IFLD: Unit 1

Aspects of FLD


	Unit 1: Aspects of Foreign Language Didactics (FLD)


The aims of this unit are:

· to define terms relevant to Foreign Language Didactics (1.1)
· to consider the nature of Foreign Language Didactics  (1.2)
· to illustrate the relationship between theory and practice (1.3)
· to consider how Foreign Language Didactics can help you in your future profession (1.4)
· to consider the role of personal reflection with regard to theory (1.5)
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	This unit will focus on the introduction to EPOSTL (p.6) and to the ‘personal statement’ section, p. 9-12.


	1.1 FLD: Terms and concepts


Anyone who can speak English can teach it – just as anyone who has watched a football match can be a referee; or anyone who has watered the garden lawn with a hosepipe can be a fireman; or anyone who has a body can be a doctor; or anyone who believes in God can be a priest… Of course, all of these professions need both considerable competence and extensive training and it is unthinkable that – with one exception - people should be allowed to work in these areas without undergoing a rigorous training. The exception is, sadly, language teaching, where it is not uncommon, especially for native speakers, to be employed as teachers without the necessary qualifications. Foreign language (FL) teaching requires a high degree of knowledge and skill and it is the task of Foreign Language Didactics to develop the competences that contribute to the professionalism that is an essential attribute of a teacher of foreign languages. 
You will notice that the term Foreign Language Didactics (FLD) has been chosen as a title for this unit. It should be stressed that this is not a term that is commonly found in English and is being used here as a loan-translation of the German term Fremdsprachendidaktik, which Christ and Hüllen (1989: 1) define as ‘die Wissenschaft vom Lehren und Lernen fremder Sprachen in jeglichem institutionellen Zusammenhang: in Vorschulen, Schulen, Hochschulen und Fachhochschulen, in freien Sprachschulen und in der Weiterbildung’. 
In this course FLD will be defined as follows:
Foreign Language Didactics will be defined as the study of theories of learning processes, teaching procedures and teaching and learning resources, as well as the study of principles and practices deriving from these theories, which facilitate the learning of a foreign language. 
A far more common term in English is the word ‘methodology’ (German: Methodik). This term relates to the practical aspects of teaching or the implementation of theoretical principles. Expressed very simply, we could say that methodology is ‘what the teacher does’. Methodology is defined in the EPOSTL ( p77) as follows:

Methodology is the implementation of learning objectives through teaching procedures. It is based on principles deriving from theories of language description, language learning and language use. Methodology may focus on how teachers deal with the four main skills of speaking, writing, listening and reading or on specific aspects of language such as grammar, vocabulary and pronunciation. 
In many languages, including German, a distinction is made between (Fach)didaktik and Pädagogik. In English, however, there is no clear separation of these terms. In fact, the word ‘pedagogy’ and ‘pedagogical’ are often used in the sense that Didaktik is used in German. For example, we talk about ‘pedagogical grammars’ – i.e. those written for the benefit of learners of a language. The following definition given by the Oxford Dictionary suggests that ‘pedagogy’ is closer to Didaktik than to ‘Pädagogik’: ‘Pedagogy – the method and practice of teaching, especially as an academic subject or theoretical concept, (…) subject-based pedagogies.’ (New Oxford Dictionary of English). It should be remembered, therefore, that if you read the words ‘pedagogy’ or ‘pedagogical’ in connection with language teaching, these words correspond fairly closely to Didaktik. It should also be remembered that the use of Foreign Language Didactics in this course corresponds to continental rather than British usage.

	1.2 Model of Foreign Language Didactics based on EPOSTL 


FLD relates to the areas illustrated in the model in figure 1, which is based on the categories of the European Portfolio for Student Teachers of Language. These categories represent seven areas in which teachers aim to develop didactic competences.
These are:

· The CONTEXT  in which a teacher works;

· The METHODOLOGY which teachers can employ to facilitate learning;

· RESOURCES that are available (textbooks, computer programs, visual aids etc.);

· LESSON PLANNING which precedes teaching;

· CONDUCTING A LESSON – how teachers use methodology and resources and interact with students in the classroom;

· INDEPENDENT LEARNING  - how teachers support learners in their own efforts to learn;

· ASSESSMENT OF LEARNING – how teachers test and evaluate what has been learnt.
By modelling, rather than just defining, FLD we can see in concrete terms how it will provide teachers with theoretical insights which will help them to make decisions that they are faced with on a daily basis. For example, in order to understand certain categories of a curriculum – notional, functional, structural etc. - (1A) teachers will need to draw on linguistic theory. 
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	Figure 1: Model of Foreign Language Didactics (see EPOSTL p 6)
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	Competences: Professional and Personal Values, Social Competence, Personal Competence, Interactive Skills, Experience, etc.


It must be stressed that there is much more to teaching that developing the didactic skills listed in EPOSTL. As indicated in the box below the EPOSTL map, being a good teach requires much more than didactic competences. 
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This section has been concerned with defining didactics and methodology. Now do exercise 3 on page 11 of EPOSTL: ‘Expectations of your teacher education course’. To what extent can your courses at the university prepare you for being a teacher?



	1.3 The Relationship between Theory and Practice


Methods or pedagogy? 

The second half of the twentieth century saw an enormous increase of research into language learning and teaching. There have also been claims by certain ‘media methodologists’ to have discovered the ultimate method of language learning. ‘Learn a language in 3 ½ weeks!’ promised a commercial institute advertising in British newspapers. It is not surprising, therefore, that educational ‘stakeholders’ (teachers, parents, school authorities, learners, employers, private language schools etc.) are often eager to know if there is a ‘best method’, which will lead to the ‘most effective’ language learning. Below you can read what two leading methodologists say about the subject:

It has been realised that there never was and probably never will be a method for all, and the focus in recent years has been on the development of classroom tasks and activities which are consonant with what we know about second language acquisition, and which are also in keeping with the dynamics of the classroom itself. (Nunan, 1991: 228)

The 1970s and 1980s were perhaps the years of greatest enthusiasm for methods. In what has been termed the “post-methods era,” attention has shifted to teaching and learning processes and the contributions of the individual teacher to language teaching pedagogy. (Brown, H.D., 2002: 5)
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It used to be the case that certain methodologists believed that it would be possible to find an ultimate method, which would work best for all students. Nowadays, very few ‘serious’ researchers would claim to know what the ‘ultimate method’ is. Try to list some reasons why it is difficult to determine what is the ‘best’ method?
1. 

2.

3.



The conclusions of methodologists, however, leave the teacher in something of a dilemma: if there is no ‘best method’ to be used, how do we know what pedagogy to use? 
The answer to this question can be found in the above quotations by Nunan and H.D. Brown: theories and research findings will not provide a pre-packaged method of teaching but will provide insights that will help the teacher to make principled decisions on many aspects of pedagogy. On page 17 of the EPOSTL you can read the following descriptors: 
4. I can draw on appropriate theories of language, learning, culture etc. and relevant research findings to guide my teaching.

7. I can critically assess my teaching in relation to theoretical principles.
Acquiring these competences entails both a knowledge of relevant theories and an ability to derive principles from these theories that can steer your choice of learning activities and materials. In the following we shall consider both the nature of these theories and the relationship between theory and practice.
Richards (2002: 19ff.), drawing on Zahorik (1986) refers to four ‘conceptions’ of teaching: ‘science-research conceptions, theory-philosophy conceptions (divided into theory and value-based), and art-craft conceptions (See also Wallace, 1991). 
a) Science-research conception 
Language teaching procedures ‘are derived from research and are supported by experimentation and empirical investigation’ (p19). Here we are concerned with a discipline that is well-established in the German-speaking world as ‘Sprachlehr- und Lernforschung’. In the English-speaking world such research falls within the areas of ‘Applied linguistics’ or, since the early 1990s, ‘Second-language acquisition research’. In some cases research may lead to interesting and useful insights for FL teaching. For example, Richards reports Blum’s (1984) analysis of teaching procedures of most ‘effective teachers’, i.e. ‘those whose students perform better on standardized achievement tests’ (p21). This results in a list of twelve characteristics of effective teaching:
1. Instruction is guided by a pre-planned curriculum.

2. There are high expectations for student learning.

3. Students are carefully oriented to lessons.

4. Instruction is clear and focused. 

5. Learning progress is monitored closely.

6. When students do not understand, they are retaught.

7. Class time is used for learning.

8. There are smooth and efficient classroom routines.

9. Instructional groups formed in the classroom fit instructional needs.

10. Standards for classroom behavior are high.

11. Personal interactions between teachers and students are positive.

12. Incentives and rewards for students are used to promote excellence. 

	As a future teacher, what might you personally learn from the above 
findings? To what extent could these characteristics be found in your own language learning at school.
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Whilst research findings will provide useful insights for FL teaching, they will never provide a coherent or comprehensive approach on which to base our teaching. As H.D. Brown says, 
It was once thought that methods could be empirically tested by scientific quantification to determine which one is ‘best’. We have now discovered that something as artful and intuitive as language pedagogy cannot ever be so clearly verified by empirical validation. (2002: 10)

b) Theory-based approaches 
In this case, teaching is based on ‘systematic and principled thinking rather than empirical investigation’ (Richards 2002: 22). An important example of such a conception is the Communicative Approach to language learning and teaching (CLT), which will focus strongly in your Foreign Language Didactics courses. As we shall see in a later unit, CLT is based on coherent linguistic theories of the nature of communication and of communicative competence, which can be applied in several of the areas listed in the EPOSTL model of figure 1: curriculum design, methodology, materials design, assessment etc. Yet, as Richards points out (ibid), ‘its proponents (…) never felt compelled to produce any evidence to demonstrate that learning was more successful if ‘communicative’ teaching methods and materials were adopted: the theory itself was considered sufficient to justify the approach.’ Another example of a theory-based approach is the notional/cognitive view of teaching grammar, with which you will become acquainted in a later course.

It should be stressed, however, that just because there is no strong scientific empirical evidence concerning effectiveness, this does not mean that approaches do not get evaluated. Clearly, both teachers and learners will have a strong sense of which teaching procedures lead to effective outcomes, even if these have not been the subject of research. Also, the fairly recent trend to see language learning in terms of communicative output, rather than static knowledge, will cause teachers and students to consider what kind of pedagogy may best facilitate such output.
c) Values-based approaches

Whilst theory-based conceptions will essentially be concerned with what leads to successful FL learning, values-based conceptions will take a broader, educational perspective to the FL classroom, focusing on what might lead to the development of personal or social value systems on the part of the learner. Richards (p.22-23) cites ‘literature in the language curriculum’, so-called ‘humanistic approaches’, the ‘learner-centred curriculum’ as examples of approaches which ‘emphasize the development of human values, growth in self-awareness, (…) sensitivity to human feelings and emotions, and active student involvement in learning and in the way human learning takes place.’
It should be added that theory-based and values-based approaches are not mutually exclusive. A concept such as ‘learner autonomy’ (see EPOSTL glossary, p 76) derives its theory from both a conception of learning processes and a belief in the promotion of certain educational values. 
d) Art-craft conceptions
‘Art-craft approaches to teaching seek to develop teaching as a unique set of personal skills which teachers apply in different ways according to the demands of specific situations. There are no general methods of teaching; rather teachers should develop an approach to teaching which allows them to be themselves and do what they feel is best. Teacher decision-making is an essential competency in this approach, because a good teacher is seen as one who analyses a situation, realizes that a range of options is available based on the particular class circumstances, and then selects an alternative which is likely to be most effective for the circumstances.’ (Richards,  2002: 23)
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	What do you think might be some of the advantages and disadvantages of basing your teaching on the above conceptions?

Conception

Advantages

Disadvantages

Science-research 

Theory-based 

Values-based 

Art-craft 




	1.4 What Theories? How do they help practice?


Since teaching a foreign language is a complex activity, FLD needs to draw on a variety of theories to steer the principles on which their teaching is based. The most important of these are the following:

Language theory (linguistics)
· Provides a model of what language is, how it is stored in the brain, how it is processed, how it functions as a communication system etc.
Language acquisition theory (linguistics)

· Explains how language acquisition in particular functions and how first and second languages are acquired

Learning theory (cognitive psychology)

· Explains how learning in general takes place and how teaching procedures can affect learning processes

Psychology

· Provides background information about learners in areas such as perception, affect, motivation, role of personality etc.

Cultural theory

· Explains what is meant by culture and its role within and between cultural communities; explores didactic aspects of culture (socio-cultural competence, intercultural awareness etc.
Didactic theory (methodology)
· Explores ways in which knowledge can be transmitted to learners and how teachers can facilitate learning and optimise learning processes; didactic theory cannot exist in a vacuum but must relate to insights from the other theoretical areas listed above.
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Below you will find examples of self-assessment descriptors relating to a teacher’s competences, taken from the EPOSTL . What theoretical knowledge do you think might be necessary in order to develop these competences?
E P O S T L                  SELF ASSESSMENT
Theories?

Context - Aims and Needs (p16)

3. I can take into account differing motivations for learning another language.
Psychology
4. I can take into account the cognitive needs of learners (problem solving, drive for communication, acquiring knowledge etc.).
Context - The Role of the Language Teacher (p17)
2. I can appreciate and make use of the value added to the classroom environment by learners with diverse cultural backgrounds.
Methodology – Speaking/spoken Interaction (p21)
7. I can evaluate and select activities which help learners to participate in ongoing spoken exchanges (conversations, transactions etc.) and to initiate or respond to utterances appropriately. 

Methodology – Grammar (p27)

5. I can evaluate and select grammatical exercises and activities, which support learning and encourage oral and written communication.

Methodology – Culture (p29)

3. I can evaluate and select a variety of texts, source materials and activities which make learners aware of similarities and differences in sociocultural ‘norms of behaviour’. 

Lesson planning – Lesson Content (36)
10. I can vary and balance activities in order to respond to individuals learners’ learning styles.
Conducting a Lesson – Classroom Management (p42)

2. I can create opportunities for and manage individual, partner, group and whole class work.

Assessment – Error Analysis (p57)

1. I can analyse learners’ errors and identify the processes that may cause them. 




	1.5 Theory and the Role of Reflection 


	E P O S T L
	
	PERSONAL STATEMENT
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	Do exercise 4 on page 11; then read the section on ‘reflection’ on page 12.




