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RESUMO

Esta dissertacdo & um estudo sobre o desenvolvimento da
expressdo oral através de oportunidades especificas para  se

falar em situacdes quase realisticas, sem ter a precisdo 1lin

gliistica como fim ultimo.

Os principios tedricos basicos sdo delineados com ba-
se no enfoque comunicativo para o ensino e a aprendizagem de
linguas. As atividades sdao discutidas em relacdoc ao aluno de
ingles no curso de Letras e o curriculo de inglés na Universi

dade Federal de Santa Catarina.

Uma tipologia explicita das atividades & apresentada e

a aplicacao do material relatada.



ABSTRACT

An Approach to Fluency is a study on the development of

oral expression through the provision of specific opportunities
to talk in quasi-realistic situations, without technical

accuracy as a main concern.

The underlying theoretical principles are outlined by
drawing on the communicative approach to language teaching and

learning.

An explicit activity typology is presented and the

application of the materials reported.
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INTRODUCTION

The essential aim of this thesis is to provide further
material to support the teaching of English to Brazilian lear-
ners in the Letters Course. In spite of the great number of
published Englisﬁ?materials available on the market, the
English staff working at the Federal University of Santa Cata-
rina (UFSC) felt the need for specific materials which suited
our particular teaching-learning situation and curriculum.
Although part of the staff thought that the preparation of
materials was not a task for us, due particularly to the
difficulty of such an enterprise, others believed this was a
route to take and decided that we should give it a try. The
first, pioneer individual project is ours, and as such it

presents several limitations and shortcomings.

As we had been teaching three consecutive courses for
learners in the third semester, we attempted to examine several
representative examples of current materials at the intermedi- .
ate level available on the market. This analysis, which is dis-

cussed in greater detail in Chapter 1, revealed that the great



majority of these materials is of the 'international' kind,
aiming at being useful and applicable for any learner at inter-
mediate level in any place of the world. Rather than being
ideal, these materials can be considered as idealised, in that
they do not take account of our specific teaching-learning
situation. In addition to this, the analysis also showed that
very few of the materials examined suited the particular objec-
tives of the curriculum for the learners in the third semester.
The concern with language fluency which constitutes the focus of
teaching at this stage of the curriculum was absent from most

textbooks.

With this situation in mind we decided to prepare
materials which would take account of the socio-culturally
selected aims and ideas reflected by our teaching-learning
situation and suit the particularities of our curriculum.
Initially in our project we wanted the materials to present
ideas for oral activities. For this reason, we labed them

Activities Ideas Materials (AIM).l Later on, fearing that

teachers could discard the materials i1f they did not have a
finished form, we decided to organize and display the activities
in such a way that they could be easily photocopied and used.

However, the name remained the same.

As materials for fluency practice they are characterized
by being activity-centred and problem solving materials. The
activities themselves do not focus on specific language, but

rather on the learners' freedom of creative interaction. Instead

1This label was taken from Allwright's article "What do we
Want Teaching Materials For?" (1981)



of asking ourselves "what shall we include in terms of grammar?",
we asked: "what activities will most likely entail purposeful
communication?" and "what topics are meaningful to the learners?"
The content of the AIM was thus selected for their power of
encouraging the learners to communicate ideas, personal feelings

and imagined situations of relevance and interest to them.

As opposed to the limited options available to the lear-
ners in audiolingual materials in which they were seen as stimu-
lus-response mechanisms, the AIM view the learner as a processor,
initiator and performer. An important consequence of this is
that the learner becomes to a large extent responsible for his
learning. In other words, much of the responsibility for learn-
ing is shifted from the teacher to the learner. As Breen and

Candlin put it:

"The role of learner as negotiator - between
the self, the learning process, and the object
of learning - emerges from and interacgts with
the role of joint negotiator within the group
and within the classroom procedures and
activities which the group undertakes. The
implication for the learner is that he should
contribute as much as he gains, and thereby
learn in an interdependent way" (1980:100).

In the design of the AIM we faced a series of difficul-
ties, the main one being the necessity of being creative as
well as consistent in putting theory into practice. The task
of preparing problem-solving materials which require effective
use of language for their solution is a problem-solving activity
in itself (cf. Candlin and Breen, 1979). It is certain that
the experience of teaching 3 consecutive courses for the lear-

ners in the third semester made the task easier to accomplish,



in the sense that it helped us to get closer to the learnefs'
interests, needs, expectations and contributions, not to say
their frustrations. Apart from this 'living together'with the lear-
ners there was also the advantage of being part of a staff

deeply involved in the job of attempting to make the Eng}ish
program really purposeful, coherent and appropriate to our

particular teaching-learning situation.

The thesis is divided into five chapters. Chapter 1
examines the setting in which the materials are to be used. Our
first concern is with the learners, their identification, likely
contributions and needs. Following this, a detailed account of
the English curriculum for the Letters Course at UFSC is drawn.
The methodology used to implement the curriculum is then examined

and the lack of appropriate materials discussed.

Chapter 2 provides the theoretical background to a commu-
nicative methodology naming Brumfit, Johnson, Allwright, Barnes,
Breen and Candlin. It focuses on language "acquisition", in the
terms proposed by Krashen (1977), i.e., the uncounscious
absorption of language in real use. Chapter 3 is concerned with
the seélection of content and methodology for the AIM. It examines
the activities in relation to the theoretical undepinning outlined

in Chapter 2.

Chapter U4 presents the AIM and the final chapter relates
a brief personal account of the application of the materials
which are evaluated by the teacher and the learners alike. The
Appendix presents the learners' answers to the evaluation

questionnaire discussed in the last chapter.



CHAPTER 1

THE SETTING

One of the most influential factors concerning the
complex task of preparing materials to teach a foreign language
is a sensitive awareness of the background situation in which
the teaching-learning process takes place. A first step towards
this goal is an identification of the learners, their likely
contributions and needs. This is what section 1 below is
concerned with. Section 2 then looks at the organization of
the present English curriculum for the Letters Course at UFSC
with special reference to the established objectives for each
of its 3 stages. And section 3 looks at the methodology and
materials used to implement this curriculum and analyses a
number of representative examples of curreﬁt trends in the form
of text-book-based materials. The analysis reveals a lack of
specific materials to suit our particular teaching-learning

situation and curriculum.



1.1. The Learner's Contributions

"A communicative curriculum will focus on the
learner from the very beginning by relating
the initial contributions of the learner to
the ultimate purposes of the curriculum."

(Breen and Candlin, 1980:93)

Although it 1is extremely necessary that data on the
learner, his aptitude, motivation and interests be gathered and
analysed so that we may have more learner-centred courses, it
is only fairly recently that such research started to be
carried out in Brazilian universities. Much of the planning
and writing of the English courses have therefore been based
on general teaching experience, and this may be one of the
reasons why we evidence some unforseen and undesirable outcomes

in the teaching-learning process.

Our analysis will not follow a comprehensive and
sophisticated set of techniques and parameters for analysing
learner's needs, such as the one presented by John Munby in

Communicative Syllabus Design (1978), for this would go beyond

the scope of the present work. It will, however, consider the
identity of the learner and give priority to his initial
competence and expectations. This will be the starting point

for the design of the Activities Ideas Materials (AIM).

1.1.1. Identity

The age range of the learners varies between 18-25,
although a few of them are older than this being up to 40 years

of age. 90% of them are female, post-secondary learners from



the state of Santa Catarina. Most of them have chosen the
English program of the Letters Course at UFSC as their first
option in the entrance exam. This may lead us to consider them
as well-motivated learners. Few learners have come to the
English program because they did not pass the entrance exam
with sufficiently high marks to take an engineering or medical
degree. Such is the system in Brazil at the present time. To

be an engineer confers a higher status than being a teacher.

1.1.2. The Learner's Initial Competence

For most students, their knowledge of English is that
of a 3-5 year high-school general English curriculum. Bearing
in mind the awkward reality of the teaching of English in
Brazilian highschools this amounts to saying that in practical
terms they are false beginners. As the term 'false beginner'
may signify several levels of competence for different people,
it seeﬁs wise to define what should be understood by it in the

present work.

Our learners are weak on vocabulary. This is generally
limited to pronouns, classroom objects, animals, the calendar,
the family, the verbs to be and to have, plus some few other
jumbled items. They have been presented with the basic forms
of English, they have drilled them and worked with them to do
some language exercises such as gap-filling, answering questions,
transforming sentences, etc. This, however, does not mean that.
they know the forms of language in such a way és to use them

satisfactorily. They are able to recognize these forms in the



written mode, but not aurally.

One fact worth noting here is that although the audio-
lingual method is by far the most used method in highschool
English classrooms, the learners themselves recognize that the
least emphasized items were oral practice and listening
comprehension.2 This may indicate that learners are sensitive
enough to evaluate the degree of meaningfulness and usefulness

of the language work which is done inside the classrooms .

Apart from a small number of learners who have a more
developed knowledge of English deriving from study in private
courses and/or trips to English-speaking countries, this is the

general situation in the first semester of the Letters Course.

In their mother tongue, Portuguese, the learners have a
fairly reasonable ability to interpret, express and negotiate
meanings. However, they require further development in this
area. Our aim, then, is to offer possibilities for the
transfer of these abilities to the English language while at

the same time taking them a step further.

1.1.3. The Learner's Expectations, Needs, Interests and

Motivation

From the fourth semester on, the learners can either
drop English and have just Portuguese as their major, or they

can continue studying it till the eighth and last semester of

2This note has been taken from a questionnaire which is part of
an MA Project being done by Raquel Carolina S.Ferraz D'Ely at
UFSC.



the course. In this case they will have English and Portuguese
as their majors. Unhappily the learners at UFSC cannot have
only a’foreign language as their major. Consequently our
concern is with those who choose English as one of their
majors. English for them is not only a means of furthering
their general knowledge, but also, and mainly, their future
working tool. They take English with enthusiasm and quite
seriously. The great majority of them have stated that they
would rather have more English classes in their curriculﬁm

than they have at present.3

Before lauching into the discussion of the specific
needs of these learners we will first consider the universal
needs of the foreign language learner in general, thus achieving

a wider perspective.

At the level of the individual, 'need' signifies a-
concern for the creative and imaginative aspects of the learner's
personality. An investigation into this field will certainly
includé the motivational characteristics of the learners them-
selves. What is it that helps to increase the learner's
interest? We will draw on some psychological and pedagogical

approaches in the considerations that follow.

Inside the classroom the learner has the need for security
to release his creative energies. To this end he needs to have
his»feelings of fear and anxiety either eliminated or lowefed to
a minimum degree. Within an atmosphere of freedom, faith,

cooperation and thrust he then needs to find his place within

3Cf. a questionnaire prepared and applied by Martin Bygafe in

all the semesters of the Letters Course at UFSC, in the year
of 1981.
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the group and form his "own sense of identity consistent with

that place" (Stevick, 1976:50).

In the setting of the school the learner also needs to
have a sense of achievement to some sort of success. If his
performance is continually unsuccessful his motivation will
probably weaken and he will lose interest. He needs to feel
that he is accomplishing goals through his striving. To a
certain extent the teacher can satisfy this through praise
and encouragement. On his side, to receive praise, the learner
seeks recognition and appreciation:a way to fulfill his needs for

esteem both from others and from himself.

Another motivational characteristic of the learner is his
curiosity. "If motivation in the classroom is a matter of
arousing some drive which all learners have, then the curiosity
motive is one of the most available to be tapped" (Mugglestone,
1977:112). A language learner is usually curious about how
messages are conveyed in a foreign language. He is also curious
of how the people who speak the foreign language behave. This
does not mean, however, that he needs to acquire the culture of
the country whose language he 1s learningj; his own culture is
sovereign above all. What he needs is to use the foreign:
language as a vehicle which gives him information and a chance
to develop a new purposeful communicative behaviour. If
materials intrigue or puzzle the learner and provide him with
valuable new experiences they will certainly be é striking

instrument for the attainment of this goal.

To develop his communicative ability the learner also

needs to have opportunity for self-expression. Communicative
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language use depends on the ability to create new utterances,

and since this ability is not acquired only through the repetition
and manipulation of pre-determined language, the learner needs

to be placed in situations which encourage him to formulate and
structure language to express his ideas, impressions, opinions
and personal feelings. It is through this expression that his
communicative ability is exercised and consolidated. This need,
in a more intensive way than the preceding ones, has implications
for the design of materials. These have to offer possibilities
for learner interaction and self-expression. The AIM, by
presenting situations which require the learners to react to

what they hear or see, stimulate personal contributions

necessary for successful completion of the tasks. The discussions,
games, simulations and puzzles are designed to intrigue the
young-adult mind in such a way as to create opportunity for self-

expression and ensure interaction among the learners.

