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Throughout the flftles und sixties ﬁhe methudoiOgj oi econd-langﬁage

teaching underwent a radlual change in reSponse to new commun10¢t10n needs, and **

under the influence of strqgtural llngulstlcﬁ and behavioural psychology. )
Uniortunately, the effort did not produce all of the results expected, and this
probably for two reasons ¢ on the one hand, it wae basred on a linguistic and -

psycholdgical foundation which was much too elementary and limited znd was

gsoon put in question inlits oym right j on the othér, it did not take sufficient

note of the characteri:tics of the learnars, At the same “time, disciplinés such

as psycholinguigtice and sociolinguistics made their appearance und develored

alongsidé‘linguistics and psychology, contributing in the procéss'fresh ‘ L

‘information concerning the acquisition and use of language: as insiruments of

commuq*cation. Since then, it has become péésible to sreak of a renewal and a

diversificé!ion of Seébnd language pedagogy in the 1lght of these disciplines,

which take tetter account of the oharnﬁterx stics of the groups and individuals
invelved, in ;artxcular of their langu&ge needs, their attitudes, their
motivations and their learning strategies. The lagt part <f the report

outlines the methodological implications,of this new aprroach and. illustrates

“ them with the help of some recent findinge.
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1. An assessment of thiffirst linguistic approaches to second-lahggggg‘
"teaching. / : '

i - -

ies were marked by o thoroughgoing renewal of the.

ge teaching which can be attributed essentially to

the conjunction of two factors : -

(a) the large-scale ganifestation of new communication needs, principally of
an oral nature, fleading to a newiand more precise definition of the
objectives behiyd second language teaching ; - g

(b) the influence ¢f recent developments in structural linguistice ahd
chology. ' ‘

For a long tipe it was customarj—§51$each second languages-whether
German, French or Enzlish with the idea that, lile Latin or Greek, there were
useful above zll fgr developing the intellectual faculties of students and
giving them directjaccess to the classical texts of foreign literatures. The
result was a teachfing based on reading, and on translation into the written, or
literary langucgef - :

- i " - \

' Little by Jittle~the rapid twentieth-century developmqﬁt of the means of
commmnication, ap.well as the multiplication of international contacts and
exchanges, focugbed attention on the significance.of being able to communicate.
orally with oneY¥s fellow-man. The revelation of these new demands for oral
commmnication 18id bare the inadequicies of traditional methods of teaghing
second languaggp and encouraged pedagogues to turn towards‘linguists and
an offort to hring.about a methodological renewal with their
help. In pracfice, once one recognizes that the ability to communicate orally
constitutes arf important, if not a priprity goal of second language teaching,
one discovers fthat : ‘ . ,

(#6) the traflitional primerc and cources offeyed ingtruction in a written -
1 e quite different from the spoken \le¢ in use and of little '
value gs an instrumen? of oral communication ; i

(2°) traditional methods, #hich made use of esgentially analytical and deductive
techniques (by this is meant that the sys‘ematic learning of forms and
rules preceded their use-in utterances) wﬁre unfitted to facilitate ihe
acquisition of automatic reactions such‘aﬁ are demanded by everyday oral
commnication. ‘ _

-~ . ) N

" To overcome these deficiencies, atteupts were made to develop the so-
called direct methods-which accorded great importance to orel communication,

but these attempte were tar from cystematic and)lacked a scientific basis. OSince

the beginning of the century, however, the psychology of learning and structural

linguistics had made notable end significan! progress (Cf. the works of Bloomfield
and Skinner). Therefore, pedagogues had addresced ithemselves to psychologists

and linguiste (delighted in their own right' to- find such a vast testing-ground

for their theories) in order to strengthen the basis of their initiative to

renew the teaching of second languages (for a description of ghis movement in

the U.S. see W. Moulton's Linguistics and Language Teaching ir\the United States,

1940-1960). i :

The first contribution of structural linguistics wac to furnish descriptions
of the object constituting the priority target of the new pedagogy, namely the
spoken language in use, end to draw attenti®n to the differences, especizlly
significant in the case of certain languages such as French and ‘English, between
the spoken and written codes, In addition, the American structuralists gave the
spoken language priority over the written form just as Saussure had done. This
prindéiple was talten up once more by the proponents of the new methodology who

-
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. teaching. .
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The forties and flftles wére marked by o thoroughg01ng renewal of the
" methodology of second language teaching which can be attributed essentially to
the cdnaunctlon of two factors :

(a) “the large-scale menifestation of new communlcatlon needs, principally of
an oral nature, leading t0 a new and Lore precise definition of the
objectives behind second language teaching j »

(b) the 1nf1uence of recent developments in structural llngulshics and,
behaviourzl psychology.

For a long time it was customary to teach second languages whether
German, French or Eyzlish with the idea that, like Latin or Greek,-there were
useful above 21l for developing the tellectual faculties.of students and
giving them direct access to the clﬂiﬁﬁca& texts of foreign literatures. The -
. result was a tecching based on reading, and on translation into the written, or-

literary languoge. - o . .

I ! . .

-

Little by little the ra.pldvt'dentieth-century development Qf the means of S

communication, as well as the multiplloaxlon of international contacts and
exchanges, focussed atterition on the significance of being able to communicate
orally with one's fellow-man. The revelation of these new-demands for oral
commuication laid bare the inadequacies of traditignal methods of teaching

second languages and encouraged pedagogues to ﬁyrnvtouards linguists and .

peychologiste in an effort to bring about a methodological renewal with their
help. In practice, once one recognizes that the ability to communicate orally
constitutes an important, if not a priority goal of second language teaching,
one. discovers that @

. . ~ *
(1°) the traditional primere and cdources offered instruciion in.ﬂ/irltten ‘
\ _ “language quite different from the spoken language in use and of little
value as an instrument of oral communication ;

(290) tradltional methods, which made use of eéscntlﬁlly analytical and deductive
techniques (by thie is meant that the systematic learning of forms and .
. rules preceded their use in utturances) were unfitted to facilitate the '
acquisition of automatlc reactions such as are demanded by everyday oral
communication.

To overcome these dét}cienciue, atteupte were made to develop the so-
called direct methode which’accorded great importaince to orel commwmication,
,but -these attempte wore far from syetematic and lacked a scientific boamis.  Since
the beginning of the century, however, the poychology of learning and structural
linguistics had-mado notable and significant progress (Cf. the works of Bloomfield
and Skinner). Therefore, pedagogues had addressed themselves to puychologiste
and linguiste (delighted in their own right to find su¢h a vast testing-ground e
for their theories) in order to strengthen the basis of their initiative to
renew the teaching of second languages (for a description of this movement in
the U.S. see W, Moulton's Linguidtics and Language Teach;gg,in the United States,

1940-1960).

Lo The first contribution of structural llnguictlcs W to furnish descriptlgns
! of the object constituting the priority target of the new pedagogy, namely the
/ spoken language in use, cnd to draw attention to the diffoerences; especinlly-.
;o significant in the case of certain languages cuch as French and Englieh, between -
1 the spoken and writtea codes. In addition, the American structuraliste gave the |
o spoken language priority over the written form just as Saussure had done. This
'/ . principle was talren up once more by the proponents of the new methodology who
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_very beginning of the century. To conceive of languege'as a system is to

or dhe Fronch word rividre and ‘the English word river

- Such as the proposition and the sentence, and this from the “very beginning of 4
" the learning process., Hence, the generalized use of dialogues znd the

Biiddad b b adobh dat bio ke i At bl et i s b et st c Al A Al A A AR e L A A AT A S A .

initiate the learning of a second language with a completely oral phase and in
general respect the following learning sequence : listen, speak, read, write,
As to the description of the oral language, linguists introduced new deta
which proved extremely useful in the teaching of phonology and morphology ; . -
their contribution was less in the field of syntax where they ventured ittle S
up to the sixties and almost negligezble in the case of semantics.and lexicon -

which they omitted from their field of study. Again, the attention given to

usage underlined the notion of lexical frequency, which had been developed with'

the aid of statistical or quentitative linguistics to produce fregquency lists

such as Le Frangais fondamental, which played an important part in determining

the content of many language courses (see Yoix et 1ueges de Prancql. . .

The socond contrlbution of. structural lrngulstics lles, no. doubt, in 1ta '
concertion of iunguago as a sgyotem -~ a notion deyéloped by - Saussure at the ’

recognize that the elements compoéing it only have value in virtue of the . - - .
reletlons which oppose and uhite them : paradigmatic relationships or velation—
ships' of selection between elements which can occupy the same place in the<
utterance, such as the honemcc s and z cousgin (cushion) and cousin
(cousin), poisson (flohg and poipon (poison i syntagmatie or comblna¥orx .
relationships between morphemes which succeed oné another in an atterance’ (ﬁor
example, the relatione or order, agreement and rection (or gdvernment) between
the words in the sentence : nous nous intcdressons & la pidagogie (we are
int ted in pedagogy). One is, also forced te acknowledge that two clements
frofs two different languages, for example, the Spanish /s/ and the French /o/

‘can never have exactly . -
the saun value since they occupy different positions in differing systems. Such
8 conception of language ie formally at odds with cwrent practices in '
traditional tcaching pethode : the rote learning of lists of words and the .
senseloss repetition of parddigme out of context, word for word translation
and phonetic correction executed without reference to a phonological syctem.
The new methodologies place emphasis on the need to precent units in, and have
them function in terme of, a linguistic context, that is to .8ay, in structures )

introduction of pattern drills is based on tho give and tale of paradigmatic and
syntagmatic relatlons in the sentence.

Where bohavioural psychology was concerned, and in particular.the "y
conditioning theory of Skinner, the advocates 6f the new methodology noted the
conception of language ag a network of habite, an associative game betwecn
stimuli and responses dependent on roinforcement in a social ‘situation. The
teaching of a langu~ge is here considered et a mechanical process of forming
habits with tho help of stimuli and visual and cound responses {as, for ecxample,
with the centences of a dialoguo.and the images correspoading to them inan
audio-v1sunl method).

Successiul leurning depends on the observance of certain conditions : ., |

(1°)  the student needs to be constantly active and made to give repliec

coptinuously-; hence, the introduction and rapid develoyment of-language ;= ./«
laboratoried which enable each student to express himself ten times more” :
than in a tormal clesco ; . S

(3°l~ thé ptudent must give a high percentage of coyrect replies ; consequcntly:\
the exercises must progress in a rigorpous menncr by sm:ll steps so 28 to

~y .
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— provole as.few mistakes as possible on the part of students (in contrast
. to traditional exercises‘which increase thg difficulties and constitute
‘real traps-fioﬁ'ﬁ‘tudents) ; .
(3°) the correct reply must be réwardq& immediately ; this reinforcement can .

. (4°) té)cnsure the lasting acquisition of the structures st

- blocking factors intrinsic to the learning of a second languaggh avoidance~qf
. all explanation or reflection which agein would simply hinder

the degrcee o
" and the com§§€‘

take the form ofSan interventidn by the teacher or previous recording of
the corrqct reply-on tape ; .

learning) at which juncturc they become habitual, automatic ; here, again, .

h udied e student
- will repeat’them by drilling exercises to the point of syfura ion (over-
of the teacher.”

the language-laboratory proves itself to be a precious

A certain numbgr of pegagogicaliprincipleq are generally sssociated wi
theoe conditions : avoidance of all 2§;ourse to, or reference to the ‘mother
tongue and translation exerciecs whi cin only multiply and aggravate the

AR
v the acquisitio
of autamatic linguistic reactions.

g

: #

spoblem with this concept of learning, if one lcaves/ari
medienical nature of the exercises, is deciding on

Pric problem is o function in partictlar of thef freque
, a8 we have already seen in the casc of lexicbn, and,
ty or complexity. Depending on the courses, the i3
e determined-by the second language system alond ,
the bacis of a cOmirhAstive-analysic of the systems of the studemnt's mothénr”“
tongue and of the second {angusege (in accordance With criteria which,hﬂ@éfﬁ%ver
been defined with precision). In gny ovent, progression js deterﬂf@g&]muéh more
in function of the characteristics’of language dystems than in fumiction of the N
chdracteristics of the learners concerned, Differences in}worﬁ#rhythm with s b
reopect to the subject constitute the cole mcane of comin) to terms with i -~
differences-in aptitude between. students,

““Phe centra
for the moment the
rate of progreesig

ncy_,}» g
of the elements ;

The “application of these linguistic and pgs ogical principTes is
jllustrated by the numerous audio-visucl ond sufioslingual courses and by the
pattern drills programmcs cluborated from thes fortics to the sixties. T

‘ At first glance, it would sgem that all of G néceseary conditions for
néhievomont of the new objective - teaching an instrument of oral communication -
were brought together in these coursos. or the first time, the structures of
the spoken language in use were presented in a syotematic manner together with
a methodologx inspirqg by recent reaeazgg_%zto {garning. .

-
.

Great hopes were placé&\in thic nowaingﬁistic end poydhqlogical approach
to the teachiyg of S\E;cond language. Howewver, after o moment of blind
enthusiasm, it became Xiecessary to tuke a vocond look. Ao the gixties wore on,
it grgdually became evident that the kesults were disappointing or ot leact \
did not correspond to the breadth of the reform ingtituted.
- )

Although the results obtained with beginners, especially througﬁ.auQQO-
visual and intensive audio-oral coursce, aﬁ‘med impreceive to begin with
(sctudents proved capable of understanding and of producing more raridly and more
correctly many structures of the opoken language and obtained better teot
results) it voon became clear that the new approach wlso preceated several major
defectsy e shell contept ourselves with three examples ¢

. -3
(a) the new cources do not cecm to develop the ability to speak‘freely and to -
> communicaﬁﬁ}iﬁ the varied circumstapces of everyday lifu., -Gumpers avows. 3
A ; '. )

’
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/ "It is fair to sey that we have not been completely successful in
providing students with the linguigtic ability they need to communicate
effectiyely in specch communities where these languages are spoken'!
ipgdistic Repertoires, Grammars and Second Language Instruction, p.82).
. h, 300, is tho paradox destéribed by Jakobovits with reference to this
now appr¢ach to foreign language teaching : "The irony of the matter
' lies in the fact that the 'New Key* approach, unlilke the traditional
i*ssmethode in which reading glassical literature was considered a worth-
" while activity in itself, does not attach an intrinsic value to
iﬁ”’ grammatical knowledge per se, but views habit drills as means towards
- - achieving commmicative skills, yet it seems that these ery activitie®e
' are the chief roadblocks to attaining meaningful skills {'liberated !
gxpreesionigm;s i% has been called)" (Foreign Language Learning, p. &4).
’ >

Morcover, teachers have realized that the students who obtained
good results in the acquisition iests were often in apable of maintaining
a convarsation’in a foreign language (see Sevignon, Teaching for Commun-/
-icative Competence : A Research Report, p. 154). One may argue that -
.the majority of audiovicual or audio-oral mothode contain a so-called

- exploitation phase, which should, in theory, make it possible to bring

p”
“PA st ol

- " _~~hd student from the strict conditioning of pattern drills to freer
- ;;;;vﬁ* éxpression in communicetion situgtionn, but this is illusory, oo K
’,ffi ~ " Savignon pertinently reminds us 't "When so-called "directed comunication”

}y»wijigjintroduced, it is not communication at all, as the structural frame,
o "0 not the lexical conte remzins in the control of the instructor" _
~¥1"short, the(?’urses did not malre it possible to

=4

3 oA ’M’F(M p. 153

o ddw“axtain the sirqd objective,
. o < ‘/.»; ..
] T ! e+ s 4 2
. © _adh)  These newiebirses, far from interesting the students, seem o bore them (2)
T to the point of cven discouraging them from learning new- foreign languages.

g ] . Here is what Héﬁtez}:és to say in this respect : "Evdrywhere, we see o
tendency to abandon.foreign languages, among various other disciplines,
because they argwd}hindrance to the young learner's freedom, self-
‘discovery, gud natursl "creativity" (Teaching o Living Langvoge . viii).
- . It is difficult to sec-how one can develop\the ability of studente to
! B comminicate in a foreign language if they éb\not feel the need to.use. it
g § because they hgve been dehied an opportunity 'of expressing their tustes
3 and needs., N . ‘
(c) Even if the principles of this new approach appear relatively effective
in assuring acquisition of the primary clements of a foreign language,
— they scem ill-fitted for'ppplidation at the other teaching levels ; it
/ ' io certainly no accident that o vory large number of audio-vicual and
b s audio—oral,courdbs exiot for the first stage of loarning a foreign
! . language while courses for advenced lovels arc rare and less syotematic.
i "Unfortunately", write. Allen and Uiddowcon, "thosgenerous provision of
basic courscs hzs coinkided.with a striking lack of newgmaterial speciclly

: Qﬁ) tithout eveh aiming for the zmbitious goal of communicative competence,

' a large~ecale cxperiment conducted in Fenneylvanis showed that the new

8 audioe~lingual approach (with or without uce of language laborsztory) did

{ *  not result in students azcquiring a better knowledge of the vucond

language even in its spoken form than with the traditional method

(¢f. F.D. Smith, A Comparison of the Cognitive and Audiolingual Apjrosclics
to Foreign Language Instruction — The Pennsylvania Foreigm Lanpuige :

f ‘ Project). ’
(2) A great dcal of evidence from pupil®s-is given in C. Burstnll's work, French
in the Primery School, S N, . ’

. ’ 8 . ‘ '
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designed for intermediate and adVanced students. As a result, students

who have become accustomed to an ofderly progression of graded materials,

simple explanations and easily-manipulated drills during the first two

or three years of language learning find that these aide are suddently

withdrawn when they reach the end of the vasic course, and that they

are left to, flnd‘for themselves with little or no guidance at a time -

when the guage is rap;dly”beOomlng,more difficult"., ( Teachlggfthe

Communidative Use of Eaglish, p, 2 &
ﬁ& V4

Thus, the evaluation of this "linguistic" approach,to the renewal of

- - foreign lapguage teaching turns out to belese favourable than one might

have”expected. Also, it ceems only natural to pose the question why ¢

" an 1n1tlat1v¢ based on scientific datz taken from psychology and

. - linguistics,' and in which so much was 1nvested should end up uuta“//
= relative failure ?
~ /'"’ . ‘ t\’
e
4 A
: t ) .
= "
N\
)id
ir
: T
[
i »
; . I
g i
g
-
L 4
#
N h Y
A
- .
'
H
[
4
4 & '
* i v
" PR}
3 N




-6 -

2
; Al

II. The teaching of second language communicative competence in the iight
of recent sociolinguistic and psycholinguistic research.