As Wallace (1991) points out, learning about theory – which is an important component of this course – will equip you with what he terms ‘received knowledge’. As a (student) teacher it is essential, however, that you are not merely a consumer of theories and ideas but that you reflect on and process these ideas and decide how principles deriving from theories may support and benefit your teaching. 
Widdowson has the following to say about the role of theory (2003: 27):

(…) the value of theory is not that it is persuasive but that it is provocative. You do not apply it, you appraise it. You use it as a catalyst for reflection on your own teaching circumstances, or, to change the metaphor, as a point of reference from which to take bearings on your own practice.

At various points in this chapter reference has been made to ‘approaches’, which I will define as a theoretical standpoint, which gives rise to a coherent set of teaching and learning principles on which teaching procedures are based. As we have seen, this ‘theoretical standpoint’ may lie within the area of language, learning, culture etc. It may consist merely of a set of premises or it might boast an elaborate and comprehensive model of language, learning etc. (see also EPOSTL , Glossary, p73). When defined in this way, we tend to think of approaches in terms of existing, external pedagogy – the ‘communicative approach’, a ‘task-based approach’, a ‘learner-centred approach’, a ‘cognitive approach’ etc. H.D. Brown, however, shifts the meaning of an approach away from the domain of pre-established theories and locates it within the mindset of the individual teacher. The significance of an approach does not lie in what textbooks on methodology state about it, but how the teacher incorporates theoretical principles into his or her personal rationale of teaching. Brown says the following (2002: 11):
‘(…) as ‘enlightened’ teachers, we can think in terms of a number of possible methodological options at our disposal for tailoring classes to particular contexts. Our approach – or theory of language and language learning – therefore takes on great importance. One’s approach to language teaching is the theoretical rationale that underlies everything that happens in the classroom. It is the cumulative body of knowledge and principles that enables teachers, as ‘technicians’ in the classroom, to diagnose the needs of students, to treat students with successful pedagogical techniques, and to assess the outcome of those treatments.’ 

[image: image21.wmf]It follows from this that it is not the aim of this course, and other courses which comprise your teacher education, to teach you about theories but to help you develop your own theoretical mindset, which is both well-informed and critical, and which will be at the core of your professionalism as a teacher. The process of ‘personalising’ theory is summarised in Wallace in his reflective cycle model (1991: 49). Note that the model has been adapted to include the categories of ‘principles’. 
Figure 2: Reflective practice model of professional education/ development (Wallace, 1991) (adapted)
As can be seen from this model, teacher education and development is a life-long process. As H.D. Brown says (2002: 11), ‘One’s approach to language pedagogy is not just a set of static principles ‘set in stone’. It is, in fact, a dynamic composite of energies within a teacher that changes (…) with continued experience in learning and teaching.’ It is for this reason that the self-assessment bars to be filled in in EPOSTL have a forward-pointing arrow: you will continue to develop these competences throughout your teaching career. 

On various occasions in this unit, the term ‘professionalism’ has been used in relation to teaching. As far as Foreign Language Didactics is concerned, the following points might be made about the nature of professionalism.
The ‘Professional’ Teacher

1) Is aware of theories and approaches and uses them as the basis for his/her teaching. 

2) Bases classroom practices on principles.

3) Can reflect on his/her own teaching and use this reflection as a basis for improvement.

4) Sees teaching as a process of ongoing development.

5) Has a large range of classroom techniques at his/her disposal.

6) Can adapt his/her teaching according to classroom dynamics and pupils’ needs.

7) Is open to and critical towards innovation.

8) Monitors the outcome of teaching according to its declared aims.

	1.6 Unit tasks
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SELF ASSESSMENT
	
	

	This unit has been generally concerned with what EPOSTL terms ‘The Role of the Language Teacher’ (p17). In your group, discuss the first descriptor: ‘I can promote the value and benefits of language learning to learners, parents and others.’ Then make a self-assessment by colouring in part of the bar and adding today’s date.
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	Written dossier assignment:

Descriptor 4 on page 17 states: ‘I can draw on appropriate theories of language, learning, culture etc. and relevant research findings to guide my teaching.’ You have already taken several linguistics courses at the University. In what ways might the linguistic theories you have learnt about contribute to your teaching?
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Reading assignment
a) Read chapter 6 ‘DESCRIBING TEACHERS’ from The Practice of English Language Teaching 
b) Download the following article from the Fachdidaktik website (resources). It is taken from a publication of the European Centre for Modern Languages of the Council of Europe in Graz. 
Widdowson, H.G. (2003) ‘ “Expert beyond experience”: Notes on the appropriate use of theory in practice. In. D. Newby (ed.) Mediating between Theory and Practice in the Context of Different Learning Cultures and Languages. Strasbourg/Graz: Council of Europe Press.


Unit 1: important terms

applied linguistics 

approaches 

cognitive psychology 

communicative approach 

competences 

cultural theory

didactic theory 

foreign language didactics 

humanistic 

learner autonomy 

learner-centred 

linguistics 

methodology 

pedagogy

personal rationale 

principles 

professionalism 

second-language acquisition research 

Sprachlehr- und -lernforschung 

stakeholders

theoretical mindset
theory 
Although this unit has distinguished between didactics and methodology both these terms and also pedagogy will be used more or less as synonyms in this course. 
References and recommended reading**:

**Brown, H.D. (2000) Principles of Language Learning and Teaching, (4th edition), Englewood Cliffs: Prentice Hall

Brown, H.D. (2002). ‘English Language Teaching in the “Post-Method” Era.’ In: J.C. Richards and W.A. Renandya, Methodology in Language Teaching. Cambridge: Cambridge University Press. 

**Byram, M (ed) (2000) Routledge Encyclopedia of Language Teaching and Learning. London: Routledge

**Carter, R. and Nunan, D. (2001) The Cambridge Guide to Teaching English to Speakers of Other Languages. Cambridge: Cambridge University Press

Christ, H. & Hüllen, W. “Der Zugriff auf Fremdsprachenunterricht durch verschiedene Disziplinen“. In: K.-R. Bausch, H. Christ, W. Hüllen, H.-J. Krumm (Hrsg.) Handbuch Fremdsprachenunterricht. Tübingen: Francke Verlag.

Gehring, W. (1999) Englische Fachdidaktik: eine Einführung. Berlin: Erich Schmidt Verlag

Harmer, J. (1997) How to Teach English. London: Longman

**Harmer, J. (2007) The Practice of English Language Teaching (4th edition). Harlow: Pearson Education Limited.
**Hedge, T. (2000) Teaching and Learning in the Language Classroom. Oxford: Oxford University Press

Howatt, A.P.R. (1984) A History of English Language Teaching. Oxford: Oxford University Press

Newby, D. (ed.) (2003) Mediating between theory and practice in the context of different learning cultures and languages. Strasbourg: European Centre for Modern Languages/Council of Europe Press.

Nunan, D. (1991) Language Teaching Methodology. Hemel Hempstead: Phoenix ELT

Richards, J.C. (2002) ‘Theories of Teaching in Language Teaching’. In: J.C. Richards and W.A. Renandya, (2002) Methodology in Language Teaching. Cambridge: Cambridge University Press.

**Richards, J.C. and Renandya, W.A. (2002) Methodology in Language Teaching: An Anthology of Current Practice. Cambridge: Cambridge University Press

Richards, J.C. and Rodgers, T.S. (2001) Approaches and Methods in Language Learning, Cambridge: Cambridge University Press

**Sarter, H. (2006) Einführung in die Fremdsprachendidaktik. Darmstadt: Wissenschaftliche Buchgesellschaft. 

**Ur, P. (1996) A Course in Language Teaching. Cambridge: Cambridge University Press

Wallace, M.J. (1991) Training Foreign Language Teachers. A Reflective Approach. Cambridge: Cambridge University Press.

	Unit 2: Teaching Language as Communication 


The aims of this unit are:

· to examine the context of the Communicative Approach (2.1)

· to explore the notion of ‘communicative competence‘ (2.2)

· to consider certain aspects of ‘cultural competence’ (2.3)

· to consider language as a series of ‘communicative events’ (2.4)

· to identify units of communication (2.4)

· to show how linguistic insights into communication have influenced methodology (2.5)
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SELF ASSESSMENT
	
	

	Many descriptors reflect a ‘Communicative’ view of language teaching. The following are a small selection.

· I can evaluate and select a range of meaningful speaking and interactional activities to develop fluency (discussion, role play, problem solving etc.). (Speaking, p21)

· I can evaluate and select a range of meaningful writing activities to help learners become aware of and use appropriate language for different text types (letters, stories, reports etc.). (Writing, p23)
· I can plan activities which link grammar and vocabulary with communication. (Grammar, p27) 

· I can evaluate and select activities which enhance learners’ awareness of register differences. (Vocabulary, p28)

· I can select from and plan a variety of organisational forms (frontal, individual, pair, group work) as appropriate. (Lesson organisation, p37)

We shall discuss them at various stages of this and following units. 



3
	2.1 The Communicative Approach


Over the last few decades there has been growing and widespread acceptance among language teachers throughout Europe of what may be termed the Communicative Approach or Communicative Language Teaching (CLT). Studies at the European Centre for Modern Languages (Newby, 2003, Fenner and Newby, 2006) have shown that amongst the many theories, approaches and methods that have arisen during this time, it is the communicative label that teachers identify with most strongly. It should be stated from the outset that CLT is not a specific ‘method’, that is to say it does not prescribe a structured and coherent set of procedures which have to be followed by teachers, but provides a loose set of principles, based on theories of language, and to a lesser extent of learning, which will serve as a basis for the development of curricula, the design of materials and the teacher’s choice of methodology. These various activities have the central aim of developing fluency and the appropriate use of language in a variety of contexts in both spoken and written language. This aim may be summarised by the term communicative competence. The very first statement in the Austrian curriculum for foreign languages (Unterstufe) states this point very clearly. 

Ziel des Fremdsprachunterrichts ist die Entwicklung der kommunikativen Kompetenz in den Fertigkeitsbereichen Hören, Lesen, An Gesprächen teilnehmen, Zusammenhängend Sprechen und Schreiben. Sie soll die Schülerinnen und Schüler befähigen, Alltags- und Unterrichtsituationen in altersgemäßer und dem Lernniveau entsprechender Form situationsadäquat zu bewältigen. (Internet 1)

A communicative or ‘action-oriented’ view of language, which stresses the use rather than the mere knowledge of language, is at the heart of the influential Council of Europe documents, which will be discussed in this and the next chapter, one of which is the European Portfolio for Student Teachers of Languages (EPOSTL). When teachers choose what methodology to adopt, there should also be some guiding rationale behind their choices. Methodology based on a Communicative Approach is one of several pillars that underlies the EPOSTL. As Newby (2007: 26), points out: 

A reading of the descriptors will reveal the authors’ commitment to a generally ‘communicative’ approach to language learning and teaching, an advocation of certain principles of autonomous learning, an acceptance of the interdependence of language and culture.
As stated in unit one, the Communicative Approach is based on theories of language put forward by various linguists in the 1960s and 70s; these theories were taken up and adapted by applied linguists and packaged for the classroom in the form of materials and pedagogy by methodologists and teachers. 

The relationship between linguistics and language teaching is complex and often haphazard, rather than systematic. On some occasions, linguistics will, whether intended or not, deliver a coherent set of theories which are taken up by methodologists and implemented in teaching procedures, as was the case in the 1960s, when a behaviourist view of language learning and a structural view of language provided the theoretical basis for the influential, though short-lived, audio-lingual approach. 

As far as the Communicative Approach is concerned, it developed from a harmonious relationship between linguistics and methodology as certain linguistic theories were adopted and adapted by applied linguists in ways which radically altered the way in which foreign languages were taught and learnt. In the following, specific aspects of linguistic theories, which are related in their essential premises, will be discussed and their implications for language teaching illustrated.

3
	2.2 Communicative Competence


The Communicative Approach arose from a debate among linguists concerning the nature of the language competence of speakers of a language. What does it mean to be competent in a language? What kind of knowledge is stored in speakers’ minds? The debate also involved aspects or first language acquisition. The focus here was both on the nature of the competence that children acquire and how the process of acquisition proceeds. It should be noted that, initially, theories were not aimed at the learning of foreign languages. It was only later that applied linguists attempted to extend these theories to foreign language learning.

Until the 1960s, linguistic description was almost exclusively concerned with what Noam Chomsky (1957) termed ‘grammatical competence’. He stated that the goal of linguistic description should be to construct a theory that would account for the infinite number of sentences of a language. Two points in this statement are relevant for our present discussions; first, language is limited to grammar and especially to its syntactic structures; second, Chomsky’s concern is with describing the abstract knowledge stored within the minds of speakers rather than with the use of language. Whilst not challenging the importance of the aim of describing grammatical knowledge, certain linguists felt that in order to understand language as a system of human communication it was necessary to extend the scope of linguistic analysis and to investigate not only grammatical knowledge but other types of knowledge which are required if communication is to be both successful and appropriate. 


The challenge to the narrow grammatical focus came from various sources. Del  Hymes’ famous statement ‘there are rules of use without which the rules of grammar would be useless’ occurs in a paper, entitled ‘On Communicative Competence’ (1966/1972: 278), in which the author puts forwards arguments for seeing language not merely as a cognitive ability but as a social skill. The slogan ‘communicative competence’ subsequently became the banner behind which proponents of CLT united. 

In the meantime, there have been various attempts to define what communicative competence actually consists of. In the first issue of the journal Applied Linguistics, Canale and Swain (1980) listed four components of communicative competence: 

1. grammatical competence: “knowledge of lexical items and of rules of morphology, syntax, sentence-grammar semantics and phonology”;

2. sociolinguistic competence: the ability to communicate appropriately in a variety of contexts; this includes both verbal and non-verbal communication;

3. discourse competence: the ability to use language which goes beyond the level of the sentence; this includes aspects such as cohesion and coherence;

4. strategic competence: appropriate use of communication strategies to overcome or repair breakdowns in communication, due perhaps to lack of linguistic competence.
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The following seven EPOSTL  descriptors refer to competences mentioned above. Which descriptors refer to which types of competence?

