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1. Iotroduction

That the terms Autonomy, Self-Directed Learning (SDL) and Individualisa-
tion overlsp in their refersnce is very cbvious. The extamt of the overlap
and the ways in which they differ is not at all obyigus. In this paper I
thall sttempt to substantiate the following (rather tentative) conclusions,

1. That the term individualised inatruction and/eor leaming, .

is used to desoribe suoh diverse programmes as to be usaleas
for pur parpoas., Furthermors, it misses the point,

2, Thet autonony represents the upper limit of self-directed
loarning measured on a nobticnal scale from totel direction
to full freedom. Conseguently, sutonowy is one of a set
of possibilitias within the larger category of ulf-&inntua.
leatning.

The task of substantiating these arzuments is lergely one of definitlom
and my attempts at formulating satisfactery definitions have inevitebly led ma
into the literaturs of thesa areas; some of thase mritings are only tenuously
related to defining s partioular area, yet they discuss much that is of
interest in this field - perticularly in seif-directed lesrning. Consequently,
in addition to erguing the points made above I will reviem = selection of the
literature In SDL, There mre few roferences in this literature to lanpuage
learning; wmost of the writings are concernad either with education in general
or with subjects other than foreign languages (FL). 4 mejor theme running
through writings on SDL is, however, of great potential relevance to FL learning.
This is the close relation between SDL and the affective dowain, I have,
gonsequently, examined a sslectlon of the literature concerned with affective
variables in Pl learning; end finelly I review two papers which deseribs FL
learning/teaching methods wiich make a deliberate attempt to control affective

variables and to bulld inte the oathods & degree of self-directed learning.
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2.  Individualised Instruction/learning (II)

Logan (1973) offers as & minimal definition of II the situstion in which

"the teachsr provides materials and sotivitiss with which students
can work "indepandently®, thus releasing the teachsr to miniater
to individual needs.”  (p.15).

The period of time over which this inm dome is, of course, orucial.
There is little new in a teacher telling the olasa to do exerolsss fiftesn to
twenty-five in the classrcom! Logan recognises this and adds that

in an individvalised programas, the whole thrust of instruction is
in this direction; the classroom struocturs is designed fo allow
this types of indapsndent activity to hawve priority in importance
and time over the mors synchronized activity that traditionally has
dominated the olassaroom scene., (p.15).

In an earlisr publication (Logan 1370) he desoribes how the term

Indiyidualisation hes been applied to programmes warylng from 'the traditionsl
"lock-step" operation' with added individual or amall group help, to oorres-
pondence courses and totally independent study. Hs then states:

"Unre olossly approaching I.EI.1 individualisation (sy underlining)
are those programmes offering individualdiasd contracts to esach
student. Sequential learning packets which pan be combined {or
diffarant students in different ways: or even essentlally random
learning approaches.”  (p.1 & 2).

Making a similar point rather more strongly, Gibbons (1971) describes
various possibilities scms of which are labelled 'ipdividuslised' and some of
which are not, He goss on:

"rogether asuch programmes conatitute a widely diverse family,
They are based on differsnt interpretationa of individuslization,
They are inapired by different philoscphies and theories,
infivenced by differsnt technologiea and expertise, and con-
founded by the ambiguity of their lshel. In fact, the term
individualised inatruction programme is used to describe such

a varied sassortment of curricula that it ia no longer a useful,
restrictive category of inatruotional methoda, It likmly

never was_" p.2)

The firat conclusien I was attempting to substantiate was precisely this -
that the term II was uzed to describe such a wids varlety of methodas as to be
useless. My approach to substentiatiog it was simply to quote other sriters
whe say the same thing, However, eveén & cursory glance through the literature
on I1 will show this diveraity very clearly, and to presently attempt to

enumerate a reasonable oross-section of this diversity would be very time

consuming and ‘I.'E:I.':r boring.
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It 15, of oourss, posalble for a theorist to rumﬂh a more restrictive
definition of II and work within thet. For example Altman (1971) adduces four
characteristios of II which are, to him, essential. They ars:

i) Eagh student is allowed to progress through his currioulun
_saterisla at his owm pace.

i) Bach student is tested only when he is prepared to be
tested. (Not mll students will be teated sizultaneously. )

114} Whem & student oscds help, he works individually with hie

tescher, or with sowe other respurce persom in the class-
roos in a tutorial manner, and

iv) each student is aware of the nature of his learming task
" and imows what he must demonstrate and with what degree of
ageuracy he msust demonstrate it to receive credit for hia
work and to be able to move ahead in his material. (p. 89).

