Social Justice

ice sociale

Just

iale

1Zla SOC

lust

G

iale Gerechtigkei

Soz

E1E

ia soc

lust

G

LGN

japprentissageldesilangues sz

X T‘ T

mentiet

e
'/\i A -
enseigne

’

.

..n
B andjllearning,

et
dimentojde

ourl;
=

Spren



Elisabeth LLach
“niavant ni apres’
2020

acrylique sur toile
165x110 cm

)

©2020 Elisabeth LLach - All rights reserved



Social Justice

Justice sociale
Giustizia sociale
Soziale Gerechtigkeit
Giustia sociala

Responsabili della parte tematica:
Laura Loder Buechel § Amelia Lambelet

Babylonia
Rivista svizzera per I'insegnamento delle lingue

Trimestrale plurilingue
edito dalla

Fondazione Lingue e Culture
cp 120, CH-6949 Comano
ISSN 1420-0007

no 1/anno XXX/2021

Con il sostegno di

- Fondation Henri Moser

FONDATION

HENRIMOSER

+ Ambassade de France en Suisse

- Dipartimento Educazione, Cultura e Sport del Canton Ticino
tiv

« Ufficio Federale della Cultura

Repubblica e Cantone
Ticino

- Fondazione QOertli

schweizerische Eldganessenschatt
Conlédération suikse

Confederagione Svizzera
Confederaziun swizra

Eldgenossiscnes Departamant des innarn EDI
Département fedéral de |'intérieur OFI
Dipartimento federale dell'interns DR

Departament federal da |"intern DF

e FONDATION
STIFTUNG

- Dipartimento dell'educazione, cultura e protezione dell'ambiente dei Grigioni

=

Erziehungs-, Kultur- und Umweltschutzdepartement Graublnden

E,
=4

Liberté + Egalité + Fraternité

REPUBLIQUE FRANGAISE
AMBASSADE DE FRANCE EN SUISSE

Departament d’educaziun, cultura e protecziun da |'ambient dal Grischun
Dipartimento dell'educazione, cultura e protezione dell’'ambiente dei Grigioni



Tana

Editoriale della redazione @

Introduzione
Laura Loder Buechel

Respect and empowerment @

in second language
education
Mayra C. Daniel

Social justice as the hidden
curriculum: making “small”
pedagogical changes to
promote equity

Dr. Sarah E. Hercula

ELT and social justice in
multilingual classrooms
Kirti Kapur

Social Justice durch
die Erforschung von
Linguistic Landscape
Edina Krompak

Eveil aux langues, justice
sociale et réeconciliation
avec les peuples au-
tochtones : apergu d’une
recherche menée dans le
contexte ouest-canadien
Eva Lemaire

A question for...
Mandy abou Shoak

Opportunities for anti-
bias frameworks in
japanese EFL textbooks
Kate Efron

A Uécole, les filles sont-
elles systématiquement
interrompues ?

Barbara Carvalho

0 0 0 O

Gender stereotypes and
inclusion in language
teaching

Hadas Kotek, Rikker Dockum, Sarah
Babinski & Christopher Geissler

Teaching about police
brutality through music
Anna Engle

Gender, sexuality,

and language teaching
materials: ehy materials
nmatter for social justice
in the language classroom
Ceren Kocaman & Ali Fuad Selvi

Intervista
Mathieu “Princess GenderFuck”

Motivating performers
and audience to combat
prejudice through readers’
theater

Alexis Finger



Fines2.

Fremdsprachliches und @
musikalisches Lernen -
Uberlegungen zu einem
Strukturmodell am Beispiel

Islands
Jérg-U. Kessler § Robert Lang

I pellerossa nel presepe: il
binomio fantastico di Gianni
Rodari e la didattica della
creativa

Alessandra Minisci

Les bijoux de la Kardashian
Gaélle Burg

Schulischer
Mehrsprachenerwerb
am Ubergang zwischen
Primarstufe unf
Sekundarstufe |

Giuseppe Manno, Mirjam Egli Cuenat,
Christine Le Pape Racine & Christian
Brihwiler



On sense of entitlement and social justice

Partout dans le monde, les couches défavorisées de
la population sont en train de payer un prix plus
élevé au Covid-19 que les couches plus favorisées,
en termes de pertes de moyens de subsistance, mais
aussi, et surtout, en termes de taux de contagion,
d’hospitalisations, et de décés. Les unes aprés les

autres, les études confirment ces inégalités, par

exemple aux Etats-Unis', en Espagnez, en France’, ou
globalement4. La Suisse n'est malheureusement pas épar-
gnée par ce phénomeéne. Ainsi par exemple, une récente
étude” de chercheurs des HUG a démontré que, probablement

du fait d'une promiscuité plus grande favorisant la transmission,
les quartiers défavorisés de Genéve ont souffert de clusters plus persistants
que les autres durant la premiére vague de 2020, ceci venant s'ajouter aux

risques de comorbidités plus élevés observés dans ces quartiers.

Pourtant, ces questions ne font ni la une des journaux, ni la part belle
des conversations. Si le printemps 2020 était rythmé par les applaudisse-
ments aux balcons et les vidéos regorgeant d'idées mélant “décroissance” et
“consomm-action” partagées sur les réseaux sociaux, le printemps 2021 est
lui entaché de plaintes, d'expressions de frustrations, et d'astuces pour aller
au restaurant ou passer la frontiére sans se faire prendre (e.g. “en passant
par les petites douanes”). Quoi de plus important en effet que de pouvoir
souper au bistro, aller chez le dentiste en France, skier en Suisse et bronzer
a Zanzibar? En bref, pourquoi devrait-on sacrifier de si précieuses libertés

sur l'autel de la santé publique ?

Ce numéro de Babylonia ne changera sans doute pas les comportements a
risque, ni encore moins les inégalités face a la crise sanitaire, mais peut-étre
permettra-t-il de questionner I'idée selon laquelle nos nombreux priviléges
sont des droits - d'autant plus mérités qu'ils sont inégalement distribués... -,

ainsi que ce sentiment d'impunité si prégnant dans nos sociétés occidentales.

Le terme adéquat pour expliquer certains de nos comportements n'est,
étonnamment, pas traduisible en francais. Il s'agit du concept de sense of
entitlement : cette tendance a privilégier nos propres intéréts en les justi-

fiant par des prérogatives issues de décennies d'opportunités non-partageées.
Cette tendance, d'ailleurs, ne se retrouve-t-elle pas dans le langage? Par
exemple dans les inégalités d'accés aux normes de prestige, le déni des
langues minoritaires, les tests linguistiques instaurés pour accéder au droit
d'établissement ou encore I'apologie d'usages orthographiques surannés?

A quand un vrai changement dans nos comportements et nos représentations?

La rédaction
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On sense of entitlement and social justice

Uberall auf der Welt zahlen sozial benachteiligte Bevélkerungsschichten
einen héheren Preis fiir Covid-19 als die besser gestellten, und dies nicht
nur in Form des Verlusts der Lebensgrundlage, sondern auch und vor allem
in Form von Ansteckungsraten, Krankenhausaufenthalten und Todesfdllen.
Eine Studie nach der anderen bestitigt diese Ungleichheiten, zum Beispiel
in den Vereinigten Staaten’, in Spanienz, in Frankreich® und weltweit®,
So hat eine aktuelle Studie® von Forschern des HUG gezeigt, dass in den
sozial benachteiligten Stadtvierteln von Genf wahrend der ersten Welle von
2020 langer anhaltende Cluster als in den anderen Stadtvierteln auftraten,
wahrscheinlich aufgrund einer gréReren Bevolkerungsdichte, die die Uber-
tragung begiinstigt. Dazu kommt das in diesen Stadtvierteln beobachtete

hohere Risiko fiir Begleiterkrankungen.

Diese Themen sind jedoch weder in den Schlagzeilen noch Gegenstand von
Gesprachen. War der Friithling 2020 geprdgt von Applaus von Balkonen
und Videos voller Ideen, die Wirtschaftswachstum im Zusammenhang mit
den Handlungsmdglichkeiten von Konsument*innen kritisch reflektierten
und in sozialen Netzwerken geteilt wurden, so ist der Friihling 2021 ge-
pragt von Beschwerden, Frustrationsbekundungen und Tipps, wie man
in Restaurants geht oder die Grenze {iberquert, ohne erwischt zu werden
(zB. ,indem man die griinen Grenze wahlt"). Was gibt es Wichtigeres,
als in einem Bistro zu speisen, in Frankreich zum Zahnarzt zu gehen, in
der Schweiz Ski zu fahren und in Sansibar ein Sonnenbad zu nehmen?
Kurzum, warum sollten wir solch wertvolle Freiheiten auf dem Altar der

6ffentlichen Gesundheit opfern?

Diese Ausgabe von Babylonia wird wahrscheinlich nicht das Risikover-
halten verdndern, geschweige denn die Ungleichheiten angesichts der
Gesundheitskrise, aber vielleicht veranlasst sie uns, die Vorstellung zu
hinterfragen, dass unsere vielen Privilegien Rechte sind - die umso mehr
verdient sind, weil sie ungleich verteilt sind... Dazu kommt der in unseren

westlichen Gesellschaften so weitverbreitete Eindruck der Straflosigkeit.

Der passende Begriff, um einige unserer Verhaltensweisen zu erklaren, ist
nicht so einfach aus dem Englischen ins Deutsche iibersetzbar. Es ist das
Konzept des ,sense of entitlement”: die Tendenz, die eigenen Interessen
zu privilegieren und dies als ein selbstverstdndliches Vorrecht zu sehen
und zu rechtfertigen, das letztlich das Resultat von Jahrzehnten ungleicher

Chancenverteilung ist.

Spiegelt sich diese Tendenz nicht auch in der Sprache wider? Zum Beispiel
im ungleichen Zugang zu prestigetrdchtigen Sprachnormen, in der Nicht-
anerkennung von Minderheitensprachen, in den Sprachtests, die fiir den
den Zugang zum Aufenthaltsrecht erforderlich sind oder der Verteidigung

veralteter Rechtschreibkonventionen?

Wie lange noch bis zu einer echten Verdnderung in unserem Verhalten

und Vorstellungen?

Ihr Redaktionsteam



On sense of entitlement and social justice

In tutto il mondo, le fasce pit disagiate della popolazione stanno pagando
un prezzo pit alto per il Covid-19 rispetto alle fasce pil avvantaggiate,
non solo in termini di perdita di mezzi di sostentamento, ma anche, e
soprattutto, in termini di tassi di contagio, ospedalizzazioni e decessi. Via
via gli studi confermano queste disuguaglianze, per esempio negli Stati
Uniti', in Spagnaz, in Francia® o a livello mondiale”. Nemmeno la Svizzera,
purtroppo, é risparmiata dal fenomeno. Per esempio, un recente studio®
dei ricercatori dell’Ospedale universitario di Ginevra (HUG) ha mostrato
che, probabilmente a causa di una maggiore promiscuita che favorisce la
trasmissione, nei quartieri sfavoriti di Ginevra sono emersi cluster (gruppi
di casi) epidemici piu persistenti che negli altri quartieri durante la prima

ondata del 2020, in aggiunta a rischi pit elevati di comorbilita.

Tuttavia, questi problemi non finiscono in prima pagina né sono al centro
delle conversazioni. Se la primavera del 2020 era scandita dagli applausi dai
balconi e dalla condivisione nei social di video e appelli alla “decrescita” e
a diventare “consum-attori” consapevoli, nella primavera del 2021, invece,
sbocciano lamentele, espressioni di frustrazione e consigli su come andare
al ristorante o passare la frontiera senza farsi beccare (ad es. sfruttando i
valichi minori). Infatti cosa c’é di pit importante di una cena al ristorante,
di fare shopping in Italia, di sciare in Svizzera o prendere il sole a Zanzibar?
Insomma, perché dovremmo sacrificare tali preziose liberta sull'altare della

salute pubblica?

Questo numero di Babylonia non cambiera di certo i comportamenti a
rischio e tanto meno cancellera le disuguaglianze di fronte alla crisi sa-
nitaria, ma forse ci permettera di mettere in discussione I'idea che molti
nostri privilegi siano diritti - tanto pitt meritati perché distribuiti in modo
diseguale... - e quella sensazione di impunita cosi pervasiva nelle nostre

societa occidentali.

C’é un concetto in inglese, non facilmente traducibile in italiano, che spiega
alcuni dei nostri comportamenti: ¢ il ‘sense of entitlement: una sorta di
‘diritto presunto’, che si manifesta nella tendenza a privilegiare i propri
interessi giustificandoli con prerogative acquisite in decenni di opportunita

non condivise in modo equanime.

Questa tendenza, d'altronde, non si trova anche in relazione alle lingue?
Per esempio, nell'accesso ineguale alle forme e varieta di prestigio, nella
negazione delle lingue minoritarie, nei test linguistici introdotti per otte-
nere permessi di soggiorno, o ancora nell'apologia di pratiche ortografiche

superate?

A quando un vero cambiamento nei nostri comportamenti e nelle nostre

rappresentazioni?

1l vostro team redazionale

Références

1 Tai DBG, Shah A, Doubeni CA, Sia IG, Wieland ML. (2020) The disproportionate
impact of COVID-19 on racial and ethnic minorities in the United States. Clinical
Infectious Diseases.

2 Baena-Diez JM, Barroso M, Cordeiro-Coelho SI, Diaz JL, Grau M.

(2020) Impact of COVID-19 outbreak by income: hitting hardest

the most deprived. Journal of public health.

On sense of entitlement and social justice

Sin tut il mund pajan las gruppas socialas las pli dischavantagiadas in pretsch
pli aut per il Covid-19 en confrunt cun las classas socialas pli avantagiadas,
e quai betg mo en furma d'ina perdita da la basa existenziala, mabain er
e surtut en furma da ratas d'infecziun, d'ospitalisaziuns e da mortoris. In
studi suenter l'auter conferma questas inegualitads, per exempel en ils
Stadis Unids’, en Spagnaz, en Frantscha® e sin tut il mund®. Uschia ha in
studi® da perscrutaders dal Spital universitar da Genevra (HUG) mussa ch'igl
én sa manifestads clusters (gruppas da cas) pli persistents en ils quartiers
da Genevra socialmain dischavantagiads ch’en ils auters quartiers durant
l'emprima unda, probablamain causa ina spessezza da la populaziun pli
gronda che favurisescha la transmissiun. En pli pon ins constatar en quests

quartiers ina ristga pli gronda da malsognas secundaras.

Quests problems na fan pero ni part da lingias grossas ni da discussiuns.
Entant ch'ins applaudiva anc la primavaira 2020 dals balcuns e ch'ins
parteva en las raits socialas videos cun ideas da cumbinar la creschientscha
economica cun las pussaivladads d'agir da consumentas e consuments,
¢ caracterisada la primavaira 2021 da lamentaschuns ed expressiuns da
frustraziun sco era da cussegls co ir al restaurant u passar adascus il cunfin
(p. ex. sur il cunfin betg controlla). Tge datti pli impurtant che da mangiar
en in bistro, dad ir tar il dentist en Frantscha, dad ir cun ils skis en Svizra
e da star a sulegl a Sansibar? Curt e bain, pertge duessan nus sacrifitgar

talas libertads preziusas sin l'altar da la sanadad publica?

Quest numer da Babylonia na vegn probablamain betg a midar ils
cumportaments da ristga, main dir las inegualitads en vista a la crisa
sanitara, ma el ans permetta forsa da metter en discussiun l'idea, tenor la
quala noss nundumbraivels privilegis én dretgs - tant pli meritads ch'els
én repartids a moda ineguala... - sco era I'impressiun da betg pudair vegnir

chastia talmain derasada en nossas societads occidentalas.

L'expressiun adequata per declerar intgins da noss cumportaments na po
betg vegnir translatada facilmain da I'englais en rumantsch. I sa tracta dal
concept dals “sense of entitlement”: la tendenza da privilegiar ils agens
interess e da vesair e giustifitgar quai sco in privilegi natiral che é a la fin

finala il resultat da schanzas repartidas inegualmain dapi decennis.

Na sa reflectescha questa tendenza betg er en la lingua? Per exempel
en l'access inegual a normas linguisticas prestigiusas, en la refusa da
renconuscher linguas minoritaras, en ils tests da lingua necessaris per
acceder al dretg da dimora u en la defensiun da convenziuns ortograficas

antiquadas?

Quant ditg vai anc fin che nus midain effectivamain noss cumportaments

e nossas ideas?

Voss team da redacziun

3 INSERM (2020). Premiers résultats.des enquétes de santé publique de l'lnserm
sur la Covid-19 : facteurs de risque individuels et sociaux.

4 Shadmi E, Chen Y, Dourado |, et al. (2020) Health equity and COVID-19: global
perspectives. International journal for equity in health, 19(1):1-16.

5 De Ridder D, Sandoval }, Vuilleumier N, et al. (2020) Socio-
economically disadvantaged neighborhoods face increased

persistence of SARS-CoV-2 clusters. Front Public Health, 8
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INTRODUZIONE

It is 2021, children are learning “que” or
“qui” in French lessons and what better
way to learn this than through jokes (see
Figure 1)? But wait! Is the joke on the
kids? Did they notice that these jokes
were potentially racist and definitely mi-
sogynistic, or did it not matter because
“que” or “qui” is the aim here!? They no-
ticed. I noticed, and here we are. Even
more upsetting was the side-comment
from a teacher: “well, it’s allowed because
it accompanies the coursebook”.

Likewise, in some new French course-
books, there is a “oh, so cute” little story
of a chubby pink pig that needs to lose
weight and a little poem in which the
little pig expresses disdain at its/their
weight and plans to get more exercise.
Really? Is that necessary? There is no
moral in this other than “don’t be hap-
py with yourself, you pig”. It might be
cute to embed the aims of learning these
chunks into a “message” of healthy or
unhealthy, but this could have been done
without the poor little piggy feeling bad
about itself/themself.

Nous sommes en 2021, pour apprendre la
distinction entre « que » et « qui » en
francais L2, les éléves travaillent sur des
blagues (voir ill. 1). Quelle bonne idée !
Mais attendez... Ces blagues sont-elles
appropriées ? Les éléves ont-ils remarqué
qu'elles étaient potentiellement racistes
et assurément misogynes ? Est-ce sans
importance pour une lecon sur « que »
et « qui » I? IIs ont remarqué, j'ai re-
marqué : déja trop tard ! Le plus navrant
reste le commentaire de mes collégues :
« C'est autorisé comme cela accompagne
le manuel scolaire ».

Dans le méme genre, certains nouveaux
manuels de francais présentent I'histoire
« si mignonne » d'un cochon rose et
joufflu qui veut perdre du poids. Dans
un petit poéme, il exprime son dégout
de lui-méme et prévoit de faire plus
d'exercice. Vraiment ? Un adorable poéme
pour transmettre comme seule morale
« Honte & toi, petit cochon sorti de la
norme » ? Bien sir, il peut étre intéres-
sant d'intégrer enseignement de langue
et messages de santé, mais pourquoi donc
avec un pauvre petit cochon mal dans
sa peau ?



https://phzh.ch/personen/laura.loder 
https://phzh.ch/personen/laura.loder 

I would suggest that whilst it might be
good to tell jokes and share poems in
foreign language lessons, we should only
do so in ways that are kind. If the first
pages of LP21(D-EDK, 2015) call for val-
ues, contexts, and content on all school
levels and in every school subject that
are “humanitarian, and democratic” - and
when we look to Switzerland’s neighbors,
every ministry of education, on the first
pages of the curriculum refer to simi-
lar terms such as ‘tolerance’ and ‘accep-
tance’ and the ‘fight against any form of
discrimination’ and the ‘promotion of
diversity’ - then there is absolutely no
place whatsoever for body-shaming, rac-
ism or misogyny. These basic tenets in
the various curricula reflect and promote
an anti-bias stance towards education:
“..an active/activist approach to chal-
lenging prejudice, stereotyping, bias, and
the ‘isms.” In a society in which insti-
tutional structures create and maintain
sexism, racism, and handicappism, it is
not sufficient to be non-biased (and also
highly unlikely), nor is it sufficient to be
an observer. It is necessary for each indi-
vidual to actively intervene, to challenge
and counter the personal and institution-
al behaviors that perpetuate oppression”.
(Derman-Sparks, 1989, p. 3).

Teachers in Switzerland should thus re-
spect these basic curricular tenets. We
should all be more critical of what we
are using and consider the legacy we are
leaving our next generations. There are
many authors such as Elise Gravel (Figure
2) who are doing work that present the
world as it is and encourage us to be more
tolerant in subtle and kind ways.

We dedicate this issue of Babylonia to the
promotion of tolerance and to the role
language education plays in social justice
education. We include an eclectic mix of
articles from all over the world and begin
with articles on linguistic diversity and
ethnolects before moving to discussions
on anti-bias education, on race, and on
gender and gender representations.

Mayra Daniel introduces the issue with
a discussion on the challenges educators
face to address learners’ diversity and
presents the results of an outreach proj-
ect. Sarah Hercula asks us to reflect up-
on our own hidden curriculum through
the examples we choose to present in
class. Kirti Kapur takes us to India where
we learn about promoting the rich local

Je ferais valoir que les blagues et les
poémes sont bienvenus en cours de
langues étrangéres a condition qu'ils
soient abordés de maniére respectueuse.
Si les premiéres pages du Lehrplan 21
(D-EDK, 2015) appellent a des valeurs,
des contextes et des contenus « huma-
nitaires et démocratiques » a tous les
niveaux scolaires et dans toutes les ma-
tiéres, le body-shaming, le racisme ou la
misogynie n'ont pas leur place en classe.
Ces valeurs apparaissent aussi dans les
premiéres pages des programmes éduca-
tifs de nos voisins, avec des termes tels
que « tolérance », « acceptation », « lutte
contre toute forme de discrimination »
ou encore «promotion de la diversité ».
Ces principes de base dans les différents
programmes reflétent et promeuvent
une position anti-biais dans I'éducation,
ou, dans les mots de Derman-Sparks
(1989) : « ..an active/activist approach
to challenging prejudice, stereotyping,
bias, and the ‘isms.’ In a society in which
institutional structures create and main-
tain sexism, racism, and handicappism,
it is not sufficient to be non-biased (and
also highly unlikely), nor is it sufficient
to be an observer. It is necessary for
each individual to actively intervene, to
challenge and counter the personal and
institutional behaviors that perpetuate
oppression » (Derman-Sparks, 1989, p. 3).

En Suisse comme ailleurs, nous devrions
donc respecter ces principes de base du
programme scolaire dans notre ensei-
gnement. De fait, nous devrions étre
plus critiques vis-a-vis du matériel que
nous utilisons et nous devrions garder a
l'esprit I'héritage que nous laissons aux
générations futures — a I'image de nom-
breux auteurs, tels que par exemple Elise
Gravel (ill. 2), qui présentent le monde
tel qu'il est et nous incitent de maniére
subtile et délicate a plus de tolérance.

Nous dédions ce numéro de Babylonia a
la promotion de la tolérance et au réle de
l'enseignement des langues dans I'éduca-
tion a la justice sociale. Nous proposons
un mélange éclectique d'articles prove-
nant du monde entier, en commencant
par des articles traitant de la diversité
linguistique et des ethnolectes, avant de
passer a la discussion de I'éducation an-
ti-biais, les questions raciales, le genre et
les représentations genrées.

Mayra Daniel introduit le numéro en
présentant un projet de sensibilisation

12021 tema BABYLONIA |9



References

D-EDK/Deutschschweizer
Erziehungsdirektoren-Konferenz (2015),
Lehrplan 21, D-EDK, Luzern. Available at
https://www.lehrplan21.ch/

Derman-Sparks, L. (1989). Anti-bias
curriculum: Tools for empowering young
children. National Association for the
Education of Young Children, 1834 Connecticut
Avenue, NW, Washington, DC 20009-5786.

Thanks for telling us about your impressive academic

cultural capital in the language class-
room — something we can do as well in
Switzerland. Edina Krompak welcomes
us to the world of Linguistic Landscapes
(https://www.linguistic-landscape.ch) in
Schaffhausen, Switzerland and Eva Le-
maire takes us to Canada with a peek into
language considerations when teaching
about the First Peoples.

As we move towards anti-bias education,
Kate Efron explores the use of such an-
ti-bias frameworks in English lesson in
Japan. Barbara Carvalho asks if girls are
more frequently interrupted at school
than boys. Hadas Kotek, Sarah Babinski,
Rikker Dockum & Christopher Geissler
analyze the model sentences we provide
our language learners with for bias, and,
in a similar line, Ceren Kocaman & Ali
Fuad Selvi encourage coursebook authors
and teachers to tackle heteronormativity
and sexism. This issue of Babylonia also
includes suggestions by Alexis Finger
for using readers theater and drama to
combat any sort of prejudice, an inter-
view with Mathieu Turcotte (aka Prin-
cesse GenderFuck), and a few words on
racism in coursebooks by Mandy Abou
Shoak. We also offer you three finestre:
on the use of comics in the classroom
(Gaelle Burg), language and music educa-
tion (Jérg-U. KeRler & Robert Lang), and
the works of Gianni Rodari (Alessandra
Minisci).

With this issue, we hope to provide you
with some new glasses with which to
see materials you are working with and
provide you with research to support the
idea that we need to consider the messag-
es we are promoting. We hope you enjoy
our first Open Access issue!

720t
an

career, Grammarman. Now, could you kindly start by
explaining what super powers you intend to use in order to
"spread peace and justice in society?"
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a la diversité des éléves dans lequel des
enseignants se sont rendus au domicile
de leurs éléves allophones. Sarah Hercu-
la nous incite a réfléchir a notre propre
curriculum caché a travers les exemples
que nous choisissons de présenter en
classe. Kirti Kapur nous emmene en In-
de ou elle exemplifie la promotion du
capital culturel local en classe de langue —
comme nous pourrions aussi l'appliquer
en Suisse. Edina Krompak nous accueille
dans le monde des Linguistic Landscapes
(https://www.linguistic-landscape.ch/)
a Schaffhouse, en Suisse, et Eva Lemaire
nous emmeéne au Canada avec un projet
meélant éveil aux langues et pédagogies
autochtones pour une familiarisation aux
langues ancestrales parlées par les Métis.

Kate Efron explore des cadres anti-biais
utilisés dans des lecons d’anglais au Ja-
pon. Barbara Carvalho examine si les
filles sont plus souvent interrompues
que les garcons en classe. Hada Kotek,
Sarah Babinski, Rikker Dockum & Chis-
topher Geissler analysent les biais dans
les phrases-types que nous donnons aux
éléves de langue tandis que Ceren Koca-
man et Ali Fuad Selvi encouragent en-
seignants et auteurs de manuels a lutter
contre 'hétéronormativité et le sexisme.
Ce numéro de Babylonia contient aus-
si des suggestions d'Alexis Finger pour
combattre tous types de préjugés par
le théatre, une interview de Mathieu
Turcotte (alias Princesse GenderFuck)
ainsi que des réflexions de Mandy Abou
Shoak sur le racisme dans les manuels.
Vous trouverez en outre trois finestre :
sur 'usage des bandes dessinées en classe
par Gaélle Burg, I'éducation linguistique
et musicale par Jorg-U. Kefler et Robert
Lang et les travaux de Gianni Rodari par
Alessandra Minisci.

Avec ce numéro, nous espérons vous
fournir de nouvelles lunettes pour voir
sous un jour nouveau les matériaux avec
lesquels nous travaillons et étayer cette
perspective par des résultats scientifiques
qui montrent bien la nécessité de réflé-
chir aux messages que nous promouvons.
Nous espérons que vous apprécierez notre
premier numéro en libre acceés !


https://www.lehrplan21.ch/ 

Figure 1: Worksheet (December 2020) - source of text unknown

TOUTES SORTES DE

FAMILLES

I ewisgfe teuvbes serfes de Famiflea didférenfes.
Je ne pevy pas feules les dessiner lel; e'eat impessible!
& 1-i e-nrfq- dans wre Famifle, c'val l'amour.

Figure 2: by Elise Gravel's - http://elisegravel.com/ - Available as a free download
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N her family’s exodus to
escape Cuba’s communism occurred at
a time when second language educa-
tors were not encouraged to examine
students’ cultural capital. She supports
teacher-researchers to design empower-
ing curricula.
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RESPECT AND EMPOWERMENT IN SECOND

LANGUAGE EDUCATION

Culturally responsive second language instruction requires educators focus on more
than language. Language holds only part of the messages conveyed in intra and in-
ter personal communication. Effective lessons focus on the cultures of the speakers
of the target language of study when they explore learners’ funds of knowledge,
and then use the information this provides for the design of empowering curricula.
This case study examined lessons prepared by 21 practicing teachers, representing
15 school districts in the northern Illinois area of the United States. Participants
conducted an ethnography which was a required assignment in a post-graduate
course focused on literacy instruction for emerging bilinguals. This work investi-
gated educators’ ideologies of biliteracy and learner empowerment, and examined
teachers’ visions of advocacy in reactions to course readings, in lesson design, and in
the philosophy of multiliteracy statements.

Preparing Teachers for
Advocacy

Courses focused on multicultural edu-
cation aim to prepare educators to adapt
standard curricula to address and validate
learners’ diversity (Gay, 2010). Mobility
across the world due to war, discrimi-
nation, and/or economic needs impacts
students’ schooling. Teachers may not
feel free to advocate for themselves
about the support they need to become
informed of the challenges that students
and families face in their communities
due to migration issues, or feeling as
the other (Bourdieu, 1991). There is a
need for second language education to
incorporate a focus on the cultures of
the people whose languages they teach.
Learners whose families have crossed
cultural borders struggle to understand
their place in societies when the language
of schooling is not their home language
and where cultural norms are unfamiliar.
These students need differentiated curric-
ula that address their affective needs and
academic backgrounds (Daniel & Riley,
2018; Daniel, Riley, & Kruger, 2018; Dan-

iel, 2017a; 2017b; 2016). Teachers’ pro-
fessional development has to consider
the impact of students’ socio-emotional
well-being on their academic achieve-
ment (Hawkins & Norton, 2009).

Educators need to learn ways to engage
in ethnographic research that informs
and helps them deliver instruction that
is relevant for all the learners in their
classrooms. Committed teachers design
effective lessons when they investigate
the diversity in their school populations
and come to understand how the so-
ciocultural context delineates access to
academic success (Giroux, 2006; Freire,
2002). Such educators go beyond iden-
tification of explicit cultural norms and
ensure they have insight into the implicit
components of culture. They make no
assumptions that their students may be
ready to master the language and content
objectives of lessons only because they
might represent a geographical area, have
similar socioeconomic levels, appear to
have the same phenotype, and speak the
same language. Research suggests that at
all grade levels, students’ prior schooling,



and familial networks prepare them to
function in academic settings (Gonzalez,
Moll, & Amanti, 2005).

As the demographics has changed in the
United States (U.S.), it has become evident
that the nation is a plurilingual soci-
ety that is strengthened by the diversity
of the numerous living languages that
immigrants pass to their children and
grandchildren. Teachers in both rural and
urban areas of the country are challenged
in designing instruction for students ac-
quiring English, the dominant language
of U.S. society, who are also studying
content specific material. Teachers are
challenged and enlightened by their ex-
perience working with groups of learners
who may not share a common language
but who are growing up celebrating their
diverse norms and traditions. In the cur-
rent millennium educators, regardless
of their field of expertise, are successful
when they envision themselves as teach-
ers of language whose key objective is to
assist learners to negotiate comprehen-
sion across lexicons.

This case study examines lessons pre-
pared by 21 practicing teachers, repre-
senting 15 different school districts in
the northern Illinois area of the U.S., after
they participated in an ethnography and
conducted a home visit with a family of
an emergent bilingual. The teachers who
participated in this study completed the
ethnography as a requirement of a grad-
uate level course focused on biliteracy
paradigms and learners’ funds of knowl-
edge. All participants were completing
coursework towards a post-graduate de-
gree with a focus on Bilingual/English
as a second language teacher preparation.
Upon graduation from this program, the
teachers are considered highly qualified
to teach multicultural and multilingual
groups of emergent bilinguals. The teach-
ers recruited participants from their cir-
cles of influence, meaning families from
the area of the schools where they were
employed.

The university where this course was
taught is situated in a rural/urban area
in the State of Illinois approximately one
hour from the city of Chicago. Graduate
programs draw educators who represent
the diversity of the city and its surround-
ing suburban communities, including
farming communities. In any graduate
class the teacher population includes ed-

ucators working at levels pre-K through
secondary levels. The course where this
work was conducted focused on building
a scaffold of knowledge so the teachers
could explore and embrace the philo-
sophical stances necessary to differen-
tiate instruction in ways that lead all
learners to academic success. The work
begins with teachers because they are the
key to fostering positive socio-emotional
environments that begin with culturally
responsive instruction. The ideas shared
in the groups highlight the creativity re-
quired of educators who work with mul-
tilingual multilevel learners from across
the world. This work examines teachers’
ideologies of learner empowerment and
equity in schooling, and teachers’ advo-
cacy as evidenced in their reactions to
course readings, in their lesson design,
and in their philosophies of multiliteracy.

Purposes of Literacy

Teachers’ literacy practices are influenced
by their interactions with students. Hy-
bridity in instructional methods reflects
teachers’ intent to empower diverse stu-
dents through differentiated child-cen-
tered instruction. Teachers’ pressing
challenge in the U.S. is that learning plat-
forms used as a response to the Covid-19
school shutdowns in spring of 2020, did
not acknowledge the disparities in stu-
dents’ access to technology. Five months
later, learner empowerment is delimit-
ed by government leaders who wish to
open schools, while not addressing the
financial burden of internet connectivity
for families nor teachers’ readiness to
deliver full online instruction, should a
return to traditional instruction become
impossible. Attaining educational equity
is a complex goal when there is no vac-
cine to stop an easily transmissible air
borne virus whose lasting effects are not
understood by scientists.

Liberating literacy practices address the
politics of culture and the goals of ac-
ademic study (Vygotsky, 2002; Darder,
1998). They offer balanced and cultur-
ally responsive literacy paradigms that
validate the lives of diverse families. In
order to acknowledge students’ contri-
butions at school, educators need to be
informed of how their methods validate
non-standard literacies and non-schooled
knowledge (Gonzéilez, Moll, & Amanti,
2005). Teachers’ ideologies either sup-
port learners to become contributing cit-
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izens of the world or replicate systemic
beliefs that only those from higher so-
cioeconomic levels deserve access to the
right type of education (Cadiero-Kaplan,
2004; Vygotsky, 2002; Freire, 2002). Past
ideologies of functional literacy fell short
because they prepared learners for lower
level jobs while not encouraging critical
analysis of text. Culturally based literacy
models were slightly wider in their scope
but reflected banking models of education
centered on transmitting knowledge ap-
proved by the dominant society (Leistyna,
Woodrum & Sherbloom, 1996; Giroux,
2006; Aronowitz & Giroux, 1991; Hirsch,
1988). Banking beliefs assume the learn-
er is akin to an empty goblet that needs
to be filled with the teacher’s and the
dominant society’s espoused norms. In
contrast, going back in time to 1916, John
Dewey (1997) introduced progressive lit-
eracy, a constructivist educational model
based on validating children’s ideas, expe-
riences, and lexicons. Constructivist ide-
ologies support learners to become crit-
ical thinkers and contributing citizens,
first in the society of their democratic
classrooms, and then in the world (Freire,
2002). Whole language methods of the
1980s reexamined and expanded Dewey’s
philosophy to argue that reading is for the
purpose of learning and making meaning.
Whole language ideologies proposed that
reading is not only mastering how to
decode but consists of learning how to
express one’s ideas and apply one’s home
literacy as a scaffold to higher levels of
mastery. Whole language supporters did
not ask students to engage in skill-based
tasks before exploring their understand-
ings and nurturing their emerging litera-
cies in reading and writing development
(Goodman, 2014: 1996).

Culture is a positive and never a deficit in literacy.

14| BABYLONIA tema 1/2021

Funds of Knowledge

When teachers explore their students’
and their own funds of knowledge
(Gonzalez, Moll, & Amanti, 2005), they
uncover the significance of these in un-
derstanding and furthering the education
of all students. This exploration takes the
educator beyond functional, cultural, and
progressive literacy models to appreci-
ate students’ non-schooled literacies (the
students’ funds of knowledge). Funds of
knowledge refers to what students learn

at home from their family members and
other individuals in their communities.
Before any child begins school and every
year thereafter, they observe others and
participate in tasks that may never be
addressed in the school curriculum but
that are valuable to responsible citizenry.
Teachers’ ideologies acquire the breadth
of knowledge about students that they
need after they conduct ethnographic
research in their school communities.
Observations and one on one interviews
with families facilitate developed under-
standings of diverse families’ norms and
modes on interaction. Through research
teachers come to experience first-hand
the reasons that cultural pluralism makes
schooling exciting. They see that inter-
culturality is legitimized when class-
rooms mirror the hybridity of its stu-
dent populations, its discourses, social
networks, and the power structures out-
side the school setting (Gonzalez, Moll, &
Amanti, 2005; Ruiz, 1984; Edelsky, 1991).
In this process educators explore culture
and also go beyond generalized percep-
tions of culture to grasp the variability
within populations.

Educators who question the word and the
world (Freire, 1985) design lessons that
engage students in dialogue and inquiry.
In dialogue learners experience and en-
vision their future contributions to eq-
uitable societies. Teachers who embrace
ideologies of cultural pedagogy (Hawkins
& Norton, 2009; Giroux, 2006) imple-
ment critical literacy paradigms that take
learners to action within their circles
of influence through the questioning,
the judging, and their interpretation of
what the hear, see, and read (Aronowitz,
Clarke, & Freire, 1998). Exploration of the
funds of knowledge thus leads to revela-
tions and validation of the uniqueness of
all learners’ cultural capital and diverse
identities (Coney, 2016; Aliakbari & Fara-
ji, 2011), and to a transformation of the
standard curriculum (Daniel & Burgin,
2019; Daniel & Riley, 2018; Daniel, 2017,
2016).

Methodology

This case study examined lessons de-
signed by 21 teachers enrolled in a grad-
uate education methods course who
conducted an ethnographic study with a
culturally and linguistically diverse fam-
ily. Course readings focused on the topics
of cultural capital, the funds of knowl-



edge, translanguaging, development of
biliteracy, culturally responsive pedagogy
and language as a right. Recurrent themes
(Glaser & Strauss, 1967) were identified in
date collected throughout the course in
the five required interpretations/reflec-
tions of course readings which were pre-
pared in triads, in the lessons the teach-
ers planned after the home visit, and in
their written philosophy of multiliteracy
statement. The following questions were
used in the analysis of all documents.

Q.1: What are teachers’ ideologies of
learner empowerment?

Q.2: What do teachers perceive are the
purposes of literacy?

Q.3: How do teachers support equity in
schooling?

Q.4: What are teachers visions of advo-
cacy?

Findings and Discussion

Recurrent themes documented in the da-
ta analysis strongly suggest the teacher
participants redefined their ideologies
and their position as educators of cul-
turally and linguistically diverse learners.
Three themes emerged: (1) teachers’ re-
sponsibilities as educational leaders, (2)
the value of researching learners’ funds of
knowledge and, (3) teachers’ understand-
ings of literacy in schooling.

Theme 1: Teachers’ Responsibilities as Edu-
cational Leaders

Teachers’ comments demonstrated teach-
ers’ awareness of the diversity in their
student populations and what this re-
quires from them: “I need to remember
that cultures change over time. I may
speak a student’s language and have been
born in the same country yet lived an
entirely different experience”; “Much of
what students know does not show up
on paper. It is our job to see the cul-
tural capital that lives in our students’
hearts and minds”. Support for equity in
schooling was evident in statements such
as: “Topics that are relevant to students’
lives make the learning easier and sup-
port self-esteem. Unless we teachers plan
classroom activities keeping in mind stu-
dents’ lives, and their families’ languages,
we will lose them.”; “Could teachers be
more flexible in assessment practices?
Yes! Could we value a product made by
a small group enough to assess it and
accept that it reflects the work of all the

7.«

students in the group? Yes!”; “Students
like to learn from their peers so let’s let
them do this!”

The teachers’ voiced why it is key to focus
on empowering learners. Their sharing
suggests they will be strong advocates for
their students, and their words highlight
their belief that teachers have a respon-
sibility that extends beyond teaching
content: “Students are consumers and
producers of information in their role as
learners”; “I have to give students choices
of assignments”; “Students need oppor-
tunities to practice leadership skills”. In
reference to the course readings and the
home visit, the following statements
seem to represent opinions across all
participants; “Before this course I focused
way too much on products rather than
on the processes of learning”; I now see
that students’ interpretations of what I
teach them begins in their social world
and their families’ world views”.

Exploration of the funds of knowledge leads to
revelations and validation of the uniqueness of all
learners’ cultural capital and diverse identities,
and to a transformation of the standard

Theme 2: Value of Researching Learners’
Funds of Knowledge

Many of the teachers shared that they
were afraid of not behaving as a co-learn-
er but as an overbearing interviewer
during the home visit. However, re-
flections after their home visit revealed
teachers’ new-found realizations related
to learners’ non-schooled knowledge,
plus their acceptance of teachers’ role in
designing culturally responsive curricula.
This theme carried over from the teach-
ers’ reflections after course readings, to
their home visits, and to their philos-
ophy of multiliteracy statements. The
teachers said, “I now think about what
my teachers could have discovered about
me if they had visited my home. They
would have changed their expectations
for my schooling! If only they had taken
the time to get to know me”; “Families
are such a source of information”; “What
parents have to offer their children in lit-
eracy and knowledge is much more than

curriculum.
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Questions for Thought

Do you remember a time when you
were ayoung studentand one of your
teachers reached out to you in a way
that got to you? Why did you listen
to this teacher? What did this teacher
do that went beyond the norm? What
did this teacher know about you that
made the difference? How did this
teacher demonstrate a commitment
to cultural and linguistic diversity?
In what ways might you already be
teaching language in a discipline spe-
cific class such as mathematics and
science?

Identify why exploring your learners’
funds of knowledge will help you sup-
port their language acquisition and
take them to higher levels of academ-
icachievement?

16| BABYLONIA tema 1/2021

I gave them credit for before the visit”;
“My student’s father started a franchise.
What this student knew and told the
class about business was surprising given
his level of academic knowledge”.

