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"ACTION KNOWLEDGE" THROUGH COMMUNICATIVE, PROCESS-ORIENTED

INTERACTION [N THE EFL CLASSROOM ~-- SOME [SSUES IN
DOUGLAS BARNES'

Ketko Nonaka
Soal Unlversity

I. INTRODUCTION

In this paper, | would like to discuss some of the critical
issues In Douglas Barnesg’ book From ngmunigatlgn to curriculum,
one of the featuyred textbooks and teacher's guldes on educa-

tional philosophy, which Presents a framewaork
munication as a goal 1In

that alms for com-~
the classroom and as g measurement of

studentsg’ achlevement. Barnes has drawn on the best! present re-

search to proclalm the case for change in classroom communica-

tion. Indeed, as recent trends in Japanese EFL fndicate, in

this world of lnternationallzatlon EFL teachers are expected and

even obliged to be much more aware of the urgent need for EFL

learners in Japan to be communicative in reaj Interactionat

situalions they are supposed to face in their everyday lives.

According to Bairnes, "What isg required is a quallitative

language, a shift from
content to Process, from awareness cf forms

change in the teacher's awareness of

to awareness of
strategies."” (1976, 169) As Barnesvadvocated

than a decade ago, the current

it should more

literature on EFL research hasg
been mainly concerned and has dealt

oriented classroom

with problems in process-
Interactlons and communication Strategles
terms of "skill~usting" stage rather than in terms of

or forms that are go greatly emphas|zed

in
the content
in "skill-getting/

acquisittion" stage of knowledge-based language teaching.

"N I-Electronic Library Service



The Japan Associ ation of College English Teachers (JACET)

76

Barnes' unit of analyslis, based on the definitely clear and
the most signtficant distincttion for ESL/EFL teachers to remem-
ber between what he calls '"action knowledge" and "school
knowledge,"” should be of great importance. Although Barnes
refers to a wide range of classrooms, what Is to be discussed in
this paper 1s, within the realm of itg limited perspective, the
application of what he advocates in terms of his distlnctibn be-
tween "actlion knowledge'" and "transmisston knowledge"” to the EFL
teaching, in general, in Japan.

Even in the formal educational settings Japanese EFL teachers
should‘be aware of the crucial difference between
"action/interpretation knowledge"” and "gchool/transmission
knowledge'" whenever they thlink about the purpose of instructlion.
Teachers are supposed to lead students to communicate with each
other through their own ideas, thoughts, and words by putting
themselves into those sltuations where various kinds of interac-
ttons are going on. Indeed, | agree with Barnes on the point
that learning to communicate 18 at the heart of education, and
teachers should continue workling towards this goal In any kind

of pedagoglcal envivonment.

[1. DISCUSSION

Let me Introduce & sample setting in an EFL classroom in
Japan. The teacher in classroom Y I8 explaining concept X. it
could be a minute and detailed grammar point or almost anything.
Student A and Student B are sitting next to each other in the
back of the rToom. Student A 18 explaining to Student B some-
thing about what the teacher said which B did not understand.’
The teacher becomes aware that someone |8 talking and says In a
loud, assertive voice, "Please stop that notse." The students
have kept silent before A has started explaining to B and are

stlent after A has completed the explanation to B.
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We can describe the above phenomenon from two standpoints,

which is called the "outside"” view and the "inside" view, The

outside view would find the teacher's behavior quite reasonable

and acceptable, and even necessary, because the students should

sit down passively while the teacher "gives"” them the Knowledge

of whatever he or she is talking about., [f, therefore, the stu-

dents interrupt him or her, they are being "noisy." Borrowing

Barnes’' description in the first chapter of From Communication

to Curriculum, the teacher was using language "as a pattern of
expectations which constitutes an Important part of what
chiidren learn," (1976, 31) in telling the students to stop talk-
ing. Since what the students are saying by "interrupting"” is
without value, it is depicted as "noise."” In fact, to this type
of teacher, whatever is in class unless explicitly asked for has
no value. On the contrary, if the teacher asked Student A for
an answer which Student A correctly gave, the correct answver
would probably be praised with a "very good" which implicitly
means "That's just! what | wanted."”

