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Note from the Editors
It is our distinct pleasure to present this volume on Engaging in Change: New
Perspectives of Teaching and Learning. The volume is a collection of selected papers
from the Second Applied Linguistics and Language Teaching (ALLT) Conference that
was held from 7 to 9 March 2019 at Zayed University, Dubai, United Arab Emirates.
The papers selected for inclusion showcase contributions that document theory,
research, and pedagogy within the field of ALLT in the Arab Gulf and beyond.
The volume is divided into five sections. The first section addresses issues on Teaching
of Language Skills and Subskills and comprises four chapters. In Chapter One, Erna
Grcic focuses on the teaching of reading skills, providing a brief overview of the
development of reading instruction methodology and emphasizing key research-based
reading comprehension strategies that highlight the features of culturally responsive
instruction. Erna’s ultimate goal is to facilitate teaching by providing insights into the
relevant aspects of reading instruction which seek to build on students’ background,
include dialogic instruction and require the development of high-level thinking skills.
In Chapter Two, Hedieh Najafi suggests a new strategy to teach summaries to second
language learners at an English medium institution of higher education. She discusses
the theoretical framework of her suggested strategy and shows how to implement this
strategy in the EFL/ESL classroom. Hedieh includes a sample tool that can be used in
the language classroom when the proposed strategy is used and briefly discusses its
potential criticism. In Chapter Three, Nadjouia Raoud advocates deductive grammar
instruction being implemented in EFL curricula, proposing ways in which it might be
implemented successfully in EFL classrooms to help learners increase grammatical
accuracy without hindering their communicative potential. In the last chapter of this
section, Chapter Four, Peter Davidson sheds light on an on-going controversial issue,
questioning the efficacy of the feedback teachers provide to improve the writing skills
of ESL/EFL learners. In this paper, Peter evaluates a number of different methods for
giving feedback on students’ writing in order to determine whether some are more
effective than others. He argues that providing feedback can be effective, but its
effectiveness depends on how and when the feedback is provided, and whether or not
students are ready to use the feedback they receive in a meaningful way.
Section Two is concerned with Student Engagement, Motivation and Wellbeing. In
Chapter Five, Mangala Jawaheer investigates whether a board game, Snakes and
Ladders can motivate EFL/ESL learners and increase their level of engagement in
the classroom. Mangala explains how quantitative and qualitative data were collected
to provide evidence for the effectiveness of this game to analyse as well as respond
creatively and critically to the study of poetry at lower secondary level. In Chapter Six,
Olga Campbell-Thomson reports on the findings of a study on the implementation of
interteaching in a language communication module taught at a technical college. She
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describes the design of an instrument for measuring the impact of interteaching on
student engagement in learning, integrating a three-dimensional model of engagement
(emotional, behavioural and cognitive) and the construct of social validity comprising
of goals, procedures and outcomes. In Chapter Seven, Tania Al Aghar’s work stems
from the idea that many learners experience some level of stress while preparing for
exams. While appropriate levels of stress can enhance students’ memory, attention and
motivation, as well as lead to improved test performance, stress can be debilitating
when its level exceeds reasonable standards. Tania’s aim is to assist educators to
achieve three purposes: a) identify the main symptoms and factors that are associated
with test anxiety, b) identify the types of test-anxious students and c) identify some of
the most successful tips for managing and helping test-anxious students.
Section Three of this volume focuses on Curriculum Development and Pedagogy
and comprises two chapters which cover aspects of using task-based teaching and
textbook development. In Chapter Eight, Ali Shehadeh, Maha Alhabbash, Najah
Al Mohammadi, Safa AlOthali and Xu Liu report on two small-scale exploratory
implementations of task-based language teaching (TBLT) in two different EFL
educational settings in the UAE, an intermediate school setting and a university setting.
The researchers compare between the settings through observing the process of TBLT
implementation. Data were collected through observations based on four major criteria
of TBLT implementation: a) Characteristics of Task, b) Instructional Implementation,
c) Classroom Environment and d) Challenges of Implementation. They provide
evidence that suggests that the process of implementing TBLT was successful, flexible
and adaptable in both contexts in accordance with the four criteria above despite
some minor differences between both settings. Chapter Nine, by Perizat Yelubayeva,
Gulzat Berkinbayeva, and Dameli Alimbayeva, stems from the idea that designing
textbooks in the context of intercultural communication is a new tendency in language
education in Kazakhstan due to the ongoing integration processes of the Republic in
the international arena. Their paper analyzes research on the structure of contemporary
textbooks and looks into methodologies of developing textbooks to achieve three
purposes: a) to form students’ multidimensional perception about themselves in the
modern world and prepare them to live in a multicultural society in accordance with
democratic values; b) to teach students to think critically, to tolerate other points of
view, respect their own history and cultural heritage and those of others; and c) to train
students to analyze controversial issues.
The volume includes two chapters in Section Four, English Language Teaching and
Technology. In Chapter Ten, Rania Jabr aims at sharing ways to create a digital
learning community in class, where learners become tech savvy. Rules for creating this
proposed digital community are shared, and the use of a number of essential tech tools
is demonstrated. Rania’s goal is twofold: 1) to contribute to preparing a 21st century
community of teachers who incorporate technology to present content and apply their
8
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lesson objectives, and 2) to create a learning experience for EFL/ESL learners which
is both richer and more memorable than traditional classrooms. In Chapter Eleven,
Yahya Al-Khoudary explores learners’ attitudes towards technology integration
in an ESL classroom, focusing on the feasibility of utilizing Google Classroom as
a supportive tool in a conventional classroom at a Gulf university. Yahya collected
qualitative and quantitative data, providing evidence that blended instructional strategy
assists English language learning and can be equally used as a reinforcement strategy
in ESL classrooms.
Section Five, the last section in this volume, is about Language-Based and ClassroomBased Research. In Chapter Twelve, Sahara Khan and Wasima Shehzad consider
language as a strong medium for representing ideas, thoughts and identity. Media,
through language, represents identities whether in a positive, negative or neutral
manner. This research paper explores the language of Western movies to check how
Pakistani identity has been represented. Language was assessed through Fairclough's
10-question model and focused mainly on the vocabulary component. Through analysis
of the language of three different movies, it was concluded that Western movies
represented Pakistani identity in a negative light. In Chapter Thirteen, Sanja Vicevic
Ivanovic sheds light on the developmental patterns of language learning strategies
among young Croatian learners of French and German. The empirical research was
based on two rounds of data collection through structured interviews with 21 young
learners. The analysis revealed that memory strategies are the first to emerge while
social strategies develop afterwards, accompanying other language learning strategies.
Language learning strategy development is considered in view of the teaching practice
and the challenges that might be encountered in future studies. In Chapter Fourteen,
Rula Yazigy addresses Content and Language Integrated Learning (CLIL) models and
curriculum and presents advantages of the implementation of CLIL in the classroom.
The study focuses on the Lebanese context where Arabic is the native language and
English is a foreign language used as the medium of instruction in a large number
of private schools. The study aimed to find out the perceptions of three groups of
EFL educators in Lebanon: university professors, PhD candidates and teachers. The
questionnaire used to elicit the respondents’ perceptions is based on the four principles
of CLIL, or the 4 Cs: content, cognition, communication, and culture. The responses
obtained show positive attitudes to the incorporation of CLIL in the EFL curriculum
and classroom.
All papers included in this volume were subject to a rigorous selection process through
a double-blind peer review that involved a panel of both regional and international
experts. Following the initial review, the 14 chapters presented here were selected and
underwent further review and editing before being accepted and published in this book.
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Section One:
Teaching of Language Skills and Subskills
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Chapter 1
What is Culturally Responsive Research-Based
Reading Instruction?
Erna Grcic
Al Mawakeb School Garhoud, United Arab Emirates

Abstract
The debate about how to teach reading has been going on for more than a century.
Reading instruction methodology has undergone a myriad of changes from 19th-century
letter recognition drills, to phonics-centred instruction that came into vogue in the late
1960s, to the dramatically different, meaning-based, “whole language” instruction in the
1980s, and the immediately opposing “balanced literacy” approach in the mid-1990s.
All of these together birthed the nowadays most commonly used research-based reading
instruction, which, due to the increasingly diverse, multilingual, multicultural, inclusive
classroom contexts, is further evolving in terms of its cultural responsiveness. Essentially,
reading is comprehending, and how much of the text the readers comprehend depends
on a number of internal and external variables. This paper will provide a brief overview
of the development of reading instruction methodology, with emphasis on key researchbased reading comprehension strategies that also highlight the features of the culturally
responsive instruction. The ultimate goal is to facilitate teaching by providing insights
into relevant aspects of reading instruction which seeks to build on students’ background,
includes dialogic instruction, and requires the development of high-level thinking skills.

Introduction
Mastery of skills related to working with culturally diverse students is imperative in
the contemporary classrooms. Students’ culture, individuality, and intellect are not
easily separated attributes. They all need to be taken into consideration during the
educational process. Comprehensive understanding of cultural diversity forms the
foundation for effective development of intellectual capabilities in students. Culturally
responsive instruction recognises and caters to the natural diversity of competence.
Teaching is most effective when factors such as prior experiences and ethnic and
cultural backgrounds are included in its implementation while relying on instructional
strategies designed to build on students’ competencies.
14
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Literature Review
Reading instruction is an extensively researched scholarly topic. For the purpose of
this paper, a wide range of texts was narrowed down and divided thematically into
sources dealing with research-based reading instruction and cultural responsiveness
respectively, and sources that tackle both aspects of the subject simultaneously.
McIntyre, Hulan, and Layne (2011) base their model of instruction on critical
components of reading and the specific strategies that have been proven by welldesigned studies to have a positive effect on student learning. Their theory revolves
around instruction strategies that build on students’ background and mother tongue,
rely on dialogic instruction, and set up high expectations that require high-level
thinking skills. Teachers need to rely on their knowledge of students as a tool that,
when combined with research-based reading instructional practices, becomes “an
indispensable aspect of effective literacy instruction” (McIntyre et al., 2011, p. 2). The
presented model seeks to take the best features of past approaches and combine them
with current models of instruction in order to focus on the individual and cultural needs
of diverse populations of students in contemporary classrooms. The model includes
the US National Reading Panel’s (NRP) five topic areas of an effective reading
program – phonemic awareness, phonics, fluency, vocabulary, and comprehension –
as well as topics that support reading, such as writing and new literacies, which are
supported by multicultural literature and activities that connect the learners’ cultural
background experiences with new texts and concepts. McIntyre et al. (2011) rely on the
extensive research conducted by the Center for Research on Education, Diversity, and
Excellence (CREDE) at the University of California, Berkeley, which has discerned
patterns in approaches and strategies that have proven to be the most effective with
students. The primary focus of the model is on expert reading instruction, with the
purpose of enabling teachers to adapt their instruction to complement students’ cultural
backgrounds, language patterns, and interests.
Algozzine, O’Shea, and Obiakor (2009) target the reading difficulties in students with
culturally and linguistically diverse backgrounds by combining best practices supported
by research with culturally responsive instruction. In addition to the five target areas
identified by the NRP as the essential components of reading instruction, their model
also relies on the reading scores from the National Assessment of Educational Progress
(NAEP) in order to identify the prevalence of reading problems in older students, which
manifest more acutely in students from diverse linguistic and cultural backgrounds
who have shown to read significantly below grade level proficiency requirements.
Algozzine et al. (2009) aim to help teaching professionals support the growing number
of students from diverse backgrounds by relying on content and procedures of culturally
responsive literacy instruction, relevant culturally responsive research, and a range of
interventions that support the abovementioned five critical areas of reading instruction.
15
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Shade, Kelly, and Oberg (1997) present a culturally responsive teaching philosophy
grounded in the belief that learners come to school with knowledge, they must learn
independently, the teacher is seen as a guide, learners must experience knowledge
in order to learn, and learning is “assimilation, incorporation, integration, and
internalization of ideas and concepts” that results in a change in behaviour (p. vii).
They foreground research findings in order to demonstrate the need for cultural
responsiveness and provide teachers with strategies and suggestions that can be used
and adapted in classrooms in order to engage students in the learning process so that
they can increase their academic performance.
Taylor and Sobel (2011) are interested in teachers’ cognition and behaviours relevant
to their preparation for work with students coming from a broad diversity of abilities
and cultural backgrounds. They aim to smoothly connect the theoretical and research
foundation of culturally responsive pedagogy and practical applications of this
pedagogy by providing a complex and comprehensive mix of theory, research, and a
conceptual framework for reflecting on cultural responsiveness.
Pirbhai-Illich, Pete, and Martin (2017) question whether cultural inclusion can be
achieved without a considerable transformation in the structures and conventions
of schooling and whether cultural inclusion merely implies assimilation rather than
independent agency and self-determination. They rely on academic research from
Commonwealth countries and Africa and Brazil in order to share diverse educational
narratives, address various educational outcomes, and provide cross-cultural
methodological insights for teaching marginalised groups.
McNamara (2007) focuses on cognitive processes involved in comprehension and on
techniques and strategies, such as mnemonics and questioning strategies, that have
been shown empirically to be effective in helping readers improve their ability to
comprehend text. Moreillon (2007) aims to help educators develop coteaching strategies
that involve collaboration with librarians, other teachers, administrators, and families
to create a dynamic learning community where everyone is invested in everyone else’s
success by expounding on reading comprehension strategies and providing resources
and sample lesson plans. Stone (2009) provides exemplary teaching practices from
award-winning teachers dealing with motivation, development of reading skills,
reading literature across the curriculum, and differentiated instruction.
The proposed model of instruction is based on the knowledge of the students’
background and high-quality research-based reading instruction. It is necessary
to adapt expert reading instruction to complement students’ various individual and
cultural needs and employ culturally responsive philosophies that enable teachers
to support students from diverse backgrounds and to provide them with strategies to
actively engage those students in the learning process. A highly selective approach to
literature and educational resources is necessary in order to provide teachers with the
16
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essential knowledge and tools to connect the theoretical aspect of culturally responsive
teaching pedagogy with its practical applications in the classroom.

Methodology
Educational professionals are bombarded by heavy terminology on a daily basis. In
order to enhance their performance and boost the quality of instruction provided in
bustling classrooms, it is necessary to provide a systematic overview of targeted, most
effective teaching strategies and place emphasis on best practices. For the purpose
of this paper, qualitative methods were employed in order to define, contextualise,
and gain insight into the role of cultural responsiveness in research-based reading
instruction.
In order to get better insight into the possibilities for better use of research data and
cultural responsiveness in reading instruction in classrooms, an in-depth research was
conducted into the history of reading instruction from the late 19th century until the
present, outlining the developments that led to the culturally responsive research-based
reading instruction and emphasizing some of the best practices. Data was gathered
primarily from privately sourced textbooks. The search was limited to texts that had
been peer reviewed and had available references. The copious amount of written data
was sifted through, and texts were categorised and segmented according to the focus
and the subject matter; only those parts referring to reading instruction were employed
for the purpose of this research. The final selection of eight textbooks is presented in
the above literature review and referenced at the end of the article.

