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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.
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IntroductionIntroductionIntroductionIntroductionIntroduction

David Newby

BackgroundBackgroundBackgroundBackgroundBackground

This publication is the result of a workshop which was held in St. Petersburg in September
1997 under the joint auspices of the European Centre for Modern Languages, Graz and the
International Centre for Educational Innovation of the Herzen State Pedagogical University,
St Petersburg. This workshop, which bore the title ‘Establishing Principles and 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 contexts in which authors had developed their materials, participants
were able to draw on a wide variety of experience and insights. Moreover, the fact that
authors had written materials for seven different foreign languages served to broaden the
range of linguistic and cultural perspectives.

The focus 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 areas to
which the Graz Centre should give particular emphasis: authenticity, learner autonomy
and cultural awareness. The specific aims of the workshop were:

1) To draw up a preliminary list of principles or guidelines for publishers and authors
concerning how the Centre's declared aim of placing emphasis on learner autonomy,
interculturality and authenticity might be implemented 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
general.

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
axis:

 ! 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 materials; comprehensive lists of principles pertaining
to cultural awareness and learner autonomy were drawn up in group work sessions.

! practical examples of how these principles could be put into practice in 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 a wider 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 was to consider further ways
of implementing principles of cultural awareness in textbooks. This group, under the
coordination of Stuart Simpson and Ewa Kolodziejska, provided additional materials and
in April 1998 met in Budapest to discuss theoretical aspects of cultural awareness. A
network group on learner autonomy was also proposed, but since this did not materialise,
work was carried out in this area by Anne-Brit Fenner and David Newby. The results of the
St Petersburg workshop and the following developmental work provide the contents of
this book.

Aims and contentAims and contentAims and contentAims and contentAims and content

The aims of this publication are twofold: firstly, to present some of the principal theoretical
issues underlying the topics in question; secondly, to illustrate how authors attempt to
implement aspects of these theories in 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 provide a mirror of the many different ways in which authors from diverse cultural
and linguistic backgrounds approach these topics. An indication of the cultural diversity
will be seen from the fact that we have included materials from the following 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. As far as the first is
concerned, authenticity and school textbooks may seem, at first sight, to represent two
totally incompatible terms. In the past, textbooks have sometimes been seen as the epitome
of an artificial pedagogical world, remote from the functional, affective and linguistic needs
of learners. It is a reflection 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 communicative teaching, many textbooks took
on a general air of what might be termed ‘simulated authenticity’, but the fact that they still
remained textbooks seemed to lead to some kind of identity crisis in this area. In his
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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 a textbook at all represents a fundamental contradiction to the basic idea of autonomy
since, by its very nature, it imposes choices on the learner. Whilst giving her full weight to
the philosophy of learner autonomy, Anne-Brit Fenner puts forward the view that textbooks
can play an important role in 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’.

As discussions both in St Petersburg and subsequently in the network group showed, the
task of developing genuine cultural awareness is a daunting one, especially 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 culture in terms of an external block of knowledge, which the
student is informed about, to seeing it as examples of attitudes, value systems, expectations
etc. – both of one's own culture and of others – which the learners will gradually become
aware of. 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 ways they are closely related. Common to all of them is the
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. Learners 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 a large 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 value 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 awareness is a crucial concept in these areas, 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, which is relevant to all sections and provides a bridge between them.
These ideas were first put forward at an ECML workshop in Malta (Workshop 5/98).

This book is to be seen as the pooling of a wide range of resources and underlying beliefs
about language learning. As stated earlier, it does not aim to prescribe ideas, 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 the topics of discussion, materials developers and teacher trainers
will clarify and expand their own ideas.

StructureStructureStructureStructureStructure

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 article which outlines some of the main theoretical issues connected
with the topic and also 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 a list 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. Finally, 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 materials from all seven languages. Except on one occasion,
no translation is provided. It is hoped that readers who do not have a knowledge of the
language in question will find the accompanying commentary sufficiently illuminating to
understand the extract.
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The development of cognitive processesThe development of cognitive processesThe development of cognitive processesThe development of cognitive processesThe development of cognitive processes

Antoinette Camilleri

Underlying all three categories in this publication is the aim to develop the cognitive
processes of individual students which they employ when engaging with language, culture
and their own learning. These cognitive process, which are employed to deal with new
information, can be seen as providing a bridge to awareness in general. Their relevance to
the three topics under discussion can be summed up as follows:

! authenticity – if we take a psychological view of this topic, in designing exercises
we take into account the cognitive processes that all human beings employ in real
life when using language and processing information.

! learner autonomy – one of our aims is to help 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; this in turn requires the application of a range of cognitive strategies to
deal with this new information.

Cognitive processes and strategies take a variety of forms, some of which are listed below.

! Comparing – forms of linguistic expression, behaviour etc. Drawing analogies is
an important process both with regard to language learning and to culture. Students
will first of all activate their prior knowledge of a particular form of behaviour such
as manners, values, linguistic expression; and then reflect upon, and discuss, the
relation between the two (or more) different realities.

! Contrasting – forms of expression, behaviour etc. By contrasting forms of language
and behaviour students will be able to gain insights into different ways of expressing
ideas and different styles and attitudes that are distant and extraneous to them.
With language, this helps to give a clear focus to different meanings and forms; as
far as cultural awareness is 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 questions and tasks. These discovery processes may relate to systemic
features of language or to exploring aspects of culture. Examples and exercises in
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textbooks often provide students with 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.

! Completing the linguistic and cultural picture. As human beings we have a natural
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 says what, 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.

! Accepting that other people do/feel/express things differently. First of all students
need to learn to accept the fact that different people do/feel things differently, and
that their reactions are often shaped by the culture they operate in. As a result of
cultural awareness, students are then expected also to learn how to do things
differently.  Cultural awareness is not only about decoding but also about encoding
the same message in a different way as required in the target culture.

! Being creative. All language use can be seen as an act of creation. Even in an area
such as grammar, textbooks need to recognise this fact 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 students to make use of a variety
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 students in using techniques and in enlisting help for coping
with demands of situations which 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 a few 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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AuthenticityAuthenticityAuthenticityAuthenticityAuthenticity

David Newby

At first sight the issue of authenticity is deceptively simple, especially if we reduce our
interpretation of the term to a superficial polarisation between the apparently artificial
world of the traditional classroom and the real, 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 a tenuous relation
to actual language use. This image 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 be the aim of the teacher and textbook to take steps
to bring as much ‘reality’ as possible into the classroom, as indicated in figure 1.

Figure 1. The apparent goal of authenticity

In recent years various approaches to FL learning and teaching have caused increasing
emphasis to be placed on what might loosely be termed authenticity, both of learning and
of use. In learning, different types of ‘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 provide learners with examples of authentic language but to replicate real-world contexts,
functions and needs in the classroom by means of activities such as role play and simulation.

Without wanting in any way to deny the importance underlying principles of communicative
teaching, I feel, however, that if it is our aim as textbook writers and teachers to 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 prominence in our materials.

In order to take this differentiated view, we need to ask three questions:

1) What is authenticity and what different types exist?

2) Why might authenticity be, or not be, a desirable goal in textbooks?

3) What kinds of 'worlds' should be reflected in a textbook?

AIMAIMAIMAIMAIM
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1.1.1.1.1. What is authenticity and what different types exist?What is authenticity and what different types exist?What is authenticity and what different types exist?What is authenticity and what different types exist?What is authenticity and what different types exist?

I 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 a) and b)

a. Authenticity of texta. Authenticity of texta. Authenticity of texta. Authenticity of texta. Authenticity of text

This is the type which tends to figure most in discussions of authenticity among textbook
authors. This issue concerns the extent to which texts should be what Widdowson (1978:
80) calls ‘genuine instances of language use’. These texts include those used for developing
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 a textbook writer. However, simply
to brand all other texts as non-authentic masks a host of important issues which confront
the textbook author. I 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
a genuine text infringes on its authenticity, yet it could be countered that there is no such
thing as a totally genuine text in a school textbook since the mere act of transplanting it
into a pedagogical setting immediately deprives it of certain contextual features which may
well be part of its overall message.

With simulated texts, the essential issue under discussion is the degree to which texts give
the impression of being genuine: what might be termed ‘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: letters, advertisements, announcements, dialogues, to name but a few. In many
cases they may be unrecognisable from genuine texts. The degree of genuineness is a
particularly thorny question with regard to the use of dialogues in textbooks, which many
authors use to provide a focus on grammar, vocabulary, speech functions etc. or to provide
models of spoken language. Particularly in older pre-communicative 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 a reaction to
this, some textbooks authors avoid the use of  simulated dialogues altogether. If, however,
dialogues are to be used for this purpose, there are various ways to make texts seem to
resemble genuine examples of spoken language. One way in which authors can do this is
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
the foreign language in class. For the textbook writer it will have a considerable influence on
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, in which roles,
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
achieve a particular aim. In many classrooms this type of oral activity has largely 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 writers have for several years taken into account psycholinguistic processes
when setting exercises and activities is the skill of reading. This can be seen in the expansion
of and shift in emphasis in the type of comprehension activities that can be found in
modern textbooks: for example, the traditional exercise type of  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 a text 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 we would of course reject all grammar exercises out 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 words for numbers, from those which require learners
to use grammar to express ideas and create meaningful messages. Amongst the former
pedagogical mathematics variety, I would include the type of transformation exercise which
requires students to change active into passive forms; direct into indirect speech etc.
Amongst the latter ‘communicative’ type might be certain grammar-based games or open-
ended, situation-linked grammar activities which have a strong meaning focus and which
require students to use grammar to express their 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. Personal authenticity, however, concerns
the learner and whilst decisions made by the textbook writer can have an indirect influence,
the degree of personal authenticity will ultimately be determined by the learner and, to
some extent, by the teacher.

