
М И Н И С Т Е Р С Т В О  О Б Щ Е Г О  И П Р О Ф Е С С И О Н А Л Ь Н О Г О  
О Б Р А ЗО В А Н И Я  Р О С С И Й С К О Й  Ф Е Д Е Р А Ц И И  

С А М А Р С К И Й  Г О С У Д А Р С Т В Е Н Н Ы Й  У Н И В Е Р С И Т Е Т

К аф ед ра иностранны х язы ков

Учебно-методический материал 

по теме

Изучение иностранных языков 
и общенк°"

И здательство  “С ам арский  университет” 
1998



Печатается по решению Редакционно-издательского совета 
Самарского государственного университета

П редлагаем ы й м атери ал  предназначен для управления сам остоя­
тельной раб отой  студентов (психологов, социологов и культуроведов) по 
изучению оригинальны х английских текстов. В ы бор тем атики  обуслов­
лен необходим остью  осознания будущ им  специалистом всей слож ности 
речевого общ ения и его функций в деятельности  человека.

М ы надеемся, что зн аком ство  с технологией усвоения и обучения 
иностранны м  язы кам  н а  заклю чительны х этапах их р аб оты  н ад  речью , 
нацелит студентов на более вним ательны е отнош ения как  к своим вы ска­
зы ваниям , так  и к вы сказы ваниям  собеседника, будет в целом способст­
вовать их культуре общ ения.

Тем, кто обучает, дан н ая  р аб о та  даст  возм ож ность предъявить сту­
дентам интересный м атери ал  для чтения, а такж е осущ ествить "следящий" 
контроль  за его усвоением как  содерж ательной, так  и язы ковой  сторон.

М атериал  р азб и т  на три  части. П ервую  группу текстов (современ­
ных авторов) следует прочесть и проверить свое поним ание с пом ощ ью  
заданий в конце каж дого  текста. В торую  часть ("классику зарубеж ной 
м етодологии") надо прочесть и подготовиться к  свободном у общ ению . 
Задания в конце каж дого  текста п ом огут Вам в обсуждении инф орм ации. 
И, наконец, третья часть (тех же авторов  или других) д о п о л н и т  запас 
знаний студентов по теме, позволит им поупраж няться как  в прям ом  
(устно, с листа) переводе, так  и в обратн ом  (письменно).

Составители: ст.преп. И.М .Аронова, ст.преп. Л.С.Бабич, 
ст.преп. И.Н.Герасимова, доц. Л.И.Сологуб

Ответственный редактор доц. Л.И.Сологуб

©  А рон ова  И .М ., Б абич Л .С ., 
Герасим ова И .Н ., С ологуб  Л .И ., 
составление, 1998



SELF —  STU DY

Part I

Read the texts and be ready for comprehension check up.

TEXT 1. O N LEARNING  ENGLISH

Learning English is like learning to swim or learning to play ball. W e learn 
to swim by swimming, to play ball by playing ball, and to speak English by- 
speaking English.

A good ball-player spends hours, days, month, and even years practising. 
The more he practises, the better he plays. He has to learn to meet the situations o f 
the came as they arise and react to them immediately. And so it is when we are 
talking. The ideas we wish to express come instantly to our mind, but there is no 
time for us to stop and think o f  how to put together the words we need. Acquiring 
the ability to use a language automatically, that is w ithout stopping to think, is a 
process o f  habit formation. Forming a habit, any kind o f habit, requires much 
practice.

Every language has patterns that are basic and fundamental. Every language 
has a body o f com mon words used by all the speakers o f  that language and thou­
sands o f  other w ords that are used less frequently. We can understand and read 
manv words and structures that we cannot use in speaking and writing. Every' lan­
guage has many ways o f  saying the same things. I f  you wish to ask the time, you 
say:""What time is it?", "Do you have the time?", "What time have you got", "Will 
you tell me the time?, etc..

Learning English efficiently requires that you put your mind on what you are 
doing and have the intention and the will to learn. The time you have is so short 
that you cannot afford to waste it by giving less than your full cooperation in class 
and in home study. In other words, you have to build up language habits in English 
just as vou built up language habits in your m other tongue. Knowing English, as 
well as knowing your own language, is a relative matter. You will never finish 
learning either. Your freedom in each o f them is something to be learned through 
your own effort.

Good luck to you then, in your learning o f  English. I t’s up to you. Nobody 
can learn to swim for you. Nobody can leam  English for you. Y'ou have to learn for 
yourself, and you will leam  if  you really want to and are willing to practise.

Language is not to be taught, language is to be learnt.
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C heck up for comprehension:

1. What does the author mean saying that learning English is like learning to swim?
2. Do you have any opportunity to speak English?
3. What do you like better to read English or to speak English?
4. What does it mean: "to acquire the ability to use a language automatically ’?
5. What does it mean: ’’the process of habit formation"?
6. What does the author mean saying that "Language is not to be taught, language 

is to be learnt"?

TEXT 2. "I W AS PETER. Y O U  WERE THE W OLF." 
LANGUAGE TEACHING AND THE GAM E OF PRETENCE.

by Renzo Titone

Language teaching, or rather the art and science o f language teaching and 
learning must take inspiration from the model offered by the psycholinguistic 
reality o f a child’s linguistic development...

...it must build its methodology from the child’s experience (in nursery and 
primary school).

It must maintain the age-old pedagogical principle held up by the medieval 
Magistri up until the time o f  Comenius: "ars naturam seguitur".

It is therefore our duty to follow the example o f the infant's linguistic devel­
opment as soon as "nature" reveals it to us. Contrary to the first research into psy­
cholinguistic theories in the ‘50s and ‘60s which concentrated on evolutionary 
analysis and linguistic, and for the most part grammatical, competence, the last tw'o 
decades have seen research go in a different direction, towards the development o f  
"communicative competence", and in a way the functional fusion o f  pragmatic ca­
pabilities. The child’s actions, seen as a union o f speech and play, have become the 
object o f investigation. The child needs to explore its social reality in both its hu­
man and physical aspects through play and nommalising what he/she comes 
across. The child is almost biblical in its denomination, seen as conquering and 
possessing, o f what is around him/her.

It is therefore logical to base structures for language learning in children on 
the dialectic relationship between speech and play. The analysis laid out below is 
based on this fundamental relationship.
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Why do children speak? This is the question Catherine Garvey asks ai the 
start o f her excellent essay (1985). They speak out o f a social need for develop­
ment and survival but the ultimate reason is that they are biologically programmed 
to do so, they are to walk or to play. The immediate reasons are m any and varied. 
Garvey writes that children speak for many reasons. They speak in order to share 
their feelings and ideas with others, to exercise their influence on others and to find 
out what they want to know; sometimes they speak to keep them selves com pany or 
put order in and understand the world which surrounds them; som etim es they 
speak to enjoy themselves, or because speech is an integral part o f whatever activ­
ity they are doing. Last but not least, many children speak because they are en­
couraged to do so by the adults who are looking after them.

The functions and uses o f  language, described by the English linguist Mi- 
chael Halliday, can be seen and are developed partly in early childhood, partly 
during the first years at school. We can define the various functions o f  speech as 
follows: instrumental, whose purpose is to satisfy any needs or desires; regulative, 
to control both self and others through speech; interactive, to establish and m ain­
tain contact with others; personal, used for self expression; procedural, to discover 
reality and the learning process; imaginative, to create with one’s fantasy; m athe­
matical, to teach and take in information; textual, to create texts; metalinguistic, to 
gather all the essential and analytical parts o f a language through evolved thinking 
capabilities.

All o f these functions detailed above are present when the child is at play. 
When the child is very young the imaginative function is usually dominant and 
controls and permeates all the other ones, especially the procedural one. If  speech 
is action for all human beings (of. John A ustin’s thesis in How to do things with 
words), speech is therefore action in all normal children’s play as they try to learn 
to speak.

If  children learn a language by speaking, if  we say that speech is a.mixture 
o f  capability, knowledge and motivation which create and develop the linguistic 
system  and if  children first speak, not only to com m unicate but to express them­
selves then play is the driving force behind speech. Consequently, if  G arvey’s af­
firmation that "speech is a central event com pared to many other aspects o f a 
child’s life", then we must add that every incidence o f  speech takes on, either di­
rectly or indirectly, but always unintentionally, the guise o f play, with all us vi­
vacity, creativity' and ingenuousness. The above confirms the fact that in any in­
stance o f language learning in children, play and language are inseparable and that 
the only valid method o f  language learning is one based on a functional use of 
play.

Children’s Speech As a Game
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Children's Play As Speech

Scholars o f  speech-play in children classify word games in different catego­
ries: from ritualised games to pretend games, role games, noise games, fantasy 
games and mothering games. These different types o f  games are described below.

Ritualised Games

Speech rituals are represented by a rhythmic form o f  exchange and each in­
cidence has its own tone and content models which are more or less determined by 
the situation. One example, extracted from a longer episode taped by Garvey, is a 
good example o f  a ritualised game played by two three-year-olds. One o f  the two 
started by saying -"No! Not me." The other one replied "Yes! You to". Each inter­
vention iasted between 0.5 and 0.9 seconds with pauses varying between 0.5 and
0.7 seconds. The intonation was identical each time. The children exchanged a to­
tal o f 11 phrases, each one pronounced in exactly the same rhythmic and singsong 
way. Unlike conversation, ones the content is establishes and each child knows the 
"rules", ritualised games allow for automatic pat exchanges.

Pretence Games

Certain pretence games can stimulate children to choose specific words as 
you will see in the following example. A little girl (37 months) w'as playing with 
her friend/child and decided to go and do some shopping. She started asking her 
child if  he needed any milk, if  there w'as butter at home, if  they had to get bread, 
waiting for a positive or negative answ'er from her child each time. Children usu­
ally use generic words which indicate a group or class, such as things or stuff for 
groups o f  objects, an'd people or children for more than one individual. Choosing 
specific words, however, can take place during more complicated pretence games.

The pretence game is a way o f  introducing children to a kind o f  social life, 
which they act out in their imaginations. In the table below two friends are getting 
ready to play a pretence game. Anne (35 months) is talking on the telephone and 
Jack (33 months) is looking at her.

For children o f  two years and older speech becomes more and a central part 
o f events for them and their dialogues vary everyday. In most o f  the pairs o f  chil­
dren Garvey observed their ever improving conversational skills becom e part o f 
their play: they joke, make gently fun o f  people and have funny pretend dialogues. 
It is at times difficult, how'ever, to distinguish w'here play actually stops.
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TABLE 1

Anne
Hello? Hello!(w? the phone).
It was-daddy...
It was daddy.
We are going to go for a walk with 
daddy.
L et’s pretend.
Let's pretend.

That’s mine. Mine (she lakes the book 
from him).
I’m bringing the brush (She gets the 
brush which Jack has dropped).
Over there (She points to the other side 
o f  the room).
Okav9
I have to go to the toilet.
Me. We have to go to daddy.

Games often make use o f  a specific set o f  verbal signals to distinguish the 
characters involved. “Pretence games” can be organised in many ways-sometim es 
they are organized in a democratic fashion, otherwise they are organized by a 
leader whose ideas and initiatives will most likely be accepted and expected by the 
rest o f  the group. There is always some type o f group dynamics present. Different 
researchers have made analogous observations on the two ways that pretence 
games are organized. The dramatic element is fundamental to these games-roles 
have to be played and activities carried out. Another type o f  interaction common to 
these games has been defined as the deliberate acknowledgm ent o f  the pretence, or 
rather the laying down o f the terms around which the action is to be carried out and 
the relative rules applied. This interaction is generally metacommum cative- it 
solely regards the game and any organization o f  it. Speech can become quite com ­
plex at this point and may include a series o f statements which define the various 
roles and activities to be earned out. Here is an example:

• Defining the situation :"  le t’s play houses".
• Assigning the roles'." I ’m  daddy and y o u ’re mummy"..." w ho’ll he be" 

(pointing to a third child)..." he’s the baby".
• D efining the place'." this is the k itchen".
• Preparing a plan o f  action: "I’m going to prepare the b aby ’s food and 

you go and do the shopping".

Jack
Who is it?
W hat?
Daddy?

Okay. L e t’s pretend.
I ’m going to bring this (he gets the 
bi-ush). And this (he gets a book).
Then I ’ll bring this (he gets A nne's rag 
doll).

Okay.
Who...who has to go to the toilet?
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• Assigning props:" this is my bag".
• Correction o f  plan and touching up o f  the script: " daddies don’t have 

bags"..." my daddy has a bag".
• Adding details to the other's roles:" no, you have to really shout at 

him ” (said by a little girl when the little boy who was daddy w asn’t cross 
enough with the bold ‘baby’).

• Resorting to rules take from  a real-life context:" you can ’t really go 
out!” (said by the little girl when the little boy was heading out the playroom 
door to do the shopping).

• Ending the gam e or moving to another one:" Okay. D inner’s over...” 
"What will we play now?"

• Com m enting on the relationships within the group:"'We're plaving 
together because w e’re  friends, aren ’t we?" "Yes" (taken  from  G arvey  1985).

D ialogue is essential to  the developm ent o f  the gam e. F irstly , it defines 
and co-ordinates the actions o f  the participants.

Secondly, the d ialogue w ithing the group  serves to  establish w ho belongs 
to  the group as well as being essential for the o rgan isa tion  and developm ent o f 
the gam e. We can therefo re conclude th a t speech w ithin a gam e is o f  vital 
social as well as linguistic im portance.

ROLE GAM ES

A t three years o f  age little girls are no t only capable o f  carrying out 
adult type conversations bu t also o f  playing at being "m ummy". They begin 
these role gam es by copying the o ther persons behav iou r and  voice. The classic 
form ula o f  p retending  to  be different people "I’ll be m um m y and  you be 
babby” is usually a fo re runner o f  role games. It is in teresting  to  no te  th a t when 
they play, the "baby’s" voice has usually a higher tone th a n  the "m o ther’s" one 
and th a t the "m other" ta lks m uch m ore than  the "baby". I f  the "baby" is m eant 
to  be very small than  he/she usually cries etc. T he "baby" often  says "no" when 
either the "m onther" o r "father" ask him /her to  do  som eth ing  and  tends to  be 
m oody. He/she addresses h is/her "parents" as if  they were the real ones. The 
first roles th a t children  generally play out are those o f  the  fam ily nucleus. The 
roles are usually divided accord ing  to  sex. The rela tionsh ips w ithin the games 
are based on real-life situations, with the "children" ask ing  the  "parents'" 
perm ission to  do things and "husbands" and  "wives" discussing" the ir day-to- 
day lives.

M othering  gam es are linked to  these role gam es. C hildren  pretend  to 
feed their dolls an d  p u t them  to  sleep. They carry  o u t qu ite  com plex actions 
such as resting the ir d o ll’s head its back to  get its w ind up. M others o f  young 
gerls tend to  encourage this gam e and soon the little girls have a whole 
reperto ire o f  m aternal gestures with their dolls, using the sam e language as
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their own m others use w ith them . This capacity  to  be able to  identify  yourself 
w ith ano ther person is a t the basis o f  social developm ent.

FA NTA SY  G AM ES

Friendships are created  an d  reinforced  th ro u g h  p lay  even th ough  a t 
tim es there m ay also be disagreem ents. G am es played in early  infancy 
generally leave affectionate m em ories w hich will rem ain  in la ter life. W hen 
friends play together they usually  let the ir im ag ina tions go m uch m ore easily 
th an  when children w ho d o n 't  know  each o th e r well play. T his is p ro b ab ly  due 
to  the fact th a t the ir u nderstand ing , the ir exchanges, the h isto ry  o f  the ir gam e 
and the ir lives are all based  o n  m u tu a l agreem ent and reciprocity  an d  this 
allows them  to transcend  the lim its o f  o rgan isa tion  and rules and  explore their 
personal fan tasy  w ords together.

In short, speech in p lay  is a n a tu ra l p a r t  o f  a child’s social, em otional, 
know ledge and expressive developm ent. T here  is no  need to  add  any th ing  
m ore in o rder to  underline the  im portance  o f  its function  in the grow th  o f  the 
ch ild ’s personality  an d  its con tin u al developm ent. H ow  w ould  it then  be 
possible to  im agine the learn ing  o f  either a first o r  second lenguage ou tside the 
dynam ics o f  games. It is accep tab le fo r the teach ing  m ethodo logy  to  m ake 
p lay  the basis fo r different types o f  system atic iearning and linguistic - 
com m unicative com petence. T he teacher m ust n o t forget th a t p lay  is the 
driving force behind the learn ing  process, it is the  very reason  fo r learn ing , in 
essence, they are one and the  sam e.

All th a t rm ains is to  n o te  som e p rac tica l applications o f  th is "child’s size" 
language teaching an d  learn ing  process, even if it m ust be said th a t the child is 
already well on the way o f  scholastic learning.

A synthesis o f  the tw o princip les could  be sum m ed up  in the double 
form ulas - "don’t do  any th ing  th a t ca n ’t be said  an d  d o n ’t say any th ing  th a t 
can 't be done". This la tteer w as n o t taken  in to  concidera tion  by  J. A sher in his 
"Total Physical Rzesponse" m ethod  w hich assum es th a t the s ta rtin g  p o in t in 
learning a language is carry ing  o u t situa tional activities which leads to  a type 
o f  situational reinforcem ent (“ R eso u rce” №  1, 1995).

Check up for comprehension:

1. What did the first research into psycholinguistic theories in the ‘50s and ‘60s 
concentrate on?

2. Have the last two decades seen research go towards the development of 
«communicative competence» and the functional fusion of linguistic and social 
capabilities?

3. Does the child need to explore its social reality in both its human and 
physical aspects through play and nominalising what he/she comes across?
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4. Children language learning is based on the dialectic relationship between 
speech and play, isn’t it?

5. W hat are the reasons for children's speaking?
6. W hat are the various functions o f speech?
7. W hat does the author consider to be the only valid method of language 

learning?
8. W hat kinds of different types of games are described in this article?
9. W hat is typical of ritualised games?
10. W hat is the pretence game0
11. The role game is based on pretending to be different people, isn’t it?
12. Are fantasy games impossible without imagination, mutual agreement and 

reciprocity?
13. W hat is speech in play?
14. Do you think this article interesting and helpful?

TEXT 3. H O W  LANGUAGE IS LEARNED

Language is n o t learned as g ram m ar and vocabu lary . It is very- 
unfo rtunate  th a t nearly  all o f  us teachers o f  languages in the  w orld teach 
language as g ram m ar and  vocabulary. It is very u n fo rtu n a te  tha t m odern  
research shows very clearly th a t language is n o t learned in th is way. L anguage 
is no t learned in the way it is taught.

Let us take a look  at how  a language is learned?

Lexical Items

L anguage is experienced, stored, recalled, and used, n o t as vocabulary  
and  gram m ar, bu t as lexical items.



There are 5 kinds o f  lexical items:
1. Single words, like "Exit", tha t are meaningful in themselves. You 

can act on them individually. "Cafeteria" is equally helpful.
2. Polyw ards are phrases tha t work as single meanings, e.g. ”bv the 

way", "on the other hand".
3. "Collocations are word partnerships, words tha t belong together,

e.g. "loose" and "tight", in comparisons.
4. Institutional U tterances. These are fixed phrases or  sentences", e.g. 

"I'll get it". "It's here, somewhere".
Native speakers store, recall and use these fixed utterances. You have a 

repertoire o f  100, 000 or  so in your  native language. Y ou have learned them bv 
heart.  They comprise the majority  o f  all your  com m unication .  Thee are 
triggered appropria te ly  by circumstances and  ou t they come - e.g. "out they 
come"!

The fifth type o f  lexcal item is:
5. Sentence Fram es. These are much m ore a p a r t  o f  the written 

language, They are rhetorical structures unique to  each language. In y e n  
literal translations from  one language to  another ,  these sentence frames are 
what m ake the transla tion  seem most foreign.

C ontent, and Process

The single words, polywords and collocations are the content o f  
language - “ referential' '  items used to express what we are talk ing about.

The institutional utterances and sentence frames are the process. They 
are the”pragm atic” items used to  com m unicate  w hat we are doing with the 
language. They arc the functions.

A New Syllabus?

In order to teach language in the way it is. learned, should  we do away 
with vocabulary and gram m ar,  and  replace them with institutional u tterances0

If so. there are 100,000 o r  so to learn and  to  use appropria te ly .  If we 
taught 10 per hour, it would  take 10,000 hours. Consider  a school situation, 
with 3 lesson hours per week for  36 weeks o f  the year, tha t  results in 108 hours 
per year. Consequently  it would take abou t 100 years to teach the language 
tha t way! Imagine the final exam with the centenarian  s tudent doing a 100.000 
gap-fill exercises. T he  exam would  take a few weeks in itself!

Be Selective?

W hy not choose just the  most frequent and  useful institutional 
utterances? The m ost po p u la r  system o f  teaching languages th rough  
institutional utterances in the USA selects the 3.000 m ost com m on  utterances



as their syllabus to  teach. H ow ever, their students learn 10,000 institu tional 
utterances.

Correlating Learning with Teaching

The teachers teach 3,000 the learners learn 10,000!
Yes, languages can be taugh t. W e all know  that.
U nfortunate ly , research shows there is no  correletion  between the 

teaching and the learning!

Taught but not Learned

The learner’s b ra in  learns a new item no t because the  teacher has
presented, explained, o r transla ted  it. The learner’s b ra in  learns w hen the item
is meaningful to that learner at that moment.

A new w ord item m ay be m eaningful to  one learner b u t no t to  ano ther 
at th a t m om ent.

“W hy can ’t you rem em ber it?! I taught it to  you yesterday!”
Yes. you taught it, bu t you r learners d id n ’t learn it.
I t’s alm ost as difficult to  m ake som eone learn som eth ing  as to  sto p  them 

learning som ething.
The learner doesn’t learn th a t new item because he o r  she is sim ply no t 

ready to  do so. The research shows clearly th a t the learner learns the new item 
or doesn’t learn it, and  it has no  correlation  with how  you tau g h t it. I f  you 
focus on the new' item (teaching), the learner m ay learn  it o r  n o t, i.e. teaching 
does not guaran tee learning.

The Learner’s Brain

Research into b ra in  helps to clarify this. T o learn  “ra in ” , the learner 
needs to  experience rain , then nom inalise “ ra in ” , i.e. to  nam e the experience. 
Then the learner needs to  . n arra te , i.e. use the nam ed  experience to  
com m unicate it- “O h dear, it’s raining!” O nly then can the learner explain 
“ra in ” .
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This b ra in  sequence o f learning is a fixed order. It is the organising 
principle.

W ithou t the experience, the lra rn er can ’t nom inalise. W ithout 
nom inalising, the learner can’t narra te . W ith o u t narra tin g , the learner can 't 
explain.

1. experience- > 2. nom inalise- >  3. na rra te - > 4. explain.
If  we, teachers, explain before nam ing, o r nam e before the learner 

experiences, o r dem and n arra tio n  before the learner experiences, the learner 
sim ply doesn’t learn, he can ’t learn.

An Analogy

L e t’s take an im age, an an a lo ­
gy, to  explore this further.

The hungry  child sees the 
sweet in its w rapper. T he hungry 
child unw raps the sweet, eats the 
sweet, and throw’s aw ay the 
w rapper. The hum an  brain
operates on understand ing
m eaning.W hen the m eaning has 
been understood , the hum an  brain  
is satisfied.

T he m eaning is the sweet.
T he w'ords are the w'rapper.

The hum an  b rain  ca n ’t be 
bothered  with the w ords when it 
understands the m eaning. It 
doesn’t learn the  w ords. I f  you 
th row  aw ay the w ords you can ’t 
leam  the language.
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The role o f  the teacher is to 
help the learner become aware of  
and interested in the wrappers, as 
well as the sweets, the lexical items 
as well as the meanings.

“ Catch 22”?

A teacher who focuses on the wrappper- the words - m ak ing  the learner 
consciously and analytically aware of  the detail, creates the biggest obstacle to 
learning. The learner “can’t see the wood for the trees” , ca n ’t see the sweets 
because he is too  interested in the wrappers.

You can imagine how' boring minute analysis o f  sweet wrappers could 
be! It would also be very slows

The b ra in ’s left hemisphere is the analytical one th a t  does the step-by 
step seguenced logical thinking. It “sees the trees” .

The b ra in ’s right hemisphere does the opposite. It does the global, 
holistic thinking, the overview. It “ sees the w o o d ” .

By encouraging learners to  focus on  the words, the teacher activates 
their left hemispheres and  deactivates their right ones.

This is most unfortunate ,  because the right hemispfere learns 1.600 times 
faster than the left one. <

So, does the very process o f  teaching language work against the learners 
learning language? The answer is “yes", if the process o f  teaching activates 
only the left hemisphere o f  the brain.

L earner’s Expectations

Y our  learners expect you to  teach.
Their  assum ption is, “ If  ou r  teacher works hard , we will learn” ! Their

assum ption is tha t  you  will focus on the wrappers and analyse and  explain and
teach all the words, in every text and coursebook lesson.

L earner’s Needs: How Learners Really Learn

However, w hat the learners need is usually very different from w'hat they 
expect.

W h a t  they need for the way they really learn is an enorm ous am ount o f  
exposure to  an  enorm ous am ount o f  language. T ha t  is the  opposite  o f  the 
coursebook’s minute and  detailed work on a very small a m o u n t  o f  language.

Remember, the learners learned 10,000 institutionalised utterances when 
taught only 3,000 o f  them. Learners can learn much more th a n  they are taught.
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T herefore a volum e o f  exposure, a b read th  o f  exposure to  language is 
much m ore effective than  depth o f  exposure o r analysis.

How to Teach in the Way They Learn

a. Don’t Read the Text
One way is to  give learners insufficient tim e to  read any text, but just 

enought tim e to  skim it rapidly  fo r in fo rm ation . A sk them  tw o “questions" 
and your learners then skim fo r the answ ers, e.g. “ W hat were the nam es o f two 
o f  C harlie C h ap lin ’s wives?” T h a t w ay they ’ll skim  a w hole text on C harlie 
C hap lin ’s life, tak ing  in globally a lo t m ore th a n  ju s t the tw o nam es. They will 
also not w orry abou t the m any w ords they d o n ’t know .

b. Don’t Listen to the Text
Likewise, give your learners only  tw o “questions” when they are abou t 

to  listen. A gain, they will listen fo r m eaning  and info rm ation , tak ing  in much 
m ore in the process.

c. Don’t do the Exercises
It is no t w orth  doing the exercises in the  coursebook  o r w orkbook. 

D oing  exercises is the equivalent o f  to o  m any  “trees” , i.e. too  close and 
detailed left hem isphere focus resulting in an  inability  to  see the wood. It is 
slow and very ineffective. It has a  negative effect on  the rate  o f  learning. I t ’s 
much better to  present a second o r th ird  text fo r rap id  listening o r reading (see
a. and b.) in which the new  lexical item s ap p ear a sa in  (see 3 contexts below in
f.).

d. Don’t Simplify
T he way learners really learn requires no  sim plification o f  language or 

text, no sense o f  progressive steps from  sim ple to  com plex, no  concessions to  
ideas o f  levels. All the activities in a., b., c., d ., and  e. in thise article are best 
done with au then tic  texts at native - speaker level. The hum an brain  w orks 
best when presented  with the “real th in g ” righ t from  the  beginning, i.e. you 
m ake all the language available from  D ay One.

e. Read Aloud Meaningfully
Rem em ber, only 7% o f com m unication  is the w ords alone. The 

rem aining 93% is a com bination  o f  the way the  w ords are p ronoueed  along 
with body and facial gestures. Y our learners are already  experts at the 93%. 
Even to ta l beginners in a foreign language are already  experts at the 93% o f 
com m unication  in th a t language. T herefore, you  should  read aloud  any text 
rapidly and expressively, using you r voice and body  and face to  experience the 
meaning yourself. Then your learners will “experience” the text themselves, and 
will no t need teaching of the vocabulary  and gram m ar.

It is m uch, m uch m ore effective fo r  you to  fill a lesson w ith...
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f. Awareness-Raising Activities
A t the sam e tim e as speeding up and increasing the am oun t o f  language 

content your learners encounter, you need to  help them look at the w ords, to 
help them be aw are o f  the process, the language. F o r  instance, encourage them 
to look for chunks or clum ps o f  language, i.e. the polyw ords, collocations, 
institutionalised u tterances, and to  collect them .

i) Three C ontex ts  Experience
Research shows th a t when learners meet a w ord or phrase or piece of 

g ram m ar in th ree different contexts, they understand  it w ith no need for, 
translation  or exp lanation  (i.e. w'ith no  need for a teacher to  teach it). 
Therefore, to  find texts where the same lexical item occurs 3 o r m ore tim es is 
the m ost na tu ra l way to  enable you r learners to  learn tha t item (if they are 
ready to  learn it ).This is w hat happens w'hen learners read M arvel-type comics. 
In the adventures o f B atm an, for instance, they meet a new w ord in the first 
context and they d o n ’t panic, they register it in the ir m em ory and. absorb  some 
inform ation ab o u t it. The second context adds to  the in form ation  and narrow s 
dow n the m eaning. The th ird  context com firm s their correct unconscious ideas 
o f the m eaning, and  elim inates incorrect ideas. T he new w ord is learned. 
"H oly  sniffing, B atm an, d o n ’t descend into the sewer!”

"F ea r no t, R obin , if our quarry  is a ra t  we will pursue him  to  his sewer 
hom e” .

"But in th a t stink , how  will w'e sniff him  ou t?”
“ Each evil creature leaves his own trail, R obin . Even in the sewers he 

will be d istinktive” .
U nconsciously the learner associates the new  w'ord, “ sewer” , first with 

sniff and negativity , then w ith fear, rat. hom e, then with som ew here a n o n ­
smell trail can be followed. The new1 w ord is experienced and  nom inalised 
enough to n arra te  it pretty  accurately. Each subsequent encounter with the 
new w ord will confirm  and define it m ore precisely. It will also build  up the 
collocations, e.g. “ sewer r a t” , “dow n/ descend in to  the sewer” .

ii) Collect ins ‘‘Experien ce”. "N om inalise".
Some teachers teach gram m ar by aw areness only. They p o in t t.o one 

exam ple in a text. e.g. “H e had counted on  it” (the past perfect) and  ask the 
learners simply to  find o ther examples o f the sam e structure in th a t text.

T hat is w 'hole-brain “experience” and  “nom ina lisa tion” and “ 3 
contex ts”. Y our learners d o n ’t need to  have a g ram m ar explanation , a rule or 
a pa tte rn  explained. They will au tom atically  seek to  understand  the m eaning 
and usage o f the new structure in context. L et them  write dowrn the 3 o r  m ore 
sentences the new  structure occurs in, and  they are then bu ild ing  their 
awareness tow ards being able to  use the structu re  to  “n a rra te ” (and much later 
“explain”).

iii j L exica l Item s on “C ards” (N arration).
Y ou can extract useful lexical items from  the texts you r learners have 

encountered (however rapidly  and “ superficially” ), and consequently  can raise
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their aw areness o f  them  by w riting  the items dow n on a piece o f  paper they can 
all see.

W hen you r learners have a conversation  on a new lesson topic they can 
use those items in the ir conversation  wherever possible, o f  they so wish. T here 
is no pressure, only aw areness.

A gain, those items d o n ’t need to  be taugh t in any way. If  your learners 
are not ready to  use them , they w o n ’t. I f  they ask you to  explain, don 't.

iv I No E xplanations Necessary.
In learning the ir first language you r learners d id n ’t need to  explain any 

language items. T o pass exam s in the new language they d o n ’t need to explain 
the language. T herefore, to  receive or give explanations is unnecessary for your 
learners.

If  your teaching has, up  to  now , been based on explanations o f 
vocabulary  o r g ram m ar, please perceive now  th a t explanations are not only 
unnecessary, b u t slow you r learners dow n, and  prevent them  from  learning 
(“ R esource” №  1. 1995).

Check up for comprehension:

1: How is language not learned?
2. How many lexical items are there?
3. What is unique to each language?
4. Is there correlation between the teaching and the learning?
5. When does the learner’s bram learn the item?
6. Is a new word item always meaningful to all the learners?
7. Is it possible to nominalise without the experience?
8. The learner can’t narrate without nominalising, can he?
9. W hat is the role o f the teacher in learning the words?
10.What does the brain’s left hemisphere do?
11 .What does the brain’s right hemisphere do?
12. What is the way to teach a language in the way learners learn9
14. When don’t learners need any translation or explanation?

T EX T 4. LA TE R A L  T H IN K IN G

W hen a prob lem  com es up, m any people practise ‘L ateral T h ink ing '. 
Y ou’ll see them  frow n, then sm ile and possibly laugh. F o r instance, here’s a 
problem  “shall I go to  the party , o r do  my hom ew ork?” T here are m any 
argum ents on  bo th  sides and  you can ’t resolve you r dilem m a... so, use "lateral 
th ink ing’, for exam ple ask yourself “w hat would a cat do? W hat w ould a dog 
do?” Perhaps you see the cat slinking o ff to  the p arty  an d  the dog doggedly 
doing the hom ew ork. In those images you may well find your own decision.

F o r exam ple, th ink  o f a problem  you have. S tate it clearly, e.g. by 
w riting it dow n. N ow  look  at these two photos. T here’s a N ew  Y orker p laying
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at being F a th e r C hristm as, and  ano ther one dressed as the S ta tue  o f Liberty. 
Ask yourself w hat and in w hat ways each o f  them  would do  in your situation. 
Ask yourself in w hat ways your problem  resembles the m an and in w hat wavs 
your problem  resem bles the statue.

Lateral Listening

To aid y o u r concen tra tion  and understanding  build  a lateral image while 
you listen, fo r exam ple how  w ould either the F a th e r1 C hristm as o r S tatue o f 
Liberty be affected by listening to  w hat you are listening to.

Lateral Reading

Y ou can use the tw o p h o to s while reading, asking yourself how  would 
they read and  u nderstand  it. O r you can ask how  each p o in t you read is either 
‘a cat po in t' o r ’ a d o g ’s point? T ry  creating your own lateral ideas.

О

Why ‘Lateral’?

The question  has tw o parts. ‘L a te ra l’ m eans ‘o f  a side'. L atera l th inking 
as you have seen above, is th ink ing  to  a different side, in a d ifferent direction, 
unlim ited by the situation .

T he second p a r t o f  th e  question  is “W hy use lateral th ink ing?”
Lateral th ink ing  uses bo th  sides o f  the brain. T he righ t hem isphere o f  the 

brain  is creative, in tu itive and random , the left one is logical, ra tiona l and 
analytical.

