Reading ina Foreign Language, 5(1), 1988 163

Readers and ‘Readers’; Foreign Language Reading in 18-+
Learners. Russian as a Case Study and some Strategies

Colin Bearne
University of Sussex

This article examines the foreign language learning needs of a specific group of undergraduates and
postgraduates, principally learners of Russian, with particular reference to their need to develop
reading skills in the foreign language. It examines what actual reading this group do and how this
relates to their previous language learning experience. Traditional educational publications designed
to foster reading skills - readers, are examined, taking Russian as an example, and their effectiveness
evaluated. In the light of the evaluation alternative strategies are explored — with a view to integrating
reading into the total FL learning process.

THE NATURE OF THE LEARNER AND THE LEARNING
BACKGROUND

Since the early 1960s the School of European Studies at Sussex has been admitting
undergraduates to four year courses which involve study of German, French
Russian or Italian language plus the literature and history of the country
concerned, and include a period of one year’s study at a university abroad, or one
year spent working as a foreign language teacher. This is normally the third year of
the undergraduate’s course. Shortly after its inception the course was extended to
students whose main area of study lay outside language and literature, e.g.
Economics, History, Philosophy, Politics. Fresh disciplines have been added to this
list from time to time, and there have been other minor changes, but in its essentials
thescheme has survived for almost 25 years, and flourished.

My interest in using this course as an example is not so much that I have taught it
and still do so, or that I have a particular partisan attachment to it, but that it has
continued against a background of great changes in the philosophy and
methodology of language teaching.

The course continues to be based upon the assumption that applicants will possess
an ‘A’ level pass in a modern language, and that they will have come, in the main,

straight from secondary school — with perhaps little or no first hand experience of
~ living, working or studying in France, Germany, Italy or the Soviet Union.

As alanguage teacher of Russian and German my interest lies in the extent and way
in which we have developed particular expectations about the former ‘O’ level
syllabus and the present ‘A’ level. Over the years, however, changing groups of
students have developed specific needs in terms of language skills, needs which were
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not perhaps as dramatic in, say, 1969, or even 1979, but with which now, in 1989,
university and college language tutors will have to cope.

One of the basic aims in the first two years of language teaching at Sussex is to
ensure in broad terms that students can cope with a learning situation entirely in the
foreign language. The ability to read in a variety of frames, both for information,
extensively, intensively (and for pleasure), ranks high as a skill in this respect. Is
reading of this kind developed by the present ‘A’ level course? An examination of
the syllabus for the Russian Advanced Level Oxford and Cambridge Board
Examination shows that the reading tasks performed at this stage are of a
particular kind, closely related to the demands of the examination (i.e. the ‘set
books’ and/ or brief comprehension passages) and that even if these are successfully
performed they are not likely to be helpful to students following courses (with a
foreign language element) at college or university where information gathering
through use of the language is concerned.

The situation has been exacerbated by two other factors. One is that in much
language teaching carried out in the secondary schools a greater emphasis has come
to be placed on the so-called “productive” skills. In many ways this is a thoroughly
understandable and a laudable development as it corrected the previous imbalance
in favour of translating as a skill with little regard to subsequent use of the language.
Reading never ranked high as a skill to be developed.

To this must be added (for reasons which will become obvious below) the changes
which have also taken place in the teaching of English as a first language at school,
in particular a move away from the reading of complete texts towards the critical
analysis of gobbets. English is now very often for many the only subject in the
curriculum which permits the study of written language in use - and this argues for
the analysis of discourse of various kinds. This has been the case particularly since
the demise of Latin in many ex-grammar schools. Research findings on reading
habits, however, and the teaching of reading in English schools shows that:

“those occasions when pupils deliberately set themselves to study from
printed texts in a systematic way [were] very rare” (Lunzer and Gardner
1979).

The same research showed that the schools surveyed were in the majority of cases
without a language policy which went across the whole curriculum level.

It should be noted in passing that the research concerned included reading from the
board and from OHPs etc. - not simply books - in other words not only what
would at the tertiary level be regarded as reading texts. Evidence that little reflective
reading takes place at the secondary level must be disturbing for the foreign
language teacher — at least for those concerned with the whole spectrum of study
skills.

This constitutes a problem not only for university undergraduates as there is now a
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steady trickle of post-graduates who may or may not have these basic skills in the
language concerned. In the case of such postgraduates the need is mostly for
reading skills. It is the case that many of these students, in History, Law or
Economics for example, do not have any previous in depth experience of the
language - but they do have a very clearly defined aim and a great deal of
motivation, and thisis of vital importance to the ways in which they learn.

