
Communicative Language
Teaching

INTRODUCTION

You may have noticed that the goal of most of the methods we have
looked at so far is for students to learn to communicate in the target
language. In the 1970s, though, educators began to question if they
were going about meeting the goal in the right way. Some observed
that students could produce sentences accurately in a lesson, but could
not use them appropriately when genuinely communicating outside of
the classroom. Others noted that being able to communicate required
more than mastering linguistic structures. Students may know the rules
of linguistic usage, but be unable to use the language (Widdowson
1978). It became clear that communication required that students
perform certain functions as well, such as promising, inviting, and
declining invitations within a social context (Wilkins 1976). In short,
being able to communicate required more than linguistic competence;
it required communicative competence (Hymes 1971)—knowing
when and how to say what to whom. Such observations contributed to a
shift in the field in the late 1970s and early 1980s from a linguistic struc
ture-centered approach to a Communicative Approach (Widdowson
1990).
Communicative Language Teaching aims broadly to apply the

theoretical perspective of the Communicative Approach by making
communicative competence the goal of language teaching and by
acknowledging the interdependence of language and communication.
What this looks like in the classroom may depend on how the tenets are
interpreted and applied. Nevertheless, we will follow our usual way of
understanding the theory and associated practices by visiting a class in
which a form of Communicative Language Teaching is being practiced.
The class we will visit is one being conducted for adult immigrants to
Canada. These twenty people have lived in Canada for two years and are
at a high-intermediate level of English proficiency. They meet two
evenings a week for two hours each class.
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EXPERIENCE

The teacher greets the class anddistributes a handout. There iswriting on
both sides.On one side is a copy of a sports column from a recent news
paper, in which the reporter discusses who he thinks will win the World
Cup. The teacher asks the students to read it and then to underline the
predictions the reporter has made. He gives all instructions in the target
language. When the students have finished, they read what they have
underlined. The teacher writes the predictions on the blackboard. Then
he and thestudents discuss which predictions the reporter feels more cer
tain about and which predictions he feels lesscertain about.
Malaysia isvery likely to win theWorld Cup this year.
Italy canwin ifthey play aswell as they have lately.
Franceprobably will not be a contender again.
England may have an outside chance.

Then he asks the students to look at the first sentence and to tell the class
another way toexpress this same prediction. One student says, 'Malaysia
probably will win theWorld Cup.' 'Yes,' says the teacher. 'Any others?'
No one responds. The teacher offers, 'Malaysia is almost certain to win
the World Cup.' 'What about the next?' he asks the class. One student
replies, it ispossible that Italywill win theWorld Cup.' Anotherstudent
offers, 'There's a possibility that Italy will win theWorld Cup.' Each of
the reporter's predictions isdiscussed in this manner. All the paraphrases
the students suggestare evaluated by the teacher and the other students to
make sure they convey thesame degree ofcertainty as the reporter's orig
inal prediction.
Next, the teacher asks the students to turn to the other side of the hand

out. On it are all the sentences of the article that they have been working
on. They are, however, out of order. For example, the first two sentences
on this side of the handout are:

England may have an outside chance.
In the final analysis, thewinning team may simply be theone with the
most experience.

The first sentence was in the middle of the original sports column. The
second was the last sentence of the original column. The teacher tells the
students to unscramble thesentences, toput them in theirproperorderby
numbering them. When they finish, thestudents compare what they have
done with the original on the other side of the handout.
The teacher next announces that the students will be playing a game.
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He divides the class into small groups containing five people each. He
hands each group a deck of thirteen cards. Each card has a picture of a
piece of sports equipment. As the students identify the items, the teacher
writes each name on the blackboard: basketball, soccer ball, volleyball,
tennis racket, skis, ice skates, roller skates, football, baseball bat, golf
clubs, bowling ball, badminton racket, and hockeystick.
The cards are shuffled and four of the students in a group are dealt

three cards each. They do not show their cards to anyone else.The extra
card is placed face down in the middle of the group. The fifth person in
each group receives no cards. She is told that she should try to predict
what it is that Dumduan (oneof the students in the class) will bedoing the
following weekend. The fifth student is to make statements like, 'Dumd
uanmay go skiingthis weekend.' If one of the members of her group has
a card showingskis, the group memberwould reply, for example, 'Dum
duan can't go skiing because I have her skis.' If, on the other hand, no one
has the pictureof the skis, then the fifth student can makea strong state
ment about the likelihood of Dumduan going skiing. She can say, for
example, 'Dumduan will goskiing.' Shecancheckher prediction byturn
ing over the card that was placed face down. If it is the picture of the skis,
then she knows she is correct.
The students seem to really enjoy playing the game. They take turns so

that each person has a chance to make the predictions about how a class
mate will spend his or her time.
For the next activity, the teacher reads a number of predictions like the

following:

In 2008, Quebec will vote to remain part of Canada.
By2020, solar energy will replace the world's reliance on fossil fuels.
By 2050, people will be living on the moon.

The students are told tomake statements abouthow probable they think
the predictions areandwhy they believe so. They arealso asked how they
feel about the prediction. In discussing one of the predictions, a student
says he does not think that it is like that a world government will be in
place by the twenty-second century. The teacher andstudents ignore his
error and the discussion continues.
Next, the teacher has the students divide into groups of three. Since

there are twenty students, there are six groups of three students and one
group of two. One member of each group is given a picture strip story.
There are six pictures in a row ona piece ofpaper, but no words. The pic
tures tell a story. The student with the story shows the first picture to the
othermembers of his group, while covering the remaining five pictures.
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The other students try to predict what they think will happen in the sec
ond picture. The first student tells them whether they are correct or nor.
Ile then shows them the second picture and asks them to predict what the
third picture will look like. After the entire series of pictures has been
shown, the group gets anew strip story and they change roles, giving the
first student an opportunity to work with apartner in making predictions.
For the final activity ofthe class, the students are told thatwill doa role

play. The teacher tells them that they are to be divided into groups of four.
Ihey are to imagine that they are all employees of the same company. One
of them is the others' boss. They are having ameeting to discuss what will
possibly occur as a result of their company merging with another com
pany. Before they begin, they discuss some possibilities together. They
decide that they can talk about topics such as whether ornot some ofthe
people in their company will lose their jobs, whether or not they will have
to move, whether or not certain policies will change, whether or not they
will earn more money. 'Remember,' reminds the teacher, 'that one of you
in each group is the boss. You should think about this relationship if, for
example, he or she makes aprediction that you don't agree with.'
For fifteen minutes the students perform their role play. The teacher