Altman's oharacterisation highlights the central contrest betw.en tradi-
ticoal classroom inmstruction and II, and that is, of courss, breaking the lock-
step, and allowing learndrs to progress at varying rates sultable to each
individusl. However, this is ngt the central contrast betwesn sutonomy/SDL
and other approaches to learning., Autonomy/SDL gntail individualisation; its
use is never in doubt; it is a necessary condition for autonomy/SbL. But it
iI by ao means & sufficient condition., There are many individualised programmes
which are the antithesis of 3elf direction and autonomy; and seo, from this
point of view too, the term II is not useful for our purposes, The contrast
we are concerned with is betwsen freedom and control, between subonomous/SD
Learning &nd axternally directed, teacher directed lsarming., And this contrast
i3 not restricted to matters like the student’s pace through currioulus
materials end when he will be .tut.nd, but ineludez the student's cholee of what
he will Iearn, hew he will learn, whan he will learn, end, indeed, 1f he will
learn. |

It appears, then, that the ters. Individuslised Instruction/Lesrming is
not useful for our purpases for two reesons. [Firstly, it 1s used ac widely
that it no longer delimits a useful restrictive category of instructicnal methods;
end secondly, becsuse the contrast ceatral to those concerned with autonomy, SDL
is not that of working at an individusl pace, ste. (conditions which are, in

any cess entsiled by antonomous,/3D 1&!.11'11115}, but the contrast betwesn the
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extremes of total freedow of cholee in currieula, materials, ways of learning,
exumin: tions, ete., and total esxtermal direction in theze areas.

3. Autonomoua Lesrning and Self Directed Lesrning

autonomous iearning = or autonomy - is {of course) the term used oty the
C.t.4. P E. L, to deserlibe their learning - end learner-centred strate;y. 1its
ma jor characteristies are set out in Stanchine {1975 h:l. The festurss sho
higiiights aré that toe learnar detarwlnes hiz own goals {2ima and ﬁh]entives},
he also determines his mode of learning, the materiala he will wuse eng the poce
of' the intake of meterial. Farthermore the leerner monitors his own performance
ehd evaluetes his own proficisncy.  She concludes:

"jutonomy is an experiment in how leerning can be freed from

the bounds of any inatitution, znd in how the individusl ean

reclaim control of and reszpensibility for his or her own

sducation, while inveatigeting the opportunities to learn from
£ variety of authentic sources.," (p.2)

{How this syatem operates is dessribed in a nusmber of papsrs from the C.L.A.P.E.L.
including Wlay (1974), Stanchina (1975 a, 1975 b}, Abe & Saith (197%).
Deseribing the salienl claracteristics of 3DL is more diffivuit, sinee
the ters tends to be used differsutly by diffarant writars, Forthermors, the
use of-the term 3elf-ldrected learning Frequently constitutes an aet of failth,
and {perbwps, consequently,} is rerely sccompauied by & clear deseription.
<hare a olesr deseription ia given, hewever, thers is freguently a mari-ed
aimilerity betwsen 3DL 2nd sutenomy - which would lead one to suppess that these
gre two namos Tor the ascne phenomanon, toud mnd Sidery (1%70) dezerita SDL

as follows:

"oe understend self-directednesa to imply maximum sutonory for
the individuel concowitant with concern for the sutonomy of
oibera, and the uwae of cech ethers’ roopources in scnoitive and
eiTective ways."

"Underlying this definition ot self-directed leamning is an
asmnption of whet it means to be an eduoated person. The
gaaumpbion is that an educated person ia one who cen identify
his owm needs, set his own goals, develop strategies for
meaticg his needs pod Le able $o wonltor his own action in
inias srocess.  He can co-orerate with others to obtain mitucel
suprort nnd assistenes so tiuat each may gein fulfillment,” (p,2)

These definitions/descriptions of autonemy and SDL suggest, s I noted
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above, that they are two labsls for the same phenomsnon, PBut I wish to
offer another possibility, I suggest that what Doud and Sidery are des-
eribting is in faot autonomy in the C.R.A.P.E.l. sense, and that autonomy is
enly one of 2 set of possibilities within SDL, .Tn faet, I shall argue that
sutonomy represents the upper limit of self-directed learning weamirsed on a
notional scals from fully directsd to Mully auteho®mous learning.

The C.l.A.P.E.L, view of autonomy hos developod out of tho need to
provide FL learning possibilities for adult learners with apaeial (if common)
problsms, Btenchina (1975 &) says:

"That we are trying to do at the C.H.A.P.E.L. iz to adopt en

alternative teaching strategy that recognises the special
conditions of adult learners:

= their Jjobs do not allow them to attend classes with any

repularity ...

= they mat devote time to tholr familias,

- thay live too far away from the university ...

= their timing dows not ceincide with the courass achaduled
for an sntire year,

- their needs %ur& not appropriate to o conventional class
organisation).

~ soma adults prefer to keep away from the clasaroom
atoosphers ., .

