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CLCS Occasional Paper No.18
Autumn 1986

LEARNING A FOREIGN LANGUAGE
THROUGH THE MEDIA

By

0 INTRODUCTION
Using the media (newspapers; magazines; radio;
television) as a moana of learning a foreign lan-

vanced learners; and examination syllabuses in

modern languages in Ireland and elsewhere now

prescribe the use of media texts as an uitegrm

part of the programme. But at what stage should
we begm to use media texts? Most language
teachers would probably feel that the media can be

19grmng. Very few,teachors would conaxder 1L poss-
ible to expose beginners to the media in a foreign
language.

This paper; however; will present arguments for

uamg the media from the very beginning of the

process of language learning: 1 will argue that
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using the medm enables many features of the natu-
ral acquisition process to be brought into play in a
way that much current language teaching material
does not. This position will be supported by referj
ence to some recent research into the processes of
reading and liétéﬁmg. RS Will théﬁ g’o’ on t6 diécuéé

thome texts accessible to a wide vanety of learners,

including beginners. 1 will illustrate that not only

can beginner-learners be helped to understand
foreign languuge texts but tﬁat they can be helpod

sophisticated level. Such an approach; it will be

argued, is not Dnly possible but to be recom-

mended, since it greatly ennches the comprehen-

Let us begm by considering the findings of re-
search into first and second language acquisition:



1 THE LANGUAGE ACQUISITION PROCESS

Much of the recent research into language
acquisition has concentrated on the linguistic out-=
put of the learner. This output might be termed
the "what" of language acquisition. Research in
this area has established that there are so-calied
"natural orders of acquisition” for certaini elements
of languages, or "devoclopmental stages" through

which learners pass in thc acquisition of aspects of
languages: 6ftiiéfrf regearch has looked at what might
be called the "where" and "with whom” of language
acquisition, the contexts in which language acqui-
sition takes place: it has exainiined the linguistic
input to which the learner is exposed; the interac-

tions he or she takes part in, his or her psycho-
logical and/or social distance from the target lan-

guage community, etc. Both types of research have
as their ultimate objective ~to gain insights into

"how" and "why" language acquisition tnkes place.

Inforimr ition about the facls of language acquisition
and its context is rightly considered to be an es-
sential prerequisite for making claims about how
and why language acquisition takes place. We will
look very briefly at the major findings of this ro-

search, since it is to serve as a backdrop for our
discussion of the usme of media texta.

1.1

1.1:1  First language

In the area of first language acquisition Roger
Brown (1973); in his now classic study of three un-

acquainted children (called Adam, Eve and Sarah
for research purposes) found that all three passed
through five clearly identifiable stages in their ac-

quisition of English. Brown named the stages as

6 3



STAGE _1: Relations or roles within the simple
gentence.

Stage 1 was characterised by the use of, first,
gingle words (or '"holophrases"), then, two
words linked together, in order to express a
limited set of basic relations. Word order was

STAGE 2: Modulations of meaning within the simple
sentence.

firat elements of morphology began to appear; -
the meaning of the basic "content words" began
phological markers.

STAGE 3: Modalities of the simple sentence:

The children began to acjuire the linguistic
means of modifying meaning through interroga-
tives, negntives and imperatives.

STAGE 4: Embedding of one sentence within
another

STAGE 5: Coordination of simple senterices and
propositional relations.

began to acquire, respectively, the ability to

embed sentences and to conjoin 8entences.

BEach of the three children passed through
these stages in the same order, though at different

rates. Each stage was named for the appearance of

7



the particular feature mentioned, not the full mas-
tery of it. As Brown says:

A a’u;ga ia namaa .. 8ither for a process that is

mt.ervnl or;_ for an exceptlonally elaborate de-
velopment of a process at that atage. However,
the whole development. of any one of the major

constructional processes is not contained within

a given stage interval: Semantic roles go on

developing after Stage I; the modulations of

meaning extend from Stage II to beyond even
Stage V. The germs of the major moduhuea or

simple sentences (interrogation, negation, the

1mperat|ve) are to be found even in Stage I in

a syntactically rudlmentary form, and there are

combinations of the nodullt.lea, like_the_ tag

queqtlon, which do not appear until after Stage
. {p.59)

Thm es abh"hi’rig of atagea t.hrough whlch all

other very algnificant., dlscovery. he foquwthg{t
there was an approximalely invariant order in
which the three children acquired a set of fourteen

morphemes in English; 7though once again rates

were_ different. The mean order of ncquinitlon, with

rough mdlcahonqﬂggithp atag‘es at which the mor-
phemes were acquired; is set out in Tab'e 1;

" To apprecxate the nature of theae fmdmga 1t. may

heip to focus attention on those elements of the

above list which refer to verbs. If we select from

Brown'’s list of morphemea only those_ which are
associated with the verbal systcm, and map thei
onto part of the Enghah verbal system, we get the
pattern of acquisition set out in Table 2 {the order

ia indicated by the subscript numbers).

8



TADLE 1 Mean order of acquisition of 14 mor-
phemes across three children, relative
to Stages I-V of language development

ACQUIRED BY:

i: Present progressive L
(—ing) STAGE
in "
on

N

N 0N
[$, 04,

4: Plural { -s) STAGE 3
5: Past irregular o

{e.g. went; brought)
Possessive _
_ 7(__ ,§’)7 o ] "
Uncontractible copula B
(is) "

.31 |

Y

Articles S
(the, a ) STAGE
Past regular )
(-t, -d, —ed) "

W0 [o o0}
-9l

. ... 8fter STAGES
10: Third person regular

(—%)

11: Third person irregular
(e-g- has, is) "

12: Uncontractible auxiliary

o (e-g- is, am)

13: Contractible copula ,

T (Ds o) g

14: Contractible auxiliary )
( -’s; -’'m) "

(Based on Brown; p:274; Table 38; and p.271, Fig.14)




TABLE 2 Order of acquisition of the morphologi-
cal elements of the English verbal
sysatem as evidenced by Brown’s 1973
subjects

I bake I anm bakmgn I bakeds

You bake You are baking You. baRed

She bakess He is bak}_ng He baked

We Efékfé We are bakmg We baked

You bake You are bakmg You baked

They bake They are baking They bakg_q

I go I am going I wernts

You go You are gomg You went

She goes She is going ife went

etc.

I ama I'mn (bakmg)

You. are You're

He is He's

etc. etc.

s

You’ re

He's

etc.

I have

You hava

She haszs

etc.

{Subscript numbers indicate order of acquisition)
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. In a cross-sectional study of 24 children de
villiers and de Villlers (1973) corroborated Brown'’s

firidings concerning the order of acquisition of the

fourteen morphemes. This partxcular aspect of

Brown's research was to have a great influence on

second language acquisition research:!

There is, therefore, a clear progressxon in the

a macro-level (stages) and at a micro-level
{morphology).

. We may gsummarise the linguistic development of
the child with a diagram based on Garman (1979,
p:201) who charts in detail the various elements of

this progression. The child scems to move along
the following type of continuum in its acquigition

of English:?

i babbling => 1 single word utlerances => 3

word Buccessions => 1 two word combinations =>

[ two-/three—word utterances )ﬂth elements of

morphology => & simple phrases => 1 complex
phrases => etc.,

all leading, presumably, to the ability to converse:

In second iﬁnguaga, i‘ééééj"ch so called "natural
orders 6r acquisition" and '"developmental sge-

gﬁuer!ges have been est.eblished for different areas
of various languages. The _difference between

"natural orders of acquisition” and "developmental

sequences” is broadly as follows: the former refer

to the orders in which learners com= to be able to

use sccurately and consistently certain elements of

the language (incidentally, researchers in this area

have generally concentrated on elements of mor-
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phology); "developmental sequences", or the other

hand;, chart the various steps or stages through

which the learnar puaBses on hls/her way to _the
fully accurute use of certusin aapects of the lun—
guage (e.g. negutive, interrogative etc.) These de-
valopmental ~sequences will, of course, include many

“inaccurate" formu.

1.1:2:1 Natural orders of acquisition

_ _The seminal work in the area of natural orders
of L2 acquisition has beon that of Dulay and Burt,

who discovered in a sgeries of crosa-ssctional
studles of Spanigh- and Cuntoneae—upealung
children learning English in the US that they ac-
quired a set of 13 morphemes in English in an in-
variant order (Dulay and Burt 1973, 1974a, 1974b,

1974c; 1976): Due to a certain amount of criticism of

their manner of presenting their findings, Dulay
and Burt finally expressed their results in an
“acquisition hierarchy" rather than in rank order,
see Table 3.

