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EDITORIAL:

CLIL in New contexts

CHRISTOPH MERKELBACH TUSHAR CHAUDHURI
Technische Universitdat Darmstadt Leibniz Universitdt Hannover

Content & Language Integrated Learning (CLIL) usually refers to the
use of a foreign language or a language other than the native language
to teach content subjects in secondary and tertiary education class-
rooms. The approach employed by content and language-integrated
teaching can look back on a history of more than two thousand years
(viz. Haataja 2010: 1047). It has increasingly become a multi-faceted
issue in foreign language education resulting from the huge increase in
international mobility and accompanied by new challenges in education
theory and practice.

CLIL teaching as a particular form of communicative and task-based
foreign language teaching assumes that a language-sensitive subject
perspective establishes a greater degree of authenticity of language use
(viz. Heine, 2015, p. 16). Learning objectives in CLIL are oriented to-
wards the learning objectives of the subject being taught in the foreign
language, aiming at improving foreign language competencies, which
not only include linguistic competences (vocabulary, grammar, etc.) and
language skills, but also intercultural competencies. It is assumed that
CLIL, as an integrative learning situation, produces synergistic effects
that create subject, language and intercultural learning of a special and
specific quality (viz. Heine, 2015, p. 18)

The focus of research into CLIL usually revolves around the prestige
language and content subject combinations, i.e. predominantly En-
glish + social sciences. However, in recent decades the combination
has increasingly included any given foreign language + STEM, and is
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strongly associated with current efforts being put towards the interna-
tionalization of curricula. The ultimate goal is to prepare graduates for
international academic competition and a globally oriented job market.

The current issue of Interface introduces various approaches from expe-
rienced practitioners and researchers of CLIL, and covers a wide array
of themes. These all involve the teaching of both content and language
in tertiary education with a range of different goals in several locations
around the world, e.g. Italy, Germany and Taiwan.

In the first article, L’integrazione Italiano-Storia in contesti LS (lin-
gua straniera nel mondo). Forme e pratiche per una didattica consape-
vole [Integration of Italian and History in a Foreign Language Context.
Forms and Practices for Conscious Teaching], Milena Sabato from the
University of Salento in Italy reflects on the subject of history being
integrated in an Italian as a Foreign Language course in the universi-
ty’s department of Italian Studies. The author outlines the difficult role
that the teacher has in this particular classroom setting, highlighting
the need for authentic teaching materials in order to construct linguis-
tic-historical learning paths suited to each learner.

Sarah Olthoff from the Carl von Ossietzky University of Oldenburg
in Northern Germany, in her contribution titled CLIL in Language
Learning Classes: Action- and Product-orientation as an access to sub-
Jject-sensitive Language Acquisition, describes a pilot survey in a Ger-
man language learning class. She explores if action- and product-ori-
ented technology lessons affect the language competencies as well as
the social and learning behaviour of students as compared to students
attending purely theoretical technology lessons. She argues that action-
and product-orientated teaching facilitates content-based teaching with-
out neglecting language acquisition in vocational schools.

Karen Fleischhauer from the Technical University of Darmstadt in
Germany in her paper Conceptualising more explicit university-level
oral language communication training with CLIL tutors as mediators
in the language classroom addresses a problem that many internation-
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al STEM students encounter when starting their studies at a German
university of technology. Although these students have demonstrated a
satisfactory required level of German language skills before enrolling,
many of them do not also possess sufficient content language skills in
their field of study. This paper focusses on the importance of oral com-
munication in the college-level environment in order to address this
issue. The author concentrates on the language of mathematics and dis-
cusses how students’ oral communication needs need to first be identi-
fied in order to then implement content specific topics in the language
classroom. At the same time, CLIL tutors provide these students with
meaningful and authentic language and content input.

The fourth article in this issue of INTERFACE, written by Anamarija
Penzes, also from the Technical University of Darmstadt in Germany,
has the title Vorlesungen besser verstehen - Einblick in den virtuellen
Sprachkurs zum Training des Hor-Sehverstehens der Fachsprachen in
MINT-Vorlesungen (MasterPlus PREP) [Understanding lectures better
— An overview of a virtual language course for improving listening
and visual comprehension of technical/scientific language(s) in STEM
lectures]. The author explains that, as one of the most widely used aca-
demic forms of knowledge transfer, lectures represent a major linguistic
challenge for international STEM students. Her article provides insight
into a virtual technical/scientific language course with the aim of im-
proving listening and visual comprehension skills.

Julie Bohec from Fu Jen Catholic University in Taiwan discusses in
her paper La représentation de la Chine dans les manuels de CLE en
France [The representation of China in Chinese as foreign language
textbooks in France] the question of how China is represented in Chi-
nese as a Foreign Language textbooks published in France. Taking into
account that authors of textbooks have to simplify and reduce content,
the author of this article sets out to find out whether the time of publi-
cation and the nationality of the textbooks’ authors have an impact on a
stereotypical representation of China.

Finally, we would like to take this opportunity to thank the authors and
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reviewers for their dedication and cooperation. Our thanks also espe-
cially go to Prof. Vassilis Vagios from the Department of Foreign Lan-
guages and Literatures at National Taiwan University for his unending
patience and unconditional support.
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L’integrazione Italiano-Storia in contesti LS (lingua
straniera nel mondo). Forme e pratiche per una didattica

consapevole.

MILENA SABATO
Universita del Salento

Abstract

11 paper si propone di riflettere sulla possibilita di integrazione lingua-storia in un corso di ital-
iano LS nei dipartimenti universitari di Italian Studies. Pensando all'ltalia dove la dimensione
del passato come tempo della storia & predominante, e prendendo in prestito le basi metodolog-
iche CLIL (e Italstudio come CLIL in italiano), si discute su quali siano gli strumenti, le mo-
tivazioni e le tecniche per scelte e proposte didatticamente consapevoli. Delineando il difficile
ruolo del docente in questa particolare situazione didattica, e individuando pregi e difetti del
manuale di storia, si evidenzia la necessita dell'uso di materiali autentici e di metodi preva-
lentemente incentrati sui percorsi di diffusione della cultura italiana attraverso vari e specifici
fenomeni e media. I testi input, alla base delle unita di acquisizione, estratti da manuali e film,
trasmettono e conservano la memoria storica dell'Italia, e allo stesso tempo forniscono elementi
interessanti e utili allo studio della sua lingua (compreso l'italiano della storia) e della sua cul-
tura. Nel selezionare e costruire i percorsi di apprendimento linguistico-storico, si provano a
rintracciare le attivita che, all'interno della struttura definita dell’unita di acquisizione, dovreb-
bero precedere o seguire l'incontro con il testo storico, senza trascurare il momento valutativo.
A queste segue la descrizione delle tre unita, che ne chiarisce i contenuti, l'approccio seguito e

le peculiarita.
Parole chiave: CLIL; Italstudio, italiano come seconda lingua, storia d'Italia
© Milena Sabato
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Integration of Italian and History in a Foreign Language

Context. Forms and Practices for Conscious Teaching.

MILENA SABATO
Universita del Salento

Abstract

The paper aims to reflect on the possibility of language-history integration in an Italian as a
Foreign Language course in the university departments of Italian Studies. Thinking of Italy
where the dimension of the past as time in history is predominant, and borrowing the CLIL
methodological bases (and Italstudio as CLIL in Italian), we discuss what are the tools, motiva-
tions and techniques for choices and proposals didactically aware. Outlining the difficult role
of the teacher in this particular didactic situation, and identifying the strengths and weakness-
es of the history manual, we highlight the need for the use of authentic materials and meth-
ods mainly focused on the paths of diffusion of Italian culture through various and specific
phenomena and average. The input texts, at the base of the acquisition units, extracted from
manuals and films, transmit and preserve the historical memory of Italy, and at the same time
provide interesting and useful elements for the study of its language (including Italian history)
and of its culture. All this, taking into account the fundamental difficulties encountered by
students in the face of history in Italian, but also their reactions and preferences, pre-existing
skills and the emotional component, making the most of the specific characteristics of the tools
used, and also favoring the emergence of positive relationships between the subjects involved.
The texts also respond to the need to recover the perception of the cultural variety of man, and
were chosen with empathic purposes, aiming above all to promote the cultural pleasure of this
experience. In selecting and constructing linguistic-historical learning paths, the opportunity
and usefulness of personal history is highlighted in an initial phase, and an attempt is made to
trace the activities that, within the defined structure of the acquisition unit, they should precede

or follow the encounter with the historical text, without neglecting the moment of evaluation .

Keywords: CLIL; Italstudio. Italian as Second Language; Italian History
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L’integrazione Italiano-Storia in contesti LS (lingua
straniera nel mondo). Forme e pratiche per una didattica

consapevole

In questo lavoro sulla didattica dell’italiano LS si affronta il tema della
possibilita di integrazione lingua-storia.! Ovvero se sia possibile, ¢ aus-
picabile, coniugare I'insegnamento linguistico con quello della storia, e
quali siano le motivazioni, 1 metodi e le tecniche per una scelta didatti-
camente consapevole. Prendendo in prestito le basi metodologiche CLIL
(e Italstudio come CLIL in italiano), relative all'insegnamento integrato
di lingua e contenuti storici e a quello della microlingua della storia, €
un tentativo di prospettare le questioni e i problemi da affrontare prima
e durante I'insegnamento. Le proposte didattiche rappresentano concre-
tamente questa sfida, che, nata in un contesto globalizzato e universal-
mente interrelato come quello in cui viviamo, prova a far recuperare la
percezione della varieta culturale dell’'uomo, la cui immagine appare
oggi purtroppo appiattita su un’unica dimensione.

Benché continuamente insidiata da distorsioni e da strumentalizzazio-
ni, quella storica costituisce certamente una componente fondamentale
della cultura, essenziale per orientarsi e acquisire cognizione € respon-
sabilita, per essere liberi e autonomi nelle scelte attuali e future, per
favorire la piu ampia convivenza nel rispetto delle diversita, per svilup-
pare le capacita critiche necessarie a esercitare il dialogo e il confron-
to. In considerazione delle continue e rapide trasformazioni in atto, si
ritiene essenziale condurre ricerche sulle strategie didattiche pit idonee
a rendere efficace anche I'insegnamento della storia d’Italia a stranieri
in contesti LS, attivando funzionali metodologie didattiche atte a stimo-
lare negli allievi ’assunzione di facolta essenziali.

1 11 lavoro ¢ tratto dalla tesi finale del Master ITALS in “Didattica e promozione della lingua e
cultura italiane a stranieri” (I, edizione XX, Universita Ca’ Foscari, Venezia), discussa il 9 luglio 2020.
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La recente collana Le parole dell’italiano, in uscita (da dicembre
2019) con il “Corriere della Sera” a cura di Giuseppe Antonelli, pro-
pone, in 25 volumi, una storia d’Italia attraverso I’italiano (orale e scrit-
to), con l'obiettivo di illustrare I'inesauribile ricchezza del nostro lessi-
co, approfondendo di volta in volta un aspetto specifico. Seguendo un
percorso inverso, ma allo stesso tempo parallelo (e talvolta coincidente),
il presente lavoro — ovviamente molto meno ambizioso — parte invece
dalla storia d’Italia, da testi (tradizionali e non) che trasmettono e con-
servano la memoria storica, proponendosi di fornire strumenti e co-
noscenze utili allo studio della lingua e cultura italiana. Considerando
che coloro che (specie fuori Italia) studiano o si avvicinano alla storia
d’Italia in lingua italiana hanno tre difficolta fondamentali — la lingua
dei testi, la microlingua della storia e della storiografia, la contestua-
lizzazione storica —, si cerchera di dare a questi problemi una risposta
mirata, in relazione, in particolare, alle caratteristiche proprie (e alle
conoscenze pregresse) degli studenti di lingua italiana nelle universita
straniere (nello specifico, dei paesi anglosassoni).

Si tralascera, in questa sede, il discorso piu generale sulla trasmissione
del sapere storico a studenti di italiano LS. Mi limito solo a riportare
quanto detto sinteticamente da Paolo E. Balboni: “Ma gli Stati Uniti
sono anche un paese giovane, spesso definito (quasi) senza storia, sen-
za tradizioni, soprattutto se lo si confronta con paesi come il nostro,
in cui la dimensione del passato, come tempo appunto della storia e
della tradizione, ¢ talmente predominante da riverberarsi nelle strutture
della lingua” ([s.n.t.], p. 75). Sono alcune osservazioni che, richiaman-
do I'importanza dell’inserimento della Storia d’Italia in tali contesti,
consentono di considerarne alcune caratteristiche: la storia italiana ¢
particolare, sebbene non eccezionale (negli aspetti storico-politici); ha
portato gli italiani a un particolare senso del tempo (nella lingua e nella
cultura); spiega la ricchezza linguistica e culturale del paese. Il passato,
dunque, da senso alla lingua e alle varieta culturali, e proietta verso il
futuro, stimolando I’assunzione di facolta essenziali per gli studenti,
come l'orientamento, la responsabilita, la liberta nelle scelte, la con-
vivenza, il rispetto, il dialogo e il confronto (Antonelli, 2011; Balboni,
1999; Benucci, Coveri, & Diadori, 1999; Berruto, 1987; De Mauro,
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2014; De Mauro, 2017; Galasso, 1979; Prosperi, 2016). N¢ sara affron-
tato il tema delle competenze relative all’area storica (e degli obiettivi
di apprendimento specifici), che da alcuni anni sono entrate a far parte
del sistema di istruzione e formazione europeo. Su questo, rimando a
lavori specifici (Batini, 2013a; Batini, 2013b; Panciera & Zannini, 2013;
Valseriati, 2019) e ai riferimenti normativi (Raccomandazione del Con-
siglio relativa alle competenze chiave per l'apprendimento permanen-
te, 2018; Raccomandazione del Parlamento Europeo e del Consiglio
relativa a competenze chiave per l'apprendimento permanente, 2000;
Regolamento recante norme in materia di adempimento dell’'obbligo di
istruzione, 2007).

Si puntera invece sul proporre e stimolare un efficace apprendimento
integrato di lingua e contenuti. Si prenderanno in considerazione alcuni
nodi problematici cruciali che danno senso, utilita ed efficacia a questo
tipo di insegnamento, trattando prevalentemente di aspetti propedeu-
tici e metodologici. Le proposte didattiche, nella scelta dei testi, sono
state mosse in direzione delle finalita empatiche, storiche e linguistiche,
indicate da Keith C. Barton e Linda S. Levstik (2004) e racchiuse nei
concetti di caring for, caring about, caring that, caring to. Si ¢ voluto
considerare i testi come specchi su cui proiettare domande di natura lin-
guistica e riflessioni sulla narrazione storica, in un percorso guidato e
mirato capace di far interagire, con passione, interesse € coinvolgimen-
to, gli studenti di italiano LS, puntando soprattutto a favorire il piacere
culturale di questa esperienza.

1 La metodologia didattica e il CLIL

La densita e ’'ampiezza dei contenuti della storia italiana rendono pre-
liminare chiarire quali metodi, e quali motivazioni, finalita e contenuti,
debbano caratterizzarne I'insegnamento anche a studenti LS. Altrettan-
to fondamentale ¢ premettere quanto sia necessario (quando possibile)
adottare in modo sistematico (anche in questo particolare contesto di-
dattico) un percorso circolare di andata e ritorno che, facendo perno
sull’attualita per trarne motivazioni, interrogativi e curiosita (con un
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propedeutico abbinamento alla storia personale e familiare), spinga a
trovarne premesse e sviluppi nella storia; per poi ritornare al presente
pit documentati e consapevoli, e in definitiva piu liberi. L’attenzione al
genere (nelle sue molteplici identitd), alla diversita e alla varieta cultu-
rale, ai caratteri identitari e ai cambiamenti in atto €, inoltre, essenziale
per una didattica della storia volta a un’educazione alla cittadinanza
attiva, democratica, critica, matura e responsabile (e per evitare quella
che ¢ stata chiamata la globalizzazione dell’indifferenza). Limmersione
dentro la storia (al posto della narrazione della storia), la full immersion
nella documentazione del passato, ¢ del resto uno dei vantaggi offerti
dalla storia in CLIL (Content and Language Integrated Learning)®. E
lavorare efficacemente con la metodologia CLIL, applicata in contesti
LS, significa soprattutto consentire allo studente di entrare con empatia
storica® dentro il punto di vista degli altri, secondo quattro prospettive
diverse: caring for (appassionarsi e coinvolgersi emotivamente), caring
about (interessarsi ai problemi), caring that (interessarsi per esprimere
giudizi) e caring to (coinvolgersi attivamente in un confronto aperto)*.

Pertanto, in coerenza con quanto esposto, € partendo dalla constatazio-
ne che il metodo trasmissivo comporta esiti deludenti, scarso interesse,
conoscenze labili e mnemoniche e bassa capacita formativa, i momenti
essenziali che ogni percorso di didattica della storia italiana a stranieri
LS, appropriato alle esigenze attuali, dovrebbe includere sono, in breve:
* un approccio teso a motivare e interessare alla conoscenza
degli argomenti da affrontare, durante il quale curare
la piena disponibilita da parte di tutti dei prerequisiti
necessari a intraprendere il percorso; un approccio, quindi,

2 Secondo questa metodologia il contenuto disciplinare non linguistico (DNL) viene acquisito
attraverso la LS, la quale a sua volta si sviluppa attraverso il contenuto DNL. Due importanti lavori
(Obiettivo CLIL-Le lingue franche, 2014 e Balboni & Coonan, 2014) hanno messo sotto la lente
d’ingrandimento un po’ di elementi relativi al CLIL, ponendo alcune domande e analizzando pro e contro.
Un’importante ricerca sulla motivazione nell’insegnamento in CLIL ¢ invece quella di Bier (2018).

3 Siprende in prestito il concetto di empatia dall’affascinante riflessione di Keith C. Barton e Linda
S. Levstik (2004).

4 Gli studenti, provando ad applicare cio che hanno imparato dalla storia, ad attualizzare un
insegnamento del passato (in una versione, per cosi dire, aggiornata della historia magistra vitae),
possono cosi porsi oggi delle domande, smettendo di agire come le persone-monadi profeticamente
descritte da Bob Dylan forse nella sua canzone piu nota, Blowin’ in the Wind, scritta nel momento in cui
rinasceva in USA la partecipazione civile (1962).

10
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con attivita motivanti da svolgere in continuita e da
correlare ai diversi livelli linguistici;

* D’adozione del metodo laboratoriale, con cui coinvolgere
e attivare gli allievi ricorrendo all’uso di fonti (anche
digitali) e a ricerche di gruppo;

* la proposta di verifiche in itinere, con le quali siano
gli stessi soggetti dell’apprendimento a valutare ed
eventualmente correggere le proprie acquisizioni;

* D’esposizione dei risultati raggiunti attraverso la varieta
degli strumenti e delle esibizioni possibili;

» laverifica finale delle conoscenze apprese e delle nuove
opportunita che comportano®.

La storia in CLIL — con ’'apprendimento integrato di lingua e contenuti,
'utilizzo della lingua italiana come strumento di comprensione e di
esplorazione coinvolgente dei problemi, la necessita di problematizzare/
storicizzare, 1’'uso attento delle tecnologie e la cooperazione sistemat-
ica (fra docenti e contesto di studio) — puo effettivamente realizzare
tutte insieme queste finalita e attivita, dando I'importanza necessaria
alle fonti, ai concetti, al lessico, alle competenze espositive (oltre che
analitiche e di giudizio) e all’organizzazione del discorso. A condizione,
pero, che 'empatia storica sia prima di tutto un’empatia linguistica,
cio¢ sia un’immersione profonda nella diversita concettuale della lingua
straniera®.

Nella logica CLIL, I'italiano della storia (Italstudio) necessita di speci-
fiche basi metodologiche e strategie per 'insegnamento della microlin-
gua (0, meglio, per I’educazione alla microlingua)’, per far si che I'in-

5 Dinsegnamento della storia oggi e le motivazioni, i metodi e i contenuti per I'apprendimento
di questa disciplina sono stati di recente oggetto di trattazione da parte di Rolando Dondarini (2007).
Ritengo fondamentali anche i suggerimenti di Batini (2013b, pp. 7-8, 10) in merito alle sequenze di
azioni in un sistema per competenze, e ai 19 principi per un apprendimento significativo (come quelli
del divertimento, della partecipazione attiva, della motivazione, della rilevanza soggettiva, dell’utilita
dell’errore, dell’autonomia, del valore).

6 E questo un modo per sollecitare, in campo educativo, quelle competenze legate alla promozione e
allo sviluppo della persona, come ricordato dalla Commissione Europea (Rethinking, 2012). Cfr., inoltre,
i contributi di Stradling (2009) e Koksal (2012).

7 Lalingua che si usa a scuola o nelle universita per trasmettere i contenuti disciplinari puo essere
avvicinata al concetto di microlingua secondo la definizione di Balboni (2000, p. 9). Sull’Italstudio e
I'uso delle NT cfr. Moretti (2012).

11
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segnamento di lingua e contenuti sia davvero integrated. L’'insegnante
analizza quindi I'italiano sul piano della grammatica, del lessico, della
socio-pragmalinguistica, della testualita, ma lo fa su testi di microlin-
gua della storia, allo scopo di farne emergere le caratteristiche lingui-
stiche e comunicative che la rendono una varieta a sé rispetto alla lingua
quotidiana. Le parole diventano qui termini (metalingua esatta), miran-
do a una comunicazione non ambigua (con forti ricadute sullo stile), e
si coinvolgono tre dimensioni: funzionale (ad esempio, con 1'uso del
passato, l'ordine dei nessi logici, la completezza dei dati fondamentali
e la gerarchizzazione dei dati accessori), interculturale (principalmente
con la precisione terminologica) e cognitiva (con vari tipi di conoscenza
e tipi di relazioni che si stabiliscono tra i concetti). Insegnare lingua e
contenuti storici in maniera integrata e I’italiano della storia vuol dire
quindi:

* pianificare un intervento di carattere disciplinare e
linguistico calato in un contesto specifico, considerando
aspetti peculiari da un punto di vista organizzativo,
didattico e valutativo;

» essere consapevoli della complessita della storia come
disciplina;

* lavorare sulla testualita, in quanto altrettanto consapevoli
della difficolta del discorso storico (ad esempio, nelle
parole lessicali, nei verbi, negli avverbi di modo; o
ancora, nelle forme passive, nei comparativi e superlativi,
nei pronomi relativi, nello stile nominale, nei connettivi
testuali);

» avere coscienza della modesta padronanza linguistica
dello studente e adottare un tipo di didattica task-oriented,
promossa dall’approccio CLIL e basata sulla fitta
interazione tra contenuto, lingua e compito proposto;

* riconoscere la particolare organizzazione dei testi
dei manuali di storia, con strutture e criteri espositivi
complessi;

* progettare percorsi di storia attraverso I’unita didattica e
I’unita di acquisizione,

+ attivare, all’inizio di ogni percorso, la motivazione nello
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studente e il meccanismo della expectancy grammar
(utilizzando al massimo la presenza di immagini);

avviare il contatto con il testo, rispettando durante tutto il
processo didattico quanto stabilito dalla psicologia della
Gestalt;

analizzare soprattutto gli elementi legati al sintagma
verbale (diatesi passiva del verbo, aspetto qualitativo
dell’azione passata, consecutio temporum dei verbi
all’indicativo nei tempi passati) e alla dimensione lessicale
intesa come unita lessicale denotativa e monoreferenziale
(precisione del lessico);

dare priorita agli obiettivi di natura linguistica, € meno

a quelli di tipo disciplinare (da calibrare a seconda del
contesto e dei livelli linguistici);

guidare I’allievo alla scoperta della lingua come disciplina
e dei differenti codici linguistici della storia, attraverso
I’identificazione dei fenomeni caratterizzanti (con un
processo induttivo, e non deduttivo);

utilizzare le tecniche didattiche adatte a ogni fase, al fine di
rendere lo studente protagonista principale nell’approccio
alla lingua e alla disciplina;

ampliare la riflessione mediante il ricorso ad altri linguaggi
(codici iconici e grafici);

affrontare il tutto con piena consapevolezza didattica,

per ottenere risultati fruttuosi nel raggiungimento degli
obiettivi perseguiti (Balboni, 2015a; Balboni, 2015b;
Damini, 2015¢; Serragiotto, 2015¢).

2 11 contesto di insegnamento/apprendimento

Il contesto di insegnamento della lingua italiana LS entro cui saranno
sviluppate le proposte didattiche sara quello delle istituzioni accadem-
iche (Departments, Schools) che offrono programmi di ltalian Studies
fuori dall’Italia e che si occupano dell’insegnamento e della promozione
della lingua e cultura italiana abbracciando spesso prospettive multidi-
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sciplinari e interdisciplinari, e ponendo grande enfasi sulle connessioni
tra lo studio della lingua e la comprensione critica della storia d’Italia
(penso, in particolare, alla Italian Section-Faculty of Modern and Me-
dieval Languages and Linguistics della University of Cambridge). Se
I’espressione [talian Studies chiama piu direttamente in causa il con-
testo della ricerca/didattica anglofona, e in particolare i dipartimenti di
italianistica delle universita britanniche e americane, il fenomeno ¢ tut-
tavia piu ampio e coinvolge, spesso con denominazioni meno precise,
non solo numerosi altri paesi europei, ma anche sempre pit numerose
sedi accademiche non occidentali. Alcuni di questi dipartimenti hanno
storie illustri e sono largamente riconosciuti come leader e innovatori
in questo campo (come il Dipartimento di Studi Italiani nel College of
Letters and Science della University of California-Berkeley, quello della
University of Toronto o della stessa Cambridge) —, e molte volte sono
promotori di numerosi eventi, accademici o di interesse generale aperti
al pubblico (come lezioni, corsi, conferenze, proiezioni cinematogra-
fiche), e programmi di studio in Italia, offrendo un’immersione totale
nella cultura italiana.

Il lavoro, in particolare, ha preso le mosse da una piccola indagine su
alcune di queste istituzioni accademiche del Regno Unito (nelle univer-
sita di Birmingham, Exeter e Glasgow), per poi arrivare a progettare
alcuni percorsi didattici, rispondenti ai bisogni e alle aspettative degli
studenti anglofoni, con focus storico in un corso di lingua e cultura
italiana al loro interno.

In considerazione delle caratteristiche medie di questa tipologia di ap-
prendenti, e pur consapevole dell’estrema varieta di situazioni e pro-
blemi anche in questo particolare contesto, i testi di argomento storico
si rivelano utili a molti livelli.

Livello motivazionale. Compito del docente, nella progettazione di uti-
lizzo della storia, ¢ innanzitutto quello di indagare che cosa cerchi lo
studente (vuole soddisfare una curiosita o un bisogno?) e da qui con-
siderare 1 vari aspetti (tipo di testo, contenuti, periodo storico, tipo
di percorso, ecc.) e scegliere per contribuire alla soddisfazione dello
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studente, motivandolo. Spesso gli studenti si sono gia avvicinati acca-
demicamente alla storia (anche europea) e se ne sono appassionati. In
questi casi, introdurre testi storici in italiano e facilitarne la fruizione,
la scoperta, la lettura e la comprensione risulta motivante e stimola la
partecipazione della classe che si sente coinvolta.

Livello socio-psicologico. Questo aspetto richiama la sfera del rappor-
to delicato che si viene a instaurare tra docente e studente in questo
contesto didattico. Intanto, il docente non pud imporsi come colui che
sa, sia perché, diversamente da quanto accade con la lingua, lo studen-
te puo gia avere una preparazione storica alle spalle, costruita anche
autonomamente, e pud quindi far valere una sua competenza, sia per
una ragione appunto sociale, perché non tutti sono disposti a imparare
da qualcuno e a mettere in discussione se stessi, la propria immagine,
le proprie conoscenze. Si tratta di elementi fondamentali per due ra-
gioni: la prima ¢ che questo pregresso storico puo risultare utile nel
processo (ogni studente puo fornire riflessioni di carattere comparativo
legate agli studi e alle letture precedenti, e possono emergere spunti e
approfondimenti), e la seconda, legata piu propriamente alla dimensio-
ne socio-psicologica, ¢ che utilizzare attivita che facciano emergere cio
che gli studenti sanno e le precedenti esperienze (quindi anche i loro
interessi) permette loro di sentirsi valorizzati, di sentirsi parte attiva del
processo, di percepire il reale coinvolgimento nella gestione del proprio
apprendimento.

Livello culturale. Valgono qui i concetti riportati nel paragrafo dedicato
ai riflessi della storia sulla lingua e la cultura, e legati alla possibilita di
portare in classe valori culturali e tutti quegli elementi appunto di cul-
tura che concorrono a creare I'idea dell’Italia e dell’italiano, ma anche
dei cambiamenti che si sono avuti (confrontando, ad esempio, sequenze
di un film degli anni ’50 con quelle di una fiction o di un film recente).
A questo si aggiunge anche la possibilita di paragonare e comparare la
cultura italiana descritta nel testo (ad esempio, nei versi di una canzone)
con la propria, coinvolgendo cosi attivamente la classe nel processo.
Infine, ¢ importante ricordare 1’utilita dei testi di argomento storico
contemporanei, scritti e parlati, nel fornire un panorama delle varieta
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linguistiche.

A livello glottodidattico le scelte del docente dovranno considerare gli
aspetti appena descritti. Ma soprattutto tali scelte dovranno adeguarsi
al livello sia linguistico che culturale dei discenti, con una valutazio-
ne attenta dei materiali, delle tecniche e degli obiettivi, che dovranno
necessariamente essere adeguati (ad esempio, evitando materiali troppo
pesanti nella lunghezza o nel contenuto), coerenti e adatti a concorrere
sempre al mantenimento della motivazione, sfruttando il testo storico
al meglio.

3 La scelta dei testi

I manuali di storia italiana per italiani. 1 manuali pensati per italiani
— adottati in Italia, e con approcci e programmi differenti dal resto del
mondo — non sono utilizzabili con stranieri, specie LS, pena la demo-
tivazione della maggioranza degli studenti di fronte a un compito ec-
cessivo a livello linguistico. A meno che il docente, che ha il compito
di facilitare I’apprendimento di contenuti disciplinari semplici anche in
studenti stranieri, non scelga di lavorare su questi testi, approntando
un materiale adatto che consenta allo studente di partecipare attiva-
mente. In pratica, I'insegnante dovrebbe procedere al difficile proces-
so di semplificazione del libro di testo, specie in presenza di studenti
stranieri di recente alfabetizzazione (livello A2 e Bl). Le competenze
linguistiche degli studenti di questi livelli attengono alla comunicazione
di base e si limitano a messaggi semplici, in italiano standard, riguar-
danti argomenti familiari; la conoscenza storica richiede invece un li-
vello superiore di competenze linguistiche (livello B2, C1). Proprio per
questo motivo, agli studenti di recente alfabetizzazione (ma non solo a
loro) ¢ necessario predisporre una semplificazione dei testi (quando non
I’adozione di libri specifici per studenti stranieri) (Tempesta, 2015).

I manuali di storia italiana per stranieri. Passo ora alla questione dei

manuali di storia italiana per stranieri, considerando anche che la pre-
senza nei manuali di italiano di testi di storia o di esercizi su tematiche
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storiche ¢ minima o del tutto assente, e quando presenti, tali testi sono
usati solo come campioni di lingua. Esistono tuttavia in commercio
manuali di storia italiana pensati proprio per stranieri (di vari livelli
linguistici, ma soprattutto intermedi o avanzati), e scritti perlopiu da
esperti di questo tipo di insegnamento che si sono occupati di fare in
modo che 1 testi risultassero comprensibili a tutti, controllandone I’at-
tendibilita. Per la maggior parte, si tratta di una storia italiana raccon-
tata in modo semplice e chiaro, ma anche alternativo e interessante,
talvolta partendo dai grandi eventi, dai grandi protagonisti, o dal punto
di vista delle persone e della loro vita quotidiana. Una storia d’Italia che
permette al tempo stesso di affinare le proprie conoscenze linguistiche,
con: un approccio divulgativo, testi comprensibili a tutti, confronti tra
ieri e oggi, aneddoti per incuriosire lo studente, lessico disciplinare e
concetti principali, testi-ponte per permettere di progredire nell’appren-
dimento linguistico, sintesi semplificate e ad alta leggibilita, rubriche in-
clusive di aiuto alla lettura, glosse ricorrenti, note e schede linguistiche
e culturali, pagine specifiche sui concetti-chiave della storia, proposte
didattiche graduali, pagine speciali dedicate a temi particolari e all’in-
tercultura, immagini, tavole e mappe illustrate, termini-chiave proposti
in varie lingue, profili semplificati, attivita di comprensione e gram-
maticali, contenuti digitali integrativi (con film e video storici, filmati
d’epoca, video interattivi sulle epoche storiche, cartine animate, mappe
esplicative dei capitoli, percorsi multimediali con documenti, laboratori
interattivi, linee del tempo multidisciplinari e cartografia digitale, au-
dio in inglese, esercizi del libro resi interattivi, test autocorrettivi on-
line). Fra i tanti, mi limito a segnalare 1 volumi di Balboni & Santipolo
(2018), Bentini (2013), Bertini (2018), Biggio, Brancati, & Pagliarini
(2008), Blasi (2020), Pallotti & Cavadi (2012), Paolucci, Signorini, &
Marisaldi (2014), e Sandrini (2020).

