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Literacy Pedagogy and Multiliteracies in Greek
Elementary School Language Arts
Anna Fterniati, University of Patras, Patras, Greece

Abstract: In recent years, language teaching has clearly taken on a social orientation (literacy ped-
agogy), keeping in line with contemporary social developments in today’s globalised world (multilit-
eracies). A basic term introduced by multiliteracies theory is that of Design, a term that comes to replace
traditional terms such as “writing” or “written speech production”. By implementing a process of
Design in its three dimensions (designed, designing and redesigned) in four aspects of teaching (situated
practice, overt instruction, critical framing and transformed practice), we can ensure the students’
active participation in the teaching process, while at the same time giving them the opportunity to
analyse and effectively use a variety of genres, modes and meanings. The present paper investigates
the extent to which the new Greek elementary school language arts textbooks provide for the imple-
mentation of practices such as the ones mentioned above. More specifically, the paper attempts to
identify whether the offered options of texts and text-related activities are consistent with the logic of
literacy pedagogy and multiliteracies.

Keywords: Language Teaching, Literacy Pedagogy, Multiliteracies, Design, Elementary School,
Language Arts Textbooks

Introduction

INRECENTYEARS, language teaching has clearly taken on a social orientation (literacy
pedagogy), keeping in line with contemporary social developments in today’s globalised
world (multiliteracies).

International research views the concept of literacy as central to language teaching.
The term literacy (Baynam, 1995) refers not only to a person’s ability to read and comprehend
a written text, but also to a person’s ability to make sense, critically manage and produce all
discourse types and genres necessary for life within society; that is, the ability to control
one’s life and environment through written discourse. In a broader sense, literacy is a social
institution combining multiple cultural, social, and cognitive dimensions.

The dialogue on the concept of literacy influenced pedagogical practice, creating a new
paradigm, known as literacy pedagogy (Cope & Kalantzis, 1993). The main unit of literacy
consists of the genre, as shaped by the sociocultural reality of the time. To be more precise,
the main unit consists of the social practices that construct the text. School literacy is achieved
by analysing and producing mainly written genres considered important to define and
transmit knowledge in various subject matters, so as to develop critical language awareness
(Fairclough, 1992). It is recommended to plan communication and interaction activities
(between students and their peers or their teachers) with practices promoting awareness of
the characteristics of genres, and to allocate time to process the students’ written discourse
in three stages.
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The concept ofmultiliteracies is complementary to that of literacy, providing a framework
for teaching to approach contemporary environment and the discourse types in which it is
represented (New London Group, 1996). It emerged from the need to develop skills necessary
for the comprehension of multimodal texts, which combine different semiotic modes (e.g.
verbal, visual, audio) to produce meaning and discourse in complex and multicultural social
environments (Kress, 2003, Kress & van Leeuwen, 1996 και 2001).

As a teaching practice, it stresses that students familiarize themselves with analysing texts
and discourse types through a wide range of cultural sources that increasingly emerge from
contemporary society. Through this process, students are expected to develop a critical
metalanguage so as to discuss and comprehend the social and cultural power of these texts
and related social practices (Cope & Kalantzis, 2000). Students’ social empowerment remains
among the main aims of this approach, which stresses its importance. Systematic study focuses
not only on genre of social power and influence, but also on texts that bring out the different
cultural voices of multicultural contemporary societies, as well as on multimodal texts.
School becomes the agent of a new literacy pedagogy. Both students and teachers are con-
sidered active agents of social change. Students can and should participate in change through
Design, a term introduced by the multiliteracies theory (New London Group, 1996), which
attempts to replace the traditional terms of “writing” or “written speech production”. It refers
to utilizing all available resources to construct and create a text (in terms of language). Design
is an active process that consists of searching for sources, choosing, combining, and merging.
The implementation of a Design process ensures the active participation of students in the
teaching process, while also offering students the opportunity to internalize and effectively
manage a variety of linguistic forms and meanings.

