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1. Introduction 

 

 In the early 1990s, a proposal that was put forth by the Dutch government to 

radically reform the higher years of secondary education sparked off a debate among 

language teachers on how to fill in the subject matter of their language courses in the 

future. For example, calls arose for introducing linguistics into the mother tongue 

curriculum (Wassenaar 3), a heated discussion broke out on whether or not the foreign 

languages should be divided into “deelvakken” (“partial subjects”), in which reading and 

listening skills were to be taught separately from speaking and writing skills (Hoebers 1), 

and the emphasis on grammar and vocabulary was under discussion. These ideas and 

discussions illustrate to what extent the approach to language teaching was shifting 

towards a more communicative and functional one, a shift that had started in the 1970s. 

 At the same time, policymakers closely scrutinized the position that foreign 

language literature was to occupy within this communicative approach towards foreign 

language teaching. As a result, the role of literature in the new curricula for the foreign 

languages that were established in the 1990s is characterized by a focus on literary 

competence, i.e. obtaining knowledge of literary history, theory and terms, on the one 

hand, and literature as a part of the cultural curriculum rather than the foreign language 

curriculum on the other hand. Surprisingly enough, this seems to stand in stark contrast to 

the communicative and skill-focused goals that these new curricula pursue for language 

acquisition. In other words, the connection between foreign language literature and 

foreign language competence has weakened considerably since the educational reforms 

of the 1990s.  
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 This divide between language and literature does not occur at the level of 

secondary education only. Barnett describes how universities tend to strictly divide the 

curricula of their foreign language studies into language and literature courses, which 

often leads to a situation of “mutual hostility” (1), in which language acquisition is no 

longer seen as useful to literary competence, and vice versa. The argument put forward 

by Van de Ven that Dutch foreign language teachers’ ability to teach language 

communicatively is hampered by their background in idiom, grammar and literature (qtd. 

in Edelenbos and De Jong: 86, italics and translation mine) not only mirrors the situation 

Barnett describes, as it directly links a background in literature to the inability to teach 

language acquisition using the communicative approach  

 However, this separation of language acquisition and literature is not something 

that goes without saying. Decoo claims that the communicative approach has become “a 

methodology that has become too rigid” (2, translation mine), in which literature and 

other forms of ‘knowledge’, which he opposes to communicative and functional language 

practice, may have lost a valuable place. His call for more “common sense and 

eclecticism” (2, translation mine) in the communicative approach raises the question if 

there may be a place for literature in communicative language teaching after all. Hall 

makes this question even more explicit by asking “why, if language is logically to be at 

the centre of a language syllabus, literature syllabuses for language learners fail to engage 

with or at least to explicitly signal their relevance to language acquisition and language 

skills” (52). All in all, a growing body of opinion is arguing for a re-examination of the 

divide between language and literature. 
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 This master’s thesis presents such a re-examination. The first chapter will 

examine the position that literature has occupied in the teaching of foreign languages in 

Dutch secondary education, in order to establish a historical framework for the discussion 

on the divide between language and literature and the place of this thesis within that 

discussion. Then, based on research into foreign language acquisition, the second chapter 

will argue that, as literature can play a significant part in acquiring a foreign language,  

literature and literary competence should no longer be separated from language 

acquisition in foreign language curricula. Finally, in order to support the feasibility of this 

claim, exercises will be proposed that substitute existing exercises in a frequently used 

educational method. These exercises are practical literature-based language acquisition 

tasks that enable teachers to both enhance language and literary competence even in the 

first years of teaching English in secondary education. All in all, this thesis will attempt 

to strengthen the case for a more prominent role for literature in foreign language 

acquisition,  
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2. Literature in Dutch Secondary Foreign Language Education 

 

  From the moment foreign languages became part of the curriculum in secondary 

education in the Netherlands, approaches to foreign language teaching and the role of 

literature within foreign language teaching have been under discussion. As Decoo writes 

on the developments in foreign language teaching, “the history of foreign language 

education is like the oscillating movement of a pendulum” (1, translation mine). To 

pinpoint the position of this thesis within these developments, this chapter will present an 

overview of the various approaches to the use of literature in Dutch secondary foreign 

language education from the 19
th

 century up to now. The overview will be demarcated by 

three reforms in secondary education, which were introduced in 1860, 1968 and 1993 and 

which serve as key moments in the history of Dutch secondary education.  

 

2.1 Before 1860: “[…] valued citizens and morally good people” 

 Until the 19
th

 century, Latin, Greek and French were the most commonly studied 

foreign languages in the Netherlands. The study of Latin and Greek mainly served 

academic purposes, whereas French had been the language of communication within the 

Western world for centuries, and would preserve this status for many years to come 

(Wilhelm 47). English was studied occasionally, but mainly for commercial purposes and 

not in a classroom setting (57). 

 The first half of the 19
th

 century witnessed a rise in the interest to study the 

English language. This increased interest was caused first of all by the fact that English 

had become an important language in the field of technology, navigation and transport, 
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which stimulated the production of educational materials to teach English for vocational 

purposes (61). In these educational materials, literature was not an important source of 

English input, as the focus lay on commercial and technical publications (61). 

 Another cause of the increasing interest to study the English was the combination 

of a growing appreciation of English language and culture, and the idea that studying 

English literature stimulated personal growth and encouraged moral education. In certain 

social circles, as Wilhelm writes, “it was believed that reading [English] literature would 

educate youngsters to become valued citizens and morally good people” and studying the 

English language was to be done “through ‘approved’ writers” (72) which illustrates the 

prominent position literature occupied in the case of this second incentive to the rise of 

studying English.  

 On the whole, in the first half of the 19th century, the English language was 

steadily becoming an important foreign language to be taught in the Netherlands, and 

literature had an important position in this. Nevertheless, it must be noted that the study 

of English was only within reach for those who had the resources to attend the elite 

“grammar schools” and “private schools” (87) that were the main institutions of 

secondary education where English was taught.  

 

2.2 1860 – 1968: “[…] virtually synonymous with translating” 

 Around 1860, three educational acts were passed that reformed the system of 

secondary education in the Netherlands and changed the position of foreign language 

teaching within secondary education. First of all, the 1857 Education Act introduced the 

foreign languages as optional subjects in the new “ULO” and “MULO” (Extended 



 13

Primary Education and Further Extended Primary Education) schools for lower 

secondary education (Wilhelm 95). Then, the 1863 Secondary Education Act created the 

new “HBS” schools for higher secondary education, in which English, French and 

German became compulsory subjects (95). Finally, the Higher Education Act that was 

passed in 1876 did the same for the former Latin schools, which had been transformed 

into grammar schools. These three Acts opened up secondary education to a large group 

of pupils and consequently, by 1900, 35.000 pupils attended a form of secondary 

education in which they had access to one or more foreign languages (269).  

 The way foreign languages were taught in these three new systems was mainly 

derived from the way Latin and Greek had been taught in the former Latin schools. The 

approach of these schools was called the “grammar-translation method”, which aimed at 

learning to understand literary texts in the foreign language by studying lists of 

vocabulary and grammar rules and by translating texts from the mother tongue to the 

foreign language and vice versa (Lightbown and Spada 138). Within this approach, 

literature was the main source of foreign language input, and understanding the literature 

and culture of the foreign language was the main goal of foreign language learning, or, as 

Wilhelm writes, “intensive reading and […] extensive reading was virtually synonymous 

with translating” (543). To illustrate this, Wilhelm has examined the exercises in the 

textbooks for teaching English that were used at the time, and concludes that “reading 

English texts nearly always implies translation in to Dutch” and “writing tasks almost 

invariably consist of Dutch-English translation activities” (554). Consequently, the final 

HBS and grammar school examinations consisted of translating a text from English to 
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Dutch to examine reading skills, and translating a Dutch text into English to examine 

writing skills.    

 Despite debates that arose on other approaches to foreign language teaching, for 

example the “direct method” (185), which aimed at learning a foreign language the same 

way the first language is learned, i.e. by immersing pupils in the foreign language and 

stimulating them to inductively learn grammar from a rich foreign language input (cf. 

Skidmore 1917), the grammar translation method remained the dominant method of 

foreign language teaching up to the 1970s (Flippo 10), and literature maintained its strong 

position within this method. 

 

2.3 1968 – 1990s: Literature in the Communicative Approach 

 Although the 20th century witnessed the rise of literary theory and empirical 

research in language acquisition, new approaches to literature, literary theory and 

language learning did not influence the position of literature in Dutch foreign language 

teaching. Literature continued to fulfil the important part it had always fulfilled in the 

grammar-translation method, in which it was valued for its cultural and intellectual 

qualities. Not until the 1970s, during the period in which the educational act called the 

Mammoetwet was introduced, did literary theory and research into language acquisition 

eventually start to influence secondary foreign language education in the Netherlands.  

 This Mammoetwet, which was implemented in 1968, did away with the old ULO, 

MULO, HBS and grammar schools and introduced the division of secondary education 

into different levels, ranging from LTS (lower technical school) and VBO (preliminary 

vocational education), to MAVO (lower general secondary education), HAVO (higher 
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general secondary education) and VWO (pre-university education). The main purpose of 

the Mammoetwet was to open up secondary education for all pupils by basing entrance to 

the different levels on achievement instead of social class (Dronkers 262). Moreover, 

other objectives of the act were to improve the connection between secondary education 

and higher education and between higher education and the labour market, as well as to 

allow pupils to transfer between the different levels of secondary education, which up to 

then had been virtually impossible.  

 For secondary foreign language education, the Mammoetwet meant a shift from 

the grammar-translation method towards a more communicative approach to language 

teaching that emphasized the importance of mastering practical foreign language skills 

(Hoebers 1). As a result, grammar and vocabulary were no longer included in the 

attainment targets for the foreign languages (Edelenbos and De Jong 53), and the final 

exams tested pupils on their control of various foreign language skills, such as writing 

skills, reading skills, speaking skills and listening skills, instead of translation and 

literature. 

 Moreover, this focus on the function of language as a tool for communication 

meant that the position of literature came under discussion. Teachers and curriculum 

makers were in doubt whether to consider literature a goal in itself or a means to 

stimulate communication in the foreign language (Flippo 25), which is reflected in the 

foreign language syllabi for the levels HAVO and VWO from 1975. These syllabi made 

an ambiguous distinction between literary “utterances”, which were to serve as a basis for 

practising foreign language skills, and literary “works”, which were to help acquire 

“insight into and knowledge of literature” (7). As this distinction allowed for more than 
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one interpretation, that was exactly what happened in the day-to-day reality of foreign 

language teaching: foreign language teachers filled in the literary section of foreign 

language education in any way they thought best. (c.f. Flippo 1984; Tuk 1990).  

 This ushered in a period in which foreign language teachers offered a wide range 

of literary texts, stimulated different methods of interpretation and emphasized reflection 

on the reading process (Flippo 24). In other words, teachers valued exploring the ways in 

which their pupils interact with literature higher than teaching their pupils aspects and 

notions of the literary work itself. The purpose of literature in foreign language education 

had changed from the stimulation of pupils’ personal development in the grammar-

translation method to a greater focus on social issues and on reflecting on the reading 

process itself (24). Moreover, this approach reflected the rise of reader-response theory in 

literary criticism, which “challenges traditional emphases on authorial intention in a text, 

and on the text itself, in assigning supremacy to the interpretation of texts, asserting 

instead that the reader plays at least an equal role in the interpretative process.” (Hirvela 

128).  

 However, it remains unclear whether this communicative approach to literature in 

foreign language education actually stimulated communication in the foreign language. 

There are some indications that this may not have been the case, such as the report on 

foreign language teaching in the Netherlands that was issued by Stichting 

Leerplanontwikkeling (Foundation for the Development of Curricula) in 2001, in which 

Stoks and Diephuis observe that “the use of the foreign language as the language of 

instruction is slowly starting to get off the ground” (19). As this was reported in 2001, 

this may imply that in the 1970s and 1980s, teachers may have achieved even less 
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communication in the target language. Moreover, Decoo argues that the communicative 

approach that was adopted after the reforms in the 1970s, over time evolved into a 

method that was applied so rigorously that eventually it no longer functioned as it was 

supposed to have functioned when it was first implemented (2). As a result, all 

components of language education that did not pertain to communication, such as 

“knowledge, translation and grammar” (2), turned into forbidden words in an educational 

language that focused on skills and function. As this development continued into 

educational reforms of the 1990s, the role and purpose of literature in foreign language 

education became even more questionable. 

 

2.4 1993 – 2008: A Growing Split between Language Competence and Literary 

Competence 

 After the changes the Mammoetwet brought to secondary education in the 1970s, 

the Dutch system of secondary education went through yet another series of educational 

reforms in the 1990s. These reforms influenced the position of literature in the foreign 

languages as well, which resulted in a growing split between foreign language 

competence and literary competence. 

 

 2.4.1 Basisvorming 

 First of all, in 1993, the Basisvorming (Basic Education) was introduced as the 

new system for the first three years of all levels in secondary education. By introducing 

the Basisvorming, the Dutch government aimed at an overall increase of educational 

standards. Moreover, the Basisvorming was to offer all pupils from twelve to fifteen an 
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equal start in secondary education, and it would postpone the moment at which a pupil’s 

level for further secondary education was to be determined (Dijsselbloem 7). In practice, 

this meant that all pupils had to take fifteen compulsory subjects, including English and 

one other foreign language. A list of over 300 attainment targets was compiled for all 

subjects, but because many schools experienced this list as “overcrowded and 

fragmented” (Taakgroep Vernieuwing Basisvorming 15), the attainment targets were 

reduced to a total of 58 in 2006 (Bolscher et al. 9). For the foreign languages in the 

Basisvorming, the introduction of these new attainment targets meant that English was 

given its own set of targets. The other foreign languages, of which German and French 

were still compulsory, were advised to “follow the example of the targets for English” 

(Onderbouw-VO, Moderne Vreemde Talen, translation mine).  

 These new attainment targets from 2006 have not been revised since then, and 

focus on practical skills, for example target no. 15: “the pupil learns how to present to 

others a picture of his everyday life in colloquial language”, and the acquisition of 

strategies that pupils can use to compensate for a lack of skills or knowledge, for example 

target no. 13: “the pupil learns how to use strategies when obtaining information from 

texts that are spoken and written in the English language” (SLO, Kerndoelen Onderbouw 

VO 2006 2). It is left to individual schools and teachers how to reach these targets and 

whether or not to use literature to do this. While this reflects one of the characteristics of 

the new Basisvorming, namely to give schools more freedom in shaping their educational 

policies and programs (Onderbouw-VO, Een Overzicht), it also signifies that in the new 

Basisvorming, the extent to which foreign language classes deal with literature depends 
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entirely on the enthusiasm of individual teachers or foreign language departments for 

literature.  

 

 2.4.2 Tweede Fase 

 In 1999, the Tweede Fase (“Phase Two”) was implemented as the new structure 

for the upper years of secondary education at the levels of HAVO and VWO. The Tweede 

Fase changed the old Mammoetwet curricula for these levels, with the aim of ensuring a 

better connection between the upper years of secondary education and education at HBO 

(Higher Vocational Education) and University level. To achieve this aim, connections 

between the subject matter of different subjects, e.g. history and geography, had to be 

emphasized, and acquiring practical skills and abilities became even more important than 

it had been under the Mammoetwet (Dijsselbloem 9). Moreover, the Tweede Fase 

stressed that pupils had to learn how to acquire knowledge independently, which caused 

the role of the teacher to change from a role in which teaching pupils how to learn and 

study was more important than the direct transfer of knowledge (9). 

 For the teaching of foreign languages, the introduction of the Tweede Fase meant 

a peak in the focus on practical foreign language skills. The best example of this was the 

division of skills within the subjects French and German. Whereas the subject English 

remained intact and compulsory for all pupils, French and German were separated into 

two subjects, one of which focused exclusively on reading skills and was compulsory for 

all pupils at the level of VWO, and one of which comprised speaking, writing and 

listening skills as well as literature in the foreign languages and was optional for the same 

pupils. At the level of HAVO, the skills of listening and speaking became obligatory for 
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all pupils, whereas reading, writing and literature became optional (Hoebers 2). 

Nevertheless, as of 2007, when the Vernieuwde Tweede Fase (“Renewed Second Phase”) 

was introduced, this separation was reversed, as teachers found it difficult to teach one 

skill without relating to the other skills (Voorwinden 1), and all skills were reintegrated 

into complete foreign language subjects.  

 This extensive reorganization of the foreign languages in the Tweede Fase did not 

only influence the position of practical foreign language skills, but also the position of 

foreign language literature. The original plans for the place of foreign language literature 

in the Tweede Fase were ambitious. In the foreign languages, literature was to be taught 

completely in the foreign language, and teachers were to adopt a broader view of 

literature, in which the main focus lay on literary history, literary theory, the enjoyment 

of reading, and the social function of literature (Geljon 34). However, once the Tweede 

Fase had been implemented, it turned out that the foreign languages had been assigned a 

much smaller portion of the time available, and most of these ambitious goals had to be 

dropped. Even though Bolscher et al. estimate that in each foreign language subject in the 

Tweede Fase, 30% of the available time is devoted to literature (164), this percentage has 

never been officially recorded, and it is really up to individual teachers and language 

departments how much time they spend on foreign language literature. To illustrate this, 

in a sample conducted by Moors, Siermann and de Smet it was concluded that teachers of 

foreign languages spend a maximum of 10% of their lessons on literature (23).  

 The most important characteristic of foreign language literature in the Tweede 

Fase is that it is almost completely separated from acquiring foreign language 

competence and seems to exclusively serve the purpose of achieving literary competence. 
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A concrete example of this separation is that schools, when the Tweede Fase was first 

introduced, had to assign separate marks for literature and for foreign language skills. 

One way to arrive at the mark for literature was to calculate the average of the literature 

marks for all languages (Bolscher et al. 163). The other way of teaching literature and 

calculating the separate mark, which was more in line with the new, separate position of 

literature, was to teach the literatures of Dutch and the foreign languages together in a 

subject called “Geïntegreerd Literatuuronderwijs” (Integrated Literature Education), or 

“GLO”. Even though after the reforms in 2007, schools were again allowed to include the 

mark for literature in the final mark for each foreign language (cf. SLO, 

Examenprogramma Moderne Vreemde Talen en Literatuur HAVO/VWO), the 

introduction of GLO as a possible new subject does provide a clear example of how the 

Tweede Fase promoted to set literature and literary competence apart from language 

teaching. 

 Another example of how the Tweede Fase introduced a split between literary 

competence and language competence can be found in the subject matter that has been 

appointed to the new subject Culturele Kunstzinnige Vorming (Cultural Artistic 

Education), or “CKV”. This subject, which comprises the five elements dance, drama, 

design, music and literature, is compulsory for all pupils in the Tweede Fase, and focuses 

on the development of a personal taste in culture on the one hand, and on introducing 

pupils to extracurricular cultural activities on the other hand (cf. SLO, 

Examenprogramma CKV). In the current Tweede Fase, 20% of the time for CKV is to be 

devoted to literature. Similar to the aforementioned subject GLO, literature as it is dealt 
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with within CKV is disconnected from language competence, most of all because CKV is 

a subject that is taught in the mother tongue.  

 The current attainment targets for the foreign languages in the Tweede Fase 

present another example of this divide between language skills and literary competence. 

First of all, the attainment targets have been separated into the five sub-targets of reading 

skills, listening skills, speaking skills, writing skills and literature. The fact that literature 

has been assigned an individual sub-target indicates the division between language skills 

and literature. Furthermore, the sub-target literature has been divided into three targets: 

“literary development”, which asks pupils to report argumentatively on a literary work, 

“literary terms”, which aims at recognizing literary genres and terminology, and “literary 

history”, a term that speaks for itself (SLO, Examenprogramma Moderne Vreemde Talen 

en Literatuur HAVO/VWO 3). Since the use of the foreign language is not specified as 

compulsory to attain these sub-targets, and there are no explicit links in these targets 

between literature and acquiring foreign language competence, the impression is 

reinforced that studying foreign language literature in the Tweede Fase is not considered 

an aspect of acquiring skills in a foreign language, but a means to acquire literary 

competence. 

 

 2.4.3 Literature in the CEFR  

 As of 2007, the curricula and final exams for all languages in the Tweede Fase are 

linked to the Common European Framework of Reference for Languages (CEFR). 

Because of this, language education in the Tweede Fase is expected to connect more and 

more to the CEFR, which is why an examination of this document constitutes an 
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important source of information on the relation between language competence and 

literature in the Tweede Fase. 

 The CEFR is a document which was introduced in 2001 by the Council of Europe 

that “describes [...] what language learners have to learn to do in order to use a language 

for communication and what knowledge and skills they have to develop so as to be able 

to act effectively.” (Council of Europe 1). It aims to provide a clear description of 

competence in a language in order to help teachers and learners of a language reflect on 

language curricula and progress in language learning, but also to facilitate 

communication about objectives and levels in language learning across sectors (cf. North 

The CEFR: Development, Theoretical and Practical Issues; Little 2007). To describe 

competence in a language, the CEFR distinguishes six levels of aptitude and a set of 

specific descriptions of language competence for each of these levels. Examples of such 

descriptions are “I can understand everyday expressions dealing with simple and concrete 

everyday needs, in clear, slow and repeated speech” (Council of Europe 233) for the skill 

of listening at the lowest level A1, and “I can follow specialised lectures and 

presentations which use a high degree of colloquialism, regional usage or unfamiliar 

terminology” (234) for the same skill at the highest (native) C2 level.  

 One of the main complaints about the CEFR is “the absence of descriptors for [...] 

reading literature” (North, The CEFR Illustrative Descriptor Scales 657). Even though 

section 5.1.1.2 of the CEFR categorizes literature as an aspect of “sociocultural 

competence” (Council of Europe 103), it is true that there are no division of levels within 

this competence. The CEFR only states that “knowledge of the society and culture of the 

community or communities [...] is of sufficient importance to the language learner to 
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merit special attention” (102), which is rather vague and does not provide teachers of a 

language with practical examples of how and when to incorporate this knowledge into 

practical lessons that link to the different levels of competence. 

 In contrast, section 4.3.5 elaborates on what the CEFR calls “Aesthetic Uses of 

Language”, under which it lists literary texts, poems, short stories and plays. In this 

section, the CEFR offers practical suggestions on how to incorporate these uses of 

language in practical activities that may be “productive, receptive, interactive or 

mediating” (56) for example “listening to, reading, writing and speaking imaginative 

texts (stories, rhymes, etc.) including audio-visual texts, cartoons, picture stories, etc.” 

(56), and it therefore seems that in this section the CEFR promotes an active role for 

literature in acquiring language competence. However, two other statements in this 

section of the CEFR seem to negate this.  

 First of all, in a further explanation of the activities mentioned in section 4.3.5, the 

CEFR states that "teachers of literature at all levels may find many sections of the 

Framework relevant to their concerns” (56, italics mine), which gives the impression that 

the CEFR does not regard literature as relevant to language competence, but that it 

regards the CEFR as relevant to the teaching of literature. Moreover, the CEFR advises 

“users of the Framework [...] to consider and where appropriate state: which [...] aesthetic 

uses of language the learner will need/be equipped/be required to make” (56). In other 

words, the CEFR does not link literature to the levels of language competence, but leaves 

it to teachers to decide whether or not literature is to be dealt with at all. In this line of 

reasoning, teachers in the Tweede Fase will have to consult the attainment targets for the 

Tweede Fase to find out what they are required to do when it comes to literature. It was 
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concluded in the previous section of this thesis that these attainment targets do not link 

literature to foreign language competence and therefore, even though section 4.3.5 of the 

CEFR, on “Aesthetic Uses of Language”, seems to promote an active role for literature in 

language competence at first sight, after closer inspection it seems to relate just to the 

teaching of literature for its own sake, and does not suggest where and how literature may 

be connected to the six levels of language competence as described in the CEFR. 

  Finally, the CEFR mentions literature in various descriptions that illustrate the 

levels of language competence. The lowest level of competence at which literature is 

mentioned is level B2 for the skill of reading, for which the description runs as follows: 

 I can read articles and reports concerned with contemporary problems in which 

 the writers adopt particular attitudes or viewpoints. I can understand 

 contemporary literary prose. (Council of Europe 27) 

For the same skill at level C1, literature occurs in the description as well, only in this case 

“contemporary literary prose” has been changed to “long and complex [...] literary texts” 

(27) and “appreciating distinctions of style” (27) is a skill that has been added to it. 

Finally, at level C2, which is the highest level, literature returns in the description for the 

skill of reading, only now it concerns “complex texts such as [...] literary works” (27). 

Moreover, at level C2, literature occurs in the description of the skill of writing for the 

first time, which states “[...] I can write summaries and reviews of professional or literary 

works” (27).  

 In the Tweede Fase, the highest CEFR level that is aimed at is B2, which is the 

final level that pupils at VWO level have to reach for all language skills in English. For 

the subjects German and French, the levels vary from B1 to B2, depending on the 
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particular skill (cf. Noijons and Kuijper 2006; Meijer and Fasoglio 2007). This means 

that reading “contemporary literary prose” (Council of Europe 27) is the highest 

achievement pupils reach for foreign language literature the Tweede Fase. Any 

productive language use connected to literature is embedded in the higher C1 and C2 

levels, which the Tweede Fase does not aim to achieve. In conclusion, connecting the 

Tweede Fase to the CEFR has resulted in a situation in which foreign language literature 

is only important to acquire receptive reading skills, and not to stimulate any other skills 

in the foreign language. Moreover, if the Tweede Fase strictly follows the levels of 

competence as described in the CEFR, ‘foreign language literature’ no longer includes all 

literary works and poetry, but only “contemporary literary prose”.  

 

2.5 Conclusion 

 In the beginning of the 19
th

 century, the study of English as a foreign language 

was on the rise in the Netherlands, and literature played an important role in this, as it 

was valued for stimulating personal growth and encouraging moral education. When after 

1863 the study of more foreign languages became accessible to a larger group of pupils, 

the dominant teaching method was the grammar-translation method, which had been 

borrowed from the teaching of Latin and Greek at the former Latin schools for the elite. 

Literature retained its prominent position in foreign language teaching, as the most 

important aspect of the grammar-translation method was translation of literary texts in the 

foreign languages to the mother tongue.  

 In the 1970s, when the Mammoetwet ushered in the new, communicative 

approach to language teaching, and teachers, influenced by new literary theories, started 
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to approach foreign language literature in a more reader-oriented way, as they focused 

more on the reading process and on interaction with the literary work. Nevertheless, it is 

not clear whether this actually stimulated communication in the foreign language, and 

therefore it cannot be said that literature actually played an important role in foreign 

language teaching for acquiring a foreign language. Moreover, many teachers were 

uncertain about whether literature was to be seen as a means to reach communication in 

the foreign language or as a means to teach literary competence. 

 This doubt on where to place literature reached its peak with the introduction of 

the Basisvorming in 1993, but especially with the new system of the Tweede Fase in 

1998. In the Basisvorming, foreign language teachers can decide for themselves whether 

or not they want to use literature in their programs, as literature is not mentioned in the 

attainment targets for the Basisvorming at all. In the upper years of the Tweede Fase, 

literature is a compulsory element in the curricula of the foreign languages. Nevertheless, 

in the Tweede Fase, literature seems to be exclusively employed as a means to acquire 

literary competence, it also is completely separated from practical foreign language 

competence. The following reasons indicate this separation:  

 (1)  The attainment targets for the Tweede Fase contain a separate sub-target  

  for literature as opposed to the four skills of reading, writing, speaking and 

  listening. This sub-target focuses exclusively on literary competence, and  

  is ambiguous as to whether or not it requires pupils to use the foreign  

  language. It is therefore unclear to what extent literature is employed to  

  achieve foreign language competence.  
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 (2) Schools are allowed to teach foreign language literature within the subject  

  GLO, which is a subject in which literatures of the foreign language are  

  integrated and separated from the foreign language lessons.  

 (3) Literature constitutes an important part of the subject matter for   

  the cultural subject CKV, which is taught in the mother tongue. 

(4) The attainment targets for the Tweede Fase are linked to the levels  of 

language competence as stated in the Common European Framework of 

Reference for Languages. In the CEFR, literature is only explicitly 

mentioned in four descriptions of skills on different competence levels. 

Only one of these descriptions falls within a level that is aimed at in the 

Tweede Fase, and this description deals with the receptive skills of reading 

and understanding only, without mentioning any productive or 

communicative use of the foreign language.  

All in all, from the moment foreign languages became part of the curriculum in 

secondary education 19
th

 century, literature has gradually lost its importance within 

foreign language teaching. The next chapter will provide arguments, based on research in 

foreign language acquisition, that support the claim that the place of literature in the 

teaching of foreign languages may need to be reconsidered and given more importance. 
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3. Uses for Literature in Foreign Language Acquisition 

 

 Westhoff (Een 'schijf van vijf' voor het vreemdetalenonderwijs (revisited)) has 

gathered a group of principles from the literature and research on foreign language 

acquisition that are required to set the process of acquiring a foreign language in motion, 

and stimulate the process of learning a foreign language as well. These principles, which 

Westhoff calls “ingredients for effective and fruitful SLA-activities” (59), are “exposure 

to input”, “content-oriented processing”, “form-oriented processing”, “(pushed) output” 

and “acting strategically”. As was discussed in the previous chapter, the current trend in 

foreign language teaching is to apply these principles on the basis of non-literary 

language. However, research on foreign language acquisition seems to indicate that 

literature can be of great value to each of these five principles. 

 

3.1 Literature as “Rich Input” 

 Foreign language learners in secondary education depend mostly on the foreign 

language lessons for the foreign language input they receive. This means that teachers of 

foreign languages must carefully consider which input to select for these lessons. Input in 

the foreign language ideally meets all of the following prerequisites: it is just above the 

learners’ level of comprehension, it is “rich”, in the sense that it has to cover all language 

learners could possible encounter when they encounter the foreign language, it is varied, 

preferably lifelike and is of “emotional and social significance” to learners (Westhoff, 

Een 'Schijf van Vijf' voor het Vreemdetalenonderwijs (Revisited) 13). A substantial body 
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of research indicates that literature connects to each of these prerequisites, which makes it 

a useful source of foreign language input to add to foreign language teaching.   

 First of all, literature is often regarded as too difficult, which seems to be a reason 

for teachers to drop literature as a form of foreign language input. After all, it does not 

seem to meet the prerequisite that foreign language input ideally is just above the 

learners’ level of comprehension. However, linguistic research into the nature of literary 

language shows that that is an unfounded assumption. Fowler, who supports a stronger 

connection between literature and linguistics, rejects the idea that language in literature is 

different from ‘normal’ language. “Literature is language,” he writes, “to be theorized 

just like any other discourse” (190). Hall endorses this view, as he concludes on the basis 

of linguistic research that “there is no clear and obvious literary/non-literary divide to be 

defined on strictly linguistic principles” (9) and that “ordinary language haunts or 

inhabits literary language, just as supposedly literary language informs the ordinary” 

(19). Moreover, he argues that it is unfair to judge all literary texts as “difficult”, because 

the sheer range of literature is so wide that it contains all kinds of texts. His final 

conclusion is therefore that “Linguistically, paradoxically, literature is [...] special 

because it is not special: ‘all life is there’” (37). Because of this, literature may be more 

unpredictable and therefore more demanding to a reader than “more predictable genres 

like business letter or a medical report” (37), but at the same time, because there is simply 

so much of it, there will always be foreign language literature that meets the prerequisite 

that foreign language input should be just above the learners’ level of comprehension. 

Especially when, as Kwakernaak advises, teachers of foreign languages expand their 

definition of literature to “fiction and audiovisual texts [...] and related non-fictional texts 
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such as travel stories, biographies, diaries and documentaries” (12), the language used in 

literature should not stand in the way of it being a useful and comprehensible source of 

foreign language input. 

 Two other prerequisites for suitable foreign language input are that it should be 

“rich”, in the sense that it should include examples of all kinds of language learners may 

encounter in the foreign language, and “varied”, i.e. it should include different kinds of 

texts, in different registers, presented in various forms (Westhoff, Een 'Schijf van Vijf' 

voor het Vreemdetalenonderwijs (Revisited) 13). It speaks for itself that literature alone 

can never fulfil these requirements; a foreign language curriculum that offers only literary 

texts would not be varied. However, eliminating literature from the foreign language 

curriculum would mean that learners will be exposed to a foreign language input which 

would not be nearly as rich as it could be, which is why it is important to include 

literature in any foreign language curriculum that aspires to meet the prerequisites as 

posed by Westhoff.  

 The fourth aspect of suitable foreign language input is that it must be “lifelike”. 

Literature especially connects to this aspect because it contains pragmatic elements that 

occur in real language. Pragmatics is the study of “the interpersonal and social acts that 

speakers perform by speaking and writing” (Fowler 192) and within language teaching, 

dealing with pragmatics “aims to facilitate the learners' ability to find socially appropriate 

language for the situations they encounter” (Bardovi-Harlig and Mahan-Taylor). In other 

words, pragmatics does not concern the language that is written or spoken, but what is 

behind that language. Moreover, the CEFR recognizes the importance of pragmatics in 

language teaching as well, as it states that social and pragmatic aspects “affect all 
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language communication between representatives of different cultures” (Council of 

Europe 13), and therefore proposes that learners of a foreign language should acquire 

skills such as knowing politeness conventions, understanding expressions of folk wisdom 

and recognizing register differences (118). Research into the language that is used in 

literature seems to suggest that literature is rich in pragmatic elements, which makes 

literature meet the “lifelike” prerequisite of foreign language input. Hall concludes that 

literature offers many “fundamental oral devices” (28), such as repetition, echoing, lively 

imagery, precise details and narrative in conversation (28). Swaffar, moreover, prefers 

literature to the “normed language” (7) that is found in educational materials, which 

focuses on “correctness of form” (7) but which lacks pragmatic cues such as “double 

meanings or colloquial irregularities” (7). Literature, she argues, does include these 

pragmatic cues, which makes it an appropriate source of lifelike foreign language input. 

 The final requirement Westhoff poses for foreign language input is that the input 

should be of “emotional and social significance” to learners. As a growing body of 

research indicates that literature is a source of language that not only contains, but also 

plays strongly on human emotions, there seems to be a role for literature in relation to 

this aspect of foreign language input as well. Hebel was one of the first to express how 

readers of literature aim themselves at a text “affectively” (qtd. in Schram 37), by which 

he meant that they should be open to emotions the text may convey. Moreover, Hall 

argues that the ideal way to treat literature in language education is to exploit the 

“affective potential” (175) of literature, as it stimulates response in the foreign language. 

Miall investigated this affective potential by studying readers’ reactions to narratives in 
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literature, and concluded that “it seems likely that the primary goal of reading is to 

explore the emotions of the self through engagement with the text” (19).  

 Nevertheless, the many allusions to culture and history that occur in literature 

may prevent learners of a foreign language from responding emotionally to literature, or, 

as Yanes argues, “when processing matters of affect and association, the compendium of 

references and cultural allusion within the text must be accessible to the reader” (1349). 

Yanes therefore proposes the introduction of a “Culture-Schema” into the early stages of 

foreign language learning that includes items “sufficiently well-known to be in literature” 

(1350), such as children’s literature, folklore, poetry, songs and historical references, to 

help learners of a foreign language overcome this barrier. Introducing learners to such 

accessible literary texts that relate to the social and cultural context of the foreign 

language may help them to understand more complex literature in the foreign language at 

a later stage and may, at that stage, make it easier to respond emotionally to literature as 

well as recognize emotions in literature.  

 

3.2 Literature and Processing Foreign Language Input 

 After having been exposed to appropriate materials and sources of foreign 

language input, learners have to process this input to accomplish “intake” of the foreign 

language  (Westhoff, Een 'Schijf van Vijf' voor het Vreemdetalenonderwijs (Revisited) 

14). Westhoff distinguishes two ways in which the input in a foreign language must be 

processed to accomplish this intake. First of all, the content of the input has to be 

processed in “content-oriented processing” (14), which means that learners of a language 

have to aim at understanding the meaning of the input they receive, preferably by 
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completing tasks that are “lifelike and functional” (14). Then, after learners have 

processed the input for meaning, it is important that their attention is drawn to 

grammatical aspects as well. This is called “form-oriented processing” (18), and it helps 

learners to form hypotheses about grammatical forms which they can later verify when 

they encounter new foreign language input.  

