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Introduction

Purpose

At the turn of the twenty-first century, it has become a commonplace to remark how the world has become a
village where people of many different places and origins encounter each other in real or virtual space, in
ways which a generation ago would have seemed impossible. Encounters mean communication, and
communication should lead to understanding and harmony, or at the very least a reduction of conflict. Yet
communication depends above all on overcoming the barriers which languages can symbolise, especially for
those who do not live in societies where a variety of languages are already part of their environment.
Language learning has become a necessity for everyone, even those whose first language is English,
currently a dominant lingua franca, but whose future is unpredictable. Perhaps ironically, this current
situation means that this encyclopedia can be published in one language, English, and be accessible to the
largest number of readers, although we are acutely conscious that there are still limitations.

When the language(s) that are needed are not readily available in the immediate environment, learning
becomes dependent on teaching, for, despite the ease and inevitability of first language(s) acquisition in
early childhood, language learning of any other kind turns out to be a complex and difficult task. It is in these
circumstances that, for over a century, language teaching has increasingly become a significant profession.
At the same time, the complexity of the task of language learning, and therefore of teaching, has become
more and more apparent. That complexity has been met with the ingenuity of learners and teachers to
devise methods, to create environments, to understand the processes, to simplify and systematise, to find
appropriate institutions, all of which is multiplied by the number of traditions which have developed at
different times and places more or less independently of each other.

For those who are professionally engaged in language teaching—as teachers, as teacher educators, as
inspectors and evaluators, as testers and assessors, as curriculum designers and materials producers—the
field has become so complex that it is difficult to know. Like other professions, they need works of reference,
those which describe the languages they teach, and those which describe the discipline which they profess.
The former include grammars and dictionaries but also the encyclopedias of languages and linguistics which
have become commonplace.

This encyclopedia is in the latter category. It provides an authoritative account of the discipline of language
teaching in all its complexity. It does so in a way which makes that account readily accessible, whether for
quick reference or as a means of gaining an overview and insight in depth of a particular issue. It also
enables the language teaching professional to discover the relationship of language teaching to other
disciplines. It can thus provide rapid help on a particular problem or be the basis for in-depth and wide-
ranging study, as one entry leads to another through the use of cross-references in the text and after each
entry, and lists of further reading.

Readership

The encyclopedia has been created for the language teaching profession. Language teaching
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professionals—there is unfortunately no generic term to cover the different branches—are like those in other
professions which draw upon a range of academic disciplines, pure and applied. They have their own
knowledge and skills, and yet they also need to be familiar with other disciplines, such as psychology,
sociology, linguistics. This encyclopedia therefore presents accounts both of professional knowledge and
skills, and of the supporting or source disciplines.

Because language teaching as a modern profession is relatively young, having grown very quickly and in
many different places in parallel, neither an agreed body of knowledge nor a defined and fixed terminology
are widely available. Readers in one country may not be familiar with the advances and terminology of
another, and the use of different languages for professional purposes makes the situation even more
complex. We hope that this encyclopedia will help to bridge some of these inevitable gaps. It has been
deliberately produced with as wide an audience as possible in mind, accepting that this itself creates
difficulties. It would have been easier to create an encyclopedia of language teaching in a specific tradition—
French, Canadian, Indian, Japanese, etc.—but it is precisely one of the aims of language teaching to create
the conditions for increased understanding across linguistic and cultural borders, and to produce an
encyclopedia which does not attempt to do the same for the profession would be a contradiction in terms.
We hope therefore that our readership will be international and will find the account of the discipline itself
international. For, although Western traditions are dominant in this as in many other disciplines, compounded
by the current dominance of English and English Language Teaching, authors have been deliberately sought
as widely as possible, particularly from outside the ELT world, from Asia, from the whole of Europe, as well
as from Britain and North America. This means that there are entries with headwords which are not English,
because some terms and traditions are not translatable—as linguists are the first to recognise. It also means
that the entries about individual people have been chosen to identify those who have been influential in
various traditions of language teaching and learning, rather than simply being a ‘hall of fame’ of great
language educators.

Contributors have thus been encouraged to write from their own perspective, with as little editorial direction
as possible once the general parameters had been set and agreed by the editorial team. If this means that
there is not complete harmony within the text as a whole, that there are different views evident in different
but related entries, that is a reflection of the discipline in its international character, not an error in
production. Readers will be able to pursue topics and see their significance from these different perspectives.
Contents and organisation

The main body of the encyclopedia contains entries of different lengths, from a few lines to major entries of
3,000 words. These entries are both analyses of the body of knowledge and skills of the language teaching
profession, and related issues, and second, sources of information about professional matters, e.g. the
meanings of acronyms, the origins and purposes of professional bodies. In the case of the former, authors
provide references and suggestions for further reading. Many major entries lead on to other entries which
provide further elaboration, and all entries have cross references marked within the text, and further
suggested links at the end of texts. In the case of information entries, the dominant criterion has been that
the item in question should be of international importance. It is not possible or helpful to include all national
associations and institutions, but some exceptions have been made when they also have an international
standing.

The entries are in alphabetical order in the main body of the text in order to facilitate access. There are also
two other routes of access: a list of contents with all the main entries grouped by theme, and an index of key
words, including those appearing either as headwords for entries or others within the texts of entries. In both
cases, terminology is included which is not English for the reasons stated earlier.

There are entries on the teaching of specific languages and on the teaching of languages in specific
countries. It is obviously not possible to be
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exhaustive in this any more than in other issues, and there will no doubt be readers who regret the absence
of a particular language or country. The intention is as much to remind readers of the multiplicity of
approaches to language teaching and learning as to portray the history of a particular language or country,
and the choice was, though not arbitrary, largely a personal one. This reflects the nature of the endeavour:
to include traditions other than the Anglo-American, important though this clearly is.

It is also a symptom of what an encyclopedia can be at the beginning of the twenty-first century. We have
become aware that languages need to be understood in their cultural contexts, and this applies no less to
teaching and learning processes. On the other hand we have also become aware that any attempt to be not
only comprehensive but also exhaustive is doomed to fail. Development and change is constant and ever
more rapid, and no publication, even in the new electronic media, can keep up with every change. Third,
there can be no pretence that an encyclopedia is ‘objective’, neither in the sense of being the ultimate arbiter
nor in the sense of being separated from the authorial and editorial presence of contributors and editor. The
encyclopedia doubtless reflects to a large extent my own view of what is important in language teaching and
learning, moderated by the advice and guidance of the editorial team. One result of this is the presence of
entries on the cultural dimension of language teaching, on language education policy and on anthropology.
On the other hand, | have not attempted to be comprehensive with respect to teaching methods, techniques
and aids. There have been almost too many methods and certainly too many panaceas in the history of
language teaching. Methods have been included which have been ‘successful’, in that they have become well
known, but there is no attempt to provide a handbook of methods here.

There is therefore a tightrope to be negotiated stretching from ‘comprehensive’ to ‘interpretative’, and this is
made all the more difficult in that the encyclopedia has to strike a balance between being an in-depth
analysis of the field and a quick reference work, providing the services of a dictionary of terms. | have tended
not to provide the latter, since dictionaries already exist.

A similar issue arises with respect to the multi-disciplinarity of language teaching. The sources on which
language teachers draw are numerous, and the disciplines from which they come in their own education may
be multifarious. Those teachers who were educated and trained specifically for the profession, acquiring
knowledge of relevant disciplines as part of this, are probably still a minority. Yet it cannot be the task of an
encyclopedia of language teaching and learning simultaneously to be an encyclopedia of linguistics,
psychology, cultural anthropology, to mention only a few. We have tried none the less to provide those
teachers unfamiliar with such disciplines with the necessary overview and further reading if they wish.

