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Languages and Literature

Technology today is advancing at an astounding rate. Better hardware and software
packages are being developed daily. It is not acceptable to simply use technology in
teaching merely because it exists; technology must be integrated into education in a
principled manner. This dissertation proposes a blueprint for an electronic textbook for
teaching first-year Russian at the post-secondary level. The concepts explored are relevant
to the teaching of other languages and topics as well.

Chapter One presents the principles and theories of pedagogy and the specific
requirements of language pedagogy. The importance of presenting information in a manner
in which students can absorb it is discussed here, as well as the effects of individual
learning styles. In Chapter Two, the qualities of existing textbooks are explored and
contrasted with those of the electronic textbook; the ‘eleclIonic textbook is intended to
provide more individualization and interactivity. Chapter Three deals specifically with the

role of the computer in education and-the changes that the widespread use of the computer

will have on instructors and students. Chapter Four outlines the Russian materials which
the electronic textbook will present and includes discussions of existing Russian textbooks.
Chapter Five contains the conclusion and an overview of the computer demonstrations
which have been included as pocket materials in the dissertation. These presentations

provide a more concrete picture of the way the ideas developed in the dissertation will take

shape.



The creation and use of an electronic textbook represents the logical next step for
language education. It will incorporate technological advances, supply instructors and
students with a wide range of materials which can be modified as needed, and provide a

laboratory for future research into language education.
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Introduction

Over the past five years, the Russian language teaching profession has seen the
appearance of a large number of new textbooks. These texts represent a marked
improvement over their predecessors, since they are, by and large, more
communicatively oriented. They make greater use of the audio and video facilities
available at virtually every university today. A few come with computer software, as
well as workbooks, teacher’s editions, activity manuals, and other supplementary
materials. In other words, Russian textbooks have made large strides towards the level
of quality achieved by textbooks for learning other languages, such as Spanish, French,
and English.

However, no language textbook in existence today, either for Russian or any
other language, can claim to be a textbook for the future. They all remain principally
tied to increasingly outmoded media: books, handouts, audio cassette players, video
cassette recorders, televisions, and other materials based on paper and magnetic tape.
These media are unarguably appropriate for today’s educational environment, because
they are widely available and accessible by virtually all of today’s students at the college
level. However, it is clear that other media are currently in ascendance, including those

housed on compact discs and computers. These materials will be as central to the

learning of the students of the future as paper materials are today.

At the same time that these new technologies are gaining popularity and practical
applicability, the way we communicate with one another is fast changing. No longer do
we rely on face-to-face communication, telephones or letters. We have new avenues of
interaction open to us: electronic mail, computer-based chat rooms, the World Wide
Web, MOOs and MUDs, and video cameras which transmit images over the net. These

sources of information are not fixed, as are CD-ROMs and laserdiscs. They are



constantly changing and renewing themselves as people join and leave discussions,
introduce new topics and revisit old ones with fresh perspectives. When such resources
are used as curricular materials, they provide students with a new challenge with each
use. Therefore, students need no longer be tied to old editions of textbooks with
outdated information or typographical errors, two-month old newspapers, or outdated
television programs. Today, we can provide them with relevant, current programming
and news; even short wave radio programxiljng is updated regularly and made available
at World Wide Web sites. Students can get in touch with native speakers of the
language they are studying while at their home universities, instead of waiting until they
have the time and money for a visit abroad.

In other words, the way humans communicate with each other is changing
radically. These new communications technologies are in turn finding their way into
university classrooms and lecture halls. To ignore their existence and to continue to
teach as we have in the past, using outdated media and older ways of communicating, is
to ignore important facts about the world in which we and our students live. We do our
students a great disservice if we continue to prepare them to communicate, learn, and
live in a world which will soon no longer exist.

The computer presents many opportunities to both students and their instructors.

It has the power to reshape the roles of teachers and learners. The computer can take
over some of the tasks normally performed by instructors. For example, it can perform
some administrative tasks, such as the tracking of grades and progress by the students.
It can also be used to evaluate performance of certain learning activities. This frees more
time students and instructors for communicative activities. It can also change the aim
and nature of classroom activities as some of these tasks are moved to the homework

arena. The computer can assist in these communicative activities as well, by giving



people access to each other outside of class via the Internet. It also gives them
convenient access to a wide range of materials, which they can share with their
classmates.

Today’s children are being introduced to computers as early as pre-school. At a
very young age, they are increasingly more comfortable and conversant with
technologies which their elders barely understand. These computer-literate people are
the college students of the future. Trained to use computers from the very beginning of
their educations, they are not likely to accept a university education which still uses
paper and tape based materials for the majority of its instruction; such media will seem
hopelessly outdated to these students. When we first start seeing large numbers of such
students in the next five to ten years, we must have appropriate materials ready for them
to use.

Another growing trend in education is distance learning. An increasing number
of students are choosing to learn at home at their own pace and on their own time. The
computer is playing an increasingly large role in this type of education, which demands
materials which students can use independently. This population of learners has the
potential to grow substantially over the coming years. The textbook of the future must

be able to service these students, who are likely to demand that their educational

materials (as well as their instructors) be available via the Internet.

The proposed textbook of the future is already more than just a dream. Materials
similar to those which are envisioned as part of the electronic textbook already being
used in many language classes. However, most of these materials continue to represent
a peripheral part of coursework. Students must make a special effort to use these
materials, which are commonly housed in language laboratories removed from the

classroom. The vision of the electronic textbook is to place text, audio, video and



multimedia applications in one place. Students will be able to access these materials
from language laboratories, generic computer labs, their homes, or wherever it is
convenient for them.

When computers began to first be used as supplements to traditional language
education, textbook publishers realized they could sell more copies if they provided
software to accompany them. Thus, they rapidly proceeded to assemble computer-
based materials which could be distributed with the textbooks they published. This
software, unfortunately, was generally not of high quality. Not only was it usually not
created by the authors of the textbook, it often failed to meet standards which were being
introduced by specialists in computer-based education. Computer-based drills thus
began to get a bad reputation. As a result, some educators began to see the computer as
just another fad in the realm of learning tools. However, we cannot make the new
technologies disappear. We cannot force our students back into traditional classrooms.
Instead, we must create materials appropriate to this new generation of learners and the
technologies to which they are accustomed. We must learn to use these new
technologies constructively, instead of using them merely because they are available.

Before computers become the basis of education across the nation (a trend which

seems increasingly difficult to deny), it-is important.that we, as educators, consider the

best use of these tools. This is the main purpose of this dissertation. First, it will
examine the discoveries of researchers in the fields of language pedagogy, computer-
based instruction, and computer-assisted language learning. Then it will apply this
information to the first-year Russian language curriculum in American universities in
order to determine the shape of a computer-based textbook of Russian. This electronic
textbook will be a laboratory for future language teaching research, a flexible and ever-

changing entity. Each chapter will consider a different aspect of this question: the first



chapter is devoted primarily to theoretical considerations, the second to the structure of
language textbooks in general, the third explores the opportunities and liabilities
presented by the computer, and the fourth deals primarily with the content of the first-
year Russian textbook.

The discussion in Chapter 1 will center around general principles in language
pedagogy. Section 1.1 will take a look at the skills and knowledge students must learn
during their study of a foreign language, and how methodologies of the past have
addressed the teaching of these elements. Next, in section 1.2, the distinction between
rote learning and meaningful learning will be explored. The use of advance organizers
and mnemonic techniques will be presented as methods which promote meaningful
learning. In section 1.3, the advantages and disadvantages of direct, explicit instruction
will be compared with those of approaches which encourage discovery learning. These
factors will affect the presentation of grammar and culture in the electronic textbook.
Next, the role of the computer as a delivery system for individualized instruction will be
explored in section 1.4. This includes a view of the practicality of individualized
instruction in the university language classroom and the difficulties involved with
managing and coordinating this sort of learning.

In section 1.5, the principles of communicative language learning will be

considered. First, this section questions the role of the audio language lab, with its
isolating environment, as part of a communicative language learning curriculum, when
what students really need is a variety of opportunities to participate in natural
conversational interchanges. Some of these conversations may be based on pre-
prepared interchanges provided by the textbook, but students must also be encouraged
to engage in realistic conversations with one another. Such practice is part of situated

learning, and can be conducted both in the classroom and via the intermediary of the



computer used over the Internet. However, students cannot be expected, especially at
the beginning of their learning, to spontaneously initiate and participate in such
conversations; that is a skill which must be developed gradually. Other activities, such
as listening comprehension, comprise a vital part of this preparation. A variety of other
methods can also be used to make language learning more successful. The value of the
Jjudicious use of the native language and the overt teaching of grammar will be discussed
in this light. While the computer can be used in this way, it can also be used to cue and
evaluate unconstrained natural input, although certain precautions must be taken when
using the technology in this way.

In order for students to become competent users of a foreign language, they need
to achieve some level of mastery of the grammar of that language. However,
communicative and grammatical competence need not be widely disparate goals; in fact,
there is research that suggests that it is not possible to develop one without the other.
Therefore, it is not unreasonable to suggest that a syllabus based partially on
grammatical topics can be used as part of a communicative language learning
curriculum. But while learning grammar is important, it is also vital that presentations
and exercises are contextualized and encourage the natural use of language. Extra-

linguistic information, such as that-provided -by-sounds—and pictures, can be an

important part of this context. Taking into account these various requirements, effective
exercises to prepare students for communication in the classroom may be devised.

In section 1.6, the learning styles of individuals and the implications of these
styles on the electronic textbook will be discussed. A wide range of sensory styles,
which describe the way people uée their senses and emotions and affect the way they
learn have been identified. Other characteristics, such as field independence, narrow

and broad categorizing, analytical and global thinking, flexibility, and cooperation and



competition also influence the way learners deal with new information. While the
electronic textbook will address individual learning styles, it will also take a hand in
helping students to develop good learning habits. The electronic textbook will inform
students of learning goals and advise them on how to achieve these goals, something
that is missing from many traditional textbooks. Other ways of helping students learn
will be discussed in section 1.7. These aids may include the use of games and humor to
motivate students as well as instruction in time management techniques. Finally, in
section 1.8, the effect of the computer-based curriculum on the teacher’s role will be
discussed.

Chapter 2 presents a general discussion of the structure and roles of a textbook.
Some of the discussion is particular to language textbooks or to computer-based
textbooks, but much of it is applicable to textbooks in general. All textbooks must
provide materials which are appropriate for the course and the people participating in it,
but the computer can make possible a better fit between the materials and the individuals
using them. In addition, the computer can not only prepare students for communicative
language learning, but also allow them to engage in communication with one another or
with those outside the class. These roles of the textbook and the computer will be

explored in section 2.1. Section 2.2 discusses some basic ways to ensure the readability

of the textbook and the accessigiii;; o'f”it;materia.ls. While applying readability
formulas may not be the most reliable way of simplifying writing, other clarifying
techniques may be used. Sentence length can have an effect, as can avoidance of the
passive voice or the organization of information into lists and charts. The techniques of
informational mapping and structured writing also suggest some ways of making
presentations clearer. Other factors contribute to clarity as well: authors must take into

account the nature of the material, the purpose of presenting the material to the reader



and the prior knowledge of the reader. Finally, well written materials are clearly
organized, relevant, and administered in doses small enough for the reader to understand
and absorb. Section 2.3 stresses the special importance of clear writing in certain
situations. For example, the textbook must be exceptionally clear when presenting new
materials, instructions, or when providing assistance.

The next section (2.4) discusses the exercises and other activities which will be
found in the electronic textbook. A variety of drill types are made possible by the
electronic textbook, including multiple choice, matching, scrambling, fill-in-the-blank
and other short answer exercises. The computer is also capable of evaluating sentence-
length input, although evaluating such answers is more difficult. Exercises based on
simulations can also be performed. These simulations may be entirely text-based,
although they may include pictures, and allow students to “explore” a virtual world
independently or together with others. Virtual reality may make more elaborate
microworlds possible in the future. This section ends with a general discussion of the
pros and cons of repeating exercise items and the importance of realism in textbook
exercises.

The way exercises are evaluated and materials reviewed is as important as the

exercises themselves, and aspects of feedback are discussed in section 2.5. The

computer can determine the knowledge level of individual students and provide
appropriate materials accordingly. To do this, it will use algorithms which determine the
level of success attained by each student on each topic as well as methods of modeling
that knowledge. In addition, the computer will provide appropriate and accurate
feedback quickly, steering students away from incorrect answers toward correct ones.
Keyword recognition algorithms or parsers will be employed to evaluate full-sentence

student input. In addition, students will be given a certain amount of control over the



amount of feedback they receive on their work. Finally, student progress will be
reported to instructors, who in turn must be able to interpret those scores in a
meaningful way.

In Chapter 3, the main strengths and contributions which the computer brings to
the realm of language study will be explored. That is, we will explore what the
computer can do, as well as what it should do. First of all, it must be understood that
the computer is a new medium which cannot be used in the same way as paper- or tape-
based media. The computer’s unique qualities must be appropriately exploited in order
for it to be an effective teaching medium. In section 3.1, we will see that it can provide
a number of tools to improve the variety, organization and presentation of educational
materials. These tools include databases, multimedia and hypertext presentations, and
individualized instruction. But while using the computer brings benefits, but it may also
have liabilities, especially if the physical limitations of its potential users are not
considered. In section 3.2, the effects of computer use on the human body will be
explored and some ways of counteracting these effects considered. After that, the
discussion will turn to the overall organization and navigation of the electronic textbook
in section 3.3. Students must be able to find their way around the materials easily in

order to use them successfully. This can be accomplished, in part, by making the

textbook’s interface familiar to its users I'trirs ifhportanf to.cr:onsider not only how users
navigate between the different sections of the textbook, but also how they find their way
between screens. Instructional maps, search algorithms, clear labels and titles, and
other navigational assistance help to ensure the usability of the materials. Successful
navigation on a smaller scale (between screens of a presematiori, for example) requires
good organization of the information on the screen. Some of the strengths of the

computer can become liabilities if they are not used judiciously. For example, visual
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aids can greatly facilitate the use of the textbook, but may be confusing if care is not
taken in implementing them. The reasons for using realistic pictures and the role that
culture plays in perception, for example, must be carefully considered. It must also be
kept in mind that visual information may be more useful to some students than others,
depending on their learning styles. Care must therefore be taken that color as well as
textual and spatial cues are used clearly and consistently throughout the textbook. The
last section of this chapter (3.4) considers the effects which the electronic textbook and
other new educational approaches might have on education. |

In Chapter 4, the actual contents of the Russiax_l electronic textbook will be
considered. This includes a discussion of the grammar topics which the textbook will
address. Simple, memorable classification systems for the inflection types of various
word classes will be proposed in section 4.1. Then, the importance of the proper
sequencing of materials will be considered in section 4.2. Special consideration will be
given to the tasks of learning the alphabet and handwriting. Next, a proposal for the
ordering of lexical, grammatical, and communicative topics within the textbook will be
presented. In subsequent sections, the major topics involved in language learning--
vocabulary, grammar, culture, listening, speaking, reading and writing--will be

considered in turn. The discussion of vocabulary in section 4.3 will include a

discussion of the amount of vocabﬁléry to be presented. Other important issues here
include reasons for proposing a basic, core vocabulary for all students, the use of
frequency lists to create this master list, ways to include other lexical items students may
need, and methods of presenting members of a semantic group. Vocabulary learning is
not the same for each student or each word. Some words seem to be difficult to learn,
and some words are easily confused with other, similar words. But some students just

seem to learn vocabulary more easily than others. Some of these differences may be
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accounted for by learning styles, and this variation across the student population must be
addressed. Tactics to aid students to associate words with known items will also be
discussed. In addition, the electronic textbook must train all students in the skill of
educated guessing, so that when they are confronted by unknown words, they have
resources other than the dictionary available to them. Finally, a selection of vocabulary
exercises and games will be proposed.

In section 4.4, the topic of grammar will be taken up. This includes a discussion
of grammar teaching methods. The costs and benefits of inductive and deductive
approaches will be considered, as well as the advisability of presenting grammatical
terminology as part of the study of language. In order to make grammar teaching as
contextualized and communicative as possible, it is vital to present it in a way which
allows students to assimilate it easily and gradually. One way of doing this is by
relating new topics to previously introduced ones. Students can thus be eased into the
active use of these new structures. Eight steps towards this end are presented. Students
must first learn to recognize the forms of the target construction, both on the basis of
their morphology and within meaningful contexts. Then they can be asked to produce
those forms, first in mechanical drills, and then in meaningful contexts. As students

become more comfortable with the new concept and its forms, it can be exercised

alongside familiar, previously learned forms. Then students are ready to use the forms
in truly communicative exercises. They may be gradually led into free expression
through translation exercises and free-response questions. This section concludes with
a discussion of the presentation of grammar in existing texts, and how well these texts
lead students to the communicative use of newly learned grammatical topics.

In section 4.5, an often neglected skill is discussed: the teaching of culture.

Working knowledge of the target culture is an important factor if communication is to be
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successful. The distinction between factual knowledge of culture (“big-C” Culture) and
the mastery of behavioral culture (“little-c culture”) is an important one. After all, it is
the mastery of behavioral culture which will make students effective communicators in
the target language. But the teaching of culture can present some difficulties, especially
when students have strong nationalistic feelings or hold stereotypes about the target
culture. The task is also complicated by the presence of subcultures within the target
society, whose characteristics must also be understood if students are to communicate
effectively.

Section 4.6 marks the beginning of the discussion of the four “basic” language
skills (listening, speaking, reading and writing) with a discussion of the listening skill.
One of the learner’s first jobs in mastering listening skills is *“tuning” the ear to the
distinctive sounds of the target language. Once students can identify individual spoken
words, they must be trained in two types of listening tactics: listening for the gist and
listening for details. The computer can be very useful in the training of the ear, since it
can present audio, video, still pictures and text as part of this training.

The speaking skill is addressed in section 4.7. Pronunciation and intonation are
a vital part of this skill, and must be constantly reviewed throughout the course to ensure

that students achieve some amount of mastery in this area. It is also important to prepare

students for real conversations in the target culture. Examples of real conversations can
be provided by prepared dialogues, but students must also be pushed to engage in
spontaneous discussions, even at the early stages. Although it would seem able to play
only a minor role in the development of the speaking skill, the computer can be used to
promote real conversations between students, instructors and even native speakers of the

language.
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In section 4.8, the reading skill is examined. Students need to be taught
strategies which will make them effective readers, even if they are good readers in their
native language. In their everyday lives, people have reasons for reading. Similar
reasons must be provided to students engaging in the reading task in the foreign
language. Providing students with texts of particular interest to them may go a long way
in providing such a purpose. And since we are preparing students to read texts in the
real world, we must give them some exposure to authentic texts, and teach them not to
expect every text they encounter to be graded to their level. The electronic textbook will
assist students in the development of strategies which will help them understand more
difficult texts. These strategies may be roughly divided into bottom-up and top-down
skills. Pre-reading questions and other activities will be used to introduce students to
new reading assignments. These tasks can include making predictions about the topic
and content of the text using keywords or other textual information. The electronic
textbook may also provide clues in the form of cultural information or illustrations as
preludes to reading. After students have finished reading, they may be asked to
complete exercises or answer comprehension questions.

Finally, in section 4.9, the skill of writing will be addressed. Writing is a

complex skill which requires mastery of a number of other skills, and is therefore very

difficult to learn. For the beginniﬁ;s;;’ie.nrt of Russmn, the first impediment to writing
is posed by the challenges of learning to write and type in Cyrillic. Once students have
mastered those skills, they can perform fill-in-the-blank, short answer, and translation
exercises which allow them to practice certain aspects of the writing skill. Guided
writing allows more freedom in writing longer passages, while still providing content
for the beginning writer. The computer can also be used as a tool in the creative writing

process, aiding students in the writing of compositions. The chapter concludes with a
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discussion of the changes the Internet is bringing to the way people communicate with
one another and how this might affect education.

To demonstrate some of the presentations and exercise types discussed in this
work, a diskette containing example modules has been included as pocket materials.
These modules will serve to illustrate some of the computer-assisted language learning
techniques which are discussed throughout the dissertation.

The task of this dissertation is to set forth a vision of the textbook of the future.
The task of creating this textbook is appropriate for a team of people with a wide range
of talents in various fields working together over several years. The completed
electronic textbook will provide as one of its greatest services a laboratory for future
research on language learning. Since it will allow tracking of the performance of
students, various educational presentations and treatments can be administered via the
textbook, providing a large amount of data to researchers. Thus, the electronic textbook
will provide not only an improved learning environment for students, but also an
experimental environment for researchers who in turn can play a role in the further
improvement of the materials.

This dissertation will demonstrate that it is feasible to deliver the materials for a

foreign language textbook over the computer. It will argue that computer-based delivery

of educational materials represents a necessary step forward in education.  That is, used
properly, the computer is a language teaching tool superior to paper-based books. But
in order for the electronic textbook to deliver on these promises, it must be based on the
results of research on language pedagogy, computer-based instruction, and computer-
assisted language learning. Failure to take such research into account will result in the

creation of a teaching tool which is no better than its predecessors. After all, just using
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the computer does not result in better education. Rather, it is the principled use of the
computer which will improve teaching.

This dissertation has a wide scope, touching on a wide variety of topics which
are vital to a discussion of a foreign language textbook of the future. The hope is that
this dissertation will be seen as a blueprint of the textbook of the future and will serve as
a point of departure for the actual development of this textbook. The issues discussed in
this dissertation must be considered seriously before computer-based materials become
an everyday part of language instruction. Otherwise, the future of language education in
this country will be put in severe jeopardy. We must be prepared for the future before

we reach it. This dissertation represents one step toward that future.




Chapter 1: Principles of Pedagogy

Merely making material available on a computer in the form of an electronic
textbook will not automatically improve the quality of the educational materials. The
new textbook must be solidly grounded in theories and research of language pedagogy.
If it is not, it is merely another textbook, rather than a textbook for the future.

The skills and knowledge which are vital to language learning will be outlined
first. Then, theories concerning the way individuals differ in their learning will be
explored. Although research on child acquisition of language will be considered at
certain points, it is important to keep in mind that the discussion primarily concerns adult
learners of a second language. Many of the learning techniques which will be suggested
take advantage of the adult predisposition to categorize and organize new information, a
very different approach than the one taken by children learning their first language.

1.1 Language

Learning a language means learning both a body of knowledge as well as a set of
skills. The body of knowledge includes such concepts as grammar, lexicon, and
culture; other knowledge may be necessary in certain situations. The set of skills
includes, but is not limited to, listening, speaking, reading and writing.

Any approach to second language learning implicitly emphasizes a subset of all

the possible skills and knowledge possessed by the ideal native speaker of the language.
For example, the grammar-translation method, which is most commonly associated with
the teaching of Latin and Greek and which was in common use through the 19th
century, focused mainly on learning the skills of reading and writing. The skills of
speaking and listening were not addressed by this method, since it was intended to teach
the reading and writing of languages which were no longer spoken by any living

community. Students learned grammar and vocabulary to primarily to achieve
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proficiency in reading and writing. The mastery of the grammar and vocabulary was
seen by some as the desired end of language learning, and many of today’s students still
hold this view.

On the other hand, the audio-lingual method stressed the importance of
speaking. Based on behaviorism, it required students to repeat structures perfectly until
they became automatic. This skill was largely based on the memorization of
grammatical constructs and lexical items, but without explicit instruction of either. By
contrast, communicative approaches put a great deal of emphasis on the receptive skills
of listening and reading as preparation for the development of the speaking skill.
Generally, grammar is not taught overtly in this method. Instead, students are expected
to induce grammatical rules from the input they hear and see. Finally, the proficiency
approach, which came into use in the 1980s, as outlined by ACTFL among others,
evaluates students on the basis of their competence in each of the four skills. This
competency is based not only on correct use of vocabulary, grammar and culture, but
also on the ability to communicate.

The most basic building blocks of language knowledge are grammar, vocabulary
and culture. One of the tasks of the second language learning program is to deliver this

knowledge. Some teaching methods teach these concepts in a direct, overt manner.

These presentations are often followed by exercises which help the student to retain the
information and use it creatively. Other teaching methods, however, remain based on
the idea that learners can extract thé grammatical and lexical knowledge from the input
they get. The desired result is largely the same in both cases: students will learn enough
about the language to be able to begin to use it effectively.

Developing the skills of listening, reading, speaking and writing, on the other

hand, requires a different approach. Adults in the second language classroom already
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know how to listen, read, speak and write in their native language. They may not
believe they need additional training in these skills as they learn a new language.
However, competency in these skills in the native language does not necessarily
translate to competency in these skills in the second language. Beginning students must
learn to apply their new knowledge (discussed in the previous paragraph) to the skills
which are the actual target of their language study.

The electronic textbook is based on a premise similar to the one that underlies the
proficiency movement. That is, students are expected to demonstrate that they can
listen, read, speak and write at some level of accuracy and sophistication. To achieve
these level, they must have some knowledge and control of grammatical concepts,
lexical items, and cultural norms.

There is certainly more to learning a language than the rudiments of knowledge
and skills which were discussed above. For example, for learners to speak and listen
effectively, they must have some practical control over the phonetics of the language.
That is, learners must “tune” their ears to the unfamiliar sounds of the target language,
and they must receive instruction about how to produce the unfamiliar sounds. In
addition, students must be familiar with the orthographical rules to be able to read and

write competently. Other knowledge, such as information about how to manage

language learning and how to develop useful language study habits, may also be useful
to the beginning learner.

Translation and interpreting are other areas in which students of a language
might wish to develop skill. However, the electronic textbook, which is intended as a
beginning course, will not attempt to address these areas, since they are not necessary

for most beginning learners of a language.



19

Skill in listening, reading, speaking and reading requires the skillful
manipulation of the knowledge bases of grammar, vocabulary and culture. However,
using this knowledge need not be a conscious act. Indeed, people speaking their native
language rarely consciously consider the knowledge bases which they possess.
Generally, conscious use of this knowledge occurs when the linguistic situation is new
or uncommon. For example, speakers are sometimes compelled to “hunt” for words
which they use infrequently. Sometimes, unusual situations such as a formal setting or
an encounter with a less proficient speaker may cause the need to access unaccustomed
grammatical or lexical knowledge. Beginning learners of a second language, however,
do a great deal of this type of conscious thinking. For them, every situation is
uncommon from a linguistic point of view, since every situation is new.

The electronic textbook, then, will approach language as a set of grammatical,
lexical and cultural knowledge bases which students must learn to manipulate in order to
listen, speak, read and write. Grammatical constructs, lexical units, and cultural
information will not be presented for their own ‘sake. Rather, they will be portrayed as
the building blocks which students will use to communicate. The teaching and
reinforcement of each of these main skills and knowledge bases will be considered in

turn in Chapter 4.

1.2 Rote Learning, Meaningfu“lfi;aminrgr, and Mnemonics

Ausubel (1968) claims that two types of learning occur in education: rote
learning and meaningful learning. The distinction between the two is very important.
Rote learning, such as the memorization of dialogues or vocabulary definitions, is not
incorporated into that which one already knows. Such information is easily forgotten,
since it is not related to anything else which the learner knows. By contrast, meaningful

learning can be related to what the student already knows and is worked into the existing
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cognitive structure. Information thus processed is more readily retrievable and reapplied
to similar situations. Students should therefore benefit from language education which
consists of more meaningful learning and less rote learning.

Language education, however, has traditionally relied on a great deal of rote
learning, to learn arbitrary information such as vocabulary items and grammatical
endings. Some approaches even include the rote memorization of entire dialogues,
poems and prose texts. Many students strongly reject the idea of rote learning, which is
not a part of the American educational culture, and many are not successful with it. In
addition, rotely learned material is generally only retained in the short term, and is easily
forgotten later. (Robinson et al., 1985). And while rotely learned information can be
retrieved by the student for even years afterwards, it really only becomes a part of the
students’ active knowledge when it it is meaningfully processed and incorporated into
their cognitive structure. It may be that language learning has discouraged otherwise
bright students by its strong dependence on rote learning of arbitrary items. Thus, we
must find ways to make the learning of these building blocks of language more
palatable. Advance organizers and mnemonic techniques, which are discussed in
sections 1.2.1 and 1.2.2 below, are quite valuable in this regard.

Meaningful learning, the idea of fitting new information into the framework of

information which the student already knows, is an important concept within the theory
of constructivism. Constructivist learning theories claim that individuals build their own
perceptions of reality based on their personal observations. Constructivist theory stands
in contrast to objectivist theory, which states that there is one reality, and that the goal of
education is for everyone to seize upon that same reality. In objectivist theory,
knowledge is not built upon education or experience per se; knowledge stands apart

from the methods it took to achieve it (Duffy and Jonassen, 1992).
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1.2.1 Advance Organizers

As discussed above, Ausubel suggests that materials should be presented in a
manner such that later materials can be related to earlier ones to encourage meaningful
learning. That is, materials should not be learned in an isolated, rote manner; they
should be integrated into an overall knowledge structure. Ausubel also advocates the
use of advance organizers, which are presented prior to the new material and supply a
general overview.

The purpose of advance organizers is to clarify a learning task which will be the
object of students’ subsequent study. Instead of a specific outline, advance organizers
provide a broad framework_for knowledge by emphasizing information which the
student already knows. This prepares learners to incorporate the new knowledge into
the framework of the old. Some research has shown that university students benefit
more from the use of advance organizers than do other groups; that is, their learning and
their retention of that learning seem to increase (Hartley and Davies, 1976).

The textbook must present difficult new concepts, such as as new grammatical
items, in a way which does not make them appear arbitrary or random. That is, they
must be related to ideas which the student already knows (Sharwood Smith, 1988b).

Such anchoring concepts may be-censtructions-which-occur-in the student’s native

language, or they may be elements of the target language which learners have already
learned. The electronic textbook will incorporate the use of advance organizers for the
teaching of new grammatical and cultural concepts, providing students with a means to
relate these new concepts to ones which they already know. For example, a section on
the possessive use of the genitive case would be preceded by a general discussion of the
way possessives work in English, including the use of the grammatical marker

“apostrophe-s”. This provides students with the opportunity to consider what they
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already know about possessives in their native language and prepares them to learn
about their construction and use in Russian.
1.2.2 Mnemonic Techniques

Students have traditionally been asked to do a large amount of rote learning
when learning foreign languages. In the past, especially, they were asked to memorize
dialogs, poems and vocabulary lists. Is there an alternative to this method? How can
we help students learn arbitrary information, such as the fact that pa66Ta means
‘work’? One way is to train students in the use of various mnemonic devices. This will
help them to help link the new words to ones which they already know, either in their
native language or in the target language. Thus, the student might link the Russian word
pa6OTa with the English ‘robot’ (a machine which works) or the word
XonoAWNbHUK ‘refrigerator’ with the Russian X0s104HO ‘cold.” Visual links are
also important mnemonic aids. For example, the word 0CeHb ‘autumn’ may be linked
to the word ‘ocean’ by the student, and then linked to a visual image of a cool autumn
day at the beach.

This approach is known as the mnemonic keyword method, and it incorporates
arbitrary information into existing cognitive structure. A great deal of research has been

conducted regarding the usefulness-of-this method-(Pressley; Levin & Delaney, 1982;

Levin, 1981; Paivio & Desrochers, 1981) and it shows that learners at most levels
benefit from the use of various mnemonic techniques and perform better than those who
have not been encouraged to use such methods. Research into the use of mnemonic
keyword methods across languages suggests that these techniques are also useful for
learning new foreign language vocabulary words (Delaney & Raney, 1982, cited in
Pressley, Delaney and Raney, 1982). In fact, the keyword method has even been

shown to be more successful than the use of meaningful context in learning the
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meanings of new vocabulary words (Pressley, Levin, Kuiper, Bryant and Michener,
1981; Dale & Reichart, 1957, both cited in Pressley, Delaney and Raney, 1982).

The mnemonic keyword method combined with visualization techniques has
been shown to be an effective way for students to remember vocabulary words (Levin,
1981). Thus, to continue with the pa®dTa/*robot’/*work’ example, the student could
imagine a robot working. Erdelyi et al. (1976) found that pictures generated by learners
in their own minds provide a more durable, lasting memory than either pictures provided
for them or just the words alone; in fact, students who use such imagery methods may
experience better recall each time they access the image. Thus, leamers should be
encouraged to create vivid mental images on their own when they create mnemonic
keyword links.

Mnemonics can also be applied to the memorization of other arbitrary
information, such as inflectional endings. The electronic textbook will instruct students
in the use of mnemonic devices combined with imagery techniques and encourage and
assist students in the creation of their own mnemonics. In addition, the electronic
textbook, with its interactive capabilities, will allow learners to share mnemonics they
create with their fellow students and instructors. These “home-grown” mnemonics can

be later entered into the textbook database for the benefit of future students.

Mnemonic devices are only temporary measures. They may help students to
recall unfamiliar constructions or words when they are first presented. However, as
students use these concepts in their communicative activities, they will rely on the
mnemonic devices less and less. That is, students no longer need these indirect
associations once the target items have been integrated into their overall knowledge.

This is clearly what we want them to do. Mnemonic techniques merely provide a
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temporary anchor for new concepts, something that the rote learning process cannot
provide.
1.3 Explicit Instruction vs. Discovery Learning

In the world outside of the school or university, there are rarely textbooks
available to teach people the rules behind the things they need to know. Learning in the
real world may be accompanied by a reference book, videotape presentation, or a
tutorial. More often, however, people are asked instead to look at examples and extract
knowledge from them. Outright, explicit instruction, where learners see rules before
they are exposed to examples using those rules, may be minimal or non-existent outside
the classroom. Given that very little explicit instruction happens in the real world,
perhaps it should be avoided entirely in the classroom environment as well, leaving our
students to instead discover rules from the examples we give them. After all, this is
how children learn their native language, and in some cases, a second or third language.
The question is whether such an approach is appropriate and efficient for adult learners
of a second language.

Steinberg (1991b) claims that most students need explicit instruction, and that
even the most talented students (who may learn well independently) can benefit from

explicit instruction. Laurillard (1991) warns. against.-the .use-of. discovery learning of

- syntax and morphology, for fear that students will deduce the wrong rules from the
examples they see. After all, even a slightly misleading example could cause a student
to derive an incorrect rule. And even if students do manage to extract correct rules, there
is no guarantee that they will be able to apply them in new contexts. In short, discovery
learning may present too great a challenge to many students, especially given their
limited daily exposure to the language. Therefore, Laurillard, like Steinberg,

recommends that the rules of the language be directly stated. In addition, some students
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may prefer explicit instruction to discovery learning, perhaps because they have become
accustomed to it during the course of their education. Others, however, feel constrained
by such an approach and prefer the experience of “discovering” the concepts
independently.

An approach which combines both methods would seem to be in order. That is,
explicit instruction can be used to guide discovery learning. The broadest interpretation
of discovery learning suggests that students be allowed to explore the entire body of the
textbook. A narrower interpretation, however, would allow students to access only
those concepts appropriate to their level and to explore them as they like. Students could
see carefully chosen examples which lead them to the correct rule (Rutherford and
Sharwood Smith, 1988). The examples could even be annotated to ensure their correct
interpretation.

In the beginning, the electronic textbook will introduce learners to both explicit
instruction and discovery learning. The discovery learning approaches will be relatively
constrained in scope; allowing students access to only a constrained area of material, not
the entire body of instruction. Instead, students will be encouraged to use discovery
method techniques to extract rules from examples and references to already learned

concepts. Later, as students become-more familiar-with-both-learning approaches, they

will be allowed to choose between the two. The computer will monitor the students’
success using each approach and guide them to select the approach which is most
successful for them. This is discussed further in the section on grammar (4.4.1.1).
1.4  Individualized Instruction

The advent of any new teaching tool--whether as small as a textbook or as large
as the audio language lab--is typically accompanied by sweeping claims about the way it

will revolutionize education. The same can be said of computers. When computers first
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came into vogue, they were hailed as tools which would provide truly individualized
instruction. The dream was for the computer to track of each student’s progress and
drive particularly problematic concepts home. In short, educators hoped that computers
would give students the much needed personalized tutoring which the instructors
themselves could not provide.

However, this dream has yet to be realized. One reason for this may be that
computers are still used to deliver supplementary materials, often in isolation from other
coursework. That is, they do not address enough of the student’s learning experience in
a unified manner. But the electronic textbook will be better able to address the global
needs of students, because it will have access to most of the students’ work. This
information will enable it to properly guide individual students to achieve their goals.

While the electronic textbook will provide more individualized instruction, the
student’s independence will remain somewhat constrained. After all, the electronic
textbook is intended to become a part of the regular university course. Thus, all the
students need to be approximately at the same place in the materials on a day-to-day
basis if they are to interact in a mutually profitable and satisfactory fashion in the

classroom. Therefore, students will progress at their own pace to a certain extent, and

allowed to hone new skills as they please, but the entire class will be introduced to new

concepts at the same time. However, the idea is not for the entire class to slow down to
the level of the least talented learner, or to speed up to the levels of the most proficient
students, but for the weakest learners to get more practice and therefore better able to
perform at a higher level with the rest of the class, thus making in-class time more
constructive for everyone (Steinberg, 1991b). What this means for the “quicker”
students is that they have more options about the use of their study time. They may

choose to do additional work on the lesson topics, review old topics, or use the time for
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other activities. For the “slower” students, this individualized approach means that they
will be more prepared for in-class interaction than they would have been otherwise.

In a traditional homework exercise, all students are asked to perform the same
number of items. However, once a student demonstrates mastery of a concept,
completing the remaining items in an exercise may be redundant. The electronic
textbook will track each student’s progress. Once an acceptable level of proficiency has
been reached, the student will be allowed to choose to continue the current exercise or to
proceed to another topic. (Proficiency may be determined in different ways for different
tasks: Steinberg suggests that a student may show proficiency by answering a certain
number of questions correctly in succession, or by responding correctly to a certain
percentage of all the questions presented. See section 2.5.5.1 for more information.)

Students will be allowed to continue to work with a concept until they attain an
appropriate level of proficiency. Additional help may be necessary in order to achieve
this goal. This help might include an alternative explanation of the concept at hand or a
review of closely related, previously studied material. Then, a new set of exercises will
be presented. If the student is still not successful in learning the concept, it is necessary
to alert the instructor to the difficulty. The instructor can then assess the problem and

provide personalized assistance. Thus; the electronie-textbook-does not entirely remove

teachers from instruction. Rather, the instructor’s expertise is called upon when it is
critical for the success of the student. This approach allows individuals to pursue topics
at the speed their prior knowledge and talents allow. They are not unnecessarily rushed
or held back by others. Methods of determining the proficiency levels of individual
students is discussed in more detail in section 2.5.4.

1.5  Communicative Language Learning
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Communicative language learning, as the name suggests, strives to teach the
student how to communicate in the target language. In other words, teaching students to
communicate is seen as more important than mastering grammatical rules, discrete
vocabulary items, or native-like pronunciation. This does not mean that accuracy is no
longer important; it merely means that communication is the main objective of language
learning. In this section, the goals of communicative language learning and how one
might achieve them with the aid of the electronic textbook will be discussed.

There are striking differences between communicative language learning and the
behaviorist (audio-lingual) movement. The behaviorists felt that students should avoid
making errors at all costs. This required a great deal of controlled, usually oral practice
of the structures of the language. This approach was facilitated by the language lab,
which provided students with the opportunity to hear taped sessions of native speakers
speaking the target language flawlessly. Students were expected to make their
utterances match those of the native speaker as closely as possible. As it turned out,
students were often unable to achieve this end on their own. This placed a great deal of
pressure on the instructor, who often had to supervise student work in the laboratory.
Students were not encouraged to try to express their own ideas; this uncontrolled type of

practice might cause them to make.errors, which behaviorists deemed fatal to language

learning. By contrast, communicative language learning encourages students to speak to
each other about their own ideas and experiences. As a result, they make errors, but
these errors are seen as a short-term phenomenon, a necessary step on the road to
communicative proficiency.

One of the major complaints which teachers have made against textbooks in
recent years is their lack of emphasis on communication (Benevento, 1984). While

learning theory was emphasizing communication, textbooks which also stressed this
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goal were in short supply. Today, a large number of new, communicatively-based
textbooks are being published. For Russian, these include HavaJso: When in
Russia... (Lubensky, Ervin and Jarvis, 1996); I'oJtoca: A Basic Course in Russian
(Robin, Robin and Henry, 1994), Russian: Face to Face (Morris, Vyatyutnev &
Vokhmina, 1993). The electronic textbook will follow in this new tradition and
incorporate the qualities central to communicative language teaching, such as the use of
authentic and natural language, a focus on comprehension as well as production, and, of
course, proficiency in communication.

However, some commonly accepted communicative language learning practices
will not be implemented in the electronic textbook. For example, the electronic textbook
will not insist upon exclusive use of the target language in instruction. Nor will it do
away with explicit grammar explanations. The desirability and practicality of these
approaches will be examined in section 1.5.4.

1.5.1 The Problems of the Language Laboratory

It is inadvisable to proceed into the future without taking a hard look at the past.
Therefore, an overview of the reasons why the behaviorist approach failed to work as
expected is in order. More specifically, the reasons for the failure of the language

laboratory to revolutionize language education must -be addressed.-

The language laboratory placed a great deal of responsibility on the backs of
individual students. They were expected to work independently in the laboratory, listen
to long tapes, produce utterances as cued by the tapes, and perceive and correct their
own errors. Part of this correcting process required student to play back their responses
and compare them to those of the native speaker on the tape. But many students, trying
to move through the drills as quickly as possible, failed to check their work at all, if

indeed they were talking back to the tapes as instructed. Even those who faithfully
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checked their work often proved unable to detect, much less correct, their own errors,
which could be of a number of types: phonetic, intonational, syntactic, semantic or
pragmatic. In the end, the instructor’s presence was required in the laboratory, in order
to ensure that student errors were corrected. This seems ironic, since one of the selling
points of the language laboratory was that it would free instructors from such work.

Even when students did manage to reproduce perfectly what they heard in the
language lab, there was no guarantee that they actually understood what they were
saying. Like parrots, they could make utterances which others. could comprehend
without understanding them themselves. Students were speaking, but they were not
communicating; they were not expressing information which they wanted others to
understand. Nor were they listening to native speakers to perceive meaning; they were
only listening to them to discover which word they had to plug into pattern drill. By
contrast, communicative language learning is an approach that seeks to give students
many opportunities to speak communicatively and creatively--even if not perfectly
correctly.
1.5.2 Naturalness

One problem with many classroom language-learning activities is that they are

lacking in naturalness. That is,.the conversations.included .in textbooks, and the

comprehension questions based upon them are not real to the students and may not be
perceived as useful. Consider the following example from Clark’s Russian (1983, both
the Russian original and the translation can be found on p. 181-182):

Camra: [IpuBeT, AHTOH. Kak XUBELIL?

AHTOH: Vl He cnipalIuBai. { cerdaHs paccTpOeH.

Camia: A ¥TO TH TaM YUTEeLlb?

AHTOH: JIOCTOEBCKOTO.



Cawa:
AHTOH:
Cawlra:
AHTOH:

Caua:

AHTOH:
Caula:
AHTOH:

Cama;

AHTOH:
Cama:
AHTOH:
(Sasha:
Antbn:
Sasha:
Anton:
Sasha:
Anton:
Sasha:
Anton:
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A 4YTO UMEHHO?

«IIpecTyniéHne 1 HaKa3aHUEe».

BoT novyeMmy TH paccTpoeH.

Criac6o 3a MHGOPMALUK.

Hy 4To T, He obuxaiicsal S o4YeHb JIOOJAK 3TOro
[IPEKPACHOrO0 U YAUBWUTEJIBHOT'O IMUCATeJNs, HO
ceréaHa Tebé nydlle 4UTATh 3OLLEHKO, Wibda u
l'IeTpOBa..._

IIa Hy, MHe 3TO BC& HaJoe&llo.

A TH KJacCUYECKYIO MY3BIKY JIOOUIIE?

Io6110.

Torpa mowaém B 3all YallkOBCKOTro. CerdaHsA BeYepoOM
OyayT urpaTs Baxa, BeTx6BeHa 1 MollapTa.

BO CKOJILKO HauyUH&eTCcA?

B 7 4acds.

HoroBopunucs. I[lotaém.

Hi, Anton. How are you doing?

Don’t even ask.-I'm-upset-today.—- -~

What’s that you’re reading there?
Dostoevsky.

What specifically?

Crime and Punishment.

That’s why you’re upset.

Thanks for the information.



32

Sasha:  Oh, come on, don’t get insulted! I like that wonderful and amazing
author very much, but today it would be better for you to read
Zoshchenko, IIf and Petrov...

Anton:  Oh, I'm sick of all this.

Sasha: Do you like classical music?

Anton: Yes, I do.

Sasha:  Then let’s go to the Chaikovsky Concert Hall. This evening they are
going to play Bach, Beethoven, and Mozart.

Anton:  What time does it start?

Sasha: At 7 o’clock.

Anton:  It’s adeal. Let’s go.)

The exchanges in dialogues occur between imaginary, one-dimensional
characters: Anton is a caricature of a cranky lover of the arts, immediately soothed by
the idea of a concert. These “people”, their lives and situations are not real nor
necessarily relevant to students. To make matters worse, the characters do unnatural
things: they leap from topic to topic in a senseless way and change their moods and

attitudes at the drop of a hat. In other words, the characters behave unnaturally. This is

done in the name of providing examples of specific grammatical and lexical forms in the
shortest possible span of time.

How can these problems be remedied? One way is to use authentic texts and
dialogues instead of the canned text provided by most textbooks. Unfortunately, most
authentic texts, even those which target Russian children (and which are probably not
interesting to college students anyway) are so far beyond the level of the beginner that

they cannot be used as the main reading comprehension exercises. While it is valuable
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to occasionally present students with reading material above their level, to do so
regularly would not be wise; see the section on reading (5.8) for more details.

Another approach involves adapting existing literature to the reading level of the
students. This approach is taken by Jones and Sidwell (1986) in the beginning text
Reading Latin. This book presents Roman plays and speeches from the very beginning.
At first, the texts are highly simplified, but they become more faithful to the original as
students gain proficiency. Summaries in English are provided to give students
background information to help them fill in the details. This approach allows students to
learn about the literature and other arts of the target culture, in the target language, even
before their reading level allows them to the read the originals.

The intent of the communicative approach is to provide students relevant with
topics to discuss. Underwood (1984) feels that if students are talking about their real
lives, about topics like school, work, family, friends, plans, etc., their interest in
conversation will reduce the number of times they will have to repeat a linguistic unit in
order to acquire it. But, he continues, every sentence they speak should be true and
sensible and in the context of the conversation. However, sometimes students are
unwilling to discuss their lives for personal reasons. In such cases, they can pretend to

be someone else. Even this can provide a basis for-nearly-authentic conversation.

However, there is no need to dispose with the idea of the pre-constructed
dialogue or text entirely. There are ways to make even the above example from Clark
more communicative. One way of doing this is providing more .context for the
dialogues. Who exactly are these people? What is their relationship? How long have
they known each other? What interests do they have in common? Why does Sasha ask
“What’s that you’re reading there?” when Anton quips, “I'm upset today”? Why is

Dostoevsky a bad reading choice for Anton, especially today? Students can be asked to
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imagine the situation and discuss possible answers to these questions in class, in
Russian. A picture (even something as simple as the sketch provided with this dialogue
in the Clark book) can help to clarify some of these questions. Even an unnatural
dialogue can become more realistic when students use their imaginations to provide this
unknown information. They might compare the characters in the story to people they
know, or they could rewrite the dialogue and share it with the class. Such exercises
have no right or wrong answers, only more and less likely ones, and students can
discuss which ones are the most appropriate and natural.

Part of the naturalness of communicative language learning stems from the fact
that students are not asked to simply manipulate grammatical forms and lexical items.
Instead, they are asked to achieve communicative goals, whether that is understanding
what someone else is saying, expressing themselves, or interpreting a situation. While
they are using grammar and lexicon to achieve these goals, it is not the manipulation of
the tools of language which is the focus; rather, it is the result of those manipulations.

Another important aspect of naturalness is allowing interlocutors to continue
with their conversation, regardless of miscommunications, misunderstandings, and
other factofs which may lead to starts and stops in the conversation. Such breaks are

part of natural conversation, and learning to negotiate. around-these breakdowns is part

of communicating. Instructions must therefore use caution in correcting student errors
during such exchanges. If the student speakers fail to understand each other due to
serious errors, this provides them with the opportunity to negotiate around the
breakdown. If the instructor deems that failure to correct a serious error would
represent a serious disservice to the student (and such decisions must be made by
individual instructors on a case-by-case basis), such correction may be provided at the

natural conclusion of the conversation. This “hands-off” approach on the part of the
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instructor should lead to students feeling more comfortable in their discussions,
allowing them concentrate on the conversations rather than worry about whether the
instructor will interrupt with corrections.

1.5.2.1 Situated Learning

Situated learning means practicing and using skills in an authentic contexts or
settings (Winn, 1993). Thus, for language learning, the situations and contexts
provided as a basis for conversation should approximate the real world as much as
possible.

This is obviously more easily said than done. The American college classroom
is not a farmer’s market in Moscow, and it is not filled with native speakers of Russian.
In general, the only people to whom students can speak in the classroom is other
beginning speakers of Russian and the teacher. Therefore, students must use each other
as tools for learning the language. Students will prepare for these interactions through
exercises presented in the electronic textbook in order that they need not appear in class
unprepared. The role of the instructor in this case is that of a resource, to be called upon
when the situated learning setting experiences a breakdown.

The electronic textbook used over a network will provide students with

additional opportunities to use the Russian language.in-an.authentic, situated way. They

will be able to communicate with each other, as well as their instructor, and even with
native speakers of Russian using electronic mail, chat channels, or MOOs and MUDs
(Multiple User Object-Oriented Domains). (More information about such approaches
can be found in section 2.4.1.3.2). Such environments represent another type of
situated learning. Indeed, as computer-based conversations become a bigger and more
important part of our everyday lives, students may find themselves actually

communicating with native speakers of the target language (not to mention each other) in
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this way on a regular basis. There need not be anything artificial about these
interactions. Students may ask each other, in Russian, the sorts of questions they might
pose to one another in real life. For example, they might discuss homework
assignments or what they did over the weekend, for example.

Chun (1994) reports that first-year students of German engage in very natural
language behavior using electronic mail as a communication medium: they ask
questions, give feedback, request necessary clarifications, and open and close
conversations in appropriate ways. Even students who are unwilling to speak in the
classroom participate wholeheartedly in the exchanges, providing them with
communicative practice which they would not otherwise have had. In Chun’s studies,
the instructor played a very small role in these discussions, generally not participating
actively unless brought into the discussion by a student, and not correcting the students’
output. Thus, the majority of the interactions were initiated and maintained by the
students, an encouraging sign. The students built the sorts of bonds necessary for good
interactions, which Brown and Duguid (1993) stress as an important factor in successful
situated learning.

The computer can assist students in these conversations as well. For example,

students who find it difficult to find-topics-to-diseuss-could request topics or cues from

the computer. (This idea is based an in-class technique suggested by Bragger, 1985).
The conversation could start along the lines of “Greet each other,” and continue with
questions such as “What did you do last night?” Role playing activities could even be
encouraged. For example, in a unit on shopping, the computer could prompt students
with a picture of a department store and provide native-language cues such as “Ask the
salesperson if they have any warm hats,” “Ask if they have any colors besides the ones

you see,” and “Say that you prefer a certain color of hat, ” etc. This should encourage
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the type of open-ended, free conversation of the type which students should be capable.
The students could even choose from a list of topics, perhaps based on the one provided
by Benevento (1984; see Appendix A). The available topics may should be appropriate
to the students level and varied in scope and topic, since students will encounter a
variety of situations in real life and should have experience with as many of them as
possible.

While these interactions using the computer may be text-based, the capability for
live video feeds between individual students sitting at their computers already exists;
thus these conversations could be verbal instead. However, as Chun’s results suggest,
the text-based format gives students me.o privacy and anonymity, prompting shyer
students to take more risks than they would were they speaking face-to-face. Given the
encouraging results of Chun’s study and the capacity of the computer to provide help
when needed, it seems only natural for the electronic textbook to provide such
opportunities for free conversational exchanges.

However, it is not sufficient for students to learn how to interact in these
situations, no matter how close to reality they come. They must also leam to transfer
what they know from one situation to another--to decontextualize what they have learned

and apply it in new contexts (Laurillard, 1991).—-Just because- students can manage

exchanges in which they buy loaves of bread does not necessarily mean that they can
communicate that they would like to know the price of a couch and be able to understand
the price when it is quoted to them. A variety of situations, not just the ones presented
in the reading texts, dialogues, and other materials in the text, must be exercised. This
is true when using any kind of text; it is not a problem unique to the electronic textbook.
Instructors must still try to expand upon the materials presented in the electronic

textbook, as they have always been free to do with traditional materials. In addition,
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Laurillard warns that the decontextualization of knowledge must be gradual, so that
students can continue to understand what is going on even when moving to another
context. The electronic textbook could begin some of that decontextualization by giving
the learner multiple contexts to consider before entering the interactive environment of
the classroom.

