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Supervisort: Hildrio I. Bohn, Ph.D.

fbstract

The aim of this study is to look at input a foreign language
SHE OULP generates when learning English throuah & non-
traditional approach. To address this igssue, I taught a group of
eleven English =e =a Foreign Langusge (EFL)  students at the
Extracurricular Course of Universidade Federal de Santa Catarina
(UFSCY  for 38 hours, during two months. The resesrch paradigm
applied was =a case study, and the methodology used was the
Community Language Learning (CLLY. This study provides insights
to the way students approached the target language. The data show
that students gave little attention to expanding vocabulary and
analysing  grammar  structures. Looking for meaning during the
generation of input, however, seemed to be stimulating to
students. The results also show that the group of Brazilian EFL

students were willing to take their own responsibility in



generat ing

comprehensible

input .



Um Programa de Lingua Inglesa Gerado pelos Prdprios Alunos

CLAUDIA ESTIMA SARDO

UNIVERSIDADE FEDERAL DE SANTA CATARINA

1993

Supervisor: Hildrio . Bohn, Ph.D.

Resumo

0 objetivo deste estudo € obervar o insumo que um grupo de
aluncs de 1fngua estrangeira gera quando aprende inglés atravds
de L& abordagem nﬁOWtradicimnalu Para tratar
desta questio, foi miniﬁtfadm um cursoe de 1ingua inglesa de 38
horas/aula  para um grupo de alunos brasileiros na Universidade
Federal de  Santa Catarina durante dois meses. 0 paradigma  de
pesquisa utilizado foi o estudo de caso, e @ mnetodologia
utilizada Ffoi o “método comunitdrio”. Este estudo revela o modo
em que & linguz alvo foi abordada. 0s dados indicam que o4
alunos deram pouca atenglo h expanslo de vocabuldrio e & andlise
agramat ical de estruturss. A troca de informagdes durante a
criagio de insumos ling(fsticos, no entanto, mostrou-se hastante
estimalante paras os alunos. 0s resultados também apontam  que o

grupo de estudantes brasileiros de Ingua inglesa queria assumir
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GUAG prdéprias responsabilidades na criagiho de insumos

linalifsticos compreensiveis.
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INTRODUCTION

The aim of this etudy is to analyse input generated by
students and the interaction of three classical elements of the
classroom - teachers, students and materiale - when following &
non-traditional teaching method.

Yo approach the issue in guestion an experiment was set  up.
A group of students enrolled in the Extracurricular Course of
UFSC wae taught a two-month English language course applying
the Community Language Learning (CLL) wmethodology. The CLL
methodology fitted the objective of the study proposed because in
this methodology learners conduct theiv own learning.

The study has been' divided into four chapters and =
conclusion. In chapter 1, I bring to discussion some variables
raised in SLA studies as pointed out by researchers such ae
Krashen (41982), Pienemann (1984) and Z1lis (4987). I also point
out  some issues related to approaches and methodologies, and
finally, I establish the objective of the present study.

In chapterra,ll describe the design of the experiment, Che
setting, the subjects and I make a detailed description of the
approach used in the teaching.

In chapter 3, 1 discuss the roles of the teacher and
studentsy the interaction between teacher and students and among
studentss; the adaptation process of teacher and students to the
approach, the responses of the learner, and a diary of the

experiment. Additionally, I analyse the data collected in terms
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of Function&, structures generated, and students” gquestions.

In chapter 4, I analyse the adequacy {for acquisition of the
input  students produced. This analysis is done in the light of
Krashen ‘s (1982) definition of comprehensible input. Besides, I
answer the questions proposed in chapter 1. Based on the
findings of the sxperiment, I aleo make suggestions and explore
the inplications of such findings for the Teaching of English aus
a Foreign Language (TEFL). Closing up section, I present come
final remarks.

This study seems to bhe justiflTied because my own previous

sperience as a teacher has indeed shown me that learners seem
to be able to assume a conducting role in their learning process.
More than showing the importance of gearing the learning process
to students’ own responsibility, the relevance of this study also
lies in the fact that this is the first time the CLL approach haus
been applied to a Brawzilian group of learners.

Additionally, this study seems also relevant because it may
bring an important theoretical contribution signailing the
interests” route that Brazilian students tend to take in the
learning process of the English Language. Finally, there isv alswo
practical relevance. The results of the study can also reveal the
peculiarities of the Brazilian group. That ie, the input emerged
from the students internal agenda and their interests’ route can
be used as a First step, as Meisel (1981) propowews, in confTirming
and reanalysing the sequencing of items in the development of

syllabi.



CHAPTER I

Second Language Acquisition

i.4 Language acquisitions how does it happen?

The question why some learners are higher achievers and why
some situations are better suited than others {for languaye
development has Dbeen a crucial issue of debate in second and
foreign language learning and teaching. Scholars in the area of
language teaching have tried to point out the causative variables
involved in the acguisition process.

For Krashen (1982), comprehensible input ie the primary
causative wvariable in 8LA. He states that the quality of input
seems  to be the primary source and cause of successful  language
development/learning. Only comprehensive input can be processed
by learner’s internal mechanisms, transformed into intake, and
eventually wutilized in the generation of output. Moreover,
Krashen claimsg that linguistic competence in a second language
can be devéioped through two pProcessess learning any
acguisition. Learning, as Krashen puts it, e @ conscious
process. Learning is knowing the rules of language, Jdeveloping an
awareness of the structures of the language. Acguisition, on  the
other hand, is an uncounscious process and only dJevelops a feel
for accuracg; Learning is typically developed in  classrooms,
guided learning, while acquisition is the result of language
exposure in naturalistic environmente, informal and natural
learning. Krashen believes that the only way to develop

conversationally competent learners is through acquisition, and



that acquisition is the basis for fluency.

Several researchers have found that learners follow &
natural order in the development of a foreign language. dMore
recently, Pilenemann (i984) claimed that learnere follow their
internal agendas in the language acquisition process. He also
introduces the teachability hypothesis, which states that there
ie an implicational order of acquisition and an optiwmal order of
presenting input in language instruction. Because of the internal
agenda, input provided by instruction may affect learners
differently. The same input, for instance, in ﬁi@nemann'& view,
may be effective Ffor one learner but not {for another. This
agcecurs  because one  learner may  have already acquired the
prerequisites for the structure to be learned, while the other
ane has not. From this conceptualization stems the nobtion of a
state of readiness to the acquisition of the language
structures. The assumption underlying this hypothesis Is  Lhatl
leafnera acquire only what they are ready to process in  regard

to their natural acquisitional order.

Krashen <4982), after reviewing research in SLA, had
already proposed the natural route theory applied to BlaA, when
he introduced the five hypotheses of hiw Monitor/Input
language acquisition model. Krashen, however, quest ions the
proposal of presenting the input based on a syllabus constructed
on the sastudents’ natural route. He suggeonts that a sequenced

K4

syllabus based on the students ’ natural route i3 not & yuod

solution because it violates the Monitor HModel in two aspectes



1) we still do not know the acquisitional order, 23 we would be
focusing on form, not on communication. AN additional
difficulty for sequencing materials, according to Ellis’ (1987)
observations, ies that the natural route does not  establish
clearly defined stages. He believes Lhat each stage
overlaps with the preceding and following stage in a continuam,
and that individual differences, like age, aptitude, cognitive
styles, motivation and personality, also account ?ov the processa
For Ellis (4987) SLA happens in the presence of tLwo
variables fi)some L2 data made available to the learner, and 2) @
set  of internal mechanisms to account for how the L2 data are
processed. The focus on variable § and 2 have historically
generated different ways of looking at acqguisition, language
teaching methods, and language instruction. The behavioristic
view (Skinner,1937) of language acqguisition sees learners
reacting to external stimuli, the nativist view (Chomsky,i1763)
in turn emphasizes the learners’ internal mechanisms, and the
interactionist view (Flanders,1970) sees SLA as a resull of an

’

interaction between the learners internal factore and Lhe

lTinguistic environment in_which they are engaged.

Returning %to the initial gquestion in the search fTor Lhe
causative wvariables for SLA, one can notice from the studies
here pregsented that input plays an important role. Having in mind
the importance of input in 8La, this research aims at Uthrowing

some additional light on the question of input in SLA.

&



i.2 Approaches and methodologies applied to TEFL

In an attewmpt to run parallel with the theoretical studies
about second language acquisition, language teachers and
researchers have been dedicating much of their time fLrying Lo
arganize input for SLa through effective syllabi. Also, they
have tried to find means of implementing the wyllabi  through
efficient methodologies of language teaching.

BSyllabi and methodologies have been extensively discutsed in
the area of language teaching (Stevick, 19786y Brumfit, 1984y
Candlin, 1984; Yalden, 19843 Prabhu, 19843 Richards and Rogers,
198463 and Nunan, 1988).

Aiccording to Candlin (1984), the types of syllabi
encountered in the literature can be divided ideologically in two
typess first, the traditional type of syllabi based on the belief
~that learning happens through a bank of received knowledge. This
type of syllabus sees learning as intrinsic, idealistic, as a
static process, and as a result of teaching. The second type of
syllabi, on the other hand, states that learning occure via
knowledge exploration. According to this view, a syllabus takes
into consideration students’ interpretation of how learning is

conducted, the organization of content, and their interests.

The history of language teaching shows a variety uf
. methodologies 1géd approaches used to implement sullabi aimed at
Facilitating the learning process. They can be broadly divided

into two groups. In the first grour we can named the Grammar

Translation, the Oral Approach and Situational l.anguage



Teaching, the Communicative Approach, Total Physical Rewsponse,
and Suggestopedia. They all ewphasize cognitive developmenlt in
language acquisition. In  the second group, we can mention
Moskowitz (1981) who introduces the Humanistic View of Education.
This view leads more towards a whole-person development, as  can
hbe seen in the following quotation from her work: “the
Humanistic Education ise a way of learning that emphasizes self-
discovery, introspection, self-esteem, and getting in touch with
the others.” (p.i4) In line with the Humanistic View of
Education, is Freire’s (1976) problem-solving approach. This
approach emphasizes group and social interaction, demonstrating
the relevance of conflict and emotions in learning. From these
humanistic perspectives spring the Humanistic Approach, the
Natural Approach, and the Community Language Learning Approach.
Thus, Ffrom a range of methodologies and syllabi typesw, the
Titerature offers to language instructors the choice to direct

the learning process according to their beliefs.

1.3 Optimal input: has it been meeting students’ interests?

RDespite the updated conceptualization of wsyllabi and &
variety of wmethodologies used in foreign and second landuage
teaching, all «claiming to provide optimal input, bath
methodologies and syllabi are still controversial issues in  the
field of second language learning/teaching. One of the reasony
for this problematic situation is the fact that often syllabi and

methodologies presented to students do not match‘ their needs,

aspirations and interests.

8



Krashen (1982) addresses this issue when pointing out the
problems in providing learners with optimal inputs

It is wvery difficult to present and discuss topics of

interest to a class of people whose goals, interests,

and _background% dJiffer from the teacher ‘s and  from each

other. I also claim that relevance and interest have not

been widely perceived as requivements for input, BIiNCe W
many materials fail to meet this requirement! (p. 67)

Moreover, besides the mismatch between students’ interest
and relevant teaching materials, an additional problem for
teachers and syllabus designers is to define what comprehensible
input and good quantity are. The (i+i) formulsa Kirashen .(4982)
presented for comprehensible input offers some difficulties. It
is hard to define the current competence (i) learners bring to
class to provide the( 1) that is the next level. In other words,
how one can determine the current linguistic level of a group of
students, for example, where different learners may acquire
structures in different moments. It can be assumed that a more

individual ized approach can clarify these issUen.

1.4 Language acquisition: what does the present study aim at?

Having in mind these problematic issues, I propose to
verify what happens when the generation of input for learning i
left in the “hands” of the learners. In other words, the idea
of developing this study emerges from the need to research w

situation in which students would not be constrained by @

4



traditional sullabus or an imposed methodology. Rather, this
'‘study explores a situation in which the students can  generate
their own linguistic dinput, according to theivr own needs,
expectations and as determined by their own agendas or internal
syllabi. It is assumed that students would be producing in  this
way what Krashen (1982) and the pertinent literature have defined
as “comprehensible input.”

Krashen (1982), when discussing the gquality of good input,
has additionally pointed out that students should not be put “on
the defensive” when learning a second language. That ¢, us
Stevick (41976) has defined it, “methods and materials should not
be a test of the students abilities or prior experiences, should
not merely reveal weaknesses, but should help the students to
acquire more.”(p.73) It ceems that thie reguirement can wlso
be fulfilled in a situation in which learners generate their own
input. It is the assumption of this study that the Community
l.anguage l.earning (CL.L) appvoachi can create such &
teaching/learning evironment.

The CLL approach, as described by Curran ( Stevick, 419767,
has the student as the center of interest and this can be
highlighted in two respects. In the first rewpect, the teacher
sees the student as a “whole-person.” That is, the teacher

considers not only the students’ intellect, but alse triew Llo

L.In this study, approach and methodology are not considered
separately. Experts in CLL claim that CLL is an approach because
of its amplitude, not restricted to a set of technigues of a
methodology. For this reason the methodology used is an
application of the CLL approach.



understand their feelings, their physical and inwtinctive

reactions to protection, and their desire to learn. Horeover,
the teacher plays the role of a “counselor” rather Lhan of a
knower,”  according to Curran’s words. Instead of playing the
role of the ones who dominate the situation because they kuow
about the language, teachers take into account the personality,
motivational, and emotional factors that lead learners bto the
process of acquisition. The second respect refers to the fact
that learners generate their own input by communicat ing with one
another in the target language. Through this procaedure
students have in every class a conversation in the target
language which emerges firom the interaction within the group.
After they have had this conversation, students identify t(he
component parts of the conversation which are of gpecial interest
to them. A central feature is that students have =& reflection
phase to comment about their feelings concerning the experience

Atheg_have Just had.

I have .chosen the CLL approach to develop this experiment
because it is student-centered, following the humanistic view of
education, and the syllabus is generated by the students. The
significance of the CLL approach to this experiment liegs in the
fact that students do not have teacher—-fronted classes, and do
not simply follow a book or a pre-~established syllabuks. Moreover,
this method takes  into cwnsiderat}on the “mot ivat fonal-
personality~social wvariables” {(Ausubel, 1978, p. 117) which are

considered to deeply affect the language learning procets.

i1



So the point of interest of this study is to verify the kind
of input that a group of Brazilian students choose when learning

English as a foreign language in a CLL approach.
This study concentrates on the following questionss

i~ What does a group of Brazilian EFL students choowse to learn
when exposed to the CLi. approachi vocabulary, grammar structures
or functions? How do they do this?

2=~ What is the relationship between the input thal is generated

by the students and what is learned ?

Thus, this study will provide information about how a group
of Brazilian students perceive the language in terms of
vocabulary, grammar structures and functions when exposed to a
non—-preestabligshed syllabus. More important than this, the
present study tries to reinforce the right students have to
follow their own ways of learning which has been denied to them

by most methodologies/approaches.



- CHAPTER 2

Setting the Experiment
2.1 An EFL Student-generated syllabusi how was it done?

In order to address the questions stated in the previous
section, I decided to gather a group of Brazilian students and
teach them =a 38 hour/course of English in the EBExtracurriculsr
Program at UFSC, applying the CLL approach. It was & group of
eleven (teenagers and adults) false beginners learning English as
a foreign language. I taught them for two months, twice a week
for two hours, in the second semester, in 41994, An assistant

teacher transcribed the data of the conversations produced in

class, as the CLL approach requiret.

2.2 Subjects

The group of students participating in the experiment were
five men and six women.

Maristela (ML), 413 years old, and Maria (M2), 12, are both
elementary school students. Eight students are undergraduate
students? Verdnica (V), 32, and Albertoe (Al), 23, Lake
engineeringy Indcio (I, 19, takes physicesy Roberto (RY, 19,
takes chemistryy T&nia (T), 22, takes computer sciencey Mariana
(M3), 25, takes philosophyy Antbnio (A), 25, takes ecomomicey
Fernando (F), 419, takes history and Denise (D), 32, it & social

service graduate student.



With respect to the students’ language background, from a
test I applied in the beginning of the experiment ﬁnd Frrom my Own
observation, I could conclude that students were all fTalse
heginners.

From =& dquestionnaire that I applied to the studenie, T
could observe that most of them wanted to learn English foir  four
major reasonsd all of the students needed English for readiug
papers, all of them wanted to learn English to understand song:s
and Ffilme, nine students wanted to learn to speak Englieh in
order to talk to foreigners and eight students wanted to  improve

their English to travel abroad. The group as a whole, in gpite of

the age differences, was quite homogeneous in terms of
interaction, although studentse had individually their own
grammat ical / lexical / Ffunctional background and focus  for

learning.