- (some 1lsarnera) simply need s maintenance programme.”

tﬂmulmtu indicate my re-phrasing},

The strategy evolved is one in which "ideally the learner eventually
becomes responaible for the whole of hls instructionel process, inecluding the
provision of materials. (Riley and Stanchina (1975)).

This stretegy is the culcome of two preliminary atages - the systemstic
astages - traditional e¢lessroom temching, and the non-systesatic stage - & period
of training for full autonony. The learner then pasaes into the avtanomous
stage, using appropriste materials for his FI learning. (iley 1974)

A3 I understand the papers aveilable Lo me, the lzamsr shouwld meke o
linear progresaion through the stages, in one direction only. There appears
to be ne formal recognition of the need of sows lesrners to move bock =nd forth
through the three steges - seeking farther support wien e feels the mead for
it in the systemetic or nen-systemetic siapes, However, some provision is.
made to give support through the "helper' aystem. But the support has liaits

as Stanchina (1976) says:
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"ilthough the helper must always be available to see the

learners, sbuses must be avoided, for sessions that are
too frequent leave learners no time to work independently,
and may therefore incrense thair dependence on the helper
and alow down their 'autonomization',”

Eeriler in the same paper she observes: "Even though lsarners will
oloim to agcomplish morsw In luss tims with the helpér, .., they must undarstand
that only working independently (of the helper) will allow then tg develoyp
the learning techniques most effective for them.”  (both quotes p.7)

I get an impression of sn "all or nothing" philosophy.from these papers,
Either learners achieve autonomy or they fail. As I stressed sbove the
C.H.A.F.E,L. are working with learners who have very ssvers limitations on their
aveilability and time scheduling, and this attitude may be a nacessity with
those learners., Howevsy, not all learnsrs - not even all adult lsamers -
have these savere limitations, and ae - for cthors, - broader, mere flexibls
programmes can ba offered without compromising the idesl of self-diraation,

A person can be self-directing in his/her sexual 11fs without being
foroced into suto-eroctociam. It may even be that he or she geta their kicks
out of subjugating themselves to their partper and consaquently choosee to do
this - chooses to relinquish his/her freedom., Is this nu longer salif-
directing? If I wish to become & competent carpenter, I may choose to read
books and practiss on my owm, or I may chooss to join a elaas in carpantry,

In my view, both are examples of sslf-directed learning. The vital factors
are the individuel specification of funoticnal aims, and the free cholce of
means of achieving those eims. The process of achieving learning objectives

is not one of making an initial dsoision - gelf-dirsction or sther dir;utiau
and then progressing linearly; it is rather s progression along a path which
has frequent forks - some meany-prongsd. The defining characteristic of sslf-
directed learning in my wiew, is that the learner makes a fres choice &t gach
of these forks. This free ohoice mey in fact be a choice to relinguish his/her
sutenoy over & particular streteh for s partioular purpose,

A third exampls illustrates thia,  3uppose you were sngaged in rassarch

in semantics - research which you had chosen to do because of your interast
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in the field., A% some pelnt in your reading you would discower that certain
sspocts of semantic thearies were often sxpresssd in aywbolic logle; further-
more, if you did not onderatapd sywbolic logic, you would find that there was
mich in llllntiﬂi that you could not follow. It happens that at just thia
time, you discover that thers ia a course in symbolie logle just beginning.
Alao, 1t 13 hsld at a time during the week when you are free. Thus, you have
the choles of going along to the course, or of golng to the library and finding
introdugtions to Syabolio loglc. Whichever path is chosen, the cholce - and
the lsarming approach - remains self-directed. In one path, howsver, the
autonomy of the lsarner 1s maintained. In the other it is partielly relin-
quished, for a particular purpoas,

Diagran {1 showa the choioce of paths for individuala through e particular
learning programme. This model attempts to reflect the reality of most
learning programees la that self-direction can enter in - or bs relinquished -
at warious polnta. Thus, even though & student - a school child for example -
may be axtermully directed to lemrn Engilah, or French (hereafter X}, there ia
still scope for self-direction within the learmlng progrzame.  Alternatively,
though another student may make a salf-directed decision to study X he may, for
example, chooss to relinquish his sutonomy in particuler areas, in wvarying
degress. Thua, he may choose to work in o group of self-directing individusls.
In 80 doing, he is pre-sapting his full fresdom of choice at other node-points,
Yor example, the cholcas of when to study end where to study are no longer
Tully sutonomous since agrosment mist be reached with othera. Similsarly if =
student chooses to follow & cleas for some aspect of his study - say the
phonology of the target language - then he may relinguish & sroportion of his
freadom to choose materials,

In this diegram the heavily marked path represents autonomy, whieh is,
as I earlier remarked the upper limit of self-dirscted leerning, Convarasely
the lowar limits are set by the student who freely choozes to be Tully directed

throughout his study of X. This may be a reductio ad absurdem arpunent against

the model. It appears necassary to establish the limiting cass of self
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direotion sgmawherse abowe this lewei, wut hew this is oone, oo fodesd f
it 1a walid, I am not sure.