W hen you have a problem  and “can ’t find a so lu tio n ” , the left 
hem isphere o f  you r b ra in  has p robab ly  analysed the problem  and  got stuck in
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the left-brain  processes, by using la teral th ink ing , you open the prob lem  up to 
your whole brain . Y ou a ttrac t the analogical pow ers o f  the righ t hem isphere o f  
the brain. If  it seems ran d o m , th a t’s because it is random . It's  very craziness is 
w hat m akes it a w hole-brain  process.

Lateral Speaking

You m ay have m et la tera l speakers. They bring  in a seem ingly irrelevant 
o r challenging exam ple, yet the exam ple has som e unexpected w isdom .or 
unexpected insight. Ju s t th ink ing  o f  th e  strange exam ple frees up  new  ways o f 
th ink ing . T hose w ho use Zen th ink ing  m ake th is in to  a ph ilosophy. Surrealists 
m ake it in to  an  art form . T ry  it, let y o u r m ind be free an d  open, an d  while you 
speak, allow  yourself to  express the seem ingly random  th o u g h ts  an d  im ages 
th a t occur to  you.

Y ou can in troduce  such unexpected ideas by saying “T his m ay o r m ay 
n o t be helpful, bu t I ju s t th o u g h t...” . This th o u g h t m ay open  th ings u p ...” . 
Such unusua l ideas can m ake lively titles fo r y o u r speeches o r talks.

Lateral Writing

C rearly  when you w rite form al essays o r  com positions o r  reports , your 
readers expect logical, connected prose. In poem s, how ever, seem ingly 
unconnected  im ages can in teract interestingly.

T he ex tra  pow er o f  a poem  can be added to  you r p rose by you allow ing 
yourself to  have ‘o rig in a l’ ideas and ‘new'5 images.

F o r  exam ple, to  create an eyecatching, snappy  title fo r an essay or 
com position  often requires a piece o f  lateral, th ink ing . “The fu tu re  o f  oil as a 
w orld fuel” d o esn ’t catch the  interest, w hereas “ Is oil b u rn t o u t?” does. Even
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m ore lateral is “O ur fu tu re fried in oil?" where the petro leum  oil and cooking 
oil am biquity  is exploited.

N ow , you  try  creating  several la teral titles fo r “T he fu tu re  o f  oil as a 
world fuel" using the F a th e r C hristm as and  S ta tue  o f  L iberty  images. W rite 
your titles dow n. N ow , look a t them  and plan  how  your essay o r  com position  
could develop from  there.

You m ay find yourself continuing to  develop th a t la teral though t 
through the w hole essay. Y our w riting  then becom es w hole-brain  w riting with 
images which in terest and  stim ulate your readers.

“How far should I go?”

I f  your form al essay becom es analogical poetry , it will fail to  achieve a 
good m ark. So w here should  you ‘draw  the line’? O ne answ er is to  take your 
essay topic an d  w rite a to ta lly  lateral ‘poem ’ for a  few m inutes to  begin with. 
7'hen be analytical an d  logical. Y ou will find  the lateral th ink ing  feeds and 
nourishes the analy tical, logical thinking. Y ou will find you w ork  faste r and 
more fluently and  effectively. W hy? Because you  are respecting  and  using bo th  
sides o f  your brain , and  you are therefore using the w hole o f  y o u r brain  
(“Sure" №  4 Ja n u a ry  1996. p. 8-9).

Note: Z en is a Japanese form  o f  B uddahism  th a t em phasizes the 
im portance o f  contro lling  or concentra ting  the m ind m ore th a n  learning from  
religious books.

Check up for comprehesion:

1. Can you give any explanation to “lateral thinking” after having read the 
first paragraph?

2. Do you agree with the definition given below: “Lateral thinking is a way of 
solving problems by considering a range of ideas that may not seen logical or 
relevent at first"?

3. Does building a lateral image aid our concentration and underslending 
while we listen?

4. How does lateral thinking proceed in the brain?
5. If you let your mind be free and open will you be able to grasp new ways of 

thinking and become lateral speakers?
6. What is the difference between writing formal essays or compositions and 

poems?
7. How may we create the titles for our papers or reports?
8. W hat is the advantage of using both sides of our brain when writing an

essay?
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TEXT 5. THE EM O TIO NAL PO W ER O F W O R D S

Reading, Writing, Listening, Speaking.
D o you w ant to  be ‘with it', part o f  the ‘in c row d’? T hen  "tune in ' to  the 

pow er o f  p repositions.

T he prepositions ‘in, on, up. w ith, o v er’ have positive conno tations. 
They transla te  as ‘m e’/ ‘u s’.

But the p repositions ‘ou t. off. dow n, u n d e r ' are usually  negative. They 
transla te  as ‘th em ’.

W hen you m eet a new  phrasal verb , be aw are o f  the em otional pow er of 
the preposition . T h a t will help you with guessing the m eaning in context.

Likewise one person  says to  you “C om e w ith me to  the cinem a", an o th er 
says “G o  with me to  the cinem a". The w ord ‘com e' is m ore positive, m ore 
friendly. It m eans the person  has already  pro jec ted  h im self o r herself to  the 
cinem a in his o r her m ind and  is inviting you to  jo in  them .

In the sam e way ‘th is ' is m ore positive, m ore ‘m e’/ ‘u s ', than  ‘th a t'. 
U sually , when we com pare two things the one we p refer is ‘th is ’, the one we 
like less is ‘th a t’ an d  the distance seems n o t to  be relevant.

I f  you w'ere tau g h t ‘th is’ m eans ‘here’, ‘th a t ' m eans ‘th e re’, the  distance is 
not always physical, bu t can be em otional. I feel m ore d istan t from  that th ing  1 
d o n 't like, th an  from  this th ing  I do like.

C onsider once m ore ‘som e’ and ‘an y ’. In  m ost o th e r lam guages there is 
only one word. In  English there are  two. W hy? B ecause we have a subtlety  o f 
expectation  in English.

I f  I say “C an  you lend me som e m oney?” I ’m  expecting you to  say “yes" 
because we are friends. If  I say “C an you lend m e any m oney?" I ’m setting 
m yself up fo r you to  say “n o ” even if I know  y o u ’ve got lots o f  m oney.

In  fact ‘som e' refers to  a small num ber, W 'h i le  ‘an y ’ refers to  all o r none. 
English native speakers say any o f  these sentences as correct, even if your 
g ram m ar books say som e o f  them  are w rong.

1. Do you like some pop videos? (a num ber).
2. Do you like any pop videos? (all o r none).
3. I like some pop videos (a num ber).
4. 1 like any pop videos (all).
5. I don’t like some pop videos (a num ber).
6. 1 don’t like any pop videos (none).

T herefere if  I go in to  a shop and ask  “ have you got som e eggs?” I t’s an 
eggs shop , o r a g rocer’s shop, w here I expect the answ er “yes” . B ut if  I go in to  
a shop  and ask “H ave you got any  eggs?” I t ’s a shop  w here I d o n ’t expect the 
answ er “yes” , e.g. a garage shop. A few U K  garages sell eggs. M ost d o n 't.
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W ords are no t facts. They have em otional loading. In English we have 
more synonym s than  any o ther language. W e also have m ore m onosyllabic 
words than any o ther language. T o  the English ear the m onosyllables have 
more force, are s tronger w ords. T heir polysyllabic synonym s are m ore form al 
and cold.

C om pare :

love-» affection 
hate-» odium 
late-» tardy 

good-» beneficial 
bad-» detrimental

Be aw are, then , th a t style in th e  English th a t you read , w rite, hear o r  say 
depends a lot on w hether you use strong, short w ords, o r longer, m ore form al 
ones.

You have a choice w hen you  use English, betw een the L atin-based  
w ords and the Saxon-based ones.

C om pare:

nice things-» beautiful objects 
strike - » industrial action 
smell - » odour/ perfume

H ere's the com m ittee rep o rt on poo r M rs G atting . Feel how  
unem otionally it reports in L atin  term inology w hat she said and the equivalent 
below in good s trong  Saxon w ords.

“The m em bers assembled a t M r G attin g ’s residence. M rs G attin g  stated 
tha t the society shou ld  Find an  alternative location  fo r its m eetings, o r 
recompense her fo r the use o f  her fro n t room ".

“She said the alcoholic refreshments tha t M r G attin g  served them  could 
have purchased her a m ink coa t and  an  indoor sw im m ing-pool instead o f 
filling her house w ith  inebriates every second Tuesday. She then  departed" .

“W hy do you always have to  meet in my house? W hy ca n 't you find 
another place? O r pay me. T he drinks my husband  gives you could  have bought 
me a m ink coat o r  a sw 'im m ing-pool by now. Instead  m y house is filled with 
drunks. Em going”.

In effect, we ‘tran s la te ' from  Saxon English in to  L atin  English to  m ake 
w hat we write o r say m ore form al, m ore objective and  m ore precise. In doing 
so we remove m uch o f  the em otional power.
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C onversely, as we becom e m ore passionate, m ore em otional, we 
unconsciously o r  consciously select m ore Saxon w ords to  give w hat we say or 
write m ore pow er and  intensity.

Look th ro u g h  one o r m ore articles in this issue o f  Sure!, an d  notice the 
em otional pow er o f  th e  prepositions, o f  ‘com e’ and ‘g o ’, o f  ‘th is ' and  ‘th a t ',  
and o f the Saxon com pared  w ith the L atin  w ords.

O bserve especially w hat people say. quo ted  in the  articles (such as in 
interviews). A re they try ing to  be precise and  form al (L atin ) o r  direct and 
inform al (Saxon)?

I f  you like, change the style by reexpressing (w rite o r  say it) Saxon 
sentences in to  la tin , o r L atin  sentences into Saxon (“ S u re” . D ecem ber 1995. 
p. 6-7).

Check up for comprehension:

1. Can the prepositions have any emotional power?
2. W hat distance do ‘this’ and ‘that’ mean?
3. W hat num ber do ‘some’ and ‘anv'refer to"7 Give the examples illustrating 

their emotional loading.
4. Can you explain the difference between monosylables and their polysyllabic 

synonyms?
5. W hat should vou be aware using strong, short words or longer, more 

formal ones?
6. How does the committee report quoted in the text sound in Latin 

terminology and in good strong Saxon words?
7. In what-ease do we select more Saxon-based words, when we are trying to 

be precise and formal or direct ar.d informal?

TEXT 6. IT’S  N O T W HAT YOU SAY, B U T  H O W  Y O U  SAY IT

Making the right impression in different cultures is not difficult, it’s just as 
hard as learning a new language. A little mistake can put you in embarrassment. 
So as Bruce Martin writes: “keep sentences short and simple, but avoid 
oversimplifying ”.

R alph  W aldo  E m erson ’s view 150 years ago th a t “no m an should  travel 
until he has learned  the language o f  the country  he v isits” is reflected in the 
boom  o f  language learn ing  fo r business in the o th e r perso n 's  language.

But unless you can  really cope in a language, it m ay be best to  save it fo r  
social chat. A  little learn ing  is dangerous although  a few phrases, say, in 
Swedish, H u n g arian  o r R ussian  are always appreciated.

M uch m ore im p o rtan t, the psychologists say, is you r “non-verbal 
b ehav iou r” o r  body language. This m ust take in to  accoun t d ifferent no tions o f 
politeness, m anners an d  social rituals. A ctions speak louder than words. Saying
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the w rong things, eye contact, hand  gestures, touching , bow ing, using first 
nam es, how you eat and  drink can be a m inefield fo r  the unwary.

“A little learning is dangerous, although a few phrases, say, in Swedish, 
Hungarian or Russian are always appreciated.”

Y ou first need to  know  w hether you are dealing w ith people from  the so 
called "low -con tex t” cultures, such as N o rth  A m erica, B ritain . Sweden. 
Switzerland o r  G erm any, who spell things ou t verbally , o r ‘‘high con tex t” 
cultures such as F rance , Japan . Spain, Greece, Saudi A rab ia , C hina and South 
K orea, w ho com m unicate by nuance and im plication and  are less dependent 
on the spoken w ord. F o r exam ple, the Swiss and G erm ans like to  lay their 
cards on the table. T alk ing  to  a  Frenchm an o r a S p an ia rd ,w h at is unsaid  is 
often m ore im portan t. Low context folk should  try  to  be m ore explicit.

Y'i'T

T he handshake is p robab ly  the m ost com m on form  o f greeeting in the 
w orld, except in Japan . But even this sim ple gesture is fraugh t with 
com plications. The British handshake is firm  but used sparingly; in Italy and 
F rance - where handshak ing  is som ething o f a national pastim e - a gentler, 
k inder grip m ay stand you in good  stead.

In G erm any  an d  D enm ark  you should nod  you r head  w hen you shake 
hands as a gesture o f  respect. Som ebody w ho does n o t know' this may 
misinterpret it as aggression. People in M editerranean  countries som etim es tilt 
their head back w'hen they shake hands. N o rtherners  m ay take this for 
arrogance. A nglo-Saxons learn to  look people in the eye. This is som etim e 
m isin terpreted  as aggressive o r challenging behav iour by  O rien ta ls, for whom  
only an occasional glance into the o ther person 's face is considered polite.
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Unless you really know  w hat you are do ing, close bodily  greetings are 
best avoided. K issing has m any  pitfalls - unless you are fo rtu n a te  enough to  be 
coached by a French general. Y ou need to  know  w hich cheek to  sta rt with. 
The British s ta rt w ith the righ t cheek. In Belgium you s ta rt w ith the left cheek: 
left, right, left. T h e-F ren ch  generally kiss twice: left, right. In som e M iddle 
East countries they kiss th ree or even four tim es: m en kiss m en. w om en kiss 
women. In Saudi A ra b ia  greeting are particu larly  elaborate: afte r shaking 
hands a Saudi is likely to  kiss you  on bo th  cheeks an d  then  tak e  you r h and  in 
his as a gesture o f  kinship.

“Actions speak louder than words. Saying the wrong things, eye contact, 
hand gestures, touching, bowing, using first names, how you eat and drink can be 
a minefield for the unwary”.

The way o ther cultures like to pu l people at their ease can be confusing. 
The A m erican use o f  first nam es as a form  o f  in stan t friendsh ip  does not 
always go dowm well in countries such as G erm any , o r even Britain. The 
British and A m ericans share at least one thing: they like to  b reak  the ice w ith a 
joke, which m eans som etim es being to u g h t as flippan t.

Visiting cards shou ld  never be shoved in to  the  pocket. Receive them  with 
bo th  hands: read , learn  and im vardly digest the nam e an d  pecking o rder, and 
lay them  out reverently  on the tab le  in fron t o f  you.

People do business w ith w hom  they feel com fortab le . It com es dow n to 
sincerity and sp on taneous good  m anners. If  you are  n o t sure how  to be polite 
in som eone else's cu ltu re, then  at least be polite in you r ow n.

English is accepted as a “ lingua fran ca” fo r  business travellers in most 
parts  o f  the world. But obliging  people to  speak  it when they are not 
com pletely fluent can lead to  serious m isunderstanding .

A good com prom ise is fo r b o th  sides to  speak  th e ir  ow n language, which 
m ay bring a d ialectical, if  n o t an  entirely cu ltu ral, m eeting o f  m inds.
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‘‘You have to  be very careful abou t h u m o u r on form al occasions’', said 
Peter Pooiev, a deputy  d irector-general a t the E uropean  C om m ission in 
Brussels. “ If  you  m ake an  after-d inner speech in the U K , y o u ’ll be criticised if 
you d o n ’t m ake a joke: in F rance you’ll be criticised if you d o .”

“ It can be quite disconcerting with sim ultaneous tran sla tio n . Y ou’ll 
m ake a w itty rem ark  an d  those people listening in English laugh; then the 
French and Ita lian  laugh; then  there is pause because the D utch  and  the 
G erm ans are w aiting  fo r the verb at the end o f  the sentence before they get it.”

E verything can depend on the skill o f  the in te rp re ter. C onfusion 
generated by faulty  transla tion  is less hilarious. Experts recom m end th a t both  
parlies in a nego tia tion  bring  their ow n people to  in te rp re t fo r im portan t 
discussions. It is convenient, but dangerous, to  rely on  the hom e side’s 
in terpreter, w ho m ay unconsciously represent the in terest o f  his o r  her 
em ployer.

K eep sentences sh o rt an d  simple, bu t avoid  oversim plifying and  pause 
frequently. A void  vague and imprecise expressions; use visual aids; look  a t the 
person with w hom  you are dealing - n o t the in terpreter; look  o u t fo r signs o f 
confusion: and  keep eye con tact when culturally  app rop ria te . F inally  no te th a t 
in the F a r  East it is not m uch “ read  my lips” as “read my m in d ” .

GLOSSARY

• Shoved: pu t • cope: m anage • fraught with: full o f  • go down well: 
considered • lingua franca: in te rnational language • minefield: full o f  hidden 
dangers • pecking order: social status • pitfalls: dangers • sparingly: rarely  •
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stand you in good stead: pu t you in a good position  • tilt: bend • unwary: not 
attentive (“ S ure" №  7, A pril 1996, p. 24-25).

Check up for comprehension:

1. W hat is a key to succ.es in doing business? Do you agree with the quotation 
given in the first paragraph?

2. What is more appreciated by business travellers-good knowledge of one 
foreign language or a little learning of several languages?

3. How do psychologists unterpret the notion o f “non-verbal behaviour” in 
low and high-context cultures?

4. W'hat does the handshake presuppose in different cultures?
5. Why should close bodily greetings be avoided unless you really know the 

customs and traditions o f  a country?
6. Do the British and Americans share any notions o f politeness, manners and 

social rituals?
7. W hat is a good compromise for business travellers who are not completely 

fluent in English?
8. What recommendations must be taken into account when interpreting for 

important discussions?

TEXT 7. ORG A N ISIN G  YOUR M IND

Your Time Line 
Writing and Thinking

W hat you know' best,  is your own life, your  life in all its aspects-your 
real life, y ou r  imaginative life and the life o f  you r  day dreams.

So, when organising  y ou r  mind, use your  life.
D raw  a horizontal line.

Put im portan t  dates in your  life on the line.

78 83 85 87 90 93 95 96 2000

F o r  example, “ I was b o rn  in 1978. I went to  my first school in 1983. I 
met my best friend in 1985. I went abroad  for the first time in 1989. In 1990 I 
changed school. In 1993 we moved house. In 1995 I will sit m y exams and. 1 
hope, go to  college. In 2000 I wilf leave college A

N ow  you have a very useful tool - a time line - to  practise you r  English, 
for example, the present perfect: “ I have been living in my tow’n since 1978. 1 
have been a school pupil for thirteen years. I have holidayed in one foreign 
coun try '’. O r  the pas t perfect: “ Before I went to  my present school I had  been 
a pupil in my previous school for six years.”
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You can use your tim e line to  p ractise any g ram m ar th a t needs revision 
and consolidation , and  because all your examples are true and about yourself, 
your revision is very personal, m em orable, an d  effective, and every exam ple 
practises conversation  abou t yourself.

Possible Futures

D row  a po in t •
F rom  th a t p o in t d raw  lines going in m any  directions, like the spokes o f  a

wheel.

I f  th a t p o in t is your present, all those lines are y o u r possible futures. 
You can write a d ifferent modal on each line, e.g. can, could.

Then create tru e  sentences ab o u t you using each m odal, e.g. "‘I can fulfil 
my career hopes in several d ifferent w ays” , “ I could go in to  the  fashion 
industry  but I 'm  n o t sure I like the changeability” . “ I m ay decide to  specialise 
in classic clothes which d o n 't change fashion so o ften ” etc..

You are therefo re w riting your au tob iog raphy  using the g ram m ar items 
you want to m aster!

Reading and Listening

You can  also use your time line and  possible futures w hen you are 
reading and listening. W hen you encounter a  sentence o r ph rase  you find 
difficult, express it as an  item on your time line, o r in possible futures. Then you 
m ake it personal, accessible, m ore m eaningful and  m em orable to  you.

F or exam ple, you  read o r hear the fu tu re  perfect con tinuous “will have 
been ...ing” , so you  p u t it on you r time line “By the tim e I am  tw enty. I will 
have been studying  English fo r eight years” , o r in possible futures “ I will 
p robably  have been w'orking in the fash ion  industry  fo r tw o years before 1 will 
be able to  specialise in classic clo thes” .
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The Imaginary House

Im agine a house you w ould like to  live in - you r dream  house. This 
house will be you r 'm em ory houses Im agine w alking a ro u n d  outside and 
inside th a t house. Y ou can have m usic or o th e r beautifu l sounds in your 
m em ory house.

Im agine the room  you w ould like best as you r m em ory centre.
Im agine p u ttin g  up shelves in th a t room  fo r sto ring  y o u r m em ory.
Put labels, using bo th  w ords o r p ic tures on  the shelves and  put 

interesting, m em orable things next to  the  labels, fo r exam ple “ Irregu lar V erbs" 
as a label, could have a favourite  o f  yours next to  it. Im agine ap p ro p ria te  
different containers for the different items you w ant to  rem em ber. Perhaps you 
will pu t the irregular verbs on different co loured cards in a lovely green woven 
basket.

Place each item. e.g. each irregu lar verb  in a different place in the 
container. Say it aloud in your head as you  do  so.

You will then find th a t you have m ade y o u r m em ory visual, audial and 
kinesthetic, vivid and  personal, and  entirely  u n d er y o u r contro l.

Y ou can place any items fo r any subject there. T hen , any tim e you w ant 
you can go in to  you r m em ory house an d  see an d  feel yourself finding the items 
you need easily, quickly, efficient!)1 and  p leasurab ly .
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Remember, loo. that you can make
connections on y ou r  memory 

shelves, e.g. pu tting  picture cards with 
phrasal verbs, connecting them by 
colourful threads to  contexts o r  topics.

You can store the same memory in 
various different containers so it is in 
several different classifications.

You can store whole charts and 
maps and diagrams.

You can store tapes you can play,
e.g. to  rem em ber useful idioms or 
quotations.

You can store whole compositions 
you have written, e.g. stored as 
multimedia perform ances with music 
playing while the text scrolls on  a 
colourful screen.

You can umagine a C D  R om  player 
and an Internet access in your memory 
houses so tha t  you  can p rogram m e in any 
item you want,  and  code it and cross 
reference it fo r  easy access.

While Learning

While in the classroom or lecture room  you can be storing in your 
memory house the  new' items you learn as you learn them.

Clearly it helps to  have different areas o f  shelves for  different subjects 
and topics.

M any people use their  own memory house as a very useful aid to 
revision and for reference during  exams.

You can, fo r  instance, be sitting on a train, and in your im agination  you 
are rapidly and  efficiently going through your memory shelves reinforcing and 
consolidating y ou r  knowledge (“ Sure '’ № 4 ,  January  1996. p. 10-11).

Check up for comprehension:

1. Why is using time line of your real life effective for practising English 
grammar?

2. Write some examples about yourself according to your time line and make 
sure if they are helpful in revision and consolidation of grammar.

You High Tech Memory House
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3. Do you like the idea of a wheel as a tool o f speaking about your possible 
futures'? Create some true sentences using modals can, could, may.

4. Can we use our lime line or possible futures when reading or listening?
5. Do you understand the structure o f so-called “memory house” ? W hat arc 

the shelves for in its central room?
6. Compare your memory house and com puter's memory using the below 

headings:
Different classifications 

Multi - media performances 
CD Rom player 
Internet access

7. Why does the author use adjectives that follow: memorable, effective, 
personal, visual, audial, vivid, colourful and even kinesthetic?

8. Do you agree with the statement: “Organising our Mind is a very useful aid 
to revision and for reference during exams” ?

TEXT 8. COM PARING  MALE A N D  FEM ALE BRAINS

Have you ever wondered if the male and female brains are built differently?

T he scintists are only recently m easuring  the differences, and com ing to 
some early conclusions. M en and  w om en are basically the same. T here is only 
one gene th a t m akes a male. T h a t gene can, how ever, affect a lo t o f  features, 
not least in the brain.

Fem ale b rains are better a t rem em bering w ords th a n  faces. M ale brains 
are better at rem em bering faces than  w ords. Fem ale brains are in fact all 
round better w ith w ords.

Fem ales can speak faster than
males and  fem ales process 

verbal in fo rm ation  faste r than  
males.

Fem ales are m ore in touch 
with and have bette r access to  their 
em otions th an  males. M ale brains 
are worse a t rem em bering.

W ith these measurable
differences in skills go m easurable 
differences in the  s truc tu re  o f  the 
brains.

I
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few m inor changes in ou r lives. “Lift o f f ' takes a trem endous effort, bu t once 
we break out o f the gravity  pull, our freedom  takes on a w hole new7 dim ension.

Like any n a tu ra l force, gravity pull can  w ork  w ith us o r  against us. The 
gravity  pull o f  som e o f  our habits may currently  be keeping us from  going 
w here we w ant to  go. But it is also gravity pull th a t keeps o u r w orld  together, 
th a t keeps the planets in the ir orbits and ou r universe in order. It is a powerful 
force, and if we use it effectively, we can use the gravity  pull o f  hab it to  create 
the cohesiveness and o rder necessary to  establish effectiveness in o u r lives.

“Habits” Defined

F o r o u r purposes, we will define a h ab it as the in tersection  o f  knowledge, 
skill, and desire.

EFFECTIVE HABITS

INTERNALIZED PRINCIPLES AND PA TTER NS OF BEHAVIOR

K now ledge is the theoretical parad igm , the what to do an d  the why. Skill 
is the how to do. A nd  desire is the m otivation , the w ant to do. In  o rd er to  m ake 
som ething a habit in o u r lives, we have to  have all three.

I m ay be ineffective in my in teractions w ith m y w ork  associates, my 
spouse, o r my children because I constantly  tell them  w hat I th in k , b u t I never
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really listen to  them . Unless I search o u t correct princeples o f  hum an 
interaction, I m ay not even know  I need to  listen.

Even if I do know  tha t in o rder to  in te ract effectively w ith o thers I really 
need to  listen to  them , I m ay no t have the skill. 1 m ay n o t know  how  to  really 
listen deeply to  ano ther hum an being.

B ut know ing I need to  listen and  know ing  how  to  listen is n o t enough. 
Unless 1 want to  listen, unless I have the  desire, it w on’t be a h ab it in my life. 
C reating a hab it requires w ork in all th ree dim ensions.

The bring/seeing change is a p rocess - being changing seeing, which in 
tu rn  changes being, and  so fo rth , as we m ove in an  upw ard  spiral o f  grow th. 
By w orking on know ledge, skill, and desire, we can b reak  th rough  to  new 
levels o f  personal and in terpersonal effectiveness as we b reak  with old 
paradigm s th a t m ay have been a source o f  pseudo-security  fo r years.

I t’s sometim es a painful process. I t ’s a change th a t has to  be m otivated  
by a higher purpose, by the willingness to  su b o rd in a te  w hat you w ant now  for 
what you w ant later. B ut this process p roduces happiness, “ the object and 
design o f  ou r existence” . H appiness can be defined, in p a r t a t least, as the fruit 
o f the desire and  ability  to  sacrifice w h a t we w ant now  fo r w hat we w ant 
eventually.

The Maturity Continuum

The seven habits are n o t a set o f  separate  o r piecem eal psych-up 
form ulas. In harm ony  with the n a tu ra l laws o f  g row th, they provide an 
increm ental, sequential, highly in teg rated  ap p ro ach  to  the developm ent of 
personal and interpersonal effectiveness, they m ove us progressively on a 
M aturity  C on tinuum  from  dependence to independence to interdependence.

W e each begin life as an  in fan t, to ta lly  dependent on  others. W e are 
directed, nu rtu red , and  sustained by o thers. W ith o u t this n u rtu rin g , we would 
only live for a few hours o r a few days a t the  m ost.

Then gradually , over the ensuing m on ths an d  years, we becom e m ore 
and m ore independent - physically, m entally , em otionally , and financially  - 
until eventually we can essentially ta k e  care o f  ourselves, becom ing inner- 
directed and self-reliant.

As we continue to  grow and  m atu re , we becom e increasingly aw are th a t 
all o f natu re  is interdependent, th a t there is an  ecological system  th a t governs 
nature , including society. We fu rth e r d iscover th a t the higher reaches o f our 
natu re  have to  do with ou r rela tionsh ips with o thers - th a t hu m an  life also is 
interdependent.

O ur grow th from  infancy to  ad u lth o o d  is in accordance w ith na tu ra l 
law. A nd there are m any dim ensions to  g row th. R eaching  ou r full physical 
m aturity , for exam ple, does n o t necessarily assure us o f sim ultaneous 
em otional o r m ental m aturity . O n the  o ther hand , a p e rso n ’s physical 
dependence does n o t m ean th a t he or she is m entally  o r em otionally  im m ature.
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On the m atu rity  continuum , dependence is the  parad igm  o f  y o u  -  y o u  

take care o f me; you  d idn 't come through; I blam e you  fo r the results.
Independence is the paradigm  o f I - I  can do it; /  am  responsible: /  am 

self-reliant: /  can choose.
Interdependence is the paradigm  o f we - we can do it; we can cooperate; 

we can com bine o u r talents and  abilities and create som ething greater 
together.

D ependent people need others to  get w hat they w an t. Independent 
people can get w tat they w ant th rough  their own effort. In terdependen t people 
com bine their own efforts with the efforts o f  o thers to  achieve their greatest 
success.

If  I were physically dependent - paralyzed o r  d isabled o r lim ited in some 
physical way - I w ould need you to  help me. If  I were em otionally  dependent, 
my sense o f w orth and security would come from  y o u r op in ion  o f me. If  you 
d idn 't like me. it could be devastating. If  I were in tellectually  dependent. I 
would count on you to  do my th inking for me. to  th in k  th ro u g h  the issues and 
problem s o f my life.

If  I were independent, physically. I could p retty  well m ake it on  my own. 
M entally. 1 could th ink  m y own thoughts, I could m ove from  one level o f 
abstraction  to  ano ther. I could th ink  creatively and  analy tically  and  organize 
and express my though ts in understandable ways. E m otionally . I w ould be 
validated from  within. I would be inner directed. M y sense o f  w orth  would not 
be a function o f  being like or treated  well.

It's  easy to  see th a t independence is m uch m ore m ature than  
dependence. Independence is a m ajor achievem ent in an d  o f  itself. But 
independence is no t suprem e.

N evertheless, the current social paradigm  en th rones independence. It is 
the avowed goal o f  m any individuals and social m ovem ents. M ost o f  the self- 
im provem ent m aterial pu ts independence on a pedesta l, as though 
com m unication , team w ork, and cooperation  were lesser values.

But m uch o f  ou r current emphasis on independence is a reaction to  
dependence - to  having others control us, define us, use us, an d  m anipu la te  us.

T he little underrstood  concept o f in terdependence appears to  m any to  
smack o f  dependence, and therefore, we find people, o ften  fo r  selfish reasons, 
leaving their m arriages, abandoning  their children, an d  fo rsak ing  all kinds o f 
social responsibility  - all in the nam e o f independence.

T he k ind  o f  reaction  th a t results in people “ th row ing  o ff the ir shackles", 
becom ing “liberated” , “asserting them selves” , and  “doing  the ir ow n th in g ” 
often reveals m ore fundam ental dependencies th a t can n o t be run aw ay from  
because they are in ternal ra the r than  external - dependencies such as letting 
the weaknesses o f  o ther people ruin ou r em otional lives o r victim ized by 
people and events out o f  our control.

O f course, we m ay need to  changes o u r circum stances. But the 
dependence problem  is a personal m aturity  issue th a t has little to  do  with
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circum stances. Even w ith b e tte r circum stances, im m aturity  an d  dependence 
often persist.

T rue independence o f  ch a rac te r em powers us to  act ra th e r than  be acted 
upon. It frees us from  ou r dependence on circum stances and o th e r people and 
is a w orthy, liberating  goal. But it is no t the u ltim ate goal in effective living.

Independent th ink ing  a lone is no t suited to  in terdependent reality . 
Independent people w ho d o  n o t have the m atu rity  to  th ink  and act 
interdependently  m ay be good  individual producers, b u t they w o n 't be good 
leaders o r team  players. T h ey ’re no t com ing from  the parad igm  o f 
independence necessary to  succeed in m arriage, fam ily, o r o rgan izational 
reality.

Life is. by na tu re , h igh ly  in te rdependent. T o  try  achieve m axim um  
effectiveness th rough  independence is like try ing  to  p lay  tennis w ith a g o lf  club 
- the tool is n o t suited to  the reality .

In terdependence is a far m ore m atu re , m ore advanced  concept. If I am 
physically in te rdependen t, I am  self-reliant and  capable, bu t I also realize that 
you and I w ork ing  toge ther can  accom plish far m ore th an , even at my best. I 
could accom plish alone. I f  I am  em otionally  in te rdependen t. I derive a great 
sense o f w orth  w ithin m yself, b u t I also recognize the need for love, fo r giving, 
and for receiving love from  o thers. I f  I am intelectually  in te rdependen t. I 
realize that I need the best th in k in g  o f  o the r people to  jo in  w ith m y own.

As an in te rdependen t person , I have the o p p o rtu n ity  to  share m yself 
deeply, m eaningfully , w ith o th e rs , and I have access to  the vast resources and 
po ten tia l o f o ther hum an  beings.

-Interdependence is a  choice only independent people can m ake. 
D ependent people canno t choose to  becom e in terdependent. They d o n 't have 
the character to  do  it; they d o n 't  ow n enough o f  themselves.

T h a t’s why H ab its  1. 2. an d  3 in the follow ing chap ters deal w ith self- 
m astery. They m ove a person  from  dependence to  independence. They are  the 
“Private V ictories” , the  essence o f  character grow th. Private victories precede 
public victories. Y ou  c a n ’t invert th a t process anym ore th an  you can harvest a 
crop before you p lan t it. I t ’s inside-out.

As you becom e tru ly  independen t, you have fo u n d a tio n  fo r effective 
interdependence. Y ou have the  character base from  which you can effectively 
work on the m ore personality -o rien ted  “Public V ictories” o f  team w ork , 
cooperation , and  com m unication  in H ab its 4, 5, and 6.

T h a t does no t m ean  you  have to  be perfect in H ab its  1, 2, and  3 before 
w orking on H ab its  4, 5, an d  6. U nderstand ing  the sequence will help you 
m anage grow th m ore effectively, bu t I ’m n o t suggesting th a t you  p u t yourself 
in isolation fo r several years un til you fully develop H ab its  1, 2. an d  3.