Findings and Discussion
Reading Instruction through History
Learning how to read has been educators’ central preoccupation for more than a
century, since literacy has taken a pivotal role in the development and success of most
civilizations. Early on, everything revolved around the alphabet, and students were
drilled on letter recognition as the way to teach reading. They were also required to
memorise Biblical verses, poems, and entire passages in order to recite them fluently,
and the ultimate proof of one’s reading ability was reading or reciting in front of other
students and community members.
Later on, in the 19th century, with the rise of industrialisation and the development
and popularisation of both poetry and the new literary form, namely, the novel,
reading gained a completely new dimension: it was there to, in the words of Sir Philip
Sydney, “teach and delight,” that is, people started reading both for information and
as an entertaining pastime. Therefore, reading instruction needed to catch up with the
times, and in the early 20th century the whole-word method came into vogue, whereby
students, instead of memorising just letters and sounds, relied on memorisation of
entire words (McIntyre et al., 2011).
17
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The whole-word method was used for decades and from it sprung new approaches that
reflected the methodology, such as the basal reading program. This model required
the students to read levelled texts that were increasingly challenging as their skills
developed. The approach involved vocabulary memorisation and text-dependent
comprehension questions. Importantly, these texts did not allow much space for
establishing connections with the learners since they were often “filled with depictions
of families that were not commonplace even then: white children and their parents who
lived in suburban neighbourhoods with the mother at home, two or three children and
a dog” (McIntyre et al., 2011, p. 2).
In the latter half of the 20th century, reading instruction began to rely more on research
findings from the field of linguistics. Thus, the 1960s saw the rise of phonics-focused
reading instruction referred to as the “code-emphasis approach” since the students
were taught “the code” or letter-sound relations (McIntyre et al., 2011, p. 2). Then it
was discovered that readers use multiple cues simultaneously to process information
and derive meaning from written text including their knowledge of the world and
their personal experiences. Greater importance was placed on the role of motivation
and interest. Meaning-based instruction using literature, rather than levelled basal
readers, was becoming increasingly popular. This approach radically changed reading
instruction. Teachers who used it were viewed as the pioneer creators of independent
readers and writers, and this kind of instruction was dubbed “whole language”
instruction since it had been the most wholesome approach so far (McIntyre et al.,
2011, p. 3).
Whole-language instruction revolved around using high-quality literature as the
primary tool; however, there was a lot of debate regarding the role of skill instruction,
which was pushed into the margins as something that was claimed to come naturally
through reading. Classes were interesting, yet there was little focus on student learning,
participation was not taught explicitly, and the role of phonics was entirely unclear,
which led to the replacement of whole language instruction with balanced literacy in
the mid-1990s. Balanced literacy instruction combined meaning-centred reading with
explicit skill instruction; however, studies showed that learners were still not benefiting
entirely, and the reason seemed to be the fact that the resources used for instruction did
not directly address the learners’ cultural background (McIntyre et al., 2011).
All of the abovementioned developments eventually birthed what we nowadays know
as “research-based reading instruction.” In 2000, the NRP reported that five key areas
must be addressed by the reading instruction: phonemic awareness, phonics, fluency,
comprehension, and vocabulary, and that strategies used to address these areas needed
to be research-based. That means that the success of these instructional strategies and
approaches needs to have been supported by a strong research base.
18
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Culturally Responsive?
There is no simple and straightforward answer to the question of what constitutes
culturally responsive instruction. The impact of competitive, Western-dominated
market forces on organisational strategies and growth should not be the defining
argument in the creation of a consistent learning experience for ethnically diverse
students (Pirbhai-Illich et al., 2017). Culture is the complex whole that consists of
the knowledge beliefs, morals, habits, customs, art, law, and other capabilities that
we acquire as members of a society; it is multifaceted, dynamic, shared, learned, and
transmitted from one generation to another (Taylor & Sobel, 2011). Each student
approaches each learning task with her or his own individual viewpoint about ideas, the
world, and the learning task itself (Shade et al., 1997). Culturally responsive teaching
is designed to combat the issues of inconsistencies in teaching students of diverse
cultural backgrounds by “acting as an enabler for teaching methods that allow for
the use of cultural characteristics, experiences, and perspectives of culturally diverse
students as conditions for teaching them more effectively” (Pirbhai-Illich et al., 2017,
p. 33). Therefore, rather than being a set of specific strategies, cultural responsiveness
is a perspective that permeates all that a teacher does.
All learners, whether native speakers or language learners, eventually apply their
language knowledge, their world knowledge, and their background knowledge to make
sense of the written text (Taylor & Sobel, 2011). However, there are certain principles
that have been agreed upon by all scholars on culturally responsive instruction,
including the results of research conducted by the Center for Research on Education,
Diversity, and Excellence CREDE at the University of California, Berkeley (McIntyre
et al., 2011). These principles involve connecting curriculum to students’ background,
building from students’ home languages to learn academic English, providing plentiful
opportunities for dialogic instruction, maintaining rigour in the curriculum so as to
develop and foster high-order thinking skills, attending to classroom discourse,
providing enough wait-time, and scaffolding and varying questioning techniques.
Students are thus asked to employ the strategic thinking and competences they have in
areas outside of school when handling academic tasks.
Research-Based and Culturally Responsive?
According to McIntyre et al. (2011), a culturally responsive research-based reading
instructional model is built on the premise that when instruction is “meaningful,
challenging, collaborative, dialogic, and connected to the students’ home and
community experiences, students achieve more” (p. 16). Research-based culturally
responsive instruction seeks to adopt the very best features of past approaches and
combine them with the approaches necessary for today’s multicultural, multilingual,
inclusive classroom contexts. Attention is paid not only to teaching strategies but
also to classroom discourse, the teacher-student and student-student interactions that
19
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are vital for the creation of classrooms that are respectful, uplifting, motivating, and
challenging. By relying on the knowledge of their students, teachers can build the
curriculum so as to establish connections with the students’ cultural environment while
assisting them in developing comprehension skills.
In order for instruction to be successful, while focusing on student engagement and
productiveness, emphasis has also to be placed on the rigour of the curriculum. A
rigorous curriculum focuses on high expectations and problem solving, while
providing regular feedback, celebrating progress, and relying on “uplifting curricular
materials grounded in students’ experiences” (McIntyre et al., 2011, p. 16). The
lessons are not merely there to make students feel comfortable; they are intended to
place high expectations before them so as to motivate and propel their development
by implementing strategies such as wait time, equitable turn taking, critical thinking
questions, and expert scaffolding during instructional conversations, which are both
research-based and culturally responsive.
Reviews of research on reading instruction categorised instructional strategies that
occur before, during, and after reading, and showed that certain tools that teachers used
helped readers understand more (McIntyre et al., 2011, p. 114). The NRP provided an
overview of reading comprehension strategies that have been proven through a number
of research studies to increase students’ comprehension. The NRP recommended that
teachers focus on several key research-based strategies that include predicting and
activating prior knowledge, inferencing, questioning, thinking aloud, summarising,
understanding text structures, and using text conventions. Emphasis is placed on
the role of cooperative learning; on tools such as graphic organisers and conceptual
maps that guide readers in activating their prior knowledge and break the text so as to
organise it in a way conductive to learning; on questioning self, the author, and the text
during the entire reading process; and on incorporating multi-ethnic and multicultural
literature into the literature-based instruction.
Cooperative Learning
Group work and dialogic instruction play a central role in teaching comprehension,
since they allow the teacher to engage the students in deep dialogue which will boost
their understating of the material. Students learn more easily from each other and
should be provided with multiple opportunities to work in pairs and small groups. The
teacher’s role as a facilitator who is there to clarify misconceptions, enhance academic
talk, and provide guidance rather than instruct directly comes to the foreground during
this kind of independent work.
Comprehension strategy instruction is often best conducted in pairs and small groups
for dialogic instruction. When teachers focus on the reader, the activity of reading, and
the text, they can plan instruction that is appropriately rigorous for all learners. The
weaving of research-based reading instruction and culturally responsive instruction can
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be achieved when teachers commit to both agendas (McIntyre et al., 2011). Strategies
that utilise cooperative learning bolster self-esteem, contribute to a safe classroom
environment, and recognise multiple intelligences and diverse learning styles since
they allow the teacher to plan the structure of the groups and to assign student roles
based on strengths and areas for development so as to enable all students to contribute
to and benefit from the work of the entire group. It also gives the teacher the opportunity
to have students with different backgrounds work together and to group students
with peers with whom they might not work of their own choosing, thus promoting
how different people can have different views and ideas based on their individual
experiences and cultural backgrounds while they all work on the one common goal
(Algozzine, O’Shea, & Obiakor, 2009).
Strategies for enhancing academic talk during pair and group work need to be
conducted so as to boost student engagement rather than discourage it. Strategies
such as Think-Pair-Share that allow students thinking time contribute to the feeling
of comfort and safety within a classroom and are much more productive for student
engagement. Numbered Heads Together is a strategy similar to Think-Pair-Share,
whereby each student in a small group receives a number and, after an appropriate
wait time during which the students discuss the task or question at hand as a group,
one number is called randomly to share the group response. The strategy protects the
students’ confidence, while promoting accountability during whole-group discussions
(McIntyre et al., 2011). In strategies such as the Roundtable a single piece of paper, on
which each student responds to a question, is passed around a small group. A similar
strategy is Graffiti, whereby each small group is provided with a large piece of paper
and a marker, and they respond to a question or topic by writing words and phrases on
the poster. Jigsaw enables members of a small group to become “experts” on a different
aspect of a topic, while during a Group Investigation students plan and carry out a
project within a small group by deciding what to investigate, what each member’s task
will be, and how the information will be presented to the class (Algozzine et al., 2009).
Graphic Organisers
Learners must make high-quality, relevant connections about the text to derive meaning
from their reading and to internalise the text (Stone, 2009). Establishing visual and
palpable connections among content areas contextualises the learning and makes it
more relevant since it renders both the language and the content more accessible to
students. When text alone is not enough to comprehend the material, effective use
of graphic organisers, such as concepts maps, Venn diagrams, sequencing diagrams,
etc., can demonstrate connections with other content areas and allow students to see
similarities and differences between various concepts. The use of a variety of visual
aids, including pictures, diagrams, and charts, has proven to be very helpful to all
students and especially to ELL students (Algozzine et al., 2009).
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Skimming the Surface or Diving Deep: Literature-Based Instruction
When writing, authors consider the knowledge that readers bring into the literary
experience. They leave clues to guide the readers throughout their reading journey
and rely on them to “flesh out their texts by making connections between clues and
readers’ own background knowledge, values, and beliefs” (Moreillon, 2007, p. 77).
When reading a text, readers go through a meaning-making process and create an
understanding of what is being read whereby they construct a mental representation
of the information in the text, which can be accessed when needed later on. The
comprehension is considered successful if it is coherent enough to account for all the
information presented explicitly in the text. Nevertheless, there are different levels of
comprehension often referred to as “literal” versus “inferential comprehension” or the
shallow, or superficial, versus the in-depth comprehension (McNamara, 2007, p. 267).
The deeper understanding of a text requires critical reading, analysis, and inferencing,
and it relies on connections between the text and relevant knowledge of the world
beyond the text, where cultural responsiveness plays a major role.
The importance of prediction and inferencing in comprehension stems from the
transactional nature of reading, whereby reading is perceived as a transaction between
the text, the readers, and the context in which the work is experienced (Moreillon, 2007,
p. 77). This leads to the conclusion that every experience of a text, every interpretation,
is unique and personalised due to the role of the reader and her or his background
knowledge. Comprehension instruction lends itself to culturally responsive instruction
probably more than any other component of reading instruction. Teachers can design
literature engagements that foster personalised interpretations by using a reading
transaction framework that allows for multiple interpretations and that incorporates
literature that has a connection with the students’ cultural heritages. By sharing their
individual responses to a piece of text during a discussion or within literature circles,
students learn that there are multiple perspectives that can “mirror and enrich, or
contradict or contrast with, their own interpretations of a work” (Moreillon, 2007, p.
77). The establishing of such a collaborative social context and communication channel
within a classroom is essential for developing students’ language and literacy skills
since it gives readers a place for engaging in discussions and sharing interpretations.
Student Team Literature (STL) is a strategy designed to enhance middle school
students’ motivation while improving their deep comprehension and understanding of
good literature (Algozzine et al., 2009, p. 130). Deeper level comprehension involves
making complex inferences that go beyond the explicit information in the text to link
the material within the text to relevant prior knowledge of the world in order to arrive
at the central idea of the passage (McNamara, 2007, p. 269). STL relies on the use
of award-winning novels, high-order thinking activities, and cooperative learning
to create a motivating environment for reading. Teachers introduce novels with
discussions of relevant background knowledge, genre, and vocabulary and students
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work in cooperative learning teams as they read. Activities include (a) partner reading
(silent reading first, then reading out loud with a partner), (b) treasure hunts (higherorder question guides), (c) word mastery (pronunciation practice in pairs, then writing
‘context clue’ sentences), (d) story retelling (students summarize stories in their own
words), (e) story-related writing (writing in response to prompts about the reading), (f)
extension activities (cross-curricular research, fine arts, dramatics, and media activities
as an exploration of themes in the books), (g) tests (tests on complete cross-curricular
research, fine arts, dramatics, and media activities), and (h) explicit instruction of
comprehension strategies (teachers model and guide students in comprehension and
metacognitive self-checking strategies). Giving students a variety of opportunities
and activities can break the monotony and can challenge different students in many
different ways (Algozzine et al., 2009, p. 130).
Questioning Strategies
The role of questioning has changed significantly in the 21st-century classroom. Instead
of merely answering text-dependent questions at the end of a text or chapter, students
are now required to ask questions before, during, and after reading, which renders them
more engaged in the purpose for reading and in monitoring their own understandings.
McIntyre et al. (2011) establish a classification of types of questions asked of text.
Students learn to identify the “right there” questions, in which the answer to a question
is explicitly stated in the text, the “think and search” questions, which have answers in
the text that require searching and inferencing, and the “on my own” questions, which
are generated by the reader’s personal motivations and have to be answered by the
reader’s background knowledge. Further classification of questions is into “thick” and
“thin” questions. Thick questions are those that ask about the deep meaning of the text
and require higher order thinking and problem-solving skills, whereas thin questions
are less complex and typically ask for clarification, meanings of words, or require a
straightforward answer such as a number or a simple confirmation or negation.
Self-Questioning and Research: Wonder Journals
Contemporary students are consumers of a vast amount of available information.
Journaling has proven particularly successful for teaching self-questioning techniques
that are implemented in order to help students monitor the text that they are reading
and to avoid getting overwhelmed by the amount of reading material by providing a
clear focus and a framework for comprehension. Wonder Journals offer a structured
way for students to respond to informational reading in a manner that also teaches
skills required in research writing and answering higher order questions (Stone, 2009).
Wonder Journals represent a multistep journaling strategy that can be applied across
the curriculum to provide a record of students’ research reading and writing. The first
step is to ask an in-depth question that is connected to the content but that should
extend beyond what is being taught in class and focus on something that a student
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would like to explore and learn more about. The second step, after the students write
the question down in their journals, is to research the answer to their questions using
reliable online sources. Then, students use the information they found to answer their
question by using an open response strategy, and they document their sources by using
proper citation methods. The entry can be written down in a notebook dedicated to
journaling, or, if available, in a computer folder or an online database. These entries can
then be peer corrected and edited depending on the provided feedback, and eventually
evaluated by the teacher. The final step would be to share the Wonder Journals on a
message board, where students would be able to respond and build on each other’s
entries and become a “true community of investigators” (Stone, 2009, p.106).
In order to be research-based and culturally responsive, instruction needs to be
challenging and meaningful while involving all students through cooperative strategies
that enable them to engage with the material and establish connections, while also
enhancing academic talk and bolstering students’ confidence and feeling of wellbeing
in the classroom. Finally, the purpose of culturally responsive instruction is to
smooth the inconsistencies in teaching students of diverse cultural backgrounds by
maintaining rigour whilst focusing on critical thinking and ensuring that the students
feel comfortable and motivated enough by employing strategies such as wait time,
equitable turn taking, varying questioning techniques, expert scaffolding, selfmonitoring, and self-assessment in order to maintain clear focus during instructional
conversations that would yield the best results.

