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ABSTRACT

This thesis is concerned with foreign language learning and teaching. The
initial aim of the thesis is to examine Gardner’s (1985) model to find out whether this
model is applicable to English foreign language learning (EFL) in Kuwait. The
purpose is to determine the extent to which previous research findings can be
generalised to a sample of University students in EFL courses in Kuwait. The thesis
comprises three integrated background literature reviews: approaches to foreign
language teaching and their implication for TEFL in Kuwait; ‘CALL": (Computer
Assisted Language Learning); and the role of the attitude, motivation and anxiety in
foreign language learning.

Two pieces of research are reported with two contrasting methodologies: a
survey questionnaire, and an ethnographic approach examining the effectiveness of
CALL. The research was conducted on Kuwait University undergraduates enrolled in
English courses offered by the English Language Centre at Kuwait University during
the 1992-1993 academic year.

First, the research focuses on the inter-relationships between attitude,
motivation, anxiety and achievement in the English language. Second, the research
identifies the methods of teaching, instructional materials, class activities and
appropriate teacher roles that students most prefer. Third, the research introduces
new instructional materials via the use of computer programs in an EFL class. The
effect of Computer Assisted Language Learning on students' motivation toward
learning English as a foreign language, students’ teeling of anxiety in the English
class and their achievement in the foreign language are each examined by classroom
observation and interviews.

The results of the research show that: (1) in general, students appear to have a
strong motivation to learn English; express a definite degree of preference toward
English and native speakers of English, and lack feelings of anxiety. (2) The more a
student is exposed to the English language through being in an English medium
College, visiting and staying in an English speaking country and watching English
programmes on T.V., the more a student needs the English language either for present
studies or for future career, the more motivated to learning English and more positive
attitudes towards the language are apparent. (3) Students’ ability in English has a
significant relationship with a variety of factors investigated: the higher the student's
ability in English, the greater the motivation to learn English, the more favourable is the
student’s attitudes toward the English language and the less anxiety the student’s
experiences in the English class. (4) ‘CALL enhances students’ motivation to learn
the foreign language, lowers their anxieties and improves their achievement in the
English language.

The thesis concludes with an integration of theory and research, and makes a
series of recommendations about developments in EFL in Kuwait University.

(xi)



INTRODUCTION

This introduction describes the content of the eight chapters in order that the
overall aims, structure and sequence of the study may be better understood.

Chapter One consists of three sections. The first section provides a description
of the main three approaches to foreign language teaching: the Grammar-Translation
Method, the Audiolingual Method and the Communicative Method. The second
section introduces a brief historical review of how the teaching of English began in
Kuwait and what approaches have been implemented. The third section presents a
briet review of other methods of teaching: the Community Language Learning
Approach, the Silent Way, Suggestopedia, Total Physical Response and the Natural
Approach.

Chapter Two considers ‘CALL: Computer Assisted Language Learning. This
chapter consists of two sections. Section one deals with the definition of ‘CALL’ and
the question of where the computer can fit into the language learning / teaching
situation. Section two discusses the four educational paradigms within which
applicable CALL programs can operate. Those paradigms are: the Instructional, the
Revelatory, the Conjectural and the Emancipatory paradigm.

Chapter Three is divided into three sections. Section one presents Gardner's
Model (1985) that investigates the role of social psychological variables in second
language learning. The focus is mainly on three variables ir|\ Gardner’'s Model: the
social and cultural beliefs, motivation/attitude and anxiety. These three elements are
discussed in terms of their definition and types, their role in language acquisition
(supported by previous research studies) and their relevance to the context of
language learning in Kuwait. Section two includes the educational factors that interact
with foreign language students' anxiety, attitudes and motivation in learning a foreign
language. These factors are: the role of the language teacher in class, methods of
teaching, instructional materials, class activities and the classroom context. In section
three, 'CALL' (Computer Assisted Language Learning) is discussed in terms of its
effect on students’ motivation, anxiety and achievement in the foreign language.

1



Chapter Four introduces the aims and methodology of the first piece of
research. The chapter portrays the Kuwaiti context where the research was conducted
and provides details about the teaching of English as a foreign language in Kuwait,
especially at Kuwait University. The chapter discusses the sample of students in the
study, the College they enrolled in, and the English courses they are taking. The
survey methodology used to collect data is defined, the questionnaire introduced and
the procedure of distribution described. Chapters Five and Six analyse and discuss
the tindings of the first piece of research which is a psychometric analysis of attitudes,
preferences and needs of Kuwaiti students learning English as a foreign language.

Chapter Seven details the second piece of research which examines one kind
of EFL instructional material, computer programs. It investigates the effect of CALL
programs on students’ motivation to learn English, their feelings of anxiety in the
language class and their achievement in English. This study is based on observation,
interviews and written reports. It is conducted on a group of Kuwait University
undergraduates enrolled in a compulsory English course. Students are taught the
required curriculum supported by computer lessons. In chapter seven, the researcher
describes each computer session in terms of the computer program used, the type of
exercise introduced, the number of students attending the class, a description of what
happened in the class, students’ reaction towards the programs used, followed by
some evaluative analysis. The overall results reached by the investigator are
discussed.

Chapter Eight knits together the different threads of the thesis: publications,
perspectives, problems, findings and discussions as related to the study. It provides
an overall coherence to the thesis and considers the implications of the findings of the
study for curriculum development and research on the teaching of English as a foreign
language in Kuwait University.



Chapter One

Approaches to Foreign Language Teaching
and their Implications for TEFL in Kuwait

Section One

Introduction

This chapter aims at providing a description of the main approaches to
foreign language teaching, especially those that are applied in Kuwait. The study
does not attempt to be biased towards any one approach rather than another.
Rather, the advantages and disadvantages of each will be mentioned as
objectively as possible. First, it is important to establish the terminology to be used.

Terminology

English as a mother tonque

"English can be described as the mother tongue or first language of over 45
percent of the population in 10 countries; ranked according to greatest percentage
of speakers of English these are the United Kingdom, lrelénd, Australia, New
Zealand, Barbados, Jamaica, Trinidad, The United States, Canada and Guyana"
(Richards, 1985: 1).

English as a second lanquage (ESL)

Sometimes, the language in many countries, is not the mother tongue of
most of the population, but it still functions as an official language (e.g. of law,
government, education, business and the media). In such cases, English is
referred to as a second language. In countries with immigrant populations, English
is sometimes the second language (e.g. Spanish speakers in the U.S.; Asian



communities in England ). Thus ESL refers to English as a second language of
those residents in a country.

English as a foreign lanquage (EFL)

When English is neither the mother tongue of a population, nor the second
language of inhabitants, English may be a foreign language. English may be one
of the school subjects. It may be the language of specific courses and textbooks at
University or it may be taught to people who work in business, tourism and public
relations. Kuwait is one of the countries in which English is regarded as a foreign
language. EFL thus refers to English which is ‘external’ to language majorities and
minorities in a country, but is learnt by members of that country.

Approaches, Methods and Procedures of Learning English

In describing the methods, one should differentiate between a philosophy of
language teaching at the level of theory, and the procedures for teaching a
language (Richards and Rodgers, 1986). Similarly, Anthony (1963) identifies three
levels of conceptualization: approach, method and technique. In this respect
Anthony (1963: 63-67) says "the arrangement is hierarchical. The organizational
key is that techniques carry out a method which is consistent with an approach ...
An approach is axiomatic. It describes the nature of the subject matter to be taught
... Method is an overall plan for the orderly presentation of language material, no
part of which contradicts, and all of which is based upon, the:selected approach.
An approach is axiomatic, a method is procedural. Within one approach, there can
be many methods . A technique is implementational - that which actually takes
place in a classroom. It is a particular trick, stratagem, or contrivance used to
accomplish an immediate objective. Techniques must be consistent with a
method, and therefore in harmony with an approach as well".

Mackay in his book Lanquage Teaching Analysis (1965) presented a
model which focuses on levels of method and technique. His model concentrates
on the dimensions of selection, gradation, presentation and repetition that underlie
a particular language learning method.




Richards and Rodgers (1986) provide a comprehensive model for the
analysis of approaches and methods which clarifies the relationship between
approach, design and procedure. This model will be the framework and the basis
for describing the three main approaches in this chapter.

According to Richards and Rodgers (1986), there are elements that
constitute a method. Those elements are: approach, design, and procedure.

(1) Approach

Following Anthony (1963), approach refers to theories that deal with the
nature of language teaching and learning. Richards and Rodgers (1986) define
approach as consisting of two types of theories: a theory of language, and a theory
of language learning. In their explanation of theory of lanquage, three main
theoretical views of language are presented:

(1) The structural view is the most traditional approach. The structural view
considers language as a system that consists of elements structurally joined for the
coding of meaning. Language learning takes place only when a student masters
the elements of this system. Those elements are defined in terms of phonological
units and lexical items, grammatical units and grammatical operations.

(2) The functional view believes that language is a means for the expression of
function and meaning. It emphasizes the semantic and communicative aspects
rather than the grammatical aspects of language. As a result, language teaching
content is organized according to meaning and function, not according to structure
and grammar.

(3) The interactional view looks at language as a means for "realization of
interpersonal relations and for the performance of social transactions between
individuals" (Richards and Rodgers, 1986: 17). This view focuses on the pattern of
negotiation, moves and interaction that occur during the conversational exchanges.
Language teaching content is enriched with patterns of exchange and interaction.



In Richards and Rodgers' (1986) definition of theory of language learning,
they explain that theories of language learning take two dimensions: the process-
oriented theories which deal with the psycholinguistic and cognitive process
involved in language learning (e.g. habit formation, induction, inferencing and
generalization), and the condition-oriented theories which mention the conditions
that need to be met so that the learning processes take place. These kind of
theories investigate the nature of the human and physical context in which
language learning happens.

So "at the level of approach, we are hence concerned with theoretical
principles. With respect to language theory, we are concerned with the model of
language competence and an account of the basic features of linguistic
organization and language use. With respect to learning theory, we are concerned
with an account of the central process of learning and an account of the conditions
believed to promote successful language learning" (Richards and Rodgers, 1986:
19).

(2) Design

"In order for an approach to lead to a method, it is necessary to develop a
design for an instructional system" (Richards and Rodgers, 1986: 20). Design
consists of (a) objectives, (b) content choice and organization of the syllabus, (c)

types of learning tasks and teaching activities, (d) the role of learners, (e) the role of
teachers, and (f) the role of instructional materials. .

(a) Objectives

The objectives are one of the elements that build the design of the method.
The objectives are that which a method sets out to achieve.

(b) Content Choice and Organization of the Syllabus

One may use Mackey's (1965) words: selection and gradation. Within every
method, decisions are made about the selection of language items (words,
sentence patterns, tenses, functions, topics). The choice of language content may

6



be based on subject matter (what to talk about) and linguistic matter (how to talk
about it).

(c) Types of Learning and Teaching Activities

Every method has its own kinds of learning and teaching activities in the
classroom (e.g. teaching activities that focus on communicative skills differ from
those that focus on grammatical accuracy). The teaching activities of each method
depend on its objectives and philosophies.

(d) Learner Role

The design of any method and its instructional system will be affected by
how learners are perceived. The learners’ role is seen in the activities they carry
out, the degree of control they have over the content of learning and the view of the
leamer as a performer, initiator or processor.

(e) Teacher Role
Teacher role is seen in:

1- the types of functions teachers undertake.

2- The degree of control the teacher exercises over the teaching/learning process.
3- The degree to which the teacher can decide on the content of what to teach.

4- Types of interaction between teacher and student.

(f) The Role of Instructional Material

The role of instructional material reflects decisions about the main goal of
materials (e.g. to facilitate communication), the form of materials (e.g. textbook or
audiovisual aids), the relation of materials to other kinds and sources of input (e.g.
as being the main source of input or as a small part of it).



(3) Procedure

Richards and Rodgers (1986) divide procedure into three dimensions which
are: (1) presentation: certain teaching activities are used to present new language
(e.g. drills, dialogues), (2) practice: certain teaching activities are used to practise
language, and (3) feedback: particular ways and techniques are used to give
feedback to learners.

Major Approaches

In this section the three major approaches, Grammar-Translation,
Audiolingual and Communicative Language Teaching will be examined. The
Richards and Rodgers'(1986) model will be the framework and the basis for
describing those three approaches.

The Grammar-Translation Method

This method is "a degeneration of successful mediaeval practices in
teaching Latin by abandoning the speaking and reading practice and keeping only
the rote memorization of grammar rules and the analytical translation of selected
texts" (Lado, 1964: 216).

(1) Approach

The Grammar-Translation Method is a way of studying a language by the
use and provision of detailed analysis of grammatical rules followed by application
of this knowledge. "It hence views language learning as consisting of little more
than memorizing rules and facts in order to understand and manipulate the
morphology and syntax of the foreign language" (Richards and Rodgers, 1986: 3).
Stern (1983) explains the theoretical assumptions that are behind the use of
Grammar-Translation Method. Stern (1983:. 455) says "the target language is
primarily interpreted as a system of rules to be observed in texts and sentences
and to be related to first language rules and meanings. Language learning is
implicitly viewed as an intellectual activity involving rule learning, the memorization
of rules and facts related to first language meanings by means of massive

8



translation practice. The first language is maintained as the reference system in
the acquisition of the second language. Basing itself on a faculty psychology, this
method for learning modern languages was justified - like Latin and Greek had
been - as a mental training".

Bannai and Wulf (1985) add to this point of view. Bannai and Wulf (1985:
10) believe that "the learning theories supporting a grammar translation model are
both behaviourist and cognitive. The precise drills rest upon a philosophy of
specific response to a specific stimulus, which can be sustained through
reinforcement. At the same time, however, the grammar translation approach can
be cognitive in nature - but only if the memorized grammatical rules are meaningful
to the learner". It is cognitive when it stresses the importance of a conscious study
and analysis of the language patterns. The method regards language as rule-
governed behaviour such that learning a language requires internalizing the rules.
It is behaviourist because Grammar-Translation Method's "central feature was the
replacement of the traditional texts by exemplificatory sentences" (Howatt, 1984:
131). Being similar to the structuralist approach, Howatt (1984: 131-132) says: "it is
perhaps appropriate to note here that the twentieth-century structuralist approach
was also founded on the supremacy of the sentence and the two methodologies
have much in common". Also the Grammar Translation Method presents new
grammar rules one-by-one in an organized sequence. Each rule is divided into
points, each point is divided into examples and sentences. "This exemplificatory
function was also taken over by the modern structuralists" (Howatt, 1984: 132). As
a result, Howatt (1984: 141) continues, "the disconnecteqd sentences of the
grammar-translation approach are no sillier than the 'scientific' drills of the
audiolingual method with which they share many features. Both are the inevitable
outcome of two basic principles. The first is that a language teaching course can
be based on a sequence of linguistic categories, and the second that these
categories can be exemplified in sample sentences for intensive practice".