As p art o f  an  in te rd ep en d en t w orld, you have to  rea la te  to  th a t w orld 
every day. But the acu te  p rob lem s o f th a t world can easily obscure the chronic 
character causes. U n d ers tan d in g  how' w hat you are im pacts every
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in terdependent in teraction  will help you to  focus you r efforts sequentially , in 
harm ony with the na tu ra l laws o f  growth.

H abit 7 is the habit o f  renew al - a regular, balanced renewal o f  the four 
basic dim ensions o f life. It circles and  em bodies all the o ther habits. It is the 
habit o f  continuous im provem ent th a t creates the upw ard  spiral o f  grow th 
tha t lifts you to  new levels o f  understand ing  and living each o f  the habits as 
you com e a round  to  them  on a progressively h igher plane.

T he diagram  on the next page is a visual rep resen ta tion  o f  the sequence 
and the interdependence o f  the Seven H abits, and  will be used th roughou t this 
book as we explore bo th  the; sequential rela tionsh ip  betw een the hab its and 
also the ir synerge - how , in rela ting  to  each o ther, they create bo ld  new  form s 
o f  each o ther th a t add  even m ore to  their value. Each concept o r hab it will be 
highlighted as it is introduced.

Effectiveness Defined

The Seven H ab its are hab its o f  effectiveness. Because they are based on 
principles, they bring the m axim um  long-term  beneficial results possible. They 
becom e the basis o f  a p erson ’s character, creating  an em pow ering center o f  
correct m aps from  w hich an individual can effectively solve problem s, 
maximize opportun ities, and continually  learn  and  in teg rate  o the r principles in 
an upw ard spiral o f  grow th.

They are also habits o f  effectiveness because they are based on a 
parad igm  o f effectiveness th a t is in harm ony with a n a tu ra l law-, a princip le I 
call the “ P/PC B alance '’, which m any people b reak  them selves against. This 
principle can be easily understood  by rem em bering A esop ’s fable o f  the goose 
and the golden egg.

This fable is the story  o f  a p o o r  farm er w ho one day  d iscovers in the nest 
o f  his pet goose a glittering golden egg. A t fist, he th inks it m ust be som e k ind  
o f  trick. But as he starts to  th row  the egg. aside, he has second though ts and 
takes it in to  be appra ised  instead.

T he egg is pure gold- T he farm er can ’t believe his good  fortune. He 
becomes even m ore incredulous the follow ing day  w hen the experience is 
repeated. D ay  after day, he aw akens to  rush  to  the nest and find an o th er 
golden egg. He becom es fabulously  wealthy; it all seems to o  good to  be .true.

But with his increasing w ealth  comes greed an d  im patience. U nab le  to  
wait day after day fo r the golden eggs, the farm er decides he will kill the goose 
and get them all at once. But w hen he opens the goose, he finds it em pty. 
There are no golden eggs - an d  now  there is no  way to  get any m ore. The 
farm er has destroyed the goose th a t p roduced  them .

1 suggest th a t  w ithing this fable is a n a tu ra l law. a p rincip le - the basic 
definition o f effectiveness. M ost people see effectiveness from  the golden egg 
paradigm : the m ore you produce, the m ore you do, the m ore effective you are.
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But as the story  show’s, true  effectiveness is a function  o f  tw o things: 
w hat is produced  (the golden eggs) and  the p ro d u c in g  asset o r capacity  to  
produce (the goose).

If  you adop t a p a tte rn  o f  life th a t focuses on golden eggs an d  neglects 
the goose, you will soon be w ithout the asset th a t p roduces golden eggs. On 
the o ther hand , if you  take care o f  the goose w ith  no  aim  tow ard  the golden 
eggs, you soon w'on’t have the w herew ithal to  feed you rself o r the goose.

Effectiveness lies in the  balance - w hat I call the P /PC  Balance. P  stands 
for production  o f  desired resu lts, the golden eggs. P C  s tands fo r production  
capability. the ability o r  asset th a t produces th e  golden eggs.

Three Kinds of Assets

Basically, there are tree k inds o f  assets: physical, financial, and  hum an. 
L et’s look at each one in tu rn .

A few years ago , 1 purchased  a physica l asset - a pow er law nm ow er. I 
used it over and over again  w ithou t doing any th ing  to  m ain ta in  it. T he m ow er 
w orked well for tw o seasons, b u t then it began to  b reak  dowrn. W hen I tried  to  
revive it w ith service an d  sharpening , I discovered the engine h ad  lost over h a lf 
its original pow er capacity . It was essentially W'orthless.

H ad  I invested in PC  - in preserving an d  m a in ta in in g  the asset - I w'ould 
still be enjoying its P - the mow'ed lawn. As it wras, I h ad  to  spend  far m ore 
tim e and m oney replacing the  m ow er th an  I ever w ould  have spent, had  I 
m aintained it. It sim ply w 'asn’t effective.

In o u r quest fo r sho rt-te rm  re tu rns, o r results, we often  ru in  a prized 
physical asset - a car. a com puter, a w asher o r  dryer, even o u r body  o r our



environm ent. K eeping P and PC in balance m akes a trem endous difference in 
the effective use o f  physical assets.

It also pow erfully im pacts the effective use o f  financia l assets. H ow  often 
do people confuse principal with interest? H ave you ever invaded principal to 
increase your s tandard  o f  living to  get m ore golden eggs'.’ The decreasing 
principal has decreasing pow er to  produce interest o r income. A nd the 
dw indling capital becom es sm aller and until it no  longer supplies even basic 
needs. ”.

O ur m ost im portan t financial asset is ow n capacity  to  earn. If  we d o n 't 
continually  invest in im proving o u r own PC. we severely limit ou r options. 
W e're locked in to  ou r present situation , runn ing  scared o f  ou r co rp o ra tio n  or 
o u r boss's opinion o f  us. econom ically dependent and defensive. A gain, it 
simply isn 't effective.

In the human  a rea , the P /PC  Balance is equally  fundam ental, but even 
m ore im portan t, because people contro l physical and financial assets.

W hen tw o in a m arriage are m ore concerned abou t getting, the golden 
eggs, the benefits, th an  they are in preserving the rela tionsh ip  th a t m akes them 
possible, they becom e insensitive and inconsiderate, neglecting the little 
kindnesses and courtesies so im portan t to  a deep relationship . They begin to 
use contro l levers to  m anipulate  each other, to  focus on their ow n needs, to 
justify  the ir own position  and look for evidence to  show the w rongness o f  the 
o ther person. The love, the richness, the softness and spon taneity  begin to 
deteriorate . The goose gets sicker day by day.

A nd w hat abou t a p a re n t's  relationship  w ith a child? W hen children are 
little, they are very dependent, very vulnerable. It becom es so easy to  neglect 
the PC w ork - the train ing , the com m unicating, the relating , the listening. It's 
easy to  take advan tage, to  m anipulate, to get w hat you w ant the w ay you w ant 
it - right now! Y ou 're  bigger, you 're  sm arter, and yo u 're  right! So why no t just 
tell them  w hat to  do? If  necessery, yell at them , in tim idate them , insist on your 
way.

O r you can indulge them . Y ou can go fo r the golden egg o f  popu larity , 
o f  pleasing them , giving them  the ir way all the time. T hen they grow  up any 
internal sense o f  s tandards o r expectations, w ithou t a personal com m itm ent to 
being disciplined or responsible.

E ither way - a u th o rita r ia n  o r permissive - you have the golden egg 
m entality . Y ou w ant to  have your way or you w ant to  be liked. But w hat 
happens, m eantim e, to  the goose? W hat sense o f  responsibility , o f  self- 
discipline, o f confidence in the ability to  m ake good choices or achieve 
im portan t goals is a child going to  have a few years dow n the road /’ A nd w hat 
abou t you r relationship? W hen he reaches those critical teenage years, the 
indentity  crises, will he know  from  his experience w ith you th a t you  will listen 
w ithout judg ing , th a t you really, deeply care ab o u t him  as a person , th a t von 
can be trusted , no m a tte r w hat? Will the rela tionsh ip  be strong  enough for you 
to reach him, to  com m unicate w ith him . to  influence him 9
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Suppose you w ant you r d augh ter to  have a clean room  - th a t 's  P. 
p roduction , the golden egg. A nd suppose you w an t her to  clean it - th a t 's  PC, 
p roduction  capability . Y our d augh ter is the goose, the asset, th a t p roduces the 
golden egg.

I f  you have P an d  PC in balance, she cleans the room  cheerfully, w ithou t 
being rem inded, because she is com m ited and has the dicipline to  stay  w ith the 
com m itm ent. She is a valuab le  asset, a goose th a t can p roduce golden eggs.

But if  your parad igm  is focused on p ro d u ctio n , on  getting  the room  
clean, you m ight find yourself nagging her to  do  it. Y ou m ight even escalate 
vour effort to  th rea ten ing  o r yelling, an d  in you r desire to  get the golden egg. 
you underm ine the health  and  w elfare o f  the goose.

Let me share; w ith you an  in teresting  PC experience I had w ith one o f  my 
daughters. W e were p lann ing  a private date , w'hich is som eth ing  I enjoy 
regularly with each o f  my children. W e find tha t the  an tic ipa tion  o f  the d a te  is 
as satisfying as the realization .

So I app o ro ach ed  my d augh ter and  said, “H oney , to n ig h t’s y o u r night. 
W hat do you w ant to  do?”

“O h, D ad . th a t ’s okey ,” she replied.
“N o. really” . I said. “W hat w'ould you like to  do?”
“Well she finally said, “w hat I w ant to  do, you d o n 't really  w ant to  d o ” .
“ Really, h o n ey ” . I said earnestly, “I w ant to  do  it. N o m a tte r w hat, it's 

your choice".
“ I w'ant to  go see S tar W ars”, she replied. “But I know  you d o n ’t like 

Star Wars. Y ou slept th rough  it before. Y ou d o n 't like these fan tasy  movies. 
T h at's  okey, D a d ” .

“N o. honey, if  th a t ’s w'hat y o u ’d like to  do . I 'd  like to  do  it” .
“D ad , d o n 't w orry  ab o u t it. W e d o n ’t always have to  have this d a te"  She 

paused and then added , '“But you  know; why you d o n ’t like S tar Wars? It's  
because you d o n ’t understand  the philisophv and  tra in ing  o f  a Jedi K n ig h t’’.

“W hat?”
“Y ou know  the things you teach, D ad? T hose are the sam e th ings tha t 

go into the tra in ing  o f  a Jedi K n ig h t” .
“Really? L et’s go to  S tar W a rs '”
And we did. She sat next to  me and gave the parad igm . I becam e her 

student, her learner. It was to ta lly  fascinating. I could  begin to  see out o f  a 
new parad igm  the w hole way a Jedi K n ig h t’s basic ph ilosiphy  in tra in ing  is 
m anifested in d ifferent circum stances.

T hat experience was n o t a p lanned  P experience; it was the serendip itous 
fruit o f  a PC investm ent. It was bond ing  and very satisfying. B ut we enjoyed 
golden eggs, to o . as the  goose - the  quality  o f  the re la tionsh ip  - was 
significantly fed.
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One o f  the im m ensely valuable aspects o f  any correct p rinciple is th a t it 
is valid and applicab le in a wide variety o f  c ircum stances.T hroughout this 
book, I would like to  share with you som e o f the ways in which these 
principles apply  to  organizations, including families, as well as to  individuals.

W hen people fail to  respect the P/PC Balance in the ir use o f  physical 
assets in o rgan izations, they decrease organizational effectiveness and  often 
leave others w ith by ing  geese.

F or exam ple, a person in charge o f  a physical asset, such as a m achine, 
may be eager to  m ake a good im pression on his superiors. P arhaps the 
com pany is in a rap id  grow th stage and p rom otions are com ing fast. So he 
produces at op tim um  levels - no  dow ntim e, no  m ain tenance. H e runs the 
machine day and  night, T he p roduction  is phenom inal, costs are dow n, and 
profits skyrocket. W ith in  a short tim e, he's p rom oted. G olden  eggs!

But suppose you are his successor on the job . Y ou inherit a very sick 
goose, a m achine th a t, by this tim e, is rusted and  sta rts  to  b reak  dow n. Y ou 
have to invest heavily in dow ntim e and  m aintenance. C osts skyrocket; profits 
nose-dive. A nd w ho gets blam ed fo r the loss o f  golden eggs? Y ou do. Y our 
predecessor liqu idated  the asset, b u t the accounting system only  reported  unit 
p roduction , costs, an d  profit.

The P/PC Balance is particu larly  im portan t as it applies to  the hum an 
assets o f an o rgan ization  - the custom ers and the employees.

I know  o f a restau ran t th a t served a fantastic clam chow der and was 
packed with custom ers every day at lunchtim e. Then the business was sold, 
and the new ow ner focused on golden eggs- he decided to  w ater dow n the 
chowder. F o r abou t a m onth , with costs dow n and revenues constan t, profits 
zoomed. But little by little, the custom ers began to d isappear. T ru s t was gone, 
and business dwindles to  alm ost nothing. The new' ow ner tried  desperately to 
reclaim it, but he had  neglected the custom ers, v iolated their tru st, and  lost the 
asset o f custom er loyalty, there was no m ore goose to  p roduce the golden egg.

There are o rgan izations th a t ta lk  a lot abou t the the custom er and then 
completely neglect the people th a t deal w'ith the custom er - the em ployees. The 
PC principle is to  alw ays treat your employee exactly as you  want them to treat 
your best customers.

Y ou can buy a person 's  hand , but you can ’t buy his heart. His heart is 
where his enthusiasm , his loyalty is. Y ou can buy his back, bu t you can ’t buy 
his brain. T h a t’s w here his creativity  is, his ingenuity, his resourcefulness.

PC w ork is trea ting  em ployees as volunteers ju s t as you  trea t custom ers 
as volunteers, because th a t's  w hat they are. They vo lunteer the best part - their 
hearts and minds.

I was in a g roup  once w here som eone asked, “H ow  do you shape up lazy 
and incom petent em ployees?” O ne m an responded. “D ro p  hand  grenades!”

Organizational PC
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Several others cheered tha t  k ind  o f  m acho m anagem ent talk, th a t  ‘'shape up or 
ship out"  supervision approach .

But ano ther  person in the  g roup  asked, "W ho picks up the pieces0"
“N o pieces” .
"Well, why d o n 't  you do  tha t  to your customers?” the o the r  m an replied. 

-Just say. ‘Listen, if y o u ’re n o t  interested in buying, you can just ship out of 
this place".

He said. “ Y ou  can ’t do  tha t  to  customers".
"Well,  how come you can do  it to employees?”
"Because they 're  in y o u r  em ploy” .
"1 see. Are your  employees devoted to  you? D o  they w ork  h a r d 0 H ow 's  

the turnover?”
“Are you kidding? Y ou  can ’t find good people these days. There 's  too  

much turnover, absenteeism, moonlighting. People just don 't  care anym ore" .
That focus on  golden eggs - tha t  attitude, th a t  pa rad igm  - is totally 

inadequate to tap  into the pow erful energies o f  the mind and  heart, o f  ano ther  
person. A short- term  b o t to m  line is im portant,  but it isn’t all- important .

Effectiveness lies in the  balance. Excessive focus on P results in ruined 
health, worn-out machines, depleted bank  accounts, and  b roken  relationships. 
Too much focus on PC is like a person who runs three or fou r  hours  a day. 
bragging abou t the extra ten  years o f  life it creates, unaw are  he's spending 
them running. O r  a person endlessly going to  school, never p roducing , living 
on other prople 's  golden eggs - the eternal student syndrome.

To m ainta in  the P /PC  Balance, the balance between the golden egg 
(production) and  the health  an d  welfare of  the goose (produc tion  capability) is 
often a difficult judgm en t  call. But I suggest it is the very essence of  
effectiveness. It balances shor t  term with long term. It balances going for the 
grade and paying the  price to  get an education. It balances the desire to  have a 
room  clean and  the building o f  a relationship in w'hich the child is internally 
committed to do it - cheerfully, willingly, without external supervision.

It's a principle you can see validated in your own life when you burn  the 
candle at both  ends to get m ore  golden eggs and wind up sick or exhausted, 
unable to p roduce any at all; o r  when you get a good n igh t’s sleep and  wake 
up ready to p roduce th ro u g h o u t  the day.

Y ou can see it when you  press to get your own way with som eone and 
somehow feel an emptiness in the relationship; o r  when you really take  time to 
invest in a rela tionship  and you  find the desire and  ability to w ork  together, to 
communicate , takes a q u an tu m  leap.

The P/PC Balance is the  very essence o f  effectiveness. It 's  validated in 
every arena o f  life. W e can work with it or against it. but i t ’s there. It's a 
lighthouse. I t ’s the definition and paradigm  o f  effectiveness up o n  which the 
Seven Habits  in the  book  are based.
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How to Use This Book

Before we begin w ork on the Seven H ab its  o f  H ighly Effective People. I 
would like to suggest two parad igm  shifts th a t will greatly  increase the value 
you will receive from  this m aterial.

F irst. I would recom m end th a t you n o t “see"’ this m aterial as a book , in 
the sense th a t it is som ething to  read once an d  pu t on  a shelf.

Y ou m ay choose to  read it com pletely th rough  once for a sense o f  the 
whole. B ut the m aterial is designed to  be a com panion  in the con tinual process 
o f change and growth. It is organized increm entally  and w ith suggestions for 
application  at the end o f  each hab it so th a t you can study and  focus on any 
particu la r habit as you are ready.

As you progress to  deeper levels o f u nderstand ing  and  im plem entation , 
you can go back tim e and  again to  the principles contained  in each hab it and 
work to  expand your know ledge, skill, and desire.

Second, I w ould suggest th a t you shift you r parad igm  o f your own 
involem ent in this m aterial from  the role o f  learner to  th a t o f  teacher. T ake an 
inside-out approach , and read w ith the p u rpose  in m ind o f  sharing  or 
discussing w hat you learn with som eone else w ithin 48 hours after you learn it.

I f  you had know n, for exam ple, th a t you w ould  be teaching the m aterial 
on the P /PC  Balance principle to  som eone else w ith ing 48 hours, would it have 
m ade a difference in your reading experience? T ry  it now  as you read the Final 
section in this chapter. R ead as though  you are going to  teach it you r spouse, 
your child, a business associate, o r a friend to d a y  o r tom orrow , while it is still 
fresh, and  notice the difference in you r m ental and  em otional process.

I guaran tee that if you app roach  the m aterial in each o f  the follow ing 
chapters in this way. you will n o t only b e tte r rem em ber w hat you read, but 
your perspective will be expanded, your understand ing  deepened, and  your 
m otivation  to  apply the m aterial increased.

In addition , as you openly, honestly  share w hat y o u 're  learning with 
others, you m ay be surprised to  Find tha t negative labels o r percep tions others 
m ay have o f you tend to  d isappear. T hose you teach will see you as a 
changing, growing person, and will be m ore inclined to  be helpful and 
supportive as you w ork, perhaps together, to  in tegrate  the Seven H ab its into 
your lives.

What You Can Expect

In the last analysis, as M ariiyne F erguson  observed, “N o  one can 
persuade ano ther to  change. Each o f  us guards a gate o f  change th a t can only 
be opened from  the inside. W e canno t open the gate o f  an o th er by argum ent 
o r by em otional appeal” .
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If you decide to  open  y o u r -g a te  o f  change" to  really understand  and 
live the principles em bodied in the Seven H abits. I feel com fortab le  in assuring 
y o u  several positive things will happen .

First, your grow th will be evolutionary, bu t the net effect will be 
revolutionary. W ould you n o t agree th a t the P /PC  Balance princip le alone, if 
fully lived, would th an sfo rm  m ost individuals and  organizations'?

The net effect o f opening  the “ gate o f  change’" to  the first th ree hab its- 
the habits o f Private V ictory-w ili be significantly  increased self-confidence. 
You will come to know  yourself in a deeper, m ore m eaningful w ay - y o u r 
nature, your deepest values and you r un ique con tribu tion  capacity . As you 
live your values, your sense o f  iden tity , con tro l, and  inner-directedness will 
infuse you with bo th  exh ilara tion  and peace. Y ou will define yourself from  
within, ra th e r than  by p eo p le ’s op in ions or by com parisons to  others. 
“ W rong" and “ righ t" will have little to  do  w ith being found out.

Ironically, you 'll find th a t as you care less abou t what o thers th ink  o f 
you. you care m ore ab o u t w hat o thers th ink  o f  them selves and the ir w orlds, 
including their rela tionsh ip  with you. Y ou 'll no longer build  you r em otional 
life on o ther people's w eaknesses. In ad d itio n , y o u ’ll find it easier and  m ore 
desirable to  change because there is som ething-som e core deep w ith ing-tha t is 
essentially changeless.

As you open yourself to  the next three hab its-the hab its o f  Public 
Victory-you will discover and  unleash bo th  the desire and the resources to  heal 
and rebuild im portan t re la tionsh ips th a t have deterio rated , o r even b roken . 
G ood relationships will im prove-becom e deeper, m ore solid, m ore creative, 
and m ore adventure-som e.

The seventh hab it, if deeply in ternalized , will renew the first six and will 
m ake you truly independent and  capable o f  effective in terdependence. 
T hrough it. you can charge you r ow n batteries.

W hatever your s itua tion . I assure you th a t you are not you r habits. You 
can replace old p a tte rn s  o f  self-defeating behavior with new p a tte rn s , new 
habits o f effectiveness, happiness, an d  trustbased  relationships.

W ith genuine caring, I encourage you to open the gate o f change and 
grow th as you study these habits. Be patien t w ith yourself. Self-grow th is 
tender; i t’s holy ground. T h ere ’s no  g reater investm ent.

I t’s obviously not a quick fix. But I assure you. you will feel benefits and 
see im m ediate payoffs th a t will be encouraging. In the w ords o f  T hom as 
Paine. “T hat which we o b ta in  to o  easily, we esteem to o  lightly. It is dearness 
only which gives everything its value. H eaven know s how to put a p ro p er price 
on its goods.”

(Stephen R. Covey, T he Seven H ab its o f H ighly Effective People. 
P row erful Lessons in P ersonal C hange. F irst F ireside E dition . N ew  Y ork. 
1990. p.p. 46-62).
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Check up for comprehension:

1. How does the author define habits?
2. Do you agree with the author's opinion on happiness?
3. What is the paradigm of the maturity conlinium ?
4. W hat kind of a person can we call a mature one? Why?
5. What are the seven habits of effectiveness?
6. How do you understand Aesop's fable o f the goose and the golden egg? 

Give your own examples.
7. W hat does the author call P/PC Balance? What do the abbriviations P/PC 

stand for?
8. Explain, please, the phrase “PC work is treating employees as volunteers”.
9. What is the best way to shape up lazy and incompetent employees?
10. What is the very essence of effectiveness?
11. W hat is the net effect o f opening “the gate o f change” to the first three 

habits?
12. Why does the autthor begin the Chapter with a maxim “We are what we 

repeatedly do. Excellence, then, is not an act, but a hab it'‘(Aristotle)?

TEXT 10

Language Teaching Approaches: 
An Overview
Vlarrianne Celce-Murcia1

Introduction

The field o f  second (or foreign) language teaching has undergone m any 
fluctuations and  d ram atic  shifts over the years. As opposed  to  physics or 
chem istry, w here progress is m ore or less steady until a m a jo r discovery causes 
a radical theoretical revision (K uhn, 1970). language teach ing  is a field where 
fads and heroes have com e and gone in a m anner fairly consistent w ith kinds 
o f changes th a t occur in youth  culture. I believe th a t one reason  for the 
frequent changes th a t have been tak ing  place until recently  is the fact th a t very 
few language teachers have even the vaguest sense o f  h isto ry  ab o u t the ir 
p rofession and  are unclear concerning the h istorical bases o f  the m any 
m ethodological op tions they currently  have at the ir d isposal. It is hoped th a t 
this b rief and necessarily oversim plified survey will encourage m any  language 
teachers to  learn  m ore ab o u t the origins o f  their p rofession. Such know ledge 
will give some healthy  perspective in evaluating the so-called inno v a tio n s or 
new approaches to  m ethodology  th a t will continue to  em erge over time.
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Pre-20th-Century Trends:
A Brief Survey

P rior to  this century , language teaching m ethodology  vacillated between 
two types o f approaches: one type o f app roach  which focused on using  a 
language (i.e.. speaking and undserstanding). the o ther which focused on 
analyzing a language (i.e.. learning the gram m atical rules).

Both the C lassical G reek and  M edieval L atin  periods were characterized  
by an .em phasis on teaching people to  use foreign languages. T he classical 
languages, first G reek and then  L atin , were used as lingua francos. H igher 
learning was given only in these languages all over E urope . They were also 
used very widely in ph ilosophy  o r religion, politics, and business. T hus the 
educated elite becam e fluent Speakers, readers, and w riters o f  the ap p ro p ria te  
classical language. W e can assum e th a t the teachers o r tu to rs  used inform al 
and direct approaches to  convey the form  and  m eaning o f  the language they 
were teach ing  and th a t they used au ra l-o ral techniques w ith no  language 
textbooks per se, but ra th e r a small stock o f  hand-copied  w ritten  m anuscrip ts 
o f some sort, perhaps a few texts in the ta rge t language, or crude dictionaries 
tha t listed equivalent w ords in tw o o r  m ore languages side by side.

L ater during  the R enaissance the form al study o f  the g ram m ars o f 
Greek and Latin becam e p o p u la r th rough  the m ass p ro d u c tio n  m ade possible 
by the invention o f  the p rin ting  press. In the case o f  L atin , it was discovered 
tha t the g ram m ar o f the classical texts was d ifferent from  th a t o f  the L atin  
being used as a lingua franca  - the la tte r subsequently  being labeled V ulgate 
Latin, i.e.. the L atin  o f  the com m on people. E ventually  m ajo r differences 
developed between the C lassical L atin  described in the R enaissance g ram m ars, 
which becam e the form al object o f instruction  in schools, and the L atin  being 
used for everyday purposes. This occured a t the sam e tim e th a t L atin  was 
being abandoned  as a lingua franca. (N o one was speaking  C lassical Latin  
anym ore, and various E uropean  vernaculars had begun to  rise in 
respectability and  popu larity ). Thus in retrospect, strange as it m ay seem, the 
Renaissance p reoccupation  with the form al study  o f  C lassical L atin  m ay have 
contributed  to the dem ise o f  L atin  as a lingua fra n ca  in W estern  E urope.

Since the E u ropean  vernaculars had increased in prestige and  utility, it 
is not surprising  th a t the people in one coun try  or region began  to  find it 
necessary and useful to  learn the language o f  an o th er coun try  o r region. T hus 
the focus in language study shifted back to  utility  ra th e r th an  analysis during  
the 17th century. Perhaps the m ost fam ous language teacher and 
m ethodologist o f  this period  is Jan  C om enius, a Czech, w ho published  books 
abou t his teaching techniques between 1631 an d  1658. Som e o f  the  techniques 
tha t he used and  esposed were the following:

• Use im itation  instead o f  rules to  teach a language.
• H ave your students repeat after you.
• Use a lim ited vocabulary  initially.
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• Help your students practice reading and speaking.
• Teach language through pictures to m ake it meaningful.
Thus. Com enius. lor the first time, m ade explicit an inductive approach 

to learning a foreign language, the goal o f  which was to teach use ra ther  than 
analysis of the language beign taught.

Comenius's views held sway for some time: however, by the beaming of 
the 19th century the systematic study of  the g ram m ar  o f  Classical Latin  and of 
classical texts had once again taken over in schools and universities 
throughout Europe. The analytical g ram m ar-transla t ion  approach  became 
firmly entrenched, as a method for teaching not only Latin  but modern 
languages as well. It was perhaps best codified in the work o f  Karl Ploetz, a 
German scholar, w ho had a tremendous influence on the language teaching 
profession during his lifetime and afterwards (he died in 1881).

True to from, however, the swinging o f  the pendulum  continued. By the 
end of the 19th century the Direct M ethod , which once m ore stressed the 
ability to use ra ther  than  to analyze a language as the goal o f  language 
instruction, had benn established as a viable alternative. G ou in ,  a Frenchman, 
began to  publish in 1880 concerning his work with the Direct M ethod. He had 
been influenced by an older friend, the G erm an philosopherscientist Alexander 
von H um boldt,  who had  expressed the following notion:

A language cannot be taught. One can only create conditions fo r  learning 
to take place.

The Direct M e thod  crossed the Atlantic in the early 20th century when 
de Sauce, a disciple o f  Gouin. came to Cleveland. Ohio in order  to see to it 
that all foreign language instruction in the public schools there reflected the 
Direct Method.

De Sauze’s endeavor was not completely successful (in Cleveland or 
elewhere) since there were too foreign language teachers who were fluent 
speakers o f  the language they were teaching.

This later led the M odern Language Association o f  America to  endorse 
the Reading A pproach  to language teaching, since given the skills and 
limitations of  most language teachers, the most one could reasonably  expect is 
that students would come away from the study o f  a foreign language with an 
ability to read the target language - with emphasis on some o f  the great works 
o f  literature tha t had  been produced in the language.

The Reading A pprach ,  as reflected in the work o f  Michael West (1941) 
and others, held sway until the 1940s, when W orld  W a r  II once more made it 
imperative for the U.S. military to teach foreign language learners how to 
speak and understand  a language quickly and efficiently. At this time, the U.S. 
goverment hired linguists to help teach languages and  develop materials: The 
audiolingual app roach ,  which drew heavily on structural linguistics and 
behavioral psychology, was born. In Britain the same historical pressures gave 
rise to the Situational A pproach (e.g.. Pittman. 1963), which drew on Firthian 
Linguistics and the experience o f  Britain’s language educators with oral
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approaches to foreign language teaching. A lthough som ewhat influnced be. 
but less dogmatic than, its American counterpart (i.e.. the Audiolingua] 
Approach), the Situational A pproach  advocated organizing s tructures around 
situations that would provide the learner with m axim um  opportun ity  to 
practice the target language, with "practice" nonetheless often m eaning "little 
more than choral repetition.

NINE 2 0 1 H - CENTURY APPR O C H ES TO LANG UAG E  
TEACHING

In addition  to  the G ram m ar-T rans la t ion  A pproach ,  the Direct 
A pproach2, the R eading A pproach ,  Audiolingualism. and  the Situational 
Approach - whose historical development we have now  sketched out briefly - 
there are four o ther  discernible approaches to foreign language teaching that 
have been widely used during this era, the final quar te r  o f  the 20th century. 
Thus, there are n ine  approaches altogether that shall be referring to:

1. G ram m ar-T rans la t ion  A pproach
2. Direct A pproach
3. Reading A pproach
4. Audiolingualism (U.S.)
5. S ituational A pproach  (Brit.)
6. Cognitive A pproach
7. Affective-Humanistic A pproach
8. Com prehension-B ased A pproach
9. C om m unicative  A pproach

However, before specifying the features of each app roach ,  I would like 
to digress a m om ent to clarify some terminology tha t is crucial to this 
discussion. Namely, w hat do  we mean by the terms "approach" ,  "method", and 
"technique"? A re these term s synonymous? If  not.  how  do they differ? 
Anthony (1963) has provided a useful set o f  definitions for o u r  purposes. An 
approach to  language teaching is something tha t reflects a certain model or 
research parad igm  - a theory, if you like. This term is the broadest o f  the three. 
A method, on the o ther  hand , is a set o f  procedures, i.e.. a system tha t  spells 
out rather precisely how to teach a language. M ethods are m ore specific than 
approaches but less specific than  techniques. M ethods are typically compatible 
with one (or sometimes two) approaches. A teachnique is a classroom device or 
activity and  thus represents the  narrowest term o f  the  three concepts. Some 
techniques are widely used and found in many m ethods (e.g.. im itation and 
repetition); however, some techniques are specific to or characteristic o f  a 
given m ethod (e.g.. using cuisinaire rods = the Silent Way).
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A t this po in t ] would like to  outline each o f  the nine approaches listed 
above. In add ition . I will no te any special proficiency or role tha t the teacher is 
expected (or n o t expected) to  fulfill.

1. Grammar-Translation Approach (an extension o f  the app roach  used to 
teach classical languages to  the teaching o f m odern  languages).

a. In struction  is given in the native language o f  the students.
b. There is little use o f  the target language.
c. F ocus is on gram m atical parsing, i.e.. the form  and inflection o f

words.
d. There is early reading o f difficult classical texts.
e. A typical exercise is to  translate sentences from  the ta rge t language 

into the m other tongue.
f. The result o f  this approach  is usually an inability  on the p a rt o f  the 

student to use the language for com m unication.
g. The teacher does not have to  be able to  speak the target language.

2. Direct Approach (a reaction  to the g ram m ar-transla tion  app roach  and 
its failure to  p roduce  learners w ho could use foreign language they had  been 
studying).

a. N o use o f  the m other tongue is perm itted  (i.e., teacher does n o t need 
to know  the studen ts ' native language).

b. Lessons begin with dialogs and anecdotes in m odern  conversational
style.

c. A ctions and pictures are used to m ake m eanings clear.
d. G ram m ar is learned inductively.
e. L ite rary  texts are read for pleasure and  are no t analyzed 

gram m atically.
f. The ta rg e t culture is also taught inductively.
g. The teacher m ust be a native speaker or have nativelike proficiency in 

the target language.
3. Reading Approach (a reaction to  the im practicalitv  o f  the direct 

approach: read ing  was viewed as the most usable skill to  have in a foreign 
language since n o t m any people traveled ab road  a ro u n d  1930; also, few 
teachers could use a foreign language well enough to  use a d irect approach  in 
class).

a. Only the  g ram m ar useful for reading com prehension is taught.
b. V ocabulary  is controlled a t first (based on frequency an d  usefulness) 

and then expanded.
c. T ran sla tio n  is once m ore a respectable classroom  procedure.
d. R eading  com prehension is the only language skill em phasized.
e. The teacher does no t need to have good o ral proficiency in the target 

language.
4. AudiolinguaHsm (a reaction  to  the reading approach  and  its lack of 

em phasis on o ra l-au ra l skills; this approach becam e do m in an t in the U nited
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Sla tes  during 1940s. 1950s.and 1960s: it lakes much from the direct approach  
but adds features from structural linguistics and behavioral psychology).

a Lessons begin with dialogs.
b. Mimicry and  mem orization  are used, based on the assum ption  that 

language is habit formation.
c. G ram m atical  structures are sequenced and  rules are taught 

inductively.
d. Skills are sequenced: listening, speaking-reading, writing postponed.
e. P ronunciation  is stressed from the beginning.
f. Vocabulary  is severely limited in initial stages.
g. A great effort is m ade to  prevent learner errors.
h. Language is often m anipula ted  without regard to m eaning or 

context.
i. The teacher must be proficient only in the structures, vocabulary , etc. 

that s/he is teaching since learning activates and materials are carefully 
controlled.

