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1. INTRODUCTION

The role of social interaction in the foreign laage classroom has been in the heart of
the methodological discussion for decades. It legntihe central issue - notwithstanding
theoretical differences in regards to the naturefuage and language learning - of the
communicative language teaching (CLT), the on-gdimpm of task-based teaching
(TBT) and of the socio-constructivist, collaborativcooperative, experiential and
dialogic viewpoints. Still, the very compellingeid crucial to many of them — that
through social interaction the genesis of languageld be the same as that of the ‘mind’
and of ‘culture’, and that learning as culturaliatt is most fundamentallyneaning-
making— has not quite found its way to the teaching nelte The ‘social’, having been
taken for granted, seems to have been used asamysynof the ‘cultural’, or even
supplanting or obscuring it. The emphasis on comaoative competences (frequently
understood as classroom talk) has quite oftenghsded the broader capacity — and need
- of the human being to use symbols: to conceivkteansmit symbolic meanings. On the
other hand, with such long-lasted insistence orvitaé role of language socialization, not
much attention has been paid to the more subjeotiviadividual’ qualities of second or
foreign language acquisition on the symbolic lev@bycholinguistic advances in the
study of learner motivation (e.g. Dornyei 2005 2009) are the exception to the rule in a
field that has otherwise been dominated by socitstractivist theory. It is, then, bearing
the semiotic sociocultural (Vygotsky 1962, 1978)daanthropologically interpretive
(Geertz 1973) frameworks and definitions of ‘cudfum mind that | will proceed to
elaborate a material package that seeks to illestrand turn more conscious, the

connection between language, mind and culture stm®t as meaning-making activities.

If 1 needed to offer a common denominator for tloeoilogical and philosophical
influences of my work, | would dare to call thenurhanistic’ in the sense that | consider
language teaching to be a '’humanizing’ enterpAseVivian Cook remarks in relation to
the recent L2 user perspective, “it reminds us thatpurpose of language teaching is to
change the student positively — it transforms peadpto something they would not
otherwise be” (Cook 2002a, 341). The change irotsomly manifested in the increasing
ability of the L2 user to rely on different lingtitsresources in a variety of contexts that
privileges him or her over monolingual speakerstamrms of cognitive abilities and

helpful attitudes: furthermore, language teachmgeen as a profound influence on the



students, justifying it educationally and restoriitgto the humanistic ’civilizing’
tradition” (ibid.). In The Multilingual Subject2009a, 188), Claire Kramsch reminds us
how speaking or writing another language involveskernative signifying practice that
orients the whole body-in-the-mind (and not onlydssembodied mind’ as ‘mind’ is
commonly conceptualized in Western scientific aayl thinking) to alternative ways of
perceiving, thinking, remembering the past, andgimag the future. If the objectives of
English Language Teaching (ELT), in particular, dvdeen predominantly practical or
utilitarian, conceiving foreign language teachinghis symbolic and thus deeply cultural
- and concretely embodied - dimension would adde/abd the experience in surprising,

more subtle and unsuspected manners.

Through my work, | will prefer to use the term fiie language teaching or learning
(FLT or FLL) instead of second language (L2) teaghiL2 education or L2 acquisition.

Traditionally, it is understood that English as @eign language is taught in L1

educational settings, while L2 instruction woulddaplace in a target language, or a
“native-speaking”, environment, even though thesgirgttions are turning somewhat
outdated in an increasingly complex multilingualrido I have prepared the material
visualizing learning contexts in Finland and in Mmx where | have worked as an
English language teacher. | may use English laggueaaching (ELT) synonymously

with foreign language teaching (FLT). Evidentlypsgtimes | have the English language
teaching context in mind, though both the theoatticamework and the general ideas
presented in the material package could be appligtie teaching and learning of any

other languages.

In preparing the material package, | have reliecexisting materials — adapting them -
and on practical suggestions made by other teacteher parts spring from my own

experiences and observations as English languagdde in Mexico. Kumaravadivelu

(2001, 18) has questioned the sharply articulagpdstion between theory and practice.
Traditionally, the first field belongs to the amali linguist, who conceives the tools
deriving from a number of related disciplines tpabvide a foundation for the second
field, territory of the practicing teacher. |, toopnsider that sometimes practice and
theory meet in unpredicted or alternative wayshaps after years of trial and error, or

owing to sudden and fortunate discoveries.



As my starting point is to consider language leagnmost fundamentally to be a
meaning-making activity and, within the semiotiarfreworks, thus directly related to the
concept of culture, | will start by exploring in &fter 2 the most central methodological
foci of the ELT field in relation to their most conon or representative concepts of
‘culture’, and particularly ‘cultural meanings’, dog the last decades. | will use a
framework offered by Kumaravadivelu (2001, 2006)hick | find practical and

illustrative. He organizes methods into languagetered, learner-centered and learning-
centered ones, even though, as he says, theredsnewverlapping (2006, 90). As he
leaves the so-called humanistic approaches ouhefcategories, | will discuss them
under a separate heading. Anyhow, as humanisticeimées have been central to my
work both as a teacher as in the construction &f theoretical framework, these
proposals deserve that — separate — attentionhésole and the weight of methods in
ELT has been a matter of a certain amount of cweatsy, | will also discuss

Kumaravadivelu’s concept of the post-method era ith Ws cultural implications -

together with some of the reactions it has arousédd the methodological tides — this
cyclical give and take between different positiengarticularly fascinating, and will

dedicate effort to bring forth some connecting beisl between several proposals

presented in the last decades in spite of the app#reoretical divisions.

In Chapter 3 | will turn to the theoretical framek® that have been most central in the
conception of the material package, and will revissme of the key concepts of the
interpretive anthropological theory, on one hand] af the sociocultural theory, on the
other. Both of them view culture as ‘symbolic aityiv In their light it will be clearer
why rituals, myth (together with narratives andl ¢raditions) and art are cherished in the
material. That in turn, in Chapter 4, will open wsvards a more aesthetic vision of
foreign language learning as meaning-making agtivit which not only the concrete
social interaction and the social construction @aming is highlighted, but in which, as
will be discussed in Chapter 5, cultural meaninddmag is profoundly rooted in each
learner’s perceptive ‘body-mind’. Chapter 6 lays tornerstones of the material package

before the Conclusion in Chapter 7.

The activities included in the material package ragant to be used as a resource, even
though they could be used to build entire cour§égre is nothing revolutionary about

them in methodological terms, but still, they areended to serve as a reminder of some



paths through which culture, as meaning-making ahdred but at the same time
subjective symbolic activity, can be approachedxperienced in the ELT classroom.
The activities are targeted at upper secondaryaschat many of them could be adapted
for other age groups as well. As the package isn@@Meddings and Thornbury 2008)
spirited, it is mostly 'conversation-driven’, andctised on spoken language even though
the four language skills form part of the flow ihet dynamics. In most activities
presentation skills will be practiced as well. Nekeless, | find separating the four skills
quite artificial, and it is more natural, and usyamnuch more refreshing, to offer
sequences of classroom work in which listening,akpey, reading and writing all
alternate. And sometimes instead of talk what isded is silence: it can be like fertile

soil for the symbolic to grow.
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2. THE CONCEPT OF CULTURE THROUGH THE METHOLOGICAL TIDES
OF ELT

2.1. The Methodological Tides

Applied linguists and course book writers often tisimage of a pendulum to describe
the constant movement of theoretical and methoddbdgoci from one end of the
continuum to the other (e.g. Kumavadivelu 2001, 2&an 2009, 120). Johnson, in his
Introduction to Foreign Language Learning and Teagh(2008, 44) attributes these
tides within the fields of applied linguistics afmteign language learning and teaching
largely to the dichotomy between empiricism (infeliént contexts called positivism,
behaviourism or skinnerism) and mentalism (or ralsm or idealism) which in
linguistics is most predominantly represented bgwa based on Chomskgyntactic
Structuresl957;Aspects of the Theory of Synte365). At one end of the pendulum, the
starting point is the observable, concrete and orahte world of the senses. At the other
end, the focus is on the human mind, which is aered not to be directly observable.
According to the mentalistic point of view, our soiousness and thoughts determine
human behavior as well as the way we do scienofingbn 2006, 49.) In the field of
social sciences, educational studies - and thenitegof foreign languages — there are
many other “opposing”, or perhaps, complementanjep of common dichotomies, such
as ‘individual — social’, ‘native — non-native’,€f — other’, ‘L1 — L2’ as Kramsch (2000,
233) mentions. Such seem to be, as well, whetleefdhm’ or the ‘content’ is considered
to be primary, or whether a foreign language iarhed’ in a structured way, or could be
‘acquired’ in the same manner as the mother tongue. good part of my pro gradu —
thesis | will be in search of my personal way darayuage teacher to cope with these
dichotomies, and perhaps, trying to build a framdwbat would allow finding a healthy

balance between them.

Kumaravadivelu (2001, 25-27; 2006, 90-92) has dmgah the theoretical and
methodological emphasis into three main categafegaching methods which form a
sequence according to what is under the spotlightthe language teaching scene: the
languagetaught, thdearner, or thelearningprocess. He remarks (2006, 90) that there is

considerable overlapping in their theoretical angcpcal orientations. | find his
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categorization illustrative of the central focifofeign language teaching during the last
decades and will describe each of these threear@sdoriefly.

Before reviewing the three categories, we shoulohkvhat Kumaravadivelu means by
“method”, a concept that tends to be taken for g@mand is thus often left undefined.
For Kumaravadivelu a method should satisfy at |&ast major criteria. First of all, it
should be informed by a set of theoretical prirespilerived from related disciplines and
offer a set of classroom procedures. Also, it sti@adress the factors governing learning
and teaching in a coherent fashion. Secondly, dukh sustain various aspects of
language learning and teaching particularly in tewhcurricular content (grammar and
vocabulary), language skills (listening, speakingading and writing) and different
proficiency levels (beginning, intermediate and atbed). (Kumaravadivelu 2006, 94.)
As the purpose of the present review is to ideritiy the concept of ‘culture’ has been
handled through these three major methodologicalesjait is worthwhile to note how
Kumaravadivelu’'s definition is restricted to langeateaching merely in its linguistic
dimension: in structural and semantic terms, andhasteaching of the classic four
language skills assessed against a prescribed mbgebficiency. Perhaps ‘culture’ is
assumed to form part of the content matemaldtis listened to, spoken, read or written)

or of the mode or context or learning.

2.1.1. Language Centered Methods

Language Centered Methods are founded on the assuntpat if we concentrate on
linguistic forms, we will ultimately gain a masterpf the target language
(Kumaravadivelu 2001, 25). Lantolf and Thorne (20&) remind that separating
linguistic form from meaning, modelled on physicatiences, has a long history:
Saussure divided language iangua and parole Chomsky in competence and
performance, and Bloomfield expelled the study @&aning to the field of psychology
and sealed the study of language off from contatt wulture. In this theoretical and
philosophical climate, that has privileged form owyeeaning, language teaching has
basically consisted of offering opportunities toagiice pre-selected, pre-sequenced
linguistic structures through form-focused exergiseclass. Learners have been expected

to draw from their formal repertoires when they lwi® communicate in the target
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language in the outside world. (Kumaravadivelu 2088.) Language development is
seen as an intentional rather than an incidentadgss in which lineal progress is made
while new structural building blocks are insertedhe language construct. The grammar-
translation method with its explicit use of gramnaard metalanguage is, perhaps, the
most representative example of language-centergdoai® In it the linguistic structures
of a language are sequentially presented and egalaind constant comparison with and
translation to and from L1 are used (Kumaravadi#d0l, 26). In the context or the
present work in is important to note that strongctralist undertones in FLT consider
form a priority and ‘meaning’ to be referential rpaf the signs themselves (Lantolf and
Thorne 2006, 4).

Saussurian structuralism in the field of linguistion one hand, and behaviorism in
psychology, on another, led to the boom of the @urdjual method (Cook and Wei 2009,
6; Johnson 2008, 4). It represented a reactiohgddng-lasted Grammar — Translation
tradition, and marked a significant movement frdme frevious methods focused on
written language towards an emphasis on the auahlaspects: it is the first method to
give primacy to speech (Johnson 2008; 164; Kumaligghi 2006, 99). Language input
was primarily presented — apart from explicit stames — in dialogues for drilling,
emphasizing “language as communication” for thetftime (Kumaravadivelu 2006,
109). It also marked a movement from a languagehteg that was now judged as too
mentalistic and philosophical toward positivism adpiricism, proudly presented as a
theory and application which were truly ‘scientifiand founded on the analysis of
observable and recollectable ‘sense’ data (JohR8608, 47; Kumaravadivelu 2006, 100).
And, indeed, it was the first language teachinghoetbased on a sound body of theories
of language, language learning and language tegatenived from the linguistic and
psychological knowledge available at the time (3am 2008, 164; Kumaravadivelu
2006, 109).

Evidently, it was found that the communicative enfidearning were not met through
structural means of teaching in spite of the exgatommunicative ‘return’ after a
grammatical ‘investment’ (Widdowson 1990, 146). pExence and empirical studies
showed that the method produced learners that bedter with ‘language usage’ than in
actual ‘language use’ (Widdowson 1978 in Kumaraveldi 2006, 110).
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Language centered methods dominated language ngaetell into the early 70’'s
(Kumaradivelu 2006, 115) and it is important to ramkledge that many of the principles
and classroom procedures typical of them arersfiécted and found useful in FLT even
today. Among the positive aspects worth preservi{igmaravadivelu mentions a few
(2006, 112). For example, he recognizes the valueaoning individual lexical items as
part of foreign language development. Furthermohe notes how from the
psycholinguistic point of view (Bialystok 1988)does help the learner to build a system
by focusing on forms and structures at ‘certairgesa The repetition-reinforcement
procedure typical of the audiolingual method hasnb®und adequate particularly in the
early stages of language learning, and among oMedslings and Thornbury (2009, 20)
and Kramsch (2009, 202,209) recommend drilling msyable language play in class
that helps stand items out and turns them more et Also Widdowson (1990, 11)
concedes that some aspects of language learnirggtbhado with habit formation, which

is one of the audiolingual method’s cornerstones.

2.1.2. Culture and Language Centered Methods

The language centered methods were crafted on tuelnof the ‘classical’ language
teaching of Latin and Greek in the 19th centurycidiel Byram, inCultural Studies in

Foreign Language Educatio(1989), one of the first comprehensive surveysualoe

culture-pedagogical field, notes how the conseqaut classically oriented Grammar-
Translation method has been criticized for not dairhat it actually never set out to do:
instead of producing speakers modelled on and ssdeagainst the ideal of native
speakers, the method concentrated, more attaimalByram’s (1989, 10) opinion, on

producing ‘native readers and writers’.

One of the characteristics of the classical languagching model is that language and
literature are associated, which, in many Univgrsinguage departments, has long been
the dominant tradition (Byram 1989, 41). Byram dibb8) notes how the term ‘area
studies’ was gradually introduced in higher edwratio denote courses that waret
devoted to literature. Kumaravadivelu (2001, 288 sses that before World War I, the
cultural orientation that informed L2 learning at&hching usually conceived “Culture

with a capital C” referring to societal and creatigndeavours such as theatre, dance,
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music, literature, and art. It was only after tharywhen the ends of language education
became more communicative and pragmatic, that thé&r@pologically influenced
concept of “culture with a small ¢’ (Geertz 1978 pped in, understood as patterns of
behaviour, values, and beliefs that guide the aagrylife of cultural communities.
According to Kramsch (1993, 24), the teaching dfure as information about the ‘target
culture’ has favoured facts and left the learnaraware of the meanings, and blind to

their own social and cultural identities.

Karen Risager, in a more recent and very exterste®unt on the relationship between
foreign language studies and the concept of cyliLmeguage and Culture Pedagogy:
From a National to a Transnational Paradig{2007), argues that the national paradigm
which has been so prominent in Foreign Languagehieg (FLT) becomes clear when
we look at how culture has been conceived in tleipus periods of FLT which, after
all, has a long methodological existence sincesastl 500 BC (Kelly 1969 in Risager
2007, 5). She claims that cultural teaching usedog@omuch more ‘universal’ and
‘encyclopaedic’ - and less nationalistic - in natufibid. 3-5). By ‘universal’ and
‘encyclopaedic’ Risager refers to culture teachimgfore it was focused mainly on
providing the necessary ‘background informationt feuropean philological study of
language and literature. In this vein, ‘realiaaigentral concept, with a history that goes
back at least to the second half of th& &&ntury. Its main objective has been to prepare
for the reading of texts in academic environmehtg,also cater for the needs of travel
and polite conversations to be held with nativeshefcountries visited. Even nowadays
there is a ‘realia’ trend in culture pedagogy, Whitocuses on the background
information as a requirement for understandingsteRisager notes that apart from the
more-or-less scattered information offered by egalhe reading of literature in itself
could give an impression of wider culture-historicands and aspects of everyday life in
a foreign country. (Risager 2007, 24 - 27.) Brunf©85) and Kramsch (1993, 2009a)
have been keen defenders of the uses of literaifeT. Brumfit (1985, 114) views the
uses of literature mostly as creating contextsaforotherwise communicative language
class. For Kramsch (1993, 175), literature is iasaple from culture, and she emphasizes
the importance of literature as a gateway to a dvofl attitudes and values, collective
imaginings and historical frames of reference thelbng to a speech community. She

reminds, though, that when we integrate culture &tetature to the teaching of
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languages, neither literature should be handlead asere mirror of given social and
cultural contexts, nor ‘culture’ reduced to onlynadive voices (ibid. 175 -176).

In beginner textbooks from the 1940’s, 1950’s aBBQls, there was a transition in the
use of realia to a more systematic teaching ofuceltRisager refers to the Belgian-
French use of ‘fields of interest’ such as, forrapée, the ‘country-life’ (harvesting in the
fields, the house and workmen, domestic animats) #tat consisted of presenting visual
material of particular environments and their vadaly. Gradually these rather
pragmatic matters dealt by informative realia wiefé aside due to a growing concern
with the national-typical: the ‘national character mentality, the national historical
constants and life patterns. (Risager 2007, 26)-T¥Ws move echoes a larger complex of
ideas, namely the German philosophical and politdiacussion about the relation
between language, nation, people and culture (86Jl. On the other hand, the dominant
ideas about the relationship between language altute were strongly influenced by the
structurally oriented cultural and linguistic amdpology practiced in Amerindian studies
in the USA in the first half of the 30century (e.g. Boas 1911, Sapir 1920’s, Whorf
1930's). They emphasized that language, thoughtcaiitdre could not be analysed in
isolation, and stressed the view of cultures aseshaystems of beliefs and assumptions
among the members of a language community. (Hird@99, 3.) The Sapir-Whorf
hypothesis - that language systems, discourse exid teflect thought and ways of
looking at the world and its realities - has beafiuential in culture and language
pedagogy both in the USA and in Europe (Hinkel 18%Risager 2007, 43).

Though a concern for culture pedagogy had emenget880'’s, it did not become an
autonomous field until 1960’s (Risager 2007, 2#rom 1960’s onwards, globalization
intensified, communication within the Western woilttreased partly as a result of
tourism and migration, and partly because of tratisnal communication via TV and
other media. Particularly in the U.S. there wasnaneasing demand for the immigrating
labour force to be mobile and flexible — and aldecommunicate and have a working
knowledge about the new world. The audio-linguathd which, in part, was designed
to meet these ends, was now seen in need to Hermed by a more visible and effective
culture teaching. (Ibid, 33.) Risager (2007, 3ims that ‘culture pedagogy’ proper
started with the publication oEinguistics across Culturedy Lado (1957) which

underlines the nature of cultures as “structurestesys of patterned behavior”, and
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promotes comparing ‘units’ from one culture and theo as regards to their ‘form’,
‘meaning’ and ‘distribution’. His concept of ‘usitseems to denote a strong semantic
and systemic conception of culture bringing, agaithoes from the dominant structural
model both in anthropology and linguistics. Nel€®rooks, who, like Lado, is among
the earliest American cultural anthropological erédt pedagogists, published in 1960
Language and Language Learniimgwhich Risager (2007, 34) states she has fobhad t
first explicit assertion of the inseparability ahlguage and culture, even though the claim
had long been implicit due to, for example, Wholgince 1930’s; in 1956anguage,
Thought and Reali}y writings. There is an increasing consensus alaoguage
constituting the most typical, the most repres@érgaand the most central element in any
culture. In the 80’s the assumption became to b@wvknas the ‘marriage metaphor’
reflecting the tension between the conviction thattwo are inseparable in one way or
another, and the great difficulties encounteredintegrating language and culture’.
(Risager 2007, 99.) The conflict has been constamtknowledged in language and

culture teaching until today.

In the context of the present paper, it is centatry to distinguish the suppositions
across the varying methodological positions in réga what cultural meanings consist
of. In language-centered FLT we can see two préukm tendencies: the earlier culture
pedagogy since 1880, and the more recent one sihi®60. They build on two previous

traditions. The first one is the purely informativealia’ tradition that emphasizes the
concreteness and the context-specificity of mean(tige referential meaning). The idea
that meanings emerge from concrete interactiogggral to the sociocultural theory, to
which | shall return in Chapter 3.2. In the sectnadlition, in the much larger context of
the German philosophical and political discussiomeaning is assumed to have
nationalistic and idealistic ‘deeper roots’. Theotwraditions are interwoven in the

philosophical conflict between positivism and idea, which, as mentioned above,
Johnson (2006, 49) calls empiricism and mentalisithé context of applied linguistics.

Risager (2007, 36) emphasizes the importance sketlassumptions for European FLT
largely based on the hypothesis of the insepatatbitween language, nation, people
and culture, be it from a positivist orientationncerning facts at one extreme to an
idealistic and stereotyping interest in nationalgimlogical traits at the other (ibid.). This

discussion fell silent in the post-war period, alth it returned in the 1970’s (ibid. 36)
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when the interest of FLT research and methodologg wrning toward the language

learner.

2.1.3.Learner Centered Methods

The results of the language centered methods wese ® be disappointing: learners
knew abouthe foreign language, but were quite unabledmmunicaten it (Johnson
2008, 174; Kumaravadivelu 2006, 115)jo look for answers, attention was drawn
towards the learner whose needs, wants and chassicee were placed under the
spotlights (Kumaravadivelu 2006, 91). Language oetepce was no more to be
observed and assessed only in terms of the hypcahéideal speaker-listener, in a
completely homogenous speech-community” (Chomskgb1i& Johnson 2008, 56). As
the theory of language competence should also emitde issues of actual language use,
pragmatics gained strength as the study of whablpaueant by language when using it
in the normal contexts of social life (Johnson 2088; Widdowson 1996, 130).
Chomsky’s (1957; 1965) theories about language iaitigun (Language Acquisition
Device and Generative Grammar) together with Hym@®70) publication ofOn
Communicative Competence how language was actually used as a means of
communication among humans (Johnson 2008, 57 - &8)l Halliday’s (197%.earning
How to Meap work on the functional properties of language tedcommunicative
language teaching (CLT) (Cook and Wei 2009, 6; 3ohn2008, 174; Kumaravadivelu
2006, 115). The notion of learner-centerednessd@unatural ally in the communicative
syllabus design which was “less interested in leernacquiring the totality of the
language than in assisting them gain the commuw&and linguistic skills they need to
carry out real-world tasks” (Nunan 1988 in Meddiagsl Thornbury 2009, 17).

Learner centered methods, such as the widely spmetidnal-functional syllabihave
been principally concerned with language use aachéx needs. The new emphasis was
further strengthened due to influences from psyadwlwhere the move towards
cognitivism turned the attention to what happenetvben the stimulus and the response,
behaviourism’s cornerstondse learner’s cognition participated at that paimaking the

learner an active member in the process (Johns08, Z81-52; Kumaravadivelu 2006,
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115). Instead of forming habits, learning is nowrsas forming insightsa focus that

Johnson (2008, 49) considered “mentalistic”.

Communicative methods seek to provide opportunitfies learners to practice
preselected, sequenced grammatical structures laasveommunicative functions (such
as apologizing, requesting, etc.) through meanoogged activities. Onlyneaningful
learning is expected to lead to internalizationlariguage systems. (Kumaravadivelu
2006, 118.) Johnson (2008, 172) calls this a $fofn how to what The assumption is
that a preoccupation with both form and functiofi ead to target language mastery to
meet communicative needs in ‘real-life’ situatiangside the class. In this approach, as
in the case of language-centered methods, langdegelopment is considered largely
intentional rather than incidental. Learner-cerderaethods aim at making learners
grammatically accurate and communicatively flu€kiumaravadivelu 2001, 26; 2006,
91.) The proponents of the method share with lagguzsentered teaching the faith in
accumulated entities (ibid.) and in the potentfacommunicative tasks to provide the
conditions for learning to occur (Meddings and Ttmry 2009, 17). The major
difference is that in language centered methodsatteemulated entities are linguistic
structures, and in the learner centered methodststes are matched with notions and
functions. In both methods linguistic forms are lakped systematically to the learner.
(Johnson 2008, 124; Kumaravadivelu 2001, 26.)

The communicative and notional-functional syllabtlee 70’s and 80’s were described as
the “communicative revolution” by many authors. dstn calls it a “sociolinguistic
revolution” (Johnson 2008, 175). Kumaravadivelud@0131) considers such terms to be
an overstatement. As he points out, the similaribetween the language centered and
learner centered methodologies are more importduain ttheir differences and,
interestingly, he (2006, 130) concludes that thereo fundamental difference between
the two pedagogies as both of them adhere to timdida linear and additive view of
language learning and to the presentation-pragtioduction vision of language teaching
(ibid.). Furthermore, Kumaravadivelu (ibid.) - amny others (e.g. Halliday 1997 in
Sullivan 2000, 129; Pennycook 1997, 39) - remaht tesearch on actual classroom
procedures in allegedly communicative classroomd peoved that communicative
classrooms are not that communicative after akkré&hhas been a gap between theory and

practice, the well-conceived agendas and the aclas$-room practices.
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One of the major contributions of the learner cexdgpedagogies has been the change in
the roles of the teacher and the learner. The idefalr the teacher to be “one among a
number of communicators in the classroom” (Brunif®84, 60). More realistically,
though, he or she would be the facilitator of tiieaningful’ communicative processes in
the classroom by providing open-ended tasks, indbion-gap activities and
contextualized practice of the four language sKismaravadivelu 2006, 119), which
now - at least in theory - received equal attentionsyllabus and material design.
Importantly, and with significant cultural implicabs, the teacher should provide
‘authentic input’ at discoursal (and not only sysie or sentence) level (Widdowson
1978, 79-80). Moreover, Chomskyan and cognitiveléegheories changed the attitude
towards learner errors. CLT would tolerate errassaanatural and inevitable part of
language development (Brumfit 1984, 57; Kumaraveldi\2006, 119). Memorization of
vocabulary lists and repetitive drills were now shed as mindless, which also required

the learner to take a much more active role irlébening process.

The learner centered ideology, the strong influerioem the field of psychology and the
many societal changes contributed to the rise ef Humanistic approaches. As the
material package included in the present work $® d&umanistically’ influenced, some
of the basic concerns of the approach will be mgekin a separate chapter (2.2.) later

on.

2.1.4. Culture and Learner Centered Methods

With the learner centered methods, and as a rektitte CLT, the ‘content’ of teaching
gained more weight. Questions like ‘relevance’, am@gfulness’ and ‘authenticity’ of
the content material were highlighted by languadjgcators. As a reaction to the long-
lasted conceptual separation of language (‘fornrmyl @ulture (‘meaning’), language
educators turned to anthropology (Boas, Malinows&gapir, Geertz) to conceive a
‘languaculture’ in which form and meaning, or laage and culture, would depend on
each other dialectically (Lantolf and Thorne 208§, Furthermore, the leading cultural

anthropological and social psychological framewoiksvogue favoured the attention
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being paid towards the individual language leam®mwell as an increasing interest in

intercultural matters.

As mentioned before, in the USA the developmentufure pedagogy was strongly
influenced by anthropology and closely connecteth&idea of cultural relativism as a
basis for a multicultural society in a larger sbciantext characterized by racial, ethnic
and political conflicts (Risager 2007, 36). The AXSnational culture, traditionally

conceived as an apparently harmonious ‘melting, paé's now recognized to be full of
socio-cultural inequities and struggles. In the@9& large number of movements (civil
rights, hippy, student, feminist, Black Power, éthrevival, and reactions against the
Vietham War) began to manifest themselves. Thiseldgwyment contributed to the
intercultural communication to be placed on thenalge (Risager 2007, 33.) It is a broad
social-psychologically oriented discipline that marultural educationalists refer to and
borrow methods from for the developing of cultuedareness (ibid. 36). Cultural
consciousness, as Kumaravadivelu (2001) callssitcentral, for example, to ‘Post-
Method Pedagogy’ to which | shall return in 2.4Is@ the different civic, ethnic and
social movements had an impact that contributethéoemergence of the Humanistic

FLT as part of the learner centered approacheiplany in the U.S.

Within culture pedagogy these developments havelwidiffering points of departure: in
the USA the cultural-anthropological and behavistizi schools, meanwhile in Europe,
and particularly in France, a more historical antistic way of thinking, the old concept
of ‘civilisation’ (Fr.) rooted in the encyclopaedic tradition oétEnlightenment. With the
introduction of the American anthropological coricieypo French culture pedagogy in the
1970’s, two different notions developed: a newaxdile concept of culture to the side of
the old ‘humanizing’ tradition, which referred tdet process of cultivation of the
individual. (Risager 2007, 69.) | shall briefly lo@t the questions of ‘relevance’ and
‘authenticity’ in language and culture pedagogyetbgr with the strengthening of the
intercultural concern, leaving the approach moratared on the individual for the

separate chapter dedicated to the Humanistic FLT.

As CLT recognized that linguistic communication d®ps best with a meaningful
content, it evidently raised the question abouttwhat content could be (Risager 2007,

10). Cultural and societal information about threrdet’ cultures continued being thought
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suitable for the purpose, but this time with a naslaim for the ‘authenticity’ of the
cultural ‘texts’. The development of language andtwe pedagogy in the 1970’s
coincided with ‘the expanded text concept’ (ibid.)3 This meant that, in addition to the
traditional literature teaching, ‘texts’ in a bresdense were included in FLT: non-fiction
texts of several kinds, newspapers and magaziegts tised in everyday life such as
menus, signs, brochures and tickets. As a gréat@wvledge of the outside world was
needed to understand these texts, the work on intoAf went hand in hand with an
increased orientation to culture and society. Celtiad first and foremost to do with the
thematic content of the teaching, exemplified vé#tracts from short stories, newspaper
reports, statistics, images, etc. (Risager 2007, B&msch (1993, 24) deems that the
interpretive cultural anthropological direction addnew ‘meaning’ to culture teaching,
which had been previously understood as culturetisfeeven though ‘culture’ was still

generalized to mean target - country national cedtu

Byram (1989, 42) underlines the importance of Hyr(tE%72) in introducing a more
sociolinguistic interest in language and in cultared in the culture-specific pragmatic
uses of language. But as we have seen above, tiedinal-notional methodology had
been committed to a view of language as commuuwicatindertood as speaking, thus
overlooking the wider pragmatic framework origiyadiffered by Hymes’ concept. In the
learner-centered framework and in CLT in genemateriwining the ideas of relevance
and learner needs became self-evident. Relevansebéan typically understood as
‘relevant for the needs of the learner (Byram 1982). Byram (ibid.) remarks how
‘relevance’ as well as ‘usefulness’ are often eatdd with very common sense
arguments. The generalized principle of usefulne§sCLT has habitually been
understood as the “utilitarian argument of the pgeemof some future profits for the
language learner” (ibid. 13). The purpose of thespnt paper, in part, is to go beyond the
strongly utilitarian view of foreign language teahand learning which so often, and so
all-pervasively, is taken for granted. As for exdenpyram (ibid.) and Kramsch (1993, 1;
20009, 3,14,17,28tress, interpersonal communication through spegght be the prime

but not the sole function of language nor the gniypose of foreign language teaching.

Another central underpinning of CLT was that thagiaage input offered to learners
should be ‘authentic’ and learning contexts ‘raalisboth for linguistic and cultural

reasons. Authenticity, in the context of CLT usyatleans “providing with experience of
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language produced by native speakers”, as defigelypam (1989, 139). It is a search
for the “natives’ self-presentation” (ibid. 98). U$ examples of English in L2 user
exchanges or as an international language wouldyebbe considered an option. At
initial stages the authentic material is carefidblected to make it accessible (ibid.).
There also seems to be an assumption that teaaheror should be, experts (if not
natives) of the ‘target culture’. It seems illusitra of the dominating language teaching
ideology of the time, that for example Byram (19899), though elsewhere critical about
the unattainable native-speaker goal common in Femarks how the culture-expert
foreign language teacher would help learners “@siat of comparison with their own
unarticulated cultural competence”. That should endkem aware of the nature of
cultural behaviour in general as well as help trenacceptably in the specific foreign
culture in question. In the present perspectiies¢ sound like unattainable ‘cultural
objectives both from the teachers’ as from therlees’ point of view. In my opinion,
teachers might quite as well not share, of be ‘@sgp@f, the ‘native culture’ and the
learners do not need to dominate the ‘rules’ of twpposedly standard ‘native
behaviour’. The ‘national paradigm’, the assooiatof culture to nations and countries,
is still strong in the days of CLT and it also stsow Byram’s (1989) book (“insights into
the system of meanings which underlie a sense tdna community”, p. 98). In this
line, influential language and culture pedagogisthou (1979) representing the French
tradition of ‘civilisation' and the American anthropologically oriented Sed|¥974) both
exemplify the same content-oriented culture pedadogwvhich texts are related to the
cultural and societal themes of the target coumtriBeelye also addresses cultural
‘context’ (and not merely ‘content’ as knowledgenaba culture) relating it to linguistic
practice (how adequate linguistic and non-lingaishaviour can be developed). On the
other hand, Fichou is one of the first to contergpleultural and societal relations,
including linguistic varieties, of the target coues. (Risager 2007, 70.) Risager
summarizes that the cultural educationalists mastio above are characteristically
interested in the target languages and the ‘tdageuage countries’ and she claims there
is an unspoken national paradigm of a politicalreunderlying the culture-pedagogical
discourse of the 1970’s (ibid.). Byram (1989, 3} dfumaravadivelu (2001, 281) have
called this ‘the hidden curriculum’ or the ‘hiddegenda’ that indirectly seeks to create
empathy toward and appreciation for the targetucaltKelly (1966, in Kumaravadivelu

2001, 281), in his review of twenty-five centurigslanguage teaching, has pointed out
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that the cultural orientation of language teachiag always been one of its unstated

aims.

Since 1980’s and 1990’s, the more intercultura¢ lof CLT manifested an increasing
interest in teaching cultural differences in langgiause and in the use of the target
language as a lingua franca (Risager 2007, 10). din@hasis on pragmatics and
intercultural communication started a shift frone ticulture-specific’ (the predominant
view until then) towards the ‘culture-general’. €Fra was a growing interest in the
psychological aspects of intercultural competertbe:individual’'s ability to adapt and
develop an awareness of cultural differences. Qpresgly, the nationalistically
flavoured focus on the knowledge of the target lege countries was toned down to a
certain extent. (Risager 2007, 75.) Byram turnéneerican culture anthropology for a
model of Cultural Studies pedagogy and choosestz€&B73) conception of ‘symbols
and meanings’ as the most appropriate one, comsidéra welcome move from the
behaviorist and quite static and monolithic viewcofture as mere adaptation to existence
in a particular society (Byram 1989, 43) towardsenopen systems where symbols and

meanings circulate and change.

Byram conceived a model for Cultural Studies agt parFLT (consisting in skills-
oriented language learning and knowledge-orientdtli@l experience, both conducted
in FL, and in language awareness and cultural awease studies, with a comparative
focus and conducted in L1) in which cultural awasnteaching shares with language
awareness teaching a dual purpose of supportinyée learning and extending general
understanding of the nature of culture. Culturallyiroducing L1 as a language of
instruction was a major innovation in the days dfTCwhen the use of the target
language only was required. Moreover, Byram is eaomed with non-linguistic
dimensions of culture and raises the question ef ¢hange from monocultural to
intercultural competence. (Byram 1989, 139-142.) s idea is heavily informed by
ethnographic methods (Geertz 1973), he says thatrauawareness should involve the
learner both as an ‘ethnographer’ as an ‘informgByram 1989, 142) to gain a
comparative perspective and move away from ethridciey towards a recognition of
other possible centres of ethnic identity (ibid7)L31t is important to note how Byram’s
model for language and culture teaching has becimereasingly detached from the

national language-and-culture paradigm - still dwating during the learner-centered era
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- and how he has moved toward an interest in ttegdaltural competence (Byram 1997:
Teaching and Assessing Intercultural Communicatd@mpetence which is more

typical in recent culture-pedagogical discussioerywmuch the same objectives have
been expressed, as well, as critical cultural ames®e in Kumaravadivelu’s (2001)

macrostrategies (2.3.)

