


In 1984, in the Copenhagen workshop held within the series of International
Workshops on Communicative Curricula in Modern Languages first launched by
Prof. Christopher Candlin, Prof. H-E Piepho and Christoph Edelhoff in 1979

one of the issues was ongoing work on changing traditional teacher-learner
roles in the FL classroom.

.

In discussions with colleagues we realised that work in many contexts had
progressed to a point where it might be worthwhile to organise a separate
workshop focusing on the development of autonomous learning In a school
context, and the first workshop was scheduled to take place in Denmark, at
Koge, in the autumn of 1986,

Our intention for this first workshop was to bring together teachers, teacher
trainers, and research workers to let them together review and discuss class-
room experience, and on this basis to

r-alitonomy in language learning,
and phrlosophical foundation
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LEARNER AUTONOMY IN SCHOOL SETTING. ~ GENERAL ISSUES

What I would like us to laok n'la«hp“». at the beginning of
this seminar, is a question of operational meaning - what
do we actually refer to ‘when using ‘term "autonomy" -
how would we recognize such a thing :ln ;tﬁ_m classroom?

ri e B nrwaw i
The term m,v is used in many «qgn;gnmu m.
referring to of states or groups within
states, implying cultuxal unity qmqnnw;g‘ It is used al-
S0 as a term of fmAuSErial management,
self-government introduced to furthe
industrial units. It is used :
the CBUncil of Burope repor |
the formulations on overall ‘adm
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or independent work by student:
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"The planning and organisation of teaching,

including the choice of instructional stra-

tegy, teaching materials, and content should
as far as possible be decided on in collabo-
ration between pupils and teacher."

dBFersT School Act. Min. of Education 1976,

——

This is clearly an id g atément, and a general re-
action has been that pupils cannot realistically take part
in chocsing teaching content as there is no way in which they
can know the actual, systematic content-aims of school sub-

jects.

We would argue, however, that in stt=mmwrr countries; as
the Scandinavian countries undoubtly are, and especially he \ arner valuate: learners and teacher:
vhen 25 in Demmark, fo g dEngusges are freely accessible in i ; o |

the WEUTR, the childres s knowledoe of the target language is
far more extensive than supposed in conventicnal FL curricula.
Furthermore, our -xperience shows that very important aspects
of foreign language learning in =OWPOEE may very well be seen
as & waiéa first language sk111s apd
hnowledge.

Woet you 8o is functionally the same things that you would do
in your first language, only you pur different words and a
Gifferent gremmar to it. On shig besis it is possible for
teachers end learnmers to negotiste the specific aims of for-
eign language lesrning elso in & school context .

b. Systematic espects cf what Lappens in che language class-
Foom could be outlined ss follows:
s & ‘

l B kT —
rie teachinglearsing seguence, from & few lessons vo

> | decide wiicn MumeIale o uss. YRRV Orfrem &

BMELLOR, ant organiss their activities. inecle-




In our discussions of what we would like learners to experience
in school and what we think we sometimes see happening in our
work, we have at times used the following list of ™PREEDrs con-
m Tosa develcoment of positive identity", which we think
is as important in language learning as in any other kind of

school-experience:

= 1 am myself a

I find myself in diffe-

rent situat

= 1 am the same person today, yesterday, and tomorrow even
though "1 develop and change".

= My existence is of value to others.

- I know something and am able to do something which is of
value to others.

- I recognise myself in what I am doing.

= I use my knowledge,

f Capacities, and belie-:
~- The outcome cf what I deo has value for others.
= 1 belong toc a in which I am one with
cthers without

= 1 an confirmed

ant belicve in,

Whet is important in the classroom is therefore a e
cognition of the leerners" contrl
knowledge, skills ané values. The extent Lo

nition (s achieved would be & crites n for th

value of sutonomy in & school contex:.

hutonomous Mork by Fopilis, Council of Furope teport, 1976,

Benedicte Madsen: Mernesteverd oo Markedsverd;. Gyldendal 1982,
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PLENARY SESSION, Thus r 08
LEN ; rsdav, September 1
GROUP 1. _

Lars, Ulla, Irma, Vilje, Turid

Discussed Gerd“s 5 red circles. Tried to defi
Exchanced ideas about . ‘%‘%’dﬁ 9.&

to becoming : .
Expectations: m: T A s DO
to work with it2

What 1s autonomy? Why we want
What does it mean for gag age groups?
The dangér of developing an autonomous .

L
goment/detinin the

Who is going to choose the |
cad the ideas)?

role? 2

Teacher training/in-service training (how do we spr

tiow do we make sure that the language is acquired/learned?
¥ 1 | 3

-4

GROUP 2, AN el Ly .
Karen, Hanne, Pekka, Heéty"}-"ﬁﬁﬁéé“ . ] !
g *

Expectations: 1 Bdhairs
- qﬂuu'!EE:;_f?g.;hg;:laqszp'n‘;

t! , ons b 1.), 0
(at different levels), for
autonomous learning -
- brush-up on what autonomy really |
- how are concepts of autonomy
learning in different countri
- find out where we can.
€achers who

GROUP 3.
Johannes, Gerd, Jorma, Bror, Chris

mold each other what we were workin

Expectations: : ]

T into wider implications of a

- autonomy not just in the ¢
the learner in connection

- definition o Wil




B~

= from OH-

transparencies)

—1*

CONIENT  PROCESS  [PROCEDURE
\“\ PROCEDURE A
v /\ 7
N @‘q.’l N
S o > (INFoR HAT 1oM) o
a2 g $2 3
9 D & by
S| (oarm d
2| o b PROCESS |8
_ ~
F PrRocLEDVRE \'}’

T
\ .

COMMUNICATIVE MATERIALS

CONTENT MATERIALS
* DATA
* INFORMATION

PRoCEDURYE

(B) *PROCESS MATERIALS

GOMMONTCATIVE
COGNITIVE
PROCEDURAL

GOALS

Accordingly

A critical approach to
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the clessroom and the world outside
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They do so within the classroom 25 2 ~ritical world of discourse and learning

OESERVATORY LABORATORY SOCIAL WORLD
INTERACTIVE
DIFFERENTIATED
ASYMMETRICAL
JOINTLY CONSTRUCTED
COLLECTIVE
MOTE :
LANGUAGE
LEARNING
FOR
TEACHING

T. EDUCATION

KD WITHIN THE PROCESS OF SYLLABUS DESIGN / CURRICULUM DEVELOPMENT

[ wEsTEIPTION.
RS DtJect TEXT CHOICE
e METHODOLOGY

INTERPRETAT 10 FDEOLOGIES HYPGTHESIS

Test os skilled eccomplishment | =

of _gperticipents EVALUATION

ACCOUNTS

EXPLANET 1 ON

Teat g: sochslly <hepes ene
\_ ssedallay sheping

"B {clessrooe) soticlogy thet stcert: meaning
€5 & betic conept cwt-eDytract the soctsl
LETAR Trow structures of personel ity It g
- ~ laays sacial prychology.”
Habermas
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Jarma. Lehtovaara
University of Tampere
Finland

MOTTO:

Man has a mind. Man has feeling. To
separate the two is = oo deny alil
that man is. To integrate the two
is to help man realize what he
might be.

George Isaac Brown
The Live Classroom

The following text is based on my notes for a lecture I gave in a
workshop ﬁ'szuss'tg “Developing autonomous learning in the foreign
language classroon® (Copenhagen, SEﬁteﬂQE? 1B - 21, 1986). The theme
of ;y lecture wes meant to be “On the role of ghjecrives in au:onomous
learning™ but the actual lecture turned out to deal mostly with the
guestion “WWET =re Ihg crucis] conditions fostering autonomy aqd why?“
and only guite superficially with the role of objectives _1n‘th1s
respect.! have made some minor changes on what | actually said in my
presentation ir Koge ir order to improve the clarity of the point I
wenied Lo make, which was tc emphasize the YWWEEACE of attitudipa)
qons for the learner’s grow towsrds autonomy.l! tried te
Press my ideas through sharing w-:r the other participants some of
the proviems [ have encountered in trying to understand what autonomy
and sutonomous leerning &re 211 about, To use Gerd Gabrielsen's
visuelization, I fSust meant to pile up my meanings in the middle of
the floor for the otner perticipants to choose from,

Only lster cocid ! formuiete in Engitsn or gid ir actually occur to me
thet | had forgotier 1o give any reasons for my focusing
the Bttituding) cuelities of the lgarning climate. ! tr
Some of inem driefly now, Une very important reason for my choice of
this focus ¥s THat mwen we who are invplved in educer ng human beings
of the mext peneretions wery seldom discuss what man 1% &nd what ne
might become. Or The basis of what has been foune oul or this issue !
héve come Lo Ccoms gcer man o Dé "bLullt™ to learr anguages even ir
VETYy SEvere cong'tions Ff or T s of imporisnce te his surviva
The some cannpt be cleimes of Uw Process TArough which man Lecomes a
human befng. Mock more care, ETtentior ant engrgy has L2 be spent

on helping mim prow T2 be & multigimenscne flegreted humen teing
I have bere in ming the following famt|isr sTetement Students
Tearn laguages= best >y doing

something else

One morg point | woule 1ths 2o giscuss hers 15 Dhat | sex fpsterin
$
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difficult thmﬁtn.k‘ at
t

- growing in this resp
personal expernm:es both as a "doer" and an obsery
autonomy I have come to ‘the conclusion that if the .
?::r einough ::ttintinn :o _lths muunu]-at&‘!rtud;,ntl condi!
rning situation at least in the be ning st

sensitively see her pupil's faltering nngd nhu?nntu::{nm;g: ::mh:‘
curious, to use his imag}mt‘lon;,tontgp%gnr ‘to experiment, to have
the courage to attack all kind i to react positively to

much on the learner's st
enough to perceive what kin

each of her
personnuhinﬁhib
stage of hi s growth towards a
actively demand the attention of tho tn cher m run. :hn riak
unnoticed by her. .