Dulay and Burt’s order was not tlie same as that

found by Brown for first language, but it was

conelatent for children of dlfferent. language back-
grounds:. Their findings were replicated by others;

e.g. Futhman (1975) Bmley, ‘Madden and Krashen

ferent languuge backgrounds learning English in
the US that the order in which they acqmred the

get of 13 morphemes was very gimilar to thut found

by Dulay and Bu:t. for chﬂdren. Slmllar ordera of

ent language backa‘rounda (see Krashen et al. 1976,
Krashen et al. 1977).

baed |
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TABLE 3 Acquisition hierarchy for 13 English
grammatical morphemes for Spanish-
children

GROUP 1
PRONOUN CASE WORD ORDER =
{nominative/ {in simple declarative S)
accusative)

GROUP 2
SINGULAR COPULA SINGULAR AUXILIARY
(’s/is) ('s/is)

PLURAL AUXILIARY PROGRESSIVE
fare {(-ing)

GROUP 3
PAST IRREGULAR CONDITIONAL AUXILIARY
{would)
POSSESSIVE LONG PLURAL
(’s) (-es)
3rd PERSON SINGULAR
(-8)

GROUP 4
PERFECT AUXILIARY PAST PARTICIPLE
(have) (-en)

(From Dulay and Burt 1975, reproduced in Dulay;

Burt and Krashen 1982; p.208.)
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1.1.2.2 Developmental sequences

Developmental aequences have been establlshed

for the acquimtion of many areas of dlffereht lan-

guages; for exnmple, for the negatlve in English

(Qancmo st al; 1974) for the negative in English
and German (Wode 1976 1981), for the interrognative
in English (Cancino et al. 1974, Ravem 1974); for

word order in German (Meisel et al. 1981); for the
verbal syst.em in German ({Dittmar 1981; Maeisel
1983), for t.he verbal syst.em m Frenc (Devitt

und }lart. 1978) . As an example, Table 4 reproduces

Wode's 1981 detailing of the developmental sequence

for negut.lon in English as acquired by his German-

This type of research has examined the formal

aspects of language, concentrating partlcularly,flf

not exclusively; on the micro-level. Unfortunately,
researchers do not seem to have been able to es-

tablish widely accepuible Htages of overill lariguage

development, i.e. development at the macro-level
(though soe Lareen-[‘reemnn 1978l and Cluhsen .1983

for attempts in this direction). However, the find-=

ings of the résearch in second languagc rcqumlu
would ‘seem Lo indlcat.e t.hat. the learner acqulres a

i minglée words =5 i 'wafa combinations =5

morphological elements acquired in a set order

=> &« word-order rules acquzreﬂ in a set order

=> 5 complex gentences acquired in n set order
=> etc.

Many might be (and have been) t.empt.ed to
suggest that the teachmg‘ gequence should mat.c'h

the findinge of rerearchers about the acqguisition

vt
4
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TABLE _3 1.2 development sequence for negation.
Roman and Arabic numerals indicate
auccessive stagesa of developmerit. Items

in brackets ( ) are optional:

1 anaphoric negative no:
no, du imogelst, ja
X, no

II externnl non—annphgr}c negahve
1: no + adjective

no + verb L
1o + noun or NP
2! no + verb or VP

111 mternal be—negauon N
X + (be) no + Y
X + (be) not + Y

v internal full verb negation

and imperative don’t
post-verbal no/not:
subject + verb + no/not + X

subject + verb + pronoun + not (+ X)
subject + verb + not/no + N
pre-verbal no/not:
subject + no/not + VP
post-auxiliary no/not
~ subject + can no/not/n't + VP
post-verbal imperative not

verb (+ pronoun) + not (+ X)

imperative don’t
don’t + VP

v suppletive don't, dldn't )
serniterice internal don’t, didn't

pre-nominal nothing
nogative any

{From Wode 1981; page 104; Table 4)

!
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sequence. Iri fact, in gome ways teacheru ulready

the verpnl eyst.em in the folloy;ng ordor Prasent,

Passe Composé, Futur, Imparfait, malching tradi-
tional teaching orcders almost 100%. However; apart
from the fact that éiji:h an approach waould involve
teachers accepting @ "errors" as developmental,
which many would. tind .very difficult; there is a
fundamental error in guch a suggestion: it takes n no

account of the context in which the language was

acquired by the subjecte of the research reported.

Let us turn now to a study of this context:

1.2 The_context of language acquisition

1.2:1 First language

Research mt.o the cont.ext.a of lunguuge ncquml-
tion has begun to throw new light on the language
learnmg process. The followmg simple example of
language in use will serve as an illustration.

Child: Mammy! Mammy!

Mother: Yes, dear, what isg it?

Child: Liga’

Mother: Oh; you poor darling. Your shoe

has fallen into the Liga.

is not yet evern at the stage of two-word utter-

ances but is gtill at Birown's Stage I. Yet thlB child

is able to carry on gfmeamngful conversgation w:t.h

his mother. He knows how toc get her attention:
"Mammy!" Having gct xt, he goes on to respond to

S 13
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her request for a topic for comment ("Yes, dear,
what ia it?") by replying: "Liga". The mother
makes the relevant comment as expected. The con-

versation is very clearly structured; even though

the child’it input is single words: This structure

can be illuztrated as follows:
- NOMINATION

- ACKNOWLEDGEMENT

ELICITATION OF TOPIC FOR COMMENT

= NOMINATION OF TOPIC

- COMMENT ON THE TOPIC

_ The child has acquired this vertical structure

even though it does not yet have the horizontal

structure of individual utterances - how words are

strung togcther correctly and meaningfullye:

If one looks at the mother’s utterances, one
notices that she is actually providing her child
with a model of the horizontal orgamzat.ion of con-
versation. The child is receiving from her informn-
tion qbout the correct usage of the languag'e, in-=
fbi‘iiiiitiéi’i iib"oﬁt itﬁ fdi‘iﬁs i:iiid étrij’ctiji‘?*é., Thé

formas nmj atr,uct.,urea. One i cqu]d, lsxurmmel fqr

example, the following stages in "horizontal" devel-

opment:

SHOE LIGA -
{two-word utterance with correct order; indi-
cating location)

SHOE 1IN LiGA

(appearance of prepositiona)

& 17



MY SHOE IN LIGA
(appearance of possesmve)

MY SHOE IS IN LIGA 7
(uncontractible copula)

MY SHOE IS IN THE LIGA
{definite article)

of rourse, by this st.age the Chl]d wou]d have pro-

gresred to domg other t.hmgs with his Lxga'

~ This "horizontal" developmeit obviously reflecta
t;hé ki’rid of progressnon uncoverod by t.he fu‘st

Powever, Sco]lon ,(1974),, as quoted bywﬁgtch

{1978a), points out that it takes place within =a
frantework of cooperative communication:

Thia _suggests that ... discoursae structure is at
the heart of sentence structure from the be-

ginning of its development.
’I‘herefore, the model of development of linguistic
ability is not really

babbimy => single words => two word utter-

ances etc. => converssation.

Rather; the knowledge of the stricture of conver—
sution acts as the scaffoldmg {vertical structure)
which enubles t.he child to acquire the horizontal
Bt.ruct.ure (single words => two-word utterzmcea

oto.) What. Brown and others have been charting is

the development of this horizontal structure. The
vcrt.lcal structure was already flrmly in place. A
child, t.herefore, learns to converse long bsfore it

learns to talk.



A wsocond (this time genuine) example of =
child’s conversation, taken from Snow (1978), will
add a new dimension to our discussion. In this in-
starice an experimenter’ (E) is talking to an 18-
month=old child (C) before the child’s mother (M)

walks m. The chlld m trymg unsuccessfully to m-

whgn the mot.her enters does the conversation ac-
tually develop:

C: Bnndald
E: Where's your bandaid?

C: Bandaid.
E: Do you have a bandaid?

c: Bandaid. -
E: Did you fall down and hurt yourself?

(Mother enters)

C: Bandmd

M: Who gave you the bandaid?
C: Nurse.

M: Where did she put it?

C: Arm.

 According to Snow, the reason the conversation
succeeds only when the mother comes in is twofold:

(i) there is the shared experience; - the visit of

the mother and child to the hospital that morning;

(ii) the wmother is finely tuned to the type of

qUi‘BLIOI’i the child is capable of replying to. The

rescarcher had not shared the experience with the

chlld Théy did nct, therefore, have a common

atarting point, and she did not know the questions

to ask to trxggnr off the conversation. The crucial

ricw elomont. is shared experience, - shared knowl-
édge of the world. So crucial, indeed, is this

. 18



shared knowledge of the World t.hut. conversation

cannot normully take place without it.

We normally accept that participants in a con-

versation need to have some linguistic knowledge

in order for communication to succeed. We are per-

haps less conscious that they need two other types
of knowledge: (i) knowledge of the world and (ii)

knowledge of discourse conventions, or knowledge

of how conversation works. Yet, in the exauples

given nbove, the children (who were ieurnmg their

firat_ language) were able to carry on a very Hsuc-

cessful conversation; even though they had only

the latter two types of knowledge. The fact. that

they did not have the firut type - know]edge of

the appropriate hngumtlc forms and structures -

did not affect the outcome of their coriversations.?

What this type of research seems t.o be pomt.mg

to is that the first two types of knowledge are not

gg[y necesgary for communication but are essential
prerequirites for language development to occur at
all: They act as the vertical scaffolding which sup-

port.s the ucqulsltlon of the horizontal sgtructure;
the formal aspects of the language.

1.3.2 The contexts of second language ncquisition
Let us now look at the learner who comes in
contact wnh a foreign language for t.hcs flrst. ume.

guistic structures or forms of . the foreign lan-
guage. He is quite llkely, hOWBVer, to have Lthe
other two types of knowledgc - knowlcdge of how
conversntion works and knowledge of the world
which he can share with the native speaker of his

target langimge. Even as a begmner, therefore; Lhe

learner of a foreign languuge has quite a lot of
usable knowledge. With a syumpathetic native

PR
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respects not unlike those that obtnined for the

child in the conversations cited above: The severe

limnt.at.lonﬂ in linguistic knowledge should not

necessarily be an insurmountable barricr to com-
munication.