1. I can evaluate and select activities which enhance learners’ awareness of register differences. (p21)

2. I can help learners to use communication strategies (asking for clarification, comprehension checks etc.) and compensation strategies (paraphrasing, simplification etc.) when engaging in spoken interaction. (p14)

3. I can evaluate and select activities which help learners to participate in ongoing spoken exchanges (conversations, transactions etc.) and to initiate or respond to utterances appropriately. (p14)

4. I can evaluate and select a range of oral activities to develop accuracy (grammar, word choice etc.). (p15)

5. I can encourage learners to relate the target language to other languages they speak or have learned where and when this is helpful. (p35)

6. I can use a variety of techniques to help learners to develop awareness of the structure, coherence and cohesion of a text and produce texts accordingly. (p16)

7. I can evaluate and select grammatical exercises and activities, which support learning and encourage oral and written communication. (p27)
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Of the four categories of communicative competence mention above, the category which subsequently received most attention, both among linguists and among language methodologists, was that of sociolinguistic competence, or to be more exact, one particular aspect of it. For some time, certain linguists and language philosophers had taken a functional perspective towards language description; that is to say, language is seen not only in terms of its but according to the intentions of its speakers when making utterances and the effect these utterances have on listeners (or readers). J.L. Austin’s influential work  How to do things with words (1962) and J.R. Searle’s Speech Acts (1969) provided the basis for the branch of linguistics that became known as Speech Act Theory; M.A.K. Halliday’s various writings (1973, 1975) extended a functional perspective to other aspects of language, such as grammar, intonation and information structure. Of the various functional categories, it was the fairly narrow category of what linguists would term Illocutionary force – a speaker’s purpose in making an utterance - which had the biggest influence on language teaching, and became known under the different label of speech functions. 
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In the table below, match the speech functions with the utterances.


	1. ACCEPTING AN INVITATION
	Good morning.
	= 9

	2. APOLOGIZING




	Hi.
	

	3. CONGRATULATING



	Good bye.
	

	4. CONSOLING




	See you.
	

	5. DISAGREEING (FORMAL)

	Sorry.
	

	6. DISAGREEING (INF.)



	Well done!
	

	7. EXPRESSING SURPRISE


	Really!?!?
	

	8. GIVING DIRECTIONS



	Oh, go on, please!
	

	9. GREETING (FORMAL)



	It's opposite the hospital.
	

	10. GREETING (INFORMAL) 


	I'm not sure I agree.
	

	11. INVITING (FORMAL)



	You must be joking!
	

	12. INVITING (INF.)




	You stupid idiot!
	

	13. OFFERING HELP




	I'll help you if you want.
	

	14. PERSUADING




	I'll call the police!
	

	15. REJECTING AN INVITATION
	Can you help me?
	

	16. REQUESTING HELP



	Would you like to come for tea?
	

	17. SHOWING ANNOYANCE


	How about coming for a drink?
	

	18. TAKING LEAVE (FORMAL)

	I'd love to.
	

	19. TAKING LEAVE (INFORMAL)
	I'd love to but I'm busy.
	

	20. THREATENING




	Never mind.
	


3
In 2001, the Council of Europe’s Common European Framework of Reference for Languages, to be discussed in the next chapter in more detail, returned to the question of competences with the aim of providing a comprehensive taxonomy of both communicative and more general competences. The chart below shows the categories into which communicative competence is divided, which are reminiscent of Canale and Swain’s earlier categorisation. This categorisation uses, ‘linguistic competences’ as an umbrella term, and then lists lexis (vocabulary), grammar, phonology (pronunciation etc.). 

	Communicative language competence (CEFR 2.1.2, p.13)

	Linguistic competences:

(subdivided into)
	 ‘lexical, phonological, syntactic knowledge and skills and other dimensions of language as system’ (p.13).

	Lexical competence (CEFR 5.2.1.1)
	‘knowledge of, and ability to use, the vocabulary of a language, consists of lexical elements and grammatical elements’ (p110)

	Grammatical competence (CEFR 5.2.1.2)
	‘knowledge of, and ability to use, the grammatical

resources of a language’ (p112)

	Phonological competence (CEFR 5.2.1.4)
	‘a knowledge of, and skill in the perception and production of: the sound-units (phonemes) of the language and their realisation in particular contexts (allophones) etc. (p116)

	Orthographic competence (CEFR 5.2.1.5)
	‘a knowledge of and skill in the perception and production of the symbols of which written texts are composed’ (p117)

	Sociolinguistic competences
	‘refer to the sociocultural conditions of language use’ (…) ‘rules of politeness, norms governing behaviour between generations, sexes, classes and social groups, linguistic codification of certain fundamental rituals in the functioning of a community’ (p.13)

	Pragmatic competences:

(subdivided into)
	

	Functional competences, (p.123)
	‘relating to the communicative function of utterances’ (production of language functions, speech acts)

	Discourse competences 
	‘the mastery of discourse, cohesion and coherence,

the identification of text types and forms’ (p13) ‘relating to the organising and structuring of texts’ (…) ‘drawing on scenarios or scripts of interactional exchanges’ (p.123).


Implications for language teaching: 

The concept of communicative competence led to a broadening of aims of language learning in various ways. 

· The sociological element advocated by Hymes has caused teachers not only to focus on grammatical accuracy but on contextual appropriateness. Textbooks not only teaching vocabulary but register too. 

· Curricula and textbooks define learning objectives not only in terms of grammatical structures but in terms of speech functions. 

· More attention is given to discourse; for example, to coherence and cohesion of texts.

One negative result of the stress on communicative competence concerned the teaching of grammar. Despite the fact that Hymes included grammatical competence as one category of communicative competence, there is a tendency among teachers to believe that grammatical competence can be replaced, rather than complemented, by communicative competence; as a result, grammar tends to be given little attention in CLT. Even today, the issue of the role of grammar teaching and learning remains both unresolved and controversial. 

3
	2.3 Cultural Competence


Compared to other categorisations, however, the CEFR goes on to take a broader view of the nature of competences to be acquired by learners of a foreign language. Describing the language user/learner as ‘“social agents”, i.e. members of society who have tasks (…) to accomplish in a given set of circumstances, in a specific environment and within a particular field of action’ (CEFR, p9,) the authors of the Framework expand the notion of competences beyond linguistic aspects to include cultural competence. Some of the additional culture-related competence categories from the CEFR are listed in the following chart. 

	Sociocultural knowledge (CEFR, 5.1.1.2)
	‘knowledge of the society and culture of the community or communities in which a language is spoken’ (p.102)

	Intercultural awareness (CEFR 5.1.1.3)
	‘knowledge, awareness and understanding of the relation (similarities and distinctive differences) between the “world of origin” and the “world of the target community” produce an intercultural awareness. (p.103)

	Intercultural skills and know-how 

(CEFR 5.1.2.2)
	‘- the ability to bring the culture of origin and the foreign culture into relation with each other;

- cultural sensitivity and the ability to identify and use a variety of strategies for contact with those from other cultures’ (p.104)

	‘Existential’ competence (CEFR 5.1.3)
	‘The development of an ‘intercultural personality’ involving both attitudes and awareness is seen by many as an important educational goal in its own right.’ (p.106)


As can be seen from these categories, linguists and methodologists now recognise a strong interdependence between language and culture, reflecting the fact that language use is always embedded within a social and cultural context. However, the CEFR goes further than this and sees the classroom as providing an opportunity for learners to acquire an ‘intercultural personality’, which goes beyond language learning in a strict sense.
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Consider the following EPOSTL descriptor.

8. I can evaluate and select a variety of texts and activities to make learners aware of the interrelationship between culture and language. (p29, Culture)

The Lehrplan – Unterstufe – states: 
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company LVMH Moet Hennessy Louis Vuitton, Delphine Arnault has long had a
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Who does not design anything at all? (Give two answers.) | Q2 Q3
Who has become interested in an alternative lifestyle? Q4
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careers?

Who does not live in the USA? (Give one answer.) Q6

Whose fashions are sold at an affordable price? Q7

Whose fashion style has changed in the course of her

career? Q8

Whose designs are not influenced by any trend? Q9




“Fremdsprache ist Ausdruck von Kultur- und Lebensformen.”

Can you give some examples of the ‘relationship between culture and language’?



	2.4 From Knowledge to Communicative Events


So far we have been concerned with different types of knowledge which comprise communicative competence. We shall now go on to consider how this knowledge is used in acts of communication. In other words, the focus will be on both competence and performance. 

It follows from a communication view that language is not only to be seen as social communication but that it must be seen in dynamic terms, as what Hymes (1972: 56) called a ‘communicative event’ that happens in real time and which can be defined as a ‘particular instance when people exchange speech’ (Richards XE "Richards" , Platt, Weber 1985: 267) or a single unit of communication. 

From a communicative point of view, when describing language it is not sufficient to analyse sentences out of context; rather each act of communication needs to be modelled so that on the one hand the context of the utterance is identified and on the other the dynamic use of language is made apparent. The following simple communication model attempts to depict important aspects of the language encoding process. 
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Read the text below, then decide whether the statements (10-17) are true (T) or
false (F) or not given (NG) in the text. Put a Xl in the correct box. The first one
(0) has been done for you.

What’s in a Name? Only Your Best Chance to Win Fame and Fortune

If you are called Brian or Lisa and hungry for career success, one strategy could help
you more than any other: change your name.

A study has suggested that while first names such as James and Elizabeth are
strongly associated with success, others tend to be frowned upon when business is
under discussion and snap judgments are being made.

The survey of perceptions among 6,500 respondents, which was conducted by
Richard Wiseman, a psychologist from the University of Hertfordshire, investigated
whether popular first names sounded successful, lucky and attractive. The project for
the Edinburgh International Science Festival found that strong trends emerged, with
Jack and Lucy the luckiest and Sophie and Ryan the most attractive.

Men called Thomas were rarely associated with business success or good luck, and
along with those called George were the least likely to be considered good-looking.
As for Ann, just 0.6 per cent of the sample found the name attractive.

Earlier studies have shown that such perceptions can become self-fulfilling
prophecies, with teachers awarding higher marks to children with attractive names
and employers more likely to promote those with names that sound successful.

Professor Wiseman’s advice to those naming their children is to play it safe.
“Traditional names with royal associations are viewed as successful and intelligent,
and so parents hoping for successful offspring might want to avoid more unusual
names. Attractive female names tended to be soft-sounding and end with the ‘ee’
sound, whereas the sexiest male names are short and much harder sounding,” he
said.

Instincts and preconceptions could lead to instant likes and dislikes. “People are
walking around - women more than men - with these stereotypes in their heads
without realising it. That could influence all sorts of decisions; it is teachers at school,
people at work or even in politics,” he said.

“If you are making quick decisions about people then certain names will be seen as
more successful and attractive. Those individuals will be given more of the time of
day, the benefit of doubt and so on.”

Yet if looks, fame and wealth already set you apart, your name is unlikely to make
much odds. Pondering whether the Hollywood heart-throb George Clooney should



Communication Model
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consider a switch, Professor Wiseman said: “It's all relative. If he was called Ryan
Clooney he would be an even bigger hit.”

Statements

NG

In the business world, people are not easily influenced by
names. |

Q10

The study recommends looking at a link between success
and attractiveness.

Q11

A study presented in Edinburgh suggests that associations
with a name are very diverse.

Q12

Few connect the name George with a handsome man.

Q13

If a pupil does well in school, this may be partly due to the
child’s first name.

Q14

If a person’s first name is linked with success, the person
will work harder to be successful.

Q15

Parents should give their children rare names in order to
increase their chances of success.

Q16

Men are just as influenced as women by what they
associate with a name.

Q17

First names are not really a problem for those who are
already rich and famous.
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	Context: setting, channel genre, topic, key etc.
	


The communication model can be understood - to use a metaphor from film - as a ‘freeze-frame’ of ongoing communication and relates to a single utterance act within a discourse. The arrows in the model are significant in that they indicate a general ‘left to right’ flow of the encoding process. Each category will be given brief explanatory discussion.

Context

In order to understand how and why language is used in a specific utterance, the context in which the utterance is embedded must also be analysed since the form of the utterance will, to some extent, derive from contextual variables such as who the participants are, what their setting is and what they are talking about.

Virtually all acts of communication consist of an addressor who wishes to convey what will be termed a message to an addressee. This applies both to spoken and written discourse. It should be noted that in spoken dialogue there is a continuously changing relationship between addressor and addressee, the roles switching with each turn. That is to say that they represent the sequence of processing.


All utterances are generated in a context, which will have a bearing on the form of the utterance concerning aspects such as register since the forms that are selected by the speaker should be appropriate to the context. Significant aspects of context (based on Hymes, 1972) are:

· participant roles: the relationship between addresser and addressee, such as friend to friend, teacher to student, stranger to stranger etc.;

· setting: at home, in school, at a conference, at a wedding etc.;

· channel: whether spoken or written language;

· topic: what the speaker is talking about;

· text type: for example, whether the discourse is a conversation, formal speech, internet chat, love letter etc.

· key: the ‘tone, manner or spirit’ of an utterance – whether humorous, sarcastic, serious etc. 

Context can be seen as providing a social and cultural framework in which certain norms of linguistic and non-linguistic behaviour apply. These may, of course, vary from culture to culture. For example, at universities in some European countries it may be usual for lecturers and students to address each other by first names and the ‘du’/’tu’ personal pronoun, whereas at others, such as Austrian universities, this may not normally be the case.

Schematic knowledge

This term refers to the relevant knowledge of the world that addressors and addressees have stored in their minds which helps them to encode and decode the messages that comprise their ongoing discourse. One reason why text taken from newspapers and reproduced in school textbooks are sometimes difficult to understand is that although students may possess the systemic knowledge of the code – i.e. they understand the grammar and lexis of the text - they lack relevant schematic knowledge which was available to readers at the time and in the place in which the newspaper was originally published. Applying schematic knowledge is an important tool in the drive of human beings to make sense of what they hear or read. Neither context nor schematic knowledge are, of course, linguistic categories as such but will have an influence on language processing.