Unfortunately, no matter how well we imitate real-life exchangés in the
classroom or on the computer, Laurillard (1991) points out that the situation is still
artificial. The concemns of the student are different in the classroom than in real life,
because the goals are not the same in the two situations. In real life, students are trying
to communicate what they need to survive, while in class, they may be trying to impress
the teacher or attempting not to avoid embarrassment before their fellow students. But
an approximation of real conversation is better than no attempt at conversation at all, and
sometimes conversations which start out as imaginary develop into real ones.

The main role of the electronic textbook is to use the student’s homework time to
prepare for in-class communicative activities. But, to imagine a time further into the
future, virtual reality may bring the student closer to actual situated learning. Imagine
that a student could walk down a simulated Moscow street, enter a simulated shop, and

buy a simulated loaf of bread, -all-the -while engaging -in meaningful exchanges in

Russian. This would be a true situated learning situation, an ideal way to exercise and
test a student's skills. However, it is still somewhat beyond our technical reach.
1.5.3 Communication and Comprehension

As discussed above, in order for communication to occur, people must have
something to talk about and a reason to talk about it. During real conversations,
interlocutors have two duties: to ask for information and to receive it. After all,

communication requires that one speaker extract unknown information from another
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speaker. Hence the value of communication gap exercises, in which one student must
get information from another student (Stevick, 1984). The computer can help learners
prepare for such activities.

Clearly, for communication to happen, students must learn to comprehend what
others are saying. Students must learn both to produce questions and to listen for the
appropriate information which contains the answer to the question. This is somewhat
different from the typical listening comprehension exercise, where a text is read aloud
and the student is asked to extract some item of information from it. Listening
comprehension exercises, while certainly a valuable exercise, do not require students to
take an active part in the discussion, only to understand it. But if the student is required
to ask questions and understand the answers, the activity is suddenly more complicated-
-and more natural. The exercises suggested here take that skill one step further. They
help students develop the skills to manage the interchange of natural conversation. At
this point, such skills can only be developed with the participation of other human
beings, whether face-to-face or through the intermediary of the computer.

1.5.4 Other Aspects of Communicative Language Learning
In his discussion of communicative language learning on the computer,

Underwood presents a list of ingredients-which-make up the heart of communicative

language learning. These include the points already mentioned above. However,
Underwood also stresses the importance of avoiding the learner’s native language as
well as the explicit presentation of grammar. He also makes suggestions regarding the
viability of cuing unconstrained natural input.

One commonly-cited requirement of communicative language learning is that the
target language be used exclusively, to the exclusion of the students’ native tongue.

However, there are clearly times when the use of the native language is necessary. For
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example, if instructions for the exercises--especially if the exercise type is unfamiliar--
are presented in Russian, students may be unsure about how to approach the
assignment, causing frustration and perhaps even a failure to perform the exercise at all.
In addition, sometimes concepts and lexical items can be more quickly and efficiently
explained in the native language. Underwood’s general concemn is well-taken: learning
to read instructions in Russian is a valuable skill, and Russian should be used wherever
possible. However, when an explanation in English will get the job done more quickly,
clearly and efficiently, there is no reason not to use it, and to use it without guilt that
somehow the student is being cheated of a learning opportunity (Burling, 1983).
Communicative language learning also stresses that grammatical explanations not
be presented explicitly. However, Underwood does admit that grammar explanations
should be made available to students, should they desire them; his main concern is that
students should not be forced to read lengthy grammatical explanations. The electronic
textbook will allow students to experiment with different approaches to the way they
learn grammar, allowing them to decide whether grammatical explanations are useful for
them. Further discussion on this topic may be found in the section on grammar (5.4).
Underwood (1984) has great expectations for the computer as ‘a tool in

computer-assisted language learning.— He- expects the computer not only to cue

unconstrained natural input (as in an adventure game), but also to respond to it
appropriately in some cases. Unfortunately, this expectation is unrealistic, given the
state of current technology. Much of the student’s input may be degenerate, making it
extremely difficult for the computer to make reliable checks for grammatical correctness,
not to mention semantic correctness, even given the most advanced parsers currently in
existence for any language 1If the computer is not involved in checking the response at

all, then it must be checked by a human being--either the student must compare it to a
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pre-stored answer, or it must be sent on to the instructor for evaiuation. Since students
are known not to be very proficient at finding and correcting their own errors, even
given a comrect answer (as was mentioned in the discussion about the language
laboratory in section 1.5.1), unconstrained natural input must be sent on to the human
instructor for correction. This is not necessarily a drawback, as it keeps the instructor
involved in the homework process, reconfirming the importance of the teacher. All in
all, instructor involvement in the correction of free-response exercises is the better
option both technologically and educationally. However, constrained natural input can
be checked by the computer, and techniques to achieve this end will be discussed in
more detail in section 2.5.5.

Communication is certainly at the heart of what we expect language learners to
be capable. However, the computer by itself cannot communicate with students, at least
not with the technologies currently available. Artificially intelligent programs which
would allow students to have a real conversation with the computer are still in the future,
although other programs certainly achieve such ends to a limited extent. These
programs (outlined by Underwood, 1987) include ELIZA, which asks students about
their personal problems, analyst-style; FAMILIA, which gets students to discuss their
families; and Winograd’s SHRDLUY-and -the -MIT--Athena—programs, which allow

students to manipulate objects in limited worlds by typing in full sentences. The fact is,
most computer-based conversation programs, unless they directly link humans to other
humans, such as electronic mail conversations or interactions within a multiple-user
object oriented domain (MUD), are not particularly good at facilitating the development
of communicative abilities. The strengths of these various types of simulations are
discussed in section 2.4.1.3, and their place in developing the writing skill is considered

in section 4.9.4,
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1.5.5 Preparing to Communicate

For communicative language learning to be successful, students need more than
topics to discuss. They also need the language skills with which to discuss them.
Communicative language learning, while it should be the main focus of in-class
activities, can only take place if the students have some control of these basic skills. As
Bragger (1985) stresses, learning sessions must have a skill-learning component as well
as a skill-practicing component. The electronic textbook is principally intended to
prepare students for communication by presenting and exercising new vocabulary and
grammatical concepts, as well as the cultural contexts in which language occurs. That
is, it is intended to address skill-learning. However, the skill-practicing part of learning
requires communicative work, and thus must take place primarily in the classroom. The
following sections will explore the use of the electronic textbook for skill-learning as a
pre-requisite for skill-practicing in the classroom.
1.5.5.1 Teaching Grammar and Communicative Learning

An overly strong emphasis on communication has often resulted in ignoring
grammar teaching entirely. But as Douglas (1991) points out, grammar is a tool which
is necessary for communication. In section 1.5.3, we saw that inductive learning of

syntax and morphology can cause the student to formulate incorrect or incomplete rules,

resulting in a lack of accuracy, which becomes a increasingly great cause for concern as
the student progresses. Therefore, even in a strongly communicatively based course,
grammar must be addressed to some extent.

In theory, textbooks are designed around a particular kind of syllabus. One type
of syllabus is the structural syllabus, where each unit addresses a set of grammatical
structures. On the other hand, the units of a thematic syllabus focus on themes, such as

school, family, or shopping. Functional syllabi are organized by different sorts of
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expressions, such as greetings, asking for information, or apologizing. In thematic and
functional syllabi, grammar is presented as the themes or functions require it; the order
of grammar presentation is secondary to the main thrust of the syllabus.

In practice, most textbooks combine aspects of all sorts of syllabi. Most
textbooks present simple structures, such as regular verbs and the most common case
forms, before presenting less common irregular verbs and the oblique cases of nominals
later on. Many textbooks address themes by providing units where topics such as food,
hobbies, or work are discussed. Functions are usually addressed in the very first
leséon, where greetings are taught. Byrnes (1988) suggests that this mix of syllabus
types is necessary for adults. She suggests a functional approach, but notes the
importance of the structural approach for adult learners: “since adults tend to learn
analytically and systemically, a [wholly] functional syllabus deprives them of a major
learning strategy” (p. 33).

The electronic textbook will incorporate aspects of all of these types of syllabi,
but its main focus will be the structural approach; it will present simpler, regular forms
of the grammar, morphology and pronunciation before exposing learners to more
challenging ones. However, it will also present functions, such as greetings, and

themes, such as university life, -as-necessary-to keep communicative learning viable.

After all, as Stevick (1984) points out, students cannot do much with the language if
they just have some phonology, syntax and lexical items. They need something relevant
to do with it, something real to talk about. So while the textbook will be as structurally-
based as possible, a great number of departures to functional and thematic approaches
will be made to facilitate communication.

Grammar should be taught meaningfully, in a way which contributes to

communication. Therefore, the grammatical points presented in any given lesson must



fit in well with the overall theme of that lesson. In addition, the textbook must avoid
overwhelming students with too many grammatical forms at one time. Only the forms
necessary to the themes of the unit should be presented (Benevento, 1984) and
subsequently used in a meaningful, communicative manner.
1.5.5.2 The Importance of Context
One of the perennial complaints about the teaching and drilling of grammar is
that the exercises often make no use of the context which would make the grammar
meaningful. Compare the two examples (adapted from an example from Byrnes) below:
a. Instructions: Replace the subject with a pronoun

[I8Tp u3y4aeT MaTeMaTHUKY. U3ydaeT MaTeMaTUuKY.

(Peter studies mathematics. He studies mathematics.)
b. Instructions: Fill in an appropriate pronoun.
3To Moit 6paT [IETp. ___ u3y4aeT MaTeMaTUKy.
(This is my brother Peter. He studies mathematics.)
In example (a), the second sentence does not follow logically from the first sentence.
Yet this is precisely the type of pronoun drill we often ask students to perform. The
example in (b) asks the student to perform precisely the same task, yet the exercise is

much more meaningful. The student must read.the entire first sentence (instead of just

looking at the subject, as is the case in the first example). The pronoun which the
student fills in actually has a referent: “my brother Peter.”

Context carried throughout exercises also results in a more communicative
effect. But again, as Bragger (1985) points out, most textbook exercises arbitrarily skip
from one topic to another. Take this example from Clark’s Russian (p. 205):

1. ‘BoT BopA. VIHTepécHo, Kyna OH (is walking)?

2. Mou poanTenu He AWOAT (to fly).
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3. --Bm 4acTo (drive) Ha YUépHOEe Mope?
--HeT, 1 HUKOIr & He (drive) Ty O4.
(1. There’s Borya. I wonder where he is going?
2. My parents don’t like to fly.
3. --Do you go to the Black Sea often?
--No, I never go there.)

Students need not even pay attention to the semantic content of the sentences
used in such exercises, since it generally does not affect whether they get the exercise
right (Dakin, 1973). This is a dissatisfaction of many teachers with existing textbooks,
according to Benevento. These exercises do not allow students to improve their reading
comprehension as they work on their grammar. But if the individual problems in an
exercise follow the logical flow of a normal conversation, such as in the exercise given
below, students will be compelled to follow the storyline as well as fill in the blanks.

--BoT Bopsa. VIHTepecHo, KyZna OH (is walking)?

--HaBepHo, B rapax. Benr oH TaM (works).

--1a, (I know). Ho 5 (thought), 4TO OH OBLIYHO (drives) TyHa.

--Ia, HO CEeroAHs YTPOM €ro XeHa W WUX coceaka (drove) B

adpOTIOPT. S

-~-IToyemy?

--TloToMy 4TO cocenka (is flying) B Omeccy.
--TloyeMy ux coceaka He (go) moe3ngoM B Omeccy?
--IIoOTOMY 4TO OHa (is afraid of traveling) I0€30M.
--IlpaBaa? A 4 (am afraid of flying)!

(--There’s Borya. I wonder where he’s going?

--Probably to the garage. After all, he works there.
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--Yes, [ know. But I thought that he usually drove there.

--Yes, but this morning his wife and their neighbor drove to the airport.
--Why?

--Because their neighbor is flying to Odessa?

--Why doesn’t she take the train to Odessa?

--Because she’s afraid of taking the train.

--Really? I'm afraid of flying!)

Bragger suggests that non-meaningful drills may fail precisely because of the
non-sequiturs between individual sentences in the drill. He writes: “Perhaps one of the
reasons why students do not answer our questions or follow along easily in exercises is
that we are asking them to do something that is simply not a normal process for the
human mind.” This is a valid point. Non-sequiturs are difficult to follow even in our
native languages; why do we expect that students of a foreign language to follow them?
Other researchers (Robinson et al., for instance) have found that context helps students
learn new grammatical forms and lexical items, so it is reasonable that context, even in
basic grammatical exercises, would also be helpful.

The theory suggested above (that exercises done within the context of storylines

are more effective than those done-with random-sentences) could be tested with the

electronic textbook. That is, the performance of groups of students working with
exercises of each type could be compared. In addition, a study could be conducted to
determine whether such contextualized exercises serve as a vocabulary review as well as
a drill of verbal forms.
1.5.5.3 The Importance of Extra-linguistic Information

The electronic textbook will be particularly useful for brin_ging non-written

information (such as sounds and pictures) into the mainstream of language education.
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Currently, audio material is provided to students in the form of cassette tapes and is
intended for their independent use. But unless there is a lab workbook which allows
students to provide a written record of their work, it is very simple for students to avoid
using the audio materials altogether. Pictures are generally not used as an important part
of homework exercises either. The reasons for this are clear. Even black and white
pictures can be costly to include as part of a textbook, and they take up a lot of space,
making them impractical as a basis for homework assignments.

While the importance of the presence of illustrations in textbooks cannot be
denied, they can give only minimal information about the target culture or other extra-
linguistic information. They cannot show the body language people use when they
speak, for example. Nor do they clearly show the background setting for the speakers.
For these reasons, some instructors have used videotape to provide this context.

Computers can incorporate visual, aural and textual materials in a way that no
other medium has been able to achieve in the past. Since all these materials are
integrated together in the textbook, the extra-linguistic materials are no longer
“supplementary” and new exercise types are made possible. For example, students
might see a picture of a girl eating an apple and hear (or see) the question “What is

2

Masha doing?” eliciting the answer-“‘She-is-eating-an-apple-*—Similarly, the question

“How does Masha get to work?” could be answered with “She goes by car” if the
prompt is the sound of a car driving along. (The idea for using sounds as cues comes
from Dakin, 1973.) A variety of exercises of this type are planned as part of the
electronic textbook.

Other researchers and educators have proposed a variety of creative ways to use
visual and aural materials, and many of these would be appropriate for the electronic

textbook. For example, Mosback (1990) suggests using pictures, instead of text, to
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present the new lexical items in a unit. In addition, he proposes tasks which ask
students to listen to a text and then perform a task. For instance, if the text concerned a
trip around town with stops at various stores, students would trace the route on a map
on the screen. Or, if the text described the location of objects in a room, students could
be asked to move those objects into their places.

Grammarland, described by Higgins & Johns (1984), is a microworld in which
students move stick figures through the rooms of a house. (Microworlds will be
discussed in greater detail in section 2.4.1.3.1.) The figures are moved when students
enter correct sentences which constitute a command, or get information about the
location of the characters by asking the computer:

Computer: Is Mary here?

Student: No.

Computer: I agree.

Student: Where is Mary?

Computer: In the kitchen.

Student: Bring Mary in.

Computer: OK.... (p. 76)

This type of exercise is particularly-exciting;-because-student-input actually affects the

appearance of the picture on the screen.

The exercises discussed above demonstrate the variety which can be achieved
when the computer is used to its best advantage. They all have one thing in common:
they use the computer to facilitate communicative learning.

1.6 The Characteristics, Roles and Responsibilities of Learners
In the preceding sections, the structure and use of the textbook were discussed.

Now we will turn to the characteristics, roles and responsibilities of the learners using
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the textbook. A variety of learning styles will be discussed, followed by some ideas
about how to involve the learner in the educational process, and finally, some ways to
help the student learn.

1.6.1 Learning Styles

It is a generally accepted fact that people learn in different ways. Therefore, it is
necessary that the electronic textbook provide a variety of materials which accommodate
the strengths and weaknesses of a wide range of students.

A learning style refers to the way the mind of an individual operates while
engaging in some kind of thought process or other intellectual activity. The idea is that
each of us has a natural disposition towards certain ways of thinking and reasoning.
The most commonly cited learning styles (given variously by Hadley, 1993; Shrum and
Glison, 1993; Naiman, Frohlich, Stern and Todesco, 1978; Omaggio & Birckbichler,
1977) include:

* sensory styles (visual, written, listening, activity)

» field-independence and field-dependence

* broad and narrow categorizing

» analytical and global thinking

* flexibility e

* cooperativeness and competitiveness
Unfortunately, there seem to be as many sets of learning style characteristics as there are
researchers exploring them. Since there is no one commonly accepted, well-defined list
of cognitive styles, only the most commonly discussed ones (mentioned above) will be
explored here. It is important to keep in mind, too, that the oppositions given above
represent a continuum. That is, it is inaccurate to say that a given learner is a visual

learner as opposed to being an activity learner. A person might be strongly visual, while
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at the same time strongly disposed towards activity learning, while another might be
strongly visual and less comfortable with activity learning. Some people are strongly
field-independent, while the cognitive disposition of others might be termed weakly
field-independent. Tendencies, not absolutes, are the center of discussion here.
1.6.1.1 Sensory styles

One of the most commonly discussed learning style distinctions is sensory style.
These are the learning styles which rely on the senses of vision, hearing and touch. The
Edmonds Learning Style Identification Exercise (ELSIE) was built to identify the
strengths and weaknesses of individuals in the four major sensory styles: visualization,
written word, listening and activity (Reinert, 1976). In the test, students hear a set of
fifty words and must indicate their reaction to each word. Some students visualize the
concept, activity or object associated with the word, others see it in their minds as it
would be written, still others have no additional reaction beyond hearing the word, and
the rest experience a physical or emotional reaction to the word.

Certain types of learning materials are more appropriate for some students than
others, depending on their individual learning styles. For example, a student who is
weak in the listening area will have trouble learning from purely auditory input.

Similarly, learners weak in the written-style- may-not-benefit-frem the use of a written

presentation accompanying a listening text, while learners who are strongly disposed
towards the written word might be well served by such a presentation. And activity
learners, who feel a physical or emotional reaction to words and may often be seen
doodling or taking copious notes in class, may benefit from a computer-based approach
that forces them to press a key or click the mouse on a regular basis, because this will
keep them physically involved. And visual learners will certainly benefit from the fact

that computers can provide images much more readily than can a paper-based textbook.
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1.6.1.2 Field Independence and Field Dependence

Another widely discussed and researched learning style is that of field-
dependence versus field independence. Field-independent learners are characterized by
their ability to distinguish a concept from its context, generalize ideas and easily transfer
them to another environment. Field-dependent learners, on the other hand, tend to view
such information as a whole and may have trouble extracting main ideas from the
details. They may be distracted by the widespread use of unknown features in the target
language, to the point that they will not be able to attend to the known features (Naiman,
Frohlich, Stern and Todesco, 1978). The Group Embedded Figures Test (Oltman,
Raskin and Witkin, 1993, cited by Hadley, 1993) and the Hidden Figures Test (used by
Naiman, Frohlich, Stern and Todesco in their 1978 study) can both be used to measure
of the degree of field independence of an individual.

Bialystok and Frohlich (1978), among others, have shown field-independence to
be a positive factor in foreign language aptitude. This is because field-independence
correlates with better learning and demonstration of the knowledge of grammar and
other formalized knowledge types (Raschio & Lange, 1984; Hansen & Stansfield,
1981). It appears, then, that traditional teaching and testing of grammar and other

analytical skills favors field-independent language-learners.—That is, these learners

appear to be more successful than their field-dependent counterparts due to the fact that
success in language education is often measured on the basis of grammatical accuracy.
For educational materials to benefit field-dependent learners, then, a greater variety of
approaches to grammar teaching must be implemented. The important grammar points
need to be more clearly set forth to such learners. In addition, exercises which show
these learners how to use the grammatical points in a wide variety of contexts need to

presented.
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1.6.1.3 Narrow and Broad Categorizers

This categorization refers to the clarity of detail perceived and used by an
individual. A broad categorizer constructs rules which allow a large number of
examples to be explained by one rule. A narrow categorizer, however, will construct
rules which can only account for a few pieces of data.

Naiman, Frohlich, Stern and Todesco hypothesized that a good language learner
would be neither a broad nor a narrow categorizer, but would fall somewhere between
the two extremes. The broad categorizer would tend to overgeneralize about rules and
overapply them, while the narrow categorizer would have so many rules to deal with
that applying them properly would be extremely difficult. They predicted that narrow
categorizers confronted with unknown structures would be more likely to substitute
another, known structure in its place. This hypothesis was borne out in their study.

This distinction may be related to the phenomenon called “Leveling-Sharpening”
by Shrum and Glison. People who level tend to blur similar memories, while those
who sharpen keep the distinction between memories more clear. It seems reasonable to
assume that broad categorizing and leveling are closely related traits, if not just different
aspects of the same trait. The same could be said for narrow categorizing and

sharpening. Careful presentation and-exercising of materials-is-important for the success

of both types of learners.
1.6.1.4 Analytical and Global Thinkers

Another continuum of learning style refers to the systematicity of a learner’s
approach. Analytic learners are very methodical. They do well learning grammar
details, would rather look for words in a dictionary than guess them from context, and
may not do well in communicative exercise situations. On the other hand, global

learners are more comfortable skipping from the understanding of parts to a conception
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of the whole. They are less successful at learning grammar, but they are comfortable
with guessing strategies and prefer communicative practice. Global learners work in a
more intuitive and random manner than do the analytical thinkers, who may be much
more deliberate in their thought processes. The effects of these traits seem to hold much
in common with a learner’s tolerance for ambiguity, another often-mentioned learning
style. A person with a high tolerance for ambiguity deals with uncertainty well.
Therefore, this sort of person would not be overly concerned about not understanding
everything which occurs in the language classroom. However, someone with a low
tolerance for ambiguity may be made nervous or frustrated by too many difficulties or
unknown factors. Thus, learners with a high tolerance for ambiguity are more able to
cope with the constant incompleteness that accompanies learning a foreign language,
while others with a lower threshold may be more prone to drop the class.

Both styles have the potential to provide constructive tools to learners. Global
thinkers, and those with a high tolerance for ambiguity will take much more quickly to
learning techniques which ask them to make guesses, and this tendency will serve them
well when faced with new words and concepts. On the other hand, the analytical
thinker will be much more adept at using rules and organizing concepts. The electronic

textbook must provide both types-of-learner -with-the oppertunity to use the skills in

which they are strong, while encouraging them to learn to think in the manner to which
they are not accustoined.
1.6.1.5 Flexibility

Flexible people can think of a number of answers to a question or a variety of
ways to solve a problem, while inflexible thinkers usually have only one answer to a
question. Another learning style mentioned by Shrum and Glison which may be related

to flexibility refers to the student’s orientation to closure. Students who feel a need for
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completion or closure in their learning activities be frustrated by open-ended
conversations. “Open learners”, who are more tolerant of this lack of closure, are better
at using effective language learning strategies and learn more by osmosis. Flexible and
open learners should be encouraged to share their ideas with their less flexible
counterparts, so that everyone can benefit from seeing the different ways of thinking
about various topics.
1.6.1.6 Competition and Cooperation

This distinction involves the desire for cooperation as opposed to competition.
Some learners prefer to cooperate with their fellow students, while others feel a need to
compete with them. Shrum and Glison suggest that it may be that the American
educational system fosters competition more than it does cooperation, which may be
detrimental to learners who learn by cooperation. Competition can foster feelings of
anxiety, guilt, fear of failure, and other negative reactions, while cooperative learning
can raise esteem and perhaps even improve the student’s use of cognitive strategies.

The communicative classroom relies on cooperation between learners for its
success. Competitive learners may have to learn to work better with their fellow
students to achieve these goals. However, the needs of competitive students should not

be ignored. For them, competition-may foster motivation. Allowing competitive

students to compare their scores with those of their peers (anonymously and at the
discretion of each individual) can provide this motivation with no negative effect on
students who are less competitive.
1.6.1.7 The Effect of Learning Styles on Language Teaching

Given the importance and the widespread effects of cognitive styles on our
students, perhaps a series of tests to diagnose learning styles (such as ELSIE, the

Swassing-Barbe Modalities Index or other instruments) should be administered at the
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beginning of the course of study. The tests could be created or adapted so that they
could be presented on the computer, just like the rest of the course. Then the electronic
could present appropriate materials on the basis of those results.

However, Naiman, Fréhlich, Stern and Todesco found that the results of tests
intended to measure cognitive strengths sometimes provided a less reliable predictor of a
student’s language learning success than did interviews with the students or their
teachers. A number of explanations could account for this. It could be that the tests did
not actually measure the traits they were intended to evaluate. Or perhaps the testing
environment was sufficiently different from a true learning environment that the
students’ reactions were altered.

The study concluded that the language learning task is of such complexity that
knowledge of an individual’s cognitive strengths does not accurately predict how that
learner will perform. The authors conjectured that certain cogﬁitive styles, such as field
independence, may be crucial at more advanced levels, while other strengths may be
important at the beginning levels. But on the whole, it is difficult to predict how tests of
cognitive ability could best be used to provide appropriate materials.

Another drawback of presenting materials solely on the basis of a test is that it

undermines the control that the students have over-their- educational experience. In

addition, administering such evaluation measures is a time-consuming process, and their
appropriateness in a classroom atmosphere (as opposed to in a research environment) is
questionable. Given these difficulties, it seems reasonable to give students control over
their educational choices. After all, most students are capable of learning through
several different modes of presentation (LaReau & Vockell, 1989). Thus, it is not
necessary to limit them to just one mode of presentation, just because a test or interview

indicated that it would be the best approach for them. Allowing students to choose from
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a variety of approaches may also help keep their interest high as they explore different
'ways of learning.

No matter which traits individual students possess, it is important to give them
the opportunity to “learn to learn” in a variety of situations. They should use exercises
which allow them to exploit their natural abilities, but they should also be exposed to
those which prove more challenging for their talents. For example, a competitive learner
may not initially learn well in a cooperative environment which stresses communication;
however, without being forced into such a cooperative situation that learner may never
otherwise learn good communication skills.

Thus, while it is important to keep in mind all the learner style types when
creating a battery of exercises for the electronic textbook, learners need not always be
exposed to the types of exercises which fit best with their styles. Exposure to activities
not suited to their cognitive disposition may help boost their success in the use of that
style. As students use different types of exercises, they will discover which ones they
find the most useful, and it is to be hoped that they will gravitate towards those types
when they are given the choice.

Finally, Naiman, Fréhlich, Stern and Todesco suggest that one of the best ways

for students to learn better is to encourage them to-share their learning techniques and

experiences with each other. In the context of the electronic textbook, this could be

achieved through the use of electronic mail for communication, as suggested above.
1.6.2 Informing Students of Goals

Even more vital to student success than awareness of cognitive style is
awareness of goals. As Royer, Bates and Konold (1984) point out, a “common
complaint among students in every academic area especially at examination time, is that

they frequently do not know what they are expected to learn.” Students want and need
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to be aware of the goals which they are supposed to achieve. These goals must be
defined not only in the long term (“What do I need to know to pass the final? When I
have finished this quarter, what will I be able to do?”) but also in the short term (“What
will learning this particular skill allow me to do?” “How can I use this vocabulary in
conversation?”) Carter (1985) suggests that giving students a purpose for learning
isolated topics will boost their interest in those topics and make it more likely that they
will learn them. More specifically, the role those individual concepts play in the course
as a whole should be made clear. This, too, will serve to motivate the student.

Royer, Bates & Konold stress that students need to be constantly reminded of
learning goals. They should be informed about what it is they are supposed to learn,
how their learning will be evaluated, and what sort of performance is expected.
Overviews placed at the beginning of the lesson can provide such information. A few
existing textbooks present some kind of overview. For example, Pycckiuif 35K
A7 Bcex places examples of new structures to be learned at the beginning of each
lesson, albeit with no further information. And Russian: Face to Face gives
information about grammatical, communicative and functional goals at the beginning of
each lesson.

Students need not be informed-of--all-lesson—objectives at once. Steinberg

(1991b) states than when a large number of objectives are stated at one time, students
tend to ignore them. One reason for this may be that students are often eager to get
homework done, and reading an overview may not seem to be an important part of that.
Therefore, in order to make students aware of objectives, the full range of objectives
may be presented at the beginning of the lesson (as the textbooks mentioned above do),

and then individual goals repeated immediately before relevant exercises. For example,



58

if a particular unit of the textbook concerns the dative case, the following goals might be
given at the beginning of the lesson.

In this lesson, you will review the dative case, which you first learned in Unit

12. In addition, you will learn two new uses of the dative case. Specifically,

you will:

* Review the forms of pronouns in the dative case. You will demonstrate your
ability to form them correctly, and receive extra help if you have forgotten
them.

* Review the endings on nouns in the dative case. You will demonstrate your
ability to form them correctly and receive extra review if you need it.

* Review the endings on adjectives in the dative case. You will demonstrate
your ability to form them correctly. Extra review materials will be available if
you need them.

* Review the use of the dative case to mark indirect objects (He gave her the
book.) You will demonstrate your ability to create such sentences.

* Learn the use of the animate nouns in the dative case after the preposition K to
mean “to someone’s place” (She came fo my place. They went to the doctor.)

You will be able to recognize and create-similar sentences at the end of the

lesson.

* Learn to use impersonal constructions in sentences like “I am bored.” “We are
cold.” Both of these constructions use the dative case. (The Russian
construction for “I am bored” literally means “To me it is boring.”) Again,
you will be able to recognize and create sentences like these by the end of the

lesson.
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The goals presented above state what the student is expected to accomplish, not
what the program intends to teach them, as suggested by Dick and Carey (1990). In
addition, examples of the constructions which students will learn are provided
(Steinberg, 1991a). The goals refer to previously presented tasks, thereby encouraging
the integration new information with prior knowledge, just as constructivist theory
advises. Finally, assistance is promised, should it be needed.

Goals form part of communicative tasks as well. After all, the goal of a
conversation is for the participants to find out something from the others that they did
not know before. But in the classroom, conversations have another important goal as
well: using recently presented grammar, yocabulary, and cultural knowledge. Students
should be informed and periodically reminded of this goal. It might be helpful, for
example, to tell students which structures they should use in their conversation so that
they will take the opportunity to exercise them (Cohen, 1991). Similarly, when students
are asked to read, they should be reminded of relevant reading strategies.

Goal statements may also be accompanied by pictures and short demonstrations
of the skill to be learned, including spoken or written statements (Smith & Boyce,
1984). For instance, the indirect object use of the dative case could be illustrated by the

simple sentence “OHa Aajla eMy KHUTY”(*She gave himabook’) and this sentence

could be played for the student and accompanied by a still picture or a video clip

illustrating the scene. The pictures and sample sentences will be repeated just before the
topic is presented. Examples of how to work individual exercise types may be given as
well, just as in traditional textbooks, as in the following instance, taken from Clark:

B. OTBeThTe Ha BOIIPOCH.

O6pasér: --Brl MUCEMO yKé HallUCAIu?

--Ia, a1 eré "Hanucan(a).
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1. OH nuchbMa yx€ Halucamn? .
(B. Answer the questions.
Example:  “Did you already write the letter 7”
“Yes, I did.”

1. “Has he already written the letters?” ...)

Properly presented, goals serve as a guide, preparing students to learn new
material and to integrate it into what they already know. Giving students goals does not
in itself guarantee that they will learn the material which they need to know. However,
goal statements let students know exactly what requires their attention and help keep
them from spending time on less important tasks.

1.7  Motivating Students

Presenting students with goals and high-quality materials does not guarantee that
they will learn from them. This is particularly true for textbook materials, since they are
most often used by students working without supervision. Students may need extra
help in order to learn alone in an effective manner. In other words, they need to be
motivated to learn.

Students need to have the feeling that the time they spend doing homework or

sitting in class is useful. In other-words,-they-need-motivation. Steinberg (1991b)

asserts that motivation is provided by learning activities which are of the appropriate
difficulty and which provide a challenge. Appropriateness of presentation and difficulty
is especially important to keeping students motivated. If an exercise is too difficult or
too easy, students may become discouraged and stop working.

Feedback which rewards students with a short video or audio presentation for
good work has long been used as motivation in computer presentations. Such feedback

is often elaborate, using motion animation and sound, and is not always educational in
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nature. Students who play video games are accustomed to being rewarded with special
graphic and audio presentations when they play well, and educational programs have
followed this example. However, many students quickly lose interest in elaborate
motivational feedback in their educational materials, even to the point that the stimulus
which was supposed to be motivating turns out to be annoying--clearly the opposite
effect of the one desired. The lesson to be learned here is that motivational feedback
should be under the control of the user, who can turn it on and off or interrupt it as
desired. Sounds, video, animation, and other presentations which are not directly
related to the material to be learned have also been suggested as a way of gaining the
attention of learners (Smith & Boyce, 1984). The same caution exercised with their use
as feedback should be applied to their use as an attractor. After all, we do not want
these materials to distract the students’ attention.

It is perhaps the lack of motivation which has caused students to do poorly on
rote exercises in the past, suggests Steinberg (1991a). Additional motivation may be
necessary to motivate rote learning. Certainly the use of mnemonic devices, such as
those discussed in section 1.1.2, can transform the rote exercise into a more creative,
motivational activity.

Some learners may be motivated by game-like learning atmospheres. Awarding

points instead of tallying correct and incorrect answers is a simple way of implementing
this approach. For example, points can be given according to the number of tries the
student uses to get the problem right. 1000 points could be awarded for answering a
question correctly on the first try, 500 points for succeeding on the second attempt, and
so on. When students collect a sufficient number of points, they win the game, and they
move on to the next exercise. Another game approach involves a graphic display of

progress. The analogy of the game board could be used here: the learner’s marker
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begins at a start point and progresses towards the finish line with every correct answer
given. Higgins and Johns (1984) suggest a gambling format, in which students start
out with a set number of points and then wager them according to their certainty that
they have the correct answer to a problem. As they point out:

“...the act of making a wager shifts the attention of the player away from the

question ‘Is this the right answer?’ towards the question ‘How sure am I that

this is the right answer?” To bet successfully one has to make an objective
assessment of the nature of the task set (is it in fact clear-cut or might there be an

alternative answer?) and one’s linguistic resources for tackling it.” (p. 47)
Higgins and Johns suggest a wide variety of other game possibilities, asserting that such
approaches allow students to assess their progress as they work and give them
motivation for continuing.

However, there is little experimental proof that game approaches are beneficial to
college-age learners. Certainly they may be helpful for younger students, but it is
possible that even the suggestion of making an exercise into a game might be annoying
to older students. It could cause them to lose faith in the materials, attributing to them a
lack of seriousness. This would indeed short-circuit the intended motivational factor.

Humor may also motivate-students; but-it too-must be used with caution. First

of all, what is funny to one person may be considered boring or insulting by another.
Second, what might be funny in the community of the classroom atmosphere may not
translate well into the computer environment. And third, constant humor might become
tiring or trite. Thus, most developers of courseware suggest exercising extreme caution
in the use of humor, and others warn against using it entirely. Therefore, due to the
impossibility of predicting the effect of humor on all the groups using the electronic

textbook, its use will be avoided.
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Given the dangers of the various types of feedback discussed here, the only
reliable motivational approach is to ensure that exercises are of the appropriate difficulty
level for the target audience. As we have seen, there is a distinct possibility that adult
learners will find non-educational feedback annoying or insulting instead of
motivational. Thus, the electronic textbook must serve as a laboratory in this arena.
Learners will be allowed, in certain cases, to choose games or elaborate feedback, and
asked to give their reactions to these approaches, both in the short term (after one
exercise) and in the long term (after several weeks of having the option available). It
may be that such motivational factors may initially be attractive to students. However, it
is likely that they will lose their appeal over time.

This will not be the last discussion of feedback in this dissertation: the purpose
of this section was to examine non-educational feedback in light of its possible
motivational attributes. Feedback which serves to educate the student and point out
errors and areas for improvement will be explored in section 2.5.1.

1.8 The Role of the Instructor

So far in this chapter we have discussed materials and students. But where

does the instructor fit into all of this? The electronic textbook is not intended to eliminate

human instructors, nor can it be expeeted to do-so.—Rather;-it-will give teachers more

time to prepare and conduct communicative activities and to address the most serious
learning difficulties experienced by students.

Students want a teacher available to address specific problems (LaReau and
Vockell, 1989). In a survey of students who used a particular interactive videodisc
system for communicative language learning of English, 55% felt that they could learn
more from humans than computers (Scott, Jolly and O’Brien, 1989). In addition,

Steinberg (1991b) has found that computer-based courses which integrate a great deal of
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interpersonal interaction retain more students than computer-based courses which do not
provide this interaction. “In order for full course instruction to be successful,” writes
Wyles (1984, cited by Steinberg 1991b), “instructors have to understand the system and
be willing to serve as nurturants, advisors, and moderators between machine and
student.” Thus, while the electronic textbook can be used to extend the reach of a
teacher’s power to aid students.

Alessi and Trollip (1991) discuss the role of the instructor in computer-managed
instruction (CMI) systems. The electronic textbook will be one example of a CMI
system. The textbook will tell students what they need to do to keep up with the rest of
the class, and provide‘ the materials to allow them to achieve this end. CMI systems also
provide information to instructors about the progress of students. They can inform
teachers that certain students are having difﬁculty with a certain concept, based on their
performance using the materials. It can tell them how long students have been spending
on their homework assignments. It can provide information about the frequency with
which the student uses the computer. All of this data can help the instructor to aid
students.

One possible result of this approach is that some students will get help which

they would not have received before; because-it will-be much-easier for the instructor to

determine who needs help or encouragement. In addition, since the computer will be in
charge of grading more of the homework, the instructor should have extra time to work
with struggling students. In other words, the computer will become the first line of
defense against student difficulties, instead of the teacher. The teacher remains available
to address the most serious cases.

Corder (1988) points out that
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“The minimal irreducible and indispensable function of the teacher is to tell the
learner what is or is not an acceptable utterance. We can call this his monitoring
function. A learner cannot, in this sense, adequately monitor his own
performance, whether receptive or productive. If he could, he would be a native
speaker of the language!" (p. 124-3)
In other words, since the computer cannot currently perform all aspects of the
monitoring task (it cannot yet monitor spoken language, for instance), it is unreasonable
to expect teachers to disappear entirely from language learning. Teachers have other
advantages over the computer as well. They know what it is like to learn a foreign
language, having done it themselves. In addition, they know a great deal more about
their students than the computer ever could. They can talk to students about their
personal histories and take each student’s personality and attitude into account when
providing advice or assistance. For its part, the computer can only interpret the typed
input provided by a student, and therefore can respond only on the basis of that input
Thus, as LaReau and Vockell put it, “the computer is merely a tool to extend the
teacher’s capabilities.” While it can be used to replace the textbook, it cannot replace the

teacher, nor can it replace the other students. Human interaction is one of the main

purposes of foreign language learning.—Therefore, it must remain a large part of the

language learning process.



Chapter 2: Structuring the Textbook

In this chapter, the focus will turn to the roles and structures of the textbook
itself. First, we will examine the role of textbooks and computers in language learning.
Next, factors which make educational materials readable and usable will be considered.
Finally, we will turn to the principal student activities supported by the textbook:
introducing material, exercising that material, evaluating student work, and finally,
reviewing previously mastered concepts.
2.1 The Role of the Textbook in Learning

The textbook is the centerpiece around which most foreign language courses are
built. As a result, the way that a textbook is used plays a large role in defining the
curriculum. It must be designed to promote the goals of the course. However, while
conforming to these guidelines, the electronic textbook will differ substantially from the
traditional textbook. The ultimate goal of this dissertation is to explore the possibilities
which the textbook of the future presents. But first, we must define the functions of
textbooks in general.

P. Wright (1985), Bragger (1985), Benevento, (1984) and O’Neill (1982)

discuss what textbooks must do for their users. To summarize the important parts of

their arguments, textbooks must:

* Clearly present manageable amounts of well-organized material which is
central to the goals of the course;

* Adequately emphasize and exercise important concepts;

* Hold the interest of the leamer by presenting creatively designed, non-
repetitive materials;

» Contain information about the cultures which speak the target language;
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* Ensure that supplementary materials are timely, interesting and relevant to the

goals of the course as a whole.

* Serve as a reference work both during and after completion of the basic

course;

* Provide materials to allow students to both prepare in advance for lessons, as

well as catch up on missed units;

* Address not only the needs of the group, but also the needs of the individuals

within that group;

* Provide activities which can be adapted to the style of the class and of the

teacher;

* Encourage cooperation between students;

« Assist students in transferring the skills which they learn to the classroom and

the outside world.

The electronic textbook must fulfill these functions better than traditional
materials do if it is to become an accepted and productive part of education. The
following sections will consider the roles of the traditional textbook, the way the
electronic textbook will play those roles, and how this change will alter the way we

approach teaching, learning and evaluation. ——————————

2.1.1 The Role of the Computer in the Curriculum

The electronic textbook will be at the heart of the curriculum which employs it.
It will play a variety of roles, some of which have been traditionally played by
instructors, tutors, and supplementary materials.

Tasks often traditionally performed by instructors include presenting new
material, giving aural and written examples to illustrate that material, and evaluating

student performance. The electronic textbook will take over many of the more mundane
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tasks, such as grammar and vocabulary presentation, leaving the instructor free to
conduct more communicative tasks during increasingly limited available time in class.
The computer also has the capability to present a great number of illustrative examples.
It can also correct much of the written work performed by students.

Tutors perform a slightly different role than instructors, although most
instructors engage in tutoring activities to a certain extent. A tutor assesses the skills of
an individual and makes explanations and exercises available as needed. Weible (1987)
feels that the tutoring mode is the most appropriate use of the computer. The
individualization it provides brings the most troublesome portions of the instruction to
the forefront of the student’s attention, but allows students who do not require extra help
to proceed without this assistance. The computerized tutor can emulate human tutors by
giving students increasingly specific hints to guide them to the correct learning path
(Kamsteeg & Bierman, 1991). Since the computer can take over the grading of the most
straightforward exercises, human instructors can turn their attention to the
communicative tasks which they will conduct during contact time with their students.

The role of “supplementary” materials--such as audio and video--grew with the
availability of magnetic tape to record and present those materials. However, those

materials have often played a peripheral role;-and have been used largely outside of

class. The electronic textbook, however, integrates these various forms of instruction.

Students no longer need to have a textbook, a tape recorder, a VCR and television and
computer in order to do their work; all they need is the computer. Thus, the formerly
“supplementary” materials become a truly integral part of the new textbook.

Therefore, while the electronic textbook will be replacing the traditional paper

textbook, it will also take over some roles which have previously been filled by humans
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or by other materials. That is, the textbook will have the opportunity to play a larger
role in education than it has in the past.
2.1.2 The Role of the Computer in Communicative Learning

Some instructors feel threatened by the computer, fearing that it will force them
out of their jobs or reduce their input into the learning process. Indeed, it has just been
asserted that the computer will take over some of the roles previously played by
humans, causing this threat to loom more ominously.

However, this threat of replacement will likely not become a reality. The low
communicative capabilities of the computer are one reason for this. Indeed, this fact
causes teachers to reject computers as a language education tool. Computers are, for the
current time, incapable of carrying on real conversations with humans. But even if
computers cannot play a direct role in higher-level activities, they can be used to prepare
students to participate in them (Wyatt, 1984). The computer may be used to help
students perform lower-level tasks which prepare them for more complicated,
communicative activities. For example, the electronic textbook will present students
with a variety of exercises, grade them, and then report scores to instructors. In
addition, it will allow students to submit spoken and typed free-response exercises to

instructors for evaluation. Although the computer.may.not be able to evaluate such

open-ended work effectively, it is a reliable system for transmission of those materials to
instructors.

However, the computer is also capable of facilitating certain truly communicative
tasks. When the computer is combined with an interactive network like the Internet, it
provides students with greater opportunities to interact in the target language with their
instructors, élassmates, and even people outside of their classes. The use of electronic

mail between members of a class (both students and their teachers) is already becoming
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widespread as a communicative practice tool. The World Wide Web is also an
increasingly popular way for students to discover information about the target language
and culture outside the confines of the course. Finally, the growth in popularity of
MUDs (Multiple User Dimensions) and MOOs (Muitiple User Domains, Object
Oriented) as forums for group discussion in foreign languages testifies to the feasibility
of using the computer in communicative interactions.

Thus, while the computer cannot reliably play the role of conversation partner, it
can help prepare students for communication with others, and even facilitate the ensuing
conversations. The others may be fellow students, instructors, or even native speakers
of the language. Regulér opportunities for such practice will be provided to students
using the electronic textbook. |
2.2 Readability and Learnability

Orna (1985) defines a usable text as “one that allows a successful transaction to
take place between user and maker.” It should transform an “unsatisfactory state of
knowledge” into *“a better organized ome.” (p. 20-21) As previously discussed,
informing learners about the content of the materials to come is one way to prepare them
for learning. In addition, however, the materials must be easy to understand and use.

Three major factors are involved in creating a readable text. First of all, the

writing itself must be clear and easy to read; concepts must be presented in a simple,
straightforward manner. Second, the purpose of the text must taken into account, as
well as needs and characteristics of the people who will be using it. Finally, the
materials must be organized logically and clearly.
2.2.1 Clear writing

It is worth reviewing some of the mechanics of clear writing and the ways which

have been developed to evaluate materials. First, the requirements of “readability
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formulas” will be examined. Next, the question of keeping words and sentences simple
will be considered, as well as the use of the passive voice. Finally, the use of lists and
charts in the place of standard prose will be explored.

2.2.1.1 Elements of Readability Formulas

For many years, reading researchers have been developing equations to calculate
the difficulty of texts. However, the accuracy of such algorithms remains in some doubt
(Duffy, 1985). It turns out that fulfilling the requirements of precise readability
formulas provides no guarantee that the resulting téxts will be usable. “The effects of
simplification will depend on the processing demands of the task,” say Fass &
Schumacher, 1978 (cited by Duffy, p. 132).

However, reading formulas do take into account important factors such as the
length of the words, the number of words in a sentence, and the number and placement
of relative clauses in the sentence. It is valuable to examine these factors in greater detail
and their applicability to the electronic textbook.

The assumption that shorter sentences are more easily understood seems
commonsensical. However, both Duffy and Wright (1985) point out that shorter
sentences do not always guarantee improved reading comprehension. For example,

compound sentences made of two.sherter sentences-joined by-the conjunction “and” are

roughly equal in comprehension level to the two shorter sentences. In fact, Duffy found
that comprehension is reliably improved only when breaking sentences containing
coordinate conjunctions other than “and”. Also, elevating clause fragments such as
participles, gerunds and infinitive phrases to full sentences has no truly significant effect
of comprehension. In the view of Felker, Redish, and Peterson (1985) it is more
important to control the number of ideas presented and their organization within a

sentence than to limit the sentence to a certain number of words. For example, care
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must be taken when using embedded and branching phrases. Many of these phrases
stand better as independent sentences. In addition, right-branching sentences (that is,
with supplementary phrases at the end) are preferred over left-branching ones.

Simplifying sentences is only half the battle: words must be simpler as well.
Briem & Loewenthal, 1968 (cited by Wright, 1985) found that given a choice between a
verb and its deverbal noun (such as “invite” and “invitation”), readers find it easier to
understand the verb than the noun. While Duffy warns that lexical and syntactic
simplification are no guarantee that comprehension will improve, Hartley makes some
rule-of-thumb suggestions on how to simplify writing. One suggestion is that the
number of subordinate clauses in a sentence should be limited to two. For example, the
sentence:

“Keep in mind that impersonal constructions which express need or necessity

using the words Hazo and HYXXHO can be used with most verbs in the

infinitive.”
could be clarified and simplified to read:

“Some impersonal constructions express need or necessity. Such sentences

contain the words HaZo or Hy>KHO and a verb in the infinitive. Almost any

”

infinitive can be used in this-way. —

While Hartley notes that while little research has been conducted on the effects of
paragraph lengths on readability, it would seem logical that shorter, well-spaced
paragraphs would be easier to read than longer paragraphs placed close together.

In general, then shorter words, sentences and paragraphs are to be preferred to
longer ones. However, it is important not to become a slave to an arbitrary rule that
“Shorter is Better.” Sometimes, a longer sentence or a less common word serves a

serves a specific purpose. When this is the case, longer phrasings may be used.
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Another common suggestion (made by Hartley, among others) is to use the
active voice instead of the passive whenever possible. The passive voice is commonly
used in grammar explanations, because it is a natural way to express the functions of
words. However, the imperative can be used to express the same ideas in a simpler,
more direct way. Note the following examples from Clark:

“K is the preposition which is used for fo when the destination is something one

can not enter.” (p. 310)

“An IMPERFECTIVE verb is used to describe an action that is, was, or will be

in progress, continuous, or repeated with some frequency.” (p. 276)

They could be rephrased as follows:

“Use the preposition K to express movement towards a destination which one

cannot enter.”

“Use imperfective verbs to describe:

an action that is, was, or will be progress
a continuous action
an action which is repeated with some frequency.”
Note that the second paragraph above uses a list format. Hartley’s research

indicates that readers perform better using.-list formats instead of a run-on format

common to the presentations in many textbooks. PyccKMIT A3bIK AJIA BCEX uses
run-ons throughout its explanations and exercises:
4. VIB4H VIBAHOBUY HOMZET Ha pPaboTy B 8 4acdB. MEH .. B
TedTp B 6 4acéB. OHM .. B Kacpé B O 4acoéB. 3WHa .. B
UHCTUTYT B 2 4Yacd. Bacunui HukojdeBuU4Y .. B

OUBINOTEKY B Yac. M ... B TeAaTp B 7 4acoéB. (p. 109)
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(4. Ivan Ivanovich sets off for work at 8 o’clock. We ... to the theater at 6
o’clock. They ... to the cafe at 9 o’clock. Zina ... to the institute at 2
o’clock. Vasily Nikolaevich ... to the library at one o’clock. We ... to the
theater at 7 o’clock.)
Performing such exercises in class is sometimes trying, because the lack of numbered
problems makes it difficult to indicate to students where to begin reading. Below, the
same exercise has been lettered, numbered and placed in a list format for better
readability.
4. Obpas3én: VIB4H VIBAHOBUY MMOMAET Ha pabdTy B 8 4acdB.

1. MH ... B Te4dTp B 6 4acos.
OHWM ... B Kacpé B 9 4acoB.
3¥MHa ... B UHCTUTYT B 2 4Yaca.

Bacunuit Hukonaesuy ... B 6UbGINOTEKY B Uac.

VIR e

MEI ... B Te4TpP B 7 4acdB.
(E. Example: Ivan Ivanovich sets off for work at 8 o’clock.
I. We.... to the theater at 6 o’clock.
. They ... to the cafe at 9 o’clock.

. Zina ... to the institute-at-2-¢’cloek:——

2

3

4. Vasily Nikolaevich ... to the library at one o’clock.
5. We ... to the theater at 7 o’clock.)!

Although they impaired readability, run-on lists are have long been used in

textbooks, probably to conserve space and paper. However, on the computer, we need

not have any such restrictions. Here, we can, (and should) take all the space we need to

IThese exercises are problematic for another reason. They are not contextualized; they do not follow a
logical progression of thought. The importance of presenting contextualized exercises was discussed in
section 1.5.5.2.
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make presentations readable. Hartley also suggests that readability in lists can be further
enhanced by the use of Arabic numbers and bullets (*) to mark individual list entries,
instead of Roman numerals, which are harder to read and often not understood by the
reader.

Sometimes, prose is not the best way to present a concept. Even prose
organized into lists or accompanied by tables may not be appropriate. Flow charts, with
their conditional “if-then” statements, may instead be used to improve reading
comprehension (Felker, Redish, & Peterson, 1985). Let us compare a prose
presentation based on conditional sentences to a flow chart presentation of the same
information. (The prose presentation is from Clark, p. 209-10.)

COMMANDS: (THE IMPERATIVE MOOD)

[loBenmuTeNIbHOE HAKJIOHEHUE

To form the imperative of Russian verbs, drop the ending of the third person

plural (0HM) form of the verb. Then:

1. If the stem of the 0 H ¥ form ends in a vowel, add -# for the TH

command, -#Te for the BBl command:

OHV cJlylla T
Cnyia i ~— _ Listen!
Cayuia el

2. If the stem ends in a consonant, add - for the TH command, - Te for
the BB command:

OHW TOBOP|AT

['oBop n ! Speak!

'oBOp nTel
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3. The stressed syllable of the commands is the same as that of the first person
singular (5s1) form of the verb.

51 TIOCMOTPIO--OH ITOCMOTP | AT

[TocMoTp "l Take a look!

[TocMoTp nTel

A MUIIYy--OHU NUII |yT

ITuiu | Write!

