CHALLENGE

AND CHANGE IN
LANGUAGE
TEACHING
REARNRRSE T

Jane Willis & Dave Willis

o -
EBSMEHE H R ‘L’y

SHANGHAI FOREIGN LANGUAGE EDUCATION PRESS F1M8t



IMBEEEEEA B T —

Challenge and Change
in Language Teaching

Wi g S BT

Editors
Jane Willis & Dave Willis

LisMEEH HRY M

SHANGHA! FOREIGN LANGUAGE EDUCATION PRESS 5/




Challenge
and Change
in Language
Teaching

Editors
Jane Willis & Dave Willis

MACMILLAN

HEINEMANN
English Language Teaching




BHEM&RE (CIp) iR

B H BB 52535F = Challenge and Change in Language Teaching /
(3 BB (Willis, J. ), (3 gBi (Willis, D, ) HRE.
—L¥: LESMEEH HARAL, 2002

GHEBEEAE)

ISBN 7-81080-608-4

1. 0.OB--@F- II.5MEH¥—#H¥EE—3%3x N. Ho9

o E R A B BECIP BT (2002) $081996%

N
B A 1T
=, i
B T B 4
=) Hk
BEURIE
Ep R«
2 $¥-
FF &
)54 -
Ep -

=:

#r

09-2002-521

: ESEINIEITI AR EL

CEMANERIER¥EA) HB4%: 200083

: 021-85425300 (HHL) . 35051812 (&FTEB)
: bookinfo@sflep.com.cn
: hitp://www . sflep.com.cn http://www.sflep.com

: S

B3 E TR0 8 o)

B L RATHT

880X 1230 132 EHIFK 625 FH283TF
20024 11 AN 18 2003 £E 11 A% 2 XEIR
3 100 fif

ISBN 7-81080-608-4 / H = 233
11.50 55

AR EBWA NI R R A, oA SR



Macmillan Heinemann English Language Teaching
Between Towns Road. Oxford OX4 3PP, UK

A division of Macmillan Publishers Limited
Companies and representatives throughout the world

ISBN 0 435 26606 3

Collection © Jane Willis and Dave Willis 1996

Papers © The Contributors 1996

Design and illustrations © Macmillan Publishers Limited 1998

Heinemann is a registered trademark of Reed Educational and Professional Publishing Limited

First published 1996

All rights reserved; no part of this publication may be reproduced,
stored in a retrieval system, transmitted in any form, or by any means,
electronic, mechanical, photocopying, recording, or otherwise,
without the prior written permission of the publishers.

Design by Hilary Norman

Layout by Newton Harris

Acknowledgements

We are grateful to Harper Collins Publishers for permission to
reproduce the extracts on page 71-2 (Collins COBUILD English
Course Book 2), 73-4 (Collins COBUILD English Course Book 3)
and 98 (Collins COBUILD English Course Book 1).

The excerpts on pages 158-166 are reproduced by permission of the
University of Cambridge Local Examinations Syndicate.

The photographs on pages 161-2 are by Petrina Cliff.

First published by Macmillan Publishers Limited, United Kingdom.
This edition is for sale in the People’s Republic of China only and may not be brought for export therefrom.

A PHRHLCHIRA B OBINEHBHRM HIR.
NEPEARRUBRAHEE.



R B

HAEXRMEENPEGHERAR, RERMEASHER BB M, AXT
FAMBNFERHLBUANARZE LA NTERENERFFLEHRE,
EXABS T HMERREN M ARRNWEERS AN, EXWHE, 442
REETRLESBENMERFRNREEN, EALENANERFT LB, £4REWEA
B, ARG IMETENAT, ERNGNMEHFELE L —-E#%,

AETH, LEMBFHTHREN AN BHTRET — & b B 405 04
BHFELG, BEAEFRS RN T A BEXS AEMERFRHTHEN E
VAR E NG ERE T ERELEN PR LN ST
ZEREIARINELEHFES. BV LASELFR LML TERMARL
FriiRe BNRBRT U4EMMERFEEZHARTRAXFNGIAR,

REAFNBRAXARK R SEAREEXETENRARE KETHA
BEELELRMES; ERUER Y E, BEUER EM TR LA L BRE 3 WK
B, RINFRBRNEERFZRLE, —BERBASEREN H¥ER €4
MTENRAELZRABRER; ATOMERE LERTRERFES, wfTE%K
FREATERARZREMNA RSN, XEAF UL FLBRNERESFF, U
RAMERFRNNEA,

R APE

= FREBRNCETHF AFHTRE), E A RDEE R HIRH, 199,
(Jim Scrivener: Learning Teaching: A Guidebook for English Language Teach-
ers. Macmillan Heinemann, 1994)
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FhFote A R A FEHWIFR, HFTURE IO EREREE L PR LTS
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IV B (BT EIFEFT &), I A% B KH,1992, (David Nunan: Re-
search Methods in Language Learning . Cambridge University Press, 1992)
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REFBA BET X BEXRINTEE., RUEAE“BEFE" N i
“BERETRNEBRTRELAEFER MEEX—FLBEHEIR. &
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DX BB R EHRTONAR, FHE R
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BEBRREUEBRYE MEBRBKREEENERFASERENLE AL EANE,
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Introduction

Teachers offer students a model of the language forms which provide the
¥ focus of a particular lesson. They produce model sentences and ask learners to

repeat. They ask questions designed to elicit specific responses which practise the target
form for a particular lesson. In a lesson on Likes and Dislikes, for example, a teacher will
ask questions designed to elicit responses such as I like playing tennis; I don’t like
watching television and so on. These activities are designed to ensure a precise focus on
the forms under study. Teachers control the form of student responses by shaping
them towards the desired form:

* uch of the language produced in language classrooms is language for display.