There are three dimensions to Design: designed, designing and redesigned. To produce
discourse, we design, drawing on the designed, i.e. on the conventions of the language we
speak. This is one of the sources or resources used in meaning production. The recipients
of a message redesign it as it is being received. When they attempt to produce new meanings,
“they redesign them based on what they believe they have understood and based on the
conventions they know to be associated with their personal view on the meanings they have
received” (Kalantzis, 1997, p. 12). Particular emphasis is placed on our ability to negotiate
the different worlds being created around us, based on the different texts and communication
situations they are associated with. Differences are used as productive sources; they are the
rule, not the exception. By approaching different languages, discourse types, ways of expres-
sion and approaches to language, students significantly benefit in terms of metacognitive
and metalinguistic skills, increasing their ability to take a critical stance towards complex
systems and their interactions (New London Group, 1996).

The concept of Design is implemented in the classroom during teaching in four aspects
that alternate turns: situated practice , over instruction , critical framing and transformed
practice. [A more recent work by members of the New London Group presents the following
relevant terms, in an expanded teaching framework: experiencing, conceptualising, analysing,
applying (Kalantzis, Cope & the Learning by Design Project Group, 2005)].

Situated practice/experiencing refers to utilising the students’ experience from texts of
their everyday life and social sphere, ensuring their interest and therefore their participation
in learning.
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Overt instruction/conceptualising, refers to the attempt to explain, by means of relevant
activities, the function of linguistic elements and mechanisms that help organise, construct
and comprehend a genre through metalanguage.

Critical framing/analysing, refers to the attempt to critically view a text by placing it in
the social and cultural context from which it emerges and in which it functions.

Transformed practice/applying, dictates that during the production of discourse, both oral
and written, the produced text should be transferred, adjusted and integrated in a communic-
ation and sociocultural context relevant to or different from the context of the original text.

Research Description

Research Objective
The present paper investigates the extent to which the new Greek elementary school language
arts textbooks (gradually introduced to schools from 2006 onwards) provide for the imple-
mentation of literary pedagogies and multiliteracies. More specifically, the paper attempts
to identify whether the offered options of texts and text-related activities are consistent with
the logic of the above teaching practices.

Research Questions

1. Do elementary school language arts textbooks offer students the opportunity to utilise
their experience from texts related to their everyday life and broader social sphere, thus
ensuring the students’ participation in the learning process (situated practice)? To which
extent?

2. Do text-related activities attempt to explain and illustrate the linguistic elements and
mechanisms that help one organize, construct and comprehend a genre through
metalanguage (overt instruction)? To which extent?

3. Do the texts attempt to urge students to position themselves critically by placing the
texts under study in their sociocultural context (critical framing)? To which extent?

4. During written or oral discourse production, are students encouraged to transfer, adjust
and integrate the produced texts in a sociocultural context, either relevant to or different
from the original context (transformed practice)? To which extent?

Methodology
In order to provide answers to the above questions, the researcher studied all texts and related
activities (both comprehension/analysis and discourse production) available in the 6th grade
elementary school language arts student textbooks (3 volumes). The 6th grade was chosen
because on the one hand the last grade of elementary school sums up the material of the
previous 5 years, while on the other hand it is in this year that students have to prepare
themselves for the increased linguistic demands of secondary education.

All texts presented were recorded and classified, while all activities of text comprehension-
analysis and text production were analysed and classified on the basis of the categories/cri-
teria described below, corresponding to different measurements. In order to conduct the ne-
cessary comparisons, measurements are estimated and presented in percentages.
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Categories for Recording, Classifying and Analysing the Texts Offered
for Comprehension-analysis

Categories in Terms of Situated Practice
This section investigates whether the teaching material includes all textual representations
of the students’ everyday life and whether elementary school language arts textbooks offer
students the opportunity to utilise their experience from texts that pertain to their everyday
life and broader social sphere, thus ensuring the students’ participation in the learning process.

In order to familiarise students with the main text types, the offered texts should demon-
strate a linguistic variety. They should include not only literature, but also texts from a broad
social sphere (press articles, advertisements, brochures, all types of instructions, maps, tables,
letters, journals, etc.). They should be authentic, and presented in their original form, when
possible.