Mui UTel

4. When the stem of the s form of the verb is stressed and the O H ¥form stem
ends in a single consonant, add -5 for the TH command, -pTe for the
BB command.

A TOBTOBJ--0OHU TOTOB AaT

[oTéB . B! Prepare!

TFoTéB pTel

A byny--oHu 6ya|yT

Byn 5 30opoB(a)l ~~Gesundheit! Blessyou!

Byn bTe 300POBHI

A flow chart presentation of the same information is easier to follow and read, as

can be seen in Figure 1.



Look at the 3rd
person plural
of the verb.

)
Remove the last two

letters to derive the
stem of the verb.

stem end in
a vowel?

Look at the 1st
person singular
form of the verb.

Add -& for the TH
command, -HTe for
the B command.

The computer makes this flow chart presentation even more effective.

stress on
the stem or
the ending?

Ending
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Stem

Add -5 for the TH
command, -pTe for
the B command.

Add -1 for the TH

the B command.

-{command, -ATe for|

FIGURE 1: A Flow Chart

The

computer can sequentially highlight each step, and provide a number of examples at each
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stage. The computer version of this presentation may be found on the diskette in the
pocket materials.
2.2.1.2 Informational Mapping and Structured Writing

Horn (1985) discusses the value of “informational mapping,” in which “the
arrangement of the information on the page reveals something about the structure or
interrelationship inberent in that information.” This technique is based on research
which concerns the importance of organization in the retention of facts. Informational
mapping helps students organize concepts using the space on the screen or page to show
the interrelations between the ideas.

Informational mapping, or structured writing, requires the division of
information into relatively small chunks (three to five sentences apiece) and the labeling
of those chunks (which Horn calls Blocks) for clear reference. These Blocks are then
grouped by topic, arranged hierarchically and labeled accordingly. Learners can use the
level of organization appropriate to their needs, and do not have to deal with more detail
than they desire. That is, if they only need general information on a topic, it can be
gleaned from the labels, making it unnecessary to wade through fine print. Experiments

cited by Horn have suggested that this sort of structured writing helps students learn

better and retain more information.—In-addition; this-type-of organization makes the

materials useful both for teaching and for reference.

This approach to organizing materials can be very valuable in the computer
environment. Keeping the reading chunks small and labeling them for content will help
students locate the information they need without wallowing through extraneous
material. In addition, the material can be linked to the maps which students will use to

navigate the text, as discussed in section 3.3.1. Coupled with the concept of



79

“instructional mapping” (section 3.3.1.2.1), informational mapping will make possible
the use of the electronic textbook as both a teaching tool and a reference .
2.2.2 Human Factors in Reading and Writing

Each individual brings expectations and prior knowledge to the reading of text,
and this affects how text should be written. In order for reading materials to be
successful, the author must be familiar with the material. In addition, the author must
take into account the readers’ purpose for using the material, as well as the
characteristics of the readers.
2.2.2.1 Knowing the Material

The author of educational material of any type must be very familiar with the
topic being taught. Materials written by novices are likely to contain oversimplifications
and inaccuracies. Therefore, the author of a language textbook must be an expert in the
language, someone who has a great deal of experience teaching the language and who is
proficient at describing the structures of the language to people who are unfamiliar with
them.

An author’s relationship with the material is very important, according to Orna.
Authors possess the knowledge their readers need, and therefore have the responsibility

of structuring that information for-successful transfer.—Authors must be constantly

aware of the way their topic appears to those unfamiliar with it; if they are so at home
with their subject, they may fail in their efforts to communicate. For example, they may
use logical jumps which the reader cannot follow. At the other extreme are authors
whose grasp of the topic is incomplete. Such a deficiency is be reflected in poorly
constructed prose. Thus, for an instructional text to be clear, writes Orna, the author

must be very familiar with the material, but not overly engrossed in it.



80

The linguist, for example, is quite familiar with the various phonetic,
phonological, syntactic, semantic and stylistic facts of the language. Some of this
information is useful to students beginning their study of the language. For example,
beginning learners of Russian can use concepts such as vowel reduction, the general
structure of the verb system, and the meanings of certain derivational suffixes.
Knowledge of these facts will help them develop their listening, reading, writing and
speaking skills. Other linguistic information, such as the aspiration of consonants, the
finer nuances of word order, or the wide variety of synonyms for a commonly used
word, is not useful to the beginning student. The timing of the presentation of concepts
is also important. It is not appropriate or necessary to explain the full intricacies of
topics (such as aspect, for example) upon students’ first contact with them. It is enough
to first present basic facts; other details can be added later.

In summary, the author’s challenge is to be familiar enough with the materials to
provide an accurate portrayal of the facts, yet make the explanations simple enough to be
useful to the learner. The author’s duty is to make distinctions between useful and
extraneous material, and to present only material which is relevant and necessary.
2.2.2.2 Knowing the Purpose

Carter (1985) emphasizes-the-importance-of-identifying-the purpose of the text.

A text which is suitable for one purpose, such as classroom learning, may not be
appropriate for independent learning. Trying to make one publication serve more than
one purpose may cause it to serve no purpose particularly well.

The primary purpose of the electronic textbook is to provide information and
exercises for college students learning first-year Russian in a regular college course. It
is not directed at students learning on their own, without a teacher. Nor is it intended

primarily as a reference work; that is the job of the reference grammar. However, it
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must be structured so that a student who has worked through it in the expected manner
will be able to use it as a reference later. This will be accomplished with a good search
engine to allow students to quickly access whatever information they might need. As
much of this information as possible will be presented in context in which it was initially
learned. This should help jog the memories of students regardless of their individual
learning styles.

2.2.2.3 Knowing the Reader

According to Orna, when authors do not understand who their readers are and
how they will use the text, they may write materials which lack vital information or
prévide unnecessary facts. They may also present information in a way that the readers
cannot understand or use.

If communication is to be successful, all the parties involved in the exchange
must share a common context. This context may be made up of beliefs, prior
knowledge, and other factors (Olson, 1985). Context is more evident in speech than in
writing. This is due to the fact that speakers can draw upon their surroundings for it.
They may also know the people with whom they are conversing, providing yet more

context. But the same is not true for people reading a textbook. Those people are most

likely not acquainted with the writer, nor-can-theyapproach the writer face to face.

Therefore, since no common context is readily available, writers must convey both a
message and an appropriate context through their prose. This is what makes text
different from speech. In writing, meaning cannot be negotiated. Therefore, to make
up for this lack of negotiation, writers must try to anticipate the needs of their readers.
The question is where to start in developing this context. Writers can try to
guess what contexts readers will have, and then write their content accordingly. The

risk here is that they will make the wrong guesses. Alternatively, they can try to build
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up a common context in their writing, and use this as a basis for the content they
present. To do this, they must have general familiarity with the audience. However,
some of the burden for developing context falls on the reader as well. The reader must
be literate enough to interpret the information the writer has provided.

One piece of context which beginning students of Russian may not have
involves knowledge of linguistics or its terminology. A textbook cannot assume that all
students are familiar with jargon such as “ending” and “tense,” nor that they will know
how to use those concepts once they are defined. Some students may know these terms
from English classes or other foreign language courses. But students who do not know
them will need clarification. They should have access to those clarifications, while
students who do not need these explanations should be allowed to continue working. A
hypertext approach, in which users can click on words and phrases to access additional
information, will allow the electronic textbook to serve a range of audiences in such
cases. Students who do not understand a term will be able to click on that word,
prompting the computer to present a definition, examples or other clarifications. Such
approaches are becoming increasingly familiar to people as they use World Wide Web

more and more.

Just as text written to serve-one need may not fulfill other needs, texts written to

serve one population may be unsuitable for other groups. For example, Russian: Face
to Face is intended for use by secondary school students. The animals and cartoons that
make this text attractive and appropriate to younger audiences make this book
inappropriate for adults. Similarly, Pycckuif 235k /19 Bcex lacks much of the
vocabulary and many of the themes which American adults would need were they to
visit Russia. It does not provide vocabulary which would allow them to describe their

lives in the United States, making it unsuitable for them.
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2.2.3 Clear Organization

Good teaching requires efficient and effective communication of knowledge to
learners. Arranging materials in a textbook is the most difficult part of the design
process. The reason for this is that there is no one correct way to organize materials
(Chalker, 1984). Should regular forms be presented before irregular ones? Should
certain types of complex sentences be introduced early in the course, due their high
frequency in the language? Should topics which are closely related be presented at the
same time, or should they be divided up? These are only a few of the questions which
the writer of a textbook might ponder.

Both Laurillard (1991) and Raschio and Lange (1984) state that learners must be
given controlled and well-defined information to assimilate. They feel lthat this can be
best done when instruction addresses one specific goal at a time within the context of
already well-known material. In this manner, the connection between new and known
content can be properly established. So perhaps more important than which pieces of
information are presented is how they are presented.

The exact order and organization of the materials specific to this textbook will be
discussed later, in sections 4.1 and 4.2. Suffice it to say here that the question of how

to arrange materials is one with no-simple answer.—However;certain requirements may

be stated and met. First of all, items should be limited to those which are relevant and
appropriate to the needs of the beginner. Second, the materials must facilitate the
integration of new knowledge into that which the student already knows. Third, the text
should anticipate the questions readers may have and provide them with the information
they will need. Finally, vocabulary, grammar, and cultural information should be
presented in small doses, so as not to overwhelm the learner. This last point will be

discussed in the following section.
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2.2.4 Small Doses

Course materials must be broken into manageable chunks if students are to lean
them effectively. There are several ways of doing this. However, there are also some
methods to avoid.

Goals may be sequences of learning steps (Bednar, Cunningham, Duffy and
Perry, 1992; Smith and Boyce, 1984; Higgins & Johns, 1984.). This approach is
generally known as Programmed Learning, and is often characterized by a question-and-
answer dialogue. In this approach, students are guided through each step which makes
up the overall goal. At each step, the materials give the learners something new they
need to know in order to solve the problem at hand. Students must respond in some
way at each step: for example, by choosing a letter or typing in a word. The students’
performance is evaluated before continuing on to the next step. 1n addition, the students
can be guided by the appearance of materials on the screen. Unlike in a paper-based
textbook, text can be changed on the screen as the presentation progresses. This may be
observed in the presentation of the imperative mood of verbs on the diskette. Different
sections of the flow chart (given in section 2.2.1.1, above) are highlighted in other to

demonstrate each step in the process. This approach aids in directing the attention of the

learner to a specific portion of the-problem at hand:

One problem which students commonly encounter when learning a foreign
language involves vocabulary. This problem, too, can be combatted by dividing
material into smaller portions. Merrill and Salisbury suggest that traditional flashcard-
style drill is not effective because while it is easy to associate one stimulus with one
response, the task is much more difficult when many such pairings are involved. The
result is that students get confused matching stimuli with their appropriate responses.

However, if only a limited number of such pairs are introduced at once (five to nine,
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instead of 25 to 30), associations can be made with greater ease. (The use of mnemonic
devices, as described in section 1.1.2, should help even more in making those
connections.) Atkinson (1976) describes a drill-and-practice strategy in which only five
to nine items are exercised at one time. This number is in keeping with Miller’s
theorized limit of “Seven plus or minus two” items in short term memory. In this
approach, a working pool of items to be learned is established. If the number of items
in this pool is less than five, more items may be added from a review pool. Each item
has a number assigned to it which reflects its “state”; that is, the number of times the
student has been exposed to identified it. For example, a value of one indicates that the
student has had one exposure to the item, two indicates two exposures, and so on.
Once the student has correctly identified the item enough times (say, three), the item
moves into the review pool, from which it will be recalled at regular intervals. After
enough success at the review level (for example, when the state reaches six), the item is
removed from the system entirely, as it has now been thoroughly learned by the student.

However, care must be taken when dividing materials into small packets. If the
packets are too small, and too much unrelated material intervenes between the individual
presentations, the materials will appear to lack cohesion and logic. This is a complaint

which some instructors have about Pyccxuif 235K /79 Bcex.. While the book

does a good job of presenting information in small chunks, the fact that the chunks of
closely related topics are spread throughout the textbook makes later review difficult.
For example, the singular forms of the possessive pronouns are introduced and
exercised in Lesson 4. Plural possessive pronouns are not introduced at this point,
because noun plurals have not yet been discussed. But when plural nouns are
introduced in Lesson 5, the plural of the possessive adjectives are not introduced at the

same time; they are introduced in Lesson 7. However, it is perfectly natural for teachers
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to begin using the plural forms of the possessive pronouns during Lesson 5, which
confuses the students. To avoid such problems, the possessive plurals should be
introduced at the same time as the singular ones, or in the same chapter as the plurals.
This would require a restructuring of the presentation of grammar.

Therefore, while it is advisable to separate information and exercises into small
doses, care must be taken to avoid making those divisions too small. They can interfere
with the continuity of instruction.

2.3 Practical Considerations

Now that the basic aspects of language pedagogy, textbooks and computers have
been explored, it is time to turn to the presentation of the materials themselves. But it is
important to keep in mind that good exercises, feedback, motivation, and evaluation are
not enough to help students learn what they need to know. Students also need clear
instructions and other help in order to achieve their goals.

2.3.1 Giving Instructions

Knowing how to use materials is a very important part of the learning process.
It does not matter how good a textbook is if students do not know how to use it.
Therefore, instructions for the performance of exercises and other uses of the materials

must be clear and the student must-4be&ﬂewe-d~~to-~re~fe»r~~t9-~theﬂf~%s»pgedcd. B

Advocates of natural approaches to language learning, in which students get as
much input as possible in the target language, suggest that even instructions be in the
target language. However, the level of the language used in instructions is often far
beyond the level of the student. That is, in many cases it is far past the learner’s current
level (i) or the target level (i+1). Thus, the case for putting instructions in the target
language is a weak one. There is also a logical consideration in this case: the purpose

of instructions is to help the student use materials or perform exercises; they should not
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in themselves be a reading comprehension exercise. A possible compromise in this
situation is to provide the instructions in the target language, but to allow the student to
see them in their native language as well, especially at the early stages. This way, the
student gets the much-desired extra exposure to the language, but still gets the intended
benefit of the instructions. As the student becomes more proficient in the language,
instructions can be presented in the target language to a greater extent. The important
thing is to ensure that students always have the information which they need to perform
the textbook activities.

As all teachers know, the major problem with instructions is that students do not
always read them carefully. Steinberg (1991a) suggests that exercises may be designed
so that students perform them correctly even without reading the instructions. For
example, if the computer poses an open-ended question, the student is likely to give an
unanticipated answer. When fhe computer instructs the student: "Give the name of this
shape,” students might respond with “Square,” “It’s a square,” or “It is a square.”
While the computer may be programmed to recognize all of these answers, the student
may still experience hesitation about typing in an answer. However, if the computer

provides context for the student’s response, students can simply fill in the important

L
.

information: *“This is a

Steinberg makes other suggestions for making the performance of exercises
more clear. First, the instructions should let the student know what will happen later. If
instructions will be available throughout the exercise, even after their initial presentation,
students should be informed of this fact so that they do not spend time copying the
instructions onto paper for later reference. If further instructions will become available

as students progress, students should also be informed about this, so that they do not



88

worry that they do not know how to do the exercises. Finally, Steinberg stresses the
importance of providing instructions clearly. For example, instead of:

“Click on ‘Help’ for more information.”

“Press the space bar or click on the right arrow to go on.”
the instructions should read:

“For more information, click on ‘Help.””

“To go on, press the space bar or

click on the right arrow.”
The reason for reversing the order is that some students only read the first half of such
instructions, and carry out the action even when they do not desire the action provided
by the key combination.

In section 2.2.1.1, the benefits of using the list format instead of a run-on prose
format were discussed. Steinberg points out that lists may also be used in giving
instructions. For example, the instructions for typing the stressed vowel letters might be
given as follows:

How to type stressed vowel letters:

Press Option-e, then type the vowel.

However, a clearer method of providing-this-information might be:

To type O: * hold down the option key
* type the letter e
* release the option key
* type the letter o.
Now you try it. Type O.
Proper instructions can prevent students from making mistakes before they make

them. For example, if students are given free choice in the order in which they approach



89

topics, they may try to skip ahead to a topic for which they are not prepared. The
program should warn them of this fact, and direct them to more appropriate material.
This feature is well known to computer users, who are given warnings when they are
about to do something potentially undesirable (““Are you sure you want to quit?” “Really
delete this file?")

Finally, since it is not always necessary for students to read general instructions
every time they use the program, they should be given the option to skip instructions
after they have already read them once. They should also be made aware that they can
see instructions at any time (even in the middle of the exercise) if they like.

In conclusion, instructions serve the purpose of aiding students in using the
materials. They should not be used as extra language practice at the cost of that
assistance. They should be available when needed, but easily dismissed when they are
not. They should be clear and easily followed. Finally, instructions should strive to
prevent student error before it happens, by giving appropriate warning.

2.3.2 Providing Assistance
Sometimes, no matter how clear the instructions or how high the quality of the

instructional materials, students need help. They should not be made to feel that this

request for help connotes failure on their part. Requests for assistance or additional
information should not be referred to as “cheating” or “giving up” by the program.

In addition, any assistance that is given should help the student learn the
material, not just to get through it with correct answers. For example, while giving the
student the first letter of the correct answer may help the student come up with that
response, it does not necessarily help the student learn about the structures and the
functions of the target language. Help must be authentic and truly aid in the learning

process.
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2.3.3 Introducing New Concepts

One example of giving students control over their learning (an idea discussed
further in section 2.5.2) is in the presentation of new concepts. When a new concept,
such as the basic uses of the instrumental case, for example, is presented, students
might be allowed to choose whether to see examples or view the rules first. In the first
case, students are encouraged to work out the rules for themselves based on the
examples, while in the second, the rules are merely presented to them. In the next step,
students have a choice of pursuing the option which they had previously declined, or
proceeding directly to the exercises. Finally, students pursue the option (explanation,
exercises or examples) which they had previously not chosen. These options are

reiterated in the chart below.

First task Second task Third task

Examples Instruction Exercises
" Exercises Instruction

Instruction Exercises Examples
" Examples Exercises

The choice made by individual students may reflect their desire to work in a
deductive manner (using rules) or in an inductive manner (developing rules on the basis
of the examples). The use of inductive and deductive approaches is discussed further in
section 4.4.1.1. It should be noted, however, that such provisions for variation also
allows students to experiment with different options and find the one that works best for
them.

2.4  Exercising
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In this section, a general overview of the types of exercises commonly used in
instruction will be provided. Some of these exercise types will be discussed in Chapter
4, where the teaching of grammar, vocabulary, culture, and other basic skills will be
explored in depth. In addition, some other aspects of exercises will be discussed, such
as the merit of repeating items and the importance of realism in exercises.

2.4.1 Exercise Types

Given the greater power of computers and the strides made in programming
languages and software in general, a far greater number of exercise types are available to
computer-assisted language learning than ever before. At first, users did not expect the
computer to do much more than evaluate true/false, yes/no or multiple choice items.
Then, some designers of educational software went to the extra work it took to evaluate
one word answers, and authoring software, such as Duke University’s CALIS and
Macromedia’s Authorware®, allowed the feedback provided to these answers to be
more specific and helpful. Authoring systems such as DASHER allowed students to
type in full phrases and sentences and the computer to point out missing or incorrect
letters or words. Now, the use of parsers and other sophisticated checking routines

allows students to type in full sentences and have their errors pointed out and explained

to them (see section 2.5.5, below):

Now that full sentence can be processed, the question is whether there is still use
for simple true/false and multiple choice questions or one-word fill-ins. The answer is
that such exercises can still play a role in language education if they are used
appropriately. In this section, we will review many different exercise types and
determine their proper usage in the electronic textbook.

2.4.1.1 Drills
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With the growth of communicative language learning and the recognition that
such methods help people learn to use language, the role of drills in the foreign language
curriculum has come under scrutiny. Since drills are generally neither creative nor
communicative, what role should they play in a communicatively-based curriculum?

Drills provide the student with practice in manipulating the forms of the
language. Especially when learning a highly inflected language like Russian, control of
the forms of the language is extremely important. The idea is to get the student familiar
with these forms, and then to gently lead them to more communicative activities with
them.  Such “structural” practice (Schaffer, 1981) should play a role in a
communicatively based curriculum, in order to introduce students to concepts before
they begin to use them communicatively. However, an orderly progression between the
level of purely structural drills and more “semantically” based drills should be
preserved. In addition, a gradual shift between receptive and productive exercises may
facilitate the learning process for any given topic. See section 4.4.2 for an extended
discussion on the logical, gradual progression from one level of drill difficulty to the
next.

Drills for each of the skill areas (listening, reading, writing, speaking and

culture) will be discussed in detail" in-Chapter-4:The purpose of this section is to

explore some different types of drills which will be used in the electronic textbook and
to discuss the role of each in the curriculum.
2.4.1.1.1 Multiple Choice

One popular questioning format is the multiple choice approach. Exercises of
this type are easy to grade by hand or using the computer. Therefore, they have become

a popular test type. In recent years, they have come under a lot of criticism, in part for
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robbing students of the opportunity to write. However, multiple choice tests are still an
attractive way to get quick information on a student’s knowledge.

In order for multiple choice exercises to be éffective, a number of plausible, but
incorrect alternatives to every correct answer (distractors) must be created. This process
is not as simple as it might seem, since the syntax of the distractors must match the
correct answer.

However, neither the question nor the responses need be written text. They may
be spoken text, audio, still pictures or video. Scott, Jolly and O’Brien (1989) used
many such multiple choice variations in their interactive videodisc for English. In one of
their exercises, students watch a short video clip, and then answer a comprehension
question with four possible responses presented. In another exercise, they see a short
video clip and choose from among four sentences a description of the action which
dccurred. The audio or video need not always be in the question, however. The answer
choices could be video or audio based. For example, students might be asked to match
one of several pictures to a sentence printed on the screen. Or they might be asked to
match pictures to an audio-based description.

The most obvious advantage to multiple-choice questions is that the computer

can easily evaluate and provide feedback on-them:—Only a few feedback options are

necessary, and no complicated parsing mechanism is needed. In the electronic textbook,
multiple choice questions will only be used in the initial stages of concept learning. For
example, they will be used to check the student’s understanding of explanations. (See
the reading presentation on the accompanying diskette for a way of using multiple choice
to check vocabulary comprehension.) In addition, as is illustrated in section 4.4.2.2,
they may be used in recognition exercises.

24.1.1.2 Matching
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An extended variation of the multiple choice exercise is the matching approach.
In this task, students must match items in one list to appropriate responses in another
list. When using paper-based formats, this exercise type can be rather confusing to use,
because the students must indicate matches either by drawing lines between the question
in one column and the answer in the other, or by writing the letter associated with the
item in one column next to the number associated with its match in the other column.
On the computer, however, these associations can more easily be made by dragging an
item beside its match. (See the reading section in the pocket materials for an illustration
of this technique.)

Matching exercises are very similar to multiple choice exercises. The difficulties
they pose and their uses are similar. Matching exercises, however, allow a larger
number of questions with discrete answers to be posed in one place. There are a large
number of distractors available for each item. However, the student may be able to
solve some of the problems using a process of elimination. This is a reason to avoid
using matching-type exercises too extensively. The electronic textbook will use them in
the same way it uses multiple choice--as an initial test of form recognition.
24.1.1.3 Scrambling

Another exercise approach-which-is- more-easily-performed on the computer than

with traditional materials is the scrambling exercise. In this approach, sentences,
phrases, words or even leﬁers which are in an incorrect order are placed into a correct
one. This sort of exercise can operate on many levels. When students reconstruct
words from scrambled letters, they must keep in mind the possibilities presented by the
phonology and morphology of the language. When they construct sentences from
individual words, they must keep in mind both syntactic constraints and the rules of

discourse. And when it comes to putting sentences into a logical order, the meanings of
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connecting words as well as the global meanings of the sentences must be kept in mind.
Providing a picture or a videoclip can help to provide the student with an appropriate
context, simplifying the task somewhat. Or, to make the task even more difficult, the
lines of two different conversations or dialogues may be mixed together. See section
4.8.5 for references and examples, as well as the Scrambling demonstration on the
diskette for a computer-based example.
2.4.1.14 Fill-in-the-Blank and Other Short Answer Types

Of all the possible exercise types found in foreign language textbooks, fill-in-
the-blank and short answer exercises are probably the most commonly employed. The
amount of writing the student actually does in these situations varies. Sometimes
students are asked simply to fill in endings:

MBI XoauJI____ B MapK____ KaX/bl# JeHb.

M OBa Yac____ ryJidi—__ I10 TOpoa____.

(We walked in the park every day.

We strolled around town for two hours.)
Other times, students are asked to fill in full words. Sometimes cues are given to
indicate the word or the form of the word to be filled in, although the choice of word is

sometimes left open to the student.--Students-have a wide-range of choices when

completing the following exercise:

MaTBelt YuTaeT . (Matvey is reading .)

The accusative forms KHUTY ‘book’ and raseTy ‘newspaper’ would both be

acceptable here; anything that can be read would be, even in the plural. But if such

questions are constrained, as is common in traditional textbooks, they are much easier to
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evaluate. There are several ways to cue short answers like these. Most simply and
directly, the target language word may be given, as illustrated below. When this sort of
cue is given, the exercise is purely grammatical; students must simply give a different

form of the word, based on the other information provided in the sentence.
MaTBei 4uTaeT —___ (raserta).
Another option is to give the cue word in the native language, as illustrated below:
MaTBe#t YyuTaeT —_______ (newspaper).
In this case, the student’s job is twofold: decide on the appropriate Russian word, then
put it in the right case. Yet another option, one that is more conveniently delivered via

the computer than with traditional paper-based materials, is to provide a picture as a cue

instead of a word, as illustrated below.

MaTBell YuTaeT } .¥

In the electronic textbook, short answers will only be used in the initial phases of
production. (See section 4.4.2.3.) Later, they will give way to sentences.

Although they do not require students to respond with full sentences, short-
answers and fill-ins do ask the student to give an answer within the context of a

sentence. And when no cues are given, and the student must determine both the word to
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use as well as the form, the exercise can indeed become challenging. This is the essence
of the cloze exercise, which has long been used as a measure of a student’s general
knowledge of a language.

Some of the complaints made against multiple choice formats may be directed at
short-answer styles as well. Since such exercises do not require the student to produce
full sentences, some feel that this significantly lessens their usefulness. Many teachers
do not allow students to fill in single words in such exercises; instead, they ask students
to copy out the full sentence, including the word to be filled in. This, they feel, gives
the student more experience writing full sentences. There is merit to this approach. For
this reason, fill-ins in the electronic textbook will require students to type out the full
sentence while filling in the blank space. This should give students a better feeling for
the way sentences are constructed in Russian, even when they are not creating those
sentences wholly on their own.
2.4.1.2 Full-Sentence Responses

Probably the most difficult part of learning a language is creating full sentences,
either orally or in writing. Such production requires some level of mastery of
vocabulary and grammar as well as confidence on the part of the student. There are

many ways to elicit full sentences from students;Sorme of these methods, such as

translation and free-response questioning, are elaborated upon in sections 4.4.2.7 and
4.4.2.8.

Many exercises which ask students to type in full sentences are not easily
evaluated. An exercise which is highly constrained, which guides the student to type a
particular sentence instead of writing freely, is much more easily evaluated by the

computer. Dictations are the most constrained type of full-sentence exercise; while free-
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responses to personal questions are the least constrained. Other exercise types fall
somewhere in between.

The dictation is easily carried out in the classroom setting; the teacher reads the
text aloud, and students write what they hear. However, the process is even simpler on
the computer. Students can listen to a passage, and then type it into the computer. This
is a particularly easy exercise for the computer to correct, since there is only one correct
answer. In addition, the computer can indicate the locations of student errors and allow
the student to listen again to try to write in the correct word. Dictation is a particularly
important exercise for beginning leamners of Russian. The rules of final devoicing of
consonants, consonant voicing assimilation, and vowel reduction cause differences
between orthography and pronunciation. Recognition of palatalized consonants, which
are very difficult for beginning students to hear, can also be exercised through
dictations.

Another type of highly constrained sentence production exercise provides a
number of words, properly ordered, to the student to assemble together into a full
sentence. (Note the difference between this type of exercise and the scrambling exercise
illustrated in the demonstrations on the accompanying diskette. There, the emphasis is

on producing meaning through the-proper-assembling-of -words; here, the emphasis is

on syntactic relations and correctness of inflections.) In the example below, all the
words are in their dictioria:y forms. The student must create a sentence by typing in the

correct endings.

Vrops / Kaxzauu / yTPo / NPUXOAUTs / K / 4/ n / 6paTs /
MOl / rasera.

(Igor / each / morning / come / to / 1/ and / take / my / newspaper.)
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Once again, this type of exercise is easily corrected by the computer, but some variations
are possible. It would be entirely correct for the student to use the plural form of
newspaper, ‘raseTshl,’ in this context, and the computer must allow for such
variations. The choice of tense is left to the student in this case, since the taking of the
newspaper could have occurred habitually in the past, every day in the present, or, will
happen every day in the future. Almost every word in the above sentence must be
altered by the student, requiring strict attention to detail.

Translations also provide a relatively constrained way of eliciting full sentences
from students. (See section 4.4.2.7 for a longer discussion of translations and
examples.) However, variations in word choice and word order are more common than
in either of the two types of exercises described above, making this sort of exercise
more difficult to evaluate. While the computer is capable of such a task, given a
sophisticated parser, there are other alternatives; for example, students can submit
translation work directly to the instructor for evaluation, or check it themselves against
pre-stored correct answers. A combination of these latter two approaches is quite

reasonable, since students will be able to locate many of their own mistakes before

submitting their translations to the-instructor:

Free-response questions represent the most complicated type of full-sentence
exercises which students may be asked to perform. Only a parser with extremely
sophisticated semantic and syntactic parsing mechanisms would be capable of evaluating
such work. Such a program does not exist at this time, at least not one which can
reliably deal with the errors of non-native speakers of the language and which can

evaluate the semantic cohesiveness of the text. Until we have such a tool, it is best to
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leave the grading of such exercises to instructors. (Approaches to free-response
questions are discussed further in section 4.4.2.8.)
.c4.2.4.1.3  Simulations

Simulations provide a way for students to independently experiment with the
target language. Many types of simulations are possible: text-based, visual,
combinations of text-based and visual approaches, simulations that involve other people
and those that do not. Since all these approaches are largely based in still-developing
technologies, it is not possible to predict their final form in the electronic textbook.
However, they all have something to offer the langnage learner. Here, three kinds of
simulations will be discussed: microworlds, text-based interactive environments, and
virtual reality. These environments approach real communication in different ways.
- 2.4.13.1 Microworlds

One type of simulation which has been used to teach foreign languages is the
microworld. In the microworld, on-screen objects can be manipulated by the sentences
typed by students. The resulting changes are graphically portrayed on the screen. The
result is a sort of dialogue between student and computer. Since the entire dialogue is
based on the limited scope of the microworld, students have context for all the sentences

they type in. A number of these-microworlds-will-be-discussed briefly here, but there

are many others as well.

Winograd’s SHRDLU (1972, 1973, 1979; discussed by Higgins & Johns,
1984, among others) is a simpie world consists of a number of blocks of varying sizes
and colors which students may manipulate in a variety of ways. The response of the
computer to these moves generally consists of describing the spatial relationships
between the objects. The student types sentences such as “Put the blue block on top of

the red block,” and the computer performs the change and responds with a sentence of
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its own: “The blue block is now on top of the red block.” There is no limit to the
changes which the student can effect on the screen.

The MIT Project Athena (discussed by Underwood, 1987, among others)
developed a microworld consisting of furniture which can be moved around a room.
The student’s initial task here is to clean up a room in disarray. The computer responds
to the actions of the student appropriately; for example, if the student puts the desk on
top of the plant, the computer complies, but protests that the plant is being killed.

Hamburger and Maney (1991) describe Movecaster, which contains many room-
sized worlds, such as a bathroom, kitchen or classroom. In each microworld, students
must perform certain tasks. For example, one task involves washing the hands. This
task requires several different subtasks: turning on the water, picking up the soap,
washing the hands, rinsing them, turning off the water, picking up the towel and drying
the hands. The computer can respond to these actions not only with pictures, but with
relevant comments. (One can imagine responses such as “The water is now running,”
“Your hands are soapy,” or “Your hands are clean and wet.”) The computer can guide
the student through the subtasks in an appropriate sequence. For example, if students
pick up the towel before washing their hands, the computer can respond with: “Before

you can dry your hands, wash them in the sink with soap.”—

Like any exercise, simulations must contain instructions which guide and advise

the student when necessary. However, since the problems which a student might
encounter while using a simulation are potentially varied and unique to each individual,
this makes providing assistance quite challenging. Therefore, the instructions must be
extremely clear and specific. Steinberg (1991a) points out that two kinds of assistance
may be necessary: help with the mechanical and technical aspects of using the

simulation (“Type your commands using imperative forms,” “Type CMOTPU to look
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around you,” “Type moMol11Lb for more help.”) or guidance on how to learn from the
simulation (“What can you do with soap?” “Go find someone to give the present to,”
“Try talking to the old woman.”) Microworld simulations, while performed by
individuals working alone, can also form the basis for discussions between students.
They can share their experiences within the simulation with one other, for example, and
learn of other actions they might have taken in the simulation.
2.4.1.3.2 Text-based Interactions

MUDs (Multiple User Dimensions/Dungeons) and MOOs (Multiple User
Dimensions/Dungeons -- Object Oriented) are programs which were initially developed
for text-based interactive computer adventure games. They integrate two environments:
internet chat networks, where real people interact with one another through typed
interchanges, and text-based adventure games, in which players navigate through and
solve problems within a virtual world by typing in commands. By putting these two
environments together, people can navigate through these virtual worlds and have
contact with real people who are logged in to the same network. They can “manipulate”
the “objects” found in this world, with commands such as “Pick up the book” or “Read

the book,” and the computer will respond with sentences like “You now hold the book”

or “The book is entitled ‘Fun with-Computers> >

Recently, this type of environment has become popular as a medium for
communicative practice, as evidenced by the existence of sites like SchMOOze
University for English as a Second Language (arthur.rutgers.edu, port 8888),
SvenskMUD for Swedish (svmud.lysator.liu.se, port 2043), Daedulus FrenchMOO
(logos.daedalus.com 8888), and MundoHispano for Spanish (europa.syr.edu 8888).
Currently, some teachers have their students log on to one of these sites all at the same

time to practice with each other and even with people from other parts of the world.
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MOOs and MUDs lack the visual element boasted by microworlds, but they have
the advantage of allowing users to communicate with each other in the target language.
They can ask each other for advice, interact with each other using the objects found in
the world (such as swords or other weapons in battle-oriented environments, or books
and other objects in other world types), or just chat. Players can even assume different
personalities than their own in such environments. This anonymity may help shyer
students to communicate more than they would in a face-to-face environment. In
addition, the other users of the system need not be limited to those in the same class.
Users from all over the world, including native speakers of the target language, may log
on to the system and interact with the beginners, a practice which SchMOOze University
encourages.

One can envision incorporating graphics or voice transmission into such
environments. Such innovations would change the character of these worlds in certain
ways; whether these changes would ultimately be positive or negative for language
teaching and learning cannot be determined at this point. However, it is clear that a
number of variations on this theme will be implemented in the years to come, and their

use in language learning and the electronic textbook will be examined.

2.4.1.33 Virtual Reality ——  ~

The simulations described above use graphics or text to paint worlds and
situations, and ask the student to interact with those worlds using the typed word.
Possibilities for expanding these worlds with the spoken word are coming closer to
reality with the advances being made in the fields of virtual reality and voice recognition.

Virtual reality can bring the physical element to these worlds. To interact with a
virtual world, users wear special glasses to become entirely immersed in the world.

They interact with the world physically. That is, to pick up an object, they reach out and
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grasp it. To move the object, they move the hand “holding” the object. Rose and
Billinghurst (1995) describe a program called Zengo Sayu for learning Japanese. In
this world, which bears a certain resemblance to SHRDLU, the user manipulates colors
and boxes with a wand. When the user completes an action, the computer reacts
appropriately. If the user touches the color blue, the program says the word ‘blue’. If
the user brings the color blue to a transparent box, the box turns blue, and the program
says ‘blue box.” Later, the student may manipulate the boxes in relation to each other,
responding to commands given by the program (“Place the blue box next to the white
box.”) The program also incorporates voice recognition; the student can also perform
actions by way of speech. Zengo Sayu is a precursor to the more sophisticated
exercises which may be possible in a few years. As the technology advances, more
complicated worlds with more objects will be possible. The technology for interacting
with such environments will also improve.

To conclude this discussion of simulations, it is clear that a microworld or
MOO/MUD environment can currently be used in foreign language education, and such
approaches will be incorporated into the electronic textbook. But combinations of these

approaches and virtual reality applications are not yet perfected. Thus, they are not

currently envisioned as part of the electronic textbook; although they may become part

of it later.
2.4.2 Repeating Items

The computer has one distinct advantage over traditional materials when it comes
to repeating exercise items. Computers can present materials many times as needed, in
random orders and combinations, in order to give the student more practice. The
question is how to decide which items should be repeated. For example, should items

which students have answered correctly be eliminated from the working pool entirely, or
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should they be left in? Should specific items which a student has answered incorrectly
be presented again, or should a similar item be given instead? There are different
schools of thought on this issue, and the debate can become quite heated.

One school of thought says that it is not necessary to remove known items from
the working pool. The idea here is that students like to get “freebies”--a good score for
relatively little effort. Klier (1987) notes that people like to get something for nothing,
as when a Monopoly player receives $200 just for passing “GO.” Klier also suggests
that if students know that the items they answer incorrectly will not be presented to them
again, they will pay less attention to the feedback they receive on those items.
However, if they know that the question is likely to appear again, they may be more
likely to try to retain all the information they can.

The other school of thought says that items should be removed from the active
exercise pool once the student answers them correctly. Phillips (1987) feels that items
which the student answers correctly the first time should not be presented again. The
claim is that students become angry that the computer does not “believe” that they know
the answer. They may also worry that there is a bug in the program which causes the
computer to repeat items unnecessarily.

Both of these approaches-make assumptions about fearner style. _The first
assumes that students simply want to get the work done and get a good grade. The
second implies that students are interested in doing well and learning, as well as making
sure that the instructor (or computer) is informed of that progress. The truth is that
students fall along a continuum between these two positions. The real question is,
which approach actually helps students learn more?

Atkinson’s (1976) working pool approach to vocabulary learning addresses

these problems. In this approach, discussed in greater detail in section 2.5.5.1 below,
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an item is deleted from the working pool if the student answers it correctly the first time.
Other words are exercised until the student masters them. Then, if necessary, the word
is moved into a review pool and is occasionally presented to the student. Atkinson’s
research showed that this approach, in conjunction with weighing the items for relative
difficulty, resulted in better vocabulary learning for students. Although these results
cannot automatically be extended to other aspects of second language learning, they
suggest that such algorithms can be used to optimize the learning process.

When the focus of an exercise is on vocabulary, each item must be considered
individually. That is, either a student knows a particular item, or does not. However,
when grammatical forms are being tested, it need not be the same item that is repeated.
Instead, a parallel item may be presented. For example, if a student fails to produce
K HUTY the accusative singular form of the feminine noun K H T a‘book’, the same
word need not be presented again. Instead, another feminine noun in the accusative case
could be elicited, such as ra3éTy ‘newspaper.” However, Robinson et al (1985)
found that when recycling missed items, it is more beneficial to repeat identical missed
iterns at random intervals rather than repeating the identical or a parallel item immediately

or repeating the identical item at the end of the exercise. This approach has the

2.4.3 Realism of Exercises

One common complaint which has traditionally been lodged against non-
communicative language teaching is that even though students appear to have control
over the structures of the language on tests, they are incapable of using them in natural
language situations. One reason for this lack of transfer may involve the fact that the
tasks which students are asked to perform are not natural enough to carry over to real-

life situations. Braun and Mulford (1987) suggest, for example, that verb drills which
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mix tenses outside of a meaningful context actually creates errors which are “artifacts of
an unrealistic drill environment” (p. 150). That is, except in extremely specialized
contexts, it is not natural to produce a past tense, then a future tense, then an imperative
form. Therefore, students not be asked to perform such a task unless such a context is
provided. Experiments are needed to confirm the correctness of this theory, and the
electronic textbook could be used to run such studies.

In general, the more realistic the exercise, the more useful it is to the students in
the long run. Not every exercise need be extremely realistic, but realism should be
pursed as often as possible. Realism may have an extra added benefit in student
motivation. Winn (1993) suggests that if learning is anchored in a real event that is
interesting to students, such as a favorite movie or a fun activity, it proves the
usefulness of learning that skill to the student. Similarly, if students can be made to see
the usefulness of a particular construction in conversations relevant to their own lives,
they may pick up that bit of grammar more quickly.

2.5  Evaluation and Review
Perhaps more important than the types of exercises contained in a textbook is the

way the computer evaluates those exercises and how this evaluation affects future

learning directions. Learners must-receive-clear; correct and specific feedback on their
performance. If the feedback does not have these qualities, it will serve no purpose,
because students will not pay attention to it. Therefore, different types of feedback
appropriate to various tastes and situations must be provided by the electronic textbook.
Various methods of checking student answers, such as keyword matching algorithms or
parsers to evaluate sentence-long student answers, must be considered.

Although the computer will evaluate much of the student’s production, it is

important that the student not regard the computer as an infallible, all-knowing speaker
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of Russian. Rather, the computer should be seen as a useful tool which guides learning
and helps students become more independent learners. One way to do this is to provide
students with feedback which helps them to apply what they know to the problems they
encounter. In addition, algorithms which calculate the current state of a particular
student’s knowledge and determine whether a student needs additional review must be
implemented.  Finally, information about student progress must be reported to
instructors, so that they can can fulfill their aid and evaluation responsibilities.
2.5.1 Success of Feedback

As Steinberg (1991b) points out, “It is one thing to determine that a student has
made an error; it is quite another to determine the underlying causes of that error.” A
student’s single response--whether right or wrong--cannot by itself inform an instructor
or computer about that student’s level of knowledge. Consequently, feedback may
allow the student to correct one particular response, but may not affect the reasons why
that response was given. It is difficult for human instructors to pinpoint the problems of
a particular student. For the computer, which does not have the advantage of negotiated
meaning in conversation, the challenge is even greater.

It is generally agreed that good feedback consists of more than simple statements

of “Yes, that’s correct” and “Mo, that’s-wrong.”~Good feedback clearly explains why

some answers are correct, and why others are incorrect. This entails a large amount of
work by those who design the materials. Designers must predict the incorrect answers
which students are likely to give and provide corrective feedback for those answers.
This sort of feedback usually assumes that the student’s response--whether it contains
an error or is a correct answer--was the response the student intended to give, and not a

typographical error (although this is indeed the cause of many incorrect responses).
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Unfortunately, not all incorrect responses can be predicted. When the computer
encounters a non-anticipated response, it must give feedback which helps the student get
back on the right track. Sometimes students do not give any answer at all to an exercise
question. This, too, requires feedback from the computer. Smith and Boyce (1984)
suggest that, in such cases, the computer should restate the question or provide help if
students do not enter an answer in a set period of time. If student errors are tracked over
a period of time, and that information is stored and analyzed, such errors can be more
effectively predicted and addressed. In section 2.5.5, such methods of modeling
student knowledge will be discussed.

Even when items are presented in a multiple-choice format, feedback need not be
limited to simple right/wrong evaluation. Good feedback does a number of things. It
lets students know whether their answers are right or wrong, and helps them to
understand why this is so. It provides them with the opportunity to improve their
understanding of the materials. Also, good feedback is given as quickly as possible.

Feedback is important to students because it lets them know where they stand in
their learning. Scott, Jolly and O’Brien (1989) surveyed students using their interactive
videodisc system for communicative learning of English, and found that almost 90% of

the 158 students surveyed wanted the-computer to-tell them about their progress.

Often, incorrect answers indicate that the student either does not yet fully
understand the concept being exercised, or is still clumsy in the execution of that
knowledge. However, there are other reasons for incorrect answers. Sometimes
students merely slip up--they may actually be very proficient in using the concepts being
exercised, but they make mistakes of inattentiveness. Such errors are more noticeable
with computer-based exercises than paper and pencil type exercises, because the

computer catches even the most minor of spelling errors which might be (accidentally or
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intentionally) overlooked by human graders. It is important that the electronic textbook
make some effort at distinguishing these *“accidental errors” from the ones which truly
indicate a lack of understanding. The way to do this is by tracking the student’s
response history to particular types of problems. If students make the same mistakes
regularly, this may mean that they hold misconceptions which are causing those
mistakes. Again, this type of student modeling will be discussed in section 2.5.5.

When a student responds incorrectly to an item in the instruction, several
approaches can be taken. The student can be asked to repeat the same item again
immediately, repeat the same item later, do a similar (or parallel) item immediately or do
a similar item later. Robinson et al. (1985) found that when recycling missed items, it is
more beneficial to repeat identical missed items at random intervals rather than repeating
the identical or a parallel item immediately or repeating the identical item at the end of the
exercise. If this is true, then items which the student answers incorrectly need to be
reintroduced randomly into the exercise.

Timing is an important consideration of providing feedback. One of the
strongest arguments which has been made for computer-assisted learning over the years
is that it can give feedback immediately. But exactly when should feedback be given?

One option is to give it at the end-of a problem set;just-as in atest. Another is to give it

after the student has had several opportunities to give the correct answer to a problem.
But the most commonly pursued option gives feedback to every response the student
makes, giving the student the opportunity to use that information to produce the correct
answer.

This approach necessitates giving students more than one try on each problem.
Just how many tries should be allowed is a difficult question. Some software allows

students a fixed number of tries; two or three attempts may be allowed before the correct
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answer is automatically provided, for example. Some feel that this approach keeps
students from getting stuck on one question for too long a time and eventually getting
frustrated with the exercise. But other educators feel that such limits are unnecessary.
They assert that students should be allowed unlimited attempts to get the right answer,
and that they will give up when they have had enough. It seems clear that both types of
students exist--those who will give up at the first opportunity, and those who will keep
guessing until they give a correct answer or run out of time.

It remains unclear at this time whether one approach is clearly superior to the
other. It might be that some exercises are more conducive to one approach than to the
other. Again, this is an area in which the electronic textbook could be used to conduct
research. Students could be observed electronically to determine how many guesses
they make before either giving a correct answer or giving up. Then the number of
guesses could be limited, and the students observed again to determine whether these
limitations have an overall effect on their progress through the materials.

Feedback which is useful for one student may not be useful for others. Thus, a
variety of types of feedback must be available (Fox, 1990) and students allowed to

choose which feedback they want to see (Robinson et al., 1985). A program for drilling

Russian verbs using such an approach is discussed in Frumkes, 1994. Robinson et al.

also stress that students should not be left without guidance when choosing feedback.
That is, the program should make available only the help appropriate to the particular
problem, and not overwhelm the student with irrelevant choices. If a student is
struggling with correct case endings in a particular exercise set, for example, only
information about case usage and endings should be made available, while other

information (e.g., about verb conjugation) should be suppressed.
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Certain guidelines for providing feedback were outlined by Robinson et al. as a
result of their research with first-year Spanish students. Their findings show that
indicating the location of errors and providing hints about how to correct them is more
valuable than either error location or hints by themselves. However, some students
prefer to receive less information about their responses. Some just want to know that
their answer is incorrect and try to locate the error on their own. Others only want to
know the location of the error, and try to discover the nature of the error on their own.
These various learning preferences should be accommodated. It may also be that
students may pay more attention to the feedback when they are given a choice regarding
which feedback they see. After all, feedback does no good at all if the student is not
paying attention to it. Allowing students to control the scope of feedback gives them
control which may aid their learning.

Many types of feedback are possible: suggestions or questions leading to correct
answers, clues based on the grammar, examples of similar forms, or overt correction,
whether implicit or explicit. Robinson et al. suggest that within a communicative
context, implicit correction is more successful than explicit correction. One way of

making feedback implicit is to put it in question format, which helps students realize the

irrelevancy or incorrectness of their—;es—ggnsesrw(steinberg,—l;?-g-rlp).7 That is, implicit
correction of the type:

Program: What did he do?

Student: He waked up.

Program: Who did you say woke up?

Student: (Robinson et al., 1985, p. 39.)
is more successful than explicit correction like the following:

Program: What did he do?
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Student: He waked up.

Program: No. He woke up. Try again. (Robinson et al., p. 39.)

Ohlsson and Rees (1988, cited in Ohlsson, 1991) suggest a hypothesis that
implies that feedback should “refer to the state of the problem, rather than to the
performance of the learner” on that problem. As an example, let us assume a student
has used an imperfective verb in an environment where a perfective verb would have
been more appropriate. The feedback to such an error should describe what the sentence
should look like (“The perfective aspect is needed here,”) not what it actually looks like
(*You used the imperfective verb.) The aspectual verb pair could be also be made
available to help learners understand what their choices are. Another possible advantage
of this approach is that providing feedback in terms of the shape of the problem instead
of the state of the response is less confrontational. Instead of pointing out the student’s
shortcomings, it stresses the correct structures of the language. The electronic textbook
could be used to conduct experiments regarding the correctness of this hypothesis.

Finally, it must be admitted that students occasionally produce incorrect answers
because of deficiencies in the materials themselves. That is, sometimes incorrect
answers suggest not student shortcomings, but bad instruction. Steinberg (1991a)

reports that some authors of computer-based .educational-materials revise either the

instruction or the questions if 40% of students answer a particular item incorrectly.
Thus, the answers given by students may be used as part of formative evaluation (Eleey
& Farrington, 1994). That is, the students’ actual answers, the time it took them to
reach those answers, and the feedback the computer gave to those answers can be used
not only to give feedback to learners, but alse to create better versions of the software.

The advantage of the electronic textbook is that student answers can be continually
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tracked in the way Steinberg suggests, and improvements made to the materials where
necessary.

Therefore, good feedback can help students locate and correct their errors. The
electronic textbook must provide students both with appropriate feedback and with the
freedom to use it as they find appropriate. The electronic textbook will provide feedback
along the lines described above, and will also be used to test theories about the utility of
various types of feedback.

2.5.2 Locus of Control

One of the great hopes for computer-based education was that it would allow
students to exert greater control over the pace, content and sequencing of their studies.
Many felt that individual students, not the textbook, teacher, audio tape, or computer,
know best how to approach the materials given their unique strengths. It was hoped that
such control would help learners better understand the concepts presented.

Laurillard (1984) suggests that students be allowed to take any path they choose
through educational materials. This, she claims, creates greater learning possibilities
than if students are limited to paths which the computer or teacher has prescribed. Her

position is that there must be sound pedagogical reasons for restricting the freedom of

should not be allowed such control, she reasons, students should be given the benefit of
the doubt and therefore full control over the sequencing of materials. While such
freedom may be appropriate for smaller learning units with intrinsic logical ordering,
such as the isolated video programs described by Laurillard, we cannot allow such
freedom in a textbook being used by an entire class. After all, in order to be able to
communicate effectively with each other in the classroom environment, all members of

the class must keep to a relatively similar pace.
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On the other side of the argument concerning student control, Steinberg (1991b)
claims that students learn less when they order the sequence of instruction themselves.
Her position is that students may not always be the best judges of how to proceed in
their learning. “Learner control is not appropriate for all students for all courseware.
Not all students are capable of, or even interested in, managing their own learning.” (p.
66) Sometimes even just the number of learning alternatives can overwhelm students to
the extent that they accomplish little. Merely providing learners with a wide range of
learning options is not enough if they cannot manage them successfully (Barnett, 1993).
Not surprisingly, good students tend to manage their learning better than poor ones.
But even the best students may not be skilled enough language learners to be able to
determine appropriate sequences of presentation.

Whether it is due to laziness, a lack of awareness, or a combination of both,
Steinberg has found that many students are not successful in managing the speed or
difficulty level of their work. She notes that students who are allowed to control the
speed of their computer-based learning fail to manage their time adequately. In general,
they do not complete lessons on a regular basis (doing them all at once instead of
spreading them out over several days) and do not allow adequate time for review. They

may not understand the purpose-of completing lessons regularly or the importance of

review during the learning process. Steinberg goes on to claim that learners do not
choose appropriate levels for their skills when they are allowed to choose a difficulty
level. That is, they tend to avoid areas which they find difficult or emphasize areas
which are easier for them. As a result, they remain weak in their trouble areas and gain
strength where they were already competent.

Since students cannot always be expected to adequately control their learning,

perhaps this responsibility be turned over to the computer. However, there are
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drawbacks to this approach as well. First, many people dislike being ordered around by
machines. Second, the machine cannot always correctly diagnose student difficulties.
Human instructors also occasionally suffer from this problem, but there is a large
difference: human teachers and their students can have a conversation to clear up
misunderstandings. The computer, however, is largely incapable of negotiating,
resulting in frustration for the learner. Students begin to make complaints such as “It -
keeps telling me I have the wrong answer, but I know my answer is right!” and “Why
does it keep giving me this same question over and over again?”’ This sort of frustration
can drive students away from using computer-based materials entirely. Finally, if the
computer is in total control, students no longer have responsibility for their learning,
which may result in a lack of motivation. Thus, there are many reasons why the
machine cannot be allowed to exercise absolute control over student learning.