~ The situation is, unfortunately, not quite =so
simple. In the case of the child there is a shared
Rnowledp;o of t.ho world but. 1t. is very llmlted, it.

the ﬂper'll'lc framowork mt.p ,t.,hg workgpace of
conversation without too much difficulty. There are
limitations on the possible converaations; caused by
f;iié iiﬁiifxﬁéﬁé in the éﬁild 8 éégﬁilii&é iiiiitiji'itj' éhd

are also very lm‘gely restricted to the here-and-

now. A8 u° result, there are limitations both in the

range of topics (and, therefore; in the range of

vocabulary uncd) ond in the speech acts per—

formed. The adult speaking to the child has a very

linited range of thmgs that can be snid about a

particiilar topic. The conversation in, thereforo,
fairly prodlctable. This prodlctabxht.y facilitates the
task of t.ho chtld at. t.wo levels. {a) part.lclpnt.ing

the forms ol‘ thc language. The same will obvxously
hold for a child learning a second language.®

_ The adult® second language learner, on the
other hand; who Ltries to carry on a conversation

with an adult native speaker; will have a much

wukfr range of topica that he or she will want to

of t.ho world, rmd, accordingly, will have t6 use n

much widor range of vocabulary. Adult-adult con-

versntmns arc hkely, t.ht*reforo, to be much less

prodlctnbln than adult.—chlld convernattons. It s

obvious that one of the greatest sources of diffi-

18 21



cult.y for the adult forelgn language learner talking
wit.h a nat.xve speakor 18 llkely to be vocabulm'y,

converautxon. Hat.ch (1978&) sums up the dlfferences

adult learning a language:

The problem; then, for the adult learner is *hat

the dmcoui'se of Adult- Adult canVQrsutlon rehes

much leas on immediate environment t.han Adult.-
Child or Child-Child interactions. Topic identifi-
cation ia much nmore dlfflcult.. The adult. learner
must, at the very leust, recognize the content
vocpbulmjy pf a topic nomination in order to
puorticipate in converaition at all. Without vo-
cabulary cues, he cannot make any of the pre-
dictions necessary for topic-relevant responses.

{p.424; my italics)

In conversations with children the range of
topice and what is said about them is limited by
the child’s experience and cognitive development.
The child learns first to converse within this

liiiiii.éd Eériéé. Cbiiiiéi;éélibﬁé éi;é, therefore, pre-

topics and what can bec said about them is not

limited in this way. there is much less predlct.ubll—
1ty.VBéé§uae of this unpredictability, which is in-
herent in natural conversalions belween adult.s, the
adult learner of a foreign language is faced with
gerious dlfflcult.les in understanding and in bemg
pndoxjat.ood 7espec1ally at_ the _earlier stages of
learning, and the potentinal for breakdown in com-
iiiijﬁi'cét.i'd'ri i§ very great. Bbth _parties o the con-

p.431) and there must 7be constunt checking i’or

’
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comprehension. Many topics will simply be avoided

because of the linguistic limitations of the learner
{sve, for example, Faerch and Kaaper 1983, Tarone

1980, Tarone et al. 1983). This is quite likely to

cause a certam amount of fruatration in the adult

cogmhve inferxonty vm—a—vis t.he native speaker,
simply because of his lack of knowledge of the
language.®® Accordingly, the supporting frameworks
of ahared knowledge are more dlfflcult to eatablish

time and energy trymg to estsblish a framework of

shared knowledge, the result in both cases is

likely to be frustration.

Ia t.here any way in which the necessary sup-
portive framework can be made available to the

adult language learner without these restrictions

and frustrations? ’l‘he arniswer may lie in providing
him with atuthentic texts from the medisa:
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2 AUTHENTIC TEXTS

2.1 Understanding t

] We have t.radlt,lonally divided language skills

mt.o four cut.egories, - listening; Bpeakmg, reudmg

and writing. These reflect the different types of

observable behaviour associated with language. Our

examinations; even recent ones, are based to a

large extent on this categorising of the language
skills; Furthermore, it is still the case that many

tenchers and learners are influenced by the hier—
archy established by the struot.urahat/behavxounat

approach to languagv learning nothing must be

said which has not been heard, nothing read which

has not been said, nothing written which has not

betsn rend The result lB t.hat t,he learner oft.en has

before bemg giVéﬁ access to authentlc texts: Unttl
then the reading material that is provided is
usually eitheér meaningless and/or irrelevant; or
else it lacks natural discourse siructire.

The i’our—cornered division we normally make,

in terms of (a) medium ofi'wcommt-mratlon, and (b)

receptive versus productive skills, gives the fol-
lowing schema:

B RECEPTIVE PRODUCTIVE
ORAL o o
MEDIUM Listen Speak 7
WRITTEN |
MEDIUM Read Write
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these skxlls, as Widdowson (1978) points out. He
Eﬁgiéétﬁ applying different criteria: rather than
make tﬁé _distinction between receptwe ~and pro-

rocal and non-reciprocal activities.

ORAL A -
MEDIUM Listen - Speak
reclprocal
Listen - Speak
non-reciprocal
WRITTEN . o
MEDIUM Read ) . Write
reciprocal
Read Write
non—reéiﬁfijéél

Reciprocal activities are those that are shared

between at least two people who alternate the roles

of hstener/speaker or reader/wnter. The activities

says or writes will lnﬂuence what the other will
respond. Both parties share responsibility for the
construction of the conimunication and for thei dx-
rection{s) it will take. They are, therefore, partici-
pating in the ongoing process of creating a dia-
logue; either oral or written. Thus, the dialogues
between mother and child noted above are recipro-
cal in the oral mechum, an exchange of letters
would be reciprocal in the written medium. Such
reciprocal activities between adults are; as we have
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'said above, normally quite unpredictable in their
outcome.

Non-rec1procal activities, on the other hand, are

those in which one party makes no contributxon to

the text produced by the other. The text (oral or

writien) exists independently of the listener/reader

and cannot be influenced by him in any way. This
is the case with radic broadcasts, lectures, sermons

etc. for the oral medlum, and with newspaper ar-

ticles; novels, notices etc. for the written medium.

Non-reciprocal dlscourse does, however, 1nvolve

the listener/reader in an interaction in the sense

that he engages in an internal dialogue with the

speaker/writer. The speaker/writer knows that it is

not asufficient s:mply to speak or to wrlte, he must
speak for a hstener or write for a reader. Fuar-

thermore, the listener/reader is free to continue

with the internal dialogue or to abandon it at any

time as he sees fit. If he goint}pueq with it he does
8o on his own (listener’s/reasder’ 8) terms. The

speaker/writer must; therefore, like the participant
in a reciprocal dialogue, create a space to be

shared by his lxétener/reader so as o allow the

dialogue to take place. He must speak or write with

the listener/reader’s reactiong &and responses in

mind:. As Widdowson (1984) explains it:

1 want to suggest that written discourse too
repregents an interactive process of negoti-
ation. But whereas in spoken discourse this

process i8 typically overt and reciprocal; in

writtern dlscourse it is8 covert and non-

reciprocal. Thus in a gpoken exchange the par-

ticiparits alternate in open negotiation of mean-

ings, as we have seen, each taking turns to

contnbute to the mteractxon. The wrxter, how-

ever, is solitary; the person to whom he wishes

to transfer informétion is absent and often, to

-
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some degree, unknown. This ineans that the
writer has to conduct his ii'itéi'actibi'i by enact-

ity arising from a lack of ahared knowlodge.

The writer; then, has a basic conveyancing

problem: he has certain information to impart

for s01me illocutionary or perlocutxonary purpose

- to inform, to impress, to direct action, and so

on; but he has to prepsare the groundiand gset
up _ conditions favourable to the reception of
Buch informahon.fﬂe doee thie by contmually

from spenkor ; a8 it were, "7'7hearetj ’ enucting
the interaction by playing the role of each
participant ....

.+s The result of this dxecourse, this covert

non-reciprocal interaction; is a text: words on a
page‘ (pp.59-61)

For thm interaction Vto 7take place; i.iié two
parties must share the following types of knowl-
edga: (i) knowledge of the world;: including some

knowledge of the topic in question (where this

might be lacking or deficient the speaker/writer

must provide it); (ii) knowledge of the way this

particular type of diecourse Uperatea, and (iii)
knowledge of the formia and structures of the lan-

gunge. In other worde, exactly the same kinds of
conditions apply here_as for reciprocal discourse
(e.g. conversation). Of its very nature, hbwever,

non-reciprocal discourse is8 much_ imore etructuréd
than reciprocal discourse; even if it is not always

predictable (as; for example; in the case of litera-

ture,réee widdowson 1984 for a discuassion of po-
etry in this context:)



pating in non-recxprocal dlacourae, both wntten

and spoken, in the Largot. language Thioijﬁh lhia

guage. As far as the language learner is con-

cerned; this ie one of the crucial differences be-

tween non-reciprocal and reciprocal discourse. Pre-

cisely because the structures of texts are set; they

are accesslble, even if the process of accessing

them is complex: We will now examine this process
in a little more detail:

2.2 Understanding texts in a forelgn language

Let. us suppose that. the language learner comes
in contact with a text in a foreign language about
a topic with which he is totally familiar. (He may
initially recognise su(;h texts by familiar words,
names, photographs, diagrams, etc.) By bringing to
the task of deciphering this text {a) his relevant
knowledge of the world and. of the topic; and {(b)
his knowledge of how the discourse type in ques-
tion operates, the necessary frameworks are set
up; access to the text is made possible; and com-

munication can be established with the

speaker/writer. The language now poses much less

of a problem; since the learner can interpret

unfamiliar words and structures in the light of his

knowledge of the topic:

It la, therefore, possnble to mauke the same kmd
of comment about the language learner coming in
contact with oral or written texta about faxmliar
for the fzrst language learner Lakmg part. in con-
veraationa the adult learner can participate in the
discourse with very little knowledge of the lan-

Y
Lo
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guage, because the other two types of knowledge

are there; in other words; the least important

knowledge needed for coping with text may be the

knowledge of the language itself.