The relatively negative results of this first linguistic and pgycho-
logical approach to a second language teaching seem to be due to two
related causes ¢ v

-

(1°) too limiting and inadequate a concertion of the desired objective,
namely mastery of a second language as a means of communicatdion ;

(2°) lack of scientific‘instruments to clarify this ijective; dbmbined)wifh
~ reference to at least partially inadequate linguistic and psychological
modele, . - o P

A. . Use of langunge varieties as means of communication.
i

What exactly is meant by possessing~a language a8 a means of*
communication ? - e

W

First of all, it ie not enough to be able ead and write & sentence
correctly as in traditional teaching, nor is it ng;gcient to0 be ‘able fo=x
understand ‘and to produce, rapidly and automatically z correct sentence in
response to certain elcmentary stimuli, as in audio-visual and audio-oral
teaching ; what is necessary is to be able to use sentences appropriate to a_
linguistic context and to a given situational context.’ In other words, one
must be capable of combining sentences in larger communication units such.ae
text and dialogue and as well be able to make use of ubterances appropridte
to0 certain communication situations (cf. Allen and Widdowson, Teaching the
Commmicative Use of English). ~ ‘ —

-

" Secondly, to possess a language as a means of communication not only
means being able to fransmit information and put questions on the Universe
surrounding us ("Madame Thibaut ouvre "la porte", (Mrs Thibaut opens $he. door")
"Vous avez combien de pitces ?" {"How many rooms have you ?") etc.{See Gumperz,
Linguistic Reyportoires, Grammers and Second Language Instruction,-p. 84). In
roality, we spcak legs to describe the universé about us (what Jakdbson (Essais
de lingujstique générele I, p. 212) calls the roferential, cognitive or
denctative function of language) than to establich contact with someone else
(phatic function), to express Sur attitude vis-d-vis our interlocutor or the
theme—of “tie-sanversation (expressive function) or to make the addrescee react.
(conative function), If one thinke of the situation of a student landing in a
foreign country, there is nc doubt that what matterc most for him is to”
establish and t¢ maintain contact with the natives in order to participate to
the greatect possible extent in their community life. In pructice, of course,
it often happens that these contacts, or these communications, éwen where the
referential contént of the message ie perfectly transmitted, are blocked or

. falsified by-ignorance of the expressive, phatic or conative traite of the

i dialogue. Consequently, to possess a langusge as a means of communication is
not only to masterpthe referontial fuictiom, but the ¢iprecsive, rphatic,
ﬁgpnafiVGAEﬁa oven poetic functionc as wuoll. .

T BT .

L Thirdly, and as a corollary, if one it to commnicate saticfactorily in
a Tinguistic commun ity, it will not suffice to know a pure, homogencous

. monolishic language ; one must be capable ot least of understanding, and -if

possible,-uging the different varieties of language made twe of in the community
in question. Jakebson (ibid. p. 213), insiuts on the fact that the global code
of a language constitutes s vystem of sub-codes in reciprocal communication and
that cvery language embracee many simultaneous systeme, each of which is
charactorized by a different function. This is a very important point because

e
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" where these are serious and repeated. It oo happens thot langndge coursco do

!
T1- .

when we communicate with anothep person the choice of the type of language
used is often more revealing in.terms of the affective, professional and
social (actusl and future) relations of the speokers than the content of the’
conversation itself.” To possess a language as an instrument of co icgtion,
then, is also to understand the main sub-codes and to know how to use|them in
the appropriate situations. I ,

In order to illustrate the argument, let us take a concrete o ple.
familiar to contemporary sociolinguists, but which has ncver bﬁpn dealt with

systematically in language courses : the use of forms of address and greeting.

In a great number of languages, the spcuker has a choice between two.
in addreseing his interlocutor : tu and vous in French, ty and vy in Russiany
du and Si¢ in German, du and ir in Yiddigh, etc. Similarly, the spe
enerally a choice between different forms of addmess : Christian name
Jacquen), family-name (Dubois), title and family-name (Monsicur Dubeis) and
different forms of greeting ZSalgf{! (Hello 1), Bonjour ! (Good day]!),

Bonjour lonsieur ! (Good day, Siry!). Again, in communication theze cheices
often have a greater significancelthan the purely referential content of the
messages, because they give to each of the.speakers preicee information,
especially in  the first moments of a new relationship (cf. for exdhple, the
importance of the French uce of "ty"), For those expressing themselves in
their mothertongue, the use of thesu expressions inirelation to the affective

® !

and social position of\£:e interlocutor is o automiltic and naturzl that it

causes no problem, Such is not the case for the fo igner because, cven if
this practice is governed by features which are probubly univers#l, the norms
of usage vary from one comrunity:to another ($ee Brown and Gilman : The

Pronouns of Power and Solidarity, Slobin : Some Aspects of the Use of Pronouns °

of Address in Yiddish, Fricdrich ¢ Socigl Context and Scmantic Poature @
The nusuirn Fromominal Ucr.e). Lack of imowledge of the rules #p,lying to forms
of address in a certain comnunity, in respect of comprchonsior as woll as

exprcssion, cen have far more disagreesble conscquences for the commnity life
of-® forcigner than faults in grammor, vocabulary and pronungiatitn,-aeven

not deel with these probiems and languagc teachers generally only ywcsese a
vague idea ac to the rules of uge governing these crpressionc, TN\ Tii

then one directs~a%tqnéigp in this way to whot is irplicit in mrotering
a language as an instrument 6f commuication, one tecomes niare immcdistely
that the lahpuage theorics and degcripvions on-which the pedagogy of cucond
lanmage teaching)ic basudy irresgective of whether one has traditional,
gtrustural or tradvformatfonal geperative grammars.in mind, are inadequate.
In reallyd, \ K -

/ ’ “
(n)  they simply describe the gyotem and not tho use of the lanjuuge,

L whereas ao Candlin writes 3 "Useful though such an input from sovoral
linguistic grommars m-y be, the.guestion-bepged io cleerly that if o
pedasogicsl grammar is at the basis of LT materials, ond if guehs
materiale have aggtheir aim L0 lead the learner to "luowlodge" of tho
L2, then they, and the pedagogical grammar, mict be s concernsd with
eules of lamrmeie upe aes they are with rulew aof prameitisclity nnurv@%l-
form-dness of sentcaces” (The Status of Pediyozarcd Grosgars, p. 587\

*
(b) they only deal with the etructure of the éentonce and neglect commini-
cation wiite such as the text and dislogue § ao Widdowesn gaye, “if we
arc to teach language in usej we have to shift our attuntion foom

gontencee in igolation to the monmer in vhich they ecogtiw in‘text on
the one hasd, and to the mamwer in which they are used ts posf-rm
commmicative acte in discomrce on the other! (pirections in the

11
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! Tepcching of Discourse, p.eéb). In order to do this, one must possess a
|. text grammer which presenfts the rules for combining phrases in a text,
and o grammar of discourse, presenting the rules governing the use of
,sentendes in communicative acts. - - ‘ , -

(¢){ they systematically stu&y only the referential function and negiect‘the
‘ other functions of language. Frake notes : "To ask appropriately for s
dgink among the Subanun it is not enough to now how to tonstruct a

a drink, ‘Rendering such an utterance might elicit praise for one's
fluency in Subanun, bpt 4t would probably ngt get.a drink (...)s Our
stranger requires mort than o grammer and 2 lexicon j he nceds what
Hymek_hos called an ¢thnography of epceking § a specificetion of what

Iy

¢ kinds of things tq gey in what mossage forme to what kinds of people in
 what kinds of situaions" (How to Al for a Dyink in Subemun, p. 127).
- We shall return to Hymes' contribution later oy. R ' :

(a) they only’ study oq@ laﬁguage variety, considered as homogencoué\.reprc-
" sentative, and nctlectﬁthe other varieties which form part of the verbal
reportoire of a linguistic community. ’ ’ kS

To make up for %ﬁe inadequncies of the lihguistic contribution to the

% -

teaching of socond languages, it is necersery t6 turn towards another
discipline which over tho past twenty years, hod undergone an extraordinary

development gnd which is specifically interested in the usc of languages in owr

socicticc : gociolimguistioc. Gumperz pub the relovent problem clearly in
1965 ¢ "It seems necessary, at least for.the purposc-of applied lihguisties,
to roopen the question of the relationship between linguistic and social facts,

- More) specifically, the question ariser : given a grammatical analysis of the

lanéuages involved, what additionzl information can the gociolinguist provide
in order to enable the language teacher to give hic otudents the akilln they
necd to communicate effectively in a new society. 7" (Linguistic Repertoires,
“Orammars and Sccond Language Instruction, p. &4). /

_ : . ,

o The study of the use of difforent language varicties deve”Opod»rapidly
in the sixtice under the influcnce of Hymcu who called it tho ethnography of
communication or the ethnographt of opeaking. Hymeo defines its,object ao
follows : "This is o question of what a child internalizes about ‘speaking,
beyond rulcs ofif grammor and o dictionory, while bucoming a full-fledged@ membor
of its specch commmnity. Or it is a gucstion of what ¥ foreigner must learn
gbout a group’c verbal behaviour in order to participate approyriately and .
effectively in ite activitieo. The othnograrhy of opepking ic concerncd with

the situations ond ueeg, the pattorns and functieng, of spoaking ac an :
activity in ito own right". (The Ethnogrs of ESpodking, p. 101). This
definition alone roveals immediately how well the prooccupations of research

workers in the Field of ethnography of cammg?iCation link up with the needs of

ﬁedagoguce.

“ . ) i

o The outstanding fecturc of thig approach io the overall examﬂnationxﬁf
the verbal activitics of o linguistic Bommunity ond tho otudy of all of the “
language varioties of which it makes usc (that io to say ito verbal repertoirc)
inotend of concentrating on the description of one of thecc codes or cub-eodec.
The verbal exchanges within a community ~re analyzed in commumication
eituations (bunting, mogls, courtshii/) which are subdivided intoc more limited,
and esoentinlly verbaly™Sommunication evente (convercation), themselves formed
from commmication acte (order, quection, jeking, otc.) (Hymes : Modele of
Intornction of Language and Sociel Life}. ]

One cannot overcétimate the intere@t\‘ & the importance of thio concept
O communication act for the teaching of o ldnguage. It may be worthwhilo

N
\ “y

) W

| grammtical utterance in Subanun translatuble jn English 28 a request for

©




Teaching of Discourse, p. 69) In order to do this, one must possess a - 5
text grammar which presents the rules for cémbining phrases in. a text, ‘
and a grammar of discourse, presenting the rules governing the use of
‘sentences in commum.cative acts.
(c) )they systematically study only the referenhal function and neglect the
2~ .other functions of 1language. Frake notes : "To ask appropriately for a

// *  dprink among the Subamun it is not .enough to know how to comstruct a -
= grammaticel ‘utterance in Subanun translatable in E:nghsh as a rnquest for
ja drink. Rendering such utterance might elicit praise for one's

fluency in Subanun, but i¥ would probably not get a drink (...). ; Our
stranger requires mor a grammar and a lexicon ; he needs what
Hymes has called an ethnography of speaking : a spec:Lflcatlon of what
kinds of things to say in} what message forms to what kinds of people in
what kin# of situations' (How to Ask for a Drink in Subsnun, p. 147)

" .  We shall return to Hymes) contiribution later on.

() * they only study one language variety, cons:Ldered as homogeneous, repre-
-gentative, and neglect the other variéties which form<part of the verbal
reperto:Lre of a llngulstlc commmnity. -

To make up for the 1nadequu01es of the linguistic contribution to the Lo
teaching of second languages, it is neceéssary to turn towards another
discipline which over the past twenty years had undergone ah extraordinary
development and which is specifically interested in the use of languages in our

« societice 3 soc1011ngu18t£§s. Cumperz put the relcvant problem clearly in’
1965 : "It seems necessary, at least for the purpose of applied linguistics,
to réopen the question of the rela ship between linguistic and social facts.
More dpeci czlly, the question a;tzis\t\g;ven a grammatical analysis of the -
languages involved, what additional infor tion _gan the sociolinguist prov:de
in order- to enable the language teacher to glve“ﬁl° students the skllfﬁfzhey
need to commmnicate effectively in a new spciety ?" (Linguistic: quert01rg§,
Grammars and Second Language Instruction, p. 84).

» #The .&tudy of”the use of different language varieties developed rapidly.
: in.the sixties under the influence of Hymes who called it the ethnography of* : N
- commnhlca.tion or the ethno ph‘ﬁ of speaking. Hymes, ‘defines its object as :
follows : "This is a questien of what a child internalizes about speaking, )
beyvhd rules of grammer argke dictlonay, while becoming a full-fledged member .0
of its speech commmnity. Or it is a question of what a foreigner must learn '
about-a group's verbal behaviour in order to part1c1pa.te appropriately and
effectively in its activities. The ethnography‘of speaking is concerned yith -
the éltuatlons and uses, tHe patterns and function®, of speaking as an. . .
activity in its.own right": (The Ethnography of Sp_"'.kl_g, p. 10t). This .
definition-alone reveals immediately how well the preoccupations of research ‘ '
workers in the fleld of ethnography of communication link. up with the needs of T

, . pedagogues.

3

The outstanding feature of this appraach . g.s the overall examination of
the verbal activities of a linguistic community and the study of all of the
language varieties Of which it makes use (that is to Say its verbal repertoire)
instead of concentrating on the description of one af these codes or sub-—codes,
The verbal exchanges within & community are a.nalyzed in commmication
gituations (hunting, meals, courtship) which.are subdiyided into more limited,
and essentially verbal,. commmnication events (conversatlon), themselves formed
from communicgtion acts (order,-question, joking, etc.) (Hymes : Models of '
Interaction of Language and Socizl Life).

- One cannot: overestimate the interest a.nd the" 1mporta.nce of this concept
of com#unication act for the tedcﬁ;mg of a language. It may be worthwhile
N
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pointing out that it was the subject in the same period (in a completely ?
different- amework which nonetheless links up with oyr argument in many res-
pects) of al profonnd study on the part of bhllosophers of language such as
Austin (How|to‘do things with words) and Sear}e (Speech Ac+sl. We ‘wiil return
to this aspéct in the last chapter in examining the definition of the content
of language !courses. Order and the question, to return to the example we have
.given, are certainly dealt with in all grammar books and language courses, but
in much too restrictive a manner. Generally, in studying order and question
‘in a language one learns lihguistic forms (for example,  est-ce que or inversion
in French) traditionally associated with these notions. It is clearly inade-
quate as a response to the needs of communication, as mueh on the level .of \
comprehension as on that of expression, and this for -two reasons : on the one
hand, it is not enougp to be familizy with interrogatory forms if one wants

to ask for information in a given situation (meny virtuosos who pose the
question in_the language laboratory encounter. the greatest- difficulty in

-9 -

.“ obtaining 1ﬁformatlon“1n everyday commun;cailon) i on the other.hand, questloh

v

oy ot

1

. be.legrned socner or later by the forelvner.

or order. acts may be accomplished .in many/pther ways, yerbzl and non—veroal,
:than are found in grapmars and in courses composed ‘of pattern drills, Amerlcan
-studies have shown fﬂe great variety and the generally indirect charaeter ‘of
questions with reference to factors such as the stawus of interlocutors ; the
way in which one asks for a drink- vgries according os it is one's wife, one@s
secretary or a waiter dne-happens to be address 1ng the range of avallable‘
verbal forms is vast, from simple suggestion of an indirect and very discreet
kind up to- the stralghtforward réquest (Cf. Ervin-Tripp :+On Sociolinguistic,
Rules : Alternztion and Cooccurrence p. 245-247);«81nce the conventions whloh

”regulate acts vary’from one language to another and form part of the-

communicative competence of the members of a 11ngulst1c communlty, they ‘mst
\

*“r . Bach-speech or communication ﬂct may'be d1V1ded up in turn into &
qutdln number of components, of whlch the follow1ng are the most. important :

- = the: form and content of the message : the expression is no doubt governed
by different norms dependlng on whether it occurs.in an official lettier or a
frlqndly note, and whether one spewko of businegs or adveuture ;

~ the setting *(at once geographical, temporal and psychologlcal) ¢ the norms
differ also from the kitchen (family breakfast) to the class-room, and to the
corner-cafe, and in function of the gmy or rcl-xed otmosphere j

- the partlclpants (speaker, addressee, hearer) owareness now exists of

- the different roles (father, husband, neighbour, professor, etc.) an 1nd1v1&ual

‘plays in turn in a community and tho language varietiés he uses ;

- the channel of communication (orél written, telegraphic, etc.) : a request

©is not made in the same fashlon by telephone, by lctter, or by uelegramme.

