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Abstract

Texts that accompany students’ textbooks, as teachers’ guides and different types of
handbooks, are common in the field of education. In my country, Norway, it is "a
must” to produce texts that address the teachers about the ways in which the
textbooks could — or should- be used. It is unthinkable that any publisher would
construct a textbook concept, that did not include a guide. It seems that many
teachers feel the need for such guides, and that they are in fact a part of the textbook
genre. There might be some national and cultural differences in content, in shape, in
ways of writing these texts, and it could be an interesting question to ask what these
possible variations consist of, and what issues they are due to. Anyway, these
guiding texts are important in many countries, and well worth studying.

Why study teachers’ guides and other texts that address teachers?

In my opinion the teachers’ guides are important for many reasons. First of all, they
give recipes on "how to teach”. For that reason they influence the teacher’s opinion
about what good teaching practice consists of. The texts also bring further the
tradition of teaching. They give arguments for "what to teach”, and in that perspective
they are interpretations of the curriculum. And last but not least, it is likely that these
guides have an effect on the activities that in fact take place in the classroom
(Selander 1988). We can also expect new ideas related to different alternatives to the
textbooks to become visible in the teachers’ resources.

For these reasons it is interesting to study the texts that address teachers from three
main perspectives. From a historical perspective the questions could be formulated
like this: What pedagogical traditions, theories and ideas have been passed over to
the teachers? What view of learning is available? What can we learn about the
development of methodological knowledge and thought related to different school
subjects? What is the relationship between the subject in school and new scientific
knowledge in the research community? What counts as knowledge within a school
subject and about education and learning?
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From a practical and methodological perspective these could be the questions: What
is the relationship between the subject in the teacher’s guide and the curriculum? To
what extent do teachers use the guiding material, how do they evaluate it, and how
do they use it? And further, to which extent is there a correlation between the
approaches, recipes and descriptions in the teachers’ guides and what in fact takes
place in the classroom?

From a more theoretical and discourse-analytical perspective the questions could be
formulated like this; What kind of text is a teacher’s guide, how does it communicate
with its users? What is the relationship between the participants in the
communication situation (the writer- the teacher —  the student), and what attitudes
and interpretations do teachers have to these guides, how do they "read” them? In
the following these three perspectives will be discussed a bit further.

The historical approach

Knowledge and consciousness concerning educational history are important for
many reasons. It is well known that schools and trends change rather quickly in the
pedagogical field: “new” methods and approaches one day, “back to basics” the next.
Lack of historical knowledge can in this situation make teachers jump from one
methodological school or trend to another very easily. One example from my country
could be the recent popularity of “good old-fashioned” learning material and the shift
to approaches used in earlier times to the teaching of literacy. But both teachers and
others who voice their opinions seem to have rather limited knowledge about this old
fashioned teaching of early reading and writing. Research on textbooks and teachers’
guides could contribute to more knowledge about the old traditions. As far as the
teaching of early reading is concerned, it is easy to foresee a new turn of the
pendulum within a few years.

A historical approach to the study of textbooks and accompanying texts that address
teachers can also be related to the cultural development in society in a broader
sense. Textbooks pass over knowledge, beliefs and values from one generation to
the next. Common viewpoints and shared values presented in the textbooks can be
understood as ’[o]ffers of shared meaning proposed to the future citizens” (Englund
1997:140). In this perspective textbooks hold a unique social function. They
represent to each generation of students “[a]n officially sanctioned, authorised
version of human knowledge and culture” (de Castell et.al. 1989: vii) )

This opens up for many approaches to and perspectives on textbook research
concerning the content, the history of education, and of ideas and values in society.
But it also opens up for studies of the change in form; namely text and language
history, the change in genres, the teaching of how to behave as a reader or writer,
patterns given for communication with texts etc. The study of the texts that
accompany textbooks is an important supplement to this historical description; it
focuses on the history of teaching, the view of learning and the development of the
role of the teacher.

It is also possible to consider the teachers’ guides as the concrete intermediary

between the newly developed knowledge in a scientific field, the pedagogical and
methodological trends and the teaching practice in the classroom. A historical study
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of the teachers’ guides or other texts that accompany textbooks can give interesting
contributions to the history of education, and the historical development of school
subjects such as science, history, math and language.

The practical approach

The second perspective to be mentioned is the more practical one. To what extent
do teachers rely on the teachers’ guides? Do they use them at all, how do they use
them, and for what purposes? How do they evaluate them? Does the guide influence
what in fact takes place in the classroom?

