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1) INTRODUCTION

The main purpose ot this paper is to sug.

gest that success or {ailure 'in learning a

foreign language depends far less on methods

and materials than on the harmonious inter,

actio cf Ieamers and the counseling support

of the teacher. Besides the traditional verical

dimension beween teacher and student, a

horizontal, group.centered dimension among

learners themselves must be established be.

fore any creative learnjng can take place.

This paper is organized as follows. First,

-wilI sketca the underlying concepts ot Comا 

munity Language Learning (CLL) and show

their relevance to foreign {anguage acquisi­

tion and leamning. l will then give a personal

account of how CLL may be used In a class­

room situaticn. Finally, l will 4ry to reflect

upoa what have ا learned from this experiencs.

riences in counseling and psychotherapy .as

well .as on :recent personality theory (Curran,

1978).

One of the basic. concepts unDerlying te

Counseling-Learning mcdel is that human lear

ning is a ''personal self-investment" endeav0r,

in which the "whole-person" in the psycho-

somat:c sense, is invo!ved. ln an adult lear-

ning situation, the student usually feels threa

tened by what he dces not know, The inHerent

resistanca to new knowledge he carries with

him often begins to show against the teacher/

knower wHenever "communicative competence"

is stressed (Hymes, 1972. 1974). Many adu't

students i a language class feel resentment

towards tHe teacher simply because he car­

ries the bcdy of knowledge they wish to share.

And in order to share his' knowledge they

have to consent to a certain regression from

their adult se!fassertiveness to chi!d-lika sub-

٧٧

·ch Curran had based 's exDe-

mission. Cuite often his regression is at !he

center c the discomfort that pervades the

early stages of language 'tearning. When the

fears and apprehension of the learner are not

"consciously understood and ccntro!led, they

can be self-defeating and seriously imped 0r

block the learning pursuit" (Curran, 1976 :2).

١n this case the eacher needs to be attuned

to what is going on inside the leamner, hence

the special role of "Ianguage-counsEllor­

expert"'. the CL model has assigned to him.
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2) COMMUNITY LANGUAGE LEARNING (Cا 

٤) AN٥ COUNSELNG.LEARNING (CL)

Community Language Learning (CLL) was

developed as an approach to the study of

.for:gn languages by Professor Charles Aا 

Curan of Loyola University, Chicago, and His

assciates. Ht emerged from a broader edu.

mode! called Counseling-Leaming



He has 4o be the accepting, supportive 'un.

derstander" of the leamner who is hn te

position of he client, "tHe understandee"

This ،relatioship can change as the tearner

shares more and more o the exper's know­

!edge and mves from totA! depedency to

assertive jndependeRce (Curran, 1976 : 11).

What th Counseling-Leaming model o­

fers, therefore, is a means of understanding

"tese Persoal leaming conflicts in such a

way that 4eAmners as well as &eachers rry

deal constructively with negative as well as

positive feelings" (Rardin, 1976: 21). As a

result, bGh can make genuine investents in

the learning relationship and so experience

tess discouragement with one another and the

material to be hnteralized or leared. Such

a creative affiliaticn between teacher and

learners came to be called Community Lan­

gUage Leaming.

2.1) The Basle Elements ٥1 CLL

Commuity LaNguage Learning is a grup

experience ot foreign language stdy. In order

for it to be a learning experience, the following

conditions or principles must be obsrved. The

4irst and most basic Is SECURITY. THe average

student entering his ،anguage class for the

4irst time is usually {ull of apprehension and

anxiety. He is asking himself questions such

as : Wo is the teacher 2 W:!I he like me?

Wh٥ are hese students? Do they know more

than ?d0 ا How Should 1 &ehave in order to
insure thek acceptance and approval? WiII

be able «o pronouce the foreign sunds toا 

the satisfaction of the teacher? This host of

questions and many others need to be ad.

dressed and assuaged in the counseling manب 

ner mentioned above, until the student feels

uRderstood and secure. 'This dces not mean

that the leamer is pampered and coddled, it

simp'y means that his feelings of hadequacy ,

and deperdence are recognized" (Ryding­

Lentzner, 1978 : 11).

Once tese tears are mitigated and un.

