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Statement of problem and the analysis of the
last researches and publication. Every teacher has
his/her personal style of teaching. As far as teaching
communicative competence is concerned, each
teacher has also some preferences in choosing tasks
and approaches. The purpose of this article is to
present the main teacher roles in teaching
communicative competence and to define how they
change depending on the change of this current aims
of study.

The concept of communicative competence was
originally developed by the sociolinguist Hymes, as a
response to perceived limitations in Chomsky’s
competence/performance model of language. It was
then further developed by Michael Canale, Merrill
Swain and Sandra Savignon. According to Canale,
communicative competence refers to «he underlying
systems of knowledge and skill required for
communication» [2, p. 5].

Since the 1970s psychologists and linguists have
placed emphasis on interpersonal relationships, the
nature of communication and the interactive process
of language. As a result, the language teaching
profession has responded with methods that
emphasize communicative competence, and that
stress group work, interaction and group learning.
Teachers now find themselves trying to move away
from teaching of rules, patterns and definitions
(linguistic competence) towards teaching students
how to communicate genuinely, spontaneously and
meaningfully in the foreign language (communicative

competence).
The aim of the article is to present the main
teacher’s functions in  teaching  foreign

communicative competence.

Presentation of the main content of the
research. Several roles are assumed for teachers in
Communicative Language Teaching(CLT), the
importance of particular roles being determined by
the view of CLT adopted. Breen and Candlin describe
teacher roles in the following terms:

The teacher has two main roles: the first role is
to facilitate the communication process between all
participants in the classroom, and between these
participants and the various activities and texts
(teacher as a fascilitator). The second role is to act as
an independent participant within the learning-
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teaching group. The latter role is closely related to the
objectives of the first role and arises from it. These
roles imply a set of secondary roles for the teacher;
first, as an organizer of resources and as a resource
himself, second as a guide within the classroom
procedures and activities. The third role for the
teacher is that of researcher and learner, with much to
contribute in terms of appropriate knowledge and
abilities, actual and observed experience of the nature
of learning and organizational capacities [1, p. 99].

Other roles assumed for teachers are needs
analyst, counselor and group process manager.

The CLT teacher assumes a responsibility for
determining and responding to learner language
needs. This may be done informally and personally
through one-to-one sessions with students or formally
through administering a needs assessment instrument.
Typically, such formal assessments contain items that
attempt to determine an individual’s motivation for
studying the language. On the basis of such needs
assessments, teachers being needs analysts are
expected to plan group and individual instruction that
responds to the learners’ needs.

Another role assumed by several CLT
approaches is that of counselor, similar to the way
this role is defined in Community Language
Learning. In this role, the teacher counselor is
expected to exemplify an effective communicative
seeking to maximize the meshing of speaker intention
and hearer interpretation, through the use of
paraphrase, confirmation, and feedback [8, p. 45].

CLT procedures often require teachers to acquire
less teacher-centered classroom management skills. It
is the teacher’s responsibility to organize the
classroom as a setting for communication and
communicative activities. Guidelines for classroom
practice (e.g., Littlewood, 1981) suggest that an
activity the teacher monitors, encourages and
suppresses the inclination to supply gaps in lexis,
grammar and strategy but notes such gaps for later
commentary and communicative practice. At the
conclusion of group activities, the teacher leads in the
debriefing of the activity, pointing out alternatives
and extensions and assisting groups in self-correction
discussion. This function of the teacher is that of a
group process manager.
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Three key pedagogical principal that developed
CLT were: the presentation of language forms in
context, the importance of genuine communication,
and the need for learner-centred teaching. These were
widely acknowledged but nevertheless open to
interpretation, resulting in what Howatt [3, p. 24]
described as weak and strong versions of CLT. The
former includes pre-communicative tasks (such as
drills, close exercises, and controlled dialogue
practice) along with communicative activities.
Littlewood [5, p. 79], for example, described pre-
communicative activities as a necessary stage
between controlled and uncontrolled language use.