Also, the group was a very receptive one. They responded to
the experiment with enthusiasm in all classes and showed
confidence in their learning.

In the first conversations students would Tocus on  and
respond to their own individual opinions and interests. However,
ag the group became integrated, students understood they had to
work in a cooperative way, as suggested by Curran (1976). 8o they
started asking questions about their classmates’ positions
towards the situations presented. They dJemanded conzistent

explanat ions about attitudes and ideas.

14



2.3« The CiLL approach

The tex that follows describes the approach, 'debign andg
procedures of Community Language Learning. A one~class
description of CLL is also provided in order to illustrate the

approach with my own experience.

The GCLL  approach was intvmduced-bg Charles A. QCurran, @
pesychology professor from Loyola University, U.S.A4., in his Dook
Counseling-learning in Second Languages, published in 1976.
Curran presents his research on the “unique manner in which each
person responds to life” as a member of a larger community.
From Curran’s studies regarding learning, the educat ional
process i% intellectual, abstract, reflective, yet, largygely
removed from personal engagement. In the Cartesian paradigm, as
Gurran defines it, learning is an exclusive problem-salving,
mathemat ical problem in which the teacher is the one who has =1l
the answers. Such @ cold relationship between teachers and

learners, then, seems to foster depersonalization.

As @ consequence of the mathematical cartevian paradigm &
process of depersonalization occury and thus opposing feelings
may emerge. That ie, on one hand learners want bto apprehend new
knowledge, but on the other, in the meantime, they want to
protect their self. Thus, thewse two opposing furéeﬁ, apprehending
new knowledge X protecting the self, develop feelings of
hostility, anxiety, and conflict which impede or black the

iearning process. Therefore, for Curran, learning is a complex

=~
(&



procesg in which people can not be congidered as isolated
elements. He statestd
The learning process is [ 3 not thought of as simply  an
acquiring of defined bodies of knowledge and skillz, nor as

a ‘games-we play’ adversary relationship, but as an
interaction or “interflow’ of persons. (19746, p.2)

In Curran’s point of view, language acquisition it a
holistic process. That wmeans, this process isv  the result of
coanitive and affective factors, which tzke into account the

development of skille used in the mout constructive wauy, thuw,

avoiding opposing forfes for learning. The process of learning i

" "

A »funiquem Journey for each learner. Thus, the puychizing

process” (acquisition in Krashen’s terms) is the result of a
continuum which starts somatically (physical domain) and iw
fulfilled “psychically.” By “psychize,” Curran means that the
learning material has been internalized, and since it is stored
in the long~term memory, it can be retrieved without effort.
Curran, perceiving =& lack of personal commitment in
‘education, tries to fill this gap by bringing in the case of
language teaching basic concepts and awareness from the field of
counseling and psychotherapy. From these findings emerges the
Counseling-lLearning approach (C-L), and as an application of C-L

to language learning Curran has proposed the Community Language

Learning (CLL) approach.

16



Curran in his attempt to describe the language learning
process points out the several pasychological stages in  language

counselor—client relationship. The stages are described asd

STAGE ONE: Total dependency

Learners are totally dependent on the teacher. At this
stage, the counselor must establish a secure atmosphere, because
students are insecure and dependent. As Rardin (1988) uhserves,
these feelings emerge from “not only a lack of knowledge but also
from =a feeling of inadequacy about the welf as well as Trom a

sense of being an outsider, not part of the group (1983, p.83).7

STAGE TWO: Kicking out dependency

At this stage, learners are still dependent, but can say
some  words and sentences without the help of the teacher.
l.earners have the need to use what they already know without the
help of the teacher. If the teacher, however, provides some
meaning or explanation learners already know, they instinctly

“kick” the teacher away for the unrequested help.

STAGE THREE: Functional dependency

At the functional dependency stage students are «till making
mistakes but can function communicatively. Students depend much
less on the teacher than in the previous stages. Thug, as
learners build confidence, they wmay start “rejecting” the
teacher. In other words, students are less motivated to correct
their language, because they feel they can function adequately.

At this stage most learning stops Ffor most people and

fossilization may happen. However, in order for the students to

N



Tearn more they have to move to the next siave, opting out For

independencé.

STAGE FOUR: Opting for independence

I students undeirstand thalt althouy they can  Ffuonclion
communicat ively they siill need the Leacher s help, they get
matuire, they girow, and move a ultep Furthes in learminga
Therefore, ounce again Lthey wocept the dependent relulionship
peltween student and teacher, thirough Uhely undwrostanding of Uhe

teachers’ role Lo “teach” in the procest.

SBTAGE FIVE: Total independence
At thies {inal <tage, lewrners have lewrned enough  to
_mperate avtonomously in the fureign languaye. Ledrneirs can Decome

counselors of Ltheir (lacomales.

Through the stages of the learning processe Rardin (4981

identifies thirese ident ity crisess
First crisis: Existence

Ns Jearners start to Jewrn a forcign languwage, thoy arce
Firmly idaatified with the sgo of their aative  language. Onos
Tearners try to identify their cgo with another Janguage, thew
Face  a confirontation., On ons hand bhey bey to identify with  ths
turget  culture, but on the other, Jeawrncrs feel thal  they wre

denying their own identity.
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Second crisis? Loving for the New Self

The second criagis happens in stage three. Learners are prowd
of  how much they have learned up to tiis point, but, meanwﬁ}le,
there iw wtill & greal deal thabt they need Lo konow. Therefure,
learners will improve only iF they realize that they bave o
Towut  on what they still have Lo learn and not on the knowledge

they have already acduired.
Third crisis: Authenticity and Aloneness

The third crisis happens in stage Five. Learners are  FTaced
with the following guestions “Will I ever achieve the native or
near native proficiency?” As a consequence of wsuch  questioning,
Ffeelings like inferiorily may emerge due Lo lewrnere’ dependence
on  the teacher. Another cause for the Feeling of inferiority iw
that learners realize thal they can ol exacily be the nublive
speaker they have been teyging to  imitate Qi idealived.

Therefore, a Teeling of luneliness may develop.

For the learner to move throuyh the different paycnolugival
Stages and overcome the crises mentioned sbouve, Curran (L974) has
proposed wsix  interrelated element s essential to  the Tanguage
learning process. Thece elements wre noled by Lthe wacronym  SARD
{(Becurity, Attention-Assertion, Retention-Reflection,

Discrimination), described ae follows:

17



8/ SECURITY

Curran (4976 claimg thut cecurity o central in the
lTearning process. Ryding (1771) also emphasiges this LY bsaying
that “students are atraid of making wmiclakes, being Judyed by
the teacher, sounding phony, disappointing themselves o  theis

’

parents, or failing.” Thut, learners heed o cecure alnocphere Lo
engage in the process of lTanguade acquisition, tv relief Uheir
fears. Security may refer to four areas, as Rardin (1988 pointe
oul ¥

1) bhetween the learner and the teacher (Lhe lewrner truste the
teacher)y

2) among the learner and the group (Lhe learner Tesle mccepted by
the grouply

B with the language itwel! (the learner getls acqguuinted with the
sounds of the language), and

4) with the tasks (the learner knowe what he o edpecled Lo o).

According to Curran (1976), some people can  lewrn  undes
emot ional  swstress and gelt good gradec. Houwever, the learner may
develop negat ive feelings aboul what s/he  nhas  learned, and
Ltherefore, “he may turn away from the whole wres  of knowletye

that this negative learning experience represents fur him.” (.1

A/ ATTENTION

Attention refers to the students povchological and  physical
space in the classroom, i.e. attention in & pasychological domain
and in  actual space in Lime in the classroom. Su Lhe wpproach

asks & full engagement i the process From the students.



Since the CLL approach promotes real-world communicative
situations, students are attentive and becoume enguayed in the
learning process, once they are working on somethiong they have
produced.

In liwe with Curran (4976), Ausubel (4978) aloou puinle out
the importance of having students working with relevant material,
Me e«tates that one of the counditions Tur lewrning Lo happen  is
that Jlearners should relate the new material to wspecifically
relevant esisting aspects of the learner ‘s cugnitive siruciure,
such as  an image, a symbol, a concept or =& gropusition. This
process of learning is defined as meaningful learning selo.

Moreover, attention seems to be the resull belween boredom
and  newness. That ie, students are put  off before ny too
familiar activity mater ial i provessed. Dimilarly,
activities/materiale Lthat do wnol provide any anchoring ideas baved
on previous knowledye turn student ‘s attention off because they

are too stirange bto be hold in one ‘s memury.

A/ ASSERTION
Ae learuers become confident, they becume cessertive of Ltheir
need to know. That is, becaudse students  feel that they airw
gaining control over what ic learned, they feel like teaching
back their classmates the knowledye Uhey have mastered. Such nged
of  assertion seems to be necessary for  internalication because

learners create certain space to explicit their knowledge.



R/ RETENTION

teccarding Lo Curran, retention invulves not oanly immediale
pure meaning retrieval., It seems that For an effeclive retention
of the linguistic Teatures, a learner of Englich, Tor inclunce,
needs also to nave a total idéﬁti?ication witin the Dnglish self.
Go, retention is w psychizing prucess. In obther worde, in SLA new
concepts pass through an integrative process, wihich involves the
control betwéén the linguistic featuwres and Lhe leawrner & Lurget

language self.
R/ REFLECTION

~Linguistic reflection: After ocludentis have had #
conversation, Tirel they listen Lo the sentences, and bhen they
look at the tvanscriptions of the sentences as the leacher wierites
them on the board. Then the tescher established come Lime fTor the
students to refleclt upon the sentences and  sounds  they have
produced. The intent of thie period e to wlluw students Lo huve
time to make the material produced in class their wwo.

-~Experience reflection: Students have & few minules Lo think
whout  whal happened in ¢lasse, whal Lhey are learning, what  Lhey
have done. It is a period of absortion. During this  peiod
wtudents are not  only  encouraged to  Tocue  on thenvelves
reflectively bul also to make comments aboul their reactions  and

Teelings toward Lthe cunversaltion and Lhe clavs.

ny
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D/ DISCRIMINATION

The teacher encourages otudents to  speculate  aboul  the
lanvuage. They may, Foir instance, inguive about vocapulairy,
glrammar, swounde, culture, counfirm hypotheses, or wnything Lhat
may have triggered their curiosity. Curran (L1279) considers the
linguistic meta-awmreness Lhat emeryges wb Lthis point & very
important element in learning. Au Curian says “without  conseious
concentrat ion  on such digcriminal ion, percons mwy  aooume  bthey

know something, when in fact, they still do not?” 4279, p.M)
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2.3.4 Design

Towarde a more updaled orperationas]l cuncept, CLL  Tollouwers
“have defined language acquisition as a sovial process, in which
communicat ion is not restricted Lo sending  and reteiving
messages. Hore than this, communication has to take intag  acoount
the feedback reaction of the message received, at the cougnilive
and affective level (Richards and Royers, 17848). From this desiyn

resultes the elaboration off « perconaliced syllubuc.

a) Syllabus Model

- Following Allen’s (4984) ayllabus colascidicubion, Ll
follows a non-analultiv, experimental i “natural--growth”

approach which tries to create real 1iTe wituations without  any
preselection or arrangement of items.

The swyllabue in CLL ie delined zwe Lopic bgﬁed by Richards
and  Rogers” (1988) and it emeryges From a social interaction of
lTearners. Students may develop conversat ions sboul sny topic they

Choose
b) Learners’ Role

Learnere are responsible for their lewrning zo well as  for
the learning of fellow members of the comaunity. Learners usudggesd
topice FfTor the conversations, provide measnings they wich to
rMpress, ask  gquestions about the landuade, repealt ubtleranuves,
listen attentively to the leacher, repurt deeper inner Teelings,
and eventually become counselor of the other learneirs.

However , i?T w student does not Teel comfortuble in

a4



participating in the firet  claws conversaliont., s/he five
participate just as an odserver, not producing any uliterance. AS
the learner gets acyuainted with the methodology, malerials,
sounds and the classroom procedures, s he stacrls participating in
Yhe couversations.

The CLL  awppruach, Just like Totwl Physicul Rewponse
CAsher , 1977), proposes that the production skills like speaking
s.hould be delayed until the comprehension «kille are established.
Allowing students a period to get used to the sounds of  the
language s bused on the asesumpticon Lhal  “children  develup
listening competence before they develop the ability to speak”

(Richards and Rogers, 1984).

~¢) Teacher ‘s Role

The leacher has not only the tracitiousl pedugogical
responsibility, but also a counselor 's role. As Ryding (1271)
obeerves, the teacher has Lo consistently know “where gour
students are emotionally”, such an underustanding will provide the
necessurry  elements four the teacher Lo comprehend lewrners’
attitudes according Lo thé paychological stage they Al e
struggl ing it

At the reflection stage, Tor gxample, the leacher should
listen to the students reports and say back tu thewm whal  s/he
hears Lhem saying. By doing this, students know Lhual {he tewcher
has  Tistened to them and thal the teacher not only kaows  wital

they are feeling but is alzo non-judgemental wboult it.



fie.  w central point of the CLL spproach the teacher has Lo
relinquish dominance. Thus, the teacher divects the classicoom
procedures toward entering the “sludent ‘s wourld” ralher Lhan the
students entering the teacher 5. Curran (1979) believes thalt il
iev only through Lthe wreation of such wn environment tLhal  the

teacher is fostering the learning process.

Besides thiz, at a1l stages, the Leadher trantlautes
utterances, monitors utterances For appropriateness anntd
corvrectness, provides idiomse, presents pointe  of G wmmal ,

pronunciation, o any other linguistic feature stadenits might ausk

or need to know.

d) Activities—Materials

Gome  of the in-classe activities, besider the conversation,

are described as Ffollowsd
The conversation can be travwceribed. The Lemcher tun  use the
overhead projector to poinlt out linguistic Ffeatuwres of  Uha
conversation, l1earners may work in grouws and produce Ltheir  own
material ~scripts fowr dialogues or wini-diramas, lanyuage
laboratory tapes emphasizing certain phonetic and phonologic
features can help with rote Jdirill and patterns. Moreover, it P
observation, anualysis and reflection wbhout content wnd  Teelings

that make up a CLL class.

e) Procedures
Students  form « civele in Lhe beginning of the cluss. They
initiate =& conversation by speaking in theis Pirst Tanguage L

any of their dlasematess Then, the tLewcher who e otanding



outside the circle gives the message to the student in Lhe target
language next to the student "3 ear. The student repeats it in the
Larget language tu the addrevcseee while spesking into « tape
recorder wmicrophone. After students have had some  conversat o,
the tape is rewound and repluyed  al intervals., Subwsequently,
gstudents have a reflection period to surface whal  they have
lewrned and Lo express Lhe Teslings Lhey have hud during the

Class.



2.3.2 Demonstration

In order to have a clear piclture of the wpplication of  CLL
approach and access to the literature, I decided to take a trip
Lo Washington, D.C. where Professor Karin Ryding, & specialict in
the topic from Georgetown University, acoepted to advise oy
research.

A CLL Class Demonstration
Context: what follows i3 & descrieption of a demonsiiration of
CLL  conducted in a methodology clavs at  Beorgetown Universily.
The teacher who makes the demonstiration is Prof. arin Ryding.
She wase trained in a C-L/ACLL institute and she hae uced the O
approachn  and some CLL technigues in her Arabic classes. Besides
this, wlie has  been reading the lileralure, giving hew
contributions and beiny in contact with C-L/CLL followers. Thers
are twelve studentse in clase, Tive of Lthem oil in a cCircle, and I

am oneg of the five because I want to experience the methodolugy.

Target Language: Arabic

Procedurest
Step H 1

at Tirel, the teacher asks Tor voluntewrs. As Tour oludents
and myseld raise our hands, the teacher wmakes a civrele with  five
chaire. Bince this ie our Tiresl time experiencing Lthe approasch,
the teacher tells us aboul the provedures. She says we are  going

to have a conversation in Arabic and theal we can twlk  wbout



whatever we want. BShe wdvises uvw nol toe  choose very  long
sentences at this initial stage.