moves from group to group to answer questions and offer any advice on
what the groups can discuss. After it's over, the students have an opportu
nity to pose any questions. In this way, they elicit some relevant vocabu-
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lary words. They then discuss what language forms are appropriate i
dealing with one's boss. 'For example,' the teacher explains, 'what if yo..
know that your boss doesn't think that the vacation policy will change,
but you think it will. How will you state your prediction? You are more
likely to say something like i think the vacation policy might change,'
than 'The vacation policy will change.'
'What if, however,' the teachersays, 'it isyourcolleague withwhomyou

disagree and you are certain that you are right. Howwill youexpress your
prediction then?' One student offers, 'I know that thevacation policy will
change.' Another student says, i am sure that the vacation policy will
change.' A third student says simply, 'The vacation policywill change.'
The class is almost over. The teacher uses the last few minutes to give

the homework assignment. The students are to listen to the debate
between two political candidates on the radio or watch it on television
that night.They are then to write (in English) their predictionof who they
think will win the election and why they think so. Theywill read these to
their classmates at the start of the next class.

THINKING ABOUT THE EXPERIENCE

As we have seen before, there are important principles underlying the
behavior we have observed. Let us now investigate these by compiling
our two lists: our observations and the underlying principles.

n

on

Observations

1 The teacher distributes a
handout that has a copy of a
sports column from a recent
newspaper.

2 The teacher tells the students to
underline the reporter's
predictions and to say which
ones they think the reporter
feels most certain of and which
he feels least certain of.

3 The teacher gives the students
the directions for the activity in
the target language.

Principles

Whenever possible, 'authentic
language'—language as it is used
in a real context—should be
introduced.

Being able to figure our the
speaker's or writer's intentions is
part of beingcommunicatively
competent.

The target language is a vehicle for
classroom communication, not
just the object of study.
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Observations

4 The students try to state the
reporter's predictions in
different words.

5 The students unscramble the
sentences of the newspaper
article.

6 The students play a language
game.

7 The students are asked how
they feel about the predictions.

Principles

One function can have many
different linguistic forms. Since
the focus of the course is on real
language use, a variety of
linguistic forms are presented
together. The emphasis is on the
process of communication rather
than just mastery of language
forms.

Students should work with
language at the discourse or
suprasentential (above the
sentence) level. They must learn
about cohesion and coherence,
those properties of language
which bind the sentences
together.

Games are important because
they have certain features in
common with real
communicative events—there
is a purpose to the exchange.
Also, the speaker receives
immediate feedback from the
listener on whether or not he
or she has successfully
communicated. In this way they
can negotiate meaning. Finally,
having students work in small
groups maximizes the amount of
communicative practice they
receive.

Students should be given an
opportunity to express their ideas
and opinions.
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Observations

8 A student makes an error. The
teacher and other students
ignore it.

9 The teacher gives each group
of students a strip story and a
task to perform.

10 The students work with a
partner to predict what the
next picture in the strip story
will look like.

11 The students are to do a role
play. They are to imagine that
they are all employees of the
same company.

12 The teacher reminds the
students that one of them is
playing the role of the boss and
that they should remember this
when speaking to her.

Principles

Errors are tolerated and seen as a
natural outcome of the
development of communication
skills. Sincethis activity was
working on fluency, the teacher
did not correct the student, but
simply noted the error, which he
will return to at a later point.

One of the teacher's major
responsibilities is to establish
situations likely to promote
communication.

Communicative interaction
encourages cooperative
relationships among students. It
gives students an opportunity to
work on negotiating meaning.

The social context of the
communicative event is essential in
giving meaning to the utterances.

Learning to use language forms
appropriately is an important part
of communicative competence.

13 The teacher moves from group The teacher acts as a facilitator in
to group offeringadviceand setting up communicative
answering questions. activities and as an advisorduring

the activities.

14 Thestudents suggest alternative Incommunicating, a speaker hasa
forms they would use to statea choice notonly about what to say,
prediction to a colleague. but alsohow to say it.
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Observations

15 After the role play is finished,
the students elicit relevant
vocabulary.

16 For their homework, the
students are to listen to a
debate on the radio or watch it
on television.

Principles

The grammar and vocabulary that
the students learn follow from the
function, situational context, and
the roles of the interlocutors.

Students should be given
opportunities to listen to
language as it is used in
authentic communication. They
may be coached on strategies
for how to improve their
comprehension.

REVIEWING THE PRINCIPLES

The answers to our ten questions will help us come to a better under
standing of Communicative Language Teaching. In some answers new
information has been provided to clarifycertain concepts.

1 Whatare the goals of teachers who use Communicative Language
Teaching (CLT)?

The goal is to enable students to communicate in the target language.
To do this students need knowledge of the linguistic forms, meanings,
and functions. They need to know that many different forms can be
used to perform a function and also thata single form can often serve
a variety of functions. They must be able tochoose from among these
the most appropriate form, given the social context and the roles of
the interlocutors. They must also be able to manage the process of
negotiating meaning with their interlocutors. Communication is a
process; knowledge ofthe forms oflanguage is insufficient.

2 What is the role of the teacher? What is the role of the students?

The teacher facilitates communication in the classroom. In this role,
oneof his major responsibilities is to establish situations likely to pro
mote communication. During the activities he acts as an adviser,
answering students' questions and monitoring their performance. He
might make note of their errors to be worked on ata later time during
more accuracy-based activities. At other times he might be a 'co-
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communicator' engaging inthecommunicative activity along with stu
dents (Littlcwood 1981).
Students are, above all, communicators. They are actively engaged

in negotiating meaning—in trying to make themselves understood and
inunderstanding others—even when their knowledge ofthe target lan
guage is incomplete.
Also, since the teacher's role is less dominant than in a teacher-cen

tered method, students are seen as more responsible managers oftheir
own learning.

What are somecharacteristics ofthe teaching/learning process?
The most obvious characteristic ofCLT is that almost everything that
is done is done with acommunicative intent. Students use the language
a great deal through communicative activities such as games, role
plays,and problem-solving tasks (see discussion of these in the review
of techniques).
Activities that are truly communicative, according to Morrow (in

Johnson and Morrow 1981), have three features in common: informa
tion gap, choice, and feedback.
An information gap exists when one person in an exchange knows

something the other person does not. If we both know today is Tuesday
and I ask you, 'What is today?' and you answer, 'Tuesday,' our
exchange is not really communicative.
In communication, the speaker has achoice ofwhat she will say and

how she will say it. If theexercise is tightly controlled so that students
can onlysaysomething in one way, the speaker has no choice and the
exchange, therefore, is not communicative. In a chain drill, for
example, if a student must reply to her neighbor's question in the
same way as her neighbor replied to someone else's question, then she
hasno choice of form and content, and real communication does not
occur.