Notions 

This category in the communication model represents the starting point of the generation of an utterance. Virtually all language use takes place when a speaker wishes to make some representation of a state of affairs by referring to concepts that exist in the world, or to be more exact, in the participants’ minds. This type of meaning is referred to by linguists using different terms; for example, ideational meaning (Halliday, 1985), conceptual meaning (Leech, 1974) propositional meaning (Hurford, Heasley, 1983) or referential meaning. (We shall use Leech’s term ‘conceptual meaning’.) At the core of language use, and language learning, is the process by which speakers encode their ideas or perceptions into a specific language. This requires them to filter these ideas through a template of lexical and grammatical concepts shared by a particular speech community.It is my view, that these concepts may differ between speech communities. For example, Slav languages do not express direct or indirect reference by means of articles (a, the, some); German does not distinguish between a dynamic activity, which in English is expressed by the morpheme _ing, and states, which may be encoded by the present simple. As far as vocabulary is concerned, English speakers do not experience a conceptual difference between putting on a hat (German: aufsetzen) and putting on other clothes (German: anziehen).  

These lexical and grammatical concepts will be referred to as grammatical or lexical notions. When describing notions, a linguist’s statements fall within the area of semantic meaning. In applied linguistics, the term notion is often used in a general sense to refer to categories of human experience or perception such as ‘quantity’, ‘duration’, ‘location’ etc. However, in this course, ‘notion’ will be used in a specific sense, and can be defined as a concept which is encoded into a lexical or grammatical form, or to put it more simply, the meaning of grammar and vocabulary in an utterance. It follows that lexemes will represent the realisation of lexical notions, whereas grammatical morphemes are the realisation of grammatical notions. As we shall see, the specification of notions is essential if we are to take a communication approach to the teaching of grammar. It should be noted that one grammatical form can express different grammatical notions. For example, in the following utterances:

a) I can’t come out at the moment. I’m doing my homework.

b) I can’t go out with you tonight. I’m playing tennis.

In a) the present progressive expresses the notion of what might be called [present activity], whereas in b) it expresses the notion of an [arranged activity]. A notional approach is at the heart of a communicative approach to grammar. A communicative syllabus will define the meanings or notions that are to be taught; a traditional syllabus will define forms (such as ‘present progressive’). You will hear much more about ‘notional grammar’ in Proseminar 2. 

(Speech) Functions
When producing utterances, speakers do not only express semantic meaning but also pragmatic meaning. Speech functions refer to the type of meaning that linguistics sometimes call illocutionary or speech acts. Here we are concerned with the underlying purpose a speaker may have in making an utterance. Unlike notional meaning, there is not necessarily a direct formal realisation of this type of meaning but it may be interpreted on the basis of schematic knowledge, intonation, body language etc.  

Meaning ( Form

Following the flow of arrows in the communication model it can be seen that notions and functions are encoded into form. To quote Richards & Rodgers (1986: 71) ‘The structure of language reflects its functional and communicative uses’. This meaning ( form processing direction has important pedagogical consequences for the Communicative Approach. 

The insight that language forms result from lexical, grammatical and functional concepts stored in the minds of speakers led applied linguists to focus their attention on these various types of meaning systems, with a view to substituting formal teaching objectives (the present simple, the indefinite article etc.) with notional objectives. Two important works, Notional Syllabuses (Wilkins, 1976) and Communicative Syllabus Design (Munby 1978) provided comprehensive inventories of notional categories. Wilkins explains a notional syllabus as follows:

In drawing up a notional syllabus (…) we ask what it is they (speakers) communicate through language. We are then able to organize language teaching in terms of the content rather than the form of the language. 

The advantage of the notional syllabus is that it takes the communicative facts of language into account from the beginning without losing sight of grammatical and situational factors. It is potentially superior to the grammatical syllabus because it will produce a communication competence and because its evident concern with the use of language will sustain the motivation of the learners. (1976: 18-19)

An important Council of Europe document, the Threshold Level provided was basically a catalogue of ‘communicative’ categories – contexts, notions, functions etc. – which had a strong influence on Austria’s and other school syllabuses.

Implications for language teaching 
The aim of language teaching is no longer that pupils should be able to form correct sentences but to exchange messages which are relevant to themselves and which carry meaningful information. Language is thus seen as a purposeful activity in which human beings exchange (encode and decode) meaningful messages in authentic contexts.
The focus on ‘messages’, as opposed to sentences, has several methodological consequences for the classroom, some of which are:

· language is a means to a communicative end
· students should be given the opportunity to express their own ideas, needs, wants, opinions etc.

· communication should be purposeful and meaningful
· communication should be appropriate to the context

· communication should take place among students (not only between student and teacher)

· fluency and communicative effectiveness become important criteria 

· when communication takes place there should be an ‘information gap’ between participants

These principles are reflected in the Austrian syllabus (AHS-Unterstufe): 

	Kommunikative Kompetenz als übergeordnetes Lernziel

Als übergeordnetes Lernziel in allen Fertigkeitsbereichen ist stets die Fähigkeit zur erfolgreichen Kommunikation – die nicht mit fehlerfreier Kommunikation zu verwechseln ist – anzustreben. Somit sind die jeweiligen kommunikativen Anliegen beim Üben von Teilfertigkeiten in den Vordergrund zu stellen.


The outcome of the communication model - the exchanging of messages within speech events - takes the aims of teaching and learning beyond mere competence, the knowledge of the means of communication, and extends it to communicative performance, the ability to use language. Thus, language teaching is seen as facilitating the development of the 4 skills, the productive skills of speaking and writing, and the receptive skills of reading and listening. The performance view of learning has led directly to important innovative measures in Austria such as: the new curriculum, Bildungsstandards and the Standardisierte Reifeprüfung. 

3
	2.5 Communicative methodology 


The methodology of CLT arises directly from the view of language – communicative competence and speech events - outlined so far in this chapter. Armed with an approach to language which attempts to define what communication consists of, the main task of methodologists and teachers is to replicate acts of communication in the classroom. Tricia Hedge describes communicative methodology as follows:

Communicative language teaching sets out to involve learners in purposeful tasks which are embedded in meaningful contexts and which reflect and rehearse language as it is used authentically in the world outside the classroom. (Hedge 2000: 71)

It should be remembered that these ‘purposeful tasks’ may relate to any of the four skills. CLT is often associated with the skill of speaking, but a framework for ‘communicative writing’ or ‘communicative reading’ are also essential components of its methodology.

At the heart of all communicative methodology is the concept of ‘authenticity’, authentic communication been seen not only as the goal of learning but as the guiding principle for methodology. Authenticity can be seen from a variety of perspectives, some of which are: 

1. Authenticity of context – settings, participant roles, topics etc. should reflect those of real life; this applies not only to speaking but other skills such as writing

2. Authenticity of behaviour – classroom activities and tasks should replicate language exchanges; for example, they should be task-based and purposeful
3. Authenticity of text – students should be exposed to authentic written and listening text

4. Authenticity of process – language should be used in ‘language-like’ ways; in other words, an analysis of what a skill such as reading actually entails in real life should steer the choice of reading exercises given to students

As stated earlier, the Communicative Approach is not a fixed method, but a set of principles arising from a particular view of language which steers the design of materials and activities. As such, there is no one definitive book which lays down ‘how to teach communicatively’. Littlewood’s Communicative Language Teaching ‑ An Introduction. (1981) outlines its basic premises and practices as does Brumfit’s Communicative Methodology in the Classroom Brumfit and Johnson provide a selection of readings on CLT in their The Communicative Approach to Language Teaching (1984), which includes not only extracts from Hymes’ On Communicative Competence but also papers from a variety of applied linguists and methodologists. 

There is no doubt that the Communicative Approach revolutionised classroom teaching and consequently represented something of a challenge for teachers. Some areas in which teachers have had to radically rethink their professional activities are the following:

· Aims: the ability to communicate; the criterion of fluency now tends to take priority over the criterion of accuracy.

· 4 skills: teachers have to facilitate the development of all language skills.

· Methodology: ‘communicative’ criteria are applied to activities; frequent opportunities have to be provided for the actual use of language. 

· Classroom management: student-centred activities and the regular use of group work take centre stage, the teacher taking an apparently background role. 

· Testing: ‘communicative’ ways of teaching have to be reflected in the ways in which students are tested. 

There are, however, some problematic aspects to this approach, some of which are: 

· As Richards XE "Richards"  and Rodgers point out (2001), there is very little learning theory as such behind the communicative approach XE "communicative approach" . The reason for this is that the learner of a language is seen first and foremost as a user of a language. Consequently, use becomes not only the aim of learning but also the means of learning. Terms such as task-based learning, learning by doing XE "learning by doing" , social interaction XE "social interaction"  reflect this use-skill axis. The aim of learning is communicative competence XE "communicative competence"  and communication is best learnt by communicating! The absence of learning theory has had the result that in some classrooms, communicative activities are superimposed on fairly traditional teaching.

· It follows from this lack of learning theory that CLT is good at developing skills but weak at teaching the actual language code (grammar, vocabulary etc.).

· Whilst in theory the ‘meaning ( words’, notional, communication-based view of language provides for a communicative approach to teaching grammar, in practice this has failed to materialise. ‘I teach communicatively but I teach grammar too’ is a statement I sometimes hear from teachers, reflecting the view that grammar is somehow separate from communication. As Widdowson XE "Widdowson"  points out (1990: 98): 

A communicative approach XE "communicative approach" , properly conceived, does not involve the rejection of grammar. On the contrary, it involves a recognition of its central mediating role in the use and learning of language.

· In many school situations, even if teachers make use of communicative activities, testing tends to follow traditional patterns. 

Whilst amongst applied linguists, interest in the Communicative Approach has declined in recent years as their attention has moved in other directions, it still remains the dominant approach for teachers across Europe. In the meantime, however, CLT as it was originally conceived has been supplemented by other theories, such as cognitive learning theory. 

This section has only provided a basic outline of methodological principles. Concrete examples will be provided in following units. 

	2.6 Unit tasks


	E P O S T L
	
	DOSSIER
	
	

	Written assignment:

Look at the list of principles of communicative methodology on page 11. Think back to your own language learning in school. Try to think of some activities you did with your English teacher(s) which fulfil these criteria.



	
Reading assignment

Read chapter 4: ‘POPULAR METHODOLOGY’

from The Practice of English Language Teaching 




Unit 2: important terms

action-oriented

addressee 

addressor 

authenticity 

communication model

Communicative Approach 

communicative competence 

communicative event

Communicative Language Teaching (CLT) 

communicative needs 

communicative performance 

conceptual meaning 

contextual appropriateness

discourse competence 

encoding and decoding

fluency 

four skills 

grammatical competence 

Illocutionary force

information gap 

message 

notion (grammatical) 

notion (lexical) 

notional objectives 

notional syllabus 

messages 

pragmatic meaning

register 

schematic knowledge 

semantic meaning

sociolinguistic competence 

Speech Act Theory 

speech function 

strategic competence 

student-centred 

systemic knowledge 
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	Unit 3: Planning and packaging learning and teaching 


The aims of this unit are:

· to consider why planning and packaging is necessary (3.1)

· to consider different types of aims, objectives  etc. (3.2) 

· to identify ‘communicative’ objectives (3.3)
· to illustrate how the work of the Council of Europe has influenced the specification of competences (3.4)

· to explore the Austrian school curriculum (3.5)
	E P O S T L
	
	
SELF ASSESSMENT
	
	

	CONTEXT

B. Aims and Needs: Descriptors 1, 2, 6, 7

LESSON PLANNING

A. Identification of Learning Objectives: Descriptors 1 – 6

INDEPENDENT LEARNING 

A. Learner Autonomy: Descriptors 3, 6




	3.1 Why plan and package?


In this unit we shall be concerned with decisions that are to be made in the process of planning learning and teaching. In order to plan it is necessary to establish various categories (of language, learning, culture etc.) and to decide which elements within these categories should be taught and at what stage. The process of categorisation, selection and sequencing of items to be taught is what is meant by the ‘packaging’ part of the title of this unit.

The central task of this process is the specification of learning objectives. As will be seen from the EPOSTL box above, aims and objectives are spread over several sections of the EPOSTL (see EPOSTL index p81). This reflects the fact that objectives need to be taken into account at every stage of the learning process – from the planning of a curriculum to the preparation of a lesson to the assessment of a learner’s performance. There are various reasons why it is important that aims be made explicit and transparent. Some of these are:
· teachers need to be clear about what we are teaching

· learners need to know what they are learning

· making objectives explicit and transparent is an important prerequisite to justifying why we are focusing on particular aspects of language

· clarity of objectives provide for coherence in the overall teaching process

· explicit objectives are necessary to assess the effectiveness of learning and teaching 

· transparent objectives provide feedback for learners and assist them in the task of self-assessment
There are four general tasks connected with planning and packaging:
a) Setting aims and objectives – so that teachers know exactly what and why they are teaching and learners know what they are going to learn and why they are going to learn it.
b) Grading – deciding when to teach a particular item in accordance with learners’ needs, previous language knowledge, cognitive development etc. 
c) Implementation of objectives through teaching procedures (i.e. methodology), resources – how to teach.
d) Evaluation – on the part of the teacher, learner, examination board etc. of whether aims have been achieved. 
These four elements of ‘what/why – when – how – whether’ will form the basic framework of a national school curriculum such as the Austrian Lehrplan, which will be given consideration in this unit. 

Planning and packaging is a complex process and involves various ‘players’ who are either directly or indirectly involved in language learning. Each of the following is likely to have a voice which will make a contribution to the process: 

a) Official bodies such as the Ministry of Education or School Board; in most countries a national curriculum for foreign languages will lay down a general concept for foreign language learning. In Austria, the curriculum addresses all four tasks referred to above.

b) Council of Europe documents such as the Common European Framework of Reference, the Threshold Level have influenced many national curricula, including that of Austria. 

c) Teachers; at a general level it is their task to ‘design language courses around the requirements of the national curriculum’ (EPOSTL, Curriculum p15); at a more specific level, it is their task to set objectives for particular lessons or sequences of lessons.

d) Learners; depending on the context of learning and on the learning cultures of a particular country or institution, learners may play a lesser or greater role in setting their own learning objectives or negotiating with teachers what learning objectives should be selected. In learning cultures which seek to foster autonomous learning the following descriptor from EPOSTL (Learner Autonomy, 3, p45) will represent an important competence for teachers: ‘I can guide and assist learners in setting their own aims and objectives and in planning their own learning.’ However, even if learners do not actually set objectives, it is important that they are aware of what they are expected to learn. Knowing and understanding learning objectives is an essential prerequisite for being able to make a self-assessment of one’s own learning. 
e) Stakeholders in society at large; language learning in schools does not take place in a vacuum but must take into account the needs of society. ‘‘I can take into account and assess the expectations of educational stakeholders (employers, parents, funding agencies etc.)’  (EPOSTL, Aims and Needs p16); In particular, the aims of language learning should, to some extent, be matched to the ways in which foreign languages will be used by students once they enter the job market. Taking this element into account will lead us to consider the broader question of why it is that foreign language are taught in school, why each individual learner should, in the view of the Council of Europe and the European Union, learn at least two foreign languages and what type of language competences should be developed.