We sit in « circle, next to each olher. There are wbout Tive
seconds of silence, wien one studeni raises hiv hand and says  to
the group in his batlive language- Englich- “I Just  koow  Tamara
(pointing to one of the students in the groupd), Id like to koow
your names” , addressing the olther students in Lthe group. The
teacher goes bebind this student, places ber wight hand oo tie
gtudent'm right shoulder and translates Lhe ulterance into érabic
Just next to the student s left ear. As the student listens, i
repeatse  what the Leacher said addressing the group. anolher
student raises her hand and says “My mane is Jane.” The leacher
follaws the wame procedure standing behind the ﬁtqd&ui ard
translating the utterance in Arabic. Yet, when the thivd student
introduces himseld, he does nut wsk Lhe Lteacher ‘¢ help and  Trom
the observaltion of his classmates he says straignt in Arabic  “My
name  i% Paul.” When I introduce myseld, I break Lhe paltern  “My
name is...” and I instinctively say “Im Claudia.”

Little by little the conversation seems Lo Tlow more
naturally. HWe ask each other in Eanglish about our homelowns and
cities we have lived and the teacher provides wae wilh  the

corresponding in Arabit. This step takes about ten minuies.

Step # 2
T a normal claws the lewcher would have recorded  the
target fanguage conversation. However, wsince this was oue Fivst

EHPEr [ ENnce, the tape recorder was nol used, otherwise obtudenis



might get counstrained. Sou the teacher woks o student from puleide
the circle who knows Aranic to transcribe the conversation in hew
notebook .

T this second otep of Lthe claws, the tewcher wwke the
astudent who transcribed the conversation Lo read it aloud. When
whe Tinishes reading, the teacher asks whal we remember of  Lhe
conversat ion and asks which sentences we want her Lo pul on the

board.

Step # 3

The teacher sadys we have three minules Lo reflect on what
is on the board and about the whole conversation we have had. We
keep wilently looking a«bl Lhe sentences on the boarde T tLry Lo
remember sentences and words of the conversalion. As T see  he
wentences on the board T have Lhe iwpression Lhat although st the
moment Arabic writing offers many difficultivs, I can make a few
general izabtions  from Lhe sentences. For insluance, each  oludent

2 .
After

produced in the conversation the sentence “my nName (Saewwa
having seen this sentence wrillten on Lthe boasrd Tor Lhe Lhird
time, I could recognize what signs standed For “my”, “name”,  and
“it.” Thio impression seems Lo build up & senve of pladsibility.
In other words, [ have the feeling that the situation makes
wentse, I can make o Tew analywses and T feel, Ltherefore, thal T am

learning.

Step # 4
After thie reflection Lime, Lhere coumes the descriminal bun

periaod. The teacher says “What do you want tow know aboul the

3@
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language” During ten non-stop minutew the teacher answers all
sorte of questions, likes “Does intobalion gu up in guesiions?,”
“Tw it cursive writing?,” “What register did vou use to translate
Gur mebtages?,” “Du thewe signs reprevent the Arabic alphabet?,”

"

Do you always write Prom +ight to left in Arabic?, “Does  the
verh go to the beginning of the senlence in questione?’
Final Step

Finully, the teacher says Lthal we have some Lime Lo reflect
upon  the experience we have Jjust had and to comment  abuul  ouw
feelinge to the group. Thewe are some of the comment s we maded

“T could remember the dialoyue. I don 't know if I cemenbes
Lthat because it was in Inglish.”

“When somebody broke the pattern “my name iseea.’ T realized
that that wase a real conversation.”

“1I thought I would never be able to pronounce those sounds,
but 1 heard some of my clasemates pronouncing Lhe soeunds  very
close to what the teacher was saying. I was surprised.”

“Thise resembles a dialogue you Tind in w bouuk, bul sinte we

have created it, it is much more interesting.”

There i a general Teeling of accomplichment wt the end  of
the c¢lass among the students.

Participating in @ CLL class ae =w  slbudent was VeI Y
insightful because I could experience the method in a wreal
situation. 1 was a 1ot more confident to wpeply CLL in the

experiment to the students in Brasil.



to implement the approach to the ygroup of DBracilian

In vrder
the

students, I needed to adapl the approach Lo the reality  of

rmtudentﬁn The full application of the CLL. approach Lo the

Bragilian group of learners will be dewveribed in the next

chapter.



CHAPTER 3

" The Development of the Experiment

3.4 The Experiment

3.4.4 The Role of the Teacher and new challenges

Az the teacher in thiv experiment I had to dgive up he
traditional “giver” position in the classroom. I had Lo perforn
several different wroles that 1 was nout used to. The most
demanding one was to be a wspectator.

L4

I had to wait For students” initiative. They had to think of
a topic, start the counversation and tell me Lheir lungunye
pointys of interest.

It touvk me around seven clasves to gel used Lo the process.
Although I knew I had to change my teacher-Fronted position, the
ane who knows and does everything in class, Lo play Lthe new role
was not easy  in the beginning. The firal classes weis vty
demanding on me because I had Lo face the newness of  the
methodology and at the same time to build students’” confidence.

It ie also important Lo point out that patiesce was wrucianl
For the experiment to produce gooud regsults. S0 I had to waitl Fuin
Lhe students Lo get used to the process. That means, T coeuld nol
expect too much from theivr participation, and had ta respect
their periods of silence. A% they started participating I

had to give them extyra time For theisr vesponuses, more than the



usual L ime we would give stadente in aclivities in traditionud
classes. Al30, since the classes were nol based on the “stiuciure
of the day,.” T had to be open Lo explain Lhe sume gramnar puint
mare than once through the couirge.

The teacher being a speclalor also meant Lthut I did nol have
the right to choose or say whal & yood topic tu Lalk aboul wasy I
counld only  invite students Lo have &8 convercatioun in Englich
about a tapic they were going to choose. Sumetimes I told them
to think about a topic at houwme for Lthe Tolluwing (luve, al olher
times students would briefly negotiate a topic they wanted Lo
talk about befoure having the conversation. I wlsou asked Lhem Lo
bring an object from theiv homes to have & “show and tell”
activitye. This would cerve ws an inilialior of L{he conversation.

The Ffirst classes aleo made me Feel valther andious bevause T
was collecting the materiale for the Tirsl Lime from the Tiral
conversat ions and therefore there was no way of preparing  the
class in advance. I used Lo carry a bunch of resdy sctivities in
case wtudents wonld vefuse having a conversabtion or whether we
had «ome extra time at the end of Lthe classe This way 1T would be
prepared to have veady material to give them if they would azsk,
but I prefered ﬁmt to uwe it. T wanted tou interfere the lenct T
could.

As Lime went by, T realized Lhat juot part of the lase wae
unpredictable, feey the conversation and students’ quewst ivnst.
The rewt of the clase we spentl reviewing previous Clust,
materials, caorrecting homework, and practiuiﬁg dialogues. My

con{idence, then, grew uat I counld detect whal the major
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difficulties were.

The task of inmediate translalion seemed guite difficult for
me in  the beginning. In order to make it vasier, I read books
about the Junctions in English, like Function in English
{(Biundell et al, 1782) and English in Brazil. Having to study the
functions was w very good activity four Lthe improvement of  my
conversational ability, since my whole education in English  was
swtructuralist. The readings put me in & state of alertness  aboul

language use.

Murthermore, in the firet clascsesn I myceld fell the procecs
of the CLL conversation rather strange since the whole group and
mycelf were not used to it. Desides, there was n npnew  studeni
Joining the group every class in the Firget two weeks. This made
me explain  the procecss over wand over again. To wpply the CLL
implies a total investmsent, not only on the student ™3 pairt, oLutl
alwo  on the teacher ‘. The teacher must be ready Lo face w  non-

imposing position and unpredictable woments.
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3.4.2 The assistant teacher

In order to trauscribe the dinlogues studentdh produced  and
providing me help in translation at difficull points, I decided
Lo have an assistant in class, at Trof. Ryding perstnually
suggested we. So T invited wy M.A. classeate Paula Fatue  Santos

Lo participate in Lhe experinent

The process happened like this? while the students were
producing the counvervabtions, the ascistant lLeacher sal newr the
semi-circle and took notes of every students’ utteranve. Later
on, I would take the asecistanlt teacher s notes and rewrile  Lhem.
Horeover, she would assist me when I had difficulties wiitn
vocabularyy she would provide me with lexical items or clructuress
I could not recall at the moment Uhe conversation had to  be
translated into Englishe Aloo, she wonld take notes of students”
quest ions and comments about the clasys and help me in editing thas
transcripte of the conversal iunu.

At Firast it was not easy tw define our roles and  sel
boundaries. That i, Lhe meaning of & word, orF o grammalr
explanation, o the interpretation of students” guestions and
feelings womebimes were understood differently by me wund  Lhe
assistant. This situation demanded certaio adjustwments in our
roles and rewsponsibililied.

One positive awpect of the presence of the assislanl Leadher
was the provision of scruting, sharing of  knowledge, doubts  and
in-lase behaviurs. Thus, this co-work between teacher  and
assistant seems profitable to both teacher and students who  bhave

another wsource of input in ¢lase.
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3.1.3. Student-teacher-method Interaction

a) Student-teacher interaction

The student~-teacher interaction happened easily. Tt seems
that the teacher e role and mol ivation have contributed Lo zuch
an  appropriate environment for learning. The teacher s wole  in
this approach asks Tor & frank relationship with studentioc. 1
would listen to the students * comments and feelings &buut tive:
clase and give them hmmediate Tewdback. Thie procedure developed
into a mutual trust. A student, T&nia  commented? “{
relacionamento CprofessorZalunol & bom, havendo oportunidades
para  ambos  ou lados opinarem € se exdpressarem.” Motivation in
Lurn seems to be kernel in the learning process. To define il, T
think one student, Verfnica, puts it well & “as pessoas  tinham

vontade de aprender e o professor de ensinai.”

b) Student-student interaction

The student-student relationship was also a very positive.
The individual diffTerences were Laken into conwiderstion during
the process. Most students, for example, would respect  each
other ‘e pace of learning and diftferent opinione during the
conversations. While wsome students particivated very actively
from the verwy beginning, others got the rhythm of the yroup @
the experiment developed. Common likews also seem (o ave played a
positive role in the cstudent-student interaction. According Lo
the students ” evaluation, the giroup got alung well becawse il was

a group of people thal mulched as o group. Roberto commented thut
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“0 relacionamentio entre os estudanies &

bom pois o gyrupo €
pequeno e as atividades envolvem todos, promovendo awsim um maior

entrosamento.”

~©) Student-method-teacher interaction
In the first classes, putting the method intu practice
seemed  somehow difficult fTor me wnd for the cludente. Thal  is,
although T had the concepts and activities of bow to conduct  Uhe
Clage  clear in my mind, it took wme come Lime bto Tamiliarize
myself with the procedures of the approach and the teaciter
role. I had to control my uneasiness in demnling wilth Lhe approach
in the first zections, while I alwo had to conventirate won  the
stepe of the claswe Lo build contidence in the wtludentu.
Similarly, the students needed some time to understand
exactly what T expected from them at each stage. Sltudenic, for
instance, in  the firsl conversations addressed  Uhe tairgel
language awllerance to their clacssmatles louking al me inclead of
looking at theivr <lassmates. Also, students asked questions
during the reflection period instead of asking them during the
discrimination period. T&nia commented in the mid-term evalualion
wbout  the period of adaptation to the CLL  procedures: 7 0s
procedimentos em  classe estdo sendo adeguadosy;  houve L

gradat iva adapta¢o dos alunos ao método.”
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3.1.4 The method adapted to the experiment

Although I had in mind all Lhe procedures Lo be Tollowed in
a Cll colass process, I needed to make some adjustwents  in the
methodology to the groupr T was teaching., These wdjustimenis
concerned the number of participants in the conversations, the
recording of the conversations wndg the inclase welivities.

For ewxample, ug to the third conversation I would ask  Fou
students to participale in the conversation. However, cince nol
much interaction was happening  and students from  outside the
aroup would address guestions to Lhouse in the group, T decided tou
make some wmodifications. I allowed anyone who  wanted Lo
participate to Dbreak inte Lhe convercation. fAs  Lhe students
started participating wore, I vestricted agaion the conversalion
aroup Lo Tive sludentico. We had wn  averaye of Fouwr studente
participating, yel in the last conversation there weite only  two
wtudent .

Aleon, different from what Lhe appruach requires, I did nol
record  students’ utterances on the tape during the cuonversation
for two reasonst first, not to inhibit  sludents and second,
because I tried once and the experience was not a very rewarding
one. The school did not have the righl apparsaius with  «
microphone available and taping was taking my attention away Firum
the content of the ¢lase and overlovading me. I decided Lo {Tocus
on what I considered more important, aspects like topic choice,

7

students” questions and comments. Thie was only posusible betause
my assistant took notes of the conversation so we would bave the

gtvuctureﬁ available for the reflection pericd.
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From the in-classe activities CLL propoces, Lhe Tollowing
activities were adjusted to the edperimental geoup, Fovusing  on
the four abilitiest speaking, listening, reading and wriling.

The speaking ability was reygarded s A majoir  Concern,
becauwne wpeaking was the starting point and primary source Tor
students ’ learning. The activities students perfurned werel
~generating the conversal ionsy
~performing guided dialoyuesy
~selecting functions and developing dialogueny
~interviewing classmates.

The liwntening abilily was regarded sy the osecond major
concern, Jue to ity interaction with the speaking ability. Thwe
activities includeds
~trying Yo identifuy words and wsentences of Lhe conversaliuoa
which were First transcribed and then recorded by myself  and
other English bteacherss
~completing mitwing information on & Lranscript of the
conversgsat ion.

Reading was used JTor reviewing and conwolidating. The
reading activities I gave to students compriseds
—organizing scrambled sentences of the conversationes
~plaving “concentration game” (Finding currespondent answers-
guestions/Englich worde-Portuguese words oun (arded)s
~preading texts to extract specific/general informaltion.

Writing we well &«e reading  werved @  ow Feview and
consolidation source. Some uf the activilies wered

~taking notes of words/ventences students could undersliand during
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the conversations (Tor the oludents who were not in the semis
circle generating the conversation)
Wit ing down the exponente Trom sume given functiouns in a review

type of activity.

A very positive asepect of Lhe appraach WRS Lhat
students had zome time o tell others how they were Fewling, whatl
they liked/did not like in clust or simply comment wboul whal wae
going on  in class. This reflection period was very impoirlant
becayse it established an additional channel  of  communicatl ion

hetween teacher and students.

In  the next sections T will present studente’ recponses Lo
the method and some of the characleristice of the conversaltivns

generateda.
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3.4.5 Students’ Responses to CLL

T this wsection I point out  students’ rezctions towards
Cii.. Firstly, I present a short analysis  of  the wstages as

precented by Currane (49740 and Rardin (4988) wand discusced in {he
previous pages, and secondly, I describe bow stuadents Formed  the
whole picture of Lhe process, conversalion afler conversation,
and I touwch on some of the insights revealed by the students”’

reactione to the approacha.

From an snalysis of Lhe peychological stuges bused on Curran
CI76), I noticed that studenis moved Frmm wtage L, total
gependency, to 2, kicking oul dependency, and one reached 3,
functional dependency.

In the Firet classes almost all students were in otage
in a total dependency on the teacher. Students weire not able o
take the initiative of starting o larget languange ulberances by
themselves. They would rather wait for my provision of Uhe tairget
language input. Mariana was ah exceplion. She wae from the Vet Yy
beginning in wutage 2, kicking out For dependency, because she
already had some buckground knowledge it the Ltargel langunye. o
Mariana at certain moments tiried by herself to direct the
guestions Lo her classmales already in the target langusge
without my interference.

fAe Lhe edperimenl developed, approximately from conversal ion
8 on, the group as & whole moved From stage L to staye 2, kivking
out for  dependency. Juwnt like Mariana in stage 2, studento

started addressing gquestions to their clasumates i Uthe  tairgel
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language, questions like “Why?,” “Why is it important Pfor  you?,”’
“What  ie  it7?Y Mariana also moved, Torward into otage 3, Lo
funct ional dependency. Thal wmeans, ohe vould commn i cal e
Tunctionally, producing  chunks of sentences bul still newded
help in specific vocabulary and syntactic aspecta.

Do in thie 38-hour experiment the group wu. & whole resched
stage 2.

With respect Lo Lthe identity cricic, T could observe thut
the wmotivation of the group was so high that the Crisis  period

Rardin (1988 gdestribes did oot seem Lo otour, extept  Tor

L4

ki

Mar iana. She seemed to have the “loving for the new self ocrisis.
fre I see it, Mawriana could not move o ctep Ffurther o the iniliul
classes because she may have thought she aliready knew enough fuv
that purpose. It seems she moved inlo fossilication and did not
make much progress in this sensd.

'

Por @« better understanding of Lthe students behavior and
attitudes along the experiment, I will present in the Following

pages a whort description of each of the cunversations.