All offered texts were classified according to the following parameters:

• whether they emerged from “authentic” communication circumstances and whether
they are presented in their original form

• whether they represent all discourse types available in the social sphere
• whether they represent all genres available in the social sphere
• whether they include texts that utilise new technologies in their presentation (multimod-

ality), as occurs in the broader social sphere

Text Authenticity

1 st Measurement

• Authentic texts
• Non authentic texts (constructed)

Initially, all texts offered for comprehension-analysis in the teaching material were classified
according to whether they had been produced in authentic communication circumstances
(authentic texts) or not.

Authentic texts included all texts that were not specifically constructed for the needs of
the language course, as well as all texts that kept their original form in the teaching material
(e.g. scanned texts).

Discourse Types Introduced to Students

2 nd Measurement

• Literary texts
• Informative texts
• Expressive texts
• Persuasive texts
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Texts were then classified in four categories, according to the discourse type to which they
belong, in order to see whether the teaching material includes all discourse types available
in the social sphere. Based on commonly accepted criteria, texts were classified in four cat-
egories: Literary texts include excerpts from novels, stories, poems, plays, etc., which focus
on linguistic expression, choices and style. Informative texts include press releases and art-
icles, encyclopaedia entries, technical texts, announcements, instructions, maps, etc. Express-
ive texts include journals, autobiographies, confessions, interviews, informal conversations,
etc. Persuasive texts include political and military leaders’ speeches, advertisements, etc.

Genres Introduced to Students

3 rd Measurement

• Narrative texts
• Descriptive texts
• Argumentative texts

The third classification concerns the genre of the taught texts, in order to see whether the
teaching material includes all genres of the social sphere. Based on commonly accepted
criteria, texts were classified in three categories: Narration includes fairy tales, myths, tradi-
tions, stories, novels, historical narration, etc. Description includes recipes, instructions,
regulations, announcements, literary or journalist description of places, people, processes
etc. Argumentation includes advertisements, speeches, etc.

Text Multimodality

4 th Measurement

• Non multimodal texts
• Multimodal texts

All texts offered for comprehension-analysis were classified according to whether they use
other semiotic modes (image, sound, movement, etc.) apart from or besides language (mul-
timodal texts), as shown in Picture 1, or whether they only use language (non multimodal).

The inclusion of multimodal texts in the teaching material shows that the authors took
account of students’ text representation, since a great number of texts in the social sphere
are now multimodal.

Multimodal texts include only texts that display an instrumental relationship between text
and image, e.g. newspaper articles, advertisements, comics, postcards, posters, maps, etc.
The measurement did not include texts that were simply illustrated, nor multimodal texts
that decorate the textbook, without any relevant instructions in either the Student’s or the
Teacher’s book, nor multimodal texts aiming to teach grammar phenomena.
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Picture 1: Student’s Book, 6th Grade, Volume 2, p. 50

Categories in Terms of Overt Instruction
This section investigates whether text-related activities attempt to explain and illustrate the
function of linguistic elements and mechanisms that help one organise, construct and com-
prehend a genre through metalanguage.

Relevant practices were sought in activities that illustrate how each genre is organised
and how linguistic elements construct the cohesion and style of each genre.

Overt Instruction Activities

5 th Measurement

• Overt instruction activities
• Other analysis activities

Overt instruction activities include the comprehension-analysis activities that promote student
awareness of genre superstructure (not simple content comprehension) and of the function
of the linguistic elements that compose each genre.
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Analysis Activities that Promote awareness of Genre Superstructure

6 th Measurement

• Activities of awareness of genre superstructure
• Content comprehension activities

The analysis activities include only the activities that bring out how each genre is organised,
not simple comprehension activities.

These activities included questions on the main structure points of a specific genre (nar-
rative, descriptive, etc.) or explicit references to the elements that students have to look for
in the text under study (see Picture 2).

Picture 2: Student’s Book, 6th Grade, Volume 1, p. 25

Activities that Promote Awareness of Functional Grammar

7 th Measurement

• Functional grammar activities
• System grammar activities

In a total of activities that promote awareness of morphosyntactic phenomena used in each
genre, this measurement distinguishes between the cases that concern the language system
structure and rules and the cases that concern their function and use in communication.
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The aim was to investigate the extent to which activities nurture the development of con-
scious control and use of linguistic elements to achieve style differentiation, text cohesion
and text differentiation (see Picture 3).