Neither is it feasible for the teacher to be in control of every aspect of learning.
Certainly it is the instructor’s duty to monitor student progress, but the teacher cannot be
expected to immediately evaluate every student’s answer to every question posed by the
computer. It is the computer’s role is to act as learning collaborator on a daily basis
(Self 1988, cited in Cumming & Self, 1991), not the teacher’s. If learners are
encouraged to see the computer-as-a collaborator, instead as-an omniscient super-

instructor, they may come to expect different things from it. Cumming and Self suggest
that students may expect infallibility from the system unless it is specifically pointed out
to them that the computer is merely an advisor. When they hold such unrealistically
high expectations about the computer’s capabilities, they may become very upset when
the computer does not adequately respond to their needs. It is curious that they have this
expectation of computers, when they know that human teachers are fallible. If students

come to see the computer as a helpful tool, instead of some sort of oracle, they will be
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encouraged to take more responsibility for their learning. This, in turn, reduces the
pressure placed on both computer and instructor.

Thus, the computer should guide students, yet neither control or ignore them. It
must help them become independent, self-sufficient learners who bear responsibility for
their own learning and the skills they acquire. It should require them to work up to a
certain level of competency before they are allowed to proceed on to different materials.
It should track their progre.ss and point them in appropriate directions (Barnett 1993).
The system should provide learners with several paths along which they may proceed,
so that they can always find alternate learning routes as needed (Cumming & Self,
1991). For example, when review is necessary, the computer should be able to suggest
a variety of activities. In addition, the computer can introduce new, related concepts
once basic ideas are understood. Students should be free to pursue the suggested
materials as they wish. Laurillard suggests that if students are forced to regularly make
decisions about how to proceed, they will stay involved in their learning and not be
passive learners. This is the sort of freedom which creates independent, self-motivated
learners.

2.5.3 Applying Knowledge

It is not always a lack of knowledge-or motivation-which causes students to fail

in performing a task. Sometimes, students do not apply knowledge because they do not
know that it is appropriate to the activity before them. Therefore, students need to be
made aware and constantly reminded of the learning strategies at their disposal
(Steinberg, 1991b; Barnett, 1993).

Without periodic reminders of the problem-solving strategies available to them,
students can easily become frustrated and wonder why the computer keeps presenting

them with problems which they cannot solve. After all, students cannot apply learning
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strategies which they have forgotten. For example, when faced with an unknown word,
students can be reminded of decoding strategies (such as examining the stem of the
word or the surrounding context) as an alternative to using a dictionary. Sometimes
problem-solving strategies need to be clarified for students who have forgotten them;
such review should be readily available when needed. However, students must
eventually be weaned from such assistance and learn to function independently. After
all, one aspect of functioning independently is knowing when and how to use problem-
solving strategies, not just applying them when told to do so. Learners should be
encouraged to use a variety of strategies so that they do not become so attached to one
that they ignore the potential usefulness of others (Laurillard, 1984).

Students must also understand the utility of such strategies, since if they do not
perceive that a given strategy is useful, they may ignore the strategy--or worse, the
entire activity--entirely (Elton and Hodgson, 1976, cited in Laurillard, 1984). Thus,
they must practice using the strategies in realistic environments to understand their
importance. In a game-like learning-drill environment called “West” (Burton & Brown,
1982, cited in Steinberg, 1991b) the program isolated weaknesses which students
demonstrated in using particular skills. The authors were very concerned with making

students amenable to using the advice-the program-gave them—Therefore, their system

provided advice very judiciously. That is, advice was given only immediately after the
student had demonstrated a weakness with a particular skill, and at no other time. This
helped students to appreciate the value of the information being provided. Students
were encouraged to immediately use the advice and try the problem again if they so
desired. However, they were not forced to follow the advice. Several strengths to this
approach are evident. Since students are encouraged to immediately incorporate the

advice given by the computer, its value is immediately proved. Once students perceive
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the utility of the advice they receive, they are likely to be more receptive to it in the
future. In addition, students can decide whether to use the advice or not, allowing them
to retain control of the learning environment.
2.5.4 Determining Student’s Level of Knowledge

If the computer-assisted language learning and the electronic textbook in
particular are to live up to their promise to provide individualized language learning, the
computer must have some way of tracking student achievement and progress. At one
level, the program must be able to determine when a student has practiced with a
particular concept long enough to be allowed to move on to other topics. At another
level, the computer must determine the reasons why students make the particular
mistakes they do. That is, it must model the student’s knowledge in such a way that
allows for predictions about why the student makes particular errors and then provide
advice based on those predictions.
2.54.1 Sufficient Success

The electronic textbook holds the potential for reducing the time students spend
on a task by monitoring correct answers given and letting the student quit once a certain
level of mastery has been achieved. Several methods for establishing this level have

been suggested, and some have been-tested; but-again, due—to the small amount of

empirical data in this area, the electronic textbook would be invaluable as an arena for
further testing of these theories. Some of these success criteria are explored in detail
below.

Steinberg (1991a, 1991b) suggests that mastery may be demonstrated by a
student by either making a certain number of correct responses in a row, or by reaching
a certain number of correct answers in an exercise. For example, if students gave five

correct answers in succession, the computer would assume they had mastered the
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material. Given this evaluation measure, a student could answer the first five items in an
exercise incorrectly and then answer the next five correctly, and the computer would still
assume mastery of the topic. Note. however, that the overall percentage of correct
answers here is 50% on ten problems. If a student were to answer five problems
incorrectly, then four correctly, and the next one incorrectly (due to a lapse in attention,
for example), then five items would have to be answered correctly to show mastery, for
a total correctness rate of 60% on 15 problems.

A higher rate of correctness over fewer items may be achieved by using
percentages from the outset. For example, a student may be required to answer 70% of
the items correctly to demonstrate mastery. Thus, if a student answers seven of ten
problems correctly, mastery has been demonstrated. If the student initially answers only
five of ten items correctly, then an additional ten problems must be answered correctly to
push the percentage to 71%, requiring the student to answer seven problems in a row
correctly over a set of 17 problems. Requiring this higher percentage of correct answers
means students have to answer a greater number of problems correctly in succession.

However, both of these two mastery criteria would be complicated by the
random reintroduction of missed items into the working pool. As discussed above, this

is something which should be -part—of good computer-assisted language learning.

Repeated items may carry the same weight as items correctly answered on the first try;

that is, if a student answers an item incorrectly the first time, but gets it right when it is
reintroduced later, one point is added to the total of correct answers, although the total
number of tries on that problem is still two. A higher percentage of correct answers may
be required here (75%) since items are being repeated. This approach may be
implemented by keeping the working pool small--five to nine items, as suggested by

Atkinson (1976) and discussed in section 2.4.2. Incorrectly answered items may be
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placed back in this pool, and only once the entire working pool is exhausted will the
student’s success be evaluated, so that students must eventually answer every item in the
working pool correctly.

Let us assume that the initial pool consists of seven items. If a student answers
five of the seven items correctly on the first try, and the remaining two correctly on the
second try, nine problems have been performed and seven correct answers have been
given, putting the student’s success percentage at 78%, well over the mastery mark of
75%. If the student falls short on this measure (answered less than 75% correct),
additional items (five) may be introduced into the working pool. Let us assume then,
that a given student answers four of the seven items in the working pool correctly on the
first try, and the remaining three correctly on the second try, adding up to a 70% success
rate. In this case, an additional five items would be placed in the working pool, and the
student would have to answer at least four of those items correctly on the first try to
demonstrate mastery. If mastery is not achieved after a certain number of problems
(twenty-two, for example) the instructor could be alerted to the difficulties the student is
experiencing, and personal attention could be given. In addition, the system could then

“plan” to provide an intensive review of the difficult material once the student has had an

opportunity to discuss it with the instructor. -
Alternatively, the number or percentage of incorrect answers might be used to
evaluate a student’s success and to determine whether review or advancement is in
order. Thus, several algorithms for assessing mastery are possible to implement. The
electronic textbook will be a testing ground for these methods.
2.5.4.2 Modeling Student Knowledge
In order to give the most helpful feedback possible, the computer must take into

account what the student already knows, as well as the areas where the student is still
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struggling. If such information is not considered, the feedback given by the computer
may fail to address the particular problem the student is experiencing and not be useful.

Klein (1986, cited in Laurillard) notes the difficulties involved in providing
feedback when the student’s existing mental representations of the target language rules
are not taken into account. Let us examine an example of feedback which is not
sensitive to a student’s response history. For example, a student might produce the
following:

4 B4Yepa MOKyNaJ 3Ty rasetTy.

‘I bought (=was in the process of buying) that newspaper yesterday.’
A non-explicit response to this statement might be:

Kakyro raseTy BH BYepa KYINJIN? (with stress on the verb)

‘Which paper did you buy (completed action) yesterday?’
The intent of this feedback, to the trained eye, is to point out to the student that Ky Tb
is the perfective of TOKyI1aTh, and that the perfective is necessary in this context. The
feedback assumes that the student knows how to use aspect, and either forgot that
KynuTh was the perfective verb or simply did not remember to use the perfective.

However, it is possible that the student is still unclear about how to use aspect, in which

case this feedback is not terribly-useful.- - Or, it-might be-that-the student thinks that

[IOKYyIHaTh is the perfective verb, which is logical, since the prefix 10— most often
denotes perfectivity. Some students may be so certain that TOKymaTh is the
perfective, in fact, that they will not even take note of the use of KymuTb in the
feedback. Or a student might have made the error through a lack of attention, and really
does know that KyIIuT5 is the perfective verb and that the perfective should be used in
this case. At any rate, this one error does not, by itself, tell us much about the problem

the student is experiencing. In order to predict the origin of this error and give
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appropriate feedback, we must know how this particular student has previously
responded to similar questions.

There are two lessons here. First, we cannot assume too much about the
student’s knowledge from one isolated response. A student’s responses must be
tracked over time in order to ensure that the feedback given to errors is correct. Good
teachers instinctively recall the prior performance of a particular student and use that
knowledge to help on other occasions. However, this is not so easy for the computer to
do, because it requires a complicated system which can model each individual student’s
knowledge, a model that a good teacher instinctively creates and uses. The second
lesson is that while implicit feedback may appear to be successful in the short term (for
correcting one error), it may not address the underlying problem which persists. Thus,
feedback must be carefully constructed to strike to the heart of student difficulties, taking
the student’s history into account, much as a human teacher endeavors to do.

Many systems that model student knowledge assume that the errors they are
tracking are stable, when in fact they often are not. Stable errors, or errors which
students make regularly, are generally due to mistaken notions and rules held as correct

by the learner. But non-stable errors may be attributed to other factors, such as

attentional lapses, guessing, and typing errors. “Stable and mon=stable errors should be
treated differently, since correcting a non-stable error as if it were a stable one is not
productive. If student responses are tracked over an extended period of time, true stable
errors (known as mal-rules) can be distinguished from non-stable, random errors. That
is, a student may fail on one occasion to use the accusative case in direct object position.
This does not necessarily mean that the student does not know how to use the accusative
case properly. If the student has a history of using the form correctly, this error is

probably random, and does not indicate that a review is necessary. However, if the
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student fails to properly use the accusative case in several similar cases over a period of
time, the computer should provide feedback accordingly and suggest a review if the
difficulty is not remedied by that feedback. Therefore, better feedback is possible when
student input is tracked over time.

This approach to the modeling of student knowledge necessitates the coding of
the elements which are tested by a given item. That is, when a student succeeds or fails
in giving an answer, it is not only the fact that the student gave a correct or incorrect
answer which is important. The computer must also record the nature of the error or
correct response. Each of these elements of the Russian might be assigned a code; for
example, “FemAcSg” might be the code for feminine accusative singular. Every time
the student uses a noun correctly in the feminine accusative singular, one point would be
added to this variable. Every time the student uses it incorrectly, however, one point
would be taken away. If this variable were to reach a certain negative value (say, -5),
indicating that the student has failed to use it correctly on at least five occasions, the
computer would suggest a review of the concept.

Let us examine in more detail how this might work. The computer might show
Masha reading a book and ask the question: “UTo mesaeT Mama?” (‘What is

Masha doing?’). If the student answers-correctly with “OHa 4 TaeT KHUTrY” (‘She

is reading a book’), the computer may make several tentative assumptions about the
student’s knowledge. First of all, the student probably knows the meaning of the words
used in the question and the answer, or was at least able to predict their meanings from
context. Second, the student can properly substitute a pronoun for a proper noun (by
using OHa ‘she’ in the answer instead of Mailla ‘Masha’). Third, the student knows
the third person singular form of the verb Y1 TaTh ‘to read’. (It may also be true that

the student knows the entire present tense conjugation of that particular verb, or how to
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conjugate other verbs of this type, but this cannot predicted from this particular answer.)
Fourth, the student knows the accusative form of the noun KHUTa; again, this may
imply that the student can properly decline other feminine nouns in -a, but this is not
obvious from this answer. Finally, since the new information is at the end of the
sentence, the student may also understand rules about word order in Russian. The
student would be given one point of credit for each of these five criteria.

If, on the other hand, the student gave the answer “Mallla geflaeT YUTaTh
KHUTY”, the computer could assume that one of several things were wrong. The
student may have assumed that jieJ1aeT serves as a progressive marker in Russian, for
example. The student may not know that Y TaTh can be conjugated, or what the
conjugated forms might look like. At any rate, the computer must take note of an
incorrect conjugation of a verb, subtract one point from the variable which tracks the:
conjugation of ~aT5 type verbs in the present tense, and provide appropriate feedback
to the student. The student would not get credit for knowing how to replace a proper
noun with a pronoun. However, this single response does not prove that the student
does not know how to make this substitution, so no points would be added to or
subtracted from that variable. At the same time, the student does get credit for

understanding the other structures-in the sentence==vocabulary;-accusative case use and

word order, and the student would get points in those areas. An example of this type of
error tracking can be found in the pocket materials, in the “Sentences” demonstration.
No matter how carefully we structure it, mistakes will occasionally occur in the
modeling of a student’s knowledge. Sometimes students appear to have knowledge
which they do not have. For example, they may use a form correctly because they have
memorized it. However, they might be incapable of using that particular form in a

different context, because for them, it is a discrete piece of rotely memorized
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information. Another problem for the modeling system arises when the underlying
causes of student difficulties do not lie in the predicted areas, or the student is using an
approach which the computer was not programmed to “expect”.

However, just because the computer may make errors in the modeling of student
knowledge does not suggest that this approach be discarded altogether. Human
teachers, too, make mistakes when they try to diagnose the causes of student
difficulties. It is unreasonable to expect the computer to be infallible in this arena.
Given this understanding, the model of student knowledge alone must not be allowed to
be the sole determiner of which materials students use or what sort of feedback they see.
Students must be allowed a certain degree of control over their learning. There are
indeed times when the computer will misdiagnose a student’s difficulties, and the
student should be allowed to override the computer’s recommendations when
appropriate. Instructors should enjoy the same privilege, and this appropriately places
instructors in the position of learning advisor. For example, the computer may
determine that a student needs review of a particular topic based on the knowledge
model, and informs both the instructor and the student of this. The student may choose
not to use the review materials. But the instructor could decide that the review materials

would be of use to the student, given the student’s work in class, and direct the student

to use the materials.

Thus, this implementation of student modeling tracks student difficulties in order
to give students better feedback. It can also be used to determine when a detailed review
is necessary. It also keeps both students and their instructors informed of progress and
allows instructors to intervene when necessary.

2.5.5 Evaluating Full-Sentence Responses
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As discussed earlier, the processing of full-length sentences by the computer is
something much desired by those who teach with computers. Availability of full-
sentence processing means that more input can be evaluated by the computer instead of
by human instructors. The tools to process such input are gradually being created by
computational linguists around the world. Two main paths have been taken: keyword
recognition, in which the computer matches the words in the answer with pre-stored
target words, and parsing approaches, in which sentences are broken down syntactically
and evaluated from there. Each approach has its strengths and weaknesses, but parser-
based systems seem to present better possibilities, as will be discussed below.
2.5.5.1 Keyword Recognition

Several existing computer-assisted language learning programs, such as the ones
discussed by Chan and Liu (1992) and Ahmad, Corbett, Rogers & Sussex (1986) use
keyword matching approaches. These programs search the student’s input for specific
words which should be present. This potentially makes it a good system for testing
reading or listening comprehension, because it allows for a number of different
answers.  For example, upon hearing or reading a question such as KTo
NPUrOTOBUA obex B 4eTBepr? ‘Who made dinner on Thursday?’ a student

might answer correctly in any of the following ways: “Muita TpuroTosms obesg

B 4eTBepr,” “Oben mpuUroToBusa Muiia” or simply “Mwunra”. Keyword

searching allows all three of these answers to be correct, simply by searching for the
name Muiira. The system described by Ahmad et ai. even allows for incorrectly
spelled answers, so the student could answer “Muira” and the computer could
respond with feedback of the type “Yes, Mu1a made dinner, but note the spelling.”
This indicates to the student that the spirit of the answer was correct, and that only the

spelling was a problem.
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However, if such errors are to be allowed, care must be taken that truly incorrect
answers are not allowed. For example, the answer Mallia, although it differs from the
name Mu1i1a by only one letter, should not be allowed as a misspelling, since it is a
different name. One way of dealing with this particular case would be to require that the
student’s answer match the first two characters (M and 1) exactly, while allowing either
(but not both) of the last two letters (111 or a) to be incorrect. Decisions about which
misspellings are allowed would have to be made by lesson designers on a case by case
basis, making this sort of matching cumbersome to implement. For instance, in the
example above, should Mu1ly be admitted as the answer, even though it is in the
wrong case (the accusative instead of the nominative). In such a case, the computer
could accept the answer as correct for semantic reasons, but give feedback such as “Yes,
it was Misha, but since he is the subject of the sentence, his name should be in the
nominative case and spelled Mu1ia.”

Another potential problem with the keyword matching system is that negatives
cannot be accounted for in a straightforward manner. That is, in the case of the
question: KTO XOpoLIO IOTOBUT? (‘Who cooks well?’) a student might answer
“Mallla He JIFOOUT TOTOBUTH, a MMUllla OYeHb XOpOolIO TrOTOBUT.”

(‘Masha doesn’t like to cook, but-Misha—cooks—very-well.”)_This may indeed be the

correct answer (perhaps even taken straight from a reading text!), but the matching

algorithm, unless extremely well designed, will assume that the student thinks Maliia
cooks well, when in fact it the student said that it was MuIa who cooked well.
Therefore, a way of determining the location and meaning of negatives would have to be
implemented.

It is clear that keywordmatching algorithms, while they may be relatively easy to

implement in their simplest form, may not be the best way to evaluate answers, even if it
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is just for semantic content. They have another drawback, as well--they cannot easily be
used to identify incorrect morphological and syntactic content. This sort of detailed
evaluation requires a parser.

2.5.5.2 Parsers

In order to make keyword evaluations successful in accurately evaluating
answers such as the one given above, a parser of some kind is necessary. Parsers break
sentences down into their component paﬁs. They can be structured to identify semantic,
syntactic and morphological errors, allowing the computer to give feedback on these
difficulties.

Parsers are the engines which made text-based adventure style games and, more
recently, MOOs and MUDs (see section 2.4.1.3.2) possible. They aliow the user to
type in natural Janguage, which the computer then breaks down into its syntactic parts.
The relevant parts of the student’s input are fed to the game program as commands. For
example, a user might type, “put the book in the bag.” But all the program needs is the
verb “put,” the object “book,” the preposition “book” and the object of the preposition
“bag”. The parser’s dictionary contains the verb “put” which has as part of its entry a

(13 1 ]

syntactic frame which requires an object and a preposition such as “in” or “on.” If the

parser cannot find one of these-elements (for example, if the sentence was “put the

book”), it must return a message asking for more information, such as “Where do you
want to put the book?”. Similarly, the parser’s lexicon has an entry for the word “in”
which indicates that it requires an object. Thus, if the sentence was “put the book in,”
the computer would return a message such as “Put the book into what?”. Either way,
the student can be cued to input the needed information.

An increasing amount of work with parsers which evaluate the input of non-

native speakers has been conducted in the past few years (Hagen, 1994/1995; Holland,



130

1994, Yazdani, 1991; Catt and Hirst, 1990; Mulford, 1989 to name a few). Many of
these programs are still in the development stage, thus are not yet widely implemented in
working software. Both Holland and Pusack (1983) point out that many of these
parsers require that the input be constrained in some way. Pusack goes on to say that
“the inclusion of the possibility that the utterances may be malformed is mind-boggling.”
That is, as is well-known to instructors of foreign languages, non-native speakers of a
language are capable of producing unpredictable, even bizarre errors.

In order to parse the input of non-native speakers, allowances for faulty spelling
have to be made, especially for common errors such as missing soft signs or the
substitution of 11 for 111. The parsers described by Yazdani and Mulford contain
components (“bug catalogues™) which contain common errors and use them to help the
parser process more degenerate input. That is, these modules contain words which are
not correct words of the language but which students often use, and interpret these
words in the way the student most likely intended. This allows the computer to generate
a good parse of the student’s input. The computer can also use this information as part
of the feedback to students about their errors.

If two sets of language rules are used--one for the target language (Russian) and

one for the native language (English); a parser may be able to identify errors which are

made due to interference from the student’s native language. After all, many errors
made by beginning students of a language are due to the improper generalization of a
native language rule to the target language. This approach was implemented in
SCRIPSI (Catt and Hirst, 1990). If a student makes an error which the parser cannot
interpret given the rules of Russian, it can apply the rules of English to the unknown
structure. A drawback to this approach is that rules for both English and Russian must

be written and made available to the parser. While this is certainly not impossible to do,
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it would be take more time and disk space to implement than just creating the Russian
parser. It also may not be necessary. The implementation of student knowledge
modeling (see section 2.5.4.2, above) may be sufficient to identify and remedy these
errors. The current plan for the electronic textbook is not to implement this two-
language parsing system initially, but to develop it later if the potential benefits warrant
the work.

Pusack suggests that one intermediate step on the way to the development of true
parsers is the use of the pseudo-parser, which evaluates student input on the basis of a
pre-stored correct answer. Pseudo-parsers do not contain either a dictionary or a
grammar of the language; they merely contain pre-stored correct answers in which each
word has been labeled with appropriate grammatical information. Such pseudo-parsers
therefore can only be used to analyze highly constrained input, and not free responses.
The pseudo-parser significantly narrows the scope of what the program must look for in
any given input. Given the progress in the sophistication of true parsers, the need for
pseudo-parsers is lessening, but it is easy to see why they have presented an attractive
intermediate step. Such a pseudo-parser was implemented in Frumkes (1994) in order
to circumvent the problems associated with true parsers.

It is important to keep in mind- that parsers cannot by themselves guess the

causes of the errors made by students. They can be used to locate grammatical and

semantic errors. But the work of predicting the underlying sources of student errors
involves the use of a model of the learner which is implemented in concert with the
parser.
2.5.6 Scores

As'mentioned in section 2.5.1, students like to know how they are doing on

their homework. It is imperative that instructors have this information as well, so that
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they can better aid students who are experiencing difficulties. Such scores are an
example of summative evaluation, or assessment which can be used to compare students
against each other or to evaluate progress over time (Eleey & Farrington, 1994).

Students may have various reasons for wanting information about their work.
Some want to make sure the instructor knows how well they are doing. Others want to
know how well they are doing compared to other students in the class, while others
simply want to be able to track their improvement. Steinberg (1991a) reports that
students tend to be more satisfied with courses when they know their status in the class.

Scores need not always be reported to students in numerical form; their progress
can be indicated in other ways. A progress bar which fills with color as the student
draws closer to a given goal can be used to indicate successful progress through the
exercise. Thus, if a student must answer ten problems correctly to complete an exercise,
the bar can add one unit of color for each successfully completed problem, indicating
how close the student is to successfully completing the exercise. In addition, students
should be able to review their incorrect answers in order to better understand their
errors.

Instructors need scores for different reasons. They need to know not only how

well individual students are doing-but-also-what their problems-are, and whether these

difficulties are isolated or common to the entire class. In addition, reported scores must
be meaningful to the instructor. A list of numbers, for example, is useful in only certain

way. If student Jack Sample answered 20 out of 20 questions correctly, this is
sufficient information; the instructor does not need to worry about Jack. However, if
Jane Doe answered only 11 problems out of 20 correctly, the instructor knows only that
Jane is struggling, but does not know specifically what where her difficulties lie. Jane’s

problems may be quite different from those of Rick Roe, even though Rick also had a
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score of 11 out of 20. A score report which contained all of Jane’s and Rick’s

responses (correct or incorrect) would not be useful either. The instructor needs to see
all of Jane’s and Rick’s errors to determine what their problems are. The student model
will help the instructor to make these determinations. The reports should indicate which
problems are shared by the majority of the class, so that common difficulties can be
discussed publicly, while individual problems may be addressed in private.

Since scoring serves different purposes for students and instructors, the
electronic textbook must present this information to these two groups appropriately.
While students might be interested in each one of their errors, or their success on one
particular exercise, instructors should only concern themselves with main trends either

of individuals or of the class as a whole.




Chapter 3: The Electronic Textbook

The previous two chapters considered principles of pedagogy and the specifics
of the textbook-based educational process. This chapter will address the challenges of
transforming the traditional textbook into a new entity, the electronic textbook. This
new text must take advantage of all the strengths of the computer to help the student
learn. It must also aid students and teachers in becoming comfortable with its use. The
electronic textbook will occupy a slightly different position in the language curriculum
than the paper textbook did. The challenge lies in precisely identifying this new
position.
3.1  What the Computer Can Do

As is evident from the discussion thus far, creating an electronic textbook means
more than just taking a traditional, paper-based textbook and putting it on computer.
That would just make the textbook bulkier and harder to transport. The addition of the
“electronic” to the textbook must add value to the educational experience if we are to
justify the use of the computer. Thus, the whole concept of the textbook must be
rethought. This means that the electronic textbook will not look like any textbook we

have previously known, and it will change education.

The electronic textbook will makewuse-of the strengths of the computer, such as

its ability to organize and reorganize information, its versatility in linking information,
its capacity to use various media, its facility in adapting to a particular individual’s
needs, and its manner of demonstrating new concepts and information.

Used as the basis of a textbook, the computer can not only fulfill these
requirements, but perform the required tasks better than the traditional textbook can.
Many textbooks, for example, provide glossaries and an index. But using them can be

slow and inconvenient, requiring a lot of flipping of pages back and forth. The
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electronic textbook will provide a “map” and other search mechanisms which will allow
the user to find the same information more rapidly than is possible with a paper
textbook.

Unfortunately, no matter how well-organized the presentation, how timely the
materials or how proficient the editing, the contents of any textbook (paper or
electronics) may be flawed or become outdated. But the electronic textbook has an
advantage here. Its materials may be revised, updated or corrected quickly, as needed.
Some textbook flaws may be corrected so swiftly that many students will never notice
their existence. Learners will play an important role in this process of improving the
textbook, as they will have the opportunity to report problems as they encounter them,
giving them control over the materials and a sense of ownership.

The electronic textbook will also be highly adaptable to the needs of teachers and
students. Instructors will be able to choose not to use some materials, or to substitute
other materials in their place. These changes will not be evident to the students at all. In
addition, instructors will be allowed and encouraged to create materials for the textbook
which may be easily shared with others.

3.1.1 A New Educational Medium

Steinberg (1991b) notes; ——— - -

“We tend to apply new technology within the constraints of past experiences.
For example, books that were printed between 1450 and 1480 were almost
indistinguishable from manuscripts of that period...In the early years of
television, advertisements were written in a radio format, with a video
component tacked on...Producers [of information] are conservative and prefer to
work with familiar methods even though new technology can make their work

easier and/or more efficient.” (p. 4)
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This point applies to the use of computers in education as well. Eleey and Farrington
(1994) point out that while the Expanded Books of Voyager, which present traditional
literary works on the computer, allow greater freedom of reading of text by providing
quick searching and note-taking in the margins, such works are not the final vision of
what computer-presented materials can do for us. They are but an intermediate step, and
one that is closer to the paper-based book than the electronic reader.

Many attempts at integrating computers into education have resulted in the
copying of existing materials from textbooks, workbooks and correction keys onto the
computer. These applications do not take advantage of the special attributes of the
computer. As a result, students perform exercises on the computer that they might well
have done out of the textbook. They then compare their responses to the correct
answers given by the computer, just as they might check them against a workbook
answer key. Students who need more help or additional drill are referred back to their
textbooks or instructors.

But the computer is clearly capable of more than this, as more sophisticated
software has demonstrated. The computer can evaluate student responses and provide
detailed and specific feedback, including review modules and extra exercises. More

importantly, the computer can present -more than justtext: it-canrshow pictures and play

audio and video clips to make the text more comprehensible and interesting. It helps
students explore the subject matter in a non-linear way, allowing them to look up
unknown words without losing their place in the reading text or jump to additional
explanations or related materials as desired. This flexibility allows students to get the
information they need when they need it.

The facts and arguments given above lead to one conclusion: the electronic

textbook is not a paper textbook, just as a magnetic audio tape is not a compact disc.
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While both the tape and the disk can play music, holding one to the standards of the
other or expecting one to behave exactly like the other is unreasonable. Similarly, it is
not logical to expect the electronic textbook to be just like a paper textbook or to fulfill all
the roles of a human instructor. The electronic language textbook is intended to present
materials for language learning and to provide guidance when a human (such as a native
speaker, instructor, or another student) is not available. Human beings will remain at
the center of the language learning universe; the electronic textbook is only intended to
make that universe easier to navigate and manage.
3.1.2 Strengths of the Computer

As mentioned above, creating the electronic textbook is not merely a matter of
transferring an existing paper textbook to the computer. It means considering the
strengths of the computer and using them to create a wholly new learning medium.
Some of the tools available on the computer which are not provided by other media are
the database, hypertext, multimedia, individualization and modeling. These areas will
be discussed below.
3.1.2.1 Database

One of the main drawbacks of paper-based textbooks is that it can be time-

consuming to locate any specific piece of information in them. The table of contents, the

index, and visual memory are the main tools that humans use to find information in
paper-based materials. In the paper textbook, most information must be repeated several
times in order to make it accessible to students when they need it. For instance, the
word 06y B} ‘footwear’ may be presented for the first time in a section on clothing, but
it must also be listed in the glossary. It might also be listed at some point as an example
of a feminine noun ending in ~5. Similarly, the conjugation of various verb types is

presented once for pedagogical purposes, and then repeated later in reference materials.
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The paper textbook is forced to put the same information in severai different places, so
that the student is not constantly flipping through the book looking for specific pieces of
information.

The database can help solve many of these problems. The database is a
repository of information which can be rearranged as desired. A good database is
organized so that the same pieces of information can serve a variety of purposes. That
means that each piece of information must be classified in a variety of ways, so that it
can be compared to other pieces of information and the similarities between them
highlighted. For example, the word 06yBb has an English gloss: ‘footwear, shoes,
boots’. This is true for all the vocabulary words in the database. It is a feminine noun
ending in -b which makes it similar to words like TeTpazb ‘notebook’, JHOGOBE
‘love’, and ToMo1Lb ‘help’. It is not a countable noun, making it similar to Boa
‘water’, Bepa ‘faith’ and cMeTaHa ‘sour cream’. It is part of the group of words
describing clothing, as are 111J1A11a ‘hat’, TAJbTO ‘coat’ and raJICTYK ‘tie’. If these
various pieces of information (gloss, gender, countability, semantic class) are encoded
for each glossary item, then the database can be used for a number of different

purposes. That is, if the student wants to see the list of clothing words, the program

need only search the glossary for those-words-and present-them in a list; this list does

not have to be stored separately in the program. If any clothing words are later added to
or eliminated from the textbook and glossary, the list of clothing words would not need
to be changed, because that particular list only exists when a student asks for it.
3.1.2.2 Multimedia

The paper book is especially good for presenting large amounts of text. This
text may be augmented by sketches and photographs, but due to printing costs, these

pictures must often be limited to one or two colors. Full color pictures are rare, and
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often separated from the text which they are intended to accompany, so that they may be
printed on higher quality, glossy paper. Since the visual materials are separated from
the text they accompany, their effectiveness is reduced. The computer, however, has
fewer limitations in its presentation of pictures. Any kind of picture may be used: a
black-and-white sketch, a color photograph, or even a video clip. These images can be
scaled to an appropriate size and integrated right into the text. Audio clips can be
inserted right into the text as well, to be clicked upon and played. Pages on the World
Wide Web have already made these sorts of presentations familiar to many of today’s
computer users. In fact, many users already take such presentations for granted, and
will likely continue to do so in the future. Therefore, many of the exercises in Chapter 2
and the materials in Chapter 4 rely heavily on the computer’s capacity to deliver
multimedia presentations.
3.1.2.3 Hypertext

Hypertext is text that need not be followed in a linear fashion in order to be
properly used or comprehensible. Hypertext allows the users to access other parts of
the materials without losing their place in the main text. This allows readers to follow
lines of thought inspired, but not elaborated upon, by the main text. This type of

reading is familiar to those who use the-interlinked pages of the World Wide Web.

In the arena of the foreign language textbook, hypertext can potentially be very
powerful. Students can get glosses of unfamiliar words, see examples of forgotten
grammatical structures, or read more detailed descriptions of a cultural reference, simply
by clicking. Since they never really “leave” the section of the text where they are
working, it is much harder for them to get lost than it would if they were flipping back

an forth between the main text, glossary and reference materials.
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The danger of hypertext is that non-experienced users can indeed get lost in it, as
they follow links of interest which draw them further from their original reading. Thus,
good signposting must be implemented to ensure that users can always quickly get back
where they need to be. Such navigation issues will be discussed in more detail in
section 3.3.1.2.
3.1.2.4 Individualization

Individualization of learning materials presented on the computer leads to
adaptive textbooks which assess a student’s progress and provide greater challenges
based on that assessment. The textbook can also “observe” how a student uses the
materials and give the student advice on how to proceed based on those observations.
(This was discussed earlier, in section 3.5.5.2.)

The computer can also “observe” the way students use the computer and give
them advice on using it more efficiently (Eleey and Farrington, 1994). Such shortcuts
get the student “on task™ more quickly and make more of the time they spend in front of
the computer productive.

Since students will be guiding their own learning to a great extent, their
individual experiences with the materials will differ. Students may rarely be exposed to

certain exercise types which other students use quite often. But unless they discuss the

homework with their peers in great detail, this difference will not be apparent to
individual students. The textbook will appear to be a cohesive whole to each individual,
yet present slightly different materials to each one. Students will be allowed to choose
between various learning approaches and learn to use the methods which are most
helpful to them personally. The electronic textbook will help guide them to materials
which have the best chance of benefitting them.

3.1.2.5 Modeling and Expert Systems
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Another possible direction the electronic textbook could take is in the direction of
expert systems. An expert system is a computer program which imitates the knowledge
of a human who is an expert in a particular field. Such systems are used by banks, for
example, to determine whether a given customer qualifies for a loan. One expert system
(MYCIN) is used by doctors to diagnose and recommend treatment for certain diseases
. (Alessi and Trollip, 1991).

Expert systems are normally based on sets of multiple choice questions and rules
of the “If x, then y” type. That is, the system asks the user a question and then uses the
answer to that question to determine what other questions to ask. Once the system has
gathered enough information about the user’s situation, it can determine the type of help
or information to provide.

One possible use for expert systems in language learning could help students
determine which of a set of related words should be used in a given context, such as the
highly confusing set of verbs which express teaching and learning (Y41 Tb, Hay Y T5,
BRIYIUTH, yIUTHCA, NIPENIOZaBaTh, U3y4aTs, etc.) Using expert systems to
execute this type of dictionary query could be very beneficial to students, and help avoid
the perennial problem of choosing the wrong word in certain contexts.

Whether expert systems could be used to help students determine their learning
needs in the realm of grammar or functional, communicative categories is a different
question. One might argue that student knowledge modeling (discussed in section
2.5.4.2) makes use of student responses to exercise questions much in the same way
that an expert system uses answers to the QUestions it poses. If the student knowledge
model were constructed properly, students could perhaps examine it to find out their

achievement levels in various areas, and find out how to improve their results. Again,
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whether this is feasible will be determined by the structure of the student knowledge
model.
3.1.3 Possible Drawbacks of the Electronic Textbook

Although the electronic textbook will providle a number of learning
opportunities, it cannot be expected to cure all the ills of foreign language education. It
may even exacerbate some existing problems or create new ones. Some of these
difficulties, and possible solutions to them, will be examined here.

It must be kept in mind that any textbook, whether printed on paper or
programmed onto a disk, is merely a tool which can help people learn. As Coleman
(1991) points out, “Good tools can enhance good practice: they cannot eliminate bad
practice.” That is, if the electronic textbook is to be successful, it must be uéed
alongside good teaching and learning techniques both within and outside the classroom.
It cannot be expected to improve education on its own.

One large objection to the idea of the electronic textbook is that unlike paper
textbooks, it cannot be easily transported and used wherever and whenever students
choose. By definition, the electronic textbook requires a computer and a power source
to operate, whereas a paper textbook requires only a light source. Another objection is
that while literate people generally know how a book is used, they do not necessarily
know how a computer is used.

The complaint here is that students come to a language class to learn a language, not
how to use a computer.

However, it must be kept in mind that this electronic textbook is intended for use
five to ten years from now, at the beginning of the 21st century. Given the large strides
technology has already made in miniaturizing computer components (fitting more

memory into a smaller space, for example), power sources (more compact batteries



143

which hold their charge for a longer period of time), presentation devices (smaller
screens and projectors), and internet access (wireless modems), by that time the
electronic textbook comes to exist, it will likely be as easy to use and transport as
today’s materials.

In addition, people are becoming more computer-literate. It might even be
argued that some of our primary and secondary school students are more computer-
literate than book-literate, due to the amount of time they spend using computers instead
of books for study and recreation. Many of the problems encountered by today’s
college students using computer-based materials are due to their lack of experience with
computers. Tomorrow’s college students will be much more experienced in computer
use and will not experience the same difficulties.

As Kozma (1991) points out, people unfamiliar with a medium may not use it to
its full benefit. It could be argued that students still do not know how to use the
technology they already have. That is, they do not know how to use the textbooks,
workbooks, dictionaries and audio tapes which have been common for years. Many
students appear to be unaware of the existence or proper use of the index, glossary, or
reference tables which their textbooks contain. In addition, teachers continually
complain that students do not look at the homework and tests which have been graded
and returned to them, do not listen to audiotapes, and use dictionaries poorly. This is
probably not entirely the fault of students. It is likely that they have never been taught
how to use these resources correctly. However, the electronic textbook will instruct
students in its proper use as it instructs them in Russian. This should help alleviate such
problems. |

Yet another objection which may be made regarding the electronic textbook, and

to the use of computers in education in general, lies with the fact that we still do not
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know how effective these materials are. It is still not clear that they are better than
paper-based materials. Many of the studies which have endeavored to determine
whether paper-based or computer-based materials are preferable are flawed (Clark,
1983). It may be that it is in fact bad research to compare the findings from a treatments
using recent technology to those which use traditional resources, making it nearly
impossible to conduct a principled study comparing the two media.

It may be that the question of whether the computer makes teaching more
effective is not the real issue. The reality is that today’s primary and secondary
students--the college students of tomorrow--are constantly being exposed to and
encouraged to use computers. By the time these students reach the university level, is it
not possible that they will be so used to using computers for learning that paper-based
materials will seem as hopelessly outdated to them as quill pens are to us? Just as
today’s college professors do not consider a hand-written essay (as opposed to a type-
written or word-processed one) a serious educational effort, future college students may
not consider paper-based materials to be a serious effort on our part to help them learn.
That is, by the time these students reach us at the college level, paper-based materials
may not be considered by students to be acceptable transmitters of education. Students

will expect to be taught using computers, and educators will have to fulfill that

expectation.

Finally, when we consider the electronic textbook as a new medium for language
education, we must keep in mind that it is not intended to replace either instructors or
fellow students. It is merely intended to help students learn concepts which cannot be
conveniently or efficiently practiced in class or even one-on-one with another human
being (Laurillard, 1991). While the electronic textbook assumes responsibilities which

were previously assigned to humans, it cannot do all the jobs which human teachers do.
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The electronic textbook is meant to take over the menial tasks associated with language
teaching, allowing the teacher to spend more time developing communicative materials
to be used in class.
3.2 Physical Challenges

For some students, difficulty using the computer may be due to something more
than mere inexperience with using it. Physical difficulties may keep students from using
the materials as intended. These complications must be addressed whether the computer
program in question is a word processor or an electronic textbook of Russian. There are
two types of problems: pre-existing handicaps and injuries caused by the computer.

Some handicaps, such as blindness or paralysis, are readily apparent to
instructors. No matter what the medium of instruction, certain special accommodations
must be made for those students. However, some handicaps are not so obvious. And
due to their nature, computer-based materials may affect students with those handicaps
in a way that printed materials did not.

One “hidden handicap” which affects 8% to 10% of North American males is
some form of color blindness (Schneiderman, 1992, Maddison and Maddison, 1987).
Since the computer can make use of a wide range of colors, many programs use color-
coding to organize information. For-example, many people set their World Wide Web
browsers to display text in one color, links (text upon which one can click on to see
another document) in another color, and links which have already been explored in yet
another color. This can cause trouble for individuals affected by color blindness. Paper
textbooks have generally not presented difficulties for color-blind individuals. Cost
considerations have generally precluded using more than two colors of ink in printed

materials, which effectively precludes the possibility of exténsive color-coding.
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For some individuals, then, color-coded materials present problems. These
people may need to have text differentiated using methods other than color coding.
Those with less severe cases of color-blindness may only need to adjust the color
scheme to include the hues which they can differentiate most easily. Others may choose
to differentiate between different types of text not with colors, but with different fonts or
text styles (italics or underlining, for example).

The computer may bring good news for students with other types of handicaps,
however. Phillips (1987) reports that “those students who have a tendency to transpose
letters and sounds seem to be helped by the fact that they have to enter the vocabulary
into the computer one letter at a time” (p. 180). In addition, students whose hearing is
limited will have a better opportunity to hear a great deal of input in the target language
accompanied by pictures and text. For them, absorbing such material in class or via
traditional audio- or videotapes may be problematic; the computer will give them the
opportunity to hear relevant audio as many times as they need and will annotate it with
text and pictures. The audio delivery system can also be adapted to their personal needs.

Many people who spend a great deal bf time in front of computers have
discovered that certain injuries accompany extensive computer use. These injuries

usually stem from the repetitive use of certain muscles, improper posture, and the failure

to take proper rest breaks. Since the electronic textbook is envisioned as a piece of
software which students will use daily for extended periods of time, it would be a
friendly gesture for it to include information which will help users avoid injury.
Exercises and stretches too can lessen the possibility of neck and back injury. Properly
placed equipment (screens, keyboards and chairs at the proper height) can help prevent
injuries to the arms, neck, shoulders and back, as can the use of specially designed

keyboards and mice. Taking breaks and refocusing the eyes on a regular basis can also
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reduce the chances of permanent injury to the eyes and headaches. Thus, the electronic
textbook should make appropriate suggestions on a regular basis to help students avoid
these problems.
3.3 Organizing the Electronic Textbook

Perhaps the most challenging problem posed by the electronic textbook is its
organization. Students always know where they are in a traditional textbook because
they can see page and lesson numbers on every page, and they can approximate the
number of pages in the book just by looking at it or weighing it in their hands. But in
the hypertext, virtual world of the electronic textbook, wayfinding is quite a different
matter. Navigation of both the interface as well as the individual screens must be
undertaken. That is, special care must be taken that students do not get confused or
“lost” in the materials. Various conventions must be established and adhered to which
will help the student use the textbook efficiently. Such standards include the
organization and amount of information on the screen, the use of color coding, the use
of visual and audio aids, and the use of language itself. |
3.3.1 Wayfinding

One of the greatest challenges of designing a computer-based textbook is
ensuring that students will be able to successfully navigate through the materials. If
students cannot find the materials they need when they need them, the textbook is
useless. Kerr (1986) focuses on two aspects of electronic text: the interface and the
surface. The interface is the system that allows the user to move between the levels and
parts of the textbook, while the surface is the part of the textbook that the user views at
any particular time. The interface connects the various parts of the textbook and makes

it useable, while the surface isthe portion of the textbook which the student sees at any
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given time. The following sections will address the difficulties of preparing and
navigating the interface as well as the surface.
3.3.1.1 A Familiar Interface

If the aim is to make students comfortable with computer-based materials, why
should they not be presented in a familiar format? That is, since students are used to
using books for their learning, perhaps the computer interface should adopt the book
metaphor for navigation. This approach is suggested by Benest (1990). This book-like
interface even uses the metaphor of page turning to move between screens. It limits the
amount of typing the user must do, allowing most of the navigation to be performed
with the mouse. Bookmarking, margin notation and highlighting, note-taking devices
normally associated with books, are also used.

While this approach is appealing in its familiarity, it errs by looking backward to
yesterday’s technology instead of forward to tomorrow’s. People are already becoming
more comfortable with interfaces more suited to the computer environment. That is,
they are becoming more comfortable with hypertext style interfaces (see section
3.1.2.3). Hypertext is what drives the exploration of the World Wide Web, and it is
being incorporated into an increasing number of applications which educate and

entertain. Thus, by the time the electronic-textbook comes-into existence, navigation of

the textbook will be simplified by the fact that many parts of the interface will be familiar
to the user. Therefore, there is no reason to implement an interface which does not
really suit the computer medium, such as the book metaphor. A more appropriate
interface is already in development.
3.3.1.2 The Interface: Moving Between Units and Sections

A good interface is valuable for many reasons. It allows students to navigate

through the materials without getting lost. In addition, it advises students on how to
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proceed by tracking their progress through the materials. That is, as discussed earlier, it
provides students with a number of paths forward in the material, basing those choices
on past performance. For example, the student may require review of a concept, and the
program should allow the student to access the review materials easily. In summary,
then, the interface must include information about which materials they have already
covered, how successful they have been, and how they should proceed next.

One way of helping the student access and use the materials is through the use of
an instructional map, which provides a very graphic view of the materials. However,
the instructional map need not be the only way to navigate through the materials.
Students may also want to locate specific concepts in the materials using keyword-based
searches. Finally, obvious titles on each screen will keep students informed of their
location in the materials and their purpose for using them.
3.3.1.2.1 Instructional Maps

Maps which graphically represent the structure of computer-based materials can
help students find their way. Such maps are similar to the list-like menu systems which
are commonly used in today’s computer applications, but are much more graphical in
form. In fact, their organization is very much like that of a flowchart. Such

instructional maps (Barba, 1993; Alessi and Trollip, 1991) show students which

materials they have already used and which will be encountered later. Students can
navigate by clicking on the part of the map they want to go to.

Instructional maps are a method of signposting (Orna, 1985). They give users
an overview of the contents of the textbook and serve as guide through those materials.
However, it is not enough to- make available a number of routes through the materials;
those routes must be documented with information and other help features. Orna goes

on to suggest the use of organizing devices such as checklists, summaries,
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questionnaires, tables and diagrams to help the user in navigation. Most of these
devices can be very easily worked into the instructional map.

An instructional map cannot provide all the information about the textbook at
once. The map would be much too large to fit on the computer screen and would have
too much detail for users to find the information they need quickly. Therefore, they
should be constructed so that they present general information first, and then provide
increasingly specific information as requested. That is, if users need more detailed
information about a specific topic, pointing and at that subject on the map will provide
this information. (This approach similar to that used in Balloon Help on the
Macintosh®.) If users are curious about the contents of the first unit, they could
position the mouse over the words “First Unit”. Information would appear which
would tell the student that the unit presents information on writing certain letters of the
alphabet, greetings, and pronunciation, and, if possible, give an example of each. But
the program would not actually go to that first unit until the student actually clicked on
the map. This approach would allow users to preview the materials without bothering
with all the details, just as a good table of contents does. This previewing approach may
help to avoid the problem warned of by Kerr (1986): users may choose the wrong item

from a menu because they do not-understand the menu’scontents: They then fail to find

the information they need at the lower menu levels, and become frustrated. However,
with this map-preview system, they can get an idea of where they are going before they
get there.

‘The map can also be used to indicate which materials the student has completed.
Once students have completed a particular instructional module or exercise set, they need
not follow the map back up to the highest level of generality. Rather, the map can

indicate the next logical choices students should take to continue their studies.
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Information can be mapped in a number of different ways. One informational
map might give information on the materials as they are organized by lesson. This sort
of map is most useful to the student who is proceeding through the materials for the first
time. Another map might arrange information by grammatical category, which is useful
for review. Yet another would provide information arranged by functional topic. Each
of these types of maps could be identified by an icon z;s well as distinctive color-coding
for quick identification. In this way, users can find the information they want, even if
they are not immediately sure what it is they are looking for. Color-coding could also be
used to indicate the areas which the student has already covered and differentiate those
from the ones which the student has not yet explored. This should help to narrow the
choices from which the must choose and help keep the user from getting “lost” in the
materials.

The instructional maps will be accessible at all times, available by clicking on an
icon which will be on the screen at all times, no matter what activity the student is
pursuing. This will allow students to gauge their progress and plan their time, withéut
being distracted by the map. At the same time, they will have the opportunity to use the
map when they need it.

3.3.1.2.2 Searching

The instructional map will not be the only navigation tool available to the users
of the electronic textbook. Kerr cites research suggesting that regular users of a
program prefer to employ keywords rather than menus in searching. When users have a
specific idea of what it is they are trying to locate in the materials, and know a word
which refers to it, they should be able to search by entering a keyword or two which
describes the desired topic. Thus, when users type words like “greetings,”

“imperatives,” or “Unit 18,” they will be directed to an appropriate part of the textbook.
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Such search mechanisms are becoming increasingly more familiar as people learn to
search databases for particular pieces of information, and students should not experience
difficulty using them.
3.3.1.2.3 Titles

Perhaps the most obvious, and most often forgotten facet of signposting is the
use of titles. Each presentation and exercise screen (not just the first one in an exercise
or presentation) should be clearly labeled to indicate the name of the section, as well as
the student’s progress through it. The use of titles on each screen allows users to
identify where they are in the materials without continually resorting to the maps and
search mechanisms. This sort of titling is used throughout the presentations on the
diskette accompanying this dissertation.
33.1.24 Further Navigation Help

No matter which search system students prefer to use--the instructional map or
the keyword search--they must still have guidance to prevent them from getting “lost” in
the materials. The electronic textbook will allow students to retrace their path through
the materials until they get back to a familiar place. In addition, it will attempt to make
the materials students are most likely to need at a given point in time more obvious.

That is, the textbook will direct students—to-materials -which—are likely to be useful to

them at any particular time, instead of encouraging them to go wherever they want.

This feature is vital, as care must be taken not to overwhelm users with too many
choices at any time (Kerr, 1986; Hartley, 1985). If too many choices are available, users
may not be able to determine which paths are appropriate to their needs, especially when
the materials are unfamiliar. (This consideration recalls the discussion of control in
" section 2.5.2; too much freedom is no freedom at all if people do not know how to use

it.)
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However, none of this signposting does the users any good if they are not aware
of its presence. The logic and purpose of maps, search mechanisms, and titles must be
made clear, and their use explained at the very beginning if they are to be successful in
aiding the learner. This sort of orientation to the materials is necessary even when the
materials are as familiar as a traditional paper-based textbook.
3.3.1.3 The Surface

Once students have located the portion of the instruction which they intend to
use, the program must continue to support their navigational needs. Additional
navigation and help resources must be available, not only to help them understand the
information on the screen, but also to get them through the exercise or access other parts
of the textbook, if necessary.

Steinberg (1991b) points out that “students are most likely to view information
in the desired sequence if the designer presents it the way they will process it naturally”
(p- 150). That is, information should be placed where users will expect to find it. It
should therefore be organized left to right and top to bottom, the direction in which both
Russian and English are normally read. Thus, when a student has just finished reading
a display (from top to bottom), new information should be placed at the bottom.

Similarly, if students are expected—to—enter-a-response to—a question, necessary

instructions for entering the response should be located before (closer to the top of the
screen) than the area where they are to enter the response. And if the computer is
evaluating performance on an exercise, the feedback should be placed close to and after
(below) the student’s answer. Attention to such details helps ensure that students will
find the information they need when they need it.