Conversation 4 .
Verbnica, Maria, Roberto «nd Antdnio vulunteered to
participate in the firet conversation. J explained Lhe proucedureés

invalved in a CLL conversation, however, the students, as well as

myseld, had difficullies in  synchrounizing the Poariuguese
utterance-translation-English atterance. Moreover, althouyin I

told studente they had Lo luok at their clacemales while
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addrestlng guest ions/antwere, they Lended to Took back Lo me.

Conversation 2

During the cecond conversalion, sludents seemed Lo have @
hetter understanding of how the approach worked. They knew what T
supected  from them and whal they could doe They twlked {reely.
Fernando, for example, although nol dominal ing the vonversation
felt free to change the subject. In line 33, he cwid “can I
change the subject?” Also he openly said that his  Father  Dhad
problems with the income btax.

It it my hypothewnis thal CLL wreatles wan abmesphere  of
securrity that makes students talk wilhout hasitation.
Mowever, 1  ubterved that, it seemed difficult for  cludenis Lo
express  their ideas in short senlences a%‘I had  suggested. It
seems thal utterances had Lo be short, ao cuyuested by Professor
Ryding st Georgetown in the Jemonstration class, For (wo reasonst
it would make the tawsk of Lranslating eawier and it would aleo

facilitate students’ production at eairly stages.

Conversation 3

One interesting point in thie conversastion was Lhal studente
talked about themselves  and gave theid -Q@ntrihutiunﬂ
epontancuusly. For instance, Indcio, when hewring from Maris Lhal
she  believed in wll religions, swid  clraightforward: “IL7s

"

cool!,” commenting ironically on Maria’s belief.
Conpared Lo the previous (lass, the third class scesmed
auieter. Perbaps having four new students and the presence of Lhe

assiwtant~teacher _onade the other students feel " 1itile
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enbaraseed. T was having the feeling studenls were being pul o
by the ewperiment. Yet, I realized later I was wirong. Duiving  the

reflection period students had time Lo say how they were Teeling

in A general' comment  was  that they thought e

conversation procest was inNproving.

Conversation 4

The CLL approach enables real communicative situations Yo
occur. Indcio, for example, asked Roberto about the kind of masic
he liked. This question had already been woked in the Tirst (lucs
when Indcio was  absent. Roberto then was able to answer Lhe
guest ion without my help in Lranslating.

The Cli.  approach also wakes people  Feel comfortable  in
classw. Indcio, Tor instance, was @& shy ctudent and this was his
Tiret day of class. Even s0 he seened Lo Teel atl wase Lo comment
on Verbnica ‘s apperance without botheiing about the coherence of

the conversationd

I- She looks like Rita Lee.
”Uw Oh, thank you.

Conversation 0

In conversation O, T felt studenls were somehow waiting {for
some  change. I mean, at a certain point  of the conversalion
students just did noet know what Lo talk about. There were periods
of silence. Studentw like Roberto did not bolther aboult  silence,
as he said. Mariana, on the other hand, demnoded the conversalioo

to be continued, as  whe said, 7this is suppused {0 be @
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conversation.”

R~ Soamel ine silence is good.
Feo But not in oan English class!

From class & onwards I decided Lo restrict Lhe number  of
participants in the conversaltion and to ask students to defing A

topic before starting the convercat ion.

The periods of silence in the CLL approach seem natural  and
the whole prmcedure.invmlvwm a lot of attention, concentration,
pace and reflection. Besides silence and reflection Uhal are nol
very usual in “traditional clueses,” studerls were reguired Lo be
initiatorss they were generators  of  their syllabus and
wpeculators about the pointe which interested them. Altougelher,
we  had Ffouwr new elements in the experimental class, unusual to
traditional classest refledlion, silence, cludents’ input
initiators and language speculators. Students were geliing used
to their new rewspontibilities.

_ In the claws of conversation U Mariapa got anxious beCause
they were not having a dymamic conversation. T&nia suggested that
we establish a topic For the Tollowing conversation.

Even not having & very exdeciling conversalion in Lthie clust,

’

students ’ interactions always introduced some amusing parlis. A% @

resull of spoentaineity Lhere was frequent laughing. For example?
Fe You don’t believe in witches! Pour boy.
(laughd)

CFe Do vou know that there wre many witches on Lhe island?
(laughs)



F- You don t know women...Don 't look at mel
Claughes)

Conversation &

Having restricted the number of sludents  wnd huving
introduced a topic, vonversation O started liveiya Tire

conversat ion was bolh easy Lo translatle wt the linguisiic level
(students can convey information clearly and objectively) and at
the interactional level (owitudents louuk awl  each other while
talking and are synchronized wilth the translation). There was &
general {Teeling of acomplishment Trom Lthe whole group. IL 0 was
interesting to notice that ntudents ’ lack of embarawsment or  the
contidence Lhey were building was leading Lhem Lo produce English

ntterances by themselves wilthout my belp.

Conversation 7

3y conversation 7, students and I had w fall picture of the
classroom procedures, we were aware of our voles and  we Fell
“good” about it.

Students made some comments aboul the clasvc. Marius commented

that the process was easier Uhan in previous classes. Verdonica

”

wsa i we  are getting less embarassed.” alberto  swnid  bhe  liked
having a limited topic. T&uia, on the other hund, Tound the Lopid
Loo restricted. Inéciu_polnied oul that It was gouud that todsy 1
gave a Llask Lo the students who were nol pwriiciputing  in the
convergation. In this class, I asked students oulside the semi-
circle to Lake notes of whal they could understand Trom  the
conversation. They promptly did it. Roberto alwo waid he Fell

waad  in this class becadse the conversal ion seemed natwral. He
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said, "I felt relaxed even though there was o tamers videu-luping
us. It seems contradictory but I thoughi T had to contirol mywseld
and relax, and that was whal happened.” He says he Tell like in
“roda de amiyos.”

It weems important Lo say that as fwr ae T wm concerned Lhe
topic was not  wvery interesting. However, later on T realised
the topic was Just ohe factor in Lthe whoele prucecs. Students like
VerBnica  and Roberto Felt emotionally el ter in tivis
conversat ion. antbniv and Indecio said they becans mobtivaled while
taking wnotes during the conversalion. aAntbniu wdaditionally
ment ioned that he liked some of the wriltten exercises I gave tivem
in which T provided the Tunclions and acked Lhem the expongnts we
had studied so Ffar. From students comments, I could conclude that

Lhey got used to the approach and realized the impurtance  of

beiny involved in different tasks.

Conversation 8

"Thiw CLL conversation was guite exoibting. One oludent
(Alberto) brought =& cirystal pyramid and Uthe topic  seemed veiry
wbttractive to Lthe students. The guestions were 0 many Lhal Lhere
was not even a pause between the tuirns.

Uaing the “show and tell” activitly for  the cecond time
{also used in conv.?) created an veportunity Ffor learners o use
somne  of the structures generated in Lhe previous conversations,
Tike “what is it,”and “do you believe in  it.” Horeover, this

technigque resembles more reul 1iTe situmbtions like the use of

some conversational devices. Alberto, for inaslanuce, started
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talking about the pyramid. He eéenumeirated Filirwt, it was  my

7

girlfriend’s present.” Nie enumersl ion created eupectulion and
Mawr iana immediately said, “and secund. ...’ Furthermore, having an
object created w certgin cuwriusily amony  Lhe studentoe.  They

1,

wanted to see (L, and touch it.

It was interewting Lo see thal one of the students oulside
the semi-circle of the conversation diroup (Indcio) sent =@

question on & sheet of paper tu uvne of

the participanis
(Verbnica) to be awked Lo Alberto. lle ﬁmfd, “has anybody Lried Lo
explain il scientifically?”’ It seemns Inéuiu wat really curious Lo
know about the object.

A potitive awpect of Lthis lawe waee Lthal bolbh  lewrners
inside and outside the semi-circle had active voules and tasks.
Students that were nolt participating in lhe counversslion bhuad - to

take notes again today, bul besides tiis Ltask they had to put i

the board, during the speculation period, the sentences Lhey
had heard. As I can see, they could get 7 tu 49 sentences and
the majority of the students did nol have major peoblemns in

performing this task. From these sentences on tihe board, students
moved Lo Llhe gquestioning periosd. In fact, Lhey asked very {ew
questions.

Here I present some of Lthe commentle cludentec mades

-At the end of the class Verdnica commented she thoughlt  the
technivue uf bringing something to ¢lass to S @i tive
converesation was very good. She said it would be good i¥ thie had

been done since the very beyinning.
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~Maristela also commented thal oow she uanderstoeosd the
“structure of the languwge” betlier and that therefure she
understood the “language betier.”

~Roberto commented that he thuﬁght it wae important Lo him
to put his notes Ffrom the conversation on the board. He said he
would proubably nol forget aboul it.

~

-~ had some problems with the translation. At the end of (he

conversation Alberto jouked with me and Lthe assistant teacher. He

'Il

said, “hoje mexeu com o vocabuldrio de voods!

Conversation 9

Tt was surprising to me Lhal studente could produce gquite &
few sentences without my help, even studenis like Roberio  who
often needed help. He started the conversation by saying “whal dou
you suggest?”

At this point il seemed Lthat students hud reschead @« Tull
picture of the approach. They had & clenr gicawe of their  woles,
teacher ‘s roule and the objective of the different slept. They
knew aboult the procedure and they started expressing thelis
wpinions and questioning their (lasemates ” upinion. Just like in
F: community, people feel responsidle For  what they BaY y

gquestioning facte, sharing opinions and clarifying conteplio.

Conversation 10

As  in conversation 7 and 8, bringing an  ubject  moelivaled

students to talk. Although HMariana was not able L0 give preciss



information about the object (an Astec seuliptuire),  learners
hecame involved and wanted Lo know whal she had Lo sky xboutl il
Roberto started kicking oul my help during translation and  tiied
by himseld to ask questions like “where did you get iL?” und “why
iv it important Ffor you?”

Mariana had @  gooud cowmand  of Engliesh. ITn the first
conversation it was hard to work witihy her because she would Uiy
to say the sentence in English straightidorward buat with
grammatical inaccuracies. Since wshe was abwent for @wome classes,
it Look her some extra time Lo get used Lo Lhe CLL approuwch. Al
first, she would not even noltice that she had o repeat the
sentences I had rephrased Tor hers In convercation 40 the whole

group, as well as T myself, seemed (o manage Uhey pirovess.

Conversation 1%

There was ® fTull understanding of how the CLL procests had Lo
take placed students seemed relaxed, the turn-takings occurired in
a wynchronmized manner, the topice ceemed interesiing and the
conversation, coherent. 411 these Factors seemaed to bave bDeen the

causat ives of & lively conversation.



3.4.6 In-class conversational management
A Diary

In thie section I present the cunversations generaled by Lhier
students  and I try to point out some of their uvharacteristivs.
They consiset of the interaction of ithe Leawcher with the sludents
during the conversations, the activilies used i class, the
students ’ participation, the development of topice, Lthe CLL ag &
personalized approach, the point where studeots underustand  CLL,
the task of translations, wnd the (haracteristics  of  a  good
conversal ion.,

Depurting  from these main pointes of interest, I now pouint
them out as  the conversations cohronologically unfolded  sacn

characterist icy.

-
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I think it may be important Lo say that in the Fiiust Lwa

converstal ionse students wnd I wot Lo know each olhers roles.

Conversation 1

Lpartecipante? 4 studentsl
Ltopicst names, nationalities, likes, diuvlikesld

4.V5  Where wre you from?

2.M5 I'm from Floriandpolis. Are you from Flurisndgpol ic?
3.8 No, Im from Cricidma.

4.4% Why English? Why are you studying English?

TeRE:  Decause vou need i1l everyday. T want Lo Lravel sbroad.
D Do you 1like masic?

7.5 T like classical music, rouck and Dravilian Popular
8. Husiv.

S.Rs T like all kinde of mugsic, excepl country music.
10.A8 I like rock, #PB and “proyressive” music.

AA LM Have you ever been abroad?

i2.V: Just Paraguai.

+3.45 Not even Paragumia

$4.M% T have been to the United Slatew, United Kingdom, India,
15, SGpain, and other countvies.

16.V: Are you Indian?

17.M5 Mo

48.V5 Are your parents Indian?

19.M5 Nu.

2@V Tell us something about India.

2LuMt “ e nnenensusansuswanan . W, wWhat ‘s youwr name?

22.V8 My name is Verbnica.

# This i a sentence in Indian languaye that meant “whal s ygour

name?”

In conversation & the fircl igsue Lo be highlighled is Lhe
fact that from the very first conversation I told students  thatl
T would just Lranslate whal they would say. That is, I would not
interfere wilth questions Or sudydewstions during the conversat ion.
They really had Lo get engaged io the convercalion becuuse I

would translate even their wmisunderstandings. In lineg 29, Fow
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ample, “Uﬁvﬁnica asks Maria to tell hev something aboul  India.
Maria, however, uaunderstands Verbnica is asking her Lo cay =@
sentence in the Indian language. Maria says in Indiazn  “what i%
your  npame?” and translates it into Portuguese, “dual © 0 seuw
nome.”  Verbnica says her name because she understands  che  was
heing a#kad about her name.

They both, later on, realized the misunderstanding und
became aware of the Pfact that they had to communicate oleairly

during the conversation because I would not interfere.



Conversation 2
Lparticipantss 2 student ol
_ttmpjgﬁﬁAnationalitg, vecupation, sportes, likes, plansld

-’-L-F;

2.M3E

3.F¢
4.M35
5“

éﬂFs

7 M3

H.Fs
9. M3
10.F

14.M3e

i2.F¢
13.

14.M3
15.F¢
16

L7 M3
18.F¢
19.M3
20.F 3
21.M3
Py T
23.M3
248, F
25.M3

2.

27.
28 .
29
30.Fx
34 .M3
32.
33.F3
34.113
a5.
36.F:
37.13
A8.F:
39.M3
AQ.F:
41
A2 M3
43.F 3
44.M3
45.F 3
A a
47
A,

u

.4

-
"

28

Where are gou from?
I'm from Floviandpolis. Were gou born here?

Yeus. Besides Foglish whal do yuu do?

I take Philosophy wnd I wurk with jowrnaliom. Do youn
understand?

Yeah.

What do you do?

T take Miwtory and I work with my father.

What dJdoews your fFather do?

Me has an office.

Are you a salesman?

Hal I make many things Lthere. 1T tupe, I uce the coumpuler,
I mail letters, I do everything.

Why are vyou studying English?

It 75 & general neceusity, For a trie, Fur my job o
anything eloue.

Do you like other things beswides MHistory?

OFf coursel

What do you lTike studying?

History is my second oplion. My Firgst option was Law.

Do you intend to tudy Law?

At the moment nu.

So you like History very much.

Yealivaw »

I thought of studying History. I thought of studying
History, Journalism and Psychulogy, bult T didn 't study Fuor
‘vestibular ” and I chose Philosophy becadce Lhe demand wan
very Jow. Now I like Philosophy and I will stay in this
COUE DE

Where Jo vou work?

At the moment I am not working. I worked «t the TV, wund
now I intend to work at the radio.

Changing the subject, do you practice any opuri?

Yeus, I play capoeira. And you, do you practive any sport?

Surf?

Of course, bul I like *capoeira’ Ltoo.

Do you know how to play it?

T have already tried it, but it didon’t work wul.
Where did you try it? In an academy or alone?

‘With my friends. TL s very difficult. Sometimes I pluy

it at the beach, but it is not real “capoeira.

Do you intend Ltu go abroad?

Yeus, I was supposed to, but I had some personal peoblems.
Where would you like Lo ga?

T was supposed to go to the United States, bul T didn’t
have conditionse T Lried Australine. I will try Pourtugul,
because you don 't need @ visa. My father had some problems
with the income Laxa.



In the second conversation, students once again bDevame awas
that I would not interfere in their counversalion, even i1 Lhe
dialogues turned out to be an interview-like interaction (Mariana
moke L4 oul of 19 guestions). T tried Lo wake them see Lhat Lhey

had to adjust themselves to the interaction.

e
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Conversation 3

Iparticipante: 4 studentsd
Ftopicsisports, classes, education, religion, wegkends’d

l

s
AW XRXIE
P

ISR IS
2 ) e
53

e
2.3
S
2%

-
2

o

7 aM3s
g.1x

QLM3E
190.1%
ii.HSt
12.73
13.M35
4.1z

1G.Rs
16.H32
i7.
18.R:
49.M3s8
2Q.R0
24.M2
22k
232.M3¢%
24,123
25.M32
Pé.MIs
27 .M3¢
28.M2s
29.M3:
30.M28
Bisls
32:M3s
33.R:
34.
35.M3:
36

What ie it wbout?