Furthermore, as in the case of the child, the
language will be learned more effectively and

meaningfully through texts on familiar topics be-

caure of the much higher level of predictability

they cortain, that is, because the scaffoldings of

(i) ashared experience/knowledge of the topic, and

(ii) the structure of the discourse, are already in
place. Equally important is the fact that the
learner’s participation in the discourse will be
meaningful; and therefore the frustration which is
so frequently a feature of face-to-face discourae
because of the severe limitation of possible topica

will be avoided.

 An example will help to illustrate the point. Be=
low in a text from a Danish paper, Berlingske
of éﬁﬁﬁgeéifn}}é been made. If you have no knowl-

edge of Danish, you may find it interesting to see
what you can make of it:

2500 MAND JAGER TERRORISTERNE

Over 2500 soldater og politifolk
fdi‘tﬁiitte lgar en giganhstk klapjagt pﬁ
mkkerhedgstyrkerne frefdag aften
befriede direktor Hans Johannson og
phgreb to af hans bortfgrere.

Uﬁaéi befrielsesaktionen blev en_

terroristerne; mens en Rriminalbetjerit.
blev s8ret. Ig&r blev en tilsyneladende
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sageslgs mand skudt i hovedet af
politiet; da han forsdgte at kgre
udenom en vejspaerring.

.. Kidnapperne; der kraevede to
millioner pund eller naesten 30
millioner kroner i ldsepenge; menes at
vaere de samme 8ol i sin tid bortfdrte

vaeddelgbshesten Elan; der aldrig er

blevet fundet.

Befrielsesaktionen blev ivaerksat, efter

at politiet havde modtaget et tip fra en

kontakt indenfor BMH. Omkring 1000

politifolk og soldater med
panserkeﬁ'etmer omrmgede en
skovstraekmng Ved Kiel i Schleswng—

blev minutiost undersggt.

Terroristerne forsggte at flygte og.
skjule sig med deres offer i on hule
som de havde forberedt i skoven; men
de blev opdaget og Bbnede ild imod_
politiet. De kastede en h8ndgranat der
draebte en soldat og en politikadet.

cesges that operate when learners come in contact

with texts in a foreign language. In the first in-

stance you may have picked out a few familiar—

looking words, such as terroristerne, politifolk,
denapperne.f Ybul" knowledge of the world _may
pened; you will also have had certain expectations
because you knew that it was a newspaper text.
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Beyond that, however, unless you know _some
Danisn or a related language, you are likely to

have made little sense of the article:

The only changes made in the above text were:

(i) proper names were changed; (ii) one sentence

was omitted. The original text follows; if you are

unfamiliar with the details of the incident reported,

a brief summary appears in the footnotes.it

fortsatte lg&r en gnganustk Rlapjagt p:\

fire IRA-terrorister, der slap bort; da

gikkerhedsstyrkerne fredag aften

befrlede Bupermarkeds—dlrektor Don

Tidey og plgreb to af hans bortfgrere.

Under befnelaesakubrien blev en

politikadet og en soldat drasbt af

terroristerne, mens en knminalbetjent
blev slret. IgAr blev en tilsyneladende
sageslgs mand skudt i hovedet af
politiet; da han forsggte at kgre
udenom en vejspaerring.

Den britiske premierminister Margaret
Thatcher lykgnskede lgrdag sin irgke

befrielsen af Tidey, der for 24 dage

siden blev bortwrt af IRA-terrorister;
forklaedt som politifolk. Kidnapperne;

der kraevede to millioner pund eller

naésten 30 mlliioner kroner i lgsepengs;

menes at vaere de samme som i sin tid

bortfgrte vaeddelsbshesten Shergar,

der aldrig er blevet fundet.
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Befrlelsesakhonen blev ivaerksat, efter
at politiet havde modtaget et tip fra en
kontakt indenfor IRA. Omkring 1,000
politifolk og soldater med

panserkgretgjer omringede en

skovstraekning ved Ballmamoi'e i

Leitrim - grevskabet naer grnensen til

Ulster Der blev oprettet 50

blev minutiost undersggt.
Terrbrisie’rne fo*r’s’égie’ ai fiyg’ié og

som de havde forberedt i skoven, men
de blev opdaget og &bnede ild imod
politiet. De kastede en h8ndgranat der
draebte en soldat og en politikadet.

i.i’on, even a casual glance through this latter
{original) vers:on of the newapaper repggtiiisiliilgie!y

to have given_ you the general sense. For this ver-
sion presented you with named people and familiar

events; which enabled you to construct a much
more detailed framework within which to decipher

many more of the words in the text.

It is important to remember, however, that it
was the Danirh text itself which evoked this
framework: The framework of knowledge and the
text itself were used cyclically to illuminate one
another mutually. For example, on reading the sec—
gnd versxon you may have reinterpreted politifolk
from "politicians”" to "policemen" as a result of
your prior knowledge of the incident. This. new
k’ri’o’wledgt-:' bf éléiiié'rité 61‘ thé lé’rigijég’é wama 1ii

-
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the accuracy of the information as glven in ‘the
article. In technical terms what you were doing was
combining "top-down processing"” (using prior
knowledge of the event) with "bottom-up proces-
sing” (decoding the elements of the text).

Interestingly; this matches exactly what hap-
pens in the reading process in one’s native lan-
guage. Most recent research on reading in a first
language stresses the importance of the information
which the reader himself brings to the reading
task. Carrell (1983b), for example, writes:

A fundamental assumption of the schema-

theoretic view of language comprehension is
that the process of comprehending u text is an

interactive one between the listener or reader’s
background knowledge of conisni and struc-

ture, and the text itself. The text alone does
not cerry meaning. Rather, a text only provides

guidance for listeners or readers as to how
they should construct the intended meaning

from their own previously acquired knowledge.

Since comprehension involves not only the in-
formation in the text; but also knowledge ‘the
listener or reader already possesses; efficient
comprehension requires the ability to relate the
textual material to one’s own knowledge (Adams
and Collins 1979). Comprehending words; sen-
tences, and discourse, then involves much more

than just relying on one’s own linguistic com-

petence. In fact, one’s jijriguiﬁi;it;’ competence is

just one part of one's total background knowl-
edge. (pp.82-83)

It is important to note that researchers differ
somewhat in the importance they assign to the de-
coding process on the one hand and to prior
knowledge on the other. However, even researchers

who stress the decoding aspect of reading (word-



by-word, or even letter—by-letter, processing: the
“bottom-up approach”), have to make provision for
the important role played by the reader’s. brnb’r’

for example, found ,that the crucnal,dlfference be-
tween beginner. readers or poor readers on the one
hand; and skilled readers on Lhe other; was the

abxlity ol' the latter to take context mto considera-

children in prlmsry school in the US, they found

that poor readers in second grade who were pre-

gsented with words in isolation and then with words

in context, used letter—by—letter processinz in both

cases; good roaders in both second and fourth

grades used holistic processing for both cases.
However,

the most interesting results were with our
fourth-grade poor readers. They did letter-by-
letter processing for words in isolation but
holistic processing for words in context. We;
therefore, find an iiiip’ortaﬁt ix’itéﬂictro'ii bétWééﬁ

gnd an ou,tslde—the—head,factor, that is; context.
Thus, an inside-the-head factor and an outside-

the-head factor can interact to increase the

size of the perceptual unit used in word recog-
nition. (Samuels and Kamil 1984, p.203)

They posit a feedback loop among ths components

of their model; notably from the Bemantlc memory

to the other components: They sum up their find-
ings:

Thur contrary to conventional wisdom, which

states that comprehension is the process of
getting meaning‘ from a page, comprehenslon is
viewed here as the process of bringing meaning

to a text It is this process of brmging ‘mean-
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the same text can be interpreted so differently
by so many people. (ibid., p.206)

It is essentialiy a question of emphasis among
researcherg as to the precise importance of the

different elements, but we have seen in the case of
your reading of the Danish text that there was a

continuous fesdback loop or cyclical process which

served to bring meaning to the text: The claim;

then; that reading in a foreign language cannot b

like reading in a first language, as suggested by

Carrell 1983a and Clarke 1979, is obviously ill-

founded. Reading in a foreign language does not
have to be as depressing and discouraging as
Samuels and Kamil (1984) describe it:

This alternative switching of attention from de-
coding to comprehension is similar to the strat-
egy used by beginning students of a foreign

language who first work their way through a

novel written in a foreign language by trans-
lating all the difficult words and then reread-
ing the text again in order to understand it. In
beginning reading, the strategy of attention
switching aliows the student to comprehend,
but it comes at a cost. Attention switching is

time consuming, puts a heavy demand on short-

term memory, and tends to interfere with recall.
(pp:197-8)

If the comprehension is facilitated by adequate
prior knowledge; the cost of the switching belween

decoding and comprehension need not be great.

_ In the cese of your reading of the Danish text
there was a further important aspect: you will also
have come to some initial understanding of how the
Danish language operates. Thus;, not only were you
able to make a certain amount of sense from the

article when it was presented in its original form,
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but you may also have learned quite an amount of
Dunish; this was not just vocabulary for content
and action words; there were algo conjunctions =
og, preposxt.lons - over, et.c., 11. also mcluded _mor-

definite article is lagged on t.o t.he end of t.he
noun, (tenjorxstergge), the past tense of verbas
(draebte) and esven tke formation of the passive
voice (blev draebt, “"were killed"). Much of this

km:swledge is llkely to remam puemve, but. lt. xs

It is not, however, always useful or interesting

to use texts about subjects with which learners are

familiar. What of topice about which the learner

knows nothing in advance? In such cases we obvi-

ously cannot speak of a prior framework of knowl-
edge.

