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Introduction

Language is so vast and varied that we can never provide learners with a viable and comprehensive description of the language as a whole. We can, however, provide them with guidelines and, more important, we can provide them with activities which encourage them to think about samples of language and to draw their own conclusions about how the language works. The general term for activities of this kind is consciousness-raising (C-R). C-R activities have been a part of language teaching for a very long time. Indeed the grammar-translation approach to language teaching certainly embodied C-R. Learners worked from language data to formulate rules for language production. Under grammar-translation, however, there was generally a very restricted range of C-R techniques and the methodology paid a very high price in other ways – by restricting exposure to the target language, for example.
In the 1970s and 1980s a good deal of the research into language learning suggested that, given exposure to the language, learners could be left to work out the grammar for themselves. Formal instruction was seen as contributing very little to learning. Such views are associated particularly with Krashen (Krashen and Terell 1983). Current concern with C-R, however, is largely a reaction against approaches to language learning which played down the contribution of instruction. One of the early attempts to define C-R (Sharwood-Smith 1981) specifically addresses Krashen's work. Rutherford's (1987) Second Language Grammar: Learning and Teaching is a landmark in the development of C-R and there are many recent contributions; some (eg James 1994) taking universal grammar (see Shortall, Paper 4) as a starting point, others(eg Ellis 1992) taking a more general approach. A highly accessible introduction to the notion of C-R is to be found in Ellis (1993).
For the rationale which lies behind C-R we would refer you to the sources cited above. This article is intended more as a do-it-yourself manual for the analysis and construction of C-R activities than as a discussion of the nature and value of C-R. We will offer a brief definition of C-R and will then move on to look at what aspects of language it can help us to study and how we can organize that study for our learners.

What is C-R?

Ellis (1993) contrasts C-R with practice activities. Among the characteristics of C-R he lists:

The `attempt to isolate a specific linguistic feature for focused attention'. From the wealth of language data to which learners are exposed we identify particular features and draw the learner's attention specifically to these.

The provision of `data which illustrate the targeted feature'. It is our contention that this data should as far as possible be drawn from texts, both spoken and written, which learners have already processed for meaning, and that as far as possible those texts should have been produced for a communicative purpose, not simply to illustrate features of the language.

The requirement that learners 'utilize intellectual effort' to understand the targeted feature. There is a deliberate attempt to involve the learner in hypothesizing about the data and to encourage hypothesis testing.

If we believe that the successful learner is actively involved in looking for regularities in language data and in drawing conclusions from those regularities then we have an obligation to encourage this process. If we are successful in this we will not only succeed in making specific generalizations about language available to learners, we will also succeed in inculcating learning habits which will pay valuable dividends whenever and wherever the learner encounters language. C-R, then, can be seen as guided problem solving. Learners are encouraged to notice particular features of the language, to draw conclusions from what they notice and to organize their view of language in the light of the conclusions they have drawn. This relates closely to the three-part process Observe​Hypothesize - Experiment described by Lewis (Paper 2).

What should learners notice about grammar?

Most pedagogic grammars are very unbalanced. A look at the list of contents in most coursebooks or students' grammars will show that there is a preoccupation with the grammar of the verb phrase, particularly tense. Other important elements of the grammar, such as the structure of the noun phrase, are often overlooked. In particular we need to look more closely at the behaviour of individual words and classes of words. We need perspectives on grammar which take account of the interface between grammar and lexis.

Willis (1993) identifies a number of perspectives on grammar. Some aspects of the grammar can be efficiently described by a system of rules. Other aspects defy description of this kind. They need to be noted and learned rather than generated by base rules. Here is a brief summary of five perspectives on language:

The grammar of structure

It is possible to offer very powerful rules describing the structure of the English clause. It contains a subject and a verb, nearly always in that order. Very often the verb is followed by some sort of necessary completion - an object, a complement or a

prepositional phrase of some sort. Almost always these elements come after the verb. However, in terms of order, adverbials in English are problematical. Temporal adverbs, for example, may come more or less anywhere in the clause. Some adverbs, adverbs of degree, for example, have particular restrictions on their position in the clause:

I enjoyed the party very much.

not *I enjoyed very much the party.

In general, however, it is possible to provide very powerful guidelines for the structure of the English clause. The same is true of the structure of the elements which make up the clause, the noun group, for example:

That big black cat over there.

not *Black big cat that over there.