In short, there are many entries which are expected and, | hope, many which are not. | hope readers will
find the encyclopedia useful, not only for quick reference but also to browse from one entry to another, via
the cross-references in the text and the further references and readings at the end of each text.

How to use

The organisation of the encyclopedia thus allows for different types of use. Readers who wish to know about
a particular issue may look first in the thematic list of contents for the headword they have in mind. They
may also go straight to the main body of the text and find the headword in alphabetic order. If the issue is
not represented as a headword, they should turn to the index.

Readers who wish to pursue a particular topic or area of interest should use the thematic list of contents.
They may wish to start with one of the major overview entries or go immediately to a more specific entry. In
either case they will find further cross-references to other parts of the encyclopedia and suggestions for
further reading. They will also find that there is some overlap between entries. This is deliberate and allows
readers to gain different perspectives on the same topic from different writers.

Endnote—on writing encyclopedias

There have appeared in recent years a number of encyclopedias on language, linguistics, educational
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linguistics and now on language teaching and learning. This is probably an indication that, after a century of
teaching ‘modern’ languages, following the Reform Movement, we have reached a point where a degree of
certainty exists about what is worth knowing about languages and language teaching and learning. The
coincidence of the term ‘modern’ foreign languages—avoided in French langues vivantes and German
Fremdsprachen—with ‘modernism’ is not entirely by chance, of course. On the other hand, we do not yet
speak of ‘post-modern’ language teaching, despite the widespread critique of modernism.

None the less, it might appear as though we are out of step with the times to be offering an encyclopedia in
a post-modern period, and it is important to acknowledge that what is contained in these pages is the state
of an art which is constantly changing. On the one hand we must be aware of Umberto Eco’s reminder that
‘After all, the cultivated person’s first duty is to be always prepared to re-write the

encyclopedia’ (Serendipities. Language and Lunacy, 1999:21), and encyclopedia writing is never complete.
On the other hand, as pedagogues know, there has to be laid down a foundation of knowledge, even if it is
later to be challenged. This encyclopedia offers a contribution to that foundation for teachers and learners
alike.
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appeared and would certainly not have the qualities it has. For any errors or failings, however, | remain
responsible.

Other people also responded to my requests for help. | am particularly grateful to Werner Hullen, who not
only wrote entries but suggested other authors, and to Yuichi Tonita who provided valuable advice and
contacts in Japan. | also had helpful suggestions from Anne Burns, Caroline Clapham, Dagmar Heindler, Josef
Huber, Giséle Holtzer, Henry Widdowson and Claude Germain.

Sophie Oliver took over from her predecessor as my editor at Routledge and was always encouraging and
helpful, especially when | sometimes did not see an end to the task. | am also particularly grateful to James
Folan at Routledge for managing the complexities of contracts and my inefficiencies in this respect, and for
taking over during Sophie’s absence.

Two organisations provided me with financial and material help without which the encyclopedia would have
taken many more months, if not years. The School of Education of the University of Durham provided
financial support for secretarial help of a very substantial nature. Second, in January-March 1999, | was
Adjunct Fellow at the National Foreign Language Center, Washington DC, during which time | had absolute
peace and quiet to spend on nothing but the encyclopedia. | am very grateful to colleagues there, to David
Maxwell, Betsy Hart and Elizabeth Camero, in particular.

That was one time of absence and there were many more, when | was isolated at my desk. My wife, Marie
Thérése, and my children, Alice and lan, have always been long-suffering and indulgent towards my belief
that being an academic is not a job but just a way of life. This encyclopedia is dedicated to them.

Last but not least, of course, are all those who wrote entries for the encyclopedia. Often they were asked to
do so at short notice and in a busy timetable. The ‘art’ of writing to tight limits on length is something we
have all had to learn. | hope that they think the finished product worthwhile, even though in some cases they
have had to wait for a long time for their work to see the light of publication.

Michael Byram

Cossé en Champagne

December 1999
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A

Acculturation

Acculturation is the process an individual needs to go through in order to become adapted to a different
culture. For this to take place there will need to be changes in both social and psychological behaviour.
Where the target culture involves a different language, a key part of the acculturation process will involve
language learning. Research has concentrated on the acculturation of immigrant workers to their host
country. The fact that many of the learners in this category fail to master the target language is associated
with their isolation and lack of social contact with the host population. This lack of progress and the
FOSSILISATION of their language SKILLS has been linked to pidginisation (Schumann, 1976).
Acculturation is not generally associated with foreign language learning because this can take place without
any direct contact with the target country Where pupils do have contact with the target language and
culture, for example through a pupil EXCHANGE, some of the features of acculturation could be seen to
have relevance for foreign language learning.

Acculturation requires the learner to adjust their social and psychological behaviour in order to become more
closely integrated with the target culture. This distance which separates the learner from the target culture is
a measure by which acculturation can be assessed. Byram (1989) talks about the outsider beginning to
become an insider, and how critical the move is *...from noticing the boundary markers to appreciating the
whole complexity of the way of life’. The initial contact in this process of adaptation may be associated with
CULTURE SHOCK as the learner discovers that they need to accept differences in behaviour from those
with which they are familiar from their own culture. The learner’'s MOTIVATION to become more closely
integrated with the target culture will be associated with their individual NEEDS.

Acculturation theory originated with the ethnographic work of Linton (1960), who studied the changes Native
Americans needed to make in order to become more integrated into mainstream American society. He
identified the notion of the distance separating the two cultural groups and the social and psychological
changes which would be necessary for closer integration to take place. Social distance would be associated
with the actual contact which was available between the two cultures, while psychological distance
represented the extent to which the learner wanted to become more closely adapted to the dominant culture.
Where differences in language existed between the two cultures, language learning was clearly an important
part of the acculturation process.

For Schumann (1978), acculturation theory provided an explanation for individual differences in second
language learning and represented the causal variable in the second language ACQUISITION process. In
his model of the factors determining social and psychological distance, Schumann established the positive
and negative elements of acculturation. So, for example, the ATTITUDE of the learner to the target social
group could be a positive or negative factor while, psychologically, MOTIVATION would be seen as a key
factor. For him, the first stages of language acquisition are ‘characterised by the same
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processes that are responsible for the formation of PIDGIN languages. When there are hindrances to
acculturation—when social or psychological distance is great—the learner will not progress beyond the early
stages and the language will stay pidginized” (McLaughlin, 1987). The learner’s language will therefore
fossilise due to the lack of contact with the target language group. Further research (Andersen, 1981), has
described in more detail these characteristics, identifying a number of different stages in the process of
pidginisation and creolisation (development of a more complex form of pidgin). So, nativisation ‘involves
assimilation as the learner makes the input conform to an internalized view of what constitutes the second
language system’, while denativisation represents the next stage when the learner adjusts this early language
to external input. The first stage of second language learning involves, therefore, simplification and
regression, while later learning is concerned with replacement and restructuring. McLaughlin (1987) describes
nativisation as ‘perhaps the most interesting aspect of Acculturation/ Pidginization theory as it relates to the
mechanisms of learning’.

The theory of acculturation as developed by Schumann is proposed to explain the factors affecting ADULT
second language ACQUISITION taking place without formal instruction, in naturalistic situations. As the
theory stands, then, it would appear to have little to offer instructed second or foreign language learning
(McLaughlin, 1987; Ellis, 1994). However, McLaughlin has pointed to the probable relevance of the notion of
psychological distance for foreign language learning in the classroom. Attitude to the target culture and pupil
motivation are likely to be key factors in classroom foreign language learning. Moreover, where pupils have
the possibility of direct contact with the target country through a period of exchange or work experience
abroad, they are in a situation where they will need to adapt to new and different cultural situations. The
extent to which they are able to become integrated with the family with whom they are staying
approximates, even for a limited period, the kind of changes emphasised by the acculturation theory. The
theory provides, therefore, a useful means of assessing the adaptation of exchange pupils to their new
environment which could be measured through the use of questionnaires.