As shown above, Students A and B were using language quite
differently; as a means of learning, which they can use to make
sense of what is presented to them and relate it to what they
already "know." (Ilbid.) Student B probably asked Student A:
"What did the teacher say? Why is this true? How do you know?,
etc.” Here both of the students can benefit from these ques-
tions, for they can come to a deeper level of understanding in
Student A's responses. Student A must ask of him-/herself the
reason why something iIs true when asked by Student B before
he/she can give a definite answer, and must even retrospectively
check with his/her previous knowledge to find a justification
for his/her response. Actually, thls whole process impllies a
more highly sophisticated level of mental processing than only

giving an answer which is accepted and left at that. This 1is
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exactly what Vygolsky has called "lnner speech,"” "the most ac-
cessible part of thought which makes our thinking and feeling
open to introspection and control." (Barnes, 1976, 19) Thus,
language is a means of formulating Knowledge thrdugh looking at
new information, adding this Information to previous knowledge
and altering both accordingly, to come up with new concluslions.
The uses of language as a way of structuring the distribution
of power in the classroom and as a means of learning are not,
however, separate entities bearing no relationship to each other
as in the example mentloned above. [f, when the teacher inter-
rupted them, Students A and B had not finished their discussion
which was taking place for the sole purpose of helping B under-
stand some concept, the arrival at an understanding would have
been aborted. In this way, the teacher's use of language can
either distract or assist the extent to which students can use
language to learn. So, when students do use language to learn,
the teacher should not govern or control them totally. Con-
sequently, the form of such interactions depends upon several
factors, including each student's prior knowledge, experience,
and degree of connectlon the students can make between these and
whaf is being looked at or observed in the present. As a matter
of fact, talking provides a way to reflect "upon the bases upon
which they are interpreting reality, and thereby change them.”
In fact, what needs to be done in language classrooms isg to
let students always make some relationship between what they
know already and what the school has presented or offered to
them. In this way, learning to communicate might mean develop-
ing one's own interpretative system by taking in some other dlf-
ferent viewpolnts and even totally opposite ideas and opinions.
Actually, on some occasions one can broaden one's way of seeing
things by encountering various contradictory statements and com-

ments or some other helpful suggestions through interacting with
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other people.

As for Barnes' standpoint concerning education, he seems to

agree with the idea that }t domesticates people and serves to

make them conform to what |s expected of them by society. In

fact, he says,

"Pupils are expected to receive knowledge as static and
clpsed; they are not world makers but world receivers.
Thelr task is to memorize received kKnowledge and master
standard sk{lls; they are not expected to participate in

the making of knowledge to devise methods for themselves."”

(Barnes, 1976, 157)
As shown above, unfortunately, most institutions of learning do
not encourage learners to be Inventive or creative in

thelr own skills and for thelr own ends.

terms of

Barnes prescribes few
solutions to bring about any change in the status gquo, but he

does diagnose many of the illnesses prevailing In those Institu-
tions today. Indeed he attempts to show just how teachers con-
sistently respond to what students say and how this leads to a
communication pattern which inhibits the learner and encourages
hlm/her'tc be a passive recipient of Knowledge presented by the
teacher.

In addition, teachers even tend to formulate Kknowledge for
the learner, often discouraging learners from using knowledge
they do possess to make sense out of knowledge presented to
them. So, in understanding new concepts, students are supposed
to do so In accordance with the teacher's point of view, for it
is the teacher that has tight control over classroom communica-
tion. It 1s true that the teacher elaborately constructs ques-
tions which the students are expected to answer by filling in
the blank with the correct factual i{nformation. There is a com-
monly fixed pattern of communication in the classroom of every

age group in industrialized countries all over the worid: the
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question and answer routine, also known as the recitation pat-
tern. Thus, knowledge is shaped for the students by the
teacher, which never becomes "action” or "interpretation®
knowledge, but stays as a "school” or "transmission” knowledge.