 The value of foreign language input for content-oriented processing lies not 

within the input itself, but within the way this processing is organized in specific tasks 

and activities. It is largely agreed upon that when learners engage in tasks that are lifelike 

and realistic, different elements of the foreign language will come up automatically (14). 

This means that using foreign language literature as a source of input can be useful, as 

long as it used as a basis for lifelike and realistic tasks. Various authors who advocate a 

use for literature in foreign language learning have given examples of tasks that illustrate 

this, for example Carter and Long, who promote the idea of employing literary texts for 

“standard EFL (English as a Foreign Language) procedures such as close, prediction […] 

deployed for purposes of opening up the literary text and releasing its meanings” (8) and 

Kramsch, who proposes activities such as “answering where why-, what- and who- 

questions on literary texts” (361), “putting data in order” (ibid.) and “brainstorming 

conceptual associations” (360), in which learners work at establishing to what extent they 

understand the content of the literature. 

 Moreover, the recent development of WebQuests provides even more lifelike and 

goal-oriented tasks. WebQuests are tasks based on online sources of information in which 

learners answer a central, open-ended question, which they eventually use to create a 

final product (cf. Dodge 1995). This open-ended nature, together with the creation of a 
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final product results in tasks that stimulate learners to apply knowledge they gather 

themselves, instead of passively receiving it from an instructor. Therefore, WebQuests 

are especially “lifelike and realistic”, and thus effective for learning a foreign language 

(Westhoff, “The Art of Playing a Pinball Machine” 61). As WebQuests deal with a wide 

range of subjects in education, literature can be a source on which to base a WebQuest. 

Examples of WebQuests that are based on literature are “A Midsummer Night’s Dream” 

(Peek and Stoelinga), in which the final product is a video clip based on the play by 

Shakespeare, “Russian Bards” (Peeters-Podgaevskaja), in which Dutch learners of 

Russian explore the poetry and songs of two Russian bards to compose a compilation CD 

as a final product, “Harry Potter and the Dutch wizards” (Demmers), in which pupils 

apply to audition for the “Harry Potter” films, and “Battle of the Short Stories” (Jager), in 

which pupils create a presentation on a short story they have read to promote this story in 

a competition. 

 As for form-oriented processing, the fact that literature comprises such a wide 

range of lifelike examples of real language in use, which was concluded in the previous 

section of this chapter, makes it suitable for focusing on grammatical form as well, 

especially for more advanced learners of a foreign language. Or argues that while simple 

“textbook language” can be useful for beginning learners, as it has “value as a device for 

demonstration and providing repetitive practice” (187), literature has more value for more 

advanced learners because “it represents language in use” (187) and is therefore likely to 

require a deeper processing of different aspects of form. Research into this longer 

processing time is summarized by Hall, who concludes that “readers of literature, 
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particularly second language readers, do indeed pause longer over words and remember 

surface forms better than ‘ordinary’ readers of other kinds of writing” (15).  

 Moreover, the creative language that is often employed in literature can support 

form-oriented processing as well. Even though it was argued in the previous section that 

a strict divide between literary and non-literary language cannot be made, Hall argues 

that it cannot be denied that some texts can be placed at the “literary” end of a “scale of 

literariness” (37) when they employ language extremely creatively. Moreover, Schram 

argues that these texts include many “abnormalities” in language that push the boundaries 

of “limitations imposed by language norms” (42) and may therefore help learners to 

focus on the formal rules of the foreign language. Because these “abnormalities” violate 

formal rules, foreign language learners are forced to check the original rule to make sense 

of the text, which stimulates attention to grammatical forms. This argument is also taken 

up by Or, who writes that learners “must inevitably turn to the standard norm […] or 

‘grammar’ of the language from which the literature deviates” (187) to understand this 

kind of creative language in literature. 

 

3.3 Literature and Creating Output in the Foreign Language 

 After learners have processed input, understood the content and focused attention 

on form, it is important that they produce output in the foreign language themselves. 

Producing output helps learners to discover and fill gaps in their knowledge, which in 

turn leads to a natural demand for more formal knowledge (Westhoff, Een 'Schijf van 

Vijf' voor het Vreemdetalenonderwijs (Revisited) 18). The way in which this output is 

ideally stimulated is again in lifelike tasks that evoke a natural need for communication 
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(21). Using literature may incite two different lines of communication on which output-

creating exercises in the target language can be based. 

 The first line of communication that evolves around literature is the 

communication between a reader and a text. Literature has the quality of having more 

than one layer of meaning, which, as Hall explains, leads readers to ask themselves 

questions such as: “What does it all mean, and why am I (the reader) being told this?” 

(21). This particular way in which literature triggers communication between a reader 

and a text is founded on Iser’s reception theory, which was explained by Hamilton and 

Schneider as the theory that readers of literature “cannot not interpret” (643). Kern also 

recognizes this line of communication between literature and readers and groups it under 

the umbrella term “literacy”, which he explains as communication between the writer 

who “instantiates a particular interpretation of the world” (4) and readers who interpret 

this “in terms of their own conceptions, experiences, and understanding of the world” (4).  

 To make this communication between reader and text useful for learning a foreign 

language, tasks and exercises have to be invented in which readers of foreign language 

literature convert this communication into output in the foreign language. Kramsch 

proposes exercises that attempt to achieve this, such as “brainstorming conceptual 

associations” (360), in which learners freely associate on the literature, and “predicting 

topic development”, in which readers, either individually or in groups, map their 

expectations when they are reading a text (360). Moreover, Carlisle proposes that learners 

write a “reading log”, in which they record personal responses to the literature in the form 

of questions, memories, thoughts, feelings, comparisons, comments and connections (14), 

to help them understand that reading literature involves communication in the sense of 
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the “contribution the reader brings to the text” (15) as well. Moreover, these reading logs 

may help learners to “value their own responses” (15) and therefore motivate learners to 

express themselves in the foreign language.  

 Besides this communicative link between literature and readers, literature also 

encourages communication between readers, or more specifically between learners of a 

foreign language who have read the literature. After a learner has responded to the 

literature individually, all learners may engage in communication to discuss the meaning 

of a literary text, for example by comparing their own individual experiences in 

communicating with the text. Jauss’ argument that the meaning of any work of literature 

is “a yielded truth – and not a given one – that is realized in discussion and consensus 

with others.” (qtd. in Seegers et al. 86) supports this idea, as well as Stierle’s argument 

that the high extent to which literature is linked to overall human experience, makes it 

function as a “relay for social communication” (qtd. in Schram 39). Observations by 

Edelenbos and De Jong, who have studied the actual output in foreign languages in Dutch 

secondary education, seem to confirm that literature stimulates communication in the 

foreign language, as they concluded that interaction in the target language takes place 

mostly in Dutch secondary foreign language classes that focus on literature and culture 

(83).  

 Moreover, when foreign language learners discuss the meaning of a literary text, 

they engage in a process of ‘negotiation of meaning’, which is an important aspect of 

foreign language acquisition as well. In theories on foreign language acquisition, 

‘negotiation of meaning’ means that learners of a foreign language interact and clear up 

gaps in meaning of foreign language utterances which is supposed to facilitate the 
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acquisition of a foreign language (cf. Pica). Research by Gass indicates that although it is 

widely assumed that negotiation of meaning focuses mostly on correctness of form, 

learners of a foreign language in fact value meaning over form. Consequently, this may 

indicate that negotiation of meaning between foreign language learners on the basis of 

literary texts, i.e. discussing the meaning of the text and not the grammatical forms, can 

be helpful in a foreign language learning environment.  

 To introduce this concept into foreign language courses, Kramsch and Scott have 

translated this idea of communication between learners based on literature into practical 

activities. For example, a prerequisite for communicative tasks set by Scott is that 

teachers must remember that “the meaning [of a text] changes each time we teach the text 

to a different class and […] no questions have predictable answers” (544). Moreover, 

Kramsch proposes literature-based exercises that stimulate communication between 

foreign language learners, for example “brainstorming intentions and beliefs” (361), in 

which learners are stimulated to express responses to foreign language literature without 

any interruption or correction by the teacher, and “ranking and voting” (362), in which 

learners compare personal opinions on the literature. These exercises focus on 

communication between learners of a foreign language and on negotiation of meaning 

instead of literary terms, literary history and literary criticism. 

 Even though these two lines of communication, which focus on interpreting and 

experiencing a work of literature either individually or in groups, can be helpful to 

stimulate creating output in the foreign language, they seem to be useful to more 

advanced learners of a foreign language only, as these learners are more likely to have 

some experience with literature, layers of meaning, and forming opinions and 
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interpretations in a foreign language. Nevertheless, literature may stimulate less advanced 

learners to create output in the foreign language as well. For example, the WebQuests 

that were introduced in the previous section of this chapter show how this can be 

achieved, as they require a final product learners have to produce, in which they have to 

use the foreign language. Other examples can be larger projects in which groups of 

learners work on a presentation or a piece of writing to present to their peers, such as the 

Rap for Charity that is proposed in section 5.19 of this thesis, or tasks in which a class is 

asked to present a final product, and groups of learners have to produce separate elements 

of that final product, such as the World English Market that is proposed in section 5.9 of 

this thesis. Moreover, Carter and Long propose short exercises that stimulate interaction 

between learners, such as jigsaw reading and information-gap exercises, that are based on 

literature (71). All in all, there are numerous possibilities to use literature in a setting in 

which language learners on various levels communicate and create output in the foreign 

language, ranging from individual responses by learners on the meaning of a literary text 

to learners negotiating the meaning of a text in groups, and finally to practical tasks that 

require cooperation and stimulate interaction and communication between learners.  

 

3.4 Literature and ‘Acting Strategically’ 

 When learners create output in the foreign language, they discover gaps in their 

knowledge of this language, which was explained in the previous section. Producing 

output helps learners to fill these gaps. However, to learn how to deal with remaining 

gaps in their knowledge, learners have to acquire strategies that can compensate for these 

deficiencies (Westhoff, Een 'Schijf van Vijf' voor het Vreemdetalenonderwijs (Revisited) 
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21). These strategies can be either receptive, such as activating prior knowledge and 

inferring unknown elements, which are strategies that compensate for gaps in knowledge 

that hamper comprehension of the foreign language (Westhoff, “The Art of Playing a 

Pinball Machine” 59), or they can be productive, such as describing, avoiding and using 

fillers, which compensate for gaps in knowledge that make communication in the foreign 

language difficult (59). Moreover, there are strategies to successfully understand and 

acquire vocabulary, which can help learners to expand their knowledge of a foreign 

language. These strategies do not relate directly to the kind of input learners receive, as 

they consist of particular procedures learners learn to follow before or during moments 

they have to deal with or produce the foreign language. Therefore, it does not make a 

difference whether these procedures are applied to literary or non-literary texts. 

Nevertheless, one aspect that is particular for literary texts may help learners to use and 

acquire strategies, namely the abundance of conceptual metaphors in literature. 

 Conceptual metaphors are metaphors that are deeply embedded in our everyday 

language and actions, which do not simply denote linguistic labels or function as 

illustrative language, but represent concepts of human thought and cognitive ability (cf. 

Lakoff and Johnson; Steen). By using conceptual metaphors, people place experiences in 

categories of other experiences to make sense of the world around them, for example by 

saying “we’ve come a long way in our relationship” and thereby giving words to the 

conceptual metaphor LOVE IS A JOURNEY (Lakoff and Johnson 470). Littlemore argues 

that to understand conceptual metaphors is likely to support the ability of learners to “use 

the words that are available to them in original or innovative ways in order to express the 

concepts they want. “ (3), which is also called “word coinage” (3) a well-known 
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productive strategy in language learning. Moreover, awareness of conceptual metaphors 

is likely to help learners employ the strategy of “paraphrasing” (3), in which foreign 

language learners employ metaphoric analogies to cover the meaning of a word they do 

not recall of have not yet required. As Steen has provided evidence that conceptual 

metaphors are more abundant in “typically literary” texts (101), literature may be used to 

draw learners’ attention to conceptual metaphors and therefore to the two productive 

strategies they support. This seems to be confirmed by Moser, who has researched the 

contribution of literature to acquiring conceptual metaphors, and found that the use of 

authentic children’s literature enhanced learner’s comprehension of anger metaphors used 

in English, such as “ANGER IS RED” and “ANGER IS HOT/FIRE” (3).  

 Moreover, besides supporting productive strategies, awareness of metaphors, 

which literature seems to enhance, may also help learners to understand and acquire 

foreign language vocabulary. Boers found that learners’ retention improved when 

vocabulary and expressions were organised along their underlying metaphorical themes. 

Dixon-Krauss supports this view, as she argues that learning words in a foreign language 

requires a broader conceptual base than learning words in the mother tongue. Reading 

literature, she argues, provides this conceptual base in the form of a story with an 

underlying theme or metaphor, which can strengthen the connections between words and 

their meanings (317).  

 

3.5 Conclusion 

 The arguments presented this chapter point to two conclusions. The first 

conclusion is that literature can be of added value for each of the five elements proposed 
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by Westhoff to facilitate foreign language acquisition, as it offers a rich and lifelike input 

and includes many pragmatic cues, it has emotional and social relevance, it can stimulate 

a deeper processing of form, it evokes communication on different levels, and finally it 

can stimulate awareness of metaphors. All of these benefits imply that in some cases, the 

use of literature in foreign language education may be more useful and perhaps even lead 

to better results in foreign language learning than the use of non-literary texts and 

expressions of language.   

 The second conclusion is that in places and situations where literature does not 

seem to explicitly offer these benefits, there is no clear evidence that it cannot be used in 

places where other, non-literary language is employed. First of all, it cannot be argued 

that literature is ‘too difficult’, as it spans an enormously wide range of language. 

Because of this, a varied and rich foreign language input would undoubtedly benefit from 

literature. Moreover, a proper processing of language input depends on the way this 

processing is organized in lifelike and realistic tasks and exercises rather than on the basis 

of which input learners do this. This is illustrated by various examples that use literature 

as a basis for lifelike tasks. The same goes for creating output in the foreign language, as 

research and examples of exercises show that literature can evoke communication and 

output in the foreign language as well as non-literary input.  

 In short, there is no reason why literature should be separated from foreign 

language acquisition. Literature has proven to be a possible and effective foundation for 

acquiring vocabulary, learning spelling and grammar, as well as writing exercises and 

interacting communicatively, as well as the the principles of foreign language acquisition 



 44

as listed by Westhoff. The next chapters will attempt to illustrate this, by proposing 

literature-based exercises that aim at foreign language competence. 
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4. Literature-based Language Acquisition Exercises for the Basisvorming 

 

 In the final chapter of this thesis, practical literature-based exercises that aim at 

foreign language competence will be proposed to demonstrate how literature can be 

awarded a more prominent place in the first years, or the Basisvorming, of the English 

curriculum in Dutch secondary education. Nevertheless, as literature is not mentioned in 

the attainment targets for the foreign languages in the Basisvorming, the question arises 

why it may be useful to attach more importance to foreign language literature in the 

Basisvorming. This chapter will attempt to answer this question. Moreover, it will be 

explained in this chapter why the exercises in the final chapter have been created to 

substitute exercises in an existing educational method. Finally, the educational method in 

question, Stepping Stones, will be analyzed for the extent to which it employs literature.  

 

4.1 Foreign Language Literature in the Basisvorming 

 Creating literature-based exercises for the subject English in the Basisvorming 

may seem at odds with the attainment targets for foreign languages in the Basisvorming, 

as these targets neither include the use of literature nor strive for literary competence. 

Nevertheless, besides the argument that was put forward in the first chapters of this thesis 

that literature can support foreign language learning in general, the aims and 

characteristics of education in the Basisvorming indicate a use for literature specifically 

in these early years of learning English in secondary education. 

 One of the main reasons the first years of secondary education have been 

reorganized into the system of the Basisvorming was to improve the connection between 
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these years and the later years of the Tweede Fase. First of all, this connection was to be 

improved by introducing pupils to a broad selection of subjects in the Basisvorming, to 

make it a period of orientation on and familiarization with subjects, and therefore to 

provide a solid basis for pupils’ choice of subjects to study more deeply in the Tweede 

Fase (Onderbouw VO, Karakteristieken voor de Onderbouw VO 1). Secondly, education 

in the Basisvorming was to underline connections between different subjects, to introduce 

pupils to coherence and overlap between subjects and therefore to provide a more solid 

basis for acquiring knowledge “from the whole to the part” (1). However, a closer look at 

the place of literature in the attainment targets for foreign languages in the Basisvorming 

reveals a number of  problems concerning these two measures to improve the connection 

between the Basisvorming and Tweede Fase. 

 First of all, although the subjects in the Basisvorming are supposed to familiarize 

pupils with subjects in the Tweede Fase, the foreign language curricula in the 

Basisvorming do not include foreign language literature, in contrast to the foreign 

language curricula of the Tweede Fase. This may lead to a problematic transition from 

the Basisvorming to the Tweede Fase in respect to foreign language literature. For 

literature in the mother tongue, this has already been proven to be the case. Laarakker has 

researched problems in the transition from mother tongue literature in the Basisvorming 

to mother tongue literature in the Tweede Fase, and concludes that pupils experience this 

transition as problematic and too abrupt (72). In the attainment targets for mother tongue 

education in the Basisvorming, literature occurs in one target only, whereas mother 

tongue literature in the Tweede Fase focuses on the study of “literary approaches”, 

“literary terms”, “the outline of literary history” and “placing literary texts in a 
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perspective of cultural history” (SLO, Examenprogramma Nederlandse Taal en 

Literatuur HAVO/VWO 3). Combining the fact that the Tweede Fase attainment targets 

for literature and literary competence in the foreign languages do not differ to a great 

extent from the attainment targets for literature in mother tongue education with the fact 

that the  Basisvorming attainment targets for the subject English, in contrast to the 

attainment targets for the mother tongue, do not include literature and literary 

competence at all, it may be concluded that that the gap and abrupt transition pupils 

experience for literature in mother tongue education must be even more problematic for 

literature in the foreign language subjects.  

 A second problem arises when literature and literary competence are viewed in 

the light of the ambition that is pursued by both the Basisvorming and the Tweede Fase to 

offer education that underlines connections between different subjects and different 

learning areas. To illustrate this, according to the Tweede Fase attainment targets for 

literary terms in the foreign languages, pupils must be able to apply literary terms, which 

are mentioned in the attainment targets for literature in the mother tongue, to the foreign 

language literature as well. In other words, the connection between the different subjects 

in this case is clear: literary terms are to be introduced in mother tongue education and to 

be applied to literary texts in the foreign languages as well.  

 However, in the Basisvorming, the attainment targets for mother tongue education 

and the foreign languages are kept separate. In contrast to, for example, the subjects of 

history and geography in the Basisvorming, which are combined in the learning area 

“man and society”, or the learning area “man and nature”, in which the subjects of 

physics, chemistry, technology and biology are combined (Ekens 2 – 3), there is no 
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coordinating learning area in which the subjects, or aspects of the subjects of mother 

tongue education and the foreign languages are combined. Nevertheless, foreign language 

and mother tongue education do share attainment targets that mention the strategies and 

skills pupils have to make themselves familiar with when reading a text, when searching 

for and sorting information from different sources, and when working on expanding their 

vocabulary. It seems obvious that these skills are shared by foreign language and mother 

tongue education, as they are applicable to all language use, and not just to the mother 

tongue or foreign languages.  

 In this light, it seems strange that the mother tongue education target of “reading 

stories, poems and informative texts that meet their interest” (SLO, Kerndoelen 

Onderbouw VO 2006 1) does not occur in the attainment targets for the foreign 

languages. As fiction and poetry exist in foreign languages as well, dealing with foreign 

language fiction and poetry in the Basisvorming underlines that literature occurs in all 

languages, as well as the idea that literary terms and concepts are not unique to literature 

in the mother tongue but can also be connected to literature in the foreign language. 

Therefore, introducing fiction and poetry in the foreign languages as well as in the 

mother tongue education would be more in line with the idea behind the Basisvorming to 

underline connections between different subjects.   

 All in all, even though the main objective of the exercises proposed in the final 

chapter of this thesis is to practise foreign language competence, the fact that all exercises 

are based on fiction or poetry means that the pupils’ first introduction to English literature 

will be moved forward from the fourth year to the first year of secondary education. This 

could result in an improvement of the connection between English in the Basisvorming 
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and English in the Tweede Fase, relieve pupils from the burden of suddenly having to 

start reading literary texts in English in the fourth year without any preparation, and put 

more emphasis on connections between the mother tongue and foreign language subjects 

in the Basisvorming.  

 

4.2 An Existing Educational Method 

 The literature-based exercises that will be proposed in the final chapter of this 

thesis have been created to substitute exercises in an existing educational method for the 

subject English, in this case Stepping Stones (Blom-Poldrugač et al.; Gjaltema et al.), for 

a number of reasons, most of which connect to the practical feasibility of adding 

literature to an existing English curriculum for the Basisvorming.  

 First of all, foreign language teachers are often bound by educational methods that 

leave little space to leave out or replace exercises. One reason for this is that the subject 

matter in most modern educational methods is organized concentrically, which means 

that new subject matter is introduced in a simple way, and returns more complexly at 

various points later in the educational method. As a consequence, skipping the first 

introduction of a subject means that teachers will have to face the results of this later in 

the school year, as pupils will encounter that subject at a more demanding level. 

Therefore, the exercises at the end of this thesis are created to replace specific exercises 

from an existing educational method. Besides sparing teachers the trouble of having to 

skip exercises, these exercises demonstrate that dealing with literature in the 

Basisvorming does not have to result in omitting parts of the subject matter in an 

educational method nor in having to schedule in extra time for literature. 
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 Finally, another benefit of basing the exercises on an existing educational method 

is that writers of such a method are experts on the foreign language and how foreign 

languages are learned in a classroom situation. This means that most teaching methods 

are well thought-out in terms of skills demanded from pupils in the Basisvorming and the 

order and complexity of the subject matter. As this thesis does not focus on questions 

such as the order in which pupils acquire grammar or the validity of every attainment 

target of the Basisvorming, the educational method Stepping Stones will serve as a frame 

of reference for when to introduce specific subject matter, such as language skills, 

strategies and grammatical items.  

 

4.3 Stepping Stones  

 The main reason for basing the exercises that are proposed in the final chapter on 

the educational method Stepping Stones is that this method is one of the most used 

educational methods to teach the subject English in the Basisvorming. In 2002 the 

method was used by 35% of the secondary schools (Oostdam and Van Toorenburg 5). 

Although versions of Stepping Stones have been created for all levels of the 

Basisvorming, the exercises that will be proposed in the final chapter of this thesis will be 

limited to the editions that concern the levels of HAVO and VWO, which are the upper 

levels, since these are the only levels at which literature is a compulsory element of 

foreign language education in the later years, or Tweede Fase, as well. In this section it 

will be argued that Stepping Stones, because of the way it separates non-literary and 

literary texts, is a good example of how language competence and literary competence 

have become separated in modern Dutch foreign language education. 
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 4.3.1 Non-literary Texts 

 Stepping Stones, proclaimed a communicative method by its writers, focuses on 

equipping pupils with sufficient knowledge of English and communicative skills in 

English to enter the later years of the Tweede Fase. For the HAVO and VWO levels of 

the Basisvorming, three volumes have been published. Each volume comprises one 

textbook and four workbooks that span one year of the Basisvorming. As a new fourth 

edition was released in 2008, it is important to stress that the exercises in the final chapter 

of  this thesis have been created for the third edition, which was published in 2002 (years 

one and two) and 2005 (year three).  

 The textbooks of Stepping Stones contain the chapters on which the exercises in 

the workbooks are based. Each chapter in the textbooks focus on a specific theme and 

includes texts, grammatical items, vocabulary lists, and references to audio files on the 

student CD. Moreover, each chapter includes so-called Stones, which are boxes of text in 

which various communicative acts, which are formulated in instructional phrases such as 

“This is how you ask for someone’s opinion” (Gjaltema et al., Stepping Stones – 

Textbook 3 HAVO VWO, 41) and “This is how you ask for directions” (Blom-Poldrugač 

et al., Stepping Stones – Textbook 2 (T) HAVO VWO 89). These acts are illustrated by 

words and phrases that indicate how to perform them. Moreover, lines between these 

words and phrases indicate how to combine them into chunks and sentences, and 

therefore constitute a form of implicit grammatical rules. For example, the 

communicative act of concluding a telephone conversation is illustrated by the words and 

phrases “see you,”, “see you”, “later,”, “tomorrow,” and “bye.”, for which it is indicated 
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by lines that possible combinations are “see you, bye.”, “see you later, bye.” and “see you 

tomorrow, bye.”.  

 The exercises in the workbooks deal with all skills that are mentioned in the 

attainment targets of the Basisvorming and are based on the texts in the textbooks, the 

grammatical items and the Stones. Except for the grammar exercises, all exercises are in 

English, although sometimes they may be answered in Dutch, and they range from simple 

vocabulary reproduction tasks to more complex exercises in which pupils, for example, 

have discussions in groups or engage in dialogues with information gaps. Communication 

in the target language is stimulated most in these more complex exercises.  

 When the position of literature in the regular textbook texts and workbook 

exercises is examined, it appears that neither fiction nor poetry are employed as a basis 

for the workbook exercises. Some texts about fiction do occur in the textbooks, such as 

texts about movies, theatre and novels. Moreover, one chapter in the textbook for the 

third year focuses entirely on fiction, offering excerpts from novels and short stories as 

well as writers’ biographies and a general theme of promoting reading. However, the 

other regular chapters do not employ original stories, poems or plays. 

   

 4.3.2 Reading Matters 

 The Reading Matters are separate sections within the textbooks of Stepping 

Stones that can be found at the end of each textbook and comprise poems and short 

stories on which exercises in the workbook are based. These exercises on Reading 

Matters appear after the fourth, sixth and ninth chapter in the workbooks for the first 

year, and after the fourth and sixth chapters in the workbooks for the second and third 
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year. At first sight, it therefore seems that the Reading Matters sections are designed to 

gradually introduce pupils to fiction and poetry in the first years of the Basisvorming.   

 The exercises on Reading Matters appear to endorse this, as they combine a 

mostly receptive understanding of the stories and poems in the foreign language with 

questions that introduce pupils to literary concepts like rhyme, genre and character. An 

example of this are the exercises on pages 60 and 61 of Workbook 1d, in which questions 

on the genre of fairytales are with exercises such as writing a new title for the story, 

rewriting the ending and drawing a picture of one scene from the story. Although these 

exercise seems to practise writing skills, and therefore a more productive use of the 

foreign language, the catch in these exercises, and in fact in nearly all exercises on 

Reading Matters, is that they are in Dutch and may be answered in Dutch as well. This 

poses a strong contrast to the exercises in the regular chapters, which practise all skills in 

English. As a result, the Reading Matters, instead of striving for communication in the 

foreign language, create a situation where pupils, once they basically understand the input 

in the foreign language, can set aside the foreign language and continue in their mother 

tongue.  

 The reason behind this set-up is not clarified in the method. It may be that the 

authors regard poetry and fiction in the foreign language as too difficult for pupils in the 

Basisvorming to deal with. Nevertheless, whatever reasons the authors may have had for 

dealing with foreign language fiction and poetry in the mother tongue, they do set aside 

these sources of foreign language input from ‘normal’ language and create the impression 

that fiction and poetry are only helpful to practise reading and to acquire literary terms 

and concepts, but not to acquire foreign language skills and strategies. In other words, the 
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Reading Matters are an example of separating literary competence and foreign language 

competence. 

 In addition to this, the gap between literature and language competence is 

widened by the place of the Reading Matters sections within the organization of the 

Stepping Stones workbooks. First of all, these sections are situated at the end of each 

textbook, separated from the regular chapters. Moreover, the exercises on Reading 

Matters are situated at the end of the workbooks they appear in, and are not connected to 

the themes of the chapters or the grammar, vocabulary or Stones that are treated in the 

chapters of that workbook. For an educational method that highly values a thematic 

structure and the interconnectedness of all its components, such as the Stones, which are 

connected to the grammar of each chapter, the vocabulary which is connected to the texts 

of each chapter, and the theme of each chapter which is connected to the communicative 

acts that are practised in the Stones, it seems curious that the Reading Matters sections 

seem to be outside these connections.  

 Another disadvantage of the place the Reading Matters sections occupies within 

Stepping Stones is that, if pupils work their way through the four workbooks in one year, 

the exercises on Reading Matters are situated precisely before the school holidays. After 

the end of the fourth chapter, in the middle of the year, the Reading Matters section may 

just be preceding the Christmas break, and after the sixth chapter, it would appear 

precisely before the spring break. Even though it is the choice of teachers and of English 

departments within schools if, when, and how to deal with the Reading Matters, 

following the educational method could easily result in the Reading Matters ending up as 
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optional pre-holiday material, which raises the question to what extent the information in 

the Reading Matters section actually sinks in with pupils. 

 All in all, the Reading Matters sections in Stepping Stones seem to present a 

contrast to the other sources and exercises in the educational method, as both the Reading 

Matters sections and the exercises on these sections are separated from the regular 

chapters, and because the exercises on Reading Matters are almost completely in Dutch 

and therefore, in terms of language learning, focus only on the skill of reading.  

 

 4.3.3 IT-Matters 

 The final component of Stepping Stones is a website that contains extra material 

for each chapter. This extra material, to which the workbook refers as IT-Matters, is 

presented in the same categories as the material in the book. Moreover, exactly like the 

book, the on-line sources and exercises are all based on non-literary texts. Nevertheless, 

one surprising aspect of IT-Matters is that its on-line version of Reading Matters sharply 

contrasts with the Reading Matters sections in the textbooks and exercises in the 

workbooks, since most of the exercises that accompany the on-line Reading Matters are 

in English and have to be answered in English as well. IT-Matters is therefore the only 

aspect of Stepping Stones that combines language and literary competence. Nevertheless, 

as IT-Matters is added to the method as exercises for pupils that need extra practice or 

pupils who need more challenge, and since most schools do not yet have computers 

available to all pupils in every lesson, it remains to be seen whether teachers have the 

time and opportunity to present the on-line version of Reading Matters to their pupils. 
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5. Exercises for Stepping Stones 

 

 The educational method Stepping Stones, as was described in the previous 

chapter, separates foreign language competence from literary competence. Therefore, this 

chapter will propose exercises that combine the aim of acquiring foreign language 

competence in the Basisvorming for the subject English with the aim of acquainting 

pupils with literature in the foreign language, to substitute exercises from Stepping Stones 

and therefore to illustrate the argument that literature can benefit foreign language 

acquisition, which was discussed in Chapter Three of this thesis. 

 The exercises focus first and foremost on acquiring foreign language competence, 

and therefore connect to the Stones, grammar, strategies and important foreign language 

skills that are dealt with in the accompanying chapters from Stepping Stones. This means 

that the order in which particular subject matter is introduced in this educational method 

will also be the order in which the exercises proposed below deal with acquiring English 

as a foreign language. This decision is not based on research into the optimal order of 

introducing elements of the foreign language to learners of a foreign language, but on the 

aim of these exercises to be of practical assistance to English teachers. Moreover, each 

exercise is preceded by an introduction that attempts to clarify to what extent the exercise 

connects to the attainment targets for the Basisvorming and to the subject matter of the 

accompanying chapter in Stepping Stones, as well as its value for acquiring foreign 

language competence in general.   

 As each chapter of Stepping Stones is organized around a particular theme, the 

literature on which the exercises are based is in line with the themes of the accompanying 
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chapters. The sources of literature comprise a wide range of fiction and poetry, including 

excerpts from novels and short stories, entire short stories and poems, but also sources of 

fiction and poetry that may not be directly associated with literature, such as nursery 

rhymes, urban legends, radio plays and comic books. Considerations that have 

determined the choice of sources of literature for the exercises, such as their degree of 

difficulty and the extent to which they connect to pupils’ lives and experiences, will be 

explained as well in the introductions that precede the exercises for each chapter. 

 Although the exercises focus mostly on foreign language competence, they do  

initiate pupils’ first steps towards literary competence, as they introduce pupils to fiction 

and poetry in the foreign language for the first time. Therefore, most of the exercises 

include elements that may be used to call attention to literary and poetic terms and 

concepts, such as rhyme, genre, character, plot and perspective. Although this specific 

aspect of literary competence is not explicitly mentioned in the exercises for the first and 

second year of the Basisvorming, the introductions to each exercise will suggest aspects 

of literary competence that can be touched upon when pupils do the exercise. These 

suggestions may be especially useful for teachers of English who aspire to collaborate 

with art teachers and teachers of Dutch and the other foreign languages to arrange to deal 

with the same literary concepts or terms at the same time, which could strengthen and 

underline connections between these subjects.  

 Compared to the exercises for the first two years of the Basisvorming¸ the 

exercises that are proposed to substitute exercises from the Stepping Stones workbooks 

for the third year of the Basisvorming contain more explicit references to literary terms 
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and concepts. The aim of this is to prepare pupils more gradually for the transition to 

literary competence that will be aimed at in the Tweede Fase.  

 

5.1 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 1: ‘Great Fun?’ 

 In the exercise below, pupils write a “Getting-to-Know-You List Poem”, which 

McCreery designed to teach pupils the specific characteristics of a list poem. The 

exercise is partly adapted from McCreery’s example, and elaborates on the first exercises 

of Chapter 1 in Stepping Stones – Workbook 1a (T) HAVO VWO (Blom-Poldrugač et al.) 

 The central theme of the first chapter, which is illustrated by texts on hobbies, 

trends, likes and dislikes, is “fun”. Consequently, the first exercises of this chapter, which 

are based on the chunks and vocabulary treated in Stones 1, 2 and 3, focus on describing 

likes, dislikes, hobbies and interests. Therefore, the exercise proposed below can 

substitute Exercise 8 (Blom-Poldrugač et al., Stepping Stones – Workbook 1a (T) HAVO 

VWO 12), as it links the chunks from Stones 1, 2 and 3  to the grammar that is dealt with 

in this chapter, namely personal pronouns and the Simple Present verb tense, in the same 

way this exercise does. 

 Furthermore, by doing this exercise, pupils do not only practise the grammar and 

vocabulary of this chapter, but are introduced to poetry as well. Two aspects listed by 

Bolscher et al. (52) as important when treating poetry in the first years of secondary 

education return in this exercise. First of all, the “Getting-to-Know-You List Poem” 

connects to the environment of the pupils, who find themselves at the beginning of a new 

school year, having to get to know new classmates. Moreover, they learn that poetry does 

not necessarily have to rhyme.  
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 Finally, the exercise qualifies as communicative, as pupils complete a “listing 

task” (Willis 26), which involves brainstorming and fact-finding as activities that 

stimulate communication. Because the outcome of the task is a poem, a first introduction 

to poetry is combined with grammar, vocabulary and communication, to achieve the goal 

of finding out more about new classmates.  

 

5.3.1 Writing a “ Getting-to-Know-You-List-Poem” 

 

A “list-poem” is a poem which sums up thoughts and ideas, for example about things someone 

does or doesn’t like. Even though it does not have to rhyme, it is a poem anyway. 

 

A “Getting-to-Know-You-List-Poem” is a “list-poem” that helps you to get to know someone better.  

This is an example of a “Getting-to-Know-You-List-Poem”: 

 

 

I am Jesse Taylor. 

I like cheese, steak, shrimp, ice cream, apple pie, hockey, basketball, and fantasy 

stories. 

I dislike spinach, chicken, chocolate cake, baseball, tennis, and romance stories. 

All this ... and more ... makes me who I am. 

I am Jesse Taylor. 

 

 

The poem below is a “Getting-to-Know-You-List-Poem”, but this time… 

 

 1.  … the poem is not about you, but about a classmate. 

 2.  … it is your task to complete the poem. 

 

Do the exercises below the poem to write your own “Getting-to-Know-You-List-Poem 
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“This is my Classmate” 

 

This (be/is/are) [name]……………………………………  

 

(He/She) (like/likes) [1]………………………, [2]……………………, and 

[3]…………………………… 

 

He/She (dislike/dislikes) [4]…………………………, [5]………………………, and 

[6]……………………… 

 

All this, and more, makes him/her who he/she is. 