5. S ituational Approach (a reaction to the reading approach  and  its lack 
of emphasis on oral-aural skills: this approach  was dom inan t in Britain during 
the 1940s. 1950s, and 1960s; it drows much from the direct ap p roach  but adds 
features from F irth ian  Linguistics and  the emerging professional field of 
language pedagogy).

a. The spoken  language is primary.
b. All language material is practiced orally before being presented in 

written form (reading and  writting are taught only after an oral base in lexical 
and grammatical forms has been established).

c. Only the target language should be used in the classroom.
d. Efforts are made to ensure tha t the most general and  useful lexical 

items are presented.
e. G ram m atical structures are graded from simple to  complex.
f. New items (lexical and grammatical) are in troduced and  practiced 

situationally (e.g., a t the post office, at the bank, at the d inner table).
6. Cognitive Approach (a reaction to the behaviorist features of the 

audiolingual approach).
a. Language learning is viewed as rule acquisition, no t  habit  form ation.
b. Instruction is often individualized; learners are responsible for their 

own learning.
c. G ra m m a r  must be taugh t but it can be taught deductively (rules first, 

practice later) an d /o r  inductively (rules can either be slated after practice or 
left as implicit in form ation  for the learners to process on their  own).

d. P ronunciation  is de-emphazed; perfection is viewed as unrealistic.
e. Reading and writting are once again as im portan t  as listening and 

speaking.
f. V ocabulary  instruction is important,  especially at in termediate and 

advanced levels.
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g. E rro rs are viewed as inevitable, som ething th a t should  be used 
constructively in the learning process.

h. T he teacher is expected to  have good general proficiency in the target 
language as well as an ability  to  analize the target language.

7. Affective-Humanistic3 Approach (a reaction  to  the general lack o f 
affective considerations in b o th  audiolingualism  and  cognitive code).

a. Respect is em phasized for the individual (each studen t, the teacher) 
and for his/her feelings.

b. C om m unication  th a t is m eaningful to  the learner is em phasized.
c. Instruction  involves m uch w ork in pairs and  small groups.
d. C lass atm osphere is viewed as m ore im p o rtan t than  m ateria ls or 

methods.
e. Peer support and  in teraction  is needed for learning.
f. L earn ing  a foreign language is viewed as a self-realization experience.
g. The teacher is viewed as a counselor o r facilita tor.
h. The teacher should  be proficient in the ta rge t language and  the 

student’s native language since translation  m ay be used heavily in the initial 
stages to  help students feel at ease; later it is gradually  phased  out.

8. Coniprehension-Based Approach (an ou tgrow th  o f research in first 
language acquisition , wrhich led some language m ethodologists to  assum e th a t 
second o r foreign language learning is very sim ilar to  first language 
acquisition).

a. L isternm g com prehension is very im portan t and is viewed as the basic 
skill tha t will allow  speaking, reading and w riting to  develop spon taneously  
over tim e given the right conditions.

b. Learners should  begin by listening to  m eaningful speech and  by 
responding nonverbally  in m eaningful ways before they p roduce any language 
themselves.

c. L earners should  no t speak until they feel ready to  do so; this results in 
better p ronuncia tion  th an  w hen the learner is forced to  speak im m ediately.

d. L earners progress by being exposed to  m eaningful inpu t th a t is ju st 
one step beyond the ir level o f  com petence.

e. R ule learning m ay help learners m onito r (or becom e aw are of) w’hat 
they do, bu t it will no t aid the ir acquisition or spon taneous use o f  the target 
language.

f. E rro r  correction  is seen as unecessary and perheps even 
counterproductive; the im p o rtan t th ing is th a t the learners can u n d erstan d  and 
can m ake them selves understood .

g. If  the teacher is n o t a native speaker (o r near-native), ap p ro p ria te  
m aterials such as aud io tapes an d  videotapes m ust be available to  prov ide the 
appropriate  input fo r the learners.

9. Communicative Approach (grew out o f  the w ork  o f  an th ropo log ica l 
linguists (e.g.. Hymes, 1972) and  F irth ian  linguists (e.g.. H alliday . 1973), who 
view language first and  forem ost as a system for com m unication).

52



a. И is assumed tha t the goal o f  language teaching is learner abilitv to 
communicate in the target language.

b. It is assumed tha t the content o f  a language course will include 
semantic notions and social functions, not just linguistic structures.

c. Students regularly work in groups or  pairs to transfer (and. if 
necessary, negotiate) m eaning in sitiations where one person has inform ation 
that the other(s) lack.

d. Students often engage in role-play or d ram atiza tion  to adjust their use 
of  the target language to different social contexts.

e. Classroom materials and  activities are often authentic  to  reflect real- 
life situations and demands.

f. Skills are intergrated from the begining; a given activity might involve 
reading, speaking, listening, and  perheps also writing (this assumes the 
learners are educated and literate).

g. The teacher's role is primarily to facilitate com m unication  and only 
secondarily to correct errors.

h. The teacher should be able to  use the target ianguage fluently and 
appropriately.

To sum up. we can see tha t certain features o f  several o f  the first five 
• approaches outlined above arose in reaction to  perceived inadequacies or 
impracticalities in an earlier approach  or  approaches. The four m ore  recently 
developed approaches also do this to some extent; however, each one is 
grounded on a slightly different theory or  view o f  how people learn second or 
foreign languages, o r  how  people use languages, and each has a central point 
around which everything else revolves:

Congnitive Approach: Language is rulegoverned cognitive behavior  (not 
habit formation).

A ffective-H um anistic Approach: Learnning a foreign Inguage is a process 
of  self-realisation and  o f  relating to other people.

Comprchansion Approach: Language acquisition occurs if and  only if the 
learner comprehends meaningful input.

Communicative Approach: The purpose o f  language (and thus the goal o f  
language teaching) is com munication.

These four m ore recent approaches are not necessarily in conflict or 
totally incompatible since it is not inpossible to  conceive o f  an integrated 
approach which would include a t tention  to  rule form ation ,  affect, 
comprehension, and com m unication  and which would view' the learner as 
someone who thinks, feels, understands, and has som ething to say. In fact, 
m a m  teachers would find such an approach ,  if well conceived and  well 
integrated, to be verv attractive.



We now  understand  th a t an approach  is general (e.g.. C ognitive), th a t a 
m ethod is a specific set o f  procedures m ore o r less com patib le  w ith an 
approach (e.g.. S ilent W ay), and th a t a technique is a very specific type of 
learning activity used in one o r m ore m ethods (e.g., using rods to  cue and 
facilitate language practice). H istorically, an approach  o r m ethod  also tends to 
be used in conjuction with a syllabus, which is an inventory  o f  things the 
learner should m aster: this inventory is som tim es presented in a recom m ended 
sequence and is used to  design courses and teaching m aterials.

W hat sort o f  syllabuses have been used with the app roaches discussed 
above? M ost o f  them  have used —  implicitly o r  explicitly —  a structu ra l 
syllabus, which consists o f  a list o f  gram m atical inflections and  constructions 
tha t the teacher is expected to  teach and the learner is expexted to  m aster. The 
G ram m ar-T ransla tion  A pproach , the D irect A pproach , the A udiolingual 
A pproach , the C ognitive A pproach , and even some m ethods follow ing the 
C om prehension A p p ro ach  have all em ployed a struc tu ra l syllabus. In o ther 
w ords, teachers and  texbook writers follow ing these approaches have 
organized their language courses and language-teaching m aterials around  
gram m er points.

In con trast to  the structural syllabus, the R eading  A p p ro ach  is text 
based, and this k ind  o f language course is organized a ro u n d  texts and 
vocabulary  items w ith only m inor consideration given to  gram m ar.

In the S ituational A pproach , there is often  a dual-ob jective syllabus in 
which various situations are specified for instruc tion  (e.g.. the post office, a 
restau ran t, a bus, the d o cto rs’s office, etc.) a long with som e o f  the structures 
and the vocabulary  tha t one m ight need to  p roduce language in these 
situations.

In the C om m unicative A pproach , one type o f  syllabus is organized 
around notions (m eanings such as spatial location , age. degree) and functions 
(social transactions and interactions such as asking fo r in fo rm atio n  . or 
conplim eting som eone). In this syllabus form at (W ilkins, 1976). g ram m ar and 
vocabulary  are quite secondary, being taugh t no t in and  o f  them selves, but 
only insofar as they help express the notions and functions th a t are in focus. 
Som e adherents o f  the C om m unicative A pproach , how ever, reject any sort o f 
atom istic syllabus, w hether structural or no tional functional. They advocate 
anstead a com m unicative syllabus (i.e., a process-based o r  task -based  syllabus) 
in which real-w orld tasks and  m aterials are used to  design language courses 
(see Y alden, 1983).

The A ffective-H um anistic A pproach  has p roduced  th e  m ost radical 
syllabus type —  the learner-generated syllabus. T hus, in m ethods like 
C om m unity L anguage L earning (see the follow ing ch ap te r by  Blair) and 
Project W ork (see th e  chap ter by Evring), the learners decide w h a t they w ant 
to learn in —  and do  with — the target language.

A Note On Approach, Method, and Syllabus Type
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Conclusion

W hat is the so lu tion  fo r the E S L /E F L  teacher, given the ab u n d an ce  of 
current and fu tu re approaches? T he only way to  m ake wise decisions is to  
[earn m ore ab o u t the specific m ethods available. This ch ap te r has just 
scratched the surface. F u rth e r  in fo rm ation  is available in books, in journal 
articles, at professional conferences, an d  at professional w orkshops. T here are 
also four o ther things the teacher has to  do to m ake a good decision 
concerning the choice o f  an  app roach  o r m ethod (o r a com bination  o f  these):

1. Assess student neeeds: W hy should  they be learning English? F o r 
what purpose'1

2. Exam ine in struc tional constra in ts: tim e (hours per week, days per 
week, weeks per term ); class size (na tu re  o f  enrollm ent); m aterials set syllabus 
and text — or com pletely open to  teacher): physical factors (classrooom  size. 
AV support).

3. D eterm ine needs, a ttitudes, an d  ap titudes o f  individual studen ts to  the 
extent-that this is possible.

H aving done all these, the teacher will be in a position to  derive useful 
techniques or principles by studying all the available approaches and m ethods.

. Clifford P ra to r, a fa rm e r  p ro fe sso r an d  current colleague o f m ine, sum s up. the 
professional ESL teacher's  responsibility:

A dap t: d o n 7 adopt.
A teacher is certain ly  in a better position  to  follow  this advice if s/he is 

familiar w ith the h isto ry  and  the sta te o f  the art o f  our profession.

Notes:

1. Earlier versions o f  this chap te r were published in the M exteso l Journal 
(Celee-M urcia. 1980) and Practical English Teaching (C elce-M urcia.
] 981 J.This is an  updated  version based on m any sources, no tab ly  M adsen 
(1979). P ra to r with C elce-M urcia (1979). and Kelly (1969). I am also grateful 
to Bob Blair for his feedback on an earlier version o f this chapter.

2. The term  "D irec t M ethod" is m ore widely used than  "D irect 
A pproach"; how ever, the form er is a m isnom er, since it is really an approach , 
not a m ethod, if we follow  A n th o n y 's  term inology.

?. The term  "h u m an istic” has tw o m eanings. One m eaning refers to  the 
hum anities (i.e., litera tu re , h istory, philosophy). The o ther refers to that 
branch o f psychology concerned with the role o f  the socioaffective dom ain  in 
hum an behavior. It is the la tte r m eaning th a t is being reffered to  here. 
However, see Stevick (1990) fo r  an even b ro ad er perspective on hum anism  in 
language teaching.



Check up for comprehension:

1. What has been the attitude toward the teaching of (a) pronunciation, (b) 
grammarf (c) vocabulary in the nine approaches discussed in this chapter? Has there 
been a swinging of the pendulum? Why or why not?

2. What changes have occurred regarding the position of spoken language and 
written language in the various approaches? Why?

3. Which of these approaches have you personally experienced as a language 
learner? What were your impressions and what were your assessments of the 
effectiveness of the approach or method?

4. Which approach do you, as a future teacher, feel most comfortable with?
Why?
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Part II

Read the texts and be ready to discuss their information

D . ABERCROM BIE  
Problems and Principles

There are th ree po in ts  concerning the language-learn ing  process which 
will influence bo th  the selection o f  m aterial to  be ta u g h t, and the m ethod  o f 
teaching.

F irst, learning a foreign language is an artificial process: it can never be 
the sam e as the ‘n a tu ra l’ process by which a child learns its m other tongue. 
The in fan t’s acquisition  o f  language is a un ique event, though  one th a t is at 
present far from  being fully understood . The in fan t has little eise to  do, has the 
strongest social com pulsion to  learn, is con tinually  su rrounded  by the 
language it is learning, and  has no  m ental hab its likely to  interfere with w hat it 
is doing. A nd it is not ju s t learn ing  a language it is learn ing  the basis o f  all its 
fu tu re activities, the m eans by w hich it is going to  learn  alm ost everything else. 
In learning to  speak it no t only  ceases to  be infants , b u t becomes sapiens.

The conditions under which the in fan t learns to  speak canno t be 
reproduced for the studen t o f  a foreign language. S hould  we, then , try  get as 
close to  these conditions as possible, and  try  to  m ake the classroom  resem ble 
the in fan ts ' environm ent as nearly  as we can? M ethods o f  language teaching 
whose aim is to  ‘copy M o th er N a tu re ’ assum e th a t we should , and this 
assum ption, in fact, influences m any m ethods w hich do n o t m ake it the ir basis. 
It is assum ption  which requires close scrutiny. T he foreign-language learner, 
w hether school-child o r adult, is at a d isadvantage com pared  with the in fan t in 
so far as he has m any o ther th ings to  do, has som etim es little urge to  learn, 
encounters the language he is learning only a t intervals, and finds his native 
language habits in con tinual conflict w ith those needed fo r the new language. 
But he is also at an ad v an tag e  com pared w ith the in fan t in so fa r as he 
possesses a developed intelligence, and is also literate . M ethods by which the 
student em ulates the in fan t can never com pensate for the d isadvantages, and 
m ay fail to  avail them selves o f  the  advantages.

L earning a foreign language is also artificial in the sense th a t the student 
does no t set out to  com pete w ith the native speaker. It is no t even rem otely 
possible for the average learner to  go th ro u g h  the whole course of 
developm ent o f the native acquiring  his m other tongue, and to  finish equally 
proficient. T he language class is n o t fo r p roducing  bilinquals, b u t for giving 
access to a new channel o f  th o u g h t and action . F ailu re  to  realize this is 
responsible for the belief th a t th e  righ t w ords to  teach the beginner can be 
discovered by a statistical analysis o f  the w ords used by the native; and  fo r the 
belief that vocabulary  should  be enlarged by succeeding chunks o f  a thousand  
w ords or so until eventually a vocabulary  o f the  sam e size as the native 's has 
been acquired.
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Second, learning a foreign language is a painful process, m ore so perhaps 
than learning o ther things. It is a t least highly desirable, even if. when 
sufficiently drastic sanctions are available, it is no t absolutely  necessary, to 
retain the initial enthusiasm  and interest o f  the learner th rough  the 
considerable strain  that will be put on him. w hether he is adu lt o r child. If  the 
learner is m ade to  feel tha t his w ork on a language is, unlike o ther subjects, 
som ething in which his intelligence plays little part, som ething th a t a p arro t 
can do just as well with less pain, he is likely to  be d iscouraged. P arro t-fash ion  
teaching is ap t to  result from  regarding reasoned exp lanation  as ‘u n natu ra l': 
there is bound  to  be, in any course, a good  deal o f  m echanical, repetitive, 
boring work, but it should be set o ff by w hatever appeals to  the intelligence 
and powers o f  analysis o f  the learner are suited to  his age.

The greatest incentive which the learner can have is the feeling th a t he is 
doing som ething with the language-reading a book , p laying a gam e - which is 
worth doing for its own sake. It is m ost im portan t, therefore, th a t he should 
acquire as soon as possible a body o f  know ledge o f the language which can be 
used as language, as a medium o f com m unication , and  no t as mere m aterial 
for exercises. It is a fallacy th a t a simple vocabulary  can handle only simple 
thoughts: m atters o f  considerable com plexity can expressed in a small but 
w ell-choseirvocabulary  consisting only of com m on w ords.

Third , learning a foreign language is a process. Som e th ings m ust come 
before others, and  w hat goes before should lead to , and prov ide a foundation  
for. what com es after. Grading is fundam ental to  all good m o d em  teaching 
m ethods, and it should  be applied to all aspects o f  language-vocabulary , 
m orphology, syntax , p ronuncia tion , idiom. It assures th a t as far as possible 
everything new is related to w hat has already been learnt (good grad ing  would 
have avoided teaching, as one text-book does, looking-glass before either look 
or glass): tha t conflicting patterns are not taugh t together (the constructions /  
give it 10 him  and I say it to him  m ust be well assim ilated before 1 give him it. 
which is im possible with say, is introduced); tha t good use can be m ade of 
everything taugh t (spout and  knob, to take actual exam ples again, are 
unsuitable for a first lesson); and th a t things which appear to  the pupil, in the 
light o f his own language, to  be inexplicable irra tionalities, are whenever 
possible kept back until he has gained enough confidence no t to  be 
discouraged by them . A lthough  this last po in t m ust inevitably  be neglected by- 
courses which are designed for universal use, or use over large areas, local 
considerations are nevertheless o f the greatest im portance in grading. M any 
courses, for exam ple, in troduce (very naturally) the w ords head  and hand  in 
the same (usually  the first) lesson; but if such a course is used in G reece the 
beginner is faced at once with an  annoying difficulty: th a t the w ords sound to 
him identical - and  his resentm ent is increased by discovering an unexpected 
problem  o f m eaning in the w ord hand.

(London 1957)
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Suggested Activities:

1. Ask 5-6 questions on the text.
2. D enote the key-points (w ords) and m ake up a m odel o f the text.
3. G ive a short sum m ary o f  the in form ation.

MAVEST  
Learning English as Behaviour 

The problem

This article discusses a certain  theory  o f language learning (which we 
m ay call the ‘R ealistic M eth o d ')  and describes the the construc tion  o f  teaching 
m aterial designed to  test it.

L anguage is a form  behaviour: it is a reaction  o f  the organism  as a whole 
to  a social environm ent. W ords are only part o f th a t reaction , w hich includes 
also posture, facial expression, gesture, and in the linguistic p a r t there are 
pauses, in to n a tio n , exclam atory  noises. All these things, toge ther with w ords, 
go to  m ake up a to ta l o f  which language as taugh t in the classroom  is a lifeless 
and unrealistic distillation.

W ould a ‘R ealistic’ m ethod  which would include all these elem ents, if 
used even from  the earliest stage, m ake language learning m ore in teresting0 
This perhaps it w ould. W ould  it also m ake it easier? W ould  it p roduce less loss 
by forgetting? W ould  it p roduce a m ore natu ra l use o f  the language in the later 
stages, a use m ore closely related  to  th a t o f  persons w ho em ploy the  language 
as a m other-tongue?

A ssum ing th a t there m ay be advantages to  be ob ta ined  from  teaching a 
language as behav iour from  the earliest o r from  a very early stage - How  
should this be done? and  W hat is the earliest stage at which this m ethod  can be 
used0

The Relation O f Language And Behaviour

The earliest language o f the child in infancy is purely  behaviour. W ords 
are added which m ake the self-expression m ore exact and  enable the speaker 
to deal with concepts. As tim e goes on behaviour is dim inished and  m odified 
as an element in language, bu t it. still retains its em otive function . Indeed the 
more em otional the context, the m ore does behav iour ra th e r than  w ords 
express it; b u t there is a feeling tone in all conversational situations which 
in terprets and gives value to  the verbal expression.

T ake the follow ing conversation:
X. Excuse me. w hat is this?
V. T hat?



X. Yes. W hat is the English word?
Y. T hat? T h a t 's  a ball-pen.
This conversation  may have four different in te rp re ta tions accord ing  as 

X is tim id or aggressive and according as Y is co-operative o r bored and 
brusque.

Foreign language learners in the early stages are learn ing  nterelv a 
language w ithout a behaviour pattern ; hence their language w ork  is to  some 
extent unreal and uninteresting. As they progress they m ust use some 
behaviour p a tte rn , and they therefore Fit on their own behav iour p a tte rn , that 
o f the m other-tongue , to  the foreign language. In fact they speak  English as a 
Frenchm an (or Ind ian , A frican etc.). In the final stages they m ay perhaps 
endeavour to fit the foreign language behaviour on to  the foreign language, to 
speak English as an English m an; but in o rder to  do this they m ust up roo t the 
previously used m other-tongue behaviour as fitted on to  the foreign language, 
and such an up ro o tin g  is never wholly successful.

The earlier we can introduce behaviour in to  language teach ing  the m ore 
successful the final outcom e will be in respect o f  realism  and  natu ra lism  in the 
end product.

The Need For Behaviour

As has been discussed elsewhere there are some learners who do not 
require any behav ioural element in their foreign language, th o u g h  it is possible 
tha t some behav ioural treatm ent might facilitate learning. T h o se  w ho have 
need o f the behavioural element are:

(ij The Immigrant. The im m igrant needs social ad a p ta tio n . A 
behavioural elem ent protects him against becom m ing encysted in the 
com m unity o f  his own people. The better his social a d a p ta tio n  is, the m ore he 
will be able to  learn the language outside th e  classroom  by m aking  contact 
w ith and speaking to  the natives o f the country.

(ii) The student. S tudents com ing to th is country  to  s tudy  in universities 
or technical colleges would obviously benefit very greatly  from  a p rio r course 
in English as a form  o f behaviour so tha t they m ight m ake social con tact on 
their arrival. It is p robable th a t social con tac t depends m uch m ore on 
correctness o f  behav iou r than  on mere correctness o f  language. A n Indian  
m ight speak English extremely correctly yet be ham pered by the  un-English 
behavioural elem ent in his conversation, w hereas a very incorrect speaker (e.g. 
o f a dialect) is acceptable because the non-verbal p art o f  his conversation  is 
congenial, and  norm al.

(iii) Foreign Students sent to England to ‘improve their E n g lish '. W hat 
can these students learn here in England which they canno t learn  in the ir own 
country0 So far as p ronuncia tion  and structure are concerned they  can get that 
in their own schools and colleges. W hat they can acquire in B rita in , which they 
cannot readily get elsewhere, is this behavioural aspect o f  language: b u t we
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know o f no  system atic course designed to  teach tha t alone, nor any course 
which lays a very special em phasis on the non-verbal behavioural 
requirem ents.

(iv) S tu d e n ts  o f  English  'as an acluca iion’. O ne o f  the reasons for learning 
a foreign language states in books on E ducation  is th a t it gives ‘understanding  
o f a foreign people '. T hose who merely learn the language as a form  o f verbal 
expression do not get such understanding: the understand ing  o f  a people is the 
understand ing  o f  their em otions, their feeling tones and wavs o f conveving 
for exam ple, the E nglishm an's tendency to  over-express mild em otions and 
under-express strong  ones. In o rder to  understand  the English it is not enough! 
to  know  what they speak but how  they speak, or ra th e r how  they converse.

Behaviour As A Factor In Learning A Language

In English L anguage Teaching  fX IV . 2. 1960. p. 75). D r Lee writes: ‘My 
own very young children, coping with the same bilingual environm ent which I 
had coped w ith, picked up the foreign language w ith m uch g rea ter accuracy 
and speed'. It is a general experience th a t young children do  pick up a foreign 
language rem arkably  quickly (though this is no t an argum ent for in troducing 
classroom  teaching o f  the foreign language at an early age: E .L . Т.. XIV. 1). Is 
it possible th a t the adu lt, learning a language in a foreign envirom ent. and the 
voung picking up the language in the sam e environm ent are really doing two 
different things'? The adult is im bibing a linguistic d istilla tion  from  the 
environm ent, whereas the child is m aking a behav ioural ad justm ent to  the 
environm ent, o f  which ad justm ent language is only a part. The adult may 
speak w ords m ore correctly than  the child, but the child behaves  the language 
more naturally : it is a p a rt o f him. an ad justm en t o f  him self, not a mere added 
skill.

Behavioural Learning And The Problem O f Forgetting

It has been said tha t language-learning is not so m uch a m atter o f 
rem em bering as a m atte r o f not forgetting , tha t language-learning is like trying 
to fill a bucked with a hole in it, and w ell-distributed practices and frequent 
revisions are advocated  as a counter-m easure to  this.

O ne o f  the earliest sym ptom s o f  increasing age is the failure of verbal 
m em ory. N am es o f people fade aw ay, whereas on the con tra ry  it lias been 
noted by those who have to deal w'ith such cases tha t behavioural patterns 
(with the ir a ttached  w ords, e.g. ‘T hank youy ‘G ood  m orn ing '. 'P lease sit 
dow n ', ... etc.) persist even in the m ost advanced  stages o f  senile decay and 
even o f  acute neuroses. This suggests the possibility th a t a language learnt 
merely as a set o f  w ords, phrases and structures m ight be m ore evenescent 
than  a language learn t realistically as behaviour, and th a t perhaps a 
behavioural m ethod o f  language-teaching m ight m ake language-learning not
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only m ore interesting in the early stages bu t m ore perm anent —  and possibly 
quicker because o f  the dim inished loss th rough  forgetting. This hypothesis 
m ay be w orthy o f experim ent. (English L anguage T eaching, M. I960- vol 5 
№ 1.).

Combined Procedure

T he classroom  learner using a logical bu ild-up o f  structures and  a 
carefully selected vocabulary  acquires a correct bu t perhaps lifeless com m and 
o f  the language, whereas the picker-up getting his g ram m ar and  vocabulary  in 
o rder o f  need, selected only by need and uncorrected  by any b o o k  or m aster, 
m ay tend  to acquire an incorrect though  vital com m and o f  the language 
including a repertory  o f  behaviourism  —  such as th e  N on-verbal 
exclam ations. Social cliches. D elay w ords, E m phasis scales, w hich are no t to  
be found  in the gram m ars o r tex tbooks o f the classroom .

In a behavioural m ethod o f  teaching it is necesserv to  com bine these tw o 
things an d  g e t the advantages o f  bo th  —  to  get a correct and system atic bu ild ­
up o f  linguistic elements and to  jo in  on to  it o r com bine w ith it in som e way a 
vital an d  behavioural use o f  the language.

T hus in the classroom  drill we. have ‘Put y o u r.b o o k  bn the desk’. 'P u t 
your pen in your book  —  W here is your pen?’ T he behavioural ad junct has a 
d ialogue between a m an and his wife hunting  fo r lost spectacles (see Exam ple, 
below), o r a m other telling her daughter where to  p u t various things in the 
k itchen. W here the classroom  has 'O pen the d o o r —  W hat have you done?’. '1 
have open  the door: the d o o r is open’ etc., we m ay have a m istress asking a 
servant ‘H ave you washed the...? H ave you p u t aw ay the...? H ave you done 
(various household  tasks)?’ O r we m ay have the re tu rn  o f  holydavm akers 
finding som e G ood F airy  has m ade all ready fo r them  and  we have their 
exclam ations o f pleased surprise.

O ur first a ttem pt on  these lines was n o t w holly satisfactory . W e 
endeavoured  to get the o rder o f  vocabulary  and  structures by d rafting  the 
dialogues and then ‘w ritting b ack ’ from  them , th a t is to  say, finding w hat a 
d ialogue required in the way o f  structural an d  o ther linguistic elem ents and 
then leading up to  it w ith drill and classroom  procedures. This p roduced a 
chaotic result. It is better to  take a fixed linguistic course an d  to  build  on to  it, 
to m ake the behaviourist adjust him self to  the linguist ra th e r th an  the reverse. 
T here should  be a cooperative w ork, a linguist and  a behav iourist quarrelling 
together and evolving som thing which may both.

In the present experim ent fa u te  de m ieux  it was necesserv to  take some 
ready-p repared  linguistic course and built on to  th a t. F o r  th is purpose 
Palm er’s Practice B ooks were used; these presen t a fullyw orked ou t and 
detailed system , w hereas the o rd inary  T earcher’s B ook plus C lass bo o k  course 
leave so m uch la titude to  the  teacher tha t they are n o t an adequate  guide.
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The Behaviour Dialogue

Linguistic behav iour dem ands two personalities, a situation , and feeding 
tones. The filling tones are those which w ould be produced by those 
personalities: fo r this reason  a serial system as em ployed by the В. В. C. and 
som e g ram ophone courses is not satisfactory . W here one has a fam ily carving 
on from  to lesson one does no t get sufficient variety to  feeling n o r can one 
adjust the feeling to  the p a rticu la r linguistic problem . Each dialogue m ust use 
new personalities selected and adjusted  to  the requirem ents o f  the linguistic 
elements em bodied in the situation . T hus we m ay have the policem an who is in 
a hurry  and w ants to  get back to  his tea and the fussy and m eticulous observer 
o f an accident, the d ic tetoria l docto r with the resentful patien t who is not 
willing to  accept his dietetic vetoes; so also the shopper w ho canno t m ake up 
her m ind and the exasperated  salesm an.

A dialogue m ust be short and po in ted . It was found in a previous 
experim ent (in using a bo o k  called Improve your E nglish  L ongm ans) th a t no 
m ore than  eight exchanges should ever be used: indeed it is better to  have less. 
This is necessary because the dialogue has to  be tho rough ly  m astered.

At first the idea was to  have it learn t by heart, and to  supply guide 
w ords for the w eaker m em bers w'hich would help them  reproducing  it. This, 
however, was a bad system  because guide w ords caustj the learners to  look 
down at the book , w hereas in conversation  one should  look up at the whom 
one is addressing. M oreover learning by heart m ay. if overdone, tend to 
produce a p a rro t p roduction  o f the d ialogue w ithout th o u g h t o f  the m eaning, 
such as is found in actors perform ing a p lay  tow ards the end o f  a long run. 
The best p rocedure seems to  be to  have the dialogues learnt by the read-and- 
look-up m ethod. The d ialogue is sufficiently m em orized so th a t each speaker 
can take a quick glance at the book  while the o ther person is speaking and 
then look up and speak to  him . T here is an abso lu te rule — 'N ever speak when 
you are looking at the b o o k ’. T hose w ho have m em orized the passage fairly 
well m ay be able to  dispense with these p rom pting  glances.

The Score Versus The Libretto

Behavioural d ialogue differs from  an excerpt from  a p lay  in this respect, 
th a t it is a Score, w hereas an excerpt from  dram atic  m aterial is a mere 
L ibretto . D ifferent actors m ay perform  a p lay  in m any different ways, but the 
behavioural dialogue shows com pletely in every respect exactly how  this piece 
o f  behaviour is to  be done: the stresses, rhy thm , and pauses are m arked: also 
the neutral vowels (because very often a half-stress is given m erely by not 
neutralizing a vowel Which would o therw ise be neutralized); and  there is the 
in tonation . This m ust be show n in full detail, fo r w-hich p u rpose  R oger 
K ingdom s system is very convenient as it does no t involve the use o f any 
special type n o r disfigure the page.
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All this is not sufficient because it is necessery to  explain why the speaker 
pauses or gives a certain in tonation . It is necessery to add . as it were, stage 
directions, e.g. where they look up, because the in tona tion  depends very often 
on looking up. Indeed, for perfection one needs not only the carefully m arked 
and an n o ta ted  score but also a gram m ophone record; and even th a t is not 
enough. Ideally one needs television or a film so th a t the pupil m ay not merely 
hear how the English language is behaved bu t see it behaved as well.

(English L anguage Teaching. I960, vol V № 1. p. 3-9).

Suggested Activities:

1. Ask 5-6 questions on the text.
2. D eno te  the key-points (words) and m ake up a m odel o f  the text.
3. G ive a short sum m ary o f the inform ation.

D.ABERCOM BIE  

Some First Principles

■ People decide to learn languages for all kinds o f reasons —  com ercial, 
social, scientific, academic — and it is com paratively sim ple to  design a course 
for the beginner who know s exactly what he w ants to do w ith the language, 
and know s w hat is irrelevant to  his purpose. It is a bigger p rob lem  to p roduce 
a satisfactory course for tha t great m ajority  o f  beginners w ith no m ore clearly 
form ulated  aim  than  a vague conviction tha t know ledge o f  the language will 
som ehow  be 'useful' (which is doubtless true). People can learn, and have 
learnt, languages by every conceivable m ethod; language teaching is an art and 
not a science, and a good teacher can get results w hatever m ethod  he is using. 
It m ay nevertheless be assum ed th a t it is best to  have a m ethod  as sound as our 
present know ledge can m ake it. I w ant, in this chapter, to  discuss som e o f the 
general principles which m ust be considered in designing a beg inners ' course.

K now ing  a language m eans being able to  read it, w rite it. speak it, and 
understand  it when spoken. These are four distinct and  separab le activities 
(they m ay be learnt independently; not every hum an being is capable o f all o f 
them ; certain  types of injury to  th e .b ra in  can cause com plete loss o f  one 
w ithout seriously dam aging the others), though they are so closely interwoven 
for the norm al individual that he finds it difficult to  th ink  o r ta lk  abou t any­
one o f  them  w ithou t invoking the rest.

Tw o o f these m anifistations of language are concerned w ith a spoken  
form , and a w ritten form ; furtherm ore, tw o are active, and  tw o are passive. 
W hat are the im plications for the foreign language learner o f  this classification 
into tw o pairs o f opposites — active and passive, spoken and  w ritten0
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The term s active and positive  are. o f course, relative: they do not imply 
that reading, and listening to  speech, are effortless. They m a\ entail the 
expenditure of a great deal o f energy, and certain ly  will when a new language 
is being learnt. ‘Expressive' and ‘receptive' are alternative, and  perhaps 
preferable, terms.

The two relatively passive, o r receptive, activities m ust com e first, it is 
possible to learn to  read, o r to  understand  speech, w ithout learning to  write or 
to  speak: but not vice versa. Y oung children, as is well know n, understand  a 
great deal of w hat is said a round  them  before they sta rt ta lk ing  themselves. 
R eading and w riting are now adays taugh t sim ultaneously  in school: at an 
earlier period in English education , how ever, read ing  was often tau g h t a long 
tim e before w riting, and a pupil m ight leave school before reaching the later at 
ail. The receptive activities m ust come first for the foreign language learner 
too. Some teachers m ay feel tha t their teaching is getting now here unless it 
results in expressive activies on the p a rt o f the pupil; but although  passive 
learning m ay have effects hardly  visible on the surface, it is a necessary 
prelim inary to self-expression, and should not be hurried.

