Language education: A Brief History
Language education includes the teaching and learning of a language. It can include improving a learner's native language; however, it is more commonly used with regard to second language acquisition, that is, the learning of a foreign or second language, and that is the meaning that is treated in this article. As such, language education is a branch of applied linguistics.

Ancient to medieval period
Although the need to learn foreign languages is almost as old as human history itself, the origins of modern language education has its roots in the study and teaching of Latin. 500 years ago Latin was the dominant language of education, commerce, religion and government in much of the Western world.

However, by the end of the 16th century, French, Italian and English displaced Latin as the languages of spoken and written communication. The study of Latin diminished from the study of a living language to be used in the real world to a subject in the school curriculum. Such decline brought about a new justification for its study. It was then claimed that its study developed intellectual abilities and the study of Latin grammar became an end in and of itself.

"Grammar schools" from the 16th to 18th centuries focused on teaching the grammatical aspects of Classical Latin. Advanced students continued grammar study with the addition of rhetoric.

18th century
The study of modern languages did not become part of the curriculum of European schools until the 18th century. Based on the purely academic study of Latin, students of modern languages did much of the same exercises, studying grammatical rules and translating abstract sentences. Oral work was minimal; instead students were required to memorise grammatical rules and apply these to decode written texts in the target language. This tradition-inspired method became known as the 'Grammar-Translation Method'.

19th-20th century (focus only on America)

Innovation in foreign language teaching began in the 19th century and, very rapidly, in the 20th century, leading to a number of different methodologies, sometimes conflicting, each trying to be a major improvement over the last or other contemporary methods. The earlist applied linguists, such as Henry Sweet (1845-1912), Otto Jespersen (1860-1943) and Harold Palmer (1877-1949) worked on setting principles and approaches based on linguistic and psychological theories, although they left many of the specific practical details for others to devise. Unfortunately, those looking at the history of foreign language education in the 20th century and the methods of teaching (such as those related below) might be tempted to think that it is a history of failure. Very few who study foreign languages in U.S. universities as a major manage to reach something called "minimum professional proficiency" and even "reading knowledge" required for PhD degree is comparable only to what second year language students read. In addition, very few American researchers can read and assess information written in languages other than English and even a number of famous linguists are monolingual.

However, anecdotal evidence for successful second or foreign language learning is easy to find, leading to a discrepancy between these cases and the failure of most language programs to help make second language acquisition research emotionally-charged. Older methods and approaches such as the grammar translation method or the direct method are disposed of and even ridiculed as newer methods and approaches are invented and promoted as the only and complete solution to the problem of the high failure rates of foreign language students. Most books on language teaching list the various methods that have been used in the past, often ending with the author's new method. These new methods seem to be created full-blown from the authors' minds, as they generally give no credence to what was done before and how it relates to the new method. For example, descriptive linguists seem to claim unhesitatingly that before their work, which lead to the audio-lingual method developed for the U.S. Army in World War II, there were no scientifically-based language teaching methods. However, there is significant evidence to the contrary. It is also often inferred or even stated that older methods were completely ineffective or have died out completely when even the oldest methods are still used (e.g. the Berlitz version of the direct method). Much of the reason for this is that proponents of new methods have been so sure that their ideas are so new and so correct that they could not conceive that the older ones have enough validity to cause controversy and emphasis on new scientific advances has tended to blind researchers to precedents in older work.

The development of foreign language teaching is not linear. There have been two major branches in the field, empirical and theoretical, which have almost completely-separate histories, with each gaining ground over the other at one point in time or another. Examples of researchers on the empiricist side are Jesperson, Palmer, Leonard Bloomfield who promote mimicry and memorization with pattern drills. These methods follow from the basic empiricist position that language acquisition basically results from habits formed by conditioning and drilling. In its most extreme form, language learning is basically the same as any other learning in any other species, human language being essentially the same as communication behaviors seen in other species. On the other side, are Francois Gouin, M.D. Berlitz, Elime de Sauzé, whose rationalist theories of language acquisition dovetail with linguistic work done by Noam Chomsky and others. These have led to a wider variety of teaching methods from grammar-translation, to Gouin's "series method" or the direct methods of Berlitz and de Sauzé. With these methods, students generate original and meaningful sentences to gain a functional knowledge of the rules of grammar. This follows from the rationalist position that man is born to think and language use is a uniquely human trait impossible in other species. Given that human languages share many common traits, the idea is that humans share a universal grammar which is built into our brain structure. This allows us to create sentences that we have never heard before, but can still be immediately understood by anyone who understands the specific language being spoken. The rivalry of the two camps is intense, with little communication or cooperation between them.

Methods of teaching foreign languages
Approaches, Methods and Techniques
There are many methods of teaching languages. Some have fallen into relative obscurity and others are widely used; still others have a small following, but offer useful insights.

While sometimes confused, the terms "approach", "method" and "technique" are hierarchical concepts. An approach is a set of correlative assumptions about the nature of language and language learning, but does not involve procedure or provide any details about how such assumptions should translate into the classroom setting. Such can be related to second language acquisition theory.

There are three principal views at this level:

1. The structural view treats language as a system of structurally related elements to code meaning (e.g. grammar).

2. The functional view sees language as a vehicle to express or accomplish a certain function, such as requesting something.

3. The interactive view sees language as a vehicle for the creation and maintenance of social relations, focusing on patters of moves, acts, negotiation and interaction found in conversational exchanges. This view has been fairly dominant since the 1980s.

A method is a plan for presenting the language material to be learned and should be based upon a selected approach. In order for an approach to be translated into a method, an instructional system must be designed considering the objectives of the teaching/ learning, how the content is to be selected and organized, the types of tasks to be performed, the roles of students and the roles of teachers. A technique is a very specific, concrete stratagem or trick designed to accomplish an immediate objective. Such are derived from the controlling method, and less-directly, from the approach.

The grammar translation method
The grammar translation method instructs students in grammar, and provides vocabulary with direct translations to memorize. It was the predominant method in Europe in the 19th century. Most instructors now acknowledge that this method is ineffective by itself. It is now most commonly used in the traditional instruction of the classical languages.

In applied linguistics, the grammar translation method is a foreign language teaching method derived from the classical (sometimes called traditional) method of teaching Greek and Latin. The method requires students to translate whole texts word for word and memorize numerous grammatical rules and exceptions as well as enormous vocabulary lists. The goal of this method is to be able to read and translate literary masterpieces and classics.

Throughout Europe in the 18th and 19th centuries, the education system was formed primarily around a concept called faculty psychology. In brief, this theory dictated that the body and mind were separate and the mind consisted of three parts: the will, emotion, and intellect. It was believed that the intellect could be sharpened enough to eventually control the will and emotions. The way to do this was through learning classical literature of the Greeks and Romans, as well as mathematics. Additionally, an adult with such an education was considered mentally prepared for the world and its challenges. In the 19th century, modern languages and literatures begin to appear in schools. It was believed that teaching modern languages was not useful for the development of mental discipline and thus they were left out of the curriculum. As a result, textbooks were essentially copied for the modern language classroom. In America, the basic foundations of this method were used in most high school and college foreign language classrooms and were eventually replaced by the audiolingual method among others.

Classes were conducted in the native language. A chapter in a distinctive textbook of this method would begin with a massive bilingual vocabulary list. Grammar points would come directly from the texts and be presented contextually in the textbook, to be explained elaborately by the instructor. Grammar thus provided the rules for assembling words into sentences. Tedious translation and grammar drills would be used to exercise and strengthen the knowledge without much attention to content. Sentences would be deconstructed and translated. Eventually, entire texts would be translated from the target language into the native language and tests would often ask students to replicate classical texts in the target language. Very little attention was placed on pronunciation or any communicative aspects of the language. The skill exercised was reading, and then only in the context of translation

Criticism
The method by definition has a very limited scope of objectives. Because speaking or any kind of spontaneous creative output was missing from the curriculum, students would often fail at speaking or even letter writing in the target language. A noteworthy quote describing the effect of this method comes from Bahlsen, who was a student of Plötz, a major proponent of this method in the 19th century. In commenting about writing letters or speaking he said he would be overcome with "a veritable forest of paragraphs, and an impenetrable thicket of grammatical rules." Later, theorists such as Vietor, Passy, Berlitz, and Jespersen began to talk about what a new kind of foreign language instruction needed, shedding light on what the grammar translation was missing. They supported teaching the language, not about the language, and teaching in the target language, emphasizing speech as well as text. Through grammar translation, students lacked an active role in the classroom, often correcting their own work and strictly following the textbook.