In addition, changes to the screen display should be made obvious. A very

small change to a display is likely to go unnoticed. However, if the visual change is
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signalled by a sound (such as a beep) or a visual effect which affects the whole screen
(such as a flash), users will be more likely to notice it. Such tactics are used by many
existing computer programs to attract the user’s attention. In addition, if the altered
portion of the display is made to look different from its surroundings, the user will be
more likely to notice it. Graphics such as arrows or techniques like flashing text may
aid in guiding the eye to the appropriate part of the display. Another way to ensure that
students will see changes to the screen is for those changes alwa);s to be prompted by
the student, either by a keystroke or a mouse click. That is, the student should be the
one to decide when to go on to the next section, thereby changing the contents of the
screen.

In paper-based materials, unrelated topics are placed together on the same page.
This makes the textbook less expensive because it requires less paper. However, this
type of space conservation is not as important on the computer. There, individual ideas
and topics can be placed on individual screens. As Steinberg suggests, related
information can be presented in small chunks. One students have finished reading one
screen, they may be asked to press a key or answer a comprehension question before
proceeding to the next informational segment. This approach encourages students to

carefully attend to the important details of the information presented to them. However,

individual concepts should not be unnecessarily splintered between screens. Continuity
must be maintained while avoiding the temptation to fill every screen with as much
information as possible. Balancing the amount of information von the screen is very
delicate procedure which must be carefully managed.

When people read a book, they usually do not perceive the turning of pages as
an interruption of the narrative. Users of narratives on the computer must experience the

same continuity. Therefore, moving to the next screen should not take too much effort
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on the part of the user or the flow will be disturbed. The user should only have to click
the mouse or hit a single key to proceed. If more action than that is requirement, the
reading process may be disturbed, and the student may fail to recognize the continuity of
materials between screens (Steinberg, 1991b).

Sometimes computer users do not strike a key for an extended period of time.
This can suggest several things as far as the computer is concerned. It could mean that
the student has stopped working unexpectedly and left. QOr, it could mean that the
student is unsure of how to proceed. In such cases, the program should ask the
students if they need help (Steinberg, 1991a; Smith & Boyce 1984). This query should
be obviously placed on the screen and perhaps accompanied by a noise to alert the user.

It is also vital that students know where they are in any particular exercise or
presentation. For example, tutorials should inform students how long the presentation
will last and what part of the presentation they are using. This may be expressed by the
number of screens in the presentation: for example, “Screen 4/6” would indicate that the
tutorial in progress is comprised of six screens, and the student is currently viewing
screen number four (Steinberg, 1991b). Similarly, as discussed in section 2.5.4.1, the

computer can indicate how well a student is doing on an exercise, as well as how many

more problems are required.

Finally, students must be made aware that these pieces of information are
available at the touch of a key or the click of the mouse. However, the availability of
thiS information must not distract from the task at hand. See the presentations in the
pocket materials for examples of how these materials might best be placed.

3.3.2 Visual Aids
Visuals can be used for both educational and aesthetic purposes. But our main

goal is to enhance learning and memory, not to provide pictures for their own sake
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(Palmer, 1987). Therefore, the emphasis here will be on the way visual aids can be
used to educate, not on ways to make the electronic textbook visually appealing.

It has been shown that visual aids help learners when care is taken in their use.
Still pictures, animations, video and other visual effects (such as color, flashing,
highlighting, etc.) can be used to various ends. They can make the presentation more
pleasing to the eye, encouraging the learner to use the materials. More importantly, they
can also be used to attract attention to important aspécts of the instruction as well as the
relationships between its various sections (Steinberg, 1991b). But if used too often and
exclusively for these ends, visuals lose the attention-attracting power which enhances
learning; they can bury the important points and distract the students from the material to
which they should be attending. In the worst case, pictures can become nuisances
which cause students to avoid the instruction containing them altogether--exactly the
opposite effect from the one we want (Smith & Boyce, 1984).

The graphic capabilities of the computer can be used for various types of
educational demonstrations. We can use it to show the formation of individual letters of
the alphabet, instead of following the traditional textbook diagrams or watching a teacher
write them out (Chan & Liu, 1992). (See the diskette in the pocket materials for an

example of writing Russian letters:) -Changing-the-appearance of certain characters in

words can be used to draw attention to their morphology. This approach can also be
used to illustrate the construction of forms like the imperative. The computer can
demonstrate a process where the last two letters of the third person plural are removed
and the resulting stem is examined to determine which “ending” to add. A step-by-step
flowchart (as discussed in section 2.2.1.1) showing the formation of the imperative can
be incorporated into this presentation. After watching the demonstration and examining

the flowchart, the student will better understand the formation of the imperative than if
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he had only read an explanation of the procedure (See the pocket materials diskette for
an example of the use of this dynamic flowchart in presenting the imperative mood of
verbs.).

Video is also a valuable tool. It can be used to demonstrate the different uses of
verbs of motion and aspect, for example. For example, to illustrate the perfective in OH
32K P OKHO ‘He closed the window’, we can show a video clip of someone closing
a window and then walking away, whereas the imperfective OH 3aKpPhBajl OKHO
can show a person shutting a window and then opening it again. Such uses of video
represent an educational presentation which is not possible using traditional materials.
They are examples of truly useful marriages of various media. The key is to use them
judiciously and appropriately. This will be discussed further in the following sections.
3.3.2.1 Details and Realism

Since video is readily available as part of multimedia resources, it is tempting to
use it wherever possible. However, research has shown that highly realistic images,
such as those provided by video, do not always facilitate learning.

Dwyer (cited in Hartley, 1985) found that the realism of illustrations had no
effect on scores on tests which used these materials. Other research suggests that when

visuals are too complex in their realismm; the learner may not beable to determine which

information in the picture is critical, and which is unnecessary. Learning may therefore
be hindered by overly realistic pictures (Steinberg, 1991b). Kale and Grosslight (1955)
found that students did equally well retaining vocabulary whether they used motion
pictures or still pictures. And overall, they found that students using any pictures at all
showed better retention and and quicker relearning of written vocabulary than did those
who were only exposed to text. In general, the pictures we want to use are concept-

based pictures, which represent the idealized forms of objects, as opposed to
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observation-based pictures, which can foster errors in perception due to their close
~ imitation of reality (Twyman, 1985).
One example of confusing details is described by Maddison & Maddison (1987).
“...we found two major problems with our youngest daughter’s alphabet book;

D for Dinosaur elicited first ‘monster’ and then ‘Stegosaurus’ (which it was),

and the picture of a nurse with a brown face led her to assume that the word

‘nurse’ meant ‘black person’, not ‘someone who looks after sick people.” (p.

24)

In this case, it was a child learning native-language words who encountered the
difficulty, but it is easy to imagine that an adult learning a second language might
encounter a similar problem with unclear pictures.

It turns out that pictures do not need to be true to life in order to communicate
meaning. Dwyer found that simple line drawings were effective when the speed of
media presentation was not determined by the student, but that more detailed drawings
were more effective in presentations where students had control over the pace of
presentation. The success of stick drawings is evident in existing materials for Russian.
In Alexander Lipson’s A Russian Course, stick drawings are often used instead of

English words as cues for exercise-completion:-For-example,-a rough sketch of a faucet

represents the verb MBITEH ‘wash,” while a face with a halo over it represents the
adjective xopo1uit ‘good’. Since the same drawings are used throughout the book,
the student becomes accustomed to seeing them and knows what they mean. Other
textbook authors have used stick figures in the same way. Coleman (1991) notes one
French course which uses stick people to represent humans and a blob with an eye and a
tail to represent a fish to elicit sentences like “I have one sister, two brothers, and a

goldfish.” The pictures used in instructional materials must capture the essence of the
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objects they represent; they need not contain great detail. A presentation which uses
pictures to cue student input can be found in the “Sentences” demonstration on the
diskette.

One lesson to learn is that isolated examples are often undependable. This is
illustrated by the example of the monster/dinosaur/stegosaurus in the children’s book
mentioned above. Any single act of communication, whether verbal, visual, or textual,
can be misinterpreted, especially when context is scant. Sometimes extra information is
needed to clarify meaning. This extra information may take the form of another picture,
a gloss, definition, description, or a sentence showing how the target word is used.
Such clarifications must be available if the language learner is to ‘“communicate”
adequately with the textbook and learn from it. Indeed, Booker (1975, cited in Hartley,
1985) found that pictures accompanied by text provided better instruction than pictures
or text alone. Thus, a variety of different illustrations and other descriptive materials
must be included in the electronic textbook.
3.3.2.2 Pictures and Culture

We must keep in mind that individuals are a products of the culture in which they
grew up, and therefore each one brings preconditioned ideas to any new experience

(Twyman, 1985). Because of this,-anAmerican-learner who is unfamiliar with the

Russian Orthodox religion might not recognize the onion-domed buildings as churches.
They may not recognize the women with the tall paper hats getting out of the gaudily
painted van as paramedic nurses rushing from the ambulance. Indeed, pictures should
reflect the target culture as well as provide instruction in the language (Palmer, 1987),
but we must take care to ensure their proper interpretation. Again, this can be made
possible by including other types of visual or verbal information.

3.3.2.3 Visuals and Different Learner Types
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As discussed in section 1.6.1.1, individuals display various cognitive strengths
and weaknesses in the way they learn. For example, some people can learn best from
what they hear, others from what they see. Good visual aids can help those who learn
best in the visual modality to achieve greater success. However, research also indicates
that the maximum use of visual devices, apart from text, is necessary for learning among
all individuals (Sharwood Smith, 1988a).

Sometimes, it is not the presentation of pictures as part of the materials which is
valuable. If students are asked to form images in their own minds, instead of merely
viewing the images presented to them, their recall of the associated words will increase
over time (Erdelyi et al.,, 1976). This is a key element of the mnemonic keyword
method discussed in section 1.2.2.  Such visualization techniques may prove
particularly valuable in the learning of abstract content, which is difficult to depict on the
screen.

3.3.24 Color

Writers of traditional textbooks have generally been prohibited from using color
due to printing costs. The constraints placed on the computer in this regard, however,
are much less serious. Color monitors and software which supports color are available

to more students with each passing-day-—Now-we-can-explore- how to help students

learn better using color.

Color, when properly used, can be a very valuable addition to the learning
process. Color coding, as well as icons and menus, can help users keep track of where
they are in the materials (Kerr, 1986). Proper color coding can show students which
materials they have already covered, indicate which vocabulary words they are
responsible for learning actively, and highlight important portions of reading passages.

Color has been shown to reduce cognitive workload when properly used to organize the
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materials, because it can lessen the amount of chunking which the learner needs to do
(Steinberg, 1991b.) These are but a few of the possible uses of color which will be
incorporated into the electronic textbook.

Today’s computer users do not want color just for its convenience and other
practical qualities, however. Just as small children insist on picture books, today’s
computer users expect colors and graphics as a matter of course, whether or not they are
of any practical use (Kerr, 1986). So it would seem the electronic textbook is compelled
to provide color in its presentations whether or not it serves a practical purpose. The
trick is to satisfy the user’s desire for color while employing it as an organizational tool.

Color used improperly can become a nuisance. If too many colors are used,
they may confuse learners, rather than helping them. Many computer users have
experienced a similar problem when they have a great number of different fonts at their
disposal; in their zeal to differentiate, they create documents which are difficult to read.
(This problem is mentioned in Steinberg, 1991b.) Similarly, we must limit the number
of colors employed and clearly define how those colors are used to avoid confusing the
learner. Shneiderman (1992) makes several suggestions for using color effectively.
First, no more than four colors should be used in any presentation. Second, it is

important to use the same color schemes over-the-entire-presentation. For example, if

the color red is coded to grammar explanations, it should not be later used to signal a
cultural explanation.  Finally, the meanings of individual colors should be
cornmunicgted to students to help them navigate the materials more easily.

In addition, the electronic textbook must allow color schemes to be changed,
perhaps even to font-based schemes, to accommodate individuals who experience
difficulty in distinguishing colors (Maddison & Maddison, 1987). The importance of

accommodating such handicaps was discussed in section 3.2.
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3.3.2.5 Textual and Spatial Visual Cues

When we speak of visual cues, we much remember that they include not just
pictures and color, but also the presentation of text. The judicious use of visual effects
can enhance the usefulness and comprehensibility of text. Again, care must also be
taken that the effects do not distract the learner from the content of the materials.

The highlighting of text through the use of different colors or text styles
(boldface, italics, etc.) can indicate to learners the main points they are to learn. But the
way this text is emphasized must be considered. If too much text is affected by the use
of typographical cueing, none of the cued text stands out.

Another consideration is the method of highlighting. For example, text in capital
letters takes longer to read and takes up more space than standard writing, and does not
stand out as readily as boldface does (Felker, Redish, and Peterson, 1985). The use of
capital letters is therefore not a very effective way of highlighting. Finally, Hartley
(1985) warns that cueing may not be effective unless the reader has been informed about
the meanings of the cues. That is, users must be informed about what the different text
styles indicate; otherwise, these visual cues become merely a visual distraction instead of
providing assistance.

Hartley has further found-that spatially-oriented cues are more effective that

typographically-based cues. That is, the arrangement of the materials for on the page is
more important than whether the information is differentiated by color, font, or type
style or the appearance of the individual words. Certain arrangements of information
work better than others. For example, in experiments with index types, readers were
found to prefer horizontally-oriented formats to vertical ones. That is, they prefer

presentations such as the following:
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Unit 5 More on the Dative Case Nov. 11
Unit 6 Introduction to Verbal Aspect Nov. 18

They find it more difficult to use the same information when it is displayed in the

following manner.

Unit 5
More on the Dative Case

Nov. 11

Unit 6

Introduction to Verbal Aspect

November 18

In summary, visual devices can be useful to all types of learners. However, care
must be taken that visual cues are not confusing. The best pictures for learning are
simple, capturing the essence of that which we want to communicate. Pictures which
contain unknown cultural elements or too much detail can hinder learning. When
pictures fail, other forms of communication should be made available to supplement the

learner’s knowledge. Finally, while-coler-is-one-type of -visual aid which can be very

useful in highlighting information, font style, font size, and the arrangement of materials
can be helpful as well.
3.3.3 Audio Aids

The contents of the traditional textbook generally come in two parts: some
materials on paper and others on magnetic tape. The tapes were meant to be used in a
language laboratory (or, later at the student’s convenience on their own tapedecks or

personal stereos) and accompanied the exercises in the book. However, as teachers have
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discovered over the years, students rarely use tapes as they were intended. One reason
for this is that they seem to the students to be a peripheral part of the course. That is,
they see the book and the teacher as their main resources and do not see the value of
using the tapes. Thus, they do not get the aural input that the textbook author intended.

The electronic textbook brings aural input directly into the textbook, thereby
eliminating its peripheral status. Using the multimedia capabilities of the electronic
textbook, students can hear the words they are reading, without encountering the
inconvenience of fast forwarding and rewinding magnetic tape. They simply click, and
the digitized audio material is quickly located and played.

Where appropriate, the electronic textbook will provide materials in both aural
and written format, providing good reinforcement (Coleman, 1991). Thus, while the
electronic textbook will still marginally favor the visual learner (the computer being still
principally a visual medium), aural learners have a better chance of getting the input they
need, because the audio materials are an integral part of the presentation.

3.4  Changing Education with the Electronic Textbook

Just as new communication media change the way people interact and converse
with one another, it is likely that new educational media will change the way we learn.
This is certainly the position of Chan and Liu (1992). They argue that the paper-based
book, which is silent, linear, and static in motion, has driven the language classroom to
be the same way to some extent. They ague that the multidimensionality and
interactivity (indeed, the strengths asserted throughout this chapter) of the computer will
encourage language classroom to follow a similar path. They feel that bringing high
computer technology to learning will cause teachers to think about the way they teach
foreign languages and change their methods. This is certainly in keeping with Marshall

McLuhan’s 1966 assertion that “the medium is the message.”
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If the electronic textbook is used, as proposed, to allow students not only to
individualize their learning, but to more conveniently interact with their fellow students,
instructors, and native speakers of the target language, the culture of the educational
classroom will likely change as well. Students may find that their peers in the classroom
are a more important part of the learning process than ever before. Instead of seeing
their fellow students as competitors or inconsequential others, they may come to see
humans as a valuable resource alongside the textbook.

Of course, it is not possible to accurately predict the effect that the wider use of
computers will have on education. However, it is safe to say that they will at least
change the way people see education and how they are educated. This can be seen with
the already growing use of the Internet and the World Wide Web as the basis for
distance learning courses. Exactly what the final outcomes of these increased uses of

technology will be cannot be stated at this time, but it seems safe to say that education in

the future will be different from education today.




Chapter 4: The Russian Textbook

In this chapter, the contents of a textbook of elementary Russian for college
students will be set forth. First-year textbooks are expected to contain material covering
certain topics, and this textbook must also address those areas if it is to be accepted for
use in a college setting. Therefore, to determine the contents of this electronic textbook,
the presentations of existing textbooks have been used as a partial guide. The textbooks
which will be discussed here are: HayaJio: When in Russia... (Lubensky, Ervin and
Jarvis, 1996); 'oJstoca : A Basic Course in Russian (Robin, Robin and Henry, 1994);
Russian: Face to Face (Morris, Vyatyutnev and Vokhmina, 1993); Russian Alive!
(Cioran, 1992); Pycckuit A3bk aa4 Bcex (Kostomarov, 1987); Russian (Clark,
1983); and A Russian Course (Lipson, 1981).
4.1  Grammar Topics

The electronic textbook will succeed in presenting the appropriate materials only
if it focuses on helping students to achieve specific goals. Thus, we must determine
what these goals should be.

The general assumption of most college-level Russian teachers seems to be that
all main grammar concepts should be covered in a general manner during the first year

of study. Then, in the second year, the first-year material is reviewed and then

augmented with the presentation of exceptions and new lexical items. Certain topics,
such as the basic exposition of verb conjugations, the case system, aspect, and
agreement, are common to all textbooks. Therefore, they will be included in the
electronic textbook. Other concepts, such as the formation of participles, are not
generally presented in the first year, so the electronic textbook will provide only a
rudimentary introduction to this concept. Given today’s emphasis on function and

communication, it is important that the sorts of communication we wish students to be
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able to perform also be emphasized and integrated into the overall goals for the book.
Finally, we would like students to be able to use authentic materials, even if at only a
very rudimentary level.
4.1.1. Verbs

To get a general idea of the concepts students are expected to learn in the first
year of language study, one only need to make a survey of existing Russian textbooks.
As it turns out, the textbooks all present certain core concepts while leaving others for
later study. For verbs, this basic overview includes an introduction to the tenses and
moods of the Russian verb system as well as aspect. This includes exposure to
imperfective verbs in the past, present and future and perfectives in the past and future.
The introduction to aspect in elementary Russian concentrates mainly on the use of the
perfective to express emphasis on a result and the imperfective to express the lack of
such an emphasis, the duration or repetition of an action. The uses of infinitives,
imperatives, and real and unreal conditional constructions are also presented and
exercised in first-year textbooks. The electronic textbook will not stray too far from this
norm.

Students using the electronic textbook will become thoroughly familiar with the

use of unprefixed verbs of motion and receive a general introduction to prefixed verbs of

motion. They will also become familiar with verbs of position (CaAUTBCSI/ CeCTD ‘sit
down’, CUZETS ‘sit’, etc.) and the use of aBait(Te) ‘Let’s...” and IyCcTh ‘Let...’
They will also learn the proper use of reflexive verbs (as in the sentences OH MoeT
cobaky ‘He washes the dog’ versus OH MoeTcs ‘He washes (himself)’). They will
also be introduced to the use of the particle -¢s1 in middle and passive constructions
(3To niaTee Jerko MoeTcs ‘This dress is easily washed’), although the bulk of

their training in this arena will be left for later Russian study.



168

In all the above cases, both recognition and production exercises will be
required. Learning of more challenging concepts, however, will be more limited. For
example, participles will be introduced late in the course, but work on them will be
limited to discussion leading to a general understanding of the meaning of these forms.
Only recognition exercises will be presented; production will not be required. Such
rudimentary work on participles will allow students to recognize them in authentic
materials, where they occur too frequently to be ignored.

Students will learn verbs of most main types and both conjugations, as well as
the most common irregular verbs, such as MO45 ‘be able’, XO0TeTb ‘want’, and JaTh
‘give’. Students will also be introduced to verbs which always contain the particle -cs
where it does not indicate reflexivity or passivity (such as yJs6aThcs ‘smile’ and
Y4IUTHCA ‘study’). Verb types which are less commonly encouhtered in the first year,
such as the TOHSTb-type, will be presented only in certain commonly used forms. For
example, the past tense form [10HAJ(a) will be presented, since it is so useful for
beginning learners of a language ([ToHAn? Ja, NOHAJN. ‘Understand? Yes, I get
it.”) But due to the lack of frequency of other forms of these words in the lexicon of the
very beginning student, further discussion and exercising of these verb types will be left

for later study. (See section 4.3.1-for mere-on-word-frequency.)

This textbook will aid students learning how to conjugate verbs by referring to
distinct verb classes. Many existing textbooks present the two conjugation classes and
leave making sense of the variations they perceive within those classes largely to the
instructor and students (Clark, Kostomarov). Other textbooks provide a more
principled approach to making sense of the verb system. For example, Russian Alive!
divides verbs into classes. Unfortunately, the labels given to these classes are not very

descriptive to the non-linguist. For example, “Conjugation 1b” refers to first
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conjugation verbs which have a consonant change (relative to the infinitive) throughout
the present tense conjugation. This group contains verbs like IucaTh ‘write’ (A
vy, TH NULUELs,...0OHU OUIIYT ‘I write, you write...they write’). The label
“Conjugation 1c” refers to verbs with end stress, like XUTE ‘live’ (I XUBY, TH
KUBEIIIL,...OHU XUBYT), while “Conjugation 1d” refers to verbs which contain -
OBa- or -eBa- in the infinitive, but have -y- in the present tense, such as
YYBCTBOBaTSH ‘feel’ (4 YyBCTBY!O, TH YYBCTBYeEIlb,. OHU YYBCTBYIOT.)
While dividing verbs into these groups is useful, the labels (1b, Ic, 1d) attached to them
appear very arbitrary to the non-linguist. More descriptive ones are needed.

Other textbook use a stem-based system accompanied by rules to teach students
verb conjugations. Some of these systems use a single stem, from which all verbs can
be derived, while others use a two-stem system, in which the present tense and
imperative forms can be derived from one stem, and the past tense and the infinitive
from the other. The Lipson textbook, for example, uses a single-stem system to teach
verbs, accompanied by a number of rules concerning the deletion of consonants and
vowels at the junction between stem and ending. While this may work within the
confines of the language classroom, it does not teach students to predict the forms of a

verb based on the forms they will- read-or hear-in-the real-world:

It seems more reasonable and natural to relate the forms of newly introduced
verbs to those of verbs with which students are already familiar. The new textbook
I'oJ1oca uses this approach to a certain extent. When the new verbs 3aBTpakaTs ‘to
eat breakfast,” o6emaTh ‘to eat lunch,’” and yXMHaTB ‘to eat dinner’ are presented in
Lesson 5, the following explanation is given: “The verbs above all conjugate just like
the verb Y TAT5, which you already know.” That is, instead of referring to verb

classes, it tells the student to relate these new verbs to what they already know.
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The electronic textbook will use a similar relational technique to help students
make sense of the Russian verb system. Each verb class will be referred to by a
common verb belonging to that class. That is, first conjugation verbs of the -a- type will
be referred to as Y TaTb-verbs, while verbs with the consonant change throughout the
present tense will be called rTcaTs-verbs. Mnemonic associations can be developed to
help students remember which verbs share conjugations. For example, TOTOBUTS
‘prepare’ is a OGN Th-type (‘love’) verb. Both verbs insert 1 before the first person
singular ending: g 110010, but TH JHOOULIL,..0HU JKO6AT and S TOTOBIIIO,
Thl TOTOBUILE...OHU T'OTOBAT. These verbs can be mnemonically linked through
a sentence like “I love (JIOOUTSE) to cook (TOTOBUTS).”)

Below, the infinitives of the proposed representatives of each verb type are
given. These representative verb are chosen for their degree of regularity, ease of
visualization, short length, and frequency in the language. They will be the first verbs

of each of their classes presented, so that verbs presented later can be related back to

them.
Representative ~ Gloss Conjugation
Ve 0
YUTATH ‘read’ A YUTAK, TH YUTAELIL,..OHU YUTAKT
UOTH ‘go (on foot)’ A uAy, TH UAELID,..OHU UAYT
MTUCATSH ‘write’ S TUILY, TH OWLIEeUIs,..0HW IUIIYT
TaHIIeBATL  ‘dance’ S TAaHLYIO, THl TaHILYEIlllb,...
OHY TAHUYIOT
YAHOHYTHCS  ‘smile’ ST YABIOHYCB, THl YIIBIOHENUIBCA,...

OHV YJNHOHYTCS (past: YJIHOHYICA)



IIPUBEIKHY Tb
NUTD

MBITB

MOYb
FOBOPUTSH
CMOTPETSH

NOOUTSH

BUOETSH

JIEXKAThH

‘become
accustomed’
‘drink’
‘wash’

‘be able’
‘speak’

‘look, watch’

‘love’

[ ?

see

‘lie (recline)’
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Sl IPUBEIKHY, TH IPUBHKHEILb,...
OHY NPUBHIKHYT (past: IPUBHK)
S NBFO, TH NBELIS,..0OHU BT

1 MO0, TH MOelll,...0HU MOKOT

S MOTY, THl MOXelllb,..0HU MOTYT
1 TOBOPKO, TH T'OBOPWIII,

...OHU TOBOPAT

S CMOTPIO, TH CMOTPUILS,...

OHU CMOTPAT

A MO0, TH JOOUNIS,...

OHU NEOOAT

S BUXY, TH BUAUILISL,..OHU BUAAT

S JIeXy, TH JeXWIIs,..OH JIeXAT

Since verbs undergo consonant changes (such as ¢ to 1II,  or 3 to X, and

labial to labial plus J), students must also be made aware of the regularity of these types

of changes. This will allow them to successfully group verbs like HOCU TS ‘carry’ (s

HOIIY, TH HOCUIID,..OH# HOCAT) with IyTUTH (4 WYYy, TH

IIYTUIE,..OHN IUYTAT) and verbs like IUCATL (S IULLY, T

II UIelld,..0OHW II KIYT) with cKagaTh (I CKaXy, TH CKAXEIb,. 0HM

CKAXYT).

Of course, the importance of the Conjugation I/Conjugation II opposition will

still be emphasized. The difference is that a more organized appfoach to the

subgroupings of these verbs within the conjugations will be taken.

4.1.2 Nominals
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Given the structure of existing Russian textbooks, it appears to be generally
agreed that first-year students of Russian should be exposed to all six cases and both the
singular and plural of nominal forms2. This includes presentations of nouns, adjectives,
and personal, demonstrative and possessive pronouns. Students must learn to recognize
and produce nouns of most common types in the six main cases (nominative, genitive,
dative, accusative, instrumental and preposition) and both numbers (singular and
plural). However, less commonly used cases (the locative and the partitive genitive)
will be presented for recognition purposes only, and not necessarily for production on a
large scale. Again, commonly use forms may be presented in isolation, as the content
warrants. For example, the need for the partitive genitive will arise during the unit on
food and restaurants in phrases such as BaM 4arw? ‘Would you like some tea?
Similarly, the locative form roay (asin B 1996-oM roay... ‘In the year 1996...")
will become necessary when dates are discussed. In addition, the exceptional forms
nBa/aBe ‘two’ and 06a/o0be, ‘both’, which have exceptional forms and are marked
for gender, will be presented and exercised at the appropriate time, due to their common
use in the language. Attention will be brought to the more commonly used soft-stem

long adjectives (such as CHM ‘dark blue’ and rTocsie ZHUH ‘last’), but they will not

be emphasized as a group due to their scarcity among the most common adjectives in the

language. On the other hand, the proper use of short-form adjectives such as TOX0X
‘resembles’ and 3OPOB ‘health, well’ will be emphasized, presented, and exercised

for production precisely because they are so commonly used.

2In fact, this is one of the criticisms often leveled against the Clark textbook. Many teachers find it
difficult to cover the entire textbook in one year, and many would like to cover the book in three
semesters of study. Ideally, then, they would only cover the first sixteen to twenty lessons in the first
year. However, since the book covers important topics in later chapters (for example, the accusative,
dative, prepositional and instrumental plurals are found in lessons 21 and 22), many instructors find this
difficuit to do.
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Just as with the verbs, nominals will not be referred to with grammatical terms
such as “hard-stem ” or “zero-ending,” because this jargon is generally understood only
by linguists. Rather, each type of nominal will be referred to by a representative word.
Again, this is not to say that no linguistic discussion at all will take place. Rather,
reference to the various types of nominals will be made easier by using a common
representative of the group which can be linked mnemonically to other words in its
group. The list below gives the nouns and adjectives which will serve as representatives

of their groups.

Representative ~ Gloss Declination

nour/adjective

CTYOAEHT ‘student’ hard stem masculine animate

OOKTOP ‘doctor’ hard stem masculine animate with plural in ~&
MYy3éit ‘museum’ soft stem masculine in -1

EBrénuit ‘Eugene’ soft stem masculine in -1
MIOPTENE ‘briefcase’ soft stem masculine in -5
aMepuKaHell ‘American’ hard stem masculine with fleeting vowel
KHUra ‘book’ ———hard stem feminine

néBoYKa ‘girl’ hard stem feminine with fleeting vowel
3eMad ‘Earth’ soft stem feminine

NéKUuA ‘lesson, course’ soft stem feminine in -1

JEepéBHA ‘village’ soft stem feminine with fleeting vowel
IBEPB ‘door’ feminine in -5

MaTh ‘mother’ special class with only two members

AN ‘face’ hard stem neuter



OKH ~ ‘window’
Mope ‘sea’
3n4Hue ‘building’
UM A ‘first name’
CTAPH A ‘old’
Xopommnu ‘good’
MoJion o ‘young’
CUHUMK ‘dark blue’
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hard stem neuter with fleeting vowel

soft stem neuter

soft stem neuter in —11e

special neuter in -MA

stem-stressed adjective

stem-stressed adjective with spelling rules
end-stressed adjective

soft stem adjective

There are other noun types which have not been mentioned here, because they are not

necessary at the first-year level. Such forms include Iy T5h ‘way’ (the only noun of its

type) and nouns of the type TeJIEHOK/ TeysiTa ‘calf’.

Several other issues concerning adjectives must be addressed as well.

Comparative and superlative forms of adjectives, including comparative constructions

with and without eMm ‘than’, must not be forgotten. Adverbs, which can be easily

formed from adjectives, also must be addressed.

4.1.3 Other Parts of Speech

The following is a list of-other-forms and difficulties which must be addressed

by the first-year Russian textbook.

* Proper use of the negations He and HeT.

* Impersonal dative constructions, including those expressing need

(Hamo/HyXHO), prohibition or permission (MOXHO/Henb3s1), liking

(HPaBUTHCS), perceptions of reality, feeling and emotion (CKy4YHO ‘boring’,

XOJIOAHO ‘cold’, rpyCcTHO ‘sad’, etc.) and age.
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* Cardinal and ordinal numbers, with emphasis on the forms that students will use
most often, such as those to express amounts of money, years, dates, etc.) This
includes presentation of the genitive ordinals which are necessary for telling time,
such as the genitive. This includes instruction and exercises using correct
nominal forms after cardinal numbers.

 Expressing possession with Y MeHs (eCTh) constructions.

e Useof sifnple subordinate clauses (4 3Har, YTO OH PyccKuil ‘I know that
he is Russian’.) This includes the use of J1%1 in indirect speech: (TH 3Haellls,
paboTaeT i OH Ha ¢abpuke? ‘Do you know if he works at the
factory?’)

» Use of relative clauses (3TO KHUI'a, KOTOPYK A Hamucada. ‘This is the
book which I wrote.’)

* Expressions and usages unfamiliar to or difficult for foreigners to differentiate:

- U, aand HO ‘and, but’

- [oJIro and IaBHO ‘long time’

- ToXe and TakKXe ‘also’

- -To and ~HUOY b (as in YTO-TO, YTO-HUGY b ‘something or other’)

- choosing between PyCccKuii A3bIK and [10-PyccKH after different verbs

- 3HaTb ‘know (something)’ and yMeT5 ‘know (how)’

- CHIPAIUUBATE/CIPOCUTS ‘ask (for information),” (IO)IIPOCUTE ‘ask
(for something)’ and 3agaBaTh/3aZlaTh BOIIPOC ‘ask a question’

- words and cases expressing location and direction, including: Kyaa ‘where
to’/rae ‘where at’, croma ‘hither’/Tyza ‘thither’ and the use of the
accusative case to express movement versus the prepositional to express being

in one place
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- the various verbs meaning ‘teach’ and ‘leam’ (Y4YuTb, YYUTLCSH,
[IpernoaaBaTk, 3aHUMATLCSA, U3yYaTh)

- the use of the anaphors ¢BOVt ‘one’s own,” ce6s ‘oneself,’ and apyr
Apyra ‘each other’ and the emphatic particle caM ‘-self’ (as in ‘He
himself...”)

4.2 Sequencing of Materials

Just as important as which topics are presented in the first-year textbook is the
order of their presentation. In this section, some major organizational points of the
electronic textbook will be discussed.
4.2.1 Alphabet and Writing

Communicative teaching often stresses the development of listening and
speaking skills before reading and writing skills, a pattern which parallels that of
children learning their native language. This progression may not be appropriate for
adults in general. Many adults are visual learners who are more comfortable with the
visual presentation of information. In addition, adults have a mature cognitive style
which allows them to organize and assimilate information in a manner in which children
are not capable. This makes a different type of presentation not only possible, but

necessary.

Russian presents an additional difficulty, however. Before students can begin to
read and write in Russian, they must learn a new alphabet. If they do not begin to learn
the Cyrillic alphabet right away, they are likely to develop their own Latin-based writing
system for note-taking. Therefore, alphabet training as preparation for reading and
writing must begin early in the Russian classroom, right alongside the development of
speaking and listening skills. In addition, if they learn the Cyrillic alphabet early, they

can be encouraged and expected to take notes using Cyrillic instead of Latin.
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The Cyrillic alphabet need not be introduced in alphabetic order, nor must it be
presented all at once. Letters can be divided into several groups on the basis of their
familiarity to the speaker of English, and a new group may be presented every day,
resulting in reasonable control of the reading and writing of the Cyrillic alphabet after the
first week. A chart of the proposed presentation of the alphabet is given below. Note
that the groupings are only approximate; just as important as difficulty level of the letters

is that they are evenly spread through the days of introduction.

a, e, (&), 3, X, M, Printed letters exist in both Latin and Cyrillic, although
0,¢, T,y correspondences of letter to sound may differ

B, I, u, (#), 11, p, Cursive letters familiar to English speakers, but
I representing different sounds than in English

0, T, J, H, X, b, B, Letters unfamiliar to native English speaker, but not
3 K difficult to form

X, ¢p, U, Y, LI, B, Letters unfamiliar to English speaker and difficult to form

A

Probably due to space and printing-costs; most existing first-year Russian

textbooks provide a limited amount of handwriting modeling and practice, with Clark
being a notable exception. While the electronic textbook cannot evaluate student
handwriting, it can provide a great deal of modeling material and demonstrate the
formation of individual letters in a way that a paper textbook cannot. The paper
textbook, being a static environment, can only present the strokes of each letter
individually, using arrows and numbers to indicate how each letter is formed.

However, the electronic textbook can present the formation of letters in a dynamic way,
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drawing the letters on the screen stroke-by-stroke. A demonstration of this approach
may be found in the demonstration “Handwriting” in the pocket materials. |

Students will never need to write in cursive to complete computer-based
exercises. However, they still need to know how to write in Russian. Therefore, the
electronic textbook will also periodically provide worksheets which ask students to write
in cursive, so that they can become and remain proficient in the skill of handwriting.
4.2.2. Presenting Topics

There is a delicate balance to be struck when introducing new concepts to
language learners. It is important that students not be confused by the splintering of a
single topic between too many sections of a textbook, but at the same time they must not
be overwhelmed by the presentation of a large topic all at once. Pycckuif A35IK A4
BceX is generally guilty of the former, while Clark’s Russian and Russian Alive! often
do the latter. Many topics, such as the use of the dative case, are too large to be
presented all at once and must be divided over sevéral sections. However, caution must
be used when dividing topics in this way; relevant materials previously covered should
be reviewed before the new materials are presented. In addition, topics, once

introduced, need to be used and reviewed on a regular basis, as was discussed in section

As was discussed in section 1.5.5.1, when determining the sequencing of
textbook materials, a balance must be struck between communicative, functional, and
grammatical considerations. Different considerations must be taken into account at
various points in the learning process. For example, in the earliest stages of the course,
the focus must be on the communicative process of greeting people and finding out their

names, but attention must also be paid to pronunciation and the rudiments of reading and
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writing. It is not sufficient to concentrate on just one facet of language learning at any
one time; students must learn to cope with a variety of learning challenges at once.

Some grammatical categories are so intricately linked to certain functional and
communicative categories that introducing one necessarily entails introducing the other.
For example, the introduction of impersonal dative constructions (such as MHe
XOJOAHO ‘I'm cold’ or EVf MHTepPecHO u3y4vaTh MaTeMaTuKy ‘Studying
math is interesting to her’) naturally entails an introduction of short form adjectives and
adverbs. Similarly, the introduction of the conditional is virtually inseparable from
talking about planning, wishing and fulfilled and unfulfilled expectations (EcJIu1 65l y
MeHs OHJIO MHOTO HeHer, A Ob Kymuia HOBH oM ‘If I had a lot of
money, I would buy a new house.”) Therefore, grammatical topic of conditionals is
best introduced simultaneously with the communicative topic of expectation.

Vocabulary may be related to grammatical and communicative functions in a
similar way. For example, when discussing nationalities (KaHazge1, ‘Canadian’,
aMepukaHel, ‘American’), many nouns with fleeting vowels are presented.
Therefore, the introduction to fleeting vowels should take place in the same lesson as

discussions of nationality. This provides an opportunity for a preliminary discussion of

this phenomenon in the accusative Singular (KaHaznlia, aMepukaHua) and
nominative plural (KaHaZILH, aMEepPUKaHILH). Similarly, the introduction of the
instrumental case, both with and without prepositions, can easily be integrated with
discussions of food, given the necessity of expressing concepts such as CyII ¢ MACOM
‘meat soup’ or 51 €M CYII JIoXKO# ‘I eat soup with a spoon.” Food is also linked to
the use of the partitive genitive (CTakaH 4arw ‘glass of tea’, 1 BO3bsMy caxapy ‘I

take sugar.”) Therefore, the elements in group of topics should be introduced together.
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The chart below lists the grammar, vocabulary, communicative and cultural

topics the textbook will present in the order it will present them. This presentation is

based on the guidelines given above.

Grammar

Vocabulary

Communication and Culture

Basic writing and

pronunciation

Basic greetings

- Saying hello and goodbye
- Asking for repetition or

clarifications

Nouns, nominative singular,

Basic identification (Kak

Getting acquainted

gender Bac 30BYT? KTO BEH
10 nmpocpeccun? I'ze
BBl YYUTECH?)
Nominative plural, - Families, friends, and Telling about people you
pronouns neighbors know
- %, aand HO ‘and, but’
Prepositional case, first - The classroom Where people and things

conjugation verbs

- Some verbs meaning

are, what people do

‘learn’

Use of the accusative case to
express movement versus
the prepositional to express
locus, use of the accusative

with direct objects

- City life

- words referring to
location and direction:
KyZa ‘whereto’/r e
‘where at’, cro 12

‘hither’/Tyza ‘thither’

Where people go in the city

for work and recreation
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Introduction to verbs of

position

Numbers in time
(introduction), days of
the week

Ho.ﬁer
Hago/HYXHO
JIeXaTs, CTOATE,

CUAEeTHh

Daily schedule

- Possessive pronouns

- ecCTEb constructions

TOXe and Takke

‘also’

Expressing ownership

- Introduction to genitive Preposition “y”
case genitive case pronouns

- Impersonal dative HPaBUTHCSA, XOTETh |Expressing feelings, likes
constructions dative case pronouns and dislikes

- Dative case pronouns
- Introduction to verbs with

-CA

short form adjectives

Past tense

Nationalities and

languages
Pycckuit a3k and

[10-PYCCKU
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- Unprefixed verbs of - Homes - Finding someone’s
motion - Visiting people apartment
- Accusative plural - MOYp - Bringing gifts
(animate and inanimate) |- Telling time
- More on dative case
More on genitive case, - Numbers: more Teaching and learning
including introduction to complicated time
genitive plural expressions, use with
nouns, ordinals
- Education: Schools and
universities
- Professions
- 3HaTh ‘know
(something)’ and yMeTb
‘know (how)’
Perfectives Tour of Moscow

Accusative and genitive

plural

More number expressions

Tour of St. Petersburg

- Future tense

- More discussion of aspect




183

- Imperative mood - Small talk - Getting acquainted:

- Dative plural - chnpalu UBaTh/ conventions and good
CIIPOCUTS ‘ask (for manners
information),’ - Asking for and getting
(mo)npocuTs ‘ask (for |  things and favors
something)’ and
3agaBaTh/3amdaTh
BOIIPOC ‘ask a question’

- MOXHO/HeJIb3d

Introduction to prefixed Transportation

verbs of motion

More on prefixed verbs of | Clothing, colors Packing for a trip
motion

- Prepositional plural Parts of the body

- Reflexive verbs

- Short form adjectives - Medicine and health care

- Anaphors - Anaphors CBO ‘one’s

- More about verbs of

position

and Apyr Apyra ‘each
other’

- Emphatic particle caM ‘-
self’ (as in ‘He

himself...”)
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- Partitive genitive Food Cooking and eating

- Instrumental singular

Instrumental plural - Leisure time Going out
(entertainment)

- -TO and -HUO6Y 5 (as in
YTO-TO, YTO-
HUOY b ‘something or

other’)

Conditionals - Holidays and special Thinking about the future
occasions
- Age, months, seasons

- J0Jro and JaBHO

‘long time’

One notable detail of the above presentation should be mentioned. The concept
of aspect is introduced relatively early on, after the past tense, but before the future
tense. This allows students to become familiar with the seminal idea of aspect (that is,
emphasis on the completion of "an act versus no emphasis on that result) without
confounding this concept with tense. This stands in stark contrast to the timing of the
presentation of aspect in all the textbooks examined for this dissertation. In existing
textbooks, the perfective aspect is introduced at the same time as the future tense. (The
exception to this rule is the Lipson text, where the future tense of imperfective verbs is
presented before aspect is ever discussed.) It would seem perfectly logical to introduce
the perfective aspect concurrently with the future tense, since the conjugated forms of

perfective verbs express future tense. But students can just as easily learn the past tense
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forms of perfective verbs and be told that there are no present tense forms of these
verbs. This explanation may discourage them from conjugating perfective verbs and
trying to use them for the present tense. Later, when the future tense is presented, the
notion of aspect will already be familiar to them and the addition of the concept of aspect
in the future tense should be less problematic. This order of presentation lets students
become familiar with the confusing business of aspect using the rather simply
constructed forms of the past tense, rather than introducing them to a great number of
unfamiliar conjugation types at the same time as the concept of aspect.
4.3  Vocabulary

While it is clear that textbooks must present vocabulary, the parameters are
unclear. First of all, it must be determined how many words students should learn.
Then it must be decided which words those should be. Some vocabulary may be
presented for active use, while other words may be introduced for passive recognition
only, increasing the total number of words presented. The textbook must also teach
vocabulary building skills, such as predicting meaning both from context and from
known word parts and the proper usage of dictionaries, whether paper-based or on-line.

Finally, presentations and exercises which help students learn, exercise, and retain

vocabulary must be developed. “A number of computer-based approaches to learning

vocabulary already exist, and the positive and negative qualities of these approaches will
be discussed in this section.
4.3.1 Amount of Vocabulary

Learning a substantial amount of vocabulary is generally important to students.
They feel, justifiably, that the grammar is not useful if they do not have the vocabulary
to use it with. (Oxford & Scarcella, 1994) But at the same time, the amount of

vocabulary to learn must be kept to a manageable level to avoid overwhelming students.
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A glance at existing Russian textbooks reveals great variation in the amount of
vocabulary presented. The Clark Russian book, considered by many to contain too
much vocabulary, presents at least sixty words in each lesson; some of its lessons
present more than 100 words; HavaJio and I'oJtoca present a similar number of
words, about 84 and 90 words per lesson, respectively. By contrast, PyccKUif 35K
AJIA BceX averages about 25 new words in each of its forty lessons. Face to Face
contains about half that, with about 30 words in each of its 20 lessons. There seems to
be no consensus, then, about the number of words students should learn, and the
research literature does not provide much guidance.

Whether we accept a number limit for the amount of vocabulary items presented,
one thing is certain: the lexicon should be limited to that which is relevant and necessary
to the topics at hand (Benevento, 1984; Carrell, 1988). It is probably reasonable to
expect students to have active knowledge of one thousand words at the end of the first-
year (incfuding pronouns, prepositions, cognates, and other rather easily learned
words). It also seems reasonable to expose students to another 500 words for passive
recognition and for work on guessing meaning.

A minimum basic vocabulary allows students to understand and to make

themselves understood (Eskey & Grabe, 1988).~(See sectiom4:6.1 for a discussion of

the relevant research on this.) When readers automatically recognize a great number of
words in a text, they do not have to use all their cognitive power for decoding. Instead,
they can devote more of their minds to higher-level mental processes, such as
understanding the text. If readers’ vocabularies are too linﬁted, and they spend too
much mental energy on decoding, the whole of the text may be no more well understood

that the individual words would be. (Cooper, 1984) Therefore, we must teach our
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beginning language learners a certain amount of “sight” vocabulary which is generally
useful in the majority of texts they will encounter.
4.3.1.1 Frequency Lists and Core Vocabulary

Bragger (1985) feels that students should be encouraged to discover the
vocabulary which they find personally' useful through asking teachers or other students
or by consulting dictionaries. A computer-based textbook could accommodate this sort
of approach well; students could choose words they want to learn and the computer
could create exercises from those personalized word lists. However, such an approach
would limit classroom communication, since no two students would have the same
active vocabulary. Another problem with this approach is that it requires the instructor
to answer a great number individual vocabulary questions or for students to look them
up in dictionaries. And as is well known, students are often mislead by dictionaries,
which provide definitions which they do not wholly understand, which then leads them
to misuse the words they look up. While a well-constructed on-line dictionary can help
alleviate some of these problems, the worry still remains. After all, a word on a
student’s personal vocabulary list will be used in class only in the sentences produced
by the student; input is most likely limited to whatever exercises the computer has pre-

stored for that word. If no exercises-are-available; it would be-up to the instructor to

provide them. Thus, instructors might find themselves creating a large number of
personalized exercises.

It would seem reasonable to select words for active learning from frequency lists
(Decoo, 1993; Lessard, 1986). We cannot be satisfied with just one frequency list,
however, since these lists are compiled in different ways. Appendix B summarizes
portions of three word count studies. This list was compiled by taking between the

most common 1,001 to 1,133 words from each of three frequency count lists, and then
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comparing them to see which words occurred most often. The three lists which were
used were Lonngren (1993), Zasorina (1977) and Shteinfeldt (1965). Two of these
lists, (Zasorina and Shteinfeldt) are biased towards everyday spoken language, while the
later Lonngren work leans towards written prose instead.

Shteinfeldt’s Russian Word Count was created from texts containing a total of
400,000 words. Fiction for adults and children, plays, periodical articles and transcripts
of radio broadcasts for young people comprised the texts from which the vocabulary
was taken. The broadcasts and the texts from periodicals date from 1956-1960. As
Lonngren notes, the selection of texts biases this lexicon of 2,500 words towards casual
and spoken language. 1,133 words, chosen for their range across the texts comprising
the corpus as well as their overall frequency in the corpus, were used to compile the list
in Appendix B.

The YacTOTHEIV cJI0Baph Pycckoro A3kka edited by Zasorina (1977)
was based on one million words. The words came from a corpus nearly evenly divided
among literary prose, plays, scientific and journalistic texts, and newspaper and
magazine texts. These texts date from an earlier period (through 1969) and include the

writings of Lenin and Gor’kij. 1,001 words from this list were used in the compilation

of the list in Appendix B.

Lonngren’s YacTOTHEI ¢JIOBaph COBPEMEHHOI'O PYCCKOI'O A3bIKa
draws from texts from books, magazines and newspapers, all of which were published
after 1960. The texts did not include poetry, specialized scientific texts, texts translated
from other languages, or texts published outside the Soviet Union, unlike some of the
texts used to compile the other lists. Half the texts were literary, the other half were not.

The literary texts used were published no earlier than 1960, the magazine texts no earlier
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than 1985, and the newspaper articles no earlier than 1987. 1,082 words from this
corpus were used.

When consulting frequency lists, we must consider how the words were counted
and from what sorts of texts they were taken. Decoo (1993) outlines one way in which
words should be counted for use in textbook presentation. Words which have separate
and not fully predictable forms for each gender (like y4YuTenrHuLa and yYUTED
‘teacher’) should be counted as separate words. Other lexically related words, such as
Ha4aJio ‘beginning’ and Ha4aTh ‘begin’ and suppletive forms such as the noun
plurals pe6&Hok/neTu ‘child/children’ and the verb forms uaéT/mén ‘(he)
goes/(he) went’ must also be listed separately. In addition, idiomatic expressions (such
as CJ1aBa bory ‘Thank God’, Boxe Mo#t ‘My God’, rocrioau “‘Oh, Lord’) should
be counted separately from their component forms. On the other hand, regularly
inflected forms can be counted along with their dictionary forms. That is, the masculine
singular forms of MO ‘my,” are predictable and similar to adjective forms: Moero,
MoeMy, Moero/mMoiu, MouM, MoéM. However, the forms of st ‘I’ are not
predictable: MeHs, MHe, MeHs1, MHO!, MHe. The forms of 51 must therefore all

be counted separately, while the forms of MO¥ can be represented by the dictionary

form only.

Each one of the frequency count lists follows or violates these guidelines to
different extents. Of the three frequency lists used here, the Shteinfeldt list violates
Decoo’s guidelines most often: it lists unpredictable forms such as oH ‘he’ and ero
‘him’ under OH, OHa ‘she’ and €& ‘her’ under 0OHa and sebarates the particles such as
~TO0, ~HUOY b, and - Taku from their interrogative words, listing them separately.
Thus, while Lonngren and Zasorina both list forms such as 4TO-TO ‘something or

other’, KTO-TO ‘someone or other’, Kak-ToO ‘somehow or other’, KaKoi-HUOY b
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‘some kind of X or another’ and B¢&-Takul ‘for all that’, Shteinfeldt lists the words
4TO ‘what’, KTO ‘who’, KaK ‘how’, Kako# ‘which kind’, and Bcé ‘all’ separately
from the particles which attach to them. It appears that all the frequency lists divided
idiomatic expressions into their component words: thus, words like Mepa ‘measure’
were counted separated from expressions such as 10 KpaiiHe#l Mepe ‘at least’, B
Mepy ‘to the extent of’, etc. So the word Mepa turns out to be a high frequency
word, although it rarely occurs outside the context of a few commonly used idiomatic
expressions.

Of the 1,659 unique words used to compile Appendix B, 649 occur in all three
lists, another 330 occur in two lists, and the remainder appear in only one list. The
electronic textbook will ensure the presentation of the majority of the 979 words found
in at least two lists.> Appendix B lists only the 979 words which occurred in two of the
three lists.

Unfortunately, these 979 words provide an insufficient basis for the lexicon of a
beginning textbook. This is because certain semantic and grammatical classes are not
fully represented in this list. For example, the list contains the most commonly used

numbers: oAUH (1), through mecsaTs (10), ABeHaauaTs (12), NATHAECAT

(50), wecTsaecaT (60), neBATCoOT(90) and Tricsada(1,000). Certainly we

want to fill in the rest of the numbers to form a complete class. In addition, while the
pronouns f, THI, OH, OHa, OHO, MBEI, BH, OHU, ero, €&, and UX appear in the
Appendix B list, none of the pronouns in oblique cases do. These must be provided as

well. When all such obvious gaps are filled, we will have well above 1,000 words.

3Some of these words, such as those associated with the Soviet era are no longer in common usage and
need only be presented for passive knowledge. These words include ToOBapuLlL ‘comrade’, KOJIXO03
‘collective farm’ and ITMOHEP ‘pioneer’.
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However, ensuring that the words in Appendix B are incorporated into the

electronic textbook will not be problematic, precisely because they are so common and

necessary. They appear so often in authentic texts and can be so easily incorporated into

pedagogical ones that presenting them all on a regular basis will not pose a difficulty.

4.3.1.2 Other Necessary Vocabulary

A great number of vocabulary items which do not appear in the frequency list are

of great use to beginning students of Russian. In fact, in order to discuss the topics

presented in section 4.2.2, a large amount of additional vocabulary must be presented.

Below is a short synopsis of the types of additional vocabulary.

