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In a recent paper], Brumfit suggests that a lasting impact of com-

municative language teaching may involve a change in traditional class-
room procedure, as below:

Stage 1 Present

Traditional
. Stage ? Drill

procedure

Slage 3 Practice in context

r_Stage i Students communicate with
available resources

Communicative

Stage 2 Teacher presents items
procedure . shown to be necessary

Stage 3 rill if necessary
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Ihe example on the fellawing nanes” illuslrates one way in which this
second procedure might manifest itself in materials (Lhough it will be
argued later that this example in fact compromises with Lhe procedure as
represealed above). The aim of this short paper is o consider advantages
and disadvantages of the communicalive procedure, which for obvious reasons
will be referred to as the 'deep-end stralegy'.

The strateqy demarts from tradition {and will offend traditionalists)
in a number of ways. [t reverses, for example. the usual sequence of
‘reception to production' in which the student’s initial role is thal of
Tistener or reader (Stage 1) and only laler (Stages 2 and 3) that of
producer. In the deep-end strategy the studenl first produces; ne
Tistens or reads only al State 2. Ihe strategy also reverses the sequence
of 'atomislic to holistic language practice' since in it the student
first practices Lhe entire behaviour and only later (Stage 3) drills
items in isolation.




SECTION A: ORAL PRACTICE
What would yousay?

Peter and Barbara have been out wogether. Peter wants to take her ouragamn romorrow.

‘They arrive at Barbara®s house.
They've both had a good time.
What do they say?

Peter invites her. She accepts.

I"t
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They make arrangements before
saying goodnight

!

L.)‘i P8 .-.-..-.-.,'.4.‘ - ahind

|SERIL S8 §




(SHALLWE...2' CWOULD YOU

I
HOW | _" ‘.’KL T0. -_‘”

IABOU I

v

i
|

Practise inviting w tese situations:

U You haven's seen vour bovtriend/girltriend tor atleast o day! Maybe he/she can have
lunch with you tomorrow.

1) Yonr landlady ronk von our last week . Maybe you should ask her vut vnce. Theresan
Agada Chirstic play onat the theatre on Fraday.

m) Jon's having 3 parcy this Saturday. A new French gisd has just arnived in vour cliss. Mavhe

shie will come wath you.

You wane ro go ro che cinema on Menday evening. but vou have no one o go wid, Ask

a classaate.

v)  Youand your friends are leaving England next week. and you are all having a dinner
party together. You want to invite your teacher.

I

~—

a) Hereds your diary for next week. Deade whar you are doing on thiee days, Write st in
vonur duary

Sunday -

Monday

Tuesday
Wednesday

Thursday

Friday

Saturday




But perbaps the most important departure from tradition is that at
Stage 1 of the strategy the student is placed in a silvalion where he may
need to use language not yet taught. Indeed, it is a c¢entral charac-
teristic of Lhe sirateyy Lhal Lhe student is taught at Stages 2 and 3
Janquage which he needed at Stage 1. 'Teaching', Lhal is, succeeds
rather than precedes 'use'. An important implication is that, because
al Stage 71 the studenl will almost cerlainly find his available
resources inadequale, he is 1ikely to make mistakes.

In this way the slralegy conlrasts sharply with established be-
haviourist procedures of ‘shapning' which seek to avoid situations in
which student errar might accur. But it is precisely for this reason
that the strategy provides opportunity Lo practice skills important to
Lthe acquisition of communicalive competence (and which the behaviaurist
procedures ifgnore}. These skills involve the ability to search for
circumlocutions when the appropriate language item is nol known; Lo
serceive when the listensr has not understood what was said and to
struggle to rephrase it; to scarch the memory for items learned long
ago - or half-learned, or just met in passing. The ability to muster in
this way imperfect linguistic resources to a communicative end is a
fundamental one. IL is one which until he reaches high proficiency, the
student will have to employ constantly and quickly - constantly because
s0 often as he attempts to express himself in the foreign language he
will find his resources inadequate; guickly because the constraints which
hold in a conversalional situalion demand ranid response. The deep-end
strateqy should help to develaop in the student a type of confidence
essential to learning 2 foreign language: Lhe confidence to attempt to
say somclhing which be knows Lhat he does not really know how to say.