Conclusion
The grammar translation method stayed in schools until the 1960s, when a complete foreign language pedagogy evaluation was taking place. In the meantime, teachers experimented with approaches like the direct method in post-war and Depression era classrooms, but without much structure to follow. The trusty grammar translation method set the pace for many classrooms for many decades.

The direct method
The direct method, sometimes also called natural method, is a method that refrains from using the learners' native language and just uses the target language. It was established in Germany and France around 1900 and are best represented by the methods devised by Berlitz and de Sauzé although neither claim originality and has been re-invented under other names. The direct method operates on the idea that second language learning must be an imitation of first language learning, as this is the natural way humans learn any language - a child never relies on another language to learn its first language, and thus the mother tongue is not necessary to learn a foreign language. This method places great stress on correct pronunciation and the target language from outset. It advocates teaching of oral skills at the expense of every traditional aim of language teaching. Such methods rely on directly representing an experience into a linguistic construct rather than relying on abstractions like mimicry, translation and memorizing grammar rules and vocabulary.

According to this method, printed language and text must be kept away from second language learner for as long as possible, just as a first language learner does not use printed word until he has good grasp of speech. Learning of writing and spelling should be delayed until after the printed word has been introduced, and grammar and translation should also be avoided because this would involve the application of the learner's first language. All above items must be avoided because they hinder the acquisition of a good oral proficiency.

The method relies on a step-by-step progression based on question-and-answer sessions which begin with naming common objects such as doors, pencils, floors, etc. It provides a motivating start as the learner begins using a foreign language almost immediately. Lessons progress to verb forms and other grammatical structures with the goal of learning about thirty new words per lesson. 

Characteristic features of the direct method are

· teaching vocabulary through pantomiming, realia and other visuals

· teaching grammar by using an inductive approach (i.e. having learners find out rules through the presentation of adequate linguistic forms in the target language)

· centrality of spoken language (including a native-like pronunciation)

· focus on question-answer patterns

· teacher-centeredness

Principles
1. Classroom instructions are conducted exclusively in the target language.

2. Only everyday vocabulary and sentences are taught. (The language is made real.)

3. Oral communication skills are built up in a carefully graded progression organized around question-and-answer exchanges between teachers and students in small, intensive classes.

4. Grammar is taught inductively.

5. New teaching points are introduced orally.

6. Concrete vocabulary is taught through demonstration, objects, and pic​tures; abstract vocabulary is taught by association of ideas.

7. Both speech and listening comprehensions are taught.

8. Correct pronunciation and grammar are emphasized.

Historical context
The direct method was an answer to the dissatisfaction with the grammar translation method, which teaches students in grammar and vocabulary through direct translations and thus focuses on the written language.
 
There was an attempt to set up such conditions as would imitate the mother tongue acquisition. For this reason the beginnings of these attempts were marked as The Natural methods. At the turn of the 18th and 19th centuries, Sauveur and Franke wrote psychological roots regarding the associations made between the word and its meaning. They proposed that in language teaching we should move within the target-language system and this was the first stimulus for the rise of The Direct method.
 
Later on, Sweet recognized the limits of The Direct method and he proposed a substantial change in methodology, and for this reason there was an introduction of the audio-lingual method.

The audio-lingual method
The Audio-Lingual Method (ALM) arose as a direct result of the need for foreign language proficiency in listening and speaking skills during and after World War II. It is closely tied to behaviorism, and thus made drilling, repetition, and habit-formation central elements of instruction. In the classroom, lessons were often organized by grammatical structure and presented through short dialogs. Often, students listened repeatedly to recordings of conversations (for example, in the language lab ) and focused on accurately mimicking the pronunciation and grammatical structures in these dialogs.

Background

The audio-lingual method was developed due to the U.S.'s entry into World War II. The government suddenly needed people who could carry on conversations fluently in a variety of languages such as German, French, Italian, Chinese, Malay, etc., and could work as interpreters, code-room assistants, and translators. However, since foreign language instruction in that country was heavily focused on reading instruction, no textbooks, other materials or courses existed at the time, so new methods and materials had to be devised. The Army Specialized Training Program created intensive programs based on the techniques Leonard Bloomfield and other linguists devised for Native American languages, where students interacted intensively with native speakers and a linguist in guided conversations designed to decode its basic grammar and learn the vocabulary. This "informant method" had great success with its small class sizes and motivated learners. 

The Army Specialized Training Program only lasted a few years, but it gained a lot of attention from the popular press and the academic community. Charles Fries set up the first English Language Institute at the University of Michigan, to train English as a second or foreign language. Similar programs were created later at Georgetown University, University of Texas among others based on the methods and techniques used by the military. The developing method had much in common with the British oral approach although the two developed independently. The audio-lingual method based itself on structural linguistics, focusing on grammar and contrastive analysis to find differences between the student's native language and the target language in order to prepare specific materials to address potential problems. These materials strongly emphasized drill as a way to avoid or eliminate these problems. 

This first version of the method was originally called the oral method, the aural-oral method or the structural approach. The audio-lingual method truly began to take shape near the end of the 1950s, this time due government pressure resulting from the space race. Courses and techniques were redesigned to add insights from behaviorist psychology to the structural linguistics and constructive analysis already being used. Under this method, students listen to or view recordings of language models acting in situations. Students practice with a variety of drills, and the instructor emphasizes the use of the target language at all times. The idea is that by reinforcing 'correct' behaviors, students will make them into habits. 
The Audio-lingual method is the product of three historical circumstances. For its views on language, audiolingualism drew on the work of American linguists such as Leonard Bloomfield. The prime concern of American Linguistics at the early decades of the 20th century had been to document all the indigenous languages spoken in the USA. However, because of the dearth of trained native teachers who would provide a theoretical description of the native languages, linguists had to rely on observation. For the same reason, a strong focus on oral language was developed. At the same time, behaviourist psychologists such as B.F. Skinner were forming the belief that all behaviour (including language) was learnt through repetition and positive or negative reinforcement. The third factor that enabled the birth of the Audio-lingual method was the outbreak of World War II, which created the need to post large number of American servicemen all over the world. It was therefore necessary to provide these soldiers with at least basic verbal communication skills. Unsurprisingly, the new method relied on the prevailing scientific methods of the time, observation and repetition, which were also admirably suited to teaching en masse. Because of the influence of the military, early versions of the audio-lingualism came to be known as the “army method.”

Due to weaknesses in performance, and more importantly because of Noam Chomsky's theoretical attack on language learning as a set of habits, audio-lingual methods are rarely the primary method of instruction today. However, elements of the method still survive in many textbooks. 

Practice

The Audio-Lingual Method, or the Army Method or also the New Key, is a style of teaching used in teaching foreign languages. It is based on behaviorist theory, which professes that certain traits of living things, and in this case humans, could be trained through a system of reinforcement—correct use of a trait would receive positive feedback while incorrect use of that trait would receive negative feedback.

This approach to language learning was similar to another, earlier method called the Direct method. Like the Direct Method, the Audio-Lingual Method advised that students be taught a language directly, without using the students' native language to explain new words or grammar in the target language. However, unlike the Direct Method, the Audiolingual Method didn’t focus on teaching vocabulary. Rather, the teacher drilled students in the use of grammar.

Applied to language instruction, and often within the context of the language lab, this means that the instructor would present the correct model of a sentence and the students would have to repeat it. The teacher would then continue by presenting new words for the students to sample in the same structure. In audio-lingualism, there is no explicit grammar instruction—everything is simply memorized in form. The idea is for the students to practice the particular construct until they can use it spontaneously. In this manner, the lessons are built on static drills in which the students have little or no control on their own output; the teacher is expecting a particular response and not providing that will result in a student receiving negative feedback. This type of activity, for the foundation of language learning, is in direct opposition with communicative language teaching.

Charles Fries, the director of the English Language Institute at the University of Michigan, the first of its kind in the United States, believed that learning structure, or grammar was the starting point for the student. In other words, it was the students’ job to orally recite the basic sentence patterns and grammatical structures. The students were only given “enough vocabulary to make such drills possible.” (Richards, J.C. et-al. 1986). Fries later included principles for behavioural psychology, as developed by B.F. Skinner, into this method.

Oral Drills
Drills and pattern practice are typical of the Audiolingual method. (Richards, J.C. et-al. 1986) These include
Repetition : where the student repeats an utterance as soon as he hears it
Inflection : Where one word in a sentence appears in another form when repeated
Replacement : Where one word is replaced by another
Restatement : The student re-phrases an utterance

Examples
Inflection : Teacher : I ate the sandwich. Student : I ate the sandwiches.
Replacement : Teacher : He bought the car for half-price. Student : He bought it for half-price.
Restatement : Teacher : Tell me not to shave so often. Student : Don't shave so often!