The teachers’ comments offer contrasts
between their past, present, and future
pedagogy such as: “What we have all lost
in the past when we did not understand
how to use families as a resource for
the classroom! When we did not have a
glimpse of how families’ funds of knowl-
edge are vital to making lessons that
support student growth and self-worth!;
“When I identified the funds as a way
to see the unique selves that learners
bring to school, I thought the concept
was absolutely beautiful”; “Once I learned
about my student’s funds in a home visit,
I saw that I can change my instruction.
What is more important to me is that this
student is now part of my family and I of
hers”; “My grasp of all of this funds stuff
is at a different level now. I believe this
work has helped me to better define my
views of language use in and out of the
classroom”; “Student centered learning
allows for students to take ownership
of their learning which enhances their
involvement and motivation in what they
are learning. What a concept! This was
always right there in front of me but I
never saw it before this class and the vis-
it!"; “The distinguishing factor between
background knowledge and funds of knowl-
edge is this idea of cultural identity. Our
students’ cultural identities are tied to
their funds of knowledge, which includes
the languages that are part of their daily
lives. What else could they stem from?".
This awareness lets me know that “It is
all right to not have every lesson planned
and to see where the students’ funds take
us in class!”

Theme 3: Literacy in Schooling

The third recurrent theme in the data
analysis revealed the teachers’ thoughts
about literacy and the rights it gives or
prevents learners from accessing. The
teachers became aware that literacy in-
struction is never neutral. A teacher stat-
ed that “Literacy is not technical, it flows
from exchanges between students and
their teachers”. A teacher across the room
added, “We can't teach from the book.
We have to use students’ funds”. An-
other colleague shared, “When teachers
validate the literacies of diverse house-

holds, parents have increased access to
their child’s school”. The teachers shared
ideas such as that in their communities,
“Semiotic systems, in signs and symbols
mediate thinking and meaning making”.
They now grasped “Why culture is a pos-
itive and never a deficit in literacy”. They
stated that “Literacy is dynamic within
families and communities and exists for
children before they begin formal school-
ing” and they reluctantly yet openly ac-
cepted that they had “...never read about
local literacies and how these are not in
books but in communities’ social practic-
es”. Finally, participants excitedly agreed
that during the home visits they were “...
impressed with the student’s funds!” and
know they will use what they learned “...
to supplement the curriculum”.

Ideas from the participants that summa-
rized their revised definitions of literacy
presented new world views reflecting
acceptance of difference. A secondary
school teacher said, “A vital step in mul-
tiliteracy development that was brought
to my attention throughout this course
is to allow students to drive the lessons.”
A younger colleague with whom he had
collaborated in completion of course as-
signments added, “I had not previously
thought about the value of families’ lit-
eracies, or of how I could incorporate
them into my language arts curriculum.
I now see how children’s literacy emerges
from the home and community and my
pedagogy has been redefined”.

Implications and Conclusions

Data from this work suggests that teach-
ers are optimistic and committed to their
students. They want school districts to
invest in their creativity and ability as
researchers. If teachers were given time
to plan and conduct home visits, they
would be better able to personalize the
curriculum for each academic year’s crop
of students (Gonzalez, Moll, & Amanti,
2005). As such, their outreach would re-
sult in curricula that exceed top-down
mandates and gain high levels of personal
satisfaction for teachers and students as
co-creators of improved schools. Three
comments from teachers in this study
help define future actions for all edu-
cators. A teacher concluded that, “For
sure personal relationships develop when
teachers get to know students and their
families during home visits”. Another ed-
ucator shared his belief that all teachers,



“..must tap into the resources of their
students’ communities to help them and
their teacher make meaning of academic
lessons”. A third teacher repeated a re-
frain heard across the world: “If I want
my students to be successful in the class-
room, [ need to create culturally relevant
experiences”.
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SOCIAL JUSTICE AS THE HIDDEN CURRICULUM:
MAKING “SMALL" PEDAGOGICAL CHANGES TO

PROMOTE EQUITY

Questo articolo propone un metodo per integrare le questioni della giustizia socia-
le—in particolare, la (dis)ugualianza linguistica—nel contenuto dei corsi esistenti,
sfruttando il potere del curriculum nascosto. Apportando piccole modifiche ai loro
corsi e impegnandosi di studiare I'efficacia di tali cambiamenti, gli istruttori possono
promuovere messaggi taciti, ma di grande impatto, sull'importanza della diversita,
dell'equita, e dell'inclusione, che gli studenti possono portare con loro nel futuro.

Introduction

In Season 6, Episode 12 of the Netflix
television show Orange is the New Black
(Graham & Johnson, 2018), main char-
acter Tasha (“Taystee”) Jefferson (played
by Danielle Brooks) finds herself on the
witness stand in her own trial, defending
her actions as the lead negotiator during
a riot that had taken place in the prison
where she is incarcerated. When asked
about how she ended up in prison, Tay-
stee (a Black woman) speaks about her
experiences as a child, saying, “When I
aged out of group home, I didn't have
nowhere else—excuse me—anywhere else
to live, so I stayed with a lady dealer who
gave me a bed in exchange for me han-
dling her account books” (41:49-42:10).
Shortly thereafter, she explains her mo-
tivation for taking on a leadership role
during the riot: to seek justice for her
recently deceased friend. She explains,
“Well, T had a best friend once. And the
entire time I knew her, she never let
me down. And then she was killed by a
guard when she didn't even do nothing...
anything” (43:01-43:28).

Twice during this short scene, Taystee
“corrects” her language on the stand,
changing from the grammatical pattern
of multiple negation (in which more
than one grammatically negative element
can be used in a single clause)—the pat-
tern common in the dialect she speaks
throughout the show—to single negation
(in which only one grammatically neg-
ative element is used per clause)—the
pattern found in “standard” English and
in most socially prestigious dialects of
U.S. English (Green, 2002: 77-80; Rick-
ford & Rickford, 2000: 123-124). We can
assume from these linguistic adjustments
that Taystee has been coached to speak
in a certain way during the trial—a more
“standardized,” Whiter way—in order to
improve how she is perceived by the
mostly White jury. But she obviously
struggles to modify the linguistic pat-
terns inherent in her primary dialect,
specifically specifically as she recounts
emotional details about her childhood
and the death of her best friend. Despite
her linguistic accommodation efforts in
the courtroom, Taystee is found guilty
of a crime she did not commit and is
sentenced to life in prison.




As viewers, we are not left wondering
why the writers used these linguistic
“corrections” so prominently in this emo-
tional courtroom scene. We understand
perfectly well that the odds are against
Taystee, as her credibility, intelligence,
and trustworthiness are judged by the
jury and others in the courtroom on the
basis of how she speaks while on the
stand—that is, on how well she is able to
shift into the White ways of speaking and
being that are connected to social prestige
in society. In other words, raciolinguistic
bias is a given in the courtroom, and we
understand Taystee’s efforts to attempt to
subvert it, given that her life is at stake.

Unfortunately, these kinds of scenarios
do not exist only in fictional contexts.
Rickford & King (2016) discuss, among
others, the trial of George Zimmerman,
in which a key witness, Rachel Jeantel,
suffered from extreme judgment on the
basis of her speech. During the 2013 tri-
al, Zimmerman (a White/Hispanic po-
lice officer) was tried for the shooting
death of Trayvon Martin (a Black seven-
teen-year-old). Jeantel, having been on
the phone with Martin just before his
death, was an important witness. While
she was on the stand, she spoke in her
home/native dialect of U.S. English (a
variety of African American English that
has features in common with the dialect
spoken by Taystee, discussed above). De-
spite being on the stand for nearly six
hours, Jeantel’s “testimony played no role
whatsoever” in the jurors’ deliberations,
as the jurors had difficulty understanding
her speech and found her lacking in cred-
ibility overall, undoubtedly due to their
racial and linguistic prejudice against her
(Rickford & King, 2016: 950). Ultimately,
Zimmerman was acquitted.

Linguistic bias is not limited to court-
rooms and the justice system. Evidence
of linguistic discrimination can be found
across all facets of society: education, the
housing and job markets, healthcare, and
in everyday encounters in grocery stores,
banks, parks, and public transportation,
among countless other examples. A vast
amount of research in linguistics (Al-
im & Smitherman, 2012; Baugh, 2000;
Lippi-Green, 2012; McBee Orzulak, 2015;
Reaser, Temple Adger, Wolfram, & Chris-
tian, 2017; Smitherman, 2000) has proven
that all varieties of a given language are
systematic, rule-governed codes, which
means that no dialect is inherently better

than any other. Yet speakers of certain
dialects are afforded social prestige, while
others are stigmatized and marginalized
on the basis of how they speak, which
is connected to factors including their
geographical location, race, class, gender,
sexual orientation, and other social iden-
tity categories. Moreover, since no one
has a choice regarding what home/native
language or dialect they speak—given
that all people learn from birth whatever
language and dialect are spoken by their
families and communities where they
are raised—linguistic bias is inherently
inequitable, representing a large yet un-
der-acknowledged part of the systems of
social injustice that impact people’s ways
of life in the United States and around
the world.

[T]he hidden curriculum presents a challenge
for teachers: to interrogate upon what hidden
values and assumptions our pedagogical
practices and content are built in order to
ensure that we are not tacitly reinforcing the
status quo and the systems of inequality that

Confronting Linguistic Bias in
the Classroom

In my teaching and research, I investi-
gate and work to dismantle linguistic
prejudice, linguistic discrimination, and
linguistic inequality. By interrogating and
revising the “traditional” curricula and
pedagogical approaches of the courses I
teach, I seek to make students aware of
standard language ideology (SLI), which
Lippi-Green (2012: 67) defines as “a bias
toward an abstracted, idealized, homoge-
nous spoken language which is imposed
and maintained by dominant bloc insti-
tutions and which names as its model the
written language, but which is primarily
drawn from the spoken language of the
upper middle class.” By helping students
to understand and acknowledge SLI, I
encourage them to question the linguistic
hierarchies that have been presented to
them as common sense throughout their
schooling and to question their allegiance
to “standard” English. Furthermore, as

00 hand-in-hand with it.
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students become aware of their own lin-
guistic prejudice, I encourage them to
develop an appreciation for linguistic and
cultural diversity and, most importantly,
challenge them to actively seek out ways
to dismantle their own biases, the biases
of others in their lives, and the societal
structures and institutions that promote
the propagation of such biases.

| became aware of the potential for the curricular
change | was implementing to actually reinforce
the very inequities | was seeking to make apparent

and challenge.
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One method through which I have at-
tempted to institute such changes in my
teaching is the development of a peda-
gogical approach that I have designed and
vigorously researched in the context of
my own teaching called the Structural
Inquiry of Stigmatized Englishes (SISE)
approach (Hercula, 2020). The approach
was primarily designed and evaluated
within the context of the college-level
introductory linguistics course but can
be modified for use in other disciplines
and courses and at other levels of ed-
ucation. The SISE approach is largely
characterized by a change in the types
of language data students study—rather
than learning the terms and modes of
analysis unique to the field by studying
“standard” U.S. English language data,
they instead apply their new knowledge
to language data unique to socially stig-
matized varieties of U.S. English, such as
African American English (AAE), Chicano
English (CE), and/or Appalachian English
(AE). Students investigate these dialects
structurally, studying the phonological,
grammatical, lexical, and pragmatic fea-
tures of the dialects. For example, when
students are learning about syntax, they
study concepts including auxiliary verbs,
indefinite nouns, adverbs, and the parts of
a clause (subject, predicate, direct object,
etc.). They then apply these new con-
cepts when they study the grammatical
feature known as multiple negation (dis-
cussed above), which is a pattern found
in the speech of many speakers of AAE,
CE, and AE. As they do so, they discover
that multiple negation is just as linguisti-
cally rule-governed and complex as single
negation, its counterpart in “standard”
English. By engaging in this type of struc-

tural analysis, students are given facts
and data they can draw upon later in the
course—and later in their lives—when
they study the impact of linguistic prej-
udice, profiling, and discrimination on
the lives of speakers of these dialects
and others who suffer from the effects
of linguistic inequality, such as speakers
with certain foreign accents.

The research I have conducted on the
SISE approach has shown that the vast
majority of students respond well to the
curriculum, developing more positive,
pluralistic language attitudes by the end
of the semester (Hercula, 2020). There
is some evidence to suggest that the ap-
proach is better received, on the whole,
by women and by students of color, as
some White men show resistance to the
approach—or perhaps more accurately,
show resistance to admitting to a shift
in their attitudes throughout the course
(Hercula, 2020: 163-190). However, many
students who have studied linguistics
through the SISE approach provide evi-
dence to suggest that the knowledge they
gained in the course—and their corre-
spondingly improved attitudes—persist
beyond the end of the course, as they
are compelled to share what they have
learned with others and to find ways to
work toward breaking down the struc-
tural and institutional practices that
would continue benefitting some speak-
ers while disadvantaging others.

Making “Small” Changes to
Harness the Hidden Curriculum

What makes the SISE approach unique
as compared to other language aware-
ness approaches that have been developed
by researchers for use in various disci-
plines and at various levels (Alim, 2007;
Delpit, 2006; Hudley & Mallinson, 2011;
Siegel, 2006; Wolfram, Temple Adger, &
Christian, 1999) is that it requires a rel-
atively “small” change to the curriculum.
By small, I don't mean easy to implement
or ineffective or lacking impact; instead, I
mean that the SISE approach represents
a minor adjustment to an otherwise un-
changed curriculum and set of course
objectives. When I teach using the SISE
approach, my students learn the same
concepts, approaches, methods of analy-
sis, and content that any other student in
any other introductory linguistics course
is likely to learn. Instead of adding a unit
or a text or modifying course outcomes—



finding room for yet more in an already
full course—I found a way to integrate a
social-justice-oriented approach within
the fabric of what the course was al-
ready designed to do. I sought to modify
not the overt curriculum but the hidden
curriculum.

Elliot, et al. (2016: 739) define “hidden
curriculum” as “the various unintend-
ed, implicit and hidden messages sent to
students—messages we may not be even
aware we are sending.” Hidden curricula
are embedded within our institutional
contexts, disciplines, and courses, tacitly
promoting specific assumptions, values,
and behaviors that are reinforced without
being a stated part of our curricular ob-
jectives. Discussions of the hidden curric-
ulum usually revolve around messaging
we need to interrogate and dismantle,
particularly due to its tendency to rein-
force hegemonic practices and structures.
For example, Apple (2012: 133) points out
that, through the hidden curriculum of
K-12 schools, “working-class students
are taught punctuality, neatness, respect
for authority, and other elements of
habit formation. The students of more
advanced classes are taught intellectu-
al open-mindedness, problem-solving,
flexibility, and so on.” As such, the hid-
den curriculum presents a challenge for
teachers: to interrogate upon what hidden
values and assumptions our pedagogical
practices and content are built in order
to ensure that we are not tacitly rein-
forcing the status quo and the systems of
inequality that go hand-in-hand with it.
Or6n Semper & Blasco (2018: 491) put it
this way: “teachers must ask themselves,
and discuss with students, in what ways
the curriculum they teach represents the
dominant ideological interests in the so-
ciety in question, and how their institu-
tion legitimates these forms of knowl-
edge as ‘truths.” Thus, uncovering and
making explicit the hidden curriculum
is an important practice in which all
teachers must engage. However, I argue
that recognizing the power of a hidden
curriculum can also be an opportunity:
we can harness our hidden curricula to
send, instead, tacit messages of social
justice and equality.

When [ was first designing my curric-
ulum for the introductory linguistics
course, I realized that, by situating an
introduction to the field within the con-
text of standard language (in my case,

standard English), the hidden curricu-
lum messaging was SLI: the promotion
of standard English above other Englishes
and, thus, the promotion of people whose
dialects more closely resemble standard
English over people who dialects diverge
significantly from standard English. This
very recognition is what guided my de-
velopment of the SISE approach—I hy-
pothesized that, by substituting language
data from socially stigmatized English-
es in place of standard English, I could
send a different tacit message: that these
dialects are structurally patterned, le-
gitimate, and worthy of study (and, by
extension, that their speakers are also
legitimate and valuable).

By subverting the traditional hidden curricula in
our fields and courses, we have the opportunity to
show students—little-by-little, day-by-day—
that diversity is always already present and that
working toward equity is 3 responsibility that

In line with this example, I propose that
teachers can subvert traditional hidden
curricula and harness the concept of a hid-
den curriculum, making “small” changes
in order to integrate themes of social
justice into their courses. Importantly,
this work must be done with great care
and must be supported by research-based
practices. Martin (1976: 141) implores
teachers to “return to the scene of our
interventions to make sure we have not
done more harm than good. There is no
guarantee that, when we change an ed-
ucational setting so as to do away with
a portion of its hidden curriculum we
find abhorrent, we will succeed; indeed, if
we are not careful, the changes we make
can generate the very learning states we
are trying to banish or, for that matter,
ones even more unsavory.” In the case of
my development of the SISE approach,
through research, I became aware of the
potential for the curricular change I was
implementing to actually reinforce the
very inequities I was seeking to make
apparent and challenge. Margolin (2014:
4) explains that “white privilege pedagogy
operates in large part as an antiracist
cover, a sham that allows whites to have
their cake and eat it too by providing

should be shared by all.
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them the appearance of selflessness and
antiracism without requiring them to do
anything selfless or antiracist.” As a way
to avoid this potential outcome, I design
my courses to include opportunities for
students to enact what they are learning,
for example, by engaging in a conver-
sation partners program with students
whose linguistic backgrounds do not
match their own. [ also prompt students
to share what they have learned with
others and to reflect on the outcomes
of such conversations (Hercula, 2020).
Furthermore, I have dedicated myself to
the project of studying my own teaching
by engaging in research in the schol-
arship of teaching and learning, eval-
uating the outcomes of my curricular
interventions systematically. This kind
of systematic interrogation and study of
our teaching should be a key part of our
craft, particularly as we seek to imple-
ment social-justice-oriented approaches,
in order to evaluate the effectiveness of
the curricular changes we design and to
guide future adjustments.

The Impact of Social-Justice-
Oriented Teaching

Ultimately, in making these kinds of
changes to our curricular designs and
pedagogical practices, the most important
question we should consider is whether
our changes will promote transfer. Does
the social-justice-oriented content we
incorporate into our courses stay with
our students as they engage in future
coursework and, more importantly, as
they live their lives and interact with
others in non-academic contexts? After
all, if our goal is to work toward greater
equity for all—by improving the attitudes
of each of our students, one-by-one—it
is imperative that the lessons they learn
in our classes are carried forward to im-
pact their future values, perspectives,
and behaviors. Furthermore, we want
them to share these lessons with others,
promoting the spread of tolerance, an
appreciation for diversity, and a drive to
work toward equity.

As a part of my research on the effective-
ness of the SISE approach, I conducted a
longitudinal study on the long-term im-
pact of the SISE approach on my former
students. The results of the study show
positive trends in terms of students’ re-
tention of what they learned and their
ongoing commitment to intervening in

systems of linguistic inequality (Hercula,
2020: 142-160). Here, I wish to share a
more recent example of this long-term
impact.

A couple of months ago, as I was in the
process of preparing the outline for this
article, I received an email from a for-
mer student. She had taken three of my
courses as a part of her undergraduate
degree—one that explicitly utilized the
SISE approach—the last of which had
ended more than two years before I re-
ceived her email. She wrote the following
(reproduced here with her permission):

Hil T am watching a new Netflix
movie, an adaptation of “The Boys
in the Band,” and literally had to
pause it and contact you. Considering
that part of the plot is a straight
friend showing up to a (closeted to
him) gay friend’s dinner party, there
is plenty of code switching. But I
just saw a scene where one of the
black characters calls his childhood
home. Since this is set in the 70s, it
means the house his mother worked
in as the “Help.” His name is Michael
Benjamin [Washington), I looked it
up because it is the most beautiful,
heartbreaking and perfectly executed
code switch...It ebbs and flows as he
maintains control of his emotions...It
is a brilliant piece of acting that rep-
resents the *constant* acting Black
people must perform in white society.
[ellipses in original]

I was thrilled receive this email—as are
all instructors when we see examples of
the impact of our teaching. I was par-
ticularly excited that the student still
remembers some of the concepts we had
discussed (e.g. code switching) and that
her analysis of the scene is connected not
just to the linguistic practices themselves
but also to the impact of those practices
on the lives of those who enact them. Her
final point shows that she has retained
an understanding of the “linguistic push-
pull” (Smitherman, 2000: 146) certain
speakers are forced to contend with in
their daily interactions and the unfair
burden placed on them to change how
they speak—and thus who they are—in
order to be perceived positively within
the dominant culture. Ultimately, I view
this email as an example of the poten-
tial positive impact of the integration of
themes of social justice into our cours-



es, as this student shows that linguistic
(in)equality and its impact on people of
color is still resonating for her during
her life beyond college, providing a lens
through which she is observing the world
around her.

Conclusion

In this article, I have sought to advocate
for carefully designing, implementing,
and studying the impact of social-jus-
tice-oriented “hidden” curricula within
our course designs, particularly those
that address linguistic inequality. This
practice will look different from disci-
pline to discipline and course to course,
but I argue that there is room in all cours-
es and fields at all levels to engage in
this kind of work. In second language
teaching, for example, an instructor
might consider how to incorporate lan-
guage variation and socially stigmatized
dialects as they teach particular forms
in the target language. A mathematics
teacher might consider the language fea-
tures of their application problems: are
diverse people and scenarios depicted?
Literature and history instructors might
consider the level of diversity present in
the texts they choose for their students
to analyze, and moreover, whether their
students are aware of contributions to
their fields by people who are not White,
male, straight, cisgender, or linguistically
privileged, for example.

The beauty of this method is that it is
“small”: it doesn’t require adding more
into an already packed syllabus or course
but, rather, requires creativity in adapting
an existing curricular plan in order to
integrate social-justice-oriented themes
into the background of the content. I
invite you to consider how you might
implement such an approach in your
courses and with your students. First,
consider what constitutes the current
hidden curriculum in your courses and
whose interests it serves. Then, consider
how you can harness the power of the
hidden curriculum, modifying its pres-
ence in order to send tacit messaging
that promotes equity and inclusion. By
subverting the traditional hidden cur-
ricula in our fields and courses, we have
the opportunity to show students—lit-
tle-by-little, day-by-day—that diversity
is always already present and that work-
ing toward equity is a responsibility that
should be shared by all.

References

Alim, H. S. (2007). Critical hip-hop language
pedagogies: Combat, consciousness, and the
cultural politics of communication. Journal of
Language, Identity, and Education, 6(2),161-176.

Alim, H.S., & Smitherman, G. (2012). Articulate
while Black: Barack Obama, language, and race
in the U.S. New York: Oxford University Press.

Apple, M. W. (2013). Knowledge, power, and
education: The selected works of Michael W.
Apple. New York: Routledge.

Baugh, J. (2000). Beyond Ebonics: Linguistic
pride and racial prejudice. New York: Oxford
University Press.

Delpit, L. (2006). Other people’s children:
Cultural conflict in the classroom. New York:
The New Press.

Elliot, D. L., Baumfield, V., Reid, K., & Makara,
K.A. (2016). Hidden treasure: Successful
international doctoral students who found
and harnessed the hidden curriculum. Oxford
Review of Education, 42(6), 733-748.

Graham, H. W. (Writer), § Johnson, C.
(Director). (2018, July 27). Double trouble
(Season 6, Episode 12) [TV series episode]. In
Kohan, |, Friedman, L, Hess, S, Herrmann, T,
Vinnecour, L, Tannenbaum, N. K, & Burley, M.
A. (Executive Producers), Orange is the new
black. Tilted Productions, Lionsgate Television.

Green, L. ). (2002). African American English: A
linguistic introduction. Cambridge: Cambridge
University Press.

Hercula, S. E. (2020). Fostering linguistic
equality: The SISE approach to the introductory
linguistics course. Cham, Switzerland: Palgrave
Macmillan.

Hudley, A. H. C., & Mallinson, C. (2011).
Understanding English language variation in
U.S. schools. New York: Teachers College Press.

Lippi-Green, R. (2012). English with an accent:
Language, ideology, and discrimination in

the United States, 2nd edition. New York:
Routledge.

Martin, J. R. (1976). What should we do with
a hidden curriculum when we find one?
Curriculum Inquiry, 6(2),135-151.

Margolin, L. (2015). Unpacking the invisible
knapsack: The invention of white privilege
pedagogy. Cogent Social Sciences, 1,1-S.

McBee Orzulak, M. . (2015). Disinviting deficit
ideologies: Beyond “that's standard,” “that's
racist,” and "that’s your mother tongue.”
Research in the Teaching of English, 50(2),
176-138.

Orén Semper, ). V., & Blasco, M. (2018).
Revealing the hidden curriculum in higher
education. Studies in Philosophy and
Education, 37, 481-498.

Reaser, )., Temple Adger, C., Wolfram, W.,

§ Christian, D. (2017). Dialects at school:
Educating linguistically diverse students. New
York: Routledge.

Rickford, J. R., & King, S. (2016). Language and
linguistics on trial: Hearing Rachel Jeantel (and
other vernacular speakers) in the courtroom
and beyond. Language, 92(4), 948-988.

Rickford, J. R., & Rickford, R.}. (2000). Spoken
soul: The story of Black English. New York, NY:
John Wiley & Sons, Inc.

Siegel, J. (2006). Language ideologies and
the education of speakers of marginalized
language varieties: Adopting a critical
awareness approach. Linguistics and
Education, 17,157-174.

Smitherman, G. (2000). Talkin that talk:
Language, culture and education in African
America. London: Routledge.

Wolfram, W., Temple Adger, C., § Christian, D.
(1999). Dialects in schools and communities.
Mahwah, NJ: Lawrence Erlbaum Associates.

12021 tema BABYLONIA |23



ELT AND SOCIAL JUSTICE [N MULTILINGUAL
CLASSROOMS

Eine grosse padagogische und politische Herausforderung besteht darin, sicherzu-
stellen, dass die Rechte aller Schulkinder respektiert werden und die kulturellen,
sprachlichen und wirtschaftlichen Ressourcen eine Nation maximiert werden. Dies
ist heute in Indien umso relevanter, da trotz unseres Anspruchs auf Mehrsprachig-
keit und Erhalt der Sprachen viele Sprachen in Gefahr oder sogar verschwunden sind
— wobei der Verlust einer Sprache gleichbedeutend ist mit dem Verlust einer ganzen
Kultur. Wiinschenswert ist im schulischen Kontext eine engere Verbindung der Hei-
matsprachen mit der Schulsprache, um so mehr Sprachen im Unterricht zu beriick-
sichtigen und zu fordern. Dabei soll Englisch nicht fiir eine ‘westliche Perspektive’
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stehen, sondern den lokalen Kontext widerspiegeln.

Context

Social justice in education is both a pro-
cess and a goal which cannot be achieved
unless there is equal participation of all
groups in society. In the Indian context,
multilinguality and diverse socio-eco-
nomic contexts are realities that any Eng-
lish language classroom needs to accom-
modate to foster and maintain inclusion
and consequently social justice. India
has witnessed the suppression of many
‘tongues’ owing to colonial attitudes to
education. Regional and indigenous lan-
guages were shunned in favour of the
international lingua franca i.e. English.
In fact, during the modern period most
nations strove to become monolingual
while regional or native languages were
marginalized and neglected. Further-
more, the pervasiveness of monolingual
instructional practices precipitated loss
of many subcultures. Nested within this
was the now demonized grammar/trans-
lation method (Creese & Blackledge, 2010,
p- 105) which aimed at bringing students’
L1 into the classroom as a footstool to the
L2. Till date, foreign language education
skews away from modeling instruction

after the organic, dynamic mix of lan-
guages that characterizes multilingual
speakers since it “traces the language
practices of a monolingual individual,
simply by multiplying them by two,”
and fails to portray “the communicative
complexity of the 21st century,” within
which “the concept of a first and a sec-
ond language has also begun to unravel”
(Skutnabb-Kangas, 2009, pp. 142-143).

It is in this context that educational
policies play an important role in creating
public awareness and consensus about
the approach that English does not stand
alone and needs to find its place among
other Indian languages. In the following
sections I will discuss how aspirational
demands from stakeholders (parents and
communities) and questions of upward
mobility can be met while catering to
diverse social structures. This will be
done via a framework of policy analysis
followed by discussion of primary
research findings. The effectiveness of
translanguaging as a pedagogical process
to bolster social justice will also be
examined.




Language Education Policies in
India and the demands of the
polity

With shrinking distances and opening
up of global economies, there has been
a consistent demand and political pres-
sure to open English medium schools in
India. English is undeniably seen as a
language of mobility and upward move-
ment. While newly independent India
progressed under the shadow of a colonial
hangover, postcolonial commentary and
movements for social development rein-
troduced the importance of local language
and expression. Communication for
change initiatives often required policy
makers, communication specialists, and
non-governmental actors to tap into the
diverse linguistic and social traditions
of the country. For a country with over
19,500 dialects the promotion of English
at the cost of other languages was deemed
counterintuitive. The 21st century’s clar-
ion call for economic progress and social
change also meant that classrooms had to
become more representative and teach-
ers/educators had to become more cog-
nisant of the diverse contexts and needs
of their learners. The national agenda of
optimising national resources meant that
cultural and linguistic assets were also
revitalised. Rights of communities could
be realised through education and this is
where language-educators began to play
a crucial and demanding role.

The education policy of 1968 examined
the proposal of development of languag-
es in the light of safeguarding regional
and indigenous languages. The document
states, “..the energetic development of
Indian Languages and literature is a
sine qua non for educational and cultur-
al development. Unless this is done, the
creative energies of the people will not
be released, standards of education will
not improve, knowledge will not spread
to the people and the gulf between the
intelligentsia and masses will remain if
not widen further.” (National Policy on
Education, 1968, p. 3) This is followed by
a directive that just as regional languages
function as the media of education in
school education, so should be the case
at the collegiate and university levels.
The 1968 policy also takes cognizance of
the importance of learning English in a
globalizing world. “World knowledge is
growing at a tremendous pace, especially
in science and technology. India must not

only keep up this growth but should also
make her own significant contribution
to it. For this purpose, study of English
deserves to be specially strengthened.”
(ibid.:4)

Social justice in education is both a process and
a goal which cannot be achieved unless there is
equal participation of all groups in society.

To address these needs, the 1968 policy
recommended the Three-Language Formula
wherein ELT was aligned with teaching
of Indian languages. Students would learn
English as well as two other languages
(regional and mother tongue or region-
al and foreign/non-English like French,
German, etc.). While this seemed good
on paper, the formula soon ran into prac-
tical issues such as lack of teacher pre-
paredness and proficiency in all chosen
languages. In some cases where students
opted for indigenous languages no teach-
ers could be found! The three-language
formula was a strategy to promote mul-
tilingualism and national harmony but
could not be followed both in letter and
spirit. Interim policies like the Nation-
al Policy on Education of 1986 had also
reiterated the need to provide language
education in local tongues. “The Con-
stitution of India recognizes, in respect
of linguistic minorities, the desirabili-
ty of providing instruction through the
mother tongue for the first five years of
education (Article 350-A). Every effort i,
therefore, required to implement this ob-
ligation, although a number of difficulties
are likely to be encountered - administra-
tive and financial feasibility of providing
instructional facilities through a variety
of mother tongues, difficulty to use some
tribal languages as media of education
etc. in the context of these difficulties,
switch over to a modern Indian/regional
language has to be ensured as early as
possible. (National Policy on Education,
1986, p. 94)

The Programme of Action (1992) elab-
orated upon this focus by emphasizing
relevance, flexibility and quality. Accord-
ing to article 350A of our Constitution,
“it shall be the endeavour of every State
and of every local authority within the
State to provide adequate facilities for
instruction in the mother-tongue at the
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primary stage of education to children
belonging to linguistic minority groups”
(National Curriculum Framework, 2005:
37). The 8th Schedule of the Indian Con-
stitution uses the general designation
- ‘Languages’. The fact that its number
has grown from 14 to 22 in about fifty
years bears testimony to its open nature.
It appears that any language spoken in
this country could legitimately be a part
of the 8th Schedule and has to be the
medium of instruction in that region.
It is the provision under article 350A
that has enabled the number to grow to
the current figure of 47. In many cases
the script may be common (like Hindji,
Haryanvi, Rajasthani are written in the
Devanagiri script) but the expression and
grammar are unique. The Constitution
of India viewed linguistic diversity as a
reflection of the ‘composite nature’ of In-
dian culture and of its pluralism. Keeping
the multilingual situation in view, Hindi
was not declared as a national language
but as an official language with the idea
that it will be further enriched by other
Indian languages and vice-versa; Eng-
lish was designated an associate official
language because it was a window to
the world.

Classrooms are microcosms of larger social
structures and ensure greater participation for
minority voices and cultures helps pave the way

for social justice.
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As a result, the National Curriculum
Framework 2005 called for a renewed
effort to implement the three-language
formula, emphasizing the recognition of
children’s home language(s) or moth-
er tongue(s) including indigenous lan-
guages. The National Education Policy
(NEP) 2020 also states, “teachers will be
encouraged to use a bilingual approach,
including bilingual teaching-learning
materials, with those students whose
home language may be different from
the medium of instruction. All languages
will be taught with high quality to all
students; a language does not need to
be the medium of instruction for it to
be taught and learned well. (NEP, 2020:
4.11) However, implementation continues
to be a thorny issue.

Multilingualism as a resource
for social justice

The National Focus Group on Teaching
of Indian Languages 2006 observed that
merely 47 languages are used as the
medium of instruction in India at the
time despite claims to multilingualism
and maintenance. According to the 2001
Language Census, “the 6,661 raw returns
[of mother tongues] were subjected to
thorough linguistic scrutiny, edit and
rationalization. This resulted in 1635
rationalized mother tongues and 1957
names which were treated as ‘unclas-
sified’ and relegated to ‘other’ mother
tongue category. The 1635 rationalized
mother tongues were further classified
following the usual linguistic methods
for rational grouping based on available
linguistic information. Thus, an inven-
tory of classified mother tongues re-
turned by 10,000 or more speakers are
grouped under appropriate languages at
the all- India level, wherever possible,
has been prepared for final presentation
of the 2001 mother tongue data. The total
number of languages arrived at is 122.”
(Census of India, 2001) In spite of this
enormous diversity, several linguistic and
cultural elements bind India into one
linguistic and sociolinguistic area. Indeed,
very often genetically unrelated and ge-
ographically separated languages share a
common grammar of culture articulated
through language.

Our education system has not been able
to take advantage of grassroots multi-
lingualism i.e. to be able to use the in-
digenous languages as the medium of
instruction and bring in the context and
experiences of the learners as part of
the schooling. Children from indigenous
communities often face difficulties as
they have to start schooling in the dom-
inant language of the region. Speakers
of variants of a major language also do
not find representation in the classroom.
There are also regions like the North-East
of India where the State has had to adopt
English as the language of instruction in
the absence of a regional language. This
is because the many indigenous tribes
have their own languages but no script.
The loss of a language is equivalent to the
loss of an entire culture in itself. For ex-
ample, the Andaman and Nicobar Islands
off mainland India are home to speakers
of near extinct Great Andamanese lan-
guages. Among these the last speaker of



the Bo tribe, a woman named Boa died in
2010. So, even though the language has
been archived by way of interviews with
her none speaks the original language.
Researchers have shown that we need to
understand the potential of multilingual-
ism in an English classroom by building
on the ways that local communities use
multilingualism to address power rela-
tionships inherent in local-global con-
figurations. Krashen (1985) observes that
“the use of languages in the classroom
can be done in such a way language, using
the first language to provide background
information [...] the mother tongue need
not be an interloper but a resource” (21).
The Position Paper on Teaching of Indian
Languages (2006) states that languages,
in fact, flourish in each other’s company
and inclusion in an ELT classroom can
provide impetus to endangered speech
communities to consciously strive to-
ward maintaining and advocating for
their linguistic heritage. Minor, minor-
ity, and indigenous languages can be
accorded due space when, “..the aim of
English language teaching is the creation
of multilinguals who can enrich all our
languages” (NCF, 2005, p. 39)

The pedagogical shift toward multilin-
gualism as a resource also emerges from
the empathic understanding that, “Eng-
lish language does not stand alone and
needs to find its place along with other
Indian languages. Every possible effort
should be made to build bridges between
the languages of home, peer group and
neighborhood languages on the one hand
and school on the other” (National Focus
Group on Teaching of English, 2005, p.
3). Therefore, English is not to be con-
textualized in a Western ambience but is
to be taught through a contextually-rich,
local perspective.

Multilingualism mandates that ELT caters
to students from diverse social structures
by creating space for the coexistence of
languages. Classrooms are microcosms
of larger social structures and ensure
greater participation for minority voices
and cultures helps pave the way for so-
cial justice. The primary goals of ELT are
that learners are able to use language for
meaningful communication and for high-
er knowledge i.e. literacy. A multilingual
perspective also addresses concerns of
language and culture, using the pedagog-
ical principle of moving from the known
to the unknown, local to global, familiar

to unfamiliar. An input rich communi-
cational curriculum helps lay a strong
foundation for second language learning.
In this regard the question of accom-
modating oral literature alongside the
framework of canonized written texts
has also been taken up. Orality cannot be
dismissed as a casual utterance. “A vast
number of Indian languages have yet re-
mained only spoken, with the result that
literary compositions in these languages
are not considered literature. They are a
feat for the folklorist, anthropologist and
linguist, but, to a literary critic, they gen-
erally mean nothing [..] The wealth and
variety of these works is so enormous
that one discovers their neglect with a
sense of pure shame.” (Devy, 2005, p. 12)
As a national level coordinator/ mem-
ber textbook writing team, I have been
able to witness firsthand the emphatic
shift away from the canon in textual
materials for ELT. Efforts have been made
to represent different genres and regis-
ters across the various stages of ELT by
way of translated texts as well as In-
dian writing in English. There is also
a fair representation of Indian authors
and translated texts. For example, poetry
and prose by Bengali and English writ-
er Nobel Laureate Rabindranath Tagore,
modern Hindi writer Premchand, Urdu
film writer and novelist A. K. Abbas,
Tamil poet and journalist Subramania
Bharati, Indian English poet and Malay-
alam writer Kamala Das to name a few.
Even the illustrations accompanying the
texts represent the India’s multicultural
ethos and art heritage.

Figure T: Illustrations from Tribal Verse' from
Woven Words (Class XI), NCERT, New Delhi

Figure 2: lllustration from ‘Bholi’ from Footprints
Without Feet (Class X), NCERT, New Delhi
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1 AStudy on the Teaching of English in
Government Schools at the Primary Level in
India was a research under the aegis of the
Ministry of Human Resource and Develop-
ment. The aim of the study was to find out
how English is taught in classes where it
has been introduced in grade 1as opposed
to later classes like grade 3 in the states
of Gujarat, Nagaland, Orissa, Uttar Pradesh,
Maharashtra, Jammu & Kashmir, Tamil Nadu,
and Chandigarh. The study involved content
analysis (structure, vocabulary, design,
diversity) of locally prescribed curriculum,
syllabi, textbooks and teacher manuals. The
study concluded that training and develop-
ment support by way of more workshops,
training, and best practice archives would
help bolster ELT across India.

2 The case study followed the principles of
action research to identify gaps in trans-
lating curricular goals in English language
classrooms. Pedagogical practices were
mapped using classroom observation
and in-depth interviews of teachers and
students. In the final phase of the study in-
terventions were designed to demonstrate
the effectiveness of translanguaging. Im-
provement in classroom talk and learning
outcomes were observed as a result of this.
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The pieces themselves are based on broad
themes listed in the national syllabus.
Taken from the immediate environment
of the learners to convey concepts such
as family, neighbourhood, environment,
sports, transport, food, books, the pieces
are relatable for the learners. Some even
use colloquial language like that used by
the students in their day-to-day life. The
heterogeneous character of Indian culture
is also amply reflected.

Translanguaging: Newer
practices and processes

Having conducted two studies titled
‘Study on the Teaching of English in
Govt. Schools at the Primary Level in
India’ (2011) in 1 Union Territory and
7 states' and ‘Pedagogical Processes in
English Language Teaching and Learn-
ing at Primary Stage in Nigam Pratibha
Girls' Primary School” (2014) in Delhi, I
found that teachers used translation as
a method of taking the students from L1
to L2. There was no usage of L2 in the
entire interaction and all inputs in Eng-
lish were only displayed for rote learning
purposes. This process was not proving to
be very productive and learning outcomes
did not meet curricular or student goals
either. On the other hand, translingual
practices “take us beyond the ugly and
simplistic labels of grammar-translation
versus communicative language teaching
that have reduced English to a language
used and taught only in its own presence”
(Pennycook, 2008, p. 30.7). The research
intervention of introducing bilingual
materials (Hindi-English), trilingual dic-
tionaries (local language-Hindi-English/
Urdu-Hindi-English) and suggesting that
instructions and/or rubrics be explained
in the learners’ first language to enable
them to understand an activity before it
is conducted in English were carried out.
Classroom observation and teacher feed-
back showed that once learners began un-
derstanding English, use of their mother
tongue could gradually be reduced by the
teachers too (Position Paper on Teaching
of English, 2006:12).

With this pedagogical design, not only
did the learners’ rich and diverse linguis-
tic skills become part of what was earlier
an alienating and intimidating classroom,
but the teachers were effectively able to
capture the idea that languages are not
dissimilar. Rather, we see an intermesh-
ing of languages in authentic contexts.

Translanguaging encourages empathy
and understanding toward differences
in languages and communicative rep-
ertoires. Some other exemplar material
included activities designed to bridge the
gap between the mother/ home tongue
of the child and English. For example:

+  Asking learners to think of/collect
songs or poems in their language
that talks of the theme of the les-
son being taught. Understanding the
idea and vocabulary from there and
thereafter moving to English.

+  Organizing learners into groups
and asking them to find equivalent
words or phrases to a given phrase
from their: home language, neigh-
bourhood language, town/city lan-
guage and school language.

+  Asking learners to give examples
from their context and appreciat-
ing that these examples extend the
scope of the curriculum.

So, while multilingualism helped estab-
lish the necessity of dialoguing with lan-
guages, translanguaging becomes the via
media. All teachers need to work together
for an integrative approach to language
and linguistic terms; words to be used in
other subject areas for reinforcement can
be worked out.

Translanguaging is then a “responsible
communicative practice that offers com-
municative and educational possibilities
to all [..] speakers are seen to occupy
different points in the bilingual continua
instead of starting from a monolingual
totality” (Skutnabb-Kangas, 2009, p. 148).
It accommodates multiple socio-cultur-
al contexts, issues pertaining to gender
equality, linguistic competencies, and fos-
ters critical inquiry. English is, therefore,
no longer a colonial language per se but a
global language in a multilingual milieu.
“In fact, ELT relates easily and fruitfully
to developing social justice because it
has the scope to foster independence of
thought, sensitivity to others’ well-being
and feelings, and creativity and flexibility
in responding to new situations, besides
ensuring language acquisition. Further,
language in itself cuts across the curric-
ulum and is a means for expression of
self, maintaining culture, and providing
context” (Kapur, 2015, p. 180).