W hen a language, w hether m other tongue or foreign, is fully know n, 
som e parts o f it will rem ain relatively passive. Som e w ords are 'k n o w n ' in the 
sense that they are under full contro l and  regularly  used for self-expression, 
o thers are ’know n ' in the sense th a t they are recognised an d  understood  
(perhaps with the context to  rem ind) when met in reading, but seldom  or never 
uttered or written. This d istinction  between active and passive vocabulary  is 
pedagogically a useful one. for it is too  often believed th a t learning a w ord 
necessarily means adding it to  the active vocabulary . ‘It pays to  increase your 
w ord-pow er' is the title o f  a regular feature o f  a po p u la r m agazine, but 
whenever the question o f enlarging vocabulary  arises, i t 1 should he borne in 
m ind tha t it is m ore valuable to  possess a relatively small active vocabulary  
which is under com plete contro l, than  a large disorganized one: if it is well 
chosen, an active vocabulary  need no t be very large to suffice for self- 
expression on a wide range o f subjects. Since the w ords o f  an active 
vocabulary  will o f  necessity all have been passive before beeom m ing active, it 
follows th a t it is m ost econom ical to  present to  beginners, for passive 
acquisition , a small well-chosen vocabulary  the whole o f which is suitable for 
later active use.

This distinction  m ight well be m ade clear to  the learner, when a suitable 
opportun ity  offers; and the teacher dealing with m ore advanced  pupils should 
rem em ber, when setting exercises, th a t the d istinction  applies to  syntax as 
vocabulary.

The m edium  of his own spoken language is usually no help to him. 
whereas m astery o f the m edium  o f his own w ritten  language m ay be all he 
needs for a new one. This is why the spoken m edium  requires a special 
technique —  phonetics — for dealing with it. The tw o m edia are no t part o f a 
language, but m astery o f them  is an essential prelim inary  to  learning the
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language itself, and  they should  be got under contro l as early  as possib le in the 
learner's career, so th a t they m ay recede in to  the b ack g ro u n d  and  becom e 
au tom atic  an d  unconscious.

The tw o m edia are very closely linken for m ost people, an d  study  o f  one 
will alm ost certain ly  b ring  in the o ther in som e way. It is difficult to  rem em ber 
sounds w ithou t w ritten equivalents (phonetic tran sc rip tio n , w hich deals with 
the spoken m edium , is itself in the w ritten m edium ); w ritten  sym bols w ithout 
giving them  spoken  equivalents (though these m ay not be spoken  aloud). M ost 
—  perhaps all —  people, when they are reading silently, m ake  very small 
m ovem ents o f  the vocal organs, m ovem ents which, are reduced form s o f  the, 
full ones requ ired  for p ronouncing  the w ord aloud; in tro sp ec tio n  reveals, 
m oreover, th a t sound  im ages are present in the m ind. A language can  be learnt 
in its w ritten fo rm  alone, bu t n o t w ithout giving sound  values to  the w ords. If 
the language is a dead language, it does n o t m uch m a tte r w hat these values 
are. If, how ever, the language is ever going to  be encoun tered  in its spoken 
form , there are  reasons for th ink ing  th a t it is im p o rtan t to  acquire an 
approxim ately  correct p ro n u n cia tio n  from  the first m om ent o f  con tac t with 
the w ritten form . These sm all, silent m ovem ents o f  the vocal o rgans —  ‘su b ­
vocal ta lk ing ’ —  will, if  they are no t au tom atic  an d  sp o n tan eo u s , interfere 
with silent read ing  o r slow  it dow n. It has been m ain ta ined  th a t ‘sub-vocal 
ta lk ing’ du ring  silent reading is in the p ronuncia tion  first learnt for the 
language, an d  th a t if ano ther p ronuncia tion  is learnt la ter, th is  will not be 
carried over in to  silent read ing  bu t will ob trude, irrita ting ly , in to  conscioisness 
every now and  then. T he reader can experim ent fo r him self to  test the tru th  of 
this; my ow n experience in reading Latin , for exam ple, an d  la te r w ith the 
‘restored’ p ro n u n c ia tio n , certainly bears it out.

The language learner m ay have difficulties, not only  w ith the m edia 
themselves, b u t w ith the relation between them . W hen a language, such as 
English, is said  to  have an  ‘unphonetic’ spelling, w'hat is m ean t is th a t the 
correspondence o f  sounds to  letters is erratic.

A lthough  the difference between spoken and w ritten  language is 
prim arily  a difference o f  m edium , the m edium  has an inevitable influence on 
the use o f  the language it carries. The very evanescence o f  the  one m edium , 
and the perm anence o f  the o ther, give them  different functions in society. 
Spoken language is bound  to  be closely tied to  the people p resen t, and to  the 
situation they find them selves in. W ritten language is m uch less tied to  its 
im m ediate m aterial surroundings; and since it rem ains to  be pondered  over as 
long as we like, it is capable o f  carying m ore com plicated  tho u g h ts  and 
argum ent th a n  m ost people can take in by ear. T h a t the effects o f  the medium  
on gram m atical construction  and vocabulary  are considerab le, is quiklv 
realized by anyone w ho tries to  tu rn  a lecture in to  an article fo r pub lica tion , or 
to  produce a rad io  scrip t which m ust sound, when read aloud , as if it w'ere a 
natu ra l use o f  the  spoken language.

66



It used to  be taken  fo r g ran ted  th a t the only tru e  form  o f  a language was 
its w ritten form , o f which the spoken language was considered  to  be a mere 
reflection. This seemed a self-evident fact, and argum en t was n o t though t 
necessery to  suppo rt it. It is now adays taken  fo r g ran ted  th a t the only true 
form  o f  a language is its spoken form , o f  which the w ritten  language is a 
redaction , and  this now  seems as self-evided as the earlier view.

T he earlier view was no t a beneficial influence on the learn ing  o f  m odern  
languages. N o  advance in the technique o f  teaching p ro n u n c ia tio n  could be 
m ade while it was held, and students often found th a t they could  neither 
understand , n o r  be understood  by, native speakers o f  the language the)- were 
learning. T he m odern  p o in t o f view certainly tends to  p revent this happining: 
but it is possib le th a t, held uncritically, it also m ay no t always be a beneficial 
influence. Is it really true th a t the spoken form  is the real form  o f language?

Spoken language is p rim ary  in tw o senses: (I) it appeared , in the history  
of the hum an  race, before w ritten language '; (2) it is acqu ired , in the h isto ry  o f  
the ind iv idual, before reading and w riting. F oreign  language teaching, 
how ever, is concerned alm ost entirely with literate  m em bers o f  literate 
com m unities; is the spoken language still p rim ary  fo r them ? 1 d o u b t if  there is 
any sense in which it could be said to  be so. It is nevertheless widely believed 
tha t all language teaching should be based on the spoken  language, and  tha t 
the spoken language should  be taugh t first. In suppo rt o f  this it is argued , first, 
that th a t is the ‘n a tu ra l ' way o f doing it — th a t is w hat the in fan t does: and 
second, th a t learning the w ritten language first m akes it m ore  difficult to  learn 
to speak la ter, while learning the spoken language is the best in tro d u c tio n  to 
the w ritten language. As is suggested below, the w ord ‘n a tu ra l ' is m isleading in 
this context: and I have seen adequate evidence fo r the second assertion , 
though  a confusion  between w ritten and literary language often obscures this 
issue. T here is a danger, it is said, tha t if  pupils learn the w ritten  language first 
their conversation  will becom e ‘b ab v ’ - like, and  they will use w ords like steed  
and tom e in speaking. B ut if this should  happen it will be due to  confusion , not 
between w ritten and spoken language, bu t betw een active an d  passive 
vocabulary . W ords such as steed  and tome belong to  the v o cabu la ry  o f the 
literary language, alm ost the whole o f  which should always rem ain  passive for 
the foreigner unless he has the gifts o f a C onrad .

It m ay be true  th a t the spoken language plays quan tita tive ly  the m ore 
im portan t p a r t in the everyday life o f the m ajority  o f  us: it is no t therefore 
qualitatively  m ore im portan t. M oreover, how ever great the use th a t a student 
makes o f  the  spoken form  o f his m other tongue, in the language he is learning 
he may n o t need the spoken any m ore than  the w ritten — indeed, he is quite 
likely to  need the la ter m ore.

S trong  em phasis on the spoken language is a n a tu ra l result ol com plete 
neglect o f  it in the past, and this em phasis is so m uch a p a rt o f  m odern

' Or so it is believed: there is no real evidence to this effect.
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progressive linguistic pedagogy (British C ouncil teachers. ] read  in a recent 
publication , ‘are in transigent in their insistence on the im portance o f  the 
spoken language’) th a t to  question  it sounds reactionary . It is nevertheless an 
em phasis which is responsible, I believe, fo r one o r  tw o m isleading ideas which 
are to  be found  in some m odern  tex t-books and  courses.

(London, 1957)

Suggested Activities:

1. Ask 5-6 questions on the text.
2. D enote the key-points (w ords) and m ake up a m odel o f  the text.
3. Give a short sum m ary o f  the  in form ation.

H .D U N C A N  

Reading a Foreign Language

Though listening and speaking are the prim ary  activities in learning a 
foreign tongue in m ost schools today , for a good m any people the m ain 
objective in studying a foreign language is the progressive ability  to  read it 
with m oderate facility fo r pleasure and  profit.

R eading for a purpose, fo r an  understanding  o f  the culture, civilization 
and lives of the people which the foreign tongue presents, is an  im portan t part 
o f the program  o f language study. In such a class the stress is on the content 
and related activities th a t p rom ote the intelligent and  sym pathetic attitudes 
which will lead to  better in te rnational understanding , and  m ore effective 
citizenship in the w orld at large.

In learning to  read a foreign language, transla tion  should  by no  means 
be the goal, n o r should it serve even as chief aid. In fact, under norm al 
conditions, the m ore it is ruled ou t, the better the reading. O ccasional use of 
translation  may prove helpful; the frequent use o f  tran sla tio n  in any classroom  
sets up stum bling blocks. The aim o f  the studen t should  be direct 
com prehension o f the text: the aim o f  the teacher should  be to  help the student 
achieve this end by as sim ple and rap id  means as possible.

This direct, instan taneous com prehension o f a prin ted  passage - in o ther 
w ords, successful reading - involves the un labored grasp  (1) o f  images (visual, 
auditory , etc.) and  (2) o f the though t units. L earning a foreign language m eans 
acquiring new' sym bols for objects and ideas. This is done by associating  the 
new symbols w'ith the objects o r ideas, o r by associating them  with known 
symbols which already have m eaning. F or im m ediate com prehension, direct
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association  o f  the sym bol with the object o r idea is ind ispensable. W ords 
unattached  to  ideas o r images are ab o u t as useful as d o o rk n o b s  w ithou t doors.

W e see. then, th a t read ing  a foreign language requires only  the 
recognition  o f  the sym bols - the vocabulary , idiom s and g ram m ar. W hile 
special em phasis should  be given to  this skill, the various skills in language 
learning, all in terre lated , should be developed sim ultaneously . W hatever the 
specific goal in studying  a foreign language, th a t goal can be a tta in ed  m ore 
easily and m ore quickly by a m ultiple in tegrated  approach .

F irst the  s tuden t hears and understands w hat he hears. H e ta lks and 
afte r gaining som e fluency in speaking, he learns to  recognize p rin ted  w ords as 
signs o f objects o r ideas. W hen be can read, he learns to  w rite. This m ultiple 
sense appeal n o t only speeds up the read ing  skill b u t also m akes it m ore 
lasting. G ra m m a r can best be tau g h t inductively from  conversation  and an 
ap p ro p ria te  read ing  text w ith sim ple vocabu la ry  an d  idiom s tak en  from  the 
everyday speech o f  the people whose language is being studied . R eading  
should be regarded  as the visual experience based  m ainly on au ra l-o ral 
train ing. T he au d ito ry  tra in ing  is o f  prim e im portance (few deaf-m utes 
between the ages o f  twelve an d  eighteen can really  read).

T he m ateria l selected should  deal vividly with th e  cultu re an d  life o f  the 
people w hose language is studied , and should  be o f  interest and  value to  the 
student and . o f  course, on his level. Stories th a t con ta in  repe titions and 
dialogue are often  stim ulating . A passage becom es m eaningful to  a student 
when he is able to  establish som e rela tionsh ips between his life an d  experiences 
and  the con ten t o f  the passage. The am oun t o f  read ing  shou ld  be determ ined 
bv the needs, interests, and abilities o f the students. M ost foreign language 
reading p rog ram s are to o  pretentious. Q uality  is m ore im p o rtan t than 
quantity .

The tim e fo r a studen t to  achieve an effective ap p ro ach  to  the study o f a 
foreign language is a t the very beginning o f  th a t study. It is. how ever, only by 
continuous, slow  and  careful w ork th a t one builds up the read ing  a ttitu d e  
which leads to  m astery . Intensive reading is the tra in ing  for extensive, op tional 
and vacation  read ing , and  should  be 'g iven special a tten tio n  in class. 
Supervised intensive read ing  increases the read ing  ability  so th a t read ing  may­
be p leasurable. T he p a ra m o u n t concern o f  the teacher is to  guide the student 
during  the class period  in such a m anner th a t he m ay be able to  con tinue the 
intensive w ork  alone effectively. Every step o f  the read ing  lesson m ust be 
p lanned carefully.

M ethods o f  hand ling  intensive reading vary . T here  is no  recipe th a t  will 
fit all students.

W hether the em phasis in a reading lesson be on vocabu lary , g ram m ar, 
idiom s, p ro n u n c ia tio n , conversation  or cu ltural in fo rm atio n , the u ltim ate 
goal. 1 repeat, shou ld  be the direct com prehension o f  the conten t (it is futile to 
expect this to  b loom  incidentally  from  transla tion ). To th is end a few 
suggestions fo r p rocedure  in the classroom  are offered.
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1. S tim ulate a favorable a ttitu d e  tow ard  the con ten t an d  have a definite 
purpose fo r read ing  it. In teaching reading the arousal o f  an  in terest in the 
content is h a lf  the work. T o sustain  in terest set a goal fo r each section or 
p arag raph  and  check w hether o r n o t it has been a tta ined .

2. In troduce in advance vocabulary , cons truc tion  an d  idiom s th a t will 
occur in read ing  m aterials.

3. A cq u a in t students with notes, vocabu lary , m aps and  illustrations 
(verbs usually in the infinitive and nouns in the singular).

4. (a) A sk a question in the foreign language w hich will m ake students 
w ant to  find the answer, (b) H ave the passage w hich gives the answ er read 
aloud, an d  then repeat the question  for th e  studen t to  answ er in the foreign 
tongue.

5. Let the teacher's reading o f  a selected passage o r  a record ing  set a 
model and stim ulate interest. A llow pupils to  read aloud  singly and in groups.

. If .there is a d ia logue, have it read  in parts.
6. Be su re 'the  students recognize fam iliar w ords w hich m ay need review.
7. Elicit m eanings o f unfam iliar term s by gesture, m im icry, sim ple 

draw ings on b o ard  or circum locution. H ave the  s tuden ts m ake intelligent 
guesses o f  new  w ords by analyzing them in to  the ir com ponen t p a rts  (roo ts and 
affixes); by rela ting  them  to  sim ilar w ords in English o r an o th er fam iliar 
language; o r by inference from  use in the context (a w ord is a relative th ing 
w'hich m ay change in m eaning, function, form  and position). H ave synonym s, 
antonym s, derivatives, and cognates noted. F rom  the first lesson atten tion  
should be given to  the close relationship  between certain  w ords in English and 
in the foreign language. A tten tion  should be called also to  w ords o r phrases 
different in the foreign tongue.

8. H ave students reread the phrase o r  sentence in which each new word 
or idiom  occurred, trying to  fix its meaning.

9. H ave the students underline doubtful w ords and verify the ir m eanings 
in the vocabulary : then select the English tran sla tio n  in each case which best 
fits the contex t, and  place a check in the m argin  beside it.

10. H ave students underline difficult passages and p lace vertical lines in 
the m argin. W here the m eanings are no t perfectly clear they should  put 
question m arks in the margin.

11. L ocate  place nam es in the text on  a lange wall m ap and  illustrate 
cultural references with pictures. Elicit o r give pertinen t in fo rm ation  abou t 
proper nam es and com m on nouns with cultural significance.

12. H ave students rapidly reread the entire selection fo r unity  o f 
thought.

13. H ave students list in no tebooks key w ords, id iom , and  o ther 
expressions, and write two or three questions in the language read, designed to  
seek o u t quickly the central m eaning; and allow a choice o f  vocabu lary  in the 
answers.
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]4. f-inally have one o r m ore s tuden ts relate aloud in the foreign 
language a brief resum e o f  the sto ry  o r  o th e r content.

15. H ave students occasionally  review  key w ords, idiom s, and  o ther 
expressions, and use them  as a basis fo r a p e rm anen t active vocabulary .

A ccuracy in p ro n u n c ia tio n  as well as in in te rp re ta tio n  o f  p rin ted  w ords 
is an im portan t phase o f  language m astery . T herefo re m ost intensive read ing  
in the class should be done aloud . H ow ever, the re  is a place fo r silent reading. 
As a train ing  device o r as a test o f  abilittv  to  read , the follow ing p lan  m ay be 
used:

Allow students ab o u t six m inutes to  s tudy  a sight passage, a b o u t one 
and one-half m inutes to  verify w ords in the vocabulary , and  then  th ree 
m inutes to  w'rite o u t a  good English tran s la tio n  o r answ er questions (the tim e 
given above m ay be doubled , if  the passage requires it). This technique helps 
to em phasize the essential item s in the p a tte rn  fo r study. It helps the students 
to  concentra te  on the tho u g h t, to  use his h ead  before his thum b , and  to  infer 
m eanings w ithout use o f  d ictionary; and  show s him how  m uch he can achieve 
in a short time.

The procedures ou tlined  require tim e, patience an d  foresight. T he steps 
at first are slow enough to  be sure; w ith faster pace the  steps are still sure: and 
p resto , the goal o f  rap id  and happy read ing  is a ttained .

As soon as m odera te  confidence and  facility in read ing  are a tta ined , a 
problem  or project m ay be undertaken  w hich requires the read ing  o f  a bo o k  or 
various selections. U n its  m ay be organized  w hich require g roup  activities 
varied in type and form . T he text m ay be used as the core a ro u n d  which 
students have a rich experience in collateral read ing  which con tribu tes to  a 
com m on theme. S tuden ts m ay be able to  p u rsue  objectives independently . 
T here should  be som e supplem entary  read ing  each term .

F o r m easuring read ing  com prehension  there is no  perfect device, bu t by 
using several devices one m ay fairly well determ ine pow er over the  prin ted  
word. The question and answ er technique in the  foreign language serves not 
only as a m easure o f  read ing  ability, but also as an exercise to  help build  up 
active language com m and . In  the beginning classes it is helpful to  have 
students repeat the question  aloud before answ ering it and also, in the true 
and false test, repeat the statem ents th a t are tru e  and correct the  false. A silent 
reading lest has been considered.

D ram atiza tion  an d  relating  the sto ry  o r o th e r conten t m ay serve as 
checks on understanding . Exercises on  the m ateria l shou ld  precede or follow  
the reading and n o t in te rru p t it.

Oral w ork in the foreign language m ay n o t always be a reliable 
assurance of com prehension , and  som etim es has to  be supplem ented  by o ther 
controls. T ransla tion  m ay be used occasionally , b u t the w ide an d  alm ost 
exclusive use o f  tran sla tio n  in som e classes is often  due to  a lack o f  
com petence, im agination  and  effort on  the p a r t o f  the teacher.
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"T here are no  dull m ethods, there are only dull teachers." The best 
techniques are those which the teacher is best equipped to  ad ap t to  the needs 
o f his students.

The final criterion  for vital teaching o f  read ing  is no t the choice o f  
m aterials o r techniques, b u t the degree to  w hich the w ork involved contribu tes 
to  the understand ing  o f  th ings significant in the life o f  the student.

M ost people who do not read a foreign language with enjoym ent were 
never given a chance to  learn  to  read it.

Temple University
( The M odern Language Journal, vol.XLV, № 1, 1961, p. 17-19).

Suggested Activities:

1. Ask 5-6 questions on the text.
2. D enote the key-points (words) and m ake up a m odel o f  the text.
3. G ive a short sum m ary o f  the inform ation.

M.YVEST 
The Teaching of Reading

The Relation of Reading and Speech

The teach ing  o f  English in Ind ia and in m any o ther countries originally 
followed the tran sla tio n  m ethod. Between 1900 and  1920 there was an  attem pt 
to in troduce the  D irect M ethod , b u t it was a failure in m ost schools and the 
translation  and  gram m ar m ethod continued.

The pupils were spending abou t ten hours a week on English study and 
the results were extrem ely poor. Owing to  early elim ination  from  the schools 
for reasons o f  health  or finance only a small m inority  reached the  M atricu la­
tion class and  the tim e which they had  spent on the language was m ore or less 
wasted. The problem  was how  to  give those w ho never reached the M atricu la ­
tion standard  som ething w orthwhile. Even in the M atricu la tion  class the re­
sults were unsatisfactory: few o f the pupils had  real read ing  ability  in English, 
nor were they able to  speak m ore than  disjointed sentences, and  they could 
write only very slowly and laboriously.

In a rep o rt published by the G overnm ent o f  Ind ia  I arq u ed  th a t reading 
ability was very easily achieved and, if one em phasized read ing  ability  in the 
earlier stages o f  the course, this m ight have the effect o f m aking  som e grass 
grow where none grew' before. M oreover reading ability is o f  g rea ter educa­
tional value th an  mere speech except perhaps at its highest conversational
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level. I reported  various experim ents show ing th a t read ing  ab ility  could be 
achieved very rapidly  w ithout any great m easure o f speech and  show ed ex­
perim ental tex tbooks w hich were used to  produce this result.

This so-called "R ead in g  M ethod" was widely used for English in various 
countries, an d  was im itated  in the U nited  States o f A m erica and  in C a n a d a  for 
F rench. Spanish and G erm an . W ith the th rea t o f  w ar and  then  the  w ar there 
was a swing from  the R eading  M ethod  to  speech, and  the tendency  is now to 
concentra te  upon  speech an d  tw itting  and  let reading tag  along  as a p o o r  re la ­
tion . an accidental by -p roduc t o f  the active use o f  the language. T h ere  is even 
a dogm atic statem ent th a t the pupil should  never read any th ing  w hich he has 
not already spoken. This o f  course is nonsensical for there are m any  th o u sa n d s  
o f w ords in the Bible which we have never spoken and  never will speak , yet we 
read it. T he sam e applies to  S hakespeare and  to  alm ost all lite ra tu re , even the 
daily new spapers. It applies also in a high degree to  science.

The tru th  o f  the m a tte r is tha t afte r the initial stage the teach ing  of 
reading and the teaching o f speech tend to  becom e, and should  be, divorced. 
T he two vocabularies are fundam entally  different. A speak ing  vocabu la ry  
consists o f  item s, sentence-patterns. phrases, inflections, etc. Every change o f 
form  or m eaning is a new  item , and there is no inferable m argin: w hereas in 
reading the exact opposite is true. The m ain difficulty in read ing  is the e n o r­
m ous size o f the vocabulary . W e speak ab o u t relatively few th ings an d  em ploy 
a small range o f conversational w ords in speaking abou t them : we read  abou t 
a vast range o f  subjects, m any  o f  which we never ta lk  ab o u t, an d  th e  prin ted  
language used in discussing them  uses a very wide range o f literary  w ords and 
structures.

As a result o f this difference, if speech w ork is based upon  read ing , the 
aap between the tw o becom es larger and larger so th a t the pupils m ay be 
reading w ith a vocabu lary  o f  tw o thousand  w ords o r m ore w hen they  have not 
vet fully m astered the active use o f  five o r six hundred.

T he alternative p rocedure  is to  m ake R eading  follow  upon  Speech, and 
this in the tendency now adays. T he result o f  this is th a t read ing  is kep t back:- 
the hare is harnessed to  the to rto ise , and the pupil is no t enabled  to  break 
aw ay into rapied  read ing  o f  interesting m aterial until far to o  late, especially 
for the pupil in an un favourab ly  circum stanced school.

We believe th a t the right so lu tion  o f  the problem  is to  m ake read ing  su b ­
sidiary to  the speech course as far as ab o u t the first five h und red  w ords: th a t is 
to  say the pupil uses read ing  to  enable him  to learn to  speak. He reads exer­
cises. etc.. in his speech-teaching book , and  perhaps he has som e R eading- 
plus-responce exercises as a tra in ing  in understand ing  and  as a preventive o f 
eye-to-m outh read ing  w ithou t com prehension.

At ab o u t the five h u n d red  w ords level we believe th a t read in g  and 
speech-teaching should  be split. A t this stage the read ing -book  p ro p e r  should  
be b rough t in to  use to  build  up a reading vocabulary  as fast as possib le up to 
perhaps three or even four thousand  w ords, w hereas speech w ork continues
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independently , tra in ing  the pupils to  use a M inim um  A dequate  speech v o ­
cabulary  o f som e 1,200 head w ords fluently  and  correctly . In this way we m ay 
m ake sure th a t the pupil w ho goes no fu rth e r  afte r he leaves school m ay get 
som ething usable and  w orthw hile bo th  in speech and  reading, and . if  he fails 
to  learn to  speak, he will a t least, in his read ing , have som eth ing  which he can 
carry  on afterw ards.

This is o f course only a general suggestion as for a school system. The 
po in t which we are try ing to  establish is th a t the  balance between read ing  and 
speech m ust be adjusted  in som e way. no t left to  chance. N a tu ra lly  th e  courier 
em ployed by a tou rist agency needs to  speak  a language bu t requires p rac ti­
cally no reading ability. A t the o ther extrem e the scientific w orker in Russia 
m ay need to  read English bu t have no need to  speak at all. So also the student 
o f  Latin  or G reek o r o the r dead languages requires read ing  ability  but no 
speech: indeed in m any such cases the p ro n u n c ia tio n  is n o t know n.

We believe th a t the greatest need o f  the un favou rab le  circum stanced 
schools at present in the learning o f  English is this divorce betw een reading 
and speaking. The New' M ethod  readers failed to  solve the ir problem  because 
they provided no th ing  effective in the w ay o f  speaking, b u t as things are at 
present the unfavourab ly  circum stanced pup il tends, while failing to  atta in  
speaking ability, to  achieve no th ing  at all.

The Teaching of Reading

A recent bo o k  on the teaching o f English in Ind ia discusses various 
m ethods o f teaching reading such as the Phonic, the Syllabic, the W ord 
m ethod, the Phrase m ethod, Sentence m ethod , etc.

But these pupils can read! They have learn t to  read  in the ir m other- 
tongue.

We even find in certain  books o f m ethodo logy  the argum ent th a t be­
cause an infant learning his m other-tongue learns to  speak at the age o f two to  
th ree but acquires reading very much later a t the age o f  ab o u t six, therefore in 
the case o f the pupil learning English as a foreign language reading should 
follow  a long way after speaking. The argum ent is fallacious in th a t the 
m other-tongue infan t is learning reading as a skill w hich w ould  apply  to any 
language, and does so apply. The foreign language pupil can already  read: all 
he has to  do is to  transfer th a t skill to  a new' set o f  sym bols. T hus w hen I learnt 
o f  my appo in tm ent to  Bengal, I proceeded to  learn to  read Bengali. It was 
merely a m atte r o f  acquiring the sounds w hich corresponded  to  the various 
Bengali symbols. Bengali is w ritten  phonetically , bu t the  difficulties o f  English 
spelling can be overcom e w ith the use o f subscrip t num bers o r w ith the p h o ­
netic alphabet.
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It is no t possible for any teacher to  keep a class o f  over th irty  young  and 
active pupils toge ther during  a stretch  o f  tw enty  or th irty  o r even forty  m inutes 
o f  unadu ltera ted  oral w ork. Indeed one m ight pu t the practical size o f  class for 
such a lesson at a considerably  low er figure. N o r again can m ost teachers 
stand  the nervous strain  o f  such a lesson, in a hot clim ate, once o r  tw ice (or 
three times) a day . day afte r day. A ‘le t-up ' for the teacher an d  a 'pull- 
toge ther' for the class are  even m ore u rgently  needed here th an  in the higher 
grades fo r which we have suggested the In term itten t w ritten  answ er ( ''P ens ... 
Pens down . . . “ . etc.).

In favourab ly  circum stanced schools we som etim es see such pupils m ade 
to  m ove ab o u t, run  ro u n d  the ro o m , p lay  gam es, cut out p ic tures, etc.: in the 
large less favoured class this is n o t p racticab le , no r have such activities any 
great linguistic value in either case. In Lesson-form  I we have ven tured  to  sug­
gest th a t writing m ay serve the p u rp o se  o f  pulling  the class toge ther and  giving 
the teacher som e relief. S u ch w ritin g  w ould aim  at fam iliarizing the pupils with 
the form  and sound  o f  the letters o f  the alphabet.

Reading in the Post-initial lessons

Early in troduc tion  o f  read ing  enables the pupil t,o get a trip le  im pact o f  a 
new item. H e gets the m eaning o f  the w ord  p lus the sight o f  it in p rin t o r w rit­
ing. plus the sound o f  the w ord. - M ean ing  & S ound & Sight. The sound alone 
m ay yield various m ishearings, fo r  exam ple, w rong divisions o f  w ords as in the 
ch ild 's.repetition  o f  the L o rd 's  P rayer - ‘'O u r  F a th e r charting  heaven": so also 
the clerical "chestnu t"  ab o u t the child w ho, seeing the sea fo r the first tim e, 
enquired. "W here are the tinimies?"*

Some teachers hold th a t read ing  should  no t be in troduced  until the sec­
ond year., and o thers w ould m ake it very late in the first year. M y own opinion 
w ould be abou t halfw ay th rough  the first years, as soon as the pupil can  read 
and recognize words. I w ould then  in te rpose a sho rt spell o f reading-plus- 
response so as to  expedite read ing-ab ility . T his m ight occupy the la tte r p a r t o f 
the ora! lesson and  so lessen the stra in  o f  a long spell o f  o ra l w ork.

The reason fo r this recom m endation  is th a t, until the pupil can read, the 
teacher is the sole source o f  the language. H e is like a m o th er-b ird  pu ttin g  
aobbets o f  English in to  the open beaks o f  his pupils. They Have no pow er of 
feeding bv themselves: there can be no  m ass practice; there can be no  hom e­
w ork: there can be no R ead -an d -lo o k -u p  so th a t pupils w ith the help o f  the 
tex tbook  m ay p ractise by them selves o r question  each other.

Build-up of the Alphabet in the initial Oral Lessons

‘ The reference is to Psalm 96, verse II. “The seas and all that in them is". Uniortu- 
natelv for the story this is a misquotation: the Prayer Book has. "The seas and all 
that therein is", and the Bible has. “The seas and the fullness the reo f’:
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The op in ion  th a t read ing  should be begun very late, long  afte r the be­
ginning o f  the speech course, m ay be due to  a failure to  distinguish  the tw o  dif­
ferent k inds o f  reading: (1) Prom pted Speech  and  (2) Book-reading. In 
P rom pted  Speech the w ords are like the notes on a m usical score: they are 
sym bols which are converted  in to  sounds and  m eaning. T here is. o f  course, the 
danger th a t the sym bols m ay be converted merely in to  sounds w ith o u t m ean ­
ing - the danger o f  E ye-m outh  reading; but in fact this hard ly  arises in a speech 
lesson. T he p rin t merely helps the pupil to  rem em ber the teach er 's  spoken 
w ords, and  it is tru e  in th is lim ited case to  say th a t the pupil reads w hat he has 
already  heard  spoken.

In B ook-reading  a stream  o f phrases is converted into ideas in the m ind: 
speech, in silent read ing , m ay be merely a very slight innerva tion  o f  the m us­
cles concerned with speech, an d  in m any cases the w ord is no t ac tua lly  fram ed 
at all bu t only  a m ere schem a o f  it, ju s t as in the case o f  long an d  com plicated  
p ro p er nam es with adu lt readers: thus in silent read ing  one m igh t read 
R hosllanerch rugog1 as Rhos-burble-burble. This is in fact a d anger w hich has 
to  be guarded  against in the teaching o f B ook-reading in which new  w ords are 
built up in to  the vocabulary .

The Prevention of Eye-mouth Reading

F rom  the very first th e  rule m ust be m ade th a t the pupil shou ld  never 
read w ithout having to  m ake som e response which indicates th a t he attaches 
m eanings to  the w ords which he is saying. This is particu la rly  necessary in the 
eastern  countries w here the trad itional m ethod o f teaching in the  M osque and 
Prim ary schools encourages E ye-m outh read ing .2

The rem edy fo r this is R eading-w ith-response in the early stages and  Be­
fore-questions later on. A  R eading-w ith-response exercise m ay supply  a p ic­
tu re  w ith a sta tem ent. “This is a dog“ , whereas the picture is o f  an elephant: 
m ark  the sentences “T rue o r false” with a tick  o r a cross. O r the  learner m ay 
m ark  sentences “ Y es” or “N o ” in the same way: - “ Is this a dog?” T here  m ay 
be a sta tem ent follow ed by true  or false statem ents concerning it. o r by ques­
tions:

Ted has th ree eggs: D an  has four eggs.
M ark  V (T rue), x (False)
Ted has five eggs ...
Ted has th ree eggs ... etc. 
or

1 Denbighshire, N orth Wales.
2 This may sometimes be seen in the English Junior School: thus in a school which I 
visited a bov read, “The Boy Scout lit a fire and cooked his breakfast: he had bacon 
and eggs and coffee”. The pupil read this aloud perfectly well: I asked him what the 
Boy Scout had for his breakfast and he could not answer.
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M a rk  V (Y e s  ) , x ( S o )
H as T ed  five eggs? ...
H as Ted three eggs? ... etc.

or
W rite figures
H ow  m ane eggs has T ed 0 ... etc.
The responses m ust in all cases be very b rief consisting either o f  a cross 

o r tick or a figure o r one single w ord, otherw ise tim e intended fo r the teaching 
o f  reading will be devoted to  slow and laborious w riting. There are num erous 
exercises o f  th is type in the N ew  M ethod prim ers, bu t it is qu ite easy to  com ­
pose them , though  care o f  course is needed in keeping w ith in  the pupils ' 
know n vocabulary . T he b lackboard  is a laborious an d  inefficient instrum ent 
for the teach ing  o f  reading: duplicated sheets are better; p rin ted  m a tte r is best.