The following example illustrates how more than one sort of drill can be incorporated into one practice session :
“Teacher: There's a cup on the table ... repeat
Students: There's a cup on the table
Teacher: Spoon
Students: There's a spoon on the table
Teacher: Book
Students: There's a book on the table
Teacher: On the chair
Students: There's a book on the chair
etc.” 

Thus lessons in the classroom focus on the correct imitation of the teacher by the students. Not only are the students expected to produce the correct output, but attention is also paid to correct pronunciation. Although correct grammar is expected in usage, no explicit grammatical instruction is given. Furthermore, the target language is the only language to be used in the classroom. Modern day implementations are more lax on this last requirement.

Fall from popularity
In the late 1950s, the theoretical underpinnings of the method were questioned by linguists such as Noam Chomsky, who pointed out the limitations of structural linguistics. The relevance of behaviorist psychology to language learning was also questioned, most famously by Chomsky's review of B.F. Skinner's Verbal Behavior in 1959. The audio-lingual method was thus deprived of its scientific credibility and it was only a matter of time before the effectiveness of the method itself was questioned.

In 1964, Wilga Rivers released a critique of the method in her book, “The Psychologist and the Foreign Language Teacher. Subsequent research by others, inspired by her book, produced results which showed explicit grammatical instruction in the mother language to be more productive. These developments, coupled with the emergence of humanist pedagogy led to a rapid decline in the popularity of audiolingualism.

Philip Smith's study from 1965-1969, termed the Pennsylvania Project, provided significant proof that audio-lingual methods were less effective than a more traditional cognitive approach involving the learner's first language.

Today
Despite being discredited as an effective teaching methodology in 1970, audio-lingualism continues to be used today, although it is typically not used as the foundation of a course, but rather, has been relegated to use in individual lessons. As it continues to be used, it also continues to gain criticism, as Jeremy Harmer notes, “Audio-lingual methodology seems to banish all forms of language processing that help students sort out new language information in their own minds.” As this type of lesson is very teacher centered, it is a popular methodology for both teachers and students, perhaps for several reasons but in particular, because the input and output is restricted and both parties know what to expect.

Manifestations in Popular Culture
The fact that audio-lingualism continues to manifest itself in the classroom is reflected in popular culture. Films often depict one of the most well-known aspects of audio-lingualism : the repetition drill. In South Park Episode #172, Cartman applies the repetition drill while teaching a class of high school students. In Mad Max - Beyond Thunderdome, an LP record of a French Lesson instructs a pair of obliging children to 'repeat' short phrases in French and then in English.

The oral approach/Situational language teaching
This approach was developed from the 1930s to the 1960s by British applied linguists such as Harold Palmer and A.S. Hornsby. They were familiar with the Direct method as well as the work of 19th century applied linguists such as Otto Jesperson and Daniel Jones but attempted to develop a scientifically-founded approach to teaching English than was evidence by the Direct Method.[1]
A number of large-scale investigations about language learning and the increased emphasis on reading skills in the 1920s led to the notion of "vocabulary control". It was discovered that languages have a core basic vocabulary of about 2,000 words that occurred frequently in written texts, and it was assumed that mastery of these would greatly aid reading comprehension. Parallel to this was the notion of "grammar control", emphasizing the sentence patterns most-commonly found in spoken conversation. Such patterns were incorporated into dictionaries and handbooks for students. The principle difference between the oral approach and the direct method was that methods devised under this approach would have theoretical principles guiding the selection of content, gradation of difficulty of exercises and the presentation of such material and exercises. The main proposed benefit was that such theoretically-based organization of content would result in a less-confusing sequence of learning events with better contextualization of the vocabulary and grammatical patterns presented. Last but not least, all language points were to be presented in "situations". Emphasis on this point led to the approach's second name. Such learning in situ would lead to students' acquiring good habits to be repeated in their corresponding situations. Teaching methods stress PPP (presentation (introduction of new material in context), practice (a controlled practice phase) and production (activities designed for less-controlled practice)). 
Although this approach is all but unknown among language teachers today, elements of it have had long lasting effects on language teaching, being the basis of many widely-used English as a Second/Foreign Language textbooks as late as the 1980s and elements of it still appear in current texts. Many of the structural elements of this approach were called into question in the 1960s, causing modifications of this method that lead to Communicative language teaching. However, its emphasis on oral practice, grammar and sentence patterns still finds widespread support among language teachers and remains popular in countries where foreign language syllbuses are still heavily based on grammar. 
Functional-notional Approach
Finocchiaro, M. & Brumfit, C. (1983). The Functional-Notional Approach. New York, NY: Oxford University Press.

This method of language teaching is categorized along with others under the rubric of a communicative approach. The method stresses a means of organizing a language syllabus. The emphasis is on breaking down the global concept of language into units of analysis in terms of communicative situations in which they are used.
A notional-functional syllabus is more a way of organizing a language learning curriculum than a method or an approach to teaching. In a notional-functional syllabus, instruction is organized not in terms of grammatical structure as had often been done with the ALM, but in terms of “notions” and “functions.” In this model, a “notion” is a particular context in which people communicate, and a “function” is a specific purpose for a speaker in a given context. As an example, the “notion” or context shopping requires numerous language functions including asking about prices or features of a product and bargaining. Similarly, the notion party would require numerous functions like introductions and greetings and discussing interests and hobbies. Proponents of the notional-functional syllabus claimed that it addressed the deficiencies they found in the ALM by helping students develop their ability to effectively communicate in a variety of real-life contexts.

The use of particular notions depends on three major factors: a. the functions b. the elements in the situation, and c. the topic being discussed.

A situation may affect variations of language such as the use of dialects, the formality or informality of the language and the mode of expression. Situation includes the following elements:

A. The persons taking part in the speech act

B. The place where the conversation occurs

C. The time the speech act is taking place

D. The topic or activity that is being discussed

Exponents are the language utterances or statements that stem from the function, the situation and the topic. 

Code is the shared language of a community of speakers. 

Code-switching is a change or switch in code during the speech act, which many theorists believe is purposeful behavior to convey bonding, language prestige or other elements of interpersonal relations between the speakers. 

Functional Categories of Language
Mary Finocchiaro (1983, p. 65-66) has placed the functional categories under five headings as noted below: personal, interpersonal, directive, referential, and imaginative.
Personal = Clarifying or arranging one’s ideas; expressing one’s thoughts or feelings: love, joy, pleasure, happiness, surprise, likes, satisfaction, dislikes, disappointment, distress, pain, anger, anguish, fear, anxiety, sorrow, frustration, annoyance at missed opportunities, moral, intellectual and social concerns; and the everyday feelings of hunger, thirst, fatigue, sleepiness, cold, or warmth

Interpersonal = Enabling us to establish and maintain desirable social and working relationships: Enabling us to establish and maintain desirable social and working relationships:

· greetings and leave takings

· introducing people to others

· identifying oneself to others

· expressing joy at another’s success

· expressing concern for other people’s welfare

· extending and accepting invitations

· refusing invitations politely or making alternative arrangements

· making appointments for meetings

· breaking appointments politely and arranging another mutually convenient time

· apologizing

· excusing oneself and accepting excuses for not meeting commitments

· indicating agreement or disagreement

· interrupting another speaker politely

· changing an embarrassing subject

· receiving visitors and paying visits to others

· offering food or drinks and accepting or declining politely

· sharing wishes, hopes, desires, problems

· making promises and committing oneself to some action

· complimenting someone

· making excuses

· expressing and acknowledging gratitude

Directive = Attempting to influence the actions of others; accepting or refusing direction:

· making suggestions in which the speaker is included

· making requests; making suggestions

· refusing to accept a suggestion or a request but offering an alternative

· persuading someone to change his point of view

· requesting and granting permission

· asking for help and responding to a plea for help

· forbidding someone to do something; issuing a command

· giving and responding to instructions

· warning someone

· discouraging someone from pursuing a course of action

· establishing guidelines and deadlines for the completion of actions

· asking for directions or instructions

Referential = talking or reporting about things, actions, events, or people in the environment in the past or in the future; talking about language (what is termed the metalinguistic function: = talking or reporting about things, actions, events, or people in the environment in the past or in the future; talking about language (what is termed the metalinguistic function:

· identifying items or people in the classroom, the school the home, the community

· asking for a description of someone or something

· defining something or a language item or asking for a definition

· paraphrasing, summarizing, or translating (L1 to L2 or vice versa)

· explaining or asking for explanations of how something works

· comparing or contrasting things

· discussing possibilities, probabilities, or capabilities of doing something

· requesting or reporting facts about events or actions

· evaluating the results of an action or event

Imaginative = Discussions involving elements of creativity and artistic expression 

· discussing a poem, a story, a piece of music, a play, a painting, a film, a TV program, etc.