Acculturation theory clearly matches, in a number of important areas, the fossilisation theory of Selinker
(1972), which pre-dates it. Both theories seek to explain incomplete language learning and the fact that most
learners do not achieve mastery of the target language. In their descriptions of simplified and reduced forms
of speech not matching target language norms, they are describing similar phenomena. However, whereas
fossilisation theory is based on a linguistic analysis of second language development as identified through
examples of usage, acculturation begins with the notion of a single external factor—relationship to the target
culture—which leads to these recognised limitations in learner INTERLANGUAGE. Acculturation, centred on
the degree to which learners are in contact with the target culture, is largely, in contrast with the fossilisation
theory, concerned with naturalistic and not instructed language learning. While they differ in the learning
environment they describe, both theories have concentrated on the permanence of the language features
identified. This is a point which McLaughlin takes up in his EVALUATION of the acculturation theory: ‘...
relatively little attention has been given to the possibility of changes in individual motivation and attitude as
they relate to second language acquisition” (McLaughlin, 1987). Changes in fossilisation theory have begun to
address this problem and Selinker (Selinker and Lakshmanan, 1993), recognising the difficulties of identifying
a point when language development stops, no longer sees the process as necessarily permanent and
identifies the concept of ‘plateaus in L2 learning rather than cessation of learning’.

The acculturation/pidginisation theory provides a powerful means for assessing a learner’s involvement with
the target culture. By extending the scope of the theory to include instructed language learning, it would
certainly have, as McLaughlin (1987) suggests, ‘...something to say to teaching practitioners’.

See also: Cross-cultural psychology; Culture shock; Intercultural communication; Intercultural competence ;
Second language acquisition theories

< previous page page_2 next page >



< previous page page_3 next page >

Page 3

References

Andersen, R. (1981) ‘Two Perspectives on Pidginization as Second Language Acquisition’, in R.Andersen
(ed.), New Dimensions in Second Language Acquisition Research, Rowley, MA: Newbury House.

Byram, M. (1989) Cultural Studies in Foreign Language Education, Clevedon: Multilingual Matters.
Ellis, R. (1994) The Study of Second Language Acquisition, Oxford: Oxford University Press.

Klein, W. (1986) Second Language Acquisition, Cambridge: Cambridge University Press.

Linton, W. (1960) Acculturation in Seven American Indian Tribes, Gloucester: Smith.

McLaughlin, B. (1987) Theories of Second Language Learning, London: Edward Arnold.

Schumann, J. (1976) ‘Second Language Acquisition: The Pidginisation Hypothesis’, Language Learning
26:391-408.

Schumann, J. (1978) The Pidginisation Process: a Model for Second Language Acquisition, Rowley, MA:
Newbury House.

Selinker, L. (1972) ‘Interlanguage’, International Review of Applied Linguistics, X: 209-30.

Selinker, L. and Lakshmanan, U. (1993) ‘Language Transfer and Fossilisation: The Multiple Effects Principle’,
in S.Gass and L.Selinker (eds), Language Transfer in Language Learning, Philadelphia: Benjamin.

Further reading

Aitchison, J. (1996) The Seeds of Speech, Language Origin and Evolution, Cambridge: Cambridge University
Press.

JOHN DANIELS

Achievement tests

Achievement tests follow a well-defined period of instruction and are designed to check the extent to which
students have learned or absorbed what has been taught over a fixed period. This period can be very short,
as in the case of an intensive course, or can extend to a whole year or longer. The content of achievement
tests is chosen with reference to a clearly defined SYLLABUS, so only the material and skills on that syllabus
are tested. The resulting scores reflect the amount the test-takers have learned. Indeed, it is important to
remember that an achievement test could be demotivating for the students if it were designed to show up
their deficiencies rather than to indicate how successful they had been at absorbing the material they had
been taught. Henning (1987), therefore, stresses the importance of pitching the test at the appropriate level
for the students concerned.

Achievement test results can be used to make decisions about students’ readiness to begin the next stage in
their learning; for instance, their readiness to progress from an intermediate to an advanced course. In this
respect, achievement tests seem similar to PROFICIENCY TESTS, since the results from both are used for
decision-making. However, an achievement test is distinct from a proficiency test because the latter does not
select its material from a particular syllabus or teaching programme. So, while proficiency tests draw on the
language used for a real-world purpose, achievement tests sample only from the language that the students
have been taught.

Achievement tests can also be used to evaluate teaching programmes. In such cases, an individual student’s
score is not of primary interest. Instead, the focus is on the average performance of the group, and this
information is used to decide whether changes (if any) need to be made.

See also: Assessment and testing
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Acquisition and teaching

When considering the relevance of SECOND LANGUAGE ACQUISITION THEORIES (SLA) to language
teaching, in addition to the fact that theories are just theories, not ‘the truth’ about SLA, there is a question
of focus. The scope of many SLA theories does not extend to the L2 classroom at all. Moreover, even the
minority of SLA theories that aspire to classroom relevance focus on instructed SLA, not language teaching
per se, which involves acquisition plus a number of situational variables, and so is far more complex.
Furthermore, whereas the goal of most SLA theorists is to discover the least powerful theory that will handle
the known facts, i.e., to identify what is necessary and sufficient for language acquisition, the language
teacher and the language teaching theorist alike are interested in the most efficient set of procedures, the
combination of conditions and practices that will bring about language learning fastest and with least effort,
whether strictly necessary or sufficient or not.

Supporters of a current proposal for language teaching known as focus on form (not forms) (see, e.g.,
Doughty and Williams, 1998a; Long, 1998; Long and Robinson, 1998) advocate drawing students’ attention
to language as object—GRAMMAR, VOCABULARY collocations, etc.—in context, with the linguistic
sequence and timing determined by the students’ internal SYLLABUS, not an externally imposed one, during
otherwise meaning-based lessons of some kind, e.g., TASK-BASED or CONTENT-BASED classes. Their
position is based not only on theoretical grounds but also on empirical findings (see Doughty and Williams,
1998b; Long and Robinson, 1998; Norris and Ortega, forthcoming; Spada, 1997), a growing number of
researchers having reported intentional learning to be more efficient (e.g., to occur faster) than incidental
learning.

This embryonic language teaching theory of which focus on form is a part is already more powerful than, say,
Krashen’s theory (e.g. 1981), because (among others) it has recourse to a mechanism, focus on form, to
induce acquisition that MONITOR Theory does without. This would be important when evaluating the claims
as part of a theory of SLA, but it is immaterial in the classroom context, since the relevant theories against
which to judge a theory of language teaching will be other theories of language teaching, not theories of
SLA. A relevant comparison, for example, would be between a theory of language teaching that invoked
focus on form, on the one hand, and on the other, one which claimed that such interventions were unhelpful,
or one which held that an externally imposed linguistic syllabus, explicit grammar rules, TRANSLATION,
structural pattern drills, etc., were either necessary or more efficient ways of inducing learning of some or all
grammatical structures and lexical items.

Almost every theory ever invented in any field has turned out to be wrong, at least in part, and there is no
reason to expect that current SLA theories will fare any better. That is not a license for so-called ‘eclecticism’
in language teaching, however. ‘Eclectic methods’ (sic) are usually little more than an amalgam of their
inventors’ prejudices. The same relative ignorance about SLA affects everyone, and makes the eclecticist’s
claim to be able to select the alleged ‘best parts’ of several theories absurd. Worse, given that different
theories by definition reflect different understandings, the resulting methodological mish-mash is guaranteed
to be wrong, whereas an approach to language teaching based, in part, on one theory can at least be
coherent, and, subject to the previously discussed caveats, has a chance of being right. That said, theories
are what people rely on in the absence of anything else. They are attempts to make sense of experience, and
where data are lacking, as is massively the case in SLA and in SL teaching, they go beyond the putative facts
of the matter, using logical inference, imaginative speculation and other ingredients. Therefore, while they
are one potential source of crucial insights about language learning, which language teaching is trying to
induce, SLA theories should always be treated with caution—as one or more theorists’ current best shot at
explaining language learning, never the truth about it—and with downright suspicion whenever advocated as
a recipe for success in the classroom, which will always require consideration of other factors, not ‘just’ SLA,
however important a component of a theory of language teaching that may be.

