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KOMYHIKATUBHU METOJ BUBYEHHS THO3EMHOI MOBH

Mema suxnaoaua, sixuti ukopucmosgye komynikamuene eusuenns mosu (CLT), -
CHOHYKAMU CMYOeHmMi8 CRIIKY8AMUCS THO3EeMHOI0 MOBOI0. [l Yb020 YUHAM NOMPIOHI
3HAHHA MOBHUX (hopm, 3aco6ie i ¢yuxyiu. Bonu nosunui 3namu, wo pisHi opmu
MOACYMb BUKOPUCMOBYBAMUCS OJISl BUKOHAHHSA PIZHUX (YHKYIL, a MAKO’C, U0 00OHA
Gdopma modce uacmo suxonysamu pisHomanimui Qynxyii. Cmyoenmu nosuHHi mamu
MOJCIUBICML  UOUpamMU  HAUOLIbW  00peyuHi hopmu, 8paxoyouu CoYianbHull
KOHmMeKcm ma posi Cniepo3MO8HUKI6. Bonu makoodc nosunui Oymu 30amHumu
BUACHUMU NOMPIOHe 3HAYEHHSL CJII8 YU 8UPA3i8 Ni0 4ac pO3MOSHU.

32i0HO 00 KOMYHIKAMUBHO20 MOBHO20 MemOo9dy, 84Umenb CHPUsE KOMYHIKayii 6
knaci. OOHUM 13 1i020 HAUBANCIUBIUUX 0008'SA3KI6 € CMBOPEHHA Ccumyayiu, 5Ki
cnpusroms cniikysantio. 11i0 yac 3anams uxkiadavi € paoHukamu, 8i0nogioarouu Ha
3anumanHsa Y4Hie ma cmedicayu 3a ix pobomor. Bonu mooxcyms 3pooumu nomMimky
npo NOMUNKU YYHIG, AKI NOmMpiOHO onpayroeamu NizHiued, BUKOHYIOUU HeOOXiOHI
8NpasU, OPIEHMOBAHI HA SPAMOMHICMb. B iHwoMy unaodky euumeni Moxcyms Oymu
CHIBPO3ZMOBHUKAMU, U0 CHOHYKAIOMb 00 KOMYHIKAMUBHOI AKMUBHOCMI CMYOEeHMIE.
Cmyoenmu eucmynaromos Hacamnepeo chnisbecionukamu. BoHu akmueHno 3a0iaHi 8
nepeoavi nesHo20 CeHcy 05 Moo, Woo iX 3pO3yMInU, HAGIMb KOAU IXHI 3HAHHA MOSU
Hedockonani. Kpim moeo, ockineku poiv euumens € MeHul OOMIHYIOU00, CMYyOeHmu

Hecymb 8i0N0B8I0ANIbHICb 3d GILACHE HABYAHHAL.
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lIposiona xapakmepucmuxa CLT — ye me, wo maiidce 6ce, wjo 8i0dygacmvcs
Ha ypoyi, pobumwvbci 3  KOMYHiKamueuum  Hamipom. Cmydemmu  yacmo
BUKOPUCMOBYIOMb MOBY OJisl CNLIKYBAHHA N0 4ac maxkux 6uoig OislbHOCMI, K iepu,
PONIbOBI i2pu ma SUpiuleHHs NPpoo.JieM.

V yit cmammi posensinymo «xomyHikamusHy memooonozito, aoo CLT, ii
NPUHYUNU, NPULOMU MA XAPAKMEPHI 0COOIUBOCMI, a4 MAKOJC il 6niué Ha IHWwi
nioxoou 00 8UB4EHHs IHO3eMHUX MOS.
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COMMUNICATIVE LANGUAGE TEACHING

The goal of teachers who use Communicative Language Teaching (CLT) is to
enable students to communicate in the target language. To do this, students need
knowledge of the linguistic forms, meanings, and functions. They need to know that
many different forms can be used to perform a function and also that a single form
can often serve a variety of functions. They must be able to choose from among these
the most appropriate form, given the social context and the roles of the interlocutors.
They must also be able to manage the process of negotiating meaning with their
interlocutors.