Coming down to the more specific needs of the learners
in the‘Letters Course we can say that the majority of them
perceive and define their needs in terms of obtaining
qualifications to be teachers of English in secondary schools.
Although some of them think about becoming translators, or,
bilingual secretaries, others, tourist agents, and others even
consider the possibility of becoming writers, they are all aware
that they are being prepared to be English teachers in the '1l°

and 29 graus'.u The desirable level of linguistic competence

l+The '19 grau' comprises 4 years of elementary school and 4 years
of junior high-school; the '29 grau' comprises 3 years of
senior high-school. English is usually taught from the 5th or
6th year of the '19 grau' on.
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in the so-called four skills which these teachers should have is
still a matter of controversy in our country.5 Far more
research is required into this area which is closely related to
the particular needs of the Brazilian high-school student,

another glaringly under-researched area.

The existing graduate course in English Language and
Literature at UFSC, not to speak of other graduate courses in
this area spread over different parts of the country, lead to
the learner's recognition of further needs, in that they forsee
the necessity of acquiring a higher level of linguistic
competence in order to be accepted into such courses. Interests
in the culture of English—speaking people, as well as the
possibility of going abroad also contribute to give a wider

perspective to the learner's needs.

Having considered the learner's contributions to the

curriculum our next step is to examine the curriculum itself.

1.2. The English Curriculum

"Education is in constant movement to suit the
needs of its milieu, and the various parts of
education tend to lag in their reaction to so-
cial demands, so that there is always scope for
reformers; and one has the impression of cons-
tant improvement when what is really happening
is a constant updating" (Kelly, 1976:396).

Reflecting advanced developments in the field of

linguistics, psychology, and related disciplines, which brought

5This controversy was clearly evidenced in a study group of the

IV SEMPUI (National Seminar of University Teachers of English)
held in Florianopolis, Brazil, in July 1982.



13

about new ideas and techniques concerning language teaching, the
English curriculum for the Letters Course has undergone influential
changes in the past 5 years. Some of the adopted changes are

not yet completed, and as a matter of fact are at present
~undergoing the adjustments and refinements necessary to any
innovating situation whose aims are evaluated in close relation

to actual pfactice.

The fundamental idea underlying these changes is mainly
related to what Kelly calls the 'social' aim of language
teaching, an "aim which... demands that language should be
regarded as a form of social behaviour and a type of communica-
tion" (Kelly, 1976). Seen in this light, language teaching
ceases to rely exclusively on the grammarian's description of
language as an abstract system, and becomes concerned with the
ways this system is put to use in the process of actual
communication. In other words, the notion of communicative
competence is added to the concept of grammatical competence as

the basic core of language teaching.

The need to have the learners using the foreign language
as a means to an end, that is to say, in meaningful interaction
with other language users has led the English staff at UFSC to
carefully examine the existing curriculum which seemed to need
some changes in order to satisfy this objective appropriately.

As the course was based mainly on the English 900 series = (The

Macmillan Company, 1964), one of the most representative courses
of the structural methodology, the existing curriculum reflected
the notion of language as a system of grammatical patterns.

Pattern practice was thus the method used to ensure the
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acquisition of linguistic habits which constituted the aim of
language teaching. The classes progressed from presentation

of pattern, discrete point explanation of the patterns, pattern
drilling and wholistic acquisition. This final stage should
correspond to spontaneous communication - something which could
occur only after the responses had been successfully acquired.
The problem, however, was that language used at this stage was
generally uttered merely in order to produce the required
pattern; meaningful and appropriate communication did not occur

in the classroom.

The lack of a meeting-point between the outcome of the
earlier curriculum and the kind of real communication that
exists outside the classroom led wus to design a new
curriculum in which adequate attention were given to language
use as well as language form. Like most innovations, this
curriculum has built on ideas which are far from new, but which
have perhaps only recently been developed into a coherent and

integrated approach called 'communicative' (See Chapter 2).

With special consideration for the kind of learners we
receive in our program, and viewing the "overall purpose of

language teaching as the development of the learner's communica-

tive knowledge in the context of personal and social development"

(Breen and Candlin, 1980:91), we organized our curriculum as

follows:
- 1st and 2nd semesters: the emphasis is on the receptive skills
6h/week of listening and reading;

- 3rd, 4th and 5th semesters: the focus is on the development of
6h/week fluent oral production and written

work ;



15

- 6th, 7th and 8th semesters: the goal is linguistic accuracy

6h/week6 and appropriateness.

Although the three stages obviously overlap, each of
them, as can be seen, has its own characteristics concerning

learning goals and activities.

The priority given to receptive aural and reading skills,
that is, the ability to understand spoken and written language,
in the first stage of the course presents several advantages to
our learners. Firstly, it allows for exposure to large language
samples which will help them to acquire an integrated linguistic
system which will surface later on in the productive skills of
speaking and writing. The acquisition of an integrated
linguistic system is of fundamental importance for the great
majority of our first-year learners whose foreign language
experience has hitherto been limited-to single segments which
were learnt in gradeable steps, this being the approach implicit
in the structural methodology, which is by far the most widely
used methodology in our secondary schools in the last decade—and

a half.

Secondly, since active mastery is not the immediate goal,
the initial emphasis on receptive skills permits a different
approach to grammar. It gives the teacher the chance to choose
those grammar points he finds appropriate to a satisfactory
development of the course. The one-sixth of the week schedule
separated for grammar work can, this way, be characterized by

its own particular pace and organization. As Davies points out:

6In the 8th semester the English classes are reduced to 4h/

week.
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"A course which concentrates on understanding
quickly achieves an overall view of the
structure of the language without becoming
bogged down in complicated aspects of acci-
dence or syntax which are frequently redun-
dant as bearers of information" (1980:98).

Thirdly, priority of aural comprehension reflects a
natural way of learning languages. Although the processes by
which a child acquires his native language and an adult learns
a foreign language are significantly different, there seems to
be relevant common features between themj; "the principle
concerning priority of aural comprehension in the language
acquisition process appears to be valid for both conditions"
(Postovsky 1974:230). By being adequately exposed to meaningful
language the learner is given the chance to select his intake
rand to hypothesize, however unconsciously, about the structure
of the language, in a process very similar to that of a child's

natural acquisition.

Finally, the attempt to reduce the complexity of the
learning task in the initial stage of language learning by
delaying one of its more difficult aspects, namely, oral practice,
seems to lead to better overall language proficiency. The
experiment carried out by Valerian Postovsky at the Defense
Language Institute, Monterey, suggested that '"skills initially
de-emphasized tended to level out when instruction became more
balanced" (1974:238). This is also implied in our curriculum
organization; we do expect that speechand writing will develop
more spontaneously in the second year of the course when the

transition will gradually be made.

We have said hitherto that in the first stage of the

curriculum priority is given to receptive aural and reading
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skills, and from this it should be understood that some work is
also done in the productive speaking and writing skills. To
motivate the learner and make his listening active and
meaningful all the listening passages are accompanied with work
sheets with exercises of filling tables and diagrams, completing
drawings, answering questions, taking notes, and so on. With
intensive reading the procedure is the same. In addition to
that, the learners are occasionally asked to write small
compositions of one or two paragraphs and to read booklets with
simplified graded readings. As to the speaking skill, the
learners have another one-sixth of their week's schedule to do
some oral production work. The purpose of this work is to
promote meaningful interaction and initial self-expression among

the learners.

The second stage of the curriculum calls for a transition
of focus from receptive to productive skills. It is our
expectation that by this time the learners will have acquired a
considerable amount of vocabulary and a general knowledge of the
basic structures of the language, or at least, an overview of
the language which may help them to feel reasonably at home in

it to use it in their own way.

In this productive stage practice for fluency is given a
prominent role. Fluency work, one 1in which the learneprs are
expected to concentrate on the communication task, on the use of
language, and not on formal accuracy (cf. Brumfit, 1879 ),
demands that the learners use all the language available to them
increasingly freely; in doing so they will be developing their

own learning strategies and at the same time acquiring language
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through using it.

Since the linguistic or conceptual content of what is to
be produced in actual fluency work will not be determined in
detail, the teacher, bearing in mind the primary goal of this
stage of the curriculum, should be prepared to tolerate
linguistic mistakes that will certainly surface in the learner's

performance. To quote Morrow:

"Trying to express something you are not quite
sure how to say is a vital feature of using a
foreign language, ... Niggling criticisn of
what he produces will ultimately destroy the
learner's confidence in his ability to use
the language" (1981:65).

Meantime, whenever specific language items show themselves
to be necessary for the achievement of effective communication
they should by all means be presented systematically to the
learners and drilled if necessary. The same procedure can be
applied in relation to mistakes that may hamper communication.

By doing this the teacher will be leading the learners to recycle
what they have already learnt while at the same time enlarging
their linguistic competence. In addition to this, the productive
work in this stage 1is also supplemented with two-thirds of the
week's schedule dedicated to exposure to aural and written
materials which present fluent, appropriateand accurate discourse.
In this way, this fluency-focused stage of the curriculum would
not be neglecting appropriateness and accuracy, equally relevant

factors of social interaction.

In the third and last stage of the curriculum particular

N

attention is given to formally evaluated linguistic accuracy.

The systematization of grammar, phonology and pronunciation the
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learner is presented with in this stage aims at giving him
specific training to exercise his future teaching profession.
Since he has been trained to 'get the message accross' at the
former stage, it is expected that this focus on accurate accent,
pronunciation, grammar, syntax, and style will not inhibit his

language fluency any more.

By organizing the curriculum as described above we have
managed to keep a balance between receptive and productive skills,
and between the complementary factors of fluency and accuracy.
What is of fundamental. importance, then, is that both teacher and
learner know what is expected of them at each of the three

different stages of the curriculum.

The theoretical approach which underpins the curriculum is
fully discussed in Chapter 2. It now remains to examine the

methodology and materials used.

1.3. Methodology and Materials

"Genuine innovation begets incompetence. It
deskills teacher and pupil alike, suppressing
acquired competences and demanding the deve-
lopment of new ones. In the end the discomfort
will be resolved one way or other, by reversion
to previous practice or by achieving new skills
and new frameworks. But the discomfort and
dismay are built inj; they are defining charac-
teristics of innovation" (Stenhouse, 1975).

A system of team-teaching is used in almost all of the
eight semesters of the course. Only the 4th and 5th semesters

remain in the traditional system of just one teacher in the
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semester. The reasons for this difference is explained later on
in this section. Taking into consideration the actual average
number of English classes a week, six, the staff decided that a
team-teaching system would be advantageous for both the learners'
linguistic development and the teacher's performance. In par-
ticular, it allows teachers and learners to concentrate on

specific language areas in a more organized and suitable way.

Usually the team-teaching system is structured in the
following way:

- 1st, 2nd and 3rd semesters: one teacher for listeﬁing comprehen-
sion and oral production, and another teacher for
reading, writing and grammar study.

- 6th and 7th semesters: one teacher for listening comprehension
and oral practice, another teacher for reading and
writingand another one for phonology and grammar
stady.

- 8th semester: one teacher for reading and writing, and another

teacher for phonology and grammar study.

The exact procedures used to implement the curriculum are
not, as should be expected, the same. The team-teaching system,
for example, was not universally welcome, and some of the»
teachers, although being a minority group, did not take to the
idea and are still working in the traditional way, as in the

case of those who at present teach the 4th and 5th semesters.

Although the staff sees the teaching-learning process in
slightly different ways, the emphasis throughout the course is
upon individual and group interpretation of the data in the

materials. Concerning classroom procedures pair - and group -
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work 1s used quite extensively as a means of creating opportunity

for communication.

On the basis of learner interest and motivation, and the
curriculum design, the selection of materials has focussed
mainly on general content expressed or interpreted in different
levels of language authenticity. In each of the eight semesters,
with exception of the 4th and 5th in which only one basic
textbook is adopted, the learners make use of at least three
different basic sources of materials. These materials are
usually imported and intended to be universally applicable.
Whenever necessary and possible the teachers adapt them to suit
the purposes of the curriculum within the context of the

particular reality and needs of the learners.