- ) . v - v -
- the norms of interactlon and interpretation : from onc community to qnother,
people speak more or less loudly, wiih more or less animation, and remain’wore
or lees close to the interlocutor : beczuse of the raised voice and tie

. violence of the languege, a minor dispute in o Mareseilles family would be

interpretsd by a Swiss French spealler os a scrious row ;. conversely, a fairly
lor; tilence bepween the occupants of a room, something completely n rzzl in
Swiss Fiench soE;ety, would be taken by a Frcachman from the [fidi as cvidence
of insult, contémpt or bad humour.

.To arrive =zt a grammar of the use of lsnfuage varieties it io still
necestary to estabiish the sociolinguistic rulcs in function of-the un’er-

mentioned ferturcs which govcrn the correct use of uttercnces, Ervin-iripp
(On Sociolingvistic Pulc° Alfernatlon and CCUrcurreﬁce) dlstlnb ishes three
klnds of rules : . . . -

. .
e . 1 . %
f




1 Pbinting_gnx’ihax it was the subject in the same period.(in a completely
P ; diffevert framework which nonetheless links up with our argument in many res-
" ~pects) of a profound study on the part of philésaphers of language ‘such as
.+ -Austin (How to do things with words) and Seaxrle {8peech Acts). We will return
‘. " to this aspect in the last chapter in examining the definition of the content °
of language courses. - Order and the question; to return to the example we-hz g
. given, are certainly dealt with in all grammar booke and languagé-tourses, but
in much too restrictive a manner. Generally, in’é’hdq}gg/oraer and question
in a language ‘one learns linguistic forms (for examplg, est—ce que or inversion
in French) traditionally associated with these notisghs. It is clearly inade-
quate as a response to the needs ofv communication; as much on the level of
* comprehension as on that of expression, and this" for two reasons : on the one
hand, it is not enough to be familiar with interrogatory forms if one wants.
to ask for information in a given situation (many. virtuosos who -pose the
question in the language laboratory encounter the greatest difficulty in : .
obtaining information’in everyday commmication) ; on the other hand, question
‘or order acts may be accomplished in many other ways, verbal and non-veroval,
-y » than are. found in grommirs-and in courses composed of pattern drille. American
. sptudies have shown the great variety and the generally indirect character of
questions with reference to factors such as the status of interlocutors ; the
way in which one asks for a drink varies according as it is one's wife, one's
) sectetary or a waiter one-happens to be addressing s the range of available
L - verbal fcrms is vast, from simple suggestion of an indirect and very discreet
‘kind up to the straightforward request (cf. Ervin-Tripp : -On Sociolinguistic
Rules : Alternation and Cooccurrence p. 245-247). Since the conventions which
regulate acts vary from one langunze to another and form port' of the o .
communicative’ competence of the members of a linguistic community, they must
- be learned sooner or later by the foreigner. * N .

-

f _ o Each‘°peé¢h or.copgunication act may be divided up in turn into a »
| ~ certain nuuber of components, of which the following are the most important :

- the form and content of the bessage : the expression is no doubt governed -
by different norms derending on whether it pccprs«in an official letter or a _
friendly note, and whether one spedks of busineos or 2dventure ; -,
- the setting (at once geographical, temporal -and psychological) : the norms
differ also from the kitchen (fimily breakfast) to the clpse-room, and ‘to the
corner~cafe, and in function of the gny cr reloxed atmosphere S

S

R ¢ :"
~ the. participants (speakeér, addressee, hearer) ¢ an awareness now exists of -

- . the different roles (father, huéband,.noigﬁbour, professor, etc.) an individual ~
L = plays’ in turn in a community and the language varieties he uses . L.

- the'channel‘of communica%icn (orai,ﬂwrittgn, telegraphic, etg.) : a reguest

is not made in'the same fashion by telephone, by lctter, Qr,by.%eleéramme;
- the norms of interaction and interpretation : from cne commnity to another, .. ¢
people speak more or less loudly, witn more or less animation, and remain more
or less close to the intcrlocufcr : beceuse of the raised 'voice and’ihe - F
violenée of the language, a minor dispute in o Marceille# family would bBe,
interpretsd by a Swiss French spealer os a gserious row ; conyersely, a fairly
long silence between the occupants of a room, gomething coupletely n:rzal in
Swiss Fiench society, would be taken by a Frenchman from the Iidi as’ cvidence
of insult, contempt or bad humour. ” . o oL
‘ To arrive at a grammer of the use of lonfuage varfeties i* is ctill - ‘
" necessary 10 ectablish the sociclinguistic rulrce in function of the ua’er-:
: mentioned fertures which govern the correct use of uttertnces. EBrvin-lripp:
t”' " (On Sociolinguistic Ruleg : Alternation and Couccurrence) distingiishes three
kinds of rules : ‘ h ‘ . s

' ~
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a) sequencing rules . PR '7Q%
b) alternation rules A ~ - L |
c) co-ocegrrenge rules (horlzontal and vertlcal) i f i S

i’

The f1rst of" these determines the order of acte constituting one kind . -
of dommmjcation event. Schegloff has shown that the sequence of jacts —
constituting a.commmication event such as the beg1nn1ngaof a ,telgphone
cony ation, for - ~example, obeys very strict rules, even if thosce sperking are
unaware\eijihg\fgct Hymes and Ervin-Tripp ‘propose tq/chagacterl ’
structure of such communication events by using writing rules
employed in generative grammars. ‘If mastery of the séquence of a
ting a2 commnication event suéﬁ“ai the beginning of a telephone ¢
ig automatic for a ch-speaking person, it is by contrast alw
for a forelgner begggseAnﬁaga<glffers from one 11ngu18tlc commuezty to another.

Thus, it ey important, for the-teacher or the c¢reator of pedagogic
materia toncerned with teaching communlcatlve gompetence to be familiar with
'/the ruleéugglgh -govern the execution “of suoh‘an event. ‘ /
/
e But it i3 not enough to be familiar with the sequence of communication
acts constltuxrng an event ; one must also be capgble, at each stage of the
r convgrsatlon, of choosing amongst the possible linguistlc var;ants, that *which
" - is dppropriate to the comminication situation. To pursue our,example &
stage further, one's response to & telephone call will dlffer, depending on
whether oné is at home or at' work, on whether or not one guesses in advance the
1dent1ty of the caller, on whether one finds one's wife, one's djirector or LR
one's client a2t the other end of the line. We have seen that strict rules -
apply to the use of forms of address depending on the relationship of power
and solidarity existing between 'the spezkers. Here one fipds-the alternation
“rules which Ervin-Tripp schematdzes with the help of flow charts indicating
the way in which selection of the approrrigte form for the situation takes
4 place in response to the different pertinent features. These are rules which
;L govern the choice between Iu and vous in French and enable one to discern that

}* ; (17) Ttee allé oh ? (VWhere were you ? (familiar))(on thepart.of a
el ‘ student to- h1° professor in class) ic 1napprop1~te, while -

Cooe é1) V‘bn81eur, oh 8tes-vous allé ? (Where were you, Sir ? (formal) )
same- S1tuaxuon) . . = .

(4) .~ Paul, t'es lle oh ? (Pﬁul, whcre were you ? (fomiliar) (to a
- claﬂs~mute i $he yard)

: are perfectly in agreement with the norm. . S,
E e )

, Flnally, in conversations one must reSpcct the co-occurrence relations
between the elements of one or more utterances. uHor1zontal co-occurrence
between two elements belonging to the sate domain;: syntax, lexicon, morpho-
nology i in th1s way, one can cheracterize ag abnormal the ‘utterance

-

; o (15) Ou tu allasA?

which combineg two syntacfical elements, interrogation without inversion or

ect~ce quc and past tense, belonging to two incompatible varieties -of Fuench.
Vertical co-occurrence, between two elements belonging to two different .
domains ; in th1s way, one can label as abnormel the utterance :

(18)- . T'QS-zhalle oh ? ‘ oo ‘ e )

g which combines g syntactical element, interrogation without ipversion or
[:R\f:' ~ce que with a morphonologiccl element, the liaison, belonging to two
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a) sequencing 1
b) alternation rulee /
c) co-occurrence rules (horizéntal and vertical).

o

1 2 The first of these determines the order of acts constituting one kind
of comminication event. Schegloff has shown that the sequence of acts
constituting a commmnication event such ‘as the beginning of a telephone
conversation, for example, obeys very gtrict rules, even if thosce speaking are -
unaware of the fzct. Hymes and Ervin-Tripp propose to characterize the
structure of such commnication cvents by using writing rules analogous t¢ those
employed in generatlve grammars. If mastery of $h€ sequence of acts constitu-
ting 2 commihication event such as the beginning ofia telephone conversation-
is automatic for a French-speaking person, it is by dontrast always difficult
for a-foreigner because uscge differs from‘one linguistic community to another.
Thus, it-is very important, for the teacher or the creator of pedagogic
material concerned with teachlng comminicitive competence to be familiar Hlth
the rules which govern the execution of such an event. g

But it is not enough to be ‘familiar with the sequence ,of communlcatlon
ts constltuting an event ;- one must also be capable, at each stage of thé
onversation, of chogsing amongst the possible linguistic variants, that which

is appropriate to the commnication situstion. . To pursue our ‘example -a.
stage further, one's response to a telephone call will diffew, depending on
whether one is at home or at work, on whether or not qne guesses in advance the
1dent1ty of the caller, onm whether one finds one's wife, one's director or
gne's client at the other end of the line. WUe have seen that strict rules
apply to the use of forms of address depending on the relationship of power
and selidarity existing between the speakers. Here one finds the gltermation
xrules which Ervin-Tripp schematizes with the help of flow charts indicating
© » the way in which selection of the approyrigte form for the s1tuat10n takes
- place. in response to the different pertinent’ features. These are rules which
~govern the choice between tu and vous in- French and enable one to discern that
S EN)) Tteg 2llé oh ? (Where vere you ? (fumlller))(on thepart of a
: stuﬂent to his professor in class) ic rnapproplﬂte, whlle

.

§1) lonsieur, ok étes-vous allé % (here ‘were you, Sir % (formal) )
same sltuptlon) &\, ,
- o - M q .

(4) Paul, t'es allé oh ? (Paul, whcre were you % (femiliar) (to a

L "°§gm clas "—mute in the yamd)
' are perfectly in agrewment wzthﬂthe norm. -
b

. i

Finally, in conversations one must respect the go-occurrence relatlone
between the elements of one or more utterasnces. Horizontal co-occurrence -
between two elements belonging to the same domzin ; syntax, lex ricon, morpho~
‘nology ; in this way, one can cha aracterize as. abnormal the utterance

(ﬁ5) Oh tu“"llas ?

which comblnes two syntactlcal elements, 1nterrogat10n without 1nver91on or
ect~ce que and past tensé¢, belonging to tvo incompatitle varieties of French.
Vertical co-occurrence, beiween two elements belonging to two different
domdins ; in this way, one can label as abnormal the utterance -

» ‘ (18) T’es—v-alle oh:? ; ~-” : “ -

which comblnes a syntactlcai element interrogation without inversion or
est-ce gg with 2 morphonologlcel element the llalson, belonglng 10 two

»
N -
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mati€ descriptions of the uge of
fure wore complete and useful
jonal or struc¢tural grammars.

They are nonetheless insufficient to mcet the ncefg of pedagogues becauce it
48 gtill necessary to know how this sommnicative petence is acquired in
-~. order to be egble to elaborate adequate teaching materdial. Only a theory of

language embracing the syrtem, use and acquizition of\ a lenguage can serve 068 b -

the basis f?r elabor?xlon of a methodology for second languagp“teaching.
- ‘ : 2
s 'y Lo
B.  The acquisition and teaching of ‘communicative competence

In raising the delicatc problem of the acquicition and teaching of

communicetive competence, it is useful, especiclly if one wante to avoid
repeating the errors of the past, to give some thought to two very pertinent

v \ ,‘

The first is that the results of research into language acquisition ar
at this stoge too slight to categorically demonstrate and support the wvalidity /
of the greater part of the informations end recommendztions given by theoreti-
cians to practitioners (cf. Foreign Langunge Learning, p. 47). Psycholinguistic
theories and descriptions can da no more for the momont than sdvance hypothescs
and suggestions which need to be subjected to empirical verification ; in

consedquence,

the dogmatic principles which for far too long dominated linguistics

as applied to the teaching of language must give way to more intensive pedagogic
obeervation and experimentation. -

) The second remark is that our ability to learn o langucge cxceeds by
far our ahility to describe and to explain how this language is made, hou it
is used and how it is acquired (of. op. cit. p. 103). The proof of this is
that we learn.rezpidly, not only in our mother tongue, but, zlso in a second

language, to moke use of constructions whid¢h are etill beyond the reach of =

linguists, sociolinguists and psycholinguiste. Tt is consequently absurd to

. pretend to feach pystemntically, scientif cully, a subject which one can ouly
describe and explain in 2 very incomplete way. Tt is esseniial, on the other
hand, to use to its waximm the capacity of students to discover and learn.

Though not very developed, rccent rescarch on the acquisition of language !
shows clearly that the mind of the student is not ‘2 tabula rasa on vhich one
mechanically roccords language structures by a process of systematic .
conditioning, nnd that one mct besr in mind the highly significant contribu-

tion of the léaraer to the learning process. According to Jakob

ito, learning

consists in o discovery or progressive reconotitution of the struciures and
rules of language use by inductive and dedustive’ inferences guided py—an innate
familiority with linguistic universals and by the observation of dapa of the

second language in communication situgtions {Ibid. p. 25). This dig

covery nnd

this rcconstitution mny bé ac€omplished in different woys, in func jon of the
needs, aptitudes znd learning stratepics of ihe individuale concerned.  In

other words, there is no.gﬁé ideal woy of acquiring a longuage, but 28 nowy methods
methede as there are types‘bfwindiviﬁual. L

-

- ‘( ) .
- ‘1t scems, finally, that-it will bo neccesary o ahygmdon the hypothesis

N
unde}lying the dominant conceptions in language teaching, according to' which

, the acquisition of linguistic coupotonce, that is to say the =2bility o

construct grammebical “scntencus, chould precede sequisition of ~dummunicative
competence, that-ic to say the rtility to) produce utterancep sppwopriate to
commmication s‘tuations; (cf. Jakobvovite, op. cit. v. 32).

I
e ,.
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. language varieties will produce in the ngar future more complete and useful
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There is little ,doubt that sﬁéh systématic descriptions 9% the use of

informetion for the pedagogue then that in traditional or structural grammars.
They are nonetheless ingufficient to mecet the needs of pedagogues becoauge it
is still necessary to know how this communicative competence is acquired in

. order to.be cble to elaborate-adequate teaching material. Only a theory of
- language embracing the’ system, use gnd acquirition of a longuage can’ cerve Qs

the basis for elaboration of a methodology for second language teaching.

. « < , . ’ AN \
B. The acquisition and tohching of commmnidative competetice

- In raising the delicatc problem of the acquisition and teaching of
communicetive competence, it is useful, especiclly if one wante to ayoid
repeating the errors of the pact, to give some thought to two very pertinent
remarks of Jakobovits. ‘

;’ N

The first is that the results of research into langt acquisition are -
at this stage too slight to\ categorically demonstrate aﬂE support the wvalidity
of the greater part of the informations -end recommendstibne given by theoretis-
cians to practitioners (cf, Foreign Lamguoge Loarning, p. 47 . Psycholinguictic :
theories and degcriptiens con do no more for thé momcnt than advance hypotheses .
and suggestions which need to be sub jected to empirical werification ; in :
consequence, the dogmatic principles which for far too long dominated linguistics -
ac applied to the teaching of language mist give way to more intensive pedagogic . -
observation and experimentation. ’ G .

The second remark 4 that our ability to losrn a langunge oxceeds by
far our zhility to describe and. to explain how this lenguage is made, how it *
is used and how it is acquired (cf. op. Cit.-p. 103). The proof of this is
that we learn repidly, not only in our mother tongue, but sleo in a second
language, to mcke use of construction? which are etill beyond the reach of
linguists, cociolinguists and peycholinguiste. It is consequently abteurd to
pretend to teach systematically, scientificzlly, a subject which one can ouly
describe and explain in = very incomplete way. It is_esseniixl, on the other
hand, to use to.ite mnxipnmwthcvgapacit§'of gtudents to discover and learn.