So far relatively few studies of these matters have been carried out, but some
investigations exist. In a thesis from 1992 the lIcelandic researcher Ingvar
Sigurdgeirson gives an updated overview over international research both on the use
of textbooks in general as well as the position of material that accompanies these
books, and he also of course reports his own investigation of these matters. Some of
his findings will very briefly be reported here along with the results of some recent
investigations from Norway in order to give examples of research questions more
than results.

To what extent are the guides used?

The main result from Sigurdgeirson’s own investigation (both the survey and the
interviews) is that teachers generally use the guides, but only a few state that they
“put considerable trust in them [----]” (Sigurdgeirson 1992: 197). These findings also
support the results from my own study among Norwegian teachers carried out in
2001 (Skjelbred 2002). The informants in this study are teachers who train students
in @ Norwegian university college of education. Data were collected by students in
one of their training periods and consist of 36 interviews, given by teachers who
teach at all levels in the compulsory school. The teachers in this investigation do not
rely on the guides to a very great extent. They use them, but only about one third of
the sample confirm that they use them often, and about one half answer that they use
them "sometimes”.

Another observation worth mentioning is that the use of the teachers’ guides differs
according to which subject they are related to. For mathematics Sigurdgeirson
reports that the guides are only “rarely used” (about 50% of the sample,) or “not
used” (about 1/3 of the sample). In English as a second language on the other hand,
one third of the sample admitted to use the guide "to a great extent” (Sigurdgeirson
1992; 202).

Both in the Icelandic investigation and the Norwegian one, the teachers were asked
whether they wanted a guide to accompany the students’ textbooks. In both
investigations nearly all teachers reported that they found it important to have a guide
available, even if they said that they did not use it.

These results can be compared to another investigation among teachers who teach
Norwegian as a mother tongue in upper secondary school (Bueie 2002). Here the
mapping out of teachers’ use of the guides was not the main issue, but the
informants were asked: when choosing textbooks, how important is it for the textbook
to be accompanied by a teacher's guide? 38,8% of the teachers answer “quite
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important”, and 26,4% “very important”. From a publisher’s point of view, it therefore
seems necessary to produce guides!

In what ways are the guides used?

The results vary when it comes to the ways in which the teacher’s guide is used and
the effect it seems to have on teaching and learning in the classroom. Observations
in classrooms indicate that teachers who use the guides regularly, often omit
suggested activities of the "follow up/enrichment type” (Sigurdgeirson 1992:62). This
description bears strong similarities to results from a Norwegian ethnographic
classroom study carried out recently (Heyerdahl-Larsen 2000). Teachers "left out”
demanding tasks and proposals for "out of school activities” and the books were not
used according to their potential for flexible learning. The reason the teachers gave
was that these tasks and proposals recommended in the textbooks and the teachers’
guides were too time-consuming.

The teachers’ evaluation of the guides

How do the teachers evaluate the guides, how do they read them, and what do they
ask for? From my own investigation based upon interviews with 36 teachers, the
main conclusion is that these teachers most of all look at the teachers’ guide as a
practical book (Skjelbred 2002). They ask for guides that are mainly instructive and
that give practical tips and recipes, although some of the teachers claim that the
views of learning and updating on professional issues are important in the guides,
too. The guides are mainly expected to be practical handbooks and not sources of
learning that bring results from research and debate about methodological and
professional issues. An interesting question could be whether this reading of the
guide is caused by the way in which it is written. What “role of the reader” is
embedded in the guide; in what ways are the teachers invited to read the text? This
brings me to my third and last perspective.

The text analytical approach

What kind of texts are teachers’ guides? How can we describe the communication
and the discourses these texts are involved in? What is the role of the reader? And
what are the relationships between the teacher in the classroom and the teacher in
the teacher’s guide, and between the teacher in the textbook and the student?

A brief historical overview

The teachers’ guides have a long tradition in the field of education. From a historical
point of view, the first text types available to address teachers are handbooks, at
least in my country. Originally these types of texts were written by vicars to help
poorly educated teachers with the teaching of reading. One of the first teacher’s
guides known from the Scandinavian countries was published in Copenhagen in
1763 and it was written by the Danish bishop Eric Pontoppidan. The title is in a very
old and antiquated language and style of course. But it can be translated to
something like: “A short and simple Guide for School-holders showing the best Way
to teach Children how to read in Books and showing how - with childish Words to talk
with them about GOD and his Will for our Salvation.”

