APAC of NEWS

NO. 15. Octubre 1992. Butlleti de I’ Associacié de Professors d’Anglés de Catalunya.

Teacher-centered vs. learner-centered
-an approach of the 80’s and the 90’s?
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FROM ME TO YOU

Dear APACs,

This new issue has taken a bit longer than usual to reach you as we have been waiting for a
team of enthusiastic candidates to take over the responsibilities of APAC for the next 4 years.
So far nobody has stepped forward. So, the present committee has decided to fill the gap and
volunteer for a new period of just two years. The elections will be held on the 20th of
January, 1993. Come on! It is about time for new people with fresh ideas to take over and

for us to take a well-deserved rest.

In this issue we are publishing the second instalment of the proceedings of the APAC ELT-
Convention / 1992. Both those who attended and those who did not can equally benefit from

these excellent articles.

You will find the last Call for Papers for our 1993 Convention in this issue of APAC of
NEWS. Your very interesting experiences, ideas, materials, could benefit others. APAC is
you. And you will be welcomed with open arms.

There will be an important collaboration from APAC and from APAC members in the
Jornades of Girona (end of November) and Lleida (Spring 1993). We are also organizing
pedagogical weekends around Catalonia throughout the year with the cooperation of
publishing houses. You will get information when they are organized in your area.

APAC will be launching a pilot language course for EGB teachers in February / March with
the cooperation of the Escola d’Idiomes Moderns (Universitat de Barcelona) (s. our section
"From our sponsors” in this bulletin). This time it is not a course for beginners. Primary
school teachers with an intermediate or an intermediate + level of English are invited to enrol
in this intensive course. If successful, we will run it again in the future. Othe institutions may
also want to cooperate with us in the future.

We are waiting for articles, letters to the editor, and all kinds of contributions to APAC of
NEWS. Send a copy on paper + a disk (the document should be in Wordperfect, Framework,
or in ASCII format if you are using a different word processor). APAC of NEWS is a forum
for discussion, controversy and agreement. Send your opinions to us.

We invite you to have a look at the Letters to the Editor in this issue of our bulletin. We
specially recommend Susanna Soler’s letter and the editorial article Parlem-ne. Dos problemes

urgents. Let us know your reactions to both.
With love,

APAC




ELECCIONS

Eleccions per a la nova
Junta Directiva d’APAC

Dia: 20 de gener de 1993
Lloc: Escola Oficial d’Idiomes
Hora: 18 h.

ORDRE DEL DIA:

1. TAULA RODONA
Tema: Hi ha una politica de I’ensenyament de
llengiies estrangeres (angles) a Catalunya?

2. ASSEMBLEA EXTRAORDINARIA D’APAC i
VOTACIO

3. CAVA




Parlem-ne: Dos problemes urgents.

A critic advises

not to write on controversial subjects
like freedom or murder,

but to treat universal themes

and timeless symbols

like the white unicorn.

A white unicorn?
(Dudley Randall, Siack Poet White Critic)

1. Elfuturde P'ensenyament de llengiies no-primeres
s’obre cami en dues direccions no divergents --
'ensenyament de la llengua a través dels continguts i
'ensenyament de la llengua basat en tasques (Long
1992). Es tracta de dues formes d’'immersid, la primera
més controlada i receptiva, la segona més activa,
creativa i centrada en aprenent. Enmig, tota una
gamma de formes mixtes.

Ambdés enfocaments exigeixen espais temporals
suficients -per expaosicié a llengua i continguts, procés i
producci6. Una planificacié de dues hores setmanals
pot estar bé per al nen que comenca -que memoritza
llenguatge formulaic i adquireix actituds positives dins
d’un enfocament ladic. Per a 'adolescent en un
context secundari, son un pas endarrera -obliguen a
tractaments accelerats de supervivencia dins
d’enfocaments seqlienciats i centrats exclusivament en
el producte, no com els d’avui i dema (process '
orented i task-based), sind com els d’abans d’ahir:

"Si el contacte és tant minso com dues hores a la

setmana, sera dificil inculcar un sentiment d’aveng i

d’assoliment, i ens trobarem a una seriosa manca

de motivacio per a 'aprenentatge. (...) Si només es
disposa de dues hores setmanals, 'aprenentatge
pels processos inductius normals és segurament
molt dificil. Encara més: amb un contacte tant
escas existeix el perill serids de Poblit." (Wilkins

1975)

Els diaris anunciaven aquest mes d’agost-92 un
descens de les qualificacions de la prova de llengua
estrangera a l'examen de selectivitat pel que fa als
alumnes de centres experimentals de reforma respecte
dels centres escolars ordinaris. Qué ha passat? Es
aquest un index fiable? Els professors sén els
mateixos. Les hores, no.

Som tecnics en ensenyament de llengiies
estrangeres. Del butlleti n.0 al 15 d'424C of NEWS,
hem anat emetent un diagnostic técnic -no corporatiu,
de cara a 'ensenyament de llengiies estrangeres dins
la Reforma. Hem fet cartes als nostres politics.
Entenem el problema global. El problema de les hores
és més greu a Catalunya, per la multiplicitat
d’ensenyament linglistic. Pero hi ha solucions. Es
tracta d’imaginacio i d’esforg. "Ens sobren idees", ens
comenta un Director General d’'Innovacié Educativa fa
pocs anys. Bé, on s6n?

2. Existeixen dos contexts d’aula de llengua
estrangera diferents -el de escola d’idiomes i el
context escolar. Les seves variables ("previes", "de
medi", "de procés" i "de producte” -objectius) s6n
diferents (Dunkin i Biddle 1974; Ribé 1992). Per posar
només un exemple, la motivacio per a

Ramon Ribé
President d’APAC

I'aprenentatge de la LI2-3 porta Falumne a I'escola
d’idiomes. En el context escolar, la motivacié no se
suposa, és part de 'aprenentatge -les actituds
afectives respecte de la llengua estrangera i envers
el seu aprenentatge s’adquireixen (Gardner 1985). | la
motivacié és el primer factor d’éxit en 'aprenentatge
(10/d). A cada context li corespon varietats diferents
d’ensenyament de liengiies (Ribé 1992; Ribé i Vidal
1992). La llengua estrangera és la mateixa, moltes
tecniques i estratégies (no totes) sén compartides;
'enfocament basic (entes com a filosofia subjacent,
globalitat d’actuacié), divergeixen.

