CHAPTER 1
PRINCIPLES OF FOREIGN LANGUAGE TEACHING AND LEARNING

(Prof. Endang Fauziati)
1.1. Introductiontc "Introduction"
Foreign language teachers have long been engaged in scientific approaches to foreign language teaching methodology based on experimentation and research on linguistic, psychological, and pedagogical foundations. They must have good understanding on the underlying principle or theoretical background which underpins the emergence of the teaching methodology. This provides them with a comprehensive grasp of theoretical foundations of foreign language teaching and can serve as an integrated framework within which a foreign language teacher can operate to formulate an understanding of how people learn foreign languages. Such an understanding will make them enlightened language teachers, having adequate understanding of why they choose a particular method or technique of teaching for particular learners with particular learning objectives. This is also supposed to encourage teachers to develop an integrated understanding of the underlying principles of second or foreign language teaching methodology. 

This section will shed light on some principles or theories which are relevant for language teaching. Four major theories are deliberately chosen for the discussion here, namely: theory of learning, theory of language, learner learning style, learner language, and learner language analysis.
1.2. Theory of Learning
There are four major theories of language acquisition and language learning which many psycholinguists and applied linguistics are familiar with, namely: Behaviorism, Cognitivism, Humanism, and Constructivism. These theories will be discussed in their relation to foreign language teaching methodology.

1.2.1. Behaviorism

Behaviorist theory is originated from Pavlov's experiment which indicates that stimulus and response work together. In his classical experiments he trained a dog to associate the sound of a tuning fork with salivation until the dog acquired a conditioned response that is salivation at the sound of the tuning fork. A previously neutral stimulus (the sound of the tuning fork) had acquired the power to elicit a response (salivation) that was originally elicited by another stimulus (the smell of food). Watson (1913), deriving from Pavlov’s finding has named this theory Behaviorism and adopted classical conditioning theory to explain all types of learning. He rejects the mentalist notion of innateness and instinct. Instead, he believes that by the process of conditioning we can build a set of stimulus-response connections, and more complex behaviors are learned by building up series of responses. B.F. Skinner (1938) followed Watson’s tradition and added a unique dimension to Behaviorism; he created a new concept called Operant conditioning. According to skinner, Pavlov’s classical conditioning (Respondent Conditioning) was a typical form of learning utilized mainly by animals and slightly applicable to account for human learning. Skinner’s Operant Conditioning tries to account for most of human learning and behavior. Operant behavior is behavior in which one operates on the environment. Within this model the importance of stimuli is de-emphasized. More emphasis, however, is on the consequence of stimuli. So, reinforcement is the key element. Therefore, the teaching methodology based on skinner’s view rely the classroom procedures on the controlled practice of verbal operants under carefully designed schedules of reinforcement. Operant conditioning, then, is a mechanistic approach to learning. External forces select stimuli and reinforce responses until desired behavior is conditioned to occur. In sum, we can say that learning is basically viewed as a process of conditioning behavior. From this tenet comes the definition of learning as “a change in behavior”. In accordance with Skinner’s theory, Brook (1964: 46) has defined learning as “a change in performance that occurs under the conditions of practice”.

Skinner’s theory of behaviorism has profoundly influenced the direction of the foreign language teaching. The simplicity and directness of this theory—learning is a mechanical habit formation and proceeds by means of the frequent reinforcement of a stimulus and response sequence—has enormous impact on language teaching. It provides the learning theory, which underpins the widely used Audiolingual Method (ALM) of the 1950s and 1960s. This method, which will be familiar to many language teachers, has laid down a set of guiding methodological principles based on two concepts: (1) the behaviorist stimulus-response concept and (2) an assumption that foreign language learning should reflect and imitate the perceived processes of mother tongue learning.   Classroom environment in Audiolingualism, therefore, is arranged in which there is a maximum amount of mimicry, memorization and pattern drills on the part of the learners. Ausubel (1968) calls this type of learning as rote learning. On the other part, the teacher is supposed to give rewards to the utterances coming closest to the model recorder and to extinguish the utterances, which do not.
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1.2.2. Cognitivism
Skinner’s theory of verbal behavior has got a number of critics, especially from cognitive psychologists; among them was Noam Chomsky (1959) who argued that Skinner’s model was not adequate to account for language acquisition. In Chomsky’s view much of language use is not imitated behavior but is created a new from underlying knowledge of abstract rules. Sentences are not learned by imitation and repetition but ‘generated’ from the learner’s underlying ‘Competence’ (Chomsky, 1966). Cognitivism believes that people are rational beings that require active participation in order to learn, and whose actions are a consequence of thinking. Changes in behavior are observed, but only as an indication of what is occurring in the learner’s head. Cognitivism focuses on the inner mental activities (the processes of knowing) such as thinking, memory, knowing, and problem-solving. Knowledge can be seen as schema and learning is a change in a learner’s schemata. The mind just like a computer: information comes in, is being processed, and leads to certain outcomes. So, learning is considered as an active, constructive, cumulative, and self-directed process that is dependent on the mental activities of the learner (Sternberg 1996). Cognitive theories, therefore, have replaced behaviorism in 1960s as the dominant paradigm. 

Cognitive psychology, together with Chomsky’s transformational grammar, gave rise to its own method of language learning called Cognitive Approach or Cognitive Code Learning. The role of the teachers is to recognize the importance of the students’ mental assets and mental activity in learning. Their task is also to organize the material being presented in such a manner that what is to be learned will be meaningful to the learners. The classroom procedures emphasize understanding rather than habit formation (cf. Audiolingual Method). All learning is to be meaningful. In so doing, the teacher can (1) build on what the students already know; (2) help the students relate new material to themselves, their life experiences, and their previous knowledge; (3) avoids rote learning (except perhaps in the case of vocabulary); (4) use graphic and schematic procedures to clarify relationships; (5) utilize both written and spoken language in order to appeal to as many senses as possible; (6) attempt to select the most appropriate teaching-Learning situation for the students’ involvement.; and use inductive, deductive, or discovery learning procedures as the situation warrants.
1.2.3. Humanism
Humanistic psychology emerged in the 1950s as a departure from the scientific analysis of Skinner’s Behaviorism and even from Ausubel’s cognitive theory. In humanistic view, human being is a whole person who not only has physic and cognition, but more importantly has feeling and emotion. Learning, therefore, has more affective focus than behaviorist and cognitive ones; it focuses more on the development of individual’s self-concept and his personal sense of reality. From 1970s, humanism in education has attracted more and more people’s attention. According to its theories, the receiver in education is first a human being, then a learner. If a person cannot satisfy his basic needs physically and psychologically, he will surely fail to concentrate on his learning whole-heartedly. Affect is not only the basic needs of human body, but also the condition and premise of the other physical and psychological activities. So learning and the affective factors are closely connected. 

Wang (2005: 1) notes that there are three prominent figures in this field, namely: Erikson, Maslow, and Rogers. Erik Erikson who developed his theory from Sigmund Freud claims that “human psychological development depends not only on the way in which individuals pass through predetermined maturational stages, but on the challenges that are set by society at particular times in their lives” (1963: 11). The second figure is Abraham Maslow (1968), who proposes a famous hierarchy of needs---deficiency (or maintenance) needs and being (or growth) needs. Deficiency needs are directly related to a person’s psychological or biological balance, such as the requirements of food, water or sleep. Being needs are related to the fulfillment of individual potential development. The third one is Carl Rogers (1969), who advocates that human beings have a natural potential for learning, but this will take place only when the subject matter is perceived to be of personal relevance to the learners and when it involves active participation of the learners. Although these three humanists have different ideas, their theories are all connected with humanism and their theories contribute greatly to the emergence of humanistic approach. (Wang, 2005: 2) Among these three, Rogers has been the most influential figure in the field of foreign language teaching methodology.       

