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and consciousness -raising concerning discourse phenomena seems out
of the question- (Vez & Martínez, 2002).

e) At present, it is only geography and history teachers and, ex-
ceptionally, economics teachers who, in the course of their professional
education, are brought into contact with Europe's unification process
in some of its facets. In view of the importance of foreign language
teaching for the success of this process, language teachers, too, will
have to be given a thorough introduction to Europe (Beernaert, Van
Dijk, Sander, 1993). They need this in order to co-operate with their
geography and history colleagues in school projects. For the time being,
however, such introductions do not yet feature very largely in foreign
language teacher education curricula neither in Spain ñor elsewhere in
Europe.

2. IMPLICATIONS FOR FOREIGN LANGUAGE TEACHER EDUCATION

In the light of the above-mentioned problem áreas we will have
to devote explicit attention in initial and in-service foreign language
teacher education, to discourse phenomena and speech-act realisation.
Both of these reveal how people use their meaning potential in their
particular culture-specific way. Also, as suggested above, concentrating
on the formulaic nature of speech-acts and discourse regulation is an
effective way of setting about foreign language teaching. In writing the
foreign language teacher education curriculum it is just as indispensa-
ble to pay careful attention to the regulation of oral interaction as to
the morpho-syntactic properties of the foreign language. If we wish to
introduce the European context into language teaching this regulation,
with its sociocultural and meta-cognitive basis, can no longer be ig-
nored. Raising the learner's consciousness of the grammar of oral inter-
action must no longer be left to chance as has been done for so long
in the past.

To be sure, the acquisition of pragmatic and discourse skills in the
foreign language was, and still is, guaranteed here and there in teacher
education by offering the student an extended stay in the target lan-
guage country. The chances of being allowed such a stay, however,
are slim for the individual student, even today in the age of extended
programmes like ERASMUS and LINGUA. Such a stay, however, is of
the greatest importance for the foreign language teacher to help him
develop an insight into the regulation of foreign language discourse
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and give him an opportunity of becoming skilled in its manipulation.
Policy makers in Brussels seem to have underscored such a statement
with their LINGUA programme. However, the length of the LINGUA
stay abroad appears a major obstacle for most teacher education insti-
tutions, as their profession-oriented programmes cannot easily accom-
modate such a long absence of the student (Bruce, 1990). Shorter (too
short?) stays of just one month are now being considered.

Therefore, a raising of the student's awareness of discourse and
speech-act conventions and formulas is necessary. No less so for those
students who are lucky enough to be allowed a lengthy stay abroad.
For they may pick up an easy fluency in the foreign language during
such a stay (invaluable in itself as this may be!), but it seems naive to
expect them to go in for sufficient reflection on pragmatic and discourse
differences between mother-tongue and foreign language. This is as un-
warranted as expecting foreign language learners in a natural acquisition
situation, and without a basic grounding in grammar, to develop a con-
scious knowledge of the foreign language's morphosyntactical regulation.
The study of morphology and syntax is, and has been, since time im-
memorial considered a matter of course in foreign language teacher ed-
ucation curricula. By the same token a study of speech-act realisation
and discourse regulation should be made a compulsory component of
the EFL student teachers' professional curriculum.

In the preceding section discourse regulation and speech-act reali-
sation were taken together. It may be useful to deal with speech-act
realisation separately here. A foreign language teacher needs an insight
into how things are done with words in the foreign (and contrastively
his or her own) language. S/he needs an insight into the distinction
between direct and indirect, conventional and unconventional speech-
acts if s/he is to heighten his or her awareness of how language works
in human interaction. This awareness forms the basis of his or her ever-
growing realisation of how the other speech-community often looks at
reality differently, and of how members of that community deal with
one another differently, in other words of how that community has a
different cultural perspective from his or her own. When using indirect
and unconventional speech-acts, for example, we appeal to knowledge
we share with our interlocutor. We take it for granted that s/he will
understand our implications, and that s/he shares our discourse rules.

