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Introduction

David Newby

Background

This publication istheresult of aworkshop whichwasheldin St. Petersburg in September
1997 under the joint auspi ces of the European Centrefor Modern Languages, Graz and the
International Centrefor Educational |nnovation of the Herzen State Pedagogical University,
St Petersburg. Thisworkshop, which borethetitle* Establishing Principlesand Guidelines
for Publishers and Authors of FL Textbooks in the context of the aims of the ECML’
(Newby 1997), brought together 50 textbook authors and publishers from 25 different
European countries and provided a unique opportunity to exchange experiences, to examine
the wide range of textbooks which authors placed on display and to work together in new
directions. Due not only to the large number of authors present in St Petersburg but to the
diversity of cultural contextsin which authors had developed their material's, participants
were able to draw on awide variety of experience and insights. Moreover, the fact that
authors had written materialsfor seven different foreign languages served to broaden the
range of linguistic and cultural perspectives.

Thefocus of the workshop was on three aspects of FL teaching, which at the first Annual
Colloquy of the European Centre for Modern Languages had been identified as areasto
which the Graz Centre should give particular emphasis: authenticity, learner autonomy
and cultural awareness. The specific aims of the workshop were:

1) Todrawupapreliminary list of principlesor guidelinesfor publishersand authors
concerning how the Centre'sdeclared aim of placing emphasison learner autonomy,
interculturality and authenticity might beimplemented in the design of FL materials,
taking into account the diversity of learning cultures of different countries.

2 To establish possible modes of cooperation between authors and publishers both
in the implementation of these principles and in the design of FL materials in
generdl.

All textbook authors who attended had written textbooks for lower secondary education
(10-15 year-olds), which seemed an appropriate age group to give prominence to these
topics.

In order to provide a bridge between theory and practice the workshop made use of three
organisational forms, each of which focused on a different aspect of the theory-practice
ais
= the theoretical basis underlying the concepts of authenticity, learner autonomy,
cultural awareness, which was presented in plenary lectures on each topic.
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= various and specific principles deriving from these theories which could be
implemented in the design of materias; comprehensivelistsof principlespertaining
to cultural awarenessand learner autonomy were drawn up in group work sessions.

= practical examplesof how these principles could be put into practicein textbooks;
authors had been requested prior to the workshop to bring examples of texts and
exercises to the workshop and these were presented in groups and subsequently

displayed.

At the conclusion to the workshop, it was agreed that the valuable insights gained in
these three areas should be further developed and made available to awider audience of
textbooks authors and others interested in materials design. To assist this process, a
network group of 12 participants was formed, whose task it wasto consider further ways
of implementing principles of cultural awareness in textbooks. This group, under the
coordination of Stuart Simpson and Ewa K ol odziejska, provided additional materialsand
in April 1998 met in Budapest to discuss theoretical aspects of cultural awareness. A
network group on learner autonomy was al so proposed, but sincethisdid not materialise,
work wascarried out in thisareaby Anne-Brit Fenner and David Newby. Theresultsof the
St Petersburg workshop and the following developmental work provide the contents of
this book.

Aims and content

Theaimsof thispublication aretwofold: firstly, to present some of the principal theoretical
issues underlying the topics in question; secondly, to illustrate how authors attempt to
implement aspects of thesetheoriesin their own work. It should be added that our purpose
is not to recommend or prescribe specific approaches to the topics under discussion but
rather to provideamirror of the many different waysin which authorsfrom diverse cultural
and linguistic backgrounds approach these topics. An indication of the cultural diversity
will be seen from thefact that we haveincluded material sfrom thefollowing 15 countries:
Austria, Belgium, Croatia, Czech Republic, Finland, Ireland, Malta, the Netherlands, Norway,
Poland, Romania, Russian Federation, Slovakia, Slovenia, Switzerland. In addition, examples
from materials for teaching seven languages will be illustrated: Dutch, English, French,
German, Latin, Maltese, and Russian.

There is no doubt that the three topics of authenticity, learner autonomy and cultural
awareness present textbooks authors with a considerable challenge. Asfar asthefirstis
concerned, authenticity and school textbooks may seem, at first sight, to represent two
totally incompatibleterms. In the past, textbooks have sometimes been seen asthe epitome
of anartificial pedagogical world, remotefrom thefunctional, affectiveand linguistic needs
of learners. It isareflection of this view that teachers often talk of ‘authentic materials,
which are added as supplementary materials to provide what it is believed the school
textbook does not offer. With the advent of communi cative teaching, many textbookstook
onagenera air of what might betermed ‘ simulated authenticity’, but the fact that they till
remained textbooks seemed to lead to some kind of identity crisis in this area. In his



introductory article on this topic, David Newby argues in favour of a redefinition of
authenticity. In order to do this we need to accept that a classroom represents its own —
but, for the students, very real —world and take this fact as our starting point to explore
other facets of authenticity.

Similarly, with learner autonomy it is sometimes argued by ‘ hard-line autonomists' that to
use atextbook at all represents afundamental contradiction to the basic idea of autonomy
since, by itsvery nature, it imposes choices on thelearner. Whilst giving her full weight to
the philosophy of learner autonomy, Anne-Brit Fenner putsforward the view that textbooks
can play animportant rolein assisting and promoting an approach to self-directed learning.
This role must, however, be seen within the general context of a ‘ change of focus from
teaching to learning’.

Asdiscussions both in St Petersburg and subsequently in the network group showed, the
task of developing genuine cultural awarenessisadaunting one, especialy in light of the
fact that many school textbooks tend to present a reductionist, fact-based, and even
clichéd view of other cultures. Crucial to the task of the textbook author seems to be a
move away from presenting culturein termsof an external block of knowledge, which the
student isinformed about, to seeing it asexamples of attitudes, val ue systems, expectations
etc. — both of one's own culture and of others—which the learnerswill gradually become
awareof. In her introductory article Anne-Brit Fenner considers different ways of defining
culture and the role that textbooks can play in developing cultural awareness and helping
students to become more open to the concept of ‘otherness'.

Whilst in this publication the three topics under discussion are dealt with separately, it
should be stressed that in many waysthey are closely related. Commonto all of themisthe
belief that the starting point of FL teaching should be the students themselves and the
active role that they can play in the educational process. L earners are human beings who
enter the classroom equipped with their own knowledge of the world and of language in
general; they will need to take alarge degree of responsibility for their own learning and
will learn in different ways; they have grown up in certain cultural environments, which
have to an extent formed their attitudes and val ue systems (see Fenner, this publication).
If we see this starting point in terms of a positive bank of resources and processes which
can be put to use and enrich the educational process, then much of what the teacher does
in the classroom will consist in channelling, guiding and activating this knowledge and
increasing the students own awareness of their own capacities and learning and thinking
processes. Byram (1998) sees awareness as the missing link between language, cultural
awareness and learner autonomy and defines it as the 'meta-cognitive reflection on your
own thinking' (see Camilleri 1998). Since awarenessisacrucial concept in these aresas, it
seems appropriate to include in this publication some reflections on the nature of meta-
cognitive processes together with brief consideration of how these relate to the topics
under discussion. The book begins, therefore, with an article by Antoinette Camilleri on
Cognitive Processes, whichisrelevant to al sections and provides a bridge between them.
Theseideaswerefirst put forward at an ECML workshop in Malta (Workshop 5/98).

Thisbook isto be seen asthe pooling of awide range of resources and underlying beliefs
about language learning. As stated earlier, it does not aim to prescribeideas, but to provide
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snapshots of a diversity of approaches. It is hoped that by reflecting on the theoretical
and practical aspects of thetopics of discussion, materials developersand teacher trainers
will clarify and expand their ownideas.

Structure

The book is divided into three sections, each dealing with one of the three topics under
discussion - authenticity, learner autonomy and cultural awareness. Each section begins
with an introductory articlewhich outlines some of the main theoretical issues connected
with the topic and aso gives the personal view of the author. This is followed by the
section 'in practice'. At the beginning of the learner autonomy and cultural awareness
section, you will find alist of principles drawn up by participants at the St Petersburg
workshops (no such list was drawn up for authenticity). Then follows an explanation of
the form of categorisation adopted for this section and a brief discussion of the principles
underlying the categories. Finaly, there are examples from textbooks, each accompanied
by a short commentary.

As stated earlier, in order to reflect the multicultural and multilinguistic nature of the
workshop we have included material s from all seven languages. Except on one occasion,
no trangdlation is provided. It is hoped that readers who do not have a knowledge of the
languagein question will find the accompanying commentary sufficiently illuminating to
understand the extract.
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Details of textbooks which have provided exercises for this
publication (in order of appearance)

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Publisher:
Author(s):
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Und nun Deutsch!

N.D. Galskova, L.N. Jakowleva, M. Gerber
Prosveshschenye, Klett Verlag

Russian Federation

German

Omnibus

Ton Hoekstra, Ellen Wagenaar

SMD Educatieve lutgevers, Spruyt, Van Mantgem & De Does bv
Netherlands

French

Dobroje utro

Wladydaw Figarski

Wydawnictwa Szkolnei Pedagogiczne
Poland

Russian

Speak Englishin Grade 6
MijaJagatiee
SkolskaKnjiga

Crodtia

English

Un tour du monde francophone
Lehrmittelverlag desKantons Zurich
Benjamin Gassmann

Switzerland

French

Search

Anne-Brit Fenner, Geir Nordal-Pedersen
Gyldendal Norsk Forlag, Odo

Norway

English

ViaNova

Sisko Penttila

Werner Soderstrom QY
Finland

Latin
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Publisher: Triada
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Author(s): David Newby
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Title: Your Ticket to English

Author(s): D. Heindler, R. Huber, G Kuebel, D. Newby,
A. Schuch, K. Sornig, H. Wohofsky

Publisher: Osterreichischer Bundesverlag

Country: Austria

Language: English

Title: Raduga

Author(s): KatarinaGogova, Stanislav Jelinék et al

Publisher: Fraus

Country: SlovakialCzech Republic

Language: Russian
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Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Title:
Author(s):
Publisher:
Country:
Language:

Ik leer / Ik spreek Nederlands
Gilbert De Samblanc

Editions L abor Bruxelles
Begium

Dutch

Happy English

V. Kuzovlev, Lapa, Peregydova
Prosveshschenye

Russian Federation

English

English acrossthe Curriculum Series
Stuart Simpson, Irmtraud Kuchl
Osterreichischer Bundesverlag
Austria

English

Point of View
Tormod Smedstad
Det Norske Samlaget
Norway

English

English1V,V

OlgaAfanasyeva, Irene Vereschagina
Prosveshschenye

Russian Federation

English

Hallo, Freunde!

AnnaHerman, Joanna Dominiczak
Wydawnictwa Szkolnei Pedagogiczne
Poland

German

MerhbaBik
Antoinette Camilleri
Colour Image
Malta

Maltese
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The development of cognitive processes

Antoinette Camilleri

Underlying all three categories in this publication is the aim to develop the cognitive
processes of individual studentswhich they empl oy when engaging with language, culture
and their own learning. These cognitive process, which are employed to dea with new
information, can be seen as providing abridgeto awarenessin general. Their relevanceto
the three topics under discussion can be summed up as follows:

authenticity —if wetake apsychological view of thistopic, in designing exercises
wetake into account the cognitive processesthat all human beingsemploy inreal
life when using language and processing information.

learner autonomy — one of our aimsisto hel p students become aware of their own
learning and various factors that influence it. This awareness-raising process
entails developing and enhancing the cognitive strategies which lead to this
awareness.

cultural awareness— a‘dialogue with culture’ (see Fenner) entails entering new
territory and being confronted with different and new modes of behaviour and
thought; thisin turn requires the application of arange of cognitive strategies to
deal with thisnew information.

Cognitive processes and strategiestake avariety of forms, some of which arelisted bel ow.

Comparing—forms of linguistic expression, behaviour etc. Drawing analogiesis
animportant process both with regard to language learning and to culture. Students
will first of all activatetheir prior knowledge of aparticular form of behaviour such
as manners, values, linguistic expression; and then reflect upon, and discuss, the
rel ation between thetwo (or more) different redlities.

Contrasting—forms of expression, behaviour etc. By contrasting forms of language
and behaviour studentswill beableto gaininsightsinto different ways of expressing
ideas and different styles and attitudes that are distant and extraneous to them.
With language, this helpsto give aclear focusto different meanings and forms; as
far ascultural awarenessis concerned, the classroom, and the use of an appropriate
textbook, serve as a safe laboratory to dissect the differences in ways that help
develop an awareness of ‘otherness’ without inducing negative judgement.

Discovering — linguistic systems, learning styles, other peoples’ beliefs etc. An
‘awareness-raising’ approach to language and learning requires that, rather than
provide the students with ready-made answers, the textbook structures and
enhances discovery processes by providing texts for analysis and setting
appropriate questionsand tasks. These discovery processes may relateto systemic
features of language or to exploring aspects of culture. Examplesand exercisesin
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textbooks often provide studentswith new information about other peoples beliefs,
emotions and viewpoints. These exercises would be particularly useful if they
serve as a spring-board for the students to ask questions, probe further into the
foreign culture, and keep on discovering it.

=  Completingthelinguistic and cultural picture. Ashuman beingswe have anatural
inclination to look at things as complete. This urge can be used in exercises on
cultural awareness to extend students’ thinking, such as finding out more about
the use and function of certain linguistic expressions: who sayswhat, how, when
and why.

= Explaining— cause and effect. A number of cultural issues are closely related to
sources such as historical or political events, geographical features, population
density and political systems. Students are here encouraged to understand and
explain how these affect people's daily lives, attitudes, infrastructures, political
and educational systems etc. With regard to language, students are encouraged
to see the foreign language in terms of regularities and systems.

= Acceptingthat other people do/feel/expressthingsdifferently. First of al students
need to learn to accept thefact that different people do/feel things differently, and
that their reactions are often shaped by the culture they operate in. Asaresult of
cultural awareness, students are then expected also to learn how to do things
differently. Cultural awarenessisnot only about decoding but al so about encoding
the same message in a different way as required in the target culture.

= Being creative. All language use can be seen asan act of creation. Evenin an area
such as grammar, textbooks need to recognise thisfact and provide opportunities
for students to create their own utterances, relevant to their own needs and
contexts. In culture, different symbol systems such as the musical, visual or
graphical are used as representations. These encourage creativity in language
learning. Classroom activities should encourage studentsto make use of avariety
of expressive arts when it comes to representing culture.

= Solving problems. Human learning in general constantly requires the solving of
problems. Specifically applied to communication, the cognitive process of problem-
solving involves the studentsin using techniques and in enlisting help for coping
with demands of situationswhich go beyond their linguistic and/or non-linguistic
repertoire. Such exercises should also give students the opportunity to reflect
and become consciously aware of how and why they took certain decisions during
an activity.

The cognitive processes outlined above represent only afew examples of those students
might employ when confronting and acting on new information and language. Textbook
writers and teachers will be aware of others and might wish to take these into account
when designing classroom tasks, activities and exercises.
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Authenticity

David Newby

At first sight the issue of authenticity is deceptively ssimple, especially if we reduce our
interpretation of the term to a superficial polarisation between the apparently artificial

world of thetraditional classroom and thereal, dynamic world outside. Our associations of
the former might be texts which are constructed or manipulated for pedagogical purposes
and students who are required to do activities which seem to have only atenuousrelation
to actual language use. Thisimage of the classroom contrasts markedly with the students’

real world, in which they use language purposefully in constantly changing contexts in
order to exchange real and spontaneous messages. According to this reductionist
interpretation of authenticity, it should bethe aim of the teacher and textbook to take steps
to bring as much ‘reality’ as possibleinto the classroom, asindicated in figure 1.

PEDAGOGY AUTHENTICITY
- the classroom - the real world
artificial contexts real contexts
manipulated language AlM spontaneous language
pedagogical intervention genuine needs

Figure 1. The apparent goal of authenticity

In recent years various approaches to FL |learning and teaching have caused increasing
emphasisto be placed on what might loosely be termed authenticity, both of learning and
of use. Inlearning, different typesof ‘ naturalistic’ methods have focussed on authenticity
of acquisition processes and in the area of use, the communicative approach brought
radical changes in classroom methodology as teachers and textbooks attempted not only
to providelearnerswith exampl es of authentic language but to replicate real-world contexts,
functionsand needsin the classroom by means of activitiessuch asrole play and simulation.

Without wanting in any way to deny theimportance underlying principles of communicative
teaching, | feel, however, that if it isour aim astextbook writers and teachersto facilitate
learning and to contribute to efficiency of learning, then we need to take a more
differentiated view of authenticity and not reduce it to an ill-defined concept which may
prevent us from taking principled decisions concerning the extent to which it should be
given prominencein our materials.

In order to take this differentiated view, we need to ask three questions:
1) What isauthenticity and what different types exist?
2 Why might authenticity be, or not be, adesirable goal in textbooks?
3 What kinds of ‘worlds' should be reflected in atextbook?

16



1. What is authenticity and what different types exist?

| shall discuss types of authenticity within three general categories:

a) authenticity of text: the texts — spoken, written and graphic — used in textbooks
and which the students read, hear or see

b) authenticity of behaviour. the tasks, language activities and exercises which
students perform and also the texts that they themselves produce

c) personal authenticity: the students' own attitude towards, and acceptance or
rejection of @) and b)

a Authenticity of text

Thisisthetype which tendsto figure most in discussions of authenticity among textbook
authors. Thisissue concerns the extent to which texts should be what Widdowson (1978:
80) calls’ genuineinstances of language use’ . Thesetextsincludethose used for devel oping
reading skills and testing reading comprehension; dialogues and stories for listening
comprehension; pictures, adverts, comic strips and other graphical aspects. Strictly
speaking, we can define as a genuine text one that was originally created for a non-
pedagogic purpose but which has been ‘ borrowed’ by atextbook writer. However, smply
to brand all other texts as non-authentic masks a host of important issues which confront
the textbook author. | shall therefore make a distinction between genuine texts, as defined
above, and simulated texts, those which are created for a pedagogical purpose and which
may vary considerably in the degree to which they attempt to replicate certain features of
genuine texts.

As far as genuine texts are concerned, issues that textbook writers usually have to face
are, in the case of written texts, whether to tamper with the layout of the original and to
simplify the language and, in the case of spoken texts, whether to use genuine texts at all
since the tempo and various features of spontaneous speech can present learners with
comprehension difficulties. Authenticity ‘ hard-liners’ would claim that any amendment to
agenuinetext infringes on its authenticity, yet it could be countered that there is no such
thing as atotally genuine text in a school textbook since the mere act of transplanting it
into apedagogical setting immediately deprivesit of certain contextual featureswhich may
well be part of itsoverall message.

With simulated texts, the essential issue under discussion isthe degreeto which textsgive
theimpression of being genuine: what might betermed ‘face genuineness’. In other words,
students and teachers will assume the text is genuine or will accept the intention of
genuineness on the part of the textbook author. Many text types are simulated in modern
textbooks: |etters, adverti sements, announcements, dial ogues, to name but afew. In many
cases they may be unrecognisable from genuine texts. The degree of genuinenessis a
particularly thorny question with regard to the use of dial oguesin textbooks, which many
authors useto provide afocus on grammar, vocabul ary, speech functionsetc. or to provide
models of spoken language. Particularly in older pre-communi cative textbooks, in which
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the question of authenticity was not given high priority, many of these dialogues sounded
artificial and clearly bore little resemblance to actual spoken language. As areaction to
this, sometextbooksauthorsavoid theuse of simulated dial oguesaltogether. If, however,
dialogues are to be used for this purpose, there are various ways to make texts seem to
resembl e genuine examples of spoken language. One way in which authors can do thisis
rather than to produce finished dialogues which are read out in the recording studio, to
make use of ‘semi-scripted’ dialogues: during the recording process actors are given
notes to guide the ideas and content of the dialogue but are allowed to use their own
language. This has the advantage that resulting dialogues will have a certain spontaneity
to them and are likely to include certain features of authentic speech such as hesitation,
incomplete sentences, fillers, etc.

Authenticity of behaviour

This category sees authenticity in terms of the student and the ways in which he or she uses
theforeign languagein class. For the textbook writer it will have aconsiderableinfluenceon
the type of activities, tasks and exercises that students will be set. We might further see
student behaviour from two perspectives: pragmatic authenticity and process authenticity.