I materiali autentici. Ma 1 manuali di storia — che in linea di massima
contengono testi misti (prevalentemente narrativi, descrittivi, argomen-
tativi), e che si connotano perlopiu come testi espositivi con diverse
modalita di sviluppo — linguisticamente presentano strutture e criteri
espositivi complessi, che lo studente deve essere in grado di ricono-
scere (molta subordinazione, alternanza di forme verbali al passato,
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molti indicatori temporali, nessi causa-effetto, costrutti densi dislocati a
sinistra, anticipazioni o retrospezioni) (Damini, 2015c, pp. 22-23). Non
sempre quindi I'uso del solo manuale si rivela efficace. Anzi, il piu delle
volte ¢ preferibile per il docente portare in classe testi (intendendo per
testo un qualunque “oggetto linguistico caratterizzato da coerenza e
coesione”; Lavinio, 1990, p. 67) scelti autonomamente (ma poi di volta
in volta valutati e negoziati con gli studenti), a integrazione o in so-
stituzione di quanto offerto dal manuale, e in risposta ai bisogni o agli
interessi piu specifici degli studenti®. Selezionare e didattizzare i testi
piu adeguati (cartacei, audiovisivi, figurati, elettronici), in un’attivita di
ricerca il piu possibile originale e creativa, ¢ un lavoro certamente im-
pegnativo, richiedendo una gamma di competenze piuttosto ampia, di
tipo sia tecnico, sia didattico, sia linguistico-culturale: una sfida per un
insegnante senza dubbio complessa, che pero rende insostituibile il suo
ruolo e particolarmente coinvolgente e importante il lavoro didattico.
La selezione e la didattizzazione dei materiali autentici in italiano per
il CLIL costituisce per il docente un aspetto critico, data la scarsita dei
materiali specifici o il loro utilizzo naturale con altre metodologie. Lo
stesso dicasi per la scelta oculata dei contenuti da trasmettere e degli
elementi culturali da portare alla luce, che andranno sottolineati nei loro
concetti fondamentali e in una dimensione problematica transnazionale,
in modo ridondante, durante I'intero percorso (ma evitando adegua-
tamente cadute sugli stereotipi). Per rendere comprensibile I'input e il
mezzo linguistico che lo veicola, il docente dovra poi pensare di utiliz-
zare anche elementi extralinguistici (ad esempio, materiale iconografi-
co, grafici, diagrammi, schemi). Solo in quest’ottica un processo CLIL
puo ritenersi efficace, mirando, nel nostro caso, a un’integrazione fra gli
obiettivi di apprendimento dell’italiano e quelli della storia. Si tratta di
una strada senz’altro non semplice, che richiede parecchia sperimen-
tazione (Serragiotto, 2015c, pp. 14-15).

8 1l Quadro comune europeo di riferimento per le lingue (Consiglio d’Europa, 2002) e il Sillabo
di italiano per stranieri di Siena (Benucci, 2007) offrono indicazioni utili al riguardo, suggerendo,
rispettivamente, alcuni criteri per la selezione dei testi (relativi alla tipologia testuale, alla frequenza
d’uso e alla rilevanza del testo per I'apprendente, alla complessita linguistica e agli aspetti lessicali)
e un utile esempio di selezione del corpus testuale, classificato in base alla varieta diamesica e con
una preferenza per i canali di comunicazione dominanti nella vita quotidiana (I’orale, lo scritto e il
trasmesso).
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Italia, media e temi familiari in contesti LS. Cio che un corso di lingua
in un ambiente L2 puo offrire ¢ 'opportunita di interagire non solo con
una comunita che parla quotidianamente, ma anche con una cultura che
permea ogni aspetto della vita quotidiana e che puo essere meglio vis-
suta che insegnata. Al contrario, in un contesto LS, dove si avverte la
mancanza di un contatto diretto con la lingua e la quotidianita italiane,
per suscitare attenzione, riflessioni e impegno da parte degli studenti,
e per stimolare in loro un interesse vario e trasversale, crediamo sia
importante entrare in sintonia partendo dalle forme di produzione, di-
stribuzione, circolazione e ricezione che mediano in maniera ampia la
cultura italiana, valorizzandola; da quei media, cio¢, tradizionali ma
anche nuovi, originali e diversi, in qualche modo piu familiari e vici-
ni agli studenti. Pertanto, sulla base di queste e di altre indicazioni’,
per un’esperienza CLIL di storia in ambienti LS si possono considerare
preferibili tutti quei testi tratti, ispirati o comunque legati soprattutto a
questa varieta di prodotti mediatici:

« cinema italiano (diffuso nelle sale cinematografiche, nei
festival, nelle piattaforme digitali);

» televisione (con particolare attenzione alla fiction, sia
mainstream che premium, e a titoli specifici), piattaforme
digitali e media digitali italiani;

* romanzi, graphic novels, fumetti e altri fenomeni editoriali
italiani;

* moda, spettacolo, pubblicita e fotografia italiana;

 tradizioni gastronomiche e produzioni mediatiche di
ispirazione gastronomica e alimentare italiane;

* intrattenimento sportivo italiano, turismo ed eventi
correlati;

* animazione per bambini e ragazzi (settore di una rinnovata
eccellenza italiana, a partire da WinX), giochi e realta
virtuale (con scambio e reciproca influenza tra tecnologia

9 Penso, ad esempio, a Benucci (2008), dove si evidenzia la sempre maggiore
necessita di un confronto con i bisogni degli apprendenti, di questionari di
rilevazione delle competenze in entrata e di metodi prevalentemente incentrati sulla
comunicazione ¢ su materiali autentici; oppure a Balboni (2014), che da conto dei
grandi cambiamenti degli ultimi anni.
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e immaginario, soprattutto per quanto riguarda la
valorizzazione del patrimonio culturale italiano);

+ fenomeni transmediali italiani (es. i legami tra moda,
pubblicita e fotografia, o i successi editoriali adattati dal
cinema e dalla televisione, come nei casi di Gomorra o
Elena Ferrante).

I testi selezionati, inoltre, dovrebbero essere in grado di far riscoprire la
storia mondiale dell’Italia, quindi il suo posto nel mondo e le eventuali
intersezioni della sua storia con quella dei contesti LS; testi, infine, che
potrebbero anche spiazzare, sorprendere e allargare lo sguardo, magari
con opportuni richiami al presente.

4 11 corso, ’approccio, i testi input, il percorso didattico

Le unita di acquisizione pensate sono tutte inserite in un ipotetico cor-
so modulare universitario ltalian through History, rivolto a studenti
con vari livelli di competenza linguistica. Il corso mira a sviluppare,
rafforzare e perfezionare la competenza comunicativa (in relazione a
determinate abilita linguistiche, competenze linguistiche, competenze
extra-linguistiche e competenze contestuali), passando, con un approc-
cio disciplinare, attraverso alcuni momenti storici rilevanti della storia
d’Ttalia; ¢ dunque anche orientato al raggiungimento di obiettivi cultu-
rali, glottomatetici e trasversali. I1 tutto in un approccio alla didattica di
tipo comunicativo-diretto e umanistico-affettivo, che elabora una sin-
tesi fra 'approccio comunicativo fortemente pragmatico degli inglesi
e la tradizione psico-pedagogica italiana, rivalutando I'emotivita dello
scambio didattico (Borello, 2005; Balboni, 2013).

Le scelte dei testi input — vari per tipologia, caratteristiche lessicali e
strutturali, e con elementi testuali particolarmente stimolanti — sono
state dettate dal rimando a tematiche interessanti in prospettiva di un
pubblico di studenti universitari anglofoni, toccando alcuni problemi
che ha senso oggi ripensare, ¢ andando talvolta anche oltre i luoghi
comuni. In particolare, si ¢ cercato di muovere i percorsi in direzione
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delle finalita empatiche sopra indicate, mirando ad appassionare, in-
teressare ai problemi, coinvolgere emotivamente e attivamente. Ma si
¢ anche scelto di utilizzare testi fra loro molto diversi, didattici tra-
dizionali (manuali di storia) e autentici (film), tutti vicini a una storia
mondiale dell’Italia, in termini di temi (cibo, Garibaldi) e media coin-
volti (cinema). Vengono “esplorati” (Balboni, 2014, p. 73) attraverso le
tre fasi della percezione gestaltica (corrispondenti alle fasi anglosassoni
di presentation e production and practice, cui si aggiunge quella di
evaluation), sfruttando al meglio ’'approccio induttivo e adottando una
metodologia Italstudio e CLIL, ma anche classica (per non allontanare
troppo dalla lingua quotidiana). Tutti i testi sono dunque in grado di
trasmettere e conservare la memoria storica, con un linguaggio a volte
semplice e diretto, altre volte bisognoso di una semplificazione testuale
e di un’analisi linguistica. Le attivita didattiche proposte, con un’at-
tivazione costante della motivazione (storia personale, pre-conoscenze,
legami con l’attualita, ecc.), permetteranno di comprendere meglio la
lingua usata nei testi e di esercitare il lessico (anche specialistico) e la
grammatica, divenendo spunti per la riflessione storica. Spunti per un
viaggio nella storia d’Italia attraverso la sua lingua, da apprendere con
attivita, strategie e materiali scelti ad hoc.

Il tutto, facendo tesoro delle indicazioni specifiche di Graziano Ser-
ragiotto (2015¢) ed Elena Ballarin (2015a), 1 quali suggeriscono come
pianificare e implementare qualunque esperienza CLIL e come svilup-
pare dei percorsi in italiano con focus storico. Provo ora a fondere le
considerazioni e i consigli di entrambi, formulando alcune proposte di
attivita (che dovranno essere pertinenti alla classe e al livello linguistico
dei destinatari), distinte a seconda del momento della lezione in cui si
collocano.

Prima dell’esposizione alla lingua: [’elicitazione del testo.

* partire da una pagina ricca di immagini (per preparare
alla percezione globale dell’evento, per richiamare alla
memoria le preconoscenze relative a quel contesto,
per mettere in atto il processo di comprensione grazie
all’expectancy grammar);
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in alternativa, illustrare elementi astratti con esempi
concreti, utilizzando esempi vicini alla vita quotidiana
degli studenti (per favorire la comprensione dei contenuti).

L'esposizione alla lingua: 'approccio globale al testo.

far precedere o far seguire il testo da un testo audiovisivo
o multimediale che tratti dello stesso argomento (per
approcciarsi serenamente al binomio lingua-contenuto,
per facilitare il contatto con una lingua spesso non
comunicativa, ma divulgativo-scientifica);

nel caso di un testo scritto, far procedere ogni studente
individualmente a una prima lettura generale (per lasciare
il tempo a ogni studente di entrare in pieno contatto con il
testo);

sempre nel caso di un testo scritto, far svolgere una
successiva lettura dalla classe divisa in piccoli gruppi (per
guidare gradualmente alla comprensione del testo);
inserire il piacere della sfida, ad esempio proponendo ai
gruppi una gara a tempo.

La riflessione sulla lingua: ['analisi.

confrontare fra loro diversi tipi di testo, o abbinarli a
diversi tipi di attivita pratiche vicine al mondo dello
studente (per specificare la natura propria della lingua
divulgativo-scientifica per quanto riguarda 1’ambito
testuale);

confrontarsi sulla storia attraverso materiale audiovisivo,
avvicinando il mondo dello studio al mondo dello studente
(per specificare la natura propria della lingua divulgativo-
scientifica per quanto riguarda I’ambito lessicale);
soffermarsi sugli elementi caratterizzanti la microlingua
della storia, quindi sulla forma passiva del verbo,

sul valore puntuativo e durativo dei tempi passati e
sull’aspetto narrativo dell’imperfetto, sulla concordanza
dei tempi passati all’indicativo (consecutio temporum)
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(per specificare la natura propria della lingua divulgativo-
scientifica per quanto riguarda I’ambito morfosintattico);
enfatizzare le sezioni importanti del testo utilizzando varie
tecniche e modalita (per favorire la comprensione dei
concetti fondamentali).

1l riutilizzo delle forme: la sintesi.

far confrontare lo studente con la rete o con il suo ambiente
domestico (per consentirgli di applicare e di fissare le
forme su cui ha riflettuto in classe);

presentare in classe il risultato del lavoro svolto a casa (per
fare propri 1 contenuti linguistico-disciplinari su cui si €
attivata tutta la strategia didattica).

La valutazione.

intervenire sugli errori solo quando questi sono tali da
impedire la comprensione e comunque cercando di usare
modalita non troppo invasive;

utilizzare una checklist, schede aneddotiche e schede di
osservazione (per riflettere sul lavoro degli studenti e
registrare 1 loro miglioramenti);

incoraggiare all’uso del portfolio (per promuovere
I’autovalutazione dello studente);

adottare due particolari tipi di esercizi di verifica, i/ test di
abbinamento e 1l cloze test (due verifiche oggettive utili per
separare le carenze linguistiche da quelle che riguardano
I’acquisizione dei contenuti, e per lasciare poco spazio per
le varianti);

utilizzare il modello Short (Short, 1993) mediante la
costruzione di una griglia (rubric) (per testare sia elementi
linguistici sia di contenuto), verificando: problem solving,
conoscenza dei contenuti, elaborazione di concetti, uso
della lingua, capacita di comunicazione, comportamento
individuale, comportamento di gruppo, atteggiamento /
attitudine.
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5 Le unita di acquisizione

La prima unita di acquisizione (Slow food) propone una storia tra poli-
tica, piacere e globalizzazione, utilizzando un manuale di storia d’Italia
concepito per italiani (il testo ¢ tratto da Di Fiore, 2019, p. 776). Per
facilitare la comprensione e la comprensibilita del testo, evitando la co-
siddetta condensazione testuale tipica dei testi piu specialistici, si rende
necessaria la sua semplificazione (un’altra sfida per il docente), che, in
un contesto di apprendimento, ha come riferimento teorico gli studi
sulle formule di leggibilita. Le operazioni di semplificazione, che pos-
sono far avanzare delle riserve sull’inevitabile impoverimento del testo,
sono numerose ¢ varie, a condizione che il testo ne risulti sempre coeso,
coerente, efficace e informativamente adeguato. Alcune di queste indi-
cazioni sono (Tempesta, 2015):

» ordinare le informazioni in senso logico;

* rendere brevi e semplici le frasi;

* usare piu frasi coordinate (ed eventualmente subordinate
con congiunzioni di uso comune);

 rispettare I’ordine soggetto, verbo, oggetto;

* non usare incisi, frasi incassate, parentesi e tutte le forme
che sospendono la linearita del testo;

* non usare la litote (affermare qualcosa negando il suo
contrario);

* non usare le forme impersonali;

* usare parole brevi, di uso comune, concrete, con il ricorso
prevalente al vocabolario di base, spiegando gli altri
termini;

* ripetere i nomi anziché usare i pronomi;

e usare i verbi nei modi finiti e nella forma attiva;

* modificare i tempi verbali (presente storico, imperfetto e
non passato remoto);

* evitare sinonimi € pronomi;

* rinforzare la comprensione del testo attraverso il titolo e le
immagini.
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Il testo racconta la nascita di Slow Food come movimento globale, par-
tito, nel 1986, dal piccolo centro rurale di Bra, in Piemonte, per poi
varcare di gran lunga i confini italiani. L'operazione di semplificazione
¢ stata realizzata grazie alle indicazioni presenti in studi specialistici
e affidandosi anche alle funzioni automatiche del software FacilTesto
(realizzato come progetto di ricerca per I'innovazione finanziato dal
MIUR, con la consulenza, fra gli altri, di Tullio De Mauro, e sviluppa-
to dall’Agenzia Nazionale per lo Sviluppo dell’Autonomia Scolastica),
che facilita I'individuazione di alcuni punti eventualmente problematici
(¢ stato utilizzato il protocollo 1, quello di massima semplificazione).
Si ¢ lavorato in particolare sulla lunghezza e la complessita delle frasi
e sull'uso di parole non appartenenti al Vocabolario di Base. Il testo
adattato, che si propone agli studenti e che appartiene al tipo testuale
narrativo, attraverso READ-IT, risponde ai criteri di comprensibilita/
leggibilita, registrando un livello di difficolta globale del 46,3% (prin-
cipalmente lessicale e sintattico), un livello di semplicita (Gulpease) del
60,1%, una percentuale di lemmi appartenente al VdB del 78,4% e una
percentuale di lessico fondamentale del 73,2%. Si ritiene che possa es-
sere una proposta didattica molto utile per il fatto di trattare una pagina
di storia italiana poco nota e interessante dal punto di vista del linguag-
gio storico e culturale. Particolarmente significativo I'aspetto dei verbi
storici, e cio€ le forme verbali all'imperfetto (discendeva, notava, ecc.),
al trapassato prossimo (aveva scritto, aveva fondato) e al passato remo-
to (parve, comincio, prese). L'unita & pensata per un livello B2.

La seconda unita di acquisizione (Garibaldi globale) illustra la figura
e le vicende dell’eroe dei due mondi e il successo di uno dei primi miti
veramente globali, selezionando un testo tratto da un manuale di storia
italiana per stranieri (Balboni & Santipolo, 2018, pp. 76-77). Una breve
parentesi sulla questione ricorrente della funzionalita e dei rischi della
storia generale. Questa, quale grande sintesi che racconta il passato
in base alla conoscenza degli esiti, rimane certamente insostituibile
in campo didattico per fornire quello sfondo integratore, quel quadro
complessivo in cui calarsi per gli approfondimenti, facendo riscontrare
accelerazioni, rallentamenti e stasi, casualita e consequenzialita, fasi
evolutive. Cio non toglie pero che la storia generale, rispondendo alla
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necessita di fornire una soglia minima di conoscenza del passato, con-
serviil suo carattere di ampia astrazione, facendo risaltare i grandi even-
ti della storia politica e istituzionale e portando a quelle deformazioni
rilevabili nel computo statistico delle medie complessive di un fenome-
no. E per questo, e per non insidiare la sua efficacia con la percezione
di sostanziale estraneita di eventi e fenomeni lontani dalla quotidianita,
che la storia italiana, specie se insegnata a studenti LS, dovrebbe essere
globale e una ricognizione empatica: dovrebbe cio¢ essere complessita
e pluriversita, convergenza e simbiosi di aspetti e problemi, apertura di
orizzonti (Dondarini, 2007, pp. 103-105).

Il testo descrive, alla vigilia dell’Unita d’Italia, uno degli episodi cru-
ciali del Risorgimento, avvenuto nel maggio del 1860: un migliaio di
volontari, al comando di Giuseppe Garibaldi, parti da Quarto alla vol-
ta della Sicilia, per poi unirsi ad altre spedizioni garibaldine e vincere
contro I’esercito borbonico. Il brano da inoltre ampio spazio alla figura
di Garibaldi, alla sua vita e alla sua fortuna anche fuori Italia. Il testo,
che appartiene al tipo testuale narrativo, attraverso READ-IT, risponde
discretamente ai criteri di comprensibilita/leggibilita, registrando un
livello di difficolta globale del 94,8%, un livello di semplicita (Gulpease)
del 47,6%, una percentuale di lemmi appartenente al VdB del 73,2% e
una percentuale di lessico fondamentale del 77,2%. Si ritiene che pos-
sa essere una proposta didattica utile intanto per il fatto di mettere in
risalto la globalita di Garibaldi, specie nell’'ultimo periodo del brano
che richiama il successo europeo dell’eroe dei due mondi (e che puo
ricordare la grande accoglienza che lo stesso ricevette a Londra, es-
sendo considerato come un personaggio elisabettiano, un Rob Roy, una
combinazione affascinante di orgoglio e semplicita). Ma soprattutto, il
testo, fra gli altri elementi linguistici, pud consentire lo studio del les-
sico relativo alle vicende di uno dei personaggi piu rilevanti della storia
italiana (ad esempio, diplomazia, leggenda, spedizione, rivolta). Lunita
¢ rivolta a studenti di livello B2.

La terza unita di acquisizione (Sex comedy), sui temi del divorzio, del

delitto d’onore, delle donne e della famiglia, ¢ basata su un testo audio-
visivo (il film di Pietro Germi, Divorzio all’italiana, 1961), che rappre-
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senta una delle migliori integrazioni al lavoro svolto in classe sui testi
e le attivita proposti solitamente dal manuale. Come la parola scritta,
il grande schermo puo offrire, infatti, il suo contributo alla narrazione
del nostro presente nonché del nostro passato, con una varieta di pro-
spettive sulla storia e sulla societa italiane attraverso le immagini. Ma
ponendo sempre un occhio di riguardo alle implicazioni linguistiche
e interculturali, far vedere un film agli studenti che stanno imparando
I’italiano ¢ inoltre molto motivante, e I’esperienza di qualche scena puo
diventare una chiave d’accesso alla cultura italiana del Novecento e dei
tempi piu recenti. L'impiego didattico dell’audiovisivo implica pertanto
fattori positivi, incentivanti e di indubbio vantaggio (flessibilita della
didattizzazione, modelli diversi di lingua e cultura, componente extra e
para-linguistica, intertestualita, decentramento, realta/rappresentazio-
ne), ma anche fattori negativi e difficolta che il docente deve conoscere
e tenere in debita considerazione (rapida obsolescenza e lunghezza del
lavoro di didattizzazione).

Il testo ¢ una breve sequenza video, della durata di 2:33, tratta da un film
di grandissimo successo. Divorzio all’italiana ¢ ambientato nella Sicilia
anni ’60, e racconta del barone Ferdinando Cefalu (Fef¢), annoiato dalla
moglie (Rosalia) dopo dodici anni di matrimonio, che si innamora di
una ragazza (Angela) di sedici anni. Non essendoci ancora in Italia il
divorzio (sarebbe stato istituito nel 1970 con la legge Fortuna-Baslini,
confermata poi dalla sconfitta di un referendum abrogativo nel 1974),
il marito traditore pensa di eliminare la moglie facendola cadere tra le
braccia di un altro uomo, coglierla in flagranza di reato e avvalersi poi
delle ampie attenuanti previste dal codice penale italiano per il delitto
d’onore (I’articolo 587, che si vede in video e che sara abolito soltanto nel
1981). Ma non tutto andra come nei piani. Nella sequenza selezionata
(perlopit un monologo di Fef¢), 'uomo (I’attore Marcello Mastroianni)
inizia a elaborare il suo piano. Il testo, attraverso READ-IT, risponde
discretamente ai criteri di comprensibilita/leggibilita, registrando un
livello di difficolta globale del 95,1%, un livello di semplicita (Gulpease)
del 68,7%, una percentuale di lemmi appartenente al VdB del 73,3% e
una percentuale di lessico fondamentale dell’86,8%. Si ritiene che possa
essere una proposta didattica utile per alcuni riferimenti di vario gene-
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re: dati culturali (come l'onore, le corna, il maschilismo, il sentimento
di malessere) e aspetti legislativi (la legge sul divorzio). Sul piano lin-
guistico, soprattutto, permette di soffermarsi sul sessismo nella lingua
italiana (cornuto, disonorato, sgualdrina, concubina, amante) e sul les-
sico relativo al divorzio e al tradimento (coniuge, relazione carnale),
con una nota sull’accento e le forme siciliane e sulla gonfia retorica
umanistica forense. L'unita ¢ per un livello CI.

6 Conclusioni

L’Italia ha plasmato la cultura e la politica dell’Europa e del mondo per
oltre due millenni. Lo studio della lingua e della cultura italiana puo
offrire una grande opportunita di confronto con la sua Storia e il non
semplice linguaggio storico. L'obiettivo di questo lavoro ¢ stato quello
di insegnare la lingua italiana e di promuovere lo studio della storia
d’Italia (anche quella meno nota e prevedibile) a diversi livelli di com-
petenza orale e scritta in LS. E stata posta grande enfasi sulle connes-
sioni tra lo studio dell’italiano e la comprensione critica della storia e
della cultura del paese; e sulle capacita di lettura ravvicinata, sia che il
testo in questione fosse un brano dal manuale o un film. Si ¢ cercato di
dare forma a un ipotetico corso in un contesto accademico, che potesse
accompagnare lo studente da un doppio punto di vista (linguistico e
disciplinare), facendolo confrontare simultaneamente con la disciplina
e con la lingua che la trasmette.

La complessita dello studio della storia ¢ universalmente nota (per
esempio, la storia non ¢ semplicemente un racconto, ma ¢ anche una let-
tura interpretativa di fenomeni micro e macroscopici, e chiede di eser-
citare non solo Lower Order Thinking Skills —LOTS, ma anche Higher
Order Thinking Skills -HOTS); non a caso ¢ spesso una disciplina poco
amata dagli studenti (anche madrelingua) che la sentono lontana dalla
loro realta e quindi in un certo senso inutile, nonostante il docente miri
costantemente alla lettura dello spessore storico del presente. E questa
complessita va tenuta in considerazione quando si tratta di studenti LS
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e della lingua per lo studio della storia, che si discosta spesso in modo
sostanziale da quella usata di solito nelle interazioni quotidiane.
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CLIL in Language Learning Classes: Action- and
Product-orientation as an Access to Subject-sensitive

Language Acquisition

According to the UN Refugee Agency 52% of the refugee population
are children below the age of 18 years (UNHCR, 2017, p. 3)." Especially
children and young people need access to school education and voca-
tional training in the host country so that they have a perspective on
the job market and life chances. Regarding this, it is fundamental to ac-
quire language skills. Not only in everyday life, language competencies
are relevant to communicate and participate in social contacts but they
are also needed in institutional contexts, e.g. in school or university. It
is known that performance differences in school contexts are mainly
caused by differences in language skills (Diehl, Hunkler & Kristen,
2016; Gogolin & Lange, 2011). For this reason, they are required to gain
profession-oriented competencies (Ohm, 2014) and to get access to ed-
ucation and a future job career (Briicker, Kunert, Mangold, Kalusche,
Siegert & Schupp, 2016, p. 32). Besides basic language competencies,
a competent handling of discipline-specific language is needed in spe-
cialized classes. For the German school context, it is established that
this specific language can certainly be acquired in combination with the
acquisition of the subject-specific content (Becker-Mrotzek, Schramm,
Thiirmann & Vollmer, 2013; Schmdlzer-Eibinger, 2013). Therefore, im-
migrated young people need to master the language of schooling to par-
ticipate successfully in subject classes. For this reason, it might be help-
ful to integrate subject content including the specific language, which is
already needed in language learning classes.

1 This project is part of the “Qualitatsoffensive Lehrerbildung”, a joint initiative of the Federal and
regional Government in Germany which aims to improve the quality of teacher training. The program
is funded by the Federal Ministry of Education and Research. The author is responsible for the content
of this publication.
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In 2014 a guideline for German schools in Lower Saxony was pub-
lished, which says that for students with insufficient language skills for
participation in regular lessons, additive support measures had to be
established (Niedersidchsisches Kultusministerium, 2014, p. 332). This
guideline decides as well that students should get prepared for regu-
lar classes in language learning classes, which are offered separately.
These language learning classes are supposed to focus on language ac-
quisition, although the language skills in all school subjects are men-
tioned explicitly in the guideline (ibid.). Referring to the current state
of research above, that means that students in language learning classes
need to be offered high-quality input of subject content to give them
the opportunity to acquire the discipline-specific language required in
school. Therefore, a concept can be used, which is already common
in German vocational education: action- and product-orientated teach-
ing. Transferred to language learning classes, action-oriented and prod-
uct-oriented lessons can offer a possibility to focus on subject content
with students with low or none basic language competencies because
the content can be delivered by tactile materials, nonverbal language
and multisensory access as well. Comprehension is ensured by the ex-
plicit context in each case. Therefore, the acquired professional knowl-
edge can be combined with the acquisition of specific language content
without undermining the learning of subject-specific content. That is
why the double learning goal is not overcharging for the students in this
context.

The corresponding concept, the theory of complete action, which was
first developed for vocational education, is described in more detail in
chapter 1. This concept was transferred to technology lessons for lan-
guage learning classes by Campbell, Dutz, Landherr & Olthoff (2019)
by developing teaching materials. Exemplary materials for the specific
topic Papermaking are presented in chapter 2. These materials were
used in a language learning class in Lower Saxony (Germany) in 2017.
In this process, it was explored, whether progress in language learn-
ing can be observed while the students are working with the materi-
als. Additionally, it was monitored, if action-oriented lessons influence
the behaviour of students in comparison with more theoretical lessons.
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The results and outcomes of the research project are briefly presented
in chapter 3. These documented effects support the cause for a gen-
eralization of the concept. Therefore, chapter 4 presents instructions
for the transfer of an action- and product-oriented approach to other
school-subjects.

1 The model of complete action for school lessons

Subject lessons in regular school contexts are often characterised by
secondary experiences and the consumption of results; this damage
of sensual experiences can lead to a problem of motivation (Gudjons,
2014, p. 17 et seq.). Vocational schools in Germany try to remedy these
deficits by implementing the model of complete action as a teaching
concept. Actions can be defined as a pattern of behaviour in which mea-
sures and products are applied consciously to obtain a result (Aebli,
2019, p. 185). This definition covers the essential characteristics of ac-
tions summarized by Dietrich (1984, p. 58 et seq.): Actions are defined
as targeted, active, structured and a confrontation of a complete person
with a situation. This already seems to be the basis of a modern defini-
tion of actions, which is regulated by the triad planning, performing and
monitoring (summarized by Gudjons, 2014, p. 46 et seq.). The model of
complete action, which is based on the theory of activity regulation (e.g.
Hacker, 2005) furthermore contains the steps informing, deciding and
evaluating. Following Gudjons (2014), the six relevant and chronologi-
cal sequenced steps can be described as follows:

e informing: The students need to procure specific information to
solve a complex task.

e planning: The students prepare a concrete workflow independ-
ently to solve the complex task.

e deciding: The students decide how the workflow is translated
into action.

e performing: The students execute the workflow independently
but preferable in teams.

e monitoring: The students control the outcome by a variance
analysis.
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e evaluating: The students assess the results by reflecting their
actions.

Because all steps are based on communication, it is obvious that stu-
dents need (technical) language competencies to perform a complete ac-
tion. Furthermore, the students need the competence to choose between
different registers, because the condition for qualified actions is to learn
to identify language-based variables in a concrete situation (Gudjons,
2014, p. 53, referring to Tymister, 1978, p. 67). Therefore, a complete
action always needs to include (technical) language as well. Regarding
this, it can be referred to Habermas (1981), who distinguishes between
instrumental and communicative actions. Instrumental actions refer to
the controlled change, investigation or production of an object, which
is coordinated by the processes of communication (Woll, 1998, p. 129).
Communicative actions, on the other hand, describe the coordinated
activities to the process of communication (Gudjons, 2014, p. 42), which
is why these actions only represent targets, which are reachable in a
cooperative way (WOoll, 1998, p. 130). Accordingly, the realization of a
complete action in school contexts needs to include both, instrumental
and communicative actions.

In summary, it can be said that an action-oriented teaching combines
thinking and acting whereby an independent and active confrontation
with the learning content is enabled. This includes various senses as
well. According to that, the content of school lessons can have a mean-
ingful function and relevance for the everyday life of the students, if
they are integrating actions (Gudjons, 2014, p. 8). Relating to that, spe-
cific language competencies have to be included to complete the action.

The theory above can be applied to action- and product-oriented tech-
nology lessons in language learning classes to give students an oportu-
nity to implement the acquisition of specific content and specific lan-
guage competencies. This way, a combination of subject learning with
basic and professional language learning can be enabled. This leads
to the opportunity that specialist knowledge and competencies can be
developed and expanded from the beginning of language learning in
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language learning classes for learners at a low or non-existent level of
language skills.

2 Action- and product-oriented teaching materials for technology
lessons in language learning classes

Linguistic aspects which are relevant for communication can only be
taught embedded in a context. Corresponding to that, it seems to be
obvious that students in language learning classes have to be offered a
content which is relevant for their life and combine it with the acquisi-
tion of the target language. This can be enabled by including technical
and qualification aspects, which are relevant for further jobs and pro-
fessions.

Technology lessons at the secondary level in Lower Saxony (Germa-
ny) are supposed to give students a vocational orientation and convey
manual-technical skills (Niedersachsisches Kultusministerium, 2012,
p. 6). Therefore, this subject seems to be appropriate to teach special-
ist competencies in an action-oriented way. In addition, the work with
tactile products, objects and tools constitutes a concrete context. Thus,
the opportunity is offered to realize language-independent experiences
in self-efficacy for students, which is very important for the motivation
and self-conceptualization from students with low or none language
competencies. The basis for that are internal differentiated materials
with an authentic and for the communication relevant language input.
Multisensory access to the content allows for stimulation of various sys-
tems of sensual perception. This could be for example the auditive, the
visual or the haptic system (Gibson, 1973, p. 75). As a result there is
equivalence of the relevant information, whereby the comprehension is
secured when the students have a lack of some positions. Because of the
connection of technical activities with the (special) language acquisi-
tion in an action- and product-oriented way, the linguistic usage and the
functions included are embedded in an authentic context and from the
beginning of the institutionalization of the immigrnt students.
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The production of an object should always be the focus of the action-
and product-oriented technology lesson so that content-related learning
is given priority. In this process, the specific content is actively con-
structed and discovered by the students and is not only received by sec-
ondary experiences and prepared results. The (specific) language which
is needed to solve the complex problem or task in a regular context, is
presented permanently but is never the only option to understand the
content. Therefore, it has to be mentioned that lessons, which are based
on this teaching concept are constructed and just close to reality. Nev-
ertheless, it is an option for students with low or none skills in the target
language to extend their professional qualifications and get prepared for
the vocational training and further school education.

A proven didactic and methodical principle for the organization and the
design of teaching materials is scaffolding. It was first described first
by Wood, Bruner & Ross (1976) in the context of the exploration of the
interaction of parents with their children. Gibbons (2002) transferred it
to second language acquisition in school context. Following this, Quehl
& Trapp (2013, p. 10) regard scaffolding as an opportunity to combine
content and language learning in regular school lessons. The idea is that
students get a task, which is challenging but not overloading. Because
they can’t master the task by themselves, they get specific support. This
scaffold is supposed to assist students to handle the task successfully.
As soon as they are able to meet the challenge unaided, the scaffold can
be removed (Quehl & Trapp, 2013, p. 26). According to that, scaffolding
is based on Vygotsky’s (1978) Zone of Proximal Development (ZPD),
which refers to the actual level of development and the potential level of
development. The use of scaffolding for lesson planning and the design
of lesson materials enables a type of teaching based on various levels
and the constant development of content- and language-based learn-
ing. In order to use the scaffolding successfully, the content- and lan-
guage-based needs has to be analysed for each topic first. Afterwards
these needs are internally differentiated, so teachers can be support-
ed for a competent and productive handling of heterogeneous learning
groups.
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The following teaching materials are generated for the implementation
of action- and product-orientated lessons in language learning classes
with technical contents and use scaffolds to support students to gain the
content and language-based target of learning. All presented materials
are developed in cooperation with the institute for technical education at
the Carl von Ossietzky Universitdt Oldenburg (Germany). The underly-
ing concept design is published by Campbell, Dutz, Landherr & Olthoft
(2019). The concept and the materials as well were developed explicitly
for the application in a language learning class in Lower Saxony (Ger-
many) in 2017. Therefore, the target language is German. Nevertheless,
the concept can be used for other languages as well, wherefore the con-
cept is generalized in chapter 4. In the following, the developed teach-
ing materials are exemplified for a teaching unit on the topic Papermak-
ing. Accordingly, this target of the unit is the production of paper sheets
out of waste paper. The teaching materials are primarily composed of
boards of construction stages and worksheets.