Others believe in the 'theory-lessness' of this method. Richards and
Rodgers (1986: 5) argue that "though it may be true to say that Grammar-
Translation Method is still widely practised, it has no advocates. It is a method for
which there is no theory. There is no literature that offers a rational or justification
for it or that attempts to relate it to issues in linguistics, psychology, or educational
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theory". Hajjaj (1983: 7) agrees that this method "is not based on any explicit
psycholinguistic or sociolinguistic theory. In other words, it does not concern itself
with how learners learn the language or how this learner actually uses it".

(2) Design

(a) Objectives

The goal of foreign language learning according to the Grammar-Translation
Method is to learn a language so that one can read its literature, can benefit from
the mental discipline and can gain intellectual development that is created from
foreign-language study. Stern (1983: 454) says that "in the nineteenth century
grammar-translation was considered by practitioners as a necessary preliminary to
the study of literary works, and even if that goal was not reached grammar-
translation was regarded as an educationally valid mental discipline in its own
right'. Mallinson (1953: 8) supports that "when once the Latin tongue had ceased
to be a normal vehicle for communication, and was replaced as such by the
vernacular languages, then it most speedily became a 'mental gymnastic', the
supremely 'dead' language, a disciplined and systematic study of which was held
to be indispensable as a basis for all forms of higher education. Classical studies
were then intended and made to produce an excellent mental discipline, a fortitude
of spirit and a broad humane understanding of life. They succeeded triumphantly
for the times in their objective".

Speaking a foreign language is not the objective of this method, and oral
production is limited to students reading aloud the sentences they translate.
These sentences are formed to illustrate and practice the grammatical system of
the language. Language is never meant for real communication. Brown (1987:
74) agrees that in this method "all languages were not being taught primarily to
learn oral/aural communication, but to learn for the sake of being 'scholarly".

(b) en oice and QOrganization of the Syllabus

In the selection of the teaching/learning content, the concern was centred
around literary texts managed for reading and translations, followed by intensive
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grammatical analysis and rules. A typical text book consists of chapters and
lessons organized around grammar elements. Each grammar element is listed,
rules on its use are elaborated, explained and illustrated by sample sentences.
Howatt (1984: 132) explains that "Grammar-Translation text books were graded,
though not in the modern sense exactly, and presented new grammar points one-
by-one in an organized sequence. Each step needed appropriate examples, and
specially devised sentences were simpler than samples from 'reputable authors'
which contained extra difficulties for the pupil". The content choice and
organization have several features:

(1) It takes no account of everyday language usage and imposes norms generally
taken from the language of the great authors from ancient centuries.

(2) It describes written language and takes no account of the spoken language.
(3) Lessons are organized around grammar points hence this method devotes
great deal of time to secondary grammatical points and pays little attention to

important constructions.

(4) Traditional course books give a predominant place to morphology and neglect
syntax (Roulet, 1975: 9).

(5) Outside the area of morphology and syntax, the treatment of lexis and
phonology is poor and very often inadequate (Roulet, 1975: 10).

(6) The central feature was the replacement of the traditional texts by
exemplificatory sentences (Howatt, 1984: 131).

A look at course books that represent this method will illustrate that the
following is typical (in Hajjaj, 1983) :

Part | Verbs

Regular and irregular verbs
Infinitive
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Gerund and present participle
Past participle - passive voice
Present, past and perfect tenses
Auxiliaries

Part Il Nouns

Regular and irregular

Use of the number forms
Use of the genitive

Use of the definite article
Use of the indefinite article

Part Il Pronouns

Personal pronouns
Possessive pronouns
Compound personal pronouns
Demonstrative pronouns
Interrogative pronouns
Relative pronouns

Indefinite pronouns

Part IV Adiectives and Adverbs

Introductory
Comparison

Part V Sentence structure

The simple sentence
The compound sentence
Sentence groups
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Part VI Order of Words
Part VIl Concord

part VIlI Conversion
Part1X Word formation

Examples
Seidenstucker's book (quoted in Titone, 1968) is one of the first many books

that were published and represent the Grammar-Translation Method.
Seidenstucker in his book presented disconnected sentences to illustrate certain

rules. He divided his text into two sections, one explaining the rules, the other
supplying French sentences to be translated into German and German sentences
to be translated into French.

Seidenstucker was imitated by Karl Plotz (quoted in Titone, 1968). Titone
(1968: 27) presents typical sentences included in Plotz's text books: "Thou hast a
book. The house is beautiful. He has a kind dog. We have a bread. The door is
black. He has a book and a dog. The horse of the father was kind". Those
sentences are disconnected and bare no relation to the language of real
communication. Little attention is paid to the content of the sentences and texts.
They are organized as exercises to illustrate the grammatical system of the
language. Titone (1968) criticizes authors such as Ahn and Quendorf who have
adopted Grammar-Translation Method. Titone (1968: 28) says: "the main fault with

the Ahn and Ouendorf method was the principle of constructing artificial sentences
in order to illustrate a rule".

Ahn's book (quoted in Titone, 1968) is another example that reflects the
Grammar-Translation Method. His book is easy and practical. He arranges the
learning material in short numbered sections. In each odd-numbered section, he
presents a grammatical summary, most of the time in the form of a paradigm, and
lists new vocabulary items, followed by sentences to be translated into the first
language. In each even-numbered section, he includes sentences to be
translated into the foreign language.
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(c) Teaching/Learning Activities

Vocabulary is selected from the reading text used and taught in three main
ways: Bilingual word lists, Dictionary study and Memorization. In any grammar
translation class, the teacher illustrates grammar rules, presents a list of vocabulary
items with their translation equivalents and prescribes translation exercises.

The teacher in such a class focuses on the sentence as the basic unit of
teaching and language practice. This is because it is believed that the study of
texts is too difficult for students in secondary schools. The focus on the sentence
makes language learning easier. The teaching/learning activity takes the form of
translating sentences into and out of the target language. The instructor teaches
grammar deductively. He or she presents grammar rules followed by translation
exercises for students to practice . Grammar is taught in an organized and
systematic way. Teachers use the students’ native language as the medium of
instruction. A new item is explained by a comparison between the foreign
language and the students' native language.

(d) Learner Role

The activities engaged by learners include the memorizing of lists of
grammar rules and vocabulary, producing perfect translations and attaining
accuracy. Students are passive, following instructions and responding rather than
initiating.  This is because the functional and social nature of the language are
both disregarded and ignored by this method. They have no control over the
content of learning, do not plan their own learning program.

(e) Teacher Role

The Grammar-Translation Method makes few creative demands on
teachers. The teacher's role is only to explain the grammatical rules and
paradigms and to apply them by translating sentences. Teachers are not required
to be tluent or to produce any oral conversations. Mallinson (1953: 9) writes about
the Plotz text books which were "a boon to teachers who had not sufficient grasp of
the French language to venture on an oral approach. In the manual they placed
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before their classes they had all the material they needed for a thorough drilling in
the niceties of grammar and written French".

On the other hand, the teacher has authority, controlling class activities but,
at the same time, does not risk departure from the security of traditional text book.

(f) The Role of Instructional Material

The instructional material comprises lists of grammar rules, vocabulary lists
and texts provided for translation. Such material is essential to all teaching and
learning activity. The instructional material ignores or has little to do with the
students' interests and needs.

(3) Procedure

As mentioned earlier, language is demonstrated in short grammatical
chapters or lessons. Each one consists of grammar rules that are illustrated by
examples. The student is expected to note, learn and memorize these rules, and
be able to translate accurately. The techniques of presentation can be summed up
in the following five points:

(1) The teacher uses the native language to explain words and structures from the
foreign language. Teaching by this method does not require imagination from the
teacher, since he/she usually follows the textbook page by page and exercise by
exercise.

(2) Presentation of definitions, rules and explanations are mostly of a logico-
semantic character which are not explicit enough for the learner or teacher (Roulet,
1975). For example, a foreign language learner is provided with the definition of a
sentence as: “a sentence is a more or less complex expression offering the
complete sense of a thought, feeling or wish”. Or the definition of the object of the
verb may be given as: "the object of the verb is the term indicating the being or the
object acted upon". (Roulet, 1975: 11)
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(3) This method encourages the analytic presentation to help the pupil grasp the
structure of ready-made sentence patterns.  Finocchiaro and Brumfit (1983)
explain that traditional linguistic analysis, based on the most suitable procedure for
describing Latin, recognized various kinds of sentences (declarative, interrogative,
etc.) and divided vocabulary into different elements of speech (noun, verb,
preposition, etc.). In Latin, whether a noun is the subject or object of a verb, and
the many relations which can be shown in English through prepositions, are
expressed by attaching different endings to the word stem. These different
endings reflect different cases so that one can classify the grammar of nouns in
terms of nominative, accusative, genetive and other cases. When different case
endings are used, the meaning of the sentence is made more precise.

(4) The teacher in this method tends to give much attention to faults to be avoided
by the learner and to exceptions.

(5) Feedback or response to students' errors takes the form of heavy emphasis on
correct answers. The teacher supplies correct answers to students when they
falter.

Advantages of the Grammar-Translation Method

The Grammar-Translation Method has advantages. These advantages can
be listed as follows:
(1) This method of teaching is relatively easy to apply. It does not require many
specialized skills on the part of teachers.

(2) It is easy to construct examinations, texts of grammar rules and translation
passages. In addition to this, examinations can be scored objectively and
accurately.

(3) Many standardized texts of foreign languages do not try to tap into
communicative abilities. As a result, students do not have enough motivation to go
beyond grammar analogies, translations and drills which teachers find easy to
provide.
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(4) "It is sometimes successful in leading a student towards a reading knowledge of
a second language" (Brown, 1987: 75).

(5) "Thinking about formal features of the second language and translation as a
practice technique put the learner into an active problem-solving situation” (Stern,
1983: 455).

Disadvantages of Grammar-Translation Method

The main belief of the Grammar-Translation Approach is that one knows a
language when one masters its forms and rules. Such an approach disregards
the functional nature of language and ignores how language conveys the social
functions of language such as greeting, requesting, introducing people, expressing
feelings, agreeing and disagreeing. As a result "it does virtually nothing to
enhance a student's communicative ability in the language" (Brown, 1887: 75).
Lado (1964: 4) agrees and argues that "with greater interest in modern languages
for communication the inadequacy of Grammar-Translation Methods became
evident. Students who devoted years to the study of a foreign language were in
most cases unable to use it. They developed a distaste for the language and an
inferiority complex about language learning in general". Roulet (1975: 9) also
comments that "the information provided by traditional grammars cannot enable
pupils to attain one of the fundamental objectives of modern language learning, the
acquisition of a mechanism for oral communication"”.

Finocchiaro and Brumfit (1983: 5) point out that "the grammar part of
'‘grammar-translation' was attacked, partly because the grammar used was actually
inappropriate to English, and partly it was felt that too much emphasis on grammar
led to learning about the language rather than learning to use the language”.
Regarding the same point, Lado (1964) suggests that translation is used as a class
activity and equated with understanding, speaking, reading and writing. Those
skills are quite different and should be learned as such. To be able to talk about
the grammar of a language, to recite its rules is not similar to being able to speak,
understand, read or write a language. Translation can be a valuable activity in
itself, but not as a substitute for practising the language. Also, grammar recitation
can be valuable to the linguist but not as a substitute for language use.
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This method is not suitable for all the varying ability levels of young school
students. This method provides students with definitions of the parts of speech,
rules to be memorized and texts to which students apply the rules of correct
translation. "This involves a complicated mental manipulation of the conjugations
and declensions in the order memorized, down to the form that might fit the
translation" (Lado, 1964: 92).

The Grammar-Translation Method does not set out rules that can enable the
student to construct systematically correct complex sentences. Students are often
trained in artificial forms of language when they practise the rules. Roulet (1975:
14) explains, "traditional manuals adopt an essentially analytic presentation which
may eventually aid the pupil in grasping the structure of ready-made sentence
patterns, but which is of little value and use to him for the construction of such
phrases”.

The teaching materials are chosen and managed around grammatical
points. Such design creates and leads to inconsistent structures and vocabulary.
This inconsistency may confuse the student and reduces their motivation for
language learning Richards and Rodgers (1986: 4) comment that this method is
"remembered with distaste by thousands of school learners, for whom foreign
language learning meant a tedious experience of memorizing endless lists of
unusable grammar rules and vocabulary and attempting to produce perfect
translation of stilted or literary prose”.

The overuse of the native (first) language reduces the time allocated to
practice in the target language and reduces the real exposure to the language. The
method focuses on translation and the necessity of the provision of lists of words
parallel to the words of the student's first language. Hwang (1970: 27) comments
that "the words of one language do not have a one-to-one correspondence with the
words of any other language. An 'equivalent' word in a foreign language is not
always used in the same situations, nor does it necessarily cover the same
semantic areas, as the corresponding word in one's mother tongue.
Consequently, learning a foreign language is not simply a matter of learning a list
of words parallel to the words of one's mother tongue or mastering a bilingual
dictionary. Itinvolves, rather, the learning of a whole new language behaviour".
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The Grammar-Translation Method takes no account of every day language
usage. As a result, Roulet (1975: 7) argues that "pupils rapidly realize that there is
a divorce between the language they study in class and the language they
spontaneously use as a mother tongue or hear around them as a second
language. At this point they rapidly lose interest in learning grammar". He also
adds that traditional grammar still uses too closely the grammatical system of Greek
and Latin which are not suitable for the description of all modern languages. For
example:

father (nominative)

o father (vocative)

father (accusative)

of the father (genitive)

to, by, or from the father (dative)

(in Roulet, 1975: 13)

The Audiolinqual Method

This method has appeared under many different names. In the fifties, it was
referred to as the aural-oral method, until Brooks (1964: 263) proposed the term
Aud olingual as a more pronounceable alternative.

(1) Approach
heoreti kgroun
(1)Theory of Language

Audiolingualism is based on Structural Linguistics. It is a reaction against
traditional grammar methods. |Its interest is in phonetics, phonology, morphology
and syntax. It analyzes language according to different levels of structural
organization, not according to categories of Latin grammar. Language is viewed
as "a system of structurally related elements for the encoding of meaning, the
elements being phonemes, morphemes, words, structures and sentence types"
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(Richards and Rodgers, 1986: 49). Or as Newton (1979: 18) puts it: "it is a
collection of discrete items to be put together like building blocks. This putting
together was not a creative process; it was a matter of classifying and arranging".

The word 'structural' refers to: (a) the elements in a language that are
produced in a structural way; (b) Language samples that follow any structural level
of description (phonetic, phonemic, morphological), and (c) Linguistic levels that
are structured as systems within systems, (e.g. phonemic systems lead to
morphemic systems, which lead to higher level systems of phrases, clauses and
sentences).