Similarly, Kramsch (1993, 205) underlines that iotdturality requires putting the
foreign culture in relation with one’s own, beingmsltaneously ‘insiders’ and
‘outsiders’. Using a concept by de Certeu (198&Kiamsch 1993, 237), she calls it the
‘third place’: a place of border crossing, disturb@, comparisons and broadening (ibid.
210). The third place can be viewed as an oppibyttm construct new ways of viewing
the world. More recently, the L2 User (Cook 2002)d athe Multilingual Subject
(Kramsch 2009a) perspectives, in many ways ‘leaceetered’, have offered enriching
insights to how learners and teachers alike camisthand enrich their ‘identities’, or

their ‘selves’, as L2 users and multilingual subjec

Alongside the interpretive aspect, the visual aspécultural teaching was strengthened
in the 1980’s. This was due to the development idéw technology, which made it
possible to record materials from television and tlem in teaching, bringing along a
much more realistic and detailed mediation of situal contexts for language
communication. It also provided opportunities torkvavith concrete, visible aspects of
language, culture, society and environment: nolalercommunication (gestures,
proxemics, etc.), clothing, interiors, street eanments, landscapes, flora and fauna, etc.
It was a development that benefited both the moriase-focused observation of culture
and the meaning-oriented ‘deeper’ work on signs senahiotics. (Risager 2007, 73.)
Easier access to materials would facilitate expéiaéculture teaching that was not only

cognitive but also affective (Byram 1989, 98).

In manner of summary, during the emergence of geather Centered Methods there is a
generalised discourse that language and culturenaeparable. This is reflected by the
use of the ‘marriage metaphor’ (Risager 2007, 99yothe frequent use of coinages like
Linguaculture (Kramsch 1993) or Language-and-Caltu(Byram 1994). The

‘anthropological concept of culture’, which Byrammmong others, adopts, becomes a

common reference, and with it arises the idea efititercultural mission of FLT. The
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anthropological concept of culture is still domedty the holistic mode of thought with
roots in the American cultural anthropology datirgm the 1930'’s to the 1950's, but it is
beginning to shift towards an interpretive and mdymamic approach represented by

Geertz among others.

As seen before, there is another important culp@@agogical tradition stemming from
the European, and particularly the French tradjtibre concept of ‘civilisation’. It
stresses the civilizing and humanizing task of lege and culture pedagogy, now
reinforced by sociolinguistic (for example Ficho®7B) and social-psychological
(Byram 1989; Kramsch 1993) influences.

2.1.5. Learning Centered Methods

Learning-centered methods are principally concerm@th cognitive processes of
language learning. The methods have been so weks$pn the ELT field that Johnson
(2008, 184) suggests that the late 1990’s andvialig will be known as the “Age of the
Task”. These methods (e.ghe Natural Approactby Krashen and Terrell, 1983/1988)
seek to provide opportunities for learners to pgoéite in open-ended meaningful
interaction through communicative activities or lgeon-solving tasks in class, and they
are largely based on Krashen’s input hypothesi83)L#hat states that the cause of L2
acquisition is input that is comprehensible or madenprehensible for the learner
(Krashen and Terrell 1988, 32 -33; Swain 2000, %%hat is common to learning
centered methods is the conviction thaeaning-makingwill ultimately lead to
grammatical as well as communicative mastery ofléimguage and that learning takes
place through interactiorn the context of the learning centered methodsamegful’
(quite often left undefined) seems to stand foralgoriented’ and ‘relevant for learner
needs’. Some socioculturally and ecologically meel language and culture pedagogists
such as Kramsch (1995) and van Lier (2000) havecootinued using the term input or
output as they consider that interaction is not alyeprocessinginformation and
providing opportunities to use the language. Attiabactivity forms part of the learning
environmen{Swain 2000, 99), but it does not orficilitate learning: itis learning (van
Lier 2000, 246). Perhaps the most important innowdbrought along by this approach is

that language development is considered more intatldhan intentional. Language
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learning is viewed as a nonlinear process, andetbes, instead of preselected,
presequenced systematic language input it requogslitions in which learners can
engage in meaningful activities in class. Languisgbelieved to be learned best when
learners are engaged in understanding, saying aimgj domethingwvith language, and
not when their attention is focused explicitly anguistic features. (Kumaravadivelu
2001, 26-27; 2006, 91-92.)

One of the clearest learning centered methods,|loj@»@ at roughly the same time as
Krashen and Terrell'sNatural Approach’(1988), is Task-Based Teaching (TBT). It is
still the most dominant method on the present laggueaching arena. Prabhu (1987), in
charge of an ELT project in Southern India, ackmaged that although CLT and

notional/functional syllabi had added a valuableisanguistic dimension to language

teaching, it was surprising how the structurallgdxh language teaching was failing to
teach structures (Prabhu 1987, 14 - 15). Conselgusmtaunched an experiment of task-
based teaching often referred to as the Bangalooged® Prabhu’'s answer to the

‘learning question’ was the striking and at thestfisight paradoxical statement that the
best way to teach structures (‘form’) was to com@a on meaning or message
(‘content’) (Prabhu 1987, 2, 115). Prabhu’s devisexyllabus of tasks — the ‘procedural’
syllabus — without any prescribed structural iteriitie idea is that whatever language is
needed to complete the task will come up duringdlass, and over time the language
content will be unconsciously absorbed (Johnsor82081- 182; Prabhu 1987, 13 - 15).

The pendulum is close to the mentalistic end oftlie®retical setting again. Teachers in
TBT would model themselves on the Chomskyan ‘c&ssta who softly guide the child,
or the learner, through language acquisition amgidpractices like drilling and error
correction (Johnson 2008, 182). Since language cguieed incidentally, as
Kumaravadivelu would put it, and as comprehensi@mtgdes production - which is an
important basis of the Natural Approach (ibid. 188%ashen and Terrell 1988),
production would ‘emerge’ in its own time. Krashalso introduces the concept of the
‘affective filter’ that needs to be lowered. Negatiaffective features (like anxiety)
prevent the learner from being open to input andéeariaharder for acquisition to take
place. (Johnson 2008, 183.) In collaborative FLS'weall as in the humanistic approaches

(2.2.), it is considered fundamental to secure mvirenment where learners feel they
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belong, where they can build up self-respect andrevtthey are encouraged (Williams
and Burden 1997, 35).

In spite of the large extension of the use of TBTpresent time, there are still doubts
about what exactly is meant by a task (Johnson ,2088). There seems to be little
consensus about it. Johnson reports on the wordt@fopition offered by Wesche and
Skehan (2002) partly based on Nunan (1989) on w&hask in TBT should consist of.
First of all, meaning is primaryeven though form is not ignored). Secondly, trereuld
be a communication problem to solvEurthermore, there ia relationship with real-
world situations ¢hings people really do’). The fourth charactecisis that task
completion has importanc@got doing them ‘just because’ or to practice lsage for a
certain amount of timeFinally, the task is assess@dterms of on how adequately the
task was solved (and not in relation to the languagduced)(Johnson 2008, 185.) On
the other hand, according to Willis's categorization A Framework for Task Based
Teaching(Willis 1996), tasks could range from activities simple as writing lists or
sorting and comparing to sharing personal expeegme getting involved in large scale
projects, thus covering a range of already famiilassroom activities. Kumaravadivelu
(2006, 96) remarks that the “task” is not a methogical construct but a curricular
content and as such can be language-centered (gnatasks), learner-centered (as in
Nunan 1989) or learning-centered (for example Rial#B7). For a task to be learning-
centered, it needs to engage the learner in néigotidor meaning (NfM), without
explicit focus on form or function (Kumaravadive?Q06, 96; Prabhu 1987, 23 -24).

Learning-centered methods are still closely coretedd the ideas of ‘meaningfulness’
and now, more dynamically, to the processes of mmgamaking’, concepts that are at
the heart of the present study, and fundamenttiieédheoretical positions we shall look
at in Chapter 3: the interpretive anthropologicew and the sociocultural approach
which both are centered in the social constructibmeaning. But next | shall turn to
some of the cultural or culture-pedagogical imglmas of the learning centered

approach.
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2.1.6. Culture and Learning Centered Methods

Over the past 15 - 20 years, in culture teachihg,tendency has been the same as in
pedagogy in general: the focus has moved from toatent’ (the ‘necessary cultural
knowledge’) first to the individual learneharacteristics and motivations, and then to the
learning processes. In culture pedagogy, there bwen a growing interest in the
development of the consciousness and personalityindividual learners both in
connection with foreign cultures as in relationtb@ir own cultural backgrounds. The
emphasis has been on comparing cultures and iiefiemt and understanding ‘the other’.
On the other hand, such concepts as intercultusaipetence and the intercultural
speaker have gathered strength with attention be#id to what it takes to be able to
mediate between various languages and variousrabloontexts. (Byram 1989, 51;
Risager 2007, 9-10.) In this context, the fordmmguage classroom has been considered
to be a privileged site for ‘global education’ basen an awareness of multiculturality
that quite often starts in the individual schoalss (Byram 1989, 51; Kramsch 1993, 29;
2009b, 210; Moskowitz 1978, 16; Risager 2007, 941Z%). Risager (2007, 74) notes
that in general there is a move towards a more tipeaoriented and ‘dynamic’
conception of culture, instead the previous mosseatialist’ or systemic views. There is
a strong influence of models of language which heasisted segregation between
language and culture, particularly the Russiarucalthistorical tradition (Leontiev 1981

in Lantolf and Thorne 2006, 6; Vygotsky 1962 an@8Qand the dialogic views (Bakhtin
and Wittgenstein). All of them oppose to the conaddanguage as a system that could
be considered in abstraction from its actual empleyt in concrete goal-directed

activities.

The need for global education was hastened by thiepgan process of integration and
the postcolonial societies’ growing visibility omet world stage. Consequently, the
geographical horizon of culture pedagogy wideneanfthe 1980’s not focusing solely
on the most central target-language countries —chyhin the case of ELT, had

traditionally been the UK and the USA. Now courgrike Ireland, Canada, Australia,

India, and the English-speaking Africa found theay to the ELT map (Risager 2007,
76). Risager (ibid.) reports also on new internalcand global topics being included in
teaching materials: colonialism and post- and radorgalism, global environmental

issues and the arms race.
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The 1990’s were strongly characterised by inteomatiisation. FLT was promoted by an
increased study travel, exchange programmes, asd By the explosion within

information technology including the Internet. Thedevelopments led to increasing
transnational personal contacts: there were greafgrtunities of meeting students from
other countries, either via student exchanges dpd (especially in Europe), or by e-
mail, etc. Teaching of culture tended to becomeemariented towards experienced
culture and personal cultural encounters (Risadg#72 105), thus emphasizing the
interactive character of language learning. We @@ see a growing recognition that
learning does not only take place within the lirdittme and space of the language
classroom, and the autonomous aspects and ‘inforooaltexts of foreign language

learning receive more attention (Benson and Volé87).

In TBT, the most dominant learning centered methbd, foreign language is both an
object of study as well as the medium of the irdtam and the completion of the tasks.
Byram (1989, 51) proposes language should notlealysed in problem-solving, but as a
medium of learning about the cultures associateld thie cultures. In this line there have
been several proposals. Among th&rawford-Lange and Lange (as early as in 1984 as
cited in Risager 2007, 74) emphasise that “culiarén the process of becoming and
should therefore be taught as a process”, anddtieypractical suggestions for linguistic
and cultural learning to be integrated in a theaned problem-oriented programme in
which students are guided through phases in coiomegith a cultural or societal theme
and encouraged to engage in critical discussiomsnarthe theme (following the dialogic
pedagogical ideas of Freire dating from 1972). Thésp claim that FLT that tackles
cultural content in such a way will be well suited ‘global education’ understood as an
awareness of multiculturality in the world and hetindividual school class, and argue
that this should strongly influence all subjectssahool. (Risager 2007, 74.) As said
before (2.1.4.), also Byram’s (1989, 51) fundamlemiaim is that FLT improves

intercultural relationships.

We should notice, though, how the very definitimighe task, as seen above (Wesche
and Skehan 2002 and Nunan 1989 in Johnson 2008,h&8é prevailed ‘Western’ and
culturally embedded. They prioritize such valueeladassumptions as interaction in

unhierarchical Anglo-Saxon manner (a common inaedé of all CLT), the importance
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in the completion of a clearly set ‘task’ in anignt (and probably time-saving) manner,
assessment in regards how well the job was domeshdrt, task-based language learning
sounds like serious business, as it usually showeavy reliance on reasoning (the
dominating overtone also in Prabhu 1987) and qufeen is rationally and

mathematically oriented (Brumfit 1984, 105), thegjlecting opportunities being created

for more subtle and subjective, or perhaps moistiarand playful activities in class.

Risager (2007, 101) reminds that the predominagd id culture pedagogy still has to do
with the thematic content of language teaching. Sd¢wpe of the possible themes, though,
is widened due to the developments mentioned abevel also thanks to the
psycholinguistically influenced recognition of tretudents’ own qualifications and
experiences: their knowledge of their own countrilesir perceptions of themselves, their

national identities (ibid.).

Many culture pedagogists present a partial breakh&ir concept of the relationship
between language and culture. Risager (2007, l&harks that Byram (1997) moves
toward a view of a culture that is less systemriad. Byram still writes about ‘cultural
beliefs, behaviours and meanings’ (Byram 1997, 1)t otherwise refrains from
discussing or defining the concept of culture ithaspological terms. In the 90’s and
more recently, he presents a view of culture tBambre practice-oriented. He warns
about presentinga’ culture’ as if it were unchanging over time orifathere were only
one set of beliefs, meanings and behaviours in eaghtry andemarks that “we should
not think in terms of encounters between differlamguage and culture systems, but
rather of encounters between individuals with tleein meanings...” (Byram 1997, 39 -
40). This view is close to Kramsch’'s (2009) vision afbgect positions that are by

definition intersubjective.

Alastair Pennycook (1997, 1998) and more recenilarid Janks (2007) have written
about the cultural-political role of the Englism¢puage and about how to teach English in
a critical pedagogical way from a postcolonial pertive More recently, Pennycook
(2007) has focused on the concept of culture amnstultural flows’ in a dynamic

scenario much less limited to national identifioati or geographic locations.
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To conclude, from the 1990’s onwards, while the oh@mt FLT methodologies have
focused on the learning processes, the concepilifre in relation to language teaching
has become less systemic and more dynamic. The foeantercultural learning has
become widely recognised, and most culture pedagdtgeorists have dealt with
intercultural issues and learning processes thaldldaridge cultural differences. Risager
(2007, 138) divides the cultural side of languagaching in three main domains: the
content, the context and the poetics. She saydrdratthe 1990’s on, we can observe a
certain weakening of the first, and a growth of ttieer two dimensions. Risager (ibid.)
claims that the contextual orientation is represérity Kramsch and, in part, by Byram.
The content dimension is still defended by Byramr. Fim language teaching is, among
other things, developing an explicit knowledge &bitve target-language countries and
perhaps also about the larger global context. tdiscept of intercultural competence
(Byram 1989) implies knowledge of nationally-bouself-understandings, including the
learners’ own national identities. Kramsch (192@309), on the other hand, does not feel
that a cohesive knowledge of the world should lengited in the context of the FL
class: the aim of language teaching is first amdrfwst to interpret texts, and not least
literary texts, and develop a multilingual persitgat no matter the thematic content. She
also criticises the idea of, for example, formingemeral link between the ‘the German
Language’ and any ‘German language community’.ags’'s position is to argue for the
importance of the content dimension, while she alsmnotes a general non-structuralist
understanding of language and culture. (Risager 2088.) With a language and culture
pedagogy focused on learning processes we canobkgrve a growing interest in the
individual learners’ construction of multiculturat multilingual identities. Byram (1997)
along with Seelye and Fichou (in Risager 2007, 88) some of the few culture
pedagogues who have taken an interest in sociadiigs; dealing with language
variation and language identity. As mentioned bef@yram is also well aware of the
fact that students already have a first languagedan be made use of in FLT, especially

in developing language awareness and cultural anease

The concept of culture in learning-centered FLT ve&hoa growing recognition of
meaning-making as our central cultural activity.also embeds language and culture
learning more firmly in the context of concrete ayjahl-oriented social interaction. This
is particularly important in the Vygostkyan socitiaal theory (Chapter 3.2.) which is,

also, a view that allows giving space to the subjecand aesthetic aspects in foreign
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language learning and teaching. In culture pedagegycan observe a concern with
individual and unique learner characteristics, Whgnot new in the FLT scene, though.

For that reason we shall return to the Humanigir@aches.

2.2. Humanistic Approaches

'Humanistic approaches’ emerged in the late 19@0id the 1970’s within the larger
framework of the CLT. Linguistically and pedagodigathe motives were the same: a
revision of the grammar-translation and the aumtigtlistic methods was needed, and the
overall move in social sciences from behaviourist gtructuralist viewpoints towards
cognitivism and Generative Grammar (Chomsky 19%651in Johnson 2008, 42 - 53)
was taking place. As we have seen above, previ@iBods had produced “structurally
competent but communicatively incompetent learnédshnson 2008, 174). Everything
to do with the L2 learner was gathering importanibe:learner potential (inspiration was
found in Chomsky’s ‘Language Acquisition Devicethe learner’s processing the input
and responding to it through cognitive processes. (€rashen and Terrell 1983, 1, 19-
20), and individual learner characteristics angoeses (e.g. Dérnyei, 2005; Kohonen
1992, 17, 23). In this changing theoretical-methogical climate learners were now

“discovered” to be different from each other anddact differently to the same stimuli.

Humanistic L2 teachers looked for solutions forrtéag in a wider framework, and
found it in the concept of Humanism. It poured mastectly from ’humanistic
psychology’ or the human potential movement wghch founding fathers as Carl
Rogers Client-Centered Therapyl951; On Becoming a Perspri970) and Abraham
Maslow (Motivation and Personality,1950; Toward a Psychology of Beind,962).
Humanistic education, just like the human potentimvement, was concerned with the
‘whole’ person. (Brown 1980, 76; Brumfit 1985, 78hnson 2008, 179; Moskowitz
1978, 11-12; Stevick 1990, 29-30; Williams and Bardl997, 33-35.) Mind, body,
emotions were conceived to be involved in the learrprocess, and only that — it is
assumed — would make learning meaningful (Stevi@gR01 32). ‘Meaningful’, in the
humanistic context, implies certain ‘depth’: “If wha student says makes little or no
difference to him, it has little ‘depth™ (Stevick980, 9). If there is ‘depth’, there is more

energy from the learner's ‘world of meaningful acti (ibid.). In more recent terms,
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perhaps, we would say the learner ‘invests’ (ean Lier 2000) more in his or her
learning. The humanistic approaches underline the of feelings, the value of self-
discovery and the need for a construction of atpesself-concept in all learning. The
context of learning should be nonthreatening anchroanication genuine to lower
learners’ anxiety and help them remain open andhowit defensiveness or resistance
(which Krashen and Terrell 1983, 19-20, call ‘afiee filter’) to learn. Instead of a FL
‘class’, there is a ‘group’ where nurturing interpenal relations matter. If the affective
side is attended, learning can be expected to ke mifective, pervading and lasting.
(Brown 1980, 76 - 78; Kohonen 1992, 15, 23; Moskevii978, 14; Stevick 1990, 26;
Williams and Burden 1997, 35.) Brown (1980, 77)eafss “If the context of learning is
properly created, human beings will learn.” | thihat the Humanistic teaching’s spirit
is quite well summarized by Curran’s (1972), Comityubanguage Learning’s creator’s

maxim: “Learning is persons” (in Stevick 1990, 91).

Within the larger societal and political stage bé t1960’s and the 1970’s discussed
before (2.1.4.), there was a “concern with theilfaént of human potentialities and the
democratic ideal of humanity as a whole”, as Ste\it990, 23) quotes Paul Kurtz

(1973), another leading figure of the human po#&ntiovement. The Humanistic goals
are boldly optimistic: if we, though integrating & mind and emotions create

‘harmony’ with ourselves, we should be able to aehigreater degrees of harmony
within small groups, whole cultures and the wotitbege (ibid. 32). The FL classroom, it

is said, is the privileged site that offers oppnoities for experiencing such integration,
seldom found in other parts of the curriculum (Bygrd989, 51; Kramsch 2009, 210;

Moskowitz 1978, 16; Risager 2007, 9-10, 125).

Humanistic approaches traditionally give a lot wipbrtance to artistic involvement as

part of holistic classroom work, and understandural in language teaching in a wide

humanizing frame-work. | also find art to be anegdiml asset in language teaching as it
gives expression and symbolic forms to the soctacall worlds the learners and the

teachers are all immersed in, and | shall dischespbint in more length in Chapter 4.

With the target-group of the present package, olemtence, identity and self-acceptance
— being optimistic and firm in one’a belief of bgim control of one’s own destiny — are

particularly important issues, and | consider tipabmoting artistic exploration of

‘oneself’ together with the chance to share witth&rs’ should be a natural part of their
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formation. It is important to help them expressirthedividuality in constructive ways
and to take decisions for themselves (Williams Badden 1997, 32).

Some of the most sounded humanistic methods arBifitevery Learning (based on the
work of Jeremy Bruner in 1960s), the Silent Way I¢BaCattegno), Total Physical
Response (James Asher 1977), Suggestopedia (LoZE®®) and the method most
directly modeled on psychotherapy (Rogers 1951 48d0): Community Language
Learning or Counseling Learning (Curran 1972). (1dl980, 116 - 117; Johnson 2008,
179 - 181.) Johnson (2008, 181) places ‘Dogme’ddiiegs and Thornbury 2009) among
the Humanistic proposals as well: it is a “movemaniay from an over-reliance on
materials and technical wizardy in current languegehing” (Meddings and Thornbury
2009, 6). Learning is viewed as emerging from tleeekand-now while the teacher
focuses on the actual learners and the contentishatlevant to them. Like most
humanistically spirited FLT Dogme is conversatianven, materials-light, and it focuses
on emergent language (ibid.). Dogme has served asspiration for the present material
package as well, and | have found it connected miiny of the theoretical or ideological
standpoints | have considered central to my wotrks lalso ‘post-method’ (2.3.) and
‘ecological’ (3.2.) in tone construing ‘input’ iretms of ‘affordances’, and it is dialogic
and sociolinguistically sensitive in line with Frefs (1972) critical pedagogy (Meddings
and Thornbury 2009, 7). For a more comprehensiges \af these Humanistic methods,
or Designer Methods - as they are sometimes catbee can resort to Brown (1994, 55 -
66) and Stevick’s book& Way and Way§1980) and Humanism in Language Teaching
(1990) with detailed treatments of the Silent Way, Coungelearning and
Suggestopedia. Rovasalo (2008) explores in her eMasthesis the ‘eclectic’ uses of
suggestopedia to promote oral skills within a huistamand cooperative framework. For
a more recent vision of these and many other methioelre is Larsen-Freeman’s and

Anderson’s booKechniques & Principles in Language Teach{8§11).

Johnson (2008, 180) remarks that, in fact, Hum&nisethods contain many traditional
overtones such as grammar-based and structurabsgks and a strict teacher control
over the input and classroom procedures. | seetéhize the case particularly with the
Silent Way and, to some extent, with Suggestopdgtiawn (1980, 77) and Humanistic
language teachers such as Moscowitz (1978, 34)Stadick (1990, 26) emphasize,

though, the importance of the changing role of thenanistic teacher who steps aside,
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centers on the learner, and functions more asildsar conveying warmth and empathy
in a relationship of trust. On the other handseems to have been characteristic of
Humanistic language teaching that there is a greatecern with the principles than with
the actual techniques (Stevick 1990, 63) that mightfulfil the norms considered central
in CLT.

Much of the literature of the time (for exampleon 1980, Moskowitz 1978, Stevick
1980) around the humanistic ELT is either extremaiyhusiastic about the virtues and
the benefits of the approach, and others are gvakdptical about it. Widdowson (1990,
13) for instance, making allusion to Moskowitz’'snanistic classi€aring and Sharing

in the Foreign Language Classroofh978), wonders whether linking hands and caring
and sharing is as effective a technique of ELT mailand and in Tanzania as it might be
in Southern California. Such feasting with indivadity might be a culturally defined and
particularly Western focus, as Pennycook (19974@Psuggests. Widdowson (1990, 13)
reminds it depends on the cultural context of tecational settings whether a method
encourages learning or creates problems. Othere Haeen uneasy about the
humanistically oriented teachers’ common refereiocELT as potentially “therapeutic”
(Brumfit 1982 in Stevick 1990, 66; Brumfit 1985, 883; Swan 2009, 134). Swan (ibid.)
states that instructional efficiency should remtie language teacher’'s main concern
(ibid. 125). Kumaravadivelu (2006, 94) deems thamanistic “nonmethods” lack
theoretical substance, even though he recognizas sbme of them as classroom
procedures, are “highly innovative”. Furthermore, donsiders that humanistic language
teaching is far too sensitive about the “emotistaiggle to cope with the challenges of
language learning” (2006, 92). In humanisticallyeoted literature, | have found more
references made towards learner potential rattaer ldarner incapacity to face challenges
language learning imposes on learners, even thtkegping the emotional filter” low
and handling anxiety and learner fears is an ingporissue in all psychologically
informed FLT (Williams and Burden 1997, 35, 202,620 find Kumaravadivelu's
scepticism about humanistic contributions to ELTpsiging considering that many of the
basic assumptions of the humanistic approaches caite close to those of
Kumaravadivelu’'s ‘post-method pedagogy’, to whick shall return in the following

chapter.
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It is thought-provoking to observe how much opposithumanistic teaching has
encountered in applied linguistics. The most commogument is that there is little
relation to any theory of language and little rigorterms of methodology or syllabus
design (Kumaravadivelu 2006, 94). | suspect that rifjection also has to do with a
wider, and stronger, bias deeply rooted in Westeimking and academic practice: the
tendency to assume and act according to a setepflydembedded dichotomies. One of
the strongest is separating, explicitly since Ddassathe mind from the body (Damasio
1994 in Kramsch 2009, 66; Johnson M., 2007, 4)getier with that division, reason is
separated from emotion, thought from feeling, ahdsi needless to say that the
(disembodied) ‘mind’, ‘reason’ and ‘thought’ arelwed higher. Humanistic teaching
stresses the importance of a holistic conceptionuofanity, learning and the learner. A
conception like that necessarily considers thegmes of the ‘body’, not only the abstract
(and disembodied) ‘mind’. M. Johnson (ibid. 1) e®that the denial of the mind/body
dualism is still a provocative claim in public coimusness, and it is often found even
threatening. Against such general academic andralitlimate, Humanistic approaches -
that value the body, the feelings, the aesthetit$ the arts - would easily arouse
suspicion and even rejection. | will return to tiisint in Chapter 5Qur Culturally
Embodied Mindsbecause | consider it is central for a conceptibaut the construction
of meanings that does not overlook, as is so dftercase, the importance of the aesthetic
and the bodily spheres.

Culture pedagogy as part of FLT has always had a&enrholistic view of language
learning, as it has seen language learner as s@nwadomalso develops other facets of the
personality — especially a greater knowledge anderstanding of the world. Risager
(2007, 7) notes that, with different points of depee in humanities and/or social
sciences, linguistics and sociolinguistics, languagd culture pedagogy in general could
be conceived as a corrective to the traditionafig-sided linguistic focus of FLT. Thus
culture pedagogy, which | have reviewed alongsiermethodological discussion, could
in Risager’s (ibid.) opinion be described as a tipatar version of humanistic tendencies
within language teaching — a version that is reddyi cognitive in its orientation”. She
mentions Brooks (1968) as the one with the mostyeslay - oriented, learner-centered
view of the teaching of culture, interestingly drmag attention to both more and less
visible and implicit aspects of everyday cultune¢liuding non-verbal communication
(Risager 2007, 35). In terms of ‘culture’ as ‘cdlam context’, Stevick (1990, 28-29)
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distinguishes two trends in the humanistically oiéel FLT: the ‘unity-enforcing’ one
emphasizes a “shared stock of knowledge, insigiits, manners” and the ‘diversity-

loving’ one encourages unlikeness, individulity andltiplicity.

In regard to ‘meaningful content’ Moskowitz (197&2) remarks: “Traditionally
education has poured the content into the studdfective education draws it out of the
student”. The question of meaningful content istia to all of the views that emphasize
the role of interaction (collaborative and coopegt learning, dialogism, the
sociocultural language teaching theory, the ecoldgperspectives, Dogme). They have
made the point about the weight of the social sphethe learning of foreign languages.
Anyhow, when we focus long enough on one aspeatgsother might turn blurry or be
overlooked. This has been the case, for exampl#) thie otherwise welcome and
necessary insistence on realistic communicativéests inherited from CLT which made
us forget that language is not there only to satisimmunicative needs. This is why |
think that the humanistic approaches remind ufiénRLT field in a very balancing and
healthy manner about the importance of the moréesalpects of language learning: the
uniqueness of language learners, teachers andriganvironments, inviting us to play
with language, to be creative and artistic andnmeatessarily always bear the demands of
the “real world” in mind.

In this sense, Sullivan (2000, 117) underlinesittiq@ortance of considering the historical,
cultural and institutional contexts of the worldtgside the classroom setting. In a
sociocultural and ecological approach, it is atstgrpoint that classroom practices are
situated in particular environments. She remindsv HBLT methodology is deeply
associated with an Anglo-Saxon view of communicat{Bhillipson 1992; Pennycook
1994) which at the moment emphasizes the importah@thentic materials, informal
learning, interaction, and learner and contenterext foci. It is also part and parcel of
CLT methodology to celebrate individuality (and Bitking that comes with it: choice,
autonomy, freedom, equality), learning as ‘workeanwork, collaboration, co-
construction, task-based learning), informationhexege and technology and everything
that is “real” or “realistic” (“real information atut real events”, “real tasks that relate to
the real world”.) (Sullivan 2000, 119 - 120.) As English teacher in Vietham she has
learned to value “group harmony” (without dividitige totality of the group in teams)

capable of bringing forth surrealistic collectivarratives, benefit her teaching from a
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more hierarchical conception of relationships aimdportantly, broaden the scope of
communicative classroom work with spontaneous laggiplay as an aspect of language
learning (ibid. 122). Her work is an example of hamistically influenced ELT in a

context and culture sensitive manner.

| also think it is a cultural implication - in reian to how ‘meanings’ are constructed -
that the Humanistic FLT gives space to the emoti¢vAlliams and Burden 1997, 30),
intuitive (Cattegno 1987 in Stevick 1990, 116) dhd ‘irrational’ side of the language
learners (Stevick 1990, 67) and not only through dhifferent dynamics modeled on
psychotherapeutic work. As it considers bodily aatistic activities and aesthetic
appreciation (ibid. 23) as valuable contexts foglaage learning, it enriches the scope of
possible ‘allowances’ in an era which, in my opmidas conceived ‘relevance’ and
‘meaning’ rather narrowly. These aspects are ofteglected in formal educational
settings, even though emotions, and our inner -bexatily - subjective worlds, are vitally
important for understanding human learning. Damd4@94 in Kramsch 2009, 66)
demonstrates, through case studies of people wiln bdamage, that cognition is
embodied, and that rational cognition, judgment mredal value, usually associated with
the brain, could not exist without emotions, uspalssociated with the body. Emotions
guide us in our decision on what information weeselnd which direction we should

take.

Whenever the students’ needs and responses aradineconcern in FLT classroom —
and | think they should be at all times, whatevee theoretical or methodological
viewpoint used — there are good reasons for rederisg humanistic approaches to
teaching, context-sensitively, of course. Rathantiollowing this or that method, the
humanistic proposals have several important mesdag¢he teacher to enhance positive
holistic development of the learners that goes bdyforeign language skills (Williams
and Burden 1997, 38). One of the humanistic grgwtmoting maxims is the
recognition of each individual's search for perdanaaning in the learning process. By
encouraging the use of art and creative meansrtstet and express meaning we are
manipulating multiple symbolic tools, not only larage, thus broadening the scope of

alternatives.
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2.3. The “Post-Method Condition” and its Critique

Kumaravadivelu (2001, 2006) brings up Dick Allwrigis provoking plenary talk in
1991 where he announced “the Death of the MethmdK(@maravadivelu 2006, 168) to
advocate the need of FLT to move beyond the “lichaed limiting concept of method”
(Kumaravadivelu 2001, 2) towards a Post-Method. Bnamaravadivelu claims that,
particularly in the field of education, there is substantial difference between common
sense and theory (Cameron et al. 1992 in KumareekdR001, 18) and sees that the
harmful and artificial division of the two in the T field has created a privileged class of
theorists and an underprivileged class of practie. Kumaravadivelu (ibid. 20)
proposes that theory and practice should informh estber in the “teachers’ theory of
practice”, which, in addition to speculative theagyd empirical research, values the
experiential knowledge of practicing teachers. fremnore, he reports that many teachers
are overwhelmed and dissatisfied (ibid. 29-32) thodological overlapping, and each
new method presented “with the fresh paint of nemntnology that camouflages their
fundamental similarity” (Rivers in KumaravadiveluO@L, 24). It is true that
Kumaravadivelu is not alone: Larsen-Freeman andefsuh (2011, Xii-xiv) report on
several critical views about how methods have kmmlied in FLT field. For example,
Brumfit (1984) and Stevick (1990), in the learnentered and Humanistic spirit, have
stressed the role of interpersonal relationshipmstead of methods as such - in
encouraging learning. Pennycook (1997, 1998) aéi the “colonizing” tradition of
implementing methods whether they are appropriatenai for the local conditions.
Prabhu (1990) says there is no such thing as teerbethod. Long (1991) draws from
research that teachers do not really think abotihods while planning their classes. Katz
(1996) sees little connection between methods asddbels and what really goes on in
the classrooms. Hinkel (2006) calls for more sitratlly relevant language pedagogy

particularly in relation to culture.

In a very humanistic tone, and apparently influehdy Rogers (e.g. 1951, 1970),
Kumaravadivelu reminds that teachers as well “gtterto become self-directed
individuals” (Kumaravadivelu 2001, 4). Their roleash changed from the “passive
technicians” through the “reflective practitionerstowards the “transformative
intellectuals” (ibid. 10), very much in the senspnesented by Paulo Freire (1972) and
Critical Pedagogy (e.g. Janks 2010). Freireanidatittedagogy underlines that any
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classroom reality is socially constructed and hisatly determined, and any pedagogy is
embedded in relations of power and dominance eregldg create and sustain social
inequalities. So, what is required is a pedagogy émpowers teachers and learners to
transform these conditions. (Freire 1972 in Kumadavelu 2001, 13.) In more practical
terms, Kumaravadivelu (ibid.) remarks that suchaged)y would take seriously the lived
experiences that teachers and learners alike bonghe classroom. ‘Post-method
pedagogy’ stresses the importance of going beybadbbrders of the classroom, thus
suggesting that learning, as transformative acttahkes place both in and out the
classroom (Kumaravadivelu 2001, 14). This happénsugh consciousness-raising and
problemposing (not simply ‘solving’, as in TBT) activities, in hich teachers’ and
students’ needs, wants, and situations are takem ancount (ibid). This critical-
pedagogic but also humanistic overtone becomesetlednen Kumaravadivelu (ibid. 14-
15) uses a summary by Joe Kincheloe (1993) to desdransformative teaching. It
cultivates self-directed enquiry, social contexuatlon, is committed to world-making in
social interaction, promotes ownership of learnergh education and sensitivity toward
linguistic and cultural diversity, and is committem designing plans of action. It also
values improvisation as a recognition of the uraer{in terms of lesson plans and
procedures), is interested in the words, concemd @xperiences of the students,
encourages self- and social reflection, and is eored with the affective dimension of

human beings.

Against this background, inMacro-Strategies for Language Teachin001)
Kumaravadivelu offers a pedagogical framework dmtifrom theoretical, empirical and
experiential knowledge of L2 learning, teaching aedcher education to empower
teachers to devise their own “relevant theorieprattice”. The macro-strategies are the

following (Kumaravadivelu 2001, 39):

1. Maximize learning opportunitie€nvisage teaching as a process of creating dliing learning
opportunities, a process in which teachers strikeakance between their role as managers of
teaching acts and their role as mediators of legracts;

2. Minimize perceptual mismatcheRecognize potential perceptual mismatches betviriemtions
and interpretations of the learner, the teachet the teacher educator;

3. Facilitate negotiated interactiorMeaningful learner-learner, learner-teacher ctass interaction
in which learners are entitled and encourageditiaia topic and talk, not just react and respond;
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4. Promote learner autonomyHelp learners learn how to learn, equipping theith the means
necessary to self-direct and self-monitor their d@arning;

5. Foster language awarenesBraw learners’ attention to the formal and fuoctl properties of
their L2 in order to increase the degree of expléss required to promote L2 learning;

6. Activate intuitive heuristicsProvide rich textual data so that learners cdariand internalize
underlying rules governing grammatical usage amdroanicative use;

7. Contextualize linguistic inputHighlight how language usage and use are shagelihguistic,
extralinguistic, situational, and extrasituationahtexts;

8. Integrate language skillsintegrate language skills traditionally separatd sequenced as
listening, speaking, reading, and writing;

9. Ensure social relevanceBe sensitive to the societal, political, economand educational
environment in which L2 learning and teaching tplkece; and

10. Raise cultural consciousnesgreat learners as cultural informants so thay e encouraged to
engage in a process of classroom participationphest a premium on their power/knowledge.