	(EPOSTL, Aims and Needs p16)
a) I can take account of overall, long-term aims based on needs and expectations. What ’long-term aims’ are your students in the Oberstufe (AHS, BHS) likely to have?
b) I can take into account and assess the expectations and impact of educational stakeholders (employers, parents, funding agencies etc.). What might these expectations be? To what extent should your teaching be influenced by them?


	3.2  Aims, objectives, outcomes


The three terms ‘goals’, ‘aims’ and ‘objectives’ are often used interchangeably in English. The EPOSTL makes use of two of these terms ‘aims’ and ‘objectives’, and differentiates between them. In addition, reference is made to ‘learning outcomes’. Before these terms are explained, however, it is necessary to make an important distinction concerning the nature of what is learned: that of competence and performance. Competence refers to the knowledge of language, culture or other language related abilities, which is internalised by the learner; performance refers to the actual use; that is to say, the application of this knowledge in actual contexts. 

The terms will be used as follows: 

· Objective is narrow and specific in scope and refers to particular items of language, culture or other competences which may form the focus of a specific lesson or unit. Examples of objectives are ‘expressing intention’ (grammar); ‘asking for directions’ (speech function); ‘identifying stereotypes’ (culture); ‘distinguishing between fact and opinion’ (reading); writing a personal email (writing).

· Aim is used to refer to more general competences which may be developed over a period of time: being able to hold a conversation about one’s immediate environment; being able to write summaries of an academic lecture; taking part in a formal discussion about a work-related subject etc. Aims will thus relate to an extended period of teaching or to a particular language course. As with many terms, there is no neat dividing line between aims and objectives and on occasions either term may be used.
· (Global) goals may be used to refer to the overall aims of learning of foreign language. Here we are concerned with the broad question of why do we learn a foreign language? The Austrian curriculum refers to the following global goal: 
Ziel des Fremdsprachunterrichts ist die Entwicklung der kommunikativen Kompetenz in den Fertigkeitsbereichen Hören, Lesen, An Gesprächen teilnehmen, Zusammenhängend Sprechen und Schreiben.
· Learning outcomes specify what and how well the learner is actually able to do at the end of a period of teaching, on completing a language course etc. Learning outcomes provide evidence of competences that students have developed and can often be described using descriptors, that is to say, statements in which both the nature and the level of the competence or skill are made explicit through metalanguage. This way of describing competences has become widespread since the publication of the Common European Framework of Reference (CEFR) in 2001. (See 3.4) 

Learning outcomes may be assessed by the teacher or through self-assessment by the learner. In the latter case, statements will normally begin with the formulation ‘I can ….’ Self-assessment is at the core of the European Language Portfolio, which is used in Austria and in many European countries to help learners reflect on their language and cultural competences. One example can be seen here. 
Descriptors of outcomes may relate to competence – what the learner knows – or performance – what the learner can do. As with other terms, there is no strict dividing line between these two categories, but it could be said that descriptor 1 in the above self-assessment chart above is more competence-based – the ‘can’ here relates essentially to knowledge of vocabulary – whereas descriptor 10 is clearly skill-based. It should, however, be stressed that the acquisition of specific language competences are a prerequisite for performance. For example, the section of the unit linked to descriptor 6 above, focuses on the grammatical categories of  modality: ‘have to’, ‘need to’, ‘don’t have to’ etc.

Whilst statement’s of a student’s competence may traditionally be the focus within educational institutions, in which linking specific aims with outputs is part and parcel of the pedagogical process of checking whether students have learnt what they have been taught, the ‘outside world’ is more, indeed almost exclusively, concerned with skill-based outputs. As the CEFR states, (p183) ‘Employers, educational administrators and adult learners tend to be more interested in proficiency assessment: assessment of outcomes, what the person can now do.’ 
The Communicative Approach to language provides the option of describing aims either in terms of input, i.e. communicative objectives - what the teacher aims to teach, or output, i.e. skill-based outcomes – what the learner is able to do. Clearly, there is a direct link between aims and outcomes. In a perfect world, there would be a 1:1 relationship: what the teacher aims to teach will lead to the learner performing these aims. In order to make this link more explicit curricula or language course sometimes specify ‘expected outcomes’ with regard to a particular course. That is to say, learners are informed what they can be expected to do, rather than what they can be expected to know. This, in turn, leads to greater accountability on the part of the teacher, school or institution, an important aspect of professionalism. Moreover, this performance-based view of language may cause teachers to re-think the methodology they use in the classroom.  

	
Consider the list below. Discuss in your groups whether more or less attention should have been given to these aims in your school.
Aim

More        Just right         Less
1. to speak the FL fluently

(            (            (
2. to translate well from and into the FL

(            (            (
3. to develop good presentation skills in the FL

(            (            (
4. to develop strategies for improving learning 

(            (            (
5. to develop social competence and to be able to work well in a team

(            (            (
6. to develop an appreciation for literature

(            (            (
7. to gain a better understanding of one’s own culture

(            (            (
8. to reduce prejudices towards other cultures

(            (            (
9. to learn language and skills relevant to the students’ future jobs/job market

(            (            (
10. to learn native speaker-like pronunciation

(            (            (
11. to learn to use information technology

(            (            (
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	3.3 Communicative objectives


This ‘communication model’ view of language, described in the last unit, had considerable consequences in particular for syllabus design and for materials development. Whereas in previous times, school syllabus and language textbooks had specified their teaching objectives largely in terms of grammatical structures, now the communicative model provides a taxonomy of units of communication. 

A document that had considerable influence on school curricula across Europe was the Council of Europe’s Threshold Level (1975/1991). This is essentially an inventory of all the categories of communication identified in the communication model. Some examples based on this and the Common European Framework of Reference for Languages are shown below:

1. SEQ Ebene0 \h \r0 

SEQ Ebene1 \h \r0 

SEQ Ebene2 \h \r0 

SEQ Ebene3 \h \r0 

SEQ Ebene4 \h \r0 

SEQ Ebene5 \h \r0 

SEQ Ebene6 \h \r0 

SEQ Ebene7 \h \r0 

SEQ Ebene1 \h \r0 

SEQ Ebene2 \h \r0 Situations
a. Social roles: e.g. stranger/friend
b. Settings: e.g. restaurant, church, school
c. Topics: e.g. personal identification, house and home, free time
d. Behavioural specifications: e.g. describe their own house, say how they travel to work, ask what things are called
2. Specific notions: 
a. lexical: e.g. name, signature, letter
b. grammatical: referring to indefinite past time (experience), expressing possibility (can)
3. Pragmatic functions e.g. expressing pleasure, inquiring about preference
4. Language forms (lexical and grammatical) e.g. present perfect tense 

5. Discourse competence e.g. ordering a meal in a restaurant
6. Sociological appropriateness e.g. expressing politeness
7. Sociocultural competence e.g. greeting someone (shake hands?, kiss? etc.)
This type of taxonomy enables teachers and textbook writers to select the content of learning not according to language structures, which was previously the case, but according to the communicative needs of the learner. The implications of this will be discussed in the next unit. 
One important application of a catalogue of categories of communication is that it enables both teachers and, where appropriate, learners to specify their needs when about to embark on a language course. Indeed, it has now become common, particularly in the private sector of language teaching, for teachers to conduct a needs analysis of their learners prior to planning a language course. This will normally consist of a questionnaire given to students or a personal interview in which students identify specific examples of categories from the above list which will form the basis of their language course.

	
Imagine that you are about to take a course in a language you don’t know prior to visiting a country where this language is spoken for a specific purpose. You have been asked by the teacher of the course what you want to learn. Use the categories of situations, language activities, and specific notions to give the teacher some idea of what the course content should be.


	3.4  Describing competences: the Common European Framework of Reference 


The complex process of planning and packaging requires both a top-down and bottom-up view of issues involved. From a top-down perspective decisions have to be made as to what should compromise the general content and overall goals of foreign language education. At a bottom-up level, decisions have to be made as to what specific knowledge, competences and skills should be developed in the course of school education and at which stage. 

 

An important document which aims at helping educational administrators, curriculum designers, teachers etc. to make these decisions is the Common European Framework of Reference for Languages, which was produced by the Council of Europe and published in 2001. The main purpose of the CEFR is the following: 

‘The Common European Framework provides a common basis for the elaboration of language syllabuses, curriculum guidelines, examinations, textbooks, etc. across Europe. It describes in a comprehensive way what language learners have to learn to do in order to use a language for communication and what knowledge and skills they have to develop so as to be able to act effectively. (…) The Framework also defines levels of proficiency which allow learners’ progress to be measured at each stage of learning and on a life-long basis.’ (p1) 

As with the Threshold Level, discussed in unit 2, the CEFR is taxonomic in nature; that is to say, it seeks to specify categories of communication by listing the knowledge and skills which make up communicative competence. However, the CEFR differs from the T-Level in two important ways.
Firstly, it is not only concerned with language-based communicative competence but takes a broader view of the goals of learning a foreign language to include sociocultural and intercultural competence, thus recognising that the language learning classroom provides a setting in which not only linguistic, but more general educational aims should be incorporated. In addition, the CEFR focuses on cognitive learning processes and considers how learners might not only learn languages but how they may develop responsibility to reflect on and optimise their own learning, both concerning the languages they may be learning at the present time and in the future. In this connection the phrase ‘life-long learning’ is used. The list of questions posed in the introduction shows how the CEFR aims to assist both teaching and learning by presenting the relevant issues. These questions are: 
· What do we actually do when we speak (or write) to each other?

· What enables us to act in this way?

· How much of this do we need to learn when we try to use a new language?

· How do we set our objectives and mark our progress along the path from total ignorance to effective mastery?

· How does language learning take place?

· What can we do to help ourselves and other people to learn a language better?

The second major difference from the Threshold Level is that whilst the first document was essentially concerned with the setting of communicative objectives to be used in syllabus design and course planning, it is one of the central tasks of the CEFR to specify learning outcomes. To do this, it attempts to describe language proficiency using the form of descriptor referred to above. Altogether there are 58 different sets of descriptors relating to different language skills. At the one end of the scale, there are very general ‘global’ descriptors which describe a learners language competence as a whole. An example from the CEFR of a global scale is: 

Can understand the main ideas of complex text on both concrete and

abstract topics, including technical discussions in his/her field of

specialisation. Can interact with a degree of fluency and spontaneity that

makes regular interaction with native speakers quite possible without strain

for either party. Can produce clear, detailed text on a wide range of subjects

and explain a viewpoint on a topical issue giving the advantages and

Independent disadvantages of various options. (CEFR, p24)

Other descriptors may refer to very specific skills, such as ‘vocabulary range’:

Has a good range of vocabulary for matters connected to his/her field and most general topics. Can vary formulation to avoid frequent repetition, but lexical gaps can still cause hesitation and circumlocution. (CEFR, p.112)

In addition to describing language competences the CEFR addresses the task of scaling these competences; that is to say, it specifies competences at different levels of performance. To do this, it makes use of six levels, ranging from A1, A2 (‘basic user’) through B1, B2 (‘independent user’) to C1, C2 (‘proficient user’). In appendix 1, you can see an example of an illustrative scale relating to ‘overall spoken interaction’ (CEFR, p74).

	
Read the descriptors in the CEFR scale for ‘overall spoken interaction’ (p11 of the unit) and decide what you consider to correspond to:

a) end of AHS Unterstufe level 

b) Matura level. 




Descriptors of this type can be used either by a teacher of examiner or they can easily be transformed into a self-assessment instrument by formulating descriptors which begin with the phrase ‘I can’. This, in turn, leads to another significant tool deriving from the Council of Europe, the European Language Portfolio. 

One important aspect of categorising language and specifying competences in a precise way is that it makes it possible to focus on individual skills and assess them independently from other skills. For example, it may be that a student feels fairly confident and competent when speaking a foreign language but his or her writing skills are at a lower level. An assessment grid of the type shown in Appendix 2 – the CEFR ‘Self-assessment grid’ (p12 of the unit) – allows for such a differentiated assessment of skills and allows for partial competences. 

	
Look at the ‘Self-assessment grid’ and consider whether you would place yourself at the same level in all four skills of a foreign language you have learnt. If there is a difference, why do you think this might be the case?




This way of assessing language performance by means of explicit descriptors of competence and a fixed scale, as found in the CEFR has various advantages. Some of which are:

1. It makes language competences explicit.

2. It makes language competences transparent to both teachers and learners.

3. It enables a differentiated view of different skills
4. It sees competence in terms of actual outcomes rather than aims.

5. It enables comparability between different schools, systems, countries etc. 

This fifth point is particularly important concerning a European perspective: if language skills can be described with some degree of objectivity, then this helps to provide a common basis for comparing examinations, qualifications etc. The CEFR states:

The provision of objective criteria for describing language proficiency will facilitate the mutual recognition of qualifications gained in different learning contexts, and accordingly will aid European mobility. (CEFR, p1)

As far as Austria itself is concerned, it also means that the description of language skills and levels has the potential to help in the harmonisation of both the setting of objectives and the grading of language performance throughout the country. It is for this reason that the CEFR has played a significant role in the national curricula, Bildungsstandards and the newly designed Matura. 

	3.5  The Austrian national curricula


Both the terms ‘syllabus’ and ‘curriculum’ are used to describe the content taxonomies, advisory and explanatory texts, regulations etc. which specifying the framework in which teaching and learning take place. The difference may be described as follows:

A syllabus can be defined as the specification of aims and the selection and grading of content to be used as a basis for planning FL, or any other educational, courses. (It might be noted that the plural form ‘syllabuses’ is usually preferred to the rather pedantic sounding ‘syllabi’.) In English, though not in some other languages, a distinction is made between a syllabus and a curriculum; the narrower specification of a syllabus, which refers to the aims and content of a particular subject, can be seen as part of a wider and more general curriculum, which may go beyond specifying the content of a single subject and may include both organisational aspects and questions of overall policy or language planning, such as how many languages should be studied, at what ages, how many hours should be devoted to the study of a language etc. It is the term ‘syllabus’ that is usually employed by applied linguists in discussions of FL, reflecting the tendency in FL to separate foreign languages from the rest of the curriculum; however, when a broader perspective is taken – for example, in discussions of language across the curriculum or of how cultural awareness, information technology etc can be integrated into FL teaching - then the more general term may be preferred. Clearly, there is an area of overlap between the two concepts. (Newby, 2000: 590)

In this unit, the term ‘curriculum’ will be used to reflect the ‘broader perspective’ of the Austrian curricula. 