Everything.

T don’t understand.,

The question is “what is the toeic aboui?”
What io your opinion aboul luot cluoe?

I really liked it

aAnd you? You were not here laovt olaos.

I was not heres

Have you studied Enalich before?

Yeu.

Was it a long Lime wyo?

No, recently.

And where did you study?

At the university. English Ffor Special Purposes.

Hlow was your weekend?

My weekend? Very gyood.

T went to the beach far away Fron Lhe pope.

I studied the whole weekend.

You miseed the beadh and Lhe sun,

Yes. Junt Sunday was good.

Why wae it good?

Pecause I went to wy relative’s birthday party.

Oh, T see. And you, how was your weekend?

It was good, T wstavyed at home and T wenl Lo see Lhe pope.
Did you go to the ‘atervro’ or did you sew Hiwm on TY?
I waw him on ‘*Deira-Mar.’

Wnat do you think of him?

He i@ Friendly.

Are vyou catholic.

Na, I'm Indu, but I believe in all religiuns.

It s “coolt”

Gre uou catholic?

I am catholic, but I%m not a “church guer.”

S What about you?

No, I don’t have any religion. I prefer 1o rewd wbout
religion.

Conversaution 3 is started by Indeive I was Indeio’

i

First day of class and he was expeciting the kind of topic of tae

Ui



day thal they would talk about. The giroup provided & very dquick

answer and the conversation started rolling.

I- What v it abhout?

Fe Everything.

R- I don’t understand.

- The guestion is “what e the Lopic aboul?”

A positive aspect in the CLL approach is thalt it propitiates
information gap and fLask dependent wotivities (Johnsen  and
Morrow, 1782). That is, in the Fivsl case, one student has  an
informat ion the other does nol have, and in the cecont, wn ﬁtudant
depends  on  some  information anolther student has  in order o
perform a task. In thisv cave, Indeio needed Lo knuw how dependent
he was o Lhe toupic cholee o Lthuat he could parlicipale. He gol
this information Ffrom the yroup. This type ol adjusiment provided
real communicative situstions  and il molivated students to

participate.



Conversation 4

Tparticipantes Lhe whole yroupld
ftopicss gradesw, school, strikes, a UaO. noliday,

LaAl
2.M22
J.As
4, Mda
GaMis
GaH2a
7 aM35
GRS
PuMaz

19.A%
ii.

L2.M20

13.A43

L4.M25

15.A%
16.M2
17 .14
18.M2
19.

26 M2
21 .M4
2o Ma
23

a4.MLT

23.M2

26503
27,15
28.A%
29.1¢
Q9.
31.1¢
32.V¢

R O o P

34.V:
5.1
36.M5
a7 M2
38. M4
39.1:
40 . A3
% N A4
42,z
43. A%
44.7s:
A% .08

%2 o8& 82

BT 22 &%

»

%2

Who ‘s participating?

I don ‘'t understand.

Who ‘s participating?

I am.

I am participating touu.
Are they participat ing?
Na, ITm not.

Tikead

No, I am not either. Today T will only listen.

Ok

I it & semi-circle? IL would be goeod i it were a cemi-

circle. People have (o see each olbher.
What are we going to Lalk aboul?
Anything.

Give a suggestion.

PDid the astrike disturb your vlasses?
More or lecst.

Ye&ua

I will have (lassee in December, Janusry and Februwry.

will have Jjust a week off in January.
What grade are you in?

8th. What aboul you?

T am in 7th grade.

Where do vyou yo to school?

Institubto.

T study at Coldyiv dJde Aplicagio.

What ‘s your name? 7
Indcive. What is yours?
My name is Antdnio.

She looks like Rita lee.
Oh, thank you.

Sing a song For us.

My voice is tervible.

T don’t think su.

You sing it.

I am embarassed.

What wre you going to o for your holiduys?

I don 't know.

I will go to S%o Paulo.

I wm going home in Mato Grosco.
Nothiny special.

T will rest. And you?

I don’t know. :

I will 90 to the beach.

I am going home.

Where ie yowr home?

parke
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46.T:  In Nova Trentu.

47.15  What kind of music do gou Tike?

43.6% I like rock, “progressive” music and MP3.

AR5 Why dou Youu wesr long hair? Are you being infTluenced by

39. somnebody?

Gi.05 I don’t have uny external influence. T wear lung hair
G2 because T Tike it. That ‘s ite I think long hair fils me
n3. well.

B54.03 Do you like movies?

UDSD.AY Yew, I do.

H6.VE What kind of movies do gou 1like?

H7.65 T like all kinds. And you?

8.V I like love stories, adventure, terror and science
9. fiction.

60.R:  What kind of adventure?

GL.Vs  Indiana Junes’ movies.

G2.81 T like thrillers and love uwtoiries.

Similarly to conversaiion 3, in cenvercsation 4 studente
started trying tuv organize lhe uspeech evenlt. Anltdnio wanted (o
know who was goinyg to participate and asked For a semi-vivele 30
ihat they could see each other. In olher methodolugies theses

assroon  arrangenents would be made by the leachers. I decided

ot Lo Timit the number of participuante in the ounversutions
Cwince we were still getting used to the provess.

It it intleresting Lo notice thal Rouberto swid he was  not
gaoing to participate in the conversaltion, bDul ags he conversat iun
aob interesting Lo him, he naturally got involved n L. Av the
sqamp les below showd
Faf~ Who o participaling?

B.R~ Today I will only listeon.
A44.R- T will revt. And you?
A9.R~ Why do you wear long hair? Are you being infTluenced by

Bo.somebody?
L@ LR~ What kind ofadventure?
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Conversation &

Lparticipantss O student el
Ftupics? class, holiday, god, witches

LaRE Was Lthere a conversalion lust (luue?

2.M2%  No, there were some other activities.

JeRs What kind of activitiesn? What happened?

4,14 T dont remember .

eM2E We read some articles Trom Lhe newspuper.

bV Today is Halloween. Do you delieve in witches?
J.M3s Why is it Halloween Loday?

g.un It s an American and Jribish tradition.

CLM3: Yew, I know it, but why ¢ it Loday? I thought il was
19. Frriday 13.

£4.V5 T thought it was tLoday.

2,85 For me it can be any day. I don 't believe in il
13.M3% You don ‘'t believe in witches! Pour bouy.

{4.R: No, I dJdon’t.

L%. M3 Do vouw know that there are many wiltches on the islund?
L1H.RE There are many?!

A7.VE Yen, wnd Clobisomen” Lo,

18.R1 Have you ever seen any?

L9EM3: You don’t know women.oodon 't look ab me!

20.Ta I Just believe in Santa Claus.

24.M3% Aud vou, whalt do you believe in?

22.RY I believe in what 1 see.

23.M3: So you don’t helieve in god.

24.Ry My god?

2H.M3% Yen, G0 YOU Gee Your god?

H2h.RE My god, Yes.

27.M3%: And who 1% your god?

28.R% It 7w hard to explaio.

29.M2: But who is vour god?

3P.R: I don’t really like tuo talk abuul it.

S1.M28 Borry. o
B2.M35 I think you helieve in many things you doun U see. Your
33 goad, for example.

34.R5 Yew, maybe the ouly thing.

AT.M2E How silenteseit i35 wtill silent.

B3GR Let ‘s muke some nuise.

37 . Sometimes wilence s yood.

A8.M35 But ot in an Englieh claws.

39.R% Yeahouauoit iu hot today.

Mo i the previows conversations, etarling the counversalion
by recalling the previous class vreated a  real  communical ive

moment y  studente actumwlly seeked Tor unknown  and  NeCeSsary



informat ion.

fin interesting Teature of  wonversation 5 io Lhat il ohowed
how people 9o over a certain topic. Verbnica, fuai instange,
introduced the topic not even having much informat ion aboul -
Ghe tried to aﬁ@rcom& the lack of infTormstion by providing soume

type of data she was not asked, Tor edMampled
" Why i it Hlalloween Loday?
- Tt 75 an American and Jritish tradition.

VerBnica ‘s answer really did not it the gquestion.

fnother interesting  wopect it that it seems come  of  Lhe
language produced, instead of being directed (o a specific person
in Lthe conversation, plaved the role of fillers of Lthe periods of
silence, like in lines 33 to 37 in which students talk  about
wilence in clase and aboul the wewlher. IL seems thal  whenever
language waws not directed to a specific person in the giraup, it
wasn Lime to cltop the cunversabtion.

It can  wlwso be noticed that at & certain point  of the
dgiscusnion aboutl God, Roberto signalled he did nol wanl to talk
apoult that topicv. However, Maria does not vealize. it and  asks
Chim amgain wboul  the topic. As a positive aspect  of  the GLL
approach  Roberto had the chance to way clearly and objectively
that he wanted to change the topic. The targel lungusge was nol a

ChaFrier For osuach chande .



Conversation &

Fparticipantes: 9 studentsld
Ftopicsd hobbies, favorite singeirs,likesd

LV My hobby o reading and gardening. Whal ise your hobby?
a.M22 My hobby is swinming and waltching TV

B85 My hobby je sailing and reading.

4.M2:  aAnd I forgot to say that I alwe like viding bikes.

HIRYE And what ‘s youwr hobby?

HaAl My hobby i3 playing volleydall and watching movies.

7Rz T play the guitar, the electric guitar, and T wloo study
3. T omMEiC.

Q.MiE Who e vour Tavorile singer?

19.M25 I don 't have any preference.

G8.Vs T like Milton Nawcimento and Caglano Velowo.

12.R2 I like many singers, Tom Jobim and wiheirs.

18.48% I have many Tavorite singers and T wleo like Lo do many
14. things. Volleyhall and walching files are somg exanples.
15.M22 T alwu like Lo go oub.

16.ML0 Can I change the subject?

Z7.groupt Yew.

18.M2%0 OF course.

195k s I0 you were ab animal, which animal would vou he?
20.M23% T don 't have any idea.

23,V 1 would like to be w bird.

22.A0%  Why?

23,8 T could make it more difficult, but to pul it in simple
24 . wordes I like the feeling of freedom.

25.M28 1 would also like to be a bird to Tly.

26,08 What about you?

R27.Re A dog ur a munkey.

28,35 Why?

RAP.RE A dog because 1L hut an esusy 1ifTe, and a monkey hecause
39 . it is intellivent.

Bl What wboul you AntOnio?

2.4 What is the question?

AB.V: 0 I0 you were wn animal which arnimal would you like to be?
4.4 A man.

A% .M28 Dub you are & man.

3.6 T still would like to be a man.

7ML T owould like Lo be & squitrrel.

38.Rk  What does it wmean?

BP.MLS It means ‘esguilo.’

49 .Rs Why?

41 .M48 Because they wre oule wand because Lhey like Lo olimb
42. trees.



The CLL approach enables peoele Lo expiress their opiniuns,
Lo complete the infTurmalion cunveyed or (o clarify when
necessary. People could reveal their personalities o Uhe extent
they wanted, rather than being tovered (disguised) by the role of
“Tom ‘a” or “Mary ‘s” character aws books often prevent. The feature
wf CLL. as = persconalided approach got  evident in thio
conversat ion.

T line 4, for example, Maria wided thut she had forgotben
to say she also likes viding bikes, voing back to  her previous

ahower (line 2).

M~ My hobby ie swimming wnd walching TV,

2“
4. M~ And I forgot to say that I alwo like viding bikes.

In line 43, Antbnio answered to the guecstion aboeul  favorile
singers and completed his answer aboul hobbies, gouing back Lo

lineg H.

G. A~ My hobby i plaging volleyball and walching movies.
13« A= T have many Favorite singers and I also like to do many
4. things. Volleyball wund wabtching fFilms wre soume examples.,

Maria also went back to her previous answer  and  also
completed, “the same Lthing for me. T also like Lo go out.”

It fw my assumplion that this Flexibility of guing back and
forward makes the convercation enjoyable, cince Lhere is wlways
the chance of clarifying someithing thal was oot veiry  well
explained/edpreveed. Very often, traditional controlled exercices
frustrate students becauwse their vestriclted knowledye fuoruves Uhem

Lo sway Lhings they do not mean exMaclly, betraying their {eelings

and personalities.
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Regarding the management of the vonversation, studencs  wers
more and more solving their problems within Lthe group ralher than
with the teacher. For example, somelimes some wtudents did ool
underetand a word in oy ulterance. What they did in conversatl ion
6 was to ask the meaning of the word directly to thelr peeirs in
the group, at in line 383

R What does wsyuirrel mean?
M- It mweant ‘esqguilo.’

In the next conversation the speukers show a full command of

the CLi apgroach.

44



Conversation 7

Lparticipantss 4 studenield
Ltopices objects, an evenl

I bought it at ‘Feira da Eeperanes ’ Tuwl weekend.
3 What is it?
] It it a color pencil. Did vou aleso go to YFeiru du

P g S O 0 B

R

M

e I didn 't

T T went on Friday. When did you o there?

Z.Ma2: I went there on Sunday.

HV A How did you like iL7?

P.M2: T loved it!

L9.T% Did you see “Polegar '?

14 .M28 Yeus, I dida

12.V8 Do you like them?

13.M23 Yeu, I do.

14.7T:  The money collected in the Tair goes to pour children, for
159. charities.

6.V Were there many things to buy al the fair?

17.M28 Theve were wany pictures, clothes and Food.

18.R: Did you buy other things beoides Lhio?

19.M22 No, bult I went to the park.

20,08 Did you buy anything?

20,74 Nu, I didnt. T jusl went there siyblsoseeing willy my
Rea clasemaltes.

23.¥t Maria, whom did you go with?

24. M2 I went there with my Tamilys my Talher, my mother and  ay
2 Brother .«

26.R8 Was there any show on Tuewsday?

27.0M82 1 don 't know.

208.T:  There were some tyrical “guicho’ dancings.

29..M2¢ It would be good i7¥ you had been there, DECause il was
30 really good!

LR Has it finished already?

J2.M2% Yes, it started oun November Ath, and il epded on November,
33 a 19th.

o~
1

Today there wat & Tull understanding of how turng  should
take place in the conversation. Students allowed themselves  some
bime to listen to my Lranslastion sud then Lo direct L Lo their

clavsmates.



Conversation 8

Tparticipantes 4 studentol
ftopicsdtan objectd

What i 117

This iw a crystal pyramid.

I it an aruament?

Generally il ie, bul fur me L ie moure Lthan Lthic.

What does it mean to you?

Firest, it was my girlfriend’s present.

7 .M And second?

ey and second il is important for me because ol Lhe power PL
D NAas.

10.M3% What power doss il have?

L1410 It can give enerdy to some things.

12.M3% Can it give energy Lo anything here?

13.412 For example, if you put an orange under G, UHE drangs Can
1 4. Tast Tor iy months.

£5.M32 Was there anything special that led you believe in

e

ISR a IR SR A S B
E 3 £
DD

ek LY et (J wed B =3 B)

1 4 g3 B3 ®xT £2 %¢ o3

16, pyramidae?
$7.A15 T read aboult it. Theve pyramide are related to the
i8. pyramids in Egyplt on ity dimegasional relationsinip.

19.M38 Can thal pyramid cure my cold?

20,418 I don’t know. Sonme people use it to work, to stady, o
PR meditate.

22.M45 Do you keep b in Lthie blue houx?

23,412 T put it on my booksheld, under my racor blade.s

24,.M2: So you are saying thie pyramid gives you luck and eneryy.
25.A1% Not because of luck, but because it s a gift.

24.M35 Did ehe buy it in Italy?

27.681% No, she didnt. She bought it io Jrawil.

28.V: Mae anybody Lried Lo explain it sciepntifically?

29,4813 Many people study the Queops pyramid and the olber

1 pyramide. Do you believe in il?

34.V2 Do you put salt on it?

A2.618 I Just clean it.

33427 Bo you are saving it gives you good luck.

4.4 Not only thies.s For instance, sowebody pule Lwe planis

35. under pyramids. The one that way inwide the pyramid grew
J3é . faster. Maybe it cun cure some Lhinys Tatter.

37 .13 How much does it cost?

A8.A18 I1 cousle more than cr$%20.000,00. Besides thice, cryttals
39. have their own POWEr .

A0 .. M2t Have you tried any exMperiment with the pyramia?

41 .41 I have aliveady told vou apoult my ragor dlade.

A2.M55 Did it work oul?

43.4812% Yes, it Jdid.

A4,V Do gou only have thiu pyramid?