Lliguem tot aixd amb el problema de ia formacio
de professorat. Aquesta és vista cada cop més com a
desenvolupament personal des de les variables del
propi context (Freeman 1986; Breen, Candlin, Dam,
Gabrielsen 1989), assessorada per
formadors/assessors experimentats. Els nostres
mestratges i postgraus insisteixen cada cop més en
aquesta dualitat. Per qué no passa aixo a nivell
institucional? Ens diuen de professors acabats de
d’incorporar al mon de la docéncia sén encarregats
de donar formacié metodologica a professors més
experimentats i d’'un context que no és el seu. No
tenim res contra ningl. Pero els professors de
Catalunya veuriem amb grat una definicid de criteris
de politica educativa pel que fa a la formacié del
professorat de llenglies estrangeres.
No tenim espai avui per a la questio del recolzament
institucional als postgraus i mestratges existents, aixi
com la formaci6 inicial del professorat. Seguirem.

REFERENCIES EN EL TEXT
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LETTERS TO THE EDITOR

15th February 1992

APAC of NEWS

Dear friends and colleagues:

I am writing to you because I would like to comment some of the articles that have appeared
in the last issue. But I cannot begin this letter without expressing my deep sorrow for John
(he was just *John’, and we always knew who we were referring to). I was one of his first
students at university; and he was the first and only teacher who ’taught me to teach’ there.
I won’t forget his advises, suggestions and ideas. I’ll be always in debt with you, John, and
now looking at your photo in my ’orla’ hanged on the wall, I can tell you: "All those
moments WON’T be lost in time like tears in the rain", but they will remain in our
memories like shining pearls in eternity.

My second purpose in writing this letter is to comment on the interview to Peter Viney. I
strongly disagree on three of his remarks. Let’s remember what he says:

-’A teacher who is working a full timetable cannot design a
syllabus AT ALL...’

Of course this is not the first time I have heard of this. I can remember a lot of authors of
current textbooks trying to convince us of our incapacity for doing what they do; and
surprisingly, it is since 'Reforma’ and its emphasis on asking teachers to produce their own
materials, when this comment has become more urgent...

I do think we are capable of designing a correct syllabus, as we are professional teachers,
many of us with years of experience, provided we are capable of working together in
"seminaris’. In fact, we have already begun to do it: how many of us follow a textbook
completely? Who knows more than we do what our students need? We have been sticking
(that not ’cobbling’) a syllabus out of separate elements for many, many years now as
textbooks were too hard, too difficult, too long... etc; although, of course, we do not have
’several editors, designers, artists and actors’ ready to draw, perform or pay our work. And
this is not a subjective point of view, we have well-known and glaring examples of wonderful
materials produced by teachers working ’a full timetable’ (just remember the last *Jornades’
and all the teachers like you and me who were presenting materials and ideas).

Peter Viney himself gives us the key to material production and to rethinking about

textbooks: ’Does learning to their real lives, to their hopes for the future?’... and I wonder
myself: how can the SAME book (that has been written in Britain!) have relevance to

5
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EVERY one of our students here in Catalonia? How can we choose a textbook before we
begin our classes, before we get to know our students, and then say we are taking their

-’Learner independence sounds great in theory... if the school
has limited resource material’

I think Peter Viney is mixing up learner autonomy and students working alone, and that is
why he emphasizes the fact of the school having resource material or not, or whether students
like working on their own or with a teacher 'talking to them’. I understand autonomy has
nothing to do with students working alone or not. They can be autonomous working IN
GROUPS in the development of a project, for example. And, on the other hand, one student
working alone with a book or a cassette can just be following the patterns of a drill or a
structural exercise, so he’s not being autonomous or independent at all. ..

-’I don’t thing you organize a syllabus around certain topics.
You place the topics in an order which relates in a logical way
to the difficulty of language involved. Jobs or Hobbies lend
themselves to the present tense...’

Again 1 am sorry to tell Mr. Peter Viney he is not keeping in touch with works and projects
done by students here in Catalonia. If he would have had a look at them, he would realize
we talk and write about Jobs’ and *Hobbies’ in any tense. If we agree we have to stick to
students’ interests and hopes, we can be talking, reading, writing and listening about ANY
THEME, so we will have to organize the syllabus for thar group around their centre of
interest; and I assure you that any topic is able to be worked in present, past, future,
conditional or whatever tense you like.

The third reason for this letter is to state in detail some aspects that are being mentioned in
the text 'Reforma: Credits’, and I think are not precise enough:

-First of all, it is said that the document *Primer Nivell Concrecié’ only establishes
the final objectives. That’s not true at all. This document determines as well: the
General Objectives, the Contents (Facts, Concepts and Conceptual Systems;
Procedures; Values, Norms and Attitudes), and it gives broad advice/hints on
methodology and evaluation.

-There is also a misleading use of the word ’curriculum’ (on the other hand, a very
frequent one). It is not the curriculum that is organized in ’credits’, but the *Tercer
Nivell de Concrecid’; in fact, this level is organized in *'moduls’ and from them the
*credits’ are developed. *Curriculum’ is used as in Britain, that is to say: the whole
of learnings (’credits’) that a certain student has done in his/her educational process.

-Although at the beginning of the ’éxperimentacié’ we used to talk about trimestral
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‘credits’ of 20 hours; this has progressively been forgotten, and nowadays we only
talk about ’credits’ of 30-35 hours. Whether they are distributed in four months (two
hours a week) or in three months (three hours a week) depends on the project
developed by the school ("Projecte urricular de Centre’).

-The ’Credits Comuns’ in *Secundaria Obligatoria’ are eight (8 “credits’ * 30 hours
= 240 hours).

-Students have certainly a choice of ’Crdits Variables’, but it is not only the role of
the mtor to help them take the right choice, but the role of ALL the teachers. We
~ have to begin to forget the figure of the tutor as one individual figure fighting as a
Do Quixote against impenetrable mills (undisciplined students, parents, educational
authorities or even other teachers!). All the teachers of a group are tutors of it.