Teachers who have developed a respectful insight into the other-
ness of such conventions in the foreign language are satisfactorily
equipped to immunise their students against the tendency to stereotype
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other speech communities or nations on this point. They can show how
relative such conventions -including mother-tongue conventions- are
and that what seems funny or strange or even weird, is nothing but
another way of dealing with reality, intrinsically neither better ñor worse
than what is customary in the mother-tongue. Study of discourse con-
ventions and a comparison of speech-act realisations in both the mother
tongue and the foreign language should therefore become an issue in
foreign language teacher education curricula and should be appropriately
introduced into the classroom.

Furthermore, study of the use of compensatory strategies (CpS) in
foreign language communication will have to be made part and parcel
of foreign language teacher education. The more incomplete our oral
command of the foreign language, the more we shall have to revert to
a skill of compensating for shortcomings in our competence. In order
to be able to do that efficiently and effectively we need the necessary
phrases and vocabulary, practice in using them appropriately and again,
of course, awareness. The student teacher not only needs to become
adroit in availing himself or herself of all sorts of CpS, s/he also needs
to be stimulated to think about the phenomenon itself and experience
the use of CpS for communicative as well as learning purposes.

As foreign language learners we shall never become native speak-
ers (NSs) of that language. This can never be the purpose of foreign
language teaching. Therefore, in our communicating with speakers of
the foreign language there will be a more complicated process of ne-
gotiation of meaning than is the case in our mother tongue. Beside a
command of vocabulary and morpho-syntactic phenomena we need for
this negotiating process a knowledge of language formulas (speech-act
realisations and discourse regulatory formulas) and a skill in using them
appropriately on the basis of our socio-cultural and metacommunicative
awareness. The complexity of the process naturally entails misunderstand-
ings. It is, therefore, not at all a wild thought to introduce exo-linguistic
discourse into the input material that we confront learners with. This
discourse contains misunderstandings that may typically arise between
non-NSs (NNSs) and NSs, and between speakers of various European
languages via a lingua franca. The inevitable use of all sorts of CpS (for
vocabulary, but also for discourse regulation and speech-act realisation)
in this sort of communication may serve as examples of an intercul-
tural negotiating process and will reveal the importance of CpS. It will
also bring foreign language use nearer to the learner's experience and
could therefore be more motivating.
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Europe and its unification should not be made into a sepárate school
subject. It needs to be integrated into topics dealt with in relevant school
subjects. Foreign languages, on the basis of the above reasoning, as car-
riers of a cultural load, should be among those subjects.

Co-operation between all subjects concerned in school projects should
be one of the ways in which Europe is given a place in the school
curriculum. Obviously, in this context foreign language teachers need
to be able to communicate with their colleagues in the other subjects.
Therefore they should be given a basic introduction into Europe's his-
tory and its present state of affairs.

3- HOW ARE THESE REQUIREMENTS TO BE REALISED IN THE CURRICULUM?

For the analysis of discourse by the student, an inventory of discus-
sion topics will have to be made and in order for him or her to study
speech-act realisations a list of examples of unconventional indirect rea-
lisations in context is needed.

Points of interest for discourse analysis (cf. Vez, 2000) will certainly
have to include opening and closing routines and turn-giving, turn-keep-
ing and turn-taking conventions, cohesión and coherence conventions,
routinised chunks of discourse and the use of the so-called gambits
(Nattinger and De Carrico, 1989).

Equipped with such inventories the student will have to learn to make
analyses of NS and NNS discourse produced on the basis of the same
communicative tasks. In making these analyses the student should distin-
guish as much as possible between discourse conventions and speech-acts
(at times they may overlap). Discovering differences and similarities between
NS and NNS discourse and its regulation will no doubt be an invaluable
preparation for the student teacher for the intercultural language class-
room later, as well as for his or her own observation potential if s/he is
allowed a lengthy stay in the target language country during his or her
education programme. S/he will experience the cultural embedding of a
language at first hand and see how cultural differences manifest them-
selves in language use.

Learning to use CpS in the mother tongue takes place largely un-
consciously. We pick up this component of our communicative com-
petence more or less automatically.