This theory assumes that, for successful language learning, one should
master the elements (building blocks) of the language and learn the rules that
combine these elements. This theory believes "speech is language". This
originated from the fact that many languages are not written, and we learn to speak
betore we learn to read and write. As a result, structural linguistics focus on
“speech acts' as the priority in language teaching.

(2) Theory of Learning

"The Audiolingual Methods are based on the Skinnerian theory and it is from
this basic theoretical position that their advocacy of 'mimicry - memorization' in
pattern drills and dialogue learning has been derived" (Rivers, 1964: 29).
Audiolingualism follows behaviourism. What is behaviourism? What concepts
does it adopt? The theory of behaviourism starts from any organism's ability to
master specific, definable behaviours. Behaviourist learning depends on three
elements :

(1) A stimulus which elicits and encourages behaviour.

(2) A response which occurs as a result of a stimulus.

(3) Reinforcement which marks the response as being right or wrong and
encourages the repetition of the right response. Reinforcement is a very important
part in the learning process. It encourages the repetition of the right response, till it
becomes a habit.
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When behaviourist theory is applied to language learning, the organism
becomes the foreign language learner. The focused behaviour is verbal
behaviour. The stimulus is that which is presented in the foreign language. The
response is the learner's reaction to the stimulus. The reinforcement may be
extrinsic or intrinsic: extrinsic reward is reflected by the teacher's praise or
approval; intrinsic reinforcement is reflected by the student's self satisfaction in
using the language. "Language mastery is represented as acquiring a set of
appropriate language stimulus-response chains" (Richards and Rodgers, 1986:
50).

The learning principles of audiolingualism are basically four (Rivers, 1964:
19-22):

(1) Audiolingualism assumes that language learning is a process of 'mechanical
habit formation'. Students form good habits by practising correct responses rather
than by making mistakes. To form those good habits, they memorize and practice
ready-made dialogues and pattern drills.

(2) For effective language learning, language items should be presented orally
before being written. Aural-oral training is a basic element in audiolingualism. It
gives the foundation for other language skills to develop.

(3) The focus is on 'analogy' not 'analysis’. Students practice patterns in different
contexts, acquire a perception of analogies, then they ,are provided with
explanations of rules. Grammar is taught inductively not deductively.

(4) The meaning of the words of the target foreign language is taught in a linguistic

and cultural context, not in isolation. Teaching a language involves teaching the
cultural system of the native speakers.
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(2) Design

(a) Objectives

Objectives may be categorized into those which are Short-term and those
which are Long-term. The short-range objectives are: to train the students to gain
listening comprehension skills, to acquire accurate pronunciation, to recognize the
speech symbols and reproduce them in writing. "These immediate objectives
imply three others: first, control of the structure of sound, form, and order in the new
language; second, acquaintance with vocabulary items that bring content into
these structures; and third, meaning, in terms of the significance these verbal
symbols have for those who speak the language natively" (Brooks, 1964: 111).

The long-range objective is to use the foreign language as the native
speaker uses it. The main objective is to create a foreign language learner who
has oral proficiency, can pronounce, perceive and produce the major phonological
features of the language accurately and be able to respond quickly and precisely in
a specific speech situation.

(b) Syllabus

Concerning the content organization, this method presents language units in
terms of sentence patterns. In the Audiolingual class, new material is presented
orally in pattern drills or in the form of dialogue: (e.g buying tickets at the cinema,
booking a room in a hotel or mailing a letter).  Structures are sequenced and
presented one at a time. Structuralists break language into lists of structures and
put them in a ‘learning order'. Each structural item should be taught and drilled
before the next item is introduced.

Concerning the choice of content, this method focuses on the linguistic
syllabus which contains phonological, morphological and syntactical key items.
Unlike the Grammar-Translation Method, there is little or no grammatical rules to
memorize. Rules of grammar are introduced by inductive analogy rather than by
deductive instruction. On the other hand, vocabulary is contextualized in dialogues
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but strictly limited. The teaching of the language skills follows the sequence of
listening, speaking, reading and writing.

(c) Types of Learning and Teaching Activities

Dialogues and drills are presented. Dialogues contextualize key structures
and provide the situations in which these structures can be used. Ailso, these
dialogues may represent the cultural system of the target language. The main
parts of these dialogues are practised for repetition and memorization. After
memorizing the dialogue, certain grammatical rules are explained and drilled.

The use of drills and pattern practice is an essential characteristic feature of
the Audiolingual Method. Brooks (1964: 155) talks about pattern practices as
follows: "each one starts with an utterance that is or could be a part of interpersonal
exchange. It then shows the learner, by having him/her either hear the utterance
and then repeat it or read the utterance and then write it, how a certain segment of
it can change in a consistent way". Brooks (1964: 156-160) goes on to present
various kinds of pattern practices which include: (1) repetition, (2) inflection, (3)
replacement, (4) restatement, (5) completion, (6) transposition, (7) expansion, (8)
contraction, (9) transformation, (10) integration, (11) rejoinder and (12) restoration.

(d) ner Rol

Behaviourists look at the learners as an organism, capable of producing
correct responses when exposed to skilled training. Richards and Rodgers (1986:
56) describe the learners' role in this Audiolingual Method as: "Learners play a
reactive role by responding to stimuli, and thus have little control over the content,
pace, or style of learning". Students are not allowed to initiate interaction, because
student initiation may lead them to commit mistakes. Students just imitate, repeat,
memorize and perform controlled tasks. As Hajjaj (1983: 18) points out, "the
learner acts the role of the listener, respondent or formal class student”.

23



(e) Teacher Role

The teacher in this method is authoritative and active. Audiolingualism is a
'teacher-dominated method'. The teacher plays the role of a model who represents
the foreign language, a controller of the direction and pace of learning, the
corrector of the student’s responses, the provider of drills, tasks and situations in
which to use the structures, and a reinforcer who rewards student’s response.
Hajjaj (1983: 18) in this respect says "the structural approach assumes one way of
teaching in which the teacher always acts the role of the questioner, initiator,
teacher or formal instructor”. )

Brooks (1964: 143) introduced the functions the teacher should fulfil in the
Audiolingual class:

- Introduce, sustain and harmonize the learning of the four skills in this order:
hearing, speaking, reading and writing.

- Model the various types of language behaviour the student is to learn.

- Teach spoken language in dialogue forms.

- Direct choral response by all or parts of the class.

- Teach the use of structure through pattern practice.

- Guide the student in choosing and learning vocabulary.

- Show how words relate to meaning in the target language.

- Get the individual student to talk.

- Reward trials by the student in such a way that learning is reinforced.

- Establish and maintain a cultural island.

- Formalize on the first day the rules according to which the language class is to be
conducted, and enforce them.

(f) The Role of Instructional Material

At the elementary stage, students do not use text books because at this
stage, they listen, repeat and respond to the teacher. Text books may "distract
attention from aural input" (Richards and Rodgers, 1986: 57). Later, text books that
contain drills, dialogues and activities are introduced. Tape recorders, audiovisual
equipment and the language laboratory are essential in the Audiolingual Method.
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(3) Procedure
In an Audiolingual lesson, the following procedures are typical:

(1) The teacher reads a model dialogue or the tape recorder provides a model to
emulate. The students listen carefully to the dialogue which contains key
structures. Then they repeat the dialogue line by line, individually and coliectively.
The teacher listens and focuses on the pronunciation and fluency. students'
pronunciation or grammar mistakes are immediately corrected. The dialogue to be
memorized is broken down into lines; the line is also broken down into phrases

and words. Students read the dialogue aloud.

(2) Students may change specific key words or phrases in the dialogue to adapt it
to their own interest or context.

(3) The teacher may use certain selected key structures from the dialogue for
students to practise. These are practised in a chorus and then individually.

(4) Students can use their textbook for follow up-reading and writing or for activities
around the dialogue. For beginners, writing is no more than copying out the
practised structures. As beginners develop, they write short compositions.

(5) Later, language laboratory may be used, where students can practise more
drills. .

Advantages of the Audiolingual Method

In terms of the advantages of this method, Stern (1983: 466) says that "it is
necessary to remind oneself of the major contributions of audiolingualism to
language teaching. First, it was among the first theories to recommend the
development of a language teaching theory on declared linguistic and
psychological principles. Second, it attempted to make language learning
accessible to large groups of ordinary learners. Third, it stressed syntactical
progression, while previously methods had tended to be preoccupied with
vocabulary and morphology. Fourth, it led to the development of simple
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techniques, without translation, of varied, graded, and intensive practice of specific
features of the language. Last, it developed the separation of the language skills
into a pedagogical device".

Because this method focuses on oral skills, students graduate with native-
like pronunciation. Ovando and Collier (1985: 73) point out that "methods
emphasizing written skills produce better results for reading and writing, while
methods emphasizing oral-aural skills (ALM) produce slightly better results for
speaking and hstening". An experiment conducted by Scherer and Wertheimer
(1964) compared students who were taught by traditional methods with those
taught by the Audiolingual Method. Their findings support Ovando and Collier's
remarks This study showed that Audiolingual students were much superior in
speaking and I stening while traditional students were slightly superior in writing
and translat ng

Disadvantages of the Audiolingual Method

In terms of the theoretical background, Noam Chomsky (1966) provided a
crtque of the structuralist approach to language description and also of the
behav ourist theory of language learning. Chomsky (1966) argued that language
Is not a habt structure Ord nary I'nguistic behaviour characteristically contains
innovat on, format on of new sentences and patterns that reflect abstractness and
intr cacy Chomsky's theory of transformational grammar stresses that language's
fundamental propert es come from the mind's innate properties and from the way in
wh ch humans process experience through language. Chomsky's main focus was
on the mental properties that enable people to learn and use language. Chomsky
rejected behav ourism because it cons'ders language learning similar to any other
type of learning  According to behaviourists, language learning follows the same
laws of stimulus and response, reinforcement and association. Chomsky
disagreed arguing that most human language is not imitated behaviour. Rather, it
is created and built from an underlying knowledge of abstract rules. Language is
not learned by imitation and repetition, it is 'generated' from one's underlying
'‘competence’.
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Wilkins (1972: 168-9) presents the 'mentalist' view which contradicts the
behaviourist view point and says "everybody learns a language, not because they
are subjected to a similar conditioning process, but because they possess an
inborn capacity which permits to acquire a language as a normal maturational
process. This capacity is by definition universal". Other writers have also
objected to Skinner's behaviouristic model of learning and of language learning.
Spolsky (1966: 123) suggests that "knowing a language involves not just the
performance of language - like behaviours, but an underlying competence that
makes such performance possible. By ignoring this, it has been easy to make
exaggerated claims for the effectiveness of operant conditioning in second
language teaching”. Chastain (1969: 101) argues that "a native speaker is
continually creating new utterances, not merely repeating identical responses to
previously met stimuli”. Briggs and Hamilton (1964. 546) comment that “there is
increasing evidence that, for meaningful learning, the roles of overt responding,
practice, and reinforcement can be over emphasized, to the neglect ... of
subsumation and other cognitive processes”.

Rivers (1964) has strongly criticized this method for its failure to teach long-
term communicative proficiency "If our students are to persist in their efforts to use
the language in communication, broader training than repetitious drills will be
needed" (R vers, 1964 35). Students taught by the Audiolingual Method were
found to be unable to transfer the skills they acquired to the real use of language
outs de the classroom. This is because Audiolingualism focuses on the form
rather than the content or meaning. This method requires learners to repeat and
practise drills to prepare them for language use. As Krashen and Terrell (1983
15) observe, "such drills are not real communication since they transmit no real
message”. Therefore, Wilkins (1972: 168) comments "in practice the greatest
def ciency of the Audiolingual Method, the method which is most closely based on
behaviourist principles, is its failure to prepare the learner to use his language for
communication™. Ventrigha (1982: 15) agrees and explains that "students not only
do not use structures they have just practised successfully in drill, there also
appears to be no transter to natural communicative settings". One example will
llustrate. The teacher has just taught the drill pattern, "this is a (an)" with suitable
names for different kinds of fruits. Apples were served for lunch. The teacher took
an apple and asked a child "what is this?" The child did not respond with "this is an
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apple" but said "Quiero la mas grande". The answer was meaningful but totally
different from the learned drill phrase. The problem is that "these drills are
intended to teach the forms of the English language and not to convey information
about the real world. The meaning or concept is therefore secondary to the
repetition of the stated forms" (Ventriglia, 1982: 15). McLaughlin (1978) states that
learning depends not so much on repetition as it does on the students'
understanding of the meaning of what is drilled.

Many find language learning through Audiolingual procedures boring and
unsatisfying. In the Audiolingual Method, it is not necessary to create meaning as
a basis for defining parts of speech. Classes of words are identified according to
therr grammatical and structural signals. Sentences like Chomsky's "colourless
green ideas sleep furiously”, though meaningless, is looked upon as well-formed
grammatically Meaning of language in this method, is not carefully planned,
introduced or taught

It 1s misleading to maintain the surface structure and generate sentences
purely from structure  Audiolingualism only describes surface structure and does
not take account of important grammatical facts. Chomsky's well known example
explains this po'nt  'He is easy to please’, and ‘He is eager to please’. These two
sentences have the same surface structure but different meaning (Roulet, 1975:
29)

Situat onal and semantic factors are paid little attention by this approach as
one may see in ambiguous sentences. For example, ‘the lady gave her dog
biscuits' has two meanings: the first is that the lady gave 'her' dog biscuits; the
second 1s that the lady gave her 'dog' biscuits. The ambiguity lies in the “her
givng'.

Hajjaj (1983: 17) criticizes that "the grammar emerging from the description

explains neither the deep relations between sentences, nor the ambiguity of such
constructions”.
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This method insists on developing oral skills without the use of printed
materials. Krashen and Terrell (1983: 15) point out that "to present all material,
both dialogues and drills, without permitting students to see how the sounds were
written, was a disaster. It normally took three to four times as long to teach the
material without the aid of orthography. Students invented their own systems of
writing to record what they were to memorize and the entire experience was
frustrating for both students and teachers alike".

The Communicative Lanquage Teaching (CLT) Method

Brown (1987) offers the following interconnected characteristics as a
defintion of CLT.

(1) The focus 1s on communicative competence not on grammatical or linguistic
competence

(2) Fluency, not accuracy, is stressed

(3) In the communicative classroom, students have to use the language
productively and creatively

(1) Approach

Theoretical background ¢

(1) Theory of Language

Richards and Rodgers (1986: 71) point out that at the level of language
theory, Communicative Language Teaching has a rich, if somewhat eclectic,
theoretical base. Some of the characteristics of a communicative view of language
follow:

(1) Language is a system for the expression of meaning.
(2) The primary function of language is for interaction and communication.
(8) The structure of a language reflects its functional and communicative uses.
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(4) The primary units of language are not merely its grammatical and structural
features, but categories of functional and communicative meaning as exemplified
in discourse.