-I am not ’so sure’ that it will be ’impossible’ for a student to achieve a level of
English needed for certain careers. It is obvious that there are less compulsory
teaching hours available in Secundaria Obligatoria’, but it is also true that those
students who like English will have the opportunity of having more hours through
*Credits Variables’ ( a student who chooses a ’Credit Variable’ has five hours of
English a week: two in *Cradit Comi’ and three in the Credit Variable’) and we must
not forget that in Crdits Variables’ there are a maximum of 23 students. On the
other hand, when studying in "Secundaria Postobligatoria’ students can choose a
’Batxillerat Lingiifstic’; two years completely centred in languages!

-We do not talk about *Credits de Sintesis’ any more, but of *Credits d’Objectius
Generals’. They are related to *Objectius Generals d’Etapa’, and it is very difficult
to define the way they have to be developed because now they are being worked in
so many different ways.

As I have been writing so long, may I tell you something else?... Do not let yourself (yes,
you, the GREAT TEACHER in you) be overwhelmed by comments on "La Reforma’ from
people who do not know a lot about it. It is neither heaven nor hell. It is just ‘a good
opportunity for rethinking our practice’ as Ramon Ribé very cleverly puts it. Let us get
together and you will see what wonders we can produce.

Yours,
Susanna Soler Sabanés

Teacher of English and *Coordinadora de Secundaria Obligatoria’ at I.B. Lluis de Peguera
in Manresa.
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We have received many letters expressing their impressions on the Jornades (APAC ELT-
Convention 1992). This is just a selection of some of them. We appreciate all comments and
contributions. APAC and our Jornades are not just the organizing committee, but the whole
body of teachers of English who work in Catalonia and join in this collective effort. As
always, the organizers are open to all kinds of views and constructive comments.

Dear R.,

I am writing to thank and congratulate you
for a tremendous conference on behalf of
all my colleagues.

I personally have not been to a
Jornades for about 10 years and was
terribly impressed by the high level of
language ability, pedagogic knowledge and
interest of the speakers and the
commitment of teachers.

(...)

Yours with best wishes

Yvonne de Henseler
Oxford

APAC: Thanks.

APAC

Les quedamos muy agradecidos por todas
las atenciones y servicios que hemos
recibido durante la celebracion de las
"Jornades d’Angles (APAC-ELT
CONVENTION 1992)" y aprovechamos la
ocasion para felicitarles por la buena
organizacion y €xito obtenido.

Rosa Tirado
Luis Ferndndez
Matar6 (Barcelona)

APAC: Thanks again. We hope to see you
again next year.

Dear APAC,

We are a group of teachers who, as in
previous years, have recently atended the
APAC ELT CONVENTION °’92. Qur
main aim when attending them is to learn
new Techniques to make our teaching of
English more and more effective every
day.

However, we are sorry to show our
disappointment as concerns the quality of
some of the workshops. On the one hand,
the title and/or the summary of the talk is
sometimes misleading, either because it
doesn’t match the content or because the
talk has been intended for a different
audience from the one stated. As an
example, we can tell we attended a talk
labelled "General”. Once the room was
full, the speaker told us that she was
expecting a primary school audience. Some
of us left the room but had difficulty in
making a second choice along with the
problem of finding a free seat, as most of
the rooms were already crowded or locked
since all the sessions were already in
progress.

Secondly, we believe the talks
should be graded according to our teaching
experience. The first year we participated
in the JORNADES, we found them really
interesting, as we were beginners and any
tip suggested was welcomed. This is not
the case now. Most teachers keep coming
along because they are longing for
innovating ideas or simply a rush of fresh
air. We are becoming more and more
demanding as our teaching experience
increases and this should be taken into
account.




APAC OF NEWS

Another point we would like to
stress is the tediousness of some of the
workshops. Again, we think speakers
should be aware of their level of
acceptance, if only to ensure we choose
them again on other occasions.

We know that organising this sort
of conventions involves a great effort from
many people and we would like to express

our admiration and thankfulness towards

them. Precisely because we appreciate
their work, we would suggest them to try
and get some kind of feedback from the
attendants in order to make their effort
fruitful.

We hope the organisers understand
that this letter responds to the good will of
a large number of colleagues who enjoy
these meetings and would like to
encourage other people to participate in
them. This can only be achieved if, once
the convention is finished we feel we have
"learnt" something. This was our main
purpose in deciding to write these words.

We look forward to meeting you at
the next convention.

Yours,

Anna Morales

Maite San Juan

Barcelona

APAC: We try to improve all the time.
Most people seemed very happy this year,
and the feedback received after the
convention has been very positive. In spite
of these favourable comments, with 27
simultaneous workshops in each time slot,
totalling approximately 160 contributions
(each having a duration of 90 minutes),
and with over 1000 atendants, there have
to be some shortcomings. This is
unavoidable and we recognize ours. But let
us be realisticc We have been to many
other national and international
conferences of this kind and, frankly, we
should be proud of what we have
collectively achieved.

You seem to have been particularly
unlucky, and we sincerely regret it. We
had wonderful speakers this year who
offered absolutely interesting new
contributions. Try new faces next time and
help us organize the event. We appreciate
the frankness and positive spirit of your
comments. Let us have coffee together one
of these days and discuss possible ways of
cooperating. Thanks.




FROM OUR SPONSORS

UNIVERSITY OF CAMBRIDGE LOCAL
EXAMINATIONS SYNDICATE (UCLES)

Preliminary English Test

The Preliminary English Test (P.E.T.) has been designed, like
First Certificate, Certificate in Advanced English,
Proficiency and the other exams which comprise the
UCLES suite of EFL exams, for students whose mother-
tongue is not English. It assesses competence in speaking,
listening, reading and writing to a level roughly equivalent
to the Council of Europe’s Threshold level. The Threshold
level specification for English (which has recently been
revised) is designed to cover the basic employment and
social language needs of those working in an English-
speaking environment. The language level is approximately
two thirds of the way towards that of First Certificate, or
about 350 hours of dedicated study.