As a rule we do not reflect on our use of CpS. It is therefore striking
that in institutionalised foreign language learning we see that learners
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do not easily revert to their use and if they do, that their range of stra-
tegies is rather limited and their use of them rather laborious. It seems
as if traditional foreign language teaching is not sufficiently communicative
and too form-oriented to allow a natural process as the development
of CpS in the foreign language to take place. We will, therefore, have
to make our students aware of their CpS use and help them refine it
in support of the further development of their own proficiency and as
part of their didactic preparation as foreign language teachers. The na-
ture of the exercises and the methodology used in the process may be
a model for their later practice.

It is of importance for all teachers who want to promote Europe
and European citizenship to have a thorough knowledge of the idea
of Europe and its origin and history. They should also, and this goes
for foreign language teachers in particular, be sensitive to the unique-
ness of the various European (sub) cultures as they are to be found in
the variety of speech-communities in the European área This knowledge
and sensitivity may help libérate the mind from ethnocentrism and from
the urge to stereotype other cultures.

In order for a school team of teachers to be able successfully to
set up projects aimed at the development of a sense of European citi-
zenship in their pupils it is necessary that they understand one another
on the point of the project's purpose. They need a measure of shared
knowledge and outlook concerning Europe and its future. Teacher edu-
cation curricula, therefore, need to contain multidisciplinary courses or
projects on Europe. An important role in planning and organising these
is to be played by foreign language departments. For, as stated above,
it is only in contact with other Europeans, through the language of one
of the participants or through a lingua franca, that one may become
really aware of the otherness of the other culture.

If one has been made conscious of these differences and has been
prepared for dealing with them in a negotiating process, the communi-
cation may be ever so much more satisfactory. Materials and methodology
geared towards this consciousness-raising process should be developed
in training establishments to be used for their own students and in
order to be shared with schools. Foreign language teachers in schools
should likewise be prepared to play their role in Europe projects. Their
initial education programmes should have equipped them with the nec-
essary knowledge and skills to do so to the benefit of all concerned.

Into the bargain, schoolteachers should be willing, in keeping with
their linguistic education, to contribute ideas to preparing the pupils for
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fruitful exchanges with schools in other European countries. In view of
obvious restraints on time that the initial curriculum is subject to, this
last claim, however, may need to be relegated to in-service education
and training.

Success in foreign language teaching lies with a teaching adapted
to the context. Quite for a long time serving foreign language teachers
in many European countries have mimetically used materials and prac-
tices devised for a different context (professional contexts, the diverse
and specific-purposes context of the many prívate language schools in
Europe, etc.) which is widely different from the ordinary compulsory
education context. The lack of a teaching adapted to the compulsory
school context may be the main reason for a not so happy situation
prevailing in foreign language education in Europe. Using Streven's
(1977) well-known metaphor, one context is the tail and the other one
maybe the tusks of the foreign language elephant. They require differ-
ent treatments and we should not pretend otherwise.

But, on the other hand, the success or failure of the foreign lan-
guage class depends very much of the teacher him/herself. For quite
a long time foreign language teachers in European countries, consid-
ering themselves as specialists, have not paid much attention to the fact
that the foreign language school teacher is also (and basically) an edu-
cator and will not only have to teach the language but also contribute
to the pupils' general education developing their intellectual capabili-
ties and personal development, fostering positive attitudes towards the
language class and helping them to become co-operative individuáis in
society (Richards and Nunan, 1990). And this is, precisely, one of the
facts which is being fostered by education reform standards in the field
of foreign language education in Europe.

Based on the current assumptions derived from a basic foreign lan-
guage curriculum (Vez, ed, 2002), a variety of roles for foreign language
teachers have recently become part of a tacit agreement both in initial
and in-service language teacher-education in the majority of European
countries. Adopting an eclectic and integrative constructivist model
about new curricular ideas devised by the various reforms in all European
countries for our specific language syllabuses, we may say that foreign
language teacher education in Europe reflects, at present, new trends
of innovation in the following sense: current assumptions about language,
language learners and the language learning process are demanding a
foreign language teacher profile as an informant, facilitator and moni-
tor of the new language learning experiences, diagnoser of needs and
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