Basic greetings:

Family, friends

and neighbors:

Greeting (34paBcTBY#(Te) ‘hello’, mpuBeT ‘hi’), leave-taking
(oo cBupmaHus ‘good-bye’, IO CKOPOro ‘see you soon’),
getting acquainted (Kak Bac 30ByT? ‘What is your name?’), polite
questions (Kax gesa? ‘How are things?’)

Members (MaTh ‘mother’, ©paT ‘brother’, 6abyIika
‘grandmother’, ApyT ‘friend’, IPUATEJ} ‘acquaintance,” cocer
‘neighbor’), first names (HaTanss ‘Natalya’, ViBaH ‘Ivan’), short
names and mnickmames (HaTallla ‘Natasha’, BaHsa ‘Vanya'),

patronymics, last names




Schools and

universities:

Transportation:

Clothing:

Colors:

The Body:
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Teachers and students at various levels (IIpemozgaBaTeis
‘teacher’, mpocpeccop ‘professor’, CTYZEHT ‘student’, YYEeHUK
‘pupil’) names of educational institutions (IlIKoJIa ‘school’,
YHUBEPCUTET ‘university’), campus buildings (6ubanoTexa
‘library’, ¢TOJI0BasA ‘cafeteria’), classroom objects (CTOJT ‘table’,
CTyn ‘chair’, Men ‘chalk’, mocka ‘blackboard’, xapaHzalu
‘pencil’)

Modes of transport (aBTOOYC ‘bus’, IMoe3x ‘train’, CaMOJ&T
‘airplane’), waiting for transportation (0cTaHOBKa ‘(bus) stop’,
CTaHILLUA ‘station’, QAdPOIIOPT ‘airport’), motion verbs
(MATU/XOOUTS ‘go (by foot)’, eXaTh/e3aUTS ‘go (by vehicle),
JleTeTh/J1eTaTh ‘fly’, BXOAUTL/ BOUTU ‘enter’,
BRHIXOAUTH/ BEIITYU ‘exit’)

Articles of clothing (py6alirka ‘shirt’, rjaTse ‘dress’, Maiika
‘t-shirt’, 1mIaAnDa ‘hat’, Oo4YKU ‘glasses’), associated verbs
(omeBaTh(cs)/oneTs(cs) ‘dress’,
pa3neBaTs(cs)/pa3geTs(cs) ‘undress’)

Color names (K pacH5I# ‘red’, 3eJI€HEIN ‘green’, rosy6oii ‘light

blue’), modifiers (cBeTJI0- ‘light’, TeMHO- ‘dark’)

Appendages (ToJioBa ‘head’, yxo/y1uu ‘ear’, pyKa ‘hand/arm’),

internal organs (cepZiLe ‘heart’, 5XUBOT ‘stomach’)



Medicine and

health care:

Food:

Leisure time:

The Arts:
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Professionals (Bpad4 ‘doctor’, MezcecTpa ‘nurse’), locations
(6onpHUILA ‘hospital’, MOMMKIAUHUKA ‘polyclinic’), illnesses
and symptoms (rpunmn ‘flu’, Temneparypa ‘temperature’),
associated verbs (6osleTs (6ojieeT ‘be sick’, 6oauT ‘hurt’),
YyBCTBOBaTh cebs ‘feel’), adjectives (boJieH ‘sick’, 60JbHOM
‘sickly’, 3m0pPOB ‘healthy’)

Meals (3aBTpak ‘breakfast’, obea ‘lunch’, y=Xuu ‘dinner’),
ingredients (MsCO ‘meat’, CHD ‘cheese’, OBOILILU ‘vegetables’,
UKpa ‘caviar’), drinks (MOJIOKO ‘milk’, BoZa ‘water’, BOOKA
‘vodka’), dishes (OJIMHLI ‘pancakes’, IIMPOILUKM ‘piroshki’,
IIeJIbMeH!! ‘pelmeni’, cajiaT ‘salad’), where to buy (6yToyuHas
‘bakery’, PBIHOK ‘farmers’ market’, MscO ‘butcher shop’),
utensils (JIOXKa ‘spoon’, TapeJika ‘plate’, KacTproiAa

‘ 2

‘casserole’), associated verbs (FOTOBUTE ‘cook’, eCcTh ‘eat’,
IUTSH ‘drink’)

Places to relax (1apk ‘park’, KUHO ‘movie theater’, KOHILLEPT
‘concert’, pecTOpaH ‘restaurant’, CTagNOH ‘stadium’), games

(raxMaTh‘chess’, KapThl ‘cards*), sports (cpyTO0J ‘soccer’,

XOKKel ‘hockey’, KaTaThcs Ha JbIKax ‘skiing’)

Locations (TeaTp ‘theater’, OaneT ‘ballet’, omepa ‘opera’,
My3e#l ‘museum’), different types of art (JuTepaTypa
‘literature’, MY3BIKa ‘music’, CKYJIBIITypa ‘sculpture’), people
who create art (XyZOXHWK ‘artist’, IIO3T ‘poet’), units of art
(TlecHA ‘song’, mbeca ‘play’), tools of the trade (posiyb ‘piano’),

creating art (TaHILOBaTh ‘dance’, UC'PaTh ‘play’)
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Holidays and Special days (ZieHr poxkzaeHus ‘birthday’, HOBHII roxd ‘New
special Year’s’, §-oro MapTa ‘Women’s Day’), gifts (logapok ‘gift’,
occasions: 1BeTH ‘flowers’), other associated objects (&nka (holiday

evergreen tree), TOPT ‘cake’)
Time: Days of the week, months of the year, time relative to now
(mpollIbit ‘last’, OymyLImit ‘next’), associated adjectives

(4epes, 33, 10)

4.3.1.3 Words of a Semantic Group

One way of organizing vocabulary is presenting all the words of a semantic
group at the same time (parts of the body, clothing, colors, etc.) While Carrell (1988)
feels that learning vocabulary by topic can aid retention while broadening background
knowledge, Decoo fears that too much emphasis on this sort of presentation can cause
confusion between certain words. One reason for this is that it is hard to present related
words in a number of different contexts: |

“an example.sentence like il a mal a la gorge [‘he has a sore throat’] will not help

the learner understand gorge [ ‘throat’] if the word is part of a series introducing

fifteen other words for parts-of the body, which-all-can hurt.” (Decoo, 1993, p.

132)
Therefore, it may be better to introduce a just few new words of each semantic field at
one time. Then the student “is always able to function in all fields, first on a very
elementary level, then on a somewhat more expanded level.” (Decoo, p. 133)

Thus, it is reasonable to present the student with the most commonly occurring
words of a semantic class first. For example, while TETS ‘aunt’ and 1344 ‘uncle’ are

family members, there is no need to present these vocabulary items at the very beginning
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of the course when the members of the nuclear family are presented. That is, the most
commonly used members of each group (according to Appendix B) may be introduced
first, and others presented as reading and listening texts require. As another example,
students might first learn the parts of the body found in all three lists of Appendix B:
rosiosa ‘head’, HOC ‘nose’, Hora ‘foot/leg’, pyka ‘hand/arm’, naseir ‘finger’ and
cepaie ‘heart’. Then the words appearing in two lists comprising the master
frequency list could be presented (Tesio ‘body’, ry6a ‘lip’, 3y6 ‘tooth’, BOJIOC
‘hair’). Finally, the words which did not occur on more than one of the three frequency
lists, but which may be of use to students (such as XUBOT/XeJyaoK ‘stomach’,
POT ‘mouth’, ropso ‘throat’, JOKOTH ‘elbow’, I1j1e40 ‘shoulder’, KOJIEHO
‘knee’, and rpyapb ‘chest’), could be introduced as students need them. Each time new
words of the semantic class are presented, the words of that class which the student has
already learned should be reviewed. This can serve as an advance organizer, stimulating
students to use what they already know as they incorporate the new information.
4.3.2 Individual Learner Strengths

Students display individual strengths and weaknesses in the way they learn, as
was discussed in section 1.6.1. The strengths can be exploited to boost learning and

confidence. On the other hand,the areas of weakness can be addressed and

strengthened. This section will address the use of pictures in vocabulary presentation
and the effects of presenting words of varying lengths as a memory aid.
4.3.2.1 Easily Learned Words
Levenston (1979, as cited in Cohen 1991) gives empirical evidence that learners
prefer learning words which are:
(1) easy to pronounce

(2) morphologically regular (i.e. without irregular inflections)
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(3) syntactically clear ‘

(4) equivalent in meaning to words in the native language (or in some other

language that the learner knows)

(5) occurring frequently in speech or in writing

(6) generalizable to various contexts

(7) semantically simple (not having multiple meanings, particularly when such

meanings seem unreasonable). (Cohen, 1991, p. 114)
In other words, if target language words are familiar, students will be more willing to
accept them and learn them more easily, because they can be more easily related to what
they already know.

Cohen describes the responses of language learners to a questionnaire in a study
conducted by Cohen & Aphek (1979) about the sorts of associations they make to
remember target words.

“...at least the following types of associations were being used in second
language learning: (1) noting the structure of part of the word (e.g. the root or
an affix) or all of it; (2) linking the word to the sound of a word in the native

language, to the sound of a word in the language being learned, or to the sound

of a word in another language; (3) attending to the meaning of a part or several
parts of the word; (4) creating a mental image of the word; (5) linking the word
to the situation in which it appears; (6) placing the word in the topic group in
which it belongs; (7) associating some physical sensation to the word; (8)
visualising the word in isolation or in a written context. Learner often use
combinations of these types of associations.” (Cohen, 1991, p. 114-115)

In Proechel’s Shro-what and the Seven Devushki (1982), a fairy tale aimed at American

children learning Russian, the story gives mnemonics in highly visual, unforgettable
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contexts. Children learn to say “orange juice” (alleJILCMHHBI COK) by associating it
with a cow which gives milk which tastes like orange juice; the cow’s name is Apple-
Sun-or-Soak, so named because she will go out and forage for apples in any weather.
The electronic textbook will present mnemonic devices and also encourage learners to
develop them on their own. (The strengths of mnemonics as a tool for vocabulary
learning were discussed in detail in section 1.2.2.)
4322 Easily Confused Words

Wiesendanger & Bader (1987) conducted a study to determine whether easily
confused words should be taught together or separately. They found that if each word
of a pair of commonly confused words is learned thoroughly before the two are brought
into contact, learners later confounded them less often. This finding stands in stark
contrast to much traditional practice. It has often been thought that similar and easily-
confused words should be taught together early on, so that leamers will be sensitive to
the problems they present. For example, 10J1r0 and 1aBHO ‘long time’ are usually
presented in the same or adjacent lessons. However, this research would suggest that
one be taught, and thoroughly learned, before the other is introduced.

Decoo asserts that learnability is enhanced when words of various lengths are

presented during each unit. That-is; if all the-words in a unit have similar shapes

(length, number of syllables, first letter), students will experience difficulty
differentiating between them in the early stages and therefore have trouble incorporating
them into the mental lexicon. If words of different lengths and shapes are presented,
however, students will have an easier time learning them. Other research supports this:
Lessard (1996) suggests that visual or auditory properties, such as the number of
syllables in the word or the first letter, may be important to the structuring of the mental

lexicon, and Goodfellow (1993) asserts learners may also show the tendency to



198

remember the first or last syllables of words. The electronic textbook will take
advantage of these facts in presenting new vocabulary to students. For example, word
pairs such as ¢ToJI ‘table’ and ¢TyJ1 ‘chair’, KpacuBH ‘beautiful’ and K pacHBI
‘red’, and yxXe ‘already’ and emié ‘still’ should be taught separately to avoid
confusion. However, dissimilar-yet-related words such as py4ka ‘pen’ and
KapaHzail ‘pencil’, IOM ‘house’ and KBapT¥pa ‘apartment’, and KOILIKa ‘cat’
and MBILLIL ‘mouse’ can be presented at the same time without confusing the learner.
Since people remember words to which they have been exposed most often,
frequent presentation of the target words will help their memories as well (Oxford &
Scarcella, 1994). Thus, the electronic textbook will be designed to review words often,
giving special emphasis to items with which students show weakness. Care must also
be taken to review words in all their forms (Decoo, 1993). Some textbooks fail badly in
this regard; for example, a book may use the third-person plural form of a verb very
regularly, but the first-person plural form hardly at all. The computer can “remember”
the words with which a learner has recently struggled (spelled incorrectly,
misunderstood, looked up in the on-line dictionary) and reintroduce them as necessary.
Students can also indicate which words the are having trouble remembering, as well as

syntactic and semantic informationthat fias helped-them recali specific items in the past

(Goodfellow, 1993; Clarke, 1993).
4.3.2.3 Auditory Learners and the Visual Stimulus

Pouwels (1992) suggests that students who show strength in the visual modality
are more drawn to language study, because it is easier for them. In his research,
Pouwels found that visual aids--such as pictures accompanying the words which
students are supposed to learn--help some students more than others. Pouwels used the

Swassing-Barbe Modality Index to divide students into visual, auditory, and parity



199

(equal strength with respect to visual and auditory faculties) groups. In his study, he
found that students who are predisposed to visual learning can be aided by pictorial aids.
Students whose visual and auditory learning strengths are basically equal seem to benefit
from the use of pictures as well. As mentioned in section 3.3.2.1, Kale and Grosslight
(1955) also found that the use of pictures and text together facilitated the retention and
relearning of vocabulary; however, their subjects were only asked to recognize and
produce written words, not spoken ones.

On the basis of this research, it would seem that visual aids are generally helpful
for learning target-language vocabulary. However, Pouwels also notes that the use of
accompanying pictures may hinder the learning of vocabulary words among auditory
learners (29% of the students in his study), who may find pictures distracting and
unhelpful. It is possible that visual information, which is harder for auditory learners to
process, causes cognitive overload for them. If this is so, then the auditory signal
accompanied by just a picture or just the text would be more helpful to such learners.

Since the electronic textbook is flexible, the presentation can be varied for each
student. Thus, students who feel that seeing pictures and text helps them learn words
can choose to see them, while other learners will opt to just hear the word. The strength

of the computer is that students canexperiment with-different learning techniques and

choose the method which helps them the most.
4.3.3 Guessing Strategies

The computer itself can lend new possibilities to vocabulary learning. Although
the most obvious of these is the on-line dictionary, students should be encouraged to
learn vocabulary via other methods as well. In fact, providing an easy-to-use dictionary
alone may do students a disservice, since it does not challenge them to develop these

skills for guessing in context. Therefore, the electronic textbook will provide not only
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the convenience of a dictionary and instruction in its proper use, but will also provide a
framework for developing vocabulary learning and guessing strategies.
4.3.3.1 On-line Dictionaries

Traditionally, students have looked up unknown words in dictionaries or
glossaries, and this task is very time consuming and frustrating. So when computers
first became available, many language instructors saw them primarily as a quicker, more
convenient and more accurate method of accessing dictionaries. After all, if students can
look up unknown words quickly, it is reasoned, they are less likely to lose their place in
the material they are reading. Reading thus becomes a more pleasant experience, one in

| which students will be more likely to willingly engage.

Chan & Liu point out that on-line dictionaries can relieve the burden on short-
term memory, as well as allow students more cognitive power for higher-level decoding
activities such as deciphering syntactic and semantic text clues. When students click on
a Chinese word in Chan & Liu’s interactive reading environment, for example, they hear
the pronunciation of the word and can see grammar rules and examples of the word in
context.

Lessard (1986) suggests that on-line dictionary entries should contain more than

just a gloss. At the very least, they should contain information about gender and

inflectional type. In “Venturereader” (described by Fox, 1990), readers invited to either
guess the meaning of the word or consult the lexical database for more information. The
database may include other uses of the word in context, as well as synonyms,
antonyms, definitions and other information. Lessard and Fox both suggest that
semantic frames, such as the prepositions and cases associated with the word, should

also be included.
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Lessard also suggests including information on derivational affixes in on-line
lexical resources. For Russian, information about the use of common prefixes such as
Io-, nepe-, Npu-, 8O- etc. and derivational suffixes such as ~HUK, -Tess, and
-(e)ck would be contained in glossary entries. Learner understanding of such derived
forms can even be tested with multiple choice questions. The program “Word Perfect”
employs such an approach, providing sense relations, such as synonyms, antonyms,
and hyponyms, as well as definitions, context, and word class information (noun, verb,
adjective, etc.) as part of the dictionary.

Such advanced lexicon study is not appropriate for beginning students of
Russian; it becomes feasible only late in the first year of Russian language study. If
implemented before that, it could cause cognitive overload in some students. In the long |
run, however, such an approach to the lexicon will help make the student more aware of
the intricacies of word usage and more sensitive to the importance of syntactic structure
(Sharwood Smith, 1988a).

43.3.2 Learning to Guess

Ideally, we would like to help vour students to move away from constant

dictionary use. On-line dictionaries, properly designed, can empower students and help

them develop investigative strategies-(Goodfellow;-1993). -Such-dictionaries differ from

the traditional type in that they do not immediately give a gloss in the native language or
another kind of definition for unknown words. Instead, it helps them to decode
meaning through the context and morphology. Based on this analysis, the student
chooses a correct definition or gloss from a list of multiple choice answers. In other
words, on-line dictionaries must be interactive, as suggested by Wyatt (1984), and they

should be designed to promote guessing strategies.
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The computer can be used to teach appropriate vocabulary strategies, such as
guessing word meaning from context. It can guide students to break the words they
read into their parts and guide students to determine parts of speech from looking at
inflectional endings. For example, students should learn that if a word ends in -J1, -
J1a, -J10, or -JIU, it is likely to be a verb in the past tense. They also need to know
that short, unstressed words are often prepositions, and that words immediately
following them are nominal or adjectival forms, also identifiable by their endings. The
computer can be used to point students towards these guessing strategies before
allowing them to look at a dictionary entry.

Learners can also be taught to identify roots, affixes and suffixes within longer
words. As Wyatt (1984) points out, “Affixation and its associated spelling changes can
be very effectively introduced using the dynamic capabilities of the video screen” (p.
398). Let us consider an object such as the 3y0Hasi 118TKa ‘toothbrush’. A learner
who already knows the word 3y6 should be able to determine that this unknown word
has something to do with teeth. The computer could highlight this part of the word to
draw the student’s attention to it. Alternatively, the computer could highlight the last
two letters of 3yOHas, attracting attention to it and helping the student determine that

this word is an adjective. The computer can also encourage the student to look at words

in the context either within or outside the sentence. Hints could be given in the form of
sentences containing related words: “BH 4YUCTUTe 3yOn 3yOHOW LLETKON”
“You brush your teeth with a 3y6Has 118 TKa’ or “BH ynoTpebisieTe 3y6Hyw0
HLETKY YTPOM ¥ HOYBIO.” “You use a 3yOHasA ILIETKa in the morning and at
night.” Finally, relevant pictures can be presented.

This process might seem rather long. After all, all the student really wants to

know is that 3y6Has IIBTKa means ‘toothbrush’. Why should the learner go
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through all this effort, for the meaning of just one word? The reason is that when the
student is listening to a conversation or reading a newspaper in the real world, meanings
are not obtainable through the click of a mouse button. Using language means
guessing, making approximations, and learning to use the available information to
discover things about the unknown. Students who learn to guess from context are
gaining a skill which they can use in the real world.

Hosenfeld (1984) describes research with non-proficient readers who were
taught new ways of approaching texts. They were taught to use not only known words,
context and grammar in their reading, but also their knowledge of the real world and
cognates, and their skills improved. We must exploit this innate ability of our students
to use inference and prediction in the learning process (Chitravelu 1980, cited in Cooper
1984) and encourage them to use context of all kinds to make sense of what they are
reading without resorting to dictionaries (Eskey & Grabe, 1988). Thus, materials can
encourage students to use hints available in the larger context by not putting too much
emphasis on small details (Johns 1979, cited in Cooper 1984). One existing Russian
textbook (Ha4aJo) requires students to guess words which they should be able to
decipher, such as cognates. Such easily decipherable words are marked with daggers

and are not glossed in the margins-of-the reading-texts, while-words which students

could not be reasonably asked to guess are glossed

It has been found that students prefer to see usage examples in dictionary entries
(Cumming, Cropp, & Sussex, 1994). This is something which is virtually never
provided in traditional textbook glossaries and dictionaries intended for students of the
language due to lack of space. Tﬁe computer is not limited in this way, and, as
mentioned above, can make available other visual and aural aids as well

4.3.4 Interrelating Words
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Unknown words can be related to known words using synonyms, antonyms,
hypernyms, and hyperonyms (Carrell, 1988; from Pearson & Johnson, 1978). In
addition, definitions in context may be used. Such tactics can be implemented in
exercises which help learners build associations between individual words.

In the following matching exercise, learners must match the given word with one
from a list. For example, students may be asked to choose the synonym, antonym,
hyponym, or hyperonym from the list. Word families, emphasizing pairs or groups of

words such as truth/truthful, need/needy, may be exercised in this manner as well (Fox,

1984).
“drag downward
outward forward
inward life

From the six words or expressions above, type in the opposite for the following:
upward” (Fox, 1984)
The following examples ask the student to 'choose the correct hyponym or hyperonym in
a multiple choice format:
“When he arrived at work he found that he had left behind his chisels and all his

other....”

1 vehicles 2 tools 3 containers 4 papers
When he arrived at work he found that he had left behind his...and all his other
tools.
1 sandwiches 2 bicycles 3 invoices 4 chisels”
(Higgins & Johns, 1984, pp. 112-113)

Pictures can be used instead of words in some cases.

What is this flower with the thorns? %
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A rose. (Adapted from Lessard, 1986, 100.)

One can illustrate antonyms either in the ways given above, or in sentences which use
pairs of antonyms:

There are more things to admire than to despise about mankind. (Lessard,

1986, p. 101)

Analogy exercises can also be used. Plaister (1981) gives many examples of
analogy types. These include synonym and antonym relations as well as relations
illustrating cause and effect, parts and wholes, actions and objects.

Cause and Effect Relationship

RACE:FATIGUE:: (A) track:athlete

(B) ant:bug
(C) fast:hunger
(D) hand:clock
Object to Action Relationship
STEAK:BROIL:: (A) bread:bake
(B) food:sell
(C) wine:pour
(D)—sugar:spill (Plaister; 1981, p.26)

In exercises such as these, students can learn to classify relationships, using

complementary terms single/married, male/female, or open/shut. Students who have
trouble solving such problems could get more help by seeing these words in context.
Holmes (1980) discusses a computer-based contextualized vocabulary drill for French,
in which students must fill in an appropriate vocabulary word according to the context.
Leur ____ ___ auMexique fut un vrai désastre. Le lendemain du mariage,

Jean fut atteint d’une maladie contagieuse et dut se faire hospitaliser.
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(‘Their in Mexico was a real disaster. The day after the wedding,

Jean came down with a contagious disease and had to be hospitalized.”)

(Correct answer: lune de miel, ‘honeymoon’)

~ Two-part answers, such as the antonym pair ‘despise/admire’ illustrated above,
can be exercised in this manner, encouraging the students to use context in a cloze-type
exercise.

The sorts of exercises illustrated above will be used in the electronic textbook to
reinforce vocabulary in context after the student has already made an effort at learning it
using mnemonic techniques.

4.3.5 Vocabulary Exercises

Braun & Mulford (1987) describe a system where students choose whether to
study their vocabulary lists through a picture, audio, or word-arrangement format. Each
approach benefits different groups of students depending on learning style. Students
can experiment with the use of these various techniques and select the ones that address
their own learning styles.

In the picture approach, the student sees a picture representing the word and
responds by filling the correct word into a short sentence provided by the computer.

Students can choose to see the-gloss—of the target word or successive letters of the

targeted word if théy desire. Words which the student misses are marked for later

review. The main strength of this approach is that the student learns to associate words
not with their “equivalents” in the native language, but rather with pictures. Such an
approach would be suitable for a learner whose cognitive strengths are in the visual
realm.

The second approach is more suited to learners with aural learning strengths.

Students listen to each target word in a sentence. The sentence is then shown on the
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screen with the target word missing. The student must then supply the necessary word.
If students need extra help, they can choose to view the correct word one letter at a time
or hear the sentence again. Additional sentences are available for those who need further
remediation, but are not shown to those who enter the word correctly in the first two
sentences presented.

In the word-arrangement approach (similar to the approach known as the spatial-
arrangement mnemonic, as discussed by Bellezza, 1983), students arrange on the
computer screen a group of native-language words and their target-language equivalents
in a manner that makes sense to them. For example, if students are to learn some parts

of the body, they might arrange the words roughly in the shape of a human body:

rolJioea ‘head’
YXO ‘ear’ rijasa ‘eyes’ YXO ‘ear’
HOC ‘nose’

POT ‘mouth’

rpyas ‘chest’

pyka ‘hand, arm’ cepaue-‘heart’———pyka-‘hand, arm’

XKUBOT ‘stomach’
Hora ‘foot, leg’ Hora ‘foot, leg’

FIGURE 2: The Spatial Arrangement Mnemonic

Then the computer puts the native-language words on the screen in the same
arrangement, leaving the student to type in the corresponding target-language words in

order to make the native-language equivalents disappear. That is, the students use the



208

native-language cues as well as their spatial arrangement to remember each word in the
target language. Finally, the computer gives blank lines arranged in the same pattern,
and the students must type in the target language words in their correct places. In this
final case, students can see hints (the first and last letters of each word) if they need
help. This sort of exercise provides the type of contextualization which would be of
particular use to certain visually-oriented learners.

In all three exercise types, words are contextualized, promoting communicative
learning. The types of context, however, vary: the picture approach provides a ‘visual
context, the aural approach gives a sentence context, and the word-arrangement method
helps the learner form spatial links. In all three exercise types, the student takes a quiz
on the same groups of words two days later. Records are kept of the words with which
students had trouble and these are recalled for review at a later time.

Another type of visually-oriented vocabulary exercise, one in the communicative
style, is described by Magnan (1985, cited in Ariew, 1987). Given a picture of a room,
for example, students can be asked to identify what is in the room as well as what is not
in the room. Students could also complete a paragraph based on the information in a
picture or video; they could fill in verbs, nouns and adjectives describing the events they

see. To make the activity even more gamelike, one could couch it in terms of a mystery

or crime story.

Some exercises can be used in conjunction with the information in the on-line
dictionary. Test-like exercises, such as multiple choice and fill in the blanks, evaluate the
students’ knowledge (Clarke, 1993). An exercise described by Grellet (1981) teaches
students about word formétion with affixes. In this exercise, students must locate

words in a text which have the same affixes as those in a separate list. A related exercise
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(also described by Grellet) asks students to study a text for proper names, nouns, verbs,
adverbs and adjectives which share a common root.
4.3.6 Vocabulary Summary

Vocabulary learning cannot be ignored in language education. Students should
not be left to their own devices to try to learn vocabulary; most likely they will try to do
learn words out of context, memorizing words through flashcards and lists. This
memorization may not allow them to use the words they learn in conversation.
However, this does not mean that vocabulary learning must take place in the classroom.
Using the electronic textbook, students can be made responsible for their own
vocabulary learning, but still receive appropriate guidance. The presentations and
exercises will provide proper context for vocabulary learning, so that words are not
memorized in isolation.
4.4  Grammar

While it is very important that students learn vocabulary, words do little good
without knowledge of how to put them together into sentences. This is especially true
for a highly inflected language like Russian, where a good deal of meaning is contained
in inflectional endings. Grammar, like vocabulary, is a building block of language

learning. This section will discuss-the-role-that-grammar will play in the electronic

textbook.
4.4.1 Teaching Grammar

A continuing debate in the world of language teaching concerns whether
grammar should be overtly taught or not, and, if it should be, precisely what its role
should be. It seems, in many ways, that this debate is coming full circle.

Since the mid-1970s, some foreign language teachers have stressed the

importance of communicative competence over grammatical competence (Garrett, 1986).
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In addition, adherents to the natural approach stresseci that learners should get large
amounts of input, often as a substitute for most overt grammar teaching. They felt that
adults learning their second language, like children learning their first, would construct
their own grammars naturally if given enough input. The combination of these
philosophies has driven the teaching of grammar from the forefront of language
teaching. It is true, after all, that students frequently fail to properly use grammatical
structures in their speech, even when they use them correctly on tests and in drills. At
the same time, students often fail to learn to use grammar correctly unless it is taught to
them overtly; Canale and Swain (1980) give evidence that communication cannot take
place without some level of grammatical accuracy. Unfortunately, there is insufficient
experimental evidence on both sides of this argument, making it difficult to impossible
to assert that either one is the correct approach (Garrett, 1986). Therefore, a middle-of-
the-road approach seems advisable. Both grammar and communication must be
addressed in the foreign language classroom in order to achieve both grammatical and
communicational competence.

Today’s educators are becoming more amenable to using approaches derived
from a number of teaching theories, instead of subscribing to one narrow theory. They

are coming to realize that, as Garrettputsit, ———————————

“the baby of grammatical competence is being thrown out with the bathwater of

the grammar-translation method, with the result that students who have been
allowed or encouraged not to worry about grammar may develop a kind of
irremediably inaccurate fluency” (p. 133).
Therefore, a variety of approaches must be taken for students to achieve communicative
competency: a great deal of aural input is certainly beneficial, as are participatory,

communicative activities, but direct work on grammar is also important. Some students
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will benefit from certain activities more than others, depending on their own cognitive
strengths. For example, students with a “good ear,” or strong auditory capabilities, will
benefit the most from great amounts of aural input. Others, especially those social
students who enjoy class participation, will enjoy communicative activities. Students
with analytical minds may greatly appreciate grammar work.

It turns out that students express a desire and a need for explanation of grammar
and language points. In a study of 158 Japanese students studying English using an
interactive videodisc system for communicative learning, Scott, Jolly & O’Brien (1989)
found that almost 90% of the students would have liked more explanation of new
language points. Even strong supporters of communicative language learning such as
Underwood (1984) agree that grammatical explanations should be made available to
students.

Good foreign language teaching means utilizing a repertoire of approaches.
When materials are presented in a variety of ways, most students will assimilate the
knowledge from one or another or those sources. If teachers and materials are restricted
to using just one method, however, the majority of learners will find themselves
somewhat left out of the learning process.

44.1.1 Inductive and Deduective-Approaches—————

Grammar has been taught in a great number of ways: in the native language, in
the target language, inductively, deductively, with explanations, without explanations,
in paradigms and in dialogues (Garrett, 1986). New methodologies gain popularity for
short periods of time, but usually fail to make sweeping changes in language education.
It is likely that changing our methodology yet again will not make an appreciable
difference in student achievement. It has become clear that we do not know how

students use the rules that they learn, if they indeed use or learn them at all. Given that



212

there is a place in the curriculum for grammar, the ways of teaching it must explored.
Should the rules of grammar be set out for students to read, or should the students be
encouraged to deduce the rules through the analysis of well-chosen examples?

Communicative language teaching stresses that students should not be required
to “trudge through” grammar explanations, and that grammar should principally be
presented in an implicit, not explicit manner (Underwood, 1984). However, as noted
above, Underwood has no objection to allowing students to access explicit grammatical
clarifications when they need to do so. One solution to the grammar approach problem
is to let learners experiment with both implicit and explicit grammar presentations in the
early stages of their learning, and then to let them choose which approach best suits their
needs and strengths as their study of Russian progresses. Laurillard (1991) points out
that the inductive approach may simply create too large of a cognitive load for some
students, making it inappropriate for them. In addition, some students are more
comfortable with having the rules available to them immediately (Scott, Jolly and
O’Brien, 1989). That is, some students will enjoy and profit from the challenge of the
inductive approach, while others will be content in the security of the deductive, explicit
approach.

It could be argued that the studentswho-induce the rules from examples are
learning more than those who simply accept the rules as presented. After all, as Garrett
points out, students will need their powers of deduction as their study of the target
language continues. Students often glean rules from examples whether instructors ask
them to or not. However, if weaker students are constantly obliged to undertake the
cognitively difficult work of discovering the grammatical rules of the target language,
cognitive overload may take place. Sometimes, it works just as well to present a

concept directly, instead of forcing students to spend the time to try and figure it out
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from examples. Also, sometimes students induce the wrong rule from a group of
examples; their rules may indeed account for the examples which they have seen, yet are
not correct rules of the language. This reaffirms the notion that students should be given
the choice of how to approach the grammar wherever possible, and allowed to access
explicit rules to ensure that their understanding is correct.

Cognitive style plays a role in a student’s ability to learn grammar. For example,
Abraham (1985) found that field-independent learners (as measured by the Group
Embedded Figures Test, developed by Oltman, Raskin and Witkin, 1971) performed
better on deductive-style grammar lessons, while field-dependent learners did well
learning a grammar point from a series of exarnples, in an inductive style.

In general, however, there is no convincing evidence that students get more from
either the inductive or deductive approach (Garrett, 1986) and therefore the two methods
may be mixed in the course materials (Corder, 1988). Examples, explanations,
induction and hypothesis testing exercises all have a place in language learning, but there
are no compelling reasons for setting a strict order for their introduction (Corder, 1988).
Indeed, the attention of students may be held for a longer period of time and provide

better results if approaches are varied throughout the course.

44.1.2 Grammatical Terminology -

Since students are learning grammar, should they learn to talk about it? That is,
how much linguistic terminology should students learn while they are studying foreign
languages? One might argue that if students are going to learn grammar, they should
learn to talk about it, too. The question in that case could concern which terminology
they should use (Corder, 1988). There is nothing really wrong with talking about
grammar, especially if it can be done in the target language. After all, talking about

grammar in the target language is conversation, just as talking about the weather is, and
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in the context of the classroom, it is just as interesting, and potentially more useful topic
of conversation (Undérwood, 1984).

Some textbooks present the Russian words for various grammatical concepts but
stop short of actually asking students to use them (Clark, Pycckuif SA3bIK AJA
BceX). Others present the terminology in English only (Cioran), while still other texts
(Lipson) go even further and have students memorize the terminology in the form of
dialogues:

- Kakoro péga ¢iéBo 6e3? MyXCKOro péma?

-- Ha 4Té BH IroBopuTe!

Kax M3BECTHO KAXAOMY HIKSOIBHUKY, CIOBO 6e3 - npexnior.
J Hero HeT pdza...
- Of what gender is the word 6e3? Of the masculine gender?
-- But what are you saying! |
As is well-known to every schoolchild, the word 6e3 is a preposition. It
doesn’t have gender.... (Lipson, 1982, p. 84)

However, the trick in introducing grammatical jargon is making sure students

understand the words which they are using to describe the language; just because they

can name a particular structure does-not ﬁecess‘arily mean they they can recognize and

use that structure. To ensure that students understand the concepts which are presented
to them, we must provide them with copious examples, with glosses if necessary, to
illustrate them (Garrett, 1986), followed by exercises to further ensure this
understanding. Once students understand the concept attached to the name used to refer
to it, grammatical jargon becomes a convenient way of referring to those concepts.

44.1.3 Using Existing Knowledge
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As discussed in section 1.2, one major tenet of cognitivist theory is that new
knowledge is acquired via old knowledge. Thus, new instruction should build on old
instruction. We must remind students, in a systematic way, of what they have already
learned (and presumably mastered) before we offer them new, related knowledge.

If this is true, then students will profit from being reminded of facts which they
already know and which can be related to the new concepts which they are about to
learn. For example, if students have already learned the masculine singular animate
accusative endings (3TOI'O YMHOT'O ¢TyzZeHTa ‘that clever student,” Moero
Xopoluero npenonasalnTela ‘my good teacher’, etc.), they should be reminded
of them when they are about to learn the genitive singular. Similarly, if students are
already familiar with the fleeting vowels €/&/0 from the nominative singulars and
plurals of such words as aMepuKaHell/aMepPUKaHIH ‘American (m.) and
nomapok/nonapku ‘gift’, they should be reminded of this fact before they are
presented with the genitive plurals of words such as geByliKa/neBylex ‘girl’,
cecTpa/cecTép ‘sister’, CTYIeHTKa/CTYAeHTOK ‘student (f.)’.

Such explanations must be in a language students can understand. If students
cannot comprehend the grammatical explanations, they cannot use them. At the same

time, explanations must guard against under- or over-estimating the students’

knowledge (Bragger, 1985). The reference text English Grammar for Students of
Russian (Cruise, 1987) is often recommended as supplementary material for beginning
Russian students. Cruise’s reference provides a number of Russian examples alongside
their English counterparts to help students make the connections between the familiar
English structures and the unknown Russian ones. First, a short description of the

grammatical point is given. This is followed by a number of annotated English and
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Russian examples. The following is excerpted from the section entitled: “What is a
Predicate?” (p. 26-7).
A PREDICATE is a word which defines or describes the subject of a sentence to
which it is connected by a linking verb. Depending on whether it is a noun or
adjective which follows the linking verb it is called a PREDICATE NOUN or a
PREDICATE ADJECTIVE.
In English: The most frequent linking verb is fo be. Other commonly used
linking verbs include to seem, to appear, to become, to taste and to
feel. By identifying the part of speech of the word that follows the linking

verb, you can identify the type of predicate it is.

links Natasha to girl
I
Natasha is a foolish girl.
i

predicate noun

Cruise presents two additional - English- language-examples;—one using a predicate
adjective and the other using both a predicate adjective and a predicate noun and non-te
be linking verbs. An additional note about linking verbs also follows before the
Russian examples are presented.
In Russian: Predicates operate in much the same way as they do in English.
Linking verbs take predicates either in the nominative or in the instrumental case
(see What is Meant by Case?, p. 10). The choice of case is determined by
the verb...
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Predicates agree with the noun they modify, i.e., the subject, in gender and

number. The case of the predicate is dictated by the verb and its tense.

linking verb predicate adjective
I I
She  seemed  sad.
OH4 Kxasanacy TPYCTHOIM
! | I
subject fem. sg. linking verb predicate adjective
fem. sing.

instrumental case

In Cruise’s book, four more Russian examples follow this one. The technical jargon is
defined for the student so that it can be used later in the explanation. Everything the
student needs to understand the explanation is in one place and any technical terms are
clarified before they are used. At the same time, this reference avoids a condescending
tone.

There are many ways to help students learn and remember new rules and

information. Students can be encouraged to use many devices to help them connect old
knowledge to new knowledge. Mnemonic devices (discussed in section 1.2.2) are one
way to do this; other types of comparisons and analogies can help students associate,
remember, and eventually make their knowledge automatic. Carrell (1988) encourages
teachers to provide examples of such éssociations, as well as counterexamples, so that
the students know which devices to use. Similarly, the textbook can provide such

materials. Pearson and Johnson (1978) and Pearson and Spiro (1982) (both cited in
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Carrell, 1988) discuss the use of “analogies, comparisons, even metaphors to build
bridges between what the students already know about a concept and what they may
need to know in order to read and understand a particular text” (Carrell, 1988, p. 246).
Any device which can help students remember is useful. But the materials must also
help the student to understand how to use the devices; otherwise, they are useless.

Of course, knowing a grammatical fact does not entail ability to use it in
language. This point will be explored further in the following section.
4.4.2 Using Grammar

An important point made by cognitivists is that there is a difference between
knowing a fact and knowing how to do something. Unfortunately, grammar has long
been seen as something to know, instead of a tool which students must be able to use.
Students who can quote rules do not necessarily know how to use them, either in
normal speech or in the more controlled atmosphere of a written exam. Somehow, we
must get students from the state of knowing rules to that of being able to use them.

Another cognitivist principle implies that instruction should teach ways of
solving problems rather than merely provide facts (Sharwood Smith, 1988b). That is,
we must teach students to use problem-solving algorithms and to build such algorithms
independently. One algorithm sometimes taught to beginning students of Russian
involves the creation of imperatives from present tense verb stems. (See section 2.2.1.1
and the pocket materials for a demonstration of this approach.) It must be kept in mind,
however, that algorithms like mnemonics and metaphors represent only the first step
towards integrating discrete items into memory. Students are not expected to use such
devices forever for every individual piece of information they learn. For any given piece
of information (a grammatical rule or lexical item, for example), they are useful only

until the knowledge linked through these devices has become automatic.
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Confusion concerning the difference between knowing facts and knowing how
to do something is not limited to language learning. For example, a popular reference
for instructional designers discusses the various types of instructional goals we might
set forth for our learners (Dick & Carey, 1990). One of the examples given by Dick and
Carey involves naming the keys which move the cursor around on the screen in a
computer program such as a word processor. The authors classify this sort of
knowledge as “Verbal information--stating facts, providing specific information, e. g.
naming objects” (p. 37). But just because learners can name command keys or describe
grammar rules does not mean that they will be able to use this information in a real-life
situation. They must be trained in using the processes which employ the facts which
they have learned. This is why exercises are such an important part of learning
grammar. It is not enough for students to read about the rules and see examples, no
matter how numerous they are. They must learn to recognize and apply the rules
themselves. They should leamn to use the rule in isolation and them along with other
rules which they have already mastered. And as learners gain more control over the
pure mechanics of the rule, they can be expected to use it in more communicative
environments. Thus, I propose the definition of eight exercise “levels”:

1. Recognition of the concept-and-its forms, generally with reliance on

grammatical facts only

2. Recognition of the concept and its forms, with more emphasis on semantic

and pragmatic factors

3. Production of forms (mechanical, with no reference to semantic or pragmatic

considerations)

4. Production of forms with understanding of grammatical clues or context

required for successful completion of the exercise
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5. Production of forms with grammatical cues and contexts, mixing on the new

structure with older, known structures

6. Production of both new and known forms with understanding of semantic

and pragmatic context required for successful completion of the exercise.

7. Translation-type exercises.

8. Communicative exercises.

It is important to note the progression of difficulty between these levels. The
textbook must present progressively more difficult tasks to bring the student from the
level of recognizing forms to to level of being able to use them creatively.
Unfortunately, most existing textbooks leap directly from relatively simple exercises (at
level 3 in the description above) to difficult ones (such as those at levels 7 and 8). It is
little wonder, then, that students sometimes experience difficulty using the grammar they
have learned. In the following sections, exercises appropriate to each of the levels
outlined above will be demonstrated.

44.2.1 Recognition of a Concept and its Forms

Before we can reasonably expect students to produce forms, they should be able
to identify them. In addition, students need to understand the function of these forms in
order to use them properly.

For example, when teaching the prepositional case, we must make sure students
learn that the ending -€ is generally associated with that case. Similarly, students must
recognize that the endings -J1, -J1a, -J10, 71 are indicators of the past tense. We
might present students with exercises like the following from HayaJo (Book I, p. 73):

JupaxHéHue 3.3 Recognizing Cases

Consider each noun and indicate whether it is the subject (S) or the direct object

(DO) in the sentence or clause. Pay attention to the word order in each sentence.
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. —UTo 4uTdeT 64bymika? —Babylka YuT4eT KHUTY.
. —J1éHa cnyiIaeT MY3HKY? —HeT, My3bIKY ciylllaeT BoBa.

. —UYTO MNUWYT XYPHAJIUCTHI? —XYPHaIUCTH NUIIYT

CTaThHU.

. — T8l YUT&ells KHUTY WU CTaTh? —4 YUTAK KHUTY, a

CTaTLIO UUTAeT JIéHa.
—JIéHa nuieT IUuceMoO? —HeT, rnmuckMoO nNuleT MAallla. A
J1IéHa nuiieT CTaThio.

—KTO 4YuUTdeT MOK KHUry? —KHUTy YUTAeT TBOS MAaMa.

(1.—What is Grandmother reading? --Grandmother is reading a book.

2.
3.

6.

--Is Lena listening to music? --No, Vova is listening to music.

--What do journalists write? --Journalists write articles.

. --Are you reading a book or an article? --I'm reading a book, but Lena is

reading an article.

. --Is Lena writing a letter? --No, Masha is writing a letter. But Lena is

writing an article.

--Who is reading my book? --Your mother is reading your book.)

The following exercise, from I"'oJioca (Rook 1, p. 310), is an introductory exercise to

recognizing the imperfective and perfective aspects. It asks students to determine when

events occurred relative to one another, something they can ascertain by noting the

aspect of the verbs used.

JapaxHeHue

14. For each sentence, indicate whether the events occurred at the same time

or one after the other.
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Mbl MOYXWHaNY, HOOLIJAN B KUHO U IOCMOTPENIN
oUIIBM. |
Koroa Mp MOYXWHAJNW, MBI TIOLIAN B KUHO.

MBI YXRXUHaIN U CMOTPEJIN pUIBM.

Korna Msl yXXUHaIW, M CMOTPENIY GUJIIbM.

Kornoa MH MOYKWHAIU, MBI ITIOCMOTPENN pUJIbM.

MB  KyOWJIU OPOAYKTHI, nomam gomMét u

IPUTrOTOBUIN 0BEs.

. Koraga Mel KypuJiu NPOAYKTH, Ml IOLIJIN ZOMOM.

Koraa Mh IOKYNANU MPOAYKTH, MH TOBOPWIN O

puIBME.

(a. We ate dinner, went to the theater and watched a movie.

b.

V.

After we ate dinner, we went to the movies.

We were eating dinner and watching a film.

g. While we were eating dinner, we watched a film.

zh.

z.

. After we had eaten dinner, we watched a film.

We bought groceries, went home and cooked dinner.
After we bought groceries;-we went home.

While we were buying groceries, we talked about the movie.)

Such identification exercises can also be presented in the form of a text or in the

student’s native language. The following example comes from 'oJroca, Book 1, p.

111. Tt helps students to understand the concept of the direct object by drawing their

attention to their presence in English.

6. Indicate which of the following words are direct objects. (Note that a

sentence may have no direct object.)
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On Friday we heard an interesting lecture on Russian art. The speaker
has studied art for several decades. She concentrated on nineteenth-
century paintings.
These sorts of exercises serve to give students a preliminary understanding of the new
concept. This should give students more confidence as they begin more complex work.
In this exercise from Lipson (p. 81), students must determine who needs whom
or what, depending on which pronoun is in the nominative case (the one needed) and
which is in the dative case (the one needing).
Translate into English.
1. OHV eMY HYXHEL.
2. OH ell HYXeH.
3. OH4 HaM HYXHA.
4. MH el HYXHBI.
5. 4 eMY He HYXeH.
©. BB HaM HYXHEL
(1. He needs them.
2. She needs him.
. We need her.

3
4. She needs us.
5. He doesn't need me.
6. We need you.)
This exercise is more difficult than the previous one, since it requires translation, and
not just recognition of forms, but emphasis is still on identification of structures, not

their production.

4.4.2.2 Form Recognition with Emphasis on Meaning
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At the next level of identification drill, students are asked to discriminate on more
than one level. In the following question, knowing endings or syntactic rules is not
enough; students must know what the words mean as well.

2. Which of the following is in the accusative case?

a. OT 3TOI'0 MOJOAOIO 4esIOBEKa

b. BCeMU YYEHUKAMU

c. TBoeMy OpaTy

d. Bally cecTpy

(a. from that'young man

b. (with) all the pupils

¢. (to) your brother

d. your sister)
In the above example, students might be tempted to choose (a) as the correct answer,
since the endings on these adjectives and nouns are exactly the same as those used in the
accusative case. But the presence of the preposition 0T, which takes the genitive case,
should steer them away from that answer. Answer (b) is in the dative plural, a form
which students have not even learned yet. Unwary students might look at the ending y
of 6paTy in (c) and choose that as the correct answer, until they remember that 6paT
is masculine, and that the accusative case ending ¥ belongs only to feminine nouns.
Thus, through a process of elimination, students can come up with (d) as the correct
answer.

Another variation of this level of understanding is illustrated by some of the
exercises in Lipson. In this exercise, students must pay careful attention to the meaning

of each sentence in order to choose the correct answer in each case. For this reason, the
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English glosses are provided to the student from the outset. Again, however, no

production is required.

Which meaning of ¢ is illustrated in each of the sentences below? Identify as:

(1) one’s self; (2) one another; (3) passive; (4) intransitive.

1.

2
3
4
5.
6
7

We took leave of one another. -M bl TPOCTHITHCE.

. The lesson is conducted in Russian. -YpOK BeZETCA O-PYCCKL.
. I'hid myself from the sun. -§I yxpsisca oT cédnHiia.

. The lecture is ending. -JIEéKLIUSA KOHY4ETCA.

He prepared himself for the exam. ~OH roToBHJICA K 3K34MeEHY.

. They gathered in the park. -OHV cobupdancs B mapke.

. This planet is called “Earth”. -3Ta NiaHéTa Ha3kHBAETCA "3eMIs”.

This exercise makes the various uses of the reflexive particle ¢ known and

recognizable to the student.

4423

Simple Production of Forms

Once students can recognize newly learned forms, they can be held responsible

for producing them. Cioran’s Russian Alive! provides many drills in which students

work with one concept only. In the following exercise, students drill the dative case of

singular nouns in all genders. Note that each numbered exercise contains words of one

gender only.

Enter the correct form of the dative case for these singular nouns.

1.

N oo

YTo TH cKa3an..(BaguM, Opyr, BOAUTEJNb, NPENOAaBATEINE)?
OH4 JIKOUT IyNATh 10..(répod, paitéH, napk, IPOCIEKT)....
PykoBoauTear XoAua Imo..(yauiauliLe, odOUIeXUTUe)

YTo TH 6ymems roBOPUTS..(JInausd,cTynéHTKa, Mapus,

noapyra)?... (Cioran, p. 251)
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(1. What did you say to... (Vadim, friend, driver, teacher)?

2. She loves to stroll around/on the... (city, area, park, avenue)....

6. The leader walked around the... (college, dormitory).

7. What are you going to tell... (Lydia, student, Maria, friend)?...
This sort of exercise allows students to become accustomed to producing the new
grammar concept without the distraction of previously learned concepts. The exercise is
not communicative, since the student can complete each problem correctly without
actually understanding any of it; but it still has value in that it allows students to become
comfortable with the endings before they have to cope with other considerations.
Schaffer (1981) refers to such drills as “structural”; students can complete them solely
on the basis of the structure, without any reference to meaning. The following exercise
comes from Clark (p. 58). Here students must correctly produce verbs of the first
conjugation, but besides knowing which pronouns belong with which endings, there is

nothing else the student needs to pay attention to in order to successfully complete the

exercise.
1. toread:
a. MEBL... IO-PYCCKHU.
Brl TOoXe... IO-PYCCKu? -
HeT, HO 4... TO-pPaAHLY3KUHA.
6. Bopuc.. MO-aHTAUACKN?
713, OH..., HO ¢ TPYyAOM.
B. TEL.. TIO-UCHAHCKN?
HeT, He..
2. to know:

a. d He...,, TOe AHA.
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THL..., TOe OH4, VIB4H?
HeT, He..., HO Bopruc...
6. OHM.., YTO TH 3TECH?
HerT, He...
B. BH He.., I'Zle Mol TopTgesns?
a3, ... . BoH TaMm.

(1. toread:

a. We... Russian.
Do you also... Russian?
No, I... French.
b. Does Boris... English?
Yes, he..., but with difficulty.
v. Do you... Spanish?
No, (I)... not.
2. toknow:

a. Idon’t... where Anya is.
Do you... where she is, Ivan?

No, (I)... not, but Boris....

b. Do they... that you are here?
No, (they)... not.
v. Do you... where my briefcase is?
Yes, (I).... It’s over there.)
Such exercises are largely absent from more communicatively-based texts as Face to

Face. However, they do have value as preparatory exercises leading into
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communicative ones. In addition, they provide constructions which students can learn

to use in real situations.

44.2.4

Producing Forms from Context

Another step up on the difficulty ladder would be an exercise in which students

must determine fill in correct forms based on context. That is, unlike the exercises in the

previous section, it requires semantic understanding of other words in the sentence.

This example comes from Lipson (p. 80). In it, students must identify the subject and

make HYXXeH agree with it in gender and number; that is, they must concentrate on

several factors.

Fill in the correct from of HYXXeH.

1. TlucaTtenro KapaHZOalll.

2. YOOPILUKY (janitor) MBLJIO.

3. BoanuTenw (driver) MalllHa.

4. Kéxzgot MaunHe yiaula.

5. XuTenw roépoxaa ropoa.

6. BenukoMy cpundcogy BeJINKMEe MEICIMN.

7. K&xaoMy TYpUCTY Benvikoe DBInUHCKOe
Mope. e

(Fill in the correct form of ‘need’.

1.

2
3
4.
5
6

The writer a pencil.

. The janitor soap.

. Adriver : acar.
Every car a street.
. 'The inhabitant of a city

. The great philosopher needs

the city.

great thoughts.
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7. Every tourist the Great Sea of Blinsk.

In the next exercise, from Pycckuit A35IK AJ14 Bcex, the learner must fill in
tﬁe correct ending on KOTOPH depending on the gender of the noun in the main
clause.

4. AHTOH HUKOJI4eBUY, KOTOPEIF KVBET B KBapTHUpe HOMEPS,
MPUXOAUT B Cy660TY UIPATH B IIAXMaTH. Jlapica, KOTOP...
OMI434bBaeT Ha paboTy, émeT Ha TakcW. Mojogse noau,
KOTOP... MOKYMNAWT 37eCh Ta3éTH U XYPHAJL, XWUBYT
HeZaleko. Bacunuit HukosideBud, KOTOP.. éIeT Ha
aBTOOyce, Halll cocén. (p.95)

(4. Anton Nikolaevich, who lives in apartment number 8, comes to play chess
on Saturdays. Larisa, who is late for work, is taking a taxi. The young
people who are buying newspapers and magazines here don’t live far away.
Vasily Nikolaevich, who takes the bus, is our neighbor.)