On boards of construction stages, as illustrated in figure 1, the
work stages are presented permanently. These boards are big pan-
els with the technical artefacts of each work step on it. Some pro-
cesses cannot be presented by a tactile object. In this case, stu-
dents can watch a video on a tablet or smartphone, which shows
the required work. Each step includes a written work instruction.
In addition, the students can use an Anybook Reader (Hegener & Wein-
er, 2017) to listen to the recorded guidelines of the board. The Anybook
Reader is a pen, which can be connected with stickers. These stickers
can be coded with an audio recording in advance. For this purpose, ev-
ery step on the board of construction stage is connected with a sticker.
This can be indicated by the grey circles right next to the instructions
on figure 1. The board of construction stage is permanently accessible
for the students, so that they can read or listen to the instructions again
if needed. In addition, the students can compare their manufactured
semi-finished products with the corresponding products on the board
any time. The presence of the products provides an opportunity, which
is not based on language, to secure that the target of the lesson or unit
can be reached by the students.
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Herstallen der Pulpe sthwer -. ‘

. Zerkleinere dog Pzper und den
Zellstofl. | eedkdeerm )
das zerkleinerte
und ___ Ins Wiassar
[legen / Papier [ Zellsteff ).
beides 15 Minuten im
Wasser

[lassen { einweichen )

den Mixer mil ___ nassen
Panier. (fillen ]

wlel Wasser hinzu ols ___
Tast vell ist. (eben /

Pixer ]

. denMixeran. [stellzn)
- des Mizers in
 lzesen [inhalt )
Wanne |

Figure 1: Board of construction stage Figure 2: Worksheet for the topic papermaking
for the topic papermaking. in profile 3.
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In addition to the boards of construction stages, worksheets are used in
the lessons to support the conducted activities in the lessons. They also
offer an opportunity to reflect, repeat and secure the content of the unit.
Therefore, the worksheets are oriented at the content but the language of
the boards of construction stages as well. Figure 2 shows a worksheet,
which guides the students regarding the use of tools and instruments,
in this case the blender, which is used to produce the pulp. This can
include for example the use of the ruler, protractor or the conversion of
units. Hence the worksheets support further relevant meta competenc-
es, which are needed in the lesson or unit but can be useful in context of
further apprenticeship as well. The individual choice of the worksheets
for every student is a further opportunity for the internal differentiation
in accordance with scaffolding. In addition, the worksheets are avail-
able in four profiles of requirements (from simple to high demanding).
In between these profiles the number of gaps, which has to be filled by
the students is changing. Figure 2 is an exemplary worksheet of profile
3, which is already demanding. In this profile, the terminology (e.g.
zerkleinern [shred], Zellstoff [cellulose]) has to be mastered but the for-
mation of the linguistic constructions (e.g. the imperative and articles)
as well. The students are choosing by themselves, which profile they
want to work on during the lesson. This is supposed to provide a posi-
tive influence for the self-conceptualization and self-confidence of the
students.

The language, which is used for the working materials is controlled to
some degree. The formulation can be illustrated by the following exam-
ple, which is one of the worksteps on the board of construction stage in
Figure 1:

(1) Tauche den Schopfrahmen in die Pulpe. [Sip the mould into the pulp.]

The sentence in (1) shows, that the language is not just simplified, but
includes relevant discipline-specific vocabulary (f.e. Schopfrahmen
[mould], Pulpe [pulp], Biitte [vat]) and constructions (f.e. the impera-
tive), so that an appropriate communication in technical terminology
about processes and objects can be gained by the students. Furthermore,
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the example illustrates the target grammar: The sentence in (1) is for-
mulated as an imperative in a main clause. This construction is used
consistently on the boards of construction stages and in the worksheets.
The imperative is an essential linguistic component, which is often used
in instruction guides. According to that, the competent (receptive and
productive) use of the imperative might be described as a part of the
discipline-specific language competence and is meaningful and rele-
vant in a discipline-specific context. Subordinated clauses and irrele-
vant information are avoided in all materials. However, instructions can
be formulated with different types of sentences, so there is a scope to
adapt the language to the learning group. Different types of sentences
are shown for example in figure 3, whereby the degree of difficulty is
increasing chronologically.

stage verb position example sentence
0 fragments Ich Schopfrahmen.
[ mould.]
1 finitum: Ich tauche den Schépfrahmen in die
. Pulpe.

The verb is placed at second

position in sentence) [I'sip the mould into the pulp.]
2 separation: Ich habe den Schopfrahmen in die

Pulpe getaucht.
Two parts of the verb, the finite

and the infinite one are sepa- [I have sipped the mould into the
rated. pulp.]
3 inversion: Danach tauche ich den Schopfrah-

men in die Pulpe.
If an additional word is used in

front of a main clause, the pred- | [Then I sip the mould into the pulp.]
icate and the subject need tob
e switched. The imperative is
included in this stage as well.

Tauche den Schopfrahmen in die
Pulpe.

[Sip the mould into the pulp.]

4 final position of the verb: ...weil ich den Schopfrahmen in die

Pulpe getaucht habe.
In subordinated sentences the

verb takes place at the end oft [...because | sipped the mould into
he sentence. the pulp.]

Figure 3: German verb positions with example sentences.
45



INTERFACE

There is evidence that the positioning of the verb in different types of
sentences is acquired in a specific order (Clahsen, 1985; Pienemann,
1986). Because of the high relevance of the verb in German sentenc-
es, the understanding but the appropriate use of verbs as well, can be
indicate as an essential part of the fundamental language competence.
Figure 3 presents a table with prime examples of the German verb po-
sitions.

All stages of the German verb positions are passed chronologically
by language learners. Therefore, a table with the verb position can be
used to analyse the language level of language learners. Regarding this,
GrieBhaber (2013) developed a profile analysis, which is used in the
research project and is presented in chapter 4. A table with the verb
positions as in figure 3 can also be used by teachers to gather evidence
about the next stage, which a language learner needs to accomplish. The
teacher can support the students to choose the board of construction
stages and worksheets, which is in line with the individual needs. This
can be illustrated with a concrete example: We try to imagine that we
have a language learner in front of us, who can handle sentences with
a finite verb in the present tense (stage 1) or present perfect (stage 2),
but we have not observed him or her handling sentences from stage 3.
According to the order of acquired verb positions, Vygotsky’s ZPD and
the principle of scaffolding, stage 3 is the next level we want to reach
with the learner. Therefore, the use of the imperative in the instruction
guides, as shown in the board of construction stage in figure 1 or the
worksheet in figure 2 is reasonable. But if we are forced with a language
learner who communicates predominantly by using finite verbs in the
present tense and therefore can be assigned to stage 1, the adequate han-
dling of the separation should be focused on as the next learning goal.
Thus, the use of sentences from stage 3 might be beyond the ZPD in the
anxiety zone and can be too demanding for the student.

A sensitive handling of the grammar structures can support the acqui-
sition of the target language. The position of the verb in different types
of sentences is just one example. Obviously, an internal differentiation
should be used for further aspects.
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3 Research project: Testing the teaching materials

As already mentioned, the developed materials, which are illustrat-
ed exemplary in chapter 2, were used in a language learning class in
Lower Saxony (Germany) in 2017. To test the effect of the action- and
product-oriented materials for technology lessons in a context of lan-
guage learning, the implementation of the materials are accompanied
by the documentation of language knowledge of the students as well as
their general behaviour. The question is how the language skills and the
behaviour of students develop, if they are participating in action-orient-
ed lessons in comparison to students who are participating in theoreti-
cal lessons. In 3.1 the methodical approach of the research is described
shortly and afterwards in 3.2 the results of the study are presented be-
fore chapter 3.3 draws a conclusion. The more detailed content of the
study is published in a German anthology (Olthoff 2021).

3.1 Methodology

In the research project action- and product-orientated teaching are com-
pared with a theoretical teaching. Both concepts try to combine the de-
velopment of discipline-specific content with the development of lan-
guage skills. The action-oriented lessons are based on manual actions
at the topic Papermaking, while the theoretical lessons are focused on
interactive work with texts, which focus on the history and production
of paper.

The practical testing of the teaching materials was located in a language
learning class of an integrated comprehensive school in Lower Saxony
(Germany). In those schools students of all types of school are taught to-
gether in one class. The students of the language learning class join the
regular teaching but are taught separately in small number of lessons
to offer them a special language education in a specific context. The
students are between 11 and 15 years old and all of them immigrated to
Germany over the last two years with little or no previous knowledge of
the German language. The class were separated in two groups: group
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1 received action- and product-oriented lessons while group 2 received
theoretical lessons. Both modules were taught for six lessons a 90 min-
utes by the same teacher; the time-slots were located on Fridays from
9:00 to 10:30 a.m.

The process of the research study can be seen in Figure 4. The grey box-
es represent the collection of data and therefore reference to the imple-
mented tests and instruments. The white boxes represent the teaching
concepts, which are evaluated in this study.

Group 1:
C-Test 1.1
Module 1: Profile Analysis 1.1 _
6 lessons of action- and product orientated =
teaching Profile Analysis 1.2 -
C-Test 1.2
Group 2:
C-Test2.1
Module 2: Profile Analysis 2.1 -
6 lessons of theoretical teaching =
Profile Analysis 2.2 =

C-Test2.2

Figure 4: Process of the evaluation of the teaching materials.

The language acquisition is operationalized by the growth of language
competencies. These are measured by written cloze-tests (Baur &
Spettmann, 2007; Baur & Spettmann, 2008) and the profile analysis
(GrieBhaber, 2013) of oral speech. Both instruments were applied by
an external test administration and are described more precisely in the
following:
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C-tests were implemented in additional lessons before and after the con-
ducted modules. This instrument needs relatively little time and effort
for conduction and interpretation. Moreover, they are reliable and show
high correlation to other test methods (Arras, Eckes & Grotjahn, 2002,
p. 200; Baur, Goggin & Wrede-Jackes, 2013, p. 2). The students get a
coherent test with gaps according to a special pattern, which need to
be refilled. According to Baur, Goggin & Wrede-Jackes (2013), c-tests
for students with German as a second language have a gap in the pos-
terior part of every third word. The title, as well as the first and last
sentence of the text, are kept and provide a contextual frame. Proper
names are skipped and just the half of the last unit of compounds is
deleted. If the number of letters is uneven, the number of erased letters
is rounded up. All gaps are marked by a uniform line so that the size of
the gaps gives no information about the number of missing letters. The
evaluation of the results includes two values, which are related to the
total number of gaps: The correct/incorrect-value (R/F-Wert; because in
German it is called Richtig/Falsch-Wert) refers to the number of gaps,
which are semantically, orthographically and grammatically correct.
The word-recognition-value (WE-Wert; because in German it is called
Worterkennungswert) refers to the number of gaps, which are semanti-
cally correct, regardless of the orthographic and grammatic correctness.
Therefore, the WE-value indicates, if the student understands the con-
tent of the text and the R/F-value provides information about potential
difficulties with orthographic or grammar. Both values are evaluated for
every student in both modules. Because not all students participated in
both modules and the data could not be collected belated, the calculated
values of the c-test differ between the first and second module. After-
wards, it 1s considered, whether the differences between the modules
are statistically significant at a level of significance of a < 0,05.

The profile analysis makes a diagnosis about the grammatical complex-
ity of sentences and is used on oral speech in presence study. The output
of the students is subdivided into minimal fragments, which are func-
tioning as a sentence. Afterwards, the syntactic structure is classified
by means of the German verb positions. The chronologically acquired
stages of German verb positions are also used for the internal differen-
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tiation of the teaching materials and are presented in chapter 2. Other
grammatical or lexical aspects are not focused on but the degree of ac-
quired verb position seems to correlate with the acquisition of other
language aspects as vocabulary (GrieBBhaber, 2013). For every student
ten expressed sentences are collected in the first and the last lesson of
the unit and are transmitted to a stage of verb positions shown in Figure
3. The mean values for every sample is calculated. Finally, the differ-
ences between the mean values of the verb stages before and after the
modules are compared and a t-test for independent groups distinguishes
statistical difference at a level of significance of a < 0,05.

Emotional and social anomalies and learning difficulties are collected
by means of the list for the assessment of social and learning behaviour
(LSL, because in German it is called Lehrereinschdtzliste fiir Sozial-
und Lernverhalten) by Petermann & Petermann (2013).% It is a standard-
ized surveillance sheet for the behaviour of students in school contexts.
Thus, the results are related to the six lessons of the two modules. Emo-
tional and social skills and the learning behaviour of the students are
classified by different subfields using ten statements each. These state-
ments are differentiated for every student by the teacher and an exter-
nal test administration with the support of a 4-degree likert scale. The
raw values are converted into percentile rankings by means of a stan-
dardization table. For the evaluation, the percentage of subfields with
a percentile ranking below 20 are identified. According to Petermann
& Petermann (2013, p. 22) percentile ranking between 0 and 10 show a
strong abnormality of behaviour and between 10 and 20 behaviour pro-
ducing considerable risks. Afterwards, a t-test for independent groups
determines, if the emotional and social anomalies and learning difficul-
ties of the students differ significantly between the modules at a level of
significance of a < 0,05.

2 It was also planned to collect data regarding the motivation of the students. Because of
difficulties in understanding, the results of the test were not informative. Additionally, it was tried to
analyze the motivation by oral communication with a support from pictures. In that process major
impacts of the peer group and the test administration appear. Consequently, the motivation as a variable
were excluded.
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3.2 Results of the practical testing

In the following, the development of the language competencies is described
first and afterwards the results of the assessment of social and learning be-

haviour.

3.2.1 C-test

The mean value of the R/F value of the students in group 1 was 34.44%
before the conducted module. After the module with action- and prod-
uct-oriented lessons, the students reached a mean value of 42.05%. This
means an average rate of growth of 7.61%, what is not a significant dif-
ference at level of significance of a < 0.05 (t =-1.08; df =20; p = 0.292).
The WE value of the students is on average at 47.66% at the beginning
and after the action- and product-oriented module at 61.93%. The rate of
increase of 14.27% is not significant at level of significance of a < 0.05
(t=-1.53; df =20; p = 0.141).

Before the theoretical module the students of group 2 reached an av-
erage R/F value of 38.73% and afterwards of 42.54%. This means a
growth of 3.81%, which is not a significant rate of increase (¢ = -0.35;
df = 16; p = 0.702). The WE value before the theoretical module is on
average at 53.33% and afterwards at 56.83%. The growth of 3.49% is
not significant as well (t = -0.38; df = 16; p = 0.708).

The comparison of the two modules shows, that the development of the
R/F value differs not significant (t = 1.62; df = 18; p = 0.123), but the WE
value (f = 2.25; df = 18; p = 0.037). In summary this means that formal
and orthographic correctness in both modules increase slightly, but the
text comprehension of the students increases in action- and product-ori-
ented lessons than in theoretical lessons although textual work was fo-
cussed more in the theoretical lessons. This leads to the conclusion that
students benefit from an action- and product-oriented teaching regard-
ing the text comprehension.
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3.2.2 Profile analysis

The average of the produced and analysed sentences in oral speech was
in the first lesson of the action- and product-oriented module of group 1
at 1.31 and in the last lesson of the unit at 1.48. This signalises that the
complexity of sentences increases during the module but without a sig-
nificant difference (z = -0.86; df = 18; p = 0.399). Analogous to that, the
students of group 2 produce in the first lesson of the theoretical module
a sentence complexity of 1.29 and in the last lesson of 1.47. The increase
of 0.18 is not significant either (¢ = -0.83; df = 16; p = 0.420). The gram-
matical complexity of the produced sentences is at an elementary level
at all time. Furthermore, it increases more sharply in action- and prod-
uct-oriented lessons than in theoretical lessons but without a significant
difference (t = -0.11; df = 17, p = 0.911). Therefore, it can be concluded
that none of the modules provides a benefit for the students regarding
the complexity of sentences.

3.2.3 LSL

The students of group 1 show fewer characteristics, which are inter-
preted as a strong abnormality of behaviour or as a behaviour with con-
siderable risks than the students of group 2. The number of statements,
which are classified so has a mean of 15.36% in group 1 during the
action- and product-oriented lessons and a mean of 48.72% in group 2
during the theoretical lessons. The difference between the frequency
is significant (¢ = -3.10; df = 24; p = 0.005, n = 13). It should therefore
be expected that action- and product-orientation in lessons affects the
behaviour of students in school context positively.

3.3 Conclusion
The results of the survey demonstrate that the language competencies

of the students in both modules are not increasing demonstrably. It
could be conceivable that the scale or the period of the lessons are not
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large enough for a significant influence on language ability. But also
an improvement cannot be traced certainly to the impact of the differ-
ent teaching concepts because the time of the lessons compared with
the time of language input beyond the lessons is too low. Therefore,
the results presentedcan provide just a brief insight into the effects of
action- and product-oriented teaching and need to be confirmed, val-
idated and expanded by means of deeper analysis. However, what the
research results can confirm is that lessons designed with action- and
product-orientation offer the opportunity that technical competence and
professional skills can be focused in language learning classes without
neglecting the relevant input for language acquisition. Thus, the results
show that it is possible to combine (subject-sensitive) language teaching
with a vocational preparation from the beginning of the school atten-
dance of language learners. Because of the positive effects for social
and learning behaviour, it can be expected as well that the teaching
concept facilitates the transition of the students in regular classes and
opens an access to further educational opportunities and the job market.
This leads to a generalization of the concept so that an action- and prod-
uct-orientation can be transferred to other school subjects. Regarding
this, chapter 4 presents a concept for the application-oriented general-
ization of action- and product-oriented lesson-planning.

4 Generalization of the concept: Action- and product-orientation
for other subjects

Lessons and teaching materials based on an action- and product-ori-
entation offer students a content and language integrated learning in
combination with a vocational preparation from the beginning of the
school attendance. Thus, an action- and product-orientation in all sub-
jects might be helpful for a supportive participation of language learn-
ers. In the following the process of a concrete lesson planning shall be
described. Figure 5 presents an overview of the instructions.
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According to the model of complete action, which is described in chap-
ter 1, a subject-specific learning goal should be the starting point for
lesson planning. This ensures an authentic context and a relevant topic,
which is the basis for content learning and the subject-sensitive lan-
guage acquisition. Afterwards, the learning goal should be subdivided.
The six steps of Gudjons (2014), which are reformulated in chapter 1 as
well, may be applied to support and visualize this process: informing,
planning, deciding, performing, monitoring and evaluating. Every step
can be substantiated and concretised by using scaffolding. As mentioned
in chapter 2, scaffolding includes two main parts of analysis, which are
located before the concrete lesson or unit:

The requirement analysis is a description of the content- and lan-
guage-based needs, which are relevant for the successful participation
of the students in the lesson. The screening of the teaching materials
with regards to language and content might be helpful for the awareness
of the challenges, which arise in the planned lesson or unit. A glance at
the underlying framework guidelines can provide a more detailed con-
sideration. For the description of the language-based needs, a focus on
language actions seems a reasonable starting point. For these actions,
specific vocabulary but also sentence structures and text types can be
characterized. Of course, different types of diagnostic methods and
tools can be used to identify the actual learning stage of the students.

In addition to the requirement analysis, an analysis of the actual learn-
ing stage of the students might be helpful. This should include not only
an analysis of the professional skills and technical competence but also
an analysis of language competence. Therefore, a combination of disci-
pline-specific methods and tools, which are specialized for the assess-
ment of the language level is recommended. The profile analysis, which
is presented in chapter 3.1, is often used for the diagnosis of the gram-
matical complexity of produced sentences and can be applied easily and
without great costs or effort. The different types of sentences with dif-
ferent positions of the verb, which are acquired chronologically, are the
basis of the profile analysis.
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The scaffolding uses the zone of proximal development to shape an ad-
equate learning zone for the students. Therefore, a discrepancy between
the results of the requirement analysis and the learning stage of the stu-
dents is needed. This lack needs to be bridged by scaffolds. It has to be
mentioned that the size of the difference between actual and target state
should not be overwhelming for the students. If the gap is too large, the
targeted learning goals should be adapted. Potential scaffolds can be
specific teaching materials such as worksheets or boards of construction
stages but can also be provided in the interaction. The different types of
sentences used by the profile analysis can also be employed for the ac-
tual design of language input. Because the sentence types are acquired
chronologically, a sentence structure can be used for example on work-
sheets or boards of construction stages, which can be located in the zone
of proximal development of the students. This way, an internal differen-
tiation might be reasonable so that teaching materials with various use
of language are provided. A substantial component of the successful use
of action- and product-orientation as an access to the subject-sensitive is
the warranty of the repeated content by multisensory aspects. Thus, the
materials should always offer access to the content, which is not based
on the language. This can be realised for example by pictures, videos
or haptic objects. The use of different senses can be accompanied by
language, but the comprehension needs to be secured without the use
of language.

After the conducted lesson or unit, it might be helpful to analyse the
next learning stage of the students. On the one hand this enables the as-
sessment of increasing competencies and on the other hand it increases
an adjusted design of the further lesson planning and teaching materi-
als.

Overall, it has to be mentioned that the described concept for the action-
and product-oriented lesson-planning can provide just a general over-
view of the steps. It is not target-oriented, if the analysis of requirements
and learning stages takes so much time that the achievement of learning
goals is impeded. Nevertheless, a universal action- and product-orienta-
tion and the use of multisensory accesses in lessons of every subject can
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support the subject-related learning because it offers an access, which is
not fundamental based on language. This opens the chance to support
a systematic and controlled language learning as well. This theoretical
concept can be used in teaching practice by serving a general idea. As
always for putting theory into practice, it has to be adapted by compe-
tent teachers so that it leads to a successful teaching.
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Conceptualising more explicit University-level oral
Language Communication Training: CLIL Tutors as

Mediators in the Language Classroom

“No one hears as what he knows, no one hears as what he can feel, imagine and think”
(Goethe) (Schmidt, 2015, p. 220).

“...all spoken language (in the classroom and elsewhere) provides only clues to its full mean-
ing” (Lemke, 1990, p. 92).

Oral communication is a dubious untertaking because what we hear
is not always the message that is being communicated. How many of
us have caught ourselves singing along to a favorite tune on the radio,
thinking we knew the lyrics and then much to our chagrin or amuse-
ment realizing that our rendition was quite different from the original:

This includes, for instance, a native German speaker hearing and then
singing “Eichhoérchchen-Sheriff” (squirrel sheriff) instead of Bob Mar-
ley’s “I shot the sheriff* (Hacke, 2004, p. 51) or another person chanting
“She’s got a chicken to ride.” to the Beatles® original lyrics “She’s got a
ticket to ride” (Hacke, 2004, p. 50). While the reasons behind the dispa-
rate versions of what we hear and what we say are far too complex for
the purposes of this paper, it is certainly worthwhile to recognize the
fact that oral communication can present speakers with significant hur-
dles if what is being communicated to them is not being understood. A
creative interpretation of a song may just remain a humorous situation;
however, in an academic or professional context a mistinterpretation
such as this can have serious consequences for both the listener and the
speaker.

The importance and value of oral communication cannot be underes-
timated in today’s university-level classroom. As language instructors,
we witness the majority of our students rating practice of speaking skills
in class as very high. This is not only so because our students are social
beings and value communicating with one another. In the academic and
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professional world, the importance of oral communication is greater
than ever (Joughin, 2010, p. 1). In an increasingly global working world,
effective oral communication skills are key to later career success. The
communicative training grounds for young professionals are located in
large part in schools and at universities. These institutions have the re-
sponsibility and opportunity to guide learners to become independent,
articulate critical thinkers and speakers (Joughin, 2010, p. 1).

This paper first explores the tradition of oral communication in Euro-
pean education. It then moves on to a more detailed discussion of theo-
ries behind oral communication in a CLIL setting and aims to answer
the question: If oral communication is so important in the professional
world and is so embedded in European academic tradition, why is the
written text still deemed by many to be “the” instrument for measuring
the depth of student knowledge? The discussion explores the issue of
implicit training in oral communication and pleads for more explicit
treatment of content-specific oral communication training in the future.
We report on the development of a content-specific language course for
mathematics at a technical university in Germany. Content-specific lan-
guage courses led by a team of language instructors and content-expert
tutors can significantly increase the authenticity and meaningfulness of
CLIL instruction for students. We share results of student evaluation
reports, as well as reflections from teachers and tutors.

1 Oral communication and assessment in higher education in
Europe

European education can be described by its “multilayered structure”
(Segal & Vasilache, 2012, p. 514) and attributes influences from Greek,
Roman as well as the influence of educational factors from the Orient/
Far East, in particular Chinese, Jewish and Islamic traditions. The no-
tion of apprenticeship, in which students learn from a master and engage
in a “teaching-learning” dialogue (p. 515), is in large part based upon
the Socratic Method. According to Segal, this is one of the main charac-
teristics of the Greek and Roman educational tradition that has shaped
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modern European education systems (p. 515). Cordasco describes the
Socratic Method as “a process of obtaining a concept or definition in-
ductively by conversation on moral and philosophic problems” (1963, p.
7). A further important contribution of Socrates to education includes
the idea that .. .knowledge is obtained objectively by conversation, and
subjectively by the reflection and classification of one’s experiences” (p.
7).

Aristotle’s approach to education saw “Oral communication as a way
of organizing knowledge” (Donskikh 2019, p. 5). The peripatetic ap-
proach to teaching required students to recall what was being said while
in motion (walking). Learning and understanding required students to
systematically remember what had been said. For most of us this type of
learning is practically unimaginable in a society where “it is possible to
find the right link, the right text in the book, or, even more effectively,
at any time to turn to the help of a smartphone” (p. 7).

The oral transmission of knowledge also has its place in Islamic educa-
tion traditions as students attended madrasas (kuttab) and surrounded
their master as he relayed his knowledge orally (Segal & Vasilache,
2012, pp. 516-517). Education systems in the Middle East enouraged
student-centered learning in a way that was “confluent, not compet-
itive” — where learning took place in the form of dialogue, between
teacher and student or amongst students (p 517).

The legacy of these classical education systems is clearly apparent in
assessment of student progress in the European higher educational sys-
tem. Oral exams are institutionalized in most secondary educational
settings and are often a prerequisite for advancement to a tertiary level
of academic qualificaton. For instance, in Germany, in order to be ad-
mitted to university, all students must undergo written and oral exams
as part of the high school exit exam (Abitur). International students
whose first language is not German must achieve a certain language
level in order to gain admission (level B2/CIl-European Framework of
Reference for Languages) to university. Oral proficiency is tested ex-
plicitly. This is not the case in other countries such as the United States,
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where there is no unilateral oral proficiency requirement for students to
be admitted to university from high school.

Most university academic programs in Germany have institutionalized
oral examinations. This was the case in the former three-tiered system
in Germany, which was comprised of state examinations, Diplom and
Magister, and has remained so even after the Bologna reform in 1999.
Oral exams also serve as a part of the Bachelor’s or Master’s thesis, not
to mention defense of the doctoral and post-doctoral theses (Habilita-
tion) (Kehm, 2001, p. 25).

2 What conviction lies behind the oral tradition in European edu-
cation?

The oral tradition is so ingrained in European education that it may at
first be difficult to flesh out the reasons behind its prevalence because it
already ascribes to the norm. As Llano states: “In many other countries
the oral exam isn’t just normal, it’s expected” (2021). Although the
classical forefathers preferred oral communication and shared a “love-
hate relationship with writing, fearing its erosion of people’s ability to
remember” (Heinrichs, 1995, p. 39), rhetorical tradition has also had to
long vie for its stance in the academic world. Heinrichs laments the fall
of the original value of the rhetorical tradition to the proclamatory role
of religion and “modern science” (39); Descartes‘ rejection of probabili-
ty and the repudiation of “contingent truths” transformed rhetoric from
“oral persuasion” and ‘“consensus building” into “the proliferation of
jargon” and “an art of showing oft” (pp. 39-40). Seen in this light, we
begin to understand how the written form became the accepted “choice”
of performance measurement for many in the academic world (40).

A fair discussion of the philosophical underpinnings of rhetoric clearly
goes beyond the scope of this paper; however, understanding the main
cultural/linguistic influences of the past may help us better understand
the dichotomies concerning oral communication present today in high-
er education: i.e. an established tradition of oral assessment in Euro-
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pean institutions of higher education but a lack of explicit training for
students to improve their academic oral communication skills. We live
in a world in which effective oral communication is more important
than ever due to increasing globalization, including the risk that oral
communication may someday become secondary to written communi-
cation via social media. As Donskikh explains: “...the primacy of oral
communication is its dialogic nature, which is radically different from
our primarily monologic reality. Involvement in the subject was being
organized through dialogue, not through abstract acquaintance with it,
especially with the usage of written text” (8).

It is surprising then, that a broader, more explicit treatment of oral com-
munication does not exist in university-level academic settings. This
situation is not only apparent in European education, as Heinrichs de-
scribes the academic program at Harvard University, where “In the
midst of an increasingly oracular society, the College requires that its
students study expository writing (and has done so since 1872), but
doesn’t offer a single course in which oratorical theory and practice are
taught together. As the ancients understood, the two are inseparable”

(p. 42).

Like Heinrichs, other voices have been calling for a more balanced
treatment of oral and writtten discourse in higher education. Here,
both written and oral assessment of students’ knowledge of a topic is
“wholistic” (Llano, 2021) and a combination of both forms is seen as the
“best” for students (Paulsen, 1966, p. 427; see also Kehm, 2001, p. 27).
Joughin pleads for a “balanced diet” in terms of assessment methods
(Joughin, 2010, p. 1).

Indeed, oral assessment clearly has strengths in its own right. The dis-
cursive nature of oral assessments is seen as the best way to evaluate
students’ critical thinking about an issue (Kehm, 2001, p. 28); oral ex-
ams confront students with challenging questions that test the depth and
scope of their knowledge, a situation they may likely be confronted with
as professionals (Ehrlich, 2007, p. 375). Applauded is the “probing” na-
ture of questions asked in oral exams (Theobold, 2021, p. 1; Ehrlich,
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2007, p. 375; Dicks et al., 2012, p. 1506). Oral exams simulate real-world
situations and are deemed as more authentic (Theobold, 2021, p. 1). In
addition, they can encourage meaningful discussions between students
and faculty members (Dicks et al., 2012, p. 1506). Oral examinations
are unique in that they enable instructors to evaluate several skills, such
as critical thinking, presentation skills and “gauge” these in “real time”
(p- 1509).

Nontheless there are still non-philosophical reasons for not using manda-
tory oral assessments, including factors such as lack of time, a perceived
lack of objectivity, as well as potential legal issues. Many professors see
oral examinations as too time-consuming (Buis, 2021). Especially with
larger classes, instructors complain that they do not have enough time
to administer so many oral examinations (Dicks et al., 2012, p. 1506).
Another potential disadvantage of the oral exam is the worry about lack
of impartiality on the part of the examiners. Here the proctor may not
be completely objective in his/her evaluation of student performance.
Depending on the political arena, oral examinations can even be seen
as “oppressive instruments of the state” (Kehm, 2001, p. 28). Lastly, in
some academic settings, legal concerns are an issue and may deter uni-
versity administration from wanting to administer oral examinations.
As an instructor from the United States explains, students may feel that
they are being treated unfairly and take legal action to contest a grade
they see as unfair (Llano, 2021; see also Joughin, 2010, p. 7). Referring
to the situation in the United States, Theobold states that the .. .’stan-
dard’ assessment diet in collegiate STEM courses consists of written,
timed exams” (Theobold, 2021, p. 1).

3 Conclusion to section on history of oral communication in Euro-
pean education

Despite the long tradition of oral communication in European educa-
tion and its fixed role in institutional assessment structures, questions
remain. While most students are assessed orally, there is little evidence
of explicit training in oral communication in the higher-level academic
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setting, that is, in the seminar, in the lecture, or in group discussions.
Students are often left to their own devices when it comes to systematic
preparation, not only for oral assessment situations but for everyday
content-based oral communication in a university context (Briggs et
al., 2012; Thomas et al., 2012). In particular, this pertains to Bachelor’s
students who have just completed their high school education and are
beginning their first university semester.

What lies behind the tacit assumption that students require no outward
preparation may relate in part to the stance that oral communication is
inferior to or less important than the production of written academic
texts. In fact, many professors value written texts alone as evidence of
student comprehension of subject matter. When asked about how to help
students who may encounter difficulty in speaking about their content
matter with colleagues and with professors, one professor‘s response
to the author was: “As long as they can write well that’s fine” (author’s
personal communication, April 29, 2021).

Feak gives us plausible practical (not philosophical or rhetorical) rea-
sons in the past for the predominant emphasis on written language in
higher education. For one, accessibility to written texts was much easier
(2014, p. 34). However, this situation has changed dramatically with the
widespread use of smart phones and hand held devices for the recording
and collecting of, as well as access to authentic texts (see also Hughes
et al., 2010). In addition, online learning platforms (e.g. Moodle) enable
learners to record texts with great ease. Yet another area is the massive
collection of authentic spoken texts in various corpora in various lan-
guages. As Hughes notes, spoken data can literally be collected any-
where these days (Hughes, 2010).

In many ways, students must acquire content-specific oral communica-
tion skills on their own, not only before they enter university but also
during their studies and leading up to their formative oral assessment
exams. This situation is even more intensified for international stu-
dents as they begin their university studies. On the one hand they must
demonstrate the required language level for university studies (ususally
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B2/C1 level, depending on the program of study) and arrive at univer-
sity confident that they have the language skills necessary to begin a
program of study in a language not their L1. However, to their dismay,
especially in the first few weeks, these students are confronted with a
high level of abstraction in lecture and seminar discussions, a situation
much different from the more formalized and structured discussions
and conversations they have encountered in their classes in high school.

4 Scientific discourse

“... the mastery of a specialized subject is in large part mastery of its
specialized ways of using language” (Lemke, 1990, p. 21). Oral dis-
course is central to a learner’s understanding of content-related mean-
ing and its application. According to Lemke, by “talking science”, we
are able to “do science”, because science 1s embedded in the interaction
amongst its members and is clearly a “social process” “where we talk to
ourselves and with others” and “create, communicate, and use knowl-
edge” (pp. 1x-xi1).

Key to scientific discourse is identifying and recognizing the content-re-
lated elements as they are received in the communicative exchange and
then knowing when and in which way to produce them meaningfully
with others. The goal here is to be able to decipher what is content-relat-
ed, a skill which must be learned (Lemke, 1990, p. 12). In other words,
students must learn how to “extract the science meaning” from the dia-
logue in the classroom (p. 12).

Perhaps the greatest error of equating oral proficiency directly to writ-
ten proficiency is the false notion that spoken text is merely an audible
version of written text. As Halliday tells us, “people do not actually
speak in sentences and paragraphs” (1989, p. 115).

Spoken language is spontaneous, not planned. It is simply false that spo-

ken language is merely comprised of turn-taking. Basturkmen argues
that meaning is co-constructed (interlocutors often speak at the same
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time). Communication “emerges” and is not (merely — author) “present-
ed” (Basturkmen, 2002, p. 234).