It is the claim of some educationalists that just as motivation is not a quality that can be
imposed from outside but develops within the learner, so authenticity should also be seen
through the eyes of the learner. According to this view, authenticity is not a property 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
materials and with language. Seen in this light, we should not talk of ‘authentic materials’
but of authentication on the part of the learner, which van Els (1996: 127) describes as ‘a
commitment to understanding and to purpose, and transparency in interaction’. In other
words, ultimately it is the students themselves who will set their own criteria for 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 figures in another section of this book. For the textbook writer the implication of this
is that we can make our contribution by bringing in the type of authenticity outlined in the
first two sections and thus perhaps set up certain conditions of authenticity, but whether
the activities we propose are given the stamp of authentication depends on their uptake in
the respective classroom.

The relation and interdependence of these different types of authenticity might be illustrated
by considering the example of role play activities. The textbook may provide genuine texts
on a particular topic to serve as input to an activity (authenticity of text), it may provide a
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 categories we are able to 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 focus more strongly on personal authenticity, that is learner authentication, in extreme
cases to the exclusion of the other categories.

Whilst I agree that at the core of any discussion of authenticity should be the student for
whom the materials are designed, I do not agree with the view that personal authenticity
can be the sole criterion. The reason why I consider all three types to be important is based
on the general learner-related concept of  ‘awareness’, which I would subdivide as follows:

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 texts in which
language is used in real-life communication and expect their own learning to provide
them with a link 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 seems to me that if a textbook 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.

Figure 2: an integrated view of authenticity
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2.2.2.2.2. Why might authenticity be or not be a desirable goal in textbooks?Why might authenticity be or not be a desirable goal in textbooks?Why might authenticity be or not be a desirable goal in textbooks?Why might authenticity be or not be a desirable goal in textbooks?Why might authenticity be or not be a desirable goal 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 possible into the supposedly artificial classroom. It
is important to realise, however, that the classroom is not the outside world. It is a 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 a goal.

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

b) the classroom world scenario
Just as fairy stories represent a kind of reality for young children, so the classroom
world is very much a real 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 this reason, it is
legitimate to talk of a ‘classroom world’ scenario, which may be no less real for the
student than the outside world as long as it is ‘authenticated’.

c) pedagogical intervention scenario
The need to accelerate or facilitate learning – for example, by the use of grammar or
vocabulary exercises – might conflict with authenticity but might also override it
on certain occasions. This does not, however, mean that in this case authenticity
should be abandoned: criteria of process and personal authenticity will still apply.

3.3.3.3.3. What kinds of ‘worlds’ should be reflected in a textbook?What kinds of ‘worlds’ should be reflected in a textbook?What kinds of ‘worlds’ should be reflected in a textbook?What kinds of ‘worlds’ should be reflected in a textbook?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 environments which comprise their 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 a framework of contexts which will 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
topics that are included in the textbook and the varieties of language to which students
are exposed in texts and which is given focus in model dialogues and example sentences.
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TTTTTopicsopicsopicsopicsopics

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' shelves and 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 is likely that students would object to their own sub-culture world
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 goals of  learning a foreign language, schools also have educational goals such
as developing 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 topics of social or political interest on the grounds that they are not part of the
students’ world. One the other hand, textbooks are well-known for their tendency to focus
on topics remote from the needs and interests of students which have a strongly 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.

VVVVVarieties of languagearieties of languagearieties of languagearieties of languagearieties 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, this was the kind of standard or R.P. English described
by Daniel Jones and in terms of style it might be described as ‘neutral to formal’. However
convenient it may have been for language teachers to teach one variety only, the focus on
a single variety not only had rather negative cultural implications but was poor preparation
for learners who might later have contact with a range 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 students is concerned, textbooks are tending to correct the imbalance of earlier
generations by showing a greater flexibility to varieties of register. In particular, informal
colloquial English has now been granted its rightful status as equal, but different to, more
formal written English. A strong focus both on register differences arising from varying
contexts and on dialect varieties is 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 already be well familiar from pop songs
and films. Clearly, a certain amount of laundering of language will be necessary in a
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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.

ConclusionConclusionConclusionConclusionConclusion

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 me is that we do not lose sight of the fact that the learner of a language is also
the user of real language, who as a consequence brings knowledge, skills and cognitive
strategies into the classroom. By making use of different aspects of authenticity, as described
above, we can feed into the linguistic, cognitive and social processes employed by the
learner. If we disregard authenticity, then we are likely to build barriers across them.
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Authenticity in practice: Examples and commentsAuthenticity in practice: Examples and commentsAuthenticity in practice: Examples and commentsAuthenticity in practice: Examples and commentsAuthenticity in practice: Examples and comments

In this section we shall provide some examples from the materials presented at St. Petersburg
which show how authors have attempted to integrate some general principles of authenticity
into their materials. They will be commented under the following headings, which were
explained in the introductory article:

! Authenticity of text

! Pragmatic authenticity

! Personal authenticity

! Varieties of language

Authenticity of textAuthenticity of textAuthenticity of textAuthenticity of textAuthenticity 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, realia etc. as well. That is
to say, anything that the student reads, sees or hears in the textbook.

In the introductory article I 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 a school textbook. As we shall see from the following
examples, this distinction proves not to be clear cut and also there might be varying criteria
in favour of one or the other category. What seems crucial is that students themselves feel
that texts are genuine (face genuineness) and are willing to ‘authenticate’ them.
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Graphic authenticity and realiaGraphic authenticity and realiaGraphic authenticity and realiaGraphic authenticity and realiaGraphic authenticity and realia

Example 1:Example 1:Example 1:Example 1:Example 1:

PhotosPhotosPhotosPhotosPhotos

Photographs of speakers of the target language not only help to personalise a dialogue or
other language extract but also photos show various cultural aspects such as clothes,
hairstyles etc. and the physical milieu of the speakers. Photos such as this, taken specifically
for the textbook in ‘photo album’ style, help to establish a link 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:Example 2:Example 2:Example 2:Example 2:

Comics, cartoonsComics, cartoonsComics, cartoonsComics, cartoonsComics, cartoons

For many children, comics are one of the most frequently read text types. Comics and
cartoons have the advantage for beginners learning a foreign language that the language
is economical but strong in meaning content and communicative value and meanings are
supported by visual information. In addition, they represent one of the few text types in
which informal spoken language can be found in written form. For this reason, they may be
regarded as a more 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 Iutgevers, Spruyt, Van Mantgem & De Does bv
Country: Netherlands
Language: French
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Example 3:Example 3:Example 3:Example 3:Example 3:

Realia: Greeting cardsRealia: Greeting cardsRealia: Greeting cardsRealia: Greeting cardsRealia: 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 differences in
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:Examples 4:Examples 4:Examples 4:Examples 4:

TTTTTourist Realia: ourist Realia: ourist Realia: ourist Realia: ourist Realia: TTTTTickets and mapsickets and mapsickets and mapsickets and mapsickets and maps

The role of tourist is one that many learners are likely to play at some point in their lives, so
tourist realia are a good means of bringing authentic situations into the classroom. Making
sense of maps – like the one of the Moscow metro system shown here – and buying tickets
for travel and museums are essential skills that most tourists require. These realia therefore
provide a bridge to pragmatic authenticity since they lead quite naturally to a variety of
simple role play tasks.

Source:
Title: Dobroje utro
Author(s): Wladyslaw Figarski
Publisher: Wydawnictwa Szkolne i Pedagogiczne
Country: Poland
Language: Russian
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Examples 5:Examples 5:Examples 5:Examples 5:Examples 5:

TTTTTourist Realia: Souvenirs and informationourist Realia: Souvenirs and informationourist Realia: Souvenirs and informationourist Realia: Souvenirs and informationourist Realia: Souvenirs and information

For tourist information to be ‘authenticated’ by students, in the sense it was defined in the
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, as is obviously the case with
this information on Disneyland, but students should be able to contribute their own
knowledge, feelings, imagination etc. when confronted with this material. In this extract, 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 English in Grade 6
Author(s): Mija Jagatiæ
Publisher: Školska Knjiga
Country: Croatia
Language: English
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WWWWWritten ritten ritten ritten ritten TTTTTextsextsextsextsexts

It seems to be the case that texts fall into three categories: genuine texts, defined in the
introductory article as those which were written for a non-pedagogical purpose; simulated
texts, which are specially constructed for a textbook, but both in layout and language
content give the impression 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
is providing a direct link to the texts and contexts they will experience, should they visit the
country or countries where the target language is spoken, and building their confidence
since they 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 original
context to a textbook, they may lose certain important contextual aspect. This is particularly
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.

As far as specially constructed pedagogical texts are concerned, in traditional textbooks
these were often seen as the very epitome of a lack of authenticity. Often they had a very
manipulated feel to them with their simplified vocabulary and grammar structures that were
artificially built in for the purpose of exploitation. However, this does not need to be the
case.

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

Genuine newspaper textsGenuine newspaper textsGenuine newspaper textsGenuine newspaper textsGenuine newspaper texts

Whilst the use of newspaper texts may bring various advantages referred to above, there
are often also certain problems, particularly concerning the level of difficulty. One way of
reducing this problem is to use short, but genuine extracts from newspapers, as in this
example. The use of original photos helps to increase the feeling of authenticity and may
add important contextual information. It is interesting that this particular example uses not
only texts from the target language but also an extract from a local newspaper in the mother
tongue  on the same topic. This helps to bridge the contextual gulf that sometimes arises
when students are suddenly confronted with a text from a foreign newspaper with which
they are not familiar.