If we succeed as early a
courage and confidence to to
reliant, we have helped him to
himself and elsewhere. The 1

autonomous to the extent that
much on his teacher's attit
possible for him to be abl
alway: defining him, what he is or
I'11 start with some very funumt L
trouble in getting to understand them,

Why should we fTa ﬁ
our teaching?

It is not possible to umm :Im q }

all kinds of challenges, t, to persivere, and to

evaluate the guality . Nt nimfﬁ c\

his own criteria. t this “ “ 11 °l
i.

qgwnqr wi )
ll,'it:L In ng t k at th{s apucific

B!!H ly puplils whi of.::f{;:‘;;

have to approach this question onl
phenomenaon philosophicall ualnq
i so because every empirical n
the word) approach has Lo presuppose
has to make some hypotheses in advanc
to find what you are | tlu or. lv
what people are like or

w. out there in :gnﬁ “

ﬂiwa ll nn :1.0'
h, Jn
w o0 aesey ¥

Ve could sasily cont

" n oo i



So we won't Tind the answer to our guestion "Why autonomy?” from the
empirical data. We must try elsewhere.

We must start looking at man, the human being. We must try to answer
the most fundamental guestion for all education: What is
man? Onily after answering this question can we say anything
significant zbout education in general or autonomy in
learning in particular. We must really dwell on this problem if we
want to proceed in the direction of human autonomy in learning.

In order to deeply understand what man is, we need to undertand para-
doxical logic and reciprocal causality in addition to ordinary Aristo-
teiian Togic 2nd linear causality. We alsc need a special kind of
communication that coulid be calied "r € communication" (I've
borrowed this term from Mazlow, perhaps?) With rhapscdic_communication
I refer to what we sre tninking of when we say: WlBR you are listening
#o'me listen faor The music not the worgds.

What 9s man?

Every man has intrinsic velue, human dignity. No man has a right to
take that value awzy from him,

Man s unigque.

Man is wnigue mainly because he is conscious of the world and
especilly because he is conscious of himself in iz. This means that he
s Tree to make choices. S he makes himself what
he s and whet he becomes through his choices; every man 1S h1s own
architect (Setre?) Because man 4s free he is always becoming
something - so man s a process . Because man is free
he §s responsible. Nobody cen meke my choices for me. ESEOREIGI1ity
Sbinays the chilc of freedom. Te be free to actualize all his
CapfCities men bes Lo be gependent, he needs the help of other people
end has to liwe ir dislogue with his environment. Tne same goes for
sutonomy toc. The kingd of cialogue ] refer to here 1= aImost the same
at Jeast to me a5 the kind of negotistion referred to in Cnris's,
Leni‘s snd Gerd's writings. If men's freedoe and autonomy are like
this 1 iz by o¢finition impossible that we couicd produce ar
sutonomous ingiviguelist (in the negetive tense of the term)

Man is a multidimensional whole.

MEn cannot be Trestes only &5 & copritive being i1 we want to deal
with him In any sigrificant seese Man iz Bt The sase time alsg \n &
very deep sense ar BTTECTive Oelng capat'e of having gut-leve

viscers]l erperiences. Tnis souncs self-svigenty, Byt 13 1t7? WE can
easily Fing evigence sugpesting s “tw Lontrary

= copritive psyonclogy seeme wery often o Lrest tne se called
learming s¥yles wery mucr the cose Wiy @2 Seo'lig were trasted Defore
ﬁ:::ctiu Cimensdon: of these styles are ovly seperficially geslt
L LR & (1

- very many discussions we Neve Tabe plate pr yon g cogritive lewe)

i
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Or so We at least say. I think it is
fe::is:gsf we _ui'on"'b :iant' to admit or \‘ew‘:‘:? "
- 2150 Tocusing almost solely on rational, cognit e
can he__‘_n:qn_s_;ic_ler_rgd ‘evidence for -ungler‘_as.ﬂihti‘g: n?ﬁfimﬁ.:f:":}
emotional aspects. A whole man is in contrast to the previous view a
person who can make use of all his capacities (is a fully functionin
persc_m)._ He is congruent, has few defences, can listen to his ""h'udir
ﬁ?s h ; 2dln.§r-1ns-ﬁ'c_ ‘capacity to judge what is good for him. He can trust
bk “;:o_ ;:'Ia!'.l_se of its enormous physical and mental capacities.He is
So: a whole person appreciates, value » prizes himse!
himself. His relation to ._‘-.'I:ljg',u\',\'ol"ld-z'andi_16’.:’::!91?[!':!:"::1 AL
because interaction usually Presupposes two different entities, A 'ng
B. _The relation man has to the world s b’is’.ici?\y
ﬁm&aﬁ%’_‘?’%‘..uhwi means that man and :
constitute each other. For example not in any
byuer if there is no seller, or there is no self without community (=
the people around me). According to this view there is not in any
significant sense a world without us giving meaning to fit.

If man's relation to the world ‘;—a something like this, what fs
learning then? A hmtay e e 1

Propable that we just have

Noves

deeper sense

If learning is this kind of a quali
considered good teaching, evaluation,

How does man become

L] -H
The basis for this lies in the fact that {in
organisms there seems to be present an
constructive tendency. This means that e
grow to be as perfect as possible an org
become fully human is for the child 1{ke b
is for a pear seed. It is fn the nature o
its potential, ik
But a newborn baby does not become a f
biological growth, He has to live in hi
community.

What guides education?
) Jipd
To me the most important single thing in

the educator thinks of the world and o
perceives theam.




would call his self concept or seif image or identity. This image is a
complex system of value-laden attitudes towards and beliefs of various
aspects of oneself.

How does a good teacher perceive
herself?

She sees herself as a3 unigue, whnole, able, valusble, possible, lovable
and self-directec person.

How do the teacher's perceptions
and attitudes towards herself
affect her teaching?

These perceptions and attitudes provide as it were a good soil, a good
place to grow in for the learner. It makes it possible for the learner
to become what the teacher to 2 satisfactory degree already is.

What the teacher does cam be crystallized into two words - creates
freegom. To me thiz means that when the teacher is an autonomous
person, he has the courage and the necessary capacities to offer the
lezrner opportunities to find out and encounter his own resources, his
own depth and multidimensionaiity. This the teacher does primarily
through her atiitudes becsuse attitudes lead her to select and
implement the activities, learning tasks and waterials. The teacher
realizes that ke herse'f the learner s 2lso 2 process, all the time
becoming something

How can the teacher encourage her
pupil to fTully understand and make
good use of the freedom to learn
offered to him by his teacher?

She can do thst by cresting 2 rapport relationship with her
pupils. The mest fmportant aspects of this kind of relationship are
emotiongl-gttitucing) in nature. These attitudes can be presented as
three atiitude compleres [(eccording to (ard Rogers)
These attitudes ere:

3 .
- Apprecistion, pririeg, Trust
- eppathic undersiencing

If the tescher cannot credts & o)imele Jike this, there will be threat
in the lesrning situstion eng it mey tinger leerring, ®.¢. make & good
learner pet Tixec 51 & Tow leve! of aspivetior

#hy are the most imporzart concitions for lesrning and  growth
sttitucina) 4n  efsence? hom come they Ere net  Lechnigues or
procedures? They must e et '%uces $f we think of men i the way
presentef Yn this paper so fer, as Yiving in mig phenomens! Tiglg
(everybody in his pwn woele

So, 10 put the answer o the long guestion presented SLOVE priefly, we
can say thet a1 we meed 1= Towve, or unconditionsl
positive regard,

This means love mot only for our neighbouns but love for cerselves
too, se1f-lowe., There & oot muon sense 'n gue uging onese!! from all
the rest of the humaniiy we sre expected 1o Jowe. (¢f Lrich From)
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Love or uncondit‘tonal 0S 1 ¢

the Bible says: we cannot see cli

ourselves, for the other people and th

:n::;i:k“: verg goo:hingl?%uor of our pr ent; ap& Ey o
give to the followi £ t

what people say to me? PSSR

What s the
we see auton
thilts be?"?‘""spact
==
! _ :»mme"hwhw aub ct she .
deeply understands t er goal and objec i 1:?1::?2:&
foremost to foster or facilitate her every Plibil!! growth towards
becoming a fully human ‘person. If we could accomplish that, there
would be No subject -qncher‘s in the traditional
sense. There would only be wk e persons with rich gut-
level experiences of life, pensons who able to escort growing
persons on their way towards au
S0: the goal would be persons =
AND: the autonomous attitudes would b

It is essential that every

e
{
=

If the teacher perceives her goa
always her pupil's objectives ol
definition be other

If the teacher imposes, however ii’n
learner, the learner quite
feels that somebody tries to | mnlb’
not good enough as he is.

