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Abstract

Simulations have increasingly been used in education since
the 1960s in various fields, such as politics, geography,
psychology and sociology, with the aim of providing students
with an opportunity to apply their theoretical knowledge to
practical, often communicative contexts. They are also regarded
as a useful vocational training tool for people working in Jjobs
requiring an ability to communicate, such as diplomats, members
of the medical professions, business people and administrators.

The existence of umbrella organisations which aim to provide
opportunities for a multi-disciplinary exchange of views and
experience between practitioners, such as the Society for the
Advancement of Games and Simulations in Education and Training
(SAGSET) or the International Simulation and Gaming Association
(ISAGA) reflects experiences with simulations in a wide range of
contexts and puts this diversity in an institutional framework.

Against this background teachers of English as a foreign
language (EFL) have adapted simulations originally written for
students of other subjects, or designed new ones specifically
for their particular context, usually emphasising language
practice in a realistic communicative situation. This has been
of particular relevance in the area of teaching English for
specific purposes (ESP).

Much of the wide range of literature that has been written
on the use of simulations in language teaching is in the form of
articles presenting conclusions drawn by individual teachers or
designers from their individual experience of using a specific
simulation in a particular context. There is, however, little
consensus among designers as to exactly what a simulation is or
what purposes it can usefully serve in a language-learning
context.

In the first chapter of this study, I present my own first
practical experiences of using simulations in the EFL classroom.
Chapters 2 to 5 examine the diversity of practitioners’

understandings of the term ‘simulation’ and three other key
concepts which appear so frequently in the literature on
simulations for language-learning as to be regarded as
leitmotifs: ‘reality’, ‘communication’ and ‘culture’. My aim is
not to define these terms, but to show how and to what ends
designers use them.

Chapters 6 and 7 critically examine specific examples of
simulations which are, or could be, used in language-learning
contexts under two broad headings: simulations for developing
communicative competence and simulations within intercultural
education in EFL.

A final chapter sums up the development of simulations used
in EFL since the late 1970s and suggests how they are likely to
develop in the future.

My approach aims to come to a critical understanding of
simulations and their development by engaging in a meta-
criticism of designers’ approaches to them.



INTRODUCTION

Simulations were introduced into the language
classroom in the 1960s with the aim of making learning in
the classroom more relevant to the needs of learners in
situations beyond it. The perceived gap between what was
traditionally taught in the classroom and the skills
needed in real life contexts began to be seen as a
problem, to which simulations, as classroom copies or
models of real life (L. Jones 1983b:1), were seen as one
solution. Their use in the foreign language classroom has
been primarily associated with the communicative approach
to language learning. They are seen as being a
student-centred approach to learning, enabling
participants to improve their communicative competence
(see Chapter 4) and to take responsibility for their own
actions within the activity. L. Jones, for example,vtells
students: "A simulation gives you the chance to use the
English you’ve learnt to achieve your communicative aims"
(Ibid.).

In practice, however, the word ‘simulation’ is used
to refer to a range of activity types reflecting not Jjust
a communicative approach to language learning, but
various methodological frameworks. Simulations are not
only used to improve students’ communicative competence,
but for a variety of other language-teaching purposes.

In the first part of this study (Chapters 2 to 5) I
discuss various understandings by simulation designers of
three key words which appear so frequently in the
literature on simulations for teaching English as a
foreign language (EFL) as to be seen as leitmotifs:
*simulation’, ‘reality’ and ‘communication’, as well as a
fourth key word to be found increasingly in recent
literature on the subject: ‘culture’. In so doing, my aim
is not to attempt to come to any hard and fast definition
of these terms, but rather to illustrate the plurality of

meanings they have for different authors and designers

1



working in different contexts, reflecting both their
different methodological approaches to language teaching
and the very wide range of purposes for which foreigners
*learn English.

In the second part of my study (Chapters 6 and 7), I
go on to illustrate the purposes for which simulations
and role plays are used in EFL: improving learners’
communicative competence (Chapter 6) and raising
participants’ cultural awareness or competence (Chapter
7).

The examples in Chapters 6 focus on some of the
different emphases of simulations used to enable learners
to improve their communicative competence, ranging from
presenting information in a grammatically correct form,
to relating the language used to the situation, or -
creating a situation participants perceive as credible.

Chapter 7 gives examples of some simulations which
raise issues of culture, whether this is intentional on
the part of the designer or not. They include a
simulation which attempts to enable participants to
experience how ideas are structured in English, as
opposed to Russian, another in which the designer takes
his own culture for granted, whereas participants may
not, a third in which participants are encouraged to
relate to one another in terms of stereotypical views of
each others’ countries, and finally a simulation in which
the designer assumes that simply by labelling two
competing groups in a simulation ‘American’ and
*Japanese’, the participants will become more aware of
cultural issues. It concludes by examining a framework
for structuring feedback which could be applied to
debriefing all of these simulations (and any others
involving cultural issues).

The final chapter reviews developments in approaches
to simulations for EFL and ESP and presents an outlook on
their future potential.

All of the above examples illustrate that it is
impossible for the designer to create an impartial model

of reality in designing a simulation, since, by their
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very nature, simulations emphasise particular aspects of
a situation and are based on his or her assumptions about
reality. Participants, for their part, also play their
roles on the basis of their culturally biased experience.

On the basis of the examples presented, I thus argue
that choosing to emphasise particular aspects is not the
exclusive prerogative of the designer, and that it is
precisely this which makes them so attractive for the
teacher/designer/facilitator and participants alike.
Simulations can effectively integrate both the teacher’s
and learners’ different specialist interests and cultural
backgrounds. Students become absorbed in activities they
see as being realistic and relevant to their needs to the
extent that they may forget they are speaking a foreign
language, while language teachers use simulations to
provide students with practice in using the foreign
language. Although there is unlikely to be one-to-one
equivalence between the language teacher’s emphasis
during feedback (e.g. on language items or cultural bias)
and the students’ view of what was important (e.g. their
feelings of success in'getting a message across), these
different interests are not mutually exclusive. It is
this which makes simulations especially useful in the
context of ESP, where the teacher’s role is to facilitate
students’ learning of the English they require in their
specialist fields.

Despite sharing some common features, simulations in
EFL, and particularly in ESP, are versatile and can be
used in a wide variety of contexts. The wide variety of
activities categorised as simulations and the multitude
of aims they can be used to pursue have led to discussion
on the subject becoming fragmented. Statements that are
applicable in one language-teaching context may be of
little relevance in another. This means that the process
of selecting a suitable simulation, very much like the
process of simulation design itself, requires creativity
and the ability to integrate various different,
complementary interests. I argue in conclusion that the

creativity of a designer of simulations for EFL lies in
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selecting and representing elements of a situation in a
model which is not only tailored to the learners’
linguistic and communicative needs, but also takes
account of their specialist requirements and their

cultural background.



CHAPTER ONE
FIRST PRACTICAL EXPERIENCES USING SIMULATIONS IN THE

ENGLISH AS A FOREIGN LANGUAGE (EFL) CLASSROOM

From my own experience of learning foreign languages
at school and university, it is clear that language
learners often complete their formal education in a
foreign language, whether at GCSE, Advanced or even
degree level, without necessarily gaining the confidence
to deal with common, everyday situations in the target
language, let alone the requirements of a demanding job.

Immersion in the target language during visits to a
country where it is spoken is, in my experience, highly
motivating in that it enables language learners to hear
and see for themselves how the language is used in
everyday contexts within the target culture. This brings
the language to life in a way that is difficult to
imagine when one is in a native language (L1)
environment. Such visits are, however, not always
practicable, particularly when learners are already in
employment or have set their priorities elsewhere, for
example in their main subject of study, and a foreign
language is regarded as just a necessary auxiliary skill.

As an English teacher at the language centre of a
German university, responsible for teaching English as a
subsidiary subject to students at intermediate and
advanced level whose main subjects were, for example,
Business Administration, Law and Economics, I was keen to
find a way to bring English to life by presenting it to
them in contexts they considered interesting and relevant
to their needs. Although all of them had learnt English
for several years at school and many had taken it at
Abitur level (equivalent to Advanced level), they had
rarely had practice to pursue aims they had chosen for

themselves or to speak freely in open-ended activities in
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English. As prospective employees at middle management
level in medium-sized companies, their future needs in
English included the ability to communicate and negotiate
with counterparts on business-related matters, as well as
to develop the social skills appropriate in an
English-speaking environment. I was thus interested in
finding materials which would go some way towards meeting
these general requirements within the students’
German-speaking environment, even if only for the
duration of a weekly ninety-minute lesson. During this

search, I came across Leo Jones’ Eight Simulations,

designed for EFL students at intermediate level (L. Jones
1983). I found his view of simulations as models of real
life (Ibid. 1983b:1) an attractive one, in that he saw
the exercise type as providing students with a practical
realistic context in which to use their English. Although
the subjects he dealt with in these simulations wefe not
directly business-related {(e.g. discussing the pros and
cons of a bridge-building project to replace an existing
ferry service; see appendix for details), they
nevertheless enabled students to practise negotiation
skills in structured situations in English. Indeed, the
fact that the language classes were made up of learners
reading a variety of different main subjects meant that
it was not possible to focus cn just one specific
vocational area. Thus, general simulations of this kind
were more appropriate than ones designed to meet very
specific vocational needs.

The students appreciated what was often for them the
novelty of actually using the language to pursue aims
that they had, at least to some extent, chosen for
themselves. The responses given to a questionnaire at the
end of the course bore this out. To the question "Do you
think your English improved through taking part in these
simulations? If so, how?" students’ answers commonly
included the view that, as a result of taking part in the
simulations, they had learnt to express their own opinion
in their own words more effectively, to argue, and to

react faster in English.

6



Those students who were less convinced tended to
fall into two groups: those who already had a more
advanced knowledge of English on the one hand, and those
who were still struggling to master basic grammar items
and vocabulary on the other. The first group, in answer
to the question: "What could have been better?" responded
with answers such as: "More detailed and difficult
simulations. Greater pressure through stricter time
limits", a response which was not a criticism of the
activity type as such, but rather suggested that the
students who made it felt that the exercises used had
been too easy.

The second group, however, gave replies such as:
"What I need is grammar, grammar, grammar and vocabulary.
Also my written English isn’t good". This latter response
may be seen as reflecting the difficulty of engaging in
simulations of students who had not yet mastered the
basic structures of the foreign language.

The above responses highlight some of the strengths
and weaknesses of the use of these simulations in this
context. As a student-centred activity, they were useful
for improving students’ fluency and increasing their
confidence in speaking the foreign language, but were
generally ineffectual in improving students’ proficiency
in using grammar structures.

When I taught English to people already in
employment (in 1993 and 1994) it was easier to adapt
material to make it relate more specifically to their
work situation. This was the case with "The Leisure
Centre", which I adapted from Leo Jones’ "The Arts
Centre" for a group of sports administrators on an
intensive in-service Engliéh course (see details of both
these simulations in the appendix) whose level of
proficiency in English ranged from elementary to upper
intermediate. The simulation involved deciding how to
optimise the activities offered by a leisure centre in
order for it to be profitable, a situation which bore
some similarity to the type of situation the learners had

to to deal with in their jobs: administering sporting
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activities within a hierarchical institution, deciding on
the allocation of funding, and making, communicating and
defending sometimes difficult and unpopular decisions.
During the simulations,; I observed the students and made
notes on the aspects I wanted to discuss with them in
feedback after the exercise. This focused on the
following aspects:

(a) the correctness/effectiveness of the language
used;

(b) formal characteristics of the type of situation
simulated: e.g. linguistic conventions in meetings
between management and staff; the role of the
chairperson;

(c) strategies: anticipating a range of possible
strategies the other side (i.e. the mangagement or shop
floor) used and discussing appropriate counterstrategies;

(d) the appropriacy of language used: e.g. as
regards politeness, emphasis, directness/indirectness;

(e) comparisons with examples of similar situations
from the learners’ real life experience;

(f) structural and cultural differences between:
the organisation of sport in Germany and in Britain,
trade unien-management relations in Germany and Britain
(i.e. tending towards consensus-seeking or
confrontation), directness/indirectness of language in
German and English.

Since the participants themselves were familiar with
the type of tasks simulated in the activity from their
everyday work, they were able to bring their experience
into the activity. Learners at all levels of proficiency
in English felt the simulation to have been very
effective in boosting their confidence in speaking the
foreign language by demonstrating that they were able to
deal with such situations in English. I found that the
integration of language and vocational skills in this
activity was particularly effective both in enabling
weaker students to be fully integrated within an
enjoyable communicative activity and at the same time in

presenting more advanced students with a challenging
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task. This integration of students at different levels of
proficiency is particularly relevant within a context in
which learners have a common vocational interest but may
not have reached the same level of proficiency in the
foreign languacge.

This positive experience of using simulations in
teaching English in Germany led to my wider interest in
the subject. It was at this stage that I began to read
articles on simulations, from which I soon realised that
there was quite a variety of different theoretical
approaches, which also had implications for the
practicalities of their design, classroom application and
evaluation. The various definitions of simulations by
different authors, while having certain common features,
emphasised different aspects of the activity, suggesting
that it would be extremely difficult to find a definition
that would be universally accepted. This, on the one
hand, reflected the fact that simulations were still
undergoing a process of development (see Chapter 8). On
the other, it reflected the more fundamental difficulty
of finding one single definition that would cover all
examples of simulations, a difficulty of the kind
recognised by Wittgenstein, who found it impossible to
give a definition of games which covered every game, but
saw family resemblances between them (1953:31-32).

Defining three other key concepts: ‘reality’,
‘communication’ and ‘culture’ poses similar problems. The
lack of consensus among authors on the subject of
simulations as to their use of such fundamental concepts
led to my interest in trying to explain authors’
motivation in choosing to emphasise particular aspects of
these terms. The terminology designers use reflects their
practical teaching contexts and the purposes for which
they use simulations. In the next three chapters, I
examine the terminology used in the literature on
language~-learning simulations and some of the issues it

raises.



CHAPTER TWO
DESIGNERS’ VIEWS OF STMULATION

1. Terminologyw

The term ‘simulation’ is used to cover a wide
variety of different types of activities and models used
in many subject_areas to predict, practise and play. A
simulation usually consists of three parts: preparation,
the simulation itself, and a debriefing session.

In the literature on language-learning simulations,
other terms are aliso used to refer to communicative
activities for language learning: ‘game’, ‘gaming’,
‘role-play’ and ‘scenario’. While some designers
consciously use one term rather than another in order to
highlight particular aspects of the activity, others use
the words interchangeably and arbitrarily. This presents
a problem for the teacher who would like to select an
exercise relevant for a particular teaching context. In
the following I illustrate this difficulty by showing how
three common terms {(game, role-play and simulation) are

used in the literature on language-teaching.

(a) Game

The word ‘game’ is used to refer to activities that
are self-contained and need not necessarily have any
direct connection to ‘real life’ beyond themselves.

Buddensiek, for example, quotes Huizinga’s

definition of what is meant by °

game’: "A game is a
voluntary action or activity which is carried out within
certein fixed limits of time and space according to
voluntarily accepted, but not necessarily binding rules,
which has its aim in itself and is accompanied by a
feeling of excitement and pleasure and an awareness of

”"

‘being different’ from ‘ordinary life’" (Huizinga

1956:34, quoted in Buddensiek 1985:607, my translation).
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In his view simulations often share this characteristic
with games: "In so far as they have the character of
games, simulations are distinctive first and foremost not
because they ‘approach reality’, but because they
maintain a certain distance from everyday reality"”
(Ibid.).

Other designers of simulations for language-
learning, however, draw out what they see as the
differences between simulations and games, regarding
competition and rules as features of games, but not a
main focus of simulations (see, for example, Ellington et
al. 1982:10). K. Jones also suggests that one main
difference between the two types of activities is that
while in many simulations co-operation between the
participants is necessary to solve a problem, in games,
the competitive element between participants is more
important, as the aim is very often to win: "Instead of
dealing with issues on their merits, the participants (in
a game) try to score points. Reality of function
vanishes, and the participants have become players in a
gaming activity" (1985:5).

Thus, authors who consider simulations to be a kind
of game consider simulations (and games) to be different
from reality, while authors who regard simulations as
being different from games emphasise the importance of
simulations being ‘real’ and see the competitive element

of games as detracting from this reality.

(b) Role-play

Herbert and Sturtridge define role-play as a
specific type of simulation in the context of English
language teaching (ELT). They give the following
explanation of what a simulation involves:

"(S)tudents discuss a problem which is in a setting
that has been clearly described to them. The students
apply their own-country experience to this information,

thus giving them the basic data to discuss the problem"
{1979:5).

The key elements of the activity, as described here,

are a problem and a setting, which the designer provides
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and the students’ experience. Littlewood refers similarly
to the "situation and the goals that learners have to
achieve through communication" (Littlewood 1990:55).
Herbert and Sturtridge make the following
distinction between ‘role-play’ and ‘role-simulation’,

both of which they regard as types of simulation:

"Role-play ... involves the student taking the part
of different characters, for example a student, a taxi-
driver, or a London shop-assistant - roles which might be
similar to, or very far removed from, his own personal
experience. There is a wide variety of approaches to
role-play: the student can play his part in a highly
controlled language situation, perhaps working from a
script, or the language can be semi-scripted for him, or
again he can be free to improvise his part -from a given
scenario. The student can be provided with his own role-
card which tells him what his role character and
attitudes are, and which can give him linguistic support
by suggesting what he might say and how he might say it.
Outside a simulation, role-play usually involves a finite
interaction between characters rather than the resolution
of a problem. It provides opportunities for detailed work
on pronunciation and intonation, as well as syntax, and a
possibility to use drama in the foreign language
classroom" (Herbert and Sturtridge 1979:5).

Here, the language used to describe role-play is the

language of the theatre: ‘to take a part’, f‘characters’,
*roles’, ‘script’, ‘semi-scripted’, ‘improvised’?,
‘*scenario’, ‘drama’. One term used in the quotation above

does not fit into this pattern, however, and that is
"interaction between characters" (my emphasis).
Interaction has been defined as "The exchange and
negotiation of meaning between two or more participants
located within social contexts" (0’Sullivan et al.
1994:154) and as "Reciprocal action; action or influence
of persons or things on each other" (Brown 1993:1391). As
the roles given to language learners in role-plays are
usually extremely circumscribed, the scope for such an
exchange is very limited, to quote Herbert and
Sturtridge, "finite".