- Though not very devcloped, recent research on the zcquisition of language
chows clearly that the mind of the student is not a tabula rasa on which one
mechanically rocords language¥structures by a jrocess of syctematic .
conditioning, nnd that one met besr in mind the highly significant contribu-
tion of the learaer to the learning process. Acrording to Jakotovits, learaing
consists in o discovery or progressive reconstitution of the strugtureg.end .
rules of language usé by induvctive and dedustive inferences a8 by, nu-innato
Familiority with linguietic wniversels and by the observatitn of getalof the
sceond language in comsunication situgtions (ibid. p. 29). This discovery snd
thic reconstitution mey be accomplished in different woys, in function of the
needs, aptitudes and learning stirategics of 1ht individuals converned. In .
other worde, there g no.one ideal woy of adquiring a longuzgeys but oo Lony methods ¢
methrde as there arc types of individual. o

It seems, finally, that it will bo nececsary %0 cbandon the Lypothosis
underlyéng the dominant conceptions in language ‘tenching, accerding to which
the acguisition of linguistic competence, that is to say the ability to ) .
coustruct gramm-ticzl scntences, should precedt scquisition of ~omzunicative
mompetonce, that ic to sy the #bility to produce utterances appropriate to
commmmication situations. (cf. Julobovite, op, cit. i@ ).
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" We shall now attempt te examine the implications of this concept of
y learning tor the selection, progression and presentation of language data to .
;\ be provided to the student., It is clear that they are at odds in many ingtances '
with the dogmatic principles taken over from behavioural psychodogy in the
fifties. On the first point,egné may ask if-it is really necessary or desigable
to proceed to a very strict selection of the linguistic content of a course.
E. Ingram writes : "If Chomsky is right, the teacher's function is primfrily
to provide conditions in which the innate language acquisition device can
' ~operate as effectively for :the L2 as it has done for the L1.. The teacher's
" task becomes the provision of appropriate data for the lenguage acquisition
device (LAD) to process in order to output knowledge of the language'.
(Impli;ations of, the -Theory of Inmate ‘Ideas for the Foreign Language Teacher,
p. 127). ¢

. In other words, the function of didactic material is to present the student
at the opportune moment with the linpuistic materials likely to facilitate the
discovery and acquisition of the structures or rules of the second language. As :
students have different learning strategies, needs and interests, it is impos- f
sible to foresee, and consequently, to select, in advance the linguistic K

- materials which each individual will need. There is even the risk, where too “
strict a selection ismade, of blocking the operations of the language faculty
in providing him with too few linguistic data. Although a strict selection of
the course content seemd undesirable, a certain selection is necessary because
‘one cannot teach every thing. This selection ghould be arrived at, not in
terms of lexical units and grammatical structures, but in terms of communication
acts and situations, in function of the needs and interests of such and such
a category of learners as we shall see in the chapter which follows. But with
this settled communicative and situational framework, it ie best to expose . .
students from the beginning of the course to a large range of linguistic data
80 as to permit them to develop and to test their iunferences concerning the
structure and use of the language. We shall return to this in the last chapter.
As to the' establidhment of a progression, it would seem, if one is to listen to
‘psychologists, that its importance in the elaboration of didcctic material has -
been overestimated ; ‘B. Ingram has this to say : "The teacher should capitalize
on the fact:that the LiD will detcrmine the grammar ol the language and the
imposition of a predetermined structure is unnecessary and undesirable."

: “ (op.cit. p. 1?82.

) Théréﬁis;no.ideal progreseion definable  in advarce in accordance with
linguistic qriteria,. but as many possible progressions as there are individuals
and learhing girajegies. In imposing a strict ond predetermined progression of
lingyistic datd one runo the risk of blocking the learning procese. loreover,
Gumperz shows very well that from the moment one adoptc a situational approach,
a8 he did in his Hindu and Urdu courses, the problem of progression resolves
itoelf, naturally. (Linguistic Repertoires, Grommars and Second Language

r

+

Language Instruction, pp. 87-89).

A%

As to %:esentation of the subje temattér be taught, one may extrapolate
! from the hypotheses of psycholinguistef the following implicatione for the i
y elaboration of didactic material : . n :
(1°)} Ae the student must discover and reconstitute little by 1little the
rules which govern the structure and use of the language on the basis of the
materials presented to him, it secems edvisable to accord a large plate, from .
! the beginning to the.nudition of authentic documents (for example audio or
i video recordings) presenting commwmication ©ituations and acts likely to ~
' correspond to his tweds and his interests (cf. Ingram, Implicationc of the oo
Theory of Innate Idéas for the ForeigngLagguage Teacher, pp. 127-129).
3

. (2°) sStudents should be encouraged to express themselves: freely as early as
' >scible, as soon as they feel the desire or the'need { "Liberated Expression"
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be provided to the etuﬂint.~<1t is cleor that they are at odds in many instances
with the dogmatic principles taken 'over fwom behavioural psychology in the
fifties. (n the first point, one may aslk if it is really necessary or desirable .
to proceed; to a vefg strict selection of the linguistic content of a_course,

E. Ingram writes : *If Chomsky is right, the teacher's function is primerily
to provide conditions in which the innate languaggfaéaﬁiﬁgtion device can’
operate gs effectively for the L2 as it has done for the L1. The teacher's
task becomes the provision 8f appropriate data for the lenguage vauisitio§
device (LAD) to process in order to output knowledge of the language'. ;o
(Implications of the Theory of Ingate Ideas for the Foreign Language Teacher,
pe 127). | ’, . \
. . s N e
In other words, the function of didactic material is to.present the student
at $he opportune moment with the.¥i istic_materials likely to facilitate the
discovery and’ acquisition of the structures or rules of the second langucge. As
students have different learning strategies, ndeds and interests, it is impos-
sihle to foregee, and consequently, to select, in advance the linguistic
materials which each ihdividual will need: There is even the risky where too
strict a selection is made, of blocking the operations of the language faculty
in providing him with too few linguistic data. Although a strict selection of
the course content seems undesirable, a certain selection isgnecessary because
one cannot feacn every thing. This selection should be arrived at, not in
terms of lexical units and grammatical structures, but-in terms of communication
acts and situations, in-“function of the needs and interests of such.and sich
a category of learners as we shall see in the chapter which follows. But with
<thigsettled commnicative and situational framework, it ie best to expose
students from the beginning of the course $o a large range of linguistic data
80 as to permit them to develop and to test ®heir inferences concerning the
structure and use of the language. We shall return to this in the last chapter.
As to the estoblishment of. a-progression, it would seem, if one is to listen to
- psychologists, that its importance in the elaboration of didectic material has
been ,overgstimated ; E. Ingram has this to say.: "The teacher should capitalize
ofi*the fact that the LAD will deturmine the grammar of the language and the
imposition of a predetermined structure is unnecessary and undesirsble.'

" (op.cit. p. 128).

; There is no ideal progressidsq definable in advance in accordance with
7 lingwistic criteria, but as many possible progressions as there are individuals
gz;_gﬁandﬁlearning strategies. In imposing a strict and predetermined progression of
- linguigtic data one runc the rick of blocking the learning procese. loreover,.
" Gumperz shows very well that from the moment ong adoptc a dituational'abproach,
as he did in his Hindu and Urdu courseg, the p¥oblem of progresgion resolves
itself maturally. (Linguistic Repertoires, Grprmare and Second Langunge
Language  Instruction, pp. 87-89). . v

As to preseuntation of the subject-fiatter be taught, one may extrapolate
% from the hypctheses of psycholinguists the following implications for the
vlaboration of didactic material :

(1°)  As the student must discover and reconstitute little by little the
rules which govern the structure and use of the language on the basis of the
materials presented’ to him, it scems advisable to accord a lexrge place, from
the beginning to the nudition of authentigydocuments ,(for exzmple audio or
video recordings) presenting communicatioll situations and acts likely to
correspond to his needs and-his interests (cf. Ingram, Implicationo of the
@ggogx_of Innate Ideas for the Foreign Longuage Teacher, pp. 127-129).

(2°) "students should be encouraged to express themselves freely as early as
., possible, as soon as they feel the deffire or the need : "Liberated Expression"
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° material in function of the notion of correction :
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and the practical use of a foreign language is poth desirable and possible at
even the very beginning stage of study" (Forcign Language Learning, p. 32 ;
a claim confirmed by Savignon's experiment : Cﬁmmunicative Competence),

Besides, it.seems that the only useful exercises are those which aim
at developing commmnicative competence by contrast with pattern drills
(cf. Jakobovits, op,cit. pp. 25-26 ; again, this'is confirmed by Savignon's
experiment results : op, cit.). ' | u

-

(3°) To facilitate development of free expression and to promote the ‘
acquisition of communicative competence, one must avoid organizing didactic

"The child must be allowed to 'try things out', to make errors, and to
gradually achieve understanding (...). ; Similarly the traditionel
emphasis on 'accuracy! and ‘care'! is dengerous and, in inhibiting
language use and experimentation is positively hermful to language
development," (Implications of the Theory of Inmnte Ideas for the

Foteign Language Teacher, p. 130 ; see als6 Savignon Teaching for
- Communicative Competence, pp. 156-158). .
) s 3 )

In particular, no attempt must be made to penalize the student for his
errors begause they constitute for him a very useful means of verifying the
validity of a hypothesis, measuring the field of application of 2 rule and
determining the necetcsary generalizations concerning the use of langucge as an

instrument of communication (cf. Corder : The Significance of Learner's Errors).

(4°) The didactic material should Pe conceived in such a way as to-leave-a

. great deal of room for-obEervation;ﬁfﬁfléction-and exrlanation, =11 of which
play an impcrtant role in the discovery and acquisition of the rules of uce of
the second language ; Candlin comments : "To reverse a dogma, it would be ,
meaningful for them to talk about the language they are learning to perform in,
becaude critical and teccher-guided observation of himself and of others in
performance gitustions is orly what we cannot deny in a process that is

* tacitly in continuous azction by the langucge learner" (Socislingmuictics ~nd
Lommunicztive Lenguage Teaching, p. 43).

% - .

(56) - Finally, let us contravene one lgst dogma by suggecting that one chould
not hesitate to make use of a comparicom or a translction btetwecen ths mother
tongue |and the second language becouse, a8 Widdowson mentions (The Deep
Structure of Discourse =nd the Use of Translation), the latter can muke an
important contribution to learning.

o
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III. Towerds. a4pedagpgy centered on the language needs, motlvatlons and
learning,atraxeg;es of the'learners.

An examlnatlon of the contribution of soc;ollngulstjbs and, psvcho- ’ N
linguistics research over the past fifteen yeaxs reveals the ridhness of -
language activities and the diversity of learning strategies implied in the
acquisition of communicative. competence. Facgd with ‘the wealth'of” possibilities
avgllable, howican one define the objectives and methods of second'language
teaching ? It can only be done by beginning with whatever it is that characte-
rizes the learners., The essential difference between the new and previous ' .
approaches lies in the conversion of a teaching pedagogy into- a learning
pedagogy. For a long time, in fact, methodology was determined in function of
the teacher and the subject to be taught, or the means of teaching, as one can
"mee from the development of audio-visual methods and language laboratories over
the past few years. More often than not, however, the courses offered are -
linear, monolithic, strictly progrcmmed, and intended for an undifferentiated
public, and take no note of the characteristics of the learners involved ; they
claim to teach everybody the same material in the same way, which explains
their partial failures,

\

The only means of improving second language teaching is to centre it
on the characteristics of the learncr, to take stock of what it is that the
individual and the group want to learn and of the best way they con go about it,
while recognizing that these characteristics vary considerably from one
individuel or from one group to another (the very title of 2 collection
published recently by Oller and Richardé* : Focus on the Learner is indicative
of this realization). We shall now examine- the three fundamental pointe of
the new learning pedagogy in turn : analycis of language needs, knowledge of
attitude and motivation, study of learning strategics.

A, Analysis of language needs. -

ew problem here, one brought to
guage teaching to adults. Up wntil

We come to grips with a relatively
light by the rapid development of secoud
recently, the teaching of second lang c# wos seen to mainly by the school,
and at the secondary level, - At this el, in language a® in other disciplines,
.one aims cssentially at giving the student somec generzal knowledge because this
is judged to be an indispensable prellminarj to specialiet training znd because -

it i3 impostitle to foresee the specific knowledge that the child will need once

he is an adult. Moreover, the child generally feeles satisfied with general

knowledge at thie stage because he experiences no need to apply his language

notions in everydsy life. Besides, time is of no consequence for him, not ] |

rl

only because he does not have any immediate nced, but also beczuse school /
learning does not enter into competition with family and professioncl tagks '
and responsibilities. . .o

The problem is completely different and poscesses greater urgency for the
adult who must reckon with the prescure of the cconomi¢ znd cocial upheavels of
the age. On the one hand, an education of a general knowledge.kind A8 of little
use t0 him pince it does not cnable him to acquire the communicative competence
which he nceds in his different -srhores of sctivity. On the other, because of
hisc professional responﬁibilltics, the adult can only devote 2 limited amount
of time to learning. It i's necessory, therefore, to develop a mcthodology which
énables the adult to acquire in a minimal amount of time the knowledge corres-
yonding to h18 language needs. But this learning cannot be carried out once
end for sll : tho socicties in which wo live are for the most part sv open and
mobile that the adult must expect frequent and relatively important changese in
his geographic and socio-professional milieu which will demend of him,
nepecially at tho level of langungo activity, constant loarning and adaptation.
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As a result, one can foresee a fairly sup?le methodology comprising relaiively ’
limited objectives and learning stages which will be self-sufficient, without
in any way blocking access to later acquisitions.

. This new approach presupposes a systematic apalysis of language needs
for the different publics involved, as well as a redefinition of the-objectives
and content of courses in function of #%hese needs.. In the past few years,
many studies have been carried out in"different countries but a unified frame
of reference is still. lacking. “'At the moment, the most intensjive research in
this field this field is the work of a group of experts which first met in 1971
at the instigation of the Council of Europe and under the direction of

Prof. Trim, and which hae taken as its basic objective the following : study
the possibility of organizing teaching and learning of living languages in a
unit/crcdit system permitting a consideration of the needs, motivations and
individual aptitudes of ths ﬁdult student (see Les langues vivantes dons
1'éducatior des adultes).y€1 .4

) So far, motivations and aptitudes have not been systematically studied
within the framework of the project. However, a modcl for the definition of
adult languagesneeds was developed by Richterich gqnd one of «its major asscts °
is that it links.the analysis of needs to acquisition of the corresponding
language operations (see Systémes d'apprentisscge des langues viventes par des
adultes, pp.- 35-66).

-~

Richterich takes as his point of departure the hypothesis that the lan-
guage needs- of adults in the case of a second language are determined by the
1; sge situations in which they find themselves and the language operations
vhfch they are called upon to effect in such situztions, insofar as these are
foresceacble. BEach component of the model, langunge situations and operations,
is broken down into a nuuber of categories in line with the approach developed
by Jakobson and by Hymes of communication events, gituations, acts and
functions (c¢f. above chapter II, A). The overall model may be schematized and
1llustrated as follows

(1) . The zuthor of thece lines, member of the group of experts of the Council
of Burope since its creation, has been greatly inspired by the new
ideas developed in this group. This.section on leanguage needs owes much
to the worl: of R. Richterich, the scction on {he definition of courp=
content (IV, A) 4o tho woerk of D, Wilking and J. Van Ek en the |
threshold lovel-'in Englich and to the CREDIF worling-group on the )
threcheld level in Prench, finally, the section on the role of multi- :
media eyotems (IV, C) to the roflsctione of J. Trim anfl 1. Kuhn,
Wrnetheloss, thic report only zlludes, end in 2 personal way, to certain
zopects of the project. For a more couplete and objective presentation,
the interested reader should refer to the documents jubliched regularly
by the Council of Burope. . ; @ .

Y
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LS = Lenguege situation o e . .
& A. Agents (in pa§tlcular social, psychologlcal and lpnguege ° '\
* - roles). Y . -

B. Moment (hour, duratioq{\;chuehcy, eto.).
mi

ieu, etc.). X .

C. Place (region, place,

L0 = Language operations : ) . o

D. Functlons (etpr§591on, deecrlption, argumcntatlon, request,
etc. ).

~~"

E. Obgect (ﬁctlon, fact, sentiment, oplnlon, etc.).
F. Means (spontuneous specch, writlng, reading, gtc.)

LN « Language needs defined by Ahalysis of the above categories. .

‘

fa LA =« Language acts, operatiomal tranélation of necds. T .

LS = Learg}ng situntion

G. Agents (in particular identitiesc and role. of tcachers and
learners). .

e W

H. Moment (hour, duration, frequency, etc.).

: I Place (country wherc one speakes or docs not cpeak the
g language taught, class, frmily, ete.).

i

g L,O = Learning operctions

: 1

% . J. TPunctions (lictening, understanding, rcading, Gpeuklng,
] eto.).

' K. Object (bentencee, uttcrances, cte.). o

L. Means (teachers, sound cnd visual aids).

L1N = Loarning needs ns defined by annlycis of the varioue categorics.

L, A = Lleoarning actc, operational tranelation of needs.
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LS = Lengu‘.ge situation . / ’
. . A. Agents (inlpaz)'tlcula,r social, psychological and lgagu.ge
roles).

B. Moment (hour, duratioy, frequency, cte.). .’

F S Place (region, place, milieu, stc.). <

L0 = Language operations “ ’ .
. D, Functions (e*cpr&)asslon, description, argumg tation, request,
R ~atc. ). .

E. Object (sction, fact, sentiment, opinion, ctc.).
’ a

- F. Means (opontancous specch, writing, reading, cte.). >

3

LN = Language needs defined by; analysis of the gbtove c¢categories.
o LA ‘=« Longuage acts, operatioﬁal translation of neweds.

L1S = Learning situction

G. Agents (in particular identities and role of teachers and

“learners).
- . H, Moment (hour, duration, frequenc:;, etc, ).
- 1., Placo (country yhere one speaks or docs not_spesk the

language taught, claog, frmily, ete.).

[ 3

L,,o Lca.rmng operations .

