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Azitt kÖvetkező írások egy tÖbb éves kutatiís összegezéseként jottek létre,
és 1992-ben jelentek meg e€y kÖzel háromszáz oldalas kiadványban C.omparative
Analyses of Case Studies on Mother Tongue Education címmel Hollandiában,
Enschede-ben. a vALo-M kiadásában. A kÖtet hét ország iskoláiban (belga.
holland, o|asz, angol, magyar' német és svéd) végzett kutatásokat foglalja {issze,
elemzi' értelmezi a komparatív pedagógia módszereivel.

Az IMEN abból a célból jött létre, hogy áttekintse az anyanyelvi oktatás
helyót. cél.iait dokumentumait (tanten,ek. helyi programok)' a tantermekben folyó
tanítiísi-tanulási folyamatokat, az oktatas módszereit, eljárásait, a gyakorló
tanárok tevékenységét. e tevékenység reflektíiását Európa országaiban. A kutatás
az iskolaszociológia módszereivel folyt, és alapul szolgált arra, hogy a terepen
gryűjtott dokumentumok alapján kiterjedt képek kapianak a kutatók az anyanyelvi
oktatás változatairól. és azokat összehasonlítva kultinbtiző modellekbe rendezzék
a tapasztalataikat.

A kutatásban részwevők Európa különbÖző egyetemeinek oktatói,
pedagógiai intézeteinek munkatarsai. illetve gryakorló tanárok voltak. A há|őzat
munkájában 1984-1989 k<lzcitt a vasfüggÖny mÖgÖtti országok kcizul csupán
Magry arors zág v ett r észt.

Az itt következő tanulmányok, tanulmányrészletek a magyar.angol
projekt anyagait" illetve az azokrő| írt elemzéseket' reflexiókat tartalmazzák. A
kutatás 1988. február és 1989. június közÖtt zaj|ott, és három részből állt' 1988.
februárjában Stephen J. Parker érkezett Magyarországra' és egy héten keresztül
látogatta az őráimat (angolul: Veronika Kiss-Spira) az ELTE Ságvári Endre
G;rakorlóiskolában (ma Trefort Ágoston Gyakortóiskola). magxrófelvételeket.
inter1úkat készített egy előzetes ,,pilot study'' számára, 1989. áprilisában én
kutattam két hétig Angliában. Norwichban a Hellesdon High School anyanyelvi
óráin' amelyeket Sheila Robínson tartott I3-|4, illetve 14-15 évesek számára' M
órákat rÓgzítetttrk. interjuk készultek. megismerkedtem az állami és a helyi
tantervekkel, a vizsgakövetelményekkel, másolatokat készítettem a diákok írásbeli
munkájáról. l989. május-.iuniusban ismét az én óráimon fol1.t a kutatás azELTE
Gyakorlóban' Az angol kutatók Budapesten is a 13-14, illetve a 14-15 éves
korosztály óráit dokumentaltak.

Így készult el végül Stephen J. Parker és Veronika Kiss.Spira közös
munkájn. az Enstand.Huaga4l- amel-v: két riszből á1l. AZ eg-v.ik Stephen J-
Parker The English Perspective in the Comparative Research Study England -
llrrnc'grr, Á mácik. Verrlnilrg Piicq.Snirs' ,4 Pptwlyt {rnu th,, Hungllyj.,ln^ -^ - - . -  * r - - - '  ' - * r - "  J ' ' " -
Perspective on the Oomparative Re.yearch Study England - Hungary.

E két tanulnráni.t ksleti a k$t€t két elenrzese. Az egi..ik Hug'o de Jsnglre :
England Hungary. Field structetre című tanulmánya' A másik Sheila Robinson:
Engírlnd Íiungary. ÁnaÍysis oi Two Fragments címü irása.
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England-Hungary

A Report from the Hungarian Perspective
on the Comparative Research Study
England - Hungary

Veronika Kiss.Spíra

Introduction

1.1 Preliminary notes

The summary of Lhe research procedure, the review of textual differences, curriculum,
timetable etc. are written in Stephen Parker's report (this volume). The data summarized
there are not repeated in üis report.

1.2 Information on the research in England

The research in Hellesdon High School, Norwich was made by an English and a Hungarian
researcher, Stephen Parker and Veronika Kiss-Spira, the teacher was Mrs. Sheila Robinson.
The research began on l0th April and lasted till 2lst April. During this period the Hungarian
researcher visited 12 lessons: 7 English (three 3F and four 4I), 2 Drama (3F, 3G), I French,
I Chemistry (Science) and I History lesson. She made interviews with Stephen Parker, with
Sheila Robinson, the teacher of üe observed English lessons, with Mr. Geoffrey Lloyd the
headmaster of the school and a series of interviews were taped with the pupils of both
observed classes. The Hungarian visitor spent a double period to walk around the school. She
could get a glimps on almost all the activities üat were simultaneously on in the school.

13 Summary of collected data on the English context

l. Taped 7 English lessons, three with class 3F (non- or pre-GCSE form), four with class
4I (a GCSE form); and one drama lesson wiü 3F

2. Transcript of 3F English Literature lesson of l4th April (Poetry)
3. Transcript of 4I English l.anguage of llth April (Bias in Language)
4. Teacher descripüon of aims for seven lessons
5. Teacher evaluation of seven lessons
6. Teacher log of work covered in English in class 3F 1988-89
7. Teacher log of work covered in English in class 41 1988-89
8. Xerox copy of 9 critical appreciations on Beach of Stones (a poem by K.C. Holland)

written by pupils of 3F
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9.

t0.
I  l .
t2.

13.

Xerox copy of four folders with different written works made during the 1988-89
school year by pupils of form 3F wiü an average size of 20 pages each
Taped interviews with pupils of the classes 3F and 4l
Syllabus for GCSE 1988 London and East Anglia Examination Board
Three examinaúon sheets for (written) GCSE: one for English Literature 1988 Summer,
and two for English Language January 1989 (London and East Anglia Group for GCSE
Examination)
Xerox copy oí a folder of written course work for GCSE made by a pupil of Hellesdon
High School in 1986-88 (in two volumes 20 written pages each)
An information booklet about Hellesdon High School in 7 pages
A hand-out of subject choices at Hellesdon High School in 4 pages
Curriculum analysis, lay-out form and sbtistical return of 1988-89 Hellesdon High
School

The main differences in the school svstems of
England and Hungary

Hungary: When üe research was done there was a centralized both input and output
regulated school system in Hungary. The centrally planned curriculum prescribed more than
2l3rd oÍ the whole teaching material with compulsory authors and titles. There was only one
series of schoolbooks in use authorized by the Ministry of Education. These were vinually
the last days of the communist rule in Hungary. Now the situation is changing, Hungary has
a new govemment, a free elected parliament and there are a lot of new private schools,
church schools (catholic, evangelic, Calvinist, Jewish etc.) already with different curricula
and schoolbooks, a pluralistic, open and output regulated school system has begun to
develop.

England: The research took place at a üme when the new National Curriculum had been
introduced. The curriculum of the English subject was not ready yet. It was the third year
of the new examination system GCSE. The whole secondary education was in move. The
teachers were anxious about the growing involvement of the authoriües in the work of the
teachers, the centralization of educaúon and the lessening of democracy.

The educational system was in move in both countries during the research, though the main
trend of changes was different. While in England a centralization took place, in Hungary a
decenualization was to come into operaüon' While in Hungary the democratization will take
a long üme, in England the cenualization did not change the ess€ntially and dominantly
output regulated system.

3 TeachÍng English in Hellesdon High School
The observed teaching process in form 3F and 4I

3.1 The pattern of the English lessons

English was taught on 3 double lessons a week in Hellesdon High School, that lasted 70
minutes each. A lesson generally included three or four different phases in Sheila Robinson's
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pracuce:
l. Fifteen minutes: a topic that was begun some lessons ago. E.g. working with fiction

a. reading some pages
b. discussion on the figures, the situation of the newly read excerpt etc.

2. Working on a second topic. E.g. silent and individual writing of an essay, of a pastiche
connected to another unit etc.

3. A new subject e.g. poetry
a. the pupils get a xerox copy of a poem
b. individual reading
c. üe teacher reads the poem up for the class
d. class discussion: what the poem is about
e. working in groups - discussion, trying to come to a consensus, writing the results

in 2-3 sentences
f. reading the short texts up íor the whole class
c. preparations for an individual written interpreution that will be written paíly at

home, partly in the classroom.
4. Some information on the objectives of the following lesson.

So the main didactical pattems oí an English lesson observed in Hellesdon High School
were:
a. individual si lent reading, writing
b. class teaching, class dÍscussion
c. working in groups - reading, talking, writing together
d. reading up own or group made texts.

Dominating elemenB of communication were:
l. the teacher is speaking in the Z3rd or 3/4th oí the lesson
2. the pupils are writing or reading up their written works.

3.2 The main products of English lessons

The main products were the dift-erent written composition essays (discussion essay, argument
essay etc.), critical appreciations, analyses of different works of literature, pastiches, own
verses, journal enlry etc.
The following written works were done by the pupils of class 3F during the school year
1988.89 üll April' the time of the research. (The list of written works was made by Louise
Drake, a pupil of 3F):
l. l6th September: "An extract from my imagined journal for my future grandchildren"

(2 pages and a drawing)
2. 30th September: "Our School" - a poem in 30 lines
3. History of latin letters in a trble and drawings
4. l4th October - (assessment): "Some thoughs about the development of our language

and literature" (5 pages with a series of illustrations, e.g. a drawing of a bison with a
title: "Early man's painting of a bison", hieroglyphs (a monkey and a grasshopper),
three cuneiform shapes, four letters from the phoenican and latin alphabes)

5' Poetry of Geoffrey Chaucer - 8 lines by G.C' and l and ll2 pages of iníormation about
him and the Anglo-Saxon üterature, its language' codexes and the beginning ofprinting
books in England

6. An illuminated letter (a capiual "L" with a rose)
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1. 27th January (Literature Assessment) with the title: ,'Imagine you aÍe a literature
reviewer you have to write a review of 'Summer of my German soldier' for your
newspaper or journal" (4 pages. The novel is by Bette Greene)

8. 6ü February - a copied Anglo.Saxon Riddle Poem with different notes written by the
pupils around iu alliteraüon, caesura,4 heavy beats per line . stresses, double banelled
words etc.

9. A pastiche of Anglo-Saxon Riddle poems with illuminated letters
10. During the research was written: A Critical Appreciation of 'A Beach of Stones' by

Kevin Crossley Holland (3-4 pages as an average).

The following written works were done by the pupils of class 4I during the school year
1988.89 üll April (by the folder of Michelle Briggs 4I):
l. September - GCSE English Unit

The task: creative writing
The üt]es for choice:
a. Write a short story in which one person is characterised vividly.
b. Write a chapter of an imagined novel, in which one character is revealed strongly.
c. Write a short story in which one character pervades the story for some reason.
The second point is worked out in four pages with the tiüe: 'Dilemma'

2. l2th October: Write a description of someone famous, or someone well-known to the
class (without saying who they are). It was written in 50 words

3. A film Review: Far from The Maddening Crowd (150 words).
4. November - GCSE Unit

The task written and handed out by the teacher: Having read again to the end of
Chapter 4, make some prepÍrralory notes about how Gabriel oak and Bathsheba
Everdene are revealed as characters so far. Then write a two-part unit:
Gabriel, from Bathsheba's point of view
Batsheba, from Gabriel's point of view
and think about: your point of view
Hardy's point of view
The two compositions written by üe pupil come to 2-3 pages each

5. Poetry
a. A composition in ?20 words on "Poetry. Ulysses by Tennyson"
b. A poem written by the pupil "I am part of all that I have met" (29 lines)

6. January GCSE Unit Drama
a. The task; ''In 'The Crucible' Arthur Miller shows us a pÍocess by which people

confess and accuse others making reference to particular scenes and characters in
any way you find relevant"
Solving the task: A whole page diagram of the course of events

b. Romeo and Juliet - The Prologue. A 170 words review of this sonnet
c. Guide to Romeo and Juliet. A diagram of the Act I

7. Joumal Entry: "Drama workshop" (250 words long).

33 The teaching material

The teacher does not use school books, she collates different hand outs or us€s books, novels,
drama etc. In her choice there are a lot of motives:
- her experiences - what do the pupils like to read and work with;
- her literary taste;
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- lists of the examination boards:
- a wider professional consensus;
- an agreement in the English depaÍtment of the school.

It is very difficult to decide which one is dominant, but I think that while all üe mot'ives are
very important' the leading one is the succes on the examinaüon.
The teaching material chosen by the teacher is well revealed in the above description of
written works done by pupils of 3F and 41, however here are some titles that were not
mentioned there (the sources aÍe t'he teacher's diaries of üe work done):
Poetry: Ulysses, Tithonus by Tennyson, There was a Child Went Forth by Whitman, Thunder
and Lightnings by Jan Mark;
Prose: Nazareth Pitcher by Geoffrey Grigson; Chutzpah by Jan Mark, Witches' Leaves by
O. Henry, The Egg Man by Janni Howker. They all served as examples to the discussion of
the theme: "Characterization and/or one chapter pervading the story" in 4l form.
During the school yeu 4I class watched three hlms and a theatre performance on the English
lessons: Zeffirelti's "Romeo and Juliet" and "Far from the Maddening Crowd" (a filrn with
Julie Chrisüe. Alain Bates); David Leland's ''Flying into the Wind'' and a performance of Tie
Theaue Group).
The teaching material is chosen for a longer time. The teacher works with the same novels,
short stories, poems and drama in every class oí a grade year and gives the sÍrme tasks its
well. (Examinaüon folders of l986-88 and the folders of 4I class. See section l.3, Summary
of collected daLa on English context 9 and l3).

3.4 Teacher's aims mentioned during the observed lessons

3F (non- [pre-] GCSE class)
- ''to enhance pupils' appreciation of Úre complexity oí a well written novel, and

therefore of literature generally;
- to encourage enjoyment in reading and 'ownership' of a text;
- to increase üeir confidence in dealing wit}r appreciation and criücism concept;
- to increase pupils' enjoyment of poetry;
- to try to emphasize the idea that a poem can be a deep thought contained in carefully

chosen, appropriate language;
- to increase their knowledge o[ devices which poets use in their discipline."

4I (a GCSE class)
- "to increase awareness of bias in language;
- to continue to develop appreciation of Shakespeare's writing:
. to increase appreciaüon and knowledge of English Literature, in panicular at this

moment, Shakespeare."

3.5 Authorities' aims

The aims declared by the London and East Anglian Examination Board conform to the
National General Criteria and the National Subject Criteria for English:

"Aims
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The syllabus aims to:
l. enable students to use English, in its spoken and written forms, to formulate thoughts

in speech and writing with a care for content, appropriateness and accuracy;
2. encourage students to read a range of material for a variety of purpose, which include

the understanding and enjoyment of works of literature, in whole or in part, and
response to oüer media.

Objectives
Candidates will be expected to demonstrate their ability to:
l. understand and convey information;
2. understand, select, order and present facts, ideas and opinions;
3. evaluate information in reading material and in other media and select what is relevant

to specific purposes;
4, articulate experience and express what is felt and what is imagined;
5. recognise implicit meaning and attitude;
ó. show a sense of audience and an awa.reness of style in a variety of situations;
1. exercise conuol of appropriate stÍuctures and conventions, including punctuaúon and

spelling.

The syllabus of Written English
Expression
Expression may be in a variety of written modes, such as narrative, discussion, description,
report, and may include dialogue and verse:
a. personal response to such stimuli as pictures, music, poetry, prose;
b. description of and rellection upon, personal experience in narrative, anecdote or

autobiography;
c. fictional or imaginative accounts and description;
d. writing which conveys an attitude or aims to evoke a mood;
e. objecüve description or explanation of processes from knowledge and experience;
f. accounts or explanations of how problems might be solved or tasks performed;
g. discussion of issues, exploration and evaluation of arguments, presenbtion of opinions

or conclusion, persuasion from differing points of view;
h' communicaüng sensitive and informed response to a wide variety of reading materials.''

3.6 Comparison

Comparison of teacher's aims and classroom practice and the aims and objectives of the
syllabus for GCSE published by the London and East Anglia Examination Board.

a. At the lrst glimps there is a considerable difference between the teacher's aims and the
aims declared by the examinaüon board. First of all the latter seems to lay more
emphasis upon communcaúon, non-literary texts and different media as music,
paintings, radio, tv, film, video etc. SR, the teacher never gave a non-literary text to the
children neither in the observed period of úme, nor in the whole school year according
to the available and cited documents. She didn't mention other media than üterature and
films made after a book discussed in the classroom (I do not include here the drama
lessons). Almost all written and oral tasks were connected wiÚt literary texts. The pupils
had to write a paraphrase or critical' personal, creaüve response to literature,
descriptions, joumal entry, reviews, verses, pastiche etc. The main topic of analysis
were the genre, plot, characters of a prose or drama, the form and images of a poem.
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Consequently the difference seems to be considerable but it is apparent only. The
teacher knows well what the actual demands are. she can make a distinction between
words and reality. She knows from practice how much emphasis is really laid on the
written and the oral part of the examination, what kind of written course work is to be
handed in, what sort of tasks are given on the written examination under supervision.
If we analyse the examination sheets of 1988, 1989 we can see that the teacher
interpreted her tasks well. She prepared the pupils for the examination adequately,
namely all the tasks were connected with literary texts both on Language and Literature
written examinations. The tasks were: to paraphrase a text, to study the language and
form of a poem, write characterization, personal response to a literary text, discussion
connected to a novel or a short story etc. These usks are identical with those the
teacher gave lhe pupils in the two observed classes of the two grades.

b. Another difference is in the role given to writing and speaking in the practice of the
observed teacher and in the syllabus for the examination. Reading the syllabus one can
think that üe written and oral examinations take an equal part on GCSE while oracy
is surpa;sed by literacy in the researched learning process. On the observed lessons
pupils are almost never urged to speak loudly, spontaneously in well structured
sentences, or express their response to liCrary works in words. If they are called for
speaking, they do it in a very low voice and in few unconnected words only. The
development of oral communicaüon is present in group discussions only. Contrast
between examination demands and the classroom pracüce seems considerable but it is
üe surface again. Getting morg information about GCSE in practice one can see, that
really a considerable emphasis is given to oral course work and less to the oral
examination. The group discussions and pupils' performance on drama lessons are
observed and marked by the examination boards, but spontaneous oral answers to the
questions of the examination board about books or other topics is not obligatory. Pupils
can choose one more written exam instead oí it. Pupils I asked about this choice told
me that they would be afraid of any spont.aneous oraj communicaüon.
The observer can arrive at the conclusion again that the teacher works flust of all for
good results on the GCSE' Her teaching stÍategy' the texts she chooses, the tasks she
gives to the pupils Íue very much influenced by the demands oí üe examination, but
her interpretation of the teachers' role coníorms to the expectations of the whole
community: pupils, school authorities, parents etc. The interviews wíth pupils can
confirm this finding, too. They expect the teacher to prepare them well to the
examination and considered the main purpose of English lessons coming up to
examination boards and employers' expectations (cf. the interview with pupils raped
during the research). Another evidence of a consent in this respect is the information
booklet edited by Hellesdon High School where one of the most important information
on the school for the would-be clients are its GCSE results (Hellesdon High School
1988, November pp 6fr). lt, naturally, does not contradict to the fact that the teacher
works with a real ethos and she feels the honour of a work succesfully done.

3.7 Analysis of a literature lesson

One step more towards an interpretation: Analysis of an English Literature lesson on poetry
and the compositions written by pupils in connection with the teaching material of this
lesson. For transcript see Appendix l; for one of the compositions Appendix 4.
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3.7.1 Informatíon on the lesson

a. Basic data on the lesson:
- Date: l4th April 1989
- Class: 3F - non-GCSE or pre-GCSE class
- Unit: Poetry
- Theme: The Beach of Stones by Kevin Crossley Holland.
b' Didactical informaüon:
The place of the lesson in a wider teaching-leaming process: The lesson was planned in
advance and it was placed into a chain of lessons on poetry that began with the analysis of
Anglo-Saxon riddles and followed wilh the discussion on 'The Beach of Stones' by Kevin
Crossley Holland, the poet, the Anglo-Saxon scholar and translator (Appendix 2). The unit
was closed with a critical appreciation written by the pupils on the poem paÍtly at school,
partly at home.

3.7.2 The structure of the lesson

l. The teacher reads up the poem.
2. She tried to urge the pupils to give a sponbneous oral response to the poem.
3. The teacher wrote üe poem on the blackboard.
4. Analysis of images, metaphores, simili, the form of the poem (e.g. caesura). Class-work.
5. The pupils were working in groups and wrote a personal response to the poem.
6. One after one each group reads its short compositions on the poem up to the whole

class.
7. Some commentaries by the teacher after each composition.
8' Some remarks on the objecüves of the following lesson.

3.7 3 Interpretation

A statement for proving: The key to üis teaching process is the GCSE demands.
Evidences and arguments:
a. The lack of GCSE demands of knowledge of data and concepts has an effect on the

teaching process. The children are not motivated to remember different data and terms,
so every yeaÍ or almost on each lesson the teacher is obliged to give basic information.
On this lesson of l4th April 1989 on the Beach of Stones the pupils could only recall
and recognize very slowly üe caesura, alliteration and influence that they learned in the
near past in connection with the Anglo-Saxon poetry, and applied them already in their
pastiche. They can perhaps use them in practice but they do not remember their names
(cf. Transcriptions). The situation is worse in üe case of the metaphor, the simile and
the personification etc. They could not remember the term even though the teacher gave
them a direct hint: "Now can anyone tell me, what you call metaphor if it makes
something into a person what isn't a person really? Person. (...). Make up a word that
you think you've heard before beginning with the word 'person', to do with person ...
(Silence). (...I0 is called personification. (Caugh, smiling)". The teacher's opinion was
üat the pupils had never heard about that type of metaphor before. I have some doubs
about it because the pupils reaction seemed a kind of laugh at their unclevemess to
guess the right word.
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b. The predominance of writing over speaking is well recognizable on the lesson. It can
be considered an effect of the GCSE requirements, too. Since the main part of the exam
are written tasks, as we already have tried to prove above, the children do not strive to
express their thoughts in whole sentences, or well formed short speeches. The teacher
accepts the pupils' unconnected words as answers (cf. everywhere in the transcription).
The pupils have a lot of thoughts and ideas about üe poem but they are not trained to
express them spontaneously and orally. They can communicate about a poem only after
having written about it (cf. point 2 and 6: The pupils' |rrst reacüon to the teacher's
request for an oral response is silence at the beginning of the lesson. They can express
their ideas in written form only. Cf. Appendix I and Appendix 4).