Many tutors involved in language teaching at this level have also become active in
the field of adult education — and much has been realised about the needs of the
student who has completed only a 20 week beginner’s or intermediate course. This
category of student has grown in numbers and is in desperate need of follow-up
distance-learning material, much of it to do with the development of reading.

Taken together, all these students, both those of whom we have experience at
Sussex, and those in the wider arena, form a (new) class of Language for Special
Purposes learner outside the Secondary School system. It would seem that we need
to take special measures to cater for them both in methodological and in material
terms and especially in the field of developing reading skills. This particular
problem area causes us some concern at Sussex and in the light of all the changes
that have taken place in expectations, preparedness of students and in other areas it
was decided to establish by means of a brief and simple survey exactly what foreign
language reading took place at a critical point in the year, the middle term, Spring
1988. :

Fifty undergraduates in their second or fourth years (35:15) supplied information.
This is roughly 30% of the students in those year groups. The majority had French
as their first foreign language. In most cases the French was combined with the
study of various other disciplines, e.g. Economics/Law/History of Art/
Philosophy.

A number of important and disturbing points emerged from this survey.

(a) Despite the fact that the students are all reading a degree course with language
as a central integral component, their foreign language reading is limited to less
than 3 hours a week, and in most cases significantly less; in other words a very small
proportion of their available time.

(b) Despite the fact also that they themselves consider their pre-University training
to be “adequate” as far as preparation for reading is concerned, the majority admit
to finding reading more than 1,000 words of continuous prose in the foreign
language a difficult task.

(c) The reading which is done falls in the main into two categories: books, which
are presumably read completely for the purpose of a tutorial assignment or short
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reading exercises for comprehension set them in their weekly language classes.
There is little or no evidence to show that they read in the foreign language for
information about their major discipline. There is an element of self-fulfilling
prophecy at work, so that tutors do not recommend students to read in this way
since experience has shown that students do not (or cannot) do so. Thus some
reading lists on Law, Economics, for example, contain virtually no foreign
language texts.

If this is not a distortion of the national picture for this group of learners, and we
have no reason to think that it is not true of the remainder of the approximately 700
undergraduates at Sussex following the same or similar courses, then what
measures can be taken? Do these measures perhaps include recourse to a “reader”?
Canreading in a foreign language be taught?!

Before moving on to see what might be done it is worth while reviewing just what
material is (or has until recently been) available to help the tutor. I have chosen to
look at Russian because, despite certain shortcomings as an example, it
nevertheless serves well as a guide to the way both those involved in language
teaching and the publishers concerned have so far reacted to the needs of imparting
the particular skill I have described above.

The almost unnaturally rapid development in the early 1960s of materials for
Russian teaching meant that both traditional and more advanced teaching
methodologies coalesced, and that the range of texts available for “developing
reading” at any given time has been very wide indeed. We have to see what would be
available to answer the needs of two groups of learners in Russian, non-beginners
and beginners at both undergraduate and graduate level with the associated
varying degree of application and motivation.

SURVEY OF READERS

I have reviewed the availability of so-called “readers” (or texts of this kind) in
1987-8, basing my information on the microfiches of “Books in Print” for those
years (cf Coles 1986). In addition I have analysed significant aspects of materials
which have traditionally been used to encourage ‘reading’ in students in whatever
way this skill has been perceived. Russian will not prove to be an unfair reflection of
what has been available in methodological terms in other languages.

The 1987 UK Books in Print listed just four possibilities: an intermediate and
advanced level reader (various texts) produced by Ardis Publishing in 1985;

'One’s immediate reaction is to consult current research in the field. Not surprisingly most of the research and
evaluation in this area has been so far carried out by activists in the EFL/ESP fields, with the exception of

" sporadic echoes of difficulty in Modern Language journals, and the outstanding task would seem to be to
bring these two areas together - the needs of foreign language learners with English as their mother tongue
and the methodological inhovations from EFL/ESP.
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Colletts New Russian Reader (itself already a reprint of the original Penguin
Russian Reader, edited by Peter Meades; Colletts two part Practical Russian
Reader, a collection of short texts, with associated exercises and no vocabulary (the
whole based on a Soviet-produced original).2 The fourth is a series of Graded
Russian Readers, produced by Bond and Bobrinsky for College Publishers as long
agoas 1961.