As they themselves state, such exercises have a
twofold purpose: to do "detailed work on pronunciation
and intonation, as well as syntax" and "to use drama in
the foreign language classroom" (Herbert and Sturtridge

1979:5). Interaction is not regarded as a main objective.
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(c) Simulation

Herbert and Sturtridge give the following
explanation of how they see role-simulation:

"In role-simulation ... the student is himseif, and
reacts to the simulated task on the basis of his own
personal or professional experience. He has no role
imposed on him from outside in the form of a role-card or
a prepared part to play and the implication of this is
that a doctor, for example, would be a doctor and a
teenager would be a teenager in the simulation. They
would apply their own personal experience and

professional knowledge to the problem-solving activity"
(Herbert and Sturtridge 1979:5).

Here the learner is seen as not playing a part; "he
is himself". This statement is somewhat misleading. Even
if participants draw on their own particular experience
in a simulation, that does not make the situation itself
less of a pretence. However, interaction in the sense
defined above does take place and participants may take a
similar approach in simulating the given task to the one
they would take in a similar real-life situation.

For K. Jones the roles in simulations should direct
participants towards performing a specific task:
"Although simulations have roles, they do not have play,
but are concerned with a job and a function, not a néw
personality"” (1985:5). The term ‘gaming’ is also often
used to refer to activities of this kind, for example by
Ray and Duke, who refer to gaming as "structured

interaction between players of roles" (1968:149).

To sum up, the term ‘game’ is often used to refer to
a self-contained activity, ‘role-play’ is usually used to
refer to circumscribed activities involving only limited
interaction, and ‘simulation’ is used to refer to open-
ended activities. In practice, however, designers do not
always make clear distinctions either between the
activities themselves or between the terms used.

The fact that all of these authors discuss issues of
definition and of the relationship between games,
simulation and reality reflects their significance in the

literature and practice of simulatiqns.
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Different activities are seen as sharing various
characteristics. Simulations, for example, are often seen
as including competitive elements and role-play. The lack
of clear distinction between the various terms used makes
a precise distinction between different activities
impossible. Ellington et al., for example, see games,
simulations and case studies as overlapping to a greater
or lesser extent, "giving rise to various types of hybrid
exercise which possess the essential characteristics of |
more than one class" (Ellington et al. 1982:10),
illustrating the difficulty of attempting to standardise
the use of terminology in the field. This makes it
impossible to be sure whether any activity labelled
‘game’ or ‘simulation’ conforms to one’s expectations of
the activity type without examining it in detail. Three
questions can be asked to shed light on what kind of
activity a particular exercise is: Firstly, what does the
designer aim to achieve by means of the exercise;
secondly, how does the designer regard the relationship
between the simulation and reality; and thirdly, what
aspects of the activity are discussed in the debriefing
session. The answers can enable the teacher to evaluate
whether the activity is relevant in his/her teaching
context. In the following three sections I discuss each
of these questions in turn. The answers are interrelated,

as I sum up in the conclusion.

2. The aims of simulations: Behavioural and non-

behavioural objectives

Clarke (1978) distinguishes between two categories
of aims with regard to simulations used in the study of
international relations. This distinction can also be
usefully applied to simulations designed for foreign-
language learning.

His first category includes specific, explicit
objectives which "can be assessed, or perhaps measured"
(Clarke 1978:62). He refers to this type of objective as
"behavioural". In simulations in this category

participants may be required to reiterate factual
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knowledge, solve a particular problem or use particular
vocabulary (Ibid.).

Some simulations have been designed for language
learning to pursue such objectives, for example, to
include practice of a specific item of grammar (such as
conditional forms), or a limited linguistic function
(such as greeting, disagreeing etc), although this is
rarely the only focus of the exercise.

Clarke’s second category of objectives is more
abstract and global. It includes participants
understanding the concepts on which the game is based,
(concerning diplomacy, communication, power or
integration), interaction that is "characteristic or
instrumental" for that subject, and the way in which the
designer’s model itself functions (Ibid.:70). In order to
define learning objectives and design an appropriate
simulation to meet them the designer must have a detailed
knowledge of these complex concepts him/herself.

Clarke also considers it to be important for the
participants to gain knowledge and experience through the
simulation: "Involvement and identification help the
prlayers to think a little outside their normal patterns
of experience which determine their compartmentalisation
and evaluation of knowledge" (Ibid.:73). A simulation may
also require "that a concept or an idea be articulated
and presented to different groups of people, in a
changing situation that can test, undermine and refine
it" (Ibid.:73).

Examples of this type of objective in simulations
for foreign-language learning include enabling learners
to target messages to a particular audience, or to
understand the complex interrelationships involved in a
communicative situation. In simulations of real
organisations, for example, Brand and Walker see
simulations as a means of providing a framework for
understanding communicative situations: "It helps develop
participants’ understanding of a situation in terms of
options, key relationships, major factors, potential

consequences, problem areas and priorities" (1982a:115).
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When the aims of the exercise are specific and
circumscribed, the simulation is unlikely to be confused
in any way by participants with the segment of reality it
models. Evaluation of participants’ performance in the
debriefing session after such simulations is very often
based on how closely it matcheé up with the designer’s
definition of the language that would be appropriate in
the real situation (Clarke’s behavioural objectives).

When, on the other hand, the aims are more global
and more abstract, debriefing may include a comparison
between the simulation and reality, but it also focuses
on whether the participants experienced the situation
they created in the simulation as realistic. This
experience is inevitably influenced by their cultural
background, which may differ from that of the simulation
designer. This can itself become a point for discussion
in feedback. I comment on this in more detail with
reference to exémples in Chapter 7, Sections 2 to 4.

Simulations for language-teaching may include either
of these types of objective or a combination of both,
since communicative competence includes both skills that
are specific and measurable, and also an awareness of
conplex interrelationships. Littlewood summarises these
skills as comprising an ability to manipulate the
linguistic system, an understanding of how the linguistic
forms learnt function as part of a communicative system,
an ability to use language to communicate messages as
effectively as possible in concrete situations and an
awareness of the social meahing of language forms
(Littlewood 1990:6).

The designer’s choice of objectives has a major
influence on the relationship between the simulation and
reality and on the focus of debriefing.

In the next two sections I shall examine the issues

of reality and debriefing in more detail.

3. The relationship between simulations and reality
There are broadly two ways of defining the

relationship between simulations and reality with regard
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to simulations used in communicative contexts, such as
foreign-language learning. "One perspective sees them as
merely representations of some other ‘real worldly’
system ... (A)nother, less commonly held view sees
simulations as operating realities in their own right"
(Crookall and Saunders 1989:12). Let us look at each of

these in turn.

(a) Simulations as models of reality

According to this view of simulations, the designer
selects a particular segment of reality as the basis of a
model, reflecting a real situation.! "The (real-life)
events are ... simplifed" (L. Jones 1983a:1) so that it
is easier for the participants to focus on what is
relevant for the interaction of the simulation; the
materials should not be "cluttered up with sophisticated
detail, which can daunt the language student" (K. Jones
1982:7). The choice of what to include is based on the
designers’ educational aims. K. Jones describes
designers’ selection criteria as follows: "(T)hey select
those bits of reality'they think are the most useful, or
the most interesting, or the most important, or the most
challenging, or the most likely to encourage interaction
among the participants" (1985:13).

Designers who regard simulations as models of
reality argue that through creating a realistic
situation,; learners can practise skills they will later
require in a real situation. Beneke’s view that
"(s)imulation games usually imitate a possible future
reality that needs some rehearsing because of its
difficulty or danger" (Beneke 1981:163) suggests that the
simulated language-classroom situation is directly

applicable to a future real life situation. L. Jones

1 The Society for the Advancement of Games and
Simulations in Education and Training (SAGSET), for
example, sees simulations as "working representation(s)
of reality" (SAGSET leaflet, 1993); Buddensiek views them
as "realistic models" (Buddensiek 1985:606, my
translation); L. Jones describes them as "‘'a classroom
copy’ or ‘model’ of real life events" (1983a).
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shéres this view, regarding simulations as "a preparation
for real life" (L. Jones 1983b:1).

Participation in the simulation is thus seen as
providing preparation for an activity in which the
participant may have theoretical knowledge but limited
practical experience. The scenario for the simulation is
circumscribed, clearly defined and tightly structured,
with the effect that the skills required by participants
to complete their tasks successfully are predictable and
can be practised before the simulation itself begins.
Designers of simulations for foreign-language learning
who take this approach, such as L. Jones (1983), present
students with specific learning goals, provide them with
preparatory material to reach them, and emphasise that
the activity is preparation for a real situation.
Debriefing serves the purpose of comparing students’
performance within the simulation with the facilitator’s
view of the referent reality and it may focus on specific
language errors. In the case of elementary étudents this
may be carried out in the students’ mother tongue. The
aim is for students to be able to later directly tranfer
what they have learnt to a real-life situation.

The cohcept of transfer, is however, not ideally
suited to language-learning. It is better applicable to
types of simulation where there is a nearly one-to-one
relationship between the activities practised and later
applied. This may be possible in the case of flight
simulators in pilot training, but is less relevant to
language learning, where there is no such one-to-one
relationship between the simulated situation and a real-
life situation, or indeed between two real-life
situations. Rather than seeing the language practice that
takes place in simulations as being directly transferable
to a real-life situation, it may thus be more appropriate
to see simulations as models of the kind of situation
that may arise in real life and to encourage students to
develop strategies for manipulating and adapting the

language they know to variable situations.

18



(b) Simulations as a reality in their own right

Designers who see simulations as a reality in their
own right often criticise designers who, in their view,
place too much emphasis on attempting to imitate reality.
Waltz advises as follows: "Instead of wanting to
reproduce (the real world) ... we should try to identify
the factors and the variations of factors that account
for the events that interest us" 1968:106). Clarke
presents a similar view: "The differences between the
simulation and the original - the ‘unreality’ ... are
intentional and should be explicit. After all, it is
pointless to build another dimension of ‘reality’ into a
game unless one has some idea of why that dimension
should be important and worth including. The pursuit of
greater ‘realism’, for its own sake, is meaningless"
(1978:78). Designers who share these views argue that
simulations are real situations in their own right. In
their view the success of the simulation cannot be judged
in terms of whether it was an accurate representation of
reality because any view of reality is itself an
interpretation which can never be ultimate or '
authoritative. Instead, they argue, the activity must be
judged in terms of whether or not effective communication
took place within the simulation itself.

Such designers do not aim for a particular view of
reality to be mirrored precisely in a simulation, but for
participants to be able to accept the situation as the
basis for creating a social situation that they can
experience as credible, reflecting Berger and Luckmann’s
view of reality (see Chapter 3). Legenhausen and Wolff
even go so far as to say that "(t)he value of a
simulation ... depends on whether participants succeed in
creating a new social reality" (1988:178).

Rather than viewing the aim of the simulation as
being to provide participants with practice in skills
they can later apply to real-life situations, designers
holding this view underline the importance of the

participants’ social experience? within the self-
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contained world of the activity, the fact that various
language skills are integrated rather than isolated, and
that they are linked to their social context.

An example referred to by Clarke illustrating what
he means by ‘real’ is Nicholson’s Bosnian Crisis Game,
used at the Open University.3 In it, "one is
communicating information, (and attitudes and value
judgements, my comment) even if about an imaginary world,
in much the same way as about the real world. It is
primarily from this that the realism of the game is
derived, and because the communication is real the power
soon appears to be real also" (Clarke 1978:89). The word
‘real’ is used here ambiguously to refer to the world, to
communication in the simulation and to how students
experience power in the simulation. Crookall and Saunders
at least distinguish between ‘real’ and ‘defined or
experienced as real’: "Because participants define the
simulation activity as real, the consequences of that
activity are experienced as real" (1989:16). However,
while this emphasises the participants’ level of
involvement in the activity, it tells us little about the
nature of the activity itself.

I shall discuss the concept of reality in more
detail in the next chapter, but note here that the
indiscriminate use of the word ‘real’ leads to various
ambiguities. When designers and participants together
produce a simulation, that production is ‘real’ enough.
It exists in its own right, whether it mirrors another
situation or not. So a play could simulate a real-life
situation, but be a quite articulate and independent
thing - a reality - at the same time. A distinction
between artificially-created and not artificially-éreated

may help to overcome the ambiguity and confusion which

2 Cf. Watson and Sharrock: "As with all sets of social
rules, game rubrics must be actively interpreted by
players; game rules do not provide for their own
application but must be applied through members’
practices" (1987:182).

3 See appendix.
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accompany rather arbitrary meanings being given to the
concept of reality.

Crookall introduces the concepts of credibility and
authenticity, suggesting that if students identify with
their roles, they also experience the language as
authentic:

"The ‘communicativeness’ or ‘normalcy’ (or
authenticity) of this language (i.e. the language used in
simulations) will depend very largely not on how
faithfully or minutely the situation created reflects the
relevant features in a ‘real world’ situation, but on how

realistically and credibly (from the students’ point of
view) it does so" (Crookall 1984:262).

However, while students may have communicated
successfully, they may also have made language errors. If
the exercise aims not only to give participants a sense
of success in communication, but also to improve their
ability to apply language structures, these language
errors should be discussed in debriefing.

Debriefing may also be used, for example, to
evaluate the events in the simulation from the point of
view of how well particular students were able to
formulate and pursue a particular strategy and whether
they took cultural factors into account in making a
particular decision. Since the theoretical basis of the
model design itself inevitably contributes to the
students’ performance, it too should be a subject for
evaluation in debriefing. These issues are examined in

the next section.

4, Debriefing

Debriefing is, for good reason, usually restricted
to a special session after the simulation. "(C)orrection
of errors during a role-play is not very satisfactory, in
so far as the frequent stopping of the action simply has
the effect of diverting the participants from their
arguments and bringing the development of the situation
to a frustrating halt" (MacGregor 1979:33). Brand and
Walker make a similar point: "In games based on role-
play, learning feedback is generally best left to defined

sessions. Interruptions of role-plays, unless absolutely

21



necessary, will disturb the continuity of the game"
(1982b:166).

Feedback is intended to contribute to the learning
experience of the activity. Brand and Walker, for
example, regard it as "the means by which the trainer
reinforces the learning experience of the game, looks at
related issues and extends the learning experience"
(Ibid.:166). Various methods may be used.?

For those who regard simulations as models of
reality, debriefing is an uncomplicated matter with the
aim of discussing whether students in the simulation met
the real-life standards’ defined to participants from the
beginning:

"If behavioural objectives are set, it is useful to
have a skilled observer who takes no part in the game.
Notes should be made on a structured basis and should be

consistent with the objectives stated during the
presentation” (Brand and Walker 1982b:166).

For language-learning purposes, debriefing of this
kind would focus on "errors of appropriateness or
register which can make the student appear aggressi?e or
arrogant and which can prejudice the listener against
him" as well as of pronunciation, structure and lexis
(MacGregor 1979:33). In whole-class feedback, such errors
can be placed in the context of general differences
between the learners’ native language and English so as
to avoid humiliating individual students.

For those who see simulations as realities in their
own right, debriefing may be more difficult and similar
to reflections on one’s own behaviour in real life, which
may also cover a variety of complex factors: "(T)he actor

identifies with the socially objectivated typifications

4 These may include a discussion or tutorial on the
basis of a student questionnaire, a facilitator’s monitor
sheet, or an audio or video recording (Cf. Brand and
Walker 1982:167 and MacGregor 1979:33).

5 Legenhausen and Wolff, for example, are of the
opinion that "It is a crucial feature of simulations that
decisions and actions are evaluated in real life terms,
i.e. according to norms and standards that hold in
reality" (Legenhausen and Wollff 1988:178).
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of conduct in actu, but re-establishes distance from them
as he reflects about his conduct afterwards. This
distance between the actor and his action can be retained
in consciousness and projected to future repetitions of
the actions" (Berger and Luckmann:1979:91).

The aim in this case is not so much to compare
whether participants’ behaviour in the simulation matched
up with the facilitator’s expectations, as to establish
how well they succeeded in differentiating between
different realities or, to use a less confusing term,
levels of reality,® and using language apppropriate for
each.

In a study of code-switching? in a simulation
carried out with German students learning French,
Legenhausen and Wolff comment that there is "constant
switching between discourse levels, sometimes even within
a single turn of speech" (Legenhausen and Wolff
1988:182). They distinguish between "three different
discourse levels which are characterised by their
relationship to different levels of reality". These are
simulation-internal utterances (i.e. playing a role
within the simulation, of which 18 per cent are in the
students’ L1), program-related utterances (i.e.
commenting on the simulation itself, of which 23 per cent
are in students’ L1l) and authentic-situational utterances

(i.e. talking about other matters than the simulation, of

6 Crookall and Saunders’® jargon is extremely
confusing: "Debriefing allows parallels to be drawn
between simulation realities and ‘real’ realities; it
allows realities to be examined in a new, more
‘realistic’ light" (Crookall and Saunders 1989:18); while
‘real realities’ are presented as being more real than
simulation realities, the inverted commas suggest the
opposite. It would be more helpful to see reality as
having different levels, each of which requires its own
code of language and behaviour, or as artificially-
created and not artificially-created realities (see
section 3b in this chapter).

7 O’Sullivan et al. define a code as "a system of
signs governed by rules agreed (explicitly or implicitly)
by the members of the using culture" (0’Sullivan et al.
1994:43).
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which 82 per cent are in the students’ L1) (Legenhausen
and Wolff 1988:181).

The code-switching that took place led to
misunderstandings among the students. When different
levels of reality are indistinguishable, confusion,
misunderstandings and ambiguities arise.® In the view of
Legenhausen and Wolff, this has "a detrimental effect on
the simulation" (1988:177).