The strategy's implicit recognilion of such skills is what makes it
communicalive. 1L fils well within a language teaching aiming to de-
velop fluency [as the ahility to perform skills like these guickly) as
well as accuracy, and it can only do soc because the 'free communication'
occurs al Stage 1. [F Stage 3 of the traditional procedure does involve
an element of risk taking this is often by accidenl rather Lhan design,
The teacher assumplion is Lhal Lhe lanquage used at Stage 3 will be the
language learned at Stages T_and 2. The orocedure has been sel up
precisely with this T1ink in mind. The studenl will, moreover, brobably
share Lhis assumplion and can Lherciore be lorgiven for viewing stage 3
as a vehicle for practicing Stage 1 and 2 language rather than as an
exercise in true communication. He will, in Widdowson's (197%) terms,
see il as praclice in 'usaye' rather Lhan 'use'. This may well in turn
result in stultified interaction as the students struggle to fit whal
they want Lo say into Lhe language they have just learned. Free practice
in the 'deep-end' strateqy is likely to bhe more 'natural®, if Jess
accurale, than in the traditional strategy.




A\ further advantage of the communicative procedure is its diagnostic
value, for both teacher and student. It telis the teacher what the
studenl dovus and does nol know, and Lhis provides the framework for sub-
sequent teaching. Information on what the student knows ensures that time
will not be wasted on items already mastered, while information on areas
of weakness provide a means for making Stage 2 and 3 teaching necds-
specific. From the student's point of view, Stage 1 draws attention to
arcas where available resources are inadequate, and this should have
considerable motivational value, Thus Stages 2 and 3 will not only be,
bul will be secen to be, needs-specific.

finother attractive feature of the strategy as exemplified in the
exercises given earlier is that it is flexible as regards student level.
Since any function may be expounded in various more or 1ess complex ways,
students at a variety of levels may do Fxercise 1 above., Thus with low-
level students Picture 2 may elicgit:

Peter Can you come to the pictures tomorrow?
2arbara : Yes,

Wwhile a more advanced group may produce;

Peter @ Listen, Barbara, There's 2 new play on at the New Theatre
next week.

Barbara : 0h? What is it?

Peter : It's Tom Stoppard's 'Dirty Linen'. You haven'L seen it,
have you?

Barbara : No.

Peter : I've heard it's very goud,

Barbara : Well, it sounds inleresting,

Peter Yes. Anyway, now woula you like to go and see it. I
planned to go myself anyway.

Barbara : MWell yes. I'd like that. Bul I've gol quite a Jot on
next week, When ...

Exercise 2 has a similar flexibility; low-lcvel sludents may con=
centrate on one of the given exponents ('shall we...' perhaps) while
higher levels can practice them 217,

If we now forgel the exercises given earlier and concentrate on the
sirategy as represented in the diagram at the beginning of this paper,
we find that it has one serious disadvantage which poses the teacher and/for
materials producer with a considerable problem, For if students are given
a genuine opportunity to communicate freely at Stage 1, it follows that
we shall be unable to predict what will be said and what shortcomings will
be revealed, Hence it will be impossible to prepare in advance the con-
tent of Stage 2 and 3 teaching, There are teaching situations in which
this may not matter. In them the students would communicale with available




39

resources and the teacher would identify arcas of need. He would then go
' t0 a resources room which would conlain banks of drills to cover a1l
possiblc arcas of nced.  He would return to the classroom wilh appro-
‘priate materials and proceed with the lesson. IL is a scenario requiring
both huge resources and nerves of steel - huge resources because the
‘banks of drills would indeed have to be exhaustive, and nerves of steel
because the teacher would have to be willing teo give lessons with very
little advanced preparation.