Conclusion
An important beginning for the implementation of culturally responsive instruction is
for teachers to develop consciousness and understanding of cultural diversity and to
start using the cultural stories as vital teaching context. Culturally responsive researchbased reading instruction starts with the learners. Teachers set the stage and climate for
learning in a classroom, and when they understand that information about the learners
can be used in making decisions that facilitate cognitive engagement, they then have
the opportunity to incorporate the interplay of content, curriculum, and the cultural
backgrounds reflected in the classroom into the instruction. Small-group strategies for
instruction, along with a schoolwide climate of acceptance and respect for diversity,
allow students to connect their own cultural knowledge and language experiences to
the tasks required in school.
Cooperative learning, even if it means relying on simple strategies such as ThinkPair-Share, Numbered Heads Together, or the Roundtable, plays a pivotal role in
comprehension instruction since it allows students to engage in productive conversations
that will bolster their motivation and understanding of the covered material while
contributing to the overall feeling of wellbeing within a classroom. Graphic organisers
provide scaffolding and enable students to establish tangible connections that facilitate
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the deep understanding of a text, indicated by a highly coherent and well-integrated
mental representation, which requires critical analysis and inferencing, allowing the
students to rely on their knowledge of the world beyond the classroom context.
Teaching students diverse questioning strategies, from the text-dependent to the critical
thinking ones, enables them to monitor their own comprehension, conduct relevant
research, and engage in productive discussions with their peers that would further
widen their understating of a particular piece of text. Teachers who acknowledge the
resources students bring to the classroom can adapt the instruction so that it builds
on students’ strengths and needs. Such teachers can propel their students forward,
from what they know to what they need to know, and they can do so in ways that are
meaningful for their students.
The ultimate goal is to provide teachers with definitions, insights, and a deeper
understanding of cultural responsiveness that would enable them to design and conduct
reading lessons using research-backed strategies and maintaining high expectations,
while providing the necessary background and scaffolding. Cultural responsiveness
is a philosophy that, in order to be successful, needs to be merged with everything
that the teacher does in a classroom. It needs to be reflected in the attitudes, strategies,
lesson plans, activities, and ongoing formative assessments whereby the cultural
and individual diversity in contemporary classrooms is to be embraced and used as
a teaching tool. Good teaching is not transcendental; it needs to revolve around the
context, the place, and the people.
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Chapter 2
Teaching Summarizing: A New Strategy
Hedieh Najafi
Independent Education Consultant, USA & UAE

Abstract
This paper shows how ESL instructors can swiftly teach summarizing using simple and
easy-to-follow steps. In the introduction, the author proposes a new strategy for using
summaries to ESL/EFL students who will be joining an English medium institution of
higher education. As summaries include writing as well as control of grammar, the author
suggests a new revamped theoretical framework that is in line with existing theories for
teaching both writing and grammar. Later, the author explains the implications of this
theoretical framework in the classroom, shares student samples, and provides a handout to be used in the classroom. Some of the benefits of using this strategy as well as a
short discussion of potential criticisms of this approach come at the end.

Introduction
This article proposes a strategy for teaching and learning summary writing skills. This
strategy can be used by the instructor in the classroom to enhance students’ lifelong
skills of summary writing. The goal is for the students to carry on these skills beyond
the classroom setting. This strategy includes a set of three steps that will help both
the students to learn and instructors to teach and grade summary tasks. The targeted
students are adult ESL/EFL students who will be joining an English medium institution
of higher education either as undergraduates or graduates.
The paper will first discuss the theoretical framework of the suggested strategy and then
the implications of this framework. The third section is a step by step guide to teaching
summaries using the proposed strategy and handout. Two sets of student work and
instructor feedback are analyzed in the fourth section. The fifth section encapsulates
the potential impacts of using this strategy, and finally in the last section, the author
discusses potential criticism of this work.
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Theoretical Framework
In summarizing, students create a paragraph based on someone else’s thoughts without
copying the words, changing the meaning, or adding new information while at the same
time shortening the length of the original paragraph (Najafi, 2012). Therefore, writing a
summary is a task that requires a higher level of skills than just knowing the language.
It involves reading, understanding, recognizing the main idea and differentiating it from
the supporting ideas and examples, rearranging the information, and utilizing active as
well as passive vocabulary to recreate a paragraph that someone else has already written.
At the same time, it involves control of grammar and exclusion of one’s personal opinion
from the new creation. Therefore, summarizing needs its own theoretical framework
with some overlap from theoretical frameworks used for teaching writing and grammar.
Drawing on genre theory as presented by Systemic Functional Linguistics (Halliday,
1994), English for Specific Purposes (ESP), the zone of proximal development (ZPD)
(Vygotsky, 1978), and feedback, I propose a strategy that would help teachers teach
summary writing skills to adult ESL/EFL students who will enter an English medium
institution of higher education for either undergraduate or graduate study. I suggest
a theoretical framework consisting of three phases: 1) raising cognizance, 2) student
skating, and 3) feedback. The first two phases are the author’s suggestions that were
developed based on established theories for teaching grammar and writing, and the last
one, feedback, is an established one in the field. The following section provides details
about each of the phases.
Phase One: Raising cognizance can be defined as an approach in teaching summaries
where the instructor explicitly lays out for the students what to look for when they
read a paragraph for summarizing and exactly what to do with what they find. Raising
cognizance corresponds with the first step in teaching and learning summarizing.
Raising cognizance is in parallel with what the ESP school of genre pedagogy would
refer to as consciousness-raising (Ahn, 2012). On the other hand, the Sydney school of
genre pedagogy reiterates the same concept as the explicit explanation by the teacher
(Ahn, 2012).
Phase Two: Student skating can be defined as providing students with a structure to
adhere to as well as a checklist to avoid predictable mistakes. The students will need
the structure and checklist, (i.e., the skates) until they become competent enough to do
the required task without making the predictable mistakes. Student skating can find
parallels in the Vygotsky’s (1978) ZPD.
Phase Three: Feedback (Sadler, 1989) emphasizes the instructional purpose of feedback
in giving input that is specifically related to the task at hand, so that the gap between
what is understood and what needs to be understood is filled (Sadler, 1989). Kluger and
DeNisi (1996) believe that effective feedback targets three notions of feed up, feedback,
and feed forward; they also emphasize the relation between a clear goal and increased
effort of the learner.
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The following section will explain how each of them can be implemented in the classroom.

Implications of the Suggested Strategy of Three Phases in the Classroom
Phase One: Raising Cognizance
In this phase, through answering simple questions, students will read the assigned
paragraph knowing what to look for. A native speaker implicitly knows what to look
for when she tries to find out the main idea of a paragraph (for more on implicit
knowledge, see Widodo, 2006.) However, ESL students do not know what to look
for. This is particularly true when the rhetorical style of the first language (L1) is very
different from that of English. For example, an Arabic paragraph is written peripheral
to the topic, and in Japanese, often the topic is not explicitly mentioned. For these
reasons, it can be difficult for Arabic or Japanese L1 ESL students to intuitively know
what to look for when they read an English paragraph. Moreover, in this step, raising
cognizance is delineating clear and specific goals to be achieved. As Locke and Latham,
(1984) reiterate, general or non-specific goals are less effective than specific ones
since specific goals will focus the attention of the learner on what is to be achieved.
Therefore, by raising cognizance and delineating specific goals, the student will read
the paragraph knowing exactly what to look for.
Phase Two: Student Skating
Students enter phase two having a jumble of information collected from phase one.
Through student skating, the instructor guides the students what to do with their
collected information from phase one. Similar to Vygotsky’s ZPD, the role of the
instructor in this phase is to help and guide students to become skilled and confident
in doing the task at hand (Vygotsky, 1978). However, the instructor skates students
in two ways: first, by providing them a specific structure to adhere to and second,
by providing them with a checklist to check their work for predictable mistakes. The
structure and the checklist act as skates for the students to avoid predictable mistakes.
As the students become more and more skilled and confident, they will not have to
use the exact structures or the checklists. When students are able to internalize what
mistakes to avoid, it is time for the skates to be removed. They no longer have to
adhere to the specific structure and checklist provided by the instructor; they will be
able to improvise their own structures without the predictable mistakes. Removing the
skates and moving away from the structure are among the main consequences of phase
three, feedback.
Phase Three: Feedback
By teaching the tasks of summarizing using this approach, both students and instructors
are using the same framework to write and correct the task, respectively. In this
phase, the instructor uses the same checklist from phase two to give clear feedback
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to students. For example, when working on summarizing, instead of “Write again”
or “B-”, the instructor writes “You have added your opinion to the paragraph.” In
this manner, students will understand the problem in their work and will be able to
correct it. However, when the feedback is “Write again” or “B-”, students receive no
clear guidance as in what the problem of their work is and how to remedy it. This
phase underscores the importance of feedback in reducing and eventually filling the
gap between understanding, performing, and learning (Sadler, 1989; Sadler, 2013).
By using this strategy the instructor is able to give clear feedback to students to show
what the goal is (feed up), what part of the summary is acceptable or unacceptable
(feedback), and how to fix the problem to achieve the ultimate goal (feed forward)
(Kluger & DeNisi, 1996). The clarity of a goal which is embodied in to-the-point
feedback from the instructor will motivate and guide students to work harder to
achieve the goal (Kluger & DeNisi, 1996). At this point, the aim of the instructor
and students should be to remove the skates and move away from the structure and
checklist provided by the instructor. As Hattie and Timperley (2007) indicate through
clear feedback the students might “develop effective error detection skills, which lead
to their own self-feedback aimed at reaching a goal” (p. 86).
Thus, by teaching summary writing skills through the three phases of raising cognizance,
student skating, and feedback, instructors can help students eventually able to move
away from the structure and checklist; develop “self-feedback strategies” (Hattie &
Timperley, 2007, p. 86); and remove the skates.

Guidance for Effective Implementation in the Classroom
The following will help instructors to implement this strategy effectively. First, the
instructor presents a few examples of some paragraphs and their summary paragraphs.
Usually writing textbooks have these samples. The instructor can elicit responses from
the students by asking them questions such as: “How does the length of the original
paragraph compare with its summary?” “What differences do you notice between the
two?” “What is similar?” This way the students will get a feel for the task. Then she
gives the students a paragraph to be summarized and asks them to read the paragraph
once. Later, she asks them to read the paragraph a second time. She asks them to use
three different highlighters to find and highlight specific information. Using yellow, the
students need to highlight the main idea if it is clearly stated. In the absence of a clear
main idea, students need to find the topic and highlight it yellow. They need to find
and highlight the opinion of the writer regarding the topic and the details in green and
blue, respectively. These three tasks are also presented to the students in the form of a
handout (Appendix A).
This is the end of the raising cognizance phase. By this point, the students have
consciously read the paragraph, have become aware of what to look for, and have
gathered relevant and useful information from the paragraph.
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Later, the instructor asks the students to use their highlighted information to answer
a set of questions. The instructor tells the students to use the information in yellow
as the answer for this question: What is this paragraph about? Then they write the
information in green as the answer for “What is the opinion of the writer about the
topic?” To answer the questions (“How does the writer support her opinion? and “What
details does she give?”), students need to use the information in blue. At this point,
the instructor asks the students to read their questions and answers and assures that
they have indeed answered the questions. She can individually or as a class check the
answers to the questions to be sure that students are moving to the next phase having
correct information.
At this point, the instructor provides the students with the skates. The skates are
presented to the students in the format of a fill-in-the-blank structure. This structure
acts as skates for the students in that it will not allow students to incline to undesired
directions and make predictable mistakes such as inserting their own opinion in the
summary. The fill-in-the-blank structure requires the students to insert the main idea as
well as three supporting ideas. They can easily find this information from the previous
phase where they had answered some questions. Before they fill in the blanks, the
instructor reminds the students to use their own words and not to copy from the original
paragraph.
After the students finish their summaries, the instructor provides them with yet another
set of skates, that is, a checklist. The role of the checklist is twofold. The checklist is to
equip students with a tool to be able to catch any predictable mistakes they might have
made. It also prepares students for later developing self-feedback strategies (Hattie
& Timperley, 2007). The checklist consists of seven sentences that must be “false”
in order for the student to be able to hand in her summary to the instructor. These
are the skates that will prevent the students to incline towards making predictable
mistakes. For example, the first item on the checklist is: “My summary is longer that
the paragraph.” The student should be able to write “false” in front of this sentence.
“I have included my personal opinion in my summary” is another sentence which the
student should confidently deem false.
When students have finished their summaries, they submit them to the instructor. At
this point the third phase, feedback, starts. The instructor uses the same checklist that
students use in phase two to correct, grade, and give feedback to the students. For
instance, the instructor may let the student know that she has copied too many exact
words from the original paragraph. This is clear feedback for the student, the instructor
knows exactly what is wrong with her summary, and this requirement is from the
checklist. Using the same checklist helps both the instructor and students have similar
understanding of what is expected of the students. In addition, the checklist helps the
instructor grade student work objectively, resulting in tangible feedback for students.
Later, based on the clear feedback by the instructor, the students will know exactly
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what mistakes they have made and how to remedy them. They then need to re-write
their work using the feedback from the instructor.