From 1739 there were ambulatory schools in Norway, with about 10 -12 weeks of
compulsory school attendance per year. The main and only subjects were, of course,
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reading and religion. At that time there was no teacher education for common
schools. Gifted boys could choose to teach instead of doing military service, or
disabled people could be used as teachers when they could not fulfil their duty as
soldiers. The vicar gave them elementary training in reading and a summary of the
most important dogma in the Christian faith and confession. The need for the “short
and simple Guide for School-holders” seems obvious.

These handbooks can be seen as the forerunners for the teachers’ guides. We find
handbooks for the teaching of reading and writing and religious knowledge, but from
the beginning these were not related directly to one textbook. In that sense the
teacher’s guide is a phenomenon that can be dated back to the 1900s.

But we find another forerunner for the teacher’s guide in prefaces and introductions in
many early textbooks. In my investigation of Norwegian basic material for the
teaching of reading (ABC-books), | found 17 books, (or about 20 %) with such texts in
the period from 1777 till 1940 (Skjelbred 1999).

To sum up; in Norway we find the following pattern in the development of material
that addresses teachers; first methodological handbooks — then prefaces in the
textbooks — then teachers’ guides. However, this does not mean that the three types
replace each other, rather they exist side by side. In my research on old “ABC-books”
I found no teachers’ guides directly related to the books before 1875. Today,
however, it is impossible to publish a textbook without an accompanying guide.
These days, there are still prefaces in the textbooks, but now they mainly address the
students.

As this brief historical overview indicates, resources that address teachers have a
long history in the field of education. Historically it is easy to understand why: poorly
educated teachers needed guiding material to give them recipes on "how to behave”
as a teacher. But it can seem strange and perhaps ironic that — from a historical point
of view - the better educated the teachers are, the more they seem to ask for
teachers’ guides.

The teacher’s guide as threshold

My approach to texts that address teachers makes three types of texts enter focus:
handbooks — prefaces/forewords in the student’s textbooks- teachers’ guides. | find
handbooks to differ from the two latter, for the reason that they are not so fully
associated with the textbooks. The two — prefaces and teachers’ guides are texts
strongly related to other texts. They describe other texts, and are a sort of metatext
pointing to another text with comments and instructions. They have what Gerald
Genette refers to as trans-textuality, which means “everything that brings it [the text]
into relation (manifest or hidden) with other texts "(Genette 1979: XV). These texts
indicate manners of reading, and precognition towards the textbook. The teachers’
guide and the prefaces obtain full meaning only in connection with the textbook, and
they can be described with a metaphor from Gerald Genette as thresholds (Genette
1979). To my mind, this is what makes them especially interesting, from a text
theoretical point of view.

Many approaches could be useful to describe these texts. One could, for example,
look at the picture of the reader, the role he or she is offered, and the relationship
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between the reader and the writer in the text. There are different ways to describe
this relationship; in s brief analysis of two texts below, | will focus on the way in which
the author addresses his reader, and what text types we can identify in the texts.

"Text types” is conceptualised by the German researcher and text linguist Egon
Werlich who organises all texts in five basic types; narrative, descriptive,
argumentative, expository, and instructive text. According to Werlich, text types are:
"[a]n idealised norm of distinctive text structuring which serves as a deep structural
matrix of rules and elements for the encoder when responding linguistically to specific
aspects of his experience” (Werlich 1976:39). Text types and genres are not identical
entities. The first ones are characterised by units of coherence within the text, while
genres are regulated by text norms and depend on both the cultural and situational
context (Halliday 1985). In the genre “report” for instance, we find both the text types
narrative, descriptive and perhaps others.

To give an impression or example | will make some comments on two small
texts. The first one is a preface allocated in a primary reader (an “ABC-book”) from
1856; the second is a foreword in a teacher’s guide related to an “ABC-book” from
1997.

Two texts; two voices

Schoneyder: To Schillings Lesebog for Almueskolen 1856 (A reader for the
common school, cost 2 shilling)

In this small book we find a short preface:
"Remarks for the teacher’. My first comment is
related to the way in which the teacher is
addressed. Most of the verbs are in the
imperative: ask, pay attention, give the child the
habit, try, make them read, remember.... etc.