Regardless of whether or not a simulation is used
for language-learning purposes, or with other aims in
mind, its success partially depends on students being
able to themselves select the code or codes they use. If
the simulation design requires students to use codes
which they do not determine for themselves (cf.
definition by O0’Sullivan et al. in footnote 7), the
activity is unlikely to be wholly successful, as in the
case of the simulation GRANVILLE:®
"(t)he computer ... is absolutely in the centre of the
activity and dictates every single step in the
simulation. It thus interferes with the communicative and
simulative processes that should develop between
participants. Since the participants are forced to
constantly focus on the technical manipulation of the
program, they are prevented from creating a new social
reality themselves, which seems to be a prerequisite for

a successful simulation”" (Legenhausen and Wolff
1988:187).

While the codes students use in simulations for
foreign-language learning purposes differ from those used
to pursue other aims in so far as they are carried out in

the students’ foreign rather than their native language,

8 Boardman cites the example of current affairs
simulations. When these were set "'in the present’, it
was found that ‘news’ and other information and messages
circulating between teams had to compete with actual news
from the real world, with resulting confusion for
students" (Boardman 1969:180).

9 Legenhausen and Wolff describe this computer
simulation as a "program especially designed for language
learning purposes", based on the scenario that "(t)he
students have won a five-day holiday in Granville on the
French Atlantic coast and are asked to plan their
activities during their stay" (1988:180). I have been
unable to obtain further details of this simulation.
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code-switching is also a perfectly normal feature of L1
simulations and indeed, everyday life, too, where it is
often necessary to play several roles at the same time,
and different discourses may not be compatible.l0

In focusing on this issue, debriefing after a
simulation can be used to make participants more aware of
different discourse levels: "(T)he presence of
explicative transactions is (not) some kind of defect in
the playing of the games; on the contrary, these are a
constituent feature of the playing" (Watson and Sharrock
1987:184).

This kind of debriefing is appropriate when the

objectives of a simulation are non-behavioural.

5. Conclusions

As we have seen, the term ‘simulation’ does not in
itself enable us to judge what kind of exercise is
involved since it is used to refer to a variety of
exercise types, reflecting different theoretical
approaches to language-learning. Many widely differing
aims may be pursued using different kinds of simulation,
ranging from practising language structures, to problem-
solving, to improving participants’ communicative and
even cultural competence.

A broad division, however, can be made between two
ways of seeing simulations. The first focuses on
behavioural objectives, regarding simulations as a
preparation for reality and using the debriefing session
to compare the participants’ performance in the
simulation with the requirements of the real-life
situation. The second approach emphasises non-behavioural
objectives, seeing simulations as a reality in their own
right and using the debriefing session to discuss
participants’ perceptions of that reality. In language-
learning contexts the first approach is commonly taken in
simulations which aim to practise language structures,

whereas the second is more often taken in simulations

10 See Sperber and Wilson 1986.
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where the emphasis is on communicative or cultural
competence.

26



CHAPTER THREE
DESIGNERS’ VIEWS OF REALITY

The approach designers of simulations for language-
learning take to their task is influenced by the way in
which they perceive the relationship between simulations
and reality. In this chapter my aim is thus not to define
‘reality’ in general terms but to show how it is used in
relation to simulations for language-learning.

The term ‘reality’ is common in definitions of
simulations (see Chapter 2, footnote 1), and is used as a
convenient label for ‘the referent of the simulation’. In
the foreign-language classroom, this referent is usually
seen as being an everyday communicative situation.
Participants are required to play a particular role in
such a situation, using the medium of the foreign
language. Since both the situation and the roles are
clearly specified, it is possible to pre-teach
appropriate phrases. Students thus gain confidence in
integrating the grammar, structures and phrases they have
learnt in a communicative context. The integration of
various language skills in a simulation is seen as "a
realistic requirement, since in real life each language
skill isn’t isolated in the way it often is in simple
classroom activities" (Jones 1983a:2). This is relevant
to current approaches to language teaching since they aim
to go beyond language learning as a linguistic system and
to see it as part of a communicative system used in
specific social contexts (see, for example, Littlewood
1990:1-6).

There are striking similarities between the way in
which designers of simulations used for foreign-language
learning or communication skills practice describe the
situation in the simulation and the way in which
sociologists describe ‘reality’. In the following three

sections I discuss the way in which sociologists see
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reality, the role played by language in creating and
maintaining it and finally parallels between reality and

simulations.

1. The social creation of reality in everyday life

‘Reality’ is used by sociologists to refer to
typical social encounters in everyday life, regarded by
Berger and Luckmann as "the reality par excellence" among
multiple realities (1979:35):

"(M)ost of the time, my encounters with others in
everyday life are typical in a double sense - I apprehend
the other as a type and I interact with him in a

situation that is itself typical" (Berger and Luckmann
1979:46).

In these encounters, people within a particular

society are seen as playing typical social roles:

"Both self and other can be apprehended as
performers of objective, generally known actions, which
are recurrent and repeatable by any actor of the
appropriate tyvpe (Berger and Luckmann 1979:90).

They are also considered to communicate in typical,
and thus largely predictable, ways, which can be
represented in the form of a model or schema. According
to Fairclough, a schema is "a representation of a
particular type of activity ... in terms of predictable
elements in a predictable sequence" (Fairclough
1989:158). 0’Sullivan et al. also see the term being
used

"to explain how established ways of understanding,
or ways of structuring experience, are used to make sense
of new situations. The new is made to fit the pattern of
the familiar. ... Ultimately, complementary schemata may
be organised into some coherent structure or mental map.
As such, they may be modified or replaced as more and
more events and relationships are assimilated and acted

upon, or as cognitive structuring becomes more advanced”
(1995:276).

While it may be predictable to some extent, a schema
is thus not a fixed, rigid mental structure, but one

which is adapted to new experiences.
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2. The role of language in creating evervday reality

Language plays a key role in this process of
establishing and maintaining everyday social structures
and hierarchies since it is largely by means of language
that individuals are socialised:

"Every individual is born into an objective social
structure within which he encounters the significant
others who are in charge of his socialisation. These
significant others are imposed upon him. Their
definitions of his situation are posited for him as
objective reality. He is thus born into not only an
objective social structure but also an cbjective social
world. The significant others who mediate this world to
him modify it in the course of mediating it. They select
aspects of it in accordance with their own location in
the social structure, and also by virtue of their

individual, biographically rooted idiosyncrasies" (Berger
and Luckmann 1979:151).

The role of language in this process is vital:
"Society, identity and reality are subjectively
crystallised in the same process of internalisation. This
crystallisation is concurrent with the internalisation of

language. Indeed ... language constitutes both the most

important content and the most important instrument of
socialisation" (Ibid.:153).

In learning to use language in a typical way that
conforms to other users’ expectations, participants in a
social situation are not merely communicating on a
linguistic level, but are also reaffirming their
recognition and acceptance of the socially established
form of the particular type of interaction and the
relationships between the participants it implies, even
though they may not themselves be aware of the fact. This
has been observed by Berger and Luckmann:

"The world of everyday life is not only taken for
granted as reality by the ordinary members of society in
the subjectively meaningful conduct of their lives. It is

a world that originates in their thoughts and actions,
and is maintained as real by these" (1979:33).

Fairclough also points out that participants in
social interaction may not be aware of the fact that they
are contributing to maintaining, or threatening, the
existing hierarchy: "(I)n discourse people can be

legitimising (or delegitimising) particular power
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relations without being conscious of doing so"
(Fairclough 1989:41).

Reality is in this sense a social construction, "a
world created in the course of social practice"
(Ibid.:37).

In the course of socialisation, first at home and
then at school, a child learns'vocabulary appropriate for
particular subject areas and also learns to play personal

roles:

"Secondary socialisation requires the acquisition of
role-specific vocabularies, which means, for one thing,
the internalisation of semantic fields structuring
routine interpretations and conduct within an
institutional area" (Berger and Luckmann 1979:158).

This socialisation process is also likely to reflect
dominant schemata within the particular society: "(I)t is
schemata, etc., which bear the ideological imprint of
socially dominant power-holders that are likely to be a
naturalised resource for all" (Fairclough 1989:160). The
way in which this resource is used may be "basically
conservative, sustaining continuity", or "basically
transformatory, effecting changes" (Ibid.:39). In the
case of language-learning, standard schemata reflecting
native speaker standards and values are likely to be the
dominant ones,; and the ones that are generally taught in
preparation for simulations. Teachers thus present their
students with typical situations in which they are
required to play typical roles. Teachers are thus able to
rresent students with predictable, typical vocabulary and
phrases. In addition, of course, students need to develop
strategies for adapting typical language to the specific
requirements of particular situations, which may prove
difficult since the students’ own culture is different

from the culture of the target language.l

1 Fairclough quotes an extract from a simulated job
interview for a post in an American library which
illustrates this difficulty. The role of the applicant is
played by a member of a cultural minority (C2):
Interviewer: What about the library interests you most?
C2: What about the library in terms of the books? or the
whole building?

Interviewer: Any point that you’d like to ...
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3. Parallels between simulations and reality

The reality of everyday communication as defined by
sociologists has much in common with one approach to
simulations used for foreign-language learning, i.e. that
one which sees simulations as a reality in their own
right. Firstly, reality is created through social
practice in which participants play typical roles much of
the time; secondly, this reality is created through
language and thirdly, power structures are maintained in
the process (in_simulations these structures are created
collectively by the designer and the participants).

These parallels have been recognised by many
simulation designers and is reflected in the use of the
terms ‘operating reality’ or ‘game reality’ to refer to
the social situation that the participants create in a
simulation within the framework given by the designer:
"(I)t is members’ practices or activities which give rise
to so-called ‘game realities’ and ... these are the '
selfsame practices and activities which maintain ... the
attitude of everyday life" (Sharrock and Watson
1985:198).

This may be the case in simulations for educational

purposes within a homogeneous cultural group. In the case

C2: Oh, the children’s books, because I have a child, and
the children ... yvou know there’s so many you know books
for them to read you know, and little things that would
interest them would interest me too."

He makes the following telling comment: "Notice that C2’s
English in terms of grammar and vocabulary is native-
like, which in itself is likely to lead the interviewer
to dismiss any thoughts of culturally based
miscommunication even if those thoughts occurred. But
that is a possibility. C2 has fajiled to interpret the
interviewer’s question in ‘the obvious way’ - as an
invitation to C2 to show what she could do in her
professional work in the library if appointed to the
post. But ‘the obvious way’ is the way within a specific
culture of ‘the interview’, and there is no inherent
reason why people should not show how their work
interests relate to their family and other interests in
response to a question of this sort" (Fairclough
1989:48).
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of simulations used for foreign-language learning,
however, the learners inevitably have a non-native
cultural background. Their everyday life is thus likely
to be rather different from the everyday life of a native
English-speaking designer. Participants in a simulation
may thus not necessarily regard the activities within the
simulations as typical or identify with their roles in
the same way as a native speaker. As a result the ‘game
reality’, as a collective creation of the designer and
the participants, is likely to differ in certain respects
from native everyday life (an example of this kind of
situation is given in Chapter 7, Section 5b). At the same
time, the purpose of using simulations is to prepare
students for situations in the foreign-language

environment bevond the classroom.

4. Conclusions

While the ‘game reality’ is a social reality in its
own right from the point of view of the participants, it
is one function of the debriefing of simulations used for
the purposes of foreign—language'learning to highlight
the differences between that ‘game reality’ (influenced
by the participants’ native language and culture) and
foreign-language environments beyond the classroom. The
two approaches to simulations referred to in Chapter 2
above (i.e. as models of reality or as realities in their
own right) are thus complementary rather than mutually
exclusive. Debriefing can therefore include both an
evaluation of whether participants achieved behavioural
objectives, such as using particular vocabulary or
phrases, and whether they achieved non-behavioural
objectives, such as understanding the structure of the
communicative situation. The weighting given to a
discussion of particular objectives depends on the

overall purpose of using the simulation.
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CHAPTER FOUR
MODELS OF COMMUNICATION IN THE EFL CLASSROOM

In this chapter I examine the concepts of
‘communication’ and ‘communicative competence’. Like the
concepts of ‘simulation’ (see Chapter 2), ‘reality’ (see
‘Chapter 3) and ‘culture’ (see Chapter 5), the meaning of
these concepts is determined by their use in context. I
will thus not attempt to define ‘communicative
competence’ or ‘communication’ in general terms but to
show how they have been used in a language-teaching
context, in particular in the literature on teaching
English as a foreign language. In so doing I am not
aiming to offer an exhaustive study of these concepts but
rather to show how they are used by designers writing on
the subject of simulations and to illustrate the fact
that simulations fit into different theoretical

approaches to language-learning.

1. The concept of communicative competence

Simulations are often presented in literatqre on the
teaching of English as a foreign language as examples of
exercises which can be used to demonstrate or improve the
communicative competence of foreign language learners.
Savignon, for example, discussing the theory and practice
of communicative competence, claims that in simulations
"(g)roup interaction is promoted by placing the learners
in a fictitious situation or environment with the outcome
dependent on their collective communicative competence"
(1983:211).

The theoretical basis for the communicative approach
to language teaching was laid by Hymes’s On Communicative

Competence (1971). Hymes distinguishes between two

interrelated aspects of communicative competence:

firstly, knowledge of a language and secondly, the
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ability to use it in social contexts. By taking social
aspects of language into account he challenged Chomsky’s
theory of the ideal speaker-listener.! He maintains that
within Chomsky’s theory of linguistic competence there is
no way of differentiating between an eloquent and a poor
speaker of a language, as the utterances of both would be
referred to as having a common grammar. Hymes instead
points to the linguistic diversity represented by members
of real linguistic communities. He argues that within a
heterogeneous speech community there may be differential
competences and proposes that the language of a community
should therefore not be analysed as if it were
homogeneous. Accordingly, he concludes, the notion of
communicative competence must be extended to include
socio-cultural features.

In applying this theory to foreign language
teaching, teachers recognised that earlier language
teaching methods, with their emphasis on practising
grammatical structures in language drills {(the structural
approach), did not adequately take into account the
social aspects of language use for everyday
communication. Bertrand, for example, contrasts the
limitations of school with life outside it: "School is a

narrow, closed space and life goes on in the vast, open

1 Noam Chomsky (1965) contested what had been the
current trend in American linguistics of the 1950s, i.e.
that language could be studied as a purely behavioural
phenomenon, independently of meaning and of underlying
mental structures. He shifted the focus of study away
from verbal behaviour to our intuitions about language
and it became the goal of linguistics to describe or
model the rules that go into making up the native
speaker’s tacit knowledge of language structure. Chomsky
clearly distinguished these rules - the grammar - from
performance - what people actually do when speaking the
language. However, in focussing on the competence of "an
ideal speaker-listener, in a completely homogeneous
speech community", and on performance as a psychological
event rather than being concerned with social
interaction, he excluded from his argumentation the issue
of the social contexts in which the language is used and
their influence on that language (see 0’Sullivan et al.
1994:53-54).
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world" (1974:182, my translation). The extreme terms used
in some criticisms of the methods used in the structural
approach to language-learning, for example by K. Jones,
reveal the strength of feeling with which communicative
methodology was welcomed: "(T)he Communicative Movement
has made important inroads into the former dictatorial
methods based on teaching vocabulary, grammar and
pronunciation. What is now stressed is that language
should be used to communicate" (K. Jones 1985:117).

This gave rise to the development of the functional-
notional approach to language-learning, which, according
to Finocchiaro and Brumfit, Has the tremendous merit that
"students and their communicative purposes are at the
very core of the teaching programme”" (1983:17). It treats
the ability to communicate and interact as the primary
goal of language-teaching and arose primarily from work
commissioned by the Council of Europe with the aim of
identifying the language and cultural content which would
enable large numbers of adult learners of English with
different interests to be able to communicate and
interact with speakers of other languages through the
medium of English (Ibid.:10-11). The language was
classified according to functions, i.e. "what people
wanted to do with the language" (Ibid.:12) and notions,
i.e. "what meanings people wanted to convey" (Ibid.).

In applying a functional-notional approach to
language-teaching, activities such as mime, role-play and
simulation were introduced with the aim of enabling
students "to use language freely, because they offer an
element of choice; to use language purposefully, because
there is something to be done; and to use language
creatively, because they call for imagination" (Byrne
1987:115). This approach is also seen as enabling
students to practise skills that they may require in
specific social situations in everyday life to a greater
extent than traditional classroom methods. Beneke, for
example, sees simulations as going some way towards
overcoming the limitations of the traditional classroom:

"(T)here are some methods close to the ‘real thing’. One

35



of them is the use of simulation games in the foreign
language" (1981). Croockall and Saunders also see
simulations used for education and training as being more
like the real world than traditional classroom procedure
{Crookall and Saunders 1989:12). Byram comments that
"(t)he Communicative Approach (to language-teaching)
provides pupils with immediate experience of the language
both in those activities which emphasise rehearsal and
practice of skills and in those which, by dramatising
language use in role-play and simulations, introduce
learners to language as social action" (Byram 1991:21).
In distinguishing here between twoAtypes of activities
provided for by the communicative approach to language-
teaching (i.e. simple activities in which learners
rehearse and practise skills, and more complex activities
in which they experience language as social action}),
Byram is reflecting two ways of representing

communication itself.

2. Two views of communication

One view of communication presents it as the
transmission of information. Another sees it as a
negotiation of meaning which takes social and cultural
aspects of the situation into account.

Rather than regarding these two approaches as
mutually exclusive, it may, for language-learning
purposes, be more useful to see them as marking two

stages in the language-learning process.

(a) Communication as the transmission of information

The simplest model of communication, often referred
to as the transmission or code model, presents it as "a
process by which A sends a message to B, upon whom it has
an effect" (0’Sullivan et al. 1994:50). While this
approach does not take differences of interpretation or
perspective into account, and suggests that there is a
one-to-one equivalence between the thoughts of the sender
and those of the recipient, it is an adequate

represention of simple tasks involving information
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exchange. Within this model, each stage of the
communication process may be studied and its role in and
effect upon the whole process clearly identified.
Lasswell (1948) sums this up in his model ‘Who says what
in which channel to whom with what effect?’ (cf.
O0’Sullivan et al. 1994:50). This model is used to
emphasise the efficiency of communication, often in an
industrial or administrative context. In his book on
efficient communication in public administration, for
example, Roschmann writes that communication can be
described as follows:

"A sender transmits thought content by means of a
code onto a symbol which he sends via a channel to a
recipient, who receives and decodes it, such that the
same thought content comes into existence in his or her

world of imagination" (Roschmann 1994:12, my
translation).