Source:
Title: Un tour du monde francophone
Publisher: Lehrmittelverlag des Kantons Zürich
Author(s): Benjamin Gassmann
Country: Switzerland
Language: French

 (The original pictures from the textbook have not been included for reasons of copyright)
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Le Québec choisit son destin
Depuis des semaines, les journaux parlent du référendum sur l’indépendance de
Québec. Bruno se souvient qu’en SuisseSuisseSuisseSuisseSuisse aussi, il n’y a pas longtemps, il y a eu le
mouvement séparatiste des Bernois francophones qui a conduit à la création d’un
nouveau canton, le JuraJuraJuraJuraJura.
Encore une fois, c’est la langue que est un
facteur de séparation. Les gens supportent
mal qu’on leur impose une languelanguelanguelanguelangue.
Des milliers de gens manifestent dans la rue.
Partout on voit le drapeau bleu et blanc
québécois, avec la fleur de lysfleur de lysfleur de lysfleur de lysfleur de lys, emblème des
rois de France.
Avant le référendum, aujourd’hui, sur
l’indépendance éventuelle du Québec, les
derniers sondages continuaient de prédire une courte victoire des séparatistes.
Mais les partisans du maintien de la «Belle Province» dans la Fédération
canadienne ne se laissent pas décourager. A Montréal, une foule énorme a défilé
derrière le drapeau canadien pour réclamer le «non» au référendum.

Figaro, 30 octobre 1995

Fait divers

Elisabeth II piégée
Un animateur d’une radio de Montréal qui s’est fait passer pour le premier ministre
canadien, Jean Chrétien, a réussi à joindre au téléphone la reine Elisabeth II
d’Angleterre et à engager avec elle une conversation sur le délicat sujet de
l’indépendance du Québec. Il a demandé à la reine si elle ne pourrait pas, par un
discours, venir au secours des partisans de l’unité du Canada. «Il semble que le
référendum pourrait aller dans le mauvais sens», a convenu Elisabeth II avant
d’ajouter: «Si je pouvais faire quelque chose, j’en serais ravie.»
(Reuter)

" Erzählt einander diese Geschichte auf Schweizerdeutsch!

Quebec bleibt vorläufig bei Kanada.
Mit ganz knapper Mehrheit hat sich Quebec gegen die Sezession von Kanada aus-
gesprochen. Die verschärfte sprachliche Polarisierung in der Provinz selbst – 60
Prozent der Frankophonen stimmten für die Separation – macht die Fortsetzung des
Kampfes unvermeidlich.

NZZ, 31. Oktober 1995

68   Un tour du monde francophone / Au Canada
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Example 7:Example 7:Example 7:Example 7:Example 7:

Genuine literary texts (poems, stories etc)Genuine literary texts (poems, stories etc)Genuine literary texts (poems, stories etc)Genuine literary texts (poems, stories etc)Genuine literary texts (poems, stories etc)

Despite the functional orientation many modern textbooks have taken in recent years,
literary texts do, of course, have an important role to play. Having access to and engaging
with literature is important not only for educational and development reasons (see section
on cultural awareness), but poems and stories can be regarded as authentic texts since
they represent a text type that children commonly read outside the classroom. Very simple
poems such as that shown below can be seen as a first 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 is to say how the students engage with texts and
the form of activities suggested by the textbook.

Source:
Title: Speak English in Grade 6
Author(s): Mija Jagatiæ
Publisher: Školska Knjiga
Country: Croatia
Language: English
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Example 8:Example 8:Example 8:Example 8:Example 8:

Specially written textsSpecially written textsSpecially written textsSpecially written textsSpecially 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, it is
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 represents an authentic
text type, both receptive and productive, and is not as distant from the students’ own
experience as factual texts taken from newspapers. The degree of personalization is increased
by photographs.

Source:
Title: Search
Author(s): Anne-Brit Fenner, Geir Nordal-Pedersen
Publisher: Gyldendal Norsk Forlag, Oslo
Country: Norway
Language: English
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Example 9:Example 9:Example 9:Example 9:Example 9:

Specially recorded dialoguesSpecially recorded dialoguesSpecially recorded dialoguesSpecially recorded dialoguesSpecially recorded dialogues

Even in a language such as Latin it 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 aspects relating to the classical
period but includes personal questions about the interviewee and reference to Finland,
the home country of the students.

Source:
Title: Via Nova
Author(s): Sisko Penttilä
Publisher: Werner Söderström OY
Country: Finland
Language: Latin
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Pragmatic and personal authenticityPragmatic and personal authenticityPragmatic and personal authenticityPragmatic and personal authenticityPragmatic and personal authenticity

Activities which 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, students might be required not only to read a text – an advertisement,
letter etc. – but to write an appropriate reply. Interestingly, very few of the authors in St
Petersburg saw authenticity in terms of the pragmatic type, although 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 others referred to, since it is not one that lies in 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
exercises in such a flexible way that students are given room to make their own interpretation
of information and texts.

Pragmatic and personal authenticity are linked by the fact that the authenticity does not 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:Example 10:Example 10:Example 10:Example 10:

Authentic tasks: role playAuthentic tasks: role playAuthentic tasks: role playAuthentic tasks: role playAuthentic tasks: role play

The aim of many textbooks to develop the students’ communicative competence in order
to perform situation-based tasks appropriately is reflected in the type of role play task
found here. Students are ‘rehearsing’ a situation they are likely to find themselves in in real
life  when visiting a foreign county. Since they are already familiar with the ‘script’ of
carrying out this task in their first language, they are able to use this information 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. Gvardjanèiè, D. Marguc, J. Skela
Publisher: Zalozba Obzorja Maribor
Country: Slovenia
Language: English
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Example 1Example 1Example 1Example 1Example 11:1:1:1:1:

Authentic tasks: dramaAuthentic tasks: dramaAuthentic tasks: dramaAuthentic tasks: dramaAuthentic tasks: drama

Two authentic public notices provide a stimulus and context to the following role play
activity. This particular role play goes very much in the direction of drama, since it is to be
performed by pupils before the class and since it does not focus on roles that students are
likely to play in real life. As with many drama and simulation activities, it will need to be
‘authenticated’ by the pupils - that is seen by the pupils themselves as a valid 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: Gyldendal Norsk Forlag, Oslo
Country: Norway
Language: English
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Example 12:Example 12:Example 12:Example 12:Example 12:

Students’ own worldStudents’ own worldStudents’ own worldStudents’ own worldStudents’ own world

This extract is taken from a book which is a very special kind of ‘Language for Specific
Purposes’ course. The very specific purpose in this case is to learn about the city of St.
Petersburg, which is the home for users of this textbook. As with any LSP book or content-
based teaching, the aim is not only to learn a language but also to acquire information on
a specific topic, which students may need, for example as tourist guides. Moreover, students
are able to 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): Natalya Kazanskaya and Galina Apshtein
Publisher: Triada
Country: Russian Federation
Language: English



57



58



59



60

Example 13:Example 13:Example 13:Example 13:Example 13:

Authentic processing of languageAuthentic processing of languageAuthentic processing of languageAuthentic processing of languageAuthentic processing of language

Any language use is an act of personal creation and an important aspect of communication
is the ability to encode one’s own ideas into meaningful form. Particularly in the area of
grammar, many textbooks ignore this fact and in the exercises that are given learners are
reduced to the role 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 a type of personal authenticity since grammar becomes part of an ‘act of
personal creation’.

Source:
Title: Grammar for Communication: Exercises and Creative Activities
Author(s): David Newby
Publisher: Österreichischer Bundesverlag
Country: Austria
Language: English
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VVVVVarieties of languagearieties of languagearieties of languagearieties of languagearieties of language

One important 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 language is used,
on who is using the language and on what purpose language is being used for, it can take
on a large 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: to include 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
example, between British and American Englishes. In practice, this requires us on the one
hand to include in our textbooks samples of language which have been produced by a
wide range of individuals of different ages and backgrounds and from different geographical
regions and on the other, to provide exercises which focus on these varieties, where this is
considered appropriate.
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Example 14:Example 14:Example 14:Example 14:Example 14:

TTTTText type: ext type: ext type: ext type: ext type: AdvertisementsAdvertisementsAdvertisementsAdvertisementsAdvertisements

It is important that students are confronted with different text types not only because the
language in them differs in various ways but because different reading strategies may be
required to process them. For example, advertisements tend to be very economical in their
use of language but at the same time contain very dense information. This in turn requires
special reading strategies on the part of the student – e.g. scanning for specific information
– which can be developed in the framework of providing specific reading activities. In
addition, since this type of reading is usually very much ‘information-oriented’, in contrast
to the ‘interpretational’ reading required by many texts, it lends itself to various follow-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: Österreichischer Bundesverlag
Country: Austria
Language: English
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Example 15:Example 15:Example 15:Example 15:Example 15:

TTTTText type: Personal lettersext type: Personal lettersext type: Personal lettersext type: Personal lettersext 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 letters
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 a reply.

Source:
Title: Raduga
Author(s): Katarina Gogová, Stanislav Jelinék et al
Publisher: Fraus
Country: Slovakia/Czech Republic
Language: Russian
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Example 16:Example 16:Example 16:Example 16:Example 16:

Spoken language of dialoguesSpoken language of dialoguesSpoken language of dialoguesSpoken language of dialoguesSpoken language of dialogues

Simulated dialogues are one of the most difficult areas for authors who strive for
authenticity. Very often the ‘laundering’ or idealization of language which is carried out for
pedagogical purposes produces a degree of artificiality which pupils may 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
Language: German
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Example 17:Example 17:Example 17:Example 17:Example 17:

Age varieties: children’Age varieties: children’Age varieties: children’Age varieties: children’Age varieties: children’s languages languages languages languages language

Many of the texts found in school textbooks have been written by adults who are in some
cases professional writers. Whilst this is also true of many of the texts we read in real life,
it is important 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
text is interesting in that it includes some of the typical errors that 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: Österreichischer Bundesverlag
Country: Austria
Language: English



73



74

Example 18:Example 18:Example 18:Example 18:Example 18:

Register and contextual appropriacyRegister and contextual appropriacyRegister and contextual appropriacyRegister and contextual appropriacyRegister and contextual appropriacy

It is a feature of many modern textbooks that 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 a later 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: Österreichischer Bundesverlag
Country: Austria
Language: English
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Learner autonomyLearner autonomyLearner autonomyLearner autonomyLearner autonomy
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Learner AutonomyLearner AutonomyLearner AutonomyLearner AutonomyLearner 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 language learning is more
of an ‘attitude’ or even a philosophy than a methodology. It is not concerned with one
specific method, but allows for any method which the individual leaner finds beneficial to
his1  learning purposes.