Here, 1 agree with the significance of the interpretation
knowledge, as Barnes does, rather than the final draft type of
school transmission knowledge. What is ‘important in terms of
the result of the whole pedagogical process ig a kind nf
"exploratory talk" in the course of interacting autonomously
with each other for the purpose of communicating with other
human beings. Through the "exploratory talk"” we can carry out
"assimilation” and "accommodation” of the new knowledge to the
old, including controlling thinking, frequent hesitations, reph-
rasings, false starts, and changes of direction. Put dif-
ferently, the important idea here is the role of other people in
the recoding of knowledge as we bring our own interpretative
systems into inte}action with the Interpretative systems of
olther people. We change our knowledge by verbalizing and using
new Kknowledge as a means of recoding former experiences.

Thus, each of us becomes an active participant in the making
of ‘meaning(s), renevwing it in the course of sharing our lives.
This "sharing" 1is vcommunication." Therefore, the whole prncess
of thinking aloud with monitoring one's own thought and reshap-
ing 1t can be called "communication,"” which should definitely be
the function of language. Not only this ldea of seelng language
as a means of learning (i.e., speech as reflection) but also
that of seeing it as the communicative system (i.e., speech as
communication) should be constdered highly, as it involves the
important soclal functions of the language playing a passlive
role as the reciplent of soclalization. As a result, how the
communicative system interacts with the reflective system is

critical here.
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In many cases, the studen! Is expected to recall a par-
ticultar ‘fact which is most likely irrelevant to anything real in
lhe student's own experience. He/She is asked to make a ]link

from one meaningless item

only make some reckless guesses at what the

A look at the following example will

1)T: Yes. Is that wrong, what | said? Is

to another and as a result he/she can

teacher has in mind.

illustrate this.

tt wrong?

2)5: No, there's some trade...

J)»T: Can you tell me why it's not wrong?

4)3

5)T:

6)S

As illus

to follow in the lesson and any digressions on

students
provides
from mak

though a

discussed by drawing from personal experience, he/she

met with
teacher,
)T

: Er, er...em.,..you learn a trade like...jo...er
your father's like jolnering, and...

Yes, so that, that word "trade" does mean something

else as well, doesn't it? But it means buying and

selling to make a profit, In the way that we were using

it last time. That's really what it means.. buying

something, and selling it to make a profit.
know what a profit means?

Does anyone

: Money. It means money.

trated in line 5), the teacher had a locked-in seguence

the part of the

would damage the plan. This is why the teacher simply
the students the information needed then and keeps them
ing any meaningful associations or relationships. Even

student tries to make some sense out of the topic being

s often
impatience, indlifference, and even made fun of by the
as indicated below.

: Now that moisture in the atmosphere, that condenses

after a warm day and appears durlng the night. What
do we call 1t?

2)Ss: (Several hands are raised.)

T

: Yes, Tom?
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4)51: Dew
5)T: Answer in a complete sentence.

6)S2: ] got up this morning and found steam on my window.

7)T: Kathy, [ thought you were smarter than that.
(laughter)

8)T: That's dew. It's not steam!
Here the teacher undermines the student's attempl at making a
hypothesis by insisting that he/she use the "correct word"” or a
"camplete sentence." In this way, teachers tend te ignore the
validity of the student's message only because it has not been
wordedv"properly” or "accurately." Such strictness In the
leacher's disctipline Is frequently wltnessed and observed in the
following pseudo-conversations in ESL/EFL classes:

1)T: Who can speak Chinese In this class?

2)S: Sam Chiu

3)T: Please give me a complete sentence.

4)S: Sam Chiu speak Chinese.

5)T: Sam Chiu speaks Chinese.

5)S: Sam Chiu speaks Chinese.

7)T: That's right./Good!
Retrospecting on my own teaching in freshmen or sophomore
English classes at college or university level, 1 find myself
exactly the same as the teacher described in the above pseudo-
conversation. That is, the teacher is apt to devalue the impor-
tance of communicating effectively by correcting rather than
responding. As a matter of fact, even a presumably-positive
feedback such as line 7) enhances the artificiality of this
dialogue. Perhaps, this kind of feedback, regardless of it's
being positive or negative, can be a reinforcing device for em-
phaslzing the teacher's control over the student and keeping the
traditional authoritarian responsibility on the teacher's part
as well as that of submissive attitudes of the learner.
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Accordling to Barnes' study on secondary school teachers’

attitudes towards written work, we can find certalin patterns
among teachers' views about teaching and learning, which he syn-
thesized as the "Transmission” view and the "Interpretation”
view. He hypothesizes a relationship between: (1) the teacher's
view of knowledge (2) what he values In pupils (3) his view of
his own role,. and (4) his evaluation of his pupils' participa-

tion.” (Barnes, 1976. 1443 The following (Fig.1) 1s a diagram
for his description, originally presented by 4 former
classmates, who were graduate students at Teachers College,
Columbia University, New York City, Joan Alclatl, Luls A. Guz-

man, Amy Jacobs, and Eliza Jensen.