While that is the current selection we must also take into account the fact that many
tutors will have access to older texts no longer in print and that, financial exigencies
being what they are, they will be encouraged to go on using them with their (usually
small) Russian groups. Now that we are at a point where needs and ways of
satisfying them are being re-assessed we should turn some of our attention to what
has been available as well as what still is. From the past 50 years of Russian learning
in the UK I have chosen 10 texts to illustrate the strategies adopted by compilers
and publishers.

1. A.H. SEMEONOFF: (4 First Russian Reader)Dent 1935. (repub. at roughly
5 year intervals until 1960s)

72 passages of non authentic material based on Russian children’s books.
21 pp. of vocabulary with 1,600 - 1,800 words.
The 1942 preface speaks of the texts as prompts to conversation.

The exact target audience unspecified but the cyrillic is in large type — for
school learners?

Comment by the compiler: “It is difficult for the reader to deal with long
compound words at the early stages, so the first dozen or so stories have
words with no more than two syllables . . . ”

2. LB.FADEN: Elementary Russian Science Reader. ATR [ Methuen 1960.
46 texts graded — not selected according to subject area coverage.
Based on material for 11-15 year olds in Russian schools.
450 items listed alphabetically in an “index” — no vocabulary.
A basic knowledge of the language is assumed - some of the “texts” are very

short; all are annotated.

2For comparison the US picture shows 2 general readers - based in the main on literary texts — a “Science
Reader”, dating from 1963, and one “methodological” type approach - Russian Reading and Grammatical
Terminology (S. Wobst) published by Slavica in 1978.
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3. A.DRESSLER: An Introduction to Russian Science Reading. EUP 1961.
Four part presentation.
Part] Grammar of the Language.
PartII Graded non-authentic passages on general subjects.
Part III Passages adapted from popular science journals and text books.
Part IV “more difficult passages”.

There is no vocabulary or glossary, but a brief 3 page index, but there are
hints on the structure and use of dictionaries.

4. GREENE & WARD: A4 graded Russian Reader. Oliver & Boyd 1961.

38 texts.
Three part presentation.
Only part III contains authentic passages.

Each section is “progressive” and staged according to grammatical
complexity.

General vocabulary of some 1,200 items (some quite exotic, e.g. (sudak: a
kind of pike-perch).

5. D.M. COOPER: Russian Science Reader. Pergamon Press 1964.
104 texts (“all compiled from contemporary soviet sources™).
Two part presentation.
Part] General passages.
PartII Separate sections on Chemistry, Physics etc.
There are two appendices on Mathematical signs, Chemical terms etc.
Thereis a vocabulary of 3,500 items.

The target audience is Sixth Forms with the aim of encouraging the reading
of modern Russian scientific journals.

6. P.L. WYVILL: Russian for Chemists. Royal Institute of Chemistry 1966.

24 Lessons - texts are introduced from Lesson 9 onwards. Texts are
authentic, but (probably) adapted.
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Texts have an English translation in the key. The students are asked to
translate them and answer specific questions on them.

20 pp. of “word index” lists some 900 items by lesson in which they occur.

Intended “primarily for Chemists who wish to read Russian language
material on their own subject.

7. P.H. MEADES: Penguin Russian Reader. Penguin Books 1909. Re-issued
1978 as Colletts New Russian Reader.

100 passages (authentic) from variety of sources, including signs, notices,
literature. Each annotated with an English introduction.

Passages are (very roughly) graded.
A swatch-book of modern Russian which aims to present written Russian as
aliving language.

There is a vocabulary listing some 1,700 items.

8. Colletts Practical Russian Reader. Colletts 1970 (originally Leningrad
University 1969).

100 ‘texts’ (some poems -some hardly texts but a series of cartoons).

Texts are graded.
Eachis accompanied by questions and exercises.
Later texts are adaptations from Soviet authors.

Textsarranged thematically, e.g. 1. Seasons, 2. Nature, 3. Manetc.
There is no glossary or vocabulary.

9. V.D KOROLYOVA: Russian Popular Science Texts. Moscow Foreign
Language Publishing House 1971.

70 texts (some very short). Texts are said to be abridged and slightly adapted.
They do not appear to be graded but are arranged according to subject
matter, i.e. Chemistry, Physics, etc.

There is an extensive vocabulary containing some 5,000 items. There is a
guide to reading mathematical symbols and signs.

The end aim is said to be to encourage the reading of original Russian
scientific books.