True communication is purposeful. A speaker can thus evaluate
whether or nor his purpose has been achieved based upon the infor
mation she receives from his listener. If the listener does not have an
opportunity to provide the speaker with such feedback, then the
exchange is not really communicative. Forming questions through a
transformation drill may be aworthwhile activity, but it is not in keep
ing with CLT since aspeaker will receive no response from a listener, so
is unable to assess whether herquestion has been understood or not.
Another characteristic of CLT is the use of authentic materials. It is
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considered desirable to givestudents an opportunity to developstrate
gies for understanding language as it is actually used.
Finally, we noted that activities in CLTare often carried out bystu

dents in small groups. Small numbers of students interacting are
favored in order to maximize the time allotted to each student for com
municating.

4 What is the nature of student-teacher interaction? What is the nature
of student-student interaction?

The teacher may present some part of the lesson, such as when work
ing with linguistic accuracy. At other times, he is the facilitator of the
activities, but he does not always himself interact with the students.
Sometimes he is a co-communicator, but more often he establishes sit
uations that prompt communication between and among the stu
dents.
Students interact a great deal with one another. They do this in var

ious configurations: pairs, triads, small groups, and whole group.

5 How are the feelings of the students dealt with?

One of the basic assumptions of CLT is that by learning to communi
cate students will bemore motivated to study a foreign language since
they will feel they are learning to do something useful with the lan
guage. Also, teachers give students an opportunity to express their
individuality by having them share their ideas and opinions on a regu
lar basis. Finally, student security is enhanced by the many opportuni
ties for cooperative interactions with their fellow students and the
teacher.

6 How is language viewed? How is culture viewed?

Language is for communication. Linguistic competence, the knowl
edge of forms and their meanings, is just one part of communicative
competence. Another aspect of communicative competence is knowl
edge of the functions language is used for. As we have seen in this les
son, a variety of forms can be used to accomplish a single function. A
speaker can make a prediction by saying, for example, 'It may rain,' or
'Perhaps it will rain.' Conversely, the same form of the languagecan be
used for a variety of functions. 'May,' for instance, can be used to make
a prediction or to give permission ('You may sit in the back').
Thus, learners need knowledge of forms and meanings and func-
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tions. However, theymust also use this knowledge and take into con
sideration the social situation in order to convey their intendedmean
ing appropriately. Aspeaker can seek permission using 'may' ('May I
have a piece of fruit?'); however, ifthespeaker perceives the listener as
being more of a social equal or the situation as being informal, he or
she would more likely use 'can' toseek permission ('Can I have a piece
of fruit?').
Culture is the everyday lifestyle of people who use the language.

There are certain aspects of it that arc especially important to com
munication—the use ofnonverbal behavior, for example, which might
receive greater attention in CLT.

7 What areas of language are emphasized? What language skills are
emphasized?

Language functions might be emphasized over forms. Typically,
although notalways, a functional syllabus is used. Avariety of forms
are introduced for each function. Only the simpler forms would be pre
sented at first, but as students get more proficient in the target lan
guage, the functions are reintroduced and more complex forms are
learned. Thus, for example, in learning to make requests, beginning
students might practice 'Would you ... ?' and 'Could you ... ?' Highly
proficient studentsmight learn 'I wonder if youwould mind
Students work with language at the suprasentential or discourse

level. They learn about cohesion and coherence. For example, in our
lesson the students recognized that the second sentenceof the scram
bled order was the last sentence of the original sports column because
of its introductory adverbial phrase, 'In the final analysis ... .' This
adverbial phrase is a cohesive device that binds and orders this sen
tence to the other sentences. The students also recognized the lack of
coherence between the first two sentences of the scrambled order,
which did notappear connected in any meaningful way.
Students work on all four skills from the beginning. Just as oral

communication is seen to take place through negotiation between
speaker and listener, so too ismeaning thought to bederived from the
written word through an interaction between the reader and the writer.
The writer is not present to receive immediate feedback from the
reader, of course, but the reader tries to understand the writer's inten
tions and the writer writes with the reader's perspective in mind.
Meaning does not, therefore, reside exclusively in the text, but rather
arises through negotiation between the reader and writer.
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8 What is the role of the students' native language?

Judicious use of the students' native language is permitted in CLT.
However, whenever possible, the target language should be used not
only during communicative activities, but also for explaining the
activities to the students or in assigning homework. The students
learn from these classroommanagement exchanges, too, and realize
that the target language is a vehicle for communication, not just an
object to be studied.

9 Howis evaluation accomplished?

A teacher evaluates not only the students' accuracy, but also their flu
ency. The student who has the most control of the structures and
vocabulary is not always the best communicator.
A teacher can informally evaluate his students' performance in his

roleas an adviser or co-communicator. For more formal evaluation, a
teacher is likely to use an integrative test which has a real commu
nicative function. In order to assess students' writing skill, for
instance, a teacher might ask them to write a letter to a friend.

10 How does the teacher respond to student errors?

Errors of form are tolerated during fluency-based activities and are
seen as a natural outcome of the development of communication
skills. Students can have limited linguistic knowledge and still be
successful communicators. The teacher may note the errors during
fluency activities and return to them later with an accuracy-based
activity.

REVIEWING THE TECHNIQUES AND THE MATERIALS

There may be aspects of CLT that you find appealing. This review has
been provided in the eventyou wish to try to useany of the techniques or
materials associated with CLT.

Authentic materials

To overcome the typical problem that students cannot transfer what
they learn in the classroom to the outside world and to expose students to
natural language in a variety of situations, adherents of CLT advocate
the use of language materials authentic to native speakers of the target
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language.1 In this lesson we see that the teacher uses a real newspaper
article. He also assigns the students homework, requiring thatthey listen
to a live radio or television broadcast.
Ofcourse, the class that we observed was at the high intermediate level

of proficiency. For students with lower proficiency in the target language,
it may not be possible to use language materials such as these. More
accessible materials (for example, the use of a weather forecast when
working onpredictions), or at least ones that are realistic, aremost desir
able. With a lower level class it ispossible to use realia that do notcontain
a lot oflanguage, but about which a lot ofdiscussion could be generated.
Menus in the target language arean example; timetables are another.