Two main types of content-related dialogue take place in the classroom
— teacher-student and peer-peer communication. Common to teach-
er-student interaction is the “triadic dialogue” (Lemke, 1990, p. 19), in
which the teacher initiates discourse, the student responds, after which
the teacher gives the student feedback on his/her response (Salloum &
BouJaounde, 2017, p. 7). If the rules for dialogic exchange remain too
pre-determined, it may negatively affect a student’s own explicit learn-
ing process. Central to meaningful scientific dialogue is the negotiation
of meaning through discourse. In teacher-student interaction, this can
take place in referential questions, where both interlocutors “genuinely”
seek new information (Lynch, 1992, p. 110). The potential results of
this type of dialogue sound promising for several reasons: student an-
swers are typically longer, students are more likely to show more active
participation in the dialogue as the questions are less one-sided than
display questions (p. 110). “It [oral communication] forces students to
highlight main points, to keep the thread of the narrative, turning a
monologue of the teacher into a dialogue between teacher and student”
(Donskikh, 2019, p. 11). According to Lynch, referential questions can
play an important role in the negotiation of meaning. Teachers should
be encouraged to incorporate this type of question in classroom instruc-
tion, because it can “create opportunities for interaction that allow freer
language use” (1992, p. 110). Spoken interaction on a learner to learner
basis is more likely to lead to negotiation of meaning than teacher to
learner interaction (see Doughty & Pica, 1986).

Important side-benefits of negotiation talks are that students can gain
cognitively from these experiences — cognitive experiences help stu-
dents to learn better. Students also profit on an affective level from the
social interaction with their peers (Lynch, 1992, p.113).

Lemke also mentions the use of metadiscourse (1990, p. 118) and ex-

plains that this strategy or type of discourse can be used for decoding
purposes. However, this could also relate to what Lemke refers to as
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reasoning (global strategy) (p. 121) and moreover “what makes rea-
soning logical is that it follows certain rhetorical and genre structure
patterns” (p. 122).

Lemke makes a plea for changes in science education and notes that
paying greater attention to language skills is key to student success.
In his opinion, students need to practice different communicative situ-
ations (dialogue and monologue) and have more time and for a longer
period of time (at length) to practice “speaking” (1990, p. 169).

5 CLIL, semantic relationships and didactic progression

In addition to ample time to speak science in the classroom, teachers
need to provide students with the time to learn and to be using key
content-related semantic items that students need to negotiate meaning.

“...making sense means identifying the semantic relationships
between the words and phrases used, that is, hearing them in the
context of a thematic pattern”

(Lemke, 1990, p. 92)

“Talking science, in the fullest sense, always combines a the-
matic pattern of semantic relationships with a structural pattern
for organizing how we will express (i.e. construct) them”

(Lemke, 1990, p. 123)

Once in possession of these semantic items, students would first begin
to use simple sentences and then progress to the use of complex sen-
tences — where they will be able to combine several semantic relations
in one sentence (Lemke, 169). Lemke goes on to suggest a particular
didactic order for the practice of content-related oral communication
(p. 169). First, science terms should be combined in longer grammatical
sentences. Students should describe, compare or discuss real objects or
events using the science terms in a flexible manner appropriate to the
situation. Then, these terms can be further used to write sentences and
paragraphs that have been derived directly from the oral discussion.
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Lemke sees oral communication as the basis and not just as an alterna-
tive to the goal of writing proficiency.

Teachers model scientific language and explain how to combine terms
in sentences (see also Khisty & Chval, 2002). Content-specific idioms
and phrases, as well as particular grammatical constructions are ex-
plained. Semantic relations of terms and various ways of expressing the
same relationship in different words are discussed and practiced.

Language instructors need to explicitly identify when two expressions
with the same meaning might be used appropriately in constrasting
registers, i.e. formal vs. informal/colloquial and/or spoken vs. writtten.
According to Lemke, “Students should regularly have oral and occa-
sionally written practice in class in restating scientific expressions in
their own colloquial words and also in translating colloquial arguments
into formal scientific language” (1990, p. 173). Buhlmann and Fearns
suggest a similar lexical progression, beginning at the word level, then
proceeding to sentence level and finally engaging on a textual/discourse
level (2019, p. 303).

6 Enter Mathematics

The apparent dichotomy in the situation described above has its roots in
content. Despite a high general language proficiency, new students are
often not able to fully participate in the content-related discourse be-
cause “What is being said may not fit any thematic pattern they are used
to” (Lemke, 1990, p. 27). In other words, students may have received
general adequate language training but were not given enough language
training in content areas such as mathematics.

Learning to talk science differs from learning how to speak in a foreign
language (Lemke, p. 160). While in foreign language learning the topics
are familiar and the grammar may be new, the language of mathemat-
ics is the opposite case, that is, the grammar may be familiar while the
themes are new (p. 160).
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Mathematics is the common denominator for countless academic and
professional fields, yet its importance and its relevance are often un-
derestimated (Kerstan, 2021) as students arrive in their first semester
often unprepared for the math content, and corresponding language,
that awaits them. According to a recent study, professors in Germany
perceive today’s students as not fit enough “zu dumm?” to study at uni-
versity (reported in Kerstan, 2021). The reason for this may in part be
attributed to a lack of transparency between schools and universities
(Kerstan, 2021).

Kisty and Chval pose the question: “Where does the social language of
mathematics come from? Since it is a specialized discourse that would
not readily be heard in most social contexts, we can assume that it is
not acquired in the same way as everyday language” (2002, p. 156).
Although it is “applied” worldwide, contrary to popular belief, mathe-
matics is not a universal language and does not just differ slightly from
general academic or scientific language. The language of mathematics
comprises more than just “minimal linguistic challenges” (Fernandes,
2012, p. 10), where “good teaching” alone may suffice (p. 10). Aspects
such as register, lexical level, semiotic traps, as well as grammar is-
sues, pose challenges to students as they learn the specific academic
language of mathematics (pp. 10-11).

Implicit oral communication in mathematics takes place for students
in various communicative situations in the university setting. This in-
cludes lectures, where they may answer questions posed by the pro-
fessor, or in semi-formal conversations or tutorials which accompany
the lectures. Tutorials are led by upper-undergraduate and graduate stu-
dents, meet on a weekly basis and give students oral and written (“chalk
talk”) feedback on their homework (see Artemeva & Fox, 2011). During
the tutorial, students also meet in small working groups (2-4 persons)
where they discuss how to (best) prove mathematical problems (based
on themes from most recent lecture). The tutor provides students with
referential instead of direct answers to questions pertaining to home-
work problems. In this way students have an idea in which direction
they could further (or better) prove the mathematical problem; however,
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they have to perform the mathematical “legwork” themselves. Other sit-
uations in which students would “speak’ mathematics include informal
study groups, similar to discussions that take place in working groups
in the tutorial (and may be the same participants). Lastly, students may
attend a professor’s or tutor’s office hours and engage in a one-on-one
dialogue.

What value does this oral communication have for these students in their
studies? Or rather, what could a lack of content-related oral communica-
tion skills mean for students? A number of aspects must be considered.
Firstly, when students do not engage in a dialogue with fellow students,
they socially isolate themselves. Secondly, students isolate themselves
in their own content knowledge — a lack of peer exchange could prevent
them from reaching new levels of conceptual understanding. Lastly,
little or no practice of semi-formal oral communication necessary for
exit examinations could directly affect success in earning a university
degree.

With these communicative goals in mind, a more meaningful and au-
thentic content-related discourse requires an explicit approach towards
the extraction of thematic patterns directly related to the particular con-
tent (Lemke, 1990, p. 22). This can take place in the content-specific
language classroom. Concretely, this means that whether “students be-
come proficient in mathematics depends on understanding the process-
es of interacton and the characteristics of talk in this classroom” (Kisty
& Chval, p. 154).

The lexical aspect of communication and the emphasis on the impor-
tance of creating a learning environment means seeding the teaching
environment with “rich words” (Kisty & Chval, p. 155). Furthermore,
these ‘rich’ elements need to be given their own meaning and context in
order to be internalized by the learner (Kisty & Chval, p. 155).
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7 Motivation behind the course

One-fifth of the student body at the Technical University of Darmstadt
is comprised of international students, that is, students whose home
country is not Germany and whose first language (LI) is not German.
With the exception of the Department of History and Humanities, all
degree programs at TU Darmstadt require courses in mathematics as
a core element in the curriculum. Concretely, this means that 90% of
all students need to understand and communicate “mathematically’;
nevertheless, the actual broader relevance of mathematics for academic
and professional purposes is in large part underestimated, especially in
non-MINT-related fields (Kerstan, 2021).

While mathematics is on the one hand a common communicative de-
nominator for most students at a technical university, it is also a source
of frustration and one major reason for international students to drop
out of university. Students are required to have at least an advanced
intermediate language proficiency level (B2/C1 European Language
Reference) in order to be admitted to a course of study; however, this
proficiency level as well as the tests designed to assess this level do not
measure a student’s ability to perform in a content-specific communica-
tion situations. Such situations could include listening comprehension
and effective note-taking of a lecture on thermodynamics, or a discus-
sion with peers on how to prove certain mathematical statements, for
example.

8 Learners

With this in mind, a content-based language course in mathematics was
developed for international Bachelor’s students starting their degree at
a technical university in Germany. The learner group was heteroge-
neous, with students coming from all areas of the world. The major
areas represented included: Syria, Tunesia, South Korea, Iraq, China,
Turkey, and India. These students were pursuing a first degree either in
natural sciences or engineering and were required to take introductory
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math classes in the first 1-2 semesters of their studies. Mathematics is
the language they use to discuss pragmatic engineering solutions. Math
is the lens through which they can precisely describe the nature, the
complexity and the viability of the engineering problems they would be
confronted with. With this in mind, structuring a language for special
purposes course around the language of mathematics was sure to reach
a diverse group of students.

In the initial two years (2017 & 2018), one language course was of-
fered. Between 2018 and 2019 the number of participants doubled, and
this number doubled again so that in 2019 two German CLIL language
courses were established to meet the growing number of interested stu-
dents. In 2020 the number of enrollments remained stable so that two
courses were again offered to a total of 46 students.

9 Course structure

The two-week intensive German language course included 36 teaching
hours and took place in the month of September (pre-semester), so that
students had time to acclimate themselves in their new homes as well
as new learning environments before the semester began in early Oc-
tober. After attending the language course, most students would go on
to take part in an elective (non-mandatory) mathematics course in the
latter part of September. In this way, the content-based language course
in mathematics was designed to prepare students not only for a smooth
transition to the beginning of the semester, but also to give them imme-
diate practise in the pre-semester math course.!

The primary goal of the language course is to improve students‘ con-
tent-related oral proficiency in communicating mathematics in a mono-
logic and dialogic sense. The courses were planned and led by language
instructors, one of whom has ten years of experience in language for
special purposes (German for Engineers and English for Engineers), the

1 The German language course is part of the PreCIS study preparatory program and includes further
elements such as: study skills training, campus orientation, as well as workshop and buddy programs
offered during the semester.
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other who has seven years in German and English language teaching as
well as 28 years of experience in the translation of technical texts.

The course structure has changed or rather evolved over time, based in
large part on the feedback received from student evaluations. After its
second year in session (2018), students expressed a clear wish for even
more content-based feedback during instruction.

In order to implement these changes within the language course, two
significant steps were taken. Firstly, the author established direct com-
munication with the university’s department of mathematics. Questions
for an interview were prepared and the author met with a mathematics
professor who also had taught introductory mathematics courses (first
semester mathematics) for many years. He kindly shared in detail his
lecture notes and homework assignments from the past. In addition,
based on the interview questions, he was able to describe the communi-
cative settings where mathematics was being “spoken”, namely during
the lecture, tutorial sessions, office hours or in student study groups.
This detailed account helped the author better understand how math-
ematical language was represented/used by the various participants in
the various academic settings.

Separate meetings with Ph.D. students in the mathematics department
(who were also in part involved in teaching the introductory mathemat-
ics lectures or who had served as tutors in mandatory tutorial sessions
corresponding with the mathematics lecture) also provided invaluable
input for changes in our language course structure. The author wanted
to know which mathematical symbols were most important for first-se-
mester students attending the Mathematics 1 lecture. Prior to the meet-
ings, the author had compiled a list of potential mathematical symbols
based on readings and prior research. The colleagues in the math de-
partment were able to confirm the importance of most of these terms,
as well as remove and add a few terms. In all, almost 60 symbols com-
prised this list (see Appendix 1). The way in which these terms were
put into practice during language instruction will be explained at a later
point in this paper.
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Further discussions concerning this list of symbols centered around con-
crete differences in register between various communicative situations
students would encounter. The author learned that for most symbols
there exist varying degrees of (in)formality. For example, the formal use
of a mathematical symbol may be used by a professor formally in a lec-
ture, however, the monologue in which these symbols appear could very
well contain informal ways of expressing mathematical expressions.

Another factor that became apparent in these discussions was the pres-
ence of ideolects in the verbalization of mathematical symbols and
mathematical phrases. That is, that there are various ways learners can
“speak” mathematics. For this reason, the author, as well as most lan-
guage instructors, would not be able to accurately say whether a math-
ematical variation was correctly expressed or not.

In the next step, the language instructors requested that the colleagues
in the mathematics department compile a list of 20 mathematical state-
ments (see Appendix 2) in which most of the 60 symbols from the list
were represented. The audio recordings of these mathematical state-
ments also reflected ideolects, so that for each sentence there were two
to three “correct” variations. In addition, the language instructor made
sure that male and female voices were equally represented in the re-
cordings.

10 Implementation of highly specific content-based material in the
language classroom

With the help of valuable lexical content input from the mathematics
department, the language course acquired a much stronger emphasis on
lexis. These lexical units (60 symbols and 20 mathematical statements)
were first and foremost developed for oral communication tasks to be
practiced in the language classroom. The lexical progression within the
two-week intensive course took place in three phases: word level, sen-
tence level and finally, textual level.
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At the beginning of the course students were made aware of the com-
municative dichotomy they find themselves in. That is, on the one hand
they were clearly able to read (to themselves) and understand most of
the individual mathematical symbols they are presented with at the
beginning of the course. On the other hand, when asked to read the
symbols outloud or rather read a combination of symbols in the form
of a mathematical sentence, they quickly recognized the presence of
a language barrier, namely the inability to verbalize this information
themselves or to others. As these students are quite proud of achieving a
language level high enough to attend university, they were initially sur-
prised at this obvious hurdle. For language instructors this hurdle is not
a curse but actually a blessing, because it serves as a primary motivator
for students throughout the course, as they know that they will soon
be needing this knowledge to participate in mathematical discussions
with peers as well as with professors. The realization here for students
is twofold: firstly, they recognized that they have received little or insuf-
ficient explicit content-based training in mathematics prior to entering
university; secondly, students realized that despite their high level of
language competency, without oral competency, “speaking” mathemat-
ics quickly becomes a challenge.

With the aid of sentences containing most of the 60 symbols provided
by the mathematics department, students were then able to combine
and reproduce their lexical knowledge in bigger chunks. On a sentence
level and beyond, the language of mathematics allows for individual
variation or idiolects. One could say that each student “speaks” mathe-
matics differently. It would be fair to say that clear knowledge of such
variations, as well as when and why certain variations are permissible
transcend the scope and training of most language instructors. With
the introduction of content-related student tutors to the language class-
room, such questions could be answered meaningfully for students. In
turn, language instructors were able to focus more on language issues
while knowing that content-related questions were being adressed in a
structured and meaningful way by the tutors.
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11 Content-based tutors and their role(s) in the CLIL setting

The second major change to the language course was the implementa-
tion of content-based math tutors in September 2019. These tutors were
sought out and hired by the TU Centre for Teacher Education (Zentrum
fiir Lehrerbildung). Tutors already had several semesters of university
experience, and most tutors had already had some light teaching experi-
ence (tutoring, internship at a school). The tutoring position is intended
primarily for future schoolteachers and is one of several practice-based
options students can choose from in the mandatory second phase of
practical experience in their course of study. Prior to their work as tu-
tors in the language course, these students take part in an intercultural
seminar where they are made aware of and reflect on potential language
and intercultural issues they may be confronted with as a tutor. These
issues are ones which these students deal with later on as full-fledged
teachers in their own classrooms, namely, intercultural communication
and the difference between general language and language for specific
purposes.

The tutors’ depth of content-based mathematical knowledge as well as
their experience using that knowledge in their studies were an asset
to course development. Based on their academic background, the tu-

tors engaged with students differently. Students benefitted from various
forms of feedback.

In general, just as students may gain from the authentic content-related
feedback from tutors, tutors also learn more about how language can
help or hinder content-related learning. It is important that pre-service
teachers are made aware of the influence of language on content-relat-
ed teaching, especially in a heterogeneous setting where students may
have a different L1 than the language being spoken in the classroom.
More importantly, it is important that pre-service teachers recognize
that compentency in everyday language does not suffice or automati-
cally mean that students have the same level of proficiency in academic
language, in this case the language of mathematics (Fernandes, 2012, p.
18). As Eggins states: “Knowledge of the basics of systemic functional
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linguistics is also essential in understanding the linguistic complexity
in the formulation of problems and how this may impact ELL students*
communication of their mathematical thinking” (2004, p. 19).

The first year with tutors in the language classroom included one teach-
er in training (subject areas: biology, ethics and chemistry) and one
Master’s student in mechanical engineering. The year thereafter both
tutors were pre-service mathematics teachers. Each tutor brought valu-
able knowledge and experience to the classroom. Some were further
along in their studies than others; some had more prior teaching expe-
rience than others. The engineer approached mathematics from a more
practical view as this was the type of math he used in his studies. The
pre-service teachers had more knowledge of pedagogical aspects such
as lesson planning and strategies for giving meaningful feedback on
assignments. The pre-service teachers were also interested in playing
an active role in developing assessment tools planned for the final exam
in the course.

Tutors were actively involved in course planning prior to the course
beginning. They were responsible for preparing various content-related
tasks for language instruction, including additional audio recordings
of mathematical phrases from the math department. They performed
audio recordings of materials that were only available in written text
form. Each recording was different, based on each tutor’s individual
mathematical ideolect. Tutors also made an important contribution to-
ward finding a variety of authentic examples for exercises involving text
level language.

During language instruction, tutors answered questions about varia-
tions in the names of the particular symbols (word level). They were
also able to illustrate examples of register, that is, that a more formal
level of reference to symbols takes place in written texts and in lec-
tures; but that during tutorials the tutor’s language, as well as discus-
sions amongst peers, could be informal. The author also gathered this
impression firsthand after observing several sessions of a math tutorial
and the interactions between the tutor and students, as well as amongst
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the students themselves.

Course tasks on the third, namely text, level reached a much higher de-
gree of content-related specificity and authenticity based on the knowl-
edge and situative experience of the tutors. Here tutors played a central
role in designing and implementing the teaching units that took place
on the text level.

The interplay between language instructor and tutor is a highly useful
one for several reasons. Firstly, the tutors bring a high level of con-
tent-related knowledge of mathematics to the language classroom. The
selection of materials, especially those on a textual level, enabled lan-
guage instructors to provide a greater level of content specificity in
language-related tasks, which students were able to learn from in the
classroom and beyond. Tutors can estimate the relevancy of the materi-
als based on the prior experience they have already had in such mathe-
matics courses. The language teacher can use the materials created by
tutors to develop language-based materials for the classroom. Language
teachers can develop activities based more on the language of mathe-
matics itself and less on the mathematical content.

In turn, in the planning phase tutors are exposed to the approach of
the language instructor. Tutors learn about the typical characteristics of
mathematics as a language, i.e. this language needs to be learned ex-
plicitly and that it differs from a general knowledge and standard use of
German. Next to English, German is the second most commonly used
CLIL language (Feak, 2014, p. 40).

Language instructors and student tutors benefit from one another in this
setting, in part because both are justified in their language use in their
own right and area of expertise. While on the one hand “...content or
discipline specialists have limited knowledge of how second languages
are learned, [language teachers] have the limited ability to anticipate or
replicate how teaching is accomplished in the various disciplines” (Gor-
such, 2006, p. 91). To illustrate this, we can refer to Table 1, and see how
the roles of language teachers and tutors complement one another in a
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CLIL setting as students learn how to prove a complex mathematical
problem (text level).

When introduced to a new text, language learners should be able to read
the text out loud so that it is audibly understandable (intonation, pronun-
ciation). Should the students not understand certain words in the text,
they should be able to use certain decoding strategies particular to the
language of mathematics (word form, compound nouns, false friends?)
to help them decipher meaning. While the language teacher will focus
on these goals for students, the tutor will be able to clarify content-re-
lated questions pertaining to unknown terms in the text. The tutor may
also offer potential variations in reading the text, especially related to
the reading of mathematical sentences.

Using the mathematical text provided by the tutor, the language teacher
can develop exercises related to the practice of specific mathematical
vocabulary terms as well as general structuring or orienting academic
words which may structure the mathematical text. Listening exercises
that ask students to complete the text and anticipate meaning will help
students train their ability to read, understand and speak about longer
mathematical texts with their peers. Parallell to this, the tutor would
model the proof of the mathematical problem on the chalkboard (or with
the use of digital tools in an online course). Here students are confront-
ed with a variety of useful and authentic aspects, as they will encounter
this same situation in the tutorial accompanying the Math I lecture. By
observing the tutor, students see how proofs are written. As the tutor
writes the individual steps of the proof on the blackboard i.e. screen
and explains these orally (use of metadiscourse), s/he assigns a name
to what is being done in each of these steps with the use of content-re-
lated performative verbs such as factorize, derive, etc. This process of
scaffolding provided by the tutor directly and more indirectly by the
language teacher (in the form of in-class exercises) helps students to
create their own written and oral mathematical texts.

As the tutor was scaffolding the oral text production on the board, the

2 Words that are orthographically identical but on a semantical level different.
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author was able to observe students* particular interest in the performa-
tive verbs. As the tutor was explaining, students were busy taking notes
on what was being said i.e. demonstrated. In a later exchange with the
author, the tutor mentioned that he hid his surprise that the students had
taken such detailed notes on a mathematical theme that should not have
been new to them. The author responded to the tutor that the students
were very interested in hearing the names assigned to the various steps
involved in explaining a mathematical proof.

After an intial reception of the text, all the students are given a similar,
but new text and are asked to prove the mathematical problem. The
mathematical problem poses no new mathematical content to the stu-
dents; however, the level is high enough to bridge experience in the lan-
guage course with later mathematics courses. As students work on their
own in pairs to solve the mathematical problem, many students could
be observed implementing the steps modelled by the tutor and in the
materials developed by the language teacher: reading the text outloud
to one another; marking unknown content words (especially compund
nouns) and defining these; marking signal words key to text compre-
hension; using newly-learned performative verbs to explain the various
steps involved in their proofs. Unlike the monologues heard in the mod-
elling phase, students now engage in a dialogue and negotiate with one
another how the proof should be solved. Students® oral presentations of
the results (combined with written text on the board) are met with feed-
back from the language instructor and tutor. The language instructor
focuses on correct use of syntax (word order), word forms, use of struc-
turing terms and pronunciation of mathematical symbols, whereas the
tutor will give feedback on the efficiency of the proof, that is, whether
a shorter explanation may be possible as well as possible variations on
how to read the mathematical sentences (ideolects). Because students
have all been given the same text, they are able to compare and contrast
their answers with one another.

In a further phase, student pairs are each given a separate mathematical

text that needs to be proved. The presentation of their proof serves as
the oral portion of the final exam for the course. After the presentation,
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TABLE 1: Proving mathematical texts — how language instructors and content-specific tutors complement one another in a CLIL

setting

Role(s) of language instructior

Role(s) of content-specific tutors

Type of Oral Communication

Reception of Text

Read text out loud

Practice intonation

Reading and decoding strategies
Identify LSP elements

- compound nougs
- structuring words

false friends

Focus on certain content-related items

Offer related examples

Discuss potential variations (ideolects) (while
reading out Ioud)

Monologue

Expert-novice dialogue (question and answer)

Analysis of Oral
Text Production

Listening texts to authentic recordings
of how math sentences are proved.

- Practice of lexical terms

Review of structure marking words

Write proof on board
,chalk talk” in mathematical context
Metadiscourse of steps

- Use of ,we” . . .
- How to’negotiation meaning

Performative verbs

Monologue

Expert-novice dialogue (question and answer)

Oral text pro-
duction via scaf-
folding

(same text for all)

(in pairs)

Feedback on:

- gentence stru<i(ture
tructure-marking words

Use of academic vocabulary

Feedback:
- Content-based

Confirmation of variations (ideolects)

Peer-to-peer dialogue

Tutor-peer dialogue

Free oral text pro-
duction

(pairs)

Feedback on:

Sentence structure
Structure-marking words
Use of academic vocabulary
Confirmation of variations in
academic vocabulary

Feedback:

- Content-based o .

- Confirmation of variations (ideolects)

- Suggestions for greater efficiency in
“speaking math

Peer-to-peer dialogue

Tutor-peer-dialogue
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the students who have presented receive written feedback from the lan-
guage teacher (focus: language issues such as pronunciation, syntax,
use of vocabulary, etc.) from the tutor (validity and efficiency of mathe-
matical content, as well as accuracy of spoken mathematical language)
and from peers (clarity, main strengths and weaknesses).

12 Student evaluation results

Student opinions of oral assessment and of oral communication as a
part of learning in general gives us a much clearer and more optimistic
picture of the learning process. In general students prefer language in-
struction that is: “interactive, real-life focused, open dialogue and feed-
back based teaching model” (Segal & Vasilache, 2012, p. 525).

Evaluation results (2020) indicate a high level of satisfaction among stu-
dents attending the content-related language course for mathematics.
After having attended the language course, they felt better prepared
for mathematics lectures and tutorials (Ubungen) in their studies; they
were highly satisfied with the team of language instructor and tutor
(Seibel & Yapakci, 2021, p. 2).

Individual comments which highlight student satisfaction with the
course include (pp. 3-4):

“Fiir mich war der Sprachkurs hilfreich, weil ich meine Kenntnisse in
der Fachsprache Mathematik erweitert habe.“ [The language course
was helpful because I increased my knowledge in the language of math-
ematics.]

“Deutschkurs fiir Mathematik - fiir die Uni niitzlich, die Begriffe in
Mathematik wiren zu einer grolen Hiirde geworden.” [German course
for mathematics — useful for the university, the mathematical terms

would have been a big hurdle otherwise.]

“Mir hat der Sprachkurs sehr gefallen, da ich viele neue Worter gelernt
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habe.” [I really liked the language course because I learned many new
words.]

“Lernen von mathematischen Begriffen” [Learning new mathematical
terms]

“Fachsprache Mathematik, weil ich vor dem Kurs keine Mathe
Wortschatz hatte.” [Language course in mathematics, because prior to
the course I had no mathematical vocabulary.]

“Die Fachsprache Mathematik...” [Specialized language of mathemat-
ics]

Students mention an increase in knowledge and use of the specialized
language of mathematics as being the most important benefits of the
language course.

The fact that students refer to the language of mathematics and its spe-
cizialized terms (lexic) in their comments shows that they have devel-
oped a clear awareness that a separate language of mathematics needs
to be learned, practiced and handled with care.

13 Response of tutors

The responses below highlight one tutor’s reflection on her previous
work in the content-related language course for mathematics. This stu-
dent is studying mathematics and philosophy and is in her fourth semes-
ter of her Bachelor’s degree. She has worked as a CLIL tutor for the past
three consecutive semesters.

Similar to the student evaluations, the tutor also views vocabulary as
critical for student progress.

“Vokabeln (sind) ein grofer Teil des Lernzuwachses und natiirlich
Grundlagen, um tiberhaupt tiber mathematische Gegenstdnde sprechen

89



INTERFACE

zu konnen. Gliicklicherweise gib es eine préazise Formelsprache in der
Mathematik.”

[Vocabulary is a major part of learning and, of course, the basis for be-
ing able to talk about mathematical subjects at all. Fortunately, there is
a precise formula language in mathematics.]

The tutor is able to reflect on how learning takes place in the classroom
and explained that mathematical terminology has to be learned by all
students, including native speakers.

“Die Benennung von Symbolen und die Hin- und Riickiibersetzung lo-
gischer Ausdriicke in deutsche Sitze ist ein wichtiger Teil des Erlernens
mathematischer Fachsprache, das gilt auch fiir Muttersprachler.”

[Naming symbols and translating logical expressions back and forth
into German sentences is an important part of learning mathematical
terminology, and this is true even for native speakers.]

In addition to the learning and practice of key mathematical terms, a
general command of presentation skills comprises rhetorical competen-
cy and not merely content-specific knowledge.

“Im Kurs iiben wir die Formulierung einer Aufgabe/Frage und die
Benennung von Rechenschritten. Der Vortrag erfordert aber vor allem,
die Gedanken klar und strukturiert zu vermitteln.”

[In the course we practice formulating a task/question and naming cal-
culation steps. However, the presentation requires above all the ability

to convey thoughts in a clear and structured way.]

She noticed how knowledge of word formation (morphology) can be
used strategically in speaking mathematically.

“Teile desselben Gebildes haben oft gemeinsame Wortbausteine, zum
Beispiel kommt in einer ,,Gleichung® das ,,Gleichheitszeichen vor,
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das als ,,ist gleich® vorgelesen wird oder bei einer ,,Division‘ teilt man
,,Divident* durch ,,Divisor.”

[Parts of the same entity often have common word components.]

Language can positively affect or inhibit students when learning new
mathematical content. The tutor observed the following in class:

“Wenn Kurteilnehmende versuchen, etwas zu erkldren, dessen Namen
sie nicht kennen, verwenden sie (vielleicht nur aus Versehen) Kompos-
ita, um uns mit wenigen Worten, aber trotzdem prizise, in die rich-
tige Richtung zu lenken. Wenn sie feststellen, dass ein vermeindlich
ausgedachtes Wort tatséchlich genau so oder so dhnlich bekannt ist und
genutzt wird, sind die meisten iiberrascht.”

[When course participants try to explain something they don’t know
the name of, they use composites (perhaps only by mistake) to steer us
in the right direction with few words, but nevertheless precisely. When
they discover that a supposedly made-up word is actually known and
used in exactly the same or similar way, most are surprised.]

The tutor also noted how she has incorporated the teaching methods she
observed the language instructor using in her own role as a tutor:

“Ein lockeres Gesprich mit den TN anzufangen und halb-person-
liche Fragen zu stellen. In einer Unterhaltung {iber den Umzug nach
Deutschland zum Beispiel, kommt man ganz beildufig an Themen wie
Entfernungen, Zeitverschiebung, Datumssprechweise und Wahrungen
vorbei. Und die Féhigkeit, Zahlen im Alltag zu benutzen, kann gar nicht
tiberschitzt werden. Deshalb gehe ich in meiner Methodik auch im-
mer mehr in die Richtung, ein kleines Ereignis als Ausgangspunkt fiir
ein moglicherweise weitldufiges Gespriach anzusehen. Denn in einem
Sprachkurs ist nichts wichtiger als zu sprechen.”

[What XXX does and what I have come to appreciate after some initial
confusion is to start a casual conversation with the participants and ask
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semi-personal questions. In a conversation about moving to Germany,
for example, you’ll casually encounter topics such as distances, time
difference, date pronunciation, and currencies. And the ability to use
numbers in everyday life cannot be overestimated. That’s why in my
methodology I’'m moving more and more in the direction of looking at a
small event as the starting point for a potentially wide-ranging conver-
sation. Because in a language course, nothing is more important than
talking.]

14 Response from one language instructor to the role of content-re-
lated tutors in CLIL setting

One of the key advantages of CLIL instruction is generally that ,,lan-
guage learning is no longer predominantly perceived as a boring and
tedious chore but as a communication tool that can be mastered and
honed to access knowledge in a field of high personal interest. Students
prefer learning situations that mirror real-life scenarios!”

Tutors enhance the course at several levels and serve as “student role
models”. They play a mediating role in the CLIL setting by filling “a
knowledge gap” and acting as “go-between communicators” (media-
tors) between language teachers and language learners.

“Tutors also communicate as subject experts with language-learning
students because a) they can answer subject-specific questions in great-
er depth, b) they can provide instant feedback on correctly used expert
language even if student answers differ from standard expectations, c)
they pave the way for higher flexibility in how students may respond
with regard to content, solution methods, expert vocabulary and phras-

2

ing.

Tutors are “living proof that success is possible” and can point out re-
sources on campus that helped them in their studies. They can offer stu-
dents first-hand feedback on how to communicate with different actors
at the university: professors, university teachers and fellow students.
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While language teachers provide the linguistic structuring and founda-
tion, it is the interaction with tutors that helps to put the newly learned
skills and information into perspective.

“Tutors in CLIL courses learn that a) being an expert is not enough to
communicate knowledge, facts and processes successfully, b) not being
able to communicate adequately and successfully isn’t a sign of not be-
ing an expert, ¢) methods used to communicate knowledge, facts and
processes may differ in various cultures, d) knowing the target group
and culture is essential for successful communication, €) accepting
variations in register, accent and style while treating communication
counterparts respectfully as equals facilitates communication and un-
derstanding.”

15 Conclusion

“The key to success in mathematics is being able to own the lan-
guage and concepts that make mathematical language different
from ordinary English”

(Jourdain & Sharma, 2016, p. 52)

The oral tradition in European higher education will continue as will
the need for graduates to communicate effectively, precisely, and criti-
cally in a global marketplace that continues to increase in importance. It
is clear that not simply assessing but training students in content-based
oral communcation situations needs to be treated more explicitly in the
future. From a societal perspective, it is important to keep the tradition
of discourse alive, especially in an age when we risk communicating
more through the medium of writing with the help of our devices and
via plattforms than actually with one another.

Our CLIL language course experiences have demonstrated that con-
tent-specific language courses are a viable solution for students as well
as for university administration. Providing students with adequate as
well as authentic content is a visible challenge for language instructors,
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as they are linguists and normally not specialists in the natural scienc-
es or mathematics. The integration of student CLIL tutors has proven
to be an enormous asset for all actors involved in the language class-
room: students receive authentic, peer-related feedback on how to speak
mathematics according to ideolect as well as register; tutors provide
language teachers with meaningful and authentic mathematical texts,
which can then serve as a basis for the development of course materials;
teachers benefit from the content-based interaction between students
and tutors and can focus their attention on linguistic issues and learning
strategies relevant to all languages for special purposes and in particu-
lar the language of mathematics; through their interaction with students
and with the language teacher, tutors can better understand that aca-
demic mathematical language must be learned, and that students need
time to practice these structures and own this language. Given the CLIL
experience, it is also expected that these tutors will be more likely to
make adjustments later in their own classrooms to meet the language
needs of their own students.