10. Easy Readers. 5titles in the Russian Series. John Murray 1975-7.

1titleeachinthe A/B grades and 3 titles at grade C. (A based on vocabulary
of 1,000 words; B on 1,800; C on 2,400)
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Texts all literary with brief biographical notes — also in Russian.

There is no glossary or vocabulary, ‘difficult’ words are footnoted, in Russian;
there are also illustrations in the text. Questions in Russian at the end of each
chapter. The aim of these ‘abridged’ and ‘simplified’ editions is to provide
‘graduated reading exercises’.

DISCUSSION

Underlying this high representation of so-called science readers is the curious
assumption that Science students need reading skills more than Arts students, who
are presumed to spend their time reading literature in the original, for which they
are in some way magically prepared simply by being Arts students.

In general the science texts demonstrate a more thoughtful approach to the
business of acquiring reading skills, supplying ancillary information, signs, plus
hints on the structure and use of dictionaries and making some effort to explain the
nature of Russian scientific discourse - frequency of certain grammatical
structures, etc. The five science texts share a common aim - to bring the student to a
stage where they will be able to read Russian science texts in the original.

The majority of the books, whatever the overall number of texts they offer, would
seem to represent roughly one year’s work at some stage in a U.K. college or
secondary school. There is an overall aim, stated in the case of the science books,
implicit in the case of the other publications, towards reading for information and
understanding, indeed comprehension testing strategies are widely used.

The degree to which the books differ one from another can be most easily assessed
by measuring them on two completely different fronts. How the texts themselves
are used, and what additional language information is provided.

On the first level there are those which are specifically prepared as selections of
varying registers, texts of authentic language, with no attempt at ‘simplification’. At
the other extreme there are those which are simply collections of original texts
taken from longer short stories or novels - though glossaries and vocabularies are
included. In between are those texts which are ‘adapted’, ‘simplified’ or modified in
some way —this is by far the commonest category of “reader” and one which is very
difficult to assess, since all kinds of different assumptions have been made by the
editors and compilers.

Some publications assume a basic knowledge of the language, others are in practice
- little different from course books in their structure and in the amount of very basic
grammatical information which they feel it necessary to supply. Dressler contains a
large proportion of grammatical information, Wyvill is modelled on a 20+ unit
block, not unlike the Penguin Russian Course or Russkii Yazyk dlia vsekh.
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Other books which contain little or no grammatical information are very often, as
in the case of Semeonoff or the Penguin (Colletts) Reader, intended to relate to or
accompany a sister publication of purely grammatical content.

A review of all the texts causes one to reflect on two further assumptions. One is
that translation is a reliable technique for the development of reading skills. The
second is that the presentation of ‘authentic’ written language need not be
accompanied by any preparation in specific areas of syntax, only a general
coverage.

Certain it is that the drift away from heavily adapted or manufactured texts is
general. ‘Authenticity’, however, carries with it the pitfall into which Gazeta, forall
its good points, has fallen fair and square: its texts deal with Brezhnev’s Russia ~ we
are now in the era of Gorbachev and ‘glasnost’.

Though there can be no doubt that, as the authors claim, the texts have “greater
authenticity” and “more inherent interest” than specially written material, or even,
as they go on to say somewhat mysteriously, than “real fiction”, it is unfortunate
that this immediacy, topicality and instant appeal to that highly valuable quality -
the reader’s interest —is bought at the cost of the book dating within a few years, and
this is not merely a result of the fact that Gorbachev and glasnost have pushed
Breshnev and his Russia into the background. This is a problem which may not be
resolvable but has constantly to be grappled with in trying to identify texts which
will answer a number of different requirements. It was after all one of the reasons
given by tutors for using works of literature as readers — they were said not to date.

* % *
We have now had a sufficient overview of all the variables involved, both the
changing groups of students, and their changing needs — and the resource response
made by the publishers and their academic collaborators — the remaining issue to be
tackled is — how can course designers and teachers react? What conclusions can be

drawn in the face of the needs of the students described at the beginning of this
article?

POSSIBLE STRATEGIES

I began as many lecturers do by using material that was already available. My only
primitive way of measuring success was how long it took students to cope with a
particular text — though it was quickly borne in on me that this could vary
enormously between individuals, and there was little or no correlation between
speed and resulting comprehension. The latter I tended to measure, like my
colleagues, by putting content questions and assuming that comprehension
questions were in some way linked to the development of speedy reading
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proficiency. I probably also wrongly assumed that they would measure gist reading
ability.