The goal of language learning is to gain what Hymes (1972) refers to as
‘communicative competence’. Communicative competence, Hajjaj (1983: 21)
explains, "refers to a speaker's unconscious, internalized knowledge of the
underlying system of rules for the use of the language he is speaking”. Theories of
communicative competence have developed from the Chomskyian linguistic theory
(Chomsky, 1965), and his distinction between the two terms, ‘competence’ and
‘performance’. The theories of communicative competence proposed by Hymes
(1972) and Canale and Swan (1980) focus on the interrelationship between
language and social context To explain this further, these linguists' views will now
be presented

Chomsky (1965) stresses the abstract abilities speakers have, that enable
them to present correct grammat cal sentences in a language. His theory focuses
on abstract grammat cal knowledge Explaining, Chomsky (1965: 3) says,
"I ngu stic theory 1s concerned primarily with an ideal speaker-listener, in a
completely homogeneous speech-community, who knows its language perfectly
and 1s unaffected by such grammatically irrelevant conditions as memory
Imtatons d stractons, shifts of attention and interest, and errors (random or
character st ¢ in apply ng h s knowledge of the language in actual performance”.
Chomsky d st ngu shes between ‘competence’, a speaker's intuitive knowledge of
the rules of a language, and '‘performance’, that which a person actually produces
by apply ng these rules  Chomsky talks about grammatical rules that a native
speaker knows Intu tively, whether the sentences are grammatical or not, and it is
I nguistic competence that informs this. Chomsky does not mention any socio-
cultural features, or the fact that we speak to different people, in various situations,
about a complex ty of matters  As a result, there was a feeling that the Chomskyian
notion of competence should be extended beyond purely grammatical competence
to contain more general, social communicative aspects.
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Hymes (1972) provides a communicative competence theory which is
ditferent from Chomsky's theory. Hymes is more concerned about social
communication and culture. In this respect, Hymes (1972: 277-8) writes: "a normal
child acquires knowledge of sentences, not only as grammatical, but also as
appropriate ... In short a child becomes able to accomplish a repertoire of speech
acts, to take part in speech events, and to evaluate their accomplishment by others.
This competence, moreover, is integral with attitudes, values, and motivations
concerning language, its features and uses and integral with competence for, and
attitudes toward, the interrelation of language with the other code of communicative
conduct". Hymes (1972: 278) goes on to say that "the acquisition of such
competency is, of course, fed by social experience, needs and motives, and issues
in action that is itself a renewed source of motives, needs, experience. We break
irrevocably with the model that restricts the design of language to one face towards
referential meaning, one toward sound, and that defines the organization of
language as solely consisting of rules for linking the two. Such a model implies
naming to be the sole use of speech, as if languages were never organized to
lament, rejoice, beseech, admonish, aphorize, inveigh, for the many varied forms of
persuasion, direction, express'on and symbolic play. A model of language must
design it with a face toward communicative conduct and social life". Hymes (1972)
thus focuses on what a speaker needs to know to become communicatively
competent in a speech community

Halliday (1975) adopts the functional sociolinguistic view of language. In
this respect, Halliday (1975: 3) says, "language development,is much more than
the acquisition of structure”. "Early language development may be interpreted as
the child's progressive mastery of a functional potential" (Halliday, 1975: 5), and
that "the child learns language as a system of meanings in functional contexts”
(Hallilday, 1975: 9). Halliday (1975: 15) explains that "the content of an utterance is
the meaning that it has with respect to a given function, to one or other of the things
that the child is making language do for him". He believes that people acquire
language when they gain the linguistic means to perform various types of functions.

Halliday (1975:. 11-17) presents the language functions as: (1) The
instrumental function: using language to obtain the things one wants 'l want this
thing'. (2) The regulatory function: using language to control the other's behaviour
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'do as | tell you'. (3) The interactional function: using language to interact with
others 'Hello, pleased to see you'. (4) The personal function: using language to
express personal feelings, self awareness and meanings. (5) The heuristic
function: using language to question, to learn and to discover 'tell me why'. (6) The
imaginative function: using language to create a world of the imagination, to create
a universe of one's own 'let's pretend. (7) The informative function: using
language as a means to communicate information 'lI've got something to tell you'.

Canale and Swain (1980: 20) argue that "an integrative theory of
communicative competence may be regarded as one in which there is a synthesis
of knowledge of basic grammatical principles, knowledge of how language is used
in social contexts to perform communicative functions, and knowledge of how
utterance and communicative functions can be combined according to the
principles of discourse".

Canale and Swain (1980) identify four dimensions of communicative
competence These are:

(1) Grammatical competence: mastery of the language code (e.g. lexical items,
rules of morphology, syntax, sentence-grammar semantics and phonology).

(2) Sociolinguistic competence: mastery of suitable language use in various
soclolinguistic contexts, with focus on the appropriateness of meanings and forms.
(3) Discourse competence: mastery of how to join meanings with forms to get a
unified text in different modes

(4) Strategic competence: "this component will be made up of verbal and non
verbal communication strategies that may be called into action to compensate for
breakdowns in communication due to performance variables or to insufficient
competence" (Canale and Swain, 1980: 30).
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(2) Theory of Learning

The theory of language learning that underlies this method is holistic rather
than behaviouristic. It states that "language acquisition depends not only on
exposure to environmental stimulation but also on specific innate propensities of
the organism” (Hwang, 1970: 28). Language acquisition is regarded as a creative
process, not as habit formation. This approach rejects the idea of language
learning by a stimulus-response process.

Very little has been written about CLT's theory of learning. As a result,
Richards and Rodgers (1986: 72) say that the "elements of an underlying learning
can be discerned in some CLT (communicative language teaching) practices".

Richards and Rodgers (1986) identify three elements, which are:

(1) The communicative principle which focuses on the idea that activities to
establish real communication promote learning.

(2) The task principle which emphasizes that activities in which learners use
language to carry out meaningful tasks promote learning.

(3) The meaningfulness principle which stresses that the meaningfulness of the
language supports and enhances the learning process.

Finocciaro and Brumfit (1983) add other elements which are:

(1) Learning occurs when the syllabus is related to the needs and experiences of
the learners.

(2) Students' motivation is very important for knowledge and skills acquisition.

(3) Students play an active role in the learning process. CLT encourages, and
gives them the chance to initiate, participate and produce. "The more
responsibility students are given the more they will learn" (Finocchiaro and Brumfit,
1983; 34).
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(4) The activities in CLT pay much attention to the fact that all learners have
different learning styles and ditferent rates of learning.

(5) "Transfer of learning is not always automatic" (Finocciaro and Brumfit, 1983:
34).

Through the provision of examples, explanations and learning tasks,
students learn and gain knowledge. Krashen is one of the theorists who believe in
language learning through using language communicatively, rather than through
practising language skills. Krashen (in Krashen and Terrell, 1983) proposes a
theoretical model which consists of five hypotheses, which will be fully explained
later in this chapter:

(1) The acquisition-learning hypothesis.
(2) The natural order hypothesis

(3) The monitor hypothesis.

(4) The input hypothesis.

(5) The affective filter hypothesis.

Littlewood (1984) proposes two models of second language learning : (1)
the creative construction model, (2) the skill learning model and an explanation is
g ven as to how these two models may be integrated. According to the creative
construction model, Littlewood (1984: 69) says, "a learner 'constructs' a series of
Internal presentations of the second language system. This occurs as a result of
natural processing strategies and exposure to the second language in
communication situations". In this model, learning occurs subconsciously and
spontaneously. In the skill learning model, Littlewood (1984: 74) explains that "the
use of a second language is a performance skill. As with other kinds of
performance skill, it has a cognitive aspect and a behavioural aspect. The
cognitive aspect involves the internalisation of plans for creating appropriate
behaviour.  For language use, these plans derive mainly from the language
system- they include grammatical rules, procedures for selecting vocabulary, and
social conventions governing speech. The behavioural aspect involves the
automation of these plans so that they can be converted into fluent performance in
real time. This occurs mainly through practice in converting plans into
performance”.
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(2) Design

The main aim of the approach is to prepare learners for meaningful
communication.

(a) Objectives
Piepho (1981: 8) suggests tive different levels of objectives in CLT:

(1) An integrative and content level (language as means and expression).

(2) A linguistic and instrumental level (language as a semiotic system and an
object of learn ng).

(3) An affective level of interpersonal relationships and conduct (language as a
means of expressing values and judgments about oneself and others).

(4) A level of ind vidual learning needs (remedial learning based on error analysis).
(5) A general educational level of extra-linguistic goals (language learning within
the school curniculum).

(b) Syllabus

The syllabus in the communicative approach is functional-notional, ('notions'
refer to concepts such as time, sequence, location, quantity, frequency; and
"funct ons' refer to categories such as requests, denials, offers, complaints). These
concepts specify the communicative content of a course with respect to the
functions, notions, and topics that students need to talk about (e.g personal topics,
weather, shopping), grammar, vocabulary and situations in which the learner may
need to use the language (e g. travel or business).

Yalden (1983: 110-118) provides a classification of communicative syllabus
types:

(1) Structure plus functions. In this type, the two components of form and
communicative function are separated and implemented. It is assumed in this
model, that "linguistic form had been treated quite thoroughly before work on
language functions was introduced. It is thus a question of adding a further
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component to an already existing syllabus, rather than integrating communicative
teaching with teaching linguistic form" (Yalden, 1983: 110).

(2) Functional spiral around a structural core, or in other words, grammatically
based syllabus around which functions, notions and communicative activities are
built.  As Yalden (1983: 110) points out, it is a "structural progression in a
communicative framework".

(3) Structural, functional, instrumental. "Emphasis shifts in turn from structural work
on formal features of language, to rhetorical (discourse) features, to the
instrumental use of language in the study of school subjects” (Yalden, 1983: 113-
14).

(4) Functional. in this type of syllabus, the objectives are proposed in terms of
communicative functions, not in terms of linguistic items.

(5) Notonal In this type, the syllabus focuses on concepts that underlie
grammatical forms. It may concentrate on general notions such as concepts of
t me, space, locality, motion or specific notions like lexical and structural items.
"The fully not onal syllabus, as defined by Wilkins, remains the strongest possible
approach to the input syllabus” (Yalden, 1983:115).

(6) Task based | sts types of tasks to be attempted in the classroom.

(7) Learner generated is the most minimal input syllabus. It is a kind of
negotiated syllabuses in which the learner has the chance to decide both about
content and about learning strategies.

(c) Types of Learning and Teaching Activities

CLT activities are built around communicative objectives. Lessons engage
students in communication, negotiation and interaction. Learning activities are
important in this method to contextualize the teaching . Situations, improvisation,
dialogues, debates, games, role-playing give pupils the opportunity to practice the
target language.
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Litttewood (1981) outlines two types of activity:

(1) ‘Functional communicative activities' in which a student uses language to share
and process information. These activities take the form of identifying pictures,
discovering missing features in a map or picture, following instructions or solving
problems.

(2) 'Social interaction activities' in which a student "chooses language which is not
only functionally effective, but is also appropriate to the social situation he is in"
(Littlewood ,1981: 20). These activities include dialogues, role plays, simulations
and conversations. In addition, group work, individual instruction and co-operative
work are encouraged in a classroom atmosphere which tends to be relaxed to
enable pupils 1o enjoy their lessons.

(d) Learner Role

In CLT, learners are very active, and interact and cooperate with each other.
The classroom organization is less formal and more pupil needs based. Error
correction by the teacher may be absent or infrequent. Students are encouraged
to nisk error in communicating information or their ideas and feelings. Breen and
Candlin (1980: 100) describe the role the learner undertakes within the
communicative approach as: "the role of the learners as negotiator- between the
self, the learning process, and the object of learning - emerges from and interacts
with the role of joint negotiator within the group and within the classroom
procedures and activities which the group undertakes. The implication for the
learner is that he should contribute as much as he gains and thereby learn in an
interdependent way". Breen and Candlin (1980: 101) continue that "in expression
and negotiation, the learner adopts the dual role of being, first, a potential teacher
for other learners and second, an informant to the teacher concerning his own
learning progress". In general, as Hajjaj (1983: 24) points out a "more student-
centred approach is adopted - an approach that tries to capitalize on the students'
own learning strategies”.
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(e) Teacher Role

Breen and Candlin (1980: 99) discuss the two main roles teachers play
within a communicative methodology. "The first role is to facilitate the
communicative process between all participants in the classroom, and between
these participants and the various activities and texts. The second role is to act as
an interdependent participant within the learning-teaching group". These roles
imply other secondary roles. The teacher may act as a resource, an organizer of
resources and a guide, clarifying what students need to do in certain activities and
tasks, offering feedback and facilitating group knowledge and exploitation of
abilities. The teacher also may adopt the role of a participant-observer who steps
back, observes and monitors the communicative process, or may adopt the role of
an interdependent participant who actively shares the responsibility for learning
and teaching with the pupils.

Richards and Rodgers (1986) describe other roles for the CLT teacher. The
teacher in this methodology can be a needs analyst who determines and responds
to learners' language needs, or could be a counsellor who may "exemplify an
effective communicator seeking to maximize the meshing of speaker intention and
hearer interpretation, through the use of paraphrase, confirmation, and feedback"
(Richards and Rodgers, 1986: 78), or can be a group process manager who
manages the classroom as a setting for communication.

Littlewood (1981: 19) assumes that "the teacher has no direct role in the
activity. There will also be activities, of course, in which the teacher can take no
part as a ‘co-communicator’. Provided he can maintain this role without becoming
dominant, it enables him to give guidance and stimuli from 'inside' the activity".

(f) The Role of Instructional Material

Richards and Rodgers (1986: 25) suggest that in the communicative
methodology,

"(1) materials will focus on the communicative abilities of interpretation, expression,
and negotiation.
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(2) Materials will focus on understandable, relevant, and interesting exchange of
information, rather than on the presentation of grammatical form.

(8) Materials will involve different kinds of texts and different media, which the
learners can use to develop their competence through a variety of different
activities and tasks".

(3) Procedure

Finocchiaro and Brumfit (1983: 107-108) provide basic steps of instruction in
a notional-functional approach:

(1) Presentation of a brief dialogue or several mini dialogues, followed by a
discussion of the function and situation, persons, roles, setting, topic and the
informality and formality of the language used.

(2) Oral practice of the dialogue (entire class repetition, half class, groups,
individuals).

(38) Questions and answers related to the student's personal experience but
centred around a dialogue theme.