In the field of foreign-language teaching, Herbert
and Sturtridge regard simulations as an exercise for
practising communication in this sense: "(S)tudents are
placed in a realistic communicative situation... They
have a mutual need to communicate in order to facilitate
the exchange of information and suggestions. With this we
have a meaningful way to enable students to improve their
communicative competence" (1979:6) L. Jones, similarly,
creates ‘information gaps' by providing participants with
different information which "they then have the chance to
communicate to each other" (L. Jones, 1983a:5).
Littlewood’s functional communication activities are
another example which reflects this simple model of
communication. In them, learners use language to share
and to process (e.g. to discuss or evaluate) information
(Littlewood 1990:22). Such activities include, for
example, an exercise entitled "Communicating patterns and
pictures" (Ibid.:31), in which "(l)earner A has an
assortment of shapes which he arranges into a pattern.
Learner B has the same shapes. They must communicate with
each other so that B can reproduce as exactly as possible
the same pattern as A" (Ibid.:31). Littlewood sees

activities of this kind as "purely functionally-oriented
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activities in which accuracy or appropriacy are
irrelevant. The only aim is to exchange meanings
successfully in order to complete a task or solve a
problem" (Littlewood 1990:21). Although the transmission
model of communication does not adequately cover every
utterance that might arise during the course of exercises
of the information gap type, such exercises are
nevertheless at the lower end of a scale of interactive

complexity.

(b) Communication as the negotiation of meaning

At the other end of the scale of complexity,
communiciation may be seen as "a negotiation and exchange
of meaning, in which messages, people-in-cultures and
‘reality’ interact so as to enable meaning to be produced
or understanding to occur" (0’Sullivan et al. 1994:50).

Role-plays and simulations for language-learning are
seen as providing an opportunity to communicate in this
sense: "(An) important aspect of communicative skill is
the ability to take account of the social meaning as well
as the functional meaning of different language forms...
Because of the limitations of the classroom, simulation
and role-playing are now important techniques for
creating a wider variety of social situations and
relationships than would otherwise occur” (Littlewood
1990:20).

Indeed, Cunningsworth and Horner go so far as to
suggest that language learning activities for information
exchange cannot be referred to as communicative:
"Communicative teaching methodology requires the
negotiation of meaning in genuine communicative
situations. Unfortunately, the model underlying many
‘communicative’ materials remains the basis addresser-
message-addressee type. In practice this leads to
activities to (sic) the information/opinion gap type
which, whilst valuable in themselves, should not be
confused with real communication" (1985:211). They go on
to suggest that for genuine communication to take place

the language students must participate in language-
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learning activities which meet the following
requirements:?

Firstly, they should not be required to play a role,
but remain themselves. Secondly, they should process
language input and use the target language to achieve a
result. Thirdly, they should be involved in protracted
negotiation and adjust to changes in the situation.

The requirements Cunningsworth and Horner here
present as essential for the communication in a language-
learning activity to gqualify as ‘genuine’ are arbitrary.
The first two may also be fulfilled by the type of
information/opinion gap exercise they criticise as not
providing practice in ‘genuine’ communication.

Exercises which also fulfil the third requirement
are simulations in which communication is presented as
the negotiation of meaning. Cunningsworth and Horner
present this activity type as the one which probably
provides "the most realistic context that can be
established in a classroom”" (Cunningsworth and Horner
1985:217). This activity type, however, also reflects a
model of communication, albeit a more sophisticated one
than the code model. As such, it also has certain
limitations. In the following section, I examine some of
themn.

3. Limitations of communicative language exercises

(a) The problem of correctness and appropriacy

Cunningsworth and Horner themselves admit that most
simulations, while being ‘communicative’, "pay little

attention to the language items necessary for full

2 These requirements are based on Brumfit (1984) and
Halliday (1973). Brumfit suggests that genuine
communication requires that the language produced be
processed by the speaker, that the content be determined
by him, that normal processes of adjustment to a changing
situation are necessary, and that language is never more
than a means to an end (Cunningsworth and Horner
1985:211). Halliday identifies three language
metafunctions: the ideational, which involves information
exchange, the interpersonal, which concerns the relations
between the speakers, and the textual, which refers to
discourse. (Cunningsworth and Horner 1985:211-212).
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participation in the activity, let alone to the way in
which these items can actually be used" (Cunningsworth
and Horner 1985:217) and recognise that while the
participants in a simulation perceive it as being
realistic, the language they produce may not be correct
or suitable for the context (Ibid.:218). They suggest
that "(m)ore integration is needed between the graded
process of teaching language items, the sensitisation of
the learner to the way in which the language can be used,
and the realistic ‘practice and use’ situation embodied
by the simulations" (Ibid.:218).

In practice, this kind of integration is difficult
to achieve, since the language items required to meet the
demands of an open-ended exercise such as a simulation
cannot be predicted in advance. Nor is it possible in
feedback to deal with every language ifem that caused
difficulty during the simulation. The link between
language items and the realistic practice and use
referred to above can only be expressed in the very
general terms Cunningsworth and Horner themselves use
i.e., sensitising learners to the way in which language

can be used.

(b) The problem of culture

The communicative approach to language learning has
also been criticised for not taking cultural aspects of
the language adequately into account. The conclusions of
a study on the perspectives of 180 textbooks published
between 1947 and 1986 (Risager 1991), for example,
suggest that many recent textbooks present mini-dialogues
demonstrating success in communication at the expense of
making any attempt to enable students to deal with
cultural differences (Ibid.:188). This suggests that
recent authors present students with fixed situation
types and set words or phrases for dealing with them
rather than meeting the demand Cunningsworth and Horner
make that students be given practice in adjusting to

variable aspects of the situation.
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Byram et al, also criticise communicative language-
learning for neglecting cultural aspects of language:
"Despite the development of pupil activity in the
learning of the foreign language - under the general
banner of ‘communicative language learning’ - the
teaching of culture remains didactic, oriented toward the

transmission of information" (1991:118).

4, Conclusions

In focusing on any one particular set of aims,
designers of simulations inevitably lay themselves open
to criticism for having neglected others.

In stating that the aim is to improve students’
communicative competence, designers of simulations who
require students to focus too narrowly on the structures
of English may be criticised for not giving them the
freedom to use the language in a more realistic context.
I1f, on the other hand, designers allow students to
discuss freely, they may be criticised for neglecting the
structures of the language, or for not drawing the
participants’ attention to cultural aspects of the
situation.

Through examining examples of simulations in Chapter
6, all of which aim to improve the communicative ability
of foreign language students, I present some varied
examples of designers’ aims. They range from requiring
students to present information in a form that is
grammatically accurate or appropriate to the situation to
creating a situation that students perceive as being
credible.

While ‘communication’ and ‘communicative competence’
remain leitmotifs throughout, the terms are used in
descriptions of simulations in very different ways,
reflecting not only functional-notional, but also
structural approaches to language-teaching. Curriculum-
planners would therefore be well-advised to evaluate a
particular simulation in the light of the level of the

students and the overall learning aims of the course and
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to supplement them with an appropriate range of

complementary material.
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CHAPTER FIVE
MODELS OF CULTURE IN THE EFL CLASSROOM

As in the case of the concepts of ‘simulation’,
‘reality’ and ‘communication’ discussed above, my aim in
this chapter is not to propose a definition of the
concept, but to illustrate how the term is used in
contexts of relevance to teaching English as a foreign
language, in keeping with the view of 0’Sullivan et al.:

"(T)he concept of culture cannot be ‘verified’ by
referring its meaning to phenomena or actions or objects
out there beyond discourse. What the term refers to ...
is determined by the term itself in its discursive

context, and not the other way around" (0’Sullivan et al.
1994:69).

In the following, I shall thus examine ways in which
people perceive culture and the interests each of these
perceptions reflect.

I begin by discussing two ways in which people see
culture: firstly, as a canon of traditions and values,
secondly, as the collective intentionality of a group
(Searle 1995). I then illustrate how these two views are
reflected in approaches to the English language in
particular (on the one hand as a language for
international communication, conforming as far as
possible to British or American standards, and on the
other as a language expressing local, for example, Asian,
values). Finally I consider how these two approaches to
culture are reflected in simulations designed for use in

teaching English as a foreign language.

1. Views of culture

(a) Culture as a canon of traditions

One view of culture, exemplified by the work of
anthropologists such as D’Andrade (1981) is that, to a

greater or lesser extent, it is a set of values and a
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canon of traditions shared by a particular group, for
example a nation, an ethnic or religious community or a
social class, whose characteristics remain recognisable
over a long period of time. Recognised authorities such
as the Oxford English Dictionary (Brown 1993) for the
English language or Debrett’s Correct Form (Smith 1979)

for etiquette and protocol, accept or reject particular
items as part of the canon within a particular community,
and individual members of a particular society compile
their own selection of this canon. Within the framework
of this view, Shakespeare might be cited as part of
English culture by someone who has never read or seen one
of his plays, let alone understood the historical context
in which it was written. The group’s canon serves a
utilitarian purpose in so far as it provides a framework
for behaviour within the group; it is "a tool kit of
symbols,; stories, rituals and world-views out of which
are constructed ‘strategies of action’, that is,
persistent ways of ordering action through time"”
(Swidler, quoted by Kane 1991:242). This vocabulary
suggests that culture consists of component parts which
work like a machine ("are cohstructed", "systems", "tool-
kit", "processes", "function").'Such an approach implies
that in order to become a member of a society, the
individual only needs to learn how to conform to fixed
behaviour patterns within a framework provided by
established models. Culture is used as an all-
encompassing, impersonal label for these models. This
view is traditional and conservative, defining culture in
the static, concrete terms of what are seen as its
consistent parts. Implicitly, such an approach suggests
that certain works or customs are a priori part of
culture. Sooner or later, the problem arises of having to
justify why a particular work or custom is considered to
be part of the society’s cultural canon and another is
not. If reasons cannot be found, then all that remains is
an unfounded assertion which can only base its legitimacy

on tradition. Such a view may be used to naturalise
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social inequalities or to present sectional interests as

general interests of universal value within a society.

(b) Culture as collective intentionality

A second view of culture sees it as a discursive,
open, democratic interaction process. It is

"an historically transmitted pattern of meanings
embodied in symbols, a system of inherited conceptions
expressed in symbolic form by means of which men
communicate, perpetuate, and develop their knowledge

about and attitude towards life" (Kuna 1991:261, quoting
Geertz). ‘

This quotation suggests a similar approach to the
one outlined above and the two approaches are not
mutually exclusive. However, here there is a crucial
difference of emphasis. The plural agent "men" implies
that a group of people;,; men and women, share an interest
in communicating their knowledge and attitude, as opposed
to those of a different group. It is the social construct
of a particular group, based on their collective
intentionality, to use Searle’s term: "The form that my
collective intentionality can take is simply ‘we intend’,
‘we are doing so-and-so’, and the like. In such cases, I
intend only as part of our intending. The intentionality
that exists in each individual head has the form ‘we
intend’" (Searle 1995:26).

What defines one group in relation to others is its
common interest. The symbols, stories, rituals and world-
views which are regarded as significant narratives by a
particular social group are significant not simply
because they are part of an established canon of
traditions, but because they play a crucial role in the
way in which a social group defines and redefines both
itself and other groups with which it interacts in an
ongoing process. Such a view can be seen in the following
definition of cultural production as

"The social production of sense, meaning or

consciousness... Cultural production is a term gaining
currency to emphasise the institutionalised and social
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character of culture, as opposed to the widely held
belief that culture is the result of individual
inspirations and imagination" (0’Sullivan et al. 1994:74-
75).

This collective intentionality may be shared over a
long period of time by members of a group with the same
nationality, ethnic background, religion, social class,
profession, political views, or language. However, it may
also be restricted to a short encounter in which members
of groups from different backgrounds come to a consensus
on how that interaction will be sffuctured.l

To see culture only in terms of a discursive
process would mean to see it merely in terms of one-off
encounters. This would imply a rejection of the view of
culture as a set of traditional values and principles
within institutional frameworks and might serve the

interests of a pluralist, but fragmented society.

These two views of culture are by no means mutually
exclusive. Both can be applied to the English language
itself and to simulations used in teaching English as a
foreign language. In the next two sections I will

illustrate how.

1 Cf. Goffman’s discussion of the agreement between
participants in a social encounter on structuring social
situations: "Ordinarily the definitions of the situation
projected by the several different participants are
sufficiently attuned to one another, so that open
contradiction will not occur... Together the participants
contribute to a single over-all definition of the
situation which involves not so much a real agreement as
to what exists but rather a real agreement as to whose
claims concerning what issues will be temporarily
honoured. Real agreement will also exist concerning the
desirability of avoiding an open conflict of definitions
of the situation" (1972:20-21).
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2. International and local ‘Englishes’: English as both

part of a British and American canon of values and an

expression of local collective intentionality

The English language has become the leading world
language for intefnational communication. Worldwide, more
than a billion people speak English as their mother
tongue, as a second language or as a foreign language
(Naisbitt 1995:26). It is used in certain areas of
communication, such as technology, computing, air traffic
control, pop music, international business and
international conferences, practically to the exclusion
of any other language. To give some figures: "60% of the
world’s radio broadcasts are in English, 70% of the
world’s mail is addressed in English. 85% of all
international telephone conversations are in English. 80%
of all the data in the several hundred million computers
in the world is in English" (Naisbitt 1995:26).

The advantages of the existence of a lingua franca are
obvious: native speakers of different languages who need
to communicate with counterparts around the world are
able to do so without learning several foreign languages.

But what do we actually meén by the ‘English’
language? The New Shorter Oxford English Dictionary
distinguishes between two uses of the word. The first is
simply "the English language", presumably a standard
(universally acceptable?) form of the language. The
second is "(t)he ‘English’ of any special period,
district or author" (Brown 1993:658). The inverted commas
in the second definition suggest that it is a subset of
the first, and perhaps one which may not be acceptable in
all contexts. This definition is reflected by Butler, the
editor of a dictionary of Asian English:

"Once we have these two (i.e. British and American)
Englishes signposted we move on to the other Englishes.
The fact that there is not just one English but many
varieties of English throughout the world is evident in

the plural form which ‘English’ acquired in the 1980s"
(Butler 1996:4).

47



She argues in favour of recognising varieties of
English! that do not conform to British or American
standards, while defining these other varieties in
relation to British and American English: "The regional
dictionary (of Asian English) needs to tell its users
about major items of English in British and American
English because all of us who are sandwiched between
those two big Englishes need to know where we are in
relation to them" (Butler 1996:2).

She sees two major influences on varieties of
English spoken in Asia. The first can be seen as a
reflection of the view of English as part of a canon of
British or American cultural values which are foreign in
an Asian context:

"The first is outside pressure - the sweep of
American English throughout the English-speaking world.
This force provides the words which are present globally

in international English and which are usually conveyed
around the world by the media" (Ibid. 1996:5).

The second is a view of English as the collective

creation of its Asian users:

"The other force is the purely local - the
wellspring of local culture and a sense of identity.
There is a not uncommon attitude to English in South-East
Asia which resists Americanisation, as we all do, but
nevertheless spurns localism as well. The fear is that

1 Butler sees a variety of English as having the
following:

"1. A standard and recognisable pattern of pronunciation
handed down from one generation to another.

2. Particular words and phrases which spring up usually
to express key features of the physical and social
environment and which are regarded as peculiar to the
variety.

3. A history - a sense that this variety of English is
the way it is because of the history of the language
community.

4, A literature written without apology in that variety
of English.

5. Reference works - dictionaries and style guides -
which show that people in that language community look to
themselves, not to some outside authority, to decide what
is right and wrong in terms of how they speak and write
their English" (Butler 1996:4).

Creoles or dialects thus do not, in Butler’s view,
qualify as varieties. She clearly compiled her list of
general criteria with her specific interest in enhancing
the status of Asian English in mind.
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unless English speakers in their country have a BBC
accent they will be the laughing stock of the English-
speaking world. In fact the opposite is true... What is
not understood by the guardians of ‘correct’ English is
that the vital force of localism is in fact the mark of
cultural independence" (Ibid.:7-8).

These two influences on English in Asia may also be
observed in many other international contexts where
English is used as a common medium of communication by
non-native speakers or speakers of non-standard
varieties.

This raises the question for teachers of English as
a foreign language as to whether it is necessary or
desirable to teach standard British or American English
if their learners will later use English to communicate
with members of other cultural groups whose native
language is not English or is not a standard variety of
English. The most convincing argument in favour of
teaching a standard form of English is that learners
themselves want to speak in a way that is understood
internationally rather than just within a local
community. A variety that is mutually intelligible for
native and non-native speakers alike is necessary if
effective international communication is to take place.
Pidgin varieties of English may be mutually
unintelligible, whereas British and American English are
still recognised as standard varieties for international
communication. This, of course, does not prevent learners
from using a local variety of English in a context in
which it is understood. Llamzon, for example sees English
both as a medium of international communication and a
means of expressing local values (1996).

For native speakers, the promotion of their
particular national variety of English as an
international variety as well also goes hand in hand with
presenting a positive image of the values and culture of
the country concerned, which may in turn serve political
or economic interests. Edwards, for example, observes
that "(t)he British Council struggles financially to meet

an almost insatiable worldwide demand for British culture
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and British English, knowing that if British, rather than
American, English can become the language spoken in the
ex-communist world, the political and financial benefits
to the United Kingdom will be enormous" (1994:196).
Butler also sees English as a second language (ESL)
teachers themselves as capitalising on the assumption
that only British English is acceptable: "Their authority
to impose notions of correctness requires the assumption
that nothing about English in Asia is correct to begin
with. The idea of emerging varieties of English in the
region setting their own standards in the choice of words
they use would undermine the authority of ESL teachers.
So they prefer to disregard such a possibility entirely”
(Butler 1996:8).

However, many non-native speakers are themselves in
favour of learning a standard variety of English in the
hope of thereby gaining or maintaining international
political recognition or business success. In India, for
example, where "the English spoken by many ... is a
unique product of two centuries of British colonial rule
and the commingling with India’s 15 principal languages
and some 3,000 dialects" (Spaeth 1995:42), some Indians
are concerned that their variety of English may not be
intelligible to foreign business people: "Will a
potential foreign investor, for example, underétand when
told his appointment has been preponed?" An Indian
consumer group appealed to the British Council for
advice. (Ibid.).