 

This (be/is/are) [name]……………………………………… 

 

 

A. Take these steps to complete the poem 

 

1 Choose the correct forms of the verbs (werkwoorden) “to be”, “to like” and “to dislike”.  

2 Fill in your classmate’s name after [name]. 

3 Choose the correct personal pronoun (persoonlijk voornaamwoord), like “he” and “she”. 

4 Ask your classmate about three things he likes and dislikes, for example food, movies, 

 music, or hobbies. Write the answers down in the poem after each number. 

 

B. Take these steps to finish the exercise 

 

1 Write down the completed poem on an A4-sized paper. 

2 Decorate it with pictures of things your classmate likes on the left side and things your 

classmate dislikes on the right side.  

3 If you stick these poems to the wall of your classroom, you can learn about all of your 

classmates’ likes and dislikes!  

4 It may be interesting to repeat this exercise at the end of the school year, to see if your 

likes and dislikes have changed during the year. 
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5.2 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 2: ‘Family and Friends’ 

 A suitable aspect of literary competence in the mother tongue to treat in the first 

years of secondary education is the concept ‘perspective’ (Bolscher et al. 47). In the 

exercise proposed below, pupils put themselves in the shoes of different characters from a 

story and implicitly learn about this aspect of literature in a foreign language as well. 

Therefore, the exercise applies to the Basisvorming characteristic of emphasizing 

“coherence between the subject matter of different subjects” by underlining connections 

between subjects (Onderbouw-VO, Karakteristieken voor de Onderbouw 1) 

 Besides aiming at goals connected to literary competence and the Basisvorming in 

general, the exercise deals with most of the grammar and Stones of Stepping Stones – 

Textbook 1 (T) HAVO VWO (Blom-Poldrugač et al.) Chapter 2, in which pupils learn to 

tell something about themselves, about family members and about someone’s 

appearance, as well as to form questions with the verb to be, the present simple of the 

verb to have and possessive pronouns. In the exercise, most of this grammar and 

vocabulary returns, which makes it suitable to replace the “Checklist” exercises on the 

Stones, grammar and vocabulary at the end of this chapter’s workbook exercises (Blom-

Poldrugač et al., Stepping Stones – Workbook 1a (T) HAVO VWO 43-44), especially since 

the story on which the exercise below focuses is closely connected to this chapter’s 

central theme of family and friends. 

 Finally, an important aspect of this exercise in the light of foreign language 

acquisition is that pupils learn to sort and categorise information and order this into a 

table, which is a goal stated in the attainment targets of the Basisvorming (Staatsen et al. 

55), as well as an activity that enhances communication between learners in general 

(Willis 26).  
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5.2.1 The McGoodys 

 
 
Can you imagine a family that is perfect in every way? The McGoodys in the next story are such 

a family. Everything about them is perfect… 

 

Or is it? 

 

Listen and read along as your teacher reads this story to you. Then finish the exercises below 

and learn how to write an interview for a magazine.  

 

The McGoodys, by Joy Cowley  

 

When the McGoody family moved into the street, the neighbours said   

to their friends, "Guess who lives here? The McGoodys!”. Their friends  raad eens 

replied, "No! Not the famous, fabulous McGoodys. Is it true that they are  

the world's perfect family?". "It certainly is true," the neighbours said.  

"Are they beautiful and successful and happy, just like they are on TV?" 

friends asked. "They really are," the neighbours answered. "Even their dog 

is perfect. It doesn't bark. It doesn't shed hair and it doesn't do  blaffen / verharen 

you-know-what on the pavement."                         trottoir 

 

After that the friends visited the street often. They leaned over fences  hekken 

to catch a glimpse of Mr and Mrs McGoody and the two McGoody children.  glimp opvangen  

They took photos of their house. The mailman who delivered letters to  

the street, walked slowly to and from the McGoody mailbox. One morning, 

 the mailman was rewarded. Mr McGoody himself, came out to get the  beloond 

mail. "Oh!" gasped the mailman "It is such an honour to bring mail to the  verzuchtte 

world's perfect family. Please, Mr McGoody, may I have your autograph?"  handtekening 

"We just do our best," smiled Mr McGoody, patting a pocket full of pens.  

“What colour ink would you like? Red, black or green?” 

 

The McGoody family were always in the news. Mr McGoody was a handsome  knappe 

man. He had five university degrees and was a billionaire. He ate sugar-free, diploma’s 

 fat-free, junk-free health food. Every morning he ran for ten kilometres and  

he never had smelly sneakers. During the week he had his own TV show in  stinkende 

which he gave advice to world leaders. At the weekends he tended his  verzorgde 

prize-winning apple trees and showed his neighbours how to garden. 
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Mrs McGoody had been a beauty queen. Her hair and nails were always  

perfect, even though she worked in her home from morning to night. She  knipte/naaide/roerde 

snipped and sewed and stirred and baked, while doing aerobic exercises  

to keep herself trim. She cooked her family sugar-free, fat-free, junk-free  in vorm 

health food and she designed all their clothes. In the evenings, she gave  ontwierp 

public talks on "Ten ways to keep your husband happy," and "How to raise  lezingen 

brilliant children. "Like her husband, Mrs McGoody believed that a perfect  echtgenoot 

family should help their neighbours. She showed the women in the street  

how to do aerobic patchwork and make aerobic strawberry jam. lappendekens maken 

 "Helping neighbours makes the world go round," she said. 

 

Without doubt, the McGoody children were brilliant. Priscilla McGoody was  

as beautiful as her mother. Like her mother, she was able to do several  verschillende 

things at once. For example, she could write with both hands at the same time.  

With her left hand she could do a math exam and with her right hand, answer  wiskundetoets 

a spelling test. She would get both 100% right. "How do you do that?" groaned 

 the other children "Easy," smiled Priscilla. "It runs in the family." het zit in de familie 

 

On sports days, Victor McGoody came first in every event except those sportwedstrijd 

won by his sister. He often asked his teacher for extra homework. "A smart  

boy wants to learn all he can," he said. Victor also played the flute in an  

orchestra. He gave the other kids at school free tickets to hear him play. orkest 

"Why are you so good at everything?" they asked. Victor smiled. "I come 

from a perfect family," he said. 

 

One Saturday morning, Mr McGoody bought some new pink and white  

barbecue furniture with plates, mats and napkins to match. "Oh, Honey!"  meubilair / servetten 

cried Mrs McGoody. "It's gorgeous! Let's have a barbecue right away.  prachtig 

"Sweetie, what a marvellous idea!" said Mr McGoody. geweldig 

"We'll have it on the front lawn where everyone can see," said Mrs  voortuin 

McGoody. "I believe that we have a duty to share beautiful things with  plicht / delen 

our neighbours. Victor said, "Mother, dear. I know you are very kind and all  aardig 

that. But we are not going to invite the neighbours, are we?" "We have  uitnodigen 

only four chairs," said Priscilla. Mrs McGoody smiled at them, "No, my  

angels. This is family time. The neighbours can look, that's all. Now,  

precious children, would you like to help me?" "Yes, yes, yes!" laughed  dierbare 
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Priscilla, jumping up and down and clapping her hands "'Oh Mother, 

 thank you for asking." Victor said, "Tell us what to do, Mother, and it   

will be done at once." meteen 

 

Everyone set to work. Mr McGoody put the table and chairs on the front  

lawn, then cooked the chicken on the barbecue. Mrs McGoody mixed 

the salads. The McGoody children set the table and made a jug of cold  dekten de tafel / kan 

lemonade. The McGoody dog lay under the table, sniffing the chicken  

smoke and patiently waiting for its share. geduldig / deel 

 

Big events sometimes begin with something very small. This time, the  gebeurtenissen 

small thing was an apple. Mr McGoody put the dish of chicken on the  schaal 

table. As he leaned over, one of his prize-winning apples dropped out  

of the tree and landed plonk on his head. This had never happened to 

 Mr McGoody before. He was so surprised he shouted, "Boggles!" verbaasd 

It was the first time Mrs McGoody had heard her husband swear. Deeply  

shocked, she dropped a bowl of beetroot salad. It hit the ground and  bietensalade 

splashed up over Victor and Priscilla. The children had never been in  spetterde 

such messy clothes. There was red stuff on Priscilla's blue dress and  vieze 

Victor's white shirt, red stuff on their faces and hands. They screamed  

and jumped back, upsetting the table. 

 

The dog had been asleep under the table, dreaming of chicken.  

It woke up with the fright of its life. Not knowing what it was doing, it  angst 

rushed out barking, and bit Mr McGoody on the ankle. Mr McGoody  enkel 

was in pain. He hopped around shouting at Mrs McGoody, "This is all  

your fault, you stupid woman! Can't you hold onto a bowl of salad?"  

"Don't blame me, you bad-tempered idiot!" Mrs McGoody shouted back.  in een slecht humeur 

"I didn't tip over the table!" The McGoody children were too upset by  van streek 

their messy clothes, to say anything. They stood there, screaming.  

The dog, not knowing what to do, ran round in circles and barked  

and barked. Within seconds, Mr and Mrs McGoody were having a terrible row. ruzie 

"I don't slave day in, day out, to be called an idiot!" Mr Goody yelled.  zwoegen 

"All you think of is yourself!" cried Mrs McGoody.  

"You brute, you don't love me or you wouldn't talk like that!"  bruut 

Priscilla and Victor screamed at their parents, "What about us!"  

Their parents snapped at them. "Shut up!" and the dog went yap, yap, yap.  snauwden 
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When the row had died down, the McGoodys realised what they had done.   

They hurried indoors, red with embarrassment. "We had an argument!"  naar binnen / schaamte 

whispered Mr McGoody, as he bandaged his ankle. "In public!" wept  verbinden / huilde 

Mrs McGoody. "All the neighbours saw," moaned Priscilla and Victor,  jammerden 

sitting on the white velvet couch, in their beetroot clothing. bietjesrode 

 

"You realise what this means, don't you?" said Mr McGoody. "We are  realiseert 

no longer the world's perfect family. It will be all over the news. Can't you 

 just see tomorrow's headlines?" No one spoke for a moment, but the  krantenkoppen 

dog put its head under the couch and whimpered. jankte zachtjes 

"There is only one thing to do," sighed Mrs McGoody. In the middle of  

the night, a removal van came to the McGoody's front door. By morning,  verhuizen 

the house was empty and there was a FOR SALE sign on the front lawn. “te koop” 

The mailman spread the news to the neighbours. "The world's perfect  

family has moved away." The neighbours smiled at each other.  

 

"Oh goody!" they said. 

 

 

 Exercises 

 

In the following exercises you are going to write a magazine article in which you interview the 

McGoodys. You are going to write interview questions a reporter can ask the family members for 

this article, and after that you will choose one main character (hoofdpersoon) from this story and 

tell the reporter something about yourself through the eyes of this character. 

 

1 First of all, take a look at the different main characters in the story and complete the 

 following table. Do this exercise individually. 

 

 Looks… Has… Is good at… 

 

…………………. 

 

handsome 

  

his own TV show 

apple trees 

 

 

 

Mrs McGoody 

 perfect nails 

 

giving public talks 

 

 



 66

 

………………… 

 

beautiful  writing with two hands 

 

 

 

Victor McGoody 

 

 a flute  

 

2 Work in pairs. Compare your table with a classmate and copy any missing information. 

 Explain to each other where you found your answers. 

 

3 As a reporter, you want to know as much about the family as possible for your 

 newspaper article. 

 

 Write down ten questions a reporter could ask the family members. For help on how 

 to ask questions, take a look at Stone 6 and Grammar 1 in your textbook. 

 The first two questions have already been filled in as examples: 

 

 1.  Are you good at cooking? 

 2.  Is Victor your brother? 

 3. ………………………………………...…………………………… 

 4. ………………………………………...…………………………… 

 5. ………………………………………...…………………………… 

 6. ………………………………………...…………………………… 

 7. ………………………………………...…………………………… 

 8.  ………………………………………...…………………………… 

 9. ………………………………………...…………………………… 

 10. ………………………………………...…………………………… 

 

4 Now it is time to interview the family members. Each of you chooses a family 

 member to answer these questions. For example, if you choose to be Mr McGoody, 

 your answer to question 1 might be “No, my wife, Mrs McGoody, is good at cooking. 

 I am good at tending apple trees”. 

  

 Write down the answers to the questions you wrote down in Exercise 2. For help on 

 how to answer these questions, check out Stones 4, 5, and 7 and Grammar 2 and 3. 
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5  Write these questions and the answers to these questions on two sheets of paper, and 

 add a drawing of what you think each family member looks like. Make the sheets look 

 like an article in a magazine. 

 

 

5.3 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 3: ‘Let’s t@lk’ 

 The two exercises proposed below focus not so much on communication but on 

pronunciation and grammatical forms. Both exercises are based on short, humorous 

poems, which can serve as an introduction to poetry in the first years of secondary 

education, especially to introduce pupils to “poetry on different levels” (Bolscher et al. 

52), i.e. poetry ranging from easy, accessible, rhyming stanzas to more open, complex 

poetry.  

 The first exercise is based on the poem “Swimming ‘Ool” by Ken Nesbitt, and 

practises spelling the English alphabet. As this skill is part of the communicative skills 

pupils practise in Chapter 3 of Stepping Stones – Textbook 1 (T) HAVO VWO (Blom-

Poldrugač et al.), this exercise can be added to Exercises 16 and 17 of this chapter (Blom-

Poldrugač et al., Stepping Stones – Workbook 1b (T) HAVO VWO 9), which treat this 

subject as well. In the second exercise, the poem “Double Trouble” by Mark Chandler is 

used to focuses on exceptions to the rules for forming plurals of nouns. These rules are 

part of the grammar of this chapter, so the exercise could be added to Exercises 4a and 4b 

(15). 

 It must be emphasized that these exercises may be added to, but not replace the 

existing exercises in the workbook, since focusing too much on exceptions to 

grammatical rules can confuse pupils who are learning these rules for the first time 

(Staatsen et al. 280). Nevertheless, paying attention to grammatical exceptions does give 
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pupils insight into the systematic nature of language and raises awareness of forms that 

later on will have to be learned by heart (267). Therefore, these exercises should either be 

offered at the end of Chapter 3, when the basic grammatical rules have been practised, or 

be connected to the exercises mentioned above in an informal way, in which the teacher 

stresses that it is not important to remember all the exceptions. 

 

 

5.3.1 Swimming Ool & Spelling the Alphabet 

 

The following poem is written by Ken Nesbitt. Listen to A to Z on your CD first, then finish the 

exercises below. 

 

Swimming ‘Ool, by Ken Nesbitt 

 

Swimming in the swimming pool 

is where I like to "B," 

wearing underwater goggles 

so that I can "C." 

Yesterday, before I swam, 

I drank a cup of "T." 

Now the pool is just an "ool" 

because I took a "P." 

 

1 Pair up with a classmate and read the poem out loud, together. The capitals at the 

 end of the sentences are letters, but if you read them out loud you will hear that they 

 are words as well. Can you work out what the capital letters mean in this poem?  Fill in 

 the table below. 

 

Letter Pronunciation Word + Translation Finish the sentence with the right 

word, instead of the letter. 

B  

 

 Is where I like to … 

C  

 

 So that I can …. 
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T  

 

 I drank a cup of … 

P  

 

 Because I took a …. 

 

 

5.3.2 Double Trouble & Plural Nouns 

 

The following poem is written by Mark Chandler. Read Grammar 4 on plural forms 

(meervoudsvormen) first, then listen as your teacher reads the poem.  

 
 

Double Trouble 
A Poem for English Students 
by Mark Chandler 
 
Please spare me a thought 
For the cause of my frowns 
My teacher’s just taught 
Me the plurals of nouns. 
 
So let’s start with a fox 
Well, the plural is foxes 
But change it to ox 
We have oxen, not “oxes” 
 
He becomes they 
Man becomes men 
So I think I can say 
Humans are “humen”!  
 
Explain to me please: 
 
On my plate are pink prawns 
The green things are peas 
Make the yellow ones “corns”! 
 
So foot becomes feet? 
There’s no logic at all…  
Because boots are not “beet”  
… And you say ‘six foot tall’ 
 
A pair of trousers – OK?  
But I see only one. 
Can you please say 
Where the other has gone? 
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Words to help 

frowns    frons (om aan te geven dat je bezorgd of verward bent) 

spare me a thought denk met me mee 

plurals    meervoudsvormen 

nouns    zelfstandig naamwoorden 

ox    os 

prawns    garnalen 

six foot    lengtemaat: ongeveer 1 meter en 80 centimeter 

 

Exercises 

 

1 Connect the pictures to the corresponding words in the poem. 

 

The poem above consists of six stanzas (coupletten). Divide the class into five groups. Each 

group chooses one stanza of the poem. The group with stanza five also takes stanza six. As a 

group, work together to complete the table below.  

 

2 Under (C), write down the plural forms (meervoudsvormen) of the words in your stanza 

listed under (B). 

 

(A) Stanza (B) Word (C) Plural form (D) Rule or exception? 

1 Frown  -s in het meervoud 

1 Plural   

1 Noun   

2 Fox   

2 Ox   

3 He   

3 Man   

3 Human   

4 Prawn   
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4 Pea   

4 Corn   

5 Foot   

5 Boot   

6 Trousers   

 

3 Read Grammar 4. Can you tell which rule applies to the nouns in your stanza? Write 

down the rule under (D). If a plural form is not covered by the rule, write it down as an 

exception (uitzondering).  

 

4  Appoint one person in your group to explain the plurals in your stanza to the rest of the 

class. Do they fit the rules? Write the exceptions on the board. 

 

5  Finally, together with your teacher, add all the exceptions to the rules you have read 

about in Grammar 4.  

 

 

5.4 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 4: ‘Animal Tricks’ 

 

 Ogden Nash is an American poet whose humorous poems strongly appeal to 

children. As this chapter of Stepping Stones – Textbook 1 (T) HAVO VWO (Blom-

Poldrugač et al.) focuses on animals, four of his short poems on animals are used as a 

basis for the first two exercises proposed below.  

 In the first exercise, pupils have to complete gapped poems. Because pupils will 

frequently encounter gapped texts in the later years of secondary education and even in 

their final exams in the foreign languages, it is important to raise awareness of these texts 

and to develop strategies to find the missing words (Staatsen et al. 58).  
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 The second exercise elaborates on the completed poems of the first exercise. As 

pupils engage in a game of questioning and answering about the animals, they exchange 

information with their group members. This makes it an interactive task that enhances 

communication (cf. Moss and Ross-Feldman). The task connects to this chapter’s 

vocabulary and Stones as well, as they deal with asking about and describing animals, 

and also to the grammar of making questions and practicing the Present Simple negative 

forms. Replacing Exercise 16 and 17 (Blom-Poldrugač et al., Stepping Stones – 

Workbook 1b (T) HAVO VWO 29) shows that the input of the educational method can be 

replaced by short and accessible poems without causing problems as to practising the 

communicative skills and grammar of this chapter. 

 In the third exercise, pupils study the meaning of English proverbs about animals. 

In the second chapter of this thesis it was explained that paying attention to conceptual 

metaphors in foreign language teaching helps the use of compensating strategies as well 

as vocabulary acquisition and communicating according to social conventions (cf. Boers; 

Moser). In this exercise, the proverbs’ underlying conceptual metaphor is that human 

behaviour is mirrored to animal behaviour. Teachers may even expand this exercise by 

talking about similes like “blind as a bat” or “strong as an ox”, which can be an 

introduction to more idiomatic language.  

 Besides providing a conceptual base for learning the animal vocabulary of this 

chapter, the third exercise links Dutch proverbs to English proverbs, which connects to 

the goal of the Basisvorming to establish more coherence between the subject matter of 

the different subjects.  
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5.4.1 Ogden Nash & Animal Names 

 

Below, you see four poems by the poet Ogden Nash. He has written many funny poems on 

animals. In these poems, the names of the animals have been left out. Read the poems aloud. 

Can you guess which animal names have to be filled in on the blanks?  

 

The _____  

 

The ______ has a single hump;  

The dromedary, two;  

Or else the other way around.  

I'm never sure. Are you?  

 

The _____  

 

Behold the ______.  

It does not cluck.  

A cluck it lacks.  

It quacks.  

It is ‘specially fond  

Of a puddle or pond.  

When it dines or sups,  

It bottoms ups. 

 

 

The ______  

 

The ______ roams the great Sahara.  

Its mouth is wide, its neck is narra.  

It has such long and lofty legs,  

I'm glad it sits to lay its eggs. 
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The _____  

 

Oh, weep for Mr. and Mrs. Bryan!  

He was eaten by a _____;  

Following which, the ____’s lioness  

Up and swallowed Bryan's Bryaness.  

 

 

Tips to find the animals:  

 

1.  When the word occurs at the end of a sentence, it usually rhymes with another word. 

2.  Search the poem for words about the animal’s territory and hints on what it looks like. 

3.  Read the sentence with the gap and make sure you understand it. Look up words 

 you don’t understand in a dictionary. 

 

 

5.4.2 Ogden Nash & Playing A Guessing Game 

 

Work in groups of four. In this game, you are going to guess which animal from the poems you 

have just completed your classmate is thinking of. Follow these steps and play the game. 

 

1 One person in your group chooses an animal from the poems above.  

 Don’t tell the rest of the group which animal you have chosen. 

 

2 The others ask questions on what the animal looks like and how it behaves. 

 An example question can be: “Does your animal eat humans?” 

 If you need help on how to ask questions, read Stones 13, and Grammar 1. 

 

3 The first person answers each question. 

An example answer can be “No, my animal doesn’t eat humans”. 

 If you need help on how to answer questions, read Stone 14 and 15, and Grammar 2. 

 

4 The others try to guess the animal. One point goes to the first person if the animal has 

not been guessed after three questions. If someone guesses the animal, he gains one 

point. 

 

5  Now, repeat the steps but let someone else think of an animal. 
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When you have guessed all the animals from the poems, think of some other animals and 

their looks and behaviour. You can find some examples in the vocabulary on pages 54 

and 55 of your textbook. 

 

5.4.3 Animal Proverbs 

 

1 As in Dutch, in English there are many proverbs (spreekwoorden) about animals. 

 Take a look at the Dutch example and write down some Dutch proverbs about animals. 

 

 1     Als de kat van huis is, dansen de muizen op tafel. 

 2.……………………………………………………………….... 

 3…………………………………………………………………. 

 4…………………………………………………………………. 

 

2 A proverb always means something: it can give advice or describe something that 

 many people think is true. Can you explain the proverbs you have written down in 

 Exercise 1? 

 

 1      Zonder toezicht doet iedereen wat hij wil.

 2.……………………………………………………………….... 

 3…………………………………………………………………. 

 4…………………………………………………………………. 

 

3 The next five proverbs are English proverbs about animals. Can you figure out what they 

 mean?  

 

 To find out, first choose the correct alternative in each sentence. Then, try to guess what 

 each proverb means. If you cannot figure it out, you can look in the dictionary as well. 

   

“There are plenty more fish in the sea” 

 

1.  Fish often swim alone / in schools (scholen) 

2.  If you catch a fish but then let it swim, it is hard /easy to catch a fish  again. 

 

This proverb means:………………………………………………………………....................... 

Is there a Dutch proverb like this? ……………………….……………………………………… 
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“ Birds of a feather flock together” 

 

1. Birds of the same species live alone / live in groups. 

2. Birds of the same species often behave in their own way / a lot like each other. 

 

This proverb means:………………………………………………………………....................... 

Is there a Dutch proverb like this? ……………………….……………………………………… 

  

 

“Don't look a gift horse in the mouth” 

 

1.  A horse’s age can be determined by its teeth / eyes. 

2. When someone gives you a horse, it is polite / rude to inspect its teeth. 

 

This proverb means:………………………………………………………………....................... 

Is there a Dutch proverb like this? ……………………….……………………………………… 

 

“Curiosity killed the cat” 

 

1. Cats are animals that are always exploring / quite dull. 

2. Cats often get into trouble / never have any problems because of this. 

 

This proverb means:………………………………………………………………....................... 

Is there a Dutch proverb like this? ……………………….……………………………………… 

 

“March comes in like a lion, and goes out like a lamb.” 

 

1. A lion is a very powerful and strong / sweet and lovely animal. 

2. A lamb is a cute and soft / aggressive and wild animal. 

3.  The weather in March is always sunny / always rainy / unpredictable.  

 

This proverb means:………………………………………………………………....................... 

Is there a Dutch proverb like this? ……………………….……………………………………… 
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5.5 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 5: ‘Anything Else?’ 

 The Shopaholic novels by Sophie Kinsella can be grouped under the popular 

“chicklit” genre.  The exercises proposed below are based on an excerpt from this novel 

that connects to the major themes of this chapter, namely shopping and paying. 

  In the first exercise, pupils read an excerpt from the novel. Because this is the 

first time they are introduced to an authentic text from a novel, the excerpt is short, which 

gives pupils the opportunity to have a taste of authentic English fiction without having to 

read an entire novel all at once.  

 First of all, since it is important to activate prior knowledge before reading 

(Staatsen et al. 45 ), pupils have to answer “prequestions” on the theme of spending 

money before reading the excerpt, which help to establish a frame of reference (cf. 

Porter). The prequestions in this exercise encourage pupils to communicate to try to 

establish how much of a shopaholic they are compared to their classmates. Moreover, 

because the pupils relate themselves to a main character, a teacher may use these 

prequestions as a first introduction to the literary term “character”, which is a term 

Bolscher et al. advise to introduce in the first year of secondary education (47). 

 After the pupils have read the excerpt, they search for specific information in the 

text, which is an important reading skill to practise in the Basisvorming (Staatsen et al. 

55). After that, pupils are asked to compare their findings in a conversation that connects 

to three important communicative goals, namely giving an opinion, expressing preference 

and agreeing or disagreeing with something (115). All in all, this first exercise can 

substitute the workbook exercises that focus on having a conversation, like Exercise 6 

(Blom-Poldrugač et al., Stepping Stones – Workbook 1c (T) HAVO VWO 5) or Exercise 
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13 (8). Moreover, when replacing these conversation exercises with the first exercise 

below, it may be wise to drop one of the workbook exercises that focus on longer texts 

from the textbook, like Exercise 7 and 8 (5-6), since the first exercise is quite long and 

focuses on reading a text as well.  

 In the second exercise, pupils write a script for a movie scene based on a situation 

from the novel Shopaholic. They are given a description of the situation for which they 

have to write a script. This description is presented in blocks containing information in a 

scenario style, like “The salesman enters the scene, and tells Becky about some items in 

his shop”. By writing the script, the pupils practise the chunks of vocabulary and 

grammatical structures that are dealt with in the Stones of this chapter in Stepping Stones 

– Textbook 1 (T) HAVO VWO (Blom-Poldrugač et al). In addition to reviewing these 

Stones, this exercise may be used by a teacher to draw the pupils’ attention to the literary 

aspect of perspective, since the pupils have to rewrite information from a third-person 

perspective of a scenario into the first-person perspective of a script. Since this exercise 

reviews all the Stones and grammar of this chapter, it can substitute the Checklist exercise 

(Blom-Poldrugač et al., Stepping Stones – Workbook 1c (T) HAVO VWO 15), which 

reviews all Stones and grammar as well.  

 As a final note, it may seem that these exercises may not quite fit into a 

communicative approach of practicing foreign language speaking skills as both exercises 

involve a role-play in which pupils repeat chunks of vocabulary and grammatical 

structures they have previously encountered in this chapter’s Stones. However, the 

exercises do give room for input from pupils, for instance the items pupils choose from a 

list in the first exercise and the vagueness of the terms “some prices” and “some items” in 
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the second exercise, where pupils can fill in any item of choice they find in the excerpt 

from Shopaholic. According to Neuner et al. (qtd in Staatsen et al. 28-32), exercises like 

this, in which learners reproduce familiar structures and practise substituting parts of 

these structures with alternative components, are helpful to prepare beginning foreign 

language learners for more free and creative communicative exercises at a later stage in 

foreign language education. 

 

 

5.5.1 Shopaholic & Talking about prices 

 

Sophie Kinsella is the writer of the Shopaholic novels, which are about Becky Bloomwood and 

her strange addiction to.... well, that is what you are going to find out in the following exercises.  

 

First, answer the pre-reading questions below. Then, read the excerpt (fragment) from the novel 

Shopaholic by Sophie Kinsella and answer the questions about the excerpt. 

 

A. Pre-reading questions 

 

1 Complete the table below. 

 

 First, think of five things you would buy if you went shopping this afternoon, and estimate 

 their prices. Then, go around the classroom and ask your classmates what they would 

 buy and what those things would cost.  

 Things you would buy Things your classmates would buy 

1 

 
 
 
 
Price: 

Name: 
 
What would he/she buy? 
 
Price? 

2 

 
 
 
 
Price: 

Name: 
 
What would he/she buy? 
 
Price? 

3 
 
 

Name: 
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If you need help on asking what something costs, read Stone 21. 

 

2 Compare your shopping list those of your classmates. Compared to your classmates, are 

you a big spender, or are you a bit stingy (gierig)?  

 

3 Look up the meaning of the following words in your dictionary: 

 

   workaholic:  ………………………….…………………………. 

   alcoholic: ………………………….…………………………. 

 

4 Becky Bloomwood is the main character of the novel. The novel is called Shopaholic. 

What kind of problem do you think Becky has?  

 Take a look at your answer to question 2. Do you think you’re a real shopaholic? 

 

Read the following excerpt from Shopaholic: 

 

 

I must ignore the shops. [...] If I need entertainment, I can watch some nice free television and 

perhaps make some inexpensive, nutritious soup. But there’s nothing good on tonight, at least not 

until EastEnders. And I don’t want soup. I really feel as if I need something to cheer me up. [...] 

Just one little treat to see me through. [...] I arrive at the cosmetics department of Barkers and 

suddenly I know. Makeup! That’s what I need. 

 

[...] 

 

By the time I get home, I’m exhausted. 

 

 
 
Price: 

What would he/she buy? 
 
Price? 

4 

 
 
 
 
Price: 

Name: 
 
What would he/she buy? 
 
Price? 

5 

 
 
 
 
Price: 

Name: 
 
What would he/she buy? 
 
Price? 
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[...] 

 

OK. So here is my final and complete list: 

 

Cappuccino   £1.00 

Muffin    £1.00 

Notebook   £3.99 

Pen    £1.20 

Magazines   £6.40 

Leaving present   £4.00 

Egg and cress sandwich      99p 

Coconut bath oil  £2.55 

Boots Moisturizers  £20.97 

Two cardigans   £90.00 

Evening Standard        35p 

Clarins Neck Cream  £14.50 

Clarins Moisturizer  £32.50 

Beauty Bag   Free! 

Banana Smoothie  £2.00 

Carrot Cake   £1.20 

 

And that comes to a grand total of … £177.96 

 

I stare at this figure in utter shock. 

No, I’m sorry, that just can’t be right. It can’t be right. I can’t have spent over £170 in one day. [...] 

There has to be something wrong somewhere. Maybe I haven’t added it up right. Or maybe I’ve 

entered something twice.  

 My eye runs more carefully down the list and suddenly stops in triumph. “Two cardigans.” 

I knew it! I only bought... 

 Oh yes. I did buy two, didn’t I? Blast. Oh, this is too depressing. I’m going to go and 

watch EastEnders. 

 

 

Words to help 

ignore  negeren 

nutritious voedzaam 

cosmetics schoonheidsmiddelen 
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department afdeling 

exhausted uitgeput 

cress  waterkers 

moisturizer huidcrème 

cardigans vestjes 

utter  uiterste 

entered  ingevoerd 

blast!  verdorie! 

 

Exercises 

 

1 Make a list of three items you think Becky should not have bought because they are too 

expensive or very useless. Write down their prices as well.  

 

 

 

 

 

2 Pair up with a classmate and compare your lists. Use this example dialogue and replace 

the underlined words with items from your list: 

 

Example: 

 

  A.  What do you think Becky should not have bought? 

 

  B. I think Becky should not have bought the muffin / the coffee / etc. 

 

 A. How much was the muffin / the coffee / etc.? 

 

  B. It was one pound / ninety-nine p / etc. 

 

 A. I agree with you, it was too expensive/very useless  

OR  A. I disagree with you, it was not that expensive / very useful! 

 

 Swap roles after each conversation. 

 If you need help on how to pronounce the prices, read Stone 22. 
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5.5.2 Shopaholic & Writing a movie scene 

 

Imagine Shopaholic will be made into a movie. You are going to write a short scene for this film, 

based on the part of the book you read in the exercise above.  

 

1 Work in groups of three. Each group member chooses one of the following roles: 

 

  A. Becky Bloomwood 

  She always buys too many things she cannot really afford. 

  

 B. Becky’s friend Clare 

 She wants to help Becky to spend less on useless things.  

  

 C. Salesman/waiter 

 They both want to convince Becky to buy more things. 

 

2 Write a movie script of a scene based on the blocks of information below.  

 Each group member writes the lines (tekst in een film of toneelstuk) for his or her 

character.  Search for the details of items and their prices in the excerpt of Exercise 1.  

  

 An example of what a script looks like is this: 

 

Becky:  “What a nice shop! I want to buy some makeup here. 

  Look, this bath oil is only two pounds fifty!” 

Clare:  “Do you think that is a good idea? Look how expensive it all is.     

 This neck cream costs fourteen pounds fifty!” 

Salesman:  “Hello ladies. .......” 

 

Use Stone 18, 19, 20, 21 and 22, and Grammar 1 to 5 to help you. 

 

Important: 

Remember, your writing does not have to be free of mistakes. It is important that you talk in your 

group about what the characters say, and what it should sound like. Try to remember what is in 

the Stones of this chapter, but avoid copying directly from the book!  
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5.6 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 6: ‘School = Cool’ 

 Pupils in the Basisvorming have to become familiar with reading strategies 

(Onderbouw VO,  Karakteristieken voor de Onderbouw VO 3), for example to learn 

about and make predictions about the structure of a text (Staatsen et al. 44). The first 

exercise proposed below therefore focuses on these strategies, as pupils have to put parts 

of a story that has been scrambled up in the correct order. To do this, they are instructed 

to look at the first and last sentence of each part and write subtitles for each part, which 

are two useful activities when studying the structure of a text (47).  

 Furthermore, this exercise can be called a jigsaw activity, which means that all 

pupils in a group study a part of the material that is needed to reach a collective goal. To 

Becky enters a shop. 
She tells Clare she 

wants to buy makeup. 
She looks at the prices 

of makeup items. 

Clare thinks it is a bad 
idea to buy makeup. 
She mentions some 

prices and warns about 

how expensive it all is. 

The salesman enters the 
scene, and tells Becky about 
some expensive items in his 

shop. 

Becky buys two 
makeup items and 

pays the salesman at 
the counter. 

Becky and Clare leave 
the shop. They go to 

the pub for drinks. 
Becky asks the waiter 

what kind of drinks they 
serve. 

Becky orders something to 
drink, and something very 
expensive to eat as well. 

Clare disagrees with 
spending so much money 

on food. She orders 
something that is cheaper. 

They pay the waiter for their food 
and drinks and go home. Becky 

thinks that what she has bought isn’t 
very expensive, but Clare tells her 

the total price. Becky is shocked. 
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achieve this goal, pupils work cooperatively, which stimulates meaningful 

communicating in the foreign language (Willis 78). As this exercise focuses on reading 

strategies and ends with a practical application of the interrogative pronouns from the 

grammar of this chapter, it may substitute exercises in which pupils read a text, as well as 

grammar exercises, for example Exercises 19 and 20 (Blom-Poldrugač et al., Stepping 

Stones – Workbook 1c (T) HAVO VWO 32-34). 

 The second exercise reviews the Present Continuous verb tense, which is treated 

in the grammar of Chapter 6. In this exercise, which is based on a poem by Ken Nesbitt, 

pupils are asked first of all to recognize the structure of this verb tense. Simple tasks like 

this, which focus on recognizing and understanding specific structures, are helpful to 

introduce more advanced exercises in which productive and creative use of those 

structures is practised (Staatsen et al. 29). Then, after having recognized this structure, 

pupils are asked to physically act out the verbs in the poem that are in the Present 

Continuous verb tense, with the aim of internalizing situations that require the use of the 

present continuous verb tense. This idea stems from research that indicates that 

stimulating physical movement in educational settings can help process and internalize 

information (cf. Storer). A short exercise like this may substitute any short exercise in 

which the present continuous is practised for the first time, for example Exercise 3a 

(Blom-Poldrugač et al., Stepping Stones – Workbook 1c (T) HAVO VWO 35).  