T: Do you like watching television?

S: Yes, I like.

T: Yes, good. Listen to the question though. Do you like watching television?
S: Yes, I like watching.

T: I like watching television.

S: Ilike watching television.

If you look at the sequence of urterances above you will see that it could only happen in
alanguage classroom. Sequences like this are not intended to have any real
communicative content. They are designed to focus on form.

Nowadays, however, there is a general acceptance that language learners need plenty of
opportunities for language use. By language use we mean the production and
comprehension of language to achieve some communicative objective, Carefully
designed games and problem-solving activities are used to provide opportunities for
this. Discussions are carefully organized to ensure real student participation. Thereis 2
range of techniques for encouraging learners to produce language in the context of
reading and listening activities. Teachers employ sophisticated information gap and
opinion gap techniques to promote interaction on a range of topics and issues. We have
on the one hand a basic methodology which focuses clearly on language forms. We
have on the other hand a range of established techniques which provide opportunities
for communication in the classroom. The challenge is to propose 3 methodological
framework which integrates formal and communicative activities. .

In theory there is no difficulty in combining a focus on form and a focus on
communication. One very widely used approach which aims to do just this is based ona
three-part cycle:



Presentation

The teacher highlights a particular form for study. The form is contextualized in some
way to make the meaning clear. Learners are encouraged to produce the target form
under careful teacher control until they produce it with some consistency.

Practice

The teacher begins to relax control. Perhaps | leamers are encouraged to ask each other
questions 1o elicit a response of the appropriaté form or perhaps pictures are used to
elicit the response. :

Production

When the teacher feels reasonably confident that learners are able to produce the
required form the lesson moves on to the production stage, sometimes called the free
stage. This usually takes the form of a roleplay or discussion or problem-solving activity
in which the target form has a high likelihood of occurrence. The important thing here
is that learners are no longer working under close teacher control. The focus at this
stage is said to be on language use. Learners are engaged in the negotiation of meaning
in a context which requires the use of the target form.

This methodological cycle, often referred to by the acronym PPP, is so widely accepted
that it now forms the basis of many teacher training courses. Indeed on some teacher
training courses this is the only methodology offered to trainees. Yet all of the
contributors to this collection of papers have some doubts about this dominant
approach to English language teaching. Some accept the cycle as one way of teaching in
certain circumstances, but believe that other teaching cycles and sequences should have
a similar prominence. Other contributors have serious doubts about the principles
which underlie the PPP sequence.

The dissatisfaction within the ELT profession with a PPP methodology is, I believe,
well-founded and widespread. Skehan (Paper 3) goes so far as to say:

The underlying theory for a PPP approach has now been discredited. The belief that a
precise focus on a particular form leads to learning and automatization (that learners will
learn what is taught in the order in which it is taught) no longer carries much credibility in
linguistics or psychology.

Many teachers would reinforce these doubts on the basis of their expenence inthe

classroom. We Y £ is not
always learned.
Pt ol
ngnwmwmmwmsMym
e learned they had not really learned at

all. Question tags, for example, are notoriously resistant to teaching.

They play a large part in many English courses, but no matter how often they are
presented it takes a long time before learners begin to use them consistently. But the
PPP approach appears to be based on the assumption that what is taught is indeed
learned. We believe that we are justified in focusing precisely on one particular item
because this ensures that the item will be assimilated by Jearners in the presentation and
practice stages of the lesson and will therefore be available for use in the production
stage. The research into second language learning, however, suggests that this does not

Introduction
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happen. However hard we may work at it, we cannot predict what learners are going to
learn at a given time. Not only do they often fail to assimilate what has been explicitly
taught: they often assimilate language which has not been ‘taught’ at all. Quite clearly
the business of learning is much more complex than anything that can be accounted for
within a presentation methodology.

Woodward (Paper 1) suggests that the profession is at a stage of ‘paradigm shift’.
‘There is dissatisfaction with the dominant paradigm, but there is no clear consensus as
1o the way forward. There is a fear, often openly expressed, that one rigid methodology
will simply be replaced with another. This fear is understandable, but it should not
prevent us from challenging existing practice. There is, of course, the danger of
‘throwing out the baby with the bath water’. This very metaphor is often invoked in
defence of the status quo. Again this danger should be recognized. But again it does not
relieve us of the responsibility of searching for viable alternatives.