Among the most interesting aspects of the macmtegjres is the changing and, at the
same time, very demanding role given to the teachpart from being the traditional
language and teaching experts as many of the ns@tegies denote (e.g. 1, 2, 5), they
also are course (8) and material (6, 7) designégarner-centered and communicative
facilitators (1, 3, 4, 6, 10), expected to be shmguistically (9) and culturally (10)
sensitive and informed agents in empowering the&a in their own learning processes.
Kumaravadivelu, in ‘abandoning’ methods seems t@tgathered many of them uneder
the concept of the Post-Method Condition, combiniagguage, learner and learning
centered approaches. ‘Culture’ (10), apparenfiyunderstood as ‘knowledge’, with a
focus common in much of the learning centered celljpedagogy that recognizes and
values the local sphere and the learners’ own m@lltidentities.In contrast with the
humanistic teaching, there is little emphasis dn emotion, or involving the body. It
seems like a very rational approach. Learnersamsidered ‘cultural informants’ which
denotes ethnographic and anthropological influemedéumaravadivelu’s conception of
‘culture’. Furthermore, his vision of culture doest disregard power relations: Post-

Method thinking underlines their importance.

Alarmed by the discontent to do with methods ad,Wflian Cook and Li Wei (2009, 3)
suggest that Applied Linguistics has drifted tooffam its most central fields of study.
They (ibid.) refer to Brumfit (1995) defining thopeincipal tasks as “the theoretical and

42



empirical investigation of real-world problems irhish language is a central issue”.
Some scholars are worried to find linguistics phayia lesser role within applied
linguistics, whether in terms of current linguistleeory or descriptive tools. With the
exception of Chomsky, linguistic theory has beemllyamentioned during the last twenty
years, while theories originating from postmodemigpsychology and sociology have
fed the applied linguistic research. (Cook and Ya@£)9, 3.) According to Cook and Wei,
applied linguists should place language in thereeoft the research and offer solutions to
language-related problems in the world of the feafjuage users and, particularly, in
language teaching. There is no place for it if éhierno language content, or if language
elements are handled without a theory of languegming from the field of linguistics or
elsewhere), or if the research base is not directhcerned with language teaching. They
warn about applying theory from outside the langusgaching field without showing a

clear chain of logic demonstrating how and why itdlevant. (Ibid. 5.)

Likewise, Swan (2009, 124) appeals for applieduists “to look at language itself”: if
their specific aim is teaching language, it shauwt be displaced by a focus on activities
which may or may not constitute effective meanadafieving these aims. The boost, he
says, comes from CLT with its emphasis on languagesse - diverting the attention from
the linguistic centre - and from post-method viewsch tend to discourage concern with
methodology. Both have increased interest in nattieat for Swan are “peripheral” to
teaching language itself. Among these he lists emstlike learner characteristics and
perceptions, societal needs, cultural contextsh@mic imperatives, learner autonomy as
well as teacher cognition, self-fulfillment and pemal development. He agrees that
language teaching is not only teaching languagesays it should remain the “central
business”. (Swan 2009, 124- 125.)

It is a common claim that, from an ideological pgowf view, language-teaching
methodology is, and must be allowed to be, neut@kan 2009, 128). Swan (ibid. 119)
points at Kumaravadivelu’a macrostrategies as alavimstructional embodiment in
favour of negotiated interaction, learner autonomyitive heuristics, social relevance
and the raising of cultural consciousness. On therchand, he reminds, they have little
to say about linguistic in-put, the organization iofput materials into progressive
syllabuses, the role of practice, the value of mé&zation, and the need for teachers to

know grammar, phonology and lexis of the languathey are teaching (Swan 2009,
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120). He observes the methodological discussiororéng ideologically coloured,
usually glorifying “the applied linguistic equivalts of democracy and motherhood”
(which include ‘learner-centered’, ‘meaning-basetiplistic’, ‘process’, ‘interaction’,
‘negotiation’ and ‘strategy’), and rejecting “undeble” practices or attitudes (such as
‘teacher-dominated’, ‘form-based’, ‘discrete’, ‘sence-level’, ‘product’,
'memorization’, ‘repetition’, ‘drill’). (Swan 2009122.) Pennycook (1997, 39) as well,
from a different perspective, warns about the ‘wsfionably desirable goals’ within
language education that, backed by dominant beliefdiberal-individualistic and
progressive education, claim a moral high groundthBalert about biases taken for
granted, such as many of the assertions about @h&afing should be prioritized over
form’, ‘natural language acquisition’) which aretrimased on empirical evidence as to
their efficacy in FLT (Swan 2009, 132) and whichdeo be applied regardless of the
social and cultural contexts of learning (Pennyc@8R7, 40, 44). The failure to bring
students close to a native-speaker level of acguras caused FLT to throw out methods
and replace them by new promising looking onesnebeugh their “value should be
judged solely by their efficacy”. (Swan 2009, 13ZTherefore Swan regards
macrostrategies as ideological in nature: theyadirabout what ought to work, what is
right, what is self-evident, what is believed to psychologically or sociologically
desirable (Swan 2009, 123).

I do not think there is such a thing as ideologrealitrality even in an activity apparently
as innocently mechanistic as is Swan’s conceptiolarmguage teaching (according to
him, quite often comparable to teaching how toasskiow to drive). Many of our choices,
or the choices made for us — starting from thectiele of the languages to be learned —
are ideologically biased. Even the decision to dminadeological neutrality is
ideologically informed; or, as Kramsch (2000b, 3Bujs it, choosing which ‘voices’ we
reinsribe into our own is a political act. And isp of course, the choice of contents, of
theoretical frameworks, methods and classroom piwes. | agree with Swan in that
methods have their application, whatever their thacks and limitations.  We should
find the ends for which each existing method is trmstable. For example, learning
through interaction or communicative tasks is delyarelevant to cover some aspects of
language learning; for some other, it is not maptul than for teaching skiing, driving
or math. "Interaction is inefficient to learn theagymar of relative clauses”, Swan (2009,

128) asserts. But it is quite appropriate, for eplemwhen promoting the speaking skill
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and fluency, or when we seek to experience lang@agpart of the overall symbolic
world - that is, ‘culture’ - we are all immersed irAnyhow, it seems to me that Swan
conceives ‘interaction’ quite narrowly to be onttdssroom talk’, and overlooks the fact
that ‘Grammar’ in itself is not something we neednaster to speak a language (about
the history of descriptive grammar in FLT: van LB902, 159-160) . Going back to the
common dichotomies, it is not a new idea that weughfind a balance between form and
content, accuracy and fluency, knowledge and skiisnan 1998 in Swan 2009, 124).
We are back to the methodological pendulum obsgritisway between the ends of the
form and the meaning, control and freedom, imitatemd expression, knowledge and
skill. Swan, among others, emphasizes one end;mpesiod thinking, among others, the

other end.

| think that some of Swan'’s criticism is valid. Comnicative language teaching and task
based learning presuppose a prior knowledge of dangeiage (Cook and Wei 2009, 7).
“To exploit something it has to be there in thetfiplace” (ibid.). This is also the case
with regard to the material package included in present work. For the basic
knowledge base to be “fixed” in long-term memorgrthis a need for material that is
carefully selected, presented and made availabl¢héo FL learners; courses need their
“architecture”. Only after that the interpersonghdmics or other instructional situations
can be exploited to the best advantage, or theriabaelapted according to the individual
differences and local conditions (Swan 2008, 12%Wwan considers that the choice of
input material is crucial, as “languages are vast &ime is limited” (ibid. 124) and
defends the course book as the most important hkeeloic selection and presentation
(Swan 2008, 131). On the other hand, there is asore to assume that a FL could not
also be learned — or the language learning prae@sforced - by exposure to incidental
“chunks”, without systematic form-focus or a catlyfigraded course plan. Variety in
methods enriches our teaching, and some methoéslagit certain teachers and learners
better than others. | think the best “final” resudire obtained when we combine focuses
(language, learner, learning; collaborative andviddal; inductive and deductive etc).
The central claim of the present work is that ofiethe possible ways to integrate
different foci is using art and emphasizing an laetét vision of meaning making in FLT,

a point to which | shall return in Chapter 4.
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Finally, we do need methods because the acquamtaitb them helps teacher-trainees
and practicing teachers to socialize into profesasidghinking and gives them tools for
“naming the experience”, as Larsen-Freeman and sode(2011, xi-xii) say in their

recent text-book on language teaching methodolwggrestingly, instead of pointing out
the drawbacks of each method — or un-method as Kawadivelu would call some of

them — and playing the ‘doubting-game’, which is thost institutionalized procedure we
are all familiar with in the academic sphere, thagthors prefer to play the ‘believing-
game’. The believing game is based on a view thatvkedge is an act of constructing,
an act of investment and of involvement. It is eatlike putting on the eyeglasses of
another person, seeing methods as their originatnsthem, attempting to understand

before judging (Larsen-Freeman and Anderson 201B)6

It is interesting to observe the discussion ableetchanging role of the teacher. The CLT,
humanistic approaches, TBT and the collaboratimégractional and dialogic models
have all added ingredients to the model of theddcher. Kumaravadivelu’s post-method
pedagogy places a huge responsibility on the teackboulders. Larsen-Freeman and
Anderson (2011, x) coincide with Kumaravadivelu@@pin regarding new teachers as
theory-builders. In the traditional role, the teachapplies theory to practice, more
recently they are expected to be able to theohe#r town practice (Kumaravadivelu
2006). Swan would clearly rather continue havirgytbachers apply courses that material
design experts have produced making use of reesatarch in applied linguistics and
related fields, and of course, relying on the lomgthodological tradition of accumulated
experience. But at the end, any method is goinddoshaped by a teacher’'s own
understanding, beliefs, style, and level of experge(Brumfit 1985, 84). You will never
find a method in a ‘pure’ state: they are givewriges in the hands of textbook writers,

and specially, practicing teachers.

Another evident need, and a cultural implicationtloé post-method discussion, is the
increasing contextualization in the use of the mésh Widdowson (2004, in Larsen-

Freeman and Anderson 2011, xiv) observes that whateed is not so much a universal
solution, but rather, a shift to localization, imieh pedagogic practices are designed in
relation to local contexts, needs and objectivieis dne of Pennycook’s (1997, 48) basic
tenets, and a requisite that Kumaravadivelu empbasas part of his Macrostrategies.

Applied linguists still tend to impose theory-basaalutions that ignore the reality that
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teachers face in the classroom. A current assumpgems to be, for example, that task-
based learning and NfM should be applied in thele/lod ELT. Perhaps we should think
of more specific cultural contexts. (Cook and W&08, 7.) How each method is
implemented in not only going to be affected by whe teacher is, but also by who the
students are, what they and the teacher expeqpasmiate social roles, the institutional
constraints or demands, and factors connectedetavitier sociocultural context where
the instruction takes place. Larsen-Freeman ande/soa state that “even the ‘right’
method is not going to compensate for inadequatelitons of learning, or overcome
socio-political inequities” (2011, xiv). | thinkhough, that there is no ‘contextualization’
without taking into account precisely those comdis of learning, and even less so, if we
turn a blind eye to wider sociocultural and sooddtfral contexts. It might not be the
most central task of the language teacher — Swanbban heard — but still, language
teaching never takes place in a vacuum, neithl&amniguage, in any form, disconnected

from the complex sociocultural worlds each learteacher and group are immersed in.

Culture, in relation to learning - centered methasisoften conceived in terms of
‘becoming’ or ‘emerging’ in social interaction. Kawravadivelu’'s post-method thinking
invites us to observe, as well, the emerging of gromlations in all educational contexts.
There is no ‘culture’ without an exercise of ‘powekccording to Hilary Janks (2010,
40), a sociocultural approach to language educatiidh consider the relationship
between language and power. Also, it would obsbow the relation between language
and identity — and difference — is constructed.la&t, it would not neglect the role of
language in creating differential access to sayoalds. (Ibid.) Power relations cannot be
ignored or denied, and perhaps the healthiest toinly is to learn to detect them, turning
them more visible, giving them words. Pennycool9{,346) states, that even though we
cannot step outside the cultural and ideologicalldgoaround us, we can still learn to
guestion and to become more aware of them. Thd afe@ritical Freirean Pedagogy
(Freire 1972) is to design and take transformasieps, even micro-steps, to ‘transform
social realities’ (Janks 2010, 42) or, as Pennydd®@7, 46) a bit more modestly says,
‘pursue cultural alternatives’. | think that, cutilly, this is one of the most important
implications of the Post-Method thinking, and | dinit consistent with the
anthropologically interpretive and socioculturabrfrework which | shall discuss in
Chapter 3. It is, also, the part that Swan shundeadogical, which, in my opinion, is an

ideological judgment.
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2.4. The Role of Culture in Foreign Language Teatchg Materials

That culture, in one way or other, should form pafriforeign language teaching, has
always been taken for granted. The recipies for hbis should happen, and more
importantly, what is understood by ‘culture’, hasied. Eli Hinkel (1999, 1) remarks that
definitions of culture are as varied as the fiedflsnquiry into human societies, groups,
systems, behaviors, and activities. Sometimes muland language are considered
inseparable, sometimes “culture is a nice but disgkle icing on the cake” (Kasper and
Mori 2010, 455). With regard to FLT materials, t@ncept is used to cover a range of
situations that vary from the ‘culture of the clagsn’ (Kramsch 1993, 47) to local,

ethnic, academic or global cultures, just to ment&ofew. Perhaps, one of the most
microscopic views is Kramsch’ definition of cultuas classroom interaction as part of
her dialogic view of the ‘Third Culture’ (Kramsci®90) but it is more common, though,
to find presumptions about an underlying connecbetween culture and a particular

macro level or society (Hinkel 1999, 1).

Most commonly, in FLT materials culture has beewearatood as the content and the
context of language learning. It is thought thataond or foreign language can rarely be
taught and learned without addressing the cultfirdhé community in which it is used
(Hinkel 1999, 2), often referred to as the ‘targelture’. Mauranen (2008, 295) remarks
that the objectives of the Finnish National CorerrCulum in relation to foreign
languages are also based on these common assusnphi@nlink language to target
country cultures. Culture learning is also commardnsidered essential for creating in
the L2 learner an awareness of and empathy towardulture of the L2 community, thus
improving their motivation (Dornyei and Crizen 1988Johnson 2008, 132-133). The
contents usually involve geographical knowledgepvidedge about the products and
contributions of the target culture in the worldymparisons about ways of life, an
understanding of values and attitudes of the L2 mamity. Cultural forming seeks to
promote interest and curiosity and help learnetsrmet culturally relevant behaviour,
and to conduct themselves in culturally appropriséys. (Kumaravadivelu 2006, 208.)
The “inappropriateness of non-native speakers \iwddite the cultural norms” has been
vastly exemplified in research about sociopragmiaicire, communication breakdowns
and L2 user stereotypes that reflect this biasKelin999, 2 citing Byram 1989). In other

words, the purpose of culture teaching has usuadign to help the learner gain an
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understanding ofnative speakers and their perspectives. Paradoxicallygtno as
Kumaravadivelu (2001, 297-298) remarks, in suchemario, cultural diversity is seldom

explored and explained.

Cortazzi and Jin (1999) have explored the cultoomitexts of a vast variety of textbooks
used for teaching English as a foreign (EFL) antbsd (ESL) language. They remark
that it is generally expected that textbooks shamitbduce target cultures. In practice,
that means introducing cultural aspects of the aled 1st circle English speaking
countries (as defined in the model of World Engdslereated by Katchru 1986 in McKay
2010, 97), most commonly Britain or the U.S., ocmaally Canada or Australia). Others
broaden the circle to cover a wider variety of daes where English is commonly used
(2nd circle countries: India, South-Africa and $9.duite interestingly, in some cultural
contexts, for example in Venezuela, in Turkey andSaudi-Arabia, there are course
materials that are almost solely based on sourterewcontexts, that is: the culture that is
familiar to the learners. In these cases, the aggamseems to be, that in this way the
national identity is cherished and protected. Maggent text books, though, seem to
reflect the global and international contexts inakhEnglish is used nowadays, showing
L2 — interactions and exploring issues (and mishegythat have to do with intercultural
communication. Cortazzi and Jin suggest that on¢hefmost important purposes of
including varied cultural contexts in the teachingterials is to provide cultural mirrors
for the learners (for example, giving them oppaitias to compare cultural traits) that
help form an intercultural competence. Such culteaching has communicative ends,
but it goes beyond it: it encourages the developroklearners’ cultural identities and an

awareness of the identities of others. (Cortazdidn 1999, 219.)

After an exploration of language and culture pedggduring several decades in Chapter
2, it is clear that FLT can no longer make do wigbusing on the ‘target language’ and
‘target countries’ — and on cultures as territdyidlefined phenomena. Risager (2007, 1)
considers that this applies not only to Englishtlas most widespread international

language at present but also to the teaching afthér languages, no matter how many
native speakers there are. Apart from developing #tudents’ communicative

competence in the target language, language atuwtetkaching ought to enable students

develop into multilingually and multiculturally aneworld citizens (ibid.).
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Lantolf (2000b, 28) suggests the research on ailtulanguage teaching should move on
from the common attitutional issues and questiofsdeveloping tolerance and
understanding of other cultures. He acknowledgesr timportance, though. Lantolf
writes about ‘second culture acquisition’, and me&pon research done on the degree and
the ways in which L2 learners appropriate 2nd caluas part of their L2 learning
process. It strikes me as problematic that he semmassume that second culture
acquisition (different from ‘awareness of’) in iisshould or could represent a necessary
or desirable end of L2 education. It still refleth® common presumption that culture,
together with language, can be acquired, as ifas &n ‘object’ with an independent
existence of the ‘subject’. Byram (1989, 104) reksahat cultural meanings could be
conceived as “objective” reality in the sense thay are shared between subjects, but not
in the sense that they could exist independentlgubijects. Perhaps to break out from
these usual dualities (individual-social, self-otheative-non-native, L1 — L2, first
culture — second culture, subjective - objectivelramsch (2009b, 233) turns to the
notion of a ‘third culture’ (springing from the nom of the ‘third place’ mentioned in
2.1.4.), understood as a place of intersection wfipte discourses rather than a body of
information to be intellectualized or a set of skdnd competences to be acquired (ibid.).
Pennycook (1997, 35, 46), as well, has considdredtlture of L2 learners to be a place
of a struggle for a new ‘voice’ instead of simpBplicating or mimicking the cultural
models imposed on them. It is a search for cultal@rnatives. Both Kramsch’s ‘third
culture’ and Pennycook’s ‘cultural alternatives’easubversive positions of critical

exploration and search for new possibilities.

The review of culture and language pedagogy revaals nationhood presents a central
sociolinguistic problem in applied linguistics and FLT (Pennycook 2010, 62).

Evidently, it is a central issue that should occupgterial designers each time they
consider ‘cultural contents’ for FLT materials. Byn (1997, 54) states, realistically in
my opinion, that even though countries and nataimestare not the inevitable units of
linguistic and cultural allegiance, the nationalitgrremains dominant, and it is the basis
on which education systems are usually organizeshder (2007, 125) alleges that what
is precisely needed is FLT to support a transnatiand intercultural approach — one that
guestions this national binding and its side efféot belief in the inseparability of the

national language and the national culture. Shéd.Jibcalls for a more dynamic

comprehension of how linguistic and cultural floslsaracterise the world today very
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much in the same sense, | assume, as Pennycook, (2001) has advocated. | think it
would be foolish not to acknowledge the strengtmationhood as a source of cultural
identification and as a practicality, however uhfasable, restricting, deterministic or
romantic it sounds in the academic spheres. Definiwe need to build a more inclusive
and dynamic model of “nationhood”, but still itlinbe founded on and situated in local
and national histories, traditions, geographical anvironmental conditions. We should
not deny the value and the necessary persistenoealf regional and national identities
in the light of the fashionable “cosmopolitan” g&db culture. The educated,
unproblematically easy-going, well-earning, bordesssing and world-travelling
multilingualism of the the ELT world does not bejpto all learners, however insistent a
good part of English language teaching materiats Iegen in selling that image. Not
buying this cultural and linguistic construct oregtioning about its desirability should
not marginalize anyone. On the other hand, itue that not offering high-standard ELT
would, and does, marginalize people and limit thecess to information, academic
studies and working opportunies. Those are valugdods” in the context of our
modernity, and instrumental for social mobility. iks Bourdier's terminology (e.g. in
Derivry-Pland 2011, 183), in the ‘linguistic marketertain languages just seem to be
better, more valuable than others. They count rtttaa others as part of one’s ‘cultural
capital’. ELT that is sociolinguistically and culally more sensitive could help build
multilingual identities that are more authenticdigsed on individual choices. This could
be done, for example, by designing more teachintgmnads which ‘envoice’ learners to

participate more satisfactorily in their commurstie

| think that ELT and material design should tak& iaccount the overall multilingual
"langscape” with its power relations. Sociolingigatly informed and culturally sensitive
ELT will recognize the value of the mother tonguasany other languages, that belong
to English language learners. It does not simpipptse’ English without raising
consciousness and questioning its role in the igtgumarket within the context of
globalization. ELT should be increasingly flexilde regards model Englishes and move
towards a more inclusive model. It should permitalgpreferences in relation to teaching
styles and different (and perhaps culturally oeeijtlearner strategies. It could promote
the creation of local teaching materials, thusifrgéeachers and learners from the urge
of necessarily having to enter the huge marketldf Ehaterials, which not only transmit

the hegemonic way of teaching but also many unitgylyalues and assumptions in their
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images and their discourses. Anyhow, a sociolingally sensitive English teacher
would encourage learners to use and read theseriamateritically and promote the
students’ creation of other possible “imagined camities” (term from Anderson 1991
in Mauranen 2008, 297; and in McKay 2010, 98).

Culture is contextualized, but it is definitely ngost ‘background’ to FLT. In partitis, as
Mauranen (2008, 295) says, constantly being shépedgh interaction. To support this
view, | will turn to the anthropological interpred theory and the sociocultural theory for
a semiotic framework that allows conceiving ‘cuium a wider and, at the same time,

more intimate and subjective manner.
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3. CULTURE AS SYMBOLIC ACTIVITY

In this chapter | am going to focus on two semidtameworks that have influenced
language and culture teaching. The anthropologialvpoints, and particularly the
American tradition that has studied culture as @yals to language (Risager 2007, 93),
have naturally been central to culture teachingeaiewed in Chapter 2.1. Since the 80’s,
and particularly in the 90’s, the interpretive anftology of Clifford Geertz (1973) and
‘the anthropological concept of culture’ have beemmmon references in culture
pedagogy as is reflected, for example, in the mg#iof Byram (1989, 1997). On the
other hand, the sociocultural theory principallyséa on the work of Vygotsky (1962,
1978 and as discussed by Lantolf 2000a and Laatdf Thorne 2006) has been the
common ground for many of the so-called learningteed methods (2.1.5.) which have
been in vogue during the last two decades, stig$haimportance of social interaction.
Such are, for example, the social constructivisimieworks, and the cooperative or
collaborative learning models. The socioculturaédty is also behind the recent
ecological and post-structuralistic perspectivesisa the works of van Lier (2000, 2004)
and Kramsch (2000a, 2000b, 2002, 2009a, 2009b)hathsball discuss briefly in the end
of the Chapter. Recently, post-structuralistic apphes to L2 education inspired by
interactional sociolinguistics and ecological thesrof learning have gained momentum
(Ellis and Larsen-Freeman 2006 in Kramsch 20093).24

These two major theoretical standpoints that aftisen two distinct social sciences -
anthropology and social psychology - share a viéwwnan culture as concrete goal-
directed activity situated in particular time anldge and as observable through human
interaction. Moreover, both of them are theoriesnuid. In them language and thought
are deeply intertwined with social interaction asaming making activity: activity that
makes human beings ‘human’, which, according to #mhropological view, is

synonymous to being ‘cultural’.

3.1. Culture in Interpretive Anthropology

Geertz’ (1973) concept of culture is essentialgeaiotic one. Following Max Weber, he

holds that man is an animal suspended in webs gofifeiance he himself has spun,
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culture taken to be those webs, and the study lbdireuto be a discipline that does not
search laws through experimenting but meaning tiiranterpretation (Geertz 1973, 5).
Culture is the context in which signs (symbols) bandescribed and interpreted (Geertz
1973, 14). The interpretation is accomplished byking a ‘thick description’ of the
semantic structures of the ‘culture-as-a-text'ritday Risager 2006, 48), of which Geertz’

Interpretation of Culture$1973) includes illustrative examples.

Geertz defines culture as “historically transmittedttern of meanings embodied in
symbols, a system of inherited conceptions expdegsesymbolic forms by means of
which men communicate, perpetuate, and develop Kmeiwledge about and attitudes
toward life” (Geertz 1973, 89). Cultural acts - tenstruction and utilization of symbolic
forms - are social events like any other: “as pulals marriage and as observable as
agriculture” (ibid. 91)In interpretive anthropology, culture is an “enactiocument”. It
does not exist in someone’s head, and though uigathy# is not ‘super organic’, not an
occult entity. In other words, culture can be vidwas symbolic activity. (Geertz 1973,
10.) Cultural forms are articulated through sbeietion: we gain access to symbol
systems by inspecting events (ibid. 17). Thusntlest important tools of the interpretive
anthropologist are the different phases of the aghaphic fieldwork: participative
observation of social interaction, (‘thick’) degation that pays attention to microscopic
detail, and a semiotic interpretation on a symbplane, in terms of cultural meaning
(Geertz 1973, 20-23).

For Geertz culture and social structure are twdedsht abstractions from the same
phenomena, and they are separated only conceptt@lijture is the fabric of meaning

in terms of which human beings interpret their eigee and guide their action; social
structure is the form that action takes, the neltvair- - social relations” (Geertz 1973,

145). Rituals, for example, are not only patterisneaning, but also social interaction
(ibid. 168).

According to Geertz, the aim of anthropology is tiealargement of the universe of
human discourse” (Geertz 1973, 14). Anthropologgkseto “converse” across borders
(ibid. 13). Geertz is opposed to the uniformitanaew of man, the belief in a common
Human Nature independent of time and place, orwkschy superficial differences in

beliefs, values, customs and institutions. He htiddé we cannot separate what man is
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from where he is, who he is and what he believiter unmodified by the customs of
particular places do not in fact exist, have nastexl, and most important, could not in

the very nature of the case exist”. (Ibid. 35 -.36)

This is the dimension that Byram (1989) considéagsiBcant for the general intercultural
education in relation to FLT which he describeSaasemancipation from the confines of
one’s native habitat and culture” (ibid. vii). Tlaathropological notion of an ‘emic’
approach towards culture - that is, seeing thingsnfthe actors’ point of view,
experiencing culture from “inside” - echoes witle flong tradition within FLT to strive to
promote an understanding of the ‘native’ and natiistically conceived target cultures,
but it also encounters a fertile ground in the Hhgsrecognized urge for a more
intercultural education. Byram believes that larggugeaching — using such activities as
ethnographic fieldwork — should give students @iaai insight into the world, with an
emphasis on the implied national cultures, and eragpng fieldwork supported by the
relatively short travelling distances in Europes@jer 2007, 126 - 127; Roberts, Byram,
Barro, Jordan and Street, 2000, 18®i). the other hand, a cultural experience does not
need to take place in a foreign country (Byram 198%), and FLT has a long history
seeking to create experiences of “foreignness” hia tlassroom. It is one of the
cornerstones, for example, of experiential learr(iighonen 1992) in the collaborative
learning tradition (Nunan 1992, 1997). The anthtogi@al concept of culture has also
served to prompt fieldwork with ‘one’s own culturgblerance of other cultures is
expected to grow if learners experience, even feagarily, their own culture as ‘strange’

and ‘other’, as not necessarily the ‘norm’. (Byra@89, 20.)

Culture is then best seen not as concrete behapaiterns (customs, usages, traditions)
but has a set of control mechanisms (plans, recipéss, programmes) for the governing
of the behaviour. Geertz (ibid. 44) states that rfma the animal most desperately
dependent upon such extra genetic, outside-theekmtrol mechanisms, such cultural
programs, for ordering his behaviour.” Undirectgdchlture patterns, organized systems
of significant symbols, man’s behaviour would benare chaos of pointless acts and
exploding emotions and his experience shapelessur€uthe accumulated totality of
such patterns, is not just an ornament of humastente -- but an essential condition for
it. (Ibid. 46.) “We are, in sum, incomplete or unéhed animals who complete or finish

ourselves through culture”, Geertz resumes (i®). 4

55



The “control mechanism” view of culture begins witte assumption that human thought is
basically both social and public - that its naturabitat is the house yard, the marketplace, aad th
town square. Thinking consists not of “happeningghe head” (though happenings there and
elsewhere are necessary for it to occur), but wéffic in - - significant symbols - words for the
most part but also gestures, drawings, musical dgumechanical devices like clocks, or natural
objects like jewels - anything, in fact, that iseligaged from its mere actuality and used to impose
meaning upon experience. From the point of vievar§ particular individual, such symbols are
largely given. He finds them already current in doenmunity when he is born, and they remain,
with some additions, subtractions, and partialrattens he may or may not have had a hand in, in
circulation after he dies. While he lives he uses -- always with the same end in view: to put a
construction upon the events through which he Jite®rient himself within “the ongoing course
of experienced things”, to adopt a vivid phrasddin Dewey's. (Geertz 1973, 45.)

Mind, for Geertz, is a rhetorical device, not aestific concept. Geertz holds that
cultural accumulation played an active role in final stages of the biological evolution
of Homo sapiens. Thus mind and body, culture antbgy are intertwined. Much of our
physical structure is result of culture. The huntaain is thoroughly dependent upon
cultural resources for its very operation, and ¢hossources are, consequently, not
adjuncts to, but constituents of, mental activi@eértz 1973, 76). Thus culture is an
ingredient, not supplementary, to human thoughis ©halso fundamental in Vygotsky’s
(1962, 1978) theory which | shall discuss in 4.2.

| consider that one of the most important contidng of the anthropological thinking for
FLT lies in that it traces a road to the generabulyh a concern with the particular, the
circumstantial and the concrete. As we have sé@nai concern present, for example, in
the humanistic approaches, in Dogme and Kumaragadss post-method pedagogy.
Geertz (1973, 51-52) holds that “it is, in fact, iby/ power to draw general propositions
out or particular phenomena that scientific theerindeed, science itself - is to be
judged”. The ethnographic frame of mind is “microgic”, taking the capital letters out
of the grand words (ibid. 21), making the genenagjzconcepts more local, more
‘homely’. Furthermore, as Risager (2006, 48) rersarikterpretive anthropology is
related to hermeneutics to literary interpretati®a, and importantly for the focus of the
present work, it offers a view of culture that camplates the aesthetic dimension of
cultural practice. Because of his literary emphaSisertz is highly particularist in his
orientation, unlike Lévi-Strauss and the struciatachools which are Universalist, and
unlike cognitive anthropology, which traditionalbperates with an abstract concept of
the individual (as does Chomsky in linguistics)is@gger 2006, 48.) The ethnographic

influence can also be seen in the ecological appesa(van Lier 2004), in the dialogic
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and intersubjective standpoint of Kramsch (2009209), the sociolinguistic focus of
Pennycook (2007) and in Dogme (Meddings and ThasnB009). All of them promote
an attitude shift in language education, and seckfit way of being a teacher. As they
prioritize, as Meddings and Thornbury (2009, 21) puthe local over the global, the
particular over the general, the individual ovee ttrowd, they also, necessarily, vary

according to the contexts in which learning takese.

The semiotic concept of culture is much wider thaprevious more pragmatic views of
a society’s culture as a kind of shared and sydiencade, “whatever it is one has to
know or believe in order to operate in a manneept@ble to its members” (Geertz 1973,
11, citing Goodenough), a notion that has inforrmadch of the nationalistically
flavoured language-and-culture teaching RisagelOg§PQeviews. The ‘code’ notion
implies that if the rules were written out and deled, it would be possible to pass as a
native of a given “culture”. Geertz frees us from ienpossible mission remarking that
“only romantics or spies would find a point in batng ‘natives’ of another culture”
(Geertz 1973, 13). The interpretive theory of a@tas symbolic activity supports visions
of foreign language teaching beyond its most comrapplications as provision of
pragmatic cultural background information, creatidriauthentic’ target-culture contexts
or promotion of an understanding of interculturéffedlences. Of course, all of these
aspects are valuable and necessary in foreign dggeducation, but | think that the
semiotic frameworks offer possibilities to expldnew cultural meanings are created
through multimodal, and particularly, artistic pesses. | conceive this “language
teaching as symbolic activity” in terms that arediband homely (as in Dogme, Meddings
and Thornbury, 2009), ecologically (van Lier 20@004) and sociolinguistically (Janks,
2010; McKay and Rubdy, 2009; McKay 2010, Pennycb@87, 1998) sensitive, but still
not tied to locally, historically or geographicaltiefined ‘cultures’, taking into account
each language learner’s particularities and (iatdajectivities as multilingual individuals
(Kramsch 2009) that participate in the multiple agwker changing ‘cultural flows’
(Pennycook 2007) of the globalized world.
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3.2. Culture in Sociocultural Theory

In the constructivist and social interactionistnfieworks, children are born into a social
world where learning occurs through interactionhwither people. This contrasts with
the Piagetian view that children would independengixplore and discover the

environment as well as with the behaviouristic dganint that learning takes place as a
result of the “adults’ judicious use of rewards gnaishments” (Williams and Burden

1997, 40). Now | will turn to the core statementshe sociocultural theory based on the
ideas of Vygotsky (1962, 1978) that offer anothemm®tic model of how language and

culture are conceived and transmitted while thigkdevelops and learning occurs.

Both the sociocultural theory and the anthropolabioterpretive theory are theories of
mind. In both of them behaviour and consciousneise aogether; consciousness is, in
fact, anchored in social activity (Lantolf and Ther2006, 167; on Vygotsky: Roebuck
2000, 81) thus making it possible to observe cansriess in the organization of human
behaviour. Both are based on the hermeneutical intbde defies the confines of the
reductivepredictions and universals copied from the natsc&énces and, instead, search
for meaning and detailed interpretive explanatiabsut real persons in their mental and
physical activity (Roebuck 2000, 82). In what thegfer is that in the Vygotskian
tradition- a view of culture with roots in the 18th and 18#mtury German philosophy
(Kant, Hegel, Marx and Engels) - culture is undmodtto be an “objective force that
infuses social relationships and the historicawedoped uses of artefacts in concrete
activity” (ibid.2). Thus the Vygotskyan view of @hgenesis of language, thought and
culture is more directly rooted in human interaasion concrete goal directed activities in

which different tools or artefacts - material gmbolic (mainly linguistic) - are created.

One of the most fundamental concepts of the soltiral theory is themediated mind

Just like we use physical tools to interact witlt environment and with others, we use
symbolic tools to mediate and regulate our relatgos. Symbols, or signs, are culturally
constructed, transmitted and modified artefactsulti@ally shaped mind integrates
symbolic artefacts into thinking”. (Lantolf 20004,) Mediation is the part played by
significant people in the learners’ lives; they ante learning by shaping the learning
experiences and determining which social meaninghild is exposed t@®yram 1989,

111). The secret of learning lies in the naturaghef social interaction between people
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with different levels of skills and knowledge: thee who knows most helps the others.
That makes language development possible. (Byra®®,1806.) This is called theone

of Proximal DevelopmerfZPD), another core concept of the Vygotskyan theory.

ZPD is a metaphor for the difference between whpeon can achieve when acting
alone and what the same person can accomplish adtary with support from someone
else and/or cultural artefacts (Lantolf 2000a, 17According to Vygotsky, in play
children create, in collaboration, a zone of pradidevelopment in which they perform
beyond their current abilities (Vygotsky 1978 innt@lf 2000a, 13; Sullivan 2000, 123).
Or, people working together can co-construct cdstéx which expertise emerges (as a
feature of the group). This construction of oppoities has been conceived by van Lier
(2000, 2004) as ‘affordances’, by Swain & LapkirO98 in Lantolf 2000a, 18) as
‘occasions or learning’. It is important to noteat novices do not merely copy: they
transform and appropriate. According to Vygotskg t#tey to transformation resides in
imitation, which together with collaboration in th#&PD is the source of all the
specifically human characteristics of developméfyigpotsky 1987 in Lantolf 2000a, 18;
Lantolf and Thorne 2006, 167). | think that imitaticould be given much wider and
more creative uses in the foreign language classro@erhaps the connotation of
imitation as audiolingual repetition of drills cassmany teachers and learners to shun
away from it. Language teachers do not need (acwlild be counterproductive) to insist
on the students producing the exact copy of whaffexed. Also, interestingly, imitation
has a central role in Steiner pedagogy as creatiganing making activity in which
aesthetic experience forms an essential part efriatisation (Nicol and Taplin 2012, 20-
24). ZDP is an activity, the “essential socialnedshuman beings” expressed as
“revolutionary” activity (Lantolf and Thorne 2006289). | understand it to be

transformative or creative activity that transfortiiough the creation of new meanings.