Pragmatic authenticity, which is given particular focus in the communicative approach,
might be summed up using Widdowson’s phrase (1990: 46) ‘ normal language behaviour in
pursuit of an outcome’. That is to say when students take part in oral activities or write
written texts, these tasks are firmly embedded within a (simulated) context, inwhichroles,
settings, text types and purpose are clearly defined. A common example from spoken
language is the extensive use of role play or information gap activities, where students
take on a clearly defined role and express their own thoughts for a particular purpose to
achieveaparticular aim. In many classroomsthistype of ora activity haslargely supplanted
the class discussions of ‘topical issues' that used to feature prominently in ‘ conversation’
classes. Similarly, with regard to the skill of writing many teachers have nowadays
abandoned the traditional type of school essay in favour of contextualised tasks which
require students to write and use certain conventions of an identifiable and authentic text
type (formal letter, diary entry etc.).

Unlike the sociolinguistic orientation of pragmatic authenticity, process authenticity is
psycholinguistic in nature. It is a somewhat abstract concept and concerns the mental
processes people employ both in language production and comprehension. One area in
which textbook writershavefor several yearstaken into account psycholinguistic processes
when setting exercisesand activitiesisthe skill of reading. Thiscan be seenintheexpansion
of and shift in emphasis in the type of comprehension activities that can be found in
modern textbooks: for example, thetraditional exercisetypeof purely factual ‘wh-questions’,
which merely required students to repeat or paraphrase sections of a text, has been
supplemented by tasks which permit the learner to use sub-skills such as skimming or
scanning or to ‘interact’ with atext and to bring in their own interpretation of meanings.

Another area where process authenticity can be applied is that of grammar. If we take a

superficial view of authenticity, then wewould of coursereject all grammar exercisesout of
hand. A more differentiated view, however, will allow us to use the criterion of process
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authenticity to consider the extent to which grammar exercises are merely a kind of
pedagogical mathematics, substituting wordsfor numbers, fromthosewhich requirelearners
to use grammar to express ideas and create meaningful messages. Amongst the former
pedagogica mathematicsvariety, | would includethetype of transformation exercisewhich
reguires students to change active into passive forms; direct into indirect speech etc.
Amongst thelatter ‘communicative’ type might be certain grammar-based games or open-
ended, situation-linked grammar activitieswhich have a strong meaning focus and which
reguire studentsto use grammar to expresstheir own ideas. (Newby 1992, 1998)

Personal authenticity

The first two categories that have been discussed are highly relevant for the textbook
author since decisions that are made in these areas will have consequences on the texts
and activities which are used in our materials. Persona authenticity, however, concerns
thelearner and whilst decisions made by the textbook writer can have anindirect influence,
the degree of personal authenticity will ultimately be determined by the learner and, to
some extent, by the teacher.

It isthe claim of some educationalists that just as motivation is not a quality that can be
imposed from outside but devel ops within the learner, so authenticity should al so be seen
through the eyes of the learner. According to this view, authenticity isnot aproperty of a
text, nor a design feature of an activity, but is a mental construct or an attitude held and
developed by the student. In other words, rather than being a product of materials and of
methodology, it is the result of a process of engagement or interaction with classroom
materialsand with language. Seenin thislight, we should not talk of ‘ authentic materials’

but of authentication on the part of the learner, which van Els (1996: 127) describesas‘a
commitment to understanding and to purpose, and transparency in interaction’. In other
words, ultimately it isthe studentsthemsel veswho will set their own criteriafor authenticity
based on their own interpretation of relevance to their emotional and functional needs,
interests etc. Clearly, this view reflects the strongly autonomous approach to learning
which figuresin another section of thisbook. For thetextbook writer theimplication of this
isthat we can make our contribution by bringing in thetype of authenticity outlined inthe
first two sections and thus perhaps set up certain conditions of authenticity, but whether
the activitieswe propose are given the stamp of authentication depends on their uptakein
the respective classroom.

Therelation and interdependence of these different types of authenticity might beillustrated
by considering the example of roleplay activities. Thetextbook may provide genuinetexts
on aparticular topic to serve asinput to an activity (authenticity of text), it may providea
framework for the activity which takes into account pragmatic aspects by stipulating
participants and setting and by giving a concrete task (authenticity of behaviour) but the
student may then either engage with the role play or reject its relevance or validity and
refuse to authenticate it.

Authenticity — an integrated approach

By taking into account all three of the above categorieswe areableto arrive at an integrated
view of authenticity in which all aspects play their role, as shown in figure 2.
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Views of the importance of authenticity held by FL methodologists tend to differ widely.
On the one hand, the language use-based view of the communicative approach will stress
very strongly authenticity of texts and behaviour while a more learner-centred approach
will focusmore strongly on personal authenticity, that islearner authentication, in extreme
cases to the exclusion of the other categories.

Whilst | agree that at the core of any discussion of authenticity should be the student for
whom the materials are designed, | do not agree with the view that personal authenticity
can bethe solecriterion. Thereason why | consider all threetypesto beimportant isbased
onthegenera learner-related concept of ‘awareness', which | would subdivide asfollows:

a) learning awareness: students are generally aware of what makes a useful
contribution to their own learning and what does not

b) pragmatic awareness: students are aware of contexts, domains and textsin which
languageisused in real-life communication and expect their own learning to provide
them with alink to the pragmatic competence they will eventually need

c) process awareness: as competent users of a first language, students have an
inherent subconscious sense of ‘how language in general works' and of various
underlying processes and expect the foreign language they are learning to be
used in language-like ways

It seemsto methat if atextbook or programme does not lock into these different types of
awareness, then a degree of alienation towards the foreign language is likely to result.
Genuine authentication by the student is based on all these three different types of
awareness.

Genuine Texts

Realistic ‘ Learner
Behaviour Authentication

Figure 2: an integrated view of authenticity
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2. Why might authenticity be or not be a desirable goa in textbooks?

As stated at the beginning, underlying much of the discussion of authenticity is the
premise, summarised in figure 1, that textbook writers and teachers should bring as much
of the‘reality’ of the outside world as possibleinto the supposedly artificial classroom. It
isimportant to realise, however, that the classroom is not the outside world. It isa setting
which, in comparison with the outside world where language is used authentically, both
imposes constraints on communication and also offers opportunities for facilitating and
accelerating learning. Rather than committing ourselves unthinkingly to outside-world
authenticity, we should identify and differentiate three general scenarios which might
influence the degree to which we feel authenticity to be agoal.

a) the outside-world scenario
Acknowledging that the ultimate aim of learning alanguage is to be able to use
languagein real contexts and for real purposes, we apply principles of pragmatic
authenticity to ‘ rehearse’ thereal world in the classroom when thisisappropriate.

b) the classroom world scenario
Just asfairy storiesrepresent akind of reality for young children, so the classroom
world is very much area world for students and teachers. A linguistic domain
such as ‘classroom language’ (Stop talking, form groups of three etc.) is real
language, which only exists in the context of the classroom. For thisreason, itis
legitimatetotalk of a‘classroomworld’ scenario, which may benolessreal for the
student than the outside world aslong asit is ‘authenticated’ .

c) pedagogical intervention scenario
Theneed to accel erate or facilitatelearning —for example, by the use of grammar or
vocabulary exercises—might conflict with authenticity but might also overrideit
on certain occasions. This does not, however, mean that in this case authenticity
should be abandoned: criteriaof processand personal authenticity will still apply.

3. What kinds of ‘worlds should be reflected in a textbook?

In the outside world the topics, spheres of activity and varieties of language that students
engage with result from the specific sets of environmentswhich comprisetheir own personal
world. What they watch on television, what they talk about to their friends, how they talk
about topics: these aspects and others comprise aframework of contextswhichwill directly
influence the language they use. In school textbooks, however, decisions concerning
these aspects will, to a large extent at least, be imposed on students by the textbook
authors. Here again, the question of authenticity is an issue, in particular concerning the
topicsthat are included in the textbook and the varieties of language to which students
are exposed in texts and which is given focusin model dialogues and example sentences.
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Topics

It is, in theory, perfectly possible to imagine a school textbook which attempts total
authenticity of topic and language, resembling perhaps the youth magazines that can be
found on newsagents shelvesand peppered with listening material from pop music stations
and MTV. Despite a certain appeal of such an idea, clearly there are various problems
attached: for example, it islikely that studentswould object to their own sub-cultureworld
being exploited in this way for pedagogical purposes.

In selecting topics for textbooks, our starting point should perhaps once more be a
recognition of the fact that the classroom is not the real world and that in addition to the
functional goalsof learning aforeign language, schoolsalso have educational goals such
asdevel oping cultural awareness and expanding the horizons and perspectives of students.
A purely ‘authentic’ approach to topics would preclude any reference to literature or
treatment of topicsof socia or political interest on the groundsthat they are not part of the
students' world. Onethe other hand, textbooks are well-known for their tendency to focus
on topicsremote from the needs and interests of studentswhich have astrongly alienating
effect. For the author, the difficult task is to get the balance right between entering the
students’ world and pointing the student towards different worlds. Once more, the concept
of authentication by the student seems to be the key to the question.

Varieties of language

Another problematic area concerns the varieties of language to be included in textbooks.
It used to be the case in English language teaching in Europe that on the whole we taught
one‘model’ of English. Phonetically, thiswasthekind of standard or R.P. English described
by Daniel Jonesand intermsof styleit might be described as*‘ neutral to formal’. However
convenient it may have been for language teachersto teach one variety only, the focus on
asinglevariety not only had rather negative cultural implications but was poor preparation
for learners who might later have contact with arange of native speakers in a range of
contexts. Nowadays there is a general acceptance that language variety, reflected in the
modern plural ‘Englishes’, needs to be taken into account in textbooks. For example, in
listening comprehension many textbooks make use of speakers of a variety of dialectal
forms: English, American, Scottish, Indian etc. As far as the productive English to be
learned by studentsis concerned, textbooks aretending to correct theimbalance of earlier
generations by showing agreater flexibility to varieties of register. In particular, informal
colloquial English has now been granted itsrightful status asequal, but different to, more
formal written English. A strong focus both on register differences arising from varying
contexts and on dialect varietiesis an essential aspect of an adherence to authenticity in
language.

This development, however, also requires the textbook author to give consideration to
how far to go in the direction of authentic language. For example, should our spoken
language models include slang, obscene words etc. which teenage native speakers
overwhelming use and with which students may aready be well familiar from pop songs
and films. Clearly, a certain amount of /aundering of language will be necessary in a

22



textbook, but the greater danger seems to be that authors do not take enough account of
authentic varieties of language, both contextual and regional, and thus deny students
access to them.

Conclusion

As we have seen, authenticity is a complex topic, not only since it has many facets, but
since it needs to be balanced with various pedagogical considerations. What seems
important to meisthat we do not lose sight of the fact that the learner of alanguageisalso
the user of real language, who as a consequence brings knowledge, skills and cognitive
strategiesinto the classroom. By making use of different aspects of authenticity, asdescribed
above, we can feed into the linguistic, cognitive and social processes employed by the
learner. If we disregard authenticity, then we arelikely to build barriers across them.
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Authenticity in practice: Examples and comments

In this sectionwe shall provide some examplesfrom the material s presented at St. Petersburg
which show how authors have attempted to integrate some general principlesof authenticity
into their materials. They will be commented under the following headings, which were
explainedintheintroductory article:

= Authenticity of text
= Pragmatic authenticity
= Persona authenticity

= Varietiesof language

Authenticity of text

An analysis of the materials brought to St. Petersburg shows that authors see the topic of
authenticity overwhelmingly in terms of authenticity of text, the other categories being
hardly represented. A broad definition of ‘text’ should be assumed, referring not only to a
printed text but to graphical aspects such as pictures, cartoons, readlia etc. aswell. That is
to say, anything that the student reads, sees or hears in the textbook.

In the introductory article | considered text authenticity in terms of a broad distinction
between ‘genuine’ texts, originally written for a non-pedagogic purpose and ‘ simulated’

texts, which are specially created for aschool textbook. Aswe shall seefrom thefollowing
examples, thisdistinction proves not to be clear cut and also there might be varying criteria
in favour of one or the other category. What seemscrucial isthat studentsthemselvesfeel

that texts are genuine (face genuineness) and are willing to ‘authenticate’ them.
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Graphic authenticity and realia
Example 1.
Photos

Photographs of speakers of the target language not only help to personalise adial ogue or
other language extract but also photos show various cultural aspects such as clothes,
hairstylesetc. and the physical milieu of the speakers. Photos such asthis, taken specifically
for thetextbook in ‘ photo album’ style, help to establish alink between textbook and user.

Source:

Title: Und nun Deutsch!

Author(s): N. D. Galskova, L. N. Jakowleva, M. Gerber
Publisher: Prosveshschenye, Klett Verlag

Country: Russian Federation

Language: German
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Example 2:
Comics, cartoons

For many children, comics are one of the most frequently read text types. Comics and
cartoons have the advantage for beginners learning aforeign language that the language
iseconomical but strong in meaning content and communicative value and meanings are
supported by visual information. In addition, they represent one of the few text typesin
whichinformal spoken language can befound inwritten form. For thisreason, they may be
regarded as amore authentic form that the dialogues found in many school textbooks. As
can be seen from this extract — only the first and last pages of the comic are shown —the
language is dense with useful language from various functional areas (likes and dislikes,
discussing prices etc.) which the author can choose to focus on.

Source:

Title: Omnibus

Author(s): Ton Hoekstra, Ellen Wagenaar

Publisher: SMD Educatieve lutgevers, Spruyt, Van Mantgem & De Does bv
Country: Netherlands

Language: French
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Example 3:
Realia. Greeting cards

Greetings cards used for different festive occasions provide a tangible entry point into
culture-specific customs and traditions and also help to illustrate certain differencesin
how festivals are celebrated from country to country. They therefore represent a good
starting point for a dialogue between different cultures. The texts that accompany these
cards also show the type of language that is used when expressing greetings and therefore
make an important contribution to the socio-cultural competence of the learners (see
cultural awareness section).

Source:

Title: Und nun Deutsch!

Author(s): N.D. Galskova, L.N. Jakowleva, M. Gerber
Publisher: Prosveshschenye, Klett Verlag

Country: Russian Federation

Language: German
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Examples 4:
Tourist Realia: Tickets and maps

Theroleof touristisonethat many learnersarelikely to play at some pointintheir lives, so
tourist realiaare agood means of bringing authentic situationsinto the classroom. Making
sense of maps—like the one of the M oscow metro system shown here—and buying tickets
for travel and museumsare essential skillsthat most touristsrequire. Theserealiatherefore
provide a bridge to pragmatic authenticity since they lead quite naturally to a variety of
simpleroleplay tasks.

Source:

Title: Dobroje utro

Author(s): Wladydaw Figarski

Publisher: Wydawnictwa Szkolnei Pedagogiczne
Country: Poland

Language: Russian
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Examples 5:
Tourist Realiaz Souvenirs and information

For tourist information to be ‘ authenticated’ by students, in the senseit wasdefined inthe
introductory article, it should refer to the kind of sights and events with which they can
‘identify’. That is, it should not only be of potential interest, asis obviously the case with
this information on Disneyland, but students should be able to contribute their own
knowledge, fedings, imagination etc. when confronted with thismaterial. In thisextract, an
activity has been included so that students are able to relate to the realia in their own
terms. (see ‘personalization’ in the learner autonomy section)

Source:

Title: Speak Englishin Grade 6
Author(s): MijaJagatiae

Publisher: SkolskaKnjiga

Country: Croatia

Language: English
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Written Texts

It seems to be the case that texts fall into three categories: genuine texts, defined in the
introductory article asthose which were written for anon-pedagogical purpose; simulated
texts, which are specially constructed for a textbook, but both in layout and language
content givetheimpression of being ‘ genuine’; pedagogical texts, which make no pretension
of being aimed at any other readership group but the learners who use the textbook.

With the advent of the Communicative Approach, with its strong focus on authenticity of
context and language, genuine texts came to be used frequently in textbooks. These texts
have various advantages: such as giving students the feeling that their language learning
isproviding adirect link to thetextsand contextsthey will experience, should they visit the
country or countries where the target language is spoken, and building their confidence
sincethey realise that they are able to cope with the same texts that native speakers read.
The main disadvantages of such texts are that by being transposed from their origina
context to atextbook, they may | ose certainimportant contextual aspect. Thisisparticularly
the case with newspaper articles, which are often intrinsically bound up with events that
are happening at the time. Also, genuine texts sometimes contain vocabulary which may
be considered too difficult by the learner.

Asfar as specially constructed pedagogical texts are concerned, in traditional textbooks
these were often seen asthe very epitome of alack of authenticity. Often they had avery
manipul ated feel to them with their ssimplified vocabulary and grammar structuresthat were
artificially built in for the purpose of exploitation. However, this does not need to be the
case.

Given theright conditions, specially written texts can be highly authentic. Indeed it could
be argued that these are the most authentic of all texts sincethey are not ‘borrowed’ from
other source or simulated or doctored in any way. Not only doesthe textbook become part
of the context in which the text is produced but students become the direct addressees of
thetext, which may well increase what was earlier termed the degree of ‘ personal authen-
ticity’ . Asstated earlier, the ultimate arbiter of authenticity islikely to be the studentswho
‘authenticate’ the texts.
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Example 6:
Genuine newspaper texts

Whilst the use of newspaper texts may bring various advantages referred to above, there
are often also certain problems, particularly concerning thelevel of difficulty. Oneway of
reducing this problem is to use short, but genuine extracts from newspapers, as in this
example. The use of original photos helpsto increase the feeling of authenticity and may
add important contextual information. It isinteresting that this particular example uses not
only textsfrom thetarget language but also an extract from alocal newspaper in the mother
tongue on the sametopic. This helpsto bridge the contextual gulf that sometimes arises
when students are suddenly confronted with atext from aforeign newspaper with which
they arenot familiar.

Source:

Title: Un tour du monde francophone
Publisher:  Lehrmittelverlag desKantons Zirich
Author(s):  Benjamin Gassmann

Country: Switzerland

Language:  French

(Theoriginal picturesfrom the textbook have not been included for reasons of copyright)
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Le Québec choisit son destin
Depuis des semaines, lesjournaLix parlent du référendum sur I’ indépendance de
Québec. Bruno se souvient qu’en Suisse aussi, il n'y a paslongtemps, il y aeule
mouvement séparatiste des Bernois francophones qui a conduit ala création d’un
nouveau canton, le Jura
Encore unefais, ¢’ est lalangue que est un
facteur de séparation. Les gens supportent
mal gu’on leur impose une langue.
Desmilliers de gens manifestent danslarue.
Partout on voit |e drapeau bleu et blanc
québécois, avec lafleur delys, embléme des
rois de France.
Avant | e référendum, aujourd’ hui, sur
I'indépendance éventuelle du Québec, les
derniers sondages continuaient de prédire une courte victoire des séparatistes.
Mais | es partisans du maintien de la «Belle Province» dans la Fédération
canadienne ne se laissent pas décourager. A Montréal, une foule énorme a défilé
derriérele drapeau canadien pour réclamer le «<nonx» au référendum.

Figaro, 30 octobre 1995

Elisabeth Il piégée

Un animateur d' uneradio de Montréal qui s est fait passer pour le premier ministre
canadien, Jean Chrétien, aréussi ajoindre au téléphonelareine Elisabeth 1

d’ Angleterre et a engager avec elle une conversation sur le délicat sujet de
I"indépendance du Québec. Il ademandé alareinesi elle ne pourrait pas, par un
discours, venir au secours des partisans de |’ unité du Canada. «Il semble quele
référendum pourrait aller dans |le mauvais sens», a convenu Elisabeth |1 avant

d gjouter: «Si je pouvaisfaire quelque chose, j’ en seraisravie.»

(Reuter)

O Erzzhit einander diese Geschichte auf Schweizerdeutsch!

Quebec bleibt vorlaufig bei Kanada.
Mit ganz knapper Mehrheit hat sich Quebec gegen die Sezession von Kanada aus-
gesprochen. Die verschérfte sprachliche Polarisierung in der Provinz selbst — 60
Prozent der Frankophonen stimmten fiir die Separation — macht die Fortsetzung des
Kampfesunvermeidlich.