B efore-questions are used with parag raphs in the la ter stages o f  Read- 
ing-vvith-response. T hus there m ay be a p arag raph  o f  som e eight o r ten lines 
telling a sim ple anecdote. T he questions on it are set before the pupil reads: he 
reads and  looks for the answers. The idea o f this arrangem ent is to  p roduce a 
F orw ard U rge in read ing  and to  prevent D rift. In all effective read ing  there is 
a searching attitude .

T here m ay be perform ed questions in one 's m ind an d  one reads to 
search ou t the answers: o r in an unfam iliar subject one glances th ro u g h  the 
article to  get the general scheme and then searches to  fill in the detail. In Drift 
the reader m erely floats along. On the contrary  B efore-questions a lone may 
produce (especially in the higher classes), m ere skim m ing an d  th is is to  be 
avoided especially in a lesson which is building up read ing-vocabulary , but 
also in all - expect the topspeed reading exercises. Skim m ing is prevented  by 
having som e A fter-questions to  ensure full reading o f  the passage.

When should Book-Reading begin?

T he answ er to  th is question depends on the n a tu re  o f  the reading- 
m aterial which is used. If the teacher depends upon  such sim ple books as may 
be w ithin the  vocabulary  o f  the pupil, the beginning will inevitable be ra ther 
late and the Age D iscrepancy" ra the r large at the start.

Suppose tha t the read ing  m aterial has been com posed w ithin a certain 
lim ited vocabu lary  but no t th a t o f  the actual course which the teacher is fol­
lowing. the re  is bou n d  to  be some overlap: to  be sure o f  covering the 500-word 
vocabulary  o f  the read ing-book  the pupils ' vocabu lary  m ay have to  be some 
750. This overlap  is m ore serious in the early stages (just w hen the lim ited vo­
cabulary  is m ost helpful in expediting reading) th a n  la ter on, because it is at 
this p o in t th a t the Speech and the R eading vocabu lary  diverge m ost. The

" Difference between the age of the reader and the age-interest of the reading-matter. 
e.g.. fairv-tales as reading-matter for a 15-year-old reader.
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Speech-teacher tends to  teach structures w ith a m inim um  o f C on ten t words, 
whereas the writer o f  stories at a very low' level o f vocabu lary  m ust have an 
adequate range o f C on ten t w ords bu t can econom ize m ost easily in his struc­
tures: -

Say that again - and I will hit you! (Avoiding I f .)
He did the work; then he went out to  play. (Avoiding A s soon as,

and the Past perfect tense.)
Y ou m ay be very old, bu t you are not
too old to learn. (Avoiding However

and the subjunctive.)
The ideal solution o f th is difficulty is to  keep in m ind  th e  m inim um  

reading-vocabulary  o f  the initial books - som e 500 w ords and  “w rite back” in 
the Speech C ourse and  the R eading-response exercises, th a t is to  say  bring into 
the Speech w ork and the R eading  response som e o f the (or all the) vocabulary 
required for the first B ook-reading m aterial.

(M . West Teaching English in D ifficult Circumstances London 1961, 
Chapter 3, p. 16-24).

Suggested Activities:

1. Ask 5-6 questions on the text.
2. D enote the kev-points (words) and m ake up a m odel o f  the text.
3. G ive a short sum m ary o f  the  in form ation .

E.BILLOW S  

Reading and the Study of Prose Literature

INTRODUCTION

W hatever the process we subm it the m ind to  as we help it to  develop 
th rough  learning a foreign language, to  ad ap t itself to  strange im pressions, to 
equip itself fo r taking in know ledge an d  th ink ing  in the new language, we must 
see th a t the pupil takes with him  the ability to  m anage w ithout us when he 
leaves school and our p a rt o f the process is over. Back in his hom e environ­
m ent he m ay not hear the language often, bu t if  he is able to  read  fluently and 
perceptively, with som e pleasure, he can keep the language alive in his mind; 
provided he has learnt the sounds and  in to n a tio n  well, they will sound cor­
rectly in his inw ard ear as he reads. I f  he reads constan tly  and  widely he will 
increase his m astery o f the language far beyond  w hat he was able to  reach at 
school; he will jo in  native users o f  the language in read ing  the ir newspapers 
and  books, subm itting  him self at the sam e tim e to  the  curren ts o f thought
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which m ove th rough  the cultu re o f  the language and  are accessible in the 
p rin ted  word.

N o one is likely to  rem em ber a language fo r long if he is unab le to  read 
it easily o r if the norm al w riting intended fo rm ative  readers o f  the language is 
beyond his reach. I f  we have tau g h t him  a lim ited sam ple o f  the language, a 
reduced, selected vocabulary  w ith carefully graded structu ra l m aterial, and 
have n o t given him , w ith this basic know ledge, som e experience in facing n o r­
mal unrestricted  language, he is likely to  find even the new spaper difficult and 
books inaccessible. All w ork in reading is m ore effective and  econom ical if the 
m ind is system atically trained  in absorb ing  ideas quickly and accurately  from  
the prin ted  page.

So we m ust help our pupils no t to  be a fra id  o f  difficulty. If  they have 
come to  expect the m eaning o f  a difficult passage to  yield to  concentrated  
reading and  rereading , they are willing to  go on  until the w ords an d  the sen­
tence patterns begin to  com e in to  focus in the ir m inds and take on signifi­
cance, how ever inaccessible they m ay seem at first. They will be accustom ed to 
the experience o f  reading, say, the daily news rap id ly  an d  finding th a t certain 
unknow n w ords, seen often in sim ilar contexts, com e gradually  fu rther and 
fu rther th rough  the crust o f incom prehension o r ina tten tion  to  a perm anent 
place and  significance in the m ind.

It is m ore urgent therefore for the pupil to  cultivate  a hab it o f  attentive 
and perceptive reading, once the m ain pa tte rn s have been m ade fam iliar in 
speech, than  fo r him  to  have been drilled painstak ing ly  in a com plete or rep re­
sentative sam ple o f  the patterns o f  the language, though  this also should be 
attem pted . H ow ever little we have tim e to  teach he will learn m ore if we train  
him to  grapple w ith difficulty an d  to  read adven tu rously , no t being daun ted  or 
help back by unknow n w ords o r expressions, th an  if we allow him  practice in 
reading only w'hat is well w ithin his grasp. O n the o ther hand , as long as we 
are teaching him  to read , we m ust use easy m ateria l, language which has been 
well learnt orally , an d  is quite fam iliar in sound  an d  m eaning, so th a t he can 
concentrate on  acquiring the skill o f reading, m atch ing  w hat he sees to  the 
sounds he know s, w ithout being distracted at the  sam e tim e by m eeting new' 
vocabulary.

The teacher m ay well find these tw o aim s, fluent, fully conscious read ­
ing, and  adven tu rous, searching, half-conscious read ing , hard  to  reconcile. In 
the first k ind , every w ord is fam iliar; its m eaning and  function  are clear; in the 
second, m any w ords are taken  on tru st, the exact functions o f  m any  w ords in 
their sentences are left undefined; as he feels fo r the general d rift o f  a passage, 
the reader com es to understand  the m eanings o f  w ords by their rela tion  to  this 
general drift; p a tte rn s  triany tim es repeated, hugged, as it were, trustingly  but 
uncom prehendingly  to  the bosom  as the reader races on , are found  to  have 
yielded up their significance by the end o f  the article o r chap ter o r book.

T o  cu ltivate bo th  these types of skill the teacher m ay p lan  his reading in ­
struction  w ith bo th  in m ind. H e can begin with the  first, and even when he be­
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gins to  in troduce the second - sooner with a quick class than  w ith a slow one - 
the first may p repondera te  for som e tim e, until gradually the p reponderance o f 
the second is increased tow ards the end o f  the  course, as p a r t o f  the teacher's 
policy o f encouraging independence and responsibility as soon  as the pupil is 
ready to  be responsible fo r his ow n learning.

PART O NE  

EFFECTIVE READING INSTRUCTION

The teacher m ay be helped to  rem em ber tha t there is m ore th an  one type 
o f skill included under the heading  o f  “Effective R eading” , if he looks once 
m ore at B acon 's advice ab o u t read ing  in his essay “O f S tudies” . “Som e books 
are to  be tasted , o thers to  be sw allow ed, and  some few to  be chewed and d i­
gested. that is, some books are to  be read only in parts, o thers to  be read  but 
not curiously, and  som e few to  be read w holly, ana  w ith diligence and a tten ­
tion. Some books also m ay be read by deputy, and extracts m ade o f them  by 
others, bu t th a t w ould be only in the less im portan t argum ents an d  the m eaner 
sort o f  books, else distilled books are, like com m on distilled w aters, flashy 
things!"

This can be sum m arized as follow's:
1. Leisurely light reading.
2. (a) R apid  scanning, as when searching a new spaper for the latest

news.
(b) R apid  scanning to  glean salient points o f a chap ter o r  book.

3. Serious analytic (reflective) reading.
4. D eputy  reading - abstracts , reports, etc.
As a p repara tion  fo r tho rough ly  effective reading o f  all k inds, the 

teacher must see tha t the beginnings o f  reading in the tex tbook  are  always kept 
well behind the  po in t his pupils have reached; they should learn to  recognize 
all new w ords on paper an d  begin to  w rite them only when they are th o r ­
oughly fam iliar as sound. In the first few years reading m ust be the  quick  rec­
ognition o f w hat is well know n, n o t the slow deciphering o f  a code o r puzzle. 
Only as he finds his pupils read ing  ahead in the tex tbook and becom ing m ore 
adventurous in their read ing  o f  supplem entary  readers should the teacher be­
gin to  pu t in fro n t o f  them  m ore difficult m aterial con tain ing unknow n w ords 
and expressions. He m ay begin with only a few o f the b righ ter ones in the class 
and gradually  extend the privilege. As he does so he will increase the ir interest 
and involvem ent by the variety  o f  skills which he sets them  to learn. B acon's 
categories m ay guide him here.

1. Leisurely light reading is cultivated in the reading o f  sim plified texts; 
w hat have som etim es com e to  be called “nondetailed  tex ts” because exam iners 
do no t require a  detailed know ledge o f  them . The teacher shou ld  try  and p ro ­
vide plenty o f  easy reading at a vocabulary  level well w ith in  th e  grasp  o f  the



pupil, keeping m ainly w ithin the structu ra l patterns learnt up to  tha t staste. 
This reading is not intended to  teach the pupil new  language, but to  exercise 
him in what he has learnt in such a way th a t his read ing  is fluent and fully con­
scious.

2. R apid  scanning is a useful skill w orth cu ltivating  for its ow n sake: if it 
has been cultivated system atically from  the earliest po in t in the course at 
which it can be attem pted , cooperative w ork on the study o f texts - to be de­
scribed later - can be greatly  expedited and m ade easy. I f  new spapers are taken 
into class at least once a week from  the fourth  year onw ards, and special exer­
cises in rapid scanning are given, skill will develop to  a useful degree by the 
end o f the course. N early  all the backg round  read ing  required for the p re­
senting of a topic to  the class by a g roup  calls fo r proficiency in this type of 
reading.

3. Serious, analytic and reflective reading, such as the best sorts o f litera­
ture call for. and  the m ore p ro found  books on politics, ph ilosophy, religion, 
economics, technology and  science, is best catered for by train ing  such as that 
which is to be outlined later, in which discussion follows perceptive reading of 
a piece of concentrated  and dem anding prose.

4. Deputy reading is a type o f  reading to o  little cultivated consciously, 
though  a good deal o f  school w ork is based on its results. The o rd inary  school 
tex tbook  in m ost subjects is a sum m ary o f som eone’s reading o f  a large n u m ­
ber o f  more detailed works. It is desirable tha t no t all o f  this w ork should be 
done in advance by the teacher and his ally the w riter o f the tex tbook . An en­
terprising teacher will contrive to  confront g roups o f  his class w ith a selection 
o f m aterial sim ilar to  w hat the tex tbook  w riter condenses into his fam iiiar. 
sad-hued pem m ican. I f  he does so everyone in the class has a chance o f contact 
with original sources - if in a lim ited sphere - and the rest o f the class can bene­
fit bv the fruits o f each o f these contacts. This is m uch m ore zw ecktrassig  (or 
shall we sav purposeful) than  the artificial p roduction  o f  an epitom e for the 
teacher in relation  to  no th ing  in particu lar.

Reading Circles. A t an advanced stage, w here the student is faced with a 
form idable list o f books which he is recom m ended to  read, he m ay reduce the 
problem  to m anageable dim ensions by uniting him self w ith others, faced with 
the same daun ting  cliff o f reading, to divide the field. Each one takes a book, 
reads it, makes notes on it and speaks abou t it a t a m eeting o f the group: later 
he m a t connect up his notes to form  a sum m ary and  an estim ate o f the book.

If the book  is being read with a p articu la r study in m ind, the relevance 
o f  the book to  the study should  be show n and those chapters o r pages en u ­
m erated which have the closest bearing on the subject o f  the study.

In this way a com paratively large num ber o f  books can be passed in re­
view before the m em bers o f  the group; each m em ber o f  the group has had an 
in troduction  to all o f them  and has had their relevance to  his interests o r to the 
study he is at w ork o r investigated for him ; at th e  sam e tim e he has read one 
book attentively and diagnosticallv , w ith not only his own interests and s tu d ­
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ies in m ind, bu t those o f  the o ther m em bers o f  the group, so th a t his reading 
has had a social significance and  has been given thereby intensity  and direc­
tion. Later, if he has tim e, he m ay read those portions o f the o ther books 
m arked out fo r him by the o ther m em bers o f  the group; he m ay even read the 
whole o f some books which he finds are, after all, within the range o f  his ab il­
ity and interests.

Practical S teps to Improve Speed  and Accuracy in Reading. T he teacher, 
even at a fairly early stage, m ay tak e  steps to  im prove his pup ils’ ability to 
read quickly and accurately. D iscarded tex tbooks, which have been given up 
in the school, can be kep t and cut up into suitable lengths o f  a few pages, with 
questions to  test com prehension typed and  pasted  on to  them . W henever the 
teacher has ten m inutes to  spare, a set can be d istributed  to  the  class and  a 
time limit set for reading and for answ ering the questions; as w riting is not 
being tested the questions should  only require “Y es” or “N o ” answ ers, o r the 
ticking o f correct statem ents, o r the w riting o f  num bers.

A nother exercise m ay be to  set the class to  read fo r a m inu te and to  
m ark the po in t reached w ith a do t in pencil. T he w inner in the race and the 
runners-up are then s tood  in fron t o f  the class and questioned - p referab ly  by 
the losers - on their com prehension o f  the piece. A no ther exercise is to  set the 
class to  consult passages in books, o r the dism em bered pieces o f tex tb o o k  just 
m entioned, to  find the answers to  questions and stand up w hen they have 
found them. In ano ther exercise the teacher writes a passage from  a book  on 
the blackboard  with som e w’ords missing; the class have to  find the passage in 
the book and write dow n the missing words.

M ental arithm etic problem s, sim ple detective stories o r o th e r problem s 
to  be solved, can be typed on squares o f cardboard ; these can be given out to 
each m em ber o f  the class and exchanged for others as soon as the answers 
have been noted; the one who deals w'ith the largest num ber o f  cards correctly 
is the winner.

A t an early stage, actions in mim e in obedience to  flash cards can be a 
fruitful occasion for h ilarity  and  fo r friendly com petition  in the last five m in­
utes o f many a lesson, e.g..

D rink som e water.
H op like a rabbit.
R ing a bell.
T hread  a needle.
Get stung by a bee. etc.

C ards w'ith exact instructions on them  to  be carried out quickly can  be 
d istributed, fo r instance: “G o out in to  the garden and collect a narrow ' pointed  
leaf and a round  sm ooth  stone ,” or a m uch m ore com plicated list o f  instruc­
tions involving observation  in the towm can be given for hom ew ork. A  teacher 
should assem ble a large arsenal o f  such exercises for use a t every stage o f  the 
course. If they are constantly  slipped in when there is five o r ten m inutes to  go 
to  the end o f the lesson, very little tim e will be taken from  the ro u tin e  lessons
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and there will always be a genuine feeling o f  urgency and cheerfulness in th e  
doing o f them. The teacher will be very th a n k fu l fo r readiness in reading when 
he wants his pupils to find and quickly p rep a re  backg round  m ateria l to textual 
study, if they have m ade punctual and  steady  im provem ent in speed and  accu­
racy. They will have enjoyed w hat seemed a t the tim e like play.

(T he Techniques o f  L anguage  Teaching. L . 1961

Suggested Activities:

1. Ask 5-6 questions on the text.
2. D enote the key-points (w ords) and  m ake up a m odel o f  the text.
3. Give a short sum m ary o f  the in fo rm ation .
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Part III

Read the texts and be ready to translate them into English: 

М .У ЭСТ

О практическом изучении английского языка 
как формы поведения*

П ост ановка проблемы

С татья посвящ ена описанию  некоей теории изучения и н остран н ого  
язы ка - которую  мы можем н азвать  методом  изучения язы ка в реальны х 
ситуациях (Realistic M ethod) - и описанию  учебного м атер и ал а , на к о то ­
ром мож но проверить ее эффективность.

Язы к - это ф орм а поведения, это реакция о рган и зм а в целом  на о к ­
руж аю щ ую  социальную  среду, и слова - то л ько  часть этой  р еакци и , к о ­
торая, пом им о того , вклю чает в себя такж е позу, м имику, жест.

Если человек п риобретает знание язы ка в классе, последовательно 
накапливая модели и запом иная тщ ательно отоб ран н ы е слова, то  он бу­
дет говорить  на этом язы ке соверш енно правильно, од н ак о  это  не будет 
живой речью . У человека же, изучаю щ его язы к в естественной о бстан ов­
ке. появление и отбор  грам м атических конструкций  и слов определяется 
лиш ь возникаю щ ей в них необходим остью , приобретенны е им  знания не 
корректирую тся ни учителем, ни книгой. П оэтом у он  го во р и т  хотя и с 
ош ибкам и, но ж ивым, не книж ны м  язы ком . О н использует в речи вос­
клицания. не оф орм ленны е как  слова, ф орм улы  веж ливости , слова- 
вставки. позволяю щ ие оттянуть ответ, эм ф атические и н тон ац и и , оп и са­
ния которы х вы не найдете ни в каком  грам м атическом  справочнике или 
учебнике.

М етод с использованием  поведенческих моделей призван  использо­
вать преимущ ества, даваем ы е каж ды м  способом  изучения язы ка, обду­
манно и систематично накапливать  язы ковы е элем енты  и сочетать их к а ­
ким-то образом  с моделями поведения и элем ентам и, характеризую щ им и 
живую речь.

О бы чно трен и ровка в классе вы глядит следую щ им образом : "P ut 
your book  on the desk. P u t you r pen on  you r book . W hete is y o u r book? 
W here is you r pen?” В ариант с использованием  элем ента поведения пред­
полагает диалог, в котором  участвую т муж и ж ена, которы е ищ ут очки 
(см. прим ер ниже), или м ать и дочь, где м ать дает указания дочери , куда 
поставить различны е вещ и на кухне.

М. West, Learning English as Behaviour. Статья из журнала English Language 
Teaching, 1930, v. 15, № 1. Печатается с небольшими сокращениями. - Прим. ред.
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Там , где при обы чном  методе мы имеем ф разы , вроде O pen the 
door. W hat have you done? - 1 have opened the d o o r, the doo r is open , и т .д .. 
при наш ем м етоде м ож но устроить д и ал о г  меж ду хозяйкой  и служ анкой , 
где хозяйка спраш ивает: “H ave you w ashed the ...? H ave you p u t aw ay th e ...0 
Have you done ... (различны е р аб оты  no дом у)? Или м ож но р азы гр ать  
сценку, где лю ди возвращ аю тся дом ой  после отды ха и обн аруж и ваю т, 
что какая-то  доб рая  фея все приготовила для них, и здесь м ож н о  тр ен и ­
ровать различны е восклицания, вы раж аю щ ие приятное изумление.

Н аш и первы е попы тки  в этом направлении  не достигли п о л н о го  ус­
пеха. М ы  пы тались установить порядок введения структур и слов , исходя 
из д и алогов , т.е. мы вы яснили, какие м одели и другие язы ковы е элементы 
необходим ы  для ди алога , и тренировали  их заранее. Э то п ривело  к п о л ­
ному беспорядку. Л учш е взять определенны й курс язы ка и при сп особи ть  
модели поведения к язы ковы м , а не н аоб орот.

В настоящ ем  эксперименте (faute de rnieux) нам приш лось взять у же 
готовы й учебник и добавить  к нему вы ш еупом януты е элементы. Д ля этой 
цели бы ли использованы  “Practice B ooks" П алм ера , представляю щ ие со­
бой полную , детальн о  разраб отанную  систему, в то  время как  обы чны е 
"T eacher's b o o k "  и “C lass b o o k ” оставляю т слиш ком  м ногое на усм отре­
ние учителя, к оторы й  не всегда м ож ет наилучш им  образом  реш и ть  все 
вопросы.

Д иалог с использованием моделей поведения

Д и ал о г  с использованием  моделей поведения пред п олагает  наличие 
двух участников, ситуации и определенного эм оц ион альн ого  тон а . О т 
участников требуется вести диалог в том  или ином эм оц ион альн ом  клю ­
че. Д ля этой цели не годится серия уроков, наприм ер курс Б и-би-си  или 
другие курсы  уроков на пластинках. Т ам , где из урока в урок ф игурирует 
одна семья, нет возм ож ности  ввести различны е эм оц ион альн ы е ситуации 
и нет возм ож ности  эм оционально ок раш и вать  определенны е язы ковы е 
явления. В каж дом  диалоге долж ны  у частвовать  новы е персонаж и, о т о ­
бранны е с таки м  расчетом , чтобы  удовлетворить  требован и ям , вы д ви ­
гаемым язы ковы м и элем ентами, воплощ енны м и в ситуации. Т аки м и  п ер ­
сонаж ам и м ож ет бы ть полицейский, которы й  тороп и тся  вернуться дом ой 
к чаю , и суетливы й, дотош ны й свидетель несчастного  случая; д о к то р , не 
терпящ ий возраж ений , и капризны й пациент, которы й  не хочет слуш ать 
его указаний о диете; покупатель, которы й  никак  не м ож ет сделать вы б о ­
ра. и раздраж енны й продавец.

Д и ал о г  долж ен  бы ть коротким  и четко. очерченны м. П реды дущ ие 
эксперим енты  п ок азали  (книга “ Im prove you r E ng lish”), что в нем долж но 
бы ть не более 8 реплик, даж е лучш е, если их будет меньше. Э то  н еобхо­
дим о, так  как д и ал о г  следует тщ ательно о тр аб о тать .
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С начала мы хотели, чтобы  диалоги  заучивались наизусть, а для т о ­
го. чтобы пом очь более слабы м  ученикам  восп рои звод и ть  реплики, 
предполагалось дать  в книге клю чевы е слова. О днако это  оказалось  пло­
хой системой, так  как  наличие клю чевы х слов заставляло  учеников см от­
реть в книгу, то гд а  как  при разговоре  следует см отреть  на собеседника. 
К ром е того , заучивание наизусть, если оно  практикуется сверх разум ны х 
пределов, м ож ет привести к том у, что д и ал о г  будет воспроизводиться 
механически, как  это наблю дается у актеров , играю щ их в пьесе, которая 
идет в течение до л го го  времени. П редставляется, что наилучш им  м ето­
дом  заучивания ди алогов  является м етод “п рочти  и скаж и ” , т.е. нуж но 
запом нить ди алог до тако й  степени, чтобы  в то  время, п ок а  ваш  собесед­
ник произносит свою  реплику, вы  м огли бы  бы стро  взглянуть  на свою  и 
произнести ее, не глядя в книгу. Следует строго  придерж иваться правила: 
“ Н икогда ничего не произносите, глядя в книгу!” Д ля тех, к то  д о стато ч ­
но хорош о запом нил диалог, этого  беглого взгляда будет достаточно.

Реж иссерская разработка, или либрет т о

Д иалог с использованием  моделей поведения отличается от  о тр ы в ­
ка из пьесы в том  отнош ении, что он представляет собой  реж иссерскую  
разработку , а не только  одни слова. Р азличны е актеры  м огут исполнять 
одну и ту же пьесу различны м  образом , а в таком  ди алоге точ н о  указано, 
как это следует делать - указаны  ударения, ритм , разм ечены  паузы , ука­
зано произнош ение нейтральны х гласны х и интонация.

Однако и этого  еще недостаточно. Следует такж е объяснить , п оче­
му говорящ ий делает паузу или употребляет определенную  интонацию . 
Н еобходим о добавить  и, так  сказать, сценические указания (наприм ер, 
куда глядеть и т.д ., так  как  интонация очень часто зависит от того , куда 
направлен взгляд). Д ля достиж ения наилучш их результатов  вооб щ е не­
обходимы не только  тщ ательно размеченная р азр аб о тк а , но и пластинки. 
О днако даже и этого  недостаточно. В идеале необходим о бы ло бы ис­
пользовать телевизор или фильм, чтобы  ученики не то л ько  слы ш али, как 
это говорится, но и видели, что при этом делается.

Р .Л А Д О

Обучение иностранному языку (научный подход)

Из главы 5. Принципы обучения языкам

Термин “научны й1' не означает “соверш енны й" или “всеобъем ­
лю щ ий". Н аучны й подход к обучению  учиты вает научны е данны е; он 
основывается на теории и на ряде принципов, находящ ихся в логической



взаимосвязи. Т акой  подход  п озволяет изм ерить результаты  обучения . О 
нем мож но судить на основе объективны х показателей . Он м ож ет п осте­
пенно соверш енствоваться на основе новы х ф актов и н ового  опы та .

П одход, представленны й в этой книге, основан  на н ауч н ой  л и н ­
гвистике. психологии  обучения, на теории , излож енной в преды дущ ей 
главе этой  книги , на принципах , излагаем ы х ниж е, на гипотезах , в ы те­
каю щ их из теории  или язы ко во го  опы та, и на объективны х п оказателях . 
Э то вполне сознательная п оп ы тка  научного подхода к области  обучения 
иностранном у языку.

Ввиду того , что научны е данны е не м огут прим еняться без учета ус­
ловий и целей обучения, некоторы е из типичны х п оказателей , которы м и  
определяется обучение язы ку, рассм атриваю тся наряду с п ри н ц и п ам и , 
характеризую щ им и научны й подход.

Принципы

Д ля определения науч н ого  подхода необходим ы  и до стато ч н ы  сле­
дую щ ие принципы . Здесь мы излож им  их лиш ь к ратко , в последую щ их 
же главах они будут разверн уты  в конкретную  п рограм м у обучения. Э ти 
принципы м огут прим еняться или же отвергаться по мере пополнения 
наш их знаний новы м и научно установленны м и ф актам и.

П ринцип 1. Сначала устная речь, потом письменная. Н уж но обучать  
сначала ум ению  п оним ать  речь на слух и говори ть , а затем  - чи тать  и пи ­
сать. Э тот принцип леж ит в основе устного (аудио - л и н гвальн ого ) п од­
хода.

И з лингвистики  мы знаем , что язы к наиболее полно вы является в 
устной речи. В письм енной речи не представлено произнош ение - и н то ­
нация, ри тм ,уд арен и е.

Э тот принцип не о зн ачает, что следует учить только  го во р и ть  и п о ­
нимать речь на слух. Он исходит из того , что расш иф ровка заф и к си р о ­
ванного письм енного м атери ала  без овладения моделями язы ка в устной 
речи неполна, несоверш енна или неэф фективна.

Э тот принцип действителен тогд а , когда целью  является то л ько  
обучение чтению . Если ученик, преж де чем приступить к чтению , о вл ад е­
ет основны ми конструкциям и  язы ка в устной речи, он см ож ет более ус­
пешно соверш енствовать приобретенны е им умения в области  чтения, 
чем в том  случае, когд а он ограничивается расш иф ровкой  текста. Ч тобы  
доказать  справедливость или же. н аоб орот , неправом ерность это го  тр е ­
бования, нуж на дальнейш ая эксперим ентальная раб ота . О дн ако  данны й 
принцип н аход и т подтверж дение в тех тактических преим ущ ествах, к о ­
торы е он  дает в обучении. У чащ иеся, овладевш ие язы ком  устно, м огут 
научиться читать более или менее свободно сами или с небольш ой  п о м о ­
щью. Те же, к то  научился лиш ь поним ать текст, не м огут, как  правило , 
сам остоятельно научиться устной речи.
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П ринцип 2. Речевые образцы. Д обейтесь, чтобы  учащ иеся как  м ож ­
но точнее усвоили речевы е образцы , употребляем ы е в разговоре. Т акая 
п рак ти к а , реком ендованная лингвистам и, вполне о п р ав д ан а  п сихологи­
чески. Х отя в печати и нет описаний психологических эксперим ентов, к о ­
торы е подтверж дали бы это  полож ение, он о  н еоднократно  о п равд ало  се­
бя на практике. П редлож ите ученику прослуш ать на родн ом  язы ке шесгь- 
семь однозначны х чисел в определенном порядке и затем  воспроизвести  
этот ряд. Затем проделайте то  же самое на изучаемом  язы ке; вы  убеди­
тесь. что ученики во втором  случае делаю т.горазд о  больш е ош и бок , хотя 
каж дое отдельно взятое числительное они м огут воспроизвести  на и н о­
странном  язы ке правильно. Т очно так  же учащ иеся м огут зап ом н и ть и 
воспроизвести  на родном  язы ке гораздо  более длинны е отрезки  речи, чем 
на иностранном .

Емкость пам яти на родном  язы ке у учащ ихся го р азд о  больш е, чем 
на иностранном . П рим еры  и модели на иностранном  язы ке учащ иеся м о­
гут воспринять в искаж енном  виде или же, восприняв прави льн о , забы ть 
через несколько мгновений. У ченик не м ож ет пользоваться прим ерам и 
для изучения грам м атики  или конструировать  другие прим еры  по ан ал о ­
гии из-за того, что эти прим еры  и модели не запом инаю тся. К огд а  он за ­
учивает диалоги , дополнительны е усилия, потраченны е на это , п озволят 
ему использовать эти диалоги  в качестве моделей и на этой  основе п ро ­
долж ать усвоение язы ка.

Лингвисты  одоб ряю т тренировку в умении вести р азговор , потом у 
что в разговорной  речи слова представлены  во ф разовы х структурах и 
контексте. Д иалогам  следует отдать предпочтение перед стихам и или л и ­
тературной  прозой, ибо разговор  содерж ит больш е основны х конструк­
ций язы ка в конкретном  контексте. П оэзия пользуется больш им  числом 
необы чны х конструкций и менее типичны ми вари ан там и  обы чны х кон­
струкций. В прозе редко употребляю тся вопросы , просьбы , ответы ; для 
нее характерны  довольно длинны е утвердительны е конструкции.

Принцип 3. Усвоение моделей как овладение навыками. Усвоение 
моделей долж но представлять собой овладение навы кам и путем речевой 
практики  по моделям. Знание слов, отдельных вы раж ений и (или) гр ам ­
матических правил не составляет владения язы ком . Р азговор  о язы ке не 
является знанием сам ого язы ка. Л ингвист, специалист по грам м атике, 
критик говорят и пиш ут о языке; ученик же долж ен научиться им пользо­
ваться.

Владеть язы ком - значит уметь пользоваться язы ковы м и конструк­
циями с правильны м  лексическим наполнением и в норм альном  речевом 
темпе. П онимание и даж е повторение вслух какой-либо м одели, возм ож ­
но, будет способствовать ее запоминанию , но никогда не зам енит упраж ­
нений в овладении навы ком  употребления модели в речи путем аналогии , 
варьирования и трансф орм ации. Это и есть р аб о та  по моделям.



Принцип 4. Практическое овладение фонетической системой языка.
Ф онетической системе язы ка следует обучать  как структуре, п ред н азна­
ченной для практического использования, путем п оказа, им итации , п од­
сказки. контрастирования и речевой практики . Н аблю де-ния п о к азы в а­
ют. что одно только  слуш ание образц ов  прави льн ого  произнош ения не 
ведет к овладению  хорош им  произнош ением , если язык усваивается не в 
раннем детстве. О тдельны е упраж нения, описание артикуляции  звуков, 
раб ота  над сходными звуками - все это м ож ет в конечном  счете привести 
к удовлетворительны м  результатам , но. для того  чтобы  учащ ийся о в л а ­
дел автом ати зи рован н ой , свободной  речью , необходим а трен и ровк а  в 
реч ев о й лея тел ь н о сти .

П ринцип 9. Речевая практика вместо перевода. П еревод  не может 
заменить речевой практики. Э то  полож ение мож но подкрепить следую ­
щ ими доводам и: 1) лиш ь немногие слова лю бой  пары  язы ков полностью  
эквивалентны  по значениям: 2) ученик, п олагая , что слова р од н ого  и 
иностранного  язы ков полностью  эквивалентны , приходит к н еп рави ль­
ном}' вы воду, что выполненны й им перевод пригоден для тех же с и п а ­
ний. что и те. которы е даны  в оригинале, и в результате делает ош ибки: 
?) дословны й перевод порож дает неправильны е конструкции.

П сихологически процесс перевода слож нее процессов говорения, 
поним ания речи на слух, чтения или письма. П еревод отличен от  этих ви ­
дов владения язы ком  и не является необходим ы м  для их усвоения. К ром е 
того , хорош ий перевод нельзя сделать, не владея в достаточн ой  мере 
иностранны м  язы ком . П оэтом у вначале мы обучаем  владению  язы ком , с 
тем чтобы  впоследствии, в случае необходим ости , обучать  переводу как 
отдельном у умению.

Л ю ди, одинаково  хорош о  владею щ ие двумя язы кам и , не п рибегаю т 
к переводу, употребляя один из них. В их распоряж ении  как  бы  две со о т­
несенные язы ковы е системы. П ользован и е переводом  ведет к чрезм ерно 
усложненном} ф ункционированию  умений в области  владения и н о стр ан ­
ным язы ком , к развитию  системы, части к оторой  не соотнесены , а п од­
чинены одна другой.

В настоящ ее время нет достаточны х данны х, чтобы  вы ступить  за 
или против применения перевода как способа передачи смысла того , че- 
м v нужно обучать, или же как средства проверки  поним ания. О дн ако  ис­
пользование целых предложений на родном  язы ке для передачи см ы сла 
диалогов , предназначенны х для заучивания, является обы чной  п р ак ти ­
кой. которой  придерж иваю тся м ногие лингвисты .