Analyzing Student Work
The first sample is an observation from an ESL classroom where summary writing skills
were taught using any method other than the one the author is suggesting (Table 1).
Table 1:
Sample 1: Student’s Sample Summary and Instructor’s Feedback
Student sample summary

·
·
·
·

1st draft
American food is variety
New England has different food
Southerners have different food
New Orleans have different food

Instructor’s feedback

·
·
·

2 and final draft
American food is various. New England has
different food such as seafood chowders (usually
clams or lobsters stewed with vegetables and
milk), baked beans, brown breads, and Boston
cream pie. Southerners have different food for
example, fried chicken, smoked ham, grits (a
side dish made with corn meal and milk), and
fritters (small fried cakes often containing fruit),
and New Orleans has different food such as spicy
Creole foods.
nd

·
·
·

1st round of feedback
Rewrite the assignment in
the format of a paragraph.
Pay attention to word
form and SV agreement.
Too short.
2nd round of feedback
Minor grammar issues.
Too long.
C-

The instructor presented three summaries as examples. She added that a summary was
the short form of the paragraph in one’s own words. Later, she gave the students a
homework assignment (Appendix B). As seen in Table 1, although the student had
already seen three sample summaries, she wrote her summary in the form of a list of
bulleted points.
In the feedback, the instructor later pointed out three issues to be improved by the
student. The first two points of the feedback, which were regarding structure and
grammar issues, were clear and to the point. Consequently, the student was able to
build upon the instructor’s feedback and correct most of the problems. The last point
of the feedback was directly targeted at the construct of the summary itself. The student
did what she was asked to do and indeed wrote a longer paragraph. She submitted her
second and last draft to the instructor.
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The instructor gave her second and final feedback: minor grammar issues, too long, and
the grade of C-. This last set of feedback is supposed to be used for later assignments
because this assignment has already been graded.
It is exactly at this point that students become bewildered regarding a summary
assignment. The student rightfully will wonder that she did everything the instructor
had asked, yet she only got a C-. She fixed the grammar issues (as much as she could
on her own), she wrote her summary in the format of a paragraph, and she made the
work longer. Why did she get only a C-? How can she build upon this assignment and
its feedback and write a correct summary paragraph the next time around? And what if
there is no next time around? What if this was the only chance this student ever got to
be “formally” taught and asked to do a summary?
This brings us to the predicament of a large generation of ESL graduate students who
are expected to conduct and publish their research without knowing how to summarize.
The second sample (Table 2, Table 3) depicts a student sample and instructor feedback
using this new method. The author taught this class following the phases suggested in
this paper. As seen in the first draft (Table 2), although the student was familiar with
the handout, she did not make good use of it. However, with clear feedback from the
instructor, the student was able to write an acceptable summary paragraph using the
checklist (Table 4). The instructor used the same checklist to give her final feedback.
The checklist can also help in grading the student’s work.
Table 2:
Student’s Summary and Instructor’s Feedback Using the Suggested Strategy
Student sample summary

Instructor’s feedback

1st draft

1st round of feedback

In this paragraph, the writer shows that 1. Grammar issues:
American food is difference and delicious
a. word form
and a lot. The writer shows this by examples
b. verb tense
of New- England come wonderful seafood
c. sentence structure
chowders (usually clams or lobsters stewed 2. Summary structure issues:
with vegetables and milk), baked beans, brown
a. Do not include your opinion.
breads, and Boston cream pie. Southerners have
b. Do not copy too many words
created fried chicken, smoked ham, grits (a side
from the paragraph.
dish made with corn meal and milk), and fritters
c. Your summary should not be
(small fried cakes often containing fruit). New
as long as the paragraph.
Orleans is famous for spicy Creole cooking,
d. Go over your “summary
which combines French, Spanish, Africanhandout” and re-write your
American, and Native American cuisine.
summary.
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Table 3:
Student’s Checklist Is Used by the Instructor to Give Feedback
Main idea

✓
✓

Supporting ideas
Length of the summary
Copied words
Personal opinion/ different meaning
Details
Examples
Summary format

Too long
Too many
Is given
Too many
Too many

Grammar issues

word form
verb tense
sentence structure

✓

Table 4:
Student’s Checklist Is Used by the Instructor to Give Final Feedback and Grade
2nd and final draft

2nd round of feedback

In this paragraph, the writer shows that You have done a good job.
American food has different tastes. The You need to change southerners with the
writer shows this by food examples from south or the southern part of the U.S.
New England, Southerners, and New
Orleans.

Main idea
Supporting ideas
Length of the summary
Copied words
Personal opinion/
different meaning
Details
Examples
Summary format
Grammar issues

Ok
Ok
Ok
Ok
Not given
Not many
Not many
Ok
Parallel structure
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Expectations of Potential Impact
There are multifold benefits in teaching summary writing skills using this strategy.
First, due to its algorithmic nature, this method is tangible for a wide range of ESL
students, especially those who are not necessarily language oriented. Second, in the
process of developing a summary, implementing this proposal improves and enhances
students’ reading comprehension, passive and active vocabulary use, grammar and
syntax, and metalinguistic knowledge. Third, this method makes teaching summary
skills a less challenging task in that the instructor knows what to expect from students
and how to grade summaries objectively.

Closing Thoughts
Positioned in a new theoretical framework, this paper introduced and demonstrated
a new strategy for teaching summary writing skills to adult ESL/EFL students who
will be entering an English medium institution of higher education. This strategy is
based on three phases of raising cognizance, student skating, and feedback. The paper
demonstrated how this strategy can be implemented in ESL classrooms using a few
simple steps.
However, as efficient as this strategy might be, there could be some criticisms aimed at
it. The first criticism – similar to the criticism of the genre approach in writing – is that
it is prescriptive, and that is what the students will produce (Ahn, 2012). My response
to this potential criticism would be that the aim is for students to move away from the
structures provided by the instructors and develop their own structures; however, in
the meantime with the urgency of completing assignments or publishing (e.g., graduate
students), students can use this prescriptive method. At the least, this will keep them
one step away from plagiarism.
The second criticism could be regarding the notion of presenting English as the
language of power to speakers of other languages (Hammond, 1992). My response
to this potential criticism would be that a scholar or scientist writing for an English
medium journal is writing in English for English readers. If the information is not
summarized in an “English way,” the author might easily be accused of plagiarism; this
approach again will keep the ESL writer one step away from plagiarism.
In conclusion, this study showed the new strategy’s effectiveness with a few samples.
This strategy needs to be studied on a larger scale with ESL students from different
majors as well as instructors with a different range of experience; its impact on students’
summary writing skills can be subject to further research.
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Appendix A:
Summary Handout
1. Read the paragraph.
Highlight yellow the main idea (if possible). If not, find the topic.
Highlight green the phrases that show the opinion of the writer about the topic.
Highlight blue the details.
2. Start writing.
Use the highlighted areas of the paragraph to answer these questions.
Use your answers as a guide for your summary.
·
·
·
·

What is this paragraph about?
What is the opinion of the writer about the topic?
How does the writer support her opinion?
What details does she give?

Remember:
Do not state your opinion.
Do not repeat the writer’s exact words.
A summary is short (about ¼ of the original paragraph).
3. Use this structure. Fill in the blanks with the information from the questions you
answered.
In this paragraph, the writer shows (states, proves, maintains, indicates, contends)
that (main idea ________________________________). The writer shows
(states, proves, maintains, indicates) this by __________________________,
_________________________, and __________________________.
4. Check your work before submitting it to your instructor. You need to mark “false” all
the below points before you can hand in your summary. If you mark any of them
as “true”, you need to go back to your summary and revise your work until you
can confidently mark all the points as “false”.
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5.
Checklist








My summary is longer than the original paragraph.
My summary is as long as the original paragraph.
I have included too many exact words from the original paragraph.
I copied some parts of the original paragraph into my summary.
I have included my personal opinion in my summary.
I have given too many details in my summary.
I have given too many examples in my summary.

Modified from Najafi, H. (2012, January).

Appendix B:
Homework assignment
Instructions: Summarize the following paragraph:
Paragraph 1.
Tiersky, E., & Tiersky, M. (2001). The USA: Customs and Institutions.
US: Pearson Education.
Regional American food specialties add further variety to the American diet.
From New- England come wonderful seafood chowders (usually clams or lobsters
stewed with vegetables and milk), baked beans, brown breads, and Boston cream
pie. Southerners have created fried chicken, smoked ham, grits (a side dish made
with corn meal and milk), and fritters (small fried cakes often containing fruit).
New Orleans is famous for spicy Creole cooking, which combines French, Spanish,
African-American, and Native American cuisine.
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Chapter 3
An Alternative Method to Grammar Teaching in an
EFL Class
Nadjouia Raoud
University of Algiers, Algeria

Abstract
In some EFL contexts in Algeria, language learning/teaching formerly witnessed a
shift from a purely formal and structural approach to an exclusively communicative
method that praised fluency at the expense of accuracy, where grammar, let alone
formal deductive grammar, was too often considered as a dull subject, the teaching
of which was relegated to a secondary position or altogether abandoned. This paper
advocates why deductive grammar instruction should be implemented in EFL curricula
and how it may be successfully applied without impeding the communicative potential
of learners. Furthermore, it explores ways in which awareness can be raised about the
link between fields and subfields of linguistics and language, or grammar, learning.

Introduction
The dramatic shift from grammar-based pedagogy to “fluency first pedagogy” (Brumfit,
1979, as cited in Richards, 2002, p. 35) resulted in the emergence of fluent communicators
but inaccurate language speakers. This was especially true of ESL situations. In many
EFL contexts, unfortunately, the picture was even bleaker; neither fluency nor accuracy
was satisfactorily achieved. Where exposure to the target forms may have been limited
to the classroom, there were also other factors, external and internal, which hindered
the learning of the correct target grammar forms. The suggestions presented here spring
from the author’s practical experience as a teacher of English as a foreign language
at the University of Algiers, which has for a number of years provided courses in
linguistics, grammar, conversation, and various fields of linguistics. In the department
of English of the University of Algiers, two major issues contributed in inhibiting
the acquisition of both linguistic and communicative competences. The first related
to what is termed the “linguistic straitjacket” (Larsen-Freeman, 2002, p. 103), and the
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second was due to teaching about the English language as well as students’ attitude
of compartmentalisation or separation of the various subject modules taught to them.
In addition to the question of the pairing of either a deductive or an inductive method
with the level of students’ proficiency in English, suggestions are made here about the
provision of two modules by the same teacher, the management of time, the coherence
in the teaching methods, and the role that fields and subfields of linguistics may play
in helping students understand how language functions and why grammar is important.

The Myth of the Linguistic Jacket
In many ESL and EFL learning situations, grammar has until recently been considered
a “linguistic straitjacket” (Larsen-Freeman, 2002, p. 103). It is as if this linguistic
straitjacket, one is tempted to add, were worn by language learners in an asylum called
the classroom, where prescriptive rules were bitter pills to swallow, failing which they
would be doomed to wander in the land of plenty of mistakes. A less dramatic view is
that grammar involves the language structure and is consequently equated with syntax.
Another definition states that grammar subsumes phonology, syntax, and semantics,
traditionally regarded as separate linguistic levels. In this latter sense, grammar is
language, and it is from this perspective (and that of the view that knowledge of a
language implies not only knowing how it works but also how to use it) that the dynamic
role of explicit grammar teaching in promoting linguistic as well as sociopragmatic
competence will be highlighted.

The Problem with Teaching about the Language
In an EFL situation such as that which, in the past, prevailed in the aforementioned
English department, one of the reasons for the poor linguistic performances of some
students rose from the emphasis laid on teaching about the language rather than
teaching the language itself, as this was done at a very premature stage, that is the
first year of the Licence d’Anglais, equivalent to a BA in English. The other reason
stems from the students’ attitude of compartmentalisation towards the modules taught
to them, raising much concern and frustration amongst the lecturers. Now the situation
has improved thanks to measures taken by teachers in the department to enhance
student achievements in both content and form modules. Among these reforms is the
implementation of an alternative method to grammar teaching, successfully applied by
the English teacher team.
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Inductive and Deductive Methods and Levels of Proficiency
Prior to elaborating on suggestions for an embedded method of formal grammar
instruction and communicative language teaching, several questions must be raised:
1. Should learners be encouraged to interact freely even with very little language and
many mistakes (i.e., let learners communicate to gain confidence in themselves
and in one another)?
2. Should learners be taught grammar deductively or inductively? At what stage?
3. Should teaching focus mainly on internal processes in the learners’ acquisition
of the target language, or are external factors to be taken into account?
To question 1, it is recommended that, at an elementary level of proficiency, learners
be taught “formulaic chunks,” as one “reason for not teaching grammar to beginners is
that the early stage of L2 acquisition (like the early stage of L1 acquisition) is naturally
agrammatical [...] as learners begin by learning items – words or formulaic chunks”
(Ellis, 2002, p. 25). At university level, students are normally expected to be equipped
with the necessary tools to face formal deductive grammar instruction; however, in a
non-speaking English country like Algeria, many EFL classrooms are heterogeneous,
where some students already possess very high levels of competency in English while
others go hardly beyond elementary level. In this case, and in order not to leave any
students behind, it is recommended that the first year should be devoted to teaching
language inductively focusing on receptive communicative tasks, thus familiarising
students with authentic English with its varieties and registers and encouraging them
to communicate with one another in class. The second question relates to the choice
between a deductive approach and an inductive approach, which is contingent on the
students’ level of proficiency (for a detailed account of the deductive and inductive
approaches, see Fleming, 2018). Therefore, once the rudiments of the English language
have been acquired by means of contextualised language (i.e., through communicative
methods) to meet the learners’ most natural needs for communication with the aim of
raising their motivation and making them gain self-confidence and self-respect, the
next step to be taken at intermediate to advanced levels is exposure to input of specific
grammatical forms through a deductive method because the learners need to notice
the gap separating the language they produce and the target forms (Ellis, 2002, p.
164). The third question involves the extent to which internal and external factors can
enhance or hinder foreign language learning. Scientific evidence of the importance of
internal factors of language acquisition has been provided extensively, in particular
those advocating that “‘natural’ language learning does not lead to high levels of
grammatical and sociolinguistic competence” (e.g., Swain, 1985; Hammerly, 1991;
Kowal & Swain, 1997, as cited in Ellis, 2002, pp. 17-21).
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As to the issue of external factors, these will receive closer examination in this paper.
The Licence d’Anglais degree offered in the department of English at the University
of Algiers consists of three years of study during which students are taught various
modules ranging from literature, civilisation, linguistics, grammar, to conversation,
the third year being the year at which they choose their major: either linguistics or
civilisation and literature. Countless studies stress the primacy of using language for
the purpose of learning it, for example, Di Pietro’s well-known phrase: “it is as users
of the new language that people become learners of it” (Di Pietro, 1987, p. viii, as
cited in Doughty, 1993, p. 97). This is valid for the first year, during which listening
/ speaking activities involving the target language items reflect the interconnection
between sounds, words, meanings, sentences, utterances, and discourse, and where
learners are initially exposed to communicative tasks. Nevertheless, in order to reduce
the risk of fossilisation and pidginised language forms, form focused instruction is
required in the second year. ESL programs promote deductive grammar instruction,
as even in settings where second language learners are continuously and extensively
exposed to the target language outside the classroom, it is highly recommended that
they benefit from formal instruction to achieve academic goals. Therefore, the need
for synthetic structure-based syllabi is even more pressing in EFL settings, where
exposure to outside communicative input to support their continued awareness is
lacking altogether. Spada (1986) claims that the effectiveness of formal instruction
may be reinforced by the use of natural or semi-natural materials (p. 184), but mere
exposure to input of specific grammatical forms through communicative tasks is not
sufficient. For example, research conducted by Herron and Tomasello indicates that
“students learned grammatical structures better when they were given immediate
teacher feedback than they did when they were given a variety of examples without
feedback“ (Herron & Tomasello, 1992, p. 716) because“the inductive approach cannot
guarantee that the learner will discover the underlying concepts or that the induced
grammatical concepts will actually be correct” ( Herron & Tomasello, 1992, as cited
in Donato & Adair-Hauck, 2016, p. 8). Learners need to know the differences between
their interlanguage and the target forms, and this can only be achieved through explicit
grammar instruction, possibly followed by a production task, to compare it with the
noticed information, perhaps resulting in negative feedback, a necessary requirement
for the acquisition of difficult structures (Ellis, 2002, pp. 18-19). For it is awareness
that matters more than actual performance:
There are strong arguments to support the view that the goal of the code oriented
component of the syllabus should be awareness rather than performance; that is,
the syllabus should be directed at developing learners’ conscious understanding
of how particular code features work, not at ensuring that learners are able to
perform them accurately and fluently (Ellis, 2002, p. 26).
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An Alternative Method to Teaching Grammar and Language: One Teacher,
Two Modules
There may be another (but related) way in which deductive teaching and communicative
methods can be made compatible: the provision of two modules, namely, oral and
grammar, by the same teacher. The difficulty of concretely implementing collaborative
teaching stemming from time and logistical management problems may be overcome by
assigning two related modules (e.g., grammarand conversation, literature and writing,
or grammar/writing and linguistics) to the same teacher for each of the large classes of
students in the department of English. During the grammar class, a deductive approach
is used, and when the conversation class takes place, the students are reminded of the
instructed forms in grammar to allow them to internalise the importance of relating
material taught in one module to material taught in another. In this way, the learners
benefit from grammar instruction better when followed by meaning focused tasks,
significantly increasing their accuracy.
This same teacher method will thus allow for:
1. sufficient time and opportunity for exposure to authentic or semi authentic
language through listening and speaking activities;
2. the expression of meanings in context through speaking/writing tasks with the
teacher’s immediate feedback not only on their syntactic structures but also on
their phonetic, phonological, lexical, semantic and pragmatic outcomes; and
3. accurate and appropriate communication, thus enabling the learners to acquire
both linguistic and communicative competence.
There are several arguments in favour of the recommendation that the teaching of two
modules be dispensed by the same teacher. Having the same teacher for both modules
will most probably ensure better management and pairing of the instructed points
and communicative activities not only for the distribution and order of the materials
taught in terms of content, intensity, and frequency but also as regards coherence in the
teaching method and the human factor.
Distribution and order of the materials taught
One of the advantages of having the same teacher for two courses is that the management
and pairing of the instructed points is facilitated by the fact that the teacher is able to:
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1. synchronise the teaching points so as to avoid any overlap or delay, and
2. adapt the distribution and order of the materials taught according to the teaching
situation and circumstances (e.g., a missed lesson or a difficult point requiring
more teaching time and reinforcement).
Content
The challenges facing English language teachers at university level emanate from
heterogeneous classes, with students having varying degrees of English competency.
Therefore, the course content, though already designed in the curriculum, may
be adapted to make up for the students’ weaknesses by means of remedial lessons
focusing on their major errors. The content of the oral class should be matched with
the instructed grammar points.
Intensity
In the first place, and at the intermediate level, the oral class will be the twice the time
of the grammar class, for example, three hours weekly for the former and one hour
and a half for the latter. Eventually, at the advanced level, the reverse process will be
applied: three hours for formal grammar and one hour and a half for conversation.
Frequency
The recommended frequency at which this parallel teaching takes place will depend
on the overall schedule; in the second year, there are other subjects like literature and
civilisation, where classes are dispensed once a week for each module except for the
language skills modules, taught twice a week. This means that students have plenty of
opportunities for receiving instruction in the language skills both quantitatively and
qualitatively. In the third year, students majoring in either linguistics or literature and
civilisation will be exposed to formal instruction which focuses on higher levels of
problematic grammar points.
Coherence in the teaching method
The same teacher knows what has been covered, what has not, and what needs
reinforcing, as shortcomings may be obtained by diagnosis and needs analyses as well
as by direct observation and evaluation of the students’ achievement and performance.
Moreover, coherence in the teaching method is an asset, particularly in this case,
where the teacher will have to switch from an inductive method to a deductive model
accordingly.
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The human factor
The same teacher may serve as a reminder, thus helping the learners not to lose
track of the materials covered in previous or concurrent courses, including anecdotal
reminiscences. Students are more focused and more aware when teachers express
a humane, encouraging attitude that boosts their self-confidence and raises their
achievements.
Other extra linguistic factors
The advantage of having the same teacher for two modules (grammar and oral
communication, for instance) may very well counter such issues as large classes,
learning contexts, students’ motivation, needs or expectations, and teachers’ (un)
availability.