Summing up

Social justice in education is concerned
with providing equitable and quality edu-
cation for all students. Creating space for
learners’ own languages in the process
of English language teaching increases
the scope for wider communication. At
the same time, the growing interest in
the maintenance and revival of many
minority languages among their speakers
provides an additional impetus for mak-
ing ELT classrooms inclusive. A language
classroom can be an excellent reference
point for familiarizing students with
our rich culture and heritage as well as
aspects of contemporary life. There lies
a lot of scope in making students sen-
sitive towards their surroundings, their
neighbors, and their nation. I would like
to leave the reader with some food for
thought — from your perspective what
might speak in favor of including mul-
tilingual/regional texts in the class-
room? What challenges might you have
to overcome? How would you negotiate
for greater representation in the class-
room? In the words of Lella Gandini, “All
children have preparedness, potential, cu-
riosity and interest in constructing their
learning, in engaging in social interaction
and in negotiating with everything the
environment brings to them” (1993, p. 5).
We only need to harness this to make the
world kinder and just.

Questions for thought
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1. The author states that “English is not to be contextualized in a Western ambience but is to be taught through a contextually-rich, local

perspective.” From your perspective or the perspective of the country you are in, what might speak in favor of including local contexts in ELT?

What conflicts might you see in doing this? What are the advantages of doing a reader’s theater with a class? Discuss what a good choice

of theater can bring, how you would organize the work, and what you could imagine some conversations would look like during practice

sessions.

Often, an “English-only” or “local language for grammar” approach is promoted in Swiss schools. Can the research from India, e.g. “The

research intervention of introducing bilingual materials (Hindi-English), trilingual dictionaries (local language-Hindi-English/Urdu-Hindi-

English) and suggesting that instructions and/or rubrics be explained in the learners' first language to enable them to understand an activity

before it is conducted in English were carried out” be applied to the central-European situation?
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SOCIAL JUSTICE DURCH DIE ERFORSCHUNG voN
LINGUISTIC LANDSCAPE

En il center da la Social Justice tras ina furmaziun plurilingua stattan la politica da
linguas d'in pajais, ierarchias linguisticas ed il diever linguistic (Skutnabb-Kangas et
al. 2009; Piller, 2016). La furmaziun plurilingua pussibilitescha tant la promoziun da
las cumpetenzas plurilinguas da las scolaras e dals scolars sco er I'occupaziun critica
cun las tematicas menziunadas sura. En il rom dal project pratic da la Scola auta

da pedagogia da Schaffusa «Sprachland - Férderung der Mehrsprachigkeit durch
Linguistic Landscape», promovi da I'Uffizi federal da cultura, scuvran ils scolars e

las scolaras la cuntrada linguistic-semiotica e sonora da lur spazi da viver. Linguistic
Landscape (LL) s'occupa dals segns linguistics e semiotics visibels en il spazi public e
fa dumondas davart il diever da las linguas e davart la politica linguistica dal lieu da
retschertga resp. d'in quartier da citad determina (Landry & Bourhis, 1997). Il project
prenda en mira da promover las linguas da famiglia e la plurilinguitad individuala da
las scolaras e dals scolars e da pussibilitar ina stretga collavuraziun tranter ils par-
ticipads al project. En pli vul il project trair a niz ils potenzials da LL sco instrument
didactic e render pussaivel il diever da quel per ina furmaziun linguistica che tegna

@ Edina Krompak |
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Sprache und Identitdt sowie Linguistic
Landscape im Bildungskontext.
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quint da las circumstanzas socialas.

Einleitung

Sprache bildet einen bedeutenden Teil der
Identitdt. Individuen werden nach ihrem
Wortschatz, ihrem Sprachgebrauch und
Akzent einer bestimmten sprachlichen
und soziokulturellen Gruppe zugeord-
net. Hiufig wird allerdings die eindeu-
tige Zuordnung erschwert, insbesondere
bei denjenigen, die sich gleichzeitig in
mehreren Sprachen und dialektalen Va-
rietdten bewegen. Es entstehen multiple
sprachliche Identitdten, die sich durch
die flexible Verwendung von lokalen,
regionalen und nationalen sprachlichen
Varietdten auszeichnen (vgl. Horner &
Weber, 2018: 117-119), deren Ausdruck
jedoch durch die herrschende sprach-
liche Hierarchie beeintrdchtigt werden
kann. Jedes Individuum hat das Recht,
in seiner (mehr-)sprachigen Identitét
wahrgenommen und wertgeschdtzt zu
werden, unabhéingig von den jeweiligen
sprachlichen Hierarchien. Dieser Beitrag
geht den Fragen nach, welche Rolle Social
Justice in der Forderung von Mehrspra-
chigkeit spielt und wie die Schule durch

ein Praxisprojekt zur sprachlichen Ge-
rechtigkeit beitragen kann. Nach einer
kurzen theoretischen Einfiilhrung von
Social Justice und Linguistic Landscape
(LL) wird das Praxisprojekt «Sprachland
— Férderung der Mehrsprachigkeit durch
Linguistic Landscape» der Padagogischen
Hochschule Schaffhausen und dessen ers-
te Ergebnisse vorgestellt. Anschliessend
werden die Erkenntnisse des Projekts im
Hinblick auf Social Justice zusammen-
gefasst.

Social Justice in der Forderung
von Mehrsprachigkeit

Im Mittelpunkt des Diskurses iiber Soci-
al Justice in sprachlich diversen Gesell-
schaften steht die kritische Betrachtung
der Sprachenpolitik, der Sprachenrechte,
Sprachenhierarchien und des Sprachge-
brauchs eines Landes bzw. Ortes (Skut-
nabb-Kangas et al. 2009; Piller, 2016).
Dabei entstehen Fragen nach der Art und
Weise, wie sprachliche Diversitdt die Ge-
sellschaft auf verschiedenen Ebenen be-




einflusst, wie Sprachkompetenz die so-
ziale Partizipation ermdglicht und wie
Sprache auch zu Ungleichheiten fiihren
kann (Piller, 2016: 2). In diesem Artikel
wird auf drei Aspekte im Bildungskon-
text eingegangen, die das Verhéltnis von
Social Justice und Sprache besonders ver-
deutlichen: mehrsprachige Gesellschaft
versus monolinguale Schule (1), offene
und verdeckte Sprachenpolitik der Schule
(2) und schulische Integration der Fami-
liensprachen (3).

Mehrsprachige Gesellschaft versus mono-
linguale Schule

Die post-modernen Gesellschaften zeich-
nen sich durch super-diversity (Vertovec,
2007) aus, die durch die zunehmende
Migration und deren Komplexitét bedingt
ist und sich in den damit zusammenhan-
genden gesellschaftlichen Prozessen dus-
sert. Die durch Migration verursachten
Verdnderungen spiegeln sich in Schwei-
zer Bildungsinstitutionen, insbesondere
in der sprachlich-kulturell heterogenen
Schiilerschaft und deren Mehrsprachig-
keit wider. Wahrend gesellschaftliche
Mehrsprachigkeit, die neben den offi-
ziellen Sprachen der Schweiz auch die
Migrantensprachen einbezieht, auf vielen
Ebenen immer deutlicher zum Ausdruck
kommt, zeichnet sich die Schule noch
immer durch die Dominanz einer be-
stimmten Sprache aus. Das Konzept des
monolingualen Habitus (Gogolin, 1994) oder
des monolingual mindset (Clyne, 2005) eig-
net sich, sowohl die Kluft zwischen der
mehrsprachigen Gesellschaft und der ein-
sprachigen Schule in Deutschland (Gogo-
lin, 1994), als auch die Idealisierung des
Englischen als lingua franca im plurilingu-
alen Australien (Clyne, 2005) kritisch zu
betrachten. Obwohl die Mehrsprachigkeit
einen festen Platz im Schweizer Lehrplan
21 erhielt, «Zur vielsprachigen Schweiz
gehoren auch zahlreiche Mundarten, die
vier Landessprachen und weitere Erst-
sprachen (Herkunftssprachen)» (D-EDK,
2010-2014), existieren erst wenige
theoriebasierte sowie didaktische An-
sdtze der Mehrsprachigkeitsforderung
(Berthele, 2010; Cathomas, 2006; 2015;
Schader, 2012). Dariiber hinaus mangelt
es mit wenigen Ausnahmen (Lambelet &
Mauron 2016) an wissenschaftlich fun-
dierten Empfehlungen fiir den Einsatz der
Mehrsprachigkeit in unterschiedlichen
Fichern. Folglich ist es den Lehrpersonen
iiberlassen, inwieweit sie dem monolin-
gualen Habitus der Schule entgegenwir-

ken und die individuelle mehrsprachige
Kompetenz in allen Fichern, sowohl bei
der Aufgabenstellung als auch bei der
Leistungsbeurteilung berticksichtigen.

Jedes Individuum hat das Recht, in seiner
(mehr-)sprachigen Identitat wahrgenommen und
wertgeschatzt 2u werden, unabhangig von den
jeweiligen sprachlichen Hierarchien.

Offene und verdeckte Sprachenpolitik der
Schule

Unter offener Sprachenpolitik (overt lan-
guage policy) werden die gesetzlich fest-
gelegten expliziten, den Sprachgebrauch
betreffenden Regelungen verstanden. Im
Gegensatz dazu bezeichnet die verdeckte
Sprachenpolitik (covert language policy) die
nicht offensichtlichen impliziten Regeln,
mittels derer der tagtdgliche, hauptséch-
lich miindliche Sprachgebrauch innerhalb
einer Institution oder einer Gemeinschaft
gesteuert und kontrolliert wird (Shohamy,
2006). Dementsprechend offenbart sich
die offene Sprachenpolitik der Deutsch-
schweizer Schule im gesetzlich festgeleg-
ten Standarddeutschen, das die offizielle
Sprache der Bildungsinstitutionen in der
Deutschschweiz darstellt («Die Unter-
richtssprache ist je nach Sprachgebiet
Deutsch, Franzosisch, Italienisch oder
Rétoromanisch, wobei die romanisch-
sprachigen Gemeinden eine besondere
Situation kennen»)." Weitere Sprachen
und dialektale Varietdten werden ent-
weder als Schulsprachen oder Wahlfi-
cher gelernt und gelehrt. Die verdeckte
Sprachenpolitik in der Schule dussert sich
darin, dass abweichend von der offenen
Sprachenpolitik implizite sprachliche Re-
gelungen gelten, die bestimmte Sprachen
im Unterricht bevorzugen, bzw. nicht
zulassen. Diese verdeckten sprachlichen
Regelungen konnen sich auf den Anteil
des Schweizerdeutschen oder der Mig-
rantensprachen im Unterricht beziehen.
Dadurch wird meist unbewusst zwischen
den fiir die Bildungsselektion relevanten
und weniger relevanten Sprachen unter-
schieden, womit explizite und implizite
Sprachenhierarchien konstruiert werden.
Schon friih verinnerlichen die Lernenden
diese ungeschriebenen sprachlichen Re-
geln und trennen dementsprechend ihre
sprachlichen Welten (Krompak, 2014).

1 https;//www.edk.ch
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Obwohl die Familiensprachen einen
integrativen Bestandteil der individuellen und
gesellschaftlichen Mehrsprachigkeit bilden,
ist der herkunftssprachliche Unterricht einem
standigen Legitimationsdruck ausqesetzt

(Krompak, 2018).
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Schulische Integration der Familienspra-
chen

Wihrend die im Art. 4 der Verfassung
verankerte Mehrsprachigkeit der Schweiz
(Bundesverfassung der Schweizerischen
Fidgenossenschaft 1999) im Bildungs-
wesen bewusst gefordert wird, findet die
schulische Integration der Familienspra-
chen lediglich am Rande statt.

Die Familiensprachen werden im Rah-
men der sogenannten HSK-Kurse (Kur-
se in heimatlicher Sprache und Kultur)
ausserhalb des Lehrplans angeboten. Im
Regelunterricht haben sie die vorrangige
Funktion, im Rahmen besonderer An-
ldsse die sprachliche Vielfalt zu zelebrie-
ren. Der herkunftssprachliche Unterricht
ringt nicht nur in der Schweiz, sondern
auch in anderen Landern um Anerken-
nung und Integration in die Bildungs-
landschaft (Krompak, 2017; Reich, 2017).
Obwohl die Familiensprachen einen in-
tegrativen Bestandteil der individuellen
und gesellschaftlichen Mehrsprachigkeit
bilden, ist der herkunftssprachliche Un-
terricht einem stdndigen Legitimations-
druck ausgesetzt (Krompak, 2018). Die
Argumentation fiir einen Ausbau der An-
gebote an herkunftssprachlichem Unter-
richt basiert vor allem auf der Annahme,
dass die Forderung der Familiensprache
die Entwicklung der Verkehrssprache be-
glinstige. Wahrend diese Hypothese im
wissenschaftlichen Diskurs mehrfach
kritisch thematisiert wurde (Berthele &
Lambelet, 2017; Krompak, 2017), bleiben
identitdtsbildende Aspekte der Familien-
sprache oft unbeachtet. Eine bewusste
und fortlaufende Beriicksichtigung der
Familiensprachen der Schiilerschaft er-
fordert die vertiefte Auseinandersetzung
der Lehrpersonen sowohl mit der sprach-
lichen Identitdt (Horner & Bellamy, 2016),
als auch mit den sprachlichen Phino-
menen und Konzepten der Mehrspra-
chigkeit wie code-switching (bewusster
und unbewusster Wechsel zwischen den

Sprachen) oder translanguaging (Garcia,
2009; Li, 2018). Ahnlich wie in der in-
tegrierten Mehrsprachigkeitsdidaktik
(Cathomas, 2006; 2015), die die strikte
Sprachentrennung ablehnt, werden die
Sprachen eines Individuums im Konzept
von Translanguaging als ein einziges
sprachliches Repertoire begriffen, ohne
sie zu hierarchisieren.

Wie bereits erwahnt, reduziert sich der
Umgang mit Mehrsprachigkeit im schu-
lischen Alltag haufig auf das Zelebrieren
der sprachlichen Diversitit, die sich in
bestimmten didaktischen Ritualen wie
dem Singen von Liedern in unterschied-
lichen Sprachen dussert (Panagiotopoulou
& Krompak, 2014). Dabei handelt es sich
um eine «ritualisierte Mehrsprachigkeit»
(Panagiotopoulou & Krompak, 2014) oder
ein «selektives Zelebrieren sprachlicher
Diversitdt» (Berthele, 2014; 2019), da
die tatsdchliche sprachliche Vielfalt im
Schulalltag kaum abgebildet werden
kann. Eine sozial gerechte sprachliche
Bildung erkennt Ein- und Mehrspra-
chigkeit als gleichwertige Realitdten an
(Berthele, 2019). Dies bedeutet die An-
erkennung aller Sprachen nicht nur auf
der Vorderbiihne (Goffman, 1959) in Form
des Zelebrierens der Mehrsprachigkeit in
ritualisierten Situationen, sondern auch
auf der Hinterbiihne des Lehrerinnen-
und Lehrerzimmers und auf dem Pau-
senhof. Diese Anerkennung auf der Hin-
terbithne zeigt sich in den sprachlichen
Einstellungen der Lehrpersonen und der
Schiilerschaft sowie in der Umsetzung
der offenen und verdeckten sprachlichen
Regelungen der Schule.

Uber die Férderung von Mehrsprachigkeit
kann Sprache, als universelles und daher
allen Menschen zugdngliches Phianomen,
eine zentrale Stellung fiir die Ermogli-
chung von Social Justice einnehmen.
Aus diesem Grund eignet sich das For-
schungsfeld von Linguistic Landscape
insbesondere fiir die bewusste Ausein-
andersetzung mit Sprache als sozialer
Praxis und multimodalem Phdnomen.
Durch die Untersuchung von Linguistic
Landscape werden Fragen zu den oben
diskutierten Aspekten von Social Jus-
tice wie der Diskrepanz zwischen der
mehrsprachigen Gesellschaft und der
monolingualen Schule (1), den offenen
und verdeckten sprachlichen Regelungen
der Schule (2) sowie der Sichtbarkeit und
Wertschdtzung der Familiensprachen im
Schulsystem (3) provoziert.



Linguistic Landscape

— Entdeckung eines
soziolinguistischen Feldes im
Unterricht

Linguistic Landscape, die Erforschung
der sprachlichen und semiotischen
Landschaft im 6ffentlichen Raum, findet
ihren Ursprung in der Soziolinguistik.
Der Untersuchungsgegenstand von LL
umfasst ein breites Feld von sichtbaren
sprachlichen und semiotischen Zeichen
wie Strassenschildern, Graffitis, Aufkle-
bern und Symbolen, aber auch akustische
Signale wie Kldnge und Interaktionen
zwischen Menschen (fir einen Uber-
blick iiber LL siehe Krompék, 2018). Die
Multimodalitdt von LL beinhaltet die Er-
forschung von gesprochener Sprache, wie
beispielsweise den Durchsagen am Bahn-
hof von Tokio als linguistic soundscape bei
Backhaus (2015) oder von menschlicher
Interaktion im 6ffentlichen Raum, die bei
Dovchin (2017) als linguascape bezeichnet
wird. Pennycook und Otsuji (2015) erwei-
tern die Multimodalitdt durch scentscape,
d.h. die Erforschung von Diiften und Ge-
rlichen. Zugleich nimmt das Forschungs-
interesse an LL im virtuellen Raum zu,
indem die dort stattfindende semiotische
und computerbasierte Kommunikation
untersucht wird (Androutsopoulos, 2014;
Jones, 2010; Biro, 2018; 2019).

Wihrend die fritheren LL-Arbeiten
auf die Reprdsentation von sichtbaren
Zeichen (signs) fokussierten (Landry &
Bourhis, 1997), gewann die semiotische
Landschaft (Jaworski & Thurlow, 2010)
sowie der geschichtliche und (sprachen-)
politische Hintergrund des Zeichens zu-
nehmend an Bedeutung (Blommaert,
2013). In den neueren Arbeiten steht
dementsprechend nicht nur das iso-
lierte Zeichen im Mittelpunkt des For-
schungsinteresses, sondern auch die
Interaktion zwischen dem Zeichen und
den Akteurinnen und Akteuren (users
of the space) (Krompak & Meyer, 2018).
In diesem Sinne untersuchen die For-
schenden neben den linguistischen und
semiotischen Merkmalen des Zeichens
auch die Rolle und die Bedeutung des
Zeichens in der jeweiligen Gesellschaft
sowie die unterschiedliche Wahrneh-
mung und Interpretation des Zeichens.
Wahrend LL in der Soziolinguistik bereits
breit erforscht ist, wurde das Feld erst in
den letzten Jahren fiir die Bildungsland-
schaft entdeckt (Hancock, 2012; Gorter,
2018; Krompék, 2018). Einerseits riickte

die sichtbare sprachliche Landschaft der
Schule als schoolscape (Brown, 2005; 2012;
Gorter & Cenoz, 2015; Szabé, 2015; Lai-
honen & Szabo, 2017) sowie der Raum
firs Lernen (learning space) ins Zent-
rum des Interesses (Krompak, Camilleri
Grima & Farrugia, 2020), andererseits
entstanden Projekte, die LL als padago-
gisches Tool insbesondere in der Sprach-
forderung einsetzten (Badstiibner-Kizik
& Janikova, 2018). Die transdisziplindre
und intersektionelle Betrachtung von
LL und Bildungswissenschaften wird
im Sammelband «Linguistic Landscapes
and Educational Spaces» vertieft ange-
gangen (Krompak, Fernindez-Mallat &
Meyer, under review).

Linquistic homescape umfasst sprachliche und
semiotische Zeichen sowie ihre Geschichten

im privaten Raum. Durch die Erschliessung der
Geschichte hinter den einzelnen Zeichen treten
bedeutende Elemente der sprachlichen Identitst
des jeweiligen Individuums hervor.

Praxisprojekt «Sprachland —
Forderung der Mehrsprachigkeit
durch Linguistic Landscape»

Das vom Bundesamt fiir Kultur geférderte
Praxisprojekt «Sprachland — Férderung
der Mehrsprachigkeit durch Linguistic
Landscape» (2019-2021) der Piddagogi-
schen Hochschule Schaffhausen (PHSH)
verfolgt das Ziel, die Familiensprachen
und die individuelle Mehrsprachigkeit
der Schiilerinnen und Schiiler zu férdern
sowie die Zusammenarbeit des multi-
professionellen Teams (HSK- und Klas-
senlehrpersonen sowie Dozierende und
Studierende) zu ermdglichen. Dariiber
hinaus sucht das Projekt die Potenzia-
le von LL als didaktischem Werkzeug
auszuschopfen und Méglichkeiten ihrer
Verwendung fiir die Entwicklung einer
sozial gerechten mehrsprachigen Bildung
zu erschliessen. Das Praxisprojekt besteht
aus zwei Projektphasen. Wahrend in der
ersten Phase Klassenprojekte entwickelt
und durchgefiihrt werden, fokussiert die
zweite Phase des Projekts auf die Disse-
mination der Ergebnisse in Form einer
interaktiven Website. Im Rahmen des
Projekts entstanden eine Masterarbeit
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als Begleitforschung (Wepfer, 2020), die
die didaktischen Méglichkeiten von LL
thematisierte sowie eine empirische
Untersuchung zur Erforschung von vi-
sual literacy (Krompdk, in Vorbereitung).

Erste Projektphase — Klassenprojekte

Basierend auf der Theorie von LL ent-
wickelten die Studierenden der PHSH in
Zusammenarbeit mit den Lehrpersonen
und Dozierenden Klassenprojekte, die sie
im Anschluss in zwei HSK-Klassen und in
zwei Regelklassen durchfiihrten.

Linguistic homescape-Projekte in den
HSK-Klassen

Die ersten beiden Klassenprojekte konn-
ten in einer russischen und einer chine-
sischen HSK-Klasse umgesetzt werden.
Im Zentrum stand die Erforschung der
sprachlichen Identitdt der Lernenden
durch die Dokumentation ihrer lingu-
istic homescape (Krompak, 2018). Lin-
guistic homescape umfasst sprachliche
und semiotische Zeichen sowie ihre
Geschichten im privaten Raum. Durch
die Erschliessung der Geschichte hinter
den einzelnen Zeichen treten bedeuten-
de Elemente der sprachlichen Identitdt
des jeweiligen Individuums hervor. Ein
grundlegender Aspekt bei der Erfassung
von linguistic homescape war die Partizi-
pation der teilnehmenden Schiilerinnen
und Schiiler. Sie konnten nicht nur die
fir sie relevanten sprachlichen Zeichen
selbst fotografieren, sondern ihre Wahl
sowie die Geschichte hinter den Zeichen
auch in den Foto-Elizitations-Interviews
(Holm, 2018) begriinden. Die fotografier-
ten Zeichen hatten teilweise einen engen
Bezug zum Herkunftsland der Eltern und
beinhalteten sowohl sprachliche als auch
semiotische Elemente der russischen und
chinesischen Sprache und Kultur, wie im
Falle des Gliicksbringers, der von einem
Kind aus der chinesischen HSK-Klasse
fotografiert wurde (Abbildung 1).

Héufig war die Auswahl der Kinder auf
den ersten Blick nicht sogleich nachvoll-
ziehbar, wie bei dem Foto einer Schii-
lerin, die ihre Katzen fotografierte. Im
Interview mit den Studierenden erzihl-
te sie aber die Geschichte hinter dem
«Zeichenx, die ihren Sprachgebrauch zu
Hause illustrierte (Exzerpt 1).

Exzerpt 1
(S: Studierende, G: Schiilerin)

S: Was hast du denn auf deinem Bild?

: Meine beiden Katzen.

S: Gut. Deine beiden Katzen sind drauf und
hat das jetzt irgendetwas noch mit ir-
gendwie Sprache zu tun, oder?

G: Die verstehen mich auch.

Ah, die verstehen dich!

G: Ja, wenn man Essen auf Russisch
sagt, weil ich zu Hause Russisch rede,
dann kommen sie. Und wenn ich auf
Russisch «komm zu mir» sage, dann

Q

v

kommen sie manchmal zu mir, weil sie
mich zu Hause sehr lieben.

(Sprachlich bereinigtes Interview mit
Schiilerin G., durchgefiihrt von den Stu-
dierenden der PHSH am 21. November
2019.)

Die vertiefte Analyse der linguistic home-
scape und des anschliessenden Interviews
fiihrt zu wertvollen Erkenntnissen iiber
familidre sprachliche Politik (family lan-
guage policy) (Curdt-Christiansen, 2018)
sowie {iber die sprachliche Identitdt der
Befragten.

Soundscape-Projekt

Das dritte Projekt in der zweiten Klasse
hatte zum Ziel, soundscapes (Klinge aus-
serhalb und Interaktionen in den Fami-
liensprachen innerhalb des Klassenzim-
mers) aufzunehmen, diese zu sortieren,
zu kategorisieren und aus den einzelnen
Elementen ein Lied zu komponieren. Im
Rahmen einer soundscape tour nahmen die
Schiilerinnen und Schiiler in Begleitung
der Klassenlehrperson und der Dozieren-
den der PHSH verschiedene Naturklédnge
wie Wasser, Vogelzwitschern, Stimmen
von Tieren auf dem Bauernhof sowie
auch Gerdusche der Stadt auf. Auch in
diesem Projekt standen die Partizipation
der Kinder und ihr gesamtsprachliches
Repertoire im Vordergrund. Neben den
selbst komponierten Liedern sind Plakate
und Aufsdtze entstanden. Im Exzerpt 2
berichtet die beteiligte Lehrperson iiber
ihre Erfahrungen mit dem Klassenpro-
jekt.

Exzerpt 2

«Mhm, ich fand'’s sehr spannend, dass man,
dass Sprache eben nicht nur Reden bedeutet,
sondern dass man auch, dass die Zeichen
in der Umgebung eigentlich Sprache sind



und eben hier auch die Tone. Und ihnen das
auch so (,) diese Coop-Kasse oder eine Bahn-
schranke mit diesem Signalton, da weiss jeder,
was gemeint ist und man muss gar nichts
mehr sagen und es ist auch eben fiir alle
gleichermassen verstdndlich ((Lachen)), ob
man jetzt Albanisch, Tiirkisch oder Schwei-
zerdeutsch spricht. Das fand ich toll und das
zeigt auch, wie — das verbindet auch, finde
ich. Also, das gefillt mir immer sehr gut.
Jeder ist betroffen, jeder ist beteiligt, egal,
welche Sprache er spricht, egal, wie gut er
Deutsch spricht. Jeder konnte mitmachens
(Interview mit der Klassenlehrperson,
durchgefiihrt von den Studierenden der
PHSH am 24. Januar 2020).

Im Exzerpt 2 kommen bedeutende As-
pekte von Mehrsprachigkeit und Social
Justice zum Vorschein. Einerseits geht die
Beschiftigung mit den sprachlich-semio-
tischen Zeichen und linguistic soundsca-
pe iiber die einzelnen Sprachen hinaus.
Andererseits werden alle Kinder durch
die Beriicksichtigung ihres Lebensraumes
individuell angesprochen. Die sichtbare
und hérbare Mehrsprachigkeit im 6ffent-
lichen Raum wird ins (monolinguale)
Klassenzimmer gebracht und analysiert.
Dadurch entstehen authentische Situa-
tionen, in denen die Familiensprachen
der Lernenden verwendet werden kén-
nen. Nicht zuletzt erlaubt das Projekt
eine Partizipation aller Schiilerinnen und
Schiiler unabhéngig von ihren Sprach-
kenntnissen.

Actionbound-Projekt

Im Zentrum des vierten Projekts stand
die Erforschung von Mehrsprachigkeit
der sprachlichen Landschaft mit Hilfe
der Actionbound-App. Mit dieser kann
eine interaktive Schnitzeljagd im Raum
durchgefithrt werden. In diesem Fall
suchten die Schiilerinnen und Schiiler
mit ihren Smartphones nach den mehr-
sprachigen Zeichen, die die Studierenden
zuvor in der App definiert hatten. Durch
die vielseitige Funktion der App konnte
die Zeichensuche mit interaktiven Akti-
vititen wie Selbstaufnahme mit einem
Zeichen oder Audioaufnahmen (Vorlesen
der Thai-Sprache oder Beschreiben des
Lieblingsessens) bereichert werden. An-
schliessend erstellten die Gruppen eine
eigene Actionbound und tauschten diese
innerhalb der Klasse aus. Im Rahmen die-
ses Klassenprojektes wurde eine Begleit-
forschung umgesetzt. Diese hatte zum
Ziel, die Verdnderungen in der Wahr-

Im Rahmen einer soundscape tour nahmen die
Schiilerinnen und Schiler in Begleitung der
Klassenlehrperson und der Dozierenden der

PHSH verschiedene Naturklange wie Wasser,

Uogelzwitschern, Stimmen von Tieren auf dem
Bavernhof sowie auch Gerdusche der Stadt auf.

nehmung sprachlich-semiotischer Zei-
chen (visual literacy) bei den Schillerinnen
und Schiilern im Verlaufe des Klassen-
projekts zu untersuchen. Anhand von
Zeichnungen, Interviews sowie teilneh-
mender Beobachtung wird die folgende
Forschungsfrage beantwortet: «Wie neh-
men Kinder die sprachlich-semiotische
Landschaft wahr und wie stellen sie diese
in ihren visuellen Narrativen (Zeichnun-
gen) dar?» (Krompak, in Vorbereitung).

Zweite Projektphase — swiss-scape, eine
interaktive Website

In der zweiten Projektphase entwickelte
das Projektteam basierend auf den Er-
gebnissen der Klassenprojekte die inter-
aktive Website swiss-scape (www.linguis-
tic-landscape.ch). In erster Linie werden
durch die Website Lehrpersonen aller
Stufen angesprochen, die LL in ihrem
Unterricht integrieren mochten, aller-
dings iiber kein Vorwissen und auch kei-
ne didaktischen Materialen zum Thema
verfiigen. Um ebenfalls die HSK-Lehrper-
sonen zu erreichen, werden ausgewdhlte
didaktische Materialien in verschiedene
Sprachen {ibersetzt. Im Weiteren hat die
Website zum Ziel, LL-Forschende und
interessierte Studierende mit Literatur-
hinweisen und Links bei der Erforschung
von LL zu unterstiitzen und zu inspirie-
ren. In Form von crowdsourced Daten
(vgl. Purschke, 2017; 2020) kénnen inter-
essierte Personen die swiss-scape mit Au-
diodateien sowie mit eigenen Fotos iiber
die sprachlich-semiotische Landschaft
eines bestimmten Ortes bereichern.
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Die sichtbare und horbare
Mehrsprachigkeit im dffentlichen Raum
wird ins (monolinguale) Klassenzimmer
gebracht und analysiert. Dadurch
entstehen authentische Situationen,

in denen die Familiensprachen der
Lernenden verwendet werden kannen.

Social Justice durch die
Erforschung von Linguistic
Landscape

Zusammenfassend kann festgehalten
werden, dass LL als pddagogisches Tool in
der Forderung der Mehrsprachigkeit die
bereits thematisierten Aspekte von Social
Justice unterstiitzen kann. Erstens bietet
die Auseinandersetzung mit den sprach-
lich-semiotischen Zeichen im offentli-
chen Raum Gelegenheit fiir die Verkniip-
fung der plurilingualen «Aussenwelt»
mit der mehrheitlich monolingualen
«Innenwelt» der Schule (mehrsprachige
Gesellschaft versus monolinguale Schu-
le). Zweitens tritt in LL-Projekten nicht
nur die offene Sprachenpolitik des jewei-
ligen Landes oder Sprachgebiets in den
Mittelpunkt des Erkundungsinteresses,
sondern wird umso mehr die verdeckte
Sprachenpolitik einer Bildungsinstitu-
tion kritisch reflektiert (offene und ver-
deckte Sprachenpolitik der Schule). Drit-
tens erdffnet linguistic homescape einen
innovativen methodischen Zugang zur
Erforschung von family language policy
(Curdt-Christiansen, 2018) und sprach-
licher Identitét (Krompak, 2018). Viertens
leistet das Projekt durch die bewusste Be-
rlicksichtigung der gesellschaftlichen und
individuellen Mehrsprachigkeit einen
Beitrag zur Integration der Familienspra-
chen in den Unterricht und zur besseren
Verankerung der HSK-Lehrpersonen in
der Bildungslandschaft (schulische In-
tegration der Familiensprachen). Durch
die Zusammenarbeit im Projektteam
entstehen vielfdltige Synergien zwischen
Lehrpersonen, Studierenden, Dozieren-
den und HSK-Lehrpersonen, die durch
eine integrative und nachhaltige Mehr-
sprachigkeitsférderung fiir die soziale
Gerechtigkeit fruchtbar gemacht werden.

Durch die Zusammenarbeit im Projektteam entstehen vielfaltige
Synergien zwischen Lehrpersonen, Studierenden, Dozierenden
und HSK-Lehrpersonen, die durch eine integrative und nachhaltige
Mehrsprachigkeitsforderung fir die soziale Gerechtigkeit

fruchtbar gemacht werden.
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EUEIL AUX LANGUES, JUSTICE SOCIALE ET
RECONCILIATION AVEC LES PEUPLES AUTOCHTONES :
APERGU D'UNE RECHERCHE MENEE DANS LE
CONTEXTE OUEST-CANADIEN

This article explores possible connections between language awareness and
Indigenous pedagogy to familiarize Francophone students in Western Canada with
the ancestral languages spoken by Métis people, one of three Indigenous peoples
recognized by Canada, in order to educate about reconciliation and social justice.
After briefly explaining the social and educational context, | will develop the
pedagogical approach adopted, in collaboration with the Métis community and with
teachers; and | will present some examples of classroom activities specifically aimed
at educating students to Indigenous realities and contemporary societal issues,

beyond the languages introduced.

L'année 2017, marquant le 150e anniver-
saire de la Confédération, a été pour le
Canada une année spéciale : une année,
selon le gouvernement, « de célébrations,
de partage et de découvertes », l'occa-
sion de « célébr[er] notre diversité [et
d’(...) insuffl[er] I'esprit de réconciliation
avec les Autochtones » (Gouvernement
du Canada, 2019). Et de fait, il y a beau-
coup a réconcilier. En 2015, les travaux
d'une commission d'enquéte nationale,
la commission de vérité et de réconci-
liation (CVR, 2015), concluent que les
trois peuples autochtones reconnus par
la constitution, les Premiéres Nations,
les Métis et les Inuits, ont été victimes
d'un réel génocide culturel, par des po-
litiques d’assimilation agressives, parmi
lesquelles T'obligation de scolariser les
enfants dans des pensionnats hors du
milieu familial et culturel d'origine, dans
le but de « tuer I'Indien dans 'enfant »
(Commission royale sur les peuples au-
tochtones, 1996). Ces pensionnats, dont le
dernier a officiellement fermé ses portes
en 1996, ne sont que 'une des mesures as-
similationnistes endurées par les peuples

autochtones, générant un important trau-
matisme intergénérationnel et des discri-
minations systémiques largement dénon-
cées (Blackstock, 2016 ; Corntassel, 2012).
Bien que le gouvernement canadien ait
prononcé des excuses officielles en 2008
et ait endossé un discours de réconci-
liation, la route demeure longue. Dans
une étude récente, Scott et Gani (2018)
identifient par exemple, dans le secteur
éducatif, une certaine résistance des en-
seignants a se saisir de ce processus dans
leurs classes, par manque de conviction
ou encore de compétences, et cela bien
que I'éducation ait été identifiée comme
essentielle a la réconciliation (Sinclair,
2016) et que des politiques éducatives
ajent été développées dans les diverses
provinces pour la soutenir. Dans le cadre
de cet article, nous rendons compte d'un
projet d'éveil aux langues que nous avons
développé, comme chercheure et forma-
trice de formateurs non-Autochtone, et
qui vise a soutenir le processus de ré-
conciliation dans les écoles élémentaires
albertaines, dans I'ouest du Canada. Nous




expliquons d’'abord briévement les fonde-
ments de notre approche pédagogique et
nous donnons un apercu des activités de
classe menées afin d’éduquer a la récon-
ciliation et a la justice sociale.

Eveil aux langues des Métis
et réconciliation : pourquoi et
comment

Pour l'ainé' Elmer Ghostkeeper (2019),
la langue et la culture sont les deux re-
vers d'une méme médaille, et c’est parce
que la langue est au cceur de l'identi-
té et de la culture que les pensionnats
ont interdit si farouchement la pratique
des langues ancestrales, au point que,
de retour dans leurs communautés, les
enfants ne puissent plus, bien souvent,
communiquer avec leurs proches (Jordan
Fenton & Pokiak Fenton, 2012). Dans la
perspective traditionnelle autochtone, les
langues sont souvent décrites comme
dotées de spiritualité, et la pratique des
langues ancestrales fait ainsi partie du
processus de guérison et de réconciliation
(Battiste et Younglood, 2000). De multi-
ples initiatives ont émergé pour mettre
en action le droit des autochtones a ap-
prendre et parler leurs langues (Hinton &
Hale, 2001), alors qu’on estimait en 2010
que 87 langues autochtones canadiennes
étaient en voie de disparition, rendant
donc urgent l'effort de revitalisation
(Moseley, 2010). Parmi ces langues en
situation dite « critique » se trouve le
michif, langue officielle du peuple Mé-
tis (Canadian Geographic, 2018), parmi
d’autres langues parlées de maniére an-
cestrale par ce peuple. Alors qu'on évalue
a 10 000 le nombre de locuteurs néces-
saires pour maintenir une langue en vie
(Krauss, 1992 ; Hinton, 2002), on estime
a environ un millier le nombre de locu-
teurs du michif (Brown, 2018), sans que
l'on sache toutefois de quel « michif » il
s'agit. I existe en effet plusieurs michifs
reconnus (Canadian Geographic, 2018) et
le terme michif peut étre utilisé par les
locuteurs pour renvoyer a des systémes
linguistiques extrémement différents
(Iseke, 2013). Le michif a par exemple
été décrit comme une langue mixte com-
binant essentiellement le francais et la
langue de la Premiére Nation Crie (Bak-
ker, 1997 ; Papen, 2005) ; le métissage des
langues-meéres advenant de I'émergence
du peuple Métis, au fil des unions entre
femmes autochtones et européens ou eu-
ro-canadiens. Mais d'autres Métis parlent
et ont toujours parlé un michif francais

(Canadian Geographic, 2018), que l'on
peut qualifier de dialecte franco-canadien
(Canadian Geographic, 2018 ; Papen et
Bigot, 2010), avec des emprunts notam-
ment au cri. D'autres encore parlent les
« dialectes N » ou « Y », beaucoup plus
proches du cri. Nous avons quant a nous
choisi de travailler avec des ainés qui ont
été identifiés en premier lieu par leur
communauté comme étant des locuteurs
de « michif » et/ou comme des locuteurs
d'une langue ancestrale a protéger, indé-
pendamment de toute considération de
nature purement linguistique.

Le projet d'éveil aux langues des Métis
dont il est ici question est en effet né
de la volonté a la fois de documenter
les pratiques linguistiques des Métis de
I'Alberta et contribuer ainsi au processus
de revitalisation, ainsi que d'éduquer les
éléves du primaire et secondaire quant
aux menaces qui pesent sur le patrimoine
linguistique canadien et, a travers cela,
les éduquer a la justice sociale en inter-
rogeant notamment les raisons et enjeux
autour de la revitalisation des langues
autochtones.

Dans le cadre de notre projet, nous tra-
vaillons en particulier avec les milieux
scolaires ot le francais est la langue de
scolarisation alors que l'anglais est la
langue officielle et majoritaire de la pro-
vince. La question des politiques linguis-
tiques et éducatives y résonne avec d'au-
tant plus d'acuité que nous nous situons
donc en contexte minoritaire, et que les
identités, les contacts de langues et de
cultures sont au ceeur de la mission édu-
cative des écoles concernées. Les enjeux
de revitalisation des langues autochtones
peuvent ainsi étre posés sur un terreau
riche, complexe, ot a la fois il y a une at-
tention forte aux enjeux linguistiques et
ol la focalisation est traditionnellement
sur le francais et sur le bilinguisme fran-
cais-anglais, mais pas nécessairement sur
le plurilinguisme.

Toutefois, le fait que le michif (ou du
moins certains michifs) dérive en partie
du francais ouvre des portes que nous
avons voulu explorer. Nous avons ainsi
développé dans un premier temps des
ressources textuelles et vidéos avec
quelques locuteurs de michif (Boucher
Howse et Lemaire, 2020 ; Hilbert et Le-
maire, 2020a ; Hilbert et Lemaire, 2020b).
Ces ressources prennent la forme par
exemple d'un livre de littérature jeunesse
numérique et bilingue et de courts clips

1 Lestermes «ainé » et « gardien du savoir »
sont des titres honorifiques octroyés par
les communautés autochtones concernées
pour reconnaitre des connaissances ou une
sagesse particulieres.
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vidéos mettant en scéne la langue, les
savoirs traditionnels et histoires de vie
des ainés. A partir de ces ressources, nous
avons ensuite créé du matériel pédago-
gique et didactique, en collaboration avec
des partenaires Métis et des enseignants.
La conception du matériel d’enseigne-
ment et d'apprentissage combine les
apports de I'éveil aux langues (Cande-
lier et al., 2012 ; Dagenais et al., 2007),
de I'éducation interculturelle (Abdallah
Pretceille, 2011) mais aussi de I'éduca-
tion autochtone et de I'éducation pour
la réconciliation (Goulet et Goulet, 2014;
Madden, 2019).

On soulignera surtout les variations et différences
entre les pratiques langagieres des differents
ainés, pas tant pour entrer dans une analyse fine
et développer les compétences metalinguistiques,
que pour faire réflechir les eleves sur la diversité
au sein des communautés métisses, sur le risque
des simplifications excessives qui ne permettent
pas de rendre compte de maniere authentique

des identites, induisant un manque de respect et
d'intercomprehension mutuelle pev enligné avec

I'esprit de réconciliation.
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De I'approche occidentale liée a I'éveil aux
langues, nous retenons en particulier le
principe d'une approche qui vise a « fa-
voriser I'ouverture au plurilinguisme et
a la pluralité, en favorisant l'accés a des
langues diverses, en encourageant la mise
en place de représentations positives des
langues et de leur apprentissage, et en
permettant chez les apprenants la valo-
risation de compétences plurilingues »
(Cuq et al., 2003 : 92). Certaines activités
didactiques que nous avons développées
permettent ainsi d’explorer le fonction-
nement des systémes linguistiques et des
pratiques plurilingues démontrées par les
ainés Métis ou encore permettent d'ex-
plorer les différences de fonctionnement
et d'usage entre langue parlée et langue
écrite, surtout que I'on introduit ici avec
le michif le concept de langue tradition-
nelle orale avec des conventions d'écri-

ture récentes et hétérogénes. D’autres
activités, de maniére assez usuelle dans
'éveil aux langues (Cuq et al., 2003),
interrogent les dynamiques sociales et
politiques qui entourent les langues dis-
cutées, soit ici le francais, I'anglais, le
cri, le michif ainsi que d’autres langues
autochtones.