In many teaching situations where huge resources and nerves of
steel are lacking Lhis procedure would be impossible, though this is
not t0 say that it is an undesirable objective to work towards. Note
that the procedure does indeed involve a drastic change in the role of
materials. They cease to orovide a set of exercises to work through in
prescribed sequence, and become a bank of resources to selecl from.

If the deep-cnd slralegy is Lo be used in general teaching situations,
- some means of predicting and circumscribing Stage 2 and 3 activities needs
to be found. One possible solution is illustrated in the exercises given
earlier. TIn these the materials producer presents at Stage 2 language
which he predicts the student 'may have wanted to use’ at Stage 1. This
s a compromise because the lesson procceds on the basis of predicted
rather Lhan necessarily shown needs, and the solution thus Toses diagnostic
walue. It may happen, in Exercise 1 given earlier, thal Lhe studenl uses
pone of the forms presented in Exercise 2 but invites with the exponent
"let's' which he gels wrong. This invalidates the utility of Exercise 2
~as it stands. It may also happen, more seriously, that the student
javites correctly, but makes arrangements incorrectly, again invalidating
the utility of Exercise 2. But note that in the first of these even-
tualities, adaptation is possible. Because the cues in Exercise Z are
situational, they can be used to practise any cxponent of invitation
including ones not presented in the box. [he solution is @ compromise,
bul il is one which docs al least allow materials to be produced and hence
some predictahility to he given to the Tlesson.

A second solution, gscful for Lhe teaching of writing to unilingual
groups, is the following?s %

Studenls are given an (imperfect) Students rewrite the
essay written by a member of Lhe essay carrecting the
same language group mistakes

Stage 1 Stage 2

-
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Students work at their own
speed through a given 'bank
of drills", selecting

those calculated to eliminata
the mistakes they failed to
recognise at Stage 2

i Students compare their version
with a model version

. ar————

Stage 3

Stage 4

Studenls write an essay on
a connecled topic

Stage 5

This solution retains diagnostic value since at Stage & the student
is only drilling items he has failed to correct at Staye 2. And because
the students’ production at Stage 2 is based on an initial imperfect
essay, the materials producer has a linile number of errors to deal with,
and hence drills to provide. These drills constitute a bank and no one
student would probably nesd to do them all. But the solution compromises
on another aspect of Lhe strategy - the "initial communication with
available resources' is based on a piece of writing presented to the
student; it is thus neither entirely free nor (since it is an exercise
essentially in error correction) does it practise all the processes in-
volved in composition.

To return finally to the question of level, To many teachers the
deep-end strategy will sharc with other communicative approaches a lack
of guided control over student exposure to and practice of language.
This will suggest to them that it is only really suitablc at the post
intermediate level. Certainly the strategy invites the specific
gueslion: to what extenl will communication at Slage 1 be possible
when the sludent {at beginner or near beginner level) has no available
resources? Lxperimentation, along the lines of Sawignon (1972) may
reveal that the stralcqy is possible even wilh beginners, but this
{empirical) gquestion must ves@in unanswered until the experimentation is
gdome. More cerlainly, the approach will have advantages for Lhe student
who has Tearned grammar in a traditional way, and needs it to he
*activated’.? Civen that much of past language teachiny has tended to
be slowly incremenlal and to delay aclivation of structural knowlcdge,
it may well be that an approach which follows a short, intensive ‘crash’
structural course with immediate activation by the deep-cnd strategy
will be successful. In this approach the student would be introduced to
Struclures in a traditional way: but the time spenl on non-communicative
practice would be minimised and Lhe structures would be 'recycled' as
soon as possible within the communicative framework of the deen-end
Strategy
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NOT(S

1. Brumfit (1978). These procedures are also discussed in Brumfit (1979).
2. Johnson and Morvow (197%).

3. The present wriler has heen develaping materials along these lines for
use by Spanish and Portuguese speakers,

4. Johnson and Morrow {1979) is subtitled 'a language activation course’.
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