Or can we? After all; the learner has n general

knowledge of the world: Stzxrtmg‘ from this, @

framework of knowledge about a specific topic can

be created: This ia the essaerntisal difference between

texts about familiar and unfamiliar topics: in the

first case the frameworks already exist, or can
eagily be "brought into the workspace"”; in the sec-
orid case speclal matenals must be deslgned to help

yvork Breen @t.f Wal.” {1979) call such materials

f'pi{bbééé ﬁiﬁtériélé (iﬁ contrast to “content ma-
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proc‘esa materlals, on t.he other hand will
serve ae guidelines or frameworks for the

petence in relation to any parucular content. In

contrast to content materials; these process

mutermls are very likely to require careful de-

sign by teachers and materials writers; and

they may be Bpeclflcnlly designed to be paired

with or complementary to some content ma-
terisls.

A practical working out of materials of this

type with a commentary is given here for a set of

Italian texts to be used by begmners Wlth Hbao-

(a) partlcmatmg in the discourse and (b) learning

the language. The materials were demgned for

claﬁaroom use. The reader may, however, wish to

tivities should be done by at least two people
(both beginners in Italian). Activities 1 and 2

ahould be done without reference to the original

(Tho elemonta of the flrst. richwty owe their
origins to the following: Monique Boekaertas (1979)
for part 1; in her book 7qugqrds a theory of
learning ,bééé’d on individual differences, she sug-
ﬁééﬁi ii i:liiétéi‘lﬁ'g éi(éi‘i:léé 1fi bi‘der to get ii’i-

stems from an idea developed by Hane—Eberhard
Piepho in the series Story’s Way.)
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ACTIVITY 1

Part 1
~ Below is a 7jijiiiBié 6?”@;6?5]&. They could be
clustered togethsr in different ways. How would

you cluster them? It could make the iask easier

and more mterestmg it you were to wrlte each

word onto = separate card or Bhp of paper (e.

"Postits") and arrange the cards or slips of paper
into clusters. Some words you may mlmedmtely rec-
ognize; others you féal you can gu<ss at: Sort
these out first before going to a dictivnury for the

remainder.

UNA BORSA IL CUSTODE L’ASSASSINO
IL BIDELLO LA SALA DEI PROFESSORI

LA STRAGE LA POLIZIA I RAGAZZI
IL FOLLE LA PROFESSORESSA

LA SCUOLA I VIGILI DEL FUOCO

I GENITORI IL TERRORE IL FUCILE
LA VICEPRESIDE 1L SECONDO PIANO
LA CLASSE IL SINDACO DI ROMA

I TIRATORI SCELTI GLI INSEGNANTI
GLI OSTAGGI LA PORTA

GLI AGENTI IN BORGHESE LA SCALA
LE FORZE DELL’ ORDINE LA MORTE

St
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 Below is a list of verbs. Some of them might be

associated with the clusters you have made above;

others could be "neutral”, that ig, you could use

them with words from any of the cluaters. Try

sorting them into the clusters, but this time you

may need to have a "neutral” cluster or "dustbin".

BLOCCARE LASCIAR? VIA SPARARE
INCONTRARE SALIRE PRENDERE IN OSTAGGIO
ANDARE DI FRONTE A.... UCCIDERE TIRARE

PRECIPITARSI ARRENDERSI ENTRARE
p’a;t 3

in Italian for what might have happened.

COMMENTARY ON ACTIVITY 1

In the first part of the above activity; you w1ll

have used your general knowledge of the world

and your linguistic knowledge to create clusters.

You are likely to have had at lemst two major cat-

egories: '"police" and "school”. You may have di-
vided the former into the "goodies" and the
"baddiea", and the latter into "staff” and
"students”; you may have had a emaller cluster for

tamilies. Alternatively, you may have had a totally

different principle of classification. Classifying the

verbs will have been a little miore difficult. How-
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over; in the third part, where you were. créatiﬁg

own mind to whxch clueter each word should be-

long: Your story is likely to have matched events

in the real world involving assassins, hostages and

You will probably have expericnced difficulty at

two levels in the creation of the story: (i) your

vocabulary ig too lmnted to expreas everythmg you

wanted to say; (ii) your ignorance of the language

prevented you from putting the words together an
they should go. You may have created such n sen-
terice as: Assassino entrare scuola (an expression
a\.tually produced on rumerousa occasionis when
these texts were being used both by adults and
children) In a claseroom context auch eentencoe

like: Ah, un assassmo e entrato m una scuola. Ma
dove" Qua]e scuola" The t.eacher 's correctxon] _ex-

mation at precxsely the point where it is needed

Even if this correction i8 not provlded, as in your

case as a reader, there is at least an awareness of

one’'s hnguietic limitations and of the areas where

one needs further information:

There is one further important point to be

made. This exercise is actually engsging your cre-

ative powers. You have mampulated a few elements

of the foreign language in order to create a new

text. You have t.aken the firet., and perhape the

,,,,,

you come back t.o your own text to edit it at dlf—
ferent levels. It is important, however, to be aware
that your text now exists. It will grow orgemcally
as you do the various exerciscs and activities. It
should end up as quite a respectable text in its
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own right. This process of production wili; there-

fore, mirror very closely the process of compre—

hension of the original Italian texts, which is after

ull only nat.ural gince productxon and comprehen-
gion are two facets of the same discourse:

ACTIVITY 2
Part 1
There rollows a set of slmple Bwtements de—

in mid-March 1984. Most of the words used sare to
be found in Actwnty 1 above. The statements have,
however, been jumbled up. You have to try to put

them into some kind of chronological order. (It
should be mentioned that there is a gap of some
g8ix hours between two sections of the account
given here.)
a: Muurizio Nobile ha dato il fucile a Ugo
Vetere.

b: Maurizio Nobile si e arreso:
c: Maurizio Nobile sl & precipitato al secondo
plano.

d: Dopo 6 ore Maurizio Nobile ha lasciuto via
due ragazzi.

e: Ernesto Chiovini era il custode delli scuold
media Ignazio Silone.

£: Maurizib ﬁo’bﬁé ha i'n'c'o’hirai'o' la professoressu

g: ROMA, 13 marzo, 1984.
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h: Ernesto Chiovini ha tentato di bloccare
Maurizio Nobile.

it Il Sindaco di Roma, Ugo Vetere, ha salito le
scale.

j: Maurizio Nobile ha percorso a grandi falcate
il corridoio.

k: Maurizio Nobile ha sparato al custods,

I: Maurizio Nobile ha preso in ostanggio 19

m: La Scuola Media Ignazio Silonie si trova nella

periferia nord di Roma.

1ni: Maurizio Nobile ha ucciso il custode, Ernésto
Chiovini.

o: Maurizio Nobile & entrato nella scuola media
Ignazio Silone alle 9.45.

COMMENTARY

Here again the logic of the order we establish
for the statements will come from our knowledge of

the world and also from the way we know news-

g, m, o/e; h, k, n, ¢/j, 1, 1, d, i, b, a.
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Part 2: Ongoing production of your own story

When creatmg your own story (aee Part 3 of

Activity 1) you were no doubt conscious of your

lack of linguistic knowledge (horizontal framework)

for the construction of morphologically and syntac-

tu.ully gccurate sentences: The simplified version

ubove actually provxdea much of that lmguxatxc

be in a position to edit it at sentence level: that

ig, you can now correct the basic syntax and mor-

phology. You mxght also feel like Eddmg ons or two
new elementa, - e.g. detaxls of time End place, _etc.

your own ,st.f)ry, whxch remams a valid text, even
though it is still developing.

ACTIVITY 3 .
Part 1

_ The statements ¢ above gave ua information about

people involved. Who are Maurizio Nobile and

Ernesto Chiovini?

Before finding this out, it might be useful to

reflect a little on what type of information we

would ‘expect to iget about them in a ne{vspaper ar-

only those features which meemm to un to be rel-

evunt. Below is & list (not exhaustive) of the as-

pects of people which might be mentioned and/or

deacribed in a newapaper article. If you were the

writer, which features in the list would you men-
tion? Mark them with an X.
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FISICO

TESTA
capelli
volto

occhi

orecchi

CORPO
spalle L
pancia GRANDEZZA
petto
bracchi

STORIA PERSONALE
eta ,
data di nascita
luogo di nascita
nazionalita
stato civile

GENITORI
nome/cognome
del padre
rnome/cognoine
della madre
professione

mano ~ del padre
R professione )
GAMBE della madre
ginocchi ]
pledi EDUCAZIONE/
FORMAZIONE
VESTITI
sulla testa

sul corpo

sui piedi

PROFESSIONE

PP >0

CARATTERE
PESO

~ Look now at the extracts from the articles
which follow and tick the items which were actually
mentioned. Then from the two extracts try to muke
out a profile for each of them. (Note: not all the
information for each protagonist is8 to be found in
the articles provided. Should it be?)
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ERIC

Aruitoxt provided by Eic:

42

I Messagaero

Uno squilibrato & penetrato icri mattina in una scuo-
Ja micdia alla periferia nord di Roina; ha ucciso un
custode chie tentava di ostacolarlo ¢, per sci orc; ha
tenuto in ostagpio un'intera classe.