According to Rogers (in Brown, 1980: 76), the inherent principle of human behavior is his ability to adapt and to grow in the direction that can enhance his existence. Human being needs a non threatening environment to grow and to learn to become a fully-functioning person. He states that fully-functioning person has qualities such as: (1) openness to experience (being able to accept reality, including one's feelings; if one cannot be open to one’s feelings, he cannot be open to actualization; (2) existential living (living in the here-and-now); (3) organismic trusting (we should trust ourselves—do what feels right and what comes natural); (4) experiential freedom (the fully-functioning person acknowledges that feeling of freedom and takes responsibility for his choices) and (5)  creativity (if we feel free and responsible, we will act accordingly, and participate in the world; a fully-functioning person will feel obliged by their nature to contribute to the actualization of others, even life itself).

Humanistic principles have important implications for education. According to this approach, the focus of education is learning and not teaching. The goal of education is the facilitation of learning. Learning how to learn is more important than being taught by the superior (teacher) who unilaterally decides what will be taught. What needed, then, is real facilitator of learning.  A teacher as a facilitator should have the following characteristics: (1) He must be genuine and real, putting away the impression of superiority; (2) He must have trust or acceptance from his students as valuable individuals; and (3) He needs to communicate openly and emphatically with his students and vice versa. (Brown, 1980: 77) 

Humanistic approach has given rise to the existence of foreign language teaching methodology such as Community Language Learning by Curran, Silent Way by Gattegno and Suggestopedia by Lazanov, and Communicative Language Teaching. There are several concepts that are closely allied to Communicative Language Teaching such as Task-Based Language Teaching, Cooperative Language Learning, Collaborative Language Learning, Active learning, and Active, Interactive, Communicative, Effective, and Joyful Learning or popularly known in Indonesia as PAIKEM (Pendekatan yang aktif, interaktif, komunikatif, efektif, dan menyenangkan). These terms are simply expression for the latest fashions in foreign language teaching. They could be used to label the current concerns within a Communicative Approach frame work (Brown 2004: 40). These foreign language teaching methods focus on a conducive context for learning, a non-threatening environment where learners can freely learn what they need to. There are aspects of language learning which may call upon conditioning process, other aspects need a meaningful cognitive process, and yet others depend upon the non-threatening environment in which learners can learn freely and willingly. Each aspect, however, is required and appropriate for certain type of purpose of language learning. 

1.2.4. Constructivism 

The latest catchword in educational field is constructivism which is often applied both to learning theory (how people learn) and to epistemology (the nature of knowledge). In pedagogy, constructivism is often contrasted with the behaviorist approach. Constructivism takes a more cognitive approach as Glaserfled (in Murphy, 1997: 5) argued “From the constructivist's perspective, learning is not a stimulus-response phenomenon. It requires self-regulation and building of conceptual structures through reflection and abstraction.” 

Constructivism is a philosophy of learning founded on the premise that, by reflecting on our experiences, we construct our own understanding of the world we live in. In other words, it refers to the idea that learners construct knowledge for themselves. This is in consonant with Holzer (1994: 2) who states that "the basic idea of constructivism is that knowledge must be constructed by the learner. It cannot be supplied by the teacher." Each learner individually and/or socially constructs meaning as he or she learns. The construction of meaning is learning; there is no other kind. The dramatic consequences of this view are twofold, namely: (1) we have to focus on the learner in thinking about learning (not on the subject/lesson to be taught); and (2) There is no knowledge independent of the meaning attributed to experience (constructed) by the learner, or community of learners.

Based on Piaget's definitions of knowledge, Bringuier (in Holzer, 1994: 2) provides clue of how learning can be nurtured or developed. He states that “Learning is an interaction between subject and object. It is a perpetual construction made by exchanges between thought and its object”. Thus, the construction of knowledge is a dynamic process that requires the active engagement of the learners who will be responsible for ones' learning, while, the teacher only creates an effective learning environment. 

Current conception of constructivism tends to be more holistic than traditional information-processing theories (Cunningham, 1991). It has extended the traditional focus on individual learning to address collaborative and social dimensions of learning. Hence, this often referred to as social constructivism. Another sister term is Communal Constructivism that was introduced by Bryn Holmes in 2001. Social constructivist scholars view learning as an active process where learners should learn to discover principles, concepts and facts for themselves; hence it is also important to encourage guesswork and intuitive thinking in learners. The social constructivist model thus emphasizes the importance of the relationship between the student and the instructor in the learning process; individuals make meanings through the interactions with each other and with the environment they live in. Knowledge is thus a product of humans and is socially and culturally constructed (Prawat and Floden 1994).  In sum, learning is a social process; it is not a process that only takes place inside our minds (Cognitivism), nor is it a passive development of our behaviors that is shaped by external forces (Behaviorism). Meaningful learning occurs when individuals are engaged in social activities (McMahon, 1997). This current conception of social constructivism, according to Wood (1998: 39) can possibly be viewed as the bringing together of aspects of the work of Piaget with that of Lev Vygotsky. 

Vygotsky’s Concept: One of Vygotsky’s (1978) concepts which is very influential in pedagogical field is the Zone of Proximal Development (ZPD). This was originally developed by Vygotsky to argue against the use of standardized tests as a means to determine students' intelligence. He stated that rather than examining what a student knows to determine intelligence, it is better to examine their ability to solve problems independently and their ability to solve problems with the assistance of an adult. 
What is ZPD? One conception states that ZPD is the zones between what Vygotsky calls ‘actual’ development (what the learner can do independently) and ‘potential’ development (what the learner can do in the future, with the help of others now). Every act of learning occurs within a ZPD; building on what the learner already knows and can do. Each learner has two levels of development: a level of independent performance and a level of potential performance. To sum up, ZPD is the gap between these two levels. (Feeze and Joyce 2002: 25-26)

Learning, according to Vygotsky, is first inter-psychological (social) before it is intra-psychological (psychological) in nature; in other words, it begins by being object-regulated, and then is others-regulated, before it is self-regulated. Object-regulation refers to the role played by concrete manifestations of culture in the environment (i.e. objects and artifacts, rituals, routines and daily practices, documents and valued texts, and so on) that function as sign systems that mediate learning. The learners’ starting point is thus social, in the first place, because they begin by taking cues from the environment. Children’s playground activities, for example, are also of value not so much because they provide the children opportunities to manipulate, explore, and discover the environment, but more because the role-playing which often dominates such activities is a form of object-regulation of the children’s understandings of their environment.

One’s potential development, however, cannot be manifested, if learning stops at object-regulation. The key to such a manifestation is the role played by significant others in mediating learning (the stage of others-regulation). Such significant others may include parents, elders, teachers, and more expert peers, who through talk and other means provide explicit or conscious as well as implicit or unconscious guidance to the learner. Returning to the examples of playground activities, this guidance may take the form of explanations of the meanings of the activities or of an expert peers telling another their own view. It is at the stage of others-regulation that language becomes important, not only to facilitate the transactions between ‘expert’ and learner, but also enable key concepts to be understood and retained.

For the potential development manifested by what the learner is able to do with the help of others to be transformed eventually into actual development; self-regulation is vital. This is the stage in which the learners process and manipulate by themselves the knowledge and understanding gained; they begin to be capable of working independently. Vygostsky confirms that the presence of more capable others in a child’s learning environments enables him/her to be involved in cultural events at social level that eventually develop the her/his individual cultural identity. While individual potential is acknowledged, this potential can only develop to its maximum capacity when he/she child undergoes learning processes involving more knowledgeable others that create social interaction, negotiation, and shared learning. In classroom context, Corden (2000: 8) suggests that “classroom learning can best be seen as an interaction between teacher’s meanings and those of the pupils, so what they take away is partly shared and partly unique to each of them”. 

Constructivism (especially Vygotsky’s ideas) has been adopted by Derewianka (1990) and Butt et al. (2001) to design a foreign language teaching method called Genre-Based Approach. This model is firstly popularized as Curriculum Cycle which is very influential in school settings in New South Wales, Australia, as well as in Singapore. This is a simple model for developing complete lesson units (cycles) around text types/genres to be taught, and has as its ultimate aims of helping learners to gain literacy independently through mastery of text types and genres. Each lesson unit (cycle) has as its central focus on a chosen text type or genre, and consists of a fixed sequence of stages. The descriptions of the cycle in Derewianka (1990) and Butt et al. (2001) vary in minor ways, but four phases essential for developing control of a genre may be identified, namely: Context Exploration, Text Exploration based on Model Texts, Joint Construction of a Text, and Individual Application.