National curricula can play different roles from country to country. In previous times, the Austrian curriculum was a prescriptive document which lay down exactly what had to be taught and at what stages of learning. As a result, pupils all over Austria would be confronted with the present perfect progressive form in the third class of secondary school. The present curricula, however, rather provide an advisory framework for teachers and textbook writers. 

The final task of this unit (3.6, EPOSTL Dossier) will require you to answer questions which will help you to get to know the AHS-Curriculum for Unterstufe.
	3.6 Unit tasks


	E P O S T L
	
	DOSSIER
	
	

	Written assignment 1:

Download the Austrian AHS-Unterstufe curriculum and answer the following questions. 

1. List some global goals of language learning.

2. To what extent does the curriculum specify a) specific objectives b) learning outcomes?

3. In what ways would you describe the curriculum as reflecting a ‘Communicative Approach’?

4. To what extent do the statements on grammar correspond to how you were taught grammar in school?

5. As a future teacher is there anything you would learn about how to deal with learners’ errors?
6. To what extent do the extracts on culture correspond to how it was dealt with in your school?
7. Imagine that you have to explain the curriculum to parents during an Elternabend. What points would you focus on?



	E P O S T L
	
	
SELF ASSESSMENT
	
	

	Consider the following descriptors and carry out a self-assessment: 

CONTEXT: B. Aims and Needs: Descriptors : 1, 2, 6, 7. (p16)




Unit 3: important terms
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Appendix 1: Common European Framework of Reference for Languages – overall spoken interaction (p74)

	
	Overall Spoken Interaction

	C2
	Has a good command of idiomatic expressions and colloquialisms with awareness of connotative levels of meaning. Can convey finer shades of meaning precisely by using, with reasonable accuracy, a wide range of modification devices. Can backtrack and restructure around a difficulty so smoothly the interlocutor is hardly aware of it.

	C1
	Can express him/herself fluently and spontaneously, almost effortlessly. Has a good command of a broad lexical repertoire allowing gaps to be readily overcome with circumlocutions. There is little obvious searching for expressions or avoidance strategies; only a conceptually difficult subject can hinder a natural, smooth flow of language.

	B2
	Can use the language fluently, accurately and effectively on a wide range of general, academic, vocational or leisure topics, marking clearly the relationships between ideas. Can communicate spontaneously with good grammatical control without much sign of having to restrict what he/she wants to say, adopting a level of formality appropriate to the circumstances.

	
	Can interact with a degree of fluency and spontaneity that makes regular interaction, and sustained relationships with native speakers quite possible without imposing strain on either party. Can highlight the personal significance of events and experiences, account for and sustain views clearly by providing relevant explanations and arguments.

	B1
	Can communicate with some confidence on familiar routine and non-routine matters related to his/her interests and professional field. Can exchange, check and confirm information, deal with less routine situations and explain why something is a problem. Can express thoughts on more abstract, cultural topics such as films, books, music etc.

	
	Can exploit a wide range of simple language to deal with most situations likely to arise whilst travelling. Can enter unprepared into conversation on familiar topics, express personal opinions and exchange information on topics that are familiar, of personal interest or pertinent to everyday life (e.g. family, hobbies, work, travel and current events).

	A2
	Can interact with reasonable ease in structured situations and short conversations, provided the other person helps if necessary. Can manage simple, routine exchanges without undue effort; can ask and answer questions and exchange ideas and information on familiar topics in predictable everyday situations.

	
	Can communicate in simple and routine tasks requiring a simple and direct exchange of information on familiar and routine matters to do with work and free time. Can handle very short social exchanges but is rarely able to understand enough to keep conversation going of his/her own accord.

	A1
	Can interact in a simple way but communication is totally dependent on repetition at a slower rate of speech, rephrasing and repair. Can ask and answer simple questions, initiate and respond to simple statements in areas of immediate need or on very familiar topics.


Appendix 2: Common European Framework of Reference for Languages,  Self-assessment grid (p26)


	Unit 4: Developing reading skills


The aims of this unit are:

· to consider what the skill of reading entails (4.1)

· to consider what people read and why (4.2)

· to consider different ways of reading (4.3)

· to analyse reading activities (4.4)

· to identify pedagogical aspects of reading comprehension activity design(4.5)
· to consider aspects of testing reading – for example, in the new Matura (4.7)
	
	
	
SELF ASSESSMENT
	
	

	METHODOLOGY 

D. Reading: Descriptors 1 – 7 (p26)

ASSESSMENT

D. Language performance: 4 (p55)



	4.1 What is reading?


Reading a text requires a variety of sub-skills. At a very basic level, readers have to decode language systems – lexis and grammar and their semantics. In addition, readers will attempt to interpret the messages that the writer of the text is transmitting. These messages might include the pragmatic meaning of parts of a text – the writer’s purpose in producing a whole text or part of it – as well as such aspects as tone, attitude or underlying meanings not to found directly in the code itself. In this unit the term ‘reading comprehension’ will be used as a general term which includes both the decoding and interpreting of written language. 

Whilst the skill of reading is often referred to as a ‘receptive’ skill, even at the level of ‘decoding’ of language forms and meanings, the processing of a text by the human mind involves productive processes. This can be illustrated in two quite different ways. 

	
a) You will be shown two texts in the PowerPoint1 presentation. How well can you read them?

b) Read the following newspaper headline and try to write what might be the first sentence of the accompanying article.

Britons in house bar fight

1 You will find these texts at the end of the unit.


In both of the above tasks, readers are required to create meaning using their knowledge of English in addition to decoding grammar and lexis.

All language use takes place in a context. In unit 2 various contextual variables were referred to – participant roles, setting, topic, text type etc. – but it can also be thought of in a cognitive or psychological sense: the knowledge or perceptions that are active in the minds of speakers, listeners, writers or readers in the course of a particular event. Context, both social and psychological, and its variables are one way in which messages are made comprehensible: the context will provide a framework for the language code. With spoken interaction, such as a conversation or an interview, the context will be mostly the same for both addressor and addressee (an exception may be a telephone conversation). As far as reading is concerned, however, the context of the writer and the reader is likely to be quite different. One reason why it is sometimes difficult for learners to understand newspaper articles reproduced in school textbooks is that the temporal and spatial context in which the original article was embedded may now not be available to the reader. As such, important clues for comprehension are denied to the reader.   


It is important to see reading not merely in terms of a text which consists of a fixed set of meanings to be decoded by the reader but rather as an interactive process between writer, text and reader. This is illustrated in the simple communication model below:

Communication Model: Comprehension




   


In terms of cognitive learning theory, it can be said that readers actively engage with texts; this means that while reading, they are using their knowledge of language partly to create in their own minds what the texts is saying based on their experience of reading other texts and to predict what the text is likely to say in following words and sentences. The bi-directional arrows between the reader and text in the comprehension model indicate that comprehension requires both intake from the text and input from the reader. Comprehension is thus a construction of textual meaning and reader input. It is one of the aims of reading pedagogy to encourage learners to engage with texts when they read them, rather than simply to decode the words of the text. 

Knowledge systems and reading comprehension 

The knowledge that readers bring to bear on a text is of various kinds. We shall consider four:

a) Systemic (language) knowledge: 

This refers to language knowledge of grammar, lexis, speech acts, discourse structure etc.
b) Schematic knowledge: 

This kind of knowledge is described by Cook (1989: 69) as ‘… mental representations of typical situations … used in discourse processing to predict the contents of the particular situation which the discourse describes.’ For example, when we read the word ‘school’, we do not just understand the underlying concept as an isolated entity but in our mental lexicon – that is to say, at the back of our minds – is a pool of knowledge about what a school contains, what happens there, what schools look like etc. This ‘pool of knowledge’ helps us to make sense of what we are reading. To illustrate the role of schemata (singular ‘schema’) in comprehension Christine Nuttall gives the following example:

The bus careered along and ended up in the hedge. Several passengers were hurt. The driver was questioned by the police.

She then says: 

We make connections between the three sentences because we have a schema about buses; this includes the fact that buses carry passengers, and that a bus has a driver. Hence we take it that the passengers mentioned were in the bus and that the driver was the bus driver, not from another vehicle. Yet the sentences do not actually tell us these things: we are making assumptions based on experience. (2000: 6)

Newby (2003: 255) gives the following definition and makes the following point about schemata:

A set of ideas, associations, expectations which an individual speaker or listener may have in connection with an object, person, place, action, event etc. …. Whilst different people may have slightly different schemata for the same word or concept, the fact that schemata are, to a very large extent, relatively conventional structures means that communication can operate fairly efficiently since speakers and listeners share a common pool of knowledge which does not need to be explained or referred to.

These two types of knowledge usually aid comprehension. The following types might aid or hinder comprehension depending on whether it is available to the reader. 

c) World, topic knowledge 

Shared knowledge about what is referred to in a text will not only facilitate comprehension but also make communication more efficient since a writer will not need to provide so much information to the reader. However, if knowledge is only partly shared or completely lacking to the reader, it may be that although the language can be decoded, the message cannot be comprehended. A sentence such as ‘England are sixty-six for eight’ will carry little meaning for many non-native speakers of English but for the majority of native speakers resident in Britain, India or South Africa will not only convey the information that a game of cricket is being played but also that England are doing very badly. Closely linked to world knowledge is the context in which a text is written and read, which, as pointed out above, may be similar or different for writer and reader.

d) Personal orientation 

Human beings often use language to express their own attitudes, assumptions, beliefs, which may be of a political or ethical nature or of a more mundane nature such as personal interests and preferences. Once more, if the personal orientation of writer and reader are similar, this is likely to facilitate communication. If this is not the case, comprehension is likely to require more processing. 

A cognitive view of reading recognises that comprehension requires the application of all these different types of knowledge in order to understand a writer’s message. The pedagogical implications of this are that learners must be encouraged to apply all kinds of knowledge when reading a text and therefore reading pedagogy should provide activities which focus on each type. 

In chapter two, in discussions of the Communicative Approach, the concept of ‘authenticity’ was identified as central to its methodology. As far as reading is concerned, different aspects of authenticity need to be identified as a basis for pedagogical tasks and activities. These are:

· authenticity of text and text types – what do people read?

· authenticity of purpose – why people read various text types

· authenticity of process – how people read

	4.2 What do people read and why?


	‘I can select texts appropriate to the needs, interests and language level of the learners.’ (Methodology, Reading, p26)


Text Types
The Common European Framework of Reference (p.95) lists the following text-types:

books, fiction and non-fiction, 
including literary journals;

magazines;

newspapers;

instruction manuals (DIY, cookbooks, etc.);

textbooks;

comic strips;

brochures, prospectuses;

leaflets;

advertising material;

public signs and notices;

supermarket, shop, market stall signs;

packaging and labelling on goods;

tickets, etc.;

forms and questionnaires;

dictionaries (monolingual and bilingual), thesauri;

business and professional letters, faxes;

personal letters;

essays and exercises;

memoranda, reports and papers;

notes and messages, etc.;

databases (news, literature, general information, etc.).

Purposes
Hedge (2000: 206 – 207) refers to various purposes for reading, for example: 

to get information 

to respond to curiosity about a topic

to follow instructions

for pleasure and enjoyment

to keep in touch

to know what is happening in the world

etc.

	
Read the following EPOSTL descriptor:

1. ‘I can select texts appropriate to the needs, interests and language level of the learners.’ (Methodology, Reading, p26)

Choose some of the text types listed above which you think might be relevant to the future needs of your students (imagine an activity, job, pastime etc.). Then add the purposes for which these texts might be read. 




	4.3  How do people read?


Depending on the text type that is being read and on the purpose of reading a text, readers will read in a variety of different ways. Some of the most important categories are explained below. 

Bottom-up and top-down processing
When reading a text, human beings process information in two general ways, which may be though of in terms of the metaphor ‘the wood and the trees’. 

Bottom-up processing (looking at the individual trees) refers to focusing on small units of the systemic code – lexis, grammar etc. – and decoding their sense, to use a term from linguistics. This kind of processing is closely associated with detailed or intensive reading of a text. 

Top-down processing (looking at the wood as a whole) is more concerned with a holistic view of the information in a text – the writer’s general purpose or attitude, the text type, the topic, the style  etc. – and will perhaps make use of external clues such as pictures, graphics, schematic knowledge, previous experience of similar texts etc. In terms of reading top-down processing is likely to cause the reader to pick up the general gist of a text rather than its details. 


It should be noted that while reading, readers will make use of both types of processing. The distinction is not an ‘either-or’ distinction; rather these forms of processing work in parallel. The dominance of one type over another will depend on factors such as the specific purpose of the reading task, the text type, the reader’s familiarity with the topic or similar texts etc.


As we shall see in the next section, reading pedagogy can make use of both types of processing. For example, top-down tasks are often a good way for helping learners to approach a difficult text before they concern themselves with the meaning of specific ideas or propositions. 

Linked to these forms of processing are more specific ways of reading. These are: 

a) 
intensive reading – making a close reading of a text or of parts of a text in order to understand as fully as possible the information that underlies the words; in this case, readers will usually read relatively slowly and may backtrack if they feel they have not understood an idea. This is quite probably the kind of reading you will largely engage in as you read this chapter, particularly if you are preparing for an examination! Since intensive reading requires a relatively high degree of concentration and cognitive engagement, the time spent by readers on this kind of reading tends to be limited. 

b)
extensive reading concerns the processing usually, though not necessarily, of longer texts such as novels, biographies etc. This type of reading is often associated with ‘reading for relaxation’. This type of comprehension tends not to result in the mental storage of a large number of details. Usually, the memory retains a general impressionistic representation of events or descriptions plus certain specific details which the reader perceives as salient. 

c) 
skimming is a process, or sometimes a conscious strategy, in which readers let their eyes run through a text quite quickly in order to get a general impression of the content. This strategy may have various purposes: it may be a way of assessing whether a reader wishes to read a text more intensively; it may be that, perhaps due to time constraints, a reader simply wishes to get a fleeting impression of a text. This is a process commonly used by people who skim through their morning newspaper while having breakfast.

d)
scanning is quite different from the other types in that readers know in advance that the text contains certain specific details or items of information which they wish to locate. Examples are a list of examination grades posted on a university notice board. Here the reader looks for his/her name or number and grade and, initially at least, ignores all the other information. Scanning is a selective form of reading and, compared to the other types, relatively rare.