Il custode ucciso abruciapelo -
Maarizio Nobile; 32 anni; scapolo; disoccupato ¢ gid
altre volte preda di crisi psichiche, si @ presentato al-
la scuola «Ignazio Silones in-via- Cocco.Ortuy, nella
zouna del Nuovo Salario, alle 9.45. Si @ diretto verso
le scale; ma il custode Ernesta Chiovint; 48 anni; mo-
F!i@:j;gifié fighi, hia tentato di bloccarlo: In un attimo
Ia tragedia. 1l Nobile ha aperto la grossa borsa che

aveva con sé ¢ ha sparato quasi a bruciapelo; con un

: fucile a pompa. -

Terrore nella prima B o
Mentre arrivava la vicepreside, il Nobile & salito al
tcrzo piano ¢ ha bloccato i 19 ragazzi della prima B:
L.i ha tenuti in piedi per ore ed & rimasto accuccialoa
terra, seminascosto: «In certi nomenti urlava, poi ci
tassicuravas haniio raccontato i ragazzi: Insegnanti
¢ ragazzi delle altre classi sono stali fauti scendere
dallc finestre con le autoscale dei vigili. Con lo squi-

librato hanno cominciato a parfamentare il giudice
Marphierita Gerunda, il sindaco Vetere (iclu: sidol-
ferto duc volte in ostaggio), il dott. Cetroli del 1V di-
stretto di polizia ed il capitano Bianchini dei carabi-
iiieri, chie si & spacciato per.on avvocato: Poco prima
delle 16 Maurizio Nobile si 2 arieso. U sindaco gli si
& avvicinato ¢ si € fatto_ consegnare il fucile. Nei ser-
vizi, i.racconti dei famigliari della vittima; dci ragaz-
zi, dei professori, Je treménde sei ore di terrore:
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ERIC

Aruitoxt provided by Eic:

CORRIERE DELLA SERA

\lrrrnlnlt l t arze l‘)"l

ROMA -- 1l custode ammiaz
71(41:1 haiciapelonell atrj(u‘.cl-
dic

|4

hicile a2 porapa e clie atlava

stmto_non_ho pin_niente da

perdere! F‘acclo una strage!-,
0 .

un hinponente apparato di po-
lli]ii. c.umbmhri e \uzﬂl urbit-

fqiiAndo i1 prinin.colgin acl tucl-
le =Franchte calibro )12 maneg-
ginto_da Maurizio Noblle, un
dis rupalo dl 3" nnnl

sl della scuola media «Jguazio
Silone-, 1n via Cocco Ortu 81,
estrema pcrllerla nord della
cittd Col petto e una spilia
squarclati cadeva a Lerra Enic-
sto Chiovini. 48 anii, che ave-
va tentato di bloccare lo scono-

«cl ore prima chie Maurizio No

blle..s! décida._a_coosegnare

quel)'anua nelle_mant del_sin-
daco Ugu Velere ¢
dissolvn. Sei ore Inle il
pl‘r l gmlwrl &t plccol nsﬁiﬁ-

:,I,unz!qqa,r!,,ﬂ,l polizia, uffl-
clali dei carabinieri, magistra-
W — stava conduccndo lo.delt-

del primo p |a o dietro-un n-
to di bnmb[nl e banibliie. Sel
ore Iii ¢ol & tinpparso lu spettro
di quel 10 ottobre 1956 quando

Apugina2
i1 di

‘Ulderico Munzi
Giulto Nascimbeni
Luclano Visintin

Hawizie W 32 anni, dinoccupais, iu lnlh ruzione in :nu[u lnln -du l;uuo &lom- Ell m;l u Jvlln citla dope
wparals al cuslode Ve ceidara i [vimaite - [z Naght Uuitalive, Fapposisments dei tiralori selti; Fangowin dei grnitori

quciitélziuuubcg «1.ni dave
wva? A_queslura_nan sb puo
cnlran‘- i !

purla al primo piano-- (‘hlnvlnl
non. s mpaiicisce, git sl r.r{.m
coiitro_erreando_dl
allora gucllo sl glra,
fuclle ¢ » i l!rll
cust
1ago di sangue:

-Maurizic Nobile {mn. 1A KA
ldr_nll(.’l SlLsapra soltanto 4 ore
dopo) _sale_(H corsa le

Insepaanti e aluonni st alfacela:
no alle porte delle classl. non sl
rendono ben conlo dl quel che
nuctede. I prlml L] cuplre sono

a Terrazzano, provincia di-Ml-
lano; 1 due foll ileill Santild
presero_in_ostaggio 97 alunni
dl una scuola clcmcntare Ma
ecco, momento per-momento,
fa ncos[ruzlone del la(u

tare dall’ lnxre;so ptincipnlc
della scuoia un uomo sulla

una sigaretta. L'uosiio porta un
borsone bla 2 strisce rosse; dl

1 pl
I'atrio, shinbattono nel Chiovl:
1.3 terra che mormaori: - Aluta-
tend; non mi {ate marice
_ Farina scotgé In_alto,_ sulle
scale. 1a Agura_dell’umng .
mato, gli grida:-
Vieni giu di i, el sono i ba
njt«. Nobile. allora, p

Cesare De Simone

,’____

Segue a pagina due
in sesla colonna




PROFESSIONE (Che cosa fa?):

STATO CIVILE (sposato, divorziato, ecc.):
TRATTI FISICIL:

CARATTERE:

VESTITI:

PROFESSIONE (Che cosa fa?):

STATO CIVILE (sposato, divorziato, ecc.):

TRATTI FISICI:

CARATTERE:

VESTITI:

PART 3: More editing of your own text

It is time once again to return to your own
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the protagonists in what you wrote: You should

now be in a position to add in that information,

using the texts as model.

COMMENTARY

@ditmg at the level of discourse, since you will
have to decide which elements are to be _included
and the order in which they would naturally occur
iﬁ E ﬁéWéﬁéﬁéf éi‘tlj;:l:eiii.: Ybij Wlll iiﬁddijbtédl? bé
lmgumhc mformat.xon that has become available
from the authentic texts.

ACTIVITY 4

From your rendmg of the artlcles you shbuld

now be able to answer tihe following questions:

Morte e terrore nella scuola

Che cosa & avvenuto?

Quando’
Ci sono stau dei rnm B

In quale oapedala é stato portato il morto?
Quando si é arreso 'assassino?

.y
Co
-
o



ACTIVITY 5

At this stage you should be able to cope with
the radio version. Unfortunately; it is not possible

to listen to it, but the transcript is given below.

Check it for furt.her mformatton about the two main

protagonists and for any discrepancies with the
printed texta.

Transcript of radio broadcast:

Le sei ore di angoscm feri mattina in
una scuola media della periferia
romana. Un folle armato di fucile ha
fatto irruzione; ha cominciato a
sparare. Ha ucciso un bidello che 7
teniava di fermarlo. 11 nostro mvmto.
Duccio Guida ricostruisce in questo
servizio il tragico avvenimento:

Sono le nove e quarantacinque quando

Maurizio Nobile entra nell’Instituto .

medio-elementare Ignazio Silone. GH si .

fa mcﬁoﬁnﬁtﬁroﬁ il portiere Ernesto Chiovini
di quarantanove anni padre di due

figli, inorganico da soli due mesi. E

deciso di no farlo “entrare: Nobile

allora estrae du uria grossa borsa un

fucile a pompa e gli spara. 11 bidelio

morira qualche ora dopo al policlinico.
Inizia cosl la tragedia che ieri ha
sconvolto il quartiere romano di Val
Melama. Il folle si barrica dentro una
clasge - & la prima B, facendo
allontanare come ci dice una
ingegnante, tutte le altre persone.

"Ha parlato, ha passaggiato un po’
nervosamente nella stanza poi & uscito,
é rientrato, ha sparato in classe e non
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ha detto nulla. A noi non ha detto
agsolutamente niente.” - “"Lei come ha
fatto a uscire?” - "Sono rimasta sola
nell’aula, solo con due bambini sulla
porta, che da nel corridoio, cos} &ono
uscita anche iiéi‘:ché lui non aveva
interesse a me. A un certo punto ha
chiesto che uscissero altri bambini ma
iibii é éi‘é jiiﬁ héééiii‘ib. Gli ﬁﬁﬁﬁb aéllii

m’ha fatto uscire quindl, cios non mi
voleva come ostaggio." E confuso; non
sa coea dire; rifiuta di trattare con il

sostituto procuratore di turno: la

dottoressa Margherita Gironda e con il

sindaco di Roma: Ugo Vetere. Passa il

tempo ma Nobile non cede. Solo verso

le qumdim e trentz, dopo circa sei ore,
8i chiude I'estenuante trattativa. Nobile
fa usgcire i primi bambini' consegna il
fucile al sindaco; si arrende. 1 piccoli
studenti escono. Com raccontano cio
che li ha sconvolti:

"Ha detto che non dovevamo avere
paura perché non ci faceva niente _
soltanto se lo costringeva la polizia” -
"... sembra che una di_queste bambine
& state presa ..." - "SL" - "Come ti
chiami tu?" - "Disermini Simona." -

“"Che cosa & successo in queste lunghe

ore?" - "Ci teneva col fucile; ci

teneva." - "Vi ha terrorizzati, vi ha

messo paura?” - “S}, insomma ..
("lasciate perdere per piacere") Tutti
quanti pmngovano dentro." "Vi ha
minacciati continuamente?” - "Si, ... se
vedeva i poliziotti alla finestre ci
metteva 11 fucile addosso e ci voleva

uccidere."

50
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Alle dicinssette e due, Nobile vienp
port.ato via. La folla, che fino allora

aveva avuto un comportamento

composto e civile si avvicina minacciosa
alle pantere della polizia. Ma solo un

attimo di tensione per scacciare ore e

ore dx angoscna accumulata in un lungo

pomeriggio che finora raramente era

stato vissuto in una cittd del nostro
paese.

Chi & Maurizio Nobile, trentadue anni;

scapolo; secondo di due fratelli.