NZzZ, 31. Oktober 1995

68 Un tour du monde francophone / Au Canada
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Example 7:
Genuine literary texts (poems, stories etc)

Despite the functional orientation many modern textbooks have taken in recent years,
literary textsdo, of course, have an important roleto play. Having accessto and engaging
with literatureisimportant not only for educati onal and devel opment reasons (see section
on cultural awareness), but poems and stories can be regarded as authentic texts since
they represent atext typethat children commonly read outside the classroom. Very simple
poems such asthat shown below can be seen asafirst step to making literature accessible
to students. The main issue in connection with authenticity would seem to be ‘ process
aspects of the use of literary texts, that isto say how the students engage with texts and
the form of activities suggested by the textbook.

Source:

Title: Speak Englishin Grade 6
Author(s):  MijaJagatiee

Publisher:  SkolskaKnjiga

Country: Croatia

Language: English
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Example 8:
Specially written texts

In this example a teenager has been asked to write down her impressions of a trip to
Australia, knowing that her text would be used in the textbook. In terms of text type, itis
similar to the type of creating writing that students themselves might write in school in
both first and second-language learning. For students, therefore, it representsan authentic
text type, both receptive and productive, and is not as distant from the students' own
experience asfactual textstaken from newspapers. Thedegree of personalizationisincreased
by photographs.

Source:

Title: Search

Author(s):  Anne-Brit Fenner, Geir Nordal-Pedersen
Publisher:  Gyldenda Norsk Forlag, Oslo

Country: Norway

Language:  English
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Example 9:
Specially recorded dialogues

Eveninalanguage such asLatinit is possible to obtain authentic extracts of language! In
this case the text is the transcript of an actual interview that was made with a Catholic
prelate during a visit to Rome, which was subsequently broadcast on Vatican radio.
Unscripted interviews provide examples of authentic spoken language and can be geared
to the topics and areas of language given prominence in the textbook. In this case, it is
interesting that the interview touches not only on historical aspectsrelating to the classical
period but includes personal questions about the interviewee and reference to Finland,
the home country of the students.

Source:

Title: ViaNova

Author(s):  Sisko Penttila
Publisher:  Werner Soderstrom OY
Country: Finland

Language:  Latin
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Pragmatic and personal authenticity

Activitieswhich incorporate features of pragmatic authenticity are those which attempt to
simulate aspects of realistic behaviour; in particular by building into activities goal-directed
tasks. These might be used in connection with various skills. With regard to speaking,
activities might take the form of information gap oral tasks or role play and simulations.
With regard to reading, studentsmight berequired not only to read atext —an advertisement,
letter etc. — but to write an appropriate reply. Interestingly, very few of the authorsin St
Petersburg saw authenticity in terms of the pragmatic type, athough various types of
communicative activities were a common feature of many of their books. Consequently
only three examples are listed in this section.

As stated in the introductory article, personal authenticity is a different type of category
from the othersreferred to, sinceit is not one that liesin the hands of the textbook author
as such, but derives from the students’ own personal validation of the learning materials.
Nevertheless, authors can go some way to taking into account the students’ perspective
by taking the students' own world as a starting point for activities and by structuring
exercisesin such aflexibleway that studentsare given room to maketheir own interpretation
of information and texts.

Pragmatic and personal authenticity arelinked by the fact that the authenticity doesnot lie
within language but within the behaviour of the students. Both categories see language
learning in terms of the extent to which students consider the language that is being
learned to be relevant for them. It could be said that whilst pragmatic authenticity relates
to the goals of language learning, personal authenticity is concerned with the starting
point of learning.
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Example 10:
Authentic tasks: role play

The aim of many textbooks to develop the students’ communicative competencein order
to perform situation-based tasks appropriately is reflected in the type of role play task
found here. Studentsare ‘rehearsing’ asituationthey arelikely tofind themselvesininrea
life when visiting a foreign county. Since they are already familiar with the ‘script’ of
carrying out thistask in their first language, they are able to use thisinformation to guide
them through the activity. The textbook provides support by adding the necessary realia
— the menu — and by selected language prompts. By performing this task students get a
feeling of achievement at an early stage of their language learning.

Source:

Title: Touchstone

Author(s):  A.Gvardjanéé D. Marguc, J. Skela
Publisher:  ZaozbaObzorjaMaribor

Country: Slovenia

Language:  English
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Example 11:
Authentic tasks: drama

Two authentic public notices provide a stimulus and context to the following role play
activity. Thisparticular role play goesvery much inthedirection of drama, sinceitisto be
performed by pupils before the class and since it does not focus on roles that students are
likely toplay inreal life. Aswith many dramaand simulation activities, it will need to be
“authenticated’ by the pupils - that is seen by the pupilsthemselves as avalid example of
language use. Unlike example 10, the authenticity comes not so much from the task itself
but from the stimulus provided by the authentic texts.

Source:

Title: Search

Author(s):  Anne-Brit Fenner, Geir Nordal-Pedersen
Publisher:  Gyldenda Norsk Forlag, Oslo

Country: Norway

Language:  English
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Example 12:
Students' own world

This extract is taken from a book which isavery specia kind of ‘Language for Specific
Purposes’ course. The very specific purpose in this case is to learn about the city of St.
Petersburg, whichisthe homefor users of thistextbook. Aswith any L SP book or content-
based teaching, the aim is not only to learn alanguage but also to acquire information on
aspecifictopic, which students may need, for example astourist guides. Moreover, students
are ableto utilise the knowledge they already possess about their home city. This activity
therefore combines purposeful use with the ‘ students’ own world' principle and thus has
elements of both pragmatic and personal authenticity.

Source:

Title: A Glimpse of St Petersburg

Author(s):  NatalyaKazanskayaand GalinaApshtein
Publisher:  Triada

Country: Russian Federation

Language: English
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Example 13:
Authentic processing of language

Any language useisan act of personal creation and animportant aspect of communication
isthe ability to encode one's own ideas into meaningful form. Particularly in the area of
grammar, many textbooks ignore this fact and in the exercisesthat are given learners are
reduced to therole of ‘gap-fillers’ and ‘transformers of sentences’, in which they have no
opportunity to generate ideas. Whilst it may be argued that any grammar exercise by its
very nature contradicts authentic language use, it is nevertheless possible to make the
ways in which students have to process grammar in the course of their exercises more
authentic in various respects. In this exercise, students have not only to produce correct
and meaningful sentences, they also have to have the ideas for these sentences too. This
can be seen as atype of personal authenticity since grammar becomes part of an ‘act of
personal creation’.

Source:

Title: Grammar for Communication: Exercisesand Creative Activities
Author(s):  David Newby

Publisher:  Osterreichischer Bundesverlag

Country: Austria

Language: English
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Varieties of language

Oneimportant aspect of authenticity with regard to language itself is that there is no one
single standard form of language but depending on the context in which languageis used,
on who is using the language and on what purpose language is being used for, it can take
on alarge variety of forms. Many textbooks therefore attempt to provide students with
access to a wide range of language varieties. Textbook authors can do this in various
ways, some of which are: toinclude a selection of different text types, which exhibit their
own specific registers; to focus on differences between planned written and spontaneous
spoken language; to teach stylistic variation between formal and informal language, both
in spoken and written language; to show certain regional or dialectical differences, for
exampl e, between British and American Englishes. In practice, thisrequiresuson theone
hand to include in our textbooks samples of language which have been produced by a
widerange of individualsof different agesand backgroundsand from different geographical
regions and on the other, to provide exerciseswhich focus on these varieties, wherethisis
considered appropriate.
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Example 14:
Text type: Advertisements

It isimportant that students are confronted with different text types not only because the
language in them differsin various ways but because different reading strategies may be
required to processthem. For example, advertisementstend to be very economical intheir
use of language but at the sametime contain very denseinformation. Thisinturn requires
special reading strategieson the part of the student —e.g. scanning for specificinformation
— which can be developed in the framework of providing specific reading activities. In
addition, sincethistype of reading isusually very much ‘information-oriented’, in contrast
tothe‘interpretational’ reading required by many texts, it lendsitself to variousfollow-up
tasks—writing for more details, job interview role play etc. (see second page), which have
pragmatic authenticity.

Source:
Title: Your Ticket to English
Author(s):  D.Heindler, R. Huber, G Kuebel, D. Newby, A. Schuch, K. Sornig,

H. Wohofsky
Publisher:  Osterreichischer Bundesverlag
Country: Austria
Language: English
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Example 15:
Text type: Personal letters

Personal letters represent a text type that most students both receive and write. The
language may often be relatively simple and unlike many text types, they can serve as
model texts and be used in the development of productive skills. Genuine personal |etters
are easy to obtain since they are often written by students looking for penfriends. They
have pragmatic authenticity since any letter received will lend itself naturally to areply.

Source:

Title: Raduga

Author(s):  KatarinaGogova, Stanislav Jelinék et al
Publisher:  Fraus

Country: Slovakia/Czech Republic

Language: Russian
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Example 16:
Spoken language of dialogues

Simulated dialogues are one of the most difficult areas for authors who strive for
authenticity. Very oftenthe‘laundering’ or idealization of languagewhichiscarried out for
pedagogical purposes producesadegree of artificiality which pupilsmay be subconsciously
aware of, and therefore lead to alienation. In this particular extract the authors have
attempted to build in various natural features of spoken language such as incomplete
sentences, slight misunderstandings, hesitation etc. The use of photographs helps to
contextualise the dialogue further.

Source:

Title: Und nun Deutsch!

Author(s):  N.D.Galskova, L.N. Jakowleva, M. Gerber
Publisher:  Prosveshschenye, Klett Verlag

Country: Russian Federation

Languages  German
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BDaael: Daniel Krawse, Ouien Tag!

Fosmin: Halla, Daniel, Hier sl
Jasmin.

Dariel; Hallo, Jasmin!

lasmure Danel, wie  gehi's®  Was
machsi du beute?

Dawiel: Wir sehen  fern.  Warom
fragsd du?

Fazmin: Wir? Wer j21 das?

Dawiel: Markus und ich

fosmin:. Kemmi ihr mil ins Kinp?

Damied: Ins Kino? Hm, Was 1&ull heole?

Jasmiae leh weill nichl. Ich glauhe, im
~inemaxx® kammt | (Mio- Der
Film*. Im _A&lex™ l3ufi, glauhe
kch, Das Plane™ ader  Die Ulisr®
ﬁt‘l auch . Das Miadehen und
i

Daaiel: Gut, Und wann beginnl es?
Jasmin: Llm iOnf oder wm achi,

Dawie!: Um linf kineen wir nicht, Da
spielt  Barussia-Manchenglad.
hach  gegen  Bayern-Minehen
Das milssen wir sehen

Jasmin: Und wm achi?

Oandel; O, K., wm achl Einnen  wir
gehen.

1t irdkainin
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Example 17:
Age varieties: children's language

Many of the texts found in school textbooks have been written by adultswho arein some
cases professional writers. Whilst thisisalso true of many of thetextswereadinreadl life,
it isimportant that students also have access to text written by their own or similar age
groups. Such texts give pupils the opportunity to see how their native speaker peers
communicate. These texts were written by two children, aged twelve and seven, and
therefore show examples of the type of language actually used by children. The second
textisinteresting in that it includes some of thetypical errorsthat native speaker children
make at this age.

Source:
Title: Your Ticket to English
Author(s):  D.Heindler, R. Huber, G Kuebel, D. Newby, A. Schuch, K. Sornig,

H. Wohofsky
Publisher:  Osterreichischer Bundesverlag
Country: Austria
Language: English
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My mum

My mum is a very harnd worker. I7 1 didn™ have my mum 1 woukin'n koo
whal o 3o - she kelps me when | connol do anyihisg. Soreimes | eram
ad pramble aboun my e, bl o e’ that Boad BT my s aas ill, m
Family would be in trouhle. 1 somelimes thank 1 do jos moch, bl my mum
does more than me. Whes | am unhappy my mum comforis me, when 1 am
b in Ed iy i cares hod e, She does whng s good for me, When there
4 i schoad trip my mom makes sone everythang i all nighl. She lels me ke
a packed banch when | don’t [5ke the schood dinners. My mum washes all my
clothes amd maics seee [ clean, Aldl these tangs ang like Beisg &0 work in s
mizexd shop — my mum is evervthing! She's a cleaner, i bed-maker. a chel or
coos, & hanker, o our orgnniser, @ worker in the house, and a nurse. Wihen |
harvee: 0 Ralk oo someons 1 ean Wk oo my miim and she sl undemsiand me
and bry o make it betier for me

Angeln Lowett, aged 12

—_— e - S P AL L LS L FF PR LI i

T Likeher |
M.J Hum t'E':-ll':.-"":'ES' PP W-HHJ'!EI"E 1

E5 Mé d nd cuddl es
Wo od we riat myy s Yl Cij_ Hee
Sistery ﬂur'se_i:yf : b il
Ccool. She jg  °

Lhere tomdke

S‘H-U-i"l’:! ‘f.lrf'F .:'.'J;J'Lﬂl-l"é.h

| donot ha mmer Lher
t F.-'n.aferg.
i

g A e e '.'-:I'.F-f-l
Talk abaut yoursslf.

D yous bnores what wour mum or dod does of work®
Do fay howe o work vary haed#

Do By liks the b Hey dof
Windd wou bks m do har job?

Spelling is difficult for English children, oo,

Con you bnd tha minioksa in Eoke's mai?
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Example 18:
Register and contextual appropriacy

Itisafeature of many moderntextbooksthat they attempt to teach not only on grammatically
correct language but also give consideration to those language forms which may be
considered appropriate to a certain context. This extract first focuses on certain common
speech functions (giving, accepting, declining invitations) and in alater exercise examines
register differences between them. The aim of this ‘language awareness' is to heighten
pupils awareness of and feeling for different stylistic levels.

Source:
Title: Your Ticket to English
Author(s):  D.Heindler, R. Huber, G Kuebel, D. Newby, A. Schuch, K. Sornig,

H. Wohofsky
Publisher:  Osterreichischer Bundesverlag
Country: Austria
Language: English
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& 2.3 Imogine you want to give a party on Sunday.
1. rvwite ynar Frimnrechi. sk theern he comee 1o your party.

Yau, | am. b
P, ' v Fress e il

Yy, okoy. |

Vs, thonk pou, d kew b oo,

Thaek yon, thals wary bind of you l

Fre ofraid, | can't.

Trw sy, bl ' .

2. Why can wnug"'rmr biendy rot comad What abia am h-,.-u-mgﬁh?

Exormtn: Sk di peloging. ocllaglll, Hodiv dod his friimd ave. ..
a® 2.4 |Invitolions
Litt in =a u-n;hrd:l::‘ihnun.

| = et podife, 4 = lagst polile

Suggestion

Dﬂumm;nlh.

[_J 1 wondes if you would like 1o
Weuld pou like ..

J Whar aboul going o

Accepting

D Thanks, Thol s ks gl
Thank s, 1°d borew o
Thank ye, that's vary kind of wou.
oy

Rejecting
I'm afrgid | con't.
Sy, | eon'l,
[ ) Fove et be pcking®
Me, | zan'l. I

=% 1.5 Reoleplay

Uss the: pheases rom esercise 2.4 1o prepame diokogues, A<l ham in dass.
Ba ceralul nol b make Rar oo impolie or oo polie

1. Girfriend b bosfriend mlnrlhg wih 3. Headmouer o Mayer: Schesl concan?

or -
En:,r'"'r-ui -k
4. Pepil 40 teoches: End-chaam-
2. Uncle io by Fastball makch? diaco?
By = T beint -
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L earner autonomy



Learner Autonomy

Anne-Brit Fenner

Learner autonomy is a complicated concept to define. It does not merely mean that the
learner is self-sufficient and independent. Autonomy in foreign languagelearning ismore
of an ‘attitude’ or even a philosophy than a methodology. It is not concerned with one
specific method, but allowsfor any method which theindividual leaner findsbeneficial to
hist learning purposes.

Autonomy and the textbook

Autonomy is based on the conviction that al learning is individual. As such, the whole
idea of devel oping autonomy may be difficult to reconcile with the use of atextbook inthe
foreign language classroom. Almost al textbooks are collections of texts and tasks
structured by the author in a way he considers best for teaching and learning a foreign
language and in addition, most textbooks define the progression of such learning. The
illusion that al learners not only use the same learning strategies and encounter similar
problems simultaneously, but that thereisacertain progression commonto all learners, is
onethat issometimes shared by foreign language textbooks and teachersdlike. If, however,
our aim isto promote individual learning and diversification, any attempt to organize the
learning processfor all learnersin oneparticular way, may beregarded asan obstacle. The
guestion therefore arises: can a textbook be used if the learning process varies from one
student to another?

| believethat certain aspects of learner autonomy can be promoted with the textbook asa
useful tool. By adhering to certain principlesin the texts and tasks provided, the book can
assist and promote an approach to self-directed learning. Various approaches towards
learner autonomy in thetextbook caninitiate anecessary change of focusin the classroom
from teaching to learning and from teacher to leaner. | will, however, maintain that these
approaches can only be seen as small stepsin theright direction: most of the process must
be directed by thelearner himself.

What is learner autonomy?

In attempting to define learner autonomy | will discuss some of the existing definitions of
theterm. Holec gives|earner autonomy arather far-reaching definition: ‘the ability to take
charge of one’s own learning’, which he then specifies as 'to have, and to hold, the

1 | have chosen to use the masculine pronouns he/ himself/ his to cover both genders.
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responsihility for al the decisions concerning all aspects of thislearning,” (1981: 3). But
what doesthis mean? Trebbi argues (1996: 290) that * taking charge of one’sown learning’
isatautology as no learning takes place unlessthelearner isin charge; it isaprerequisite
of learning. Astextbook writers and teachers, we can provide good materials and create
good conditionsfor learning, but learning itself isimpossiblewithout the learner actually
taking charge. What is different between the traditional classroom situation and situations
where autonomy is applied is that the learner in the latter is given the opportunity to take
charge of thelearning activities.

It is clear from Holec's definition that we are concerned with learning and not teaching.
Learning is an individual process: learners are all different, their backgrounds and
experiences vary and they will consequently encounter new knowledge, presented to
them either by the textbook or the teacher, in different ways.

Underlying the concept of autonomy is constructivist psychological theory. According to
this, we attempt in an on-going processto make sense of theworld around us based on our
previous experience and pre-knowledge. ‘A person’s processes are psychologically
channelized by the ways in which he anticipates events' (Kelly 1953: 46). Further Kelly
states that we anticipate events by ‘construing their replications’ (1953: 50), which in
simpler terms means that we interpret them so that they assume meaning. In themselves
they carry no meaning; meaning isapplied by theindividua who interprets. Wediffer from
each other in the way we construct events and we have different approaches to our
anticipation of the same events (1953: 55). Consequently learning processesareindividual,
based on thelearner’s pre-knowledge and can only be monitored by thelearner himself. In
classroom terms this means that each learner will encounter the foreign language and the
material through which heis expected to learn the language in an individual way, which
variesfrom onelearner to the other. It followsthat focushasto be on theindividual learner
and on his needsin the learning process. What consequences does this have for textbook
authors?

If wereturn to Holec’s definition of autonomy (1983: 3), he goeson to explain the
‘decisions concerning all aspects of thislearning’:

= determining the objectives

= defining the contents and progressions

= selecting methods and techniques to be used

= monitoring the procedure of acquisition (rhythm, time, place, etc.)

= evauating what has been acquired
Thisdefinition of autonomous|earning describesafairly complex process, and onewhich
does not come naturally to the learner. It hasto be learnt, at least in a traditional school
context, and the textbook can function as a good tool in providing guidelines or
‘scaffolding’ (Bruner 1994). Bruner applies the term ‘scaffolding’ to the support and

assistance given by adultsin achild’slearning process. Theimplication isthat the support
can beremoved gradually asthe child managesto take charge. | believe that the textbook
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can have a similar scaffolding function, but ‘ scaffolding’ should be seen as a dynamic
force and not a static entity.

Autonomous learning is seen by Holec as a double process. On the one hand, it entails
learning the foreign language; on the other, learning how to learn. Thus autonomous
learning reaches beyond aschool context: itisalife-long processof constantly developing
awareness.

The learner’s choice

Thelearner’schoiceiscentral to Holec'sdefinition. Heregardsit asanecessary meansto
develop autonomy. This does not mean that all the learners make one choice as a group,
but that each individual in the classroom chooses. As we have seen in Kelly’s theory of
personal constructs, the individual aspect is essential to learning. Knowledge is not an
objective entity that can be passed on from the teacher or the textbook to the learner;
learning has to be monitored and controlled by the individual learner. Only the learner
himself hasinsightsinto his own pre-knowledge and is, therefore, the only person whois
capable of establishing the necessary relationship between what he already knows and
the new material presented to him. This necessitatesa shift in the classroom from teaching
to learning, and from teacher to learner.

