Commerce—always known
as the Royal Society of Arts, or RSAl—although a number of
other, smaller independent examining bodies in Britain offer
variations of the same response.
The new need to which the RSA responded was for professional,
specialist training to become available for large numbers of
teachers who were already teaching English to foreign students
in Britain, with no relevant qualifications or training for
doing so.
The enormous surge of demand for English that arose in the 20
years from 1955 took different forms.
In Britain, it led to a
great and growing influx of overseas students, coming for a
period of weeks or months solely to learn English through an
intensive regime of classes (28 classes per week is a common
norm) and then to return home. 2
Increasing numbers of specialist EFL schools sprang up, mainly
in London but also in Cambridge and elsewhere, to provide tuition in English.
In the early days, the usual qualification
required of teachers employed in such schools was that they
should be native speakers of English (usually British English)
and should preferably have a degree in English literature. The
requirement of the students was 'to learn English', an undifferentiated and unsophisticated aim which led to the devising of
equally unsophisticated courses in 'general English'—mainly in
reading, writing essays, and conversation, with strong elements
of 'British life and institutions', including some acquaintance
with Shakespeare and other classics of English literature.
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After a decade of growth by 1965, there were in Britain perhaps 100 schools of EFL,3 employing upwards of 500 teachers.
Few of these schools were of adequate educational quality. Over
the same period there had commenced in Britain a great wave of
university development in applied linguistics and the teaching
of English as a foreign language, with new courses at master's
degree level, and doctorates, being offered in three or four
leading universities.
And so at the same time as a group of
highly trained professionals in EFL began to grow up, so equally
the relative lack of proper training and qualifications among
the majority of EFL teachers started to become visible.
Two other developments contributed to the same process.
In
one of these developments, Mr. John Haycraft, a dynamic EFL
teacher and entrepreneur who had founded a chain of EFL schools
abroad affiliated to his International House schools in Britain,
found that in order to provide adequate teachers for these
schools he had to devise basic, practical classroom training for
them. He and his wife established the International House fourweek courses in teaching EFL (Haycraft 1978, 1982).
These
courses later became the inspiration for the RSA Preparatory
Certificate courses.
In the other development, the British Council was already
deeply involved in supporting the learning and teaching of
English in many countries overseas, and in furthering the development of EFL university resource centres in Britain.
These
efforts had among other consequences that of educating potential
sponsors of students abroad to the understanding that a more
precise formulation of students' needs for English, of their
starting level and target level of achievement, of what they
needed to do with the language—that such
specifications
would permit courses to be designed more closely to those purposes, with resulting improvements in relevance and hence in
learning success achieved.
As the potential students became
more educated to an awareness of alternatives to 'general
English', so the pressure grew upon the EFL schools to respond
by offering more appropriate classes.
At that point it became
clear that a large proportion of the teachers in the schools
were unable, through lack of professional awareness, to respond
to this pressure.
The EFL schools, then, were faced simultaneously by massive
expansion, by increasing sophistication in the demands made upon
them, and by a rapid rise in standards of EFL professionalism in
the university and public sector of education dealing with EFL
outside Britain.
Around 1965, the Examinations Board of the RSA began to recognise a need for qualifications in teaching EFL. The large and
growing numbers of existing teachers in EFL, most of whom had no
qualifications for any kind of teaching, let alone for the
specific task of teaching EFL, and the even larger numbers of
future EFL teachers, could not realistically be expected to find
the time—a full academic year—to take a university course.4
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The response of the RSA was to promote a Certificate in the
Teaching of English as a Foreign Language (Cert. TEFL) which
would be achieved by passing an RSA examination after following
a course of at least 100 hours of study at an approved centre.
The Cert. TEFL was introduced in 1967, its aim being stated as
' . . . ( a ) to encourage the provision of specialized training of
teachers of EFL; (b) to increase the competence of those engaged
in the profession of teaching EFL to adults, i.e. those over
16.'
'It is expected that candidates will have...a degree...and
experience of teaching in EFL', said the RSA's Regulations.
In 1980 a further scheme was introduced, for a Preparatory
Certificate for the Teaching of English as a Foreign Language to
Adults. It was felt by the RSA that where the Cert. TEFL was
intended for teachers with 'substantial experience of teaching
EFL either in the United Kingdom or abroad1, there was also a
need for a scheme to provide entry into the profession for those
without any experience or previous training in this field.
Typically, the Cert. TEFL course is spread over an academic
year, part-time (usually by evening classes), or more rarely, 9
or 10 weeks full-time.
The Preparatory Certificate invariably
requires a four-week intensive, full-time course.
Both courses
require successful evaluation of practical classroom teaching:
the Preparatory Certificate is very largely devoted to practical
teaching skills, and although the Cert. TEFL examination includes written papers on methodology, learning and teaching
theories, and the nature of English as a language, nevertheless
the assessment of the candidate's practical ability in preparing
and teaching a lesson is of prime importance.
So far, the RSA's contribution thus described may seem laudable but not remarkable:
training courses, examinations to
match, and a certificate for the successful, would seem an
obvious path to follow—though rare and difficult enough to
bring about, in all conscience.
What is remarkable, however, is that the RSA is not a teaching
organisation and employs only one or two administrative officers
to deal with this whole area. It runs no courses and employs no
teachers for its EFL certificates.
The RSA is a learned society, in the technical sense of an association of people concerned with intellectual developments in the British and intellectual community, with in addition an Examinations Board. The
latter identifies gaps in society's provisions for education and
training—for example, in office practice, computer studies,
languages for secretaries, etc.; it then makes contact with
leaders in the profession concerned, establishes with their help
a committee to draw up a provisional examination syllabus, identifies a few teaching institutions (both public and private)
which are willing to teach courses leading to these examinations, then employs and organises groups of examiners, and
finally issues certificates to the successful candidates.
In short, a very small permanent secretariat operates a highly
effective network of consultations and of carefully interlocking
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advisory committees with members, unpaid, drawn from among the
intellectual and professional leaders of EFL, resulting in the
publication of an examination syllabus, the approval of some
teaching institutions as suitable to offer courses leading to
the examination, and then, last but quite crucially, the regular
holding of efficient and incorruptible examinations.
The RSA's initiative has been outstandingly successful.
Since
1967 the RSA have awarded 3888 Cert. TEFL; since 1979 they have
awarded 4136 Preparatory Certificates.
It is now rare for a
teacher of EFL to be newly employed in the profession without at
least a Preparatory Certificate and a commitment to taking a
Cert. TEFL in the future, while a high proportion of existing
teachers of EFL who had no specialist qualifications have gained
a Cert. TEFL by part-time, inservice study.
But the RSA's contribution is not confined to Britain.
It
also offers certificates for overseas teachers, encouraging EFL
institutions in, for example, Cyprus, Italy, Spain, Singapore,
to prepare local teachers to take an RSA examination. In these
local circumstances attention is given to the teachers' command
of English as well as to their teaching ability. Again, the RSA
permits only approved institutions (which means, in effect,
approved teacher-trainers) to offer such courses. But the number of countries where RSA teacher training courses are available is open-ended:
requests from any country where the RSA
system can help to meet the demand will be sympathetically
considered.
The purpose of describing the RSA examinations in the training
of teachers of English as a foreign language was to illustrate a
way in which changes in society have been responded to, in the
particular circumstances of EFL in Britain.
Other responses
will doubtless emerge elsewhere as teacher training keeps pace
with the dynamics of sociolinguistic evolution.