Autonomy and the textbookAutonomy and the textbookAutonomy and the textbookAutonomy and the textbookAutonomy and the textbook

Autonomy is based on the conviction that all learning is individual. As such, the whole
idea of developing autonomy may be difficult to reconcile with the use of a textbook in the
foreign language classroom. Almost all 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 all learners not only use the same learning strategies and encounter similar
problems simultaneously, but that there is a certain progression common to all learners, is
one that is sometimes shared by foreign language textbooks and teachers alike. If, however,
our aim is to promote individual learning and diversification, any attempt to organize the
learning process for all learners in one particular way, may be regarded as an obstacle. The
question therefore arises: can a textbook be used if the learning process varies from one
student to another?

I believe that certain aspects of learner autonomy can be promoted with the textbook as a
useful tool. By adhering to certain principles in the texts and tasks provided, the book can
assist and promote an approach to self-directed learning. Various approaches towards
learner autonomy in the textbook can initiate a necessary change of focus in the classroom
from teaching to learning and from teacher to leaner. I will, however, maintain that these
approaches can only be seen as small steps in the right direction: most of the process must
be directed by the learner himself.

What is learner autonomy?What is learner autonomy?What is learner autonomy?What is learner autonomy?What is learner autonomy?

In attempting to define learner autonomy I will discuss some of the existing definitions of
the term. Holec gives learner autonomy a rather 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 I have chosen to use the masculine pronouns he/ himself/ his to cover both genders.
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responsibility for all the decisions concerning all aspects of this learning,’  (1981: 3). But
what does this mean? Trebbi argues (1996: 290) that ‘taking charge of one’s own learning’
is a tautology as no learning takes place unless the learner is in charge; it is a prerequisite
of learning. As textbook writers and teachers, we can provide good materials and create
good conditions for learning, but  learning itself is impossible without 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 the learning 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 process to make sense of the world 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 is applied by the individual who interprets. We differ 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 processes are individual,
based on the learner’s pre-knowledge and can only be monitored by the learner himself. In
classroom terms this means that each learner will encounter the foreign language and the
material through which he is expected to learn the language in an individual way, which
varies from one learner to the other. It follows that focus has to be on the individual learner
and on his needs in the learning process. What consequences does this have for textbook
authors?

If we return to Holec’s definition of autonomy (1983: 3), he goes on to explain the
‘decisions concerning all aspects of this learning’:

! determining the objectives

! defining the contents and progressions

! selecting methods and techniques to be used

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

! evaluating what has been acquired

This definition of autonomous learning describes a fairly complex process, and one which
does not come naturally to the learner. It has to 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 adults in a child’s learning process. The implication is that the support
can be removed gradually as the child manages to take charge. I 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 a school context: it is a life-long process of constantly developing
awareness.

The learnerThe learnerThe learnerThe learnerThe learner’’’’’s choices choices choices choices choice

The learner’s choice is central to Holec’s definition. He regards it as a necessary means to
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 has insights into his own pre-knowledge and is, therefore, the only person who is
capable of establishing the necessary relationship between what he already knows and
the new material presented to him. This necessitates a shift in the classroom from teaching
to learning, and from teacher to learner.

If we believe that textbooks can play a role in promoting learner autonomy, we need to
examine in what ways. It is easily presumed that it is primarily through working with the
tasks and exercises in the textbook that learning takes place. But when the learner is given
the opportunity to take charge of the learning situation, all 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 his own learning. The tasks can only be regarded as suggestions which the learner
might reject or replace by his own.

In order to provide the learner with choice, a certain scope is required so that he can use
the texts and the tasks which he is given, or which he chooses himself, according to his
own personal interpretation, interests and needs. One consequence is that there must be
room for freedom of choice for the individual or for groups of learners. It is important that
learners are shown ways to explore this freedom and that they understand what freedom of
choice entails. Through a rich 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? I would like to give a few examples of what
I 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

! choice of different levels
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! choice of varying amount (of texts and tasks)

! choice of approach to a text

! choice of tasks

! choice of approach to tasks

! choice of progression

The first three options are equivalent to what Holec refers to as content (1983: 3). Different
types of texts means a variety of written and oral genres. There is no need for all the
learners in a group to concentrate on the same text at the same time. It is also possible to
accommodate a choice of levels in a textbook. If there is a wish for learners of diverse
ability to concentrate on a particular content, it can be the task of the textbook author to
provide for this possibility. Adapted and simplified versions of texts can be placed alongside
the original version, and then it is up to the learner to choose which version he wants to
read. Each learner also has to decide how much he can cope with within a given 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
his own learning, he will realize that he needs or wants to go beyond the textbook to search
for more material. The tasks can also encourage the learner to bring other material into the
classroom.

The same text can be approached in a variety of ways. Tasks which show learners different
approaches to texts will encourage diversification and personalization. Through a choice
of tasks the learner will become aware of different methods and techniques that can further
his language learning.

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 the learner. On the other hand, we have to be aware  that the
student has to learn 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 a way that
he can determine some of his own objectives. This entails being able to choose which texts
and which tasks will suit his purpose, or that the texts and tasks can be used in different
ways for different purposes. Through personal interpretation, negotiation, self-evaluation
and discussion between learners, and between learner and teacher, an individual awareness
of learning can develop. The textbook can initiate and encourage such an awareness-
raising process.

If the learner is to have the opportunity to choose his own approach to a text without the
teacher standing between learner and text in an attempt to interpret and simplify, it is
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important that the text has both quality and potential. There must be certain qualities inherent
in the text that different young learners can use to further their learning. Some learners might
choose to concentrate on a specific linguistic problem; some on learning new words and
expressions; some on analysing the plot of a story, the characters, the point of view, certain
cultural aspects, etc. A constructed textbook text which focuses on a specific linguistic
feature, rarely has the necessary diverse potential for furthering individual learning. Authentic
texts have far greater potential as ‘they have been written for a communicative purpose’ and
as such ‘they are more interesting than texts which have been invented to illustrate the
usage of some feature of the target language’. (Little, Devitt & Singleton 1994: 24) The ‘flat’
text created for the teaching of a foreign language is usually not challenging or interesting
enough to the young learner. It fails to awaken the interest of young learners because it lacks
conflict, or if there is a trivial conflict, it is usually solved by the end of the text and leaves little
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 give the learner a chance to interact with the text, trying to 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/his own knowledge available to
the learners, and is herself/himself at their disposal to assist them in their various learning
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 a text which he finds interesting, or at
least, a way of approaching a specific text which accommodates his needs and interests.
Authentic texts are also essential for discovering language as culture and as models for
the learner to develop his own texts. The tasks in the textbook must encourage the learner
to diagnose his own needs, assist his formulation of purposes, and point out the multiple
possibilities inherent in a text, for enjoyment, analysis and learning.

Learning styles and strategiesLearning styles and strategiesLearning styles and strategiesLearning styles and strategiesLearning styles and strategies

If the learner is to be allowed freedom of choice in order to find material to suit his objectives,
the textbook cannot determine the progression for all learners as one. According to Little
(1991: 7) ‘the learner generates his own purpose for 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 a fairly 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 a variety 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 the learner to choose and add his own suggestions, the learner’s experience
will increase and the scope within which his choices are made will widen. In this way he will
be able to discover his own learning styles and find strategies which will suit his personal
learning process. This is something the learner has to 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 able to employ these according to personal needs or wishes, and will
gradually be able to develop his own.

It is important in self-directed learning that the tasks that are used are open ones, where there
is room for diversity of outcome depending on the individual learner’s interpretation. Trying
out various possibilities is one way of testing personal hypotheses and getting feedback.

Reflection and awarenessReflection and awarenessReflection and awarenessReflection and awarenessReflection 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). Developing awareness does not come naturally to most learners; it is the
result of conscious effort and practice. If the textbook is meant to be a tool which can
assist the process of evolving autonomy, developing language and learning awareness is
part of the process, and must also be encouraged in the textbook.

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

! what the learner 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



84

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 develops both his learning awareness and
his linguistic competence.

Being able to express himself about his own learning in the foreign language has wider
implications than just developing 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 developing thinking.

By advocating the inclusion of such tasks and topics for discussion in the textbook, I do
not intend to exclude the teacher, but merely suggest that such tasks can make the learner
less dependent on the teacher, and slowly make him see ways of becoming a more
independent language learner and user. If the learners are involved in different activities
in the classroom; if they read different texts or approach the same text in different ways,
they will learn different things. Diversification of content, purpose, method, strategy and
reflection guarantee more interesting topics for classroom discussion than is the case in
a traditional 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.

ConclusionConclusionConclusionConclusionConclusion

There is one aspect of learning which is not 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 a foreign language is an interactive, social process. For me, learning a
language is also a dialogical process, where the dialogue can be between the teacher and
the learner or between the learner and the text, but where it is essential also to accommodate
for the learning process as a dialogue between learners.