Although learners may themselves see the advantages
of learning a standard variety of English, it is also
important to take account of the fact that English is
often used in international contexts where the
communication partner is not a native speaker. English
classes should thus "provide for contacts with native
speakers of other languages who use English as an
international medium of communication" (van Ek and Trim
1991:2). Through such contacts, learners come to realise

that other users of English may not necessarily share
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British or American values, an essential part of learning
English for use in a global context:

"Learners cannot take it for granted that their
interlocutor will share either their own wvalues,
attitudes, beliefs and social conventions or those of
Anglo-Saxon peoples. They will need to be alert to signs
of cultural differences, to be tolerant of such
differences and be prepared to operate whatever
strategies may be needed to establish a proper basis for

communication by raising cultural differences into
consciousness"” (Ibid. 1991:102).

Through non-native varieties of English becoming
more established, their users are gaining confidence in
using English as a means of expressing their own values
rather than regarding English as "an alien language and a
conduit of Western culture" (Butler 1996:22-23). A
headline in the Straits Times of 12 August 1996 expresses
this newly-found self-confidence: "Asia now claims
English as its own".

Thus, while the English language may be seen as part
of a British and American canon of values, it is at the
same time also increasingly becoming a medium of

communication among people who do not share these values.

3. Culture in simulations designed for use in teaching

English as a foreign language

In the literature on simulations, the term
‘operational culture’ has been used to mean "a culture in
which the individual may interact at a given point'in
time or in a given situation according to a set of
standards, shared by the group, which determine what is
important, what is feasible, what to do and how to go
about doing it" (Cox and Saunders 1997:2, quoting
Goodenough 1971).

The word ‘operational’ here suggests that the set of
standards shared by the group serves a specific practical
purpose at a particular moment or in a given situation,
rather than necessarily being the principles governing
the actions of the same individuals in different

situations. This appears to suggest that simulations
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reflect a view of culture as a process of interaction
rather than a canon of values.

However, simulations designed for use in teaching
English as a foreign language with the specific aim of
enabling participants to learn about the foreign culture
often combine the two approaches to culture discussed
above, as I shall illustrate in more detail in Chapter 7.
The designer may, for example, emphasise that a
particular simulation incorporates Western values (see
Klarin 1994:111-114), or base the whole structure of a
role-play on the participants’ identification with
stereotypical characteristics of their own or a target
language nationality (see Meyer 1991:140), reflecting a
view of culture as a canon of beliefs shared by the
participants in everyday life beyond the simulation. At
the same time, they also create an ‘operational reality’
within it.

By the same token, simulations may be used in
teaching English as a foreign language with the aims both
of enabling participants to practise a standard, correct
form of English and of encouraging them to communicate in
a way that is mutually intelligible among the group with
the English they know. Some designers choose to place the
emphasis on just one of these aims. Herbert and
Sturtridge (1979), for example, underline the correct use
of English, while Di Pietro (1987) stresses the

importance of communication.

4, Conclusion

In addition to the designer’s conscious language-—
teaching aims, simulations also convey his or her
attitudes about society, communication and culture
itself. The structure of a simulation, for example, often
requires learners to reach decisions by means of
democratic processes e.g. by consensus or majority
voting. As sucH, while simulations may also be one-off
encounters, their structure also reflects a set of
democratic values. Simulations may thus themselves be

seen as a cultural activity, both in the sense of
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communicating a canon of values, and in the sense of
expressing the collective intentionality of the

participants.
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CHAPTER SIX
SIMULATIONS FOR DEVELOPING COMMUNICATIVE COMPETENCE

Knowledge of a language involves not only an
understanding of its grammar structures and command of
.its vocabulary, but also the ability to manipulate these
appropriately for use in communicative situations.
Simulations are one of the activities used to enable
students to practise communication skills and develop
fluency in situations such as media events or meetings.

The subject of the simulation may be anything the
teacher thinks the particular target group can relate to.
Subjects of existing EFL simulations range from a bridge-
building project in an environmentally sensitive area (L.
Jones 1983a:52ff and 1983b:15ff) and choosing the site
for a new airport (Goodale 1987b:31ff) to subliminal
messages in supermarket music (Ladousse 1991:160ff).1
These published simulations were all designed by teachers
for their own students of English, i.e. the teacher and
designer are one and the same person. In the folliowing,
however, I distinguish between teachers and designers. My
intention in using the word ‘designer’ is to refer to a
teacher in the role of simulation author. I also use the
word ‘facilitator’ to refer to a teacher in the roles of
observer during the simulation and discussion leader in
feedback.

Although the subject matter of each of the
simulations referred to above is specific, the designer’s
main aim was to provide a context for students at an
intermediate to advanced level in the foreign language to
enter into a credible and realistic discussion.

The same situation type (e.g. a formal meeting), or
subject (e.g. a building project), may be presented in

different ways according to the designer’s choice of

1 See appendix.

54



learning content. At the one extreme, the designer may
choose to underline the importance of formal accuracy and
standardised language in the communicative situation? and
at the other, its psychological credibility or social
reality.

In the former case, the exercise is usually seen as
practice for a real situation. In the latter, creating an
operational reality within the simulation itself is the
main aim (see Chapter 2, section 3). In the first part of
this chapter, I examine three designers’ views on this
and the effects of their choice of emphasis on the
activity type and learning that takes place.

In the second part, I look at the different
perspectives of the facilitator and the participants in
simulations for language learning, especially in ESP.
Simulations are a versatile type of exercise which can
integrate both specialist and non-specialist approaches
to the situation and the language. Different aspects of
the situation may be regarded as essential from the
different perspectives. The designer may place the
emphasis on grammatical or communicative elements,
whereas specialist participants may emphasise the subject
matter. The two perspectives are by no means mutually
exclusive. I shall examine how they can best be combined

in a language-learning context.

2 Extreme examples of situations where standardised
language is used are in writing official documents {such
as Notes Verbales) or making formal contracts {such as in
a wedding ceremony). Through selecting a real-life
situation with a high degree of standardisation for a
simulation, the designer can prepare and pre-teach lists
of standard phrases suitable for the situation. A formal
situation follows a more predictable standardised pattern
than an informal discussion, and most simulations are
based on some kind of formal situation. By selecting a
standardised situation requiring the use of standardised
language as a prototype, and pre-teaching this language
to learners, the designer can also hope for a fairly high
degree of correspondence between the language used in the
simulation and the real life situation.,
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1. Three dimensions of simulations for language

learning

Di Pietro sees the aims of communicative situations

for language learning (more specifically, ‘scenarios’3)
as falling into three categories:

The first is information exchange (with its
grammatical orientation); the second is transaction,
highlighting negotiation and the expression of speaker
intentions; the third is interaction, which emphasises
the way in which language can work to portray roles and
speaker identities (Di Pietro 1987:6).

The designer’s choice of the balance between these
elements fundamentally affects two aspects of the
activity, firstly, the extent to which participants are
expected to use language which conforms to specific
standards, defined by the teacher at the preparation
stage, and secondly, the extent to which the situation is
subjectively credible for participants.

When the teacher’s aim in using an activity is for
students to concentrate on a predictable situation
involving information exchange, preparation is likely to

involve an explanation of the standards he or she expects

3 Di Pietro defines a scenario as "a strategic
interplay of roles functioning to fulfil personal agendas
within a shared context" (1987:41) and sees them as
differing from simulations in three main respects:

1. In simulations, every member of the class may
prepare and play a different role, whereas in scenarios,
a small number of roles is prepared.

2. Simulations often specify a particular set of
argsuments a participant is to represent, whereas
scenarios give details of the situation and leave the
participant to decide his or her position.

3. "The teacher in a simulation plays the important
role of ‘controller’, with the main obligation to keep
the action moving" whereas in scenarios, the teacher
rlays several roles at different stages: ‘counsellor’
(during the rehearsal phase) to ‘orchestrator’ (for the
performance phase) to ‘discussion leader’ (in the
debriefing phase)" (Ibid.:60-61).

As we saw in Chapter 3, all these aspects may also
feature in a simulation. Since Di Pietro’s definition of
scenarios is so similar to the definitions of simulations
we discussed there, we see his ‘dimensions’ of scenarios
as being equally applicable to simulations.
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regarding grammar or functional phrases. Students are
expected to conform consciously to these, which gives
them a clear focus at the preparation stage, during the
simulation itself, and in feedback. At the same time,
they may perceive the situation to be artificial. This
type of simulation is often used in a context in which
learning language structures is a main aim of the
curriculum, e.g. in teaching beginners.

Developing complex operational realities through
transaction and interaction, at the other extreme,
requires the use of more complex and less predictable
language in the simulation. This makes it more difficult
for the facilitator to teach the grammar or phrases
participants will require, and also more difficult for
participants to adapt prepared language so that it is
appropriate for the specific situation. The participants’
main focus in such activities often shifts from language
to developing and attempting to apply strategies with the
linguistic means at their disposal. Such simulations
often have a high degree of credibility for participants.
They are often used in a learning context in which there
is no formal curriculum, but where the learners need to
be able to use English in specific, often wvocational,
contexts. They are best suited to learners at

intermediate and advanced levels.

2. Designers’ priorities

I shall now examine three examples of the priorities
of designers of simulations for EFL and ESP and the
effects of these on the type of language learning or

practice.

(a) Presenting information in a grammatically accurate
form

In Herbert and Sturtridge’s view, there is a
fundamental difference between the aims of simulations
used with native speakers and those used in the foreign
language classroom. The former’s function is "training in

decision-making or in making those involved aware of a
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problem", whereas in the latter "this function is
replaced by the language practice function” (1979:6).
This implies that it is not primarily the situation that
presents difficulty for the language learner, especially
in the field of ESP, but dealing with it in a foreign
language.

In the simulation, the participants apply skills
from their first language (L1) experience to a second
language (L2) context, which is chosen on the basis of
language 1earning objectives (Ibid.:9). These include
functions and grammar: "Does the student need to take
notes, for instance, or to summarise in written or spoken
language? Will the language of propositions, descriptions
of processes, offering advice be relevant?" (Ibid.:8).
Clearly, for these authors, the language, i.e. functions
and grammar, is the focus of the activity.%

Although students from different cultural
backgrounds may approach the same problem in different
ways, Herbert and Sturtridge make the general statement
that "(t)he closer the simulation can be to reality and
to the students’ own first language role or new foreign
language role, the closer the language that he produced
will be to that which he will need to produce in the real
situation" (Ibid.:5). While this suggests that they
recognise that the student’s Ll and L2 roles are
different,3 they do not draw out such distinctions in any
more detail. The use of simulations for foreign-language
learning is rather seen as an opportunity for students to
apply the skills they may already have in an L1 context
to an L2 context. A

While Herbert and Sturtridge do not discuss possible

differences of approach to the simulated problem by

4 An example of a simulation by Herbert and Sturtridge
is the media simulation, Radio Portland, given in the
appendix.

5 Even in a situation which is nominally the same in
different cultures e.g. a doctor-patient, or salesperson-
customer situation, the real-life roles differ according
to their status in the particular society.
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students from different cultural backgrounds, theyv do
underline the importance of students having otherwise
similar starting positions in a simulation, saying that
ESP students should have "more or less homogeneous
professional backgrounds"” (Ibid.:7) and that at the
preparation stage participants should be provided with a
"basis of common knowledge from which they can work"
(Ibid.:10). |

Having read the scenario and background information
and individual role-card, the students’ next task is to
"obtain information from English language sources"
(Ibid.:6), which Herbert and Sturtridge present as
motivating for the student because "the information he
gathers, either for himseif or his group, will be used
later"” (Ibid.:10). The issue of how best to present and
use this information so as to pursue personal or group
goals effectively is not discussed; indeed the step
between having information and deciding which parts of it
to communicate to what end appears to take place
automatically: "When he has the information about the
problem and the background to the problem and possibly
his own role-card, he then knows what he wants to say"”
(Ibid.:10). The teacher’s task is to supply the student
with the language to do this: "A further input ... can be
language work to help the student with how to say what he
wants to say; this can take the form of classroom or
language laboratory practice" (Ibid.:10).5 Although the
authors suggest that this language input may include
"some of the important functions, structures, lexis and
procedural moves which will be necessary for subsequent
meaningful language practice" (Ibid.:8), it is limited to
dealing with the stage of the activity where the main
language function is relatively simple, i.e. presenting
information to the rest of the sub-group or group.

In the second stage of the activity, the functions

appear to be more complex than the presentation of

6 This assumes that a native speaker in this situation
would know what he or she wanted to say before engaging
in the activity.
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information during the first stage: "(s)ub-groups ...
negotiate with others, building up alliances and policies
which will help them when all the groups come together"
{Ibid.:10). Yet at this stage there is no language input
or any discussion of how the foreign language can be used
for negotiation or the application of the planned
strategies. This can be explained by examining what is
meant by ‘negotiation’. It appears to be limited to
making well-prepared consecutive presentations, as in a
formal debate, rather than adapting positions in the
course of discussion to take the interventions or
reservations of other groups into account: each of the
sub-groups "will offer their group’s suggestion to the
whole group for consideration" (Ibid.:10). For this, the
languagse provided for exchanging information is adequate.

Feedback, the final stage of the activity, "requires
skilful handling by the teacher to avoid becoming a
depressing catalogue of errors. It is perhaps best for
the teacher to indicate briefly to the studénts the areas
where they were weakest and to plan their future language
work in the light of the errors made and the situations
where they were unable to communicate accurately”
(Ibid.:11). As in the first two stages of the activity,
Herbert and Sturtridge here view the grammatically
accurate presentation of information as a primary aim of
communication in a foreign language.

Their approach consistently focuses on the
information~-exchange and transaction aspects of
communication, but does not explictly include interaction
and the cultural issues that would involve. This is in
line with the view of communication as the transmission
of a message from one person to another (see Chapter 4,
section Za),vrather than as a negotiation of meaning (see
Chapter 4, section 2b). Enabling students to develop
strategies or follow a personal agenda does not appear to
be a main aim, but rather providing them with an
opportunity to present factual information from their own
subject area to other people in English (a requirement

for any academic conference): "In a satisfactorily
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designed simulation, with appropriate setting, task and
roles, the students will not feel that the professional
content of the topic is too simple for them, since they
are providing the detailed content in the realisation of
the simulation, of which only the overall framework has
been imposed. The direction its evolution takes is their
responsibility" (Ibid.:10). This overall framework limits
the required functions to such an extent that students
can concentrate on the content and grammatical structure
of what they say, and on its relevance to their needs
outside the language classroom. This type of simulation
is particularly useful for students with specialist
skills or knowledge who have intermediate proficiency in
English, at least in reading and listening. Participating
in simulations provides such students with an opportunity
to gain confidence in applying their knowledge of English
to practical situations related to their specialised
field.

(b) Relating language to situation

Goodale’s collection of simulations, entitled
Meetings is, according to the cover, intended for use
with staff in multi-national companies, civil servants
working for international organisations, students in
business and international schools and anyone preparing
to attend international meetings or conferences. The
simulations are intended for the post-intermediate
student and the aim is "to increase participants’
confidence in using their English in international
meetings" (Goodale 1987b:back cover).

In the preparation stage, students learn a fange of

expressions from a separate book, The Language of

Meetings (Goodale 1987a), for carrying out a range of
functions, such as presenting an argument or opinion,
agreeing and disagreeing, interrupting, clarifying,
questioning, making proposals, persuading, expressing
degrees of importance and certainty and compromising

{Ibid.:3-4). Each category of function is then divided

61



into sub-categories.?” This provides participants with a
framework of language for structuring their transactions.
The disadvantage of presenting such phrases for meetings
{or any other type of situation), however, is that
students may not learn to distinguish between different
kinds of meetings. As Goodale recognises, "(t)here are
many kinds of meeting, and different degrees of
formality"” (Ibid.:5) and this requires speakers to be in
a position to differentiate when a particular standard
phrase is of an appropriate register and when it is not.
This awareness cannot be sufficiently reflected in lists
of ‘standard phrases’ such as those Goodale presents to
learners of English, with the comment that "(t)hese
phrases are the same whether they are used to discuss
nuclear warfare, arrangements for booking the hall for
the amateur dramatic society’s annual show,; marketing
difficulties with a new product, or a Housing Association
discussion on replanting the gardens" (Ibid.:8). The
language for a wide variety of more and less formal
meetings is thus presented as conforming to a simplified
prototype that does not adequately take into account the
different registers which would be appropriate in the
real-life situations modelled. A contribution to a
multilateral negotiation at the European Union (EU) would
require the use of a different register than the annual

general meeting of the local branch of the Women’s

7 In the section on agreeing and disagreeing, for
example, Goodale gives phrases for strong agreement,
neutral agreement, partial agreement, softening strong
disagreement, strong disagreement, softening neutral
disagreement, neutral disagreement and tactful
disagreement (Goodale, 1987a:40-41). Let me illustrate
his approach with some examples. Under "Strong agreement"
we find the following:

"I completely agree.

I agree entirely with your point of view.

I'’'m of exactly the same opinion.

I’'m in total agreement" (Ibid. 1987:40), and under
"softening neutral disagreement” we read:

"I'm afraid ...

I'm sorry ...

With respect ...

I respect your opinion, of course, however ...
(Ibid. 1987:41).

"
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Institute, for example. However, Goodale does sensitise
learners of English to the need to develop an awareness
of how the language they use can be adapted to particular
situations through asking them questions such as: '"Can
vou give examples from your own language of how a basic
message is presented in different language to make it
more socially acceptable or effective?" (Ibid.:9). In
asking students this question, Goodale acknowledges that
the social acceptance and effectiveness of a message
depend on the speaker’s command of the appropriate
register for a particular situation, whether the language
being spoken is English or not® and sensitises learners
to this issue.

Feedback after simulations of this kind focuses on
discussing the appropriacy of the language students used
in attempting to achieve their aims.