. derstood we then expect the stdents to get

Hvvolved, to INVEST thereelves hn «he iear.

ning situation. lawestment is tHe first o a

series of classroom actlvities that students

end teacher engage In. This activity initially

takes the 3omm of a leamer.generated dialogue

which is ten elaborated upon in an orderly

4ashion by the entire group uder the guidance

ot the teacher-knower. Each leamer "sticks out

his neck" and in turn contributes his «areign lan.

guage shar untik the original fledgeling out­

put tecomes a genuine, albeit simple, reflec­

tion of his commuicative competence. This

process usually reguires on the part ot the

student, a <ertain degree of ASSERTION and

ATTENTTON, both of which are exerted without

.psetting the balance of the groupب 

١ أ-
 ر

 ب١١
١

 ل

١

 ة!٠

 ا
 ا
#٢-



 ج

Another principle in CLL is that o4 REF.

LECTION. In this modality, reflection means

essentially three things. First, it means that

the leamer is given time "to Ereathe" by re­

quiring him to contemplate «or a few minutes

the generated material. This hiatus provides

him with the "Ieaming space" he needs as an

individual t make this material gradually his

ow (Curran, 1976 : 8)، SecoNd, Ft means that

the teacherد ounsslor 'reflects back to the

leamer what he has invested in the foreign

language. This is usually done in a supportive,

non.evaluative manner that allows th student

t٥ 4eel that he is accepted and his contribu­

tion is appreciated. An example of this may

be the casual repetition or paraphrase by the

teacher of the student's utterance while ad­

dressing himself to the group as a wHole. This

presumably gives the individual the opporu­

nity to see for himsf in the teacher's correct

rendition the errors he may haye made without

{eeling singled out. Fina!ly, «eflection refers to

theimited period of the language class where

eery student is asked to share his feelings

about what has been. happening Inside and

outside his leamning space. Every comment as

it i5 understood or elaborated upo by the

teacher becomes the property of the entire

class. More often than ot the students «ealize

that any frustrations they may have encoun­

tered as individual learners are In fact shared

and experiehced by others. This realization

 ج
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sually contributes to cementing the group
into a community. During this reflection pe­

riod, the teacher miay c!arify some poinss of

gammar or pronunciation but rarely engages

in any extrapolations or uncalled-for gram

matical explanations that might jeopardize te

nascent learning. In other terms, he has 10

resist projecting himself as the exper teacher

who knows it all.

ReTlection usually leads t٥ RETENTION, the

fifth strategy ot this mcdel. After the iRital

investment, the attentive, dialectical retlection

upon the structure of the language comes re­

tention which is "the final process of absorbing
• 4-

what is stHdied ito onesel and being able to

retrieve and use it Iater with ease" (Curran,

1976:8). The final princip'e of CLL is D!SCRI­

MINATION. It js the process of identifying, ca­

tegorizing and sorting out all the meaningtul

parts of the conversation. This classroom

activit takes different forms. it may start with

the silent contemplation of the generated ma­

terial written on the board. The teacherThen,

with the help of the students. segments te

sentences and assigns meanings to the various

elements. ln small groups, the Iearners may

want to check their generalizations about the

grammar of the target language. In .the case

of disagreemenls, ambiguities or un certain­

ties, questions and clarificatio may be

adressed to the teachercounselor in te re!­

lection session.



datermine tha quality and effectiveness cf a

particular leaming experience' in which the

wholeperson of the teacher and the students

are deeply ergaged.

Cran's philosophy in counseling-leaming
and the practical guidelines that have emerged

from Cا seem 4o b ln line with te findings

of recent research in scod language acqui­

sition and leaming. Krashen (1976, 1977) for

example, tred to show'that adult second lan­

guage peromers have access to both sub.

ccscious Ianguage Acquisitio and conscious
language leaming. Classroom teachers should

tap bot processes. He argues that the reason

adult {anguage leaming is seldom successful

is because it is often equated with conscious

mastery of linguistic rules and error correc-
. .tio. 1n. order for the adult to perform wn a

second language, we must activate in him the

subcoscious creative process and use the
leaming only as a monitor.

١n order for the adult to communicate Iike

• a child He must feel secure and understod.

Taylor {1973) argues that adults are not al-
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attitude with ،respect to affective variaذ les rnay

not only be necessary to language acquisition,

but it may actually function independent!y of

factors such as Aptitude and intelligence (La

Frge, 1975). Terrell (1977) tike Brown (1973)

suggests that the primary factors that influence

the acquisition'ot the target language are a4-

fective, not cognitive. She teels that the over.

riding cosideration in adult leaming must be

to make tm student teel at ease during acti­

vities in te clAssroom.

3) COMRUNITY LANGUAGE LEARNING : AN

EXPERIENCE

3.1 Procedure

The following is not meant to be a typical

illustration of community language leamning.