In order to further learning as a social 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 I mean tasks where the outcome is not defined in advance. The traditional classroom
dialogue is very often one of pretence and illusion, and in reality, a monologue. The type of
exchange in which the teacher asks questions to which he expects a correct answer is an
illusory, not an authentic dialogue. As the teacher already knows the answers, the questions
are a pretence or a ritual, confusing an activity which consists purely of reproduction and
control with one of language production. This is also the case where the learner performs
written tasks requiring a correct answer. I am not rejecting these ritual tasks as useless in
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language learning, merely stating their limitations so that we do not mistake them for being
authentic dialogues. They are what I choose to term monological dialogues. Because they
contain no scope for personal interpretation and language production, they are uninteresting
in an autonomous learning context. The dialogical dialogue with an unpredictable outcome
is the only type of classroom dialogue that will further autonomy.

This is where the real challenge lies. If textbook writers can create tasks and options which
leave room for personal interpretation and scope for autonomy, and where, consequently,
the outcome is 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 principlesLearner autonomy: List of principlesLearner autonomy: List of principlesLearner autonomy: List of principlesLearner autonomy: List of principles

In the course of the St Petersburg workshop participants were invited to draw up in small
groups a list of principles or examples which, 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. Students reflect on learning

Objectives/levels
3. Students are aware of their own short and long-term objectives
4. Students determine their 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 tools for learning – means, materials (dictation, grammar

etc)
17. Students set or choose their own learning tasks
18. Students evaluate their own learning materials
19. Language use across the school curriculum
20. Students bring their own materials into class
21. Students are aware of a variety of approaches
22. Students are aware of the rationale underlying different approaches
23. Students choose (and reject) activity types/texts
24. Students decide on the quantity of activities
25. Students are given every opportunity to make use of their knowledge of the world
26. Personalization in exercises and activities
27. Students develop social aspects of learning by group work etc.
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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 commentsLearner autonomy in practice: examples and commentsLearner autonomy in practice: examples and commentsLearner autonomy in practice: examples and commentsLearner autonomy in practice: examples and comments

In this section we shall provide some examples from the materials 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

! Objectives and levels

! Evaluating learning

! Learning styles and strategies

! Materials & classroom activities

! External resources

! Language awareness
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ReflectionReflectionReflectionReflectionReflection

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 his learning progress, the student has
to be able to reflect on various aspects of learning. This reflection will often be based on
choices made by the learner. A textbook that aims at assisting the learner’s development
towards autonomy should contain a wide scope of choice for the learner. This can be
choice of topics, texts, levels, tasks and strategies. But choice only serves a purpose in the
learning process if it is made the focal point of reflection. Through certain textbook tasks
the learner can develop his ability to reflect on his own choices, his strategies, his learning
materials  and his learning. Qualitative reflection is a prerequisite 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:Example 1:Example 1:Example 1:Example 1:

Students reflect on their choicesStudents reflect on their choicesStudents reflect on their choicesStudents reflect on their choicesStudents reflect on their choices

(Questions to ask yourself)
In this activity students are first asked to reflect on their likes and dislikes. This can be
regarded as an early stage in the process of developing the ability to make qualitative
choices. The next step is a reflection 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 make the learner better equipped to discover his own needs and to
decide on which steps to take to improve his learning.

Source:
Title: Search
Author(s): Anne-Brit Fenner, Geir Nordal-Pedersen
Publisher: Gyldendal Norsk Forlag, Oslo
Country: Norway
Language: English
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Example 2:Example 2:Example 2:Example 2:Example 2:

Students reflect on their learning materialsStudents reflect on their learning materialsStudents reflect on their learning materialsStudents reflect on their learning materialsStudents 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 a textbook 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 recognise that not all materials and exercise types are equally useful for
their own personal learning styles and to select those which they find more useful. This
sample is a questionnaire that 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
to them. It also supplies useful feedback for the textbook authors, as indicated 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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Example 3:Example 3:Example 3:Example 3:Example 3:

Students reflect on their learningStudents reflect on their learningStudents reflect on their learningStudents reflect on their learningStudents reflect on their learning

This task covers a wider scope of reflection than example 1. The student is first asked to
reflect on the knowledge gained on a specific topic. Traditionally this kind of question is
asked by the teacher in order to control and evaluate the student’s learning and knowledge.
In that case the student is easily tricked into believing that he learns for the satisfaction of
the teacher and not for himself. If the textbook asks the student to reflect on the knowledge
gained, it is easier for the learner to understand the real purpose of learning. Next the
learner is asked to reflect on his writing skill and how this can be improved. The task 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, Oslo
Country: Norway
Language: English
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Objectives and levelsObjectives and levelsObjectives and levelsObjectives and levelsObjectives and levels

In a school setting it might be difficult for the learners to determine all the objectives in
relation to their foreign language learning. The syllabus will limit their choices to a certain
extent. Still it is necessary for the autonomous learner to be aware of his or 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 learners determine their own objectives from 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 this is a knowledge of one’s own capacity. In an autonomous setting
it is the learner who has to determine the level he can cope with, as opposed to traditional
classrooms, where the teacher decides what differentiation is required.
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Example 4:Example 4:Example 4:Example 4:Example 4:

Students determine their own levelStudents determine their own levelStudents determine their own levelStudents determine their own levelStudents determine their own level

Many textbooks use a system of ‘internal differentiation’; that is to say, the authors
provide a graded system of texts or exercises, sometimes indicated with symbols. In many
cases it is the teacher who decides which stream, set or individual pupil will do which
particular exercise. In this example, however, it is up to the students themselves to decide
whether to read the simpler of more difficult text. On the one hand, this will enable them 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, Oslo
Country: Norway
Language: English
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Evaluating learningEvaluating learningEvaluating learningEvaluating learningEvaluating learning

Self-evaluation is an essential part of learner autonomy. In order for the learner to become
aware of his own needs, a continuous process of evaluation has to take place. Learning is
seen as developing relationships between what the learner already knows and the new
material he is faced with. His pre-knowledge is a determining factor in further learning. The
autonomous learner will use his existing knowledge and skills as a basis for his next steps
in the learning process. Traditionally, it is the teacher who evaluates the learners and many
students are not used to evaluating their own learning. As it is only the learner himself
who can be fully aware of his own knowledge and how he learns, teacher evaluation is not
sufficient. Through various tasks in the textbook the learner can be encouraged to evaluate
his own learning process. Textbook tasks of this kind often consist of checklists of diverse
aspects of the learning process, content, language use, grammatical issues, skills, cultural
aspects and strategies. In order to assist the learner in developing 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 is important that the textbook also
includes open-ended questions to assist evaluation of learning.
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Example 5:Example 5:Example 5:Example 5:Example 5:

Students assess their own learning progress (ongoingStudents assess their own learning progress (ongoingStudents assess their own learning progress (ongoingStudents assess their own learning progress (ongoingStudents assess their own learning progress (ongoing
checklist)checklist)checklist)checklist)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 this list 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 this type of checklist the learner may become
aware of his own knowledge and shortcomings in the use of the foreign language. It may,
therefore, replace the teacher’s assessment and serve as a starting 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: C’est ça!
Author(s): Elaine Cullen, Isabelle Fortanier, Betty McMahon
Publisher: The Educational Company of Ireland
Country: Ireland
Language: French
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Example 6:Example 6:Example 6:Example 6:Example 6:

Students assess their own learning progressStudents assess their own learning progressStudents assess their own learning progressStudents assess their own learning progressStudents assess their own learning progress
(retrospective checklist)(retrospective checklist)(retrospective checklist)(retrospective checklist)(retrospective checklist)

Here are three examples of checklists which are available to 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, the lists 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: Österreichischer Bundesverlag
Country: Austria
Language: English
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Example 7:Example 7:Example 7:Example 7:Example 7:

Students monitor their own learning (ongoing)Students monitor their own learning (ongoing)Students monitor their own learning (ongoing)Students monitor their own learning (ongoing)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
progress in relation to this aim, thus personalising the task and making the learner become
aware of and reflect on the new knowledge gained. In the following questions the learner
is asked to reflect on his own understanding of a text. The questions are organised in a
‘top down’ approach which can also serve as a way of showing the learner one possible
way of approaching a text. Then the student is asked to reflect on his use 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 thus form the basis for the next steps. In the last question the student is asked
to reflect on remedies for 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: Editions Labor Bruxelles
Country: Belgium
Language: Dutch
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Learning styles and strategiesLearning styles and strategiesLearning styles and strategiesLearning styles and strategiesLearning 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 the textbook will be an important determining factor in the student’s learning process.
The textbook provides the learner with opportunities for learning, but it also limits the
learner’s choice. 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 a variety of learning styles and strategies through
diverse tasks and suggestions of how to approach texts and tasks. In this way the textbook
can become a tool that the learner can use while trying out different types of activities, and
thus he can gradually develop his own styles and strategies.
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Example 8:Example 8:Example 8:Example 8:Example 8:

Students develop their own learning managementStudents develop their own learning managementStudents develop their own learning managementStudents develop their own learning managementStudents develop their own learning management
strategiesstrategiesstrategiesstrategiesstrategies

Students are often told what to learn but not how to learn. In this extract, which is 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: Österreichischer Bundesverlag
Country: Austria
Language: English



113



114

Example 9:Example 9:Example 9:Example 9:Example 9:

Students choose their own learning strategiesStudents choose their own learning strategiesStudents choose their own learning strategiesStudents choose their own learning strategiesStudents choose their own learning strategies

This extract consists of on a set of guidelines on how to work on a specific problem, in this
case spelling. It appears in a teachers’ 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 cope with a ‘case’ and be able to give suggestions for strategies that
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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Materials & classroom activitiesMaterials & classroom activitiesMaterials & classroom activitiesMaterials & classroom activitiesMaterials & classroom activities

It is in the very nature of a textbook that it contains both texts, and other materials, and
activities, exercises and tasks. Materials and classroom activities can be presented in
various ways in order to integrate certain principles of learner autonomy. A move towards
learner autonomy will mean that pupils will take a reflective 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 role in activities by themselves
being seen as a source, rather than a consumer, of materials, knowledge and ideas.
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Example 10:Example 10:Example 10:Example 10:Example 10:

Students choose content of their learning based on theirStudents choose content of their learning based on theirStudents choose content of their learning based on theirStudents choose content of their learning based on theirStudents choose content of their learning based on their
own needs.own needs.own needs.own needs.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 texts on  various aspects of a clash between two cultures, the students are given
a choice of what content they want to explore further. The textbook suggests a variety 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 themselves what they want the link 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
as well as about text genres. This evaluation will make them aware of their own needs when
they plan what to work with next.