If we believe that textbooks can play arole in promoting learner autonomy, we need to
examinein what ways. It is easily presumed that it is primarily through working with the
tasksand exercisesin thetextbook that |earning takes place. But when thelearner isgiven
the opportunity to take charge of the learning situation, al the material provided by the
textbook is equally important because it carries potential for learning. In an autonomous
learning environment the learner may take charge of all kinds of material and use it to
further hisown learning. Thetasks can only be regarded as suggestionswhich the learner
might reject or replace by hisown.

In order to provide the learner with choice, a certain scopeis required so that he can use
the texts and the tasks which he is given, or which he chooses himself, according to his
own persona interpretation, interests and needs. One consequence is that there must be
room for freedom of choicefor theindividua or for groupsof learners. It isimportant that
learners are shown waysto explore thisfreedom and that they understand what freedom of
choice entails. Through arich variety of texts, genres, tasks, approaches and methods
they can learn how gradually to make qualified choices that will suit their own personal
learning processes.

How can textbook authors accommodate this? | would liketo give afew examples of what
| see as some of the learner’s options that a foreign language textbook can provide:
= choice of subject-matter
= choice of different types of texts
= choiceof different levels
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= choice of varying amount (of texts and tasks)
= choice of approach to atext

= choice of tasks

= choice of approach to tasks

= choice of progression

Thefirst three options are equivalent to what Holec refersto as content (1983: 3). Different
types of texts means a variety of written and oral genres. There is no need for al the
learnersin agroup to concentrate on the same text at the sametime. It isalso possible to
accommodate a choice of levelsin atextbook. If there is awish for learners of diverse
ability to concentrate on a particular content, it can be the task of the textbook author to
providefor this possibility. Adapted and simplified versions of textscan beplaced alongside
the original version, and then it is up to the learner to choose which version he wantsto
read. Each learner also hasto decide how much he can cope with within agiven period of
time, in other words, determine his own progression.

The textbook will, of course, have only a limited number of options with regard to the
learner’s choice of content. Still, there should be sufficient material for the learner to
choose both subject-matter and genres. When he reaches a certain level of awareness of
hisown learning, hewill realize that he needs or wantsto go beyond thetextbook to search
for more material. The tasks can also encouragethelearner to bring other material into the
classroom.

The sametext can be approached in avariety of ways. Taskswhich show |learnersdifferent
approachesto textswill encourage diversification and personalization. Through a choice
of tasksthelearner will become aware of different methods and techniquesthat can further
his language |earning.

In addition to a variety of texts, the learner must be provided with sufficient scope for
personal interpretation by means of open-ended tasks. This, in turn, entails that teachers
and textbook authors do not stand between the learner and the text by interpreting it, or
worse, digesting it on behalf of thelearner. On the other hand, we haveto be aware that the
student has to /earn how to make qualified choices, a process which can be assisted by
both teacher and textbook.

It should be possible for the learner to use the material in the textbook in such away that
he can determine some of hisown objectives. Thisentailsbeing ableto choose whichtexts
and which tasks will suit his purpose, or that the texts and tasks can be used in different
waysfor different purposes. Through personal interpretation, negotiation, self-eval uation
and discussion between learners, and between learner and teacher, anindividua awareness
of learning can develop. The textbook can initiate and encourage such an awareness-
raising process.

If the learner isto have the opportunity to choose his own approach to atext without the
teacher standing between learner and text in an attempt to interpret and simplify, it is
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important that thetext has both quality and potentia . There must be certain qualitiesinherent
inthetext that different young learners can useto further their learning. Somelearnersmight
choose to concentrate on a specific linguistic problem; some on learning new words and
expressions; some on analysing the plot of astory, the characters, the point of view, certain
cultural aspects, etc. A constructed textbook text which focuses on a specific linguistic
feature, rarely hasthe necessary diverse potentia for furtheringindividua learning. Authentic
textshavefar greater potential as*they have been written for acommunicative purpose’ and
as such ‘they are more interesting than texts which have been invented to illustrate the
usage of somefeature of thetarget language’ . (Little, Devitt & Singleton 1994: 24) The‘flat’
text created for the teaching of aforeign language is usually not challenging or interesting
enoughtotheyoung learner. It failsto awaken theinterest of young learnersbecauseit lacks
conflict, orif thereisatrivia conflict, itisusualy solved by the end of thetext and leaveslittle
up to the student’s imagination and interpretation.

An authentic text, including one that the learner finds difficult to cope with, can be
challenging and can givethelearner achancetointeract with thetext, tryingto interpret it
in terms of what he already knows, and thus learning something new. This gives the
teacher the role of assistant to the learning process that goes on in each pupil. ‘The
teacher does not try to transfer knowledge, but makes her/hisown knowledge available to
thelearners, and is herself/himself at their disposal to assist themin their variouslearning
projects’ (Trebbi 1996). By discovering features which arise from personal interest and
which serve their own purposes, either alone or in cooperation with others, the learners
will have plenty of material to convey to each other and to discuss in a social learning
process. Such classroom communication can be about topics which individuals or groups
of learners have worked on, what they have found interesting, about strategies they have
employed in coping with texts, etc. Through spoken or written communication with other
learners and with the teacher, metalanguage and awareness of learning will develop.

To promote autonomous learning textbooks should, therefore, place sufficient authentic
texts at the learner’s disposal so that he can choose atext which he findsinteresting, or at
least, away of approaching a specific text which accommodates his needs and interests.
Authentic texts are also essentia for discovering language as culture and as models for
thelearner to develop hisown texts. Thetasksin the textbook must encourage the learner
to diagnose his own needs, assist his formulation of purposes, and point out the multiple
possibilitiesinherent in atext, for enjoyment, analysisand learning.

Learning styles and strategies

If thelearner isto beallowed freedom of choicein order tofind material to suit hisobjectives,
the textbook cannot determine the progression for all learners as one. According to Little
(1991: 7) ‘thelearner generates his own purposefor learning; in pursuit of those purposes
he determines not only the content of learning but the way in which learning will take
place.” In Holec's definition of autonomy, the learner selects his own methods and
techniques to be used. This is done from his own needs and as a result of his past
experience.
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In order for the learner to discover which methods and strategies might suit his learning
purposes best at any given time, he needs to practise a series of approaches. Many young
learners have afairly limited ‘repertoire’, mainly because they have not been exposed to
sufficient diversity of approaches. Given a completely free choice, they choose within
their own rather narrow scope (Fenner 1995). The textbook can open up avariety of new
ways to approach the learning material. By gaining a wider experience, the learner will
master more techniques which he can employ to further his own learning. If the textbook
contains a rich variety of methods in the form of suggestions and options, all the time
leaving it up to thelearner to choose and add his own suggestions, the learner’ s experience
will increase and the scope within which hischoicesare madewill widen. Inthisway hewill
be ableto discover hisown learning styles and find strategies which will suit his personal
learning process. Thisis something thelearner hasto experiment with. The textbook can,
however, illustrate a variety of suggestions for tasks which will provide the learner with
examples on which he can model his own personal approaches. After trying them out, the
learner will know what types of tasks, styles and strategies he finds useful for his own
purposes and will be ableto employ these according to personal needs or wishes, and will
gradually be able to develop his own.

Itisimportant in self-directed learning that the tasksthat are used are open ones, wherethere
isroom for diversity of outcome depending on theindividual learner’sinterpretation. Trying
out various possihilities is one way of testing persona hypotheses and getting feedback.

Reflection and awareness

An essential aspect of autonomous learning is that the learner develops awareness of
language and learning. ‘It is essential that an autonomous learner is stimulated to evolve
an awareness of the aims and processes of learning and is capable of critical reflection’
(Dam 1996: 2). Devel oping awareness does not come naturally to most learners; it isthe
result of conscious effort and practice. If the textbook is meant to be a tool which can
assist the process of evolving autonomy, devel oping language and learning awarenessis
part of the process, and must also be encouraged in the textbook.

Classroom communication and reflection on learning can be encouraged by questionsand
tasks in the textbook. M etacommunication about learning may include such issues as:

= what thelearner already knows

= what the learner wants to/needs to learn

= reflection on choices made

= reflection on outcome

= what has been learnt

Together with material for self-evaluation at different points, questions connected to
these and similar issues may provide the basis for a process of developing learning
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awareness. By performing or formulating specific tasks and answering questions on
various aspects of his own learning process, and then making the answers topics for
discussion in the foreign language, the learner devel ops both hislearning awareness and
his linguistic competence.

Being able to express himself about his own learning in the foreign language has wider
implications than just devel oping linguistic competence. According to Kelly ‘A person
must phrase his experience to make sense out of it (1963: 52). By writing and speaking
about his experience, the learner develops awareness of his personal process of
interpreting and learning. Vygotsky stresses the interrelationship between thought and
language in a similar way. ‘ Thought is not merely expressed in words; it comes into
existence through them.” (1934/91: 218). Talking about the learning experience is
consequently important not only for developing linguistic competence and awareness,
but also for devel oping thinking.

By advocating the inclusion of such tasks and topics for discussion in the textbook, | do
not intend to exclude the teacher, but merely suggest that such tasks can makethe learner
less dependent on the teacher, and slowly make him see ways of becoming a more
independent language learner and user. If the learnersare involved in different activities
in the classroom; if they read different texts or approach the sametext in different ways,
they will learn different things. Diversification of content, purpose, method, strategy and
reflection guarantee more interesting topics for classroom discussion than isthe casein
atraditional classroom, where everybody tries, with varying degrees of success, to cope
with the same material in the same way. Moreover, conveying individual interpretations
to peers and teacher enhances linguistic competence as well as learning competence.

Conclusion

Thereisone aspect of learning which isnot taken into account in Holec’s definition, namely
the social aspect of learning. Autonomy ‘entails a capacity and willingness to act
independently and in co-operation with others, as a socially responsible person.” (Dam
1995: 1). Learning aforeign languageis an interactive, social process. For me, learning a
language is also a dialogical process, where the dialogue can be between the teacher and
thelearner or between thelearner and thetext, but whereit isessential also to accommodate
for the learning process as a dial ogue between learners.

In order to further learning asasocia process textbook writers have to give the students a
chance to interact with each other. This requires tasks where the dialogue is authentic, by
which | mean taskswhere the outcomeis not defined in advance. Thetraditional classroom
diaogueisvery often oneof pretenceand illusion, andin reality, amonologue. Thetype of
exchange in which the teacher asks questions to which he expects a correct answer is an
illusory, not an authentic dialogue. Astheteacher already knowsthe answers, the questions
are apretence or aritual, confusing an activity which consists purely of reproduction and
control with one of language production. Thisis also the case where the learner performs
written tasks requiring a correct answer. | am not rejecting these ritual tasks as uselessin
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languagelearning, merely stating their limitations so that we do not mistake them for being
authentic dialogues. They arewhat | choose to term monological dialogues. Because they
contain no scopefor persona interpretation and language production, they areuninteresting
in an autonomouslearning context. Thedialogical dia oguewith an unpredictable outcome
isthe only type of classroom dia ogue that will further autonomy.

Thisiswherethereal challengelies. If textbook writers can create tasks and optionswhich
leave room for personal interpretation and scope for autonomy, and where, consequently,
the outcomeis unpredictable, the teacher joins a process of learning in collaboration with
the learners. In order to manage this in the classroom, we have to realize that learning a
foreign language is not an end in itself; language is a tool for communication, and
communication is always about something. It is about interpreting and creating meaning.
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Learner autonomy: List of principles

In the course of the St Petersburg workshop participants wereinvited to draw up in small
groupsalist of principles or exampleswhich, in their opinion, illustrated aspects of learner
autonomy. The following lists represents the results of this group work and also of the
subsequent discussions that have taken place in the networking sessions. It was agreed
that many of these points could be taken into account by textbook authors.

Reflection
1 Students reflect on their choices
2 Studentsreflect on learning

Objectives/levels

3. Students are aware of their own short and long-term objectives
4. Studentsdeterminetheir own level (internal differentiation)

5. Students establish their own rate of learning

Evaluating learning

6. Students correct their own errors

7. Students assess their own learning progress (retrospective/checklist)
8 Students monitor their own learning (ongoing)

9. Students plan, develop learning strategies

10. Students monitor their own language and that of other students

Learning styles and strategies

11. Students monitor their own learning strategies

12. Students choose their own learning strategies

13, Students systematise and summarise information
14. Students develop examination skills and strategies

Materials and classroom activities

15. Students choose content of learning, based on interests and needs (what materials)

16. Students choose their own toolsfor learning — means, materials (dictation, grammar
etc)

17. Students set or choose their own learning tasks

Students evaluate their own learning materials

Language use across the school curriculum

Students bring their own materialsinto class

Students are aware of avariety of approaches

Students are aware of the rationale underlying different approaches

Students choose (and reject) activity types/texts

Students decide on the quantity of activities

Students are given every opportunity to make use of their knowledge of the world

Personalization in exercisesand activities

Students develop social aspects of learning by group work etc.

NBRERBRRBEE
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External resources

28. Students use dictionaries, grammar books
29. Students use self-access materials

30. Students use information technology
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Learner autonomy in practice: examples and comments

Inthissection we shall provide some examplesfrom the material s presented at St. Petersburg
which show how authors have attempted to integrated some general principles of learner
autonomy into their materials. They will be commented under the following headings:

= Reflection

= Objectivesand levels

=  Bvaluatinglearning

= Learning styles and strategies

= Materials& classroom activities
= External resources

= | anguage awareness
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Reflection

An essential part of developing learner autonomy is the student’s ability to reflect on his
own learning process. In order to evaluate and plan hislearning progress, the student has
to be able to reflect on various aspects of learning. Thisreflection will often be based on
choices made by the learner. A textbook that aims at assisting the learner’s devel opment
towards autonomy should contain a wide scope of choice for the learner. This can be
choice of topics, texts, levels, tasksand strategies. But choice only servesapurposeinthe
learning processif it ismadethefocal point of reflection. Through certain textbook tasks
thelearner can devel op hisability to reflect on hisown choices, hisstrategies, hislearning
materials and hislearning. Qualitative reflection is aprerequisite of language awareness
as well as learning awareness. Through reflection and self-evaluation the learner will
develop his ability to plan the next step in his own learning process.
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Example 1.
Students reflect on their choices

(Questions to ask yourself)

In this activity students are first asked to reflect on their likes and didlikes. This can be
regarded as an early stage in the process of developing the ability to make qualitative
choices. The next step is areflection on choice of task and choice of level of text. The
learner gets an opportunity to reflect on the consequences of his choice on his learning
process. Reflection will makethelearner better equipped to discover hisown needsand to
decide on which steps to take to improve hislearning.

Source:

Title: Search

Author(s): Anne-Brit Fenner, Geir Nordal -Pedersen
Publisher: Gyldendal Norsk Forlag, Odo

Country: Norway

Language: English

90



ﬂ 4l Chapter T

Project Work

mantes sk Here are seme topics for project wark:

A saffroom
leverserdss »

L : w newspaper

whether enien ] iy

ceiling rak = Schaol of the Farure

melil sndie " l.ﬂmlﬁ‘ﬂl H?"'.‘-"E,"l I-‘il'glﬁg!'

bavak Frimisent

o missing fasvinne Some ideas for presencing the cutcome of your words
B bl Kokks
iimvemt finne opp . .
inagine tenke 1y ) im”:ﬁm“
beadline cverskrif: {T O L
serange rar, undeliy * Posters
rhyme rim = A mewspRaper
rhythan reime
wyllable savebie
C simsilar bgnende
presend lare som Questions to ask yourself;
O secall huske
nule rrpel I "What did [ enjoy mast in this chaprer? Why!
faulr feil 1 Dhd 1 make the right chosce of tsks? Why! Why nod
eccanian ankadning 3 Dhd 1 choose the dght version of Tedith Kerr's nevel?
ﬂﬂlﬂ Why Why noat
wid 4 Whar is imsporam for me oo think abour when [ make
wweall up hovne opp claaleet

Emm 5 Whar have | learmc from my chosces?

91




Example 2:
Students reflect on their learning materials

It is important that learners should be able to reflect in a critical fashion on their own
reactions and feelings to various aspects of atextbook and to consider how useful they
find it in supporting their own learning. In turn, this will help them to develop a more
general ability: to recognisethat not all materials and exercisetypesare equally useful for
their own personal learning styles and to select those which they find more useful. This
sampleisaquestionnairethat is given to students at the end of the school year. It supports
the idea that the textbook is not there to impose on the students but to provide a service
tothem. It also supplies useful feedback for the textbook authors, asindicated in exercise 7.

Source:

Title: Pathway to English

Author(s): E. Comisel, R. Popovici (project managers) et al.
Publisher: Oxford University Press

Country: Romania

Language: English
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QUESTIONNAIRE ADDRESSED TO THE STUDENTS ABOUT

‘PATHWAY TO ENGLISH’
Grade 9

COURSEBOOK

Read the following questions and answer them. Ask for your teacher's help if you need to.

1. In general did you like the units ?

Tick : Yes or No.

2. What did you like about it ?
Tick one or more.

3. Which exercises did you find :
interesting
boring

oo

No

The texts m]
The exercises =]
The topics m]
Other (please specify) O

difficult

easy

Write the unit, the lesson, the number of the exercise and the page.

4. Which exercises did you like best? Write the unit, the lesson, the number of the exercise

and the page.

5. Which exercises did you like least? Write the unit, the lesson, the number of the exercise

and the page.

6. Which of these activities did you find difficult ?

Tick one or more.
Listening and
Speaking

‘Writing
Project work

Understanding

m}
]
Reading and Understanding m]
[m]
[m}

7. Is there anything else you would like to add? Your comments would be very helpful. You

can use the back of the page for more comments.

Thanks a lot for your help !

The authors
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Example 3:
Students reflect on their learning

Thistask covers awider scope of reflection than example 1. The student isfirst asked to
reflect on the knowledge gained on a specific topic. Traditionally thiskind of questionis
asked by theteacher in order to control and eval uate the student’ slearning and knowledge.
Inthat casethe student is easily tricked into believing that he learnsfor the satisfaction of
theteacher and not for himself. If the textbook asksthe student to reflect on the knowledge
gained, it is easier for the learner to understand the real purpose of learning. Next the
learner isasked to reflect on hiswriting skill and how this can beimproved. Thetask also
asks the student to reflect on previous work which will then form the basis for further
learning. The final question is concerned with reflection on language learning as a social
process.

Source:

Title: Search

Author(s): Anne-Brit Fenner, Geir Nordal -Pedersen
Publisher: Gyldendal Norsk Forlag, Odo

Country: Norway

Language: English
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Objectives and levels

In aschool setting it might be difficult for the learners to determine all the objectivesin
relation to their foreign languagelearning. The syllabuswill limit their choicesto acertain
extent. Still it isnecessary for the autonomous learner to be aware of hisor her objectives,
short-term as well as long-term. It is on the basis of these objectives that learners can
evaluate themselves, realise their needs and plan new steps in their learning processes.

When individual learnersdeterminetheir own objectivesfrom needs or interests, they will
also have to take charge of their own rate of learning. Being aware of and determining
one's own objectives entails an awareness of what one already knows and what one has
to learn. Inherent in thisis a knowledge of one's own capacity. In an autonomous setting
it isthe learner who hasto determine the level he can cope with, as opposed to traditional
classrooms, where the teacher decides what differentiation isrequired.
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Example 4.
Students determine their own level

Many textbooks use a system of ‘internal differentiation’; that is to say, the authors
provide agraded system of textsor exercises, sometimesindicated with symbols. In many
cases it is the teacher who decides which stream, set or individual pupil will do which
particular exercise. In thisexample, however, it isup to the students themselvesto decide
whether to read the simpler of moredifficult text. Onthe one hand, thiswill enablethem to
find the appropriate level of language and on the other to reflect on their own ability and
motives.