Every cycle begins with context exploration, ‘context’ referring to the possible contexts of situation in which the chosen text-type or genre may be used. This phase resembles the pre-listening/reading/speaking/writing phase that has come to be typical in Communicative Language Teaching (CLT), and the activities that may be carried out may resemble to typical pre-activities in skills-based teaching. However, where traditional pre-activities have aims as warming up and activation of mental schema, the main goal of the genre-based Curriculum Cycle is to help students to become aware of and understand some aspects such as: the social purpose of the chosen genre, the contextual factors influencing the production of the texts, and the texts themselves. Based on Vygotskian principles, another important aim of the context exploration phase, from the teacher’s point of view, is to establish the learners’ ‘actual development’ or starting point. (Derewianka, 1990; Butt et al., 2001)

 The next stage, text exploration based on Model Texts, is the first of two perhaps distinctive key phases in the Curriculum Cycle that demonstrates how GBA different from other forms of CLT. The aims of this phase are to familiarize the learners with the target text-type/genre, and to draw attention to organizational and linguistic features commonly found in texts belonging to it. Model texts play a crucial role in this phase, providing, in Vygotsky’s terms, the necessary object-regulation. Using such model texts, the pedagogical activities to make explicit the features of the text-type are carried out. These may include a range of established ‘communicative activities’, such as the re assembling of ‘jigsaw’ texts or information gap exercises, but the tasks are deliberately constructed in such a way as to highlight the salient lexical and grammatical features. 


Thus, the tasks aim to be implicitly analytical, and not just to facilitate interaction as an end in itself. Of course, more explicitly analytical work is also possible: for example, students may be asked to ‘hunt’ for and highlight all instances of a specific grammatical form. Direct teaching by the instructor is also an option, in order to make the features obvious to the learners. How the formal features work to help the text-type achieves its purposes are also discussed or explored. The teacher plays a key role in others regulation throughout this phase. (Derewianka, 1990; Butt et al., 2001)

Others-regulation continues and takes centre-stage in the next stage, the joint construction. Here, referring to the model texts, and making use of the knowledge and awareness gained from the exploration of the text, the students work with the teacher to construct their own texts (spoken or written) in the text-type/genre. This can take some forms of activity such as teacher-fronted whole-class co-construction of a single text on the board, small-group or pair construction with the teacher helping each group or pair by turn, or teacher conferencing with individual students. 

In the case of writing, as with process approaches, the texts may go through a few rounds of drafting, editing, and re-drafting. The model texts continue to provide object-regulation, while others-regulation comes from not only the teacher but also from other students, as more expert peers guide others. What is to be noted in both the text exploration and joint construction phases is that while there is much oral interaction taking place, its nature and intention is different from that of most forms of CLT. Where the interactive activities in CLT are often designed to simulate real life interaction, directed a providing opportunities for talking in the language, the talk in GBA is about using language and is focused on a collaborative effort to learn to accomplish a purpose in the language.

The last stage in the Cycle, individual application, as the name suggests, requires learners to work individually/independently, for example, in the case of writing, to produce individual essays. Ideally, this is carried out only after the students have successfully produced a jointly constructed text or understanding of a text. This phase then provides the opportunity for self-regulation, the crucial final stage in Vygotsky’s model of learning. What each learner produces can be further recycled through further others-regulation (e.g. peer editing, teacher feedback), until the learner attains a desired level of attainment. (Derewianka, 1990; Butt et al., 2001)
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1.3. Theory of Language
This section discusses some language theories which are relevant with the current issues in foreign language teaching and learning, especially in Indonesia context. The chosen topics for the discussion here are genre and text, speech act, and communicative competence. 

1.3.1. Genre and Text

Current teaching method of English is widely known Genre-based approach (GBA). According to Hyland (2003), GBA has varied theoretical bases in linguistics, such as Rhetorical Structure Theory in North America (Mann & Thompson, 1988) and Generic Structure Potential theory in Australia (Halliday & Hasan, 1989), in fields such as genre analysis. Genre analysis is the study of how language is used within a particular setting (Swales 1990) and is concerned with the form of language use in relation to meaning (Bhatia 1993). This is a tool to examine the structural organization of texts by identifying the moves and strategies, and to understand how these moves are organized in order to achieve the communicative purpose of the text. Genre analysis also examines the lexico-grammatical features of genres to identify the linguistic features chosen by users to realize the communicative purpose, and to explain these choices in terms of social and psychological contexts (Henry & Roseberry, 1998). Other considerations in genre analysis include the communicative purpose, the roles of the writer and the audience, and the context in which the genre is used. The results from analyzing a genre serve as the instructional materials in genre-based instruction. 
What is a genre? Swales (1990: 58) identified a genre as “a class of communicative events, the members of which share some set of communicative purposes”. His definition offers the basic idea that there are certain conventions or rules which are generally associated with a writer’s purpose. For example, personal letters tell us about (their writers’) private stories and film reviews analyze movies for potential viewers. Most genres use conventions related to communicative purposes; a personal letter starts with a cordial question in a friendly mood because its purpose is to maintain good relationships, and an argument essay emphasizes its thesis since it aims at making an argument. They are the examples of written genres.
Meanwhile, according to Byram (2004: 235), genre refers to “a staged, goal-oriented, purposeful activity in which speakers engage as members of their culture”. Some circumstances as examples of spoken genres are buying fruits, telling a story, writing a diary, applying for a job interview, writing an invitation letter, and so on (Kay & Dudley-Evans, 1998: 309). Each spoken genre has a specific goal that people should achieve through several steps. Thus, the specific social goals become main focuses when genre is discussed. The implication is that when writing, the context of a situation should be considered and analyzed in order to anticipate what linguistic features are required. All genres control a set of communicative purposes within certain social situations and each genre has its own structural quality according to those communicative purposes. (Kay and Dudley-Evans, 1998: 309) 
Genres also refer to more specific classes of texts, such as newspaper reports or recipes. Texts of each genre may be purely of one text-type (for example, a bus schedule is purely an Information Report, while most recipes are purely of the text type ‘Instructions’) or they may be a blend (for example, sermons often include stretches of narratives or recounts, as well as explanations, while usually expository in intent). The classification and labeling of genres may vary, depending, among other things, on the theoretical influences behind each approach. For example, in some instances, written genres are defined in terms of familiar broad categories such as Narratives, Description, Persuasion, Argumentation, etc. Another approach makes a distinction around six text prototypes called text types, and more specific genres that employ each or combinations of these text types. Whatever the differences, categorization is based on what the discourse seeks to achieve or to do socially, for example, to tell a story (Narratives) or to argue an opinion (Argument, Exposition).
The specification of genres to be taught in language teaching is based on the classification used by many systemic functional linguists, especially in applications to classroom teaching of English (e.g. Derewianka, 1990; Butt et. al., 2001). The classification involves a distinction between text types and genres. Text types refer to text prototypes defined according to their primary social purposes, and six main text types are identified as follows: (1) Narratives tell a story, usually to entertain, (2) Recounts (Personal, Factual) tell what happened, (3) Information Reports provide factual information, (4) Instructions tell the listener or reader what to do, (5) Explanations explain how or why something happens, and (6) Expository Texts present or argue viewpoints.
The structural features of genres include both standards of organization structure and linguistic features. Standards of organizational structure refer to how a text is sequenced. What is a text? A text is a semantic unit, a unit of language that makes sense. A conversation, talk, or a piece of writing can be called a text only when it makes sense. When it does not make sense, it is not a text; it is not communication. Communication happens only when we make sensible texts. (Agustien, 2006: 5) Meanwhile, Butt et al. (2001: 3), state that a text refers to “a piece of language in use”, which is a “harmonious collection of meanings appropriate to its context” and hence has “unity of purpose”. In other words, texts are stretches of language that may be considered complete in themselves as acts of social exchange. Length and mode of communication are immaterial:  a text may be long or short, written or spoken. A brief exchange of greetings as two acquaintances pass each other is as much a text as is a 600-page novel. 
Common sets of linguistic features can constitute a text type. Biber in Paltridge (1996: 237) states that a text type is “a class of texts having similarities in linguistic forms regardless of the genre”. Hammond in Paltridge (1996: 237-239) exemplifies the characteristics of several genres and categorized them according to similarities in text types: recipes have procedure type of text; personal letters are often used tell private anecdotes; advertisements deal with description; news articles have recount type; scientific papers prefer passive voice over active voice in presenting reports; and academic papers commonly have embedded clauses (Paltridge, 1996: 237-239). This means that different text types involve distinctive knowledge and different sets of skills.
1.3.2. Speech Act