It should be stressed that whilst the above processes are presented here as discrete types, when human beings are reading they are likely to employ more than one kind or may constantly change from one type to another. 

	4.4 A reading activity 


ACTIVITY 1
Look at the words in the box. What do you think the text will be about?


ACTIVITY 2

Read through the text (appendix 1) silently and decide if your guess was correct. You only have one minute to read the text!

ACTIVITY 3

Divide the words in the box into two groups a) those which relate to school rules and b) those which relate to clothing.


ACTIVITY 4

Answer the following questions.

1. Which brand of trousers is more expensive: the school uniform or Miss Sexy?

2. How old is Alex?

ACTIVITY 5

Answer the following questions

1. How long has Alex been wearing Miss Sexy trousers?

2. Make a drawing of the two pairs of trousers showing the differences referred to in the text.

3. List what you consider to be the best three arguments a) of Mr New against the Miss Sexy trousers and b) of the parents for Miss Sexy trousers. Make notes in the chart below.

	Mr New

	1.
	

	2.
	

	3.
	

	Parents

	1.
	

	2.
	

	3.
	


4. Are the following statements true, false or is the information not in the text? Tick the correct box.

	
	T
	F
	NiT

	1. Girls have been banned from attending Nailsea school.
	
	X
	

	2. Only boys are allowed to wear trousers at Nailsea school.
	
	
	

	3. Many parents are angry with Mr. New.
	
	
	

	4. The jumpers of the school uniform are the same colour as the trousers.
	
	
	

	5. Mr and Mrs Dalby will not send Alex to school as a protest.
	
	
	


ACTIVITY 6

Match the words on the left with synonyms on the right.

	fury 

persistent 

offender

tolerate 

relocate 

switch 

jumper 

attire 

over the top 

row 

decent
	
	allow

anger

argument

change

clothing

continual

exaggerated

move

respectable
rule-breaker

sweater


ACTIVITY 7
Read Jessica Wislon’s blog. Can you correct her language mistakes?

ACTIVITY 8
Look at the ‘readers’ blog’ entries and write two yourself a) from someone for the school trouser rule and b) from someone against it.
	4.5 Reading comprehension – pedagogical decisions in activity design



As with any aspect of communicative methodology, reading does not simply consists of replicating what and how people read in real life. Various decisions have to be taken by the teacher, some of which are, together with the respective EPOSTL descriptor: 

1. Selecting texts for both intensive and extensive reading, both in class and outside of class (descriptors 1, 8)

2. Classroom management: who should read a text – teacher or student? Whether to read texts aloud, silently, in groups etc.? (descriptor 4)

3. What pre-reading activities to give to students to help them gain access to and prepare them for reading a text (descriptor 2)

4. How to help students to develop efficient reading strategies (descriptor 3, 5, 9)

5. What questions to ask or tasks to give either during or after the reading process 

6. How to help students cope with (difficult) language in a text (descriptor 6)

7. How to design post-reading (follow-up) activities that link reading to other skills (descriptor 7)

8. How to test reading skills (Assessment, D., descriptor 4, p55)

Selecting a text

	
	
	DOSSIER
	
	

	Read the following EPOSTL descriptor:

5. ‘I can select texts appropriate to the needs, interests and language level of the learners.’ (Methodology, Reading, p26)

Choose a text from a printed medium or from the internet which you could imagine using in class for a specific group of learners (you can decide on the specification). List the reasons why you have chosen this text in terms of the categories in the EPOSTL descriptors or any other criteria. Add this work to your dossier.




Classroom management
	4. I can apply appropriate ways of reading a text in class (e.g. aloud, silently, in groups etc.). 

(Methodology, Reading, p26)


It is a common classroom practice that teachers ask pupils to take turns in reading a text aloud. Reading is often interrupted by questions about the text or language in the text. There are many ways of reading a text. It is important to consider which way best supports reading and learning processes.

	
Consider the various stages of the ‘Miss Sexy’ reading activity. How would you get students to read the text at the different stages? Give your reasons. 




Pre-reading activities 
	3. I can provide a range of pre-reading activities to help learners to orientate themselves to a text. 

4. I can encourage learners to use their knowledge of a topic and their expectations about a text when reading. 
(Methodology, Reading, p26)


As stated earlier, all authentic reading takes place in some kind of context. This context may provide information relevant to the text that is being read; it may trigger schematic knowledge which aids comprehension; it may help readers to predict various aspects of the message of the text they are about to read. 


There are both communicative and pedagogical reasons for using pre-reading activities. As far as the latter is concerned, pre-reading activities may help students find their way into a text. A further role of pre-reading is to prepare the vocabulary that will occur in the text. It is often better to deal with difficult vocabulary before a text is read rather than while it is being read.

	
At the end of the unit (appendix 1) you will find a fairly difficult text entitled ‘The £9,000 teenager: Mobiles and iPods push spending to 12 times 1975 levels’. Decide what level of students this text may be suitable for then consider what pre-reading activities might you give before students read this text?



‘While-reading’ tasks and questions

	 5. I can set different activities in order to practise and develop different reading strategies according to the purpose of reading (skimming, scanning etc.) 

(Methodology, Reading, p26)


‘While-reading’ refers to tasks or questions relating to the text. They may be answered during the first reading or, more usually, after the first reading. To answer the questions they will probably need to take a closer look at the text. 

We have already discussed the general difference between ‘skimming’, ‘scanning’ and ‘intensive reading’. A skimming activity is often useful as a top-down, opening activity to help students become familiar with the topic of the text. Also, a scanning activity can help ‘top-down’ entry into a text. Intensive reading on the other hand is often best used on the second reading of a text, when students are familiar with the overall content.

	
Read the ‘Gertrude Bell’ text (appendix 3) and think of one meaningful task which requires a) skimming b) scanning c) intensive reading 


Sometimes students may be given texts simply to read for enjoyment, interest, to gather information etc. without any ‘pedagogical intervention’ on the part of the teacher. On other occasions, however, questions will be asked or tasks set by the teacher for various reasons. These tasks and questions may have various pedagogical purposes: 

· Helping students to understand and interpret a text

· Developing reading strategies

· Testing students’ understanding of a text

· Analysing the structure of a text (coherence, cohesion etc.)

· Using a text as a springboard for a speaking or writing  activity

Examples of ‘while-reading’ questions and task types are the following:

Text manipulation

1. Matching – headlines, paragraphs, sentence halves

2. Ordering – sentences, paragraphs

Comprehension


3. Answer questions (often ‘wh’ questions)

4. Multiple choice

5. True/false/not in the text

6. Locate information in a text (scanning)

Text-related tasks

7. Draw a picture

8. Fill in a chart, map etc.

9. Make notes

10. Paraphrase part of a text

11. Summarise part of a text

12. Jigsaw reading

Interpretation

13. Separating fact from opinion

14. Interpreting the author’s meaning

15. Giving one’s own opinion/response

Global tasks

16. Internet: finding a job, ‘lonely hearts’ etc. (see appendix 4)

What type of question the teacher asks depends on the learning purpose of the reading activity. It is important that the teacher considers exactly why tasks are given. There is always a danger of ‘killing’ a student’s interest in a text by asking inappropriate questions or that the student ‘can’t see the wood for the trees’ of a text because too many questions are asked.  
Careful thought needs to be given to the questions that are set as students can be ‘alienated’ by meaningless tasks: for example, a ‘why’ question about a fact in the text, the answer to which is too obvious or a ‘summary’ task of a text that is already concise and where summarising makes no sense. 

	
Read the text ‘No shopping experiment’ ’ (Appendix 5) and think of some meaningful questions and tasks you might set when using this text. 




Dealing with language difficulties

	6. ‘I can help learners to develop different strategies to cope with difficult or unknown vocabulary in a text.’ 

(Methodology, Reading, p26) 




According to Hedge (2000: 193) ‘Students are capable of guessing 60-80 per cent of unknown words in a text if the density of new words is not too high.’ 

There are various options for dealing with unknown words, some of which are:

· teachers/students explain important and possibly unknown words before reading

· students are given an exercise which focuses on unknown words before they see the text

· students ignore unknown words

· students guess unknown words from the context

· students look up words in a dictionary while reading

· a glossary/translation is provided next to or below the text

Can you think of any other ways? 

	Look again at the text  ‘The £9,000 teenager: Mobiles and iPods push spending to 12 times 1975 levels’. Then identify vocabulary that you feel needs a special focus and decide how you might deal with these words.


Post-reading tasks

	I can set a variety of post-reading tasks to provide a bridge between reading and other skills.

(Methodology, Reading, p26) 


Post-reading make use of the text as an impulse to a different activity, usually involving a productive skill of speaking or writing. Examples of post-reading tasks are:

· Discussion, spoken or written

· Role play

· Personal response (letter to text author etc.)

· Written report

	
Look again at the text ‘The £9,000 teenager: Mobiles and iPods push spending to 12 times 1975 levels’. Find 2 meaningful post-reading tasks which practise a) writing skills and b) speaking skills. 


	4.6 Guidelines for preparing reading comprehension activities 


Aims

a) Consider why students might want/need to read the text you have chosen; this will help you in the design of activities 

b) Try to avoid the ‘text – theme – discussion’ trap; i.e. you only think in terms of using a text as a way of discussing a topic in a rather ‘pedagogical’ way

c) Specify your own aims in selecting activities as exactly as possible

d) Your activities should link up with the students’ experiences and knowledge of the topic

Organisation

a) For all activities decide on the most efficient organisational form – working alone, in pairs, in groups, in class etc.

b) How are texts to be read: quietly, aloud in groups, aloud – whole class?

c) All activities should have a specific task: don’t just say ‘read the text’

d) Give very specific instructions – avoid vague tasks like ‘read the text and summarise it’

Vocabulary

a) Decide in advance how you are going to deal with vocabulary

b) Categorise vocabulary as follows: i) active vocabulary ii) passive vocabulary iii) not necessary for students to understand. On this basis you can select activities. 

c) Don’t let vocabulary work interrupt the reading process

d) Avoid time-consuming tasks like ‘look up all the words you don’t know’

Pre-reading

a) Make the task fairly specific

b) The aims of pre-reading are to arouse interest and activate/provide relevant knowledge. Try to find tasks that link the text to the students’ own world.

Skimming

a) Give a specific task (don’t just say ‘summarise the text’); e.g. ‘summarise the text in two sentences’; ‘where does the text come from?; who are the writer and addressees?’ etc.

b) Give a time limit (speed reading etc.)

Scanning

a) Scanning simply means locating words or phrases that the reader knows are in the text (e.g. a name, a place, a time, a quantity etc.)

b) Looking for words you don’t know is not ‘scanning’

Intensive reading

a) Only ask one question at a time

b) Make questions specific

c) Avoid questions that merely require students to copy word from the text

d) Avoid questions that are too easy

e) Try to give questions that require students to paraphrase, interpret etc. 

f)  ‘True-false-not in the text’ is often a good task as this often involves interpretation

g) Distinguish between ‘testing comprehension’ questions and ‘springboard to own opinions, interpretation’ questions (‘why do you think the author ...? etc.).

Post-reading

a) Give speaking and writing tasks a ‘communicative context’ – text type, purpose etc.

b) Make tasks focused and avoid general and vague instructions like ‘discuss what you have read’.

	4.7 Testing reading skills


“Assessment may consist of tests and examinations, which take a snapshot of the learner’s competence or performance. They may focus on a student’s knowledge of language or culture or on performance, the ability to use language in realistic contexts. When designing tests, teachers will need to consider how valid a particular test is in terms of the aims and objectives of learning a language and will need to pay attention to the reliability of grading procedures. It is also worth taking into account how practical a test is to design and administer and how to avoid a washback effect, which may adversely influence teaching.” (EPOSTL, p. 51).

Two concepts are important when designing tests: validity and reliability. These are defined by the CEFR (p177) as follows: 

Validity: A test or assessment procedure can be said to have validity to the degree that it can be demonstrated that what is actually assessed (the construct) is what, in the context concerned, should be assessed, and that the information gained is an accurate representation of the proficiency of the candidates(s) concerned. 

Reliability, on the other hand, is a technical term. It is basically the extent to which the same rank order of candidates is replicated in two separate (real or simulated) administrations of the same assessment.
A standardized test like the new Matura has to pay particular attention to reliability. This influences and limits the choice of task types. Open-ended tasks are not suitable since scoring of such items tends to lack ‘marker-marker’ reliability. You will find an example of a recent Matura exam in appendix . 

	4.8 Unit tasks


	
	
	
SELF ASSESSMENT
	
	

	This unit has been concerned with the following descriptors: 

Methodology: Reading (p. 26); descriptors 1 - 7

Assessment: Language Performance (p.55); descriptor 4. 

Go through these descriptors and make a self-assessment. 



	
	
	DOSSIER
	
	

	Choose a text and prepare a lesson showing how you would make use of this text. Try to include the various aspects that have been discussed in this unit.



	
Reading assignment

Read chapter 17: ‘READING’

from The Practice of English Language Teaching 




Text shown in PowerPoint (see Task 1)

Cna yuo raed tihs? Olny 55 plepoe out of 100 can. 

 i cdnuolt blveiee taht I cluod aulaclty uesdnatnrd waht I was rdanieg.

The phaonmneal pweor of the hmuan mnid, aoccdrnig to a rscheearch at Cmabrigde Uinervtisy, it dseno't mtaetr in waht oerdr the ltteres in a wrod are, the olny iproamtnt tihng is taht the frsit and lsat ltteer be in the rghit pclae. The rset can be a taotl mses and you can sitll raed it whotuit a pboerlm. Tihs is bcuseae the huamn mnid deos not raed ervey lteter by istlef, but the wrod as a wlohe. Azanmig huh? yaeh and I awlyas tghuhot slpeling was ipmorantt! if you can raed tihs forwrad it.