Source:
Title: Search
Author(s): Anne-Brit Fenner, Geir Nordal-Pedersen
Publisher: Gyldendal Norsk Forlag, Oslo
Country: Norway
Language: English
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Example 1Example 1Example 1Example 1Example 11:1:1:1:1:

Students produce their own materials for learningStudents produce their own materials for learningStudents produce their own materials for learningStudents produce their own materials for learningStudents produce their own materials for learning

In the past there has been the tendency for teachers and learners to see the textbook as the
source of information, rather than as one resource, which may be supplemented by many
others. In this extract the textbook provides information on certain countries and proposes
an activity in which students collect more information on this topic. Thus the book both
provides a model and encourages the students to take on an active role. 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
materials.

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:Example 12:Example 12:Example 12:Example 12:

Students are given every opportunity to make use of theirStudents are given every opportunity to make use of theirStudents are given every opportunity to make use of theirStudents are given every opportunity to make use of theirStudents are given every opportunity to make use of their
own knowledge of the worldown knowledge of the worldown knowledge of the worldown knowledge of the worldown 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 is first
given which encourages students to activate their own knowledge in this field. Cue words
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: Editions Labor Bruxelles
Country: Belgium
Language: Dutch
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Example 13:Example 13:Example 13:Example 13:Example 13:

Students are given every opportunity to express their ownStudents are given every opportunity to express their ownStudents are given every opportunity to express their ownStudents are given every opportunity to express their ownStudents are given every opportunity to express their own
feelingsfeelingsfeelingsfeelingsfeelings

The term ‘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 able to make their own personal contribution
of ideas, which serves as a basis for their language use. This extract is taken from a set of
‘English across the curriculum’ materials, intended for the teaching of history and social
studies through the medium of English. The overall aim of this section is to 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 others think 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 across the Curriculum Series
Author(s): Stuart Simpson, Irmtraud Kuchl
Publisher: Österreichischer Bundesverlag
Country: Austria
Language: English
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External resourcesExternal resourcesExternal resourcesExternal resourcesExternal resources

Although in many classrooms the textbook takes a central role as a resource of language
input, a source of information and as a means of guiding or structuring learning, it is only
one of many resources. Autonomous learners will be willing to seek other tools of learning
and in this the textbook author can provide support in helping to reduce over-dependence
on the textbook, which may be a feature of some classrooms. In recent years, as access to
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:Example 14:Example 14:Example 14:Example 14:

Learners make use of additional resources for gatheringLearners make use of additional resources for gatheringLearners make use of additional resources for gatheringLearners make use of additional resources for gatheringLearners make use of additional resources for gathering
informationinformationinformationinformationinformation

As with example 11, this activity shows how many textbooks play a role in initiating 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 awarenessLanguage awarenessLanguage awarenessLanguage awarenessLanguage awareness

Most textbooks provide some kind of focus on systemic aspects of language (grammar,
vocabulary, speech functions etc). In more traditional approaches one main way of teaching
grammar is for 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 is the 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. As a result of this view of language learning, it becomes the task of the textbook not
to provide explanations and answers but to structure activities in such a way that students
can explore and make sense of language systems. The following three activities illustrate
different aspects of language awareness.
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Example 15:Example 15:Example 15:Example 15:Example 15:

Students’ attention is focused on formal and functionalStudents’ attention is focused on formal and functionalStudents’ attention is focused on formal and functionalStudents’ attention is focused on formal and functionalStudents’ attention is focused on formal and functional
aspects of languageaspects of languageaspects of languageaspects of languageaspects of language

This extract focuses on discourse aspects – coherence and cohesion – of a text, 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.). The task takes the form of a series of questions so 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 emerges from
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:Example 16:Example 16:Example 16:Example 16:

Students  reflect on/become aware of how they useStudents  reflect on/become aware of how they useStudents  reflect on/become aware of how they useStudents  reflect on/become aware of how they useStudents  reflect on/become aware of how they use
languagelanguagelanguagelanguagelanguage

The aim of this activity is that students reflect on the different reasons underlying the
choice between active and passive voice. This is an oral activity in which students work 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. (see example 15)

Source:
Title: Grammar for Communication: Exercises and Creative Activities
Author(s): David Newby
Publisher: Österreichischer Bundesverlag
Country: Austria
Language: English
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Example 17:Example 17:Example 17:Example 17:Example 17:

Students use discovery approaches to acquire newStudents use discovery approaches to acquire newStudents use discovery approaches to acquire newStudents use discovery approaches to acquire newStudents use discovery approaches to acquire new
languagelanguagelanguagelanguagelanguage

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 – as in traditional  approaches – but to structure the discovery process by
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 are familiar with other uses of this tense. It is important 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 occurs in 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: Österreichischer Bundesverlag
Country: Austria
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Cultural Cultural Cultural Cultural Cultural AAAAAwarenesswarenesswarenesswarenesswareness
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Cultural Cultural Cultural Cultural Cultural AAAAAwarenesswarenesswarenesswarenesswareness

Anne-Brit Fenner

Most educators would agree that cultural awareness is an important aim in foreign language
teaching. There are, however, differing views on what cultural and intercultural awareness
is, and how learners can be encouraged and assisted in moving towards this goal.

In considering cultural awareness in relation to textbooks, I would first like to discuss the
term in a wider educational and methodological context. In this context I 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 a set of skills that might enable the learner to cope in a foreign country, we
are faced with a purely instrumental and utilitarian view of foreign language teaching.

This is 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
make the learner merely reproduce or copy language rather than produce his or 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 a body of knowledge, hoping that it can be transferred to
the learner by the teacher or the textbook, we reinforce what 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 personal 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’, as well
as of the learner’s own culture, the ‘self’.

The former definition of education, ‘instruction’, falls into 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 in terms of a similar type
of relationship, with the foreign culture as object while ‘I, myself’ and ‘my culture’ constitute
the subject. In such a relationship it will always be the aim of the subject to impose its own
cultural values upon the object. Historically and politically, the relationship between colonial
powers and their colonies can be characterized and recognized in this way. In a foreign
language learning context such a view, conscious or unconscious, may result in an attitude
towards the foreign 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 learners within 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. Is it possible for textbook authors to provide material
and tasks which can assist such a process?

What to teach?What to teach?What to teach?What to teach?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 a communicative approach

As far as a) is concerned, traditional textbooks have contained a series of texts, often
created by the authors, about the foreign culture, followed by reproduction exercises with
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’ is in itself quite revealing if we analyse what view of
culture is inherent in this type of teaching. It implies forming the background to something
else, namely language, which is in the ‘foreground’, and, therefore, must be regarded as
more important. This view creates a dividing line between culture and language, seeing
them as separate entities rather than two aspects of the same. However important the facts
in themselves may be, the language in which they are presented, and what the learners are
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 is to give learners an opportunity to develop cultural awareness, neither a) nor
b) is sufficient. Both are important, yet there is something missing. In order to find out
what this is, I believe it is necessary to take a closer look at what we today conceive of as
‘culture’.

Whose culture?Whose culture?Whose culture?Whose culture?Whose culture?

If we look at the term historically, culture was seen purely as the classical 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 people’, or
‘elitist’ culture and ‘common’ culture, ‘common’ here understood as the everyday lives of
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ordinary people. Foreign language teaching in primary and lower secondary education
has in 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 objects from
a distance. 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
express the culture of which we are an integral part. We are influenced by the culture(s) we
are socialized into, and simultaneously we influence that culture. This is a dialectic 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; a similar process constitutes the
encounter with a foreign culture.

Language as cultureLanguage as cultureLanguage as cultureLanguage as cultureLanguage 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 express it, 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 ‘a web of spoken and written texts, a linguistic landscape consisting of an indefinite
number of texts’. (Time 1989) Language is not only communication, but equally important,
it is an expression of culture. It differs from other artefacts of culture in 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 I mean that all aspects of the written or
spoken text must be ‘seen’ and not made invisible, which often happens in the classroom
when one only concentrates on the subject-matter of the text or on specific linguistic
features. The text as a whole, as an entity of form and content, is the 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)Knowledge (savoir)Knowledge (savoir)Knowledge (savoir)Knowledge (savoir)

Cultural awareness is based on knowledge of the foreign culture, but also 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. I have previously stated that culture is more than what is ‘out
there’, it is also how we see what is there. From this it naturally follows that the learner’s
perception of his or her own culture as well 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’ as used by Bourdieu is a
‘set of dispositions which incline agents to act and react in certain ways’. The dispositions
reflect social conditions of the individual’s background and differ from one social class to
another, and even more from one nationality to another. According to Bourdieu the learner’s
habitus will generate practices, perceptions and attitudes which are not consciously co-
ordinated and will thus be a determining factor in acquiring knowledge. ‘Cultural capital’ is
a concept used by Bourdieu to describe the knowledge, skills and 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
increase the individual’s cultural capital, building on what each learner brings into 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. Methodology
has focused more on how to develop communicative skills from what might seem a bare
minimum of cultural facts, and these facts have been mainly concerned with the everyday
lives of representatives of the foreign language community, to a large extent the everyday
lives of young people. In a misunderstood attempt to engage and motivate young learners,
textbook authors have constructed a large number of texts about discotheques and hobbies,
texts without conflict, which many learners find boring. Might it not be that this age group
is more interested in the unknown and exotic than in their own lives and 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 a variety of texts in a variety of genres so that
there might be something for most learners to identify with in one way or another. Paintings,
photographs, music and written texts should, for the reasons I have suggested, to a large
extent be authentic. There is a vast difference between a text relating or describing a
specific phenomenon in the foreign culture, written by a foreign 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
textbooks in order to form the basis for the development of cultural awareness. Any end-
determined list will be reductionist and limiting.1  Still, I 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 a foreign language writer or

1 For a further 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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a native speaker. In addition the reader’s personal interpretation of the text within his or her
own ‘horizon’2  constitutes the outcome of the reading or listening process.