Ta goncluds thia section then, I hove argued that eutonomy and SDL
differ ln that autonomy i3 one of meny possibilitiea within DL, It ia the
upper limit of SDL. The defining characteristic of 30L is that the leamer
makes fres choices at each of & series of wnode poiats in the learning path.
Fhare all of these choices are made freely, we huve fully self-directed learn-
ing, whare only some are freely made we have some degree of self-dirscted
learning.

4. A Glanee at the Literature

Except for the wery interssting work going on in the Cooa P E.L., 1 lmow
of few reported studles in seif-directed learning in FL learning. writinga
on SDL ir cther fieids, however, serve as test cases for the definition I have
offered sbove, and I sball quote two of theae. I shall then consider some of
the edueational research mnd thinking which supperts 3DL, dincluding, eapecislly,
work relating affective variablas witi learning, Thiz work leads neturally
to e consideration of two language learning/teaching methods which ntteapt to
control some of thess affective varisblesz by building inte the method a pro-
portion of self-directed learning.

The Tirst of the SOL reports deserlibes pn introduetory course in
patchology conducted by ¥.E. Faw, reported in dogers (1959). The course
covered five aspects of human gavehology: (1} Persoes, (2) Interactiona,

{3} Proeedures, (L)} Content and ([5) Iastitutionsl Tress, thougn the ene-
phasiz was on the [irst two. Tha mein interest in tivis course Is the struchtioe
get up by Paw to facilitake it. For exanple e offers tne folloviiay arrenge-
ments of the class. An initial dinterview with the instructure Lo sert cut

‘the dypnarics between student amd teacher', This ean be followed up - at the
students cholee — by working throupgh & propremned set ef ten leaseons in inter-
personal reletiona, Second, half' the class time is spent on student centred
sesaions, These Tmay be of twe general kinds: first, those in whieh student-
gentred discessions are prominent and second, those in which student: prosent

their reseerch, demonstrations, reviews of jrurnal articles, eto.' The role
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T Rle pestpuneter oo i ba helpd g boomainks e araidenlbs' acninnmin Frosgs
anc . oowr fresson uy listering rospectfully and Agcaptingly.  “hird, in the
other el of tae class tise, the positlon iz reversed. The inst:uctor
voioes §is iuens and bthouphts whils bhe atudents play the role off tharonit,
bieleoaas,: te seiatiin the inatractor's ascademic froades sng troer freedon Ly
birtenins ad respomdling in an understanding manner.

Thoush credit soints mre jiven for etteading tiese cluss ~orleds, no
rer: 1uias are suffered far wissing soxe or all tue classes. Tradeed, students
are anccuraged ot to sttenmd classes waes: they believe thet Loe work they woul:

otoeriise de would hwie nore usefuel. furthernore, the tieetable ol closs-

seoatone ia "selp-dirvected” by both stodents aad Instructors. . "abgneup

v poes on te offer sixteen 'Uptlonsl sesponses Instrusentel in
Aclieving sonlst, Thess ihelude
1. Fnitiel interview with the instructor {xentiancﬂ ﬂbuve),
2. Jiatenent ol goals, '
i aeview off Jeurnsl articles and presentation in ariting.
b . resesrch propesels ... 'Thres lewels of propescls are acceptable.

ievel $: the rere iden of "] ucnoer whot would heppen &f we
did this!"

0]

loval ©:  bhe iuea plis a survey (of revicus work).

bewel 31 tiz Llee with 2 survey of litsreture plus toe
g puriventel design s te uzed 1n tasting lLire
nyrobiesis,

5. Tadividur 1 exssrisento,

. rrowp projects,

Ek "eadin of sseipnnents pad Lelde; evavdneiicns over recdlnga ..
studenks mey choose nut Lo .o exi.dobioms;  hoowver, these
Bxewinetions constitite awe o s prestzst siogle sourees of

erodit et o mindwal anguni of afi'ort "

- aw
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46.  "3elf evaluetion. The atudsnt may review the work
he has dene durdng the course and evaluate it in terms
of how seaningful the sxperience was to him in relation
to the goals he sat for himaelf,

I have desoribved this at sces length to emphasize the point thot a
programme in seif-dirscted leerning is aot pecesserily one in which the student
is left entirely to himself and his own rescurces, He ean be offered &
mibatantinl degras of sapport, especially in the area of *learning structure’.
Howsver, he is free at esch point to chooss within the structurs offered, or
10 ohoose teo lgnore 1k, Hqtio. slso, of course, that this course operatas
within the credit system, though there are many options apen faor gaining
oredit polnta.