The whole teaching process of the poem seems a consciously planned prepamtion for
the written and oral course-work of the examination. One of the units of the written
course work for GCSE is poetry üat has to consist of an essay and/or a personal
response to a literaÍy work and/or a verse written by the pupils etc. The main points of
analysis on the lesson harmonize well with the ones mentioned in the GCSE syllabus:
'.recognizing the effect on meaning oí such aspects as form, structure and organisation,
pace and conuast, phasing and idiom, figurative language." (Syllabus 1988, p.4).
This lesson is a preparation not only for the written but the oral course as well. Since
the examination boards observe and mark group discussions, listening to the ideas of
an interlocutor, response to other's opinion (and performances on drama lessons: cf.
Syllabus 1988, p.l3) these elements are exercised permanently on lessons. On page ll
of üe transcript there is a direct hint on this marking process as a part of the (GCSE)
examination.

3.7.4 A perplexity in concepts, aims and methods

A perplexity in concepts, aims and methods as reflexion of a lack of consensus in academic
areas (in aesthetics, in philosophy, in pedagogy etc.).

The main questions are: Is there any authentic interpretaüon of a piece of art at all? What
does it mean: a valid interpretarion? Where is the dividing line between an interpretation, a
reading of a text and a personal response? Are all readings equal? Does a reading need any
legitimation? In what extent is a literature centered (egocentric) and a reader contered
approach legitimate on mother tongue lessons? Is there any conuadiction between the open-
ended interpretations and the preparation for the exams? etc.

In this lesson we can grasp a lot of these perplexiües:
l. At the beginning of the lesson the teacher gave an emphasis to the open-endedness of

literary texts in contÍast to üe natural sciences and mathematics. She mentioned it as
a starting point in her syllabus as well. She claimed that all responses are conect and
there is nothing to do with arguing wiü them. The conect attitude is sharing our
responses with other people and listen to theirs in order to get a deeper understanding.
In one hand she really encouraged the pupils to express their thoughts in different ways,
she did not claim any interpretation as an authenúc one, moreover she withhold her
own reading of the text, too, in order to avoid any interference. But on the other hand
there was a contradiction between declared objectives and questions she put to the
pupils: "(...) try to think, wat is means, what it's about", "What the poet is watching
then in generally (...) what the poet actually watching happen?", "Can anybody else (...)
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tell me any other ideas or sights (...) the poet is having there?", "Can anybody suggest
to me, perhaps üe main thought the poet might have had when wrote this poem?'' (see
Appendix l). The questions Íue not directed to personal response' more over to the
reconstruction of the poet's intentions, however at the middle of the lesson the teacher
wants the children to write a personal response in groups. The questions are more and
more naÍTow' and in consequence of it the answers become shorter and shorter, more
and more rare.

The interprer,ation of genre "critical appreciation" by the teacher was a mixture of
personal response and a learned analysis, but it was not her mistake, it came from the
GCSE requiremens:
"The candidates can be expected to have demonstrated competence in:
a. giving an account of the content of lilerary texts, with detailed reference, where

appropriate, to narrative and situation;
b. understanding literary texts at a deeper level and showing some awaÍeness of ttreir

themes, implicaüons and attitudes;
c. recognising and appreciating speciíic ways in which writers have used language in

the text studied:
d. recognising and appreciating the significance of other ways (e.g. structure,

characterisation) in which the writers studied have achieved theiÍ effects;
e, communication an iníormed personal response to the text studied.'' (Final Approved

Version for GCSE 1988, p9).

An other contradiction: the critical appreciation the pupils begin to write on the next
lesson was not really an independent interpretation. Though the teacher did not reveal
her own undersranding of the text, she led the conversation on the poem up to the
images, the metaphorical language of the text, the meaning of the different images, on
the influence of Anglo-Saxon poetry etc. in the middle of the lesson during the class
work (point 4). The pupils repeated these observations suggested by the teacher in üeir
'personal Íesponse'as well as in their'critical appreciaúon'' We will cite the sentences
about üe first line of the poem only as a limited but clear prooí of this statement |trst
from the transcript of the lesson and than from pupils essays.

Excerpt from the lesson
''The fust word is síadium. Would you speak about what the word means to you? What kind
of picture it makes in your mind, why the poet should have viewed sand on this beach "That
stadium of roaring stones, the suffering..."?
Just say the word stadium is an image üat makes image in your mind. Now, why, anybody'
why do you think it's been employed there, what's the image it's panicularly calls in mind?
P: It makes football-crowd.
T: It makes an image of football-crowed. I think it's the íust üat does come to mind.
P: Concert stadium.
T: A concert sbdium where are big crowds like thar Mine's the same: It's a place where
big crowds are, lots of people, stand as stones. In our words ít's a large, noisy place like a
concert-stadium or football-stadium and you think of the people (...). What we will talk about
at the moment is the word 'sradium' and we've refened to that as it in fact do an image"
(Cf. Appendix l).

J .

98



Excerpts from pupils " cri tical app reciations'
W: 'That stadium oí roaring stones'' we think of a stadium a football stadium with roaring

fans enstead (sic!) of stones,
S: I think the poet is trying to make us think that the stones aÍe 'maybe people'. He says

this in many different ways. In the fust line he says 'that stadium of roaring stones'
when really there is no stadium. He is just trying to make us think that there is a
stadium. When I think of a stadium, I think of a big football crowded with lots of
people...

N: When I think of a stadium I see a big place with los of people and big crowds and
üere is lots of noise' The poet relates to this by saying: ''That stadium of roaring
stones". This is called imagery.

L: The very Íirst line 'That sradium of roaring stones' could give the image of fans at a
sports stadium roaring and cheering for üeir players.

S: 'The (sic!) sbdium of roaring stones'. What this brings to mind is an image of a
concert hall or stadium, for a football ground. I also think of the cliffs around the beach
as the stands. The stones being like people, cheering and shouting (...)

A: He also used metaphorical language, in his poem. He gives us an image of something,
in the poem, when really, that something isn't real. In the first line he says 'The (sic!)
stadium of roaring stones' where he's trying to make us think that the seaside is a big
arena.

G: I think what üe poet means or is saying in üe poem is that the earth is like one big
stadium filled with people who are sufíering and making each other suffer (...)
The devices üe poet uses are very gcrod. For instance the |rst one is using the idea of
the earth being a stadium with all the people inside.

R: The words írom images in one's mind especially in the |ust line; 'The (sic!) Stadium
of roaring stones,' reminds me very much of a football stadium with a crowd cheering
on Lheir team.

Summary: The children wrote word by word what they heard on the lesson. It does not
mean, that the pupils did not have any independent üought' but these ideas were
subordinated always to the interpretation heard on the lesson.

3.t Analysis of a language lesson

One more step forward: Analysis of an incident of an English language lesson on bias in
language.
For excerpt from the transcript see Appendix 5; for the teacher's plan and evaluation see
Appendix 6 and 7.

3.8.1 Information on the lesson

Date: l lth April 1989
Class: 4I - a first year class for GCSE.
Theme: Bias in language that was introduced on l9th October already and was treated

several times in November, March and April. From the observed four lessons three
was given to it. The incident is taten from the lesson of llth April' the íust day
of research in 3F form.
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3.8.2 The structure of the lesson

I . Bias in Language - a repetition of the learned teaching material. lrgitimation: The
importance of being aware of bias in language.
The teacher reads four shon texts up for the class two about cats as pets (one pro, one
anti) and two about school uniform (one pro, one anti).
The pupils have to write two short paragraphs in biased language - one pro and one
anti. They were working about 30 minutes.
The pupils were reading theiÍ paragraphs up. The teacher tried to urge them to take paí
in a discussion of each text. 21 Little paragraphs were read up.
The further rask with the two paragraphs: make a neat copy of them for the folder.

3.8.3 Choice of the incident

The incident is a three pages excerpt of the transcript of the lesson of I lth April in 4I (cf.
Appendix 5). In the srructure of the lesson it is a pan of the point 3 (cf. 3.8.2 point 3). The
pupils have just finished ttreir paragraphs in biased language. The teacher invites them to read
their texts up and take part in a discussion on each one. The incidents includes the first th-ree
texts and the pupils' and teacher's response to them.
The main reason the choice fell on this episode was the three variants it provides about the
pupils' attitude to writing and speaking, the teacher's attitude to pupils' lack of ambition to
oral response and the teacher's habit of speaking, interpreting pupils reacrions, repeating
everything uttered or read up by üe pupils on the lesson.

3.E.4 Interpretation of the incident

I . The topic of the lesson and the GCSE demand. The lesson is connected very strongly
to the exmanination. We can read on the 4th page of the Syllabus 1988 the following:
"Understanding and Response
Understanding includes
d. identifying the purposes and contexts of different kinds of written communications;
g. evaluating material for mood, attitude, and bias".

oral interaction from the pupils aspect. The pupils t,ake part in communícation when
they read their written texts up only. Spontaneous answers are rarely more then one
word: "Pro", "Anti", "Pets", "School" etc. The longest and most coherent speech was
this: "Sarah. (inaudible) ... saying he was messing up his car and that ..."

Oral interactions from the teacher's aspect. The teacher never gave a hit that she irnd
too little the pupils' willingsness to speak. She acceps their reluctance of taking part
in a discussion. She patronizingly interprets their texs, and fragmenrary statement. E.g.
Lee's paragraph and Sarah's cited sentence inspired her for a long explanation and a
real personal response (Appendix 6 from the s€ntence: ..T. Yes, um what you're really
saying is that you got the feeling ..." till he end of her speech). The same happened
with James' very fragmentary remark: "'Sleek'. Um where are we? 'Art-forms', 'prime-

spots', precious,'elegant'.'. Her interpretaúon is about 25 words long and it is exact,
composed in technical terms: "T: Yes. Precious, elegant" sleek. You used quite a lot of

2,
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5.

deliberately chosen nouns and then you also used a tremendous number of very
carefully chosen adjectives to make that pro.'' Someümes she answers her own
questions, and what is more, reads the text up again after a pupil had read it up before.

Pupils anitude to writing. Pupils ability to write is considerably well developed. It is
the only medium they can communicate wiÜrout any perplexity. Their folders show they
write in different geffes, moods and style self-confidently and concisely. Some of them
is really creative at writing verses and pastiches (cf. Appendix 8: An Anglo-Saxon
Riddle Poem wiü illuminated letters).

Summary. The incident proves that the teacher's main aims are to develop fust of all
writing in different ways and geffes, ability of group discussion, listening to an
interlocutor etc. in accordance with the GCSE demands. It is difficult to say how
characteristic her attitude is to pupils lacking ambition to speak and her dominating
position in oral communication of other English teachers. The fact is that she speaks
in the 2/3 of the lessons, repeats almost everything uttered in the classroom, and
interprets all the reflexions pupils done in the classroom.

Summary of the findings of the England-Hungary
research from the Hungarian perspective

4.1 Legitimation of mother tongue and literature teaching in England
and Hungary

The main difference between the Hungarian and English mother tongue education is the
interpreution of language and literature teaching. In Hungary they are separated from each
other as two difíerent school subjects. The aims of language teaching are partly to develop
pupils' communication ability, partly teaching grammar, spelling and parsing. trgiümations
oí teaching literature are: humanization' ethical development, hand down the cultural
inheritage, give a human (mainly literary) erudition, develop aesthetical sensitivity etc. From
14 there is systematized teaching of history oí üe world and Hungarian literature from the
Bible and the Greeks to the writers of the last 40 years.

In England the aims of mother tongue and literature teaching are the development of
cummunication abiliües, to encourage pupils to read and response to different media, though
there ís a bigger emphasis on literary texts in practice, than in rhetorics.

4.2 Output - input regulation of education in England and Hungary

In Hungary during the research a centrally planned curriculum determined the teaching
material for almost all lessons in the majority of schools, though a restructuring of the whole
school education begun.

In England: There was not introduced a centrally planned curriculum of English the time of
the research yet, but a strong output regulaüon of the aims, objectives and partJy the teaching
material was in effect (fhe new GCSE-system).

4
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4.3 Structure of lessons and main teaching patterns in England
and in Hungary

In Hungary the lessons last 45 minutes only and there is a lot of obligatory teaching material,
so the lessons are hectic, the teacher is always in a great hurry. There is little possibility to
adopt different teaching systems. The main pattern is the following:
- Oral repetition of the teaching material of the last lesson; marked written or oral

answers about the teaching material. The role of memory is considerable. The teacher
is the protagonist, (s)he is Úre centre of communication, (s)he gives questions, marks.
The dominant form of learning is individual and class work.

- New material. The teacher gives a lecture, writes diagrammes, outlines on the
blackboard, and/or encourages a discussion on the given literary text etc. The main
pattern is working with the whole class.

- The teacher summarizes alone or with the participation of pupils the main points of the
teaching material covered on the lesson.

- (S)he gives oral and written homework.

At home pupils have to work individually to be prepared tbr the next lesson. It is possible
because the schoolday is short in Hungary. The pupils go home between L2-3.It depends on
the school grade. The week consists of 5 workdays.
In England üe lessons lasted 70 minutes. A very slow and quiet work was on, nobody was
in a hurry. There are no obligatory authors or titles prescribed. The teacher can work on a
literary work for weeks or more, so there is a possibility to choose different didactical
systems. The oberserved teacher used class teaching, group and individual work, too.
On the lesson there is not a regular control of learning, marked answers about the teaching
materia]' Evaluation of pupils' progress is in bigger periods. The role of wriúng is bigger
than oracy. In this choice the role of the examination demands is considerable. The aims,
objecüves and the teaching material are chosen by the teacher, but a dominant influence from
outside are the prescriptions of the examination boards. Their effect on the teacher's
preferences, and on the fact what (s)he considers imponant, and what (s)he thinks negligible
is considerable. The missing attention on oracy is one effect of GCSE demands. trt me add
that I found the same negligence of oracy and a preference of written response almost on all
the lessons I visited: on history, chemistry and partly on French lesson, too.

4,4 Role of the teacher in the two different school svstems

In England üe teacher has a freedom to choose teaching material, to plan hiVher work with
pupils, to set aims and objectives, though he/she has to take the examination demands, the
conception of the English department, the local rules, customs, traditions etc. into
consideration.

In Hungary during the research the bigger paÍt of the teachers' work was defined in advance.
Teachers worked by the central curriculum, centrally edited schoolbooks and they had to take
the demands of two examinations into consideration, too: matriculation and entrence
examinations to the universities. Paradoxically üe freedom of üe teacher appea$ in hiVher
independence from local authorities, colleagues etc. since hiVher legitimation comes from
an unpersonal establishment that is situated in a great distance from him(her), from the given
teaching-learning process. It means that a teacher with an independent personality and
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courage can get advanbge from disadvantages of a closed system. It was the main strategy
of the observed teacher, too. She followed only the lfule of the unit prescribed in the
curriculum: "Hungarian literature after the World War II". Since she did not bother too much
neither with the obligatory teaching material nor the school book. She did not determine the
teaching material herself, she left it to the pupils. They had a free choice to read home what
they want, the amount of reading was prescribed alone. The pupils had to read a novel and
a poem, or two short stories and t.vo short verses. On the lesson there was not organized a
Úaditional class teaching, instead the pupils and the teacher shared their experiences and
knowledge about different pieces of art.

4.5 Limited data and experiences

Data and experiences were not enough for further generalization, but a paradox became
appaÍenL there is sometimes a beneficiai, sometimes an unbeneficia] coincidence between
the adequacy of a teacher and of an educational system, very similarly to the beneficial and
unbeneficial discrepancy between them.
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Appendix 1

Transcript of a literature lesson
Taped in form 3F of He||esdon High Schoo| Norwich on the l4th of AprÍ| l9t9
(T = teacher; P, Pl etc. = pupils)

T: Listen carefully, please! What you've mainly to refer to in a moment is your own Anglo-Saxon
riddle. Could you just have your best-books open. You've got to be bearing in mind, maybe
just looking through the language in |iterature essay you wrote eaÍlier this year, I'd also like
you to be bearing in mind the Anglo.Saxon ri<ldle itseli that I gave you about ic€ and then
bearing in mind your own pastiche because later in the lesson it may have some bearing on
what we're going to talk about. (...) I'd like you to be reading very carefully the poem which
I've given to you the copy of this morning: A Beach of Stones. You'll be gening most things
together and Íeadin8 the poem carefully' tÍying to Íhink, what you think it means, what it's
about, because in a moment I want to stan Blking about it. But I'd like you to be doing that
while I'm writing on üe blackboud, so we've got the blackboard and Íhe sheet to refeÍ to (...)
(5 minutes chatung)

T: AlI ri8htl Stop t,alktng, please! I'm sorry about that I was delayed getün8 that on the
blackboard. Now, let mejust tell you a bit about it first because to know a little bit about itjust
set tfuow some light on it. And it's a poetry oí someone who's been brought up in Norfolk;
Kevin Crossley Holland. l'll ask you to write his name on youÍ sheet because then you'll
remember who the poem is by. And he was actually standing on a Norfolk beach when the idea
of that poem came to hrm' I know üat', because a few years ago he came to visit the schoo| and
gave a talk abouÍ tus poetry and about his life generally. And some of you have in fact used
hjs work to Íewrite the old Anglo.Saxon legends' He is also a scholar in Anglo.Saxon, which
we mentione<J when we were doing the (...) thoughts about our language and literatue essay
and we looked a( that example - see what called the style of the Anglo-Saxon poet was looked
it again. when we looked üe translaüon about riddle poem and again, when you attempted to
do your pasüche of the riddle that you are going to do a brief analysis ot (...).
l wanled to have advice (.'.) look at on the sheet w}úle I read the poem, try to think about it
and what it's acrually saying.
(Reading of the poem)
Now, is there anybody, before we look at it in a different way, who could tell me, what the poet
is watching then in genera||y' in üat scene, what's lhe poet actually watclÚng happen?
The stones in the sea where the waves aÍe hining against the cliff.
If someone thinks it cou|d be a storm on the sea, waves beaüng against the cliffs, could you
tell me what makes you feel it could be a storm? What words in the poem make you feel it
might possible be a storm?

P: Well, when the sea's hitting the cliff in grinding and diminishing, it's a ...
T: Grinding, dimirushing, perhaps roaring ... Words like that ... It may not be a storm, but it meant

you a moment feel that it could possible be. Anyone else tell me in general ..., yes:
P; I think it's better waves come down on to the stones.
T; You think it's rather waves come down on to the stones, and you're Ínaking lhis moment ...

You feel the coming of the stones and their going back, going up the beach and going back ...
Can you say why you thought about that?

(Silence, pause, yawning).
What gave you that s€nse? I thinli you're right.
The first line.
The Íirst?
Cause when it goes up, I mean.
Yes. It's ftrst line',; ,.The stadium of roaring stones''. put to8ether the rest of üe poem, makes
you think that the noise is the noise of country (?) of sands and when you used to watch shift

T:

P:
T:

T:
P:
T;
P:
T;
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P:

T:

what comes later in the poem, it's shifting of the water against the beach.
Can anybody else before we look at it in different ways tell me any other ideas or sights I think
the poet is having there? You need to look at Üte poem while we speak. You needn't looking
around! Look either on the blackboard or on your pap€r (...). Yes' Amanda!
The different sons of sounds and Úr pebbles on the sand. The last one is a bigger pebble so
that probably with ...
Yes' it makes you think the word diminish. You saw it Ílat. what Amanda said he might have
seen different kinds of or different sizes of stones. That he menüors stones and yet somehow
we fee| stones to be bigger than pebbles. Because pebbles is not word foÍ the small stoned. But
at the same üme it took us back to diminish. So you think he's thinking about al| kinds of
different stones on the beach which I'll sure is a strong possibility, if you ürink of some of the
beaches, that are very pebble.
Can anybody suggest to me, perhaps the main thought the poet might have had when wrote this
poem?
Erosion?
Yesl Yes it may have something to do with erosion. And haven't we said before that poets are
people who express their thoughts ofien a very econoÍuc way? They see something and next
they think about something and make us see it in such a way, that they can express it in a poem
making us the thing so we'll see it for the first time and we'll know someting about the thing
suddenly. They can have a deep üou8ht and they find a way to expÍess it, often they are
chosing their words expressing it in quite a short poem like this one.
It cloes indeed have sometfung to do with erosion.
But ... in the last (wo lines, that would be úat while they're washed they make a lot of noise
and when they'll come surd - they'll look solt.
Yes. There's the idca in the poem tha( yeaÍs anrJ years and years hence after all this washing
of the water over them they eventually will ground down to sancl. It doesn't say sand, but it
says: "They shift through cenrureVgrinding their way towards silence."
And as you say the sand is quieter, softer and though after Ürousands and thousands of years
those pebbles, those stones roaring now, are going to be silen(. And I think it's got something
to do with what I think üe main thought of the poem.
Could anybody - if you tÍy to see that . üe line or couple of lines if you like, that you feel
perhaps containing the main thoughr of the poem. Do you think you could do that? Do you
think there is there are such ...
Amanda' sorry Amanda' what were you going to say? You weren't I Úrought you were raising
your hand. (Pause).
Can anybody? It doesn't matter if you can't as we may come to the essentjal point of the poem
by storing it. weu' as you I think you've already Úrown a lot of lines (?) on Úris poem can we
just make suÍe that you actual|y get the poet's name wÍitlen on that piece of paper I've given
you? Just underneath the poem. (...)
Keep the thoughts üat have already been expressed in your minds!
whaÍ I wanl to do Íirst is to ask you about the images, and I want to ask you why do you think
they're employed? I'll talk before about imagery and images and to the same degrees pictures
that the writeÍ of the poem is trying to impinge on our minds in oÍder to make us see the same
things.
The first word is stadium. Would you speak about what the word means to you? What kind of
pictuÍe it makes in your mind' why the poet shou|d have viewed sand on this beach ''That

stadium ofroaring stones, the suffering..."?
Just say the word sndium is an image that makes image in your mincl. Now, why, anybody,
why do you think it's been employed there, what's the image it's parricularly calls in mind?
It makes football-crowd.
It makes an image of football-crowd. I think it's the first that does come to mind.
Concert stadium.
A concen smdium where are big crowds like that. Mine's the same: It's a place were big
crowds are, |ots ofpeop|e' stand as stones' In our words it's a large, noisy plac€ like a concert.