Not surprisingly, however, an analysis of the relationship
between aims and practice in our teaching-learning situation would
probably show that there is no entire consistency between what
is aimed at in the curriculum and what is done inside the class-
rooms to attain the aims. Although there can be several reasons
for this weakness; one of them, for the practical and immediate
role it plays in the teaching-learning process and for the serious
problems it has caused the author of this work in particular,
deserves special attention here: the materials. In fact, the
lack of appropriate material on the market for the development of
certain specific language abilities is undoubtly a headache for
the staff. The subsection below discusses this problem

thoroughly.
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1.3.1. The Lack of Appropriate Materials

Although the problem of finding adequate material is at
present affecting a great number of the teachers at all three
stages in the curriculum, our discussion will be confined to the
intermediate level, the one which corresponds to the second stage
in the curriculum. It is at this stage, more precisely in the
third semester of the course, where the author has faced the
problems personally and intensely. A retrospective account of

our experience is given below to help to situate the reader.

When we first started teaching the third semester in 1981,
the learners enrolled in that semester were not integrated in the
new curriculum yet. We could not say that they had the old
curriculum for they were not using the structural series English
300 on which the syllabuses of the o0ld curriculum were based. The

adopted series at that time was Strategies (Abbs and Freebairn

1977, 1979 and 1980), which claimed to be notionally-functionally
oriented. In a way we could say that those learners were at a
transitory stage of the curriculum. It is also important to
notice that they had only one English teacher in each semester to

teach all language skills and abilities.

Having decided not to adopt the English 900 series any

more the staff went over an evalution of notionally-functionally

oriented materials available on the market. The Strategies

series was chosen mainly for pragmatic reasons: it was one of
the very few courses, if not the only one at that time, which
started at beginners' level and consisted of at least two
coursebooks. Its general content with sociocultural information

seemed fairly appropriate for our educational context and the
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grammar treatment seemed reasonable enough for our teaching

purposes.

Nevertheless, as time went by, teachers and learners
alike started to see several weaknesses in the books. To speak
of weaknesses in general terms, however, may not be entirely
sufficient; we find it necessary to proceed to a general
evaluation of the material in question and the extent to which
it is relevant td1our own particular situation at UFSC. To make

this evaluation more comprehensive and valuable we will not limit

it to the confines of the Strategies series, but will also include
a number of representative examples of current materials which

could appear as appropriate to our teaching-learning context.

1.3.1.1. Analysis of Materials

The brief analysis below is organized in two parts. The
first one looks at representative current materials in the form
of textbook-based 'éeneral' courses. The second part focuses
particularly on materials specifically designed for the deve-
lopmeﬁt of oral production, the area which the author has been

specifically working with.

The guidelines for evaluation taken from the article
"Evaluating and Designing Language Teaching Materials" (Candlin and
Breen, = 1979) focus on two main issues:

(1) The extent to which the materials are sensitive to

our teaching-learning situation.

(ii) The suitability of the materials to our language

teaching curriculum.
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Developing Strategies (DS), (Abbs and Freebairn, 1980a),

the third book in the series, as many other textbooks of the
'international' kind, by attempting to be useful and applicable
for any learner at intermediate level in any part of the world
fails to take account of the specific socio-culturally selected
educational aims and ideas reflected by the language teaching-.
learning situation in Brazil, let alone the particular situation
at UFSC. Such a limitation may lead us to consider the
hypothesis that DS as a = textbook can become a constraint itself.
As an example, we could mention the limited geographical context
in which the main characters are set, namely, Wandsworth, a
suburb in South London. Or else, the main characters themselves,
the Bates family>(Richard 27, Sandy 22, Dave 16), a typical middle
class English family permeating the book; the interest our

" teachers and learners would have for such a context is highly
guestionable. Nevertheless we would have to put up with it the

whole semester.

Although the authors have tried to include more interna-
tional items, especially in the 'development' sections in which
the topics range from the city of Sydney in Australia, through
the film 'Death on the Nile' based on Agatha Christie's book, to
the London-Hong Kong rail link, there 1is scope for a great amount
of complementation in this area, if the book is to be of direct

interest for our learners.

In relation to the theory of language implicit in DS, Abbs
and Freebairn state that the book "is based on notional functional
categories of language. The approach, therefore, is communicative

- what the students need to express through the language is the
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most important criterion for selecting, grading and organizing
the language presented in the course" (Abbs and Freebairn
1980b, iv). The 'communicativeness' of the book, however, is
also gquestionable when one assesses what learners are actually
asked to do in the activities proposed. As Jeremy Harmer points
out, "In the teaching and learning and methodology of a foreign
language, it is only activities within the syllabus and
methodology that can be classed as communicative" (1982:165).

We shall, then, proceed with our analysis to sse to what extent
the activities proposed in DS are actually communicative and

appropriate to our language teaching curriculum.

As we have pointed out earlier in this chapter, at
intermediate level, the second stage of the curriculum, fluent
oral production and written work are to be emphasized so as to
enable the learners to use the language in their own way.
Undoubtedly a large amount of the class work within DS is likely
to be oral and in addition to the more controlled exercisesthe
book suggests pair work and group work as well as whole class
discussion. However, a close look at the activities proposed
reveals that not many communicative concerns have been taken into

account as far as the oral tasks are concerned.

To make our point clear we shall give two practical
examples taken from the book itself. The first one is in Set 1
of unit 4. The set starts with a table presenting the structure
'used to', followed by its negative and interrogative forms. This
structure was taken from the first part of the unit, the
presentation section, and the authors' intention is to have the

learners repeating it in an almost drill-like form. This in-
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tention is clearly shown in exercise 1 in which the basic

language is put into the learner's mouth.

This is the context of the exercise:

@ Past time: remembering facts and habits

My wife used to be keen on Abba.
She didn't use to like jazz verv much.
Where did you use to live as a child?

1. In pairs, talk about Patrick
Cummings’ memories, like this:

What
Where| did he use to ...?
How

Whatsortof ... didheuseto...?

What does he remember about
9

He used to ...
Hedidn'tuseto...
He neverusedto ...

(31)

It seems clear that the purpoée of this type of activity
is to reinforce the grammatical syétem through dialogue practice
rather than to achieve genuine communicative behaviour. The
activity, therefore, cahnot be called 'communicative' since the
learner's attention will be focused on the form and not really
on the content of what he is saying. Harmer puts the gquestion

this way: "In a communicative activity we would not expect the
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materials which the students were using would control their
language (e.g. restrict it to the use of one grammatical form,
etc.)" (1982:166). This is exactly what the exercise above does:

it limits the learner's language to the structure 'used to'.

The purpose to communicate - the main characteristic of a
communicative activity - does not exist in this exercise since
the speakers know in advance the answers to the questions that
will be asked; these are clearly stated in the accompaning text
on which the questions are to be based. To quote the authors in
the teacher's book: "Ask students to refer to the illustration
for 'London Kid' and go through the notes on the different
topics first. ... Help the students to form the questions before

starting the exercise" (Abbs and Freebairn, 1980b:29-30).

The purpose of the exercise, after all, is largely
manipulative: the responses are merely uttered to produce the
required pattern. They do not convey information. The value of
the information is disregarded and the success of the exercise
will lie in the process and not in the product as it is measured
according to its nearness to the model provided. The teacher's
job, consequently, is to check accuracy; there is no chance for
meaningful and appropriate communication to occur in the class-

room within such a context.

0f course, we do not mean that there should be no place
for accuracy work. The point, however, is that accuracy should
not have primacy over fluency at this stage of the curriculum.
Yet, our analysis indicates that activities in which the
linguistic or conceptual content of what is to be produced is

determined in detail, such as the one discussed above, pre-



28

dominate throughout the book.

The oral exercisesat the end of each unit, fairly
mechanical and repetitive, contribute to strengthen our argument.
In most of them the learners are given a prompt sentence to which
they are asked to respond with a set formula. Exercise 5, still

in unit 4, our second example, is reproduced below..

5. Remembering past facts and habits

You are at a party.,

Mcet John. He teaches at the High School,

How funny!l used to teach at the High School 1oo.
And this is Sandy. She lives in Wembley.

How funny! [ used o live in Wembley 100.

And this is Mark. Mark has just got an old black
Volkswagen,

And vou must mect Lucy. Lucy, that’s a wonderful
dress! Lucy buys all her clothes trom strect markets.

Oh, let me introducc you to Clive. Clive's at Kent
University. He's reading History.

Well, you secm to have lots in common with every-
body, so I'll leave you to ¢njoy yourselt.

(37)
Activities requiring negotiation eithef of content or of
language do exist in DS, but in a much smaller number. A few
of them are actually interesting like the one reproduced below

from unit 15.



| Michael is forty-two and | am
twenty-one. We have been going §
out together for eighteen months
Bl and | have never before been
B vworricd  about  our  difference
| in ages. But now Michael wants
f to get married and suddenlv |
am worried about making our S
relationship too permanent. For
} one thing he wants to have chil- §
dren soon and reallv [ would like
to wait at least four vears before [
have to give up my job and stav at
home. Also | can't help w orrying
about what thm;,s will be like in |
say fifteen vears’ time. Will he [
seem like someone from a dif- |
ferent generation; will he be too |
old to have a good relationship |
with his child; will we find that
our friends have nothing in com-
mon? | have quite oldfashioned
ideas about marriage being per- §
manent, but | couldn’t bear to be
tied to someonc who U just felt
sorry tor or who irritated me in §
i the same way as my father does.
You may think this makes me
sound very seltish but [ am just
trving to be realistic. [ love Michael
very much and can’t imagine §

breaking up.

29

We Advise.

Your job is to zmz:lysc and discuss Hafeners” probiems
of all types. One of you musi introduce the panel of
advisers:

Alan Maingard is a social worker, Sally Hewitt is a
careers officer. Julia Lamont has a problem page on a
weekly magazine.

For this progromune you have chosen two letters. Select
two other members of the group to read themout, el
with cach letterin turn,

The pancl inust prepare an outline of the points they
are going to make. Each peison mast cornment at feast

-onge on each letter. Make sure that you all have some-

thing different to say cach time,

You may write a full script if you wish but the discussion
will sound more lively and natural if you just have
notes in {ront of you.

(121)

This is a facilitative a&ctivity rather than a prescriptive

one. Only through negotiation and collaboration will the learners

manage to get to the concensus requifed for the successful

completion of the task.

For example, if a learner puts forward

an opinion which is rejected by another member of the panel he

will need to take it up, justify and/or modify it, and find

evidence for it to get his peer's agreement.

He may do this by

himself or with the help of another member of the group who feels

inclined towards his ideas. If the arguments do not convince the
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group as a whole the idea will have to be given up and substituted
by a more convincing one. The focus of the activity, thus, is on
the message and it is the outcome rather than the process which

is important.

However, this kind of communicative activity does not
prevail throughout the book. The emphasis on accuracy clearly
suggests that the 'hidden curriculum' of DS is not in harmony wifh
the actual curriculum within which we work. As Brumfit says,

"... in the early stages a demand for formally evaluated accuracy
inevitably inhibits fluency"(1980a:7-8). By focusing on accuracy
DS prescribes other purposes than our own, and for this reason it
cannot be considered appropriate to our curriculum as far as oral

production is concerned.

In regards to receptive aural skills DS presents purposive
and imaginative exercises in the listening sections often
integrated with spoken and written activites. Some of them, how-
ever, leave quite a lot for the teacher to do. Although this may
be seen as an advantage to facilitate the teacher in the task of
coping with the particular characteristic of specific groups, on
the other hand it may represent a disadvantage in that the
exercises will represent an extra work to the already overloaded
teacher who may feel discouraged to do the necessary and appro-
priate complementation. Take, for example, the following

exercise in unit UY:

E5G4 Listening

Listen to Sue and Paul teliing stories about their
fathers. Try to suggest which personal characteristic(s)
the storics reveal, :

(36)
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Even though the conversations in the listening sections
are obviously scripted they do not sound stilted. The same, how-
ever, is not true in the presentation sections. The tapes for
these sections reveal a compromise between authenticity and
comprehensibility, with the balance falling heavily in favour of

the latter. They sound very artificial and monotonous. .

Written work which according to the curriculum should be
emphasized at this stage is highly undervalued in DS and not
really developed in any clear way. In spite of the suggestions
in the teacher's book, this is an area which will require
considerable additional work from the teacher to suit the needs

of our learners.

Reading work in DS is varied and formats include typed
letters and memos, handwritten reports and diaries, advertise-
ments and newspaper items which might be of interest for the
learners. However, most of the reading passages are too short
and the exercises on them at times get repetitive and monotonous,

especially the question-and-answer ones which tend to focus on

elements unique to the text in question. The limitations of
this type of exercise are sensitively considered by White as
follows:

"Although the student may well develop useful
transferable reading strategies from under-
taking such tasks, any such pay-off is likely
to be coincidental because students 'rapidly
learn to treat comprehension exercises for
what they are: irrelevant chores that one
must complete to satisfy someone else. There
is little transfer to reading in subject areas"
(1981:89).