Speech act is an act of communication. In attempting to express themselves, people do not only produce utterances containing grammatical structures and words, they perform action via those utterances. Actions which are performed via utterances are generally called speech act. In English speech acts are “commonly given more specific labels, such as apology, complaint, compliment, invitation, promise or request” (Jule, 2000: 47). Speech act theory focuses on communicative acts, which are performed through speech. It is coined by Austin (1962). He observed that sentences are not always used to report state affairs; some sentences, in certain circumstances, must be treated as the performance of an act. 


Austin also has proposed the distinction between constatives and performatives. The first refers to declaratives whose truth/falsity can be judged and the latter is the opposite, lack of a truth-value since performatives ‘do’ and action. This distinction helps reveal Austin’s view of two aspects of the conditions underling speech acts: context and text (circumstance and language). There are also possibilities that performatives can be realized without verbs and not all types of performatives need verbs specialized to that task. He proposes the term explicit performatives (with verb) and primary performatives (without verb). One outcome of this is that primary performatives can be ambiguous, the saying “this house is yours’ may be either an act of bequeathing (I give it to you) or an acknowledgement that it (already) belongs to you.


Austin has also proposed several tests to identify performative verbs. First, the simplest is that hereby can be inserted before the verb. Thus one can say: I hereby promise …… but not I hereby sing. …Another way is to ask whether the saying of an utterance is the only way to perform the act, for example, one cannot apologize, or promise without saying something to someone, whereas one can be sorry, be grateful or intent to do something without saying anything. And the easiest speech acts to recognize would appear to be those which contain explicit performative verbs such as “promise, bet, warn, bequeath, state”, etc.


We have seen that utterances in speech acts have certain qualities. On any occasion, the action performed by producing an utterance will consist of three related acts: a locutionary act, an illocutionary act, and a perlocutionary act. The locutionary act is the act of saying something; producing a series of sounds which mean something. This is the language aspect, which has been the concern of linguistics. The illocutionary act is the issuing of an utterance or the act performed when saying something. It includes acts of betting, promising, ordering, warning, etc. Thus, to say, “I promise to come” is to promise to come. The perlocutionary acts is the actual effect achieved ‘by saying’ on hearers. This is also generally known as the perlocutionary effect. 


Austin has basically proposed grouping his performative verbs into five major classes:

(1) Verdictives. They are typified by the giving of a verdict (judgment) by a jury, arbitror or referee, such as the words “acquit, grade, estimate, and diagnose”.

(2) Exercitives. Verbs with the exercising of powers, rights, or influence, such as the words “appoint order, advice, and warn”.

(3) Comissives. Verbs which commit the speaker to do something, but also include declarations or announcements of intention, such as the words “promise, guarantee, bet, and oppose.”
(4) Behabities. A miscellaneous group concerned with attitudes and social behavior, such as the words “apologize, criticize, bless, challenge.”

(5) Expositives. Verbs which clarify how utterances fit into on-going discourse and how they are being used, such as “argue, postulate, affirm, and concede.”
                                             (Austin, 1962; Coulthard, 1985, Schiffrin, 1999)

Here are some other examples of speech acts that we use or hear every day: 

Greeting
: "Hi, Mommy. How are things going?"

Request
: "Could you pass me the mashed potatoes, please?"

Complaint
: "I’ve already been waiting three weeks for the computer, and I was told it  would       

                           be delivered within a week."

Invitation

:  "We’re having some people over Saturday evening and wanted to know if 
    you’d like to join us."

Compliment
:   "Hey, I really like your tie!"
Refusal            : "Oh, I’d love to see that movie with you but this Friday just isn’t going to                             
                           work."
1.3.3. Communicative Competence
One of the theoretical bases for foreign language teaching is that language as communication. Thus, the goal of language teaching is to develop what Hymes (1972) referred to as "communicative competence." Hymes coined this term to contrast a communica​tive view of language and Chomsky's theory of competence and performance. For Chomsky (1965: 3) competence is “the speaker-hearer’s knowledge of his language.” Speaker and hearer are defined as those ideal individuals in a completely homogeneous speech community. For Hymes (1970) the ideal speaker-hearer simply does not exist, because a completely homogeneous speech community is simply non-existent. The language used for communication in society is so full of varieties that competence must be coupled with performance. For Chomsky, the focus of linguistic theory was to characterize the abstract abilities speakers possess that enable them to produce gram​matically correct sentences in a language (Chomsky 1965: 3). Hymes held that such a view of linguistic theory was incomplete, that linguistic theory needed to be seen as part of a more general theory incorporating communication and culture. 

Hymes's theory of communicative competence was a definition of what a speaker needs to know in order to be communicatively com​petent in a speech community. In his view, a person who acquires communicative competence acquires both knowledge and ability for language use with respect to: (1) whether or not something is formally possible (grammaticality); (2) whether or not something is feasible (natural and immediately comprehensible); for example, The cat that the dog chased died is feasible, in the intended sense whereas This is the man that hit the dog that chased the cat that died is totally not feasible (Chomsky (1965: 10); (3) whether or not something is appropriate in relation to a context in which it is used; (4) whether or not something is in fact done and actually performed. (Hymes, 1972: 281; Brumfit and Johnson, 1989: 14) Hymes seems to have parameters with a wider coverage of communicative competence which encompasses not only the formally grammatical but also what is easily understood, appropriate to context, and actually done.
Based on Hymes’s concepts, Michael Canale (1983: 43) proposed communicative competence which includes four domains of knowledge and skills as follows: (1) Grammatical competence or linguistic competence which refers to the ability to use the language correctly, how well a person has learned features and rules of the language. This includes vocabulary, pronunciation, and sentence formation. How well does the learner understand the grammar of English? Teachers call this accuracy in language use. (2) Sociolinguistic competence which refers to the learner’s ability to use language correctly in specific social situations – for example, using proper language forms at a job interview. Socio-linguistic competence is based upon such factors as the status of those speaking to each other, the purpose of the interaction, and the expectations of the players. How socially acceptable is the person’s use of English in different settings? This competency is about suitability of using language. (3) Discourse competence which refers to the learner’s ability to use the new language in spoken and written discourse, how well a person can combine grammatical forms and meanings to find different ways to speak or write. How well does the student combine the language’s elements to speak or write in English? Teachers often call this ability the student’s fluency. (4) Strategic competence which refers to strategies for effective communication when the learner’s vocabulary proves inadequate for the job, and his or her command of useful learning strategies. Strategic competence is how well the person uses both verbal forms and non-verbal communication to compensate for lack of knowledge in the other three competencies. Can the learner find ways to compensate for areas of weakness? If so, the learner has communicative efficacy.
Figure 2: Canale’s Communicative Competence 