Picture 3: Student’s Book, 6th Grade, Volume 1, p. 26

Metalinguistic Description of Grammar Phenomena

8 th Measurement

• Metalinguistic description of functional grammar phenomena
• Metalinguistic description of system grammar phenomena

This measurement does not relate to activities. It distinguishes between cases of explicit in-
struction, through metalanguage, of the morphosyntactic phenomena that compose each
genre (see Picture 4), and cases of explicit instruction, through metalanguage, of their function
in a specific genre (see Picture 5).
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Picture 4: (Verb Tenses in a Narrative Text) Student’s Book, 6th Grade, Volume 1, p. 14

Picture 5: Student’s Book, 6th Grade, Volume 1, p. 57
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Teaching Multimodal Communication

9 th Measurement

• Multimodal text related activities attempting to teach other modes, apart from
language

• Multimodal text related activities not attempting to teach other modes, apart from
language

The next measurement includes the cases of multimodal text related activities that attempt
to teach other modes apart from language (e.g. image), during the comprehension-analysis
activities, since this practice is instrumental to multiliteracies (see Pictures 6 and 7).

Picture 6: Student’s Book, 6th Grade, Volume 3, pp. 85-86
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Picture 7: Student’s Book, 6th Grade, Volume 3, p. 20

Categories in Terms of Critical Framing
This section investigates whether the teaching material attempts to help students critically
view a text by placing it in the social and cultural context from which it emerges and in
which it functions (critical framing).

Of all the text analysis and discourse production activities, this measurement only includes
the activities that attempt to help students not only practice in decoding genre characteristics
but also realise the texts’ sociocultural impact (Collins & Blot, 2003; Kostouli, 2005; Kress,
1998), see Pictures 8 and 9.
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Critical Framing Activities

10 th Measurement

• Critical framing activities
• Other activities

Picture 8: Student’s Book, 6th Grade, Volume 1, p. 56
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Picture 9: Student’s Book, 6th Grade, Volume 1, p. 83

Categories in Terms of Transformed Practice
This section investigates whether students, during oral and written discourse production, are
encouraged to transfer, adjust, and integrate the product of their work in a communication
and sociocultural context relevant to or different from the context of the original text
(transformed practice).

Based on the above, this measurement investigates whether the teaching material allows
for communication and interaction activities on discourse production, and whether enough
time and support is devoted to the processing of the students’ written discourse.

Every discourse production activity (oral or written discourse) was classified according
to whether it poses or attempts to solve a communication problem different than the original
text. At the same time, the researcher investigated whether the activities defined the commu-

331

ANNA FTERNIATI



nication context of the text to be produced (mainly the audience and the aim regarding the
sociocultural context), which guides the text’s structure, organising and linguistic media.

This section also studied whether the textbooks offered a three stage process for written
discourse production, provided the necessary support/guidance, and encouraged communic-
ation activities with links to the social sphere, like interdisciplinary activities that promote
group work and cooperation in authentic communication circumstances.

Transformed Practice Activities

11 th Measurement

• Transformed practice activities
• Other discourse production activities

Of all discourse production activities, this measurement includes all written or oral discourse
production activities that pose a specific communication problem to be solved and define
the communication context of the text to be produced.

Oral Discourse Production Activities

12 th Measurement

• Oral discourse production activities in communication context
• Oral discourse production activities out of communication context

Of all oral discourse production activities, this measurement includes all activities that
pose a communication problem to be solved, while also defining the communication context
of the text to be produced (see Picture 10).
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Picture 10: Student’s Book, 6th Grade, Volume 1, p. 27

Written Discourse Production Activities

13 th Measurement

• Written discourse production activities in communication context
• Written discourse production activities out of communication context

Of allwritten discourse production activities, this measurement includes all activities that
pose a communication problem to be solved, while also defining the communication context
of the text to be produced (see Picture 11).
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Picture 11: Student’s Book, 6th Grade, Volume 1, p. 27

Written Discourse ProductionActivitiesGuiding the Three Stages ofWriting

14 th Measurement

• Written discourse activities guiding the three stages of writing
• Written discourse activities not guiding the three stages of writing

This measurement classifies written discourse production activities according to whether
they illustrate the three stages of writing: planning, producing a first version of the text, and
revising-editing the first version so as to produce a final text.