In the past the ultimate goal for language learners was to achieve the pro-
ficiency level of native speakers. This perspective has happily changed
both in the field of second-language /multilingual acquisition research
and in the language-learning classroom, as it has become abundantly
clear that even native speakers themselves do not necessarily have or
even need the ‘highest’ level of proficiency in their L1. Furthermore,
native-like proficiency does not just depend on factors such as “native-
ness”, it also develops based on a clear and reflected understanding of
the requirements of the specific communicative situation at hand.

International Bachelor’s students in their first semester demonstrate a
high level of German language proficiency (language tests); however,
this language proficiency is academically general in nature and does
not necessarily include skills in specific language purposes. In the same
sense, native speakers begin their studies with similar linguistic skills,
having little or no prior content-specific language preparation, even in
a subject like first semester mathematics. This is despite the fact that
almost all students in higher education will need these particular con-
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text and content-specific skills both during their studies and beyond.
Based on the real and on-going need for effective content-based oral
communication at a local, national and international level, the time
for implementing explicit CLIL training for students is now. Although
the examples in this paper have focused on the field of mathematics,
making use of content and language tutors in CLIL language courses
in other major subject areas, including chemistry, biology, or physics,
could pave the way for more skilled and better-prepared international
university students.
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https://books.google.de/books?id=AZRGCwAAQBAJ&pg=PA220&lpg=PA220&dq=Goethe+Niemand+h%C3%B6rt+als+was+er+wei%C3%9F,+niemand+vernimmt+als+was+er+empfinden,+imaginieren+und+denken+kann&source=bl&ots=OXxGPywtxj&sig=ACfU3U3gC9e3eA3wdyWjHsx7E1mhq9Mr5w&hl=de&sa=
https://books.google.de/books?id=AZRGCwAAQBAJ&pg=PA220&lpg=PA220&dq=Goethe+Niemand+h%C3%B6rt+als+was+er+wei%C3%9F,+niemand+vernimmt+als+was+er+empfinden,+imaginieren+und+denken+kann&source=bl&ots=OXxGPywtxj&sig=ACfU3U3gC9e3eA3wdyWjHsx7E1mhq9Mr5w&hl=de&sa=
https://books.google.de/books?id=AZRGCwAAQBAJ&pg=PA220&lpg=PA220&dq=Goethe+Niemand+h%C3%B6rt+als+was+er+wei%C3%9F,+niemand+vernimmt+als+was+er+empfinden,+imaginieren+und+denken+kann&source=bl&ots=OXxGPywtxj&sig=ACfU3U3gC9e3eA3wdyWjHsx7E1mhq9Mr5w&hl=de&sa=
https://library.oapen.org/bitstream/handle/20.500.12657/28000/1001997.pdf?sequence=1#page=265
https://library.oapen.org/bitstream/handle/20.500.12657/28000/1001997.pdf?sequence=1#page=265
https://library.oapen.org/bitstream/handle/20.500.12657/28000/1001997.pdf?sequence=1#page=265
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Appendix
1: Mathematical symbols identified as important i.e. useful for first-semester
bachelor’s students attending Mathematics I (lecture and tutorial)

Symbols Frequently Used in Mathematics I

+
- {}
+
k x % N
:/ c RN
m > A
e V
oo \
N ;
N+
{3 3
[ ] Xi
() = fix)
7z # fx,)
Q > M-=>N
R > X
C
<
<
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2: Mathematical sentences containing symbols frequently used in first se-
mester mathematics courses (Mathematics I)®

1. {3,1,5,4}U{2,5,6} = {1,2,3,4,5,6}
2. [1,41N(2,9) = (2,4]

w

. M={zeR|z>10}
. (AUB)\C#AuU(B\C)

W~

5. MiNMp=0=Voe M :z¢ M

6. MiCMAMy;CM=MNMyCM UMy CM
7. B<VI< ()

8. 243223

10. 522 —-3)—-T=28< 2 =2

11. ¢ = (-2)6+D s a=4Va=—4

12. Yy € R: (2 + 5y)(2 — 5y) = 4 — 25y
13. Vxe@HpGZEIqEN:ng

14. Ve>03dneN:en>1

15. VaeR: -1<a<l=a’><1

16. ne NVn>3=Va,bce N:a" +b" # "
17. z€e A zeNAVTEN

18. a,L:%:VneN:an_,_l =l

19. f:[0,1] = [0,30], > (z +2)? + 523
2. f:R>R, f(z) =

[received July 21, 2021
accepted October 22, 2021]

3 With many thanks to Aday Celik and Stefan Reiter (Mathematics Department at TU Darmstadt),
who compiled this list which was later used for instructional purposes.
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Vorlesungen besser verstehen - Einblick in den virtuellen
Sprachkurs zum Training des Hor-Sehverstehens der

Fachsprachen in MINT-Vorlesungen (MasterPlus PREP)

Hochschulen in Deutschland sind bestrebt, attraktive Lernstandorte fiir
internationale Studierende und Forschende zu werden und somit ihre
Sichtbarkeit in dem akademischen und wirtschaftlichen Wettbewerb zu
steigern. Laut des aktuellsten Bildungsberichts (2020, S. 12) liegt liber
alle Studierenden hinweg der Anteil internationaler Studierender bei
10,5 %. Internationale Studierende erwerben einen betriachtlichen Teil
der Masterabschliisse und Promotionen (jeweils etwa 18 %). Hier zeigt
sich die Internationalisierung der Hochschulen. Gemal3 ihrer Interna-
tionalisierungsstrategie ist auch die Technische Universitidt Darmstadt
(TU Darmstadt) bestrebt, die Zahl der Studierenden aus dem Ausland
zu erhohen und ihnen gute Bedingungen fiir das Studium und mégliche
berufliche Integration in Deutschland anzubieten. Diese Bestrebungen
haben unmittelbare Forderungen an den Deutsch als Fremdsprachenun-
terricht. Von ihm wird erwartet, Konzepte fiir eine sprachlich ange-
messene Forderung, durch die internationale Studierende auf die kom-
munikative Realitdt nicht nur im Alltag, sondern auch im Studium
vorbreitet werden, zu entwickeln und umzusetzen.

Der Beitrag stellt den virtuellen Sprachkurs zum Training des Hor-Seh-
verstehens der Fachsprachen in MINT-Vorlesungen (MasterPlus PREP)
dar. Dabei wird zunéchst die Einbettung des Sprachkurses MasterPlus
PREP im Gesamtprogramm ,,MasterPlus - Welcome - Preparation — Po-
tentials - Outreach* erldutert. Danach liegt der Fokus auf der Darlegung
der theoretischen Grundlagen, die seiner didaktisch-methodischen
Konzeption zugrunde liegen. Es wird aufgezeigt, welche typischen
Merkmale Vorlesungen als gesprochene Fachsprachentextsorte und als
Hor-Sehtext auszeichnen, um anschlieend die von den Studierenden
abhingigen kognitiven Seiten ihrer Rezeption zu diskutieren. Im letzten
Kapitel wird am Beispiel einer Lektion die praktische Umsetzung der
erarbeiteten Erkenntnisse veranschaulicht.
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1 Das MasterPlus - Programm

Die Internationalisierungsstrategie der TU Darmstadt sieht die gezielte
Gewinnung und Ausbildung geeigneter internationaler Masterstu-
dierender, die ihre Hochschulreife und ihr Grundstudium im Ausland
erworben haben, vor. Es handelt sich dabei in der Regel um &uferst
leistungsstarke und hochmotivierte Studierende, die mit der Erwar-
tung nach Deutschland und Darmstadt kommen, ihr gewohntes hohes
Leitungsniveau aus dem Bachelorstudium beizubehalten. Dieser An-
spruch konnen sie jedoch hédufig nicht umsetzen. Durch eingeschriank-
te Moglichkeiten der Vorbereitung im Heimatland fehlen ihnen oft
grundlegende Informationen zu den akademischen Anforderungen und
Rahmenbedingungen ihres Studienganges sowie zur Organisation des
Alltags am Studienstandort. Soziale Netzwerke, die den Studienstart
unterstiitzen konnten, sind nicht vorhanden und die fremde Sprache
erschwert einen erfolgreichen Studienstart. Alle diese Hiirden haben
zur Folge, dass im Vergleich zu BildungsinldnderIlnnen internationale
Masterstudierende die Universitdt im Schnitt hdufiger ohne Abschluss
verlassen oder wesentlich ldnger brauchen, um ihr Studium erfolg-
reich abzuschlieen. Ob das Studium zu einem erfolgreichen Abschluss
fiihrt, entscheidet sich dabei groftenteils im ersten und zweiten Fach-
studienjahr (Heublein & Schmelzer 2018, S. 19-20; Kercher, 2018, S. 2;
Morris-Lange, 2017, S. 4-5).

Bereits im vom Europdischen Sozialfonds (ESF) geforderten Pilot-
projekt ,,QuaSI - Success through Support* (Laufzeit: Januar 2016 bis
Juni 2019) ist es der TU Darmstadt gelungen, ein studienbegleitendes
MafBnahmenpaket zu entwickeln und zu erproben, das an vielen Stellen
Verbesserung fiir die Studiensituation internationaler Masterstudieren-
der an der TU Darmstadt bewirkte. Gemeinsam mit den MINT-Fach-
bereichen Maschinenbau, Elektro- und Informationstechnik sowie
Bau- und Umweltingenieurwissenschaften wurde beispielweise ein stu-
dentisches Mentoring-Konzept erstellt, das flexibel die jeweilige Fach-
kultur der einzelnen Disziplinen mitberticksichtigte. Ebenfalls wurden
zielgruppenspezifische, studienbegleitende Trainings in iiberfachlichen
Schliisselkompetenzen entwickelt. Allerdings wurden im Rahmen des
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QuaSI-Programms weitere Unterstiitzungsbedarfe deutlich:

Bedarf an Beratung und Orientierung vor Studienbeginn

Bedarf an gezielter sprachlicher Vorbereitung auf das Verstehen

von Vorlesungen

3. Bedarf an unterstiitzende MaBinahmen zur Férderung und Entwick-
lung personlicher Potenziale

4. Bedarf an strukturierte interkulturelle Integrationsangebote

N —

Fiir diese identifizierten Bedarfsfelder in der Betreuung internationaler
Masterstudierender werden zurzeit an der TU Darmstadt im Rahmen
des MasterPlus-Pilotprogramms geeignete MaBnahmen entwickelt und
erprobt. Das Pilotprogramm startete im Juli 2019 und wird bis zum
Juni 2022 im Rahmen der Programmschiene des Hessischen Ministe-
riums fiir Wissenschaft und Kunst (HMWK) ,,Offenen Hochschulen:
Potenziale nutzen, Ubergiinge vorbereiten geférdert und wird eben-
falls aus den Mitteln des Europdischen Sozialfonds (ESF) finanziert. Es
richtet sich an internationale Studierende, die fiir einen deutschsprachi-
gen oder englischsprachigen Masterstudiengang in den Fachbereichen
Maschinenbau, Materialwissenschaften, Elektrotechnik und Infor-
mationstechnik sowie Bau- und Umweltingenieurwissenschaften an
der TU Darmstadt zugelassen werden. Durch die Module MasterPlus
WELCOME und PREP wird ihnen eine friithzeitige Studienvorberei-
tung, durch MasterPlus POTENTIALS und OUTREACH eine umfas-
sende Studienbegleitung angeboten. Die Abbildung 1 zeigt die Abfolge
der vier MasterPlus-Module im Gesamtverlauf des Masterstudiums
beginnend vom Zeitpunkt der Bewerbung und Zulassung bis hin zum
Studienabschluss.

Die Gesamtkoordination des MasterPlus-Pilotprogramms obliegt dem
MasterPlus Biiro des Dezernats Internationales der Universitdt. Das
Fachgebiet fiir Mehrsprachigkeit und das Sprachenzentrum sowie die
Fachbereiche Maschinenbau, Elektrotechnik- und Informationstechnik
und Umwelt- und Bauingenieurwissenschaften unterstiitzen das Pro-
gramm mit ihrer Expertise.
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Bewerbung Masterstudium
und Zulassung Studienstart Abschluss
zZum
Masterstudium 1. Semester 2. Semester 3. Semester 4. Semester weiteres Semester
|
Studienverbereitung S\ Studienbegleitung I/é
4

MasterPlus WELCOME

MasterPlus
PREP

MasterPlus POTENTIALS

‘ MasterPlus OUTREACH

Abbildung 1. Uberblick {iber die Abfolge der vier MasterPlus-Module im
Gesamtverlauf des Masterstudiums.

Im Weiteren wird von einer detaillierten Darstellung der Master-
Plus-Module WELCOME, POTENTIALS und OUTREACH abge-
sehen® und stattdessen das Modul MasterPlus PREP, der virtuelle
Sprachkurs zum Training des Hor-Sehverstehens der Fachsprachen in
MINT-Vorlesungen, in den Blick genommen. Erfolgen wird dies nach
dem Exkurs tiber die Vorlesung als gesprochene Fachsprachentextsorte
und das Hor-Sehverstehen.

3 Details liber die MasterPlus-Module WELCOME, POTENTIALS und OUTREACH sind auf
der offiziellen Webseite des MasterPlus-Pilotprogramms zu lesen. Verfiigbar unter: https:/www.tu-
darmstadt.de/masterplus
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2 Vorlesungen

2.1 Vorlesung als die meistverbreitete Lehr-Lernform in den ingenieur-
wissenschaftlichen Masterstudiengiingen an der TU Darmstadt

Im Zuge der Konzipierung des virtuellen Sprachkurses MasterPlus
PREP wurde erhoben, in welcher Lehr-Lernform Wissen in den Master-
studiengéingen Bau- und Umweltingenieurwissenschaften, Maschinen-
bau und Elektrotechnik- und Informationstechnik vermittelt wird. Die
Auswertung der Modulhandbiicher ergab folgendes Bild (s. Abbildung
2).

® Bau- und Umweltingenieurwissenschaften (Modulhandbuch 2017)
Maschinenban (Modulhandbuch 2020)
B Elektrotechnik und Informationstechnik (Modulhandbuch 2020)

Abbildung 2. Uberblick iiber die Lehr-Lernformen in den ingenieurwissen-
schaftlichen Masterstudiengdngen Bau- und Umweltingenieurwis-
senschaften, Maschinenbau und Elektrotechnik- und Informations-
technik.
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Aus der Grafik ist zu entnehmen, dass in den genannten ingenieur-
wissenschaftlichen Masterstudiengéingen die Vorlesung eine sehr ver-
breitete Form der Wissensvermittlung ist. Im Fachbereich Bau- und
Ingenieurwissenschaften machen 30,25 % aller Lehrveranstaltungen
Vorlesungen aus, im Maschinenbau 27,94 % und im Elektrotechnik und
Informationstechnik 16,77 %. In sehr vielen Fillen werden Vorlesungen
mit Ubungen kombiniert. Im Fachbereich Bau- und Ingenieurwissen-
schaften betrifft dies 49,74 % aller Lehrveranstaltungen, im Maschinen-
bau 19,11 % und in Elektrotechnik und Informationstechnik 34,69 %.
Im Vergleich zu Vorlesungen bzw. zur Kombination von Vorlesungen
und Ubungen kommen andere Formen des Lehrens und Lernens deut-
lich seltener vor.

Diese Angaben machen deutlich, dass unter den akademischen
Lehr-Lernformen die Vorlesung die prominenteste Position einnimmt,
als solche stellt internationale Studierende aber auch vor gro3e Heraus-
forderungen.

2.2 Schwierigkeiten internationaler Studierender beim Verstehen von
Vorlesungen.

Bildungsauslidnderlnnen kédmpfen im Vergleich zu den Bildungsin-
lainderInnen im besonderen MaBle mit sprachlichen Anforderungen
alltags- und wissenschaftssprachlicher Art (Heublein & Richter, 2011;
Morris-Lange, 2017; Wisniewski, 2018; Wisniewski, Mohring, Len-
hard, & Seeger, 2020). In der Studie von Heublein und Richter (2011,
S. 48) zum Studienerfolg bzw. Studienabbruch von Bildungsinlédnder-
Innen und Bildungsausldnderlnnen gaben ein Viertel der Bildungs-
auslidnderlnnen an, Vorlesungen nur unzureichend oder teilweise zu
verstehen. Besonders stark betroffene Disziplinen sind die Ingenieur-
wissenschaften, Mathematik und Naturwissenschaften sowie Sozial-
und Wirtschaftswissenschaften (Wisniewski, 2018, S. 575).

Um zu erfahren, was internationalen Studierenden der Masterstudi-
engénge Bau- und Umweltingenieurwissenschaften, Maschinenbau und
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Elektrotechnik- und Informationstechnik das Verstehen von Vorlesun-
gen erschwert, wurde im April 2021 im Kreis der Teilnehmenden des
MasterPlus-Programms eine Befragung durchgefiihrt. Die Auswertung
der eingegangenen Antworten auf die Frage Was bereitet [hnen Schwie-
rigkeiten beim Verstehen von Vorlesungen in deutscher Sprache? ergab
ein heterogenes Bild iiber die Schwierigkeiten der internationalen Mas-
terstudierenden in ihrem ersten (digitalen) Semester.

Als besonders herausfordernd empfinden sie, wenn der/die DozentIn in
der Vorlesung zu leise, undeutlich oder zu schnell spricht:

S1:, Wenn die Stimme leise ist oder undeutlich oder zu schnell*
S2: ,,Tempo der Aussprache*
S3: ,,Einige Dozenten sprechen zu schnell*

Eine weitere Schwierigkeit stellt das unbekannte Vokabular, vor allem
das Fachvokabular, das man nicht kennt, dar:

S4: ,,Neue Vokabeln (Fachvokabeln)*
S5: ,,Fachliche Worter kenne ich sehr wenig*

Als schwierig wird aber auch das Verstehen von komplexen Sétzen
erachtet:
S6:,,Auf deutsch (sic!) ist es schwieriger komplexe Sétze zu verstehen™

Diese Befragung hatte nicht den Anspruch die Schwierigkeiten, die in-
ternationalen Masterstudierenden in Vorlesung begegnen, systematisch
und allumfassend zu erheben. Vielmehr ging es darum, die Teams,
welche die Zielgruppe betreuen und fiir diese einen Sprachkurs ent-
wickeln, fiir die potenziellen Schwierigkeiten internationaler Master-
studierender beim Verstehen von Vorlesungen zu sensibilisieren. Aber
auch wenn die Antworten Phdnomene benennen, die bereits in anderen
Studien identifiziert wurden (Schlabach, 2000; Wichmann, 2020), sind
sie fiir die Konzipierung und Entwicklung des Sprachkurses MasterPlus
PREP relevant. Sie weisen ndmlich darauf hin, dass die Schwierigkeit-
en beim Verstehen der Vorlesungen keinen fachlichen, sondern sprach-
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lichen Hintergrund haben und mit der Rezeption des gesprochenen
Textes zusammenhédngen. Daher wird im folgenden Kapitel der Blick
auf die Vorlesung als Textsorte gerichtet und ihre typischen Merkmale
beschrieben.

2.3 Besonderheiten der Vorlesung als gesprochene Fachsprachentextsorte

In der Sprachwissenschaft ist man bemiiht, die Vorlesung zu definieren.
Dabei behilft man sich haufig mit Begriffen wie ,,gesprochene Sprache*
(Griitz, 2002, S. 42), ,.Vermittlungssprache* (ebd.), ,,fachsprachliche
Textsorte* (ebd.), ,,gesprochener Text* (Buhlmann & Fearns, 2018, S.
124) oder ,,Hor-Seh-Text* (ebd.). Auffillig bei der Aufzdhlung dieser
Begriffe ist, dass jedem ein anderer Beschreibungsaspekt zugrunde
liegt und sie die Vorlesung aus jeweils unterschiedlichem Blickwinkel
beschreiben. So nimmt beispielweise der Begriftf "Vermittlungssprache’
Bezug auf die jeweilige Vermittlungssituation und beschreibt die Vor-
lesung in ihrer funktional-kommunikativen Auspragung. Die Begriffe
‘gesprochene Sprache’ oder "Hor-Seh-Text' implizieren wiederum die
Bezugnahme auf ihre mediale Realisierung.

In Anlehnung an Griitz (1995, 2002) wurde fiir die Konzipierung des
MasterPlus PREP-Kurses die Vorlesung als fachsprachliche Textsorte
begriffen. Textsorten sind nach Brinker, Colfen und Pappert (2018, S.
139):

,konventionell geltende Muster (H.i.0.) fiir komplexe sprach-
liche Handlungen und lassen sich als jeweils typische Verbin-
dungen von kontextuellen (situativen), kommunikativ-funk-
tionalen und strukturellen (grammatischen und thematischen)
Merkmalen beschreiben. Sie haben sich in der Sprachgemein-
schaft historisch entwickelt und gehdren zum Alltagswissen der
Sprachteilhaber; sie besitzen zwar eine normierende Wirkung,
erleichtern aber zugleich den kommunikativen Umgang, indem
sie den Kommunizierenden mehr oder weniger feste Orien-
tierung flir die Produktion und Rezeption von Texten geben®.
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Das Wissen iiber die konventionell geltenden Muster fiir die komplexe
sprachliche Handlung Vorlesung zu vermitteln, indem ihre funktio-
nal-kommunikativen und strukturellen Besonderheiten aufgeschliisselt
werden, und zu iiben, in der jeweiligen kommunikativen Situation von
diesem Wissen Gebrauch zu machen, sind die zentralen Ziele, die dem
MasterPlus PREP-Sprachkurs zugrunde liegen. Es werden zudem in-
terkulturelle und padagogische Lernziele verfolgt.

2.3.1 Funktional-kommunikative Besonderheiten.

In den Vorlesungen wird das Wissen eines Fachgebiets mithilfe der
Sprache vermittelt. Fiir die Bezeichnung der Sprachgestaltung der Vor-
lesungen wird der Begriff ,,Vermittlungssprache® (Griitz, 200, S. 42)
verwendet. Bedingt durch die Rahmenbedingungen der jeweiligen
Kommunikationssituation im Horsaal, die Rollenverhéaltnisse und Wis-
sensgefille zwischen dem/der Dozentln und den Studierenden sowie
die Medien, die zur Vermittlung des Wissens eingesetzt werden, weist
die Vermittlungssprache eine Vielzahl an Besonderheiten auf.

Einer ihrer zentralen Merkmale ist ihr monologischer Charakter. Die-
ser monologische Charakter ergibt sich aus der asymmetrischen Kom-
munikationssituation, die im Horsaal stattfindet (Griitz 2002, S. 42).
Verantwortlich ist dafiir zum einen die hohe Teilnehmerzahl. Neben
dem/der Dozentln sind ndmlich im Horsaal eine groBere Zahl der Stu-
dierenden anwesend (Griitz, 1995, S. 35). Eine anteilige Redebeteili-
gung ist in dieser Situation deutlich erschwert. Des Weiteren wird der
monologischere Charakter der Vorlesung durch die jeweilige Sitzord-
nung indiziert. Der Dozent und die Studierenden stehen bzw. sitzen ein-
ander gegeniiber, was meist einen Frontalunterricht, der eine gewisse
Normierung und Formalisierung der Kommunikation anhaftet (Meyer,
1985, S. 182-226), zur Folge hat. Hervorzuheben sind auch die Faktoren
"Vorwissen' und ‘Rollenzuteilung’. Beide ergeben eine monologische
Sprachverwendung, in welcher der Informations- und Wissensvor-
sprung des/der DozentIn und das Bemiihen, dieses Wissen zu vermit-
teln, zum Ausdruck kommen. So ist beispielweise in den Vorlesungen
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zu beobachten, dass die Auswahl des Themas und seine Entfaltung
durch den/die DozentIn bestimmt wird, genauso wie die Vergabe des
Rederechts. Fragen und Anmerkungen sind zwar erwiinscht, aber von
thm/ihr hdngt es ab, an welcher Stelle sie zugelassen werden (Grilitz,
1995, S. 35).

Aufler ihrem monologischen Charakter ist fiir die Vermittlungssprache
der Vorlesungen charakteristisch, dass ihr ein gewisser Grad der Vorbe-
reitung zugrunde liegt. Durch den/die Dozentln werden sowohl die
Themenfixierung und Themenbehandlung als auch ihre verbale Reali-
sierung (nicht selten auch in einer schriftlich fixierten Form) vorberei-
tet (Griitz, 1995, S. 36-37). Dieses Merkmal der Vermittlungssprache
lasst sich zum einen durch den bereits erwédhnten Wissensvorsprung
des/der Dozentln und seiner/ihrer Rolle als Verantwortlicher fiir die
Vermittlung des Wissens, zum anderen aber durch den Zeitpunkt und
die Dauer der Vorlesung als Kommunikationsereignis erkldren. Eine
Vorlesung ist ndmlich im Vergleich zu Alltagssituationen kein spon-
tanes Treffen, sondern findet an einem vorher festgelegten Tag und zu
einer festgelegten Uhrzeit statt und dauert meistens 90 Minuten. Durch
die Vorbereitung und die Tatsache, dass man auf die Fragen aus dem
Auditorium bedingt eingehen kann, soll sichergestellt werden, dass der/
die Dozentln die geplanten Inhalte beim jeweiligen Zeitlimit vermittelt.

Aufgrund der Héufigkeit der Kommunikationskontakte definiert sich
die Vorlesung als Fortsetzungsveranstaltung, wobei in jeder Sitzung
sowohl das Wissen aus der vorherigen Sitzung bzw. aus den vorheri-
gen Sitzungen vorausgesetzt, als auch auf die néchste Sitzung bzw. die
ndchsten Sitzungen Bezug genommen wird (Griitz, 1995, S. 37). Fiir die
Vermittlungssprache bedeutet dies, dass manche AuBerungen nur aus
den vorangegangenen Vorlesungen bzw. mit Blick auf die zukiinftigen
Vorlesungen verstiandlich werden (ebd.).

Erfordernisse der Prizision, Okonomie, Sachlichkeit, Logik und Klar-
heit sind Stilmerkmale, welche der Vermittlungssprache zugeschrieben
werden. Die Festlegung dieser Stilmerkmale scheint vor allem an die
geschriebene wissenschaftliche Fachsprache orientiert zu sein (Griitz,
2002, S. 42). In der Realitdt der Vorlesungssituation prigen aber
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vielmehr sprachliche Besonderheiten, wie Ellipsen, Redundanzen, Aus-
klammerungen und Nachtridge die Vermittlungssprache (Griitz, 1995,
S. 46). Aufgrund dieser Merkmale, die urspriinglich das System der
gesprochenen Alltags- bzw. Umgangssprache kennzeichnen, ist die An-
sicht, gesprochene Vermittlungssprache sei eine defektive Realisierung
der geschriebenen Sprache und somit fehlerhaft, relativ verbreitet (zur
Kritik dieser Ansicht s. Monteiro & Rosler 1993). Es gilt aber auch,
sie als eigenstdndiges Sprachsystem anzuerkennen und zu beschreiben
(Buhlmann & Fearns, 2020, S. 83, S. 124-132; Griitz, 1995, S. 45-46;
Monteiro & Rosler, 1993).

Im Hinblick auf ihre mediale Realisierung werden Vorlesungen iiber-
wiegend als miindlich realisiert beschrieben (Griitz, 2002, S. 42), wes-
halb sie auch als ,,gesprochene Sprache (ebd.) bzw. ,,gesprochene Texte*
(Buhlmann & Fearns, 2018, S. 124) gelten. Die Texte, die im Mund- und
Rachenraum produziert werden, werden liber Schallwellen tibertragen
und von Rezipienten durch deren Hororgane aufgenommen. Ein zen-
trales Merkmal der gesprochenen Sprache ist, dass sie den Bedingungen
der Zeit ausgesetzt ist. Im Vergleich zu einem schriftlich fixierten Text
kann sie nicht zur Seite gelegt und spater wieder aufgegriffen werden,
sondern sie ist fliichtig.* Etwas Ausgesprochenes ist nur solange présent
wie es ausgesprochen wird. Ist es gesagt, ist es in der Situation nicht
mehr priasent (Schade, Drumm, Henning & Hufeisen, 2020, S. 199) und
bleibt irreversibel (Marx, 2007, S. 141). Der Lautstrom ist kontinuierlich
und im Gegensatz zum geschriebenen Text, in dem sichtbare Leerzei-
chen dem Rezipienten helfen, Wortgrenzen zu erkennen, nicht geglie-
dert. Die Sequenzierung des Lautstroms muss durch den Rezipienten
geleistet werden. Als Hilfsmittel stehen ihm aber die vom Sprecher fes-
tgelegten Eigenschaften wie die Pausierung, Stimmhdhe, Lautstérke,
Wortbetonung oder Satzintonation zur Verfiigung (ebd., S. 141).

Gesprochene Sprache wird in den Vorlesungen aber auch mit Zeige-
gesten, Tafelzeichnungen, Bildern begleitet (Schade, Drumm, Henning
& Hufeisen, 2020, S. 200), wobei das Verbale und Visuelle eine Einheit

4 Indem Vorlesung+en aufgezeichnet und Studierenden z.B. {iber die Lernplattform Moodle zur
Verfiigung gestellt werden, wird das Problem der Fliichtigkeit der gesprochenen Sprache relativiert.
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bilden. In diesem Sinne ist die Vermittlungssprache ein Hor-Seh-Text
zu verstehen (Buhlman & Fearns, 2018, S. 124). In den naturwissen-
schaftlichen Vorlesungen kommt es zudem regelmifig vor, dass auch
Tafelanschriebe entstehen oder PowerPoint Pridsentationen mit ge-
schriebenen Texten eingesetzt werden. Demnach kann man die Vermitt-
lungssprache der Vorlesungen nicht nur als Hor-Seh-Text, sondern je
nach Art der Visualisierungshilfe auch als Hor-Seh-Lese-Text begreifen
(Ide & Mohring, 2019; Thaler, 2007).

2.3.2 Strukturelle Besonderheiten.

Kommunikativ-funktionale und situative Faktoren, durch das Erkennt-
nisinteresse und die Methoden des Faches bewirkte wissenschaftlicher
Diskurs (Buhlman/Feanrs, 2018, S. 102-103) oder das Thema (Brinker,
Colfen & Pappert, 2018, S. 144-146; Griitz, 1995, S. 64) sind Faktoren,
die eine fiir den jeweiligen Text bzw. die jeweilige Textsorte typische
Struktur erzeugen. Die Struktur der Vorlesungen offenbart sich in der
Héaufung bestimmter Textbauplidne und Sprachhandlungen, im Einsatz
von Gliederungssignalen genauso wie in der Auswahl von sprachlichen
und auBersprachlichen Mitteln (Buhlmann & Fearns, 2018, S. 102-115;
Griitz, 1995, S. 63-234; Monteiro, Rieger, Skiba & Steinmiiller, 1997,
Schlabach, 2000).

Unter Textbauplinen werden ,,die konventionalisierte Auswahl und
Anordnung von Informationen (Buhlmann & Fearns, 2018, S. 92)
im Text verstanden. ,,Vorlesungen [folgen] als Ganzes Textbaupldnen*
(ebd., S.103). Die Abbildung 3 zeigt ein Beispiel fiir den Textbauplan
einer Vorlesung aus dem Masterstudiengang Maschinenbau. Er basiert
auf die erste Vorlesung in Kraftfahrzeugtechnik, die im Wintersemes-
ter 2019/20 stattgefunden hat.
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Erste Sitzung der Vorlesung , Kraftfahrzeugtechnik*
Fachbereich Maschinenbau, Wintersemester 2019/20

G

dauer der Vorlesungssitzung: 2:04:43 (gekiirzt aufgrund eines externen Termins)

Thema: Einfilhrung und Fahrwiderstinde

Begriifung und Vorstellungsrunde (der Dozent stellt sich vor und fragt, aus welchen
Fachbereichen die Studierenden kommen)

Vorstellung des Instituts

Allgemeine Informationen iiber die Vorlesung , Kraftfahrzeugtechnik*

Abschluss der Einfithrung

Ankiindigung einer kurzen Pause

,.Eintauchen in den Stoff*/ Ankiindigung des Inhalts des ersten Kapitels

o Gliederung des ersten Kapitels
Geschichte der Automobilentwicklung (Meilensteine der technischen Entwicklung,
nicht-priifungsrelevanter Teil)

o Beispiel 1: 1886 - Benz Motorwagen

o Beispiel 2: 1887 - Daimler Maybach Motorkutsche

o Beispiel 22: 1997 - Toyota Prius| 1. Generation

o Beispiel 23: 2009 - Toyota Prius 3. Generation

o Vergleich des VW Kiifers und Golf VII (Motor, Leistung, Beschleunigung,

Hochstgeschwindigkeit, Verbrauch, Sicherheit, Preis)

Weltautomobilproduktion

o Darstellung der Produktionszahlen

o Darstellung der Produktion nach Herstellern
Neuzulassung von Kraftfahrzeugen (weltweit)
Entwicklung des Kraftfahrzeugbestandes in Deutschland
Darstellung des PKW-Bestandes in Deutschland
Darstellung der Statistik iiber die Verkehrstote
Abschluss des Teils tiber die Geschichte der Automobilentwicklung

Frage des Dozenten, ob die Studierenden zu diesem Teil Fragen haben

Ankiindigung des Themas des ersten Kapitels: Fahrwiderstinde (priifungsrelevanter
Teil)
o Gliederung des Themas
o Begriffsdefinitionen (Heben, Zucken, Schieben, Wanken, Rollen, Gieren,
Nicken)
o Klassifikation der Begriffe nach den Kriterien der unterschiedlichen
Koordinatensysteme
spontane Frage eines Studenten
Antwort/Erklirung des Dozenten
Benennung der Bestandteile des Gesamtwiderstandes

o Definition ,,Radwiderstand*
Definition ,,Luftwiderstadt*
Definition ,Beschleunigungswiderstand*
Definition ,,Steigungswiderstand**
Definition ,,Anhdngerwiderstand**
o Definition ,,Gesamtwiderstand*
Benennung der Bestandteile des Radwiderstandes
o Definition , Rollwiderstand*
Definition ,,Walkwiderstand*
Definition ,,Reibwiderstand*
Definition ,,Liifterwiderstandf
Definition ,,Fahrbahnwiderstand*
o Definition , Kurven- und Vorspurwiderstand*
Formel fiir den Radwiderstandsbeiwert

[l olole]

0000 o0

Abschluss der Vorlesungssitzung
Ankiindigung der Présentation iiber die Stipendienprogramme
Abschied

Abbildung 3. Textbauplan der ersten Vorlesung in Kraftfahrzeug-

technik.
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Das Beispiel zeigt, dass der Textbauplan der Vorlesung als Gesamttext
mit Teiltexten angelegt ist. Diese sind keineswegs willkiirlich geord-
net, sondern beeinflusst durch die Systematik bzw. Denk- und Mit-
teilungsstrukturen des Faches, das Thema und die Intention des/der
Dozentln sukzessiv aneinandergereiht und hierarchisch geordnet. Die
Logik der Textbauplidne sowie die stringente und hierarchische Ab-
folge der Teiltexte haben rezeptionssteuernde und verstdndnissichernde
Funktion, weil sie in hohem Malle zur Erwartbarkeit des Textes bei-
tragen und so dem Rezipienten ermdglichen, eine Vorhersage iiber den
weiteren Textablauf aufzustellen. Sie dienen ihm also als roter Faden
auf seinem Weg durch den Gesamttext (Buhlmann & Fearns, 2018, S.
107; Griitz, 1995, S. 102-106). Es ist jedoch zu beobachten, dass in Folge
der Anpassung des gesprochenen Textes an die jeweilige Vermittlungs-
situation und aktuellen Lernerbediirfnisse die Stringenz des Textbau-
plans héufig (z.B. durch Nachtrdge und Exkurse) durchbrochen wird.
Solche Abweichungen entsprechend einzuschitzen, gehdren genauso
zum Textsortenwissen des Rezipienten wie das Wissen iiber die Strin-
genz und Logik des Textbauplans (Griitz, 1995, S. 105-106; Griitz,
2002, S. 45).