· expanding ideas suggested by other or by a piece of literature or reading material

· creating rhymes, poetry, stories or plays

· recombining familiar dialogs or passages creatively

· suggesting original beginnings or endings to dialogs or stories

· solving problems or mysteries

Communicative language teaching
Communicative language teaching (CLT) is an approach to the teaching of languages that emphasizes interaction as both the means and the ultimate goal of learning a language. Despite a number of criticisms, it continues to be popular, particularly in Europe, where constructivist views on language learning and education in general dominate academic discourse.

In recent years, Task-based language learning (TBLL), also known as task-based language teaching (TBLT) or task-based instruction (TBI), has grown steadily in popularity. TBLL is a further refinement of the CLT approach, emphasizing the successful completion of tasks as both the organizing feature and the basis for assessment of language instruction.

CLT is an approach to the teaching of second and foreign languages that emphasizes interaction as both the means and the ultimate goal of learning a language. It is also referred to as “communicative approach to the teaching of foreign languages” or simply the “Communicative Approach”.

Relationship with other methods and approaches
Historically, CLT has been seen as a response to the Audio-Lingual Method (ALM), and as an extension or development of the Notional-Functional Syllabus. Task-based language learning, a more recent refinement of CLT, has gained considerably in popularity.

Critics of ALM asserted that this over-emphasis on repetition and accuracy ultimately did not help students achieve communicative competence in the target language. Noam Chomsky argued "Language is not a habit structure. Ordinary linguistic behaviour characteristically involves innovation, formation of new sentences and patterns in accordance with rules of great abstractness and intricacy". They looked for new ways to present and organize language instruction, and advocated the notional functional syllabus, and eventually CLT as the most effective way to teach second and foreign languages. However, audio-lingual methodology is still prevalent in many text books and teaching materials. Moreover, advocates of audio-lingual methods point to their success in improving aspects of language that are habit driven, most notably pronunciation.

Overview of CLT
As an extension of the notional-functional syllabus, CLT also places great emphasis on helping students use the target language in a variety of contexts and places great emphasis on learning language functions. Unlike the ALM, its primary focus is on helping learners create meaning rather than helping them develop perfectly grammatical structures or acquire native-like pronunciation. This means that successfully learning a foreign language is assessed in terms of how well learners have developed their communicative competence, which can loosely be defined as their ability to apply knowledge of both formal and sociolinguistic aspects of a language with adequate proficiency to communicate.

CLT is usually characterized as a broad approach to teaching, rather than as a teaching method with a clearly defined set of classroom practices. As such, it is most often defined as a list of general principles or features. One of the most recognized of these lists is David Nunan’s (1991) five features of CLT:

1. An emphasis on learning to communicate through interaction in the target language.

2. The introduction of authentic texts into the learning situation.

3. The provision of opportunities for learners to focus, not only on language but also on the Learning Management process.

4. An enhancement of the learner’s own personal experiences as important contributing elements to classroom learning.

5. An attempt to link classroom language learning with language activities outside the classroom.

These five features are claimed by practitioners of CLT to show that they are very interested in the needs and desires of their learners as well as the connection between the language as it is taught in their class and as it used outside the classroom. Under this broad umbrella definition, any teaching practice that helps students develop their communicative competence in an authentic context is deemed an acceptable and beneficial form of instruction. Thus, in the classroom CLT often takes the form of pair and group work requiring negotiation and cooperation between learners, fluency-based activities that encourage learners to develop their confidence, role-plays in which students practice and develop language functions, as well as judicious use of grammar and pronunciation focused activities.

Classroom activities used in CLT
Example Activities

· Role Play

· Interviews

· Information Gap

· Games

· Language Exchanges

· Surveys

· Pair Work

· Learning by teaching
However, not all courses that utilize the Communicative Language approach will restrict their activities solely to these. Some courses will have the students take occasional grammar quizzes, or prepare at home using non-communicative drills, for instance.

Critiques of CLT
One of the most famous attacks on Communicative Language teaching was offered by Michael Swan in the English Language Teaching Journal on 1985[1] Henry Widdowson responded in defense of CLT, also in the ELT Journal (1985 39(3):158-161). More recently other writers (e.g. Bax[2]) have critiqued CLT for paying insufficient attention to the context in which teaching and learning take place, though CLT has also been defended against this charge (e.g. Harmer 2003[3]).

The Communicative Approach often seems to be interpreted as: if the teacher understands the student we have good communication. What can happen though is that a teacher who is from the same region, understands the students when they make errors resulting from first language influence. One problem with this is that native speakers of the target language can have great difficulty understanding them. This observation may call for new thinking on and adaptation of the communicative approach. The adapted communicative approach should be a simulation where the teacher pretends to understand only that what any regular speaker of the target language would, and should react accordingly.[4]
Task-based language learning

Task-based language learning (TBLL), also known as Task-based language teaching (TBLT) or Task-based instruction (TBI) is a method of instruction in the field of language acquisition. It focuses on the use of authentic language, and to students doing meaningful tasks using the target language; for example, visiting the doctor, conducting an interview, or calling customer services for help. Assessment is primarily based on task outcome (ie: the appropriate completion of tasks) rather than simply accuracy of language forms. This makes TBLL especially popular for developing target language fluency and student confidence.

TBLL was popularized by N. Prabhu while working in Bangalore, India. Prabhu figured out that his students could learn language just as easily with a non-linguistic problem as when they are concentrating on linguistic questions.

Jane Willis broke it into three sections. The pre-task, the task cycle, and the language focus.

In Practice
The core of the lesson is, as the name suggests, the task. All parts of the language used are deemphasized during the activity itself, in order to get students to focus on the task. Although there may be several effective frameworks for creating a task-based learning lesson, here is a rather comprehensive one suggested by Jane Willis. Note that each lesson may be broken into several stages with some stages removed or others added as the instructor sees fit.
Pre-task
In the pre-task, the teacher will present what will be expected of the students in the task phase. Additionally, the teacher may prime the students with key vocabulary or grammatical constructs, although, in "pure" task-based learning lessons, these will be presented as suggestions and the students would be encouraged to use what they are comfortable with in order to complete the task. The instructor may also present a model of the task by either doing it themselves or by presenting picture, audio, or video demonstrating the task. 
Task
During the task phase, the students perform the task, typically in small groups, although this is dependent on the type of activity. And unless the teacher plays a particular role in the task, then the teacher's role is typically limited to one of an observer or counselor—thus the reason for it being a more student-centered methodology.

Planning
Having completed the task, the students prepare either a written or oral report to present to the class. The instructor takes questions and otherwise simply monitors the students.

Report
The students then present this information to the rest of the class. Here the teacher may provide written or oral feedback, as appropriate, and the students observing may do the same.

Analysis
Here the focus returns to the teacher who reviews what happened in the task, in regards to language. It may include language forms that the students were using, problems that students had, and perhaps forms that need to be covered more or were not used enough.

Practice
The practice stage may be used to cover material mentioned by the teacher in the analysis stage. It is an opportunity for the teacher to emphasize key language.

Advantages
Task-based learning is advantageous to the student because it is more student-centered, allows for more meaningful communication, and often provides for practical extra-linguistic skill building. Although the teacher may present language in the pre-task, the students are ultimately free to use what grammar constructs and vocabulary they want. This allows them to use all the language they know and are learning, rather than just the 'target language' of the lesson. Furthermore, as the tasks are likely to be familiar to the students (eg: visiting the doctor), students are more likely to be engaged, which may further motivate them in their language learning.

Disadvantages
There have been criticisms that task-based learning is not appropriate as the foundation of a class for beginning students. Others claim that students are only exposed to certain forms of language, and are being neglected of others, such as discussion or debate. Teachers may want to keep these in mind when designing a task-based learning lesson plan.[2] [4]
Language immersion 
Language immersion is a method of teaching a second language (also called L2, or the target language). Unlike a more traditional language course, where the target language is simply the subject material, language immersion uses the target language as a teaching tool, surrounding, or "immersing" students in the second language. In-class activities, such as math, social studies, and history, and those outside of the class, such as meals or everyday tasks, are all conducted in the target language. Today's immersion programs are based on those founded in the 1960s in Canada when middle-income English-speaking parents convinced educators to establish an experimental French immersion program enabling their children 'to appreciate the traditions and culture of French-speaking Canadians as well as English-speaking Canadians'.