According to Communicative Language Teaching, the teacher facilitates
communication in the classroom. In this role, one of their major responsibilities is to
establish situations likely to promote communication. During the activities they act

as advisors, answering students’ questions and monitoring their performance. They
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might make a note of their errors to be worked on at a later time during more
accuracy-based activities. At other times they might be ‘co-communicazors’ engaging
in the communicative activity along with students. Students are, above all,
communicators. They are actively engaged in negotiating meaning — in trying to
make themselves understood — even when their knowledge of the target language is
incomplete. Also, since the teacher’s role is less dominant than in a teacher-centered
method, students are seen as more responsible for their own learning.

The most obvious characteristic of CLT is that almost everything that is done is
done with a communicative intent. Students use the language a great deal through
communicative activities such as games, role-plays, and problem-solving tasks.

In this article the methodology known as communic ative language teaching, or
CLT h as been examined, and the assumptions it is based on have been explored and
its influence on approaches to language teaching today has been mentioned. Some of
the main principles of the communicative approach have been listed and some of the
basic features and techniques of communicative language teaching have been
enumerated.
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Setting of the subject. There has been a huge increase of demand for good
communication skills in English and therefore English teaching around the world.
More and more people today want to hone their knowledge of English or to make
sure that their children achieve a good progress of English. ESL is taught at
kindergartens, schools, universities, courses, workplaces and online. People
mastering English have opportunities to learn it with the help of formal instruction,
travel, study abroad, as well as through the media and the Internet. The much higher
demand for English has motivated authors and teachers to provide quality language
teaching, language teaching materials and resources. Learners also feel higher
responsibility and set goals to master English and have a high level of accuracy and
fluency. Employers, too, require that their employees have good command of

English, and fluency in English is a necessary condition for success and promotion in



many spheres in today’s world. A communicative teaching methodology is being
used, developed and researched all over the world to teach English properly.

Overview of publications. The method of communicative teaching was studied
by such authors as D. Hymes, M. Halliday, D. Wilkins, H.G. Widdowson, S.
Savingon, J.C. Richards, and others.

The purpose of this paper is to define the principles, features and techniques
that are the most appropriate and effective in communicative language teaching.

Main content of the article. The aim of most of the English language teaching
methods is for students to learn to communicate in the target language. In the 1970s
some doubts appeared if teachers were teaching foreign languages in the correct way
as some students could make sentences accurately in class, but could not use them
accordingly when they communicated in real-life situations. Others noted that being
able to communicate demanded more than knowing grammar rules and structures,
because language was basically social (Halliday, 1973). Within a social context,
language users needed to perform certain functions, such as promising, inviting, and
refusing invitations (Wilkins, 1976). Students may know the rules of linguistics, but
be unable to use the language (Widdowson, 1978).

In short, forming communicative skills required not only linguistic competence,
but also communicative competence (Hymes, 1971) — knowing when and how to
say what to whom. Such observations contributed to a change in the field in the late
1970s and early 1980s from a linguistic structure-centered approach to a
Communicative Approach (Widdowson, 1990; Savignon, 1997).

Activities that are truly communicative, have three features in common:
information gap, choice, and feedback (Larsen-Freeman and Anderson,2011: 161).
An information gap exists when one person in an exchange knows something the
other person does not. If people know some information, but all the same ask each
other questions about it and answer them, their exchange is not really communicative.
These questions are called display questions, questions educators use to ask students
to display what they know, but they are not questions that ask you to give the

information that | do not know. In communication, the speaker has a choice of what



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

True communication occurs when an interlocutor can assess whether or not
their goal has been achieved based upon the information they receive from another
person. If the listener does not have an opportunity to provide the speaker with such
feedback, then the exchange is not really communicative. Using transformation
drilling for forming questions may be useful, but a speaker will receive no reply from
a listener. Therefore they cannot evaluate whether their question has been understood.