On the one hand we have a profession which is informed by established practice. On
the other hand that practice is challenged by theory 0 by the experience of many
practitioners. We must take these challenges setiously. thing is sure. If teachers are
to be able to offer their learners a range of language learning activities, if they want to
find out how best to meet the needs of their students, if they are 1o take full advantage of
a range of teaching materials and to keep abreast of new teaching opportunities, then
they need to adapt to new values, new approaches to language, to learning and to
students. They need to assimilate a range of ngv iques and procedures. They
need to be prepared to experiment and innova

This collection of papers addresses the challef innovation. There are plenty of
ideas around for what might be done to enrich teaching and teacher training. What we
have tried to do here is draw together some of those ideas. In selecting and
commissioning material for the book we have tried to anticipate the kind of concerns
teachers have and the kind of questions they want answered. All of the papers are
written by people who wish to explore and extend classroom practice in ways which
they hope will be of use not only to themselves but to others as well.

As the title says, this book sets out to explore challenge and change in language
teaching. Innovative proposals should be based on theory. That theory must be realized
through an appropriate methodology. But theory and application should not be taken
for granted, so research and evaluation have a place in any programsie of change. Such
programmes also need careful management if they are to be assimilated within an
institution. Finally, if they are to have any lasting impact, the values and principles
which lie behind any innovation must be transmitted to the profession through teacher
training and education. All these aspects of change are covered in this volume. We hope
that you will find it challenging, and that you will find the challenge relevant to your
own teaching.

Dave Willis
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. Papers 2 4 set out the theoretical basxs for a shift in the currendy dommant paradxgm -
 inELT, Theylook at current research into language description and language learnin

This research raises serious problems for those who see language as aset of discrete
structures. It challenges those who believe it is possible to present these suucmres‘to .

. Eeamcrs in a predetermined order. The writers of these papers start fmm vety i ;;em .

points but the reconunendauons they offer are strikingly similar.

~’ ,Lewxs is forthright in his dismissal of PPP. He argues that a grammatical descnpnon of
- language is inadequate as a model for teaching and learning. Although we!l~estabhshed

~ grammar structures clearly provide some economizing frameworks’ this is no more

than a very small part of the learning task. Lewis’s model of communicative ianguagé .

‘use emphasizes the lexical mode. Natural language use depends on a huge stock of
lexical items and fixed phrases. Taking this as a starting point Lewis sees language

learning as involving a constant cycle of observation, hypothesis and experiment. Learners
observe and assimilate language forms in use, but the forms they assimilate are oot
abstract grammatical patterns but ‘prefabricated chunks, often, perhaps usually, much
larger than single words’. Learners draw conclusions from the language they observe.

As they assimilate a range of patterns they begin to form hypotheses about the system .
which lies behind the patterning they observe. As they experiment with these .
hypotheses and compare their own output with authoritative input they begin ©

construct and reconstruct their own language system. They become less dependent on

_ processing. prcfabncated chunks and more able to assemble language independently.
 This process feeds on exposure to language. Only wide exposure can provide | Leamars

with the information they need about the collocations and fixed phrases wh;ch ae

~ essential to natural language use. But it must be, for the most part, exposure to natural
~ language, not to language designed to illustrate mistaken conformity to an idealized
- gmmmar ‘It as, says Lcwm, ‘the quahty and quantity of the i mput to whxch thel

,, feamres wi!l be mastered at enoe ~ butit doesi mcrease the chances that the learn:




_ Skehan condudes that the ﬁndmgs of second language acquisition research are
‘task-based approaches to language learning. But he is concerned that we.
tain avpropcr focus on language form: “There needs tobe abalance
,:berween afocusonform...anda focus on communication. * Learners need to develop
_alanguage system that will work in real time. Skehan, like Lewis, argues that the process
o of real-time language processing - demands a ‘lexicalized mode’ in which patterns are
holistic and can be rapidly called to mind and deployed in communication. The learner
. operates with lexicalized ‘chunks’ without being fully aware of the syntactic pattermng
~ which lies behind them. An appropriate focus on form prompts learners to re-examine
',and refine these lexicalized ‘chunks’ to bring them in line with the learners’ growing
awareness of the form of the target language. But these refinements will be real and
lasting only if they can be incorporated into a real-time operaung system, a lexical
mode. We need therefore to prompt learners to move to increasing levels of
gtammatmal awareness and, at each stage, to encourage them to make their increased
: s work in real time by refabricating units of language. In looking at ways of
achlevmg this outcome in the classroom Skehan sees task design as central. His paper
looks at ways of analysing and constructing task procedures which will ensure a balance
fbetween a focus on communication, using a lexicalized mode, and a focus on leammg

. _thh an emphasis on highlighting and analysing language form.

‘In Paper4, Shonall, like Skehan, asserts the importance of form—focused activities in
o the classroom. He begins by showing that learners already know a lot about language in
general, and therefore about the target language as well as their first language. It seems
reasan&ble to suppose that the main source of knowledge about lang'uage is the leamex s

: ‘,‘whxchare specxﬁc to apamcuiar hngnag
eamrw\mﬁ be readily acquired by leamers, and that our teachmg
d be directed towards penpherai features -