From the language educators’ point of view, it isompelling idea of the sociocultural
theory that the genesis of language and the gengsignking - and thus, of culture - is
the same. It happens through the different phasteeiprocess ahternalisation(Lantolf
2000a, 13)Wertsch and Stone (1985, in Byram 1989, 105) erpla® complex process
in simple terms: “Any function in the child’s cutal development appears twice, or on
two planes. First it appears on the social pland,then on the psychological plane. First

it appears between people as an interpsychologatatjory, and then within the child as
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an intrapsychological category”. Thus, Byram (ibidmarks, ‘external’ culture, in the
sense of meanings and patterns of behaviour, terfinlized’ because of the individuals’
innate disposition to fulfil an incomplete potehti@his occurs by usingrivate (voiced)
andinner speectas tools for the semiotic system of language tinternalized for the
means of self-regulation and cognitive orientatiora task or a situation (Thorne 2000,
231). Internalization, in essence, is appropriafertsch): it is about making something
one’s own (Lantolf and Thorne 2006, 162). We Iaranipulating’: either concretely or
mentally interacting with the surrounding worldpeepare for an eventual activity (ibid.
163). Imitation, as we saw, is another powerful &dinternalization/appropriation
(Lantolf and Thorne 2006, 167). The transformatdran interpersonal process into an
intrapersonal one is a long succession of developregents. The external form of

activity occurs for a long time before turning imaia(lbid.)

As language and thought arise together and, simesitasly, the culturally mediated mind

is formed, then “learning a second language cath tedhe reformation of one’s mental

system, including one’s concept of self”, as Lain(@D00, 5) puts it. That happens when
“publicly derived speech completes privately iniid thought” (Bakhurst 1991 as cited in
Lantolf 2000a, 7). Speaking and linguistic activg not only transmitting thoughts, as

the communicative standpoint hold®y speaking, and by ‘manipulating’ language, we
also mould and transform thinking.

Activity theoryis the theoretical framework that informs socitatdl research (Lantolf
2000a, 8). Activity, in the sociocultural contexs, doing something motivated by a
biological or a culturally constructed need. Withiie scope of the present work, and for
the educative contexts, what is important is thathe“task” is different for different
learners. Teachers know how students tend to apipraesks in widely different and
unpredictable ways (Donato 2000, 42) often tramsfiog them to something different
than originally intended. In the light of the adyvtheory, students’ agency through the
investment of their own goals, actions, culturgpitals and beliefs should be allowed
more space in classroom work, and teachers couldsféess on prescribed procedures
and outcomes (Brooks & Donato 1994 in Donato 2@@d), Also Roebuck emphasizes
how subjects in psycholinguistic tasks (Coughlabéff 1994 in Roebuck 2000, 79, 84)
are necessarily involved in different activitiesthsy bring in their unique sociocultural

histories, goals and capacities. It has been, ds wme of the corner stones of the
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humanistically oriented FLT that learners wouldnigrin their personal histories, values,
assumptions, beliefs, needs, rights and obligations

With the sociocultural framework, FLT has movednfrdghe acquisition metaphor that
tends to conceive FL learning as accumulation advwkadge towards metaphors of
participation. This is a common denominator of mathe learning centered

methodologies (2.1.5.). Learning is made perceptifough increasing participation and
emergent communication of learners with the teach®t each other. According to
Donato (2000, 41) the participation metaphor, afparh bringing the social factors to the
fore, defies the traditional distinction betweer tbognitive and affective aspects of
learning. Furthermore, the sociocultural conceptibmind rejects the binary oppositions
of mind and body, individual and society, text aaehtext (Kramsch 2000a, 139). Itis a
dialogic (Bakthin, Vygotsky) principle that we dotnjust use language in context: we
shape the context that shapes us (ibid.). In saoltiwal theory learners are viewed
actively transforming their world and not merelynfmrming to it (Donato 2000, 46)

which has to do with the performative aspect ofgleage as potentially bringing forth

social change as underlinedrgire (1972).

The sociocultural theory has also given rise toetb@ogy- metaphor. Kramsch (2002, 5)
summarizes it as “the poststructuralist realizativat learning is a nonlinear, relational
human activity, co-constructed between humans heid &énvironment, contingent upon
their position in space and history, and a sitestanggle for the control of social power
and cultural memory”. In her definition she addessshe question of social power,
always present in linguistic and cultural practicesd | agree that it should not be
overlooked in language and culture pedagogy. Eccdbdanguage pedagogy is highly
context-sensitive and adapted to the demands ariieonment; an ecological method is
any method that works (use of L1, translation, ation, memorization) in the

sociocultural context. Ecological classroom workorpotes re-readings, retellings,
multiple interpretations of the same texts and iplgltmodalities (visual, verbal, gestural,

musical) of meaning making and of expression. (kKgaeim2009a, 239.)

Van Lier (2000, 246) states that from an ecologpEkpective learning is not migration
of meanings to the inside of the head but ratheeldping effective ways of dealing with

the world and its meanings. We should not forget tineaning making is not only a

61



linguistic activity: it is a semiotic activity witbthers - more, equally or less competent in
linguistic terms - from which language emerges (kgm 2000, 251-2). As an alternative
to ‘input’ van Lier proposes ‘affordances’, opparities for meaningful action that a
situation affords. What becomes an affordance di#pen what the organism does, what
it wants, and what is useful for it: “Leaf in adést” has different meanings for a spider, a
frog, an ant and a shaman, even though in all cteedeaf is the same (ibid. 253).
Affordance is neither the actor nor the objectsithe relationship between the two, and
the unit of analysis is not the perceived objeclirguistic input, but the active learner,
the activity itself (ibid). | find the concept affordance to be particularly well suited for
a pedagogy that emphasizes the aesthetic dimeps$itanguage education, to which |

shall return in the following chapter.

Kramsch'’s line of ecological language pedagogyiss aost-stucturalist in tone: notions
of appropriation, translation and resignificatiohsmgns are central to it. Apart from a
strong reliance on the dialogic concepts of Bakhter work is influenced by the concept
of the third space by Hobi Bhabha (in Kramsch 2Q0@38Y) which locates culture in the
discursive practices of speakers and writers. Tdedro interpret is always present, and
that is the third space: for the EFL learner itthe right to appropriate the English
language and give it other meanings than nativakgye would (ibid.)Since thenwithin

an ecological perspective, Kramsch (2009a, 23) ‘tessgnified’ the notion of the 3rd
space (Kramsch 1993) as symbolic competence. Tls&-spaicturalist and ecologic
approach to the relation of language and cultufmel® culture as an individual’s subject
position that changes according to the situatiahtarthe way he/she chooses to belong,
rather than to the place where she belongs (Krar28€®a, 241)Not only flesh and
blood interlocutors in verbal exchanges are conteteg: also the remembered and the
imagined, the stylized and the projected are pte3édws the notion of bounded speech
communities is problematized and the attention $eduon “open-ended, deterritorialized
communicative practices rather than on the teratdroundedness posited by the one
language — one culture assumption” (Blommaert 2D0Kramsch 2009a, 247), the
notion which has dominated much of the languageeatidire discussion reviewed in
Chapter 1. At this stage culture is seen as a mookea place, of belonging. It is as

imagined as real. It is both remembered and lived.
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Both the sociocultural theory and the interpretwghropological theory explain human
activity through the process of observation, dgsiom and interpretation (Lantolf 2000a,
18). Within a sociocultural framework, learningassemiotic process emergent through
participation in socially mediated activities.  &dc participation should not be
understood too narrowly as simply “team work” ofd&sroom talk” which in itself has
never secured a communicative, interactive, gehwirgarticipative or otherwise
meaningful class. We should remember that learfiedsaccess to cultural tools in a
wide variety of ways, and that the “universe of lamdiscourse” (Geertz) is vast. In the
material package students use material objectspghaphs, images, dialogues, tales and
art materials to interact. In the next chapter alisturn to rituals, myth and art as

symbolic activities with rich meaning making potaht
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4. RITUALS, MYTH AND ART IN FOREIGN LANGUAGE TEACH ING

“Language evokes ideas; it does not represent ti{Siobin 1982).

“In order to make up our minds we must know howfee about things; and to know how we feel
about things we need the public images of sentirttexttonly rituals, myth and art can provide”
(Geertz 1973, 82).

Foreign language instruction particularly as CLTs Haeen predominantly anchored
around the expression, interpretation, and negatiaif referential meanings (Kramsch
2009a, 190). The proposals springing from semitteories of language, mind and
culture — such as the interpretive anthropologicatiel and the sociocultural framework
- allow the construction of meaning, and cultueebé understood in a much wider scope.
For example, the multilingual perspective to larggidearning which Kramsch (2009a)
has recently advocated strives to help the muitilal subject express and interpret
subject positions that are sometimes ‘non-negaiabAt the end, we are not so
concerned just about ‘transmitting information’igtthe realm of theymbolic(emotions,
memories, values and subjective positions) thaush more central to us. She claims
that societal changes call for an ecologically med pedagogy that not only approaches
language learning and language use as an instramaativity but as a subjective
experience, “linked to a speaker’s position in gpard history, and to his or her struggle
for the control of social power and cultural menigiigramsch 2009a, 190.) This means
teaching language and culture as a living formgernced and remembered bodily, with
a relation to an ‘other’ that is mediated by synibébrms (ibid. 191). In this chapter, |
am going to discuss an aspect that is often nesgglemt considered rather decorative in the
overall FLT syllabi: the aesthetic sphere that dsvedt every instance of human
experience, but which we, perhaps, can come te gvigh most powerfully through the

concrete experiences of ritual, myth and art.

Art has been taken into consideration in language @ulture pedagogy as part of the
cultural background knowledge particularly in ther&pean Civilisation' (Fr.) tradition
with its ‘encyclopedic’ emphasis on ‘high’ cultuaed fine arts (2.1.4.). Art has also been
present along the for-long-shared paths of languagd literature teaching, with
undeniable benefits both for language as for celtearning. In relation to the humanistic

FLT tradition - which has always promoted art antisac expression as part of
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classroom work - Williams and Burden (1997, 35)erefo the famous model of the
‘hierarchy of needs’ by Maslow (1968, 1979) usugltgsented as a pyramid. On the base
there are ‘maintenance’ or ‘deficiency’ needs,ntligrowth’ or ‘being’ needs, after
which follow the cognitive needs, and on the pebthe pyramid the need to be different
and creative: the aesthetic needs. In humanisticadtbn, art is a starting point: it
contributes to “help students become more like deues and less like each other”
(Hamachek 1977 in Williams and Burden 1997, 36)llis¥hs and Burden (1997, 39)
point to the strong linkdHumanistic approaches have with constructivism aciad
interactionism as both are concerned with the iddals’ search for personal meaning. |
totally agree with them, even though if the studeneed of being ‘like themselves’ and
constructing their subjectivities creatively wae #tarting point - and | definitely think it
should be - then the aesthetic needs should neisbalized as the glazing on the top of
the cake after all the other more fundamental neede satisfied. Some authors like the
American philosophers John Dewey (1934) and M. Sohr{2008) as well as a complete
educational tradition such as the Steiner or Wélgedagogy (Nicol and Taplin 2012,
122) have rendered a much more fundamental rodesthetics in the process of human
meaning making. Aesthetics is central in GeertiEnpretive anthropology (Geertz 1973,
81 - 82), and Vygotsky (1971 in Kramsch 2009a, 1§i8¢s importance to the “aesthetic
zone of proximal development that occurs at thenbauy of art and life, in between the
actual child and the imagined child”. Accordinghion, we create an aesthetic ZPD in
play and through art (ibid.), even though | thirthe taesthetic experience can be
understood more broadly in connection to many otwivities that form part of our
more ‘domestic’ everyday lives (which is, agairhasic tenet of Steiner educatidticol
and Taplin 2012, 14). This is the aesthetic aspédulture that could be given much
more scope within FLTas part of the classroom activities: experiencing fanding

pleasure in the rituals and learning through thamreys created in the process.

Mark Johnson (2008, 209) remarks how philosophyaofguage has focused almost
exclusively on language, spoken or written, ashisarer of meaning, while the common
dichotomies of Western thought have rendered lessde to the arts, together with

feelings and the body (ibid. 211). He claims tlmaexplore the deeper roots of meaning
we should look beyond linguistic meaning and irfte processes of meaning in the art,

“where immanent bodily meaning is paramount”. Fion esthetics is not just art theory
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(about how we make judgments about beauty), buildHze regarded as an essential part
of the study of how humans make and experience imga@ohnson, M. 2008, 209.)

M. Johnson (2008) frequently refers to the worklohn Dewey (1934), the American
philosopher whose writings have also been inflantior Geertz’ interpretive
anthropology as well as for the more recent ecoldgriewpoints of van Lier (2004) and
Pennycook (2009). Dewe(t as Experiencel934) saw the marginalization of the art
and the aesthetic and advocated for a rediscovenrtaas a condition of life and an
exemplary of human meaning-making (Johnson M. 2@Q8). For Dewey the aesthetic
sphere was not an “idle luxury or transcendentliggabut the “clarified and intensified
development of traits that belong to every normabtiynplete experience” (Dewey 1934
in Johnson, M. 2008, 212). Art reminds us that nm&ans not exclusive linguistic.
Johnson’s central thesis is that “what we call ‘@hiand what we call ‘body’ are not two
things, but rather aspects of one organic procsshat all our meaning, thought, and
language emerge from the aesthetic dimensionsi®fethbodied activity” (Johnson, M.
2008, 1). | find his view compatible with and emiing of the anthropological and the
sociocultural - ecological perspectives: in it tidnole organism, mind and body,

interacting with the environment, is taken into@aat.

That is what occurs in rituals, the ‘cultural penf@nces’, that can be religious, artistic,
political, or perhaps related to the organizatibthe most concrete and domestic spheres
of our cultural experience. Educational settingsl @lassroom practices are full of
rituals. Rituals have very much the same qualitg@sin them, in Geertz’ (1973, 112)
words, “the world as lived and the world as imagdinised under the agency of a single
set of symbolic forms, turns out to be the sameldioiThey give a concrete and
experienced social form to meanings: rituals artenmerely spectacles to be watched but
to be enacted (ibid. 116). In a ritual we “leapta a symbolic framework of meaning,
and “the ritual ended, returned again to the comsemse world, a man is - unless, as
sometimes happens, the experience fails to registeanged. And as he is changed, so
also is the common - sense world, for it is nownsag but the partial form of a wider
reality which corrects and completes it” (ibid. J22According to Geertz’ interpretive
anthropological theory meaning can only be “storad$ymbols, dramatized in rituals,
related in myths (ibid. 127). The ritualistic aspean also be seen in the performative

dimension of language as utterances acting updityréaustin 1962 in Kramsch 2009a,
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8). Pennycook (2007, 58-59) refers to the perfowvaadspect of language and reminds
that within an ecological perspective language metely represents thought or outer

reality: it creates and performs thought in dialguth others.

Myths, and other ancient forms of literature susliables and fairy tales, reach and enact
the deeper meanings of phenomena beneath theagmitegtplots(Gersie and King 1990,
23 -24; Kramsch 2009a, 11). Using myths in FLTaaea highlight the fact that language
makes meaning not only by referring to or standorgthings, but by evoking them. In
myths, language is used less for its objectivehtuglue than for the subjective beliefs
and emotions that it expresses, elicits and pedoifhus mythic speech focuses on the
aesthetic aspect of language and on the affeatipact of the words. (Kramsch 2009a,
11.) Myths and traditional tales also express diderultural experience enabling us to
connect our personal experience to the collectygerences of the human race (Gersie
and King 1990, 24). Fairy-tales and fairy-tale-likarratives underline the power of
language to bring about events in a magical wagyTuncover the nature and the power
of symbolic forms to bring about social existenggamsch 2009a, 40.) Myths and fairy
tales are full of examples of the performative d #imus possibly transformative - features
of language. | appreciate Kramsch (ibid. 14) renmgdus that reducing language to its
informational value (be it grammatical, social,tawal information) causes pedagogies to
miss an important dimension of the experiencediheension of the subjective relevance
the language can have for the learner. This igandéeny that, in the language and culture
pedagogy context, the work with written and oratnie of literature also offers an
important portal to ‘foreign experiences’, as Rma@007, 6.) puts it: “other ways of
living, other ways of seeing the world, other pptans, perspectives and states of mind”

thus bringing valid cultural information to the éor

In the sphere of the aesthetic, ‘interaction’ netedse understood in a wider perspective
than it usually is within FLT. Halliday (1997 in Buan 2000, 129), in the midst of the
communicative boom, recognized that in some costégtassrooms in China and in
India) successful ‘communicative’ involvement ingorates interaction with texts. Apart
from everything that we can regard as ‘texts’ (fbem written, visual, musical) | would
add anything that can serve as ‘affordances’: edbntext of the material package to
follow, principally rituals (both observed and eteat), myths and other ‘folktales’, art

and different materials manipulated artisticallyalbgue is not restricted to only verbal
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face-to-face interaction: Vygotsky even said thatimg was having a conversation with
a sheet of paper (Holquist 1990 in Lantolf and TieoR006, 10). We all, as socialized
and ‘acculturated’ subjects, are “full of the vaaa others” (Bakthin in Kramsch 2000b,
337), and art can offer different channels forénaicting’ with these voices. We can
encourage students to give meanings to all sigasalipguistic, gestural, musical and
visual. The semiotic frameworks offer pedagogidédraatives to teach language and
culture as systems of linguistic and non-linguigtigns in a socially and historically
situated environment (Kramsch 2000, 152.). Thegvallis to view the language learner
as someone who interacts - in a broad sense - bgetong new meanings by

manipulating signs created by others.

Kramsch, in her definition of the aesthetic, focusa the “formal aspects of language as
symbolic system combined with the subjective resora of these forms in the emotions,
memories and fantasies of their users” (Kramsc92p@97). It is through the aesthetic
experience of writing and other forms of artistipeession that learners can enact the
social subjects they might want to become (ibid5)19Aesthetic experiences are
characteristically ‘open’: they often take the fooha what...if scenario, and they are
seldom ‘conclusive’. Narrative is an artistic gertteat has become popular among
language teachers who have students create autapiogal narratives, diaries, poems
and journals as reflexive practice (Kramsch 200E85; Pavlenko and Lantolf 2000;
Sullivan 2000). Animation, painting, poetry, theatmusic and writing can also help
imagine a future that is not restricted to one lege or one semiotic modalitiorton
(2010, 363) reports on multimodal pedagogies thalude drawing, photography and
drama incorporated into the English curriculum igadda. Researches (Kendrick et al.,
2006; Kendrick & Jones, 2008 in Norton 2010, 36%jua that “multimodal pedagogies
offer teachers innovative ways of validating studeliteracies, experiences and cultures,
and are highly effective in supporting English laage learning in the classroom”.
Norton underlines how these learners are providéd diverse opportunities to take
ownership over meaning-making, and to reimaginexganded range of identities for the
future. In essence, she says, “these remarkahibdeaare seeking to make the desirable
possible” (ibid. 364). The transformation that, @cting to Vygotsky (1971, in Kramsch
2009a, 198), occurs at the boundary of art and lifethe aesthetic zone of proximal
development, is not only an emotional one, but alsmgnitive one. Heath and Roach

(1999in Kramsch 2009a, 198) have documented how artgativity in its various
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forms brings about cognitive benefits (such as Hypsizing, problem-solving, evaluating
cause-effect) that are similar to those gainedutinoscientific thoughtThe founder of
Steiner - Waldorf educatiorRudolf Steiner, said the same thing with regardnall
children: “It is art that awakens their intelligento full life” (quoted in Juenemann and
Weitmann 1994 in Nicol and Taplin 2012, 122).

There is no cognition without emotion, no thinkimgthout feeling. Geertz’ (1973)
interpretive anthropology and M. Johnson (2008a8yely based on Dewey 1934) both
argue for the central role of emotion in how we maknse of the world. For Geertz, it is
mental activity that chiefly determines the way exgon meets his surrounding world.
And it is very emotional mental activity: “It is isgation remembered and anticipated,
feared and sought, or even imagined and escheve¢dstimportant to human life. It is
perception moulded by imagination that gives us ¢kéwvard world that we know”
(Geertz 1973, 81). Geertz holds that we are natoswerned with solving problems but
with clarifying feelings, and for this, too, we mkeeultural resources (ibid.). M. Johnson
(2008, 10) has a ‘naturalistic’ view of meaning mnak It takes place within the flow of
experience that cannot exist without a biologiggbnism engaging with its environment.
Thus meanings emerge “from the bottom up” - notahstract constructions of a
disembodied mind. From this perspective, promotiteyaesthetic experience in relation
to concrete (be them artistic, ritualistic, or ‘exeay-life-like’) activities in the FLL
context should help in integrating cognition andoéon, form and meaning, and in

making language learning more ‘embodied’.

| consider promoting empathy and emotional involeatimportant for all learners - that
is one of the basic tenets of humanistic approadissut them for example Williams and
Burden 1997, 30) - but perhaps teenagers and yadog@is are in a moment that is
particularly fruitful and sensitive. All art (theat literature, music, visual arts, cinema,
television series) offer excellent means and malterifor promoting emotional

involvement, which in the best cases subtly ‘setistadents to learn rather than
convince them through reasoning (or in the mostditing and still quite real cases:
through sheer pressure, at least in some ‘cultafelearning’). When talking about

cultural products (cinema, literature) or expressiof ‘high’ culture, | am by no means
suggesting that teaching culture should of couldréstricted to them. Television,

networking, youth cultures are some of the mosti@mis/examples of today’s ‘popular’
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cultures. What is most important, from the teacharid the learners’ point of view is that
we should remember that classroom is not a lonkelyeg: we belong to a wider context
where capacity for empathy should also be exercibed ‘real needs’ of the ‘real world’

are by no means separated from the EFL — learntogtion, and they should not be
reduced to isolated or mechanistic functions okg€a$n the other hand, “cultural
imagination is no ‘less real’ than cultural redlitfkramsch 1993: 207). | think that

teaching ‘culture’ in a semiotic framework is ulately about seeking to interpret

phenomena as parts of a whole. It is an integratatiyity.

Finally, when considering the aesthetic dimensionFLT we cannot disregard the
importance that pleasure has in all learning. Aifgm language learner, the multilingual
speaker, derives pleasure “from understanding amagbunderstood, from discovering
multiple layers of meaning and having the power gnedability to manipulate meanings”
(Kramsch 1993, 30). An aesthetic experience engagestotally; it is by definition
holistic. For Kramsch (2000, 149): the “semiotiegdure of the text” (Barthes 1975), can
consist in students constructing themselves asgaattor discursive selves as narrators.
As Kramsch emphasises the poetic dimension of gguand language learning, she
recommends memorizing poems and playing with forotedracteristics (like sounds,
rhythms, melodies) of language: just like studyingiece of music written by someone
else, it helps to make the poem one’s own (Stevdi®B8 in Kramsch 1993, 157).
‘Variation in permanence’ not only brings individyaleasure, it creates a bond among
the group (ibid. 158). It is a principle we candim the thinking of Vygotsky (1987 in
Lantolf 2000a, 18; Lantolf and Thorne 2006, 167\Waldorf pedagogy that cherishes
rhythms and repetitions (Nicol and Taplin 2012,22); and we can most certainly find
multiple ways of applying the principle playfullp idd pleasure to classroom work, for

example while working with rituals, myth and art.
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5. OUR CULTURALLY EMBODIED MINDS

“The word, at first, is a conventional substitube the gesture”.
(Vygotsky in Verity 2000, 204)

“A child counts with his fingers before he couritshis head’; he feels love on his skin
before he feels it ‘in his heart’. Not only ideasit emotions too, are cultural artifacts in
man.” (Geertz 1973, 81)

Language or culture would not be conceivable witheymbolically mediated minds.
Minds are made, meanings constructed and langeagedd in concrete interactions with
social and physical environments through mediatod internalization. This is, in a
nutshell, what the sociocultural theory (3.2.) mlai Geertz (1973, 36) considers that
instead of trying to draw a troublesome line betweeéhat is natural, universal and
constant in man (‘nature’) and what is conventipihatal and variable (‘culture’) we
should conceive man not only stratigraphically (aedarating in parts) but synthetically,
as relations between biological, psychologicaljaoand cultural factors of human life.
He gives cardinal importance to the cultural levellture as semiotic meaning-making
activity - which is the only one distinctive to theman being. (Ibid 37 - 38). Both the
interpretive anthropological and the sociocultwiaw have been replicated in much of
the recent FLT. It seems to me, though, that whaften overlooked is that according to
both visions meaning-making is an activity deeplgted in our living bodies, which - in
this aesthetically focussed semiotic framework a synonym of the mind. It is also the
phenomenological (Husserl 1859 - 1938) convictibattmeaning emerges from a
person’s engagement with the world, through “petioegin-action” (van Lier cited in
Kramsch 2002, 9) which is necessarily a ‘bodilyeets Ultimately, or in the first place,
the world is perceived and mediated through theyh@ddarcel Merleau-ponty 1908 -
1961,Phenomenology of Perceptid®945, 1962n Kramsch 2002, 10 - 11).

Many of therecent proposals such as interactionalism, colibe or cooperative
learning, dialogism, critical language pedagogy podt-method thinking all promote -
for slightly different reasons and in differentrtenologies - the idea of education and
language education as humanizing, transformativeotentially liberating activities. |
would gladly subscribe to a good part of their atgex) but | believe there is still more in
the play, though perhaps in more subtle and lemsdipse terms. | think that we should
not study languages ignoring their affective resmesa in the bodies of speakers and
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hearers. The anthropological and sociocultural rieeoof meaning and mind prompt
viewing the process of learning foreign languagesemiotic, historically and culturally
grounded personal experience that brings aboutesting responses in the speakers:
perceptions, emotions, memories, fantasies, degregctions, identifications, physical
sensations. There are numerous accounts (e.g.pfrson narratives in Pavlenko and
Lantolf 2000) that show how central these expegenare to the language-learning
process. Kramsch (2009a, 246) considers the “nmgtial learners’ heightened
awareness of the embodied nature of language” t@rbeémportant future issue for
investigation together with the emotions associat@t the use of different languages,
dialects or registers. Often the process of becgmnltilingual also implies having to
cope with sensations of loss of power and of ematibafflement (Pavlienko and Lantolf
2000, 160-163) for which the FLT context should,ny opinion, find a channel of
expression. Kramsch (2009a, 5) as well as Pavlemko Lantolf (2000, 159-160)
coincide in that with the current theoretical pagats of the SLA research these
phenomena are difficult to grasp. If FL teachingl @LA research continues focusing
only on the communicative and informative valuelasfguage, the symbolic aspects or
emotional effects together with the bodily dimemnsiof foreign language learning is
overlooked. An aesthetic approach to FLT could It the value of learning languages
as vivid and bodily meaning making processes; miy @wodes. When culture is
understood as the making of the minds, languagencalonger be taken as a given, a
code that students need to learn, but “rather msjar aspect of the cultural domain in

which our lives are constructed and reconstructedhnycook 1997, 49).

Van Lier (2000, 246) is among those who have aziid the reductionist view that
“learning takes place in the brain” by informatiprocessing, as if we were computers.
In The Meaning of the Bod007), M. Johnson comments how the most cenfréieo
searches in all humanistic fields of study — nam#te search for the construction of
‘meaning’ - so often takes an abstract conceptmal propositional structure. He is
referring to contemporary philosophy, but | woulgtesnd this claim to the field of
language education as well. | agree with Johnsahwe commonly come across with
quite “eviscerated” views of mind, thought, anddaage (Johnson, M. 2007, x). In
Johnson’s opinion, the explicit separation of thmdnfrom the body which is so all-
pervasive in Western philosophy and lay thinkingofa Descartes’ Errorby Damasio
1994 in Kramsch 2009, 66; Johnson M. 2007, 4) laased a cultural misunderstanding
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of, and consequent prejudice against, aesthetieldims that aesthetics should not be
too narrowly construed as the study of art andadled aesthetic experience: it is the
study of the human capacity to make and experiemeagning (Johnson M. 2007, x-xi).
Johnson (ibid.) deems that if the arts are misdeadeas a minor, nonpractical, wholly
subjective dimension of human life, aesthetics beeomerely a decorative element with
little perceived relevance to the nature of mind &ognition. Among he most serious
misconceptions Johnson lists the view of the misdli@embodied; the conviction that
thinking transcends feeling; the denial of feelimgspart of meaning and knowledge; the
belief that aesthetics concerns matters of subgdtiste; and the contemplation of the
arts as a luxury rather than a condition of fulirtan flourishing. It is important to notice
that in an embodied view of meaning-making the tlaetsc’ and the ‘bodily’ spheres go
always hand in hand. They are totally intertwindte heart of the notion consists of a

unified mind and body.

Furthermore, it is vital we revalued rhythm and gat the field of language education,
where teachers and learners alike are all too tsduirrying to the next point, often
urged by institutional pressures and competitivenBsdy is truly ‘ecological’, ‘situated’
and ‘context sensitive’: it responds to the envinemt, be it of social, cultural or physical
nature. The time of the ‘body’ is different frometiswiftness that we habitually demand
of the ‘mind’: it is more conservative, needs matiom and appreciates repetition and
rituals. “The body likes to re-member, re-threagdcognize” (Kramsch 2009a, 202-203).
A FLT that brings the aesthetic sphere to the farmegd would foster a more ‘bodily’
conception of time: it would promote cycles of urelending to gain more depth, play
with variations and allow time for finding differemeanings. Spending time on detail
produces a more memorable and more enriching le@experience in the long run. Itis,
also, a basic given of Steiner education. An aéstl@proach to FLT appeals to the
subtle pleasure - always a bodily experience - teatners find in making meaning
(Barthes 1975 in Kramsch 2009a, 208) which Kramdescribes as “perceived match
between form and content, between what you wamtedy and how you said it, between
a word and the resonances it has for you” (ibiis)is also argued by M. Johnson (2007,
x-Xi), the aesthetic sphere is neither a luxury acandom by-product: it is the crucial
experience of building a bridge between form andmrey. For that reason, approaches
to foreign language teaching that underline theortgmce of the aesthetic and bodily

sphere should not be dismissed as mere flightheoirhagination or leisurely pauses in
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the middle of the more ‘serious’ classroom worknggaage learning engages learners
cognitively, emotionally, culturally and aesthetigathus not only involving ‘mind’ as
traditionally undertood, as a disembodied entityisimy conviction that the symbolic
uses of language are deeply embodied, and canrbedtpalpable through the ancient
and, at the same time, ever — renewing culturawes of ritual, myth and art to help

language learners lay bridges between forms andimgsa
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6. MATERIAL PACKAGE

6.1. Cornerstones

The material package owes a great deal to bothdeand learning centered methods. It
is grounded on the assumption that learning foréégirguages is more enjoyable, and
more effective, if we focus on meaning and basehieg on contents rather than
following structural, notional or functional syllaiNonetheless, | am not suggesting that
learning a foreign language without ‘noticing’ laragye in itself would be enough. In the
Finnish upper secondary school - where | visuatlzese materials would be used -
students already have a working knowledge of EhgliEhe upper-intermediate or
advanced level learner can well ‘do things withglamge’ — instead of paying explicit
attention to it. They know ‘grammar’, have a vaetabulary base and have practiced
their reading, writing and listening skills exterey. Speaking skills tend to be more
neglected. Rovasalo (2008, 28-31) reports on rekeamducted on the practicing of the
oral skills in the Finnish upper secondary schamid concludes that even though the
speaking skill is clearly recorded in the nationatriculum, in practice it occupies a
minor role, in spite of teachers and students atiesidering oral work important and
enjoyable (Huuskonen and Kahkénen 2006 in Rovagals, 30). In the dynamics
included in the present material package, speadarpresentation skills have a major
role, even though | consider that alternating thessic four language skills is more
dynamic and enriching. On the other hand, what tnaditionally been considered
‘teaching language in itself’ (grammar and vocabyladiomatic uses etc.), would in the
present context ‘emerge’ during class room work ahaing the meaningmaking
processes learners are immersed in. Constantamection is not necessary; supporting
learners with their language and scaffolding thejras well as helping them ‘notice’ the

language by drawing their attention to linguistatures when opportunities arise.

Learning-centered methods emphasize, above alipteghat social interaction has in the
construction of language learning, principally thgh meaning focused tasks. In the
present work, though, both ‘interaction’ and ‘mewyiihave connotations that are rarely
contemplated. The semiotic theories - the anthagpoally interpretive and the
sociocultural standpoints - that lay in the hedrtthe theoretical framework for the

package, understand interaction as symbolic agtihit brings forth not only language
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but also culturally constructed minds. Thus thekpge seeks to promote interaction in a
broader sense: not only as the face-to-face variataction (‘classroom talk’), but
interactions with the environments that surround tearners (including objects and
materials), or interaction with the ‘voices of athewe are full of, as Bakhtin (in
Kramsch 2000b, 337) says, through visualizing,eatfhg, writing and other forms of
artistic and bodily expression. Furthermore, tguanyth and art offer cultural texts that
link us with the accumulated human experience. réatéon is not only verbal or
linguistic communication: it is multimodal, and ¢a&l, expression. | believe that by
broadening the scope of meanings, the focus alkanees the learning of vocabulary,
linguistic structures, expressions, and offers ojymities for useful practice and for
continued learning. Also, it builds the learnecsnfidence in the skills that are

developing, and most importantly, brings pleasure.

Humanistic approaches have been central to theeptioo of the package. They share
the ideal of promoting holistic personal growththe learners. One of the tenets of
humanistic teaching as well as of Steiner educat®nthat particularly artistic
involvement makes learning more meaningful and nrabie. Thus, in the material, the
process of generating something new is importasmtisasharing what results from it.
Methods like the Silent Way and Suggestopedia hawphasized the importance of
promoting a relaxing and pressure-free atmosplieem¢ourage learning. In the material
package, teachers are suggested to open the lesgbrahort relaxation exercises and to
use calm music on the background to keep the stsiddose to the creative alpha-state
while they listen, draw and write. On other occasianusic is used to arouse or to create
images. Williams and Burden (1997, 202) remind thaguage classrooms in particular
need to be places where learners are encouragesttthe new language, to try out new
ways of expressing meanings, to negotiate, to maktakes without fear, and to learn to
learn from both successes and failures. A suitabironment for language learning
enhances trust, confidence and self-esteem. ®#lauthors (ibid.) warn about making
sweeping statements, even from the emotional mdintew, about suitable contexts for
learning: each individual will construct his or hewn sense of environment. | would
assume, though, that everyone would appreciatéiymsind safe classroom climates and
find them more conducive to learning than, for eglanlearning cultures that promote

sheer pressure or competition.
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The material strives to foster an ecological celtutt seeks to be context-sensitive and
adapted to the demands of varying local environmdfatom the ecological perspective,
any method that works is valuable. That would bongstage — as Kramsch (2009b, 238-
239) remarks - the ones CLT has tended to censwmorization, dictation, translation,
use of L1, poems, literature, repetition togethéhwnultiple interpretations and modes
of meaning making (visual, verbal, gestural, muyi@nd modalities of expression
(spoken, written, drawn, electronic). It depends teachers, learners, institutional
environments and general cultural climates whalsfeght and is found beneficial for
learning. It is a Dogme — principle (Meddings &orhbury, 2009) that the emphasis on
the “here-and-now” would focus the teacher on ddesners and free him or her from
following methodological or ideological prescripi@ Lantolf (2000a, 25), as well, has
exhorted teaching to become more flexible and n@mesformative: instead of sticking
to rigidly constructed lessons and prescribed ouoe® it should favour more
improvisation. The same has been proposed by diftenumanistic approaches and by
post-method thinking. Kramsch (2009a) talks abcduwg transformative quality of
multilingual minds. With an open mind and sengyithe language teacher can benefit
the FL class from the cultural packages and mudfilal potentials of individual learners.
In the material package, | have sought to apply aiméhropological principle that
engaging with the ‘distant’ or the ‘different’ séinees to the meanings of one’s own
language and culture, or to language and culturgeineral. “The experience of the
foreign always implies a reconsideration of the ifeani (Kramsch 2009a, 5). In
general, there seems to be a need to move on toname open-ended language teaching
methodologies, on one hand, and to be more semgiiwards local cultural and social
contexts together with the other languages thahfpart of the linguistic and cultural

resources of the learners.

As seen in Chapter 2, language and culture teadtasgusually gone hand in hand with
the assumption that the culturally authentic tdwisforeign language learning should
originate from native language-and-culture conteXisis material package promotes
learners’ generating their own texts and buildingit own ‘authentic’ materials. In other
cases, the teacher (who as well is an authentimgheaof a multilingual subject) will

provide or create texts for them. | think thasiti central sociolinguistic contribution (see
e.g. Cook 2002a about the L2 user perspective)Lfb that language generated by

learners and teachers (most probably L2 users dj slould be more valued.
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Sociolinguistic perspectives give L1 its place,.tlhas a valid tool when clearing doubts,
highlighting differences between languages, artdnki during some stages while doing
teamwork as well. FLT should promote learners’ amass of all the linguistic and

cultural resources they have at hand. Moreover,nwhdture is conceived in a broader
sense, it includes any cultural contexts or ‘imagitommunities’ that the learners and

the teacher wish to bring to the English langudgssc

Finally, the material package promotes a view ofinigg making to be essentially an
aesthetic activity because it links body to mindd dorm to meaning. The activities
should all allow space for the bodily aspects ddriéng and for alternative and
multimodal ways of representing subjective meanin@gso, it is important to find
aesthetic pleasure in the language itself: inenpan an idea or emotion well expressed,
in metaphors, in the oral traditions or, perhapsa isingle word thoroughly experienced

and explored.