 To conclude, in the exercises proposed below, fiction and poetry are used to draw 

pupil’s attention to particular structures within a text and within grammar and to replace 

existing exercises in an educational method with literature-based exercises. Moreover, the 

exercises, even though they do not explicitly emphasize literary competence, introduce 



 86

pupils to new kinds of fiction and poetry and therefore stimulate the promotion of reading 

(Bolscher et al. 24). Stimulating reading among teenagers is one of the main targets of 

mother tongue education in the Basisvorming, and involving the foreign languages in 

attaining this target as well once again links to the idea that different subjects in the 

Basisvorming, in this case mother tongue and foreign language education, should connect 

more when it comes to targets, themes and subject matter. 

 

 

5.6.1 Who Did Patrick’s Homework? by Carol Moore & Reconstructing a Story 

 

First of all, form groups of four. The story you will be reading has been divided into four parts. 

Divide the parts among your group. All group members now read their part individually. 

 

PART A 

Patrick never did homework. "Too boring," he said. He played baseball 
and basketball and Nintendo instead. His teachers told him, "Patrick! Do 
your homework or you won't learn a thing." And it's true, sometimes he 
did feel like a ding-a-ling.  

But what could he do? He hated homework.  

Then on St. Patrick's Day his cat was playing with a little doll and he 
grabbed it away. To his surprise it wasn't a doll at all, but a man of the 
tiniest size. He had a little wool shirt with old fashioned britches and a 
high tall hat much like a witch's. He yelled, "Save me! Don't give me back 
to that cat. I'll grant you a wish, I promise you that."  

 

 

 

 

 

 
 
honkbal 
 
hij voelde zich dom 
 
 
 
Ierse feestdag 
 
kleinste / wollen 
broek / van een heks 
je mag een wens doen 
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zeur 
sleur 
moe 
waterig 

 
 
 
 
 
brak aan 
sluw 
glipte door 
 
tienen 
vol lof 
 
klusjes 
onbeleefd / houding 
 
 
geheim 
 

PART B 

"I don't know this word," the elf squeeked while reading Patrick's 
homework. "Get me a dictionary. No, what's even better. Look up the 
word and sound it out by each letter."  

When it came to math, Patrick was out of luck. "What are timetables?" 
the elf shrieked. "We elves never need that. And addition and subtraction 
and division and fractions? Here, sit down beside me, you simply must 
guide me."  

Elves know nothing of human history, to them it's a mystery. So the little 
elf, already a shouter, just got louder. "Go to the library, I need books. 
More and more books. And you can help me read them too."  

As a matter of fact every day in every way that little elf was a nag! Patrick 
was working harder than ever and was it a drag! He was staying up 
nights, had never felt so weary, was going to school with his eyes puffed 
and bleary. 

 

PART C 

Finally the last day of school arrived and the elf was free to go. As for 
homework, there was no more, so he quietly and slyly slipped out the 
back door.  

Patrick got his A's; his classmates were amazed; his teachers smiled 
and were full of praise. And his parents? They wondered what had 
happened to Patrick. He was now the model kid. Cleaned his room, 
did his chores, was cheerful, never rude, like he had developed a 
whole new attitude.  

You see, in the end Patrick still thought he'd made that tiny man do 
all his homework. But I'll share a secret, just between you and me. It 
wasn't the elf; Patrick had done it himself!  

 

 

 

 

 

 

piepte 
 
spel het hardop 
 
 
roosters / gilde 
optellen / aftrekken / 
delingen / breuken 
 
mysterie 
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PART D 

Patrick couldn't believe how lucky he was! Here was the answer to all of 
his problems. So he said, "Only if you do all my homework 'til the end of 
the semester, that's 35 days. If you do a good enough job, I could even 
get A's."  

The little man's face wrinkled like a dishcloth thrown in the hamper. He 
kicked his legs and doubled his fists and he grimaced and scowled and 
pursed his lips, "Oh, am I cursed! But I'll do it."  

And true to his word, that little elf began to do Patrick's homework. 
Except there was one glitch. The elf didn't always know what to do and 
he needed help. "Help me! Help me!" he'd say. And Patrick would have 
to help -- in whatever way. 

 

Now that you have read your parts, it is up to you as a group to put the four parts in the right 

order. To do this, take the following steps. 

 

1 All group members read out the first and last sentences of their part of the story. 

 Write down the first and last sentence of each part of the story in the table below: 

 

2 Now, write down a subtitle (tussenkopje) for each part of the story. In every subtitle, try to 

 describe in a few words what happens in that particular part of the story. 

Part First sentence Last sentence Subtitle 

A  

 

  

B  

 

 

 

 

C  

 

  

D  

 

  

 
eerste helft van het 
schooljaar / tienen 
 
vertrok / theedoek 
wasmand / grijnsde 
keek nors / vervloekt 
 
 
obstakel 
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3 Can you figure out in which order the parts should be? Use the subtitles you have 

 written and the first and last sentences of every part to help you. Write the 

 numbers 1, 2, 3 and 4 in the little squares to indicate the order of the parts.  

 

4 Take an A3-sized sheet of paper and glue the parts of the story on this sheet in the right 

 order. Finish the story by thinking of a title for the story and write the title on the sheet 

 as well.  

 

5 Think of five questions you could ask someone who has read this story. Make sure the 

 questions start with an interrogative pronoun (vragend voornaamwoord).   

 You can find these words in Grammar 1 of this Chapter. 

 

 For example: Who is the main character of this story? 

   Where does Patrick get books for the elf? 

 

 Write down these questions on the sheet of paper as well, below the four parts of 

 the story. 

 

6 Exchange sheets with another group and answer the questions they have written 

 down.  
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5.6.2 I’m Arranging All My Pencils & The Present Continuous 

 

Have you ever tried to fake an illness to a teacher? The boy in the following poem can teach you 

a thing or two about it. Read the poem and finish the exercises below. 

 

I'm Arranging All My Pencils 

by Ken Nesbitt 

 

I'm arranging all my pencils 

in a pattern on the table 

and I'm putting all my papers 

in a pattern on the floor, 

so I'm certain that my teacher 

thinks I'm mentally unstable 

and I'm hoping that she won't 

assign me homework anymore. 

 

But my teacher doesn't notice 

and assigns me lots of reading, 

so instead I've started coloring 

my fingers and my face. 

Now my plan to make her see me 

is undoubtedly succeeding 

and she probably believes 

that I belong in outer space. 

 

Yet again she hasn't seen me 

acting dingy as a doorbell 

as I'm coloring my elbows 

and my ankles and my knees, 

so I'm dancing like a dodo 

as I whistle and I warble 

and she has to think I'm bonkers 

or my brain is made of cheese. 

 

Still she doesn't bat an eyelash 
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as she gives me lots of writing 

and she doesn't even giggle 

when she's handing out the math. 

So although my little plan was 

undeniably exciting, 

now I have to get my papers 

and go home and take a bath. 

 

Words to help 

arrange    schikken 

mentally unstable  geestelijk niet in orde 

assign    opgeven 

undoubtedly succeeding  gaat ongetwijfeld lukken 

dingy as a doorbell  zo gek als een deur 

warble    ‘kwelen’ – luid en sentimenteel zingen 

bonkers    gestoord 

bat an eyelash   knipperen (met wimpers) 

undeniably exciting  onmiskenbaar spannend 

 

Exercises 

 

1 Underline all present continuous forms in the poem. If you need help remembering what 

 the present continuous is, read Grammar 3 in your textbook. 

 

2 Compare your answers to those of a classmate. How many did you find? 

 Underline the ones your neighbour found as well.  

  

The present continuous is a verb tense (werkwoordstijd) you use to describe things that are going 

on at this moment. Imagine you are the boy from the poem and you are sitting in a classroom at 



 92

this moment. You are trying to fool the teacher into believing you are crazy and can’t do 

homework anymore.  

 

Do the following exercise with a classmate to put yourselves in this boy’s shoes: 

 

1 Let a classmate read the first stanza (couplet) of the poem out loud. As you hear a 

 present continuous form, act out what the boy in the poem is doing.  

  

 For example, when your classmate reads out: 

 “I'm arranging all my pencils in a pattern on the table” 

  

 You make a gesture of arranging pencils in a pattern on the table, like the boy in  the 

 poem is doing to fool his teacher. 

 

2 Swap roles after each stanza.  

 

Tip:  If you don’t remember what every verb (werkwoord) in the poem means, write the 

 meaning above the words in your poem so you can act them out quickly. 

 

 

5.7 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 7: ‘All about Britain’ 

 As  Chapter 7 of Stepping Stones – Textbook 1 (T) HAVO VWO (Blom-Poldrugač 

et al.) focuses on Great Britain, the basis for the exercise below is British nursery rhymes. 

The exercise deals with the imperative, as this grammatical item is dealt with in Stone 30 

and Grammar 1 of this chapter. In the exercise, pupils read five different nursery rhymes 

and try to infer a motto or advice from each nursery rhyme, which has to be written down 

in the imperative form.  
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 An activity like this first of all practises gathering main points from a text, which 

is an important aim of practising reading skills in the Basisvorming (Staatsen et al. 43). 

Moreover, expressing the mottos of the nursery rhymes in other words is a way to 

practise the use of synonyms and rephrasing a message, which are two ways for pupils to 

“act strategically” (cf. Westhoff, G.J. Een 'Schijf van Vijf' voor het 

Vreemdetalenonderwijs (Revisited)) when they learn how to express themselves in a 

foreign language. This exercise could substitute one of the exercises on the use of the 

imperative, for example Exercise 9, 10 or 11 (Blom-Poldrugač et al., Stepping Stones – 

Workbook 1d (T) HAVO VWO 6-7). 

 Using nursery rhymes as a basis for this exercise means that a strong connection 

to the subject of mother tongue education can be established. To develop personal taste 

and stimulate reading, one of the assignments in mother tongue education in the 

Basisvorming is to write a so-called “fictieautobiografie” (“fiction autobiography”), 

which is a report in which pupils describe previous experiences with all kinds of fiction. 

For example, pupils may compile a list of all the books they have read and explain how 

their taste in fiction has evolved from the beginning of their education up to now 

(Bolscher et al. 32). Nursery rhymes can be a good example of poetry to be included in 

such a report because most pupils are familiar with them and because they are accessible 

and show pupils that poetry appears in more places than they might expect (32). Since the 

Basisvorming goals emphasize that different subjects should underline connections and 

common themes, nursery rhymes, which are widespread among cultures and languages, 

can therefore be a suitable form of poetry to discuss in foreign language classes at the 
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same time pupils write this report on their experiences with fiction and poetry in the 

mother tongue.  

 

 

5.7.1 Nursery Rhymes & What should, or shouldn’t you do? 

 

Nursery rhymes are little poems written for children. They teach children movements and new 

words and some of them also contain a message; they tell people what they should, or should not 

do..  

 

1 Can you think of a Dutch nursery rhyme? Write it down below: 

 Hints: Kortjakje, Berend, Kippen, Maneschijn, Kevertje, Marjanneke, Mauw 

 

 ……………………………………………………………………………………………………..... 

 ……………………………………………………………………………………………………..... 

 ……………………………………………………………………………………………………..... 

 ……………………………………………………………………………………………………..... 

 ……………………………………………………………………………………………………..... 

 ……………………………………………………………………………………………………..... 

 

2 Take a look at Stone 30 and read the nursery rhymes below. 

 

 Write down underneath each nursery rhyme what it tells you to do or not to do. Use the 

 imperative (gebiedende wijs) to describe this. The first answer has already been given as 

 an example.  

 

1. A Wise Old Owl 

 

A wise old owl lived in an oak    uil / eik 

The more he saw the less he spoke   sprak 

The less he spoke the more he heard. 

Why can't we all be like that wise old bird? 

 

The advice in this nursery rhyme is:  Be quiet , so you’ll hear more. 
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2. Wee Willie Winkie 

 

Wee Willie Winkie runs through the town,  

Upstairs and downstairs in his nightgown,    nachtjapon 

Tapping at the window and crying through the lock,   kloppend 

Are all the children in their beds, it's past eight o'clock!  het is al acht uur geweest! 

 

The advice in this nursery rhyme is:.............................................................................................. 

 

3. An Apple a Day 

An apple a day keeps the doctor away     Al deze uitdrukkingen 

Apple in the morning - Doctor's warning     houden in dat de  

Roast apple at night - starves the doctor outright    dokter (die ook  

Eat an apple going to bed - knock the doctor on the head   tandarts was vroeger) 

Three each day, seven days a week - ruddy apple, ruddy cheek  niets meer aan je  

         verdient als je appels  

         eet. 

The advice in this nursery rhyme is:.............................................................................................. 

 

4. Christmas is Coming 

Christmas is coming, the geese are getting fat   ganzen 

Please to put a penny in the old man's hat;   cent / oude of arme man 

If you haven't got a penny, a ha'penny will do,   halve cent 

If you haven't got a ha'penny then God bless you! 

The advice in this nursery rhyme is:.............................................................................................. 
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5. Tom Tom 

Tom Tom the piper’s son     doedelzakspeler 

Stole a pig and away he ran, 

The pig was eat and Tom was beat    opgegeten 

And Tom went roaring down the street.    brullend 

The advice in this nursery rhyme is:.............................................................................................. 

 

 

5.8 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 8: ‘Looking Sharp’ 

 A characteristic feature of education in the Basisvorming is the aim of providing 

education that shares common ground with the lives of pupils (Onderbouw VO, 

Karakteristieken voor de Onderbouw VO 6). The theme of Chapter 8 in Stepping Stones – 

Textbook 1 (T) HAVO VWO (Blom-Poldrugač et al.), namely fashion, is an example of 

how an educational method can strive to meet this demand. The exercise suggested below 

ties in with this theme, as it is based on excerpts from two novels that focus on puberty 

and fashion: Fruit, by Brian Francis and The Earth, My Butt, and Other Big Round 

Things, by Carolyn Mackler. In the exercise, pupils read these two excerpts, and then 

write a report on a situation in one of the excerpts as seen through the eyes of four 

characters that play a part in these situations.  

 The exercise itself is first of all an exercise to practise the use of the past simple 

verb tense, which is one of the grammatical items of this chapter. Pupils have to look 

through the eyes of characters and tell their account of something that happened in the 

past, for which they have to apply their knowledge of this verb tense. Moreover, the 

exercise involves reading for information, which then has to be sorted and categorised 
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into a table. Besides the fact that this is an important reading skill to practise in the 

Basisvorming (Staatsen et al. 55), it enhances communication between pupils as well 

(Willis 26). Because students exchange reports at the end of the exercise, after which they 

again have to search for specific information, the exercise is more elaborate and could 

replace a number of exercises from the workbook, for instance Exercises 7 and 8 (Blom-

Poldrugač et al., Stepping Stones – Workbook 1d (T) HAVO VWO 22) which focus on 

reading for specific information and Exercises 14, 15 and 16 (26-27), in which pupils 

practise the past simple verb tense. 

 Furthermore, besides the fact that it links to the theme of this chapter, the 

literature for this exercise may serve a number of purposes when it comes to acquainting 

pupils with literature and literary competence. First of all, both of the excerpts are from 

novels that fall under the category of young adult literature, a genre that is very useful to 

promote reading amongst teenagers (Santoli and Wagner 66) because it shows them that 

literature does not have to be difficult and can also include themes that connect to their 

lives. Moreover, as reading an entire young adult novel in a foreign language may be too 

difficult for pupils in the first year of secondary education, using excerpts like these 

provides a way to introduce pupils to this particular genre, which may stimulate them to 

take up reading of these novels in a later stadium of secondary education. Finally, 

because excerpts like the ones used for the exercise below link so tightly to pupils’ lives, 

pupils may find it easier to identify with or recognize the characters, which makes them 

especially suitable to introduce the concepts of perspective and character. 
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5.8.1 Fashion and Parents – Different Perspectives & The Past Simple 

 

Have you ever had an argument with your parents about buying new clothes? Is their taste 

different from yours? Or do they always pick horrible clothes for you? The two excerpts 

(fragmenten) below have been selected from novels about girls who have this problem. Combine 

this with the fact that they need larger clothes than average because of their size, and you can 

imagine their problem. 

 

1 Before you read these excerpts, imagine what it would be like to describe a situation 

 through different eyes and from different perspectives. To help you understand how this 

 works, read the following description of an accident: 

 

  A car is driving on a slippery road when it is hit by a big truck. As the two  

  vehicles slide across the road, a pedestrian is almost hit by the truck. A  

  police officer drives by in his car a couple of minutes after the accident. 

 

 Can you imagine there are four different stories that can be told about this accident?  

  

 Who are the four people who can tell you something about the accident? Complete the 

 following sentences: 

 

 1. The ________________ may say it was the truck driver’s fault. 

 2. The ________________ may blame the slippery road. 

 3. The ________________ may accuse the car driver of causing the accident. 

 4. The ________________ may say he doesn’t know what happened. 

 

Read the two excerpts below. After that, form groups and follow the steps to write a newspaper 

article that contains four different versions of what happened. 

 

 

1. From Fruit, by Brian Francis 

 

I think Nancy gets upset because she can’t shop at Suzy Shier,  van streek 

like every other girl in Sarnia. Instead, she has to buy her clothes at  in plaats daarvan  

Suzanne’s, the fat women’s clothing store in Sarnia.  

 

[...] 
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The thing is that Suzanne’s doesn’t have very nice clothes. At least,  

not for eighteen-year-old girls. I went in there last year with my mom and  

Nancy to look for her grade 12 prom dress. The store was pretty small  eindexamenfeest 

and all the fat women inside had to keep saying “Excuse me” and “Pardon me”  

as they passed each other between the racks. Most of the women were old,  kledingrekken 

even older than my mom.  

 “There’s nothing in here,” Nancy said.  

 “Well, you’ve hardly looked, Nancy,” my mom said.  nauwelijks 

She was holding up a purple dress that was as big as a tablecloth. “This is nice.  tafelkleed 

Why don’t you try it on?” 

 Nancy said she didn’t like it. She didn’t like anything in the store.  

 “Everything in here is so ugly.” 

 

[...] 

 

“Please,” she said. “Let’s just go, okay?” 

She started walking towards the door but then the saleswoman came back with  verkoopster 

an armful of dresses in plastic bags.  

”Miss!” she called out in a loud voice, so that all the other women in the store  

turned to look. “There’s one here that I’m sure you’re going to love! What size  

are you? Sixteen? Eighteen?” 

 

Nancy practically ran out of the store.  bijna 

 

 

2. From The Earth, My Butt, and other Big Round Things, by Carolyn Mackler 

 

Mom is always buying me clothes at Salon Z. That’s the plus-size department  afdeling met grote maten 

of Saks Fifth Avenue. The styles aren’t exactly trendy or hip. In fact, sometimes  

it seems like I have the wardrobe of a fifty-two-year-old woman.  garderobe 

 

[...]    

 

<at the end of the novel> 

 

“Mom?” 
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“Yes?” 

“Maybe we can check out the teen section instead?” afdeling met tienerkleding 

”But...” Mom glances uncomfortably at the other shoppers in the elevator.  kijkt vluchtig / lift 

I press the button for the fifth floor. I’m not sure what’s come over me.  wat me bezielt 

I guess I just want to wear something more fun for my holiday outfit this year.  

More colours. More curves. Maybe even a little flesh exposure.  rondingen /  

 huid laten zien 

 

[...] 

 

Once we’ve selected five dresses, we follow signs to the dressing room.  

 

[...]  

 

I settle into a stall and strip down to my undies and socks.  ondergoed 

 

[...] 

 

“Any luck?” Mom asks.  

 “None are quite right.” 

”What’s wrong?” 

”They don’t exactly fit.” passen 

 

I hear the saleswoman suggesting we check out Salon Z. een kijkje nemen bij 

“Honey,” Mom says, “let’s go up to Salon Z. That’s where we should have  

started in the first place. We can look for something a little more layered.” met meer laagjes 

  

 “I don’t want to go to Salon Z,” I say, sitting on the bench and folding  bankje 

my arms across my chest. I sound like a brat, but I don’t care. I mean, verwend nest 

do I have to write it in blood?  I. Do. Not. Want. To. Wear. Any. More. Ugly.  is het nou nog 

Clothes. From. Salon. Z.  niet duidelijk? 

 

 “Why not?” Mom asks. There’s an edge in her voice, like she’s losing  haar stem klonk scherp 

her patience.  

 

“Because the clothes make me look like a dumpy old great-aunt.” klein en dik 

 



 101

Exercises 

 

Take the following steps, and write four reports of one of the excerpts you have just read from 

four different points of view. 

 

1 Form groups of four. All group members take a blank sheet of paper, and write  

 “ Yesterday…..” at the top of the sheet of paper. 

 

2 Choose one of the two excerpts you have read. The four of you are either going to 

describe the first fragment (on Nancy) or the second fragment (on Virginia). 

 

3 Divide the characters. There are four characters for each excerpt: 

  

 Excerpt 1: A Nancy 

   B Nancy’s mother 

   C A woman from the store who sells clothes 

   D Another man or woman who is also shopping in the store 

 

 Excerpt 2: A Virginia’s mother 

   B Virginia’s brother, who also came along shopping 

   C A woman from the store who sells clothes 

   D A man or woman who is also in the elevator 

 

4 Complete the following table to get an overview of the situation in your excerpt from 

different points of view: 

 

Character What does this 

character see? 

What does this 

character say? 

What do you think this 

character feels/thinks? 

A. ………………  

 

 

 

 

  

B. ………………  
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C. ………………  

 

 

 

 

 

  

D. ………………  

 

 

 

 

  

 

 

5 All group members write down the first sentence of the story for the character they have 

chosen, to get into the right perspective. Have the sentence start with “Yesterday….”. For 

example: 

 

 Excerpt 1 / Person A (Nancy) 

 “Yesterday, I went into a shop with my mom and my little brother.”  

 

 Excerpt 2 / Person D (A man or woman who is also in the elevator) 

 “Yesterday, I stepped into an elevator and I saw a mother and daughter.”  

 

6 Now, write your story. Because you have started with “Yesterday…”, make sure to write 

your story in the Past Simple. 

 If you need help on this verb tense, read Grammar 1 of this chapter. 

 

7 Read out your stories to each other. Make sure all the stories are correct.  

 

Now, print out the original excerpt and your four stories. Paste the original excerpt in the 

middle of a large, coloured sheet of paper. Paste your stories in the four corners of that 

paper. Do not write down the names of the characters on this poster yet. 

 

8 Swap posters with a group that has taken the other excerpt to work with.  

 Read the stories they have written and write down above each story by which character 

the story is told. 
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5.9 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 9: ‘English takes you 

Everywhere’ 

 The assignment proposed below closes the first year of learning English in 

secondary education with a project that involves general foreign language skills the 

pupils have practised throughout the first year. It is a fairly large project, which centres 

around countries in which English is an official language. The project, in which pupils 

become experts on a specific country, is called a World English Market. Pupils research 

the culture of one country and read a short story about a particular aspect of that culture, 

for example kilts from Scotland and the holiday Halloween from the United States of 

America. The stories the pupils read and the market stands they create for the World 

English Market focus on the cultures of Ireland (Rowland), the United States 

(Williamson), Australia and Scotland (Fallis), and India (Pradhan). Moreover, for the 

purpose of this assignment, the cultures of Africa are bundled into one story about Anansi 

the spider (Burton), because this mythological figure appears in folk tales from all over 

Western and Southern Africa.  

 The short stories that serve as a basis for this exercise can raise awareness among 

pupils of how widespread the English language is. In this sense, they connect both to the 

theme of this chapter, which focuses on countries besides England where English is 

spoken, as well as to the specific attainment target of the Basisvorming that states that 

pupils should “learn about the role of English in different international contacts” (SLO, 

Kerndoelen Onderbouw VO 2006, 3). Staatsen et al. explain this target as implying that 

pupils have to learn what they can expect to encounter in different countries where 

English is spoken, such as the kind of people that live there and particular aspects of 

these people’s culture (191).  
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 In addition to this, a more general advantage of using short stories like the ones in 

the exercise proposed below is that it may be a good way for pupils who are at an early 

stage of learning a foreign language to start working at their so-called “reading 

kilometres” (52-54). “Reading kilometres” is a term coined by Westhoff, and means that 

learners of a language, besides receiving explicit instructions in the foreign language 

classroom, have to read a lot of texts, both long and short, that are fairly simple to them 

and that they enjoy reading, to acquire implicit knowledge structures and vocabulary of a 

foreign language. As the stories in the exercise below are short and accessible, reading 

them may entice pupils to read more short stories, which may be less intimidating to start 

reading than novels.  

 Besides reading the stories, the activities the pupils engage in during this exercise 

serve multiple purposes when it comes to language acquisition. First of all, in this 

exercise pupils have to use the Internet to gather information, which is mentioned as a 

specific skill in the attainment targets of the Basisvorming (SLO, Kerndoelen Onderbouw 

VO 2006 4). Moreover, the exercise is a so-called ‘co-op co-op exercise’ which is an 

exercise that is 

[...] structured to maximize the opportunity for small groups of students to 

work together to further their own understanding and development [...] in 

the form of producing a group product-and then to share this product or 

experience with the whole class so that the other class members also may 

profit. (Kagan, qtd in Holt et al.) 

and therefore practises communicative skills like conflict resolution, which may occur in 

situations when the members of a group have to decide on the content of the final 



 105

product, as well as presentation skills and more cognitive skills like analysis and 

evaluation of information (Kagan 14).  

 All in all, because this is an extensive project that includes many skills that are 

stated in the final attainment targets of the Basisvorming for English as well as in 

Stepping Stones – Textbook 1 (T) HAVO VWO (Blom-Poldrugač et al.), the project may 

be used to replace this textbook’s complete Chapter 9. Especially because this final 

chapter does not introduce any new grammar or vocabulary, a project like this can 

provide a stimulating way to end the school year. It could even be an option to invite 

other pupils and teachers, or perhaps even parents, to the World English Market to make 

the outcome of the project even more meaningful to pupils, which may stimulate their 

motivation. 

 

 

5.9.1 Stories from Around the World & Organizing a ‘World English Market’ 

 

Did you know that there are many countries in the world where people speak English as their 

mother tongue (moedertaal)? This means that by learning English you can understand people 

from all over the world. 

 

In the following exercise you will learn in which countries English is an official language. You will 

also choose a country to represent at a World English Market. 

 

1 Can you point out the following countries on the map? These are all countries where 

English is an official language.  

 

 1 The United States  6 India 

 2 Canada   7 Australia 

 3 Great Britain   8 New Zealand 

 4 Ireland   9 Ghana 

 5 South Africa    



 106

  

 

 

 

 

 

 

 

 

 

All these countries have different cultures. Below, you find stories about Ireland, the United 

States, Australia, England, Ghana and India.  

 

Divide your class into five groups. Each group picks one country, reads the story connected to 

that country and does the exercises. 

 

A. Ireland 

The first tale is from Ireland. Before you start reading, you should know that some people 

in Ireland celebrate “Wren’s Day” on December 26. A wren is a small bird, ‘winterkoninkje’ 

in Dutch. On Wren’s Day, boys and girls dress up in masks and colourful clothes and visit 

houses to ask for money to “bury the wren”, which is a fake bird. There are different 

reasons people celebrate this day. The story below gives us a Christian reason. 

The Day After, by Grainne Rowland 

It was December 26, St. Stephen's Day, Wren Day. Anthony and Joseph were jumping with 

excitement. 

 

"Is it time yet?" asked Joseph for the hundredth time. Their mother was preparing breakfast in the 

early morning dawn. 

 

"Will you two please calm down!" she exclaimed. "You can't go anywhere until you have 

something warm in your stomach. It will likely be hours before you come back and it is cold 

outside." 

 

Joseph and Anthony gulped down their breakfasts. Why did they have to eat oatmeal, eggs, 
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rashers, toast, and a pot of tea today of all days? They had other things to do this day! 

 

As soon as they had eaten, the boys ran for mother's room. Mother was rummaging through a 

trunk of old clothes. There were many ribbons of different colours lying on the bed. 

 

"Alright, boys," said Mother, "you may dress up in any of these old clothes. Just dress warmly. 

Here are the ribbons you may use." 

 

"Thanks, Mum," said Anthony, as he and Joseph quickly put on old clothes. They chose clothes 

that were very old, very long, and very big. They pinned on the colored ribbons wherever they 

could reach. They went to the fireplace and rubbed soot on their faces. They were ready to go! 

 

Mother smiled as she looked at them. 

 

"You look very strange," she said. The boys grinned. 

 

"But, remember, you are reminding people that the wren, as tiny a bird as it is, once told the 

Roman soldiers where Baby Jesus was. The Holy Family barely escaped. So be on your best 

behavior." 

 

"Yes, Mum," promised both boys. They grabbed a jar and bolted out of the house. Inside the jar 

was a potato. The potato had feathers stuck into it, so that it looked like a wren. 

 

Joseph and Anthony started down the road to the next house. They sang at the top of their lungs 

as they went. The "Wren Song" was the official song for this day. They heard other groups of 

boys shouting it out on other streets. 

 

"The wren, the wren, the king of all birds, 

St. Stephen's Day was caught in the furze. 

Although he is little, his honor is great. 

Jump up, me lads, and give us a treat." 

 

Joseph and Anthony went to the first house and knocked. When the door opened, they asked, "A 

penny to bury the wren." They were given some small coins. 

 

This happened at every house in town. When the boys came home at the end of the day, they 

had a jar full of money! What a lot of treats they could buy now! Mother and Father were both 
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smiling at the boys' excitement. 

 

"So it seems like you had a good day," Father said. 

 

In bed that night, Joseph and Anthony talked it over. 

 

"If we made that much money in one day, think what we could do in two days!" marveled Joseph. 

"Shall we do it again tomorrow?" 

 

"Yes, let's," grinned Anthony. "But we'd better get out of the house early." 

 

Before dawn the next morning, the boys dressed up, grabbed the wren jar, and set out. They 

wondered why everyone seemed to be grinning at them so much today. And where were the 

other boys? By midmorning, they had made even more money than the day before. They raced 

home. 

 

As they entered their own front door, Father grabbed them by their collars. 

 

"The neighbours are laughing at this family!" he roared. "You have embarrassed all of us. Do you 

think we are beggars? Do we have to hold out our hands and whimper for even the smallest 

coin? Both of you go to bed for the rest of the day. You'll have no supper tonight!" 

 

Surprised, the boys went to their room. What'd we do, they wondered. They listened as Mother 

and Father argued in the kitchen. 

 

Later, Mother came into their room with some bread and butter. She smoothed down their hair as 

she explained. 

 

"Your father was very angry with you because you went out to bury the wren a second day. St. 

Stephen's Day is but one day." 

 

Mother grinned. "Do you know he did the same thing on the day after when he was your age? But 

don't ever tell him I told you that!" 

 

The boys laughed out loud. Then, promising to keep the secret, they snuggled under their 

blankets and went to sleep. 
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Words to help 

early morning dawn heel vroeg in de morgen 

gulped down  doorslikken 

oatmeal   havermoutpap 

rashers   plakjes spek 

rummaging  doorzoeken 

ribbons   linten 

soot   roet 

bolted out of  renden heel snel  

wren   winterkoninkje 

furze   brem 

lads   jongens 

jar   pot 

marveled  afvragen 

midmorning  in de loop van de ochtend 

collars   kragen 

embarrassed  beschaamd 

whimper  jammeren 

argued   maakten ruzie 

snuggled  kropen onder 

 

 

B. The United States 

 

The second story is from the United States. Before you start to read, you should know that 

in the United States, people celebrate “Halloween” on October 31. On Halloween, children 

dress up in costumes and proceed from house to house asking for treats. People also 

organize all kinds of “scary” things, like telling ghost stories, decorating their house with 

spiders, cobwebs and other scary things and carving scary faces out of pumpkins. The 

following story is about such a pumpkin. 

 

Old Jack, by Debbie Williamson 

 

Once upon a very long time ago, there lived a great big pumpkin. I can remember walking down 

that old country road and seeing that poor old pumpkin just sitting in the pumpkin patch. Nobody 

else wanted him because he was just too big and it would have been too much work to clean and 

carve him. Ah, old Jack. He sure was a handsome pumpkin.  



 110

 

I decided right then and there, that I just had to have that pumpkin. I picked up that pumpkin and I 

carried him all the way home, all by myself. He was a very heavy pumpkin and I just about broke 

my back getting him home but, I made it safely. 

 

I lived in an old log cabin all by myself. I was a lonely old fellow, way back then. It was just me 

and my old black cat, Bumpkins. 

 

Me and Bumpkins go way back. He was just a tiny kitten when he showed up at my doorstep one 

Halloween night, many years ago. And, do you want to know something?  Bumpkins was the only 

one that has turned up at my doorstep since. 

 

Over the years, I bought bags and bags of candy. No-one came. I was sad to see all that candy 

go to waste, but more than anything else, I had wanted to see some happy faces around here. I 

had all but given up on Halloween this one year. I had decided that I wasn't going to carve a 

pumpkin that year!  I had also decided that I wasn't going to shell out any candy. I was bound and 

determined that I wasn't going to celebrate Halloween that year. That was until I had spotted Old 

Jack in that pumpkin patch. 

 

I couldn't believe no one had picked that huge pumpkin from the patch. As soon as I had spotted 

Old Jack, I knew that this Halloween was going to be the best ever. 

 

Old Bumpkins quite approved of my choice for that year's jack-o-lantern. As soon as Bumpkins 

laid eyes on Jack, he let out a loud happy meow. It was love at first sight.  

 

Bumpkins and I tenderly carved Old Jack out with care. He turned out perfectly. His teethy smile 

radiated a special glow when I set him outside on my front porch and lit his candle. I had no 

sooner lit the candle and there, right on my front doorstep, were all kinds of happy faces around 

me. I was so happy myself that I had tears coming out of my eyes as I shelled out the candy to 

them. 

 

Old Jack saved my Halloween that year. I kept the seeds from that pumpkin and the following 

spring I planted them in my garden.  Every year now, all my jack-o-lanterns are a part of Old Jack 

and I've never had a lonely Halloween since. 
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Words to help 

pumpkin   pompoen 

patch    stukje land 

carve    uitsnijden 

log cabin   houten huisje, blokhut 

go to waste   verspillen 

shell out   uitdelen 

bound and determined  vastberaden 

approve   goedkeuren 

radiated   uitstralen 

 

 

C. Australia 

 

Australia was discovered by a Dutchman in 1606, but in 1770 the English claimed it and it 

has been an English speaking country ever since.  

The following story is about the Australian “bush”. The “bush” is not just a regular forest, 

it is a wilderness typical of Australia where lots of strange animals live, and where it’s not 

safe to wander alone! 

 

Narelle, by Margo Fallis 

 

“I am so glad we moved to the Bush, Papa. I can't wait to go exploring and see a kangaroo,” 

Narelle said. 

Papa winked at his daughter. “There are all sorts of animals in the Bush, Narelle. Why don't you 

go for a walkabout and come back and tell me what you saw.” 

Narelle put on her hat and headed out of the door. “Take care of the sheep, Papa.” She shut the 

door behind her. 

“Don't wander too far. The Bush is vast. I don't want you getting lost,” Papa said. 

“I won't.”  

 

Narelle skipped down the dirt road. She came to a wide river where hundreds of flamingos stood 

on one leg. “What pretty pink birds. I wonder if Papa will let me have my very own flamingo.” After 

she watched them for a while, she walked down along the river bank. “What's that? It looks like a 

crocodile. I hope it doesn't eat the flamingos.” Narelle was relieved when the crocodile 

disappeared under the water. 

 



 112

She headed away from the river. “I wonder what sort of animals live up here.” A kangaroo came 

hopping past. “Oh look! A kangaroo.” She ran after it and chased it until she could run no more. 

“Wait for me,” she shouted at the kangaroo. “I want to play with you.” 

It hopped away, leaving her stranded in the middle of nowhere. “I wonder where I am and where 

our new house is.” She looked all around her. “Papa! Papa!” She shouted loud, but there was no 

answer. 