The order of elements within the English clause is very fixed. This may be comforting for learners. Less comforting is the fact that in order to maintain this order and at the same time allow for flexibility in the way information is presented and highlighted English has some complex devices like clefting, involving the use of a dummy subject it: I thought it was someone playing a joke.

It's always the money that gets reported, isn't it?

These devices present a learning problem. They need to be drawn to the attention of learners and treated systematically. This can only be done by looking at clauses within texts. Since the structure of a given clause is determined by its place in discourse we need to look at clauses and sentences in context, not in abstract.

The grammar of orientation

Language learning materials always spend a good deal of time on the tense system, on the articles and on other determiners such as some and any. These systems are central to the language because they relate what is being spoken or written about to the real world and to other elements in the text. Given the elements in a clause wife-work-garden​weekend we know what the clause is about but we are unable to find any 'orientation'​we cannot identify who the message is about or whether it refers to past or present time, to a particular wife and garden or to wives and gardens in general. But given the clause My wife works in the garden most weekends you can identify the wife as the wife of the speaker, and the garden as their garden. The tense of the verb tells you that the statement is a general statement relevant to present time. This is reinforced by the use of the general determiner most. The function of the tense system and the system of determiners is exactly this, to enable us to orient ourselves to the elements in the proposition. The past tense, for example, is used to refer to something which occurred at a specific time in the past. The use of the present perfect tense asserts that the action of the verb has some relevance to the present or future. The definite article tells hearers/readers that the entity referred to is readily identifiable from the text or context. These grammatical devices, then, act as `pointers' showing how items relate to one another in terms of time, place and identity. Like the grammar of structure these elements of the grammar are highly systematic. We can make useful generalizations about them. Again they need to be studied in context, since their function is necessarily related to context.

The grammar of class

Teachers are used to allocating nouns to two classes - countable and uncountable. This is an important distinction to make since the patterns in which these items occur are quite different. The class of double object verbs (give, ask, send, etc) is another which is often identified and highlighted for learners. We are, therefore, used to classifying words according to their grammatical behaviour. This is a valuable procedure which can usefully be taken a good deal further.

There is, for example, a very important class of nouns which are often postmodified by a clause with that:

Please don't get the idea that lain a supporter of women's liberation. There was this theory that women always pass first time.

I got the impression that it was trying to get in.

These words play an important part in highlighting ideas in discourse. They play an important part in all kinds of English from everyday conversation to abstruse academic discourse. It is important to make learners aware of words like this.

It is not clear in how many ways words might usefully be classified. The grammar of class is much more open-ended than the grammar of structure and orientation. The learner faces two problems. What classes of word are there in English and how are the words of the language allocated to these classes? Learners are obliged to work on these questions simultaneously whenever they meet new linguistic items or become aware of new patterns of behaviour.

Lexical phrase

The importance of fixed phrases in language is receiving increasing attention (see Lewis, Paper 2). There are fixed phrases like as a matter of fact, which behave like lexical items. There are frames like as (adverb) as possible; would you mind …ing. A fluent speaker of a language has a vast stock of these prefabricated phrases. Some of them are closely related to particular word classes. The nouns postmodified by that, illustrated above, for example, are often found in frames like:
The problem/fact/danger is that ... 
We can offer learners hints like this which may help them assimilate these fixed phrases, but the learning task is still very open-ended. Some scholars (eg Pawley and Syder 1983) have estimated that there are tens of thousands of such phrases.

Collocation

We can think of collocation in terms of word association. For an English speaker the word hard calls up words like work and luck because it often occurs in their company. It also calls up words like cold, again because the two often go together. Words often collocate with their antonyms - hard and soft. Sometimes several words build up as we have seen into lexical phrases. Sets of words and the lexical relations which hold between them contribute to lexical cohesion, for example. An illustration of this can be seen in the C-R activity on page 71, where words to do with aircraft and flight contribute to the cohesion of a text.

What other aspects of language should be highlighted? 
Frequent words

It is important to provide good coverage of the most frequent words of the language - prepositions and modal verbs, for example. These words need to be highlighted for the learner thoroughly and systematically, simply because they are so common. They are covered in other perspectives on grammar. Many of their uses are covered under Lexical phrases. Prepositions contribute heavily to the structure of the noun group. But these words are of such frequent occurrence, and so central to the meaning and structure of the language, that they need to be constantly recycled.