Education can ch
only to the extent
attempt to chnng h

xp
Only in a climate like t!'ll
freely adopt these he considers l"l
true negotiation to
Looking at langu ac Iunrnin. from this g
the question: r f n 1
She helps a fnnim
Inu'l‘lmat human bm. w »



Towarcs Learner Autonomy in Foreicn Lancuage Learning in

the Uooer Comprehensive School in

PEVRE Riho Tarja Folland

Our contribution was a video tape we had put together of

several tapes made during spring 1986 and autumn 19H6. Last
vear (B5-B6) the children were studying English for the 5th
vear, and had just started Swedish. Our tape presented the

ferent kinds of acti

X making posters,
ists of words and sentences, practising pro-

ffe

n 1 f

and reacing. We also éiscussed the background of
iment and problems with individual students, and
the achievements so far.

t @bsencirdsskolan,
1985 an

August

Pictures of th
Some DOVS T
were not explic
pley. Botr we hs
3. One Loy 15 TEas.nt
4. One girl]l is zesd
5. Two bOovs are work
6

-

TWo Girls are ma
. Two girls are lisienir
in a book
§. Two girls are Tehearsing & pley that they have writien.
And the performence.
9, A boy and & girl are reafing.
10, The class 15 singing two Onglieh sones.

EE—
Warnne TRAFEER

Denmark .

Developing Learner Autonomy in aTGEFman Class: Thematic Organisation

I am going to talk on how I worked 3t developing learner autonmy in my class of

24 Tearners, starting in the ZthifGEn, ot the age &y
The first step was to discuss with the students how they could 90 about learning
German. The drawing below was produced in class at the end of the™Second week:

Das Problem .

die Ellern
&

Wer hilft T\

Fdn;,’

Femschc;’

Rdt'e Lehrenn

Y Kaferalent
M‘jnbm

/'105:'5’r

Wo‘rtcrbcf:h

In order to keep track of the work that had been done and wha
4o used ¢ifferent worksneets which developed over Limé:
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T :
s [oaems | iobeit | us bave dch guiesmt [ Frevivss | Raussuiguber

it vem Tersbrelungen Arbeiy | Jatus

e also used an WERENEE=typology for the learners to use for inspiration when
chooting or gevising their own tasks:

‘SUBGESTIONS FOR EXERCISE- TYPES

- out ip terts - pul in order

- ronbine head]ines - paragrephs

- combine Texts - pictures

- Mrite B scripl - whEl is 2 person going when hé says ...
= write §nsyrucilons

rmea

In the ninth form, efter the legrners hed worked for two years choosing thelir oW

I_,nruls w reske, TWRIENENE ieed 10 work ‘more cystemetically on content,
‘we_therefpre agreet on my Sugpestion to orgenise our work ground selected
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¢\ aims were set up

mm--ww Kurtzgeschichte! the learners

L

E nmﬂ".ﬂw“:!lmuﬂ!nﬂm
s ; TINED QW LT

EEELESE sy
! TGO S ﬁmmm:l
pros e Aﬂxm J

_ The leerners ingiviguelly Oescribed thelr pims.

Wﬂwwr

ww‘n-ﬂmmwmmm foung out

gafities they wenied to G0 the some thing o nol.
Mﬂh”mum

aE “Mﬂﬁﬁﬂlﬂum“qmm
Lime The plaming of Lhe nexl perics sk begun

-
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e EVALUERUNG

3¢ Levisensiunsen

'{;4 2 :mr::.n-nmj

pit welches Fuch/Pils Larl Cv pearbrites ¥

Pt wer hasti co geatieotey T ol ol |
. ] the classroom depends on

00m management shi

The guestiont put 1o the leprners were:

1. Beschreid gie Gruppenerbelit, Litle
2. Mie hest Ou selber gearbeitel:
3. Hest du deine Mittellungsfanighell verteisert?

- ":
o men
. Metss ich miont
Nein - werue niom? wWerum nicnt?
Ien in unseres nbct slem Thems wicwtig?

My gern arbeitent / Mas WOCHLESt Qs gern lernen? / Wes fenit
bitte: (o) gie Autgaten, (b) Gas Bucn/oer File, (c) Cie Lohnae

—— _— - ———— SN
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r some time 1 have pursued the ideas of autonomous learning.
at led up to this was an increasing feeling that teachers
b§£?881 rather than stimulate learning by making all decisions,
always telling the pupils what to do. | think of the learning
sitﬂation which is defined and closed by the management of the
‘teacher, where the unpredictable content has no place and is
ot allowed to interfere. The teacher undertakesthe role of
" mediator between the pupils end the target language (see fig-A).
and in this sfhe focuses on the subject to be taught (the target
langusge). This leads.to some degree of personal learning,mainly
field of knowledge about the language. but also to a considerably
amount of learming illusion. The learmer is teld what to do,
then s/he is contrelled, and 4f the learner has done her/his
duty, then s/he feels "due” to good marks. And as marks are
thought to be evidence of schievement, both teacher and learner
and parents Bre ceptived by the s1lusion of learning, closing
their eyes te the fact thet independent language production is
pooT ©f mpae.

in the

had been
activitie
contradict
Training
Se:ondgfy
teacher

FIC. A.

- tescher mediated language contact
~ §1lusion of learning
~ gsome lemrning

randoml
hypothe
in lack
matic tra
In addird
distant

I| e St doy g

b— "nﬂuu ahde illusion, I sterted to thiak obolP®Rsnes
THing pe le. 1 beges to open up the learsing situstions
: g the pupile Lo make Gecisions sbeyt comtent, materisl,
, take part dv planning snd svelustion. I «ith-
'di-lnulr s thet the learsers could
Cthe terge hliu.' Coew 11g.8).
ros th L sge to the lesruer
i ) Hh‘ erganieed
-ll ateess (o dnsight
telk whowt hes ficern.
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[French homewxork and concentste on more "important” subjects.
ﬁq‘u thdrawing from my position as mediator, I deprived the
‘pupils of the illusion of learning, but 1 did not cater for
the amount of achievement which they felt necessary to enjoy
learning. As learning progress in itself is of high motivating
value, we lost a great part of the motivating effect.

i Lhesas the Cpuri itotio learn and also are frees
M ‘:eams‘i&’w to be too simple.
Somehox the management of the learning process and the contact
with the target language has to be shared by pupils and teacher
(see f3g. C) 4n order to improve and support learning achieve-
ment. We need some general principles for this sharing, and we
need t:!b!es of application of such principles in different
classroom realities.

As 2 tescher 1 know 2 gresr deal about language learning. To a
certsin extent I know how to ensble pupils to learn language.

I alsc know the French ienguage and culture.

The pupils oz their side know something about how I can Lecome

& good teacher to them, rThey knowx something about their needs
and how they learn,

For both peris this is knowledpe that ve have to develop further,
end to €o so. we bave to communicete our respective knowledge

1o each other and base our decisions on this. Put in other words,

onl.
KBy copreption ef shered msnsgement originstes here.

Flc.c.

-~ immediate langusge contact
=~ 3 dllesion of lesrning

- Brletusmunicet jun

- BBeres mensgesent

- hopsfully more lesroieg

enable uha‘g
process. :

The task has to he set i
idea of how to fulfill
the pupils

a veriety

The inter
example o
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idun based on thesr languspe, anly more elabourate. vl

. 2 need for discussion and exchsnge. Examples
rom the cassettes of different pupfﬁs who wanted to
_7 work. Lanpuage problems were discussed in small -
| then dn plesnary group. The pupils consulted the lang
evailable in the classroom.
iiﬂggpqgjaqgﬁq pupils went back to the language lab and listened
: # Ereach girl, and then they made their final version.
The pupils presented the products in groups of 4 or 5.
To mlﬂm the procedure went like this:
[ #) Task decision .

b) Firsy draft

<) lopur )

4) Second éraf:

e) Discussion aud exchange

£) Inpue 2

&) Tesk-solving

h) Evelustios

The sctivity bed sone interesting features:

1. m quality ssd style of the Sraving asitracted Lhe

©f the pupils sod inspired thes.

i'lﬁ. SEariing point the pupils bud the possibility to experiment

WM language capacity. They did not delete their

=88 docu-

gtrention

d n v ik

M.“ Boceptled &y luvitation go explore the language on

Mhg in s.constions say(c), PErhaps beceuse c) vas clox

. : e
‘.u ‘I1l_. r ‘
) Spened for predies Taising and les¢ 1o Peer-tutoring and i
'!‘.‘*I{‘""‘ * Yy ot ya - ‘

pans 1) b atal the ll_r‘f_lc_nuu.jr"n: their own

or ar xp | cuess. They vere curious 1o

Ty :
s oianling vene

But L_h'i.é-.
1 have o
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Jorme

Irmaz

project was = wASe maxture of teacher s choil es
sents’ choices.

The evalustion sheet was worth-while a &s a starting

It was Hanne's choice to change it and later on
themes.

point.
+he srudents' choice to errense it into
There is a need for the teacher to feel
order zlso in autonomous lezrning, a need to know what
Both learner and teacher should feel some

some sort of

is coing on.
sort of progress.
he teachers shonld éiscuss their choices with the pupils,

Feelc that feachers make protlems for themselves in tha
classropm so thet their Job becomes too strenucvs- They

shonld have more trust in their ab:lity to sct in
tiveliy. They should trust therselves as well zs the

pupils.

ui=-

It 35 the teacher s need to keep vp the illusion of
lesrning. That is why the learner goes from cne
&

"
.
o
7,

-
n
ol
(3]
H

L

Slructeire to Enoiher without logok:ng
lesrner's sbility to communicete eand te lezrr how to
lezrn.

These is & line of division between leiesez-faire and
*EET we wert to be autonomous learning. Teschers ney
Tetl lpsecure bectuse ihey bave no clesr ises why they
&re there, They hove 1o reslise thet the teacher is
part cf the clessroom. T trichy thang is te-beibere

w #hould forus more on the socisl aspect. Their
WEin sim is to help pupils socislly.