6.2. Target Group

The material package has been prepared with ugpendary school students in mind.
Some of the activities might be most suited fordfjiear students (e.g. Ethnographic
Project, Lesson to Remember) because conceptuadlyimmterms of presentation and
linguistic skills they might be more demanding.neipally, the material is aimed as a
resource for voluntary English courses, even thougan be used to form or complement
any other courses as well. | think the materialgl¢suit the following courses of the
upper secondary school English language -curriculparticularly well: A2/B2
Communication and leisur&/iftual Trip, Lesson to Remembekrt Attack, A4 Society
and the surrounding world and A5/B4 Cultu@ngé World Many RhythmEthnographic
Project Table Theatre,Cultural Heroes,Unusualtopia, Photographic Walk A8/B7
Globalization and internationalizatioViftual Trip). Some of the materials could be
applied to cater for an entire course. Many ottees shorter activities that could be
integrated in any context. (National Core Curricalfor Upper Secondary Schools 2003:
105-106.)
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The materials could be easily adapted to suit diffeage groups. | have used variations
of Cultural Bodiesand Dream Pathswith children (6 to 12), teenagers (12 to 15) and
with adult learners in workshop€ltural Bodie$ and in corporate English language
courses Dream Pathy In terms of contents (as much of the materalléarner-

generated’) the dynamics are open-ended and cauldsbd to focus on more specific
areas of interest a group is working on. Most @@ require an intermediate or upper-
intermediate level of proficiency, and the exersisge focused on the speaking and

presentation skills.

6.3. The Structure of the Lessons

“Good teaching is all a question of rhythm and tig¥i(Kramsch 2009b, 203). According
to Steiner (Waldorf) education, as well, a goodsdeshas an organic rhyth/aldorf
teachers talk about alternating ‘thinking, feeliugd willing activities’. While thinking
activities stimulate the intellect, feeling actieg involve the emotions, and willing
activities motivate students by having them do dghkimwith their bodies. (Uhrmacher
1993, 91.) Kohonen (1992, 14) sees learning aschccgrocess integrating immediate
experience, reflection, abstract conceptualizatiod action. A rhythmic lesson has a
form that is not rigid or mechanistic: it resporidsvhat takes place and is flexible. It is
both ritualistic and spontaneous. It is importangive each class a ‘living form’. Apart
from adding to the aesthetic pleasure that theotesan give, it encourages learning by

making the experience more relaxing and free aégessary pressures.

The lessons in the material usually have this form:

a. Warm-up A short activity that awakens the curiosity abdhe class and
introduces the topic in an imaginative way. In sol@gsons the warm-up can
consist of a longer activity: for example listenitoga story, listening to a piece of
music, observing what the teacher does. Often tlealiwarm-up is bodily,
involving movement, stretching, breathing, doingthims. Sometimes the class,
instead of being ‘activated’ could rather use sdowising or calming down. It

can be promoted with movement as well.
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b. Hands-on-work. Covering the teaching point. This is the part ihickh you ‘do’
your teaching and the learners ‘do’ a good partheir learning. It can be an
artistic process, a series of interactions, alritiaa presentation given. Learning
is interaction: we should try to make our lessantsractive, in the broad sense of

the word.

C. Integration The part of the class in which you manipulate nermation,
internalize it, using new skills, exposing or shgrivhat has been created. It can
also be a reflection or a summary of what has Beamed.Reflecting on and
talking about learning is beneficial for learnirgofionen 1992, 25). Sometimes
the lesson can be closed with a relaxation, a denrie, or a classroom ritual

specifically created for the purpose.
Usually the warm-ups or the integrations are inethéh the individual dynamics of the

material package. If not, teachers can use angeofdeas given i€lassroom ritualspr

devise their own short ceremonies.

80



7. CONCLUSION

Most FLT still strives to develop communicative quetence as exchange of information
and execution of pragmatic tasks. Knowledge ofifprdanguages, and particularly of
the English language, is often proclaimed to beéasset’ that will open doors in the
pursuit of professional and material success. AshKa the Indian linguist and creator of
the model of World Englishes said: English, like fiabled Aladdin’s lamp, provides its
master with linguistic power (Kachru 1986 in McKag10, 97). | deeply sympathize
with Kramsch (2009a, 18) when she suggests thaalying the body, heart and mind
connection the foreign language experience couldalesources of personal fulfilment
that are usually left unexplored due to such odeeiemphasis on external criteria of
success. She pleads for a greater consideratiotmeofaesthetic aspects of language
learning. By enhancing the aesthetic aspects of weTmight draw learners’ attention to
less utilitarian and at the same time more autbeltyi ‘empowering’ horizons. It can be
an edifying experience for learners if we succeekelping themake noticeof the many

semiotic and aesthetic resources they have at hand.

Furthermore, Kramsch (2009a, 2) observes how laygleas been taught and learned
mostly as a tool for the description of a stablel agreed-upon reality. We seldom
emphasize that by using language we constructehe realities we refer to, and can act
upon them through the categories we create, ukilyahanging the ways in which we
perceive them. If foreign languages are taught ahdlied as mere tools for the
formulation and communication of rational thoughtianformation we narrow the scope
of possible meanings. According to Paolo Freire/21%1) world can be transformed by
naming it, in dialogue, “which imposes itself ase tiwvay in which men achieve
significance as men”. According to him, construgtknowledge in interaction makes us
truly human. Recognizing a situation, naming wisatwirong as a problem are the first
steps of transformative social action (Janks 2@20eferring to Freire). | would add that
being able to name 'what is good’, what one valaed would like to cherish is an
important social action as well. Foreign languasgaters should be invited to experience
not only the ‘power’ but the ‘magic’ of the wordBhat happens most authentically when
they are driven to take action and learn by anrette'desire’ that according to Kristeva

(1980) is the vital force that moves us. Sometidesire requires clinging to the familiar,
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to what belongs to us: one’s own accent, motheguen rituals, celebrations etc.
(Kramsch 2009, 14 referring to Kristeva 1980). Fhiould allow plenty of space for the
familiar. But other occasions, of course, desik@giwings to explore the unknown and to

widen or to ‘soften’ one’s borders.

Most of the activities in the present package hbgen shaped by the desires of my
students in Mexico. | feel indebted for all theantributions: lots of enthusiasm, lots of
effort, lots of (sometimes a bit boisterous) p#@pation, generous suggestions for
improvements and, always, a treasure in meanintgellprivileged for having had the
opportunity to ‘resignify’ many of the activitiehdt were created there, in interaction,
through trial and error, or as fortunate improvsad. | hope the materials will find new

lives in hands of other teachers and learners,yal\wdapting to new circumstances.

Learning languages is more than pragmatic commtiaicar interaction to complete
tasks. And ‘mind’ is more than a recipient, locaiadthe head, to process input and
produce output. Learning languages is, above abuausing symbols, signs. In this
material package | would like to remind foreign daage learners of their semiotic
potential: making meaning is both a capacity andead, closely intertwined with
language and with culture. The concreteness dlstumyth and art offer excellent means
for internalizing meanings through repetition, rggding, remembering, redoing,
remaking. They foster interaction in a concrete aondily way. Interaction cannot be
taken for only verbal or linguistic communicatioit: is multimodal, and gestural,
construction and expression of meanings. | hopeatti®ities included in the package
will all allow space for the bodily aspects of lei;g and for alternative and multimodal
ways of representing subjective meanings. Theyafiiemded to promote the aesthetic

pleasure that can be found in constructing meanings
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To the Teacher,

“The more potential meanings they are encouragelistmver, the richer the opportunities for leagiin
(Kramsch 1993, 67).

The linking thread between the materials presemdRituals, Myths and Art for the English
Language Classs that they all seek to promote a search for nmegniThey are grounded on
the belief that learning foreign languages is nmempyable, and more effective, if we focus
on contents. Foreign language teaching has longerstabd ‘meaningful contents’ as
communicating objective information and completprggmatic tasks through classroom talk,
and even though it has rightfully underlined théerof social interaction in constructing
learning, other important aspects have been ouestholt is my conviction as well that
through interaction minds are made, languages delaamd cultures created. Therefore, the
package promotes interaction in a broader senseyniyp the face-to-face verbal interaction.
Learners interact with the environments that surdothem; with their own personal and
cultural histories through exploration, reflectiomriting and other forms of artistic
expression; or with the ‘distant and the exotic’ inyagining and investigating. Besides,
rituals, myth and art are cultural ‘containers’tthen one hand, link us with accumulated
human experience, and on the other, offer meansréating and expressing new or renewed

meanings.

We should not overlook that from each individuarkeer's perspective learning a foreign
language is a process that involves each one divgjlgc The materials invite learners to
make the meanings in the foreign langutggrs, and sometimes in an unorthodox manner. |
believe this goal is best attained when promotedraaesthetic experience. It links body to
mind, and form to meaning. One of the tenets of dmistic teaching as well as of Steiner
education is that particularly artistic involvememiakes learning more meaningful and
memorable. Art is seen to be an asset in promdtatigtic personal growth and wellbeing in
learners, a goal that Finnish National Core Culuicu for Upper Secondary Schools
(2003:12) also states. Rituals, myth and art -ettpewerfully concrete vehicles for human
meanings — offer excellent means for the aesthetgrow. There are no clear-cut frontiers
between them: rituals evoke myths, myths are ptedeartistically or as a ritual, and so
worth. What is common to all of them is that they ps in touch with the aesthetic aspects of

meaning making and with its affective impact. lingportant for a language learner to find




beauty in the language itself: in the sounds, nnidea or emotion well expressed, in a

metaphor, in a poem or a tale, or in a single vetodely felt.

The activities are aimed as a resource to compleare&nglish language course. | hope they
would offer learners and teachers refreshing abd mysterious ways gbarticipating, and
not only in the immediate classroom work, but ire taver broadening worlds of the
multilingual subjects that they all are. The uppeermediate or advanced level learner of the
upper secondary school can well ‘do things witlgleage’ instead of paying explicit attention
to it. Nonetheless, | am not suggesting that legra foreign language without ‘noticing’
language in itself would be enough. In the dynamimcluded in the present material,
speaking and presentation skills have a major eMen though | consider that alternating the
classic four language skills is more dynamic andceing. On the other hand, what has
traditionally been considered ‘teaching language itself’ (grammar and vocabulary,
idiomatic uses etc.), would in the present contemterge’ during class room work and the
meaning making processes learners are immersedConstant error correction is not
necessary; supporting learners with their languagescaffolding them is, as well as helping
them ‘notice’ the language by drawing attentioninguistic features when opportunities and

explicit doubts arise.

Foreign language teaching has usually gone hanbamd with the assumption that the
‘culturally authentic texts’ used as teaching miatershould originate from native language-
and-culture contexts. This material package prom&arners’ generating their own texts and
building their own ‘authentic’ materials. In othemses, the teacher (who as well is an
authentic example of a multilingual subject) witbpide or create texts for them. | think that
language generated by learners and teachers sheuwldlued. The activities usually imply a
good amount of ‘investment’ - which in olden timesed to be called ‘work’ or ‘effort’ - from
the learner’s part. My experience with the matsrlzs been that they usually offer a scope
that is broad and open enough for each learnemtb d channel for personal styles and
interests. Finally, that is the point. There iscgpdor healthy transgression, as well: it is
conducive to learning when converted into invendgedobiographies, absurd dialogues, or
subversive performances. On the other hand, atridet depends on each individual learner
in which ways each one relates with the ‘allowahesailable, or which is the most relevant
or valuable part of the experience in each cass.ifhportant to remain open to unforeseen

outcomes.




Exploring the symbolic world with our students ispavilege. As teachers, we have the
opportunity to refresh our own meanings in intemciwith our students. Teachers undergo
personal changes, and their audiences are alwanyesves: with cyclic rhythm, through
enriching repetitions, one can always reconnedt wékts and materials differentlRituals,
Myths and Art for the English Language Classves to promote the aesthetic pleasure that
can be found in constructing meanings. The aawitivill work for you if you find them

meaningful, and, if you do: make them yours!




CLASSROOM RITUALS: The Structure of the Lessons

“Good teaching is all a question of rhythm and tigii (Kramsch 2009). According to Steiner
(Waldorf) education, as well, a good lesson ham@anic rhythm. Waldorf teachers talk
about alternating ‘thinking, feeling and willingtagties’. While thinking activities stimulate
the intellect, feeling activities involve the enauts, and willing activities motivate students
by having them do things with their bodies. (Uhrimaxc1993.) A rhythmic lesson has a form
that is not rigid or mechanistic: it responds tcatvtakes place, and remains flexible. It can be
both ritualistic and spontaneous, always allowipgce for improvisations. It is important to
give each class a ‘living form’. It contributes ttte aesthetic experience that the lesson can

be, and by making the class more relaxing and predsee, it encourages learning.

The lessons in the material package usually hasddm:

a. Warm-up A short activity that awakens the curiosity abthg class and introduces
the topic in an imaginative way. In some lessomswiarm-up can consist of a longer
activity: for example listening to a story, listagito a piece of music, observing what
the teacher does. Often the ideal warm-up is bpdilyolving movement, stretching,
breathing, doing rhythms. Sometimes the classgeaustof being ‘activated’ could
rather use some focusing or calming down. It caproenoted with soft movement as

well.

b. Hands-on-work Covering the teaching point. This is the part imich you ‘do’ your
teaching and the learners ‘do’ a good part of thedrning. It can be an artistic
process, a series of interactions, a ritual, agmtasion given. Learning is interaction:

we should try to make our lessons interactivehenliroad sense of the word.

C. Integration The part of the class in which you manipulate nmfiormation,
internalize it, use new skills, expose or share twies been created. It can be a
summary of what has been learned. (“Mention somgtlyou learned today. What
helped you?”) Experience needs to be processedciooisyy by reflecting on it.
Sometimes the lesson can be closed with a relaxa#io invitation to remain in

silence listening to the sounds around us, a sbarhe, or a classroom ritual




specifically created for the purpose. Through fguae create collective memories
that bond the class together.

RITUALS

Rituals are ‘cultural performances’. They can Higi®us, artistic, political, or perhaps related
to the organization of the most concrete and damestheres of our cultural experience.
‘Sunday breakfast’ may be experienced as a ritBalcational settings and classroom
practices are full of rituals. Rituals have veryahuhe same quality as art. They give a
concrete and experienced social form to meaninggy Tare not merely spectacles to be
watched: they are enacted. In a ritual we “leapd ia symbolic framework, and when the
ritual ends, we return again to the common sensddywsomehow changed. (Geertz 1973.)
Durkheim (1912) talks about the “serious life” tisatme human activities have when they are
given a deeper ritualistic and symbolic meaning thar everyday activities usually have.
Turner (1969), anthropologist specialized in rigyalays that rituals occupy a place that lies at
the threshold of the old and the new. And perhdgsween what is ‘real’ and what is

‘imagined’? We can easily imagine language learmmntake place at that kind of thresholds.

1. New Fire Ceremony

What it is about:

« Ceremony with the objective of creating New LigliméFfor the New Year/School

Year/Semester. It could be used for ending a gsieell.

Time needed:
* Lesson Oné45 min.) to write and to prepare.

* Lesson Twqg45 min.) for the Ceremony Approximately a minatedelivery time
should be contemplated per student.




Material needed:

A candle or a lantern. Incense, if it does not bodnyone.

Calm and solemn background music. Gregorian chenetste the right atmosphere,
and ceremonies with Arvo Part’s music have turngidwell. Many other religious or
spiritual music traditions could be explored asl\Ebetan chants, for example).

Suggested music
= Arvo Part: Pari Intervallo, De Profundis, Sumnma Stabat Mater.
= Or: Gregorian chants

What is practiced:

Creative writing techniques: narrowing down fronvast text, expanding from key
words.

Developing a sense of unity of the group and awesgmbout the importance of each
one’s individual contribution. Helping each otherepchecking and giving
suggestions.

Self expression.

Self-control and concentration.

Building up strategies to memorize short texts.

Description:

The dynamic takes two classes. During tfleofte, students are told that they are going to

participate in a Ceremony with the objective ofatieg new Light/Fire for the Cycle to begin.

With this, they usually take it very seriously. 8lemn tone, when taken playfully and with a

sense of humour, can be surprisingly contagioushEme will represent a “human quality”

or a “human experience” in the Ceremony. Everyoril neceive a personal assignment,

which the teacher — presumably — has carefully poedl upon during the previous days.

They will write a reflection, or a poem, about tverd given to them. Before that, a short

review of some techniques for creative writing wbdb nicely. During the second class, the

Ceremony is carried out, seated in a circle onfkher, with uplifting music (Gregorian

chants, for example). Sometimes | have used a stieftin the centre. The teacher piles the

texts, keeps them in front of her, opens the cergmamd starts calling the “qualities” out, one

by one. A candle will circulate among the particifsa always in search of the next one to

talk. It must be handled with care, and it canmoss the circle nor skip anyone! While the

10




students recite their thoughts, they are askedktthéir eyes on the flame “to empower the
words”. (It is, actually, a fine exercise to haverecontrol over eye contact while speaking.).
At the end, the teacher closes the ceremony, pldxeesandle in the centre, and the group
blows it off. After that, everyone can applaud!

This is what you do:
Lesson One:

1. Tell your students they are going to participate anCeremony to create new
Light/Fire/Energy for the new cycle to start. Eawie will be assigned and represent
an important human quality or value. Explain tthety are going to write a poem or a
reflection of around 40 to 50 words. Then passviddially with each student
assigning them a word from a list. By now you mighow them quite well and have
the ‘feel’ for the right ‘quality’ for each one. yiou feel uncertain, you could offer two
or three options, but still with the message ttmt gas the ‘master of ceremonies’) are
suggesting each word for a special reason. Studmseciate the personal tone.
Knowing them, you might offer a special mission eleging on their interests and
characteristics: Dance, Music, Nature... Of couitses important that they feel at
ease with their topics.

2. Invite students to find their own way to createeatt Remind of different techniques
for creative writing: narrowing down from a vastext, expanding from key-words,
free association, using a drawing, a mind map $tadents can leave the whole
process on the paper they hand in together witipotished final version of about 40 -
50 words. Circulate, and suggest improvements velppnopriate. You can have them
peer-check their texts in pairs or in small groupghe end of the class, pick the texts
up.

Lesson Two:

3. The following class give the texts back, and definéme for practicing the poems
individually or in pairs. Have them think of strgtes for memorizing the texts: for
example, relating the content to their own bodigth veubtle movements, or to
intonation, using rhythm. Those are techniquesdhtirs use!

4. During the last 30 min. approximately (depending tbe size of the group), the

Ceremony is carried out, seated in a circle, wijlifting music (Gregorian chanting,
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for example). Pile the texts, and keep them intfl@nyou (in case anyone needed
prompting), and open the ceremony (for instancee“®We gathered here today to
create New Light for the Semester to begin withwards...”). Tell the “Brothers and
Sisters” to honour the occasion with Absolute SikenState that the candle will
circulate among them, always in search of the nexet to speak. It must be handled
with care, and it cannot cross the circle nor skigone! Suggest them to fix their eyes
on the flame “to empower the words”. Then statlira the “qualities” out, one by
one (“The first one to speak is...Courage”.)

5. After the last participation, the candle will retuto you, and you can close the
ceremonyin the same elevated tone. Perhaps you would dikedite your personal
poem about a quality as well! Then thank the Bnatteand Sisters for their words and
place the candle in the centre for the group tavbitooff. After that, everyone can

applaud!

Instructions you can give:

1. Write a poem or a reflection of around 40 to 50dgoabout the human quality
or aspect that will be assigned to you. You will dérepresentative” of this
part or our shared experience in the Ceremony @@@ing to celebrate.

2. Find the way that suits YOU best to work on thet.tédou can start with a
mind-map, or some keywords, and then expand it texa Or would you
rather let your words flow freely, and then poligte text to make it more
concise?

3. When satisfied with your text (and after havingpéer-checked for mistakes)
think of how you would like to recite it. Memoriig Find your own way of
memorizing. Don'’t forget that we learn things bettéhen we relate them to
our own body, movement, breathing, voice. Trainrybody to recite the
“poem”.

4. We will be seated in a circle in absolute sileriseehing to the music. Each
one will be called out by the quality/experiencéshe represents. Wait until
the candle arrives to you, and hold it lookinghegt lame while you recite. The
candle can’t go across the circle, neither skippary Keep the light moving in
one direction or another through the ceremony.

5. Wait until the Ceremony is closed to give applaioseveryone!
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Comments:

* In relation to contents, encourage students toefostiginality, personal style and

flavour in their texts. For example they can ptimeir personal stamp by going for

concrete and personal images to illustrate absttaes. In terms of delivery, students

should be reminded about the importance of usingd&antonation, rhythm, and an

expressive tone of voice consistent with what tivapt to express.

« Itis a principle in humanistic teaching and in gestopedia that people learn more if

their minds are clear of other things and - as darpossible - free of anxiety.

Suggestopedia uses classical music to promoteatadaxto help learning. For a recent

review of humanistic principles, and for an intd¢ires master thesis about the

applications of the suggestopedic method you canttu

Larsen-Freeman, Diane and Anderson, Marti. 20&thniques & Principles
in Language Teachingdxford: Oxford University Press.

Rovasalo, Sanna. 2008.Cookbook for Hungry Teachers : Suggestopedy and
Cooperative Learning in Practising Oral Skills. Material Package. A Pro
Gradu Thesis: University of Jyvaskyla.

Examples of topics for the New Fire « Simplicity
Ceremony e Adventure
« Joy e Silence
« Effort * Laughter
e Mission * Union
* Brotherhood *  Wisdom
* Friendship * Love
¢ Courage * Movement
» Forgiveness *  Spring/Summer/Autumn/Winter

e Beauty e Celebration
e Truth
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2. One World, Many Rhythms

What it is about:
» Listening to ceremonial music from different pawfsthe world to evoke images and

to prompt creative writing. Discussion in teams apteparation of creative

presentations about rituals.

Time needed:
* Three periods of 45 min.
» Lesson Onelistening to the samples of music and writing.

» Lessons Two and ThreRreparing and giving presentations.

Material needed:

* From 4 to 6 samples of ceremonial music from aradtinedworld. The number of the
pieces depends on the size of the group and otinieeavailable: each song will be
presented by a team of 3 to 4. For exampégred Music of the World: Ceremonial
Songs and Dances from 30 Cultuf@sc Music) is a double cd with a vast collection
and it includes detailed descriptions of the ritt@htexts. | have also usé@adthologie
De La Musique Des Pygmes Aki#h fascinating music related, for example, to the
process of recollecting honey among the Pygmid&3ewitral Africa.

» A piece of paper for each student per each musaaple. Recycling A4 sheets cut in

four is a good idea.

What is practiced:
« Attentive and concentrated listening.
* Writing with the flow of music.
» Discussions in teams based on the material genkbgtetudents.

* Presentation skills.
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Description:

The process takes three classes. In the firstatndents listen to a selection of ritual
music from different cultural contexts around therMd. Each one has as many pieces of
paper as there are samples. While they listen, ¢heyclose their eyes, trying to imagine the
context in which the music was recorded and desdhib images on the papers. At the end of
the lesson, teams are formed to work on each pieceisic.

During the following class students are given tim@repare their team presentations.
You can encourage them to do them creatively, psriveith a demonstration of the ritual
included! The third class will be dedicated to pnesentations and for class discussion about
the different scenarios people imagined. At the #edteacher can reveal the origins of each

piece and give information about the ritual corgext

This is what you do:
Lesson One
« Tell students they are going to listen to samplesnasic from different cultures

around the world. The music is ceremonial, used iitual context, which means that
something specific is taking place while the musideing presented. Recommend
them to close their eyes while they listen, andvalideas and images flow freely.
Some of the pieces might be quite long; in thatgalay only as much you consider
necessary. When they are ready, they will writeirth@pressions down on the
separate pieces of paper. Number the papers dl&itgents usually enjoy trying to
guess from which part of the world or which counggch music comes from.

Questions like these may help while they listen anite:

a. Contexts: Where are they (outside, inside, in gpterin a school building, on a
field)? What are they doing (sitting, walking inpeocession, praying, working,
dancing)? What time of the day or of the yearis it

b. Meanings: What kind of cultural values or sentinsetibes the music transmit to
you?

c. From which part of the world do you think this nusbmes from?

* Form as many teams as there are pieces of musiccaio do this, for example, by a
random count from 1 to 4 - 6. Then the first, c& thst, representative of each team
will pick the correspondingly numbered papers ugchEteam will get together to read

their bunch of papers. At the end of the class thidlygo through the notes, skimming
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the subjective impressions about that particulacgiof music by the members of the

group. They can pay attention to the following:

What kind of similarities can you find in the impsgons or the images produced?
Which were the most strikingly different interpridas?
From which part of the world or from what culturie geople think the music came?

Remind the teams to keep the papers and bring fieethe following class!

Lesson Two
* Now the teams can concentrate on preparing their @esions about the piece of
music. You can play the samples again, or have tinethe background. The teams
should discuss which scenarios or ceremonial ctsitbey consider most probable or
attractive and get ready to report on it. If theymot reach a consensus, they will
report on their differing views. You can circulaparticipate in the discussions, and
give suggestions. Tell them that it is not importéor their interpretations to be
‘correct’ but to be ‘possible’, and the more detaiky elaborate, the more plausible
the actual ritual they report on becomes. The niogtresting and memorable
presentations result if the students also rectbateeremony as they imagine it for the

rest of the group. They can also involve the otlsrpart of the context!

Lesson Three.
* The teams will pass to give their presentationth&tend of each presentation you can
reveal where the music came from, and what thenoemél context and purpose was.
| have seen that it is amazing how close studezitsngheir guesses and how sensitive

they are to the general tone, atmosphere and ngeahthe music.

Comments:
» Suggested music The first alboum contains a vast selection of @geof music in
varied context and it includes detailed descrigiohthe contexts. The second one is
a fascinating album of the rich musical culture amthe Pygmies of Central Africa,

also with descriptions about the contexts and Hess wf the music.

= Sacred Music of the World: Ceremonial Songs anddearfrom 30 CulturesArc
Music 2000, 2 CD
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= Centrafrique : anthologie de la musique des pygn#fdes Harmonia Mundi, 2002, 2
CD

Examples for a typical ‘musical palette’ | have dige this activity:

= Rebirth of a Siberian shaman.

= Meditation in a Buddhist temple in Tibet.

= Pearl divers from Bahrain: morning prayer.

= A wedding in India.

= Funeral ceremony in Japan.

= The feast upon honey collectors homecoming amoa@itgmies in Central Africa.
= Lullaby from Finland.

3. Virtual Trip

What it is about:
* In a warm-up activity, students will play a gamdahnva map to evoke a longing for
faraway. They will write descriptive messages fribrir travel destinations.
» For the following classes, in pairs, students takes to be the “tour guides” that take

the group to trips all around the world.

Time needed:

* One lesson (45 min.) dedicated to the warm-up i&¢t@nd to do an introduction.
* Following lessons15 to 20 minutes per pair for the presentationgyT¢an ask for
more time if they think they need it (perhaps u@fomin.). Sometimes an extra time

is required because of the activities with the ancde.

Material needed:

* A vast map of the world and a bottle or a pen f@ warm-up activity. Pieces of
paper to make post-cards.
» Each pair is expected to bring rich visual mateairad any props they can think of for

their presentations.

What is practiced:

» Creative writing.
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» Looking for information.

» Organizing work in pairs.

* Preparing audio-visual aids for presentations.

» Presentations skills. Coming up with original anteractive ways of involving the
audience during presentations. Promoting naturalement and tone of voice while

giving a presentation.

Description:

In a ritualistic warm-up activity, that could takeound 30 min., students’ appetite for
travelling is awakened. In a game everyone is takedifferent destinations on earth, and
they will write messages/post-cards to describeplaees. About 10 min. at the end of the
class could be reserved for explaining the reh@fprocess.

For the following lesson, students prepare presentin pairs. The destinations of
the Virtual Trip can vary from a jungle tour or an arctic expeditio the most elegant plans
in Venice or Dubai. The task is much more fun étheally act like tour guides and immerse
the group in “life-like” experiences. It is impontato remind them that they are not expected
to give lecture about countries or touristic ati@ats. Instead, the group would like to know
where they are going to sleep, eat, which placey tire going to visit (not too many
museums, please! The plan has to be balanced ar@lantess realistic). The imaginary trip
could take about 3 days. It would be useful torlesome words in the local languages, to hear
about the customs (what we should or should nahdmch place) and to receive all sorts of
recommendations from the guides who know the looabitions. At least in one part of their
tour the presentation should be very clearly irtiva. Perhaps the guides will have the
group choose between two different museums and Haw€etourists’ visit the museums
simultaneously (in two different corners of thessiom with the two separate guides). Or
perhaps they are going to cue and “buy” a snaakgutsie local language; recognize animal
sounds in the jungle; find the panda hiding in tlaenboo forest; spot attractions or the hotel
they are staying at on the map of New York; sitainemple and listen to, or even, join
chanting. Usually, students have great ideas fesehnteractions. Obviously, this is a very
visual activity, and they can prepare power pomeispntations to guide through each step of
the trip (again: without converting it into a hdgvioaded informative speech). There are
many other means they can use, too: sounds, nalstbjng, tickets, brochures, books, food

(if kept under control), souvenirs...

18




This is what you do:

Introductory Lesson.

Gather the class around a map. By turns, have €tadent close the eyes and place
the non-writing end of a pen randomly on the map.aA alternative, you could use a
spinning bottle. It will point at each participasitiravel destination in the warm-up

activity. Have them elicit definitions of whereeth have landed and the very first

images that come to their mind when they thinkhef place.

After that, individually, people draft a postcapmbgsibly with a drawing) or a message
from their locations but without stating where thaye. They can describe the

surroundings, what they have been up to, and hew fikel there. Have a look at the

drafts and help them make adjustments.

Take the postcards and redistribute them at ranéaople read them and try to guess
who sent each one and from where. You can rounddtigty off discussing who was

the happiest/least fortunate of the travellers!

(Idea adopted frorfieaching Unpluggetdy Meddings and Thornbury 2009)

For the rest of the activity, in pairs, tell yodudents to choose a place to visit. They
will investigate about it at home. Set a calendarthe Virtual Trips. You can give

them the following instructions for preparing thpiesentations:

Instructions you can give:

1. Choose a place you would love to visit. When yawve decided, pick the
experiences you want to include in a travel plaak®#lit varied, and something
you would really enjoy doing. It has to be (moreless) realistic! Remember
we will have to sleep somewhere (hotels? bed asdlbast? tents? around a
bonfire?), try the local food, meet local peopladaransport from place to
place.

3. Organize your trip into a 15 — 20 min. preseotatAt least one part of the
presentation will be clearly interactive: you withve the group DO something

with you. Check how long it takes beforehand!
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4. Use rich visual material to illustrate the pkee see, the people we meet, the
dishes we eat. You can also use many other additioaterials.

5. Elaborate and use an outline indicating who owehich point. Remember
that an outline is not a script: you should notdréeom notes or from the
screen. It would keep you from being in touch with audience. Don't forget
to plan a capturing opening beforehand and inciugethe outline, as well as

a nice conclusion/farewell.

Comments:

| have seen that teenagers can get particularljteek@bout this assignment, and
invest admirable amounts of energy in finding dubw their dream destinations and
in structuring their presentations to make themememgaging. So much so, that the
sometimes-a-bit-stressful business of “having t@ @ presentation” is seen in a new
light. We should not underestimate the forcedesire (Kristeva 1980) and of the
dreams when it gets activated! An activity likeiteg students to enter new and exotic
worlds with a vast variety of languages spoken aifferent cultural ‘rituals’
exhibited - and it also allows being ‘someone ets®l inhabit one’s body in different
roles. Foreign language teaching searches to esalments to broaden the confines
of their own language and culture and to see thasnwell, in a new light, with

renewed meanings.

A useful resource book on presentations with finepters about how to prepare and
present audio-visual aids, to prepare and use batd-and the PowerPoint both
effectively and aesthetically:

Chivers, Barbara and Shoolbred, Michael. 2007. &ttgl Guide to Presentations:
Making Your Presentation Count. London, GBR: SARblications Inc.

4. Ethnographic Project

What it is about:

. The warm-up activities (3 lessons) familiarize thtudents with some basic
concepts of anthropology and ethnographic researbley search to raise

curiosity about cultural phenomena.
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. In teams, students investigate about a ‘cultwe’a community and then
present it in ‘emic’ (in ethnography, experienceohi the “inside”) terms for
the class.

. Developing an eye for different cultural repres¢ions, traits or practices.
Interpreting ritualistic behaviour — homely and fiaan, or distant and exotic -

in a cultural context.

Time needed:

An entire course can be built around this themes Marm-up activity can be used
separately from the rest.

Lesson 145 min.): the warm-up activity about ‘everydatpals’.

Lesson 245 min.): brainstorm about ‘culture’ and ‘culturapresentations ’, ‘traits’

or ‘practices’. Creating teams for the presentagtion

Lesson 3(45 min.): an introduction about some anthropolabiand ethnographic

concepts before explaining the project for the ®am

Further Lessons15 to 20 min. of presentation time per team. Sqresentations

might require more time because of the activitigh whe audiencgperhaps up to 30

min.). Also, reserve time for discussions!

Material needed:

A2 size sheets of paper (fbesson 3).

Students will bring different audio-visual aids asttier props for the presentations.

What is practiced:

Ethnographic investigation: observation, descriptmd interpretation (which implies
writing, speaking and listening). Some activitiegdlve the students artistically.
Looking for information.

Organizing work in pairs or in teams.

Presentation skills: preparing visual aids (PowarPor cardboards and other props)
and dynamics. Coming up with original and intenaetiways of involving the

audience.
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» The activities search to promote curiosity aboutl @ensitivity towards cultural
phenomena, and in the best case, also a sensecoleiy about the deeper meanings

conveyed in cultural practices.

Description:

This assignment is a cousin of théirtual Trip’, but this time, instead of being
immersed in the leisurely rituals of tourism, thedents are invited to adopt a “deeper”
anthropological point of view. Students receive armrup task before the first session
dedicated to the activity. It helps to introduce thasic steps of the ethnographic method:
observation, description and interpretation. Anptlpeeparatory session is dedicated to
brainstorming about what ‘culture’ is, and reviewifon the way) vocabulary to do with
cultural phenomena. After that, | have given a shmtroduction about anthropology in a
nutshell, covering some of the most basic conctyatsare useful for the assignment. These
concepts could include ideas like ‘ethno-centria’ ‘euro-centric’ views vs. ‘cultural
relativism’. Also, ‘field trip’, ‘field diary’, ‘paticipative observation’, ‘thick description’,
‘emic point of view' are some of the central cobntriions of anthropology to the social
sciences. | have talked a little about anthropaiagtheories, and among them about the
‘cultural configuration theory’ from the 50’s (FrarBoas, Ruth Benedict, Margaret Mead),
which - in spite of being now considered too sisidi as anthropological theory - has turned
out to be helpful in conceiving this task. Accaoglito it, to get to the deep “core” of a
culture, you observe and describe the “culturatdtaor “manifestations” of the “surface”.
The traits are not isolated, but they form a ‘patt€like a ‘personality’). At this stage, for
most students these concepts are new, and thisl mscglmple enough, and at the same time,
profound enough to start being familiarized withheiapological thinking and with the idea of
‘culture’ as ‘meanings’. In the context of this maal, we want the dynamic to illustrate how
people conceive and give expression to culturalmmga, and how each student and each
team makes interpretations in terms of meanings.

And that is the task in the presentations thatoWll In pairs, students choose a
‘culture’ (in the context of an ethnic group, or amban cultural identity, or - more
problematically - a ‘national identity’), pick som@ot too many) ‘representative traits’
(music, school, food, rituals related to differesintexts, family organization, justice,
government, clothing, religions, different celeas etc.) and describe them in order to offer

a glimpse of the “core” of the culture, with theofe values” (using the ‘configuration’
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terminology of the 50's). Alternative ways of gig the presentation is choosing a ‘cultural

practice’ or a ritual (for example, a wedding ceoamy children’s games, or a popular sport),

and give a detailed (‘thick’) description of it; ey could compare rituals with the same

‘functions’ in several cultural contexts, again\strg to interpret meanings.

This is what you do:

Before the first class dedicated to the Ethnogmaptioject, give your students a

warm-up task. Tell them to choose one common, habitepetitive ‘pattern’ or ‘ritual’ in

their lives, and just pay attention to it. It coldd what happens in the bus stop, during the

school meal, in the beginning of the math classa sports training, or during breakfast at

home. Ask them to write a short description of wihaty have observed.

Lesson One

In the following class, organize students into @ndteams. Tell them to read their
descriptions to each other and talk about the éxpes of observing something

commonplace and familiar to them.

Then, have them make interpretations about what laee observed and described:
what ‘deeper meanings’ could those social contexteal about the culture they live
in? Encourage them to be adventurous with thearpmetations, and imagine possible
interpretations.