 

“I hope there aren't any snakes around here.” Narelle walked towards the sun. She came to a 

bush. “What's this? It looks like a peach tree.” She picked one of the fruits and bit into it. “I 

remember now. These are called quandons. Papa told me about them.” She ate two more and 

picked another six, stuffing them in her pockets. 

 

On and on she walked. “I am going on a walkabout. I hope I get home before the sun goes 

down.” But she didn't. In the darkness she wandered. Something black and hairy ran in front of 

her. “What are you? Are you a wombat?” The creature didn't stop, but ran on. 

 

“There's a bush. Oh good. Desert raisins.” She picked a handful. “Papa says these are called 

Bush tomatoes, but I like Desert raisins better.” After gobbling a few, she sat on a large stone. “I 

think I should sit right here and wait for Papa to find me. He'll be out looking for me.” 

 

She curled up on the stone and fell asleep. When she woke up she heard a hissing sound. A 

brown snake sat just off to the side of the stone. “It's a snake. I'll bet it's poisonous.” She saw that 

the sun was coming up over the horizon. “I'm not waiting to find out.” Without another moment's 

hesitation, she jumped off the stone and ran back the way she'd come. She didn't stop running 

until she got to the river. 

 

A dozen kangaroos hopped down to the water to get a drink. “More kangaroos.” She looked up 

and saw a koala bear in the tree. “Koala bears. A mama and baby. This must be a eucalyptus 

tree.” 

 

“Narelle! Narelle!” Papa called to her and came running. 

“Papa! You found me.” She hugged him with both arms. 

“I was worried sick. When I told you to go on a walkabout, I meant in our back garden, not the 

entire bush! At least your safe now. Did you see any Bush animals?” Papa took her hand. 

“Oh yes, Papa. I saw kangaroos and koala bears. I saw a brown snake, a wombat, flamingos and 

a crocodile.” Narelle beamed with a smile. 
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“Why don't you come back to the house and you can play with the sheep. I think the next time 

you go on a walkabout, I should come with you.” Papa headed for home. 

“I think so too, Papa.” Narelle squeezed her papa's hand and followed him home. 

 

Words to help 

explore   onderzoeken 

walkabout  wandeling 

wander   dwalen 

relieved   opgelucht 

stranded  vastgelopen 

middle of nowhere verlaten plaats, ver van de bewoonde wereld 

peach   perzik  

gobbling  opsmikkelen 

curl up   gaan liggen om te gaan slapen 

hissing   sissend 

poisonous  giftig 

hesitation  aarzeling 

dozen   dozijn 

wombat   wombat (Australisch buideldier) 

beam   stralen 

squeeze  knijpen 

 

 

D. Africa 

 

Did you know that in many African countries, English is an official language? South Africa, 

Nigeria, Kenya, Sudan, Uganda, Ghana, Botswana, and many more countries were once 

colonized by Britain, and therefore still have English as one of their official languages. The 

following story is about Anansi, a famous mythological figure from African stories. The 

stories originated in Ghana and spread through Africa. Later, black slaves brought the 

stories to America, Jamaica and the Caribbean islands. Anansi is a spider (the word 

Anansi means spider), and he is smart, quick and a trickster (bedrieger), but he also helps 

people if he feels like it. 
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How Anansi Became a Spider, a folk tale from Ghana, told by W.F.P. Burton 

There was once a king who had the finest ram in the world. When this ram happened to be 

grazing on Anansi's crops one day, Anansi threw a rock at it, hitting it between the eyes and 

killing it. Anansi knew that the king would punish him for what he had done to the prize ram, and 

he immediately schemed how to get out of the situation. Needless to say, Anansi resorted to 

trickery. Anansi sat under a tree to think of an escape when, all of a sudden, a nut fell and struck 

him on the head. Anansi immediately had an idea.  

First, he took the dead ram and tied it to the nut tree. Then he went to a spider and told it of a 

wonderful tree laden with nuts. The spider was delighted and immediately went to the tree. 

Anansi then went to the king and told him that the spider had evidently killed the prize ram; the 

ram was hanging from a tree where the spider was spinning webs. The king flew into a rage and 

demanded the death penalty for the spider. The king thanked Anansi and offered him a great 

reward.  

Anansi returned to the spider and warned it of the king's wrath, crying out to the whole world that 

the spider had killed the ram. The spider was very confused. Anansi told the spider to go to the 

king and plead for mercy, and perhaps the spider's life would be spared.  

Meanwhile, the king had gone home for lunch and told his wife what happened. The wife laughed 

and said, "Have you lost your mind? How on earth could a little spider make a thread strong 

enough to hold a ram? How in the world could that little spider hoist the ram up there? Don't you 

know, Anansi obviously killed your ram!" The king was angry that he had been deceived and told 

his court to fetch Anansi immediately.  

When the king's men came for him, Anansi assumed that it was to bring him to the palace for his 

reward for turning in the spider. So Anansi went along willingly. He walked into the palace as if he 

owned the place and then said to the king, "Well, what is my reward for the killer of your ram?" 

This enraged the king so much that he kicked Anansi, splitting him into many pieces; he was no 

longer a man, but a spider with long legs.  

Words to help 

ram   ram 

graze   grazen 

scheme   een plan bedenken   

trickery   bedriegerij 

delighted  verheugd 

evidently  blijkbaar 
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flew into a rage  werd woedend 

reward   beloning 

wrath   woede 

plead for mercy  smeken om genade 

thread   draad 

court   hof 

fetch   vangen 

assume   aannemen 

willingly   gewillig 

 

E. Scotland 

Scotland is not an independent country, but is part of the United Kingdom ( the other parts 

are England, Wales and Northern Ireland). In Scotland, people speak English with a 

Scottish accent.  

 

A famous Scottish article of clothing is the Scottish kilt. Kilts are a kind of skirts worn by 

men on special occasions as part of the traditional dress of the Scottish Highlands. They 

are often decorated with a checked pattern, which is called a “tartan”.  

 

In the next story, three mice talk about this Scottish item. Other typical Scottish things that 

are mentioned are haggis, which is a dish made of the intestines (ingewanden) of a sheep 

boiled in its stomach, and clootie dumplings, which are fruitcakes.  

 

Tartan Day, by Margo Fallis 

 

"Have you seen Colin? He’s walking around with a skirt on. It’s so funny. Hee hee hee," giggled 

Amanda. 

 

"He’s wearing a skirt?" Cindy asked. 

 

"It’s plaid. It’s white with green, red and yellow stripes in it. Since when do boys wear skirts?" 

Amanda chuckled. 

 

"Shhhh. There he is now. Oh Colin, that’s a cute skirt you’re wearing," Cindy said. 
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Colin ran over to them. His long tail poked out of the back of the skirt. "Why aren’t you two off 

nibbling on some cheese or something?" 

 

"We’ve been discussing your skirt," Amanda said. 

 

"It’s not a skirt. I’d think girl mice like yourself would know what a kilt is," Colin sneered. 

 

"A kilt? What’s that?" Cindy asked. 

 

"You both know I’m a Scottish mouse. My great grandfather Angus McMouse came over on a 

ship from Scotland. Today is Tartan Day," Colin explained. 

 

"Tartan day? What is tartan?" Amanda questioned. 

 

"Tartan is what you call plaid. Long ago, our highland ancestors wore kilts, or skirts as you say, to 

show what clan they belonged to. A clan is a group or a family, so to speak. Tartan Day is a 

celebration in America where we honor our Scots heritage," Colin answered. 

 

"My grandma came over from Ireland, but I think my great grandfather Jamie McSqueal came 

from Scotland. That would mean I could celebrate Tartan Day too. This is exciting," Amanda 

smiled.  

 

"All you need is a kilt," Colin said. 

 

"What about me? I don’t think I am Scottish but I want to wear a kilt too," Cindy pouted. 

 

"Let’s go to my house. I’ve got one for each of you to wear today and then you can come to the 

celebrations with me. We’ll have a grand old time at the Tartan Day festivities," Colin said. 

 

The three mice spent the day in their kilts, watching the Tartan Day parade and nibbling on meat 

pies, sausage rolls, haggis, shortbread and clootie dumplings. It was the best April 6th that they’d 

ever had. 

 

Words to help 

nibble  knabbelen 

discussing bediscussiëren 

highland a region in Scotland 



 117

ancestors voorvaderen 

heritage erfenis 

pouted  mokken 

 

 

F. India 

 

India, after it had been colonized by England, became an independent state in 1947. 

Because of the colonization, English is still one of the country’s official languages. In 

India, a great many people are Hindus, which means they follow the religion of Hinduism.  

 

Hinduism is a religion with many stories. One collection of stories is called the 

Panchatantra, which contains all kind of instructions as to how you should live your life. 

The following story is from this collection, and it has a clear “moral”, which is a lesson, at 

the beginning of the story. 

 

The Brahmin's Gift, by Medhini Pradhan 

  

Believe in yourself, Don't get swayed by others! 

 

In a village by the Ganges river, there once lived a Brahmin. He was a pious and god-fearing 

man. He earned his living by performing prayers in other people’s homes. One day the Brahmin 

went to Rampur, a neighboring village to perform prayers. In return for his services, he received a 

goat as a present. 

 

The Brahmin was very pleased and as he set off home with the goat on his shoulders, he thought 

to himself, "This was a generous family, to have given me a goat. My wife and children will be 

very pleased.” As he walked down the winding and desolate path to his village, he did not notice 

that he was being followed by three crooks. 

 

"We have to get that plump goat," said the first crook. “It sure will make a great dinner for us," 

said the second crook. "We need to think of a plan fast, if we have to get the goat," said the third 

crook. 

 

The three crooks then hatched a plan to fool the Brahmin. The first crook approached the 

Brahmin and said, "Dear Brahmin, you are a holy man. Why are you carrying a dirty dog on your 

shoulders?" 
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"A dirty dog, you say! Can’t you see that it is a poor little goat. Are you blind?" said the Brahmin 

angrily. 

 

"I am not blind, but you certainly are, if you can carry a dirty dog on your shoulders and call it a 

goat," so saying the first crook laughed and walked away. 

 

The Brahmin looked at the goat, it indeed was a goat, and so he resumed his journey homeward. 

 

A little further down the path, the Brahmin came across the second crook, "O Brahmin!" said the 

second crook with a bewildered look. "You are a holy man, but why are you carrying a dead calf 

on your shoulders?" 

 

"A dead calf!" the Brahmin was furious, "This is a live goat and not a dead calf." 

 

"Well, do not get upset, it certainly is a dead calf. You are free to do as you please," the second 

crook laughed and left. 

 

"I wonder what is wrong," thought the poor Brahmin." Am I crazy or are these people crazy." 

 

The Brahmin had barely walked some distance when the third crook came running, waving his 

arms towards the Brahmin, "Stop! Stop! Brahmin, drop that donkey at once. If people see you 

carrying a donkey on your shoulders, you can imagine what they will think of you." 

 

By now the Brahmin was perplexed. Three different people had told him he was carrying an 

animal other than a goat. Something must be wrong. 

 

"This is not a goat. This must be a monster that keeps changing its form," the terrified Brahmin 

threw the goat down and ran home as fast as he could. 

 

The three crooks had a great laugh. They had succeeded in their plan. How foolish the Brahmin 

was not to believe in himself. They picked up the goat and left. 

 

Words to help 

don't get swayed  laat je niet leiden 

Brahmin   Hindoestaanse priester en wijze man 

pious   devoot (erg religieus) 



 119

generous  gul 

winding   kronkelig 

desolate  afgezonderd 

crooks   oplichters 

plump   dik 

hatch   broeden 

approached  benaderen 

journey   reis 

homeward  naar huis 

bewildered  verbaasd 

holy   heilig 

furious   woedend 

donkey   ezel 

terrified   doodsbang 

succeeded  geslaagd 

foolish   achterlijk 

  

 

Exercises  

 

Your class will be organizing a World English Market, for which each group will decorate a stand 

and represent the country and story they have chosen. You will also make a brochure of your 

story to hand out to the market visitors. This way, everybody learns about the different countries 

and their stories. After everyone in your group has read and understood the story, take the steps 

below to find out how to organize such an event! 

 

Important:  Don’t start with these steps until everybody in the group fully understands 

the story! 

 

A. Preparing and decorating the individual stands of the World English Market 

 

For the World English Market, your will decorate a stand (kraampje) to teach your classmates 

about the country you have chosen. The next steps will help you create such a stand.  

 

You have to do some research on your country, so make sure to plan a visit to the school library 

or get together for an afternoon of surfing the Internet with your group before you start. 
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1 To decorate your stand, you need pictures and items that are typical of your country. 

Search the Internet and other sources of information to complete the table below. 

Mention at least three things in each box. 

 

Pictures of typical food from 

your country 

For example: Haggis from 

Scotland, curry from India, kiwis 

from Australia. 

 

1 

 

2 

 

3 

Who will bring this item? 

Information on holidays in your 

country 

For example: Thanksgiving in the 

United States, Diwali in India, the 

Day of Reconciliation in South 

Africa 

 

1 

 

2 

 

3 

Who will bring this item? 

Examples of music and other 

forms of art from your country 

For example: Folk music from 

Ireland, bagpipes from Scotland, 

the didgeridoo from Australia 

 

1 

 

2 

 

3 

 

Who will bring this item? 

 

The flag of your country 

Draw the flag here: 

 

 

Who will bring this item? 

Pictures of famous sights in 

your country 

For example: The Niagara Falls in 

the United States, the Giant’s 

Causeway in Ireland, the Taj 

Mahal in India, the rainforests in 

Africa. 

 

1 

 

2 

 

3 

 

Who will bring this item? 

Pictures of famous people from 

your country 

For example: Kylie Minogue from 

 

 

1 

Who will bring this item? 
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2 Now, write down in the table who in your group is responsible for bringing which item to 

the World English Market. In this way, you are all responsible for how you stand will look. 

 

B. Making a brochure of your country and its story 

 

A brochure is a small booklet or pamphlet in which you give information on something. Brochures 

are often handed out at markets, or are available in Tourist Information Offices. In this case you 

are going to give information on the story you have just read and the country your story comes 

from. 

 

3 Take an A3-sized sheet of paper, and fold it two times, like this: 

  

 

 

 

 

 

 

If you fold it right, your paper will be divided into six sections and look like this: 

 

 

 

 

 

  

Australia, John Wayne from 

Ireland, Nelson Mandela from 

South Africa. 

 

2 

 

3 

Pictures of animals that live in 

your country 

For example: Buffalo in the United 

States, giraffes in Africa, 

kangaroos in Australia. 

 

1 

 

2 

 

3 

Who will bring this item? 
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The following pictures describe which information should be in which sections of your brochure. 

Take a look at the pictures and complete steps 4, 5 and 6. 

 

 A. The inside 

The front of the paper will become the inside of your brochure after it is folded.  

It contains all the information on the story, a summary of the story, your opinion, pictures 

and things from the story that are typical of your country.  

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 B. The opening page and the front and back page. 

 The back of the paper includes the front page, the opening page and the back page. 

 Take a look at them and then complete the final steps.  
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4 Divide the pages of the brochure among the group members. 

 

5 Individually, write and print the text for the pages and search for the pictures you want to 

be in your brochure. Make sure to print the text in a format that fits onto one third of an 

A3-sized sheet of paper. 

 

6 Get together and put everything in your brochure.  

 

7 Make sure that everyone in the group can present the brochure to the rest of the class! 

Tell each other what is on the page you have prepared and make sure it becomes a 

brochure you can all tell something about. This is important for the day of the actual 

World English Market.  

 

C. The World English Market day 

 

The day has finally come! All the groups are going to decorate their stands and present the 

brochures on their countries and stories at the World English Market. 

 

Since you have put a lot of work into preparing today, there are only a few more steps to take 

before you can go and visit each other’s stands. 

 

8 Every group gets a table and the class is organized into a ‘market’, with the tables 

pushed against the walls so that there will be room for everyone to visit each stand. 

 

9 Each group now gets ten minutes to decorate their stand. Drape the flag of your country 

over the table, put items that belong to your country on top of it, and put the brochure in 

the middle of the table.  

 

10 Each groups assigns the letters A, B, C, D and E to its members.  

 

11 All As, Bs, Cs, Ds, Es and Fs from the different groups get together.  

 

12 These new groups are now named according to their letters. The group with all the As is 

called group A, the group with all the Bs is called group B, etc.  

 

Now all groups go around the stands to hear about the countries and stories, which is organized 

like this: 
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13 Group A starts at the Ireland stand. The person whose group has worked on this stand 

tells something to the rest of the A’s about: 

 

- The country they have researched. 

- The items on the table and how they connect to the country. 

- The story they have read, a summary of the story, and the group’s opinion.  

 

At the same time, Group B starts at the United States stand, Group C at the Australia 

stand, Group D at the Scotland Stand and group E at the Africa stand. At these stands, 

the person who has worked on the particular stand the group is visiting talks about the 

points mentioned above.  

 

14 After about five minutes, the groups switch. Group A moves from Ireland to the United 

States, groups B from the United States to Australia, etc., and again the individual 

students talk about their projects. 

 

After six rounds, all the groups will have seen all the stands and everyone will have learned about 

six different place in the world where English is an official language, and about stories that 

contain particular cultural aspects. 

 

 

 

5.10 Stepping Stones Year 2, Chapter 1: ‘Time of your life’ 

 The first two chapters of the novel Holes, by Louis Sachar, serve as a basis for the 

exercises below, in which pupils, after they have read the chapters, compare the setting of 

a regular summer camp to the gruesome camp from the novel and write and record an 

interview with the novel’s main character. They then compare their own recording to an 

interview by another pair of classmates and analyze the differences and similarities 

between the two recordings. 

 In the first exercise, pupils not only read to select and sort information, but also 

compare two texts on a similar subject, which is an important reading skill to be practised 



 125

in the Basisvorming (Staatsen et al. 43). After that, the second exercise deals with the 

Stones and grammar in this chapter from Stepping Stones – Textbook 2 (T) HAVO VWO 

(Blom-Poldrugač et al.), in which asking and answering questions and the use of the 

simple past verb tense are discussed. Because the pupils swap interview questions and 

write answers to questions which a classmate has written, it is a variation on an 

information gap exercise where communication does not happen orally but on paper, by 

answering the questions. Moreover, the exercise has an outcome, namely the recorded 

interview, which means the task is “goal-oriented” (Willis 24) and therefore more 

motivating than a task without such an outcome. Finally, pupils practise their listening 

skills in an exercise of comparing audio material, which is advised by Staatsen et al. as a 

more in-depth form of practising listening skills (86).  

 In terms of literary competence, using a short excerpt such as these first two 

chapters of Holes as a basis for a language acquisition exercise provides a way to 

promote reading in the Basisvorming as a preparation for the more elaborate reading 

pupils will encounter in the Tweede Fase, especially since Holes is a novel written for 

young adults. Even though the novel may be hard to read for pupils in the second year of 

the Basisvorming, the short excerpt combined with the exercise could arouse their interest 

to read the novel after they have finished the exercise. Finally, besides promoting 

reading, this exercise could be used to introduce the literary term of “setting”, since 

pupils list aspects of the setting of Camp Green Lake in the novel that are different 

compared to ordinary summer camps. Showing the part of the screen version of Holes in 

which the setting as it is described in the first two chapters is depicted would be 

especially helpful to introduce this concept.  
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5.10.1 ‘Holes’ & Interviewing 

 

Holes is an exciting book about a boy, Stanley, who is held responsible for a crime he did not 

commit. Bad luck always seems to befall upon him, and he is sent to a strange camp in the desert 

in Texas. Below, you find the first two chapters of the story.  

 

Read these chapters and do the exercises: 

 

 

From Holes, written by Louis Sachar 

 

1.  

 

There is no lake at Camp Green Lake. There once was a very large lake here, the largest lake in 

Texas. That was over a hundred years ago. Now it is just a dry, flat wasteland. 

 There used to be a town of Green Lake as well. The towns shrivelled and dried up along with 

the lake, and the people who lived there.  

 During the summer the daytime temperature hovers around ninety-five degrees in the shade 

– if you can find any shade. There’s not much shade in a big dry lake. 

 The only trees are two old oaks on the eastern edge of the “lake”. A hammock is stretched 

between the two trees, and a log cabin stands behind that.  

 The campers are forbidden to lie in the hammock. It belongs to the Warden. The Warden 

owns the shade. 

 Out on the lake, rattlesnakes and scorpions find shade under rocks and in the holes dug by 

the campers. 

 Here’s a good rule to remember about rattlesnakes and scorpions: If you don’t bother them, 

they won’t bother you.  

 Usually.  
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 Being bitten by a scorpion or even a rattlesnake is not the worst thing that can happen to you. 

You won’t die.  

 Usually.  

 Sometimes a camper will try to be bitten by a scorpion, or even a small rattlesnake. Then he 

will get to spend a day or recovering in his tent, instead of having to dig a hole out on the lake.  

 But you don’t want to be bitten by a yellow-spotted lizard. That’s the worst thing that can 

happen to you. You will a slow and painful death.  

 Always.  

 If you get bitten by a yellow-spotted lizard, you might as well go into the shade of the oak 

trees and lie in the hammock.  

 There is nothing anyone can do to you anymore 

 

2. 

 

The reader is probably asking: Why would anyone go to Camp Green Lake? 

 Most campers weren’t given a choice. Camp Green Lake is a camp for bad boys. 

 If you take a bad boy and make him dig a hole every day in the hot sun, it will turn him into a 

good boy.  

 That was what some people thought.  

 Stanley Yelnats was given a choice. The judge said, “You may go to jail, or you may go to 

Camp Green Lake.” 

 Stanley was from a poor family. He had never been to camp before. 

 

Words to help 

wasteland woestenij   

shrivelled verschrompeld 

hovers  ergens boven hangen 

hammock hangmat 

log cabin blokhut 

warden  cipier 
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rattlesnakes ratelslangen 

bother  lastigvallen 

recover  herstellen  

lizard  hagedis 

 

Exercises 

 

1 Camp Green Lake is not a normal summer camp. Can you explain why not?   

  

2 Complete the following table. Fill in things you see and do at normal summer camps in 

 the boxes on the left and write down how Camp Green Lake is different in the boxes on 

 the left.  

 

 Some examples have been given to help you. If you need more information on 

 summer camps, read the text “Specialty Camp” on page 8 of your textbook. 

 

 

Now that you’ve learned about Camp Green Lake, you and a classmate will prepare an interview 

with Stanley about this camp. Work in pairs. 

 

Normal Summer Camp Camp Green Lake 

Beautiful scenery, like trees, lawns, a lake.  

 Rattlesnakes, scorpions, lizards 

Fun activities, like sailing, swimming, playing 

sports. 

 

 A camp for bad boys. 

A camp where you spend your summer 

holiday. 
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1 Write five interview questions 

 Each of you writes down five questions you want to ask Stanley about the strange camp 

he went to.  

 

 For example: “Hello Stanley. Did you go to a fun summer camp last summer?”   

  “Why did a judge send you to Camp Green Lake?” 

 

 Read Stone 2 and 3 for more information on how to ask questions.  

 

2 Write down Stanley’s answers  

 Swap your sets of questions and write down answers Stanley might give to the questions 

your classmate has written down. 

 

 For example:  “No, I didn’t go to a fun camp. Camp Green Lake was dry and   

  there was no lake” 

 

 Make sure to include details from the two chapters of Holes you have just read. 

 Read Stones 1,2,3,4 and 5 for more information on how to answer questions. 

 

3  Record the interview  

 You can read interviews in magazines and newspapers, but you can also watch them on 

TV or listen to them on the radio.  

 

 Record the interview you have written down on tape or on camera. One of you plays the 

part of the interviewer, the other one plays the part of Stanley.  

 

 Tips: -  Add an introduction to the interview, in which the interviewer tells  

  something about himself and about Stanley.  
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  - Do not read from a sheet of paper. Learn the questions and answers  

  by heart, or write them on a big piece of cardboard that someone  

  behind the camera can hold up for you so you can read from it. 

 

4 Compare interviews 

 Make a copy of your recorded interview. Swap this copy with an interview recorded by 

another pair of classmates. Compare this interview the interview you recorded. Write 

down differences and similarities between these interviews. 

 

 To do this, complete the following table. Three subjects have been filled in, but if you 

hear other differences or similarities, you can use the empty spaces to fill these in: 

 

 

 

 

 

 

What does Stanley say 

about….. 

In your interview  In their interview 

Camp Green Lake?   

Himself?   

His summer holiday?   

Why he was sent to prison?   
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5.11 Stepping Stones – Textbook 2 (T) HAVO VWO, Chapter 2: ‘Doctor’s Orders’   

 Writing informal letters is an important skill that returns in the foreign language 

curricula of both the early years of the Basisvorming and the higher years of the Tweede 

Fase. As writing an informal letter is a major topic of Chapter 2 in Stepping Stones – 

Textbook 2 (T) HAVO VWO (Blom-Poldrugač et al.) as well, the exercises below focus on 

this skill. In these exercises, pupils write an e-mail in which they ask for advice on a 

particular disease. They then exchange e-mails with a classmate and write a reply in 

which they give advice on how to cope with this disease.  

 To connect to the medical situations that are the theme of this chapter, the 

exercise is based on excerpts from various Harry Potter novels, written by J.K. Rowling, 

in which strange illnesses from the magical world of these novels occur. Especially since 

the novels about Harry Potter are tremendously popular among teenagers today, pupils 

may already be familiar with the translated versions, which means that offering pupils 

excerpts from the original versions of the novels may provide an opportunity to stimulate 

them to read these novels in the foreign language as well. Moreover, the excerpts may 

serve as a first introduction to the genre of fantasy in the foreign language, which is a 

genre most pupils are familiar with in their first language (Bolscher et al. 72)  and which 

could therefore be connected to the ‘fiction autobiography’ the pupils compose for their 

mother tongue course (32) which was discussed in section 6.6 of this thesis.  

 Since pupils have to choose one excerpt to base their e-mail on, they first have to 

read for specific information to gather the main points from these excerpts of prose, 

which is an important reading skill in the Basisvorming (Staatsen et al. 43) and makes the 

exercise suitable to replace Exercise 22 in this chapter’s workbook (Blom-Poldrugač et 
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al., Stepping Stones – Workbook 2a (T) HAVO VWO 39). To write the second e-mail, in 

which they have to write a reply, pupils have to apply this skill again.   

 It is important to stress that because the exercises in which the two e-mails have 

to be written involve creative writing, they may be challenging for pupils in the second 

year of learning a foreign language. Nevertheless, the example e-mails that are provided 

to help the pupils, as well as references to the Stones of this chapter and the Writing 

Matters at the back of Stepping Stones – Textbook 2 (T) HAVO VWO (Blom-Poldrugač et 

al.) help pupils to focus on adapting existing examples, and therefore make the exercise 

suitable to introduce the topic of writing such an e-mail (Staatsen et al.153). Finally, the 

exercise proposed below could substitute Exercise 16 and 21 in this chapter’s workbook 

(Blom-Poldrugač et al., Stepping Stones – Workbook 2a (T) HAVO VWO 34, 38), as these 

two exercises involve writing similar letters. 

 

 

5.11.1 Magical Diseases from ‘Harry Potter’ & Writing an E-mail 

 

In the magical world of J.K. Rowling’s Harry Potter novels, diseases occur that are quite 

extraordinary. Read the following excerpts from various Harry Potter novels, in which six 

mysterious illnesses appear. Then do the exercises.  

 

1. Spattergroit (From Harry Potter and the Order of the Phoenix) 

 

“They walked along the corridor, through a set of double doors and  

found a rickety staircase lined with more portraits of brutal looking Healers.  gammel / genezers 

As they climbed it, the various Healers called out to them, diagnosing odd  merkwaardig 

complaints and suggesting horrible remedies.  

 

Ron was seriously affronted when a medieval wizard called out that he  beledigd 

clearly had a bad case of spattergroit.‘And what’s that supposed to be?’  
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he asked angrily, as the Healer pursued him trough six more portraits,  achtervolgde 

shoving the occupants out of the way. bewoners 

 

‘’Tis a most grievous affliction of the skin, young master, that will leave you  afschuwelijke kwaal 

pockmarked and more gruesome even than you are now  - ‘ pokdalig / onooglijk 

‘Watch who you’re calling gruesome!’ said Ron, his ears turning red. 

‘ – the only remedy is to take the liver of a toad, bind it tight about your throat,  geneesmiddel 

stand naked at the full moon in a barrel o eels’ eyes – ‘  vat / palingogen 

 ‘ I have not got spattergroit!’ 

‘ But the unsightly blemishes upon your visage, young master – ‘  lelijke vlekken 

‘ They’re freckles!’ said Ron furiously. ‘Now get back in your own picture sproeten      

and leave me alone!’ 

 

 

2. Lycanthropy (From Harry Potter and the Half-Blood Prince) 

 

‘Are you all right Harry?’ 

‘I’m fine … how’s Bill?’ 

Nobody answered. Harry looked over Hermione’s shoulder and saw  

an unrecognisable face lying on Bill’s pillow, so badly slashed and ripped  onherkenbaar 

that he looked grotesque. Madam Pomfrey was dabbing at his wounds  misvormd / deppen 

with some harsh-smelling green ointment. wrang / zalfje 

 

[…] 

 

‘Can’t you fix them with a charm or something?’ he asked the matron. spreuk /  

‘No charm will work on these,’ said Madam Pomfrey. ‘I’ve tried everything hoofdverpleegster 

I know, but there’s no cure for werewolf bites.’ 

‘But he wasn’t bitten at the full moon,’ said Ron, who was gazing down staarde 

into his brother’s face as though he could somehow force him to mend just  beter worden 

by staring. ‘Greyback hadn’t transformed, so surely Bill won’t be a – a real -?’ van gedaante  

He looked uncertainly at Lupin. veranderd 

 

‘No, I’ don’t think that Bill will we be a true werewolf,’ said Lupin, ‘but that  

does not mean that there won’t be some contamination. Those are cursed  besmetting /  

wounds. They are unlikely ever to heal fully, and – and Bill might have some  vervloekt 

wolfish characteristics from now on.’ wolfachtige trekjes 
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3. Furnunculus and Densaugeo (From Harry Potter and the Goblet of Fire) 

 

For a split second, they looked into each other’s eyes, then, at exactly the  

same time, both acted. 

‘Furnunculus!’ Harry yelled. 

‘Densaugeo!’ screamed Malfoy. 

Jets of light shot from both wands, hit each other in mid-air, and ricocheted off  ketsten af 

at angles – Harry’s hit Goyle in the face, and Malfoy’s hit Hermione.  

Goyle bellowed and put his hands to his nose, where great ugly boils were  brulde / steenpuisten 

springing up.  

Hermione, whimpering in panic, was clutching her mouth.  jammerend 

‘Hermione!’ Ron had hurried forwards to see what was wrong with her. 

Harry turned and saw Ron dragging Hermione’s hand away from her face. 

It wasn’t a pretty sight. Hermione’s front teeth – already larger than average –  

were now growing at an alarming rate; she was looking more and more like  verontrustende snelheid 

a beaver as her teeth elongated, past her bottom lip, towards her chin – panic-stricken,  groeiden 

she felt them, and let out a terrified cry. 

 

 

4. Jelly-Legs (From Harry Potter and the Goblet of Fire) 

 

He was still having trouble with the Shield Charm, though. This was supposed  schild 

to cast a temporary, invisible wall around himself that deflected minor curses;  tijdelijk / afbuigen 

Hermione managed to shatter it with a well-placed Jelly-Legs Jinx.  vernietigen / vloek 

Harry wobbled around the room for ten minutes afterwards, before she had  waggelde 

looked up the counter-jinx. 

 

 

5. Removed Bones (From Harry Potter and the Chamber of Secrets) 

 

‘Stand back,’ said Lockhart, who was rolling up his jade-green sleeves. mouwen  

‘No – don’t –‘ said Harry weakly, but Lockhart was twirling his wand and a  ronddraaien 

second later had directed it straight at Harry’s arm. richtte 

A strange and unpleasant sensation started at Harry’s shoulder and spread  gevoel 

all the way down to his fingertips. It felt as though his arm was being deflated.  leeg laten lopen 

He didn’t dare look at what was happening. He had shut his eyes, his face  

turned away from his arm, but his worst fears were realised as the people  
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above him gasped and Colin Greevey began clicking away madly. His arm  reageerden geschokt 

didn’t hurt anymore – but nor did it feel remotely like an arm. in de verste verte 

‘Ah,’ said Lockhart. ‘Yes. Well, that can sometimes happen. But the point is,  

the bones are no longer broken. That’s the thing to bear in mind.  niet vergeten 

So, Harry, just toddle up to the Hospital Wing – ah, Mr Weasly, Miss Granger,  kuieren 

would you escort him? – and Madam Pomfrey will be able to – er – tidy you up a bit.’ fatsoeneren 

As Harry got to his feet, he felt strangely lopsided.  scheef 

Taking a deep breath he looked down at his right side. What he saw nearly  

made him pass out again.  flauwvallen 

Poking out of the end of his robes was what looked like a thick, flesh-coloured  uit zijn mantel stekend 

rubber glove. He tried to move his fingers. Nothing happened. rubberen handschoenen 

Lockhart hadn’t mended Harry’s bones. He had removed them.  genezen / verwijderd 

 

 

Exercises: Write a problem e-mail and a response 

 

A problem letter is a letter someone writes to a magazine to ask for advice, for example what to 

do when you feel ill. For examples of such letters, take a look at page 25 in your textbook. 

 

In the following exercises, you are going to write a problem letter and answer a problem letter 

written by a classmate. 

 

1 Choose one of the Harry Potter excerpts above to write a problem letter about. 

 

2 Imagine you are a character from this excerpt who suffers from an illness inflicted by 

 magic. Complete the following table with information about this illness. 

 

What are your complaints?  

 

 

What caused these complaints?  

 

 

What were you doing when these 

complaints started? 
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3 Write an e-mail in which you ask for advice on your complaints. If you need help on how 

 to write a correct e-mail, read the Yellow Pages on Writing on page 144 of your 

 Textbook.  

 

 To help you, here is an example e-mail in which the magical disease Vanishing 

 Sickness is described, which appears in the novel Harry Potter and the Order of the 

 Phoenix. 

 

Dear Sir / Madam, 
 
Yesterday I was sitting on the lawn outside Hogwarts with my friend Ron Weasley 
when a little boy walked by and sneezed right into my face! I asked him if he felt ill, 
and he said his arms and legs felt a bit strange.  
 
Later that day, my arms started to tickle, and suddenly my left arm disappeared! I 
could still feel it, but I could no longer see it.  
 
What should I do? I’d really like my arm back! 
 
Yours faithfully, 
 
Harry Potter 

 

 

4 Exchange letters with a classmate. Read the letter your classmate has written. 

 

5 Write a letter back with advice. Think of two ways to treat the complaints in your 

 classmate’s letter (do’s) and two things your classmate should absolutely not do when 

 suffering from these complaints (don’ts). Read Stone 8 if you need help on do’s and 

 don’ts. 

 

 To help you, here is an example e-mail in which advice is given on the magical disease 

 Vanishing Sickness, which appears in the novel Harry Potter and the Order of the 

 Phoenix. 

 

Dear Harry, 
 
What happened to your arm is called Vanishing Sickness. The boy who sneezed in 
your face must have infected you! 
 
First of all, you should go to the doctor and ask for a potion that will help cure the 
disease. Then, you should lie in bed and get lots of rest.  
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Vanishing Sickness gets worse if you eat oranges, so you shouldn’t eat oranges. 
Also, you mustn’t sneeze in other people’s faces, because you will infect them that 
way.  
 
Good luck! 
Yours sincerely, 
 
_____________________ 
 

 

6 Print the e-mail from your classmate and your reply e-mail and stick them on a big 

 coloured sheet of paper. Think of a name for a magazine in which this problem e-mail 

 could occur and write it down above the e-mails. 