It is, rather, a personal account of what hap.

pened when a teacher and a dozen studens

came together tor an introductory. Intensive
weekend of Arabic. Since at this point . ا am

still investigating the value of CLL {or general

use in the classroom; my accounl is more

descriptive than experimental.

 و·

 تي

These six jnter.relatd princip!es which ways as successtul as children in language

Curran represents with the {our-letter acronym. .acquisition because afective, psychological

SARD (security, .assertion-attentio reflection. variables are not taken into consideration in

retentlon, discrimination) offer a pedagogical classroom teaching. Evidence from Gardner

as well as a "psychological measuring stick" and Lambert (1972) N jda (1971) and Stevick

for any leaming situation. "They can help us (1976) indicates that a positive, supportive



 صن

3.2 Pre'iminaries.

Th time was Friday evening, 5: 30 p.m.

The particlpants in this particular group were

mostly American government emplcyees and

businessmen and otHer professionals with spe­

cial interests in tHe Middle East area. Their

{amiliarity with Arabic rangd from the ability

to write one's name to the casual knowledge

of a {ew expressions in one dialect or another.

The {irst task that set ا for myself was to

make of these twelve disparate participants a

group ot leamners with a common goal : Iear­

ning es much Arabic as creatiwely as possible

given th limited time, an estimatsd fifteen

hours. During my brief introduction of the lan­

guage and the culture, 1 tried to present my

own language learning experiences and the

ifficulties was ا encounterning with the Spa­

nish language which was ا studying at the

time. My purps in doing thisr was to make

them teel at eAse, o express tha {act that in

{eaming a foreign language we arو all equal.

3.3 lnvestment : (Conversation)

• The members of the group were seated

on simple 4olding chairs arranged in a tight

circle. On the floor in the center ot the circle

was a small cassette recorder with an onذ ff

.5wItcn on its microphone. I was standin ­out ح

side the cirole. l asked. the students to engage

ina conversation for about ten minutes. A

tudent who had something to say enother

took the microphone M his hand, thus signal­

ling to me that he was initiating the ccnversa­

tion. I went and stocd behind him placing my

hand lightly on his shou!der. When he gave

me in English what he wanted to say to te

other person, gawe ا him the equivalent ex­

pression in Arabic sa slowly as poss:b!e, in

parts and loud enough so the others i the

circle could hear. As gave ا each part of_the

Arebic senteNce, the student tmned the Ape ل،

recorder on just long enough to record his

own rendition ٥t it and then tumed it off.

When He {inished repeating the whole sen­

tence 1 increased te pressure of my hand

slightly as a supportive signal that his tum

was cer and that jt was time for omeoneع

else to take te initiative. Ten miaUtes of

tis type of interaction produced a tape oأ 

about one mhnute, entirely in the voices of

the students and entirely in Arabic.

3.3.1 On the making of the tape : some

thoughts (1)

a. The closed circle is meant to foster.
the sense of community amog learners.

 ه و ي
Serviee ما lnstitute for taking the timeر:٠٩٦٠٨ 
 .رج1 هه بنء، جاؤوها تثي."ر"ي,%يج3: بنم"•• تقما ،si =»ةm7٠ هe»ةia» عه

mnnعeriptغ i y ءdت تتة a edتi ة <u me،nؤ p me e ع m!% 3 y {;ي قمام. لآ
،:tl، exprierce عذ ١s
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the Arabic sentence was treated as i! it were

2roperly recorded. This did not seem to inter­

:ere with the succeeding steps of the proce­
dure.

d. The target language sentences were

broken into chunks to faci!itate accurate pro­

nunciation, When the 'earner made an error

it was generally ignored as it usually cleared

itselt up in the succeeding steps of the pro­

cadure. I have found that too many corrections

interfered with the spontaneity of the conver­

sation and ']eopardIzed the security ot the

learner, thereby inhibiting any 4urther invest­

ments.