Goodale’s approach to simulations makes clear to
participants that the forms of language they use are
directly related to the structure of the communicative
event itself and it is this aspect that they focus on in

preparation, in the simulation itself, and in feedback.

(c) Creating a credible situation

Crookall (1984) takes a rather different approach to

simulations, placing the emphasis firmly on credibility
for participants, and criticising EFL role play or
simulation exercises written to practise specific
language forms in simple dialogue situations as
"contrived in order to illuétrate, or to get students to
practise or drill, certain language points" (1984:263)
and "unnecessarily artificial" (Ibid.:262). He proposes
instead using simulations designed for use in other
subject areas in the language classroom, without
adaptation: "Providing they are run as they are

originally intended to be run (i.e. as language-using,

8 In Chapter 7 I discuss ways in which simulations for
teaching English as a foreign language can be seen as a
cultural event reflecting native speaker attitudes and
values.
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rather than as language practice activities), many non-
EFL simulations (by which I understand simulations
written primarily for native speakers of English to
enable them to practise skills other than their language
skills) can ... be perceived by students as more real and
credible than many EFL simulations" (Ibid.:263). His
focus is on credible student interaction, not on
language:

"{W)hen using simulations in ELT (English Language
Teaching), we should not be concerned with language at
all, but with the socially constructed situation and its
meanings; we should not ‘teach EFL’, but simply attempt
to make the classroom as real and as credible a situation
as we can, irrespective of what kind of language is
produced. ... If we concentrate on reality and
credibility in the classroom situation and on the
meanings created and negotiated there, language will

follow in a relatively authentic and spontaneous way"
(Ibid.:264, my emphasis).

This view is an extreme variant of prevalent views
on ELT methodology in the early to mid-1980s which
focused on learning a foreign language in order to
communicate, rather than as a set of grammatical
structures (see Chapter 4, section 1). Crookall is not
consistent in his use of terminology here, using the word
‘situation’ in two different ways, firstly to refer to
the simulation as an event that is created by the
participants ("the socially constructed situation") and
then as something the designer or teacher creates before
the simulation ("we should ... attempt to make the
classroom as real and as credible a situation as we can",
my emphasis). The third use of the word could refer to
either or both of these meanings. Yet whichever meaning
Crookall intended, the question must be raised as to how
non-native learners, simply by being placed in a
situation, can produce authentic language. In order to do
so they would require an understanding of the structures
of the language and also of the culture in which it is
used. If, on the other hand, it is only subjectively
perceived as authentic by participants, the purpose of
the exercise for language learning is questionable.

Crookall’s concession on the previous page does not
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appear to be consistent with this: a "natural social
situation ... does not stop us from using a simulation in
which certain language items will be used more than
others (this is what happens in the ‘real world’), nor,
perhaps, from paying special attention (during the
language debriefing session) to a certain number of items
from among those used" (Ibid.:263). He also gquotes Berger
and Luckmann’s view,% which explicitly emphasises the
importance of language in constructing reality: "An EFL
classroom must, as far as possible, be everyday life"
(Ibid:264). What he does not make explicit, which would
be important for a would-be designer, is how language and
situation are related.

Crookall’s general approach places the main emphasis
on the designer and the participants creating a credible
situation, which does not necessarily mean that it is
realistic. The way in which language, strategies or
culture shape the situation is not discussed.

This weakness could be overcome, at least to a
certain extent, by inviting native speakers of the target
language to participate in the simulation. Feedback could
then include a discussion of their perception of the
credibility of the situation (see discussion of Meyer’s
scenarios, in which native speakers of English are
participants, in the next chapter, section 5c).

The authors of each of the above views focus on
different aspects in simulation design. Herbert and
Sturtridge concentrate on langsuage structures, Goodale on
language functions for structuring situations, and
Crookall on the situation itself. Herbert and
Sturtridge’s approach is perhaps best suited to students
at lower intermediate level within an academic context,
Goodale’s to students at the same level or above within a

vocational or other practical context, and Crookall’s to

9 "Everyday life is, above all, life with and by means
of the language I share with my fellow men. An
understanding of language is thus essential for any
understanding of the reality of everyday life" (Berger
and Luckmann 1966:51-2).
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advanced students in a non-academic, practical context.
Each approach represents the result of planning what to
include and what to exclude, i.e. it gives the simulation
a clear focus. Before this stage is reached, a selection
process takes place, during which different possible
views are considered and included or excluded. When there
is a formal curriculum on the basis of which this
selection is made, the choice is simpler as it is limited
and clearly set out. When, on the other hand, it is the
teacher’s task to define the course requirements himself
or herself, this task is much more complex, as the
teacher may want to take a wider range of factors into
account. I shall explore some of the problems involved

with this in the next section.

3. Conflicting aims and the need to clarifyv priorities

Specialist simulations in business, banking,
international relations, town planning, the environment
and the media have all been adapted for language-learning
purposes. Such simulations, especially when used in ESP,
are intended to give participants the opportunity to
improve their language skills in a work-related task
{such as dealing with conflicts of interest between
different institutions or individuals, discussing
options, carrying out negotiations, finding compromises
and agreeing on future courses of action). Very often,
however, the parties directly or indirectly involved in
such a simulation (designer, curriculum planner, teacher,
participants) differ in the weighting they give to
strategic aspects of the situation on the one hand and
language aspects on the other. Participants who have a
greater knowledge of the simulation’s subject matter than
the facilitator are likely to steer the activity away
from the facilitator’s aims. If the facilitator’s focus,
like that of Herbert and Sturtridge (see above) is on
structural aspects of the language, he or she may feel
that participants are not giving adequate attention to
this aspect of the situation. The participants and

teachers focus on quite different aims: while the
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students are personally involved in the situation and
pursue short-term personal strategies, the teacher’s main
aim is to place them in a positicn where they can learn
to communicate more effectively in the foreign language.
The problem is to find a way of combining the learners’
expertise in their subject area with the teacher’s
ability in the language. One way of doing this is to ask
colleagues or students in the specialist subject area to
comment on the specialist content of the simulation and
to revise it as far as this is practicable. Another is to
ask students to comment on the specialised content of the
model in the feedback session and to give suggestions on
how it could be revised or refined.

Let us look at an example which iilustrates the
problem. Wright (1982)10 describes his use of simulations
in English classes with French students who have
completed secondary school and are preparing for a career
in business at a business school in Le Havre. They arrive
with a limited ability to use spoken English: they "are
incapable of ... putting into practice what they have
learned, such as grammar and vocabulary"” (99). This
Wright believes to be a result of grammar-based language
teaching and the emphasis placed on the written rather
than the spoken language at school, leading to a "grammar
mistake syndrome, whereby a sentence must be
grammatically correct before it is worth saying"
(Ibid.:102). Wright is thus in a position where the
students are required to learn English for business but
also need to consclidate their knowledge of grammar and
vocabulary. He regards four aspects as being of relevance
to the students and presents them as distinct, though
related elements: 1. language, 2. communication, 3.
presentation, and 4. the subject of the simulation.
Wright, his students and their institution vary in their
views on the respective importance of each of these

elements.

10 See appendix.
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1 and 2: Lansuage and communication

Wright’s own clear priority is what he refers to as
"the language element” (Ibid.:99) by which he means
grammar and vocabulary as opposed to communicatiocn, or
"gsetting people talking" (Ibid.:99). However, in using
simulations at all Wright himself suggests that he
regards fluency in communication as important. At the
same time, he also believes that the price to be paid for
this is that students "tend to perpetuate their language
mistakes unless the animator is present to correct them”
(Wright 1979:143).

The students themselves, on the other hand, and the
weaker learners in particular, see the communicative
aspect as more important than accuracy: "language
problems are very much a secondary concern ... the
important thing is meaking themselves understood"”
(Ibid.:142).

Thus, while the interests of the teacher and
students are not in conflict, the teacher has a greater
interest in accuracy than the students.

1 and 3 Language and presentation

Presentation skills are another aspect covered in
Wright’s simulations for learning English, though this
appears to be a concession on his part to the students’
future career. His interest as a language teacher is, as
we have already seen, in language, whereas the overall
aim of the organisaticn is to focus on business training:
"For the animator, of course, the linguistic side is the
most important. Nevertheless, since we in Le Havre are
preparing students for a business career, it is also
important for us to teach them how to improve their
presentation of themselves as well as how to handle a
meeting or press conference" (Ibid.:140-141).

Wright reconciles these two interests by combining
them, helping students with the language they need to
prepare strategies to deal with various situations which
are likely to arise in the simulation. He comments that:

"(T)he group of executives usually needs some
assistance in building up their case and always needs
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some help in checking the language they are using and
will need in front of the press. It is especially
important for them to know how to reject any question
they would prefer not to answer directly and yet remain
calm whatever happens. This may seem obvious to the
native speaker,!! but it is a major problem for the
learner of English. He/she does not want, later in life,
to commit some accidental faux pas which could easily
have been avoided by a more careful choice of words"
(Ibid.:139, my emphasis).

In combining presentation skills which appear
‘obvious’ in one’s native language with the foreign
language, with which students have difficulty, Wright
demonstrates to students that such skills must be learnt
afresh in a foreign language, and that an adequate
command of language is necessary in order to be able to
demonstrate one’s social competence.

To help students to gain this command of English,
Wright studies the case on which the simulation is based
with them, checking new vocabulary and holding an

improvised discussion.

"The next step, since we must remember that this is
a language class, is to have students give the animator
any expressions they know for starting off and conducting
a meeting. This is necessary because there will be a
certain number of meetings throughout the case, and we
want students to be able to conduct and control what is
happening in English (this is typical of the type of
thing they will have to do later in their careers"
(Ibid.:138, myv emphasis).

Wright’s emphasis here may be more on English, whereas
the students’ is more on conducting and controlling.
Wright’s approach combines both interests.

1 and 4 Language and subject matter

In ESP there seem to be two main tasks for the
language teacher: to provide a communicative approach to
language learning and at the same time to give learners
an opportunity to apply their subject knowledge to

situations relevant to their future job requirements.

11 This perhaps represents the point of view of a
particicant who may be under the impression that the task
would be easier for a native speaker of English. However,
native speakers too require training to master skills
such as the ones Wright describes.
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Simulations offer a good way of combining these two
elements. However, in adapting a simulation originally
used for a different subject area for language learning
purposes, the designer may be taking over a combination
of different zims from the original simulation, of which
he or she may not be fully aware, especially if the
simulation was originally used in an area with which he
or she does not have the specialist knowledge that the
participants have, e.g. banking, international relations,
town planning, the environment.

Without a knowledge of the subject matter, it is
difficult for the teacher to provide the specialist
language that students who are knowledgeable in the
subject demand. For theif part, the students may be
participating in the simulation specifically in order to
improve their language skills in a specialist area. This
places the teacher in the difficult position of
commenting in feedback from a lay perspective on topics
in which the learners are experts. This may lead to
insecurity on the part of the language teacher, as Wright
admits when he says that a lack of specialist knowledge
of business is a reason for EFL teachers not to use
business simulations in English. He deplores the fact
(unlike Crookall, see section 2c¢ above) "that there are
not many, if any, business games designed specifically to
teach English" (Wright 1982:98). In designing one
himself, he attempts tc take account of the different
interests of all the parties concerned (his own, as
designer and teacher, those of the participants, the
institution and the future emplover). This task is made
more difficult by the fact that he is not a business
specialist and he fears that he and other language
teachers "often have to produce something simplistic or
risk getting out of our depth" (Ibid.:102). Such ccncerns
are a normal part of the process of selecting priorities.
Simplifying complex situations in order to focus on
certain aspects is an intrinsic part of the process of
simulation design. A language teacher who is not a

specialist in the learners’ subject area is inevitably
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aware of his or her limitations in the participants’
specialist area, and this raises the question of whether,
and if so how, to include it. Perhaps out of his concern
to make the situation appear realistic to the
participants, Wright chooses not to limit participants’
freedom of action, describing simulations as "the
replaying in English by a non-native speaker of his/her
real or likely job, with absolute freedom to do what
he/she wants, albeit in an artificial or invented
situation” (Wright 1979:137). Yet, in not restricting
students’ specialist input in any way, the teacher’s
language-learning aims may not be given the attention
they deserve in a simulation for language-learning. If
they are specialists in the subject on which the
simulation is based, the students will themselves, in the
words of Herbert and Sturtridge qucted above, be able to
provide "the detailed content in the realisation of the
simulation" (Herbert and Sturtridge 1979:7). The purpose
of simulations is thus to provide a framework which gives
students the opportunity to pursue clearly-defined
language-learning goals. This framework may involve
presenting students with a situation in the simulation in
which they are required to apply or adapt phrases they
have learnt in preparation for the simulation (see
discussion of Goodale in section 2b above and in Chapter
8, section 3a).

Even if these goals are not pursued by participants
themselves during the activity, preparation and feedback
can concentrate on them. Beneke’s criticism of language
simulations, that students’ language might deteriorate
through using it in an uncontrolled way, (Beneke 1981)
reflects the fear of making language mistakes which is
emphasised in traditional language-teaching methods.
Because students focus on the task, and the facilitator
does not interrupt theﬁ to correct these mistakes but
simply observes the simulation, they are considered to
have been ignored. However, this is only true to a very
limited extent. If the simulation has been structured to

activate the participants’ knowledge of the language and
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to apply it to a situation with explicit social and
cultural implications, linguistic forms will both be
revised and put into a wider learning context. Feedback
can focus not only on language errors, but also on errors
in estimating the appropriate linguistic register for the

social and cultural context of the situation.

4, Conclusions

The needs of different groups of students vary and
so, too, therefore, should the teacher’s aims. Good
practice in simulation design means formulating aims
appropriate for the specific group of learners. The
teacher should not be distracted from formulating
appropriate language learning aims by a role-play or
simulation structure that may have been written with a
different target group in mind and that implictly or
explicitly emphasises other aspects of the situation. The
language-learning aims of the role-play or simulation
should be laid out in an overall curricular framework,
or, if there is no formal curriculum, within a framework
designed with the particular group in mind.

For beginners, role-play is a more appropriate
exercise type than simulation. Learners can be placed in
a one—to—ohe situation in which they can concentrate on
using a manageable range of language items and functions
to achieve the given aims.1?

At intermediate level, both simulations and role-
plays can be used and the subject matter can be more
complex that that used with beginners. However, any
exercise selected should be based on subjects with which
learners are already familiar or with which they can
quickly familiarise themselves, enabling them to quickly
identify with demands of the roles they are given.
Suitable phrases can be provided and learnt before the

simulation.13

12 See appendix for examples by Littlewood 1988:51-57).

13 See L. Jones ‘The Bridge’ and preparatory material
in the appendix.
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At an advanced level of language-learning,
preparation can include differentiating between a range
of phrases use to perform one type of function and
discussing the contexts in which each phrase would be
appropriate.l4 Discussing differences between the
learners’ own culture and that of the foreign language
environment, and finding common denominators between them
could also be a focus of feedback.

Focusing on language skills in simulations includes
the development of strategy skills at the same time.lS
Linguistic and strategic skills are essentially
interdependenﬁ, both in the real-life situation and in
simulations. Thus, the language participants use
influences the kind of situation that is created and,
conversely, the situation influences the language used.
Preparation for role-plays and simulations should thus
ensure that participants are provided with the language
they require to pursue particular strategies in the
simulation. In order for students to use language to
implement a strategy effectively, they need an awareness
both of the general norms of the situation type and of
the specific features of the particular situation. This
means they need a repertoire of typical phrases
appropriate for the type of situation in question, e.g.
for meetings, and also a knowledge of how these can be
tailored to the specific situation being simulated. This
knowledge may be
1. linguistic, e.g. of the required grammar, relevant
terminology and appropriate register for the situation,
2. structural, e.g. of the way in which the real-l1life
processes being simulated work, or
3. cultural, e.g. of which approach to the situation is

appropriate in the cultural context.

14 See example of preparatory material for simulations
by Goodale in the appendix.

15 By ‘strategy’, I mean a set of contingency plans for
pursuing one’s own interests {(e.g. in chess, to win)
within a given set of rules (the rules of the game}.
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Wright suggests that "(s)tudents give the animator
any expressions they know for starting off and conducting
a meeting" (1982:138). This is a good starting point for
the first of the three aspects of knowledge listed above,
but he does not differentiate between different types of
meetings or discuss the second or third aspects in any
detail. Goodale takes this approach much further in
presenting students with phrase lists and strategies for
adapting them to a variety of different types of meetings
(Goodale, 1987a:9; see also section 2b in this chapter,
Chapter 8, section 3a and example of material in the
appendix).

In contrast to the strategies required in a game, as
a self-contained system, the strategies applied in a
simulation should also be relevant beyond the classroom.
This means that for learners at all levels the designer
selects situation types for which there are standardised
procedures, and standardised language in real life, such
as telephone calls, formal meetings or radio programmes.
This enables simulation participants to concentrate con
the creative application of the language they have
prepared, rather than first having to ponder what
language might be appropriate or, at the other extreme,
simply starting to talk and hoping to be inspired by the

situation.
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CHAPTER SEVEN
INTERCULTURAL EDUCATION AND SIMULATIONS IN EFL

Simulations for learning English as a foreign
language are used with three main interdependent aims.
The first aim is to provide learners with an opportunity
to practise the structures of English. The second aim is
to enable learners to use the language in a social
context that mirrors reality. The third aim is to enable
them either to identify or interact with cultures where
English is spoken as a native language, i.e. usually
British or American culture. These three aims are not, in
my view,‘to be regarded as representing either a
hierarchy or a rigid order in which they should be
covered in the language curriculum. They are all
interdependent aspects of the language-learning process.

In this chapter, I focus on this third aim and, with
reference to examples,; discuss various aspects of culture
which designers emphasise or take for granted in their
simulations.