In real life, language is used in context, and the forms of
language vary according to that context. The assessment

aims of P.E.T. and its syllabus are designed to ensure that the
test reflects the use of language in real life. The question types
and formats have been devised with the purpose of fulfilling
this aims. P.E.T. corresponds closely to an active and
communicative approach to learning English, without
neglecting the need for clarity and accuracy.

The actual test consists of the following papers:

-Reading and Writing (1 hr 30 mins) The candidate

is expected to understand public notices and signs; to read
short, factual texts and show an understanding of the
structure of the language; to scan material for information
and read passages in order to appreciate themes, attitudes of
the writer etc. The candidate is also expected to give
information, report events, describe situations, express
opinions etc.

-Listening (approx, 30 mins) The candidate must

be able to understand and respond to public announcements,
extract factual information and make sense of dialogues
showing an appreciation of the attitudes of the speakers.

-Speaking (approx. 10 mins) The candidates are
tested either singly or in pairs and must be able to simulate
authentic communicative situations, understand questions
and answer appropriately.

The examination is marked out of 100 with 25 per cent of
the marks being allocated equally to each component.

Successful candidates are awarded a Certificate. There are
two grades of passing -- pass with merit and pass, and two
grades of failing -- narrow fail and fail.

P.E.T. is available on various dates during the year and in
Spain is always held on a.Saturday. There are at the
moment eighteen examining centres in Catalonia and it is
expected that the total number of candidates by the end of
1992 will be between 3,000 and 4,000. Total number of
candidates in Spain will be around 10,000.

For further information and detail of dates and fees (about
6,000 ptas), please contact the Examinations Unit, The
British Council, Amigé 83, 08021 Barcelona (T. 209 24 66).
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THE BRITISH COUNCIL

NEWS!! NEWS!! from the British Council
Language Development and Methodology
Courses

Who are the courses for?

These courses are designed for teachers of English working in
secondary and primary schools in Catalunya.

What are the courses about?

The courses are designed to cover two areas:

1. Language development

The working language of the courses will be English and the
participants will be expected to read articles in English as
well as create material to use in their classrooms.
Participants will also be asked to keep a learner diary
through which they can evaluate both their language
development and awareness of themselves as teachers and
learners. Time will be dedicated to participants problem
areas in language development and maximum opportunity
will be provided for the participants to develop their
language skills for both personal and classroom use.

2. Methodology

The methodology aspect of the courses will focus on the
changes that *La Reforma’ will bring about in the teaching of
English as a foreign language. The areas chosen to
concentrate on all relate to the day-to-day challenges that
teachers will have to face and will focus on practical ideas

to help meet these new demands. ‘

The courses will be held at The British Council, Calle Amig6
83, 08021 BARCELONA, tel.: 209.60.90

Each course will be thirty hours long.

1. January - March (1993) [subject to confirmation]. Monday
and Wednesday evenings - three hours per week for ten
weeks.

2. July and September (1993) Two week intensive courses,
one in July and one in September.

Each course would be for three hours per day for ten days.

For further information please write/phone to: Carme Calvo
-TEACHER DEVELOPMENT UNIT. THE BRITISH
COUNCIL. BARCELONA.



UNIVERSITAT DE BARCELONA
ESCOLA D’IDIOMES MODERNS

Cus d’anglés per a professors ’EGB
Febrer 1993 - Maig 1993

Convocatoria especial per a membres ’APAC

La seccié d’Anglés organitza un curs de 40 h. dirigit als
professors d’aquest idioma de I’ensenyament primari que
tinguin interés a desenvolupar la seva comprensié de la
llengua i el seu nivell d’expressio oral i escrita per mitja de
Pestudi de temes d’interés pedagogic.

Organitzacié del curs

Inici: dimarts, 16 de febrer

Durada: fins el 4 de maig (total 40 h.)

Places: 20 (1a direcci6 de ’EIM es reserva el dret
d’anul.lar el curs si no hi ha 15
matriculats.

Matricula: Membres d’APAC  15.000
Altres professors 38.200

Horari: Dimarts i dijous de 18,30 a 20,30 h.
Facultat de Medicina (c. Casanovas, 143)

Preinscripci6: Des de 1’11 al 29 de gener

Sala de professors de 'EIM

Edifici Central, 2a. planta

Universitat de Barcelona

El llistat d’admesos s’exposara al tauler
d’anuncis de ’EIM el dia 2 de febrer.

Nota important:  Els inscrits hauran de fer un diposit de
5000 ptes, quantitat que sera deduida de
I’import total de la matricula.

dies 3,4 i 5 de febrer a la Secretaria de
PEIM (Gran Via 585, planta baixa)
Horari:de 102 13h.ide 16 a19h.

TInscripci6:

Professor: Professor de I’EIM experimentat en la
formaci6 de professors.

Nivell: Degut a les caracteristiques del curs, es
pressuposa que els matriculats tintran un
nivell intermedi / intermedi-alt.

Per a més informacié es pot consultar el coordinador de la
seccié d’anglés a la Sala de Professors de ’EIM, teléfon
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Cross-cultural simulation in teacher training.

by Alan Reeves
Universitat Autdbnoma, Bellaterra.

The aim of the simulation described in the following paper is to provide teacher trainees with
some insights into the nature of cross-cultural contact. In the conclusion I suggest that its use
in the language class is equally justifiable, although the teacher may obviously wish to exploit
the simulation in a less theoretical manner. The most well-known cross - cultural simulation
is probably Gary Shirts’ "Bafa Bafa" which is commercially available from Simile II Del
Mar, California. I hope to show, however, that the design of this particular simulation is not
complicated, and encourage the reader to experiment. The result is likely to be more
successful if adapted with a particular group of students in mind, than a commercial package,
however professional in appearance.

Before continuing with the description, it is necessary to distinguish two senses of the term
"culture". According to one common conception, "culture” is that area of human activity, or
activities, which includes what might be called the refinements of civilisation. On this view,
music, art, literature, and university - level study would be regarded as culture. The student
of a second language would be introduced to culture in this sense after mastering the second
language, although in most cases this area is regarded as having only peripheral relevance to
language study, and may not be acknowledged at all.