Notes
1.
The Royal Society of Arts has its headquarters at John
Adam Street, London, WC2N 6EZ. The RSA Examinations Board
publishes a booklet describing its Certificates in the Teaching
of English as a Second or Foreign Language, which can be obtained from the Assistant Secretary, Murray Road, Orpington,
Kent, BR5 3RB. These certificates fall under five main headings: (1) Further Education Scheme; (2) Prepratory Scheme; (3)
Primary and Secondary Scheme; (4) Adult Immigrant Scheme; (5)
Overseas Teachers Scheme. Headings (1), (2) and (3) are relevant to this paper.
These arrangements are a tribute to the
work of many people, but the names of Mr. Frank Candlin, OBE,
Chairman of the main committee concerned, and of Miss Hazel
Orchard, Senior Assistant Secretary of the RSA, should be
specially mentioned.
2. Britain is not an immigration country in the same sense as
the United States.
Except for a relatively small number of
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immigrants, almost always holding British passports,
from
British Commonwealth or former Commonwealth countries, such as
Cyprus, Pakistan, Uganda, the large annual influx of students of
English, perhaps 250,000 per year, is tidal:
that is to say,
the students return home after a few weeks or months.
The
pedagogical problem is thus very different from ESL for immigrants to the United States.
3. The number of EFL schools is unknown, since no licence,
approval, or registration is required in order to set up an EFL
school for postschool age pupils in Britain.
However, if an
estimate of 100 is appropriate for 1965, the total for 1983 is
likely to be nearer 750.
Of these, some 125 have passed an
inspection by the British educational authorities (currently,
the British Council) and been recognized as efficient, i.e.
accepted as meeting reasonable standards of educational quality.
By way of illustration, the present author is Director-General
of the Bell Educational Trust, a nonprofit foundation that
operates five EFL schools in Britain and supplies teachers and
teacher trainers to overseas countries.
The Trust's schools
teach some 30,000 student/weeks per year. The total volume of
U.K. EFL is extremely high, though impossible to establish with
certainty.
4.
The first exception to this rule was the establishment in
1970 by the present author, of the University of Essex's oneterm (10-week) Certificate in the Teaching of English as a
Foreign Language, chiefly designed for overseas students. Other
relevant one-term courses are now offered at Lancaster, Birmingham, and Reading Universities. However, in most cases, including the Essex CALTE course, there are virtually no opportunities
for supervised classroom practice.
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EUROPEAN COOPERATION IN THE PREPARATION
OF SECOND LANGUAGE TEACHERS
J. L. M. Trim
Centre for Information on Language Teaching and Research,
London, U.K.
Europe, the continent of coasts and islands, has maintained a
high degree of linguistic and cultural diversity, accompanied by
political fragmentation.
There are some 30 independent states,
virtually all of which have significant linguistic minorities.
Some are officially multilingual; others have a single established state language, with some degree of autonomy for linguistic minorities; others allow minority languages some place in
education and public life. A few reduce the minority language
to private or domestic status or have even forbidden its use.
The vast increase we have seen in the scale of economic activity, the increased efficiency and ease of travel, the information explosion with all its incalculable effects, all conspire
to place small languages and cultures under an increasingly
heavy pressure. Unless incarcerated, no small group can isolate
itself from these pressures.
Some small territorial languages
and cultures have reached the limits of viability or perhaps
passed them. However, the same pressures have led to massive
movements of labour, intended to be temporary but, predictably,
tending to establish themselves as a permanent feature of the
advanced industrial countries. These movements of perhaps some
15,000,000 people have established new cultural and linguistic
minorities in urban centres—often disadvantaged and with few or
no political rights—to replace the old, apparently moribund
rural ones.
For the 22 countries which are signatory to the Convention on
Cultural Cooperation (i.e. the 21 member countries of the Council of Europe plus Finland), this situation is extremely problematic.
Differences of language and culture, especially when
associated with gross economic and political inequalities, have
traditionally been linked with prejudice, intolerance, xenophobia, political hostility, and violence, culminating in the two
great wars of this century, which arose in Europe but engulfed
377
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the world.
The Council of Europe was established to create
economic, social, cultural, and political conditions which would
stop that happening again. The economic, most social, and some
of the political responsibilities have now passed to the European Communities. However, the cultural aspects, including linguistic and educational matters, were not envisaged in the
Treaty of Rome and at present they stay largely with the Council
of Europe, particularly with the Council for Cultural Cooperation (CCC, now CDCC), which was set up in 1962 and thus comes of
age this year.
Among the aims of the Council are:
• to bring new ideas, new techniques, and new achievements
discovered in one member country to the attention of all
and facilitate their adaptation to the needs of other
interested members;
• to pool national achievements and make the people aware
of their common responsibilities as Europeans;
• to increase the educational potential of each country;
• to promote the study of the particular questions brought
to its notice by the Resolutions of the Standing Conference of European Ministers of Education, which has
adopted the principle of identifying particular subjects
requiring collective study;
• to multiply instruments of practical cooperation between
European educationalists;
• to facilitate exchanges of persons and cultural material
between different countries;
• to develop mutual aid between member countries;
• to make known to both Europeans and non-Europeans the
ideas, conceptions, and creative works of the European
spirit and to prepare Europeans for their responsibilities with regard to their cultural heritage.
From its inception, the CCC has given close attention to
linguistic questions.
A major project ran from 1962-72, in
which the International Association of Applied Linguistics was
created and fostered until it reached maturity following its
second Congress in Cambridge in 1969 and outgrew the European
framework.
At the same time a series of symposia was held in
successive member countries, which applied the aims of the CCC
set out here to the language teaching profession.
The specific
aim was to expose language teachers, as well as educational
authorities, teacher trainers, publishers, and other support
services to each others' way of thinking and acting, and to the
implications of the application of the findings of academic
linguistics for the learning and teaching of languages.
The
programme covered all educational levels from preprimary to
postgraduate training and research.
It is not surprising that the language programme should have
been chosen as a focus of attention, or that it would have been
so well received. The fundamental aim of the Council is, after
all, unity in diversity, the promotion of ever closer coopera-
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tion through mutual understanding, tolerance, and respect for
differences of language, culture, and tradition.
The language
teaching profession is, of course, professionally concerned with
the same objectives. It exists to mediate between cultures and
to encourage and enable others to do the same. By their nature
as a self-selected group they are least likely to be monocultural and ethnocentric.
They benefit most clearly from mutual
cooperation and are best equipped linguistically and by virtue
of their background knowledge to communicate and build up solid
working relations.
Even so, the difficulties remain formidable.
Political fragmentation has produced a wide variety of administrative systems.
In some countries internal decentralisation produces further
fragmentation.
In Germany, for example, allied policy at the
end of the war placed the control of education in the hands of
the Lander, which produce guidelines followed by schools and
inspectors at local level.
In Britain, though Parliament is
sovereign, educational policy rests largely with the local
educational authorities.
In curricular matters each school's
policy is determined by its head teacher, disciplined mainly by
the school-leaving examinations controlled by a number of authorities. France, on the other hand, has a national education
system so centralised that a single ministerial decision can
initiate curricular reform throughout the country and carry it
through (at any rate administratively) in a remarkably short
period.
It will be readily appreciated that with such wide
divergencies between the levels and degrees of responsibility
carried by decision makers in different systems, participants in
formal meetings and symposia can have entirely different expectations as to what the meeting can lead to.
Differences in the stage of economic development reached by
different countries have a considerable effect on all kinds of
educational provision:
the age at which compulsory education
begins and ends, the size of classes, the availability of books,
audio, and visual recorders, length of study, provision for
initial and inservice teacher training, opportunities for travel
and study abroad, etc., all depend on the resources a particular
economy can make available.
The socioeconomic relations between language communities also
vary widely in their linguistic effects.
The size, economic
power, patterns of trade and cross-frontier mobility, the availability in the various languages of communication products such
as books, films, TV programmes, etc. for different purposes,
will effect the extent of exposure to particular languages in
daily life, and hence their major reality and motivating power
in the education system.
The political status of a community
will affect the international currency of its language and its
willingness to devote a particular proportion of the gross national product to foreign language learning.
All these parameters interact to give each country a unique set of conditions in
which language learning takes place, and in addition there are
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less tangible, but perhaps sometimes equally powerful factors of
intellectual tradition, values and beliefs which together determine to a large extent the submerged body of presuppositions
which participants in international encounters bring to the
event and on which the success of their interaction depends.
What can an intergovernmental body such as the CDCC, with
limited resources and no authority to issue directives, hope to
achieve in so highly diversified a situation?
This was the
problem that freed the project set up by the Council in 1971,
which I directed, to look into the feasibility of developing a
European unit/credit system for language learning by adults. We
were soon confronted with the inappropriateness and political
unacceptability of a unified pan-European scheme of qualifications, but found a ready response to our attempts to develop a
common frame of reference for international cooperation, which
we called 'learner-centered,
needs-based,
language-learning
systems development'. What were we hoping to achieve? First,
perhaps, an awareness of common interest and a framework of
common principles.
This has been largely achieved.
A. broad
consensus is now emerging in Europe that the essential aim of
language learning is to facilitate the freer movement of people
and ideas. There is a growing awareness of the need for careful
specification of objectives based on an initial appreciation and
subsequent monitoring of the needs, motivations, and resources
of learners.
There is a growing body of common experience
regarding the nature of communicative proficiency and the ways
in which it can be promoted and evaluated in learners.
It is
increasingly realised that an educational programme must promote
the steady and purposive development of the learner as communicator and as learner, bringing him in both respects to increasing confidence, self-awareness, and independence as part of his
individual and social development.
Beyond the formulation of these general principles, the
project has provided a series of detailed conceptual models
which can be used by educational planners in analysing their
situations, goals, and methods. The best known of these are the
various 'threshold level' specifications which aim to set out in
some detail what a learner should be able to do in order to lead
a reasonably independent existence in another language community, both in transacting the business of everyday life and in
building up social relations.
Though originally intended to
define a minimum linguistic equipment adequate to the task, the
model proved applicable to all educational levels.
A further contribution made by the project is then to collect
and disseminate the results of attempts—reported case studies
and elicited pilot projects—to follow the principles and apply
the models in a wide range of educational contexts. Compendia
of such reports have been, or are being, published in the areas
of needs analysis, teaching methodology, and teacher training.
All show the expected 'unity in diversity'.