The Relevance of the Fields of Linguistics
What are the opportunities for natural communication in content and/or technical
modules such as linguistics and its fields, and what is meant by “natural”
communication, anyway? Because of the fundamental contribution of grammar as
the representative of language itself, making a link between grammar and linguistics
is a step towards the teacher’s consciousness raising responsibility in enhancing the
learners’ full understanding of their relevance. In addition to the communicative task
opportunities, there are several ways in which learners are granted ample opportunity to
focus on both form and content, using seemingly abstract concepts introduced in such
modules as general linguistics, semantics, pragmatics, the philosophy of language, and
sociolinguistics.
General linguistics
In addition to the reading assignments in linguistics, students may occasionally submit
writing tasks, for example, reports or summaries written in class to serve as both a
focus on meaning or content (the subject of linguistics) and a focus on form activity
(grammar). On other, scarcer, occasions, some time should be allotted to writing (or
even speaking) about the theme just studied in class. It is suggested not only that
should there be a link between both modules, but that the two be taught by the same
teacher. This procedure may adopt Ellis’s explicit instant feedback, where learners are
provided with reactive corrective feedback involving repetition and recasts (see Ellis,
2010, p.7).
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Semantics, pragmatics, and the philosophy of language
Many applications of theoretical concepts in the philosophy of language such as
pragmatics have found an echo in the realm of language teaching and learning. Thus,
fostering students’ logical thinking and reasoning may find in the philosophy of
language good company to reflect on the meaning of propositions as opposed to the
illocutionary force of an utterance. For example, the distinction between sentence and
utterance within a semantics/pragmatics relation may be efficiently taught to show
the various things one can do with language, directly or indirectly (see Austin, 1975;
Grice, 1975; Searle, 1969, 1971). In one conversation class, students who previously
or concurrently attended linguistics courses knew the difference between sentence and
utterance; they are hence offered a golden opportunity to learn how to manipulate
language not only accurately (correct grammar) but also appropriately and socially by
practising how to ask direct and indirect questions, make requests, imply, and use face
saving communicative strategies, among others. This has the merit of demonstrating,
for instance, that the propositional content of two
synonymous sentences does not necessarily trigger the appropriate utterance in the
appropriate context to the appropriate addressee.
Sociolinguistics
When taught within an integrated communicative skills framework, students are
necessarily exposed to authentic English utterances, which presupposes exposure to
English varieties, sometimes different from the standard academic forms which they are
supposed to attain. For example, listening to casual conversations or formal interviews
will undoubtedly raise their awareness about variation in the English accents and
dialects (see Hughes & Trudgill, 1979; Trudgill, 1986), that not all native speakers use
standard formal academic English in their everyday or even formal communication,
and that BBC newsreaders do not all use received pronunciation (RP), many of them
having been born and raised in non-RP and non-standard English backgrounds. There
is, of course, nothing wrong with non-standard varieties both in terms of correctness
(i.e., we speak of difference rather than correctness) and creativity; nonetheless, the
requirements for English for academic purposes render the learners’ acquisition of the
target standard language forms pressing.
One of the ways in which students’ awareness may be raised, and perhaps their actual
performance be made of correct and appropriate language forms, involves the use
of registers. In this sense, a situational exercise wherein learners are asked to write
different letters, for example, to a friend, a teacher, and a potential employer, thus
each time using, or trying to use, an appropriate register, may prove quite useful in
highlighting stylistic variation, that is raising students’ awareness and eventually
empowering them to make pertinent use of it. In this way, the students can see and
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compare different cognates or syntactic structures used for the same referent in various
situations for their different addressees in the array of styles – from the most formal to
the most informal.

Conclusion
The need for complex approaches calls for reflecting on procedures taking into
account intrinsic issues of language acquisition and learning as well as local factors
pertaining to contextualised situations impeding or enhancing learning and teaching.
Integrating both communicative syllabi and explicit grammar instruction into a class is
necessary and will be effective in enabling students to not only acquire communicative
competence but also achieve high levels of accuracy. How this may be carried out
is contingent on evidence supporting the appropriate periods favourable to specific
approaches in language learning, namely those supported by theories of language
acquisition as concerns the inductive and deductive methods, and more specifically,
the respective levels of learners at which a given approach is suitable. In EFL contexts,
exposure to the target language forms outside class is generally absent; for this reason,
the benefit of formal instruction for the acquisition of grammar, and by the same token,
language, may be viewed as an opportunity for raising the students’ consciousness
regarding their interlanguage, thus perhaps paving the way for actual performance of
the target language forms. Because teachers and researchers in the field have raised a
case against the myth of a linguistic straitjacket, the status that grammar, as a dull and
sometimes hated subject, has inherited has now happily been disambiguated.
Among the external factors which may enhance language learning are the management
of classrooms in connection with the distribution and order of the materials taught,
the coherence in the teaching method, the content, the intensity and the frequency
of the taught materials, not to mention the human factor and other aspects pertaining
to large classes, learning contexts, students’ attitudes and expectations, and teachers’
availability. The recommendations made in this article are by no means to be taken to
the letter and do not make express demands on teachers to become specialists of the
philosophy of language, experts in technology-based linguistics, or even recognised
theorists in linguistics. Dedicated teachers may do a respectable job by serving as
consciousness raising facilitators for their learners to see the link between the various
modules taught to them, the knowledge acquired in the course of their educational
training, and the use they can make of it all, so that instead of being a straitjacket,
grammar, or knowledge of a language, regains its proper role: that of a linguistic life
jacket, in the sense that knowledge acquired during all those years does not amount
to theoretical concepts soon forgotten but something that can be effectively used for
concrete academic and occupational purposes.

46

Proceedings of the 2nd Applied Linguistics and Language Teaching (ALLT) Conference

References
Austin, J. L. (1975). How to Do Things with Words. Harvard University Press.
Donato, R., & Adair-Hauck, B. (2016). PACE: A story-based approach for dialogic
inquiry about form and meaning.
Doughty, C. (1993). Fine-tuning of feedback by competent speakers to language
learners. In J. E. Alatis (Ed.), Georgetown University round table on language
and linguistics (GURT): Strategic interaction and language acquisition:
Theory, practice, and research, 96-108.
Ellis, R. (2002). The place of grammar instruction in the second/foreign language
curriculum. In E. Hinkel & S. Fotos (Eds.), New perspectives on grammar
teaching in second language classrooms (pp.17-34). Routledge.
Ellis, R. (2010). Does explicit grammar instruction work? NINJAL Project Review 2,
3-22. http://doi.org/10.15084/00000556
Fleming, D. (2018). Deductive versus inductive teaching. In J. I. Liontas, TESOL
International Association, & M. DelliCarpini (Eds.), The TESOL encyclopedia
of English language teaching. doi.org/10.1002/9781118784235.eelt0052
Grice, H. P. (1975). Logic and conversation. In P. Cole & J. L. Morgan (Eds.), Syntax
and semantics 3: Speech acts (pp. 41-58). Academic Press.
Hughes, A., & Trudgill, P. (1979). English accents and dialects. Edward Arnold.
Larsen-Freeman, D. (2002). The grammar of choice. In E. Hinkel & S. Fotos (Eds.),
New perspectives on grammar teaching in second language classrooms (pp.
103-116). Lawrence Erlbaum Associates.
Richards, J. C. (2002). Accuracy and fluency revisited. In E. Hinkel & S. Fotos
(Eds.), New perspectives on grammar teaching in second language
classrooms (pp. 35-50). Routledge.
Searle, J. R. (1969). Speech acts. Cambridge University Press.
Searle, J. R. (Ed.). (1971). The philosophy of language. Oxford University Press.
Spada, N. (1986). The interaction between type of contact and type of instruction:
Some effects on the L2 proficiency of adult learners. Studies in Second
Language Acquisition, 8(2), 181-199.
Trudgill, P. J. (1986). Dialects in contact. Basil Blackwell.

47

Proceedings of the 2nd Applied Linguistics and Language Teaching (ALLT) Conference

Chapter 4
New Perspectives on Giving Feedback on Students’ Writing
Peter Davidson
Zayed University, United Arab Emirates

Abstract
The efficacy of teachers providing L2 students with feedback on their writing has
been a contentious issue in English language teaching for some time. There has been
much debate between researchers and scholars as to whether giving feedback on
students’ writing actually improves their writing skills. The purpose of this paper is to
critically evaluate different methods of giving feedback on students’ writing in order
to ascertain whether some methods are more effective than others. It is argued that
giving feedback on students’ writing can be effective, but its effectiveness depends
upon a number of variables such as how the feedback is given, when it is given, and
whether or not students are ready to use the feedback they receive in a meaningful way.
This article begins by discussing the variables that impact on the efficacy of teacher
feedback before critically evaluating the different techniques that teachers can use to
provide their students with feedback. It will then briefly discuss the advantages and
the disadvantages of these different techniques of giving feedback, and conclude by
discussing the feedback techniques that are the most effective.

Introduction
Teachers often give students feedback on their writing with the intention of improving
their students’ writing skills. But whether or not the feedback that teachers give their
students actually helps to turn their students into better writers is a contentious issue.
Research has established that students want and value feedback. For example, in one
study, 87% of students wanted surface errors corrected (Radecki & Swales, 1988). In
another study, 93.5% of students felt teachers’ feedback helped them improve (Ferris,
1995), and Cohen and Cavalcanti (1990) found that students made good use of the
feedback they received from their teachers.
However, other research has shown that teachers giving feedback on their students’
writing does not necessarily develop them as writers. Fathman and Walley (1990),
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for example, found that students who did not receive feedback on their writing also
improved. Robb et al. (1986, p. 91), conclude that “highly detailed feedback on
sentence-level mechanics may not be worth the instructors’ time and effort even if
… students claim to need and use it.” Shao (2015) concluded that giving feedback on
students writing is a waste of time, and Truscott (1996, 1999) even notoriously claimed
that it can actually be harmful for students. This is largely due to the fact that the
feedback that teachers give is often confusing. As Zamel notes in this often-cited quote:
ESL writing teachers misread student texts, are inconsistent in their reactions, make
arbitrary corrections, write contradictory comments, provide vague prescriptions,
impose abstract rules and standards, respond to texts as fixed and final products,
and rarely make content-specific comments or offer specific strategies for revising
the text. (1985, p. 86)
Similarly, Salteh and Sadeghi (2012) have suggested more recently that giving
feedback on students’ writing is “time-consuming, vague, contradictory, unspecific
and idiosyncratic.”
Many teachers face a number of challenges when giving feedback on their students'
writing (Davidson, 2000; Hyland & Hyland, 2006; Reitbauer et al., 2013). A major
concern that teachers often express is that they simply do not have enough time to give
feedback on all of their students’ essays. And if they do attempt to give feedback, they
may initially be overwhelmed by the sheer number of errors in a student’s essay, and
they may not be sure what to give feedback on (content, organization, language). They
may not know which errors in their students’ essays to correct and may feel obligated
to correct all of them. When teachers locate an error in a student’s essay, they might not
know what type of error it is, or they might not how to correct that particular error, or
they might not know how to explain the correction to their student.
Another challenge that teachers face when giving feedback on their students’ writing
is when is it most effective to give this feedback. In other words, is it better to give
feedback early in the writing process, during the writing process, or later in the writing
process? Teachers might not be aware of the many different techniques that can be
used to give students feedback, or they might not know which technique is best to
use in different situations. Teachers might also not be sure if they should get their
students to engage in peer correction. Some teachers have also expressed concern that
their students do not take on board their feedback, and begin to wonder if it is worth
all their time and effort. When giving oral feedback to students, teachers have also
expressed concern that some of their shy students do not like this mode of feedback,
and that their students may find it embarrassing and demotivating. Many teachers
are unsure as to whether giving feedback on their students’ writing actually helps to
improve their writing.
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Variables that impact the efficacy of teacher feedback
There are many variables that affect the efficacy of feedback, from the provider of the
feedback to the readiness of the learner to accept it. These are presented graphically in
Figure 1 and explained in the text that follows.
Figure 1:
Variables That Impact the Efficacy of Teacher Feedback
Provider of Feedback