3.4 Retlection

a. Lslenlng to the tape. We listened to
the. tape tice, once without interruption and

once stopping atter each sentence for someone

to recall the general meaning ot the Arabic

sentence or phrase. Occasionally, when the

English equivalent could not be provided I

supplied it in a casual way and went, ٥n t٥

the next sentence on te tape. This step was

meant to be a review of tHeir conversation
while the teacher retrained from any verbal or

non-verbal comments about the performance.

b. Understanding the learners' reactions.

seated myself in the circle 'and invited the
Iearners to voice any reactions or comments

12

they may have hAd about their exper'ence

so far. Moat learners were surprised about

how well they sounded. They even praised

ach on their pronunciation. One particularه 

learner telt he was already speaking the 1an­

guage. During this phase my verbal as well

as non-verbal responses were intended to tell

tham that understood ا what they had said,

thus conveying my acceptance and contidence

in them. Whenever a question ٥f {act arose

1 povided a short answer without elaboration..

c. Wrlung the conversatlon down. Playing
the tape a third time, 1 asKed the students to
selact the utterance they wanted to legrn first,

de!iberately wanted them to feel once moreا 

responsible for what they were leaming. then ا

wrota down the sentence in the Arabic script

as slowly as possible on a sheet of a larg

lecture pad. As ١ wrote down the sentence

,sounded out every sy%!able. Once writtenا 

the Arabic sentences were segmented into

their meaningtul parts. Using a contrasting

color ١ wrote under each morpheme its En­

glish equivalent. I than asked group to sit

back and reflect silently tor a period ot three

t four minutes.' Anncuncing the duration of

the silence presumably contributed towards

the {earners' confidence in the knower-ta­

cher, as it was a subtle reminder that behind

the loosely structured activity the teacher re.

mained the one in charge. This time.limited

period was meant to allow the student ' to



Stevick (1976b) men:ions an additional ad

vantags of having students answer each other's

questions. Namely، that students are more

likely than we are to phrase the answer in a

way that the questioner wil! 'understand. In

later reinvestment this interdependeNice proved

to be valuable for bbth learners and teacher.

3.7 Dscrimination : (Verification of Corclu-

attentively sort out, at his own pace and {ree

of interterence, the organization of the sen.

tences and recognize patterns and maybe

fommulate questions for later steps of the

prccedure.
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(Group .Analysis).3.6 Discrimination

sions).

At the end of this group analysis pericd'

invited the students to share with me what.

they had concluded thus far about the struc­

tre of Arabic. Most of what they came up

with was accurate. On the few occasions where

a conclusion was wrong gave ا sufficient i­

formation without unwarranted new information.

When a question not directly ،re!ated to the

task at hand arose, briefly ا answered it with

tHe same succinctness. I feIt that. any inap­

propriate grammatical elaboration on my 'part

would have enhanced my superiority as knD- ،

wer and reminded the learner of his inade­

quacy, thus shaking what little contidence he

had felt upto that point about the 4anguage.

(Copying) .3.8 Reflection

ATter listening to the text, reading. unders­

tanding and talking about it with each other

and with the teacher, the students were asked,"

as a last activity of te first day to copy the

text This constituted the ultimate step in ap

hn the next step broke ا the class into

groups of three and told the learners they

had three minutes to ask one another {or

clarification of anything they did not unders.

tand. When possible and where group security

permitted it, ، inconspicuously placed an

"advanced" learner in each small group. By

making him avai!able to others, tacitly ا rec0g­

nized his relative advantage and enabled him

to٠ constructively channel his "power-inade­

quacy" into useful solidarity. This strategy

was meant to have two desirable, concurrent

effects. First, to relieve this advanced student

from any impatience he may have been feeling

while his peers were going over some mate­

rial that was already known to him through

previous anguage instruction. Second, to fos­

ter the feeling of community by providing a

secure atmosphere in which learners could

depend on each other and voice any tentative

conclusions they may. have had about the

workings ot the language relatively free of the

scrutinizing presence ،of the teagher-knower.

٩



been rcmnved but not matched was to have

been put back in its exact place. lf the chosen

card was in Arabic the student had to study

it at his own pace (retlection), pronounce

it to his co-learners in the group (discrimina­

tion), and possib!y ·recall its meaning (reten.

tion). At any s'age of the game the students

were instructed to seek each other's he!p and,

if necessary, the tacher's. When a match was

achieved the stdent got another turn. Once

all the cards were 'matched, the students In

each group were asked to remave the cards

carrying ' the English equivalents and try col-

lectively to pronounce and recall the meaning

ot the Arabic ones. This 1ast cognitive step

provided further practice of discrimination and

retention among the members-of each group.

In the next step each group of three stu٠

dents was asked to make up three sentences.

The sentences were to be a communa! effort

but each student in turn wrote one down. Each

entnce was checked by the students with؟ 

the help. of the teacher. Once the final product

was agreed upon and rewritten, the sentences

were exchanged among the groups. Each

group was to discriminate and understand the

creations of the other. The cards were then set

aside in a small box we called the "bank"

for use in later reinvestment.