J. F‘unctiom (listtimng, undergtanding, reading, ospecking,
cte.). ’

K. Object (cﬁn"toncec, utterances, utc.).

L. Mecans (te&&)wro, sound =nd vioual uidn)
L1 Il = Loarning necde ns dofined by anf;lydis of tho various categorins.

L.A = Learning actc, operational translation of nceds.
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The modgl also contalns aoscale of revisiqn Whlch shouid make. 1t : .
possible to.determine the degree of forese ablllty of needs by category ; a.gcale’
of analysis, to determlne the degree ol specificity Of npeeds required- in each
.case, and a correspondence scale which should permit measurement .of the ge
of correspondence botween a language act and the need to which it is’ a;response
(for example, asking for a packet .of cigarettes in a kiosk)~and the léagning . *°
act (for example repeating in a language laboratory the sentehce "I'would llke
a packet of bluye Gauloiges"). “This last.elemertt appears part1cular1y interes~
tlng because its importance has been consgantly'unﬂerest:mated in the teaching
'methodologies of second Ienguages. Finally, the model is completed by an v
analytical classification of. the: categeries of adults who may need to learn a

LS

Rlchterlch’s model , whlch can be ea811y adapted to non-adult publlcs,
constitutes a valuable 1nstrument for the analysis of language nesds in- they
different caxegories of learners and in consequence for the definitl course,,
content ‘in té¥ms of communication situations and acts (see the application made-
of it by vhn. Ek Th defining a course content aimed ai-ensurlng,a minimum
pommunlcataon.competence in English : The Threshold, Level -in a European Unit/
Credit System for Modern Language- Learning by Adults). One only regrets that
the analysis of, compdnents, situations and”languzge Operatlons entails long

‘enumerations of part1cular roles, places, moments, means, etc, ; it should be 2
posélble to avcm an excessively detailéd description of- ne by ,reducing -
‘thesé elements to a more limited number of categorles Qr fed®ures, such as is v
af%empted in soc1011ngulstlc description. * S

) ‘ e - @ -: . ™ - p
: Attitude and motl,yatlone ; .

-

)

gL Overﬁand above the 1anguage needs oﬁ:learners,,a learnlng pedagogy should
fake ‘account of their attdtude and their motivation vis-3-vis the second

- lariguage, two factors Which have been neglected or trsated in sugmary fashion’

in the teacgnng of languageés.. . The probIem, -it is true,.did not crop up with
muech force school, where ine public is,captive and course attendance - |
gbligatory.. Efforts W%re simply made to sustain the pupil's motivation durlng
the lesson either.as in the’ traditional. ébhool by varying ¢ ?iav1t1es, or by
keepmg students constantly active 'and in ,prov1d1ng reguler e1nforcemeut/rep1y‘;
to their work, ps in the aud10-v1sual or language: laboratory, class.” This was

not enough, as Hester's remark quoted in chapyer:l test1f1es, and the .results
~of a survey conducted in- England by Burstall (2 ) Take clear 50% of students
passed -from a positive attitude to the second language at the age of 8 to a .
negative attitude after three years of- study. The ‘problem- presents 1tee1f sven-
more acytely in the case of teaching of adults ;-here, freed of obligatory- -
aducation and overrun with professional or famlly activities, they abandon vheir
gecond language courses, and in a very high proportion, as soon as their '

motivatiorf is na longer st1mulated * This lowering of rotivation, visible as. s
much in the case of the adults'as in that of children, is no doubt partly - R

attributable to'the second linguage- courses actvally given and more specifically
to a content that is too general and too far removed from the necessities of.

)
*
e ’

' . R
P . ) hd - >

(2) " Reported by M. Gagnon in "L'att1tude de l'elevo comme facteur d_'no
- " 1'apprentissaege d'une- langue seconde'. Acts of the IVth collogu*um of
the Canadian Associatio: ‘for Applied Lingdistics. -Quebec, CIR3; 19%4,p. 127
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communlcatlon and to aftyle of presentation that is too dzrectlve and
nrechamcal 3}. -Thu#, it is possible that a more divversified methodology such

as is presented here, better adapted to the needs of learners from the® point
of view .of’ course content and from-that of learning strategies, would permit

.
N .

"

professionally), But Lambert and Gardner who carried -Sut.a large n r of

experiments in Canada over the past dozen years on the effects 6f attitude

and. mot;va.tlon on ithe *acquisition of second languages, ha.ve drawn attention to
~ the crucial importance of another- factor in the suctegs or failure of the "~

learner : this is integrative motivation {so-called because it reveals an

intérest in the other community which leads to a desire 1o be ;Lntegra.ted in 1t)

(see Attitudes and Motlvatlon in Second Langpage Learning). .

‘
<

. is to say one aiming at 2 utiliterian goal ,such as succeedlng in st:Xz;or .

. The .etudles of Lambert and Ga.rdner, which deal mainly with the lea.mlng ,
of French by. English-speaking Canadians; show that succgss ‘depenided yon two

.. independent factors. : on ihe one hand, what we e,l'rea.dy knew, namely the

.. aptitude and’ verbal 1n¥elllgence of -the learner ; on the other, thé¢ attitude

+ ' and motivation (in particular, the 1ntegrat1ve ors.entetlon towards the French- _
speakmg cOmmum:ty). This last point is 1nterest1ng frcm: more than one pomt
of v‘1ew.‘ X . . ST ] .0 . ’

First of all, it draws’ qQur attention %o the fa.ct tha,t the E\cr.xnez erable Lt
; sums and efforts, invested iu. the remewal .of second language pedagogy well
. . be useless if one fails to take note of the ‘crucial role of. attltude an "
- motivation in learning. Again, it opens up ‘new posgibilities ofactien for the
T pedegogue ¢ if, in fact, succéss Factors such 28 apt#tude and verbal - :
" intelligence are fér the most part beyond the ‘control of, the .tegcher; it should *

Ga.rdner and Lambert observed in pa.rtlcula.r that the’ attitudes of ‘students™

children’s attitude. The sa.me my be true of the, sehool a.t)d esbecm.lly of
the Jlanguage course.: , , ; . ‘ C
9 P L J_‘I T s
If one examines in greater detail the compos:te features of this more
or less integrative attitude : degree of gnomy (feehng of e.lleno.t'lon,
,dissatisfaction or social “insecurity) ; of authorltanamsm (antidemocratd?d
*  ideology characterized by geherallzeq prejudices towaris stra,ngers) i of
ethnocentrlsm (an attitude whereby all social phenomena ope referred to one's
owvn culture and endow it glone with value), of. social 1,nqu1s1t1veness, then
: - “ore is forced to admit that these profound cha,racterlst:.cs of- personality and. '
k- attitude have become fully crystallized thanks to the social milieu before
i the process of learning-a second ‘language begins and consequently 1i'e for the
g . most part beyond the influence of the teacher. The large-scale study conducted |
3 " by Lambert end Klineberg in 1967 (Children's Views of Foreigm People : a Cross
National Stugl) showed that it was towards the age of ten that children have
y . the most apen attitude and are the most receptive to hngulstnc and cultural
S differences. The experiment *of Sa.v:Lgnon (Communicative Coumetence) of which
e .we have alrecdy spoken, which deals with the teaching of French to American
students at the University of Illinois, md;.cates that the idea of granting a
la.rge place in the language course to the discovery of the- sccio~cultural milieu-

LY

o

N .

(3) . .These two points appear clearly in ‘the observations 6f C. Burstall in .
* French in the Primary School ¢ 'pupils who dislike French frequently
. instance the dlffaculty of understandlng the tape-recorded sections of
the French lesson as the mein. reason’ for their dislike French, while those
who like French tend to describe’ the tape-recorded material as dull,
. ‘repetitiyve. and boring. The majority of pupils express a strong preference
for realistic communication situztions, not Mjust listening to.a tape"

J
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is a strong case for redefining the ob,]ectﬁves of teachlng French to

~ at least a pa.rtla_l resolution of the problein of instrumental motivation (that .

be possibie to. influence-the attitude of the studept.towards tif: second Llanguage.

EKC (p. 107) ;and further on : "To jydge from the pupils' -own comments, there .

-

parents towards the other community greatly 1nf1uencbd the* orlentatlon of the ‘\ _
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communxcatxon and to'a style of presentaxion that is too d1rect1ve .
mechanical (3 ’ - Thus, it is possible that a meore diversified methodology such
as is presented.here better adapted to the needs of learners from the point
of view of course-content and from that of learning strategies, would permit
at least a partlal redolution of the problem of instrumental motivation (that ~«
< is to say one aiming at a utilitarian goal such as succeeding in studies or- T
professionally). But Lambert and Gardner-who carriedfout.a large number of
experiments  in Canada over the pasi dozen years.on thé effects of attitude
and motivation on the acquisition of second languages, have drawn attention to
the crucial importance of another factor in the success or failure of the¢ )
learner : this is.integrative motivation (so-called because it reveals an b
interest in the .other community which leads to a desire to be integrated 1n 1t)
" .(see Attitudes and Motivation in Second Language Learnlng) R

: The, studies of Lambert and «Gardner; which deal mainly with the learnlng

of French® by Engllsh-speaklng Canadians, show. that success depended on two
1ndepenaent tactérs : on the one hand, what we already knew, namely the
aptitude and verbal intelligence of ‘the legrner j~pn ¢he other, the attitude
and motivation (in particular, tHe 1n$egrative or;Sgtatlon towards the French--
speaking. commﬂnlty) ThlS last point 1é.ihte\/§t

-from more than one point
of view. . .

Flrst of ally it draws -our attentlon to the fact that the con81derable
sums and efforts invested in the renewgl of second language pedagogy may well
- be useless if qne fails to-take notd of the crucial role of attitude and
motivation ih learning, + Again, it opens up new possibilitlee of action for the
pedegogue : if, in fact, success ‘factors such as aptitude and verbal
intelligence are for the ‘most part teyond the control of the teacher, it shOuld 3
- be possible to influence*the attitude of. the student towards. the second language.
Gardner and Lambert observed in’ partlcular that the attitudes of students’
payents towards the other commnity greatly influenced the orientation.of- the

,."W children's attitude. The ‘same may be true of the schdol, *and espe01ally of
., the language course. . ) ‘
g‘s ia If one examlnes in' greater detall the comp051té features of this morte

- or less integrative attitude degree of anomy (feeling.of alienation,
.dissatisfaction or social 1nsecur1ty) ; of authoritarianism (antidemocratic ..

¢ ideology characterized by generalized prejudices tOWards strangers) ; of -
ethnocentrism (an attitude whereby all spclal phenomena zre referred to one's,

S 'own culbure and endow ‘it alone with va1",),‘ox ‘social 1nqu151t1veness, then

T one is forced .to admit that these profound characteristics of personality and

; attitude. have become fully crystallized thanks to the social milieu before

. the process of learning a second language beging and consequently lie for the

: most part beyond the influence of the teacher. The large-scale study conducted N

1 by Lambert and Xlineberg in 1967 (Children's Views 0f Foreigm People : a Cross

ﬁ National Stu@x) showed that it was towards the age of ten that childrem haveé ‘

S the most open attitude apd are the mostereceptive to linguistic and cultural

" * differehces. The experiment of Savignon (Communicative Competence) -of which

-we have already spoken, which deals with the teaching of French to American

8 students at the UnlverSLty of 1111n01s, indicutes that the idea of grantlng a

3 large place in the language course to the dlscovery of the socio-cultural m111eu

LI - B o . i

1

“(3) These two points a{pear clearly in the obserVatlons of C. Burstall in.
French in the Primary Scho@l t "pupils who dislike French frequently
instance the difficulty of understanding the tape-recorded - sections of
the French lesson as the main recson- for their dislike French, while those

, who like French tend ‘to describe the tape-recorded material as dull,

repetitive and boring. The majority of puplls express a strong preference

for realiBtic communication situations, not "just listening to a-tape"

*(p. 107), and further on : "To judge from the pupils' own comments, there y

is 'a strong case for redeflnlng the objectives of teaching French, to .

_maet the pupllsf different needs" (p. 109)
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and of the civilization of the second language (whlch might have developed the
«~integrative attitude of the- learners) has no influence on success. It seems
difficult to develop the integrative orientation of learners to improve their
chances of success in learning a second language. Lambert draws our attention

to the negative effect of. another element which dominates language -courses,
partictilarly those which are illustrested, and t¢ which a positive walue has
always been attached because it. supposedly motivated students : a pleasantly -~ ~°
caricatured way of represenfing in the d1alogues, texts and pictures, the

speakers and the socio-cultural milieu of the secongd 1 e. Lambert (02. eit. )
shows, in.fact, the negative effect of these sterotypes ithe Frenchman who is .
talLatlve, mocklng and a drinker of red wine, etc ) on the attitude of the learner

e towards the second linguage. Thus, the course based on these methods, far from

sustaining the motivation of the student, merely exacerbates his prejudices and *
his reserves in respect of the other Iénguage and the other community, lnstead

of dissipating them, as, would undoubtedly have been’the .case with the use of
vauthentlc sound and vishal documents. We shall return to this|point, which
constltutes an important element of the new methodology, in Chapter IV.

Instrumental and 1ntegrat1ve orlentatlons are not the only fnctor°

-infYuencing learning motivation in the case of = second language. Burstall who,

in 1970, carried out' a vest inquiry into the teaphlng'of French in the primary L.
; . sthools of Great Britain (Frehch in the Prlmagy -School : Attitudes and Achievement) . .
: . ‘underlines a factor which strikes her as more important than the preceding twoc
i . . in terms of success : "Early achievement in French affected later attitudes
{ : towardSvlearnlng French and, later achievement in Frencin to a significantly

greater extent thah early- attltﬁdés towards learning French affected the
1 - -‘subsequent development of either attitudes or achievement" (Fac»or° Affecting
L Foreign-Languagce, Learning, p. 17). In dgther wordg;, one'’ s experleuce, happy or_
. unhappy, at . the start of legrning a gecond language, seems t6 have crucial 4
1 importance for' one's later attitude towardé this language émd cne's chanccs of
S success in learnlng it, -

~
o

(P Learning strategics. : . :

v

The methodologies of second language té%vhing vased on behzvioural
psychology acsgumed that a good means of learning existed which was valid for
all, the progression of which was ‘determined by the difficulty of the structures
studlcd and the. presentation of which was governed by a few general principles
“such as the priority of the oral over the writien, the breaking up of the lear-

*  ning task inte small’ stages and tho constant reinforcement of student responses.
The positions were relatively dogmatic : beginners who complained that ‘they could
not learn without written aids or the adolescents who protested against the
monotony of‘the pattern drills at the language laboratory, were obliged to follew
o . the strict directives of methodologiczl hand-books., There was o refuszl to
"~%1<)acknowledge:the characteristics of the learner in favour of o wniform and universal
,-approach. But, =28 we have secn in Chapter II, nothimg permits one to suprose that
all individuals learn in the -scme moniier and everythlng indicates that the wanner
-proposed by the first audio-lingual methods was not the btest possible. It '
'sufflces, moreqver, to observe the way in which s child or zn adult leurne a
second language on the’ spot to realize that another way of lexrning dees exict
- ond that it is ‘completely different since it doee not respect the principle of
a progression by emzll stoges, has no recourse to pattern drills, and is nonethe-
less effective..- % K
. We are not supposing that this mecans of lemrnlng ig possible in the school
: ﬂC)w settilg but decuce from this obscrvation that diiferent learning strategies,
: Pﬁ) exist, dependihg on the situation and no doubt on other factors such os 50cio-
‘ culturul milieu, age, previgus knowledge and so on, of .the luurner.

'l
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. Unfortunately, our ignorance in this field'is blatant, even in the case
o * of the acquisition of the .mother tongue, and al} the more 86+ in the caezrof a
? second language The picblem is that it is very difficult to gather, infcrmation
5 on the cay in which ah individuzl learns a language, because. one has to do with
mental processes which ‘escape direct observation. The most promising approach
in this teira 1ncogn1ta fibm the pedagogue'e point of view is undoubtedly that
which was devéloped rapldly in 1969 following an articld by P. Corder (The
'S;gniflcance of. Learners' Brrore) the unalyele of errors (see the collection
recently by Richafds- under the title : Error Analysis, Rerspectives
Acquisition).’ The deecrlptlon of the errors committed in

ng ok a second language may be envisaged in relation io diffbrent .
gocls : preventdon of errors, evaluntion of acquisitions and ignorance of
student etc., We are only interescted here in-errors in the degree to which.

' they .constitute a pr1v1leged source of 1nformatlon on the learning etrategles

| " developed by the student

*For a long time it was thougiii thut eepeolally brlght students nbde
errors in a second langunge mainly because of three fociors @ the studént's
laziness, interference due to the mother tongue and poof progression of the
course. ‘Let us leave the.first factor aside ; it is ifppossible to analyze it
exactly, but it may be linked to motivation, of which we have already spoken.
As %o the second, always judged crucial, and which led to rejection of
translations, resulted in no explicit reference being made to the mother tongue
in som® courses, and in the sixties brought about a considerable -development of
contrastive analyses between the structures of the mother tongue and those of
the second lunguagc in oxder to anticipate ‘cnd prevent interference, its
importanc e has beén greatly reduced in the light of recent research. If one
examines the results of several studies conducted in very different milieux,
one nqtes that the proportion of intérlingusl errors (1nterference with the
mother -tongue) varics ‘between 5(ba(eee Tran'e-thosis on the learning of Spanisch

: by English-speaking Canadlans), 2150 (Olsson's study on the learning of English
. .. by pdoloecent Swedec) and 5% (Dulay and Burt's study on the learning'of English
by Spanish-speaking children, 5-to 8 years of ege). None of these studies |,
justifies generclizations and definite conclusiens ; they suggeot ronethelers,
: , that the role of the mother tongue in the learning of o second langua ge is not
i as negative as has been claimed, and that it would be ‘desirable at this stage
i to transfer emphasis to other aspects of learning strategies for the second
‘ " language. The fact -is thot studies we have referred to reveal a high proportion
of intralingual errors (erronoouc génerg, llzatlons at the interior of the
system of the second language) ; one can even see, in fields such as morphology
or.the syntax of 1nterrogatlon and negation, that the errors committed in the
second languagg .were the same and appear in the smme order as those ‘committed
by a emall child learning his mother tongue. (cee words of Gervie, Natalicio
-~ and Natalicio, Raves and lfiion, mentioned in the bibliography).