=

Gerc:

(to
Jorma)

Jorme:

Irma:

Betty:

Bror:

Gerd:

» ‘h
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. 5 ve to work on,
7 serious problem has arisen, which we ha ni.

We are caught in lipear exposition, yﬁ :
cide of the problem. WEneed both order zu-:ﬂt reedon.
mETEsez-faire coes not work, no;_;hould teachers mﬁgif
gElaLe The power - sclidzrity dimension is important.
e nitiative in communication

ich shows only o

Purpouse and i
zre guite essentizl.
which can foster both freedom and purpose.
ich we should not be scared about)

Tezchers have to create situatlions
These 15 a

reciprocal causslity wh
It ie human not to be nioe. Niceness can be suppressive
vou mist show respect to the learner by being nonest and

teach pupils respect by showing them respect.

There should be 2 proportion of niceness and control.
We have to help the pupils, give them coniidence, and

the pupils will then ask for tasks that azre demanding.

There is an example from Leni's class where a pupil
responds gpite Sifferently nov {-om whet he dig

& yeer 830, now neking Cecisions himself.

hutonomous methods of lezrning imply so many skills
thet ihey cen seem wery frichiening to teachers.

Whet heppens to children from less privilieged back-
grounds in sutonomous lezrning? Turid's and Hanne's
methods heve Lhings in them which might cater also fof
Lhese croups.

M #re good for slow learners. Under:

Privileged chiléren have never learned to meke Secis
They cen de it im ehe sutunonoLs

learn e sStructuze & tesk,

Ui e Cekching we cusht 1o force puptte o

uﬂdnﬂmﬁ-mw“ =

clessroom. They

h““'m““-mvum..

=

Vilyo Kahonen
Universj ty
Finlang .

the same puplls 1

The main alms of
(1) investigating th
tongue) and English
learning cond!

(2) Investigating the
measuremen

studies by one
whereby more

i ; Llgs oslerl experiontlal’
learning in elementary tion, with ah emphasis on commu
nicatively meaningful langua 1 peginning  (Lhereby
Introguc i |
(S} rndin
eaucation In ;

1@, 19!




On Experiential Learning of Elementary English

® “whole-person” approach to language learning, involving
Jearners in leamning process both cognitively and emotionally
s encouraging learners Lorely on their own experiences

» quality of classroom atmosphere: fostering a learner=
supportive environment and learner interaction

= attempts toprovide communicatively meaningful
opportunilies of language use (cf. Blair (ed), Innovative
spprooches Lo longuoge teaching, Newbury House 1982):

(1) developing 2 personal awareness Lhrough the FL,

(2) utilizing comprehension-based approaches,

(3) placing z conscious emphzsis on 2 rich input,

(4) meaningful leaming of grammatical elements: games etc.

Processes connected wilh school learning:

(1) Individusl growth of leamer reslistic self-concept,
self-esteem

(2) Development of sutonomy responsibility, initiative,
concentration

(3) Development of emotionsl life- self-control, imagination,
self-expression

(4) Development of thinking creative, intuitive thinking,
inference-making

(5) Sociel growth perceiving and respect ing others’ feelings,
co-operation, interaction negotistion, self-expression in group
(Mﬂe_veloprnent of leaming skills: recognizing problems,
planning of one’s work, positive zttituge to lenguage leamning,
ability Ia utilize contextual informetion, skills 1o find necessary
information, monitoring ane’s own learming, self-pssessment

wmwhmmdmmm—.m guide,
Cfecilitetor” of leaming, developing e “researcher's®
toone's work; cournge Lo be & genuine person

g - I-\-II

P o g

= Context

Discourse skills: Dej
cing, negotiation: sharing 'c
Communication strategies: How
deficient skills --> risk-tak
strate communicative efficiency
Global use: 'Orchestra
Criterion-referencing:

level  »>> 'Fine-tun

= Personality factors: (e -
- by what criteria?
To.mh an eternal evaluatic

TOMARDS INSTRUCTIONA

I, Evaluation te
= i ch
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2. Develuping learner competence

- goncent formation by learner: lgentify beliefs, misconceptions and incomplete

i,éa‘ming —-> what systematic pattern of lezrner errors?

‘= Learnerirules: Internalized grammar es @ 'map' of language --> procedural know-

lede——> ability to moke contexi-based inferences. redundancy utilization -->

theory restruciuring: mentzl models of language to change during learning prﬁ..‘

cess --> what kind og tearning tesks? -> feedback
= {utomaticity to reduce stientional demands: automation of subtasks --> more

processing capecity for message contents --> 'orchestration of task components':

separate testing of skills not to give enough evidence of ability to handle

complex communicative tasks --> demanding tasks for learners to 'outperform!'
and ‘stretch’ skills i

= 'Self-assessment: Lesrner training 1o promote learning: Improved goal-orienta-
tion, internalizing criteria of performance, consciousness raising, sharing
essessment burden --> life-long educeztion

= Personzlity developmenti: learner's own perception of himself, self-confidence
and self-esteem. risk-taking: growth towards autonomy as & person

SKILL LEARKING AS ‘EXPERTISE' DEVELOPMENT

1. Cognitive stanc: Declarative knowledne

= Committing facts 10 memory, reteersing, conscious monitoring of performance

2. hssocistive stage: Understancing the phenomenon
= Estaplishing comnertions between vérious elements
= Gradue] eliminstion of errors in performence

3. AURONOMOUS 1tene o Procedurs] Enowl e2ge
= Extension of the essorietive Slege: «o> ‘Eeapertise’
= Repid angd sutomeres performence: memory tepecity relieved for processing
of messege contents
= Losing verbel medietion in tes performence: Unability
ledge of giy1], Geciaretive representetion ng lotger necessary "

= 'Petternamstoning’ in & single Sep. lop-gown' processing of |nformetion
mﬂum Orgenizetion of knowiggge --» sbstracting seliemt feetures of
o ";-mmuq o gquichly reelize uraeriying principles ang cluuﬂv'

Irfm_”_i m clent tangling of 6ifficuls Fitugtions: guick perception of

Lo vervel ize know-

v

pHone- | [
LOGY (Lo

MoAPHO- |
Logy

LENIs N
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DEUTLOPMENT OF CONSCIOUSNESS/ RUTOMATICITY:
e KNOWLEDGE OF RULES RS R “MAP- IN LANGUABE USE
1 : —— TS

1. LERRNER USES BUT DOCS NOT 1. UNCONSCIDUS
REFLECT ON RULL —-> INCOMPETENCE (MISTRELS
2. DECIDLS WHETHIR SPIECH NOT RECOGNIZED)
15715 NOT IN RCCORDANCE 2. CONSCIOUS INCOMPETENCE
WITH RULE ~-> 3. CONSCINUS COMPETENCE
3. CAN DESCRIBE RULE IN DN (ANRLYSE, MODIFY DUTPUT
WORDS --> ACCORDING TO RULES)
4. CRN DISCRIBE RULE IN 4. UNCDNSCIDUS COMPETENCE
METR-LINGUISTIC TERMS 5. CONSTIDUS
SUPER-COMPETENCE

KINDS DI DATH T0 TRRCE THESE DEUELOPMENTS:
* DECLARATIDE, INSTRUCTED: CONSCIOUS MANIPULATION oF
FL RULLS N, H RENESS

ils L, i
UNDER TIME-PRESSURE AND COMMUNICRTIUE LDRD
. RECORDINGS OF DISCUSSIONS, FRED

FPERFORMANCES, OESERURTION AND ELICITRTION DATR
TORARDS EXPERTISE IN FL LEARNING: THE 'GDOD' LANGUAGE LEARNER

= Emphesis on messane form and comeenss .

- looking for Systemeticity in linguistic Structures

- diiending 1o forms, driliing ang Braciising structures

- fee] for grammeticelity, sencituvity 1o language: languege aptitude

- willing ang sccurete 'guesser’ - search for meznings

- willingness 1o €L mersepes acrocs - ERphiesis on communicetion, acquiring
FL Through mesningfu] yse

> Leorntng skiids:

- l:::.::‘l Eppropch 1o leerning lesks, petting "Invelveq’

- W mwronxu.wul riunities 1o
S Ty P NS Cpportunities 1o uce forsign languige and

- learni :
: ng :U”i- ROMITOrING own speech ang peners Speech, getting feedback
“"ﬁ-n Cative sbilinges, "En0m-tow' gpout 1e teckle language leerning

‘Femonitoring: caleylates risks, self-picersment

Sont 1 .
mtfﬂw-:m SeIfConcept, seif-gsteen "rF Courage end willingness
| It.; of Tellures ang RHPERr Toolish -.p g peln, no gayn’

DEVELOPMENT

SEE

teacher directi

lation.
The apps

view of teac

the learner

invelvement

up of me

consciou
directic
by mate
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‘hat =
what areas thev - B
12\ I concentrate on Lo improve thoir

communication, the “lear-cut ang simple COENOpLE famil iny
to them from dirfernnt. more or less official vests and
exercises in their textbooks, were used. So the teacher
got the following claim on the board:
) \
15 Llscening implies understanding, which vequires words

& grammar.

(8]

Speaking implies being understood, which requiren

words & grammar.