Educators distinguish between language immersion programs and submersion. In the former, the class is composed of students learning the L2 at the same level; while in the latter, one or two students are learning the foreign language, which is the first language (L1) for the rest of the class, thus they are "thrown into the ocean to learn how to swim" instead of gradually immersed in the new language.

A new form of language related syllabus delivery called Internationalised Curriculum has provided a different angle to the issue by immersing the curricula from various countries into the local language curriculum and separating out the language learning aspects of the syllabus. Proponents of this methodology believe immersion study of in a language foreign to the country of instruction doesn't produce as effective results as separated language learning and may in fact, hinder educational effectiveness and learning in other subject areas.

Types
A number of different immersion programs have evolved since those first ones in Canada. Immersion programs may be categorized according to age and extent of immersion.

Age
· Early immersion: students begin the second language from the age of 5 or 6.

· Middle immersion: students begin the second language from the age of 9 or 10.

· Late immersion: students begin the second language between the ages of 11 - 14.

Extent
· In total immersion, almost one hundred percent of class time is spent in the foreign language. Subject matter taught in foreign language and language learning per se is incorporated as necessary throughout the curriculum. The goals are to become functionally proficient in the foreign language, to master subject content taught in the foreign languages, and to acquire an understanding of and appreciation for other cultures. This type of program is usually sequential, cumulative, continuous, proficiency-oriented, and part of an integrated grade school sequence. Even in total immersion, the language of the curriculum may revert to the first language of the learners after several years.

· In partial immersion, about half of the class time is spent learning subject matter in the foreign language. The goals are to become functionally proficient in the second language (though to a lesser extent than through total immersion), to master subject content taught in the foreign languages, and to acquire an understanding of and appreciation for other cultures.

· In two-way immersion, also called "dual-" or "bilingual immersion", the student population consists of speakers of two or more different languages. Ideally speaking, half of the class is made up of native speakers of the major language in the area (i.e. English in the U.S.) and the other half is of the target language (i.e. Spanish). Class time is split in half and taught in the major and target languages. This way students encourage and teach each other, and eventually all become bilingual. The goals are similar to the above program. Different ratios of the target language to the native language may occur.

· In content-based foreign languages in elementary schools (FLES), about 15-50% of class time is spent in the foreign language and time is spent learning per se as well as learning subject matter in the foreign language. The goals of the program are to acquire proficiency in listening, speaking, reading, and writing the foreign language, to use subject content as a vehicle for acquiring foreign language skills, and to acquire an understanding of and appreciation for other cultures.

· In FLES programs, five to fifteen percent of class time is spent in the foreign language and time is spent learning language per se. It takes a minimum of 75 minutes per week, at least every other day. The goals of the program are to acquire proficiency in listening and speaking (degree of proficiency varies with the program), to acquire an understanding of and appreciation for other cultures, and to acquire some proficiency in reading and writing (emphasis varies with the program). T

· In FLEX (Foreign Language Experience) programs, frequent and regular sessions over a short period of time or short and/or infrequent sessions over an extended period of time are provided in the second language. Class is usually almost always in the first language. Only one to five percent of class time is spent sampling each of one or more languages and/or learning about language. The goals of the program are to develop an interest in foreign languages for future language study, to learn basic words and phrases in one or more foreign languages, to develop careful listening skills, to develop cultural awareness, and to develop linguistic awareness. This type of program is usually noncontinuous.

Method quality
Baker has found that more than one thousand studies have been completed on immersion programs and immersion language learners in Canada. These studies have given us a wealth of information. Across these studies, a number of important observations can be found.

· Early immersion students lag behind their monolingual peers in literacy (reading, spelling, and punctuation) for the first few years only. However, after the first few years, the immersion students catch up with their peers.

· Immersion programs have no negative effects on spoken skills in the first language.

· Early immersion students acquire almost-native-like proficiency in passive skills' (listening and reading) comprehension of the second language by the age of 11.

· Early immersion students are more successful in listening and reading proficiency than partial and late immersion students.

· Immersion programs have no negative effects on the cognitive development of the students.

· Monolingual peers perform better in sciences and math at an early age, however immersion students eventually catch up with, and in some cases, outperform their monolingual peers.

Learning by teaching

From Wikipedia, the free encyclopedia
In professional education, learning by teaching (German: LdL) designates a method that allows pupils and students to prepare and to teach lessons, or parts of lessons. Learning by teaching should not be confused with presentations or lectures by students, as students not only convey a certain content, but also choose their own methods and didactic approaches in teaching classmates that subject. Neither should it be confused with tutoring, because the teacher has intensive control of, and gives support for, the learning process in learning by teaching as against other methods.

History
Seneca told in his letters to Lucilius that we are learning if we teach (epistulae morales I, 7, 8): docendo discimus (lat.: "by teaching we are learning"). At all times in the history of schooling there have been phases where students were mobilized to teach their peers. Frequently, this was to reduce the number of teachers needed, so one teacher could instruct 200 students. However, since the end of the 19th century, a number of didactic-pedagogic reasons for student teaching have been put forward.

Students as teachers in order to spare teachers
In 1795 the Scotsman Andrew Bell[1] wrote a book about the mutual teaching method that he observed and used himself in Madras. The Londoner Joseph Lancaster picked up this idea and implemented it in his schools. This method was introduced 1815 in France in the "écoles mutuelles", because of the increasing number of students who had to be trained and the lack of teachers. After the French revolution of 1830, 2,000 "écoles mutuelles" were registered in France. Due to a political change in the French administration, the number of écoles mutuelles shrank rapidly and these schools were marginalized. It is important to stress that the learning level in the Bell-Lancaster-schools was very low. In hindsight, the low level can probably be attributed to the fact that the teaching-process was delegated entirely to the tutors and that the teachers did not supervise and support the teaching process.

Students as teachers in order to improve the learning-process
The first attempts using the learning by teaching method in order to improve learning were started at the end of the 19th century.
 LdL as a comprehensive method
 
The method received broader recognition starting in the early eighties, when Jean-Pol Martin developed the concept systematically for the teaching of French as a foreign language and gave it a theoretical background in numerous publications.[9] 1987 he founded a network of more than a thousand teachers that employed learning by teaching (the specifical name: LdL = "Lernen durch Lehren") in many different subjects, documented its successes and approaches and presented their findings in various teacher training sessions.[10] From 2001 on LdL has gained more and more supporters as a result of educational reform movements started throughout Germany.

Learning by teaching by Martin (LdL)
LdL by Martin consists of two components: a general anthropological one and a subject-related one.

· The anthropological basis of LdL is related to the pyramid or hierarchy of needs introduced by Abraham Maslow, which consists, from base to peak, of 1) physiological needs, 2) safety/security, 3) social/love/belonging, 4) esteem/self-confidence and 5) being/growth through self-actualization and self-transcendence. Personal growth moves upward through hierarchy, whereas regressive forces tend to push downward. The act of successful learning, preparation and teaching of others contributes to items 3 through 5 above. Facing the problems of our world today and in the future, it is essential to mobilize as many intellectual resources as possible, which happens in LdL lessons in a special way. Democratic skills are promoted through the communication and socialization necessary for this shared discovery and construction of knowledge.

· The subject related component (in foreign language teaching) of LdL aims to negate the alleged contradiction between the three main components: automatization of speech-related behavior, teaching of cognitively internalized contents and authentic interaction/communication.

The LdL-approach
After intensive preparation by the teacher, students become responsible for their own learning and teaching. The new material is divided into small units and student groups of not more than three people are formed. Each group familiarizes itself with a strictly defined area of new material and gets the assignment to teach the whole group in this area. One important aspect is that LdL should not be confused with a student-as-teacher-centered method. The material should be worked on didactically and methodologically (impulses, social forms, summarizing phases etc.). The teaching students have to make sure their audience has understood their message/topic/grammar points and therefore use different means to do so (e.g. short phases of group or partner exercises, comprehension questions, quizzes etc.). An important effect from LdL is to develop the students websensibility.