The second report is of a very different kind. It is taken frem
Plraig's "Zen and the Art o £ cle Maintenanes® (1974) and deacribes what
the author considers to be an ideal university, I preceds it, however, with
& statemant of ideals made by Carl Rogers (Rogera 1963) in his book on SDL
*Frosdom to Learn™. Hogers lists five implications of his thinking on teeching

and learming. I report the Tirst 4.

{a) +e.. we would do sway with teaching. People would get
together if they wished to learn.

{b) We would do away with examinations. They measure only
the lnvonsequentisl type of learndng,

{c] ¥e would do away with grades and credits for the zape
reasonas,

{d) 9a would do away with degreesz as a measure of eompetence
partly for the same vreason.  Another resson is that s
dagree marks en end or & conolusion of sowething, and a
learnar ia only intersated in the continuing process of
learning. (p.154)
What would Ye the vesults of such womentous moves?  Pirsiz (so far as
I know, mquite independently of Rogers) offers the follawing sugzeation,  He
describes an imeginary university - the Chureh of heasen - which awards no
degrees - and consequently work is not graded. It exists to enable people to
learn, Piralg suggestes that, typleally, a student attending this univeraity
would initially resct to the freedom by neglecting to do any work. His laok
of reading and thinking would result in the elesses becoming progréssively

less meaningful, Scon the student would realise thet he was not lsarning
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mien g toee, beewise of cobther prossures - e.;. 2oeial life - 5e would stop
ettonding classcs altogether, aud then siop attending the universzity. 1Im
tiths idesl .orld, naither the univarsity nor sceiety would censure deopping
vut, and in eny cesae, there would Lo Precdom to re-enter the University cpain
wherever the atucent wished, It is right, argoes Firsig, thet the student
shonld dvop-—out, Ha wis nobt at the uniweraity to leewn, but to get o depree.

Thia ixspinary student might then get & job =5 n mechanic, He mignt
develop o ool interest in engines, perhoons modifying them, then be ilaning to
hutld Bis own,  Purther, he might reslise that to design en engine well he
naaded to lecrn & great deal mere about the theoreticel aspects of engine design,
Wy W@ toes Lok to the university - bub this time he is primsd to learn. Ve
does not went 2 degrde, He wants to leern about engines, Pirsilg continues:

Ep he would cowme bacd Lo pur degresless end pradeless school,

but with a differonce, He'd no longar be & prade-motivated

RT3 Ha'd we a knowlodige motivatod pereon, lle would noad

no external pushing %o laarn, His push would coue from insids,

He'd be & free man, He woeuldn't need a lot of diseipline te

shepe him up,  In fmet, if the instructors assigned hin wers

slrozing on the job, he would be likely to shape them up by

asking rude questions .,."

"Lotivation of this sort, onee it catohea held, is a ferocious

force ... he wouldn't stop with rote engineering ingormation.

Physics gl wathematios ... Listallurgy end electrieal engineering

would come up for attention, and ... he would be likely to

branch out inte other theoretieal ereas that weren't directly
related to oachines but hed becone purt of & newer, larser poal,

This lerger geal weuldn't be the Imitation of education in

bpiversities today, glessed over and conecezled by prades and

dagress that pive tho impression thet something is happening

whon, in fact, slwost nothing is golng on. Th would be Lhe

re.l toing," {p.191)
Here wo heve & vision of £ self-directed learning situation, but one in the
context of certain aspects of 2 university structure., The imsginary student
mey attend clagses, but who would say he is not self-directed?

attempts at justifying a self-directed learning eprroach (in contrast to
e directed lsarning spproach) can be made by conasidering three sorts of expari-
mentsl studies. The first group relates to KeGrogor's dichotomy of how human

edegs cre peresived, lis Thoor; & ond Thepry ¥.  The sescond set of stuiies

conpares the resulis of 3DL progremaes with those of directed progrosmes, and
the tewiency ia te find few differences in achievament, Finally, a considera-

tiam nf e s aveaialae e maiabianchin of afPactivya rerizhles with leomine
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on the one hand, and the relstion of affective wari. :les with ZDL on tihe
other offera support for 50L approaches.

It would be mi=leading to deseribe what follows a3 & raview of the
relavant litersture, since this implies thet whnt is offered ls cerefully
considered on the basis of full informetion. “That is offered hers, in fact,
ars indisationa of araas of ressarch werth, in my opinion, further, meors
careful, examination. They are almost all taken from secondmry sources -
i.8,, other suthors' reviews of ressarch, and I have had mo opportunity to
asseas ocarefully the quslity of the resesrch reported.

Molragor {1961} hypothesiges thet people are viewed in one of two ways
with respect to their motiwation to work. (Hiz hypotheses originally re-
farred to Amerlean sxecutives but can easily be adapted to students.)