How many F’s?

FINISHED FILES ARE THE RE-
SULT OF YEARS OF SCIENTIF-
IC STUDY COMBINED WITH THE EXPERIENCE OF YEARS.
Unit 4: important terms

bottom-up processing

construction 

systemic (language) knowledge

decode language systems

engage with texts 

extensive reading 

intensive reading 

interactive reading process

interpret messages

personal orientation 

post-reading activities

pre-reading activities 

purpose of reading

reading process

scanning 

schematic knowledge

systemic knowledge 

skimming 

text types

top-down processing

while-reading tasks and questions

world, topic knowledge
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Appendix 1

Far too racy for school: Headmaster bans girl pupils from wearing too-tight 'Miss Sexy' school trousers
 
They are both black, long and indisputably trousers. But there the similarity between the two pairs ends, according to headmaster David New. He has ruled that the tight-fitting Miss Sexy branded trousers are unsuitable for the classroom. He has banned female pupils at Nailsea School near Bristol from wearing them - to the fury of many parents. They have been told that the trousers are unacceptable because they leave a visible underwear line and carry 'unnecessary' zips and buckles and a brand label. Mr New has sent several pupils home for wearing them and is teaching persistent 'offenders' in isolation. 

Although Miss Sexy attire has apparently been tolerated in the past, Nailsea relocated to new £32million premises in the summer and the move was accompanied by a uniform switch. The 1,350 pupils at the mixed state school were told that they must change their old navy blue jumpers for black ones and also ensure they wear black trousers. Mr New was expecting parents to shell out £16.99 on the officially-approved trousers. But many have refused, having already paid for a £10 Miss Sexy pair. 

Jane Dalby, 49, and her husband John, 54, have been told by letter that their 14-year-old daughter Alex will be sent home if she does not change her attire. Mrs Dalby said: 'These trousers have been fine for the last three years and my daughter looks very smart wearing them. 

'I'm not trying to be awkward but I really don't see what's wrong with them. Around 80 per cent of the girls are wearing these trousers so it has become a very big issue among parents.'  She added: 'The ones from the school shop don't fit properly. The new rules really are over the top.' 

Another parent, Jacqui Burton, said: 'I think my daughter looks very smart in her trousers so why should we have to buy more trousers she doesn't need?' 

Mr New said the row only concerns a 'small minority' of pupils. He added: 'We don't want trousers that are unduly tight because they show off the students' underwear when their jumpers aren't on. 
'We don't want the fashion statement that these are making with the zips and buckles showing. And we don't think a logo that says Miss Sexy sends across the right message about our school or students.' 

Readers’ Blog

Why is it that parents are so quick to support their kids and not uphold the school rules? It's not surprising there is anarchy in the classroom these days. Decent parents wouldn't let their kids wear these - they are fashion items not school uniform. The proper ones look much smarter are much more suitable for school.

- Clare, Norfolk, 06/10/2009 18:48

They are trousers for god sake, is that all you lot care about, they look smart so whats the problem, I bet you can't even see the miss sexy label unless you look really close. The mother is right it’s about time we think about education are schools are getting worst not better. 

- Jessica Wilson, High Wycombe, 06/10/2009 18:32
Appendix: Text 2
The £9,000 teenager: Mobiles and iPods push spending to 12 times 1975 levels

By Paul Sims
Last updated at 9:20 PM on 02nd March 2009 

Gone are the days of handing your teenager a few pounds in weekly pocket money and knowing their needs were satisfied.  The average adolescent lifestyle now requires a staggering £9,000 a year to service. Young people spend more than £1,000 a year on mobile phones, MP3 players and music downloads alone. Add £240 for haircuts and £300 for trainers and the average 17-year-old now spends 12 times more than his or her 1975 counterpart, according to a household spending survey by the Office for National Statistics.

But it is not just inflation that has made the difference. Aspirations and expectations are higher than they have ever been, analysis of the figures by the accountancy trade body AAT found.  Its report highlights a marked change in teenage activities and spending habits over a
generation. While a games console or stereo is significantly cheaper now than it was 30 years ago, these items are now regarded as ‘essentials’, rather than luxuries.

The cost of buying an Atari 2600 games console in 1975 was the equivalent of £1,200 in today’s money. The cost of other activities has also risen disproportionately. A trip to the cinema costs £7 today, compared with the equivalent of £4.80 in 1975, while the price of a pint is up from £2.40 to £3 when inflation is taken into account.

But increased spending is not just isolated to teenagers. Recent research by financial education charity pfeg (Personal Finance Education Group) suggests that even younger children are trying to raise funds to buy ringtones and games for their phones. Children as young as seven are offering to do chores in exchange for cash. By the age of ten some are shopping online using their parents’ credit cards. Youngsters now acquire a mobile, on average, at the age of eight. A quarter have also admitted to making premium-rate phone calls to vote in TV competitions. Average weekly pocket money now stands at £6.32, compared with £3.77 a generation ago.

A spokesman for AAT said today’s teenagers faced ‘a perfect financial storm’ as their increasingly expensive lifestyles coincided with recession, diminished parental spending power and fewer employment options. With the credit crunch putting the squeeze on household income and part-time jobs more difficult to come by, young people may have to alter their spending habits.

Comparing the lifestyles of a teenager in 1975 and 2009, AAT spokesman Andrew Williamson said that a lot had changed. ‘The shopping basket is not the same,’ he said. ‘The aspiration is not the same and the expectations are not the same.’ Wendy van den Hende, chief executive of pfeg, said: ‘Children today face a kind of “technological tipping point” forcing them to develop financial awareness at an earlier age. ‘It is vital they are equipped with the skills and judgment to make sound decisions about money management.’
Appendix: Text 3
Fears for whale trapped in the Thames

A whale is swimming in the River Thames in the centre of London, with fears growing for the mammal's safety. Identified as a northern bottle-nosed whale, it was seen swimming past Parliament by boaters and sightseers. There are, however, reports that it is bleeding and concern that it may beach itself in shallow water. 

Members of the public are wading into the water in a bid to guide the whale to safety. Edwin Tynewell, who works for a whale charity, was among those who jumped into the Thames to help shoo the mammal into deeper water.

 "It was just standard procedure," he claims. "The whale is grazed and exhausted. It's scared and disorientated." 

There are also reports of a second whale sighted in the Southend-on-Sea area. It is believed to be the same species as the animal further up the Thames. 

Laila Sadler, scientific officer at the RSPCA, said the outlook for the Thames whale was poor unless a co-ordinated approach was taken. 

"I am very concerned for the safety of this animal at the moment, particularly if boat traffic increases in the river," she said. "The noise of the engines could create effectively a wall of sound that will confuse the whale so it doesn't know where to go. "The more boats around, particularly if they are not co-ordinated, the more hazardous for the whale." 

The charity has an adviser at the scene monitoring the animal, which has been protected for the past 25 years, and giving advice on issues such as water disturbance. 

Ms Sadler said the whale was in a "completely alien habitat" and used sound to investigate. She added the animal - which appeared "not in a highly weakened state" - may in fact be sick and searching for a place to die. 

The whale reached as far up river as Chelsea before lifeboats turned it round just short of the Albert Bridge. It then began a stately progress back down the Thames as hundreds of spectators lined both banks to witness the extraordinary scene. The animal surfaced every few minutes spouting water from its blowhole and was met by cheers, applause and a battery of camera shutters. 

A four-strong flotilla of boats, including a harbourmaster's vessel trailed in the whale's wake. Alan Knight of the British Divers Marine Life Rescue group said the whale had tried to strand itself on the shore twice at Battersea on its way up river and was now bleeding, although not severely. 

He said: "It may have just cut itself on some rocks as it tried to strand but it's not serious." 

Mr Knight said there was currently a flood tide and the whale may become stranded when the tide changed at about 6pm or 7pm tonight. 

Richard Sabin, whales and dolphins expert at the Natural History Museum, confirmed the animal was a whale. It is the first sighting of the species on the Thames since records began in 1913, he added. 

Appendix: Text 4

Gertrude Bell — a woman in Arabia

Gertrude Bell was a very amazing woman. She was a historian and archaeologist and had become one of the best female mountaineers of her day. She spoke Arabic very well and was a great traveller. She was particularly fascinated by the lonely magic of the desert.

In 1913 Arabia was one of the last great regions of the world which had not been fully mapped. Its people were fiercely independent and suspicious of the Christian Europeans. But in December of that year Miss Bell set out on her journey through Arabia ignoring all warnings of danger.

As she was making her way from Damascus to Amman, suddenly a group of wild Bedouins came by on galloping horses. They fired rifles into the air and surrounded the party with loud cries. But by a lucky chance the Bedouins’ leaders knew the guides and so the danger was over. But Gertrude Bell was not afraid and did not give up.

After the Bedouins’ attack, Gertrude Bell travelled on and came to Amman, where she visited some ancient ruins. Then she had to cross the Great Nafud. Here many of the Arabs had never seen a European before. But they treated the explorers well though they often wanted gifts.

At last the party reached the city of Ha’il. As far as Bell knew, no European had visited it for twenty years. The welcome was not very friendly. The ruler, Ibn Rashid, was away and she was kept almost like a prisoner. For days she was not allowed to leave the palace and she did not know whether they were planning to kill her. In her diary she wrote: “It is all like a story in the Arabian Nights, and 1 don’t find it very enjoyable.“ Finally she just decided to leave. Surprisingly enough, the palace soldiers did not stop her and so she eventually got safely back to Baghdad and then back to Damascus.

Appendix: Text 5
No shopping experiment

Lila Das Gupta and her family have begun a one-year 'no shopping' experiment. But they are not all sold on living without new things unless they're necessary. And already the strain is showing...
'Mummy, sometimes I feel like I'm leading a life that's different to everyone else's," says my eight-year-old, trying on some pathos for size and settling down with her new favourite reading: the Argos catalogue.

I gently remind Sophie that a large proportion of children in the world don't have enough to eat or decent housing and often live in unstable countries that have wars. After a moment's thought, she gives a giggle and says: "Ohhh, yes." And then she goes back to the catalogue with the remark: "You know, I hardly got anything that was on my Christmas list..."

We are one month into a year-long shopping moratorium and still at the negotiation stage with Sophie and Julius, five, on what constitutes a "necessity". Luckily, Alex, 12, is more laid-back and beyond the stage of wanting everything in the catalogue, now that the toy shop is out of bounds.

The idea not to shop for a year was born in the haze of post-Christmas deflation. Like many people, not only did we spend more than we needed or ought to, but I wondered if anyone was really the happier for it.

So when I read an article in this newspaper about a group of friends in San Francisco who decided to see if they could live without buying anything new for a year, I realised there might be an alternative to the boom-and-bust of our buying culture.

Fed up with consumerism and lack of respect for the environment, these San Franciscans surmised that most people don't need to go shopping at all, and probably have enough things in their houses to keep them going for a whole year.

So what does "no-shopping" mean? What exactly have we let ourselves in for? The first rule is that we are not allowed to buy anything new from a shop. Everything we need must be purchased second-hand or bartered. Fortunately, this does not mean that we have to live like Ray Mears, the TV survival expert, and get used to eating ants, because buying food and wine is permitted. Just as well. It would hurt me enough to live without an annual trip to Jo Malone or Selfridges, but being teetotal for a year would be a punishment too far.

Permitted items also include medicines and underwear, although I am presuming that, in keeping with the spirit of anti-consumerism, they mean something basic from Marks & Spencer rather than anything from Agent Provocateur. I have also decided to add the children's shoes and some very basic items such as school uniform (which is not always available second-hand) to the list of permitted items.

There is, of course, plenty of scope for cheating, especially since we are also allowed to buy items "absolutely essential for work". But there doesn't seem to be much point in cheating, as the only person you would cheat is yourself. As the adage about pornography goes: you can't define it, but you know it when you see it. In this case, if buying it gives you a thrill, then you're probably out of order.

(From the Daily Telegraph online, 6th March 2007) 
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Task 1 __/9P.

Read the texts below, then choose the correct text(s) (A-E) to answer the
questions (1-9). You can use a letter more than once. Write your answers in the
spaces provided. The first one (0) has been done for you.

TIME Magazine

The Most Powerful Women in Fashion

A Anna Wintour
She wields considerable influence over American fashion. Runway

shows don't start until she arrives. Designers succeed because she
anoints them. Trends are created or crippled on her command. But
Anna Wintour, editor in chief of Vogue, says she is determined to
use her power for good, not evil. Despite her reputation for being
icy and inscrutable, despite the severe perfection of her hairstyle
and wardrobe, Wintour has taken it upon herself to act as
something of a hen mother to fledgling designers and worthy causes.

B Miuccia Prada |
Prada has few celebrity friends. She lives in the Milan apartment =
she grew up in. And, of course, season after season, she sends
intelligent, beautiful and, inasmuch as anything in fashion can
be, sui generis collections down the runways. "If you want to
know what a season is about, you don't miss the Prada show," ,
says Julie Gilhart, fashion director for Barneys. "She never MEEreesummeeesn
follows anyone else's lead, just her own original energy. Her collectlons are
completely an expression of herself."

C Donna Karan
In the late 1990s, more than a few critics suggested that Donna Karan
had lost her way. A dozen years after she launched her own label to
great acclaim, winning the hearts of working women with her 3
streamlined, sexy suits, there was a sense that the native of New
York's Long Island had become sidetracked by her interest in yoga
and spiritual pursuits, turning out fluttery clothes more appropriate for
meditating in Bali than mediating in the boardroom. ;
For her part, Karan insists she was never out of step, merely ahead of her
time. "l don't think the consumer was ready for what | was talking about," she says,
sitting next to the Zen rock garden installed on the first floor of the Madison Avenue
flagship store. "People thought | was weird for using candles and incense, but now |
can sell more candles than | can sell clothes.”

D The Olsen Sisters

They may have worn Fendi and Versace to their sophomore prom, but in the twen
and teen fashion lines they sell through about 2,900 Wal-Mart stores nationwide (and
5,300 stores globally), the hard-driving Olsen twins take it down a couple of notches.
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� Daily Mail Online, 06th October 2009
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