For the measurement, it was considered that activities offer guidance for the first stage
(that of planning a text) when the instructions refer to basic text characteristics (structure
elements and the right linguistic media to produce the specific genre), e.g. see Picture 12.

The measurement of activities offering guidance for the third stage (that of revising-editing
the first version of the text) included the tables offered at the end of the first unit of each
volume, which are valid for all written discourse production activities and offer instructions
on enhancing a text to produce a final version, as well as the revision tables at the end of

334

THE INTERNATIONAL JOURNAL OF LEARNING



each unit, which outline the basic text characteristics for the production of the genres taught
in the unit (see Picture 13).

Picture 12: Student’s Book, 6th Grade, Volume 1, pp. 84-85
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Picture 13: Student’s Book, 6th Grade, Volume 1, p. 37 and 22
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Interdisciplinary Activities

15 th Measurement

• Interdisciplinary activities in communication context
• Interdisciplinary activities out of communication context

Of all interdisciplinary discourse production activities, this measurement includes all
activities that pose a communication problem to be solved, while also defining the commu-
nication context of the text to be produced.

It was deemed important to investigate interdisciplinary activities separately from
other discourse production activities, since they require authentic language use and
links to society (see Picture 14).

Picture 14: Student’s Book, 6th Grade, Volume 2, p. 75
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Multimodal Text Production Activities

16 th Measurement

• Multimodal text production activities
• Non multimodal text production activities

This measurement classifies all text production activities according to whether the texts to
be produced have to be multimodal (e.g. instructions on text illustration, creation of comics,
posters, postcards, advertisements, drama, audio or video recordings, etc.; see Pictures 15
and 16) or not, since this practice is central to multiliteracies.

Picture 15: Student’s Book, 6th Grade, Volume 3, pp. 50-51
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Picture 16: Student’s Book, 6th Grade, Volume 3, p. 21

Findings1

The study on the research questions relates to the results of the corresponding measurements:

Measurements 1-4 (tables-graphs 1a, 1b, 1c and 1d) look into the 1 st research question:
Do elementary school language arts textbooks offer students the opportunity to utilise
their experience from texts related to their everyday life and broader social sphere,
thus ensuring the students’ participation in the learning process (situated practice)?
To which extent?

Table-Graph 1a: Text Authenticity

TotalNon ClassifiedNon AuthenticAuthentic
561154

100%2%2%96%

1 Special thanks to Myrto Markopoulou, a teacher and postgraduate student at the Department of Primary Education
of the University of Patras, for her precious help at processing the data of the present research.
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As can be seen in table-graph 1a, the vast majority of texts (96%) is “authentic”.

Table-Graph 1b: Discourse Types Introduced to Students

TotalLiteraryInformativePersuasiveExpressive
DiscourseDiscourseDiscourseDiscourse

56153254
100%27%57%9%7%

Table-graph 1b demonstrates that non literary texts (73%) are more than double the number
of literary texts (27%). Informative texts are dominant, while persuasive and expressive texts
are less frequent, as is also the case in the social sphere.

Table-Graph 1c: Genres Introduced to Students

TotalArgumentationNarrationDescription
5671039

100%12%18%70%
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Table-graph 1c demonstrates that descriptive texts dominate, followed by narrative texts
and then argumentative texts, as is also the case in the social sphere.

Table-Graph 1d: Multimodal Texts for Comprehension-analysis

TotalNon multimodal TextsMultimodal Texts
563224

100%57%43%

Table-graph 1d demonstrates that the teaching material includes a relatively large percentage
of multimodal texts for comprehension-analysis (43%), thus reflecting to a point the current
situation of contemporary society.

It is noted that in most cases multimodal texts combine language and image, with few
texts using another mode or presenting another mode on the printed page.