Les champs de I'éducation autochtone
et de I'éducation a la réconciliation im-
prégnent par ailleurs le dispositif. La fo-
calisation sur I'écrit y est moindre, en lien
avec le fait que les langues autochtones
sont essentiellement des langues orales.
Les compétences d'analyse métalinguis-
tique, contrairement a ce qui se fait dans
une approche plus classique de I'éveil aux
langues (Auger, 2005), sont réduites a la
mise en évidence de quelques faits de
langue. On soulignera surtout les varia-
tions et différences entre les pratiques
langagiéres des différents ainés, pas tant
pour entrer dans une analyse fine et dé-
velopper les compétences métalinguis-
tiques, que pour faire réfléchir les éléves
sur la diversité au sein des communautés
meétisses, sur le risque des simplifica-
tions excessives qui ne permettent pas
de rendre compte de maniére authentique
des identités, induisant un manque de
respect et d'intercompréhension mutuelle
peu enligné avec l'esprit de réconcilia-
tion. Si les dimensions analytiques, co-
gnitives, ne sont pas centrales dans notre
dispositif, c’est aussi parce que celui-ci
se nourrit d'une pédagogie autochtone
qui envisage les apprentissages de ma-
niére holistique, l'intellect (mind) n’étant
qu'un des aspects a développer, au méme
titre que le développement émotionnel,
physique et spirituel (Archibald, 2008 ;
Battiste, 2013). Contrairement aux modes
d’éducation occidentaux qui tendent a
faire primer, dans les écoles, le développe-
ment intellectuel, I'éducation autochtone
ne fait pas de hiérarchisation et accorde
une attention toute aussi importante au
bien-étre physique, a la sphére émotion-
nelle et a la spiritualité. De cette pers-
pective holistique découle une approche
interdisciplinaire qui nous a amenée a
penser l'éveil aux langues au sein d'un
dispositif plus large, reposant sur les lan-
gues, certes, mais aussi sur les arts, les
sciences, les études sociales, I'éducation
physique, etc. De méme, I'approche holis-
tique en pédagogie autochtone induit une
pédagogique qui mobilise I'expérientiel et
le relationnel. Enfin, I'éducation, en péda-
gogie autochtone, est clairement associée



avec I'engagement communautaire, I'agir
pour et avec le monde, incluant humains
et non humains, vivants ou non. Cette
perception nous ameéne logiquement a ar-
ticuler éveil aux langues et justice sociale.

Expérimentation dans les
classes : focus sur la justice
sociale

Apreés avoir développé les ressources, le
dispositif a été testé en collaboration avec
quatre enseignants et six classes diffé-
rentes, au niveau élémentaire. Dans une
logique de recherche-action-formation
(Charlier, 2005), nous avons expérimenté
le dispositif pendant deux années consé-
cutives et, ainsi, pu l'enrichir. Dans cet
article, on rendra compte de quelques
activités permettant d'utiliser I'éveil aux
langues a des fins de réconciliation.

La réconciliation est un concept sensible
et polémique que nous ne pourrons pas
aborder de maniere détaillée ici. Rete-
nons toutefois avec Madden (2019) que
ce concept est trés souvent considé-
ré comme transparent, car fortement
ancré dans le monde eurocentrique et
judéochrétien, avec sous-jacente l'idée
de moralité, de confession, de pardon et
d’absolution. Dans la lignée des appels
a l'action de la commission de vérité et
de réconciliation (2015), la réconcilia-
tion est ainsi souvent réduite a la prise
de conscience des souffrances endurées
par les peuples autochtones a cause des
pensionnats, a la nécessité de s'éduquer,
de comprendre les impacts a long terme
pour établir une meilleure intercompreé-
hension, et de « faire mieux » en termes
d'intégration des Autochtones dans la
société. Cette prise de conscience, bien
qu'elle constitue un premier pas, n'est
pas nécessairement suffisante. Il s'agit
d’aller au-dela d'une vision simplifica-
trice et relativement binaire, ot « eux »
et « nous » sont des groupes étanches,
avec des victimes et des coupables, des
torts du passé a réparer pour que la so-
ciété puisse continuer a aller de 'avant
(Madden, 2019). Dans une perspective
décoloniale, Madden (2019) nous invite
a penser, a l'instar de Luke (1995), une ré-
conciliation qui aille plus profondément
dans la remise en question de systémes
d’oppressions qui perdurent et sur les-
quels la société canadienne est fondée. 11
s'agit, dans cette perspective décoloniale,
de “met[tre] en lumiére et cré[er] des ou-
vertures pour interroger comment les

normes d'intelligibilité coloniales sont
produites, organisées, circulées et régu-
lées pour établir une vision systémique
[particuliére] du monde social et naturel,
et pour placer les sujets dans des relations
de pouvoir » (Madden, 2019 : 287). On
invite aussi, dans la lignée des travaux
sur la décolonisation (De Oliveira et al.,
2015), a déconstruire en profondeur les
fondements (sociaux, économiques, po-
litiques) de nos sociétés pour un chan-
gement radical de paradigme en vue
notamment de plus de respect, d'équité,
de durabilité, interrogeant jusqu'au sens
du faire et vivre ensemble, incluant le
monde humain, naturel et supranaturel.

Notre dispositif s'accompagne ainsi
nécessairement d'une formation pour que les
enseignants puissent remettre en question au
prealable certaines de leurs representations
normatives quant aux langues, qui renforcent
'etiquetage du michif comme un frangais

Nous donnerons ici quelques exemples
d’activités qui, tout en s'ancrant initiale-
ment dans I'éveil aux langues, ont permis
aux éléeves d'explorer les problématiques
de justice sociale associées a la réconci-
liation et a la décolonisation.

Nous avons d’abord constaté que les
langues telles que parlées par les ainés
viennent initialement déstabiliser les
pratiques pédagogiques des enseignants
impliqués. Ainsi, si une proximité lin-
guistique entre certains michifs et le
francais peut constituer une porte d'en-
trée pour promouvoir le dispositif d'éveil
aux langues, on remarquera que plusieurs
enseignants hésiteront voire refuseront
de travailler de maniére trop pronon-
cée sur le corpus linguistique, de peur
de créer la confusion chez les éléves en
mettant en évidence un « mauvais fran-
cais ». Notre dispositif s'accompagne ain-
si nécessairement d'une formation pour
que les enseignants puissent remettre en
question au préalable certaines de leurs
représentations normatives quant aux
langues, qui renforcent I'étiquetage du
michif comme un francais stigmatisé
(Canadian Geographic, 2018).

stigmatise.
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Ce regard porte sur le réle des Francophones
dans ('assimilation des autochtones vient de

fait complexifier un discours centré avant tout
sur 3 lutte de pouvoir entre francophones et
anglophones autour de ('établissement du Canada.

2 Anoter que nous n'avons pas observé
de réticence au projet alors que I'on sait
que les enseignants font parfois face a
de la résistance sur le sujet sensible de
la réconciliation. Diverses hypotheses
pourraient expliquer ce succes : est-ce une
question de désirabilité sociale (plaire au
chercheur « invité ») ? Est-ce que le projet
rejoint les préoccupations en justice sociale
des éléves, comme suggéré par quelques
enseignants ? Est-ce parce qu'il crée de
la relation entre les ainés et les éleves, au
lieu de ne traiter de la réconciliation que
comme d'un sujet d'études sociales? Est-ce
parce que le projet, multidisciplinaire, attire
les éléves en incluant des projets d'art, des
sorties en nature, etc. ? Nous n'avons pas
une réponse définitive a ces questions.
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Par ailleurs, discuter le(s) michif(s) in-
duit nécessairement de faire référence a
des contacts de langue et a des pratiques
meétissées. En discutant avec les éléves
des vidéos, on parlera ainsi de langues
mixtes, d’alternance codique et autres
pratiques plurilingues. Or, aux dires des
quatre enseignants, les pratiques pluri-
lingues des éléves sont généralement oc-
cultées dans un désir de valoriser avant
tout la pratique unilingue du frangais.
S'ouvre donc un espace de discussion ot
renégocier les identités, au-dela de cadres
pré-établis. De méme, introduire des res-
sources en cri michif (pour travailler la
transposabilité des compétences d'écoute
d'une langue a l'autre et pour faire com-
prendre la diversité des langues parlées
par les Métis) entrainera une discussion
stimulante avec une des enseignantes
collaboratrices autour de la perception
des parents et directions d'école quant a la
pertinence d'une telle activité, suggérant
ainsi la prégnance du cadre normatif ot
seul le francais (et éventuellement l'an-
glais en cours d’anglais) est admis. Or
décoloniser ses pratiques implique d'in-
terroger de telles représentations.

Par ailleurs, lorsque l'ainée Cécile Howse
partage dans une vidéo ses souvenirs
d’enfance a I'école - une école tenue par
des religieux francophones -, se pose la
question de la participation des Franco-
phones a l'histoire des pensionnats au-
tochtones. Alors que cette question est
encore peu présente dans les manuels
d’études sociales, nous avons pu consta-
ter I'engouement des éléves a dénoncer
I'injustice subie. Ayant appris a connaitre
Cécile a travers quelques vidéos, les éléves
d'une des classes écriront par exemple,
dans une activité de correspondance, des
lettres a l'ainée, et ce pour la remercier de
ses témoignages, une éléve allant jusqu'a
mentionner qu'elle s'engageait désormais
a porter un t-shirt orange en I'honneur

de T'ainée a I'occasion de « la journée
du t-shirt orange » honorant les survi-
vants des pensionnats autochtones. Une
telle prise de conscience permet aussi
de remettre en question le mythe d'une
colonisation pacifique ou les Franco-
phones seraient avant tout campés dans
des postures héroiques, apportant la ci-
vilisation et forgeant le Canada dans un
milieu largement inoccupé et naturel-
lement hostile, effacant la violence in-
trinséque du processus de colonisation
(Regan, 2010). Ce regard porté sur le role
des Francophones dans I'assimilation des
autochtones vient de fait complexifier
un discours centré avant tout sur la
lutte de pouvoir entre francophones et
anglophones autour de l'établissement
du Canada.

Dans certaines classes, la dimension de
justice sociale associée a I'éveil aux lan-
gues sera pleinement percue. A 1'occa-
sion de la journée nationale des peuples
autochtones, le 21 juin, deux des écoles
tacheront d'organiser des événements
en collaboration avec les communautés
Premiéres Nations et Métisses locales.
Cela aboutira, dans l'une des écoles, a
la premiére cérémonie de lever de dra-
peaux organisée dans le Conseil scolaire,
sous I'égide des éléves et d'un gardien du
savoir local. Les éléves et I'enseignante,
travaillant la rédaction du texte argu-
mentatif, demanderont en effet I'autori-
sation et le budget nécessaires a la céré-
monie, instaurant ainsi relationalité et
passage a l'action, engageant également
la responsabilité de l'institution en la
matiére. Certains éléves, particuliérement
expressifs, formuleront ainsi clairement
en classe I'importance d'ouvrir les écoles
francophones aux Autochtones, de les y
inviter quand ces écoles se trouvent sur
des terres qui leur ont été arrachées”. De
telles prises de conscience et de tels actes
d’engagement sont essentiels dans le pro-
cessus de réconciliation. Reste a savoir
dans quelle mesure ces actions et rela-
tions seront maintenues dans I'avenir, la
réconciliation impliquant nécessairement
le maintien d'engagements durables et
réciproques.

Conclusion

Avec la pandémie de Covid-19 qui a
frappé au moment ol ce projet était en
phase finale d'expérimentation se pose
la question de ce qui est essentiel dans
nos sociétés. Dans un premier temps,



les écoles albertaines, dans I'urgence, ont
opéré a minima et a distance. Seules la
littératie et la numératie devaient étre
enseignées aux éléves pour couvrir les
connaissances qui étaient donc jugées
comme essentielles. Parallélement, au
cours des derniers mois, avec des écoles
devant composer avec les contraintes
de la pandémie, plusieurs indicateurs
semblent identifier des décrochages et
écarts scolaires touchant plus sévérement
les éléves issus des catégories socio-éco-
nomiques les moins favorisées, les éléves
issus des minorités, y compris les éléves
autochtones. Dans quelle mesure la per-
tinence de l'intégration des perspectives
autochtones, reposant notamment sur la
recherche d'un équilibre en soi, a l'autre,
a la communauté et a la nature, sans
exclusion et avec également I'importance
de la redevabilité, de la durabilité et de la
réciprocité, sera-t-elle en quelque sorte
mise en lumiére par la crise actuelle ?
Les initiatives pédagogiques et éducatives
allant dans le sens de la réconciliation et
de plus de justice sociale gagneront-elles
en visibilité, au moment de faire une
analyse « post-mortem » de la crise
pandémique ? De maniére plus globale,
comment les défis sanitaires, sociaux, en-
vironnementaux et économiques qui ca-
ractériseront I'aprés-pandémie feront-ils,
ou pas, le lit de I'éducation a la justice
sociale et a la citoyenneté globale ? Et
quel pourra étre le réle de 'apprentissage
des langues dans cette recomposition ?
Alors que l'intégration des savoirs et
perspectives autochtones dans le milieu
scolaire albertain et canadien est relati-
vement nouvelle, s'ouvre tout un champ
de recherche a explorer, notamment au
niveau des écoles francophones en milieu
minoritaire.
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A QUESTION FOR... Mandy Abou Shoak | @

Was muss sich im Sprach-/Fremd-
sprachenunterricht in der Schweiz
dndern, damit Werte wie Toleranz und
Akzeptanz gefordert und vorurteils-
freies Verhalten und Denken angeregt
werden ?

Mandy Abou Shoak : Zunichst gilt es sichtbar zu machen, was von Menschen leider
noch nicht gesehen wird, ndmlich wie Ein- und Ausschlisse funktionieren. Es braucht
ein Versténgnis dartber, wer wie und weshalb ausgeschlossen wird. Es braucht ein Ver-
standnis Uber wie die systematische, strukturelle und institutionelle Diskriminierung
von armutsbetroffenen l%enschen, von Kindern, von FLINT+ (Frauen, trans-, nonbindre-,
queere-, fluide-, lesbische-, schwule-, bisexuelle Menschen,...), von menschen mit Ras-
sismuserfahrung und Menschen mit Behinderung,.... funktioniert und wirkt. Erst wenn
dieses Wissen existiert, konnen wir uns auf den Weg machen, diese Diskriminierung
zu Uberwinden, zu verlernen.

With their publication "Rassismus in
Lehrmitteln”, Rahel EI-Maawi and Man- EINBLICK:

dy Abou Shoak have been making the RASSISMUS
waves in Switzerland and stirring up
the discussion about the language and
the values we are promoting as teach-
ers. We wanted to hear their opinion on
language and foreign language teaching
in particular!

https://www.justhis.ch/
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@ Kate Efron|
Antioch University

Kate Efron is an EFL

educator who has been

working internationally

for over six years with
RN & learners across cultures
and the lifespan. She has worked in K-12
publicschools in Japan, at NPOs with
people who are affected by conflict, and
most recently, she is working as a lan-
guage development tutor for EFL teach-
ers with Cambridge University Press.

Defined as the groups holding power and
privilege in the social hierarchy. Dominant
groups define and set the standards by
which minority groups are judged and in
turn benefit from systems of inequality

as they have greater access to resources
(Sensoy & DiAngelo, 2017)

With respect to the fact that dominant
groups uphold institutionalized oppressive
and violent systems

48| BABYLONIA tema 12021

OPPORTUNITIES FOR ANTI-BIAS FRAMEWORKS IN

JAPANESE EFL TEXTBOOKS

Les cadres anti-biais sont utilisés par les éducateurs pour conscientiser les appre-
nants aux différences individuelles et culturelles. lls sont particuliéerement utiles
dans le cadre des cours d'anglais langue étrangére pour aider les étudiants a déve-
lopper leurs identités locales et internationales, pour communiquer, et pour guider
les apprenants a aborder et a éliminer les préjugés. Cet article propose des sugges-
tions pour inclure des activités anti-biais dans les cours d'anglais langue étrangére
des écoles primaires, afin de faciliter I'émergence de véritables citoyens du monde.

Introduction

Anti-Bias Frameworks (ABFs) are one
way for educators to develop learners’
global and cultural identities, their
knowledge of social issues, and learners’
appreciation of human differences and
cultures. ABFs are of particular relevance
in multicultural and multilingual text-
books and classrooms, such as English as
a Foreign Language (EFL) settings, as they
are used for helping students develop lo-
cal and international identities and elim-
inate biases. Yet, current EFL elementary
textbooks issued by the Japanese Ministry
of Education, Culture, Sports, Science and
Technology (MEXT) (2018-2020) are not
inclusive of ABFs. Consequently, there are
myriad missed opportunities for teachers
and learners to engage in anti-bias les-
sons for the facilitation of global citizen-
ship through foreign language education
class. MEXT, along with international or-
ganizations such as UNESCO, emphasize
the importance of educational curricula
as a means of contributing to a peaceful
society (Deardroff, 2019; MEXT, 2019). As
such, this paper offers ways to include

ABF activities in elementary school EFL
classes for the facilitation of truly global
citizens.

Literature Review

Although there is a tendency to view
foreign language teaching for young
learners as politically and ideologically
“neutral,” failure to adopt an anti-racist
pedagogy, or to address injustices through
restorative practices, negatively impacts
both oppressed and dominant' group
members in society. Oppressed groups
experience violence and discrimination,
while dominate groups internalize
these systems and assume distorted
perspectives of others, the world,
and themselves (Bell, 2016). As such,
both targeted and privileged groups
are dehumanized by biases” (Freire,
1970). Curricula that omit social issues
cannot, by definition, contribute to the
amelioration of social problems or to the
facilitation of anti-bias education, and
therefore miss the opportunity to address
ubiquitous systems of oppression, and to
correct them.




The Teaching Tolerance Anti-Bias Frame-
work (Chiariello, 2016) is one ABF that
can be used to support student develop-
ment in social justice education. This
ABF is a set of twenty anchor standards
divided into quadrants: Identity, Diversity,
Justice, and Action. These standards guide
learners through recognizing the legiti-
macy of multiple identities, all of the way
to carrying out collective action to correct
inequalities. EFL teachers are uniquely
positioned to address culturally-dispro-
portionate or stereotypical materials in
the classroom as facilitators of intercul-
tural communication. By “engage[ing] a
range of anti-bias, multicultural and so-
cial justice issues” (Chiariello, 2016 p.2),
teachers can reframe EFL education as an
anti-bias learning opportunity.

Suggestions

The following sections offer suggestions
for unpacking the Social Justice Standards
outlined by Teaching Tolerance in the EFL
elementary classroom.

Methods of Instruction

Teachers’ methods of instruction are par-
amount in integrating multiple perspec-
tives and identities in class. In a critical
analysis of four Japanese EFL textbooks
for elementary grades 3-6 currently in
use, I found that there are not detailed
suggestions for teachers to authentically
incorporate topics such as diversity in
the EFL classroom (Efron, 2020). Instead,
vague statements such as, “It is recom-
mended to think about the differences
and similarities between Japan and the
uniqueness of other countries” (MEXT,
2018, p. 65 [translation]), and, “We would
like children to nurture the foundation
where they can experience diversity...”
(MEXT, 2018 [translation]), leave teachers
without specific techniques for develop-
ing students’ global mindsets. Some ways
that teachers can integrate ABF anchors
into their instruction are as follows.

Building
communities

Build trust in the classroom through implementing identity
and community discussions. Team-building exercises, sharing
personal stories (see the “Identity” section of this paper), and
demonstrating patience as students open up build important
bonds between students that are necessary to have thoughtful
discussions on race, gender, language, ability, culture, etc. Model
metacognitive thinking, apologizing, and reflection for students
so that they see critical thinking and amend-making as natural
processes for operating in the world.

In Japanese classrooms in particular, where students demon-
strate high levels of self-reported shyness (Harumi, 2010), it
is important to emphasize that mistakes, growth, and voice
are welcome.

Introducing
social justice
vocabulary

Contextualize as much vocabulary as possible. Most children
need explicit vocabulary in order to discuss issues (Chiariello,
2016). This is especially true for language learners. For this
reason, introduce relevant vocabulary words (culture, stereotype,
etc.) while providing images and picture books as supplemen-
tary materials. When reading books that cover these topics,
ask students for their own ideas and personal stories as well.
Teachers can break class discussions down from “big ideas”
(like diversity) into examples (like family structures, languages,
countries, etc.) with the help of anchor charts. And finally, when
referencing and scaffolding vocabulary, ask students to think
about how different words might make someone feel. When
necessary, discuss why words or stereotypes are harmful.

It is important not to shy away from recognizing students’ skin
tones or instances of inequality. For example, in a textbook’s
image of a woman serving a man dinner, it is useful to pause
and discuss stereotypical gender roles, rather than glossing over
the image to address the textbook content alone. Doing so will
also model critical reading for students. Consider having a word
or image of the day to facilitate conversations.

Facilitating
discussions

Although many companion textbooks guide teachers with
phrases such as, “Have students notice the differences be-
tween...”, allow students to come to their own conclusions and
make observations of main themes in the texts. Ask students
what can be inferred from the text and images. If students
demonstrate assumptions or stereotypes, ask them to provide
evidence for their thinking.

Guiding student
discussions

Teachers can model text-to-text, text-to-self, and text-to-world
connections while reading or thinking with the class. While
engaged in a class read-aloud, pause to discuss the text to build
language and meta-cognition. In addition to literary models
such as predicting, making connections, and summarizing, ask
students to identify problems in the texts (in pairs and groups)
and think about solutions. Reciprocal reading activities will also
help students deepen their discussions and critical thinking and
reading skills. For example, in groups, have students designate
clear roles, with one role being to identify why there might be
a problem with the text or image. Reciprocal reading can also
be used as warm-up speaking activities in class.
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Engage in
critical
reading

Building off of the previous suggestion, critical reading helps
students to examine how discrimination functions in school
and beyond. When reading out loud, consider which groups are
represented in the text and which groups are not; talk about
similarities and differences between characters, think about
what the author is trying to say about a group or individual;
ask if students agree with that representation; read for stere-
otypes, linguistic biases, cultural imbalances, and unrealistic
representations. (The reciprocal reading groups above are also
useful here.)

Student
journals and
reflection
sheets

Student journals are an important part of the reflective process.
EFL learners can focus on recording their thoughts in any lan-
guage / mix of languages/images. Some things students may
want to include to help themselves process are Venn diagrams,
pictures, journal entries, and questions. Using prompts such
as, “I notice that..,” “I wonder why...” “This reminds me of...”,
support language development and deeper reflections.

Culturally
Responsive
Teaching
(CRT)

CRT pedagogy in EFL classes supports both ABFs and students’
first cultures. For example, in many communal countries,
speaking out individually or sharing one’s opinion may not
be prioritized. To help students collectively create meaning,
work in small groups first, before presenting the option to
share with the class.

Language
adjustment

Depending on the English level of students, teachers’ English
levels should be adjusted to allow for the most effective commu-
nication, particularly when engaging in important discussions
on cultural identity, justice, or diversity. Language adjustment
may look like translanguaging, engaging students initially in
their first languages, or another blend of language use.

Curricula that omit social issues

cannot, by definition, contribute to the

amelioration of social problems or to
the facilitation of anti-bias education,
and therefore miss the opportunity

to address ubiquitous systems of
oppression, and to correct them.
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Because language learners are rarely en-
couraged to reflect on textbooks’ cultural
representations (Canale, 2016), group and
class discussions offer an opportunity for
students to consider the cultural content
of class materials, leading to the explo-
ration of their own cultures, and others.
A lack of discussion on culture and lan-
guage beyond literal examples in text-
books can “fail to foster the appreciation
of cultural differences in a constructive
manner and are inappropriate for the de-
velopment of intercultural awareness”
(Dendrinos, 2015, p. 36). The dialectical
interaction of materials with actual dis-
cussion practices in the classroom can
heavily impact anti-bias learning.

Considering the learning environments
of students’ home cultures is also impor-
tant when guiding group discussions. In
elementary school classes in Japan, for
example, the implicit goal is for students



to arrive at a unified consensus (as ap-
proved by the teacher). However, the EFL
teacher should encourage students by
reminding them that anti-bias thinking
necessitates the incorporation of multiple
perspectives and open-ended discussions.

Activity Suggestions

Plethora of activities for EFL classrooms
abound the Internet, but when held un-
der an ABF microscope, many of these
activities fall short of encouraging so-
cial action for the promotion of anti-bi-
as thinking. In the case of Japanese ele-
mentary school EFL textbooks, content
primarily portrays Japanese culture and
relies on cursory, superficial inclusion of
cultural practices from outside of Japan to
introduce students to the world through
(Efron, 2020). For example, there are no
mentions, in any of the four textbooks I
analyzed, of Japanese people living abroad
or of non-Japanese people, Indigenous
groups, or half Japanese people living in
Japan, envisaging the idea of global mon-
oculturalism. Cultures outside of Japan
are introduced in the textbooks through
Japanese narrators who travel to other
countries or who are stereotypically rep-
resentative of their supposed countries
evidenced by statements such as, Tm
from the Philippines. I want to be a fruit
shop owner” (p. 60).

Through the inclusion of Teach-
ing Tolerance’s ABF, however, EFL teach-
ers can address misrepresentations and
disproportionate inclusions in their text-
books. In order to consider how these
social justice standards can be utilized
and explored communicatively in EFL
elementary classrooms, I offer the fol-
lowing classroom suggestions.

Identity

Japanese EFL textbooks have been found
to largely omit output activities (Efron,
2020). Rather, students are prompted by
isolated scripts in their textbooks with-
out extended conversational exchanges.
This type of interaction “...may not boost
students’ engagement or investment in
the use of language, thus missing the
opportunity to perceive it as a social
practice through which they can con-
struct their identity and express opin-
ions” (Moss et al., p. 80). In order to help
students strengthen their understandings
of identities and to express themselves,

EFL teachers using an ABF can begin with
providing windows for students that fo-
cus on their own lived experiences and
communities, before looking out at other
moments and movements. For example:

Story Circles
(Deardroff,
2019)

Designed for intercultural communication and piloted by
UNESCO, this activity asks learners (of all ages) to sit togeth-
er and share personal stories in 2 minutes or under, while
group members listen for understanding. Once all stories
have been told without interruption or comment, learners
are asked to share a “flashback” (memorable moment) from
each story in 15 seconds or less. Students are guided by
reflection questions that ask them how they would like to
improve their communication (Deardroff, 2019). This activity
supports second language development, but an ABF scaffold
could include asking students to identify their own assump-
tions that they made while listening to others.

About Me
booklets and
About My
Community
booklets

A useful activity for exploring identity, About Me booklets
ask students to create short books that can be shared with
classmates (or in the school library) that focus on expressing
students’ multiple identities. Students author and illustrate
the books themselves. After this activity, students can use
their grammar and translanguaging skills to create accom-
panying About My Community booklets that are inclusive
of, for example, "My favorite shop,” “our school,” “The

orphanage—this is a place that helps children,” and so on.

Interactive &
First Culture
games

Through first culture games, such as the Japanese card game
karuta, Students can practice communicative phrases such as
Tcan,” I like,” T want” "I believe,” and peers can practice
responding in turn. This is best done in small groups to
facilitate conversation (EthicalESOL.org).

In another’s
shoes

After reading an autobiographical book, students write or
practice “I" in speaking groups, building off of the narrative
they read in order to imagine themselves in the shoes of
others. This is a practice in empathy and understanding.

In another’s
classroom

Raise a class discussion on how your culture(s) (or students’)
are viewed by others in the world. Begin by discussing
students’ reactions to other cultures, people, and characters
discussed in your class so far. Then, help students consider
how it is to be on the receiving end of those observations.
For example, if you are in Japan, set your Google settings to
only search in the U.S.. Then, search “lesson plans,” “Japanese
classroom,” “Japanese food,” etc. Consider the images that
arise. Are these images representative of students’ lived
experiences? Are they too general? How does the world
perceive Japan? What can surmise about others through a
search like this? What can’t we learn?
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Diversity

Units on diversity ask us to celebrate hu-
man differences among us and highlight
connections that we share. With this in
mind, it is important to remember that
children are impacted by the visibility
or invisibility of people and cultures
in their surroundings (see naeyc.org).
Seeing one’s self represented, as well as
seeing normalized images of others, are
critical in forming anti-bias thinking.
Furthermore, an absence of cultural com-
plexity and depth can negatively impact
intercultural learning (Risager, 2018).
Monocultural ideals further aggregate
these issues of representation, and are
often reflected in EFL textbooks. For ex-
ample, in the aforementioned analysis of
Japanese EFL textbooks, the occurrence of
Japanese cultural artifacts, practices, and
people, was 42.1% of total occurrences,
while the average, per country, of the
remaining 27 countries in the texts was
2.1% (Efron, 2020).

When textbooks lack meaningful inclu-
sions of diversity, teachers must procure
supplementary materials.

Gallery walks

Gallery walks are interactive and visual additions to EFL
classrooms. By contextualizing topics with different imag-
es and assignments (pictures, sticky note responses, class
polls, artifacts, etc.), students develop a more holistic un-
derstanding of topics. For example, when discussing families,
consider adding students’ illustrations of their own families,
images of LGBTQ+ families, bicultural families, and adoptive
families, student quotes about families (and more quotes
and journal entries from students as time passes and their
thoughts develops), and so on, rather than settling for a
single image of a white, heteronormative family. With a
rich gallery wall, students’ visions and understandings of
families will expand.

Total Physical
Response
through Realia

Bring physical objects, realia, into class to accompany read-
alouds and class discussions. Authentic replicas (as opposed
to only photos) can engage students in the topic. Figures (of
Mongolian gers, for example) or items such as Japanese obi,
encourage students to think about dimensionality. To under-
stand the ways that we all experience the world differently,
place an object relevant to the cultural discussions in the
textbook in the center of the room and ask students to record
their observations / points of view. Although everyone is
observing the same object, they will expeirence different
perspectives on it, representative of different perspectives
of reality. Alternatively, choose an object that is meaningful
to a minority cultural group. After students read their re-
flections, the teacher explains the significance of the object
from the cultural groups’ perspective.

EFL teachers are uniquely positioned to address
culturally-disproportionate or stereotypical
materials in the classroom as facilitators of
intercultural communication.
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Food Talks

Almost all EFL textbooks feature food at some point. Cuisine
can be a wonderful way to learn about diversity. Read differ-
ent picture books on world food traditions and discuss: what
etiquette rules differ between cultures, how school lunches
can accommodate students’ diverse backgrounds, designing
a new school lunch menu, how students can teach others
about their own food cultures, etc.

It is worth noting that versions of these kinds of activities
risk promoting stereotypes (for example, in Japan, sushi is
reserved for restaurant outings and holidays, as opposed
to being a daily meal). One way to counter this risk is to
compare food pyramids or plates, which highlight daily die-
tary recommendations, in different countries. Students can
compare which food representations appear in categories.
Older students may also be able to discuss the reasons for
differences (economical, ecological, etc.).

Practice Seeing

(Revised for EFLs
from an original
activity by Sensoy
& DiAngelo, 2017).

Choose images of people from different cultural and gender
groups, and across professions (if possible, consider using
public figures). In an interactive GoogleSlides page, or in
person, ask students to assign pre-selected adjectives (brave,
smart, presidential), and descriptions (likes reading, is a stay-
at-home-parent, uses a wheelchair, speaks English and Spanish,
etc.) to each photo. Ask students to reflect on why they
chose these words for each picture. Then, share information
about the people in the photos. (For example, She is Neerja
Bhanot Ashoka Chakra. She was an airline attendant who saved
children from terrorists. They are Rebecca Sugar. They created
the popular T.V. show, “Steven Universe.”) Ask students to
reflect on how they felt upon learning about the people in
the photos. Can we judge others? Help guide students to
consider what prejudices or preconceived ideas influenced
your decisions in response to the questions. This is a good
opportunity to talk about which people are often depicted
in the media, and how they are represented.

Examples of questions that can be used to guide these dis-
cussions in English, as aligned with Japanese EFL grammar
units, include: Who do you see on T.V.? Are they happy/ sad
/ good / bad / silly? Why? What are they doing? Who don'’t
you see on T.V.? Why?

the EFL teacher should encourage students
by reminding them that anti-bias thinking
necessitates the incorporation of multiple
perspectives and open-ended discussions.
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Justice

Including justice in EFL lessons is par-
ticularly important when textbooks fail
to introduce discussions on society or so-
cial problems. My critical analysis of Japa-
nese EFL textbooks, for example, revealed
that, combined, the books contained zero
discussions on social discourses, despite
being designed for multiculturalism and
global thinking (Efron, 2020). The inclu-
sion of justice in lesson units is essential,
though, in asking how stereotypes affect
us, how systemic discrimination impacts
our world, how privilege affects justice,
and how discrimination affects people
(Chiariello, 2016). Justice is also neces-
sary in recognizing institutional injus-
tice and the harmful impacts of bias on
communities. No country is free from
discriminatory practices and as such, it is
necessary for teachers to educate through
anti-biased units dedicated to exploring
and promoting justice, so that we can
educate future global leaders for a more
humane world.
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WebQuests for
Current Social
Justice Issues

Simple WebQuests can be utilized to help students explore
justice. For example, the following activity engages students
in examining different areas of social justice:

+  Go to amplifier.org; Look through the human rights
posters.; Answer the questions: How does this poster
make me feel? What words do I see? What colors are used?
What does this poster seem to be about?

+  From there, students work in groups to research the
issue, problem solve, and design their own human
rights posters on free platforms like Canava, or on paper.

Global figures

(See the “Considering your Curriculum” section of this ar-
ticle.)

Hashtagging
Events (Buechel,
2020)

When responding to textbook units such as hobbies, places,
or weather, share real images of world events, news, and
social justice on a white board and have students practice
English by creating #hashtags foar events they are familiar
with (Buechel, 2020). Social justice units can be tied into
every subject, as systemic biases are ubiquitous. For example,
when learning the weather, discuss ways that low-income
countries have far fewer ways to adapt to climate change
than high-income countries (Levy & Patz, 2015), or ways in
which environmental crises create environmental refugees,
will tie world events and discourses into an otherwise
isolated textbook unit.

Reworked
“Privilege
Walk”

The Privilege Walk activity, though intended to teach about
the intricacies of privilege, has long been criticized for cen-
tering whiteness (Torres, 2015) and for making individuals
feel humiliated (Ehrenhalt, 2017). To rework this idea and
help students recognize the privileges they hold, Torres
(2015) recommends emphasizing the power of minoritized
groups. For example, “Step forward ...if you speak a second
language...” (Torres, 2015). Other ideas include: step forward
if your family came from another country, step forward if you
work hard despite a disability, step forward if you've challenged
racism, homophobia, etc. These questions can be adjusted by
grade level and scaffolded by language ability and languages.

History Project

Learn the history of the place names or words in your local
community. Which words have colonial roots, Indigenous
roots, or Western influence?




Action
Engagement There are many ways to engage with others outside of the
The final tier in Teaching Tolerance’s ABF with local classroom for the benefit of social justice and EFL education.
is the unit “action,” which synthesiz- interlocutors For example: Skype exchanges with schools in other coun-
es knowledge-building in the previous tries, e-penpal programs with students in other countries,
units with real-world problem solving and interviews with local community members or experts
and engagement. Taking social action on various social or environmental issues online.
can be challenging, but it is important
to help students recognize that they can Another way to engage with others is to conduct interviews
effect change in the world, especially and then create a digital class book that can be added to,
since many boards of education describe featuring things that are unique about students on one side,
wanting to equip students with “the abil- and the things that are unique about others on the other
ity to solve problems, thereby fostering side. (During such activities, it is important not to shy away
global leaders who can work globally in from topics like race, ability, ethnicity, language, religion,
the future” (MEXT, 2019, p.10). gender, etc., which are central to ABFs).
For many EFL classrooms, the learning
is removed from the world and occurs in Community Consider creating a school-wide community project focused
isolated units, in effect, removing learn- projects on bringing the school closer together, for example, through
ers from the target language. However, building a digital school library (EthicalESOL.org).
by engaging with the language to solve
world problems, students can become
empowered learners and global thinkers. Showcasing Students can showcase artwork, analyses, writing that ad-
Thinking dress issues found in textbooks, media, and other discussions
through a bulletin board, school newsletter, or class blog.
Book survey Survey the books in your school library. Consider oppressed
and dominant groups (cultural groups, men / women /
non-binary, able / disabled, and so on). Who are the protag-
onists or what are the themes in the books? Are there books
from Indigenous groups? Help students write a letter to your
Board of Education discussing their findings. Students can
also research books featuring protagonists of different back-
grounds and include their requests for books in their letter.

Seeing one’s self represented, as well as seeing
normalized images of others, are critical in
forming anti-bias thinking.

Including justice in EFL lessons is particularly
important when textbooks fail to introduce
discussions on society or social problems.
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Considering your Curriculum

Although many EFL teachers
might be excited by these ideas, some
may initially struggle thinking about
where in the curriculum to include
anti-bias units. As mentioned, because
oppression (sexism, racism, linguicism,
etc.) is systemic, there are infinite ways
to ground curricula in social justice ed-
ucation. For example, consider this 6th
grade textbook used across Japan, We
Can 1 (MEXT, 2018), and some ways to
reframe the units so that social justice
is centered in each unit:
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Original Ways to Tie in Social Justice Themes

Textbook Unit &

the main topics

covered

This is Me Race & Ethnicity unit: books with protagonists of different

(countries,
months, hobbies,
seasons)

cultures, races, religions; identity-building; different seasons
around the world; different cultures’ understandings of sea-
sonal elements; thinking about how cultures and histories
form our individual and collective identities.

Welcome to Japan
(Japanese food,
traditional cultu-
ral events)

Immigration unit: picture books on immigration; interviews
or blogs from half-Japanese, non-Japanese, or Indigenous
people living in Japan; diversity activities; understanding
why people move to or seek asylum in other countries;
bilingualism; understanding representation

He is Famous. She
is Great.

Global heroes unit: autobiographical/biographical books fea-
turing heroes from various social justice and civil rights
movements around the world

| Like My Town
(shop names, this
is~, we have~)

Class unit: visit different towns around the world on Google
Earth. Visit high-socioeconomic and low-socioeconomic
areas and ask students to discuss the differences. What do
they have? What don't they have? What issues contribute to
poverty? How can we help? With this last notion, be careful
not to “suggest [that] we must fix poor people instead of
eliminating the inequities that oppress them” (Gorski, 2007,
par. 2). Think about who holds and maintains power.

My Summer
Vacation (summer
events, food)

Students identify and investigate a community problem and
propose a solution. They then plan and implement action
directed at solving the problem.

What do you
want to watch?
(Olympics, sports,
adjectives)

Ability unit: Focus on empowering Paralympic athletes from
countries around the world. What privileges do non-dis-
placed people have? What is ableism? Use books with
disabled protagonists. Identify the physical accessibility
of your school.

My Best Memory
(school events)

Educational rights unit: What is school like in other countries?
Include Malala Yousafzai's contributions to education, girls’
educational rights, students going to school abroad and their
experiences.




What do you want | Rights & activism: Explore what jobs are most necessary in the
to be? (occupe- world per social justice units; i.e. if you are championing the
tions) environment, what kind of job can you do? What can we do

right now to help? Look at youth activists around the world.
Junior High School | Bullying & bias: Address issues at school. Showcase club
Life (Jr. high scho- | activities from around the world focused on social justice;
ol club activity for example, in America, the Gay-Straight Alliance club.

What kind of club does your community need?

Conclusion

When teaching culture or social issues it
is important to be mindful of tokenism
and/or over-stereotyping groups for the
sake of discussion. Likewise, students’
classroom learning must be understood
in accordance with their linguistic abili-
ties. For example, young learners may not
have enough vocabulary to output and
confirm their depth of understanding. As
mentioned, translanguaging is one prac-
tice to help bridge this gap. Lastly, it is
not enough to simply include this paper’s
aforementioned activities as stand-alone
occurrences in the EFL classroom. These
suggestions are mentioned for their po-
tential to scaffold and synthesize larger,
on-going conversations with students
on identity, justice, diversity, and action.

This article helps EFL teachers recog-
nize both the possibilities and the pit-
falls of existing EFL materials in their
own schools. Through this perspective,
teachers can reconsider not only what we
are teaching, but also how the existing
materials can be used in language class
to provoke deeper thinking and critical
discussions.
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A L'ECOLE, LES FILLES SONT-ELLES
SYSTEMATIQUEMENT INTERROMPUES ?

This article presents the results of a study about intrusive speech interruptions of
girls in the school environment. Based on a corpus of interactions observed at a
French as first language (L1) classroom, this study aimed to identify and describe
the organizational sequence of intrusive interruptions, as well as the resources
employed by the participants throughout these interruptions. The frequency of
the interruptions suffered by the girls was identified as a means of discussing the
systematicity of such interactional phenomenon. In this paper, an example from the
analysis of a sequence of intrusive interruptions through a Conversation Analysis
perspective will be presented, followed by a brief discussion of the results derived
from the rate of girls’ speech interruptions. The findings invite us to reflect on a
probable devaluation of girls’ participation in class and the effects of these inter-
ruptions on girls' learning processes. To conclude, some suggestions for practical
applications aimed at building a truly gender-equitable learning environment for
addressing gender concerns will be provided.

Introduction

Au cours des derniéres décennies, des
études portant sur la différence entre
la parole des femmes et des hommes
(West & Zimmerman, 1975, 1983, 1987 ;
Tannen, 1990 ; Murata, 1994 ; Ford, 2008
: Jacobi & Schweers, 2017) ont montré
que les femmes sont plus interrompues
que les hommes dans une conversation.
De plus, les femmes sont interrompues
majoritairement par des hommes indé-
pendamment des niveaux d'intimité, des
attributs de personnalité ou du statut des
participants en interaction, que ce soit
dans la sphere professionnelle, sociale
ou privée. Les analyses présentées par ces
auteurs sont multiples et ne convergent
pas toujours vers les mémes conclusions.
Cependant, tous évoquent tous la notion
d'une domination masculine qui résulte
de la division sexuée de la société, et
favorise davantage les hommes, comme
peut-étre la cause la plus importante
d'une naturalisation de la coupure de la
parole des femmes et de la domination
masculine dans des conversations mixtes.