(1) Belleves knowledge to exist

(1) Belleves knowledge extiatsg
tn the form of publlc dlaclp~ In the knower's abillly to
lines which tnclude content and organize thought! and actlon.

criteria or performance.

(2) Values the learner's per- (2) Values the learner's com~
formances Insofar as they con- mitment to lnierprellng real-
form to the criterias of the I'ly s0 that criteria arise as

dliscipline. much from the learner as from

the teacher.

(3) Percetves the teacher's (3) Percetves the teacher's

task to be the evaluyalion and task to be. the setting up of a

correctlion of the learner's dialogue in which the learner

performance, according to eri- can reshape his/her knowledge

terla of which he/she {58 the
guardlian.

(4) Perceives the learner as
an uninformed acolyte for whom
access to knowledge wil| be
diffleult since he/she must
quallify him-/herselr Lhrough
tests of appropriate perform-
ance.

teachers:

through Interaction «|th
others.
(4) Percelves the learner as

already possessling syastematijce

and relavant Knowledge and the
Means of reshaping that
knowledge.

Comparative fealures/characlerlsllcs of two types of

The Transmission teacher &8 The interpretation teacher
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As Barnes does not need to explicitly label his two kinds of
teachers as "lousy'" and "wonderful” respectively, this
categorization should be a basis for our objective measure to
describe what sort of teacher he/she is. what is significant
here, therefore, is that it Jeads us to consider what notions we
as teachers may have about our students as learners, how they
learn, and what constitutes knowledge for us. As Barnes says,
"an interpretation teacher is more llkely to hold knowledge in a
more flexible way, and to allow his pupils everyday understand-
ing some relevance in it” (1976, 144), whereas "a transmission
teacher is likely to defend flercely the boundaries of his sub-
ject and be quick to dismiss the non-speclalist (puplils and
colleagues) as unqualified to hold opinions." (Ibid.?

Moreover, Barnes accounts for the "hidden currlculum,” a kind
of social learning In which everyone, students and teachers
alike, learns to adopt and follow the expected behavior. The
communication patterns of the classroom are reflected at all
levels throughout the school system and of the soclely in which
we live., "A culture which reduced pupils to passive receivers
of knowledge is likely to reduce teachers to passive receivers
of éurricula, and to deny them the time and resources that would
enable them to take active responsibility.” (1bid., 188)

Indeed, this forms a vicious cycle surrounding teachers in the
real world. The pattern of the viclous cycle would be the
following: A teacher's need to control students should respond
to what the parents and students expect from school, which en-
hances the teacher's exercise of power, which gains the
colleagues' admiration, which may obtain administration approval
or disappraoval, which Jeads to the possibillty of promotion,
which may enhance the teacher's need to controel the students,
golng back to the beginning. As Friedenburg, (Barnes, 1976,

182) writes, in his degcription of an American high school,
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about what students were learning first hand, they were

"unimportant recipients of a system controlled elsewhere." We
could add that most teachers are, too.

Furthermore, Barnes, insisting that "social order is the pat-

tern of communication” used (1976, 183), concludes that "to un-
derstand why classroom communicatlon is as [t is we would
finally have to go outside the classroom, beyond teachers'
beliefs about knowledge and learning, to consider some of the
functions performed by school knowledge in our society." (lbid.,
176)

In order to develop a meaningful curriculum, therefore, we
should alter the communicatlon that |Is teacher-oriented into the
one which i1s enacted by students. Indeed, as Barnes says,

" a curriculum made only of teachers’' Intentions would
be an insubstantial thing from which nobody would learn
much. To become meaningful a curriculum has to be enacted
by pupils as well as teachers, all of whom have their
private lives outside the school. By "enact” 1 mean come
together in a meaningful communication- talk, write, rcad
books, collaborate, become angry with one another, learn
what to say and do, and how to interpret what others say
and do." (1976, 14)