Most SLA theories, and most SLA theorists, are not primarily interested in language teaching, and
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in some cases not at all interested. So, while SLA theories may be evaluated in absolute terms and
comparatively in a variety of ways—parsimony, empirical adequacy, problem-solving ability, and so on—it
makes no sense to judge them solely, as some have suggested, or in some cases at all, on the basis of how
useful they are for the classroom or how meaningful they are to classroom teachers. Theories of the role of
innate linguistic knowledge in adult SLA, for instance, should be judged on their own terms, e.g., according
to how well the predictions they make are borne out by empirical findings, not as to whether they say
anything about how teaching should proceed (most do not). By the same token, even when not saying
anything about how to teach, SLA theories may provide the classroom practitioner with useful new ways of
thinking about, for instance, the varied sociolinguistic milieu learners inhabit outside the classroom, the need
for negative feedback, and different kinds of structural differences between the learners’ L1(s) and the L2.
The theories themselves might not say anything to teachers about how to teach, but perhaps something
about who and what it is they are trying to teach, e.g., about whether drawing students’ attention to some
contrasts is essential, facilitative, or not needed at all.

SLA theories may provide insight into putatively universal methodological principles, in other words, while
saying little or nothing about the inevitable particularity of appropriate classroom pedagogical procedures, in
which the local practitioner, not the SLA theorist, should always be the expert. An SLA theory might hold
provision of negative feedback to be necessary or facilitative, for example, i.e. to be a universal
methodological principle; but it will be up to the teacher to decide which pedagogical procedures, ranging
from the most implicit corrective recasts to the most explicit forms of ‘error correction’, are appropriate ways
of delivering negative feedback for a particular group of learners. Whatever the precise relationship, given
that SLA theorists and language teachers share a common interest, L2 development, it would clearly be self-
defeating for either group to ignore the other’s work.

See also: Didactique des langues; Learning styles; Media centres; Second language acquisition theories;
Sprachlehrforschung; Teaching methods
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Action research

Action research is part of a broader movement in education associated with the concepts of ‘reflective
practice’ and ‘the teacher as researcher’. It involves a self-reflective, systematic and critical approach to
enquiry by participants who are also members of the research context. The aim of action research is to
identify problematic situations or issues the participants consider worthy of investigation, and to intervene in
those situations in order to bring about critically informed changes in practice. For example, researchers may
decide to investigate particular aspects of TEACHER TALK, TASK-BASED learning, the classroom culture or
CLASSROOM LANGUAGE. RESEARCH METHODS for collecting action research data are primarily
gualitative and
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include, for example, CLASSROOM OBSERVATION and JOURNALS.

Several essential features distinguish action research from other forms of educational research. First, it is

small-scale, contextualised and local in character, identifying and investigating teaching—learning issues

within a specific situation. Second, it involves EVALUATION and reflection aimed at bringing about
continuing changes in practice. Third, it is participatory, providing for communities of participants to
investigate collaboratively issues of concern within their social situation. Fourth, it differs from the ‘intuitive’
thinking that may occur as a normal part of teaching, as changes in practice are based on systematic data
collection and analysis. Finally, action research is underpinned by democratic principles; it invests ownership
for changes in curriculum practice in those who conduct the research.

Action research typically involves four broad phases, which form a continuing cycle or spiral of research:

planning a problem or issue is identified and a plan of action is developed in order to bring about

Improvements in specific areas of the research context;

action the plan is put into action over an agreed period of time;

observation the effects of the action are observed and data are collected;

reflection the effects of the action are evaluated and become the basis for further cycles of research (based

on Kemmis and McTaggart, 1988).

Action research has its roots in a complex mixture of educational and social reform movements reaching back

into the nineteenth century. Amongst these influences are:

1 the Science in Education movement of the late nineteenth and early twentieth centuries which considered
how scientific methods could be applied to educational problems;

2 progressive and experimentalist educational thinkers, notably John Dewey (1929), who argued that
educational practices should be tested by inductive scientific methods of problem solving;

3 the Group Dynamics Movement in social PSYCHOLOGY and human relations of the 1930s and 1940s,
which included social psychologists such as Kurt Lewin who was interested in the concept of action in
group settings and stressed the importance of democratic and collaborative involvement in experimental
enquiry;

4 the emergence of curriculum as a field of enquiry, in which the role of teachers as key participants in
curriculum reform and the social organisation of learning were acknowledged by educational philosophers
such as Schwab (e.g. Schwab, 1969);

5 the teacher as researcher (Stenhouse, 1975), and reflective practitioner movements (Schén, 1983), which
gave prominence to the enquiry-based nature of teaching and the role of teachers in studying classroom
practices as a way of identifying the problems and effects of curriculum implementation.

Lewin’s contribution, in particular, is important, as he was amongst the first to construct a theory and

develop descriptions of action research processes (1946). He is often credited with being the ‘founding father’

of action research, although there is evidence that the concepts and terminology were first used by Collier,

the US Commissioner on Indian Affairs (1945).

Three broad phases of development characterise the application of action research in educational contexts.

The first, a scientific-technical approach, emerged in the UNITED STATES in the 1950s championed in the

work of both Stephen Corey (1953), and Taba and Noel (1957), as a way of involving teachers in large-scale

curriculum design. This movement was rapidly overshadowed, however, by more scientifically oriented
research and development models. The second approach grew from Lawrence Stenhouse’s concepts of the
teacher as researcher and adopted a practical orientation involving scrutinising personal practice and
acquiring improved teaching SKILLS as the basis for curriculum development. Stenhouse’s work in Britain
through The School Council Humanities Curriculum Project (1967-72) and that of his successors, John Elliott
and Clem Adelman, in the Ford Teaching Project (1972-5) represent major initiatives of this phase. A third
phase, associated with the work of Carr and Kemmis in AUSTRALIA, Winter and Whitehouse in the UK and

Fals Borda
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in Colombia, has taken an emancipatory-critical approach which proposes that action research has its base in

social movement and political action, which must inevitably underpin collaborative movements for educational

reform.

Criticisms of action research have generally focused on questions relating to its rigour and its recognisability

as a valid research methodology. Corey’s work soon suffered from comparisons with positivist experimental

research which placed value on criteria of objectivity, rationality and generalisability. Hodgkinson, in a paper

published in 1957, criticised action research for its ‘sloppy’ methodological approaches, the lack of research

training by those who conduct it and its inability to contribute to theoretical developments. Others (e.g.

Halsey, 1972) have pointed to the fundamental tension between ‘action” and ‘research’” and to the differing,

and inherently incompatible, orientations taken by teachers and researchers to educational questions. Winter

(1982) and others have drawn attention to the lack of rigour in INTERPRETATION and the restricted

nature of the data that characterise much action research. Issues of a more pragmatic nature highlight the

resistance of teachers to becoming researchers, suspicion on the part of other staff and principals towards

practitioners who adopt a research stance, the complexities of collaborative teacher-researcher partnerships

and the risk that the research could be co-opted by academic researchers. The relative newness of action

research in the language teaching field means that there is a limited literature and uncertain professional

status associated with action research, so that its potential benefits as a research method and the ways in

which it may contribute to professional development are yet to be fully understood.