Current theory of communicative competence comes from Celce-Murcia et al. (1995: 10). They describe Communicative Competence as unified competence which comprises of (1) Linguistic competence, (2) sociocultural competence, (3) Actional competence, (4) Discourse competence, and (5) Strategic competence. Discourse competence concerns the selection, sequencing, and arrangement of words, structures and utterances to achieve a unified spoken or written text (i.e. cohesion, deixis, coherence, generic structure, and conversational structure). Linguistic competence refers to the ability to use the language correctly, how well a person has learned features and rules of the language. This includes vocabulary, pronunciation, and sentence formation. How well does the learner understand the grammar of English? Teachers call this accuracy in language use. Actional competence (cf. pragmatic competence and rhetorical competence) is defined as competence in conveying and understanding communicative intent, matching actional intent with linguistic form based on knowledge of an inventory of verbal schemata that carry illocutionary force (speech acts). Socio-cultural refers to the speaker’s knowledge of how to express messages appropriately within the overall social and cultural context of communication such as participant variables, situational variables, stylistic appropriateness factors, etc. Strategic competence refers to strategies for effective communication when the learner’s vocabulary proves inadequate for the job, and his or her command of useful learning strategies. How well the person uses both verbal forms and non-verbal communication to compensate for lack of knowledge in the other competencies? Can the learner find ways to compensate for areas of weakness? If so, the learner has communicative efficacy. (Celce-Murcia, 1995: 5-29)
Figure 3: Celce-Murcia et al.’s Communicative Competence


 



1.4. Learning Style
People learn in different ways. Just as we prefer different hair styles, clothing styles, managerial styles, and music styles, we also feel much more natural and comfortable acquiring information in ways that fit our preferred styles of learning. Learning style is defined as “any individual’s preferred ways of going about learning” (Nunan, 2002: 168). Researchers in educational psychology as well as in SLA field have observed that learners tend to approach learning in a significantly different ways, and these ways are often referred to as “learning Style”. Learners learn differently and one learning style which may suit to one learner may be not adequate for another learner. Learning Styles are relatively stable; teachers may not have a direct influence on this variable. However, they can modify teaching tasks in the classroom to cater the various learning style of the learners. It is also very likely to encourage the learners to stretch their learning style so as to incorporate different approaches to learning they were resisting in the past. (Cohen and Dornyei, 2004: 176) 
Keefe (1979: 4) identifies "cognitive, affective and physiological traits that are relatively stable indicators”; meanwhile Reid (1999: 6) summarises these ideas by proposing three major learning styles: cognitive, sensory, personality.
1.4.1. Cognitive Learning Styles
Cognitive style deals with the mental processes of information. Reid (1999: 6) classifies cognitive styles into three: field-independent/dependent learning styles (FI/FD), analytic/global learning styles, and reflective/impulsive learning styles.
Field independent learners easily separate key details from a complex or confusing background. They tend to prefer situations that allow them freedom in working toward their goals and solving problems. These learners like to work individually.  Meanwhile, Field dependent style is “the tendency to be ‘dependent’ on the total field so that the parts embedded within the field are not easily perceived, although that total field is perceived more clearly as a unified whole” (Brown, 2004: 115). Learners who are field dependent may prefer group projects and need more assistance from the instructor. One way to help these students is to make sure that any diagrams and illustrations used as visual aids contain verbal information explaining them. 

Analytic vs. global learning styles seems to be closely allied with field independence vs. dependence, and indeed may be a more fundamental and more explanatory dimension of learning style. This strands the learners who focus on the main idea or big picture with those who concentrate on details. Global learners tend to like socially interactive, communicative events in which they can emphasize the main idea and avoid analysis on details. Analytic learners tend to concentrate on details and tend to avoid more communicative activities. (Oxford, 2002: 361)  
Reflective learning style is a typical style that produces a slower more calculated answer. Reflective learners tend to “weigh all the considerations in a problem, work out all the loopholes, and then, after extensive reflection, venture a solution”. They tend to think systematically and be more calculated in making decision. Impulsive learning style is the one that produces a quick, gambling answer. Impulsive learners tend to “make a quick or gambling (impulsive) guess at an answer to a problem. Intuitive learners tend to make a number of different gambles before on the basis of intuitions, with possibly several successive gambles before a solution is achieved. (Brown, 2004: 121)  SLA research on the field shows as follows:  learners who are reflective tend to make fewer errors; reflective learners may be better an inductive learning; reflective learners may be slower, but more accurate in reading; and impulsive learners are usually faster readers; impulsive learners go through stages of Interlanguage faster, while reflective learner's seem to lag behind. 
1.4.2. Sensory Learning Styles 
Sensory learning styles refer to the physical, perceptual learning channels with which a learner is most comfortable with (Oxford, 2002: 360). These can be classified into three major types: auditory, visual, and kinesthetic learners. Most people have a combination of learning styles but one is usually stronger. 
An auditory learner learns best when information is presented through hearing things. This means that the more the learner is able to hear the information, the easier it may be for that learner to learn the information.  For the auditory learner, oral presentations are crucial for understanding a subject, as this kind of learner has the ability to remember speeches and lectures in detail but has a hard time with written text. It will be helpful for auditory learners to do the following things, namely: to record lectures, to use word associations, to listen to audiotapes, to read notes aloud, to sit in the front of the class where the teacher can easily be seen and heard, and to study and discuss subjects with other students (Oxford, 2002: 360; Mortensen, 2008: 4-5). Classroom practices which are suitable for them are discussion groups, lectures, tape recorder, cooperative learning, directions discussed by the teacher before an activity is attempted, listening to books read to the group, books on tape, information put to songs, silly sayings that help him/her remember information (i.e. mnemonic devices), and recited poems of information. An auditory learner may prefer to study using the materials just listed.  (Mortensen, 2008: 3) 
Visual learners are those who learn through seeing things. They learn best when information is presented visually. This means that the more the learner is able to see the information, the easier it may be for that learner to learn the information. The visual learner will often lose focus during long oral lectures, especially if these are not accompanied by drawings and illustrations. The visual learner takes mental pictures of information given, so in order for this kind of learner to retain information, oral or written, presentations of new information must contain diagrams and drawings, preferably in color. The visual learner can take a lot of benefit from things such as color-coded notes, using drawings to illustrate, outlining information, and using mind maps and flash cards. (Oxford, 2002: 360) Some of the things a visual learner might need to use are textbooks, worksheets, written notes, maps, flash cards, diagrams, written directions, notes on index cards, notes on the blackboard, information on posters, bulletin boards, written outlines, graphic organizers (a kind of written diagram used for outlining or seeing relationships between concepts), drawings, and pictures. A visual learner may prefer to study using the materials just listed.  Learning activities suitable for visual learners are as follows: drawing a map of events in history or draw scientific process; making outlines of everything; copying what’s on the board; asking the teacher to diagram; taking notes, making lists; watching videos; outlining reading; using flashcards and highlighters, circling words, and underlining. (Mortensen, 2008: 3)
Tactile/kinesthetic learners are those who learn through experiencing/doing things.  They are often described as learners who have problems sitting still and who often bounce their legs while tapping their fingers on the desks. They are often referred to as hyperactive students with concentration issues.  Kinesthetic learner can best benefit from doing things such as classes with hands-on labs, study with (loud) music in the background, use memory and flash cards, and study in small groups, studying in short blocks, taking lab classes, role playing, taking field trips, visiting museums, studying with others, using memory games, and using flash cards to memorize. (Oxford, 2002: 360)
Multi-sensory learners learn best when visual, auditory, and tactile/kinesthetic presentation methods are all employed to learn a particular concept.  This means that the more the learner is able to see, hear, touch, manipulate the materials used to present the information, and use his/her body movements, the easier it may be for that learner to learn the information.  To determine the types of materials a multi-sensory learner might use, look at the suggestions for visual learners, auditory learners, and tactile/kinesthetic learners above.  Basically, you are combining these three presentation methods, when you employ a multi-sensory method.  With regards to studying, a multi-sensory learner will need to combine study methods from the visual, auditory, and tactile/kinesthetic areas outlined above. 
  