4.4.2.5 Working with Known and New Concepts

Once students have a good degree of control over a new concept, they can begin

working with older concepts as well as the new ones. The following example comes

from Clark (p. 301). Here students-must payattention to the context of each of the

lettered examples in order to use the correct case. The sentences in 1v. and 2v. require
the student to use the dative case, which they have just learned, while the other
sentences use more familiar grammatical forms.
H. 3anésHuTe NPONMyCcKHu.
1. 3TOT MOJIOT6#1 YeN0BEK
a. ...3HaeT Moerod oTlLA.

6. 1 He 3H&K PaMUIUU...
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B. Cepéxa CKas3aj, YTO OH ¢ YIOBOJILCTUEM MTOMOXKET...
Ir. {d aymMarwp, 4To MIOHUMAL...
a. TIpodheccopd 4acTo roBopsT 06...

2. 3Ta aMepUKAaHCKas CTYOEéHTKa
a. ..XUBET B obULeXWUTUU npu MIY.
0. MH He XoTénu uaTty Ges..
B. [lokaxuTe...,, rge HaxoauTcsa 6ubnanoTéxa.
r. B 3H&4eTe...?
a. YTo BH 3HaeTe 06...7

(N.Fill in the blanks.

1. that young man
a. ... knows my father.
b. Idon’t know the last name of...
v. Seryozha said that he would help... with pleasure.
g. Ithink that I understand...
d. The professors often talk about...

2. that (female) American student

a. ... lives in a dormitory near MGU.——

b. We didn’t want to go without...

v. Show... where the library is.

g. Do youknow...?

d. What do you know about...?
This sort of drill is closer to being of the “semantic” style described by Schaffer.
However, the choices which the students make are still somewhat mechanical, since

they are based on factors such as case selection following certain verbs or prepositions.
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In another Clark exercise, students must manipulate the familiar accusative case
as well as the just-introduced concept of aspect and the rather difficult opposition of
elré and yxe (p. 270). |

O6pa3éU.: -~OHY BCé elllé DPelIdlT, KYyZad exaTh B OTIYCK?

(KaBk43s)
--HeT, OHWM yxXé pewlWau. OH" exyT Ha
KaBkas.

1. OH BCE elllé pellldeT, KyOa exXaTh Ha KaHUKYIU? (MoCKB4)

2. TaHsA BCE elllé pellldeT, KyO& exaTh B OTNYycK? (snTa)

3. Bamv ponMTe N BCE elllé PellldrT, KyA4 eXaTh B OTIIYCK?

(UépHoe Mope)
(Example:  “Are they still deciding where to go on vacation?” (Caucasus)
“No, they’ve already decided. They’re going to the Caucasus.”
1. Are they still decided where to go during the school holidays? (Moscow)

2. Is Tanya still deciding where to go on vacation? (Yalta)

3. Are your parents still deciding where to go on vacation? (Black Sea))
4.4.2.6 Semantically-based Grammar Drills

At the next level, students-deai-with-fillzins-where-details further removed from

strict grammatical details are necessary for the successful completion of the exercise. In
such exercises, direct focus is placed on meaning instead of grammar. These are drills
of the “semantic” sort described by Schaffer. In this example for German, taken from
Schaffer’s paper, students must pay attention to context in order to insert the correct
form from the list in each case (semantic, communicative task), and then use the
appropriate verb forms (structural, grammatical task). In his study, Schaffer found that

students who worked with drills of the semantic type did better on post-tests comprised
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either of drills of the semantic type or the structural type than those who worked on
drills of the structural type.
Student Task: Select the appropriate verb for each sentence from the list given
below. Type the corresponding past participle in the space provided.
Verbs: glauben, machen, rauchen, regnen
Ich habe die Geschichte
Mein Vater hat eine Zigarette
Es hat die ganze Nacht
Die lange Reise hat mich miide . (Schaffer, 1981, p. 134)
(Verbs: to believe, to make, to smoke, to rain

I the story.

My father a cigarette.
It the whole night.
The long trip me tired.)

Exercises of this type are often used in Russian to drill verbal aspectual pairs, the
use of verbs of location and position, and verbs of motion. In the following exercise
from Clark (p. 478), learners must determine whether to use the perfective or

imperfective on the basis of the-context-—In-addition; they-must pay attention to the

gender, number, and tense of the verb (although some of this information is provided by
the English-language cue in italics):
B. CoBepIlI€HHBIT WV HECOBEPILIEHHEI BUA?
1. BO3BpalaThs/BEPHY TS
a. Kons Bcerna BoBpeMs (refurns) KHUTY B OUOIUOTEKY.
6. --Bbl yXé (have returned) TapénKu B CTONOBYI0? --ELLé

HeT, HO 51 UX centdac (will return).
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B. --Korza Tu (will return) MHe MOK KHUTY? --Hy 4TO
TH? § Tebé ed (returned) Ha MIPOLLIJION Hepeélel
(B. Perfective or imperfective aspect?
1. to return (imperfective/perfective)
a. Kolya always (returns) books to the library on time.
b. “Have you already (returned) the plates to the cafeteria?” “Not yet,
but I'll (return) them now.”
v. “When will you (return) my book to me?’ “What are you talking
about? I (returned) it to you last week!”)
To successfully complete such an exercise, learners must attend to the proper use of
both new and known information, making this a relatively difficult task. The main
focus is on the newest concept, aspect, but attention must also be paid to the already
familiar concepts of agreement and tense.
4.4.2.7 Translations
What role should translations play in language learning today? While we clearly
should no longer use the grammar-translation method as our sole method of teaching,

translation need not be eliminated completely from the teaching repertoire, since it can

still be a valuable part of the language learning process.—Unlike fill-in, multiple choice

and matching exercises, translation requires students to put together full sentences in the
target language without a direct focus on grammatical structures and vocabulary. Good
translation exercises can push students to use all their knowledge without encouraging
them to foray into material to which they have not yet been introduced, as free response
exercises (discussed in section 4.4.2.8 below) can cause them to do. In addition,

translations are more easily evaluated by the computer than free-responses, because the
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environment is more structured. More information on translation can be found in
section 4.9.3.

Due to the negative connotations which translation brings to the minds of today’s
textbook authors (especially of those whose approach is communicatively oriented),
translation exercises are often camouflaged by instructions which read: “Imagine that
you are asking someone...” (Russian Alive!), “Imagine you are telling someone...” or
“Express the following in Russian.” (Russian: Face to Face). Yet it is clear that
translation is the focus of the exercises like the one from Russian: Face to Face below:

Express the following in Russian:

1. “John, what did you do this morning?”

“I played chess with a friend.”
2. “Igor, what did you do in class?”
“We solved math problems.”
“How long did you work on the problems?”
“I worked on them for three hours.”
“Did you solve all the problems?”
“I solved eleven. Ididn’t solve three. Ididn’t have time.”

3. “Jane, what did you do yesterday evening?’

“I was reading a book.”

“How long did you read?”

“For an hour.”

“Did you finish your reading?”

“Yes, I did.” (Morris, Vyatyutnev, & Vokhmina, 1993, p. 155
(workbook).)
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What is remarkable about these translations, however, is the naturalness of the
exchanges. ['0J10ca uses a remarkably similar approach. In the following exercise,
instead of “fill in the blanks,” students are instructed “What would you substitute for the
words in parentheses?”
--(Whom) THI 3H4elllb B HALLIEM YHUBEPCUTETE? (p. 204)
Instead of “translate,” instructions for the following exercise read “How would you
express the following in Russian?”
“Where is my magazine?”
“Masha is reading it.” (p. 204)
Contrast these with the following translation examples from Clark. Here, the English
used is often stilted to nudge the student towards the use of certain forms.
4. Olga went to the store, there bought a skirt, blouse, and shoes and after that
went to a movie....
6. Have you already paid for these things?
Not yet. I'll pay right now and after that let’s go have lunch.
7. T’m afraid that you’re bothering Sergei.

No, not at all! I'm not bothering him!

8. Let’s go see Tanya!

Let’s.

9. We will go to GUM, buy a present and then go to see Ivan
Aleksandrovich....

14. Ihope that Ivan will like this scarf.
Of course, he will. He needs a scarf. (Clark, 1983, p. 302)
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Clearly, the newer textbooks provide a different approach to translation,

resulting in more natural exercises. Similar care will be taken with the electronic

textbook, so that translations are as natural as possible.

4.4.2.8

Free-response Questions

Once students have mastered individual structures and can construct them on

their own, they are ready to answer fully communicative and meaningful questions.

Clark provides a section of such questions at the end of each lesson. Such questions

can be prepared outside of class, as written homework, or they can be used in class for

oral practice.

Bonpocrr

1.

A

8.

Kax ot ypox BH npoxéaute?

. Kaxoit ceronns neHs Heménu? A Kakoéit neHb 61T BUEpPA?

Kak BaM HpaBUTCA noroénga cerdausa?

Korma B OOHIYHO 3aHUMAETCS: yTPOM, NHEM, BEYEPOM
VI HOYI0?

Br korma-Hubynb cMoTpénu 6anéT? T[me BH CMOTPENU
erod?

Kyzna BH cobupaeTecs HoéxaTs Ha KagNKyIb?

Kak B OymeTe TaM IIPOBOANUTH BPEMA?
Kyza BH OOHYHO e3AUTe Ha KAHUKYJIH?
Kak BH TaM NPOBOAUTE BpeMs?

Bl M06UTe JeTATb? B 4acTo JeTaeTe?...

(1. Which lesson are you working on?

2. What day of the week is it today? And what day was it yesterday?

3. How do you like today’s weather?
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. When do you usually study: in the morning, daytime, evening or night?

4
5. Have you ever seen a ballet? Where did you see it?
6. Where do you plan to go during break? How will you spend time there?
7. Where do you usually go on break? How do you usually spend time there?
8. Do you like to fly? Do you fly often?...)
Russian Alive! also provides a basis for conversation in its “Activity sheets” found in
most lessons. The approach here, however, is slightly different. The students must
complete sentences as a fill-in exercise to provide personal information in the “Individual
Activity”. Then, students ask similar questions of their classmates in the “Pair
Activity.” A short excerpt is given below.
1. OTkyza BH? (CTpaHd&)
Brl U3 Kakoéro ropona?
V3 Kakoéro répoza Balll APyr (Ballla moapyra)?
Y xoré B OFLIN BUEPA?
OT kxord BH Y4aCTO II0JIy4ydeTe IMUChMa?

OKOJIO Yerd HaxXoéauTCs Balll oM?

ns xord BH XOTWUTe KYNUTH IIOOAPOK?

CKOJIBKO CTOUT TaidH Ha aBTOOyC B BAlLleM répoue?

© > N OV oA o

CKOJIBKO CTYAEHTOB Ha PYCCKUX 3aHATUSIX?
10. Kako6i y Bac pocT? Bec? (Cioran, p. 184)

(1. Where are you from? (country)

2.  What city are you from?

3. From what city is your friend (your girlfriend)?

4. Whose place were you at last night?
5

From whom do you often receive letters?



238

What is close to your house?
For whom do you want to buy a gift?

How much is a bus ticket in your city?

© ®© N o

How many students are in the Russian class?
10. How tall are you? How much do you weigh?)

Note the marked difference between the naturalness of the questions from the two
textbooks. The questions in the second group are from a new communicatively-based
textbook, and the difference between this newer textbook and the older one is evident.
4429 Grammar in Existing Texts

The problem is that today’s textbooks do not lead students from one level of
competence to the next very well. Most textbooks omit the recognition level (4.4.2.1
and 4.4.2.2) almost entirely, while textbooks like Lipson provide too little on the upper,
communicative level (4.4.2.8). The area where textbooks pay perhaps the least attention
is in Levels 4 and 6 (4.4.2.4 and 4.4.2.6), where students must produce forms in
environments where meaning, not just grammar, plays a role in determining which form
they choose. The electronic textbook will allow students to work at each of the eight
exercise levels. Once students have shown mastery at one level, they will be allowed to

advance to work on the next level.-Ensuring that students understand the details of each

grammar point as they work gives them a better chance of actually understanding the

structures and use them in their communicative activities more effectively.
4.5 Culture

One of the major differences between the Russian textbooks published prior to
1990 and those which have appeared since then is their approach to the teaching of
culture. Part of this is due to the recognition of the fact that culture goes beyond the

great artistic and historical accomplishments of a society. While this type of culture
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(commonly known as “big-C Culture™) is clearly an important part of learning about a
society, more important for beginning speakers of a language is the understanding of the
ways the people in a target society interact with each other. This type of culture is
known as “little-c culture,” and it is in this area that today’s textbooks have made great
strides over their predecessors. Important aspects of culture include the giving students
an appreciation of the various social strata and the roles and duties of men and women in
Russian society.
4.5.1 culture and Culture

The difference between “big-C” Culture and “little-c” culture alluded to above is
one that deserves additional discussion. As Wright (1985) points out, Culture is “elite
culture: the ‘great’ individuals and ‘high points’ of the nation’s historical or artistic
tradition,” while culture is “the customs, assumptions, values and amusements of
everyday life” (p. 89).

Presenting “big-C” Culture is generally easier than teaching “little-c” culture.
After all, Culture is largely embodied in artifacts which can be easily seen, heard, or
read. That is, Culture is contained in the architecture, dance, literature, music, painting,
sculpture and other art forms of the society. The computer is highly useful medium for

teaching “big-C” Culture, because digitized audio, video-and still pictures can be put on

the computer--on a World Wide Web page, for example--in an integrated fashion.

Today, many people study foreign language to prepare for travel abroad.
Therefore they need to have some understanding of both their own (“little-c”) culture
and as well as that of the target culture (Benevento, 1984). For non-native speakers of a

language to become competent participants in the target culture, they must understand

4This idea comes from Professor James West of the University of Washington, who has created a World
Wide Web page for his Russian Culture course taught in Spring 1996.
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the ways native speakers interact with one another and the reasons behind those
interactions.

But “little-c” culture is not as easily and casually observed as “big-C” Culture.
In general, it is possible to capture “big-C” Culture in photographs and recordings.
“Little-c” culture, however, must often be explicitly pointed out to the learner, and
exercises may be necessary for students to properly retain and use it. Examples of
“little-c” culture include the ways people of different ages and social classes address and
greet one another, the customs observed when visiting someone’s house, or the
- responsibilities held by the members of a family. In most cases, simply presenting these
facts in the context of a dialogue or a story is insufficient to make them obvious to
learners; their significance must be more specifically indicated. HaYaJro and I'oJioca
are particularly adept at pointing out such facts. They present cultural concepts in the
context of a dialogue or story, as suggested by Crawford-Lange & Lange (1984). Once
the ideas have been presented, their significance is discussed. As an illustration, see the
dialogue excerpt and commentary from Ha4aJs10 (Book I, p. 107-8):

“ITEHA: B XOpOoIIO 'OBOPUTE ITO-PYCCKU.

IXVIM: HeT, el1é He O4YeHb, HO cmaci6o. $ TOBOPIO IIO-

PYCCKU 37ech, a AoMa ¥y MeHS HeT HUKakon

IIPDAKTUKU. A BH XKUBETE 31€Ch?...

[Lena: You speak Russian well.

Jim: No, not yet, but thank you. I speak Russian here, but I can’t practice
at all at home. What about you, do you live here?]

The virtue of modesty

Self-promotion is less acceptable in Russian culture than it is in American. Not

only do you not “toot your own horn” in Russian culture, but indeed, even
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responses to praise--including well-deserved compliments--are rather subdued.

When Russians are complimented, they invariably thank the person offering the

compliment (CImac6oor Cnacnbo 3a KOMIJIUMEHT), and often

say something to show that the praise is not taken for granted. As an example,
we saw Jim’s reaction to Lena’s compliment...his response shows not only his

Russian language skills, but also his understanding of this less obvious but very

important aspect of Russian culture.”

The English commentary explains why Jim responded the way he did. Students
should be encouraged to work such cultural details into the dialogues and stories they
write themselves and present to the class. This helps them to exercise and practice the
cultural details which are so vital to their learning of the language.

It is important to remember that the textbook is one of the primary providers of
cultural information to the beginning language student. As Wright points out, the
textbook can send very subtle messages to students about the target culture.
“Personality traits, value judgments, or the behavior of characters in the text, if left
unremarked, may well be interpreted by the student as typical or at least acceptable”
(Wright, p. 89). Therefore, it is important to provide information which may be useful

in clarifying these mysterious cultural-points:—Again; this-is-amarea in which the newer

Russian textbooks excel; older textbooks largely ignored such issues, leaving teachers to
address them on their own. Whether teachers were capable of this is another question
entirely, given the complications of studying in Russia during the Soviet era.

The important issue is that culture must be incorporated into the general study of
the language. When the study of culture is set aside as a separate unit, it is often seen as

optional and omitted by teachers in the interest of time. Cultural points should be
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integrated into the stories presented in the text and made part of classroom discussion
and activity.
4.5.2 Difficulties in Learning culture

Mantle-Bromley (1992) suggests that students must be prepared to learn culture,
especially if they have strong nationalistic feelings towards their own culture and
ingrained stereotypes about the target culture. That is, they should be encouraged to
think about their own culture as preparation or part of learning about the target culture.

There are several advantages to asking students to think about their own culture
when learning about the target culture. Individuals often take “facts” about their own
culture for granted. But when they discuss these “facts” with other members of that
same culture, they often disagree about them. This conflict allows a strong case to be
made against the dangers of generalization and stereotyping to be made. In addition,
when the textbook presents cultural details, explanations may need to be be given to
ensure that they are not overgeneralized or marginalized. For example, the stereotypical
belief on the part of Americans that “All Russians drink vodka” can be countered with
the statement “All Americans drink beer.” The historical and societal reasons behind
these assertions can be explored, as well as the role played by alcohol in Russian and

American society. Students must-also-learn that-target culture norms are not strange,

wrong or illogical, just different from the ones to which they are accustomed. This is
often a difficult transition for learners and much discussion may be necessary

Finally, as Crawford-Lange and Lange point out, instructors should also stress
that culture is a process, a set of ever-changing traits of a group of human beings, not
static, impersonal phenomena to be memorized. Cultural norms may change over time.
(One example in Russian culture might be the replacement of black marketeers and

money changers by “businesspeople” and the attitude of the government towards these
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people.) Culture is ever-changing, and students should keep this in mind. The
electronic textbook, however, holds an the advantage over paper-based works. Since
changes can be made more quickly and transparently (without waiting for a new edition
to be printed), it is better able to keep up with changes as they occur.
4.5.3 Subcultures within the Target Culture

As Wright points out, many textbooks present only a few aspects of the target
culture. This is often the world of the university and the life of the people (usually men)
who make up this culture. However, it is equally important to present, in non-
marginalizing terms, other aspects of society. This may include home life, the life of the
“common man” and the duties of women. PyccKuif sA35IK AJIA Bcex was actually
successful in this regard, probably due to the Soviet Communist ideal of portraying all
professions and genders as equal. However, American textbooks of the same period
were not as successful, often providing an idealized view of the Russian world as seen
from the ivory tower of the university. Again, the most recent textbooks (notably
Ha4aJro) present a view which, while still biased towards the university, gives
students insight into the lives of children, senior citizens, and other people not part of
the university lifestyle, and shows the interactions between these individuals. The

characters are presented in a relatively unbiased-manner: —That is, those with less

education are presented not as quaint, comic characters, but as real people with
contributions to make and problems to solve: the elevator doesn’t work, their neighbors
are too loud, or they’ve forgotten to take a bag with them when they go out shopping.
They do not live in an idealized world. For Wright, the presentation of such everyday
difficulties, negotiations, and solutions comprise an important part of presenting the
culture. In addition, such situations provide a good springboard for communicative

activities of problem-solving and negotiation.
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Wright reﬁﬁnds us that language is used for more than exchanging information
and solving problems. It is also used to “relate” to other people, to make emotional
connections with them. Again, the newest textbooks pay much more attention to
modeling these types of language use than were those predecessors. Take, for example,
this excerpt from Ha4aJo (p. 206).
TAHS: .CBéTa u 4 6yneMm NIPA43JHOBATh HOBOCEJE WU
NpuriaiudeM Tebs.

OXVIM: Crtacuibo. A xorzga 6yneT HOBOCENbe?

TAHS: B cy666Ty, B ceMb 4acOB Bédepa. [loxANyiicTa, He
OI43abIBaM.

HXVIM: 4 HuKorzad He onds3arBao. YTO NPUHECTH?

TAHS: Cnacibo, HUYErd He HYXHO. CeIp, KoJI6acam BUHO MBI

yXeé KyIWiIu. A roTOBUTH TH, HaBEPHO, HE yMéEells.
IXKVIM: 47 He yMér 1oTé6BUTL? TaHsi, TH MeHS OOUXAellb.
Mou Apy3ss TOBOPAT, YTO A TOTOBIK COBCEM
Hennodxo....

(Tanya:  Sveta and I are having a housewarming and inviting you.

Jim: Thank you. And when wili the housewarming be?

Tanya: On Saturday, at seven in the evening. Please don’t be late.

Jim: I’'m never late. What should I bring.

Tanya: Thanks, but you don’t need to bring anything. We’ve already
bought cheese, sausage and wine. You don’t cook, I bet.

Jim: Me? Not cook? Tanya, you offend me. My friends say I cook

pretty well.)
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The tone of this conversation is normal for Russians, but it might take
Americans by surprise. For example, the exhortation not to be late sounds rude to
American ears. Similarly, while the statement TH MeHS 0OUXAellb might strike
Americans as a very direct (and rude) expression of displeasure, it does not sound that
way to the Russian. And the fact that the word HeI1s1éxo translates better as “pretty
well” instead of “not too badly” is another indication of the self-effacing manner adopted
by Russians when discussing their own talents. If such differences are not made clear
to students, they make take offense where none was intended, or offend someone else
inadvertently.

Gender relations are a particularly difficult issue. Wright’s major complaint with
most existing foreign language textbooks, especially older ones, is their stereotypical
portrayal of men and women. She notes that men are often depicted as “active,
independent and strong” and “valued for their intelligence or skill,” while women are
“valued for their looks” and are “passive, dependent and emotional”. Men are portrayed
as the problem-solvers, the ones who have serious conversations and make plans and
suggestions. But women in these texts tend to ask for help, be dependent, express their
emotions more freely, and participate in social activities and “trivial” conversations (p.

91-92). Yet in reality, men sometimes assume “women’s™ roles and vice-versa. It is

helpful to demonstrate this. In HavaJso, for example, Jim is known as a competent
young man who is good with his hands, and is respeéted by the neighbors for fixing the
elevator. However, he does not know much about shopping in Russia and must be
taught by more experienced shoppers (mostly women) how to go about it. This
balancing of Jim’s skills by his deficiencies approaches the balanced presentation

advocated by Wright and makes him a more sympathetic, believable character.
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Wright does not argue that the solution to sex stereotyping in textbooks lies
entirely in switching traditional male roles and female ones. Rather, she argues for a re-
evaluation of the worth of those roles. For example, the woman’s role in Russian life
generally includes cooking, cleaning and child rearing as well as working outside the
home. Since most Russian men do not participate in “homemaking” activities, it is not
really reasonable to portray them doing so. But these skills, when performed by
women, need not be devalued or marginalized either; their value can be brought to the
attention of the student. The trials of trying to put a meal on the table every night can be
illustrated from the point of view of a woman. Perhaps she goes to a lot of trouble to
find the food she wants to buy, but her family does not realize it. Preparing a good meal
for her family is an important task, not to be taken lightly, and it should not be
marginalized.

Similarly, generalizations of men may not be particularly positive. They may be
portrayed as being lazy or unappreciative at home, interested only in watching soccer on
television or reading the newspaper. This generalization, while accurate in some cases,
should be balanced by the portrayal of men who behave differently. Other more,
“positive” aspects of their home life, such as a loving relationship with children and

camaraderie with neighbors, should-be-emphasized:— - ——

Perhaps the greatest challenge to the accurate and empathetic portrayal of cultural
norms is the fact that if the texts in the language textbook are not at least periodically
humorous, students will lose interest in them. Unfortunately, this humor usually
consists of making fun of sdme aspect of a character’s personality, and by association,
the cultural values they represent. One way to solve this problem, and to avoid
caricaturing of the characters in the textbook, is by spreading the “burden” of humor

amongst the characters. That is, one character need not always be the “straight man,”
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and what might be humorous about the character’s personality in one context might be
perfectly reasonable in another situation. Thus, humor is possible, as long as the
humorous moments are balanced by a serious ones.

In summary, then, we must be aware that with every sentence we place in a
textbook, we are making some kind of statement about the culture of the target language.
Therefore, care must be taken to paint an accurate picture of that culture while avoiding
stereotyping. Some aspects of the culture will have to be explained; some will make
good points of departure for discussions about cultural differences. The principle thing
is to integrate cultural discussion into the textbook, and not make them a marginal part of
the language learning experience.

4.6  Listening

Perhaps one of the greatest advantages of using the computer in language
teaching is its potential benefits for developing listening comprehension. In the past, a
great deal of listening comprehension work has been relegated to the language laboratory
and seen by students as a peripheral part of the language learning experience. But the
electronic textbook integrates audio into the textbook in a way that traditional textbooks
have had difficulty doing.

This isolation of audio materials-from-other-class-materials is evident in the fact

that many newer language materials provide laboratory manuals as a separate entities
from the main textbook. In many older textbooks (at least those which were not based
on the audio-lingual method), students could easily avoid using the audio materials at
all, since no written homework was based on them. While the new textbooks (like
Ha4asio and I onocaj contain written work based on listening assignments
(sometimes on videotape, but often on audiotape), there is still an element of

peripherality to this work. It requires that students either go to the language lab or set up
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extra equipment (such as a personal listening device like a Sony Walkman®) in order to
perform the work.

But if audio materials are on the computer along with the rest of the textbook,
nothing extra must be done, and their proper use is not hindered. They become an
integrated, rather than peripheral, part of the coursework. The computer thus has the
potential to make listening comprehension exercises a larger part of the foreign language
curriculum, just by making them easier to use. Audio presentations accompanied by
video are also made more accessible by the computer, again because they do not require
any extra equipment setup. The computer holds other advantages for the language
learner, as will be seen below.

4.6.1 Pronunciation

One of the most difficult parts of learning Russian is “tuning” the ear to the
unfamiliar sounds of the language. In particular, it is difficult for students to grasp the
difference between hard and soft consonants as in the minimal pairs MaT ‘checkmate’
and MaTh ‘mother’, ¢TOJ ‘table’ and CTOJL ‘so’, or MuJia ‘Mila (name)’ and
MBLJIO ‘soap’. The proper pronunciation of words which undergo consonant devoicing

or consonant assimilation, or vowel reduction is also complicated by the fact that the

orthography of these words is notthe sameasthe pronunciation; students must be

trained to hear that the final consonant in caz ‘garden’ is not [d] but [t] and that the
word Xopo116 ‘good’, while containing three orthographic o’s, actually contains three
different vowel sounds. A dynamic video presentation plus digitized audio can help
make these distinctions clearer to students.

One technique which is valuable for tuning the ear to the sounds of the language
while helping students to map what they hear to the orthography of the language is the

dictation exercise. Dictation is a valuable tool because it actually exercises multiple skills



249

simultaneously: it helps students hone their listening skills and translate what they hear
into writing. The computer can easily be used to administer and correct this type of
exercise, since there is only one correct answer. While it is a time-consuming task to
perform in class, the computer is capable of doing it outside of class, presenting a text as
many times as the student desires and correcting the work afterward. Just as in other
computer-based exercises, appropriate feedback for mistakes may be provided.

4.6.2 Listening for Gist

Comprehending what one hears does not necessarily mean understanding every
single word. Unfortunately, many beginning language learners fail to appreciate this
fact. They must be trained to listen for gist; that is, they must leamn skills which will
allow them to understand the general import of a spoken passage without knowing the
meaning of every word said.

One way of encouraging listening for gist is to present students with listening
exercises.where native speakers are talking at their normal pace. Students will find
themselves unable to follow the text word-for-word, and will be compelled to listen for
the general meaning. [oJoca contains many such listening comprehension exercises.
The exercises are often preceded by a general orientation to the topic at hand, so that

students know what to listen for.-In one such-exercise (Book I,-p; 296-7) students read

the following in their textbook:
You are about to hear two short biographies. The first is about Dr. Martin
Luther King, and the other is about Andrei Dmitrievich Sakharov.
You probably know that both became famous for their defense of human rights.
How much more do you know? Most Russians have heard about King, but are
unfamiliar with the details of his life. Similarly, many Americans have a vague

notion of who Sakharov was, but know little more.
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You are not expected to understand either of the passages word for word.
However, keeping in mind the background knowledge you already possess and
listening for key phrases will allow you to get the main ideas.
For both passages you will need these new words...
This introduction tells students what to expect from the exercise, and lets them know
what is expected of them, putting them at ease. Students are then guided through the
listening exercise. They are told to listen and make predictions about what they will
hear. Students are actually asked to listen to the passage three separate times, listening
for separate things every time.
1. List five things you know about King. Then check to see whether any of
them are mentioned in the biography.
2. Listen to the passage again. Pay special attention to the cognates below.
Can you identify them? (Note the words in this list are given in the nominative
singular. They may appear in other forms in the passage. Do not let the
unfamiliar endings throw you off!)...
3. Listen to the passage once again, paying special attention to the following
phrases. Then use context to figure out the meanings of the underlined words.

onIIOCOGUS HeHACUTBCTBEHHOCTHW AHAN

HobeneBckas mpéMusa Mriipa

BOUWHA 110 BreTHaAMe

«Y MEeHs eCTh MeYTéa»
The activities for the passage about Sakharov are similar: students are asked to become
familiar with new vocabulary and guess the meanings of words from context. In
addition, they are to obtain information about Sakharov from the encyclopedia if they

don't know anything about him, and make predictions about the content of the text.
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Such exercises help students develop a tolerance for ambiguity. They learn that
they can complete the exercise without knowing every single word they hear, and this
should build their confidence for discussions with native speakers in real-life situations
later.

4.6.3 Listening for Details

One way of training students to listen for details is the use of a cloze-type
procedure. Students listen to a text one or more times, and then are given a text in
which some words are missing. Instead of trying to figure out which words belong in
the empty spaces, students listen to a text in which these words are spoken, and fill
those words into the empty spaces. Such an approach was used by Scott, Jolly and
O’Brien (1989).

I'oJ1oca also contains a number of exercises in which listening for details in
important. When listening to the text about Sakharov (Book I, p. 297, discussed above)
students are asked to keep the following questions in mind:

a. When was Sakharov born?

b. What sort of work did he do when he was young?

c. What sorts of questions did Sakharov become concerned with later?

d. What award did Sakharov-receive-in19757 - ——

e. Sakharov was exiled from his home in Moscow to the city of Gorky (now
called Nizhniy Novgorod) for seven years. Name one of the things he
managed to do while in exile.

f. In what year was Sakharov elected as a delegate to the Congress of People’s
Deputies?

g. When did Sakharov die?
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The computer, with its use of digitized audio and video, brings one clear
advantage to students listening for details. Random access memory allows students to
go immediately to any part of the text at a touch of a key or a click of the mouse button;
no fast forwarding or rewinding of magnetic tape is necessary. One existing computer
program which makes full use of this faculty is MIT’s A la rencontre de Phillippe. In
this laserdisc-based program, students watch and participate in the trials and tribulations
which Phillippe, a young French journalist living in Paris, encounters on a particularly
busy day. His girlfriend is breaking up with him, he is trying to find a new apartment,
and he is hoping for a big break at work. The student’s task is to help Phillippe achieve
his goals. The subtasks include navigating through Paris on the subway, reading the
apartment listings in the newspaper, listening to Phillippe’s answering machine and
relaying messages to him, and helping him make good decisions about the opportunities
presented to him. The audio, which is spoken at native speeds, is supplemented by
transcripts and glosses of unknown words. In addition, the student can listen to
portions of the audio over and over again. This is easily done since no rewinding is
necessary; the appropriate portions of the laserdisc are accessed as they are needed.

Another advantage which has already been discussed is the computer’s ability to

respond immediately to a student’s incorrect answers.  Wyatt suggests that when the

student responds incorrectly, the computer might give a hint concerning what to listen
for. If a student has listened to a passage several times and still failed to extract the
necessary information, a transcript of that portion of the audio can be presented,
highlighting each of the words as they are spoken. These transcriptions might include
expansions of contractions or reductions of speech which might be causing difficulty.
For some learners, just this presentation of the passage in written form will make it

clear. However, if it does not, students can click on unknown words and get an
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explanation. Such explanations might include pictures, short comments in Russian, or
an English language gloss or a grammatical clarification.
4.6.4 Other Listening Activities

It must also be kept in mind that the computer is capable of delivering more than
just digitized audio. It can also provide high quality video accompanied by audio. Once
again, the nature of this medium makes it possible for students to quickly go to the part
of the presentation which they want to use. Ha4vaJo uses video (albeit on tape, and
not digitized) as part of its instruction, and contains instructions and exercises which
help prepare the student for the viewing activity. Many of these preliminary activities
are similar to the ones 'oJ1oca uses. First, there is a review of the previous events
which the video has presented. This is an active exercise, not a passive reading activity.
In the video review for Lesson 3, students are asked to fill in blanks to tell about the
previous episode. Next, students are asked to make predictions about the events in the
next episode. Unfamiliar vocabulary is also previewed, but in such a way that students
are asked to make predictions, even about words which are not cognates:

In answer to the question « '1e?» you may hear the following:

HaIIPAaBO (on the right)

HaJIEBO (on the )

PAIOM (nearby)

nanexo ( )

When students view the video for the first time, they are asked to perform a
simple activity; in Lesson 3, they are asked to indicate the order in which the characters
encounter various places in town (such as the post office, pharmacy and bus stop). On
the second viewing, they are asked to watch and listen for more specific information

about the town. Later, students are asked to perform communicative activities together
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using vocabulary and constructions they learned from the video. A similar sequence of
exercises will be used in the electronic textbook to introduce students to new video
presentations.

4.7  Speaking

Speaking a foreign language is a highly valued skill, perhaps because achieving
proficiency seems such a daunting task. Is this due to the fact that speaking is a more
difficult skill to develop than other language skills? Or is it because students practice
speaking less than they practice other skills?

Speaking, after all, usually involves two people to be meaningful. Reading and
writing can be easily practiced by one person, as long as the proper materials are
available. Listening practice is available through audiotapes, videotapes, or television,
not to mention on the computer. But as yet, the computer lacks the ability to reliably
understand human speech, especially that of a non-proficient speaker of the language.
Audio-lingual methodology, based on behaviorist theory, calls for students to repeat
tape-recorded words and sentences or to answer questions posed by the voice on the
tape. Although students are asked to compare the correctness of their answers and the
fidelity of their pronunciation and intonation to that on the tapes, they are often not

readily able to do so. Moreover, they-sense the-artificiality-of this type of exercise. And

since there is no record of the students’ spoken homework practice (unless teachers have
them turn in cassette tapes of their work), some students omit individual speaking
practice altogether.

Therefore, the bulk of speaking practice is currently done in the classroom, with
the cooperation of the instructor and of the other students. Certainly some preparation
for speaking exercises can be done outside of class. Some ideas for this type of

preparation will be discussed below.
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4.7.1 Pronunciation and Intonation

Teaching Russian pronunciation is a task undertaken by most textbooks in the
first few lessons. For example, pronunciation instructions are usually found alongside
the letters students are learning to write. This is usually quickly followed by an
explanation of what stress marks mean and presentation of the rules of vowel reduction,
consonant devoicing, and consonant assimilation. The basics of intonational contours
are presented with full sentences. Often these rules are not mentioned again either by the
textbook or by the instructor. It is no wonder that some students never really
understand the system or learn to pronounce words correctly. HavaJio once again
represents a notable exception to this rule. It spreads pronunciation rules over four
lessons, or approximately eight weeks of course time. Attention to pronunciation
should go beyond this, however; students should be encouraged to occasionally review
pronunciation rules through additional examples and exercises, until they produce
correct forms automatically.

One way of practicing pronunciation and intonation is through reading aloud or
repeating what another person says. Both of these activities are commonly practiced in
the language classroom. They can--and should--be practiced by students outside of

class as well, but, as mentioned above; students often-fail to-do-this. Encouraging them

to practice in pairs or small groups outside of class could help remedy this problem, as
could periodically requiring students to turn in audiotapes of their work.

However, the computer makes available another solution. The electronic
textbook will allow students to record short samples of their oral work and send it as a
sound file to the instructor for evaluation. They could read a passage several times, then
be assigned a short (three to five sentence) excerpt of this passage to record for

evaluation. Students will not know in advance which fragment will be chosen; the
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computer could even randomly select a different passage for each student. Students
therefore will be encouraged to read the entire passage several times.

This approach makes students accountable for oral homework. And since the
recording can be done at the same place where they do their other homework (that is, at
the computer), the assignment does not place an additional burden on them. That is, it
does not require them to set up recording equipment or go to the language laboratory to
do the recording.

4.7.2 Prepared Dialogues

The exercises discussed in section 4.7.1 above target pronunciation and
intonation. At some point, however, they must begin to produce full, meaningful
sentences in the language. Our ultimate goal for them is to create their own spontaneous
utterances. However, an intermediate step using pre-prepared speech is advisable.

One commonly used way of getting students to learn full sentences in the target
language is memorization. This is one of the oldest language learning techniques.
Formerly, students were most often asked to memorize poems and grammatical
paradigms, but in more recent years they have learned dialogues containing terms useful
in conversation. Memorization of long utterances is different from memorizing

vocabulary; while discrete vocabulary-items-can be-leamed-using mnemonic techniques,

longer passages generally cannot be learned this way. Instead, students have to learn to
keep in mind the meaning of the passages which they memorize.

Students- generally dislike memorizing materials, and the communicative
approach has questioned the value of memorization. However, it may still be argued
that memorization is a useful tool. It seems to help students internalize useful sentences

and constructions which they would not have otherwise adequately learned.
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Another way of getting students to speak is to have them create their own stories
or dialogues and present them in class. It is not necessary for them to memorize this
work; allowing them to read from notes is acceptable. While the speech they produce in
this case is not spontaneous, it is at least their own. It is an intermediate step between
using “pre-prepared” and fully spontaneous language, which gives them a sort of
comfort zone in the beginning stages of developing the speaking skill. Students could
prepare these conversations outside of class over the computer, instead of physically
assembling in groups. This added convenience in preparation makes these activities
more feasible in the classroom. The electronic textbook will provide guidance in the
preparation of such dialogues by suggesting topics and giving samples to guide the
creative process.

Constructed or cued conversations provide students yet another opportunity to
speak. Constructed conversations give students cues telling them what they should
discuss in their conversation. The following example comes from I'oJ10c¢a (Book I, p.
227):

E. JCTHHY® mepeBOA. You are in Russia. A friend who knows no

Russian passes through on a two-week tour and asks you to help buy gifts.

Serve as the interpreter ina store.

English speaker’s part

1. Could I take a look at that scarf over there?

2. No, the red one.

3. How much does it cost?

4. That’s awfully expensive. How much do those gloves cost?
5

. Okay. I'll take the gloves then.
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This conversation is guided by the lines which one of the interlocutors is supposed to
“translate” for a friend, but allows some freedom in choice of words. Such
conversational frames are very useful, because they give the students something to talk
about without putting all the words in their mouths, as pre-prepared conversations do.
Thus, there is a greater element of spontaneity. Such cued conversations also create a
situation which a student might conceivably encounter in real life.

Underwood (1984) suggests another type of cued conversation. Here, the
skeleton of the conversation is given in the form of target language cues, instead of
native language ones. He gives the following example for French (p. 60):

Au restaurant

Gargon: Désirez?

Client:  Spécialité?

Garcon: Biftek.

Client:  Alors.

Gargon: Vin?

Client: Rouge.

(At the restaurant

Waiter: You would like? — -

Patron: Specialty?
Waiter: Steak.
Patron: In that case.
Waiter: Wine?

Patron: Red.)
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By providing the cues in French, students are discouraged (although not banned,
unfortunately) from creating the dialogue in the native language and then translating it to
the target language. It provides some of the words students will want to use in their
own dialogues, including transitional phrases (such as Alors, in the dialogue above)
which students might not use otherwise, but which are very important to maintaining the
flow of conversations.

Another variant of the cued dialogue is the conversation gap exercise. Here, the
two students need to get information from each other which they themselves do not
have, thus mimicking a real-life conversational situation. In class, this sort of exercise
is often conducted by giving each student a card on which facts are written either in the
native or the target language. Since the conversational partners have different facts
written on their cards, they must communicate the facts they have to the person who
does not have them. The computer could easily be used for such an exercise. Students
could be paired up on-line and each one given facts which the other student needs. Such
communication gap exercises encourage more original and near-spontaneous exchanges
than exercises where both students know what will happen. There will be
misunderstandings and other breakdowns in communication which they will have to

resolve, much as they would have to-doinreal conversations.—

4.7.3 Spontaneous Discussions

The problem with the recitation of memorized dialogues or the presentation of
pre-prepared dialogues or cued conversations is that they lack spontaneity. They do not
allow students to speak their own minds on the topic at hand, nor do they allow students
to react to the unexpected information provided by their conversation partners.
Therefore, exercises which approach true communicative spontaneity must be used in

addition to the ones discussed above.
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One type of eliciting spontaneous responses is the use of “circular’
conversations, as discussed by Wright. While “linear” conversations usually entail
exchanges of information and a conclusion or resolution, the circular conversation has
no such structure. It may begin with a line like “Where did he go?” Such an utterance
can spawn a large number of questions and statements: “Who are you talking about?” “I
haven’t seen him.” “What was he wearing?” “I think he went to the grocery store.” “No,
I saw him leave with Lena.” “I don’t know, I just got here.” “Were you supposed to
meet him here?” The spontaneity in the circular conversation is generated by the fact that
students must react in a logical manner to the statements which are made by others.

Class discussions can also be initiated about the characters in texts and
dialogues. For example, in Pycckiuif A35IK AJIA BceX, there is a story of Tanya,
who works at a newsstand. All the young men come to buy their papers from her, but
one day she disappears, apparently to go study at the institute. The effects of her
departure on the newsstand’s customers can be explored in conversation, and students
become very creative when they imagine what Tanya is doing now.

Bragger (1985) suggests that illustrations and photographs can lend themselves

to conversation as well, and not just show the architecture and the artists of the target

culture. Face to Face, for example, provides pictures whichare particularly well suited

to such exercises. Pictures can be discussed as a group, and questions such as “What
do you think people are saying to each other in this photo?” can be posed. Similarly,
students may be asked to act out the conversation they think is taking place between
various the characters in a picture. Cultural discussions can also be initiated; for
example, students looking at a floor plan of a Russian apartment can compare its
contents and structure to American domiciles, and discuss the similarities and

differences.
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Video-based presentations can also be used to stimulate discussions. Wyatt
(1984) suggests “eavesdropping” activities in which students watch isolated segments of
discussions and try to deduce context, scenario, and details from what little they see.
This approach can be used as a springboard for group communication activities. That
is, students can discuss amongst themselves, in the target language, what might be
going on. Because the situations are not concretely laid out for them, students
undertaking this exercise are required to discover most of the vocabulary and structures
they will need on their own; they cannot just listen for the relevant parts of the
conversation and repeat them. This sort of exercise can be carried out on the computer,
where all students can watch the video and then discuss it amongst themselves, using
techniques discussed below.
4.7.4 Discussions On-line

The electronic textbook will also provide students with the opportunity to speak
with other students outside of class. Small video cameras, in conjunction with software
such as that developed at Comell University (CU See Me) allows for live conversation
accompanied by video. Such cameras, like the small round Connectix camera, are

commonly placed atop the computer monitor and currently allow for video images and

sound to be transmitted to others-in-real time:—Students-could use these cameras to
corhmunicate with each other or with native speakers of Russian. The instructor may
have to locate native speakers with the proper hardware and software to make these sorts
of conversations possible, but this is certainly within the realm of possibilities. This
technology will also facilitate the preparation of conversations to be presented in class,
such as those discussed in section 4.7.2.

Thus the electronic textbook, while it can play only a limited role, has the power

to help students improve their speaking skills. It is certainly possible that voice
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recognition technology which can “understand” even the less-than-ideal speech of non-
native speakers will become available in the future. Voice-recognition algorithms are
becoming increasingly common. Many telephone and credit card companies utilize
voice-controlled menus on their customer service lines since they can reliably identify
numbers and isolated words. Other voice-recognition software packages show promise,
but these programs must be “trained” to the speaking patterns of individuals in order to
be useful. At the current time, this software requires that the speakers separate each
word they speak with pauses in order for the program to identify them properly. This
makes them unusable for the purpose of helping students to speak a foreign language
fluently.

When voice recognition and parsing become more perfected in the future, the
computer may be capable of aiding students in correcting their pronunciation, and, with
the aid of parsers, to help them construct grammatically correct constructions.
However, since this technology is currently unavailable, such activities are not planned
as a part of the electronic textbook. For the present, we will have to be content with
using the computer to help facilitate the student’s spoken contact with other human

beings.

4.8 Reading

The receptive skills of listening and reading require, as Grellet (1981) points out,
“extracting the required information from it as efficiently as possible.” (p. 3) When
students are learning to read in a foreign language, they face factors which impede this
understanding. The texts they may contain unknown vocabulary and unfamiliar
grammatical structures, or they might be so uninteresting as to be impossible to follow.
The electronic textbook must ensure that these problems are addressed. Students must

be given a purpose for their reading and be exposed to exercises and information about
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top-down and bottom-up reading skills as well as how to use them. These exercises
may be undertaken within the context of reading, or they may be presented in exercises
which are to a certain extent peripheral to the act of reading.
4.8.1 Reading Strategies

Many beginning readers of foreign languages suffer the problem of paying too
much attention to individual words and not enough attention to the context surrounding
them (Cooper, 1984). These students tend to look up most unknown words in a
dictionary instead of using clues from the context to understand them. But proficient
readers use several methods simultaneously to process the text they read (Rumelhart
1976, Stanovich 1980, Perfetti 1985). On one hand, they decode the linguistic units of
the text. This includes information within individual words, such as the letters, the
word stems and morphological endings as well as full words and phrases. This
decoding is referred to as bottom-up processing. On the other hand, they also use their
experience in the real world, previous knowledge and context to make predictions about
the meaning and content of the text. This is top-down processing. Using information
from each approach allows good readers to process texts accurately and quickly.

Less proficient readers tend to rely on either top-down or bottom-up processing

ey should (Carrell, 1988).

and do not switch between the

Students who rely on a bottom-up approach often look up words in the dictionary and
fail to use the knowledge of the real world which is characteristic of top-down
processing. The reliance on the dictionary slows down their reading and interrupts the
process of comprehension (Chan & Liu, 1992). However, bottom-up processing
cannot be ignored either. Reading a highly inflected language like Russian demands that
attention be paid to inflectional endings to obtain the correct meaning in some cases;

readers who do not pay enough attention to these details may derive incorrect
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information from the text. On the other hand, a reader who relies too much on top-
down processing may get an general understanding of a text, but remain ignorant of
important details.

It is often assumed that people who are proficient readers of their native
languages will automatically transfer those successful skills to the reading of the target
language. However, it is not clear that this transfer of skills automatically occurs. Care
must therefore be taken to ensure that both skills are learned and used by all readers,
even those who are good readers of their native language.

The important thing is that students have a purpose for their reading. Cooper
(1984) suggests that if no purpose is evident, students are more likely to try to
understand every word and nuance (although this may be actually be the stated purpose
in some cases). Students need to know what they are doing and why in order to do it
well. One way of informing them about the nature of their assignments is through clear
instructions which precede the reading assignment and the use of interesting, relevant
texts.

4.8.2 Interest of Texts
Eskey & Grabe (1988) point out that is difficult to pay proper attention to

reading material, even in our native lamguage; which~we do not consider relevant or

interesting. What are the chances that our students will pay attention to texts in the target
language if they consider them irrelevant? Lack of interest in the reading text may be
one reason that many students do not pay proper attention to the context when they read,
and concentrate instead on the individual words. That is, their lack of interest in the
texts they read may impede their top-down processing (which will be discussed in

section 4.8.2).
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Eskey & Grabe go on to stress that textbook writers must be particularly careful
to provide materials of genuine interest to students, and not to expect them to put in the
extra energy required to read boring or irrelevant texts. The electronic textbook can
provide several different texts for certain reading assignments while requiring the
student to read just one. Students will be allowed to choose from a list of several texts
and need never see the ones which are not of particular interest. In addition, the
availability of additional texts ensures that additional appropriate material will be always
be available to highly moﬁvated students wishing to read more. If proper care is taken
to ensure a certain overlap in the vocabulary presented in each group of texts, then it
does not matter which text a student chooses. Therefore, should students decide to read
supplementary texts after the first, the task will not be overly demanding. Much of the
vocabulary will already be familiar, making the comprehension task less tedious, even if
that particular text is not particularly interesting to the student.

Another way of keeping interest in the reading material high is allowing students
to control some of the content of the texts. Robinson, Underwood, Rivers, Herndndez,
Rudesill, and Enseiiat (1985) found that allowing students a certain amount of content
control improved their comprehension. For example, students were allowed to fill in the

name of the protagonist in a story so that the story concerns a friend or a favorite

celebrity instead of the generic, unknown people common to textbooks. Take, for
example, this excerpt from Clark (1983), which concerns the fictional engineer Nikolaj
Rozhdestvenskij and his family:

--IleTal Marmal MH unéM B onepy. Br TOxe XOTUTE?

--f1 xo4y, --oTBevYdeT Maia. --4 omepy o4veHs JHOIL.
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--A g 6yny cMOTPéTh TeJIeBU30p, —-TOBOPUT [leTd. --B 6
4acOB HaYMH4eTCA Gy TOONBHBIN MaTY « IMHAMO-CIapTAK ».
«OUHAMO--Mos N06UMasa KOMAHAA.

--Hy 4To Xe, --roBopuT Hukona#. --Ilowmaunl

(“Petya! Masha! We’re going to the opera. Do you want to go too?

“I want to,” answers Masha. “I really love the opera.”

“I'm going to watch television,” says Petja. The soccer match between

‘Dynamo’ and ‘Spartak’ starts at six o’clock. ‘Dynamo’ is my favorite team.”

“Well, then,” says Nikolaj, “Let’s go!”)

On the computer, the names will be treated as variables which are filled in by the
student. The result may sometimes be hilarious. Consider that the student reading the
text above is a fan of the animated television show “The Simpsons”, and when
prompted for the names of the members of a family, responds with ToMep, Mapax,
BapT and JTu3za CUMIICOH.
--BapT! JIusal M3l &M B Oollepy. B TéXe XOTUTE?
--f X04y, --0TBe4deT JIusza. --4 omnepy o4eHs JH0OIL.
--A 7 6yny CMOTPéTbH TeJeBU3Op, —-TOBOPUT BapT--B

6 4YacéB HauuH&ETCA - pYTOONbHER - MaT4d  « JUHAMO-

CnapTék». «IAuHAMO--MOS NOUMas KOMAHIA.

--Hy 4TO Xe, --roBopuT l'oMep. --Tloumau!

(“Bart! Lisa! We’re going to the opera. Do you want to go too?

“I want to,” answers Lisa. “I really love the opera.”

“I'm going to watch television,” says Bart. The soccer match between
‘Dynamo’ and ‘Spartak’ starts at six o’clock. ‘Dynamo’ is my favorite

team.”
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“Well, then,” says Homer, “Let’s go!”)

The reéulting text provides a more memorable image of the events of the story than does
the original, because the names chosen by the students presumably hold some meaning
for them. Students can subsequently be encouraged to share their individual versions of
the story with their classmates. Clearly, this approach is not appropriate for every
reading exercise, for there are indeed times when the biography of an important figure in
Russian history and culture, such as Gorbachev or Lomonsov, will need to be presented
in a serious manner.

The inclusion of information about the culture of the target language may also be
useful in keeping student interest level high. This need not be in written form: pictures,
maps, video clips and other visual media, as well as audio clips, such as music or
sounds from the culture, are valuable. This information should be made available at
appropriate times to boost not only interest in the texts, but comprehension as well.

Another way to give students control over what they read involves creative
reading (Wyatt, 1984). In creative reading, students control the outcomes of the story
by selecting from multiple-choice possibilities. This allows students to adapt the story
to their own tastes and makes them more active participants in the reading process.

4.8.3 Authentic Texts

One approach to reading which has gained increasing popularity and acceptance
is the use of authentic texts for reading practice, instead of texts specifically designed for
use for language learning. Materials from magazines, such as simple articles and
advertisements are used, as well as other everyday materials such as timetables and
menus.