European cooperation in teacher preparation / 381
The compendium on teacher training, surveying ten inservice
training programmes covering the project's three main areas of
concern—lower secondary education, adult education
(with
special reference to broadcast-led multimedia systems), and
migrant education in Austria, Britain, France, Germany, and
Sweden—was prepared by Professor H. J. Krumm of Hamburg. Inservice training was chosen as the focus of concern for a number
of practical reasons:
• Inservice training provides the means of implementing new
approaches more quickly. There is a slow turnover rate
among Europe's 100,000 or more language teachers and this
rate is likely to slow down. Innovation must be carried
through by the existing body of teachers, who must be
reequipped with (i.e. given the opportunity to acquire)
the attitudes, knowledge, and skills they need to teach
effectively for communication.
• Inservice training is particularly necessary for language
teachers in adult education and in migrant education
where initial training hardly exists, as well as in those
countries where teachers are permitted to teach in
schools without professional training.
• Inservice institutions are usually more flexible than
initial training institutions and more ready to adopt
innovations.
Indeed, response to innovations is one of
their raisons d'etre.
Some states are very jealous of
their control over initial teacher training.
The institutions participating in the survey agreed upon a set
of criteria for the evaluation of the aims and objectives of
training programmes:
(1) Do they
inform teachers
about
the
principles,
procedures, and materials which form the foreign
language teaching 'system' and approach of the Modern
Languages Project?
(2) Do they try to change the teachers' attitudes as
far as the functions of language, the objectives of
language teaching, and the roles of teachers and learners are concerned?
(3) Do they demonstrate by means of concrete teaching
models that the principles of the Modern Languages
Project can be put into effect using a variety of language teaching techniques, the choice of which depends
on the analysis of the learners' needs, institutional
conditions, etc.?
(4) Do they facilitate cooperation among participating
teachers in developing strategies and materials which
might help them to implement the findings of the Modern
Languages Project in their own institutions, countries,
and classrooms?
The results of the survey were positive, and seemed to justify
optimism in the effectiveness of the principles followed—
tempered, however, by an awareness of the very limited scale of
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existing programmes in relation to the size of the teaching
force, and the resources needed to meet its needs on an appropriate scale. Krumm concluded:
If there is general agreement that teacher training is the
crucial point in disseminating and implementing the principles and materials of the Modern Languages Project, then
with a moderate investment of time, personnel, and money it
will be possible to develop a plan and packages of materials
for a European teacher training programme in the area of
foreign languages which will support existing institutions
and establish closer cooperation between the member countries of the Council of Europe.
In his contribution to the Final Report of the CCC Project No.
4, Edelhoff outlined a corresponding programme of experimentation, covering:
• Individual teacher (inservice) training (reading and
studying, multimedia courses on radio and television);
• Individual and group teacher (inservice) training (at
local, regional, and central levels; in ad hoc seminars
and courses; in regular and permanent working groups,
afternoon and residential meetings);
• Pooling together different agencies and institutions at
local and central levels, including binational and international, preservice and inservice organisations;
• Establishing an international pool of experiences and
models and teaching/learning materials and information
sources.
The report itself concluded:
Great importance attaches to the willingness and ability of
teachers to adopt new attitudes and aims, to accept and use
new methods and materials.
The Project should seek to
identify and promote ways of preparing teachers in initial
and inservice training to make an appropriate contribution
to the learning process.
In doing so, it is not sufficient
to consider only the technical professional aspects of
teacher training.
The whole pattern of study of the
future teacher must be taken into account.
The nature of
the action to be undertaken in each member country and the
nature of the contribution made by the Project will, of
course, be a matter for negotiation with competent authorities in the light of the prevailing conditions.
In February 1982, an intergovernmental conference was held in
Strasbourg to consider the findings of Project No. 4.
The
section concerned with teacher training made, amongst others,
the following proposals:
The CDCC should consider carefully the nature and consequences of the demand made on teachers by adherence to the
basic principles of the approach advocated by the Council of
Europe, such as communicative language teaching, learner
autonomy, learner-centredness. For instance:
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•