4 . Given that these errors clearly constitute an obligatory stage in the

. learning of the mother tongue and end up by being corrected automatically _
d . without outside help, one may form the hypothesis that this is at least partly
true ‘of the second language, and this in turn leads -us to suppose

(1°)  that they zre useful, cven necessury for the learning of the second
¢ language andls that it 'is useless, perhaps even prejudicial, to attempt to
prevent them at any price, as is recommended by one”Skinner approach ;.

3 (2°) that they are lees serious und unddubtedly easier to correct later on .
' than might appear to be the case., .

These hypqthesee, if they'ure verified, are extremely important for the
renowal of pedagogy. In fact, all the methodologlcai propositions which we
ovelop in this report on the need to comminicate freely from the beginning
[:R\!:f the learning proceee, the usc¢ of authentic documents, the 1ndiv1duallzatlon

o
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. U ortﬁnately, our ignorance in this'field is hlaténtl even ‘in the.case o

> of the acquisition of the mother tongue, and all the more so in the case of a
-second language. The problem is that it is very difficult to gather infcrmation

on the cay in which an individual learns a language, bechuse bgp‘has to-do with.
mental processes which escape direct observation. The most promising approach
in this terra incognita from the pedagogue’s point of view is undoubtedly that
which was developed rapidly in 1969 following an article by P. Corder (223

Significance of Learners’ Errors) : the znalysis of errors‘(see the collection

published recently by Richards under the title,: Error Analysis, Perspectives
on Second Language Acquisition). The description of.the errors, committed in-
the learning of a second language may be envisaged in relation to-different
goels : prevention of errors, evaluntion of acquisitions and ignorance of
student etc. We are only interested here in .errors in the degree to which
they comstitute a privileged source 6f information on-the learning stretegies

+developed by the student. 7 o

For a long time it was thought that especially bright students made
errors in a second language mainly because of three foctors : the student's
lazinees, interference due to the mother\tongue and poor progression of the
course. Let us leave the first factor aslde ; it is impossible to analyze it
exactly, but it may be linkeéd to motivation, of which we have already spoken.
As to the second, always judged crucial, and which led to rejection of
translations, resulted in.no explicit reference being made to the mother tongue

- in some courses, and in the sixties brought about a considerable development of

qéntrastive analyses between the structures of the mother tongue and those of
the ‘second languagc in order to anticipate ©nd prevent interference, its .
importanc e has been greatly reduced in the light of recent research. If one
examines the results of several studies conducted in very different milieux,
one notes that the proportion of interlingual errors (interference with the
mother tongue) varics betwecn 505 (see Tran'e thesis on the learning of Spanish
by English-speaking Canadians), 217 (Olsson's ctudy on $he learning of English

. by ndolopoent Swedes) and 5% {Duluy and Burt's study on the learning of English

by Spanish-speaking children, 5 to 8 yearsuof”age)£ None of these studies
justifies generzlizations and definite conclusions ; they suggest, nonetheleess,
that the role.of the mother tongue in the learning of a second language is not
as negative 28 has been claimed, and that it would be desirable at this stage
to trhinsfer emphasis to other aspeects of. learning strategies for the segend
language. The fact is thot studies we haye referred to reveal a high“proportion
of intralingusl errors (erroneous generzlizationg at the interior of the

system of the second language) ; one éan even see, in fields such as morphnlegy
or the syntax of interrogation and’ negation, that the errors committed in the
second language were the same and appear in the scme order as those committed

" by a cmall child learning his mother tongue. (cee words of Gorvie, Natalicig

and Natalicio, Raven and Ifilon, ment¥oned in the”bibliography).

Given that these errors clearly constitute an obligatory stage in the
learning of the mother tongue and end up by being rorrected automatically
without outside helyp, one may form the Lypuihesis that this is at least partly
true of the sccond 1 age, and this in turn leads us to suppose

" (1°)  that they &x¢ useful, even necessary for the learning of the second

language and that it is useless, perhaps even prejudicizl, to attempt to
prevent them at any price, 2s is recommended by one Skinner upproach ;

.(2°) that they are less serious and undoubtedly easier to correct later on

than might appear to be the casc.

b

These hypotheses, if they ore verifged, are extremely important for the
rencwal of pedagogy. In fact, all the methodologicals propositions which we
develop in this report on the need to communicate freely friom the begimning

of the learning process, the usc of authentic documents, the individualization
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and zutonomy of learning - all of them. activities which generate errors on the
part of the learner - have been condemned up until now by the pedagogy of the
second language, precisely because of an éxglusively negative concept of the
role of error in learning. ‘ ' —

As to the third traditional source of errors - an insufficiently graduated

‘presentation of, and progression in the teaching material - recent research in,

error analysis has brought to light information, which puts in question certain
widely accepted opinions in this regard. They confirm,; first of all, that &
certain proporticn of ‘the errors committed was due neither to inﬁerlingual
interference nor to intralingual gencralizations, but to teaching material.
Moreover, they show that these errors were not the result of a poorly,graduated
progression, but due to the conception of the exercises themselves and in .

. particilar’ of the pattern drills. Olsson (A Study of Brrors) and Jain (Error

Analysis ¢ Source, Lause and Significance) reveal that the mecHanical gheracter

‘of these exercises and the paucity of linguistic data which ‘they offer the

.

learner reinforce the natural tendency of stuflents to overgeneralization and

 lexd them to form false hypotheses concérning the structureg of .the second

language, These results confirm the observations made in Chapter II on the

"danger of making too strict a selection of the data given the learner and using -

certain kinds of exercises too intensively.
. ¢ R .

. Lestly, the anclysis of errors casts a new light ,on the fundemental
prcblen of ‘what bgsic elements are to be given the learner. Up until now, the .
principle of the identity ‘between data to be given the student (input) and the
knowledgs which he would acquire (output) was implicitly admitted. Audio-visual
courses present the student with exactly thosé structurce, the mostery of which
constitutes the objective of the course. It is not clear that this is the best
way to proceed : every redagogue has hed occasion to observe thot certain
structures, the object of intenese work, are not at 2ll, or sre badly, mcstered,
while others, which have not been treated explicitly, are-acquired with no
trouble whatsoever. As 2 result, one may formilate the hypothesis that it is -
gometimes casicr to lead,the student on to a knowledge of certain. linguistic
structures by indirect means. Thio hypothesis is supperted by a very interesting
experiment. of Veldman (Error Anclysis shd Pedagogical Ordering : The Detormination
of Pedagogically Hotivated Sequences). thile toaching the Freuch interrogntidn
wzigqfst-ce que-and eubject invereion to American students, Valdman observed
tha
P

They produced o high proportion (a third) of comstructions of tht form
'0i vous &tes .nllé 3 Ploomington ? - something he had not taought them ond

which could not be accounted for either by interfercnce with English, the mother
tongue, or by contzcts with French-speaking individucle. In other words, the’
students had learnt forme which had- not been taught them. On the boois of this
obgervation, Valdiwu began o Second experiment by tenching thece forme, only
introducing the est-cc que Construction later on ; this‘time the students produced
o mejority of corrcct cet—ce que forms. This result is very import-nt for tluree

‘rengons ¢ first of all, it chows th~4ytility of using indirect mcthods vhich

moy often involve simplified forms. (2nd partly agrammatical ones in terms
of the standsrd norm) of the kind found in creoles z2nd sebirs (see Hymee,
Pidginizotion and Creclisction of Languages) in order %o attain the decirad
objectives ; seccondly, wnd as a corollary, it confirms the hypothesis ncconding

+

(4) H.G. Widdowson presents a very illuminsting exposé of the rercpertives
‘ and difficulties of thic.approach in The Sigmificance of fimpliiiszntion,

;;:}
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to which it is possible from the begimning of the learning process to precede

& grammatical correction by communicative competence without in any way prejudi-

oing this process ; thirdly and lastly, it opens the way to new methode of

establishing progressions, no longer in terms-of the description of the system

of the second language, but in terms of observation of the learning strategies

of the student. . )

3 ’ This rapid overview of recent research has encbled ue .to reveal a

‘ ceftain number ol global hypotheses concerning learning strategies which have
interesting methodological implications. However, we havé not made much '
progress in respect of one point which strikes us as very important : the
diversification of these strategies in function of certain characteristics of
learners such as age, socio-cultural milieu, etc. Recent work in this area . -

" is insufficiently developed to permit us to draw valid conclusions.
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Iv Héthodolqgical implications.

In the preceding chapter we had occasion to notice with respect to the
attitudes, motivations and strategies of learning, that our scientific
knowledge app¥ars very slight indeed whon compared to our ignorance. Nonethe~
less, we do at least possess certain data from which we may be able to draw

.some implications for a methodology of second langudge teaching. These

implicatiaons should not be interpreted in the light of new dogmes but sinply
as suggestions likely t6 orient reflection and research. Ve will treat

" - successively of the problems of definition of course content in function of

language nceds, individualization of the learning process, utilization of
authentic documents, and the role of multi-media systems.

4. befinition of course content in funttion of language needs.

The results of the analysis of language needs (cf. III,A) leads one to
redefine the objectives and the content of. language courses in a way thet is
new by comparison with traditional menucls and audiolingunl courses. It is no
lpnger a question of simply learning to concimict correct sentences, but of
learning to realize in an approp¥iate way specch acts in communication
pituations. ' Az it happens, the reference.grammars usced by the authors of
lunguage courses treat only of the siructure of sentences and c¢ven then neglect
the modalities which express the point of view of the’ speaker. It scems useful,
thercefore, to. produce in rough outline here an analysis of the structure of
speech acts and of their conditions of realization in order to show how course
content may be defined in these terms. This sketch, too brief’ for such
complex subject, should not be taken too literally and is included for its
illustrative volue alonc, Each speech act may be analyzed so as to produce a
certain number of composite elements which mey be schematized as follows : .

IN REACTION TO AN ACT "A,"/ THE SPEAKER "3"/ EXECUTES ACT "A,"/ AIMED AT
> < - ‘)' .
INTERLOCUTOR "I"/ IN SITUATION "S"/ WITH REFERENCE TO "T"
’ 3

Each of these composite elements of the n~¢t can determine certain
acpects of it’s reslization in a langunge. Let, us toke, for exomple, spoech
act "Ao" "to ask someone for infurmction" § its linguistic realization depends
on the following factors : .

(2) the nature of Act "A4" which precedes it in the communication event @
one doce not ask for information in the come way if one is addressing
someone for the: first time, or if ~ne¢ wents some information in addition
to that zlready given by the interlocutor ;

(b) © the relations of power (or authority) and solidarity (or intimacy) |
© . betwecen the two speakers : there aré differences between the way one
osks a friend, a stranger, a superior or o subordinate for information ;

>
-

(¢) the commumicztion situstion : between the smme vpeakers the situation. |
can imrose a porsonal relationchip wr - transactional one (charnetorised
by neutralization of personal rclations and reepect for the reciprocal ¢
righte end duties of “the speakerg) which would govern a morc or less

- formal rcquest for information Yo

-

(a) the objeet to which the epcech act refers : one does mot ack for
- information in the same way in respect of a sports'! article or 2 death ;
(6)  the commurigation channel, written or orcl, )

30
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The reader may have noticed-that in this analysis, and by contrast with
Richterich's, the composite elements of the act are not defined in terms of . .
specific elements belonging to the external world : role of father or director,
post-office or railway-station, but reduced to a limited number of more abstract
pertinent features such as perconal/transactioncl in order to recch a level of.
generalization which seems essentiazl forWany pedagogic application. . .

‘Now that the conditions governing the different realizations of a
spcech act in diverse communication situations have been briefly outlined, it
moy be useful to examine in more depth the question of content. Each speech
z act is accompliscked by an utterance in line with conventions $0 which we shall
‘ returd, The content of the utterance may be analyzed in different types of

predications embedded one in the oﬁher. At the first level are found predicates
" which, for the purposes of the expbse we shall call locutives ; these determine
- the kind of relation established between spenkers. We-shall work essentially
with three kinds of locutive predicates (in naming them we have drawn on Austin's
terminolpgy in How to Do Things With Words) : :

-

(a) exercitives, represented by verbs such as prier (to pray), supplier
to supplicate), demander {te ask), proposer (to propose), suggérer
to suggest), conseiller (to advise), recormender (to recommend),
grdonner (to order) permettire (to permit), sutoriser (to authorize),
défendre (to forbids, interdire (to prohibit), etc. ’ . -
defendre inverdire

*

(v) expositives : admettre (to admit), avouer (to zvow), contester (to
dispute), nier (to deny), confirmer (to confirm), assurer (to assure),
romettre (to promise), jurer (to swear), constater (to certify), dire
,to‘sayfj annoncer (to announce), affirmer (to affirm), avertir zto
warn), etc. . o ~
(c)  behabitives : remercier (#0 thank), louer (to praisc), féliciter -
(to congratulate), approuver (to approve,, excuser (to excuse), -
ardonner (to Qardonj, blamer (to find tault #ith), désapprouver " )
!to disapprove), rcprocher (reproach), etc. ’ .

These predicates iy be combined ; for example, there is the exercitive-
expositive combination : je te demande de me dire 8i ... (I'am asking you to
tell me if-...) which is -very ccmuon since.il is at the basis of interrogdtive
utterances. o . - N

et B b Mo 26,

At the second level are found the modal’predicates or modalities, which
play a preemincnt role in communication, since they express the point of view
of the speaker concerning whatever it is he do talking about. One may distin-
guish three basic ‘types 9f°m%§g1'predicatés : L

" - (a)  logical modalities, represented in French by douter (%o doubt), supposer
(to suppose), penser (to think), -croire (to believe), savoir (to ¥mow), -
impossible, improboble, pout-8ire (rerhaps), poseible, sembler (to scen) ,
paraftre (to appear), probable(ment), nécessaire, falloir (to be
. % necassary), to name the most common ; i )

e O T e A T W 9T

(v) affective modzlities : heureux (happy), content, satisfoit (satisfied),
surpris, triste (sad), mécontent (discontented), regretter, avoir peur
%o be afraid), inquiet (anxious), espérer (to hope), souhaiter (to wish),
désirer, préférér, vouloir (to want), exiger (to.demand), etc. -

(c) aspectual modulities : with the two series venir de (has just done

: somothing of other), 8tr¢ on train de (is in the process of), aller

] * (is about to), commencer & (is beginning it), se mettre & (begine it),
. @  .continuer 3 (continues to), cesscr (stops), finir de (finish a current

o

Jactivity; y etc, 3 . «
) . I'4
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The reader may huve notlced that in thls analysls, and by contrast W1th
Richterich's, the composite elements of the act are not defined in terms of :
specific elements belonging to the external world :
post—office or railway-station, but reduced to a limited number of more abstract
pertinent features such as personal/transactional in order to rezch a‘level of
goneralization which seems essgential -for any pedagogic application.

role of father or director,

Now that the conditions governlng the different realizations of a
spcech act in diverse communication situntions have been briefly outlined, if .
mey be useful to examine in more depth the question of content.
act is accomplished by an utterance in line with conventions to which we ehall
The content of the utterance may be analyzed in different types of °
At the first level are found predicates

Each speech

predications embedded one in the other.

which, for the purposes of the expose we shall call locutives ; these determine
. the kind of relation ectablished between speakers,

with three klnds of locutive predicates (in namlng them we have drawn on Austin's
- in How to Do Things With Words) :

We shall work essentially

terminology

exercitives,
to supplicate), demander (to ask), proposer (to propose),
to suggest), conseiller (to advise), recommender (to recomrend), .
ordonner (to order
. défendre (to forbld

represented by verbs such as prier (to pray), supplier

suggérer

permettre (to permit), autoriser (to authorize)g
, interdire (to prohiblts, etc,

admettre (to edmit), avouer (to avow), contester (to
dleputé)} nier {to deny), confirmer (to confirm),

jurer (%o swear),,conet«ter (o certify)
announce), affirmer (to afflrm), avertir

ogitives

assurer (to aesure),
romettre (to promisey,
, annoncer (4
warn), etc,

behabltives'
(ﬁcmpwﬂuﬂ,

pss

{0 dieapprove ’

remercler (to thank) louer (to praisc), féliciter
excuser (to excuse),
,) blamer (to find fanlt with), desapprouver

reprocher reproach\, etc.