The example of such approach to CLT is what is
known as the PPP lesson (for presentation, practice
and production). Language forms are first presented
under the guidance of the teacher, then practiced in a
series of exercises, again under the teacher
supervision. The chosen forms are finally produced
be the learners themselves in the context of
communicative activities that can be less or more
related to the learners’ real lives and interests.

According to this structure of a lesson a teacher
has to play specific roles at different stages of
learning process.

At the presentation stage the teacher’s main task
is to serve as a kind of informant. He/she knows the
language, selects the new material to be learned
(using the textbook normally but supplementing and
modifying it as required) and presents it in such a
way that the meaning of the new language is as clear
and memorable as possible. The students listen and
try to understand. Although they are probably saying
very little at this stage, except when invited to join in,
they are by no means passive.

At the practice stage it is the students’ turn to do
most of the talking, while the teacher’s main task is to
devise and provide the maximum amount of practice,
which must at the same time be both meaningful and
memorable. The role of a teacher, then, is radically
different from that at the presentation stage. The
teacher does the minimum amount of talking, being
«like a skillful conductor of an orchestra, giving each
of the performers a chance to participate and
monitoring their performance to see that it is
satisfactory» [6, p. 2]. So the teacher performs the
role of a conductor.

Language learning often stops short at the
practice stage (or at least does not regularly go
beyond it). Many teachers feel that they have done
their job if they have presented the new material well
and have given their students adequate, though
usually controlled, practice in it. All the same, no real
learning should be assumed to have taken place until
the students are able to use the language for
themselves, and unless opportunities are available for
them to do this outside the classroom, provision must
be made as part of the lesson. According to Nunan, at
any level of attainment, from elementary to advanced,
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the students need to be given regular and frequent
opportunities to use language freely, even if they
sometimes make mistakes as a result. This doesn’t
mean that mistakes are unimportant, but that free
expression is more important, and it is a great mistake
to deprive students of this opportunity. For it is
through these opportunities to use language as they
wish, to try to express their own ideas, that the
students become more aware that they have learned
something useful to them personally and are
encouraged to go on learning — perhaps the most vital
factor at all in helping to keep interest in language
learning alive [6, p. 85]. thus, in providing the
students with activities for free expression and in
discreetly watching over them as they carry them out
(which is one of the best ways of finding out whether
the students are rally making progress), the teacher
takes on the role of manager and guide ( or adviser).

This model incorporates both the ‘traditional’
and ‘progressive’ view of the three stages of learning
because we can move either from presentation to
practice to production or from production to
presentation to practice according to the level of the
students, their needs and the type of teaching
materials being used.

The mentioned above teacher roles relate closely
to the three stages of learning. One other key role that
cuts across these three stages is the teacher as
motivator. ! Whatever you are doing in the classroom,
your ability to motivate the students, to arose their
interest and involve in what they are doing, will b
crucial. Some key factors here will be your own
‘performance’ — your mastery of teaching skills, often
depend on careful preparation; your selection and
preparation of topics and activities (it may often be
necessary to make them interesting) and, of course<
your own personality, which in language teaching
must be flexible enough to allow you to be both
authoritative and friendly at the same time» [7,
p. 210].

The roles which teachers and learners choose to
adopt, or have forced upon them by institutional
constraints, curricular exigencies, or classroom tasks,
will have a critical bearing on classroom atmosphere,
patterns of interaction, and ultimately student
learning. It is unlikely that the teacher and learners
will always adopt the same role relationships. In the
language classroom, as in life outside the classroom,
teachers and learners adopt a range or roles, although
in any given classroom, the teacher or student may be
characterized by a limited set of roles. These roles are
not discrete, they overlap, which can cause
complications, confusion, and even conflict.

An additional factor to consider is that roles are
dynamic, not static, and are subject to change
according to the psychological factors brought by
participants into the classroom and also the dynamics
of groups activity within the classroom. In a key text
on roles in language learning, Wright indentifies two
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groups of factors that are likely to affect roles. The
first of these relates to interpersonal aspects, the
second to task-related aspects.