Measurements 5-9 (tables-graphs 2a, 2b, 2c, 2d and 2e) look into the 2 nd research
question: Do text-related activities attempt to explain and illustrate the linguistic elements
and mechanisms that help one organise, construct and comprehend a genre through
metalanguage (overt instruction)? To which extent?
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Table-Graph 2a: Overt Instruction Activities

Total Analysis ActivitiesOther Analysis ActivitiesOvert Instruction Activities
1616497

100%40%60%

Table-graph 2a demonstrates that a large percentage of analysis activities (60%) attempts to
bring out how each genre is organised and how linguistic elements construct the cohesion
and style of each specific genre.

Table-Graph 2b: Analysis Activities that Promote Awareness of Genre Superstructure

Total ActivitiesContent Comprehension
Activities

Activities of Genre Super-
structure Awareness

775027
100%65%35%

Table-graph 2b demonstrates that a significant percentage of analysis activities (35%) attempts
to bring out how each genre is organised.
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Table-Graph 2c: Activities that Promote Awareness of Functional Grammar

Total Grammar ActivitiesSystemGrammarActivitiesFunctional Grammar
Activities

592336
100%39%61%

Table-graph 2c demonstrates that a large percentage of morphosyntactic awareness activities
(61%) attempts to bring out their function and use in communication.

Table-Graph 2d: Metalinguistic Description of Grammar Phenomena

TotalSystemGrammarActivitiesFunctional Grammar
Activities

25124
100%4%96%

Table-graph 2d demonstrates that almost all cases of explicit instruction, through metalan-
guage, of the morphosyntactic phenomena that compose each genre refer to their function.
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Table-Graph 2e: Teaching Multimodal Communication

Total Multimodal Texts for
Analysis

Multimodal Text Related
Activities not Attempting do

Multimodal Text Related
Activities Attempting to

not Attempt to teach other
Modes

Teach other Modes, Apart
from Language

24168
100%67%33%

Table-graph 2e demonstrates that the multimodal text related activities that actually attempt
to teach multimodal communication do not display a very large percentage (33%).

Measurement 10 (table-graph 3) looks into the 3 rd research question: Do the texts
attempt to urge students to position themselves critically by placing the texts under
study in their sociocultural context (critical framing)? To which extent?

Table-Graph 3: Critical Framing Activities

Total Genre Analysis and
Discourse Production
Activities

Other ActivitiesCritical Framing Activities

14413113
100%91%9%
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Table-graph 3: Demonstrates that the Percentage of Critical Framing Activities is Quite Low
(9%)

Measurements 11-16 (tables-graphs 4a, 4b, 4c, 4d, 4e and 4f) look into the 4 th research
question: During written or oral discourse production, are students encouraged to transfer,
adjust and integrate the produced texts in a sociocultural context, either relevant to or different
from the original context (transformed practice)? To which extent?

Table-Graph 4a: Transformed Practice Activities

Total Discourse Production
Activities

OtherDiscourse Production
Activities

Transformed Practice
Activities

1172691
100%22%78%

Contrary to critical framing, the measurement of transformed practice activities reveals a
great percentage of activities (78%) that pose a communication problem to be solved, while
also defining the communication context of the text to be produced.

Table-Graph 4b: Oral Discourse Production Activities

Total Oral Discourse Pro-
duction Activities

Activities out of Communic-
ation Context

Activities inCommunication
Context

481434
100%29%71%
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The separate measurement of oral discourse production activities indicates a great percentage
of activities (71%) posing a communication problem to be solved, while also defining the
communication framework of the text to be produced.

Table-Graph 4c: Written Discourse Production Activities

Total Written Discourse
Production Activities

Activities out of Communic-
ation Context

Activities inCommunication
Context

531142
100%21%79%

The separate measurement of written discourse production activities indicates a great per-
centage of activities (79%) posing a communication problem to be solved, while also defining
the communication context of the text to be produced.

Table-Graph 4d: Written Discourse Production Activities Guiding the Three Stages
of Writing

Total Written Discourse
Production Activities

Activities not Guiding the
Three Stages of Writing

Activities Guiding the three
Stages of Writing

531142
100%21%79%
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The measurement of written discourse production activities that illustrate the three stages
of writing reveals that a great percentage of activities (79%) provides students with instruc-
tions on planning and processing the produced discourse.