Another conception, with which we shall be concerned in this paper, is captured in a
definition by R.A. Hudson (1980):
"Culture is socially acquired knowledge which a member of a community has to know
or believe in order to function acceptably in that community".

This goes to the heart of the issue since it shows how unnacceptable behaviour, in
cross-cultural situations, is the result of acting on innappropriate knowledge and belief
structures. It also raises the question of teacher responsibility. To what extent should we be
providing information about appropriate behaviour along with training in the use of a second

language?

The question of culture surfaces occasionally in the literature in the form of two questions.

Firstly, there is the question of whether our teaching should be culture-free. Researchers into
English as an International Language (EIL) such as Larry Smith, have argued that language
and culture are separable, so that any language can be the means of expression of any culture.

In support of this they cite the many varieties of English which exist worldwide, and point
out the presumptiousness of assuming that English language teaching has to be exported
complete with its usual British or US cultural baggage. The other question is whether our
teaching can be culture-free. We are no doubt cautious about using materials which appear
to be heavily culturally biased. In reality however, the culturally neutral language may be a
myth. Lexical meanings, for example, are partly a question of connotations, which will vary

3
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from one culture to the next. An apparently simple concept like "breakfast® will mean
different things to different people. But the way we choose to teach it will no doubt be
influenced by whichever connotations of meaning and context we find the most salient, and
this in turn is a question of culture.

Neither of these points of view addresses the practical question of preparing students for
future contact with foreign cultures, and the main issue seems somehow to have been
sidestepped. Perhaps a more useful staiting point is to ask ourselves to what extent our
students do in fact want to accommodate to a foreign culture. While they would recognise the
need for sufficient knowledge to function effectively in a different culture, it is unlikely they
would want to pass themselves off as fully integrated members. If this is so, the most realistic
approach is a kind of "decentralisation”. This means that while providing information about
the customs and values of a foreign culture may be useful, it may be at least as valuable to
make the student aware of the relativity of his own cultural standpoint. In this way, we hope
to objectify the question of culture in the student’s mind, and at the same time make him
aware that cross-cultural perceptions (or misperceptions) are reciprocal in nature, and not a
question of "I’m normal and you’re strange”, or worse, "I’m right and you’re wrong". The
problem is, of course, that our culture is so deeply ingrained into our thought and behaviour
that we are blind to many of the things that would strike the external observer immediately.
Furthermore, there is no guarantee that simply explaining this fact will have effects which
are deep or lasting enough to be of much use in the student’s future experience.

Teachi .

Finding an effective way to deal with question of "cultural decentralisation” involves a
consideration of the teaching / learning options open to the teacher. The following diagram
shows the different teaching modes available, and the kind of learning that results. Language
teaching typically covers several of these areas. For example, both functional and structural
approaches are concerned with providing the learner with models of language.
Communicative teaching seems more concerned with providing opportunities for language
use. Intractable areas such as irregular verbs are no doubt handled by memorisation, while
persuasion, as a teaching technique would seem to be related to counselhng practices (Why
don’t you try it this way?)

Learning Teaching

vicarious learning providing a model

learning by doing providing opportunities
insight learning providing adequate experiences
memorisation providing lists of facts

attitude formation indoctrination

attitude change persuasion

developing understanding providing meaning

learning to learn supervision.

(Prom Vam dor Werff "Consiraiats oa the Textual
Pressatation of & Forciga Caltere®)
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Simulation activities can be regarded as "providing adequate experiences” and if successful,
result in "insight learning". Simulation is also, I suggest, an original and effective way of
dealing with the problem under discussion.

Ken Jones (1982) defines simulation as "reality of function in a simulated environment”.

"Reality of function" means that participants are given the power to make decisions which
will affect the course and outcome of the simulation. "Simulated environment” means that
the designer has to identify key features of the situation being simulated, and provide
sufficient structure for the participants to act without having to go "outside” the simulation.
In other words, once it begins, the simulation should be self-sustaining. In the present
context, "simulating the environment” translates into creating a classroom culture and then
arranging for that culture to come into contact with "outsiders”. From the designer’s point
of view, the first problem is thus to establish what the key features of a culture might be. The
features I have been working with up to now are listed as follows.

Di : £ criltaral vaziati
a system of religious or ethical values
an internal social hierarchy -Simple enough to be
a preferred activity "grasped” rapidly and
a separate language or way of using language guide behaviour
a system of sanctions and rewards -Practisable in the
a level of receptiveness to outsiders classroom

These categories are not intended to be authoritative, and are certainly not based on any kind
of anthropological research. They might be modified after further experiment. The simulation
"script” which appears below shows how the categories can be filled out. Here again, there
is scope for experiment.

The deita people

Religious beliefs/values. The Delta people worship the air because all life depends on it. The
Air is feminine. The Delta People pray very often (about every two minutes) by fanning air
on to other people, and by blowing air into their hands.

Social hierarchy. Social status depends upon physical height, because taller people are higher
in the air. A taller person can give orders to a smaller person, but not vice versa.

Activity. Because of the importance of the air, Delta People spend all their time designing and
building enormous towers.
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Communication. Delta People consider that they have no free-will. They attribute all their
actions to the Air Goddess. Consequently, every utterance begins with a reference to the Air
Goddess: "She wants me to ask you if..." "She allows me to tell you that..." "She tells me
to stop you from ..." etc. No communication can take place between any two individuals
unless they have their hands on each other’s shoulders.

Forbidden | taboo. Any direct questions about the Air Goddess are forbidden, and must be
punished.

Rewards and sanctions. Delta people can be rewarded by allowing them to stand on
something high. Punishment consists of being forced to sit on the ground. A reward or
punishment only lasts for about half a minute.

Attitude to outsiders. Delta People are tolerant of foreigners but do expect their customs to
be observed before interacting, or accepting foreigners into their community.