3 Reading implies understanding, which requires words

& grammar,

4. Writing implies being understood, which requires words

& grammar,

To enwiden this rather restricted concentration on the
grammatical aspect of declarative knowledge (cf., Kohonen

1986) and to make the aspect of the whole area of pragmat ie

competence clearer, the question of the use and function

of language in different activities brought up alongside

the guestion regarding how different activities give

opportunities for the growth of autonomy,
I have felt this approach problesatic but have net found

a better way to analyse language and language usage simply

and clearly enough with students. In the discussion after

this presentation, Christopher Candlin took up this issue
noting that it reflected an eld-feshioned view of langusds

though an effort ves mads to add the cosmunicative slement

He suggestsd an approsch An which the studenss weuld

to it
e given exemples of Broken comsunicetion and made to analy

these sxamples to find out about leplications and r_tqul.l.



WEALS.  Searen our RO Gexamples nse ALready tweoyy .

?Giﬂsﬁrﬂom-Hetivitlns, with the rommunicative apg
gt;itudi}nl areas and the Processss they encourage, were
discussed in class ang she following lists were given to
the Students to be used in Planning:

fctivities:

- lectures. e:planations. Presentations of Tecordings,
films, pre, by the teacher,

= Questions askeg by the teacher, tests,

= Ciscussion in class guideg by teacher,

= Superviseqd exercises in class, in
dual.ltudtuts.

Sroups or by indivi-
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Discussion in cigss Suided by toe teacher encourages:

= the same aspects .« Fu=stinns by the teacher,
E 'l.m?derstand_inq of new words ang expressions in a
context,
(- seldom: expressiocn of new ideas and own meanings) .
The activiry is' more often practice for communication
than real communication.

Supervised exercises in clase encourage :

=~ concentration on 1istening and/or reading and making
an effort 1o understand,

- Teinforcement of the ability to analyse and evaluate . TREST e ' s Tl
Spoken and/or written langauge in exercise contexts, = . : . - ! ..(I.;‘:-ﬁ.v.--

= retrieval of earlier learng vocabulary ang Structures, l 7 | T -

= composition of oraj and/or writven Structures and
vocebulary reguired,

= comprehensible Pronuncistion and intonation,

-Mo{mr.

This ectivity ie usually of the linguistic form for
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= planaing 57 work,

S BCTIVE Btarting of work and acrive working,
= evaluation of One s own process and product,
- some responsibility of work and self,

= growth towards autonomy.

Pair ang Sroup activities and student auidance encouraqge:

- the same aspects as in dindividual ang pProgrammed
learning,

- division of work,

= l€arning fron peers,

T Co-operation, empathy and flexibilisy,

- peer €valuation,

- Some responsibility of others,

= growth towards 2utonomy .

The emphasis se Of two-way communication, co-operation
and growh of Tesponsibilivy,

The enphesis is eilber on one-way communication where
the learner receives messages from writren, aurs) and/or
vmmmm more or less mechsnical tesks
mmwwmmunmmmmt
hihwmumm.mmmmm
.ﬂ“hﬂfmmmmwmhuﬁvm
mdmmuum form. Some smphesss
is elso plec O FRSPORSibility. Depenting on the ature
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Planning in class for the period of A waeks:

Information on syllabus, aqreement on common requirementsa,
tests (number, form, data), level of acceptance (in teata,
various performances), self-evaluation and/or peer

evaluation (how, what, how often).

3 -

Planning in pairs/qroups/individually for a short period

(e.g. 1 week):
Choice of themes or grammatical areas with apecial
emphasis, choice of texts and exercises, planning of

approdch, scope and activities.).

!

In pairs/groups/individually and in class (if planned):
Realization with posaible modifications to the original

[ R

In class/individually/in groups:
Fvaluation of the period (what warked, what did not,

plan,

why, how to improve),

e

In pairs/groups/individually for a short pariod (e#.a.

1 week)

Planning as earlier,

oL e L
H = — &
Individual svaluation of the peried of & wesksi
Evaluation of one”s own product and giving onself 8

this grade

grade and reasons for
duras and procenses,

| - .
Evaluation of ons’ s OWR proce

| Suggestions for the foliowving course r - ol

*



100", Adirie
In addieg M, the other membere ¢ W qrout "
qave

me qgood poi q :
joodpaines when hearing my homework 4/4 for both

parts. Also the oral presentation went well, and T wan

given 4/4 points for it fthe litarary INAIVEI® alap was

¥
"very good"),

Also, other forms of self, peer and group evaluation have
been experimnf(d 1 by some teachers in the schaool. The
targets of such evaluations have been honework, use of

lanquage, participation in group work. After the end of

the activity the students assessed themselves, their peors
or members of the group with the scale 0-4, 0 standing for
failure and 4 for excellent performance. This was done by
writing the grade on the atudent lists in the clans, whiach
the teacher circulated amongst the atudents.

Such assessment certainly gives the teacher and learners

helpful information. On the other hand, it can be a tool

of manipulation and accordingly a two-edged aword, It

requires a skilful teacher, good teacher-sctudent and suudaent

student relationships, highly individualistie and co=

operational approaches (cf. Ames & Amas 1984) Il_lﬂ a trust~

ful atmosphere, A more tactful alternative would be. self-

evaluation on personal evaluation sheets, Though thsy ins
volve some practical problees they are waren 'Ip'l"m‘ﬂ?

i Af numerical estimation of product and behavieur is

neidered important

Both the teacher end the studsnts should taks part ﬂl

plenning and evalustion, Dus to thelr age the studencs oan
b gives guite sophisticatesd forms Flanning and evaluation

serve 8% prectical guidelines for work in the clanwTo0s,
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Rigmor Eriksson

University of Gothenburg
Sweden

PUPIL AUTONOMY IN SLOV LANGUAGE LEARNER GROUPS

Suedelj and I.)elzmark are nov the only tvo Nordic countries vhere there is
organized ability grouping (setting) in the comprehensive school. In
Swveden _pupils in grades 7-9 can choose each year betveen an easier and a
more difficult course in English and Mathematics. This system of alter-
native courses has been criticized on several grounds - pedagogical as
vell as ideological, and there is evidence that the pupils who have spent
all the three years in the easy English course learn very little. This s
in short the background of the GEM project (Grouping of pupils in English
and Mathematics), whose aim is to deliver a recommendation to the Svediah
Board of Education about grouping models in grades 7-9 In the future,The
recommendation is to be based on experiences from grouping experiments,
which have been carried out over the last three years. The schools have
been alloved to develop their own grouping models, as long as the models
are not contradictory to the Svedish curriculum. Thus permanent ability
grouping, 1i.e. when the pupils stay more than one term in the same
ability groups, is not alloved (except in the traditional system
mentioned above).

.

Only a couple of the original 27 schools taking Tnn in the grouplng
experiments have chosen to vork wholly in mixed ability groups all the
three years. Others have tried but given up after a year, Teachers have
claimed that individualization requires small groups and means a lot of
extra work for the teachers, and that in fact they have no training in
real differentiation vithin the classroom, Consequently they [eel that
they fail with both the slov and the fast learners. In my oplnion this In
largely due to the strong tradition of texts and teachar-centiad lllnﬂ:uli
teaching, developed for fairly gifted pupils and maybe lﬂlllﬂll; for m:::l
In heterogeneous groups, though, the unifors tasks of the teacher-ce 1
methods frequently leave the slov learners at a loas and the more able
ones without the slightest challenge.

(T
f the experisental schools have chosen ware or

:?:::T:tlla .r;:llry grouping, [frequently on mors | tha op lﬂilrmlro
levels, but with varying degiees of flexibility m1l;l I8

AUt in mlxad
Usually there have also been pariods al soie . rird
a:ﬁny groups in betveen, These sodels M“ldlmu;" ) ;h'_, ':‘ll
complicated to administer than the ”llﬂull g .. ! _'" the
according 1o many of the teachers they aller & vay 1o ) !

wood frequently fownd in ”W
::::;:" A:;.:l::..:::“::ﬂillﬂ :? tinding Il}ll‘l that 9
learner groups are aften poinied out, and ao far 19 :
on their ovn (o eapesisent an besi ihey can. :‘s
As 60 orgasizslion model selves the protles of J- 0
slov learners, It sesss logical 'i. ook "
anciher perspetiive. Bven the slov uuun" ¥y
native lenguage. Thers |8 Feasen 1o suspe ot Py
communicative competencs foi cerisin ru.‘pm.:v oy
provided ihey got Gk Gighl RpS i

what ihey could use It J
::"':::"::'J':f‘..“: z v, Mg thaie vays af e



language, vhere these conditions could be realized? If so, in vhat
grouping models could these "methods™ be developed 7 And how are the
other pupils’ needs provided for, i.e. the average and the gifted ones,
in such grouping models?

The probles of the slov language learners is not only a Svedish concern.
Increased international mobility and exchange on several levels have led
to a recognition that practically all people need 1o understand and make
themselves understood in at least one foreign language. In most European
countries one foreign language (or more) is taught te all pupils, at
least for a couple of years. The objectives have changed, from accuracy
to fluency. from linguistic to communicative competence. Teachers wvho do
not always accept the change of focus are given the task of teaching
gkills they are not really trained to teach, to pupils vhose learning
styles they do not understand. No vonder some German lederal states have
given the schools permission to "relieve™ some pupils (and teachers) of
the forcign language burden. Some states, hovever, have tried to find
other solutions.