However, the broad scope and flexibility of action research mean that its applications to the field of language

teaching are potentially numerous (Crookes, 1993). They include:

e to provide an impetus for individual and group action and to elucidate immediate teaching or learning
problems (Nunan, 1990; Wallace, 1998);

e to facilitate continuing professional development and TEACHER EDUCATION (Richards and Nunan,

1990; van Lier, 1996; Freeman, 1998);

to underpin educational change and innovation (Goswami and Stillman, 1987; Markee, 1997);

to play a role in the EVALUATION of teaching and learning programmes (Murphy, 1996);

to stimulate school and organisational renewal (Elliott, 1991; Burns, 1999);

to promote researcher and teacher partnerships (Somekh, 1994);

¢ to support broad educational trends towards school-based curriculum development (Hopkins, 1993).

As the research focus is on the classroom and on immediate practical concerns in teaching, action research

holds promise as a site for building theories about language teaching which are potentially of value and

interest to other teachers.

See also: Classroom language; Classroom observation schemes; Research methods; Teacher education;

Teacher talk
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ANNE BURNS

Adult language learning

Adult language learning (ALL) occurs either as an independently organised process—although still too rarely
so—or in an institutional framework, for example in publicly accredited or private or workbased institutions.
ALL attempts on the one hand to bridge the gap, large or small, between the outcomes of school learning
and needs and wants in the world outside school, or on the other hand to build up the language
competencies needed for the new challenges which appear in adult life, for example professional, social or
cultural challenges.

Whilst in the following we shall consider such questions as ‘Who learns languages in ALL?"; ‘"Who teaches
languages in ALL?"; ‘Where does ALL take place?’; ‘What do people learn in ALL?’, there are a number of
points to bear in mind. Whereas discussion of the concept of ALL leads to consideration of the specificity of
the language learning of adults, it should not lead to the isolation of this kind of learning but should rather



take note of the links with the language learning of young people—or of senior citizens—in order to
contribute to the aim of lifelong learning.

ALL has begun to play a more and more important role in the modern world, as shown by examples from
AUSTRALIA (literacy programmes for immigrants), CANADA (social integration and cohesion of a bilingual
country) and the Scandinavian countries (the importance of ALL in
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Denmark, Sweden and Finland). In the USA, adult second language learning is most important in the

teaching of ENGLISH to non-English speaking immigrants, who need some thirty hours of English instruction

in order to qualify for citizenship. There is a similar case in the teaching of the Estonian language to Russians
living in Estonia, who need language competence in order to be integrated in the vocational and social life of
the country.

Characteristics of the language learning of adults

In the light of current thinking it is not possible to define concepts of language learning which are uniquely

adult in nature. It is more sensible to accept a degree of uncertainty, because one thereby gains a fruitful

flexibility in methodological and didactic terms. This uncertainty is caused by the fact that various criteria
more or less overlap with each other.

1 The distinction of ADULT LEARNERS is made partly in terms of age, although this criterion is only partly

valid since learners in school are often of the same age as learners in adult education who have already

left school for the world of work or for VOCATIONAL TRAINING. The distinction is better made in
terms of:

the daily rhythm determined by professional life;

personal characteristics, which may be less developed in young people, such as independence,

responsibility for one’s own learning, cognitive insight, capacity for comparison, ability to self-evaluate;

social responsibilities, for example towards children, family, employer;

economic conditions, which for example oblige learners to acquire (additional) qualifications;

biographically based characteristics: for example MOTIVATION—for example a desire for social contacts

through participating in a language course; previously acquired competencies such as languages acquired
earlier; previous—positive or negative—experiences of the teaching and learning process, for example
anxieties about learning;

7 adult-oriented learning resources as opposed to learning conditions and aims which are determined by
the school curriculum. The school should prepare the path from one phase to the other if it is to
contribute to lifelong learning. This preparation for ALL is above all crucial in the area of LANGUAGE
AWARENESS and in communicative and CULTURAL AWARENESS;

8 tourist, cultural and other interests, often in connection with planned activities such as travel;

9 professional demands, for example the acquisition of additional qualifications for applications for jobs or
specific activities such as a sojourn abroad;

10 NEEDS which arise from particular social situations and which can influence the aims and contents of
language teaching for adults in specific ways. A notable example is the opening of the Iron Curtain, which
had political, economic, social and also cultural effects on the integration of Europe. Other examples are
INTERNATIONALISATION and globalisation, which we shall return to later in this entry;

11 social, vocational and cultural integration of immigrants into the society of many countries, often in
connection with literacy programmes;

12 the ‘voluntary’ participation of adults in a language course, as opposed to the largely obligatory teaching
of language to school pupils—a central and difficult question. The problem lies in the question whether all
or almost all of the criteria mentioned above are obligations, internal or external, which lead to
participation in language courses.

These criteria are relevant for adult learners in different degrees and quantities, and it is this which creates

increased demands on teachers in adult education. It is evident that the methodology of language teaching

has to take into account the characteristics which have been listed here. There are certain consequences for
teaching:

e on the one hand, teachers and institutions, i.e. those who offer languages, attempt to cater for the

average, in order to serve as many learner groups as possible and to offer something for everyone;

e on the other hand, it is necessary to consider whether learners with specific characteristics
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should be offered specific help, i.e. by differentiated teaching or through specific externally differentiated
courses.

Characteristics of language courses for adults

Language teaching for adults is organised in specific ways, although here, too, it is not possible to give a
unique definition but rather to identify particular emphases.

1

From an institutional point of view, language learning for adults is basically designated as ‘post-school’,
and is therefore institutionally part of further education.

Language courses for adults which are organised outside school are offered by various providers. In
certain countries there are evening schools that teach the secondary school programmes; in others there
are citizens’ and workers’ institutes; higher education institutes often offer language courses to citizens (in
their language centres); in the USA, most cities offer their citizens adult education programmes that
include foreign languages. The market usually includes, in addition to public or publicly accredited
providers and language courses internal to firms, a large, unquantifiable number of private institutions,
although this is not the case in the USA, for example. This situation, which is characterised by multiplicity
and competition, has been described for a specific region and is regularly up-dated.

The difficulties of allocating this kind of learning to further education are evident and include the following:
there are pupils who take up language courses in further education whilst still at school;

certain forms of school-based course could in fact be described as adult education, for example teaching in
vocational schools which may for institutional reasons be defined as ‘school’ courses.

The teaching and learning of languages in adult education have specific characteristics on account of the
learner characteristics mentioned above, at least in theory. ALL is fundamentally characterised by the
following facts:

in adulthood there are possibilities, which scarcely exist in schools, of determining aims, methods and
contents autonomously, taking into consideration the needs and wants of the learners and also the
conditions of the institution;

this basic premise is realised in various ways: for example by developing curricular approaches which are
offered to learners to make their own choice. This is the case, for example, with the ‘European Language
Certificates’ which are offered in the member countries of the ‘International Certificate Conference’. The
alternative is that in a particular language course specific learning programmes are agreed on the basis of
the participants’ interests.

This independence with respect to learning content exists, however, in practice only to a limited degree,
and has not existed for very long or indeed everywhere.

The work of the COUNCIL OF EURORPE is closely linked to the publication of the THRESHOLD LEVEL,
Niveau seuil,

Kontaktschwelle Deutsch and so on, and the
foundation of this work, besides the innovative ways of describing language, was above all the
methodological description of needs and wants analysis. This was the basis for adult education to free
itself from definitions of learning OBJECTIVES, determined by the curriculum and widely seen as imposed
from outside. The difficulty of realisation in practice is less in the approach to the individuality of needs and
wants—which is not a basic problem due to the nature of the analyses—but rather in the variability or
dynamic of the results of analyses. These results have to be continuously updated on account of the
unstable and scarcely predictable changeability of the needs situation, i.e. they have to be changed to fit a
given constellation of factors. In practice, however, this goes beyond what is apparently feasible.
Furthermore, the diagnosis which is possible on the basis of such analyses creates the need for another
large step, namely the transfer into a ‘therapy’ of lesson planning and practice.