a research programme should be undertaken including the
collation and production of desirable models of teacher
training programmes, comparative studies in the field of
modern language teacher training, and examples of good
practice of communicative modern language teaching in
various conditions
• research should be conducted into ways in which teachers
can best use native speakers, whether they be assistants,
exchange teachers or foreign pupils in their establishments
• the new Project should seek to arrive at definitions of
what a language teacher should know and be able to do in
order to put the communicative approach into practice.
This might lead to some kind of specification of basic
language teacher competencies for use in teacher training.
On the basis of the findings of Project No. 4 and the reactions of the Strasbourg conference, and the subsequent discussions in the CDCC, the Committee of Ministers of the Council of
Europe formally adopted Recommendation R(82)18 at their meeting
in September 1982, as a guide to future language teaching
policies for Europe. The section on teacher training calls upon
member governments:
13.
To promote the development and introduction of methods
for such initial and further training of teachers of
modern languages as will enable them to develop the
attitudes and acquire the knowledge, skills and techniques necesssary to teach languages effectively for
communicative purposes, for example by:
13.1 considering the extent to which the pattern of
modern language studies in higher education
provides an adequate preparation for future language teachers;
13.2 providing facilities through bilateral and multilateral agreements for all future teachers to
spend a substantial period of their course of
study in a country where the language they will
teach is spoken as a mother tongue;
13.3 contributing to an intensified
programme of
inservice teacher training, including internationally organised, staffed and recruited inservice courses for language teachers, and facilitating the participation of serving teachers in
such courses;
13.4 promoting stays at regular intervals by serving
teachers in the countries whose languages they
teach.
While these recommendations are not mandatory, every member
government has voted to have them made to it.
Following the success of Project No. 4, Modern Languages, the
CDCC has launched a further project (No. 12), 'Teaching and
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Learning Languages for Communication1, to continue its work.
The new Project Group has met to outline a programme to implement the findings of Project 4 in the main areas of application
(lower secondary, adult, and migrant education) and to encourage
experimentation and mutual aid in other areas.
It has identified a number of areas for further theoretical development.
It
has also agreed to place an intensified programme of international cooperation in the area of teacher training in the centre
of its programme. At the invitation of the Greek government, a
symposium will be held in Delphi at the end of May [1983] to
consider the aims, objectives, and strategies of this programme.
Whilst it would be premature to preempt the findings of the symposium, it is hoped that it will achieve the following results:
• an overall view of initial and inservice language teacher
training programmes based on communicative approaches in
member countries;
• the identification of the needs of language teacher
trainers and the problems with which they are faced when
attempting to help teachers to establish an effective
communicative competence in learners in the three key
areas of Project No. 12;
• the identification of priority topics for a series of
inservice workshops for language teacher trainers;
• proposals of guidelines, criteria, and models for the
planning, organisation, and evaluation of workshops
series;
• proposals for disseminating the results of the workshops
series.
The specific action proposed is that of a programme of intensified international cooperation among member countries in
support of each other's initial and inservice teacher training
courses aimed at equipping or reequipping teachers to enable
pupils to communicate with other Europeans through other languages than their own native language or the vehicular language
of their own country.
We trust that our new programme will help them in meeting the
challenges this view of the language teaching profession presents.
The actions of the Council of Europe Modern Languages Project
described here are, of course, only a few of many examples of
European cooperation in the area of teacher training.
Within
the Council of Europe, a bursary scheme operates, under which
places on inservice courses in member countries are opened to
participants from others.
There are many bilateral and multilateral agreements among member countries or between institutions for teacher exchange ajoint courses.
Cultural agencies
like the British Council and the Goethe-Institut devote much of
their activity to assisting national inservice training.
The
International Certificate Commission organises a programme of
inservice courses for teachers in its member institutions.
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No doubt much remains to be done. Indeed, in relation to the
size of the profession the opportunities offered are very
modest. Nevertheless, steady progress is being made towards
producing a profession which is international in outlook and
capable of teaching effectively for communication.

DEVELOPING A RESEARCH AGENDA
FOR SECOND LANGUAGE EDUCATORS
G. Richard Tucker
Center for Applied Linguistics
In this paper, I discuss the desirability of including a
research-oriented training component as one of the core elements
in teacher education programs.
I propose several exemplary
themes that might constitute core elements of such an agenda,
and discuss the contributions to be made by second language
educators in its implementation.
We are currently witnessing drastic changes in the context in
which formal educational programs are offered in the United
States.
Therefore, I would like at this point to spend a few
moments calling your attention to four factors which I believe
highlight the importance of implementing programs of basic
research within the context of teacher preparation programs and
of including more substantive research training for prospective
teachers as a routine part of their professional training.
Background considerations.
First, we are witnessing enormous changes in demographic patterns in the United States which
will likely continue for at least a decade and influence drastically the American educational system.
For example, there
will be a sharp increase in the number of limited English-speaking and non-English-speaking elementary pupils—particularly
those of Spanish origin—living in the Southwestern part of the
United States. If you trace a crescent from Los Angeles to San
Antonio, more than 50% of the school age population throughout
that belt will soon be of limited or non-English-speaking background.
This fact has enormous implications for primary,
secondary, and increasingly for tertiary education—particularly
given the present political climate, which is one that does not
favor enforcing compliance with the Lau guidelines.
Second, the decade of the 1980s will see a continuation of the
large flow of refugees, entrants, and migrants to the United
States.
The flow of Indochinese refugees will continue and
increasingly there will be large numbers of African, Afghan, and
Eastern European individuals as well. With few exceptions, such
386
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individuals will be marginally literate, marginally educated,
and will possess a low level of urbanity.
The implications for
our formal education system, and for community college outreach
programs, are staggering.
Third, we continue to witness a decline in the absolute number
and proportion of United States born students continuing to
university studies and an increased number and proportion of
foreign student admissions.
Projections indicate that the
number of foreign born student admissions will rise from the
present figure of approximately 7% to between 11% and 15% over
the next decade.
Again, this shift will place an increasing
burden on English language teaching institutes that prepare
students for community college, for technical training, or for
other tertiary level education, and will require our better
understanding diverse aspects of the second language learning
and teaching process.
Fourth, there exists a need for an enhanced foreign language
capacity on the part of native born language majority students
if they are to compete economically and politically in an
increasingly globally interdependent society.
An all too
familiar summary statement is that not much foreign language
study occurs in the United States at all; and what there is
occurs predominantly in French, Spanish, German, or Italian.
Despite the fact that languages such as Arabic, Chinese, Hindi,
Swahili, etc. are spoken by something like 99% of the world's
population, students of these languages comprise fewer than onetenth of one percent of foreign language students today in the
United States.
From this perspective, I think the claim can reasonably be
made that high priority should be accorded to the launching of
basic research programs in diverse settings:
(1) to describe, measure, or specify more precisely what is
acquired during the course of foreign or second language learning and teaching;
(2) to clarify the course, causes, correlates, and consequences of foreign and second language learning, as
well as the personal and societal consequences of
learning or failing to learn some additional language;
(3) to describe the course, causes, correlates, and consequences of language skill attrition under different
social circumstances.
An overall goal would be to understand more clearly the discrepancy between what a student—either child or adult—brings
to the classroom in terms of the form and range of language
functions, the demands placed upon the student by teacher,
peers, text, the formal examination system, and the expectations
held by prospective employers for graduates of the formal school
system.
It is worthwhile to remember that there is a plethora
of important societal issues in which language plays a salient,
although sometimes tangential, role; but that despite almost two
decades of vigorous research, our knowledge regarding the course
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of language development, the role of affective, cognitive, and
social factors in language learning or acquisition, and the
relative efficacy of diverse pedagogical approaches, remains
fragmentary at best. Our information is often anecdotal, largely cross-sectional, and quite often collected in a relatively
haphazard fashion.
It strikes me that the time is right to call
for the development of increased research training within the
context of teacher preparation programs and to call for the
implementation of a focused research agenda to address important
language, educational, and societal issues within the context of
these programs.