Source:

Title: Search

Author(s): Anne-Brit Fenner, Geir Nordal -Pedersen
Publisher: Gyldendal Norsk Forlag, Odo

Country: Norway

Language: English
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Evaluating learning

Self-evaluationisan essential part of learner autonomy. In order for thelearner to become
aware of hisown needs, a continuous process of evaluation hasto take place. Learningis
seen as developing relationships between what the learner already knows and the new
material heisfaced with. His pre-knowledgeisadetermining factor in further learning. The
autonomous learner will use his existing knowledge and skillsasabasisfor hisnext steps
inthelearning process. Traditionally, it isthe teacher who eval uates the learners and many
students are not used to evaluating their own learning. As it is only the learner himself
who can befully aware of hisown knowledge and how helearns, teacher evaluationisnot
sufficient. Through varioustasksin the textbook thelearner can be encouraged to evaluate
hisown learning process. Textbook tasks of thiskind often consist of checklists of diverse
aspects of thelearning process, content, language use, grammatical issues, skills, cultural
aspects and strategies. In order to assist the learner in devel oping awareness of learning,
the answers to the checklist must form part of the basis for further language learning. In
order to encourage the development of autonomy;, it isimportant that the textbook also
includes open-ended questions to assist evaluation of learning.
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Example 5:

Students assess their own learning progress (ongoing
checklist)

The checklist is organised under headings of the four skills, use of specific aspects of
language, cultural aspects and strategies. It is intended that students should continually
refer to thislist so that they can monitor their ongoing progress as they continue through
the book. Most of the check points ask the learner to reflect on whether or not he has
achieved specific content aims. By filling in thistype of checklist thelearner may become
aware of his own knowledge and shortcomingsin the use of the foreign language. It may,
therefore, replace theteacher’s assessment and serve asastarting point for further reflection
on the student’s own learning progress. The authors have chosen to given these checklists
in the students’ mother tongue, rather in the target language, French.

(Note: the list consists of 4 pages, only 2 of which are shown here.)

Source:

Title: Cestca

Author(s): Elaine Cullen, Isabelle Fortanier, Betty McMahon
Publisher: The Educational Company of Ireland

Country: Ireland

Language: French
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Example 6:

Students assess their own learning progress
(retrospective checklist)

Here are three examples of checklistswhich are availableto the student at the end of each
unit in the textbook. In order to answer the options in the checklist, the learner has to
reflect on a wide range of skills and abilities: being able to talk about specific topics,
functional areas such as expressing opinions or giving orders, situational components
(interviewing people about accidents), meaning-oriented grammar, stress and intonation
etc. Clearly, thelists relate to objectives that have been set in the respective unit and not
only help to clarify these objectives but also serve the purpose of revision.

Source:

Title: Your Ticket to English

Author(s): D. Heindler, R. Huber, G. Kuebel, D. Newby, A. Schuch, K. Sornig,
H. Wohofsky

Publisher: Osterreichischer Bundesverlag

Country: Austria

Language: English
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Example 7:
Students monitor their own learning (ongoing)

This task asks the learner to answer a series of questions in order to assess different
aspects of his learning process. Most of the questions are retrospective, but the answers
form the basis for determining what the next step in the learning process will be. The
student is first asked to discover the aim of the activity and then to evaluate his own
progressin relation to thisaim, thus personalising the task and making the learner become
aware of and reflect on the new knowledge gained. In the following questionsthe learner
is asked to reflect on his own understanding of atext. The questions are organised in a
‘top down’ approach which can also serve as away of showing the learner one possible
way of approaching atext. Then the student is asked to reflect on hisuse of learning aids.
Through answering the questions the learner will become aware of various aspects of his
own learning processes, which will lead to an awareness of his own needs for further
learning and thusform the basisfor the next steps. In thelast question the student is asked
toreflect on remediesfor improvement.

(Note: the author has provided an English translation for the purpose of this
publication)

Source:

Title: Ik leer/Ik spreek Nederlands
Author(s): Gilbert De Samblanc
Publisher: EditionsLabor Bruxelles
Country: Begium

Language: Dutch
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VRAGENLIJST

Wat was het doel van deze activiteit?

Heb je het doel bereikt?
(Eventueel) waarom niet?

Heb je de tekst globaal begrepen?

Heb je alle woorden begrepen?

Wat heb je gedaan om de onbekende woorden toch te begrijpen?

Heb je een woordenboek gebruikt?

Indien ja: voor welke woorden?

Had je problemen met grammaticale elementen?

Indien ja: met dewelke?

Hebben sommige culturele aspecten problemen opgeleverd?

Indien ja: dewelke?

Remediatie

Wat kan je doen om je prestatie te verbeteren?

QUESTIONNAIRE

What was the aim of the activity?

Have hou reached the aim?
If not: why not?

Did you understand the text giobally?

Did you understand all the words?

How have you managed to understand the unknown words?

Did you use a dictionary?

If yes: for which words?

Were there grammatical elements you didn’t understand?

If yes: which ones?

Were there cultural elements you didn't understand?

If yes: which ones?

Remediation

What do you intend to do to improve your performance?

(translation)
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Learning styles and strategies

All textbooks have some sort of structuring principle; in many cases they are structured
by topics or themes. Such a structure also entails a structuring of the students' learning.
Using thetextbook will beanimportant determining factor inthe student’slearning process.
The textbook provides the learner with opportunities for learning, but it also limits the
learner’schoice. It is, however, possible, through the textbook, to present the learner with
options and ways of developing their own learning styles and strategies. The textbook
can provide the learner with models of avariety of learning styles and strategies through
diversetasksand suggestions of how to approach texts and tasks. I n thisway the textbook
can becomeatool that the learner can use whiletrying out different types of activities, and
thus he can gradually develop his own styles and strategies.
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Example 8:

Students develop their own learning management
strategies

Students are often told what to learn but not howto learn. In thisextract, whichis printed
at the beginning of a textbook, the students are given advice (learning tips) on how to
apply various management strategies when working outside of the classroom —i.e. doing
homework, revising or preparing for tests. The purpose of these tips is to encourage
students to become aware at a metacognitive level that learning can be structured and
supported and to apply those strategies they consider appropriate to their own learning.

Source:

Title: Your Ticket to English

Author(s): D. Heindler, R. Huber, G. Kuebel, D. Newby, A. Schuch, K. Sornig,
H. Wohofsky

Publisher: Osterreichischer Bundesverlag

Country: Austria

Language: English
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Example 9:
Students choose their own learning strategies

Thisextract consists of on aset of guidelineson how to work on aspecific problem, inthis
case spelling. It appearsin ateachers’ book, which accompanies a school textbook. The
guidelines are followed by a case study, often an efficient way to make the learner face
problems that ‘belong’ to somebody else. In developing autonomous learning, it is
sometimes hard for the student to find solutions to his own problems. The same student
might find it easier to copewith a‘case’ and be ableto give suggestionsfor strategiesthat
can be employed in order to reach a specific aim. After encouraging the application of
learning skills in the case study, the learner is asked to choose among a wide variety of
strategies for coping with English spelling. The final part suggests different ways of
memorising the spelling of the word. In this way, students can choose whichever way or
ways correspond most closely to their own preferred learning styles.

Source:

Title: Happy English

Author(s): V. Kuzovlev, Lapa, Peregydova
Publisher: Prosveshschenye

Country: Russian Federation

Language: English
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A set of guidelines on how to work on English spelling.

English spelling is extremely difficult although there are some practical and useful hints which
can help you to write and read English words correctly. You should:

Read the word paying attention to the reading rules.

Pay attention to the particular features of the spelling of the word.
Close your eyes and try to write the word in your own mind.
Compare the word you've just written with the original.

Write the word from memory.

Check it with the original once again.

S

If there are some difficult words to remember, you can do the following things:
a) Imagine that you are writing this word in white on a black board, and vice-versa. Do this

exercise several times.
b) Write the word several times. (2-3 lines)

Sample task on encouraging the application of learning skills.

Your brother is upset: he got a poor mark on his English dictation.
What would you suggest he do to improve his spelling of English words?

Sample task on checking the learner's learning skills
"How to learn English spelling"
Choose the variant which suits you best.

A

Read the word aloud.

Spell it letter by letter, paying attention to its spelling peculiarities.
Close your eyes and write the word in your own mind.

Recall the word and write it in y copybook.

bl S

Read the word aloud, paying attention to its spelling rules.
Spell the word, paying attention to its spelling peculiarities.
Close your eyes and write the word in your own mind.
compare the word you've just written with the original.
Write the word from memory.

Check it with the original once again.

IS

Read the word aloud.

Spell the word.

Write the word letter by letter in a copybook.
Check it with an example.

hWN =
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Materials & classroom activities

It isin the very nature of atextbook that it contains both texts, and other materials, and
activities, exercises and tasks. Materials and classroom activities can be presented in
variouswaysin order to integrate certain principles of learner autonomy. A movetowards
learner autonomy will mean that pupils will take areflective and critical attitude to these
learning tools and have and exert a greater choice in whether and how to use these
materials. They will be encouraged to take a more active rolein activities by themselves
being seen as a source, rather than a consumer, of materials, knowledge and idess.
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Example 10:

Students choose content of their learning based on their
own needs.

This page at the end of a chapter on the topic of Native Americans and The Wild West
presents the students with suggestions for project work. After having worked with
authentic textson various aspects of aclash between two cultures, the students are given
achoice of what content they want to explore further. The textbook suggests avariety of
options related to the topic, the students can choose any of these or find their own topic
related to the material. They can decide for themselveswhat they want thelink to be. The
suggestions point in different directions so that the learners have an open choice and can
define their own needs and interests within the suggested topic.

The questions concentrate on two features in the chapter, content and various genres.
The students have to evaluate and reflect on what they have learnt about a specific topic
aswell asabout text genres. Thisevaluation will make them aware of their own needswhen
they plan what to work with next.

Source:

Title: Search

Author(s): Anne-Brit Fenner, Geir Nordal-Pedersen
Publisher: Gyldendal Norsk Forlag, Odo

Country: Norway

Language: English
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Example 11:
Students produce their own materials for learning

In the past there has been the tendency for teachers and |earners to see the textbook as the
source of information, rather than as oneresource, which may be supplemented by many
others. Inthisextract thetextbook providesinformation on certain countries and proposes
an activity in which students collect more information on this topic. Thus the book both
providesamodel and encouragesthe studentsto take on an activerole. This* springboard’

function provides an important link to project work, which is increasingly a feature of
many modern school syllabuses, and helps students to collect and organise their own
meaterials.

Source:

Title: Pathway to English

Author(s): E. Comisel, R. Popovici (project managers) et al.
Publisher: Oxford University Press

Country: Romania

Language: English
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Example 12:

Students are given every onortunity to make use of their
own knowledge of the world

The central aim of this activity is that students should expand their knowledge of some
major world religions or other beliefs. However, rather than present the information as a
written text, which would reduce the reader to a passive consumer role, an activity isfirst
given which encourages studentsto activate their own knowledgein thisfield. Cuewords
help to prompt a brainstorming process and the boxes help students to structure the ideas
they come up with. This process is then supplemented by short texts which may either
confirm the students' knowledge or provide new information.

Source:

Title: Ik leer / Ik spreek Nederlands
Author(s): Gilbert De Samblanc
Publisher: EditionsLabor Bruxelles
Country: Begium

Language: Dutch
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Example 13:

Students are given every opportunity to express their own
feelings

Theterm ‘personalisation’ is sometimes used in connection with tasks and exercises and
refers to the fact that pupils are encouraged to make use of their own ideas, feelings,
knowledge, opinions etc. Personalised activities help students to engage more strongly
with topics and with language since they are ableto make their own personal contribution
of ideas, which servesasabasisfor their language use. This extract istaken from a set of
‘English acrossthe curriculum’ materials, intended for the teaching of history and social
studies through the medium of English. The overall aim of this section isto help students
understand how conflicts and wars begin. In order to do this, the authors make use of the
concept of empathy — the ability to identify with how othersthink and feel —and provide
activities which require students to consider their own reactions to anger and aggression
as a starting point to the discussion.

Source:

Title: English acrossthe Curriculum Series
Author(s): Stuart Simpson, Irmtraud Kuchl
Publisher: Osterreichischer Bundesverlag
Country: Austria

Language: English
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External resources

Although in many classrooms the textbook takes a central role as a resource of language
input, asource of information and as ameans of guiding or structuring learning, itisonly
one of many resources. Autonomouslearnerswill bewilling to seek other toolsof learning
and in thisthe textbook author can provide support in hel ping to reduce over-dependence
on the textbook, which may be afeature of some classrooms. In recent years, as accessto
both information sources and authentic language has increased considerably, textbooks
and teachers have explored various ways in which information technology and other
sources can be incorporated learning structures.
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Example 14:

Learners make use of additional resources for gathering
information

Aswith example 11, thisactivity showshow many textbooksplay aroleininitiating project
work. In this particular example the authors allow the learners a considerable amount of
choice: the project topic, form of presentation, time management, organisation etc. In
addition, the textbook focuses on the aspect of information gathering. It does not provide
necessary information itself, but suggest resources — internet, encyclopedias etc — that
the students may make use of to carry out the chosen task.

Source:

Title: Point of View
Author(s): Tormod Smedstad
Publisher: Det Norske Samlaget
Country: Norway

Language: English
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Language awareness

Most textbooks provide some kind of focus on systemic aspects of language (grammar,
vocabulary, speech functionsetc). In moretraditional approaches one mainway of teaching
grammar isfor the textbook to ‘ present’ grammar by showing examples of language use
and to explain the rules underlying this usage, and in the case of vocabulary to explain
words either by translation or by a glossary (explanation).

An awareness approach to language, however, will recognise that the learner is already
both a competent user and acquirer of language in general, who possesses a certain
knowledge of how language operates, and will attempt to provide activities and tasks
which encourage the student to activate this knowledge when confronted with new or
unknown items of language. One reason for adopting this approach isthe wish to involve
learners more actively in the learning process so that they can attempt to come to
understand how language works on their own terms and in ways that are meaningful to
them. Asaresult of thisview of language learning, it becomesthetask of the textbook not
to provide explanations and answers but to structure activitiesin such away that students
can explore and make sense of language systems. The following three activitiesillustrate
different aspects of language awareness.
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Example 15:

Students' attention is focused on forma and functional
aspects of language

This extract focuses on discourse aspects — coherence and cohesion — of atext, in this
case the structure of an ‘opinion essay’. A model text is provided, which serves as an
object of analysis. The analysis first focuses the students’ attention on the global
information structure of the text and does this by providing guided questions and an
ordering task. Following this, the students’ attention is guided to cohesive devices (to my
mind, at first sight etc.). Thetask takesthe form of aseriesof questionsso that at all times
the students are actively considering the function of the various language elements. In a
final stage, a grammatical category - the gerund - is given prominence. The format of
‘focused questions’ enable students to activate their latent knowledge of language in
general and encourages an ‘inductive’ approach, in which rule formulation emergesfrom
analysis of language.

Source:

Title: Pathway to English

Author(s): E. Comisel, R. Popovici (project managers) et al.
Publisher: Oxford University Press

Country: Romania

Language: English
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Example 16:

Students reflect on/become aware of how they use
language

The aim of this activity is that students reflect on the different reasons underlying the
choi ce between active and passivevoice. Thisisan oral activity in which studentswork in
pairs or groups and discuss their answers. In most examples there is not a single ‘right
answer’ but students rely on their own experience of and intuitions about language to
assess the meaningfulness and acceptability of possible answers. In doing so they should
recognise that language is not a closed system but consists of choosing meaningful
options. The question at the end of the exercises shows an inductive approach to rule
formulation. (seeexample 15)

Source:

Title: Grammar for Communication: Exercisesand Creative Activities
Author(s): David Newby

Publisher: Osterreichischer Bundesverlag

Country: Austria

Language: English
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11. THE PASSIVE ’

OBl ACTIVE OR PASSIVE? (118) ©

Change it back!

Try to change the following sentences into the passive.

Then read them and decide how they sound. If you think they sound better in
the active form, change them back. Write down your final choice.

1. My sister had a baby last week.
A baby was bad by my sister last week. (??7???) ACTIVE!
2. A flash of lightning knocked him into the river.
3. My sister knocked my front teeth out with a baseball bat.
4. My mum married my dad in 1965.
5. A bishop married my mum and dad.
6. They painted their house during the holidays.
7. Rembrandt painted this picture.
8. Four girls kissed me at the party.
9. She kissed her boyfriend in front of the headmaster!
10. T used mum’s computer last night and broke it!
11. Pupils use computers at our school but they often break them.
12. The dog jumped over the fence.

Why do you think some sentences sound better in the active and others in the passive?
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Example 17:

Students use discovery approaches to acquire new
language

In discovery approaches it is the task of the student him/herself to discover the rules
underlying certain grammatical choices. It is the task of the textbook or teacher not to
explain grammar —asintraditional approaches—but to structure the discovery processhby
providing examples of language for analysis and by setting tasks and questions. In this
activity the focus is on why speakers use past tense in so-called indirect or reported
speech. It is intended for students who have not yet been confronted with this area of
grammar, though they arefamiliar with other uses of thistense. It isimportant principle of
discovery that students first activate relevant knowledge before they move on to new
elements. For this reason, in the initial stage students consider more global functional
elements of the text and then fill in verb forms which serve to steer their attention to the
past tense. They will then use a process of analogy to generalise the rule they already
know for the use of past tense to the similar use which occursin reported speech.

Source:

Title: Your Ticket to English

Author(s): D. Heindler, R. Huber, G. Kuebel, D. Newby, A. Schuch, K. Sornig,
H.Wohofsky

Publisher: Osterreichischer Bundesverlag

Country: Austria
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Cultural Awareness



Cultural Awareness

Anne-Brit Fenner

Most educatorswould agreethat cultural awarenessisanimportant aiminforeign language
teaching. There are, however, differing viewson what cultural and intercultural awareness
is, and how learners can be encouraged and assisted in moving towards this goal.

In considering cultural awarenessin relation to textbooks, | would first liketo discussthe
term in awider educational and methodological context. In thiscontext | find it useful to
look at two different ways of defining education: according to the Oxford Dictionary the
term can mean ‘instruction’ or it can mean ‘ development and personal growth'. If we, as
textbook authors, regard our task solely as providing reading material and exercises in
order to transmit aset of skillsthat might enablethelearner to copeinaforeign country, we
arefaced with apurely instrumental and utilitarian view of foreign language teaching.

Thisis the traditional view of teaching culture, which has its roots in teaching methods
long before the advent of a communicative approach to language learning with its focus
on the learner. Instruction by the teacher or textbook followed by exercises designed to
makethe learner merely reproduce or copy language rather than produce hisor her own, is
very difficult to combine with the development of personal awareness on the part of the
learner. If we only try to provide abody of knowledge, hoping that it can be transferred to
thelearner by theteacher or thetextbook, we reinforcewhat Bourdieu (1994) calls‘ symbolic
power’; i.e. we enforce, through our choice of teaching material, our own values upon the
learners without giving them a chance to develop a critical awareness of this knowledge.
And in so doing, we manage to preserve our own set of values. If, on the other hand, we
regard education as ‘development and persona growth’, our aim must be to give the
learner opportunity to develop cultural knowledge, competence and awareness in such a
way that it might lead to a better understanding of the foreign culture, the ‘ other’, aswell
as of thelearner’s own culture, the ‘ self’.

The former definition of education, ‘instruction’, fallsinto a category of teaching where
the relationship between teacher and learner, or textbook and learner, can be categorized as
a subject-object relationship (Skjervheim 1992). In a cultural awareness context, the
encounter between one’s own and the foreign culture can be seen interms of asimilar type
of relationship, with theforeign cultureasobject while‘l, myself’ and ‘ my culture’ constitute
the subject. Insuch arelationship it will always bethe aim of the subject toimposeitsown
cultural values upon the object. Historically and politically, the rel ationship between colonial
powers and their colonies can be characterized and recognized in this way. In aforeign
language | earning context such aview, conscious or unconscious, may result in an attitude
towardstheforeign culture which enhances symbolic power instead of resulting in cultural
awareness as a basis for developing empathy and tolerance. Rather than remaining in a
subject — object relationship with the learnerswithin which they are ‘instructed’ or taught
about culture, textbooks and teachers need to open up ways in which learners can gain
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insights into the foreign culture in a subject — subject relationship; in other words, a
dialectic process between equals. Isit possible for textbook authors to provide material
and tasks which can assist such a process?

What to teach?