(4) Study one of the basic communicative expressions in the dialogue or one of the
structures. Give examples of the communicative use of the expression or structure
to clarify its meaning. Use pictures, real objects or dramatisation.

(5) Learner discovery of rules underlying the functional expression or structure.
This includes four points; its oral and written forms, its position in the utterance, its
formality or informality in the utterance and in the case of a structure; its
grammatical function and meaning.

(6) Oral recognition and interpretive activities.

(7) Oral production activities - proceeding from guided to more open-ended
communication activities.
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(8) Copying of dialogues or modules if they are not in the class text.
(9) Sampling of a written homework assignment.
(10) Evaluation of learning (oral only).

Littlewood (1981: 86) divides CLT procedure into two types of activities. The
first is the pre-communicative activities which includes practising purely structural
activities (e.g. performing mechanical drills) and quasi communicative activities
("take account of communicative as well as structural facts about language"). The
second is communicative activities which include functional communicative
activities and social interaction activities. To be more specific, in teaching
language skills certain steps are followed: grammatical forms are taught through
meaning. When pupils learn a new grammatical item, they must acquire two of its
aspects; the grammatical form and the meaning underlying it.  Deductive
explanation of grammar is provided and listening comprehension is emphasized,
pronunciation is not. Comprehensible pronunciation is preferred. Both written and
spoken language skills are equally stressed. There is an interest in the teaching of
lexis to improve pupil's communicative competence. Pupils are required to learn
conventional and idiomatic expressions. The teacher does not correct every
mistake in the pupil's language, since this may inhibit them and prevent them from
developing communicative competence. Teacher may use the mother tongue
when explaining difficult items to save time and increase efficiency.

‘

Advantages of the Communicative Method

The communicative approach produces four kinds of competence: the
linguistic, sociolinguistic, discourse and strategic. This approach is essentially
practical. Learners are taught only what is relevant to their needs. They acquire
communicative skills in the language. CLT is relevant because it offers the learner
the chance to use the language for relevant purposes. As a result, students may
be more motivated since they are likely to put more effort into this approach. In
addition, CLT is less wasteful of time and effort than any other approach because it
teaches only what is relevant and functionally necessary. In the long run, this
approach enables the learner to obtain appropriate skills for using the target
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language in the real world because this approach is built on a close-approximation
to such uses.

Disadvantages of the Communicative Method

Different questions may be raised about this method of teaching. These
include:

(1) Can this method be applied at all levels for all ages, in a language program ?
(2) Is it suitable for both ESL and EFL situations?

(3) Does CLT require existing grammar-based syllabus to be abandoned or
revised?

(4) How can this approach be evaluated and objectively assessed?

(5) How can CLT be adopted in situations where pupils must take grammar-based
tests and examinations?

(6) How suitable is CLT when used by non-native teachers?

This approach is based extensively on the functional-notional syllabus
which puts heavy demands on pupils. This is especially true at the early stages of
learning because students at this stage lack speaking rules and cultural insights.
Concerning the authentic material adopted by this approach, Swan (1585b: 85)
argues that "an elementary student, faced with authentic material that is not very
carefully chosen, may find it so difficult that they bogged down in a morass of
unfamiliar lexis and idiom". A truly communicative approach attempts to produce
learners with a native-speaker's communicative competence. This implies that the
learner is considered to be learning the foreign language for integrative rather
than for instrumental purposes. This may be desirable for some learners, but is it
desirable for most EFL learners.

The CLT approach focuses on meanings of rules of use rather than on
grammar and rules of structure. As a result, students may not have sufficient
knowledge of grammar to be creative with [anguage and perform communicative
tasks. Grammar and structural rules are taught intuitively through functions and
notions.  This may lead to the danger of not covering all areas of grammar.
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Consequently, pupils may over-generalize since they may believe that one
particular form can only represent a specific function.

One of the major tenets of this approach is ‘the rules of use or rules of
communication’. Such rules specify the understanding or interpretation of different
utterances. However, there is no precise definition of what form such rules may
take. It depends on the discretion of the teacher. Utterances gain their
communicative value from the context or the situation they are produced in, not by
the supposed rules of communication. In this respect, Swan (1985a: 5) argues
that rules of use "are non-language specific" and that "the precise value of an
utterance is given by the interaction of its structural and lexical meaning with the
situation in which it is used".

One of the most important problems is that in communicative classes,
grammatically based, discrete - point tests are still used. These tests are easily
constructed but do not really reflect actual language use. On the other hand, tests
of functional ability have several disadvantages. Whiteson (1981: 350) says "the
crucial problem with this kind of test is the subjectivity with which it is usually
evaluated.....a functional test is very difficult to replicate" and, "the most regrettable
effect is the amount of time teachers spend working on such tests in the classroom"
(Whiteson, 1981: 347). Whiteson (1981: 347) argues that "tests aim to measure
cc/communicative competence, i.e. the ability to function adequately in verbal
communication situations. The problem is that our knowledge of what constitutes
ccis scanty and as a result it is difficult to construct valid tests". |

The CLT approach places demands upon professional teacher training and
teacher's level of competences. Teachers need to create well planned lessons,
obtain professional skills in knowing when and how to intervene effectively, be
energetic, adaptable and confidently competent in the foreign language. The
communicative approach does not offer the teacher the security of the textbook.
With the traditional approaches, the teacher can simply follow the prescription
offered by the textbook. With the CLT approach, the teacher must choose, adopt
and create the material to use. This method pays much attention to pupil's needs.
This is quite difficult to implement. In addition, this approach requires competent
language teachers. Teachers who are non-native speakers may not be as
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communicatively competent as native speakers of the target language, given the
fact that not all have the chance to experience the target language in its 'authentic'
social and cultural settings. CLT may confuse students who are not used to
communicative activities which demand initiation, participation and much
production.

Swan (1985a) in his criticism to CLT, examines the theoretical ideas
underlying the communicative approach. In this respect Swan (1985a: 2) argues
that "the communicative approach fails to take account of the knowledge and skills
which language students bring with them from their mother tongue and their
experience of the world". Richards and Rodgers (1986: 83) suggest that
"communicative language teaching is best considered an approach rather than a
method”. At the levels of design and procedures, there are much individual
interpretations and variations in CLT.

Conclusion of Section One

Section one provides a description of the main three methods of teaching
English as a foreign language: the Grammar-Translation Method, the Audiolingual
Method and the Communicative Language Teaching Method. Advantages and
disadvantages of each method are discussed revealing that no one approach is
the 'best' option.
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Methods of Teaching in Kuwait

Section Two

Introduction

Teaching English as a foreign language (TEFL) has become a long standing
tradition in many countries throughout the world. This is applicable to most of the
Arab countries. More recently, TEFL has gained greater attention as a result of the
increasing need of English for different purposes such as travel and business.
Many countries have requirements for obtaining a first-hand knowiedge of science
and technology available in English. In many countries (e.g. the Arab countries),
many Colleges of Higher Education (e.g Medicine, Engineering and Science) still
use English as a medium of instruction. In Kuwait, preparing pupils to function
effectively in English, means teaching English for eight years on average, during
which pupils spend five to seven forty-five minutes periods per week every year
learning the English language (Al-Bader, 1983: 1).

Recently major changes have occurred, resulting from applying a new
approach to the teaching and learning of foreign languages which is labelled as
the ‘Communicative Approach’. Before explaining the implementation of this
approach in detail, a brief historical review of how the teaching, of English began in
Kuwait and what approaches were implemented, will be introduced.

How the teaching of English began in Kuwait? a historical
survey

Contact between Kuwait and Britain was established during the last few
years of the nineteenth century. On 23 January 1899, a treaty was signed between
Britain and Kuwait. This treaty's aim was to protect Kuwait from any foreign
aggression. This kind of contact encouraged Kuwaities to learn the language of

the British, especially when the British government sent representatives to live in
Kuwait.
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Before 1899, Kuwaities were exposed intensively to the English language
during their commercial relations with India. The Kuwaities' main job at that time
was diving for pearls. They used to sell pearls in the Indian Markets where English
was, and still is the means of communication. Kuwaiti traders needed to learn the
English language to be able to converse, bargain and succeed economically.

When oil was discovered in Kuwait by an Anglo-American company,
learning English became increasingly desirable. Oil exploitation needed people
who are well trained and educated. Such training and education were not
available in Kuwait. Therefore, large numbers of students were sent abroad, some
of them to the United States of America and some to the United Kingdom, to
acquire the necessary knowledge for developments engendered by the discovery
of oil. Out of necessity, English became one of the most important subjects in the
school curriculum.

Al-Mubarakiya school, was the first school established in Kuwait, founded in
1912. At that time, English was not taught at all. The first contribution to the
teaching of English in Kuwait was pioneered by the American Mission. The Rev.
Dr. Calverky, minister in charge at that time, organised classes in his house to teach
English in 1919. These classes continued until 1934. Such lessons never
integrated into formal schooling. Students voluntarily attended these informal
classes to leam English in their leisure time. The Rev. Dr. Jong was in charge of
the classes from 1928 till 1932. He "believes that they (the classes) helped to give
an impetus to the foundation of Al-Ahmadiya school and were responsible for the
relatively modemn line it came to adopt* (Kharma, 1967: 254).

In 1920, Al-Ahmadiya school was established during Sheik Ahmad Al-
Jabir's rule. "English was taught right from the beginning. It has been taught in all
sorts of schools ever since" (Kharma, 1967: 254). In 1936 the first Council of
Education was established. Because of the lack of Kuwaiti qualified teachers, it
invited teachers from Palestine to organise a simple educational system built upon
twentieth century educational thinking. In addition, the Council of Education
brought teachers, administrators, inspectors and educationists from Egypt,
Palestine, Syria and other Arab countries. Since then, development and progress
have been continuous.
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Kharma (1967: 254) observed that "until 1956-7 the school ladder consisted
of seven primary and four secondary years, and just before 1947 an extra
secondary year was added to prepare pupils for the London Matriculation. English
was taught from the four elementary class onwards, i.e. for eight years in the
general section and for nine in the special form. The number of weekly periods
varied between seven and nine in the different classes".

In 1956-7, two Arab educationists, Dr. Kabbani and Dr. Akrawi, were invited
to examine the educational system in Kuwait. They recommended changing the
school ladder into four elementary, four intermediate, and four secondary years.
According to the new division of the school ladder, English had to be started one
year later, in the first intermediate class. The number of weekly periods for English
were eight. "This position has lasted until the present day: eight years of English at
the rate of eight periods per week” (Kharma, 1967: 255).

Methods of Teaching in Kuwait

Historically, three major approaches have dominated the English language
scene in the Arab World: the Grammar-Translation, the Audiolingual and the
Communicative Approaches (Hajjaj, 1983). These will now be considered in the
context of Kuwait.

The Grammar-Translation Method in Kuwait

1

Before 1963 there was not one specific recommended approach that was
applied in Kuwait (Ayyub,1985). Teachers were left to decide on what methods
and techniques of teaching they used. Most of them adopted a mixture of different
approaches such as the Grammar-Translation, Reading or the Direct Method.

A purely Grammar-Translation Approach was not implemented.
Instead, teachers used techniques which included translation, memorization of
conjugation and declensions, with rules emphasized as the foundation of a foreign
language. Classes were taught in the mother tongue (Arabic) with little use of the
target language (English). Vocabulary was taught in the form of lists of isolated
words accompanied with their meanings in Arabic. Long and detailed
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explanations of grammatical rules were given. The focus was mainly and
intensively on the form. There was littie attention to the content of texts which were
looked at as exercises for grammatical analysis. Classroom activities were
concerned about practising drills which were no more than exercises in translating
disconnected sentences from English into Arabic. Pronunciation was completely
neglected.

Sometimes the Direct Method was followed. Grammar and translation
teaching accompanied language usage teaching through demonstration and
dramatisation. Lessons were planned to begin with a brief anecdote or dialogue in
the target language and managed in a modern conversational style. The material
was presented orally and explained by the use of actions and pictures.

When Direct Method techniques appeared not to be working, language
teaching moved to the Reading Method. West's (1956) text book, known as
New Method English for the Arab World, was used (Hajjaj, 1983). This text book
included lists of English-Arabic words to facilitate reading. There was no
systematic philosophy behind the use of such a school text book. It was based on
no specific learning theory or theory of the use and functions of language. "The
linguistic theory was that of traditional grammar mixed with structural grammar" (Al-

Mutawa et al., 1985: 13). This type of text book neglected communicative aspects
of language teaching. It concentrated mainly on passive skills such as reading
and memorizing. Pupil awareness of the functional nature of language was
gained through extensive reading. The objective of this method was to attain
reading ability. Most of the class time was spent working on secondary
grammatical elements (e.g. definitions, declensions, conjugations). No attention
was paid to oral production or pronunciation. However, spoken English was
expected to emerge when students worked on written tasks. Such reading is
encouraged both in and out of class. The vocabulary of the early reading is
controlled, but later expanded as fast as possible. The outcome created graduates
with an ability to understand simple written texts but with weak oral performance.
Students, mostly, felt embarrassed when they were asked to talk in English due to
insufficient oral competence. Atthe same time, teachers felt safe since this method
is relatively straightforward. Teachers did not have to instil oral skills nor be novel
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or creative. They have only to explain rules, which students copy in note form.
Assessment was easy and simple.

Before 1963 no systematic use of teaching aids was considered. Aids such
as tape-recorders, and language laboratories were not integrated into the
language teaching process. "The use of educational media of any sort was almost
totally absent and in most cases it was just 'chalk and talk™ (Al-Mutawa et al.,
1985: 13). Teachers were not trained.

To conclude, the teaching materials were "those of a global nature (that is,
not specific to the Arab World countries) prevailing in the 1950s and to some extent
in the early 1960s" (Al-Bader, 1983: 3). Such teaching approaches took much
from the characteristics of the Grammar-Translation Method.

The Audiolinqual Method in Kuwait

Between 1960 and 1970, a new method called the Audiolingual Method
appeared in Kuwait. When this method appeared, based on behavioural
psychology and structural linguistics, two other factors started to have more
importance. First, during and after the second world war, tape recorders and other
audio-devices (e.g. language laboratories) spread, enabling pupils to use
authentic spoken English models for oral-aural practice. Second, this method
focuses on the oral aspect of the foreign language. The increase of interpersonal
communication, translation and mass media, have encouraged people to
negotiate, interact and communicate face to face with others.

In 1962-1963, the Ministry of Education decided to apply the Audiolingual
Approach. When this approach was introduced in Kuwait, intensive in-service
training was required. This training included discussion of aims, oral-aural
techniques, the adoption of audio-visual aids such as flash-cards, wall-pictures and
tapes, and new evaluation techniques.