4% .4810 Yes. It doesn 't need to be crystal-made, it can bhe paper:
44, made .
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Students were all very interested in the topic. Moreouver,
ctudents” Tamiliarity with {the CLL procedure has  made  Lhe
activity very easy for them. They have become used tu saying  in
Portuguese-listening in Dnglish-and addressing the witlerunce  in
Friglish. However, wy translation did not flow very sasily. T did
not  know exactly why the Lask of truanslatl ing was rulher hard Lo

Iad

med maybe because of the topic kind of  abstiract), tiredness
(difficulty in concentral ing), or because of the speciticily  of

the vocabulary.
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Lonversation 9

Iparticipants? 3 studentsl
Ltopicsipoliticsld

LuRs What do you suggest?

2.M3:  The elections of the president of the university.
3. Who did you vote for?

4.R: I voted for Schmidt. How about you?

5.M3: My vote is secret.

6.A% I didn’t vote. :

7.M3: My vote was blank. Why didn’t you vote?

S.A T didn‘t know what the electoral programs WEre «

9.M35 I think it would be a good idea if candidates signed a

10. contract before elections. And if they didn’t do what they
i4i. promised, they could be taken to court.

i2.R: I think that the candidates are committed to a larger
i3. structure. '

14.M3¢ OFf course, I'm tired of promises too.

15.R: Among the six candidates, it was hard to choose the
i6. best among the worst.

17.M3% I don’t like the worst ones. I like the best ones.
18.R® I voted for Schmidt, because I think his proposals were
i9. the most suitable.

20.D: Do you think it is right to vote blank?

24.M3: I don’t know. It was my protest.

22.D: Doesn’t it cause the incubant candidate to win the

23. elections? -

24.M3:¢ I don’t think so. It’s just one vote. Some people told me
25.  that Ronaldo ‘bought’ many of the employees. And the

26 university has more employees than teachers and students.
27 . Besides this, the majority of the students didn’t vote.

28.Df  Isn’t it our responsibility to vote?

29.M3% Of course. ) '

30:D: Was it a protest?

31.M3% Yes, I tried it. Do you know that there is a candidate

32.  that is a student? Why didn’t you vote for him?

33.R% I think that a student is not ready for the job to run a
34. university and because I think he is just a protest
35. candidate.

36.M3t What do you think of him? Do you think this was a good
37. or a bad idea? '

UB.RE L..maybe..it was @& good idea.

39.M3% I think this was a good idea, but this candidate was my
40. classmate and I don‘t like him very much.

In this conversation I have noticed that having to translate
opinions made the conversation hard for me to translate. For
example, in line 1%, I had to translate “o menos pior” on the

gpot. I thought of the literal translation “the least worst,” but
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as it sounded awkward, the assistant teacher suggested me that

we put in the transcript “the best among the worst.” I suppose

that expressing opinions in this conversation involved some
Brazilian  everyday expressions which made the _ translation
difficglt.
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Conversation 10

Lparticipantss 4 studentsl

Ft0p|c§

1.8
2.M3:
3.y
4.M31
5.

6.
7R
8. MS.
?h

1.0.
11.
.1 Co 8
13.R¢
14.M3:
5.
ié.
17.Vs
18.
19.M31
20.R:
21 .M3¢x
RR.R:
23,V
24.M3:
25.Rs

26.V:

29.M31
30.
31.R3

32.M3: Y

33,
34,V
35.M3:
36.

37 .V
38.M3s
BY.Ve
40.M33
44 .8
42 . M3s
43.Vs
44 .M3z
45,
46.V¢
47.R:
48, M3¢
49 R
50.

an object, occupation, sports, free time, musicl

What is it?

It is & god. Ii s an Inca gaod. The god of the sun.

Which are its powers? N

I don’t know. I don’t remember. It‘s an Inca or Aztec god.
The female is the god of the moon. The male is the god of
the sun.

Do the ﬁ*tecs live in Peru?

1 don’t know, but they live in South America. If I'm not
mistaken, this is the main god of the Aztec culture.

I bought it today because I had a History class and I

had to talk about the art of the primitive cultures.

The Aztec is an old culture.

Where did you get it?

My father bought it in Mexico. I think that the Aztec
influenced many South American countries, for instanced
Chile, Bolivia, Peru.

And in Brazil, do you know any influence of the Aztec

T people?

I don’t know.
Can I see it?
Sure.

It ‘s heavy.

What is it made of?

Onlz stone.
It is beautiful.

.V It ‘s very beautiful.
0g.Ts

Why is it important for you?

1t ng»not important for me. My father bought it because
it is beautiful. 7 B

" Does your father study it?

Yes, he likes %tudgan other cultures. He is studying in
Mexico right now. It must have a special meaning for him.
Does he have other objects of this kind?

Yes, he does. He likes to travel. He brings other things
from other countries.

Does he have anything from Brazil?

Yes, a "pandeiro’.

"Is he an anthropologist?

No, he is a geographer.

Does he make excavationsg?

Yes, he has already made some.

Did he find anything?

Only stones. Changing the subject, what do you want to
do by the end of the year?

1711 go to Cricidma.

1’11 stay in my house in SRo José.

“aren’t you going to the beach?
Althoth I went to the beach this weekend, I don’t like it
very much.
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S91.M3¢ What do you do in your free time?

G2.R* I like to play the guitar.

93.¥2 Do you play in any band? A

%4.R: Presently, I just study music.

55.M32 What do you usually do in the summer? Do you only play the
56 . guitar? ‘

Y7.R%  Im cancelling my enrollment at the university.

H8.M3% Where are you going to study?

59.Rt Here in Floriandpolis at Academia Funcional de Mdsica.
60.Vz  UWhat kind of music do you like?

65:R: A1l kinds of music: MPB, classical music...l love it...,
62 except country music.

63.1¢ Did you go to the “Kid Abelha” show?

64.Rs  No, the show was vey late.

6%.12 Do you like “Kid Abelha’s” music?

66.R¢ More or less. Although “Kid Abelha” has great musicians,
67. I don’t like it very much.

In conversation 19, studentes were used to the “show and
tell” activity, and again the conversation flowed naturally.
Students were, as in the previous conversation, saying somne
sentences by themselves, like “what is it,” “why is it important
for you.” Students really got engaged in the conversation and
produced a rather long interaction. It is interesting to notice

that the topic about nusic comes up for the third time.
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Conversation ii

Cparticipants? 2 studentsl
Ctopics: ecological groups, an eventl

L1.Re Have you ever participated in any ecological movement?
2.I%  What do you call an ecological movement?

3.R: People who meet to protect nature.

4.I: I’'ve never participated. I think people don’t need to

5 meet to protect nature. We can protect nature in our

b everyday attitudes. 7 :
7.R¥  Not everuybody thinks this way. That’s why there are these
8. groups to protect nature.

9.18 By the way, have uvou heard about the international meeting
19. in Rio next year?

14.R8 aAbout ecology? I have superficial information about it. I
12. haven 't read anything about it.

13.7% Where did you get to know about it?

14.R% On TV. Do you have any further information about it?

$i%.18% Many countries will participate.

16.R% Do you think that Rio is the ideal city for this meeting?
47.1% I don’t know the criterion for this choice, but why not?
18.R% Don‘t you think Rio is a very violent city for foreigners?
49.12 I agree, but I don’t think Rio is that violent.

290.R% There are many poor children in Rio. Don 't vou think it is

<5 bad for vigitors to see them?
22.7¢ I don‘t think so. I think that they have to see the
23. gsituation because this is also their fault.

245Rs Why? 5

2GsI% Because of the economical exploitation.

246.R2 I don’t think this is the reason why we have 0 many

27 . poor children. Have you ever been in Rio?

28.1% Yes, I have.

29.1% Was it a long time ago?

30.1I% Three years ago.

34.R2 I have never been to Rio.

32.1% S0 the images you have from Rio are from TV.

33.R% Not only, I also get information from “cariocas” who come
34. to live here and from friends who have been there.

35.1% I think that the problems of Rio have to do with ecology.
3é6.Rt Yes, they do. Can you name some?

37.1% The concentration of the population without infra-structure
38. is one.

Before starting the conversation, the two participants
decided on the topic. The conversation produced was rather well
developed. Students were able to exchange information, give
opinions, and examplifications based on facts iand previous

2MpPErience, producing this way an interesting and coherent
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conversation. I think that the major factors responsible for

generat ing such a conversation weretl

i. Students were used to the CLL process, respecting each others’
Paces and pausesy

2. There were just two participants;

3. Students decided in advance what they were going to talk
about y

4. They could contribute with some new information and bring into

play previous experience.

From an analysis of the 11 conversations, one can observe
that regardless of students’ cooperation in the application of

the approach every class offered a new challenge.

Now having in mind the role of the participants in thig
experiment, how students reacted and responded to CLL, I will
point out what the conversations have produced.

fs noted in the first chapter, students’ major concern was
conveying meaning. And this negotiation of meaning was done

through functions as the next section will show in detail.
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3.2 The data collected

In the data analysis, I cmncehtrate my attention on the
functions, structures and questions introduced by learners in the
eleven conversations.

I analyse the functions used, classifying them into
categories, their occurrence and the topics involvedy I also
analise the main grammatical points used in the application of
the ClLi. approach, particularly the points necessary to the
development of the conversation and the order they were requireds;
finally, I analyse students’ questions from which I draw
parallelisms with Burt and Dulay’s (4973) difficulty order of

functors.



3.2.4 Functions generated

One characteristic of the language used by the group of
learners was the wvariety of functions in the conversations.
This had already been hypothesized by methodologists like Yalden
when talking about the functional approach. She statest “the very
basis of a functional approach to language teaching L...1 derives
from the conviction that what people want to do through language
is more important than mastery of the language as an unapplied

system” (1988, p.32).

In order to analyse the functions used by students in the
conversations, I present in this section the frequency of
occurrence of functions introduced by the learners. The functions
are classified into¥ 1) imparting and seeking for factual
informationy 2) expressing and finding out about emotional and
moral attitudes (Van Ek 1976)3 3) making communication works; 4)
finding out about language (Blundell et al 1982) and the function

I classify as 5) finding out and expressing reason.

a) Imparting and seeking for factual information

Under this function students were basically trying to get
information about their classmates’ background. The table below
shows the topics involved in the conversations and their

OCccurrence.a
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Students used “imparting and seek ing for factual
information” in an average of 3 times in each conversation.
Generally, it was the starting point of the conversations,
rarely occurring  in_ the development . Present in all
conversations, imparting and seeking for factual information can
be seen as an attempt to frame the conversations. In some, a

more rigid framing was used (conv. 7,8,9,10,11), whereas in

others, various topics were introduced.

b) Expressing and finding out about emotional and moral attitudes

b.i Expressing and finding out about emotional attitudes

A  second function students used in the conversations is
YeElpressing and finding out about emot ional attitudes.”
Considering that “imparting and seeking for factual information”

was primarily introduced as a device to frame the conversations,
“eupressing and finding out about emotional attitudes” can mostly
be found in the development of the conversation. Students
introduced this type of function after they had broken the ice
and felt at ease to ask for more personal information about their
clagsmates.

The topics involved in “expressing and finding out =about

emotional attitudes” and their occurrence are shown below.



Table 2.Expressing and finding out about emotional attitudes
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This  function was used less frequently in the
conversations. The topics that mostly required the use of this

” and “choices.”

function were “likes,” “opinions’

Moreover, students used this function to elicit language
which conveyed personal  information from their colleagues.
Through this exchange, more intimate relationships were created.

It seems the group needed this emotional support to create an

ideal environment For_}earningn

b.2 Expressing and finding out about moral attitudes

In this category students, did not only want to know
whéther their classmates liked or disliked things as expressed in
emot ional attitudes (b.1), here a more critical position toward
facts was demanded. Some of the topics explored in the

conversations were controversial ones. They involved discussions

78



on religion, myths, reflection, political positions and
alignments towards facts.
The table below shows the topics involved in “expressing and

finding out about moral attitudes.”
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It seems that after students had set the topic through
“imparting and seeking for factual information,” given some
direction through expressing emotional attitudes, they felt like
going deeper into the subject and asking for more personal views
From the participants.

In an analysis of the four conversations in which this
category appeared, I can see that “deepening the conversation”
was not related to students’ age. This means that to deepen the
subject did not depend on students’ wmaturity because these
quest ions were addressed both to adult and adolescent students.
As  the table above shows, the topics in which this function

appears are controversial ones, which were introduced in Just
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four conversations.

c) Making Communication Work

Another function students used in the conversations was
“mak ing commun icat ion work.” Students used it to check
understanding, to introduce a new topic, to find out about the
content of the previous class, to adjust to the who~how-what to
talk about. This function provides security to students because
it creates the opportunity of checking whether the channels of
communication are adjusted, like topic/word understanding.

The table below shows the frequency of use of this function.

Table 4. Making communication work
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As the table shows, students used this function mostly to
introduce or ask for a new topic. Its major role is of requesting
students’ acceptance for a new topic. Students also used this
function to slow down the pace of the conversation. Speakers
asked for further explanations, propitiating students to get back
on track again. However, this function was not used very often if

compared to the frequency of topic change.
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d) Finding out about language

Students used the “finding out about languange” function to
solve problems of understanding in the conversation, and to solve
problems that occurred in the group itself . For example, in
conversation &, Maristela produced an utterance without the help
of the instructor and Roberto asked her directly the meaning of a

word he did not understand.

Students used this function Jjust once along the
conversations and it is a sign that they tried to work by
themselves, Jjust 1like Curran (1976) had idealized the CLL
approach. It is one of the signs students were starting to be

less dependant on the teacher, initiating what in the literature

has been called “stage two”, of kicking out dependency.

€) Finding out and expressing reason

A final function that occurred in the conversations is
“finding out and expressing reason.” Students used this function
to ask for and give reasons for certain facts. It seems that as
the conversation moved from factual information to emotional
attitudes, a deeper analysis of the facts was made by the
conversationsalists, and the function “finding out and expressing
reason” was used to make such an analysis.

The table below shows the fregquency of use of “finding out

and expressing reason” in the conversations.
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fis it can be seen, students used this function in  almost
all conversations. And an interesting aspect is that students in
their very first contact wanted to know why their classmates had
started studying English. 1 interpret this as students being
looking for and finding out about the common_objectives for being

in the class and learning English.

Comparing the functions discussed above to the 1list of
funtions Van Ek (1976) and Blundell et al (1982) present,
students still need to develop some other functions in later
stages. In a 38-hour course students useds “imparting and
seek ing for factual information,” “ expressing and Ffinding out
about emotional and moral attitudes,” “making communication
work,” and “finding out about language.” To develop threshold

”

level competence students still need to developt “expressing and

finding out about intellectual attitudes,” “getting things done”
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and “socializing (Van Ek 1976).7
I+ there were a follow up of this edperiment, these other
functions could be either introduced naturally by other

conversations or suggested by the teacher.
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f. Distribution of the functions along the conversations
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that there seems to be no relation between the number of
functions introduced and the quality of the conversat ion
produced. For example, conversation 8, although only including
three types of functions (“seeking for. factual information”,
“finding out and expressing emotional attitudes” and “making

communication work”) is a very interesting conversation. That

is, students introduced a topic that really caught their
attention and produced a lively interaction. The opposite

happened in conversation 3. Even using 5 types of functions,
students did not come to an agreement on a central topic to be
discussed, and the result was an inconsistent conversation.

From an analysis of table é and of the conversations, it
seems that the variety of functions provided a broader view in a
discussion, however, what really influenced the quality of the
conversation apparently was the interest in the topic.

It is important to point out that an interesting topic seems
¢;;?ial for the development of a good conversation. It goes back
to Grice’s (4978) maxims of quantity and relation. That s,
students made their conversational contributions as “informative”
(quant ity) and “relevant” as desired.

‘ comments other issues may have

Nonetheless, from students
mot ivated them to participate actively in the conversation. As
table &6 shows, in conversation 7, for instance, student s
introduced just one function (“imparting and seeking for factual
information”). They talked about the topic superficially. From my

Judgement as an outsider, the conversation was not motivating for

the students. However, Roberto stated later that he was quite
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satisfied with that conversation because he was able to control
his tenseness and to get involved in the conversation.
- hAs Nunan (1988) points out, the learner reacts to

experience as he perceives it, not as the teacher presents or

perceives it.

ThereFofe;l the number of functions introduced in a
conversation did not necessarily mean a motivated conversation.
Factors 1like interesting topic, as well as affective filter and
getting used to the CLL process were all important factors.