In the teacher's book which includes suggestions and

explanations for every part of the learner's book, the authors
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subtly suggest that the course is less flexible than it appears
at first sight. In fact, DS imposes a set programme in which
there 1s not enough elbowroom left for teachers and learners to
create and shape. Its content 1s based on a previously decided
list of language-based items ordered in a sequence from simple

to complex. The main purpose of the activities is usually to

exemplify and give practice in these items. The context for
using the language forms receives less attention and is con-
sequently unrepresentative and unmotivating: it does not appeal

to the learner's affects and interests.

Not surprisingly, these kinds of course may distort
linguistic and situational reality by an over-concentration on
certain linguistic forms which may not be entirely in accordance

with the learner's actual needs and wants.

The above considerations indicate that DS fails as a
textbook to meet the requirements of our language teaching
curriculum. For this reason alone we would be reluctant to use
it as a basic material in the English program for the Letters

Course.

The same comment can also be extended to a number of
other recent textbooks such as Exchanges (Prowse et al, 1981),
Kernel 2 (0'Neill 1982), Network 3 (Eastwood et al, 1982),

Lifelines 4 (Foley and Pomann, 1982), and Flexicourse (Hill and

Lewis, 1982). They were designed to suit the needs of an
international market; they do not present any special concern
for South America or Brazil. In addition to this, the implicit
prescribed route they impose on the teaching-learning process

through the imposition of a standard, unified stock of language
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prevent the learners from making their own subconscious selec-
tions of items to be acquired, thus failing to provide the
nétural conditions under which fluency can take place. This may
be especially demotivating for the learner who is most of all
interested in effectivé communication. Instead of trying to
express his own intentions and feelings he finds himself
involved in an almost meaningless manipulation of linguistic
elements. On account of this, critical teachers are forced to
spend more time than they can afford collecting, or creating and

discovering ways of exploiting supplementary materials.

Approaches (Johnson and Morrow, 1979) and Communicate 2

(Morrow and Johnson, 1980) stress the purposive use of language
and at times encourage the learners to do things he has not
prepared, using language he is perhaps not quite sure about.
However, the emphasis on 'getting the message across' is not
strong enough to surpass the concern with accuracy. The authors
themselves make this clear in their words to the teacher,
"Although Approaches introduces and practices language structures,
the emphasis is on building up the ability to communicate (to
'get the message over') in a fluent and at the same time accurate
way" (Johnson and Morrow, 1979:1). Furthermore, both books were
designed particularly for learners visiting Britain or intending
to visit the couﬁ%ry. Given these constraints the books cannot
be considered appropriate either to our teaching-learning situa-

tion or to our language curriculum.

Functional English (White 1979) also concentrates on the

purposive use of language. It contains an explicit treatment of

aspects of sentence-level grammar and text-cohesion, and sets



creative exercises of the problem-solving kind. The main
emphasis throughout the book, however, is on written language;
oral work is de-emphasized and focuses mostly on the practice of

written conversations.

In terms of specific material for oral fluency work it is

only fairly recently that books like Crosstalk 3 (Webster and

Castanon, 1980), React Interact (Byrd and Clemente-Cabetas, 1980),

The Non-Stop Discussion Workbook (Rooks, 1981), and Challenge to

Think (Frank et al, 1982) began to appear. These four books were
designed mainly to stimulate oral production and encourage
conversation among learners of English at intermediate level. To
accomplish this, they present a wide range of problem-solving
activities which deal with a great variety of subjects, designed
to appeal to as many learners as possible. The fluency work en-
tailed by these open-ended activities favouring uncontrolled
interchange aims at developing the learner's ability to process
language efficiently and quickly. It generates open class
discussion, small group discussion, pair work, role playing and

games .

The tak-centred approach used in these books emphasizes
the primary role which is given to the process of using language
to do something. This means that the learners usually have to
discuss the problem presented in the activities to come up with
a reasonable solution. Usually, good solutions require logical

thinking and criativity. An example of this is in unit 3 of

The Non-Stop Discussion Workbook that asks the learners to
decide on the characteristics they would like their children to

have i1f they could order them from a baby factory. Another
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feelings of various people concerning the creation of a new
factory in their peaceful town. The learners' task is to
analyse those feelings together with their own personal views of

the problem in order to take a wise decision.

The content of these books is not based on previously .
decided lists of items, neither simplified on the basis of
structural or vocabulary frequency lists. Since the language 1is
not controlled there is scope for the learners to select and
organize the language themselves, thus finding their own route

through the materials.

Although the major concern of these materials is for
function and communication, they present some weak points worth
considering here. First, none of them takes into account our

socio-cultural context, In The Non-Stop Discussion Workbook,

for example, there is a unit with the title 'Which Items do you
Think are Representative of the U.S. Today?' Since most of our
learners have never been to the US, and may be not at all
interested in this subject, it gets difficult for them to
accomplish the task successfully. Secondly, we view the

standardization of the format of the units in React and Interact

and The Non-Stop Discussion Workbook as a disadvantage that may

lead to a loss of interest on the learner's part. The classes
might get monotonous and even boring to them. Thirdly, we

consider several of the role plays in Crosstalk 3 not really

communicative in that the learners do not express their own
intentions. Besides stressing an outside situation the role-

cards may at times have an inhibiting effect upon the learners
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who do not share the point of view expressed in the cards. In
our opinion the best activities are those which give no role-
cards, thus giving the learners the chance to evolve their own

role. As Sturtridge writes:

"...when no role-card is given the learner

faces the task or problem with his partner

or the group and his role is determined by

his own personality within the group and ,
the job that he does in solving the problem"
(1981:13).

When performing the role plays in Crosstalk 3 the learners do

not have actual effect on their interlocutors, for all of them
know in advance what they are supposed to be saying. Take for

example the role play of unit 11 reproduced below.

B Role playing —in groups of
three or four

1 Choose one of these occasions,
and decide on yourroles. Then
make up and practice a short
conversation using the expressions
you feel are most appropriate.

a someone who has failed an
exam
friends
relatives

b someone whose relative is ill
friends

¢ someone whose grandmother/
grandfather has died
friends

2 Actout your conversationin
front of the class.

The second part of the activity, the acting out of the conversa-
tions in front of the class may constitute a problem for the shy
learners. Besides that, if the conversations stay at a

superficial level the exercise may become pointless.

Fourthly, and finally, some of the activities in Challenge
to Think may be too difficult for the learners, in that they do

not present enough clues to be accomplished successfully within
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reasonable time. An example of this kind of activity is in the

'"Three-Item Stories' which is partly reproduced below.

THREE-ITEM
STORIES

Practice in asking correct questions. Ask questions and find out what the
story is which links the three items.

10 Smuggling/shoes/cloudburst *

(7, 8)

The learners are likely to spend too much time thinking about
possible solutions and little time in discussing the problem.

This may disappoint and frustrate them.
With this situation in mind, what part do the AIM play?

We justify the design of the AIM first of all on the
basis of their concern with the Brazilian setting, particularly
the national and educational context, a concern absent from the

books listed above. This concern is evidenced in topics like



38

the strike dilemma in the Brazilian University and politics in
our state. Secondly, our justification is based on the materials
concern with the contributions of the learners in the Letters
Course, and in particular the English language curriculum. To
this end we include activities like 'Analysing the Curriculum'
and 'Discussing the Roles of the Secondary School'. Thirdly, the
materials have the explicit purpose of avoiding standardization.
Each unit in the AIM has its own format and the units differ
considerably in their internal structure. This diversity is
apparent in the games, simulations (activities missing in all the
books analysed), role-plays, logical problems, etc., included to
captivate the learners' motivation and personal involvement in

the tasks.
Finally, we make ours Strevens' words:

"It is a practical requirement of the LL/LT

process that learners should have available

to them an extensive range of different ma-

terials. And it follows from the nature of

teaching from among an even greater range...
The bigger the choice the more effective the
teaching."

(77, 27)

Coniclusion

In this chapter the learner's contributions were considered
a cruciql factor for curriculum and materials design. It is
vital to know at which stage the learner is, his past experience,
and his present expectations. The English curriculum was then
carefully analysed with special reference to what the learner

brings to the teaching—learning process. The focus of each of



CHAPTER 2

THE THEORETICAL BACKGROUND TO LANGUAGE

LEARNING AND ITS METHODOLOGICAL IMPLICATIONS

The previous chapter has outlined the setting and the
learner's characteristics. It is now necessary to examine the
theory of the nature of language and language lerning which
served as the basis for the preparation of the AIM. The first
section of this chapter deals with the communicative approach
to language teaching as this characterizes the tasks. As the
activities are devised for developing oral fluency in the
target language the second section looks at some implications of
a communicative approach to the teaching of oral production.

The distinction between 'acquisition' and 'learning', taken from
the work of Stephan Krashen, leads to section 3, 4 and 5 in
.which syllabus design, materials, and methodology are carefully
discussed in the light of an emphasis on the development of

acquired knowledge.
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2.1. The Communicative Approach

"The communicative approach, as developed
in the project of the Council of Europe
(Ludwigshafen, 1970), is not the 'new
religion" that will replace an older one,
but an overall approach and attitude

toward the teaching and learning of foreign
languages that may well be infused into

our present curricula and teaching" (Krumm,
1980:71).

The notion of language being communicative is no stranger
to the field of linguistics. In the early 1930's J.R. Firth was
already exploring it. Firth's ideas, however, were rejected in
favour of the notion of language as a system of grammatical pat-
terns. This was originally expounded by the-Bloomfieldian school
of thought which focussed primarily on form and structure.
Linguists and language teaching followed Bloomfield's lead for

the next twenty years.

The early 1970's, however, was strongly characterized by
an interest in a communicative approach to language and language
teaching. The theoretical framework for such approach stems
from a sociolinguistic view of knowledge and communication.
Halliday is concerned with language use to account for the
language functions realized by speech. Hymes incorporated
Chomsky's competence/performance concept of structural linguistics
into a broader concept of communicative competence. Wilkins in
particular develops a system of categories by means of which it
would be possible to specify the communicative needs of the
learner working within a European context. It is at this point
that notional, functional, and communicative syllabuses start to

be designed.
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The linguistic development described above takes us to
our present decade, the 1980's, in which the term communicative
is used to cover a wide variety of approaches and methodological
procedures. As this thesis draws on a communicative methodology
to language teaching we will trace some brief considerations of
what is to be understood by 'communicative language teaching'

in the scope of this work.

Keith Johnson's words below suit perfectly our intended

definition:

"In the most general terms we may say that a
'communicative language teaching' is one
which recognizes the teaching of 'communica-
tive competence' as its aims. It is on this
level of aim that such a language teaching
distinguishes itself from more traditional
approaches where the emphasis is heavily on
teaching structural competence. We may thus
see the revision of aims as an enrichment -
an acceptance that there are further
dimensions of language which need teaching"
(1981:10). ‘

It is in this sense of enrichment that a communicative
teaching opens up a wider perspective on language. We do not
stop at the teaching of language forms; we also examine how the
learners can use these forms when they want or need to communi-
cate. Language, this way, is used for é required communicative
purpose; as a means to an end: a medium of social interaction.
And this is the idea underlying the proposed materials in this
work: to suggest activities through which the learners can make
use of structures as a means of communicating. In this way the
problem of the structurally competent but communicatively
incompetente student mentioned by Johnson (1981:10) is expected

to be solved.
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It may be wise at this point to make it clear that the
approach discussed above does not imply that structural practice
is to be excluded from programs aiming at the development of
communicative ability. Structural practice may be a useful tool
at specific stages of the learning process. Parallel to the
communicative activities the teacher can organize controlled
practice of language forms which will lead to more effective or

approapriate communication.

What we notice, then, is a shift of orientation from the
formal to the communicative properties of language; a need
"... to emphasize the ability of the student to use his limited
amount of language for as wide a range of purposes as possible..."

(Brumfit, 1980b:118).

2.2. Communicative Oral Production

In the particular case of the AIM whose primary goal is
the development of oral expression, a communicative teaching will
have to provide specific opportunities to talk in quase-realistic
situations, without technical accuracy being a main concern. By
accuracy we mean "a command over the grammatical and syntactical

structures of the target language" (Davies, 1980:99).

To this end the AIM centre on communication rather than
on items to be learnt: fluency is given a central place in
them. Fluency should be understood here as '"the ability, to
express one self without undue hesitation in a given situation,
whéther in speech or writing" (cf. Davies, 1980:100). When the
goal is to develop communicative effectiveness, as Allwright

points out,
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"... focus on linguistic accuracy ... can

easily be counterproductive, of course,
tending to produce learners afraid to
risk using the target language for fear
of making some linguistic mistake that
may well be almost totally irrelevant
to effective communication" (1980:175).