These materials can be used with beginning as well as more advanced students.

Face to Face uses authentic materials from the very first lesson. Early reading exercises
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ask students to identify English language borrowings or cognates from the texts. Such a
task is certainly feasible for the learner who has learned the alphabet and the sounds
associated with each letter. More advanced exercises in the same textbook ask students
to answer questions based on the text. Although the students are not familiar with all the
grammatical structures or vocabulary in the text, the answers they are intended to give
consist entirely of words which are either known to them of are cognates.

This is precisely the type of approach advocated by both Benevento (1984) and
Grellet. Grellet recommends against simplifyihg texts for student use, warning that
when the natural redundancy of the text is eliminated, it may actually make the reading
more difficult. It is the exercises, she argues, not the texts, which should be graded in
difficulty. That is, while the exercises at early stages may be simple, the texts should be
authentic, and not simplified for easier comprehension. Finally, she suggests that
authentic texts be presented in their original format: newspaper articles should be
presented with their original typefaces and sizes, instead of being transferred to a
standardized format. This may be easily accomplished on the computer by using a
scanner to read in authentic documents. Benevento makes a less strong argument for the
use of authentic materials, advocating only that “the samples of written language be

those which could appear in, or are adapted frofii; Teal writtén material such as letter,

reports, newspapers and magazines” (p. 5; italics mine).

However, given the complex and unfamiliar nature of the Russian syntax to the
non-native reader, authentic texts should perhaps be simplified for the beginning reader.
Devine (1988) suggests that this may be accomplished in part by simplifying the syntax.
For Russian, this may mean manipulating the word order so that the syntax is more
similar to that of English, with the subject appearing first, then the verb, and so on.

Participial phrases (which are particularly complex structures generally not taught in
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first-year Russian) could be simplified into clauses using KOTOPBHIi1, or broken down
into two or more sentences. (Other measures of text simplification were discussed in
section 2.2.1.) But in general, the idea is to restrict the number of different types of
structures students encounter, especially in their early attempts at reading; they can be
weaned gradually into recognizing and using those structures later in their training. This
is by no means a new idea: teachers often employ such tactics in the speech they use in
class, and the pedagogically designed texts standardly used in existing textbooks follow
this model. While the idea of simplifying texts unarguably does violence to the theory
that all texts presented to students should be genuine, simplified authentic texts are still a
step above using contrived dialogues and texts, the main purpose of which are to present
new grammatical and lexical forms.

Therefore, the electronic textbook will present a variety of types of texts:
unchanged original texts, adaptations of Russian stories and themes which can be more
easily read by the beginning student, and wholly artificial texts. Each type of text
contributes to the student’s learning in some way. Authentic texts will be used to
stimulate the use of top-down reading strategies (see section 4.8.5 below), while both
authentic and simplified texts will be used for bottom-up reading practice (see section

4.8.4). They both have value for the beginning Tearner of Russian; therefore, each will

be used as appropriate. Contrived, artificial texts still have a place in presenting new
grammatical and lexical material in context.
4.8.4 Bottom-Up Processing Skills

It could be argued that most of language teaching is devoted to the development
of bottom-up processing skills. We ask students to read aloud, in part to demonstrate
their ability in identifying words and sounds. We test them on the vocabulary which

they have memorized. We ask them to fill in the blanks in grammatical exercises, to
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show their knowledge of the inflectional structure of the language. All of these are
subskills of bottom-up processing, and they have been discussed elsewhere in this
chapter. Some exercises which specifically encourage the development of such bottom-
up reading skills will be mentioned here. These exercises ask the student to work with
the words and structures in the text. While their ultimate goal is to improve
comprehension globally, the immediate focus is on the vocabulary and grammar and the
way those structures interact to create a meaningful, coherent whole.

Eskey and Grabe (1988) suggest that one way to strengthen bottom-up
processing is to ensure that learners can immediately recognize letter combinations
which are characteristic of the target language. This is further strengthened by
Rumelhart’s claim that the recognition of letter patterns is an integral part of the reading
process, one that contributes to understanding a written text just as lexical or syntactic
information does. Beginning students.of Russian would be expected to have a difficult
time doing this, because before they can learn which letter combinations are permissible
in Russian, they must become familiar with the letters of the Cyrillic alphabet. This task
is further complicated by the fact that some of these letters are identical to letters in the
Roman alphabet, and have the same sound while others represent a different sound.

Many consonant clusters~which are common in Russian, such as the ones

illustrated below, appear strange to the native speaker of English.

Russian word Gloss Unfamiliar cluster
KoOIIa ‘school’ K [Sk]
KHUTra ‘book’ KH [kn]
KcéHusa | ‘Ksenija (name)’ K¢ [ks]

1Jja ‘(she) went’ 11 [$1]
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Once students can recognize common letter combinations such as these, they will
hesitate over them less and process them more quickly. This improvement in bottom-up
processing should assist in increasing their skill in reading. Instead of processing the
individual letters of words, they will be able to process larger portions of words at a
glance. Thus, they have more cognitive time for other reading activities, such as top-
down processing.

Similar recognition exercises can be conducted with whole words. Grellet
(1981) suggests some other exercises which could easily be presented on the computer.
The exercises can be timed by the computer. In one exercise, students must choose a

word from a list which matches a given word:

NapTa nnécie Ao oT
JlaMIia KO
JOoCKa Ito
JIAOMHO no
apTa OH
TROTM— e v ~_HO

‘school desk’ ‘after’ ‘until’ ‘from’
‘lamp’ ‘towards’
‘blackboard’ ‘along, about’
‘okay’ ‘until’
‘school desk’ ‘he’

‘people’ ‘but
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Students may be asked to match expressions or phrases instead of single words.

In the following exercise, students must determine whether the phrases on the left and

right are identical or not.

710 CKOpPOTo

MOXKeT OHTH

CKOJBKO NIeT?
laBafiTe IMOTOBOPUM
BHI IIPABH

KaTAThCS Ha JIBIXaAX

‘see you soon’
‘maybe’

‘How many years?’
‘let’s chat’

‘you’re right’

‘ski’

Similarly, students may be asked to determine whether pairs of words have different or

RO CBUAAHUA
MOXET OLITH
CKOJIBKO OHEeN?
HaB&lTe NOYUTAEEM
BRI ITPA4BEI

KATAa&ThCA Ha KOHBKAX

‘goodbye’

‘maybe’

‘How many days?’
‘let’s read’

‘you’re right’

‘skate’

similar meanings, stimulating semantic recognition.

KHUra
KVUOCK

CKa3aThb

Y46OHUK

ik oIia

FTOBOPUTSD
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CUMITAT MY HB i nOOpEIit
3aBOO UHCTUTYT
3eMid MAallHa
‘book’ ‘textbook’

‘kiosk’ ‘school’

‘say (perfective)’ ‘say (imperfective’
‘nice’ ‘good, kind’
‘factory’ ‘institute’

‘earth, land’ ‘car’

In another variation of this exercise, students might be asked to determine
whether the words given are of the same word class or gender, in the same tense,
aspect, or case. Grellet advocates such exercises based on claims that students whose
reading speed is too slow will be easily discouraged from reading at all. Therefore, an
attempt to increase their reading speed should be made. Their bottom-up processing
should profit from this added speed, and these recognition exercises should aid in
developing that speed.

Another bottom-up exercise deals with helping learnersto determine the referents

of words in the text. Such an exercise is presented in the last sections of Venturereader
modules. These exercises I.)rovide practice with handling reference words, determining
the referents of those words, and providing practice in the discourse structure of the
texts. For example, one exercise might deal with pronouns and articles (such as this,

that, he, or she) and ask students to identify the referents of those words.
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Grellet demonstrates exercises which help learners with such relations. In these
complex sentences, students must match subjects with their verbs, as well as referents to
their antecedents. Given the freedom of Russian word order, especially in complex
sentences, such exercises would be very appropriate for beginning students of Russian.

1. Mostly because of inflation, but also because taxes have been creeping

upward, the actual buying power that people have been getting from the

money in their paychecks has declined by nearly 4% over the past twelve

months.

Match subject and verb.
taxes have been creeping upward
buying power have been getting
people has declined

2. One index of how financially pressed Americans feel is the popularity of
grocery coupons, those little pieces of paper snipped from product labels or
newspaper ads that housewives have long used to save nickels and dimes at
the check-out counter.

What is the subject of ‘feel’?

What is the subject-of “is’? - -

What noun phrase does ‘that’ refer to?
a) newspaper ads
b) product labels
c) pieces of paper
d) popularity
The computer version could be streamlined to a great extent over the versions given

above. For example, the words which must be matched (“taxes,” “buying power” and
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“people” in the first example, and “feel,” “is” and “that” in the second) may be
highlighted. The student may then click on the word that matches it. Alternatively, the
student could be asked to type the matching words.

Grellet presents a number of other exercises in this vein. However, their
complexity makes them more suitable for more advanced students of Russian, and will
therefore not be considered for inclusion in the first-year electronic textbook.

4.8.5 Top-Down Processing Skills

Merely telling students that they must use context in their reading is insufficient.
They must be trained in the use of context, guessing, and risk-taking techniques if they
are to become successful readers. These techniques will be discussed below.

The communicative movement has moved teaching away from the building
blocks used in bottom-up processing to the understanding of global meaning. This
perspective is a necessary one; it is the development of top-down processing skills
which has traditionally received less attention in classroom practice, and which will be
discussed at length below.

Proficient readers are willing to accept a certain amount of ambiguity while
reading. They skip forward or go back in the text as necessary to get the context which

they need. In addition, they use information external-to the text, such as knowledge of

the real world or personal memories. If we are to train students to be proficient readers
of Russian, we must teach them to use these techniques.

The approach of skipping over portions of text until context makes unknown
words clear can be used in conjunction with the occasional reference to words in an
online dictionary. In addition, reading a passage multiple times aids the student in
understanding unknown words. In any case, students need to be trained to identify

words as they read, using what they already know about the text and about the target
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language in general, rather than immediately using a dictionary to reference the word
into their native language. In general, students need to adopt a more relaxed attitude
regarding reading tasks. They need to learn not to worry about every single unfamiliar
word or grammatical construction encountered during reading. The result will be greater
global comprehension and a more pleasurable reading experience.

Probably the most common way of stimulating top-down processing is by
encouraging students to use context to determine the meaning of unknown words and
structures. Venturereader, for example, contains vocabulary exercises which use a
training strategy based on Clarke & Nation (1980). These tasks encourage the student
to determine the part of speech of unknown words, decide whether they have a positive
or negative value, and guess the meaning of the word. Other lexical guessing strategies
were discussed in the section on vocabulary (sections 4.3.3 and 4.3.3.2).

However, it is important to keep in mind that for the reading context to be
usable, a certain amount of it must be readily understood by the student. That is, the
text must contain a certain number of known or easily identifiable words. Therefore,
reading materials must be carefully graded to the reading level of the student to avoid

frustration. Additional contextual information may also be provided via pictures,

sounds, or pragmatic references.

Cloze texts, which are commonly used in testing, can also be used to help
students learn to guess from context. Both Carrell and Devine have suggested that cloze
techniques, which are often used in testing, can be used as exercises which will improve
skills in guessing from context. The cloze environment requires that students fill in an
appropriate word given the surrounding context. Students who learn to make guesses in
the relatively safe context of a cloze exercise can then transfer these skills to deduce the

meaning of an unknown word in a reading text.



271

Several exercises which are intended to help students develop top-down reading
strategies have received much attention in the literature. One of these exercises is
Higgins’ “Storyboard”, which allows students to manipulate texts, rebuilding them by
guessing which words are missing. Help in the form of “free” words (those provided
automatically by the program as hints) is available. “Storyboard” is reported to be a
highly motivating exercise which captures the attention of students. Although it does
help students exercise their knowledge of the relations between words in a text (learning
where words belong in sentences based on the presence of other words), it concentrates
heavily on orthography rather than meaning, which puts its use as an exercise for
communicative language learning in question. Whatever information the students have
about the text from the outset comes from semantics; either from the title of the text (if
provided), or their memory of the text, if they chose to see it first. A similar approach is
used by “Textbag,” discussed in Higgins & Johns (1984). This computer exercise is
based on the cloze principle. However, it incorporates a game element which allows
students to win points by guessing words which appropriately fit in the text. “Textbag”
also gives clues on demand. However, these clues come at a price: students “buy”
them with the points they get for correct answers. These clues are in the form of words

which the computer fills into the text-for-the student.— This-provides more context from

which students can guess other comrect answers. Because of their questionable
pedagogical value (as mentioned by several researchers) and its potential for confusing
students, such exercises will not be found in this electronic textbook, although it seems
to be very popular.

Scrambling exercises, which are also easily implemented on the computer,
provide another way to learn to predict the order of events and elements in a text and

make guesses about the content of a text. (This approach was first discussed in section
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2.4.1.1.3). Several approaches are possible here. The word-scrambling activity
“Disclose” (Johns, described by Fox 1984) gives students a set of eight words and
punctuation marks from a sentence which they must then arrange in the correct order.
This sort of exercise requires students to recognize both the parts of speech of the words
as well as the potential connections between them. An example of such an exercise for
Russian is illustrated in the scrambling demonstration in the pocket materials. Students
drag words into their appropriate places in the sentence to create a meaningful sentence
from the scrambled words. Due to the free word order of Russian, several different
answers may be possible in such exercises. The alert student will use knowledge of
inflections to put noun phrases, verb phrases, and prepositional phrases together.
These, in turn, can be used to reconstruct the sentence rather easily. To make such an
exercise more difficult, the words can be given in their dictionary forms, forcing the
students to rely more heavily on semantics and less on syntactic information.
Punctuation and capitalization can also be removed to make the exercise more
challenging.

A similar exercise is “Jumbler” (discussed in Higgins & Johns, 1984), which
scrambles the chunks or paragraphs or a text and then asks the student to put those

elements in the right order. In more complicated-exercises;suctras Higgins’ and Johns’

“Shuffler”, the computer mixes the sentences of two texts together. The student’s task
is then to unscramble the sentences into two correct, coherent texts.

One impoftant aspect of top-down processing is risk-taking. That is, readers
need to be willing to make guesses about meaning and to change those guesses in the
face of later evidence which is derived either from the text or from knowledge of the real
world. By approaching the reading task in this way, the reader creates a framework for

understanding the individual words in a meaningful context by making guesses. This
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guessing may involve analysis of syntactic structures, and not just knowledge of lexical
items (Devine, 1988). The computer can aid students in learning to make such guesses.
Wyatt discusses an approach wherein students are encouraged to predict the next
sentence based on the preceding sentences. Even when students choose from a set of
multiple-choice answers, this approach still encourages them to make guesses about the
contents of the text. Such exercises are also discussed by Carrell as well as Grellet,
who gives the example below. The left column contains sentences which are actually
found in the text, while the right hand column provides a choice of sentences which

could conceivably follow the text in the left hand column.

Sentence in real text Possible next sentences
The average person in the world now uses a) However, there are few ‘average’
approximately 43,000 calories per day. people in the world.
b) However,‘calories are essential to live.
¢) Some people may use more.
However, there are few ‘average’ people in a) Most people should use far less
the world. calories.

—e by ~TFhe-Egypttans; for instance, consume

9,200 calories a day.
¢) Some people use far more energy than

that, while most use far less.



Some people use far more energy than that,

while most use far less.

An average citizen of the so-called

‘developed’ counties uses 136,000 calories

each day.

However, more than two-thirds of the
world’s people live in the ‘developing’
areas, where the average person uses only
8,200 calories of non-metabolic energy

Such vast differences are hard

comprehend.
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a) An average citizen of the so-called

‘developed’ counties uses 136,000
calories each day.

The number should be much higher.
But on the whole, everyone consumes
far too many calories.

In Japan, for instance, the average
figure is 74,000 calories per day.
However, more than two-thirds of the
world’s people live in the ‘developing’
areas, where the average person uses
only 8,200 calories of non-metabolic
energy daily.

This is why it is so difficult to be an
average person.

This explains why one part of the world

is much poorer than the other.

‘¢)~Such—vast ~differences are hard to

comprehend.

This exercise could be presented in a less complicated way on the computer, which can

introduce the next sentences as they are needed instead of placing them in an adjacent

column.
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Another way to facilitate guessing is teaching students to recognize the
organization of reading material (Wyatt, 1991). This will allow the reader to make better
predictions about where the text is going. Grellet suggests that a fun way to encourage
prediction behaviors is to present students with texts in which some of the words are
partially or wholly illegible. In one exercise, students are asked to reconstruct the
content of a postcard where some words have been smudged. This sort of exercise
could be executed quite convincingly on the computer; the defective postcard could be
scanned in for authenticity. Students could type in the missing letters, and the complete
text of the postcard constructed on the screen. Another variation on this exercise might
be reconstructing a page of homework or a newspaper article which has been “eaten by
the dog.” That is, some words or letters would be missing, and the student would fill
them in according to the context that remains.

It is clear that there is an established tradition of using the computer to promote
guessing and prediction skills. The electronic textbook will follow this tradition,
bringing together the most interesting and successful exercise types.

4.8.6 Pre-Reading Activities
The exercises in sections 4.8.4 and 4.8.5 are principally concerned with helping

11

students develop skills which they will-use-in the reading of longer texts. Other

exercises can be conducted prior to, during and after real reading activities, and these
will be discussed below.
4.8.6.1 Pre-Reading Questions

Quqstions help to attract and keep learners’ attention, stimulate learning, and help
students remember what they have read. Both questions presented before the reading
task (pre-reading questions) and those presented afterward (post-reading questions) can

be valuable in this regard. Research by Royer, Bates & Konold (1984) has shown that
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both types of questions positively affect student performance on post-reading tests
which use the same items as both as pre- and post-questions. Both kinds of questions
attract student attention to certain parts of the text.

Pre-reading questions have an advantage over post-reading questions, because
they encourage learners to focus on the information in the text which they will need to
answer the questions. This makes them more successful in answering those questions.
However, because they are concentrating on answering those specific questions, readers
may not assimilate peripheral information at all. Therefore, pre-reading questions should
be carefully crafted to concentrate on the information which is most important for the
learner to remember. If the purpose of reading a biography is to note the important
aspects of a person’s life, then questions emphasizing those structures should be
presented. If students are to attend to details, the questions should encourage them to
read for those details. But if students are expected to express the general mood of the
text, the questions should address that point. In other words, simply presenting
questions for the sake of asking questions is not useful; they must have a purpose.
Some relevant exercises in this vein (albeit for practicing the listening skill) were
discussed in sections 4.6.2 and 4.6.3; these exercise types could be used for reading as

While some pre-reading questions may encourage students to look for facts in
the text, others ask them to bring information outside the text into consideration. This
encourages students to to think about the topic at hand before they begin to read.
Venturereader employs a “pre-test” which poses questions about the student’s general
knowledge of the topic of the passage before reading even begins. Questions may be of
several types: true/false, multiple choice, or short answer. It is not important that the

students find out whether their answers are correct before they proceed (Rothkopf,
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1966). In fact, it is not even vital that the questions have a correct answer. It is the
process of thinking about the questions, rather than the result, which aids students in
this case.

4.8.6.2 Pre-Reading Exercises

Carrell (1988) stresses that comprehension questions alone are not sufficient as
pre-reading activities. While questions give learners a purpose for reading the text,
make guesses about its contents, and even access pertinent knowledge, they likely do
not cause the student to build upon that knoWledge. Other pre-reading activities are
necessary if learners are to both build their background knowledge and access that
knowledge as they read.

Pre-reading exercises prepare students to comprehend what they read. Carrell &
Eisterhold (1988, p. 87) suggest that “asking students to manipulate both the linguistic
and cultural codes (sometimes linguistically easy but culturally difficult, and vice versa)
is asking too much.” This would appear to be especially true for beginning students,
who are especially “word-bound” and must expend a great deal of energy processing
individual words. Therefore, exercises to help students become more receptive to the
content of the texts they read must be presented. The exercises must shift, at least

partially, the focus of the student from vocabulary-acquisition (bottom-up processing) to

overall text comprehension (top-down processing). These exercises may involve
scanning the text for important words or structures, examining pictures to preview the
reading content, or exposure to a presentation on the target culture relevant to the reading
text.
4.8.6.2.1 Using Key Words to Identify the Topic

A simple pre-reading task asks students to count the number of times a given

word is used in a text. When those words are chosen appropriately, this exercise serves
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to inform the student of the topic of the text (Fox, 1990). For example, we might ask
students to count the number of times the nouns raszéTa ‘newspaper’, XYpPHAJ

‘magazine’, and forms of the verb IIOKYII4ATE ‘buy’ occur in the text below.

S CMOTPK B OKHO M BUXY I'a3€ THH# KUOCK. PAaHbIIe 37ecCh
paboTana TaHA, CUMIATUYHAS MOJNIOAA AéByIIKa. W Bce
MoJIoAble JIOAX, KOTOPHE XUBYT Hemalekd, IOKYHNAIU
Fa3éTH 1 XYPHAJH TOJBKO 34ech. OHU IMOKYNAJU Ta3éTH
«IIpaBaa, «VI3BECTUSA», «KoMcoMoémbckasn NpaBaa,
«BevyepHAsa MoCKBa», «COBETCKUIl <CIOPT», XYPHAJH
«COBETCKUN COKO3», «MOCKBA», «OKTHAOPb», «II&XMaTH B
CCCP»... (excerpted from Kostomarov, 1987, p. 96)

“I look out the window and see the newsstand. A nice young woman named
Tanya used to work there. And all the young men who live nearby used to buy
their newspapers and magazines here and only here. They bought the
newspapers “Pravda,” “Izvestija,” “Komsomol’skaja Pravda”, “Evening

Moscow,” “Soviet Sport,” the magazines “Soviet Union,” “Moscow,”

“October,” “Chess in the USSR”... -

Had students been asked to search for the forms of the words MosmonoéM
‘young’, COBETCKUN ‘Soviet’, MOCKB4 ‘Moscow’ or 371eCh ‘here’, they would
have found many occurrences of them as well. But these words do not inform the
reader that the one of the purposes of the text is to tell about newspapers, magazines and
newsstands. This pre-reading activity gets students to scan the entire text before they
actually begin working with it.
4.8.6.2.2 Predicting Content
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Grellet suggests exercises in which students inspect the table of contents, the title
of a section or chapter, an index, or the information from a flyleaf of a book and use that
information to predict the content of the text. One exercise provides a newspaper index
and a set of questions based on that index. Using the index, students must determine
which section of the newspaper will contain the information about the questions.

a) Have the USA decided anything about the Teheran hostages?

b) Is it true that Sir Norman Denning has died?

c) Are there any Letters or Opinions about the article on the library that

appeared a few days ago?

d) What’s on TV tonight?

e) Is there a review of that new film with Anthony Quinn?

f) Isthe new Education Bill likely to be passed?

This exercise helps the students become familiar with the structure of newspapers, a
topic about which they should already know something, given their experiences with
newspapers in their native language. It does not require the student to know every word
in the questions; students can come up with correct answers without. such complete
knowledge. In question (e), for example, students need not know the word “review” or

know who Anthony Quinn is; the- word“film” should provide enough information to tell

them which newspaper section would provide this information.

Another newspaper-based exercise suggested by Grellet asks the reader to
examine a headline and then to guess, by choosing from a list of choices, what the

article might be about.
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Think before you jog... a) The pleasures of jogging.
b) Statistics about the number of joggers.
c) The dangers of jogging.
d) The popularity of jogging in the USA.
This sort of exercise pushes the student to think not only about what the words say, but
also about what they actually mean.
4.8.6.2.3 Previewing with Cultural Information
Cultural information can also be useful, and sometimes vital, in preparing to
comprehend a reading task. As Carrell and Eisterhold (1988, p. 87) point out:
“Previewing is an important activity in the reading classroom but it is not
necessarily a process of simply providing a preliminary outline of what is to be
read. Sometimes, it involves teaching a key concept which is culturally
loaded...If one does not understand the process of purpose of a lottery, then this
short story about one woman who ‘wins’ and is then killed by her neighbors
will be totally incomprehensible. In this case, a discussion of lotteries before
assigning the reading would be absolutely necessary.”
Providing such introductions is a good way to integrate culture into the

curriculum without relegating it-to-a- peripheral-or-intrusive role. Other ways of

addressing culture were discussed in section 4.4.
4.8.6.2.4 Previewing with Illustrations

Previewing is a pre-reading activity which is not centered on questions. It need
not even be focused exclusively on the lexical content of the text. Illustrations,
especially at the early stages, can be particularly useful as indicators of the topic of the

text.
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Hudson (1988) conducted a study which explored the comprehension of
students who were exposed to one of three reading activities. One group saw pictures
prior to reading the text, another was introduced to the vocabulary of the text as a pre-
reading activity, and the others received post-reading comprehension questions. The
elementary and intermediate level students who viewed pictures relevant to the reading
text and made predictions about the content of the text based on this visual information
understood the reading texts better than students who performed the other reading
activities or no reading activities at all.

Pictures may also be manipulated by students to demonstrate their understanding
of important points of a text. Grellet gives an exercise consisting of a letter from
someone describing a recent trip. The student’s task is to rearrange accompanying
photographs into an order which corresponds to the events discussed in the text. In
another Grellet exercise, students read a historical document discussing the travels of
various explorers, and are asked to identify on a map the path which corresponds to
each explorer. (A similar exercise for Russian might be based on the travels of Cyrill
and Methodius, for example.) In yet another picture-based exercise, students may be
asked to match pictures with the text which best describes them. In Grellet’s example,

the pictures are of houses and the-accompanying texts-are real estate advertisements, but

any pictures and narratives could be used. For example, students might be asked to
match works of art or architecture with narratives describing them, providing readers
with reading practice as well as cultural information. This allows students to
demonstrate their understanding of the text without using words to respond, which can
be especially valuable in their early study.

4.8.7 Post-Reading Activities
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Just as there are activities which students can perform prior to the reading
process, there are also activities which can be done after reading. Again, these may be
questions or exercises. Both types of activities will be discussed below.
4.8.7.1 Post-Reading Questions

As mentioned above, post-reading questions, like pre-reading questions boost
student comprehension of the information directly addressed by those questions.
However, post-reading questions have an additional effect not observed with pre-
reading questions: they improve performance on questions which the student has not
previously seen (Hamilton, 1985; Rothkopf, 1966). Royer, Bates & Konold (1984)
nete that post-reading questions facilitate the acquisition of “incidental” learning,
knowledge not directly addressed by the questions. They also cite research (Rothkopf
and Bisbicos, 1967) which indicates that the appropriate post-questions can sensitize
students to remembering certain classes of information, such as proper names or
technical terms.

It is vital that post-questions require students to show their comprehension of the
material, rather then let them repeat material from the text verbatim (Steinberg, 1991b).
Rote repetition of material does not encourage processing of that material, but

comprehension questions which-require-processing--will -help students integrate that

knowledge into what they already know.
4.8.7.2 Post-Reading Exercises

Once the actual act of reading has been accomplished, additional exercises can be
performed to integrate this reading into the knowledge which the learner already has
(Carrell, 1988). If the pre-reading exercises have been successful, then this knowledge

will have already been activated.



289

In one exercise to get students to integrate knowledge, a student might be asked
to choose an appropriate title for a passage from a list after reading the passage quickly.
This is really a skimming exercise, reading rapidly for a main point. The following

example comes from Grellet.

Sherlock Holmes would be proud of Dorothy Perry A lucky meeting

of Detroit, even though she tracked down a Violence in Detroit

remarkably dim robber. Losing her handbag in a A clever policeman

mugging, Ms. Perry remembered that her purse A good detective

held concert tickets as well as £40. She turned up

at the show a few days later with a cop on her arm-

-and sure enough, the mugger was sitting in her

seat.

Carrell suggests discussion of the text as another powerful way of integrating
new knowledge into what the learner already knows. This can be done on the computer
using electronic mail or chat groups. These discussions can be further developed and
refined in class.

4.8.8 Conclusion

A large number of approaches and exercises can be used to teach students to read
in a foreign language. Some of these emphasize the bottom-up approach to reading:
helping students to recognize letters, words, and word meanings. Others take a more
global approach to the reading process, encouraging students to use context to clarify
meanings and to get a global understanding of the text. Many exercises may be
performed as a part of the reading task, while others may be undertaken separately. In

all cases, the purpose for each exercise should be made clear to the students, so that they
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may learn to incorporate the techniques they introduce into their reading even when it is
being performed outside of the educational environment of the textbook.
4.9  Writing

We now come to the last language skill, writing. For beginning students,
writing in Russian is a particularly challenging proposition. The Cyrillic alphabet plays
no small role in this difficulty. Students must learn the mechanics of producing words
and letters, both in handwriting and on the computer keyboard. Other factors
contributing to the difficulty of mastering the writing skill include the imperfect mapping
of the sounds of Russian onto its orthography. Students must become familiar enough
with the phonological rules of the language (such as stress placement, vowel reduction,
consonant devoicing, and consonant assimilation) to be able to recognize, in writing, the
words they hear, and be able to reproduce them. A variety of exercises have
traditionally been used to teach writing. These include dictation, which is still a very
useful tool in this regard and an exercise easily administered and corrected by the
computer. Translation, either of individual words in fill-in-the-blank style exercises or
full sentences, is another effective way to get students to write in the target language.
Although this method has fallen out of favor, it too still has value for beginning learners

of language. More communicative—exercises;—such—as—the writing of original

compositions can be easier to execute using the computer. It must also be stressed that
the existence of computer and the Internet bring a whole new face to the activity of
writing, since the written word is the principal medium of computer-based
communication, an increasingly important activity in the real world.
4.9.1 The Complex Nature of Writing

Before we discuss the ways the computer can be used in developing the writing

skill, it is important to understand why it is such a difficult one to acquire. Cohen
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(1991) suggests that part of the problem lies in addressing goals at different levels.
High-level goals, such as the organization of ideas and the exposition of arguments,
represent one level of thinking which must be performed while writing. Middle-level
goals involve the mechanics of constructing these arguments using definitions,
clarifications, illustrations and other explanatory methods. Low-level goals include
using correct grammar, spelling and punctuation and choosing appropriate words from
the lexicon. The talent of the proficient writer lies in juggling these various levels while
writing. Cohen says that good writers are better at coping with a lack of information or
confusion at one level and operate on other levels instead. That is, when they are
writing initial drafts, they can temporarily sacrifice perfection at one level for proficiency
at another. For example, if they are unsure about a certain grammatical construction or
choice of wordé, they are willing to put down the closest thing that comes to mind, mark
it for later review, and go on expressing the ideas they want to cover. When writing in a
foreign language, they may make notes in their native language to express a concept for
which they do not know the words in the target language and look up the words later.
Less proficient writers in this same predicament might reach immediately for a dictionary
and most likely lose their train of creative thought in the process. Cohen thus argues

that students should be encouraged to get their ideas down first, and then edit later as

part of learning to juggle the three levels of writing.

If we are frustrated with our students’ writing in Russian, (disappointed with
everything from their penmanship to their spelling to their ability to put thoughts
together), we must keep in mind that many of them are struggling similarly in their
native language. One need only chat with the instructor of a freshman-level English
class to understand that the problems are not lirhited to the foreign language classroom.

In some cases, we may confound the student’s difficulty in Russian with a general
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deficiency in writing ability. We cannot take anything for granted, and sufficient aid
must be provided for students learning to write. The computer may be of additional
assistance in this area.
4.9.2 Handwriting and Typing

As mentioned in section 4.2.1, the computer can be used to show students how
to properly form handwritten versions of Russian letters, and an example of this may be
found on the diskette which comprises the pocket materials. Where the textbook, with
its reliance on static pictures, must break down letters into the strokes necessary to make
them and arrows to indicate the direction each stroke should take, the computer can
show how each letter is formed in a more direct way, using an animated presentation.

Hand-held computers such as the Macintosh Newton® are programmed to
interpret handwriting and convert it into typed letters. However, such a utility would be
of limited use in teaching handwriting. The reason is that such conversion programs
must be trained for a certain amount of time to interpret. the handwriting of a given
individual. It certainly would not be useful for the computer to learn to recognize
Russian letters written by non-natives which Russians might not accept or recognize.
Therefore, the electronic textbook will not evaluate the handwriting of students

(especially since this would involve the use-of -an-input-device-which is generally not

included with desktop computers as standard equipment). Students will have to print
out handwriting worksheets and turn them in to the teacher for evaluation.

Important as the handwriting skill is, the typing skill cannot be neglected either,
since it is the primary way students will interact with the electronic textbook. An
increasing number of students have good keyboarding skills, but others still type
slowly, even in English. Typing will be eased by the use of a homophonic keyboard
(where ¢ is typed with the F key, ¢ is typed with with S key, and so forth). However,
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learning the location of characters with no English equivalent (such as &, 111, 10 and )
remains a challenge. The electronic textbook will make available typing games and
exercises to help the students become familiar with the keyboard and build reasonable
speed in their typing as they learn the alphabet.

4.9.3 Translation

Is translation a useful learning tool? Various arguments have been leveled
against the use of translation in the communicative curriculum. Some say that
translation exercises encourage students to continually translate from the native to the
target language, and never learn to think at all in the target language. It has also been
suggested that translation (depending on how it is defined) is not a natural human
linguistic process and that therefore it should therefore not be used as part of the
language learning curriculum.

Part of the confusion on this issue stems from the fact that there are at least two
skills which we refer to as translation. True translation is intended to recreate not only
the meaning, but also the feeling and style of a text in another language. This often
requires substantive changes to the grammatical structures. Professional translators
exercise poetic and artistic license in order to make the resulting text approach the

original in its overall effect. Trainingin-this skill is clearly beyond the scope of a first-

year textbook; this is not the type of translation we are asking students to perform.
When we ask beginning students to translate, what we are really asking is that
they write full sentences in the target language. We want them to show that they can use
lexical, semantic, syntactic and cultural concepts simultaneously. (Fill-in exercises,
discussed in sections 4.4.2.3 through 4.4.2.6, ask students to perform only a subse.t of

these skills.) We are asking them to demonstrate mastery of these skills, not to create a
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piece of art. Therefore, the skill we want students to perform is inherently different in
its end goal.

Translation is a complex skill, requiring knowledge and some mastery of
grammatical, lexical and cultural information. However, since the content is already
provided, it presents a less difficult task to the student than creative or expositional
writing does, which is what students eventually need to learn. If we view translation as
a transitional exercise to be performed between short fill-ins and true compositional
writing, it is clear that it is an activity which still has a place in teaching languages today.

As was discussed in section 4.4.2.7, many of the newer textbooks present
translation exercises on a limited basis, but refrain from referring to them as such. But
the exercises in books like '0J1oca and Face to Face do differ from the ones in older
textbooks, such as Clark. They do not use a stilted version of English to encourage the
use of various Russian structures. They use translation as a tool to further
communicative competence.

4.9.4 Guided Writing

Just as spoken conversations can be guided, so can writing exercises.

Underwood’s dialogue-writing exercise (discussed in section 4.7.3) provides such

guided writing opportunities. Underwood suggests that this sort of exercise can also be

performed by individual students on the computer as a writing exercise. Once students
have written conversations based on the cues, they can compare their versions with
idealized ones pre-stored on the computer and then make changes as necessary.
Students could also send their conversations to one another for comparison. Another
writing exercise suggested by Underwood involves asking students to read a story and
retell it in their own words. Again, the students can compare their versions to those

stored on the computer or to those of their classmates.
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4.9.5 Computer-based Creative Writing

The use of the computer to exercise free writing has been addressed already in
sections 1.5.4 and 2.4.1.3. Suffice it here to say that the computer can be used to
stimulate the creative and correct use of language.

One alternative to the microworld approaches discussed previously (section
2.4.1.3.1) is the approach of Underwood’s Questions (1984). Here, the computer has
information about a room with certain furnishings, but the student cannot see the room.
To find out what is in the room, the student must ask questions:

Student: Are there any chairs?

COMPUTER: Yes.

Student: How many chairs are there?

COMPUTER: There are three.

Student: Where are the chairs?

COMPUTER: Two of them are under the north window, the other is to the left

of the fireplace.

Student: Is there a table in the room?

COMPUTER: Yes. (p. 72)

A possible extension of this exercise Would ifivolve the objects appearing on the screen
as they are mentioned and being placed in their proper places as the correct locations are
identified.
4.9.6 Compositions

Students can use the computer to write compositions or to make entries into a
daily journal. The computer is a convenient medium for this work, because it allows
students to submit a copy of their work automatically to the instructor or to fellow

students for comments and evaluation.



296

The daily journal gives students the opportunity to write on a regular basis. This
journal need not be corrected by the instructor. Rather, it should be a place where
students can experiment with the language as they please. This means that they may use
vocabulary with which they are not yet comfortable, such as words they have looked up
in a dictionary. Students may also take this opportunity to experiment with grammatical
structures which they have recently learned. Whatever use they make of the journal, it
should be a place where they can play with the language without fear of adversely
affecting their class grades. If they want the instructor to make comments on the
grammaticality of journal entries, they may request it, but in general, the journal is not
intended as a graded activity.

Topics for journal entries will be suggested by the electronic textbook, but
students will always be free to write on topics of their choice. The entries themselves
need not be very long, only a few sentences. The main point is to encourage students to
use the language on a daily basis for their own purposes, instead of always using it to
fulfill the course requirements. This should help them to consider the use of the
language as a real-world task, instead of as an academic one.

4.9.7 Electronic Communication

It could be argued that-the computer itself has blurred the line we have
traditionally drawn between written and spoken language. In the chat environment of
the Internet, people can communicate in short written exchanges in real-time. The effect
is similar to that achieved by people passing notes to one another, as they are likely to do
in meetings or classes. The difference is that many people can be involved in the
discussion and that the participants may be separated in space (and even in time). Due to

the immediate nature of the responses, much of the formal nature traditionally associated
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with written correspondence is lost, and many of the conventions of spoken language
are adopted in their place.

As was discussed in section 2.4.1.3.2, the computer can be used in chat or
MOO/MUD environments to connect learners of the language to each other and even to
native speakers of the language. They will practice writing the language to each other.
The immediate nature of the exchanges will help them learn to be spontaneous in their
use of the language and value semantic content over grammatical form. This is good
practice for them, since much of their other work will concentrate so much on correct
grammar. Therefore, the computer can be used to help students master the
communicative aspect of the writing skill as well as provide students with the
opportunity to get to know native speakers of Russian through the intermediary of the

computer.




Chapter 5: Demonstration and Conclusion

The goal of this dissertation has been to determine what the Russian language
textbook of the future might look like, given the strengths of the computer and the
results of research into language pedagogy and computer-based education. It is not only
possible to envision the textbook of the future--it is vital to the future of language
education. What has been proposed here is one possible view of the future of
education, its form guided by the results of research on computer-assisted language
learning. The vision presented here is a well-organized multimedia presentation of
educational materials.
5.1  Available Technology

The majority of the tools necessary to create the textbook proposed here already
exist. Software such as Macromedia Director®, Authorware® and Apple’s HyperCard®
can be used to present the materials outlined in the descriptions of the exercises and
presentations of the electronic textbook. But other, more versatile software, j.ust now
coming into widespread use, is likely to supplant these existing packages.

In order for the electronic textbook to be widely used and accepted, it must be
able to transcend platforms. That is, it must be as accessible by the user of a

Macintosh® as it is to the owner of a machine running Windows®. The Internet and the

software packages and computer languages associated with it will play a key role in
making the electronic textbook such a universal application.

The Internet, including the World Wide Web, is an arena which truly crosses
platforms. People working on Macintoshes can successfully send electronic mail to
others using Windows-based machines without making allowances for this platform

difference’. Pages on the World Wide Web can be read by anyone with a browser, and

31t is true that the encodings of special characters used in foreign languages differ across platforms.
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browsers such as Netscape and Mosaic, as well as web page creation programs, are
available for all platforms, in some cases at no cost. Programming languages such as
Perl and Java are being used to bring more multimedia capabilities to Web pages. In
addition, the Web is becoming increasingly more interactive, allowing users to run
searches or to submit information. The World Wide Web is becoming an increasingly
more attractive home for the electronic textbook. It provides more flexibility than CD-
ROMS, which, once “burned” (or pressed) cannot be changed. Placing the textbook on
the Web also means that users have easy access to it, since it does not require a
password in order to use it, as is often the case with materials housed on regular
mainframes.

The Web continues to evolve as a resource. Every day, new programs make it
possible to deliver more innovative, interactive educational materials across platforms.
The tools available now, in May 1996, will very likely appear extremely primitive to us
in just a few years (or even months) from now. The world of electronic communication
may experience yet more changes before the textbook of the future comes to light, and
its creators must therefore be extremely flexible as they work.

5.2 The Demonstration

s i

The diskette (see pocket materials) which-accompanies-this dissertation contains
several demonstrations of software described here. It is clearly outside the scope of the
dissertation to create any substantial portion of the envisioned electronic textbook.
However, certain demonstrations have been included in this appendix to illustrate some

of the capabilities of the electronic textbook.

However, the advent of the universal encoding system, called Unicode, should be of great assistance in
this regard, eliminating the different systems in the future.
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Some of the teaching approaches discussed in this dissertation could indeed be
delivered via paper-based or in-class presentations. However, they may not be in
common use aé part of the everyday teaching for a variety of reasons. Some simply
demand the manipulation of too many items: a large number of pages, color
photocopies, or simply too many pieces to be effectively handled in the classroom.
Tasks which fit this description can be handled much more effectively by the computer.
On the other hand, extremely dynamic presentations and exercises, such as those which
provide extra information or help at the student’s request, or give specific feedback in
response to student errors, are not viable as paper-based homework. While such
exercises are theoretically possible as one-on-one exercises, teachers do not have
enough time to give such personal attention on a regular basis. But the computer can be
ready to perform such tasks whenever the student is ready to take them on.

The demonstrations included on the diskette have been written in HyperCard and
therefore may only be run on Macintosh machines equipped with HyperCard or
HyperCard Player. This does not mean that the electronic textbook will be HyperCard-
based; the demonstration uses HyperCard because it is the application with which the
author is currently most familiar.

One of the modules in the appendix is a handwriting demonstration which was

described in sections 4.2.1 and 4.9.2. It is a dynamic presentation of the formation of
the letters of the alphabet. Instead of trying to see tiny numbers and arrows pointing out
stroke order and direction, students can see the writing of each of the letters on the
screen, and then try to write them on paper. (One might consider letting them trace the
letters on the screen using the mouse, but the mouse is a very awkward tool for this sort
of work. Therefore, it is probably better to let students write on paper, as they would be

asked to do in reality.)
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The demonstration of dragging (discussed in sections 2.4.1.1.2 and 4.8.5) is
presented in both the module entitled “Dragging” as well as the “Reading” module.
Dragging can be used to create sentences from a set of words or a coherent text from a
set of sentences. This sort of task is awkward to execute with paper-based materials,
since it requires odd tasks such as cutting the words apart so that they can put together
or drawing lines to indicate a match between two pieces of information. The click-and-
drag function of the computer makes such an exercise feasible and quick to perform.

The computer also makes the use of pictures or videos as cues for exercises
possible, as discussed in se_ction 1.5.5.3. The demonstration called “Sentences” asks
students to construct sentences based largely on pictures. Tracking of student responses
is also demonstrated in this section, showing how numerous incorrect answers of a
single type can be counted and then lead the computer to provide a review module
addressing a specific problem. These techniques were discussed in sections 1.4 and
2.5.5.1.

The demonstration on imperatives shows how the computer can present new
materials in a graphic and interactive way which is very different from what a paper-
based presentation can provide. This type of presentation was discussed in sections

2.2.1.1 and 3.3.2. The advantages-of- presenting-new materials in small doses was

discussed in section 2.2.4, and this demonstration shows how students may be
gradually led into the cormrect construction of the forms of the imperative mood. In
addition, this presentation is based on the student’s prior knowledge of present tense
forms to construct the imperative. This use of prior knowledge to construct new
knowledge was discussed in section 4.4.1.3.

Finally, the hypertext approach will be demonstrated in the section on

“Reading”. The strengths of hypertext were discussed in sections 2.2.2.3 and 3.1.2.3.
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Here, hypertext will guide the student in the reading of a poem. Poems are particularly
problematic to the beginning reader of Russian due to the free word order which is
commonly used. The hypertext approach allows students to see information about each
word and how it relates to the other words in the poem. The poem is introduced by a
sequence of questions and comments which help the student to think about the topic of
the poem before reading even begins. The use of advance organizers such as this was
advocated in section 1.2.1.
5.3  Beyond the Textbook

Providing students with a textbook which uses the latest teaching technologies
does not guarantee them a good education. One lesson which teachers and textbook
designers must keep in mind is that no materials, no matter how well constructed or
uniquely suited to the level of the learner, will be successful if students do not have a
desire to learn. All new teaching methodologies and approaches which promise to create
competent users of a language are doomed to failure if students are not willing
participants in the learning process.

Another important ingredient for successful learning is the cooperation of a good
instructor. By themselves, no materials, not even those provided by the electronic

textbook, will motivate all students-to-learn. - An~~~active~aridﬁﬁygl\(ed teacher can do

much to create willing learners. Many learners will look to their teachers and fellow
students for inspiration and courage in the process of language learning. The teachers
must be sympathetic to their needs. Even more importantly, they must be familiar with
the materials which the students are using. If they are not, they will be much less
capable of addressing the questions which students will raise during class time.

The electronic textbook is also intended to be flexible and usable in a variety of

ways. Instructors should be allowed to select which portions of it they wish to use, to
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ignore other sections and to add or modify modules as their needs dictate. This is not a
new idea; instructors have always been free to use paper-based textbooks as they see fit.
The electronic textbook, however, has the capability to go further in this regard. The
materials instructors add to the textbook will not be peripheral or supplementary from
the point of view of the student. From the students’ point of view, they will blend in
and be just like the other textbook materials. Compare this to the photocopied handouts
which often comprise the supplementary materials used by teachers today. These
materials are easily misplaced or destroyed and are often kept separately from other
course materials. In addition, the electronic textbook makes it very easy for other
instructors to examine and use new materials designed by other instructors, even if they
are are employed at a different institution. In other words, the electronic textbook will
be a collaborative effort of a great number of people. It will be a living, changing entity,
not one fixed in a single form.

Another lesson which must be learned is that just because a technology or
learning exists does not mean that it must be used (Pennington, 1993). Methodologies -
must be appropriate to the audience and the overall style of teaching. Trying to force a

teaching technique into a situation where it is not appropriate does not make better

teaching. Indeed, as we have seen, some uses of techrology may be counterproductive

to the learning process. The on-line dictionary as it is normally envisioned is a good
example. While today’s technology could allow students to click on a word and
automatically see a translation, does this utility really help students learn the language?
It may help them read in the text in question, but will they retain this information for
later use? If the answer to these questions is “no,” then we must question the value of

such a function as an educational tool. The tools which we provide to the learners of a
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language must help make them more active and productive learners, not more passive
ones. This question has been posed throughout the sections of this dissertation.

Another goal of this dissertation has been to demonstrate a number of teaching
approaches to accommodate a wide variety of skills, talents, goals, and expectations
about language learning. A wide variety of approaches gives individual learners the
opportunity to learn in a way that suits them best. Individuals each learn in their own
way, and every student brings different experiences to the learning process. The
textbook of the future must, to some extent, adapt itself to the needs of each individual.
Again, while teachers can do this one-on-one with students, there is often not enough
time to do so. Paper- and tape-based materials are too inflexible for such an approach:
hundreds of pages and hundreds of minutes of tape would have to be provided for each
student in order to provide the individualization which the computer can provide.

A great deal of research remains to be done in the fields of language pedagogy,
computer-based education and computer-assisted language learning. In fact, many of
the questions which have been considered in this dissertation have yet to be definitively
answered by the research literature. The electronic textbook promises to be a great help
in pursuing research in these areas. The textbook can be used as a laboratory, treating

students to a variety of educational-approaches—and-recording the results. Such

experimentation need not interfere with normal student work. The results can be later
used to create more appropriate and useful materials. In this way, the electronic book
will serve as a laboratory for the improvement of language teaching.

As difficult as it is to imagine the structure of the textbook of tomorrow, the
shape of the university in which it will be used is even more difficult to envision.
Today, the draw of distance education is becoming stronger. An increasing number of

university students today do not fall within the traditional 18-to-22 age range. That is,
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many of today’s students start their university studies later and take more than four years
to graduate. Nor are these students devoted entirely to their studies; most of them have
jobs and families which demand much of their time and attention. They also have
different expectations of their university experience than do younger students. Instead
of a general education, they may be seeking specialized training in one area. In other
words, the needs of the student populatidn are becoming increasingly diverse, as Brecht
and Walton (1995) point out, and they are looking to educators to serve these needs.

At the same time, universities nationwide are experiencing a scarcity of funding.
Both teaching faculty and support staff are being cut. The long-term effects of the
changes currently taking place are unpredictable. Contact hours between students and
instructors may be reduced, in theory allowing instructors to teach more classes and to
serve more students. Students may find that the Internet is the only way to reliably
communicate with their instructors. Although it is not the intended use, the services of
the electronic textbook may be seen as a way to make up for that lost contact time. In
addition, computer-based distance learning will likely continue to grow. Since students
in these courses meet with their instructors rarely (if ever), the importance of computer-
based communicative activities will be even greater than in more traditional classes.
This would be an ideal situation for the electronic textbook.——

It is clear that the electronic textbook cannot be created by one person working

alone. It requires the expertise of a number of people: native speakers of Russian,
teachers of Russian, specialists in the areas of interface design, graphic artists, not to
mention specialists in language pedagogy and educational technology. Some individuals
would be capable of playing more than one of these roles, but in general, it will be only

via team effort that the electronic textbook will ever become a reality.
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One of the most exciting promises of the electronic textbook is its capacity as a
laboratory for further research. As was mentioned at various points in the dissertation,
there remain many questions of language pedagogy and computer-assisted language
learning which warrant further research. The electronic textbook will provide a forum
which will allow such research to take place. The results of this research will affect the
future look of the electronic textbook, allowing it to change as necessary.

5.4  Conclusion

The principal aim of this dissertation was to examine research in the fields of
language pedagogy, computer-based instruction, and computer-assisted language
learning and to apply this information to the Russian language first-year teaching
curriculum in American universities in order to determine the shape of a computer-based
textbook of Russian. This electronic textbook, which is the logical next step for
language education, will incorporate the technological advances to which our students
are becoming increasingly accustomed. It will integrate a wide range materials in a way
not possible with today’s media. It will provide a laboratory for future research into
language education. Finally, it will represent a plastic, ever-changing entity which
individual instructors will be able to modify as the needs of their students change.

Technology today is advancing at an-astounding rate.- Better hardware and

software packages are being developed every day. Unfortunately, educators have been
very slow to integrate these new tools into their teaching. Part of the reason for this is
that it has not been clear how the technology can best be used to promote better
education. It is not acceptable to simply use technology in teaching merely because it
exists, or because it provides monetary gain. The use of technology must be principled.
This dissertation has examined the new technology, as well as the wide body of research

on learning, in order to provide guidance into integrating technology into education.
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With the help of knowledge roadmaps such as this one, teachers will follow a clearer

path into the future of education.
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Appendix A: Contexts for Conversations

List of Generic Cultural Contexts (from Benevento, 1984; original source: Indiana
Department of Education and Indiana University Office of School Programs, working

document, 1983.)

Travel/Transportation
Long distance travel

Travel within a country

Getting around in a city

Obtaining lodging

Famous places to visit

Foods and meals outside the home

Shopping/Money

Telling time

A trip around the target-language speaking
world

~ School

The classroom

The educational system
Levels
Courses of study
Grading/Promotion

Extra-curricular activities

The Family and the Home
Family relationships
Living quarters

Food and meals
Celebrations/Outings
Beliefs and values

Family responsibilities

Politics and History
Form(s) of government
Highlights of history
Famous historical figures

The Target Language in the World
Geography

Ethnic influence in the U.S.
Political influence
Economic/Scientific influence
Linguistic influence

Cultural influence

Fine Arts

Literature: Authors/Poets/Genres
Visual arts/artists

Dance

Music: Composers, Performers
Folklore

Film

Youth
Roles of children

In the family

In society
Children’s toy/games
Boy-girl relationships
Expectations




World of Work

Professions and jobs

Work ethic(s)

Places of work

Products and services

Careers involving foreign-language skills

Leisure Time
Vacations

Sports

Concerts

Drama

TV/Radio

Parties

Spare time at home

Meeting Personal Needs
Telephone

Shopping

Obtaining services

‘(Small talk”

Expressing emotions/feelings
Understanding nonverbal language
Clothing
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Appendix B: Word Frequency Counts

This appendix contains the word frequency list which was compiled from the three word
frequency counts as discussed in section 4.3.1.1. In the tables following, an indication
of III next to a word indicates that it occurred in the the Shteinfeldt list, JT signifies the

Lonngren list, and 3 represents the Zasorina list.
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