Literature and other authentic textsLiterature and other authentic textsLiterature and other authentic textsLiterature and other authentic textsLiterature 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 the foreign culture. I believe there are three main reasons for this. First, there
is the fact that literature is traditionally associated with bourgeois, elitist culture and has
been defined by methodologists as an artefact outside the ‘real world’ of young learners.
Secondly, it is due to the way ‘culture’ was defined in foreign language teaching at the time
the communicative approach developed, namely as the 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 1960s and 70s, in ‘New Criticism’, with its focus 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 is regarded as a communicative dialogue with the text, new opportunities open up
in the encounter between two cultures, as reflected in the literary text.

Learning a language entails undergoing a process of being socialized into a culture, and
learning a foreign language means being socialized into that particular foreign culture. One
can argue that this socialization process can and will, to a certain extent, be selective, but it is
difficult to argue that what I have previously termed ‘culture of the people’ is the only culture
we want our learners to be socialized into and to develop an awareness of. We also have a
responsibility to give our students a chance to enhance their cultural capital and to give them
access to the literary canon and thus the ‘symbolic power’ we as teachers and textbook
authors possess and exercise (Bourdieu 1994). I believe this access to be necessary if we want
our learners to develop into critical human beings. School education in general and language
learning in particular can provide this opportunity for ‘personal growth’ or ‘Bildung’.

Reading an authentic literary text in the foreign language can be seen as a personal 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 enters into a dialogue with the text and the foreign culture in a productive subject-

2 I 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 process is individual and authentic and there is not only
scope for the individual learner’s interpretation and understanding, but also a need for it.
Without the reader, the text is just a series of written signs on paper; it is the individual
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 as well as developing culture as a dynamic force.

Socio-cultural Competence (savoir-faire)Socio-cultural Competence (savoir-faire)Socio-cultural Competence (savoir-faire)Socio-cultural Competence (savoir-faire)Socio-cultural Competence (savoir-faire)

Usually socio-cultural competence is seen as a set of skills which the foreign language
learner has to be acquainted with in order to cope in the target culture. As argued previously,
it has been one of the two main components in 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 situations in
the target culture. Sample dialogues have often been followed by role-play and information
gap tasks. Such tasks can be important for developing socio-cultural skills, but they tend
to become ritualistic and meaningless to the learner. Also one can question the belief that
learners will automatically be able to transfer skills developed in the classroom to the real
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 the foreign culture.

What happens in the foreign language classroom is usually a simulation 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
culture as possible. A first step in this process is to define the encounter as interaction and
to choose approaches which enhance the interactional aspect. Interaction can be with
texts spoken by real people or it can be with 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 awareness in foreign language learning is dependent on communication
with oral and written texts, and, as I have argued previously, preferably authentic texts.
This is where the learner encounters language 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 is a more complex process. Learners 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 a foreign language community and what to say in specific situations,
misunderstanding will always be part of communication, even in an intra-cultural context.

Part of cultural and intercultural competence and awareness is to 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 one learner to the other. By making this uniqueness
a topic for common classroom communication, the foreign language classroom can become
a platform 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. This is only possible if at least some of the tasks 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 être)Attitude (savoir être)Attitude (savoir être)Attitude (savoir être)Attitude (savoir être)

Being in a proper dialogue can be a painful process. Interaction with ‘the other’ is having
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’. This is even more
the case when ‘the other’ is a foreign culture expressed in a foreign language. Foucault
employs the term ‘agonism’ for the interplay between forces in a dialogical process, a
‘relationship which is at the same time reciprocal 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 a foreign 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.
Sometimes the opposite is the short-term result: learners see the other culture in stereotyped
ways. Stereotyping is not necessarily negative if we see it as a simplification in order to
cope with complex and unfamiliar situations. In some ways it resembles the processes of
‘overgeneralization’ or ‘strategy of second-language learning’ which we find in 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 I 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 uses the learner’s understanding as classroom material. Thus the individual’s
interpretation and understanding of aspects of the foreign culture is taken into account.
Textbooks have an important role to play in such a change of focus from teacher to learner.
By providing texts and tasks which open up for the individual’s interpretation and then
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using this in social dialogue in the classroom, the learner is given the opportunity to enter
into a dialogue with the foreign culture.

Understanding ‘the other’Understanding ‘the other’Understanding ‘the other’Understanding ‘the other’Understanding ‘the other’

It is a fallacy 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 exists in any culture and which can be made potentially available
through various types of texts. Textbooks and teachers can assist this process, which
Ricoeur calls a process of reflection, which ‘extends our existence’ and helps us show the
learners a way to a ‘savoir être’ which is based upon understanding: ‘le mode de cet être
qui existe en 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’s words: ‘extend their existence’. When
discussing what to teach at the beginning of this article, I argued that there was a missing
link between knowledge of the foreign culture and procedural socio-cultural skills. I believe
that what is lacking is communication and interaction, a dialectic dialogue between two or
more subjects interpreting and negotiating meaning. Ricoeur ( Kvalsvik 1985) argues that
only through interaction with others, and not through introspection, can we experience
our own identity. In a context of dialogue with the foreign culture, I want to interpret
‘others’ as both texts and persons.

Ricoeur’s view adds to the above an aspect of cultural awareness which I 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’.
The foreign culture provides the mirror in which we can see ourselves reflected; it provides
an outside to our inside.

While learning a foreign language, the learner will bring his own culture into the
communication process with the foreign culture, whether it is in reading a foreign text or in
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’ as well as the ‘other’.
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Cultural awareness: list of principlesCultural awareness: list of principlesCultural awareness: list of principlesCultural awareness: list of principlesCultural awareness: list of principles

In the course of the St Petersburg workshop participants were invited to draw up in small
groups a list of principles or examples which, in their 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
1. Students learn about historical events and famous people.
2. Students learn about geographical aspects and how they influence life styles.
3. Students learn about political aspects and how they influence life styles.
4. Students learn about a wide range of creative arts (including literature, art, cinema,

photography etc)
5. Students become aware of a variety of cultures (e.g. British, American, Indian etc)
6. 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 norms relating to humour.
9. Texts/activities that raise awareness about cultural/ racial/gender stereotypes.
10. Consciousness-raising of the students’ own culture.

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 a feeling of national identity and an awareness of being a member

of an international 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
20. Students become aware of the linguistic means to express their attitudes.
21. Students become aware of the paralinguistic means (body language) to express

their attitudes.
22. Students become aware of appropriate forms of language use (e.g. formal, informal)
23. Students have access to a wide range of authentic materials (written, spoken etc)
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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 commentsCultural awareness: examples and commentsCultural awareness: examples and commentsCultural awareness: examples and commentsCultural awareness: examples and comments

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

! Knowledge (savoir)

! Socio-cultural competence (savoir faire)

! Attitude (savoir être)

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 to will provide the knowledge, while the tasks related to a specific
text will aim at developing certain skills or enhancing the learner’s competence and attitude.
Therefore the three categories must be seen as interrelated. This reflects real life situations
where gaining knowledge usually happens simultaneously with the ability to use this
knowledge and develop attitudes related to it.
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Category 1: knowledge (savoir)Category 1: knowledge (savoir)Category 1: knowledge (savoir)Category 1: knowledge (savoir)Category 1: knowledge (savoir)

The materials show examples of knowledge related to many different aspects of life in the
foreign culture. They include information about the way people live, traditions, history,
literature and politics. They cover what was termed ‘common’ culture as well as what was
classified as ‘elitist’ culture in the introductory article. Developing cultural awareness
requires knowledge of both aspects. The form of presentation in the examples varies, and
information is conveyed through written and oral texts, photographs, maps, graphs etc.
Many of the examples relate information 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 a process 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:Example 1:Example 1:Example 1:Example 1:

Famous PeopleFamous PeopleFamous PeopleFamous PeopleFamous People

This extract centres on British Nobel Prize winners and other scientists. However, the aim
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 students to arrive at 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 students learn to
appreciate representatives of other cultures while at the same time they are encouraged to
appreciate, and feel proud of, important personalities in their own context.

Source:
Title: Happy English
Author(s): V. Kuzovlev, Lapa, Peregydova
Publisher: Prosveshschenye
Country: Russian Federation
Language: English
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Example 2:Example 2:Example 2:Example 2:Example 2:

Historical eventsHistorical eventsHistorical eventsHistorical eventsHistorical events

The students are asked to reflect on their existing knowledge about a historical topic well
known to them, the Vikings. Through this task (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
have to face their own culture in the role of the aggressor. The text and the tasks (Task 2 b
& c) force them to regard their own culture from the outside. They are asked to identify
with the ‘other’ by rewriting historical events from the outsider’s point of view. Thus their
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, Oslo
Country: Norway
Language: English
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Example 3:Example 3:Example 3:Example 3:Example 3:

Political AspectsPolitical AspectsPolitical AspectsPolitical AspectsPolitical Aspects

Many textbooks tend to avoid political topics due to their transitory and sometimes
controversial nature or reduce political aspects to factual information about the political
system of a country. This extract takes an area that is not only much discussed in Germany
but is also relevant to the students in their own country: protection of the environment.
The factual information given in the newspaper article on a ‘car-free’ housing estate leads
into a more ‘political’ topic of Greenpeace and its activities. Students are encouraged to
gather information for themselves in connection with this subject. Exercise 9 takes a different
direction by providing a link between the topic and word formation: the focus is not only
on a compounding process in German but also on a semantic field in which the word
‘Schutz’ (protection) is likely to occur.