Desirable components of teacher preparation programs.

It

is my belief that an adequate teacher preparation program will
include among its required components courses or seminars in
statistics (and here I am thinking of a course in statistics
oriented specifically to the language educator; but one which
goes from a consideration of elementary measures of central
tendency and variation through various forms of multiple regression (see, for example, Hatch and Farhady 1982); courses in computer familiarization (at the minimum, students should be familiar with and able to utilize such basic statistical packages as
SPSS, SAS, etc.), language testing, and a research methods seminar in which students work as apprentices to senior staff conducting replications of basic research, followed by their own
pilot research projects which lead naturally into M.A.
theses
or doctoral dissertations.
It should be possible within the
context of a research-methods seminar to think through and to
implement a basic research agenda which could provide information relevant to a variety of questions.
This seminar would
ideally be a required component of any teacher education program
and would be supervised on a collaborative basis by at least two
members of the senior faculty from very different theoretical
and methodological backgrounds.
At this point, let me identify two prospective candidates for
inclusion in such a research agenda.
1.
Language skill attrition.
My first suggested research
focus concerns the phenomenon of language skill attrition or
language loss (cf. Lambert and Freed 1982). The phenomenon of
language attrition, in general, may be understood to encompass
at least two quite distinct phenomena.
First, the term may
apply to the case of a student who, for example, attends the
Foreign Service Institute and studies Arabic intensively for a
period of time, achieves a demonstrable measure of proficiency
in Arabic, is posted to Latin America, where the individual must
rapidly acquire a working knowledge of Spanish, and five years
later is posted to a country in the Arabian Gulf area where,
once again, knowledge of Arabic serves as a prerequisite to
successful employment. Many of us have experienced a situation
in which we have attained some measure of target language profi-

Developing a research agenda / 389
ciency, have not used that language for an extended period of
time (may, in fact, have even studied some other target language
intensively in the interim), and then have found some years
later, much to our dismay, that our proficiency in the target
language was considerably less than it had previously been.
Another manifestation of the phenomenon represents the case—at
either a personal or a societal level—of mother tongue shift.
For example, any Spanish-speaking, Vietnamese-speaking, or
other-speaking youngsters in the United States who participate
in English submersion programs or in transitional bilingual
programs, may find upon reaching adulthood that although they
possess reasonable proficiency in English, they are no longer
able to function effectively in their mother tongue.
The basic research task here is to describe both qualitatively
and quantitatively the course, the causes, the correlates, and
the consequences of language skill attrition.
From a theoretical perspective, does the course of language attrition mirror
language acquisition? Are the myriad findings, as well as the
techniques, of the burgeoning domain of second language acquisition research instructive in explaining to us the course of
second language attrition? Do studies which have been undertaken to investigate the relationship among affective, cognitive, and social factors and second language learning or acquisition present information directly relevant to our understanding of second language attrition?
From a more practical perspective, for the hypothetical student described earlier who
must relearn or reacquire Arabic, is there an alternative other
than figuratively reopening the discarded textbook and moving—
perhaps a little bit more rapidly—through the same series of
lessons that had been studied so many years ago?
Within the context of our teacher preparation programs, the
opportunity exists to design and to implement a quantitative and
qualitative research program.
The following general questions
may serve to orient an examination of the phenomenon:
what
relationship exists between the amount and rate of language
attrition as a function of what the individual brings to a
learning situation in terms of affective, cognitive, personal,
or social characteristics or attributes?
what type of language
training has the individual had (either formal or informal)?
what skill is measured (e.g. speaking or listening, reading or
writing)?
what level of proficiency had been attained in the
various skills under consideration at the time of maximum facility in the language?
what type, frequency, and intensity of
intervening activity has occurred since the termination of
formal study? and how much time has elapsed? General questions
of this type necessitate that we think in terms of some kind of
multivariate study which examines the relationship among a
number of predictor variables and a number of criterion variables. Research of this type, I believe, will help us to better
understand the process of language acquisition and should also
directly inform pedagogical practice or application.

390 / G. Richard Tucker
To date, such research has been sporadic and fragmentary, with
isolated researchers examining various parts of the overall
question (cf. Lambert and Freed 1982; Naiman, Frohlich, and
Stern 1975; Tucker, Hamayan and Genesee 1975). Relatively few
integrative studies have been conducted. More importantly, the
measurement or descriptive tools currently at the disposal of
researchers for quantifying language proficiency are far from
satisfactory.
The usual descriptive tools provide only very
gross indicators of proficiency in the various skill areas.
The
development of a set of descriptive or measurement devices that
would help to capture quantitatively the richness of language
acquisition or its counterpart, language attrition, is urgently
needed.
A research agenda along the lines described would also encompass careful descriptive, qualitative, intensive, and longitudinal case studies of individuals or small groups after they
follow their program of formal or nonformal language study.
Individuals would be followed for a period of time after having
completed their study to observe and to record detailed background information and language usage information, and also to
describe qualitatively the changes that occur in their ability
to use the language productively and accurately for communication in a variety of social settings. For example, one might be
interested in the attrition that occurs in phonological accuracy, syntactical accuracy, vocabulary breadth, etc. Likewise,
one might trace the attrition or erosion of the various expressive strategies that are available to an individual to express
functions such as seeking clarification,
blaming, praising,
cajoling, etc.
It is easily envisioned that painstaking and
detailed longitudinal research such as this could form the basis
for a number of doctoral dissertations which would contribute
directly to expanding our knowledge about the phenomenon of
language attrition and its counterpart, language acquisition.
In addition, there is the need for more broadly based empirical or quantitative studies to trace the progress of cohorts of
individuals as they terminate their language learning (whether
formal or nonformal) through a period of nonuse or other competing intervening activities.
These individuals would be tested
at various points following their completion of study and interviewed to examine changes that occur in their patterns of language use and mastery. Attention should be given immediately to
secondary analysis of existing data such as those collected by
the Foreign Service Institute, the Peace Corps, the Fulbright
Program, universities which maintain records concerning the
progress of their students after completing work in an English
language institute, etc.
The underlying notion is that students who are enrolled in a
teacher preparation program would be in an excellent position to
work collaboratively with faculty members and with teaching
staff in the intensive language training institutes to implement
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both the quantitative and the qualitative aspects of
study as part of their required course of study.