П ринцип 10. Нормативность языка. Н уж но обучать  язы к}, как он 
есть, а не язы ку, каким он долж ен бы ть. М ногие лю ди считаю т, что их 
речь (на родном  языке) неправильна, что п р ави льн а та  ф орм а, к оторая  
употреблялась раньш е, или та , к о то р ая  употребляется в другой  м естно­
сти. О днако  лингвисты  го во р ят  нам. что мерилом  п равильности  и гр а ­
м отности родн ой  речи являю тся ф орм ы , употребляем ы е образован н ы м и
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лю дьм и, для которы х  данны й язык является родны м , а не к ак и е-то  в о о б ­
раж аем ы е искусственные норм ативы . Э тот принцип п ред п олагает , что 
следует обучать  таком у  стилю  речи, каким  пользую тся о б р азо ван н ы е 
лю ди, для которы х это т  язы к является родны м.

Э т о т  принцип  не означает, что правилен только  оди н  стиль речи. 
Н ап роти в , если, нап ри м ер , в повседневной разго в о р н о й  речи принято  
уп отреблять  неполны е ф орм ы  слов, этом у нужно учить, но  в то  ж е время 
не исклю чается и обучение полным ф орм ам , чтобы  учащ иеся могли 
употреблять эти ф орм ы  в более оф ициальной обстановке или в письм ен­
ной речи.

Я зы к  является ком м уникационной  структурой. В теори и  ком м ун и ­
кации .любые наруш ения в канале, по котором у  осущ ествляется к ом м у­
никация, н азы ваю т ш умом . И спользование в речи неподходящ его  стиля 
или диалекта наруш ает процесс комм уникации, делает его неполноцен­
ным и тем самы м создает своеобразны й “ш ум ” .

Э тот принцип не делает исключения для местных д и алектов . О дн а­
ко сущ ествование дан н ой  проблемы  нельзя отрицать. В н екоторы х язы ­
ках, таких, как , наприм ер, китайский, один из местных ди ал екто в  п ри ­
знается общ ен ац и он альн ой  нормой. В других язы ках  ни один из ди алек­
тов не м ож ет считаться общ епринятой норм ой. В таких случаях реш ение 
долж но бы ть стратегическим: оно долж но приним аться с учетом  целей 
изучения язы ка и круга лиц, с которы м и учащ ийся будет общ аться.

Принцип 11. Тренировка. Больш ая часть учебного врем ени долж на 
отводиться на тренировку  в пользовании язы ком . Э тот принцип  о п р ав ­
дан психологически, ибо  при прочих равны х условиях объем  усваиваем о­
го м атериала и прочность усвоения прям о проп орц и он альн ы  объему 
тренировки.

Л ингвисты  показали  значение тренировки для овладения язы ком , 
основанного  на им итации  и на работе по моделям. Ф риз (Fries), н ап ри ­
мер, реком ендует отводить  85% учебного времени на тренировку  и не б о ­
лее 15% н а  объяснения и комм ентирование. С ам ы м  убедительны м  аргу ­
ментом в пользу этого  принципа служит успех курсов интенсивного  обу­
чения английском у язы ку, организованны х Ф ризом , и успех интенсивно­
го обучения иностранны м  язы кам , которое велось под руководством  
лингвистов во время второй  мировой войны. Х отя специальны е экспери­
менты и не ставились, результаты  обучения на этих курсах го во р ят  сами 
за себя.

Д.ЭБЕРК РО М БИ  

К вопросу об основных принципах

Л ю д и  реш аю т изучать языки по самы м различны м  причинам  - 
комм ерческим , социальны м , научным, учебны м, и р азр аб о тат ь  курс для
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начинаю щ его, которы й  точно  знает, для чего ему нужен язы к, и знает, 
что не имеет отнош ения к его цели, сравнительно просто. Г о р азд о  слож ­
нее р азраб отать  удовлетворительны й курс для подавляю щ его  б ольш и н ­
ства начинаю щ их, цель которы х  в изучении язы ка сводится лиш ь к см ут­
ному убеждению , что знание язы ка будет так  или иначе “п олезн ы м " (что. 
несомненно, справедливо). Л ю ди м огут изучать и изучали язы ки всевоз­
можными м етодам и; преподавание язы ка - это искусство, а не наука, и 
хорош ий преподаватель  м ож ет добиться результатов при лю бом  методе. 
Тем не менее м ож но считать, что лучш е всего прим енять наиболее р а ­
циональны й метод, м аксим ально соответствую щ ий соврем енном у уров­
ню знания. В этой  главе я хочу рассм отреть  некоторы е из основны х 
принципов, которы е долж ны  бы ть приняты  во вним ание при составле­
нии курса для начинаю щ их.

Знать язы к - зн ачи т уметь читать, писать, говорить  на этом  язы ке и 
поним ать, когда на нем говорят. Э то четы ре различны х и легко  вы чле­
няемых вида деятельности  (каж дым из них м ож но овладеть независимо 
от другого; не каж ды й  человек способен овладеть ими всеми; некоторы е 
виды пораж ения м озга  м огут вы звать полную  потерю  одн ого , не з а т р а ­
гивая серьезно других), хотя в глазах  обы чного  человека они так  тесно 
переплетены , что ему трудно дум ать или говори ть  об одном  из них вне 
связи с остальны ми.

У становлено, что внутренняя речь при чтении про себя протекает в 
том произнош ении, которое  для данного  язы ка бы ло вы учено первы м , и 
что. если позднее будет усвоено другое произнош ение, чтение про себя не 
перебазируется на него, и время от времени оно н азой ли во  будет вто р ­
гаться в сознание. Ч тобы  убедиться в справедливости  этого , читатель 
м ож ет сам проделать  эксперимент; мой собственны й оп ы т, наприм ер, 
чтения по-латы ни - а я сначала учил старом одное, а затем  уже 
"реконструированное" произнош ение латы ни - подтверж дает это вне 
всякого сомнения.

Д ля изучаю щ его иностранны й язы к трудность м огут представлять 
не только средства устной и письм енной речи сами по себе, но и их в за и ­
м оотнош ение. К огд а  о язы ке, наприм ер английском , го во р ят , что у него 
"неф онетическая" орф ограф ия, имеется в виду, что соответствие звуков 
буквам  является беспорядочны м .

Х отя разница между устной и письм енной речью  - это  преж де всего 
разница в средствах, эти последние неизбеж но оказы ваю т влияние на ис­
пользование язы ка, которы й  они передаю т. Уже то т  ф акт, что  одни усло­
вия м имолетны , а другие долговечны , определяет различие их соц и аль­
ных функций. У стная речь неизбеж но ограничена рам кам и  присутствия и 
ситуации, в к о то р о й  мы находимся. П исьм енная речь в го р азд о  меньшей 
степени зависит о т  непосредственного м атериального  окруж ения, и, п о ­
скольку над ней м ож но разм ы ш лять сколько угодно, она в состоянии пе­
редавать более слож ны е мысли и аргум ентацию , чем м ож ет воспринять
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на слух больш инство лю дей. Значительность  влияния средств устной и 
письменной речи на грам м атические конструкции  и лексику легко  осоз­
нается каж ды м , кто попы тается переделать лекцию  в статью  или н ап и ­
сать текст радиопередачи, к о то р ая  при чтении вслух долж н а звучать так. 
как если бы это бы ла естественная устная речь.

Бы ло время, когда считалось  сам о собой разум ею щ им ся, что един­
ственной истинной ф орм ой язы ка является его письм енная ф орм а, а уст­
ная речь рассм атривалась лиш ь к ак  отраж ение письм енной. Э то  казалось 
настолько очевидны м , что аргум ентация в пользу этого  полож ения счи­
талась излиш ней. В наш и дни  считается сам о собой разум ею щ им ся, что 
единственной истинной ф орм ой  язы ка является его  устная ф орм а, а 
письменная является ее отраж ением , и теперь это каж ется столь же оче­
видным.

С ущ ествовавш ая в прош лом  то ч к а  зрения ок азала  отню дь не бла­
готворное влияние на изучение новы х язы ков. П о ка  придерж ивались 
этого взгляда, ни о каком  улучш ении м етодов обучения произнош ению  
не м огло бы ть и речи, и учащ иеся часто  сталкивались с тем  ф актом , что 
ни они не поним али носителей язы ка, которы й  они изучали , ни послед­
ние не поним али их. С оврем енная то ч ка  зрения долж на бы  п ред отвра­
тить подобны е явления в будущ ем. О дн ако  если ее придерж иваться не­
критически, вполне возм ож но, что и он а не всегда будет оказы вать  б л а ­
готворное влияние. Д ействительно ли устная ф орм а является истинной 
формой языка?

Устная речь первична в двух смыслах: 1) в плане истории человече­
ства: она появилась раньш е письм енной речи; 2) в плане развития инди­
вида: она усваивается раньш е, чем чтение и письмо. О дн ако  при препо­
давании иностранны х язы ков мы  имеем дело почти  исклю чительно с 
грам отны м и членами грам отны х слоев общ ества; является ли для них 
устная речь все еще первичной? В ряд ли в каком -либо  смысле этого  слова 
можно утверж дать, что это  так. Тем  не менее ш ироко распространено 
мнение, что все обучение язы ку долж но стронься на устной речи и что 
устной речи следует обучать в первую  очередь. В обоснование этого  вы ­
двигаю т два аргум ента: первы й, что это  “естественны й’" путь, ибо  так  ус­
ваивает язы к ребенок, и второй , что , если сначала усваивается письм ен­
ная речь, овладеть потом устной речью  труднее, в то  время к ак  овладение 
устной речью  - лучш ее введение к  письм енной речи. К ак  указы вается ни­
же. слово “естественный” в этом  контексте лиш ь вводи т в заблуж дение, и 
я никогда не встречал убедительны х подтверж дений вто р о го  аргум ента, 
хотя смешение понятий “письм енны й язы к ” и “литературны й  язы к” час­
то запуты вает вопрос. У тверж даю т, что, если учащ иеся сначала усвоят 
письменную речь, есть опасность, что речь их будет напы щ енной  и в р а з­
говоре они будут употреблять таки е слова, как steed (конь) и tom e (том). 
Случись так , виной том у будет смеш ение не письменной и устной речи, а 
активного и пассивного словаря. Т акие слова, как steed и tom e, относятся
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к словарю  ли тературн ого  язы ка, которы й  для и ностранца почти целиком 
долж ен всегда оставаться пассивны м, если этот иностранец  не обладает 
способностям и К онрада.

Возмож но, эго  и правда, что устная речь в количественном  о тн о ­
шении играет более важ ную  роль в повседневной жизни больш инства 
лю дей; однако это  не означает, что она важ нее в качественном  отн ош е­
нии. Более то го , как  бы  часто учащ ийся не п ользовался  устной речью  в 
родном  язы ке, в языке, которы й  он изучает, его потребность  в устной р е­
чи м ож ет не превы ш ать потребности  в письм енной речи; н ап роти в , даже 
более вероятно, что последняя будет ему нужнее.

X. ДА Н К ЕН  

Чтение на иностранном языке

Х отя в наш и дни ш колы  на занятиях иностранны м  язы кам  обучаю т 
в основном  говорению  и поним анию  устной речи на слух, вес же для 
очень многих лю дей главной  целью изучения и н остран н ого  язы ка о ста­
ется умение достаточн о  бегло читать, получая от  чтения пользу и удо­
вольствие.

Ц еленаправленное чтение, в результате к о то р о го  человек, изучаю ­
щий язы к, начинает поним ать  культуру и б ы т н арода, говорящ его  на 
данном  языке. - важ ная часть курса и ностранного  язы ка. В тако м  курсе 
главное вним ание уделяется содерж анию  читаем ого  и связанной  с этим 
содерж анием  деятельности . Э та деятельность будит мысль ученика, ведет 
к лучш ему поним анию  н арода страны  изучаем ого  язы ка, готови т его к 
том у, чтобы  стать граж данином  мира.

В процессе овладения умением читать н а иностранном  язы ке п ере­
вод с одного язы ка на другой  ни в коем случае не долж ен бы ть ни сам о­
целью . ни главны м  средством усвоения язы ка. В обы чны х условиях о б у ­
чения чем м еньш е учащ ийся прибегает к переводу, тем соверш еннее п ри ­
обретаем ы й им навы к чтения. Э пизодическое использование перевода 
м ож ет оказаться полезны м, частое же применение перевода в лю бом  
классе создает только  помехи в обучении. Ц елью  учебной деятельности 
учащ егося долж но бы ть непосредственное поним ание текста; учитель со 
своей стороны  долж ен поставить  перед собой задачу пом очь учащ емуся 
достичь такого  поним ания наиболее просты м и бы стры м  путем.

Н епосредственное, мгновенное поним ание н ап ечатан н ого  отрезка 
текста - иными словам и, свободное чтение - п ред п олагает  незатруднен­
ное восприятие , во-первы х, образов  и, во-вторы х, семантических единиц. 
О владение иностранны м  язы ком  означает усвоение новых сим волов 
предм етов и понятий . Э то достигается посредством  ассоциирования н о ­
вых символов с предм етам и и понятиями или же путем ассоциирования
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их с уже известны м и сим волам и, имею щ ими определенное значение. Н о 
для непосредственного поним ания необходим а прям ая связь сим вола с 
предметом или понятием : слово, не связанное с понятием , не более п о ­
лезно, чем дверная ручка без двери.

Д алее, мы видим , что для чтения на иностранном  язы ке требуется 
лиш ь распознавание новы х для учащ ихся сим волов - словаря , и д и ом ати ­
ки и грам м атики . Д аж е если особы й упор делается на обучение навы кам  
чтения, нужно одноврем енно развивать  и различны е другие взаи м освя­
занны е умения. К акой  бы  ни бы ла цель изучения и н о стр ан н о го  язы ка, 
эта цель м ож ет бы ть  достигнута легче и бы стрее на основе м н о го сто р о н ­
него и в то  же врем я целостного подхода.

С начала учащ ийся слуш ает и поним ает услы ш анное. Затем  он го ­
ворит и по достиж ении определенной беглости речи учится расп озн авать  
напечатанны е слова как  обозначения предм етов или понятий . Н ау ч и в­
шись читать он . обучается письму. Т акое разностороннее обращ ение к 
его интеллекту не только  ускоряет ф орм ирование н авы к а чтения, но и 
делает его более прочны м . Грам м атика наилучш им об р азо м  усваивается 
индуктивно, из р азго в о р а  и соответствую щ его текста для чтения, п остро­
енного на неслож ном  вокабуляре и идиом ах, взяты х из повседневной  р е ­
чевой практики лю дей, язы к которы х изучается. П ервостепенное зн аче­
ние имеет трен и ровка в поним ании речи на слух (нуж но отм ети ть, что 
лиш ь очень нем ногие глухонемые в возрасте от двенадцати  до  восем на­
дцати  лет умею т по-настоящ ем у читать).

О тобранны й  м атериал долж ен иметь самое непосредственное о т ­
нош ение к культуре и жизни страны  изучаем ого язы ка, сод ерж ать  инте­
ресные и полезны е для учащ егося сведения и, конечно, соответствовать  
уровню  их знаний. Н ередко стимул для изучения язы ка д а ю т  рассказы , 
содерж ащ ие повторы , и диалоги . Текст приобретает для ученика смысл, 
когда он м ож ет установить определенное соотнош ение м еж ду своим 
жизненным опы том  и содерж анием этого текста. О бъем чи таем ого  д о л ­
жен определяться нуж дами, интересами и способностям и изучаю щ их 
язык. Больш ая часть програм м  чтения н а  иностранном  язы ке претендует 
на слишком многое. О днако нельзя забы вать , что качество  важ нее, чем 
количество.

Н ачальны й этап обучения языку - самое подходящ ее время для 
ф орм ирования у учащ егося правильного  подхода к овладению  изучае­
мым языком. О днако  правильное отнош ение к чтению , ведущ ее к совер­
шенному владению  данным умением, вы рабаты вается лиш ь в ходе п ро ­
долж ительной. медленной и кропотливой  работы . И нтенсивное чтение - 
это подготовка к другим видам чтения: экстенсивному, чтению  по вы б о ­
ру самого учащ егося, чтению в каникулярное время - ему нуж но уделять 
на занятиях особое внимание. И нтенсивное чтение, протекаю щ ее под ру ­
ководством учителя, настолько соверш енствует умение читать  текст на 
иностранном язы ке, что учащ ийся начинает получать о т  него удовольст-
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вне. Учитель долж ен постоянно н ап равлять  чтение в классе таки м  о б р а ­
зом. чтобы учащ ийся м ог успеш но п родолж ать  интенсивную  р аб о ту  са­
мостоятельно. К аж ды й этап урока чтения нуж но тщ ательн о  п л ан и р о ­
вать.

М етоды проведения интенсивного чтения м огут бы ть различны м и , 
и нет такого  рецепта, которы й  бы л бы пригоден для всех учеников. Н о 
какой бы аспект р аб оты  ни вы делялся н а  уроке в качестве главн ого : во- 
кабуляр, грам м атика, идиом атика ,.произнош ение, устная речь или сведе­
ния из области культуры , - конечной целью , повторяем , д олж н о  бы ть не­
посредственное поним ание содерж ания читаем ого  (бесполезно ож идать, 
что это умение вдруг появится сам о собой в результате и спользования 
перевода). Н иже предлагаю тся некоторы е реком ендации  к проведению  
занятий по обучению  чтению  в классе.

1. Н еобходим о создать у учащ ихся целевую  установку  на чтение 
текста и пробудить у них интерес к его содерж анию . П оявление у у ч а ­
щихся интереса к том у, что они читаю т, - полови н а успеха всей раб оты . 
Д ля поддерж ания интереса поставьте перед учащ им ися цель в р аб о те  над 
каж дым отры вком  или абзацем  и проверяйте, достигнута ли эта  цель.

2. С лова, конструкции и ф разеологию , которы е встретятся учащ и м ­
ся в тексте, вводите заранее, до  чтения текста.

3. О знаком ьте учащ ихся с ком м ентариям и , словарем , к артам и  и ил­
лю страциям и (глаголы  обы чно даю тся в неопределенной ф орм е, сущ ест­
вительны е - в единственном числе).

4. а) задавайте на иностранном  язы ке вопросы , ответы  на которы е 
учащ иеся будут искать в тексте;

б) предлож ите им п рочи тать  вслух отры вок , содерж ащ ий ответ 
на заданны й вопрос, а затем  повторите это т  вопрос, с тем . чтобы  полу­
чить ответ на иностранном  языке.

5. Чтение учителем и зб ран н ого  текста или воспроизведение звуко ­
записи долж но служить для учащ ихся образц ом  и стим улировать  их ин­
терес. Н уж но дать ученикам возм ож ность п рочи тать  текст вслух индиви­
дуально или по группам . Если это д и ал о г  - пусть они п рочи таю т его по 
ролям.

6. Н уж но удостовериться в том , что учащ иеся п он и м аю т знаком ы е 
им слова, которы е, возм ож но, окаж ется необходим ы м  п овтори ть.

7. Раскры вайте значение незнаком ы х слов при пом ощ и ж естикуля­
ции. мимики, просты х рисунков на доске или описательно. У чащ иеся м о­
гут догадаться о значении новы х слов, разлож и в их на составны е части 
(корни и аффиксы), соотнеся их с аналогичны м и  словам и в родном  или 
каком -либо другом  известном им язы ке, или же просто  по контексту 
(слово - это относительная единица язы ка, к о то р ая  м ож ет м енять свое 
значение, функцию , форму и место в предлож ении). П усть ученики вы де­
ляю т синонимы, антоним ы , родственны е слова. С  сам ого первого  урока 
неж но обращ ать вним ание на близкое родство  отдельны х слов в родном
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и иностранном  язы ках. Следует такж е обращ ать  вним ание на отличия 
слов и оборотов  иностранного  язы ка от слов и оборотов  род н ого  языка.

8. У чащ иеся долж ны  повторно читать предлож ения, в которы х 
встречается новое слово или оборот речи, и пы таться установить его зна­
чение.

9. П редлож ите ученикам подчеркивать слова, в значении  которы х 
они сом неваю тся, и проверять значение таких слов по словарю . Затем 
они долж ны  вы бирать те значения, которы е лучш е других подходят по 
контексту, и отмечать их на полях.

10. П редлож ите подчеркивать трудные м еста текста и отм ечать их 
вертикальны м и линиями на полях. Если смысл фразы  не вполне ясен, 
следует ставить на полях знак вопроса.

11. Н айдите ту местность, о которой  идет речь в тексте, на больш ой 
настенной карте и проиллю стрируйте рисункам и реалии , связанны е с 
культурой страны  изучаемого языка. Д айте пояснения об им енах собст­
венных и о тех сущ ествительных, которы е несут культурную  характери ­
стик)'.

12. П редлож ите учащ имся быстро перечитать весь отры вок , чтобы  
у них создалось целостное впечатление о прочитанном .

13. П редлож ите учащ имся записы вать в тетради  клю чевы е слова, 
идиомы и другие обороты  речи, а такж е два-три  вопроса на иностранном  
языке, чтобы  они могли быстрее схватить общ ий смысл отры вка; разре­
ш айте им самим отбирать слова для ответов.

14. В заклю чении предлож ите одному или нескольким  учащ имся 
кратко  пересказать на иностранном  языке рассказ или какой -ли б о  другой 
текст.

15. П редлож ите учащ имся время от времени п овторять  клю чевые 
слова, идиом ы  и другие обороты  речи, с тем, чтобы  и спользовать  их в 
качестве ядра активного словарного запаса.

В аж ны м  ф актором  в овладении язы ком  является точность  в п рои з­
нош ении, так  же как и в поним ании смысла прочитанны х слов. П оэтом у 
учащ иеся долж ны  м ного читать вслух в классе. О днако и чтению  про себя 
долж но бы ть отведено место.

И .Б И Л Л О У З 

Чтение и изучение художественной литературы , 
обучение эффективному чтению

Здесь не меш ает вспомнить, что понятие “эф ф ективное чтение” о б о ­
значает несколько видов умения:

1. Л егкое неторопливое чтение.
2. а) беглое просм атривание (вспомните, как  вы ищ ите в газете п о ­

следние известия);
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б) беглое просм атривание с целью уяснения основного  содерж а­
ния главы или книги.

3. С ерьезное, аналитическое (вдумчивое) чтение.
4. Реф ератное чтение - чтение кратких излож ений, резю ме, вы дер­

жек, сообщ ений и т.п.
В интересах подготовки  к действительно эф ф ективному чтению  

всех видов учитель долж ен  следить за тем. чтобы  вначале учащ иеся при­
ступали к чтению  очередного отры вка учебника только  тогд а, к о гд а  его 
м атериал уже достаточн о  хорош о усвоен; они долж ны  научиться узна­
вать все новы е слова на бум аге, а писать их следует начинать только  т о ­
гда. когд а учащ иеся уже выучили их звуковую  форму. Н а  первы х годах 
обучения чтение долж но представлять собой бы строе узнавание лого , что 
уже хорош о известно, а не медленную расш иф ровку  кода или го л о в о ­
ломки. Т олько  тогд а , когда учитель обнаруж ит, что  его учащ иеся заранее 
читаю т м атериалы  учебника и становятся более смелы ми в чтении д о ­
полнительны х текстов, ему следует начать давать  им более трудны й м а­
териал, содерж ащ ий незнакомы е слова и вы раж ения. С начала он может 
давать  такой  м атериал  только  нескольким наиболее способны м  учащ и м ­
ся и постепенно расп ростран ять  эту привилегию  на остальны х. Б лаго д а­
ря том у, что теперь он ставит перед учащ имися задачу  овладеть р азн о о б ­
разны ми умениями, их интерес и заинтересованность повы ш аю тся.

1. Легкое неторопливое чтение развивается на базе чтения облегчен­
ных текстов - таких , которы е иногда назы ваю т “тексты  без детали зац и и ", 
потом у что экзам енаторы  не требую т д етальн ого  знания их. У читель 
должен стараться давать  своим учащ имся достаточн о  м ного  легкого  чте­
ния на том  лексическом м атериале, которы м  они свободно владею т, и в 
основном в пределах структурны х моделей, усвоенных к этом у времени. 
Т акое чтение предназначено не для обеспечения усвоения учащ им ися н о ­
вого язы кового  м атери ала, а для активизации то го  м атериала, которы й  
он уже знает, с тем, чтобы  он мог читать бегло и с полны м  поним анием .

2. Беглое просматривание - это полезное умение, которое стои т р аз­
вивать ради него самого. Если, начиная с четвертого года обучения, по 
крайней мере один раз в неделю приносить в класс газеты  и давать  уча­
щимся специальны е упраж нения в беглом просм атри ван и и , к концу курса 
это умение разовьется в необходим ой степени.

3. Серьезное, аналитическое и вдумчивое чтение - такое  чтение, к о ­
торого  требую т лучш ие образцы  литературы  и наиболее глубокие п р о и з­
ведения по вопросам  политики, ф илософ ии, религии , эконом ики , науки и 
техники, - лучш е всего обеспечивается тренировкой , которая  подразум е­
вает обсуждение прочи тан н ого  отры вка.

4. Рефератное чтение - это тип  чтения, которы й  р азви ваю т созна­
тельно в незначительной  степени, хотя учебная р аб о та  во многом  зависит 
от его результатов. О бы чны е ш кольны е учебники по больш инству  пред­
метов представляю т собой краткое излож ение больш ого  числа бол,ее спе­
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циальных работ, прочитанны х их авторам и. Ж елательно, чтобы  не вся 
эта работа заранее проделы валась учителем или его сою зником  - ав то ­
ром учебника. И нициативны й учитель сумеет сделать так , что отдельные 
группы его класса будут сами подбирать  м атериал , аналогичны й  том у, из 
которого авторы  учебников зачастую  создаю т всем нам известный бес­
цветный пересказ. В результате каж ды й из его учеников будет иметь воз­
можность познаком иться с первоисточниками - хотя и в ограниченном  
объеме, - а результаты  каж дого  из таких знаком ств пойдут на пользу ос­
тальным ученикам класса. Э то  гораздо  более zweckmaBig (или, скажем, 
целенаправленно), чем искусственная подготовка для учителя резю ме вне 
связи с какой-либо конкретной  задачей.

П рактические ш аги для увеличения скорости и правильности чтения

Д аж е на весьма ранней стадии обучения учитель м ож ет предприни­
мать шаги для развития у своих учеников умения читать бы стро  и п р а­
вильно. М ож но, наприм ер, сохранив стары е учебники, по которы м  ш ко­
ла больш е не раб отает , разрезать  их на тексты подходящ ей длины 
(несколько страниц), напечатать на м аш инке вопросы  для проверки по­
нимания и приклеить к ним. К аж ды й раз, когда у учителя есть десять ми­
нут свободного времени, он м ож ет раздать классу ком плект м атериалов 
и установить время, в пределах которого  учащ иеся долж ны  прочитать 
текст и ответить на вопросы ; так  как  при этом  не преследуется цель п ро ­
верки письменной речи, вопросы  долж ны треб овать  только  ответа "д а” 
или "нет” , или галочки  против правильны х утверж дений, или написания 
цифр.

Д ругое упраж нение м ож ет заклю чаться в том . что класс читает в 
течение минуты и каж ды й ученик карандаш ом  отм ечает то  место, до к о ­
торого  он дош ел: победитель соревнования и ученики, занявш ие второе и 
третье места, вы ходят к доске и отвечаю т на вопросы  (ж елательно, чтобы 
их задавали  ученики, хуже других справивш иеся с заданием ) по содерж а­
нию прочитанного. И ли же учащ иеся долж ны  в поисках ответа на в о п р о ­
сы прочитать определенные разделы  в книгах либо  расш иты е на тетрад­
ки учебники, о которы х только  что шла речь, и встать, как  только  они их 
нашли. Еще один возм ож ны й вариант: учитель пиш ет на доске отры вок 
из книги, пропуская некоторы е слова: ученики долж ны  найти  этот о тры ­
вок в книге и вписать недостаю щ ие слова.

Н а картонны х карточках  мож но н апечатать  ариф метические зада­
чи, рассчитанны е на сообразительность, неслож ны е детективны е го л о во ­
ломки и другие задачи , которы е долж ны  реш ать учащ иеся; каж ды й уче­
ник получает такую  карточку  и, записав свой ответ, передает карточку 
соседу; тот, кто сумел правильно ответить на наибольш ее количество з а ­
дач. является победителем.
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Н а раннем  этапе в последние пять минут м ногих уроков м ож но ус­
пешно прим енять так о е  веселое упраж нение (которое проходит в виде 
друж еского соревнования): выполнение мимических действий в соответ­
ствии с указаниям и , записанны м и на карточках , к оторы е на мгновение 
предъявляю тся учащ имся, например:

Выпей воды.
Попрыгай как кролик.
Вдень нит ку в иголку и т.п.
М ож но р азд ать  ученикам  карточки  с распоряж ениям и, которы е 

долж ны  бы ть бы стро  вы полнены , например: “Выйди в сад, найди там  уз­
кий лист с остры м  кончиком  и круглы й гладкий к ам ен ь", а в качестве 
дом аш него задания м ож но давать  гораздо  более слож ны й список расп о­
ряжений, предполагаю щ их ведение наблю дения в городе.

У. Р И В Е Р С  

Пусть они говорят то, что им хочется сказать!

• В одной  из п рограм м  курса иностранного  язы ка я прочла: “П осле 
того  как учащ ийся овладеет основны ми моделями и структурам и, он н а­
чинает п ракти коваться  в их употреблении, все больш е и больш е его кон ­
тролируя, и наконец  переходит к свободной речи". К ак  восхитительно 
просто это звучит! М ы  с упоением вдыхаем это т  ж ивительны й воздух 
простоты . У чащ ийся каким -то образом  овладевает основны ми 
"м оделям и и структурам и” , мы даем  ему возм ож ность  практиковаться 
под наш им строгим  контролем , и во т  он уже свободно  го во р и т  в лю бой 
ситуации без наш ей пом ощ и.

Совсем недалеко то  время (а каж ется, что с тех пор прош ла целая 
вечность), к огд а  абсолю тно все считали, что для свобод н ого  владения 
язы ком надо  учить структуры  и аккуратно вы полнять  упраж нения на их 
использование. Всем бы ло ясно, чего надо доб и ваться , и все бы ли убеж ­
дены, что знаю т, как  этого  добиться. Н о достигалась  ли цель обучения в 
действительности? И  тогда и сейчас преподаватели  постоянно слы ш ат 
ж алобы  от учащ ихся: “Я  не могу сказать ничего своего, того , что мне 
действительно хочется сказать. Я  говорю , а получаю тся ф разы  из учеб­
ника” . П ечальны й вы вод, появивш ийся в одном  солидном  издании в 1948 
году, столь же справедлив и в наш и дни: “ М ногие студенты могут при­
ним ать участие в заученны х разговорах  легко  и без всяких усилий, но 
мало кто м ож ет д о л го  говорить  на тему, являю щ ую ся лиш ь слабой в а­
риацией того , что “проходилось” , а на неож иданную  тему аб солю тно все 
говорят, дум ая по часу и запинаясь на каж дом  ш агу ” . За четверть века

• VVilga М .Rivers Talking Off the Tops of Their Heads. “Tesol Q uarterly’
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мы мало приблизились к реш ению  сам ого  волную щ его для нас вопроса - 
как  развивать способность общ аться на иностранном  языке? М ы можем 
интенсиф ицировать тренировку в классе (тренировка по моделям, трени­
ровка на варьирование моделей, трен и ровка на вы бор  модели), но как 
осущ ествить этот .“прыж ок в ком м ун и кац и ю ”? Ребенок овладевает всеми 
необходим ы м и для плавания движ ениям и, когд а лю бвеобильны е родите­
ли держ ат его крепко или отпускаю т чуть-чуть, но все время стоят н аго ­
тове. чтобы пом очь малыш у, как  только  он почувствует неуверенность. 
И вдруг ребенок поплыл! Секунду н азад  он еще не умел плавать , а теперь
- умеет! Д виж ения те же самые, но деятельность уже принципиально иная
- э т о  психологическое различие. Н о как  же все-таки неумею щ ий плавать 
вдруг становится пловцом 9 О н становится автоном ны м  в своих движ ени­
ях, в направлении этих движ ений, он  полагается на свои силы, а не рас­
считы вает на чью -либо помощ ь. П росто  он отталкивается и плы вет, вот 
и все! К ак же довести наш их учащ ихся до  такой  автоном ной , сам остоя­
тельной деятельности в использовании язы ка? Ведь это  центральная за ­
дача наш его обучения. И пока она не будет реш ена, мы будем лиш ь зря 
тратить  время, разрабаты вая все новы е и новы е изощ ренны е методы, к о ­
торы е создаю т лингвистических уродцев, калек, у которы х  р азви та  н еоб­
ходимая для хождения м ускулатура, но которы е не ум ею т ходить сами. 
“С понтанное вы раж ение”, “раскрепощ енная речь” , ’’творческое исполь­
зование язы ка” - терминов м ож но придум ать сколько угодно, а заветная 
цель будет так  же далека. И все-таки посм отрим , что мы на сегодняш ний 
день можем сделать для достиж ения этой  цели, вплотную  подойдя к 
практическом у реш ению  проблемы .

Д авайте начнем с того сам ого  места, где все мы споты каем ся. К ак 
пом очь учащ емуся перейти о т  накапливания знаний о том , какие язы ко­
вые явления и факты  участвую т в ком м уникации , к реальном у использо­
ванию  этих знаний и ф актов для разнообразнейш их, непредсказуемых 
целей, которы е возникаю т в процессе общ ения одного  человека с другим 9 
Н ам  не нуж но новых способов заклад ы ван и я в головы  учащ ихся язы ко­
вых знаний - у нас позади “двадцать  пять веков обучения язы ку”*. В этом 
гром адном  опы те мы можем сколько угодно ры ться и вы бирать  то , что 
наиболее соответствует наш им  теоретическим  убеждениям и вкусам , а 
такж е особенностям  этой группы  учащ ихся, с к о то р о й  м ы -в данны й м о­
мент занимаем ся. Все равно каж ды й  учащ ийся на сам ом  деле пользуется 
собственной стратегией, хотя нам  и каж ется, что все одинаково  следую т 
наш им указаниям.