Through learning a foreign language, students may
also learn about the culture of the country or countries
where the language is spoken. As methods of language
teaching which involve learning through personal
experience, simulations and role-play are considered to
be better suited to making learners aware of cultural
aspects of native speaker cultures than simply being told
about them by their teachers. Starkey, for instance
advocates methods which include learning by doing: ‘
"Practitioners would argue that teachers or textbooks
telling children about other cultures are likely to be
far less effective in learning outcomes than experiences
including simulations or, for that matter, personal or

collective enquiry" (Starkey 1991:215).
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However, in role-plays and simulations used for
practising a foreign language, especially with students
at lower levels, it is the structures or functions of the
language rather than cultural aspects which are usually
the main focus {(see Chapter 6, sections 2a and b). The
designer thus may make a list of phrases he or she
considers typical for the particular type of situation
for the language students to prepare before they take
part in the role-play or simulation itself and may create
roles which he or she believes will enable them to apply
what they have learned. These may later also be adapted
for other encounters of a similar kind in the target
language and culture. While this is useful from a
linguistic point of view, learners may find it difficult
to identify with their roles as they may feel that such
typified roles are alien to them. Many GSCE syllabus
role-plays used for foreign-language learning in British
schools, for example, are based on a limited range of
situations and bland roles: "The role of tourist and
consumer, possibly guest in a family, are the staple to
the exclusion of all other interests ... There is, in
most cases, an exclusion of empathy with people from
another culture" (Starkey. 1991:217). Such typified roles
may also provide an opportunity for prejudices students
already hold to be expressed, as K. Jones warns in saying
that the participants’ "emotions and prejudices ... can
be revealed during the simulation” (K. Jones 1982:15).

Even when a simulation or role-play is designed with
the primary aim of fostering cross-cultural understanding
through emotional involvement in the situation, the
learning resuits are not conclusive. Joele-Lentz, for

v

example, reports of the "generally positive" short-term
effects of a simulation carried out with the aim of
"raising awareness and combating ethnocentrism and
racism" (1983:68). Bruin, in contrast, comments on
simulations used to combat prejudice within a project on
prejudices, discrimination and education financed by the

government of the Netherlands,! that "(g)iven the

1 See appendix for references.
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‘openness’ of the learning situation the risk of
reinforcement of prejudices is a reality" (Bruin
1987:142). Both Joele-Lentz and Bruin admit that there is
as yet no clear evidence of changes in social behaviour
as a result of participating in a simulation: "nothing is
known of the lasting effects" {(Joele-Lentz 1983:69) and
"(t)he exact relationship between the social learning
that obviously takes place with most simulation/games,
and the influence it can have on the social norms ... of
a group and its social and cultural neighbourhood is as
yvet rather unclear" (Bruin 1987:142).

While it may be the case that simply through
participating in a simulation of a situation involving
intercultural contact the learners can develop a degree
of empathy with what they perceive as being the foreign
culture, this does not necessarily mean that participants
become more aware of distinct features of the foreign
culture, especially when the foreign roles are played by
students who are themselves learners of the foreign
language or have a specific interest in maintaining a
different position on the issue concerned. In a
simulation based on the BSE crisis which I observed, for
example, in which German students were given the roles of
diplomats from the European Union, the student playing
the role of a British diplomat came to identify with the
role, and to sympathise with the problems of British
farmers in the course of the simulation. However, this
perspective was at odds with his own perception of the
vroblem, which emphasised the irresponsibility of the
British government in exposing people to such a health
risk. In this situation, the student played the role of
the British diplomat with at least a touch of irony. The
students with roles representing the other countries, for
their part, did not become more sympathetic to the
British point of view. I would not want to draw a general
conclusion from this simulation as to the cross-cultural
potential of simulations. However, in this particular

situation, the strategic aim of all the participants was
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more to find a compromise on issues of substance than to
come to a greater understanding of a person from a
different cultural background. The roles within the
situation, as in the real-life EU situation modelled,
were orientated towards each participant achieving a
result acceptable to his or her audience at home rather
than to gaining an increased understanding of foreign
cultures.

The designer’s, facilitator’s and each participant’s
perceptions of the simulated situation and the simulation
process vary not only as a result of their different
interests, but alsoc c¢f differences between them such as
nationality, ethnic background, religion, social class,
political views, native language and personality. Within
the context of the role-play or simulation, everyone
involved attempts to create an operating reality which
recreates or maintains his or her own understanding of
the social reality cf the referent situation type (see
Chapter 2). I shall now look at the ways in which each

group does this.

1. The designer

As I discuss in Chapter 6, the designer and the
language class teacher are very often one and the same
person. Teachers may adapt existing simulations to meet
the interests of their own target group (see ‘The Leisure
Centre’ in the apvendix, which I adapted from L. Jones’
*The Arts Centre’ to use with a group of sports
administrators). In using the word ‘designer’ in the
following, however, I focus on the process of writing a
simulation rather than on using it in the classroom. Of
course, the teacher’s classroom experience is essential
in this preparatory activity. Conversely, the designer’s
choice of situation, and also of the structure of the
situation and the roles also influence subsequent
classroom interaction. Bambrough comments on the

influence of the structure as follows:

"The structure of the simulation has enormous power
over those who function within it. The structure may give
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weight to certain roles according to their function in a
simulation or give weight to certain perspectives on an
issue by, for example, the way information is distributed
to participants, the number of people representing a
perspective, who the people are, or in what circumstances
they are allowed to communicate" (Bambrough 1994:98).

While the choices of structure and roles are made on
the basis of the designer’s learning objectives,; they
also reflect his or her presuppositions about ways in
which situations can, or should, be structured and thus

his or her values.

1.1. The structure of the situation

In many situations involving interaction between
participants playing the roles of members of different
cultural groups, differences of opinion between these
groups are an intrinsic part of the structure of the
situation as presented by the designer.? Designers
commonly choose the extreme label conflict for
differences of outlook in such simulations, and present
it as having arisen as a result of the different
‘cultures’ designated by the roles.

Simulations are regarded as a useful learning tool
in intercultural education because such intercultural
conflicts are "controlled" (K. Jones 1982:15, my
emphasis), a view shared by Bruin, who sees the main aim
of such activities as being "to confront participants in
a controlled learning environment with the consegquences
of culture shock, with a communication process that
breaks down because of differences of culture" (Bruin
1987:142, my emphasis). Control is necessary, according
to Jones, so as "to be sure that the simulation really is
a simulation, and not a pre-programmed exercise in
confrontation" (Ibid. 1982:15-16). He does not discuss
what the distinction is between "confrontation" and the
kind of "intercultural conflict” he himself advocates,
but it appears to amount to whether the design structure
reguires participants to react in a confrontative way or
whether it allows them to use their own judgement in

developing a flexible response to the behaviour of other

2 See section 5, examples ¢ and d in this chapter.
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participants. He advocates the latter as appropriate for
intercultural education: "The actual behaviour patterns
may be necessary as part of the structure of the
simulation ... but the interpretation of such behaviour
is up to the participants themselves” {Ibid. 1982:186).

The designer thereby implicitly communicates to

ct

participants that through diécussing subjects of conflic
within an agreed framework which allows various
interpretations of the foreign behaviour, these conflicts
can be resolved.

What is problematic here is that the participants in
such simulations very often share a common cultural
background and thus, when they are given roles involving
culturally different behaviour with which they cannot
identify, they have to act the part of the foreigner. An
example Jones gives is his simulation in which one
‘cultural’ group is instructed to look at the floor
during conversations with the other (K. Jones 1982:1i86}.
He clearly selects this as being a situation which is
foreign to Western participants (though normal for some
Asians). The participants playing the roles of the
foreigners (from a Western point of view), will
themselves regard their cwn behaviour. as rude but are
recuired tc suspend their own disbelief on the matter

S

|2

because the simulation requires them to behave in th

ch

e

way. This differs from real social situations in wh
"the actor, for that moment, apprehends himself
essentially in identification with the socially
objectivated action" (Berger and Luckmann 1979:90, see
above, Chapter 2}. If the foreign role is reduced to one
or two stereotypical characteristics (such as avoiding
eye contact in conversation) students may have difficulty
in identifying with the foreign culture. Stereotypes may,
however, provide the starting point for a discussion of
cultural differences in feedback which could comment not
only on an outsider’s perception of the behaviour, but
also on the reasons for that behavour from the point of
view of a member of that culture. This approach can be

used to particularly gocod effect when members of the
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target culture are invited to take part in a role-play or
simulation and to join in the discussion in feedback (see
Meyer’s scenarios in section 5c below).

The designer’s selection of role types is a related

issue, which I shall now discuss.

1.2 The roles

The designer’s choice of roles for inclusion in the
role-play or simulation cannot be culturally neutral
(i.e. it has culture-specific connotations among the
participants). Jones warns that "{t)he behavicur {of
varticipants in a simulation) must not be pre-empted and
pre-determined by the role cards. Simulations involve
people, not stereotypes” (K. Jones 1982:17). However,
when the designer intends the simulation to focus on
cultural attitudes, the simplest way of introducing them
is to label roles in a stereotypical way, e.g. ‘black
tourist at customs’.3 This may elicit role-playing from
participants which conforms to and reinforces their own
stereotypical views of the particular categecry of person,
even if they can empathise with the role (see section 3
below). Feedback should include a discussion of cultural
differences which comments not only on the behaviour
pattern from the point of view of an outsider to the
culture in question, but also on the reasons for that
behaviour from the point of view of a member of that
culture. This is possible when members of the foreign
culture are invited to take part in the role-play or

simulation, and in the discussion in feedback.

2. The facilitator

The facilitator influences the operating reality

firstly in choosing to use a simulation in the given

3 Cf. Starkey: "Conversations are likely to be very
different if, under the heading of travel, the role-play
is the traditional customs officer and tourist or if the
roles are immigration officer and black tourist" {(Starkey
1991:214). The difference between these two variations is
based on stereotypical views of the two situations.
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learning context at all, and secondly in his or her
choice of a particular simulation.

Simulations and role-play differ from teacher-
centred learning. In his or her role as facilitatcr, the
teacher okserves the interaction during the simulation
itself, making notes on the students’ strategies and on
the language they use, but without intervening during the
activity itself. The participants thus appear to be in
control throughout the simulation. The facilitater’s task
is to contribute to the overall learning process in
feedback, throcugh discussion and analvysis with the
participants. This process may involve both the students
analysing themselves and the facilitator analysing them
and may focus on the issue of stereotyping as well as on
students’ strategies and their use of language.?

In addition to discussing language functions and
structures, feedback could include cultural aspects in
crder to widen the perspective of the participants by
putting their individual viewpoints and experiences into
an overall picture or structure. This will include an
examination cf the framework which gave legitimacy to the
interaction, as seen by both sides, e.g. laws, .
regulations, general principles such as reciprocity or

recedent,; or fairness. It will alsc include a discussion
of any cultural stereotypes that were evident during the
simulation with the aim of calling these into question.
For this discussion to be most effective, it should
include members of the foreign culture. This is the view
of Fisher and Brown, consultants on negotiation to the
United States government, who see stereotyping as a
factor which impedes the development of good working
relationships with members of groups different from
ourselves:

" We tend to denigrate those whom we prejudge. We
are likely to discount them, their views, and their

interests. When we close our minds to their views, they
are likely to clcse their minds to ours and ignore our

4 Examples of how this analysis may be structured are
MacGregor (1979) and Goodale (1987b), see appendix.
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interests. We may then see their behaviour as confirming
our image and discount their interests still more...

To overcome a stereotype I may have about you, I
will need to know more about you. One way for me to break
out of a stereotype is to focus on the particular history
of the individual person with whom I am now dealing"
(Fisher and Brown 1989:158).

In including foreign guests in his role-plays, Meyer
enables his learners to relate tc a member of the foreign
culture on a personal level. However, he makes no mention
of a feedback session, which would be essential to
discuss the issue of stereotyping (see section 5c below).

Another related issue that can be raised in feedback
even when no foreign guests are present is that of
problems arising from differing standards or differences
of opinion as to how the external standards are to be
applied. It may not be possible to reach a consensus, but
feedback is essential in order to show how the various
participants’ partial views (resulting from each role-
card providing only limited and sometimes one-sided or
sterectyped information) fit together into the larger
structure of the designer’s model. The participants’
experiences during the simulation are thus gvaluated
within the broader context of the designer’s framework
for the simulated situation, which should itself be open

to analysis and comment.

. The participants

The participants influence the operating reality in
socially interacting with one another in a way that
reflects their understanding of the referent situation.
As we have seen, this understanding may be based on their
sterectypical views, as well as knowledge, of the culture
of the foreign language. Bambrough comments on the major
influence of participants’ stereotypical views on
simulations:

"Instead of the simulation author bringing her
perception cf reality to the classroom, the participants
will bring theirs based on whatever experience they have
of the outside world. Often their representation of that .
experience is shrouded in stereotype both of role and

situation. In a simulation I ran ... one pair of
participants were given the role set of shopowners. It
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didn’t take long for these participants to define their
role and language in terms of a caricature of ‘Pakistani
corner shop owners’. Communications simulations which
attempt to represent the real world are often littered
with such distortions" (Bambrough 1964: i00-101).

This is inevitable when participants’ experience is
(severely) limited. Because pvarticipants may have limited
knowledge and experience of other cultures, they may find
with roles from a different culture to

icul
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Even if participants do become emotionally involved
vity, this involvement does not necessarily

an that th

m v have a positive view cof the foreign

n o

culture. This is not merely a question of good will on
the part of the participants, but also depends to a large
extent on the factors discussed above: the structure and
roles as defined by the designer, and the presentation of
the situation by the facilitator in preparation before

the simulation and in feedback afterwards.

4. The Jjoint creation of an overaticnal culture

The operational culture’® that is created in a
simulation thus reflects the designer’s, facilitator’s
and participants’® different understandings of the sccial
context of the situation.

When the participants come from a similar culture to
the designer and the facilitator, that is, when they
share certain values, they are likely tc be able tc agree
on an implicit definition and structure of the situation
for the duration of the simulation (see Chapter 5). This
agreement is likely to be an unspoken one which is taken

for granted by all involved in the simulation, and the

participants - and often the facilitator and the designer
too - may not even be explicitly aware of it.
5 Cf. Goodenough’s definition (1971) of an operational

culture as "a culture in which the individual may
interact at a given point in time or in a given situation
according to a set of standards, shared by the group,
which determine what is important, what is feasible, what
to do and how to go about doing it" (gquoted in Cox and
Saunders 1997:2; see also Chapter 5 above).
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Any differences between the operational reality the
participants create within the simulation and the sccial
reality the designer and/or facilitator see as the
referent of the simulation thus arise mainly as a result
of their different vantage points {(whersby each
participant has only a partial view of the event from the-
iimited perspective of the particular role that he or she
has been given, whereas the designer and facilitator have
a wider and more detached view of the situation) rather
than from basic differences of opinion concerning which
discourse frameworks are appropriate for the particular
type of situation simulated.

The situation is more complex when the designer and
facilitator of a simulation come from a different
cultural background to the participants. In this case,
their views may diverge not only as a result of their
different vantage points, but also concerning how the
particular type of situation simulated should be
structured, i.e. as a result of their particular

prejudices.

Q. Approaches to culture

I shall now consider four examples of role-plays and
simulations carried out in English where culture is,
whether explictly or implicitly, an important issue for

the designer, or the participants, or both.

{a) Experiencing the power of English

Simulations in foreign language learning can be used
with the aim of making or reinforcing impressions about
the foreign country or culture. This is the case in games
used within the context of EFL in Russia. The designers
intend the participants to experience a foreign
atmosphere during the games and focus on two elements
which help create it: the foreign language and the warm
and spontanecus group atmosphere which theyvy perceive as
contrasting with the more learning-directed, result-
oriented atmosphere of games commonly used in Russia
(Aransky and Klarin 1987:312ff).
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The games Klarin uses® encourage participants to
express their feelings and attitudes in a way that is
controlled and structured by rules; unlike what he
presents as the uncontrolled native Russian way {cf.
Klarin 1994:113). The author’s perspective is biased
against the Russians and in favcur of Westerners; he is
critical of what he sees as the Russians’ uncontroclled
cutbursts {rather than, for example, their sponteneity)
and positively writes of the Westerners’ self-reflection
(rather than, for example, their emotional distance).

In describing the benefits he regards such games as
having for Russian participants, Klarin makes a link
between the atmosphere and language: "{G)ames belong to
the situations cf ... use of language power in the
pverception of self and the world" {(Ibid. 112, my
emphasis). The use of English in the games rather than
Russian appears at first sight to be unnecessary in order
for participants to gain this experience. Yet Klarin
implies that the fact that the language used is English
rather than Russian does have an effect on the
interaction process. In using English, he suggests,
participants can gain an "in-depth understanding of
English language communicaticn gcing beyond the
traditional framework of grammar patterns and vocabulary
irnto the more sophisticated mechanics of a communication
process with people belonging to a ‘different world’,
having a different mentality and different communication
manner” (Ibid. 111, my emphasis). Although the fact that
participants communicate ir English does nct appear at
first sight to enable them to become more aware of
prevalent attitudes in Western cultures, the
communicative approach to language learning? reflected in
Kiarin’s games itself contrasts with the structural
apprcach to language learning and the result-oriented
approach to games still common in Russia. To this extent,

simulations of the kind used by Klarin can help Russian

8 See appendix for references.

7 See Chapter 4.
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students to become more aware of cross-cultural issues.
Through participating in such a simulation, they may
become aware of the aspects of their own culture referred
to above which they had previously taken for granted andg,
at the same time, they may gain a greater understanding
of English-speaking cultures.

To sum up, simulations used for foreign language
learning may themselves be seen from a Russian
perspective as reflecting Western values. They show a
communicative methodology of language teaching which is
unusual in Russia. They focus on the process of
communication rather than primarily on its results. And
finally, they place this process within a framework in
which participants are required to express their feelings
in a way that is governed by rules rather than
characterised by "uncontrolled outbursts of emotions”.
These aspects are self-evident to German learners of
English in my experience of using simulations with
students in Germany. The fact that Klarin highlights them
suggests that he does not take them for granted within a
Russian context. In feading Klarin’s article, a Western
European who does take such aspects for granted (not only

in the simulation, but also in everyday life) is made to

-

calise that different aspects of a simulation may be
experienced as the most important ones, depending on the
cultural background of the participant. When the
principles on which simulations are based are not self-
evident within a particular society, the activity may be
perceived as an opportunity for participants to use the
foreign language as a means of communication and, in
doing so, to experience a new world of

differently-structured ideas at the same time.