Anmeertning for Lerveren,

Raar Barnet Lan be sigtigite Boghaver og Du flal .
Begynbe medb ,Stavesvelfer,” dba fporg Barnet for Hoert
S?;b bet Lefer, ony bet Bar feet noget Saabant, effer lig-
fhenbe Shorgémany, fom veb Hoest Ob tan dasfe Bebf,
forat Du Yan vere vis paa, at Barnet bar nogen Tante
veb, Hvab bet Jafer. Been Barnet fra-forf af il ot tente
veb, Yoab bet efer, og forftaa, Goab bet (efer, og dette
oil falbe af fig fely fiten. Jeg Gar fegt at findbe Ord,

fom betegne Ting rg Legreber, der eve Barnet Seljendlr,
men ftulbe Du fe et Orb, fom Du troebe Barnet {tfe funbe
forftaa, eller fom Du troeve, at Du {Me tunbe forflare for
Barnet, ba gaa det Geller forbl, Maar Du Fommer HI
»Lafeovelfer, da ver ligelebes vpmertiom poa at Barmet
forflaar Alt, og gior Tigelebes Her forftieline Sporgémaal
HI Barnet om bet Lafle, for ot fe om bet forftaar bet,

. ©taar et Gporgémaal t Bogen, dba forfeg om Barnet fely

Tan foave, ubent at lefe Sovavet { Bogen. RKieve Loever i
WAlmueflolen, Golb Dig felo ‘disle Regler efterretteligs men
fe vgfaa til, at dbe Born, fom Iefe benne A B € Bjemue
508 beres Foraldbre, Iefe den faalebed. Prov faabanne
Bam, naar de Tomme  Stolen, om be Have forflaaet bet
fefle, 0g Bave be itfe bet, da Tad bem Yafe bet om fgjen
paa Elolen. Hufl Dig ben Regel, at fo lengere et Barn
ebbliver at Tafe tanteloft, befto vanfleligere il bet fiben
$live Dig at faa det (£l at forflaa, Hoad Det Ierers men jo
for Baraet fan forflaa, §vad bet fafer, beflo leitere gaar In-
" benablasningen, vg befto Yettere vil ber ogfaa fiden Yere Bo-
gerne wbenad, 0g Hoad bev er vigtigere, leve at forfan bess,

[~]

This makes the text resemble a recipe, and
gives it the character of instruction. The writer in
this text gives himself authority. He is a vicar,
and the one who knows and gives the
instructions.

There are, however, some arguments to
support these instructions, arguments that give
reasons for what is recommended:

ask [... ] so you can be sure the child
has some thoughts about what he is
reading. [my italics]

ask the child different questions about what it is reading to see if
he understands it. [my italics]

(]

Remember this rule; the longer the child keeps on reading without
thoughts, the more difficult it will be for him to understand what he

is reading. [my italics]

TARTEM e-Journal Volume 1 Number 1 6



TARTEM e-Journal Volume 1 Number 1

Although the text mainly can be characterised as instructive, it does not reflect the
normal way of expressing instructions and presenting recipes. In this context the
addressing of the reader can be seen as a signal of having confidence in the reader,
and of taking him seriously.

The relationship between the author and the reader becomes explicit when we study
the words used to address the reader. The author speaks directly to the teacher:
"Dear teacher in the common school”, and he consistently uses the personal pronoun
in the singular, "you”, when he speaks to the reader. This direct way of addressing
the reader increases the distance between the participants in the communication,
and underlines the character of direct orders.

On the other hand, the author also refers to himself by way of a personal pronoun:

I have tried to find words denoting things and concepts that are familiar for the
child, but if you find any that you think the child does not understand, just drop
them...

As we see, the author makes himself visible in the text, by giving his priorities. Still he
also trusts his reader; he can be mistaken, if so, the reader will see it and. ...

To sum up, the relationship between the two participants in the communication
situation that this text is a part of, is an asymmetric one, they are not at all on the
same level. The writer is the one who knows and gives his advice and instructions.
Still the reader is seen to be a competent person, he is given arguments to support
his own decisions, and he is encouraged to leave out subjects that he does not find
fitting to the children’s level of knowledge and understanding. The poorly educated
teacher is addressed with an instructive text type as well as an argumentative.

Myhren Sorstad: Pamfilius 2
’ If we go to my other example, a teacher's
- guide from 1997, we find a different approach.
e e et | e et This book has a preface called “Welcome to

klasse. Hvosdan b vi mai barna for 4 hielpe dem bevegelsestrang. I undervisningen mé lek og lzring
best mulig videre i sin egen lereprosess? Hvert barn vaere vevd inn § hverandre. Det m4 heie tiden gis

e unikt og har sin egen mte & lzre pi. A ta dete pd | dpning for “iekende tenkning” og fysisk akfivee P a mfl li us 2" . Th e texti n th |S p refa ce IS at f[ rst

alvor er den daglige utfordringen. Det er viktig § ta i Per Ame Dahl, prest og skribent, fortelier om en
bruk arbei