The limitations in terms of content and

< previous page page 10 next page >



< previous page page 11 next page >

Page 11
methodology include the fact that language teaching in adult education in the twentieth century has been
very dependent for its methodological concepts on school-based language teaching. The exceptions are
commercial schools which use only NATIVE SPEAKERS, just to mention one example of a very
progressive approach, albeit of limited extent. The situation in further education began to change mainly in
the 1960s and 1970s, partly through the work of the Council of Europe and also as a consequence of other
influences such as learning theory, psycholinguistics, approaches to language description, vocational
orientation, changes in the ways of thinking about language and education, and emphasis on practice. This
has brought considerable success in the emancipation of adult education, and was the basis for further
developments which in turn have influenced schools. None the less there remains a strong link between
school and further education, particularly in language teaching, which for further education has been both
fruitful and inhibiting. This difficulty is increased by the fact that many teachers in adult education
simultaneously work in schools, although these numbers are falling, and they bring their school teaching
approaches into adult education unless they are prepared and given the opportunity to acquire and
experience the specificity of language teaching adapted to adults.

e Despite the realisation that linguistic competence is a necessity, it has not yet been possible to
professionalise the training of teachers for ALL or to anchor it institutionally in academic activity. The
widely used alternative of offering in-service instead of pre-service courses cannot provide the
qualifications which are required for teaching and learning appropriate to adults.

The science of language teaching for adults

Institutional aspects

The systematic concern with language teaching and learning for adults is a scientific activity, but it cannot be

said that a scientifically established discipline has emerged from this, which might for example have a place

in HIGHER EDUCATION. To illustrate this from the Federal Republic of Germany, there have been
considerable efforts on the part of the German Institute for Adult Education

(Deutsches Institut ftr

Erwachsenenbildung —DIE), although this is not a university-

type institution, and the ‘variety’ of the higher education sector was described by Quetz and Raasch in 1982

and has not changed essentially since. In FRANCE the situation is different, although similar. There came

significant developments from organisations such as CREDIF (until 1998) and CRAPEL, and from

universities in more or less haphazard ways, for example on the basis of the founding of chairs in French as a

Foreign Language at the Universities of Besancon, of Paris Ill etc., which train students in FRENCH as a

Foreign Language (FLE—Francais langue étrangére) and whose graduates in many cases later teach in ALL

institutions. In certain countries (e.g. in France) the law obliges employers to organise courses for employees

as part of their continuing education (or to pay for such courses organised by specialised institutions).

Content and subject aspects

The important contributions of the scientific discipline of ALL to the discussion of foreign language teaching

are in the following areas:

e AUTONOMOUS LEARNING

NEEDS ANALYSIS

DISTANCE LEARNING

QUALITY assurance, quality control and auditing

target group orientation

modular courses

certification of learning

professional orientation of language teaching

teaching LANGUAGE FOR SPECIFIC PURPOSES

PRAGMATIC-functional language descriptions instead of emphasis on morpho-syntax

development of international cooperation (e.g. RELC Singapore, the EUROPEAN CENTRE FOR

MODERN LANGUAGES) in Graz (Austria).

Some of these can be described in more detail:

Certification One of the interesting specific aspects
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of ALL is the development and implementation of examinations and certificates. The statistics of the major
examining bodies demonstrate the extent of the need; examples include the Cambridge English
examinations, the DELF/DALF French examinations and the Goethe-Institut German examinations. The need
that adults have to take examinations is doubtless largely attributable to the increasing requirement for
professionally valid certificates, but this cannot be the only explanation. Self-motivation, self-discipline and
learner autonomy are other explanations, and in the European context there is an approach to portfolio
assessment at school level (the EUROPEAN LANGUAGE PORTFOLIO) which is being transferred into
further education, together with the COMMON EUROPEAN FRAMEWORK. This approach gives a decisive
impulse to lifelong, or life-accompanying, learning which is particularly characteristic for language learning.
Certification is of great indirect significance for foreign language teaching and learning because it contributes
to the development of modular forms of teaching, allows learning to be organised in approachable stages,
sanctions what has been achieved, and thereby creates motivation to continue. These are some of the
advantages of certification practices independent of the professional significance of certificates.
Modular learning and
definition of learning aims For
professional purposes more than traditionally for learning which is independent of a professional purpose, it
Is important that the results of learning can be read concretely from the certificates of achievement. Both
employees applying for jobs, and employers or personnel officers selecting from among the applicants, rely
on this. Certification thus does not mean simply giving a mark, it should also provide a detailed account of
what has been achieved. This produces a pressure on further education institutions to describe their courses
in much more transparent ways than has hitherto been the case. It may also have some influence on
schools. This transparency in the description of learning aims, which also of course has methodological
implications, is an important step in the realisation of adult-specific learning, and corresponds to one of the
most important demands characteristic of adults. It is the pre-condition for the organisation of language
courses according to target groups.
Professional language courses A
significant step in ALL is made through the professional orientation of language learning. What has been
achieved here includes also, in part, vocational schooling, although the effect on general education and
higher education language teaching is limited. In professional activity, it is not formal (‘systemic”) or
educationally oriented competencies which are required, so much as capability for INTERCULTURAL
COMMUNICATION abroad or with speakers of the target language. In this context there is a need for a
theory of CULTURAL STUDIES/ LANDESKUNDE teaching oriented to adults which
should take place in the following steps, each building on the previous ones:
knowledge about the culture of the target country and its inhabitants;
ability to compare knowledge of the target country with one’s own culture;
capacity for accepting the other/the foreigner (empathy competence);
capacity to act together with others on the basis of the previous steps (INTERCULTURAL
COMPETENCE) whilst taking into account the otherness of other cultures;
5 capacity to create, in common with other cultures, a new mutually organised and validated over-arching
culture.
This progression leads to the pre-conditions for public political action as it is needed, for example, in Europe
(integration of the European Union) or in South America (development of a free trade area
‘Mercosur’/*Mercosul’). This kind of planning for cultural learning is particularly oriented to adults, i.e. to the
challenges which adults in particular have to meet, whether in their professional life or in their ordinary life as
responsible active citizens. In this theory of cultural learning, there is an assured place for contemporary
language description (with an orientation to language for action) as the basis for methodology, including
autonomous learning and open teaching. These aims are also especially served by attempts at innovative
approaches which are the central aims of language developments by
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the European Union and its programmes such as LEONARDO and SOCRATES.
Autonomous learning Self-directed learning and SELF-

ACCESS which can offer those in employment the necessary flexibility are not yet much developed in
practice. The pre-conditions which determine self-directed learning above all are that, besides the
theoretically adequate description of learning strategies, there should be practical realisations of these in the
form of thoroughly concrete learner counselling by the teaching institutions, and learning materials, in an
appropriate introduction to the use of these strategies, in the creation and use of user-friendly,
comprehensive self-assessment processes. Since these pre-conditions are still largely absent, and
furthermore are not visibly developed in school foreign language teaching, there is still in practice a lack of
the desirable combination of institutional and self-directed learning. The corresponding expectations of
technology, especially in software development (for example in multimedia courses and authoring systems)
have so far been only partially fulfilled. In this sense, autonomous learning has not yet become a
characteristic of ALL. What are today considered to be the priority communicative skills are in fact difficult to
handle and have so far only been developed singly rather than as a comprehensive whole. It has to be
emphasised that the development work needed for autonomous learning does not concern only technology,
but is inseparable from psychological, psycholinguistic, linguistic and pedagogical-methodological aspects of
self-directed learning. Until this work becomes a central concern of RESEARCH, rather than that of
individual initiatives and publishing houses, the situation will not change fundamentally. One of the
consequences is that language learning among adults cannot yet be differentiated from the school learning
scenario.