Dans une société non équitable a I'égard
du genre, la parole devient un objet de
pouvoir genré.

Bien que les résultats de ces recherches
aient pointé une systématicité de I'inter-
ruption de la parole des femmes dans des
contextes les plus variés, les études rela-
tives a ce type d'interruption a I'école — et
notamment dans les termes de I'Analyse
Conversationnelle (AC) — font défaut. Afin
de comprendre si un biais ‘genre’ concer-
nant le droit a la parole existe également
en milieu scolaire, nous avons réalisé une
étude portant sur les interruptions intru-
sives de leur parole subies par les filles en
classe de francais langue premiére au se-
condaire [ en Suisse Romande (Carvalho,
2019). Dans les cas ot ces interruptions
ont été identifiées, notre étude visait la
description des séquences concernées, la
description des méthodes mobilisées par
les interactants lors de la production de
ces interruptions ainsi qu'une analyse
quantitative consacrée a la discussion du
caractére systématique des interruptions
de la parole des filles.




L'analyse a été fondée sur les principes
méthodologiques de I'AC (Sacks et al,
1974). Les interactions analysées ont été
enregistrées par audio et vidéo et trans-
crites en détail. La classe observée était
composée de 9 filles et 11 garcons. Nous
avons saisi les interactions intégrées dans
des activités a I'oral, a savoir des discus-
sions sur des thémes de société et sur
des livres qui étaient en train d'étre lus
par les éléves. Une discussion est pro-
posée par l'enseignant et les apprenants
sont invités a exprimer leurs opinions.
L'enseignant a défini a I'avance des régles
pour la prise de parole, comme lever la
main pour demander la parole, et des
éléves individuels sont hétéro-sélection-
nés tour a tour. Le genre de I'enseignant
n'est pas pris en compte dans cette ana-
lyse. Nous nous sommes focalisée sur les
interactions entre pairs dans un contexte
de discussion guidée par I'enseignant avec
pré-allocation de tours de parole, c’'est-a-
dire dans un cadre de contrdle sur l'orga-
nisation de la prise de parole. Toutefois,
méme dans ce contexte, nous avons pu
constater 'occurrence d'interruptions
systématiques de la parole des filles.

Nous rapporterons ici certains résultats
obtenus dans notre étude. Nous présen-
terons une analyse illustrative d'une sé-
quence d'interruption intrusive subie par
l'apprenante Maya'. L'éléve est choisie
par I'enseignant pour présenter son avis
a propos du sujet en discussion. Malgré
la pré-allocation du tour de parole et les
régles préalablement établies, I'éléve a
été systématiquement interrompue avant
de réussir a achever son tour de parole.
Nous tacherons ici de montrer la facon
dont l'éléve réagit aux tours de parole
constituant des interruptions et les res-
sources interactionnelles mises en place
par les participants impliqués dans cette
interaction.

Une analyse quantitative a été également
réalisée afin d'identifier la fréquence avec
laquelle les filles ont été interrompues de
maniére intrusive en classe. Pour ce faire,
premieérement, nous avons repéré toutes
les interruptions intrusives produites
dans les lecons observées. Ensuite, nous
avons comparé le nombre d'interruptions
subies par les garcons et les filles, respec-
tivement. Enfin, les taux d'interruptions
subies par les filles et les garcons, norma-
lisés avec le nombre des participants et
le temps de parole de chaque participant
de chaque genre, ont été calculés pour

chaque legon et comparés entre eux. Les
résultats ont montré que les filles ont été
interrompues de maniére beaucoup plus
fréquente que les garcons.

Retenons ici les trois résultats les plus
importants : 1) dans une classe compo-
sée de 20 éleves, 9 filles et 11 garcons,
le temps de parole détenu en moyenne
par chaque garcon a été 50% supérieur a
celui des filles, et cela dans la situation
dans laquelle les filles ont parlé le plus.
Dans les contextes ot les filles ont moins
parlé, un garcon a détenu la parole en
moyenne trois fois plus qu'une fille : les
garcons ont gardé la parole 23% du temps
contre 6% pour les filles ; 2) les filles sont
plus interrompues que les garcons : 80%
plus que les garcons dans le cas ou elles
étaient le moins interrompues ; 3) les
filles sont majoritairement interrompues
par des garcons, alors qu’elles sont moins
interrompues par d'autres filles. Dans une
des lecons observées, les garcons ont été
al'origine de toutes les interruptions in-
trusives produites en classe, soit chez les
filles soit chez eux-mémes. Ces résultats
peuvent, par exemple, nous orienter vers
une remise en cause de la croyance so-
ciale apposée sur l'idée que les femmes
seraient plus bavardes.

Dans cette contribution, nous présen-
terons d’'abord un bref apercu théorique
concernant la construction des identités
sociales a travers la parole en classe et
le concept d'interruption intrusive. La
deuxiéme section sera consacrée a la mi-
cro-analyse de la séquence d'interruption
déja mentionnée. L'article se clot par une
conclusion et une discussion d'implica-
tions pratiques pour I'école.

Cadre théorique

L'identité de genre est une parmi les mul-
tiples facteurs qui composent l'identité
sociale d'un individu. Tout d'abord, il
est important de garder a I'esprit qu'une
seule notion de genre, étant donné la
complexité du sujet, n'existe point. Nous
nous sommes intéressée aux approches
discursives de la construction de l'iden-
tité sociale mettant I'accent sur la no-
tion de genre et sa relation étroite avec
le langage (Bourdieu, 1998, 2014 ; Fou-
cault, 1989 ; Ostermman, 2008 ; Tannen,
1990 ; Weatherall, 2000, 2002 ; West
& Zimmerman, 1983, 1987). Dans cette
perspective, faire référence & un concept
disponible dans la réalité est faire, en

1 Les participants sont identifiés par des

noms fictifs afin de les rendre anonymes.
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2 Le terme chevauchement fait référence a
I'acte de « plus d'une personne parle a la
fois » dans une conversation (Sacks et al.
1974).
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effet, une référence au discours qui
construit cette réalité (Scot, 1998). Ainsi,
les concepts de genre et de réles qui sont
associés aux genres sont historiquement
et culturellement variables : leur sens est
une construction négociée par des parti-
cipants impliqués dans ces interactions
situées aux niveaux social et historique.
En se basant sur ces études, la notion
de genre sur laquelle s’est fondée notre
recherche est celle proposée par Butler
(1990). Selon cette autrice, la division
sexuée entre les corps se construit a par-
tir d'un concept de sexe biologique créé
par le discours. De ce fait, une matéria-
lité sexuée du corps n'existe pas avant
le discours parce que c’est le discours
qui classe un tel corps (avec certaines
caractéristiques) en tant que masculin
ou féminin. Il existe donc un genre social
qui est préalable a la matérialité sexuée
du corps et qui est assigné a ce corps lors
de la naissance d'une personne. Ce sont
les genres sociaux qui sont inscrits dans
les corps pour qu'ils deviennent sexués.
A cet égard, il est tout a fait important de
réfléchir a la pluralité des genres sociaux
en sortant du binarisme féminin-mascu-
lin qui n'est pas assez représentatif des
différentes identités sociales.

L'identité sociale d'un sujet se configure
a travers ses discours et par rapport aux
discours d’autrui, dans un processus qui
implique l'altérité. L'une des institu-
tions clés qui participe & ce processus est
I'école. La construction de significations,
de rapports interpersonnels, d'identités
en classe se manifeste dans et a travers
la parole-en-interaction. La parole de cha-
cun s'ajuste aux contributions des autres
participants et les tours de parole sont
le résultat de ces ajustements mutuels
(Sacks et al. 1974: 726). Ainsi, c’est dans
l'élaboration de chaque tour de parole et
dans la coordination des changements
de tours de parole que peuvent se maté-
rialiser des comportements stéréotypés,
et ce sont ces mémes éléments qui sont
susceptibles d'influencer la construction
d'une identité de genre d'un certain sujet
dans son rapport a autrui. Les interac-
tions en classe jouent donc un roéle fonda-
mental dans la construction des identités
sociales des éléves.

L'organisation des tours de parole en
classe se fait de facon particuliére no-
tamment en raison des routines institu-
tionnelles propres mises en ceuvre par les
participants impliqués dans I'interaction

et en fonction des objectifs pédagogiques
émergents et co-construits localement.
Le type d'activité en cours, les objectifs de
cette activité, le type de contenu étudié,
I'age des participants impliqués dans I'in-
teraction et les conversations paralléles
entre les éléves sont quelques exemples
de facteurs jouant un réle important lors
de l'organisation de la prise de parole
en classe. Des enseignants peuvent donc
instituer un systéme de pré-attribution
des tours ot les éléves doivent prendre la
parole selon un ordre défini a I'avance ou
sur la base de I'hétéro-sélection par I'en-
seignant. Les éléves peuvent également
s'auto-sélectionner, comportement qui
peut étre accepté et encouragé ou alors
dévalorisé et/ou sanctionné. Les éléves
mettent en scéne leurs disponibilités ou
indisponibilités pour prendre la parole de
maniére verbale ou non verbale (multi-
modale), comme en levant la main ou a
travers le contact visuel (Evnitskaya &
Berger, 2017). Enfin, les échanges peuvent
se dérouler en étant plus ou moins parse-
més de chevauchements” ou de longues
pauses.

Les chevauchements peuvent étre
non-intrusifs, par exemple quand un
éleve prend la parole de maniére anti-
cipatoire, juste avant la fin du tour d'un
de ses pairs, sans couper court au propos
d’autrui. Ou alors le chevauchement peut
relever d'une interruption intrusive. Cest
cette interruption intrusive que nous avons
examinée par rapport aux tours de parole
produits par des filles en classe de fran-
cais langue premiére, en nous focalisant
spécifiquement sur les moments ol une
fille a été hétéro-sélectionnée par I'ensei-
gnant comme prochaine locutrice. Mu-
rata (1994) définit l'interruption en tant
qu'acte qui viole la parole d'un participant
a la conversation. L'interruption intrusive
peut étre percue comme agressive : le
participant qui interrompt prend la parole
en violant le droit de parler du locuteur
actuel, par exemple pour présenter un dé-
saccord avec ce qui est dit ou pour forcer
un changement de sujet de discussion. Il
convient de noter que ce qui est percu
comme une interruption intrusive dans
une culture peut étre considéré comme
coopératif dans une autre. La coupure
abrupte de la parole est en soi une inter-
ruption mais pas nécessairement intru-
sive. C'est surtout ce que les interactants
essaient de faire en se parlant qui dé-
termine le type d'interruption dans une
conversation. Les interruptions peuvent



donc étre collaboratives ou intrusives. La
nature intrusive de I'interruption peut se
traduire par la maniére dont le partici-
pant interrompu interpréte et réagit a ces
interruptions tour apres tour de parole au
cours de la conversation.

Comme les études de ce phénomeéne dans
une perspective d’AC en milieu scolaire
sont rares, nous ne pouvons pas conclure
que cette tendance a I'interruption sys-
tématique de la parole des filles se re-
produit avec la méme fréquence ou les
mémes caractéristiques linguistiques
dans d’'autres contextes scolaires. Les
résultats peuvent varier en fonction de
plusieurs autres facteurs comme les en-
seignants qui gérent l'activité en cours ;
le genre de I'enseignant ; les régles de
prise de parole négociées entre les inte-
ractants ; les caractéristiques de la tache
en cours ; les types de cours concernés,
comme la biologie ou les mathéma-
tiques, par exemple ; les tranches d’ages
des éléves et des enseignants impliqués
dans I'interaction. En d'autres termes, les
possibilités de recherches qui s’ouvrent
a propos de I'interruption systématique
de la parole des filles en milieu scolaire
sont vastes.

Analyse d’interruptions
intrusives de la parole des filles
a3 U'école

Le corpus utilisé dans cette étude a été
recueilli par le Centre de Linguistique
Appliquée (CLA) de I'Université de Neu-
chatel. 11 s'agit d'interactions en classe
impliquant des éléves agés de 13 a 14
ans, a l'école obligatoire en Suisse. Ces
enregistrements audiovisuels ont été
transcrits selon les conventions en vi-
gueur en AC. L'exemple ci-aprés (1) est
tiré d'une discussion ot les éléves sont
invités a exprimer leur avis sur le sujet
suivant : « Quand les apprenants auront
des enfants, qui les élévera, eux, leur
conjoint, quelqu'un d'autre ? Pourquoi
? ». L'extrait ci-aprés montre des inter-
ruptions subies par Maya. La séquence
est initiée par l'enseignant qui clot la
séquence produite avec Carine et sélec-
tionne la prochaine locutrice, Maya. Dans
notre exemple, Maya et Carine sont des
filles, Dominique est un garcon et le point
d’interrogation (?) désigne un participant
non identifié dont, dans ce cas, le genre
n'a pas pu étre identifié.

Dans I'ensemble de notre contexte d’ana-
lyse, les séquences d'interruption se sont
déroulées de maniére stable et trés sem-
blable a ce que nous pouvons observer
dans cet extrait. Celui-ci nous permet
ainsi de présenter les méthodes mobili-
sées par les interactants lors de la pro-
duction d'une interruption et ses consé-
quences séquentielles. Nous pouvons y
observer des exemples d'interruptions
intrusives, une interruption collaborative
et les conséquences séquentielles entrai-
nées par les deux types d'interruptions.

Les interruptions intrusives repérées
dans notre corpus ont été produites au
moyen de ressources interactionnelles
telles que I'étirement de syllabe dans un
tour de parole, l'augmentation du vo-
lume de la voix pour prendre la parole
et des chevauchements compétitifs en
dépit de la pré-allocation des tours faite
par l'enseignant. Pour faire face a ces
interruptions, les filles ont eu recours
notamment a deux stratégies, a savoir :
a) s’engager dans les chevauchements
compétitifs, et b) abandonner leur tour
de parole et attendre une intervention de
l'enseignant pour reprendre la parole. I
faut noter que les filles ont aussi produit
des interruptions intrusives. Par contre,
elles I'ont fait avec une fréquence plus
basse par rapport aux garcons. La plupart
des interruptions produites par les filles
ont été comprises en tant que coopéra-
tives par les participants en interaction.
Les résultats obtenus dans notre re-
cherche pointent vers une systématicité
d'un comportement interactionnel qui ne
semble pas étre lié a un simple désintérét
des éléves impliqués dans l'interaction. Le
désintérét ou I'écoute non-active peuvent
étre des facteurs qui jouent un réle im-
portant dans toutes les interactions.
Cependant, ces facteurs ne remettent
pas en question le constat que, dans le
corpus analysé, ce sont les filles qui sont
la cible des interruptions intrusives et
qu'elles ont di s'engager, selon les cas,
trois fois plus qu'un garcon pour assurer
leurs roles de locutrices et garder leurs
tours de parole.
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Q) Extrait du corpus Francais langue premiére, secondaire |, discussion
de théme de société : L1-secl-DS-3 (vidéo 21m08s)

g &carine c'est vraiment par godt (..) hein (...) vraiment par gofit. (.)
puis:: maya

May : ben euh: moi je sais pas mais j- [mais non] parce que noné&

[tu ne sais pas]

May : &les: les gamins je veux dire ga: ¢a m'intéresse (tout) i- ils sont

chous mais (1.0) c'est cette image de femme au foyer qui est +tuante
((riant) )+

hein
[aah?]
May : [ouais] mais: [c'est vrai]
P : [ah] (..) pourquoi c'est tuant cette image [de femme au foyer.
non mais dis (.) dis pourgquoi.]
May : [non c'est pas tuant mais je sais pas]
May : non c'est pas crevant c'est
{1.3)
7 chiant
May : c'est (xx) c'est pas que ¢a me plait pas mais
Car : mais eeeh
({rires féminins: 1.2))
P o3 non non carine laisse-la voir euh::
May : je sais pas
P : donc tu tu wvois pas (..) étre (..) une femme au foyer. (.) je veux
dire ce genre de femme la tu tu vois pas comme ¢ga.
May : ben a cinquante pour cent ouais peut-&tre mais pas euh:: toute ma vie

rester 4 la maison [avec mon mari] étre complétement (.)&

Figure 1 : La gestuelle de Maya

Car : [mais pas toute la vie]

Figure 2 : La gestuelle de Carine

May : &[en fait c'est ca (xx)]
Dom : [mais ce qu'elle est nu::lle]
[ ((rires))]
P : [*chcht®] non non (.) vous vous taisez c'est difficile de (..)
dire ses idées j'aimerais que vous écoutiez s'il vous plait
22m05s
May : pour l'instant ce que j'aimerais pas c'est étre dépendante de quelgu'un
P : ah ouais & ce moment 14 tu es dépendante du salaire [ou de:] de ton&
May : [voila]
P 3 smari [hh] et pis tu aimerais gagner de l'argent pour é&treé&
May : [de pas:]
P if &indépendante.
May : ouais non b- ben maintenant ouais aprés je sais pas faut voir
P : aha (.) mais maintenant c'est ce que tu vois (..) étre indépendante
May : ouais
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Maya commence un premier tour de pa-
role & la ligne 3 ; il est marqué par des
éléments d’hésitation : répétition de mots
(« les : les »), troncations (« i- ils »),
micro-pauses et allongement de syllabes
(«les: », « ca: »). Ce tour se termine avec
un rire (1.7), 2 un point de complétude
actionnelle et syntaxique : Maya a énon-
cé son opinion. Aux lignes 8-9, d'autres
participants s’auto-sélectionnent, in-
tervenant avec des signes de surprise
« hein ? » « aah ? », ce qui incite Maya
a insister (1. 10) : « [ouais] mais: [c'est
vrai] ». Les intrusions auto-sélectionnées
de ses camarades aux lignes 8 et 9 violent
les régles de prise de parole préétablies
au début de la séance, mais elles n'inter-
rompent pas le tour de Maya : ce ne sont
pas des interruptions intrusives. Apres
avoir été relancée par l'enseignant (1. 11-
2) qui demande « pourquoi C’est tuant
cette image de femme au foyer », Maya
reprend son tour (1. 13) et revient sur sa
premiére opinion, « non c'est pas tuant »,
recourant alors a l'expression « je sais
pas » (Berger & Evnistakaya, 2017).

Maya, toutefois, continue son explication
dans un autre tour de parole (ligne 17)
mais, avant qu'elle achéve la parole en
cours, pendant une pause (1,3 s), un par-
ticipant non identifié s’auto-sélectionne
en I'interrompant. Notons ici que le tour
de parole de Maya, « non c'est pas cre-
vant c'est », inachevé, demande pour étre
complété grammaticalement un attribut
du sujet, ce qui est justement proposé
par le prochain locuteur : « chiant »
(L. 16). Ce type d'interruption peut étre
compris comme collaboratif : il reléve en
fait d'une co-construction d'un énoncé.
Cependant, Maya ne s’engage pas dans
une confirmation, par exemple « ouais,
c’est ca », mais, au contraire, reprend son
explication par « c’est pas que ¢a me plait
pas mais » (I. 17).

Cest ici quintervient une interruption
que nous caractérisons comme intrusive
étant donné la réaction de I'enseignant.
Carine s'auto-sélectionne (ligne 18), alors
que Maya, par son « mais », avait projeté
une continuation de son tour (1. 17) ; et,
lorsque l'enseignant s’oriente alors vers
I'énoncé projeté par Carine, Maya n'offre
aucune réaction. L'enseignant demande
le silence pour que Maya puisse achever
sa réponse. Maya reprend la parole (ligne
21) et a recours, encore une fois, a I'ex-
pression « je ne sais pas ». L'enseignant
lui pose alors une autre question « tu tu

vois pas comme ¢a », action qui implique
une réponse de la part de Maya et, par
ce fait, la sélectionne comme prochaine
locutrice. Or, le tour suivant de Maya est a
nouveau interrompu (ligne 26) par Carine
qui intervient en chevauchement avec la
parole en cours de Maya, et elle le fait en
énoncant une objection : « mais pas toute
la vie » (c'est-a-dire, elle affirme qu'il ne
s'agit pas de rester a la maison toute sa
vie quand on a une famille en tant que
femme, alors que Maya avait justement
suggéré cette contrainte).

Cependant, ces facteurs ne remettent pas en
question le constat que, dans le corpus analyse, ce
sont les filles qui sont la cible des interruptions
intrusives et qu'elles ont dii s'engager, selon les
cas, trois fois plus qu'un gargon pour assurer
leurs riles de locutrices et garder leurs tours de

Nous avons repéré les images de
l'interaction entre Maya et Carine. Maya
parle toujours en regardant tout droit, fi-
gure 1, (21 min 59 de la vidéo). Carine, par
contre, fait des mouvements vers d'autres
éléves, figure 2 (22 min 01 de la vidéo),
et met sa main a la bouche en cachant
partiellement son visage. Carine inter-
vient, « mais pas toute la vie », afin de
permettre @ Maya de formuler un énoncé
conclusif (ligne 27) : « en fait c’est ca »,
qui est toutefois chevauché par Domi-
nique, via une autre interruption intrusive
(1. 28). Dominique interrompt le topique
en cours (qui restera a la maison pour éle-
ver ses enfants ?) pour adresser un énon-
cé offensif a I'égard de Maya. Cette action
déclenche les rires de la classe qui sont
suivis de l'intervention de l'enseignant
par linterjection « [°chcht®] ». Ainsi, ce
n'est qu'aprés plusieurs interruptions, a
partir de la ligne 33, que Maya parvient
a assurer son réle en tant que locutrice
sans interruption de la part d’autres par-
ticipants.

Conclusion et implications
pratiques

L'un des objectifs des interactions en
classe est de favoriser les compétences
communicatives (ou : interactives) des

parole.
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éléves afin de les préparer aux besoins
communicatifs qu'ils rencontreront
dans leur vie future, professionnelle ou
autre, que ce soit en langue premiére ou
seconde (Pekarek Doehler et al. 2017 ;
Pekarek Doehler, 2020). Dans cette op-
tique, et d'aprés les résultats obtenus dans
notre étude, nous pouvons nous poser
des questions relatives a I'impact des in-
terruptions sur l'apprentissage chez les
filles, car celles-ci risquent de diminuer
le temps de parole des filles et d’empiéter
sur leurs possibilités de participation aux
interactions en classe. Une telle réflexion
converge avec les propositions de 1'0r-
ganisation des Nations Unies (UNESCO
& IIEP, 2017) : l'un des objectifs de son
projet de Planification de I'éducation pour
les Etats membres, en effet, est d'assurer
un environnement équitable en matiére
de genre & I'école. Or, ceci parait incom-
patible avec un temps de parole réduit
des filles ou une possible dévalorisation
de leur participation, voire de leurs pro-
pos, en milieu scolaire. L'interruption
systématique de la parole des filles est
un comportement naturalisé parmi tant
d'autres qui renforce les disparités entre
les genres a I'école. Ainsi, il nous semble
prioritaire de réfléchir a des pratiques
pédagogiques qui tiennent compte des
écarts entre les genres et leurs implica-
tions sur l'interaction lors de la plani-
fication d'une activité. Les solutions ne
sont pas simples, mais nous présentons
quelques pistes, a savoir :

a) Les éléves pourraient étre invités a
des pratiques d’écoute-active dont
l'objectif est de créer un environne-
ment de respect et d’'empathie avec
l'interlocuteur ;

b) L'établissement de régles claires avec
des objectifs explicites pour des dis-
cussions en classe lorsque 'orienta-
tion « lever la main et ne pas couper
la parole » n'a pas l'effet escompté ;

¢) L'enseignant pourrait s’engager a
encourager les filles a s’exprimer,
dans le cas ou il a observé un temps
de parole non-équitable entre les

interactants ;

d) L'enseignant pourrait essayer d'in-
tervenir a chaque fois qu'une fille
est interrompue en la sélectionnant
lorsqu’elle manifeste une tendance
a I'abandon de son réle de locutrice
apres une séquence d’interruption.

Dans le cadre de discussions de thémes de
société, les enseignants pourraient éga-
lement proposer des discussions concer-
nant le théme « interruption de la parole
de femmes », et les éléves pourraient
étre exposés a des résultats de recherches
et étre invités a présenter des proposi-
tions qui visent la construction d'une
pratique interactionnelle équitable. Pour
les enseignants qui souhaitent naviguer
dans les eaux des avancées technolo-
giques, il existe deux outils numeériques
qui peuvent contribuer a cette prise de
conscience par rapport a une participa-
tion équitable en classe : les applications
Woman Interrupted et Equity Maps. Les
possibilités sont donc vastes. Et, dans ce
cas spécifique d'application de mesures
claires visant la diminution de I'écart
entre les genres, le plus important, tou-
tefois, nous semble de travailler sur la
sensibilisation des enseignants (et des
éléves) a cette problématique, ce qui fa-
voriserait des ajustements en classe en
vue d'un plus grand équilibre, entre les
genres, de la parole-en-interaction.



Reéférences bibliographiques

Bourdieu, P. (1998). La domination masculine.
Paris, Editions du Seuil.

Bourdieu, P. (2014). Langage et le pouvoir
symbolique. Paris, Point.

Butler, ). (1390). Gender Trouble. Feminism and
the Subversion of Identity. New York, London :
Routledge.

Carvalho, B. (2019). Les pratiques
communicatives en classe : la parole des
femmes en milieu scolaire. Pekarek, S. (dir).
Mémoire de Master : Université de Neuchatel.

Disponible sur : https://doc.rero.ch/
record/327190

Ford, C. E. (2008). Women Speaking Up:
Getting and Using Turns in Workplace
Meetings. New York: Palgrave Macmillan.

Evnitskaya, N. § Berger, E. (2017). Learners’
multimodal displays of willingness to
participate in classroom interaction in the L2
and CLIL Contexts. Classroom Discourse, 71- 94.

Fasel Lauzon, V. § Pochon-Berger, E. (2010).
Une perspective multimodale sur les pratiques
d'hétéro-sélection du locuteur en classe.
Pratiques 147-148,105-130.

Foucault, M. (1989). Microfisica do poder. Rio
de Janeiro, Edi¢des Graal.

Jacobi, T. § Schweers, D. (2017). Justice,
interrupted: The Effect of Gender, Ideology and
Seniority at Supreme Court Oral Arguments.
Virginia Law Review, 1379-1496.

Murata, K. (1994). Intrusive or cooperative? A
crosscultural study of interruption. Journal of
Pragmatics, 385-400. Journal of Pragmatics,
vol. 21, issue 4.

Ostermman, A-C. (2008). Andlise da Conversa
(Aplicada) como abordagem para o estudo de
linguagem e género: O caso dos atendimentos
a mulheres em situagdo de violéncia no Brasil.
Athenea Digital, v. 14, 245-266.

Pekarek Doehler, S. (2020). Toward a coherent
understanding of L2 interactional competence:
epistemologies of language learning and
teaching. In S. Kunitz, 0. Sert § N. Markee
(Eds.), Emerging issues in classroom discourse
and interaction: Theoretical and applied CA
perspectives on pedagogy. Berlin: Springer,
19-36.

Pekarek Doehler, S., Bangerter, A., De Weck,
G, Filliettaz, L., Gonzaléz-Martinez, E. §
Petitjean, C. (2017). Interactional Competences
in Institutional Settings: from School to the
Workplace. Basingstoke: Palgrave Macmillan.

Sacks et al. (1974). A simplest systematics
for the organization of turn-taking for
conversation. Language, v. 50, 696-735.

Scot, ). (1998). Gender: a useful category of
historical analyses. The American Historical
Review, v. 91,1053-1075.

Tannen, D. (1930). Who's interrupting? Issues
of dominance and control. In You just don'’t
understand: Women and men in conversation.
New York : William Morrow, 188-215.

UNESCO & lIEP (2017). Planifier 'éducation,
préparer le futur : 10e stratégie a moyen
terme, 2018-2021. Consulté le 07 aout

2019 sur : https://unesdoc.unesco.
org/ark:/48223/pf0000259870_
fre?posinSet=1§queryld=a81672b3-eb79-
4cab-a5bd-de5d3058babf

Weatherall, A. (2000). Gender relevance in
talk-in-interaction and discourse. Discourse
and Society, vol. 11, issue 2, 286-288.

Weatherall, A. (2002). Towards understanding
gender and talk-in-interaction. Discourse and
Society, vol. 13, issue 6, 767-781.

West, C. § Zimmerman, D. (1975). Sex roles,
interruptions and silences in conversations.
In Thorne, B. § Henley, N. (Org.), Language
and sex: difference and dominance. Rowley :
Newbury House, 29-105.

West, C. § Zimmerman, D. (1983). Smalll
insults: A study of interruptions in cross-sex
conversations between unacquainted persons.
In Thorne, B. et al. (éds.), Language, gender
and society. Cambridge, MA : Newbury House,
102-107.

West, C. § Zimmerman, D. (1387). Doing
gender. Gender and Society, vol. 1, issue 2,
125-151.

12021 tema BABYLONIA |65


https://unesdoc.unesco.org/ark:/48223/pf0000259870_fre?posInSet=1&queryId=a81672b3-eb79-4ca6-a5bd-de
https://unesdoc.unesco.org/ark:/48223/pf0000259870_fre?posInSet=1&queryId=a81672b3-eb79-4ca6-a5bd-de
https://unesdoc.unesco.org/ark:/48223/pf0000259870_fre?posInSet=1&queryId=a81672b3-eb79-4ca6-a5bd-de
https://unesdoc.unesco.org/ark:/48223/pf0000259870_fre?posInSet=1&queryId=a81672b3-eb79-4ca6-a5bd-de
https://doc.rero.ch/record/327190
https://doc.rero.ch/record/327190

@ Hadas Kotek, Rikker
Dockum, Sarah
Babinski & Christopher
Geissler | Yale
University

The authors of this article are current
and former instructors and graduate stu-
dents in the Department of Linguistics at
Yale University.

66| BABYLONIA terna 112021

GENDER STEREQTYPES AND INCLUSION IN

LANGUAGE TEACHING

Dans I'enseignement des langues étrangeres tout comme dans les manuels de
linguistique, les phrases d’exemple sont largement utilisées pour illustrer des
phénomenes grammaticaux, leurs différents cas d'utilisation et les limites de leur
distribution. Cependant, les phrases d'exemple présentent souvent des préjugés et
des stéréotypes. Les hommes sont ainsi plus nombreux que les femmes dans les
exemples, et sont en outre surreprésentés en tant que sujets et agents grammati-
caux. Les hommes sont présentés comme des individus violents et en colére qui ont
un emploi, tandis que les femmes sont des acteurs passifs, axés sur la famille, dans
un monde masculin. En outre, les phrases d'exemple perpétuent les normes hétéro-
sexuelles de cisgenre, supposent inutilement un binaire de genre et surreprésentent

les pratiques culturelles occidentales.

Introduction

Example sentences are a central tool in
the presentation of new concepts and
grammatical phenomena in language
teaching and research. This paper is
concerned with how example sentences
are constructed, focusing in particular on
the representation of gender in such ex-
amples. We introduce our prior work on
the use of example sentences in linguis-
tics. Like in Foreign Language Teaching,
example sentences are used extensively
in Linguistics to illustrate grammatical
phenomena, their various use cases, and
limitations on their distribution. Howev-
er, we show that the example sentences
presented in Linguistics research articles
exhibit pervasive biases and stereotypes.
Among other findings, men outnumber
women in examples at a 2:1 rate, and are
further overrepresented as grammatical
subjects and agents. Men are portrayed
as violent, angry individuals with jobs,
while women are family-oriented passive
actors in a male world. Moreover, ex-
ample sentences perpetuate heterosexual

cisgender norms, unnecessarily assume a
gender binary, and over-represent West-
ern cultural practices. In the remainder
of this paper we briefly survey our find-
ings in Kotek et al (2020a,b) in section
2, discuss implications of this work for
the construction of example sentences in
teaching and research in section 3, and
present recommendations for language
teachers and linguists in section 4.

Example sentences in linguistic
textbooks and journal articles

In the course of language-related teach-
ing and research, practitioners make
extensive use of example sentences to
illustrate phenomena of interest. For ex-
ample, in order to explain that Hebrew
shows subject-verb agreement in gender
while English does not, we might provide
the (simplified) paradigm in example (1).
In (la-b), contrasting Hebrew examples
are presented with a morpheme-by-mor-
pheme English gloss, and in (lc-d) the
equivalent English translations are pre-
sented for comparison.




@

a. ha-yeled katav mixtav
the-boy =~ wroteM letter

b. ha-yalda katva mixtav
the-girl  wroteF  letter

c.  The boy wrote a letter
The girl wrote a letter

Over the past two decades, some attention
has been given to the form of example
sentences such as (1). In a landmark
study, Macaulay and Brice (1994, 1997)
analyzed examples in eleven syntax text-
books and concluded that “the majority of
constructed example sentences in syntax
textbooks are biased toward male-gen-
dered [Noun Phrases], and [..] contain
highly stereotyped representations of
both genders.” Twenty years later, Pabst
et al. (2018) conducted a follow-up study
that found most problems identified by
Macaulay and Brice (1997) remained un-
changed.

In Kotek et al. (2020a,b) we examine gen-
der representation in primary research
by examining all example sentences in
papers published in three leading linguis-
tics journals: Language, Natural Language
& Linguistic Theory, and Linguistic Inquiry
between 1997-2018. The resulting corpus
comprised 1,126 articles with a total of
30,591 example sentences which were
manually coded by a team of undergrad-
uate research assistants. Here we sum-
marize a few major findings as presented
in Kotek et al. (2020b).

We find that male-gendered arguments
are over-represented at a 2:1 ratio across
the sample, as presented in Fig. 1(a), and
that this skew is present in all the years
examined. This disparity is even more
pronounced among grammatical subjects:
as compared to the corpus as a whole,
male-gendered arguments are found
even more frequently as subjects, while
female-gendered arguments are found
more frequently as objects (Fig. 1(b)).

Even given this imbalance, male-gen-
dered arguments are more likely to be
subjects than female-gendered argu-
ments, as shown in Fig. 1(b).
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Figure 1. Overall number of arguments (a) by gender and (b) by gender and grammatical

function (subject and object)

We find additional biases manifesting
according to gendered stereotypes, such
as those presented in Figure 2. Male-gen-
dered arguments are four times as likely
to be engaged in violent activities com-
pared to female-gendered ones. On the
other hand, 57% of all arguments de-
scribed using kinship terms are female
—e.g. “wife”, “mother”, “daughter.” Given
the 2:1 male skew in the entire sample,
this context shows a striking over-rep-
resentation of female arguments.

400
300
200
100-
0
F M
Violence

400-

300

200

100-

M

F
Kinship terms

Figure 2. (a) Gender of arguments in sentences involving violence. (b) Gender of arguments

described using kinship terms.

Additional findings follow similar gen-
dered patterns. Male arguments are three
times more likely to be described as
having an occupation, but female argu-
ments are more likely to be mentioned
in romantic or sexual contexts. In such
sentences, female arguments are more
likely than their male counterparts to be
non-subjects: that is, on the receiving end
of someone else’s affection or gaze. We
further find that female arguments are
more likely to exhibit positive emotions
such as joy and trust, while male argu-
ments tend to exhibit negative emotions
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such as fear and anger. Importantly, these
findings were consistent regardless of
whether the example was given in Eng-
lish or in another language. We refer the
readers to Kotek et al. (2020b) for a full
survey of our findings.

Male-gendered arquments are four times as likely
to be engaged in violent activities compared to

female-gendered ones

Example (2) provides a handful of spe-
cific examples of the types of sentences
we find published in leading linguistics
journals:

()

a. John ate the meal and Mary cleaned
the dishes.

b. John told Bill that Mary began to cry

without any reason.

Tomas replaced Ricardo as the captain.
. Joan believes he is a genius even more
fervently than Bob's mother does.

(Pabst et al 2018)

2 on

The importance of better
constructed examples in
language teaching

Constructed examples sentences are one
of the main sources of data in both lin-
guistics and language teaching. Examples
are used not only in textbooks but also in
more informal contexts such as formal
and informal classroom instruction and
small-group practice. As teachers, we use
these examples to illustrate phenomena
of interest to support our students’ learn-
ing efforts. However, we often ignore the
social aspects that these examples occur
in and that they exemplify.

Specifically, we take the makeup of exam-
ple sentences to be signals to our students
about what we take the world to be like:
who is a free-thinking agent; a genius;

Male arquments are three times more likely to
be described as having an occupation, but female
arquments are more likely to be mentioned in
romantic or sexual contexts.
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a professor or a student; the recipient of
others’ actions or belongings; the object
of their affections; a caregiver; a spouse.
Although often subtle in any single ex-
ample, in the aggregate the bias is clear.
It sends a powerful message about who
is welcome in our classrooms and who
is less so, and has the potential to neg-
atively affect the learning outcomes of
our students.

In their discussion of gender bias in econ-
omy textbooks, Polanyi & Strassmann
(1996) examine the case studies in those
books and argue that gender-biased ex-
amples act as gatekeepers in the disci-
pline. Along similar lines, in a study on
gender identity and gendered spaces in
universities and colleges, Thorpe (2017)
shows that structural binarism and cis-
sexism otherize genderfluid and nonbi-
nary identities and leads to their erasure.

We illustrated in sections 1-2 how ex-
ample sentences used in the linguistic
literature may encode implicit biases
(even at a very subtle level, observable
most clearly only when an entire jour-
nal paper or textbook is examined on
the whole). These trends do not occur in
isolation: rather, they reflect biases that
are prevalent across our society at large.
For example, studies have found similar
biases in English language textbooks for
various dialects of English and in ex-
ample sentences in French linguistics
journals. It has featured in discussions
of the representation of gender more
broadly, including in reference to lan-
guage acquisition, in fairytales, and in
children’s books.

Nonetheless, as educators, we believe that
we can and should strive to avoid perpetu-
ating bias, including implicit bias, in our
language research and teaching. We ar-
gue here that presenting better example
sentences, using inclusive language, can
send an important message to students.
This can encourage their participation in
the classroom and in our fields, and lead
to improved outcomes for all students.



Toward equality in gender
representation

In Kotek et al (2020a,b) we provide lin-
guists with a variety of recommendations
for how to be more inclusive in their
creation and use of example sentences.
In this section we review the recommen-
dations most relevant to foreign language
teaching and offer additional ones specific
to this context.

Example sentences present an excellent
opportunity to send a message of inclu-
sion to one’s students and thus encourage
everyone's participation and feeling of
belonging. To that goal, be mindful of
the composition of your example sen-
tences and the distribution of nouns in
them: ensure that male-denoting nouns
aren't over-represented and avoid ste-
reotypes about all genders. Specifically,
ensure that male-denoting nouns are not
over-represented as subjects and actors in
your sentences, and the female-denoting
nouns aren't passive recipients of others’
affection, gaze, or belongings. Avoid using
sexually explicit or demeaning language.

Embrace diverse names and representa-
tions of the protagonists in your exam-
ples, including non-Western names and
those used more frequently in non-bina-
ry and non-heterosexual communities.
Your examples could serve to send a
message about the diversity of races and
ethnicities. Consider explicitly adding
names and cultural references from un-
der-represented speaker groups of your
target language. More generally, think
past the first names and representations
that come to mind when you ask yourself
who to feature in your examples. Sources
for diverse names include the database of
names compiled by Sanders et al. (2020),
which provides names for every letter
of the English alphabet from different
languages and cultures, categorized by
gender (feminine, masculine, non-bina-
ry), and Kirby Conrod’s list of non-binary
names.'

Avoid the use of gendered lexical items
such as -man and he where unnecessary.
Use inclusive nouns such as English
Congressperson and humankind instead. In
languages with explicit gender marking,
be mindful of the choice of nouns and
verbs you use. If there is no gender-neu-
tral pronoun, consider alternating the
choice of pronouns and corresponding

nouns in your examples. Although the
male pronoun is often said to also act as
the gender-neutral pronoun in many lan-
guages, keep in mind that it is often not
interpreted as such by listeners. Instead,
this use perpetuates biases and over-rep-
resentation of male points of view.

Nonetheless, as educators, we believe that we
can and should strive to avoid perpetuating bias,
including implicit bias, in our language research

In English, adopt and encourage the use of
singular they, as a more inclusive pronoun
when referring to (singular) nouns whose
gender is unknown. Moreover, consider
using singular they even when the argu-
ment’s gender is known but is irrelevant
to the example. Along similar lines avoid
translating non-gendered terms in lan-
guages that do not make use of gender
marking, such as English, into stereo-
typically gendered terms in the target
language. For example, the English noun
doctor could refer to male and female (and
non-binary) individuals, and so can nurse.
Avoid translating the former into a male
form and the latter into a female form,
unnecessarily adding gender-based as-
sumptions where none previously ex-
isted. Be mindful of over-using the male
forms in such cases as well.

and teaching.

Be mindful of the composition of your example
sentences and the distribution of nouns in them:
ensure that male-denoting nouns aren'’t over-
represented and avoid stereotypes about all

Finally, although you may be required to
teach the “standard” (mainstream) varie-
ty of your target language, consider dis-
cussing other language varieties explic-
itly in your teaching, especially in more
advanced courses. This should include
a discussion of the speaker groups who
use different language varieties and their
customs, if different from the dominant
variety, as well as phonological, lexical,
and grammatical variation.

1 Xeitschﬁiﬂﬁrﬁpmchuntenichth

genders.

ttps://docsgooglecom/spread-
sheets/d/1GF6¢5qFFzTqYGukRY-

ia8WcSam48tBHm_R6M]B5t]Pil/edit#gid=0
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Although our study (Kotek et al. 2020a-b)
was immediately concerned with exam-
ples in theoretical linguistics, in many
ways we believe that these findings may
have a greater positive impact in for-
eign language teaching. Journal papers
are read by linguists and some example
sentences are cited in subsequent work.
However, foreign language teachers work
directly with learners, and have them
recite and practice with example sen-
tences. As a result, small changes can
have more immediate positive impact on
these learners.

On the other hand, the perpetuation of
stereotypes and biases in teaching ma-
terials, even if subconscious, could have
a corresponding negative effect on the
foreign language learner. It can effect
their perception of whether or not they
are welcome in the language-learning
setting. Many of these small moments
can easily go unnoticed by those whose
world is accurately reflected by this bias,
but they add and compound in the world
of those who are excluded.

In sum, remember that as a teacher, you
are in a position of authority and can
have a positive influence on your stu-
dents and the language community as a
whole. Be sensitive to how you portray
all individuals in your examples and
what implicit messages these examples
are sending.