An emphasis on fluency, however, is not to be taken as a
devaluation of linguistic accuracy. On the contrary, it is to
be seen as a means of bulding up the learner's confidence in his
ability to communicate in English. And this development of
communicative self-confidence in the learner may be crucial to
his further linguistic development in the last semesters of the
course: freedom from problems of communicative insecurity may

facilitate the development of linguistic accuracy.

Accuracy and fluency, then, are two aspects of the
process of learning a foreign language. Maley (1980) uses the
distinction established by Stephan Krashen (1977) to skilfully
associate fluency training with 'acquisition', and accuracy
training with 'learning'. According to Krashen the process which
everyone uses to gain control of the native language is 'acquisi-
tion'. It grows out of the interchange between a child and its
environment. 'Learning', on the other hand, is what has been
consciously abstracted from experience; it is a process that

results from conscious study.

Krashen and others have carried out research on the rela-
tionship between 'learning' and 'acquisition' of foreign langua-
ges by adults. The interpretation of this 'research has received
the name of 'The Monitor Model'. According to Krashen's monitor
model of second language performance the 'acquisition' process

remains available to adolescents and adults, at least to some
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extent. 'Acquisiton' comes to be a subconscious process of
'creative construotion' by which the learner internalises the
rules of the second language. Meanwhile, when the learner's
attention is focused on linguistic forms and he has plenty of
time for thinking, it is more likely that his language perfor-
mance will be mostly influenced by 'learning'. 'Learning', then,
is enacted by study, while'acquisition' is not. As a result,
these two aspects of the learning process lead to different

kinds of knowledge which govern language use. To quote Krashen:

"My model does predict that acquisition and
learning are interrelated in a definite way,
and that acquisition is far more central than
learning in second language performance;
specifically, we initiate utterances using
our acquired competence for normal second
1anguage performance, that is, our fluency
in using second languages comes from what

we have acquired, not from what we have
learned. Learning does have a role, but it
is a rather small one: It can be used only
as a Monitor" (1978:10).

Krashen's monitor model is of specific interest for the
kind of tasks we have devised in the AIM.
It makes 1t easier for us to identify the nature of the lear-
ner's language development process. The fact that the proposed
activities demand that the formulation of utterances and the
processes of selection which precede it be made extremely
quickly, that is to say, within 'real time', implies that it is
the process of acquisition that is going to be in greater
operation. Since the learners will not have time to study what
they say at length before converting their various psychological
and conceptual meanings into the oral mode, the whole process is
likely to be instantaneous, with the learners drawing mostiy.on

'acquired' knowledge, rather than on 'learnt' knowledge.



46

If we want our teaching to be communicative and to focus
on language acquisition we must pay attention to questions of
syllabus design, materials and methodology. This is what we

will be concerned with in the next sections of this chapter.

2.3. Syllabus Design

Although it has been suggested that for theoretical and
practical difficulties the absence of a syllabus for language
acquisition is the soundest proposal at the present moment (Cf.
Ellis 1982), we would say that the viability of a syllabus whose
emphasis is on orél fluency is not at all impossible. This is
so because classroomsare always concerned with both acquired and
learnt knowledge. Our purpose is to focus on the first one,

rather than to separate the two.

A communicative syllabus must start with a relationship
between the goals to be achieved and learning theory. The lear-

ners' needs and the learning processes will have to surface in a

generalised way, since "a syllabus 1s necessarily a generalisation

to accomodate different learners'" (Brumfit, 1980a:4%). In broad
terms we could say that the view of the nature of language
underlying a communicative syllabus, is that of a generati&e
system which all human beings are able to acquire. Such a view
implies that the learners are not learning a limited set of

behaviours, but acquiring a capacity to produce those behaviours.

As we intend to develop fluency in the communicative
process through task-oriented teaching, it seems to us that the

syllabus would grow organically from the units of activity. The
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items in the syllabus would be predetermined and/or selected
‘after the activities have been accomplished, according to
linguistic and cogﬁitive difficulties to be expected or already
experienced respectively. This way to organize syllabus design
is in our view advantageous to the teaching-learning process,
in that it allows for an implicit flexibility in the systema-
tization of the syllabus itself. The advantage of having post-
selected items lies in the -fact that the syllabus becomes
learner-determined rather than teacher-determined. In other
words, the teacher provides and structurés the major part of the
input, but the learner structures the learning. It is in this
way that a communicative syllabus is negotiated between teacher
and students alike; it expresses the relationship between them

with consideration for the conditions in which they work.

The question of what items to choose as the basis for the
syllabus organization is rather a difficult one. The purpose of
focusing on the development of the communicative use of language
imposes upon us the need for communicative activities (projects,
games, simulations, etc.) organized in a systematic way, as a
regular part of the language program. Hence, the core of the
course is likely to become a series of these activities demanding
communication to be accomplished. The main factor concerning the
selection of communicative activities should be their potential
for engaging the learners' attention and for involving them
directly in the use of language in a creative, open-ended, and

.

unpredictable way.

However, it would be extremely difficult to design a

syllabus to teach the language system on the sole basis of commu-
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nicative activities. We need far more research into learners
strategies, both in foreign language acquisiton and mother
tongue acquisition to be sure that we are going any further in
the specification of the items to be taught. According to
Brumfit the only type of syllabus which can be held to relate
to learning theory by virtude of serving as a plan to teach a

system 1s the grammatical syllabus. To quote him:

"... in the present state of our knowledge

it is difficult to see how any teaching
system other than the grammatical one can

be related to learning. Allowing for fuz-
ziness at the edges, the grammatical sys-

tem gives us a generative framework which

is by nature economical and capable of being
systematically ordered for teaching" (Brumfit,
1980a:5).

The kind of grammatical syllabus proposed by Brumfit,
however, can be no more than a starting point. It is Brumfit
himself who suggests a compromise between the grammatical syllabus
and the functional/notional syllabus. His proposal is to have
the grammatical system as the core of the syllabus with 'all other
essential material' appropriately related to it. He thus concei-
ves the syllabus as a grammatical ladder with a functional-
notional spiral around it:

Figure 2.a.

| Functions ’
+

(Reproduced in Brumfit, 1981 :50)
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External factors defined by the specific teaching-learning
situation such as the need to include information about the
target culture will impose some modifications in the system the
syllabus is based on. Besides that, the specification of the
items in such a syllabus being a descriptive one, and therefore
static, leads us to think of the major problems involved in the
translation of static descriptions into the dynamic process of
classroom interaction. In our view a possible way to cope with
these problems is to return to the point where we started fhis
discussion: the provision of a series of situations demanding
communicative activities of various kind. The whole process then
is in the end cyclic: from communicative activities to gram-
matical and functional specifications, back to communicative

activities, etc.

Though far from being ideal this kind of syllabus presents
the advantage of encouraging both accuracy and fluencyj; the former
through the development of the grammatical part, and the latter
through the functional/notional part which aims at language use,
and therefore at fluency. This syllabus stands as an alternative
to traditional syllabuses which have always had a basis in the
accurate construction of the target language, and a tentative to
adjust content to the requirements of the learners and the

exigencies of the teaching situation.

2.4. Communicative Language Materials

To be used successfully as a stimulus for language

acquisition materials must provide the learners with opportunities
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to create and shape. To this end materials should not determine
in detail the linguistic or conceptual content of what is to be
produced, so as to give the learner the chance to be actively
involved in his learning process, and to operate his own learning

strategies. As Allwright puts it,

"... we are not going to want, I suggest,

materials that pre-empt many of the decisions
learners might be trained to make for

themselves. We are going to need learning
materials rather than teaching materials"
(1981:14).

The point that Allwright seems to be making is related
to the question of 'who should do what' in the management of
language learning. Materials which emphasize teaching rather
than learning require excessive work on the part of the teacher.
This may result in a learner 'underinvolvement', in that the
teacher does much of the work the learners could more profitably
do for themselves. By contrast, materials which emphasize
learning require the learners' active participation in decision-
making and in the whole business of the management of language

learning.

Such a concept of materials implies that there will be
no predictable route through the materials; the communication
they entail is cooperatively negotiated and jointly interpreted,
never predetermined. Consequently, materials cease to be ends
in themselves and become resources for the teaching-learning
process. In this sense, they act as a link between the learner,

the other learners, the teacher, and the target.

\

If materials are to be seen as appropriate resources to

the teaching-learning process, they will have to account for the
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actual situation in which they will be used. Each teaching-
learning situation reflects some particular socio-cultural
characteristics which'somehow surface in the ways the materials
are interpreted. Unless materials are adapted in some satisfac-
tory way to be reinterpreted by different users they cease to

be significant to the demands of a given teaching-learning si-

tuation.

Candlin and Breen very concisely express'the role of
materials in the way that they serve as resources to the

teaching-learning process when they say:

"Activities and tasks need therefore be less
concerned with providing answers than with
posing problems for joint interpretation, and
with encouraging the sharing of expresion as
springboards for other activities and tasks
beyond the materials. Simply, materials
should be a provider of potential for
activities and tasks as well as incorporating
their own" (1979:208).

In our view, the means to reach this goal is to have activities
which present communication problems of sufficient intrinsic
interest to capture and maintain the learner's involvement in
the process of actual communication in the classroom. This
implies, of course, that the activities will help the learners
to have a purpose to communicative, create a desire to get
meanings across through a flexible and dynamic system that
provides them with the means for creating new messages for them-
selves and for others. In this way, even if the desire to com-
municate is created artificially it will stimulate the greatest
amount of personal reaction and give the learner the maximum

chance of active productive participation.

An initial step in this direction is the development of
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learner independence from the teacher. If materials are to lead
the learners into developing communicative competence, they must
provide context for the learners to share their collective
knowledge and learn from each other. In this sense, the learners
would be to a large extent responsible for identifying and
repairing their errors, and for developing their own criteria of
correctness and appropriateness. The outcome would be learners
interacting on equal terms with their interlocutors in meaningful

situations.

To experience speaking and acting not in a student-teacher
'hierarchy, activifies like games, role-plays, and projects are
necessary. These types of activities are designed to elicit
creative learner talk by encouraging them to express their ideas
without interrupting the verbal interaction. These are the kinds
of activities proposed in this thesis: activities which are
motivating in themselves in such a way as to have the learners'
attention focused on the content of what they are saying and on
the successful completion of the task, rather than on the form
of the utterances. We believe that excessive worry with
linguistic forms in this context may hinder the development of

communicative skills.

To try to replicate the process of conversational
interaction these activities are in almost every case charac-
terized by the presence of an element of doubt. This element
surfaces in the activities as some kind of information gap which
the learners have to bridge in approapriate ways. The complexity
of this information gap varies throughout the AIM. In some of

the activities, like 'Spot the Difference', the necessity to



53

close the gap is fundamental to the completion of the task, for
unless all the participants exchange their personal information
they will not be able to complete the activity successfully. In
other activities, such as 'Selecting your Teacher', this
information gap surfaces more in the way of an opinion gap which
although not obligatorily should preferably be cooperatively

bridged by all the participants.

It follows from the above that the decisions concerning
the content of materials which incorporate a view of language
as communication are closely related to decisions concerning
activities and tasks. As Candlin and Breen state, "Activities
work upon the Content, and Content should serve the activities"
(1979:201). The ways in which learners may be cognitively and
affectively involved in the communicative tasks come to be a
major concern not only for materials design but also for the

selection of classrcom activities.

Having considered the nature of communicative activities
in language materials it i1s now necessary to examine the teaching
procedures to be associated with them. Although these procedures
are not yet established in precise ways as to characterize a
'method' in the conventional sense, we may at least speak of a
corpus of current existing methodological guidelines which may
be considered as the underlying principles of a communicative

methodology for language teaching.
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2.5. Communicative Methodology

Barnes' views of learning as communication sets us the

basis for an appropriate communicative methodology. He states:

"... curriculum should be treated as composed

of meaningful activities; and ... amongst
these activities are those we call communi-
cation. Not only is talking and writing a
major means by which people learn, but what
they learn can often hardly be distinguished

from the ability to communicate. Learning
to communicate is at the heart of education"
(1975:20).

Communication in Barnes' sense is intrinsic to the learn-
ing process. Consequently, for learning to take place the
learner has to be faced with tasks which activate him. It is
in this sense that a communicative methodlogy starts from com-

munication, with challenging activities.

Such a point of view can also be extended for a communi-
cative approach whose main goal is 'acquisition', as defined by
Krashen. A methodology that will encourage acquisition must
leave the learner free to find his own route. The teacher can
provide good conditions for learning to take place, by helping,
advising and teaching, but learning itself is to a large extent

the learner's responsibiliy.