Building neural network: websensibility as target
Martin made first steps in order to transfer the brain structure - especially the operating mode from neural networks - on the classroom-discourse [11]. The consequences regarding the lessons phases and the differences to the other methods will be summed up in the following overview[12]:

	Phases
	Students' behavior
	Teacher's behavior
	Differences to other methods

	Preparation and postprocessing at home
	All the students work very intensively at home, because the quality of the classroom-discourse (collective intelligence, emergence) depends closely from the students ("neurons") preparation. Students who are not prepared or who often are absent are not able to react to impulses and to "fire off" impulses themselves
	The teacher ("frontal cortex") has to perfectly master the contents because he must be able to intervene anytime completing or giving incentives in order to enhance the classroom-discourse quality
	Using LdL means that the lesson-time will not be used in order to communicate new contents but for interactions in little groups or in the plenum (collective knowledge constructing). The homework has to prepare the students to interact on a high level during the lesson

	Interactions during the lesson
	The students are sitting in circle. Each student is listening very concentrated to the other students and asks questions if something in the explanations is not clear
	The teacher is looking for absolute quietness and concentration during the explanations by students, so that each student may explain their thoughts without being disturbed and so that other students may ask questions to the student giving the lesson
	Using LdL means that during the presentations and plenum-interactions the students have to be absolutely quiet so that everybody is able to listen the students utterances. During the students interactions, the teacher has to back off

	Introduction: informations gathering two by two: example "Dom Juan by Molière"
	Using "human resources": the students in charge of the course shortly present the new topic and let the other students discuss what is new about this topic (for example about Don Jiovanni by Mozart)
	The teacher is looking if the students really exchange their knowledge
	Using LdL means that the already existing students-knowledge about the new topic will be inventoried in little groups

	First deepening: Gathering informations in the class
	The leading students animate their classmates to interact (they are sitting in circle) as long as all the questions are asked and cleared. The students interact like neurones in neuronal networks and thoughts are "emerging".
	The teacher cares for the opportunity of each student to intervene, the teacher asks questions if something is not clear and has to be clarified by the class through interacting (until the "emergence" has reach the eligible quality)
	The previous knowledge from each student will be interchanged within the plenum-classroom-discourse and aligned, since the new contents will be fed in.

	Introducing the new contents in the classroom (example: "Molières humor in Dom Juan")
	The teaching students introduce the new contents divided in little portions to their peers (for instance relevant scenes from Dom Juan) and they ask repeatedly questions in order to test if everything is clear
	The teacher is observing the communication and intervenes if something is not clear. The teacher continues to let the students clarify what they have said if means or contents are not completely clear
	By LdL the new contents are shared in little portions and communicated step by step in the classroom.

	The second deepening: Playing scenes
	Led by the teaching students, the relevant scenes will be played and memorized (for example the seduction from the peasant-maid by Don Juan)
	The teacher gives input of new ideas, and cares for adequate and successful scene-playing by the students
	In LdL the teacher is a director and is not afraid of interrupting if plays in front of the other students are not expressive enough (workshop ambiance).

	The third deepening: written house article (text task, interpretation of a place, for instance, Don Juan's discussion with his father)
	All pupils work hard at home
	The teacher collects all homework and corrects it very exactly
	In teaching younger years the LdL tasks are prepared during the lessons themselves. For older years, the preparation shifts more and more towards homework so that a bigger proportion of the teaching time is available for interactions (collective reflection) .


Most teachers using the method do not apply it in all their classes or all the time. They state the following advantages and disadvantages:

Advantages:
· Student work is more motivated, efficient, active and intensive due to lowered inhibitions and an increased sense of purpose

· By eliminating the class division of authoritative teacher and passive audience, an emotive solidarity is obtained.

· Students may perform many routine tasks, otherwise unnecessarily carried out by the instructor

· Next to subject-related knowledge students gain important key qualifications like

- teamwork
- planning abilities

- reliability
- presentation and moderation skills

- self-confidence

Disadvantages
· The introduction of the method requires a lot of time.

· Students and teachers have to work more than usual.

· There is a danger of simple duplication, repetition or monotony if the teacher does not provide periodic didactic impetus.

The Martin-reception
Martins Work has been largely received in teacher training and by practicing teachers: since 1985 more than 100 teacher students in all subjects wrote their ending thesis about LdL. Also the education administration received both the theory and the practice of LdL (vgl.Margret Ruep 1999[13]). In didactics handbooks LdL has been described as an "extreme form of learner centred teaching"[14]). On the university level, LdL has been disseminated by Joachim Grzega in Germany, Guido Oebel [15] in Japan and Alina Rachimova [16] in Russia.

Learning by teaching outside the LdL-context
Psychology of education
On the field of psychology of education in Germany A. Renkl did research about Learning by teaching almost without referring to Martin. In his publication 1997 he briefly quoted Martin but in his article from 2006 in the Handbook of psychology of education he just quoted English articles.[17] Eventually he comes to following judgment: "Regarding Learning by teaching the publications shows partly very euphoristic judgments about Learning by teaching (...). Considering the empirical researches this statements must be estimated with caution. Learning by teaching may but doesn't must work successfully." And further: "Thus further researches have to consider above all the utterly important practical and theoretical question, which conditions have to be given in order to reach good results using Learning by teaching as teaching method." Exactly this researches have been done since 1982 by the team surrounding Jean-Pol Martin.

Sudbury schools
Sudbury schools, since 1968, do not segregate students by age, so that students of any age are free to interact with students in other age groups. One effect of this age mixing is that a great deal of the teaching in the school is done by students. Here are some statements about Learning by teaching in the Sudbury Schools [18]:

"Kids love to learn from other kids. First of all, it's often easier. The child teacher is closer than the adult to the students difficulties, having gone through them somewhat more recently. The explanations are usually simpler, better. There's less pressure, less judgment. And there's a huge incentive to learn fast and well, to catch up with the mentor.
Kids also love to teach. It gives them a sense of value, of accomplishment. More important, it helps them get a better handle on the material as they teach; they have to sort it out, get it straight. So they struggle with the material until it's crystal clear in their own heads, until it's clear enough for their pupils to understand."
Pupil-Team Learning: The Durrell Studies
In the 1950s Dr. Donald D. Durrell and his colleagues at Boston University pursued similar methods which they named Pupil-Team Learning. A year-long efficacy study in the schools of Dedham, Massachusetts, was published in the Boston University Journal of Education, Vol. 142, December, 1959, entitled "Adapting Instruction to the Learning Needs of Children in the Intermediate Grades" in which one of the authors, Walter J. McHugh, reported significant learning gains from the use of pupil teams.

The Vygtosky Connection
In the 1930s Lev Vygotsky wrote extensively, in Russian, on the profound connection between language and cognition, and in particular oral language (speech) and learning. The implication of Vygotsky's observations for Learning by Teaching would appear to be direct and apt. "The one who does the talking, does the learning" may best summarize the point.

An example of Vygotsky’s insights in practice is demonstrated by the following four-step think-pair-share collaborative, team-learning technique:

1 - The teacher poses a question or an issue to the whole class (using a white-board if available)

2 - Students are given time to think about the question

3 - Students discuss their thoughts with a partner

4 - Each pair shares its thoughts with another pair, or with the whole class

Paired-discussion and group sharing are oral-language activities that heighten congnitive awareness (i.e learning) of the content.

The Silent Way
The Silent Way is an approach to language teaching designed to enable students to become independent, autonomous and responsible learners. It is part of a more general pedagogical approach to teaching and learning created by Caleb Gattegno. It is constructivist in nature, leading students to develop their own conceptual models of all the aspects of the language. The best way of achieving this is to help students to be experimental learners. The Silent Way allows this.
The Silent Way is a discovery learning approach, invented by Caleb Gattegno in the 50s. It is often considered to be one of the humanistic approaches. It is called The Silent Way because the teacher is usually silent, leaving room for the students to talk and explore the language.

The main objective of a teacher using the Silent Way is to optimize the way students exchange their time for experience. This Gattegno considered to be the basic principle behind all education: "Living a life is changing time into experience."

The students are guided into using their inherent sense of what is coherent to develop their own "inner criteria" of what is right in the new language. They are encouraged to use all their mental powers to make connections between sounds and meanings in the target language. In a Silent Way class, the students express their thoughts and feelings about concrete situations created in the classroom by themselves or the teacher.

Theory
Origin of the Silent Way

The approach is called the Silent Way because the teacher remains mainly silent, to give students the space they need to learn to talk. In this approach, it is assumed that the students' previous experience of learning from their mother tongue will contribute to learning the new foreign language. The acquisition of the mother tongue brings awareness of what language is and this is retained in second language learning. The awareness of what language is includes the use of non-verbal components of language such as intonation, melody, breathing, inflection, the convention of writing, and the combinations of letters for different sounds. Rods, pictures, objects or situations are aids used for linking sounds and meanings in the Silent Way.