Running the simulation

The procedure for running the simulation is not complicated. Two or three students are taken
out of the class, into a separate room, leaving a larger group (minimum eight students ideally)
behind. The teacher tells the small group that they are going to visit a recently discovered
people, and take information back home in order to give a report on their discoveries. Their
first task is to make notes about what kind of information they consider important. The
teacher then leaves this group to work on its own. Back in the main classroom, the teacher
distributes the script, and tells the "Delta People” that when the visitors arrive, they will find
the Delta People going about their normal activities. In practice it is necessary to set them
off with some kind of prompt- e.g "OK, now show me what the Delta people do - everybody
join in"- although very quickly after this participants will begin to interpret the script in their
own ways. After about ten to fifteen minutes, participants feel comfortable with their role,
and the visitors can be asked to come back into the class. At this point the teacher must
withdraw completely from the activity and watch unobtrusively from a corner. Since the
purpose of the simulation is to study interactions between the two groups, it is useful to take
notes.

After about twenty minutes certain phases will have become clear. The teacher may decide
to stop the simulation or let it run on, depending on the level of interest and enjoyment
generated. Typical phases are:

Phases of activity - visitors’ behaviour.
1) Enthusiastic Involvement
-curiosity

-asking questions
-making contacts
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-oblivious to what is actually happening.

2) Spectator Stage
-withdrawal
-stand back and observe STRATEGIES
-form hypotheses

3) Integration Stage
-be receptive
-test hypotheses
-try to copy behaviour of
Delta People

4) Assimilation Stage
-acceptance as
-"Bona Fide Deltan”

In fact it is very unlikely that the participants will get as far stage four. However, if stage
three is reached there is certainly enough material for discussion and this may be a good place
to stop the simulation.

Debriefing

Various points can be covered in the debriefing. This will obviously depend on why and for
which students the activity was chosen. With teacher trainees, I have drawn attention to the
following points.

1. Affective responses

It becomes clear during discussion that certain negative feelings have been generated. It’s
worth making a note of people’s reactions, which are often expressed as below:
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Comments by Comments by

Visitors Delta People

"The delta people are very "the visitors were very
uninterested in foreigners..." impolite”

"the delta people are a bunch” "They were very disrespectful!”
of racists! They punished me

no reason..."

"They clearly consider "They interrupt all the time, but
themselves superior to they didn’t really listen when we
foreigners." tried to explain”

While the visitors seem to build up a stereotyped picture of the Delta People as a rather
disdainful and occasionally irascible tribe, the Delta people themselves have inside knowledge
of their culture, and have attained solidarity as a group through the recognition of each
others’ actions (tower-building) as realisations of their own cultural code. Clearly these two
tendencies are in opposition. Affective reactions experienced by the visitors, seem to go
through a cycle of enthusiasm, doubt, confusion, withdrawal, reinvolvement, and eventual
(partial) acculturation. Such phases have been observed in most studies on culture shock.

2. A model of learning

It is interesting to consider how the stereotyped picture arises inevitably out of a simplified
view; the visitors have interpreted the Delta People’s behaviour in terms of their own
innappropriate set of values, and have arrived at an inevitably distorted conclusion. In real
life of course, such situations can be potentially disastrous, and may lead to conflict and war.
Such a possibility reinforces our idea of stereotyopes as essentially negative, although it may
be that they are a necessary stage of the learning/acculturation process. Models of learning
such as Piaget’s Assimilation/Accommodation model (1954), or Andersen’s
Nativisation/Denativisation model (1983), also account for the apparent distortion of new
material (cultural or linguistic) in the process of interpretation. This insight can of course be
extended to provide a more general metaphor of learners’ linguistic errors, which arise
inevitably when features of a new linguistic system are interpreted on the basis of previous
knowledge (of either L1 or L2) which is not yet adequate for the task.

Also relevant to learning are the different phases of visitors’ behaviour and the way these
reflect the adoption of different learning strategies. After phase one the visitors are forced to
reflect on the effectiveness of their questioning techniques. Phases two and three show how
successful learning (in this case about the Delta culture) depends upon the right choice of
strategy.
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3. Stereotyping and motivation.

One of the most important variables affecting success in second language learning is the kind,
and level of learner’s motivation. Existing motivation studies such as Gardner (1985) include
a set of attitudinal factor tests designed to reveal the learner’s attitudes towards speakers of
the language he is in the process of learning. The general picture which emerges is that
integratively motivated students seem to be more successful learners than instrumentally
motivated ones, although this, may not be true in all contexts. A question not addressed is
where such attitudes come from. To the extent that attitudes are based on stereotyped images
they will always be incorrect, since they arise from a tendency to simplify. There are many
examples from our common experience. French are frequently typecast as arrogant,
Americans as brash and aggressive, English as reserved hypocrites, while both the Catalans
and the Scottish take the prize for meanness. Such preconceptions will undoubtedly have
repercussions in the area of motivation. An understanding of how these preconceptions are
generated might at least help dispel certain barriers to effective learning.

Conclusion

For teacher trainees and students of applied linguistics, the simulation offers a holistic
experience of factors which normally have to be dealt with in isolation during training
courses. It shows how factors relevant to learning such as the use of strategies, the role of
interpretation, the kind of affective reactions, and the tendency to simplify, are not in fact
differentiated in our experience of cross - cultural contact, but rather experienced as a
collection of perhaps rather confused and contradictory impressions. The advantage of the
simulation technique is that it allows us to emphasise these impressions, by deliberately
creating a strange, even bizarre culture, and at the same time reducing the time scale to
something manageable in the school timetable. Participants have occasionally commented that
they were surprised how their confused experience of the simulation can in fact make sense
when looked at from the right perspective.

For foreign language students, the simulation might be seen as an improvised drama activity
which is quite communicative, generates a high level of interest and is quite provocative of
further discussion. Perhaps more important is the fact that if we are involved in language
teaching at all, then we are involved in the task of preparing students for future contacts with
other cultures. The way our students cope with this encounter will depend upon their capacity
to make sense of it in terms of their previous experience. So finally, if you accept the model
of learning which seems implicit in the simulation, then its use as a pedagogical activity
justifies itself.
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Stories for young learners. Where can we get them from?

by Pepita Subira
Centre de Recursos de Llengiies Estrangeres, Barcelona.

Though time be flect, and I and thou
Are half a life asunder,
The loving smile will surely hail
The love-gift of a fairy tale.