Scrambled sentences

The students aregiven a passage (a text) in which thesentences are in a
scrambled order. This may be apassage they have worked with or one they
have notseen before. They aretold to unscramble the sentences so that the
sentences are restored to theiroriginal order. This type of exercise teaches
students about the cohesion and coherence properties oflanguage. They
learn how sentences are bound together atthe suprasentential level through
formal linguistic devices such as pronouns, which make a text cohesive,
and semantic propositions, whichunify a text andmake it coherent.
In addition to written passages, students might also be asked to

unscramble the lines ofamixed-up dialog. Orthey might be asked to put
the pictures ofa picture strip story in order and write lines to accompany
the pictures.

Language games

Games are used frequently in CLT. The students find them enjoyable, and
if they are properly designed, they give students valuable communicative
practice.Morrow's three features of communicative activitieswere man
ifested in the card game we observed in the following way: An informa
tion gap existed because the speaker did not know what her classmate
wasgoing to do the following weekend. The speaker had a choice as to
what she would predict (which sport) and how she would predict it(which
form her prediction would take). The speaker received feedback from the
members ofher group. Ifher prediction was incomprehensible, then none
1Of course, what is authentic and natural to native speakers of the target language is not so to
learners in the classroom. What is important is that these materials are used in away that is real
for learners (Widdowson 1998).
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of the members of her group would respond. If she got a meaningful
response, shecould presume her predictionwasunderstood.

Picture strip story

Many activities can be done with picture strip stories. We suggested one
in our discussion of scrambled sentences.
In the activity we observed, one student in a small group was given a

strip story. She showed the first picture ofthe story to the other members
of her group and asked them to predict what the second picture would
look like. An information gap existed—the students in the groups did not
know what the picture contained. They had achoice as to what their pre
diction would be and how they would word it. They received feedback,
not on the form but on the content ofthe prediction, by being able to view
the picture and compare itwith their prediction.
The activity just described is an example ofusing aproblem-solving task as

acommunicative technique. Problem-solving tasks work well in CLT because
they usually include the three features ofcommunication. What's more, they
can be structured so that students share information or work together to
arrive ata solution. This gives students practice in negotiating meaning.
Role play

We already encountered the use of role plays as a technique when we
looked at Desuggestopedia. Role plays are very important in CLT
because they give students an opportunity to practice communicating in
different social contexts and in different social roles. Role plays can be set
up sothat they arevery structured (for example, the teacher tells thestu
dents who they are and what they should say) or in a less structured way
(for example, the teacher tells the students who they are, what the situa
tion is, andwhat they aretalking about, but thestudents determine what
they will say). The latter is more in keeping with CLT, ofcourse, because
it gives the students more ofa choice. Notice that role plays structured
like this also provide information gaps since students cannot be sure (as
with most forms ofcommunication) what the other person or people will
say (there isa naturalunpredictability). Students also receive feedback on
whether or not they have effectively communicated.

CONCLUSION

Perhaps the greatest contribution of CLT is asking teachers to look
closely at what is involved incommunication. If teachers intend students

Communicative LanguageTeaching 135

touse the target language, then they must truly understand all that being
communicatively competent entails.
Is achieving communicative competence a goal for which you should

prepareyourstudents? Would you adopt a functional syllabus? Should a
variety of language forms be presented at one time?Are there timeswhen
you would emphasize fluency over accuracy? Do these or any other prin
ciplesof CLT make sense to you?
Would you ever use language games, problem-solving tasks, or role

plays?Should all your activities include the three features of communica
tion? Should authentic language be used? Are there any other techniques
or materials of CLT that you would find useful?

ACTIVITIES

A Check your understanding ofCommunicative Language Teaching.
1 Explain in your own words Morrow's three features of communica
tion: information gap, choice, and feedback. Choose one of the activi
ties in the lesson we observed and say whether or not these three
features are present.

2 Whydo wesay that communication isa process? What does it meanto
negotiate meaning?

3 What does it mean to say that the linguistic forms a speaker uses
should be appropriate to the social context?

B Apply what you have understood about CLT.

1 Ifyou wanted to introduce your friend Paula toRoger, you might say:
Roger, this is (my friend) Paula.
I would like you to meet Paula.
Let me present Paula to you.
Roger, meet Paula.
Allow me to introduce Paula.

In other words, there arc a variety of forms for this one function.
Which would you teach to a beginning class, an intermediate class, an
advanced class? Why?
List linguistic forms you can use for the function of inviting. Which

would you teach to beginners? To intermediates? To an advanced
class?
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2 Imagine that you are working with your students on the function of
requesting information. The authentic material you have selected is a
railroad timetable. Design a communicative game or problem-solving
task in which the timetable is used to give your students practice in
requesting information.

3 Plan a role play to work on the same function as in Exercise 2.
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Content-based,
Task-based, and
Participatory Approaches

INTRODUCTION

In the previous chapter we had the opportunity ofobserving a lesson in
which the Communicative Approach was implemented. In this chapter
we will be investigating three more approaches that make communica
tion central: content-based instruction, task-based instruction, and the
participatory approach. The difference between these approaches, and
the one illustrated in the previous chapter, is a matter of their focus.
Recall that the CLT lesson centered on giving students opportunities to
practice using the communicative function of making predictions. The
approaches we examine in this chapter do not begin with functions, or
indeed, any other language items. Instead, they give priority to process
over predetermined linguistic content. In these approaches rather than
'learning to use English,' students 'useEnglish to learn it' (Howatt 1984:
279). While the three approaches may seem different at first glance, they
have in common teaching through communication rather than for it.
Since we will be dealing with three approaches in this chapter, in theinter
estofspace, the lessons we will observe andtheir analyses will be brief.

CONTENT-BASED INSTRUCTION

Using content from other disciplines in language courses is not a new
idea. For years, specialized language courses have included content rele
vant to a particular profession or academic discipline. So, for example,
thecontent ofa language course for airline pilots isdifferent from one for
computer scientists. The special contribution of content-based instruc
tion is that itintegrates the learning oflanguage with the learning ofsome
other content, often academic subject matter. It has been observed that
academic subjects provide natural content for language instruction. Such
observations motivated the 'language across the curriculum' movement
for native English speakers in England, which was launched in the 1970s
to integrate the teaching of reading and writing into all other subject
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2 Imagine that you are working with your students on the function of
requesting information. The authentic material you have selected is a
railroad timetable. Design acommunicative game or problem-solving
task in which the timetable is used to give your students practice in
requesting information.