Text structure

Work on cohesion and coherence (see for example Hoey 1991) and genre analysis (Swales 1990) helps us to identify macro-structures in text.

Metaphor

Metaphors such as those described in Lakoff and Johnson (1980) (`Time is money'​you can spend, save, etc both; `Discourse is a journey'- you can go back to a point, come to the end, reach an agreement, take another approach) give the learner the power to generate a whole set of new meanings using familiar words.

Skills

There are two aspects of the teaching of skills. Students need to practise in the classroom the things they will need to do with the language outside the classroom. They need to practise processing written text quickly and efficiently. The challenge here is methodological. How do we design activities which reproduce in the classroom the demands students will face outside? But skills are based on language. To put it crudely, the best way to improve your language skills is to learn more language. When, for example, readers scan a text for specific information they look for key words. Their knowledge of word association and lexical sets comes into play. There are two ways C-R can help. The first is by making them conscious of what knowledge is invoked in carrying out a given task. The second is by helping them to organize their language in a way which will help them tap this knowledge.

Where does language data come from?

It is useful to think of the language to which the learner is exposed as a pedagogic corpus (Willis 1993). We try to offer learners exposure to a body of text, written and spoken, which will illustrate for them the important things they need to know about the language - about the way it is structured, about the way particular words behave, about the common words and phrases and so on. Once we have drawn up a set of texts which meets these requirements we need to design a series of communicative tasks which will oblige learners to process the texts for meaning, so that the texts become a part of the learners' experience of English. (See Paper 6 on Task-based learning.) Secondly we need to analyse the texts to see what aspects of the language they can exemplify for us, what can be learned from them to provide the learner with insights into the language as

a whole. These aspects can then form the focus for C-R activities.

Ideally a single text would provide the basis for a self-contained lesson. First it would contain within itself enough important features of the language to provide a stimulus to learning. Secondly these features would be well enough exemplified within a single text and would require no supplementation. Most, indeed almost all, naturally occurring texts fulfil the first of these requirements. There is normally a wealth of possibilities to exploit. The difficult judgement is what to include and what to leave out. Relatively few texts, however, fulfil the second requirement to any great degree. It is usually necessary to supplement a given text from other sources in order to find enough appropriate illustrative examples of a particular language item. Where then does this supplementation come from?

The first additional source to be tapped is other texts with which learners are familiar. Let us say, for example, a text under study contains two isolated, but well contextualized, examples of a particular use of the modal would. Almost certainly there will be other examples of this in previous texts the learners have studied. There will also be other uses of would which may be recycled to build up a general picture of the word and its use. The exemplification of the word will be firmly based in text the learners have already experienced.

A second valuable source may be found in texts that learners are about to experience. Texts that are designated as part of their future study will yield useful examples of important features of language. The study process is inevitably cyclical and examples taken from texts to be studied later will provide learners with a source which will jog their memories when those texts are studied in detail, and which will provide examples of the target item in use, not in isolation.

Thirdly, illustrative examples may be taken from a supplementary corpus of real language. It is, I think, important to work with real language as far as possible. There is, after all, plenty of it about. I am not arguing that authenticity in itself is a virtue. What is required is a citation which is typical of the use of the language feature under study. More and more dictionaries and grammars offer corpus-based illustrations of the language. Usually these examples are carefully chosen to provide an illustration of the typical pattern and use of the feature under discussion. They are true to the language in a way in which decontextualized examples concocted specifically for the purpose of illustration may not be.

I would not argue that concocted examples should never be used, but they should be used as a last resort. They should also be checked for typicality of grammatical and lexical environment, ie compared to corpus-based examples from a dictionary or grammar. This helps us to avoid using examples such as Prince Charles is now a husband (see Sinclair 1988) or Do you like being a father? that are possible but untypical, and unlikely to be useful to learners.

What C-R activities can we use?

We aim, then, to provide learners with language data either in the form of a single text or a set of examples from familiar sources. They will then perform certain operations on these samples of language. The outcome of these operations will be an increased awareness of and sensitivity to language. We will list here the kinds of operation that students might be asked to perform and will go on to exemplify these in the next section.

Identify/consolidate

Students are asked to search a set of data to identify a particular pattern or usage and the language forms associated with it.