As a teacher, you are in a position of authority and
can have 3 positive influence on your students and
the language community as a whole. Be sensitive
to how you portray all individuals in your examples
and what implicit messages these examples are

sending.
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Questions for Thought
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TEACHING ABOUT POLICE BRUTALITY THROUGH

MusIC

Dans un pays largement homogene comme le Japon, enseigner le racisme aux
lycéens d’'une maniére pertinente et adaptée nécessite I'utilisation de ressources
variées. Cet article présente une séquence didactique utilisant quatre chansons
d’artistes afro-américains dans le but d'initier des lycéennes d'une école privée au
Japon 4 la question des brutalités policiéres aux Etats-Unis. Les chansons choisies,
exemplifiant l'oppression et la brutalité policiére au cours des 50 derniéres années,
sont complétées par d'autres ressources permettant d'enseigner le contenu, le voca-
bulaire et la pensée critique en lien avec I'expérience afro-américaine actuelle.

I taught 2nd year high school students
at a private girl's school in Japan
about police brutality and the African
American experience through songs by
four different African American artists:
Michael Jackson, Beyoncé, James Brown
and Alicia Keys. Other resources utilized
in this elective class included the film
“The Hate U Give” (2018), interviews
and videos on YouTube and an original
interview with an African American
teacher working at the school. Utilizing
music and many other primary sources,
this course helped students expand their
English vocabulary, learn about American
culture, and reflect on and discuss
challenging current events related to
racism. Students seemed very curious
to learn more about racism abroad, with
many seeming to think that there was
not much racism in Japan.

While the topic of police brutality was
linguistically difficult for English language
learners, I introduced vocabulary from the
songs and other sources, prepared pre-
viewing guides, and regularly checked
for comprehension through discussion

questions and collecting student work.
The students seemed to appreciate being
able to discuss a difficult, relevant topic,
and their vocabulary related to the subject
matter steadily improved. Initially, most
students had little background knowledge
of words related to the topic, but over the
semester, they heard many of the same
new words they were taught in a variety
of settings, through songs, YouTube
videos, “The Hate U Give,” and the video
interview. At the beginning of the course,
students were not able to understand
the content or differentiate between
“discrimination” and “segregation,” but
after continued review and practice,
most students were able to use the words
correctly on their final exam. Students
also seemed to enjoy the materials used to
teach the content matter, including “The
Hate U Give.” When doing a Character
Sketch project the following semester,
students chose one character from any of
the four movies they had seen over the
year. More than half of them chose one
of the characters from “the Hate U Give,”
the movie used in this unit.
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At the time this unit was taught, the fall
of 2019, police brutality had not appeared
much in the Japanese news. However,
in 2020, George Floyd's death and the
protests that followed have been prom-
inent in Japanese news. Protests have
occurred in multiple cities around Japan,
and Naomi Osaka, a professional tennis
player representing Japan, has been out-
spoken in her efforts to address racial dis-
crimination. She boycotted the Western
& Southern Open semifinals, which were
rescheduled so she could participate, and
publicly wore masks with the names of
different African Americans killed by the
police written on them (Hara, 2020). It
is my hope that students who took this
elective class last year are better able
to understand and explain to others in
Japan why these racial issues are such a
big problem in the United States today.

Most high school students like music, so
using songs to introduce the unit helped
cultivate their interest. Song lyrics can
contain relatable elements and music
can trigger emotions, helping students
connect to the content of the lyrics in a
more powerful way. In this class particu-
larly, many students were members of
chorus, brass band, guitar club or English
musical club.

At the school where this unit was taught,
summer homework is commonly given,
so students were given the assignment of
listening to songs by African American
artists and then writing reflective
journals, utilizing their critical thinking
and song analysis skills. When students
returned from summer vacation, I led
in-class discussions related to the songs
and used gap-fill activities in class for
listening practice. Many students wrote
in their weekly reflective journals how
much they enjoyed some of the songs,
and one student wrote that she had
listened to one of the songs over and
over again throughout the summer.
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Summer Homework: Weekly Journals
S2 Oral English Elective (Engle)

Next semester, we will be learning about what it means to be Black (African
American) in America. African Americans have their own unique, beautiful
culture, but they also continue to face racism, especially police brutality and
mass incarceration.

+  Write 7 weekly journals for summer homework on the topics given below.

+ Write at least 150 words for each week and please don't forget to count
your words. For the song analysis, please listen to the song and read the
lyrics. Each of the songs connect with the theme of being black in America,
so please keep that in mind as you listen.

Week 1 | Topic:
What do you know about African Americans? What do you want
to know about African Americans?

Week 2 | Topic:
Listen to the song “They Don't Care About Us” by Michael Jackson
(you can find it on Youtube) and write a song analysis.

Week 3 | Topic:
What do you know about racism? Where is racism a problem in
the world today?

Week 4 | Topic:
Watch the movie trailer “The Hate You Give.” (Search: The Hate
You Give official trailer). Summarize the trailer and write about
your impressions.

Week 5 | Topic:
Listen to the song “Say It Loud I'm Black and I'm Proud” by
James Brown and write a song analysis.

Week 6 | Topic:
Listen to the song “We Gotta Pray” by Alicia Keys and write a
song analysis.

Week 7 | Topic:

Listen to the song “Freedom” by Beyonce and write a song
analysis.




The songs students were introduced to
were “They Don't Really Care About Us”
(Michael Jackson, 1995), “Say It Loud” (El-
lis & Brown, feat. James Brown, 1968),
“We Gotta Pray” (Alicia Keys, 2014), and
“Freedom” (Beyoncé, Coffer, Lamar, Lo-
max, Lomax, Sr., McIntosh, Tirado, Wil-
liams, feat. Beyoncé & Kendrick Lamar,
2016). Michael Jackson and Beyoncé were
artists known by most of the students,
while James Brown and Alicia Keys were
new to most. The songs were from three
different decades, which helped show op-
pression and police brutality over the
last 50 years.

“They Don't Really Care About Us” (1995),
considered one of Jackson’'s most con-
troversial compositions, includes lyrics
like “T am the victim of police brutality,”
“black man, blackmail, throw the brother
in jail,” “Some things in life they just
don't want to see, but if Martin Luther
were living he wouldn't let this be, no”
and the main chorus “All I want to say is
they don'’t really care about us.” The song
was particularly popular in Europe, and
also gained additional attention during
Black Lives Matter protests (Caulderwood,
2014). To check for understanding, stu-
dents were asked questions like, “Who is
‘us’ and who is ‘they?” and “How could
we interpret the ‘things in life they just
don't want to see™”

James Browns’ “Say It Loud” (1968) is a
song celebrating black pride. “Say it loud,
I'm black and I'm proud” is repeated many
times throughout the song. It starts out
addressing oppression, then moving on
to saying that now is the time to demand
opportunities to “do things for ourselves”
instead of “working for someone else.”
Since the song was about being proud to
be black, students discussed the parts of
their identity they were proud of and if
they might struggle to still feel confident
if they were discriminated against. Stu-
dents were also asked to discuss their in-

terpretation of the powerful lyric, “We'd
rather die on our feet than live on our
knees.”

“Say It Loud” Discussion Questions:

and die?

1. This song is about being proud to be black. What parts of your identity are
you proud of? If you were discriminated against, would you still be proud
of that part of your identity? (Examples- gender, race, religion)

2. Think about the lyrics, “We'd rather die on our feet than be living on our
knees.” Would you rather be treated badly and live, or fight for your rights

The more recent “We Gotta Pray” (2014)
song by Keys is said to have been written
in response to recent incidents of police
brutality, specifically the killings of Eric
Garner and Michael Brown. The song’s
music video shows clips of support and
protests from around the world. Lyrics
include “Fire in the air, what the hell
going on, sirens everywhere” and “We
gotta pray, pray for the world tonight.” As
the school where this unit was taught is a
Christian school, one discussion question
asked was, “Is praying enough to fight
police brutality?”

Chorus:
We, we're extraordinary people

Are we gonna run or fight?
So we gotta pray

“We Gotta Pray” Discussion Questions:

Livin' an ordinary life, one extraordinary question

extraordinary: extremely good or impressive

1. Why do we have to pray for the world tonight?

2. Who are the “extraordinary people”? Why are they “extraordinary”?

3. What s the “extraordinary question”?

4. Inverse 2,the lyrics say “End of the day, pray for another try.” Why should
we pray for another try at the end of the day?

5. Do you think praying is enough? Why/why not?

Song lyrics can contain relatable elements and
music can trigger emotions, helping students
connect to the content of the lyrics in a more

powerful way.
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Another recent song covered in this unit
was Beyonce’s “Freedom” (2016). The lyr-
ics in this song cry out for freedom from
oppression and the chains of racism, and
convey the strength of self-reliance in the
lyrics “I break chains all by myself, won't
let my freedom rot in hell.” Beyonce’s
performance of “Freedom” at the BET
Awards in 2016 led to many reactions
showing empowerment on social me-

Teaching about racial issues takes
adequate research and preparation,
but thanks to the abundant materials
available today, it can be accomplished

more easily.
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dia with the hashtag #BeyonceFreedom,
including, “What a POWERFUL perfor-
mance last night,” “We refuse to believe
the bank of justice is bankrupt #MLK,”
and “Starting to feel real Black powerish.”
(Phelps-Ward, Allen & Howard, 2018)

Along with in-class song discussions and
listening activities, a variety of YouTube
clips were utilized to introduce mass
incarceration, the Black Lives Matter
movement, police brutality in jaywalking
citations, and the police killings of Eric
Garner, Trayvon Martin, and Tamir Rice,
increasing students’ general knowledge
about these issues. After students had
accumulated some knowledge of the sub-
ject area, they wrote interview questions
for an African American teacher at their
school. Students compiled a list of ques-
tions as a class, and I then used those
questions to interview my colleague, the
interview of which was videotaped. The
students were shown the video interview
in class and given access to the recording
to review the content.

Interview Questions

Do you feel discrimination in Japan?

culture?

shouldn't we use?

Do you get more discrimination as a Black woman than a Black man would?
At what age did you start to notice being discriminated against?

Have you ever done anything to fight discrimination?

How did you learn about discrimination and black history at school?

You always wear colorful dresses. Does your fashion style come from Black

What words should we use to refer to black people, and what words

What do you think about discrimination these days?

Are you sad or angry when asked about racism?

Do you think we can be anti-racist while allowing freedom of expression?
How did discrimination change when Obama was elected as president?

The final part of the unit was showing the
movie “The Hate U Give” (2018). The main
character of this movie, Starr, is a female
high school student struggling with her
identity as an African American living
in a black neighborhood while attending
a primarily white private school. Since
all the students in the class were female
high school students at a private school
trying to find their identity as well, stu-
dents were very much able to relate to
the protagonist. Starr witnesses a case of
police brutality and it takes courage for
her to speak up about it.



Students were evaluated informally,
through discussions, class participation,
and worksheets, as well as formally
through a midterm and final exam.
Questions on the midterm and final
exam evaluated students’ ability to think
critically about the songs and issues
presented in class. A few of the exam
questions are provided below.

Exam Questions to Evaluate Critical Thinking

interview with Starr's views.

1. Think about the lyrics “We’d rather die on our feet than be living on our
knees” from James Brown's song, “Say It Loud, I'm Black and I'm Proud.”
Why are these lyrics important for African Americans?

2. Inresponse to Alicia Key's song, “We Gotta Pray,” why does she say we
need to pray, and do you think praying is enough?

3. Compare and contrast views about race and racism from the video

After teaching this unit, the language
aims were fulfilled. Students were able
to analyze and discuss songs presented
in class by African American artists.
Students heard and saw views about
race from a variety of sources, including
a video interview with an African
American teacher on campus, “The Hate
U Give” movie, and YouTube clips, and
were able to compare and contrast them.
Initially students were not able to use
vocabulary related to racial issues, but
by the end of the semester they were
able to use these vocabulary words both
on worksheets, exams, and in in-class
discussions.

If this unit were to be taught again, I
would have liked to have student discuss
and think about the racism present in
Japan more formally. Racism in Japan
was mentioned in a few class activities,
but from week 3 of students’ summer
homework, in which they wrote about
racism in the world today, students
generally treated racism as a foreign
problem, something separate from their
lives.

Teaching about racial issues takes
adequate research and preparation,
but thanks to the abundant materials
available today, it can be accomplished
more easily. It is my hope that other
teachers around the world can utilize
primary sources while teaching about
police brutality, helping expose students
to this crucial, pertinent issue.
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GENDER, SEXUALITY, AND LANGUAGE TEACHING
MATERIALS: WHY MATERIALS MATTER FOR SOCIAL

JUSTICE IN THE LANGUAGE CLASSROOM

Obwohl schon viel iiber kommerzielle Materialien gesagt und geschrieben wurde,
ist unser Verstandnis sehr begrenzt, wenn es um lokal produzierte (hauseigene,
nicht-kommerzielle) Materialien geht, die oft verwendet werden, um bestehende
veroffentlichte Materialien zu ersetzen oder zu ergdanzen. In diesem Beitrag geben
wir einen Uberblick iiber die Literatur zur Darstellung von Geschlecht und Sexuali-
tit in kommerziellen Lehrmitteln und unsere Uberlegungen zu lokal produzierten
Unterrichtsmaterialien, die in einem Englisch-Intensivprogramm an einer Universi-
tit in der Tiirkei mit Englisch als Unterrichtsmedium (EMI) verwendet werden. Wir
unterstreichen die Bedeutung von Materialien fiir die Handlungsfahigkeit von Lehr-
kraften bei der Schaffung eines sicheren und inklusiven Klassenzimmers und bei der
Bekdampfung von systematischer Unterdriickung, Diskriminierung und Ungerechtig-
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Introduction

Instructional materials used in the lan-
guage classroom undoubtedly have a
profound impact on the language learn-
ing-teaching process as they constitute
the basis of instruction (Richards, 2001).
Language teaching materials can refer
to “anything that can be used to facili-
tate the learning of a language, including
course books, videos, graded readers, flash
cards, games, websites and mobile phone
interactions” (Tomlinson, 2012, p. 143).
However, facilitation of learning is not
the only reason why materials are prom-
inent as they are also cultural artefacts
(Gray, 2013) and provide a glimpse into
how teachers and institutions perceive
the world, how they choose to repre-
sent this reality to their students, and
how values and attitudes are conveyed
through the use of language. As such,
materials in the English language class-
room open up a window into a space of
negotiation of multiple identities, such
as linguistic, racial, gender, and sexu-
al, among others (Waller, Wethers, & de
Costa, 2017). Through materials, teachers

can “endorse and reproduce (...) existing
power relations, particularly with regard
to race, gender and sexual orientation”
(Gray, 2013, p. 3).

The fact that language teaching mate-
rials constitute a space of identity rep-
resentation and negotiation has prompt-
ed many researchers to investigate how
these identities are represented in said
materials. To this end, much research has
been done in Anglo-American contexts
from a gender and sexuality perspective,
especially on coursebooks (Sunderland,
2000a). However, two contexts where
there is dearth of research stand out,
namely non-Anglo-American contexts
and locally-produced materials, i.e. hand-
outs that are produced and used within
an institution or by teachers.

Representations of Gender in
ELT Materials

Omission and Stereotypes

A brief look into research thus far is re-
vealing in terms of how gender is rep-
resented in English Language Teaching



(ELT) materials around the world. As
mentioned above, most research at the
intersection of gender and ELT materials
focuses on coursebooks and uses both
qualitative and quantitative methods
to measure gender bias. In quantitative
terms, omission is a common category
looked at. Not surprisingly, research from
around the world as well as from Turkey
suggest that women are less visible than
men (Amare, 2007; Lee & Collins, 2009;
Syarifuddin, 2014; Aydinoglu, 2014; Bulut
& Arikan, 2015), though there has been
some research to the contrary (Lee &
Collins, 2008; Syarifuddin, 2014; Demir
& Yavuz, 2017). The general findings of a
relative quantitative asymmetry are re-
inforced qualitatively in the stereotypes
category. Coursebooks that have been in-
vestigated seem to represent a view of the
world in which women are emotional,
interested in fashion, their appearance
and decoration, and are relegated house-
work and child-rearing duties. Men's
representation is reinforced through
stereotypes of interest in sports, being
strong and being inclined to take part in
criminal activities. Research does report
improvement in that at times, women are
depicted as superheroes, pilots and sci-
entists or as active individuals (Aydinog-
lu, 2014; Bag & Bayyurt, 2016; Demir &
Yavuz, 2017).

The situation is not much different in the
context of locally-produced materials. In
a recent study (Selvi & Kocaman, 2020),
we aimed to contribute to literature on
how representations of gender and sexu-
alities manifest themselves in an under-
studied context, i.e. materials (henceforth
handouts) that are produced and used
locally at an Intensive English Program
at an English Medium Instruction (EMI)
university in Turkey. These handouts
(n=198) are used in the program as sup-
plemental materials to the coursebooks,
covering listening, writing and reading
skills as well as grammar and vocabu-
lary. In addition to quantitative analysis,
whereby we could track the proportional
(in)visibility of women and/or LGBTQ+
individuals, the study made use of quali-
tative content analysis of the handouts to
document the extent to which such (in)
visibility is reproduced or problematized.
We found that both women and men are
represented in a biased manner. Wom-
en are, nonetheless, disproportionately
represented in quantitative terms, with
men outnumbering them in all handouts

(1: 1.4). In addition to being less visible
than men, women are more frequently
represented in a stereotypical light when
compared to men (1: 1.8), and these ste-
reotypes are rarely debunked through
positive, alternative representations of
being and becoming. A closer look at
what stereotypes are reinforced reveals
that women are often depicted as caregiv-
ers and homemakers, feel helpless and
are victims in different situations and
are obsessed with their appearance (e.g.
“When her camera fell and broke down,
Jane started to cry.”). Men, on the other
hand are interested in illegal activities,
are often authoritative, and physically
strong (e.g. “Mark denied that he had hit
his sister.”). Interestingly, some of these
stereotypes complement each other, i.e.
women are helpless, and men are strong,
creating a complete picture.

Materials in the English (anguage classroom open
up a window into a space of negotiation of multiple
identities, such as linguistic, racial, gender, and

Occupational Visibility

Distribution of men and women across
various occupational domains has also
been investigated, and previous research
points out that besides being less fre-
quently portrayed to hold jobs (Aydinog-
lu, 2014; Bag & Bayyurt, 2016; Bulut &
Arikan, 2015; Demir & Yavuz, 2017),
women also often hold lower-ranking
jobs such as secretary or nurse whereas
higher-ranking jobs such as doctor or
president are almost exclusively for men
(Amare, 2007; Lee & Collins, 2008; Porre-
ca, 1984). As in the case of omission and
stereotypes, outliers exist (Pakula et al,,
2015; Demir & Yavuz, 2017; Aydinoglu,
2014).

In the case of locally-produced materials,
we found that men are quantitatively
more visible than women in all occupa-
tional domains except for family (1: 1.5),
and those that had the highest differ-
ence in the number of women and men
represented were the fields of engineer-
ing and sciences (1: 0.2), law and order
(1: 0.2), and illegal activities (1: 0.04).
Additionally, what stood out from the
data was that men's participation in the
work life is much more multidimension-

sexual, among others.
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al and varied compared to women. For
instance, where women'’s occupations in
the sciences were confined to anthropol-
ogist, astronaut, scientist, and sociologist,
men were architects, computer software
designers, inventors, mathematicians,
and social psychologists in addition to
everything that women were (Selvi &
Kocaman, 2020).

Linguistic Sexism

Bias can also come in linguistic forms,
an area not missed by researchers. Under
the term linguistic sexism, which refers
to gender bias manifested in the lan-
guage (Amare, 2007), researchers report
bias in order of mention (e.g., he/she vs.
she/he), as well as the use of generic
constructs (e.g., mankind). In addition to
such uses being restricted to only a few
instances (Syarifuddin, 2014), research-
ers also report a growing trend in split-
ting pronouns (e.g. s/he) (Lee & Collins,
2009; Pakuta et al., 2015). Other items in

this category concern titles, labels, and
names to highlight linguistically femi-
nized words (e.g., hostess, Mrs.) (Amare,
2007; Lee & Collins, 2008; Syarifuddin,
2014). Studies indicate that ELT materials
tend to use the male pronouns and nouns
first in cases of pairing (e.g,, he or she,
boys and girls) with the exception of the
fixed phrase ‘ladies and gentlemen’ (Lee
& Collins, 2009; Porreca, 1984). There
seems to be a slow but steady trend in
decreasing the use of generic pronouns,
and singular ‘they’ is suggested as the
next step in avoiding linguistic sexism
(Lee & Collins, 2009). Our results indicate
that generic constructs are still being
used, and that in paired pronouns, men
are mentioned first in the majority of the
cases (Selvi & Kocaman, 2020). Though
change in this regard will take time, the
findings from previous research can be
summarized in a number of principles to
guide material writers in using inclusive
language, as shown in Table 1.

Principles

Practices

Instead of this...

Consider using this...

Whenever possible, use gender-neu-

tral words when making generic ref-

erences instead of stereotypes, false

generics, man-compounds, feminine
suffixes

Man, mankind

People, humanity, human beings

Steward, stewardess

Flight attendant

Guys (men and women)

All

Female doctor, male nurse

Doctor, nurse, healthcare professional

Miss, Mrs.

Ms.

Mr. and Mrs. Smith

Jane and John Smith

Girlfriend/husband

Partner / significant other

Whenever possible, use plural forms
to omit the masculine reference
words

An employee knows that he should
keep his ID badge with him at all times.

Employees should keep their ID
badges with them at all times.

Whenever possible, use they/their to
refer back to singular nouns
("Singular they”)

Each participant must present his ID
badge.

Each participant must present their
ID badge.

Use slashes [/] judiciously when writ-
ing both forms of words

Keeping an ID badge creates a heavy
burden on her/him.

Neutralize

Table 1: Suggestions for inclusive language
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Representations of Sexualities
in ELT Materials

The much-deserved recognition and vis-
ibility of LGBTQ+ issues in educational
contexts and beyond meant that the mul-
tisexual composition of the classrooms
also needed to be recognized, i.e. that
neither the student population nor the
teaching staff is composed of heterosex-
ual or cisgender individuals only. This
multiplicity is particularly important
in gaining a complete picture of how
gender is represented in ELT materials
since “gender cannot properly be explored
without looking at sexuality” (Pakuta et
al., 2015, p. 95).

Queer inquiry, i.e. “turning our attention
to sexual matters ... within everyday pat-
terns of thinking, speaking, learning, and
working ... [and] highlighting straight,
lesbian, bisexual, and gay perspectives,
along with the paradoxes of producing
such categorizations” (Nelson, 2006, p.
7), prompted researcher to look into rep-
resentations of sexuality in the language
classroom as well as ELT materials (e.g.
Gray, 2013; Nelson, 2006; Paiz, 2017). The
findings of this line of research tell us
that clearly identified LGBTQ+ individu-
als are systematically omitted and made
invisible and that heteronormativity per-
meates ELT materials, especially course-
books, mostly due to commercial motives
(Goldstein, 2015; Gray, 2013; Merse, 2015;
Pakuta et al,, 2015). In the case of Turkey,
where there is a long-standing LGBTQ+
movement, research into the English lan-
guage classroom from an LGBTQ+ per-
spective is limited, if not non-existent.

In our study, the only research, to our
knowledge, investigating representations
of sexuality in ELT materials in Turkey,
the findings echoed that of research in-
to coursebooks. Materials were clearly
biased in that they depict a heteronor-
mative world. LGBTQ+ lives and experi-
ences are non-existent in the materials,
contributing to the institutionalized si-
lencing of LGBTQ+ individuals and their
experiences (Gray, 2013; Moore, 2016). We
found that the materials analyzed in our
study lack a queer perspective through
such question as “Are you male or fe-
male?” or statements as “This company
makes no distinction between the two
sexes.” These, coupled with lack of LG-
BTQ+ individuals, perpetuate the gender
binary and ignore individuals who may

identify differently to what a hetero and
cisnormative understanding of gender
dictates (e.g., intersex, trans, non-bina-
ry, among others). Heteronormativity is
not only clear in the lack of LGBTQ+
characters but also in the vocabulary
frequently used. Vocabulary of kinship
and partnership is restricted to such
words as girlfriend or husband and words
such as partner or significant other are not
used. As for the topics covered, issues of
divorce and single parenting are rarely
mentioned, if at all, which perpetuates
the notion of the sacred nuclear family.
Perhaps the most problematic of all is the
pseudo-scientific mentions of sex differ-
ences. Differences between female and
male brains, communication styles, food
intake and even driving styles are often
mentioned, essentializing woman and
manhood to their biology and denying
the fluid nature of gender and sexuality.
A major takeaway from research on both
gender and sexuality is that it is by fo-
cusing on how various identities are rep-
resented in language teaching materials
that we get a picture of which identities
are prioritized and how institutions and
teachers decide to present them in the
classroom. As Azimova and Johnston
(2012) acknowledge, “representation al-
ways involves selection; that which is
not selected becomes invisible” (p. 339).

It is by focusing on how various identities are
represented in language teaching materials that
we et 3 picture of which identities are prioritized
and how institutions and teachers decide to
present them in the classroom.

Conclusions and Implications

Taken together, research on how gen-
der and sexualities are represented in
coursebooks as well as locally-produced
materials have several implications for
material writers. First and foremost, as
realistic as stereotypes might be, what
makes them questionable lies not only
in the perpetuation of a particular way
of being, but also eliminating any alter-
natives. Stereotypical assumptions that
contradict our experiences and percep-
tions present a narrow sense of the many
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ways femininities and masculinities are
experienced today, leaving little room for
any alternative definitions, experiences,
or realities. Secondly, what is expected
from the materials is not the portrayal
of women and LGBTQ+ individuals in
such extreme and, at times, unattainable
ways that they become the anomaly or
the exception (i.e. tokenized), but that a
healthy balance is struck with diverse
representations in both the professional
and the personal domains, such as ex-
tending beyond homemaking for women
and criminal activities for men.

Creating instructional materials that embrace
the diverse experiences of all identities or
making use of locally-produced materials as
institutional tools to incorporate sexual literacy
into the curriculum are some strategies to

achieve this goal.

1 For more ideas on inclusive practices in the
language classroom, please see Paiz (2019),
Litge and Merse (2020), Merse (2015).
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Finally, in terms of representations of
sexualities specifically, materials are an
important gateway to promoting sexual
literacy (Paiz, 2017; Sunderland, 2000b),
and the ability “to communicate about
sexual diversity matters, and with sexu-
ally diverse interlocutors” (Nelson, 2009,
p- 206). Given the rigidity of published
coursebooks, teacher-created materials
especially stand out as useful tools to
move beyond sexism and heteronorma-
tivity in the language classroom (Merse,
2015; Pakuta et al., 2015), particularly
in contexts like Turkey, which is still
dominated by oppressive policies. It is
important to remember, however, that a
gendered text does not necessarily yield
to a gender-biased thinking in the minds
of the students. Teachers have the choice
and the power to rescue texts through
critical reading, i.e. “talk around the
text” (Sunderland, 2000b). One way to
do so is to treat these gendered texts
as queer teaching moments (Goldstein,
2015; Merse, 2015). Whereas a queer-in-
clusive approach would enable students
of all sexualities to have a voice in the
classroom (Merse, 2015), a lack of diver-
sity in materials or classroom practices
may, in different ways, hinder learning,
classroom participation, and student mo-
tivation (Gray, 2013; Moore, 2016; Nelson,
2016; Paiz, 2017).

Yet in contexts like Turkey, where teach-
ers might lack awareness, competence or
agency to “talk around the text”, mate-
rials become even more important tools
in promoting equality. In the ongoing
systematic oppression and discrimination
against LGBTQ+ individuals as well as
other marginalized identities, classrooms
can and should be used as a safe space for
students and teachers to perform their
identities. In the context of Turkey, grass-
root activists have long made a call for
more inclusive curricula documenting
the negative effects of discriminatory and
excluding practices on LGBTQ+ individ-
uals’ learning (KAOS GL, 2010). Creating
instructional materials that embrace the
diverse experiences of all identities or
making use of locally-produced materials
as institutional tools to incorporate sexu-
al literacy into the curriculum are some
strategies' to achieve this goal (Nelson,
2009).

More broadly, it is also important to
recognize the critical role of teacher
education in equipping pre-/in-service
teachers with the knowledge and skills
to tackle issues of gender and sexuality
specifically, and social justice at large.
There is growing evidence in pre-service
teacher education contexts (e.g. Giiney
2018) reporting an enthusiasm to learn
about queer pedagogy. The collective re-
search into representations of identities
are a good reminder that teacher edu-
cation programs need to devise ways to
bring a wide variety of issues to teacher
education curricula, especially those that
relate to issues of social justice and equip
their teachers-in-training to handle such
issues in and beyond the classroom. Tack-
ling heteronormativity, sexism and var-
ious manifestations of marginalization
should be considered as a distributive
process which requires the involvement
of major actors in the teaching-learn-
ing process, from materials development
units and school administrators to teach-
ers and teacher educators.
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Mathieu « Princesse @
GenderFuck » |
L3usanne

Intro

Pour cet entretien avec Mathieu, alias
Princesse GenderFuck, nous avons dé-
cidé de sortir du format cadré “question
de la rédaction, puis réponse de 'inter-
viewé-e » auquel nous sommes habitués.
Son militantisme et sa langue ne sont en
effet ni cadrés, ni normatifs — et ce n'est
pas pour nous déplaire !

Babylonia : Mathieu Princesse GenderFuck, qui étes-vous ?

Mathieu : Je suis un-e artiste et mon art est le drag. Je suis genderfluid, c’est-d-dire que
je me situe au-dela de la binarité du genre. Je suis fluide. Je suis homme. Je suis femme.
Je suis non-binaire Je suis infirmier-e, je suis chercheur-se. Je suis enseignant-e. Je suis
militant-e, activist-e. Et parfois je suis fatigué-e.

Nous avons décidé de poser quelques
questions a Mathieu suite & un entretien
qu’il a donné a la RTS, dans I'émission
Nouvo. Il s’y présentait alors comme
« infirmier le jour, et drag queen la
nuit », utilisant le pronom « il » dans la
vie de tous les jours, et le « elle » pour
les performances drag. En le contactant,
nous avons tenté d'éviter tout pronom,
comme on le ferait avec quelqu'un dont
on ne se souvient plus sil'on se tutoie ou
se vouvoie... un exercice de style péril-
leux et peu agréable. La réponse donnée a
cette premiére question nous a donc paru
un certain soulagement : peut-étre les
erreurs de genre nous seront-elles par-
données ? Mais continuons l'entretien :

Babylonia : J'ai entendu parler de vous grdce a un entretien de I'émission Nouvo de la
RTS. En regardant le reportage, ['une des premiéres choses qui m'a sautée aux yeux était
l'usage du point médian dans les sous-titres pour parler de vous. Par exemple «je suis
siir-e qu’on est capable de connaitre plusieurs identités », « des drag m'ont regardé-e »,
« je ne suis pas seul-e », « ¢ca m'a renfermé-e », etc. Pourriez-vous nous dire plus sur
cet usage ? (i.e. est-ce que les gens le font automatiquement ou y a-t-il des résistances ?
Avez-vous communiqué avec la RTS a ce sujet ?)
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Mathieu : Le langage, les mots qu'on utilise sont un miroir de ce que nous sommes
comme individu-es. De ce que I'on considere valide. C'est également ce qui montre la
direction qu'on désire prendre a titre de société. Le langage inclusif et neutre se veut
égalitaire. Tout comme moi, le langage peut étre fluide. Aujourdhui, pour s'adresser d
moi, le pronom que les gens utilisent le plus fréquemment est le pronom masculin, mais
parfois mes amies mélangent les pronoms et cela me touche positivement. A la RTS, on
a décidé de mettre le langage inclusif en sous-titre, car c’est plus politique. Ca permet de

visibiliser ma communauteé, les gens qui sont comme moi ou qui Se retrouvent en moi.

Cet entretien a été réalisé début octobre
2020, c'est-a-dire quelques jours apreés la
publication dans Marianne de la « Tri-
bune des linguistes contre I'écriture in-
clusive » et sa cascade de réponses dans la
presse et sur les réseaux sociaux. Voici un
extrait de la Tribune : « Derriére le souci
d'une représentation équitable des femmes et
des hommes dans le discours, l'inclusivisme
désire cependant imposer des pratiques re-
levant d’'un militantisme ostentatoire sans
autre effet social que de produire des clivages
inédits ». Que nous nous accordions ou
non sur le contenu — i.e. « pour ou contre
l'écriture inclusive » — il nous semble
tout a fait parlant de constater l'usage
du suffixe -isme/-iste dans la discussion
(inclusivisme/inclusivistes). 11 semble-
rait bien qu'avec Princesse GenderFuck,
nous sommes dans un tout autre type de
militantisme. Continuons :

Babylonia : Vous dites utiliser le il dans la vie de tous les jours, et le elle quand vous
étes en drag. Que pensez-vous de l'utilisation du pronom iel ?

Mathieu : Le iel est valide et légitime. Il y a autant de parcours trans qu’il n’y a de
personne trans. Moi, je me reconnais dans les pronoms il et elle. Un-e autre pourrait se
reconnaitre dans le iel et dans son caractére plus non-binaire. Il y a aussi le iol, le ial...

Nous sommes donc dans l'activisme,
certes, mais bel et bien dans une pers-
pective ouverte, et non-normative. Nous
avons donc décidé de continuer l'entre-
tien sur le théme de 1'école.

Babylonia : Passons a la thématique du genre d I'école. Comment pensez-vous que le
genre devrait étre abordé a I'école ? Comment un enseignant-e qui vit et travaille dans
une région assez conservatrice peut-il/elle enseigner le genre et la sexualité de maniere
relativement simple ? Connaissez-vous des matériaux didactiques pouvant étre utilisés ?

Mathieu : Encore aujourd’hui on n'échappe pas a une éducation binaire. L'école a été pour
moi l'endroit ot j'ai dii m’opprimer pour survivre. Et méme, c'est a I'école qu’on m’aurait,
comment dire... c’est la qu'on m'a brillé. Et désormais ces cicatrices marquent une peur du
rejet. Il est possible d'instaurer la diversité sexuelle dans les écoles. Une posture inclusive
n'est pas toujours facile a avoir car il faut constamment se remettre en question et ne pas
avoir peur de se mettre en introspection. Il est primordial de constamment requestionner
nos actions et nos soins, car il n'existe pas de vérité infuse. Donc, agir avec humilité est
une clef a ne pas négliger. Aussi, le fait d'étre soi-méme une personne queer ne veut pas
automatiquement dire que tu ne reproduis pas les mémes schémas d'oppression dans ta
communauteé. Au dela de ce commentaire méta, de simples actions peuvent étre mises en
action pour faire une différence :

Tout comme moi, le angage peut étre fluide.
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Partir du principe que tout le monde n'est pas cisgenre ou hétérosexuel.
Demander le pronom au lieu de tenter de découvrir.

Ne pas demander une justification du pronom, juste respecter ce qui est important pour
I'éléve ou la personne que I'on a en face de soi.

Utiliser des accords inclusif ou neutre a I'écrit.

Eviter les activités genrées, méme dans I'¢laboration de formulaires (cases).

Ne pas séparer les groupes par genre.

Utiliser un langage épicéne (« les enfants » au lieu de « les filles » ou « les gargons »).
Bannir les contenus genrés méme chez les plus jeunes.

Utiliser le bon vocabulaire : Il est primordial de distinguer sexe, genre, identité de genre,
expression de genre, orientation sexuelle.

Veiller a avoir des ouvrages sur les questions de genre d disposition.
Encourager / créer des politiques d'inclusion.

Favoriser des bases de données non binaires.

Demander aux personnes concernées.

S'éduquer soi-méme sur la question.

Mentionner la transphobie au méme titre que le racisme comme comportement inaccep-
table, réagir activement lorsque I'on est témoin d'instances de transphobie.

S'interroger soi-méme, et accepter ses propres fonds de préjugés personnels : il est
possible d’y travailler dessus calmement.

Etre proactive (partout dans ta vie).

Une posture inclusive n'est pas
toujours facile a avoir car il faut
constamment se remettre en question
et ne pas avoir peur de se mettre en
introspection.



Pour finir, nous avons laissé Mathieu
réagir sur 'extrait suivant du manuel
Evaluations: Open World Units 1-8.

7)) Flugtag event

Tom Wow! Look at that vehicle. They've really gone all out!

Bill Yeah, but do you think itwill fly?

Tom |don't know. Maybe it's too big. The body looks too big for those small wings. (PAUSE 1)

Bill That's right; the wings are tiny! They are so stylish they don't even look like wings! Must have
been built by a bunch of girls! | don't think they will hold! (PAUSE 2)

Tom And look at the pink decorations! | told you it was built by girls. (PAUSE 3) Where's the
propeller? | don't see the propeller.

Bill Must be in the nose ... 'm sure this won’t work! (PAUSE 4)

Crowd Ohhh ... Oh no! Oh no!

Encart 1: Williams, L. and & Kocher-Klicker, J. (2011). Evaluations: Open World Units 1-8. Klett Verlag, p. 32

Mathieu : Cet échange horriblement misogyne touche également les femmes trans,
car une transition vers le genre féminin est également synonyme de perte de priviléges
sociaux et cet échange ne fait que le confirmer. En quoi une voiture peu ingénieuse doit
étre associée au genre féminin ? Sachant qu’encore aujourd’hui pour étre ingénieuse,
cette derniére devra mobiliser beaucoup plus de force et de caractére, car elle aura les
oppressions machistes a tolérer tout au long de sa formation et tout au long de sa vie.
Ce genre d'échange pousse également les personnes qui vivent des oppressions a la mi-
sandrie, oubliant que le probléme est le patriarcat et non les hommes. Ce genre d'échange
crée des TERF (trans-exclusionary radical feminist), des transphobes, des misogynes,
des homophobes, de la masculinité toxique et j'en passe. Ici, on construit des systémes
d’oppression au lieu d'apprendre I'anglais. Il est difficile de changer une éducation binaire,
mais s’en rappeler est encore pire.
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MOTIVATING PERFORMERS AND AUDIENCE TO
COMBAT PREJUDICE THROUGH READERS' THEATER

Ci sono pochissimi riferimenti ben contestualizzati ai diritti civili e all'attivismo nei
materiali svizzeri; e cio che gli studenti portano a casa (se portano a casa qualcosa)
dalle loro lezioni di inglese come lingua straniera e spesso troppo generico. Le lezioni
di storia nelle scuole secondarie svizzere (che avvengono nella lingua locale), dedicano
talvolta delle unita agli Stati Uniti, dando pero in genere poca attenzione ai movimenti
civili e all'attivismo, concentrandosi su date e eventi storici basilari, senza raggiungere
la profondita necessaria a insinuare un seme nella mente degli studenti e far avanza-
re la loro comprensione. Invece, il bisogno di contestualizzare meglio, nella speranza

di creare una comprensione piu profonda degli eventi e dell'umanita, pud benissimo
essere soddisfatto attraverso materiali autentici e attuali come quelli prodotti per
promuovere Black Lives Matter non solo come movimento ma come modello di vita; un
altro modo & quello della lettura teatralizzata (readers’ theater) — un metodo davvero
accessibile per I'insegnamento linguistico e di contenuti nelle aule d'inglese delle scuo-

@ Alexis Finger | Drexel
University

Alexis Finger is an as-
sociate teaching profes-
sor of English in Drexel
University's College of
. Arts and Sciences and
chair of Drexel's Teaching Assistants Ex-
cellence committee. She teaches courses
such as “Oral Communication Skills for
Non-Native Speakers” and her main
focus is using drama for promoting social
justice awareness.
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le secondarie e terziarie svizzere.

Just about every world religion is based
on the beliefs that “We are our brothers’
keepers” and “We should do onto others
as we would have others do unto us. “Yet,
the history of our world contains very
dark and disturbing examples of hatred
and undisguised prejudice.

Fortunately, there are powerful exam-
ples where people from all different back-
ground have come together to combat this
“virus” with words and deeds. Marches
and protest demonstrations can be very
effective, but there are other ways. While
reading plays, watching movies and
engaging in drama -based activities that
focus on discrimination and injustice,
participants come as close to climbing in-
to the characters’ skins as possible with-
out undergoing surgery. When they take
on the roles of the characters and their
characters’ problems, they are compelled
to understand and express the hopes and
fears of a people that are different from
their own.

A readers’ theater is a particular type of
drama-based activity that is very eco-
nomical, efficient and inclusive. It can
be used to educate performers and au-
diences about all aspects of prejudice,
including the causes, consequences and
ways to combat it. A compelling perfor-
mance doesn’t require memorization of
the script, scenery, props or costumes.
Lighting and music are optional. With
very little enhancements, an empathet-
ic reading can empower and motivate
members of a community to join the fight
against prejudice.

Better to Light a Single Candle
Than to Curse the Darkness

In reaction to acts of violence against
minorities, including the Orlando shoot-
ing massacre, a diverse group of people
(faculty, students- international and do-
mestic, and staff) at Drexel University in
Philadelphia, PA came together to express
their desire to fight prejudice through
drama. In response, we created a script,
“Better to Light a Single Candle Than to




Curse the Darkness ,” that focuses on
racism, anti-Semitism and homophobia.
With the help of poignant dialogues,
monologues, and songs from plays and
movies, newspapers and podcasts, includ-
ing The Diary of Anne Frank, A Raisin in
the Sun, and The Great Debaters, performers
have effectively exposed the pain and
price of prejudice, encouraged people to
exam their own, and empowered many
to advocate respect and understanding
for all members of humanity. Our ac-
companying slides and program that
include timelines for each of the three
areas, though unnecessary, have certainly
enhanced the performance event.

Positive reactions during follow-up dis-
cussions have shown us that we have
made a difference. For example, a fab-
ulous graduate student from China cre-
ated the program and the production
for our performance. She said she felt
the message was so important that she
wanted it to look as professional as pos-
sible. During the pandemic, the silver
lining of Zoom is we had performers in
California, Seattle, Minnesota, Canada,
Boston, New Jersey and Philadelphia. Per-
formers come from India, China, Taiwan,
Argentina, Iran, Vietnam, Russia/Canada.
They are gay & straight, young and old,
male and female. People joined us for
different reasons. Some joined because
they liked the idea of performing. Others
were motivated by the desire to address
the problem of prejudice. In many cases,
international students joined to practice
using English in an exciting and authen-
tic way.