Englischunterricht fur alle (ed. Hellwig/Saver, Schoningh Paderborn 1984)
is a collection of reports focusing not only on the problems but also on
the possibilities among the slov language learners. Hellwig has a long
and depressing lisi of shortcomings - or symptloms frequently ascribed
to slov langusge learnmers. Here is only an excerpt from jt:

~ Oyslexia or othe: types of reading/writing problems in the native lang.
- lov sel! confidence or unrealistic self-esteem

- diffjculties in undersianding abstract reasoning

- @ifliculties in concentzating

- little or no interest in long term objectives

- pasily bored or fatigued by tlasks

- lov sotivation for school because of eatlier failures

~ litt)e or no support from home

There 45, hovever, also & list of wrternal reasons for the failures that
aany of the weak leminers experience in the language classroom. The
traditionsal methods aie Jlategusie o them Thess nethods are too
theoretical, give 1oe little imeediate leedback to the pupils, do not
igke thes see Vhet use they might have of learning the language etc.
Beither In éidactic research, mnor io teacher training bas the problem
beer recognized wmtil vecently. In this collection there are a laige
nuaber of suggestions fer other vays of vorking, many of thes stressing
the functions of language. 1.¢. an appeal for & communicetive approsch.
There is oo focus en learner autonomy, though, and from what | have seen
the intention s not to give more tesponsibility or more cholces to the
pupils, bul gether fo sdapt the content and the discovise 1o Chelr
life and make the lesson: less thecredicel, more varying, more
Interesting. The suthors sees convinced that alse slow UAES lwarners
soguite & Teassneble Communicalive compelenie (o Buglish, provided
teaching sethofs sre beliel adepted Lo Lhels Deeds and
ibilitdes. Most of the avthors sees to tabe 0 for granted thet ithe
lesmers should e taught 10 speciel proups (Cohuisws, L. Ui
vd  level dn the comprehensive sobeols) Fros thels wey of desct iblong
hhmMﬂﬁ-mpﬁ At ampressien thet aulonesy
uu:'lniwiummu. faibed Uit ey
talw .
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among the slow learners listed above. Only very fev seem to consider the
teacher’s role in the learning process. There are a few, though, who
mention that the text-centred teaching is too theoretical, too abstract.
At the same time they admit that they do not really know vhat to do
instead. Their teacher training did not provide them vith models for the
slov learners, and they themselves have tried on their own but not alwvays
succeeded in finding models that work in these groups.

1 have attended a large number of language lessons in slov learner groups
and videotaped some of them. In order to find out hov videotaped lessons
could be used in teacher training I invited 16 of the observed teachers -
some of them experimenting in various vays to make the pupils more active
in class - to a three-day seminar based on the videos. There vere some
theory lessons, but most of the time vas spent on group work around the
videos. A written analysis was available for each lesson, which the
teachers studied sometimes before, sometimes after they sav the lesson.
The categories in the analyses were chosen so as to point out clearly
vhether the activities were reacher-guided or pupil-centred.The teachers
were urged to look for the positive things in the lessons, and no
criticism was allowved except in the form of constructive suggestions for
alternative vays. Some of the lessons had long passages of oral pair work

around pictures or role cards, others vere considerably more teacher
guided.

It was & good experience 1o see hov the pupils in some of these slov
learner groups (aged 13) wsed English in pair vork for quite long periods
even stood in front of the class, e.g. describing a person so that

the others could guess who it was. There vas indeed not much of pupil
sutopomy In these activities, but at least they willingly used the
they had, and for their own purposes, which is not LOD COMMOn

in these groups.Their cheerful or concentrated taces shoved that they
really enjoyed what they were doing. In these tasks almost all Lhe pupils
could get the message through, and at lesst some of then had a chance to
shov both themselves and the others that they could talk fairly good
English. Yo some of thes this vas a new experience. The year before, in
the Gk form, they had a1l beon in their ordinary class wvith their more

able classmates also during the English lessons, and some had hardly ever
dared 10 say anything i English in class.

On the last day of the seminer the Leachers sav the video tape from Leni
Dax’'s lesson. Kithough e did net wnderstand everything that vas going
on, ve vere indeed impressed by The amount of pupll autonomy and by their
1 wuse of English for all pusposes in the clsssroom. In this oixed

Ly group the veak languege Jesimers evidently hesrd and used English
much higher level than wvould ever be possible in & vesk Croup - we
That. I1 wes obvious thet sose of the feachers vere asto-

18 wery much heve liked 1o lears more sboul this Danish
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‘each lesson. In the ordinary class or in a smaller mixed ability group
‘these disturbances may be less frequent, as some of the other pupils may
have a stabilizing effect. Also, the language input that the pupils get
in these groups is considerably richer than in a weak group, at least for
those who can follow.

Autonomous learning as I have seen it in Leni’s and Hanne's classes seems
to let all the pupils, also the weak ones develop on their own level. At
the same time the weak pupils may get more support from their more able

s-mates, both on a psychological and on a communicative/linguistic
level. But they are in a group vhere they (as usual) feel that vhat they
can do is very little compared to what some of the others do. They have
perhaps no chances to be stars for a minute or more, standing in front of

the class and performing in English. Or am I wiong., can they have such ces to unfo
experiences also in a wmixed ability group? 4And which is the most ’ AW,
important, that the weak ones (or some of them) can get some more self extremely
confidence in their own groups, or that they (perhaps) can develop their have vou en
English to a higher level in communication with their more able i > ot
classmates in mived ability groups? rather

It seemws to me that learner autonosy in language learning could be one
ansver to the gquestion of hov 10 group the pupils in English in the
future. Another ansver could be flexible ability grouping + development
of less theoretical, more pupil-centred ways of working in slow learner
groups. The lstter does nol seem impossible 1o carry out and to spread in
teacher traiming. But hov does one transfer to Svedish language teachers
the positive Danish attitude 1o learner autonomy? And language teachers
vbo vould like to try i1, howv can one help thes to start?

.m.:s & risk thar vhat in the Jong run might be the best solution will been worried about IF an
not chosen because it cequires so much effort, and because nobody \at 1 had “th
knovs ,h"" to stari. Maybe Denmark could help us a bit in the beginning, knew that I had TAUGHT thi
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pupils, other teachers - hoping to find not THE answer but
some answer to the gquestion.

From the data I could see that it could be a problem

— to make the pupils ask WHY

= to remember myself to ask “why"

— to make the pupils make decisions

— to make the pupils take over responsibility for their de-
cisions

= to respect the pupils™ right to make "wrong" decisions -
and learn from that

= to find the best way tc support the pupils in their choices

- to become better at listeninc to/hearing/understanding what as part of
the pupils were sazying blm&, som

= to build up respect for the participants (pupils and tea-
cher) in the classroom

= to facilitste croupwork among students who have never
worked in groups before

= to find “the best way” of scpporting the need of the pu-
pils to keep track of the work done and progress made

= o spent tooc much time on one “problem”™ at the cost of
other “problems*

Going through the list I realized that "problems® in an
sutonomous langusge learning context are basically different
to problems encountered ins traditionsl teaching context, The
whole process

- to learn more sbout how to leern

= to get to know more sbout the steps/decisiors being mede -
asily identified problems. BUT why is it then so 41ffi.
Ansuer the guestion: Wust ARE the problams? Why is it

By s | s e PPliciel gu %
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through things again.

|

I have learned English, planning my own work, cooperation.

Know more about people in other parts of the world. I had my
£irst penfriend via a visitor from Sri Lanka. Since then I~ve
had thirty others. Have had and used an independant responsi-

2)

bility. Have taken part in the olanning of learning (it makes

one want to do, learn something for oneself.) to define the wo!

for further us!
I have asked myse

seem to be necess y&m[

- The teachers must have p

Ulla Rigbols

CONDITIONS FOR PROMOTING LEARNER AUTONOMY RMONG THE !

TEARCEERS IN THE DANISH 'POLKESKOLE' help "create" autonomo

- The teachers must be @
old methods. ~Jzy«thu o
still today -pn.u-n!l;.;q '

aditional methe
When ssked o contribute with e brief gccount of my experience In u:ﬁ‘p::Mh}W1ﬂ“ﬂ
W obabi ;

the field of lesrner sutonomy, I decided to concentrate on my werk
in in-tervice teecher treining tourses. For the pest five years I
heve perticipsted in courses for Denish seschers of English in two
réther different types of courses:
&) "pert-time Cources™, 1 cey per week fTor 1 Yeer, concerned with
buth the Infividuel lescher's lenpusge Bbility end his teaching
b) “full-time courses”, 7 Ceys eltogetner but divided into three
PEriocs in order 1het 1he teschers gilght try out tesching practices
in their clessroops nd leter discuss thes in the woerkshop,
These courses were only concernes sith the teaching of Englisy,
When introducing the concept of leerner sutoncey 1o tne teschers,
Their resctions would very Erestly frem total rejection of tne whele
ides 1o & more or less Lelf-besriec sreept. The letier grovy wowlc
BIATT out being seesingly positive DUt BESb Eive L when protiess srece,
muln Mﬂlmdmﬂmwmf POEITIVE eng
Xperi Wuch success but whe alse neg Jeelings of Irustretion ang

b paelaris
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U
m'ail‘z, end in reletion to the levels of autonomy:
I1f we can talk sbout levels of sutonomy or "smzll steps" in the
foreign language classroom, does the same epply to din-service
teecher training courses? Might it be that the teachers who at first
hear zbout the concept of leerner eutonomy on a part-time course or

in 2 speech given et their school and who 2t first are very sceptical,

nevertheless become aware of certzin things in their tesching that
they mipght chenge 2nd perhaps move siowly in the direction of
“top-level sutonomy” - just to call it something?