Conclusion

Language learning for adults has the opportunity through quality control and QUALITY MANAGEMENT to
make a major step forward.

Quality assurance is so far limited to organisations in adult education. This is explained by the fact that
guality control has become usual in the economy. Schools have so far avoided these controls but many
further education institutions, especially publicly accredited ones, are also holding back. Perhaps this is
because of the fear-inspiring term ‘control” which should be replaced by ‘management’ in order to gain more
acceptance.

The pre-condition for quality assurance is to have an appropriate instrument. A model proposed here (see
Figure 1) includes the various factors and their interrelationships. The model has eight ‘corners’ to which the
factors are attached.

Teaching must always be seen in relation to other factors, and we have used this model as a basis for the
presentation here and discussed all the factors, although not all equally. We have also shown that there lies
around the model’s octagon a circle which we can call ‘society’, and influences from this circle penetrate the
system. These include, for example, changes in the integration of Europe or South America, or the
professional situation of many people who need qualifications for certain activities, including qualification in
linguistic competence. This becomes particularly clear through phenomena such as internationalisation—
defined as intentional effort towards international cooperation; and globalisation—defined as unintentional,
worldwide developments such as environmental catastrophes or uncontrolled movements of capital. Adults
experience these developments either as opportunities or as threats or challenges, and it is here that
language learning for adults has an increasingly important role. This task is a characteristic of ALL, although
as yet a missing characteristic.

Learner Teacher

- Leaming
Institution objectives
Subject Mathod
Measurement of
Teaching media acheaivemeant

Figure 1 An appropriate instrument for quality assurance in ALL
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See also: Age factors; Autonomy and autonomous learners; Central and Eastern Europe; Council of Europe
Modern Languages Projects; Languages for specific purposes; Needs analysis; Notions and functions;
Psychology; Self-access; Teacher education; Teaching methods
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Adult learners

In general the capacities of adults to learn seem to remain relatively stable under conditions of continuous
use and absence of diseases and time pressure. With respect to SECOND LANGUAGE ACQUISITION we
find that FOSSILISATION is quite normal, although there appear to be adult second language learners who
attain perfect performance. There are many factors that influence the success of second language
ACQUISITION. In the case of adult migrants learning the language of the dominant community,
sociopsychological factors play an important role.

Adult learning in general

‘The’ adult learner does not exist. Capacity to learn is the result of personal APTITUDE and learning history
and may differ from individual to individual (Bolhuis, 1995). This distinction reflects the distinction that has
been made by psychometrists between fluid and crystallised intelligence. It is suggested that the former
seems to decrease after the AGE of 20 while the latter continues to increase (Sternberg and McGrane, 1996).
Fluid intelligence is neurophysiological in nature whereas crystallised intelligence depends on sociocultural



influences, among which education plays an important role. All learning processes that adults have
experienced are relevant for their actual learning.

The effects of physical and psychological changes with increasing age and the effects of sociocultural factors,
let alone the interaction of these factors, are largely unknown. Physical changes that affect learning most are
(brain) diseases. Prior knowledge and experience in learning are the dominant factors that influence cognitive
changes (Merriam and Caffarella, 1991). Elderly learners are able to compensate for age-related declines in
cognitive skills, such as the ability to retrieve information and the efficiency of information processing, by
their expertise and knowledge in certain domains (Sternberg and McGrane, 1996). Sociocultural factors, such
as social roles or ethnic differences, may affect development in adulthood as much as individual maturation.
Participation in adult education is predominantly influenced by social status. The social environment may
impede the act of learning and disuse of learning capacities is known to be of negative influence.

The major difference between child learning and adult learning is attributable to the larger extent of prior
knowledge and learning experiences of adults, their mental models, which are socioculturally and historically
determined. This prior knowledge influences the learning process at all stages. Prior knowledge seems to be
rather resistant to new information and may consist of concepts as
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well as of misconceptions. In the case of language learners there may, for example, be ideas about what
language is, how language should be learned, or previously learned language rules. Adults’ mental models
are generally more developed and more stably fixed than those of children. Adult learners seem to be
particularly inclined to try to fit new information into existing models. In other words they strive more after
cognitive assimilation, whereas children seem to be more inclined for cognitive accommodation, which is, in
most cases, needed for effective learning. Prior knowledge may both benefit and hinder learning (Bolhuis,
1995). It can be concluded that age-related changes are no obstacle to learning, but that the learner’s prior
knowledge, self-perception and ideas about how to learn have strongly to be taken into account in adult
education.

Adult language learning

Does the above apply to the learning of all subject matters; in other words, are there any reasons to assume
that language learning is different from other learning? Among linguists there does not seem to be much
doubt that language learning is different where first language learning is concerned. They assume the
existence of an innate language learning capacity, CHOMSKY's Language Acquisition Device, later referred
to as UNIVERSAL GRAMMAR, which seems to operate highly independently from general cognitive
abilities. The question whether or to what extent this innate capacity plays a role in postpuberty second
language learning is subject to much debate in Second Language Acquisition research.

Of more practical relevance are findings from research into AGE FACTORS and second language learning.
The findings are far from conclusive, but in naturalistic settings a general tendency emerged: in the
beginning, older learners outperform younger ones, but ultimately those who started learning a second
language in childhood outperform learners who started later (Harley and Wang, 1997). ‘The younger one
starts, the better’ seems to be the adage for native-like attainment of second language. Hypotheses about a
critical or sensitive period for second language acquisition were countered by showing that non-natives with
first exposure to the target language after the critical period could not be distinguished from natives.
Bialystok (1997:134) concludes in a review that perfect mastery by late learners is possible when conditions
are favourable. Nevertheless, it has to be born in mind that in the case of adult learners fossilisation is much
more common than native-like mastery (Klein, 1996). Explanations for this phenomenon are manifold, and as
yet rather speculative in nature, a rather straightforward one being that it may take many years of exposure
and practice to gain skills necessary for the highest levels of performance.

Adult migrant learners

The situation of adult immigrants, especially of immigrants with low social status, differs in many ways from
that of adult learners learning a foreign language in their home country. Schumann (1978) draws attention to
the fact that sociopsychological factors play a very important role in the acquisition of the language of the
host country. Immigrants, for whom language and ACCULTURATION are the keys to success in the host
country, find themselves in the paradoxical situation that they must both learn and use the language at the
same time. Differences in social and linguistic behaviour often consolidate STEREOTYPED or sometimes
racist ideas in the dominant language community. The perception of this behaviour may contribute to
considering second language learners as persons with a low level of communicative SKILLS, socially
inadequate behaviour and low intelligence. This, in turn, can lead to demotivation, low self-esteem and
feelings of incompetence in migrant learners (Perdue, 1982). The vulnerability and powerlessness of migrants
often makes them teacher-dependent learners, which in turn adds to their feelings of powerlessness. The
best way to break this cycle is to tackle the linguistic and pedagogical dependency (Wajnryb, 1989). In most
cases society in the host country expects high standards of language ability and does not allow much
(educational) time to reach these standards. Therefore it is most important that migrants know or learn how
to profit from the linguistic environment outside the classroom. Although Willing (1988) found that self-
directedness is one of the least favoured learning
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preferences among migrant learners, he and Janssen-van Dieten (1992) consider ‘LEARNING TO LEARN’
as important an educational target as language learning for this particular group.