Students’ Readiness
to Accept Feedback

• proficiency
• metalanguage
• knowlegde
• attitude

Quality & Quantity
of Feedback

• specificity / clarity
• amount of feedback

• self
• peer
• teacher
• computer

EFFECTIVENESS
OF TEACHER
FEEDBACK

Timeliness of Feedback
• beginning
• middle
• end

Form of Feedback

• written (indirect / direct /
metalinguistic)
• oral individual / group /
whole-class) (synchronous
/ asynchronous

Focus of Feedback
• content
• organisation
• language

Provider of feedback
The first variable is who is the provider of the feedback – self, peer, teacher, or
computer? Teachers often try to get their students to review and revise their own
writing, but students are notoriously reluctant to read and check their own writing to
any significant degree (Charles, 1990). Peer feedback can be highly effective, but it can
also be difficult to manage, and can be quite time-consuming. Moreover, students are
often reluctant to give feedback to their peers, or they are unable to give meaningful
feedback, and students might not be willing to take on board the feedback they receive
from their peers (Mangelsdorf, 1992; Nelson & Murphy, 1993). For example, Connor
and Asenvage (1994) found that only 5% of revisions made by students were the result
of peer feedback. However, Cauk (1994) found that peers gave good advice, and that
60% of students made valid suggestions that the teacher had not made. In addition,
the quality of the feedback that a student received improved with the number of peers
giving feedback. Students may in fact be more amenable to taking on board feedback
from their peers rather than their teacher. Of course, for many students, the feedback
that they most value and want is from the teacher, but as we have seen above, this is
not always very effective. Another option is to use an Automated Writing Evaluation
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(AWE) program such as: Project Essay Grade (PEG), Intelligent Essay AssessorTM
(IEA), IntelliMetric, Essay Critic, ETS Criterion (Critique and e-rater®), MY Access,
WriteToLearn, Write&Improve (Cambridge English), Grammarly, and others.
Form of feedback
Teachers need to decide what form the feedback they give to their students’ writing will
take, and they have a few options to choose from. Probably the most common option
is written feedback. Another option which has gained popularity in recent years is to
give oral feedback on student’s essays in a teacher-student conference. A final option
for teachers is to use a combination of the options, such as written feedback, followed
by a teacher-student conference.
Focus of feedback
Another very important variable that significantly affects the effectiveness of the feedback
that students receive from their teachers is the focus of the feedback. In other words,
should the teacher focus on giving feedback on the content of the students writing and
attend to what it is they are saying? Or should the feedback focus more on organizational
features, such as thesis statements and topic sentences, paragraphs, coherence and the
use of linkers, and the overall cohesion of the essay? Or should teachers, as they most
likely will do, focus on the language of the piece of writing, and give feedback on
grammar, syntax, punctuation, vocabulary and spelling? The answer to these questions
is that the focus of the feedback depends upon when the teacher is giving the feedback,
and this is elaborated on towards the end of this paper in the recommendations section.
Timeliness of feedback
When feedback is given has a significant impact on how effective it will be. If feedback
is given early on in the writing process, on plans and first drafts, students will more likely
attend to this feedback, revise their writing, and improve their skills. When feedback
is given later in the writing process on, on the final draft, students are less likely to
attend to the feedback. At this stage in the writing process, students are likely to be
more concerned about the grade they received for that particular writing assignment.
Quality and quantity of feedback
As previously noted, the quality of teachers’ feedback on students’ writing has often
been called into question. Rather than being vague, arbitrary, and inconsistent, feedback
needs to be specific, precise, and coherent. The quantity of feedback that teachers give
is a significant variable as well. Rather than overwhelming students with too much
feedback which they will not be able to attend to, it is better to provide students with a
limited amount of quality feedback which focuses on three or four key areas that they
need to attend to.
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Student’s readiness and willingness to accept feedback
Teachers often complain that they spend a substantial amount of time and effort
providing their students with feedback on their writing, and their students just ignore
this feedback. But in many instances, it is not the case that students are ignoring this
feedback, but rather that they do not understand it, or they do not know how to act on it.
In other words, students may lack the level of proficiency to understand their teacher’s
feedback, or they might not understand the metalanguage that their teacher uses. Or if
students do understand the feedback, they might not have the knowledge to act on it.
For example, if the teacher tells a student that their topic sentences are too vague, if
the student does not know what a topic sentence is and what it is used for, it is unlikely
they will be able to make appropriate revisions to their topic sentences. Furthermore,
the effectiveness of the feedback is also dependent on the extent to which students
are willing to accept feedback from either a peer or from their teacher. As previously
mentioned, some students are reluctant to accept feedback from their peers, and are
even dismissive of the feedback they receive from their teachers.
Written feedback techniques
Bitchener and Storch (2016) classify written feedback technqiues into three categories:
indirect, direct, and metalinguistic. With indirect corrective feedback, the error is
identified but not corrected. Direct corrective feedback involves the teacher actually
correcting the error, and with metalinguistic corrective feedback, the error is explained
and an example of correct usage is given, for example using an error code. Ellis (2009),
presents a useful typology of different written corrective feedback styles.
Underline / highlight errors
In this indirect corrective feedback technique, the teacher merely underlines or
highlights the error that has been made, without making any corrections or offering
any comments. The advantages of this technique are that it is quick, and students do
the correcting. The disadvantages are that it focuses on surface errors, it could be
discouraging for students to see so many parts of the text underlined or highlighted,
students might not know the type of error that has been highlighted, and it could
confuse students and result in students correcting something that is not incorrect in the
first place.
Use of error codes
Another popular metalinguistic written corrective feedback technique is the use of
error codes (Hyland, 1990). In this technique, the teacher uses a code to tell the student
what type of error it is that they have made. For example, if a student has made a
subject-verb agreement error, the teacher would write SVA above the error. If the
student has used the wrong word formation, the teacher would write WF above the
word. Moser (2019) reported on color coding errors as an alternative to writing a code.
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The advantages of using error codes are that it is quick, students do the correcting, it
provides the students with some feedback, it can easily be used on screen, and similar
errors can easily be identified. The disadvantages are that it focuses on surface errors,
it might be discouraging for students to see so many parts of the text labeled with error
code symbols, it can be difficult for the teacher to categorize some errors, students
might not know how to make correction, and it can lead to an over-simplification of
the writing process.
Use of checklists or rating criteria
The use of a checklist or a rating criterion to give feedback on students’ writing is
also a common feedback technique. As with the two techniques mentioned above, this
technique has the advantages of being quick, students do the correcting, and it provides
students with some useful diagnostic feedback. The use of a rating criteria has the
added advantage of raising awareness of the rating criteria that will be used to assess
students. The disadvantages of this techniques are that the feedback could be vague,
students might not understand the metalanguage that is used on the checklist on the
rating criteria, students might not know how to make a correction that was identified
by their teacher, it could simplify the writing process to a certain degree, and it may
encourage formulaic writing.
Response journals
Response journals are an idea proposed by Blanton (1987). In this technique, teachers
respond to student writing in the form of a journal, and students respond back to the
teacher. One of the major advantages of this technique is that teachers can not only give
feedback on a single piece of writing, but they can also comment on the development
of a student’s writing skills over time. Other advantages of this technique are that
it focuses on writing skills in general rather than on a particular piece of writing, it
is less discouraging than when the teacher identifies all the student’s errors, it gives
students the opportunity to respond to the feedback that the teacher gives them, and it
can easily be done electronically. The disadvantages, however, are that it can be very
time-consuming, it can be difficult to implement with large classes, and students might
not be able to apply the feedback they receive because it is too vague or too general.
Revise-and-resubmit letters
Ferris (1997) proposed the use of revise-and-resubmit letters where teachers write
feedback to their students in the form of a letter, and students resubmit their written
work after taking their teacher’s feedback into account. This technique has a number
of advantages, such as there is the increased expectation that students must attend
to the feedback from their teacher, teachers do not write all over students’ scripts,
it greatly reduces likelihood of appropriation from the teacher, and it can easily be
done electronically. The disadvantages of this technique are that it is time-consuming,
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the feedback from the teacher could be vague, students might not understand the
metalanguage that their teacher uses, and students might not know how to make the
corrections that their teacher recommends.
Peer feedback
There are numerous advantages of implementing peer feedback: it saves the teacher
a lot of time, it can be effective with large groups of students, and it can be done
electronically. Furthermore, students can give good suggestions to their peers, and
often make useful suggestions that the teacher did not make. It also improves students’
editing skills, and students who give feedback become better writers (Devenney, 1989).
Lundstrom and Baker (2009) even found that students who only gave feedback without
receiving any feedback themselves actually improved their writing more than students
who only received feedback without giving any. More often than not, however, students
are reluctant to give each other feedback, the feedback they give is overly positive or
overly negative, and on occasion the feedback is incorrect and contradictory. Many
students just do not value the feedback that they receive from their peers, and they do
not attend to it.
Group written responses
A number of teachers and researchers have recognized the fact that it might be a good
idea if students received peer feedback from more than just one peer (Furneaux, 1997;
Harris, 1992; Porto, 2001, 2002). In group written responses, students are placed into
groups, and all students in each group are required to give feedback on the writing
task produced by the other members of their group. The advantages of this feedback
technique are similar to the advantages of peer feedback, such as drastically reducing
teachers’ workload, improving students’ editing skills, facilitating students’ writing
development; it also works well with larger groups of students. Additional benefits
of group written responses include the fact that every student gets multiple sources
of feedback from a number of peers, and that it helps to create a real audience for the
students when they write. The disadvantages of group written responses are similar
to the disadvantages of peer feedback, such as students’ possible reluctance to give
feedback to other students, their feedback might be overly positive or overly negative,
the quality of the feedback may be suspect, and some students might not take on board
the feedback that they receive from their classmates. An additional disadvantage of
this feedback technique is that students might get conflicting feedback from different
students and get confused.
Teacher corrects all students’ errors
One direct corrective feedback technique is to simply correct all of the students’
errors for them. In some teaching situations, teachers are actually required to do this
(Rasmussen, 2019). The advantages of the teacher correcting all student errors is that
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students obviously really like and value it. Some proponents of this technique claim that
students can see their mistakes, and because the teacher corrects these mistakes, they
can learn from them. Certainly, the final written product is better after this significant
teacher intervention. However, there are also a number of disadvantages to correcting
all students’ errors. Obviously, this is going to be extremely time-consuming, and it
just may not be possible to implement with large classes. There is also the danger
of appropriation, where the teacher intervenes in the writing process so to such an
extent that the writing becomes more the teacher’s work than the student’s work. This
technique may also encourage apathy on the part of the student. If students know
that their teacher is going to correct all their errors, then they will likely become lazy
writers and will not bother to self-edit their own writing, and it may also induce overdependence on the teacher.
Reformulations
The idea of reformulating students’ writing was developed by Allwright (1988) back in
the 1980s. In this technique, students complete a writing assignment, and then a “nativespeaker teacher” completely rewrites or reformulates the writing assignment. The idea
behind this is that the students are provided with a model text of their writing which
they can aspire to reproduce in their next written assignment. Despite a plethora of MA
dissertations in the late 1980s and early 1990s that advocated the use of reformulations,
there are, however, a number of disadvantages associated with this technique. Firstly,
it is very time-consuming for the “native-speaker teachers” to reformulate all of the
students’ writing assignments, presuming that there are enough of them around to carry
out this arduous task. But the main disadvantage of this technique is appropriation.
There is usually such a major difference between the original student text and the
reformulated text, that it can no longer be considered the students’ own work, and this
can be disheartening for students. Another disadvantage of this technique is that because
students do not actually do any of the revisions, they are unlikely to learn anything
or improve their writing skills. Students can also become discouraged when the see
their reformulated essay, and realize that they will never be able to produce anything
anywhere nearly as good as the reformulation. A final disadvantage of reformulations
is assessment – all reformulations will inevitably get an A+.