Before trying to come up with answers, we need to examine how cultural knowledge and
cultural and socio-cultural competence are dealt with in many foreign language textbooks
and classrooms today. Teaching culture has focused mainly upon two aspects:

a) teaching about the foreign culture

b) teaching and learning of socio-linguistic and socio-cultural behaviour within the
framework of acommunicative approach

As far as @) is concerned, traditional textbooks have contained a series of texts, often
created by the authors, about the foreign culture, followed by reproduction exerciseswith
the aim of learning and accepting facts. The knowledge taught in such a context has, in
some countries, been termed ‘ background’ or ‘civilization’ in English, ‘ Landeskunde’ in
German. The word ‘background’ isin itself quite revealing if we analyse what view of
cultureisinherent in thistype of teaching. It impliesforming the background to something
else, namely language, which isin the ‘foreground’, and, therefore, must be regarded as
more important. This view creates a dividing line between culture and language, seeing
them as separate entitiesrather than two aspects of the same. However important the facts
in themselves may be, the language in which they are presented, and what the learnersare
supposed to do with the facts, are a crucial means of developing cultural awareness.

Textbooks for primary and lower secondary school have dealt with b) through dialogues
and patterns of ritual speech acts of what to say in specific situations followed by, for
instance, role play exercises of similar situations. This methodology in its extreme form
resulted in coursebooks which were almost devoid of content.

If our aim isto give learners an opportunity to develop cultural awareness, neither @) nor
b) is sufficient. Both are important, yet there is something missing. In order to find out
what thisis, | believeit is necessary to take acloser ook at what wetoday conceive of as
‘culture’ .

Whose culture?

If welook at theterm historically, culture was seen purely astheclassical cultural heritage
up to the Early Renaissance. During the Romantic period ‘national culture and identity’
and ‘the way people lived’ were included in an understanding of the term. Today we can
talk about at least two types of culture, ‘ culture of the elite’ and * culture of the peopl€e’, or
“elitist’ cultureand ‘common’ culture, ‘common’ here understood asthe everyday lives of
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ordinary people. Foreign language teaching in primary and lower secondary education
hasin recent years focused primarily on the latter.

During the 20th century it has become possible to envisage a separation between culture
and the way we live, while as before the two were not only interrelated, but also
interdependent. People were born into a culture and stayed there. But for the first time,
historically, the 20th century regards identity as something we can create for ourselves,
we have, in fact, a choice of culture. Young people are not only aware of this, but also
frequent users of the opportunity to choose between different cultures or subcultures.

Culture can be seen as the identity common to a society or a group of people within that
society, but it is also the way members of the society regard this common identity. If we
only regard culture as something that ‘can be found out there’, e.g. paintings, football,
literature, food, etc., we will tend to view different cultures or subcultures as objectsfrom
adistance. But culture is more than artefacts that ‘ can be found out there’, it is also the
glasses through which we perceive the world around us and the language we use to
expressthe culture of whichweareanintegral part. We areinfluenced by the culture(s) we
aresocializedinto, and simultaneoudly weinfluencethat culture. Thisisadialectic process,
and culture must be seen as a dynamic force in continuous flux, not a static entity. The
process does not only take place within our own culture; asimilar process constitutes the
encounter with aforeign culture.

Language as culture

Language or text is probably the most influential factor in the dynamic interrelationship
between cultures. If culture is not only what we see, but also the way we see it and the
language we use to expressit, culture cannot merely be regarded as a body of knowledge
which can be transmitted to the learners by the teacher or the textbook. Culture can be
seen as‘aweb of spoken and written texts, alinguistic landscape consisting of anindefinite
number of texts' . (Time 1989) L anguageisnot only communication, but equally important,
itisan expression of culture. It differsfrom other artefacts of culturein that it can be used
to express itself about itself. Through teaching and through textbook tasks the visibility
of language and text should be preserved. By that | mean that all aspects of the written or
spoken text must be ‘ seen’ and not made invisible, which often happensin the classroom
when one only concentrates on the subject-matter of the text or on specific linguistic
features. Thetext asawhole, asan entity of form and content, isthe carrier and expression
of culture. This requires authentic text, text in the widest sense of the word: i.e. spoken
texts, written texts of different genres, paintings, etc.

Knowledge (savoir)

Cultural awarenessisbased on knowledge of theforeign culture, but a so on knowledge of
one's own culture. Any process of comparison or contrasting has its starting point in the
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learner’s pre-knowledge. | have previoudly stated that culture is more than what is ‘out
there’, it isalso how we see what isthere. From thisit naturally followsthat thelearner’s
perception of hisor her own culture aswell as of the foreign culture are important factors
in the development of cultural awareness of the individual. And we are talking about
individual processes: the learner’s ‘habitus' (Bourdieu 1994: 12) and ‘cultural capital’

(Bourdieu 1994:14) vary from one learner to the other. ‘Habitus' asused by Bourdieuisa
‘set of dispositionswhich incline agentsto act and react in certain ways' . The dispositions
reflect socia conditions of theindividual’s background and differ from one social classto
another, and even more from one nationality to another. According to Bourdieu thelearner’s
habitus will generate practices, perceptions and attitudes which are not consciously co-
ordinated and will thus be adetermining factor in acquiring knowledge. ‘ Cultural capital’ is
aconcept used by Bourdieu to describethe knowledge, skillsand other cultural acquisitions
which the individual possesses. Again this is dependent on social background and will

vary from one learner to another. In our context it must be seen as an educational goal to
increasetheindividual’s cultural capital, building on what each learner bringsinto school

and the language classroom.

Facts are important in the process of building up knowledge. Over the past decades,
however, textbooks have perhaps contained too little factual knowledge. Methodol ogy
has focused more on how to develop communicative skills from what might seem abare
minimum of cultural facts, and these facts have been mainly concerned with the everyday
lives of representatives of the foreign language community, to alarge extent the everyday
livesof young people. In amisunderstood attempt to engage and motivate young learners,
textbook authors have constructed alarge number of texts about discothequesand hobbies,
textswithout conflict, which many learnersfind boring. Might it not be that thisage group
ismoreinterested in the unknown and exotic than intheir own livesand their own problems?

It is difficult to decide whether a particular age group is interested in specific topics; the
main aim must be to present learners with avariety of textsin avariety of genres so that
there might be something for most learnersto identify with in oneway or another. Paintings,
photographs, music and written texts should, for the reasons | have suggested, to alarge
extent be authentic. There is a vast difference between a text relating or describing a
specific phenomenonin theforeign culture, written by aforeign textbook author seen with
the foreigner’s eyes, and the text on the same topic written for children or young people
within the native culture. Either point of view is of interest, but inter-cultural awareness
depends on a knowledge of both.

It is difficult to state what specific topics should be represented in foreign language
textbooksin order to form the basis for the devel opment of cultural awareness. Any end-
determined list will bereductionist and limiting.! Still, | find it necessary to state that both
writers and users of textbooks need to be aware of the fact that texts represent not only
content and form, but also a personal representation, either by aforeign language writer or

1  For afurther discussion on this, see Byram, M., Zarate, G., and Neuner, G (1997): Sociocultural
competence in language learning and teaching. Strasbourg: Council of Europe Publishing.
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anative speaker. In addition the reader’ spersonal interpretation of thetext within hisor her
own ‘horizon’2 constitutes the outcome of the reading or listening process.

Literature and other authentic texts

The literary text has been greatly underestimated in recent foreign language learning. It
represents the personal voice of a culture and, secondly, a voice that young people can
easily identify with. The communicative approach to foreign language learning has, to a
certain extent, disregarded the literary text as a potential for learning language and
encountering theforeign culture. | believethere arethree main reasonsfor this. First, there
isthe fact that literature is traditionally associated with bourgeois, elitist culture and has
been defined by methodol ogists as an artefact outside the ‘real world' of young learners.
Secondly, itisdueto theway ‘ culture’ was defined in foreign language teaching at thetime
the communicative approach devel oped, namely asthe everyday lives of representatives
of the foreign culture. Focus was thus on how to behave in everyday social situations.
Thirdly, part of the reason can be found in prevailing Anglo-American literary theory in
the 1960sand 70s, in‘New Criticism’, with itsfocus on the text itself, not on biographical
information as previously, nor on the interrelationship between text and reader and the
reader as co-producer of meaning. The close reading of ‘New Criticism’ in the foreign
language classroom put too much emphasis on literary analysis of text, and tended to be
dominated by the teacher’s ‘correct’ interpretation. Since then literary theory has
concentrated increasingly on the reader’s creative role in the reading process. When
reading isregarded as acommunicative dialogue with the text, new opportunities open up
in the encounter between two cultures, asreflected in the literary text.

Learning a language entails undergoing a process of being socialized into a culture, and
learning aforeign language means being socialized into that particular foreign culture. One
can arguethat this socialization process can and will, to acertain extent, be selective, butitis
difficult to arguethat what | have previously termed ‘ culture of the people’ isthe only culture
we want our learners to be sociaized into and to develop an awareness of. We also have a
respongbility to give our students achanceto enhancetheir cultural capital and to givethem
access to the literary canon and thus the ‘symbolic power’ we as teachers and textbook
authors possessand exercise (Bourdieu 1994). | believethisaccessto be necessary if wewant
our learnersto develop into critical human beings. School education in genera and language
learning in particular can provide this opportunity for ‘ personal growth’ or ‘Bildung'.

Reading an authentic literary text intheforeign language can be seen asapersona encounter
with the foreign culture. If the process of reading and interpreting a text is seen as an
attempt to produce meaning from the multiplicity and polyphony of that particular text, the
learner entersinto adialogue with the text and the foreign culture in a productive subject-

2 | have chosen to use the hermeneutic philosopher Gadamer’s term ‘horizon’ in order to find a word
which specifically expresses an all-inclusive pre-knowledge or the totality of the individual's
different kinds of pre-knowledge, as a determining factor in the individual’s interpretation process.
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subject relationship. The reading processisindividual and authentic and thereisnot only
scope for theindividual learner’sinterpretation and understanding, but also aneed for it.
Without the reader, the text is just a series of written signs on paper; it is the individua
reader with his or her pre-knowledge and ‘ personal constructs' (Kelly 1963) who brings
meaning to the text. He or she becomes a participant in a creative process of establishing
knowledge of a culture aswell as developing culture as adynamic force.

Socio-cultura Competence (savoir-faire)

Usually socio-cultural competence is seen as a set of skills which the foreign language
learner hasto be acquainted with in order to copein thetarget culture. Asargued previoudly,
it has been one of the two main componentsin the teaching of culture, increasing greatly
in importance with the development of a communicative approach to language teaching.
Through dialogues and other speech-patterns textbooks have given the foreign language
learner models for what to say and how to act in various hypothetical social situationsin
thetarget culture. Sampl e dia ogues have often been followed by role-play and information
gap tasks. Such tasks can be important for devel oping socio-cultural skills, but they tend
to becomeritualistic and meaninglessto the learner. Also one can question the belief that
learnerswill automatically be ableto transfer skills developed in the classroom to thereal
situation. Because neither skills nor knowledge can be transferred automatically, socio-
cultural competence has to be developed through a more comprehensive understanding
of interaction with theforeign culture.

What happens in the foreign language classroom is usually a ssimulation of encounters
and communication with the foreign language and culture. There is no reason why we
should not make this simulated situation as close to real interaction with the foreign
cultureaspossible. A first step in this processisto define the encounter asinteraction and
to choose approaches which enhance the interactional aspect. Interaction can be with
texts spoken by real peopleor it can bewith written texts. Through dialogue and interaction
with the text, the learners have a chance to reinterpret their understanding of the world,
also the world outside the classroom in which the authentic text has been produced.

Developing cultural awarenessin foreign languagelearning is dependent on communication
with oral and written texts, and, as | have argued previoudly, preferably authentic texts.
Thisiswhere thelearner encounterslanguage as culture. Dialogue with authentic spoken
or written texts is necessary if we understand communication as both interpretation and
negotiation. It is, therefore, not sufficient for the learner to encode or decode language.
Genuine communication isamore complex process. L earners need to become aware of the
fact that communication, and inter-cultural communication in particular, entails
misunderstanding and conflict. Although learners obtain procedural knowledge and skills
of how to behave in aforeign language community and what to say in specific situations,
misunderstanding will always be part of communication, eveninanintra-cultural context.

Part of cultural and intercultural competence and awarenessisto be able to cope with the
complexity of communication and to be aware of the fact that misunderstanding is part of
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the communication process. Each learner brings his or her own knowledge and capacity
for understanding into the encounter with the foreign language and culture. This makes
each encounter unique and different from onelearner to the other. By making this uniqueness
atopic for common classroom communi cation, the foreign language classroom can become
aplatform from which an understanding of both intracultural and intercultural differences
of perception can develop into awareness.

It must be one of the aims of textbook writers to create tasks that enable the learners to
interact on as many levels as possible with the foreign culture, represented through oral
and written tetxs. Thisisonly possibleif at |east some of thetasks are open-ended without
correct or incorrect answers. The learners suggestions will then form the basis for
discussion. Thus their understanding of the world becomes the stance from which they
can gain a better knowledge of and insight into the foreign culture.

Attitude (savoir étre)

Being in aproper dialogue can be apainful process. Interaction with ‘the other’ ishaving
to readjust one's own points of view. One enters into the process with a conscious or
subconscious attitude of wanting to influence or persuade ‘the other’. Thisis even more
the case when ‘the other’ is aforeign culture expressed in aforeign language. Foucault
employs the term ‘agonism’ for the interplay between forcesin a dialogical process, a
‘relationship which isat the same timereciprocal incitation and struggle’ (Foucault 1983:
221-22). It is painful because one tends to defend one’s own position and resist a change
of attitude and opinion. Interpreting and understanding aforeign culture entails changing
some of one's own views, readjusting one's scheme structures. In a foreign language
learning context one should not be surprised when tolerance and understanding are not
immediate results of learning a foreign language and encountering a foreign culture.
Sometimesthe oppositeisthe short-term result: learners see the other culturein stereotyped
ways. Stereotyping is not necessarily negative if we seeit asasimplification in order to
cope with complex and unfamiliar situations. In some waysit resembles the processes of
‘overgeneralization’ or ‘ strategy of second-language learning’ whichwefindin Selinker’s
interlanguage theory (1972: 217-19) and can be interpreted as a stage in a continuous
process of developing awareness of the foreign culture.

Through textbook tasks one can help make these attitudes conscious and visible in order
to provide opportunity to talk about them. Questions and tasks that focus on attitude and
understanding can form the basis for what | choose to call ‘authentic dialogue’ in the
foreign language classroom. ‘ Authentic dialogue’ must here be understood as dialogue
which has no predetermined answers, it is open-ended and will itself produce possible
answers. In that light even stereotyped views can open up for an enhanced understanding
of the foreign culture. This type of classroom dialogue does not control the learner’'s
knowledge, but usesthelearner’ sunderstanding asclassroom materia. Thustheindividua’s
interpretation and understanding of aspects of the foreign culture is taken into account.
Textbooks have an important roleto play in such achange of focusfrom teacher to learner.
By providing texts and tasks which open up for the individual’s interpretation and then
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using thisin social dialoguein the classroom, the learner is given the opportunity to enter
into adialogue with the foreign culture.

Understanding ‘the other’

Itisafallacy to believe that we can reach a point where we will be able to understand ‘ the
other’ completely. We do not even understand ourselves and our own culture to such an
extent. But in the foreign language classroom it is important to open up for a variety of
encounters with the foreign culture and provide possibilities for reflecting individually
and in a social context upon these encounters. This also means reflecting upon the
multiplicity of meaning that existsin any cultureand which can be made potentialy available
through various types of texts. Textbooks and teachers can assist this process, which
Ricoeur callsaprocess of reflection, which ‘ extends our existence’ and helps us show the
learners away to a‘savoir étre’ which is based upon understanding: ‘le mode de cet étre
qui existeen comprenant’ (1969: 11).

For textbook writers the question is how can we provide the best possible grounds for the
learners to gain knowledge and awareness of the foreign culture as well as their own in
order to ‘ develop as human beings’ or in Ricoeur’ swords: ‘ extend their existence’. When
discussing what to teach at the beginning of thisarticle, | argued that there was amissing
link between knowledge of theforeign cultureand procedura socio-cultura skills. | believe
that what islacking is communication and interaction, adial ectic dial ogue between two or
more subjectsinterpreting and negotiating meaning. Ricoeur ( Kvalsvik 1985) arguesthat
only through interaction with others, and not through introspection, can we experience
our own identity. In a context of dialogue with the foreign culture, | want to interpret
‘others’ as both texts and persons.

Ricoeur’s view adds to the above an aspect of cultural awareness which | believe to be
essential in relation to personal development and growth: through interaction with the
‘other’ one gains an increased understanding not only of the ‘other’, but also of ‘self’.
Theforeign culture providesthe mirror in which we can see ourselvesreflected; it provides
an outside to our inside.

While learning a foreign language, the learner will bring his own culture into the
communication processwith theforeign culture, whether itisin reading aforeigntext orin
speaking to a representative of that particular language community. With regard to
intercultural awareness this must be seen as an interdependent relationship between
cultures which constitutes a dynamic enrichment for ‘ self’ aswell asthe ‘other’.
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Cultural awareness: list of principles

In the course of the St Petersburg workshop participants wereinvited to draw up in small
groupsalist of principlesor exampleswhich, intheir opinion, illustrated aspects of cultural
awareness. The following lists represents the results of this group work and also of the
subsequent discussions that have taken place in the networking sessions. It was agreed
that many of these points could be taken into account by textbook authors.

Knowledge & awareness-raising

Students learn about historical events and famous people.

Students learn about geographical aspects and how they influence life styles.

Students learn about political aspects and how they influence life styles.

Students|earn about awide range of creative arts (including literature, art, cinema,

photography etc)

Students become aware of avariety of cultures (e.g. British, American, Indian etc)

Students become aware of different sub-cultural groups (professions, special

interests etc)

7. Students become aware of topics which are socially acceptable or taboo or which
are'‘ritualistic’ (weather etc)

8 Students become aware of normsrelating to humour.

9. Textg/activities that raise awareness about cultural/ racial/gender stereotypes.

10. Consciousness-raising of the students’ own culture.

O o

o

Attitudes and personal growth

11. Students develop tolerance towards otherness.

12. Students develop empathy towards others.

13. Students learn to distinguish between individuals and groups and to recognise
individual responses.

14. Self-enrichment through the broadening of perspectives.

15. Students develop afeeling of national identity and an awareness of being a member
of aninternational community.

Intercultural awareness

16. Students compare their knowledge about the foreign culture with their own culture.

17. Students become aware of similarities between their own and the foreign culture.

18. Students become aware of differences between their own and the foreign culture.

19. Students become aware of the foreigners expectations of how they themselves
behave.

Language and communication

Students become aware of the linguistic meansto express their attitudes.

Students become aware of the paralinguistic means (body language) to express
their attitudes.

Students become aware of appropriate forms of language use (e.g. formal, informal)
Students have access to awide range of authentic materials (written, spoken etc)

BR RB
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Action-related

24. Students establish links with other cultures (letters, internet, exchanges etc)

25. Students are given the opportunity to respond to texts produced by and for
children of the same age.

26. Students develop the ability to (re)present their own culture to others.
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Cultural awareness: examples and comments

This section presents some examples from the material s presented at St. Petersburg which
show how authors have attempted to integrate some genera principlesof cultural awareness
into their materials. The exampleswill be commented under the following headings, which
have been discussed in the introductory article:

=  Knowledge (savoir)
= Socio-cultural competence (savoir faire)
= Attitude (savoir étre)

A clear-cut distinction between knowledge, socio-cultural competence and attitude is
difficult to portray in textbook examples. In many cases the text which the students are
required to read or listen towill providethe knowledge, while thetasksrelated to aspecific
text will aim at devel oping certain skillsor enhancing thelearner’s competence and attitude.
Thereforethethree categories must be seen asinterrelated. Thisreflectsreal life situations
where gaining knowledge usualy happens simultaneously with the ability to use this
knowledge and devel op attitudes related to it.
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Category 1: knowledge (savoir)

Thematerial s show examples of knowledge related to many different aspectsof lifeinthe
foreign culture. They include information about the way people live, traditions, history,
literature and politics. They cover what wastermed ‘ common’ culture aswell aswhat was
classified as ‘elitist’ culture in the introductory article. Developing cultural awareness
reguires knowledge of both aspects. The form of presentation in the examplesvaries, and
information is conveyed through written and oral texts, photographs, maps, graphs etc.
Many of the examplesrelateinformation about the foreign culture to knowledge which the
students already have about their own culture, thus enabling the learners to employ their
pre-knowledge in an encounter with the new material presented to them. Activating
previously acquired knowledge followed by reflection on it will assist the process of
developing cultural awareness. In aprocess of comparing and contrasting the two cultures
the learners will be able to further their understanding of the foreign culture as well as
gaining an outsider’s view of their own.
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Example 1.
Famous People

Thisextract centres on British Nobel Prize winnersand other scientists. However, theaim
goes well beyond merely presenting the information to students. Exercise 3 requires
students to activate their own latent knowledge or to use guessing strategies and to pool
information with other studentsto arrive a new information. In addition, there are exercises
that encourage comparison with the students’ own culture. Exercise 4 activates the prior
knowledge of students about famous people in their own country, and encourages the
sharing and discussion of that knowledge. This example also shows how studentslearnto
appreciate representatives of other cultureswhile at the sametime they are encouraged to
appreciate, and feel proud of, important personalitiesin their own context.