- Caleb Gattegno based his whole pedagogical approach on several general observations which therefore underlie the Silent Way.

- Firstly, it is not because teachers teach that students learn. Therefore, if teachers want to know what they should be doing in the classroom, they need to study learning and the learners, and there is no better place to undertake such a study than on oneself as a learner.

When Gattegno studied himself as a learner, he realised that only awareness can be educated in humans. His approach is therefore based on producing awarenesses rather than providing knowledge.

- When he studied other learners, he saw them to be strong, independent and gifted people who bring to their learning their intelligence, a will, a need to know and a lifetime of success in mastering challenges more formidable than any found in a classroom. He saw this to be true whatever their age and even if they were perceived to be educationally subnormal or psychologically 'damaged'. For an account of Gattegno working with such learners, see John Caldwell Holt How Children Learn.

As a teacher, he saw that his way of being in the class and the activities he proposed could either promote this state of being or undermine it. Many of the techniques used in Silent Way classes grew out of this understanding, including the style of correction, and the silence of the teacher -though it should be said that a teacher can be silent without being mute. Simply, the teacher never models and doesn't give answers that students can find for themselves.

Secondly, language is often described as a tool for communication. While it may sometimes function this way, Gattegno observed that this is much less common than we might imagine, since communication requires of speakers that they be sensitive to their audience and able to express their ideas adequately, and of listeners that they be willing to surrender to the message before responding. Working on this is largely outside the scope of a language classroom. On the other hand, language is almost always a vehicle for expression of thoughts and feelings, perceptions and opinions, and these can be worked on very effectively by students with their teacher.

Thirdly, developing criteria is important to Gattegno's approach. To know is to have developed criteria for what is right or wrong, what is acceptable or inacceptable, adequate or inadequate. Developing criteria involves exploring the boundaries between the two. This in turn means that making mistakes is an essential part of learning. When teachers understand this because they have observed themselves living it in their own lives, they will properly view mistakes by students as 'gifts to the class', in Gattegno's words. This attitude towards mistakes frees the students to make bolder and more systematic explorations of how the new language functions. As this process gathers pace, the teacher's role becomes less that of an initiator, and more that of a source of instant and precise feedback to students trying out the language.

- A fourth element which determines what teachers do in a Silent Way class is the fact that knowledge never spontaneously becomes know-how. This is obvious when one is learning to ski or to play the piano. It is skiing rather than learning the physics of turns or the chemistry of snow which makes one a skier. And this is just as true when one is learning a language. The only way to create a "know-how to speak the language" is to speak the language.

Materials
The materials usually associated with Silent Way are in fact a set of tools which allow teachers to apply Gattegno's theory of learning and his pedagogical theory -the subordination of teaching to learning- in the field of foreign language teaching. The tools invented by Caleb Gattegno are not the only possible set of tools for teachers working in this field. Others can and indeed have been invented by teachers doing research in this area.

Sound / color chart This is a wall chart on which can be seen a certain number of rectangles of different colours printed on a black background. Each colour represents a phoneme of the language being studied. By using a pointer to touch a series of rectangles, the teacher, without saying anything himself, can get the students to produce any utterance in the language if they know the correspondence between the colours and the sounds, even if they do not know the language.

Fidel This is an expanded version of the Sound/Colour chart. It groups together all the possible spellings for each colour, thus for each phoneme.

A set of colored Cuisenaire rods
For low level language classes, the teacher may use Cuisenaire rods. The rods allow the teacher to construct non ambiguous situations which are directly perceptible by all. They are easy to manipulate and can be used symbolically. A green rod standing on the table can also be Mr. Green. They lend themselves as well to the construction of plans of houses and furniture, towns and cities, stations… - However, the most important aspect of using the rods is certainly the fact that when a situation is created in front of the students, they know what the language to be used will mean before the words are actually produced.

Word charts
These are charts of the same dimensions as the Sound/Colour chart and the Fidel on which are printed the functional words of the language, written in colour. Obviously, the colours are systematized, so that any one colour always represents the same phoneme, whether it is on the Sound/Colour chart, the Fidel or the word charts. Since the words are printed in colour, it is only necessary for someone to point to a word for the (other) students to be able to read it, say it and write it.

A set of 10 wall pictures These are designed to expand vocabulary for low level groups.

The pointer

This is one of the most important instruments in the teacher's arsenal because it allows teaching to be based consciously and deliberately on the mental powers of the students. It allows the teacher to link colours, graphemes or words together whilst maintaining the ephemeral quality of the language. It is the students' mental activity which maintains the different elements present within them and allows them to restitute what is being worked on as a phonetic or linguistic unit having meaning.

Thus, each of the tools associated with Silent Way plays its part in allowing the teacher to subordinate his teaching to the students' learning. Each tool exists in order to allow the teacher to work in a pin-pointed way on the students as they work on the language. Each exists for the express purpose of allowing the teacher to work on the students' awareness in order to produce as many awarenesses as possible in the language being studied. The tools correspond to the theory and stem directly from it.

Books for students: A Thousand Sentences, Short Passages, Eight Tales
Classroom Activities
No Silent Way lesson really resembles another, because the content depends on the know-how "here and now" of learners who are "here and now."

A beginning or elementary lesson will start with working simultaneously on the basic elements of the language: the sounds and prosody of the language and on the construction of sentences. The materials described above will be frequently used. At first, the teacher will propose situations for the students to respond to, but very quickly the students themselves will invent new situations using the rods but also events in the classroom and their own lives.

A recurrent pattern in low level Silent Way classes is the initial creation of a clear and unambiguous situation using the rods. This allows the students to work on the challenge of finding ways -as many as possible- of expressing the situation in the target language. The teacher is active, proposing small changes so that the students can practise the language generated, always scrupulously respecting the reality of what they see. They rapidly become more and more curious about the language and begin to explore it actively, proposing their own changes to find out whether they can say this or that, reinvesting what they have discovered in new sentences. The teacher can then gradually hand over the responsibility for the content of the course to the students, always furnishing the feedback necessary for the learning process. The content of the course then becomes whatever the students want it to be, usually an exploration of their own lives, their thoughts, feelings and opinions.

In more advanced courses, the basic way of functioning remains the same. Although the class might look quite different to an inexperienced observer, the students will be exploring the language in the same spirit. The rods are seldom necessary and the word charts are used much less frequently, since the students can usually find their own mistakes once they become aware that there is a mistake to look for. The students will be invited to talk to each other on any subject they wish. The lesson will be based on their mistakes - "the gifts of the student to the class" as Gattegno liked to call them. The teacher will not correct the mistakes, but help the students to do so themselves by encouraging them to discuss the problem, and find other similar and/or contrasting examples.

Whatever the level, giving learners the opportunity to explore and capitalize on their mistakes enables them to work both on the language and on their own functioning as learners and encourages confidence and the expansion of their know-how. This is an intrinsically interesting experience as is visible and audible in the intense involvement of students in Silent Way classes. The fun students have in this type of class is not derived from extraneous activities imported into language classrooms (games, songs, role-plays...) but on the sheer pleasure of self discovery though the exercise of their mental capacities (imagination, intuition, sensitivity, etc.) on the task of language learning itself.

The fun for the teachers is in having to "think on their feet" to see that their students are constantly faced with do-able linguistic challenges in the "here and now".

The Teacher's Silence
Firstly, the teacher’s silence is a constant reminder that, in this approach, the teacher’s role is not to transmit knowledge but to create situations in which the students can build linguistic know-hows: pronunciation, syntax, morphology... all the aspects that constitute being able to speak a language.

Secondly, the teacher’s silence forces him to reflect constantly on his own clarity, and this changes the preparation of his class completely. The teacher always has to try to find strictly non-ambiguous means of presenting each situation.

Thirdly, the teacher's silence allows him to keep his students in direct contact with the unknown. It is the teacher's silence which allows the lesson to become an improvisation played between the students and himself jointly as they advance. For the class to take place at all, the teacher has to stay with the students wherever they happen to be, following them in their exploration and working on their errors and mistakes as they are produced.

Suggestopedia

Suggestopedia is one of the teaching methods developed by Bulgarian psychotherapist Georgi Lozanov based on the study of Suggestology. The method has been used in different fields of studies but mostly in the field of foreign language learning. Lozanov claimed that by using this method one can teach languages approximately three to five times as quickly as conventional methods.