Oral feedback techniques
In addition to written techniques, there are also several techniques for providing
feedback orally, each with certain advantages and disadvantages.
One-on-one conferences
Sokmen (1988) and Keh (1990) were both early advocates of giving students feedback
on their writing in one-on-one conferences. They identified numerous benefits, such as
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the fact that the feedback is immediate and is more likely to be focused, detailed, and
comprehensive than written feedback. The interactive nature of one-on-one conference
allows for teachers to ask questions, and it creates many opportunities for teaching
on demand. It also allows for students to provide explanations, and they can ask for
clarification on the teachers’ feedback that they might not understand. Students are
therefore more likely to attend to the feedback that is given to them and make more
revisions. As mentioned above, a major disadvantage of this technique is that it is very
time-consuming, and the teacher needs to make sure that other students in the class
are kept busy while they are engaged in conferences with other students. There is also
the chance that students may forget what the teacher says to them during the one-onone conference, so it is a good idea for the teacher and the students to take notes to
summarize the oral feedback in written form.
Audio or visual recorded feedback
If it is not possible to have synchronous, face-to-face conferences with students
to give them feedback, it may be possible to make an audio or visual recording of
feedback which students can listen to or watch at a later date. The use of recorded
audio feedback was advocated as far back as the 70s (Farnsworth, 1974), and visual
recorded feedback became popular in the 80s and 90s (Hyland, 1990). The advantages
of audio or visual recorded feedback are that it is asynchronous, which affords the
teacher some flexibility as to when they give their feedback and similar flexibility
for students as to when they listen to their teacher’s feedback, and students can rewind and listen or watch the recording again (Anson, 1997; Huang, 2000). Another
advantage of this technique is the audio or visual recordings can be made very easily
using Apps like Showbie, and students can record their responses to their teachers’
feedback. One potential disadvantage of this feedback technique is that students might
not understand the teacher’s feedback, and because it is not synchronous, asking and
answering questions does take some time.
Class discussions
In this technique, the teacher selects one of their student’s essays, and with the student’s
permission, projects the essay onto a large screen in the classroom; the students
then discuss the strengths and the weaknesses of the essay. The advantages of class
discussions are that the teacher works with texts at the students’ level, it allows for
teaching on demand, it is effective with large groups, and it provides a model for
students on how to give peer feedback. Another advantage is that one student gets
highly detailed feedback from multiple sources, which probably explains why I am
never short of volunteers to offer their essay up for discussion. The disadvantages of
class discussions, however, are that it can be embarrassing for the student whose essay
is being critiqued, it could provide students with a bad model essay, the feedback might
not be relevant to all students, and a few students may dominate the discussion.
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Recommendations
Use a combination of self, peer and teacher feedback
As is often the case, there is no one best way to provide students with feedback on
their writing. Using a combination of self, peer and teacher feedback is a good way
to increase the likelihood that the feedback the students receive will be effective and
will help improve their writing skills. One way to encourage students to make their
own revisions is for the teacher to correct a sample of student errors, in the first one
or two paragraphs for example, and then get their students to revise the remainder of
the written assignment. Peer feedback can provide students with valuable feedback,
and develops students’ editing skills which helps them to become better writers (Berg,
1999; Liu & Hansen, 2002; Rollinson, 2005; Zhang, 1999). Group feedback and
class discussions can also be a very useful way for students to get multiple sources of
feedback (Boughey, 1997), and are ideal techniques for larger classes
Use a combination of different written and oral feedback techniques
Each of the techniques used for giving feedback on student writing outlined in the
previous section has numerous advantages and disadvantages. As such, there is no one
best feedback technique for teachers to use. Therefore, teachers should experiment
with a range of written and oral feedback techniques. One thing that I would strongly
recommend is that teachers make time to give their students oral feedback in oneon-one conferences as this is likely to be the feedback technique that has the biggest
impact on students’ writing improvement (Lyster, Saito, & Sato, 2013).
Train students how to give and receive feedback
Teachers should not assume that their students know how to give feedback and know
how to deal with the feedback that they receive. Students need to understand the rationale
for giving and receiving feedback (Moser, 2019). It seems that for peer feedback to
work, students need training on how to do it (Grimm, 1987; Neubert & McNelis, 1990;
Zhu, 1995), and providing students with a checklist can help them focus their feedback
and make it more useful for their peer (Hansen & Liu, 2005). Students need practice on
how to give feedback, and teachers need to monitor peer feedback carefully, especially
in the early stages of its implementation. Another strategy for making peer feedback
work is to make giving and attending to feedback part of the students’ overall grade.
Give different types of feedback at different stages of the writing process
Teachers need to start giving feedback very early on in the writing process. I insist
on seeing all my students’ essay plans before they begin writing their first drafts. In
the beginning, teachers should focus solely on content. It is important for students
to realize that their teacher is interested in, and actually cares about, what they have
to say, and that they take their writing seriously (Matsuda, 2012). Then the teacher
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should focus on organizational elements such as thesis statements, topic sentences,
paragraphs, coherence, and the use of cohesive devices and linkers. On second or later
drafts, the teacher should then focus more on the surface linguistic features of their
students’ writing.
Focus on the quality of the feedback, not the quantity
A common mistake that many teachers make is that they overwhelm their students
with too much feedback at one time. Teachers need to recognize that students have a
limited capacity to take on board feedback, so it is much more effective for teachers
to only focus their feedback on two or three key issues at one time (Lunsford, 1997;
Sheen, 2007). It is also not necessary, nor desirable, to correct all student errors. This
will only encourage apathy and will engender learner dependence on the teacher. In
order to be effective, teachers’ feedback on their students’ writing should be reasonably
detailed (Ferris & Roberts, 2001), clear, and specific. It should ask students questions,
seek clarification, and request additional information. There should also be a balance
of constructive criticism with praise (Hyland & Hyland, 2001). When giving feedback,
we often focus too much on what our students have done inadequately, without
acknowledging what they have done successfully.

Conclusion
Whether or not teachers’ giving corrective feedback improves student writing has
been a controversial topic in second language teaching for many years. While some
researchers claim that providing students with feedback does improve their subsequent
drafts, and over the long-term does make them better writers (Ferris, 2003), others claim
it does not make students better writers, is essentially a waste of time, and can even
be harmful. However, as has been argued in this paper, the effectiveness of teachers’
feedback on students’ writing is dependent on a number of variables which the teacher
can control. To not respond to students’ writing is, as Reid (1994) contends, to abdicate
responsibility as a teacher, and to miss out on a valuable teaching opportunity. This
paper has provided teachers with a number of different techniques for giving feedback
on their students’ writing, and has made a number of recommendations on how they
can give effective feedback that improves the writing skills of their students.
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Chapter 5
Using an Adapted Board Game to Improve EFL/ESL
Students’ Responses to Poetry
Mangala Jawaheer
Mauritius Institute of Education, Mauritius

Abstract
This case study investigates whether an adapted Snakes and Ladders board game can
be used as a primary resource in a process-based lesson to motivate EFL/ESL students
to analyse as well as respond creatively and critically to the study of poetry at lower
secondary level in the absence of ICT facilities. Classroom observation, an open-ended
questionnaire and samples of student work were used as qualitative data collection
tools. Findings reveal that the adapted board game motivates EFL/ESL students to use
the target language to analyse as well as respond creatively and critically to the study
of poetry, a genre that they were previously uninterested in as they found it difficult
and boring. However, the adapted board game can also lead to classroom and time
management issues if not monitored properly. Findings indicate that scaffolding along
with formative and summative feedback need to be integrated to further build on the
level of students’ responses.

Introduction
Background
The change in the educational system in Mauritius following the implementation of
the Nine Year Continuous Basic Education (NYCBE) (Ministry of Education and
Human Resources Tertiary and Scientific Research, 2016), has had a ripple effect
in the form of a top down policy where macro decisions such as curricular reform
have had micro implications in the teaching and learning processes at school level.
Following the changes in the NYBCE, the National Curriculum Framework (NCF) for
English at both primary and secondary levels have been revised (Mauritius Institute
of Education, 2017). At the secondary level, although a communicative curriculum
is still foregrounded unlike the previous NCF (Ministry of Education and Human
Resources Tertiary and Scientific Research, 2009), literature is no longer relegated to
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the periphery. At the heart of this reformed NCF, literature is made more accessible,
meaningful and useful for Mauritian learners in a bid to develop students’ literary
competence and appreciation and to promote a reading culture. In line with international
trends on the integrated curriculum for English and literature in the EFL/ESL contexts
(Bloemert, Jansen, & van de Grift, 2016; Nguyen, 2016), the revised NCF at lower
secondary level focuses on developing and enhancing learners’ knowledge of literature
which is predominantly a skills-based approach to literature as opposed to knowledge
about literature which is a content-based approach to the subject. Hence, literature
as per the NCF is espoused as a subject that harnesses the development of higher
order transferable skills (creativity, analysis and critical thinking). It is also seen as a
resource to develop language skills and a powerful means to cater for the holistic and
the cultural emancipation of learners.
The curricular reform of the NYBCE has direct implications on the teaching and
learning processes at lower secondary level. One of the six foundational pillars of
the NYBCE advocates the operationalisation of innovative and learner-centred
pedagogies within the realm of the classroom. Advocacy of such pedagogies at macro
level indicates a marked shift from the deep-rooted culture of transmissive teachercentred and exam-oriented pedagogies that have been part of previous Mauritian
education systems. In the revised NCF, it is clearly stipulated that educators should
“use interactive games… to promote learner participation and interest” and use a wider
range of formative assessment (Mauritius Institute of Education, 2017, p. 48). One of
the underlying aims of this education reform is to encourage teachers to use a plethora
of interactive and collaborative teaching strategies and resources to arouse the interest
of 21st century learners and motivate them to adopt deep approaches to learning. In line
with this, “IT mediated learning” is hailed as an important tool to further develop and
stimulate “learner curiosity and enhance independent learning” (Ministry of Education
and Human Resources Tertiary and Scientific Research, 2016, p. 10). According to
this policy, investment in technology and e-learning at the level of schools should be
accentuated.
The contextual reality: Anecdotes from in-service educators
Although the NYBCE strongly propagates the implementation of innovative pedagogies
inclusive of the use of ICT (Information and Communication Technologies) for teaching
and learning purposes at school level, anecdotal evidence suggests that this is far from
being part of the reality of teaching and learning at micro-level. During continuous
professional development (CPD) workshops in line with the curricular reforms at a
parastatal teacher training institution, in-service educators have expressed their concern
about the lack of ICT facilities for everyday teaching and learning within the realm of
their classrooms. They point out that although there may have been ICT investment at
school level, the lack of proper infrastructure and regular maintenance within individual
classes remains problematic. Experienced teachers have shared that without easy access
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to technology, they use other means to innovate the teaching and learning processes for
their diverse multilingual learners, who may be either EFL/ESL, depending upon their
exposure to English and their proficiency in the language. Due to the lack of readily
available ICT facilities at their disposal, several teachers adapt board games within their
literature classes as a proactive way of innovating their own teaching of the subject.
From this, it may be inferred that contextual reality is one of the driving factors that
impact the way that existing educators actively effect change at a grassroots level.

Literature Review
Recent literature has predominantly focused on the combination of ICT and gamification
where students of different ages and levels are exposed to digital applications, using
gaming features to motivate them to improve their language skills inclusive of the
sub-skills of vocabulary and grammar (Danowska-Florczyk & Mostowski, 2012;
Flores, 2015; Paris & Yussof, 2012; Wu et al., 2014). Although digital gamification is
an international trend and the implementation of IT mediated learning is stipulated as
a key goal in the NYBCE (Ministry of Education and Human Resources Tertiary and
Scientific Research, 2016), at this present stage, the contextual reality of Mauritian
teachers of English indicates that this is not readily accessible for them to use in their
classrooms. Thus, this literature review focuses instead on the use of non-digitised
board games within English Language Teaching (ELT).
The use of games within foreign/second language teaching at pre-primary primary,
secondary and tertiary is not a new concept and has been a staple of communicative
language teaching approaches for several decades (Gaudart, 1999; Harmer, 1987;
Palmers & Rodgers, 1983). Amongst the array of different types of games, language
teachers commonly use and adapt board games. Extant literature accentuates the
multifarious advantages of using it as an interactive resource to develop language skills
and sub-language skills. Empirical research highlights how the use of board games
is an effective tool to develop speaking and listening skills, where winning the game
and collaborative peer interaction extrinsically motivate students to remain actively
engaged in using the target language meaningfully (Fung & Min, 2016). Other studies
highlight how the element of fun in playing board games removes the fear factor for
grammar lessons and increases student participation (Albab, 2014; Macedonia, 2005;
Metom, Tom, & Joe, 2013; Paris & Yussof, 2012).
Although the use and adaptation of board games in ELT as well as across different
disciplines has been well documented in terms of its impact on (1) motivation, (2)
improving diverse language skills inclusive of vocabulary and grammar and (3)
encouraging collaborative and inductive learning (Ramani et al., 2012; Tasnim, 2012;
Treher, 2011), empirical research on the use of board games to develop creative,
analytical and critical skills for literature is still in its embryonic stage. As there is
66

Proceedings of the 2nd Applied Linguistics and Language Teaching (ALLT) Conference

scant empirical research on the use of board games to motivate learners to develop
transferable literary skills in poetry, it may well be argued that this empirical study
adds to the existing literature.

Study Design
Overarching research aim
This qualitative study explores whether adaptation of a popular board game motivates
EFL/ESL learners to develop their analytical, creative and critical thinking skills for
poetry at lower secondary level.
Research sub-questions
1. To what extent does an adapted Snakes and Ladders board game develop the
analytical, creative and critical skills of learners for the study of poetry?
2. How far can this board game increase the motivation of learners towards poetry?
3. What problems are encountered when this adapted board game is used to teach
analytical, creative and critical skills in poetry?
School and class demographics
The empirical study was conducted in a reputable, confessional college in an urban
suburb in Mauritius. The single-sex college was chosen because literature is not a
popular subject amongst boys who often categorise it as being difficult, boring and
unimportant. In this college, streaming according to ability starts from the second
academic year. For the purpose of this study, an upper stream of Grade 8 was selected;
the class consisted of approximately 30 students. Grade 8 is the second academic year
where the students are between 13-14 years of age.
Duration
The research was conducted during the first term of the academic school year where
students had recently been introduced to poetry as a literary genre. The adapted Snakes and
Ladders board game was used as a primary resource in a process-based literature lesson to
motivate students to develop their analytical, creative and critical skills for poetry.
Purposive sampling
A purposive sample of 10 students was selected from the class. Purposive sampling
was chosen as it allowed the researcher to pick participants, paying special attention as
to how the participants interacted. For example, the sample consisted of different types
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of learners such as extroverts and introverts who had different levels of proficiency in
the target language.
Ethics consideration and procedures
The parents and guardians of the participants were initially contacted. The researcher
explained the aim and duration of the research. It was stressed that participation was
voluntary and that the participants could withdraw at any point in time. Upon consensus
from parents and guardians, the researcher subsequently met all the participants and
explained the nature and purpose of the study, and an informed consent letter was
given to the participants. The letter underscored that confidentiality and anonymity
would be maintained throughout the research and that each participant would be given
a pseudonym.
Data collection tools
Participative lesson observation, an open-ended questionnaire and authentic artefacts
in the form of work produced by the sample were the three data collection tools used
for this study. Triangulation of the data from the multiple sources allowed for the
internal validation of data.
Participative observation
The researcher observed the 60-minute lesson for the upper stream, paying special
attention to how the purposive sample interacted and behaved during the adapted
Snakes and Ladders board game and whether they were reading the poem and were
able to find the different types of answers. The way that the sample interacted during
both the pre and post stages was also closely observed. Field notes were taken and
subsequently codified.
Authentic artefacts
Authentic material produced by the sample during the post stage of the process-based
lesson was collected. The work of the participants was coded and arranged thematically
to identify whether the use of the adapted version of Snakes and Ladders had helped to
develop the analytical, creative and critical skills of learners.
Open-ended questionnaire
A voluntary open-ended questionnaire (Appendix A) was administered at the end of a
60-minute lesson. The questionnaire was divided into two sections. Through a series
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of open-ended questions, Section A was used to gather information on (1) the students’
attitude to studying poetry in general and (2) whether the adapted Snakes and Ladders
board game motivated learners. In section B of the questionnaire, information on how
students felt in terms of answering the different types of questions on the board game
was also collected. In the final section, students had to note down the problems that
they encountered when playing the board game.
Choice and adaptation of a popular board game
Snakes and Ladders (Figure 1) was selected for many reasons. One key reason was
because of its popularity in Mauritius. As most Mauritian children are exposed to this
game, the researcher hoped that using this as a resource would trigger positive memories
and hence motivate them to play the game as well as engage in close readings of the
poem. The board game was colour printed on A3 paper and laminated to make it more
visually appealing.
Figure 1:
A Snapshot of Part of the Adapted Snakes and Ladders Board Game

The adaptation of the board game was at the level of content. Basic information
retrieval questions were included alongside a panoply of analytical, creative and
critical questions in a bid to motivate the students to find answers independently and
interdependently within their groups without the teacher’s support. The questions for
all three skills ranged from simple to more complex. Table 1 shows an assortment of
some of the questions that the board game included.
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Table 1:
Assorted Questions on the Board Game
Basic Information Retrieval Questions
· What is the title of the poem?
· What is the name of the poet?
· What is a porcupine?

Creative Questions
· Choose another title for the poem.
· Invent another extraordinary excuse
for not doing your homework.

Analytical Questions
· Which word is repeated?
· Why is this word repeated?
· What does the poet mean when he
uses “stink” to refer to homework?
· What does “tickle me pink” mean?
· What phrase is repeated? How many
times and why?
Critical Questions
· Did you like this poem? Why/Why not?
· What is your opinion of the excuses
this student makes in the poem?