(b) Taking culture for sranted

A simulation designer cannot exclude his or her
culture-specific values from the design of a simulation,
especially if he or she takes them for granted. Let us

look at Crookall’s simulation GERA (abbreviation not
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explained),® which he presents as "an example of a non-
EFL simulation that can be used in ELT" (Crookall
1984:265). The simulation is intended for use by groups
of eight students. They all have the roles of job
applicants who have come for an interview and are
provided with curricula vitae. Unlike in the usual job
role-play situation, where a candidate practises
interview skills with an interviewer as preparation for a
real job interview, the candidates in this simulation
have the task of choosing among themselves which of the
group would be most suitable for the job. They make the
selection on the basis of their curricula vitae, one of
which fulfils all the job requirements. The simulation is
thus a problem-soiving activity with one correct answer,
although to participants it appears to be an open-ended

simulation.?®

—

In this situation, Crookall seems at first sight to
suggest that ccntrol of the course of events should be

o
given to the learners rather than to the teacher or the
svllabus:

"{I)f we wish to encourage learners to use language
spontaneously in the most normal, complex, and meaningful
way that is possible in the classroom, then we have to
create a reascnably natural social situation which

belongs to the students and not to the teacher or the
syllabus" (Ibid.:263).

Let us take a closer look at this gquotation. The
learners are encouraged to "use language spontareously"”
with the result that the social situation ‘belongs’ to
them. Exactly what Crookall means by this is not clear,
when the designer and the facilitator still play such an

active role in the learning process, emphasised bv

Crookall’s use of the first person form: "we wish to
encourage learners" and "we have to create a ... social
situation" (my emphasis). The students’ role is

receptive; they are encouraged. Thus, spontaneity is only

possible within certain pre-determined parameters. In

8 See appendix for reference.

9 Cf. Chapter 2 section 1.
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this context ‘belong’ is used in the sense that the
participants perceive the situation as credible. This
could mean that they are familiar with or have already
experienced a situation similar to the one in the
simulation, or that it is congruent with their social,
historical, cultural and political background. As a
result, they are able to identify with it, something that
Crookall presents as a precondition for them to be able
to use language authentically:

"Reality, credibility and authenticity are
interdependent. Participants will not believe in a
simulated situation which they are unable to perceive as
realistic, and they will not be able to use authentic
language in a situation which, for them, is neither real
nor credible ... We wish EFL students to ‘believe in’ the

simulated situation and therefore to use language as
authentically as possible” (Ibid:263).

The success of the simulation is thus dependent on
the students perceiving the situation as realistic. In
order for this to be the case, the designer must be aware
of and meet the students’ expectations of such a social
situation. This limits the range of possible situations
which the designer would regard as suitable for a
simulation. To ensure that they can identify with their
roles, Crookall recommends that the roles participants
play in the simulated situation should be similar to

their own social roles in everyday life:

"Lonergan ... suggests that playing a role very
different from oneself in the EFL classroom ‘can lead to
a better understanding of other people’s attitudes and
pecints of view’. This is all very well if the objective
is to sensitise the EFL student to the culture of the
target language. But if the objective is credibility,
authenticity, language use and acquisition, it may be
counterproductive, especially with students not used to
simulations" (Ibid:263).

Crookall implies here that the aim of sensitising
participants to the culture of the target language may
not be compatible with the aim of enabling them to
experience the situation as authentic. He chooses to
create a situation which the students perceive as
credible, and not necessarily one in which they need to

empathise with the foreign culture. In sc doing, he
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consciously excludes the target language’s culture if it
detracts from the situation’s ‘tauthenticity’. This view
of ‘authenticity’ is thus one-sided, emphasising as it
does the credibility of the simulation in the view of the
participants and exciuding the target language’s culture.
According to this view, a situation which participants
experience as credible and realistic would be accepted as
*authentic’, even if it is at variance with the culture-
specific values of the designer and the culture of the
target language.

However, from Crookall’s description of the
situation on which GERA is based, it cannot be taken for
granted that all groups of participants can create a

situation which they experience as authentic:

"GERA is a simulation of certain problems created by
conflicting interests and by an excess of information. It
is not uncommon to find oneself in a situation in which
one has to cope with the conflicting demands of co-
oreration and competitiorn with others in a group - not
always easily managed in one’s native tongue, and stil
more difficult for EFL students to do in Engliskh,
especially if the student’s own culture is very different
from Anglo-Saxon culture" {(Ibid.:2865, my emphasis).

1

The last part of this quotation is of particular
interest. Contrary to what we have suggested above, it
indicates that the participants in the simulaticn and its
designer mav not share a similar cultural background.
Combining co-operation and competition is a strategy
which may not be shared by learners from all cultures.
Probably for this_reason, the activity would present a
cultural problem for students unfamiliar with this
combination.

Let us return to Croockall’s view that the designer’s
and the facilitator’s aim is "to encourage learners to
use language spontanecusly in the most normal, complex,
and meaningful way that is possible in the classrocom" and
that they do this by creating "a reasonably natural
social situation” (Ibid.:263, my emphasis). His use of
the words ‘normal’ language and ‘natural’® situation here
is colloquial and pragmatic. However, if we look beyond

the colloquial meaning of these words, ideological
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implications become evident, especially in the context,
where Crookall states that the target culture has been
intentionally excluded precisely in order that the
students experience the situation as ‘natural’ and use
the language in a ‘normal’ way. ‘Normal’ suggests that
the activity, here using language, adheres to norms, to
"(t)hose sets of social rules, standards, and
expectations that both generate and regulate social

t

interaction and communication" {O’Sullivan et al.
1994:206). When the target language culture is excluded
from the situation and the roles, Crookall suggests that
the prevalent values expressed will be those of the group
participating in the simulation. This reinforces these
views, so that participants perceive them as being
natural .10

This may serve ideological purposes:

"The ideological productivity of naturalisation is
that circumstances and meanings that are socially,
historically, economically and culturally determined (and
hence open to change) are ‘experienced’ as natural - that
is, inevitable, timeless, universal,; genetic (and hence
unarguable)” (Ibid. 1994:128).

In saying that culture has been excluded from the

simulaticn, Crookall seems tc be suggesting that the

ct
o}
)

values created are those of the participants. VYet, at
same time, at least in his description of GERA, he
explicitly says that participants from a culture very
different from Anglo-Saxon culture would have particular
difficulty in coping with the conflicting demands of co-
oreration and competition. An awareness of cultural
values in a particular simulation will vary according to
the extent to which the participants share the cultural
background of the designer.

For participants from a Western European or American
culture, the values represented in Crookall’s GERA are so

familiar as to pass unnoticed as part of the ‘natural’

10 Cf. O'Sullivan et al.: "Naturalising: The process of
representing the cultural and historical as natural”
{1994:198).

91



background: "The ‘seen but unnoticed’ character of much
game activity is the product cf the fact that plavers are
assumed, by each other as well as by game designers and
organisers, to possess everyday interactional
competencies”" (Francis 1987:202).

When used with participants from a very different
culture, on the other hand, its underlying cultural

assumptions become evident.

{c) Thinking in stereotvpes and learnins to adapt them

in the light of experience with members of the foreign

culture

While a simulation may be designed with the azim of
improving intercultural relations,; it risks reinforcing
stereotypes. This is possible in my third example, but
can be prevented through discussing the issue of
stereotyping with members of the foreign culture in
feedback.

The designer,; Mever., selects situations based on
Keller’s concept of cultural stereotypes. In Keller’s

view

"Social psychologists have proved that we rely on
stereotypes which enable us to understand the complexity
of the world and to communicate with foreigners. What we
perceive is filtered, simplified and mcdified by our own
concepts, attitudes and perspectives” (1991:120).

Meyer applies this concept to role-play situations
used in a German school. The pupil’s task is to act as a
mediator and interpreter between a German and a guest who
is a native speaker of English in what Meyer calls "real
situations of intercultural conflict" {Meyer 1991:140).
Mever outlines the pupil’s tasks as follows:

1. "Mediating between the mother of a German host
family and an English student visiting the family.
Topics: School uniforms, military service and
conscientious objection, and others" (Ibid.:139).

2. "Mediating between the German mother and the
English guest student. Topics: School life and German and
English food" (Ibid.:139).
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3. "Mediating between the head of the German school
and a Nigerian exchange student whc does not want to
modify an interview he has given for the school magazine.
Topic: The explcitation of the South and the role of the
missionaries in colonialisation” (Ibid.:139).11

Meyer ensured that the roles of Germans and English-
speakers (i.e. the German mother, the German headteacher
and the English-speaking students) were played by native
speakers of the respective languages. The language pupils
played only the role of mediator in the conflict
situations. Thus; each of the role-players could identify
with the given role. Meyer’s intention was for the pupils
to be placed in a position in which they "had to play
themselves" (Ibid. 140).

The pupils’ intercultural competehce was evaluated
on a three-level scale. At the lowest level, the
mcnocultural level, the learner uses "behavioural schemes
and demonstrates ways of thinking which are merely
adequate for his own culture” (Ibid.:142). At the middle
level,; the intercultural level, "(t)he learner is able to
explain differences between his own and the foreign
cultures ... the learner stands between the cultures"
{Ibid.:142)., At the highest level, the transcultural
level, "{t)he learner is able to evaluate intercultural
differences and to solve intercultural problems by
appealing to princivles of international co-operation and
communication ... the learner stands above both his own
and the foreign culture" {Ibid.:143). While this scheme
may go scme way to facilitating the evaluation of
students’ perfermance as mediators between
representatives of different cultures on one particular
occasion,; such performance cannot be equated with
intercultural ccmpetence. There may, for example, be very
good reasons for a perscon who is able to interact at
Meyver’s intercultural or transcultural levels not to do

sc. Let us look at an example.

1 See appendix.
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A person who has the skills required to mediate in
conflicts between different cultural grcocups may by virtue
of his or her position be required to present
mcnocultural views on an issue. At the height of the
conflict between Britain and its EU partners over BSE,
for example, any British diplomat who displayed
intercultural or transcultural competence on the question
of lifting the ban on British beef exports at a level
above Meyer’s monocultural level would not have been
fulfilling his or her function.

There is, however, another weakness in Meyer’s
scheme. Applying principles of international co-operation
and communication to a conflict between cultural groups
can only be successful if those principles are accepted
by the conflicting parties themselves.

However, Mever’s principles are themselves part of
his culture, expressing an attitude characteristic of
Western democracies, but which is not shared, for

example, by Islam:

"When we speak about the conflict between Islam and
democracy, we are in fact talking about an eminently
legal conflict. If the basic reference for Islam is the
Koran, for democracy it is effectively the United Nations
Charter, which is above 211 a superlaw. The majority of
Muslim states have signed this covenant, and thus find
themselves ruled by two contradictory laws. One law gives
citizens freedom of thought, while the shari‘a ...
condemns it" {(Mernissi 1993:60).

Attempting to resclve differences by appealing to
international principles would thus not amount to
‘standing eabove’ both cultures (the highest level in
Mever’s scheme). It would rather indicate that the
mediator’s views were firmly rooted in Western,
democratic values.

Meyer expresses another concern in saying that the
situations should be ‘real’. He suggests that because the
discussions took place at school, they might be _
considered to be less realistic than if they took place
elsewhere. However, as we saw in Chapter 3, real,
everyday, social situations are typical in that ocne

apprehends the other person as a type and interacts with
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him or her in a situation that is itself typical {(cf.
Berger and Luckmann 1979:46). The fact that the scenarios
took place at school does not in itself make them any
more or less realistic.??

Of course, Meyer’s scenarios cannot be typical in
the same way that everyday situations are typical. While
similar discussions could take place in reality, Meyer
imposes particular frameworks on the situations and
participants for the specific purpose of guiding the
discussion in a certain direction. I shall now examine
the assumptions underlying Mever’s frameworks in more
detail.

1. Meyer uses the word culture to refer to only two
elements: nationality and native Jlanguage. As we saw in
Chapter 2, culture may also be seen as providing a
framework for everyday life.

2. The roles Meyer creates conform to stereotypical
views among Germans cf themselves and of others (the
British and the Nigerians) and vice versa.

Meyer intentionally set up the situations in such a
way that each of the two participants between whom it is
the pupil’s task to mediate is expected to play his or
her role in a way which conforms to the expectations
created by stereotyvpes. In effect, they bring these
stereotypes tc life by playing their roles convincingly,
although they may not conform tc them in everyday life.
Even if they do, this may nct be as a result of thei
naticnality but of other factors {such as religion,
social class, age, education or political beliefs).13

This type of role-play encourages participants to

think within national stereotypes, both of themselves and

12 Cf. Littlewood: "{(T)he classroom is also a real
social context in its own right, where learners and
teacher enter into equally real social relationships with
each other" (1988:44). ‘

13 The views of a2 fashion-conscious British teenager on
the subject of school uniforms, for example, are likely
to differ from those of his or her headteacher, and those
of a British Quaker on conscienticus cobjection are likely
to differ from those of a British army chaplain.
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of others and assumes that nations have one single
identity. They may thereby simply seek and find
confirmation of prejudices they held before participating
in the exercise.

3. The ‘cultures’ (in Meyer’s limited sense of
nationality and language)} are presented as being in
conflict with one another on subjects of which some
{schocl uniforms and food) are relatively trivial. The
roles given to the two participants from different
cultures determine that they shall be in conflict. Mevyer
presents these ‘ccnflicts’ as being a direct result of
the different cultural backgrcunds cf the dialogue
partners: "{T)he German students whose intercultural
competence we wanted to evaluate ... were confronted with
real situations of intercultural conflict. Thus they had
a real chance for intercultural mediation" (Ibid.:140).

The situations are presented in such a way that a
national of one country with a particular native language
is automatically in conflict with a member of another on
a2 certain issue, a situation Meyer presents as being
realistic. Yet, as in any other role-play, the way the
designer structures the situation and describes the roles
limits the interaction and directs it along a certain
course. Mever himself thus conrtributes tc creating the
conflict, vet presents it as an ‘intercultural’ one.

It is also misleading to imply that differences of
opinion are conflicts, as different points of view need
not be mutually exclusive, but may simply emphasise
different aspects of 2 situation, due to the different
experiences or different interpretations of information
from the different perspectives of the participants.

4, Linguistic and intercultural ability are seen as
separable.

An ability to mediate is a skill that is by no means
exclusively relevant in international or foreign language
contexts. Having different views on an issue may have
other reasons than nationality or language. The type of
conflict in Meyer’s situations could just as well be part

of a monclingual context e.g. a British person and an

96



Australian could discuss the monarchy, or two British
reople, ocne a farmer, the other a city-dweller, could
discuss the subject of fox-hunting. Meyer himself regards
intercultural competence as having little to do with
linguistic competence: "Students with low linguistic
competence may be excellent in intercultural mediation,
and vice versa" (Ibid:157). At the same time, he
distinguishes intercultural ability as one of four
dimensions of foreign language competence (the others
being interlingual, professional and analytic ability).l?

In focusing on intercultural skills in the exercises
outlined zbove, he by no means underestimates the
importance of language skills. Rather, he views both
linguistic and intercultural competence as integral parts
of a learner’s competence in speaking a foreign language:
"We have to learn foreign languages and the cultures of
the speakers of these languages if we want to be
successful in international communication" (Ibid. 137).
He regards both as "part of a broader foreign speaker

competence”" (Ibid. 137).

[WH
n

At the same time, Meyer suggests that that there
a fundamental difference between linguistic competence
(which does nct necessarily include intercultural
competence) and foreign language competence {which does).

Mever's approach to teaching foreign languages at an
advanced level may be seen as an attempt tc integrate
intercultural and linguistic skills. He does not
underestimate the difficulty of combining these different
abilities, observing that the majority of his students

"have difficulty in integrating different kinds of skill"™

14 "The evaluation of the writter and oral parts of the
ccmmuhicative tasks of the students relied on the
definition and distinction of four dimensions of foreign
language competence: an interlinguzl dimension proper,
identifying the command of linguistic material and the
use of this material in communication; the intercultural
dimension, which we discuss in this paper; a professional
dimension concentrating not only on commercial
correspondence, but on action in language in general; and
an analytic dimension concentrating on what is normally
done in the German upper secondary stage - text
interpretation, analysis, grammar, argumentation, and so
on" (Meyer 1991:140).
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and that they prefer to "(isolate) the learning task into
*handy bits’" (Ibid. 156).

This must be attributed, at least in part, to the
distinctions made by the German school curriculum between
language and Landeskunde: "the study of the geograrhy,
history and institutions of the country concerned as par
of FLT" {foreign languase teaching} (Ibid.137).

The particular difficulties in teaching
intercultural competence in a foreign-language learning
context thus appear tc be twofold: firstly,; to define
cultural competence in a way that explicitly takes
account of the role played by language (regardless of
whether the language being spoken is a foreign or cne’s
native language) and secondly, to design situations which
enable foreign language learners to develop a greater
awareness of cultural influences on linguistic

nteraction in the specific situations in which they are
likely to find themselves.

Goodale, a teacher of English at the UN in Geneva,
provides a basis for overcoming the first of these
difficulties in giving examples of how basic messages can
be changed in English to make them mcre "socially

acceptable or effective”" (Goodale 19872:9).15

15 These are:

"i. Using would, could or might to make what vou say
more tentative {e.g. ‘That would be unacceptable’ instead
of 'That is unacceptable’).

2. Presenting your view as a qu ion net a statement

~

{e.g ‘Would it be a goocd idea to lnvolve the French?’
instead of ‘It would be 2 good idea to involve the
French’).

. Using a grammatical negative {adding n’t) to make a
suggestion more cpen and therefore more negetiable (e.g.
‘Couldn’t we cancel’ instead of 'We could cancel’).

w

4, Using an introductory phrase to prepare the listener
for your message {e.g. 'To be honest ...7)}.

5. Adding 'I’m afraid’ to make clear that you reccgnise
the unhelpfulness of vour response (e.g. A: 'Where’s the
report?’ B: 'I’m afraid it hasn’t arrived vet’).

6. Using words which qualify or restrict what you say
to make vour position more flexible (e.g. *We have had a

slight disagreement with our German colleagues’).

T Using ‘not’ with a positive word instead of the
obvious negative word (e.g. ‘That wasn’t a very helpful
remark’ instead of ‘That was a very unhelpful remark’).
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