One consequence of this is that language teaching ceases
to be a purely technical operation isolated from the educational
context in which it is embedded, and becomes closely related to
the development of the learner's cognitive and cultural processes.

The foreign language is thus considered as an educative subject.

A consistent communicative methodology, then, is more than

just a question of materials and classroom techniques. It focuses
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on the learner from the very beginning and seeks to exploit the
classroom in terms of what it can offer as a resource for

learning. The classroom, as Breen and Candlin write,

"...can become the meeting-place for realistic

motivated communication-as-learning, communica
tion about learning, and metacommunication. It
can be a forum where knowledge may be jointly
offered and sought, reflected upon, and acted
upon" (1980:98).

Although some present methodologists' belief that
materials designers and teachers should find ways either to
represent the reality of the outside world in the classroom, or
to simulate it with the help of communicative methodology, we
are much more in favour of Breen and Candlin's view that the
classroom does not necessarily need to be changed or disguised
in the hope that it will momentarily serve as some kind of 'com-
municative situatioﬁ' resembling situations other than its own.

To quote Breen and Candlin again:

"The classroom itself is a unique social environ
ment with its own human activities and its own
conventions governing these activities. It is
"an environment where a particular social-psycho-
logical and cultural reality is constructed.
This uniqueness and this reality implies a com-
municative potential to be exploited, rather
than constraints which have to be overcome or
compensated for" (1980:98).

In contrast to learning undertaken beyond the classroom
which is often an individual enterprise, classroom learning is
characterized in a group context. To promote communication
this context must be settled on the basis of group cooperation,
group encouragement, and group support. This is the principle
in the AIM which are almost all designed for pair and group

work. In the subsection below we will analyse the ways in which



56

'

group work can be a means of creating meaningful communication

in the classroom.

2.5.1. The Learner and Group Work

Group work activates the learners in a way few techniques
do. It places the responsibility of defining and achieving goals
in the learners' hands. Even if they take some time to get
accustomed to group activities, and this is to be expected,
learners soon find out that they are expected to take an active
part in their language-learning process, by formulating their
own hypotheses and evaluating them for themselves. They also
realize that they cannot act mainly as receivers any more;
divided into groups they have to work to a large extent on their
own, as 'agents in their own learning', in order to carry out
activities that are organized around themselves rather than
being based on teacher presentation. Authority, in this way, is
not in the teacher's hand: the group becomes the authority. It
sets up its own working procedures and it is through the learners'
cooperation and responsibility that decisions are made and

problems solved.

If the teacher's authority recedes the learners find a
way to draw on their own resources. By taking a 'back seat' in
a language classroom the teacher teaches the learners not to
see him as the only source from which all wisdom springs. As a
consequence they start to develop their own 'inner criteria' to
communicate in the target language either through acquired

knowledge or transfer from learnt to acquired knowledge. This
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way they are forced to work more, to develop their expertise as
learners, thus playing a responsible role in the management of
language learning. Evidence shows that in such circumstances
the learners rely on one another as sources of knowledge, and
it is then that peer teaching as well as self and peer correc-

tion take place.7

The ways in which the learners learn in groups without
the teacher present is thoroughly examined by a number of
writers. Barnes, in particular, studied learners' interaction

in relation to learning. To quote him:

"... the kind of learning which can go on in
the groups is a matter of using language on
the one hand to animate and reshape existing
knowledge, and on the other to try out new
knowledge as a way of reinterpreting the old"
(13875:87).

It is in this sense that while working in groups the
learners have the opportunity to relate new experience to
previous knowledge and re-organize familiar experience into new
forms. 1In foreign language teaching, fdr example, this may mean
the development of the learners' ability to transfer their
knowledge of the mother tongue to the target language in order
to cope with the challenge of accomplishing a communicative ac-
tivity.

Another relevant aspect of a communicative methodology
heavily influenced by group work, especially if we have in mind
the development of oral skills, is the distribution of the

talking~-time in classroom interaction. Considerable research

7For a detailed account of the ways in which the learners interact
in a foreign language during group work see Bazzo 1983.
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has been done in this area, and we would like to draw particular
attention to Flander's work which notes that although the aim of
the teacher is to have the learners talking, it is the teacher
himself who talks most of the time. He states:

"In the average classroom someone is talking

for two-thirds of the time, two thirds of the

talk is teacher-talk, and two-thirds of the
teacher-talk is direct influence" (1872).

Group work functions as an alternative to the situation
described above: the learners become more vocal and the teacher
consciously more silent. The amount of talking is thus multiplied
inside the classroom; that is to say that if the class is divided
into § small groups there will be 5 times the amount of talking
as compared to a normal full-class discussion with almost only

one learner speaking at a time.

We cannot assume, however, that the learners naturally
start talking in the target language as soon as they get together
in their small groups to work without a constant direction from
the teacher. Successful group work depends strongly on two major
variables: the nature of the tasks and the environment conducive to
language learning. The former has been throughly discussed
previously in this chapter; the latter deserves some considera-

tion.

Learners have to be provided with "an environment within
which they can communicate easily and freely" (Byrne 1976:80).
If they do not feel comfortable with each other and with the
teacher they will not be able to talk with reasonable ease and
coherence. TFor this reason it is vital that the teacher

experiment with strategies that build learner self-reliance and
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self-esteem. The result can be an environment that supports

the individual in his effort to learn.

It is by feeling that they are part of a group that the
learners lose their fear of making mistakes and discover that
they can learn from one another. Once barriers, anxieties and
defenses have been removed, or minimized, the group functions
as a source of motivation in effective foreign language 1learn-
ing. English, then, becomes a language through which learners
discuss a topic, tell a joke, act out a situation andbcommuni—

cate their feelings.

Now we ask: what roles, functions and attitudes are
required of the teacher to meet the demands of this kind of
learner-centred language teaching? The subsection below is a

tentative answer to this question.

2.5.2. The Teacher's Role

From the discussion above it is understood that the
teacher does not operate as the 'knower' and the learner as the
'information-seeker'., Drawing on Paulo Freire's 'banking'
concept of education (Freire, 1972), we would say that the
teacher's task in a communicative methodology is not to 'fill'
the learners with content as in the relation 'depositer' x
'containers'. This would be allied.to the notion that knowledge
is given to recipients who are ignorant, and that knowledge is

unrelated to a supposed change in ability.

At the other extreme of 'banking' education, and it is

Freire who contrasts the two, is the idea of a problem~-solving
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education which places the learners' intention at its centre.

This concept of education implies, as Barnes points out, that

"the learners not only receive messages from
the teacher but also articulate their own
understandings. The two are engaged in
formulating knowledge" (1975:92).

It follows from this that to meet the requirements of a
communicative methodology the teacher should relinquish his
place as the 'transmitter of knowledge' and become more like a
facilitator or helper. This teacher's withdrawl may be seen as
an alternative to the kind of teacher's interference that not
rarely frustrates the learner in his task of discovering how to
learn and how to relate himself to what is being learnt. It
can also be considered as a technique for placing the
responsibility for learning on the learners. This way the
teacher becomes an interdependent participant in the teaching-
learning process who shares the responsibility for the development

of this process with the learners.

Barnes does not consider the role of the teacher
specifically in the field of language learning, but Caleb Gattegno
does. He suggests that the teacher's role is to develop the
abilify the learner brings with him to generalize and classify
information, thereby producing unique utterances in the new
language. The source of this ability lies in the fact that the
learner has already mastered his own native language. In
Gattegno's words the teacher, then, is a 'source of reference'

(Cf. Gattegno. 1970).

How, then, can the teacher be a facilitator, helper or

source of reference? Earl Stevick writes that the teacher
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should devise situations in which learners actively participate
with ease and pleasurej; he should also help them to discover
what is expected of them while at the same time showing
permissiveness, warmth and acceptance so that an atmosphere of
solidarity and cooperation is created within the confines of

the classroom. He goes on to say that dependency on the teacher
should be limited to looking to him for general guidance on how
to proceed, and for clarification of what is happening (Cf.

Stevick, 1976).

The creation of a permissive psychological climate in the
classroom favorable for learning has much to do with the teacher’'s
attitudes, his own personality and behavior. It can only be
established if the teacher trusts the group to the extent of
sharing himself with the learners, his feelings and his thoughts,
without imposing himself and manipulating the learners into doing
what he wants. Besides this, an acceptance classroom atmosphere
requires that the teacher remain alert to the expressions
indicative of deep or strong feelings. By communicating his
empathic understanding and attempting to have threats to the
"self", such as humiliation, scorn, contempt, etc., lowered to a
minimum the teacher can manage to be supportive within a class-
room climate with a community spirit adjusted towards learning

(Cf. Rogers, 1969).

In such an environment it is easy for the teacher to set
up the tasks and the ground rules. He then can function as
'onlooker', moving from group to group, listening, observing
what is happening, preventing reversion to Portuguese and re-

minding some groups to reduce their noise level if necessary.
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He can also be a temporary member in a group, who is expected
to fit into the existing work organization. If asked to'give
an apparently unattainable answer to a problem, he should
attempt to guide rather than inform, by asking the group
'attention-directing' questions, thus challenging the learner's

innate language learning capacities.

Backing down from his function as onlooker to assume an
alternative role that will give him the chance to be in a much
closer relationship with the learners, the teacher can act as
"a 'partner' in much the same way as does the parent in first
language acquisition" (Ellis, 1982:76). When taking this role
the teacher has to perform as an average learner and act as such
with his partner or within the group. This, of course, is not
an easy Jjob for teachers who are used to supplying the 'correct
behaviour', and it may take some time for them to play this role

in a comfortable and appropriate way.

It seems to us that there is still a further role for the
teacher which somehow surfaces in all the previous ones analysed
in this work, namely, the one of a researcher. The classroom,
within its very particular environment, becomes a laboratory for
the research-teacher: a catalyst for the development of new
learning theories, techniques, strategies, and.materials. In
fact, this thesis, as we have said before, had its origin in the

everyday practice of our work as a classroom teacher.

The last function concerning the teacher which we will
analyse here is the one of handling mistakes. If genuinely
fluent practice is the goal of a language course, mistakes of

various kinds will certainly be made. These can give the
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teacher some insights into the problems the learner is facing
and somehow overcoming. From this point of view mistakes can

be considered as part of the language learning process.

Although a communicative approach implies that the
teacher does not correct every erfor, it does not provide him
with a sblution to the problem of mistakes. However, an
analysis of the pfinciples underlying the aim of developing
communicative ability may guide the teacher into deciding which
errors should be tolerated and which ones should deserve special

attention. As Littlewood points out:

"A crucial problem for language teaching is to
what extent the linguistic medium should be
intentionally raised into the learner's
consciousness in order to facilitate the
process of acquisition. And to what extent
by giving priority to the creation of real-
istic communication situations, the learner's
consciousness should be distracted from the
medium on to the message in order to facili-
tate the process of genuine communication"
(1975:18-19).

In our point of view, in a course aiming at the development
of oral fluency, only the errors which hamper communication
should be overtly corrected. Once the teacher has decided which
mistakes to correct he should try to present the corrections to
the learners in a fairly organized way. Going over the cor-
rections the teacher should be careful to not discourage the
learners in their effort to try to express, something they are
not quite Sure how to say. The kind of criticism which devalue
what the learners have constructed should be avoided. It might
ultimately destroy their confidence in their ability to communi-
cate in the target language. An appropriate way to correct,

then, would be the one which strengthens the learners' confidence
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in their attempts, however primitive, to use the language.

In order not to make unrealistic demands on the learners'
performance only the errors which are within the learners' com-
petence should be pointed out to them. Overwhelming the learners
with great quantities of corrections may be totally unproductive,
and in any case the postponement of the necessary corrections
until after the activity might be a wise procedure to prevent a
shift of focus from meanings to forms during the completion of

the communicative tasks.

In the light of what we have examined above about the
teacher's function within a communicative methodology we can say
that there is a need for teachers to interfere less in the
language learning process. Less teacher conducted learning, how-
ever, may require thorough training and methodological initiation

on the teacher's part.

Another componente deserving careful discussion in this
process of transferring the responsibility of language learning
to the learner is feedback. Although there is no complete
agreement about the role of feedback in courses which adopt a
communicative approach, we will try to analyse what we consider
an appropriate and consistent feedback section within the context

of the AIM.

2.5.3. The Feedback Section

We see this crucial aspect of methodology as a continua-

tion of the learner's work and an extension of the teacher's
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role in foreign language classrooms.