3 Plan a roleplay to work on the same function as in Exercise 2.
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IP Content-based,
Task-based, and
Participatory Approaches

INTRODUCTION

In the previous chapter we had the opportunity of observing a lesson in
which the Communicative Approach was implemented. In this chapter
we will be investigating three more approaches that make communica
tion central: content-based instruction, task-based instruction, and the
participatory approach. The difference between these approaches, and
the one illustrated in the previous chapter, is a matter of their focus.
Recall that the CLT lesson centered on giving students opportunities to
practice using the communicative function of making predictions. The
approaches we examine in this chapter do not begin with functions, or
indeed, any other language items. Instead, they give priority to process
over predetermined linguistic content. In these approaches rather than
'learning to use English,' students 'use English to learn it' (Howatt 1984:
279). While the three approaches may seem different at first glance, they
have in common teaching through communication rather than for it.
Since we will be dealing with three approaches in this chapter, in the inter
est of space, the lessons we will observe and their analyses will be brief.

CONTENT-BASED INSTRUCTION

Using content from other disciplines in language courses is not a new
idea. For years, specialized language courses have included content rele
vant to a particular profession or academic discipline. So, for example,
the content of a language course for airline pilots is different from one for
computer scientists. The special contribution of content-based instruc
tion is that it integrates the learning of language with the learning of some
other content, often academic subject matter. It has been observed that
academic subjects provide natural content for language instruction. Such
observations motivated the 'language across the curriculum' movement
for native English speakers in England, which was launched in the 1970s
to integrate the teaching of reading and writing into all other subject
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areas. Of course, when students study academic subjects in a non-native
language, they will need a great deal of assistance in understanding sub
ject matter texts; therefore, there must be clear language objectives as
well as content learning objectives. Because the language objectives are
dictated by the texts, content-based instruction rightfully fits in with the
other methods in this chapter where the selection and sequence of lan
guage items arise from communicative needs, not predetermined syllabi.

Experience1

Let us step into the classroom, where a sixth grade class in an interna
tional school in Taipei is studying both geography and English through
content-based instruction.Most of the students are Chinesespeakers, but
there are several native speakers of Japanese and a few Korean. The
teacher asks the students in English what a globe is. A few call out
'world.' Others make a circle with their arms. Others are silent. The
teacher then reaches under her desk and takes out a globe. She puts the
globe on her desk and asks the students what they know about it.
They call out answers enthusiastically as she records their answers on

This lesson is based on Gloria Cristelli (1994):An Integrated, Content-based Curriculum for
Beginning Level English as a Second Language Learners of Middle School Age: Four Pilot
Units, an Independent Professional Project, School for International Training.

Content-based, Task-based,and Participatory Approaches 139

the blackboard. When they have trouble explaining a concept, the
teacher supplies the missing language. Next, she distributes a handout
that shehas prepared based on a video, 'Understanding Globes.'The top
section on the handout is entitled Some vocabulary to know. Listed are
some key geographical terms used in the video. The teacher asks the stu
dents to listenas she reads the tenwords: degree, distance, equator, globe,
hemisphere, imaginary, latitude, longitude, model, parallel.
Below this list is a modifiedcloze passage. The teacher tells the students

to read the passage.They should fill in the blanks in the passagewith the
new vocabulary where they are able to do so. After they are finished, she
shows them the video.As they watch the video, they fill in the remaining
blanks with certain of the vocabulary words that the teacher has read aloud.
The passage begins:

A is a three-dimensional of the earth.
Points of interest are located on a globe by using a system of

lines. For instance, the equator is an imaginary line that
divides the earth in half. Lines that are parallel to the equator are called
lines of Latitude is used to measure on
the earth north and south of the equator ...

After the video is over, the students pair up to check their answers.
Next, the teacher calls attention to a particular verb pattern in the cloze

passage: are located, are called, is used, etc. She tells students that these
are examples of the present passive, which they will be studying in this
lesson and ones to come this week. Sheexplains that the passive is used to
defocus the agent or doer of an action. In fact, in descriptions of the sort
that they have just read, the agent of the action is not mentioned at all.
The teacher then explains how latitude and longitude can be used to

locate any place in the world. She gives them several examples. Then the
students use latitude and longitude co-ordinates to locate cities in other
countries. Bystating 'This city is located at latitude 60° north and longi
tude 11° east,' the teacher integrates the present passive and the content
focus at the same time. Hands go up. Shecalls on one girl to come to the
front of the room to find the city. Shecorrectly points to Oslo, Norway on
the globe.The teacher providesa number of other examples.
Later, the students play a guessing game. In small groups, they think of

the names of five cities. They then locate the city on the globe and write
down the latitude and longitude co-ordinates. Later, they read the co
ordinates out loud and see if the other students can guess the name of the
city. The first group says: 'This city is located at latitude 5° north and lon
gitude 74° west.' After several missesby their classmates, group 4 gets the
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correct answer: Bogota. Group 4 then give the others new co-ordinates:
'This city is located at 34° south latitude and 151° east longitude.' The
answer: Sydney!
For homework, the students are given a map and a description of Aus

tralia. They have to read the description and label the major cities and
points of interest on the map.

Thinking about the experience

Let us follow our customary procedure by listing our observations and
the principles that underlie them.

Observations Principles

1 The class is studying geography. The subject matter content is used
for language teaching purposes.

2 The teacher asks the students
what they know about a globe.

3 The students call out their
answers enthusiastically as the
teacher writes them on the
blackboard.

4 The teacher supplies the missing
language when the students
have trouble in explaining a
concept in the target language.

5 The teacher reads the new
vocabulary and then the
students watch a video entitled
'Understanding Globes.'

6 The students fill in the
vocabulary words in the blanks
in the modified cloze passageas
they watch the video.

Teaching should build on students'
previous experience.

When learners perceive the
relevance of their language use,
they are motivated to learn. They
know that it is a means to an end,
rather than an end in itself.

The teacher 'scaffolds' the
linguistic content, i.e. helps
learners say what it is they want
to say by building together with
the students a complete
utterance.

Language is learned most
effectively when it is used as a
medium to convey informational
content of interest to the students.