Classify (semantic; structural)

Students are required to work with a set of data and sort it according to similarities and differences based on formal or semantic criteria.

Hypothesis building/checking

Students are given (or asked to make) a generalization about language and asked to check this against more language data.

Cross-language exploration

Students are encouraged to find similarities and differences between patternings in their own language and patternings in English.

Reconstuction/deconstruction

Students are required to manipulate language in ways which reveal underlying patterns. Recall

Students are required to recall and reconstruct elements of a text. The purpose of the recall is to highlight significant features of the text.

Reference training

Students need to learn to use reference works - dictionaries, grammars and study guides.

What possible starting points are there?

If learners are to search language for useful generalizations they need a starting point. If teachers are to help learners organize their language insights they need to provide reference points for that organization. The diagram on the next page summarizes a number of possible starting points.
	semantic concepts

main themes, lexical fields, notions, functions, metaphor: 

expressing the future, movement, negatives, cause and result/effect, "Time is money" (spend, save, waste)
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Activities based on these starting points are exemplified in the next section.

Some examples of C-R activities 
C-R activities based on a written text 
	Auto-pilot

The flight ran several times a week taking holiday-makers to various resorts in the Mediterranean. On each flight, to reassure the passengers all was well, the captain would put the jet on to auto-pilot and he and all the crew would come aft into the cabin to greet the passengers.

Unfortunately on this particular flight the security door between the cabin and the flight deck jammed and left the captain and the crew stuck in the cabin. From that moment, in spite of efforts to open the door, the fate of the passengers and crew was sealed.




1 List all the phrases to do with aircraft and flying. What word occurs in nearly all these phrases? Why?

2 What does would mean in the second sentence?
3 What about ran in the first sentence? Would used to run give the same meaning? What about jammed and left in the second paragraph? Could used to be used here? 4 Cover your original text. Read the rewritten version of the text below. How has it been changed from the original?

	Auto-pilot

The flight ran several times a week taking holiday-makers to resorts in the Mediterranean. On every flight, to reassure the passengers that everything was all right, the captain used to put the jet on to auto-pilot and he and all the crew used to come aft into the cabin to greet the passengers.

However on this flight the security door between the cabin and the flight deck jammed, leaving the captain and the crew stuck in the cabin. From that moment, despite efforts to open the door, the fate of the passengers and crew was sealed.




5 Would: Review

Here are some sentences with would which you have seen before. Find sentences in which

i) would is used as a conditional. 
ii) would is the past tense of will.
iii)  would means `used to'.

How many sentences are left over?

a If you were designing a poster which two would you choose? 
b Yes, I would think so.

c My brother would say, `Oh your mother spoils you.' 
d Would you like to ask us anything about it?

e Yes, yes, I would agree with that certainly. 
f Not the sort of letter I would like to receive.

g Would people in your country talk freely about these things? 
h Then we said that we would play hide and seek.

i Often there would be a village band made up of self-taught players.
1

j Some would write their own songs or set new words to tunes.

k What advice would you give to a young person leaving school or University? 
1 That's right, yes, and it would slow the ship down.

m I never had the light on. My parents wouldn't allow it.

n But now a new fear assailed him. Would he get caught in the propeller?

o This brief report would best be understood by a listener who had read the earlier story.

Commentary

This shows only the language focus stage of the treatment of the text. Before reaching this stage the text will have been processed as a story. One obvious way to do this is to give students the story up to and including the word Unfortunately and ask them to predict the ending. This will generate a good deal of talk rehearsing the lexis in the text. Since the story is a fairly well known one some students may actually have read it in their own language.

Activity 1 focuses first on a lexical set as a way of helping students build up word associations and their knowledge of collocation. It also focuses on the use of the definite article. The word the occurs with all these items not because they have been mentioned before, but because a flight assumes passengers, captain, crew, cabin, etc. The starting point for this exercise is a semantic concept, a lexical field. The process is one of identification and consolidation.

Activity 2 focuses first on would meaning used to. This use is very common. In fact would with this meaning occurs almost three times as frequently as used to. The starting point is a word, would, leading, through a process of semantic classification, to a category of meaning.