1.4.3. Personality Learning Styles 

Personality type is a construct based on the work of Carl Yung. There are many personality types which have been identified; this section, however, just focuses on three major personality types significant in foreign language learning. They include extroversion/introversion and tolerance of ambiguity. 
Extraversion/introversion is often thought of as being bipolar, but in reality it occurs along a continuum. People who fall at the extremes have clear preferences. Those who fall in the middle are called "ambiverts" and can function well in many different situations. Extroverts gain their greatest energy from the external world. They are energized by being with other people. They want interaction with people and have many friendships. Commonly, extroverts talk more and tend to take action with less reflection; they work better in groups than alone; they are good at interpreting body language & facial expressions; they excel during classes with high levels of activity; they respond well to praise and competition; they take a lot of benefits from video-conferencing, face-to-face interaction, class discussion, multimedia, chat rooms, and group work. (Ehrman, 1999; Oxford, 2002)
Introverts derive their energy from the internal world, seeking privacy and tending to have just a few friendships, which are often very deep. They are energized by their own minds and find their energy levels rapidly reduced when interacting with others. Commonly, introverts talk less and reflect more before acting; like to be quiet; better at reflective problem solving and tasks involving long-term memory; like to work independently or with one or two other people; prefer slower, more accurate approach; may have trouble establishing rapport with others; oriented toward inner world of ideas and feelings; prefer low sensory input and low levels of activity; excel at focusing attention for long periods of time in situations if there are no distractions; and have a lot going on in their inner world. They take benefits from activities such as individual work and reading and writing assignments. (Ehrman, 1999; Oxford, 2002)
Tolerance for ambiguity is another style dimension of language learning. It concerns the degree of which learners are cognitively willing to tolerate ideas which are incongruent with their belief system or structure of knowledge. Learners who are tolerant of ambiguity are free to entertain a number of innovative and creative possibilities and not be disturbed by ambiguity or uncertainty. Tolerant learners are more likely to be risk takers and persistent processors, and can be expected to perform well when faced with a learning situation containing novelty, complexity, contradiction and/or lack of structure. In foreign language learning, tolerant for ambiguity has advantages such as learners can accept much contradictory information in the TL and they will entertain innovation. The disadvantages are that learners may become too accepting, may not consider the correct information, and may not integrate rules into a whole system of L2. (Brown, 2004: 120-121)

Intolerant learners are those who typically lack the flexibility and the willingness to perceive ambiguous situations as desirable. In foreign language learning, intolerance of ambiguity has advantages such as learners can guard against the 'wishy-washy' attitude and can deal with reality of foreign language and system. On the contrary, it has some disadvantages such as learners may close mind early in the learning process, may become rigid in learning, too narrow to be creative. (Brown, 2004: 120-121)

1.5. Learner Language
In applied linguistics, learner language is well known as an Interlanguage (the language of the second language learners). This term was first coined by Selinker (1977; 1997) to draw attention to the fact that the learner’s language system in neither that of the mother-tongue nor native language (NL) nor that of the target language (TL). The learner’s language system contains elements of both NL and TL.  If we can imagine a continuum between the first language system (which constitutes the learner’s initial knowledge) and the second language system (which constitutes the target language) we can say that at any given period of L2 development, the learner speaks an interlanguage. Thus, the significant feature of an interlanguage is the existence of error, often referred to as learner error or interlanguage error.

There are several other terms related to interlanguage which have become current such as (1) Transitional Competence, (2) Idiosyncratic Dialect, and (3) Approximative System. Transitional Competence is proposed by Corder (1977) to indicate the fact that learners are developing knowledge of Second Language. Idiosyncratic Dialect (Corder, 1977) is to specify the view that the learner is speaking an Idiosyncratic Dialect.  At any given time, the learner operates a self-contained language variety (dialect), many aspects of his language is unique (idiosyncratic) to the individual learner. Approximative System proposed by Nemser (1971) gives emphasis that the learner’s language has its own system, which is apprtoximative in nature, more or less close to the full second (target) language system. The most popular term is the one proposed by Selinker (1977; 1997), that is, an Interlanguage. This term has been used most frequently of all. 
In his “Rediscovering of Interlanguage”, Selinker (1997) confirms that interlanguage is a universal phenomenon. In general, it deals with the creation of a new ‘inter-systems’ when someone tries to learn other system or it happens when learners learn a new language other than his mother tongue (L2, L3 etc.)
As a language system, interlanguage has specific features different from other natural languages. Adjemian (1976) Selinker (1977; 1997), Yip (1995), and Saville-Troike (2006) discuss four important characteristics of interlanguage: (1) systematic, (2) permeable, (3) dynamic, and (4) fossilization. 
Systematicity: Adjemian (1976: 301) suggests that systematicity should be restricted to its linguistic meaning. Then systematicity should mean that “there exists an internal consistency in the rule and feature system which makes up the interlanguage”. Like all human languages interlanguage must contain an organized set of rules and basic elements (lexical items, phonological units, grammatical categories, etc.) Saville-Troike confirms that “at any particular point or stage of development, the IL is governed by rules which constitute the learner’s internal grammar. These rules are discoverable by analyzing the language that is used by the learner at that time” (2006: 41).  

Permeability: According to Yip (1995: 12), IL refers to "the susceptibility of interlanguage to infiltration by first language and target language rules or forms."  The structures of the interlanguage can be invaded by the learner’s native language, especially when the learner is placed in a situation that cannot be avoided (i.e. lack of knowledge of the TL). Similarly, in other situations, the learner may violate or over generalize rules from the TL in his effort to produce the intended meaning.  Both of these processes (native language transfer and overgeneralization) reflect the basic permeability of interlanguage.
Dynamicity: Interlanguage is dynamic in the sense that “the system of rules which learners have in their minds changes frequently, resulting in a succession of interim grammar” (Saville-Troike 2006: 41). The system of interlanguage is thought to be incomplete and in a state of flux. For this reason, Corder (1982) gave the term “transitional competence”. This expresses the idea that the TL knowledge system being developed by the learner is a dynamic one. It is in a state of flux or constantly changing, as new knowledge of the L2 is added, an adjustment in the competence already acquired takes place. 

Figure 4: Interlanguage Development
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Fossilization: The term fossilization was first introduced by Selinker (1988: 92), to refer to "the persistence of plateaus of non-target like competence in the interlanguage". When its dynamicity and permeability is lost, the features of an interlanguage become subject to fossilization. Normally, we expect a learner to progress further along the learning continuum, so that his competence moves closer to the TL system and contains fewer errors. Some errors, however, will probably never disappear entirely. Such errors are often described as already fossilized, meaning that they have become permanent features of the learner’s speech. Han (2004) defines it as “the permanent lack of mastery of a TL despite continuous exposure to adequate input, adequate motivation to improve, and sufficient opportunity to practice” (Han 2004: 4). According to Ellis (2004) fossilization is part of the interlanguage process which happens at a certain point in the IL development.

1.6. Learner Language Analysis


Learner language analysis in applied-linguistics is widely known as Error analysis (EA hereafter). This is “the first approach to the study of SLA which includes an internal focus on learners’ creative ability to construct language” (Saville-Troike 2006: 38). The primary focus of EA is on learner errors and the evidence of how learner errors could provide an understanding of the underlying processes of second language learning or second language acquisition. Learner errors are “windows into the language learner’s mind” (Saville-Troike 2006: 39), since they provide evidence for the system of language which a learner is using at any particular point in the course of L2 development and the strategies or procedures the learner is using in his “discovery of the language”.  Errors “tell the teacher what needs to be taught, tell the researcher how learning proceeds, and are a means whereby learners test their hypotheses about the second language” (James 1998: 12). The learners’ learning processes, which Selinker (1997) prefers to refer as learning strategies, can be inferred from an examination of learner language protocols, studies of learner introspections, case studies,  diary studies, classroom observations, and experimental studies (Long 1990).

1.6.1. The procedure
The procedure for conducting EA was first proposed by Corder (1978: 126), consisting of three major stages: recognition, description, and explanation of errors. These stages were subsequently elaborated by Sridhar (1980: 103) into the following steps:

(1) Collection of data (i.e. from free compositions or from examination answers);
(2) Identification of errors (those which are not acceptable nor accurate)
(3) Classification into error types (e.g. errors of agreement, articles, verb forms, etc.); 
(4) Statement of relative frequency of error types;
(5) Identification of  the areas of difficulty in the target language; and
(6) Analysis of the source of error (e.g. L1 transfer, overgeneralization, simplification, etc.);
(7) Determination of the degree of disturbance caused by the error (the seriousness of the error in terms of communication, norm, etc.).
(8) Therapy or remedial lessons.