Summarizing, - “seeking and imparting for factual
information” was used in all conversations and “finding out and
supressing emotional  attitudeées” was used in 40 out of the 14
conversations. “Finding out and expressing reason” was used in ¢
out of the eleven conversations. These three functions were the
most frequently used. It seems they were really necessary to the
development of the conversations. “Making communication work,”
seems  also to be an important tool for the conversations. This
function was used in 7 out of the ii conversations. “Finding out
and expressing moral attitudes” was less frequent. It happened 4
times along the conversations. “Finding out about language” was
used Jjust once in the 11 conversations. It seems the learners

were more meaning than language/structure oriented.
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_3.2.2 Structures Introduced

This section will deal with the recycling and novelty of
structures, which were introduced in the conversations on the
paradigmat ic and syntagmatic levels. By recucling I understand
structures which are frequent in almost all conversations, while
novelty is the introduction of new structures along the
conversations. B

At the paradigmatic level, I will analyse the sentences
students produced in  terms of recycling and novelty of its
components. I selected randomly articles, adverbs, numerals,
interrogative pronouns and verbs for the analysis.

At the syntagmatic level, I will examine how students
organized their ideas in terms of clauses.

Now, concerning the paradigmatic grammatical relations,
articles are at stake. Indefinite articles surprisingly were not
used in  the first conversation and the definite article “the”
Just once. I say surprisingly because articles seem (at least to
me) to be obligatory in almost any utterance. From conversation 2
on, however, students used an average of ten articles per
conversation.

Adverbs aﬁd numerals only appear from conversation b
onwards, when probably students felt more comfortable tao
e¢laborate their sentences, reinforced by the fact that topics
required more detailment. That means, students did not restrict

their questions to the “here and now” reference. For example,

students used adverbs like “last class”, “lagt weekend”, and
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numerals like “first” and “second.”

I also noticed that students introduced interrogative
Pronouns  through WH questions quite early. In conversation 1§
students already used “what, where, and why.” These three
interrogative pronouns  occurred repeatedly in fhe next

conversations. Novelty was introduced at every other conversation

by how, who, when, whom, and which.

Regarding verbs, students used verb To Be recurrently in
all conversations; the Present Tense was also used in all
conversations, whereas the Past Tense was used in 6 out of the if
conversations. Having in mind that traditionally verb To Be is &
starting point in English classes, it seems that my data confirm
this early need in teaching the different forms of verb To Be.

If  learning is related to the need in use of discourse
tHatch, 1978), verb To Be should be among the first items to be

present in the input provided to learners.

By comparison, in all conversations students wused the
Present Tense of some main verbs. The Past Tense of these verbs
appears from conversation 2.

In conversation 2, sfudenfs started using the morphemne §
for the 3rd person singular. It seems that they needed the form
gince the very beginning “of the conversations, while in
traditional sequencing of syllabi, 3rd person singular would
only be presented to students in later stages, supposedly when

“ items.

students had mastered a series of “less complex

The Present and Past Perfect, in spite of not being as
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frequent in the conversations as the tenses presented before,
were used surprisingly early. Traditionally they would be
presented to students much later. Both of them were used
basically in every other conversation. One of the advantages of a
not linguistically ordered syllabus lies in the fact that
students are in contact with only the structures required for
the purpose of communication.

Modals were another wverb form frequently used in the
conversations., They occurred in 9 out of the 1i conversations,
involving can, could, would, and must. Modals seem to be an

‘ conversations.

important tool in students

lL.ess frequent than the previous verb forms was the Ffuture
with will and going to, and the Present Continuous Tense. They
comeg up in 4 out of the 11 conversations.

Some verb forms like there was/were and the Imperative were
used more scarcely. The former was used in 3 and the latter in 2
conversations.

Thus, in terms of verbs, the data show that wverb to be, the
Present and Past Tense of ~verbs were recycled in all
conversations. Novelty was introduced by the Present and Past
Perfect, Modals, Future, Present Continuous Tense, there was/were
and the Imperative. From the analysis of the datx, it can be
noted that in every conversation an average of three new elements
were introduced. In conversation 1, for instance, students

introduced the Present Perfect, the Past Continous Tense and the

Imperative.
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At the syntagmatic level, the majority of the clauses
introduced were either independent or subordinate in all
conversations, and in a smaller number, coordinate clauses. One
characteristic feature of the last conversations  was an
increasing number of subordinate clauses compared to coordinate
clauses. Also, in the last conversations students used embedded
questions/answers. It seems that as students started deepening
the subject of their conversations, they produced longer and more
complex sentences. This syntagmatic elaboration seems also to be
a result of students’ closer commitment to the group. That is,
the group demanded from sach other clear positions towards facts,
and the ability to use language that showed the interrelationship
of facts.

However, if on the one hand at some moments students tended
to elaborate their utterances, in many other opportunities they
produced rather reduced forms of sentences. It seems that
informality and characteristic aspects of spoken language were
responsible for these types of sentences. Students, for instance,
tended not to use verb connectors, but mainly content words,
1ikes

At the university. English for Special Purposes.

In an academy or alone?
In Nova Trento.

Bugate (41988) classifies these reduced forms of sentences as
“gsatellite units.” according to the author, oral language
tolerates ellipsis due to speaker’s and listener ‘s reciprocal and

mutual knowledge of the situation, and to the shared ability to
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clarify any misunderstanding that may happen in the conversation.
fis the data from the experiment show, the satellite units include
noun groups, adjectives, adverbial groups, prepositional phrases
and subordinate clauses.

From the analuysis carried out on sentences and clauses, it
can be obgserved that the conversations provided rich input in
terms of making available complex linguistic elements to
learners. Novelty was added by introducing in every conversation

an average of three new grammatical items.
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3.2.3 Students ‘Questions

Students ’ questions constitute an essential part of the CLL
approach. As highlighted previously in the description of the
approach, after students had the conversation, there is a period
of reflection, followed by a period of questioning.

In this section I will present the type of questions
astudents asked during the questioning period and a comparison
between these questions and Burt and Dulay ‘s (1973) atudy about
difficulty functors.

- The questions students asked were of two main types.

The first type was about vocabulary, regarding the meaning
of words. As I put the sentences on the board, students would ask
the wmeaning of isolated words. In most of these questions
students wanted to know the meaning of a word in the given
context of the conversation. Some other times, they wanted to

know whether the meaning could be extended to other contexts.

In the first conversations, there was a tendency for
students to ask the meaning of every unknown word. As a result,
‘the lack of objectivity in focusing on one or another aspect,
generated insecurity. It seems that in the first conversations,
some students were unable to use strategies which c¢ould help
them to understand the meaning of the sentences written on the
board. In other words, in the first conversations students did
not know what they needed to know and what they wanted to know.

It is also important to point out that some students in the

first conversations did not learn from their classmates ’
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questions. I would be asked to give the meaning of a word nore
than once.

So the majority of the questions students asked were about
the meaning of words. The group, however, was not interested in
paradigmatic swpansions of the vocabulary. Considering all
questioninéﬁperiods, Just in a few of them students asked for a

7

paradigmatic relation. Maria asks “em “do you know her’, como se

’ A\ 242

diz ‘ele, ela’, ‘nds. Another type of expansion students
made was in semantic field relations using some previous
knowledge., For exampled

~AntBnio  asks if “pictures” (out of the present context) is the
same as “movies?(conversation 5);

~Alberto asks the meaning of “Blade Runner”(out of the present
context) when we studied “razor blade”(conversation 7).

A second type of questions were about grammar. They were

more freguent in the initial guestioning periods.

Below are the exampless

7

- thé}ylfference between the indefinite article “a/an
 feonv. 13

- use of “going to,” the “ing” gerund, the Simple
Present and “will” the use of “too” and
- “either”(conv.4);

= use of the object pronoun and the verb form “seen”
(conv.d)y

why Lthe nounl “reading” and “gardening” have the
v”ingf, he asks if it is gerund (conv.é)y

the difference between “don’t” and “didn’t”
(conv.?)y

- 3rd person singular (conv.i@).
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Surprisingly, students’ guestions have a close relationship

with the difficulty order of functors presented by Dulay and

Burt (4973 In this study Dulay and Burt applied a series of

tests and they came up with a list of the functors which the

subjects had difficulties. In order to compare the difficulties

the subjects in CLL had and Dulay and Burt study I organized the

list below with the linguistic aspects which were questioned by
the students.

A comparison of the categories in the two lists in the table

~below confirms this similarity. In a way, students’ questions

confirm Dulay and Burt’s (i973) study.
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2 o g 2o T RS 0TS O 28 G T SN2 I T S5 0 25 S 20 BT 50 05 TS5 I RO DN T D U T 0 0 D I NN I M mmammtom mimamsmunzmamamnn |
1 !
L 1
{ SLL~CLL i s5LL i
SARDO 1991 : BURT and DULAY 1973 i
[manan ::::*“*"”"""mm:..m'a::zz:z::::zzz mmv:’:.‘.:::::::zm::::::::.{-:: : ::::x‘::::::::::::: SmmmmInnIisnmngnIIamonanonItIS R IR I N an :
: :
. articles T 4. plural :
e e e e e e s s s s s s s o . s 2t s s . s s o s e o b 5 e 0 s e 1 e s 2 e |
? ?
L
:

. future/progressive

-

i1
H
$

-S> £+ Progressive

#e4s S30 Boce ssss @aes 4990 SsS SE0s SreD FHeS ive hee dobs Sems cosw Sest deae $O0E Shes ssew eer sees Sete shet Shbs Sive

P
H
!
i
!
i
i
H
i
!
i
]
i
]
i
i
i
i
i
H
H
3
t
i
i
!
!
H
H
b
H

- gerund

sheh oans Sa0e taes 4es Snbe S4re Gets sebs S404 $Peb Sa0E sere IS4 Sede Tss Veew Unbe Ty bues eled ORI S400 9S04 Gvay SReP SuBe Shes Saew Seee S0bt Fern debs

- too-either

et Goa0 oene euse seom Bote suSs dosm 4obe 444 4005 $44P SHAP 4FEL 008 S445 SLAY Sets Si4q by SIS Smee sove SONS SRR GRSH et S0in Sues bese Seus sfoe pees

obJect pronouns

041 5449 2104 Setn Bots vies Shet $140 Grd 4ara Ssrs Sepe S+LS BABR Tiee SURS BebS 0Gs GAS Sids PUPE Kéwe Sie 4500 4ets S0es veve Geas sest ases sfer sees

P.aSt._ irregular

3. contractable copula

45 oaee sees con S00e un0 buat Soes Shut Snsn are Snes Sese GRub S205 ket B0y Skes Lnes semn tee dene bwat Suvs Seen sare

Y 4d.contractable aux iliary:

$400 same onan asas oret Bace 0ss Pere 60 4500 S0t 4044 eSS Terd bese Seev SHSS 4406 S4ss S0RE Sess e SbRe S0re Beee Pete

-y 5. articles

4hes 5800 ise aess ahes sves beme KeRe SHev ASEF S40e POIH Sebe SEES S44S PEIE S40H SOTS 40D BSOS SPAS Bebe MeaS dean G4es Sevd Base seer

4. past irregular

o4em emva vove Sout veve see Tiea evs Sovs byay AESs seex AHes Fi4S AS4s BEe 4040 bees BESS Gacd S50 SIE UM ban Bese G408 Suss Bese

7. 3rd person singular

Grts +4es $30 40Re Gebe 4bve S40s 2R SHIB BReS Nkt PANE SANS Sain SSEE ALas bens Sabe FE0s S4SE ecs Sess 46be Hews Sowe tees Sise S0ed Dive pArt mase sise S4e4 besa 4ie beee asee $4ek Ssas bebe Serk 1R00 SEEs S4es $0b Hire sees Sesd S4Te S0be SR0D Sedh Atme 4208 BAse Su0s $0sn NRée Sies sver

¥
3rd person singular : 8. possessive
ultar ' ! :
]

1he s 44 s 40wt 6 4 4 v 0 Fn S e S0 200 AR SRS AR S8 hn e ek ne snes cons v mve §

H
$

H
]
H

.xﬂ

,1\

e o b v e me e e i --

H
H
i
H
H
H
i
H
i
i
i
i
H
5
¢
§
{
H
{
i
i
i
f
1
2

. oo

contractable auxiliaries  —J

— e o m mm wem e e

H
!
H
i
i
H
i
3
I
3
§
)
i
H
3
3
H
£
i
b
g
1
H
;
i
i
H
§
i
i

As  the table shows, articles, the progressive, the past

Cirfegular, contractable auxiliaries and third person singular are



common in both studies.

I would also call attention to the fact that the questions
the CLL group asked occurred in a similar order to the difficulty
order of functors presented by Dulay and Burt (1973), even having

both studies elicited the data through different means. Burt and

Bulay (1973 elicited their data with the Bilingual Syntasx

Measure (BSM), producing the difficulty functors unconsciously,

whereas I (4994) obtained my informat ion through questions

_students addressed to me in the CLL experiment at a conscious

“level. This confirmation in Dulay and Burt 's(i973) study seems to

_be of interest because it provides more support to the claim of =

2

universal language learning route.

Besides the two types of questions presented, students also

_.agked about the pronunciation of words and the production of

sentences. An interesting point is that students frequently asked
for the pronunciation of words they had produced during the
conversation.

This reinforces the idea of the importance of the input

_students produced in the conversations. As Curran (4976) points

out, the students’ generated input is an essential element for

~learning when talking about attention in c¢lass. OStudents are

fully engaged in the process since they are woarking with
something they have produced.

___ A final point here is that students did not ask about other

functions besides the ones they generated in class. In other
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~words, in this stage students did not ask for wpanding the

functions they had produced. They could have asked, for instance,
“how you ask somebody’s address, telephone number, etc.”

However, from conversation % on, students started asking the

“meaning of whole chunks of language. I hypothesize they had

realized that often the meaning of isolated words did not convey
enough information to understand the utterance. The fact of not

asking for expansion functions, however, may reveal that this

type of questioning was too elaborate for the present linguistic

stage.
CAs T could observe, their main concern at Ffirst was
understanding words, then chunks, and finally the meaning of

whole sentences.

This process of chunking seems to be related to the

limitations of short-term memory. Smith (1981) in a discussion

~on  the issue of how to improve reading comprehension by not

overloading short-term memory saus that the reading task is more
efficient if “we can organize small detail into larger units.”

(p.49) It is also in line with the fact that short-term Mme MOy

~can hold about seven digits, which can be letters or words. So if

celements are meaningfully organized in chunks comprehension is

improved.

fre Faf? as I understand, the way students directed their
learning is similar to 8mith’s (1984) description of chunking
data for comprehension. It seems that students learned that the

efficiency of their retention of information was related to

chunking.
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Interesting Venough, students were not so much concerned

;about  the comprehensiveness of the grammatical ruley a full

understanding of the rule did not seem crucial to them. They did
want to hear about the rule but they were not interested in &n
extensive explanation. It is possible that there are problems of
readiness and students in a later stage will ask again for

confirmation of their hypotheses.

From an analysis of the data I could conclude thats:
a) Regarding functionstd

I argue that functions generated in class are an encouraging
feature of the language for students to stady. It seems  that
students realized that through functions they reached their
major objective, that was of exchanging meaning. Students needed
the functions to communicate in the most motivating part of the

clased the conversations,

) Regarding structuress
Despite the fact that some structures are too complex/
difficult for learners, in a processing sense, experimenting a

lot of language seemed not to have caused problems to students.

What seems to have happened is that a rich linguistic
environment offered learners opportunities of taking
advantage of the instructional material according to their

individual linguistic needs.
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¢) Regarding questionst

I could notice that students’ questions revealed that they
asked for clarification of items they realized they could handle
at that stage. That is, students decreased the number of
quest ions about grammar, for example, towards the end of the
course. Probably students realized that the explanations about
grammar did not help them much in the conversations at that

stage. This is in line with the claim that teaching isolated

grammar points is not a useful activity in 8l instruction since
grammar/language is approached holistically by learners, and it

is needed holistically. Similar strategies were used to clarify

problems about pronunciation. Thus, I argue that students
chose to get acquainted with the lexicon of the language by
asking about the meaning of words/sentences in the

conversations.

Was it too much input to be transformed into intake?

Did some of it become noise?