Table-Graph 4e: Interdisciplinary Activities

Total Interdisciplinary
Activities

Activities out of Communic-
ation Context

Activities inCommunication
Context

16115
100%6%94%

The separate measurement of interdisciplinary activities indicates that the vast majority of
the activities (94%) pose a communication problem to be solved, while also defining the
communication framework of the text to be produced.

Table-Graph 4f: Multimodal Text Production Activities

Total Discourse Production
Activities

Nonmultimodal textProduc-
tion Activities

Multimodal Text Production
Activities

1178136
100%69%31%
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Table-graph 4f demonstrates a significant percentage of multimodal text production activities
(31%); however, this is lower than the percentage of multimodal texts offered for compre-
hension-analysis (43%).

Conclusions
The present paper investigates whether the new elementary school language arts textbook
(in this case 6th grade) allow for the implementation of literacy pedagogy andmultiliteracies
practices in language arts teaching. More specifically, the study attempts to determine
whether the choice of texts and related activities (comprehension-analysis and discourse
production) features the logic of the above teaching practices.

The present paper indicates that the teaching material of the new elementary school (in
this case, 6th grade) language arts textbooks consists of texts that feature a linguistic variety
and are able to ensure the students’ interest and participation in their learning, while also
introducing them to main discourse types and genres (situated practice).

To a significant extent, the teaching material includes the textual representations of the
students’ everyday life, thus conforming to literacy pedagogy and multiliteracies practices.
The texts the students are taught or asked to produce cover a wide range of genres (description,
narration, argumentation) and types (articles, journals, instructions, informative and literary
texts, advertisements, interviews, stories, etc.). The teaching material takes account of new
technologies in communication to a significant extent.

In terms of overt instruction, there has been a great effort to explain and illustrate the
function of linguistic elements and mechanisms that help us organise, compose and compre-
hend a genre through metalanguage.

To a great extent, the research revealed practices that bring out how each genre is organised
and how linguistic elements construct the cohesion and style of each genre.

However, the researcher recorded few activities that urge students to critically view a text
by placing it in the sociocultural framework in which it was produced and in which it functions
(critical framing). The low number of practices promoting awareness of text characteristics
in different sociocultural communities means that students hardly exercise the skills necessary
to realise the texts’ sociocultural impact, apart from decoding genre characteristics.

In terms of transformed practice, the paper indicates that discourse production encourages
students to transfer, adjust and integrate the texts they produce in communication and so-
ciocultural contexts that are relevant to or different than the original text.
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To a significant extent, the teaching material allows for communication and interactive
activities on discourse production, providing students with sufficient time and support to
process their written discourse. Most discourse production activities pose or solve a commu-
nication problem different than the original text. At the same time, the activities set the
communication framework of the text to be produced, providing guidance regarding its
structure, organising, and linguistic media.

Most written discourse production activities allow for a three stage process and provide
the necessary support/guidance. Finally, the teaching material encourages communication
activities with links to the social sphere, promoting group cooperative work in authentic
communication circumstances, in the form of interdisciplinary activities.
In conclusion, it could well be argued that the main options of the current elementary

school language arts textbooks are aligned with the principles of contemporary didactics of
language arts and implement contemporary education views and practices.

It appears that teaching offers sufficient opportunity for the implementation of literacy
pedagogy and multiliteracies practices, to a certain extent promoting the development of the
skills necessary for the above teaching practices, with the exception of skills in terms of
critical framing.

It should however be noted that the implementation of multiliteracies practices is not an
explicit objective of the curriculum or guidelines for the written teaching material of element-
ary school language arts; in fact, the term is not even mentioned.

The indications emerging from the present research could be used for future improvements
on language arts and its teaching material, so as to help students meet the needs of their new
sociocultural environment.

It should also be stressed that for these objectives to be achieved it is necessary that edu-
cators realise the need to adopt a new way of teaching, oriented towards the development
of strategies that nurture the students’ textual communication skills. It is therefore necessary
to provide educators with training on relevant issues and practices, urging them to reflect
on new approaches to literacy development.
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