Es wurde darauf hingewiesen, dass einzelne Textteile den Gesamttext
realisieren. In ihrer konventionellen und kommunikativ-intentionalen
Ausprdagung kann man diese Teiltexte als Sprachhandlungen begrei-
fen (Brinker, Colfen & Pappert, 2018, S. 88-90). Auf den Aspekt der
Konventionalitét ist zuriickzufiihren, dass in den Vorlesungen nur be-
stimmte Sprachhandlungen vorkommen. Zum Sprachhandlungsreper-
toire der Dozentlnnen in naturwissenschaftlich-technischen Fachern
gehoren beispielweise "Einfiihrung und Gliederung des Hauptthemas,,
‘Definition’, 'Beschreibung, ‘Schlussfolgern, ‘Feststellen, "Begriin-
den’, 'Herleiten, "'Kommentieren', ‘Einschridnken’, "Beispiele geben,
‘Fragen stellen’, wogegen zu dem der Studierenden 'Antworten’, Fra-
gen stellen’, "‘Beschreiben’, "Begriinden’, 'Kommentieren' (Buhlmann
& Fearns, 2018, S. 111). Welche dieser Sprachhandlungen tatsdchlich
in der jeweiligen Vorlesung realisiert werden, hdngt von den Regeln
der Kommunikationssituation, vom Denk- und Mittelungsstruktur des
Faches und vom Thema ab. Sie beeinflussen auch, an welcher Stelle
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(z.B. Anfang, Mitte, Ende) und in welcher Abfolge die Sprachhandlun-
gen im Gesamttext eingesetzt werden (Griitz, 2002, S. 53-54; Kiihn,
1997, S. 117). AuBer ihrer textstrukturierenden Wirkung fordert dieses
Regelwissen auch die Textrezeption. Es hilft den Studierenden die In-
tention des/der Dozentln zu identifizieren, d.h. zu erkennen, als was sie
die Aussagen des/der DozentIn bzw. den Teiltext auffassen sollen (z.B.
als Beispiel, Kommentar oder Frage) (Brinker, Colfen & Pappert, 2018,
S. 89). Auf morpho-syntaktischer Ebene ldsst sich die horerbezogene
Handlungsabsicht des/der DozentIn auch am Gebrauch von sprechak-
tindizierenden Verben (ebd., S. 91) und metakommunikativen Sétzen
(Griitz, 2002, S. 48-55) erkennen.

Aufler dem Textbauplan und den Sprachhandlungen sind die Glie-
derungssignale weitere Hilfen, die Studierende beim Verstehen der
Vorlesungen unterstiitzen. Sie kommen sowohl auf der Ebene des Ge-
samttextes als auch auf der Ebene der Teiltexte vor und erfiillen meh-
rere Funktionen: Einerseits ermdglichen sie, dass die Studierenden im
Verlauf des Textes die einzelnen Gedankenschritte abgrenzen, gleich-
zeitig bieten sie ihnen auch die Gelegenheit, sich auf das Folgende
mental einzustellen und gegebenenfalls Inhalte zu antizipieren (Griitz,
1995, S. 205). Mit Gliederungssignalen werden auerdem wichtige In-
formationen hervorgeheben und die Aufmerksamkeit der Studierenden
auf sie gelenkt (ebd., S. 207). Die Realisierung dieser Steuerungsab-
sichten erfolgt durch das Zusammenwirken sprachlicher, parasprach-
licher und auBlersprachlicher Mittel. Als sprachliche Gliederungssig-
nale gelten beispielweise kataphorische Verweisformen (“folglich’,
‘zunichst, ‘nimlich"), metasprachliche AuBerungen ('Erdffnungs- und
Abschlussduflerungen’) oder Deiktika (‘da’, “hier, 'so’). Parasprach-
liche Gliederungssignale sind Pausen und Betonungen. Zeigegesten,
Tafelzeichnungen oder Tafelschriebe oder Einzelfolien von PowerPoint
Présentationen zdhlen wiederum zu den visuellen bzw. optischen Glie-
derungssignalen (Buhlmann & Fearns, 2018, S. 102-110; Griitz, 1995, S.
75-102; Kiihn, 1997, S. 116-118).
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2.3.3 Lexikalische und morpho-syntaktische Besonderheiten.

In den Vorlesungstexten gehoren Substantiva zu den hiufigsten Wort-
arten (Griitz, 1995, S. 107). Sie repriasentieren Konzepte bzw. Wissens-
rdume des Faches und sind somit die wichtigsten Informationstriger.
Fachbegriffe werden in den Vorlesungstexten sukzessiv eingefiihrt,
hiufig wiederholt und nur selten durch Proformen ersetzt. Aufgrund
dieser Merkmale fungieren sie als Mittel der Kohdsion (ebd., S. 110)
und geben Aufschluss iiber die Kohdrenz und Gliederung des Textes
(ebd., S. 109). In dieser Funktion erleichtern sie das Textverstehen, in-
dem die den Studierenden ermoglichen, Hypothesen iiber die zu erwar-
tenden Textinhalte und den Textablauf aufzustellen (ebd., S. 110).

AuBer den Substantiva leisten die Verben einen wichtigen Beitrag zur
Textbedeutung. Hierbei sind die terminologisierten Verben von be-
sonderen Bedeutung. Sie machen zwar nur einen kleinen Teil der Ge-
samtlexik des Vorlesungstextes aus, tragen aber aufgrund ihres Termi-
nuscharakters viel zur Textbedeutung bei (Buhlmann & Fearns, 2018,
S. 114).

Ein wesentliches Stilmerkmal der miindlichen Vermittlungssprache ist
der Verbalstil. Einerseits erlaubt er einen fllissigeren Sprechstil, ande-
rerseits dient er der Erleichterung des Textverstehens, indem er die ei-
gentliche Fachlexik als solche zutage treten ldsst (Griitz, 1995, S. 110).

Durch die Miindlichkeit der Lehrveranstaltung bedingt {iberwiegen in
den Vorlesungstexten die Aussagesitze, es kommen aber auch Frage-
sdtze und Aufforderungssitze hinzu. Frage- und Aussagesétze dienen
zum einen als Aufmerksamkeitssignale und beziehen die Studierenden
direkt in das Textgeschehen ein, zum anderen aber fungieren sie als
Gliederungsmittel und leiten somit Textteile ein (Buhlmann & Fearns,
2018, S. 112).

Aussagen werden am hdufigsten als Hauptsdtzen formuliert. Man kann
dabei die fiir die gesprochene Sprache charakteristischen abhidngigen
Hauptsédtze ohne Junktion oder die parataktische Verbindung mehre-
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rer Hauptsétze zu langeren Ketten unterscheiden (Buhlmann & Fearns,
2018, S. 112; Griitz, 1995, S. 126). Satzgefiige sind eher selten (Buhl-
mann & Fearns, 2018, S. 113). Bei den Nebensitzen sind die Relativ-
sdtze die haufigsten, gefolgt von mit "dass angeschlossenen Subjekt-
und Objektsitzen, mit ‘wenn' eingeleiteten Konditionalsidtzen und mit
‘da’ und ‘weil" eingeleiteten Kausalsidtzen (Buhlmann & Fearns, 2018,
S. 113; Griitz, 1995, S. 122). Mit ihrer Hilfe konnen Dozierende ihren
Text organisieren, den Studierenden die Beziehungen zwischen den
Sachverhalten aufzeigen und ihnen so eine Interpretation nahelegen
(Griitz, 1995, S. 121).

Die meisten Sachverhalte werden im Indikativ Prisens ausgedriickt
(Buhlmann & Fearns, 2018, S. 114). Es ist Ausdruck der Zeitlosigkeit
(Griitz, 1995, S. 119). Relativ hdufig wird auch das Priteritum verwen-
det, z.B. in Erzéhlabschnitten. Sprachliche Handlungen der Vorschau
werden im Futur formuliert (ebd., S. 120). Der unterschiedliche Ge-
brauch der Tempora zeigt, dass sie wichtige textgestaltende Mittel sind.
Mit ihrer Wahl bzw. ihrem Wechsel wird die Kohédrenz bzw. Abgren-
zung von Teiltexten bzw. Subthemen signalisiert (ebd., S. 119-120).

2.3.4 Interkulturelle und fachkulturelle Besonderheiten.

AufBer der Wissensvermittlung erfolgt in den Vorlesungen die Sozialisa-
tion der Studierenden in der Fach- und Wissenschaftskommunikation.
Fiir internationale Studierende stellen die Fach- und Wissenschafts-
kommunikation somit potenziell nicht nur eine sprachliche, sondern
auch eine interkulturelle Hiirde dar.

Der wissenschaftliche Kontext an deutschen Universititen ist durch
eine geringe Machtdistanz geprigt, d.h. durch einen gewissen, jedoch
kritischen Respekt Autoritidten und dem Wissen gegeniiber (Buhlmann
& Fearns, 2018, S. 188-189). In der Fach- und Wissenschaftskommunika-
tion duBert sich dieser kritische Respekt in der Nutzung und Ablehnung
von Autoritdten, z.B. in Zitaten, im Nebeneinander und Gegeneinander
verschiedener Schulen oder Begriffe (Buhlmann & Fearns, 2018, S. 88-
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189; Griitz, 2002, S. 42). Dieses strittige Verhéltnis zu Autoritdten und
zum Wissen kommt in den Vorlesungen als eristische Struktur zum
Ausdruck (Thielmann, 2010, S. 1057).

Die Terminologisierung im Sinne von korrekter Anwendung der ein-
schlagigen lexikalischen Einheiten und die Beherrschung der zu den
Termini gehdrenden Definitionen sind Merkmale, die den wissenschaft-
lichen Kontext in Deutschland stark prigen. Fiir Studierende aus Kul-
turen mit einem lockeren Verhéltnis zur Terminologisierung kann das
Wissen tiber diese hilfreich sein. Man wertet sie neben der sprachlichen
Einfachheit und Prignanz nidmlich als eine der wichtigsten Dimen-
sionen der Verstidndlichkeit eines Textes (Buhlmann & Fearns, 2018,
S. 203).

Vor allem in Naturwissenschaften und Technik ist ein starker Gebrauch
von nonverbalen Darstellungen (z.B. Grafiken, Bilder, Formel) zu ver-
zeichnen. Wie bereits darauf hingewiesen, bilden sie mit der gespro-
chenen Sprache eine Einheit und zielen auf die Verstidndnissicherung
ab. Studierende aus Kulturen, die solchen Darstellungen keine besonde-
re Aufmerksamkeit schenken, sollen diese Informationsquellen und
ihre Bedeutung fiir die Verstehensleistung nutzen lernen (Buhlmann
& Fearns, 2018, S. 211). Die Erfahrungen aus den Deutsch als Fremd-
sprachenkursen fiir Gefliichtete haben zudem gezeigt, dass Studierende
aus dem arabischen Kulturkreis auch fiir die Unterschiede in der Kon-
vention von bildlichen Darstellungen und ihrer Rezeption (z.B. Darstel-
lungs- und Leserichtung von links nach rechts) sensibilisiert werden
mussen.

2.3.5 Einfluss der Digitalisierung.

Vorlesungen werden i.d.R. in Prdsenz gehalten. Es besteht aber auch
die Moglichkeit, Vorlesungen aufzeichnen zu lassen und sie dann Stu-
dierenden (z.B. iiber eine Lernplattform wie Moodle) in digitalisier-
ter Form zur Verfiigung zu stellen. Vorlesungsaufzeichnungen bieten
mehrere Vorteile: Erstens halten sie die jeweilige Vorlesungssituation in
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threr Authentizitit und Ganzheitlichkeit fest und machen diese fiir die
Rezeption verfiigbar. Studierende kénnen somit (im Vergleich beispiel-
weise zu reinen Audioaufnahmen) nicht nur die verbalsprachliche
Realisierung einer Vorlesung, sondern auch die Gestik, die Informa-
tionen zum Sprecherwechsel sowie die kontext- und inhaltbezogenen
Visualisierungen (z.B. Grafiken, Tafelzeichnungen und - anschriebe)
wahrnehmen (Porsch, Grotjahn & Tesch, 2010, S. 147-149). Des Weite-
ren erlauben Vorlesungsaufzeichnungen, dass Studierende mit dem
Hor-Sehtext in gewisser Weise selbstbestimmt umgehen. Mithilfe von
Steuerungstools kdnnen sie im Hor-Sehtext vor- oder zuriickspulen, ihn
anhalten oder die Sprechgeschwindigkeiten verlangsamen. Aufzeich-
nungen tragen zudem dazu bei, dass man Vorlesungen zeit- und orts-
unabhéngig rezipieren kann.

War bislang die Merkmale der Textsorte "Vorlesung' das Thema, so
geht im folgenden Kapitel um das Hor-Sehverstehen. Es erhebt sich die
Frage, wie Studierende durch Horen und Sehen wahrgenommene Infor-
mationen verarbeiten und behalten.

3 Hor-Sehverstehen

In den vorherigen Kapiteln wurde festgehalten, dass Vorlesungen keine
reinen Hortexte, sondern meist Hor-Sehtexte oder sogar Hor-Seh-Le-
setexte sind, weil es i.d.R. eine Grafik, eine Tafelzeichnung oder ei-
nen Tafelschrieb gibt, auf die in irgendeiner Weise Bezug genommen
wird. Hor-Sehverstehen ist demnach der Normalfall der Vorlesungen,
die Ablosung auditiver von visueller Wahrnehmung - wie das bei den
auf nur Audiodateien basierten Unterrichtsreihen zu beobachten ist
(Wichmann 2020) - hingegen eine Reduktion, die den Verstehenser-
fahrungen der an der Vorlesung Teilnehmenden zuwiderlduft (Buhl-
mann & Fearns, 2018, S. 124). In Anbetracht dieses Normalfalls sowie
der Erkenntnisse aus der Testaufgabenforschung, wonach Videos die
fremdsprachliche Rezeptionsleitung positiv beeinflussen (Porsch, Grot-
jahn & Tesch 2010), verhirtet sich die Ansicht, dass Hor-Sehverstehen
keine Untervariante der Horverstehens, sonders ,,als (in Teilen) eigen-

123



INTERFACE

standige kommunikative Kompetenz zu betrachten® (ebd., S. 182) sei,
welche ,,die (mdgliche) Nutzung sowohl auditiven als auch visuellen In-
puts“ (ebd., S. 162) charakterisiere.

3.1 Mentale Verarbeitungsprozesse des audiovisuellen Inputs

Fiir die Beschreibung des Hor-Sehverstehens als den durch den audiovi-
suellen Input ausgeldsten Verarbeitungsprozess wird auf das integrierte
Modell des Text- und Bildverstehens von Schnotz (2005, zitiert nach
Niegemann, Domagk, Hessel, Hein, Hupfer & Zobel, 2008, S. 54-60)
zurlickgegriffen (s. Abbildung 4).

Kognitive Schemata Langzeitgedéchtnis
Propositionale Mentale Modelle
Reprasentation - -
| A i
© Verbaler Kanal - Bildnafler Kanal Arbeifsgedéchtnis
Auditives Visuelles
Arbeitsgedachtnis Arbeitsgedéchtnis
: A A
| Auditiver Kanal | . ) | visusiler Kanal
Ohren / Augen / i .
auditives Register visuelles Register Sensorisches Register

Abbildung 4: Integriertes Modell des Text- und Bildverstehens
nach Schnotz 2005; Quelle: Niegemann et.al., 2008, S. 58

Zentral in diesem Modell ist die kognitive Komponente des Text-und
Bildverstehens. In Anlehnung an Paivios Theorie der Dualen Ko-
dierung (1971) nimmt Schnotz an, dass Text-, Bild- und Audioinforma-
tionen dual codiert werden, iiber zwei Kanéle - auditives und visuelles
Kanal - wahrgenommen und in zwei unabhéngigen, jedoch mitei-
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nander in Verbindung stehenden kognitiven Systemen - auditives und
visuelles System - verarbeitet werden. Der Verarbeitungsprozess wird
von diversen Faktoren beeinflusst. An dieser Stelle soll der Einfluss des
Gedachtnisses, der Vorwissens sowie der Hor-Sehstrategien und -stile
ndher ausgefiihrt werden.

3.2 Das Gedichtnis.

Die Verarbeitung vom audiovisuellen Input wird vom Gedéichtnissys-
tem gesteuert, das nach Atkinson und Shiffrin (1971, zitiert nach Niege-
mann et.al., 2008, S. 42-44) mehrere Speicher aufweist: das sensorische
Gedachtnis, das Arbeitsgeddchtnis und das Langzeitgeddchtnis (s.
Abbildung 4). Jedes erfiillt beim Prozess des Text-Bildverstehens eine
spezifische Aufgabe.

Das sensorische Gedachtnis ist modalitdtsspezifisch und differenziert
zwischen der auditiven und visuellen Wahrnehmung. Es stellt die An-
fangsphase der Bearbeitung von Informationen dar, indem es Reize
aus der Umwelt aufnimmt. Die Aufnahme der Reize erfolgt zwar un-
abhéngig von den bestehenden Wissensstrukturen, sie miissen aber
mindestens 250 Millisekunden angeboten werden (Marx, 2005, S. 147).
Die iiber das sensorische Gedichtnis aufgenommene Reize werden an
das Arbeitsgedéchtnis weitergeleitet: durch den visuellen Kanal aufge-
nommene Reize an das visuelle Arbeitsgedédchtnis, durch den auditiven
Kanal aufgenommene Reize ins auditive Arbeitsgedéchtnis.

Im Arbeitsgedidchtnis werden die Reizen bei selektiver Aufmerksam-
keit dekodiert und bearbeitet. Die Bearbeitung ist dabei gleichzusetzen
mit ihrer Umstrukturierung und Verdichtung in groBBere Einheiten bzw.
zum mentalen Modell. Dabei werden vorhandene Wissensstrukturen
aus dem Langzeitgeddchtnis auch einbezogen. Prinzipiell gilt, je mehr
Wissensstrukturen jemand aus seinem Langzeitgedédchtnis hinzuziehen
kann bzw. je vertrauter ihm die Informationen sind, umso groere neue
Einheiten kann er bilden. Dies ist wiederum fiir die Effizienz der In-
formationsverarbeitung im Arbeitsgedachtnis praktisch, weil auf diese
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Weise seine sowieso begrenzte Speicherkapazitét entlastet wird (Marx,
2007, S. 148-149). Neben den Wissensstrukturen beeinflusst die Darbie-
tung der audiovisuellen Informationen die Arbeit des Arbeitsgedicht-
nisses. Nach den Annahmen bzw. Pramissen der Cognitive Theory of
Multimedia Learning nach Mayer (2001, zitiert nach Niegemann et.al.,
2008, S. 53-54) kann es namlich nur dann effizient arbeiten, wenn nicht
zu viele Informationen gleichzeitig auf beiden Kanélen dargeboten
werden und folglich im Arbeitsgedichtnis gleichzeitig aktiv gehalten
werden miissen. Um die Uberlastung des Arbeitsgedichtnisses zu ver-
meiden, sollten die von Mayer (2001, zitiert nach Niegemann et.al.,
2008, S. 54) formulierten Gestaltungsprinzipien (Modalitdtsprinzip,
Redundanzprinzip, Multimediaprinzip, Kontiguititsprinzip, Kohdrenz-
prinzip) eingehalten werden.

Die selektierten und verarbeiteten Informationen werden vom Arbeits-
gedidchtnis ins Langzeitgedédchtnis geleitet. Dieser Speicher umfasst
alle Erfahrungen und Kenntnisse einer Person - ihr sprachliches und
nichtsprachliches Wissen - und hélt sie fiir den Abruf bereit (Marx,
2007, S. 149). Der Abruf der abgespeicherten Informationen geschieht
jedoch dann erfolgreich, wenn sie mit den bereits erworbenen Wissens-
bestanden im Langzeitgedédchtnis gut verkniipft sind und demzufolge
relativ schnell wiedererkannt werden konnen (Griitz, 1995, S. 240).

Das Wissen iiber die mentalen Verarbeitungsprozesse des audiovi-
suellen Inputs im Hinblick auf das Training des Hor-Sehverstehens ist
insofern von Bedeutung, dass sie die Beteiligung von datengeleiteten
(button-up) und wissensgeleiteten (top-down) Vorgidngen kenntlich
macht. Es ldsst zudem die Annahme zu, dass die Arbeit des Gedacht-
nissystems umso erfolgreicher ist, je mehr diese Vorgidnge automatisiert
sind bzw. je effizienter der Rezipient zwischen ihnen oszillieren kann.
Dies ist jedoch - wie die im vorherigen Kapitel beschriebenen Ergeb-
nisse der Studierendenbefragung zeigen - bei internationalen Master-
studierenden (zumindest) zu Anfang ihres Studiums trotz ihres fortge-
schrittenen Sprachlernstadiums nicht der Fall. IThre Aussagen {iber die
Schwierigkeiten in den phonetischen, lexikalischen und morpho-syn-
taktischen Bereichen deuten darauf hin, dass ihre Rezeptionsleitung vor

126



PENZES

allem auf button-up-Prozesse basiert und ihr Verstehensprozess auf die
Dekodierung von Lauten, Wortern und Sitzen basiert. Letzteres ist aber
insofern problematisch, dass die Wissensvermittlung in den Vorlesun-
gen nicht nur mittels Laute, Worter und Sétze passiert, sondern in Form
eines kohédrenten Textes bzw. einer Textsorte. Daher ist das zentrale
Anliegen des MasterPlus PREP-Sprachkurses, den Kursteilnehmenden
Wissen iiber die Textsorte "Vorlesung' zu vermitteln und sie durch das
Uben des Hor-Sehverstehens auf die reale Rezeptionssituation vorzu-
bereiten.

3.3 Das Vorwissen.

Das Vorwissen ist das bereits erworbene und im Langzeitgeddcht-
nis abgespeicherter Wissensbestand einer Person und beeinflusst die
Hor-Sehfahigkeit in einer Fremdsprache mafigeblich. Im Hinblick auf
die Vorlesungen haben sowohl das sprachliche als auch das nichtsprach-
liche Wissen eine rezeptionssteuernde Wirkung. Zu den sprachlichen
Wissensbestdnden zdhlen das Wissen iiber die morpho-syntaktischen
und lexikalischen Besonderheiten des Textes sowie das Wissen iiber
seine Struktur, zu den nichtsprachlichen hingegen das Wissen iiber
den sprachlichen Kontext und die jeweilige kommunikative Situation.
Diese Wissensbestinde wurden bereits in vorigen Kapiteln ausfiihrlich
erldutert. An dieser Stelle soll noch auf den Faktor ,,Fachwissen™ und
seine Relevanz fiir die Schulung des fachfremdsprachlichen Hor-Seh-
verstehens hingewiesen werden.

Im Vergleich zu den Studienanfidngern bzw. Bachelorstudierenden
zeichnet die Masterstudierenden aus, dass sie ihr Grundstudium bereits
absolviert haben und dementsprechend iiber ein umfangreiches fach-
liches Vorwissen verfiigen. Sie sind in gewisser Weise Experten ihres
Faches - im Gegensatz zu den Sprachlehrkréften, die aufgrund ihres
Ausbildungsprofils {iber dieses fachspezifische Wissen meist nicht ver-
fiigen. Dieser Umstand hat im Fachfremdsprachenunterricht - auBBer der
Tatsache, dass er hiufig zu gewissen Unsicherheiten seitens der Lehr-
krifte fiihrt (Krekeler, 2013) - zur Folge, dass die Einbettung der zu er-
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werbenden sprachlichen Phdnomene in ein fachinhaltliches Umfeld mit
Herausforderungen verbunden ist. Um mit diesen Herausforderungen
umzugehen, wurde bei der Entwicklung des MasterPlus PREP -Sprach-
kurses entschieden, das sprachliche Vorwissen der Teilnehmenden aus
den Cl1-Kursen aufzugreifen und dieses mit Blick auf die Rezeption von
Vorlesungen auszubauen. Dem spezifischen Fachwissen der ingenieur-
wissenschaftlichen Fiacher wird aber auch Rechnung getragen, indem
Inhalte aus der Bezugsdisziplin Mathematik aufgegriffen und somit die
Rezeption gesprochener mathematischer Formeln bzw. ihre Versprach-
lichung geitibt wird.

3.4 Hor-Sehstrategien und -stile.

Das Verstehen von Vorlesungen erfordert vom den Studierenden die
Wahrnehmung und Dekodierung der Sinneinheiten, ihre Speicherung
in den bereits verstandenen und gespeicherten textuellen Zusammen-
hang und die Vorhersage der noch nicht gehorten Informationen auf-
grund des bisherigen Textwissens (das Modell der auditiven Sprach-
verarbeitung, zitiert nach Storch, 1999, S. 140). Bewusst vermittelte,
fiir das Hor-Sehverstehen von Vorlesungen speziell geeignete Strate-
gien konnen den Studierenden zur erfolgreichen Bewéltigung dieses
Prozesses verhelfen (Griitz, 1995, 2002). So kénnen z.B. die Beachtung
der funktional-kommunikativen, strukturellen, morpho-syntaktischen,
lexikalischen, interkulturellen und fachkulturellen Besonderheiten des
Hor-Sehtextes dazu beitragen, Fehlendes oder noch nicht Gesagtes
vorauszusagen (Antizipieren) bzw. die schon aufgenommenen Informa-
tionen zu ergdnzen und Liicken im Text zu fiillen (Inferieren).

In den Vorlesungen der Masterstudienginge werden auf die vorhan-
denen Wissensbestinde aufbauend neue Sachverhalte vermittelt. Vor-
lesungen sind somit ,,Texte zum Lernen* (Solmecke, 2010, S. 971), bei
denen die Aufmerksamkeit auf das noch nicht Vermittelte bzw. noch
nicht Gelernte gerichtet wird (ebd., S. 971). Die Vorlesung ist aulerdem
eine sehr umfangreiche Textsorte. Beide Textsortenmerkmale machen
es erforderlich, dass die Studierenden das Ausmal3 ihrer Verstehens-
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leistung entsprechend steuern. Zum einen sollen sie globales Verstehen
(d.h. einen Einblick in den Textzusammenhang und die Textstruktur ge-
winnen), zum anderen selektives Verstehen (d.h. Herausholen wichtiger
Informationen) anstreben (Marx, 2007, S. 156-158).

In den bisherigen Kapiteln wurden die theoretischen Grundlagen, die
der didaktisch-methodischen Konzeption des virtuellen Sprachkurses
MasterPlus PREP zugrunde liegen, dargestellt. Im Folgenden geht es
um ihre konkrete Umsetzung.

4 MasterPlus PREP - virtueller Sprachkurs zum Training des
Hor-Sehverstehens der Fachsprachen in MINT-Vorlesungen

4.1 Die Entwicklung des virtuellen Sprachkurses MasterPlus PREP

Das Modul MasterPlus PREP ist ein virtueller Fachsprachenkurs mit
sprachlich-interkultureller Ausrichtung, in dem internationale Master-
studierende auf den Besuch von ingenieur- und naturwissenschaftli-
chen Vorlesungen an der TU Darmstadt vorbereitet werden. Er dauert
vier Wochen und wird vor dem Semesterbeginn durchgefiihrt.

Die Konzipierung, Durchfiihrung und Evaluierung des Kurses erfol-
gt im Auftrag des MasterPlus Biiros des Dezernats Internationales
durch das Projektteam des Fachgebiets fiir Mehrsprachigkeit und des
Sprachenzentrums der TU Darmstadt. Das Projektteam erstellte bis
zum September 2020 die Pilotversion des Kurses und fiihrte diese vor
dem Beginn des Wintersemesters 2020/21 durch. Der Sprachkurs wird
bis zum Ende des MasterPlus Programm sukzessive weiterentwickelt.
Dies erfolgt einerseits auf der Grundlage der Erfahrungen und Berichte
der Lehrkrifte, die die Kurse betreuen, andererseits der Teilnehmen-
denbefragungen, die am Ende jedes einzelnen Kurses durchgefiihrt
werden. In der Abbildung 5 sind die einzelnen Phasen der Entwicklung,
Durchfithrung und Evaluierung des MasterPlus PREP-Sprachkurses im
Gesamtverlauf des MasterPlus Programms dargestellt.
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Beginn des Ende des
MasterPlus-Programms MasterPlus-Programms
September-Oktober 2020 Mirz-April 2021 September-Oktober 2021 Miirz-April 2022
Kurs I mit Kurs 1T mit Kurs ;II mit Kurs I_V mit
Evaluierung Evaluierung Evaluierung Evaluierung
Konzipierung Uberarbeitung der Uberarbeitung der
und Erstellung Kapitel Kapitel
der Pilot-Version der synchronen der asynchronen
des Kurses Lermphasen Lernphasen

Abbildung 5: Uberblick iiber die Phasen der Entwicklung, Durch-
flihrung und Evaluierung des MasterPlus PREP-Sprachkurses
im Gesamtverlauf des MasterPlus Programms

Dem Sprachkurs MasterPlus PREP liegen authentische Vorlesungsauf-
zeichnungen zugrunde. Die Pilotversion wurde auf der Grundlage von
sechs Vorlesungen entwickelt. Indem das Projektteam {iber die Lern-
plattform Moodle in die jeweilige Veranstaltung eingeschrieben wurde,
standen ithm neben den Vorlesungsmitschnitten auch die vorlesungs-
begleitenden Materialien (z.B. Skripte, PowerPoint Prédsentationen,
PowerPoint Prisentationsfolien mit Notizen) zur Verfiigung und konn-
ten bei der Entwicklung des Sprachkurses mitberiicksichtigt werden.
Die einzelnen Vorlesungen, auf die die Entwicklung der Pilotversion
des Sprachkurses MasterPlus PREP basiert, sind in der Tabelle 1 auf-
gefiihrt.

Die Vorlesungsaufzeichnungen zeugen von verschiedenen Formaten
(s. Abbildung 6). Diese Varianz ist teilweise darauf zuriickzufiihren,
dass einige Aufzeichnungen aus dem Sommersemester 2020 stammen,
als infolge der Corona-Pandemie keine Pridsenzveranstaltungen mehr
stattfinden diirften und eine Umstellung auf digitale Formate notwen-
dig war. Diese Umstellung ist aber keinesfalls als negativ zu werten,
sondern eroffnete neue Wege der Wissensvermittlung in der Lehrform
"Vorlesung' bei der Anwendung diverser technischer Losungen (z.B.
Bildschirmaufzeichnungssoftware, Videokonferenzsoftware, Doku-
mentenkamera).
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Tabelle 1: Uberblick iiber die Vorlesungen fiir die Pilotversion des Sprachkurses Mas-

terPlus PREP?
Fachbereich Vorlesungen
1. Kraftfahrzeugtechnik (WiSe 2019/20)
Maschinenbau 2. Mechatronik und Assistenzsysteme im Automobil

(WiSe 2019/20)
3. Stahlbau 3 (WiSe 2019/20)

Umwelt- und Bauinge-
4. Verkehrsplanung und Verkehrstechnik B (SoSe

nieurwissenschaften

2020)
Elektrotechnik und In- 5. Echtzeitsysteme (SoSe 2020)
formationstechnik 6. Einfiihrung in die Elektrotechnik (SoSe 2020)

pi ——
Vorlesung im Horsaal mit

[
n

Einfaches Messgerit um Ladungen zu messen -
Elektrometer

Vorlesung mit der Dakumentenkamera Vorlesung mit Bildschirmaufzcichung

Abbildung 6: Uberblick iiber die verschiedenen Vorlesungsformate bei der
Anwendung diverser technischer Losungen

3 An dieser Stelle gebiihrt der Dank Prof. Dr. rer. nat. Hermann Winner (Fachbereich Maschinenbau),
Prof. Dr.-Ing. Jorg Lange (Fachbereich Umwelt- und Bauingenieurwissenschaften), Prof. Dr.-Ing.
Manfred Boltze (Fachbereich Umwelt- und Bauingenieurwissenschaften), Prof. Dr. rer. nat. Andreas
Schiirr (Fachbereich Elektrotechnik und Informationstechnik) und Prof. Dr. mont. Mario Kupnik
(Fachbereich Elektrotechnik und Informationstechnik) fiir die Freigabe der Vorlesungsaufzeichnungen.
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4.2 Asynchrones und synchrones Lehren und Lernen im virtuellen
Sprachkurs

MasterPlus PREP ist als Blended-Learning-Kurs konzipiert. Asyn-
chrone Phasen, wobei die Kursteilnehmenden die Inhalte selbsttétig
bearbeiten, und synchrone Phasen der Online-Prisenz, wobei sie dies
mit den Sprachlehrkriften und anderen Teilnehmenden zusammen tun,
wechseln sich ab. Selbstlernen findet {iber Moodle, die digitale Lern-
plattform der TU Darmstadt, Online-Priasenz {iber Videokonferenz
ZOOM statt (s. Abbildung 7).