 

 

5.12 Stepping Stones – Textbook 1 (T) HAVO VWO, Chapter 3: ‘What’s On?’   

 When literature is treated in the Basisvorming, it is important to connect it to the 

pupils’ perception of their environment and to take pupils’ previous experiences as well 

as existing knowledge into account (Bolscher et al. 56). Moreover, an important general 

aim for all subjects in the Basisvorming is to acquaint pupils with different forms and 

sources of media (Staatsen et al. 173). The exercises below therefore focus on the media 

of film, television and radio and thus attempt to combine these two targets while at the 

same time linking to the theme of Chapter 3 in Stepping Stones – Textbook 2 (T) HAVO 

VWO (Blom-Poldrugač et al.), which is film and television.  

 In the first exercise, pupils study and perform a scene from a film that is based on 

a book. To get acquainted with this topic, pupils first of all engage in two exercises to 

activate their knowledge of films and television series in English. The first of these 

exercises is a communicative exercise that is called a “round robin”, which stems from 

cooperative learning principles and stimulates communication in the safe environment of 

small groups (Kagan 14). Then, pupils explore the relationship between literature, film 

and television in a cooperative “think-pair-share” exercise, which stimulates a more 
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analytical way of thinking (14), as they have to compare previous answers to a new 

criteria. 

 After these activating exercises, groups of pupils choose a short scene from a film 

or television series that is based on a book, to perform in front of the class. This is a 

typical reproductive exercise, which provides an opportunity to pay very close attention 

to details of pronunciation and intonation, and also promises a high rate of success which 

is a motivating factor (Ebbens and Ettekoven 29). Moreover, because pupils are free to 

choose which scene from which movie they want to act out, their autonomy is increased, 

which is important for the work climate in the classroom (150).  

 Finally, when pupils have to explain why they chose to perform their particular 

scene, the exercise moves more in the direction of skills like learning how to form an 

opinion and learning how to reflect on taste and experience, which connect to the aims of 

treating fiction in the Basisvorming (Bolscher et al. 41). Even though Bolscher et al. 

connect this goal specifically to mother tongue education, the communicative value of 

practicing such skills, and the interconnectedness it would create between all language 

subjects in the Basisvorming when using fiction to reflect on taste and opinion are 

reasons to include a literary component into exercises like this, which are mainly focused 

on foreign language acquisition.   

 Overall, this first exercise is an extensive, almost project-like exercise, which may 

be used to conclude this chapter and therefore substitute final speaking exercises like 

Exercises 15 (Blom-Poldrugač et al., Stepping Stones – Workbook 2a (T) HAVO VWO 9) 

and 23 (13). The exercise could also be used as a more general project to spread over a 
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number of weeks in which each lesson is concluded with a scene performed by a group of 

pupils. 

 The second exercise is a listening exercise in which pupils listen in various rounds 

to a passage from the 1938 radio play The War of the Worlds by Orson Welles. Before 

they start to listen, the pupils do a pre-listening exercise in which they complete a gapped 

text on the historical context of this radio play. Besides the fact that such gapped-text 

exercises are important to practise reading strategies (Staatsen et al. 58), pre-listening 

exercises that introduce the topic, the kind of audio the pupil is about to listen to and the 

speakers who appear in the audio create an “authentic listening situation” and enhance 

the success rate of all following listening exercises (92).  

 After the pre-listening exercise, pupils listen to the same passage of the radio play 

three times. Each time they listen they have to do a different exercise, which gives them 

the opportunity to build up their level of understanding and practise different ways of 

listening (86), especially since the exercises progress from identifying main topics to 

listening more selectively. For example, in the final exercise the pupils read along with 

the script of the radio play and fill in gaps in the script with the words they hear, which is 

an effective way for beginning learners to practise their listening skills (90-91).  

 Furthermore, after having listened to the radio play, pupils work on an exercise 

that provides an outcome to all the previous listening practice. In groups, they create a 

placemat which holds their individual answers to open questions that process information 

from the radio play, after which they have to decide on a collective group answer to 

present to the class. This exercise, which again is rooted in cooperative learning, 

stimulates pupils to share ideas and provides an outcome in the form of a placemat that 
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will be presented to class, which means the task is “goal-oriented” (Willis 24) and 

therefore motivating. 

 All in all, the radio play The War of the Worlds is a narrative on the one hand, and 

an authentic radio broadcast on the other hand, with aspects such as authentic intonation 

and background noise. Because it is advised to practise with both these types of sources 

to practise listening skills (Staatsen et al. 80-81), using this radio play as a basis for these 

exercises combines a - perhaps not very obvious - source of literature, which may appeal 

to pupils more than reading the original novel, with practising reading, listening and 

communicative skills. Since it is a very extensive exercise, it may be used to substitute 

the entire section of listening exercises, namely Exercises 10, 11 and 12 of this chapter 

(Blom-Poldrugač et al., Stepping Stones – Workbook 2b (T) HAVO VWO 7-8). 

 

 

5.12.1 Acting out a scene from a screen version of a novel 

 

Have you ever watched an episode of an English television series, or maybe even followed the 

whole series? Or do you go to the cinema every week to watch films in English? The following 

exercises will show you how books and films connect. After that, you will take ten steps to act out 

your own scene from a film based on a book. 

 

1 A.  Form groups of four. Appoint one group member as recorder. This group   

  member writes down all the answers the other group members give.  

  In three minutes, try to think of as many titles of films and TV series in   

  English you are familiar with.  
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 B.  Send the group member who has written everything down to the    

  front of the class to copy your answers onto the blackboard. Do not copy   

  titles that have already been written down by other groups.    

  How many titles did you find as a class? 

 

Did you know that lots of films and television series are based on books? This is a list of films and 

series you might have seen that all are based on famous novels: 

 

Films     TV series 

The Lord of the Rings   Inspector Morse 

The Princess Diaries     Gossip Girl 

The Harry Potter films   The Little House on the Prairie 

The James Bond films   Goosebumps 

Charlie and the Chocolate Factory  Pride and Prejudice 

Mathilda     Bleak House 

Babe 

Jumanji         

 

2 A.  Can you name some other titles of films that are based on books?   

  Pair up with a classmate and compare your lists.  

 

B.  Discuss with a classmate which books you have read do you think should 

 be made into a film? And why? 

 

C.  Share your thoughts with the class – on which books did the two of you agree? 

 And are you both familiar with the same films that were based on books?  

Films in English TV series in English 
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D.  Check the list of English spoken films and TV series on the blackboard.  

 Which of these are based on books? 

 

Now, take these steps to act out your own scene from a film that is based on a book: 

 

Step 1   Form groups of four. Together, visit one of the following websites that   

  both list films that are based on novels: 

 

“Books Made Into Movies” 

http://www.epl.ca/EPLMaster.cfm?id=BOOKMOVIES 

 

“Based on the Book” 

http://www.mcpl.lib.mo.us/readers/movies/movie.cfm 

 

“Books into film” 

http://christchurchcitylibraries.com/Guides/BooksIntoFilm/ 

 

Step 2   Choose a film with which everyone in your group is familiar, and that everyone  

  has enjoyed watching, and check if your school library or local library holds  

  this film on video or DVD. 

 

Step 3   Watch the film together and select a scene from the film that stands out   

  for some reason. It may be funny, scary, emotional, sad or even crazy. 

 

  Make sure the scene you’ve picked does not last longer than three to  

  five minutes! 

   

Step 4   Sit down together and watch this particular scene a couple of times, until   

  you are really familiar with it. 

 

Step 5   Now, each group member picks a character from the scene. If there are   

  only two or three actors in the scene, two of you may pick one character   

  and work together. 

 

Step 6   Watch the scene again. Write down your character’s lines. 

  Make sure to help each other when someone has trouble understanding 
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Step 7   Put everything you have written down together in a script of the scene.   

  Print this ‘script’ of your scene. Highlight your own lines with a    

  fluorescent marker. 

 

Step 8   Practise the scene together. You don’t have to know the scene    

  by heart, but make sure you are not reading directly from the page. 

 

  Some tips to rehearse your lines: 

- Remember after which line of someone else you have to say something. A 

‘cue’ word can be the last word of someone else’s line.  

- Read silently through your part. If you find words you’re not sure of, look 

them up in a dictionary.  

- Rehearse slowly. Once the script is in your head you can increase the pace. 

- Try to listen to the original scene for clues on how the actors pronounce 

some lines. Do their voices sound particular, or does the tone of their voice 

change? And what kind of gestures do they make? 

-  Have a so-called dress rehearsal (generale repetitie) that is watched by your 

teacher only. Your teacher can now give you some final tips on how to 

perfect your scene. You can also ask another group of classmates to watch 

this dress rehearsal and give you feedback. 

 

Step 10  Perform your scene in front of the class. Have fun, and remember:   

  everybody who will be performing will be as nervous as you are. 

   When you are finished, explain to the class: 

 

   1. Why you have chosen this particular scene to perform. Was it   

   very original? Or really funny? Or moving? Or scary? Try   

   to explain this to the class. 

   2. On which book by which author the film is based. 
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5.12.2 The War of the Worlds & Listening Exercises 

 

In 1898, H.G. Wells wrote the novel The War of the Worlds, in which aliens from Mars invade 

England. The novel inspired lots of filmmakers, but the most famous adaptation must be that by 

Orson Welles, who made a radio play based on the novel.  

 

In this exercise, you will be listening to fragments of this radio play that can be downloaded in 

mp3-format from http://www.thomasamckean.com/otr/War%20of%20the%20Worlds.mp3 

  

Before you start to listen, do the pre-listening exercises below. 

 

A. Pre-listening exercise 

 

Complete the following text; use the words above the text to fill the gaps: 

 

1938 – radio play – Martians – real – explosions – H.G. Wells – 1898 – landed – 

spaceship – people – army – reporter – broadcast – leave -  

  

In _____, the novel The War of the Worlds, which was written in ______ by 

______________was made into a ______ _______ that caused mass hysteria when it 

 was broadcast. The radio play started as a regular music show which was later 

interrupted by news flashes about _____________ on Mars.  

 

Then, reports came through that a strange object had ________ in New Jersey. It turned 

out that this object was a __________ of the Martians. A Martian came out of this 

spaceship and fired a ray of heat at a crowd of _________ that returned them to ashes.  

 

The broadcast continued with reports on how the _____ was unable to fight the Martians 

off and a live report from New York by a news ________ who was killed  eventually by 

the Martians as well.  

 

At the end, Orson Welles himself announced that all these news reports were part of a 

radio play that was ___________ especially for Halloween. But by that time, people had 

already panicked and some had even started to ______ their homes to escape the 

Martians! People who were listening thought the world was really being invaded by 

__________, because the radio play sounded like ______ news bulletins and reports.  
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B. Listening exercises 

 

Listen to a passage from radio play. Open the mp3 file and skip to 14:05 into the play. This is the 

part where a strange object has fallen from the sky. Listen to about 16:37 into the play and do the 

following exercises: 

 

A. Listen to the passage from the radio play. Judge if the following statements 

 are true or false: 

 

1 There is a sound coming from the object that  T F 

 has fallen from the sky. 

 

2 The reporter asks a police officer what he thinks  T  F 

 the noise is. 

 

3 The crows of people are watching silently as the  T F 

 object opens.  

 

4 The thing crawling from the object looks horribly  T F 

 frightening. 

 

B.  Listen again. How do the reporter and the professor describe the thing that  has 

 fallen from the sky? 

 

 ���� it is silent   ����  a noise comes from the thing 

 ���� it is made of stone  ���� it is made of metal 

 ���� it is hollow   ���� it is solid (massief) 

 ���� it is square (vierkant)  ���� it is round 

 ���� it is empty   ����        there is something in it 

 ���� it is hot    ���� it is cold 

 

And how do they describe the thing that comes out of it? 

 

 ���� it jumps out   ���� it crawls out 

 ���� it glistens (glinstert)  ���� it looks rough (ruw) 

 ���� it looks wet   ���� it looks dry 

 ���� it has wings   ���� it has tentacles (tentakels) 
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 ���� the eyes are black  ���� the eyes are white 

 ���� it is red    ���� it has lips 

 ���� it moves quickly   ����  it moves slowly 

 

C.  Listen again. Read along with the script of the radio play below. Fill in the words 

 you think you hear on the blanks. 

 

CARL PHILLIPS  

Now, ladies and gentlemen, there's something I haven't mentioned in all this excitement, but now 

it's becoming more distinct. Perhaps you've caught it already on your ______. Listen, please...  

 

CARL PHILLIPS  

Do you hear it? It's a curious humming _______ that seems to come from inside the object. I'll 

move the microphone nearer. Now...  

 

CARL PHILLIPS  

Now we're not more than twenty-five feet away. Can you _______ it now? Oh, Professor Pierson!  

 

PROF. PIERSON  

Yes, Mr. Phillips?  

 

CARL PHILLIPS  

Can you tell us the meaning of that scraping noise inside the ______?  

 

PROF. PIERSON  

Possibly the unequal cooling of its surface.  

 

CARL PHILLIPS  

I see, do you still think it's a meteor, __________?  
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PROF. PIERSON  

I don't know what to think. The metal casing is definitely extraterrestrial... not found on this 

______. Friction with the earth's atmosphere usually tears holes in a meteorite. This thing is 

smooth and, as you can see, of cylindrical _______.  

CARL PHILLIPS  

Just a minute! Something's __________! Ladies and gentlemen, this is terrific! This end of the 

thing is beginning to flake off! The top is beginning to rotate like a screw and the _____ must be 

hollow!  

 

 

VOICES  

She's movin'! Look, the darn thing's unscrewing! Stand back, there! Keep those ______ back, I 

tell you! Maybe there's men in it trying to escape! It's red hot, they'll burn to a cinder! Keep back 

there. Keep those idiots back!  

 

(SUDDENLY THE CLANKING SOUND OF A HUGE PIECE OF FALLING METAL)  

 

VOICES  

She's off! The top's loose! Look out there! Stand _______!  

 

CARL PHILLIPS  

Ladies and gentlemen, this is the most terrifying thing I have ever witnessed... Wait a minute! 

Someone's crawling out of the hollow top. Someone or... something. I can see peering out of that 

_____ hole two luminous disks . . are they eyes? It ______ be a face. It might be...  

 

(SHOUT OF AWE FROM THE CROWD)  

CARL PHILLIPS  

Good heavens, something's wriggling out of the shadow like a gray ______. Now it's another one, 

and another one, and another one! They look like tentacles to ____. I can see the thing's body 

now. It's large, large as a _____ and it glistens like wet leather. But that face, it... Ladies and 

___________, it's indescribable. I can hardly force myself to keep looking at it, so awful. The 

eyes are black and gleam like a serpent. The mouth is V-shaped with saliva dripping from its 

rimless ______ that seem to quiver and pulsate. The monster or whatever it is can hardly move. It 

seems weighed down by... possibly gravity or something. The thing's... rising ___ now, and the 

crowd falls back now. They've seen plenty. This is the most extraordinary experience, _______ 
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and gentlemen. I can't find words... I'll pull this microphone with me as I _____. I'll have to stop 

the description until I can take a new position. Hold on, will you please, I'll be right back in a 

minute... 

 

C. After-listening exercises 

 

Work in groups of four. Divide a large sheet of paper into a placemat with four parts and leave a 

square in the middle, like this: 

 

 

 

 

 

 

 

 

 

 

Assign a part of the paper to each group member. Leave the space in the middle open. 

 

1 Read the following questions. Without discussing them with your group members, 

 write down your answers on your part of the paper. 

 

 1 Do you think a radio play like this would cause as much hysteria if it was   

  broadcast today? 

 2 How do you think the makers of the radio play could have prevented   

  frightening their listeners? 

 3 Do you think H.G. Wells’s picture of Martians is similar to how we think   

  aliens might look? 

 

2 Now, discuss the questions in your group. Decide on your final group answers to  the 

 three questions. Write these answers down in the square in the middle of the paper. 

 

3 Stick your placemat to the blackboard. Take a look at the answers the other groups have 

 given. Do your opinions match?  
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5.13 Stepping Stones – Textbook 2 (T) HAVO VWO, Chapter 4:‘It Must be Love’ 

 A novel that relates strongly to pupils’ lives is The Secret Diary of Adrian Mole 

Aged 13 ¾ by Sue Townsend, about a boy who is about the same age as pupils in the 

second year of the Basisvorming. Because connecting to pupils’ lives is such an 

important characteristic of education in the Basisvorming, the exercises below are based 

on an excerpt from this novel that focuses on Adrian’s love for a girl, which connects to 

the theme of this chapter, namely love and romance, as well. In these exercises, which 

start with two pre-reading tasks, pupils practise reading skills, reading strategies and 

grammar.  

 The first of two pre-reading tasks focuses on quickly scanning a text to create a 

general image of it, which is a useful way to practise strategies of predicting before 

reading (Staatsen et al. 45). In the second pre-reading task, pupils practise predicting 

vocabulary. The exercise is similar to exercises in this chapter’s workbook, for example 

Exercise 22 (Blom-Poldrugač et al., Stepping Stones – Workbook 2b (T) HAVO VWO 24), 

and is useful to start practicing word guessing strategies (Staatsen et al.  51). After the 

pupils have read the text, pupils verify their guesses by means of a dictionary because it 

is important that they learn how to use such a tool as well (51). Moreover, this second 

exercise, like its counterpart in the workbook, is a cooperative “think-pair-share” exercise 

which enhances communication between pupils and stimulates them to reflect on 

predicting strategies (Kagan 14). 

 The pre-reading exercises are followed by two reading exercises that focus most 

of all on structuring a text. In the first exercise, pupils practise this skill by thinking of 

subtitles for each diary entry, while in the second exercise pupils summarize each diary 

entry in two sentences. Both of these activities aim at focusing pupils’ attention on key 
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words and key phrases to learn how to see through the structure of a text and to learn to 

search for main ideas in a text.  

 Furthermore, besides practicing text structure and main ideas, the second exercise 

also links to the grammar that is dealt with in this chapter, namely the past simple and the 

past continuous verb tenses, as pupils have to use these verb tenses when they summarize 

each diary entry. This results in a task that is quite challenging, as pupils have to 

construct the content and phrasing themselves, even though the basic structure of the 

sentences they have to write down is already provided. A task like this could therefore be 

used as task to follow up on an exercise that is more guided and reproductive in nature, 

like the grammar exercises on these verb tenses in the workbook (Blom-Poldrugač et al., 

Stepping Stones – Workbook 2b (T) HAVO VWO 39-40). 

 The final exercise is an after-reading exercise, which is a creative writing exercise 

in which pupils write a diary entry from the point of view of a minor character that is 

described in The Secret Diary of Adrian Mole Aged 13 ¾. Besides practising the verb 

tenses once more, pupils also have to read and rephrase information from the excerpt 

again. As this is a more analytical way of reading, the exercise serves as a final step in the 

reading strategy of “concentric reading” (Staatsen et al. 46), which is a strategy that helps 

pupils to understand the content and structure of a text by reading it from the outside, by 

looking at information like titles and subtitles, to the inside, by reading for detailed 

information. Finally, a more literary aspect of this exercise is the way it treats the idea of 

perspective by looking through the eyes of a minor character and as well as by re-

emphasizing the diary genre of the excerpt the pupils read. 
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 As the exercises below combine reading strategies, vocabulary strategies, 

grammar and creative writing, they may be used to replace a number of exercises from 

this chapter’s workbook, namely Exercises 21, 22 and 23 on reading and vocabulary 

strategies (Blom-Poldrugač et al., Stepping Stones – Workbook 2b (T) HAVO VWO 34-

35) and Exercises 25 and 26 on the verb tenses (35-36). 

 

 

5.13.1 The Secret Diary of Adrian Mole Aged 13 ¾ & Concentric Reading 

 

The Secret Diary of Adrian Mole Aged 13 ¾ is a humorous novel written by Sue Townsend, in 

which you can read about the life of Adrian Mole.   

 

Below, you’ll find excerpts from this novel which introduce a girl who Adrian might be falling in 

love with. Start with the pre-reading exercises, then read the excerpt and finish the reading 

exercises. 

 

A. Pre-reading exercises 

 

Quickly scan the excerpt fro the novel below and then answer the following questions. 

 

1 What do the dates above each bit of text tell you about what kind of text this is? 

2 What is the name of the girl Adrian is falling in love with? 

3 Look at the last bit of text. What date is above it? Do you know which day this is? 

 

Take a look at the following words. These are all words from the text below. Before you start to 

read, see if you know what the words mean in Dutch. Circle the translations you think are correct. 
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1 Geography  aardrijkskunde / biologie / geschiedenis 

2 figure  getal / karakter / figuur 

3 midget  paaltje / dwerg / truukje 

4 attentions  advertenties / tenten / attenties 

5 dinner  warme maaltijd / restaurant / dunner 

6 milkman  winkelier / veehouder / melkboer 

7 shock  sok / schok / sjokken 

8 worry   oorlog / in de war zijn / je zorgen maken 

9 undiscovered onafgedekt / onontdekt / onverzorgd 

10 lousy  waardeloos / luizen / losjes 

11 left-handed  achtergelaten / twee linkerhanden hebben / linkshandig zijn 

 

Read the excerpt below. In this text, the words from the list above are underlined.  

When you encounter a word, check whether you have chosen its correct translation. Use a 

dictionary if you are still not sure about the translation. 

 

 

From The Secret Diary of Adrian Mole Aged 13 ¾, by Sue Townsend 

 

Wednesday January 14
th
 

[…] 

There is a new girl in our class. She sits next to me in Geography. She is all right. Her name is 

Pandora, but she likes being called ‘Box’. Don’t ask me why. I might fall in love with her. It’s time I 

fell in love, after all I am 13 ¾ years old. 
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Thursday January 15
th
 

Pandora has got hair the colour of treacle, and it’s long like girl’s hair should be. She has got 

quite a good figure. I saw her playing netball and her chest was wobbling. I felt a bit funny. I think 

this is it! 

[…] 

I am going to bed early to think about Pandora and do my back-stretching exercises. I haven’t 

grown for two weeks. If this carries on, I will be a midget. 

 

Friday  January 16
th
 

[…] 

It was Geography today so I sat next to Pandora for a whole hour. She looks better every day. I 

told her about her eyes being the same as the dog’s. She asked what kind of dog it was. I told her 

it was a mongrel. 

 I lent Pandora my blue felt-tip pen to colour round the British Isles.  

 I think she appreciates these small attentions. 

 

Monday January 19
th
 

[…] 

Pandora smiled at me in school dinner today, but I was choking on a piece of gristle so I couldn’t 

smile back. Just my luck! 

 

Wednesday January 21
st
 

[…] 

I saw Nigel on the way home. He told me Pandora’s father is a milkman! I have gone off her a bit. 

 

Thursday January 22
nd
 

It is a dirty lie about Pandora’s father being a milkman! He is an accountant at the dairy. Pandora 

says she will duff Nigel up if he goes round committing libel. I am in love with her again. 
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Saturday January 24
th
 

[…]  

Pandora is going out with Nigel!!!!! 

I think I will never get over this shock. 

 

Sunday January 25
th

 

10 a.m.  I am ill with all the worry, too weak to write much. Nobody has noticed I haven’t  

  eaten any breakfast. 

2 p.m.  Had two junior aspirins at midday and rallied a bit. Perhaps when I am famous  

  and my diary is discovered people will understand the torment of being a 13 ¾- 

  year-old undiscovered intellectual. 

6 p.m.  Pandora! My lost love! Now I will never stroke your treacle hair! (Although my  

  blue felt-tip is still at your disposal.) 

8 p.m.  Pandora! Pandora! Pandora! 

10 p.m.  Why? Why? Why? 

Midnight Had a crab-paste sandwich and a Satsuma (for the good of my skin). Feel a bit  

  better. I hope Nigel falls off his bike and is squashed flat by a lorry. I will never  

  speak to him again. He knew I was in love with Pandora! If I’d had a racing bike  

  for Christmas instead of a lousy digital stereo alarm clock, none of this would  

  have happened. 

 

Saturday February 14
th
 

Here’s what I wrote inside Pandora’s card. 

 Pandora! 

 I adore ya. 

 I implore ye. 

 Don’t ignore me. 

I wrote it left-handed so that she wouldn’t know it was from me. 
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Exercises 

 

One way to summarize a text is to think of a fitting title or fitting subtitles. In the next exercises 

you will practise this skill. 

 

1. A  Write down a subtitle for each of Adrian’s diary entries.   

  Make sure the title is not longer than three words.  

  What may help you find suitable subtitles is to read each diary entry carefully and 

  circle the most important word, or “key word”. 

 

 B Compare your subtitles with a classmate. Discuss which key words you both  

  circled and the differences or similarities between your subtitles.  

 

In the next exercises, you will practise the use of the Past Simple and Past Continuous verb 

tense. 

 

2 Now, summarize each diary entry in one sentence.  

 In this sentence, use both the Past Continuous and the Past Simple. Take a look at the 

 examples and fill in the table: 

 

 

January 14
th
  On January 14

th
, Adrian was sitting in the classroom when a new girl sat 

down next to him.   

January 15
th
 On January 15

th
, ………………………………………… when ............... 

……………………………………………………………………………………... 

January 16
th
  

 

January 19
th
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January 21
st
  

 

January 22
nd
  

 

January 24
th
  

 

January 25
th
  

 

February 14
th
  

 

 

4 Write a diary entry from Pandora’s point of view. Think of how she might  perceive Adrian 

 Mole and what she might think of him. You can also describe the incident with Nigel from 

 her point of view. Write the diary entry in the past tense and use the correct forms of the 

 Past Simple and the Present Continuous where necessary.  

 

 For example: Dear Diary. I went to my new school for the first time today. During  

   Geography, I sat next to a boy. I think his name was Adrian. He looked  

   nice, but he kept staring at me!  This made me feel very uncomfortable. 
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5.14 Stepping Stones – Textbook 2 (T) HAVO VWO, Chapter 5: ‘Going Extreme’    

 The literature on which the exercises for this chapter are based are so-called 

urban legends, stories which may or may not be true and are passed on orally, often 

exaggerated in the course of time. Even though these texts do not seem to be very 

literary, it is important to include them into the selection of literature in a foreign 

language curriculum, since they give pupils a chance to acquire a more thorough view of 

the world of the speakers of the foreign language (Kwakernaak 12). Moreover, a reason 

to include texts like these which is related to literary competence is that pupils should be 

acquainted with a wide range of texts, including fictional texts such as novels and plays, 

but also related non-fictional texts, such as diaries and autobiographies, and texts on the 

borderline between fictional and non-fictional, for example diary novels and novels with 

strong autobiographical references to the author’s life, to explore and discuss differences 

and similarities between fiction and reality (Bolscher et al. 24). Finally, the texts relate to 

this chapter’s theme of fear and excitement. 

 One skill that is practised in the workbook exercises of this chapter in Stepping 

Stones – Textbook 2 (T) HAVO VWO (Blom-Poldrugač et al.) is taking notes when 

listening. The urban legends in the exercise below therefore serve a basis for a similar but 

more cooperative exercise. Pupils work in groups of four, in which they pass on a story, 

take notes on that story, give the notes to a fellow group member who in turn passes these 

notes on to the final group member, who then writes a summary of the story. This all 

happens in pairs, and eventually all students have gone through each activity, i.e. reading, 

note-taking, reading notes and writing the summary, once. Eventually, groups exchange 

these summaries and compare them to the original urban legends to check how well the 

information has been passed on from student to student.   
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 First of all, this exercise is a cooperative exercise. An aspect that makes this 

exercise cooperative is that it involves “positive interdependence”, which means that 

“each group member's efforts are required and indispensable for group success and [...] 

each group member has a unique contribution to make to the joint effort because of his or 

her resources and/or role and task responsibilities” (Johnson and Johnson). In this 

exercise, positive interdependence is created by the fact that the stories cannot be passed 

on from group member to group member to be summarized by the fourth group member, 

without every group member making his or her unique contribution. Another cooperative 

element of this exercise lies in the fact that the group members are individually 

accountable for the final product, since each group member eventually writes a summary 

which is then checked by another group, while at the same time the group as a whole is 

accountable for the final product as well, since the summaries are checked by another 

group as a complete final product. Both this individual accountability and group 

accountability are important in cooperative learning (Johnson and Johnson), and is 

important to emphasize these two aspects of cooperative learning in this exercise because 

both of them stimulate pupils to communicate in the target language to reach their final 

products (Johnson and Johnson). 

 Besides the cooperative nature of this exercise that stimulates communication in 

the foreign language, the exercise deals with important foreign language skills that are 

established in the attainment targets of the Basisvorming. By letting the pupils listen to a 

fellow group member reading an urban legend, pupils acquire a strategy to obtain 

information from spoken texts and practise how to take notes (Staatsen et al. 101). After 

having taken these notes, pupils have to work out a short report in which they summarize 
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the original urban legend, which means they practise how to expand basic information in 

the form of notes to a more elaborate, though still short, piece of text. 

 All in all, this quite extensive exercise, in which the boundaries of fiction and 

non-fiction are explored, and in which students work cooperatively and practise listening, 

note-taking and writing skills can substitute a number of exercises that practise these 

same skills, such as Exercise 8, in which pupils write a newspaper article (Blom-

Poldrugač et al., Stepping Stones – Workbook 2c (T) HAVO VWO 7), Exercise 10, in 

which they take notes (8) and Exercise 6 and 18, in which pupils play different roles in 

practicing speaking skills (6, 13).  

 

 

5.14.1 Urban Legends & Note-Taking and Reporting 

 

Urban legends (in Dutch: broodje aap-verhalen) are stories, often scary or mysterious, about 

incidents which may or may not have happened. They are passed on from person to person, 

sometimes even by the media, until they become so famous a lot of people have heard about 

them.  

 

Urban legends can be true, although most of the time they are exaggerated enormously. 

Examples of urban legends you might have experienced yourself are the “true stories” often 

passed on via e-mail, with a message at the bottom that you should forward the e-mail to a lot of 

people to prevent it from happening to you. 

 

Note taking and Reporting 

 

Below, you find three urban legends. Work in groups of four on the next exercise in which you will 

practise taking notes and working out notes to a story. 

 

1 Follow the steps in the following table. In six rounds, each of you will: 

 

 -  Tell an urban legend to a classmate. 

 - Listen and take notes on an urban legend. 
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 - Tell a classmate which notes have been taken on an urban legend. 

 - Write short summary of an urban legend. 

 - Learn four urban legends you can tell your friends to scare them… 

 

You get one minute to prepare for each round. Your teacher will keep track of the time. When 

your teacher blows the whistle, proceed to the next round. 

 

 Person 1 Person 2 Person 3 Person 4 

Round 1 
(10 minutes) 

Read The Pet to 
person 2 

Listen to person 1 
and take notes on 

The Pet.* 

 
Give these notes to 

person 3. 

Read Letter of 
Intent to person 

4. 

Listen to person 3 
and take notes on 
Letter of Intent.* 

 
Give these notes 

to person 1. 

Round 2 
(5 minutes) 

Read the notes on 
Letter of Intent from 
person 4 to person 

2. 

Listen to person 1 
reading the notes on 
Letter of Intent from 

person 4. 

Read the notes 
on The Pet from 

person 2 to 
person 4. 

Listen to person 3 
reading the notes 
on The Pet from 

person 2. 

Round 3 
(5 minutes) 

 

Write a short 
summary of Letter of 
Intent based on the 
notes person 1 just 

read. 

 

Write a short 
summary of The 
Pet based on the 
notes person 3 

just read. 

Round 4 
(10 minutes) 

Listen to person 2 
and take notes on 
Clown Statue.* 

 
Give these notes to 

person 4. 

Read Clown Statue 
to person 1. 

Listen to person 4 
and take notes on 
The Travel Bug.* 

 
Give these notes 

to person 2. 

Read The Travel 
Bug to person 3. 

Round 5 
(5 minutes) 

Listen to person 2 
reading the notes on 
The Travel Bug from 

person 3. 

Read the notes on 
The Travel Bug from 
person 3 to person 

1. 

Listen to person 4 
reading the notes 
on Clown Statue 
from person 1. 

Read the notes 
on Clown Statue 
from person 1 to 

person 3. 

Round 6 
(5 minutes) 

Write a short 
summary of The 

Travel Bug based on 
the notes person 2 

just read. 

 

Write a short 
summary of 
Clown Statue 
based on the 

notes person 4 
just read. 

 

 

* A tip for taking notes to write a report is to ask yourself the “Five W’s” and answer them in short, 

key-word answers: 

 

 1 What happened? 

 2 Who was there? 

 3 Why did this happen? 
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 4 When did it happen? 

 5  Where did it happen? 

 

2 Take a big sheet of paper and stick the original urban legends on it.  

 Stick the summaries of the urban legends your group has written next to the original 

 versions.  

 

3 Exchange sheets of paper with another group. In pairs, check how much the original 

 stories match the versions their group members have written.  

 

 Complete the following table by writing down the differences between the original 

 urban legends and the summaries. 

 

 Original Summary 

The Pet  

 

 

 

 

Letter of Intent  

 

 

 

 

The Clown Statue  

 

 

 

 

The Travel Bug  

 

 

 

 

 

 

1. The Pet, written by Jan Brunvand (1988) 

 

A woman from La Mesa, California, went to Tijuana,  

Mexico, to do some shopping. As any visitor to this border  

town knows, the streets near the shopping areas are populated    bevolkt 
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with stray dogs.         zwerfhonden 

The woman took pity on one little stray and offered it a few    had medelijden met 

bites of her lunch, after which it followed her around for the rest  

of the afternoon.  

When it became time to return home, the woman had become  

so attached to her little friend that she couldn't bear to leave him   kon het niet aanzien 

 behind. Knowing that it was illegal to bring a dog across the  

international border, she hid him among some packages on the  

seat of her car and managed to pass through the border checkpoint   douane 

without incident.  

After arriving home, she gave the dog a bath, brushed his fur,  

then retired for the night with her newfound pet curled up at the  

foot of her bed. When she awoke the next morning, the woman  

noticed that there was an oozing mucus around the dog's eyes    lekkend slijm 

and a slight foaming at the mouth. Afraid that the dog might be  

sick, she rushed him to a nearby veterinarian and returned home   dierenarts 

to await word on her pet's condition. The call soon came. "I have    gezondheid 

just one question," said the vet. "Where did you get this dog?"  

The woman didn't want to get into trouble, so she told the vet that  

she had found the dog running loose in the street near her home  

in La Mesa. But the vet didn't buy it. "You did not find this dog in  

La Mesa. Where did you get the dog?" The woman nervously  

admitted having brought the dog across the border from Tijuana.  

"But tell me, doctor," she said. "What is wrong with my dog?"  

His reply was brief and to the point. "First of all, it's not a dog    beknopt 

-- it's a Mexican sewer rat. And second, it's dying." 

 

 

The following Urban Legends were passed on orally, which means people told them to each 

other. Barbara Mikkelson collects Urban Legends and explains them on www.snopes.com. 

 

2. Letter of Intent 

 

In Berlin, after World War II, money was short, supplies were    bevoorrading 

tight, and it seemed like everyone was hungry. At that time,    schaars 

people were telling the tale of a young woman who saw a blind  

man picking his way through a crowd. The two started to talk.  
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The man asked her for a favour: could she deliver the letter to the  

address on the envelope? Well, it was on her way home, so she  

agreed. She started out to deliver the message, when she turned  

around to see if there was anything else the blind man needed.  

But she spotted him hurrying through the crowd without his  

smoked glasses or white cane. She went to the police, who    zonnebril / blindenstok 

raided the address on the envelope, where they found heaps of    doorzochten / hopen 

human flesh for sale.  

 

And what was in the envelope? "This is the last one I am sending 

you today." 

 

3. Clown Statue 

 

A couple with children were trying out a new babysitter. About  

an hour after they left for a night on the town, they realized they    avondje uit 

had forgotten to give her their cell phone number, so one of them   mobiele telefoon 

called her. After she wrote down the number, the babysitter asked  

if she could watch satellite TV in their bedroom. She had just put    

the children to bed and wanted to watch a particular show. (The  

parents didn't want their children watching too much garbage, so   rotzooi 

the living room TV did not have satellite channels.)  

Well, of course she could watch TV in their room, they replied.    antwoordden 

The babysitter had one other request: could she put a sheet or    verzoek 

blanket over the clown statue that was in the bedroom? It kind of  

made her nervous.  

Take the children and go to the neighbours, said whichever parent  

was talking to her. We'll call the police. We don't have a clown statue. 