Tha traditlional sducatlon wiew of astudenta (Lcﬂ%%gor‘a Theary I} ia
that thay:

4. Hallke and avold atudy,

2. Xuat be coerced, controllec, dirsoted and thremtened
with punishment to get them fo direct their efforts
tomord echisvemeant of sducational goals.

3. Prafer to be directed, wiszh o avold reapsnsibility,
have little ambition, end wani seocurity above ell,

lichbregor argues thet though treditiousel educatora perceive studsnts in
this wey, it is th: foct that they are verceivad in this oy (aud bave bees
OVEr many yeara].ﬂhich lemds sbudents to hehave so. Ledrepor arpusd that e
converse wiew 1s mere reslistic. Thus, his Theory ¥ statrs that students:

1, Repard uontel and physfesl sork as natural as play or rest.

2. 3xercise self conirol and self-direction,
3o arg sommitied 4o ohjuctives beosnse of the rasards of achievement,

L. Ageept cud =ecs responsinility.

5. Bxarcise = high degres of dmagination, ingenuity and areativity
ir solving problems.

(Boclamen and Boskias (1972 p. 55)
lotregor ergued tiot thoese were self-iulfilliag rephecica, Thus thoae

Ytaachers' whe belimve ‘heary ¥, ead who demonstrate their beliel in their

activities tepd to fipd tet twelir sftudonts Zamii'sct e attitades acseribed
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by Theoary Y. in the other hand, those teachers who believe Theory X
similariy tend to have their belisfs econfirmed by the evidenecs,

Eogara (1969) reports a nusher of studies tending te support this view.
The most conclusive {Ksodonald snd Zaret 1968} concludes that "teachers who
are interssted in process, and facllitetive In thelr lnterscilons, produce
self-inditieted and creative responses in their students, l:ﬂh-ma,'} Teachers
who are interssted in evaluation of students produce passive, memorized,
"sager to please” responses from their students." (p.118) Beach (i197), in
a study of self-directed learning, found "clustering ... awong & number of
variables, demonstrating the value of the free intersetion found in the small,
self-directed student group. For example, es rated by the partieipants,
guality of study, guantity of study, eritisal thinking deoe in the oourss,
seaing apelieations and implicstions of the atudy material, and motivetion
to meet sxtra timas az & group clustered together,” l:p.19j]

In further support of Theory ¥, and also indicating hew students learn
how to learn, Gruber and Weitman (1962) (re-orted in Beach op cit) conclude
that "placing & major responsibility on the student for his own education has
real possibilities for developing attitudes towards learning which result in
the students continuing zearch for kmowledge after the formal classrcom
excerience is over,"

an important, if negetive, justificction of 3DL is its effsctiveness in
lexding to lecraing in comperison with more traditisnal methods. The indi-
cations are that on courses judged as successful by other criteris there il.u

little or no significent dii'ference from conventional aporoaches on such

mesfures as exaninatlon results, ether wessures of quantity of mstertal leamnt,

covarage of material, attendance and ao on,

willians (1330} for exemple conducted an exreriment dn DL over & -eriod
of 6 nentis with dsliaquent c¢hildren in U.8.)..  ifter giving details of he
gains in "educational ags" and other changes he says "This experiment is
interesting chiefly for itie fact that it seezs to indicate tiat a groun of
delinquent boys of varying ages snd capaeities will, il given an op ortunity
end supervisicn, improve more in educational aze when left alone that thay

wlll unéar ordinary schoolroom conditlons with formal instruction.® (u. 718)
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Yaw, whose programes was reported on abowe, varefully observed the
sffects of the programmes compared with trnditi:nnll teaching approschas, His
obsarvations are reported in Rogera (1969) P. L5. He reports no significant
differences in attendanos batwsen the SDL programme and the conventional one
{percentage attendsnce of & z 35 students in conventional courses with
obligatory attendanoe - 87.2%., In SDL courses with optional attendance -
86.88.) There were similerly no significant differences in achievement on
objeetive type exmminations,

Beach {197%) reports similar findings from his om experiments with SDL,
However, he adds ancthsr dimension.

"It is signifioant in itself that students in the ;zpari_nhl

self-directed atudy gronps did not suffer in courss contant
from being deprived of the classroom and being placed
in the interactive, instructionless learning setting., At the
it iy
r:::l.ngl and written comments, found t;na group experisnos
rewarding and satisfying.” .