Maurizio viveva fino a ieri assieme ai

genitori. I1 padre & radiologo presso _

I'INAIG. La madre & casalinga: "uno che
non si vedeva e non si gfeﬁr@txva ; cosl
un vicino di casa ha descritto il

giovane. Dl carattere mtroverao

Maurizio Nobile ha sempre condotto vita

riservata. Incensurato, aveva il porto

d’armi. Insomma, uno di quei tanti

glovam disoccupati ma senza problemi

economxcx. Tempo fa era galito sul tetto

per oltre un ora senza farne
swiegazione. Dal racconti di alcum

ggpqﬁscxenh, pare che i rapporti fra
Maurizio e la sua famiglia.

COMMENTARY

’I‘he Bpokeni work in a forelgn language is Ei:

ways much more difficult to process than the

written, perhaps because the text is not avallable

for consultatxon. However; by this stage you should
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main elements of the story (content schema), (ii)

the framework of the discourse (formal schems;

vertical structure); and (iii) the linguistic elements;

both vocabulary and structures (horizontal struc-

ture). You should, therefore, be in & position to

cope with the account of the Btovy as given on the
radio, though not in as much detaxl as for the
prmted texts. It would be appropriate to focus
only on certain facets of the event: you might be
asked to hsten t.o the broadcast uccount and aimply
or dlffersf (rom, yhaj. was in Lhe ,artlc,les., Fpr
example, what details does the radio give about_ the
two protagonists? Does it mention those items which
you found for the profile which you created of
them earlier? Does il add any new elements?

ACTIVITY 6

(The ideas that led to this particular activity

came mainly from David Little’s work on texts with
g'x~r.uiunt.t=i students in the Centre for Language and
Communications Studies, Trinity College, Dublin.)

The passage below has been drastxcully mmpll-
tied and as a result is now somewhat distorted. It
prxgmal’lx”camfe from L'Osserva;ore Romaﬁnq of 14
March 1984. What changes would “you ﬁbéd to make
ii’i 6i‘di’i‘ fdi‘ it td bébbiﬁé ﬁ Cbhéi‘éﬁt iiﬁi‘iiﬁ'i‘iiph’
course; refr;,”bo the art.xcles,whxch you hagg 7;11—
i‘éﬁd’}" i‘éﬁd Where 5’66 db ﬁbt hﬁ\?é éiibijgh Itéliti'ri

what you would suggest as an lmprovement.

Maurizio Nobile & giovane. Maurizio
Nobile si & presentato alla scuola media
Ignazio Silone verso le 9:45. Maurizio

Nobile aveva una grossa borsa. Il



cuatode della scuola 8i chxamava
Ernesto Chiovini. I1 custode cercava di

fermare Maurizio Nobile. Maurizio Nobile
ha_ risposto. La risposta de Maurizio
Nobile era di aprire il fuoco. Maurizio
Nobile ha dato due colpi mortali. I1
i‘ijéi.’d’dé ¢‘-§ spirato poco dopo. Il custode

trasportato d’ urgenza il custode all’ _
ospedale. 11 custode aveva 42 anni. Il
custode aveva una moglie. Il custode
aveva due figli.

Now compare your suggestions for 1mprovements

and your own version with the original, which is

reproduced below.
Osservatore Romano, 14 March 1984

Secondo le prime ricostruzioni del
fatto, 11 glovane si & presentato alla
scuola; con una grossa borsa, verso le
9.45. Al custode, Ernesto Chiovini, che

cercava di fermario, ha risposto apren:

do {1l fuoco: due _colpi mortall. L'uomo
& spirato poco dopo, nell'ospedalé do-
ve lo avevano Llrasportato durgenza.
Aveva 48 anni, moglie e due figll.

COMMENTARY

Your knowledge of how discourse works will
probably have caused you to EiiEEéét such changes

og: "Get rid of the prceper names"; or "Replace

'Maurizio Nobile’ by a pronoun at the end of sen-

tence 5. When ‘you compare your ruggestions with

the orxg{mﬂ ycu will see Bome csf them actually im~-

plvmented. You should now be in a pcsxtmn to make
gsome of these changes yourself: Other changes

2563
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rectness.

Thé exercme invohmd you again m wntmg‘, but

edit at the level of discourse. You will have been
at least partially succeasful; what you have pro-
diji:i‘d Will hEVé iﬁiﬁibﬁéd 6ii (56 iiiéi‘é ébﬁéi‘éﬁt

as a real text. One tnght even envisoge it being

typed up and used in conjunction with the orig-

inals and a number of other similarly created texts:

]earnera cou]d be asked to decide which aro the

"genuine”" ones and why:
ACTIVITY 7

Noblles case was examined m Rome. What would
have been your recommendatlon if yocu had been
the judge? Fill out the following grid as appropri-
ate.

COGNOME: Nobile
NOME: Maurizio
ETA” 32 anni

INDIRIZZO: Via Scoccs, 28, Roma.

ACCUSATO DI: Omicidio volontario di F‘rnosto
Chiovini, bidello.

13 marzo, 1984. Scuola Media Ignazio Silone.
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DECISIONE DEI GIUDICIL:
LIBERTA"
PRIGIONE:

OSPEDALE
PSICHIATRICO:

MORTE:
Per quanto tempo?

Ragioni della
deciaione:

. Nuw compare your judgement with that of the
judge, reported in Corriere della Sera of 31 Octo-
ber 1984:

31 OMtohre 199k

CORRIERE DELLA SERA

L’vomo che ucciss Il bidello

Maurizio Nobile, I'uomo che 11 13 marzo scorso se-
Questrd 15 ragarzl della scuols media «gnazlio Slloner
dopo avere ucciso con una fucilata il bidello Ernesto
Chiovini, non sard processato ma dovra restare per al-
meno diecl anni in un ospedale psichlatrico. 1o ba de-
cizo 1l giudice istruttore Stefano Meschini & conclusio-
ne dell'inchiesta. Maurizio Nobile non & punibile per
1'uccuzs di omicidio volontario in quanto al momento
del delitto €rs totalmente incapace di intendere e vo-
Jere, La canvinzione del magisirato & basata sul risul-

tatl di una perizia d'ufficio compiuta dal professor Ga-
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COMMENTARY

to 3udge for ourselvea the rights and wrongu of

the text with a different purpose; one thut is much

more meaningful and perhaps of much more real

educational value than anything we huve done be-

fore. Thla xa aurely the directlon in Whlch we

ing. Incidentally, at this stage we should have nll

the linguistic knowledge we require to cope with

the text, though perhaps not enough to be able to

elaborate our response.

2.4 Interactmn between reader and text.

The process materlals illustrated abovo wero
dealgned for a apecific aet. of content matorml and
with a quclfjc”typeﬂof learner in mind: beginning
learners of Italian. It was presumed that they had
no knowledge of Italian whatsoever and no prior
knowledge of the incident in question!*. The con-
cept éhd ’dééigh of the ﬁi&ééé materials were such

the resources immediately available to them to cope
Wit}i these particular iéii.é. The materiala sought to

the problems for the learner; but rather provided

him with the means of solving problems for himself.

it was posmble to design the process muterluls

precisely because there were specific texts and

Bpemhc readers in mmd 'I‘he normal mt.eract.ion
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n kind of lobp. : _

INTEREST UNDERSTANDING

/7 OF THE TEXT

KNOWLEDGE OF

TOPIC RESPONSE
k\\\ J
READER TEXT

At vunouu pomt.s in this loop there is the pos—
.nhtllt.y of breakdown, évéh’ for t.he readc m bi.

Ro.,bour(hers into the teaching of reading in Ll
glross the fact that prior knowledge frequently

necds to be established before children can cope

yvrltzh t.ext.a (see Tlerney and Cijiiiii’n’gham 1984, P

’sxnnlm ly; interest may. need to be at.uuulut.cd hc.lp
moy be required for the understanding of specific
elements of the text; the personul rebponhv of the
roauder to the text may on occasion nced to be

utimuluted. Thus the problems that texts pose for

tis reuder or hstenOE _can be brokeén down _into

vurious arcas and help provided precisely at thoue
poiiits whore it is necessary:

1 buggoat t.hut. we look on this type of help as
a sorivs of mini-loops which allow the major loop to
be cc);gplct(‘d. In Clber words, instead of allowxng

oneéself to be blocked by a difficulty; one learns

how to go round it. Not ‘all the mini-loops are
nocessary for all texts or for all readers. What is
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essentinl is that they be available for those who

need them, as and when they neced them; otherwisc

the major loop of interaction with the text will not
be possible.

improvcment. should exnet outmde these loopB (I.hoy

might constitute one or more additional mlm—loons)

It seems to me that such activities occur most ap-
propriately at the "understanding of the text"”
stage; though;, as we have seen, the language is
being learned at ail atnges. The whole process

might thus be illustrated as follows:

[ Activities to N
stimulate: Help for:
INTEREST UNDERSTANDING
= OF THE TEXT

Activities

to thmuhjt(s

/ Activities
to give:

KNOWLEDGE OF RESPONSE

TOPIC J,

READER TEXT

The exorcises and act.lvn.les deelgned for the

Italinan texts above offer the maximum help- ]evol to

the render/listener. Ideally there should be a
range of help-levels available to readers/listoners
just as thore ism wnt.h many computer programmos.
l‘hm would allow t.he reader/het.encr t.o nvml him—