”héee.predlcatee nay bve. combined e for example, there is the exercitive-
expositlve combination 3 je te demande de e dire Bi ... (I am asking you'to
tell me if ...) which.is very common since it is at the basls of interrogative
utterancos. ’

ouver (to approve

At the second level are found the modal predicates or modalities, which
‘play a preeminent role in communication, since they express the point of view
of the speaker concerning whate
guish throe basic types of modal predicates i

vEr it is he io talking about. Onc may distin-

suggoscr

logical modalities, represented:in French by douter (to douwbt),

(to suppose), penser (to think), croire (to believe), savoir (to know),

erhepe), poseible, sembler (to scem),
nécessaire, falloir (to be

inposgible, improbcble, peut-8tre |
Earaftre !to appear), probable(ment);
necassary), to name the most common

offective modnlities " heurcux (happy), content, satisfait (eatlofled),
urpris, triste (sad), mécontcnt (diecontented), regretter, avoir peur
to bp afraid), inquiet (anxious), es érer (to hope), souhaiter (to wich),

désirer, préférér, vouloir (to want})

($o demand), etc.

aspectual modclities with the two- series venir de (h 26 Juot done
~something of othdr), &tre cn trdin de (ie~1n the process of), aller
(is about to), commencer & -(is beginning it), se mettre & (begine it),

continuer & (continues’ tos, gesser (stops), finir de (finich a current

activ1ty,, etc..
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These modalities may be combined among-each other with cert2in restric-
tions which we will not enter into at this stage. ~ : B )

Finally, -at the third.level, one finds,theé propcsitional content of the
utterance, with classical verbal predicate of the lire, manger, casser, etc.
Eto ready to eat, to bregk), variety and nominal arguments of the enfant, pomme
child, apple) kind. ‘We will not elaborate oa this level because it corresponds
to the referential function of lenguage of which we have already spoken in
Chapter II and it is also consequently the only one which has been made the
object of systematic treatment in grammars and language courses.

. To summarize the approach sketched out here, we shall analyze the content
of the utterance : "Elle doit commencer & travailler" (She must begih to work), =~ .-
as follows & ) :
propositional content : glle travaille (she works) ;

+ aspectual modality': elle commence 3 trawailler (she begins to work) ;

+ logical modality : elle doit commencer & travailler (1) (she must begin

4+ locutive exposifive predicite @ Je tétggpigﬁlelle doit commencer 3 travailler
- (I tell you she nust begin to work). -

The principzl advantage of such an approach is to drow the pedagoguc's .

atfention to the elements of the utterance which have an eesentially communi- 4
cative function, by contrast with the prOpositional_content'é referential
function. o ) “ -
. & 4
Each utterance mey be used to accomplish a speech act of which the
illocutive velue ("dire" (o say), "ordonner" (to order), "promettre" (to promisec), .

npemercier” (to thank), etc.) is determined by 2 combination of numerdus factors,
begiming with the locutive predicate in certrin conditione (perscn =nd tense

in particular) ; thus, the utterange "Je t'ordonnc de commencer & trovailiert - |
(I order you to begin work) which comprises a locutive exercitive predicate may
be used with the exercitive value of "giving an order" while the utternnce

"T1 avait ordonné de commencer ¥ travmiller" (He gave the order to-begin work)
which has the samc erercitive predicate but dves not fulfil-the conditions of
tense and person (moment and subjoect of the utterance) may only be uged with

* the illocutive expocitive value of "giving .information." Conversely, 2n uiterance

containing a locutive expogitive predicate may nosume, under the effect of
logical or affective modn)ities, and in certain conditions (tense, pereon, |
intonation, otc.), an excreitive illoocutive value. - s
fxotiples ¢ ‘ ( L . . .

[ ie te dis que_/ tu peux sortir (you mny go out) (nct of permitting)
zrﬁé vous dis qub(7 voue devez vous“tairé'immédiathment ! (you - mst stay quiet

immediately 1) (act of crdering) :
Z*jc te dis_que_7'jeaveux que tu sortee irmédintement | (I want you to lesve

immedintely ! (idem). -~ .
V y -

i

- (1) A more carcful analya{s would distinguish- betweon the three mod-* values

of deveir ¢ probsbility, nccessity gnd obligation which toxe ot ik of the
three pcosible interpretations of this sentence @ glle r wans d
compence & travailior"gﬁno douwtt she has begun to worlii, “i! f.
comience g trevailler

che must begin to work), "on lo roioetd.
commoncer & travailler' (che is obliged to begin to worr ).

Lo o
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- These modalities may be compined. among ‘each other with ceértain restric-
tions which we will not enter intd at this stage. ’
Finally, at the third level, one finds the propositiondl content of the
utterance, with classical verbal predicate of the lire, manger, casser, etc.
éto read, to0 eat, to break), variety and nominal argumcnts of the enfant, pomme
child, apple) kind. We will not elaborate! on this lovel because 1t corresponds -
to the referential function of language of whigh we have-already spoken .in
Chapter II end it is also sconsequently the only one which has been made the
object of systematic’ treatment in grammariéﬁnd language courses. ;

«

. To summarize the approach sketched out here, we shall analyze the content
" -of the utterance : "Elle doit commencer & travailler" (she must begin to.work),

as follows & : ’

- propositional content¥ : gllé_ixaxaillg (éhe works) ; . :

+ aspectusl modality : elle commence 3 travailler (she begins to work) ;

Co + 1logical modality : elle doit commencer 3 travailler (1) (she must begih .
. . , to work) H . .

. L
’ + locutive expos}tive gredicate : Je te dis qu'elle. doit ‘commencer 3 travailler
: (I tell you she must begin to work). i

"The principzl advantage of such an approach is to draw the pedagogue's T
attention to the elements of the utterance which have an essentizlly communi-
* cative function, by contrast with the propogitional content's referential
function. 4 . ’ ' T .
. 5 * ] N
" Bach utterance mey be used to accomplich a speech act of which the . "
illocutive value ("dire" (kv say), "ordomner" (to order), "premettre" (to promisc),
"pemercier” (to thank), etc.) is determined by a combination of numerouc factors,
"beginning with the.locutive predicate in certain conditions (perscn and tense
in particular) ; thus, the utteranece "Je t'ordonnc’ de commencer 3 traveiller”
(I order you to begin work) which comprises a lgcutive exercitive predicgte may
] be used with the exercitive value of "giving aon order" while the utternnce
‘ "Il av-it ordonné de commencer * trav~iller" (He gave the order to. begin work)
which has the same evercitive predicate but does not fulfil the. conditions of .
tense and person (moment and subject of the utterance) may only be used with
the i1llocutive expositive value of "giving information." Convercsely, 2n utterance
containing a locutive expositive predicate may assume, under the effect of
logical or affective modnlities, and in certain conditions (tenve, ‘pereon, )
intonation, etc.), an excrcitive illocutive value..
! - . . .

Examples . R ’

[—je te 'dis un;7 tu peux sortir (you my go out) (nct of permitting)

» [Tje vous dis que / vous devez vous. taire immédiatement ! (you must stay quigt ¢
.~ immediately ') (act of ordering) - “

: . az-je té dis quqi? je veux que tu .sorteo irmédintement | (I want you to lesve
'% imnediately ! (idem). - - . :
A kN

; (1) - 4 moré careful anslysis would distinguish between the three mod- ' values |
- of deveir @ probability, nccessity and cbligation which tike ot &k of the
l .« threc pessible interprotations of this scentence.: glle o vong do i

'ﬁ comacncé 3 travailler" (no doutt she has Bgeun to worl, ™3 fuuoqu'-'le
- comaence & trivaliler" (cho muot begin to wook), "sn la ~oatieed. | de
' comacncer & travaillor" (che is obliged to% ein to wors ). ) .
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One can see more clearly at this stage how the content of a2 course may
be defined and analyzed in terms of diverse composite elcments of communication
acts, The approach outlined here is developed and applied systematically in
French by a CREDIF team within the framework of the: Council of Europe project
(cf. D. Coste, V. Ferencsi, J. Leclerq, M. Martins-Baltar, E. Papo, E. Roulet :
le nivecu seuil en frangais). Beginning with this first level of minimal commmu-
nicative competence -in a second language, &nd especially in succeeding stages,
the choice of: speech acts, and of their different composite elements and of °
their accogplishment in speech in function of the characteristics of the
situation and of the speakers, may be oriented by the annlyéis of language nceds
of the publicse involved olong the lines of Richterich's.procedure (cf.III, A).

It is evident that the kind of analysis sketched out here is destined more
for the teacher and the creator of pedagogic material in order to zid him to
gresp the structuree and functioning of the language matericl he uses, than it

" ig for the student, although with certain cztegories of learners paraphrase and
conceptualization exercfses referring explicitly to this framework have shown

* $hemselves to be very uscful: (see H. Besce, Les exercices de concepturlisation
and J. Courtillon-Leclerq, Porophrase et conceptualisation).

«

B. Individualization.of the learning process, developing the sutonomy of the
loarner and use of authentic documents. . - g

- Howy then, does one predent the learner with, and have him work on, those
basic igngalgp data indispens-ble to the acquisition of communicative competence
' in a pécond language, while respocting thc conditions laid down in the preceding
. ~chapters : Need to provide data sufficiontly rich to illustrate the use of
" languege wapicties as instrumenis of commuriication in function of the aiversity
of the language necds, motivetions and learning strategies of the individuals
concornedj‘;&The“only gsolution is to abandon the idec of ~ dogmatic-instruction
destined fon,gn entire cl in order to achieve a dertain individualization of
tezaching and thereby accori large degree of zutonomy to learners. It is at
once vital (cspecially with adults, whosc avaiigbility is limited and irregular),
and possible (even with younger publics ond despite the fact that the majority
of pedcgoguce consider this orientation somdwhat utopinn). We will refer to
two experiments which testigy ot different levels to the poesibility and utility
of such an approach : thc teaching of English to Fronch sdults ot the University
of Noncy and the tecching of Corman to adolescent Amcricons. 2t Live Oalr College,
Morgan Hill, in Califernia. In practice, individualization ~nd cutonomy in
logrning, such es the use of nuthentic documents (which wo will coneider further
on), unly appear utopian if onc hat ot taoken the trouble of preparing and
. seriously testing thc conditions in which they arc put into effect. 1li. Cembalo
and H. Holec dcfine the characteristice of an autonomous pedagogy in theseo
terms : "In such a pedagogy, the learner-tencher must cosume the totaiity of
_the learning act, that is to say :
(2) define his objectives : thip means anclyzing his ol needs in terms of
‘ level 3 objectives (ouch and epck a type of comprzﬁeneion or .of orzl or
written expression) and evaluating beginning and final levels of required
competence in order to cttain the goal set ;

(b) - definc his lesrning conditions : theece cpuditions are defined in torwo of
materiale (fape rocorders, radic reception- conditiond, original vorsion
filme, access to library, ctc.), in terms of time available, preforrud 3

~

forms‘of learning, ctc. ;

(c) defince thoe content ond method of léérning ¢ i function of a) and b) ; @,

' thic means leoking for, and organizing documentu and determining tho
utilization tochniques best adapted to the learning envisagoed ; ’
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| How, then, does one present the learner with, and have him work on, those

‘basic language data indispenscble to the acquisition of ocmmunloatlvevcompetence -

ina second langunge, while respecting the conditions laid down in.the preoedlng
chopiers : Need to provide cdata sufflclentfy rich'to illustrate the use of
language varletleSvas instruments of communlcatlon in function of theé.diversity
of the. language needs, motlvallons and learning strategles of. the individuals ~
concerned ? The only solutioh is to abandon the idez of a dggmat1c ihstruotlon .
destined for an entire. class in order to achieve a certain individuw jzation. of .
teaching and thereby accord a lorge degree of autonomy 10 learmers. ' It-.is af -
once vital (especially with adults, whose availability is limited and. 1rregu1ar),
and possible (°ven with younger publics and despite the: ‘fact’ that the majority
of. pedagogdes considér this orientation somewhat utoplan) We.-will refe :
two experiments’ which testigy at different levels to the posskbllxty andfutlllty

- of sugh’ an approach *¢ the teaching of English to FrencH adults at the University

on), only appear utepian if one has not taken the trouble of preparing and = -,

of Nancy and the teaching of German to adolescent Americans at Live Oak College,
Morgan Hill, in Callfornla. In praotice, individualization and autonomy in
learning, suoh as épe use of authentic documents (whlch we will consider further
seriously testing the conditions in which they are put into. effect. ¥. Cembalo
and H. Holec define the charecterlstics of an autonomous pedagogy in these . -
terms : "In such a pedagogy, the learnerate .cher must assume the totullty of
the lea rn1ng act, that is to say : T i
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(a) deflne his obgectiges ¢t this means analyzing his real needs in terms of
level '3 objectives (such and .such a type of comprehension or of oral ‘or
written expre831on) and evaluating beginning and final levels of required
competence in order to attain the goal set ;

(b) . definc' his lezrnlng condltlons ¢ these conditions are- defined in terms of

‘" mategials’ {tape reoorders, radio reception conditions, original version

~ -films; access to library, etc.), in terms of time available, preferred

- )forms of" learnlng, eto. ;
. . . Y s ) g

(e) deflne the content end ‘method ,of learning : in function of a) and b) ;

this means looking for, and organizing documents and determlnlng the

_» utilization technlques best adapted to the learnlng env1sagpd
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« responsibility of learning and manifest qulte st
.-such an approach ‘(see 1. Gembalo and M,J, Gremmo.Autonomie de INapprentissage —
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(d)vf proceed wlth the learnlng proéess itself ; . S N

. .

‘(e)' evaluate the reqplts of this, learnlng : measure Progress and see if there

is a total correspondence between the knowledge acquired amd the requared
. knowledge "o - -
(Leé’l angues aux adultes : Pour une‘peiig;gle de l’aytoromle, p. 6). However,
"the, Nancy experiment shows that learners. are gengrally not ready to takenon the
ong reluctance in respeot of

réalité etApersp¥pt1ves) " Hence the neceseity of enviseging a dowble prepapa-
tion of students, of a teohnical and a psychological kihd, which can be carried

‘out in the form of information or group-reflection sessions. The technical

preparation aims essentizlly at showing the student the different ways of

. ‘choosing and exploiting a pedagogic document in function of his imterests, his

aptitudes and his needs, and the different means of evaluating his work. TFe °

Vpsycholog:cal preparation attempts essentially to dissipate the unfevourable

i -which the-stufent may have of autonomy in relation' to a total 1nstruct10n,f
but) touches also on other fields such as, for exgmple, modification of the ‘
negative attitudé of.the learner towards his errors which often interfere with
communication learnirg.

+G.E. Logan, the organizer of the Ozk Hill experiment, arrives at analogous
con¢lusions and affirms that the suceess of ‘the procddss depends to a considera-
ble extent on the quality of the instructions (determination of tasks and
learning strategies, modes of evuluutlon) which accompany the pedugoglc 1 nate—
rial (see Individualized Foreign Languagg Learning : An Organic Process, p.19

which also furnishes mony examples) ) .

%, But to'4he psychological and technical prcparatlon of the student Logan
adds a second condition for success ¢ the veriety of pedagcgic moterial ¢ A
vital individualized fdéreign language program is one zhldh offers ag great a
choice in-materials as rogsible, If true individualization is to occur beyond
the. single-track, selfpzacing phace, there should be steady progress mcde touards
acqu1S1t10n of mateérials which w111 provide for at least the following :

1) .-~ Choice’ of theme or co?tent at 211 levels i

2)' Sufficient motcrlals at any level (regerdless of content) so that ceruu;n

studeirts con profitably stay at that level longer than Ynormel" - in
essense, repeatlng that level ;

3) Choice. in objectives, such ac speaking ability, reading ubilitv, college
entrance, advanced plucement, job skllls, langusge magor, etc. 3 a

4) ~ Choice in leapnlng mode ; -
5) laterials for students to use in interaction ;
6) A vﬁfiety of cultural materials." (op. cit., p.193).

Given ‘the relatively llmlted tlme and means avoilable to tcucheru, how
is pne to find a sufficiently vast,aud varied uaterial ? As it happens, an
1néxhou°t1b1e ‘ond relatively che«p source of material which can be uged Jor
pedegozic purpeses does exist ¢ the authentlc written, ordl and audio~rizual

- documénte diffused dzily by the moss media : press, ywadio and televisicw in

particular. Up until now, these documents hove only been used in the temchlng ’

~ of ~second languages . in.limited foshion and with limited publics because their

utlllzﬂtlon was contrarf to eutabllshed ideas @ uue of o neutralized language,
3 - ,._ \"
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respect for a progression by small stages from the slmple to the complex,
, implying a rigorous pretseleciion of lexical and grammatlcal content so as to
avaid the érrors which'were considered damaging for learning: (cf. I). The -
collapse of these dogmas (cf. II, .B) makes it possible to use authentic
nts whzch reveal todgy 211 of-their advantages-.-hot only do- they offer -
adiversity, a fa0111ty of access and an unequalled capa01ty ‘for- renewdl, they °
ar¢ -also the only means of prov1d1ng the learner ulth information he needs
cerning the effectiye use bf language varletzee 28 instruments of communi-.
tion (cf. II, B). BesldEs, as the, members of the CRAPEL team haye shown,
course to authentic documents constitutes an essentlal stage in the accession.
.to pedagogic autonomy, not ‘only in the'framework of a particuler counse, but
also for the ertire. existence of the learner (cf. R. Duda, E. Eschy J,P.Laurens

. Documents nott. dldactlgues et formatlon en lengues).