 

4. The Travel Bug 

 

A girl from Glasgow went on holiday with friends to the coast  

of North Africa – she had a terrific time. The only problem they    fantastisch 

had during the visit was on the last day when they had an invasion   invasie 

of small insects – particularly spiders. These appeared to have  

been blown out to the coast from the desert and all you could do  

was to keep brushing them away. 
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In spite of this they managed to get a few hours sunbathing in, during   zonnebaden 

which she was bitten on her face by the spiders a couple of times.  

Thinking no more about it, she simply applied an antiseptic cream   ontsmettend 

to the bites and forgot them. 

By the time she had returned to Glasgow the bites were looking  

rather inflamed and beginning to look like boils. In spite of further   ontstoken / steenpuisten 

treatment, they refused to subside so she eventually thought it best  minder worden 

 to arrange to visit the doctor the following day. 

Going to the bathroom the next morning she saw in the mirror that  

the bites looked even worse. She had just begun to carefully wash  

her face when she felt a sharp pricking sensation. Looking in the    gevoel 

mirror again she was horrified and began to scream hysterically.  

The boils had burst and crawling all over her face and in her hair  

were hundreds of tiny baby spiders. 

 

 

5.15 Stepping Stones – Textbook 2 (T) HAVO VWO – Chapter 6, ‘A Matter of Taste’  

 Below, two exercises are proposed to be added to or replace the workbook 

exercises of the sixth chapter of Stepping Stones – Textbook 2 (T) HAVO VWO (Blom-

Poldrugač et al.), which deals with the theme of food. In the first exercise, a chapter from 

Roald Dahl’s novel Charlie and the Chocolate Factory serves as a basis for an exercise 

in which pupils practise various reading skills. The second exercise is a grammar exercise 

on adverbs on the one hand, and a creative, associative exercise on poetry on the other 

hand. 

 Charlie and the Chocolate Factory is a work of young adult literature pupils are 

likely to be familiar with, as it has been made into a film more than once and translated 

into Dutch as well. Because of this and the fact that the language Dahl uses is clear and 

accessible, the first exercise below is based on a whole chapter from the novel, instead of 

a short excerpt. In the first part of the exercise, pupils create a comic strip version of the 
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chapter. To reach this goal, they have to employ a number of reading skills which focus 

on the important skill of structuring a text (Staatsen et al. 47). Activities to help practise 

this skill include schematizing information, summarizing main points, separating main 

points from side issues and reformulating important information (47). In the exercise, 

these activities take shape as follows: first of all, pupils have to summarize the chapter in 

the eight frames of the comic strip, so they have to carefully choose which actions and 

situations to select from the chapter to put in the frames of the comic strip. Then, by 

writing captions for all frames, pupils have to find words to describe the pictures in the 

frames, which means they have to rephrase important information in their own words.  

 Then, in the second part of the exercise, pupils are asked to write an ending to the 

story, which is a task that connects more to elements of literature and literary 

competence. First of all, this exercise might be used to draw attention to different kinds 

of endings, such as the difference between open and closed endings, as well as to the 

literary terms climax and tension. All of these literary terms are advised by Bolscher et al. 

to be introduced in the second year of the Basisvorming (47). Apart from these literary 

elements, this part of the exercise also connects to the reading skill of predicting the 

content of a text. Even though pupils in this exercise do not predict the content of a text 

to later verify their predictions, they do consider the various options of how a story might 

continue which can be useful skill to practise when starting to read longer texts (Staatsen 

et al. 45). All in all, the first exercise proposed below can be used to replace Exercise 17 

(Blom-Poldrugač et al., Stepping Stones – Workbook 2c (T) HAVO VWO 30), in which 

pupils write a comic strip of a text they listen to, as well as  the more extensive reading 

exercises, such as Exercise 1, 2 and 3 at the end of Chapter 6 (39-40). 
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 In the second exercise, which is based on a similar exercise by Mathias, pupils 

write a so-called “adverb poem”, which connects to the grammar on adverbs of this 

Chapter. Since the exercise is creative and involves free writing, it is important to note 

that the exercise can only be added to the more reproductive grammar Exercises 2a and 

2b (Blom-Poldrugač et al., Stepping Stones – Workbook 2c (T) HAVO VWO 35), and not 

replace them, as these exercises practise a more basic knowledge of adverbs which is 

needed to successfully complete the exercise on writing the ‘adverb poem’. In addition to 

practicing grammar, the exercise connects to an important technique to acquire 

vocabulary in a foreign language. As pupils have to fill in two so-called “word spiders” 

with verbs, places and actions they associate with a particular adverb, they schematize 

(new) vocabulary and therefore create a situation that aids longer retention of this 

vocabulary (Staatsen et al. 259). Moreover, pupils work in pairs and brainstorm to 

complete a “listing task”, which means communication in the target language is 

stimulated (Willis 26). 

 In addition to these more language-learning oriented tasks, the associations pupils 

brainstorm about to build their adverb poem on are also helpful in letting pupils 

experience how poems can evoke different associations for different people (Bolscher et 

al. 54). Finally, since each line in their poem starts with the same adverb, the pupils’ 

attention may be drawn to the poetic device of repetition. 
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5.15.1 Charlie and the Chocolate Factory & Creating a Comic Book Poster 

 

In 1964, the novel Charlie and the Chocolate Factory by Roald Dahl was published, which tells 

the story of a young, poor boy, Charlie Bucket, who wins a contest and gets to enter the 

chocolate factory of the eccentric candymaker Willy Wonka. Inside this factory, strange things 

happen, especially to the four other winners of the contest..  

 

Below, you find a chapter from this book in which an entirely new kind of chewing gum appears. 

Read the chapter and do the exercises below. 

 

 

Chapter 21 - Good-bye Violet 

 

‘This gum,’ Mr Wonka went on, ‘is my latest, my greatest, my most fascinating invention! It’s a 

chewing-gum meal! It’s… it’s… it’s… That tiny little strip of gum lying there is a whole three-

course dinner all by itself!’ 

 ‘What sort of nonsense is this?’ said one of the fathers. 

‘My dear sir!’ cried Mr Wonka, ‘when I start selling this gum in the shops it will change everything! 

It will be the end of all kitchens and all cooking! There will be no more shopping to do! No more 

buying of meat and groceries! No plates! No washing up! No rubbish! No mess! Just a little strip 

of Wonka’s magic chewing-gum – and that’s all you’ll ever need at breakfast, lunch, and supper! 

This piece of gum I’ve just made happens to be tomato soup, roast beef, and blueberry pie, but 

you can have almost anything you want!’ 

 ‘What do you mean, it’s tomato soup, roast beef, and blueberry pie?’ said Violet 

Beauregarde. 

 ‘If you were to start chewing it,’ said Mr Wonka, ‘then that is exactly what you would get 

on the menu. It’s absolutely amazing! You can actually feel the food going down your throat and 

into your tummy! And you can taste it perfectly! And it fills you up! It satisfies you! It’s terrific!’ 

 ‘It’s utterly impossible,’ said Veruca Salt. 

 ‘Just so long as it’s gum,’ shouted Violet Beauregarde, ‘just so long as it’s a piece of gum 

and I can chew it, then that’s for me!’ And quickly she took her own world-record piece of chewing 

gum out of her mouth and stuck it behind her left ear. ‘Come on, Mr Wonka,’ she said, ‘hand over 

this magic gum of yours and we’ll see if the thing works.’ 

 ‘Now, Violet,’ said Mrs Beauregarde, her mother, ‘don’t let’s do anything silly, Violet.’ 

 ‘I want the gum!’ Violet said obstinately. ‘What’s so silly?’ 

 ‘I would rather you didn’t take it,’ Mr Wonka told her gently. ‘You see, I haven’t got it quite 

right yet. There are still one or two things..’ 
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 ‘Oh, to blazes with that!’ said Violet, and suddenly, before Mr Wonka could stop her, she 

shot out a fat hand and grabbed the stick of gum out of the little drawer and popped it into her 

mouth. At once, her huge, well-trained jaws started chewing away on it like a pair of tongs.  

 ‘Don’t!’ said Mr Wonka. 

 ‘Fabulous!’ shouted Violet. ‘It’s tomato soup! It’s hot and creamy and delicious! I can feel 

it running down my throat!’ 

 ‘Stop!’ said Mr Wonka. ‘The gum isn’t ready yet! It’s not right!’ 

 ‘Of course it’s right!’ said Violet. ‘It’s working beautifully! Oh my, what lovely soup this is!’ 

 ‘Spit it out!’ said Mr Wonka. 

 ‘It’s changing!’ shouted Violet, chewing and grinning both at the same time. ‘The second 

course is coming up! It’s roast beef! It’s tender and juicy! Oh boy, what a flavour! The baked 

potato is marvellous too! It’s got a crispy skin and it’s all filled with butter inside!’ 

 ‘But how in-teresting, Violet’ said Mrs Beauregarde. ‘You are a clever girl.’ 

 ‘Keep chewing, baby!’ said Mr Beauregarde. ‘Keep right on chewing! This is a great day 

for the Beauregardes! Our little girl is the first person in the world to have a chewing-gum meal!’ 

 Everybody was watching Violet Beauregarde as she stood there chewing this 

extraordinary gum. Little Charlie Bucket was staring at her absolutely spellbound, watching her 

huge rubbery lips as they pressed and unpressed with the chewing, and Grandpa Joe stood 

beside him, gaping at the girl. Mr Wonka was wringing his hands and saying, ‘No, no, no, no, no! 

It isn’t ready for eating! It isn’t right! You mustn’t do it!’ 

 ‘Blueberry pie and cream!’ shouted Violet. ‘Here it comes! Oh my, it’s perfect! It’s 

beautiful! It’s… it’s exactly as though I’m swallowing it! It’s as though I’m chewing and swallowing 

great big spoonfuls of the most marvellous blueberry pie in the world!’ 

 ‘Good heavens, girl!’ shrieked Mrs Beauregarde suddenly, staring at Violet, ‘what’s 

happening to your nose!’ 

 ‘Oh, be quiet, mother, and let me finish!’ said Violet. 

 ‘It’s turning blue!’ screamed Mrs Beauregarde. ‘Your nose is turning blue as a blueberry!’ 

 ‘Your mother is right!’ shouted Mr Beauregarde. ‘Your whole nose has gone purple!’ 

 ‘What do you mean?’ said Violet, still chewing away.  

 ‘Your cheeks!’ screamed Mrs Beauregarde. ‘They’re turning blue as well! So is your chin! 

Your whole face is turning blue!’ 

 ‘Spit that gum out at once!’ ordered Mr Beauregarde. 

 ‘Mercy! Save us!’ yelled Mrs Beauregarde. ‘The girl’s going blue and purple all over! Even 

her hair is changing colour! Violet, you’re turning violet, Violet! What is happening to you?’ 

 ‘I told you I hadn’t got it quite right,’ sighed Mr Wonka, shaking his head sadly. 

 ‘I’ll say you haven’t!’ cried Mrs Beauregarde. ‘Just look at the girl now!’ 
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Everybody was staring at Violet. And what a terrible, peculiar sight she was! Her face and hands 

and legs, in fact the skin all over her body, as well as her great big mop of curly hair, had turned a 

brilliant, purplish-blue, the colour of blueberry juice! 

 ‘It always goes wrong when we come to the dessert,’ sighed Mr Wonka. ‘It’s the blueberry 

pie that does it. But I’ll get it right one day, you wait and see.’ 

 ‘Violet,’ screamed Mrs Beauregarde, ‘you’re swelling up!’ 

 ‘I feel sick,’ Violet said. 

 ‘You’re swelling up!’ screamed Mrs Beauregarde again. 

 ‘I feel most peculiar!’ gasped Violet. 

 ‘I’m not surprised!’ said Mr Beauregarde. 

 ‘Great heavens, girl!’ screeched Mrs Beauregarde. ‘You’re blowing up like a balloon!’ 

 ‘Like a blueberry,’ said Mr Wonka. 

 ‘Call a doctor!’ shouted Mr Beauregarde. 

 ‘Prick her with a pin!’ said one of the other fathers.  

 ‘Save her!’ cried Mrs Beauregarde, wringing her hands.  

But there was no saving her now. Here body was swelling up and changing shape at such a rate 

that within a minute it had turned into nothing less than an enormous round blue ball – a gigantic 

blueberry, in fact – and all that remained of Violet Beauregarde herself was a tiny pair of legs and 

a tiny pair of arms sticking out of the great round fruit and little head on top.  

 ‘It always happens like that,’ sighed Mr Wonka. ‘I’ve tried it twenty times in the Testing 

Room on twenty Oompa-Loompas, and every one of them finished up as a blueberry. It’s most 

annoying. I just can’t understand it.’ 

 ‘But I don’t want a blueberry for a daughter!’ yelled Mrs Beauregarde. ‘Put her back to 

what she was this instant!’ 

 Mr Wonka clicked his fingers, and then Oompa-Loompas appeared immediately at his 

side. ‘Roll Miss Beauregarde into the boat,’ he said to them, ‘and take her along to the Juicing 

Room at once.’ 

 ‘The Juicing Room?’ cried Mrs Beauregarde. ‘What are they going to do to her there?’ 

 ‘Squeeze her,’ said Mr Wonka. ‘We’ve got to squeeze the juice out of her immediately. 

After that, we’ll just have to see how she comes out. But don’t worry, my dear Mrs Beauregarde. 

We’ll get her repaired if it’s the last thing we do. I am sorry about it all, I really am … ‘ 

 

Words to help 

three-course dinner driegangendiner 

satisfies  verzadigt 

pair of tongs  nijptang 

tender   mals 
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baked potato  gepofte aardappel 

spellbound  gefascineerd 

spoonfuls  lepels vol 

violet   paarsachtig blauw 

peculiar   eigenaardig 

mop of hair  ragebol, grote bos verward haar 

annoying  vervelend 

this instant  onmiddelijk 

 

 

A. Make a comic book poster 

 

You are now going to retell the chapter you have just read in the form of a comic book. Work in 

pairs as you do the following exercises. 

 

1 Pick up one coloured A3-size piece of paper from your teacher. This will serve as 

 the background for your comic strip. Take four A4-size pieces of plain paper as well. 

 

2 Work together to make a first draft of the comic book page. Divide two A4-size sheets into 

eight rectangles each and use these to roughly draw a first draft of the final comic strip 

frames.  

 

 Tip: Write down for each frame which part of the story you want to be in it. Do this in key 

words. Do not start drawing until you agree on which frame should hold which situation or 

action from the chapter of Charlie and the Chocolate Factory.  

 

3 Write a caption (bijschrift) for each frame of your comic strip. It should be at least two 

sentences long and tell what is happening in the picture in the frame. 

 

4 Fold two new A4-size sheets of paper into eight rectangles and cut the paper on the 

folding lines. Draw the final versions of your comic strip frames and put them in the 

correct order on the large A3-size piece of paper, in this lay-out: 
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5 Write down the text from step three underneath the frames. 

 

B. Write an Ending 

 

It is up to you to think of an ending to this (part of the) novel.  

 

6 Take one new piece of paper and together, think of how you want this story to end. Draw 

 it, think of some text to add to it, and also stick it to your poster underneath the eight 

 other frames of the comic strip. 

 

C. Present the poster 

 

7 Now, present your poster to the class. Tell your fellow students what happens in each 

picture on your poster, and explain the ending you have chosen for the story.  
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5.15.2 Writing an Adverb Poem  

 

In this exercise, you will practise how and when to use adverbs, by writing an “adverb poem”.  

Before you do this exercise, read Grammar 2 on page 82 of your textbook, and make sure you 

have done Exercise 2A on page 35 of your workbook.  

 

Work in pairs. Read the following example of an adverb poem and do the exercises below: 

 

  Slowly the tide creeps up the sand, 

  Slowly the shadows cross the land. 

  Slowly the cart-horse pulls his mile, 

  Slowly the old man mounts his stile. 

 

  Slowly the hands move round the clock, 

  Slowly the dew dries on the dock.  

  Slow is the snail – but slowest of all 

  The green moss spreads on the old brick wall. 

 

   By James Reeves 

 

1 With what kind of word do the first six lines of the poem start? 

 

2 Choose one adverb from the following list. This adverb will be the main adverb in  your 

 adverb poem. You may also use an adverb that is not in this list, but make sure to check 

 with your teacher if it is really an adverb. 

 

 

 

  

 

 

 

 

 

 

 

accidentally  
angrily  
badly  
blindly  
boldly  
bravely  
briefly  
brightly  
busily  
calmly  
carefully  
cheerfully  
clearly  
correctly  
courageously  
crossly  
cruelly  
daily  
doubtfully  
easily  
elegantly  

enormously  
enthusiastically  
equally  
faithfully  
foolishly  
gently  
gladly  
gracefully  
greedily  
happily  
hastily  
honestly  
hourly  
hungrily  
innocently  
kindly  
lazily  
loudly  
madly  
merrily  
monthly  
 

mortally  
mysteriously  
nervously  
noisily  
painfully  
perfectly  
politely  
powerfully  
punctually  
quickly  
quietly  
rapidly  
rarely  
reluctantly  
repeatedly  
roughly  
sadly  
safely  
selfishly  
seriously  
sharply  
 

seriously  
sharply  
silently  
sleepily  
slowly  
smoothly  
softly  
speedily  
successfully  
suddenly  
tenderly  
thoughtfully  
tightly  
truthfully  
unexpectedly  
victoriously  
violently  
warmly  
weakly  
wearily  
wildly  
 

warmly  
weakly  
wearily  
wildly  
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3 Think of six verbs your adverb could describe.  

  

 For example:  

 To sing cheerfully / To dance cheerfully / To play cheerfully / To run cheerfully / To 

 party cheerfully / To swim cheerfully. 

 

 Fill in your adverb in the body of the following “word spider”, and words that come up in 

 your mind at the ends of its web: 

 

 

 

 

 

 

 

 

 

 

 

 

4 Write down who or what is performing these actions. Write down where or when  the 

 actions are performed as well. 

 

 For example:  Who?   Where/When? 

 

 To sing cheerfully –  I sing cheerfully on my birthday. 

 To dance cheerfully –  A girl dances cheerfully in the sun. 

 To play cheerfully –  My brother plays cheerfully in the sandbox. 

 To run cheerfully –  A toddler runs cheerfully when he sees his mother. 

 To party cheerfully –  We party cheerfully on New Year’s Eve. 

 To swim cheerfully –  People on holiday swim cheerfully in the sea. 

 

 Fill in your adverb in the body of the “word spider” and brainstorm for people, things, 

 places and locations to combine with your adverb.  
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4 Change the order of the words in your sentences to make it into a real adverb poem. 

 Make sure each sentence starts with the adverb. 

 

 For example:  

 

 Cheerfully I sing on my birthday.  

 Cheerfully a girl dances in the sun. 

 Cheerfully my brother plays in the sandbox. 

 Cheerfully a toddler runs when he sees his mother. 

 Cheerfully we party on New Year’s Eve. 

 Cheerfully people on holiday swim in the sea. 

 

5  Your poem needs a last line. Think of one more line that has the same structure as 

 the previous ones, but which makes the poem rhyme at the end. 

 

 For example:  

 

 Cheerfully I sing on my birthday.  

 Cheerfully a girl dances in the sun. 

 Cheerfully my brother plays in the sandbox. 

 Cheerfully a toddler runs when he sees his mother. 

 Cheerfully we party on New Year’s Eve. 
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 Cheerfully people on holiday swim in the sea. 

 Cheerfully my brother shares a joke with me. 

 

6 Now that your adverb poem is finished, collect pictures and photographs that you 

 can use to illustrate your adverb poem. 

 

 

  

5.16 Stepping Stones – Textbook 2 (T) HAVO VWO, Chapter 7: ‘Fame and Fortune’    

 In different ways, the two exercises below touch upon the theme this chapter of 

Stepping Stones, namely celebrities, media and fame, which is a theme most pupils are 

likely to easily relate to. The first exercise is based on excerpts from three different 

novels, namely Rob Grant’s Fat, Helen Fielding’s Bridget Jones’s Diary and Brian 

Francis’s Fruit. All these novels feature main characters that are insecure about their 

bodies, and in the exercise pupils consider the role of celebrities and the media in these 

kind of insecurities. In contrast, the second exercise deals with “tall tales”, highly 

exaggerated stories on the accomplishments of heroes larger than life. 

 As an introduction to the first exercise, pupils first of all engage in a “think-pair-

share”-exercise, in which they have to agree or disagree with specific statements. These 

statements serve as a set of pre-questions to activate prior knowledge (Staatsen et al. 45) 

and help pupils to prepare for a debate in which they have to formulate their opinion. 

Moreover, the statements introduce the topic of the media influencing people’s self-

esteem, which is the basis for the second part of the exercise.  

 Then, in the first exercise, pupils learn about Internet forums, which have recently 

become very popular as a form of online communication. Familiarizing pupils with such 

online sources of information is an important goal of education in the Basisvorming 
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(Staatsen et al. 169) and the class debate pupils engage in next is based on the way 

debates take place on such forums. To start this ‘on-line’ debate, pupils write down a first 

statement. This statement is described through the eyes of one of the main characters 

from the three novels mentioned above, which means that pupils have to read carefully to 

select information from the excerpts to put in their statement. The statement is then put in 

a bag, mixed up with statements written by other pupils, and handed out again, after 

which the pupils write a reaction on the statement they receive. An important 

Basisvorming attainment target that is practised in this exercise is engaging in a form of 

informal (on-line) communication (SLO, Kerndoelen Onderbouw VO 2006 4), as pupils 

write short reactions such as those that appear on discussion forums. Moreover, in these 

reactions, pupils employ chunks from Stones 32 and 33 of this Chapter, which makes the 

exercise suitable to replace the workbook exercises connected to these Stones, namely 

Exercise 21, 22 and 23 (Blom-Poldrugač et al., Stepping Stones – Workbook 2d (T) 

HAVO VWO 11-12).  

 A more literary aspect of this exercise may be found in the fact that it is based on 

three excerpts from different novels which share a major theme, which creates a situation 

in which the literary concept of theme could be introduced and discussed. Moreover, the 

role of perspective is emphasized as pupils place themselves in the situation of a main 

character. 

 In the second exercise, pupils read an excerpt from a ‘tall tale’, in which the 

qualities and accomplishments of the main character are exaggerated extremely and 

which therefore includes many superlatives. As the grammar of this chapter from 

Stepping Stones – Textbook 2 (T) HAVO VWO (Blom-Poldrugač et al.) deals with 
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superlatives, this exercise, in which pupils have to underline superlative forms can be 

added to the exercises that discuss degrees of comparison, such as Exercise 2 (Blom-

Poldrugač et al., Stepping Stones – Workbook 2d (T) HAVO VWO 14). In addition to this 

simple task of recognizing a grammatical structure, pupils are guided through writing 

their own tall tale. To do this, they have to create a character and think of superlative 

forms to describe the qualities of this character, which connects the exercise to practising 

writing skills as well as practising the grammar of superlatives in a more productive way.  

 Besides practising grammar and writing skills, the exercise explores aspects of 

plot, as pupils have to write a story with a beginning, middle and an end. Moreover, 

because pupils devise their own hero for a tall tale, literary elements of character and 

setting can also be connected to this exercise.  

  

5.16.1 Celebrity Role Models & Reassuring and Complimenting 

 

Magazines about celebrities are very popular amongst teenagers. However, some people say 

that pictures of beautiful famous people have a bad influence on people with a low self-esteem. 

What do you think about this? Do you agree that the way these famous people look has a bad 

influence on young people like yourself?  

 

In the exercises below, you will be reading about three persons who have trouble with their 

weight and size. After that, you will give your opinion and some advice to them.   

 

First of all, give your opinion on the following statements: 

 

        Agree  Disagree 

 

1 Celebrities are role models for other people.  �  � 

2 It is OK that pictures in magazines are changed  �  � 

 to make the celebrities look better. 
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3 Top models that are too skinny should not   �  � 

 be allowed to work as models. 

4 People’s self-esteem can be influenced   �  � 

 by how celebrities look.  

 

Pair up with a classmate and compare your answers. Do you agree on these statements? 

 

Read the following excerpts and finish the exercises below. 

 

1. From Fat, by Rob Grant 

  

To her absolute horror, her towel had slipped from her bathroom mirror and she was face to face 

with her own reflection. She stood there, frozen in shock and disgust, before she managed to 

gather her wits, grab up the towel and tuck it back in place. My God. What a pig she was. 

Hideous, hideous, hideous.  

 

[…] 

 

Her mouth tasted bad, really bad, as if bugs had been queuing up all night to poo in it. She would 

have liked to use toothpaste, but she did not dare. How many calories were in toothpaste? A 

hundred? A million? Who knows? They didn’t put it on the packet, which Hayleigh thought was 

probably illegal. Millions of people all over the world brushing their teeth every day, in complete 

ignorance of the calorific values they were inadvertently ingesting. 

 

[…] 

 

She dressed as quickly as she could, back in the dark of her bedroom. Her clothes were all laid 

out in distinct, discrete piles so she could find them easily without having to turn the light on, and 

there was less chance of catching a glimpse of the rolls of fat that wobbled around her hips and 

belly.  

 

Words to help 

horror   afschuw 

gather your wits  kalmeren 

hideous   afgrijselijk 

queuing up  in de rij staan voor iets 

calorific values  calorische waarden, oftewel de hoeveelheid energie die iets bevat 



 179

inadvertently   onwillekeurig 

ingesting   innemen 

wobbled  deinen 

 

 

 

2. From Bridget Jones’ Diary, by Helen Fielding 

 

Tuesday 3 January 

9st 4 (terrifying slide into obesity – why? why?), alcohol units 6 (excellent), cigarettes 23 (v.g.), 

calories 2472 

 

[…] 

On way home in end-of-Christmas denial I bought a packet of cut-price chocolate tree 

decorations and a ₤3,69 bottle of sparkling wine from Norway, Pakistan or similar. I guzzled them 

up by the light of the Christmas tree, together with a couple of mince pies, the last of the 

Christmas cake and some Stilton, while watching EastEnders, imaging it was a Christmas 

special.  

 Now, though, I feel ashamed and repulsive. I can actually feel the fat splurging out from 

my body. Never mind. Sometimes you have to sink to a nadir of toxic fat envelopment in order to 

emerge, phoenix-like, from the chemical wasteland as a purged and beautiful Michelle Pfeiffer 

figure. Tomorrow new Spartan health and beauty regime will begin.  

 

[…] 

 

Sunday 8 January 

9st 2 (v. bloody g. but what is point?), alcohol units 2 (excellent), cigarettes 7, calories 3100 

(poor) 

 

2 p.m. Oh God, why am I so unattractive? Cannot believe I convinced myself I was keeping the 

entire weekend free to work when in fact I was on permanent date-with-Daniel standby. Hideous, 

wasted two days glaring psychopathically at the phone, and eating things.  

 

[…] 
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Sunday 15 January 

9st (excellent), alcohol units 0, cigarettes 29 (v.v. bad, esp. in 2 hours), calories 3879 (repulsive), 

negative thoughts 942 (approx. based on av. per minute), minutes spent counting negative 

thoughts 127 (approx.) 

 

6 p.m. Completely exhausted by entire day of date-preparation. Being a woman is worse than 

being a farmer – there is so much harvesting and crop spraying to be done: legs to be waxed, 

underarms shaved, eyebrows plucked, feet pumiced, skin exfoliated and moisturized, spots 

cleansed, roots dyed, eyelashes tinted, nails filed, cellulite massaged, stomach muscles 

exercised.  

 

[…] 

 

Sometimes I wonder what I would be like if left to revert to nature – with a full beard and 

handlebar moustache on each shin, Dennis Healey eyebrows, face a graveyard of dead skin 

cells, spots erupting, long curly fingernails like Struwelpeter, blind as a bat and stupid runt of 

species as no contact lenses, flabby body flobbering around. Ugh, ugh. Is it any wonder girls 

have no confidence? 

 

Words to help 

obesity  vetzucht 

guzzle up opsmikkelen 

mince pies Brits zoet pasteitje 

stilton  Britse kaas 

splurging out uitspatten 

nadir  dieptepunt 

purge  reinigen 

Spartan  Spartaans: heel streng 

glare  staren 

exhausted uitgeput 

harvest  oogsten 

pluck  epileren 

pumice  eelt verwijderen met puimsteen  

exfoliated scrubben, dode huid verwijderen 

revert to overlaten aan 

erupt  uitbarsten 

Struwelpeter jongen uit een verhaal die zijn nagels nooit knipte 
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3. From Fruit, by Brian Francis 

 

I’m not the fattest person in my family. Uncle Ed is. I don’t know how much he weighs, but 

Christine thinks he must be around 300 pounds. He slicks back his hair with Grecian Formula and 

wears Hawaiian shirts, even in the winter. Uncle Ed smells kind of funny some days, too.  

 

[…] 

 

My mom says that Uncle Ed should go on a diet, but whenever Nancy goes on a diet, my mom 

tells her it’s bad for her.  

 “Your system goes into shock, Nancy. It’s a medical fact.” 

Nancy is never on a diet for very long, though. The last one she was on was the Wiener, Potatoe, 

and Egg Diet. On Day One, she only ate six wieners. On Day Two, she ate six boiled potatoes. 

By the time Day Three rolled around, Nancy was the crabbiest person in Sarnia. I think she only 

managed to get two eggs into her before she caved and tore open a box of Wagon Wheels.  

 I think Nancy gets upset because she can’t shop at Suzy Shier, like every other girl in 

Sarnia. Instead, she has to buy her clothes at Suzanne’s, the fat women’s clothing store in 

Sarnia.  

 

[…] 

 

[Further in the novel, where the family is out for dinner] 

 

Halfway through dinner, I looked up and saw a woman at another table staring at us. Then she 

leaned over to her husband to say something and the two of them laughed. I couldn’t figure out 

what was so funny until I looked around the table and saw what she saw. Except for Christine and 

my dad, we were a table of fat people. I took a sip of the vanilla shake I’d ordered with my fish 

and chips. My face felt hot and I just wanted to go.  

 “Mom made us all fat, Peter.” That’s what Christine told me once after she’d lost all her 

weight. “Think about it. How many moms do you know start their children’s day off with Tang and 

Cocoa Puffs? How sick is that?”  

 I thought Christine was wrong. My mom always buys us chips and makes cookies and 

there’s always dessert after supper. But she doesn’t force us to eat anything. I mean, I could 

always ask for a grapefruit for breakfast.  

 But I wondered if Christine was right. It’s an awful thing to say, because I don’t think my 

mom wants us to be fat. But she never told us to stop eating, either. 
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Word List 

slick back achterover kammen 

wiener  worst 

cave  instorten 

lean over voorover buigen 

 

 

Exercises 

 

On the Internet, you can find various so-called “discussion forums”. On these forums, people 

debate statements on all kind of subjects, which means they say if they agree with a statement or 

not, and why, just as you did in the previous exercise. They do this by writing “posts” (short 

pieces of text) in a “topic”, which is a place where people debate about a particular subject. For 

example, this is part of a forum with a list of topics in which people discuss celebrities: 

 

 

 

 

 

 

 

And this is an example of two posts from a topic on the actor Harrison Ford: 
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In this exercise, you will have a silent class debate which is organized like a forum. The topics will 

be about the main characters from the excerpts, who submit a “first post” on their problems and 

worries. 

 

First of all, everyone writes a first post for a topic. This post will be written about one of the 

characters from the excerpts you have just read. 

 

 

 

1 Decide through the eyes of which character you want to write the first post of the  topic: 

 

 A Hayleigh from the first excerpt, who thinks she is extremely fat and is on   

  a strict diet. In fact, if you read the whole novel you will find out she is   

  very skinny and has a disease called anorexia. 

 

 B Bridget Jones from the second excerpt, who is always thinking about   

  food, losing weight and looking good. She is actually a bit chubby, but not  

  really fat, although she does find her size a problem. 

 

 C Peter Paddington, from the third excerpt. He is a boy who has recently   

  discovered that not all people are as fat as he and his family, and his   

  mother is to blame for making them fat. His sister is always on a diet   

  which she can’t keep up. 

 

2 Take a sheet of paper and write a short first post at the top of the page of about five 

 sentences to start a debate topic. In this post, you look through the eyes of the main 

 character from the book and tell about his or her problems.   

 

 Put the name of the character underneath your post and draw a line underneath it 

 as well.  

  

 For example: 
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Hi, my name is Peter Paddington. Last week, I went out with my family to have dinner in a 

restaurant. I noticed then how fat my family is. My sister says that my mother has made 

our whole family too fat. But what is wrong with fat people? It is better than being too 

skinny! What do you think about this? 

 

Peter 

 

3 Fold your paper twice and hand it to your teacher.  

 

4 After the teacher has collected all first posts into a bag and has shaken the bag to mix 

 up everything, take a first post from the bag and write a reaction to it. 

 

5 In your reaction, reassure the writer of the first post, try to compliment him or her, and 

 give your opinion on the problems he or she writes about.  

 

6 Fold your paper twice and hand it to your teacher. After the teacher has collected all 

 topics into a bag and has shaken the bag to mix up everything, take a topic from the 

 bag and write a reaction to it. 

 

7 React to the second post in the topic, explain whether or not you agree with it and 

 tell to what extent you think the media are a source of the main character’s 

 problems. 

 

Repeat the procedure of folding your paper, putting it in a bag, shaking the bag, picking a new 

piece of paper and reacting to the previous post as many times as you like, until the discussion 

has finished or time has run out.  

 

 

5.16.2 Tall Tales & Writing with Superlatives 

 

Tall tales (sterke verhalen) are stories in which things, achievements or character traits are 

greatly exaggerated. Main characters from these tall tales are often famous and legendary for 

their heroic qualities.  

 

An example is this part from the tale about the Texan cowboy Pecos Bill. Read the fragment and 

finish the exercises below. 
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Pecos Bill 

 

Now, everyone knows Pecos Bill was the best, 

The neatest cowboy in all the West. 

 

But Bill was also the tidiest, cleanest, 

The plain best dressed 

Hombre to wear a well-pressed vest 

Of buckskin on his manly chest. 

 

Pecos Bill was the best, 

The best in the West. 

 

Words to help 

neatest  fatsoenlijkste 

tidiest  meest opgeruimde 

hombre  man (Spaans) 

buckskin hertenleer 

 

 

Exercises  

 

1 Underline all the superlatives (superlatieven, vormen van de overtreffende trap) that 

occur in this short story.  

 

 Now, take these steps and write your own tall tale.  

 

2 First of all, a story has a main character. Complete the following table to create your main 

character: 

 

 

  

 

 

 

 

 

Name  

Male or female?  

Lives in this country:  

Talent (what is this character 

good at?) 
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3 Write down five adjectives (bijvoeglijk naamwoorden) you think connect to your main 

 character. For example, your character may be very intelligent, or strong, or 

 extremely tall. Then, write down the superlative forms of these adjectives. 

 

    Adjective  Superlative 

  1    strong   strongest 

  2  ____________  ____________ 

  3  ____________  ____________ 

  4  ____________  ____________ 

  5  ____________  ____________ 

 

4 Write your own tall tale. Use the character you created in step 2 and the superlatives you 

wrote down in step 3. The tale can be about anything you like.  

 

 Remember, though, that a story always has a beginning, middle and end.  

 Make sure your story is about 100 words long.  

 

 If you need examples of tall tales, visit http://www.americanfolklore.net/tt.html#Tall to read 

more of them. 

 

 

5.17 Stepping Stones – Textbook 2 (T) HAVO VWO, Chapter 8:‘Scrapbook GB’   

 The final chapter of this volume of Stepping Stones is based on of the theme 

‘Great Britain’, and summarizes all grammatical items and all Stones treated in the 

chapters before. In the exercise proposed below, pupils work together on writing their 

own short radio play and finish the exercise by recording this radio play and playing it to 

their classmates. The examples on which they base their radio plays are two excerpts 

from the famous series of radio plays The New Adventures of Sherlock Holmes (Meeland) 

which was broadcast in the 1940s. Since this chapter includes a text on the Sherlock 

Holmes Museum in London, the exercise proposed below could be used to replace or to 
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add to the exercises with this text, namely Exercises 13, 14, 15, 16 and 17 (Blom-

Poldrugač et al., Stepping Stones – Workbook 2d (T) HAVO VWO 49-50).  