Activity 3 is to do with discourse structure. It reinforces the analysis of would to show that the introduction to a narrative, the scene setting, often employs a particular use of the past tense. Whereas the past tenses in the first paragraph carry the meaning of past habit, those in the second paragraph, which carry the narrative, refer to specific actions in the past. The teacher needs to make this explicit. Students could then be referred to other narratives and asked to identify similar tense uses. This moves out of the text under study and links it to other texts the students have experienced. It might also be possible to make a useful comparison with the L 1, a process of cross-language exploration.

Activity 4 is an example of a recall and reconstruction exercise which brings together a number of language points. Obviously students should not have immediate access to the original text while they are doing this exercise. There are a number of ways the exercise can be handled. Students can be given the rewritten text and then hear the original text as a dictation, making notes as they hear it. If they are to do this they should be given a double-spaced version of the rewritten text. This can be done as an individual exercise but works better with pairs or groups.

This question focuses on a number of useful points. It highlights a very common use of the word various. It relates the two determiners each and every, the two common fixed phrases all was well and everything was all right and later the phrases in spite of and despite. It underlines the work done earlier on would and used to, and illustrates a narrative use of the -ing form. Overall it gives students an opportunity to process the text again, focusing firmly on the language.

Activity 5 is a review exercise bringing together a number of examples of would and asking students to classify them. It takes a word as its starting point and works towards semantic categories. Examples are taken from texts which learners have experienced. With a word as common as would it is often possible to do this. My own `answer' to this exercise is as follows:

i) would used as conditional: a, f, g, k, l, n, o
ii) would as the past tense of will: h, m
iii) would meaning `used to': c, i, j

The sentences left over are b, d and e. These are fixed phrases. In b and e would is a marker of politeness. In d would you like is a very common way of making an offer.

It is important to note that there is more than one possible answer. Sentence m, for example, could be read either as the past tense of will or as meaning used to. The two are, in fact, very close to one another. The phrase would like in f could be seen as a fixed phrase, although here I feel it certainly has a hypothetical or conditional ring to it. Sentence c could be either conditional or used to. In this particular case a check back to the text in which this occurs shows quite clearly that it means used to. The fact that these examples are somewhat open ended can be turned to advantage by the teacher. What we are trying to do is encourage learners to think about language and to formulate their own categories of description.

C-R activities based on a spoken text

The following is the transcript of a recording made to support a task-based lesson, the aim of which was to explore how different people feel about rain storms. Several pairs of native speakers were recorded doing the same task that the learners would be doing in class. This is how one conversation went.

	RS: So, how do you feel about storms?

EL:Well, they are fine as long as - I don't really like being caught in the middle of them. I mean, as long as you're at home or even in a train. I like storms when you're in a train. 
RS: Mhm.

EL:  I was just, erm, going up north in a bus to Durham last week and er, it was absolutely pitch black outside and really pelting down. And that was quite fun. But if you're actually out in it, I find that -I don't like getting wet.

RS: Right. Yeah. I actually like storms. I love them except for the lightning, because I know it can be dangerous.

EL: Right.

RS: But erm, I think particularly if you've had really hot steaming weather and then the storm breaks, it's just something!

EL: And you like being out in the middle of it?

RS: Lovely, if It's-as I say-if there's not much lightning or anything, that'd be fine. 
EL: Mm.

RS: But it's a bit- I tend to be sort of sensible and stay indoors. EL: Right.

RS: Erm. Thunder can be quite scary sometimes but I'm not too worried.

EL: Do you get headaches in thunder? Some people get really bad headaches. RS: No, no ...




The lesson might begin with a brief introduction to the topic of storms - perhaps with pictures, and/or a personal anecdote from the teacher. The Pre-task phase could then continue with some initial C-R activities, like this:

The learners each think of a storm they remember (from real life or television, film or book), then write down five words and phrases that they associate with stormy weather. The teacher collects these, talks about them, and writes them on the board, eg heavy rain, strong wind, clouds, dust, lightning, scary, dangerous, raining, pouring with rain, dark, get wet. The class, in pairs, finds ways to classify them, for example into words describing weather, feelings, verbs and so on.

Next, in the Task cycle, learners first in pairs, and then as a class, share experiences of storms and say how they generally feel about them. The purpose is to find out whether people have positive as well as negative reactions to storms. Before or after the task, depending on the class, students can hear the recording of the task on tape. To make this easier, they can listen in pairs, each person paying particular attention to what one speaker says.