As time went by I passed on to two alternative methods to answer students’ falling
interest in the printed material I was giving them. One was to copy my own
authentic, topical material and to give it to students — this was clumsy and time
consuming especially in the days before xeroxing or photocopying.

One reason for rejecting graded readers was that those available had been designed
primarily for the 13+ school learner; they did nothing to answer the need for a vital
link between the students’ overall studies and the ‘reading material’ issued to them.
A second was the observation that nearly all the graded readers available tended to
practise what have been called “word-attack” rather than ‘text-attack” strategies
(Nuttall 1982). Another was a growing suspicion, which has largely been borne out
by this present research, that there was not necessarily a connection between the
grading of readers (at whatever age the material was aimed) and the production of
reading proficiency. Since one aim was to get undergraduates reading both fiction
and non-fiction as soon as possible, there also seemed little point in using texts
which were essentially adaptations or simplifications of originals quite apart from
whether or not this constituted a lack of “aesthetic tact” (Stupples 1969). It was
necessary, and still is, to teach to specific target forms of the language. There are as
many specific target forms of the language as there are students from different
disciplines in the largely heterogeneous groups. Even science groups in Russian
were composed of students whose real vocabulary needs soon began to reflect the
disparate nature of their studies. In this respect two very different, and I suspect
mutually opposing, tendencies were observed. By the third term of their studies
science students who were introduced to texts for reading and comprehension were
in fact least motivated by texts intended to appeal to them on a “common science”
basis. If the texts were in the area of their own major discipline some were
marginally interested, but usually the processes described were too simple for this
interest to be long sustained. Current research in the area of Business Studies
teaching has shown that as much as 71% of apparently “specialist” texts may consist
of neutral non-specialist speech items.? On the other hand more general texts with a
largely literary bias did appeal, students were often moved by the subject matter to
seek out the relevant novels or short-stories in translation. Defining a target form is
not an easy matter, nor is holding a balance between a form of the language which
in itself encourages the desire to read and a form which contains information
thought likely to be needed by the student.

There is also the thorny question of the way the text is presented and the

*Karen Hermann, speaking at a seminar organised by the Goethe Institut, Munich. Survey as yet
unpublished.
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relationship between that and the tutor’s own perception and evaluation of thetext.
Is a ‘science’ text best presented by an FL speaking science tutor? Does a literary’
text seem more effective because it is backed by the sympathy of a largely
humanities trained tutor?

Given the present stage of research into the teaching of reading as a foreign
language skill the methodological approach is often very largely composed of a
reflection of the tutor’s own attitude to reading. Not all tutors are aware that their
students may not be ‘reading addicts’ (Nelson 1984). The tutor’s attitude may also
contain reflections of the fact that tutor control in this skill area is relatively weak
precisely because reading is par excellence an individual activity — a truly “self-
maintaining skill”.

What conclusions can be drawn, then, about the optimum design of Reader and,
perhaps more important, about the best way to build the development of reading
skills into a general language course?

The first conclusion would seem to arise directly out of the evidence of the analysis
of Readers. Class readers, whether graded or not, and whether or not they are
accompanied by reinforcing exercises, and irrespective of whether they are part ofa
specialist package, i.e. Science Readers, Social Science Readers, Literary Readers,
History Readers etc., are of little or no value for use with 18+ learners. The extreme
logic of the learning situation I have described at the start of this article would be
that every learner or minute group of learners would need their own individual set
of texts bound together and called a “reader”. Such is their varied previous reading
experience, such the multiplicity of their motivation, so different the individuals in
their attitude to the process of language learning that any attempt to force them into
a homogeneous group for the purpose of this aspect of language learning is doomed
to failure. This is true even though it is possible to treat them as a homogeneous
group for the imparting of other, shall we say more communicative, language skills.

Other strategies must be adopted to produce ‘readers’ (students) out of people who
may have spent as little as two years, in the case of Russian, in studying the
language, and to whom reading must not be presented as a separately defined skill.

How many secondary or higher education language teachers still run a class library
(apart from some enlightened souls engaged in teaching EFL)? That would seem to
be one answer to our problem above. If the actual act of reading is a highly
individual interpretive process then let it be treated as such. A collection of texts
which as far as possible cater for all likely interests and a well-tuned system of
monitoring the process may well be a major contribution to learning. But that still
leaves open the question of how students can be brought to a position where they
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can handle the texts they are being offered in a number of different ways — both
intensively and extensively.