Vocabulary is easier to acquire
when there are contextual clues to
help convey meaning.
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Observations

7 The teacher provides a number
of examples using the present
passive with latitude and
longitude co-ordinates.

8 The students are given the
latitude and longitude co
ordinates, and they have to
come to the front of the
classroom to find the city on the
globe.

9 For homework, the students are
given a map, which they are to
label based on a descriptive
reading they have been given.

Principles

When they work with authentic
subject matter, students need
language support. For instance,
the teacher may provide a number
of examples, build in some
redundancy, use comprehension
checks, etc.

Learners work with meaningful,
cognitively demanding language
and content within the context of
authentic material and tasks.

Communicative competence
involves more than using language
conversationally. It also includes
the ability to read, discuss, and
write about content from other
fields.

The lesson wehave justobserved mightbeconsidered a form of language
immersion,where academicsubjects are learned through themediumof a
foreign language. In Canada, successful second language immersion pro
grams, in which Anglophone children learn their academic subjects in
French, have existed for many years. Snow has referred to content-based
instruction as a method with many faces. Another content-based instruc
tion 'face,' wherecontent and language instruction have been integrated,
is the adjunct model. In the adjunct model, students enroll in a regular
academiccourse. In addition, they take a language course that is linkedto
the academic course. Then, during the language class, the language
teacher's focus is on helping students process the language in order to
understand the academic content presented by the subject teacher. The
language teacher also helps students to complete academic tasks such as
writing term papers, improving their note-taking abilities, and reading
academic textbooks assigned by the content teacher.
In sheltered-language instruction in a second language environment, a

third model of content-based instruction has been used. Both native
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speakers and non-native speakers of aparticular language follow aregu
lar academic curriculum. For classes with non-native speakers, however
'sheltered' mstruction is geared to students' developing second language-
proficiency. Sheltered-language instructors support their students through
the use of particular instructional techniques and materials. It offers the
significant advantage that second language students do not have to post
pone their academic study until their language control reaches a high
evel. It follows that students are often highly motivated because they are
learning content that is relevant to the academic requirements of the pro
grams in which they are enrolled.
Finally, itshould be noted that the focus need not be academic for these

same motivational benefits to be derived. For example, competency-
based instruct.on, an effective form of content-based instruction for adult
immigrants, offers students an opportunity to develop their second lan
guage skills at the same time that they are learning vital 'life-coping' or
'surv.val' skills such as filling out job applications or using the telephone
In sum, what all models ofcontent-based instruction have in common

is learning both specific content and related language skills. 'In content-
based language teaching, the claim in asense is that students get "two for
one" both content knowledge and increased language proficiency'
(wesche 1993).
Before moving on, it would be worthwhile to briefly touch upon one

more approach here since its philosophy has much in common with oth
ers presented in this chapter. Although itoriginated in classes for children
who speak English as anative language, the Whole Language Approach
has often been used with second language learners as well. The Whole
Language Approach, as the name suggests, calls for language to be
regarded hohst.cally, rather than as pieces, i.e. the vocabulary words,
grammar structures and pronunciation points. Whole Language educa
tors believe that students learn best not when they are learning language
piece by piece, but rather when they are working to understand the mean
ing of whole texts. In other words, students work from the 'top-down '
attempting first to understand the meaning of the overall text before they
work on the linguistic forms comprising it. This contrasts with the 'bot
tom-up' approach we have seen in other methods in this text, where stu
dents learn alanguage piece by piece and then work to put the pieces in
place, constructing whole meaningful texts out of the pieces.
It is thought that the learning process will work best when students arc

engaged in purposeful use of language, i.e. not learning linguistic forms
for their own sake. 'Therefore Whole Language educators provide con
tent-rich curriculum where language and thinking can be about interest-
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ing and significant content' (Edelsky, Altwergcr, and Flores 1991: 11).
Whole Language educators seeerrors as part of learningand theyencour
age students to experiment with reading and writing to promote both
their enjoyment and ownership. Further, Whole Language educators
embrace the ideasof Vygotsky (1 978) about the social nature of learning.
As a social process, it is assumed that learning is best served bycollabora
tion between teacher and students and among students.
For instance, one example of a technique to teach reading that fits with

principlesofWhole Languageis the Language Experience Approach.The
general idea is that the texts students learn to read from are based upon
the students' life experiences. The students take turns dictating a story
about their experiences to the teacher who writes it down in the target
language. Each student then practices reading his or her story with the
teacher's assistance. The Language Experience Approach applies the
principles of Whole Language: the text is about content that is significant
to the students, it is collaboratively produced, it is whole, and since it is
the student's story, the link between text and meaning is facilitated.
Two writing techniques that fit well with Whole Language philosophy

are process writing and journal keeping. Traditionally, when teachers
teach writing, they assign topics for students to write on, perhaps they do
a bit of brainstorming about the topic during a pre-writing phase, and
then have students write about the topic without interruption. Subse
quently, teachers collect and evaluate what students have written. Such
instruction is very 'product-oriented'; there is no involvement of the
teacher in the act or 'process' of writing. In process writing, on the other
hand, students may initially brainstorm ideas about a topic and begin
writing, but then they have repeated conferences with the teacher and the
other students, during which they receive feedback on their writing up to
that point, make revisions, based on the feedback they receive, and carry
on writing. In this way, students learn to view their writing as someone
else's reading and to improve both the expression of meaning and the
form of their writing as they draft and redraft.
Another way to begin working on literacy skills is to have students

keep dialog journals, a technique that is widely practiced in the Whole
Language Approach. The particular way that journals are used varies,
but essentially it involves students writing in class or for homework regu
larly, perhaps after each class or once a week. There may be a particular
focus for the writing, such as the students' expressing their feelings for
how and what they are learning, but the writing might also be on any
thing that the student wishes to communicate to the teacher. Usually it
is the teacher who 'dialogs' with the student, i.e. is the audience for the
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journal. The teacher reads the student's journal entry and writes a
response to it, but does not correct its form.

TASK-BASED INSTRUCTION

As with content-based instruction, a task-based approach aims to pro
vide learners with a natural context for language use. As learners work to
complete a task, they have abundant opportunity to interact. Such inter
action is thought to facilitate language acquisition as learners have to
work to understand eachother and to express their own meaning. By so
doing, they have to check to see if they have comprehended correctly and,
at times, they have to seekclarification. By interacting with others, they
get to listen to language which may be beyond their present ability, but
which may be assimilated into their knowledge of the target language for
use at a later time. AsCandlin and Murphy (1987: 1) note, 'The central
purpose we are concerned with is language learning, and tasks present
this in the formof a problem-solving negotiation betweenknowledgethat
the learner holds and new knowledge.'