The theory applied positive suggestion in teaching when it was developed in the 1970s. However, as improved, it has focused more on “desuggestive learning” and now is often called “desuggestopedia.” Suggestopedia is the latest of the six major foreign-language teaching methods known to language teaching experts (the oldest being the grammar translation method.) The name of Suggestopedia is from the words “suggestion” and “pedagogy.”

Recent development
Suggestopedia is one of the few methodologies working with relaxation. The Michel Thomas Method is the other major user. Mainly based on the discovery of the mirror neurons Ludger Schiffler (2003) has developed the interhemispheric foreign language learning, using gestures and the mental visualization of the gestures during the relaxation period.

Purpose and Theory
The intended purpose of Suggestopedia was to enhance learning by lowering the affective filter of learners. Lozanov claims in his website, Suggestology and Suggestopedy[1], that “suggestopedia is a system for liberation,” the liberation from the “preliminary negative concept regarding the difficulties in the process of learning” that is established throughout their life in the society. Desuggestopedia focuses more on liberation as Lozanov describes “desuggestive learning” as “free, without a mildest pressure, liberation of previously suggested programs to restrict intelligence and spontaneous acquisition of knowledge, skills and habits.” The method implements this by working not only on the conscious level of human mind but also on the subconscious level, the mind’s reserves. Since it works on the reserves in human mind and brain, which are said to have unlimited capacities, one can teach more than other method can teach in the same amount of time.

In Practice
Physical surroundings and atmosphere in classroom are the vital factors to make sure that "the students feel comfortable and confident"[2] , and various techniques, including art and music, are used by the trained teachers. The lesson of Suggestopedia consisted of three phases at first: deciphering, concert session (memorization séance), and elaboration. [1] [3]
Deciphering: The teacher introduces the grammar and lexis of the content.

Concert session (active and passive): In the active session, the teacher reads the text at a normal speed, sometimes intoning some words, and the students follow. In the passive session, the students relax and listen to the teacher reading the text calmly. Music (“Pre-Classical”) is played background.

Elaboration: The students finish off what they have learned with dramas, songs, and games.

Then it has developed into four phases as lots of experiments were done: introduction, concert session, elaboration, and production. [1] [3]
Introduction: The teacher teaches the material in “a playful manner” instead of analyzing lexis and grammar of the text in a directive manner.

Concert session (active and passive): In the active session, the teacher reads with intoning as selected music is played. Occasionally, the students read the text together with the teacher, and listen only to the music as the teacher pauses in particular moments. The passive session is done more calmly.

Elaboration: The students sing classical songs and play games while “the teacher acts more like a consultant[1]
Production: The students spontaneously speak and interact in the target language without interruption or correction.

Teachers
Teachers should not act directive although this method is teacher-controlled but not students- controlled. For example, they should act as a real partner to the students, participating in the activities such as games and songs “naturally” and “genuinely.” [1] In the concert session, they should fully include classical art into their behaviors. Although there are many techniques that the teachers use, the factors such as “communication in the spirit of love, respect for man as a human being, the specific humanitarian way of applying there ‘techniques’” etc. are crucial. [3] The teachers need not only to know the techniques and theoretical information but also to understand the theory and to acquire the practical methodology completely because if they implement those techniques without complete understandings and acquisition, they could not provide learners successful results, or even could give a negative impact on their learning. Therefore the teacher has to be trained in the course that is taught by the certified trainers.

Here are the most important factors for teachers to acquire, described by Lozanov.[1]
1. Covering a huge bulk of learning material.

2. Structuring the material in the suggestopaedic way; global-partial – partial-global, and global in the part – part in the global, related to the golden proportion.

3. As a professional, on one hand, and a personality, on the other hand, the teacher should be highly prestigious, reliable and credible.

4. The teacher should have, not play, a hundred percent of expectancy in positive results (because the teacher is already experienced even from the time of teacher training course).

5. The teacher should love his/her students (of course, not sentimentally but as human beings) and teach them with personal participation through games, songs, a classical type of arts and pleasure.

Method for Children (Preventive Suggestopedia)
The method for Adults includes long sessions without movement, [1] and materials that are appropriate for adults. Children, however, get impacts from “the social suggestive norms” differently and their brains are more delicate than those of adults. Therefore, another method with different materials should be applied to children, which better matches their characteristics. Lessons for children are more incidental and short, preventing the children from the negative pedagogical suggestions of Society. It is important to tell the parents about the method and their roles because they could influence children both negatively and positively, depending on how they support the kids. [3]
Side Effects
Lozanov claims that the effect of the method is not only in language learning. There seem to be confirmed favorable side effects on health, the social and psychological relations, and the subsequent success in other subjects. [1]
Support of the Method
Suggestopedia lacks in scientific backing and is critiziced by psychologists as being based on pseudoscience (Lukesch, 2000).

Criticism
Because Suggestopedia works on subconsciousness, it is often said that the method includes hypnosis or other techniques which gave very negative and deep impacts on human beings. However, Lozanov strongly denies this and claims that the method does not use techniques such as; hypnosis, NLP, breathing exercises, use of the alpha waves of the brain, special diets, and so on.
Community Language Learning 
Curran, Charles A. Counseling-Learning in Second Languages. Apple River, Illinois: Apple River Press, 1976. 

This methodology is not based on the usual methods by which languages are taught. Rather the approach is patterned upon counseling techniques and adapted to the peculiar anxiety and threat as well as the personal and language problems a person encounters in the learning of foreign languages. Consequently, the learner is not thought of as a student but as a client. The native instructors of the language are not considered teachers but, rather are trained in counseling skills adapted to their roles as language counselors. 

The language-counseling relationship begins with the client's linguistic confusion and conflict. The aim of the language counselor's skill is first to communicate an empathy for the client's threatened inadequate state and to aid him linguistically. Then slowly the teacher-counselor strives to enable him to arrive at his own increasingly independent language adequacy. This process is furthered by the language counselor's ability to establish a warm, understanding, and accepting relationship, thus becoming an "other-language self" for the client. The process involves five stages of adaptation: 

STAGE 1 

The client is completely dependent on the language counselor. 

1. First, he expresses only to the counselor and in English what he wishes to say to the group. Each group member overhears this English exchange but no other members of the group are involved in the interaction. 

2. The counselor then reflects these ideas back to the client in the foreign language in a warm, accepting tone, in simple language in phrases of five or six words. 

3. The client turns to the group and presents his ideas in the foreign language. He has the counselor's aid if he mispronounces or hesitates on a word or phrase. This is the client's maximum security stage. 

STAGE 2 

1. Same as above. 

2. The client turns and begins to speak the foreign language directly to the group. 

3. The counselor aids only as the client hesitates or turns for help. These small independent steps are signs of positive confidence and hope. 

STAGE 3 

1. The client speaks directly to the group in the foreign language. This presumes that the group has now acquired the ability to understand his simple phrases. 

2. Same as 3 above. This presumes the client's greater confidence, independence, and proportionate insight into the relationship of phrases, grammar, and ideas. Translation is given only when a group member desires it. 

STAGE 4 

1. The client is now speaking freely and complexly in the foreign language. Presumes group's understanding. 

2. The counselor directly intervenes in grammatical error, mispronunciation, or where aid in complex expression is needed. The client is sufficiently secure to take correction. 

STAGE 5 

1. Same as stage 4. 

2. The counselor intervenes not only to offer correction but to add idioms and more elegant constructions. 

3. At this stage the client can become counselor to the group in stages 1, 2, and 3. 

Total Physical Response 

James J. Asher, Learning Another Language Through Actions. San Jose, California: AccuPrint, 1979. 

James J. Asher defines the Total Physical Response (TPR) method as one that combines information and skills through the use of the kinesthetic sensory system. This combination of skills allows the student to assimilate information and skills at a rapid rate. As a result, this success leads to a high degree of motivation. The basic tenets are: 

Understanding the spoken language before developing the skills of speaking. Imperatives are the main structures to transfer or communicate information. The student is not forced to speak, but is allowed an individual readiness period and allowed to spontaneously begin to speak when the student feels comfortable and confident in understanding and producing the utterances. 

TECHNIQUE 

Step I The teacher says the commands as he himself performs the action. 

Step 2 The teacher says the command as both the teacher and the students then perform the action. 

Step 3 The teacher says the command but only students perform the action 

Step 4 The teacher tells one student at a time to do commands 

Step 5 The roles of teacher and student are reversed. Students give commands to teacher and to other students. 

Step 6 The teacher and student allow for command expansion or produces new sentences.
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