As the last step, each team will report on somgtriimey have learned through
observing, describing and interpreting.

Finally, tell them that they have gone through thasic three steps used in
ethnographic research: observation, description ewerpretation. It consists of

making ‘visible’ what is taken for granted.

Lesson Two

Start the following class brainstorming about therdv'culture’. One way to do this is

writing ‘culture’ in the middle of the board, anthg adding aspects around it. Writing
will get a bit hectic now: you might like to havecauple of secretaries. Everyone
should think of some examples. Perhaps they wit fiffer more obvious aspects like
‘literature’ or ‘architecture’ and then come to rtki of others like ‘housing’,

‘education’ or more concrete ones like ‘clothing’ ‘food’. When they offer very
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general terms like ‘traditions’, ‘customs’ or ‘cblations’, ask them to be more
specific. Then, under celebrations, you would haeedings, funerals, religious cults,
the beginning and the end-of-the-cycle celebratietts When school, work, health
care, family, economy and leisure have been redorgl®s have made your point: our
lives are totally intertwined with cultural expresss. Human life is organized by
culture.

To integrate, students get in teams to reorgahigeconcepts on the board under any
categories or fields they can think of. There areorrect answers: leave it up to them
to find fields of observable traits/practices.

Each team can pass to the board to explain or woten their conclusions. They
might include terms like physical culture, sociafj@nization, political organization,
arts, health etc.

At the end of the class you could do a poll abobtctv fields or aspects each one
finds most interesting or attractive. This couldphgu to get them organized in teams

according to affinities in interest for the presgiuns they are going to work on.

Additionally or alternately:

In teams, student discuss if the cultural repredimts or traits on the board could be
universal Have them write a list of those cultural fieldsat they think would be
common to all humanity!

Have each team write or explain their lists.

At the end, you might like to tell them with thentist of ‘cultural universals’ created
by Donald Brown (1991) in his bodkuman UniversalsHe lists around 70 aspects of

culture under these general headings:

Language and cognitiofe.g. colour terms, metaphors, units of time, talvords).

b. Society(e.g. personal names, law, gifts, visiting, family

c. Myth, Ritual and Aestheti¢g.g. dream interpretation, magical thinking, éfsliabout
death, play, toys, body adornment, hairstyles, thglo

d. Technology(e.qg. shelter, tools, weapons, lever, cooking).

Again, at the end of the class you could do a abdut which fields or aspects each
one finds most interesting or attractive. Get themganized in teams according to

affinities in interest for the presentations thatdw.
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Lesson Three

Now it is time to get ‘teacherly’ and lecture a #iitout anthropology and ethnographic
research. Apart from being helpful in conceiving team presentations for the rest of
the course, it adds ‘importance’ to the issue, &nid usually appeals to our

(sometimes quite) teacher-centred students.

One way to give ‘lecture’ in an engaging and intéxe& manner is by doing ‘paper-framing’.

It goes like this:

Students need A4 size sheets of paper. Ask thefiolddhem in the half. Then again
in the half, pressing the borders. Then once motée half, marking the bends. And
again, one more time in the middle, marking thedinvith a fingernail. After that,
when you open the paper, there are 16 boxes t@icoh6 central ideas to do with
anthropological thinking and ethnographic research.

Students will listen to the 16 ideas you preserthém. On one side, they are going to
make drawings that remind them of the ideas. Orother side, behind the drawing,
they will write only 3 to 5 keywords about the idea. At the end, thdy lvave a
reminder of useful concepts for their ethnogragasentations.

While you explain the ideas, you can sketch youn anawings on a similar frame on
the board. Just remind them that thoseyan@r's (and they can use them if they want
to), but that everyone is free to make their visuates in their own style, using their
own images.

To manipulate the new information, you could alsosdme ‘backtracking’: once in a
while, go back to the previous images asking whay tstand for. ldeas get repeated

and expressed in different words.

However, as the aim is not to try to train studeagsanthropologists, it is necessary to be

selective with the concepts. | would choose thewahg principles or ideas for this activity.

You might like to change some of them. This isexifhle technique for teaching any contents

you like!

1. Anthropology studies humankind fromhalistic perspective: it integrates both human

biology and culture. Anthropology is also holidbecause it covers the entire temporal
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and geographical range of human existence and iexjer it studies all of humanity,

all aspects of humanity, at all time periods.

Modern cultural anthropology as a discipline haveah and promoted a move, from
ethnocentricity(and euro-centricity: very much the result of Guédism) towards a
concept ofcultural relativism It means that each culture must be considerédimnn
terms, instead of being rated by the standardeathar one (Kroeber 1950 in Rosado

1990). Instead of one centre, there are many centre

« Note: it is worthwhile to clarify that, in anthrolpgical thinking, this does not mean ttedkt
cultural practices are equally valid or of equalrthho That each cultural trait may be
understood in its context does not mean that eaebtipe is appropriate. It seems, for
example, that those practices that allow humangdseto predict and control events in their
lives are more successful and ‘work better’ (BadiSB0 in Rosado 1990).

. Anthropologists do ethnography, and ethnograptseasch is done in the ‘field’, as

‘fieldwork’.

Ethnography is ‘microscopic’: it is always locahdit traces a road to the general
through a concern with the particular, the circansal and the concrete (Geertz
1973).

. The key method in ethnographyparticipant observationThe ethnographer is both a
participant and an observer. He or she participatése community she studies, and
interacts with thénformants Participating in a community helps to understanltiure

from anemicperspective, that is: ‘from the inside’.

. An ethnographer has to learn to fieflexiveabout his or her own interpretations. We
draw on our own social and cultural knowledge irdeor to judge and label

experiences.
. The ethnographer makes field notes and keeps thexfigld diary. In the field diary

he or she explores the tension between being &iparit and an observer. It helps

build reflexivity.
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8. Ethnographic research consists of three main stéyservation (‘thick’) description
(of data) andinterpretation (of data). That means that data is always interpreted in a

concrete context.

9. Non-verbal communication and the use of social sgacoxemics) are important in
ethnographic research. People make meaning outeotise of their bodies and of
space.

10. Some theories of anthropology reflect the notibfunctionalism(Malinowski): We
eat because we are hungry and repair the roof avilvget wet. So, an important part
of an ethnographic project is to describe what [@adp and to understand, in their
terms,why they do it. Functionalist view is also realisticassumes that it is possible

to see and describe the world as it is.

11.Other theories refleatonstructivismsocial life is seen as constructed by interastion
and texts. The ‘real world’ does not exist out éhas a set of objective facts; it is
constructed by us in our everyday lives and languadhe chief instrument for doing
this.

12.1n acognitiveview, culture is seen &nowledgelt is what one has to know or believe
in order to operate in an acceptable manner (Gamdgn 1964). (Culture ‘in the
spider’s head’).

13.The symbolicview of culture: a system of public meanings. Gt meanings do not
reside in people’s heads but are shared among thbsecould be said to have the
same culture (Geertz 1973). We eat certain kindfoofl and take care of our
households not just because it is functional begbse it has symbolic meaning. In
this case, culture is the spider's web, and thdesgives in the midst of the web it

weaves.

14.The critical view of culture:Issues of power are placed at the centre (Fairbloug
1996). Who decides and why which are the ‘reather ‘right’ functions or meanings?
How did the dominant view come to prevail? Theicaitview is particularly sensitive

to the colonial associations of the earlier dayshef discipline. So an ethnographer

27




today would not talk about a group he has studsedos exampleThe FinnsThere is
a danger in taking dominant cultural practices fes ‘givens’ of a culture. In any
community there are varieties and struggles ovearmmg which are observable in the

actions of small groups. In this view, the spigenders among several webs shared
with others.

15.Nowadays culture is seen as a verb: culturdasg’ rather than ‘being'’. It is not so
much what culture is but what it does (Street, J99%e can get closer to this active,
dynamic view of culture if we talk about culture grocesses qoractices Members

of society areagentsof culture, not merely bearers of culture (Och€97)9

16. Another view that you can use in an ethnographigegt is the cultural configuration
theory from the 50’s (Franz Boas, Ruth Benedictrddeet Mead). In it, to get to the
deep “core” of a culture, you observe and describe “cultural traits” or
“manifestations” of the “surface”. The traits aret msolated, but they form a ‘pattern’
(like a ‘personality’). Culture is conceived asrgpisustained by ‘core values’ which
are observable in the cultural trait¥o( can askWhich general orientation does this

view reflect: functionalist or constructivist? ksa cognitivist, a symbolic or a critical
view? Why?)
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Instructions for preparing the team presentations:
1. In pairs or in teams, choose
» a ‘culture’ (could be an ethnic group, or a cultudentity, or even a
‘national identity’), pick some (not too many!) fresentative traits’
(music, school, food, rituals, family organizatigastice, government,
clothing, religions, different celebrations etcr)dadescribe them in
order to offer a glimpse of the “core” of the cuéy with the “core

values” (using the ‘configuration’ theory of the’§0
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» a ritual (for example, a wedding ceremony, cleilds games, or a
popular sport), and give a detailed (‘thick’) deston of it,
interpreting the meanings woven into it.

» rituals with the same ‘functions’ in different twidal contexts, again

striving to interpret meanings.

2. Try to adopt the ‘emic’ insider's point of view, #@syou were doing fieldwork or
‘participative observation’. Avoid judging cultunaractices from the outside.

3. Organize your material into a 15 — 20 min. pred@nta At least one part of the
presentation should be clearly interactive, likecudtural immersion! It could be
playing a game, trying some food, drinking tea,irsgya prayer, greeting each other,
learning a dance, participating in a ceremonyirgeknd buying...

4. Use rich visual material to illustrate your mainirgs. You can also use many other
additional materials to create a cultural expegestch as objects, music and textiles.

5. Hand in an outline indicating who covered which ntoiDon’t forget to plan a
capturing opening beforehand and include it in dbdine, as well as a conclusion

with some of your daring interpretations and inssgbout the culture.

Suggestiorior an integration of the cours€élass Diary

Each class, students by turns (could be usingahedeams) are asked to complete a
class diary. These diaries have a dual purposg:ftiser the habit of reflexivity as
when keeping a field diary, and most importanthyeyt provide an opportunity for
students to give their own account of what happenthe session along with any
comments and reflections on what they had learmbdt works and what does not,
how the class was organised, etc. Making the diasigegular part of the classes
accustoms students to reflect on their learningaisa to be frank in their reactions to
the course. It also helps the teacher to see hewcthirse is enfolding, and often
students include important suggestions for imprgwime course or the presentations.
At the end of the course the teacher or some vedustcould comment on the notes in
the class diary.

Comments:
The purpose of the activities, at this stage, ipriamote an open minded vision of
cultural diversity, to detect prejudices and to sjism some ‘cultural’ and thus constructed

aspects that we tend to take as ‘natural’. It dao eontribute to developing ‘an ethnographic
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imagination’ (Atkinson 1990 in Rosado 1990) — cawicey cultural life differently due to an
intense engagement with it. Perhaps it is wortleaéipg, that there is no intention of turning
students into anthropologists or ethnographers, andously, the major learning outcome
will not be knowledge about a ‘culture’ or ‘cultstdan an encyclopaedic or positivist sense.
The learning we have in mind here is more persandlireflexive and anchored to the idea of
constructing meanings in an aesthetic way: thus sugistence on the ritualistic aspects of
our everyday cultural experiences. ‘Doing thinggtistically and through ritualistic
engagement is also a way to integrate intellecndl conceptual development with affective
involvement and change. The series of activitiagebigs skills and creates opportunities for
interaction in an ‘ethnographic mind-set’ that tend promote a palpable sense of belonging
to a group or to different communities as cultur@ings. Thus they might broaden the scope
of experiencing belonging across borders or statdatities. Using a foreign language can
help to take the necessary distance to be ‘refexiilso, it might reveal unexpected or
‘exotic’ meanings even in the most familiar culiusghere. It is important language learners
notice how they can mediate between different laggs and cultural practices, and in doing
so, develop a growing understanding of themselvestheir own cultural contexts as well

(about intercultural competence in Roberts, ByrBarro, Jordan and Street 2000, 42-43).

Sources:
An exhaustive guide on the uses of ethnographicegts and projects in the context

of foreign language teaching and in building tmeercultural competence’

Roberts, C., Byram, M., Barro, A., Jordan, S., @&tdeet, B. (2000)Language
Learners as Ethnographer€levedon, GBR: Multilingual Matters Limited.

A discussion of the still controversial conceptcaftural relativism in the context of

cultural teaching:

Rosado, Caleb (1990The Concept of Cultural Relativism in a MulticudbiVorld.
(Or Teaching the Concept of Cultural RelativisnEtbnocentric Studentsin Rosado
Consulting for Change in Human Systerfanline]. http://www.rosado.net/articles-
relativism.html (Accessed 14 Apr 2013)

The theme of human or cultural universals is iniing. There are two often-cited

books on the topic. Brown lists around 70 universalder four general categories.
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Brown, Donald (1991)Human UniversalsNew York: McGraw-Hill.

Pinker includes more than 200 universals eatggorizes them from an evolutionary

standpoint. You can find a list in

Human Universals. Education WordPress [online].
http://humanuniversals.com/human-universals/ (Ased<s4 Apr 2013)

Pinker, Stephen (2002)he Blank SlateNew York: Viking Press

5. A Lesson to Remember

What it is about:
* In pairs, students share their some of their caltexpertise giving an interactive and
original lesson about a topic that is importanthtem.

» ‘Teaching as a ritual’: Exploring how to give a Wstructured and engaging lesson

Time needed:

* An entire course can be built around this theme.

* Lesson Ong45 min.): the warm-up activity is an introductiomhich, simultaneously
serves as a demonstration of the activity.

* Further Lessons15 to 20 min. of presentation time per team. S@resentations
might require more time. In this activity, thoughjs important to try to stay within
the allotted time: it forms part of the ritualisse of teaching!

Material needed:

» A2 size sheets of paper (fbesson One).

» Students will bring different audio-visual aids aather props for the lessons they
give.

What is practiced:

* Learning to organize an effective lesson basedoarescentral approaches in the field

of education.
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» Preparing attractive materials and dynamics forctass.

« Building a sense of positive leadership.

» Showing flexibility with one’s lesson plan: someé@myou have to adapt and change
the plan!

Description:

To introduce the ‘Lesson to Remember’, | have fgsten an introduction about some
concepts to do with education and with ways of mting effective and enjoyable learning.
At the same time, this has been a demonstratidineof_esson to Remember’. Most concepts
I have introduced come from Humanistic approackesh as suggestopedia, and from Steiner
education, or are related to such focuses as catiyperlearning, multiple intelligences,
emotional intelligence and neuro-linguistic prograimg. After the demonstration, which
introduces the “method”, students receive a ‘rédiperepare an effective lesson about any

topic they want to.

This is what you do:
Lesson One:

« Warm-Up Tell your students that you are going to give asbeson the topic of
effective and enjoyable learning. At the same tipeyr lesson will serve as a
demonstration of what they are expected to do duhe following classes. At the end
of the class they are going to receive instructifmisthat assignment, and by then,
those instructions will make sense to them! Letésts

= Write, in silence, these sentences on the board:

| hear, and | forget.

| see, and | remember.

| do, and | understand.
-Chinese proverb-

Tell everyone to stand up, and repeat each lirrecmir after you. I've used gestures
with each line, to make the point! Have them ingitdte gestures as well. You can
point at your ears with “I hear”, at your eyes witlsee”, and show your hands with
“I do”. Use expressive gestures and tone of voiith Yfiorget”, “remember” and
“understand” (with understand | have placed my Baomdmy heart). This causes

curiosity about what will follow.
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Hands on work

Students need A2 size sheets of paper. Don’t elintyet that you are going to do
‘picture-framing’ (used in ‘Ethnographic Project’Jlust have them follow your
instructions as follows:

Fold the paper in the half. Then again in the hatéssing the borders. Then once
more in the half, marking the bends. And again, mioee time in the middle, marking
the lines with a fingernail. After that, before yopen the paper, how many squares or
boxes will you have? (Let them think and answeeytknjoy this part, and you can
have fun, too, being exaggeratedly teacher-likeyingi positive feedback,
encouraging, congratulating etc. It is perfect ifeels like a ‘game’). Then open the
papers: and yes, theaee 16 squares.

Tell students they will hear 16 ideas that areteeldo learning and they are going to
use the sheet as their notebooks. It is calledupcframing’. On one side, they make
drawings that remind them of the ideas. The drasvigrgin order.On the other side,
behind the drawing, they will writenly 3 to 5 keywords about the idea, but this time
in any of the squares random orderAt the end, they will have a reminder of useful
concepts for their ‘Lessons to Remember’.

While you explain, sketch your own drawings on mikir frame on the board.
Remind them that those ageurs (and they are welcome to use them), but that
everyone can make their visual notes in their otyle susing their own images.

While you go through the process, you get to mdatpuhe concepts more if you do
some ‘backtracking’ once in a while: go back to pinevious images asking what they
stand for. Ideas get repeated and expressedferadif words, and students are more

involved. Find the list of the suggested 16 coneeyffiter the class plan.

Integration

When the sheet is complete, tell students to tuerpaper. Now you will play a game
of bingo on the other side. Call out concepts, stadents will cross them out on the
other side of the paper, which has the written wofthe first one/ones to have a
vertical, horizontal or diagonal line wins/win. Yowan congratulate the

winner/winners with a handshake!
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* You can move on to give them a useful ‘recipe’ failding a lesson that usually
functions. They should use it to make their lesglams and outlines for the ‘Lessons

to Remember'.

Lesson plan
1. Field.
2. Teaching point: the objective of the lesson.
3. The structure of the lesson:
a. Warm-up A short activity that awakens the curiosity abthe
class and introduces the topic in an imaginative.wa
b. Hands-on-work Cover teaching point. This is the part in which

you ‘do’ your teaching and the learners ‘do’ a g@adit of their
learning. Learning is interaction: think of intetize ways of
covering your teaching point.

C. Integration The part of the class in which you manipulate new
information or use new skills. It can also be dewfon or a
summary of what has been learned.

Instructions you can give:

* In pairs, choose a topic from a field that intesegbu. It can be something
academic or not (could be about a hobby that yorehaNarrow the topic
down into a teaching point that you can cover dy@nshort class (15 to 20
min.). Structure the class in three parts as stalvave.

* When planning your lesson, try to take into accosame of the basic
principles for effective learning that were givenytou in the demonstration.
Experiment with teaching in a dynamic and intekactivay keeping in mind
the rhythm of your class.

* Prepare good visual (and/or auditory) material your class. Don't forget
movement either: learning is a bodily process!

* You will have the opportunity to practice good mgeaent of the group: take
your learners into account, involve them in adigt give opportunities to

participate, show clarity in the instructions.
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The 16 suggested concepts for picture-framing:

1. Learning should b&un. We learn much better if we enjoy it, find pleesin

learning.

2. When we learn, we always use éoragination. We imagine the process, and the

possible outcomes.

Einstein said: “Imagination is more important themowledge. For knowledge
is limited to all we now know and understand, wimtagination embraces the
entire world, and all there ever will be to knowdamderstand”.

3. We learn better if we afeelaxed. (You can tell that it is a basic principfefor
example suggestopedijan which music is used to help learners entercteative

alpha-state.)

4. Emotions form part of the learning process. (Leagngnever merely ‘rational’ or
cognitive.)

Backtrack the first four ideas, and mark the lstiarthe boxes to get a ‘title’:
FIRE. Have someone elicit the word. It is a basioriula that is easy to
remember!

5. Each learner is different and uses diverse learstiregegies or styles.

6. Brain is a flexible organ: it changes all the tirdée can learn new skills and

exercise our brains (and our minds) through alllives.

7. Body and Mind work together. Learning is holistic.

8. We learn by interacting. We interact with each otlieectly or through the
cultural ‘texts’ or products created by others. 8l&o interact with nature and with

the material world.

9. While we learn, we pay bofiacusedandperipheralattention to things around us,
and we have to take it into account. (Focused @tterdrawing notes while |
listen. Peripheral: noises in the background, dlidh’t have breakfast’, or it is too

cold/dark/uncomfortable etc.). Body-mind works everal tasks simultaneously.

37




10.We learn by repeating, ‘retracing’, manipulatingqfs and actions physically and

mentally.This happens through interactions with others aitid @ur environment.

You can tell them that through this process leaymsriinternalized’ (in
sociocultural theory). Students can reflect on hioiw requires doingprivate
speech™ speaking to ourselves - ioner speechwhen our interactions and
dialogues become thoughts.

11.Our mind moves from the whole to the parts. Wherleaen, first we need to
build a ‘whole picture’. At first we construct amage, or a context; after that we
can concentrate on the parts. Our mind makes itiegions all the time: it can’t

avoid it!

12.Making mistakes is a natural part of learning: wee ot only learning how to do
something; we are also figuring out hoat to do something. We also learn from

mistakes.

13.To learn, we need to involve our bodies (througlvemeent and by ‘listening’ to

it), our hearts (as learning is emotional) andleeads, and in that order.

It is one of the principles of Steiner educationdig#s and movement are
related to ‘willing’ (motivation) activities, hearto feeling activities, and
heads to intellectual thinking activities.

14.Each brain (and body-mind) is both an artist asdientist. We should promote
learning both as artists and as scientists: webeavoth.

You can talk to them about the different orientasi@or domains in the right
and left hemispheres of the brain. In very genrahs, the right hemisphere
is the ‘artist’ and the left hemisphere is theéstist’. The left side has
functions that are more analytical, the right Sglethetizes more. Usually,
one is more dominant than the other. (Gardner 1998) view might be
simplistic, but the point is that art and scieniteldd be integrated.

15.There are several intelligences, not only one. (thekn which intelligences they

have heard of.) Multiple intelligences imply weatsave multiple memories
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(elicit examples: who remembers numbers, melotias,a strong visual memory,
remembers by retracing actions etc.).

Howard Gardner's famous list of multiple intelligess includes eight
‘modalities’: spatial, linguistic, logical-mathennzl, bodily-kinaesthetic,
musical, interpersonal, intrapersonal, and nattialiLater he suggested that
existential or moral intelligence should be incldde

16.Mind needs engaging challenges, but it doesn’'ttneatt to threat. To continue

learning, we need to feel that we have succeeded.
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Sources:

Bucuvalas, Abigail (2004). Learning and the Brain.Interview with Professor Kurt Fischer.
HGSE News. The news source of the Harvard Gradsetteol of Educatiorjonline].
http://www.gse.harvard.edu/news/features/fischet@®@4.html (Accessed 14 May 2013)

Gardner, Howard (1993). (2nd ed. with a new intadidun). Frames of Mind: the Theory of
Multiple IntelligencesLondon: Fontana Press, 1993.

Lantolf, James P. (2000dhtroducing sociocultural theoryin Lantolf, James P. (Ed.) (2000).
Sociocultural Theory and Second Language Learrindgord: Oxford University Press. 1- 26.

MYTH.

According to Geertz’ (1973) interpretive anthropgptal theory meaning is “stored” in
symbols, dramatized in rituals and related in mytMyths and other forms of oral tradition
such as fables and fairy tales are powerful anaiehicles for experiences and deep cultural
knowledge. They highlight the fact that language oy makes meaning by referring to
things but by evoking them. Rather than using laiggufor its objective truth value, in myths
we bring to surface the subjective beliefs and @nstthat it entails. Researches claim that
they fill a widespread human need: people constind tell myths and tales to make sense of
their worlds. They put order to things; they iosty heal, entertain and mystify. Typically,
myths throw light upon man’s eternal questionsthem we meet gods, heroes, animals and
forces of nature. They often contain descriptiond axplanations of creations, origins and
meanings. They touch on both material and spiritugture. We can find myths circulating
around us: the socially constructed reality cordggbeing explained and narrated everywhere.
When we start explaining the world as we know ig are at the threshold of mythical
thinking.

6. My name.

What it is about:

» Exploring cultural history and subjective meanitiyg®ugh one’s name.
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Time needed:

* Two periods of 45 minutes.

Material needed:

» Paper, pencils and background music.

What is practiced:
» Listening to a story, speaking and writing.
» Artistic expression.
» Doing a little investigation — fieldwork about osgiame.

» Oral expression. Presentation skills.

Description:

The dynamic could start with a soothing storytejlsession. You can find annexed a version
of Grimm Brothers’ Rumpelstiltskin to be read teethtudents for a 10 min get-away. |
recommend you to play calm music on the backgrdoncbmplete the homely sensation of
children’s bedtime... Actually, Rumpelstiltkin is gaia disturbing fairy tale full of twisted,
vain and selfish characters, but perhaps insteagbiofiy into too much literary analysis, the
teacher could just bring the listeners back toclassroom reality by having them share, each
one of them, one image from the story. After thaiu can draw their attention to the
importance that Rumpelstiltkin’s name proper hashim story, and discuss it with the class.
In fairy tales knowing and using appropriately treames of persons and things is a matter of

life and death... Now you can have them start waykiith their own names!

This is what you do:
Lesson one.

» As described above, surprise your students withlaxing story time. Start playing
background music that you find comfortable (findjgestions below), invite students
to stretch, yawn, and breathe deeply, closing tg@s while they listen, if they want

to. At any age, fairy tales have a hypnotizingeeff and you can enhance it with the

42




calm pace and steady rhythm of your reading. Wigaased rhythm, it will take you
about 10 minutes.

After reading the story, continue playing the music a moment more. Invite the
students to ‘return’ to the classroom reality, syband tell them to think of one
image, and one image only, from the story. Thathis cover of their ‘personal
Rumpelstiltkin edition’: what is it? Then have théonm teams of 3 to 4.

In teams, each student will narrate the imagettiet found most striking, the image
that remained. They should also make interpretatioh their choices: why that
particular character, object, line, feature, emoteaic.? After the round, it will be
evident that each listener constructed a differsuthjective version of Rumpelstilskin.
Ask if anyone from the teams would like to shareiraage and an interpretation, or
any reflections on the story and the activity. Tinight take you about 15 - 20 min.
Invite the class to interpret what Rumpelstiltkimame meant. Why did he want to
keep it in the dark? Why did he disintegrate whenrfame was discovered? What
doeshis name mean? Tell the class that there are meatoanswers: any ideas or
interpretations are as good.

During the rest of the lesson, you can play somsienagain, and tell your students,
individually, to write their names in the middle akheet of paper. Then they can start
illustrating the paper around it with informatiomemories, images, drawings that
come to their mind in relation to their own nameésll them that they are going to
take the sheet back home and complete it there; Géue investigate about the origins
or etymologies of their names, talk to their paseaibout them, and play with their
names (how do they sound? What do they feel likap, they can play with the
individual letters of their names and use them tiewa poem, or an acronym.
Completing the sheet with an ‘investigation’ orleetion about their own names is
homework, and remind them that the important associs will be made and

meanings given by them.

Lesson two

Form new teams for the first part of the activity.could take about 20 min. Showing
their sheets, students share their investigatitsitatheir names: explain what they
found out about the shared cultural backgroundrigiroof the names; tell as much as

they want to about the more personal reasons af paeents for choosing the name;
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and finally talk about whatever other associationsonnotations does their name
have for them. After that they interchange the &héer the following part of the
activity.

For the rest of the lesson, invite students tosgetted in a circle on the floor. Play
pleasant and relaxing background music. Placeraéngot’ or hat in the middle of the
circle: it holds within, on small papers, the ‘sstcnames’ of the participants. After
that, a student picks the first paper up, readséme, and the one with the sheet of
that person will talk about the meanings of the @amhe steps add a sense of
ceremony to the dynamic! You can set a time linidr example a minute,
approximately, and use an instrument (could béaadte) to signal the time. At this
stage students are not expected to go into so mietl, but summarize about what

they have heard. When all names have been pickeahdexplained, the sheets are

returned back to their authors.

Rumpelstiltskin

By the side of a wood, in a country a long way off, ran a fine stream of water; and upon the stream there
stood a mill. The miller’s house was close by, and the miller, you must know, had a very beautiful
daughter. She was, moreover, very shrewd and clever; and the miller was so proud of her, that he one
day told the king of the land, who used to come and hunt in the wood, that his daughter could spin gold
out of straw. Now this king was very fond of money; and when he heard the miller’s boast his greediness
was raised, and he sent for the girl to be brought before him. Then he led her to a chamber in his palace
where there was a great heap of straw, and gave her a spinning-wheel, and said, ’All this must be spun
mnto gold before morning, as you love your life.” It was in vain that the poor maiden said that it was only
a silly boast of her father, for that she could do no such thing as spin straw into gold: the chamber door
was locked, and she was left alone.

She sat down in one corner of the room, and began to bewail her hard fate; when on a sudden the door
opened, and a droll-looking little man hobbled in, and said, ’Good morrow to you, my good lass; what
are you weeping for?’ ’Alas!” said she, I must spin this straw into gold, and I know not how.” "What will
you give me,” said the hobgoblin, ’to do it for you?’ "My necklace,” replied the maiden. He took her at
her word, and sat himself down to the wheel, and whistled and sang:

’Round about, round about,
Lo and behold!

Reel away, reel away,
Straw into gold!’

And round about the wheel went merrily; the work was quickly done, and the straw was all spun into

gold.
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When the king came and saw this, he was greatly astonished and pleased; but his heart grew still more
greedy of gain, and he shut up the poor miller’s daughter again with a fresh task. Then she knew not
what to do, and sat down once more to weep; but the dwarf soon opened the door, and said, "What will
you give me to do your task?’ "The ring on my finger,” said she. So her little friend took the ring, and
began to work at the wheel again, and whistled and sang:

’Round about, round about,
Lo and behold!

Reel away, reel away,
Straw into gold!’

till, long before morning, all was done again.

The king was greatly delighted to see all this glittering treasure; but still he had not enough: so he took
the miller’s daughter to a yet larger heap, and said, ’All this must be spun tonight; and if it is, you shall be
my queen.” As soon as she was alone that dwarf came in, and said, "What will you give me to spin gold
for you this third time?’ ’T have nothing left,” said she. "Then say you will give me,” said the little man,
‘the first hittle child that you may have when you are queen.” "That may never be,” thought the miller’s
daughter: and as she knew no other way to get her task done, she said she would do what he asked.
Round went the wheel again to the old song, and the manikin once more spun the heap into gold. The
king came in the morning, and, finding all he wanted, was forced to keep his word; so he married the
miller’s daughter, and she really became queen.

At the birth of her first hittle child she was very glad, and forgot the dwarf, and what she had said. But
one day he came mnto her room, where she was sitting playing with her baby, and put her in mind of it.
Then she grieved sorely at her misfortune, and said she would give him all the wealth of the kingdom if
he would let her off, but in vain; till at last her tears softened him, and he said, I will give you three days’
grace, and 1if during that ime you tell me my name, you shall keep your child.’

Now the queen lay awake all night, thinking of all the odd names that she had ever heard; and she sent
messengers all over the land to find out new ones. The next day the little man came, and she began with
TIMOTHY, ICHABOD, BENJAMIN, JEREMIAH, and all the names she could remember; but to all

and each of them he said, "Madam, that is not my name.’

The second day she began with all the comical names she could hear of, BANDY-LEGS,
HUNCHBACK, CROOK-SHANKS, and so on; but the little gentleman stll said to every one of them,
’Madam, that is not my name.’

The third day one of the messengers came back, and said, I have travelled two days without hearing of
any other names; but yesterday, as I was climbing a high hill, among the trees of the forest where the fox
and the hare bid each other good night, I saw a little hut; and before the hut burnt a fire; and round

about the fire a funny little dwarf was dancing upon one leg, and singing:

"Merrily the feast I'll make.
Today I'll brew, tomorrow bake;
Merrily I'll dance and sing,
For next day will a stranger bring.
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Little does my lady dream
Rumpelstiltskin is my name!"

When the queen heard this she jumped for joy, and as soon as her little friend came she sat down upon
her throne, and called all her court round to enjoy the fun; and the nurse stood by her side with the
baby in her arms, as if it was quite ready to be given up. Then the little man began to chuckle at the
thought of having the poor child, to take home with him to his hut in the woods; and he cried out, ’Now,
lady, what 1s my name?’ ’Is it JOHN?’ asked she. 'No, madam!” ’Is it TOM?’ 'No, madam!” ’Is it
JEMMY?’ ’It 1s not.” ’Can your name be RUMPELSTILTSKIN?’ said the lady slyly. ’'Some witch told
you that!- some witch told you that!” cried the little man, and dashed his right foot in a rage so deep into
the floor, that he was forced to lay hold of it with both hands to pull it out.

Then he made the best of his way off, while the nurse laughed and the baby crowed; and all the court
jeered at him for having had so much trouble for nothing, and said, "'We wish you a very good morning,

and a merry feast, Mr RUMPLESTILTSKINY

Source: Fairytales by the Grimm Brothers. Authorablic Domain Books.
http://www.authorama.com/grimms-fairy-tales-25.h{#tcessed on 13 May 2013)

Suggested music

Claude Debussy: Prélude N°T8és calme et doucement expressif (La fille auxene
du lin).
Prélude N° 10Profundément calme (La Cathédrale engloutie
Images(oubliées) 1894ent (Mélancolique et doux).

Comments:
» This activity can prove very enriching in a multicwal class as students will expose
both the cultural histories and some of more pekonmeanings attached to their

names.

7. Say a word.

What it is about:

* Multimodal presentations in teams to discover am$gnt possible meanings of words

they have chosen.
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Time needed:

One class is probably enough.

Material needed:

Cardboards or large sheets of paper for makingidgsior posters.

What is practiced:

Speaking and presentation skills.

Artistic expression: finding multimodal expressidosthe meaning of a word.

Team work.

Description:

In a warm-up activity, students will listen to aosthpiece of music (Chopin suggested)
to evoke images. They write, quickly, a list of ¥erassociated to their perception of
the music. Then they form teams of three to comphee lists and discuss the
similarities and differences in them. Each team walioose one word and think of
three different ways of ‘saying’ it, multimodallyvithout actually pronouncing the
word). They can use drawing, movement, sounds...inflemrate each team presents

the words to the rest of the class, and the otingts guess what the word was.

This is what you do:

Play a short piece of music, preferably one witlotaof movement and emotion (a
short piece by Chopin is suggested: find a lisbaéow), and tell students to write a
list of words while they listen to it. Whatever wisrcome to their mind. If the some of
the words are in their native tongue, oraimy language, it is ok. The pieces of music
suggested take about 2 min.

Students get in teams of three. They compare bstd,find if any of the words are
repeated. They can discuss how similarly/diffesertthey perceived the music.
Perhaps there are words that apparently have mpthido with the music in itself.
Have them choose one word from the lists. If iinid.1, ask them (or help them) to

translate or look for an equivalent in Englishtiéy end up choosing a word that is
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not in the lists, it is perfectly fine, too: fingllthey ‘negotiated’ about it, and the word
springs from the process. Tell them to keep thedwosecret!

Tell them that they are going to find three diffetrevays of ‘saying’ that word without
simply ‘saying’ it. They can use, for example,wlirgg, movement, music or sounds,
or build a short dialogue, or a pantomime, aroums word. Encourage them to be
adventurous and open to unconventional ways ofesgmting the words. How the
word sounds, or ‘feels like’, can be a good stgrpoint. Set a time limit. (Perhaps 20
min.)

Each team will pass to present their words forrtée of the class. Remind them that
they should not reveal them too straightforwardyow the job of the rest of the class

is to figure out what the word is.

Suggested music

Frederic Chopin: Etude Opus 10/1 in C.
Etude Opus 10/2 in a minor.
Etude Opus 10/4 c# minor.
Etude Opus 10/9 f minor.

Comments:

The target language is not just a code, and litiguigractice is meaningful, and
meaning-producing, practice. The language and mulpedagogist Karen Risager
suggests that foreign language teaching shouldyslwamind students of semantic
and pragmatic variability in language, both in tHeist language(s) and in the target
language — by including, for example, discussidngossible meanings of words like
‘work’ or ‘friend’ or ‘no’ (Risager 2007, 237).

It is also important to remind them of the factttlenguage is not the only way to
construct and express meaning. This is why in Hufvity different modes are

explored: graphic, acoustic, visual, gestural... Hmany ways are there to express
‘joy’ or ‘yes'? Language is best learned with alletsenses: with the sounds, the
shapes, the colours, the rhythms, the tastes ofdsyothe gestures and facial
expressions that accompany them. A word alwaysrhasy meanings, and when

students manipulate them artistically, meaning®trecmore personal and emotional.

48




Also, foreign language learners have the advanthgethey are more free to play
with words in FL as their meanings are not so ¢y¢anchored’ anywhere: the words

‘float’ more freely, allowing more space aroundrthe

* It would be interesting to share that in SteineMéaldorf schools students practice
‘eurythmy, a body movement that results in ‘visible speedhhighlights a person’s
capacity to communicate through non-verbal gestukasythmy is made up of
discreet movements that, among other things, reptephonetic sounds. Each
phonetic sound, represented gestures, in turn standlifferent aspects of the human
experience. In the site mentioned below, you ¢ad & description of the physical
movements of some eurythmy alphabets, as well me $§ the ideas associated with
each one of them.