- Social and psychological factors. These include
views about status and position, attitudes and values
held by individuals and group and individuals’
personalities. (Interpersonal aspects of role.)

- Teachers’ and learners’ expectations about the
nature of learning tasks and the way in which
individuals and groups deal with learning tasks. (Task
related aspects of role.) [9, p. 12]

The first set of factors derives from the
personality and previous learning experiences of the
teacher and students, and the expectations that they
have about what is appropriate behavior for teachers
and learners in the classroom. Behavior problems can
occur if there is a mismatch between the perceptions
held by teachers and learners about their respective
roles. If learners expect that their role is to be passive
recipient of wisdom dispensed by the teacher, while
the teacher expects the learners to be active
participants in their own learning processes, then
there is likely to be confusion, tension, and even
conflict. If these are not resolved (or even
acknowledged) through discussion and negotiation,
the effectiveness of the classroom will almost
certainly be affected and may even be destroyed.

The second set of factors identified by Wright
relates to the role relationships inherent in classroom
tasks. Underlying each and every classroom task,
whether it to be a role play, simulation, drill, test, etc.,
is some sort of learning strategy (e.g., memorization,
classifying, brainstorming, personalizing). Inherent in
each strategy is a role for the learner. If the
appropriate role is not identified and acted upon, the
effectiveness of the task will be reduced.

One more characteristic feature of teaching
communicative competence is that the teacher is
required to take a ° less dominant role’ and the
learners are encouraged to be ‘more responsible
managers of their own learning’ [4, p. 131]. Rather
than a presentation and practice approach to language
forms, the teacher begins with communicative
classroom activities that allow learners to actively
learn for themselves how the language works as a
formal system.

Another  important factor in  teaching
communicative competence is the classroom
atmosphere. One of the teacher’s largest

responsibilities is to develop in the students a positive
attitude to learning a language. Along with a positive
attitude students require a climate which is safe and
secure. Promoting an environment where it is safe to
talk and where no judgments are made, will
encourage students to use the language. As a result
they become more willing to experiment; to become
more risk-takers. Teachers will experience greater
success when activities are planned around the
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students’ interests and take into account subjects that
they have some knowledge about.

In the traditional second language classroom, the
teacher was always in the centre, explaining grammar
and vocabulary, asking questions and correcting
exercises. In an approach which provides
opportunities for communication, the teacher’s role is
different but remains equally important. Not only
does the teacher serve as the language model and
facilitator, the teacher also act as a guide.

As a teacher’s role changes, so do the
expectations of students. In keeping with creating a
safe and secure environment, certain allowances are
made in terms of structural errors, especially at the
early stages of language learning. Making errors is a
natural step in the process of learning a language. If
students are to be risk-takers, teachers must learn to
correct errors in context. If specific errors occur with
frequency or if they distort the meaning of a message,
teachers should deal with the error either with the
entire class or with an individual student.
Encouragement and positive reinforcement promote
self-confidence they feel secure enough to take
chances and are not afraid to make mistakes.

The teacher still serves as a language model for
the students and is of course responsible for the
classroom. While remaining the person with whom
students will communicate most often, one of the
main functions of the teacher will now be to discover
or invent ways to encourage students to communicate
meaningfully with each other. Instead of actively
directing and controlling all activities the teacher will
aim to set up conditions for meaningful practice and
then take on the role of a resource person. Keeping in
mind the spiral approach, material should be
presented at the appropriate level and provisions
should be made for re-entry and review. Teachers
must be aware of the program objectives and ensure
that these are being met. Instructions and evaluation
must reflect these objectives.

Conclusions. The teacher will benefit from
using a variety of strategies. As the students often
work in a small groups the teacher will observe the
activities, noting problem areas for future work.
During these activities, the teacher will interrupt to
correct students if the errors are so serious as to block
communication. The classroom becomes student-
centred rather than teacher-centred; the students do
most of the talking and the role of the teacher is to
facilitate, advise, assist and offer direction.