Lewis Carroll
Listening to stories fascinates children and even those who are indifferent or hostile to a
_ classroom environment can be caught by the sweetness of a tale. As soon as children hear
the formulaic words "Once upon a time...", which many traditional stories begin with,
their eyes brighten and their faces relax. The teacher, the teller, becomes for a while the
centre of the young audience who, attentive to any change of voice, facial expression and
gesture soon become completely involved in the content of the story and a close
relationship between listener and teller is established.

Stories not only provide an ideal way to introduce a foreign language but they also
contribute to children’s whole development. Stories can be used as a starting point from
which a wide variety of activities, connected by a topic, can be designed. This topic could
link language development with other areas of the school curriculum which will make
learning more interesting and fun. Apart from this, there are further reasons why
storytelling is a good approach to introduce a foreign language to young children. Those
reasons can be seen both from a linguistic and educational point of view.

a. From a linguistic point of view:

-Stories present language in a context that is familiar to children. Children are
familiar with narrative in their mother tongue which helps them to follow and
understand stories in a foreign language better.

-Stories provide rich input. They contain the language that most beginners syllabuses
include such as numbers, colours, parts of the body, clothes ..., as well as language
and situations usual in stories and important to the world of the children like fairies,
witches, giants, princess and animals that speak and behave like human beings.

-The key language that appears in stories plays a specific role within the content of
the story which helps children to understand and memorize it easily. Vocabulary is
presented in a lively and clear context which helps children to guess the meaning and
learn it in relationd to other facts and features in the story. :

-Many stories provide patterns that are repeated through the narration. These repeated
patterns encourage children to participate by repeating, predicting and creating new

11




Actes-2. APAC ELT-CONVENTION 1992

sentences. Stories such as The Enormous Turnip, Goldilocks and the Three Bears,
Little Red Riding Hood among other well-known fairy tales provide excellent models
of natural repetitions which encourage children to join in, adding at the same time a
new element in the repeated sentences or phrases. These natural repetitions of the
basic structures encourage children to learn and reproduce them with adequate
pronunciation and intonation.

-Stories develop children’s comprehension strategies. Visuals, facial expresion,
gestures and mime help children to understand the overall meaning of the story as
well as guessing the meaning of specific items of vocabulary and set phrases.

-Stories help to revise vocabulary and structures children aiready know. Children like
to listen to a story over and over again so the basic language can be practised and a
wide range of tasks can be used.

-Stories are a good way to promote reading. It is not hard work to create our own
storybooks. We can use the pictures that illustrate the story or ask the children to
draw the main events of the story on separate sheets of paper and then the teacher
writes a simplified version of the text. Then, you can display these books attractively
in the book corner and the children will enjoy looking at them and, since they already
know the stories and are familiar with the language used, they will soon read them
without much difficulty.

-Stories can help to revise and consolidate aspects from other subjects in the school
curriculum. Since children do not have a particular reason for learning a foreign
language, it is important to link the new language with other subjects to increase
children’s motivation which will make their progress more obvious.

b. From an educational point of view

-Stories help to develop a positive attitude towards the new language. If the stories we
select are based on children’s interest and their emotional needs, they will enjoy
listening to and doing activities connected with the stories which make learning
interesting and fun.

-Stories increase a child’s imagination and creativity. Children who read or like to
listen to stories become far more creative and imaginative than those who are not
familiar with stories.

-Stories give clear models of behaviour to imitate. Most stories underline the
importance of following parents’ advice, loving and taking good care of animals, not
being ambitious, presumptuous or lying for example.

Where to get stories from

12
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When planning the specific syllabus we can either decide to base it on stories or to use
them to supplement the texbook. Once this decision is made we look for stories with the
topics we want to deal with or those that the texbook covers. In both cases the stories
should suit the children’s needs, interests and language level.

When using stories we can choose from a wide range of storybooks that children are
familiar with in their mother tongue such as well-known stories and fairy-tales, picture
stories with little or no text, stories that chiidren create in L1 and those that the teacher
makes up for the specific purpose of teaching English.

As to the content, it is important to present a varied type of stories: stories that reflect
children’s own way of life, fantasy stories, animal stories and content-based stories among
others.

How to adapt or create a story

Many of the stories we find in storybooks could not probably be told as they were written
and we would need to adapt them in a way that, though providing rich input, could be
easily undertood by children. So before telling them a story check:

-Sentence length and complexity. Long compound sentences may be better undertood
if they are split into short simple sentences. . Tenses and structures. The story may
use too many tenses or different structures. These can be reduced or simplified
without changing the content.

-Idioms, old-fashioned words and unfamiliar vocabulary. It is important to replace
unfamiliar words with more familiar ones. Some stories contain idioms that need to
be rephrased to make the meaning clearer.

-Sequence of events. Avoid redundant sentences and descriptions that can make the
sequence of events unclear.

-How ideas are linked. Sometimes it is useful to use connectors, first, second, then,
so..., to make clear the relationship between sentences.

-How ideas are explained. A god combination of narrative and dialogue will make the
story more interesting and easier to follow.

-Natural repetitions. Whenever possible incorporate natural repetions to encourage
children to participate actively in the story.

13
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New Approaches to Reading in the Classroom

by Jean A. Pierce
Universidad de Cérdoba

Improving reading comprehension is a top priority as well as an area of concern for the
majority of the teachers in secondary education in Spain. Teachers are looking for strategies
and techniques other than the traditional ones of summary writing and comprehension
questions which seem to dominate in the EFL classroom when dealing with a written text.
The paper introduces the concept of mapping as pre-reading or post reading activity and
describes different approaches to this technique.

Mapping- Some definitions.

This process has many names in existing literature:mapping, semantic mapping,
conceptual mapping, cognitive mapping, schematic mapping, and networking. Definitions of
a map and the mapping process are various. Some of them are the following:

A map or web is a graphic arrangement showing the major ideas and relationships in text
or among word meanings. The map consists of nodes (drawn in circles, rectangles, or
squares) containing key words or phrases, with connecting links (lines or arrows drawn
between the nodes) (Sinatra, Stahl-Gemake and Berg 1986 p.22).

Mapping is a technique that conveys the meaning of important relationships in text by
re-representing them in an interconnected diagram (Armbruster and Anderson 1980 p.4).