This type of curriculum is successfully presented by the notion

and basic principles of Cooperative Learning developed by

Johnson and Johnson (1975), which is, according to Keiko Hirose

and Hiroe Kobayashi (1991), a teaching methodology aiming at

maximizing learning by fostering or facilltating cooperation

among peer learners and also requires that learners develbp and
use effectively social skills for succeeding in their collabora-
tive classroom activities. In fact, featured by its three fun-

damental principles, that are, (1) positive interdependence, (2)

individual accountability, and (3) collaborative skills relevant
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to small group interaction, "Cooperative Learning provides an
excellent context for social language"” (Ringdahl! et al., 1986,
26), for the teacher cxan achlieve in Introducing socially-
appropriate language functions such as greeting, thanking or
showing appreciation or gratitude, expressing disagreement, per-
suading or convincing other people, and encouraging, as well as
the negotiation of meaning represented by confirming or by
clarifying.

The above-mentioned collaborative skills would be most effi-
ciently facilitated by group work, which neatly fits Barnes'
belief in exploratory talk as the means by which people animate
or activalte tatent knowledge and propel the development of new
understanding or expansion of ldeas, which leads him to propose
that students work regularly together In small groups on
specific tasks. As a matter of fact, Barnes highly regards
group work, for it can be an ideal alternative method for com-
plementing the inadequacies or the anti-learning effect of other
patterns of classroom communication he discusses, namely,
"recitation,” which has been conventionally adopted In foreign
language teachling. In talking to a few peers about a problem,
individual students can really be more readlly adopt what he
cadls an " open approach" or "hypothetical mode” of thinking/
speaking than 1f they were working alone or being led by a
teacher.

As for the language featuring this hypothetical mode, it is
tentative, involving frequent use of the conditional such as
"let's suppose,” "1 wonder if," etc., and of questions. This
linguistic approach serves the cognitive process in two ways:
(1) it facilitates one's own thinking by leaving the mind open
to alternatives, and (2) it encourages collaboration by Keeping
open the right of each member to contribute (Barnes, 1976, 55).

Thus, the idea is that together students can push understanding
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forward or support and elaborate the ldeas, elther by plcking up
and expanding on each other's comments and perceptions, or by
pushing an individual speaker to be him-/herself more ex-
plicitly.

In addlition, it may be possible to assume that the distinc-
tion between "school knowledge"” and "actlon knowledge made by
Barnes should be somewhat equated, though not entirely, with
Krashen's distinction between "learning" and "acquisition,"”
despite the fact that the former relates to a larger and more
general pedagogical context than the specific language learning
context which the latter is applicable to. There seem to exlist
some parallels between the work of the two in terms of their un-
derlying educational-philosophical messagces. "Learning” is a
consclous state of internalizing the grammatical rules of the
target language, which is best exemplified by passive "rote-
memorization” or "pattern practice” in the audio-lingual
approach; while "acquislitlon” Is an unconsclious process of gen-
erating the target language In "Monlitor-free" situations, which
is quite analogous to the active "creative construction” in a
sense that it internalizes rules and formulates and tests out
hypotheses about how language works in order to generate new
sentences.

Moreover, looking back on the history of linguistics, accord-
ing to Diller's classification described in Language Teaching
Controversy, we can make further analogies between the
previously-mentioned distinctions and the types of linguists as
well as those of teaching methodologies. That is, the Barnes'
distinction between "the school/transmisslion knowledge/teacher"
and "the action/interpretation knowledge/teacher" can be ab-
solutely analogous to the distinction between "structuralists/
empiricists,” who advocate "audio-lingual method” or "oral ap-

proach,” represented by "pattern practice"” or mechanical "rote-
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memorization," and "rationalists/cognitivists,” whose belief is
the ESL/EFL learners' "creative construction”" or their "LAD
(i.e., language acqulisition device),"” borrowing Chomsky's ter-

minology, represented by actlve and creative "cognitive-code
learning.” In other words, the process of "habit-formatiocn" |is
compared to "trangmission,"” which Barnes uses for elaborating
the description of his term "school knowledge,”™ which Is
mechanical, one-way directed to students, and thus teacher-
centered; while the process of "cognitive construction” can be
essentlially creative, two-way communicative as well as reflec-
tive, and student-ortented/inttlated. As far as the fundamental
ceducational phllosophy I8 concerned, we can make such analogical
statements among the contrastive schools of theortes stated
above, which leads us to establlsh such comparison or paral-
lelism between school knowledge, rote-memorization, learning vs.
action knowledge, cognitive creativity/creative construction,

and acquisition.