Experience

The following lesson is one that has been adapted and expanded from
Prabhu (1987). It takes place in Southern India. The class consists of 40
ten-year-old children who arc advanced beginners in English. As we enter
the classroom, the teacher is speaking:

'We are going to do a lesson today on timetables. OK?'

The teacher draws the columns and rows of a class timetable on the
blackboard. At the head of the first column, she writes 9:30-10:15. The
students understand that the teacher has written the duration of the first
class period of the day.
'What should I write here?' asks the teacher, pointing to the head of the

second column. The students respond, 'Ten fifteen.' And then 'Eleven
o'clock,' as the teacher moves her finger across the top row.The teacher
points in turn to the top of each column and the students chorus the time
that each class period begins and ends.
Then the teacherasks: 'Whowillwritethe names for thedaysof theweek

here?' Several students raise their hands. The teacher calls on one. 'Come,'
shesays.The student shehascalled on comesto the front of the room, takes
the chalk, and writes the names of each weekday beside each row, Mon
day to Friday, correctly, as the rest of theclass helps with the spelling.
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'Is that correct?' the teacher asks. 'Correct!' the students chorus back.
'What about Saturday? Do we have school on Saturday?' The students
reply in unison, 'No ... holiday.'The teacher responds, 'Holiday. Yes. Sat
urday's a holiday.'
Next the teacher divides the class into eight groups of five students.

Each student in a group receives a card with the schedule for one day of
the week. The students' task is to complete the week's schedule by sharing
the information on their cards with each other. There is much discussion
as each group works to draw up a full schedule. As she moves about the
room listening to the groups, the teacher reminds the class to speak in
English. The first group that is finished comes to the blackboard and
writes the schedule on the board.

After the students have checked their work, the teacher collects each
group's timetable so she can read it and return it to them the next day. She
checks their timetables mainly to see that the content is correct.
Next, still working in their groups, the students are told that they are to

find a way to survey their classmates' preferences of their favorite school
subjects. They must find out which are the three most popular subjects
among class members. Each group is to discuss ways they might find out
the information. They might design a questionnaire, for instance, or go
around the room interviewing other students.After theyhave completed
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their survey, they have to summarize and report the results. They have to
determine how to do this. Eor example, they may use percentages, a bar
graph, a pie chart, orsome other visual display. Once again, much inter
action takes place. Students are busily talking about how they will gather
the information they need to complete the task and later report their find
ings.

Thinking about the experience

We have seen that tasks are used in Communicative Language Teaching,
so at first glance what we have just observed may not seem so different'
But notice that while the task in our CLT lesson was designed to get stu
dents to practice making predictions, acommunicative function, the task-
based lesson we have just observed did not focus on aparticular function,
oreven a particular form of the language. In fact, theteacher used a wide
variety of linguistic forms, which the context made clear. The 'departure
from CLT [in such lessons] ... lay not in the tasks themselves, but in the
accompanying pedagogic focus on task completion instead ofon the lan
guage used in the process' (Long and Crookes 1993: 31). This is amajor
shift ofperspective, one characteristic ofall ofthe methods dealt with in
this chapter.
Let us compile the principles underlying task-based instruction

depicted in the lesson from Prabhu (1987) by making some observations
and then attempting to infer the underlying principles from them.
Observations

1 The teacher tells the class that
they aregoing to complete a
timetable.

2 The teacher begins by having
theclass help her begin to fill
out a class schedule. This is
done through whole-class
interaction in the form of
teacher question and student
response.

Principles

The class activities have a
perceived purpose and a clear
outcome.

A pre-task, in which students
work through a similar task to
one that they will later do
individually, isa helpful way to
have students see the logic
involved inwhatthey are being
asked to do. It will also allow
the language necessary to
complete the task to come into
play-
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Observations

The teacher first has the
students label the time periods
and then the days.

4 The teacher asks the students if
a particular answer is right.

5 The teacher asks, 'What about
Saturday? Do we have school
on Saturday?'

6 The teacher asks about
Saturday. The students reply,
'Holiday.' The teacher
responds, 'Yes. Saturday's a
holiday.'

Principles

The teacher breaks down into
smaller steps the logical thinking
process necessary to complete the
task. The demand on thinking
made by the activity should be just
above the level which learners can
meet without help.

The teacher needs to seek ways of
knowing how involved the
students are in the process, so she
can make adjustments in light of
the learners' perceptions of
relevance and their readiness to
learn. Such teacher-class
negotiation ensures that as many
students as possible in a mixed-
ability class grasp the nature of the
activity.

The teacher does not consciously
simplify her language; she uses
whatever language is necessary to
have students comprehend the
current step in the pre-task. Here
she switched from an abbreviated
^-question to a yes/no question.
This switch is a natural strategy
that proficient speakers use when
interacting with less proficient
speakers inside and outside of the
classroom.

The teacher supplies the correct
target form by reformulating or
recasting what the students have
said.
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Observations

7 The students then do the task in
groups, following the teacher's
instructions. They are each
given part of the information
they need to complete the task.

8 The students' papers were
marked by the teacher on the
basis of the content.

9 Studentsare asked to design a
way to survey the other students
about their favorite subjects.
They are to figure out a way to
report their findings to the rest
of the class.

Principles

This jigsaw task, where students
have to listento different parts of a
total set of information they need
to complete a task, gives them
plenty of opportunity to engage in
authentic speakingand listening
and provides opportunities to
develop their comprehension and
speaking skills.

Students should receive feedback
on their level of success in
completing the task. The overall
focus is on meaning.

Students have input into the design
and the way that they carry out the
task. This gives them more oppor
tunity for authentic and meaning
ful interaction.