Although in appearance the procedure

described above had all the characteristics

propriating their toreign language i%:astment

and the beginning of its retention. This copying

process was done caretu'ly, atentively, and

with a pleasant hand since had ا emphasized

the artistic value of good calligraphy in the

Arab world. Once finished, l had them ex­

change papers to check one another's copying

errorS. This last step in later experiments was

sometimes omitted when { felt that the teeling

ot community among learners was not solid

enough.

(Reflection, Discrimina-3.9 Playing Cards

tion and Retention).

The next day, after an initial counseling

period, the students were divided into three

groups in which the members had been rota

ted. A series of pairs of 3 by 5 irch cards

prepared the previous night were distributed

among the groups. On each pair o4 cards ١

entered an Arabic Word or morpheme and its

English equivalent. Each group shuttled'its set

of cards and placed them tace down on the

small table placed at the center. Each student

in turn was to pick up a card and find its

equivalent. lnitially the game moved rather

randomly since no student knew where the

matching English or Arabic card was to be

tound. As the game progressed students deve­
loped a mnemonic sence of which cards car­

ried which words since every card that har

14



o a "concentration game", it imp!icit!y enga­

ged ewery student in 'an intensive, organic

community language learning in which every

element ٥ إ SARD was enacted. This gama

and its many variations (2) provided the stu­

dent with the necessary atmosphere for reten­

tion. It gave him, {or example, the opportunity

t٥ figure out {or himself and in the privacy

o4 his own group whether the Arabic card he

was holding was right-side-up. It also forced

eery individual to cooperate since as a groUp

they had to observe a certain 'contract which

the rules of the game: had tacitly established.

In such A group work the re!atively advanced

beginner usually telt he had to show his com­

petence in a solidary rather than a competitive

manner if he was to be a part of tHe learning

experience.

3.10 Mohologue : (Comprehension, Self-veri­

fication).

٢

At this point of the procedure, the students

had completed a series of reflection activities

which had given 'them, at least temporarily, a

fairly good grasp (retention) of the new ma­

terial. In order to allow them to verify {or

themselves how much they had retained in

their shrtterm memory, engaged أ in a two­

minute monologue. During this monologue the

،

student was asked to put his mind in "neut­

ral",. so to ,peakع and try to get the .gist of

what l was saying rather than attempt to Un٠

derstand everything ١ said. AII the material­

generated up to that point was incorporated

including some of the sentences they had just

made up. Although at the end of the mono­

logue did ا not ask any questions to check

their comprehension, thoe who volunteered

to check with me what they had undsrstoo

were surprisingly accUrate. casually ا ackno­

wledged their understanding without any eva­

luation, and thus endج d the first cycle ou

Iearning experience.

٩) CONCLUSION

CLL is a group exج erience o {oreign 1an­

guage learning. The class activities revo!ve

around a language speaking pericd and a re!­

lection period. In this modality the teacher­

counselor is intense!y involved in the .learning

experience but does not dominate the learning

prccess of the individual student. His control

of class activities and their sequence must be

done subtly without depriving the students of

the responsibility for their personal develop­

ment.

The early stages ot the language exps-

2) S٨ م٢-٢/٢L Newsletter, Vol. 'l, NYa. 2, December 1!77.
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:ience are particularly critical. THe !eacer

must resist his teaching impulses (i.e., sug.

gesting conversation topics, expaning on

grammar, evaluating, etc.). He should aim at

establishing a horizontal, group-oriented .lear­

ning atmosphere in order to supplement and

check any competitive, vertical dimension that

Gardner, R.C. and W,E. Lambert. Attitudes

and Motivatlcn hn Second Language Leamning,

Massachusetts : Newbury House, 1972,

Hymes, Dell "On Communicative Competen­

ce" in Soclolingulstics, Edited by J.8. Prids
 د

may develop between an individual learner and . ل Holmes, Harmondsworth : Penguin.

and himse'f. It s ز this horizontal dimension 1972, pp. 269.293.

that accounts for most of the learning that

takes place in the classroom (Rogers, 1970), Founda:fons م in Sociolinguist:cs : An Eth«و ، 

This aper م does not deny the benefits de­

rived from cognitive and intellectual approa­

ches to language study. Nor does it claim to

.be the ast word in language teaching and'

Iearning. It is merely an introduction of CLL

for possible use in the classroom. This re­

counted personal experience made me aware

tha teaching is more than a technique and

that "leamning is persons."
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