The Audiolingual Approach was well received. Teachers were satisfied,
even the less qualified ones, because of the provision of audio tape material since
almost all teachers were non-native speakers of English. Pupils also had the
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chance to listen to native speakers. In the Arab world, the English language
teaching movement grew under the Audiolingual Method. For example, teachers,
felt confident to use the new approach effectively, and contributed significantly to
the improvement of the materials used, something that was reflected in subsequent
revisions and new editions of Audiolingual materials. Furthermore, an interest
grew among teachers, inspectors and others working in the English teaching field
to seek graduate courses in education and linguistics (Hajjaj, 1983).

The text book used was called Living English For the Arab World (Allen and
Cooke, 1964). It was introduced in Kuwait and was taught for more than fifteen
years. Al-Mutawa et al. (1985: 15) comment that "the introduction of the aural/oral
approach manifested in Living English For the Arab World, was really a qualitative
more in the history of English language teaching in Kuwait and other countries".

This book requires dependence on mimicry, memorization of set phrases, and
overlearning, because it is based on the belief that language learning is habit
formation. With respect to the grading and selection of the syllabus content and
the teaching/learning techniques, the course is completely structural. The grading
is grammatical. For example: lesson 1/book 1 begins with the present simple
tense. [t starts with easy rules, with gradual change to more difficult structures and
patterns (e.g. conditional sentences). Teachers tend to teach such rules one at a
time using repetitive drills.  Al-Bader (1983: 3) explains the situation in Kuwait
schools: "pattern practice with its chorus repetition technique was common in every
school. Educational technology reached an unprecedented boom: tape recorders,
language laboratories, films and filmstrips and more recently cassettes". In
addition, skills are sequenced in an order of listening, speaking, reading and
writing. The reading passages in this book are purposefully void of any authentic
use of language but simply exemplifications of patterns and structures (Al-Mutawa
et al., 1985: 14). Many exercises on patterns and structures are provided with an
intensive focus on pronunciation and special attention to intonation. Within this
text book, there is a tendency to manipulate language and disregard content.
Classroom activities are teacher-centred. The teacher takes the role of questioner,
initiator and formal instructor. The learner takes the role of a listener, responder
and passive classroom student.
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In 1971, Living English For the Arab World (Allen and Cooke, 1964), was
revised and modified. The revised text book was called Progressive Living

English (Allen, 1972) and was still basically structural in grading. The selection of
the reading passages and dialogues focused on communication. ‘It included a
story-line, science-fiction, journalistic English, and everyday verbal and non-verbal
interactive situations" (Al-Mutawa et al., 1985: 16-17). It also encouraged some
communicative activities such as role-playing, problem-solving, description and
reporting. In addition to this, it attempted to encourage teachers in the selection
and production of their own additional material.

The introduction of Living English For the Arab World (Allen and Cooke,
1964), representing the Audiolingual Method of teaching, had advantages.

However, it was found that the material was not satisfactory because it emphasized
mechanical drilling of language-items and paid much attention to teaching 'neutral’
English, which focused on ‘usage' or grammar rather than 'use' of language in real
situations, such as requesting, describing, defining, agreeing and the other
functions of language. Therefore, there developed a need for alternative teaching
methods.

The Communicative Language Teaching Method in Kuwait

The Communicative Approach differs from the Audiolingual Method in a
number of respects. The following table portrays such differences.

Table 1: Differences between the Audiolingual Method and the
Communicative Method.

Audiolingual Method Communicative Method
(Functional-Notional Method)

1- Attends to structure and Meaning is paramount.
form more than meaning.

2- Demands memorization of Dialogue, if used, centres

structure-based dialogues. around communication
functions and are not
normally memorized.
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Audiolingual Method

Communicative Method
(Functional-Notional Method)

3- Language items are not
necessarily contextualized.

4- Language leaming is
learning structure, sound,
or words.

5- Mastery, or "over-leaming”

is sought.

6- Drilling is a central
technique.

7- Native-speaker-ika
pronunciation is sought.

8- Grammatical explanation
is avoided.

9- Communicalive activities
only come after a long
procsss of rigid dnlls

and exercises.

10- The use of the student's

native language is
forbidden.

11- Translation is forbidden
at sarly levels.

12- Reading and writing are
deferred till speech is
mastered.

13- The target linguistic
system will be leamed
through the overt teaching
of the pattem of the
system.

14- Linguistic competence is
the desired goal.

Contextualization is
a basic premise.

Language learning is
learning to communicate.

Eftactive communication
is sought.

Drilling may occur, but
peripherally.

Comprehensible pronunciation
is sought.

Any device which helps the
learners is accepted-
varying according to their
age, interest, etc.

Attempts to communicate may
be encouraged from the very
beginning.

Judicious use of native
language is accepted where
feasible.

Translation may be used
where students need or
bensfit from it.

Reading and writing can
start from the first day,
if desired.

The target linguistic

system will be learned

best through the process

of struggling to communicate.

Communicative competence
is the desired goal (i.e.,

the ability to use the
linguistic system

effectively and
appropriately).

51




Audiolingual Method

Communicative Method
(Functional-Notional Method)

15- Varieties of language
are recognized but not
emphasized.

16- The sequence of units is
determined solely by
principles of linguistic
complexity.

17- The teacher controls the
leamers and prevents them
{rom doing anything that
conflicts with the theory.

18- "Language is habnt" so
errors must be prevented
at all costs.

19- Accuracy, in lerms of
formal correctness, is

apamary goal

20- Students are expected
to interad with the

language system, combined
in machines or controlled
malenas

21- The teacher is expected
1o specity the language
that students are to use.

22- Intrinsic motivation will
spring from an interest
in the structure of the

language.

Linguistic variation is a
central concept in
materials and methodology.

Sequencing is determined
by any consideration of
content, function, or
meaning which maintains
interest.

Teachers help learners in
any way that motivates them
to work with the language.

Language is created by the
individual often through
trial and emor.

Fluent and acceptable
language is the primary
goal: accuracy is judged
not in the abstract but
in context.

Students are expected to
interact with people,
either in the flesh,
through pair and group
work, or in their writings.

The teacher cannot know
exactly what language
students will use.

Intrinsic motivation will
spring from an interest in
what is being communicated
by the language.

(in Finocchiaro and Brumfit, 1983: 91-93)

Unlike previous approaches, the Communicative Method requires different
materials, aids and teaching techniques. Instead of structural grading and
selecting of content, language is organized around the concept of the different
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roles people play or around the functions or notions of the language. A learner is
provided with language which is useful and meaningful, and therefore more
motivating.

The learning philosophy that underlies this approach is a cognitive one.
The Audiolingual Method relies on behaviourist learning theory which has little to
say about the acquisition of rules, grammatical or social functions. As Hwang
(1970: 28) suggests, these rules are "mainly accomplished by the internal
processes of the learner".

Linguistically, the Communicative Approach is based on transformation-
generative grammar. Chomsky (1965) presents two notions 'competence' and
'‘performance’. By 'competence’, Chomsky refers to the ability of the ideal
speaker/earer to produce and generate from a finite set of rules an infinite number
of sentences. 'Competence' is concerned with the internalized grammatical
system. Or as Chomsky (1965: 4) puts it "the speaker-hearer's knowledge of his
language”. 'Performance’' refers to what people actually do when they interact
verbally with each other: "the actual use of language in concrete situations"”
(Chomsky, 1965: 4). As a broadening of Chomsky's notion of competence, Hymes
(1971) introduced the concept of ‘communicative competence’'.

After the early 1970s, the Communicative Approach was introduced to
the Arab World in its early stages. By the late 1970s, the approach had gained
popularity in few Arab countries. In March 1972, a Conference on Curriculum was
established in Kuwait. It made two main recommendations: (1) adopt changes in
procedures and techniques that differ from mechanical drilling; (2) use more
teaching aids to enliven the teaching-learning process of EFL in the classroom (Al-
Mutawa et al., 1985).

As a result, in 1975, the Ministry of Education in Kuwait implemented a new
policy in the field of curricula development. Curricula development committees
inaugurated many debates, studies and discussions about English language
teaching in the country. Consequently, they recommended major changes in
approach, text books and methodology. They inaugurated ELT objectives in
Kuwait, defined them and asked for ELT courses to be built around the
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communicative approach to fulfil the needs of Kuwait and to meet the defined
objectives.

In late 1970s, the Ministry of Education in Kuwait decided to adopt the
Crescent English Course (CEC) (O'Neil and Snow, 1980). "The Crescent English
Course was tried out in two intermediate schools in Kuwait in 1976 and in 1977,
the trial covered 32 intermediate schools. Gradually Crescent English gained
ground until it became the prevalent course in post-primary public schools in
Kuwait in 1983" (Al-Mutawa et al., 1985: 28).

CEC (Crescent English Course) materials (O'Neil and Snow, 1980) are
based on the following assumptions: (1) Language is a means of communication.
As a result "this course seeks to provide opportunities, through activities, for pupils
in the classroom to communicate with one another and with their teacher in a
meaningful and natural way” (Ministry of Education, 1990: 73). (2) Language
should be learned in a social context. The CEC material have been designed "to
provide socialization through group work and to provide situations in which the
learner's imagination can find a variety of topics and settings and in which he can
play different roles" (Ministry of Education, 1990: 74). (3) Learning a new
language should be fun. The CEC materials try to provide enjoyment by being
attractive and amusing. It creates an atmosphere of relaxation.

The focus of CEC books was on the communicative nature of the language.
Learners had the chance to express their thoughts and ideas. These books
required a group/pair work to enable natural communication to take place. To
make the learning of English a pleasant, funny, non-boring and motivating
experience, students were provided with songs and rhymes. The teacher-centred
classroom situation was replaced with a pupil-centred classroom organization.
The teacher's response towards students' mistakes changed. Their behaviour
towards correctness was modified from constant correction to more tolerance. In
the next section, syllabus, teaching materials, classroom activities, and teaching
techniques and procedures, will be discussed, as relevant to Kuwait.

54



(a) Syllabus

“The syllabus adopted by the 'Curriculum Development Committee' is
concerned with what students are expected to do in everyday situations or when
they begin their higher education” (Al-Bader, 1983: 6). The grading is based on the
functions of language such as introducing people, requesting, greeting and
comparing, providing the learner the opportunity to practice authentic English.
The objective is to help pupils use the language in different situations and different
modes of expression to enable them to communicate not only in the classroom but
also outside school.

(b) CEC Materials: Materials for the pupil:

1- Pupils' Book: Its function is to give the student a variety of English language in
written form. It provides the student with opportunities for independent learning
and self-reliance.

2- Pupils' Workbook: This is built around communicative exercises that allow
students to practice the new language introduced in the Pupil's Book. It focuses
on communicative skills/sub-skills that learners need (e.g. guessing from context,
finding information, making/taking notes or supporting ideas).

3- Pupils' Cassette: This is meant to be used at home. Its function is to: practice
and reinforce the new language use in the classroom; encourage self learning;
and build student's self confidence. This minimizes embarrassment and fears
when attempting to speak a foreign language. The cassette presents accurate
models of language produced by native speakers, and also provides fun and
enjoyment. It introduces the outside world to the student and makes learning real
and natural.

4- The Pupils' Reference Book is for extensive reading at home.
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Materials for the teacher:

1- The Teacher's Book explains to the teacher the strategies and the techniques to
help teach the course.

2- Class Cassettes: These are used to practise listening skills and to improve
pronunciation. They give the learners the chance to hear authentic English
varieties as spoken by native speakers.

3- OHP Transparencies are a technological, educational aid to help the teacher to
present drawings, diagrams, instant models and tables to the students quickly and
efficiently.

(c) Language Skills and Activities

Lanqu kill

The Functional-Notional Communicative Approach emphasizes the basic
four language skills: listening, speaking, reading and writing. Those skills can be
divided into two types: the receptive skills and the productive skills. The receptive
skills include listening and reading. Listening practice is provided through a variety
of natural, spoken English. Reading practice is achieved through stories, parts of
plays, notices and advertisements. The productive skills include speaking and
writing, The two skills that are "practised within the context, a task, a situation or a
project and gradually with a progressive relaxation of teacher control" (Ministry of
Education, 1990: 106).

Language Activities (Ministry of Education, 1990)

Language activities take two forms: 'in class activities' and 'out of class/out
of school activities'. In the 'in class activities', students can listen for the gist of a
subject as a basis for note taking, as a basis for class discussion, or to have an
idea about other cultures.
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Students can speak, question and answer, provide explanations, describe
objects, interpret tables, diagrams and pictures, role play, recite poetry, re-tell a
story, or play language games. They can read different tasks like descriptive
passages, narrative passages, expository passages, dialogues, advertisements,
newspaper articles, diary type entries, notes, and reports. Students can write
various types of writings, for example: descriptive writing, dialogue/conversation,
reports, letters, diary extracts, advertisements, explanations, project-travel
brochure, drama, notices, slogans, and telegrams.

In terms of 'out-of-class/out-of-school activities', students can listen to native
speakers on the radio and T.V. and listen to songs and poems. They can go to
cinemas and theatres; attend conferences, English speaking clubs and societies;
visit museums, exhibitions, shops, supermarkets, the airport, and factories; and
write reports about national festivals (e.g. Kuwait National Day, Ramadan Nights,
Eid El Fitr). Pupils may be encouraged to read supplementary books for free
reading and encouraged to work on projects (e.g. making radio programmes).

(d) Teaching Techniques and Procedures

One of the most common techniques followed in communicative classes is
the use of group/pair work. "In CEC, where the socialization of language use and
learning is a basic characteristic, the group work technique is integrated in the
course" (Ministry of Education, 1990: 125). Group work is an effective technique
because it provides a social context which encourages a spontaneous use of
language. It brings about exchanges and pupil/pupil interaction.

Following the Communicative Approach, CEC adopts groupwork as a
teaching technique because group work moves the focus of activities from the
teacher to the pupil, allows for cooperative work and enables individuals to
participate according to their ability. It provides the natural social context through
which communication flows. Group work encourages the intellectual and
emotional involvement of the individual pupil and motivates creativity and
enjoyment.
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In teaching vocabulary, composition, listening comprehension, speaking and
reading comprehension, different steps are followed:

Teaching Vocabulary

new vocabulary items are presented by several ways. One of these ways is
providing the definition of the vocabulary item, its synonyms and antonyms. The
vocabulary item can be explained by using gestures, drawings and pictures,
dramatisation, or by presenting real objects that represent the vocabulary item.
The teacher may use the vocabulary item in context or translate it into the first
language.

Teaching Composition

steps for teaching composition

1- choose familiar subjects.

2- make decisions on lexical items to be used.

3- introduce the subject clearly.

4- have intensive oral discussion about the subject.
5- write students’ ideas on the blackboard, vocabulary items and tenses.
6- make sure students understand the subject.