Source

OpenWaldorf.com. http://www.openwaldorf.com/eurythiiml
(Accessed on 11 May 2013)

8. Table Theatre.

What it is about:

* An exploration of folktales: myths, fables, faigids, legends.
» Artistic presentations with self-made symbolic srés on the table.

* ltis possible to organize of an event.

Time needed:

* An entire course can be built around this theme.

» Lesson Oné45 min.): Revision and discussion of folktales.

Lesson Twd@45 min.): Suggested a demonstration of a ‘taidatre’ by the teacher.
Plenty of time should be reserved for the discumssio

» Following classesFor students’ table theatre presentations inspairound 10 — 15
min. each pair. The presentations might be shbs; rest of the time is for the
discussions.
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Material needed:
* Atable.
* For the demonstration by the teacher, preparaticang materials (fabrics, different
papers, cardboards, natural elements, symbolictsbic.) to be placed on the table.
» Students will bring different materials and selfdear symbolic artefacts for their

table theatre presentations.

What is practiced:

* Reading and listening to folktales.

« Memorizing and presenting, artistically, a folktale

» Coordinating and associating language (and memwitf) gestures, objects and
materials.

« Organizing a project in pairs.

« Organizing a class/school event.

» Learning about oral tradition and appreciating howanings are transmitted by it.
Recognizing similarities and differences acrossuceak.

» Elaborating and valuing materials and objects nigdeand.

* In an assignment like this: recognizing the impact of careful preparation,

rehearsing, good memorization and controlled dgfive

Description:

This project could culminate in a bigger event vattistic presentations of folktales (myths,
legends, fables, fairy tales, or mixtures of thamjng an oriental technique called ‘table
theatre’, often used in the context of Steiner atloo. First of all, folktales and in general
oral traditions (types, themes, functions, typid@racteristics) are reviewed and discussed in
class. The teacher could give a demonstrationtable theatre presentation. | have presented
a Chinese legend, and afterwards we have disciisgedlass. The point is, that all what is
placed on the table, and everything you do durvgpresentation, is linked to the meanings
you find in the tale. All materials and effects I@as, sounds, forms, textures, natural
elements, objects) should be carefully chosen, aislymbolic value, and ideally (at least for
the most part) made by the students. The presenthtis a highly ritual quality: everything

you do, each gesture, is given significance. Stigdenll pay attention to their ritualistic
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openings and conclusions, to their overall bodikpression during delivery and to a

controlled use of voice (pace, rhythm, intonatiandibility). Obviously, as oral tradition is

based on memory, they will edit their folktalesefaly and memorize a version they find

comfortable. The script could be marked with sostade directions’ (use of the material on

the table, symbolic gestures etc., see exampleded below). Each tale and presentation is

discussed in class.

This is what you do

Lesson One.

Prepare the board with the title ‘folktales’ befoaed. Divide it in four parts: Myths,
Legends, Fables, Fairy tales. Receive the clads saft music on the background
(suggestedThe Solveig’s Sonffom Per Gyntby Edward Grieg). You might like to
do a short stretching to warm up and relax before start with a team activity. Then
divide the class in four teams (you could do thyshaving them say, one by one,
‘myth’, ‘legend’, ‘fable’, ‘fairy tale’, thus assigng themselves a team. Assign each
team a corner or a space in the classroom sottiatre not too close to each other.
Give each team a copy of a folktale: a myth, a nelgea fable or a fairy tale
correspondingly. You will find a set annexed hdrat, obviously, there is a wealth of
stories you can choose from. It is important thqutifat the examples are quite
representative of the genre. Tell that one fromheaam will read the tale - others
listen - and pay attention to the typical featuréshat particular variety in folktales.
After that, allot them some time to discuss thenpaind make notes. Some of the
typical characteristics will be found in the taleey read, but not all of course. Tell
them to think of other myths, fables, legends aanlyftales and gather all the
information they can from the team.

Someone from each team will pass to the board wifhame you have prepared
meanwhile. Under each heading you can organizes gtmt Characters, Themes,
Features and Purposes. Students fill in the info.

Go through the frame with the whole class. Ask stisl to copy the notes from the
board. Revising it together, new ideas will arised ayou can continue adding
information on the board.

You can integrate the lesson having everyone givexample of a memorable tale

from childhood.
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Lesson TwoThis lesson implies quite a bit of preparation frdme teacher. On the other
hand, you prepare a tale for a table theatre camu@,can repeat the ‘ritual’ countless times.
Besides, my experience has been that studenty eggireciate the effort, and the teacher’s
openness to certain ‘exposure’ or ‘fragility’ theatistic expression often implies. It totally
depends on each teacher whether and how you wieldol give a demonstration. Definitely
it is important you feel at ease, and choose athalyou find meaningful, and that you enjoy
the process of preparing the material for the pragi®n, and giving it. As an example only, |
will include a script (including my ‘stage direati®) of the tale | have used. | have rewritten
it from several different versions | have seenhaf $ame tale. Even though | have used it for
years (taking good care of the material | once qureg!) |1 enjoy redoing it each time. | have

noticed students get more inspired about the cafteethe demonstration.

1. Tell the group that you have prepared a presemtaiioa folktale for them. The
technique is called ‘Table Theatre’, it has oriéwiggins, and it is used for example
in Steiner education. The attention should falltbe table and on everything that

takes place there: the table, not so much the toaria under the spotlights.

The Wise Old Man (folktale from China)

[Opening: possibly lighting a scent stick, thenadipand ceremoniously uncovering the table which is
covered by the blue cloth. Fold it calmly and placethe floor. Maintain a calm tone of voice and an
even pace all through the presentation.]

Many, many years ago, on the northern border of China, there lived an old man who led a righteous
life. [Showing the old manlfe led a quiet life, dedicating hours to silent contemplation. [Take the
box and show the mediation balls, shaking thema&eanhem sound¥e honoured the teachings of
his ancestors. The old man took loving care of his humble house, [move the rake as if doing
gardeninglnd worked his garden and his field. He had witnessed with silent joy the growth of his
son [show the sonlg spirited strong young man.

The old man had a beautiful mare [take the silhouette of the brown horse slowly mgut above the
table]which was praised far and wide. One day, for no reason at all, this beautiful horse ran away
and disappeared [away it goes, across the bordérlran away to the nomad tribes that lived across
the border. What a shame! Everyone in the village pitied the old man [throw a stone or two on the
table]and offered sympathy for his misfortune. The old man just said: "Perhaps one day this turns
out to be a blessing” [Just touch a flower thoughtfully]
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Some months later his horse returned, [bring the brown horse from across the border mpvi
subtly] bringing with it a splendid stallion of the kind the nomads used [introduce the black horse,
following the other].The neighbors congratulated the wise old man [take some flowers from the
table and let them fallSuch lovely strong horses! But even though the old man was happy to have
his horse back, he only said: "Perhaps one day this will bring misfortune”. [Touch a stone
thoughtfully].

Their household was richer because of the fine horse. The son grew fond of the black stallion and
enjoyed going for long rides in the surrounding valleys. [Suggest riding with the black horse and the
young man].One day, during a ride, for no reason at all, the horse threw the son; he fell and broke

his leg. [Away goes the horse, the young man lyitityéryone in the village commiserated with them
Jfor such great misfortune [throw stones on the tablélyt even though the old man felt heartbroken

he only said, "Perhaps one day this turns out to be a blessing”. [Touch a stone thoughtfully].

A year later the nomads came in force across the border [Start drawing the transparent red cloth from
across the bordetind started invading the northern villages [move the red piece of cloth on the
table, as it was a wavel. war broke out and all the able-bodied young men of the village had to
take their bows, join the army and go into battle. The battles went on for years, and the village lost
nine of every ten young men. [Many stones.Vhe old man, and his lame son, had not been sent to
war. They survived and continued taking care of each other, suffering life’s hardships [touch
stones]and rejoicing in its many blessings [a final shower with the flowers].

[Go for the blue cloth, and address the audienderbeunfolding it:] Truly, blessing turns to
misfortune, and misfortune to blessing. The changes have no end, nor can the mystery be fathomed.
[Cover the table],

Turn the scent stick off, and you might give aniédtal’ bow to the audience.

2. After the presentation, start uncovering the tagain, object by object, while you
store (or have someone help you store) the matenNdlth each item brainstorm.
What does it stand for? Look for associations, otaions. The students will add to
the list of meanings that was contemplated. Withltbx of mediation balls you can
promote discussion about the traditional religiamsl philosophies of the East, and
finally have them talk about Taoism, yin and yaagd all the ideas in the tale that are

related to the unifying principle of balance betwéee opposites.
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Materials used:
* Three transparent pieces of fabrics

= Brown on the table, as the base. (Earth, certain tintk pace,
'yin.")

»= Blueon the top. (Heaven, timelessness, spiritualitgngy’. Used
to open and to close the presentation.)

» Red (War, fire, destruction, violence. Used to synimlthe
invasion by the tribes from across the border).

* Two charactersthe old man and the son out of rolls of toilet grapovered with
baize. Purple for the old man, light blue for tos sBalls of wool for the heads.

e Out of cardboard boxes (possibly covering themiithwglue with water and
newspaper and painting them grey) a representafithre ‘border’, suggesting the
‘Great Wall of China’

» Out of cardboard the silhouettes of the different horsegossibly covered with
the mixture of glue and water and newspaper, paibtewn and black.

* Smallstonedor hardships and misfortun€lowersfor the blessings of life.

» A small wooderraketo represent work.

* A box with Chinese meditation balis represent tradition, ancestors and their
teachings, Taoism.

3. At the end of the lesson, give instructions for Tfable Theatre presentations, have

them form the pairs, and agree about the schedule.

Instructions you can give:

1.

In pairs, choose a folktale from any part of wwrld. Discuss the meanings you find
in it, and think of a way to present it with symigolactions, gestures and
representative elements on a table.

The material on the table has to be made by Beusensitive to the quality of the
material: what is it impression or sensation youwuldolike to produce? Think of
colours, forms, textures, sounds, objects. You &ian introduce objects typical or
representative of the culture area, textiles, @htetements (stones, pines, leaves,
flowers, shells...) and musical instruments (or musithe background).

As this presentation (just like all scenic arssyery ritualistic, open and close your
theatre with symbolic actions that are clear aritlcaptivate the audience’s attention.
Edit the tale you chose to the exact form yaiguoing to use. Indicate who is saying
what, and insert some stage directions. Learnrit well. The only “outline” you can

use is the material on the table: when you practyoa will learn to relate the
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language to the movements and to the objects ortathle. They will guide you

through the presentation.

5. After the presentation, receive the feedbackyofir audience and answer the
guestions. You should be able to explain the mepofreach item you used, in case
there were doubts about it.

Comments:

Some of the pairs might like to participate in angang an event for the school and
give the by then well-rehearsed and polished t#idatre -presentations to a wider
audience. A model that functions nicely is orgamziperformance corners’ e.g. in the
school cafeteria, library or another suitable spadéhe class could set there, for
example, 6 or 9 tables with different presentati@m have three of them ‘running’
simultaneously. The performances run as a chaactiom, so to say. So the
audiences can flow freely from table to table te ge presentations. The whole even
could take an hour or two during which each theatald be presented two or three

times.

Encourage your students to explore different otitan the tale they want to present.
Would they like it to be distant and exotic, oraariliar tale they remember from the
childhood days? Or perhaps they would choose ahatels somehow related to their
personal cultural histories? Tell them that they ba original and adventurous in their
interpretations as well. Remind them about the ezalumemory and memorization in
the context of oral tradition: repeating the stmwetand even the exact words brings
forth a ‘magical’ quality to storytelling. Language the tales should be cherished
rather than flattened down into a totally colloduignslation. Obviously, in the
evaluation or assessment the enthusiasm and effiorvn in the elaboration and
guality of the material should be taken into acdol®emind them that imagination
and creativity are more important than ‘perfectionthe elaboration of the materials
(the demonstration should help to make that pointjerms of delivery, remind them
as well about the importance of paying attentiontite use of their voice: pace,
rhythm, intonation, audibility. Some tales mightldar a more varied and emotional

expression. Others might well be presented witeady and calm style.
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* In the course of these presentations you mightyetsd opportunities to reflect about
the effects of artistic work. What is the functioh ‘rituals’ in art? What makes a

presentation ‘artistic’? What does ‘aesthetic dyationsist of?

Samples of Folktales

Fable:

The Bear as Judge (Finland)

A dispute arose among a number of animals, namely the wolf, the fox, the cat, and the hare. Unable to settle matters by
themselves, they summoned the bear to act as judge.

The bear asked the disputants, "What are you quarrelling about?"

"We are arguing about the question as to how many ways each of us has to save his life in time of danger," they answered.

The bear first asked the wolf, "Now, how many ways do you have to escape?"

"A hundred,"” was the answer.

"And you?" he asked the fox.

"A thousand,"” he answered.

Then the bear asked the hare, "How many do you know?"

"I have only my fast legs," was the answer.

Finally the bear asked the cat, "How many ways to escape do you know?"

"Only one," answered the cat.

Then the bear decided to put them all to the test in order to see how each one would save himself in time of danger. He
suddenly threw himself at the wolf and crushed him half to death. Seeing what had happened to the wolf; the fox started to run
away, but the bear grabbed him by the tip of his tail, and even to this day the fox has a white spot on his tail. The hare, with his
fast legs, escaped by running away.

The cat climbed a tree, and from his high perch sang down, "The one who knows a hundred ways was captured; the one who
knows a thousand ways was injured; Longlegs must run on forever,; and the one who has only one way to escape sits high in a

tree and holds his own."

So it is.
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Legend
Lorelei (Germany)

Her beauty was her undoing. Lorelei was not willfully seductive, but men could not resist her charms, and she could not resist
their advances. She was bringing scandal and disgrace to the respectable town of Bacharach-on-the-Rhine.

There was even talk that she must be a witch or a woman possessed of the devil. The bishop, however, would not hear of an
execution without due process, and he summoned her to his court. His questions were at first stern and severe. Her answers
were simple and sincere. The bishop's severity, his piety, and his priesthood, however, did not prevail, and in the end he
pronounced her free of all guilt.

"I cannot continue like this!" she cried. "My eyes are the destruction of every man who looks into them. I have loved only one

"

man, and he abandoned me and lefi for a distant land. Please let me die

But the good bishop could not bring himself to pronounce a death sentence. Instead, he proposed that she dedicate herself to
God, and called three knights to accompany her to the convent. Arrangements were made forthwith, and the three knights were

soon underway with their beautiful ward.

When their path led them past a high cliff overlooking the Rhine, Lorelei had one last request of her escorts. "Please," she said,
"let me climb the cliff and have one last look into the Rhine." Unable to deny her this wish, the three knights tethered their
horses, and the four of them climbed to the top of the cliff.

Standing at the edge of the precipice, Lorelei said, "See that boat on the Rhine. The boatman is my lover!" And with no further
warning, she jumped from the cliff into the Rhine.

The three knights also met their death there, without a priest and without a grave.

Who is the singer of this song?
A boatman on the Rhine,

And we always hear the echo
Of the Three-Knight-Stone:

Lorelei,
Lorelei,

Lorelei

As though there were three of us.

Myth:

Maui muri catches the sun (Polynesia)

Maui muri noticed that no matter how hard his people worked, they never had enough daylight in which
to finish their tasks. Maui muri said, “There is never enough time for he men to fish in the sea or for the
women to cook the food. The Sun-god, Ra, moves too quickly across the sky. I must make Ra move

slowly.
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Maui muri and his brothers made a huge rope out of coconut fibers. The Maui muri lay in wait for Ra.
When he saw Ra he tried to throw the rope around him but the rope broke and Ra escaped, flying across
the sky as quickly as ever.

Maui muri made a second, stronger cord of coconut husks which he braided into an even stronger rope

but for the second time, Ra escaped.

After much thought, Maui muri asked his sister Hina to give him some of her hair. He cut off long
strands and braided them into a very, very strong rope. He travelled eastward to wait for the first
glimpse of Ra. When the Sun-god appeared Maui muri threw his noose around Ra’s neck and held tight.
Ra kicked and screamed, struggling in vain. When the Sun-god realized he could not free himself he
asked Maui muri what he wanted.

“You must move more slowly across the sky so that we will have more time to do our work. Promise
me this and I will let you go.” Ra promised, but just to make sure he kept his word, Maui muri left some
strands of Hina’s hair hanging from the sun. You can still see them when the sun is going down and the

last rays of light fill the sky. Since that time, people have had more daylight to do their work.

Fairy tale
The Real Princess (by Hans Christian Andersen)

There was once a Prince who wished to marry a Princess; but then she must be a real Princess. He
travelled all over the world in hopes of finding such a lady; but there was always something wrong.
Princesses he found in plenty; but whether they were real Princesses it was impossible for him to
decide, for now one thing, now another, seemed to him not quite right about the ladies. At last he
returned to his palace quite cast down, because he wished so much to have a real Princess for his wife.

One evening a fearful tempest arose, it thundered and lightened, and the rain poured down from the sky
in torrents: besides, it was as dark as pitch. All at once there was heard a violent knocking at the door,
and the old King, the Prince's father, went out himself to open it.

It was a Princess who was standing outside the door. What with the rain and the wind, she was in a sad
condition; the water trickled down from her hair, and her clothes clung to her body. She said she was a

real Princess.

"Ah! we shall soon see that!" thought the old Queen-mother; however, she said not a word of what she
was going to do; but went quietly into the bedroom, took all the bed-clothes off the bed, and put three
little peas on the bedstead. She then laid twenty mattresses one upon another over the three peas, and
put twenty feather beds over the mattresses.

Upon this bed the Princess was to pass the night.

The next morning she was asked how she had slept. "Oh, very badly indeed!" she replied. "I have
scarcely closed my eyes the whole night through. I do not know what was in my bed, but I had
something hard under me, and am all over black and blue. It has hurt me so much!"

Now it was plain that the lady must be a real Princess, since she had been able to feel the three little peas
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through the twenty mattresses and twenty feather beds. None but a real Princess could have had such a

delicate sense of feeling.

The Prince accordingly made her his wife; being now convinced that he had found a real Princess. The

three peas were however put into the cabinet of curiosities, where they are still to be seen, provided

they are not lost.

Wasn't this a lady of real delicacy?

Lesson One. Table of Folktales.

Myths Fable: Legend Fairy tale:
Characters Gods, goddesses; Animals People (e.g. King Magical characters
Supernatural beings; | personifying human | Arthur) with such as elves, fairies,
Mythical beasts; beings. extraordinary goblins and giants.
Heroic people Natural forces. gualities. Animals.
Plants. Ordinary people with Princes, princesses,
extraordinary fates. | kings, queens.
Clever children.
Themes Origins, creations. Human virtues and | People’s deeds, Good and evil.
Natural events. flaws. lives; love and Trials, tests,
Battles: triumph and | Behaviour. suffering; journeys.
tragedy. extraordinary people, Many based on
folktales: Little Red
Riding Hood, Ugly
Duckling
Feature Mythical time Usually short Historical time, Involve magic
A moral. mixture of fact and | Magical numbers: 3
Panchtantram (India) tale. and 7.
Aesop No “fairies’,
De LaFontaine necessarily!
Purposes Explain how our Teach a lesson. Entertain. Teach lessons to
world works, Often funny and Build identity. children. Have a

entertaining

soothing effect.
“And they lived
happily ever after”.
At the end
everything is in
order.
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Sources:

The Bear as JudgendLorelei
¢ Folklore and Mythology Electronic Texts. Editedd&r translated by D.L. Ashliman.
[online]. http://www.pitt.edu/~dash/folktexts.html (Accedsen 18 May 2013).

Maui muri catches the sun:

* Gersie, Alida and King, Nancy (199@torymaking in Education and Therapyyndon:
Jessica Kingsley Publishers.

The Real Princess:
»  World of Tales[online]. http://www.worldoftales.com/ (Accessed on 17 N2@13).

9. My Cultural Hero

What it is about:

* Presenting people students admire as if they wiaeni”, in first person.

» Either dramatized presentations/monologues, or dtiaed interviews

Time needed:

« Lesson Ond45 min.). Warm-up activities about famous and mdbte people from
different walks of life. Discussing what makes asp@ ‘admirable’.
* Following lessonslndividual presentations (5 - 10 min.) by stude#tierwards the

person they represent will be ‘interviewed'.

Material needed:

* For the warm-up activity large sheets of paper gdam different corners of the
classroom. You can use the board as well.

» Students will bring props (clothing, simple scendoy their presentations.

What is practiced:

* Reading and writing about real people (historicat@antemporary) and presenting

them in an inventive and entertaining form in frohthe class.
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« Drama skills: use of voice, use of space, linkiaxgguage to movement and gestures,
improvising.

» Developing empathy: understanding the other. Reeognthe worth of the lives of
real people. Searching not simply to admire, bab alnderstand lives of others by
putting yourself in their shoes.

» Exploring one’s values: what do we admire in pe@ple

Description:

Students will find out about the biographies oftdnigal persons and present them in
class in first person, acting as if they were teespns they chose. The recommendation is to
pick people they admire and perhaps would identifth: thus the connotation of being
‘cultural heroes’, almost mythical beings. To firdeas, it helps if you brainstorm about
famous historical persons they know, starting ftbemmost canonized: statesmen, civil rights
movement leaders, scientists, painters, musicianters, philosophers, inventors. Naturally,
soon enough you will get to the list soccer or leycklayers, actors and singers, designers.
Sometimes the most admired person is one’s grarfmoAll the ideas are welcome, even
though too many presentations about teen idolsngn group might get a bit repetitive and
flat. It is important to encourage students to beeaturous and look for more variety, and
emphasize how interesting it will be to get to ‘m@eople from different walks of life during
a large scope of history. During the presentatiba,speaker will be immersed (at least for a
moment) in an activity, or a series of activitigbat they would imagine typical and
representative of the person they chose (Van Gagftipg, Einstein working on equations,
John Lennon playing the guitar, Anna Pavlova pgttine ballet shoes on). They can use a
series of images as a scenery (but the aim isorgive an informative presentation), and they
are expected to use costumes (at least changeclb#iing) and other items to make the
presentation more dynamic and entertaining. They algo interact with the audience and
involve them, for a short moment, perhaps to béggnpresentation, for example. After the 5
to 10 min. presentation, the speaker will be intemed by the audience for a few more
minutes. When answering the questions, they cag’tlsdon’t know” or “I can’t remember”.

The idea is to improvise and still sound convinting
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This is what you do:

Lesson One:

You might like to receive the class with some epigsic from movies: you could use
an easily recognizable classic from films like themes ofStar Wars Lord of the
Rings SupermanIndiana JonesBeethoven's ¥ Symphony“Eroica” would also
create the right epic mood.

You need to have prepared some large sheets of pafehand and placed or taped
them in different corners of the classroom. Drawedical line in the middle and on
the top of the second column “Why"?

Ask students which historical persons do we usuatly admirable. When they start
giving categories (politicians, civil rights moventeleaders, scientists, painters,
musicians, writers, philosophers, inventors, designmillionaires, actors etc.) choose
some of them to be written on the top of the fasiumns on the papers. Before you
run out of papers, ask one more question: Whowetsdd you admire? And probably
after that you can add a couple of more imaginataegories (like teachers, saints,
rally drivers etc.)

Set a time limit, for example the length of a henpiece of music, and tell everyone to
get up and circulate in the classroom writing domames of people they would
admire and why on the sheets. Tell them that tsrienited, and that they will have
to move swiftly.

When time is up, tell them to freeze, and the amles are next to the papers will stay
where they are. The rest will go to their placdsave the ones next to the papers
report on them briefly.

If you still have time, tell the students go backhe sheet where they wrote the name
of the person they would choose to be the most radhtei of them all. This way you
get them organized in pairs or teams in which tteay share their reasons.

Option: You might have a couple of spare sheetséw categories. You could ask
them, for example: After this activity, which otHeultural heroes’ would you add?

Give the instructions for the presentations thditfailow.

Instructions you can give:

1. Choose a historical (or a contemporary) person fpod admirable to investigate

about, and prepare a short biography about hineotdpresent it in first person.
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2. Structure your presentation carefully: an openimaf is original and capturing, and
main points that taste like life. Avoid listing dat publications, prizes, movies and all
that: it is not a CV, and it makes you sound liké&ipedia! Instead, we want to hear
about real life, adventures, emotions, funny arabitr experiences. You could
conclude making a reflection about the personés §ill in ' person.

3. You should be immersed in an activity during théiveéey. At least one. Think of
something related to the biography, even thoughesioimg quite as simple as having
a cup of coffee would also be fine. Learn to useentent, gestures and the items you
have on stage as your “bodily outline” to help ybrough the presentation. You can
also use images (PowerPoint) to create a scenery.

4. After the presentation you are going to be intereid by the audience. You can't say
you don’'t know, and you should not give monosyltabnswers. You ARE the one
who knows, it's YOUR life, so feel free to improgisind to invent!

5. You are required to hand in a well-organized ostliand to change your outfit for the

presentation: it will help yobethe other

Comments:
 In an ecological approach to language education, amty the flesh and blood
interlocutors are counted as ‘participants’, bebdthe remembered and the imagined,
the stylized and the projected’ (Kramsch 2009b,)247
* Suggested music:

Beethoven, Symphony No. 3 In E Flat, Op. 35;dica’. Allegro con brio.
Beethoven had originally dedicated the symphonydpoleon Bonaparte, whom he
admired as the embodiment of the ideals of thedfré&evolution. It is told that when
Napoleon proclaimed himself Emperor of the FremcMay 1804, Beethoven went to
the table where the completed score lay. He toddk dicthe title-page with the
dedication and tore it up in rage.

10. Unusualtopia.

What it is about:

* In pairs or in teams, students work on imaginatiesvs’ for Unusualtopia and

explain the rationale behind them.
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* Imagining alternative social orders or culturaliops.

Time needed:

* Four periods in total.

* Lesson Oné45 min). Warm-up activity and pair work.

* Following LessonsTwo or three. During a 45 min period you would/éadime to
cover three or four laws.

» Consider 4 to 5 min. per each pair for the presemis. 5 min for each interview and,

afterwards, a couple of minutes for each vote.

Material needed:
* Music for the warm-up activity.

» Coloured chalk or markers for the warm-up activitgd background music.

What is practiced:
» Capacity to imagine other realities. Questioninmpde we are used to and take for
granted.
» Pair work for a common goal.
» Organizing a convincing set of arguments as arce¥ie whole.
* Maintaining consistency in ideas while improvising.

* Volunteers (10 needed) will practice functioningnasderators.

Description:

In this playful exercise of informal debate studeate told that they form part of a
community calledJnusualtopiathat has functioned smoothly for more than a heddrars.
The community is characterized by unusual happjnseasisfaction and harmony. The
members say they owe it to their laws, which ang wmple: the set of 10 brief laws is all
they need to guarantee the community’s progresstadnembers’ wellbeing. The students
are given the complete set of laws. After thatytaee told that they will have to explain the
rationale behind the laws and their implicationghe incredulous “outsiders”, giving them
detail about the general organization and theratere solutions ifJnusualtopia This time,
the rest of the group will play the role of theious visitors. ThdJnusualtopiacitizens will
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strive to convince the audience about the relevamcethe convenience of their laws. After
each presentation, the speakers will answer qursstand the moderator will organize a vote

to see whether the ‘outsiders’ would approve theftar their own community.

This is what you do:
Lesson One
1. For a warm-up activity, tell the group that you lwilay a song calledJtopia’.
Write the word on the boardell them to listen to it for a moment, and theman
they feel like, pass to the board to write or disamething that comes to their
minds aboutUtopia. While they listen, you and prompt them startirygyburself.
After the song you can look at the graffiti proddder a moment and comment on

it. It can remain there as a decoration for trst o the class.

Suggested music
= Putumayo Presents (CD). "One World, Many CulturBsick 8:
Utopia by Gigi (Ethiopian Singer).
= Alanis Morissette, as well, has a song called Wabat could suit
the activity well.

2. Now explain that they all form part of a communitylled Unusualtopiathat has
functioned perfectly well for more than a hundregars. The community is
characterized by unusual happiness, satisfactidrharmony. The members say it
is due to their laws, which are very simple: thedadelO brief laws is all they need
to guarantee the community’s progress and the mexnvellbeing. Tell students
it is important they have the complete set of lasesyou will dictate the laws to

them (a bit of dictation does not hurt). Now relael laws.

THE LAWS12 suggestions, choose your lot):

= Women speak one language, men another.

= All buildings are built underground.

» There is no private transport.

» Everyone earns the same salary.

» There is neither police nor military force.

» There are no doctors.

= There are no teachers in school.

= No one above the age of 18 can live with the saenegn/persons for
more than five years.
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= There is no formal religion: everyone practicesigaing.
= Everyone writes down the dreams they have at night.
= A computer takes all governmental decisions.

= Everyone will practice at least one art.

3. In random pairs or teams, students are assigneafotine 10Unusualtopialaws
which they explain and defend in front of the ande Each law is discussed in
pairs. They will find that the laws are quite casting with what they are used to,
and they will need to stretch their imagination donceive alternative social
organizations and solution#t helps the students if the teacher asks queslikers
“What are they trying to avoid with these laws?” W&t are they promoting?”
“Which are their solutions” (because they still have to solve tleeds of the
inhabitants of Unusualtopia health care, education, communication, order,
government etc.)? It's important to remind thatythvill have to take the complete

set of laws into account to avoid contradictions.

4. Allow the rest of the time for each pair to starégaring a short presentation to
explain the law. It's important to keep remindingetn that their alternative
solutions have to be harmonious and attractiveefe@ryone. InUnusualtopia
everyone gains! (There is no room for terrible piges for breaking the laws or
for any totalitarian measures!). They will elaberan outline with the most

important ideas for the presentation: opening, rpaints, conclusion.

The Following Lessondrom two to three classes).

1. Do a unity-building warm-up exercise. You can gatthe group in a circle. Then,
with mime, establish an imaginary object (a ballloaver, a match box) and elicit
what it is. Then pass the ‘object’ to someone elgey will now transform it to
something else. Continue until everyone has ppgted, encouraging clear and
imaginative choices (even if they didn't know therd in English). Towards the
end, if a person cannot think of a new object,gioaip can make suggestions.

Source: Gersie, Alida and King, Nancy (199@torymaking in Education and
Therapy London: Jessica Kingsley Publishers.

2. Explain that from now on, while thenusualtopiamembers present the laws, the

rest of the group will play the role of the curioarsd a bit incredulous ‘visitors’
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who want to find out abowinusualtopia They would also like to see if they could
apply the same laws in their society. While thesfeln to the presentations, they
should think of questions to ask to understand mifter each presentation, they
will have 5 min to ask questions and find out malbeut how the law is applied.

. Tell that during the presentations you will needderators to keep things orderly.
The moderator introduces the speakers, statestheahd keeps everything under
control during the questions & answers -sessiorergne’s got to wait for the
moderator to assign them turns to participate draiands, and the moderator
records them in order). The participations (questi@answers and opinions) have
to be brief and clear. The moderator makes suresé¢gsion will not get stuck in
potentially weary arguments. Decide who are gonmbderate during the class.

. The students might have prepared PowerPoint pratsemé and of course they
could use them, but only to illustrate their pointhe purpose is to talk very
directly, enthusiastically and convincingly to tledience. They will have to
convince the audience about how beneficial the leaws from both the
community’s and individual’'s point of view, and déxim how they have found
alternative solutions to organize their society.

. After the presentation, and with the help of thederator, theUnusualtopia
members will answer the questions and continueriolgathe doubts of the
‘visitors’ for five minutes. Remind them that theyill have to continue being
consistent in their ideas, even if they are im@sing.

. After the session, the moderator organizes a \w&eé how many would support

the law.

Comments:

The dynamic has been adapted from Wallwork, Ad¢i®97).Discussions A—Z Intermediate
Cambridge: Cambridge University Press.
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ART.

Art should not be set off so sharply from ordinagperience. Dewey (1932) has argued for
the aesthetic value that common activities can h&walowing his ideas, here ‘art’ is
understood as an activity or an experience thahasesthetic quality. When an experience
occupies us aesthetically, what matters is thea%tleable activity of the journey itself”
(Dewey 1932 citing Coleridge). Children and teemagearticipate in ‘culture’ by doing
things. Through their activity they build bridgestiween forms and meanings, and if they

engage in the process because of the pleasuaditqges: then they are doing art.

11. Satori

What it is about:
* Making drawings and narratives.

» Exploring the symbolic value of short anecdotes.

Time needed:
* Two periods of 45 min, depending on the size ofgitwip and on how much time will
be dedicated to discussion.
« Each narration of gatori would take around 2 or 3 min. With comments, yould

reserve about 5 min per student.

Material needed:

* A4 size sheets for the drawings. Colour pencilsrayons.

What is practiced:
» Listening.
» Visualizing a significant experience and expresdiigrough drawing and narrating.
* Writing: Organizing an outline for a capturing reive.
» Presentation skills: practicing moving in fronttbé group in a relaxed manndseing
aware of one’s movement, tone of voice, eye contact
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Specific attention paid to the use of past tenses.

Description:

Even though Satori was thought out to be the first lesson after eat@n, it can be

used as a reflexive interlude at any moment duaimgicademic year. It helps if the teacher

gives his/her satori first. In it you would describe one experienceuybad during the

vacations/during your life that was like a smalluinination’ (that is the meaning of this

Japanese word). Perhaps you felt more alive thar, dearned something, changed

something, left something behind, did something tftaught you wouldn’t dare, overcame

something, saw things from a new point of view.alrsatori (like in a haiku) you could

relate a simple image (of nature, an action, a word/iith a more complex and abstract idea.

With music on the background, students will makdrawing of their “satori moments”, and

prepare a short outline on the other side. In adub 20 min. the first volunteers should be

ready to talk about their experiences. They akedaso walk in front of the others freely,

showing the drawings and talking about them. Afeeds, eaclsatoriis commented on with

the whole group, and the speakers might answer spi@gions.

In advance, prepare a drawing of your ‘Satori mamédhcan be something quite

simple and symbolic: again, in this context imagora matters more than drawing
techniques! You can play soft background music étcame the group. Tell them that
today you are going to start sharing some satormargs. Ask if anyone knows what
satori means. Or what language it is. You canttein that satori is like a subtle
‘illumination’: something (probably) small or ev@@mmonplace happens but in the
right moment, and something is changed. Now youtet them your satori, showing

the drawing, circulating in the classroom.

Students need A4 size sheets to make drawingseaf satori moments. Encourage
them to use colour, symbols, and be expressiverdkttan precise in their drawings.
When they are engaged with the task, write recondlaitgons for an outline on the

board. Tell them to make an outline on the othde sif the paper for their narrations
using only keywords. For example:

= Opening describe background, circumstances, your moad etc
= Body describe what happened, what brought a change etc
= Conclusion:ell what was changed, what did you learn?
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While students work on their drawings you can datel and observe them,
commenting or asking questions. When drawings eady (and you might have set a
time limit), someone could volunteer to pass tarshas or hewsatori. Another swift
way to start passing is picking the drawings upnthave students take turns to pick

one up without looking. There you have #aorithat follows.

An interesting way to give feedback about this tygfetask — and to involve the
listeners more — is to ask: “What is the image thatains from the speech for you?”
and “Why do you think that image/moment captured gwre than others?” It is a bit
like analysing dreams! In is fascinating for evergoto notice how everyone
visualized the satori differently, noticed diffetethings, and retrieved different

meanings.

Instructions you can give:

1. Think of a moment during your vacations/youe ifhen something “changed” in you.

Perhaps you understood something, learned, gratilea ook a decision or had the
courage to do something differently. Make a dravabgut that moment.

On the other side of the sheet, write a shatineuto expose your satori experience to
the group. Structure it carefully. Remember: nam‘lgoing to talk about...” Be
creative, original, funny or sensitive. Do somethidifferent this time. (Outline:
opening, body, conclusion. Only keywords.)

Share your satori with the group walking freahd showing your drawing. You have
your outline in front of you, but don’t forget todk at your companions as well!

Receive the feedback and answer the questiohsré are any.

Suggested music:

Arvo Part: Spiegel im Spiegel
Silentium(from Tabula Rasa).
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12. The Musical Autobiography

What it is about:

* Presenting something about one’s history and ptiojes through a selection of pieces

of music.

Time needed:

* Two or three periods of 45 min. depending on tke sif the group.

Material needed:

» Each student will bring music from which excerpifl e played.

What is practiced:
* Speaking and listening.
» Getting to know and understand each other more.
» Experiencing how music tends to accompany us throogr lives and how we

construct meanings through it.

Description:

Each student selects from 3 to 5 pieces of musat they consider significant and
representative of their personal histories — wha$,they will notice, tend to be shared
‘cultural’ histories. They bring their music to skato play some samples; the group could also

share songs. Each one will talk about their clmice

This is what you do:

* Assign your students a pre-task: they should tldoking various days about 3-5
(think of how much time would you like to dedicdtethe activity) pieces of music
that they would choose as representative eithéheif biographies (in more or less
chronological order) or of their personalities tvaracters. A piece could also stand
for what they hope, have faith in, or aspire foellTthem to bring the musical

examples to class.
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* In class, you might like to do your musical biodmgirst (or last, as you prefer).
Your students would appreciate that. You could ssagroup in a circle to ‘soften’
the environment. Agree about the order in whickrgone will pass (volunteers,
alphabetical, seating etc.). Set a recommended itmeach speaker. Tell them that
they can play short excerpts of their music as phthe presentation. If, instead of
that, they would like to play only one and perhbpse everyone sing it (if they know
or have the lyrics). Let the activity roll: teerag love to talk about their music.