P:
T:

P:

T:

P:
T:
P:
T:
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stadrum or football-stadium and you think of the people, you think of the (?), and as Amanda
said it could be, the poet could be thinking of the stones as people. Now that I suggest is that
while we're talking you can write if you want to drop notes down on the actual paper that
you've got the poem on. O.K? So if you want any arrows or notes making, anything that you
think you'll need later on, just write down as we're talking.
What we will talking about at the moment is the word stadium and we've referred to that as
it in fact do an image. I'll focus on the word'imagery'! Making pictures in (he readers' mind.
And also we staned to wonder why. And we said the pictures it may f|Íst of all make in your
mind. Anoüer question I want to ask you about image . and that is: is the beach actually a
stadium? ln reality, in fact?

P: No.
T: No. So if the beach is not a stadium can anybody tell me why the poet has called it a stadium?

And do we call the kind of language they used? Amanda, it's not a stadium, why do you think
he's called it a stadrum?

P: It 's l ike a lot of ways.
T: lt's like that in lots ways and for some reason he wants us to think of it like that. What do you

call the kind of language when we talked about it when you did the 'Summer of my German
soldier'? lf the writer says something is something. And we know perfectly well it isn't. And
yet we know what the writeÍ's trying to make oÍ see it' what's that called? (Pause). ln an other
way - what if he, Kevin Crossley Holland've just said: The beach is like a stadium. What would
you call that kind of figures of speach? when it says as or like sometlung.

P: A simile?
T: A simite. fught. Now, that's not a simile. But I'm going to put tie word on. (She writes on the

blackboard). So that you remember we'd mentioned it, right? I put it in brackets if that's not.
Yes' ('.') simile: they make a compaÍison and they usually use the words as or like' Now, the
otheÍ word that we also mentioned when he writes a compÍesses the simile so we cou|d really
feel beach is a stadium foÍ a few minutes. (shon pause). Can you remember what that word
was? (Pause). I think we used it. Pause ('..). And how the people Íemember the word metaphor
and word metaphorical (...). Do you Amanda think you've heard those terms before somewhere.
I think we probably did mention it, yes. Right, as well as being an image the poet wants us to
see, what used of stadium to say that beach is a stadium. Without, you know, employing the
idea of similar to or as like as - is a metaphor or a use of metaphorical language. So actually
a fact that particular image which is employing imagery is also metaphor (she writes on the
blackboard Íhe word metaphor ..) or if you would |ike to say the poet is using metaphorical
|mguage (she writes this term too on the blackboard)' fught' and you told me that it se€ms sil|y
in one sense we all know: a beach is not a stadium, and you understand why the poet wants us
to think of it like that for a üttle while. The stones might be the people' the noise, the sounds
(...). There's another reason the poet would use that word. All right, now, could anybody tell
me, before we look back again at the beginning of the poem looking at youÍ copy can you see
anything else in the poem that the poet claims something is something, when it isn't, and you
would feel that he is using metaphorical language.

P: Eanh's bones?
T: Good, yes. In fact, he says they are eaÍü bones. Now, why do you say that's metaphorical

language' KaÍl? what would make you say that?
P: The sand like a ... bones ...
T: But in fact they are bones, like a ske|eton are stones, pebbles. And in fact he do€sn't even leave

it unsaid that's they are earth bones, they are like earth bones which would be a simile. Yes (...)
T: (...) I'd like you to finish. I want to ask you round and just to hear what - even if it's only a

very little what you're feeling about the poem so far. All right? Please. I ask everybody, please,
to listen very carefully, when some in the class is speaking and jot down some notes on your
own piece of paper. Now, then:

Pl: The poet stands on a beach of stones actua|ly, (.''). The poet compaÍes lhe stones to people...
T: Good. I'm going to comment, because I only want to hear. Right. Could you tell me what you

talked about so far? Karl! Be quiet, please!
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T:
P5:
T:

Pl: He's comparing stones to people ...
T: Sorry' but there was tÍaffic (An airplane made a big noise) . could you just repeat it once? I

heard saying; he's compared stones to peopl€.
Pl: (...) (lt is in a very low voice).
T: oh, that's an interesüng idea| What the poem is saying to her at the moment is: he's comparing

stones to people and say that one day people will be the only tIin8s Ülere because we were
ki|led everything else off. That's a thought that's never struck me at all b€fore the poem! So'
that's an interesüng thought! Right' You do realize that poeny, as mostly literafure you can't
argue in a way with somebody's personal Íesponses. I mean if he says to you this poem makes
me think or this poem makes me feel that . unükely in maths . you can't say that's wrong if
it makes one person think this or that. You must remember that! It's open-ended study. RiBht.
Can you tell us something?

Y2:
T: Can you just repeat it a litUe bit more slowly?
Y2: The poet tells us that at in their own world stones aÍe like people.
T: Good. That was a good thought about the poem. Next people?
P3: Stones shown as people. And they can suffer in the world and can speak up for themselves.
T: (she rep€ats it). That's a 8ood and inteÍesün8 thought as weII.

Next, somebody just tell us what you decided!
P: Could be he says that stones aÍe very hard and can go on living afier we die, like our bones can

remain.
(She repeats it). That's an interesüng thought also. Good. Ri8ht. Next 3 peop|e.
(in a very low voice).
Yes, good. That the stones are compared with people. The stones are as tiny grains ofsand and
when they're sand they aÍe no more, and it also happens to people. Good. Can you tell us what
you üunk?
We are like the stones of a beach, pushed around and inJluenced by üe b'igger waves.
These people thinks the poet says we are like the sÍones on the beach, pushed around and
a|tered or inÍluenced by bigger waves. That's an interesüng idea as well. Righl Next 2 people.
They last íor a long time but eventual|y aÍe worn away by the waves.
Yes. So the stones last for a very long time, in fact, I think the poem suggests longer than
anyhing else, and yet eventual|y aÍe worn away themselves. Good. Right. Next peop|e, four
or two?
Four.
tught.
Stones are being put in place of people, like in a football-sradium, people Sening crushed, as
all the stones on the beach by waves.
Good. (She repeats it). In fact' we can think about that in more than one way: Í|s physically
crushed in the stadium and also: crushed: suffering under the burdens of life. Good.
The stone is man and sea's the job, and beach is the family ... (in a very low voice).
Now' that's an interesüng idea, you've real|y personalized it to one person, haven't you? You
say: the stone is a man. did you say, or peop|e' üe beach was the family and the sea was the
job . the pressuÍe of work. And gradually the worries and Íesponsibilities could've peop|e in
work trying to look after and bring up people dependent upon, ... are being you take the life
quite specifically, a specific burden cnrshinS them down. That's an interesting idea! Good! Yes!
Don't talk, please, unless it's your turn! Yes.

PlO: I think it makes the stones even stÍonger than the sea ... (in a very low voice).
T; So, you th'nk it makes the stones acrually stÍon8eÍ than the sea, is lhat what you said? But the

joined effort of the water' sand, lhe shore gradually wears things down' That's an interesüng
idea| In olher words: when you say stÍonger . it makes a kind of argument, doesn't it? Good.
Next one!

Pl l: Beach of stones - world of people. They ue ground away to sand.
T: (She repeats it). Good. Now ... You had a lot of similar and a lot of drfferent ideas, all of which

are possible, and all of which we can not argue because üoughts that occur in a person's m'ind
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when he breaks to the poem that's actua]Iy a very important thing to üink about.

(... Homework: wriüng a shon analysis of their own pastiche. How we|l they did manage to get
some of the Anglo-Saxon style into it).

Appendix 2

The Beach of Stones

That stadium of roaring stones,
The suffering. O, they are not dumb things,
Though bleached and worn, when water
Srikes them. Stones will be the lasr ones;
They are earth's bones, no easy prey
For breakers. And they are not broken
But diminish only, under pestle,
Under protest. They shift through centures,
Grinding their way towaÍds silence.

Kevin Crossley Holland

Appendix 3

From the teacher's diary

The teactrer's plan wrinen before the lesson in 3F of l4th Aprit

"Poetry
Alms: To increase pupils' enjoyment of poetry: to ry to emphasise the idea that a poem can be a
deep thought contained in carefully chosen, appÍopriate language; and to increase their knowtedge of
deúces which poets use in lheir d'iscipline.
Objectives:
a. to study and come to know Kevin crossley Holland's poem 'Beach of Stones'
b. to allow the pupils to meet again devices such as alliteration; the caesura; metaphorical

language, personifi cation; imageÍyl and inÍ]uence.
c. to encourage the pupils to wriÍe their response to the poem and the way the poet has crafted it.
l. Read the poem. Let the pupils follow it as read aloud.
2. By quesüoning, draw out, panly by reference to recent experience ofthe 'Ang|o.'Saxon' ridd|e

poem' and their pastiches, their comments about üe poem and üe devices used by the poet.
3. Tasks:

a. complete brief analysis of own nddle poem - why people thought of 'wrong' answers
(images in their minds)
b. write a response to 'Beach of Stones'. Also spend üme on this for homework.''

The teacher's evaluation of the lesson

"I realised as we were going along that we were not going to get as fu as in the plan. I was of course
unpernrbed by this as (he reason was that there was much to reveal in the poem and response was
helping to reveal it.
We revealed: the images, alliteration, caesura' stresses, personificaüon (this was a new idea to them),
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the idea of'itÚluence' (influenced by the Ang|o-Saxon childhood on Norfolk beaches).
We begin to reveal: what we felt to b€ the meaning of üe po€m: what the poet was saying.
Each pair' or üree, contribuüng to the latteÍ and seemed to come neaÍ to the c€ntral point of tlrc
poem' oÍ have an interesting respons€ to a particular image.
This enabled me to make the point that üe language cou|d say different things to people: the images
could make different pictures in different peoples minds - literanre study can be open-ended.
I therefore set the riddle-poem evaluaüon for home.work, so we can go ftom there on Monday.''

Appendix 4

A "critical appreciation" written by a pupil of 3F
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Appendix 5

Transcript of a language lesson
Taped in form 4I of Hellesdon High School Norwich on the 1lth of April 19t9
(T = Teacheri J, S, L, E, M = pupils)

(..') oh' rlrst of all have you flnished the work oÍ aÍe you in the middle?
In the middle.
fught you 've done one piece. fught just tell us what it is about then read it to us.
It's about game shoots.
Game shoots. AlIÍight.
(Reads) "As the sleek dogs stalked the fields to the forest's edge gradually rounding up the
hundreds of game biÍds into prime spots' the gathering farmers, countymen and general
p|easure shooters |oad their precious, most elegant guÍls some of which are self-contained an
forms. They talk with eagerness as the dogs like fully trained commandos crawl and decide,
which for some of the dogs the ability to make such a decision at a crunch moment is truly
remarkab|e and shows how intense their tÍaining must have been by their loving owners. The
moment comes. The birds take to the air like thick dark sening clouds, the guns blast them
with precision, the birds are killed and fall sonly to the ground. The able dogs quickly
reclaim the bodies and the hunt goes on."
Good. Now game shoots. Hands up who feels they know which piece James was reading to
us there. What James' bias about game shoots was in that piece ... I'm sure you do - right.
Now let me just read a bit of that agarn James. Right. (reads).
"As the sleek dogs stalked the fields to the forest's edge gradually rounding up the hundreds
of game birds into pnme spots, the gathering farmers, countymen and general pleasure
shooters load their precious, most elegant guns some oí which are self.contained art forms.
They ta|k with eagerness as the dogs like fully tÍained commandos craw| and decide, which
for some of the dogs the ability to make such a decision at a crunch moment is truly
remarkable and shows how intense their training must have been by their loving owners."
fught what do you think is the bias about shooüng in that piece, Emma?
Pro.
Pro' Is that coÍTect, James? What would you say um were the kinds of words that were the
most useful to you in making that pro?
Um
Just pick out some words that you used which made it seem pro to you.
"Sleek". U, where are we? "An-forms", "prime spots", "precious", "elegant".
Yes. Precious, elegant, sleek. You used quite a lot ofdeliberately chosen nouns and then you
also used a tremendous number of very carefully chosen adjectives to make that pro. When
you read if you could üy to read it loudly because we're going to have you got to first of all?
Half way through.
You've done one piece, right? Tell us the subject.
School.
School, right, ok then.
(reads) "I got up with the sun gleaming tfuough the windows so I hurried up to eat my
breakfast and get my bike out to go to school. When I got to school there were all my friends
smiling away and I was very glad when the first bell went so I could get down to work with
the sun still sNning through the window."
fught now would you say that piece is going to be pro or anti school. What do you think,
Julie?
Pro.
ho, yes. What son of things did you do to make that seem pro. Mark?
I had the sun gleaming tfuough.
You used the sun a lot and lighrness and üe friend|y smiling faces. Er, he's writing a
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deliberately sunny piece of writing in order to make school seem wonderful and that he's
very pro school. fught, you've almost used sun and light there as a way of making that scene
lively. Good. tre?
I've done one piece.
You've done one piece and what's your topic?
Pets.
Pets, right. See if you can Íeally sp€ak above the ... (noise from classroom above).
(reads) ''As we finished our wet and muddy winteÍ's walk I realised that üis large animal
would now have to enteÍ my c|ean car which the previous day I had sp€nt so long cleaning
out. As I drove away with my wet clothes sticking to my body I glanced into my interior
mirror and saw him sitüng on the back seat, mud everywhere. He had transformed my clean
car in(o its usual muddy state."
fught. Shall I do the first bit again because of the furnirure above? fught This is about pets,
and what l-ee has wÍitten so far:
(reads)
''As we Ílnished ouÍ wet and muddy winter's walk I realised that this large animal would now
have to enter my clean car which the previous day I had spent so long cleaning oul As I
drove away with my wet clothes sücking to my body I glanced into my interior mirror and
saw him sitüng on the back seat, mud everywhere. He had transfoÍmed my c|ean car into its
usual muddy state."
fught. What do peop|e feel? Which piece oí wriüng do you think that was, Sarah?
AnÜ.
Anü. What made you think it was anü?
(inaudible) ... saying he wx messing up his car and that...
Yes, um what you're really saying is that you go( lhe feeling the writer was pro having a
clean car and antl the dog múing it muddy. Was that right? And so in a sense the piece was
meant to be anu p€ts as that was [re's chosen subject. There's an interesting thing there
which we'll come onto |ater in that he was pretending to be a peÍson who very much liked
having a clean car so what we actually try to do next afler this exercise, that we also tried
to do ourselves. We tried very hard to do a plece of writing that nobody could tell any bias
in and fÍst oí a1l we wrote about a memory from when we were young children and then
read it to each other and immediately everybody listening started scribbling down madly all
the bias they felt they coul<l tell. So then we put a box of tissues at the ftont of the room and
tried to describe tltat and our companions in the research were picking out what they said was
our bias. We díd not even seem able to write not fÍom a point of view and um howeveÍ hard
we tried our friends were then saying ''Alla' I can te|l you were biases towaÍds this' this' this,
and this and agarnst this, this, this and this." But that's something we felt pro the clean car,
con the dog. tught. (...).

Appendix 6

Teacher aims for the langnags lesson of l1th April

Aim! to increase awareness of bias in language.
objective: to get pupils to write with deliberate bias 'pro' something and 'anü' something by using
language as an instrument oí bias rather than by stating the bias.
N.B.: I am not sure how much of this lesson will go as planned as some pupils may be out on a visit
to London with their cerman Exchange paÍtneÍs.
1. Recap. on work done so far on this topic.
2. Remind pupils by reading own examples of this type of writing.
3. Ask pupils to write two short pieces, one 'pro' and one 'anti'. E.g. describe the classroom in such

a way that one piece is pro school uniform and one piece is anti.
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4. If any are waiüng for olhers to finish before hearing these pieces, I may ask them to begin |ooking
carefully at Lady Capulet's persuasive speech to Juliet about marriage to Count Paris (this is the
play we are studying at the moment).

Appendix 7

Teacher evaluation of the language lesson of llth April

I was pleased with the amount of work and quality of work the pupils produced in response to the
task' I found concentÍaüng on lbe methode they had used to bias their pieces, and making points to
the rest of the class qüte demanding.
They all seemed to have understood - some were obviously more skillful üan others. It was a pity
some were missing at short noüce, but since the work had been introduced before it should be
possible to arrange 'catching-up' with some class- and some home-work.
Two panicularly interesting poinrs which cropped up besides the one intended, were, I felt:
1. the misunderstanding of lan's phrase of ironic humour for'anti'in his 'pro'piece and the point

we could make ftom this
2. the fact that someümes we could detect other bias in the piec€s as well as the one being

demonslÍated.
I am now encouraged by their response to ask them to record an analysis of their wriüngs . saying
how they did them' using 'language about language' to do üus.
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Appendix I

Pastiche of Anglo-Saxon riddle poems with illuminated letters made by a pupil of 3F
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Appendix 9

LONDON AND EAST ANGLIAN GROUP

EAST ANGLIAN EXAMINATIONS BOARD

LoNDoN REGIoNAL EXAMINÍNG BoARD

UNIVERSITY OF LONDON SCHOOL EXAMINATIONS BOARD

GCSE EXAMINATION

SUMIVÍER l988

There are t\.o seCIions in this paper'. Section Á ( Poetrv) and Section B ( Prose)'

You must ansx'er lhe u,hote ol Section A. Both Sectrcns carr-v equal marks and you are advtsed to
spend about an hour <tn each Section.

You may wish to make some notes whi le you are reading. Ensure that these notes are crossed our
when you have f in ished wrth them.

You are encouraged to use copies ofthe books you have studied in answering Section B.

Turn ovcr
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Subjecr Trt le English Literature
Paper No. Paper 2 - Poetry end Prose
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SECTION A _  POETRY

Itt !ln,prt<,rtt nht<lt folktn.r. T<rt Huth<,.v dt.vrih<,.s i l srog hur,t in Dcrrrnshirc. ond (onlro.sts

h<'hutk tur  t t l  t l t L 'hut tn tn  h< ' i r tg .s  t t tk tn .q  pur t  r i t l t  thut  t t /  the  un in ta l .

THE  STAC

Whrle the ra ln l 'e l l  on the November woodland shoulder of Exmoor
Whi lc the traíI ic ;am aIong the road honked and shouted
Because the [armers were park ing rvherever they could
And scramblrng to the bank-top to stare through the tree-fr inge
Whrch wa: lcaf less.
The stag ran (hrough his pr ivate forest.

Whi le the ra ln drummed on the roofs of the parked cars
And the k ids ins ide cr ied and daubed therr chocola(e and fought
And  mo the r s  and  aun t s  and  g randmothe r s
Were a tangle of undoing sandwtches and scíewed.Íound goss ip ing

heads
S team ing  up  the  wrndows .
The stag loped through his [avounte val le l  .

Whi le the blue horsemen down in the bogg! meadow
Sodden near ly b lack. on sodden horses.
Spaced as at a mi l r tar, , -  parade.
Moved a few paces to the r ight and a feu to (he left  and fe l t  rather

fool ish
Lookrng at the brown impassable nver.
The stag came over the last  h i l l  o[ Exmoor

Whrle everybody hrgh-kneed l t  to the bank-top a l l  a long the road
Where steady men rn oi lsk ins were stat ioned a( b inoculars.
And  the  ho r semen  b ; ' t he  r i v e r  ga l l oped  anx i ous l y  t h i s  way  and  tha t
And the cry of hounds came tumbl ing inv is ib ly with their  echoes down

through the draggle of trees.
Suinging across the wal l  of  dark rvoodland.
The stag dropped into a strange country.

And turned at the rr ler
Hear ing the hound-pack smash the undergrowth. hear ing the

bel l -note
O f  t he  vo r ce  t ha t  ca r r i ed  a l l  t he  o the r s ,

\  Then whi le h is l imbs a l l  crred di f ferent d irect ions to his lunss,  which
only wanted to rest .

The blue horsemen on the bank ooposi te
Pu l l ed  a s rde  t he  camou f l age  o f  t he i r  t e r r i b l e  p l ane t .

And the stag doubled back weepin-u and looking for home up a
val ley and down a val ley

Whi le the strange trees struck at h inr and the bramblcs lashed htm.
And the strange earth came gal loprng after hrm carry ing the lo l l -

tongued hounds to í l ing a l l  over h im
And his heart  becamejust a c lub beat ing his r ibs and his own hooves

shou ted  w i t h  hounds '  vo i ce s .
And  the  c rowd  on  the  r oad  go t  b r ck  i n t o  t he i r  c a r s
Wc t - t h rough  and  d r s rppo rn t cd .
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Write as fu l ly as you can about.  the poem. and about the feel ings i t  arouscs in you.
You may l ind i t  hc lpful  to considcr the fo l lowing topics,  together with any ideas of your own.

Thc.stug
the ways i t  behaves, and how i t  secms to feel

-  in the f i rst  four verses
- in the last  two verses.

The hunrun beings;
(he di f ferent k inds of socctators
wha t  t hey  do
how they feel  about what they are watching.

The form of the pocm;

any patterns which you not ice in the way the poem is wr i t ten.
(Try to suggest why you think the poet has used these paterns.)

Thc language used hy the poet.

any words. phrases or hnes which stand out part icular ly.
(Try to say why you f ind them effect ive.)

Your ovn fcelings.
try to trace the ways in which your feel ings change as you read through the poem.

SECTION B - PROSE

Ansv,er two quesrions Írom this section, and *,rile about at least two hooks. Before starting each
queslion, name rhe book or books t,ou are going to vrite aboul in tha! ansuer.

l .  ' Nove l i s t s t e l l u s s t o r i e s , i n t r oduceus to i n t e re s t i ngcha rac t e r sand .abovea l l , r nakeus th i nk . '

Choose one ofthe books vou have been reading and examine i t  in the l isht ofth is statement.