When learners are working together they naturally '"receive
feedback from their interactions (i.e. how much they understand
and are understood in discussion groups )" (Chinnerer-Erben,
1977:16). This, however, does not seem to be sufficient; there
is still a need for a more structured section whose focus would
be specifically on the feedback of what they experienced in the
communicative activities, for adults seem to benefit from formal

instruction.

Now, the question to answer is: what should the nature of
this feedback section consist of within the context of a communi-
cative methodology? In our point of view the aim of the course,
among other relevant factors, plays an important role in de-
termining the answer. If the first goal of the course is, and
indeed in our case it is, to develop communicative self-confidence
in the target language through oral fluency, then the feedback
section should not focus on the learner's errors by providing
correct answers and solutions, but lead the students into
subconsciously trying hypotheses about the language. Explicit
feedback in the AIM would be rather accidental, since "it is
only by chance that the relevant linguistic forms are considered
in close relationship to the communication situation" (Chinnerer-

Erben, 1977:18).

One way to avoid explicit feedback given by the teacher
on linguistic accuracy that might inhibit the learners and
destroy their self-confidence to express themselves in a foreign
language, would be to provide them with situations in which they

could compare results among themselves while at the same time
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evaluating their success or failure in communicative activities.
What I propose in the AIM are feedback sections with cross-group
reports, panel presentations, short sketches, full class
discussions to get a general consensus on a discussed topic,
etc. Each idea for activity is followed by one or more sugges-

tions of this kind of feedback.

Some learners used to a teacher-centred approach may tend
to regard these feedback sections as a form of assessment - the
means by which the teacher can check that the work has been done.
Such an idea should by all means be corrected. They should be
led to see the feedback work as a communicative task in the first
place; something that could help them to develop their ability
to discuss the success and difficulties of their own classroom
communication. In this sense, then, feedback sections can enlarge
their self-critique and self-awareness experience. This concept
of feedback is part of the whole context of attitudes to learn-
ing and attitudes to education in the widest sense, discussed

previously in this chapter, sections 2.5. and 2.5.2.

It is not enough, though, to have the learners aware of
the role of feedback in classroom situations. In order to have
their attention drawn to it the feedback section should be well
structured and organized. Our suggested feedback sections

attempt to call the learners' heed in three ways:

a) By having a well defined objective in itself;

b) By dealing with related topics the learners have al-
ready discussed to a certain extent;

c¢) By presenting an element of newness, be it from the

learners themselves or from another source.
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At this point of our discussion it is important to
consider what the teacher can do with the results from the feed-
back sections. As we see them these results may guide the

teacher in two major ways:

a) The choice of activities which would be appropriate
to the level of the learners in relation to their
motivation, interest and preferences; and linguistic
abilities.

b) The sequence for focusing on linguistic features.

The latter implies that instead of preselecting and prede-
termining the order in which learners will encounter features

of the target language, the teacher bases the ordering of the
elements of the language in relation to what the learners.
already know, what they are 'ready' to learn and what they need
or want to learn. This idea is related to what we have discussed

in section 2.3. of this chapter.

The feedback sections proposed in the AIM have been tried
out with our learners and it is hoped that, as happened to us,
they lead to a careful consideration of the student audience -
the element that makes the activity communicative, thus becoming
something more than just an academic exercise in the manipulation

of linguistic realisations (Cf. Hutchinson and Klepac, 1982).

Conclusion

This chapter has examined the theory of language learning
within the scope of a communicative approach. The nature of

language was seen from a sociological perspective and the commu-
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nicative approach was viewed as an overall approach and attitude
toward the teaching and learning of foreign languages. Krashen's
distinction between 'acquisition' and 'learning' led us into a
more precise definition of goals for the development of fluent
oral communicative abilities. The means proposed to reach this
goal are activities with great potential communicative value
designed to involve the learner in the process of sharing,
negotiating and creating meanings. These activities would be
the basis for a multidimensional syllabus which could also
contain items of communicative strategies, notions, functions,

grammatical structures, etc.

Communicative materials were viewed as learning resources,
never directing the teaching-learning process. To this end it
was suggested that materials should pose problems and challenge
the learners' curiosity. The learners should find their own
route through the materials and determine to a large extent the
ways in which the course would develop. In this sense the
learners would have the chance to take an active part in
organizing their own learning and to perceive their role in the
educational process. Language teaching, thus, was considered

as part of the wide context of educational philosophy.

Such a conception of learning led us to redefine to some
extent the traditional roles teachers have played in the past
and are still playing nowadays. Instead of being a transmitter
of knowledge the teacher was considered as a facilitator, a
manager, a source of reference, a partner, and a researcher. In
any 6f these roles the teacher would find his own way to lead

the learners into being responsible for their own learning and
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their language development.

Finally, the notion of feedback was examined from the
point of view that it should be provided, shared and analysed by

teachers and learners alike.

The communicative approach has strongly influentiated the
design of the AIM. Their content together with management

implications is discussed in detail in the following chapter.



CHAPTER 3

CONSIDERATIONS ABOUT THE CONTENT OF THE ACTIVITIES

IDEAS MATERIALS AND MANAGEMENT IMPLICATIONS

The setting of the teaching-learning process having been
outlined and the theoretical approach examined, it now remains
to discuss the AIM in relation to their content and suggested
methodology. The activities proposed will be discussed in the
light of the two previous chapters so as to relate them to the
goal of communicative ability and our educational context. It
is inevitable therefore that certain information be recycled to
some extent reflecting the complexity and interrelationships

implicit in the nature of the teaching-learning process.

3.1. Selection of Content

The selection of the content of the AIM was based on two

major factors, the same ones used for the analysis of materials
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in section 1.3.1.1.:

(i) Sensitivity to the teaching-learning situation in
which the materials are to be used;

(ii) Suitability to the particular language teaching
curriculum within which they are supposed to serve

as a resource.

The necessity of materials for fluency practice in the
Letters Course leads to a third factor in the selection of the
content. Specific characteristics and implications of the AIM
as fluency-based materials are then throughly analysed, and
finally the activity typology is presented. The following

diagram i1llustrates the major influential factors in the AIM

design.
Figure 3.a.
Sensitivity Suitability Materials
to the to the for Fluency
Situation Curriculum Practice
Cultural Material Activity- Problem-
Setting Resources Centred Solving

3.1.1. Sensitivity to the Situation

Every language teaching situation presents some
particular characteristics which imposes demands on the

teaching-learning process and, in particular, on the materials
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to be used. In what follows we will first consider the AIM in
relation to the cultural setting reflected by our educational
context, and secondly, we will look at the availability of

material resources.

3.1.1.1. Cultural Setting

The young adult in the Letters Course with his likely
contributions to the learning process was the starting point
for the design of the AIM. Since the activities were prepared
alongside two courses for learners in the 3rd semester, it is as
if the materials emerged from the teaching-learning process
itself, being enacted by the learners and the teacher alike.
Although most of the choices concerning content and method of
the AIM were made by the teacher, the learners' objetives,
expectations and values were also carefully considered in the
activities and tasks proposed, by means of classroom observa-
tion, regular informal discussions and written questionnaires.
In this way we attempted to account for likely differences bet-
ween the materials designer's view of the purposes and the lear-
ners' own perception, thus avoiding idealisation of the materials.
Activity 7, for example, was reviewed in the light of a lear-
ner's specific criticism of that activity in a questionnaire:
the task as it was originally presented was too complex to
beaccomplished; the learners needed more clues to solve the
problem proposed. In fact, this activity has been

replaced by another which was suggested by one of the learners.
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Initially in our project we intended to prepare a
questionnaire to find out which were the topics preferred by
the learners. However, the feeling that the questionnaire would
not reveal actual valuable information led us not to apply it.
We were particularly discouraged by the complexity of organiza-
tion such a questionnaire would require. Take, for instance,
the topic 'politics'. It is so broad in nature that it may
carry different meanings to different people. One may think of
it in terms of edﬁcation, another in‘terms of religion, another
of the family, and even of elections properly speaking. Such a
rich term might be considered an excellent topic by the learners.
?he problem we see, however, is that a learner, for example,
could like to talk about politics in relation to the family but
not in relation to religion. The questionnaire, thus, would

probably offer subject-matter for another thesis.

The learners themselves make clear in their evaluation of
the AIM the diversity of opinions concerning their interest in
the topics discussed. The topic of activity 18, 'The Strike
Dilemma', for instance, was considered of great interest for one
learner and of no interest for another (See Appendix, page 2 ).
There were also discrepancies between our own expectations, as
teacher, concerning the learners' interest in the topics and
their actual judgment. An example of this is the topic of
activity 2, 'Selecting your Teacher', which we thought would be
of great interest for all the learners, but which was considered
as a bad topic by one of them (See Appendix, page 1). As is to
be expected the topics of the AIM are not likely to please every
learner in a class. However, we hope that they please the

majority of them.
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In the selection of topics for the AIM we relied mainly
on our experience of 5 years in teaching English for learners
in the Letters Course. By observing their performance,
spontaneous reactions, and attitudes towards different topics
and activities we believe that we got closer to them in relation
to their expectations and interests. Such an approximation came
to be more reliable with the application of evaluation

questionnaires which the learners answered regularly.

Relevant and interesting topicé which helped the learners
to relate the English'course to the world outside the classroom
were carefully sought for, such as journalism, tourism and
politics. 1In especial we included topics particularly related
to the Brazilian learner nowadays, such as the strike in the
university and the representative items of our country. The AIM
also comprise topics of specific interest for the learner in the
Letters Course, as for instance, curriculum design, the secondary

school, and teaching methodology.

A further crucial factor in the selection of content for
the AIM concerns variety within the activities proposed. Besides
avoiding monotony in the classroom, and consequently, lack of
motivation, varied materials offer the possibility of suiting
diverse learner personalities. Diversity in the AIM is realized
through discussions, games, role-plays, simulations, logical

problems, case studies, etc.

The AIM are likely to look unfamiliar to the majority of
the teachers of English in our country, in that they may not
match the teachers' own experiences and preconceptions of lan-

guage teaching and learning. For this reason it is realistic to
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assume that many of them, and even some of those working at
UFSC, will resist the more informal classroom conditions implied
in the group work approach needed for the materials to be

enacted.

Although current educational practices are gradually being
slotted into the formal pedagogical methods used in the Brazilian
ELT classroom, the commonest image of the teacher is still that
of the sole controller of knowledge. The AIM by encouraging
active involvement of the learners through problem-solving acti-
vities (such as the one about deciding on what is wrong in the
learners' own curriculum), offer the teachers the possibility of
modifying their teaching style, and the learners the opportunity

of being more responsible for their own learning process.

As was said before, a change in the teacher's role from
that of instructor to that of facilitator may require teacher
training which focusses on methodology rather than on " applied
linguistic theory. The training sessions may open up new
directions to the teachers' preferred methodology to the extent
that materials of the sort of the AIM exploit rather than

constrain the teachers' own competence as teachers.

3.1.1.2. Material Resources

A crucial factor taken into consideration in the
preparation of the AIM concerns their presentation and cost.
Although the activities cover a wide range of topics by means
of a variety of texts, drawings and a few suggestions for

recorded materials, we tried to avoid a complex system of
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presentation for them. This way the AIM favour duplicating
facilities. Being home-made materials they do not compare with
the sophistication of actual published textbooks. Nevertheless,
they are perfectly suitable to be given in the form of hand-
outs and cards whose cost will probably be relatively cheap to

our average learner.

The AIM do not require media resources beyond the capacity
of the Brazilian universities to provide. Neither do they call
for special classroom and timetables. However, as group work
is at times likely to yield fairly high noise level it may be
better not to use the AIM in very small classrooms, particularly

when the class has an average of 20 learners.

By beginning from a sensitivity to our teaching-learning
situation we attempted both to avoid letting the AIM become a
constraint themselves, and to provide the means for them to

serve more adequately this situation.

Having examined the extent to which the AIM are related
to the overall situation of the language teaching, we shall now
move on to the more specific context of their suitability to

the English curriculum.

3.1.2. Suitability to the Curriculum

Needless to say, any language teaching materials to be
considered appropriate need to be in harmony with the curriculum
in which they are to be used. This was a main concern in the
design of the AIM. They have been prepared specifically for the

learners in the second stage of the English curriculum of the



77

Letters Course at UFSC. As was mentioned in section 1.2., this
stage comprises the 3rd, 4th and 5th semesters, and focuses on
the development of fluent oral production and written work. In
accordance with the current practice in our curriculum of
offering some independent development of the‘skills, the purpose
of the AIM has been to facilitate oral communication between
learners by suggesting ideas through which teachers can help
learners to interpret, express, and negotiate meanings in English.
The activities proposed aim at developing oral fluency in the
learners so that they are able to talk with reasonable ease and
coherence in a variety of situations. As Rivers and Temperley

state,

"... our goal is for the students to be able
to interact freely with others; to understand
what others wish to communicate in the
broadest sense and to be able to convey to
others what they themselves wish to share"
(1978:3).