VELKOMMEN TiL PAMFILIUS 2

fre ) ki ikK i veiledning h i H H H int
gl e e benseimenssmes St MOt instructive, but rather descriptive.
bqll:'w.rlt t/;)r al::‘k m:;i Plangﬁllu: zk !ASC m hoved- :lfordrex, olppmm;ll‘lcl og gav gode zi;;i, inntit :be: . . .
, ef et Izrey m legger vel let var avsluttet. tey tut ;]
e i St s | o msmenr s W€ find descriptions both of the book and of
av litteratur og felles arbeid med spriket skal drive fredshet og glede og takket sin veileder: “Mest av alt

slevene fram mot it av hovedmalene i 2. lasse: | takker jog de for at du lot meg appdage tlomees the pup” Who |S the user of the textbook

gradvis & ecobre Jese- og skrivekunsten, ISkriveglede | som Jeg ikke visste jeg hadde ™ La oss ta dette til

v 2] et vert spenenic o ot atsie T HE fundamental idea in Pamfilius 2

‘f::n:: Vikfir stadig bevis p4 at et tatent utvikles med 2 -klassebakene il Norsk for alle. Jeg hiper og
ved en kombinasj tivasion, iherdi bekene vil I 1 de i H
o8 e emmenslses ek med Py | bopopcims P B0 0 eyt Is to make the child eager to read

legges stor vekt pd samspillet med hjemmel. Lykke til med 2 kiasse! .
werngnd write

[~

The 7-year-old is eager to learn, curious, and wants to move
around.

But these are statements, we find no arguments or examples to support and illustrate
the assertions.
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If we look more closely, we find some instructions in this text, too. However, the
utterances are not in the imperative. The instructions are given indirectly, by
nominalizations and passive verbs:

When we teach, learning and playing must be woven together.

[]

Opportunity must always be given for "playful thinking” and physical
activity.

We get no arguments. This can be understood as a sort of common shared meaning,
and for that reason no arguments are necessary. Still, the updated teachers who
know the debate concerning the curriculum will know that beyond these indirectly
given instructions there are statements and evaluations that are in dispute.

In the text “Welcome to Pamfilius 2” the author addresses the teachers with the
personal pronoun “we” which includes herself:

The first school year is behind us, and we start in 2. class.

[—]

How can we meet the children to help them.....,

[—]
We have to take care of the whole child..

The author also makes herself visible in the last paragraph when she tells the reader
how exciting the work with the book has been, and wishes the teachers good luck.
The preface is signed "Greetings from Karin” which is her Christian name. This is
rather informal, and gives the same impression as the use of we.

The relationship between the author and the reader can at first sight seem dialogical
and symmetrical. The author does not want to be seen as an authority, a person who
knows what is the best. Rather, she is an equal to the reader. But if we look a bit
closer at the text, we find in my opinion the opposite situation. No professional
arguments are given, and the shared meaning of the reader and the writer is taken
for granted. The chatting voice in which the author addresses the teacher, not as a
professional, but as a friend, is a way to underestimate the reader. It is hard to
understand what the author wants with this preface except from achieving a good
relation towards the reader. Needless to say, | prefer the explicit voice of the vicar
from 1856.

This focus on the author’s voice and way of addressing the reader is only one of the
many perspectives that can be used in examining teachers’ guides. Yet, concerning
the attitudes that teachers develop towards these texts, it is an important one. As
mentioned earlier, the teachers ask for guides that give practical tips and recipes.
However, the situation could be different. The teacher’s guide could be a source for
updating and more education, and the main purpose could be to provide reflection
and to ask challenging questions. But such texts have to address the teachers as
professionals and to be written in a way that characterises argumentative and
expository text types, more than instructive.
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Teachers’ guides in new media

We are entering an era with new media, there are more electronic resources
available on the net, and learning processes are in constant change. What will
teachers’ needs in this situation be? Wil they still ask for practical tips,
supplementing tasks and professional updating, in a book or on the net? Will there be
a need for teachers’ guides and other texts related to the students’ textbooks that
address teachers at all? If there still will be a need for teachers’ guides, what will the
shape and the purpose be? What will happen with the relationship between the
teacher in class and the producer of texts in the new educational media? Will the
producer communicate directly with the student?

So far | have not paid any attention to the fact that the communication in the
teachers’ guides does not include the student. Perhaps students’ guides will replace
the teachers’ guides in the future? And if so, what kinds of guides will they be?

The net alternative has one big advantage: it can open for a better dialogue between
the teacher in the class, the student and the editor. Maybe a new teacher’s/student’s
guide can be a new site for real dialogue and communication, a site not only for tasks
and practical advice, but also for reflection and alternative thinking. If so, research on
the teacher’s guide could contribute to the development of this type of guide.
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