Appendix A

Answers to the guestion “What i{s learner sutonomy? Why work with
leerner sutonomy?" given by B group of teachers on 2 full-time
course (1985/86) efter & short presentation consisting of a brief
speech enc & viceo (Leni's from the Sth form):

The resson for working with lesrner Bulonomy 18 guite clearly to
meke the pupils indepentent anc meke then shere in the management
during the whole period of tezching, thereby treining them to
function in e genuine Semocrscy Sc thet they cen become (be)
incependent ené criticel members of the socliety while they at the
SBme Llime Bl Ltheir own speed acquire the necesssry skills,
 *Belvvirksomhed® (self-sctivityl) comes closest 1o whet I understand
by eutonomy. Thst the pupile cen use themselves in meny weys in their
lestons, Ferts of themselves which in trecitionsl tesching .

are Qinited to 8 few tescher- or textbook-initisted, for instance:
m f = Grewing, cress,igerinstion. Zhet tne pupils cen work

mmwmmmmum-uulmul-m
N these ... lake on responsibility end set their own

MhMﬂ‘om_‘hw
Ibmlrumm 1213 sheuld in other words
in-m'laom’uu‘p
Wskmmw#ﬂ.ﬁ-
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The pupils wi
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-1 Gexd Gabrielsen

Danmarks Lare-hgjskole
; ﬁénnéigu

S3IX YEAR™S EXPERIENCE IN WDRKSHOPS FOR TEACHERS

The Karlslunde project on autonomous learning bagan
in 1980/B1. We soon rezlised from the orogress we
saw the children make in orcanisinc their own work
&nd in actuzl learning that we micht be on to some-
thinc which would prove to be of ceneral interest,
ané accordincly began our firs: attermpis to invelve
ther teachers in developing the same mode of work
in their own clessroom.

Ehe creater part of our teacher to teacher werk has
taken place within the framework of 2 series of work-
shops which was organised in collaboration with tea=
chers from Lancaszer University. isee Breen, Czndlin,
Dan and Getrieisen fortheoxing). The training focus
©f the workshops has changesd, fron transmission to
Froblem-s0lvine to <he present focug of classroom de-

cision-making ené investicetion. During the same pericd

perticipents’ active frvolvemerny i= testing and working
oLt common principles for clagsroom werk tas sreadily
incressed. With tine, therefore, the wsrkshoos have

Sevelooel into & testing srownd for US 1o see how fer
principles developed and outcomes observed in the Zirst
experimente] clesses are generslly valig, ODE of the
Ruestions we had to fage ot the beginning of our pro-

e .wa-rltmzmulmummmm
 imsight in the process of chenging tescher &nd learnsr

 Toles .n the classroem. It is soig letter aspeot wnicsn
4% 9oing to e my focus ners. e e s B
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To what extent, then, is actual classroom practice affecteds
During the one or two workshop years, all participants try
out aspects of change in teaching-learrning and evaluate th
with their pupils. Our best estimate, based on personal
contact after workshops is that more tharn two thirds of
the participants have furthermore made lasting and some-
times racdical changes in the cattern of teacher=-learner
irteraction in their clzssrooms.

port The support stratecies we have developed and use in or-

trategies ©€r o make it feasible for participants to experiment
Systemeticelly in their own classrooms may grossly be
stated 85 follows:

i) The firs: angé most important zhinc which we had
to realise is that thincs take time. A radical
chenge in teacher-learner roles 2s the one we are
EUCQeSsTing cennot take place overnight. It is a
process of learning and mutuel adjustmen: for tes-
chers 2s well as learners, and morecver it is one

which has tc be worked out by each teacher for each

9roup of learners. Chance in tescher-learner
roles must therefore not be seen 85 an all-or-
nothing issue, but as scmeching which can be
imtrofuced grafuslly, or even experimented with
for & limited period of time, always with the
possibility of chenging strategies 1f ourcomes
&re not as expected. "Feilure”™ is not sccepted
Since any experience cen be used 25 8 basis for
ferther plamning. If nECesEAry a change msy con-
A4 85T in introducing very simple messures with-
- e o but chenging the usuel patrern of teaching-lesr-
LA R Bing, such &5 asking the learmers aiter an agreed
: 'msmmmmm.m:w
| ©f activity they prefer. anf why. It is up 19 each
teacher to Geride whet he is 90ins Lo 80 in cless,
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working at in the definition they give them. As
hﬂx pupils in class it is a guestion of respect-
ing the riq’hlt of learners to define their own uni-
verse of inguiry and action even though we as or- =
ganisers may work hard at chancing it.

(v) Plans for classroom action should be open and easy
to revise if the need to do so should arise in the
classroom. Recently we céiscovered that it is neces-
sary to mzke it an explicit agreement that they
should be individual plans, and that making plans
in groups sometimes micght counteract the actual
trving oot of plans in practice. Group dynamics,
the convention of seeking inter-group acreement on
what is to be done may ger the upper hand so that
iess room is given to the invidual teacher™s con-
sideration of what it will be zporopriate and rea-
iistic to do in his particular group at that parti-
cular time. In our last workshop we esked partici-
pants to be aware of this problem, and with good re-
sults, Group work wes as Intense s before, while
plans on the whole seemed to be more realistic, so
that participants found it less éifficult to put them
into practice.

undertake s o refical change. A first reaction of many

teachers when they begin erperinenting im class is shat
 they feel & loss of control - they sre UNCertain now pu-
""’rﬂnmumuum.mh—mm

ﬁ ‘The change in tescher-leerner roles which we ask people %0
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[Simplified after
C N Candlin, Lancaster Univ.)

It seems to me, that the function which these conceptualisa-
tions or simplified illustrations have is that of "organisers®
of theory or idess which has already, in other contexts, been
referreéd to anéd judged relevant, e.g. in discussions of general
pedagogic issves or in public debaze on the role of language

in society.

SIS 48 @ point which i in need of furcher discucslicon. In
Cark DODENLS 1F SCCMS TO ne ther whet I present of thesry
is 1o sinplified, on the other han? it nay be 2 €ivigion
el Toles which we ney heve 10 look into. The nere impor-
ANt point seens to be thet the Jfess gresencted are valid
both im relation to whet we currestly know sbout langusge,
communicetion, and learning - which «i1l be ny responsibili-
-ﬂ.’.u in relation o the chosen stand In the pecdagogic
and human grocess which teaching-lesrning is, which is the
| wesponsibilivy -rtlnl teacher.
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In most cases, participants chocse to begin their experimen—
ting by trying out one or more activities and evaluating tﬁ@m
with their learners. Open-ended activities are suggested by
the participants themselves, by us, or chosen from activities
which we have previously provided as examples for independent
analysis in an input session.

According to the reports given in the following workshop mee;QEQJ
practical experience will guite often vary, but positive reac-
tions on part of the learners dominate, which encourages all
participants to co on, possibly after revision and renewed
analysis of their own experience. Participants' comments often.
focus on the motivational effect of involving learners in
choosing and evaluating their own activities, but egually

often on the wealth of ideas for alternative activities

fostered by learners when asked, and the insight they have in
learning processes.

Dering the next period participants work intensely at the pro-
blem of manscing the diversity of learning and of documenting

pProgress, using worksheess, leasners” evegluations, €Eia-
Listic progress are gGis—

e T &£ - - %
ries. Protlems of monitoring l: Conclusion

cutsed, what 2 60 sbout correciness, how 4o learners See
Frogression, whet 18 the "norpel” process of learners?

h genersl knowledce and eccepience of the concent of
imterlangoace, end the veried experience of participants .
is ol belp hexe, &8 i the fact 1ha% »e as Orgenisers are
gtle o Sencrstrate how £ifferest lesrsers heve develo-

prd over long seriots of tine,

After some time a third stage is reached in which both more
general and moce Epecific probless of classroom interaction
| Mre teken up. There 16 & growing ewereness of all a-
mmd the teacher and jearuer roler, end often dig-
cuss on this develop into discussionicf operetiousl
2 fOr evaluating the PedspsTic BTOCESS, OF Cf Lne
®f whet is cbserved to pelsPUEic GF BGCial leses

LY
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enough for it to be used in planning and evalu-
2tion with the pupils, and to be used in explain-
ing practice to parents and colleagues,

— support teachers in trying out small steps in the
intended direction, being prepared to supply infor-
tion about what generally haprens and what has
been dom previously, and beinc cenuinely interes-
ted in the outcome of each experiment,

- give teachers time to become familiar with a dif-
ferent monitoring function in the classroom, and
to work out the principles and issues involved in
working with stretecies of change, both in a short-
term and in & long-term perspective.

- encourage teschers to form their own sUpport groups
and to gdevelcp their own sirategies for continuing
chanoo, using the information they get frem their

learners zné the support they mey cet from their col=
leagues.

6 Gabrielsen: Pupil Initistive snd Tescher Accountability.
In: Tesching the Lancusge of the Host Couniry
o Migrents. Report, Informasjonssentret for
Sprikundervisning. Oslo, 15966.

¥ P Breen, © % Cenélin, L Der end G Gabrieisens The Evsla-

B e Wy tion of & Teacher Treining Programae .,
-i-lr-__ e 26 B ¥ Jobnson (ef.)s Program Design and

Evalustion in Lengusge Teaching. Applied
et s 4 Lingusistics Series. Cambridse Sniversity
~ Press (forthcoming) .