Once learners have managed to pick out each speaker's main reactions to the storms and compared them to their own, they are ready to continue to some C-R activities based mainly on the written transcript. Examples follow. The first is an example of one starting from a semantic concept; the others start from a word or part of a word.

1 Phrases describing reactions to storms

Listen to the tape once more and write down any phrases you can catch about their feelings about storms, eg They're fine as long as ...

Compare with a partner. Then read the transcript and see if you can find eight phrases altogether. Which are positive and which negative? 
What about the phrase It's just something ..?
2 Words ending in -ly

Find and underline seven phrases with words ending in -ly. Now listen to them on the tape to hear where the main stress falls in each phrase.

Choose any three of these phrases. Write them down without the word ending in -ly. Do not leave a gap. Read them to your group. Can they remember (without looking) which word fits where?

What does the word actually mean? Look it up in a dictionary and see how it is typically used
3 Find five phrases with be and being What verbs do be and being often follow?

4 Common verbs

Find all the verb phrases following the word I. (There are thirteen.) Classify them as follows:

- expressing like/dislike (5 or 6)
- beginning a story (1)

- expressing the idea of usually (1)
- two very common short phrases. Do you have parallel phrases in your language for these? (I mean..., as I say ...)

Which ones are left over? What would you say in your language for these? 
5 Typical words in conversational English

Find these words in the conversation: And, But, So, Well. What do they all have in common?

What might you say in your language for each of them?
What about the function of the words Right, Yeah, and Mhm and Mm?
 Commentary
Activity 1 shows how in addition to common verb phrases with like, love, etc we can use words like Lovely! (instead of I do), phrases like that was quite fun, and phrases with adjectives such as fine, scary, to express how we feel. Thus learners have a wider range of expressions to draw on and generate from.

You may want to stop and explore the meaning of as long as at this point. Ask students where else in this conversation it could have been used. (If they search for the ifs they will find one in RS's turn: Lovely ...)

Activity 2 focuses on -ly adverbs commonly used in conversation for emphasis, and their possible positions in the clause (grammar of structure). The word actually has a slightly different function, signalling something contrary to what might be expected. Learners can form their own hypotheses and then check them out by looking in a dictionary or usage book.

Activity 3 focuses on very common collocations can be, wouldl'd be, ie be after modals; tend to be may be new for some learners and can be focused on in context; the form being after like can be picked up and extended to other verbs, eg don't like getting wet.

Activity 4 uses the word I as a starting point to highlight a number of verb phrases that are highly frequent in spontaneous talk. It naturally recycles some phrases already focused on. Some learners may notice the use of the impersonal you in the same sentence as an L This might stimulate interesting comparisons with their own language. Activity 5 draws attention to the meanings and uses of single words that are typically used in spontaneous interaction to begin an utterance (Well, So, And, But) and those which acknowledge what the other speaker has said (Right, Yeah, Mm). These are vital words that are often overlooked. Without them, learners' conversations often sound stilted and abrupt.

If learners wish to gain fluency in spoken English as well as written English, it is essential for them to have exposure to features that are typical of spoken language and that they have time to reflect on these features. Using the transcripts allows learners

time to notice features that may not be noticed for a long time if only heard in the flow of real-time conversation.

At the end of a series of C-R activities, it is a good idea to let learners make their own personal record of the points they have covered. They may also want to practise the pronunciation of some of the common phrases; they may want to hear the recording again, or read a related text. They may benefit-in a later lesson - from repeating the task with a different partner or writing their own version of a similar experience for others to read. It is unlikely that they will immediately assimilate and put to use all the features they have covered in the activities, but their consciousness will have been raised and they will be more likely to notice these linguistic features when they occur in future input.

Summary

We need to develop a systematic approach to C-R. In the long run this entails syllabus design procedures in line with C-R - almost certainly a data-driven approach based on the analysis of a relevant language corpus.

Meanwhile we have tried in this article to suggest a methodical approach to written and spoken text which will enable us to identify and exploit useful learning opportunities. In approaching a text we need to ask ourselves the following questions:
· What aspects of the language are exemplified here?
· Do we need supplementary data to illustrate these points and to link them to previous learning?

· What starting points will make these insights accessible to learners?

The benefits of these procedures go far beyond a single lesson. By encouraging learners to observe and analyse language for themselves we are reinforcing their natural tendency and ability to make sense of language and to systematize it. We are encouraging learners to learn for themselves.
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