The use of a class library has to be accompanied by other strategies. One such
strategy which has been developed at Sussex is the so-called Langlit scheme, which
had its origins, as the title suggests, in an attempt to bring together the study of
literature and the process of language learning. With the passage of time and
changes in emphasis the /it component has come to stand for any kind of text, not
simply those taken from creative fiction.

The exercise depends upon a minimum of three separate language classes a week,
one of which is timetabled in a language laboratory. In fact this laboratory session
is the first in the sequence, and contains the introduction to the text. All the texts are
recorded — none is longer than four or five pages, often, in the case of excerpts,
considerably shorter. The recordings are by professional radio actors or presenters
and in some cases by the authors themselves. A good collection of recorded sound
with transcripts is essential, as is access to native speakers with ‘recordable’ voices.
Some have even gone so far as to recommend a library of borrowable cassettes for
the ubiquitous personal stereo. The answer is to have a very flexible framework of
teaching into which reading materials of an appropriate, authentic and topical kind
can be inserted or withdrawn at will.

As examples of the kind of literary text used I have introduced below the first page
of a short story Na polustanke, (At the Railway Halt), by the Soviet author Yurii
Kazakov, and the opening page of a lengthy poem, Rasgorov s fininspektorom o
poezii, (Conversation with a tax inspector about poetry), by the poet Vladimir
Mayakovsky. In both cases students would actually see the whole text (seven sheets
in the case of the poem, and five in the case of the story). In both cases the totality of
meaning of the text as a text is important, and each represents an assignment lasting
10 days to two weeks. The prose work is used with first year (post-A level) students,
and the linguistically more sophisticated and experimental poem is used with the
second year group.

In this first session the recording has been copied onto the student booths and the
students listen to it at their own pace and for a number of times, without a copy of
the text. Very often texts have been recorded twice - once straight-through reading
- and one exploded copy. In the pauses (between breath-groups) the students can
either clarify new material or repeat the breath-group. This development of aural
perception, forecasting, etc. plays a significant role in developing reading skills. The
tutor is present, monitoring, and students are encouraged to make notes on what
they hear and to put queries to the tutor, either in English or in the Foreign
Language, depending on level. This process of acclimatisation and familiarisation
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Prose
Kazakov I HA TIOIYCTAHKE

Bxya jacMypHas XOJOAHES OCEHb, HHSKOE GDEeREeHYATOS. BARHUE
He60abmoft CTAHIMM TIOYEpPHEJO OT JOoRJAeit. Bropoil zerm: zyx peskuit
CEBEpHH] BETEp, CBUCTEX B YEDAAYHOM OKHE, IVAEX B CTEEIMOHHOM
KOJOKOJE, CUALHO DacKayuBaX roJHe Cyuhfl 6epes,

¥ caouannoit XOHOBA3M, HMOKO CBECHB T'OJOBY, DACCTABEB
ONIHBIME BOTM, CTOSJ& JOomalk. BerTep OTkUANBAZ y Hell XBOCT HA
CTODORY, ECBEJIAN _TDUBOY, CEHOM Ha Telere, Jeprai 58 THOBOABA.
Ho Jomazs He noiHMEsE TOJXOBH ¥ HE OTKDHBEJA IJa3: JOJIEEOC GHTSH,
Jyuana o Eu~-TO TAZEJOU WJIH JDEeMAJa. :

. . .

Boaze Texeru ma uemozaHne cuiex M__Qgﬁég_napenb B
KOEAHOM IBIBTO, € TPYyCHM, TARECIHM M ILIOCKMM JUIOM, OH YacTHuM
3aTAZKAMY KyDUJA ZCNEBYD NAIPOCY, CILICBHBAX, NOTJASEMBAL NOLGODOZOK
¥pacHO#l xopoTkOnasoffl pykolf, YyIDOMO CHOTDEX B SEIIN,

3 v

Pozon ¢ HMM cTOSAA LEBYDKA C NDUIYXNAMA DISSAMY U BHOMBme#cs
W3-NIOJ IIATKE IPAAbIY BOJOC. B smne ee, 6aexaBoM ¥ ycTaioM, EE GHIO
yEe BH HeaemZH, HM FEJQHWS; OHO KASAJOCh XONOXHNM, DABEOAVMEINS,
0 ToXpKO B TOCKJOIMX TEMHHX PIA38X ee IPHTaNACCE YTO~T0 (OIEC3HEHHO—
HEeBHCKa3aHHOE Ona TepnemMBo NEpecTynaxa KOPOTKUMA HOTAWE B I'DSISHEHX
60THKAX, cTapajach CTaTh CIMHOR X BETDY, HE OTDHBAACH CMOTpeJxa Ha
6exoe XpFmEeBaToOe yXO IapHd.