1 From one ofthe books you have been reading, select a significant episode.
Write about th is episode, showing what makes i t  an important one in the novel  as a whole.
(You wi l l  f ind i t  helpful  to refer c losely to your copy of the text when answer ing th is
o uest.ron. )

tr  Wri te about the re lat ionships between parents and theirchi ldren in one or more of the novels
or stor ies you have read.

4. Wri te about the importance of the t ime when the acr ion happens in a novel  or shorr srory you
have read.

5. From one of the books you have been reading, choose a passage which makes you laugh (or
a( least smi le!) .  By referr ing c losely to the passage. explarn why you react to i t  in thrs way.

6. I magine you are able to interview one of the more interesting characters from a novcl. W rite
an account ofthe interv iew. in which vou discuss what he or she did in the book. and whv.
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England-Hungary

A Report from the English PerspectÍve
on the Comparative Research Study
England - Hungary

Stephen J. Parker

Introduction

1.1 Summary of research procedure

In February 1988 a researcher from England visited a high school in Budapest for one week
to make a pilot study of one Hungarian teacher's approach to mother-tongue teaching. In
April 1989 this Hungarian teacher, acüng now as the researcher' visited a high school in
Norwich, England and observed all the moüer.tongue lessons taught by one teacher in a two
week period to two classes, one aged 13-14 the other aged 14-15. In May-June 1989 the
English teacher and researcher returned to the Budapest school and observed all
mother-tongue lessons taught by the Hungarian teacher in two weeks to two classes of the
same age as those in England. All lessons were tape-recorded but only two from each
country were transcribed. In Budapest and Norwich lessons in some other school subjecrs
were observed but the research concemed only the one school in each country.
Generalisations about mother tongue education in üe country concerned can only be of the
most tentative on the basis of this evidence.

t.2 Summary of the available data on the Hungarian context

l. Teacher log of work covered in Literature & Language in class 8B 1988-89 (not
included).
Transcript of 8B Literature lesson (excerpt included as Appendix l).
Teacher description of aims for 88 Literature lesson (included as Appendix 2).
Teacher evaluation of 88 Literature lesson (included as Appendix 3).
Transcript of 88 Language lesson (excerpt included as Appendix 4).
Teacher description of aims for transcribed 88 Language lesson (included as Appendix
5).
Teacher evaluation of transcribed 8B Language lesson (included as Appendix 6).
Notes on guided interview of teacher (not included).
Subjective impressions of two English observers, who observed all mother-tongue
lessons of 8B and lC over a two-week period, following a pilot observation by one
observer of sample lessons for one week in the previous year (implicit in interpretative
commentaÍy which follows).

4.
).
6.

7 .
8.
9.
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2.t

A review of contextual differences

ChoÍce of schools

Budapest: the school is at the centre of the capital city and being attached to the university
for the purposes of teacher- training, it is considered to be desirable by parents with educa-
üonal aspirations for their children. There is therefore a large int,ake of children of
professional paÍents with a high level of motivation.

Norwich: the English comprehensive school studied is located in a suburb on the outskirts
of the provincial town of Norwich. It is considered to be an average state school with less
problems than most of pupil indiscipline and to have a reasonable standard of academic
achievement. Its intake is non-selective and represents the complete social band expected of
comprehensive education. However in the region many professional parents with educational
aspiraüons send their children to selective, private schools, which to some extent reduces the
intake of the state comprehensive schools, particularly at the upper end of the ability range.

Because the English system is not cenualised it is difÍicult to typify schools and teachers.
There has been traditionally a marked difference in aims between the two sectors of
education, private and state, private schools being generally considered closer in character
to the gymnasium system. However the two major private schools in the Norwich area are
single sex. It was therefore decided to pair üe Budapest school with a Norwich school
representing the comprehensive system, with an approach to English teaching closer to the
traditional paradigm to make stÍonger grounds of comparison.

2.2 Intake of children

Budapest: the school studied takes children of all abilities for the second four year phase of
elementary school (10 - 14) and then selected children for the gymnasium level of the final
four year phase (14 - 18).

Norwich: the high school takes children of all abiiities for the compulsory phase of secondary
education (l2 - ló) and all who opt for the final two year phase (16 - l8)' taken either by
those who have done well in the state examinations at age 16 and wish to proceed to the
Advanced l.evel examinations, or those resitting the GCSE examination, or those opting for
a vocationally oriented one-year course (CPVE).

2.3 Pattern of the day

Budapest: the day is divided into six periods, beginning at 8.00 a.m. Each lesson begins on
the hour, and lasts for 45 minutes leaving 15 minutes interval between every lesson, with no
longer break in the day.

Norwich: the pattem is more complicated. School begins at 9.00 a.m. followed on two days
per week by an assembly of all pupils, reducing the time allowed for the Íust lesson on those
days' Although Úre timetable allows for single lessons of 35 minutes, most lessons are taught
as double unis lasting 70 minutes. After one double lesson in the morning there is a fifteen
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minute break followed by a second double lesson. There is a lunch break of ó0 minutes
followed in the afternoon by another two double (or four single lessons) with a break of 15
minutes halfway through.

Comment: finishing later, the Norwich pattem seemed to fill a larger pan of the day, partly
because of the hour-long lunch break. Availability of a cooked lunch reflects the pastoral role
which British schools have traditionally undertaken. Budapest children were not given a
longer lunch break since the l5 minute break after each lesson served a variety of purposes,
academic and social. Although the Budapest pattem used a smaller proportion of üe day and
was thereby more densely filled, the fifteen minute break between lessons seemed to have
decided advantages; üe changeover from one subject to another was not so sudden, there was
no crowding of corridors between lessons, staff did not need to rush from room to room, and
there was less reason for late anival of children to classes.

2.4 Teacher-Class contact time

Budapest: the timetable at the Budapest school is of ó lessons per day for five days i.e. 30
lessons of 45 minutes. The normal contact time for staff is l8 - 20 lessons of 45 minutes
duration per week (l2 - l5 hours contact úme). Teachers are not required to be present in
the school when they are not teaching. VS, being a designated teacher-trainer, teaches a
reduced load of I I lessons (8.25 hours contact time):
2 language & 2 literature with class 88
2 language & 2 literature with class 2C
2 literature with optional class year 3
I pastoral with class 8B.

In addition VS is responsible for training and supervising up to six student teachers per year.
For this she is awarded the status of'master teacher', awarded a higher salary and a reduced
teaching load.

Norwich; the timetable is of 40 periods of 35 minutes per week of which teachers normally
teach 35 periods. The other five periods are free for marking/preparation though only Üuee
of these are guaranteed; two may be used to cover for absent staff. SR teaches 33 of the 40
periods (19.25 hours contact time). It is possible that she will supervise two trainee teachers
a year but for this there is no additional payment or enhanced status or remission of teaching
time. Teachers are expected not only to be on the premises during the school teaching hours
9.00 a.m. - 3.30 p.m. but to arrive by 8.35 a.m. and to leave not before 4.00 p.m.

Comment: amount of time spent diÍectly reaching classes is a major point of difference
between the two schools. Teachers in Norwich appear to teach for significantly more time
in the week, to encounter more classeJmore pupils, and to be obliged to stay on school
premises, available for other duties if required. one can anticipate that üis will put pressure
on related activity such as preparation and marking. (The Norwich school has since this
research changed to a pattern of 48 minute lessons, with 4 minutes of movement time
between each lesson).
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, , 8 Teaching rooms

Budapest: each class has its own room to which different subject teachers come to teach the
lesson (with the excepüon of the sciences). There is üerefore no special stock of books or
resources in the room of the observed classes for Ll. Materials displayed on the walls of the
classes observed were decorative rather than to support subject teaching. Pupils sit in rows
of desks in threes, lookjng forward to the blackboard and teacher's desk.

Norwich: SR has a room to which classes come for their Ll lesson. It therefore has
cupboards to hold some stocks of books and resource materials, and the walls are covered
with displays of children's work, teacher-produced information posters about aspects of
language and literature and professionally produced pictures. Pupils sít in rows of desks in
twos looking forward to the blackboard and teacher's desk. On one occasion observed
children turned in their seats to hold a ten minute discussion of an issue with an adjacent pair
(SR reporrs that at other times during the year it is possible that she might use one of several
different kinds of seating pattern, for instance moving desks together to accommodate groups
of four).

The drama element of Ll is taught in a specialist drama room - carpeted, with no desks and
only a few chairs, and with boxes containing theatrical costumes. The teaching style is
therefore completely different from the other aspects of üe course, emphasising physical
movement by the children, who collaborate in groups of between three and six in the
planning and performance of drama exercises.

Comment: Norwich pupils had to change room each lesson, hence large groups of children
moved around üe corridors between lessons causing considerable crush. Late arrival at
lessons is also a frequent occurTence, making üe start of lessons difficult, an issue of no
significance in Budapest.

2.6 Official syllabus

Budapest: the content of the lessons is directed by a naüonal curriculum, with a highly
specific textbook for language and set texts with explanatory notes for literature.

Norwich: the content of the lessons for the fust two yean (ages 12-14) covers language,
literature and drama and is determined by the individual teacher within loose guidelines
agreed within the English Department of the school and within available resources. For the
next two years (ages 14-16) drama becomes a separate optional subject. The language and
literature content for these years is to some extent nationally standardised, in that all pupils
take a two year course (the GCSE - General Certihcate of Secondary Education) leading to
an examination designed according to nationally agreed criteria, administered by regional
Examination Boards. Schools may choose which board's syllabus they adopt for each subject,
and which form of ass€ssment (coursework, examination or a mixfure of both) they wish in
that subject. At Hellesdon English is examined by the conünuous assessment of coursework
submitted over the two yeÍrr period. There are no formal text books for either literature or
language. For literature the set books are chosen from a list of novels, plays, poems
recommended by the Board. The majority of these are complete original works, including
both classics and modern texts.
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2.7 Classes observed

Budapest
l. Class 88: l?Jl3 yew olds all-ability in the last year of elementary education. No. in

class = 34.
2. Class lC: l3ll4 year olds, high abiliry, in rhe lrst year of the 4 year gymnasium

programme. No. in class = 33.

Norwich
l. Class 3: l2Jl3 year olds, high ability in the'second year of the high school (year 2 =

first year). No. in class = 28.
2. Class 4: l4l15 year olds in third year of the high school and in the frsr year of the

two.yeaÍ course for the public examinaúon at age 16 called GCSE (General certificate
of secondary education). No. in class = 25.

Comment: üe Budapest classes were large although the rooms were large enough to contain
them adequately and the children were so well behaved and taught so formally as to make
it seem a smaller number. The Norwich classes were smaller but as üe classroom was also
smaller the larger of the two classes seemed to fill it completely; more informal methods
such as group discussion meant a very high level of noise. The classes observed in Hungary
formed the major paí of üe total contact of VS, but SR in Hetlesdon t.aught five other
classes in addition to the two observed, a total of approximately 200 children per week (high
but not exceptional in England) which made for a considerable marking and preparation load.

3 Analysis of the Hungarian data

3.1 The fields of mother-tongue education

3.f.1 Curriculum and time-table

Budapest: mother.tongue is classiÍied as two components: Language and Literature. The
timetable was formally divided so that he two were taught as equal halves of the available
üme, namely 3 hours per week (2 x 45 minutes language, 2 x 45 minutes literature). A class
may have the same Hungarian teacher for four years in order to increase conünuity. We
encountered a teacher from a different school in Budapest who Bught a combination of
History and Literature, from which we assume üat l:nguage and Literature can be taught
as completely discrete subjects in Hungary. Such demarcaüon within the subject and its
st,afÍing we think would be very unlikely in England.

Norwich: in üe school studied the subject is classified as language, literat'ure and drama for
years 2 & 3 (ages l2.l4). (In other schools it is possible for drama to be taught as a sepaÍat€
subject or to be an unspecified component within English). Toul English üme is 3.0 hours
in year 3 and 3 hours 30 minutes in year 4. Since a specialist room is available in the school
for drama, the subject is specifically timetabled as one 35 minute period a week for classes
up to third yeu (12-14 year old pupils i.e. Hungarian classes '7 & 8). In the fourth year
( 14- 15 year olds i.e. Hungarian class I ) drama becomes one of a number of optional subjects,
though English teachers may use it as a medium for developing response to liteÍature or
language skills if they choose. Throughout yean 2-5 (ages 12-16) other componenrs of
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English are allocated global time and teachers have complete flexibility in how they divide
the time between them. The boundaries aÍe not tighu language is frequently t'aught through
reference to literature and this is widely considered to be a fruitful interrelationship. Each
class has the same English teacher for all three components each academic yeu, but a change
of teacher is likely every year.

Although the Hungarian syllabus is designed centrally, the teacher observed appeared to have
some freedom to depaí from it, though this was not so much a divergence as a building
upon and an extension of its direction. The teacher in Norwich had no cenÚally directed
syllabus, but she clearly had an established repertoire ofresources, of issues in language and
literature, and of pupil assignments which could in fact have been written down as a detailed
syllabus. This would however have been a personally designed one, which could be
anticípated to differ in material det,ail (e.g. choice of literature t€xts studied) from that of
other scaff. one distinctive difference between the two systems is that pupíls in the Hungarian
system could look ahead in far more detail at the programme for the year, as evidenced by
the ofircial textbooks, whereas for the Norwich pupils the future was less apparent. 4th year
pupils had each been given at the beginning of the 2 year GCSE course an outline
description of what their work was to cover. For literature this included the titles of plays
and novels they would be encountering as 'set books' in class, üough not the poetÍy. The
materia] would be encountered in üe form oí individual' complete texts and not as extracts
in anthologies. There is no set tex( for language.

3.|.2 Teachíng materíals

For Language there was a text-book of instrucüon and illustrative examples, together with
a workbook containing exercises, which were required by the state to form the basis of the
course. We observed some input by pupils of their own language examples, in parallel with
the text book examples. Our inability to understand the language was a severe limitation in
appreciating the characteristics of these teaching materials, and so it was outside the scope
of our research to study these texts in detail. However the examples of language being
analysed/parsed by the class seemed as out-of-context as such examples would be in similar
English materials. The emphasis seemed to be upon analysis rather than synthesis.
For Literature there was a text containing instruction, exercises and illustrative materials. In
addition there was an anthology of extracts from the classics of Hungarian literature. We
observed considerable input by pupils of references to texts which they had read outside the
prescribed material. It was outside the scope of our observation to say to what extent such
extension of the prescribed curriculum is typical.

3.13 Exercíse books

Pupils kept a separate exercise book for language and for Literature. In it they kept their
own notes on the content of instruction in lessons, as well as their own notes in preparation
for presentation to the class and prescribed assignments such as answering set questions in
the text book. During our observation only a sample of these books from one class was taken
in for marking, and it seemed that it was not the expectation that these books would be
regularly marked by the teacher for linguisúc and informat.ional accuracy or appraised for
quality.
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3.1.4 Assignments

In Budapest the characteristic pattern of assignments which we observed was common to
both Language and Literature, and was strongly marked. In our opinion it was the most
distincüve feature of the Hungarian system which we observed; it seemed to have a
significant effect upon the structure and style of the lessons observed and was markedly
different from what we would normally expect in England. In England the sundard pattern
would be for assignments to serve a summative purpose i.e. to demonstÍate learning after a
lesson series, and to be presented in written form (of which the essay would be only one of
many possibilities). In Hungary the unvarying pattern we observed was for assignments to
serve a preparatory purpose, and to be prcsented orally i.e. studens were expected to study
the content of each and every lesson beforehand at home. They would make written notes
on the prescribed text-book section and also such supplementary material as was available
to them at home. However such written work appeared to be subservient to the requirement
of oral presentation. AlÚtough the teacher did collect in some work for scrutiny in the
observed lessons, it was in such small quantity and so infrequently as to be a very minor
feature of the teaching by contrast with England.
From our interviews with the teacher, and with present and past students, we undersund that
this emphasis on oral performance has been central to Hungarian education from classical
times. Final gymnasium and university entrance examinations in mother tongue (in common
with other subjects) require students to present their knowledge orally, as a body of fact, to
a panel of examiners and to respond to rigorous questioning.

3.2 Symbolic interaction

3.2.1 Types of action

The assignment pattern described above was closely related, and perhaps the determiner of,
a lesson pattern which was almost invariably repeated in both Language and Literature.
Without exception every lesson in both subjects began with the teacher calling on one student
by name to stand and report back orally on what Vhe had learnt in preparation for the topic
they had reached in the prescribed course book. In Literature such reports might be an
account of the major incidents in the tife of a writer, a listing of the writer's major works,
a critique of one or more such works, a recital by heart of a poem or a reading of a short
story. In Language reports included the reading of a paragraph of writing illustrating some
grammaücal feature, or the reading of examples and analysis of their features according to
grammaúcal terminology.
This formal presentation would take several minutes, with the rest of the class listening
attenúvely and raking notes. (During the pilot study one year 4 i.e. final year student was
timed as speaking for twenty minutes; for years 8 and 1 we estimated the usual presentaüon
to be between 3 and 6 minutes). Once the formal presentation was completed, perhaps with
some prompting for addiüonal information by the teacher' other members of the class would
add further information and comment, the teacher would conect misapprehensions and add
further information, finally awarding a mark out of five for the student's performance, and
recording that award in the class record book kept permanently on the teacher's desk. This
report-discussion-evaluation patteÍn would be repeated up to thÍee times in a lesson and
hence these reports took up the major part of all lessons observed. There was very little
direct teaching by the teacher which was not related to such pupil-class-teacher interaction.
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From an English perspecüve, equally as marked as the structure of this pattern was its
unvarying frequency. According to the rhetorics of English teaching one would expect faÍ
greater variety oí teaching method and range of pupil behaviour in an English classroom.

3.2.2 Subject content

In the Literature lessons observed the focus wÍts upon poetry and prose of canonical
literature, i.e. literature written originally for an adult audience and considered over úme to
be 'classic'. We understood that such texts are studied in the main as extracts in the
prescribed anthology. Such literature was not exclusively Hungarian, since one class was
studying Shakespeare's 'Romeo and Juliet' in modem Hungarian translation, whilst many
references were made to links between Hungarian writers and European literary movements
in general and particular French and German writers. Youth literature appeared to play no
paÍ in the curriculum, and there did not seem to be a significant emphasis upon popular
writers of the present day, or upon writings from wider sources such as for instance
journalism or the media.
In Language the general education course ending in year 8 included a history of Hungarian
language. The focus of the Language lessons observed was the analysis of language examples
according to a precise grammatical system. Studens completed the analysis of examples in
üe prescribed course book at home and also composed 'essays', very brief by English
standards, to illuslÍate specific grammatical principles in a coherent contexL However, in
contrast with the cuÍTent priority given in England to authenüc function, form and audience
in students' written output, the Hungarian students' essays were of non-specific genre;
priority was given to analysis not synthesis, to medium not message. Although students were
íree to choose theil own topic for such compositions, grammaúcal accuracy was the prime
focus rather than creativity or communicative competence.

3.2.3 Subject specificity

This area is outside the scope of the research undertaken, alüough our limited observation
of other subject areas (Biology, Latin, English) did tentatively suggest similar expectations
in other subjects, namely: prior preparaüon of prescribed content; considerable emphasis on
formal oral presentaüon by students of factua] material committed to memory; a predominant
lesson style of oral interaction between teacher and students focused on comprehension of
the prescribed course material.
Oral work observed in other subjects included students being called on to read a text aloud
to the class, to take part in role play in foreign language leaming and to make explicit
connections between cuÍTent and previous learning. Although the written word was clearly
signiÍicant in that a]l students made notes almost continuously, the resulting written work did
not seem to be the focus of teacher attention. The retum of marked written work was not a
significant feature in any lesson observed. We saw linle evidence of 'creative response', no
forms of expression other than academic (i.e. factual answers to speciÍic questions and formal
essays), no self-chosen project work, no significant use of the visuaVgraphic expression and
interpretation, no sign of school-industry links - all of which are in significant contrast wiü
cuÍTent cross-curricular trends in Enpland.
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3.3 Underlying values

Answers to the question "What values underlie the field structure of Hungarian teaching"
come partly from explicit information given in the teacher interview and partly from intuitive
assumptions made by the observers during the observation period. Because of the element
of assumption the following should be taken as tentative, and we cannot suggest that ouÍ
opinion is typical in the wider context of schooling in Hungary.

Three main strands of ideology suggested themselves to us:

l. Cultural idenúty. The twelve children whom we interviewed came from professional
families, lived in a city with a rich cultural heriuge which they had learned to
appreciate through their background and the prescribed syllabus. They were aware that
in attending this selective school they were favoured as part of an academic elite. In
both Language and Literature components there was an emphasis upon the cultural
milieu of Hungary; not upon social interaction or functionaV transactional competence.
The Literature syllabus which we observed was constructed upon the detailed study of
Hungarian authors, and the teaching placed such authors in the context of European
cultural heritrge. The same focus could be said to be present in that aspect of the
Language syllabus which traced the historical development of the Hungarian language.

2. Cognitive domain. Of the three domains suggested by Bloom (1956) namely cognitive,
affective and psychomotor we saw overwhe|ming evidence of cognitive aims in üe
lessons we observed and very little of affective and psychomotor. The contrast with
England is most simply made by reference to drama, with predominantly an
affective/psychomotor emphasis, not included in Hungary but assigned a place in the
Norwich school syllabus. The central emphasis in Budapest in both L,anguage and
Literature was on analysis of text according to logical principles. Translaüon was a
significant barrier to our understanding but we formed the opinion that the teaching
encouraged convergent thinking with emphasis upon the acquisition of demonstrable
Íactual knowledge.

3, oral expression. Central to üe teaching method, and to a large extent determined by
the examination system, was the high level of demand upon the ability to recall fact
from memory and shape it into a logical argument in an oral presentation. This was in
marked contrast with England, where although official curriculum description suggests
a high priority for oral expression, (and it is separately examined in the GCSE
examination, contrary to the impression given in the preliminary Hungarian report in
IMEN Occasional Paper 2 p.42) such student facility as we observed generally would
be exceptional in the Norwich context - though private education in England has a
comparable reputation.