The third group of studies relevant to a justification of BDL ave those
ogncarned with linka between effactive varieblea ard lesrning, and, of course,
tha links hﬁnln these warieblea and 30L. Tihere ia growing evidence that
eertain affective variables are important in FL laa.ming.z For excmple,
Titone If19‘?3) discusses the importance of personality fectors (sociability,
life-styls) im language laerning aptituds, He slas reports on Curren's (1972)
observetion (alsc made by other people) that during leerning to spsak an 7L
they becons anxious end feel threatened. Curran sees a similaerity between
this stete of mind and that of the client in psychotherapy. (iie follows the
spimilarity through by adopting some of the counselling techniques from
psychotherapy inte the langunge learning wecesa. This ls reported mors
fully below,}

Brown {1974 alsoc mentions Curren in his discussion of the affectivs
wvariable of inhibition - which he sugeests, "may Le one ol the key obsiecles
to any learning which necessitates corwmunicetion er interaction with another

Prson,” 'ﬁgn' is also suggested as another important affective varieble in
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the PL learning process,  According to Browm, "Tha salf-lmovladge, self-
satesn and self-ponfidence of the langusge leziuper could have everythlng to
do with suoceas in learning & language ... Any lenguage acquisition proosas
that resultas in mm-insful learning for commmnication involves aoue degres
of identity confliet ..." (p. 233) :

Arising from this iz the hypothesls that the reduction, in the lsarning
situation, of auch factora as threat to the learner's sge, Inhibition amd a0
on may fasilitate the learning of lnngungi.}

Hogers (op 6it) arguss that thers aré important connédtions batwaen
types of toacher attitudes and the redugtion or inorcass of the fretors noted
abova, He reports work done by Schmuck (1963) for example, who attempted teo
show "that in clesfsrooms where pupilas perceive their teachers as underatanding
them, there is likely te¢ be = more diffuse liking structure among ths pupils,”
This means, socording to Hogers, that "whers the teacher is empathic ,., liking
and affaction are more evenly diffused throughcut the group.® Rogers goea on
to discuss e later atudy (1966) in which Schouck "has shown that among students
who &ra highly involved in their pear group significent mlationships axiat
between notuel liking status, on the one hand, snd wtilization of abilities,
ettitude towerd self and sttitude toward school on the other hzpd." Hogers
interprets this (end other evidence) as indicating

"that in an underatanding classroom climate whera the tescher

is more empathic, every student tends to feel 1iked by all

the others, to have & more positive attitude towards himself
end toward acheool, If he is highly involved with hia peer
group {end this appeers probeble in such a classroom climata),
he elsg terds to utilise his sbilities more fully in his
school achievement.” {p. 118)

Further support for this is obbtained from another area = that of
peychiotherzpy. The resesrch findings of Barrett - Lennard (1962) indicate
that "if, in therapy, the client peroceives his therapist as resl and genuine,
na one who likes, priges, and empathicelly understands him, self-lecrning and
therapeutic change are Facllitated,”

Ia Porgs {1971) commenting on Bradford {1960) highlights the conflict

situations which davelop when the teacher deminates and controls class

activitiea. "Besipcally, parts of the class are at war with other parts®
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insofer as "each utudqqt tands to ba in ¢ compatitive aituation - winner ar
loser in the learning ;nl;." This is & coomon exparlence of anyons who has
taught in a traditicnal oclaserocom satting. Pupils workkdng togather are par-
calved xs ohestling (What? #hnn?}. Asylignments, tests and exgminations are
nsed to establish rank order smong the learmere, and for the pupil, the
important fact is net what he can lanrn.ahnut his own learning from the results,
tut his position in the rank.

The traditional, teacher dominated, classroom then, tends to lncreass
nagative affective faotors. How might a sslf-directed lesamming Eituntian
tiffer froa thia?

Filratly thare oeasea to ba a el of common objectlves towards which
;rar’ student is working in competition with ewsry othar student, Students
may work individually, or together in groups, to specify their objeotives, and
they are responsibls for selecting the materials far the achievement of thoze
ohjaotives, A8 I hawve tried te show nbove, this necd not be totally sutono-
38, but oan be within & supportive strmctursl frapewerk of options - always
innluding the posslbility of porticular students choosing not to woark within
this framework (see, for example, the Faw proartmma}. Purthermore, much of
the threat, anxiety and competition can be taken out of mssessment, External
sxaminations may remain, of course, (if only to validate the 5DL programze in
contrest to direocted courses), but internal assessment can be bzsed on a series
of options worked cut between student and facilitgtnr,h and difTerent forms of
asgessment may wall be chosen by difterent groups or individuals.

The role of the facilitator is of groat importence, Firstly, of course,
apyone who gats himsslf into 3uch a position is alreedy converted to Lelregor's
- Theory T, and so 1s slresdy doing & grect decl fto reduce tensions 2nd conflict
gnd to facilitate leerning, Secondly, lte would "regard himself as m flaxible
reacurce to be utilized by the group ... He makes himsslf availshle as o
coungellor, lecturer and rdviser, s person with expericice within the field.
fda wishes to be used by individuel students, end by the group, in the ways

which seem most meaningful to thes insofar as he can be comfortable in operating

in the ways they wish.” (Regers, 1969, p. 165)
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As I observed above, there are few reports of 3DL schemes in FL learning
in the litersture, However, reports of two unusual language learning/tesching
mothods have highly relevent features. Gattagno's method - "The Silent Uay'
{1972) 1s reviewed by Steviak (197 ). CGattogno stetes five basie principles
of lsarning. -

1. Teaching 1z subordinate to leasrning.

2, ILearning 1s not imitation or drill.