Co cradmM mOPOXOU KATWIKCH TO TIEPPORY JUCTES , COCHPAIHCE
B KyWi, DENTAmICh TOCKIMBO O YEN~-TO CBOEHM, NOTOM, DasToHAeuHe
BETPOM, CEOBE KDyTWUJMCEH TO CHDO} Zemie, nonazaxy B JysM ¥, NDUXABINCE
¥ BOJe, 8aTuXaxM. KpyroM GHIO CHPO ¥ BI6KO...

Bor oma mM3ER~TO, KAK NOBEDHYJACH, 87 = 3ArOBODPUI BADYT
JIapEHD M JCHEXHYyJACHA OJHMMY Iy6ami. - Teneps Moe JeXo -~ NOpIi0K ! -
Uero mHe Temeprs B koaxose ? Jom ? Jou mycka#t marepu ¢ cecTpoft
AocTaeTcs, He ZaIKO., S B _OGIACTE SIBJINCH, celuac MHE TDEHepa A8XYT,
ONATEH EE KBAPTHDY... LTaRTHCTH-TO y Hac xarue ? Ha copesEOBanuax
‘GHI, BUZAX: CaMOJySNMe exe HA IEDPBHH PaspAX MIYT. A 7 BOH HODMY
MocTepa mMuauya sanpocTo ! Uyems?

ez

A 5 xax me? - TUXO CIpOCHJIA ZEByIKA,

Tu-To? - llapers moxocuJcs Ha Hee, KAWMISHYJI. - ['OBODEHO GHIO,
Jla# orassycr - mpuexy. MHe celfuac Hexoraa..., MHe Ha DEKODIH ISBUTE
Haz0. B Mocxsy eme moexy, s MM TaM jai xusmM., MEe BOT O4HOTO
ZaIKo: EBe SHaJ S 3TOH MEXAHMKM pansme. A TO 6H 48BHO... Kax OHEM

TaM EMBYT? TpemEuMpywrcs... A y MeHS cuia HyTpSHES, TH TOTOAX MEJIEHBKO,
£l ¥X TaM BCeX BMECTE NONPURMYy. 38 IPaHMIY E€3JIWTH OyAY, ITUTYyXa
HAyHeTcq ~ goft 6or ! H-za... A K Te6e nmpuUELY... S NOTOM 3TO.., Bammmy.
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Poetry
Mayakovsky I

PA3TOBOP C QIEUHCIEXTOPOM O TI033MH

LR Lt SCNE-E e 2 RIEAENERE B I ST EE S AT 2 -1

- Tpaxsesns QMEMHCTEKTOD !
TlpocTuTe 3a GecnokoicTBO.
Cnacu6o. .. -
HE TPEBOXTECD. .o
A TOCTOW, o o
Y uend x Bau

AeJo

©SVKaTHOTO CBOWUCTERA:
O HecTe

nosTa
B padouer cTDPOW.
B paay
KHEOMIX

J8683H ¥ YTOLbS
% 9 o6xozeR '

B ZOIZEH KBDATHECH o
Bu TpedyeTe
C MEHS

TATHCOT B NOXyTroz¥e
U AB&AUATE TATH ’

8a HENozewy XAckjapammit.
Tpyx wott
- ANy

TDY XY

Barasaeure - . Z

CKOIBKO £ NOTEpsia,
Kaxue

—HBLCPERA
. B MOEM IPOE3BOICTBE
M CKOIBKO TpaTUTCH

H& MaTepuad.
Bau,

KOHEYEO, H3BECTHO
asreune “puouu”.
Cxazeu, ‘
cTpouka
OKOHGMJIACH CAOBLU
"mm"’
H Torza
yepes CTPOYKY,
~CI0r8 NCHTORYB, LMH
cTaBui
KaKoe-HUCYLb:
JaMIRADNTA-1A.
Tosopst no-sameiy,
pudra -
~BENCEAD,




Readers and ‘Readers’ 177

with the sound shape of the text can last up to 35 minutes. For the remainder of the
hour’s session students have the text in front of them. They listen again, this time
with the text, marking it as they go. The marks they make on the text at this stage
can be guided to be either syntactical, phonetic or lexical. If the text is of an
appropriate kind they may even try recording certain sections - or ghost-reading
them.