4 Subject matter content of mother tongue education

The detailed content of the syllabus was open to external inspection in that it was determined
in advance and in detail by the official text-books. The teacher observed had also kept a log
of subject headings taught in the academic year prior to the research (not included). The
interesúng quesüon as to how such content is selected is beyond the resources of the present
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researchers to answer since it requiÍes a knowledge of (a) what the selected content is - and
this would for instance require knowledge of the literary works of each author selected (b)
what the relationship of the selected material is to the overall schema of the syllabus (c) what
alternative material has been rejected but might have been selected if other schema had been
in operation. Because of linguistic and cultural barriers it was impossible for uS to deteÍmine
whether the selection of literary and linguistic texs projected a particular socio.poliúcal or
aestheüc.philosophical world picture; wheüer, and if so in what way' the values of children
were being deliberately shaped by such a framing of the syllabus.

In general terms the underlying principles of the syllabus appeared to us to be that the history
of the national literature and language was presented in overview and selected detail to pupils
as a corpus of fact, considered necessÍrry for the educated person to play a full part in a
particular European culture. Such a corpus was taken, as far as we could judge, largely from
writings intended originally for an educated adult readership. The material was considered
to be intellectually and emotionally demanding because of its expression of the spectrum of
human existence and so it was treated by the teacher as serious, complex and an inheritance
passed on to the next generation. We speculate that the nature of this corpus and its
encapsulaúon as a defined syllabus outside the control of the individual teacher to a large
extent predetermines the teacher's role: as a mediator, tÍanslator and guide for a child
readership. Although in lessons observed the children did show empathy with the human
experience presented, expressing emotional response and reactions which, within a limited
range, diverged one írom another, we formed the impression that the ultimate aims of the
syllabus were to stimulate analytical, logical thought, to present a fund of factual knowledge
for memorisation and to inculcate a consensus oí judgment of what constitutes literary quality
within Hungarian culture.

The observed teacher in interview suggested that she found üe exact prescriptions of the
ofÍicial syllabus to be limiting, and that she would prefer more freedom to study literary
material of her own choice, but of a similar high culture type. That seemed to consütute her
concept of 'reform' - the substitution of alternative authorVtexts; it was not to change
direction towards for instance children's literature or authentic transactional texts, or popular
media.

One would anticipate advantages for both teacher and pupils in such a pre-determined
syllabus to be |üstly a very much reduced demand on teacher preparation; by contrast the
English teacher was responsible for designing the whole syllabus for pre-examination classes
in both ouüine and in detail' with a teaching load more than double üat of the Hungarian
counterpart. Even for examination classes in England the syllabus is in outline only, as is the
new National Curriculum. Secondly such a syllabus gives pupils an overall map of their
leaming throughout their school caÍeer; additionally from the beginning of any school year
the diligent would be able to prepare well ahead of time and review their learning whenever
they chose. If a central aim of an education syst€m is to teach mother tongue as a corpus of
fact, then such positivism must offer distinct advantages, in spite of the limiutions it imposes
on more aspiring teachers.

4.1 Structure of symbolic action

In the one week's observation period of the l988 pilot study no tÍanslator was available and
the lessons observed gave the researcher only a sense of the overall shape of pupil-teacher
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interaction. ln the 1989 research study proper, two classes (year 8 elementary and year I
gymnasium) were observed in all their mother tongue language and literature classes with
the same teacher over a two-week period, a total of 16 lessons. For these lessons a Hungarian
teacher-trainee student. of English gave a running translation and commentary. The teacher
and student teacher later provided a transcript of two of the lessons of the year 8 class (one
language and one literature) from which the extracts (see Appendix I and 4) are taken.
It must be said that later study of the transcripts caused us to make significant adjustments
to impressions we had formed during our observations when only a running commentary was
available. For this reason we wish to be cautious in making firm assumptions about the
lessons not transcribed, and progressively more cautious about lessons by the teacher
concerned which we did not observe, mother-tongue lessons in other schools in Hungary, and
lessons in other subjects in relation to that culture's overall aspirations. Hence it would be
presumptuous to claim that our data did any more than suggest patt€ms and trends which
must be more tentatively expressed as they move away from üe epicenue of the single
teacher observed.

Excerpt from a Literature lesson
(For transcript see Appendix l. This is a copy of the transcript-translation kindly provided
by the Hungarian participants. To avoid inadvertent eÍTors no changes have been made to the
lranslaüon or the typing.)

Commentary
The beginning ol the lesson. The two pupils named in the duty rola come to the front of tbe
class to tell the teacher which pupils are absent. Balazs apologises for leaving at home the
text-book necessary for the lesson. The teacher expresses regret which we interpret as implied
disapproval.

The teacher announces the subject of the lesson. A girl volunteers additional information but
we assume üat she makes a misnke because the teacher reacts by implying that she may be
asked to demonstrate her knowledge in detail later. The teacher then calls on a boy to relate
"what should be known about" the poet nlyes. It is not clear to us how the children
discriminate between what is or is not signihcant detaii, though the teacher adds "Less details
about him and more about the poems we have spoken about".

The boy stands up and slowly but steadily, without reference to notes, recalls outline details
of the writer's life (approx 142 words in 90 seconds). The teacher stops him, but since she
says that the biographical derails will be completed later we assume that such biography is
considered relevant by the teacher. She then asks him to 'analyse' one of the three poems
the class has read previously.

The boy propos€s the poem 'Bartok' and begins an explanaüon of its significance, which
seems to be in the realm of ideology. The teacher adds detail - "His music was too modern
..'.',. '.The poet says it's one of üe human rights ...'' and directs the focus of the analysis by
asking the prompting 'closed' questions "And who was it prohibited by?", "And when did
it happen?", "You perhaps noticed something ...?". The boy gives brief but what we take to
be acceptable answers to these prompts.

The next closed question we suspect requires an answer on a larger scale with perhaps deeper
literary perception: 'Do you remember any inteÍest.ing, conspicuous thing in the poem?,' In
terms of Hungarian literary criücism the answer may be a matter of established fact, but in
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terms of Bloom's taxonomy üe question suggests judgment/ evaluation, a higher level of
response than the earlier questions requiring recall of factual information, which is Bloom's
lust level. The boy hesitates to the extent that the teacher judges he does not know the
answer; we assume that prior knowledge of his ability influences that judgment. No other
prompts are given and üe teacher changes the topic of questioning. reverúng to the lower
level of recall, asking for a list of ütles of prose works' The boy successíully lists five works.

The teacher then gives an appraisal of his performance; üat the biography was acceptable,
but adding the qualihcation that his book had been open, which emphasises that such
performance is expected to be from memory. However the boy asserts that he did not look
at his book and this assertion is supported by classmates around him. The teacher accepts this
but judges the analysis of the poem to be unacceptable, saying that the boy will be given a
chance to improve the performance later.

(Both observers at this point independently noted that Üre boy was awarded 5 marks (i.e. the
maximum) for the biography and 0 for the analysis. This is not recorded in the transcript, and
we can only assume that it was a comment added by the Hungarian translator at the time,
either as a deducúon from the tone of what was said, or from an overheard aside by the
teacher or from seeing the mark as it was written down in the official mark-book).

The next phase of the lesson continues with the teacher announcing the next topic: the
biography of the poet from the early thirties and the analysis of a second poem. She calls on
a pupil by name to perform, and the pupil is the same Balazs who at üe beginning of the
uanscript had apologised for leaving the book at home.

Interpretation
The beginning of the lesson demonstrates a monitor system which requires of üe class a
corporate responsibility for the orderly running oí thek own classroom and for keeping an
attendance record. Al| mother-tongue lessons are in the room of üe class concerned, so it
is the teacher who moves from room to room, and üe class 'owns' (he room. During one
break between lessons we saw quite a vigorous game of football going on in a room and two
teachers who happened to be present ignored it completely. In the Norwich school children
are locked out of classrooms in the breaks.

Balazs apologises for leaving a book at home because the predominant lesson pattern is for
children to be chosen by the teacher without prior noüce to lead the lesson, reporting back
on the study they have made of the official text at home. No formal sanction is applied to
Balazs, though disapproval is implicit. Tfuoughout all our observaúons we saw no formal
punishment given to a pupil, though always the teacher firmly asserted academic values and
personal responsibility when confronting ignorance, idleness or misbehaviour.

The pattern of interaction which follows was repeated three times in this lesson, and was the
predominant pattem in all lessons observed. We believe the pattern can be typified thust at
home prior to the lesson, pupils study the prescribed section of the official text books,
perhaps supplemented by material (particularly literary) of their own or from a library. At
the next lesson between one and three pupils are chosen by the teacher to formally rehearse
their learning (elsewhere in the teacher's comments this procedure is translated as
'repetition'). The procedure involves heavy emphasis on memorisation, although
analyticaVcriücal commentary (in accordance with 'conect' interpretaüon) is also encouraged,
together with references to eaÍIier learning. The class is expected to listen with complete
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att€ntion, then to question or comment on the information given at the end of the formal
delivery. Individuals who do not seem to pay attention or who whisper to others are called
on by name or gesture. However class control was a very low key feature of the lessons
observed; behaviour was generally very attentive. We were surprised on receiving the
detailed transcripts how much spontaneous reaction was recorded from the class generally;
our immediate impression had been of completely focused attenúon.

Assessment of the oral performance is made immediately by the teacher, on a mark scale of
0 - 5, which we understood was used in all subjects in the school. We never in our
observations saw the assessment by the teacher challenged in any way by the child assessed
or by the class listening. However üe top mark of five was regularly awarded, suggesting
that a policy of posiüve encouragement was applied, since it was clear even to the observers
üat those given lower marks had given a sub.st,andard performance by contrast in terms of
noticeable hesitations, a briefer answer, failure to complete an answer, or translatíon revea]-
ing that a wrong answer had been given.

The assertion by the boy that he had not been looking at his book, an assertion supported by
classmates, is an extremely rare example of the teacher's judgment being challenged by the
class. ln our observations we saw only minor and infrequent queries by children, generally
to ascertain a íact' rather than to suggest a contÍary opinion. Although children would
contradict each other when after an oral performance there was more open discussion, we
saw no dispute of the teacher's statements, opinions or attitudes concerning the course
material at any time during our observaüons.

As for the content of the lesson, the teacher's aims and evaluation (see Appendix 2 and 3)
indicate that there was an element of free choice by pupils in the writers they studied. We
are unclear as to the nature of this freedom, since many of the children chose the same writer
whose work appea$ elsewhere in the syllabus. Unless they had access to a wide range of
suitable books outside the classroom we assume it is more likely üat they will play safe by
exploring in more detail writers mentioned in their anthologies than take risks by introducing
completely new writers. Although in England free choice of reading text would be
commonplace from the outset of independent reading, such free choice in a study of a literary
figure wou|d not be expected unül age |4, as part of the GCSE 'independent study' though
üen it would be a much larger scale undert,aking than that observed here.

It would be unusual in England for the biography of a writer to rate leaming by heart. The
comments made by Kiss-Spira in IMEN Occasional Pap,r 2 p. 42 are accurate, in indicating
that the level of memorisaúon demand in Engüsh is very low, even in the examination
syllabus. In that respect the Hungarian approach which we observed is much closer to the
Advanced Lrvel English Literature syllabus, studied for two years by high ability pupils aged
ló- l8. Though one could think of such diverse exceptions as Shakespeare' Wilfred owen and
George Orwell whose lives might be considered a significant part of the study of their
writing by the younger pupils in GCSE examination classes, it would be more usual for such
information to be considered as background and less than essenüal.

The excerpt was chosen because it seemed to us typical of both the interaction pattern and
the approach to content in the lessons we observed.
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Excerpt from a Language lesson
(For transcrípt see Appendix 4. This is a copy of the transcript.uanslation made by the
Hungarian participants. To avoid inadvertent eÍTors no changes have been made to the trans-
lation or the typing.)

Commentary
The extract begins approximately eight minutes after the slaí of the lesson. Before this point
a boy has reported back on the subject of the formaüon of'derived' nouns and adjectives,
memorised for homework. The lesson comes almost at the end of the school year, and irs
content of this extract is based on the penultimate chapter of the official text book.

The teacher calls on a boy, Botond, to read out the composition he wrote for homework,
illustrating derived nouns and adjectives. There is still conversation in the class about the
preceding material so the teacher calls for silence. The teacher adds another dimension to the
normal 'repetition' procedure by asking üe class to write down in their exercise books the
derived words that they hear in Botond's composition as he reads it. This more unusual task
caus€s some conslemation.

Botond reads his composition, approximately 100 words long, on the subject of wild boars.
The teacher expresses keen approval and asks why that choice of topic, adding, presumably
to the class to focus thek attention, that she will in a moment ask what they have written
down. Botond replies that üe topic was üe one he liked best and on being further
encouraged with praise, adds that he has recently read an article on it in a magazine.

The teacher calls on Katalin to read the list of derived words noted, and Katalin
apologeücally lists six. The class chorus adds another. The teacher repeats one word, asking
if that is all. The class chorus suggests another but the teacher rejects the chorus and calls
on Dora by name to answer. Dora suggests two more words but the chorus rejects those as
having been suggested already and adds one more.

The teacher then returns to Botond asking for an explanation of the derivation of the words
lised. Botond begins a hesitant explanation wiüt which the teacher interacts to prompt and
to suggest information. The teacher calls on Bea to pay attention and when members of the
class interject with a suggesüon it is ignored by the teacher, who keeps the focus on Botond.
She asks him one fina.l question, and perhaps because of the pressure of this sequence of
precise answers, he drops his voice to the extent that she asks him to speak up. A member
of the class suggests part of üe answer and Botond provides the other half. The teacher
expresses approval, implies that his performance has improved from last lesson and evaluates
his performance as worth 4 out of 5. This ends an episode in the lesson.

The start of a new episode is signalled as the teacher asks for volunteers to read their
compositions. No one volunteers so Dora is chosen. Before she can begin Mate attracts the
teacher's attention for some reason, and is asked if his (her) composition is ready. Mate
replies that he does not have his things with him. The teacher replies cryptically and retums
to Dora who reads out her composition, on football.

Interpretation
Botond's composition was on a self-chosen topic, and as evidenced later in the lesson, the
class's writing represented a wide range of interests. The teacher seemed to be intrigued and
pleased by such diversity, though that in itself would not have been remarkable in an English
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context where individual choice of topic is commonplace.

Botond mentions that his interest arose from reading an article in 'Life and Science', which
we take to be a serious adult magazine. In the context of the transcript this seems to be a
slight point, but it seems to us to be worth furÚrer commenL Since the school had a well
stocked library with many cuÍTent serious magazines, he might have read it there. He might
though have read it at home, and in interview with six children from the class it emerged that
they were all the children of professional parents and all considered themselves to be from
advantaged homes. Many were very well travelled, ceruinly by Norwich standards. From
what we could judge of the cultural milieu of Budapest we would estimat€ that the impact
on children of serious reading through the family context, complementing the values of üe
school, would be much greater than less demanding cultural influences, such as
American-style television, which would more generally predominate in the lives of their
English counterpafls.

According to current English theory one would expect the writing to have had a specific
structure and/or communicative purpose. All of the compositions read out in the lesson were
similarly brief and we assume this was largely because üe primary purpose of the writing
was to provide material for analysis, and not to communicate information. Brevity would be
an advantage in focusing analysis, whilst the requirement of using certain kinds of words to
be subsequently analysed would increase tlre complexity of the task, making it akin to
composing poetry. On the other hand where communication is the primary purpose, children
of this age group in England would be expected to write at significantly greater length and
within a speciÍic genre. Some English @achers might subsequently use such writing for
grammatical analysis, though nowhere would one frnd such a refined analytical system as we
saw in operation in Hungary. Such analysis in England would be a consequence and not a
formaüve influence on the process of text construction.

Throughout the episode the teacher's tbcus is upon the single pupil chosen to perform, and
it is signiÍicant that during this interchange the teacher takes no notice of answers offered by
other children. This emphasis upon solo oral performance was typical of all the lessons we
observed. Discussions between the rcacher and the whole class were more sparingly used and
invariably came in üe later phases of the lesson, after the 'repetiüon' phases. Conceming
other possible patterns of oral interaction, at no üme did we see pairs or groups of children
working collaboratively; nor did we see any signiÍ-tcant amount of solo or pair preparatory
work in class. Most of the leaming appeared to have already taken place outside the
classroom, and therefore homework must play a very signi|rcant, but difÍicult to quanüfy,
part in the description of the observed teaching.

Botond is prompted into responding and continuing a response beyond his level of ceruinty
even though from the number of promps and üe dropping volume of his voice we can
assume he is drying up. This high level of demand, dispassionately but insistently applied,
appeared to us to be a typical teacher behaviour.

Although üe demand on solo performance appears to be merciless, Botond is given 4 out
of 5 for a relaúvely stilted series of answers. The teacher implies that he had not studied hard
enough in üe past and that he had been selected to perform on this occasion to give him the
opportunity of lifting his previous mark. From this we assume that the psychology behind
the marking is to give pupils an incentive by stick and canot to improve their performance
to the top grade - which is attainable. This is in contrast with the more common English
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practice of avoiding the top and bottom score in any scale, no matter which of a great variety
of scales is used. ln the Norwich school written assignments are marked out of 25, and
official examinaüons in percentages.

The teacher's statement concerning Botond's answer in the previous lesson is difficult to
understand and appears to be contradictory, which may be an effect of translation. One would
expect 'occur' to be positive not negative i.e. to read "Fortunately it occurred to you after
your answer last lesson that you had not studied,'. üe implication being that Botond had
mended his ways as he had just demonstrated wiü this improved performance.

"Now" is a boundary marker indicating the stan of a new episode. It is to be a more relaxed
one since the 'on-the-spot evaluaúon' ground.rule is relaxed, together with the
'teacher-selects the performer' rule. However perhaps because volunteers must be able to
afÍirm that their composition is 'a good one' no volunteer comes forward, so üe teacher
selects.

Mate attracts the teacher's attention. As we observed generally there is no direct admonition
of undesirable behaviour though we assume there is implied criticism in üe teacher's
response, suggesúng a pattem of repeated irresponsible behaviour' We would expect Mate
to be selecrcd by the teacher íor a performance in the near future - and presumably Mate
would have the same expecradon.

As for the content of üe episode, the analysis is necessarily specitic to Hungarian and so it
is difhcult to comment on its appropriacy. The episode was chosen because all the language
lessons we Saw were similarly íocused on the detail of very small texs, written for an
analytical purpose.

It is worth noting though that a large part of the remainder of this lesson following the
extÍact contained very much more teacher.whole class interaction than usual (see the
teacher's aims and evaluation Appendix 5 and 6). The final chapter of the ofltcial text
concerned variants in mother tongue dialect and included an account by the writer Illyes
Gyula (refened to also in the literature exüact) of his own personal, formative experience.
This involved deep emotion and is an open-ended, value-based subject which stirred pupils
to respond in similar vein. Such material was probably inserted by the curriculum planners
to make a contrast with the finite scientific content which constitutes the larger part of the
language syllabus. It raises an interesting issue for that concept of research which seeks
'characterist'ic' patt€ms, for in terms of quantity, the latter paÍt of the lesson was not typical
of what we observed. However because of üe children's evident involvement in open+nded
debate it could be argued that this end.of.course Eeat had a qualit,aüve impact upon their
attitudes towaÍds the language course íIs a whole out of proportion to its quanüuüve
significance. Because it was well beyond Úre scope of our investigation to even explore that
issue we selected this more mainstream excerpt from an observed lesson.
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Appendix I

Excerpt of tb LITERATURE lesson

Transcription and translation of a LITERATURE lesson

Date: 2USll989
School: Teacher Training Secondary School of the University of Budapest 9ELTE Sagvari Endre

Gyakorloiskola)
Adress: Budapest, Trefort u. 8. 1058. Hungary
Class: 8b, age: 14 number of pupils: 35
Teacher: Dr. Veronika Kiss-Spira
Translated by Krisztina Gecov and Veronika Kiss-Spira
T = teacher; Ch: = children; B = boy; 6 = girl

T: I liked to see two people on cluty here!
Ch: Who's on duty today?
T: Sulan and Szasz are ín the mark.book. Silence, please!
Ch: lt's 22511989. Forgach is here? Or isn't?
T: Now, children. Yes, Balazs!
B: I'm sorry but I left the book at home.
T: From which you're supposed to read something out for today.
B: Yes.
T: Well, that's a pity! FiÍst I'd like some to speak about Illyes what should be known about him.

Less details about him and more abou( the poems we've spoken about, all Íi8ht?
G: we've read lwo poems.
T: 3l Aniko you'd better remember them alM-et see Haraszti Sanyi!
HS: He was born in 1902 ...
T: We're waiüng for everyone to be silenl
HS: He was born in 1902 in Racegrespuszta. He went to school here. Later they moved in

Simontornya, that to Dombovar where he attended the secondary grammar school for 2 years.
His parents d'ivorced, he and his mother went to Budapest and there they lived in Angyalföld
(a working class area). First he attended a gÍarnmaÍ schoo| but later he changed it for a school
of üade where he had the fina| exam at the age of 18. It was at this time that his Íirst po€ms
appeared in Nepszava. He went to Vienna and Berlin; and then to Paris where he anended the
Sorbonne' He joined the avantgaÍde movement and he published some poems written in French.
ln 192ó he returned to Hungary, left the avantgaÍde movement and was wriüng in a Hungarian
populisric manneÍ. He got the Baumgarten prize in l93l'

T: That's enough, thank you, someone'l| conünue it larcr. What ue the poems we've read, chose
one of them to analyze. Tell me lhe titels firstl

HS: one sentenc€ on the tyranny; Banok; Because you are sitting opposite to me...
T: Which one do you choose?
Hs: BaÍtok
T: Good
HS: So' he wrote this poem because BaÍtok's music wasn't al|owed to be listened, so...
T: His music was too modern according !o the contemporary 'cultural policy'.
HS: His music couldn't be played, and he...
T: The poet says that it's one of the human rights to b€ d€sPrate' or to have a bad opinion about

the world. And who was it prohibited by?
HS: By the poliüca| administration.
T: And wtpn did it happen?
HS; In the 50's.
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T: Yes, it's about the 50's. You perhaps notjced sometling concerning the form, the tone and the
words of the poem, didn't you?