Source:

Title: Happy English

Author(s): V. Kuzovlev, Lapa, Peregydova
Publisher: Prosveshschenye

Country: Russian Federation

Language: English

156



FAMOUS BRITISH PEOPLE

1. Ouver 80 Britons have received Nobel Prizes® in the pEst — more
than any ather ouifey egcepd The Daited Slates,

1} What were these Britons awarded Mobel Prizes for?

PHYEICS

Sir Willinm Bragg amd his son Lawrence were
awhrided the Noke] Prize in 1915 for develaping a
method of determining crystal stracture using
K-raye.

8ir Martin Pyle was pointly awarded the Mobel
Frize in 1974 with his collongue Professor
Antony Hewialy [er ressarch in radioastrophysics.
Sir Martin Pyle developed highly semsitive radio telescopss Lhat
lelpad Lo prodisce delailed maps of the structoee ond distreibotion
of rodio wave sources in space.

CHEMIETRY

Lord Rutherford, the great pioneer of nuclear physics, received
the Chemistry Prize in 1908 for his investigntiona into the decay
of elements and the chemistry of radioaotive substances.

Professar Dorothy Hodgkin, was honouesd for hier work on Ui
structure of comple: organic moleoules especinlly with regard
to pendcillin amd witnmin BI12 — in 1964, In 19659, ahe suecepded
in determining the ervstalline structure of insalin.

PHYSNHLHGY MEDICINE

Sir Alexander Fleming discovered penicillin in 192%,

The research by Lord Florey and Bir Ernest Choin at Oxford
University lesad to the discovery of penkeillin’s curative properties,
The work of all three men was recognized by the shared Mobel
Prize in 1945,

Dr Francis Crick received the Nebel Prize jointly in 1962 with
Professor BMaurice Wilkine and American Professor James
Watson. They were respansible for the dissovery of the maolecular
#recture of deoxyribonwclede acid (DRNA)LL

LITEHATURE
William Golding was horoured in 1983 for his novels, Some of
Codding’s besl known works are Lord of the Flies {1954), Plrcker
Martir (1956), Riftes of Paszoge (1980} and The Paper Mer {1984).

E 2 Who are some Russians who have hesn awarded MNobel
Prizes? For whatT
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2. Thaeae nuentors made Britein fomous throughowt the warld
E What are they known for? Malch the columns.

Jomes Watt, 1775 the electronde caleulator

George Stephenson, 1814 magnelo-eleciricily

George Stephemson, 1825 the steam locomotive

Michanl Farsday, 1531 the Eterm engine

John Logie Baird, 1936 the world's first roblway from
Btockton to Darlington

Alan Turing. 145 Lalevision

3. At the same time Britain olso produced stafesman, thinkers, explor
€08, musicians, writers and sdher people who are recogaized arcusd
the world. Who else can be included in the st of famous Britisk
peopled

Il-l Make a list. Compare it with the class,
Do voiz know ... 7

Mo, What is he/she?

What is be/she famous far?

He/She iz & famows ...
wall-known L
remarkable
an outatanding | | --- is famous for ... the ressarch in ...
i# kmown the discovary of ...
.. was the first persa wns honaured the development of ...
[T 5 WAA Fecognized the investigation of ...
He/Bhe discovered ... - ,
dirveloped
B |  WORD POWER |
investigatad Yerh —————————— Nioum |
wirked on ; |
i i disciver =— g discovery |
explored (AR Unit &, ax, 8.
. was awarded ... the prize in/for ..,
recedved 8 medal
W firat place
1049
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4, IN ¥OUR CULTURE What Kussian people are yvou prood

af
IE IE 1y &) Write the names of famous Russians.

b Write inventlons, evenis. ete. which Kussia is famows for in the
waorkd

2} Exchange lists to complede them with Lhe names and the inven-
Linmea,

E H) Discuss the most Faomons people and their investions and
ereations.
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Example 2:
Historical events

The students are asked to reflect on their existing knowledge about a historical topic well
known to them, the Vikings. Through thistask (Task 1) they get a chance to sum up their
knowledge of a particular aspect of their own culture before they are presented with the
same historical topic seen from the point of view of the foreign culture. Through an
authentic mother tongue history text written for young learners of the target culture, they
haveto face their own culturein therole of the aggressor. The text and thetasks (Task 2 b
& c) force them to regard their own culture from the outside. They are asked to identify
withthe‘other’ by rewriting historical eventsfrom the outsider’s point of view. Thustheir
previous knowledge is challenged, and they have to adopt a critical stance to their own
culture.

Source:

Title: Search

Author(s): Anne-Brit Fenner, Geir Nordal -Pedersen
Publisher: Gyldendal Norsk Forlag, Odo

Country: Norway

Language: English
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B The Vikings are Coming!

“=Taik

cammrway | b o'
i mmaed o o
parh srom wn
prerand or waer

FBeorn v s nradding, wrine doram evenvthing you know shioar
thr Wikirge, Try o wrine Far abaur free mirans withosr siopping
i thisk. Form amall groups and seadl whas e bave wrimen m
eich athei. A a g, you prohably keow quis a log shoer cha
'l."lhnpi l]l'l.'l.d_]-\. |r-:\.1.|ur|:hl] ok, ping weill find oree hurw the Vikirgs
were beoked upen by dheir vicims, the Brinsh.

A the beginming of char yrar 793 AL theer were di-|||,|r|;|i|'¢ HTIETE
in Erghl]. The read of % Feter’s chiech in York seemed ne drip
with bleod. There were EIEETTS wizls andd sevemal cundemmmme
Same Pﬁlph sard thar Il'r:_r AW llau: dl:ﬁnu wpiling e in cke
hearvens. Larer there was 2 famsine.

Holy Ipwred and ihe Wikiegpy 00

In June. the meaning of thew omens becams dear, The Vikayg
lnngships with their deagres heads in Irunt, came o Lindsfame,
e 'f'l]-ci.lu: attacked ile pruy. T |n:_r I!lu|||:‘|.‘|:| it Ahe dliar and
stok: the vabiable glver. The monks were bdneppad, some were
kilhad weirk swards, ethers wene clubbed m death. Some wer
drowred in dhe s aned the ress were rakm away aa slaves, All she
srraaires in the mmaseny were sinkm by the Vikinga

The sieey of this aitsck on Lisdisarne, o0 Holy dand whick i
b mezdly called eealay, win wetinien e dn |:||a-||_|n||r||||rJ-: 1l the
12th oemmoury. His name wis Simeon of Duthame Fle thoughn the
Wikings were hlood-thirry enemies, and char ir was impowshle e
win a barde agaimr them. He looked upon them ar harbarians,
ami bsr hared chern Becainse sheey had amacked an English
morcwiery —a holy place

The Wikings thermsches koked upen thee cwn eaids inoguiie 2
dilfereni sy, They bdicved ey weie faiz Fuhlu:n. hieir Liws did
a0l alow dhem wo amack tradems. farmers or women. Meiher were
rhiy albeased v amack o man whe wa aleesdy imeolved i 2 fighe,

The 'u'ilirl;l: had their van srange idea of honoar, The Mo
Brm Egl Skdlagrammon was dae p::f:-:l Vikirg. He o describod in
thesapa an “thick-necked, poraertully bl aml waller thaa ary man .
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M3 Chagar 0

Unoe when Fgil was mken prisoner by a peasany; be sole the
mans sikser and escaped. Az he ran, ke realived thar be was
beharving like a thict, s be reseened and killed che prasant, Then
he carricsl away the ircasere with 3 dear cosscamce.,

AR
2 i I:r
1l

0 P

=Task 2 Choose ome of dhe ks bekow

a

Wrine down the answers 1o these questions

When was the anack on Lindslame?

How wonld you explain the word orom?
Hurw did the Vikingg stiach?

Whar did they o 1o the monks!

Who wrote abouw the amack on Lisdisfirn
How did be describe the Vikings!

How did the Vikesge seg shemechves?

Why dad Egl Meallagrizuecn kill che pesam?

Pectenedl thar yoa are ooe of dhe meenks o Ladbsfaree Priony
when the Vikings arrive. Wire yoaar scoownr of the amadk.

el 3R R e e

In ther romon whaw wous Bawe jusr read, thi Yikings are sen from
r-:hwr_rdiﬂ'rrrrlr peinis ol vices their ocwn vicw and dhar of
the meny, I'lrr:rnl.lhllpl.l.lrrm.rd-ﬁ.r'!'i.irp,udm
ihe s ] oo et B, b ikt i Lisal bl Friory, & e
weaiihd mee ir
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Example 3:
Political Aspects

Many textbooks tend to avoid political topics due to their transitory and sometimes
controversial nature or reduce political aspectsto factual information about the palitical
system of acountry. Thisextract takesan areathat isnot only much discussed in Germany
but is also relevant to the students in their own country: protection of the environment.
Thefactual information given inthe newspaper articleon a“ car-free’ housing estate |eads
into amore ‘political’ topic of Greenpeace and its activities. Students are encouraged to
gather information for themselvesin connection with this subject. Exercise 9 takesadifferent
direction by providing alink between the topic and word formation: the focusis not only
on a compounding process in German but also on a semantic field in which the word
‘Schutz’ (protection) islikely to occur.

Source:

Title: Hallo, Freunde!

Author(s): AnnaHerman, JoannaDominiczak
Publisher: Wydawnictwa Szkolnei Pedagogiczne
Country: Poland

Language: German
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o mf e
Autofreie Wohntriume

TMWELT

BEEMIEN, - Bine Wobnsedlurg mur i schaft GEWOHEA de Air dos Projekn pe-
Mermchien obiie Auln — diesen Vemech  wonses winde. Fiie Millabluly odes
will gine Bremer Wobsungshapgesell-  Pouerwehr sind nur sogercenie Wohn-
schefl wagee Durch des bundesweil  wege von 3,50 Bisier Breile vorgssche,
wohl iregarsgen ¥ermcht der Bewoh-  Des Intevesan inder Bevdlkerang =i nach
mer aufs Adin entfallen richil ms Sinden- Beohachienpen der Flaner arell, Twi-
[ Abgase wnd Uinfallpefahren im nd-  schen 230 und MK Haushalie haben sich
heren Umfeld. BEs wind auch viel Plale  seil des Sommer gemeldet und Frape-
gespari, da ouf Parkraome Carsgen und  bfgen beaniworiei.

Fafahnem versidvet wondon kam, fream 1 ki
sich diw Flaser dor Wohramgsbeu pese| - MHﬂm

— Wer kann in dieser Wohnssedlung wohnen!
— Woraul rdissen die Bewohner verschten?
Wz bekommen die Bewnobner dafer?
— Was for Wiohawege sind in der Wohrsiedlung vongesehen?
- Wievie Familien Haushahe] haben sich gemelde?

< e Falid

Was ist GREENPEACE?

[ Fein Gilt | ?E} i

i,
I

[OMWELTSCHUTZORGANBATION |

|P'I'I'I|H|i

—Sammle Informationen iber Problerse, Aktionen und Projekte surm Thema:
Urmaseltschute in deinem Land Jin deiner l.n'lg'hlmg;, Elasse, Schulke: |, =.B,:
Atarmilversenkung [ usw,
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g, Mﬁal}e

schditzen gegeniwor

in Schutz nelemen = schilzen Er;g-e:n_-' berwenbiren vior [/ beschitzen fjemanden
wior Cefahr, vor Strafie schidtzen], [sich wor Krankhssit, Rr-_g{'n srhilltzenl

der Schutz — Daterschutr — Denkmalschutz - Frostschutzr — Croneschuls
— Jugendschiitz — Maturschutz — Pllanzenschutz — Polizelschutz
Rechtschulz - Regenschutz - Selbatschistz - Sonnenschutz
- Strahlenschutz - Tierschutz - Umaveltschutz - Uinfallschutz
— Windschutz — Zivilschutz

10, Aufgabe

Deutschlands
erster Tierschutz-

Pidagoge

BERLIN - [he Schulksider
in Baden- W bnemberg hates
el mmes Umemichnsfach:
Tiorschuiz, Seit mehr als ai-
nem halben Tahi Benonchl Dr
Thomas Eswhe im Asfimg
des Bimdes pagen den Mil-
hrauch der Tices & Schules
des Husidedlandes. Fache B
der erse Tierschuiz-Lehrer

Doischmid=
et seinem Unierscht will
der d1jaleige Biologe urd
dem Schllen Wi
sen wnad Werds iiber dic T
well vermilleln, Dens schin
Alert Sehwesitzes hane o1
kanec Tieschex b Broe-
Kinder sollin heisgiclvweise
lereen, wirs emgemibs Tier-
haliurg m Mawmse cder auf
e Basermhel hadeuied. [his
jingesen Schiles erfahies,
dali ihr Ham=mer #in Macha-
iy isi und wowum or michi

OE

immer geaecki werden darl;
il den Alleren sprichl Dr
Esche dber Massentierbal:
e likee des Tierachuge-Lin-
lerrickls slarnesl sy Ohler-
reich. Dot gibe es i jodem
dhar remin Bondeskinder zines
muspehilidcics  Pidagoges,
et uglersl A sin Limesll-
rriini seer i wned den Landes:
schulrien, dic Klasan aller
Schadlyjum buchi

DIE WELT
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Example 4.
Education

This example providestwo types of information. Thefirst text gives some factual details,
chosen to focus on differences between this culture and that of the students using the
textbook; the second is an actual school timetable which students can compare to their
own. The purpose of exercise 1.5 isto help the students focus on some of the important
details and leads into another exercise where students can give their own emotional
reactions to the information about British schools. The overall aim of these activitiesis
that students should not only recognise considerable differences that exist in educational
systems but should begin to probe and explore the reasons and value systems which
underlie these differences.

Source:

Title: Your Ticket to English

Author(s): D. Heindler, R. Huber, G. Kuebel, D. Newby, A. Schuch, K. Sornig,
H. Wohofsky

Publisher: Osterreichischer Bundesverlag

Country: Austria

Language: English
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1.3

1.4

Schaols in England

Whare can you find the Pollcwing informationd

Fiead the text ord il in the numbsar

[] & pypecod achood doy
[] 5chood uniforms
[ Comprahansive schaal

1

[

[ Chubs

(hildren star primary swchood at the
age of five. It is a miniure of playing
ardl learmang.

n mice pas of Bocsn iter the age
of eleven all pupils go ioothe same gy-
pe of school. called a comprebensive
schonl.

Scboal lasts all dey, IJF.I.I.l.Ill_'.' from 9
a.me i 4 pumn. [t nermally siarts with a
maming assembly. Thene is na shioo]
om Saturday!

. AL secomlary  schoods  pupils  con
chinse some of their subjects afier the
first year. If they don't like geogm-
phiv, for example. they can do hislogy
imslead. Then: 53 a Maliceal Cemicu-
bam whach savs which subjects must
b taken.

[ The and af tler= axams
[ Chassing o sbject

[£] Primary schod
[ Spete

Papils can’t fall their end of femm ex-
ams All pupils go on 1o the nex
cloxs?

. Teachers organize [ofs of clshs for e

pupals in the lusch break amd afeer
shind

(n some Salurdays there are sports
matches {foothall, rughy, cricken) bet-
woen dilTeres schiols,

In many schonls papils hove i wear
unifoamns - i e they all wear the same
clothes.

Wambulory
Si P L. ¥ rar L'mferricins

Sy pyn

chiocws sakirn

curauhim Letrrpdii

chaw Wybrimwiplyy bl

il vyl

and of rmsanma Mafyeiveaniiogm

Underfine the things that are different from Austrion schools.

Fesssssssssssmm s

! Form: 1 DN Name: lamas Cawson |
| Form Tutor:  es Nichsis School: Wilkes Farker |
| [START OF

1 [ PN O O )

{ B NeHRaX | TUSRDAY |'WRDNpROAY | THURDAY

1| woowm. | 1 Frerich Enaliah Enghah FE . ratths

: S80am. | I HECH Ak Franzh fristary Framich
1 toe nm [ (3 E A K

‘| Mogam | 3 TEM FE TET Fusic FE

: 11.58 mam. A TEH FPADET ATy TET EI'!HI:

1240 pam, L u N [ H

il teepm | 8 PSE sathe e v (=i

H o 1sepm | 8 | chemiveny FE FEE Garman

i| zeepm | 7 | coomioeey FE PSE maghs

: ACTPATIES g eing B ?:f:-l

E ko) hﬂ-ﬂ

:

[ |

169




1.5

1.5

1.7

1.B

Heow much con you remember?

Lask: ot tha hals in gonercise 1.3 for 30 seconds, then cover them up
and iy fo camplete te Tollowing hext

in Esggland school basts ... day, wsualy school, called @ .., schedl. Pupils can'r ..
Frem ... o ... . Theme = no mcheood an hair dred of ., r"-n',-'-:lll-gn on fo the
Ad the weskends teochers somalimas G- nax doss. A secondory schools pupils
ganize o In masny schoal pupdls can ... some af their subjects. Theare are

Ferve 8 waar schoal . Aherthe oge ot lob d:_. . for the pupiks in the lundh braak
mind children go 1o the same type of ol e achas

What's your apinion?
Tolk chaut it in closs. Then wribe i dere
good .Iﬂcl';:'z- -
Ithink ifs | feresting | i | papibs can't Feil their
awhi sehal
syl
Exmpluﬂ“ﬁﬂﬁmm“dﬁ

Poeam

My Firzt Day at School
The schoind 5 mew,

The windows wide,

Hurndreds aof girls alresdy inside.
e ekl k5 vasr,

And Barge the ball.

I am new aned very small.

Jlulie Sloughéar. Farm 1 E.]

Look ot the picture of three British pupils.
Guess ohoul their pical scheol day
How old gra thayl Herwe di ey gt ho school

‘Whal lvpa al school do they go 108 Which clios oo they go k¥
Whan dows school short®
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Example 5:
Literature

In these tasks students are asked to interact with a literary text. In some of the tasks,
reading thetext is seen asan encounter with theforeign culture. In additionto interpreting
thetext, the reader is asked to form an opinion about various aspects of it. Certain textual
aspects in the story can be related to similar linguistic aspects in the learner’s native
language and culture. In this way the text can open up for a feeling of recognition and
familiarity with theforeign culture. Thereader will in thisway also see aspectsof hisor her
own culture through the target language text. The tasks also require that the individual
reader interpretsand persondizestheliterary text. Theindividual interpretation and personal
opinion of certain aspects then have to be conveyed to other learners.