And, yes, there were people who changed
their thinking. There were people who
couldn’t understand why Jews were treat-
ed so badly. They wanted to know more.
Is being gay really bad? Why shouldn't
gay people be treated with the same re-
spect we treat everybody else? Why are
black people often in the news for doing
bad things? After a performance, we
had people sharing their own stories. For
example, an African American who had
been in jail, told his story. We heard sto-
ries from Muslims who have been treat-
ed badly. People wanted to know what
performers got out of the experience of
working with such a diverse group of
people and what they learned from the
content and the entire experience.

You can access examples of one of our
performances, The American Experiment,

here: https://youtu.be/D2eaOqehBBY

If you are looking for more information
on using Reader’s Theater in the language
classroom, these books can be useful:

Carkin, G., Finger, A., Spence, S. &
Caplan,N. (Winter 2009). Readers’
Theater: Turbo-Charged Language
Acquisition. (85-97) in TESOL Class-
room Practice Series: Authenticity in the
Adult Language Classroom.

Finger, Alexis Gerard. (2000) The
Magic of Drama. Lewiston, New York.
Full Blast Production.

Maley, Alan and Alan Duff. (1988).
Drama Techniques in Language Learn-
ing. Cambridge: Cambridge Univer-
sity Press.

Reader’s Theater is a powerful tool and
the script is only part of it — the process
of collaboration, the questions asked, the
opinions re-thought, the caring about
the product - all these elements can be
catalysts of social change.

Questions for thought

THE MAGIC OF DRAMA

an oval performance activity Oook

Te

.
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Oy Afc_nismqnemrd Finger

1. What current world situations have you seen addressed in the foreign language

classroom? How have they been taught?

2. What are the advantages of doing a reader’s theater with a class? Discuss what a good

choice of theater can bring, how you would organize the work, and what you could

imagine some conversations would look like during practice sessions.

With the help of poignant dialogues,
monologues, and songs from plays and movies,
newspapers and podcasts, including The Diary

of Anne Frank, A Raisin in the Sun, and The
Great Debaters, performers have effectively
exposed the pain and price of prejudice,
encouraged people to exam their own, and
empowered many to advocate respect and
understanding for all members of humanity.
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FREMDSPRACHLICHES UND MUSIKALISCHES
LERNEN — UBERLEGUNGEN 2U EINEM

STRUKTURMODELL AM BEISPIEL ISLANDS

In our paper we introduce our model “Structures of Language and Music” and
report about a case study in Iceland. We show how language und music education
partly draw from similar concepts in either discipline and how these concepts may
be combined for a deeper understanding of language and music learning both in
natural as well as in instructed settings. Looking at data collected in a focus group
discussion at the University of Iceland and by observations in Icelandic music and
foreign language classrooms in an inclusive school in Reykjavik we show in this
paper how music and language learning can inspire each other.

By understanding the relationship between music and language learning from a
more theoretical approach suggested by our model and its reception by specialists
from the music and modern languages departments of the University of Iceland as
well as its application to classroom practice, we suggest that our model can make a

contribution to language and music education as well as teacher education.

Das Strukturmodell und seine
Genese

Eine internationale und interdisziplindre
Gruppe von Wissenschaftlerinnen
und Wissenschaftlern wie auch von
Dozierenden mit Praxiserfahrung in
den Bereichen Musikwissenschaften
und Fremdsprachendidaktik  aus
acht europdischen Landern hat im
Comenius-Projekt European Music and
Language Portfolio die Schnittstellen
von musikalischem und sprachlichem
Lernen untersucht (EMP; http://www.
emportfolio.eu/). Bereits zu Beginn der
Projektarbeit wurde deutlich, dass es
neben den praktischen Synergien auch
und gerade im theoretischen Rahmen
eine breite Basis von vergleichbaren
Konzepten in beiden Doménen gibt (vgl.
dazu auch Patel 2008; Khaghaninejad
& Fahandejsaadi 2016). Lang &
KeRler zeigen, dass in diesem Projekt
sowohl Grundlagenforschung zum
~Aufbau deklarativer und prozeduraler
Wissenschstrukturen® als auch die
Bereiche interkulturelle Kompetenz
sowie strukturelle Aspekte des Lernens in
beiden Disziplinen Analogien aufweisen
(Lang & KeRler 2013: 22).

Aufbauend auf den Erkenntnissen aus
dem EMP-Projekt wurde das Modell
Structures of Language and Music. Possible
Synergies for Language and Music Education
(Abb. S. 32) entwickelt. Es bildet oben
und unten die beiden Doménen Sprache
und Musik mit ihren jeweiligen An-
wendungsfeldern ab. Im Zentrum des
Modells stehen die fiir beide Gramma-
tiken dhnlich bedeutsamen Parameter
der Tonhdhe, Betonung, Klangfarbe und
des Rhythmus. In einem pyramidenartig
angeordneten System préagen diese vier
Elemente sowohl in der Doméne Sprache
als auch der Doméne Musik bereits kleine
prosodische bzw. melodische Einheiten
sowie auch komplexere Dimensionen
bis hin zu sprachlichen Absdtzen bzw.
Musikstiicken.

Prosodie und Melodie sind demnach der
gemeinsame Ausgangspunkt des zentra-
len Feldes. Zum einen sind sie innerhalb
ihrer Domédnen von entscheidender Be-
deutung, denn miindliche Kommunika-
tion ist ohne die lautlichen Einheiten der
Prosodie nicht denkbar; Musik ist in den
meisten Stilrichtungen und kulturellen
Kontexten melodisch gepragt und wird


http://www.emportfolio.eu/
http://www.emportfolio.eu/

auch bei Plagiatsvorwiirfen vorwiegend
anhand melodischer Strukturen beurteilt.
Zum anderen sind Prosodie und Melodik
hervorgehoben, weil sich in ihnen eine
Reihe von Beriihrungspunkten, teils so-
gar Schnittmengen der beiden Domédnen
bilden. So beschiftigt sich schon seit
langem die auf frithkindlichen Sprach-
erwerb spezialisierte Forschung mit dem
,Brabbeln” von Kleinkindern in den ers-
ten beiden Lebensjahren (z.B. Cruttenden
1982) und mit der Frage, ob es sich bei
den hervorgebrachten Lauten eher um
(Vor-)Formen von Sprache oder von Mu-
sik handelt (Byrd et al. 2012). Auch in der
elaborierten Kunst ist es unumstritten,
dass Prosodie und Melodik in diversen
Formaten — vor allem rezitationsbetonten
Kunstgattungen wie Oper — untrennbar
miteinander verbunden sind (Hill 2003;
Gaudefroy-Demonbynes G. 2011).

Fiir den schulischen Kontext wurden
im EMP-Projekt wiederum ganz einfa-
che Aktivitdten von Kindern im Grund-
schulalter zusammengetragen und sys-
tematisiert (Ludke & Weinmann 2012).
Ob es sich um ein Morgenlied handelt,
um rhythmische Sprachspiele oder um
experimentelle Filmmusik mit der Stim-
me: Stets sind es die Parameter Tonhohe,
Betonung, Klangfarbe und Rhythmus, auf
die es bei einer verstdndlichen sprachli-
chen oder musikalischen AuRerung an-
kommt und durch welche auch die inter-
disziplindren Synergien erfasst werden
kénnen. Im Modell ist die Relevanz der
linguistischen und musiktheoretischen
Strukturen (aus der Mitte des Modells)
fiir konkrete kulturelle Kontexte mit
ihren jeweiligen sachbezogenen, kiinstle-
rischen oder rituellen Bedeutungsebenen
(duRerer Rahmen des Modells) mit dem
gedffneten Feld ,Connotation” angezeigt.

Die Analogien im abgebildeten Pyrami-
densystem sind theoretisch begriindet. So
wird etwa die sprachliche Silbe dem mu-
sikalischen Motiv gegeniibergestellt, weil
dort Prosodie bzw. Melodie auf kleinstem
Raum wirksam wird. Das Modell grenzt
sich insofern von anderen Ansitzen
ab, bei denen die Gegeniiberstellungen
von Sprache und Musik aus dem rea-
len Mechanismus von Textvertonungen
abgeleitet sind (dort ndmlich findet die
Silbe nicht ihr musikalisches Pendant im
mehrténigen Motiv, sondern im bloRen
Einzelton, weil Liedtext-Silben iiber-
wiegend syllabisch vertont werden — s.
Lerdahl 2013: 272).

Das Beispiel Island

Nachdem im Rahmen des europdischen
Projekts EMP interdisziplindre Praxis-
zugdnge systematisiert und die theore-
tische Basis weiterentwickelt worden
waren, lag der Transfer der Ertrdge auf
einen die EU-Grenzen iiberschreitenden
Kontext nahe. Island erscheint hierfiir
als geeignetes Beispiel, denn unweit des
nordwestlichen Europa gelegen, bietet es
sowohl vergleichbare Strukturen (etwa
im Bildungssystem) als auch ganz eige-
ne kulturelle Ausprdgungen. Es handelt
sich um einen iiberschaubaren Insel-
staat (ca. 360.000 Einwohnern/-innen)
auflerhalb der Europdischen Union, ge-
pragt von einer entsprechend kleinen
Sprachgemeinschaft des Islandischen und
von meist sehr guten Zweit- und Dritt-
sprachkompetenzen (Dénisch, Englisch).
Musikalisch sind fiir die vorliegenden
theoretischen Uberlegungen vor allem
die speziellen islandischen Volksliedtra-
ditionen relevant.

Die nachfolgenden Ausfithrungen greifen
Ergebnisse aus Begegnungen mit koope-
rierenden isldndischen Bildungsinstitu-
tionen auf, wobei sich das Erkenntnisin-
teresse zur Interdisziplinaritdt Sprache/
Musik um zwei Punkte biindeln ldsst:

1. Die internationale theoretische Refle-
xion des vorgelegten Modells Structures
of Language and Music, insbesondere mit
Blick auf seine Anwendbarkeit unter Be-
rlicksichtigung islandischer Bildungstra-
ditionen. Ein hierauf fokussiertes Fach-
kolloquium wurde gemeinsam mit ca. 20
Hochschullehrenden aus Sprachen und
Musik der Universitat Reykjavik bzw. der
angegliederten Musikhochschule (Lista-
haskoli Islands) durchgefiihrt.

2. Die Frage nach der padagogischen Pra-
xis in Island. Entsprechend wurde Unter-
richt in Musik und Englisch an der Sja-
landsskola Reykjavik beobachtet, ferner
fanden zu den konzeptionellen Grundla-
gen Diskussionen mit der dortigen Schul-
leitung und den Fachlehrenden statt.

Es iiberrascht nicht, dass im Rahmen der
Gespriche und Hospitationen in dieser
interkulturellen Konstellation eine ganze
Reihe von Themen zum Komplex Sprache
und Musik sowohl direkt erlebbar als
auch vertiefend diskutiert wurden. Den
Mitschnitten aus den genannten Fokus-
gruppen folgten daher eine Transkription
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sprache mit den Beteiligten. Fiir den
vorliegenden Textbeitrag seien exemp-

larisch drei Aspekte vorgestellt: erstens LANGUAGE
die Bedeutung impliziten bzw. expliziten . N
ol
. . N\
Lernens auf sprachlicher wie auch auf /1 ‘ READING ‘ ‘ WRITING ‘ ‘ SPEAKING ‘ ‘ LISTENING ‘ ‘MEDIATION‘ \
musikalischer Ebene; zweitens das Pha- / %
nomen des ,Rollenwechsels” in sprach- ! |
lich bzw. musikalisch geprégten Situatio- | !
. . . |
nen; drittens die Verbindung von Sprache | :
. c 17 . |
und Musik speziell in der Geschichteund | i
A . | For example: :
Gegenwart Islands. Bei den Erlduterungen | | Pronuncjdtion Paragraphs etc. i
o [
der genannten Aspekte wird jeweils die I SenTenc !
|
Relevanz des Modells Structures of Lan- ! Word :
guage and Music verdeutlicht. [ Syllable Syntax, !
| Morphology, H
| Phonology ...
[=3]
o [rimbre] [[Pitch | [Rhythen] [stress | LINGUISTIC
a GRAMMAR e
= \ / (implicit/explicit) =
Connotation
= (in Language L: Prosody =
= and in Music) M: Melody =
MUSICAL
. =]
= 7T TN GRAMMAR
1 |'l‘imbre| |P|tch| IRhythmI (implicit/explicit) U
| Stress Theory of |
| Tone System, |
| Counterpoint, :
I Motif Harmony, |
I Phrase Syntax... :
| Chorus, Period :
I For example: N - |
| Mus. Articulation Song, Piece of Music etc. :
I I
| |
| |
| |
i [
| |
' j
\\ /
\
\ REPRESENTATION‘ ‘ (RE)CREATING ‘ ‘ LISTENING TO ‘ ‘TALKING ABOUT b
/
\\\ //

MUSIC

Aspekt a) Intuition und
,practice’ —implizite und
explizite Zugénge

Aufbauend auf den Erkenntnissen aus Fir die Grammatiken beider Dominen

sind im Modell (rechts) die Bezeich-

dem EmP_Prﬂjekt UJUrdB das mOdBu nungen ,implizit“/“explizit* vermerkt,

da sowohl im sprachlichen als auch im

Structures Uf Language and mUSiC. musikalischen Lernen diese Unterschei-

dung essenziell ist. In der Spracherwerbs-

PUSSihlB S!Jnergies for Language forschung finden sich hierzu sehr unter-

schiedliche Positionen, die auf einem

and music Educatiun (Hhh.'l' s' 3) Kontinuum zwischen den Fragen, ob

Lernen an sich iiberhaupt ohne Bewusst-

entwickelt. Es bildet oben und unten die sein moglich ware und ob andererseits

explizites Wissen jemals fiir spontanen

beiden Domanen Sprache und Musik mit Sprachgebrauch mutzbar wire, rangfe-

ren (vgl. VanPatten & Williams, 2015:12).
1 i ih Dabei wird deutlich, dass implizites und
Ihren Jewelll gen HnwendunQSfe ldern ab' explizites Wissen zwar miteinander ver-
bunden, aber dennoch verschiedene Kon-
zepte sind (vgl. Schmidt, 1994, zitiert in
VanPatten & Williams, 2015: 13).
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In der Musikpéadagogik wird das Begriffs-
paar explizit — implizit oft mit einem zwei-
ten, deklarativ — prozedural, synonym ver-
wendet, obwohl es beim ersten um Be-
wusstheit und beim zweiten um (Sach-)
Wissen vs. Tun geht. Musiktheoretisches
und musikgeschichtliches Faktenwissen
gehort demnach zweifellos zum dekla-
rativen, meist auch explizit erworbenen
Wissen. Auf dem prozeduralen bzw. im-
pliziten Feld beschiftigen sich neuere
Studien insbesondere mit Prozessen des
Ubens am Instrument und der hirnphy-
siologisch noch immer schwer lokali-
sierbaren dreischrittigen Speicherung
entsprechender Automatismen im sen-
sorischen Speicher, im Arbeitsgeddchtnis
und schlieflich im Langzeitgeddchtnis
(Lehmann & Kopiez 2018: 369 f.).

Im internationalen Fachkolloquium an
der Iceland University Reykjavik berich-
tete eine Kollegin von ihrer Strategie,
beim Fremdsprachenlernen dhnlich wie
in der Musik vorzugehen. Fremdspra-
chenlernende miissten demnach ein Be-
wusstsein dafiir entwickeln, dass es hier
sowohl implizite als auch explizite As-
pekte gibt. Insbesondere im lexikalischen
Bereich miisse explizit gelernt werden. In
der Anwendung des Gelernten wird dann
zundchst das lexikalische Wissen auto-
matisiert. Dies fithrt im weiteren Sprach-
erwerb dazu, dass auch morphologische
und syntaktische Strukturen impliziert
weiterentwickelt werden.

Ein spannendes Feld eréffnet dies auch
hinsichtlich der Unterscheidung zwi-
schen Intuition und dem Uben von
sprachlichen oder musikalischen Struk-
turen bzw. Mustern: Sowohl beim Fremd-
sprachenlernen als auch beim musikali-
schen Lernen entwickeln Lernende ein
,Gefiihl” fiir richtige Strukturen, die sie
dann zwar anwenden kénnen, also im-
plizit beherrschen, jedoch hdufig nicht
explizit erkliren konnen. Nimmt man
den englischen Begriff ,practice”, so
werden hier beide Aspekte von Lernen
zusammengefasst. Einerseits bedeutet
,practice” das (Ein)-Uben von Strukturen
und Mustern, also explizites Lernen, auf
der anderen Seite umfasst dieser Begriff
auch das Konzept des Anwendens, also
des impliziten Wissens um sprachliche
bzw. musikalische Strukturen. Im Musik-
unterricht an der Sjalandsskola Reykjavik
wurde eine solche integrierende Strate-
gie am Beispiel von Rhythmusiibungen
deutlich, deren Materialien (unterschied-

liche Steine) zuvor auf ihre Asthetik, Be-
schaffenheit und Herkundt hin reflektiert
worden war.

0b es sich um ein Morgenlied handelt,

um rhythmische Sprachspiele oder um
experimentelle Filmmusik mit der Stimme:
Stets sind es die Parameter Tonhdhe, Betonung,
Klangfarbe und Rhythmus, auf die es bei einer
verstandlichen sprachlichen oder musikalischen
AuBerung ankommt und durch welche auch die
interdisziplindren Synergien erfasst werden

Aspekt b) Rollenwechsel in
sprachlichen und musikalischen
Situationen

Dass Rollenwechsel Schliissel zu neuen
Erfahrungen und damit neuem Wis-
senserwerb bedeuten konnen, hat die
Pddagogik bereits fiir sich entdeckt und
methodisch erschlossen (Goffmann 1983;
Scheller 1998). Fiir Musik und Sprachen
gibt es dabei zwei Standardsituationen.
Erstens: Musikerinnen und Musiker tre-
ten vor Beginn eines Konzertes in eine
neue Rolle, ja einen gednderten mentalen
Zustand iiber, um ihre Musik zu pra-
sentieren (insbesondere auch Dirigen-
ten, denn ihre prominente Rolle kommt
der eines ,Statthalters des Komponisten®
gleich). Zweitens: Im fremdsprachlich
gepragten Umfeld kann die Ubernahme
der Sprache und der Gesten generell als
Rollenwechsel betrachtet werden (was
etwa im Englischunterricht an der Sja-
landsskéla durch die Klasseninszenierung
einer News-Show anschaulich wurde).
Insbesondere die Doméne Musik steht da-
bei fiir den Rollenwechsel zu gebiindelter
handwerklicher Prdsenz und gesteiger-
ter Expressivitdt, gleichzeitig aber auch
als anfillige Situation fiir Auffithrungs-
angst (Schuppert & Altenmiiller 2018:
425). Die Doméne Sprache ist wegen des
Zusammenspiels aus sprachlichem und
gestischem Repertoire interessant, das
ebenfalls neue Dimensionen erdffnen und
gleichzeitig Hemmnisse evozieren kann,

konnen.
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1 Iminterkulturellen Musikunterricht, anlass-
lich der Anndherung an fremde Kulturen
(etwa am Beispiel eines arabischen Liedes)
gelingt auch eine miindliche oder schrift-
liche Stellungnahme deutlich leichter ,im
Schutze der jeweiligen Rolle", z.B. als Kalif,
als dessen Frau, als arabischer Musiker etc.
(Bubinger & Stroh 2019: 86).
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wenn erworbene Strukturen zu expres-
sivem Leben erweckt werden sollen. Die
Theaterpddagogik versucht, mit extern
zugewiesenen Texten, im Schutze einer
Rolle Sprache mit Ausdruck zu fiillen
(mit der Sprache ,Musik zu machen*’)
und dadurch eigentliche Bedeutung zu
geben sowie Kommunikation zu ermog-
lichen.

Fiir beide Doménen, Sprache und Musik,
wird der Rollenwechsel zur Konkretion
eines Konnotationsprozesses. Links im
Modell ist diese connotation als Offnung
in Richtung der kulturell bedingten Si-
tuationen visualisiert. Im Falle vieler
Rollenwechsel geht es hier um das An-
wenden — bzw. allgemeiner: den Umgang
mit Kulturtechniken der representation
(s. Doméinen-Felder oben und unten im
Modell). Konnotationen wie Leistung/
Anerkennung kénnen vor Publikum
musikalische und sprachliche Hervor-
bringungen potenzieren. Sie konnen al-
lerdings auch (verzerrenderweise) mu-
sik/-sprachimmanente Ziele dominieren
und das eigentliche Zustandekommen der
Musik/Sprache stéren.

Aspekt c) Interkulturelle
Kompatibilitat von Texten und
Melodien

In den Fachkollegien der Sprach- und
Musikwissenschaften der Universitdt
Reykjavik wurde iibereinstimmend die
Erfahrung gemacht, dass traditionelle
islindische Lieder eine besondere Ver-
bindung von Sprache und Musik aufwei-
sen. Umgekehrt lautet die Feststellung:
Wenn man versuchsweise die islindi-
schen Liedtexte mit Melodien aus dem
Ausland versieht — etwa mit solchen
aus Deutschland —, ,funktionieren” die
resultierenden Vertonungen im Sinne
eines stimmigen metrisch-melodischen
Gebildes nicht mehr. Dieser zunichst
praxisgebundene Erfahrungswert ldsst
sich sowohl aus sprachlichem als auch
aus musikalischem Blickwinkel theore-
tisch begriinden:

Islandisch als syllable-timed language

Die schon von A. Lloyd James (1940)
eingefiihrte Isochronie-Hypothese mit
ihrer Unterscheidung in silbenzdhlende
und akzentzdhlende Sprachen erlangt
an dieser Stelle Tragweite. Zu silben-
zdhlenden Sprachen, deren Silben eine
dhnliche Lange haben, zdhlt neben dem

Isldndischen und manchen romanischen
Sprachen auch das Finnische, was den
Eindruck islandischer Wissenschaftlerin-
nen und Wissenschaftler bestdtigt, dass
am ehesten noch finnische Melodien zu
den isldndischen Volksliedtexten passen
wiirden. Dagegen sind es die Melodien
akzentzdhlender Sprachen wie deutsch
oder englisch, die im analogen Versuch zu
den oben genannten Problemen fiihren.
Dass sich in traditionellen Liedern einer
Kultur der jeweilige Sprechrhythmus
(,syllable-timed" bzw. ,stress-timed")
widerspiegelt, hat auch eine Studie von
Hannon et al. an der University of Ne-
vada Las Vegas bestdtigt. Bei den Analy-
sen eines Korpus von 269 franzdsischen
und englischen Volks- bzw. Kinderlie-
dern konnte eine erhghte Variabilitdt
der Silbenldngen nach dem ,normalized
pairwise viability index* (nPVI) sowohl
in den englischen Liedtexten als auch in
den Tonlédngen der zugehérigen Melo-
dien nachgewiesen werden (Hannon et
al. 2016). Taktwechsel in traditionellen
islindischen Liedern

Zu den traditionellen Formen isliandi-
scher Vokalmusik zdhlen ,Rimur” (epi-
sche Lieder, bei denen die Zuhdrenden
zuweilen in den Zeilenschlusston mit
einstimmen), , Tvisongur” (in Quintpa-
rallelen vorgetragene zweistimmige Ge-
sdnge aus dem 15.-18. Jahrhundert) und
vorwiegend geistliche Hymnen. In allen
drei Liedarten wechseln die Texte hdufig
zwischen sieben und sechs oder zwischen
acht und fiinf Silben und fiigen sich ty-
pischerweise auch in wechselnde Takte
der Musik (Valsdottir 2007; Faulkner
2012). Die Sammlung ,fslensk Pj6dlog”
(Isldndische Volkslieder, 1906-1909) von
Bjarni Porsteinsson liefert hierfiir viele
Beispiele, die sich sehr deutlich von der
RegelméRigkeit etwa deutscher oder eng-
lischer Metrik unterscheiden. Ein noch
heute sehr bekanntes isldndisches Rima
mit den charakteristischen Taktwechseln
ist ein Kinderlied mit dem Titel ,Dyra-
visur” (Tierverse). Es zdhlt allerlei Tiere
wie Henne, Rabe, Hund und Schwein auf
und spielt mit deren Lauten.
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Das Singen und Spielen von Liedern die-
ser und dhnlicher metrischer Fakturen
gehort in den Schulen zum Alltag. Auch
in der Sjalandsskoéla in Reykjavik werden
mit Metrum- und Rhythmusspielen die
Kenntnisse zu Spezifika der isldndischen
Musik und Sprache vertieft. Daneben fin-
det durch parallel erlernte Fremdspra-
chen Englisch und Dénisch automatisch
eine entsprechende Sensibilisierung fiir
,stress-timed languages” statt.

Sichtbar wird, dass es genau die Elemente
im Zentrum des hier vorgestellten Mo-
dells sind (ndmlich Stress, Rhythm, Pitch,
s. S. xy), welche die Grammatiken des
jeweiligen Mediums Sprache oder Musik
prigen, eingebunden in alle Dimensionen
von einzelnen sillables/motifs bis hin zu
ganzen paragraphs/songs. Dies gilt uni-
versell (siehe Lerdahl 2013), fiithrt an-
dererseits aber auch zu typologischen
Differenzierungen, wie etwa hier im
Islindischen oder in anderen Sprach-
konstellationen (s.o. Hannon 2016, fiir
italienische Lieder auch Lang 2000).

Diese Erkenntnisse zur interkulturellen
Kompatibilitdt von Musik und Sprache
kénnen theoretisch auch im Rahmen des
Modells erkldrt werden: Auf der rechten
Seite stehen die Grammatiken der Musik
und der Sprache, die sich jeweils sowohl
implizit als auch explizit in den fachspezi-
fischen Doménen (siehe den Mittelpunkt
des Modells) in den Ausdrucksformen
,prosody” (Sprache) und ,melody” (Musik)
treffen. Die oben genannten kulturspezi-
fischen Charakteristika der islindischen
Sprache (syllable-timed language) und
den traditionellen Formen der isldndi-
schen Vokalmusik beeinflussen genau
diese beiden Ausdrucksformen in ihrer
kulturellen islandischen Auspridgung.
Transferiert man nun Liedtexte in einer
anderen Sprache auf die isldndische Vo-
kalmusik, so kommt es — je nach Sprach-
typ — zu einer gréReren oder kleineren
Passung zwischen der Sprache (in Form

der Liedtexte) und der Musik (in Form
der traditionellen Vokalmusik).

Dies verdeutlicht das Modell, indem es
auf der linken Seite mittels des Feldes
connotation die Offnung zu (inter)kultu-
rellen Kontexten vorsieht, denn letzt-
lich werden Erfahrungen zur Passung
von Liedtexten in kulturell bedingten
Situationen gemacht. Eine widerstdndige
Konstellation aus vertrauter Melodie und
fremdsprachlichem Text — oder umge-
kehrt — wurde indes von den Dozieren-
den der Universitdt Reykjavik nicht als
Problem, sondern als Gewinn gesehen:
als interkulturelle Erkenntnis durch die
Spiegelung des Eigenen im Fremden.

Transfer: Rima in the classroom

Das isldndische Lied ,Hani, Krummi,
Hundur” kann als Gegenstand fiir einen
Schulunterricht verwendet werden, der
in Anlehnung an das vorgestellte Modell
sprachliche und musikalische Strukturen
aufeinander bezieht. Drei Ideen hierzu
seien im Folgenden skizziert:

. Pattern—Ubungen‘ Das Lied enthélt
Takte mit unterschiedlichen Rhyth-
men, etwa T. 1 und 3:

137301
bzw. ) ) J J]]

Diese Einzeltakte konnen als rhyth-
misches Patterns vor- und nachge-
klatscht werden, wobei gemdf3 der
Music Learning Theory E. Gordons
jeweils ein ca. 5-sekiindiges Intervall
der Stille vor dem Nachklatschen ein-
gehalten wird. Diese Pause provoziert
die mentale Reprdsentation des Pat-
terns im Sinne einer explizierenden
Audiation (Siiberkriib 2006). Analog
kann explizites lexikalisches Wissen
aufgebaut und durch die eingeiibten
rhythmischen Patterns konnen lexi-
kalische Einheiten eingeiibt und ver-
festigt werden. Bei diesem Vor gehen
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profitieren sowohl Lernende als auch
Lehrkrifte aus den Erkenntnissen der
Musikpddagogik, denn die fiir das
musikalische Lernen auf der Basis
von Gordons Theorie begriindeten
Intervalle der Stille lassen sich sehr
gut auf das fremdsprachliche Lernen
ibertragen. In beiden Medien wird
auf diese Weise vermieden, dass die
Lernenden den neuen Wortschatz
(bzw. den Rhythmus) im fliichtigen
Horfluss ausschlieRlich als Patterns
und somit quasi als chunks memo-
rieren (vgl. Blell 2016). Stattdessen
kann durch die Pausen das Lernen
und Einprégen vertieft und differen-
ziert werden, insbesondere wenn
dann nach den Pausen, am besten
in einer anderen Reihenfolge oder
in anderen Kontexten, wieder auf
die eingefiihrten lexikalischen (bzw.
rhythmischen) Einheiten zuriickge-
griffen wird.

Transferiert man nun Liedtexte in einer anderen
Sprache auf die islandische Uokalmusik, so kommt
es — je nach Sprachtyp — zv einer groBeren

oder kleineren Passung zwischen der Sprache (in
Form der Liedtexte) und der Musik (in Form der

traditionellen Uokalmusik).
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+  Ein Lied in Bewegung (Grundschule).

In Island wird die charakteristische
Metrik des Liedes zusdtzlich durch
Klatschen betont (s. Betonungszei-
chen {iber den Noten). Auch der in Is-
land praktizierte Rundtanz bietet sich
fir den Unterricht an: Mit den mar-
kierten Betonungen erfolgt jeweils
ein Auftreten, der rechte Full beginnt;
die Schritte fithren in eine Bewegung
des Tanzkreises nach links. Alternativ
werden die Tiere als Rollen verteilt,
sodass ab Takt 5 die Tierlaute nicht
gemeinsam im Liedtext beschrieben,
sondern von einzelnen Kindern imi-
tiert werden. Die vielfdltigen Rol-
lenwechsel (Mensch/Tier, Sprachen,
interkulturelle Dimensionen), ber-
gen die oben beschriebenen Anreize,
Schutzfunktionen und praktischen
Herausforderungen.

+ Sprachen im Vergleich (weiterfiih-
rende Schulen). Die Silben des is-

lindischen Liedtextes verteilen sich
gleichméRig auf die Viertel-Werte
der Takte (s.o. syllable-timed langua-
ge). Indem die Lernenden nun eine
andere Sprache einsetzen, miissen
sie flexibel mit Silbenverteilungen,
Betonungen und ggf. Fiillwortern
umgehen, um den prosodisch-me-
lodischen Kern des Liedes sangbar
zu erhalten. Zu erkenntnisreichen
Herausforderungen werden dabei
beispielsweise das Deutsche oder
Englische in ihren Eigenschaften als
stress-timed languages. Grobiiber-
setzungen: (dt.) Henne, Rabe, Hund,
Schwein, Pferd, Maus, Meise. Gackern,
Krédchzen, Bellen, Quieken, Wiehern,
Piepsen, Singen; (engl.) Hen, raven,
dog, pig, horse, mouse, chickadee.
Crows, cronks, barks, squeals, neighs,
chirps, sings.

Fazit

Es konnte anhand ausgewdhlter Aspekte
(implizites/explizites Lernen, situative
Rollenwechsel, interkulturelle Text-Me-
lodie-Kompatibilititen) gezeigt werden,
dass das theoretisch entwickelte Modell
Structures of Language and Music zentrale
Schnittstellen zwischen den beiden Do-
manen Fremdsprache und Musik und ihr
Zusammenwirken abbildet. Urspriing-
lich im Rahmen des EU-Projekts zum
Europdischen Musikportfolio entstanden,
wurde das hier vorgestellte Strukturmo-
dell durch Fokusgruppengesprache mit
islindischen Expertinnen und Experten
erweitert und insbesondere im Bereich
des interkulturellen Lernens gescharft.
Im Praxistest an der inklusiven Sja-
landsskola Reykjavik wie auch bei den
hier skizzierten Unterrichtsideen zum
Lied ,Hani, Krummi, Hundur” zeigt sich
neben seiner theoretischen Stirke auch
seine Bedeutung fiir die betreffenden
Fachdidaktiken. Fiir die Fremdsprachen-
didaktik bietet das Modell eine gute Aus-
gangsbasis insbesondere fiir die Bereiche
des Zweitsprachenerwerbs und den damit
eng verbundenen Teildisziplinen in der
angewandten Linguistik (insbesondere in
der Syntax und Morphologie, aber auch
der Semantik und Pragmatik). Dariiber
hinaus unterstiitzt es den Erkenntnis-
gewinn zum interkulturellen Lernen
und baut gerade hier eine Briicke zum
facheriibergreifenden Lehren und Lernen,
nicht zuletzt auch im (Unterrichts)-Fach
Musik.



Somit kann das Modell einen Beitrag zur
Weiterentwicklung der Lehrerinnen- und
Lehrerbildung leisten. Dies gilt im Be-
sonderen fiir die Ausbildung von Lehr-
kraften, die beide Ficher unterrichten
wollen (z.B. im Rahmen eines Europa-
lehramtsstudiums an der Pddagogischen
Hochschule Ludwigsburg); in gleicher
Weise aber auch fiir Ausbildung der bei-
den voneinander unabhingig studierten
Fachdidaktiken. Am Beispiel der isldn-
dischen Kultur wurde offenbar, dass das
Strukturmodell gerade auch im Kontext
des interkulturellen Lernens in den fach-
wissenschaftlichen Theorien wie auch in
den jeweiligen fachdidaktischen Unter-
richtspraxen Aussagekraft erlangt.
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L PELLEROSSA NEL PRESEPE: IL BINOMIO

FANTASTICO DI GIANAT RODARI E LA DIDATTICA

DELLA CREATIVITA

HATTEN WIR AUCH EINE PHANTASTIK WIE EINE LOGIK, SO WARE DIE ERFINDUNGSKUNST ERFUNDEN

Gianni Rodari hat lange iiber den Wert der Kreativitit im Bildungsprozess nachge-
dacht. Das Ergebnis seiner praktischen Erfahrungen und theoretischen Uberlegun-
gen ist Grammatik der Phantasie, ein kleines Buch, das 1973 erschien, aber auf viel-
faltige Weise auch heute noch aktuell ist. Es enthdlt Techniken, um mit der Sprache
zu spielen und Kreativitdt zu entwickeln. Sie sind zwar hauptsachlich fiir Kinder
gedacht, jedoch fiir jedes Alter geeignet oder anpassbar. Nach dem italienischen
Schriftsteller und Padagogen muss man Erfinder sein, mit der Phantasie erschaffen
kénnen, um sich eine andere — und maglicherweise bessere und gerechtere - Welt

vorstellen zu konnen.

Il pellerossa con le piume in testa

e con l'ascia di guerra in pugno stretta,
come ¢ finito tra le statuine

del presepe, pastori e pecorine,

e l'asinello, e i maghi sul cammello,

e le stelle ben disposte,

e la vecchia delle caldarroste?

Non é il tuo posto, via, Toro Seduto:
torna presto di dove sei venuto.

Ma I'indiano non sente. O fa I'indiano.
Ce lo lasciamo, dite, fa lo stesso?

O dara noia agli angeli di gesso?

Forse é venuto fin qua,

ha fatto tanto viaggio,

perché ha sentito il messaggio:

pace agli uomini di buona volonta.

“Il pellerossa nel presepe” & forse una tra
le pitl note poesie per bambini scritte da
Gianni Rodari, pubblicata nelle Filastroc-
che in cielo e in terra e successivamente
accolta in numerose antologie scolasti-
che, grazie al suo evidente messaggio
che valorizza la diversita, l'accoglienza,
I'integrazione (De Roberto, 2020). Questo
uso — pit che legittimo — dell’'opera di
Rodari in contesto antologico, legato al
contenuto etico di molta sua produzione,

ha rischiato pero di offuscare nel corso
degli anni la carica eversiva della proposta
educativa del pedagogista e scrittore e la
sua riflessione sul valore che la creativita
e la fantasia svolgono nel processo for-
mativo. Su questo ultimo punto desidero
soffermarmi in questo articolo.

Non c’é vita, dove non c¢’é lotta

Usciamo dunque dal binario precostituito
che ci porta a concentrarci sul morale
della filastrocca e chiediamoci realmente:
che cosa puo fare un indiano d’America
all'interno di un presepe, in mezzo alle
altre statuine?

Proseguiamo con domande piu dettagliate:
come ci & arrivato? da solo? con che
mezzi? 'ha portato un bambino? che
reazione hanno avuto le statuine? e cosa
ha pensato la gente? era un indiano buono
o cattivo? e poi cos'é successo? é rimasto?
ha dovuto scappare...?

Potrebbe benissimo essere (anche se
non &) uno dei tanti esempi di come
prende avvio I'invenzione di una storia



fantastica, riportati dallo scrittore nella
sua Grammatica della fantasia (Rodari,
1973).

Subito nei primi capitoli del libro Rodari
afferma che una storia originale pué na-
scere solo dal far scontrare tra loro due
termini normalmente distanti, ovvero
da quello che lui definisce un «binomio
fantastico». Infatti “non basta un polo
elettrico, ce ne vogliono due. La singola
parola «agisce» [..] solo quando ne in-
contra una seconda che la provoca, la
costringe a uscir dai binari dell'abitudine,
scoprirsi nuove capacita di significare.
Non c’é vita, dove non c’é lotta.” (Rodari
1973: 18).

Secondo Rodari per mettere in moto 'im-
maginazione e creare un effetto di sor-
presa e di spaesamento & necessaria una
certa distanza tra le due parole, quindi
meglio se appartengono a due mondi di
riferimento diversi (proprio come il pel-
lerossa e il presepe). Per questo motivo
lo scrittore consiglia di scegliere le parole
con l'aiuto del caso e riporta la sua espe-
rienza di maestro, quando faceva scrivere
a due bambini una parola da una parte
e una dall'altra della lavagna, senza che
uno potesse vedere la parola dell'altro. La
sfida costituiva poi nel collegarle insieme
ai compagni in un, anche breve, racconto.
A volte funzionava, a volte no, e anche
questo & un insegnamento: quando si fa
una ricerca vera, il cui risultato non é
precostituito, non sempre tutto funziona.
L'esempio riportato nel libro & quello delle
parole “cane” e “armadio”: inizialmente
sono collegate con delle semplici
preposizioni (“il cane con l'armadio,
I'armadio del cane, il cane sull’armadio,
il cane nell’armadio, eccetera”), poi dopo
alcuni tentativi, si sceglie la pista che
piace di pit (in questo caso “il cane
nell'armadio”) e si sviluppa la storia.

La stessa cosa si potrebbe fare con “pel-
lerossa” e “presepe”, scegliendo magari
- invece di collegare le due parole con
“nel” - altre possibilita: “il pellerossa col
presepe” (lo tiene sottobraccio e gira per
la cittd per venderlo ai passanti...), “il
pellerossa sotto al presepe” (nascosto
sotto il tavolo per tendere un agguato...)

e cosi via.

Oppure accostando parole che hanno un
suono simile e significati molto diversi,
per giocare con i significanti oltre che
con i significati.

L'importante é da una parte rompere le
attese, unire gli opposti e le cose lonta-
ne, dall’altra saperlo fare con un intento
ludico.

La Grammatica della fantasia

La Grammatica della fantasia — titolo di
per sé ossimorico — non € ovviamente
un testo normativo.

Si tratta di un piccolo libro, frutto di un
ciclo di seminari che I'autore tenne agli
inizi degli anni '70 a Reggio Emilia da-
vanti a un pubblico di maestri, operatori
culturali, bibliotecari, col titolo di Incontri
con la Fantastica. Ma rappresenta anche
l'esito di lunghe riflessioni sulla creati-
vitd, che prendono avvio ancora dal 1938
quando l'autore ha diciotto anni, insegna
l'italiano a bambini ebrei tedeschi (i cui
genitori avevano creduto erroneamente di
poter trovare rifugio in Italia), e legge nei
Frammenti di Novalis: «Se avessimo anche
una Fantastica, come una Logica, sarebbe
scoperta 'arte di inventare».

Il volumetto contiene tecniche per gioca-
re col linguaggio e sviluppare la creativi-
ta, pensate principalmente per i bambini
ma adatte, o adattabili, a qualsiasi eta.
Per formularle Rodari ha attinto a molte
fonti: dai giochi dei surrealisti francesi,
alla cultura popolare, a diversi aspetti
della teoria della comunicazione e della
letteratura, comprendendo con grande
anticipo il potenziale didattico e poetico
della linguistica strutturalista, della se-
miotica o della narratologia.

Secondo Rodari per mettere in moto
l'immaginazione e creare un effetto di sorpresa e
di spaesamento e necessaria una certa distanza
tra le due parole, quindi meglio se appartengono a
due mondi di riferimento diversi

A monte vi & un ragionamento allo stesso
tempo letterario e politico: per imma-
ginare tempi nuovi, un mondo diverso,
bisogna essere inventori, saper creare con
la fantasia. In questo consiste la forza
eversiva, critica e democratica del pensie-
ro di Rodari, che invece di dare indirizzi
mette a disposizione gli strumenti da lui
sviluppati a chiunque desideri provarli.
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Per immaginare tempi nuovi, un mondo diverso,
bisogna essere inventori, saper creare con la

fantasia

RODARI

E nello stesso tempo la Grammatica é una
lettura coinvolgente, anche al di 1a degli
spunti didattici, per il modo in cui lo
scrittore mostra la sua autentica passio-
ne per la ricerca e I'insegnamento e si
racconta a volte con particolari di gran-
de umanita, come nel ricordo del padre
panettiere.

Lo sviluppo di una pedagogia
nuova nell’ltalia del secondo
dopoguerra

Di Gianni Rodari si e parlato molto nel
2020, grazie a numerose iniziative a lui
dedicate in occasione del centenario della
sua nascita. Con ragione si € riconosciuta
l'importanza di questo scrittore, unico
italiano ad aver vinto il premio Hans
Christian Andersen (il ‘Nobel” della let-
teratura per ragazzi), e lo si é fatto uscire
forse definitivamente da quella “serie B
in cui — come affermava lo stesso Rodari
— @ collocata la letteratura di chi scrive
per bambini in Italia. Ne é testimone I'e-
dizione del Meridiano Mondadori (Rodari,
2020) a lui dedicato, curato da Danie-
la Marcheschi, che raccoglie un’ampia
antologia di suoi versi, prose, La gram-
matica della fantasia e alcuni altri scritti
saggistici.

Testimone dell'importante rapporto tra
le parole di Rodari e le immagini — che
fin da subito ha avuto grandi interpreti
come Bruno Munari - é poi il bel volume
Cento Gianni Rodari (2019), dove cento il-
lustratori diversi interpretano cento testi
dello scrittore.