HS: It's a rapsody.
T: Do you remember any interesting, conspicious thing in the poem? Not really? Then would you

menüon some of his prose-works?
HS: The People of üe Pusta, Huns in Paris, Lunch at the ManoÍ House, The page of Beatrice, ln

the boat of Kharon.
T: Well, his life was all right' although sometimes you looked into youÍ exercise-book'
HS: It wasn't open!
T: Sorry? Are you sure?
Ch: It was not openl
T: Then we can agree that the facts were all right' but you'll be asked about the poem onc€ more

because that was a bit of stuttering, wasn't it?
Now, somebody'l| conünue the biography from the early 30's, and analyze another poem' It'l|
be Balazs.

Appendix 2

Teacher aims for LITERATURE lesson

Lesson for 8b Monday 22ül May

Arms:
l. to encourage pupils to share their own Íindings on Hungarian literatuÍe of the last 40 years with

each other
2. to widen and deepen their understanding of modern liteÍatuÍe
3. to help them to acquire self-reliance in choosing books to read
4' to deepen tieir experiences step by step into a convicüon that ''high literatuÍe'' isn't necessarily

boring, a lot of them would be very interesting for them.
objecüves of this lesson:
L to check that each pupil has completed the gathering of data on the chosen writer or poet,

whether they wrote an appreciaüon on a chosen work by him.
2. Conünuaüon of exploring of the modem Hungarian literature on the basis of pupil's choice.
[rsson:
l. 5.10 minutes: Íepetiüon. A pupil speaks about lllyes Gyula' a modern HungaÍian po€t.
2. 35 minutes: about 3 pupils present one poet or one writer each, read out some abstracts ftom

his work chosen by the pupil fumself/herself íor that purpose. The other pupils have to make
notes, the teacher helps them to choose (he most imponant data to write down. to point out
what they have to know.

3. Homework:
a to consider whether all homeworK will be done with enough care. To correct them if it is

nec€ssaÍy.
b oral: to check over their own notes made on the lesson and memorise what was marked out

for learning.
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Appendix 3

Teacher evaluation of LITERATLJRE lesson

Evaluation of 8b lesson on Monclay 22th May

l. In the first pan of the lesson I asked more than one pupil (three) to speak about the poet who
we learned about last week. The main reason was that they were prepared !o the lesson
compuatively betE than I forsaw, so it did not take too much time to listen to three of them.
one pupi| cou|d not expfess h's lhoughts about a po€m consistent|y' so I gave him a chance to
coÍTect it on the following |esson.

Z. I asked only one pupil about her choice instead of 3 I planned. The main reason was the vivid
response of the class to the writer (lstvan Orkeny) presented by this pupil. About 15 from the
c|ass read already something by this writer and 3 other pupils prepared their own pres€ntation
about him too. So there were a lot of lnterest in the theme, e.g. two pupils read out long
citations spontaneous|y from different texts by this wÍiter to exp|ain some idiosyncraüc feafures
of his works: a text on groÍ'esque, and one that was a comic .,diÍecüon of use .. of his own short
stories. The writing chosen by this girl was interesüng for the rest of the class' They Lstened
ro ir very carefully and they have a lot of responses afterwards. Almost all pupils had important
and authenÍrc ideas on the presented text. I( wÍls very interesting' that they took t}te emphasis
on motif of isolaüon of Hungarian people ftom the rest of the world in consequence of lhe
language strange to other people.

3. I was pleased with the ambiüon of them to shaÍe üeir findings about modern Hungarian
literature with others. At the end of lhe lesson ten pupils gave in their works for evaluation
voluntarily. They think their work was very well done.

4. This lesson confirmed my earlier experiences with this class: they are bener motivated to leam
about a theme, a writer or a poet if they have a choice on a wide range than to absolve the
obligatory material prescribed by the curriculum.

Appendix 4

Excerpt of tb LANGUAGE session

Transcription of a Hungarian LANGUAGE lesson of 2l6ll9t9

Place: Form 8b; Teacher Training School of University of Budapest (ELTE), Sagvari Endre
Gyakorlo Iskola

Teacher: Veronika Kiss-Spira
The transcripüon was made from a npe and üanslated into English by Kriszüna Gecov and veronika
Kiss-Spira.

(Ttrc Excerpt begins 8 minutes after the start of the lesson)

Now I'd like to hear the composiüon of Botond!
The Hungarian...
Silence, please! So that we all could trcar what Botond work about.
He wrote about the Hungarian wild boars (Laugh). The task'll be the following: this time it
won't be Botond who has to frnd the derived words, but you! Open your exercise-books, put
down the titel: Practising' and tÍy to write down as many of the derived words Botond's going
to read in his composition, as you can.

Ch: Then read it slowly, O.K.?
T: Just in the normal tempo. Take your exercise.book in youÍ hand' and Íead it loud!

T:
B :
T:
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Ch; TUrn to us a linle bir, rhar's all righr!
T; Go ahead. Botond!
B: "the tourisE wandering about in woods and meadows, and the inexperienced people who go on

out.ings occasiona]|y' ofien examine lhe wilderness tÍying to avoid an encounter with a wild
boar foaming at the mouth ready to teaÍ the poor tourist into pieces. The false legends about
the dangerous wi|d boards are spread by exaggeraüng lay-hunters' That's true that the wild boar
is the most dangerous among the big games of our county. But we should take caÍe of the fauna
of Hungaryl Don't hunt for the wild boar because we have only a few of this breed in our
woods!"

T: This is great Botond! And what made you choose these animals to write about?
I'm going to ask what you wrote down immediately!

B: lt was the ropic I Liked the most.
T: Good
B: Recently I've read an anicle abou( them in the Life and Sciencr.
T: Good. Now I'd like you to read what you were able lo put down. Katalinl
K; I haven't got too many: alkalmi, süÍüsegek, habzo, veres, veszedelmes, vadasz (occasional,

foam.ing, bloody, dangerous, hunter).
Ch: tapasztalatlan (inexperienced)
T: Stop shouüng, please| Did your ''vadasz'. (hunter)? Than that's all?
Ch: rövidszörij(short.heired)
T: Stop shouüng! Dora!
D: rörvidszörü, haxoszüju (shon.haired, foaming.mouthed)
Ch: We've already had those ones!
T: Anyttung else?
Ch: silrüseg (wilderness)
T: Then we can go back to Botond who should tel| us which type of derivaüon these words belong

to!
B: Well, the word "inexperienced" means the lack of something.
T: Yes, and what is ir derived from?
B: lt's an adjecÚve from a noun. Than .'közeli'' (nearby) means the origin of ..'
T: Where the thing belongs to, where it is, yes:
B: where it is.
T: Bea, pay attenüon, please|
B: well' u:tis is a noun from noun, but l don't know if it's an abstÍact word or it's onlY a

frequentaüve . the ,'stirüseg'' (wilderness) is rather abstract.
Ch: It's a feature!
T: This can can be ...
G: It's an adjecüve
T: ... absÚact, that was a very good idea! But I don't know why you ment'ioned ftequentativeness.

wha( is it that can be frequentaüve?
B: wel l '  ö . . .
T: a verb, allright?
B: Yes, a verb.
Y: O.K. what else is there then?
B: Wel|' üe foaming.mouthed, that's a feafure.
F: And what class of words?
B: Well ö...adjective' Then lay-hunters, that's a job.
T: Job, yes.
B; It's derived from a verb.
T: Good, one more question: what nouns and adjecüves can you derive from verbs? Nouns of

what meaning?
B: Well, for example the
T: Botond, please speak up!
Somebody: -as, -es
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B: Yes
T: -as, -es, and ...
B: a good result of action
T: Good. Fornlnate|y' it didn't occur to you that you hadn't studied aft€r youÍ arrsweÍ last lesson.

It was better than last üme, I was satisfied with your composiüon as well, you get 4.
Now I'd like to hear two or tfuee composiüons, I won't mark them. ls there anybody who
thinks hiVtpr is a good one and would like to Íead it to us? If there's no volunteer I'm asking
Dora to read what she wrote' Maté' what aÍe you doing? Is your composition ready?

M: I don't have my things here.
T: You don't have anything here, I thought so.

Yes, Dora!

Appendix 5

Teacher aims for LANGUAGE lesson

l.esons for 8b Friday 2nd June

Language

Aims:
It is the last chapter of grammar in this school-year that is very shon, a closing unit with the aim to
make the pupils conscious of the variants of their mother tongue, the layers of it by tenitories, by
social groups and profession. They klow about it a lot, so it is a last suggestion before they finish
their "elementary" school (general school in Hungarian) and they begin their secondary school career.

objecüves of the lesson:
l. to discuss the phenomenon oí language variants' and the problem of biases against dialects. ln

Hungary the poets, musicians, educators etc. value very high folk art and dialects, but the
people living in big towns seldom laugh at the pronounciation of people of some rural areas.
I would like to know their opinion about it.

2. to collect some words and expressions from different layers of language and make some
observations about them.

l-esson:
l. 5-l0 minutes: rePeüüon. Compound words in Hungarian language. Reading out their

compositions.
2. 30 minutes: discussion on language variants.

a. IntÍoducüon of the problem by means of a short exerpt of an aulobiographical essay by
Illyes Gyula (who we learned abut on liteÍafuÍe lessoru). The exerpt can be found in theiÍ
work-book.

b. the first pan of discussion. What do they think about bias against dialects?
c' The diffeÍent layers of |anguage by profession' territory and socia] grouPs: the second part

of exploring the problem. A shon exerpt from an old cronicle given in the work-book A
task for individual work: collection of different words, expressions by their own knowledge.
Some data from special dictionaries.

3. Homework:
Oral: to find texts written in dialects or in technical language erc. To prepare an oral analysis
for a shon statement.
A voluntary task: to find and bring in casettes (or records, videotapes) for demonstraüon of
special language variants.
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Appendix ó

Teacher evalustion of LANGUAGE lesson

Evaluation of lesson for 8b Friday 2nd June

Language

The repetiüon was a little bit longer than I plarmed, because I chose tow pupi|s wbo were less able
and ambitious from Hungarian language and literature. Forrunately, they both were well prepared to
the lesson, but I wanted to be sure, that they studied thouÍougttly. The second reason was that the
pupi| wrote very interesüng short compositions at home, and they liked very much to listen to each
other's composiüons (and I myself was very much interested in them' too)'
I think that the discussion on the language variants was very vivid and interesting. The pupils were
open. The ambiguity of therr evaluaüon of dialects was the very core of the problem. They think' the
dialects have a value of thetr own, but they are a little bit ridÍculous and strange. They think' that it
is not nice to force a person to speak the standard Hungarian' but living in a bigger town it is betteÍ
to change one's pronunciaüon. (My opinion is differenl' I do not thin} necessary to change one's
pronunciation in any circumstances). They expressed their opinion that speaking in dialect does not
mean to be uncu|fuÍed, it has gol nothing to do with inlel|igence.
We discussed one text, only, Úre exerpt of the autobiographical essay by lllyes Gyula. The other one
we will explore on the next lesson.
I gave them diíferent homework oí the planned: They can choose to collect words and idioms of
dialects or sciences and proÍessions.
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England - Hungary

FÍeld structure: the reports on England
and Hungary

Hugo de Jonghe

1 Introduction

Under the pressure of time I limited my analysis to field StÍucture aspects in some of the
documents, especially those about the English and Hungarian standard language lessons in
'the Ludwigsburg documents' (S. Parker and V. Kiss-Spira). It is my impression that both
reports give a good description oí what is (was?) going on in two rather different
educational systems. It also gave me the opponunity to compaÍe the Íindings in both re-
ports with the experiences I have in my own country (Flanders).

2 The importance of Íield structure

I agree with the organising committee that the structure of the mother tongue teaching
field is important. ln Flanders e.g. you could say that mother tongue teaching moved from
a two component structure (tradiúonally called 'language theory and authors') to a three
component structure with 'language skills' as a third component, which only developed
definitely after World War II. At that time there was a strong need for schools to help
children from other than high and middle social classes mÍ}ster these skills. Necessary
though it was, it also led to an inevitable loss of content in the literature component as
the training of language skills claimed a substantial part of the mother tongue teaching
time. At the same time there was (and still is!) üe problem of redefining the role of the
'language theory' component, which traditionally included grammar, vocabulary and
'style'.

As I shall try to point out further, I do not really believe in the existence of a two
component structuÍe (language, literature), unless you divide the language component into
two subcomponents (language skills, knowledge about language and language use). Even
in the former Flemish structul€ with its 'language theory and authors' (i.e. knowledge
about language and language use and secondary literature) there was a strong 'hidden'

language skills component. E.g.: pupils had to write essays in which they had to put into
practice what they had leamt about essay characteristics. I believe that you could say the
same about the Hungarian field structure, described by S. Parker. The Hungarian language
component does not only include grammar; it includes the training of language skills as
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well (essay writing, reading aloud, presenting one's own findings about a book to peers
etc.).

A single school subject?

Perhaps one could even say that mother tongue is not a single school subject. Literature
e.g. shows a definite tendency to turn into an independent school subject. It certainly tries
to recover the lost provinces. on the other hand grammÍu e.g. seems to go on as some
sort oí an independent subject, unaware of the severe criticism from the side of those
educationalists who want mother tongue teaching to be communicative in the lust place.

Maybe it is preferable to call mother tongue a conglomerate of interdependent semi-
subjects, each of which could easily develop into a seperate subject. It simply depends on
circumst.ances and on educaüonal policy whether you let .'hem or not. In secondary
education you might choose either a three component single subject model or a model
with a two component language subject and literature as a seperate one.

4 Report restrictíons

A focus on Íleld stÍucture leads rather quickly to the question whether a series of ten or
twelve lessons is enough to make reliable Sarcments about such stÍuctures.

On the other hand there are certainly a lot of data which can enable us to construct a
hypothesis about the general field structure in the educational systems described. I hope
that such a hypothesis has some practical value, not in the íirst place perhaps for the
teachers themselves but íor educational authorities, cunicu|um developers, Eacher training
institutions etc.

of course the material couid also be analysed on anoÚter, meso- or micro-didactic level'
Then you could give an answer to questions as: what are literature lessons about? which
books do pupils read? what is the role of essay writing? what is the role of reading texts
aloud? why does the teacher in the report on English lessons repeat her pupils' answers?
etc.

5 A (universal?) diagram?

In my opinion it is pracücal to distinguish between tfuee main fields in the teaching of
standard language: (a) language skills, (b) knowledge about language, (c) literature. Often
both the training of language skills (i.e. listening, speaking, reading and writing) and
knowledge about language and language use aÍe considered to be subcomponents of one
single language component: sometimes one of üem may be a 'hidden' one in the way I
have just been describing (for instance Flanders some forty yeaÍs ago, Hungary). In other
cases such as France (as presented in Delnoy 1988) there are seemingly a larger number
of semi-independent componenls (spelling, texÍs, grammar, wriúng and reading)' which
can be reduced to three main components:

220



I anguage  skí ]1s

wrí t  1ng c n o l I i n n
v P v 3 j 4 . . Y

I  i t e ra tu re

knowledge about language

Figure 1: Components in French st.andaÍd language teaching

In the French example I miss such subcomponents as listening and speaking. It is possible
that in French schools no explicit attention is given to them, though I would rather doubt
that. lt might perhaps be interesting to develop a general diagram conuining all possible
components and subcomponents, some oí which might then be marked as zero-compo-
nents.

6 Interrelated components

A quesüon that arises immediately is what sorts of relaüons there are between the
di f ferent components.  In the French example ( l ) 'wr i t ing 'and'spel l ing 'seem to be
treated as two different components. This may be due to the fact that tÍaditionally a lot of
time is spent on spelling, as in French the distance between spelling and pronunciation is
rather great. In Flanders there is no need for such an independent teaching of spelling
(though many teachers spend a lot of time giving spelling lessons!), so we can consider it
to be a subcomponent of wriüng in secondary educat'ion or of writing/reading in primary
schools. Thus relations between single componenls may depend on certain linguisúc or
even cultural factors.

A very imporunt relaüon is the one between language skills and knowledge about
language. In S. Parker's description of lessons in Hungary we see that the focus of the
language lessons was "the analysis of language examples according to a precise gramma-
úcal system'' (p. 9). This seems to mean that the language component predominantJy
consists of cogniüon about language. A closer look at the types of acÍ"ion shows that
pupils have to do a lot of oral and written work (ora] presentaüon' essay writing, reading
aloud, answering to questions, reciting poems by heart etc.). Thus the language compo-
nent ought to be divided into is two main subcomponents of knowledge and skills.

It is interesting though that in Hungary the training of language skills is subordinate to
knowledge, whereas in most countries in Western Europe knowledge about language (use)
is subordinate to Üre development of language skills. It may even be justi|ted to speak
about a tendency for 'knowledge about language' (history of language, gramm:u etc.) to
turn into 'knowledge about language use' (text linguistics, pragmatics), leading to a
reduction of the weight of grammar. In western rhetoric at least and to a certain extent in
the teaching practice also grammar is primarily accepted as far as it is of some use to the
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training of language skills. of course, üis is due to the inuoduction of another type of

mother rongue education which is principally based on communication.

7 Reading and literature

In figure I there is also a relation between reading (and texts) as a subcomponent of

tanguage skills training and literature. This brings me to üe diagram of the model behind

the Dutch portait (in Delnoy et al. l9E8):

Figure 2: Mother tongue education in the Neüerlands

In this diagram one can see a 'reading' component as a smaller appendix to üe 'texts'

side of tanguage. I take it thar the language component itself in that model is also of the

same cognitiue type: that it is about cognition in the language domains of grammar and

texts. A; reading-is atrached to it, it seems probable that it is a component in which

cognitive elemeriS of the main language component are brought to function in reading

acúvities. If reading extends equally to literature, then we could come to the conclusion

that in the presented model lieiature is considered to be a subcomponent to reading' With

the same géneral structure as in figure l we could then present the model in Íigure 2 as

follows:

Figure 3: The Dutch lteld structure

1 ) )
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It seems acceptable that components as 'writing' or 'spelling' etc. have not been filled in
as üey were missing in the lessons observed.

8 The field structure of Flemish mother tongue
curricula

Let us consider the Flemish curricula for secondary schools for a moment. In their
presentation of the standaÍd language teaching components there are rather striking
differences. First, the curriculum ediled by the Ministery of Education (1983-84), which is
still in use in ('official') schools depending on the Flemish Community, shows no less
than six components; listening, speaking, reading, writing, language use and language
observation, spelling. Literarure is not present as an independent component; it is
integrated in the reading component. On the other hand there is the rather puzzling
denomination of 'language use and language observaúon'. of course 'language use'
cannot mean anything else than the four preceding components (listening etc.) Possibly
the Íifü component has simply been given a wrong name: maybe the authors only wanted
to make it clear that this component is about cognition about language in its literary and
non-literary use. Thus we can adapt the diagram to figure 4, with grammar as another
subcomponent of knowledge abou( language use:

Figure 4; Flemish Community schools curriculum

Schools using this community curriculum represent about 257o of Flemish secondary
schools; the large Catholic majority of schools have their own 'free' curriculum, in which
a slightJy different 'Íield structure' is shown: there are tfuee main componenr (language
skills, knowledge about language, literature), the lust two having some subcomponents.
When we use the same diagram again, the picture is now as follows:

) ) 1
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Language  sk r11s knowledge about  language

1  í  sLen ing /  speak ing r o a r l i  n a wrí t. ing

gramÍnar

L  i t e ra tu re

Figure 5: Flemish Cathoüc schools curriculum

Of course diagrams 4 and 5 do not tell us anything about the way the standard language
is being taught in Flemish schools. I have simply tried to point our the differences
betu'een ofhcial and free secondary school curricula in Flanderi. t am quite aware of the
fact that a portrait of real teaching practice would probably reveal anolher factual field
structure. Maybe you would see something like this:

Figure 6: Supposed Flemish portrait field structure (a1e: 12-14)

Two of the boxes arc empty: for 12-14 year olds you would probably find no contact
wiü (adult) 'literature' 

and there would be almost no influénce by text linguistics.
Grammar and vocabulary ('words') wou|d play an imporrant role. Reáding *ouú fo.u,
on the explanation of youth novels and non-Íiction. Spelling might reappear in a close
relaÍ'ion to 8rammar, as a subcomponent of knowledge about language. It would be difÍi-
cult to detect an explicit relation between the two main languagJ coirponents. Orat skills
would not be given much direct attention. The strong emphasis on knbwledge (grammar,
vocabulary' spelling rules, accepted text interpretations) might be due to the use of school
books and to the fact that evaluation is much easier with cogniúon than with abilities.
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9 England: the fields in the report of Veronika Kiss-
SpÍra

Using the same diagram again you could present the field stÍucture as observed by V.
Kíss-Spira as follows:

Figure 7: The field stÍucture of mother tongue education in England

The main accent being on literature, all language acüvities stand in a close relation to it
now. Knowledge about language is reduced to knowledge about the characteristics of
literary texts, even in the appendix data about a language lesson. There are no signs of
great importance being attached to fields as grammar or vocabulary, at least not syslema-
tically. Of course, this may be due to restrictions caused by the limited number of
observed lessons. On the other hand, the author of the report points out the pressure of
the GCSE, which is quite acceptable, though the teacher herself may also show a distinct
bias towards literature.

There is of course some de facto training of language skills. It is rather difficult to judge
the quality of the pupils' abiüties: on the whole they seem to b€ faiÍly sufficient. I would
not daÍe to imply shortcomings in speaking as the report seems !o suggesL The trans-
cription of the literature lesson e.g. shows in an interesüng way how in their minds üe
pupils are working through the interpretation of the poem. An unering as 'Cause when it
goes up' I mean' (and so many othen) should possibly not be considered as a defecúve.
answer to the teacher's question, but as a string of words coming from an inner flow of
ideas, a process of groping for the meaning of the poem, urged on by the teacher's
reasoning and questioning. There is quite a step from this process of inner verbalisaüon to
a completely well-structured answer. After they have had the opportunity to work things
out in groups and to write ideas down, they manage a lot better.

10 England and Hungary: similarÍtÍes and dÍfferences

If we go back to the Hungarian field structure now, we can see that in a certain way it
matches the English one: in both teaching systems there is a very close functional relation
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between the training of language skilts and literature. The main difference is that in
Hungary literature seems to be the prevailing component, whereas in England communi-
caüve abilities are much more important, even though they are very closely linked to
literature.
A characteristic of the Hungarian field structure is the 'looseness' of the knowledge about
the language component and its reduction to grammar/parsing and spelling. I would
venture to represent it in the following diagram;

Figure 8: The Hungarian Íjeld structure

The advantage of diagram 8 is that it shows both the intended and the real, underlying
field strucure at the Same time' Boxes in a double outline are those intended by thé
educational system, giving the impression that there are two mother tongue teaching
fields. Of course there is one more, 'language skills' with its four subcomponents, shown
in the boxes with a single outline just like the subcomponents of the 'knowledge about
language'field.