The AIM serve as an alternative to the unfocused or
unstructured conversation class in which discussions are usually
dominated by the best students while the rest of the class lies
in a state of shyness, frustration and boredom. As activities
for fluency practice they would need to be part of the foreign
language program of the Letters Course, occuring regularly and
frequently, never considered as a mere opportunity for occasional
light relief. 1In the subsection below we will explore the
implications of making fluency the basic element in language

teaching materials.



78

3.1.3. Materials for Fluency Practice

Although the concept of fluency has already been
thoroughly analised previously in section 2.2., we would like to
reinforce the idea that fluency is concerned with the ease with
which language is produced or understood (Cf. Brumfilt, 1979).
On this basis the AIM suggest some ways in which language can be
used creatively and spontaneously. Since these two terms played
an important role in the design of the AIM it is important at
this point to explore them further. First, we say "creatively"
because we wanted the implicit theory of language in the AIM to
reflect a view of language as communication, characterized by a
dynamic process of relating language forms and language functions.
That is to say that the conventions which link forms and func-
tions vary and are constantly being negotiated among the users
of the language across events (cf. Candlin and Breen, 1979).
When we talk, then, we do not use a static, uﬁchanging existing
language, but we use a dynamic system which we modify and-
recreate. In other words, in communicating we are élways

negotiating meanings. This leads us into saying that negotiation

is at the heart of communication. Consequently, the task for
the learner is to learn how to interpret, express and negotiate

meanings.

In the AIM we attempted to set this task through the
design of open-ended activities which focus on the learner's
creative ability of finding words to express ideas and feelings.
The successful completion of the activities will probably require
that the learners ask questions of themselves which often invitg

elaboration. This elaboration will probably open up possibilities
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for further discussion in which first impressions may be
confirmed and extended or rejected and replaced by others. This
way knowledge will be redefined on the basis of the construction
and reconstruction of meanings. Take, for example, activity 18,
'"The Strike Dilemma', in which the learners are asked first to
make a private choice concerning the future of their teachers'
strike, then to discuss their choice with two or three other
learners so that the grodp reaches a consensus choice, and
finally to report to the whole class what the group decided and
why. Questions such as, 'Are the teachers' motives for going on
strike fair?', 'Should they stop the strike or not?', 'Should we
support them?', 'Is our course being damaged with the strike?‘,‘
and many others are likely to be asked and to lead to lengthy

discussions which will require that the learners adopt the role

of negotiating between themselves to get to a sound decision.

Secondly, we used the term "spontaneously" because we
wanted to have the learners speaking as naturally as possible,
in such a way that their talking mirrored real-life communication.
Since in real communicative situations the goal is not merely
the giving of correct answers to drills, we can presume that the
learners will use all their available resources to perform com-
municative tasks successfully. For this reason the AIM focus on
understandable and relevant communication rather than on gram?
matical accuracy. They provide the learners with plentiful
opportunities to use the language themselves to attain specific

communicative objectives.

Such a concern with the development of the learners'

ability to process creative and spontaneous communication through
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language should not be seen as an attempt to devalue linguistic
accuracy. The massive existing amount of materials and
techniques aiming at the acquisition of language structures
clearly reflects the importance that the mastery of the
linguistic system has received in the learning of a foreign
language. However, we believe that the mastery of individual
structures is just a step towards the broader goal of helping
the learners to use the linguistic system creatively and
flexibly, in such a way as to communicate messages effectively.

To quote Littlewood:

"The most efficient communicator in a foreign
language is not always the person who 1s best
at manipulating structures. It is often the
person who is most skilled at processing the
complete situation involving himself and his
hearer, taking account of what knowledge is
already shared between them (e.g. from the
situation or from the preceding conversation),
and selecting items which will communicate

his message effectively" (1981:4).

Bearing in mind the distinction between natural communi-
cative tasks and linguistic manipulative tasks we would 1like
to make the point that the teaching and learning of these
distinct tasks is not always a clear-cut either-or matter, but
a matter of focus. We are not at all advocating the exclusion
of manipulative linguistic tasks, but rather intending to place
them into a proper perspective. On account of this, the AIM
were not designed exclusively to be used in isolationj; other
kinds of tasks such as exercises and drills should be slotted

into them, whenever the teacher felt it necessary.

However, as in the particular stage of the curriculum for

which the AIM were designed the goal is the development of
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fluent communicative behaviour, the AIM should constitute the
mainstream activity in the course; other activities would be

included as complement to them.

This may necessitate further explanation. Let us suppose,
for instance, that while monitoring the learners' performance
in one activity of the AIM the teacher notices that they are
using wrong question forms systematically and constantly
apologising inappropriately. He may then find it necessary to
give the learners specific training in these particular struc-
tural and functional linguistic components; He will probably
not have difficulty in finding appropriate exercises for this
purpose in the wide range of structural and functional materials

available on the market.

The priority given to fluency over accuracy in the AIM
should be seen as an attempt to face the problem of learners who
are unable to communicate even after a number of years of language
instruction. This problem seems somehow to be related to the one
of the structurally competent but communicatively incompetent
student mentioned earlier in this work. Good examples of such a

situation are mentioned in Primary French in the Balance

(Burstall, 1974) where secondary teachers comment on the abilities

of audio-visually trained primary school children:

"We found that although at first they had more
confidence in speaking French, they only re-
produced the set phrases they had learned and
they experience the same difficulty as other
pupils in manipulating the language and in
transference."

"A problem is in developing the highly struc-
tured sentence patterns of the primary stages
into more fluid conversational form. We must
confess to being a little disappointed at
times with the limited conversational powers
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of new entrants compared with their ability to
reproduce memorized patterns and drills. There
is some evidence that such dependence on rote
learning may actually inhibit any natural
inclination towards a less rigid form of con-
versation" (Burstall 1974, cited in Butzkamm
W. and C. J. Dodson 1980:294).

On this basis we are led to consider the traditional
concern of foreign language teaching methodology with complete
grammatical accuracy as not totally appopriate when it comes to
the acquisition of conversational skills. The AIM, by focusing
on the coherence of the learner's conversation, attempts to
follow a new methodology which implies reducing the emphasis on
grammatical correctness in favour of communicative effectiveness.
This 1is to be expected in situations in which the learners by
creating their own sentences are given the chance to express

hypotheses about linguistic usage.

The ways we devised for the AIM to involve the learner in
making linguistic choices that would not be mechanical but

related to specific meanings to be conveyed are discussed below.

3.1.3.1. Activity-centred Materials

To speak spontaneously the learner has to be placed into
a situation where he feels a need to communicafe. In the AIM
this need to communicate is created through the setting up of
activities which the learner has to accomplish through verbal
interaction. It is mainly for this 'activity' element that
his speech becomes purposeful and meaningful; it provides the
learner with the means to satisfy immédiate needs other than

those of language itself.
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This way, an appropriate context is created for language
learning to take place through natural processes: the learner
learns the language by doing things with it or by merely
accompanying the doings of things with it. This doing, however,
must be understood in a more comprehensive way than its literal

meaning. Barnes makes this point very clear when he writes,

"what pupils learn must be closely related
to what they do, but 'do' here includes
what interpretation they put upon their
actions" (1979:20).

For this reason the AIM aim at stimulating a lot of
personal reactions while at the same time giving the learner
the chance to express these reactions authenticaliy as an
individual. In activity 19, 'Advertisements', for instance,the
task of analysing advertisements of several kinds to select the
best ones offers the learner the opportunity to lose himself
sufficiently in the activity to react personally, creatively
and spontaneously to it. The same happens with activity 22,
'Sound Sequences', in which the learner is stimulated first to
interpret the sound sequence, secondly to express his opinion,
'and finally to defend it before his colleagues. The AIM, this
way, are to be seen as resource materials serving "as a means
for sensitising learners to the actual task of learning to com-

municate" (Candlin and Breen, 1879:210).

In addition to these activities which put the learner's
interpretative system into active operation, the AIM present
some activities that are worth doing for their own sake. Take
as an example activity 8, 'Describing Postcards in a Game';

while playing the game the learners were so enthusiastically
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involved in it that the great amount of language produced was
not at all noticed by any of them. The activity was not only
meaningful but also fun for them. In activity 16, 'Building

up Stories', the process was very similar; the learners needed
the language to build the story from the pictures, but this was
of secondary importance to them. Their real immediate objective
was to have a coherent arrangement of the pictures which could"

justify the story they were making up.

From the examples of activities above it can be understood
that the tasks the learner is faced with always require him to
resolve a problem of one kind or other. 1In a way this is a

logical conclusion which we will look at in the subsection below.

3.1.3.2. Problem-solving Materials

Bearing in mind the idea that "Designing problem-solving
activities for materials is, of course, a problem-solving
activity in itself" (Candlin and Breen, 1979:212), it may be
wise to state in precise terms what we have in mind when we use
the word 'problem'. Although "In the everyday lénguage of the
-classroom, any question that is asked of a child is called a
problem, and so, too, is any other set of circumstances where he
has to come up with an answer" (Travers, 1967:255), in the scope
of this work the term 'problem' is used with a more restricted
meaning taken from the field of psychology. For the psychologist
as for us, a human being is said to be confronted with a problem
when faced with a situation in which (1) there is a goal to be

achieved and (2) the individual does not have in his repertoire
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of behavior any readily available response that will permit him .

to achieve the goal" (Travers, 1967:255).

This concept of problem is implicit throughout the AIM.
By offering uncertainty and unanswered questions, the AIM
challenge the learners' curiosity and give them the task to
formulate reasonable answers for the problems involved. In
doing so the AIM force the learners to engage in the formulation
of knowledge and to use and develop the cognitive perceptions

which are so important for the learning process.

The introduction of problem-solving materials in a language
program thus removes total security from our classroom activities.
It poses uncertainty which the learners must reduce and/ér resolve
by groping linguistically between themselves while at the same
time adjusting themselves to other speakers who are in the same

position as they are.

The reduction of uncertainty being made mainly throﬁgh
verbal interaction also forces the learners to make decisions
within real time. They cannot study what is said at length
before producing an appropriate reply. Consequently, the process
of selecting options for the solution of the problems must be

instantaneous, just as occurs in real life situations.

To exemplify the kind of problem-solving activity presented
in the AIM let us take activity 12, '7:00 News'. In this»activity
which is in fact a simulation, the learners work as Jjournalists
who are responsible for an evening broadcast in a local
television. They receive written summaries of important events
which have already happen, are happening, or will happened in

nearby towns. These news keep coming all the time (they are
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supplied by the teacher who passes them to the controller of
the group), and the learners' task is to select the most im-
portant mnews, particularly those which are worthy appearing on
the telly. They have also to organize the news in such a way
to present them in the 7 minutes news broadcast. They have to
decide on who will present what and how. The final stage of
their work is to present the news to the whole class who will
comment on it afterwards. The learners have many other
opportunities of grappling with purposive problems such as
explaining disappearances, finding the best route to take in a

map, planning a trip around the world, etc.

3.1.4. Activity Typology

To present the activity typology of the AIM in a struc-
tured and practical way we devised a very tentative and
exploratory table which shows the objective of each activity,
its main input and output typological characteristics, and‘the

basic process involved in the completion of the activity.

Before presenting the table itself it is perhaps
wothwhile commenting on certain features of it. 1In relation
to the input the activities can consist of visuals or verbal
texts. With exception of activity 20 which consists of cross-
words, all the visuals are pictorial such as in cartoons, maps,
advertisements and post-cards. As to the texts, these can be
written or auditory. When auditory they can consist of a

sequence of sounds or a song.

The output is always verbal, as should be expected in
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oral production activities. It can involve the presentation of
a TV panel, as in activity 12, '7:00 News', or a discussion to
get to a consensus, as in activity 9, 'What Happened?', or yet
the deliverance of an informal speech, as in activity 24,
'Individual Projects'. At times the verbal output is combined
with visuals, physical responses, or written texts. When visual
the output is always pictorial and involve the learners in
drawing a route on a map, as in activity 6, 'Around the World',
or in ordering a sequence of pictures to make-up a story, as in
activity 16, 'What a Story!' Physical responses require that
the learners act out a cartoon-strip, as in activity 4, or a
story, as in activity 16, or yet a sequence of sounds, as in
activity 22, 'What do they tell?' Written texts consist of
captions for cartoons, as in activity 4, or words for a song, as
in activity 17, 'Music', or yet the completion of crosswords, as

in activity 20.
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