Students learn a language more quickly and
more easily if they are comfortable and secure. It is
the teacher’s responsibility to create a warm,
supporting learning environment. Only through
rewarding and successful experiences can students
learn effectively and retain a positive attitude toward
the language.
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BIZOMOCTI ITPO ABTOPA
Ilepouna Cgitnana BosoanmupiBHa KaHaAuIaT
HEaroriyHuX Hayk, JOLEHT, JOLEHT Kaeapu iHO3EMHHX MOB
KipoBorpacbkoro HalioHaJIbHOrO TEXHIYHOI'O YHIBEPCHUTETY.
Hayxkosi inmepecu: METOIMKA BUKJIAaHHS IHO3EMHOT MOBH Y
BH3.

POJIbOBA T'PA SIK 3ACIb III3HABAJIBHOI NISIJIBHOCTI HA
YPOKAX HIMEILKOI MOBU ITPO®ECINMTHOTO CIIPAIMYBAHHS
Y BUIIIUX 3ARITAJIAX OCBITH

EeseniHa bOrIB, MapianHa KABAL)l (Mykayego)

IMocTanoBka npodaemu. OqHNM i3 eeKTUBHIX
3aco0iB aKTHBI3allil po3yMOBOI HisUTBHOCTI Ha YOI
iHo3eMHOI MoOBUH € Tpa. I'pa — € IHCTpyMEHTOM
BUKJIaJIaHHS, KU aKTHBI3y€ PO3YMOBY IisUTbHICTH
cTyzneHTiB. Ha mowyaTtkoBoMmy eTarli HaBYaHHS rpa €
HEOOXITHUM KOMIIOHGHTOM YPOKY. 3a JIOITOMOTOIO
Hel y4aCHUKH OCBITHBOTO TIPOLIECY IMI3HAIOTH CBIT. Y
Ipi BOHU IIEPEBIPSIIOTH CBOIO CHJIY 1 CIIPUTHICTH, Y
HUX BHHHKae OakaHHS (haHTa3yBaTH, BiJKPUBATH
TaEMHHMIII TpeKpacHoro. I'pa mapye pamictb, BOHA
crpsiMOBaHa B MaiOyTHe, 00 mig Yac Ipd B
CTYJCHTIB (POPMYIOTBCS, 3aKPIILTIOIOTHCSA 3MM10HOCTI,
HeoOXiaHi TS BUKOHAHHS COIliaIbHHUX,
npodeciiiHux, TBOpuMX (QYHKLIH y MalOyTHHOMY.
[Tix yac rpu BOHM Kpallle HABYAIOTHCS, JI0 AKTUBHOI
TUsUTBHOCTI JOJTY4arOThCsl HABITh HAWTIACHUBHIII YUHI.
Konm BUKIIasa4 BUKOPUCTOBYE Ha YPOLI €IEMEHTH
IpH, B ayauTopii TaHye moOpo3uwinBa atmocdepa,
Oampopuii HAaCTpil, OaxkaHHS BUMTHCA. ['pa, K MeTO
HaBYaHHS, OpPraHi3OBye, pO3BUBae€, 30arauye ixHi
Mi3HaBaJbHI MOXJIMBOCTI, BUXOBYE OCOOHCTICTH. Y
mpoleci  HaBYaHHS  1HO3EMHOI MOBH  MOXKHA
BUKOPHCTAaTH Oy/b-SIKy TPy Ha PO3BHTOK MOBIICHHSI.
[Ipore B pi3Hux Bumamkax ii epekr Moxe OyTH

pi3HUM.
He cmix copuiimatn  1py, K  3acid
ypi3HOMaHITHEHHS i MIPUKpAIIaHH YPOKY.