[II. SOME IMPLICATIONS TO EFL CLASSROOMS

In the following, let me suggest examples of "communicative,
process-oriented” interactional activities to achlieve the goal
of:creating an actual "skill-using” environment, referring to
some principles advocated by some scholars In the field.
1) The teacher asks each student to write his/her own diary,
which Is meaningful to the students, for they can feel free to
write whatever topics relevant to their everyday 1ife, e.g.,
about their dreams and hopes, future plans, or experiences
concerning friendshlp, and 80 on.
2) In class, students share thelr oplnions or values in the
form of group debates or dliscussions about what they read, by
means of which they are expected to acquire communicative skills

through autonomous interaction. They are given more meaningful
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contexts in which they learn the foreign language, for they have
to "think," "discuss,” and "write" about their own experlences.
3) The teacher can incorporate '"values clarification" activity
advocated by Simon, Howe, and Klrschenbaum. in which the teacher
can demonstrate that what goes on in the classroom should be
relevant and attached to the real things that are going on in
students' llves --- "thelr dally encounfers with friends, with
strangers, with peers, with authority figures; the social and
academic tasks that agsault or assuage their egos.”" (1972, 13)
In addition, "This is a confusing world to llve in. At every
turn we are forced to make cholces about how to live our lives.
fdeally, our cholces will ‘be made on the basis of the values we
hold; but freguently, we are not clear about our own values."
(Ibld., 14) Everythlng we do calls for thought, opinion-making,
decision-making and action based on our consciously or ‘
unconscliously-held bellefs, attitudes and values.

As a result,
the humanistic "values clarification” approach is appropriate
and applicable to teach EFL students. While they study English,
they should learn to acquire the skill or ability to solve
problems in thelr dailly life situations by means of their
values.

4) Having students do tasks in pairs and in small groups
provides the "uge of slituations of utterance,” which allows lan-
guage learning to become "a process of acquiring a new ald to
action.” This offers them an important environment where they
can establlish social relations and share information and ideas
and teach and help other peers create new ideas or reshape.and
improve them in the language. As Rivers & Temperley gtate, "Our
goal is for the students to be able to lnteract freely with
others." (1978, 3) Through discussjion students are able to
"compare hls/her mental pilcture with someone eise's.” (Stevick,

1982, 62) Students are expected to be involved in situations
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that reveal the interactional nature of language: "establlishing
social relations and maintaining them; seeking and giving
information; learning, or teaching others, to do or make some-
thing." (Herron, 1981, 296) Moreover, Sandra Savignon (1972),
Ronald Applebaum (1974), and Dewey (1897) assert that the new
slogan of communicative competence is the ability to function In
a truly communicative setting --- that is, In a dynamic exchange
of information, and a model of communication must include a
situational context, and the essence of communication is to act
together for a common purpose. (Herron, 198!, 29b)

5) Having the students make thelr own speeches is another way
to "increase lhelir feeling of personal investment in what they
are doing from momen! to moment, and to increase the lilkelihood
that what they are doing flts exactly into what they know and do
not know and are ready for at any glven time." (Stevick, 1982,
62-63)