Another characteristic of CLT is the use of authentic materials. It is considered
desirable to give students an opportunity to develop strategies for understanding
language as it is actually used.

Additionaly, activities in CLT are often d oneby students in small groups.
Small numbers of students interact to give as much time as possible to each student
for communicating, and this way students practice functional and socially appropriate
language.

As for student-teacher and student-student types of interaction, the teacher may
present or rather elicit some information. More often, they are the facilitators of the
activities, but they do not always themselves interact with the students. Sometimes
they can be co-communicators, but more often they organize activities that result in
communication. Students interact a lot with one another in different ways: pairs,
triads, small groups, and whole group (Larsen-Freeman and Anderson, 2011).

One of the basic beliefs of CLT is that by learning to communicate students will
be more motivated to study another language because they will feel they are learning
to something which they can apply in real life. Students are also given an opportunity
to express themselves as they share their ideas and views on the regular basis.

Finally, students feel more secure since they have many opportunities for cooperative



communication with their groupmates or classmates in pairs or small groups and the
teacher. Frequent regrouping provides diversity in interactions and thus more
experience in talking to different types of people.

Language is for communication. Linguistic competence, the knowledge of forms
and their meanings, is only one part of communicative competence. Another aspect
of it is knowledge of the functions that language is used for. Lots of forms can be
used for a function. A speaker can make a logical assumption by saying, for
example, ‘He might be late,” or ‘He must be late.” On the contrary, the same form of
the language can be used for a variety of functions. ‘Must,” for instance, can be used
to express strong obligation (“You must come in time.”). Thus, the learner needs
knowledge of forms, meanings and functions. Moreover, to be communicatively
competent, they must not only use this knowledge but also take into consideration the
social circumstances in order to interact appropriately and make themselves
understood (Canale and Swain, 1980: 45).

Students should also be aware of the culture which is the everyday lifestyle of
people who use the language. There are certain features of it that are crucial to
communication — the use of more polite forms, softening phrases or nonverbal
behaviour (Larsen-Freeman and Anderson, 2011: 145).

Language functions might be more important than forms. A functional syllabus
is sometimes used, and even a special function type of lessons is conducted. A
variety of forms are introduced for each function. The simpler forms are introduced at
lower levels, but at higher levels, more complex function forms are learned.
Functions refer to what items of language actually do in a real context, and not to
what they might mean literally. Some of them are suggesting, criticising, refusing,
agreeing and disagreeing, enquiring, talking about the past, and giving advice.

Students work with language at the discourse or suprasentential level. They
learn about cohesion and coherence. For example, students’ attention is drawn to
linking adverbial phrases, e.g ‘So, ... In conclusion, .. To sum it all up,... .” These
phrases are cohesive devices that bind and order sentences to the other sentences and

make the parts of the text more logically connected.



Students work on all four language skills from the beginning. There are various
types of lessons: Speaking, Reading, Grammar, Writing, Listening, Function or
combined ones. They focus on different skills and students have opportunities to
concentrate on honing certain competences.

Justified use of the students’ native language is allowed in CLT. However, as
often as it is possible, the target language should be used not only during
communicative activities, but also for giving instructions before the activities or for
setting homework. The students learn from these classroom management phrases and
interactions, too, and understand that the target language is a tool for communication,
not only a theoretical object to be studied.

A teacher evaluates not only their students’ accuracy, but also fluency. The
student who has good knowledge of the structures and vocabulary is not always the
best communicator. A teacher can assess their students’ performance informally in
the role of an advisor or co-communicator. For more formal evaluation, a teacher
uses an integrative test with a real communicative function. In order to evaluate
students’ writing skill, for instance, a teacher might ask them to write an informal
letter.

One of the goals of CLT is to develop fluency which is natural language use
occurring when a speaker engages in meaningful interaction and maintains
comprehensible and ongoing communication despite limitations in his or her
communicative competence. Fluency is developed by creating classroom activities in
which students must negotiate meaning, use communication strategies, correct
misunderstandings, and work to avoid communication breakdowns.