— D'm'mg::j:.j e

: asynchrone Selbstlernphasen im Moodle / synchrone Online-Prisenzsitzungen iiber ZOOM
7|

Donnerstag Freitag

1. Woche e [

_

N\

2. Woche SEE

3. Woche

-

=

4. Woche

Abbildung 7: Das Blended-Learning-Konzept des virtuellen Sprachkurses
MasterPlus PREP

Das Konzept des MasterPlus PREP-Sprachkurses sieht vor, dass der
Anteil der asynchronen Lernphasen in den ersten drei Wochen hdher
als die der synchronen Phasen ist. Dies begriindet sich zum einen durch
die Besonderheiten der Vorlesung: Sie ist eine relativ umfangreiche
bzw. lange Textsorte und auch die Teiltexte kdnnen eine Dauer von 20
Minuten {iberschreiten. Sie in den reguldren bzw. in Prisenz stattfin-
denden Fachfremdsprachenunterricht einzusetzen ist aus Zeitgriinden
herausfordernd (Buhlmann & Fearns, 1985, S. 285-286). Aullerdem
erfordern Vorlesungen vor allem aktives und aufmerksames Zuhoren
und Hinsehen - Aktivitdten, die der Rezipient alleine vollziehen kann
und sich in asynchronen Lernphasen gut trainieren lassen. Fiir die
asynchronen Lernphasen spricht aber auch, dass sie zeit- und ortsunab-
hingig durchfiihrbar sind (Résler, 2007, S. 50-51), was fiir die Teilneh-
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menden, die sich zum Zeitpunkt des Kurses meist noch im Ausland
befinden und wegen der Zeitzonenunterschiede hiufige Verabredungen
zu synchronen Lernphasen schwer wahrnehmen kdnnen, von grof3er
Bedeutung ist.

Asynchrone Lernphasen verlangen von den Kursteilnehmenden ein
hohes Maf3 an Selbstorganisation und Selbstverantwortung ab. Sie sol-
len in ihrem Lernprozess aber nicht alleine gelassen werden, sondern
Unterstiitzung erhalten, wenn sie sie bendtigen. Dies steht im Mittel-
punkt der synchronen Lernphasen des MasterPlus PREP-Kurses. In
diesen Phasen finden auflerdem Aktivititen statt, die auf die Interaktion
zwischen den Kursteilnehmenden basieren (z.B. sie berichten dariiber,
wie sie sich auf Vorlesungen vorbereiten oder neue Worter lernen) oder
auf das Verfassen von Mitschriften* zum Thema haben, deren addquate
Korrektur durch das programmierte Feedback vom Moodle (noch) nicht
zufriedenstellend gewihrleitet werden kann.

4.3 Lernziele und Lerninhalte des virtuellen Sprachkurses MasterPlus
PREP

Der virtuelle Sprachkurs MasterPlus PREP baut auf das Sprachwissen
aus den Cl-Kursen auf. Das Hauptziel des Kurses ist die Verbesse-
rung der rezeptiven Kompetenz der Teilnehmenden, indem sie auf der
Grundlage authentischer Video-Aufzeichnungen fiir die fachsprachen-
bezogenen, fertigkeitsbezogenen, lernbezogenen und interkulturellen
Besonderheiten der akademischen Lehr-Lernform ‘Vorlesung' sensi-
bilisiert werden.

Im Fokus der fachsprachenbezogenen Lernziele steht das Erlernen der

4 Im Gegensatz zu den geisteswissenschaftlichen Fiachern wird die Relevanz von Mitschriften
fiir naturwissenschaftliche-technische Facher in Frage gestellt. So weisen Buhlmann & Fearns,
2018, S. 124) darauf hin, dass eine Mitschrift - wie z.B. in philologischen Disziplinen iiblich - in
naturwissenschaftlich - technischen Disziplinen nicht angefertigt wird, da dort z.B. Skripten vorliegen,
auf die Bezug genommen wird. Trotz dieses Hinweises wird im virtuellen Sprachkurs MasterPlus
PREP das Verfassen von Mitschriften thematisiert. Der Grund dafiir ist, dass einige Professoren ihren
Studierenden das Mitschreiben wihrend der Vorlesung ausdriicklich empfehlen und dies mit der hdheren
bzw. andauernden Konzentrationsfahigkeit begriinden.
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Merkmale der gesprochenen Fachsprachentextsorte "Vorlesung und
wie man diese nutzen kann, um sie besser zu verstehen. Dariiber hi-
naus werden relevante fach- und wissenschaftssprachliche Strukturen
geiibt sowie Techniken fiir ErschlieBung und Erweiterung des Fach-
wortschatzes vermittelt. Beim Training des Hor-Sehverstehens als
Fertigkeit wird groBer Wert auf die Forderung des konzeptgeleiteten
Hor-Sehverstehens durch den erhohten Einsatz von top-down-Strate-
gien sowie der Forderung des globalen und selektiven Hor-Sehverste-
hens gelegt. Das Blended-Learning-Konzept bietet die Moglichkeit
fiir die Sensibilisierung fiir die Anforderungen des selbstorganisierten
und selbstverantworteten Fachsprachenlernens. So wird beispielweise
thematisiert, wie sich die Teilnehmenden mithilfe von Skripten und
Videos, die von den Dozentlnnen zur Verfiigung gestellt werden, Vor-
lesungen sprachlich vor- und nachbereiten konnen. Mit Blick auf die
interkulturellen Lernziele steht hingegen der Vergleich der Lernkultur
an der Heimatuniversitit und der Universitét in Deutschland im Mittel-
punkt der Betrachtung.

Es liegen 12 Lektionen fiir die asynchronen Lernphasen und 8 Lek-
tionen fiir die synchronen Lernphasen vor. Die Abfolge der einzelnen
Lektionen mit kurzen Hinweisen auf die jeweiligen Inhalte sind in der
Tabelle 2 zusammengefasst.

Tabelle 2: Ubersicht der Lektionen des virtuellen Sprachkurses MasterPlus

Montag Dienstag Mittwoch Donnerstag Freitag

Die esste Vorlesung - eine In der Vorlesung Fachbegriffe erkennen, T B

1. Woche wichtige erfolgreich lemen - verstehen und lernen i
‘ Vorlesungen erkennen Teilthemen erkennen
Informationsquelle wic geht das? lernen
I“;‘:};;‘;:ﬂ“ie:t‘z“r'e Fosen iadinge G Beschreibungen mit Bezug
2. Woche |- Definitionen crkennen 8¢ Funktion in den & 70 GroBen- und
Vorwissensaktivierung verstehen >
Vorlesungen Mengenrelationen verstehen
verstehen
Den Unterschied Den Unterschied L
zwischen der Theorie und | zwischen der Theotic und T
- N Formeln verstehen verstehen

3. Woche ihrer praktischen ihret praktischen verstehen und sie selber |  (explizite Markierung) (implizite Markierung)

Anwendung anhand von | Anwendung anhand von 7 P 2 P e

encung ) versprachlichen
Beispiclen verstehen Exzihlungen verstehen
7 Vorlesungen mit
4 Woche | Wichtize Hinseise und Hbren-sehen und Horen-sehen und V"‘:st“"lge“ 2y Libs 1 /
- Woehe Tipps verstehen mitschreiben T mitschreiben 1 o nachbereiten

|:| asynchrone Selbstlemnphasen mit Moodle

|| synchrone Online-prisenzsitzungen ther 0OM
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4.4 Einblick in den Sprachkurs am Beispiel einer Lektion

Am Beispiel der vierten Lektion aus dem virtuellen Sprachkurs Mas-
terPlus PREP wird im Folgenden die praktische Umsetzung der in den
vorangegangenen Kapiteln angestellten Uberlegungen zum Training
des Hor-Sehverstehens der Fachsprache in MINT-Vorlesungen illus-
triert. Die Lektion ist fiir die asynchrone Lernphase vorgesehen, hat den
Titel ,,Den Aufbau der Vorlesungen erkennen* und weist somit schon
am Anfang auf das jeweilige Hauptlernziel hin.

Der Lektion liegt eine Struktur zugrunde, die auch in den anderen Lek-
tionen vorzufinden ist. Sie beginnt mit einer kurzen Einleitung und der
Vorgabe der Feinlernziele, gefolgt von den jeweiligen Aktivitdten, die
in Phasen ,,Vor dem Horen-Sehen®, ,,Wihrend des Horens-Sehens® und
,»Nach dem Horen-Sehen* eingeteilt sind. Die ,,Tipps* dienen dazu, die
Lernenden in ihrem Lernprozess zu unterstiitzen. So beispielweise in-
dem sie auf ihre bereits vorhandenen Kenntnisse aus den Cl-Kursen
hingewiesen werden bzw. animiert werden, diese Kenntnisse aufzu-
frischen. Die Lektion endet mit dem Teil ,,Haben Sie noch Fragen?*.
Dahinter steht die Moodle-Aktivitit ,,Forum®, iber die die Lernenden
den Lehrkréften Fragen stellen bzw. sie um Hilfe bitten kdnnen. Den
detaillierten Aufbau der Lektion zeigt die Abbildung 8.

Im Folgenden werden die einzelnen Aufgaben ndher beschrieben. Die
Bildschirmaufnahmen illustrieren die jeweiligen Aufgabenstellungen.

In der vierten Lektion des Sprachkurses sollen die Lernenden lernen,
den Aufbau der Vorlesungen mithilfe der Gliederungsiibersicht auf den
Folien, der Gliederungssignale und Fragen zu erkennen. Der Einstieg
erfolgt in der Sequenz ,.Vor dem Horen-Sehen® {iber zwei Aufgaben,
in denen die Aufmerksamkeit auf die Folien als visuelle Verstehenshil-
fen gelenkt wird. In der ersten Aufgabe setzen sich die Lernenden mit
ithrem Aufbau auseinander, indem sie darauf bestimmte Informationen
identifizieren und diese einander per drag & drop zuordnen (s. Abbil-
dung 9). In der zweiten Aufgabe geht es hingegen darum, zu erkennen,
welche Informationen auf der Folie unmittelbar Hinweise fiir den Auf-

135



INTERFACE

Lektion 4: Den Aufbau der Vorlesungen arkennen
Dozierende bauen ihren VYortrag um ein bestimmtes Thema herum auf. Sie gliedern das Hauptthema in

kleiners Teilthemen und vermitteln diese in siner bestimmtsn Reihenfolye. Uber welches Teilthema wann
gesprechen wird, zeigt die Glizderung und halt somit den Aufbau der Varlesung fest

Was lernen Sie in diesem Kapitel?
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Abbildung 8: Aufbau der vierten Lektion aus dem virtuellen Sprachkurs
MasterPlus PREP.
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bau der Vorlesung geben bzw. in welcher Abfolge die Vermittlung der
einzelnen Inhalte zu erwarten ist. Diese Aufgabe funktioniert nach dem
Auswahlprinzip (s. Abbildung 10).

"Test-Navigation

0=

Versuch abschlieen

‘Schauen Sie sich die Folke aufmerksam an und ziehen Sie die Fragen an die passende Stelle. 25 Master

Neue Vorschau beginnen

| Wie lautet der Titel? ‘

| Wer zeichnet die Vorlesung auf? ‘

[ Um welches Kapitel geht es? |

‘ Um die wie vielte Vorlesung handelt s sich und wann findet sie statt? ‘

l Wer halt die Vorlesung? |

‘ Welche Teilthemen werden in welcher Reihenfolge besprochen? ‘

Abbildung 9: Aufgabe zur ErschlieBung der Informationen auf
den Folien.

“Test-Navigation

7

der Vorlesung geht?

Unn lhre Losungen zu Gberprifen, Kiicken Sie auf "Versuch beenden und *Abgabe”

Kapite 1
@EE5 heworsshaubsginen

Einfahrung und Fahrwidersténde

Wahlen Sie eine oder mehrere Antworten:

Teilthemen

Titel der Vorlesung

Datum der Vorlesung

Verantwortung fir die Aufzeichnung der Vorlesung

Name des Dozierenden

Abbildung 10: . Aufgabe zur ErschlieSung vorlesungsrele-
vanter Informationen auf der Folie.

In der Sequenz ,,Wihrend des Horens-Sehens® steht der gesprochene
Text im Mittelpunkt der Betrachtung. Die Lernenden werden dafiir sen-
sibilisiert, dass der Aufbau der Vorlesungen auBler der visuellen Ver-
stehenshilfen mithilfe von Gliederungssignalen und Fragen erschlossen
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werden kann. Deshalb wird in der dritten Aufgabe die Wiedererken-

nung einiger (aus den C1-Kursen bereits bekannten) Gliederungssignale
initiiert (s. Abbildung 11).

Weiche Signale, die die Vorlesungsinhalte gliedern, haben Sie gehort? s Master

"Test-Navigation

Versuch abschiieflen

Tif
e.

Neue Vorschau beginnen

14 Peripher

bindung und Bussysteme

15 Unterbrechungsbehandu

16 Prograr

teabiragen

17 Zusammentassung und Ausblick

Wahlen Sie eine oder mehrere Antworten:

a.
b.

c.

o

erstens
dann

2zweitens

. andererseits

. zunachst

drittens
erstmal
einerseits
auBerdem
auch

schlieBlich

Abbildung 11: . Aufgabe zur Erschlieflung vorlesungsrelevanter

Informationen auf der Folie.

In der vierten Aufgabe wird verdeutlicht, dass auch Fragen als Glie-
derungssignale fungieren konnen (s. Abbildung 12). In diesem
Ausschnitt, wo der thematische Ablaufplan der Vorlesung vorgestellt
wird, werden beispielweise einige Teilthemen nicht in Form von Aus-
sagesitze oder im Nominalstil, sondern in Form von Fragen bzw. Ver-
balstil formuliert und als sprachliche Mittel eingesetzt, um den Wechsel
von einem Teilthema zum anderen zu signalisieren und die Aufmerk-
samkeit auf das neue Teilthema zu lenken.
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"Test-Navigation
Der Aufbau der Vorlesungen wird auBer der Verwendung der Gliederungssignale auch in Form von Fragen verdeutlicht. Die Fragen

Z» Master [ 2]
Sehen Sie den folgenden Ausschnitt aus der Vorlesung “Echizeitsysteme* an und wahlen Sie diejenigen - -
Gliederungspunkte aus, die durch Fragen verdeutlicht werden. Versuo

betteten RT-Systems

12 Kias: /on RT-Systemen und Grundbedriffe

Wahlen Sie eine oder mehrere Antworten:

1.1 Aufbau eines eingebetteten RT-Systems.

1.2 Klassifikation von RT-Systemen und Grundbegriffe
1.3 Prozessoren und Speichertypen

1.4 Peripherieanbindung und Bussysteme

1.5 Unterbrechungsbehandlung und Zeitgeber

1.6 Programmiertechniken fiir Gerateabfragen

1.7 Zusammenfassung und Ausblick

Abbildung 12: . Aufgabe fiir die Identifizierung von Fragen als
Gliederungssignale.

In der fiinften Aufgabe erfolgt die Zusammenfiihrung der in den vor-
herigen Teilaufgaben erworbenen Wissens iiber die sprachlichen und
nicht-sprachlichen Mittel, mit deren Hilfe der Ablaufplan einer Vorle-
sung erschlossen werden kann. Die Lernenden setzen dieses Wissen
ein, um den Vorlesungsausschnitt zu rekonstruieren (s. Abbildung 13).

In der Lernsequenz ,,Nach dem Horen-Sehen™ werden der Nominalstil
und Verbalstil als Merkmale der Fachsprache noch einmal aufgegriffen
und bewusstgemacht, dass es Unterschiede zwischen der Darstellung
der Gliederungspunkte auf den Folien und ihrer Versprachlichung gibt.
Die Gliederungspunkte auf den Folien werden ndmlich im Nominalstil
formuliert, bei ihrer Versprachlichung wird wiederum der Verbalstil
verwendet. Das Uben dieser Phinomene erfolgt anhand von Umfor-
mungsiibungen (s. Abbildung 14).
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Abbildung 13: Aufgabe zur Rekonstruktion des Vorlesungstex-

Kraftfahrzeugtechnik
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"Test-Navigation

Hier al Voresung Master
Slu
[ — =g
@

Glioderung von Kapitel 3

Versuch abschlieien
3.1 Aufgabenvenvalung und Siandard-Schedulingalgorithmen
Neue Vorschau beginnen

2 Planen durch Suchen fir nchiunterbrechbare Aulgaben

3 Zeitkomplxtat von Agorithmen und Problemen

34 & Spielcaumen far

35 Planen nach monotonen Raten fur perodische Aufgaben
36 Planen nach monotonen Frsten und Proritatsinvertrung
37 Einplanung aperiodischer / sporadischer Aufgaben

38 Analyse von Aufgabenabhéngigkeiten mit Sequenzanalyse

39 Zusammentassung

Lesen Sie den Text und ergénzen Sie ihn mit den Kénnen Sie

mehrmals verwenden

Fragen.

dann / Am Anfang / Warum steht das dann im Fokus? / im nachsten Abschnitt / dann danach / dann insbesondere in 3.7 / beginnend der
Abschnitt 3.6 / Und dann kommt noch / Damit sind wir dann auch beim Thema / Abschnitt 3.8 ist dann

Daraus ergibt sich folgende Gliederung des Kapitels. steht nochmal ein Uberblick iiber Grundbegriffe von

Aufgabenverwaltungen. Also wir schauen uns noch mal das Zeitverhalten von Aufgaben an mit Fristen, Startzsit, Endzeit, ahnlichen Dingen mehr.

Wir schauen uns ur \dard-Scheduli i von an. Damit haben wir

‘ die Basis um uns das sogenannte Planen durch Suchen anzusehen.

Das zeigt sehr schon, wie schwierig die Aufgabenstellung ist, fir eine Menge von Aufgaben eine

optimale Zuteilung zu Prozessoren zu berechnen. Wir werden sehen, ehm das ist im wenn mal viele hat ehm von

der Rechenzeitkomplexitat ja unmaglich wirklich eine optimale Lésung zu finden.
Zeitkomplexitit - diesen angekiindigten Exkurs in der Vorlesung. Und kénnen die Briicke schlagen zu einer Reihe von

Ansétzen, die vereinfachenden Annahmen machen, so dass unter diesen

Annahmen ein Scheduling ein

Zuteilungsalgorithmus dann doch optimale Losungen findet. Diese vereinfachenden Annahmen (werden) sukzessive schon

‘ und aufgehoben und wir schauen uns immer
komplexere Szenarien an und erweitern dafiir eben sukzessive unsere Zuteilungs- bzw. Scheduling-Algorithmen.

‘ der angekiindigte Briickenschlag zu Kapitel 2. Also zu dieser Vorgehensweise von Grohma ehm Da werden
wir hier sehen, wie man ehm die Analysemodelle aus Kapitel 2 so nutzen kann, dass man hier wieder die Grundvoraussetzungen fiir Scheduling,

Real-Time Scheduling schaft. die 0

liche Zusammenfassung.

tes mittels Gliederungssignale.

Kapitel 1: @ o
Einfiihrung und Fahrwiderstande W DARMSTADT
1.1 Einfiihrung

= Geschichte des Kraftfahrzeugs

- der

= Entwicklung von Fahrzeugbestand und Unféllen

TECHNISCHE
UNIVERSITAT
DARMSTADT

1.2 Fahrwiderstande

1.Vorlesung = Definitionen

15. Oktober 2019

Prof. Dr. rer. nat. H. Winner

= Arten von Fahrwiderstinden
= Zugkraft und Leistungsbedarf

produziert von der

HDA

FBMaschinentas

Abbildung 14: Ubung zur Verbalisierung der Gliederungspunkte.
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Dass diese Ubung ganz am Ende der Lektion vorkommt und nicht
schon in die vorherigen Ubungen eingebaut wurde, hat der Grund,
dass die Verbalisierung und Nominalisierung bereits im C1-Kurs aus-
fihrlich thematisiert und geiibt wurden. An dieser Stelle soll lediglich
das bisherige sprachliche Vorwissen auf einen neuen Kontext {ibertra-
gen werden.

Zum Schluss soll noch kurz auf die Korrektur der Aufgabenlésungen
eingegangen werden. Die préisentierte Lektion wurde fiir die asynchrone
Lernphase mit Moodle erstellt und dabei von den diversen Moglich-
keiten des direkten programmierten Feedbacks Gebrauch gemacht. Be-
sonders gut lisst sich dies bei geschlossenen Aufgaben bzw. Ubungen
(z.B. richtig-falsch, Mehrfachauswahl, Zuordnung) realisieren. Bei den
halboffenen Aufgaben werden den Lernenden Musterlosungen zur Ver-
fligung gestellt, mit denen sie ihre eigenen Losungen vergleichen kon-
nen. Sollte jemanden der Unterschied zwischen den beiden Losungs-
varianten nicht nachvollziehen kénnen, hat er/sie die Moglichkeit, iiber
das Tool ,,Haben Sie noch Fragen?* die Lehrkrifte zu kontaktieren und
sie um Hilfe und Erkldrung zu bitten.

5 Ausblick

Der virtuelle Sprachkurs MasterPlus PREP wird bis zum Ende des
MasterPlus-Programms weitergefiihrt und sukzessive weiterentwick-
elt. Seine Weiterentwicklung erfolgt auf der Grundlage der Ergebnisse
der Teilnehmendenbefragungen und weiterer Vorlesungsaufzeichnun-
gen, die dem Projektteam von den Fachbereichen bereits zur Verfiigung
gestellt wurden. Von besonderer Interesse sind hierbei die Aufzeichnun-
gen aus den digitalen Semestern. Diese werden danach gepriift, ob und
wenn ja, welche Verdnderungen sich in den Vorlesungen angesichts der
Digitalisierung abzeichnen und wie man den MasterPlus PREP-Sprach-
kurs an die neuen Lehr- und Lernbedingungen anpassen muss.
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Résumé

Cet article propose une analyse de quatre manuels de CLE (chinois langue étrangere) publiés
en France par des auteurs uniquement francgais ou chinois mais aussi des manuels réalisés
conjointement par des Frangais et des Chinois. Les périodes de publication varient également :
de 1989 a 2013. A travers ces ouvrages, nous avons souhaité savoir comment y est représentée
la Chine, quelle image est donnée du pays, mais aussi les stéréotypes présents et la place de
Taiwan. Nous avons également comparé nos résultats afin de savoir si les époques et la nation-
alité des auteurs avaient une véritable influence sur les stéréotypes. Nous y avons retrouvé des
stéréotypes courants sur la Chine qui est présentée comme les Francais se 'imaginent: un pays
exotique et encore traditionnel. Nous y avons également constaté la présence du Japon vue
de fagon différente selon les auteurs et leur nationalité. Nous avons remarqué la présentation
impartiale de Taiwan dans certains ouvrages, mais aussi dans d’autres son absence. Notre re-
cherche sur les stéréotypes est basée sur les travaux de De Carlo et de Choppin. Méme s’ils sont
inévitables et parfois positifs puisqu'ils facilitent les échanges, ils peuvent aussi étre a 'origine
de discriminations, mener au racisme et étre une entrave pour connaitre une culture étrangere.
Les stéréotypes peuvent porter sur un groupe dont on fait partie ou non. Face a eux, il importe
de savoir prendre du recul,de les parfaire et d’étre conscients qu'ils ne présentent qu“une partie
de la réalité. Les manuels transmettent des valeurs et une idéologie, ils ont une influence sur les
facons de voir le monde et les points de vue des apprenants qui leur font instinctivement confi-
ance. Cependant, il faut également prendre en compte que le manuel doit simplifier et réduire
les contenus, opérer des choix pour ne garder que l'essentiel, ce qui 'empéche de présenter la

réalité de fagon exhaustive, il ne faut pas oublier cela dans cette recherche.
Mots-clés : manuels, stéréotypes, chinois langue étrangere (CLE), Chine, Taiwan
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Abstract

This paper provides an analysis of four Chinese as a foreign language textbooks, published in
France by French or Chinese authors only but as well as textbooks jointly carried out by French
and Chinese authors. Publication times also vary: from 1989 to 2013. Through these books, we
wanted to know how China is represented there which image of the country is given but also
the stereotypes that are present and the place of Taiwan. We also compared our results to find
out if the time and the authors’ nationality had a real influence on stereotypes. We found com-
mon stereotypes about China which is described like French people imagine it: an exotic and
still traditional country. We also observed the presence of Japan seen in a different way depend-
ing on the authors and their nationality. We also noticed the impartial presentation of Taiwan
in some books but also its absence in some others. Our research into stereotypes is based on De
Carlo and Choppin ‘s works. Even if they are inevitable and sometimes positive since they make
exchanges easier, they also can be the cause of discriminations, to lead to racism and to be an
obstacle to know a foreign culture. Stereotypes can be about a group to which on belongs or not.
Facing them, it matters to know to stand back, to perfect them and to be aware that they only
represent a part of reality. Textbooks pass on values and an ideology, they have an influence
on the way to see the world and on the points of view of learners who instinctively trust them.
However, we also must take in consideration that the textbook has to simplify and to reduce
contents, to make choices to only keep the essential which prevents from presenting reality on

an exhaustive way, what should not be forgotten in this research.
Keywords: textbooks, stereotypes, Chinese as a foreign language, China, Taiwan.
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La représentation de la Chine dans les manuels de CLE

en France

Un manuel transmet des valeurs, que ce soit en ce qui concerne le choix
de langue, les sujets ou le choix des textes (Choppin, 1992, p. 164). Les
titres, la disposition, les auteurs d’'un manuel ne sont pas neutres et les
images sont aussi remplies de symboles (Id, p. 165) et il ne faut pas se
désintéresser des auteurs dont I'influence sur les manuels peut étre forte
(Bishop & Denizot, 2016, p. 37). Nous nous sommes demand¢ quels sont
les stéréotypes présents dans les manuels de chinois langue étrangere.
Ont-ils évolué avec le temps et sont-ils différents selon la nationalité des
auteurs (chinois ou frangais) ? Plus largement, comment sont présentés
la Chine et parfois Taiwan dans ces manuels ? Pour cela, nous présen-
terons dans un premier temps la recherche sur les stéréotypes en nous
basant sur les travaux de De Carlo et Choppin y compris pour ’analyse
des manuels en observant la sélection des sujets des textes ainsi que sur
l'organisation des connaissances mais aussi sur les procédés que sont
les textes, les phrases détachées et 'iconographie ; puis nous verrons
leur présence dans quatre manuels publiés a différentes périodes et par
des auteurs d’origines chinoises ou frangaises.

1. Les stéréotypes : Recherches et didactique

1.1 Définitions

Au niveau étymologique, un préjugé est un jugement avant une expéri-
ence mais a cette définition 1'idée qu’il crée un obstacle pour connaitre
la vérité a été ajoutée (De Carlo, 1998, p. 83-84). Alors que le mot
« stéréotype » vient de I'inventeur du processus d’impression des copies
par « stéréotypie », le francais Didot, en 1798 (Bertocchini & Costanzo,
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2008, p. 154), Walter Lippmann, un publiciste américain a introduit ce
terme dans les sciences sociales en 1922 (Chatziangelaki, 2011, p. 53).

Le stéréotype est « une représentation « cliché » de la réalité » qui est
ramenée a « une idée toute faite » (Cugq, 2003, p. 224). Il s’agit de voir la
réalité¢ de fagon incompléte et subjective. Un stéréotype est tout ce qui
est accepté par les traditions, les personnes et les groupes sociaux mais
aussi tout ce qui est créé pour Etre présenté a un « caractére suppose »
(Chatziangelaki, 2011, p. 54). Une idée préétablie est un stéréotype alors
que les clichés sont des groupes de mots fixes, des expressions sans
originalité, par exemple : « tétu comme une mule » (Amossy, 1989, p.
34-35). Les sciences sociales s’intéressent plus aux stéréotypes et les
¢tudes littéraires, aux clichés (Amossy & Herschberg Pierrot, 2015, p.
53) mais ils sont souvent utilisés comme des synonymes (Amossy, 1989,
p. 34), c’est ainsi que nous les utiliserons pour cet article. Il ne faut pas
confondre le stéréotype avec ce qu’il représente. Tisserant (2014, p. 388)
rappelle que le stéréotype est « une croyance dépourvue d’€motion »
alors que le préjugé est « une attitude chargée affectivement ». Souvent,
elle s’exprime de fagcon émotionnelle négative envers une personne qui
appartient a un autre groupe. Le stéréotype est une image, un avis, sur
un groupe et les personnes qui le composent alors que le préjugé est I’at-
titude prise a I’égard des personnes qui composent ce groupe (Amossy
& Herschberg Pierrot, 2015, p. 34-35). Le stéréotype est une structure
cognitive obtenue et non naturelle sur laquelle le milieu socioculturel,
I’expérience de chacun, les moyens d’influence telle que la communi-
cation de masse ont un effet, ce qui est li¢ a I'appartenance, a notre
propre identité et a une position particulicre face a une autre personne
et I’étranger (Xie, 2008, p. 48). Selon Dufays et Kervyn (2010, p. 55),
neuf aspects sont caractéristiques du stéréotype : sa banalité, son aspect
immobile , sa caractéristique complexe a saisir et collective de sa base,
sa constance dans le temps, son existence dans la mémoire d’un grand
groupe, ’élément « évident » et sans interrogation de la plupart de ses
emplois, les nombreuses valeurs que I'on peut lui accorder, son aspect
intertextuel, qui est a 'origine et le résultat de beaucoup de récurrences,
la réversibilité des points de vue le concernant. Cependant, Bertocchini
et Costanzo (2008, p. 154) rappellent que le mot « stéréotype » est sou-
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vent synonyme de « préjugeé ».

1.2 L’importance des stéréotypes

Les stéréotypes ne sont pas anodins puisque, selon Fiske,' ils peuvent
inciter a traiter différemment les autres. Ils risquent parfois d’étre a ’ori-
gine de discriminations et conduire au racisme, entretenir les incompré-
hensions, le dédain et les tensions entre les groupes (Devriésere, 2015,
p. 69). Ils sont aussi susceptibles d’€tre une entrave pour connaitre une
culture étrangére (Xie, 2008, p. 48). Mais ils peuvent également &tre
positifs : puisque selon Leyens?, ils sont le produit d’un systéme dont
l’objectif est d’établir les échanges de la facon la plus efficace possible,
ils facilitent la communication et aident a ’harmonie sociale (Id, p. 47).
Lors d’un échange, les stéréotypes peuvent servir pour faire des suppo-
sitions sur lattitude d’autrui et si cela ne correspond pas a ses attentes, il
s’¢loigne du stéréotype mais sans le supprimer et il est toujours possible
d’y repenser lors d’attitudes pergues comme étranges (Bertocchini &
Costanzo, 2008, p. 154). Certains stéréotypes sont négatifs : autrui est
percu comme un danger ou positif : I'autre est alors surestimé. Néan-
moins, corriger une maniere de voir les autres, percue comme erronée
pour qu’elle soit plus pres de la réalité, n’est pas inutile : des recherches
ont indiqué que I’acces a des informations, dont les détails sont exposés
et a un systéme proposant un choix, participe a améliorer notre fagon
d’étre et d’agir vis a vis des autres (De Carlo, 1998, p. 82). Mais ce n’est
qu’un premier aspect qui ne serait pas suffisant sans comprendre les dis-
positifs qui permettent de construire des convictions et leurs roles (Id,
p. 82). Cependant, il est inévitable de développer des stéréotypes sur ce
que nous ignorons ou avec qui nous avons eu peu de contacts puisque
classifier facilite la compréhension du monde qui nous entoure (Tisse-
rant, 2014, p. 388). Les stéréotypes peuvent étre percus de manicre gé-
nérale : « la nature des processus mentaux et leur fonctionnement » (De
Carlo, 1998, p. 84) ou de manicre spécifique : ce sont les idées négatives
envers certains groupes. Par les stéréotypes, la réalité est déformée et

1 Fiske, S. (2008). Psychologie sociale, Bruxelles: De Boeck cité dans Tisserant, 2014, p. 388.
2 Leyens, J-P, Yzerbyt, V. & Schadron, G. (1996). Stéréotypes et cognition sociale, cité dans
Amossy & Hersberg Pierrot, 2015, p. 43.
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simplifiée, que ce soit en insistant sur les différences entre deux groupes
de personnes ou en les atténuant. En revanche, les stéréotypes ne sont
pas tous complétement faux, certains se basent sur une réalité (Amossy
& Herschberg Pierrot, 2015, p. 38). Les stéréotypes évoluent aussi avec
le temps. C’est ce que nous avons voulu voir avec des manuels publiés
a différents moments.

1.3 La création des stéréotypes

La connaissance est une évolution complexe entre réalité concrete, di-
mension subjective et situation historique et sociale (De Carlo, 1998, p.
82). Clara Gallini® indique qu’un préjugé ne substitue pas la vérité a un
mensonge et qu’ « un préjugé n’est ni vrai ni faux » (De Carlo, 1998,
p. 83) mais selon Lippmann* 'image que nous avons des autres est tou-
jours différente de la réalité ; d’ailleurs elle évolue selon la culture qui
nous entoure et les exemples qu’elle nous envoie (Devriésere, 2015, p.
68). Classifier et catégoriser selon ses objectifs, ses nécessités et ses ap-
préciations sont des mécanismes naturels chez I’homme ; sinon il serait
trop compliqué de connaitre tous les détails de la réalité. Les catégo-
ries doivent contenir de fortes ressemblances et les différences entre les
membres seront donc oubliées pour ces similitudes (De Carlo, 1998, p.
85). Lorsque des traits spécifiques donnés a une catégorie sont percus
comme la représentant mais également comme la constituant, un sté-
réotype se crée. Le cliché est rattaché a des catégories dont dépend une
personne : selon la nationalité, la religion, le métier, la race, le sexe,
I’age, la classe sociale, le groupe (les immigrés, les racistes...) (Amossy
& Herschberg Pierrot, 2015, p. 32 & Chatziangelaki, 2011, p. 54). Les
stéréotypes se créent sur des groupes par un contact fréquent ou par les
médias. Les plus jeunes (enfants et adolescents) découvrent des réalités
en partie dans des livres scolaires. Les stéréotypes seraient le résultat
d’un « apprentissage social » (Amossy & Herschberg Pierrot, 2015, p.
37).

3 Gallini C. (1996). « Giochi pericolosi, Manifesto libri ». Rome, cité dans De Carlo, 1998, p. 83
4 Lippmann. W. (1946). Public opinion. New-York : Pelican books, cité dans Devriésére, 2015, p. 68
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Le stéréotype repose sur « ’hypergénéralisation » (De Carlo, 1998, p.
85) : lorsqu’une personne est incluse dans une catégorie puisqu’elle cor-
respond a un aspect telles que la langue, la couleur de peau...elle est vue
comme parfaitement semblable a tous les autres membres sur tous les
points (De Carlo, 1998, p. 85). Les stéréotypes ne portent pas sur des
preuves mais sur des faits établis (Marie, 2008, p. 74). D’ailleurs, créer
des catégories de personnes est dé¢ja une forme de jugement puisqu’elles
ne présentent pas la réalité de facon objective et signalent une vision
du monde qui juge perspicace de différencier les gens selon un aspect
plutét qu’un autre.