 After reading and listening to examples of radio plays, pupils follow instructions 

to write their own radio play. Since they have to write it in the form of a script, it is a 

writing exercise that first of all focuses on ordinary, informal language, which connects 

to the attainment targets for English in the Basisvorming. Moreover, this writing exercise 

prepares the pupils for a very structured reproductive speaking exercise, as they 

eventually record their writings to create a real radio play, in which earlier written work 

is reproduced exactly. This means that much attention can be paid to details such as 

pronunciation, stress and intonation (Staatsen et al. 122).  

 Writing a radio play, besides practising writing and speaking skills, touches upon 

literary elements that are typically connected to the genre of detective novels. When 

pupils work on this exercise, paying attention to this genre can therefore be combined 

with looking at stereotypes like the character of a clever detective as well as elements of 

plot, like clues, tension and denouement.   

 Finally, the radio plays pupils record are the final outcomes of their group effort. 

Tasks with outcomes not only make the task “goal-oriented” (Willis 24) and therefore 

motivating, but the outcomes can also be used as sources of input for further exercises. 

For example, a class could listen to a radio play by a group of pupils every other lesson 

and give their opinion, or the radio plays can be used to organize a project around 

mysteries or detectives. 
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5.17.1 Sherlock Holmes, Radio Mysteries & Writing 

 

When television had not been invented yet, people listened to the radio for exciting entertainment. 

British radio stations in the 1930s and 1940s broadcasted so-called ‘radio plays’ (hoorspelen), 

with scary sound effects and actors using only their voices to act. 

 

One particularly famous series of radio plays was The New Adventures of Sherlock Holmes. 

Sherlock Holmes is a character created by the writer Sir Arthur Conan Doyle. In the Sherlock 

Holmes stories, which were written from 1887 to 1927, Sherlock Holmes is a detective from 

London who solves crimes and mysteries, which are then discussed in the books by his friend 

Watson.  

 

In the following exercises you will listen to a radio play, read the script of a radio play, and then 

create one yourself. 

 

Various examples of radio plays can be found on the website YouTube.com. 

Listen to the radio play Sherlock Holmes and the Canary Trainer (http://youtube.com/watch?v=Z-

CsTQ85HrI) and answer the following questions: 

 

1 Listen from  00:09 to 1:40 minutes in the play. The radio play doesn’t start  

 immediately. How does it start?  

 

 Fill in the words in the following sentences, choose from the following   

 words: 

 

 host – sponsor – names – advertising – music – transmitted –    

 announcement - roles 

 

 There is a short __________ on how the radio play will be ___________,   

 The _________ of the play is mentioned, namely Petry Wines. 

 The __________ of the actors in the play and their roles are announced.  

 ________ is played. 

 There is much ___________ for the sponsor.  

 The _____ of the radio play talks to one of the actors who is “in character”  

 already. 
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Now you know what kind of atmosphere these plays have, read the following example and 

answer the questions.  

 

The example is an excerpt from the radio play Sherlock Holmes and the Musgrave Ritual. In this 

fragment, Sherlock Holmes shows Watson some relics from his older cases and mysteries.  

 

From Sherlock Holmes and the Musgrave Ritual (Meland, 1939) 

 

SOUND FX
1
: 

DOOR OPENS 

 

SOUND FX: 

TRUNK PULLED ACROSS THE FLOOR AND SET DOWN WITH A THUD 

 

WATSON: 

What are you doing Holmes - pulling that large tin box in here? 

 

HOLMES: 

House cleaning -- the key? Oh yes... 

 

SOUND FX: 

BOX UNLOCKED 

 

WATSON: 

What have you got in there? 

 

HOLMES: 

Cases - records of some of my earlier cases -- done -- ah -- prematurely. (Laughs) -- before I had 

such a competent biographer. I think if you knew what I had in this box, you'd ask me to pull 

some out, instead of putting others in. 

 

WATSON: 

It's no use, Holmes - you can't get 'round me like that. You might just as well begin putting your 

stuff away. 

 

HOLMES: 

                                                 
1
 FX: Short for “effects”, in this case sound effects you hear on the radio. 
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Hmm – here’s the record of the Tarleton murders...the case of Varnberry -- 

 

WATSON: 

Hmph -- 

 

HOLMES: 

The adventure of the Russian woman - and the singular affair of the aluminum crutch. 

 

WATSON: 

Aluminum crutch? 

 

HOLMES: 

Yes -- a most amazing story -- it was one April day -- the rain was coming down in torrents... 

 

WATSON: 

I'm not interested. 

 

HOLMES: 

Heigh ho -- well, I suppose I'd best get to work. Ah -- here -- now here really is something a little 

recherche. 

 

WATSON: 

Bah – it’s nothing but a wooden box with a sliding lid. 

 

HOLMES: 

But look inside - look inside. 

 

SOUND FX: 

LID SLIDES OPEN 

 

WATSON: 

Hmmm - a crumpled piece of paper - with some doggerel written on it - an old fashioned brass 

key - a peg of wood with a ball of string attached, and three rusty old discs of metal -- not very 

impressive. 

 

HOLMES: 

Well -- what do you make of it? 
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WATSON: 

It's a strange collection. 

 

HOLMES: 

And there is a stranger story connected with it. 

 

WATSON: 

Hmph -- I suspected these relics had a history. 

 

HOLMES: 

They are history, my dear Watson - they are history. 

 

WATSON: 

What was it about? 

 

HOLMES: 

These are all I have left to remind me of the Musgrave Ritual - fascinating 

case -- fascinating. Heigh ho -- well, I guess I'd better be getting on with my work. 

 

WATSON: 

Er- - what was the Musgrave Ritual? 

 

HOLMES: 

You want to interrupt my labors with a silly story -- dear, dear -- and leave all this litter as it is 

reprehensible, my dear Watson - thoroughly reprehensible. 

 

WATSON: 

Oh -- get on with the story. 

 

HOLMES: 

Very well -- it was one of my first cases -- when I was making a most precarious living out of my 

sleuthing. […] 

 

Words to help 

trunk  hutkoffer 

thud  doffe klap 
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aluminum Amerikaanse woord voor aluminium 

torrents stromende regen 

doggerel rijmelarij 

relics  relikwieën 

interrupt onderbreken 

reprehensible verwerpelijk 

precarious delicaat 

sleuthing speurwerk 

 

 

Exercises 

 

1 To make the actors sound more realistic, various “interjections” (kreten) have been 

 inserted into their lines, like “hmm” and “ah”. Name five of these  interjections from the 

 excerpt: 

 

  1 …………………. 

  2 …………………. 

  3 …………………. 

  4 …………………. 

  5 …………………. 

 

2  Because the audience of a radio play cannot see what is going on, the radio play  relies 

 completely on sound. What kind of effects help the audience to understand what is 

 going on? 

 

 Name three of these that occur in the excerpt: 

  1 …………………. 

  2 …………………. 

  3 …………………. 

   

Work in groups of four and follow these steps to create your own radio play: a mystery in London 

which your main character will solve. 
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A. The Details: Who, What, Where, When, Why, How 

 

Before you start to write and record, you need some details to base your story on. Fill them in in 

the table below. 

 

Step 1  First of all, think of a crime, for example a murder or theft.  

 

Step 2  A crime needs a criminal. Who has done it? Who is guilty? 

 

Step 3 The Why question: Why has this criminal committed the crime? What is his or her 

‘motive’? 

 

Step 4 Now, write down a location in London. Where did it happen? Where was the 

body found? Or where was the object stolen from? Maybe in a church? Or from a 

museum? 

 

Step 5  Think of a main character, a person who is going to solve this crime: the 

detective of this play! Give him or her a name.  

 

Step 6  Even Sherlock Holmes can’t solve a crime without a clue. Think of two clues that 

lead your detective to the solution. Examples may be a witness who saw 

something, or mud on the sole of a shoe… 

 

 

 

 

 

 

 

Crime   

Criminal  

(who is guilty of the crime?) 

 

Motive 

(why did the criminal commit the crime?) 

 

Location  

Main character (the detective)  

Clues (two)  
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B. The Story 

 

Now that you’ve got your details listed, it is time to put them in a story. For writing a play, the story 

does not need to be very special or detailed, just work out the main points in short sentences. 

The real writing starts when you write the dialogues! 

 

Write down the story of your radio play will be, use a maximum of 10 sentences. 

 

For example: 

 

1. A woman comes to Detective Johnny Jones (main character) to ask him for help.  

2. Her golden necklace has been stolen from her mansion in London (crime and location).  

3. Johnny investigates the house, and interviews the butler.  

4. The butler says he does not know who stole the necklace.  

5. But Johnny finds out the butler has debts and two girlfriends to keep happy at the same 

time (motive).  

6. When he searches the house, Johnny finds one of the butler’s white gloves in the closet 

where the woman hides her jewellery (clue 1).  

7. When he asks the maid, she says she heard someone sneezing in the middle of the night 

two nights ago.  

8. The butler has hay fever and sneezes a lot, so Johnny knows the butler has stolen the 

necklace (clue 2). 

 

 

C. The Dialogue: Write the Script 

 

Remember what a radio play is? There is are no pictures, the only thing you can use is sound. 

So, the most important thing in a radio play is the dialogue: the conversations the characters 

have. If you need more examples, check the website on which the Sherlock Holmes scripts can 

be found: http://www.genericradio.com/series.php?tag=sherlockholmes. And keep the following 

tips in mind: 

 

• Describe things carefully.  

Your audience cannot not see anything, so when a character moves into another room, make 

him or her say something like “here in the bathroom…” or “this living room is…” 
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• Create excitement.  

Make sure your audience wants to keep listening. Introduce the crime in the beginning, but 

don’t give away who has committed the crime too early! 

 

• Do not make up too many characters.  

Because your audience can only listen and not see anything, introducing many different 

people and voices becomes confusing. Stick to a maximum of five. 

 

• Do not make the radio play too long.  

When you read it out, it should take no longer than fifteen minutes to tell your story! 

 

D. Sound Effects 

 

Did you notice the “FX” in the fragment you just read? When a script says “FX”, it means that 

certain sound effects can be heard in the background of the radio play. Examples of sound 

effects can be “footsteps”, “jump on floor”, “box opening”, but also “wind”  and “thunder strikes”.  

 

Read your script and decide where you want to insert which effects. Make sure you will actually 

be able to produce them when you are going to record your play! 

 

E. Recording 

 

As a final step, record your play on the computer. Gather enough people to play the different 

parts, or be creative with your own voices. You can insert sound effects later with some help from 

your teacher. When reading out the play, be sure to put some “drama” in your voice, do not just 

read it out.  

 

Have fun! 
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5.18 Stepping Stones – Textbook 3 HAVO VWO, Chapter 2: ‘Different Cultures Meet’ 

 The second Chapter in the edition of Stepping Stones for the third year of the 

HAVO/VWO level of secondary education (Gjaltema et al.) focuses on the theme of customs 

in different cultures. Based on a poem by Craig Raine, in which a Martian expresses his 

amazement at human behaviour, the exercise proposed below connects to this theme of 

different cultures and to the Stones of this chapter, in which pupils practise how to ask for 

clarification.  

 Because the Martian in the poem describes habits and objects on planet Earth in a 

very unusual way, a gap of information is created which is similar to a gap the pupils 

would experience when they talk to a native speaker of a foreign language. One of the 

strategies pupils have to acquire to bridge such a gap is asking for clarification (Staatsen 

et al. 116). After they have analyzed the poem, pupils therefore create a dialogue in 

which one Martian asks the Martian from the poem for clarification, using Stone 6 from 

this chapter. Because of this, the exercise can be used to replace or connect to exercises 

on this Stone from the workbook, such as Exercises 17, 18 or 19 (Gjaltema et al., 

Stepping Stones – Workbook 3a HAVO VWO 33-34). Because the poem may be quite 

demanding for pupils, in this part of the exercise pupils only have to reproduce chunks 

and phrases from Stone 6 and the poem, which makes it less challenging.  

 To be able to do this exercise, pupils first have to understand the poem. This is why, 

before creating the conversation, they do a pre-reading exercise in which they are 

familiarized with riddles, which connect strongly to the way things are described in the 

poem. Then, pupils analyze the descriptions the Martian gives, aided by pictures and hints 

placed alongside the poem. This kind of analysis of figurative language can be used to touch 
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upon the subjects of figurative language and imagery in poetry, which are poetic terms 

suitable to deal with in the Basisvorming (Bolscher et al. 51), and perhaps in advanced 

classes even the concept of simile can be introduced. 

 Then, in the final exercise, pupils draw upon this new knowledge of figurative 

language and try to write riddle-like descriptions of familiar objects themselves. Apart from 

its link to poetry, this exercise is important to practise the strategy of describing objects and 

actions to help pupils in conversation when their command of the foreign language is limited 

(Staatsen et al. 118).  

  

 

5.18.1 A Martian Sends a Postcard Home & Asking for clarification 

 

The poem below may seem a bit strange at first sight. It is written by a Martian, which is an alien 

from the planet Mars, and he describes to his fellow Martians what kind of things we have here on 

earth. He has a very clever way of comparing things to other things, for example books to birds. 

His descriptions are almost riddles. 

 

The word list and the pictures and hints besides the poem should help you understand what the 

Martian describes. Read the poem and do the exercises about asking for clarification. Answer the 

pre-reading questions first. 

 

 

Pre-reading questions 

 

1  Are you familiar with riddles? Connect the riddles in the table below to the correct clues.  

When I point up it's bright, but when I point 

down it's dark. What am I? 

A pair of gloves 

 

You hear it speak, for it has a hard tongue. But 

it cannot breathe, for it has not a lung. What is 

it? 

A candle 
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The way the Martian in the poem describes things sound like riddles. Read the poem on the next 

page and answer the questions.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

I pass before the sun, yet make no shadow. 

What am I? 

A bell 

 

When I am young I am tall. When I am old I am 

short. What can I be? 

Wind 

 

They have not flesh, nor feathers, nor scales, 

nor bone. Yet they have fingers and thumbs of 

their own. What are they? 

A clock 
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Words to help 

treasured  voorzichtig bewaren 

markings  tekeningen 

shriek   gil 

perch   neerstrijken  

dim   schemerig 

bookish   geleerd 

engravings  graveringen 

property  eigenschap 

impatience  ongeduld 

apparatus  apparaat 

soothe   sussen 

exempt   uitgezonderd 

eyelids   oogleden 

 

Exercise 

 

1 Explain the meaning of the following things from the poem. Use the word list and  pictures 

 to find the right meanings: 

 

 1 Caxtons       _______________ 

 2 Eyes that melt       _______________ 

 3 Shriek without pain      _______________ 

 4 When the sky is tired of flight     _______________ 

 5 When the earth is television     _______________ 

 6 Model T       _______________ 

 7 Time tied to the wrist      _______________ 

 8 The haunted apparatus that sleeps when you pick it up  _______________ 

 9 Punishment room      _______________ 

 10 When all the colours die     _______________ 

 11 Read about yourself in colour    _______________ 

 

 Compare your answers with a classmate. 

 

2 Take a look at Stone 6 on page 28 of your textbook and create a dialogue between 

 the Martian from the poem (A) and another Martian who has never been to earth  (B).  
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• In your dialogue, make sure that A and B take turns speaking.  

• Martian A explains five things from the poem to Martian B, but B doesn’t understand 

what A tries to tell him.  

• Use the sentences you from Stone 6 to form the questions Martian B asks.  

 

 An example piece of dialogue could be: 

 

 Martian A: On earth, they go to sleep at night.  

 Martian B: Could you explain to me what sleep is? 

 Martian A: Well, the people see themselves, in colour, with their eyes shut! 

 

3 Can you describe other familiar things in the riddle-like way a Martian would 

 describe them? 

  

 Think of descriptions for the following objects. The first one has been given as an 

 example: 

 

 An airplane  A big bird that flies in the sky, but its wings don’t move and it   

   makes a loud noise. 

 Sneezing ……………………………………………………….. 

 A bicycle ……………………………………………………….. 

 A pet  ……………………………………………………….. 

 Dancing ……………………………………………………….. 

 An iPod ……………………………………………………….. 

 A window ……………………………………………………….. 
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5.19 Stepping Stones – Textbook 3 HAVO VWO, Chapter 6: ‘Who Cares?’  

 

 When pupils learn that poetry is all around them, especially in the music they 

listen to, poetry becomes more accessible and attractive to them (Bolscher et al. 52), 

which is why the exercise below is based on rap music as a source of poetry. As the 

theme of Chapter 6 in Stepping Stones – Textbook 3 HAVO VWO (Gjaltema et al.) is 

charity and social awareness, the exercise combines paying attention to poetic elements 

with writing a rap to promote a specific charity. 

 The first part of the exercise introduces pupils to poetic terms such as rhetorical 

questions, assonance, alliteration, internal rhyme and half-rhyme, and asks pupils to find 

examples that illustrate these terms in the lyrics of two rap songs. Combining the 

introduction of such terms with a familiar genre like rap music first of all has the 

advantage that pupils are made familiar with poetry on different levels and in texts they 

encounter on a daily basis (Bolscher et al. 52). Moreover, since pupils will encounter 

these terms more extensively in the Tweede Fase, it is helpful to prepare them for this in 

the Basisvorming by associating poetic terms with accessible poetry, to progress to these 

terms in more complex poetry at a later stage (204). Depending on how familiar pupils 

are with this genre of music, the exercise may be made more communicative by asking 

pupils to bring in their own rap song and exchange their findings with classmates or in 

small groups. 

 After the introduction of these terms, pupils start on a project in which they write 

and perform their own rap. First of all, they have to choose a charity to which they want 

to dedicate their rap. An important attainment target for all Basisvorming subjects is for 
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pupils to become skilful in using on-line sources of information (Staatsen et al. 175-176), 

which is why pupils are referred to various websites that contain information on charities. 

 Then, pupils choose an existing rap song on which to base their own rap song. 

Besides serving as an example and a frame to base their rap song on, basing their own rap 

on an existing song means that pupils are free to choose which words or phrases they 

want to replace with their own writing, which makes the exercise suitable for pupils who 

have attained different levels in speaking and writing skills and therefore gives teachers 

the opportunity to differentiate their instruction. The next step pupils take to write their 

own rap song is to write down words they associate with their charity of choice. Word 

association and listing words that are connected to the same context are exercises that 

anchor vocabulary (Staatsen et al. 260), while stimulating communication at the same 

time (Willis 26).  

 At the moment the pupils write their rap song, they are asked to insert poetic 

elements into it that link to the poetic terms from the first exercise. This way, they 

experience for themselves the craft that goes into writing poetry after they have 

experienced the different ways poetry can play with words and sounds (Bolscher et al. 

51). Moreover, pupils have to take into account the rhythm of the original rap song, 

which is a moment in the exercise that may be used to explain more about metre and 

rhythm in poetry.  

  Finally, the performance of their rap song is the final step pupils take in 

completing this exercise. By doing this, pupils actually experience the poetic elements 

they have studied in the previous steps of the exercise. All in all, the exercise comprises a 

large project in which a first introduction to poetic elements is combined with practising 
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speaking skills, communication and acquiring vocabulary. Since the exercise connects to 

the vocabulary and chunks presented in Stones 18, 19 and 20, it can be used to replace the 

exercises connected to these Stones, which are Exercises 4, 5 and 6 (Gjaltema et al., 

Stepping Stones – Workbook 3c HAVO VWO 27-28) and Exercises 15, 16 and 17 (33-34). 

 

 

5.19.1 Rap Lyrics & Poetry - Rapping for Charity 

 

Rappers are singers who deliver their texts spoken very fast in a rhythmic way. Famous rappers 

you might know are Eminem and Snoop Dogg. Subjects they rap about range from love and sex 

to war and poverty. Have you ever thought of rap as poetry? Maybe you haven’t, but rap songs 

have a lot of poetic elements. Read the following poems and do the exercises below.  

 

A. From What’s Going On, by various artists 

 

What's going on in a world filled with pain 

Where's the love for which we pray 

What's going on 

When our children can't play 

Homeless can't eat 

There's got to be a better way 

What's going on 

When we politically blind 

Can't see the signs of endangered times    in gevaar gebracht 

What's going on 

 

Ah tell me 

What's going on in the world today 

I'd rather be dead 

Than turn my head away 

We gotta first world vision to complete, to lift our 

Hands in the air and cry for a switch 
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B. From Where is the Love, by the Black Eyed Peas 

 

What's wrong with the world mama? 

People living like aint got no mamas 

I think the whole worlds addicted to the drama 

Only attracted to the things that bring you trauma 

Overseas yeah we tryin to stop terrorism 

But we still got terrorists here livin 

In the USA the big CIA the Bloodz and the Crips    twee bendes in Los Angeles 

and the KKK        Ku Klux Klan   

But if you only have love for your own race 

Then you only leave space to discriminate 

And to discriminate only generates hate    opwekken 

And if you hatin you're bound to get irate    woedend 

Yeah madness is what you demonstrate 

And that's exactly how anger works and operates 

You gotta have love just to set it straight 

Take control of your mind and meditate 

Let your soul gravitate to the love y'all     aangetrokken worden 

door 

 

[…] 

 

I feel the weight of the world on my shoulder 

As I'm getting older y'all people get colder    onaardiger, killer 

Most of us only care about money makin 

Selfishness got us followin the wrong direction 

Wrong information always shown by the media 

Negative images is the main criteria     maatstaf 

Infecting their young minds faster than bacteria 

Kids wanna act like what they see in the cinema 

Whatever happened to the values of humanity    menselijkheid 

Whatever happened to the fairness and equality 

Instead of spreading love, we're spreading animosity   vijandschap 

Lack of understanding, leading us away from unity   eenheid 

That's the reason why sometimes I'm feeling under 

That's the reason why sometimes I'm feeling down 
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It's no wonder why sometimes I'm feeling under 

I gotta keep my faith alive, until love is found 

 

 

Exercise 1 - Poetic Terms 

 

Below you find a list of terms that are connected to poetry. Can you find an example of each term 

in the fragments of rap you have just read? 

 

1.   Rhetorical Question 

 A question that is asked, but to which an answer is not expected. Most of the times it is 

 asked for effect and emphasis. For example, a person who asks, "What kind of stupid 

 plan is that?" expects no answer. 

 

 Example: …………….……….……….……….……….……….……….……….……….…… 

 

 

2.  Assonance 

 Repetition of vowels (klinkers) in a series of words. For example, the words “cry” and 

 “side” have the same vowel sound and so are said to be in assonance, and in the 

 phrase "Do you like blue?", the "oo" sound is repeated within the sentence and is 

 assonant. 

 

 Example .……….……….……….……….……….……….……….……….……….……… 

 

 

3.  Consonance 

 Repetition of consonant (medeklinker) sounds within words to produce a harmonious 

 effect. For example, in “I dropped the locket in the thick mud” the “k” sound is in 

 consonance. 

 

 Example: ……….……….……….……….……….……….……….……….……….………. 
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4.  Alliteration 

 Repetition of consonant (medeklinker) sounds at the start of a word to produce a 

 harmonious effect. For example, the words in the phrase “Peter Piper picked a peck of 

 pickled peppers” alliterate because of the “p” sound.  

 

 Example: ……….……….……….……….……….……….……….……….……….………. 

 

5.  Internal Rhyme 

 Rhyming words within lines that may also rhyme at the end, for example “I spy a fly upon 

 the rye” and “"In mist or cloud, on mast or shroud". 

 

 Example: ……….……….……….……….……….……….……….……….……….……….…… 

 

 

6.  Half Rhyme 

 Two words that have only their final consonant (medeklinker) sounds and no preceding 

 vowel (klinker) or consonant sounds in common (such as stopped and wept, or parable 

 and shell). 

 

 Example: ……….……….…….……….……….……….……….……….……….……….…… 

 

 

Exercise 2 - Rapping for Charity 

 

In Stones 18, 19 and 20 you have learned to ask for help, say what you are able to do, and 

express your opinion. All of these skills will be combined in the following exercise, in which you 

will write a rap for a charity.  

 

A. Preparation 

 

Step 1  Choose a charity. You can search the Internet for inspiration, for example at 

http://www.charitychoice.co.uk/categorysearch.htm and 

http://www.rememberacharity.org.uk/findacharity.jsp you can look at various 

categories of charities. 

 

Step 2 Search a rap song you know. You may use one of the two examples above, or 

you may choose another song you like or are familiar with. 
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Step 3 Select a part of about 10-15 lines from this song. Listen to it, and practise it until 

you are familiar with the rhythm and melody of this part. This will be the basis for 

your own rap! 

 

B. Writing A Rap 

 

Step 4  You need words connected to your charity to write a rap about it. Make a list of 

words you can use in your rap. Think of things the charity protects, why it is 

important, how it works, etc. 

 

Step 5  Take the refrain of the rap you have chosen and write your own refrain. Most of 

the time, the refrain is sung and not rapped, which makes it easier. As an 

example, the refrain of Where is the Love is: 

 

People killin', people dyin'. 

Children hurtin', even cryin'. 

Can you practice what you preach, 

And would you turn the other cheeck? 

Father, Father, Father, help us. 

Send some guidance from above. 

These people got me, got me, questionin' 

Where is the love? 

 

Rewriting this refrain as the refrain of a rap for an organization that protects 

animals could result in the following refrain:  

 

People killin’, animals dying,  

Tigers hurtin’, elephants cryin’  

Can we save them all today? 

Do we want them all to stay? 

Help us save the animals soon, 

Sing along to this new tune, 

You people should be helping the animals, 

Where is the love? 
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Remember that not all the sentences have to rhyme, the message is most 

important! 

 

Step 6  Now that you’ve got your refrain, take the 10-15 lines of which you have 

practised the rhythm and melody, and rewrite them so they fit your charity. You 

can use the words you have written down in Step 4 and the vocabulary from 

Stones 18, 19 and 20.  

 

Step 7  Remember the poetic terms from the first exercise? Try to insert one or two of 

these poetic elements in your rap. You could even try to write them in rap-style! 

 

For example, if you are writing a rap for a charity that helps children in poor 

countries, you could insert: 

 

  1. Rhetorical Question   

` Is it true, do you agree, that we, should save the poor children, or should I first 

save me? 

 

 2. Assonance 

 Children cry, children sigh, children play but stay today in pain. 

 

 3. Alliteration 

 Kids need clothes, need cash, need care. Let them live by love, it isn’t fair! 

 

Step 8  Practise your rap to see if the sentences have the right “flow”. Is the rhythm OK? 

Do the words rhyme where you want them to rhyme? Do all the words still have 

the correct stress (klemtoon) when you perform the rap? You are free to change 

and work on your rap until you think it’s right. 

 

Step 9 Present your rap to the class! Remember, it’s a rap so it’s all about presentation. 

You have to really work on your attitude, be tough and act in a way that really 

gets the message across: your charity is important!  

 

 For inspiration, you can watch the video of 8 Mile by rapper Eminem on Youtube 

and see how he performs. 
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5.20 Stepping Stones – Textbook 3 HAVO VWO, Chapter 8: ‘Milestones’ 

 The exercise proposed below is based on a text on the comic book serial The X-

Men, which was first issued in 1963 and is still published today. In the exercise, pupils 

read an issue of a comic book about the origins of a character from The X-Men and 

rewrite this comic book into a story without pictures. As the series of comics they can 

choose from tells about the development of a character from childhood to hero, it 

connects to the theme of this chapter as well, which focuses on highlights and 

achievements in teenagers’ lives. Because this chapter does not introduce new 

grammatical items or vocabulary, the exercise below is organized as a project that can be 

added to the exercises in the workbook, or replace exercises on reading and writing, such 

as Exercises 10, 11 and 12 (Gjaltema et al., Stepping Stones – Workbook 3d HAVO VWO 

31-32).  

 In the exercise below, pupils first read the comic book. Even though the language 

that is used in the comic book may be quite challenging, the pictures can help pupils to 

understand it. The pupils then divide the pages of the comic among each other and turn 

the pages into written versions. Using comic books is a useful way to treat various 

literary elements, like genre, setting, plot, tension, humour and character (Bolscher et al. 

57-58), because they are not as dense and complex as novels and, especially in a foreign 

language, pupils are helped by the pictures.  

 Besides this literary element of the exercise, rewriting the comic book into a story 

involves important reading and writing skills. First of all, pupils have to summarize 

important information from the comic book, make decisions which information to leave 

out and what to include in their story, and write it all down in a logical, coherent story. 
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Moreover, when they write the story, pupils have to find words for elements that the 

comic book expresses only in pictures, such as scenery, setting, facial expressions, body 

language and actions. Finally, reading closely for details is required when the four parts 

of the story, written by different group members, are to be combined in the final story, as 

pupils have to read carefully to check the final story for inconsistencies.  

 Moreover, at that point in the exercise, the cooperative element of the exercise 

appears. The exercise is a “co-op co-op exercise” (Kagan 14) which means it is a group 

effort that necessitates communication and cooperation between the group members 

when it comes to the content of their final product as well as sharing the final product 

with the class.  

 

5.20.1 From Comic Book to Written Story 

 

Have you ever dreamt of being a superhero? The comic book series The X-Men is about ordinary 

people who find out they have extraordinary powers. They can fly, or read minds, or transform 

water into ice! The first X-Men comic book was published in 1963, and three films that you might 

have seen are based on the comic book series.  

 

In the following assignment, you read a comic book and write creatively at the same time. Form 

groups of four and finish the following steps: 

 

1 Go to http://readcomicsonline.blogspot.com/2008/07/uncanny-origins.html.  

 

 On this website, you see a list of comic books called “Uncanny Origins”. Each comic book 

tells about the youth of a different character from The X-Men, and how they became a 

member of the X-Men.  

 

 If you click on the title of a comic book, a website opens that shows the cover of that 

comic book. By clicking “next” you can leaf through the comic book.  
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2 As a group, pick a comic book from the list and read this comic book.  

 Make sure that, before you take the next step, you have all read the comic book and 

understand what it is about.  

 

3 Divide the pages that your group will rewrite into a story among the group members. 

Make sure everybody is assigned the same amount of work.  

 

4 All group members now rewrite the pages that have been assigned to them into a story 

without pictures. When rewriting a page, make sure to keep in mind: 

 

The characters  

What do they look like? What is their expression? Are they tall? Male? Female? 

Angry? Glad? What do they wear? 

 

The spoken text  

The text is there, but how is it pronounced? Do they shout it? Or whisper? Look at 

the order in which people talk, or maybe they interrupt each other as well. 

 

The setting   

Where does all the action take place? Think of cities, buildings, trees. But also: the 

weather! Is it dark outside? Or raining? 

 

And finally, although it may be easiest to stick to the original text, you are free to leave out bits 

and pieces of a conversation if they seem redundant or unnecessary to include to you. 

 

Take a look at the following example, from the comic book on the character Cyclops: 
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An example of how a part of this scene in the comic book could be rewritten is: 

 

Scott, Alex and their parents were flying over Cape Yakataga, Alaska, in a small airplane. 

Underneath them, they could see mountains and forests. “That camping trip was totally 

cool, Dad!” Scott said, “Do we have to leave so soon?”  

 “Now, Scott, you know your father’s got an important meeting with NASA in a couple of 

days” his mother answered. Scott’s father was an astronaut.   

 

4  After you have rewritten your pages of the comic book, put them together. Read the entire 

text and decide whether or not it all fits together. You may have to change some lines, 

especially at points where texts written by different group members are joined together. 

 

5 When you are finished, you have a book based on a comic book! Finish the project by 

drawing a front cover, with a picture and the title of the comic book, and a back cover, 

with a description of the story of about fifty words. 

 

6 Present your book to the class. In your presentation, include the following items: 

 

   -  A short summary of the comic book.  

   -  An example of a page or picture from the comic book and how this  

   page or picture was rewritten into text.  

   - Your opinions on the comic book.  

   - A short explanation of how you experienced working as a group on  

   this project. 

 

 

 

 

 

 

 

 



 214

6. Conclusion and Recommendations 

 

6.1 Conclusion 

 The first chapter of this thesis describes how from the early 19th century up to 

now, the importance of literature in Dutch secondary foreign language teaching has 

gradually diminished. From the 1970s, the prominent place literature occupied in the 

grammar-translation method that had been the leading approach up till then shifted to a 

more marginal role when a more communicative approach to foreign language teaching 

was introduced. In this approach, the emphasis shifted to language competence and 

functional language use, which led to doubts on the place of literature: should literature 

be used to teach literature or to teach language skills? In the 1990s, educational reforms 

resulted in a split between language competence and literary competence. Literature 

became a separate subject, only slightly connected to acquiring foreign language 

competence, and mostly placed within the domains of cultural and literary competence.  

 The second chapter presents findings from research into linguistics and foreign 

language acquisition that question this current divide between language competence and 

literary competence, and support a more prominent role for literature in acquiring foreign 

language competence. In contrast to the current position of literature in foreign language 

teaching, literature seems to provide added value to each of Westhoff’s principles of 

foreign language acquisition (cf. Westhoff, Een 'Schijf van Vijf' voor het 

Vreemdetalenonderwijs (Revisited)) as it is lifelike, holds pragmatic cues, evokes 

communication between readers and can stimulate both receptive and productive 

compensatory strategies. Moreover, it is argued in this chapter that in situations where 
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literature does not have any advantages over non-literary texts, there is still no convincing 

reason to exclude literature from a foreign language curriculum that aims at acquiring 

foreign language competence. Literature can be a potential and effective basis for 

acquiring a foreign language, which is shown in examples of exercises and WebQuests 

that are based on literature but aim at foreign language competence. 

 Finally, in the fourth and fifth chapter, literature-based language acquisition tasks 

are proposed that illustrate how this potential of literature for foreign language 

acquisition can be put into practice. It was argued that, especially in the Basisvorming, 

the first years of Dutch secondary education, pupils can benefit from an introduction to 

literary texts in a foreign language, as this may make the transition to reading entire 

works of literature in the higher years easier and at the same time underlines connections 

between different language subjects. The exercises that are proposed in this chapter 

therefore combine acquiring language competence with an introduction to literary texts in 

the form of excerpts from novels, poems, short stories, radio plays, comic books and 

radio plays. The popular educational method Stepping Stones, which is an example of the 

separation of language and literary competence, serves as a basis on which these 

exercises have been created, as each exercise that is proposed connects to a 

corresponding chapter in Stepping Stones, and can substitute a specific exercise in a 

Stepping Stones workbook. 
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6.2 Recommendations 

 This thesis attempts to bring together language competence and literary 

competence, two goals that have become separated in Dutch secondary foreign language 

education, on the basis of research into foreign language acquisition. Therefore, it raises a 

number of ideas concerning the current position of literature in foreign language teaching 

in the Netherlands, as well as ideas that could be pursued in further research in order to 

strengthen the suggestions made in this thesis. 

 First of all, based on the arguments in favour of a more prominent role for 

literature in foreign language teaching, the Common European Framework of Reference 

for Languages, as it is advancing and becoming more and more important in foreign 

language education all over Europe, may want to reconsider the roles it assigns to 

literature. Moreover, the same suggestion can be made regarding first of all the foreign 

language curricula of the Basisvorming and Tweede Fase, in which literature may be 

connected more strongly to foreign language competence, and second of all regarding 

educational methods, which may include more literature in their exercises that focus on 

language competence. 

 It is important to stress that this research and practical work was performed within 

certain limits. The HAVO and VWO levels which the exercises in the final chapters aim 

at have been chosen with the consideration in mind that pupils at these levels will 

eventually encounter literature in the higher years of secondary education. Nevertheless, 

the lower VMBO levels, and even the primary schools, which are also obliged to teach 

English, may as well benefit from incorporating literature into their foreign language 

curricula. More research will have to explore these possibilities. Furthermore, the 
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exercises that are proposed in the final chapters have not been thoroughly tested in 

realistic classroom settings. Some exercises have been piloted in classes by teachers in 

training, but the exercises have to be tested and evaluated more extensively to prove their 

actual benefit to foreign language teaching, to eventually result in a didactic framework 

for teachers who aspire to employ literature in their language teaching classes. 

 Finally, additional studies could focus on the attitude of foreign language teachers 

towards employing literature for foreign language competence. While this thesis reports  

estimates of the time foreign language teachers spend on literature and what their aims in 

when dealing with literature in general, more extended research in the form of surveys 

could explore whether or not there is support among foreign language teachers for a more 

important role for literature in foreign language teaching.  
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