Finelly, the authentlc~document results in an 1nferest1ngtsolutlon to
the delicate oroblem of the attitude and the motivetion of the learfier -
(cf. ¥II, B). *As M. Kuhn statés so clearly : "Its contribution to the psycho-

pedagogic plan is capital, the ezrly and constant™acqiaintance with authentic .. -

materials. constituting for the adult a far from negligeable fggtor of interest
and motivation." (A propos’de 1'élaboration de matériaux didactiques, p. 5).
At this leyel, the contribution of authentic &oouments is double : on the one

.

hand they permit the learner to discover and acquire the second language w1th —;/

reference to situations, events and themes which concgern.-and interest hip-
directly, sustaining in this way his motivation. (doubtless it is also the only
effective manner of learning a second” lunguuge) : agein, they offer the learmer’
an authentic-and rich imoge 6f another way of life which oy result in his
developing a-favourable attitude towards: it and the second’ language (quite, the
reverse of ‘the c.necdota% ?nd stereotyped ‘representations found in tredltlonal
audio-visual .courses)

(-
* The.nnjor obJectlon generally brought against the 1ntroductlon of"

suthentic documents in a second language course (except for a documentary pur- .
pose) is the dlfflculty.of the longuage, which mey. discourage students and
Jead them to commit errors. ie have seen (111, C) thit this last objection is
considered less ond-less significant, As to the first, .it thay be avoided by
a Jud1c1ous selectioh and use of documents, even with beginners. The choice

of ‘documents is governed by the language needs and knowledge of.the learners.
- If the latter are anxious 3o satisfy preesing laongunge needs relpted to their
professional life, one mqy use documents taken from this sphere’ of activity
(articles znd technical notices, recordings of lectures, of seminars, etc.). If
more generzl and long-term objectives are sought, then one can make use of
eadily- accessible doouments such as newspapérs, books, magezines, radioc
recordings, records, origincl version films, television programmes. The
‘decisive advantage of this cpproach : the extracrdinary richness of the -
authentic documents available, makes it possible to meet all, including the ’

. most speolfic, needs of learners. The choice of documents is also dictated by

the knowledge of the puyblic in- questlon. With beginners, one cnn use brief
documents, offering o ﬁomogeneous structure, even rclatively stereotyped as,.
for example, radio news bulletins or telev1s10n advertizements ; with more
advanced students, one cen use longer-and more varied documents. One mzy also
have recourse to a oombined use of documents of different kinds on the szme
subject ¢ comparing o radio news bulletin-with press-cuttings, television
advertizing with a magazine advertizement. In order to serve the learning
process, the selected dbouments should be accompanied by cleur instructions

(2) These p01nts are clearly conflrmed by the oboervatlons of C. Burstall
; . concerning youngf students : "The pupils’ preference for rerlistic’ tea-
e ching materials, noted in the. primary school, i= also more .in evidence
after two years in the secondary school. The pupils' most common criti-
-. cism of their French course muterlals is that they are too "babylsh" in,
} ocopbemt. One grommor school pupil wrote : "We should read French ‘
newspapers (...). Other pupils wanted to learn more about the'French, ,

i




respect for a progression.hy small stagea from the almple 10 the comp}ex,
" implying a rigorous pre-selection of lexical and grammatical content so as to
avoid the errors which were considered ddamaging for learning (cf. I), The
collapse of these dogmas (cf. I¥, B) mokes it possible to use authentic
documents which reveal today all. of their advantages : not only do they offer
a diversity, a facility of access ‘and an unequalled capacity for renewal, theyr .-
-are-also tli¢ only means of providing the .leayner with information lie.needs
boncerning the, effectivegpuse of language varieties zs instruments cf communi-
cation (cf. II, B). Besides, as the menhers of the CRAPEL team have shown,
-recourse to authentic documents constltutes an essential stage in the accession
* to pedagogic autonomy, not only in the framework- of a perticular course, but
also for the entire existence of the learner (cf. R. Duda, E. Esch, J.P.Laurens
Documents non dxdapthues et formatlon en l<ggues). .

, Finally, the authentic document results in an 1nterest1ng solutlon to .
the delicate. problem of the attitude and the motivation of ‘the learner
(cf. III, B).  As I Kihn states so elearly : "Its contribution to the psycho-
pedagogic plai is capital, the early and constant acquaintance with authentic
materials constituting for the adult a far from negllgeable factor of interest
and motivation," (A ‘propos de 1'élaboration de matériaux dldacthues, P5).
At this level, the contribution of authentic documents is double : on the one
hand they permxt the learner to discover and acquire the second ‘languagé with
reference to 91tuat10ns, events and themes which concern’and interest him
directly, sustaining in this way his motivation (doubtless it is also the only
. effective manner of‘lewrnlng a second longusge) @ ag zein, they offer the learner
an authentic and'rich.imoge of another way of. life which moy result in his’
developing a favourable attitude towards it and the second language (quits the
reverse of the c,ne:ch'I:a.% 3nd stereotyped reppesentatlone found in traditional -
aud10—v1sual coursee) ; . - =

. The. major obgectlon generally brought agulnst the introduction of
‘suthentic documents in a second language course (except for a documentary pur-

pose) is‘the difficulty’ of the language, which me discourage students and ..

lead them to commit errors. We hawe seen (III, C) thct this, last obgectlon is
considered less antd less signlflcant As to the flrst, it may be zvoided by,
+a judicious selecglon and use of documents, even with beginners. The choice
.of documents is governed by the langunge needs and knowledge of the learmers.
If the latter are anxious to satisfy preessing langunge needs related to thelr
‘professional life, one may use ddgﬁments taken from this sphere of activity *

.

.

(artlcles and technical notices, recordings of lectures, of seminars, etcs), If - -

more generul and long-term objectives are sought, then onc can make use of - .
easily accessible documents such as newspapers, books, nogazinés, radio
recordings, records, orlglnul version films, television programmes. The
decisive advantage of this upproach the extracrdinary richncgs of the

- authentic documente availabley makes it p0891ble to meet all, 1nclud1ng the
most specific, needs of learners. The choice of documents is also dictoted by
the knowledge of the public in queqtlon. With -beginners, one can use brief
documents, offering o homogeneous structure, even relatively stereotyped as,
for' example, radio news bulletine or television a advertizements ; with more
advanced students, one cen use longer and more varied documents. One mzy also
- have recourse to a combined use of documents of different lindc on the same
subject comparlng a radio- news bulletln with press-cuttings, television
advertizing with a magazine advertizement. In order to se the learning
process, the selected!documents should be accouwpanied by clear instructions

(2) These points are clearly confirmed by the, observations of C. Burstall
concerning youngf students’: "The pupils' preference for wealistic tea-
ching materials, noted in the primary school, is also more in evidence
after two years in the secdndary school. The pupils' most common criti-
cism of their French course mcterials is that they are too "babyish" in '
oondent. One gropmer school pupil wrote : "We should recd French
newspapers (...). Other pupils wanted to learn more about-the French
people ..." (French in the Prln;,.rx School, p. 107).
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. conderning the obgéctiﬁés Being aimed at, the tasksvfo be carried out, and the
tests t6 be passed (see article referred to ond R. Duda, J.P. Laurens and -

_approach to langudge teaching materials )y in the course of which they write :
‘"Instead of offéring a fixed precordajned progression, modules could be

_brought together regula 11y in a cless—rouun, -The role of media is decieive
here, on the condition that they be, corefully chosen and integrated into the -

| vectors of bﬁgfc langudge £c deta for the learner :

- 29 - ,
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S. Rémy, L'exploitation didactique de documents authenthues) The tests |
carried out by -CRAPEL at Nancy shows the interest and utility of.using diverse * -

“kinds of authentic documents with diverse types of public to promote learning

of the lexicen and grummar, or develoPment of the general optitude for oral oo
and written comprehension in French and Engllsh. » g

a - One need not conclude from thls short chaptar that authentic documents
constitute the only useful pedagogic maierlal Courses can also make advanta~
geous use of traditionzl didactic inetruments such as pattern drills, trdns-
lation exercises, monolingudl’ or bilingual lexicons, reference grommar took,
etc. We have decided not to pussue these mztters here since they are well,
known and much more frequently made use of than au?hentlc documents.

In any event, no motter what type of didactic or nen-didectic documents
are used, one gmust abandox linear, monolithic, universcl and mechanical didactic
meterial in order to elaborate a more supple and varied material, as much in
the content, as-in the progression and presentation. This didactic material
will appear under the form of modules, ecch one characterized by a certain
content, (defined in terms of commmication acts and situntions), a certain
progression and a certain mode of presentatlon, linked tq-the use of certain’ .
media in accordance with the model sketched out in particular by Stern and
Heinrib in ad interesting article (French languzge teaching modules : a new

compiled into 2 "bank" of units which could be used in whatever way they suit
a particuler cburse, teacher, or set of students. Eventuslly, a bank of
modulés ml;ht be considered an alternctive to on exicting fixed sequential
progrumme Up to now, the motcrials producer has presented the teacher “with
a large packoge deal, o fully- furnishéd house with 211 its advanbages and -
disadvantsges. Ve believe that” in the future one might well provide a M
teacher with independent teaching units from which he can construct his own )
house" (p..27). -

c. . The contribuiicn of multi-media gystems.

The chendonment of authoritotive.courses, the individualizotion of
arning, the diversification of pedagogic material, fhe use of authentic
cuments -~ 21} thesé innovations imply the 1ntroduct&bn of new sources of data

for the learner. This is particularly evident in the case of courses intended
for an adult publid which, for géographical or professiohal reasons, cmnmot be

learning system which is still in fact rarely the case. The fecllowirg diagram,
taken from J. Trim (Frovlslonnl Suggestions regerdine Multi-pelic Srotens fer
Languoge Teaching to Auults) gives nn idcn of the media vwhich mny serve as

T
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| manual |

>ob3ects .
(realzekxte)

g Monitor working group book of exercises l
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At the moment, these media are used in mahy second language.courses, but - |

more often than not in an inadequate way, tedching being more centered on the

machine and the pedagogic meterial than on the lesrner ; the most striking

example is probebly that of the lengusge luboratery, the efficzcy .of which has

been put in questloa by many recent tests (aee P.D. Swmith,, A Comparisgn of the

di ' i e Instruction and

P.S. Green, A Comparative Study of the Effectlveness of*the _ age Laboratery e, -

in School). “The problem is to select and integrdte cbrtain media in a systen N .o

8C as to use them rationally and cffectively in function of their p0801b111t1es, )

of -their limitations in use, and of their cost, all to the benefit of the

léarner. It is for this reason, as"Trim shows very well (gg.eat.) that -

’ televigion, by its capacity fo effect a a totel L.ud:Lo-vu-m::l stimulation attaining : ‘
to 2 high degree of reclism, is perfeetly suited to pre&entang authentic, |
communication situptions and a¢ts ;-however, it needs to be’ ligited tp certain
specific uses because of the cost involved ; it ic not ‘very geonolic to use it
only for pattern drills or long, authoritarian explaonations.as is still done

- mmch too frequently. Radio, vhich only diffusec an auditory stimulztion, is
ill-suited to the comprehensive presentztion of communication events, bLut has )
other zdvontoges s it lends itself in particular to diffusion of ~authentic .
samples of the spoken langunge (which teachers often only moster in an imperfect '

. way) and to explanatigns for o very large public, with less costly and more -
mobile means than television (for excmple, the use of trensistors ag aide in :
the teaching of French in the bush -tchools of Sencgal). :

Nonetheless, both radio ond television cre subject to time~table ~nd

= programing restrlctlons which eonsiderably reduce their ‘use, especially in
. the perspective of an autonomous pedagogy. Wheuce the negestty to look to other
g aids which permit more individualized work (free dhuice of the pedagogic. .
moment and material) such as the ‘gramophone, the tepe-recorder, and the video-
recorder, with documents either pre-recorded hy the authors of the' courses. or
recorded directly by thc learner from radio or television courses ar non-
didactic programme$.s One must not lose sight, cither, of the printed ve
docunents, books, books of exercises, newspapers, which, free of all local or
temporal conétralnts, permit moximum individunlizotion of learning at o very
low coet ; obviously, they are ill-adcpted to facilitate tMe acquisition of

the spoken language, but this objective, even if we have accorded it priority
dko here, is not the only consideration, and there is'ro doubt that the acquisition

of a written comprehens 1on, in pertlcularl w111 occupy 2 place that 1s mere
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, and more importont in courses. Finally, the teacher generally retains an’ C
important place in the system, not as teacher, but as counsellor and interlo- - !
cutor, . e

. To illustrate‘thewcombination of these different elements-in a system, .
.let us‘take the .concrete example of a multl-medl ‘course which was elaoborated - . °
by the EBC at the. beginning of the 1970ies and intended for on Englmh-.»s*aeulang ’
.audience of beginner-adults desirous of attaining = minimnl degree of
comnicative competencé in spoken. German (HBC Multi-Media German Course). It
should be noted that this course does not depend solely on individuel learning, -°
but also on mon:.tor-—superv:.sed group-lea.rnlng within the fragework of the L
adult education institutions in existence in Great Britain. - If it-is® pocsn.ble ]
to employ. it for port of the learning rrocess, group-work is extremely v
"beneficial for many reasone : cmulation (motivetionj, rooeibilities of . a
authentic commmication, explanation and correction. L. .

. The .course demnnds on nn average five hours of work weekly of the
learner : 2 half an hour of television, a-half zn hour of radio, two hours of
clasc-work ¢nd two Fours of individusl work. It comprises the follvwing .
material : 25 television programmes ond 25 radio T ogranmes (dlstrlbuted over .
3 semesters), 3 booke ond 3 records for the student including the materinl v
for individusl work, 2 film strips ~nd a teacher's mugyel offering ouggestions
for cless exercises. The choice and the role of medin a8 in the cystem was -
carefully dofined in funcfion of the constraints méntloned indic and tele- . p -
vigion are used in particular to present the learner with ‘authentic documents C
on the use of Geruun.as an instrument cf'communzc ation. . ) ..

If the usc of the multi-medin syetem hos shown itself'fo“be perticulerly.
well-adopted to tho teaching of o second languuge to adults who have bypacoed
#raditrOnal educational establishmentc, it is alvo very useful”in the cace of
younger ctudente in compuleory dducation systems® The individualisation of
lesrning i8 also possiblé and dgsirable at thig level ac we have attenpted to
show in the preceding chipter, and must surcly benelit from the introduction |
of multi-medin cysteme. Sweden affords on iuteresting exomple with the English
milti-medis cource -&lhberated For -Gymnzcium studente (15 to 16 years) ﬁy the ,
TRU (Coumittce for television and radio in cducation)}. The choics of - multi-
media approsch wae principelly determined by the heterogencity in termo of
knowledge, aptitpde mnd moti¥ation of tlie putlic involved. It uns necepcary
to elzborate n yedogogic mrterial sufficiently rich and divercified to meet. )
the needs and cnpacities of all students, as well a2s o fairly new znd voried B
mode of $resentation in order to savtuin or develop (1n the cane of the ucre )
recal citrant) nmotivation. Closed circuit tclevision is uced to,prevent commu-'

_nication situations which, althouzh thoy werc orcated by a s«;euario—wmtur and

played out by actors, are.vory notural ond deazl with thomes of direct interecst
to adolescents. The dialegues are then taken up agzin in & mere traditicual
way in class with the help -of 2 tape ~nd a filu strir and then in the luygunge
leborotory. Lt is espeoinlly intercoting is the breaking up of the clzes
-into.sanller groups phléh\%?VU theusclves over to ditisrent luirnlnw aetivi-
tieg : individunl worlof umitien comprehensien (vhich ctudento can follow
at home by borrowing brochur es), of orsl eomprchenci.n (1nu1vluu 1 lictening .
with receiverc to radio progrommes), rﬂtthn drills in tho larsusge 1aboracory,
convereation .ruundfﬂ tatle with five or oix ypersons dud the tencher

‘\ 3 -

These ﬁcurses which illustrate certain possible unye of peing multi-
nedia. systens in the learning of second lenpusges, nrc $er the moment aerely
tinid initiatives within the poropective we hove outlined. In fact, they only,
partly toke intt cons 1deratiun the v1r1btj of l=znguage needs i learieing

. strategies of the publids LﬂV*lVLu, end offen o redagogic moterial thitdols

&
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z:elatively 1ittle diversified in respect of content as well as presentation.
A great deal remains-t6 be done to’ gear multi-media’systems to the specific
needs and learniug stretegies of the publlcs coanrned

-

.

| It may seem surprlsing that, having begun Jn.‘t:h the contribution of S
| la.ngub.ge sciences, to.the dlverulflcﬁtion of teuchi.ng methods for forel.g’n - °
' langusges, we should cnd up in the field of educational tc,chnolog The
1 reason is that the con'trlbutlons of both to the elaboration~e€ diversifiied
- learning systems for second langu,,,ges are 1nd188001ableo 4 very so;ahlstlcated
mlti-medic coursc which ignores the contribution of sociolinguistics and’® - , @
. psycholn.gu:.etmcs to knowledge of the ‘mechanisms of communicative competence,
v has as little chance of attcining its objectives ot a course based ofi a very
. elabora.ted linguistic description of the second language, but which does not
take into ﬂcconnt %he contribution of pedagogy and educational .technology.

"Also, it secms Appropriate to quickly develop interdicciplimary teams for the -
, production of learning sycteme which will be copable of combining harmoniously
« . and effieiently the cont 1but10n of the disciplines concerned to the benefit .
g W7 of leamere, ‘ " ‘ . . . . . \\
“ 3
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