7- allow students to write, go round, help and check.
8- read out good compositions.

Teaching Listening Comprehension

The procedure of a listening comprehension lesson is as follows:

1- Warm up: provide pupils with a brief introduction. Ask questions to pupils.

2- Pre-teach key words or active vocabulary.

3-Write a few questions to guide the pupils listening and to allow them to answer
as they listen.

4- Play the tape once, ask questions and check answers, then play the tape again.
5- Allow for a group discussion.
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Teaching Speaking
Speaking can be practised through dialogues, role playing, improvisation

and dramas techniques. Such activities make language learning more meaningful,
more realistic and more fun.

Teaching Reading Comprehension

The procedure of a reading comprehension lesson is as follows:

1- warm up.

2- pre-teach an active vocabulary.

3- write a few questions on the board.

4- allow students to read silently.

5- elicit answers to the question on the board.
6- allow group discussion.

Teach'ng Aids

As teaching techniques, teachers use what is called 'teaching aids': a chalk
board, tape recorder, overhead projector, language laboratory and self-made aids.

(1) A chalk board is the most useful and most widely used teaching aid in the
classroom. A chalk board can show learners the written form of all language
items and enable the whole class to see them at once; the teacher can draw
diagrams, introduce short dialogues and write drilling exercises.

(2) The tape/cassette recorder brings in the voice of native speakers. It allows
students to hear songs and stories that convey the foreign language culture to the
classroom. It enables students to imitate native speakers. In general, it supplies
the classroom with the natural atmosphere of the language.

(3) The overhead projector (OHP) can be used to present new lexical items, to
explain grammatical rules, to introduce exercises, and project on the screen
pictures and even read objects.
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(4) The language laboratory: In the language lab pupils can practise the use of
language and hear native speakers at their own pace as many times as they wish.

(5) Self-made aids (e.g wall-sheets). Teachers may make their own teaching aids
and encourage their pupils to prepare their own.

Conclusion of Section Two

Section two has presented a brief review of how the teaching of English
began in Kuwait and what approaches have been implemented. This review is
summarized in a table on the following page. The three approaches that have
been used in Kuwait were the Grammar-Translation, the Audiolingual and the
Communicative Language Teaching Methods. Each method's application in
Kuwaiti schools has been explained with its characteristics and syllabus.
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Table 2: Development of English language teaching

mecthods and syllabus

in Kuwait

Method of Teaching

Characteristics of Teaching Method

School Textbooks
(Intermediate level)
(in Ayyub, 1985: 100)

School Textbooks
(Sccondary Level)
(in Ayyub, 1985: 100)

Before 1963

No specific teaching approach
was applied. Teachers adopted

a mixture of different approaches
such as: (1)Grammar-Translation
Mcthod, (2)the Reading Mecthod
and (3) the Direct Mcthod

1963-1970

The Ministry of Education
decided to apply the
Audiolingual Approach

(1)Teachers usc Arabic to teach English
(2)Teachers introduce vocabulary in the
form of lists of isolated words accompanied
with their meanings in Arabic

(3)Much explanation of grammar
(4)Students start reading carly

(5)Teachers disrcgard content and mcaning
of texts, but use them as excercises for
grammatical analysis

(6)Students translate disconnecied sentences
from Arabic to English and from English
to Arabic

(7)Pronunciation is neglected

(HMore focus on oral production
(2)More usc of conversation

(3)Less usc of Arabic 1n class
(4)Morc usc of action and pictures
C.The Reading Mcthod

(1)Focus on rcading as an objective
(2)Again less focus on pronunciation
(3)Much introduction of vocabulary,
considered very important

(1)Focus on mimicry and memonzation
(2)Languagc 1s cut into structures that arc
sequenced and taught one by one

(3)The usc of repcuiive skills to learn

(4 Grammar 1s taught inductively

- West (1956): New
Mcthod English for
the Arab World.

- A. Khaki: The New
English, Reader 11

- Allen and Cooke (1964).
Living English for the
ArabWorld (LCAW)

- West (1956): New
Mcthod English
for the Arab World,
Rcader 6.

- Johnson: English
occasions

- Allen: Living
English Structure

- Allen: Living
English Structure
for schools

- Easier Enghish
Pracuce
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Method of Teaching

Characteristics of Teaching Method

School Textbooks
(Intermediate level)
(Ayyub, 1985: 100)

School Textbooks
(Sccondary Level)
(Ayyub, 1985: 100)

1971-1979
Audiolingual Method

+
focus on communication

1980 and on

Communicative Approach

(5)Skills are taught in this order. listcning,
speaking, reading and writing

(6)Much use of tapes, language labs and
teaching aids

(7)Reading is not begun carly

(8)Much attention paid to pronunciation
and intonation

(9)Correct answers are immediately reinforced
(10)Attempts arc made to prevent students’
errors

(11)Focus on oral practice and disregard of
content

(1)Apply the audio-lingual mcthod of
teaching in addition to some focus on
communication

(2)Use communicative activitics (c g
role playing and problem solving)

(1)Focus on communication or

communicative compelence

(2)Form is not emphasized, function 18

(3)Use of group work

(4)Teacher is facilitator

(5)Student is more active

(6YComprehension is regarded as very important
(7)Language skills (reading, wniting, histcning
and speaking) are considcred as having equal
importance

(8)Memonzauon and repctition are not
emphasized

(9)The use of contextualization in teaching
language. Teachers use many tecaching aids and authentic matenal

- Progressive Living
English for the Arab
World. (PLEAW)
(Allen, 1972)

- Crescent English
Course (CEC) Oxford
University Press
(O’Neil and Snow, 1980)

- Praclice your
English

- Living English
Seccondary Course
(LESO)

- Living English
Revision Book
(LLRB) BK 4

- Crescent English
Course (CEC) OUP
(O’Neil and Snow, 1980)
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Brief Review of Other Methods of
Foreign Language Teaching

Section Three

Introduction

This section will provide a brief review of the following methods: (1)
Community Language Learning (CLL) (2) the Silent Way (3) Suggestopedia (4)
Total Physical Response (TPR) and (5) the Natural Approach (NA). Within the
Natural Approach, Krashen's hypotheses will be presented and criticized.

Brief review of other methods of foreign lanquage teaching

(1) Community Language Learning (CLL)

This method is developed by Charles Curran (1972) and built on the
principles of humanistic psychology. This method puts Carl Rogers (1951)
philosophy into action. Carl Rogers considers the emotional part of the human
being. He focuses on the development of self-concept, and a personal sense of
reality and the internal forces that lead one to act. Rogers believes that human
beings are able to adapt and to grow in the way that enhances their existence. He
feels that when a person lives in a non-threatening environment, he will grow and
learn successfully. In this respect, Brown (1987: 17) explains "the 'fully functioning
person', according to Rogers, lives at peace with all his feelings and reactions, he
is able to be what he potentially is; he exists as a process of being and becoming
himself. This fully functioning person, in his self-knowledge, is fully open to his
experience, is without defensiveness, and creates himself a new at each moment
in every action taken and in every decision made".

Rogers' (1951) philosophy has implications for language education. The

focus is on learning not teaching, especially on student-centred learning.
Teachers are facilitators not superiors, and not authoritarian. Teachers accept and
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praise students as being worthy and valuable. Teachers are effective,
communicating openly and empathically with students.

In describing CLT's goals, Ovando and Collier (1985: 75) suggest that "goals
and principles include learner security, assertion, attention, reflection, retention at a
'deep' memory level, and discrimination (learner-initiated analysis of the
language). The most important goal is creation of a cooperative learning
community, in which students are responsible for each other".

In a class taught by this method, students are seated in a closed circle. The
teacher, 'the knower', is outside the circle. The learners start conversations in their
first language. The knower transiates it into the foreign language in a clear,
effective, supportive voice. The sentences produced are taped. Gradually the
learner gains the ability to speak a word or sentence directly in the foreign
language without translations until, after many sessions, the learner moves from
dependence and helplessness to independence and self-assurance. Students
are completely in charge of their own learning. The teacher acts as a tacilitator
rather than a dominant authority figure. Because the lessons are generated by
students, they are personal, with a consequent high retention of the foreign
language. The cooperative group work allows students to support, counsel,
initiate activities and motivate each other with very low levels of anxiety.

This method has advantages. One of the main advantages is its attempt to
overcome the threatening affective factors in learning a fqreign language, to
remove the feeling of alienation and inadequacy that may be caused by the threat
of the all knowing, authoritarian teacher or of intense competition. It is a student-
centred method which uses extrinsic and intrinsic motivation.

The method also has disadvantages. This method is non-directive to the
extent that valuable time may be lost in the process of leaving students to 'discover’
facts by themselves. Students often need direction especially in the initial stages.
Another problem is in following the inductive strategy of learning. In the initial
stage, students should be taught by deductive ways, by being informed and led.
In later stages, when the learner moves to more independence, the inductive
strategy becomes successful. Also "a non-threatening environment might become
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so non-threatening that the facilitative tension needed for learning is removed”
(Brown, 1987:72). Research supports the effectiveness of competitiveness in the
classroom, as long as it does not lower self-esteem or inhibit motivation (Bailey,
1983).

(2) The Silent Way

The Silent Way was founded by Caleb Gategno. It follows the problem-
solving approach to learning. It reflects the influence of the cognitive-code theory
of learning. In this approach, students think in the language they learn. They
mentally repeat, recall words and put them together to create correct, new
sentences. Students watch actions, listen to utterances and grasp the meaning.

Richards and Rodgers (1986: 99) summarize the theory of learning that is
behind this method:

"(1) Learning is facilitated if the learner discovers or creates rather than remembers
and repeats what is to be learned. (2) Leaming is facilitated by accompanying
(mediating) physical objects. (3) Learning is facilitated by problem solving
involving the material to be leamed".

The Silent Way relies on 'discovery learning' which, as Bruner (1962: 83)
discusses, allows for: (1) "the increase in intellectual potency, (2) the shift from
extrinsic to intrinsic rewards, (3) the learning of the heuristic of discovering, and (4)
the aid to conserving memory".

In a classroom using the Silent Way, students cooperate with each other in
the process of solving language problems, they develop autonomy, independence
and responsibility while the teacher is silent most of the time. The teacher acts as a
stimulator, rarely gives corrective feedback and allows students to work on
problems and provide solutions. The materials used are a set of Cuisinere rods
(small coloured rods of different lengths). These rods are presented to introduce
vocabulary (e.g. colours, numbers) adjectives, (e.g. long, short, wide, narrow),
verbs (e.g. give, take, pick up) and syntax (e.g. tense, comparatives).
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When the instruction begins, students concentrate intensively because the
teacher's exposition will not be repeated. The teacher takes a rod and says 'a
rod. Then he or she repeats the action talking about rods of different colours.
Next, the teacher asks two students to come to him/her and says to one of them:
'take a red rod'. When the student does, he/she says: 'give it to...!. Gradually, the
teacher says less and less and the student produces more and more. The first
language of the student is not used. The printed word is taught through 'visual
dictation' (Madsen, 1979). The teacher introduces visual words that were used
previously in sentences, points at them, utters new words and makes combinations.
Later the role is shifted. The teacher presents utterances, and students point on the
chart to the words the teacher produces. For vocabulary acquisition, drawings,
pictures and work sheets are used. Miniature pictures are utilized to enable
students to label the words. The Silent Way allows for natural language
acquisition through sequenced exercises and activities that are comprehensible
and built around communication rather than form.

This method's effectiveness is notable. "It combines a high degree of
mental involvement and interest with actual use of the language" (A Forum staff
anticle, 1974: 5). Madsen (1979: 33) states: "I have seen the method used
effectively in a large scale intensive foreign language programme. Moreover,
demonstration of the method are impressive in illustrating how rapidly the
language can be learned".

While this method has advantages, it also has limitations. It begins with
irrelevant discussion about rods. Students may need more relevant language
learning.  The teacher is too silent, non-directive and distant to create a
communicative atmosphere. Students, especially in the initial stage, need more
guidance and corrections. They may spend too much time on elements that can
be simply explained by the teacher's direct guidance.

(3) Suggestopedia

This method was developed by Georgi Lozanov (1978) who contends that
the human brain has the ability to process large quantities of material if provided
with the right conditions for learning. Suggestopedia is an invitation to use fully
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human brain power. Lozanov (1978) believes that people can learn much more
than they think. He states that relaxed states of mind allow for maximum retention
of material. "Lozanov's methodology is designed to counteract the many negative
'suggestions' or fears which purportedly inhibit learning: feelings of incompetence,
fear of making mistakes, apprehension of that which is novel or unfamiliar"
(Madsen, 1979: 30). Music is essential in this method. "According to Lozanov,
during the soft playing ot Baroque music, one can take in tremendous quantities of
material, due to an increase in alpha brain waves and decrease in blood pressure
and pulse rate" (Brown 1987: 141).

In a class taught by this method, students sit relaxed in soft, comfortable
seats with classical music in the background. Students are 'child like', having
names of native speakers of the foreign language and depending totally on the
teacher who has full authority. Unlike the Silent Way, in Suggestopedia, the
teacher has a much stronger role and decides what takes place in class.

Lozanov (1978: 272) describes a Suggestopedia language class: "At the
beginning of the session, all conversation stops for a minute or two, and the
teacher listens to the music coming from a tape-recorder. He waits and listens to
several passages in order to enter into the mood of the music and then begins to
read or recite the new text, his voice modulated in harmony with the musical
phrases. The students follow the text in their textbooks where each lesson is
translated into the mother tongue. Between the first and second part of the
concert, there are several minutes of solemn silence. In some cases, even longer
pauses can be given o permit the students to stir a little. Before the beginning of
the second part of the concert, there are again several minutes of silence and some
phrases of the music are heard again before the teacher begins to read the text.
Now the students close their textbooks and listen to the teacher's reading. At the
end, the students silently leave the room. They are not told to do any homework
on the lesson they have just had except for reading it cursorily once before going to
bed and again before getting up in the morning".

The most common activity performed by students in Suggestopedia is role
playing. Students engage in interactive, communicative exercises based on
dialogues. The teacher in this method should be lively, cheerful and sensitive to
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reduce students' tensions and anxieties. There is minimal error correction and no
focus on accurate pronunciation and grammar. The teacher uses the first
language for explanations and discussion. "The method seems to encourage lack
of inhibition and, consequently, to lead to natural language acquisition" (Ovando
and Collier, 1985: 75).

It is observed that Suggestology students have remarkable fluency and lack
inhibition. They are willing and able to communicate. They acquire language
proficiently far more rapidly and with greater positive affect than students taught by
traditional methods (Madsen, 1979). George Lozanov (1978: 27) in his book
'Suggestology and Outlines of Suggestopedy', argues that, "as seen from the
results obtained in experimental groups memorization in learning by the
suggestopedic method seems to be accelerated 25 times over that in learning by
conventional methods. This means the efficiency of intellectual work could be
considerably raised - hence the great saving in time of this method". "The degree
of memorization of suggestopedically learned words varies from 86 to 100 percent"
(Lozanov, 1978: 28).