Be3yMoBHO, Tpa NOXXBaBJIIOE YPOK, BHOCUTH EIEMEHT
3MaraHHs. Ane Bce 1€ Mae OyTH JO0JaTKOBUM
edexroM. OcHOBHA * (PYHKIIS TpU HA ypoIi — OyTH
3ac000M HaBYaHHS, PO3BUTKY 1 BUXOBAHHS CTYACHTA.
I'pa moBMHHa MaTH 4YIiTKO BUpPaXEHY HaBUYAIbHY
¢GyHKIO, OYyTH 3MICTOBHOIO, CIPHATH PO3BUTKOBI
MUCIICHHS, YSABH, KMITJIMBOCTI, HAIOJETJIHUBOCTI,
JIOOpUX ~ TIOYYTTIB, a  TakoK  QopmyBaTH
IHIIIATUBHICTh. ITpU JOMOMAararoTh 3aCBOIOBATU 1
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CHCTeMaTH3yBaTH 3HaHHs, (OPMYBaTH TpaMaTH4Hi,
JIEKCUYHI Ta (DOHETWYHI HABMYKH, PO3BHBATH BCI
BUIHA MOBJIEHHEBOI IISIBHOCTI (roBOpiHHS,
ayJIOBaHHS, 4YHTaHHS, IIMCbMO), CTUMYIIOIOTh
MHUMOBUIBHE 3aIaM’sITOBYBaHHSI MOBHOTO Marepiaiy,
rapaHTyoTh KOMYHIKaTUBHY CHPsIMOBaHICTh
HaBYaJIBHOT'O MPOLIECY.

AHaJIi3 OCTAHHIX JOCHiTXKeHb 1 MmyOaikaumii.
[MuraHHAM TPO BUKOPUCTAHHS POJNBOBHUX IrOp Ha
3aHATTI 3 1HO3EMHOI MOBH I[IKaBWJIO 1 LIKaBUTH SIK
BITYM3HSHMX Tak 1 3apyObKHHUX TeJaroriB  Ta
MeTOMCTIB. BUKopHCcTaHHS pONBOBHX irop Ha yporl
3 iHO3eMHOi MoBHY BuBuUaiu B.A. Apremos, I1.0. bex,
JL.B. bupkyH, O.1. bamsHIOK, JI.C. T1anoBa,
C.IO. Hixonaepa, M.I. ®inatoB, O.K. Cxispenko,
JI.P. JlaHbKeBUY.

MeTo10 cTATTi € BU3HAYCHHS TIpH, 5K OfHIET 3
¢dbopM poOOTH Ha YpOIl sAKa aKTHBI3ye IISUTbHICTH
VUYHIB, IIJBHIIYIOTh IXHIH IHTEpeC 1O 3HAaHb,
i JICHITEOE TIO3UTHBHUNA EMOIIMHUI YMHHUK, CTBOPIOE
CIPHUATIMBUN MIKPOKJIIMAT, ITOKa3aTH MOXKJIMBOCTI
TP WIIO PO3BHMBAIOTH YsABY (haHTa3il0, YBaKHICTh
YUHIB, (GOpMyIOTH  TOYYTTS  TOBAapPHCBHKOCTI,
KOJIEKTUBI3MY, JIOTIOMAraroTh MOOJNIATH
COPOM’SI3JIMBICTh, YCYHYTH MOBHHI 0ap’ep.

Buknan ocHoBHoro marepianay. Baxmiusoro
poOJIEMOIO ISl  TIeJaroriyHol Teopii Ta MPaKTUKU
3aJIMIIAETHCS MTUTaHHS ypi3HOMaHITHEHHS
HABYAJILHOTO TMPOIECY, AaKTHBI3aIlil Ii3HABAJILHOI
JUSUTBHOCTI  CTYJICHTIB, PO3IIUPEHHS CcQepu IXHIX
IHTEpECiB. CyuyacHiit MO0/ JIOCTYIIHI
Halpi3HOMaHITHINI Kepena iHopMalii, ane 4acTo
caMe HasgBHICTH TOTOBOI iH(oOpMamii crpuse
po3BuTKy macuBHOcTi. IIpoexr Pamu €sponn
«CyyacHi MOBI» nependavyae  MiJBUILIEHHS
eQeKTUBHOCTI HaABUaHHS IHO3EMHUX MOB, 30KpeMa, 3a