11 The impact of regulations

Both the English and the Hungarian system make it clear that st,andaÍd language teaching
(of course teaching in general also) depends to a very large extent on regulaúons from
outside: the input regulation so far by means of a centrally planned curriculum and school
books in Hungary and the output regulaúon by means of examination requirements in
England.

In Flanders the teaching system lies somewhere between the two. The centrally developed
mother tongue curricula leave quite a lot of operaüonal freedom to teachers and there are
no centrally organised examinaúons. on the other hand most teachers are used to working
with commercially developed mother tongue course books presenüng the full scope of
materials necessary to achieve the aims described in the centrally planned curricula. This
means that the efficiency of teachers depends to a large extent of the quality of these
methods and even more on the quality of their training (a) as reliable future users of
methods or (b) as creative and innovative developers of their own teaching materials. This
means that you could see lessons being given both ways: older teachers still working in
some sort of a Hungarian way as they have been trained to work with methods which at a
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dme were set up along the lines of stricter curricula; younger and middle-aged teachers
working with modern methods of a communicative style or developing their own
communicaüve materials.

12 Field boundaries and underlying values

I find it necessary to distinguish between the field stÍucture as it presents itself by means
of curricula, text books, assignments etc. and Üre real field structure behind those
phenomena. In the Hungarian example there seem to be only two components (language,
literature) and certainly Hunganan teachers may be conscious of that fact. Nevertheless, a
closer look at what is really going on reveals the existence of a language skills compo-
nent as well.

The language skills component is always present, whatever the school subject may be.
Thus the Hungarian structure as it is described in the S. Parker's report shows a striking
similarity to the real structure of history, geography, maths etc.: there is always a
substratum of language activities (listening, answering, reading, writing answers, taking
notes, essay writing etc.). Western educational sysems took quite some time to discover
the importance of this substratum for 'socially disabled' children, who do not belong to
middle and higher classes. Once discovered (see for instance Bernstein 19'72, a.o.) it soon
became a major concern of mother tongue teaching to foster communicative abilities. This
also means that the 'hidden' language skills component wils brought to light.

Finally, I would like to compare the English, Hungarian and Flemish systems on the basis
of a certain number of boundary markers. Of course, one should take into account the fact
that the three educational systems are developing at this momenl Since the introduction
of the national curriculum in England, it would be necessary to change the lrst minus
into a plus.

Boundary markers England Hungary Flanders

curriculum
time-table
subject rhetorics
tradiüons
central examination
feasibility of evaluation
assignments
text books

?

?

+
+
+

T

+
+
Í
+
+
f

Í
+
?

+

?

+
+

Figure 9: Comparision of the educational systems in Rngland, Hungary and Flanders

In the whole of the field structure hypothesis present€d in üis paper, it seems clear that
these markers s€t the boundaries of the fields as they are described in the portraits (the
double-lined boxes of the diagrams). It needs a closer look at what is really happening in
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class-rooms to discover the underlying more general structure, which usually is hidden to
a certain extent by the boundaries teachers and educational authorities are aware of.

As to the underlying values it might be interesting to put educational systems on bi-polar
scales. as in the followins:

Figure 10: Bi-polar scales of educational systems in England, Hungary and Flanders

As described in the portraits the Hungarian and the English mother tongue educational
systems are much more on the plus side of the cultural heritage scale than the Flemish
one. On the communication scale there is the striking fact that Hungary moves far to the
minus side, leaving Flanders somewhere in the middle. Nevertheless, it seems quite clear
that westem influences will make Hungary shili more to the other side in the years to
come.
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England - Hungary

AnalysÍs of Two Fragments

Sheila Robinson

Introduction

Veronika Kiss-Spira, in her report included in the Tisvildeleje Papers and Stephen Parker,
in his report included in the 3rd IMEN Conference Papers, have explained the stage which
the England - Hungary research has reached (Kiss-Spira 1990: Parker 1990, also this
volume).

Because of the time factor, each side has so far had to present a subjective view, which both
researchers have made clear in the above mentioned papers. Kiss-Spira has had to present
the uncorrected transcripüon of a literature lesson at Hellesdon from which she has been able
to make tentative observations, and Parker has emphasized that our comments about
Hungarian mother-tongue education can only be tentative also.
I have therefore decided to select fragments from the literature lessons already under
discussion, as the perspecüve of the thiÍd party involved in this research may perhaps
advance it a little further.
I have chosen the Hungarian literature lesson fragment used by Parker (see Appendix I of
A Report from the English Perspective on the Comparaüve Research Study England -
Hungary, this volume), and a fragment from the English literature lesson quoted by Kiss-
Spira (see Kiss-Spira 1990, 29-39).In each case, the fragment is taken from rhe beginning
of the lesson.
I must emphasise üat my comments about the Hungarian lesson are those of a teacher-
observer assisted by an interpreter, while my comments about üe English lesson are those
of the teacher-researcher teaching the lesson.
As Parker has already clearly stated our tentative observations under the headings required
in the Guidelines provided, there seems little point in my restating them. This analysis may
serve as additional material germane to the discussion.
It seems to me to be very helpful te be able, as far as possible, to study material in the order
and context in which it happened. I therefore propose to atrange the analysis in the following
way:
l. the diary into which the Hungarian fragment fits
2. the teacher's preparatory comments
3. the fragment of the Hungarian literature lesson
4. the fragment split up, wiü commentary
5. the teacher's evaluaüon
6. the diary into which the English lirararure lesson fits
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7. the teacher's preparatory comments
8. the fragment of the English literature lesson
9. the fragment split up, wilh commentary
10. the teacher's evaluation
11. some comments and observations.

2 Teacher log: 8b Literature Programme

Diary of üe work done wit 8b

Literature
l. Mond 5th Sept. Some information on the syllabus.
2. Thur 8th Sept. On Moricz Zsigmond, the Hungarian novelist.
3. Mond l2th Sept. Reading out and talking about a short story by him (Seven pennies).
4. Thur l5th Sept. Introducing and srarting to talk about his novel for children: "Be warm-

harted to the very last" read by children at home. Sening up the "Be warm-harted"
essay to be written at home. There were different titels for choise. Due in on 29th Sept.

5. Mond l9th Sept. Talking about his novel above.
6. Thur 22nd Sept. Further explorations into his novel above.
' l . Mond 26th Sept. Continuing discussion of his novel above.
8. Thur 29th Sept. Reading out and checking on pupils'essays prepaÍed at home and a

discussion on them.
9. Mond 3rd oct. Some iníormation on Tamasi Aron, Úre Hungarian writer'
10. Thur 6th Oct. Introducing and starting the discussion on an exerpt read by children at

home from his novel-trilogy "Abel".
ll. Mond lOth Oct. Further discussion tr on the exerpt.
12. Thur l3th Oct. Some information on Nagy Lajos a Hungarian writer between the two

world wars.
13. Mond lTth Oct. Discussion I on one of his short stories read by the children at home.
14. Thur 20th Oct. Discussion II on his short story.
15. Mond 24th Oct. Some information on life and works of Gelleri Andor Endre, a

Hungarian short story writer between the two world wars.
16. Thur 27th Oct. Talking about a short story by Gelleri ("A bread and drippings and an

apple").
17. Mond 3lst Oct. Further discussion on the short story above.
18. Thur 3rd. Nov. Reading out an other short story by Gelleri and talking about it (One

penny).
19. Mond l4th Nov. Further explorations into the short story above.
20. Thur lTth Nov. Summary of the learned material about Hungarian novelists and short

story writers.
21. Mond 2lst Nov. Setting up an essay to be written at school on the short stories üey

read. The pupils may choose among dífferent titles.
22. Thur 24th Nov. Checking on and marking the essays, reading out the best ones.
23. Mond 28th Nov. Some information on life and works of the Hungarian poet Jozs€f

Attila.
24. Thur lst Dec. Reading some verses by Jozsef Attila and talking about them by children

chose. The task was to choose two vers€s by Jozsef Attila' to prepaÍe reading üem out
nicely and write essays on them. We worked on the base of pupils' prepared material
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during the next 5 lessons.
25. Mond 5th Dec. On the poetry of Jozsef Attila as above described.
27. Mond l2th Dec. On the poetry of Jozsef Attila as above described.
28. Thur l5th Dec. On the poetry of Jozsef Attila as above described.
29. Mond l9th Dec. On the poetry of Jozsef Attila as above described.
31. Thur 5th Jan. Some information on life and works of the Hungarian poet Radnoti

Miklos.
Mond 9th Jan. Reading some verses by Radnoti and talking about them by children
chose' The task was to choose two verses by Radnoú' to prepaÍe reading them out
nicely and write essays on them. (The same system as above;. We worked on the base
of pupils' prepared material during the next 4 lessons.
Thur l2th Jan. On the poetry of Radnoti as above described.
Thur l6th Jan. on the poet.ry of Radnoü as above described.
Thur l9th Jan. On the poetry of Radnoti as above described.
Mond 23ü Jan. Summary of everything they leamed about Jozsef Attila and Radnoti.
Thur 26th Jan. lnformation on drama and different dramatic geffes.
Mond 30th Jan. The comedy as a literary genre.
Thur 2nd Febr. Famous comedy writers of world literature (Aristophanes, Plautus,
Shakespeare, Goldoni, Moliere, Gogol were menüoned).
Mond 6th Febr. On Shakespeare and his comedies.
Thur 9th Febr. Discussing As you like it.
Mond l3th Febr' Discussing furÚrer As you like it.
Thur l6th Febr. Some further explorations into As you like it.
Mond 20th Febr. Some information on Moliere and talking about Scapin read by

J J .

34.
35.
3ó.
3 t .

38.
39.

40.
A 1+ 1 .
A 1

43.
44.

children at home.
45. Mond 27th Febr. Talking further about Scapin.
46. Thur 2nd March. Some information on Gogol.
47. Mond 6th March. Talking about the lnspector by Gogol read by children at home.
48. Thur 9th. March. More commenuries on the Inspector by Gogol.
49. Mond l3th March. Setting up an essay on drama to be written at school. There were

given some titles and the children might choose among them.
50. Thur lóth March. Checking on and marking the essays. Reading out the best ones.
51. Mond 20th March. Some information on modem world literature.
52. Thur 23rd March. An introduction to Hemingway's world.
53. Thur 30th March. Talking about the old man and the sea I.
54. Mond lOth Apr. Talking further about The old man and the sea I.
55. Thur l3th April. Golding: Lord of the Flies. A short introduction about Golding's life

and works.
56. Mond. l7th Apr. Golding: Lord of the Flies. Discussing the novel. Setüng up an essay

written at home. Due on in 27th Apr. Title: "On the nature of man. Exerpts from a
scientiÍic description of man written by an inhabitant of a distant planet''.

57. Thur 20th Apr. Golding: Lord of the Flies. Making further explorations into the novel.
58. Mond 24th Apr. Golding: Lord of the Flies. Continuing discussion of the novel.
59. Thur 27th Apr. Reading out and discussing pupils' essays prepared at home: "On the

nature of man. Exerpts from a scienúfic description of man written by an inhabitant of
a distant planet". Setting up the following task due on by 25th May: Choosing a
mondern Hungarian writer of a poet, gathering information on him/her, preparing an
essay on a novel or two short stories or 3 poems by him/her, preparing some exerps to
reading up nicely for the class.

60. Thur 4th May. A summary of the teaching material about modern world literature.
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61. Mond 8th May. On the literature of Hungary after the second world war. A short
informaüon and introducüon.

62. Thur llth May. Life and works of IllyesGyula, the poet, prose-writer and essayist.
63. Mond l5th May. Reading out and discussing a poem by Illyes (Bartok).
64. Thur l8th May. Reading out and discussing another poem by Illyes (A period about

despotism).
65. Mond 22nd May. Reading out and talking about a third poem (a love-poem) by lllyes.

3 Teacher aims for literature lesson

l,esson for 8b Monday 22th May

Aims
l. to encouÍage pupils to share their own findings on Hungarian lit'erature of the last 40

years with each other;
2. to widen and deepen their understanding of modern literature;
3. to help them to acquire self-reliance in choosing books to read;
4. to deepen their experiences step by step into a conviction that "high literature" isn't

necessarily boring, a lot of them would be very interesting for them.

objecüves of üis lesson
l. to check that each pupil has completed the gathering of data on the chosen writer or

poet, whether they wrote an appreciation on a chosen work by him;
2. continuation of exploring of the modern Hungarian literature on the basis of pupils'

choice.

Lesson
l. 5-l0 minutes: repetiúon. A pupil speaks about Illyes Gyula, a modem Hungarian poet;
2. 35 minutes: about 3 pupils present one poet or one writer each, read out some abstracts

from his work chosen by the pupil himself/herself for that purpos€. The other pupils
have to make notes, the teacher helps them to choos€ the most important data to write
down. To point out what they have to know about the presented writers;

3. Homework:
a. to consider whether all homeworks will be done with enough care. To conect them

if it is neccessary;
b. oral: to check over their own notes made on the lesson and memorise what was

marked out for learning.

4 Excerpt of 8b literature lesson

Transcripton and translaúon of a literature lesson
(kngth of whole lesson: 45 minutes)

Date: 22-5-1989;
School: Teacher Training Secondary School of üe University of Budapest (Elte Sagvari

Endre GyakorloiskolaX
Address: Budapest, Trefort u. 8. 1058. Hungary:
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Class: 8b age: 14, number of pupils: 35;
Length: 45 minutes (of whole lesson)
Teacher: Dr. Veronika Kiss-Spira;
Translation: Krisztina Gecov and Veronika Kiss-Spira.
(T = teacher; Ch, B, Girl, HS = pupils)

T: I liked to see two people on duty here!
Ch: Who's on duty today?
T: Sulan and Szasz are in the mark-book. Silence, please!
Children on duty: lt 's 22-5-1989. Forgach is here? Or isn't?
T: Now, children. Yes, Balazsl
B: I'm sorry but I left the book at home.
T: From which you're supposed to read something out for today.
B: Yes.
T: Well, that's a pity! First I'd like some to speak about Illyes what should be known

about him. Less details about him and more what about the poems we've spoken about,
all right?

Girl: We've read two poems.
T: ThreeI Aniko you.d better remember them all! L.et see Haraszti Sanyí!
HS: He was bom in 1902...
T: We're waiting íor everyone to be si]ent.
HS: He was bom in 1902 in Racegrespuszta. He went to school here. Later they moved in

Simontomya, then to Dombovar where he anended the secondary grammÍrr school for
two years. His parens divorced, he and his mother went to Budapest and there they
lived in Angyalföld (a working class area). First he attended a grÍrmmar school but later
he changed it for a school of trade where he had the hnal exam at the age of 18. It was
at this time that his írst poems appeared in Nepszava' He went to Vienna and Berliu
and then to Paris where he attended the Sorbonne. He joined the avantgarde movement
and he published some poems written in French. In 1926 he returned to Hungary, left
the avantgarde movement and was writing in a Hungarian populistic manner. He got
the Baumgarten prize in 1931.

T: That's enough, thank you, someone'll continue it later. What are the poems we've read,
chose one of them to analyse. Tell me the titles frstl

HS: One sentence on the tyranny; Bartok; Because you are sitting opposite to me...
T: Which one do you choose?
HS: Bartok.
T: Good.
HS: So, he wrote this poem because Banok's music wasn't allowed to be listenend, so...
T: His music was too modern according to the contemporary 'cultural policy'.
HS: His music couldn't be played, and he...
T: The poet says that it's one of the human rights to be desperate, or to have a bad

opinion about the world. And who was il prohibited by?
HS: By the poliúcal adminisuation.
T: And when did it happen?
HS: In the 50's.
T: Yes, it's about the 50's. You perhaps noticed something conceming the form, the tone

and the words of the poem, didn't you?
HS: It's a rapsody.
T: Do you remember any interesting, conspicious thing in the poem?
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Not really? Then would you mention some of his prose-works?
HS: The People of the Pusta, Huns in Paris, Lunch at üe Manor House. The page of

Beatrice. In the boat of Kharon.
T: Well, his life was all right, although sometimes you looked into your exercise-book.
HS: It wasn't open!
T: Sorry? Are you sure?
Ch: It was not open!
T: Then we can agree that the facts were all right, but you'll be asked about the poem

once more because that was a bit of stuttering, wasn't it?
Now somebody'll continue the biography from the early 30's, and analyze another
poem. It' l l be Balazs.

Briefly' the remainder oí the lesson:
Balazs continues the poet's biography; he then speaks about the poem "One Sentence on the
Tyranny"; pupils are asked to speak about an author of their own choice. A pupil chooses
orkney and ulks about his liíe and gives titles of some of his works. The teacher adds some
informaüon' The lesson turns to his one-minute short stories and a pupil reads and analyses
one from her preparation for the lesson. They are asked to note key words about these
stories, in particular the idea of grotesque comedy.

5 Commentary on the Hungarian literature lesson
fragment

T: I'd like to see two people on duty here!
The teacher opens the proceedings, but it is to remind pupils of their responsibiliry to open
proceedings. Two pupils have a duty to make announcemens, giving the teacher necessary
information, e.g' who is absent. This, in my observaüons, was done very íormally.

Ch: Who's on duty today?
Pupils are now taking over the initiative. Do they ask this quesüon of the teacher or the other
pupils?

T: Sulan and Szasz are in the mark book. Silence please!
The teacher answers, giving the names. Evidently there is a rota organisation in the mark
book. The mark book srays in the classroom for teachers to enter marks for this class. Until
I came to Hungary I did not fully understand what V. Kiss-Spira meant when she asked me
for the "Classbook". When I showed her my mark book with all my classes for the year
entered, it did not seem to be what she meant.
The teacher calls for silence so that the monitors may speak.

Ch: It's the 22nd May 1989, Forgach is here. Or isn't?
Thus it seems the onus is on the pupils to be ready for the teacher, to give iníormaüon, to
have the situaüon prepared.

T: Now children. Yes Balazs!
The marker is given - but Balasz is allowed to say something he wants to say before
proceedings really begin:

B: I'm sorry but I left the book at home.
T: From which you're supposed to read something out for today.
B: Yes.
T: Well, that's a pityl

From this exchange I think Balazs wants the teacher to know he has left the book at home

234



before he is called upon to deliver his work. I think the teacher admonishes him, but does
not make a big issue out of it. I gain the impression that he does not feel too badly about
having to confess. I wonder - did he know it was to be his turn or was he trying to speak out
in case he should be asked?

T: ... First I'd like someone to speak about Illyes what should be known about
him. L,ess details about him and more about the poems we've spoken about -

all right?
It seems that the works may be more imporunt than the biography. Nonetheless it seems that
there are compulsory facts which must be known about him.

G: We've read two poems.
T: Three! Aniko - you'd better remember them alll

I wonder whether the pupil wishes she had not spoken. I gather that they have studied three
poems together and must remember them all in some way.

T: Let's see... Harazsti Sanyi.
The boundary marker indicates a choice is going to be made - now Harazsti Sanyi must
speak.

HS: He was born in 1902 in Racegrespuszta. He went to school here. Later they
moved in Simontorna, then to Dombovar where he anended the secondary
grÍrmmÍrr school for two ye.us. His parents divorced, he and his mother went
to Budapest and there they lived in Angyafold (a working class area). First he
attended a grÍrmmaÍ school but later he changed it for a school of trade where
he had the final exÍrm at the age of 18. It was at this time that his first poems
appeared in Nepszava. He went to Vienna and Berlin; and then to Paris where
he attended the Sorbonne. Hejoined the avantgarde movement and he published
some poems written in French. In 1926 he returned to Hungary, left the
avantgarde movement and was writing in a Hungarian populistic manner. He
got the Baumgarten prize in 1931.

T: That's enough, thank you, someone'll continue it later. What are the poems we
have read? Choose one of them to analyse. Tell me the titles lust.

I think that although biography is stated to be less required than üe works themselves, it is
nonetheless regarded as important to know by heart - for someone must continue it later. I
see that this pupil must choose one of the poems to talk about. I wonder what will happen
if another pupil relates well to this poem but cannot now be tested on it as Vhe will have
heard HS.

HS: One Sentence on the Tyranny, Bartok, Because you are sitting opposite to me.
T: Which one do vou choose?
HS: Bartok.
T: Good.

I think "Good" must be the marker, signalling that HS should begin.
HS: So, he wrote this poem because Bartok's music wasn't allowed to be listened,

so. . .
T: His music was too modem according to the contemporary 'cultural policy'.

My notes taken at the time indicate üat HS is floundering and the other pupils are laughing,
so I think the teacher is having to prompt him now.

HS: His music couldn't be played and he...
T: The poet says that it is one of the human righs to be desperate or to have a

bad opinion about the world. And who was it prohibited by?
HS: By the political administration.
T: And when did it happen?
HS: In the fifties.
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I think that the teacher's prompting here is veering back towards sociaVhistorical
circumstances - that the pupil is expected to know these things.

T: Yes it's about the Fifties. You perhaps noticed something about the form, the
tone, the words of the poem didn't you?

HS: It's a rhapsody.
I notice that üe pupil is also expected to comment about the form; about the poetry iself.
He can say i1 is a rhapsody.

T: Do you remember any interesting, conspicuous thing in the poem? Not really?
Then would you mention some of his prose works?

HS: The People of Úre Pusta; Huns in Paris; Lunch al the Manor House; The Page
of Beatrice; In üe Boat of Kharon'

I think that the teacher seems to find it necessary to emphasise factual points and wonder
why this is so. I note that lhe pupil has learned tiües of prose works by this writer.

T: Well, his life was all right, although sometimes you looked into your exercise
book.

HS: It was not open!
T: Sorry? Are you sure?
Ch: It was not openl

I realise that the pupil has made or been given notes in his exercise from which to leam his
spoken contribution. He is not supposed to speak from notes, but is required to memorise.
I also note that the pupil feels able, in his relationship with the teacher, to defend the honesty
of his effort even though he is at a disadvantage in having done the second pan badly. The
other pupils also feel comfortable enough to challenge the teacher's idea that he may have
glanced at notes.