The mapping technique incorporates the visual-spacial conventions for diagramming ideas
and the nature of relationships between ideas (Tierney and Mosenthal 1982 p.94).

A map is a graphic representation of a written or oral composition including only key
words (Hanf and Boyle 1981 p.8).

A map is a diagram of relationships or ideas, a graphic representation of their
interpretations of information in the text or their personal responses to the text based on
their knowledge of the world (Davidson 1982 p.52).

Networking trains students to convert prose into node-link diagrams. The nodes contain
paraphrases and images of key ideas and the links specify the relationships between these
key ideas (concepts). The maps provide the student with a spatial organization of the
information contained in the passage (Dansereau et al 1979 p.65).

A map is a graphic representation of the intellectual territory travelled or to be travelled
via reading. It is a verbal picture of ideas which are organized and symbolized by the
reader. Map making, an exercise in critical thinking, demands the students insightful
judgments and discriminate decisions about the material (Buckly-Hanf 1971 p.225).
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In summary, a map is a diagram or graphic representation of ideas, where the relationships
among these ideas are demonstrated. It is a picture, a personal interpretation of some
phenomena, a written text, a lecture, etc.

Approaches to Mapping

The bulk of reporting on mapping deals with this strategy as applied to reading in the native
language reading classroom. Four approaches to mapping instruction seem to emerge from
this literature. The first approach (Armbruster and Anderson 1980), proposes prior instruction
in discourse functions. They argue that before the mapping process can be undertaken,
instruction in text structure, logical connectors and functions is necessary. A second approach
, Dansereau et. al. (1979), Long and Aldersley (1982), Sinatra, Stahl-Gemake and Wyche
" Morgan (1986) propose detailed instruction in how to map a text. A third approach, which
include Hanf (1971), Ferguson (1985), Ruddell and Boyle (1984), Berkowitz (1986), takes a
more traditional approach to text organization using main and secondary ideas as the basis for
mapping. Davidson (1982) and (Draheim 1986) propose a fourth approach to mapping which
is a very open creative approach. No instruction in mapping is given.

Mapping text relationships.

Armbruster and Anderson (1980) using the first approach instructed eighth grade students (13
years old) in seven basic text relations: example, property, compare/contrast, temporal,
causal, enabling, and conditional. They first taught the students to identify these relationships
by looking for key words and then were taught symbols for representing these relations. The
mapping process involves recognizing these relationships in the text and representing them
in their maps following a strict code provided by the instructors. Figure one shows the key
words and the corresponding symbols for two of the relationships: example and property.

My experience with secondary school teachers indicates that they find teaching discourse
functions complicated and not very stimulating for the students. Low motivation was also
reported in Armbruster and Andersson’s study-as they stated:

Finally, it should be noted that student interest in mapping and motivation to map texts
was very low for the group as a whole. Students were often inattentive and restless. It
was difficult to get them to attempt to map text longer than short paragraphs. (p.26)

However, the benefits of students knowledge of text structure and connectors are multiple.

Students then can apply this knowledge when composing eriginal discourse creating more
cohesive, unified and organised texts.
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Figure one
Symbolic represenmtion and key words of swo relationships
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From Armbruster, B.B., and T.H. Anderson. 1980. The Effecr of Mapping on she Free Recall of Expository Text. University of Iltinois.

Skeleton maps

Another group of researchers (Sinatra et al. 1986) working with deaf and learning disabled
students used another approach to mapping. They put forth the idea of presenting a model for
the entire text. The teacher decided on the proper model for a passage and the students filled
in the nodes. They classified text structures into four types (1) narrative sequential
organization map (2) thematic or descriptive map (3) comparative and contrastive map (4)
classification-map. Figure 2 shows the maps. These researchers believe that using a model
helps students to better understand the structure of discourse, which can aid them in the
generation of their own texts.
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The one drawback of this type of mapping is that not all written texts adhere to only one
model. Teachers should be careful when chosing texts. A logical strategy would to first
choose texts with very explicit text structure, and eventually moving toward texts with mixed
models.

Figure swo
Four skeleton maps

1—Sequential episodic writing 2—Descriptive or thematic writing

3—Comparative and contrastive writing 4—Classification in writing

i
ot

From Sinatra, Richard, ct al (1986) *Using mappping after reading # organize and write originel discourse” Journal of Reading (Ocwober): 4-13,
Main, secondary, and tertiary ideas mapping.

Ruddell and Boyle (1984) use a more traditional breakdown of text structure, but more open
model of main, secondary and tertiary ideas. Although Ruddell and Boyle in their study on
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the effects of cognitive mapping with college students used texts with three different
organizational patterns (informational pattern, thesis-proof pattern, problem-solution pattern),
it is not clear if they propose different map models for each organization or if explicit
instruction in text organization was provided. Figure 3 shows a map modelling this approach.

This type of mapping is easy and quick to learn. Though focusing on text structure, the
traditional breakdown of main, secondary and tertiary ideas is familiar to the students.

Figure three
Main, secondary, tertiary Map

MAPPING

From Haaf, Marilyn Buckley, aod Owea Boyle. 1981. 'Nq_n'-gﬁeWr’lil;k-l'. Bﬂhkyumd(hhﬁn
Creative Mappping;
At the far end is Davidson (1980 p.12) who proposes very little instruction in mapping.

When students first begin to draw maps, they may experience some frustration. The
teacher may encourage students by showing them the maps accompanying this article to
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help them get started. However, the teacher should provide very little additional
information about maps because it is important to let students generate their own
individual structures. The process of mapping is learned by trying out and then
experiencing the maps of others.

She reports that initial frustration is rarely repeated. By sharing their maps, students become
convinced that mapping is an individual creation which cannot adhere to outside models.
This is the approach that I have used in my classes. It respects and cultivates the individual
creative abilities of the students.

Figure 4.
A Creative Map
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Mapping has also been found to be a useful strategy in the second language classroom.
Carrell, Pharis and Liberto (1989) found that training students in this technique effective in
enhancing seconds language reading.

These four approaches to mapping a text are not exclusive of each other. Teachers can use
a variety of approaches in the classroom or only one depending on the teacher’s style, student

19