such a

2.
Description of nonmainstream varieties of English and reactions toward their speakers.
Over the past 15 years or
so, a great deal of sociolinguistic and social psychological
research has been concerned with the description of nonmainstream varieties of English and with the reactions of listeners
to speakers who present themselves via these guises.
Faculty
and students here at Georgetown University, for example, under
the tutorship of Roger Shuy, Ralph Fasold, Walt Wolfram, and
others have investigated, among other things, the development of
Black vernacular English (Shuy et al. 1967), Puerto Rican
English (Wolfram 1974), Appalachian English (Wolfram and
Christian 1976), Native American English (Wolfram, Christian,
Potter, and Leap 1979) and more recently, they are involved in a
description of Vietnamese English and Ozark English.
For purposes of the present brief illustration, the nature of
the research agenda is several fold. Let us take as our starting point the NIE-funded study being conducted by Wolfram,
Christian, and Robson to investigate the emergence of a particular variety of English used by adolescent and young adult Vietnamese refugees.
Taken from one perspective, the study is a
continuation of a series of research projects to investigate and
to describe structures of English used by such individuals.
These particular individuals, Vietnamese refugees in origin, are
residing in a northern Virginia community in which, in many
cases, the parental and grandparental generation are monolingual
or near monolingual speakers of Vietnamese. The subjects themselves have begun to acquire English although they retain Vietnamese for use at home and in other social circumstances; they
attend school or participate in community functions in which a
knowledge of English is increasingly necessary, but live within
a larger community in which Black vernacular English and
Spanish-accented English are also quite prominent. The research
questions that can be asked within such a speech community are
many. Using various linguistic tools and inquiry procedures, is
it possible to describe the development of a stable Vietnamese
English by these subjects? What statements can one make about
the relationship between home language use, exposure to English
in the community and in school, and a variety of other factors
in shaping the development of English by these young people?
Additionally, it would be possible to compare receptive development and productive development across a wide variety of registers, social settings, etc.
It would be instructive to examine
the influence of oral language development on written language
mastery, etc.
In addition to these what I call basic linguistic questions,
there exists within this general research rubric the possibility
of conducting a complementary set of studies to examine the
social consequences for an individual who utilizes such a poten-
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tially 'stigmatized' speech form.
That is, one could conduct a
series of studies in the tradition of the various matched-guise
studies or language attitude studies (cf. Lambert 1967; Shuy and
Fasold 1973) to examine the way in which ethnic community
members, non-Vietnamese-speaking peers, teachers, and prospective employees react to language presentations, whether these
are for purposes of conveying academic information, social information, seeking employment, or other; and when the speakers
present themselves via different guises involving Vietnamese
English, Vietnamese, Black vernacular English, Spanish-accented
English, Standard American English. In addition, in some versions, the speakers would or would not be identified as recent
immigrants to the United States. The notion would be to examine
much more fully than has been done previously the latitude of
tolerance that may exist for those who are demonstrably nonnative speakers of English versus nonmainstream mother tongue
speakers of English who present themselves via a potentially
stigmatized speech form.
Within the context of a research seminar, a large-scale multifaceted research project could be undertaken which would have
both theoretical and practical implications.
On the one hand,
such research would contribute to our further understanding of
the development of nonmainstream varieties of English, the
adequacy of linguistic description,
the utility of
social
psychological theorizing about speech style (cf. Giles and
Saint-Jacques 1979), group membership and in-group versus outgroup reactions.
Potentially, there would be multiple practical
applications for such information by understanding the guise
with which the prospective student entered the formal educational system, the demands which would be placed upon that student
by teacher, by textbook, by examination systems, and various
pedagogical devices which might be used by teacher and by
student to ameliorate any negative social or educational consequences.
I have attempted to propose two exemplary research foci; this
is certainly not an exhaustive list of potential foci nor is it
in any way to be taken as indicative of Center for Applied
Linguistics endorsement for areas most in need of research. It
is my belief that several other areas come immediately to mind
as ones deserving our attention--for example, research which
continues to examine the relationship between bilingualism and
cognitive development; research which seeks to apply insights
from language acquisition work over the last decade to the development of diagnostic, placement, and certification language
assessment procedures; and work which examines diverse aspects
of the development of mother tongue literacy and proficiency in
some other target language—particularly with an adolescent or
young adult population. Despite the fact that the past 15 years
have witnessed a veritable explosion in language acquisition/
language learning/language teaching research, a variety of questions still remain unanswered. There are many questions which
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we have just barely begun to explore, despite the existence of a
National Center for Research on Bilingualism; of a Part C
research agenda sponsored by the Office of Bilingual Education
and Minority Languages Affairs and the National Institute of
Education; despite- the existence of a variety of regional
laboratories which devote themselves to educational research,
much of it language-based.

Teacher

preparation

programs

and research

training.