Prabhu identified three types oftasks, all ofwhich were represented in
the lesson we have just observed. An information-gap activity, which we
saw used in the previous chapter and in this one, involves the exchange of
information among participants in order to complete a task. Forexam
ple, an information-gap activity might involve astudent describing apic
ture for another student to draw orstudents drawing each others' family
trees after sharing information. In this lesson, students had to exchange
information within their groups in order tocomplete the timetable.
An opinion-gap activity requires that students give their personal pref

erences, feelings, or attitudes in order to complete a task. For instance,
students might be given a social problem, such as high unemployment
and beasked to come upwitha series of possible solutions. Another task
might be to compose a letter ofadvice to a friend who has sought their
counsel about a dilemma. In our lesson, the students were only at the
advanced-beginning level. Their opinion-gap task was a rather simple
one which involved students' surveying their classmates about their
favorite subjects.
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A reasoning-gap activity requires students to derive some new infor
mation by inferring it from information they have been given. For exam
ple, students might be given a railroad timetable and asked to work out
the best route to get from one particular city to another or they might be
asked to solve a riddle. In the lesson we observed, students were asked to
use their findings to figure out how best to discover their classmates' three
most popular subjects. Prabhu (1987) feels that reasoning-gap tasks
work best since information-gap tasks often require a single step transfer
of information, rather than sustained negotiation, and opinion-gap tasks
tend to be rather open-ended. Reasoning-gap tasks, on the other hand,
encourage a more sustained engagement with meaning, though they are
still characterized by a somewhat predictable use of language.
Long and Crookes (1993) have identified three different types of task-

based approaches (they call them syllabi). The firstof these is procedural,
which is illustrated in the lesson in this book. The second is based on
Breen and Candlin's (1980) notion that language learning should be seen
as a process which grows out of communicative interaction. Assuch, stu
dents and teachers decide together upon which tasks to do. The third type
of approach is their own task-based language teaching, which focuses on
meaningful interaction while still drawing students' attention to language
form as needed.
Whereas in Prabhu's approach, the teacher designs which tasks are to

be worked on, others believe that the way to begin is to conduct a needs
analysis of real-world tasks that learners are likely to need to perform
(Long forthcoming, cited in Skchan 1998). Then pedagogic tasks, which
are more accessible to the students and more manageable by the teacher
than real-world tasks, can be designed.
Another approach, which is also concerned with real-world language

use, but is distinctive enough to merit special consideration is Project
Work. As with a task-based approach, the language practiced in the
classroom is not predetermined, but rather derives from the nature of a
particular project that students elect to do. For example, students might
decide to take on a project such as publishing a school newspaper in the
target language. This project would follow the same three stages of all
projects (based on Fried-Booth 1986). During the first stage of their
project,the studentswouldwork in theirclass, planning, incollaboration
with the teacher, the content and scope of the project and specific lan
guageneeds theymight have. Theymight alsodevise somestrategies for
how they will carry out the tasks, such as assigning each other specific
roles to fulfill.
The second stage typically takes place outside the classroom and
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involves the gathering of any necessary information. For example, if the
students have decided to publish a school newspaper, then this stage
might involve their conducting interviews, takingphotographs,and gath
ering printed or visual material. It would also include writing up their
interviews and layingout and printing and distributing the first edition of
theirnewspaper. Duringthisstage, studentsmaywell useall four skills in
a natural, integrated fashion.
In thethird and final stage, students review theirproject. They monitor

their own workand receive feedback from the teacher on their perform
ance. Ateach of these three stages, the teacher will be working with the
students actingas counselor and consultant, not as the projectdirector.
By encouraging students to move out of the classroom and into the

world, project workhelps to bridge thegap between language study and
language use.

PARTICIPATORY APPROACH

Although it originated in the early sixtieswith the work of Paulo Freire,
and therefore antedates modern versions of content-based and task-
based approaches, it was not until the 1980s that the participatory
approach started being widely discussed in the language teaching litera
ture. In some ways the participatory approach is similar to the content-
based approach in that it begins with content that is meaningful to the
students and any forms that are worked upon emerge from that content.
What is strikingly different though is the nature of the content. It is not
the content of subject matter texts, but rather content that is based on
issues of concern to students.
Intheearly 1960s,Freire developed a native-language literacy program

for slum dwellers and peasants in Brazil. Freire engaged learners in dia
logues about problems in their lives. These dialogs not only became the
basis for literacy development, but also for reflection and action to
improve students' lives. Freire believed that 'education is meaningful to
theextent that it engages learners in reflecting on their relationship to the
world they live in and provides themwith a means to shape their world'
(Freire andMacedo1987inAuerbach 1992).Education isnot value free;
it occurs within a particular context. The goal of the participatory
approach is to help students to understand the social, historical, or cul
tural forces that affects their lives, and then to help empower students to
take action and make decisions in order to gain control over their lives
(Wallerstein 1983).
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Experience2
Let us now see a lesson in which the participatory approach is being prac
ticed. The students are recent immigrants to the United States from Cen
tral Europe. They are adults who work part-time during the day and
study English at night. Although attendance fluctuates somewhat due to
family and work demands placed on the students, tonight there are ten
adults present as the class gets underway.
The teacher begins, 'Good evening everyone. How are you tonight?'

The students return the greeting warmly and interact with the teacher and
each other, only interrupting to greet latecomers. They know from previ
ous experience that this is a time to catch up on anything of significance
that has happened in their lives since last week's class. One student dis
cusses the fact that one of her children is struggling at school. He never
wants to go to school. Shedoes not know what the problem is, but she is
worried. Much of this conversation takes place in halting English and
gesture since the students are still of low-intermediate English profi
ciency. Another student discusses the problem she has been havingwith
her landlord. Shecan never get enough heat to make herself comfortable.
When she tries to communicate with the landlord, he tells her that it has
always been that way. One bit of good news is that one of the students'
brothers has just gotten word that he will be permitted entry into the
United States soon and so will be able to join the rest of the family.
Having listened to the students and having taken note of their issues,

the teacher continues, 'Last week, we were talking about why it isdifficult
for someof you to come to class regularly. Now, I know that most of you
work during the day and you have your family to take care of in the
evening. However, severalof the womenwere speaking about not choos
ing to come to classa few times because of not wanting to beout alone in
the city after dark. I would like us to look at this situation a littlemore in
depth tonight.'
The teacher shows the students a picture. It is a drawing of an apart

ment building.
In one of the windows of the building, there is a woman looking out.

On the street below are several young men standing around. The teacher
tells the students that the woman has an English class starting in an hour
that she does not want to miss. Then she begins a discussion.
2This lesson is based on Elsa Aucrbach's presentation at theSchool for International Training
(SIT) on 18October1993,entitled'Participatory Approaches: Problem-Posing and Beyond.' I
have also drawn from Carolyn Layzer and Bill Perry's workshop at SIT on28 May 1993 and
Auerbach (1992).