* In this activity, you can use the songs that sttsldming for warm-ups and

integrations. Singing together is a most integratimng to do!

Comments:
Vygotsky said that in each teenager we are alschieg the potential adult. This activity
gives learners an opportunity to engage both asetweagers they are, as the children they

were, and the adults they would like to become.

13. The Photographic Walk

What it is about:
* In teams, students explore their part of a trailefovalk taking pictures.

» Practicing the art of noticing.

Time needed:

» Lesson Oné45 min.): pre-task, getting the project set.

* Lesson Twd45 min.): making posters in class and preseritign.

» Lesson Thre@¢45 min.): walking the trail together.

* Implies each team getting organized between LesSmesand Two to do their part of

the walk. At the end, the whole group could dowladk together.

Material needed:

* A country trail or an interesting urban walk neagmnd a map of it.
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» Large sheets of paper. Markers.

» [Each team needs a camera or a phone to take gietitte(will have to be printed).

What is practiced:
» Teamwork. Participating in a class project.
* Noticing our surroundings. Deciding what you tharkd like about them.
e Multimodal artwork.
* Recognizing how different people notice differdnngs!

» Enjoying the neighbourhood.

Description:

For thePhotographic Walkyou need to have a trail, a country walk, or aer@sting urban
route nearby which could be divided into clear is&t, and for which you can easily get a
map, though you could also draw a simple map ydiurBeiring the introductory lesson,
attention will be drawn to the ‘art of noticing’tuslents, in trios, start preparing posters of
their parts of the trail. Teams are given someé&dtvork’ for the week. Each team will need
to explore their part of the route, paying attemtio its features and to anything they find
special about it, and then bring pictures abota itlass. They can also bring leaves, flowers,
grass, feathers... or use drawings and write noteth@map in addition to the photos. The
following class they will complete and illustratbetr maps in class, and give short
presentations about them. The activity would leEally integrated by the whole class doing

the walk together during the following class.

This is what you do:

Before class, plan a route for a walk that you daily with the whole group. Walking in a

slow steady pace it should take you about half@r.hPhotocopy the map, mark the trail on
it, and chop it into sections so that each paitriorwill have a stretch. If you like, you could

give each part a name representing something yaldvimd on your way.

Lesson One:
Warm-up. Play some energizing music (How abloutould walk 500 milesdy the
Proclaimers?) Gather the class in a circle. Aftéttia stretching or some movement

(always recommended), get a ball of thread andheali each one should think about
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their way to school in the morning. What calledithattention? What did they
notice/think on the way? Start with yourself, htthé end of the thread and then toss
the ball to someone else, who will state what heefsbticed. Continue tossing the ball
until everyone participated. Then undo the exagare formed between you: the last
one starts by saying what tpeeviousone had noticed, and winds the yarn taking it
back. Continue until the teacher receives the badiind see how much everyone
noticed the others had said on the way! (Well,oineone doesn’t remember, others
will help him out. In a big group someone alwaysembers.)

Form the trios: Every third one in the circle stépshe centre. Now the ones in the
centre choose a pair. After that, the remainingdthwill choose a team to join.
Randomly, give each team a map, and have thenafpidce where to work.

Explain that you are going to prepare for a walkaineighbourhood, and during that
walk, you are going to notice more things that ymstomarily would. You have
divided the trail in parts, and each team will expla part beforehand, and report on
them. First they need to prepare a good enlarggrahtheir part on the big sheets of
paper. Assign them a time to work on it.

Circulate and talk which each team about theirgpalong the route and what they
would expect to see.

‘Streetwork’ for the week: Tell the group that th&ill have to go to explore their part
of the route before the following class. They skophay attention to the things that
they like, find curious or special, something thieink you would find in that part of
the walk, and perhaps not in the other parts. Uicchave to do with nature, with the
buildings, with the stores or the businesses, er people. They are going to
document they walk with photos, and making noteawihgs, they might also get to
talk to someone and ask about something on thejr Wae following class they will
complete and illustrate their maps in class, sg thid have to print the images. They

can also bring leaves, flowers, grass, small stdeathers...

Lesson Two.

Play the ‘musical theme’ of the activity again, asididents will get in teams to
continue working on their maps. Circulate whileytlveork, encouraging them to be

expressive and use drawings and written notes @midyp in addition to the photos.
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Grasses, leaves, flowers etc. can be taped inpegters as well. Assign a time for the
elaboration of the maps.

» The posters are displayed and each team (meanuty reamber) will briefly say
something about their part in the trail. They cdpaomment in general on their
experience of doing the exercise.

» Tell students where you are going to gather fovtat following class.

Lesson Three.
» Gather in the spot you selected for starting thik.wa
» Explain that each team by turns will lead the grbefping them recognize the things
that were included in the poster: at least threxssim each trek, so that everyone will
speak.
* Integrate sharing impressions about the walk wittvard or two, each one in the
group. You can focus on the symbolic by asking ywmee to choose an image that

they would like to remember from the walk.

Comments:

» The activity could be particularly enjoyable in theginning or the end of the term
when the group is integrating and people are ggetrknow each other. Or you could
combine it with an end-of-the-year picnic beforensuer vacations.

* Source. The idea has been adapted from:

Linstromberg, Seth (1990)he Recipe Boolractical Ideas for the Language
ClassroomLongman Group UK Limited.

14. Cultural Bodies

What it is about:

» Students illustrate real-size cut-outs of theinaiiettes.
» Exploring the symbolism of the body and its ‘langea Integrating different

meanings that have been worked on.
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Time needed:

* Two periods of 45 min. Ideally a double class.

Material needed:
» Plenty of space. Activity would function well in @pen space: in a hall, a corridor, or
outside.
* A big roll of paper for the whole group, or lardeests to tape them together (enough
for full - size silhouettes of the bodies). Tapeoldlirs, and - it the environment

permits it - paint.

What is practiced:
* Noticing how we bear cultural meanings in our ‘bedinds’ and giving them an
artistic expression.
* Integrating a course and promoting unity in theugrdoy highlighting everyone’s

uniqueness.

Description:

This activity has been used to integrate contehtarger units or courses. It could be used,
for example, aftelEthnographic ProjectA Lesson to Remember Table Theatrewhich
move a lot of cultural information. It would alsaitswell after My Namein which both
cultural and personal meanings are explored fragnstibjective point of view. Students are
invited, in a relaxation, to reflect on ‘meaningisat they experience as forming part of their
‘selves’, or their bodies. They can, of cours@kiof meanings or values they would like to
include or integrate: new languages to learn, a@sto visit, skills to learn, music to play,
or visions of life and future as they imagine it.this activity, they are invited to narrate and
to illustrate their ‘cultural bodies’ as they withexperience them. Students work in pairs to
draw their silhouettes on large sheets of papestihte them, and cut them out. The portraits
can be placed on the classroom walls, or in a @mrriand to integrate everyone says

something he or she learned or noticed during thegss.
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This is what you do:
1. Warm-up (10 to 15 min).
In a place that is spacious enough, tell studdmas they are going to print their
‘cultural bodies’ on paper. Have everyone take ashrpaper as they need to be able
to have their silhouettes drawn. They can tapeptyers together if necessary. Tell
them to find a place where they feel comfortable] &e down on the papers. Play
relaxing music, and suggest them to close theis,egeeathe deeply, and just feel

their bodies for a while.

Suggested music:  Arvo Part: Sarah was 90 years old. (percussionyaiogs)
Or The Beatitudes (choir).

To help students get connected with the activityy yan circulate calmly in the
classroom, with the music you have chosen, and ti@m go through the following
relaxation exercise. At first, invite them to gedhigh the different parts of their body,
starting from their feet: *“Just raise or tensentha little, feel how the tension
increases for a moment, and then let them go,geld® tension”. Like this, scan the
whole body: legs, hips, buttocks, stomach, chésiulslers, arms, back, face, feeling
the tension in each part, and then letting it gemitdd them of breathing softly while
they relax more deeply. After this you can say:&trime how your body weighs more
and more, as it is so full of experiences, things have lived and learned, seen and
heard, read and imagined or wished... You can feetem many of these things
moving within you, and wanting to be seen in diéf&r parts of your body. Those are
things that form part of you, of you history, ofurdculture’ [or any aspects you want
to emphasize in this integratipriyou might also see the seeds of the things ybat
would like to do: new things to learn, instrumetatplay, sports to practice, countries
to visit, causes or groups to join languages talkpe All those seeds form part of
your cultural body as well. Now let those imagiesvffreely in you, and around you,
let them flow downwards, towards the soil beneath, yoward the centre of the earth,
and let them leave a print of themselves on theepapneath you. Lt some time
pass] Now, it's time to come back to here and nowytwr body, to this classroom,
so softly gather all the ideas, memories, pland,iarages that you want to keep, and

bring them back to your body and to this momengagne deeply, and softly open
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your eyes, wake your body up with gentle movemes! can lie on your side for a

moment, and when you are ready, sit down”.

2. Hands-on-workStudents form pairs. In each pair, they are goondraw each other’s
figures on the papers. After that, perhaps withaekground music inspiring more
movement or action, tell them to grasp crayons,kerar coloured pencils of any
materials you have at hand, and illustrate theltucal bodies. Obviously, they can
also write on the bodies, and in any language aS#ate for this part of the process.
(Plenty of it: around 45 min). When the illustratgthouettes are ready, tell them to

cut the figures out from the confines.

3. Integration.
= Assign a place where the cultural bodies can beb#gd. Perhaps the

classroom walls or a corridor nearby. Give themuad 10 min to get
organized and set an exposition of the culturaligoaf the whole group.
Have the whole class circulate and look at eacértshportraits.

= Dedicate the last 5 to 10 of the time availablgddahrough the exposition and
have everyone say something, anything they likeuaitheir cultural bodies

or about what they learned, felt, thought or natidering the process.

Comments:
“Our memories are not in past but live on as presealities in our bodies to be both
experienced and observed.” (Kramsch 2009, 247).

15. Dialogues

What it is about:
» Students analyse, practice and present given aiechdialogues from plays.

» Textual interventions: discovering different pbdgies

Time needed:

* Two or three periods of 45 min.
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Material needed:

» Dialogues in photocopies.

What is practiced:
* Pair work.
* Analysis of short dialogues to find features thatr@levant for acting.
* Acting. Use of the space. Use of the voice.
* Imagination: finding original resolutions.
* Intensive work with spoken language: diction, irgtbon, rhythm, pace, audibility,
fluency, pronunciation.

» Giving constructive feedback about the dialogues@nted by others.

Description:

“Dialogues” is an activity that gets the studemtghe mood for acting. The objective
is to have them pay attention to some basic comcafptirama. In this exercise they use a
given dialogue (an extract from a play) to recarcdtr or construct in case there was little
information found — characters, contexts and retethips between characters.

Students present their dialogues in two rounds witferent tasks. In the first one,
before acting, they are going to talk about therattars, the context, and the relationship
between the characters. Then they will act the nmna dialogue. Obviously their acting
should be consistent with the analysis. The grang the teacher will give feedback on that,
and parts of the dialogue can be repeated takiogaiccount the suggestions given.

In the second round, the pairs will do their dialeg again, but this time they will
have to extend them, taking the scenes to resokitibhe teacher will monitor the process
encouraging them to arrive to surprising conclusiamtroducing new elements and new
information. The extension is theirs, and they &ee to do whatever they want. The

characters can show sudden changes or reveal @tsedgruths!

79




This is what you do:

Lesson One.

1.

To start the lesson, have everyone write their same small pieces of paper.
Someone gathers the names of the boys in a capax;aomeone else the names of
the girls. Then start handing out copies of shattagts from plays (for example,
Wessels’ (1987)Drama has nice ones. | will include some below) as you
simultaneously form the pairs from the two buncbiegapers.

Tell students to read the dialogue carefully, discit, and make notes about the

following points:

a. Who are the characters? Describe them with sonzel det

Which is the context? (Where? When? Why? Doing @hat

c. What is their relationship like? (How do they fediat do they think about each
other? What is evident? What is not shown?).
Circulate and clear doubts about vocabulary. Agkstjans and give suggestions.

=

Now assign them a time for practicing the dialogperhaps 10 min.). They should
learn it by heart, relating language to movemesttitudes, rhythm, silences, tone of
voice. Remind them that their interpretation of ti@ogue should be consistent with
their analysis of it.

Each pair will present the dialogue, and afterwacdsnment on their ‘analysis’.
Collect feedback from the group. Did their actirgflect what they said about the
characters and the context? What could they derdifitly? What was good? You can

have them repeat something from the dialogue.

At the end you can tell them that in the followiolgss they will continue working
with the dialogues, and before it they could try itoagine how the situation

continued...

Lesson Two.

1.

For a warm-up, you could have the pairs do sonecting exercises. For example,
holding each other’s wrists, and stretching backisagetting back to back, with arms

interlocked, and softly taking turns to bend forshazarrying and stretching the other
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on the back. Or, in turns, they could take tumgive each other a massage on the
shoulders. Could take the length of a piece of muswould probably use this one
(takes about 3 min.):

Suggested musicBach, J. S. Cello Suite 1 in G, BWV 1007. Prelude

Now tell students to start working on a resolutionthe dialogues they already know
well. They will do their ‘improved’ dialogues againut this time extending them. Set
enough classroom time (around 15 to 20 min.) tokwam this, and monitor the

process encouraging them to arrive to surprisimglesions. They can introduce new
elements (new characters even, using volunteerifagsmates) and provide
information. You might like to warn them about bgistuck to the same dynamic (for
example an argument, or a static power balance stereotypical situation). The
extension is theirs, and they are free to do wieatévey want! The characters can

show sudden changes or reveal unsuspected trathvuld be a good idea to write

the extended part, and memorize it.

3. Sit back and enjoy the act-outs. Gather feedbawh the group.

DIALOGUES:

a. From David Campton’sls and Them

Al Here?
B1 Here.
Al It's a good place.

Bl Yes, it's a good place.

A2 Better than any other place we've seen.

B2 It's a good place all right.
Al To pause at.

B1 To stay at.

A2 To make our own.

B2 For ever and ever.

Al This is our place.
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B1 Ours.

A2 QOurs.

B2 We took long enough to find it.
A3 It was a long journey.

B3 But it was worth every mile we tramped.
B1 Look at it.

A2 Just look.

B2 Look here.

A3 Look there.

B3 Look.

Al Look.




b. Scene 2 oLovers and other Strangeby Renée Taylor and Joseph Bologna:

He, sits You want to know why you're so confused? Becayme forgot who | am and who
you are. I'm the man and you're just the woman, tiiedman is the boss. You said so yourself
when we got married.

She | was just humouring you. | said, ‘If it was smportant to you, | would let you be the
boss’.

He: What do you mean, ‘Let me be the boss’? | anbtiss.

She Don't be juvenile. There is no boss.

He: | am the boss and you know it.

She There is no boss and that'’s final. | don't wamhear another word about it. We are equals.
Sits on bed.

He, his frustration is buildingOh, we’re equal, huhStanding up on bed.

She:Yes! We're equal.

He: All right, let’s just see how equal we aRalls her up.Come on, equal. Let's do a couple of
rounds.

She Cut it out, you big jerkHe dazzles her with his footwork. She punches mistomach and
tries to run away from him. He catches her. He grab arms and holds them behind her back.
She can’t move. She struggles to get free, b temistrong for her_et me go.

He: you're my equal Why don’t you let yourself go?

She Stop it.

He: who's the boss?

c. From Act | of Thievesby Herb Gardner:

Sally: Can | ask you a question?

Martin : Yes.

Sally: Who are you?

Martin : Martin.

Sally, thoughtfully Martin, Martin...

Martin : Martin Cramer.

Sally: Martin Cramer. RightAfter a momentAnd where do | know you from?

Martin : I'm your husband. You know me from marriage.

82




Sally, nodding Right, right...

Martin, opening his eyesSally, the forgetting game. | hate it. You haweidea how much |
hate it.Sally: OK, OK, |—

Martin , sitting up at edge of be&ally, at least once a week now you wake me updmiddle
of the night and ask me who | am. | hate it.

Sally: You used to think that it was charming.

d.From Act Il of Play It Again, Sanby Woody Allen:

Allan: Gee, | can't believe it. This bright, beautifubman is in love with me. Of course she’s
in love with me. Why shouldn’t she be? I'm brigatusing... sensitive face... fantastic body.
Dick’ll understand. Hell, we're two civilized guyb the course of our social encounters a little
romance has developed. It's a very natural thingaggpen amongst sophisticated people.

Dick, appearing in dream lightYou sent for me?

Allan: Yes.

Dick: Good.

Allan: Drink?

Dick: Quite.

Allan: Scotch?

Dick: Fine.

Allan: Neat?

Dick: Please.

Allan: Soda?

Dick: A dash.

Allan: Linda and I are in love.

Dick: It's just as well. I've come from my doctor. Hevgs me two months to live.

e. From Scene 10 & Streetcar Named Desilyy Tennessee Williams:

Stanley. Yep. Just me and you, Blanche. Unless you goebouay hid under the bed. What've
got on those fine feathers for?

Blanche Oh, that’s right. You left before my wire came.

Stanley. You got a wire?

Blanche: | received a telegram from an old admirer of mine.

Stanley. Anything good?
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Blanche: | think so. An invitation.

Stanley. What to? A fireman’s ball?

Blanche, throwing back her headA cruise of the Caribbean on a yacht!
Stanley. Well, well. What do you know?

Blanche: | have never been so surprised in my life.

Stanley. | guess not.

Blanche It came like a bolt from the blue!

Stanley. Who did you say it was from?

Blanche An old beau of mine.

f. From Peter Shaffer'she Private Ear

Note: this extract is longer and could be splitia middle, having two pairs instead one to act

it out. In the extension part, pair one could shelat had happened before (perhaps another
scene), and pair one would take the dialogue &salution. The two pairs could do the analysis

as a team.

Bob: I'm sorry. He switches off the gramophope

Doreen: That's all right.

Bob: No, no, itisn’t. It isn't at all. long pausgActually, you see, I've brought you here under
false pretences. | should have asked you. You Isd&n't really tell you everything about
myself. That was wrong of me. Please forgive me.

Doreen: What d’you mean?

Bob: Well, you see, actually I'm engaged.

Doreen: Engaged?

Bob: Yes. To be married.

Doreen: (Really surprised)Youare?

Bob: (Defiantly): Yes. Yes. So | shouldn’'t have asked you hera.dorry. Ehe stares at him.
He is not looking at her. On a sudden impulse lokgup the photograph of the girl left by
Ted.)

Doreen: Is that her?

Bob: Yes.

Doreen: Can | seefPHe passes it to herShe looks lovely.

Bob: Yes, she is, very. That's really raven black, Inair. It's got tints of blue in it. You can't
really judge from a photo.

Doreen: What's her name?
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Bob: Er... Lavinia. It's rather an unusual name, isn'? itavinia. | think it's rather
distinguished.

Doreen: Yes, it is.

Bob: Like her. She’s distinguished. She’s got a wayhwier. Style, you know. It's what they
used to call carriaggShe gives him a startled lookKSp you see...well — no harm done, |
suppose.

Doreen: (Dully) No, of course not.

Part twa
Bob: Here’s your coat(He helps her with it. She is hardly listening i | wonder why |
thought an ocelot was a bird. | wasn’t thinkingaof ostrich. It was those pictures you see of
ladies in Edwardian photos with long, traily feathén their hats. Is there such a thing as an
osprey?
Doreen: | wouldn’t know(With a smile)it’'s not really ocelot, you know. It's lamb dyedné
it's not really cold enough for fur coats anywayiti yet? | was showing off.
Bob: I'm glad you did.
(They go to the door.)
Doreen: Well, it's been lovely.
Bob: For me, too.
Doreen | enjoyed the music, really.
Bob: Good.
Doreen: Perhaps we’ll meet again. At a concert or somegher
Bob: Yes. Perhaps we will.
Doreen I'm glad about your girl. She looks lovely.
Bob: Sheis.
(They avoid each other’s look.)
Doreen Well, good night.
Bob: Good night.

Comments:

It is fine if the same dialogues are used sevarsd in a group. Repeating the same
dialogue is illustrative of how many different meags and interpretations one text can
yield. Actually, having them all do the same oneuidlobe an interesting option. The

extracta. from David Campton’dJs and Thems extraordinarily prolific in producing

an array of situations (ranging from children playiin the backyard to astronauts
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weeping at the sight of planet Earth far away,cuiswandering in afterlife and finally
finding Paradise...) The stage directions have bedgtell, so as an exercise you could
have each pair work out on their own stage direstitnow each line should be said and

with what movements and facial expressions).

Source:

Wessels, Charlyn (1987Drama. Resource Books for Teachers. Oxford: Oxford
University Press.

16. Art Attack

What it is about:

* In pairs, students give demonstrations about howasie something concrete,
useful or attractive in front of the class. They @avolve the whole group, or at
least part of it, in the process.

* Valuing self-made objects and materials.

Time needed:

» Reserve 10 — 20 min. per pair for the presentations

Material needed:
* A good table.

» Students will bring materials for their demonstras.

What is practiced:
» Appreciating things made by hand.

» Experimenting with the effect of manual activitig®w they help you relax and
concentrate).

» Leadership: interacting and having the group foli@mmr instructions.
« Coming up with original ideas for gifts, decoratiaseful objects.
» Pair work. Coordinating a presentation.

» Presentation skills: synchronising speaking withvement.
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Description:

In this speech students will demonstrate as realit as possible an artistic
process. They might prepare additional visual nitewhich is fine because it makes
the presentation easier to follow and more attractout it should not replace theal
thing, the step-by-step presentation. The challesfgihe speech consists in speaking
freely and spontaneously while you are immersedoing something with your hands
and showing material, taking the audience into antat each moment (Can they see?
Did they understand?). That's why they have to cpmepared with a few ‘extra ideas’
(information, related topics, anecdotes, a jokepmemendations...) even though they
can also improvise, as long as they won't remaimmetely silent. At least at some
point of the demonstration, if not all the timee tspeakers should involve the audience
or at least some ‘assistants’ in the processhelfmaterial used is neither too elaborated

nor expensive, the presenters could have evenalmsvfthe steps with them.

This is what you do:

* Lesson Onelntroduction. Option: You can choose an origiat Attack —
episode (ABC from the 90’s) from YouTube and waitclith you class. Each
part takes around 9 min. and includes three aasid¥ou could have a look at
the following link and perhaps show one or two glea

Of http://www.youtube.com/watch?v=GQeFzP1HMSU (aseel on 14
May 2013)

» Tell students to think of something they would likerepresent artistically, and
write the word down on a piece of paper. Someoaksghe papers up.

* Form teams of 3 or 4. You could try getting eveante by having them identify
with a colour, or a shape, an element (soil, &, fetal, wood), and thus make
sure the team members have something in common.

» Explain that you are going to play a piece of mukat will take around 5 min.
During that time each team is going to make anrstartirepresentation (a
sculpture, a design on the floor like in thet Attack —episode above, or a

performance with their own bodies and voices. Nanding this time.) about the
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word they pick up with anything available in theasdroom (including
themselves). Tell them that they can’t reveal vthatword/topic is!

Let it run. After the time is up, circulate anakoat the works of art, and try to
guess what the topic was. If the group respondstavéhe activity, do it again,
with new teams (e.qg. lake, river, sea, waterfalandl repeat the procedure.

At the end (reserve 10 min.) explain the purposamnaf the requirement for their
own Art Attackpresentations. Obviously, they can find ideas saspiration in

the internet.

Instructions you can give:

1.
2.

Choose an artistic process to demonstrate durthgpdl0 min. presentation.
Demonstrate all the steps, even if some of themmame “virtual” than others.
In some projects you should prepare the steps diedod, together with the
‘finished product’. Showing a finished piggy bank a ‘pifiata’ and just
explaining how it was made won't do...

Think of ways of involving the audience: can yowéaveryone follow the
steps with you (bringing the material to them & gimple)? Or will they form
pairs or teams (as long as it is practical)? Or ldiogou rather have some
assistants or volunteers help you with the steps?

Avoid long awkward silences. Some feel more at @ageovising than others:
Include a list of ‘extra ideas’ in your outline assafety blanket. In addition to
clear and easy-to-follow steps, give interestingifleor share an anecdote.

No origami, paper planes or paper boats, pleasanything potentially messy
or risky. Presenting an orderly table during artdrahe demonstration is part of
the job. Bring a protection (a table cloth) for thesk.

In terms of language, pay attention to linking.drimays to move from step to
step. (Not only “and then”, “and the next thing”"Make sure to check specific
vocabulary beforehand: the group will learn fronuyo the presentation.

Hand in an outline with key words only. Title, ma# used, opening, steps,
conclusionandextra ideas.

Comments:

The activity suits intermediate learners wellt Attackimplies planning and
rehearsing the demonstration at home and finallycieing it in front of the
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group. It does imply a good amount of investmentdmms of preparation,
looking up specific vocabulary and learning it iontext, and the linguistic
content that has been practiced while giving a retrcdemonstration (with all
the interaction you can have) will remain more lgafloing it in pairs, though,

makes most learners feel more supported.

* A warning note: usually the origami and other pafoéding presentations are
not very successful. They are easy for the speakehard to follow, and quite
often there is little to say. Also, students shoddd warned about any
“explosive” ideas in their demonstrations, for exdenof using balloons with
water (not a good idea), and in general, aboutithgortance of order and

cleanliness as part of the delivery.

17. Dream Paths

What it is about:

» Students listen to a frame story, write and draw.
» Teamwork and presentations based on narratives.

* Giving meanings to symbols. Exploring subjectivity

Time needed:

» Lesson OnandTwo (45 min each): narration and individual work.

» Lesson ThreandFour: teamwork, presentations.
Material needed:
» A4 size sheets, coloured pencils.

» Background music.

What is practiced:

« Listening.
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* Writing, together with drawing to enhance imaged @ieas.
» Speaking: team work and class discussion.
* Presentation skills.

» Discovering how many different meanings a wordroimaage can arouse.

Description:

With suggestive music in the background, and gulzed frame story, students write
about and draw four objects they encounter on thiayr during a dream-like trip. They
will discuss their descriptions in teams and presort presentations to reveal the
hidden meanings behind the symbols these objgotegent. At the end of the activity
each learner will have a little illustrated storgkabout his or her dream path.

This is what you do:
Lesson One and Two.

1. Provide a short relaxation: yawning, breathing mdeeply, stretching, soft
movements etc. Explain the dynamic briefly. Backgm music starts.
(Suggestion: calm, abstract, perhaps a bit mystenousic. The music should
be evocative but not create too clear images ongtemotions. For example

soft piano music such as Sati&aossiennebas proved to work well).

2. Narrate the four chapters of the frame story. Adapm freely: it is important
you feel comfortable about them. Each one takesitabanin plus 10 -15 min
for individual work. A pause after the first tworisscommended. You will need

two 45 periods in total.

Lesson Three.

1. Form the teams: Houses, Vessels, Walls, and theMam. You can check if
you could form the teams on the base of which @rapach one liked the most,
but if the distribution is very uneven, then hakerh say house, vessel, wall and
water in turns. Teams find a place where to work, tno close to each other.

Each team will concentrate on one chapter onlysishaheir texts and drawings
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about the symbol they were assigned. What doeg#nimepresent/symbolize?
What could it reveal?

. Tell students that they have the rest of the diagsepare a presentation of 5 to
10 min. about their symbol. Encourage studentsetorbative: they could share
individual stories, show their drawings, preparestpos, build models, bring

objects (similar to their ‘vessels’), do act-outsr(example, how each one
crossed the wall), interact with the audience figdiout about what they

imagined, wrote and drew. Remind them that it ipantant to give a structure

to their presentations: an opening, clear maintpand a conclusion focused on
the symbolic meanings of the objects. Everyonéhanteam will have to speak;

not only the one left in the front.

Lesson Four:

1. To create the right mood, start playing the backgdomusic again. After a short

physical warm-up (for example each one moving jreslth the music; or
having each team form a ‘wall’ standing one belimelother, giving each other
a massage on the back, and then change directian) with the team
presentations. Everyone in the team should paztieisomehow. Tell them that
it is also an opportunity to practice presentaskills: the importance of visual
contact, projecting the voice in a way that is aleliand pleasant to listen to,
being aware of what happens with our bodies whiligant of the audience etc.
. After each presentation, gather feedback and corsrieom the group. One 45
min period is enough if the presentations are kafitin the time limits, but if
your schedule allows it and the discussion flowms) gould dedicate more time
to each presentation. Students usually find itifegcrg how much variety the
activity produces, and — at a deeper level — homymanifying ideas you can

reveal behind the differences.
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THE FRAME STORY:

The House,

1t is very early in the morning. It is still dark. You wake up and you know it is time to go. You are
strangely alert and calm at the same time. You have prepared for this moment carefully. There is a
mission you will have to complete before dusk. So up you go, dress up, and grasp the backpack you
have already prepared. The map is there: it is the most important thing. It took you ages to get hold
of it! You will also need a notebook, and a pen or a pencil, some colours, a bottle of water and a few
sandwiches to help you through the day.
So you leave the house, and head towards where the path begins. There you find that it is even
darker in the woods. It is fresh and humid because of the morning dew. Smell the air, feel it. Listen
to the sounds around you! And continue walking briskly now that you are still full of energy. You
can hear a far-away owl, then the earliest birds, and feel the first sunrays, filtered through the
branches, caressing your skin. You should be close to the deepest part of the forest by now. But
strangely enough, you see there is more and more light in front of you. As if there was an opening in
the middle of the forest. And that is what you find! A clearing with bright colours, full of light. What
surprises you the most is that there is a house in the middle of this field. It is not on the map, and
you had never heard of it. Now approach and observe the house carefully:

What colour is it?

What material is it made of? (Wood or log house/hut, stone house, bricks, any other

material?)

Is it an old house or a modern one? A simple house or a luxurious one?

How big is it?

Are the windows open or are they closed? Any curtains? Are they opened or closed?

Look at the surroundings of the house. Is there a garden? Does someone take care of it?

Can you find any signs of the people who might live in this house? What can you see?
Now go to the front door. Is it open? If it is open, will you go in? If you decide to enter the house
explore it. Is there anyone inside? Find out about the house. How do you feel about exploring it?

How many rooms are there?

Is the house furnished?

Is it orderly or abandoned?

What kind of furniture and objects does it have?

Are there any paintings, images, portraits, photographs?

What else calls your attention about the house?

Do you think there is a connection between you and this house?
When you have finished exploring, find a corner where you can sit and make your notes about the
house. Draw a sketch about it: a view from the outside, or a detail from the inside. Write a

paragraph describing what you saw and how you felt.

92




e Vessel
You know it is time to leave the house. Think of a suitable way of saying goodbye to it. Now you are
outside, right in front of the house. It is still well before noon, and you are facing East. That is
where the Misty Mountains are. You continue walking unhurriedly, enjoying yourself, and
contemplating the view in front of you. You know there is no way around the mountains, and the
slopes are very steep. Soon enough you find yourself at the foot of the mountains where the trail
should begin. Evidently it has grown wild since long ago: it is full of bush. But still you will have to
make it to the other side of the mountain. So you start looking around you, walk a little, until you
find in the middle of the rocks a hint of what might have been another path. You decide to take it.
And up you go, dragging yourself upwards in the midst of the thorny branches, struggling to find
safe spots to step on. Many of the stones on your way roll down the slope. You are short of breath,
but continue clearing the way up, losing all sense of time. And finally: exhausted, you notice you are
on the top! You could not really tell how long it took. Anyhow, you feel you have deserved a pause,
so you look for a comfortable place where to sit and catch your breath while you admire the view
opening in all directions around you. It is overwhelming! All the hues of different blues, and
browns, and greens... and somewhere over there, you destination. For a moment it feels as if you
were all alone in the universe. Perhaps you can see the house... Or is it still there? After you have
eaten and had some water, you head to the other side of the mountain. There is a clear path there.
Down you go, carefully, fixing your eyes on the ground. When you are about halfway down you
notice something in the middle of the path. It is an object of some sort: like a vessel, or a container.
How strange: who would have left it there, and why? Approach the object. Now, observe it closely.

What material is it made of? Can you recognize the material? (Wood, tin, gold, silver, clay,

plastic, stone...)

What form does it have? (A box, a basket, a chest, a cup, a jar, a book, a bottle, a can, a

vase, a jar, a bowl)

What colour is? Is it ornamented?

How big is it? Could you carry it?

Is it something valuable or something commonplace?

Does it hold something inside? Can you see it? If it is closed, can/should you open it?

How does it feel like to touch the object? (Cold/warm/smooth/soft/coarse/slimy etc).

Why do you think it is there? Should you keep it? Does it belong to you now?
Before you continue, you will sit down and draw a sketch of the vessel or the container or of its
content. Write a paragraph describing it and how you felt about it. What did you decide to do with

it or with the content?
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The Wall

Soon enough the mountain is left behind. Now you are getting close to the hardest part of your trial:
you can smell the sour odour in the air. The famous, or the infamous Wetlands are right in front of
you. You look at vast marshes quiet calmly; you have prepared for this. No one is known to have
crossed them ever. Some have attempted. And you know what to do, and there is no time to waste.
You have to take the first step. So look for a dry spot, a solid looking stone or a tree trunk... And
you hop. Another step. A dry looking grassy spot. You have barely made a couple of meters now,
you think... How many are left? Then you look down ... and slip! Your heart bounces, and you are
already short of breath. You almost fell! And you know it: if you look at those hypnotizing boiling
eyes the Wetlands are full of, you will be lost. There is no one there to help you out. Only you. And
now you remember all you learned, how much you trained. Your mind and body are only one.
Another tree trunk, and now you fix your eyes at the other side, you stop worrying so much about
whether it is safe or not, and just... flow. Suddenly you feel more confident than ever, and jump so
fast from one spot to another that there are no interruptions, as if you were flying. You close your
eyes: are you flying? Now, overjoyed, you know you are walking on solid ground again: you have
made it, it is over! You lie down, breathe deeply, and only rest. It’s a good moment for a lunch
break. The rest of the journey will be smooth sailing compared to what you have been through by
now.

You get up, and continue facing West, letting the sun guide you. It is dry barren land, and
the path is wide and clear. You just let yourself drift toward the destination. There is a shadow in
front of you. What is it? Behind the trees there is a wall. A wall! In the middle of nowhere! It was
not on the map! Now approach the wall and observe it carefully. Look to the right, then to the left: it
seems endless. Look up: it is so high it won't be easy at all to get to the other side. And you will
have to get to the other side...

What material is the wall made of? (Stones, plants, wood, bricks, tiles, any other

materials?)

Is it formed by nature, or manmade?

If you touch it, what does it feel like?

How thick do you think it is?

Who do you think build it? Why? To separate what? Why?

Can you find something that could help you get to the other side?

How does the wall make you feel?

How are you going to make it to the other side?

Make a drawing of the wall and write a paragraph describing it and how you crossed it.
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Warer:

Now you are on the other side. You don’t have much strength left. Have the last sip of water from
your bottle, and continue walking towards the sunset. Your time is almost up: it is nearly dusk. With
your tired senses you perceive changes. Something is changing. What is it? Is it the atmosphere, the
vegetation, or is it you? There is a soft hill in front of you, and you know from the top of it you will
see your destination. And up you go, with your last strengths: and from there...you have a view of a
place with water. But what kind of a place is it? What are you facing? An ocean? A lake? A river?

A pond? A waterfall? Approach the water and have a closer look at it.

What does the water look like? (transparent, clear, shiny, inviting, murky, turbid, muddy or
dirty)

What colour is it?

Is it fresh or salt water? Would like to touch it or taste it?

Can you see the bottom? How deep is it?

What can you see in the water? Is there any life?

What else can you see around you?

How do you feel about this place and the water?

This is the end of your journey. You have arrived. Was it worth it? Was all the trouble worth this
final destination? Are you satisfied, or are you disappointed? Or perhaps the journey is not over
yet... Do you think it could or it should continue?

Now find a place where to draw a sketch of this place with water, and then write the final part of
your story. Describe the place, the water, and how you felt about it. Then it is up to you to decide
how the story ends. Will you stay here, or will you cross the water? Why did you have to arrive to
this place? Do you know it? Is there something else you should find out? What is the final scene
like?

Now conclude the story.

At the end the students give their story a namthdy want to, they can finish writing

or illustrating it at home.

Comments:

Suggested musicErik Satie: Trois Gnossiennes
Gymnopedie
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Interesting to know:
* The idea for this dynamic was based on a pair veetkity found inHeadway
Pre-Intermediateby John and Liz Soars, Oxford University Pressheyl in
turn, had adapted it from a psychoanalytical eserai which the interpretations

given to each of the symbols were the following:

= House our self in relation to others.

= Vessellove and romance.

= Wall: obstacles in life and how we deal with them.
=  Water:life, how we feel about future.

Any other meanings and ideas the students comathpave perfectly as valid!
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