T: Then we can agree that the facc were all right, but you'll be asked about the
poem once more because that was a bit of stuttering wasn't it?

I observe that the teacher requires him to talk well about the poem as well as about the poet,
and now wonder whether she deliberately neglected the art form because he was expected
to do the work again. I note that üe teacher is approachable and receptive in the dispute' I
puzzle about being asked to analyse a poem without looking at it at the same time.

T: Now somebody 'l| continue üe biography from the Thinies and analyse another
poem. It'll be Balazs.

I notice that the biography must be conúnued - it is of importance to be able te recite facts
about the writer's life from memory.
I note that Balazs must noneüe|ess perform.
I wonder how it is possible to grade a pupil's appreciation of a poem on a 0 - 5 grading, so
quickJy, on a fairly brief speech. I can see how it would be possible on a memorised list of
facts about the writer's liíe.

6 Teacher evaluation of literature lesson

Evaluation of 8b lesson on Monday 22th May

l. In üe first part of the lesson I asked more than one pupil (three) to speak about the
poet who we leamed about last week. The main reason was that they were prepared to
the lesson comparatively better than I forsaw, so it did not take too much time to listen
to tfuee of them. One pupil could not express his thoughls about a poem consisnntly,
so I gave him a chance to coÍTect it on the following lesson.
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2. I asked only one pupil about her choice instead of three I planned. The main reason
was the vivid response oí üe class to the writer (Istvan orkeny) presented by this pupil.
About 15 from the class read already something by this writer and 3 other pupils
repared their own presentation about him too. So there was a lot of interest in the
theme, e.g. two pupils read out long citations sponuneously from different texts by this
writer to explain some idiosyncratic features of his works: a text on grotesque, and one
that was a comic 'direction of use' of his own short stories. The writing chosen by this
gir| was interesüng for üe rest of the class' They listened to it very carefully and they
had a lot of reponses afterwards. Almost all pupils had important and authentic ideas
on the presented text. It was very interesting, that they took the emphasis on motif of
isolation of Hungarian people from the rest of the world in consequence of the language
strange to other people.
I was pleased with the ambition oí them to share their findings about modem
Hungarian literature with others. At the end of the lesson ten pupils gave in their works
for evaluation voluntarily. They think their work was very well done.
This lesson confirmed my earlier experiences with this class: they are better motivated
to leam about a theme, a writer or a poet if they have a choice on a wide range than
to absolve the obligatory amterial prescribed by the curriculum.

7 Diary of work done \rith 3F before the lesson in
question'

Set 3F Hellesdon High School, Norwich, 1988/1989: English and Drama
Age of pupils 13-14 years (Year 9)

8-9-1988. Drama in Room A3: Revised Drama Room rules. Began some revision work
of Drama skills, i.e. walking about Norwich on busy Saturday in role.
Freezing on signal. Walking in slow; normal; fast motion. Acting famous
person for oüers to guess. Imagining this person is a waxwork . slowly
coming to life on twelfttr chime (tambourine).

9-9-1988. (Double lesson). Distributed Preparation Books and 'Best' exercise books for
'finished' work. Started learning their names. Checked previous reading
experience and decided my choice of 'Summer of My German Soldier' -
Greene - to be an appropriate one as a shared novel study. (Previous
experience includes: Watership Down - Adams; - The House in Norham
Gardens - Lively; To Kill a Mocking BiÍd - I.fe; Flambards - Peyton'

l2-9-1988. Continued reading/discussing 'Summer of My German Soldier'. Prepared for
flrst piece of writing - designed to be short but quality writing. Used Jean
Metca]fe's 'Liíe at Sunnylea' to demonstrate economic but dense wriúng to
give a vivid picture to the reader.

l5-9-1989. Drama. Continued work from previous lesson.
16-9-1989. Preparing and beginning to write their extract from 12-9-1988 'Journal For

My Future Grandchildren'.
l9-9-1989. (Double lesson). Collected homework in. Demonstrated author's ability to say

a lot economically/make vivid pictures in readers' minds with extract from
'Handles' by Jan Mark. Emphasised 'Lrt the text speak to you' (imagery).
Continued to read 'Summer Of My German Soldier' with this in mind as well
as the story.

J .

Á
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22-9-1989. Drama: 'Being' different ages.
23-9-1988. Handing back and discussing first piece of writing ('Joumal'). Introducing

them to 'Our School' - poem by Gareth Owen. Suggested pastiche, or own
poem on similar lines (I go to Hellesdon High School...). Thus caused to
mention again: rhyme; rhythm: metre; form; appropriateness; pattern; stanza;
pastiche.

26-9-1988. (Double). Further reading and discussion of novel (S.S.M.G.S.). Working on
their poems in draft form.

29-9-1988. Drama. Working in groups on plays with theme of different ages/stages in
liíe.

30-9-1988. Starting to make list of books they are reading of their own choice at present.
Further study of novel. Conünuing poem/pastiche.

(Drama this week missed - History Field Trip).
3-10-1988. Beginning work on 'Development of English Language and Literature' essay.
6-10-1988. Drama. Watching plays prepared last time.
7-10-1988. l. 'Next instalment' of language/literature essay. Beginning to make essay

plan. Paragraphing linking discussed. 2. Completing poem in exercise books.
Copy requested for homework.

l0-10-1988. L Received Homework poems.2. Continuing'story of our language and
literature'. Looking at examples of literature from the past; translating an
extÍact from Chaucer, etc. Preparing to write the essay.

l3-10-1988. Drama. Beginning some work on mime. Beginning by miming famous fairy
stories, legends, etc. for recognition by rest oí class'

l4-10-1988. Beginning to write essay betore-mentioned in exercise books - in silence,
assessmenl conditions but with reíerence material available.

3l-10-1988. Continuing Assesment Essay: 'Thoughts about the Development of Our
Language and Literature'.

4-11-1988. l. Continue/complete illustrated assessment essay. 2. Design a 'modern'

illuminated letter. 3. In preparation books, make notes about what kind of
community Pani Bergen, the heroine of 'Summer of my German Soldier'
l ived in.

7-l1-1988. l. Some to complet €  essay.2' Design il luminated letter. 3. Read account of
manuscript writing at Lindisfame. 4. Conünue 'Summer of My German
Soldier'work.

l1-l l-l988. staÍt delayed whi]e I slarted 5th Year Literature Mock Exam. Asked class to
be working while I returned. Then: a few to complete the long essay; the
design; and notes. Then, copy and study the following, think of three possible
meanings (A message left by an Illiterate workman in the 1830's).

##*ffiYY
14-11-1988. Miss G. Halfpenny, UEA P.G.C.E. student takes over the class under

supervision at this point. She will attach an account of her work.
(She continued work on their novel, did various language and literature work,
some based around extÍacts from Swift and Deíoe)'

Just before the Christmas holidav we watched and discussed the film of 'Summer of my
German Soldier'.
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16-1-1989. During the lessons so far this term, we have been preparing by group and
paired discussion to write the following: lmagine you are a literature reviewer.
You have to write a review of 'Summer of My German Soldier' for your
newspap€r or joumal. Possible plan:
Introduction . idenüfy book - briefly describe story
Plot/plotting
Characters Q?) nd characterisation
Seuing 1'Iime(s) and Place(s) Important?
Style oí üe writer ('way in which')
Themes
Conclusion (opinion).

27-l-1989. Homework set until after half-term: Prepare a talk on a work of fiction to give
to üe class after half.term.
During this lesson - writing the assessment review of 'Summer of my German
Soldier'.

3-2-1989. Continue above.
6-2-1989. Reminding class of earlier work (when üey did the long essay) onstyle in

Anglo-Saxon poetÍy. Demonstrating:
The wave, over the wave: a weird thing I saw
Through-wrought, and wonderfully omate
A wonder on the wave: water became bone.
(Caesura:'double-barrelled' words; alliteration; stresses).
Class continued/completed assessment. If finished, started writing above into
exercise books, then beginning to invent 'Anglo-Saxon' riddle of their own.

10-2-1989. Finishing essay; preparing book talk; copying sample of riddle; writing
pastiche.

20-2-1989. Above work continued. Some now ready to put own riddle on to paper, as
though it were an old manuscript.

24-2-1989. (Double). l. Began hearing book talks: Title; Author; lust published; briefly
explain kind of story and plot; read an extract; give opinion - for whom
recommended. 2. Returned to work on Anglo-Saxon riddle poem.

During the remaining lessons of this term:
Making book information sheet of book recommended in the talks; hearing rest of the talks;
making manuscript page of the riddle ready for the rest of the class to guess; starting to read
together 'The Scarecrows' by Robert Westall.

6-4- 1989.

l0-4- 1989.

L Hearing and guessing riddles. Keeping statistics of guesses, ready to
analyse. 2. Re-reading Chapter One of 'The Scarecrows' - in twos and threes,
finding out about each character and giving evidence to the class.
Continuing above after re-capping. Sharing poins and evidence. Comparing
the cruelty observed in that Chapter with that in 'I'm The King of the Castle'
by Susan Hill.
Beginning to talk about what is interwoven into that chapter, as üe opening
chapter of a novel.
The lesson in question from which the fragment is taken.r4-4-t989.
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9

Teacher's preparatory notes

Aims
To increase the pupils' enjoyment of poetry; to try to emphasise the idea that a poem can be
a deep thought contained in carefully chosen appropriate language; and to increase their
knowledge of devices which poets use in their discipline.

objecÚves
a. to study and come to know Kevin Crossley Holland's poem'Beach of Stones';
b. to allow the pupils to meet again devices such as alliteration; the caesura; metaphorical

language; personificaüon; imagery and influence;
c. to encourage the pupils to write their response to the poem and the way the poet has

crafted it.

L Read the poem. Let pupils follow it as read aloud;
2. By questioning, draw, partly by reference to recent experience of the 'Anglo-saxon'

riddle, and theiÍ pastiches, their comments about the poem and the way the poet has
crafted it; the devices used by the poet;

3. Tasks: l. complete brief of own riddle poem - why people thought of 'Wrong' answers
(images in thet minds); 2. write a response to 'Beach of Stones', Also spend time on
this for homework?

The fragment of the English literature lesson

Date: l4-4- 1989
School: Hellesdon High School
Class: 3F: age 13114
Lrngth: 70 minutes
(T=teache r ;P -pup i l s )

The transcription of the lesson
T: Listen carefully, please! What you've mainly to refer to in a moment is your own

Anglo-Saxon riddle. Could you just have your best-books open. You've got to be
bearing in mind, maybe just looking through the language in literature essay you wrote
earlier this year, I'd also like you to be bearing in mind the Anglo-Saxon riddle iself,
that I gave you about ice and then bearing in mind your own pastiche because later in
the lesson it may have some bearing on what we're going to talk about. (...) I'd like
you to be reading very carefully the poem which I've given to you üe copy of this
morning: A Beach of Stones. You'll be getting most things together and reading the
poem carefully, trying to think, what you think it means, what it's about because in a
moment I want to start talking about it. But I'd like you to be doing that while I'm
wriúng on the blackboard' so we've got the blackboard and the sheet to refer to (.'.).

T: All right! Stop talking, please I'm sorry about that I was delayed getting that on the
blackboard. Now, let me just tell you a bit about it fust because to know a little bit
about it just set tfuow some light on it. And it's a poetry of someone who's been
brought up in Norfolk: Kevin Crossley Holland. I'll ask you to write his name on your
sheet because then you'll remember who the poem is by. And he was actually standing
on a Norfolk beach when the idea of that poem came to him.
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P:
T:

P :
T;

P:
T;

I know that, because a few years ago he came to visit the school and gave a talk about
his poetry and about his life generally. And some of you have in fact used his work to
rewrite the old Anglo-Saxon legends. He is also a scholar in Anglo-Saxon, which we
mentioned when we were doing üe (...) thoughts about our language and literature
essay and we looked at that example - see what called the style of the Anglo-Saxon
poet was looked it again, when we looked üe translation about riddle poem and again'
when you attempted to do your pastiche of the riddle that you are going to do a brief
analysis of, (...).
I wanted to have advice (...) look at on the sheet while I read the poem, try to think
about it and what it's actually saying.
Now, is there anybody, before we look at it in a different way, who could tell me, what
the poet is watching then in generally, in that scene, what's the poet actually watching
happen?
The stones in the sea where üe waves are hitting against the cliff.
If someone thinks it could be a storm on the sea, waves beaúng against the cliffs, could
you tell me that makes you feel it could be a storm? What words in the poem make
you feel it might possible be a storm?
Well, when the sea's hitting the cliff in grinding and diminishing, it 's a...
Grinding, diminishing, perhaps roaring ...Words like that... It may not be a storm, but
it meant you a moment feel that it could possible be. Anyone else tell me in general...
yes:
I think it's better waves come down on to the stones.
You think it's rather waves come down on to the stones, and you're making this
moment... You feel the coming of the stones and their going back, going up the beach
and going back... Can you say why you thougü about that?
(Silence, pause, yawning).
The first line.
The frst?
'Cause when it goes up I mean.
Yes. It's first line: 'The stadium of roaring stones' - put together the rest of the poem,
makes you üink üat the noise is the noise of country (?) of sands and when you used
to watch-shift comes later in the poem, it's shifting of the water against the beach.
Can anybody else before we look at it in different ways tell me any other ideas of
sights I think the poet is having there? You need to look at the poem while we speak.
You needn't looking around! Look either on the blackboard on your paper (...). Yes,
Amanda!

Briefly, the rest of the lesson:

Continued exploration of the poem in this way.
Discussion of the images in the poem - asking pupils to say what pictures these images make
in their minds.
Using this as an opponunity to teach about some figures of speech.
Giving the pupils some time to discuss and work on the poem in pairs or groups of three.
Drawing the class together again and asking a representative from each pair or group to say
what they now think about üe poem'

P:
T:
P:
T:
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10 Commentary on the English literature lesson
fragment

T: Listen carefully, please! What you have mainly to refer to in a moment is your
own 'Anglo-Saxon riddle. Could you just have your best books open? You have
to b€ bearing in mind; maybe just also looking through the 'Language and
Literature' essay you wrote earlier this year; and the Anglo-Saxon riddle itself,
that I gave you about'Ice'; and then bear in mind your own pastiche; because
later in the lesson it may have some bearing on what we are going to talk
about...

''Listen carefully please!'' calls for the attenúon of the pupils who have entered üe teacher's
room from another. The teacher opens proceedings, She asks the pupils to have available on
their desks items they may need in the lesson. She warns them that these items may be
relevant to what is going to be discussed today. She refers to'best' books - indicating use
of books for 'polished' work and separate books for preparation. She says "please" and
',Could you jusl..'. indicating use oí po|ite language within what is really an order to do
something.

T: I'd like you to be reading very carefully the poem which I have given you a
copy of this morning; 'A Beach of Stones'. You'll be getting the things together;
and reading the poem carefully; trying to think; think what you think it means -
what it's about - because in a moment I want to strrt talking about it. But I'd

like you to be doing that while I write on the blackboard, so that we've got the
blackboard and the sheet to refer to.

The teacher asks the pupils to survey their materials; to read the poem; and to begin to work
out what they think it means while she writes the sírme poem on the board. She explains that
she wants to put a copy on the blackboard so that it can be refened to as well as their sheet
copies.

T: All right! Stop talking please! I'm sorry I was delayed in getting that on to the
blackboard.

The teacher says ''All right,' as a marker' indicating that their perusal of the materials wiüout
her is over. She asks them to stop talking, not as disapproval - they may discuss the poem
while she writes. She apologises for a delay caused by an interruption.

T: Now, let me just tell you a little about it hrst, because to know a little about it
just may throw some light on it. It is a poem by someone who has been brought
up in Norfolk: Kevin Crossley-Holland. I'il ask you to write his name on your
sheet because then you'll remember who the poem is by. And he was actually
standing on a Norfolk beach when the idea of that poem cÍrme to him. I know
that, because a few years ago he came to visit the school and gave a talk about
his poetry, and about his life generally. And some of you have in fact used his
work to rewrite old Anglo-Saxon legends. He is also a scholar of Anglo-Saxon,
which we mentioned when we did our 'Thoughts about our English l,anguage
and Literature' essay and looked at that example of what we called the style of
the Anglo-Saxon poet. We looked at it again when we did the translation, and
in the riddle-poem, and again when we attempted to do the pastiche of the riddle
that you are going to do a brief analysis of...

"Now" marks the beginning of some teaching which is a mixture of new information and
reminder. The teacher says that to know a little background may illuminate üis poem. She
informs the pupils of the poet's name, local connections, ciÍcumstances of inspiration, her
Íirsthand knowledge of this, and his scholarship. She reminds them of the Anglo-Saxon style
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of wriüng poetry of which they have some experience from earlier work. She refers to a
piece of ongoing work which has connection with this - their pasúches of Anglo-Saxon
riddles which they have yet to analyse.

T: I want to have your eyes on the poem - look at it on the sheet while I read the
poem - try to think about it and what it's actually saying.

The stadium of roaring stones,
The suffering. o they aÍe not dumb things'
Though bleached and wom, when water
Strikes them. Stones will be the last ones;
They are earth's bones, no easy prey
For breakers. And they are not broken
But diminish only, under the pestle,
Under protest. They shift through centuries,
Grinding their way towards silence.

The teacher emphasises that the pupils should try to concentrate on the poem while she reads
it and üin} about what it is saying.

T: Now, is there anybody, before we look at it in a different way, who could tell
me what the poet is watching generally in that scene? What is the poet actually
watching happen?

P: he storm in the sea where the waves Íue hitting against the cliíf.
T: Ií someone thinks it could be a storm on the sea . waves beating against the

cliff, could you tell me what makes you feel it could be a storm? What words
in the poem make you feel it could possibly be a storm?

P: Well, when the sea's hitting against the clifi, grinding and diminishing, it's a...
T: ''Grinding'., ''diminishing'', perhaps '.roaring'' - words like üat - it may not be a

storm, but it made you for a moment feel that it could possibly be...
"Now" marks the next stage after the reading by the teacher of the poem. The teacher asks
ií anyone will volunteer what s/he thinks the poet is actually watching. She intimates that
there will be other ways of exploring the poem.
A pupil suggests a storm in the sea where waves are hitting a cliff.
The teacher asks what it is about the poem -what words- could make them feel it was a
stoÍÍn.
A pupil suggests '.grinding'' and ',diminishing''. The teacher repeats üis idea and adds
''roaring'' as a possibility. She says it may not b€ a storm' but could possibly be and has
made the pupil feel that it is at least for a moment. She tries to indicate that the interpretation
is acceptable and that further study of the poem may bear out the idea or dispense wiü it. '

T: Anyone else tell me in general? Yes?
P: I üink it's where the waves come down on to the stones and'.'
T: You think it's where the waves come down on to the stones and you're saying this

moment'... You feel üe coming of the stones and their going back' going up the
beach and going back. Can you say why you thought about that?

(Silence, pause, yawning).
P: The hrst line.
T: The fust?
P: 'Cause when it goes up I mean.
T: Yes. It's first line "That stadium of roaring stones" put together with the rest of the

poem, makes you think that the noise is the noise of crunching sounds, and when
you used to watch - "shift" comes later in the poem - it's the shifting of the water
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against the beach.
The teacher asks if anyone else can try to say in general terms what the poet is watching.
She responds to a pupil indicating a desire to speak. The pupil says it is where waves come
down on to stones...
The teacher repeats for the benefit of the class what üe pupil is trying to express and
suggests the pupil can feel üe movement of the stones in the poem. She asks why this may
b€.
There is a pause while they try to think of an answer (and someone yawnsl).
A pupil says it is the frst line. The teacher prompts - "The first?" and the pupil tnes to
explain "Cause when it Soes up I mean..."
The teacher tries to incorporate the pupil's struggle to express an idea into the suggestion that
üe rhythms and sounds of üe poem echo the movement and sounds of the waves on the
beach.

T: Can anybody else before we look at it in different ways tell me any other ideas
or insighs the poet is having there? You need to look at the poem while we
speak. You needn't be looking around! Look either on the blackboard or on your
paper. Yes, Amanda?

The teacher invites anyone else to comment about this poem. She indicates that shortly they
are going to take a different stance.
She then has to emphasise the need to keep üeir minds on the poem. She makes a
disciplinary point and instructs them to keep their eyes on the poem, either on their papers
or on the blackboard. She responds to a pupil's desire to speak.

11 The teacher's evaluation of the lesson

I realised as we were going along that we were not going to get as far as in the plan. I was
of course unperturbed by this as the reason was that there was much te reveal in the poem,
and response was helping to reveal it. We revealed the images, the metaphorical
language/metaphors; alliterationl caesura; stresses; (and here were able to connect with the
idea of influence); personification. (This was a new idea to them.)
We began to reveal what we felt to be the meaning of the poem; what the poet was saying.
Each pair or tfuee conEibuted to the latter and seemed to come near to the central point of
the poem or have something interesÚng in response to a particular image.
This enabled me to make the point that the language could say different things to people: the
images could make different pictures in different people's minds - literature study can be
open-ended.
I therefore s€t the riddle-poem evaluation for homework, so we can go from there on
Monday.

12 Comment

As stated in the introduct.ion. the tentative comments we have íelt able to make so far from
the English perspective have been clearly outlined in the England - Hungary Report in 3rd
IMEN conference Papers (Ludwigsburg) by Dr. Stephen Parker, under the Guidelines
headings requested (Parker 1990, also this volume).
Many things suggest themselves from these two commentaries as worthy of further
exploraúon, e.g. do the two sides actually have the same idea of what they mean by oracy?

2M



Is there a difference in the concept of 'teaching'? Do the pupils have a different sense of
how much it is up to them to asseÍt üemselves in the |essons? What is the diíference in üe
way each side tries to give a sense of is literary past?
It is hoped that the data available here and the commentaries on the nvo fragments wille
serve as additional material in the discussion of similarities and differences in mother-tongue
education in these two countries.

Note

l. Implicit in this preceding 'Diary' is teaching of the technicalities of correct English
language usage, which is done by correcüon and discussion of pupils' written work.
When it is felt necessarv, the class as a whole has its attention drawn to such ooints.
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