3. -In laarning, the mind aquips itself by its own working.

L. The mind drawa on its previcus sxpariences.

5, The tescher must stop Interfering with the learning actlvity.

In languege teachipng by tiw silent wey, the toachor produces sash new
ingt "wary olearly®. The students do 90K of the talldng, with the teacher
remaining almost completely silsnt, "In the cezs of a correct response ...
the student must lesrn to do without the overt approval of the taacher,
Instesd, he must concentrate on developing and then satisfying his own "inner
griterig”, This weans that the temcher iz supposed to react never wrbnllj
and very 1ittls non-verbally to a corrsct response.”

Mistakes (errora) appear to be used positively, both affectively and
pedagogieally, "Tha st.;mnnt who made the mistake has 'atuck his neck ocut',
soting vieariously for the whele group, The eontent of the mistake is an
invaluable olue to where students are in the development of their "inner
oriteris', and so provides precious guidance for the temcher's next ste..®

The emphasis placed on the development of "inner criterie®™ has impoitant
relavance to SDL and the nesd to develop self-monitoring. The tescher's
reaction to correct utterances appears to be designed o encoursge self-
dependnnsy in the studsnts, both in terms of their "inner-sriteris” and in
the developzent of self-confidence, The importance of the supportive :gr\m;p,
ipdejendant of the temcher is hinted at in the section on eérrors,

The second method relevant to 5DL 1s that described im Currén, C.A.,

Counselling - Learning: A Jhols-Person kiodel for Education {1972). Curran’s

work is reported mers mcoessibly in la Forge [19?“} and Stevick {1973). In
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this method the prineipsl aotivity is lsarner-directed free conversetion,
right from tha Hl':t_bu;innin..s. The students, called ‘olients', 2it in a
alosed nlrﬂu facing one another. The 'ococunsellors' {*imowers' - peopls who
know the target language) are outsids the oircle. In the first stage, 2
alient will deoide what he wants to say and says it aloud in the Ly; he
rapsives it back from the counsellor in the TL, "reflected ... in & warm,
acospting tone.”® The olient then repsats it in the TL. "After 2 to 3 hours
olients usually begin o speak shout topics that reelly matter to them, in-
sluding their langaage fears and insecuritien. This breakthrough makes
posaible the mtu.l.l astablishment of feelings of ascurity and bslonging,
and converaation begins to flow more freely.” '

This is the first of Five steges, The second is the stage of aelf-
ansertion, where the olisnte begin to try ocut TL elements directly. Tha
counseller gives halp when he perceives it as necessary. In the third atage -
the birth stags - the elients operate mainly in the TL. Thé ssunsaller keeps
quiet unlass help is positively requested by a client, In tho next stage -
‘tha reversal stage - the olienta ara now sufficiently secure in their new
language identitiss te eccept correction from the counssllor whenever errora
ooeur. Finally; the indspendent stage - the counssllors becoms fully inte-
grated into the group, freely intervening not only to offer correctiom bat also
to improve atyla.

The client 1= n-;. to shift at will from one stage to enother, in either
dirsction. In the early stages the client resolves his anxiety through total
trust in and commitment te the knower, "He thua abandons ... something of
hWis 014 sglf. Soon, howsvar_ a new sslf begins te develop ... Thiz "new
salf" inevitably runs into conflicts with the lmower's self, but in the later
stages these conflicts are resolved end the "new self” completes tha tranaition
from smbryo to adulthood."  (Bteviek p. 264).

The deliberate ettecpt by Jurrwn to use his experisnce from paycho-
therapy relates t.o n;rtuin eapects of the facilitetors role im GDL.  Also,

of oourss, tha therapy is "elient-centred®™ in that the clients noxe the runring
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8o Ter a3 whet is baing learnt, snd what help is gives from eounsallors,
This iz &DC within & fairly well-defined structurs.

These wethoda offer sugpestione of ways in which 3DL can Le incorpornted
into FL learning, Thay are dif‘[‘aﬂnt. in many respacts i'row tha azrrocch talken
by the C.0A.P.E.L. but they ssem to ms to £it into the deacri-tion of 5DL I

of ferad above.

ligtes
1. bogen is, of cgourse, begging the quastion hora,

2. 1 am grateful to David Carver, Scottish Ceutrs for Education Ovarseass
for drawing my attention to many of the papers mentioned in this section.

5. Also, of course, such an hypothesis pets streng support from common sensa.

f. The terus "teachar’ or "instructor' are not suitable in S0L for evident
raasonsg
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