See also: Acculturation; Adult language learning; Age factors; Attitudes and language learning; Culture
shock; Learning styles
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ANNE-MIEKE JANSSEN-VAN DIETEN
Africa

The foreign languages most widely taught in Africa are ENGLISH, FRENCH, PORTUGUESE, SPANISH,
Italian, and GERMAN. ‘Foreign’ in this context refers to languages that are not indigenous to sub-Saharan
Africa. The teaching of these languages stems from the colonial era when the British, the French, the
Belgians, the Portuguese and the Spanish had possessions on the continent (Spencer, 1971). The 1884-5
Berlin Conference stratified these possessions. The foreign language policies of the European powers placed
emphasis on the ACQUISITION of the appropriate European language, which became the official language
and the MEDIUM OF INSTRUCTION in the colonies. TEXTBOOKS that were based on Latin GRAMMAR
models were used as the primary tools of instruction. Language instruction began in elementary schools,
continued in secondary schools and teachertraining colleges, and culminated at the university level.

The social significance of language learning

Proficiency in the European language during the colonial period was seen as a measure of one’s
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academic, professional and social advancement and sophistication. In fact, if a student passed all the
subjects required for a particular diploma/ certificate, but failed the required test in the relevant European
language, that student did not earn the appropriate certificate or diploma. Conversely, passing the required
test in the European language with distinction could yield a particular certificate/diploma without the need to
pass all of the other subjects. While the assimilation policies of the French and Portuguese were aimed at
making Africans acquire the phonetic proficiency of European NATIVE SPEAKERS, those of the British did
not. This paralleled differing colonial policies, including policies for education, whereby FRANCE, for
example, integrated its colonies into its administrative system and installed a French education system,
whereas Britain did not tie its colonies as closely to the home administration, allowing each colony to evolve
its own education system. The result was that anglophone Africans who achieved structural expertise in
English did not necessarily acquire English phonetic proficiency to parallel the phonetic proficiency in French
of their francophone counterparts. As colonial-influenced institutions taught the colonial language to one
generation of African students, those students in turn became the instructors of future generations.

The era of independence

The struggle for independence and the movements that followed in the 1960s saw radical changes in the
various colonies. But changes in foreign language instruction lagged behind the changes that occurred
elsewhere in society Nationalist fervour called for a de-emphasis of European languages and a broadening of
instruction of indigenous African languages. Instruction in the indigenous languages was broadened,
but instruction in the colonial language remained very strong (Le Page, 1964; Whiteley, 1971; Bamgbose,
1991). A notable achievement was the successful replacement of English by Swabhili as the official language
of Tanzania. However, for the bulk of the continent, a European language remains the de

facto official language.

The newly independent African nations continued the grammar-based approach to instruction in the official
foreign language. Meanwhile, political calls for African unity in the 1960s also led to a greater emphasis on
the instruction of European and non-European languages that were used in other independent African
nations. Thus, Spanish, Portuguese, French and English, as well as Swahili and ARABIC, were taught in
African nations where these languages were not commonly used. When independent African nations
established close ties with CHINA and the Soviet bloc during the Cold War era, foreign language instruction
in Russian and CHINESE also became available to Africans in Africa. With the end of the Cold War and the
diminished influence of the Soviet Union, serious instruction of Russian and Chinese as foreign languages all
but disappeared from the continent.

The advancement of modern pedagogical approaches to foreign language teaching and learning has not yet
flooded foreign language instruction in Africa. Few institutions have the resources to provide learners with
simple viable tape recorders, let alone LANGUAGE LABORATORIES, or sophisticated computer-based
language laboratories and MEDIA CENTRES for interactive video and audio instruction. Foreign languages
are still taught with a heavy orientation towards a grammatical structure-based approach. This emphasis
sometimes slows proficiency in other aspects (e.g. SPEAKING and LISTENING) of the target language.
With the exception of the official languages, instruction in a foreign language is still not mainly undertaken in
that foreign language, but rather through another foreign language. Hence, in an English speaking area,
most institutions teach French, Spanish or German by using English as the medium of instruction rather than
the target language. At the university level, this handicap may be supplemented by sending selected learners
for immersion in the target language in nations where the target language is predominantly used.

African languages as official languages

Tanzania, Burundi and Rwanda are the only African nations that cite African languages as official languages
(Mann and Dalby, 1987). In African nations, the period preceding independence was
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also a period of strong nationalist sentiments. Such surges of nationalism become dormant periodically; when
they re-emerge, nationalism often manifests itself as a desire to replace the colonial official language with an
indigenous African language (Bamgbose, 1991; Bokamba and Tlou, 1977). Those who argue for the retention
of the status quo feel that the colonial language is widely used and accepted,
and therefore that there is no need to replace it. Senegal, Burundi and Rwanda are often cited as examples
of this pro-colonial language ATTITUDE. Over 80 per cent of the Senegalese population speak Wolof, but
French is the official language of Senegal. Burundi ‘uses’ French and Kirundi as official languages, and Kirundi
is spoken by 99 per cent of the population. In Rwanda, Kinyawanda—spoken by over 95 per cent of the
population—and French are the official languages. In all three countries, French is not the MOTHER
TONGUE of Africans, yet the language is so popular that citizens actually prefer to retain it as the official
language.

Those who support the retention of the colonial language point out that the colonial language is an
international LINGUA FRANCA, has international prestige, and that the choice of an African language will
lead to unrest in nations like Nigeria where ethnic feelings are very strong (Arasanyin, 1998), and where the
major languages have millions of native speakers. They also observe that replacing the colonial language
with an African language will constitute LINGUISTIC IMPERIALISM: an African language will be imposed
on those who do not know, use, or speak that language. Furthermore, they contend that it is not
economically viable or practical to allocate scant national resources to the conversion and reproduction of
national documents, textbooks, etc., into an African language at a time when the economies of African
nations are suffering. The proponents of replacing the colonial language respond to these arguments by
declaring that if an African nation has the will, that nation should begin PLANNING now to replace the
colonial language eventually. They argue that a nation cannot truly be independent if it still depends on its
colonial language for official deliberations, medium of instruction, language of government, and for official
commercial transactions. An African language, they note, is capable of being as expressive as any Western
language. But, should the appropriate scientific, legal or other useful terms be lacking, the void should be
filled by the creation of new terminology (as Tanzania has done with Swabhili), or the terminology should be
borrowed from elsewhere, as other international languages have done. These proponents admit that, since
many African nations have many different ethnic groups and many languages, it is indeed true that in some
instances it would be difficult to agree on which African language should be selected. But then, they are also
quick to point out, with proper preparation and education citizens will accept the language that is selected.
The manpower and fiscal allocation for the selection and conversion to an African language should be part of
a country’s broad national economic development strategy.

The official language debate is not likely to lead to a resolution soon. But, hopefully, the technological
advances in foreign language teaching and learning will soon saturate Africa.

See also: African languages; China; Lingua franca
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PAUL KOTEY

African languages

Interest in learning and teaching African languages outside AFRICA pre-dates the colonisation of the
continent. This interest falls into three broad phases:

1  the period prior to the 18845 Berlin Conference;

2  the period between 1885 and the end of World War Two;

3  the Cold War era and its aftermath.

The first phase is characterised primarily by early attempts to record aspects of African languages. The
second phase is marked by active colonisation including missionary activity. Books on African languages
showed a greater appreciation for the intricacies of the structure of those languages. European powers
increasingly involved native Africans in missionary and governmental activities. PEDAGOGICAL
GRAMMARS were used to teach and learn African languages.

During the third phase, i.e. the Cold War and its aftermath, Africa offered an attractive set of colonies, and
later, a group of independent countries, to be wooed by both the West and the East. Citizens of Cold War
powers went to Africa to assist the emerging nations. As these citizens learned African languages, their home
governments provided support for such endeavours. Linguists intensified their efforts towards understanding,
describing, analysing and classifying various African languages. In the early sixties, the AUDIOLINGUAL
and AUDIO-VISUAL methods were used to teach African languages. Major strides in research on SECOND
LANGUAGE ACQUISITION were ma