Н ам  как  раз и нужна такая  модель обучения, где бы  наш лось место 
для этой индивидуальной стратегии в обучении ком м уникации. Схему 
вклю ченны х в такую  деятельность процессов м ож но представить так:

* Kelly Twenty-Five Centuries of Language Teaching. N.H. 1969.
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Cognition
познание

. Reception 
восприятие

Skill - getting
приобретение
навыков

Production (or 
Pseudo-Com m unication)

A bstraction
обобщ ение

I производство речи(или  
С. псевдокоммуникация)

Articulation
артикуляция
C onstruction
построение

<
Perception

прием

С
M otivation 
to  Com m unicate

Skill - using
применение
навыков

Interaction
общение

Expression
передача

^мотивация для 
коммуникации

С пособность к ком м уникации , к  речевом у взаим одействию  предпо­
л агает  наличие определенны х знаний  (познание), относящ ихся к воспри­
ятию  отдельны х единиц язы ка, категорий  и ф ункций, так  и к усвоению  
правил , связы ваю щ их эти категории  и функции. Я не собираю сь р ас ­
см атривать здесь вопрос о то м , каким  образом  эти знания п ри обретаю т­
ся. а хочу лиш ь подчеркнуть допустим ость (а возм ож но, и необходи­
мость) различны х подходов к достиж ению  этих знаний. Я сно, что п р и о б ­
рести эти знания необходим о. В процессе получения этих знаний учащ ий­
ся учится производить отрезки  речи: он учится через действие. К аким  
словом это действие н азвать  - “упраж нение", ’’тр е н и р о в к а '7, 
"деятельность". - не сущ ественно, важ но, чтобы  бы л какой-то  вид трени­
ровки на сведение воедино получаем ы х знаний. У чащ ийся долж ен усво­
ить приемлем ое произнош ение и умение бы стро  составлять из знаком ы х 
элем ентов осмы сленны е цепочки слов.

К ак бы мы ни старались приблизить эти действия к ситуациям  ре­
альной жизни, они редко вы ходят за  рам ки  псевдокоммуникации  - они н а­
правляю тся извне, а не исходят от  сам ого  учащ егося, это  не есть незави ­
симая деятельность учащ егося. Его вы сказы вание м ож ет бы ть даж е о р и ­
гинальны м, что касается ком бинации  отрезков речи, но при этом уча­
щ ийся не вы раж ает ничего, что лично  для него имеет какое-либо значе­
ние, и не восприним ает никакой  действительно значим ой для него ин­
ф орм ации. Э то просто тренировка н а  построение ком м уникативны х вы ­
сказы ваний. и как тако в ая  он а представляет ценность. Э то очень близкое 
приближ ение к реальной  ком м уникации , внеш не весьма схожее с ней, но 
эта деятельность не всегда и не обязательно позволяет учащ емуся п о к а­
зать, что он уже соверш ил это т  самы й “пры ж ок в ком м уникацию ” - д о ­
бился автоном ии своей речевой деятельности, что имеет принципиальное
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значение. В том -то  и причина всех наш их неудач, что мы всегда были 
удовлетворены , считали цель достигнутой , когда учащ ийся достигал 
уровня этой псевдоком м уникации. П ри  этом  мы всегда п редполагали , 
что навы ки, достигнуты е на этом  уровне, автом атически  будут перенесе­
ны на реальное общение. И н огд а мы п оощ ряли  робкие п оп ы тки  осущ ест­
вить спонтанное общ ение, но при этом  учащ иеся всегда чувствовали  руку 
преподавателя или прикрепленного  к группе носителя язы ка , которы й  
все время вы зы вал  их на разго в о р  и н аправлял  беседу.

Дэвид У олф  считает, что препятствие на пути к автон ом н ости  речи
- это искусственность процесса обучения язы ку, использую щ его 
“упраж нения и дриллы , к оторы е вы нуж даю т учащ егося говори ть  не­
правду” . “ С точки  зрения истинной язы ковой  ком м уникации , - пиш ет он,
- такие “внеш не безобидны е предлож ения” , как  Вчера я ходил в кино, Вче­
ра  вечером я ходил на стадион, В прошлом месяце я  ходил на стадион, г р а ­
ничит с бессмы слицей” . Я  не дум аю , что проблем а заклю чается в этом. 
Ведь можно допустить, что говори ть  неправду - одна из ф орм  реальной 
комм уникации, но, даж е если оставить этот м ом ент в стороне, все равно 
предложения в упраж нениях такого  типа - это псевдоком м уни-кация, и 
этот факт будет лучш е осознаваться учащ имися, если п о р о й  эти  предло­
жения будут доведены  до абсурда. В недавно изданном  пособии 
(созданном при участии драм атурга Э. И онеско) этот абсурдны й или. 
скажем, эксцентричны й подход сознательно используется при  обучении 
взрослых; в процессе обучения-игры  учащ иеся м анипулирую т таким и 
предложениями: “У читель сидит в карм ане ж илета часов” , “ К рокодил 
красивее, чем М эри Д ж ейн” , “Он говори т, что его родители  ростом  с 
Эйфелеву баш н ю ” . Т ак ая  игра направлена на то , чтобы  застави ть  уча­
щихся задум аться над  смыслом того , что  они говорят, а это - ш аг  к авто ­
номной речевой деятельности, и иной раз заведом ая бессм ы слица может 
оказаться эффективнее, чем бесцветны е и с точки  зрения этикета безу­
пречные действия образцовы х Д и к а и Дж ейн или М арии  и П едро.

В последних раб отах , посвящ енны х обучению  иностранны м  язы ­
кам , все больш ее значение придается ком м уникации, а такж е специаль­
ным упраж нениям , форм ирую щ им  ком м уникативны е навы ки. В одной из 
своих статей я указы вала на необходим ость связы вать эти упраж нения с 
интересами и потребностям и учащ ихся.

“Вы полнение подобного  упраж нения долж но вклю чать  элем ент н о ­
вой для учащ егося, оригинальной  деятельности: не только  п овторять  в 
разны х вариантах  выученные отрезки речи, но одноврем енно п ракти к о­
ваться в их адекватном  вы боре, что возм ож но, если учащ ийся говорит 
что-то, значим ое для него самого и придум анное им самим , а не слова 
авторов учебника... Т ренировка в адекватном  вы боре вы сказы вания не 
долж на рассм атриваться как специальны й вид деятельности  на продви­
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нутых этапах обучения, а долж н а бы ть органически вклю чена в учебную  
деятельность с самы х первы х зан яти й ’” .

“ М ногим  упраж нениям  м ож но придать вид игры  или элем ентарной  
ком м уникативной  ситуации , побуж дая учащ ихся задавать  п р еп од авате­
лю  вопросы  с использованием  дан н ого  клю чевого  слова или делать зам е­
чания по поводу действия, интересов и т.п. (преподавателя или то в а р и ­
щей). Чем интереснее учащ ем уся говори ть  на данную  тему, тем больш е 
активности он будет п роявлять  в ком м уникации  на иностранном  язы ке, и 
это первое и самое важ ное условие спонтанного  использования я зы к а’” .

П роблем а ком м уникативны х упраж нений п одроб но  рассм отрена 
К ристиной П аулстон . О на п ред лагает  следую щ ую  классиф икацию : м еха­
нические упраж нения (m echanical drills), и ком м уникативны е упраж нения 
(com m unicative drills). П ри  м еханических упраж нениях реакция учащ его­
ся контролируется н астолько  ж естко, что ему соверш енно не обязательно  
вникать в смысл вы п олн яем ого  упраж нения, чтобы  дать  прави льн ы й  о т­
вет (наприм ер, упраж нение н а подстановку  или зам ещ ение элементов). 
П аулстон говори т, что если в предлож ение м ож но легко  ввести слово, 
приводящ ее к абсурду, то  это  упраж нение чисто м еханического  типа. Э то 
чистое производство  речи: это  либо  тренировка в артикуляции , либо  в 
построении упорядоченной  цепочки слов. П одоб н ое упраж нение мож но 
использовать на начальн ой  стадии обучения при введении новой  струк­
туры или для о тр аб о тк и  к акой -то  детали в произнош ении  или  и н то н а­
ции. Вот прим ер та к о го  упраж нения:

О бразец: I ’m  read ing  a book . Я читаю  книгу.
К лю чевое слово: m agazine ж урнал
Ответ: I'm  read ing  a m agazine. Я читаю  ж урнал.
К лю чевое слово: new spaper газету
Ответ: Г т  read ing  a new spaper. Я  читаю  газету.

В упраж нениях с учетом  значения “ответ тож е до  как ой -то  степени 
контролируется (хотя вари ан тов  правильного  ответа м ож ет бы ть не­
сколько), но учащ ийся не м ож ет вы полнять упраж нение, не поним ая п ол ­
ностью  значения то го , что он п роизносит” . П рим ер тако го  упраж нения:

Вопрос: W hen did you arrive this m orning? К огд а  вы приехали сего­
дня утром?

Ответ: I arrived  a t n ine o ’clock. Я приехал в девять часов.
Вопрос: W hen will you leave th is evening? К огд а вы  уезж аете сегодня 

вечером?
Ответ: I ’ll leave a t six o ’clock. Я  уезжаю  в ш есть часов.

' “From skill Acquisition to Language C ontrol” — “TESOL” ... 1969
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Н аконец, в ком м уникативны х упраж нениях “ответ никак  не л и м и ­
тируется. У чащ ийся соверш енно свободен в вы боре ответа , и критерием  
вы бора является его собственная оценка ситуации: что ему хочется ска­
зать” . Э то очень похож е на автоном ную  речевую  деятельность, но далее 
П аулстон пишет: “Все-таки здесь ответ учащ егося не является независи­
мым полностью , на него вли яет стимул... . Э то все-таки учебное уп раж ­
нение, а не свободная ком м уникация, потом у что мы не вы ходим  за  р ам ­
ки схемы стим ул-реакция” . П аулстон  п риводит.прим ер: “Ч то  вы  ели на 
завтрак?” , где возм ож ен стереотипны й ответ: ”Н а завтрак  я съел бутер­
брод и вы пил чаш ку коф е” , но возм ож но и не ортодоксальное: “Я п р о ­
спал и вообщ е не завтр акал , боялся опоздать  на автоб ус” . О чевидно, что 
живо мыслящ ий, не испорченны й рутиной учащ ийся с удовольствием  пе­
рейдет к реальном у общ ению , но опы т мне подсказы вает, что больш и н ­
ство, испы ты вая неуверенность в своих знаниях и ностранного  язы ка, ос­
танутся в рам ках  псевдоком м уникации.

А дриан П алм ер п редлагает упраж нения, которы е он назы вает 
“комм уникативная тр ен и р о вк а” (C om m unication  practice drills). 
“Выполняя такое упраж нение, учащ ийся находит удовольствие в то м , что 
он не только дает ответ, удовлетворительны й в язы ковом  отнош ении , но 
и передает какую -то инф орм ацию , сущ ественную для него сам ого  и для 
других. Э тот прием представляется интересным. П алм ер считает, что 
“ наиболее эффективны й прием , которы м  расп олагает  преподаватель  - 
это его умение создать речевы е ситуации, настолько связанны е с ж изнью  
и интересами учащ ихся, что им  приходится задум ы ваться н ад  см ы слом  и 
последствиями того , что они м огут сказать в такой  ситуации". К ом м уни­
кативны е упраж нения П алм ера построены  вокруг конкретны х структур, 
которы м и необходим о овладеть. Н апример:

I would tell him to shut the door
Я сказал бы ему чтобы  он закры л(-а, -и) дверь 

her turn on the light
ей она вклю чил(-а, -и) свет
them bring some food
им они принес(-ла, -ли) поесть

Н о разверты вает он эти  структуры поистине сократовским  м ето­
дом!

Учитель:
K aren, if you and Susan came 

to  class at 8 a. m. and  it was w inter 
and the room  was dark  a t 8 a. m., 
w hat would you  tell Susan?

К арен, если бы вы  и Сью зен 
приш ли в класс в 8 часов утра, и 
бы ла бы зима, и в ком нате в 8 часов 
утра бы ло бы темно, что бы  вы  ска­
зали Сьюзен?
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К арен (особенно не задум ы ­
ваясь):

I w ould tell her to  tu rn  on the Я сказала бы ей. чтобы  она
light вклю чила свет

Учитель:
A nd how abou t you. Paul, if А к ак  вы . П оль, если бы вы

you were with M ary and  you w anted бы ли с М ари  и вы захотели  бы ч и - 
to  read, w hat w'ould you do? тать , что бы  Вы сделали?

Поль:
I w ould tell her to  tu rn  on the Я сказал бы ей, чтобы  она

light. вклю чи ла свет.

У читель (на родном  язы ке учащ ихся): Н еуж ели Вы. м уж чина, буде­
те просить девуш ку сделать это? (затем п родолж ает на изучаемом  языке):

Paul, if you cam e alone, if  I was П оль, если бы вы приш ли
in the room , w h a t w'ould you do? один и я бы л бы в ком нате, что бы

вы сделали?
П оль:
1 w ould tell you to  tu rn  on the Я ск азал  бы вам . чтобы  вы

light вклю чили свет.
Учитель:
Then 1 w ould th row  you out o f Т о гд а  я вы ш вы рнул бы вас из

class. класса.

В упраж нениях этого типа П алм ер продвигается в направлении  ис­
ти нного  общ ения в том  смысле, что учащ егося, к оторы й  дал  механически 
внеш не правильны й о тв ет . но не подум ал о последствиях та к о го  ответа в 
"п од строен н ы х” учителем условиях, не саж аю т тут же на место за о ш и б ­
ку. В ы полняя такие ком м уникативны е упраж нения, средние учащ иеся 
см огут, по-видим ом у, производить более ори ги н альн ы е ответы , чем при 
ком м уникативной  тренировке по П аулстон , п отом у  что учитель будет 
все время поддразнивать  их и, естественно, все ж елаю т п оказать , что р а з ­
гадали его тактику. Т ак ая  тренировка стоит на гран и  истинного  речевого  
взаим одействия, но все же не вы ходит за рам ки  псевдоком м уникации  и 
тренировки  в производстве речи, п отом у  что постоянно  направляется 
преподавателем  и связана с его желанием тр ен и р о вать  учащ ихся в у п о т­
реблении определенной структуры.

Где же выход? М ы долж ны  с сам ого  н ач ала  обучения р а зр а б а т ы ­
вать ситуации, в которы х учащ ийся будет предоставлен  сам ом у себе и 
будет использовать язы к в его естественной ф ункции - устанавливать  о т ­
нош ения с другим и лю дьми, получать и сооб щ ать  инф орм ацию , в ы р а ­
ж ать свое отнош ение к  чему-то. учиться что-то  делать , скры вать  свои н а ­
мерения. находить при пом ощ и слов вы ход из трудной  ситуации, убеж ­
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дать и разубеж дать своих собеседников, развлекать  их, д ем он стри ровать  
свои успехи и т.д. К огда я говорю , что “учащ ийся буд ет предоставлен 
самому себе . это значит, что его речевая активность не н аправляется и 
не поддерж ивается преподавателем , он м ож ет говори ть  с одним  или не­
сколькими товарищ ам и . П ри  таком  виде р аб оты  учащ ем уся разреш ается 
применять лю бы е знания и н остран н ого  язы ка, к оторы е у него есть, при­
влекая невербальны е средства (жестикуляцию , рисунки , пантом им у), 
чтобы вы разить  свою  м ы сль, если ему “не хватает сл о в ” . Т ак  учащ ийся 
привы кает м обилизовы вать  все средства, имею щ иеся в его  распоряж ении  
в данны й момент обучения, бороться за то , чтобы  его  п оняли , то  есть 
вести себя так, как  если бы  он оказался один на один с носителям и изу­
чаем ого язы ка, которы е не зн аю т ни слова на его р о д н о м  язы ке. Надо  
подчеркнуть, что подобная практ ика ни в коем случае не предназначена для 
того, чтобы заменить систематическое, тщательное обучение языку, за­
менить систему приемов для выработки речевых навыков, кот орой мы рас­
полагаем в настоящее время. Эта практика долж на расш ирит ь рам ки обу­
чения и создать условия для частого и регулярного свободного общения 
.обеспечивая тем самым т от  аспект  изучения языка, кот оры й если и пред­
ставлен в наш их програм мах , то совершенно недостаточно. К ак  я уже пи­
сала раньш е, “ умение в соверш енстве вы полнять упраж нения по м оде­
лям, как бы  эффективно оно ни вы глядело внешне, никак  не м ож ет счи­
таться венцом обучения. Э то бесплодная деятельность, если не при ло­
жить усилий к том у, чтобы  учащ ийся смог развить н авы ки , п ри обретен ­
ные в этих упраж нениях, и научиться самостоятельно вы р аж ать  свои 
мысли. В 1964 году я указы вала н а необходимость создать  “дух п ри клю ­
чения'’, которы й  позволит учащ емуся вы йти из л ю бого  полож ения, м о­
билизовав все свои знания и умения. В 1968 году я писала, что на 
“продвинутом  этапе обучения следует поощ рять попы тки  учащ ихся соз­
давать новы е вы сказы вания, по-новом у комбинируя известны е ему язы ­
ковые элементы. И менно так  повел  бы себя студент в стране изучаем ого 
языка. Он прилож ил бы все усилия, чтобы  передать ж елаем ое содерж а­
ние. ком бинируя все имею щ иеся в его распоряж ении средства. Чем более 
дерзким будет он  в создании новы х сочетаний элем ентов, тем бы стрее 
будет он прогрессировать” . О гляды ваясь назад , я поним аю , что в этих 
моих словах бы ла одна ош ибка - эта рекомендация не долж н а относиться 
только  к продвинутом у этапу обучения. М ож ет бы ть, наш и неудачи о б ъ ­
ясняются именно тем, что это т  “дух приклю чения” не ви тал  в наш их за ­
нятиях с сам ого начала, и из-за этого учащемуся трудно перейти из безо­
пасного “царства структур” в неизвестность, где ему придется полагаться 
на собственные силы, подобно том у, как м аленький “без пяти  м инут пло­
вец” хватается за м аму или “п лавает” , касаясь ногам и дна.

В очень интересном исследовании С авиньон учащ иеся обучались по 
“програм м е ком м уникативны х навы ков” (1 час в неделю  в дополнение к 
обы чном у курсу аудиолингвального типа). Учащ имся предоставлялась
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возмож ность “ говори ть  по-ф ранцузски в разн ообразн ы х  к о м м у н и ка­
тивных ситуациях, н ачиная от  кор о тко го  (1-2 мин.) р азго в о р а  учащ егося 
в придум анной ситуации  с человеком , свободно говорящ и м  по- 
французски, и кон чая  групповы м и  дискуссиями на тему, п ред ставляю ­
щую общ ий интерес. У пор  всегда делался на то , чтобы  передать ж елае­
мое содержание. У чащ ихся побуж дали  использовать лю бы е средства, 
чтобы поним ать и бы ть  поняты м и. Н еизбеж но возникавш ие при этом  
ош ибки в произнош ении  и грам м ати ке игнорировались, если это не 
влияло на смысл. И ны м и словам и, эксперим ентатор и участвовавш и й  в 
эксперименте человек, свобод н о  говоривш ий по-ф ранцузски, р е а ги р о в а ­
ли на то , что говори лось , а не н а  то , как  это го во р и л о сь” .

Один из учащ ихся та к  отозвался об этих занятиях: “Э ти занятия 
научили меня говори ть  то , что я хочу сказать, а не книж ны м  д и а л о го м ” . 
Если мы сопоставим  это  мнение с ж алобам и учащ ихся, приведенны м и в 
начале статьи, то  м ож но , пож алуй , сказать, что учивш иеся по этой  экспе­
рим ентальной п р о гр ам м е действительно говорят то , что им хочется.

К аким  образом  вклю чать  практику  в сам остоятельном  иноязы чном  
обш ении в п рограм м у  - будет зависеть прежде всего от  х ар а к тер а  самой 
програм м ы , но так ая  п р ак ти ка  обязательно долж на занять свое место в •• 
обучении язы ку, и далеко  не последнее. У нас не долж но бы ть ощ ущ ения, 
что практика в общ ении  - это потеря времени, когд а “ столько  надо  в ы ­
учить” !

Если не сделать “дух приклю чения” с сам ого н ач ала  одним  из п о ­
стоянных ком понентов отнош ения студента к занятиям , больш ая  часть 
выученного останется леж ать  м ертвы м  грузом  и мы вы пустим  учащ ихся, 
напичканны х знаниям и  о язы ке, но соверш енно беспом ощ ны х в ситуаци­
ях. требую щ их использования этого язы ка. П ри  тщ ательном  вы боре 
неж ного вида деятельности  мы  можем сделать практику  в общ ении ч а­
стью каж дого  урока с сам ого  н ач ал а  учебного процесса, постепенно уве­
личивая слож ность заданий .

П рактику  в сам остоятельном  речевом общ ении следовало  бы  в к а ­
кой-то степени и н ди ви дуали зи ровать, то  есть долж но учиты ваться, что у 
каж дого учащ егося свой способ овладения знаниям и, своя учебная стр а­
тегия, свои интересы , а кром е то го , ситуации, в которы х учащ иеся пред­
почитаю т учиться общ ению , тож е различны . У чащ им ся нуж но п ред ло­
жить вы бор заданий  (что они хотят  сделать, узнать, какие проблем ы  им 
интересно разреш ить, в каких ситуациях им интересно п род ем он стри ро­
вать свою язы ковую  реакцию ) и затем  предлож ить самим вы б р ать  спо­
соб, время, место и товари щ ей  для вы полнения этих заданий. Н екоторы е 
лю бят регулярно р аб о тать  с кем -то одним, другие п редпочитаю т систе­
матические занятия в м аленькой  группе, а третьим  больш е нравится и 
этот вид занятий  провод и ть  с преподавателем . Н екоторы е лю бители  
одиночества п ред п очи таю т р азобраться  в каких-то  ситуациях сами и 
продем онстрировать таки м  образом  свои личны е способности  (между
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прочим . такие “одиночки" часто перегоняю т своих более 
"ком панейских” товарищ ей  лиш ь в силу больш ей  целеустрем-ленности).

Разумеется, нельзя просто разби ть  учащ ихся на п ары  или группы и 
приказать  им общ аться на иностранном  языке: необходим о создать м о­
тивы  для этого  общ ения. П о воле случая, под  влиянием  какой -то  неож и­
данности  или причудливого сочетания харак теров  в группе ж елание о б ­
щ аться м ож ет вспыхнуть само собой , но по  больш ей части  его п риходит­
ся разж игать специально, предлож ив интересное для всех задание, и т о ­
гда разговор , сопровож даю щ ий это  задание, будет автон ом н ы м , подлин­
но человеческим общ ением, а не очередны м  вар и ан то м  псевдоком м уни­
кации.

Д еятельность, которой  мы хотим  добиться от  учащ ихся, индивиду­
альна по природе, и поэтом у речевая реакция, к оторую  мы предлагаем , 
долж на соответствовать личности учащ егося. Н екоторы е лю ди в силу 
своего тем перам ента просто не в состоянии общ аться на уровне детского 
лепета, и заставлять их делать это - зн ач и т  толк ать  их н азад  к псевдо­
комм уникации, к использованию  заученны х фраз. К ачество  общ ения на 
изучаемом языке долж но оцениваться при  пом ощ и других критериев - 
способности получать и передавать осм ы сленны е сообщ ения, поним ать и 
передавать инф орм ацию  о намерениях, адекватно  реаги ровать  на ситуа­
цию  и поведение других.

Выше я уже назы вала несколько видов использования язы ка в есте­
ственном общ ении, которы е м ож но прим енить в обучении общ ению . 
Здесь я несколько расш ирю  этот список и подробнее остановлю сь на ка­
ждом виде общ ения. П реподаватель, обладаю щ ий воображ ением , без 
труда придум ает множество других ситуаций.

1. Установление и поддерж ание от нош ений с другими людьми: как 
здороваться и прощ аться с лю дьми ваш его (или иного) возраста и поло­
жения, как представиться самом у или представить третье лицо, как  по­
здравить с праздником , как веж ливо зад ать  вопрос или обратиться с 
просьбой (здесь особое внимание долж но бы ть уделено допустим ости и 
распространенности  определенных речевых форм в дан н ой  культуре), как 
распорядиться, как  объяснить дорогу  прохож ему, извиниться, о тк азать ­
ся. отделаться незначащ ими ф разам и (это весьма тонкое искусство “нон- 
ком м уникации” ), как подбодрить, разо ч ар о вать , убедить собеседника. 
У чащ имся может бы ть предоставлена возм ож ность самим вы яснить в 
общ ении с носителем  изучаемого язы ка (или с человеком , играю щ им  его 
роль), какие речевые формы будут употребляться во всех этих случаях.

2. Получение информации по вопросам , относительно которы х у 
учащ ихся уже накоплен базовы й запас слов (в некоторы х случаях в этом 
виде общ ения м ож ет использоваться специальная лексика). Н оситель 
язы ка или инф орм ант снова вы ступает в роли  м онолингва, или же уча­
щиеся могут получить инф орм ацию  за пределами своего учебного заве­
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дения. И нф орм ация м ож ет оказаться полезной  для общ ения ти п а 1. 3. 4. 8
и даж е 11.

3. Сообщ ение информации  о себе, своей семье, стране, о проф ессии 
или каком -то  предм ете, в котором  учащ ийся чувствует себя специали­
стом. Э то  м ож ет бы ть инф орм ация для других  учащ ихся, к о то р ы е  учатся 
что-то  делать (4), или  передача инф орм ации , полученной  о т  к о го -то  др у ­
гого (2). Если занятия происходят в ауд и тори и , м ож но и м и ти р о вать  си­
туации  в банке, в аэроп орту , там ож не, м астерской  или ресторане.

4. Обучение какой-либо деятельности. Здесь возм ож н ости  б езгр а­
ничны. Н апряж ение, возникаю щ ее во  врем я и нтенсивного  курса , м ож но 
снять, орган и зовав  занятия, на которы х  учащ иеся будут вы п олн ять  р е­
альны е действия (спорт, хобби , поделки, ф изкультурны е упраж нения).

5. Выраж ение своего отношения. У чащ егося м ож но пом естить  в ре­
альную  или им итированную  ситуацию , в к о то р о й  о т  него требуется сло­
весная реакция , наприм ер на телевизионную  передачу, вы ставку  картин  
или ф отограф ий , или дем онстрацию  слайдов в кругу друзей.

6. Умение скрывать свои намерения. К аж дом у учащ ем уся м ож но 
дать  задание, сущ ность к о то р о го  он не долж ен р аск р ы вать  ни при  каких 
обстоятельствах , но  которое он долж ен тем не менее вы полнить  в оп ре­
деленны й отрезок  времени. Э тот в и д  деятельности  стим улирует целена­
правленное использование язы ка вне ауд и тори и , так  как  каж ды й  стре­
мится узнать задание другого.

7. Умение при помощ и слов найт и вы ход из т рудной сит уации. И м и ­
ти рован н ая  или реальная ситуация долж на содерж ать  словесны е задания 
все повы ш аю щ ейся трудности, требую щ ие о т  студента поиска о строум ­
ных реш ений. \

8. Разреш ение проблем. П роблем а м ож ет вклю чать  общ ение ти п а  2 
или 4, или даж е 6 или 7. П роблем а, п редлагаем ая учащ ем уся, долж на 
бы ть активной , то  есть для ее разреш ения необходим о п рояви ть  речевую  
активность и вы яснить какие-то ф акты . Ещ е в 1954 году К эр р о л л  п о ста­
вил вопрос о том , что аудио-оральны е м етоды  бы ли  бы более эф ф ектив­
ны м и. “если бы вм есто того , чтобы  пред лагать  учащ ем уся заран ее опре­
деленны й, неизм енного содерж ания урок, к о то р ы й  он долж ен  вы учить, 
учитель создавал  бы  “проблем ную "ситуацию , в к оторой учащ ем уся  нуж ­
но найти ... словесное разреш ение проблем ы ": таким  образом  учащ ийся 
достаточн о  ран о  будет поставлен перед необходим остью  “учиться м ето­
дом проб и ош ибок  общ ению , а не произнесению  заученны х о б р а зц о в ”'.

9. Как проводить свободное время. У чащ иеся долж ны  узнать об иг­
рах и развл еч ен и ях /ти п и ч н ы х  для иностран н ой  культуры , и сам и нау­
читься играть  в эти  игры . О ни долж ны  уметь участвовать  в словесны х 
играх. Если есть специальны е виды развлечений , связанны е с н ац и о н ал ь ­
ными праздникам и , учащ иеся долж ны  обучиться им  тож е.

'C a rro l L. The Study of Language. Cambridge, 1953, p. 188.
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10. Умение общ аться по телефону. Э то всегда труд н о  делать  на 
иностранном  язы ке, и этом у нуж но начинать  обучать д овольн о  рано. 
У чащ ийся долж ен уметь пользоваться телеф онной книгой  н а  и н о стр ан ­
ном языке и всегда, когда возм ож но, действительно звонить  по телеф ону, 
узнавая о товарах , услугах и расписании транспорта. Здесь нуж но при­
влекать лю дей, свободно говорящ их на язы ке, со стороны  (одинокие ин­
валиды  и пож илы е лю ди с удовольствием  прим ут участие в этом  виде 
деятельности). Э то т  тип общ ения мож но связать с типам и  2 и 8. и сю да 
часто м ож ет вклю чаться тип  3.

11. Развлечения. У чащ ийся долж ен им еть возм ож ность п родем онст­
ри ровать  свои природны е талан ты  или вы ступить перед всей группой  во 
время специальных ролевы х занятий. Он м ож ет вести рад и о- или телеви­
зионное интервью  или викторину, или какая-то  группа учащ ихся р азы ­
грает  радио- или телевизионную  сценку (в этом  виде общ ения Определен­
ная часть речевой деятельности м ож ет заменяться м им икой , и поэтом у 
его очень хорош о использовать на начальны х стадиях обучения).

12. Демонст рация своих достиж ений. Учащ иеся м огут рассказать  
товарищ ам  по группе, как они участвовали в общ ении ти п а 4, 5. 6, 7 или
8. или рассказать  о какой -то  своей деятельности. Э тот вид  р аб о ты  м ож но 
сделать регулярны м , как  бы заверш аю щ им  и сводящ им воедино индиви­
дуальны е усилия учащ ихся.

Безусловно, не все перечисленные типы  общ ения годятся для всех 
учащ ихся с сам ого н ачала обучения. У читель долж ен сам установить, ка­
кие из этих типов и в каком  порядке и с п о л ь з о в а т ь ч т о б ы  у учащ ихся 
появилось с сам ого н ач ала ж елание общ аться и чтобы  это  ж елание росло 
с ростом  их знаний и возм ож ностей. Н епосильная задача , к о то р ая  только  
раздраж ает учащ егося и создает у него неуверенность в себе, так  же т о р ­
м озит движ ение вперед, как и отсутствие возм ож ности прим енить  на деле 
то . что учащ ийся знает.

Возмож но, у некоторы х появятся глубокие сомнения относительно 
приемлемости тако го  подхода, потому что они предвидят множ ество 
ош ибок , которы е внедрятся настолько, что станут неискореним ы м и. 
И менно из-за этого многие отош ли от прям ого  м етода в поисках чего-то 
более систем атичного, что обеспечило бы более правильное п рои звод ст­
во речи. Н о, к сож алению , стремление всегда добиваться безупречной р е­
чи и упорное ж елание создавать такие учебные ситуации, в к оторы х уча­
щиеся не будут делать ош ибок, завело многих учащ ихся в тупик. Если мы 
хотим осущ ествить то т  “пры ж ок в ком м уникацию ” , о к о то р о м  я го во р и ­
ла вы ш е, нам нуж но принципиально изменить отнош ение к ош ибкам  во 
время тренировки  в общ ении. Н емедленное исправление ош и бок  следует 
делать во время обучения производству речи, или псевдоком м уникации. 
И менно тогда мы долж ны  дать учащ емуся возм ож ность осознать  потен ­
циальны е ош ибки и познаком ить его с допустим ы м и вы сказы ваниям и , 
чтобы  он мог к он троли ровать  производство речи и исправлять  его в
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спонтанном  общ ении. Во врем я практики  в общ ении мы стрем им ся р аз­
вить ж елание создавать новое и эксперим ентировать с новы м  язы ковы м  
м атериалом . Н ичто  так  не сниж ает энтузиазм  и рвение, как  постоянное 
исправление ош ибок в то т  м ом ент, когда учащ ийся стрем ится передать 
свои мысли весьма скром ны м и средствами н ового  для него язы ка. О т 
п реподавателя требуется в этом  случае лиш ь м олчаливо  отм етить  н аи б о ­
лее типичны е и устойчивы е ош ибки , которы е делает дан н ы й  учащ ийся 
(но не оговорки  и случайны е ош ибки  в том , что учащ ийся во о б щ е х о р о ­
шо знает); эти ош ибки следует затем  обсудить с учащ имся в т о т  м омент, 
когд а преподаватель будет п ом огать  ему оценивать собственны е дости ­
жения в общ ении, причем  особ ое вним ание долж н о  бы ть уделено о ш и б­
кам , затрудняю щ им  общ ение. Т аки е аналитические занятия м ож н о  п ро­
водить время от  времени с использованием  м агнитоф онны х записей  бе­
сед на уроках, предлагая учащ им ся найти ош ибки  в собственной  спон­
танной  речи и самим внести необходим ы е коррективы . Э тот прием  д ела­
ет учащ ихся более вним ательны м и к  возм ож ны м  ош ибкам  и н атал к и вает  
их на мысль о том , что то  же содерж ание м огло  бы ть передано другим и 
средствами, которы х они не использовали.

Возмож но, м ногие из перечисленны х м ною  ти п ов  общ ения уже н а­
шли свое место в курсах и н остран н ого  язы ка. О ригинальность  о п и сан н о­
го м ною  подхода заклю чается не в новизне самих типов общ ения, а в 
том . каким  образом  достигается это  общ ение. Д ля того  чтобы  научить 
учащ егося к он троли ровать  свою  речь во врем я общ ения, мы  долж ны  
иногда предоставлять ему сам остоятельность, даж е побуж дать  его  осво­
бодиться о т  наш ей зависим ости. М ы  долж ны  д ать  учащ ем уся во зм о ж ­
ность научиться рассчиты вать  только  на себя и использовать  свои спо­
собности для того , чтобы  с сам ого  н ач ала изучения язы ка он п он ял , что 
только  в свободном  и независим ом  общ ении  он м ож ет научи ться  к о н ­
троли ровать  себя и м гновенно находить нуж ное реш ение, что т а к  необ­
ходим о для свободного  владения язы ком.

(М ет одика преподавания иностранных язы ков за рубеж ом . Выпуск
II. Составители: В .Е .С инявская и др. М. "Прогресс", 1976, с. 226-240)
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