It

seems to me that the time has come to begin working within the
TESOL organization, within AAAL, and within other professional
organizations to encourage the development of research priorities and research agendas which could be implemented by graduate
training programs as university-based or department-based
research projects.
Such activities would provide a mark of
identity and cohesiveness for the department, a fertile training
ground for graduate students, and would yield information about
the language learning/language teaching process which we very
clearly need.
In this regard, it may be interesting to note that the model
of university-based or department-based research projects is a
much more common one at tertiary level institutions in the developing world than it appears to be here at home. The sociolinguistic survey of the Cameroons, for example, was carried out
as a department research project within the Department of
English of the Faculty of Arts of the University of Yaounde.
The end result of a four-year project was to profile the language situation in the Cameroons, to obtain indispensable information for the Ministry of Education for language policy
reasons, to train several cohorts of graduate students and, in
general, to establish a research tradition in the graduate
training program of the Faculty of Arts. Numerous other examples could be cited, from the Language Study Center at the
Philippine Normal College to the Center for Measurement and
Evaluation at the University of Ibadan.
The point is that in
settings where such an institutional commitment has been made to
developing a research agenda within the context of teacher
preparation programs, good solid theoretical and practical
research has been accomplished and a new cohort of graduate
students seems to me to have been much better trained than their
predecessors.
Professor H. Douglas Brown (1982) expressed the hope in his
1981 presidential address to TESOL that teacher preparation
programs would begin urging or requiring their students to
supplement their practicum experiences gained as teaching
assistants in ELI course 101 by working in the community with
voluntary agencies, with recently arrived refugees, etc.
He
proposed a model to better prepare teachers in training to deal
with an increasingly heterogeneous clientele.
I believe the
time is right, as well, to better prepare our students to turn
their native curiosity and common sense questions into rigorous
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investigations related to diverse aspects of second language
learning and teaching.
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THE LINGUIST AND THE TEACHER
IN COMMUNICATIVE LANGUAGE TEACHING
Janice Yalden
Carleton University
Despite recognition that there are many areas in which linguists can apply their knowledge, the term 'applied linguistics'
is still used most commonly to refer to applications to second
language teaching.
In Canada and the United States, these
applications were initially seen as a process of transfer of
techniques from descriptive linguistics to classroom teaching,
which resulted in a 'family tree' relationship of linguist to
teacher.
The progenitors were the giants of descriptive linguistics; their work was transformed by a second generation of
linguists into teaching materials.
Teachers were trained
through formal programs and also through the powerful influence
of published courses and language laboratory materials.
The
classroom teacher took training and materials and applied them
fairly directly to the conduct of classroom interaction.
A
well-established pattern for producing second language programs
emerged, in which the teacher was a sort of third-generation
linguist—or linguist at third remove—faithfully rendering in
the classroom methods which had been provided by a wise forefather.
Defining the relationship:
The derivative view.
This derivative view of the methodology of second language teaching
persists in many models of applied linguistics. One of the best
known of these is Corder's (1973:156), which, although it recognizes broader contributions from linguistics than those I have
just mentioned, demonstrates the same three-tier conception of
the process. Recognition of the need for language planning and
its increasing importance have added a fourth source of input to
the process at the political level.
A current model which incorporates all four is described by Bell. Writing in 1982 about
the European Community's language problems, he refers to the
'need to create an integrated language planning process which
draws efficiently on existing expertise and represents a colla395
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borative rather than a "top-down" decision-making process' (Bell
1982:255). In this model, collaborative though it may be, and
though feedback is expected within the systems approach typical
of the Council of Europe projects, the classroom teacher appears
at the bottom of level 4, after criteria imposed at political,
linguistic, and psychological levels have been met, and after
the 'professional educationist' has put together input from
levels 1-3 into syllabi programs, textbooks, and so on.
The
teacher's role is restricted to that of 'how to teach'; his/her
output is characterised as 'modifications of textbook materials/personal or group made materials'This may appear to be
simply a continuation of the family-tree application of linguistics referred to earlier. However, the questions of whether to
retain this process, and if so, just what is to be derived
through it and whether the derivation will produce a standard
product, are current issues in communicative language teaching
around the world.
In fact, the genealogy has changed a great deal.
Forefathers
have become more numerous as linguistic currents intermingle.
Chomsky's dismissal of all empiricist approaches on the ground
that language acquisition is rationalist, and his suggestion
that the best that can be done is to provide a linguistically
rich environment, have made an enormous impact. Hymes' discussion of communicative competence and of the rules of use has
shifted the emphasis from form to communication, and Halliday's
concept of 'meaning potential' has further enriched the stock.
These contributions, when applied to second language teaching,
produce a new legitimacy—teaching for and by communication.
In the context of these changes, questions have already been
raised about the validity of trying to retain a linear view of
the relationship between linguistics and communicative language
teaching. It has, for example been suggested by Brumfit (1982:
73) that it is a mistake to suppose that teaching must be subservient to external disciplines, and that it has to be realized
that 'teaching' has knowledge of its own. An important question
becomes whether the classroom teacher is to remain at the end of
the line, receiving information from the linguist via the applied linguist, and being expected to 'apply' this information
or these insights to the management and conduct of classroom
interaction, or whether the teacher/linguist relationship should
be redefined.
In response to changing conditions, a number of interesting
new teaching approaches have recently arisen which form the
bundle now known as 'communicative'. 'Communicative teaching'
exhibits certain distinctive features.
It is based on the
notion of the learner as communicator, as being naturally endowed with the ability to learn languages (a first and subsequent ones). It seeks to provide opportunities for communication in the classroom as well as to provide the learner with the
target language system.
It is assumed that the learner will
have to prepare to use the target language in many predictable
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and unpredictable acts of communication which will arise both in
classroom interaction and in any real-world situations in which
he or she participates, whether concurrent with language training or after it.
While these are features shared by all communicative approaches, it is necessary to distinguish among some contrasting
interpretations of how to provide the linguistically rich environment that will lead the learner to communicative competence, which differ considerably in how they view the relationship of linguist to teacher. There are a number of approaches
which can be arranged on a continuum between an extreme in which
the linguist's role is directive and the teacher's dependent (as
they have been in the past), and another in which the linguist's
role is descriptive and that of the teacher independent.
It is
not my purpose today to defend any of these approaches but
simply to present an analysis and to note that choice of one or
another has strong implications for the linguist-teacher relationship, and consequently for teacher training.
Five communicative approaches. Although there are probably a great many distinctions that could be drawn, I will limit
my discussion to five fairly well-developed varieties of communicative language teaching.
In addition to the features I
have mentioned, they all share a preoccupation now with the
search for an appropriate methodology.
The results are interesting and exciting:
the implications for the linguist-teacher
relationships are sometimes comfortable, sometimes not so comfortable.
The first is the provision for functional syllabus specifications realized through a purely functional methodology, that is,
using role plays, simulations, information-gap and problemsolving activities, all geared to a forecast of learner's needs.
Working from a set of syllabus specifications, a 'communicative
syllabus' is produced which maps out quite broadly for the
teacher what is to be done in the classroom.
The linguist's
input is vital in this approach:
it constitutes the basis of
the whole procedure.
The traditional linear model of transmitting information underlies the process of language program
design, although what is derived in the process is not a structural syllabus.
The second approach is a variant of the first:
the 'negotiated approach' to communicative language teaching.
In this
solution, roles are reassigned as follows:
the linguist and the
learner become the prime actors, and the teacher becomes part of
the total instructional resources available.
The linguist compiles the resources (part of which are in fact the teacher, who
exemplifies the target language). Admittedly, this harks back
to the linguist-plus-native-informant
format v of the 1940s,
though again, what is derived is a communicative, not a structural syllabus.
The learner is instructed by the linguist in
the behavior to be expected of a good language learner, and then
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a process of negotiation concerning the content of each language
learning session takes place. The relationship is triangular;
the interactive relationships are linguist-learner and learnerresources. The linguist-resources relationship is unidirectional and the teacher is now a part of those resources—a facilitator, the partner of the learner, perhaps even an inferior. Of
course, the linguist could also perform the role of teacher;
though the two activities might be vested in one person, the
roles would be differentiated.
Here too, dependence on the
linguist is very strong, but the learner is elevated to the
level of the teacher, and interacts directly with the linguist.
The linguist-teacher relationship is one in which the linguist
retains the directive role, but shares a part of it with the
learner (once the latter learns how to assume it). Holec discusses this approach under the rubric of self-directed or autonomous learning—freedom from dependence on a teacher, presumably, though not from reliance on the linguist (Holec 1979,
1980). A detailed description of a particular application can
be found in Yalden (in press).
Linguist