(Only apart of thetext is shown)

Source:

Title: Search

Author(s): Anne-Brit Fenner, Geir Nordal -Pedersen
Publisher: Gyldendal Norsk Forlag, Odo

Country: Norway

Language: English
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114 Chaptar &

Dhaearr (157

£ Flakereie Wally)
Wildly was buen im
[ublim in 1854,
He soadied in
[ublin and Cndord
and soon becamse
wislely known as a
writer, In che carky
1 850 Wilde
prodisod seveeral
CEEAYE, BHTH
unsacrshial
hisrarical plays and
same ssccesshul
tairy sones. From
1891 «lll 1895 he
W SOITLE VEry
popualar comedies.
In LED5 Wilde was
arrested lor
homsoeemualing and
senrenced o ran
vears in prison witk
hard kabour. Afer
his relesse he spemt
thie pest of his life in
France and lraly.
Oucar Wilde died
I Prasis i 15A0H0,

F The Selfish Giant

EVERY afvernoan., s they were coming oo school, the children
used 1o g and play in the Giane's garden,

Ir was a Iﬂrg,t hm*li}'gmirn. winh mfrgre:n grass, Here and there
over the grass stood beawniful Bowers like stars, and there were
twelve peach-irees char in the spring-nme broke cut into ddicace
blassams of pink and pearl, and in the autumn bore nch fruie. The
bards sai on the trews and mng so seceely thas ehe childnen used 1o
stap their games in arder o listen w chem, “How hag py we ae
here!™ l:|'|-r:r cried to cach odber

Ohise day the Grnat came back, He had been go visic his friend che
Cornish ogre, and had stayed with him for seven years, Afrer the
seven years were over be had said all thar be had o sy, For his
converzrion was limvired, and be derermined ro remirm o his omn
castle. Whien hie arrived he saw the children playing in the garden,

“W'har are you doing here?” he cried in a very gruff vaice, and
the chikdren ran away.

"My own garden is my own garden.” sid the Giang; “anyone cn
underitand that, and [ will allew nobody o play in it bae myscl”
S0 hee bkt a high wall all roared i, and put wp a nosiceboard.

?W'\ IENETN
H'J!r;- III'-I.'

Fn'.ﬂ“!‘!!h'

He was a very selfsh Gians.

The poor chikdren had new nowhen: o play. They tried 1o play
an the poad, bt the road was very dusty and full of hand stones,
and they did ot like it They used o wander rourl the high walls
when thear lessons were e, and alk about the beauriful garden
inside, “FHow happy we were there!” they ssid ro each ather,

Then the Spring came, and all aver the counmry there were linle
blessoms and liccle hinds, Ouly in che garden of che Selfish Giang i
was still winter. The hirds did noc care ra sing in it as there were

no children, amd the trees fnrp,m i hlommom. Once a begunful
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Iretaad and cha Irish S f 9

I F

waTask 9

“Iay,” argwered the child: “bur these are the wounds of Love.”

“Who am chow?” saud the Giani, and a2 smange awe fell on him,
aned he knelr before the listle hild.

And the child smiled on the Giant. and said oo him, *You ler me
play ance in your ganden, today vouw shall come with e o my
garden. which is Paradise,”

And when the children ran in char afeernpan, they found the
Giiang bying dead wnder she sree, all covered with whize blassams.

Wirine the answers 1o the questions,

# Whar cype of (genre] text is The Salfch Giawe” Explain your
ATSWET.

b Is then: l.n:.'thing in ks int gl mq:lris-l:!- }ﬂu"

© What do you likefned Like about the s Give rsasons,

o Whe do yoa chink the liele boy st

= O page 118 where thse Giana valks oo the licde bay, the
langusge changes, Write the passape in ondinary English aned
comipare the rwo texms. Whar are the differences?

i “Translare bosh passages and ory 1o make similar differences in

£ Why do vouw think the awthor changes the binguage here!

b Whear does the liete boy mean by coying thar “these are the
waiknds of Love™

i Pick our a passage thar you particularly like in the vexr, Read it
aboud and tell the orhers why you like ir.

Chocse one of che Fallowing rasks. Give reasons for your chaice.
3 "Write an inrerview wiath ome of the characters in T Sefffal e,

b Write a summary of the sbory.
c Wiite a differene ending o the story,

22 d Bokeplay pars of the sory,
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Example 6:
Architecture

Thearchitectura stylesprevalent inaparticular country often makethefirstimpressionon
people when travelling to a foreign country. They reflect not only the lifestyles of the
peoplewho livethere but other aspects such aspolitical and social systems. It isimportant,
therefore, to include architectural imagesin textbooks. These extracts show two aspects:
public buildings in a city and a variety of domiciles. Included is not only a comparison
between different habitatswithin the German culture, but al so, in exercise 6, the comparison
and contrast with own culture, and more specifically with the student’s own housing
styles.

Source:

Title: Und nun Deutsch!

Author(s): N.D. Galskova, L.N. Jakowleva, M. Gerber
Publisher: Prosveshschenye, Klett Verlag

Country: Russian Federation

Language: German
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Wir wohnen in Essen

3A
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] Sie wahnen i cineme Hawhilipas

1. Markii= walinl in cinem Einla
milienhams. Sein fimmer izl
im erslen Slock

[ramiel  wn Li=n  washimed I a 1 wohnt in eimem Mehr
einem Hochhaus. Sie haben eim s, lhre Familie hal
§-Limmer-Waohnung in der o elne A-Aimimser-Wehnung, Sie

beelindel zich im dritlen Sleck

L3 Belly-Family wahnl 3 EimeEm
Wahnmsehill, E= Ll ey Ealn aul
e [HEein

5 Erginzi! i W wahni (hr? Q
¢ Einlg IeefiFans, =im Swel 1. i welcher Slralbe =i eure
familienhaus, ein Wohnung?

im der ersien Elape. in der ¥ Wohnl ihr in =iem Hoechhaws,
in einem Ein-eder Mehriamili
eithidiis?

im eralen Stock, im L In welcher Eisge s eure
Waolmung?

edive |- Eimmer-Wohnung, elne 1. In welchem Siock liegrd eure

Z-fhmamaer - Woakiin g Walmumg?

das Wahnachifll G Wie wviel Zimmer hst sire

zimmer, liguas, ... Walmung?
mrl, das mabil, dic
= e
e urdsir g 45
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Example 7:
Customs

Most of the exercise is based on the discovery of new knowledge, in this case about the
celebration of holidays by the American people. The activities of comparison presented
here do not include comparison with the students’ native culture, but refer to the plurality
of ‘English-speaking’ cultures such as the American, the English and the Irish, and the
relationship/influence they have/have had on each other. This type of exercise widens
students' horizons as to the meaning and variation within ‘English’ cultures, and alerts
students to the fact that cultures interact and influence each other.

Source:

Title English1V,V

Author(s): OlgaAfanasyeva, Irene Vereschagina
Publisher: Prosveshschenye

Country: Russian Federation

Language: English
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Third Monday of February — President’s {'prezidants] Day.

On this day students and pupils read about George [d3od3]
Washington ['wafigtan}, Abraham ['eibrohzm] Lincoln ['lipkain]
and other American presidents. George Washington was the first
President of the USA. He was also a good soldier ['sould3a] and
a very honest man.

February 29th.

Every four years February has an extra day. Tradition
[tro'difn] says that on this day girls can ask boys to go to the
movies or out to dinner. A girl can even ask a boy to marry her!

March 17th — St. Patrick’s Day.

St. Patrick was an lIrish saint, and St. Patrick’s Day is very
popular in cities where there are many people from Ireland. They
are Irish Americans and they always celebrate this day. Green is
the Irish colour and people often wear green on this day. If you
don’t wear green, someone may pinch you.

April 1st — April Fools’ Day.

As you know people make jokes on this day and have a lot of
fun. People celebrate this day in America in the same way they
celebrate it in England. When you've made a joke on your friend
you usually say: “April fool.” Nobody is sure when or why this
tradition began. Some people believe it began in France [frans] in
the 16th century. In 1564, the king of France decided to change the
first day of the new year from April Ist to January 1st. Some people
did not like it and celebrated the New Year on the first of April.
They were “April’s Fools”, and other people made fun of them and
played tricks on them. So it has been a tradition to celebrate this
holiday for long.

1. Look, read and remember what holidays the Americans celebrate
in winter and in spring.

Holiday Date

I. New Year's Day January 1st
2. Martin Luther King’s

Birthday January, third Monday
3. St. Valentine’s Day February 14th
4. President’s Day February, third Monday
5. February 29th February 29th
6. St. Patrick’s Day March 17th
7. April Fools’ Day April 1st

2. Look at the table of Exercise 1 and say what holidays in winter
and in spring people celebrate in England and in America.
(Lesson 6, Exercise 1 in the textbook can help you.)

3. Could you answer the questions?

1. What is special about New Year’s Day in America?

2. Why do people in America celebrate Martin Luther King’s
Birthday?

3. What do children usually do on President’s Day?

4. What can American girls ask American boys to do on the
26th of February? Do we have this tradition in Russia?

5. Why do people wear something green on St. Patrick’s Day?

6. When and where did the tradition to celebrate April Fools’
Day begin?
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Example 8:
Family structures

Thetext providesinformation with regard to French family structure. Thisisanimportant
aspect of cultural awarenesssincefamily structures and roles and rel ations between family
members often differ considerably from culture to culture. The text is supplemented by
visual information. The exercise beginswith comprehensi on questions but then encourages
studentsto think about family roles, to compare them to their native culture, and to explain
thedifferencesidentified.

Source:

Title: Cestca

Author(s): Elaine Cullen, Isabelle Fortanier, Betty McMahon
Publisher: The Educational Company of Ireland

Country: Ireland

Language: French
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Example 9:
Cultural features. comparing and contrasting

Exercise2 isaclear exampleof how agraphical representation such asaVenn Diagram can
be used to raise cultural awareness. It hasthe advantage of focusing not only on differences
between cultures but on similarities too. Moreover, this exercise requires the students to
beactively involved in the process of comparison sinceit istheir task to draw up their own
Venn Diagram. Thiswill inturn enablediversity of opinion sincenot al studentswill arrive
at the samediagram.

Source:

Title: Happy English

Author(s): V. Kuzovlev, Lapa, Peregydova
Publisher: Prosveshschenye

Country: Russian Federation

Language: English
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Example 10:
Diversity of cultures

In the past there was a tendency for textbooks to present a monocultural picture of the
countries where the foreign language was spoken. For example, Britain tended to be
portrayed asbeing inhabited mainly by middle-aged, upper-class, white males—asreflected
inthe phrase ‘the typical Englishman’. It isimportant that textbooks attempt to show that
many countries are inhabited by avariety of ethnic groups, each of which contributesits
traditions, norms of behaviour and value system which mould society. In this extract the
focusis on certain ethnic groups which are prominently represented in British cities. In
exercise 3.1 students are encouraged to use guessing strategies to focus on these groups
asawhole and can then find out from the texts some details about various representatives
of these different cultures.

Source:

Title: Your Ticket to English

Author(s): D. Heindler, R. Huber, G. Kuebel, D. Newby, A. Schuch, K. Sornig,
H. Wohofsky

Publisher: Osterreichischer Bundesverlag

Country: Austria

Language: English
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Example 11:
Subcultures

Inthisextract students become aware that thetarget cultureisnot made up of ahomogenous
society, but actually includes different sub-cultures. Furthermore, exercise 7 gives the
opportunity to students to activate their prior knowledge, compare the target and their
own culture, and above al, try to understand how others view the students’ own culture.
Thisexerciseis also about hypothesizing about why foreigners see them in that way, and
why peoplein other times, or in other places dressin different ways.

Source:

Title: Happy English

Author(s): V. Kuzovlev, Lapa, Peregydova
Publisher: Prosveshschenye

Country: Russian Federation

Language: English
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Category 2: socio-cultural competence (savoir-faire)

Gaining knowledge about the foreign culture through language as communication and
language as an expression of culture will provide the learner with a basis for developing
socio-cultural competence. The examplesfrom textbooks show avariety of approachesto
this. It must be realised that learning how to behave in aforeign culture is a process and
thus requires a process approach; it is not just amatter of transmitting knowledge or a set
of behavioural patterns. Developing socio-cultural competence must be the result of a
process-oriented interaction with the foreign culture, and students must be allowed to
enter into this process with their prior knowledge developed within their own cultural
context. On the basis of new information and through a variety of interactive tasks, their
understanding of theforeign culture and their socio-cultural competencewill develop. Itis
important to be aware that learnersinterpret the foreign cultureindividually and that their
interpretation will be adetermining factor intheway they perceivethetarget culture. Tasks
making the individual interpretations topics for classroom discussion will encourage
reflection on and awareness of the target culture as well asthe learners’ own culture and
will thusgradually enhance the devel opment of socio-cultural competence. Knowing how
to behavein aforeign cultureisnot only amatter of imitating the correct actionsin specific
situations, it is also amatter of being perceived as an individual identity.
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Example 12:
Norms of behaviour

Thisexamplefocuseson table mannersin different areas of theworld. At first studentsare
presented with factual information about varying table manners and then asked tofill in
the empty spacesin the box with theinformation learned. In exercise 2, they are asked to
produce a description of table manners in their native culture, hence activating prior
knowledge. Through these exercises students not only discover about other peoples
habits, but also learn to appreciate difference.

Sources:

Title: Pathway to English

Author(s): E. Comisel, R. Popovici (project managers) et al.
Publisher: Oxford University Press

Country: Romania

Language: English
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Example 13:
Norms relating to humour

Humour isnot avery common element in textbooks designed for foreign languagelearning.
This example is of interest not only because it is rare, but also because it arouses the
students’ curiosity about the subtle cultural and linguistic elementsinvolved in humour.
Some exampl es of jokes in the foreign language are presented and students are asked to
react to them. Then they are also asked to reflect upon jokes they know and hypothesize
which joke would best be told to foreigners, and naturally explain why and what makes
people from different cultures laugh. Students are also asked to tell jokes and therefore
learn how to do it.

Source:

Title: Happy English

Author(s): V. Kuzovlev, Lapa, Peregydova
Publisher: Prosveshschenye

Country: Russian Federation

Language: English
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Example 14:
Culturally-bound symbol systems

Coloursnot only denote avisual concept but are part of asymbol system that have certain
connotationsand valueswhich vary from cultureto culture. They can therefore be usefully
applied to encourage reflection and discussion on difference. Theinformation given helps
studentsto question the meanings of symbolsthey arefamiliar with, and to learn to accept
that other cultures not only perceive, but also represent the world differently.

Sources:

Title: Pathway to English

Author(s): E. Comisel, R. Popovici (project managers) et al.
Publisher: Oxford University Press

Country: Romania

Language: English
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Example 15:
Kinship systems and appropriate forms of language

Thefamily treeisagraphical representation used to introduce information about appropriate
forms of language use in Maltese in the area of family relations and of referring and
identifying individuals. Through this exercise students discover new ways of how cultures
view theworld in terms of human relations, and how thisisreflected in the use of thetarget
language. This type of exercise should induce the students to find out more about such
uses of language and to compl ete the cultural picture so that they would be ableto decode
and encode the appropriate forms of language in the target culture.

Source:

Title: MerhbaBik
Author(s): Antoinette Camilleri
Publisher: Colour Image
Country: Malta

Language: Maltese
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Example 16:
Cultural conventions

Students are often surprised by how common, everyday aspects of their own culture,
which they may take for granted, take a different form of expression in other languages.
L etter envelopes provide agood example of thistype of difference. For example, an envelope
addressed in Russian will begin with the city and end with the name, whereasin English
the order is reversed. Being confronted with this type of information will help students
become aware of certain basic differences and will also teach them elements of socio-
cultural competence concerning how people are addressed.

Source:

Title English1V,V

Author(s): OlgaAfanasyeva, Irene Vereschagina
Publisher: Prosveshschenye

Country: Russian Federation

Language: English
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Category 3: attitude (savoir-étre)

Learning a foreign language is often seen as an automatic path to developing a better
understanding and tolerance of others. As argued in the introductory article, this is not
necessarily the case. Contrary to what might be expected, learners of foreign languages
often develop simplified and stereotyped views of the target culture. Textbooks can
challenge simplifications that students develop in their attempt to cope with the foreign
culture. As some of the following examples show, this can be done by presenting texts
with stereotyped attitudes held by people of both target and native cultures. In this way
the simplifications become conscious and can be made topics of discussion. In addition,
attitudes can be challenged by asking learnersto perform taskswherethey havetointeract
with theforeign culture, for instance by identifying with itsmembers. Being made aware of
equivalent stereotyped attitudes held by members of thetarget culture can assist aprocess
of getting beyond simplification and developing cultural awareness.
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Example 17:
Stereotypes

In this example learners are asked to examine an authentic text from a schoolbook for
English children, which presents a stereotyped view of their own country. The text and
tasks should enabl e them to become aware of the outsider’s simplified views of their own
culture. In this way they can better understand the unpleasantness of being presented in
a stereotyped manner, which might challenge their own simplifications of the foreign
culture. Through tasks where they are asked to present aspects of their own country, they
become better equipped to present their native culture to users of the target language.

Source:

Title: Point of View
Author(s): Tormod Smedstad
Publisher: Det Norske Samlaget
Country: Norway

Language: English
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Example 18:
Stereotypes

This example presents stereotypes as a point of departure and helps students become
awareof theforeigners' expectationsof how they themselves behave. Inthe tasks presented
here students have to compare their culture with the other culture, use different materials
and symbol systems (exercise 2.1a) to compare and contrast the two cultures and to
completethe cultural picture. Theinsightsgained from focusing on aspects of the students’
own culture can then be used as a springboard for students to explore British culture.

Source:

Title: Happy English

Author(s): V. Kuzovlev, Lapa, Peregydova
Publisher: Prosveshschenye

Country: Russian Federation

Language: English
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Example 19:
Stereotypes

Through a listening text the students learn how little young people in the target culture
know about them and their country. They are presented with stereotypes of their own
culture seen fromtheoutside. Learnersrarely reflect onthefact that foreignersknow little
about them. Secondly they are faced with their own stereotyped views and limited
knowledge of the target culture. In this way they can compare stereotypes and thus
become aware of their own. Next they are faced with stereotyped viewsheld by foreigners
livingintheir own country, asecond language setting, some of which are hard to understand.
Having to try to work out reasons for such stereotyped views gives them a chance to
develop a critical view of their own culture. It also enables them to understand how
stereotypesdevel op and to face their own simplificationsin coping with theforeign culture.

Source:

Title: Search

Author(s): Anne-Brit Fenner, Geir Nordal -Pedersen
Publisher: Gyldendal Norsk Forlag, Odo

Country: Norway

Language: English
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Example 20:
Empathy

This example helps studentsto imagine what it islike not only to live in aforeign culture
but also to live in time of war. It helps them understand and explain how war affects
peoples’ lives and how it changes their outlook on life. The questions are designed to
encourage empathy, an essential aspect of cultural awareness. The historical perspective
provided by this extract is aso an important aspect of cultural awareness since eventsin
a country often need to be understood in the context of historical developments.

Source:

Title: English acrossthe Curriculum Series
Author(s): Stuart Simpson, Irmtraud Kuchl
Publisher: Osterreichischer Bundesverlag
Country: Austria

Language: English
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Example 21:
Examining attitudes to otherness

This exercise approaches the question of differencesin general at avariety of levelsand
requires students to examine their own attitudes to otherness. It uses the format of aquiz
or questionnaire, which students are probably already used to from reading youth
magazines, so it begins within the students' own world. Since it focuses not only on
“cultural otherness’ but on other possible sources of conflict, it will serve as a good
starting point for a wider discussion of how tolerant students are towards any kind of
difference.

Sources:

Title: Pathway to English

Author(s): E. Comisel, R. Popovici (project managers) et al.
Publisher: Oxford University Press

Country: Romania

Language: English
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In 1994, upon the initiative of Austria and the
Netherlands, with special support from France, eight
states founded the European Centre for Modern
Languages (ECML) as an enlarged Partial Agreement of
the Council of Europe. It was to become “a forum

in which educational policymakers can meet up with
specialists in language teaching methodology to discuss
and seek solutions to the specific tasks and challenges
that face them in the coming years and which will play
a decisive role in the process of European integration”.
At the time of writing, twenty-eight states subscribe to
the Partial Agreement.

The aim of the Graz Centre has been to offer —
generally through international workshops or seminars
and colloquies — a platform and a meeting place for
officials responsible for language policy, specialists in
didactics, teacher trainers, textbook authors and other
multipliers in the area of modern languages.

Following a successful initial trial period (1995-1998)
the continuation of the activities of the Centre was
confirmed by Resolution (98) 11 of the Committee of
Ministers.

Approaches to Materials Design in European Textbooks:
Implementing Principles of Authenticity, Learner
Autonomy, Cultural Awareness is the third in a series

of six studies which represent the work carried out

at European Centre for Modern Languages during its
initial phase. The publications are largely the result of
research networks established during workshops in Graz
and as such are indicative of both the active emphasis
placed on follow-up by the Centre and the dedication
of the former participants and co-ordinators of the
seminars and workshops. The aim of the series is to
highlight the results already achieved and provide a
point of departure for the future work of the ECML.

ISBN 92-871-4187-8
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