From the students development and achievement in class 1
could observe that input produced in class was not noise. I can
support this view bringing Pienemann‘s (1984) theory to
discussion. From this theoretical perspective students profit
from the language environment according to their state of
readiness to acquire structures. A lot of input was generated in

the conversations, however, students picked up from the language
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the linguistic aspects they were ready to acquire. For some
students the exposure to the language through CLL might have
overloaded them, but it is important to point out that they were
not expected to learn everuthing that was produced in  the
conversations. This decision was made in order to respect
students ’ individual linguistic stages of maturation. The
individual stages of maturation could be observed through the
modal would. This modal, for instance, was surfaced in some
conversations. However, from my observations probably Jjust one
student learned the modal would. He was the only one to produce
it in a test I applied to the group.. It seems he had developed
readiness for such a learning. Yet, the other students were not
able to produce it in the situxtions it was required. According
to Pienemann ‘s hypothesis they had not developed the necessary
prerequisites to acquire the structure. Nonetheless, they will
have other opportunities to learn it because the CLL is not based
on the “structure of the day.” Another argument that allows me to
conclude that input was not noise was the fact that students knew

the content of the message they were sayinga

8o the CLL approach creates opportunities in providing the

linguistic tools for students of different levels of proficiency
to direct their learning and progress according to their current

linguistic competence stage.
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CHAPTER 4

Findings and applications for TEFL classrooms

After presenting the theoretical foundations, the
description of the experiment, and its results, in this chapter
I will point out some of the insights this edperiment provided me

on the type and effect of input generated in the CLL classes.

Firet, 1 will deal with the issue of the validity of the
material produced in the process of learning a foreign language
through the CLL approachy next I will answer the main questions
proposed in the experiment and then I will make some proposals,

and present some final remarks.

4.4 Input generated in the CLL experiment. Was it comprehensible,

interesting and relevant?

Initially one may ask whether students have profited from
the experiment, in other words, whether the language produced in
class was comprehensible input.

There are fow points to be considered.

First, concerning the input generated by the learners, did
it have the (i+i) quality advocated by Krashen (1982) in his
Monitor Model for SLAT? In the (i+i) formula, the (i) stands for
the  current linguistic level of students’ competence and (1) @
structure beyond this level. It seems that since the
conversations were not based on the “structure of the day,” any
construction could have occured provided that it was useful to

express students’ ideas. The syllabus created was neither



grammat ically sequenced nor determined by the language complexity
criteria, both necessary conditions for comprehensible input. As
a result of spontaneity, any stiucture necessary to eMpress a
required meaning could bave been used by students over the
classes. Possibly, some students might have felt overloaded. But
considering that meaning was emphasized and not structure and the
relaxed atmosphere, this should not have raised the filter of the

students.

Second, during the questioning period students had the
opportunity to ask relevant questions to the teacher and to each
other. The quest ions comprehended grammat ical, lexical,
syntactical or any other linguistic aspects considered important
to students’ interests. They basically depended on their
interestes and/ or state of linguistic readiness, Moreover, the
explanat ion of a rule depended exclusively on students’ curiosity
since wvarious grammar points could be exquited in a single
conversation. Therefore students would only ask about issues that

~were of relevance to them and relevance is a basic element of
“comprehensible input.”

Third, students in the CLL conversation had to talk about
something that was interesting to them or that they were willing
to talk about. The language generated had therefore the quality

of  spontaneous speech.  Such spontancous quality and

e

“interestingness” of input have been shown by several researchers
to be mostly suited for acquisition.

Fourth, if on the one hand the fact that students would
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produce chunks of the conversation in Portuguese and then have
them translated into the target language seems, at first,
somehow artificial, on the other hand, students felt confident
because they were communicatingy they were negotiating meaning.
And  still more important, students were self-assured that they
were expressing what they really wanted to mean since the very
beginning of their learning, and that the teacher would support

~their utterances by providing the target language utterance.

Curran illustrates the process of Li-TLt-TLs (Li-first
language, TLt — target language ~teacher, TLE ~ target language-
- student)  like swimmers that take their heads out of the water
to take air. The teacher while providing the LZ utterance is

actually giving breathing time to learners.

S0, since the early stages the CLL approach assures students
) khgt they are conveying the message they want. Through this
~participating process, the learners get used to the sounds, to
the rythm of the sentences and language and start to make sense
out of them. Just like the Chinese speaker (Hatch, 1978) reported
by Kragshen (1982)% the boy, the author says, had learned some
sentences  “as whole utterances without wunderstanding their
components. Just as time went by, the learner may have started to
~understand the meaning of words in other sentences and to use
this language in a creative way” (p.26). A similar process seems

_to have happened with the Brazilian students in the application

of the CLL approach.
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4.2 Research questions

~ Having briefly discussed the validity of the input generated

in  the experiment, I will now concentrate on the questions thigs

experiment was based on.

i- What do a group of Brazilian students choose to learn when
exposed to the CLL approachi vocabulary, grammar structures or
functions? How do they do thig?

The ClLL approach as outlinéd in the second chapter is
divided in 4 main parts:s the production of the conversation, the
transcription of the sentences on the board, questions, and
reflection period. As pointed out in the previous chapter, it can
be noted that students took very little of their time xpanding
vocabulary and analysing grammar structures during the
gquestioning period. During the production of the conversation, on
the other hand, students not only seemed to be very stimulated by
the conversation, but also introduced & good quantity and variety
of material. Students searched for a holistic understanding, that

i, an  overall comprehension which seemed to be of major

_interest. From their choice to concentrate on the conversations,

it seems that students chose to induce the rules of grammar

.exampliFied in the canver%ations"

_ Concerning vocabulary, students’ quest ions were
concentrated on meaning. It seems students were not interested in
mak ing paradigmatic expansions about vocabulary.

Grammar structures, in turn, were approached in several



By confirming grammar relations?

For exanples

=~ confirmation, “Is the s, in watches, plural?”

= confirmation about tenses, “what do you do?- o que voc® faz?,

_ gquéstions on grammar, however, as time went by students

what_did you? ~ o que vocé fex?”

~

By contrasting morphemes 8

For examplet

= contrasting, “why do you have s in likes and you don’t have

it in_the next 1ike?”

frcontrastinﬁ}”what is the difference between do/don ‘t?”

In the beginning of the experiment there were quite a few

’

grammat ical curiosity dropped. Their focus of attention was on

the elicitation of the conversation.

2~ What is the relationship between the input that is generated
by students and what is learned by them?

Instead of having evaluating instruments to measure what was

~learned by students, the data I presented in the previous

chapters are a product of my own observation of the conversations

and students’ major recurrent difficulties.
From students’ production, I could observe that, similarly

to the formulaic speech in first language acquisition, astudent s

_in the experiment used one word, two words and whole chunks of

- sentences to express meaning. They would say without my help why,
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~why not, what is itzmwhymjs it important for you. It seems that

they learned it easily, produced it naturally or maybe they made

an effort to produce them in an attempt to be independent from my

translation. Therefore, they might have learned these sentences
¥

because they were necessary for immediate use, confirming

Krashen ‘s (1982) theory about relevant input.

___0On the other hand, it seems that some morphemes, although
necessary, could not be learned in the beginning stages. The use
of the modal would is one example. The conversation students
produced required the Qse of this modal. In conversation 8, it
~was needed several times and in some other conversations too.
u Besides, students also asked for more explanations about would
during the speculation period. 5o we spent some time over this
point. Nonetheless, students did not use it spontaneously in =&
_single conversation. Moreover, in a test I applied to students at
the end of the course almost none of them used it properly. When
I asked the students to invite their classmates to go to the
movies (“would you like to go to the movies?”), however, the
invitations were “Do you like to go to the movies?” or “You like
to go to the movies?”

It is my assumption that students did not have all the
linguistic prerequisites, as Pienemann (1984) hypothesizes, to
acquire and use such structures. In order to take into account
the different linguistic achievements in class, students were
placed at differentiated levels at the end of the course. That

is, the higher achievers, like Indcio and Mariana, were advised

to go to level 3, while the rest of tﬁe group was placed at level
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In sum, I assume that the relationship between the input
generated and the learning that occurved in the experimental
group iss

i) students learned input that was relevant, for its
immediate application and meaningfulnessy

2) students learned with their affective filter low, that is
a result of mutual trust between the teacher and the studenty

3) students learned fF the acquisition/grammat ical
prerequisites were met, according to their state of readiness. It
seems  that the natural route is one of the determinants that
dictates the sequence of what is learned first. Similar studies
to Pienemann’s (41984), applied to the English Language, would

point out these prerequisites.
4.3 Evaluation

8@vefa1 issues relevant to SLA teaching/learning came up
during the experiment. They are related to students directing
their learning, working with students feelings and experimenting
with the language as a whole.

Having students say what they wanted to learn was a unigue
experience for both the teacher and the students.

From the teacher ’'s perspective, I question myself to what
extent we teachers allow space for students to direct their
learning. aAs far as I am concerned, very little. We prefer to

adopt a paradigm and then tell students how to use it.
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From the students’ perspective, it seems they do not know
what their needs are. Students do not know they have the right to
choose what to learn, and that they can improve their learning if

’

they participate more in terms of ‘what’ and ‘how’ to learn. In
the ClLi approach students learn to find out what they need to
know/what they want to know in order to express their ideas in
the target language. Students are encouraged and expected to ask
gquestions. As a matter of fact, this initiative is the opposite
of what happens in traditional classes where the teacher is the
one who asks questions. Deen (1991) shows .in a study that in a
student—-centered group the number of questions students asked
excelled the number of guestions students asked in a teacher~
centered class. In the learner-centered class students asked 934
of the questions, opposed to 14% of the guestions students asked
in a teacher—-centered class.

This edperience of having students directing their learning
shows that interests and learning routes may be different from
the ones received from or imposed by the teacher. Tudor (1992)
reenforces the benefits of CLL saying that it héﬁ st imulated
linguists and teachers to reflect upon “an active participatory
role for learners.” As he puts it, learners should be motivated

to grow in their “self-directive role.”

Allowing students to say how they Ffeel in each class
redarding the activities, also showed me that there is s0 much
‘feeling’ involved in the learning process.

Our everyday classroom shows that we, teachers, care $o0

little about students’ feelings or entirely ignore them. For
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instance, at the end of every class I used to listen to students
comments. In the following classes, I used to work with their
feelings, 1like keeping up with activities they 1liked, going
s lower with difficult tasks, and learning from their

metalearning.

This type of attitude created an atmosphere of mutual trust.
I, as a teacher, was constantly reminded that, students get
embarassed, they can overcome shyness, and they question the
learning process all the time. With this open-mindedness it is =&
lot easier to understand why in some classes students can produce
more, in others they will produce less, what their difficulties
are, why they do not want to participate, etc. Very often,

 difficulties were only perceived by me after they had

students
commented on them.s In a CLL conversation students have a chance
to have a whole picture of what they can do with the language. In
other words, the starting point of the learning Process
gncompasses the final onei to learn a language to communicate.
Through the CLL experience students are indirectly reminded
~that  they can use the language functionally, because they are
using it in actual communication. Students can search for factual
information, emotional and moral attitudes, and they can and
should be motivated to use a large variety of functions of the
language. Instead of having a compartmentalized set of language
to learn, students initiate by experimenting a bit of everything.
Once the learner has somehow formed a frame about the language,

the teacher can be in charge of enlarging the frames students

ie&



have built.

In this experiment, for example, students wused in their
conversations six types of functions. The teacher then would be
responsible for the nest linguistic stage providing
sources/functions/strategies so that students caould improve their
communicative ability. For instance, the teacher could suggest
certain topics which would surface functions not explored  so
far. Another way of expanding the material would be suggesting
some other strategies besides the ones generated in &

/’

conversation during the analysis of students’ utterances on  the
board.

Summing up, a CLL experience at early stages is~ of great
value., It sets boundaries and objectives. It also situates the

teacher in a more explicited way with respect to the type of

group of students s/he has.

4.4 Pedagogical recommendations

I suggest that CLL should be used with students who are
beginning to study a foreign language and I recommend it to
teachers who are willing to know their students better and learn
Ffrom their choices, questions and comments.

I must call the reader s attention, however, that teachers
who would lTike to apply CLL are required to havet confidence in
their conversational command of the target language, a full
- understanding of the approach and, willingness to live th@ﬁggh a

new experience. Students, likewise, must know they are going to

experience a different tuype of class and accept to live through
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this new situation.
~_ For the time beiﬁg, I suggest that teachers use the CLL
process as an activity to alternate with other activities in =
course. The teacher should adopt the CLL approach as long as the
class seeks for a holistic understanding of the language. As soon
as the class feels that the emphasis of study should shift to a
certain specific aspect of the language, the teacher may propose
other methodologies.
For the near future, I propose that formal learning should

provide opportunities for students to trace their own route of

learning applied in new tasks and roles. Az a consequence, the

focus  of teachers’ attention should turn from the ending result

to the “in between’' process. Teachers should learn from their

students ’ choices.
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CONCLUSION

~The/xexbekimént with a Brazilian group 6? students learning
English  through the CLL  approach provided me a better
understanding of the type of input students generate and how
teachers—-students-materialsg interact in a non—-traditional
approach.

I coulg: conclude that students were willing to direct their
learning and learn what they wanted to learn at specific stages
of learning. Brindley (1984) encourages this type of learning
saying that “..one fundamental principle underlying the notion of
permanent education is that education should develop in

Cindividuals the capacity to control their own destiny.” (p.L3)

Comparing to conventional textbooks, one can observe that
.. the topics students introduced in their conversations when

applying the CLL are quite common and some of them could even be

- _found in materials available in commercial courses. Yet, what
calls  students’ attention is that the conversations are
Jgpmntanemus_“and present some of the characteristics of an

unplanned spoken texts repetitious, sometimes incoherent, and
_chunky. The chunks of conversation are called “satellite units”
by Bygate (1988). He points out the benefits of “satellite
units” <Cchunks) in the language learning process because they
help learners to cope with memory overload. By using them,
learners decide by themselves the size of chunks they want to

aperate with.



The materials students handle, in turn, are a result of
whale interactive processes. Students want to handle the
~materials because the topics are of their interest. The content
generated in CLL classes differs from that of traditional
materials in regard to the way it was produced: as an output of
students ’ desire. Also the language used by this CLL group was a
very informal one. There was no attempt to teach any specific
grammar strucuture as traditional materials require it. However,
the way of exercizing the materials depended on the teachers’
creativity. CLL suggests some activities, as described in chapter

2, but they are very flexible ones.

A teacher in this approach needs to get rid of the “giver”
position. This type of experience is very profitable because the
teacher is forced to realize that s/he should not interfere.
After applying the CLL approach one can notice the extent
teachers try to interfere with learning, the dominant role they
play  in class, and the way and the language addressed to
students. In traditional classes, for example, teachers mostly
‘ask questions (sometimes ask and answer them), give orders,
compliment and evaluate. In CLL classes, teachers take a total
different vrole, i.e. teachers listen to students’ utterances,
provide  the utterances in the target language, provide
understanding about students’ feelings, and provide explanations

students ask for. The focus of attention is on the students, not

on the tgaghgi?

I could also conclude that from the interaction between
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students and CLL result more conscious students. They give up
_their “receiver” position and actively participate in their
learning. The CLL approach encourages the learner tod ask
questions, talk about topics they like, express their emotional
reactions  and develop a closer relationship among their
classmates. Students leave aside compartmentilized subjects,

didactic organizations of syllabi and the feeling of competing

with their classmates.

Moreover, I would suggest that teachers adopt the CLL
techniques in class. However, I would call attention to what
Prabhu (i986) has called “a sense of plausibility.” He notes
that adopting a new methodology/approach should not be an
“intruder into teachers’ mental frames” and a “threat” to
~ students. BSo teachers and students should both be ready for new
.  challenges.  Prabhu  recommends the  “teachers’ pedagogic
perception” in the adoption of new methods and approaches.

__ Finally, besides providing an understanding of the
interaction among student-teacher-classroom elements, this study
showed that students are able to assume their role of conducting
the learning process. It also surfaced the interests’ route of
students in their learning process, as well as genuine student
generated input. The quality of this material can serve as a
source of reference for further studies in the analysis and

~organization of syllabi.
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_Final Remarks

To conclude, I would like to say what induced me to carry

~out this experiment. I wanted the learning process to be in the

“hands’ of the learners as stated in chapter i, but, in the

rmmggptjmgiwl wanted to live through a situation in which I would
- not know in advance all that was going to happen in a ¢lass. As &

“teacher, I wanted to experience a situation in which I would not

know the answers beforehand and from which I would learn

~something. An event that 1literature has defined as @

communicative situation. I think that is what learning is about.

I }eave__thg FinalA_words of this dissertation to one of my

_}tudentsﬂwmw

_ Unm estudante pode aprender inglés soxinho,
autodidat icamente. Quando, no entanto, estuda em grupo
apoiades por um professor realmente interessado em seu
aprendizado, que nao tenta lhe impor wmétodos académicos
prontos, o estudante sente~-se mais motivado e o aprendizado
¢ mais suave, mais rdpido, mais eficax. (Indcio)
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