However, Suggestopedia has been criticized on several issues. Music,
comfortable chairs and luxurious classrooms may not be available and are costly.
Too much emphasis may be placed on memorization in language learning. In
addition, Suggestopedia is designed for classes in which students have a common
native language. Teachers should be fluent in both the target and the students'
native language. "There are indications that the system may not work as well with
the right temperament and philosophical persuasions" (Madsen, 1979: 31). A
common criticism of this method is that students’ speech seem to be somewhat
inaccurate grammatically and phonologically.

(4) Total Physical Response (TPR)

Total Physical Response developed by James Asher (1977), is a method
built around the coordination of speech and action. It teaches language through
physical activity. TPR is based on the 'trace theory' of memory in psychology,
"which holds that the more often or the more intensively a memory connection is
traced, the stronger the memory association will be and the more likely it will be
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recalled. Retracing can be done verbally (e.g., by rote repetition) and/or in
association with motor activity. Combined tracing activities, such as verbal
rehearsal accompanied by motor activity, hence increase the probability of
successful recall" (Richards and Rodgers, 1986: 87). "Adding body movement to
the acquisition of structures and vocabulary expands the potential for storage in
long term memory; touch and movement are added to the stimulants of sight and
sound" (Ovando and Collier, 1985: 76).

Asher (1977) believes in: (1) adult foreign language learning parallells
child first language acquisition. Speech acts in children takes the form of
commands to which they respond physically before responding verbally.

(2) The importance of the affective factors in language learning. TPR is
undemanding. It does not force linguistic production. It involves game-like
movements which reduce learner tension and anxiety.

(3) Comprehension precedes production in language learning and teaching.
Speaking should be delayed until comprehension is established.

In a classroom using TPR, the imperative mood is utilized. The students
listen then act. The teacher g'ves commands and models the physical movement
to carry out the command: 'open the window, close the door, stand up, sit down,
take the book, give it to Ahmad'. Verbal responses are not required from students.
More complex syntax is gradually integrated into the imperative: 'walk slowly to the
door and open it'. Humour can be created: 'walk, then jump and dance'.
Interrogatives can be introduced: 'where is the pen? Who is Ahmad?' (students
point to the pen or to Ahmad). Gradually, students will feel ready and confident
enough to produce verbal behaviour, answer and ask questions. Eventually they
move to reading and writing.

TPR, like any other method, has its limitations. TPR is effective in the initial
stages of language proficiency, but then it loses its effectiveness as learners
progress in their competence. |t is effective for student beginners but not for the

advanced students whose objective is cognitive academic language proficiency
(CALP).
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(5) The Natural Approach (NA)

This approach proposed by Tracy Terrell, is built around the naturalistic
principles found in successful second language acquisition and based on a
theoretical model developed in the U.S. by Stephen Krashen (Krashen and Terrell,
1983).

This method attempts to provide a context in the classroom that encourages
natural language acquisition.  The students, 'the acquirers' receive much
'‘comprehensible input' (by the use of contextualization, pictures, movements and
gestures). This method tries to establish the best conditions that lower students'
affective filter. Teachers fulfil this requirement through their simplification of
speech, the provision of low anxiety situations, the focus on the students' needs
and desires, the reduction of error correction, the avoidance of forcing linguistic
production until students are ready, and acceptance of the students' first language.

This method does not follow the grammatical organization of language as a
prerequisite to teaching. It focuses on comprehension and meaningful
communication. It employs techniques that establish comprehensible and
meaningful practice activities.

The Natural Approach relies on five basic elements: (1) the 'Natural
Approach' goal is to develop communication skills. (2) Comprehension precedes
production. (3) Production emerges as the acquisition process progress. (4)
Acquisition activities are central. (5) Lower the affective filter.

The theoretical base that underlies the 'Natural Approach'

Krashen proposes a theoretical model which consists of five hypothesis
(Krashen and Terrell, 1983).

(1) The acquisition-learning hypothesis: There are two ways for developing
competence in second language. The first way is by language acquisition, the
second is by language learning. Krashen and Terrell (1983: 26) explain that
"language learning is 'knowing about' language, or 'formal knowledge' of a
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language. While acquisition is subconscious, learning is conscious. Learning
refers to 'explicit’ knowledge of rules, being aware of them and being able to talk
about them. This kind of knowledge is quite different from language acquisition,
which could be termed 'implicit”. Acquisition takes place when there is meaningful
interaction in a natural communicative setting where speakers pay attention to
meaning not form. According to Krashen's hypothesis, learning cannot lead to
acquisition.

(2) The monitor hypothesis: This hypothesis states that conscious learning has
limited function in adult second language performance: it can only be used as a
monitor, or an editor. It checks the output of the acquired system. To use the
monitor successfully, three conditions should be met: (1) Time. The learner should
have enough time to choose and apply a learned rule. (2) Focus on form. The
learner should be focused on correctness or on the form. (3) Knowledge of the
rule. The learner should know the rule. Krashen distinguishes Monitoring with
capital ‘M’ that occurs only in learning and monitoring with a small 'm’ that occurs in
acquisition. Monitoring can be achieved by 'feel' judgments (e.g. it sounds right)
when the speaker uses acquired competence. Learners vary in their use of the
monitor: some are under users (who do not use their conscious knowledge to
monitor their utterances), some are optional users (who use the monitor
appropriately when it does not interfere with communication), and others are over-
users (who monitor consciously all the time and seem concerned with
correctness).

(3) The input hypothesis: This hypothesis answers the question of how does
one acquire language? First, the hypothesis refers to acquisition not to learning.
Second, for successful second language acquisition, the acquirer should
understand input language that consists of structure a little beyond current
competence. It should neither be so close to the student's level nor so far beyond
current competence to overwhelm. Third, oral production, cannot be taught
directly; rather, it emerges naturally in time, after the acquirer has gained linguistic
competence by understanding input. Fourth, if input is understood by the learner
and there is a sufficient amount of it, the necessary grammar is automatically
gained.
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To state the hypothesis more formally, Krashen indicates that "an acquirer
can 'move' from a stage i (where i is the acquirer's level of competence) to a stage
i+1 (where i+1 is the stage immediately following i along some natural order) by
understanding language containing i+1" (Krashen and Terrell, 1983: 32).

(4) The natural order hypothesis: Krashen claims that grammatical structures
are acquired in a predictable order. Specific structures tend to be acquired earlier
while other structures tend to be acquired later.

(5) The affective filter hypothesis: Krashen believes that the learner's
emotional state has the ability to pass, impede or block input necessary to
acquisition. This hypothesis is based on research in second language acquisition:
(1) Motivation: highly motivated students do better. (2) Self-confidence: self-
confident students are more successful. (3) Anxiety: a low level of anxiety allows for
more language acquisition.

Krashen (1985: 4) states that the five hypotheses can be summarized as
follows: "people acquire second languages it they obtain comprehensible input
and if there affective filters are low enough to allow the input 'in'.  When the filter is
‘down' and appropriate comprehensible input is presented (and comprehended),
acquisition is inevitable. It is, in fact, unavoidable and cannot be prevented, the
language 'mental organ' will function just as automatically as any other organ".

Krashen's model has received analysis and criticism by various linguists
and psychologists. This will now be shared.

(1) The Acquisition/Learning Distinction

McLaughlin (1978) criticizes the Monitor model as being unreliable.
MclLaughlin (1978: 22) stresses that "there needs to be some objective way of
determining what is acquisition and what is learning. This Krashen did not
supply". Krashen defines the ‘'acquisition/learning' distinction in terms of
'subconscious' and 'conscious' processes "which are not open to inspection"
(Ellis, 1985: 264). This hypothesis cannot be tested empirically.  "Larsen-
Freeman and Long (1991: 247) argue that "the incestuous nature of the original
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three (Learning-Acquisition, Natural Order and Monitor) Hypothesis was
problematic, with resulting difficulties in interpreting empirical tests of each".
Krashen does not explain clearly the cognitive processes that are responsible for
'‘acquisition' or 'learning’. He does not mention what the acquirer does with the
input (Ellis, 1985).

Krashen believes that 'acquisition' and 'learning' are separate and learning
does not become acquisition. McLaughlin (1987: 24) comments that "no empirical
evidence is provided in support of the claim". Rivers (1980) and Gregg (1984)
disagree with Krashen. They argue that when the language learner practices
language, 'learns it consciously', learnt language gets automatised, then becomes
acquired. Gregg (1984) indicates that some rules can be acquired through
learning. He expla ns his personal experience in learning the rules for forming the
past tense and gerundive forms of Japanese verbs. He memorized the
conjugation chart in his textbook. After a while he was able to use these forms
without making mistakes. He was not exposed to input. He points out that he
learnt these rules by drills and these rules were acquired without interacting with
native speakers. Rivers (1980: 52) argues that "from the psychological point of
view it also seems highly improbable that acquisition and conscious learning, as
Krashen describes them, could be non-interactive, totally separate system,
separate not only from each other but apparently from any previous learning.
Such a model simply does not tally with the great body of recent research in
cognitive processing".

(2) The Monitor Hypothesis

The monitor hypothesis has been criticized for limiting monitoring only to
production and forgetting about the reception of utterances. Regarding Krashen's
argument that learning is available only for use in production not in
comprehension, MclLaughlin (1987: 24) comments that "Krashen provides no
evidence for this claim". Also this hypothesis is criticized for being limited to syntax
although learners can edit their lexis, pronunciation and discourse.
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Ellis (1985: 265) adds that "Krashen tends to confuse 'monitoring' and
'learning' although the former refers to performance and the latter to rule
internalization......There is no detailed discussion of how 'learning’ takes place".

Larsen-Freeman and Long (1991: 247) argue that "the lack of any
independent measure of whether some one was an 'under-optimal or over-user' of
the Monitor constituted a further obstacle to falsification”. Krashen considers the
Monitor over-user is the one who consciously applies rules all the time while the
Monitor under-user as one who does not use his conscious knowledge and self
corrects only by 'feel'. MclLaughlin (1987: 27-28) argues "how is one to know,
however, when an individual is consciously applying a rule? ..... the question of
how conscious these rules are is difficult (perhaps impossible) to answer".
McLaughlin (1978, 1987) discusses also that it is difficult to distinguish 'rule’
application in Monitoring and 'feel' (the implicit use of ‘acquired' language to edit
an utterance). Rivers (1980: 52) comments that "from the psychological point of
view it is difficult to distinguish between self-correction by 'feel' and self-correction
by 'rule’, in the sense in which Krashen uses these terms".

Regarding Krashen's argument that children are more superior language
learners than adult language learners because they do not use the Monitor,
McLaughlin (1987: 29) asks "what evidence there is that lack of the monitor in
childhood leads to superior competence in second language?"  Also, that
"research on syntactic and semantic variables consistently supports the argument
that older learners are better both in terms of rate and ultimate attainment"
(McLaughlin, 1987: 29).  “"Perhaps using the Monitor actually leads to better
performance and this is why adolescents do so well" (McLaughlin, 1987. 29).
Many learners argue that formal learning and applying conscious knowledge allow
them to perform better. MclLaughlin (1987: 30) concludes that "the argument from
adult-child difference is based on two unproven assumptions: that children are,

ultimately, superior to adults in language performance and that Monitor use
interferes with performance”.
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(3) The Natural Order Hypothesis

This hypothesis is based on morpheme studies which have been attacked
on several points. Questions were raised about cross-sectional design and
statistical procedures followed in many of the morpheme studies. This hypothesis
has also been criticized for the number of morphemes studied represent only a
small sample of English structures (Taylor, 1984).

One of the problems of this hypothesis is that it tells little or nothing about the
process of acquiring a second language. Commenting on this hypothesis,
MclLaughlin (1987: 35) argues that "research that has looked at the developmental
sequence for specific grammatical forms indicates that there is individual variation
and that there may be several different developmental streams leading to target-
like competence. If the Natural Order Hypothesis is to be accepted, it must be in a
weak form, which postulates that some things are learned before others, but not
always. Lacking a theory of why this is the case, such an hypothesis does not tell
us much".

(4) The Input Hypothesis

Krashen provides some evidence for the input hypothesis. This use of
evidence has been criticized: (1) the silent period, (2) age difference, (3) the effect
of exposure, (4) lack of access to comprehensible input.

‘

Commenting on Krashen's consideration of the silent period as an evidence
for the input hypothesis, McLaughlin (1987: 38) says "evidence of a silent period is
not evidence for the input hypothesis. Comprehensible input (made meaningful
through extra-linguistic information) cannot, in and of itself account for the
development of the learner's grammatical system. Understanding messages is not
enough. How does the learner progress from understanding to acquisition". In
this respect, Gregg (1984: 90) says “the fact that production ability emerges does
not mean that there should be no production for several months. The silent period
is not inconsistent with the Input Hypothesis, but neither is it evidence for it". Taylor
(1984) agrees with MclLaughlin and Gregg and comments that the silent period
does not address the question of how language is actually learned. Taylor (1984)
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even suggests other interpretations of the 'silent period' (e.g. anxiety and
ignorance).

Concerning age differences, Krashen believes that older learners progress
more quickly in the early stages than younger learners. This is because older
students are able to obtain more comprehensible input through their knowledge of
the world, which makes the input more understandable, and through their better
ability to engage in conversation than young acquirers. MclLaughlin (1987)
believes that, in this respect, younger acquirers should have advantages over older
acquirers because speech communicated to them is simplified and built around the
'here and now'. Thus age difference cannot be considered an evidence for the
input hypothesis and other explanations for older acquirers' superiority can be
provided.

Krashen has provided no evidence for his assertion that research on the
effects of exposure supports the Input hypothesis. To do so, he would have to
provide some way of determining what is comprehensible input for a given learner,
because presumably it is not mere exposure that is effective, but exposure to the
right kind of input. There is no way of determining what such input should be, and
hence no way of testing the hypothesis” (McLaughlin, 1987: 40).

In the Input Hypothesis, Krashen states that when input occurs, it should be
meaningful and understood. Mclaughlin (1987: 40) says "there is considerable
evidence, however, that first-and second language learners acquire structures that
are neither understood nor due to be acquired next".

Krashen suggests that the best way to acquire the second language (L2) is
to process the language in the same as children do when they acquire their first
language. There is no need to focus on form or drills. Following this suggestion
may slow down how much time a learner takes to acquire L2. In addition, adult
learners have cognitive skills that allow them to benefit from formal teaching.
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(5) The Affective Filter Hypothesis

In this hy