Fluency practice can be compared with accuracy practice, which focuses on
creating correct examples of language use. There are some differences between
activities that focus on fluency and those that focus on accuracy. Activities focusing
on fluency are connected with reflecting natural use of language, focusing on
achieving communication, requiring meaningful use of language and the use of
communication strategies, producing language that may not be predictable, seeking to

link language use to context, etc.



Activities focusing on accuracy are based on reflecting classroom use of
language, focusing on the formation of correct examples of language, practicing
language out of context, practicing small samples of language, not requiring
meaningful communication, controlling choice of language, and so on (Widdowson,
1998).

Teachers use a combination of fluency activities and accuracy and use
accuracy activities to support fluency activities. Both make use of pair or group
work, and it means that group work is not necessarily a fluency task (Brumfit, 1984).

Accuracy work could either come before or after fluency work. For example,
based on students’ performance on a fluency task, the teacher could organise
accuracy work to deal with grammatical or pronunciation problems the teacher
noticed while students were doing the task. An issue that arises with fluency work,
however, is whether it develops fluency at the expense of accuracy. In doing fluency
tasks, the focus is on getting meanings using any available communicative resources.
Students also depend on vocabulary and communication strategies, and there is little
motivation to use accurate grammar or pronunciation. Fluency work demands extra
teacher attention to prepare students for a fluency task, or feedback on accuracy.

Dialogues, grammar, and pronunciation drills are still present in textbooks and
classroom materials, they are part of a sequence of activities that move back and forth
between accuracy activities and fluency activities.

And the arrangement of classrooms is different. Instead of teacher-fronted
teaching, teachers organize pair or small-group work. Pair and group activities gave
learners greater opportunities to use the language much more often, overcome
language barriers and to develop fluency.

Errors of form are tolerated during fluency-based activities and are seen as a
natural result of the development of communication skills. Students can have limited
linguistic knowledge and still be successful communicators (Richards, 2006).

Conclusion. Some of the main principles of the communicative approach are the
following: students’ language must be appropriate to the situation, the roles of the

speakers, the setting, the register, of a formal and an informal style. Communicative



activities are essential and should be presented in a situation or context and have a
communicative purpose which must be engaging and meaningful. Typical activities
of this approach are: games, problem-solving tasks, and role-pl ay. There should be
information gap, choice and feedback involved in the activities.

Learners must have permanent interaction in pairs or groups and instructions are
given in the target language. Development of the four macroskills — speaking,
listening, reading and writing — is essential from the beginning. The materials are
chosen and graded depending on learners’ age, needs, level, and interest. Teachers
should motivate students and make an interesting warming-up stage from the
beginning of the lesson. The teacher has a role of a guide, a facilitator or an
instructor. A delayed errors and mistakes correction is practised, it depends on the
situation, though. Evaluation is based not only the learners’ accuracy but also their
fluency. The usage of authentic materials, role-play, picture strip stories, language
games and scrambled sentences is typical for CLT.

Some of the main features and techniques of communicative language teaching
are: focus on meaning; dialogues are not normally memorized; meaning cannot be
understood out of context, grammar topics are presented in a meaningful context;
effective real communication is practiced; drilling is sometimes necessary;
comprehensible pronunciation is essential; translation may be used where it is
justified; students are expected to interact with other people, either in person,
through pair and group work, or in their writings (Widdowson, 1998).

Taking into consideration the second language acquisition theory and current
understanding of language use as social behaviour, purposeful, and in context,
learners need to participate in communicative events and self- assessment of
progress. Methodologists advise learners to take communicative risks and to focus on
the development of learning strategies.

Since its beginning in the 1970s, CLT has influenced language teaching practice
around the world. Many of the directions of by a communicative teaching
methodology are still relevant today. CLT is seen in loads of course books and other

teaching resources that consider CLT as the basis of their methodology. In addition, it



has impacted many other language teaching approaches that support a similar
philosophy of language teaching.
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