Thus, using productive skills after having practices recep-
tive skiilg, teachers can move students "from the skill-
acquisition stage to the skill-using one,”" for "knowledge" from
the information and "intenslive practice (skill-getting)"” from
listénlng and cloze exercises are not enough to ensure conflident
interaction. Just memorizing baslic sentences and new words does
not guarantee that students can express themselves fully in real
communicative situations. Although it is true that "vocabulary
learning is an Integral part of learning about new things and
expressing new thoughts, the words are not our words, the
thoughts ﬁot our thoughts." (Diller, 1978, 36) Furthermore,
vocabulary should be taught in a living language because [t 1is
easier for us to remember when each new word expresses for us a
thought or concept which we want to remember. As Diiler says,
"If the word is essential for the thought, we will remember the

words." (lbid., 35) Therefore, in language learning it iIs qulte
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necessary for learners to make "assocliation” in the course of
studying lexlical ltems with thoughts or ideas expressed in
texts. Students should practice {n actual, purposeful! conversa-

tional exchange with others, which would make them think In the
tanguage and create their own living languages to communicate
with others, where "Learning becomes the learner's respon-
sibility."” (Morrow, 1981, 63) The teacher can help and advise,
but only the learner can learn. Borrowing one Chinese proverb
which says, "I hear, and 1 see, then | touch, and [ learn,™

"Only by practicing communicative activities can we learn to
communicate.” (lbid., 64)

IV. CONCLUSION

As itllustrated above, Barnes' model of communication-learning
suggests a change or an lInnovation in terms of the patterns
having been prevalent still now. This reform is necessary, for
the way in which most foreign language classes are conducted now
hardly allows students to use their potential, which does not
lead to what Barnes calls "real learning."” Instead, language
teachers are great!ly advised to let students enact knowledge by
having them work in small groups, which seems to be practically
the essential idea or central core of Barnes' pedagogical im-
plications. Here, we can find the intrinsic value of fostering
communication and letting students freely explore and try out
their cognitive skills, although we have not vyet been able to
come up with a plausible definition as to the speciflc approach
to develop, handle or account for some varlabilities in the de-
grees of hypothetlical and independent! modes of thinking in in-
dividual EFL learners.

Barnes, not being Judgmental, makes his best contribution by
developing theoretical expectations to confront with what hap-

pens in the real world. Consequently, in terms of making a
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hypothelical contribution, he goes from one pole to the other:
(1) from lteacher control to students formulation of knowledge,
(2) from language as reflection to language as communication,
(3) from a classroom constrained by outside main variables to a
classroom free for learning,

(4 from a teacher subject to a "hidden curriculum” to a teacher
free to act.

Finding him-/herself somewhere alone the above-described con-
tinuum, a teacher considers Barnes quite encouraging and enrich-
ing, as he/she can take into account other thinkers to establish

new connections. in this way, From Communication to Curriculum

glves a clear message o teachers, asking them to be responsiblie
for what is going on in the classroom, stating that what goes on
in the classroom has llittle relation with what goes on outside.
As a resullt, we can summarize Barnes' points of discussion in
accordance wilh lhe series of dislinctions he makes a case for
in his book, whlich are, especially between Transmission and In-
terpretation styles of teaching, between Presenting and Sharing,
Classification and Framing, School Knowledge and Action -
Knowledge, and between the student as world-receiver and as
world—maker. that are all aspects of two almost contradictory
syétems of rules. The first system is depicted as static,
closed system of unchangeable Truths, whereas the second as ten-
tative, which calls for the hypothetical thinking and therefore
accepts a range of self-generated alternatives for both student
and teacher as well as vailues the present experlience of the
learner, with an understanding of how new knowledge changes that
experience even 1f It proceeds from it. Indeed, In this ex-
ploratory way of thinkling, no Truth is to be passed on, and in-

stead, it is an ever-changing phase of knowing that can always

be explored anew and in new ways.

Conseguently, the ideal learning situation would be rich in
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choices of individual contexts for exposure to and use of the
language being learned, with the content of communication always
taking precedence over the form it takes, and language being
more of a means than an end, which exactly portrays what Barnes
depicts near the end of his last chapter as the "multi-cultural
classroom,” In which "knowledge Is equally accessible to all
pupils, whatever sub-culture they come from,"” and which "would
accept as valuable a far wider range of beliefs, understandings
and values” than presently prevails.

To sum up, [ believe that language learning should be carried
out in learner-centered, communicative, and personallized situa-
tlons, so that the ailm of the overall educ&llon. namely, nurtur-
ing the abllity to acqulire the true "action knowledge” indispen-
sable for each student's li1fe on his/her own, should be ful-
filled even In such one-phased and 1imited "skill~

getting/acquiring” language classrooms.
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