Learner

Resources

The next of the five varieties under discussion is the 'natural approach', as it is described by Terrell (1982): an approach
based on second language acquisition theory. The most important
principle is that acquisition activities be provided in class.
'Experiences' are to be provided in the classroom by a series of
affective acquisition activities, arranged in stages which
reflect posited stages of second language acquisition (SLA).
Presumably, in this approach to communication in the classroom,
the stages of SLA would be defined by the linguist, and activities would be proposed by the teacher and inspected to determine
whether or not they meet the linguistically established criteria. This represents a situation of dependence for the teacher, though not of the same kind as in structure-based teaching.
Here, the teacher proposes and the linguist disposes; while
previously, it was the linguist who proposed and teacher looked
after disposal.
The fourth approach is a native of Canada: the 'immersion
model' of teaching (Swain 1978). It has American relatives in
the form of Krashen's 'sheltered classrooms', and indeed it
probably has other foreign cousins wherever a subject matter
taught through the medium of a target language forms part of the
second language learning experience. The details differ—but
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generally a very different picture from the traditional one
emerges of the role of the linguist in these immersion or subject-matter approaches.
The subject-matter teacher takes over
and teaches the subject in the usual way, generally with some
simplification of language and/or slowing of pace to allow for
the fact that the learners are not native speakers.
Some language instruction is given, though the role of teacher qua
language teacher is an ancillary one.
The linguist is not
required to help design methodology and materials for second
language learning, since problems in these areas have to do
principally with the provision of interesting and useful learning tasks appropriate to mother tongue teaching. Therefore, the
job is one for the subject matter specialist and the psycholinguist.
The linguist's role appears to be limited chiefly to
making careful observations and measurements as teacher and
student get on with the job.
The fifth communicative approach is that of the 'task-based'
or 'procedural syllabus'.
The case in favor of this solution
to the problem of communicative methodology has been very well
put by Prabhu in his discussion of the Bangalore project.
His
central hypothesis is that 'structure can best be learned when
attention is focused on meaning' (reported in Johnson 1982).
When this is adopted as the organizing principle for second
language teaching programs, the chief focus of classroom work
becomes the performance of tasks rather than the language
required to perform them. In the Bangalore solution, the tasks
include map reading, .the interpretation of timetables, solving
detective puzzles, and so on.
The teacher's task, as far as
language is concerned, is to do pretty well what is expected in
the third and fourth approaches I have described here:
he/she
controls his/her language so as to provide comprehensible input,
as an adult normally does with a child. From Prabhu's description of the project at the TESOL meetings last May, I understand
that the tasks were prepared by the teachers alone, on the basis
of their own experience and their knowledge of the children's
stage of conceptual development, and in terms of the feedback
they got from the classroom. Johnson (1982:141) points out that
the procedural syllabus may ultimately not escape having linguistic specifications embedded in it, but as long as there is
little purely linguistic preparation of the learners for the
tasks (and I understand that this was the case in Bangalore),
this kind of communicative teaching requires very little direct
help from the linguist.
These five approaches represent varying requirements in terms
of the linguist's input.
We have seen that in the first (the
functional-notional approach) reliance on the linguist is very
heavy. In the negotiated approach, it is also heavy, but it is
reliance on the part of the learner, not the teacher.
In the
third approach, reliance of a different kind is envisaged.
In
the fourth approach, input from the linguist becomes much less
direct.
It is certainly possible to imagine explicit teaching
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of language in the immersion or subject matter version of communicative language teaching, though this does not mean teaching
structure only, since rhetorical organization, appropriateness,
register, and so on will also be considered.
Here the linguist
would be able to assist in providing descriptions of the target
language; though the methodology for teaching resembles more
that of mother tongue than second language instruction, there is
still a linguistic function which can be performed.
In the fifth model (task-based instruction), however, the linguist's participation would be severely limited.
Only if the
tasks are selected in order to provide certain discourse features such as giving orders, describing processes, and so on,
would the linguist play a role.
Indeed, a typology of tasks
according to discourse features has been proposed by Candlin
(1981), and there are such task-based syllabuses in operation.
When task-based courses are organised on the basis of such a
typology, the linguist is reintroduced into the language learning-language teaching process. But if the Bangalore experiment
turns out to be convincing and generalizable, the linguist would
have no role to play in preparing the course materials or syllabus.
The interdependence of teacher and learner would be far
more important, and the linguist would play a role something
like that of the marine biologist when he watches the medusa and
the snail living out their lives in the waters of the Bay of
Naples, entirely dependent on each other for survival, and
unaware that observation of their interaction was providing an
occupation for the biologist.
It seems then that the more emphasis that is placed on communicative tasks, the less there will be on the linearity of the
relationship of linguist to teacher.
If organising principles
are communicative rather than structural, and the focus of
classroom activity altered from linguistic form to the network
of interpersonal meaning, does the linguist become peripheral at
best, an outsider at worst? Not necessarily—but it does become
more difficult to convey to the teacher just what input is to be
expected from a study of linguistics.
The directive-descriptive continuum.
My analysis presents
a continuum on which several approaches are placed between two
extreme versions of the linguist-teacher relationship.
In one,
the linguist directs the construction of the environment in
which second language acquisition is to take place, and provides
the resources necessary for the realization of syllabus specifications.
In the other, the linguist is responsible primarily
for monitoring the language learning-language teaching process
to see what it reveals about second language acquisition and
learning.
In the first, a teacher could play the central role
of syllabus designer, or his/her role might be restricted to
playing the role of native speaker in various interactive exercises. In the second, the teacher is to concentrate on developing a stock of exercises.
It may be that whichever model of
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communicative language teaching is adopted in a given situation,
teacher training will become focused more on nonlinguistic than
on linguistic variables in classroom interaction.
It may be
that this is a more realistic goal if second languages are to be
taught very widely and for communicative purposes, and that it
is better to leave to the applied linguist the job of syllabus
design and evaluation, in those cases where these are seen as
necessary and desirable. Finally, it may be possible to differentiate teacher training according to the type of communicative
syllabus governing the teaching situations into which future
teachers will be moving.
Training for some communicative approaches may imply a high
degree of linguistic knowledge, if the teacher is provided only
with a set of specifications, and has to construct for himself
or herself the entire pedagogical syllabus. And not only would
good grounding in descriptive and psy cholin guistics be needed,
but a very good set of resources would be needed as well. I
think this applies to the first and second of the five approaches identified, in which the linguist is heavily involved.
It is very difficult for an untrained teacher to understand what
is expected in these solutions, and either the linguist must be
heavily involved all the time the syllabus is in use, or the
teachers have to be highly trained indeed. While the former is
possible, it certainly does not seem to be a widely adopted
solution—at least so far—since it introduces the linguist as
the director of the language learning operation and requires
his/her services continuously. This is not to say that it might
not be a very satisfactory approach in certain situations,
especially in teaching adults, and in fact is and can be used
where resources permit as being the route designed to get the
learners to the desired goal with the most despatch.
Since it is not possible to provide long years of training in
linguistics for most language teachers, and since there are
alternatives available in the form of the third to fifth approaches (natural approach, immersion, and the task-based syllabus), there is no need to fear that the extension of communicative language teaching need be limited because of excessive
demands on the teacher.
What is necessary is to continue to
work at a characterisation of communicative teaching situations—a job which will certainly require the services of the
linguist. And so both linguist and teacher will no doubt continue to function—though quite possibly in vastly altered
relationships, and in frameworks which show a more explicit and
considerably higher degree of differentiation than at present.
Note
I would like to acknowledge input from several of my colleagues and students at Carleton University, through many
spirited discussions of the issues presented here. C. S. Jones,
A. Cumming, and Lynne Young have been especially helpful and
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willing to provide critical
here.
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