1.6.2. Error Identification
The first step in error analysis is to determine the elements in the learner language which deviate from the TL. For this purpose, distinction should be made between error and mistake. An error arises “only when there was no intention to commit one” (James 1998: 77). Errors are systematic, consistent deviance which is characteristic of the learner’s linguistic system at a given stage of learning. Errors are typically produced by learners who do not yet fully command some institutionalized language system; they arise due to the imperfect competence in the target language. Meanwhile, mistakes are deviations due to performance factors such as memory limitation, fatigue, and emotional strain. They are typically irregular and can be readily corrected by the learners themselves when their attention is drawn to them. James (1998: 78) states that “if the learner is able to correct a fault in his or her output, it is assumed that the form he or she selected was not the one intended, and we shall say that the fault is a mistake.” These mistakes seem to increase in frequency under the conditions of stress, indecision, and fatigue. It is to be presumed, therefore, that second language learners also demonstrate similar mistakes in performance, where all these conditions are likely to occur.
James (1998) said that sentences can be judged as free from errors when they fulfill two criteria: grammaticality and acceptability. “Grammaticality is synonymous with well-formedness. It is the grammar which decides whether something which is said by a learner is grammatical (James, 1998: 65)”. A piece of language is grammatical if it does not break any of the rules of the standard language. Thus, the sentence The cat died is grammatical as is The cat that the dog chased died and so is The cat that the dog that the man hit chased died. Most native speakers, however, would not accept the third sentence. This sentence is certainly grammatical but it is unacceptable in form rather than in content. An ungrammatical utterance is one which deviates from the standard norms. The sentence The cat did not died is ungrammatical. 
Acceptability refers to “practical notion, being determined by the use or usability of the form in question; it deals with actualization procedure” (James 19989: 66). Acceptability is judged not by linguistic factors, but by the user. It is the user who decides whether an utterance is acceptable. An acceptable utterance is one “that has been, or might be, produced by a native speaker in some appropriate context and is, or would be, accepted by other native speakers as belonging to the language in question” (James 1998: 67).  Thus, to decide the acceptability of an utterance, we do not refer to the rules but to the contexts. For example, if a learner says, I have a hat on my head, but he is actually wearing a cap, then we judge his utterance as being grammatical but unacceptable. His utterance is well-formed according to the rules of sentence formation in English but contextually inappropriate (unacceptable). In conclusion, we have to consider the sentences produced by learners based on two things: grammaticality and acceptability. Observe the table below for error identification.

Figure 5: Error Identification
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1.6.3. Error Description or Classification

There are a number of classificatory systems that have been used in EA studies. Richards (1977), Dulay, Burt, and Krashen (1982), and James (1998) present the most useful and commonly used bases for the descriptive classification of errors. Errors can be described using different kinds of taxonomy, namely, linguistic category, surface strategy, comparative taxonomy, and communicative effect. 

The linguistic classification “carries out errors in terms of where the error is located in the overall system of the TL based on the linguistic item which is affected by the error” (James 1998: 105). It indicates in which component of language the error is located. For example, errors can be classified into error in phonological, morphological, or syntactic, level etc.). Within syntax errors are classifiable into auxiliary system, passive sentences, negative construction, etc., or more specific linguistic elements (i.e. articles, propositions, verbs, and nouns). 

The surface strategy taxonomy (or James refers to it as target modification taxonomy) is a classification system “based on the ways in which the learner’s erroneous version is different from the presumed target version” (James 1998: 106). It highlights the ways the surface structures deviate. For example, learners may omit necessary items or add unnecessary ones; they may misform items or misorder them. By using surface strategy taxonomy the error classification can give a clear description about cognitive processes that underlie the learner’s reconstruction of the new language or language being learned. It also makes us aware that learners’ errors result from their active way in using the interim principles to produce the target language. Under this category, errors can be classified into four types: omission, addition, misformation, and misordering (James 1998: 94-112).

1.6.4. Explanation of Error

To explain why errors exist we can use Selinker’s concept of interlanguage. In his conception, he coined the term interlanguage (1977; 1997) to refer to the language of second language learner. The fact is that the learner’s language is an inter system between the system of the mother-tongue and that of the target language. His description of the interlanguage system has a cognitive emphasis and a focus on the strategies that learners employ when learning a second language. It is assumed that interlanguage is the result of the learners’ attempts to produce the target language norms.  That is to say, learner errors are the product of the cognitive process in second language learning. He suggests that there are five processes central to second language learning, namely: 

(1) Overgeneralization. Some of the rules of the interlanguage system may be the result of the overgeneralization of specific rules and features of the target language.

(2) Transfer of Training. Some of the components of the interlanguage system may result from transfer of specific elements via which the learner is taught the second language.

(3)  Strategies of Second Language Learning. Some of the rules in the learner's interlanguage may result from the application of language learning strategies “as a tendency on the part of the learners to reduce the target language to a simpler system” (Selinker, 1977: 219).

(4) Strategies of Second Language Communication. Interlanguage system rules may also be the result of strategies employed by the learners in their attempt to communicate with native speakers of the target language. 

(5) Language Transfer. Some of the rules in the interlanguage system may be the result of transfer from the learner’s first language.
1.7. Summary
Foreign language teachers have long been engaged in scientific approaches to foreign language teaching methodology based on experimentation and research on linguistic, psychological, and pedagogical foundations. They must have good understanding on the underlying principle or theoretical background which underpins the emergence of the foreign language teaching methodology. There are four major learning theories which many psycholinguists and applied linguistics are familiar with, namely: behaviorism, cognitivism, humanism, and constructivism. 
Behaviorism has significant influence on foreign language teaching. It provides the learning theory, which underpins the existence of Audiolingual Method of the 1950s and 1960s. This method has laid down a set of guiding teaching principles such as learning a language is habit formation. Cognitive psychology underpins the rise of a foreign language teaching methodology called Cognitive Approach or Cognitive Code Learning. It emphasizes on studying a foreign language as a system of rules and knowledge, rather than learning it as a set of skills. The role of the teacher is to recognize the importance of the students’ mental assets and mental activity in learning. Humanism focuses on a conducive context for learning, a non-threatening environment where learners can freely learn what they need to. In non-threatening environment learners can learn freely and willingly. Constructivism views learning centers on the active learner. This emphasis on the individual during instruction has drawn attention to the prior beliefs, knowledge, and skills that individuals bring with them. Constructivist’s greatest contribution to education may be through the shift in emphasis from knowledge as a product to knowing as a process.

Genre: English language teaching in Indonesia has much influenced by Rhetorical Structure theory and Generic Structure Potential theory in the field of genre analysis. Genre analysis is the study of how language is used within a particular setting and is concerned with the form of language use in relation to meaning. Genre is a class of communicative events, the members of which share some set of communicative purposes; this is also called text type. Text Types may be fictional (made up) or factual (information reports). The main text types include long functional, short functional, transactional, and interpersonal. Each of these text types are used for different purposes (social function) and follow a different style or generic structure. 
Speech act theory is basically concerned with what people ‘do’ with language (with the function of language). Typically, the functions focused upon are those relate to communicative intention (illocutionary force of an utterance). Actions which are performed via utterances are generally called speech act. In English speech acts are “commonly given more specific labels, such as apology, complaint, compliment, invitation, promise, request, greeting, refusal, warning, etc. On any occasion, the action performed by producing an utterance will consist of three related acts: a locutionary act, an illocutionary act, and a perlocutionary act. 
Communicative Competence refers a language user's grammatical knowledge of phonology, morphology, syntax, and semantics as well as social knowledge about how and when to use utterances appropriately. The term was coined by Hymes as a reaction against the perceived inadequacy of Chomsky’s distinction between competence and performance. Hymes undertook ethnographic exploration of communicative competence. Current conception (Celce-Murcia) divides communicative competence into discourse, grammatical, sociolinguistic, strategic, and actional competence. 
A learning style is an individual's preferred way of learning. When an instructor's style matches a student's learning style, that student typically experiences greater satisfaction and a more positive attitude toward the course. Scholars have generally classified learning styles into three major types: cognitive, personality, and sensory. Learning styles are relatively stable; teachers may not have a direct influence on this variable. However, they can modify teaching tasks in the classroom to cater the learners’ various learning styles. There should be opportunity for learners to work with the learning material in ways that most suit their individual learning style since they approach activities in a variety of ways depending on their personality, their previous learning experience, and their view of the nature of the learning task. 