A partire dal dopoguerra si sviluppa (...)

un dibattito sul ruolo della scuola che mise

in discussione 3 vecchia didattica, e favori
sperimentazioni basate sui principi democratici e
su nuove riflessioni pedagogiche.
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Non bisogna dimenticare peré che in
quegli anni in Italia la sua proposta non
era isolata. A partire dal dopoguerra si

sviluppo infatti, per mezzo del lavoro di
alcuni insegnanti e intellettuali impegna-
ti sul campo, un dibattito sul ruolo della
scuola che mise in discussione la vecchia
didattica, e favori sperimentazioni ba-
sate sui principi democratici e su nuove
riflessioni pedagogiche.

Una di queste sperimentazioni fu portata
avanti dal Movimento di Cooperazione
Educativa (MCE), nato agli inizi degli anni
‘50 e attivo ancora oggi, ai cui convegni
Rodari costantemente prese parte. Ini-
zialmente ispirato alle metodologie della
pedagogia popolare di Célestin Freinet,
I'MCE ha continuato nel corso degli anni
ad aprirsi a diversi tipi di sperimenta-
zione e di rinnovamento della didattica
(Rizzi, 2017). Tra gli esponenti di spicco
del movimento Mario Lodi, insegnante
e scrittore, con Il paese shagliato (1971)
offre 'immagine concreta di ci6 che puo
diventare una scuola attraverso l'espe-
rienza della liberta espressiva e lo stimolo
alla creativita.

Pochi anni prima don Lorenzo Milani
aveva pubblicato Lettera a una professoressa
(1967), dove racconta, attraverso la voce
degli stessi protagonisti, il suo rivoluzio-
nario esperimento di istruzione inclusiva
e democratica, iniziato nel 1954 in uno
sperduto paese della campagna toscana,
Barbiana.

La grammatica della fantasia (1973) segue
di poco questi due manifesti per un rin-
novamento della scuola.

Leggere, o rileggere, questi testi mo-
stra come i loro autori abbiano antici-
pato molte delle “novita” diventate oggi
patrimonio pitt 0 meno comune nella
scuola: dalla valorizzazione delle diverse
competenze degli studenti alla didatti-
ca collaborativa, dalla ludodidattica alla
ricerca-azione, dall'uso di diversi media
all'importanza dell'autocorrezione.

La scrittura creativa nella
lezione di lingua straniera

Quante volte I'insegnante di lingua stra-
niera si trova in difficolta nel proporre
alle classi delle attivita di produzione
scritta? Le richieste pitl frequenti sono
riassunti, risposte a domande, brevi rac-
conti su esperienze personali (cosa hai
fatto durante le vacanze), oppure testi
con finalita pratiche come una lettera
di lavoro, un annuncio, una recensione.



Mittente e destinatario di questi testi &,
nella maggior parte dei casi, I'insegnante
stesso.

Proporre una produzione creativa puo ri-
sultare un compito difficile, anche perché
gli allievi — soprattutto dopo una certa
etd — un po’ per pigrizia un po’ per man-
canza di abitudine, all'inizio potrebbero
non reagire positivamente di fronte alla
richiesta di inventare una storia (Pezzola,
2012). Meglio non lasciarli completamen-
te liberi davanti al foglio bianco, ma con
l'ausilio di semplici tecniche come quelle
proposte da Rodari, presto si evidenzie-
ranno i vantaggi motivazionali di dover
svolgere un compito autentico, il cui esito
non é precostituito.

Non é un caso che nel capitolo “Attivita
e strategie linguistiche comunicative” del
volume complementare del QCER (2020,
disponibile online in inglese e francese)
siano presenti descrittori esplicitamente
dedicati alla scrittura creativa. Conside-
rando i contenuti, le tipologie di testi,
la complessita del discorso e l'uso della
lingua, la capacita di espressione dell'im-
maginazione é inserita in una scala che
comprende tutti i livelli di competenza
linguistica.

Per un Al si trattera della produzione di
semplici frasi su di sé e su personaggi
immaginari (dove vivono e cosa fanno),
utilizzando parole semplici di uso quo-
tidiano; un C2 dovrebbe arrivare a poter
raccontare storie complesse in uno stile
appropriato al genere scelto, servendosi
di strumenti linguistici quali metafore,
modi di dire, ironia.

Un esempio di utilizzo della scrittura
creativa in contesto di insegnamento
dell'italiano ad adulti stranieri, lo si puo
leggere nell'articolo di Silvia Matilde
Sciarrino (2013, disponibile anche online),
in cui é descritto in modo dettagliato il
corso da lei proposto a studenti di livello
B1-B2 frequentanti il secondo anno della
Facolta di Romanistica all'Universita del
Saaarland (Saarbriicken, Germania). La
docente si é servita proprio delle tecniche
descritte da Rodari nella Grammatica della
fantasia per elaborare esercizi autentici ed
originali: da giochi con le parole — come
gli acrostici o derivazioni fantasiose at-
traverso prefissi e suffissi — alla costru-
zione di storie attraverso I'accostamento
di due termini ‘estraniati’ (binomio fan-
tastico), ipotesi fantastiche, combinazioni

di storie diverse, ecc. Nonostante le rea-
zioni negative iniziali di alcuni studenti,
che consideravano le attivitd ‘infantili’
o poco utili, tutti hanno partecipato in
modo attivo al corso e ne hanno tratto
vantaggio migliorando notevolmente la
loro capacita di scrivere.

Costruzione cooperativa di una
storia

Un altro elemento sviluppato nelle speri-
mentazioni didattiche degli anni '50-'70
in Italia, di cui oggi viene riconosciuta
I'importanza, é certamente quello del
lavoro in gruppo (vedi tra l'altro la par-
te relativa nel capitolo sulle attivita di
mediazione del volume complementare
al QCER).

Proporre una produzione creativa pud risultare

un compito difficile (...) ma (...) presto si
evidenzieranno i vantagqi motivazionali di dover
svolgere un compito autentico, il cui esito non e

Frutto della collaborazione con i bambi-
ni della scuola della borgata romana del
Trullo & la storia Una torta in cielo (1966) di
Gianni Rodari, cosi come Cipi (1972) ven-
ne scritto da Mario Lodi insieme ai suoi
alunni della scuola del Vho di Piadena.
Ecco un modo semplice per avviare la
scrittura collaborativa di una storia (adat-
tato da Rodari, 1973: 38). Dividere la classe
in gruppi e distribuire a ogni gruppo un
bigliettino con una domanda, oppure dare
una domanda a ciascun allievo se la clas-
se é piccola. Messe insieme, le risposte
costituiranno il canovaccio della storia,
anche se nessuno conosce quelle dell’altro
gruppo. Esempi di domande:

Chi e?

Dove si trova?
Cosa fa?

Cosa dice?

Cosa dice la gente?
Come finisce?

Le domande potranno essere poste in mo-
do diverso a seconda delle competenze
linguistiche degli allievi (ad esempio al
presente, al passato o al futuro) e po-
tranno essere semplificate o complicate
tenendo conto dell’eta e del contesto in
cui ci si trova.

precostituito.
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Alla fine si leggeranno le risposte di se-
guito, come un racconto: l'esito potra es-
sere un totale nonsenso o potra delinearsi
il nucleo di una storia (comica o di altro
genere). Ci si puo limitare a leggerle e a
riderci sopra (ma intanto gli studenti si
sono esercitati a scrivere anche solo brevi
frasi) oppure si puo analizzare quello che
€ emerso casualmente e trasformarlo in
una storia vera e propria; eventualmente
aggiungendo immagini, musiche o anche
teatralizzandola.

E importante sottolineare che non & il
singolo allievo a doversi inventare un
racconto — cosa che nella maggior parte
dei casi provoca reazioni negative - “non
so cosa scrivere”, “non mi viene in mente
niente” — ma tutta la classe o almeno un

gruppo di studenti.

In classi eterogenee, come quelle in cui
spesso si trova a lavorare un insegnante
di italiano L2 in Svizzera, questa modalita
sara particolarmente efficace, perché ci
saranno allievi con competenze linguisti-
che limitate che potranno comunque con-
tribuire con delle idee e altri che avranno
maggiori strumenti per esprimerle in un
testo scritto. Pensiamo anche ai Corsi
di lingua e cultura dei Paesi d'origine
per bambini e ragazzi di livello medio ed
elementare, studenti con diverse com-
petenze, ma spesso anche di diverse eta:
in questo caso si potra approfittare della
spontaneita e della fantasia dei piti piccoli
insieme alle capacita piul strutturate dei
pit grandi.

Per permettere alla creativita di svilup-
parsi, senza paura di sbagliare o di essere
giudicati, & perd necessario non attribu-
ire un voto al risultato, una valutazione
sara eventualmente data dalla maggiore o
minor soddisfazione rispetto al prodotto
finito.

La didattica delle lingue straniere & oggi
abituata a utilizzare attivita ludolingui-
stiche o giochi di ruolo. Sono strumenti
certamente efficaci, se I'insegnante non li
propone in modo passivo e meccanico, ma
li adatta al contesto della classe, avendone
compreso a pieno le potenzialita. Altri-
menti anche gli esercizi piti fantasiosi
possono trasformarsi in automatismi
che impigriscono piuttosto che libera-
re il pensiero. Gianni Rodari al termine
del primo capitolo della Grammatica della
fantasia ci ricorda quale é il senso della
sua proposta educativa:

«Tutti gli usi della parola a tutti» mi sembra
un buon motto, dal bel suono democratico.
Non perché tutti siano artisti, ma perché
nessuno sia schiavo.
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LES BIJOUX DE LA KARDASHIAN

POUR UN ENSEIGNEMENT RENOUVELE DE LA B.D EN CLASSE DE FLE

Im Franzésischunterricht bleiben Comics haufig ein Vorwand fiir den Erlernen der
Sprache beteiligt und sind selten Gegenstand eines integrierten Ansatzes, bei dem
sie in ihrer kiinstlerischen Dimension sowohl literarisch als auch ikonografisch
studiert werden. Diese Beobachtung kann durch das Fehlen einer didaktischen
Theorie fiir dieses Medium, das Fehlen der Lehrerausbildung oder ihre Unkenntnis
der Comics und ihrer Mechanismen, die Bedeutung schaffen, erklart werden. Unser
Artikel pladiert fiir eine Erneuerung des Comicerlernens in Sprachunterricht durch
einen literarischen Ansatz und schlagt padagogische Ideen vor, die auf Les Bijoux
de la Kardashian von Francois Vignolle, Julien Dumond und Grégory Mardon (2019)

La fin des années 1990 marque le début
d'une émancipation de la BD : considérée
d’abord comme une « paralittérature »,
elle intégre progressivement le champ
littéraire pour devenir une « littérature
dessinée » ou « littérature visuelle »,
en somme, un genre littéraire a part
entiére nommé parfois aussi « roman
graphique »', une formule qui légitime la
rencontre entre deux médias longtemps
séparés. Cette alliance est pourtant pré-
sente dés les origines du « neuviéme
art ». Le genevois Rodolphe Topffer,
considéré comme le pére et le premier
théoricien de la BD, qualifiait déja en 1833
ses ceuvres de « littérature en estampes »
et admettait deux facons de faire de la
littérature : avec du texte ou de maniére
graphique’. Aujourd’hui, les prix litté-
raires s'ouvrent a la bande dessinée et
des revues, des ouvrages de référence et
des colloques relevant du champ littéraire
n'hésitent plus a l'intégrer.

Si les autorités éducatives suivent aus-
si ce mouvement, le « neuviéme art »,
considéré dans sa dimension artistique, a
la fois littéraire et iconographique, peine
encore a s'imposer dans les classes de
langue et dans les manuels scolaires®.

Le plus souvent, la BD y est instrumen-

basieren.

talisée au profit de I'enseignement de la
langue : elle ne sert alors que de prétexte
au développement de la compétence a
communiquer langagiérement et de
ses diverses composantes (linguistique,
sociolinguistique et pragmatique). Plus
particuliérement, on la convoque afin de
travailler de maniére ponctuelle sur les
compétences lexicale, sémantique, gram-
maticale, phonologique, mais aussi socio-
linguistique et culturelle/interculturelle
(voir Bannier, 2014, pour une recension).
Mais force est de constater que la BD fait
rarement 'objet d'une approche intégrée
ot elle serait étudiée pour elle-méme : en
effet, ce média pourrait servir de support
au développement de la compétence litté-
raire en langue étrangére et plus généra-
lement a celui des compétences d'analyse
et d'interprétation d'une ceuvre d'art. Le
manque de théorisation didactique, de
formation des enseignant-e-s ou encore
leur méconnaissance du « neuviéme
art » et de ses mécanismes producteurs
de sens expliquent ce constat. Si le nu-
méro 2/2020 de Babylonia a montré
plusieurs exemples pertinents de didac-
tisation de la BD, notre article voudrait
encore apporter sa modeste contribution
a un enseignement renouvelé de ce genre
en classe de FLE. Celui-ci prendrait en

Gaglle Burg | PHFH @

Professeure docteure /A
habilitée en langue E‘a
et littérature fran- ,‘ T ’/j ‘
caise, Gaélle Burg /] {/‘
enseigne depuis 2008 ’/,f yiY
la littérature et le FLE dans le supérieur
et le secondaire Il. En 2019, elle devient
Dozentin en didactique du FLE a la
Fachhochschule Nordwestschweiz. Ses
recherches portent sur Ia littérature
médiévale, I'histoire du livre a la Renais-
sance et la didactique de la littérature.

1 Nous n'entrerons pas ici dans le débat sur
I'existence ou non d'une distinction entre
bande dessinée et roman graphique et pre-
nons le parti de ne pas distinguer la bande
dessinée entendue dans sa dimension
littéraire et le roman graphique.

2 Voir sa notice a I'Histoire de Monsieur Jabot
(Topffer,1833).

3 Ce constat est général et touche aussi les
cours de littérature en L1. Voir Rouviere,
2012.
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4 Bien que notre article souhaite considérer la
BD dans sa dimension littéraire, on voudrait
rappeler gue tout média, qu'il soit littéraire,
cinématographique ou « bédéesque » pré-
sente toujours une structure hétérogene et
provisoire. Son indépendance vis-a-vis des
autres médias qui s'entremélent dans des
contextes culturels et historiques eux aussi
changeants doit donc étre nuancée.

5 Voir les travaux et ouvrages de Cuy Gauthier
ou Pierre Fresnault-Deruelle dans les an-
nées 70, relayés par ceux de Benoit Peeters
ou Thierry Croensteen a la fin des années
90.
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compte les spécificités artistiques — nar-
rative et iconotextuelle — du média, tout
en demeurant a la portée des capacités
de l'enseignant-e de langue étrangere,
l'objectif étant de travailler aussi bien la
compétence a communiquer langagiére-
ment que la compétence littéraire.

Etudier la BD dans une approche
littéraire

Plusieurs études récentes ont interrogé
le statut littéraire de la bande dessinée,
légitimant une démarche analytique qui
partirait de l'approche littéraire (voir
entre autres Diirrenmatt, 2013 ; Baetens,
2009 ; Baetens, 2004). En effet, comme
nous l'avons rappelé, le texte est pré-
sent a coté de I'image dés les origines
de la BD. Il n'est donc pas surprenant
qu'a bien des égards, la bande dessinée
s'inspire de la littérature, que ce soit de
maniére directe, a travers les adaptations
d’ceuvres littéraires qu'elle propose (voir
Labé, 2008), mais aussi de maniére in-
directe, a travers ses propres spécificités
sémiologiques et narratologiques®. Ainsi,
le paratexte (titre, dédicace, découpage en
chapitres, prologue, épilogue, quatriéme
de couverture), la narratologie (les modes
narratifs, les points de vue, le schéma
narratif etc.) ou encore la sémiologie et
la stylistique icono-textuelle (voir Marion
1993 qui parle de « graphiation ») consti-
tuent autant d'outils d'analyse offrant un
accés a l'interprétation et donc au sens.
Si ces outils sont originellement issus du
champ littéraire, ils s'adaptent aisément a
I'étude d'une BD, ce qui confirme encore
l'existence d'un lien ténu entre les deux
meédias. Ainsi, nous sommes convaincus
qu'un-e enseignant-e formé-e en langue et
littérature devrait avoir les compétences
nécessaires pour proposer I'étude d'une
bande dessinée pour elle-méme, dans
sa dimension littéraire et plastique. Un
tel projet pédagogique nécessitera néan-
moins le recours a une terminologie
adaptée (voir par exemple Baron-Carvais,
1994 et Gaumer & Moliterni, 1994), in-
dispensable & l'analyse, qui pourra étre
simplifiée au strict minimum afin d'éviter
aux apprenant-e-s une surcharge cogni-
tive. On pourra aussi avoir recours a une
terminologie propre a I'analyse filmique,
parfois plus familiére des enseignant-e-s,
voire des apprenant-es (par exemple la
notion d'échelle des plans, trés utile pour
décrire des vignettes). Enfin, les plus am-
bitieux pourront introduire leurs éléves

a la sémiologie de la bande dessinée®,

domaine passionnant mais qui requiert
un investissement non négligeable.

Le projet de lecture et d'étude d'une bande
dessinée pour elle-méme en classe de FLE
que nous aimerions proposer ici sous-
crit aux principes qui sous-tendent les
pédagogies actuelles en matiére d'en-
seignement de la littérature en classe de
FLE : rendre les apprenant-e-s actifs et
conscients de leur role dans I'apprentis-
sage de la langue et de la littérature en
langue étrangeére, prendre appui sur un
document authentique (par opposition
aux adaptations et aux simplifications des
textes littéraires en vue de les rendre ac-
cessibles pour un niveau donné), dévelop-
per les compétences culturelles et inter-
culturelles, adopter une méthode d’ana-
lyse qui allie distanciation et adhésion,
lecture savante et lecture authentique,
et enfin, s'inscrire dans une pédagogie
de projet et une approche collaborative.

Les Bijoux de la Kardashian

En 2019, les éditions Glénat publient
Les Bijoux de la Kardashian, un titre dont
le clin d'ceil a l'album Tintin, les bijoux
de la Castafiore n'aura pas échappé aux
bédéphiles. Francois Vignolle et Julien
Dumont, journalistes d'investigation, en
signent le scénario et Grégory Mardon
en est l'illustrateur. L'ouvrage adapte un
fait divers qui a marqué les esprits par
sa surexposition médiatique : le braquage
de la star de télé-réalité Kim Kardashian,
épouse du rappeur et producteur Kanye
West, a Paris en 2016. Cette affaire hors
norme, reconnue comme le plus impor-
tant braquage chez un particulier a Paris
et comme I'événement le plus recherché
sur Internet en 2017, a connu un retentis-
sement médiatique phénomeénal. Il a fait
l'objet des rumeurs les plus folles, comme
celle d'un coup monté organisé par la
star elle-méme dans la perspective de
« faire le buzz ». L'incident a méme fait
I'objet d'une récupération politique, les
partis de I'opposition y voyant une preuve
flagrante de I'insécurité grandissante en
France. La BD s'appuie sur le dossier de
I'enquéte judiciaire et retranscrit donc,
avec une grande précision, des faits aveé-
rés. En outre, elle interpelle le lecteur sur
des problématiques trés actuelles comme
les travers de la surexposition sur les
réseaux sociaux, les « stars du vide »,
le voyeurisme ou la surconsommation.
A la lecture de cette description, I'en-
seignant-e pourrait craindre la violence



du sujet, voire de certaines images qui
ont, rappelons-le, un impact direct sur
le lecteur. Or, la BD exploite aussi I'hu-
mour, tempérant ainsi l'aspect drama-
tique. Le fait divers est lui-méme plutot
cocasse : en effet, ce casse organisé, qui
n'a pas entrainé de violence physique
sur la victime, a été commis a vélo par
un gang d'individus connus du milieu du
banditisme, d'dge mir, sexagénaires pour
certains, et surnommeés par la presse les
« papys braqueurs ». Une aubaine dont
les auteurs ont su exploiter le potentiel
comique : la BD souligne a chaque instant
le gouffre qui sépare le monde 2.0 de Kim
Kardashian et celui des papys braqueurs.

Pistes pédagogiques

Rappelons que dans le contexte suisse,
la littérature en langue étrangere est
clairement mentionnée dans le Plan
d’études cadre pour les écoles de maturité
(voir les « Orientations générales des
études gymnasiales », p. 11-19)° qui la
met en relation avec le développement
holistique des compétences des
apprenant-e-s. En outre, on peut également
citer le rapport sur la Coordination de
'enseignement des langues étrangéres au
degré secondaire II de 2007, qui souligne
encore I'importance de la littérature et des
compétences d'analyse et d'interprétation
des ceuvres de fiction parmi les objectifs
de la formation gymnasiale :

Au gymnase, certaines finalités
prennent une place importante en
plus des objectifs linguistiques et
communicationnels ; il s'agit des
finalités relevant des domaines de
la culture, de la littérature, des ci-
vilisations et de I'analyse des textes.
11 s’agit d’apprendre et de développer
la capacité d'aborder des textes litté-
raires de fagon critique et de traiter
la spécificité du genre fictionnel [...]
(p. 84).

L'étude d'une BD constitue donc une
bonne alternative pour les classes qui
commencent a étudier des textes litté-
raires ou qui se découragent facilement
devant la lecture d'un roman ou d'une
piéce de théatre en langue étrangére. Elle
permet également de faire varier le pro-
gramme des ceuvres choisies. Les Bijoux
de la Kardashian nous semble parfaitement
accessible a une classe de niveau B1-B2.
Si le texte — tant6t familier et proche du
langage parlé, tantdt spécialisé lorsqu'il

est question de 'enquéte — peut s'avérer
parfois un peu difficile, il présente I'avan-
tage, en plus d'étre relayé par les images,
de ne pas étre trop dense.

La BD fait rarement 'objet d'une approche
integree ov elle serait etudiée pour elle-méme.

Une ou plusieurs séances introduc-
tives devront impérativement apporter
les connaissances nécessaires a I'étude
d’'une BD. On trouvera aisément des
documents consacrés a l'apprentissage
du vocabulaire du « neuviéme art » sur
diverses ressources multimédia (sites
internet pédagogiques comme lepoint-
dufle.net, ressourcesfle.fr, fandefle.com,
lemoteurdufle.fr, lewebpedagogique.com,
etc.). Les exercices et activités permet-
tront I'assimilation dun vocabulaire de
base (planche, bande, vignette, dessin,
bulle) et la découverte d’outils d’ana-
lyse propres a la BD (types ou tailles de
bulles, onomatopées, composition de la
planche, idéogrammes, échelle des plans,
etc.). Dans un second temps (voir figure
1), la BD en question pourra étre intro-
duite a travers l'étude de son paratexte
(titre, couverture, quatriéme de couver-
ture, note des auteurs, chapitrage) et
la formulation d’hypothéses de lecture.
L'approche globale des textes écrits (voir
Moirand 1979) constitue une perspective
didactique pertinente pour cette étape,
et parfaitement adaptable a la BD. Elle
encourage en effet a la perception globale
des mots et des phrases en se fondant sur
l'architecture du texte, les savoirs-ex-
tralinguistiques, ainsi que les intentions
de lecture. Un temps d’observation de
'objet-livre pourra également proposer
d’identifier le genre, le style graphique
(réaliste, caricatural), le traitement des
couleurs ou la proportion texte/image
afin d'amener I'apprenant-e a construire
une compréhension globale.

Une dizaine de double-legons
aborderont ensuite I'analyse de I'ceuvre.
A titre d'exemple, le découpage et les
thématiques suivants pourront étre
proposés a I'étude : 1. Le phénomene Kim K
et les papys braqueurs p. 5-18 ; 2. La fashion
week p. 19-30 ; 3. Le braquage p. 33-45 ;
4. La fuite p. 46-54 ; 5. L'enquéte 1 p. 57-68 ;
6. L'enqueéte 2 p. 71-106 ; 7. L'interpellation
p. 46-54 ; 8. Les interrogatoires p. 127-
142 ; 9. Conclusion : le retour a la vie
normale p. 145-148. Une premiére

6 Site internet de la CDIP (Conférence suisse
des directeurs cantonaux de l'instruction
publigue): https://www.edk.ch/dyn/17582.
php
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étape de compréhension/analyse et
une seconde étape de discussion/
interprétation pourront structurer
l'étude de chaque thématique (figures
2 & 3). Dans la premiére, on proposera
d'abord aux apprenant-e-s de travailler
la compréhension globale a travers des
stratégies de repérage des informations
générales ou la formulation d’hypothéses
de lecture. Puis le travail sur une
compréhension plus fine sera I'occasion
d’analyser concrétement la narration
iconotextuelle a travers les mots, les
couleurs, 'organisation de la planche,
etc. : en somme, il s'agira d'observer,
de décrire et d'interpréter toutes
sortes de mécanismes propres a la BD
et producteurs de sens. Par ailleurs,
on ne manquera pas de faire réfléchir
les apprenant-e-s sur certains aspects
culturels et interculturels, par exemple &
travers I'analyse du décor spatio-temporel,
la ville de Paris, et des clichés qu’il
active. La seconde étape de discussion/
interprétation devra laisser la place aux
interprétations subjectives plus générales
et a I'aspect émotionnel de la lecture. On
pourra également, lors de cette méme
étape et pour s'inscrire dans une approche
collaborative de la lecture, organiser des
présentations orales d'environ 10 minutes
par groupes de deux (figure 4), en lien
avec les extraits/thématiques propres a
chaque double-lecon. Ces présentations
permettront d'aborder le contexte socio-
historique de I'ceuvre ou de fournir un
support supplémentaire a la discussion/
interprétation. Elles pourront également
étre mises a profit dans le cadre de taches
productives relatives a cette seconde
étape (débats, rédactions de textes
argumentatifs, commentaires au sein
d’un blog, etc.). On proposera par exemple
les sujets suivants : Qui est Kim K (famille,
biographie) ? ; Etre une star du vide (vendre
son image, les placements de produits) ;
L'incroyable famille Kardashian (I'émission
de telé-réalite) ; La surexposition sur les
réseaux sociaux ; La ville de Paris au ceeur
de l'affaire (récupérations politiques, crise
touristique) ; L'enquéte (pression et bavures) ;
La BRB (le « 36 quai des Orfevres ») ;
La nouvelle Kim K (métamorphose aprés
le braquage). Les apprenant-e-s seront
invités a faire des recherches sur le sujet
Proposé et a présenter et commenter un
ou des documents authentiques devant la
classe (vidéos en ligne, articles de presse,
pages internet des réseaux sociaux etc.)
avant d'entamer une discussion qui
fera le lien avec l'extrait analysé. Ces
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présentations seront 'occasion d'évaluer
différentes compétences (compétence
a communiquer langagiérement,
compétences lexicale et grammaticale,
compétence interculturelle, compétences
transversales : réflexive, pratique,
meédiatique) alors que la compétence
littéraire pourra étre évaluée de maniére
sommative, par exemple & travers
I'analyse écrite d'un extrait de la BD sur
le modele de ce qui aura été fait en classe.

A T'issue de I'étude de 1'ceuvre, la projec-
tion d'un documentaire journalistique
complet sur l'affaire offrira une actua-
lisation (amorcée grice aux documents
authentiques des présentations) de cette
histoire rocambolesque dans la situation
historique des apprenant-ess. Ils (re)dé-
couvriront les visages des protagonistes
et les décors réels de 'affaire. On pourra
mettre en regard des photos de presse et
certaines images de la BD qui les repro-
duisent fidélement. L'idée est de faire
de 'actualisation une porte ouverte vers
un retour renouvelé au média, afin d'en
nourrir encore la compréhension et I'ap-
préciation esthétique (voir Massol, Plis-
sonneau & Bloch, 2017). En outre, il faut
mentionner qu'une adaptation cinémato-
graphique de la BD est actuellement en
projet. Elle pourrait également intégrer la
phase finale de la séquence pédagogique a
travers un travail de comparaison. Décrite
comme une comédie, elle sera réalisée
par Fabien Onteniente. Le tournage ini-
tialement prévu en 2020 a cependant été
retardé par la crise sanitaire (information
du 11.10.2019 d'aprés Le Film frangais, re-
vue en ligne des professionnels de I'au-
diovisuel).

C'est donc bien une analyse de la BD pour
elle-méme, dans sa dimension littéraire
et plastique, que nous proposons a partir
des Bijoux de la Kardashian. Ses probléma-
tiques sociétales, souvent trés familiéres
des apprenant-e-s, rendent ce matériau
particuliérement pertinent pour une ex-
ploitation en classe de FLE. La BD se préte
ainsi aussi bien a une analyse des mé-
canismes narratifs et iconotextuels pro-
ducteurs de sens qu'a une approche plus
émotionnelle et authentique de la lecture
permettant I'expression de la subjectivité
interprétative du lecteur. La compétence
littéraire et plus généralement la com-
pétence a communiquer langagiérement
seront mobilisées et développées grace a
une ceuvre actuelle, dréle et intellectuel-
lement stimulante.

Bibliographie

Baetens, J. (2004). La bande dessinée
littéraire’ : une nouvelle chance pour

la littérature, un danger pour la bande
dessinée ? Contemporary French Civilization,
28-2, pp. 253-273.

Baetens, J. (2009). Littérature et bande
dessinée. Enjeux et limites. Cahiers de
Narratologie [En ligne], 16.

Bannier, A. (2014).: La Bande dessinée

en classe de FLE. Pourquoi n'est-elle pas
étudiée pour elle-méme? Mémoire de

Master sous la direction de Dominique Ulma,
Université d'’Angers, http://dune.univ-angers.
fr/fichiers/20125143/20142MDLA2609/
fichier/2609F pdf

Baron-Carvais, A. (1994). La Bande dessinée.
Paris : PUF.

Diirrenmatt, J. (2013). Bande dessinée et

littérature. Paris : Classiques Garnier.

Gaumer, P. § Moliterni, C. (1994). Dictionnaire
mondial de la bande dessinée. Paris : Larousse.

Labé, Y.-M. (2008). Les bulles et les lettres.
Les adaptations dessinées d'ceuvres littéraires
se multiplient. Le Monde des Livres, 28.03.2008.

Marion, P. (1993). Traces en cases. Travail
graphique, figuration narrative et participation
du lecteur (essai sur la bande dessinée).
Louvain-la-neuve : Academia.

Massol, J.-F., Plissonneau, G, Bloch, B. (2017).
Recherches & Travaux, 91| 2017 : Contextualiser
et actualiser les ceuvres littéraires au collége et
au lycée [En ligne].

Moirand, S. (1979), Situations d'écrit.
Compréhension, production en langue
étrangere. Paris : CLE International.

Rouviére, N. (2012). Bande dessinée et
enseignement des humanités. Grenoble :
ELLUCG.

Topffer, R. (1833). Histoire de Monsieur Jabot.
Genéve : Caillet.


http://dune.univ-angers.fr/fichiers/20125143/20142MDLA2609/fichier/2609F.pdf 
http://dune.univ-angers.fr/fichiers/20125143/20142MDLA2609/fichier/2609F.pdf 
http://dune.univ-angers.fr/fichiers/20125143/20142MDLA2609/fichier/2609F.pdf 
http://dune.univ-angers.fr/fichiers/20125143/20142MDLA2609/fichier/2609F.pdf 

3. Décrivez la couverture de la BD {titre et image). Quelles informations nous apporte-t-elle sur Phistoire ?

apporte-t-il *

4, Le titre de cette B.D. s'inspire du titre d’une autre B.D. trés connue. Faites des recherches sur intemet et trouvez
laquelle.

5. Lisez le message des auteurs au début de la B.D. Est-ce qu'il confirme vos hypothéses ? Qu'est-ce que vous
apprenez de plus ? Trouvez le theme principal de ce message et donner les mots en lien avec ce théme :

Figure 1: séance introductive, étude du paratexte

Le phénoméne Kim K et les papys braqueurs : p. 5-18

- p.7-8-9 : décrivez 'accueil de Kim K.
Compréhension/fanalyse

I. « Le phénoméne Kim K »

Par deux, analysez le « phénomé&ne Kim K » : cbservez les couleurs, les ambiances, les
types de plans utilisés, les onomatopées, les idéogrammes, les vignettes/bandes.

p.10 - décrivez les effets « photo » et expliquez leur réle dans | caractérisation du
personnage

p. 12-14 : décrivez la représentation des réseaux sociaux

- g.11/p.16 : décrivez la « Kim mania = (fans).

Dans les pages que vous venez de lire, guelle vignette n'a pas de lien avec le reste 7
Qu'est-ce qu'elle pourrait représenter ? Faites une hypothése.

Figure 2: exemple pour les étapes compréhension/analyse et discussion/interprétation

12021 finestra BABYLONIA | 105



Compréhension/analyse Discussion/interprétation

Il. Les papys braqueurs -Comment caractériseriez-vous ces deux mondes (celui de Kim K et celui des

. ? Qu'est- i 2
Par deux, analysez les deux premiers papys braqueurs : observez les couleurs, papys braqueurs) ? Qu'est-ce qui les oppose 2

les ambiances, les types de plans utilisés, les onomatopées, les idéogrammes,
les vignettes/bandes.

- p.5-6:décrivez le premier papy braqueur, qu’est-ce qu’on apprend sur
lui, quelle est I'ambiance ?

-Pourtant, ces deux mondes se mélangent a deux moments, lesquels ?

- p.14-18 : décrivez le deuxiéme papy braqueur, qu’est-ce qu’on apprend

sur lui, pourquoi va-t-il dans ce bar ?
-Qu’est-ce qui fait le lien lorsque les deux mondes se rencontrent, qu’est-ce
qui est responsable de cette rencontre ? Qu'en conclure ?

-Est-ce que vous publiez des photos de votre vie sur les réseaux sociaux ?
Etes-vous pour un contre ?

- Revenez a la vignette sur laquelle vous avez fait des hypothéses. Pouvez-
vous vérifier maintenant vos hypothéses ?

Figures 3: exemple pour les étapes compréhension/analyse et discussion/interprétation
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Durée de la présentation : environ 10 minutes

Le groupe fait des recherches sur le theme et prépare un ou des documents a
presenter 4 la classe : vidéos en ligne, articles, photos, pages internet des réseaux
sociaux, etc. Le groupe doit d’abord proposer une présentation puis une discussion
avec la classe.

Structure de I'exposée :

1. (1) Introduction : annonce du theme et lien avec la B.D (contextualisation).

2. (5") Présentation du théme et du/des documents choisi(s).

3. (5") Discussion : préparation de questions a poser a la classe sur le theme.

Evaluation :

Note par groupe selon les criteres suivants -

-respect des consignes

-contenu riche

-présentation orale naturelle, captivante, lansue soignee
-interaction avec la classe

Contenu | Respect des consignes, présentation structuree /2
Documents authentiques sur le théme (pertinence, lien avec le f4
theme)

Présentation du/des document(s) (clarte, selection des f4
miormations pertinentes)
Questions pour la classe (pertinence, lien avec le theme) /2

Langue | Grammaire/Vocabulaire /
Aisance a2  loral (prononciation, discours naturel | /3
compréehensibilité, rythme)

Interaction (tours de parole, stimulation, modeération, gestion du | /3
temps)

Total /20

Figures 4 : exemple de consignes et d'évaluation pour les présentations
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@ Giuseppe Manno |
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Prof. Dr. Giuseppe
Manno, Padagogische
Hochschule der Fach-
hochschule Nord-

il westschweiz, Institut
Sekundarstufe I/Il, Leiter der Professur
Didaktik der romanischen Sprachen und
ihre Disziplinen; Mitglied des Instituts fir
Bildungswissenschaft an der Universitat
Basel.

@ Mirjam Eqgli Cuenat |
PPH FHMW

Prof. Dr. Mirjam Egli
Cuenat, Padagogische
Hochschule der Fach-
hochschule Nord-
westschweiz, Institut
Primarstufe, Leiterin der Professur Fran-
z6sischdidaktik und ihre Disziplinen.

SCHULISCHER MEHRSPRACHENERWERB AM
UBERGANG ZWISCHEN PRIMARSTUFE UND

SERUNDARSTUFE |

Ce volume présente les résultats d'un pro-
jet de recherche mené en Suisse orientale
qui a étudié de maniere longitudinale
l'acquisition de deux langues étrangéres,
en prenant en compte l'allemand comme
langue scolaire, avec un échantillon de
1800 apprenants agés de 12 a 14 ans, dans
la perspective holistique de la recherche
sur le plurilinguisme et l'acquisition de
langues tertiaires. L'étude s‘inscrit dans
le cadre de la réforme du curriculum des
langues étrangeéres de la CDIP (Conférence
suisse des directeurs de l'instruction pu-
blique) de 2004. L'accent a été mis sur la
réception des textes écrits, la production
de textes écrits et oraux ainsi que sur
la conception et la mise en ceuvre des
lecons du point de vue des apprenants et
des enseignants.

Comment les langues interagissent-elles
dans lacquisition multiple dans le
contexte scolaire ? Comment les langues
évoluent-elles lors du passage de 1'école
primaire au premier cycle de I'enseigne-
ment secondaire ? Quelle est l'influence
de l'arriére-plan linguistique et du milieu
social ainsi que de la conception prévue
et percue des environnements d‘appren-
tissage ? Qu'est-ce qui change lorsque
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Der vorliegende Sammelband prédsen-
tiert Resultate eines in der Ostschweiz
durchgefiihrten Forschungsprojektes,
das den doppelten Fremdsprachenerwerb
unter Beriicksichtigung der Schulspra-
che Deutsch longitudinal bei insgesamt
1800 Lernenden im Alter von 12 bis 14
Jahren aus der ganzheitlichen Perspekti-
ve der Mehrsprachigkeits- und Tertidr-
sprachenerwerbsforschung untersuchte.
Die Studie situiert sich im Kontext der
Curriculumreform des Fremdsprachen-
unterrichts der EDK (Schweizerische
Konferenz der Kantonalen Erziehungsdi-
rektoren) von 2004. Im Zentrum standen
die schriftliche Textrezeption, die schrift-
liche und miindliche Textproduktion so-
wie die Unterrichtsgestaltung aus Sicht
der Lernenden und der Lehrpersonen.

Wie wirken Sprachen beim Mehrfach-
erwerb im schulischen Kontext zusam-
men? Wie entwickeln sich die Sprachen
am Ubergang von der Primar- zur Sekun-
darstufe I? Welchen Einfluss haben der
sprachliche Hintergrund und die soziale
Herkunft sowie die intendierte und per-
zipierte Gestaltung der Lernumgebung?
Was verdndert sich, wenn der Englisch-
unterricht vorverschoben und Franzo-



Wie wirken Sprachen beim Mehrfacherwerb im schulischen Kontext zusammen? Wie
entwickeln sich die Sprachen am Ubergang von der Primar- zur Sekundarstufe I?
Welchen Einfluss haben der sprachliche Hintergrund und die soziale Herkunft sowie
die intendierte und perzipierte Gestaltung der Lernumgebung? Was verandert sich,
wenn der Englischunterricht vorverschoben und Franzésisch nicht mehr als erste,

sondern als zweite Fremdsprache gelernt wird?

Der vorliegende Sammelband prasentiert Resultate eines in der Ostschweiz durch-
gefiihrten Forschungsprojektes, das den doppelten Fremdsprachenerwerb unter
Berlicksichtigung der Schulsprache Deutsch longitudinal bei insgesamt 1.800 Ler-
nenden im Alter von 12 bis 14 Jahren aus der ganzheitlichen Perspektive der Mehr-
sprachigkeits- und Tertiarsprachenerwerbsforschung untersuchte. Die Studie situiert
sich im Kontext einer weitreichenden nationalen Curriculumsreform des Fremdspra-
chenunterrichts. Im Zentrum standen die schriftliche Textrezeption, die schriftliche
und miindliche Textproduktion sowie die Unterrichtsgestaltung aus Sicht der Lernen-

den und der Lehrpersonen.

9

l'enseignement de 1'anglais est avancé et
que le francais nest plus appris comme
premiére mais comme deuxiéme langue
étrangére ?

Les résultats montrent les possibilités et
les risques d'une double acquisition de
la langue étrangére a 1‘école obligatoire.
Ils révélent des liens entre les langues
ainsi qu'un développement généralement
continu de la 6e a la 7e année (Harmos 8
et 9). Le fait que le francais langue étran-
gére comme langue tertiaire puisse béné-
ficier de 1'anglais comme premiére langue
étrangére est également un constat im-
portant de l‘étude, pertinent pour le
passage d‘un niveau a l‘autre, résultat
dont il faudra davantage tenir compte
en didactique et qu'il s‘agira d‘inclure
dans la formation initiale et continue des
enseignants, compte tenu notamment du
fait que la situation de motivation des
apprenants était moins favorable pour

ISBN 978-3-8309-3665-7

Schulischer Mehrsprachenerwerb am Ubergahg

s8)  Zwischen Primarstufe und Sekundarstufe |

Manno, Egli Cuenat, Le Pape Racine, Briihv

7838307936657

Www.waxmann.com

]

sisch nicht mehr als erste, sondern als
zweite Fremdsprache gelernt wird?

Die Resultate zeigen Chancen und Risiken
des doppelten Fremdspracherwerbs auf
und weisen auf interlinguale Zusammen-
héange sowie eine in der Regel kontinu-
ierliche Entwicklung von der 6. zur 7.
Klasse (Harmos 8 und 9) hin. Dass die
Tertidrsprache Franzosisch von der ersten
Fremdsprache Englisch profitieren kann,
stellt ebenfalls eine wichtige Erkenntnis
fiir den Stufeniibergang dar. Diese miisste
auf didaktischer Ebene stirker genutzt
und in die Aus- und Weiterbildung der
Lehrpersonen einbezogen werden, ins-
besondere angesichts der Tatsache, dass
sich die Motivationslage der Lernenden
fiir Franzdsisch weniger giinstig zeigte
als fiir Englisch.

Giuseppe Manno, Mirjam Egli Cuenat,
Christine Le Pape Racine, Christian Brithwiler
(Hrsg.)

Schulischer
Mehrsprachenerwerb
am Ubergang zwischen
Primarstufe und
Sekundarstufe I

WAXMANN

Christine Le Pape | @
PH FHIL

Prof. em. Christine Le
Pape Racine, Pddago-
gische Hochschule der
Fachhochschule Nord-
westschweiz, Institut
Primarstufe. Derzeit fokussiert auf bilin-
guale/immersive Unterrichtsdidaktik.

Christian Brihwiler | @
PH 5t. Gallen

Prof. Dr. Christian
Brihwiler, Prorektor
Forschung & Entwick-
lung, Pddagogische
Hochschule St. Gallen.
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