The short sentence structure of the first passage, characteristic of modern Soviet
literary prose, and Mayakovsky’s idiosyncratic typographical presentation of his
verse both render the identification of breath- and sense-group much easier for the
student. The opening scene-setting five paragraphs of Kazakov’s story are a
particularly fine example of economy of descriptive adjective use, the finite verb
forms rapidly moving the reader’s attention from one concrete object to another,
like the eye of a camera. This is a syntactic feature of the text and one to which the
student’s attention can be drawn. Lexically the quality of almost all the adjectives
used is negative and the overall effect produced is one of forlorn dejection. Some
15-20% of the lexical items in the opening five paragraphs may be assumed to be
unfamiliar to students. In both texts these are underlined.

The second stage begins when students take the text away with them, and check up
on unusual meanings, lexical forms or difficult points of syntax. When they return
for the second lesson in the sequence (and the third stage) they will have a thorough
formal knowledge of the text.

The third stage will occupy a small portion of another weekly lesson. For some ten
to fifteen minutes the tutor answers questions and corrects or fills out points arising
from the students’ private perusal of the text. The tutor then sets the students a
number of tasks which can loosely be described as ‘activation’ of the text. The task
can be the writing of a summary in the language, or a précis, or a continuation of the
story or a critique of the arguments presented.

In the case of the Kazakov story students will be asked to account for the ‘events’ of
the story “in their own words”, using a minimum of lexical items from the original,
and avoiding what they consider emotionally loaded items. At this stage also
students may be asked to list and evaluate what they consider to be emotive lexical
items and comment on any syntax strategies they recognise as significant. The ‘plot’
is relatively simple and open-ended so that the group may be asked to continue the
story using freely the lexical items of the original.

As I have indicated, Mayakovsky’s poem is more sophisticated, representing an
extended apology for poetry in the structure of the Soviet state. In view of this, in
addition to accounting for the formal items of the text, students are asked to
summarise the main points the poet uses in his defence.
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When this piece of written work is presented the grammatical points arising from
the tutor’s corrections form the basis of the final phase.

It will be appreciated that this entire scheme relates to a whole range of discrete
skills. It acts as a basic backbone of the language teachmg on which a number of
branching sessions can be set up. It services grammar revision and practice for those
who have already done a structured grammar course. It builds vocabulary. It trains
the eye and ear, developing listening comprehension. If the working over or
re-working of the text is made the basis of an oral practice session then it hasarole
to play there too.

But what cannot be doubted is that it plays a central part in developing reading
skills. The texts can be varied infinitely, giving different shades of emphasis and
acting far more flexibly than any reader. The students are actively involved in
creating their own glossaries on the text. An extensive range of texts can provide a
really broad base of civilisation or Landeskunde type of information. The teacher is
also presented with a logical way of introducing a study of text organisation and
discourse markers - particularly in students’ recreations of the text.

Our practice at Sussex has been to offer this pattern over two years, containing
some 25-30 weekly meetings each year. In this way 50-60 texts can be processed,
helping to bridge the gap between the language text — seen as a task, and the total
text — seen as a reservoir of information (Stanley 1984). The relationship with the
active class library is obviously vital, but there is no reason at all why this pattern
should not be carried out over a shorter period of time and at a more intensive pace.

Conclusions

We started by accepting that there are now large bodies of foreign language
learners, in Universities, polytechnics, colleges and in adult education, who need to
acquire reading skills quickly — in some cases their need is for reading skills
exclusively.

We have looked at the methodological tools apparently specifically prepared to
deal with this situation and found, with very few exceptions, that they are not
appropriate. Those which are most suitable are either grammar books with textual
illustrations — though these are of limited value in developing reading skills as such.
Or they are collections of brief, well-annotated and extremely topical texts of a kind
which may motivate the student well but soon date. An almost “throw-away”
collection of texts which may last the tutor one or two years at most.

The alternatives are to give reading a special place in the total language teaching
programme, using the interplay of eye and ear and thereby developing forecasting
and inferencing as skills. The practice of a scheme like the one I have described




Readers and ‘Readers’ 179

above must take place against the background of a well-run class library (now seen
to be a strategy which applies to any group of FL learners, and not just to the 8-16s)
with work cards, discussions etc. and a recorded sound library with a plentiful
supply of transcripts. In a world where not all undergraduates look upon reading as
an exciting and pleasurable way of acquiring information, rather than a chore, it
seems to me that the development of reading skills can only be presented as part of
an integrated language learning situation.
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