1d9§l liég’ atill some way from bemg’ realised. ’lljg
difficulties are obvious: readers/listeners diffor
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knowledge ol’,t.he discourse,type, und (iii) knowl—
cdgo of the language; in addition, they have dif-
ferent interests; motivation, attitudes; _intellectual
abilities. Texts also differ in the difficulty of their
content; in the complexity of their _diacourase
structure; in Lheir linguistic level, and in their
munner of presentation. Malching process materials
to content materiala must take this diversity into
nccount: Ideally; therefore; process materiala should
bo deslgnod by individual teachers who know their

lenrners wc]iliglridiyho are able Lo estimate the

gources of dlfflcult.y in particular texts for their
own leurners,

This is not such an awcsome task as it might at
firsl. appear. For example, it is quite conceivable
that niuny of the activities and exercises Buggez-ited
liere for the Italian texts could be used for
léarnera with four or f:ve years of It.alum. of
course, this would mvolve a cert.a’i’ri amount. of
adaptation, and orie would expect somewhat dlffer—
ent outcomes. Furthermore, some of the acuvihes
uughl be analysed to provide ulgorlt.hms that could
be used with otlier texts and other lenririera. This
would be particularly the case with the initial set
of activities. There are; of courae; many other ex-
éﬁ:’i@;é typos (sec, for exaniple, Candlin 1981); and

tiona for guch nct.lvit.les, m, for exmnple, Grellet.
1981 and Nuttall 1982. It is up to teachers to adapt
these and other suggestions to the needs of their
6&66 chisaes: More independence on the iiiiﬂ. of
tenchers would be a welcome dovelopment' we have

too lon;, bevn t.ymg ourselves too closely to the
texty and exercises of particular course-books and
arnthologies:
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3 THE AUTHENTIK PROJECT

The ﬁUTHENTIK Modeérn Languag‘es Projoct al-
tempts to provide loarners of sccond and foreign

langunges in Britain and Ireland with a regular

supply of cornitert materm]s, accompanied by pro-

cess mutormls dosngned for a certlain c‘nto;rory of
learner. Situated in Trinity Colloge, Bublin, and in-

volving the cooperation of a wide rango of inter-

ested bodics (language teachers associations, uni-

vermty lnngungo departments, the culturnl se\rvicos

joct produces newspapers and audlo caﬁsettes in

four lnngunges Prench, Germun, Insh“ and Spnn-

ish. The newspapers are mnde up of unalteired ex—

tracte from ‘the prt‘GH of the countrios where the

lunmmge{s m queshon _are sp”o’kéi'i, t.ho cnnsetton

|toms in tho newspapers. There i a fuu trnns('ript
for the c‘ussottéﬁ; and process malerials for both

The c‘ontent matorlals cover_ a wide rnngo of

topics - international and national news! human
mt.erest.L sport, music; fashion; etc. 'Fhoy nro

chosen from as wide a variely of gources a8 PORN-

ible, representing all shades of political opmmn

and all_ "qualities" of proﬁduﬁgtxorl.”’fhe prime cri-
terion for selection of content materinl is that it

should be of interest to renders/listenern in the 15
to 20 age brackct: Much of what appenrs is about

topics already famxlim" to reuders/hstonors, t.ho

principle being that they can go from the known to

the unknown: In prachce, the mate‘rmls aro uscd

by readers/listeners of all ages and profeasionas.

The process materm]ﬂ are conceivod fnr a _par-
ticular categ: -y of reader. It was decided to I'ocus
on the‘ wvnker learner w1th three t.o four yonra
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room. This type of learner {8 our "average
render/listener”. The content material is first
giraded globally in termis of its potential difficulty
for this average learner. What would be under-
standable by him/her is graded as ¥*%*, and other
itemng #sre graded, as appropriate, on a scale from ¥
to xxxxx, Items graded as ¥ or %X are considered
i'itit us i'ibbd éijijptii't tit. t.hé léVél 61’ i:biiip’réh’é’riéi’csti,

Iteiia grndcd Ag XXX, XXXX or ¥¥*%¥ are reckoned to

nced diffcérent levels of support.

late t,he precme area ol' dlfflculty. The difticulties
may be of any Lype; but they are usually cal-
egorised in terms of the three types of knowledge

we have frequently referred to in this paper: (i)

difficulties related to content or topic; which arise

from the learner’s lack of world know]edge, (u)

difficulties relat.od to the way the text im astruc-
tured, which arise from the lenrner’s lack of famil-

inrity with the discourse structure in question; (iii)
linguistic difficulties (morphology, syntux, etc.),

which arise from the learner’s lack of linguistic
knowledge:

Process materials are then deaigned fd’cuééi’ng
on t.hese precise areas of difficulty. Their aim is to
srinble the readers/listeners to get around the dif-
ficullies and 8o to cope on thair own with the
content mut.erxula. t.o read or liaten to the foreign

)\UlllFNl‘]K hus had to lumt. t.he focus of its
process materials to the type of learner indicated
above, 8ince it was initinlly conceived for this
public. In identifiying this learner and his/her

needs it depends on the experience of practising

teachers. AUTHENTIK 1is; however; designed by

Irish teachers for Irish learners: An attempt is
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made to cope for readors/listenors in Britmin by
producmg a wpecial British edition; whlch differs
from the Irish edition only in the pages dnnhng‘

with national newa. To cater adequntely for Britigh

learners, British teachers should be involved in the

production and dea!gn of the process mnt.ormla.

This is envigsaged in the long term, ag is a gimilar

dove!opment for learnera in other countnes. Simi-

larly, to cater for learners in other cntogories;

{adulls; younger chxldren, begmners, advanced

learners; etc:) spocml process materials need to be

designed. Within = pro,)ect. of this kind, this should

evontually be possrible:

Such n prmort. acts ns a brldge between the

learner of a foreign language in his or her home

country and the press, radio and television of the

foreuzn count.ry. A8 was mdlcal.ed in the opening
paragraph, the full adull. diet of media in the

foreign language has been consideroed to be beyond

the digestive capabilities of learners in the anrly

stngea. A _carefully selected menu,; such as that de-

scribed here; constantly renewed and properly

prepared can be made available from tha very be-

ginning of the learning process and can allow the

linguistic system of the learner to develop heaithily

to the point of full independence.

It ahould be pointed out, fmally, 'hat. such

materinls as are produced by AUTHFNTIK are

largely 'throw-away" , dmposable, with little lasting

value in themselves. There is no reason why other

types of texts, mcludi’rig pedagoglcal and literary

texts, should not also form part of the diel of the

lom'ner from tho very begmmng A ht.Lle rel’lnct.lon

the menu can only lead to still healthier linguistic

devc]opmont. provided the same basic principles
are adhered to.
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NOTES

1.

4,

These findinga about detinable _stages in lan-

guage acqmattxon are now well documented,

or their delimitations {see; for example, Gar-

man 1979):; Brown himself cautions the reader

about the transferability of the findings

about the acquisition of word order and of

morphology to other languages besides Eng-~
lish (see Brown 1973, p:404). The Berkeley

Pro_)ect. directed by Dan Slobin is currently

investigating first langunge acquisition
across a wide spectrum of languages. See
Slobin 1982 for a clarification of which as-
pects of this order might be specific to the
acquisition of Engllah.fThla should help to
put Brown’s work on the acquisgition of Eng-

lish as an L1 into a proper persapective.

Many researchers  in this_area take igsue
with the use of the term. "ordér of acquisi-
uon", prefermg to refer to an '"order of ac-~
curacy . See; for example; Andersen 1977
p:55;

For a full treatment of recent research m

second language acquisition; see Dulay; Burt
and Krashen 1982; Wode 1981; Elis 1985.

Because of the nature of these research

fmdmge, there may be a tendency to believe

that language acquxamon proceeds Jrl”aome
kind of linear fashion. Thig is expressly
warned against, for example by Meissl 1983,

p.243.



6.

10.

11,

The terma "vertical structure" and

"hbrizonml Btructure come from Scollon 1974

as quoted in Hatch 1978a, p.141.

The first iwo typea of knowledge nbove
might be ’cané@i "content schemata"” and

"formal schemata" respectively. (See Carrell

1983b, p.83). Content schemata are also
known as '"frames" (Minsky 1975, Fillmore

1976), 'scripts” (Schank and Abelson 1977) or

"scenarios” (Sanford and Garrod 1981).

Most children have a second source of lin-

guistic input; their peers. In converaations

with other children the range of speech acla

}{!ﬁmuch wider and the rules for conversa-
tions quxte dll'ferent. (see Peck 1978). Nntch

,,,,,,,

best of both worlds in terms of lnnguage
lonrmng opportij’riiti. ‘He gets chances of

iﬁg with other children: (p:153)

"Ad:: u" here is taken to include anyone over

the . ~a of about 12 years.

Schuwman: 1975 discusses this problem of tho

aduii 58 a child in the foreign languago

enviro:. mmu aizt the need for a support
syatem v fr:ily within the community.
Since j: i -uwwe '‘me now since the events

recouttiey: hern happened, it may be worth
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12.

summarising them briefly. Mr. Don Tidey,

managmg dlrector of t.he annsworth chain

ot.her d,irectgra. Aft.er some t.ime t.he Gardai
got a tip-off and 79u,rroundc.d t.he town 7of
Ballinamore in Co. Leitrim, near the border
thh Northérﬁ Iroland. In_ thé éﬁéuiﬁg 8skir-

pers th. away. A soldier and a Gardo cadet
were killed.

This assumption was not totally jiistified. We
have already mentioned the fact that they
which gave a general framework for the
story. 'l'hey would have been able to recog-
nise some of the Italian words in the texts

from their hknowledge of English or of other

European languages. There is; however; no

reason to pretend that this knowledge does
not exist.

therefore consists of (1) a thematic Bupplé-
ment for t.he only aunday newspaper to ap-
pear m I!‘IBh and (u) readera not.ea (procoaa

ment. i\é yot there is no tape available.
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