Source:
Title: Hallo, Freunde!
Author(s): Anna Herman, Joanna Dominiczak
Publisher: Wydawnictwa Szkolne i Pedagogiczne
Country: Poland
Language: German
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Example 4:Example 4:Example 4:Example 4:Example 4:

EducationEducationEducationEducationEducation

This example provides two types of information. The first 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 is to 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 activities is
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: Österreichischer Bundesverlag
Country: Austria
Language: English
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Example 5:Example 5:Example 5:Example 5:Example 5:

LiteratureLiteratureLiteratureLiteratureLiterature

In these tasks students are asked to interact with a literary text. In some of the tasks,
reading the text is seen as an encounter with the foreign culture. In addition to interpreting
the text, 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 the foreign culture. The reader will in this way also see aspects of his or her
own culture through the target language text. The tasks also require that the individual
reader interprets and personalizes the literary text. The individual interpretation and personal
opinion of certain aspects then have to be conveyed to other learners.
(Only a part of the text is shown)

Source:
Title: Search
Author(s): Anne-Brit Fenner, Geir Nordal-Pedersen
Publisher: Gyldendal Norsk Forlag, Oslo
Country: Norway
Language: English
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Example 6:Example 6:Example 6:Example 6:Example 6:

ArchitectureArchitectureArchitectureArchitectureArchitecture

The architectural styles prevalent in a particular country often make the first impression on
people when travelling to a foreign country. They reflect not only the lifestyles of the
people who live there but other aspects such as political and social systems. It is important,
therefore, to include architectural images in textbooks. These extracts show two aspects:
public buildings in a city and a variety of domiciles. Included is not only a comparison
between different habitats within the German culture, but also, 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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Example 7:Example 7:Example 7:Example 7:Example 7:

CustomsCustomsCustomsCustomsCustoms

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: English IV, V
Author(s): Olga Afanasyeva, Irene Vereschagina
Publisher: Prosveshschenye
Country: Russian Federation
Language: English
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Example 8:Example 8:Example 8:Example 8:Example 8:

Family structuresFamily structuresFamily structuresFamily structuresFamily structures

The text provides information with regard to French family structure. This is an important
aspect of cultural awareness since family structures and roles and relations between family
members often differ considerably from culture to culture. The text is supplemented by
visual information. The exercise begins with comprehension questions but then encourages
students to think about family roles, to compare them to their native culture, and to explain
the differences identified.

Source:
Title: C’est ça!
Author(s): Elaine Cullen, Isabelle Fortanier, Betty McMahon
Publisher: The Educational Company of Ireland
Country: Ireland
Language: French
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Example 9:Example 9:Example 9:Example 9:Example 9:

Cultural features: comparing and contrastingCultural features: comparing and contrastingCultural features: comparing and contrastingCultural features: comparing and contrastingCultural features: comparing and contrasting

Exercise 2 is a clear example of how a graphical representation such as a Venn Diagram can
be used to raise cultural awareness. It has the advantage of focusing not only on differences
between cultures but on similarities too. Moreover, this exercise requires the students to
be actively involved in the process of comparison since it is their task to draw up their own
Venn Diagram. This will in turn enable diversity of opinion since not all students will arrive
at the same diagram.

Source:
Title: Happy English
Author(s): V. Kuzovlev, Lapa, Peregydova
Publisher: Prosveshschenye
Country: Russian Federation
Language: English
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Example 10:Example 10:Example 10:Example 10:Example 10:

Diversity of culturesDiversity of culturesDiversity of culturesDiversity of culturesDiversity 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 as being inhabited mainly by middle-aged, upper-class, white males – as reflected
in the phrase ‘the typical Englishman’. It is important that textbooks attempt to show that
many countries are inhabited by a variety of ethnic groups, each of which contributes its
traditions, norms of behaviour and value system which mould society. In this extract the
focus is 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
as a whole 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: Österreichischer Bundesverlag
Country: Austria
Language: English
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Example 1Example 1Example 1Example 1Example 11:1:1:1:1:

SubculturesSubculturesSubculturesSubculturesSubcultures

In this extract students become aware that the target culture is not made up of a homogenous
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 all, try to understand how others view the students’ own culture.
This exercise is also about hypothesizing about why foreigners see them in that way, and
why people in other times, or in other places dress in 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)Category 2: socio-cultural competence (savoir-faire)Category 2: socio-cultural competence (savoir-faire)Category 2: socio-cultural competence (savoir-faire)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 examples from textbooks show a variety of approaches to
this. It must be realised that learning how to behave in a foreign culture is a process and
thus requires a process approach; it is not just a matter 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 the foreign culture and their socio-cultural competence will develop. It is
important to be aware that learners interpret the foreign culture individually and that their
interpretation will be a determining factor in the way they perceive the target culture. Tasks
making the individual interpretations topics for classroom discussion will encourage
reflection on and awareness of the target culture as well as the learners’ own culture and
will thus gradually enhance the development of socio-cultural competence. Knowing how
to behave in a foreign culture is not only a matter of imitating the correct actions in specific
situations, it is also a matter of being perceived as an individual identity.
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Example 12:Example 12:Example 12:Example 12:Example 12:

Norms of behaviourNorms of behaviourNorms of behaviourNorms of behaviourNorms of behaviour

This example focuses on table manners in different areas of the world. At first students are
presented with factual information about varying table manners and then asked to fill in
the empty spaces in the box with the information 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:Example 13:Example 13:Example 13:Example 13:

Norms relating to humourNorms relating to humourNorms relating to humourNorms relating to humourNorms relating to humour

Humour is not a very common element in textbooks designed for foreign language learning.
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 elements involved in humour.
Some examples 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:Example 14:Example 14:Example 14:Example 14:

Culturally-bound symbol systemsCulturally-bound symbol systemsCulturally-bound symbol systemsCulturally-bound symbol systemsCulturally-bound symbol systems

Colours not only denote a visual concept but are part of a symbol system that have certain
connotations and values which vary from culture to culture. They can therefore be usefully
applied to encourage reflection and discussion on difference. The information given helps
students to question the meanings of symbols they are familiar 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:Example 15:Example 15:Example 15:Example 15:

Kinship systems and appropriate forms of languageKinship systems and appropriate forms of languageKinship systems and appropriate forms of languageKinship systems and appropriate forms of languageKinship systems and appropriate forms of language

The family tree is a graphical 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 the world in terms of human relations, and how this is reflected in the use of the target
language. This type of exercise should induce the students to find out more about such
uses of language and to complete the cultural picture so that they would be able to decode
and encode the appropriate forms of language in the target culture.

Source:
Title: Merhba Bik
Author(s): Antoinette Camilleri
Publisher: Colour Image
Country: Malta
Language: Maltese
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Example 16:Example 16:Example 16:Example 16:Example 16:

Cultural conventionsCultural conventionsCultural conventionsCultural conventionsCultural 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.
Letter envelopes provide a good example of this type of difference. For example, an envelope
addressed in Russian will begin with the city and end with the name, whereas in 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: English IV, V
Author(s): Olga Afanasyeva, Irene Vereschagina
Publisher: Prosveshschenye
Country: Russian Federation
Language: English
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Category 3: attitude (savoir-être)Category 3: attitude (savoir-être)Category 3: attitude (savoir-être)Category 3: attitude (savoir-être)Category 3: attitude (savoir-être)

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 learners to perform tasks where they have to interact
with the foreign culture, for instance by identifying with its members. Being made aware of
equivalent stereotyped attitudes held by members of the target culture can assist a process
of getting beyond simplification and developing cultural awareness.
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Example 17:Example 17:Example 17:Example 17:Example 17:

StereotypesStereotypesStereotypesStereotypesStereotypes

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 enable 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:Example 18:Example 18:Example 18:Example 18:

StereotypesStereotypesStereotypesStereotypesStereotypes

This example presents stereotypes as a point of departure and helps students become
aware of the foreigners’ expectations of how they themselves behave. In the 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
complete the cultural picture. The insights gained 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:Example 19:Example 19:Example 19:Example 19:

StereotypesStereotypesStereotypesStereotypesStereotypes

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 from the outside. Learners rarely reflect on the fact that foreigners know 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 views held by foreigners
living in their own country, a second 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
stereotypes develop and to face their own simplifications in coping with the foreign culture.

Source:
Title: Search
Author(s): Anne-Brit Fenner, Geir Nordal-Pedersen
Publisher: Gyldendal Norsk Forlag, Oslo
Country: Norway
Language: English
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Example 20:Example 20:Example 20:Example 20:Example 20:

EmpathyEmpathyEmpathyEmpathyEmpathy

This example helps students to imagine what it is like not only to live in a foreign 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 also an important aspect of cultural awareness since events in
a country often need to be understood in the context of historical developments.

Source:
Title: English across the Curriculum Series
Author(s): Stuart Simpson, Irmtraud Kuchl
Publisher: Österreichischer Bundesverlag
Country: Austria
Language: English
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Example 21:Example 21:Example 21:Example 21:Example 21:

Examining attitudes to othernessExamining attitudes to othernessExamining attitudes to othernessExamining attitudes to othernessExamining attitudes to otherness

This exercise approaches the question of differences in general at a variety of levels and
requires students to examine their own attitudes to otherness. It uses the format of a quiz
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 
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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 
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