Les stéréotypes sont différents selon les zones géographiques : le « sté-
réotype dévalorisant » est utilis¢é pour ceux qui se trouvent dans un
lieu pres de nous alors que le « stéréotype de I’exotisme » concerne les
« cultures lointaines » (De Carlo, 1998, p. 86) ce qui est le cas pour les
manuels de CLE en France. On différencie les « hétéro-stéréotypes » :
sur un groupe qui nous est étranger et les « auto-stéréotypes » : sur un
groupe dont on fait partie. Les représentations et les caractéristiques qui
les composent sont produits par les traditions, « I’histoire, la situation
politique et économique du pays et liés a la psychologie individuelle et
sociale de ses membres » (Chatziangelaki, 2011, p. 54). Les auto-stéréo-
types peuvent servir a construire des hétéro-stéréotypes. Nous verrons
ces deux types dans les manuels étudiés. L'image que l'on se fait de
soi-méme dépend aussi du ou des groupes auxquels on appartient ; cela
a des conséquences sur I'identité sociale et sur les relations entre les
groupes, cela « aide a la formation individuelle et collective » (Devrié-
sere, 2015, p. 69). Cependant, les stéréotypes informent sur celui qui le
crée et non pas sur celui sur qui il porte (Cuq, 2003, p. 225). Nous avons
donc choisi deux manuels de chinois langue étrangere réalisés princi-
palement par des Francais et un entieérement congu par une Chinoise, ce
qui permet de faire des comparaisons entre la perception de la Chine
par les Frangais et la perception que les Chinois ont d’eux-mémes.

Au niveau anthropologique, ’ethnocentrisme se retrouve dans toutes les

sociétés qui considérent leur groupe comme « mesure absolue a laquelle
comparer tous les autres » (De Carlo, 1998, p. 87) et voient la diversité
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comme inférieure.

1.4 Les stéréotypes et la didactique

Comme les stéréotypes sont inévitables, le Manuel de formation pra-
tique pour les professeurs de FLE indique qu’en didactique des lan-
gues, il faut les accepter et les traiter mais aussi les découper et pour
cela, il est nécessaire de prendre du recul, de savoir observer autrui,
mais, plus particuliérement il importe de s’observer soi-méme et « se
voir comme autre face a soi-méme » (Bertocchini & Costanzo, 2008,
p. 155). Maddalena De Carlo (1998, p. 88) suppose qu’un stéréotype
comme image de différence, aide a se construire une identité puisque
I'image que chacun se fait de sa propre personne dépend en partie de
son image par rapport a celle du groupe dont il fait partie ou par rapport
aux autres groupes. Nous sommes comme nous nous percevons mais
aussi comme les autres s’imaginent que nous sommes. Notre identité
dépend des autres et nous sommes différents en comparaison avec au-
trui (Id, p. 88). Créer des stéréotypes est nécessaire pour se former une
identité (Ibid, p. 90).

Selon Dufays et Kervyn (2010, p. 53) : « les phénoménes de stéréoty-
pie [...] ont toujours constitué un objet clé de I’enseignement des lan-
gues-cultures et un révélateur de ses enjeux et de ses valeurs ». Ils ex-
pliquent cela par ’étendue de son développement.

Les stéréotypes étant trés courants et normalis€s se retrouvent « en pre-
miére place » dans les programmes et les manuels®. L'objectif n’est pas
d’¢chapper aux stéréotypes mais de prendre conscience qu’ils sont un
systéme pour organiser « sirement inadéquats, trop limités ou pas assez
appropriés, selon les cas » (Bertocchini & Costanzo, 2008, p. 155) mais
ils paraissent inévitables lors du contact de deux cultures et puisque
acquis, ils peuvent toujours étre modifiés méme s’ils sont qualifiés de
« rigides et résistants aux changements » (Amossy & Herschberg Pier-

5 Dufays, J.-L. (1993). « Initier a la conscience des stéréotypes : un enjeu éthique essentiel du cours
de frangais ». In Enjeux, 29. Namur, 47-,5 cité dans Dufays & Kervyn, 2010, p. 54
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rot, 2015, p. 33). D’ailleurs, Jean-Pierre Cuq rappelle qu’il est inutile de
vouloir lutter contre les stéréotypes mais il est inévitable de les par-
faire et de faire prendre conscience qu’ils ne présentent qu'une partie
de la réalité. Pour les apprenants débutants, I’enseignant peut utiliser
les stéréotypes ; ceux-ci peuvent donner acces a une culture autre ou au
contraire le fermer. A partir des années 1980, le stéréotype est devenu
plus visible avec I'utilisation de documents authentiques en classe, il a
été percu comme un frein pour interpréter la réalité propre a la société
parce qu’il oriente le point de vue et restreint la réalité culturelle et so-
ciale de I’étranger. L’étude des stéréotypes a alors été acceptée comme
objectif pédagogique par exemple avec ’analyse des représentations
de chacun entre deux pays (Cuq, 2003, p. 225). Les enseignants ont
¢galement des points de vue subjectifs ; I’enjeu d’'une éducation inter-
culturelle serait alors de créer des symboles intersubjectifs qui pourront
évoluer dans une relation avec autrui au sein de laquelle il pourra aussi
se retrouver (De Carlo, 1998, p. 87). Pour avoir une influence sur les
stéréotypes, I’enseignant doit définir les cultures de la classe : celle des
apprenants comme de la langue apprise, il s’agit de voir les résultats de
la création de stéréotypes sinon, ceux de ’enseignant seront un piege
qui empécheront d’atteindre les objectifs visés (Chatziangelaki, 2011, p.
56). Les stéréotypes aident également a la compréhension des textes lus
(Dufays & Kervyn, 2010, p. 56).

Comme le fait remarquer Perret-Truchot, (2015, p. 1), un manuel n’est
pas neutre puisqu’il choisit, classe les connaissances selon les besoins
de I'enseignement. Dans un manuel, certains messages sont quasi sys-
tématiquement intentionnels et prévus afin de permettre a la culture et
a la langue enseignées d’étre plus mises en valeur. Lorsqu’un manuel
parait neutre au niveau politique et culturel, il contient toujours des va-
leurs et des messages sous-entendus. Ceci est trés clair lorsque le ma-
nuel porte sur une société dont les valeurs sont €éloignées de ’apprenant
(Yamamoto, 2010, p. 171) ce qui est le cas pour les manuels de CLE en
France, c’est pourquoi nous avons voulu savoir comment étaient présen-
tés le pays et sa population dans ces manuels.

Amossy et Herschberg Pierrot (2015, p. 37) indiquent que les enfants
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et les adolescents découvrent des faits en partie par les livres scolaires
ce qui a une forte influence sur I'image qu’ils se font de groupes dont
ils n’ont pas de connaissances concretes, mais aussi sur ceux auxquels
ils appartiennent ou qu’ils fréquentent au quotidien. Dans les manuels,
il importe de ne pas montrer de contenus partiels ou équivoques ; les
informations ne doivent pas non plus étre dénaturées. Roger Seguin
(Seguin, 1989, p. 32-33) propose que pour un méme fait ou événement
soient présentées plusieurs interprétations ou bien différentes explica-
tions possibles pour un seul phénomene. Les manuels font des choix qui
sont le plus souvent tacites.

Les manuels montrent des modeles qui peuvent avoir une influence sur
les attitudes, les facons de voir le monde et les points de vue des appre-
nants (Fontanini, 2007, p. 2). Ils transmettent des normes et des valeurs
mais aussi une certaine compréhension de I’histoire, une fagon de per-
cevoir le monde et des exemples de comportements sociaux. Ces as-
pects ne sont pas visibles lors d’une lecture rapide mais on les retrouve
dans les textes, dans les illustrations et dans les exercices (Id) : c’est
ce que nous avons voulu voir dans les manuels étudiés. Cependant, les
apprenants, les parents et les enseignants font instinctivement confiance
aux manuels. Ils ont donc une importance majeure dans ’¢ducation des
plus jeunes. Ils sont percus comme des livres supérieurs aux autres qui
ne peuvent contenir ni erreurs ni failles. Selon Bendick®, les manuels
sont des « autobiographies nationales », on peut alors s’interroger sur
les valeurs transmises par ces derniers ; aussi nous verrons dans la
deuxieme partie que ces manuels correspondent en partie a 'image que
les Frangais se font de la Chine.

Les manuels transmettent des valeurs, une idéologie et une culture. Ils
montrent « I'identité de la nation toute entiere » (Choppin, 1992, p. 19).
Cependant, un manuel est forcément « réducteur » puisqu’il doit trier,
structurer, hiérarchiser les connaissances. Il impose alors ses choix tout
en occultant certains aspects et en valorisant d’autres (Id, p. 112). Chop-
pin (Ibid) fait remarquer que certains reprochent au manuel d’étre « un

6 Bendick R. (2004). « La guerre et la paix dans les manuels scolaires : Allemagne et France (1918-
1940) ». In Le XXeéme siécle des guerres. Paris : L’Atelier, cité dans Le Marec, 2005, p. 124
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instrument d’endoctrinement » et lorsqu’il est neutre, il est critiqué pour
son manque d’intérét. Cependant, il ne peut pas présenter la réalité de
fagon exhaustive, il doit forcément la simplifier et réduire le contenu,
opérer des choix pour ne garder que I’essentiel. Cela a pour conséquence
que certaines informations peuvent s’avérer inexactes. En général, les
manuels montrent les qualités de la société et non ses défauts (Ibid, p.
167), ce que nous avons souhaité observer avec les manuels de chinois
publiés en France pour des apprenants frangais en montrant comment
est présentée la Chine, pays au pouvoir autoritaire .

2. Les stéréotypes dans les manuels

1.1 Les stéréotypes généraux sur la Chine

* Pour cette recherche, nous avons sélectionné quatre manuels, réali-
sés par des auteurs chinois, frangais ou bien des deux nationalités et
publiés a différentes périodes. Cependant, tous sont toujours dispo-
nibles a la vente’, certains ayant été réédités et quelque peu moder-
nisés. Ces quatre manuels sont :

«  Méthode d’Initiation a la Langue et a I’Ecriture chinoises de Joél
Bellassen, avec la collaboration de Zhang Pengpeng, édition de 1989

*  Meéthode 90, Chinois débutant pratique de base de Leilei Li, publié
en 2004

e Ni shuo ne ? Méthode de chinois, A1/ A2 du CECRL de Arnaud
Arslangul, Claude Lamouroux et Isabelle Pillet, publi¢ en 2009

e Ni shuo ba ! Méthode de chinois , A2/Bl du CECRL de Arnaud
Arslangul, Jin Yezhi, Claude Lamouroux et Isabelle Pillet, publi¢ en
2013. Ni shuo ba ! est la suite de Ni shuo ne ?.

On trouve dans le manuel Ni shuo ne ? des stéréotypes sur la Chine ;
cela se voit dans les dessins avec une grand-mere aux yeux tres bridés
avec un chignon (Arslangul, Lamouroux & Pillet, 2009, p. 13). Dans
un exercice, (Id 2009, p. 15), tous les personnages habitent a Pékin. On
constate également des clichés sur cette ville : pour un voyage a Pékin,

7  En février 2020
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les photos sont la cité interdite et le temple du ciel ainsi que le canard
laqué (Ibid, p. 167) avec des généralités telles que : la Cité interdite est
trés grande, la grande muraille est trés longue (Arslangul, Lamouroux
& Pillet, 2009, piste 157) alors que cette derniere ne se situe pas dans le
centre de la capitale. Ces aspects se retrouvent dans Chinois débutant
pratique de base. De méme, pour Shanghai, on trouve les photos de
Nanjing road, de Pudong comme on peut le voir dans la lecon 28 ( Li,
2004, p. 141). Quel que soit le manuel, on trouve assez peu d’ouverture
a des villes moins connues a ’exception de Ni shuo ne ? qui mentionne
¢galement Jinan.

La photo d’une famille chinoise la montre avec du thé sur la table (Ars-
langul, Lamouroux & Pillet, 2009, p. 36). Cela renforce I'idée que tous
les Chinois boivent du thé. Dans Chinois débutant pratique de base,
un personnage fait du vélo et du Taichi ( Li, 2004, p. 272), les manuels
quels que soient leurs auteurs et leur année de publication ne vont pas
forcément a ’encontre des clichés des Francais sur ce pays.

On trouve également une photo de karaoké (Arslangul, Jin, Lamouroux
et al., 2013, p. 8) renforcant I'idée que tous les Chinois adorent cette
activité. Un texte (Id, 2013, p. 76) indique méme que « le karaoké est
adapté au caractere des orientaux » or, tout un peuple ne peut pas avoir
le méme caractere. Il est écrit dans ce méme document que les Chinois
sont introvertis et que les Occidentaux sont extravertis, n ‘échappant
pas a des représentations stéréotypées. Une case de la bande dessinée
Lucky Luke (Ibid, p. 132) correspond tout a fait aux clichés des Francais
sur les Chinois : ils travaillent tout le temps (celui de la case repasse) et
ils omettent les verbes dans les phrases, voici ce qui est écrit dans les
bulles :

« Lucky Luke : Quelle corvée Ming Li Foo, nettoyer tous ces uniformes !
Le Chinois : Pas corvée, honorable ami, car mon humble travail bien

rémunéré et j’ai besoin de beaucoup d’argent pour retourner a Canton et
ouvrir blanchisserie américaine. »
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Physiquement, le Chinois est jaune avec une tresse, comme a I’époque
de la dynastie Qing, dont la fin date de 1912. Aucun travail sur ces
clichés n’est proposé dans le manuel, mais simplement des questions
sur ce que les apprenants pensent des conditions de vie de ces Chinois
d’outre-mer et quel est leur travail.

Le personnage qui illustre le manuel Ni shuo ne ? est un panda (noir et
blanc), cela renforce I'idée que 'animal que 1'on trouve en Chine c’est
le panda. De méme, lorsqu’il s’agit d’apprendre les prépositions de lieu,
c’est un dragon qui est sur le nuage, sous le nuage... (Arslangul, Lamou-
roux & Pillet, 2009, p. 115) Plutot que d’essayer de donner une autre
image du pays, les manuels semblent renforcer les stéréotypes.

On trouve une carte de la Chine (Arslangul, Lamouroux & Pillet, 20009,
p. 166) avec des illustrations, pleine de clichés : on y voit la grande
muraille, un panda avec du bambou, de hautes montagnes au Tibet, des
tasses de thé et des baguettes mais aussi un paysan avec un chapeau
chinois portant une palanche avec deux seaux de chaque coté. A cote
de la carte, on remarque le drapeau chinois et dessus un chat porte-
bonheur qui est d’origine japonaise. On voit ici 'objectif de présenter
la Chine comme les Frangais se la représentent. On retrouve ce méme
type de document [une carte de Chine] dans Méthode d’Initiation a
la Langue et a I’ Ecriture chinoises (p. 72), avec également la grande
muraille, des batiments traditionnels, des riziéres, des jonques ou les
paysages tres connus de Guilin.

Comme le reconnait lui-méme l’auteur, Joél Bellassen, « la différence
entre le nord et le sud [de la Chine] préte a la simplification » (Bellassen,
1989, p. 90), mais aussi aux clichés : la Chine du Nord y est présentée
comme traditionnelle et la Chine du Sud : avec beaucoup de fleuves et
commergante. Un dialogue (Bellassen, 1989, p. 137) reprend tous les cli-
chés sur la Chine et les Chinois : ils sont trés nombreux, il y a beaucoup
de vélos, ils mangent avec des baguettes et Confucius est cité. Quelle
que soit I’année du manuel, les stéréotypes sur la Chine traditionnelle et
exotique restent présents.
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Dans Chinois débutant pratique de base, on trouve des auto-stéréo-
types : un personnage, qui par son hom semble chinois, prépare un ca-
nard qui ressemble au canard laqué pékinois ( Li, 2004, p. 232) ou Xiao
Ming, que I'on devine étre chinois d’apres son nom ne boit pas de café
mais du thé (Id, p. 124).

Laccent des enregistrements de Ni shuo ne ? et Ni shuo ba ! est clai-
rement pékinois, tout comme, a 1’écrit, le suffixe/Ls (er), trés spécifique
au chinois du nord, se retrouve dans tous les manuels que nous avons
consultés. Au niveau culturel, la Chine du Nord est aussi plus largement
représentée : dans Méthode d’Initiation a la Langue et a [’Ecriture
chinoises (Bellassen, 1989, p. 92), un dessin montre un Chinois assis
sur un « kang » (lit de briques chauff¢) ce qui est propre au nord du pays.

1.2 Une image ancienne de la Chine

Alors que le manuel Ni shuo ne ? date de 2009, il propose une pho-
to d’un treés vieux train (Arslangul, Lamouroux & Pillet, 2009, p. 98)
confirmant 'image des occidentaux d’une Chine trés peu moderne (Id,
2009, p. 63). On trouve également beaucoup de photos anciennes : de
famille (Arslangul, Jin, Lamouroux et al., 2013, p. 22), de Shanghai et
toute une legon est intitulée « le Shanghai des années 1930 » (= 4FAX
f']_L-F) (Arslangul, Jin, Lamouroux et al., 2013, p. 58-59). Les auteurs
généralisent et rendent plus traditionnelles les fétes, « les tambours
accompagnants les défilés et les danses du dragon et des lions ne cessent
de résonner » (Arslangul, Lamouroux & Pillet, 2009, p. 108) ; alors que
toutes les villes n’ont pas ces animations. Le dessin issu de Tintin et
le lotus bleu (Bellassen, 1989, p. 180) montre aussi tous les clichés des
Européens sur la Chine qui resterait traditionnelle : Tintin, Dupond et
Dupont portent des vétements typiques, les deux détectives ont méme
une tresse pour l'occasion ce qui ne se fait plus depuis la fin de I'époque
Qing. D’apres les dessins du manuel Méthode d’Initiation a la Langue
et a I’Ecriture chinoises, on peut imaginer que tous les Chinois vivent
encore dans des maisons traditionnelles, tout comme dans une présen-
tation culturelle de Ni shuo ne ? (Arslangul, Lamouroux & Pillet, 2009,
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p. 134-135). Dans une lecon (Bellassen, 1989, p. 105), le caractere [
est traduit par char véhicule a roue, alors que, méme rares, il y avait
quelques voitures en Chine a cette époque. Méthode d’Initiation a la
Langue et a I’Ecriture chinoises ne montre que la Chine trés tradition-
nelle et ancienne : un enseignant n’a pas de tableau dans sa classe et
utilise des tablettes dans son cours (Bellassen, 1989, p. 52). La partie
culturelle de Méthode d’Initiation a la Langue et a I’ Ecriture chinoises
fournit peu d’informations sur la Chine de 1’époque : les années 1980,
dans une partie « civilisation » (Bellassen, 1989, p. 135), les examens
impériaux sont présentés, alors que les derniers ont eu lieu au tout début
du XXe siecle, bien que rédigé au passé le paragraphe ne le précise pas.
L’aspect trop traditionnel donne une vision erronée du pays : un méde-
cin qui écrit au pinceau (Bellassen, 1989, p. 214) parait daté.

D’une maniére générale, les manuels, quelle que soit leur année de pu-
blication, correspondent en partie a I'image que les Occidentaux se font
de la Chine : un pays tres différent et encore traditionnel, assez idyl-
lique. Méme des ouvrages plus récents comme Ni shuo ba ! propose
toute une lecon sur le Shanghai des années 1930 (Arslangul, Jin, La-
mouroux et al., 2013, p. 58-59). Mais I’aspect trés ancien n’est plus pré-
sent dans les manuels publiés a partir des années 2000 : vingt ans plus
tard, la modernisation de la Chine est connue. Chinois débutant pra-
tique de base ne propose ni rubriques culturelles ni images ou photos
et ne montre donc une Chine ni ancienne ni particulierement moderne
dans ses textes et exercices.

1.3 Une simplification parfois erronée

Dans un tableau, on trouve la viande de chien (Arslangul, Lamouroux
& Pillet, 2009, p. 161) ce qui confirme le point de vue : les Chinois
mangent du chien alors que beaucoup n’en ont jamais mangé. Dans un
programme d’¢léves francais en Chine, ils vont voir un opéra de Pékin
(Id, p. 181), ce qui est idéaliste puisque tres long et trés compliqué, il est
trés difficile de suivre tout un opéra de Pékin pour un étranger a moins
qu’il ne soit traduit ou adapté aux touristes. Nous avons pu constater
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dans ces manuels quelques écarts avec la réalité. En effet, concernant
la culture, ce ne sont pas non plus toujours les plats les plus connus
qui sont présentés comme le poulet aux noix de cajou (Arslangul, Jin,
Lamouroux et al., 2013, p. 79), alors que le poulet aux cacahuétes est
plus populaire. Certaines données ne correspondent pas tout a fait a la
réalité, par exemple, la langue portugaise est souvent utilisée & Macao
(Id, p. 127) alors que tres peu d’habitants y sont lusophones. Le manuel
simplifie aussi parfois trop la réalité avec une carte de la route de la soie
(Ibid, p. 119) qui ne représente qu’un seul itinéraire alors qu’il y en avait
plusieurs.

1.4 La présence du Japon

Tandis que les deux pays ne s’apprécient pas, le Japon est présent dans
les manuels Ni shuo ne ? et Ni shuo ba !. Par exemple, on trouve a
chaque lecon une page de mangas dans Ni shuo ne ? et dans une écoute
de la legon 9 (piste 113), un personnage aime beaucoup les mangas, ce
qui peut créer une certaine confusion. Au début de Ni shuo ne ? (p.39),
les personnages du manga de la lecon 3 ont des noms japonais : Takeo et
Ydta : il est étrange d’avoir des noms japonais et des aspects d’un autre
pays dans un manuel chinois, surtout en tout début d’apprentissage (le-
con 3). Dans ce méme ouvrage (Ni shuo ne ?), un exercice de compré-
hension orale (p.62) est un « reportage sur la vie du sumo », la lutte
japonaise. Si les apprenants souhaitent mieux connaitre le Japon, ils
peuvent apprendre le japonais. Cela se rapproche d’une idée occidentale
qui considére que les pays d’Extréme-Orient sont trés similaires et ne
fait que rarement la différence entre des traditions chinoises, japonaises
ou coréennes.

Au contraire, le manuel Méthode d’Initiation a la Langue et a I’Ecri-
ture chinoises montre trés clairement son antipathie pour le Japon qui
semble étre désigné pour tout ce qui est négatif : des le premier dialogue
(Bellassen, 1989 , p. 21), alors que la Chine est « trés grande », le Japon
lui « n’est pas grand, il est tres petit », bien que ce pays ne soit pas I'un
des plus petits du monde. Le manuel continue a insister sur la taille
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du pays dans des exercices, et, page 200, il faut demander « pourquoi
n’étudies-tu pas le japonais ? », la réponse doit étre, « je n’aime pas
[cette langue] » ou on trouve aussi (p. 190) « le thé chinois est meilleur
que le thé japonais ». La phrase « les Francais sont plus nombreux que
les Japonais » (Bellassen, 1989, p. 190), nous étonne puisqu’en 1989, la
population japonaise était déja plus nombreuse qu’en France. Aussi, les
manuels congus par des Frangais traitent du Japon mais avec des points
de vue différents.

1.5 La place de I’idéologie chinoise

L’idéologie chinoise n’est ni mise en avant ni ignorée ; par exemple, sur
les photos d’une école (Arslangul, Lamouroux & Pillet, 2009, p. 10) et
d’une classe (Arslangul, Jin, Lamouroux et al., 2013, p. 8), les slogans
n’ont pas été enlevés. Le manuel Ni shuo ne ? (Arslangul, Lamouroux
& Pillet, 2009, p. 56) demande méme ce que dit une affiche de propa-
gande sur la politique de ’enfant unique. Dans Ni shuo ba ! (Arslangul,
Jin, Lamouroux et al., 2013, p. 36), un article, est issu du quotidien du
peuple, journal treés proche du parti. Un texte sur la révolution culturelle
(Id, p. 92) ne présente que les vétements portés a I’époque, un sujet
assez neutre. L'extrait sélectionné de ’autobiographie de Puyi « Jétais
empereur de Chine » (Ibid, p. 124) est aussi impartial, il porte sur I’en-
fance dans la cité interdite et non sur ses années en camp de rééducation
par exemple. Les manuels sont quasi exclusivement axés sur la culture
han et les minorités ne sont que trés rarement abordées.

Le manuel Ni shuo ba ! (Arslangul, Jin, Lamouroux et al., 2013, p. 112-
113) propose une legon sur les Jeux olympiques de Pékin et sur ’Ex-
position Universelle de Shanghai, deux grandes fiertés de la chine, a
I'image d’un texte (Id, p.112) qui rappelle que les JO de 2008 sont in-
comparables aux autres pays organisateurs : par leur prix, leur taille....
accompagné d’aucun autre commentaire. La lecon 75 de Chinois débu-
tant pratique de base (p.328) insiste sur le prestige de la Chine et finit
par cette phrase sur la Grande Muraille : « elle vous fera certainement
sentir la grandeur de la nation chinoise » ( Li, 2004, p. 329). Dans une
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legcon ( Id, p. 365) sur « le probléme démographique », I’auteur justifie
la politique de I’enfant unique : « aujourd’hui, on a maitrisé pour I’es-
sentiel la croissance démographique rapide et on a obtenu de trés bons
résultats », le texte de la lecon finit par : « il semble qu’en Chine le
planning familial soit trés nécessaire ».

Le manuel Chinois débutant pratique de base contient des aspects tres
nationalistes : la lecon 5 ( Li, 2004, p. 49) s’intitule « J’aime beaucoup
la Chine ». Ce qui ne se retrouve pas dans les autres manuels. La Chine
est aussi particuliecrement mise en avant, d’ailleurs « tout le monde dit :
« le monde ne peut pas se passer de la Chine, la Chine ne peut pas non
plus se passer du monde » » ( 1d, p.385).

Dans un exercice de version ( Li, 2004, p.51), on trouve la phrase : « Si-
mon aime beaucoup la Chine, il aime aussi beaucoup parler chinois ».
Phénomene que nous avions également constaté dans le manuel de FLE
chinois intitulé Le Frang¢ais (Ma & Lin, 1992, p. 123 et p. 126). Méthode
d’Initiation a la Langue et a I’ Ecriture chinoises fait aussi ressortir un
certain nationalisme : des la deuxieéme lecon (Bellassen, 1989, p. 31), on
apprend « national, de mon pays » (F&E)), dans la troisiéme lecon, il est
possible de retenir : « votre pays ». Plus tard (Bellassen, 1989, p. 85), ils
apprendront a dire patriote puis, ils verront la phrase (Id, p. 111) : « tout
le monde aime beaucoup son pays » (K FKHARE 52 ).

Le manuel Ni shuo ba ! (Arslangul, Jin, Lamouroux et al., 2013, p. 115)
présente la situation de la Chine en Afrique, ’aide au développement
des infrastructures sur le continent, que les Chinois emploient peu les
locaux, mais ne mentionne pas les problemes que cela peut poser.

Le pére d’un personnage qui doit participer a une compétition lui im-
pose le recueil de poémes de Mao Zedong®: il a obtenu le premier prix
(Arslangul, Jin, Lamouroux et al., 2013, piste 12). En revanche, lors
d’une présentation de Zhang Yimo, il est dit que certains de ses films ne
sont pas diffusés en Chine continentale, la raison donnée est : « parce
que trop sensibles » (KN AREUEK) (Id, piste 43).

8 EBEARFE (Mao Zedong shiji) [nous traduisons]
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Certains aspects sont treés proches du communisme : « il va en réunion
a 'usine » est le titre de la legon 8 ( Li, 2004, p. 61). Ce lexique portant
sur les usines est régulicrement réemployé dans les exercices. Cela est
aussi représenté dans Méthode d’Initiation a la Langue et a I’Ecriture
chinoises : on trouve les mots « ouvrier » et « ouvriere » (Bellassen,
1989, p. 85), « un syndicat » et une « assemblée annuelle » (Id, p. 130).
Ce que I'on retrouve dans méthode d’Initiation a la Langue et a I’Ecri-
ture chinoises et ne différe donc pas selon les années de publication. Par
contre, Chinois débutant pratique de base semble plus proche de I'idéo-
logie chinoise. D’ailleurs, la phrase « la minorité doit se soumettre a la
majorité » ( Li, 2004, p. 334) nous semble particulierement autoritaire
et ne se retrouve jamais dans un manuel frangais.

1.6 Taiwan

En général, Taiwan est présenté de fagon impartiale, afin que cela ne
heurte ni les Chinois ni les Taiwanais. Méme si Taiwan est trés peu pré-
sent dans Ni shuo ne ? et Ni shuo ba !, deux pages lui sont consacrées
dans la derni¢re lecon de Ni shuo ba ! (Arslangul, Jin, Lamouroux et
al., 2013, p. 128-129) portant sur les régions de langue chinoise (fiEHk
[X). Sur les premiéres pages des deux manuels Ni shuo ne ? et Ni shuo
ba !, on trouve deux cartes : une des provinces chinoises, I'autre de la
géographie de la Chine, sur ces deux cartes Taiwan est indiqué comme
faisant partie de la Chine, cependant, sur la carte du monde a la fin de
Ni shuo ba !, Taiwan n’est pas de la méme couleur que la Chine. Dans la
lecon (Arslangul, Jin, Lamouroux et al., 2013, p. 128-129), on ne trouve
que des faits neutres politiquement tels qu’un tableau avec le nombre
d’habitants, la superficie, les langues parlées, le climat, I’agriculture...
Alors qu’on retrouve sensiblement le méme tableau pour Hong-Kong et
Macao dans les pages précédentes (Arslangul, Jin, Lamouroux et al.,
2013, p. 126 et 127), la ligne présentant la politique est inexistante dans
le tableau sur Taiwan. Concernant les langues, alors que les Taiwanais
considerent parler le taiwanais, pour les Chinois, ils parlent un dialecte
de la province du Fujian, le livre écrit donc dialecte et évite de le nom-
mer. Dans cette méme lecon, quelques mots différents entre la Chine et
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Taiwan sont présentés puis un texte sur la situation de Taiwan de 1894 a
nos jours. Dans ce texte, le manuel indique : « Ces dernieres années, les
relations entre la Chine et Taiwan sont bien meilleures ; d’ailleurs, les
collaborations [interdétroit] sont de plus en plus nombreuses » (I )L
KA KRR R TIRZ, HHATEHECREEZ) (Arslangul, Jin,
Lamouroux et al., 2013 , p.129).

Dans l’enregistrement de Ni shuo ba ! (Arslangul, Jin, Lamouroux et
al., 2013, piste 52), lors d’une interview, une Taiwanaise doit dire ce
quelle pense de la Chine (appelée Chine continentale (Kfii ) et inver-
sement, un Chinois doit donner son avis sur Taiwan. Bizarrement, la
Taiwanaise a un fort accent pékinois. Les remarques concernant Taiwan
. « les équipements basiques ne sont pas aussi bons qu’en Chine» et
« les villes sont moins développées quen Chine » (it KR A&
1K) paraissent infondées, surtout que Shanghai et Pékin ne représentent
pas toutes les villes chinoises. De méme, « Mon pere aime beaucoup
[Taiwan], c’est comme la chine qu’il a vue lorsqu’il était enfant » semble
exagéré. Le manuel, bien que mentionnant Taiwan, essaie de rester im-
partial, voire de plaire a la Chine sans trop heurter Taiwan.

Les manuels Chinois débutant pratique de base et Méthode d’Initiation
a la Langue et a ’Ecriture chinoises ne mentionnent pas Taiwan qui
n’est pas dans la liste de vocabulaire en fin de volume et n’est donc pas
dans le « lexique » a savoir. Dans une méme lecon (Bellassen, 1989,
p. 62-63), on trouve quelques caracteres traditionnels dans un tableau
montrant leur évolution ainsi que les termes i (langue chinoise) uti-
lisé en Chine et 15 ( langue nationale) a Taiwan. Sur les cartes de
Chine de Méthode d’Initiation a la Langue et a I’Ecriture chinoises,
Taiwan est toujours représentée. Une legon de chaque partie de Méthode
d’Initiation a la Langue et a [’Ecriture chinoises porte sur la Chine
mais Taiwan n’est pas explicitement cité. Dans une partie civilisation, la
date du 1°" octobre est indiquée pour la féte nationale (Bellassen, 1989,
p. 41) mais pas le 10 octobre.
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2 Conclusion

Malgré leurs différences par leur année de publication comme par la na-
tionalité de leurs auteurs, les manuels restent assez proches en ce qui con-
cerne les stéréotypes et leur représentation de la Chine avec seulement
quelques nuances. En effet, le manuel publié en 1989 présente parfois
la Chine impériale avec des personnages qui écrivent au pinceau et des
manuels ayant une dizaine d’années présentent la Chine traditionnelle.
Selon la nationalité¢ des auteurs, les stéréotypes varient ou non. Nous
avons parfois trouvé les mémes stéréotypes comme le thé. Concernant
la représentation de la Chine pergue comme un pays trés ancien et tra-
ditionnel, cela se voit beaucoup plus dans les manuels congus par des
auteurs francais. La relation parfois tendue entre la Chine et la Japon se
retrouve seulement dans le manuel réalisé par une Chinoise. De méme,
le nationalisme et I'idéologie sont plus présents dans Chinois débutant
pratique de base. Le manuel écrit par une seule auteure chinoise cor-
respond aux manuels de FLE congus en Chine par et pour des Chi-
nois avec des stéréotypes qui sont parfois les mémes que ceux congus
avec des auteurs francais mais aussi des aspects nationalistes propres a
la Chine. C’est aussi le cas dans sa méthode d’enseignement avec une
traduction systématique des textes des lecons mais aussi des exercices
de theme et de version proposé€s aux apprenants mais aussi dans son
idéologie. Les enseignants doivent étre conscients de la présence de ces
stéréotypes au sein des manuels, ils peuvent alors proposer des activités
interculturelles ou des jeux pour que les apprenants en prennent con-
science. Ce qui pourrait étre proposé dans une autre recherche. Aussi,
il serait intéressant de voir quels sont les stéréotypes présents dans les
manuels de chinois langue étrangére réalisés par des Taiwanais, com-
ment sont présentés les pays étrangers et comment Taiwan est présenté.
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