Il-ll_---llll\l..L\_l
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::: :;NOZZZEi:ESCZZdi:::::r:B ::ii-relinnce in our learners
dom,. the, s T actu;l § is closely related to free-

possibilities, To understand
the development of self-reliance we have to think in recipro-
cal causality. The one presupposes the other. Self-reliance
presupposes self-respect, and builds on respect for others.
The process may begin as a dialogue between the child and its
parents, but it may also begin at school, With the arrows we
indicate how we see a possible process in school. The teacher
will have to show respect to and require respect from the
learners who are not used to requiring respect for themselves,
thereby showing the learners that "respect for me" and other=
reliance are possible categories in their world,

Trusting learners in allowing them to make their own decislons
and choices, and as part of this allowing them to make min=
takes and learn by analysing these, is a concrete manifesta=
tion of this principle in language learning.

The process takes time, but is necessary Lf we wish our pupila
to interact positively with the world. Also the process i
and will have to be fought for over

sensitive to situation,
we should be willing to

and over again. As teachers, however,

do this work. 5

conniTioNs FOR PROMOTING
LIFICATIONS REQUIRED. .0

& Flligsd

GROUP 11; LEVELS OF AUTOROMY ,
AurONOMY and TEACHER QUA
FOR AUTONOMY
-
NINFTy
: the besis of the
Thiee Leaches groups weie jdentified on MELS el
ssperiance of Group menbers, (1) The sxperie 1 ﬂrp
tent taacher, who Saem £0 have the ability Lo eonstA y
iy refliest on her owh Lasching, apprGaching the subjest

it of
cither fram the methodologicel oF Lhe Linguistis potAt




| 84

view. (2) Remedial teachers who are used from their work
situation to observing the chiléren individually, and who
realise that differences are normal. (3) Young teachers
without extensive work experience who aoproach the subject
iﬁﬂol'ogi'caily. regarcing school as a possible instrument
for chance. In 211 three cases a common gualification is
the ability to establish confidence in the chosen manner
©f teachinc-learning. The students appreciate teachers who
are confident in <heir own use of lancuage and who have a
firmly established idea of what they want to achieve.

The group further discussed teacher training in the dif-
ferent countries represented and the possibility of intro-
ducing autonomy ©f learning in this context.

At the moment, Swefen is in a favourable pesition in this
respect because of the ongoing process of reshaping basic search were maﬁij
teacher training. hs to the general climate in schocls to- c)ASEERORERNA] Nﬁ!ﬂ@m
dey the grovp saw no cbvious opening for learner autonomy. methodologmu.ﬂhu )
The Swedish move toward stressing besic knowledge was seen
&8 & case in point. Teechers in Finland, on the other hand
Seen to welcome & loosening up in the centrally issued goals
for langusge tesching.

& possibility in 2l] contexts (s approsching learner autono-
my in smell steps, showing teschers thet small changes may
have far-ranging effects. It would be possible to begin by
m!ﬂti"nmuu An current use e.g. “what 2ié@ you like in
this unit, what €1én"t you like and why?", snd to go on to
more infividuslised plenning from these, It woul@ have to be
kept in mind thet there 1s 8150 2 need for whole-group acti-
ﬁmﬂ&ummwum-wm
Constant interest in the work the learners were engeged in.
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h m provide us with ¢ as to how we deal with the
problem and ult te become better at preparing the qround
for ear ) W to improve the formal asnect of thelr

rgent time to gather
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Copen SSRO0M
etk ™ Gr =
S : < 211d be seen as a
Bage which facilit s T 1e processing:
R ) - . PROGRAMME
s redundancy ut tion S
53 M [ * ) 15.30 - 17.00 Arrival of participants,
17.00 - 17.30 Opening of workshop. General information.
19.00 - 21.30 Gerd Gabrielsen: Learner autonomy in a school setting
general fssues.,
Group discussions: Learner autonemy in the farelon languaae
v classroom: issues and implications,
Plenary
fie 2].30 - oft socializing
- Friday, September 19
9.00 - lo.30 Chris Candlin: On developing critical awarensss,
Jorma Lehtovaara: The role of objectives in auilandmous
learning,
1.0 - 12 y Thomas Ahlberg, Erik Hult: Classroom exparience, FIretl
year experiment, grade 5 \vlden),
Pekks Alho, Taria Folland: First year's axper|ente and
comment s on experiment In Al Lanarn L
learning in Engligh snd Swerish al
pret I ve ool level (video)
14 T H » . Themat rganisation, 9th form, third
year of Garman
Tur Yrebi srad mansgement of tha learning pre
: ' in the aarly s1ages of l&arning
Fi b esnerienced with 14=106 year
1 lea
Fle y
) ' n testing In & commni
. ’ framewii'l ,
v g . P . y ' | #8BeL it of learnar
v ) ] r L3 . :-Ilf trI"J'lj‘
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 %.00 - lo.00 Rigmor Eriksson: Is learner autonomy possible in 'slow
e e 4 language learner' groups? (video).

. Leni Dam: Problems encountered in implementing
: learner autonomy.

Ulla Righolt: Conditions for promoting learner auto-

nomy ihe teachers in the Danish
*folkeskoie'.

Gerd Cabrielsen:  Six years' experience in workshops for
Lteachers,

| 14.00 - 16.30 Group discussions: - conditions for promoting learner au-
iondmy &nd critical] awareness

= research needed to elucidate and con-
cretize the various aspects of learner
autonomy .

16.30 - 1B.05  Plenary

19.30 - Dimner end dencing, We meet 2t 19.00 in the hall.

§.00 - lo.00  Eveleation session. Discussion.
Jo.30 - IZ.00  Whet mext: Plonning session

Depertore of gerticipents sfzer Junch,
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Developing Autonomous Learning in the Foreign Language Classroom

Final Evaluation Session on September 21, 1986
Reporter: Viljo Kohonen

In the evaluation session, the following main points were
discussed

(1) Notion of “autonomy" ‘

(2) Teacher education for autonomous learning

(3) Autonomous learning in the classroom

(4) Continuation of the international project work

(1) Notion of “autonomy"

It was felt that the notion of ‘autonomy” 1s in need of continuous
defining and redefining; we need to be exphcit about what we
mean by this key concept It was pointed out that autonomy is
essentially a philosophical phenomenon that needs to be reflected
upon. It i1s not extractable from classroom videos. The stages in
the development of autonomy will be useful for pedagogical
purposes, but the phenomenon i not easily divisible into any
Giscrete categories  An important question s the development of
sutonomy at different age leveis Le., whal can autonomous
WOork mean e g to ten—year olds as Cpposed 1o sixteen—year olds?
Is 1 different qualitatively or quanutatively? It was suggested
that the essence of eutonomy should be the same [or all, while
learning arrangements and tasks will be different, depending on

the maturity of the learner An important gquestion connected
Wilh the developrnent of autonomy is the relationshup between
leacher authority and learner autonomy  While too much
suthority will suffocate learner jnutiative sorme  amount of

suthority will be necessary for the leerner's security These
question: must be discussed in he various nastonal projects, and
the inaghts and e pretotions will be shared and refined lurther
logether

(2) Teacher educetion for sutonomous learran
€

It wes felt that we must be Concrete about the notion of
autonomy and practical classroom arrangements lostering it, if
WE are W increass the sCorplance o suloniomeous work among
language teachers Teachers nees i b shown clear examples and
Buldelines to get started  The start shoudld shoule e unoliensive
and start from the tescher's own realities an hus/her current

situation. An example of such a ‘gentle  start* might be
small-group discussions about current work: what teachers feel
happy about, and what problems or difficulties they might face.

thinking in foreign language pedagogy. The Danish *flower* would
seem to give ideas for such discussions. Teachers should be
Provided evidence of the possible benefits of autonomous work, as
well as what pitfalls to avoid. There should be proof positive that
autonomous work is an efficient way of learning languages, not
Just “fun®. We must be critical about our own work as
developers of learner autonomy. If we fail to make clear what
autonomy is about, it may be *marginalized® by teachers.

It is important that teachers should have opportunities to share
and talk through their feelings of both satisfaction and dissatia~
faction, even fears. This is where the safe environment of amall
groups gives important advantages over lectures, which can,
indeed, be frightening for the ‘uninitiated®. The security of the
teacher as a learner is essential for the inservice-education to be
successful. More work needs to be done on the methods of
in=service teacher education, and how to implement innovations.

(3) Autonomous learning in the classroom

Learner training for autonomy was also felt to be important,
otherwise there is a danger that classroom work will be nothing
more but a “mess” Learners should be '
“workshop-oriented® classrooms  We need to d o
learner training as well. Also, we need information about le
attitudes to autonomous work  To focus on learner gr . we
need systematically collected data about the develop

learner language, and the learners's learning skills and per
in autenomous work Thcfollowm.anmhnm
for research how do learners structure their work?
such structuring develop over years?, and what is the
role in this development? Various kinds of empirical data
sudio and video recordings, learner interviews and case
evaluation data) are needed for the clarification of
questions  Reflection is useful and necessary, but it must
coupled with concrete classroom experience wrving as a b
Jant discussicne
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(4) Continuation of the international project work

It was decided that the next international workshop needs to be
prepared carefully during the academic year of 1986-87 within
the different national projects groups. Concrete work will be done
on the following growth points:

(1) Questions of authority and autonomy: theory

(ii) Pedagogical arrangements of classroom work- videos

(1i1) Evaluation and accounts of learner development:
process assessment, tests of communicative skills

(i) The contact person for the theoretical contributions is Gerd
Gabrielsen, who will introduce the issue of authority vs. autonomy

(4) The contact person for the video presentations of pedagogical
arrangements in the classroom is Len| Dam. It was felt that the