Learner language is often referred to as an interlanguage, the language of second language learner. Language learning is a creative construction process learner error is then considered as an inevitable and positive part of that process. Errors are seen as reflections of learners’ stage of interlanguage development. When learners produce correct, free utterances, they may tell us little about what is going on in their mind. Errors then hold vital clues about the process of language learning. Like other natural language, interlanguage has its own system different from other languages. Selinker's description of the interlanguage system has a cognitive emphasis and a focus on the strategies that learners employ when learning a second language. 

Error analysis as an approach to the study of SLA in which its primary focus of is on learner errors and the evidence of how learner errors can provide an understanding of the underlying processes of second language learning or second language acquisition. Error analysis will continue to enjoy widespread appeal among teachers. Teachers who will always confront with their learners’ errors find error analysis as a helpful tool to analyze their learners’ errors. Thus, error analysis is quite relevant to their everyday professional concerns. For this reason, error analysis will always play an important role in foreign language research and pedagogy. 
Learner language analysis is an approach to the study of SLA in which its primary focus of is on learner errors and the evidence of how learner errors can provide an understanding of the underlying processes of second language learning or second language acquisition. Teachers who will always confront with their learners’ errors find error analysis as a helpful tool to analyze their learners’ errors. Thus, error analysis is quite relevant to their everyday professional concerns. For this reason, error analysis will always play an important role in foreign language research and pedagogy. It can function as an analytical tool for better understanding of the learners’ problems in learning the second language. 
1.8. Exercise 
A. Give definition to the terminology below. Use dictionary of linguistics and or applied linguistics.
1. Classical conditioning




2. Operant conditioning

3. Meaningful learning

4. Affective factors

5. Free risk environment for language learning

6. Zone of proximal development

7. Kinetic style

8. Extrovert

9. Interlanguage

10. Permeability of interlanguage

B. Choose the best answer from A, B, C, or D
1. According to the behaviorism, human behavior (including verbal behavior) is dependent on three crucial elements of learning as follows, EXCEPT…
a. stimulus, response, and reinforcement

c. input, exposure, and environment

b. stimulus, motivation, and environment

d. motivation, input, and environment

2. Classroom environment in Audiolingual method is designed in such a way that there is a maximum amount of…
a. group work

b. role play
   c. comprehensible input
    d. mimicry/memorization
3. The followings are examples of positive reinforcement EXCEPT . . .

a. a verbal praise




c. a good grade 

b. a feeling of increased accomplishment  
d. a mock

4. Noam Chomsky views that much of language use …

a. is imitated behavior (e.g. children from their parents)

b. is created a new from underlying knowledge of abstract rules (universal grammar). 

c. is learned by imitation and repetition 

d. is due to comprehensible input

5. Learning according to Cognitivism is characterized by the following features, EXCEPT…

a. active

b. constructive


c. cumulative

d. rote

6. All learning activities in cognitivism should be meaningful. In so doing, the teacher can do the followings, EXCEPT…

a.
Build on what the students already know

b.
Help the students relate new material to their life experiences and their previous knowledge

c.
provide a lot of pattern practices or drills and memorizations

d.
Use inductive, deductive, or discovery learning procedures

7. Humanistic principles have important implications for education. According to this approach, the focus of education is  . . .

a. teaching

b. learning 

c. training

d. instruction 

8. According to Nunan, humanistic approach to language teaching has a belief in the primacy of  . . . within the learning process. 

a. rote learning
    


c. meaningful learning

b. affective & emotional factors 

d. drills

9. Constructivism has the premise that, by reflecting on our experiences, we construct our own understanding of the world we live in. Thus, knowledge must be …

a. constructed by the learner


c. supplied by the teacher

b. handed down from generation to generation
d. generated from the learner’s mind

10. One’s potential development cannot be manifested, if learning stops at object-regulation. It should be manifested by significant others in mediating learning, such as the following, EXCEPT…

a. parents

b. elders

c. environment


d. teachers

11. What follows are examples of ordinary Speech Act, EXCEPT . . .
a. “I bet you ten dollar if it is raining this afternoon”

b. “I warn you not to disturb my sister”

c. “I watched a Bollywood movie last night”

d. “I command you to finish your paper”.

12. Speech act usually contains verbs (bet, warn, promise, name, etc.) which are called . . . verbs

a. performative 
b. constative

c. imperative

d. regular

13. The students’ ability to recognize and produce the distinctive grammatical structures of a language and to use them effectively in communication is called… competence.
a. grammatical


c. sociolinguistic

b. strategic


d. discourse

14. The students’ ability to interpret the social meaning of the choice of linguistic varieties and to use language with the appropriate social meaning for the communication situation is called…competence 

a. grammatical


c. sociolinguistic

b. strategic


d. discourse

15. Classroom activities such as discussion groups, lectures, tape recorder, cooperative learning, etc. are likely most suitable for . . . learners.  

a. impulsive

b. auditory

c. visual

d. kinesthetic

16. Extrovert learners commonly have the following traits as follows, EXCEPT . . . .

a. warmth
b. gregariousness

c. assertiveness
d. apprehensiveness

17. Selinker (1977) talked about cognitive strategies in second language learning, EXCEPT

a. language transfer




c. transfer of training

b. strategies of second language learning

d. error fossilization

18. The following features characterize an interlanguage (the language of second language learner), EXCEPT . . .

a. systematicity

b. permeability

c. fossilization

d. variability

19. Selinker argues that interlanguage is resulted from the learner’s attempts to produce the target language construction. He mentions some learning process/strategies, EXCEPT . . . 

a. language transfer 


c. transfer of training

b. overgeneralization


d. fossilization

20. Many people die . . . because they are *offers of the violence. (Swedish offer = victim)

At the time he works in a *fabric. (Swedish fabrick = factory).
I went every morning to *spring. (Swedish spring = run). These data are examples of . . .

a. simplification errors

c. overgeneralization errors

b. transfer errors


d. induced errors

21. Data:
What did he *intended to say?

She did not *wanted to learn English.

I *goed shopping yesterday. These data are examples of . . .

a. simplification errors

c. overgeneralization errors

b. transfer errors


d. induced errors

22. In Error Analysis, Linguistic Category classifies error according to either or both the language component and the particular linguistic constituent that is affected by an error. Language components may include EXCEPT . . .

a. omission



c.  phonology 

b. syntax 



d. morphology 

23. Research procedure in error analysis basically consists of three major stages: . . . 

a. elicitation, description, and explanation.
           c. identification, description, and explanation

b. description, recognition, and explanation
           d. elicitation, identification, and description

24. Surface strategy taxonomy highlights the ways surface structure is altered; in this taxonomy, errors can be classified into the following terms EXCEPT . . . 

a. omission



c. morphology 

b. addition




d. misformation.

25. The term transfer errors refer to errors which are . . .

a. the direct result of misunderstanding caused by faulty teaching or materials.

b. the result of the learners’ first language knowledge.

c the result of the learners’ incomplete knowledge of the target language

d. the result of the overgeneralization of the target language rules.

KEY
1. A
6. C
11. A

16. D

21. C

2. D
7. B
12. A

17. D

22. A

3. D
8. B
13.A

18. D

23. C

4. B
9. A
14. C

19. D

24. C

5. D
10. C
15. B

20. B

25. B
Check your answer with and score your right answer. Use the formula below to find out your achievement level of this chapter in this module.



Meaning of level of achievement: 
90 – 100% = excellent






80 – 89%    = good






70 – 79%    = fair






< 70% = bad
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