Integration of the adapted Snakes and Ladders board game as part of a processbased lesson on a specific poem
For the 60-minute lesson, the educator used the process-based approach for the poem
entitled “Homework! Oh, Homework!” (Prelutsky, 1987). The process-based approach
consists of three main parts of a lesson: (1) a pre-stage, (2) a while stage and (3) a
post-stage. The while stage is the crux of the lesson where the main lesson objectives
are taught in greater depth. The poem was chosen because students could relate to the
main theme of the poem and the use of literary devices was accessible for the level of
the students.
In the pre-stage, prior knowledge was triggered by asking several open questions on the
theme of the poem. In the second part of the pre-stage, the educator gave each student
a copy of the poem which included a glossary of several difficult words. While they
had to read the poem the first time on their own, the second reading was teacher-led.
During the first part of the while stage, students were heterogeneously grouped and
given clear instructions of how to play the board game. The instructions were repeated
twice. The educator reiterated several times that the winning group would be rewarded
with a small token. During the second half of the while stage, the educator reviewed
the answers to the questions on the board game, and the students were given the
opportunity to answer. The educator also scaffolded by using prompting questions to
elicit further responses and encourage the students to discuss their answers.
In the post stage, students were encouraged to their draw their interpretation of the
poem using relevant quotations to support their response.
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Method of Analysis
Inductive content analysis was used to analyse raw data using the process of
decontextualisation, recontextualisation, categorisation and compilation (Bengtsson,
2016). Data was collected, coded into raw categories, reviewed and recoded into finer
categories, and interpreted in order to answer the three research questions for this study.

Findings
Collation of findings from the three data collection tools were subsequently categorised
under several themes.
Theme: Development of both independent and interdependent analytical, creative
and critical skills
A salient theme to emerge from all three data collection tools was the way that most
of the participants engaged in repeated close readings of the poem during the game to
find answers to the different types of questions. During observation, it was interesting
to note all participants read the poem several times, some more than others and a few
even read the poem aloud to the group when a participant landed on a question.
It was observed that the different participants were able to answer the various types of
questions. Those who landed on basic information retrieval questions were able to find
the answers in a short span of time (less than five minutes).
In addition, most participants who had to respond to the analytical questions were
able to reply correctly and a few even substantiated their answers by quoting from
other parts of the poem. For example, Participant D read the poem twice and gave the
correct answer to the question “What does the poet mean when he uses “stink” to refer
to the poem?” He was able to distinguish between the literal and figurative meaning of
the word “stink” in the context of the poem and further explain that the persona also
found “homework was irritating and annoying!” Interestingly, this participant quoted
“You’re giving me fits!” from the poem to emphasize what he meant. When Participant
A gave the wrong answer to the question “What phrase is repeated? How many times
and why?”, the other participants helped Participant A find the right answer with one
participant reminding Participant A that he had to “Find a phrase not word.”
Another participant seemed excited to give his answer to the “Invent another extraordinary
excuse for not doing your homework.” His response triggered laughter from the rest of
the group members, and several spontaneously volunteered their own responses.
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Overall, through observation, the researcher noted a high degree of independent
and interdependent learning amongst the participants. It needs to be highlighted that
although the educator was walking around monitoring whether the groups were on
task, participants did not ask for help from the educator.
In the questionnaire, several participants mentioned that reading the poem several times
enabled them to find the answers and that they felt more confident to try and answer
the different types of questions and have them validated by their team members. For
example, Participant H wrote: “I read the poem lots of times to find my answer and
check the answers of my friends.” Participant A also mentioned that when he was
unable to find the answer, he liked it that his “opponents” helped him even though
they were playing against him. Interestingly, Participant B wrote that “Some questions
made me think twice about the poem so I had to read it again and again, I prefer games,
it is more easy to collect the answers this way.” Participant F also wrote that he liked
playing the game as “It was not as boring as when we write answers in our exercise
books silently and it made know about my friends opinions.”
Analysis of the work produced during the post stage where students had to draw
images to show how much the persona dislikes doing homework substantiates the
data collected from the observation and questionnaire (Appendix B). Out of the 10
participants, 7 were able to pick several salient images from the poem. Interestingly,
Participant B (Figure 2) substantiated his drawing by including some words from the
poem and including his own interpretation.
Figure 2:
Sample of Work Produced by Participant B

72

Proceedings of the 2nd Applied Linguistics and Language Teaching (ALLT) Conference

Theme: The adapted Snakes and Ladders board game and increased motivation
Data from the observation revealed that most participants were excited and engaged in
playing the game. It was interesting to note that the body language, facial expressions
and the tone of participants when answering the questions showed that they were not
only engaged in playing the board game and answering the questions correctly, but were
excited to play. The tone of their voice rose when they knew their answer showing their
confidence and enthusiasm; their smiles and laughter when coming up with alternative
excuses for homework emphasised that they were enjoying themselves. Findings from
the questionnaire clearly highlight the increased level of motivation because of gaming
elements. Responses from section A of the questionnaire on whether they enjoyed
studying poetry in general revealed that all the participants did not like this genre as
they normally found it boring and difficult to understand. However, all participants
indicated that they had enjoyed this game and felt that they better understood the poem.
Whilst several participants emphasized that the questions did not seem like literature
questions and that playing the game made the poem less difficult to understand, others
mentioned how using the adapted Snakes and Ladders game was a different way
of studying poems and that it made them appreciate the genre more. For example,
Participant D wrote: “Very often, when the teacher explains it is very boring. Use of
games to understand poems, because it makes me like the poem and is more fun…”
Participant E wrote, “Use games because we like to be the winners...” Participant J
specified that he actually liked the poem and the process of understanding it on his
own and with his friends rather than having to listen to the teacher. From the data, it
can be inferred that the students liked playing the board game because they felt more
equipped to be able to respond to a genre that they previously had found difficult.
Personal satisfaction of understanding the poem independently and interdependently
shows how their motivation was being harnessed.
The level of motivation can also be gauged through their interpretation and critical
understanding of the poem during the post stage. Observation and analysis of the
quality of work in the post stage, where participants had to draw and then share their
interpretation, indicated that they took time and put effort into producing their work.
Only one participant did the work quickly with less effort than the other participants
did, and analysis of his work indicated that it was rushed and displayed a superficial
interpretation of the poem.
Theme: Time and classroom management issues
During observation, it was noted that the educator faced time and classroom
management issues. For instance, although 25 minutes had been allocated to playing
the game, several groups finished before that time which led them to become noisy
and disruptive whilst other groups took more time. Since the educator was walking
around and monitoring the class, it was difficult for her to see what was happening in
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each group, and some groups were more engaged then others. The time and classroom
management impacted some of the participants who did not finish the game within
the allocated 25 minutes, and when it was announced that time had elapsed, several
showed their disappointment in not completing the game.
Theme: Need for an integrated approach with further scaffolding by teacher
Although the participants engaged in developing their analytical, creative and critical skills,
it also transpires from triangulation of the data that further scaffolding from the educator
after students had played the game was fundamental in further developing their responses.
It was observed that during the game, the answer by participant D for the question on the
effect on a repeated word was superficial, and the other participants accepted it without
further discussion. However, when the educator formatively assessed students prior to the
post stage, she further scaffolded their answers to encourage them to elaborate on what
they meant and why. The summative assessment of drawings indicated a more detailed
understanding as compared to their responses during the game. This corroborates one of
the responses from the questionnaire where Participant I wrote: “I like reading by myself
whilst playing games but I also like it when the teacher checks my answers.”

Discussion
Analysis of the data reveals that there was voluntary involvement of the participants
as they felt more confident to use the target language to interact with the poem. This
substantiates a study on the use of board games in language teaching by Fung and
Min (2016). Likewise, triangulated data highlights the increased level of confidence
whereby participants engaged in meaningful interaction with others using the target
language. However, this study also goes beyond developing communicative skills
and highlights how participants were encouraged to develop their analytical, creative
and critical skills with repeated independent and interdependent readings of the poem
whilst playing the adapted board game, and that they were able to analyse the poem
using the target language. This study further consolidates the benefits of using board
games as a non-digital resource for hands-on learning to further develop different skills
inclusive of critical thinking skills (Treher, 2011).
Data analysis also accentuates how the adapted Snakes and Ladders game motivated a
purposive sample of participants with different profiles to engage with a poem – a genre
that was previously seen as difficult and boring. This study therefore parallels other
studies (e.g., Ramani et al., 2012; Tasnim, 2012; Treher, 2011) which underscore how
board games increase motivation in different learners and promote collaborative learning.
Although the findings show increased learner participation within groups, identification
of time and classroom management issues indicate that these can hinder the smooth
running of group learning and the use of board games. This study builds on research
by Gillies and Boyle (2010) in which the logistical difficulties of incorporating and
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adapting cooperative learning in classes are discussed. Similar to the study by Paris
and Yussof (2012), this study also accentuates how the expertise of the educator is
instrumental in ensuring that a specific teaching aid/resource is used effectively. In
addition, this present study foregrounds the holistic inclusion of scaffolding and
alternative forms of formative and summative assessments to further develop and
consolidate students’ understanding.

Conclusion
This study has demonstrated that in the absence of readily available ICT facilities, in
a bid to be innovative, an educator can successfully resort to an adapted board game
to motivate lower secondary students to engage with poetry in order to develop their
analytical, creative and critical thinking skills. This study reveals that adaptation of
a popular board game is a relevant and effective teaching aid to develop analytical,
creative and critical thinking skills provided that it is part of an integrated and processbased lesson and used judiciously by the educator. On a concluding note, as this study
was conducted with a higher ability stream over a 60-minute period for poetry, it is
recommended that alternative board games be used with different streams for the
teaching of poetry as well as other genres such as drama and prose, and to further
investigate whether these board games can further build on the transferable literary
skills of EFL/ESL learners at secondary level.
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Appendix A
Questionnaire
Dear Students,
We would appreciate it if you could kindly take some time to fill in this questionnaire.
Your responses will help us research on the use of games to teach poetry at lower
secondary.
Thank you for your contribution towards this research.

Section A
1. To what extent do/don’t you enjoy studying poems in English normally?
Explain your answer.
2. Did/didn’t you enjoy playing the Snakes and Ladders game with your
friends? Why/why not?
3. How far has this game enabled you to understand the poem?
4. How do you prefer to study poetry: board games/teacher explanation/ other
ways? Explain your choice.

Section B
6. Were you able to answer all the questions on the Snakes and Ladders board
game? Why?
7. How did you find the answers?
8. How many times did you read the poem to find the answers?
9. To what extent were the questions difficult to answer? Were there specific
questions which were difficult? Explain why/why not.
10. Note down any problems that you encountered when playing the adapted
Snakes and Ladders game.

Appendix B
(This was used to collect data on the students’ understanding of the imagery in the
poem during the post stage).
Use the images from the poem to show how much this student dislikes homework.
(Represent it through a drawing).
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Chapter 6
Interteaching: Measuring Impact on Students’
Engagement in Learning
Olga Campbell-Thomson
Abu Dhabi Polytechnic, United Arab Emirates

Abstract
This article reports the findings of a study on the implementation of interteaching in a
language communication module taught at a technical college. The aim of this study
was to examine the impact of this instructional method on students’ engagement in
learning. The construct of social validity was used to assess the value and effectiveness
of interteaching as a social and educational practice. Goals, procedures, and outcomes,
as chief indicators of the degree of social validity, were integrated in a Likert-type
aggregate scale designed to measure learners’ cognitive, emotional, and behavioural
engagement in interteaching sessions. Twenty-eight first-year students participated in
the study. The findings of the study indicate that the participants perceived interteaching
sessions as helping them process content (cognitive engagement, procedures, and
outcomes) and develop willingness to learn for own satisfaction (emotional engagement,
outcomes). The psychometric properties of the scale designed to measure the impact
of interteaching on student engagement suggest that the scale is well suited for use in
research, though it should be developed further and applied to similar contexts with
larger sample sizes.

Introduction
The active involvement of learners in their studies is widely recognised as a crucial
component in the process of academic engagement, learning, and satisfaction (Morgan,
2014; Prince, 2004; Shernoff, 2013); considerable scholarly attention has thus been
given to developing and evaluating effective approaches that can help students actively
engage in their studies. Proposed approaches range from focusing on each individual
student, with maximum flexibility given to personal learning preferences and pace
(Keller, 1968; Kapusnick & Hauslein, 2001; Tomlinson, 2008, 2010), to collaborative
activities where learning is viewed as a social process (Barrows, 1996; Johnson &
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Johnson, 1975; Rittschof & Griffin, 2001). The latter group of approaches emphasize
the social nature of education in general and of learning in particular, recognizing that
individual learners benefit from active engagement in the social process of learning.
This paper focuses on interteaching as an instructional method that aims both to
enhance individual experience by engaging students in a collaborative process of
learning and – by its very nature – also assumes individuals can contribute to the
learning of others when working together. The general idea of students tutoring or
quizzing other students is not an original idea. Reciprocal peer tutoring (RPT), which
involves students developing questions to test each other before exams, is just one
well-known example of students acting as mutual teachers (Griffin & Griffin, 1998;
Greenwood, 1997; Rittschof & Griffin, 2001). While sharing the underlying rationale
of RPT for students’ active engagement in learning through teaching, interteaching
should nevertheless be viewed as a distinct type of instructional activity. One reason
for this is the structured approach taken by the authors in their design of interteaching.
Another reason is that in interteaching, the evaluation of the “teaching” of students is
based on its effectiveness in facilitating learning for those involved in the process. This
evaluation can be accomplished in different ways, including through the completion
of feedback forms reflecting on the quality of interteaching sessions and follow-up
quizzes to test learners’ new knowledge and identify content for further clarification by
the teacher in follow-up lectures. In this process, students work in partnership with the
class teacher in designing, implementing and adjusting teaching materials and content.
The main aim of the research reported in this paper was to study the impact of interteaching
on student engagement in learning. In preparing the study, however, we encountered a
lack of any viable instrument with which to monitor this impact. An accompanying
objective of the study has thus been to design and test a psychometrically valid instrument
with which to measure the impact of interteaching on student engagement in learning.

Literature Review
The concept of interteaching is embedded in behaviour analysis and was first developed
by Boyce and Hineline (2002) who considered learning to be “something a person does,
not something that happens to him of her” (p. 215). Boyce and Hineline related this
understanding to behavioural changes in a learner’s repertoire, with learning for them
meaning students being able to do things they were not previously able to do. Such a
conception of learning is linked to the concept of teaching as facilitating behavioural
changes, and this is further extended to their belief that “an effective way to learn
something is to teach it” (Boyce & Hineline, 2002, p. 218).
Boyce and Hineline define an “interteach” as “a mutually probing, mutually informing
conversation between two people” (2002, p. 220), elaborating on this somewhat generic
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definition by specifying a number of attributes that constitute interteaching, including
(1) that interteaching sessions typically last 30–40 minutes and are conducted in a
classroom; (2) that it is important to conduct this conversation in pairs, since any larger
number of participants might result in some students not participating; (3) that this
“mutually informing conversation” (Boyce & Hineline, 2002, p. 220) is based on a
specified selection of material, which can be a section from a textbook, an article, or a
problem-oriented question requiring the application of theoretical concepts; (4) that a
preparation guide is provided by the teacher in advance, indicating the source material
and the due date, a list of questions to guide the conversation, and suggestions as to
where supplementary notes might be required; and (5) that a record of interteaching or
an evaluation sheet rating the quality of discussion is completed by the students after
the discussion.
From this procedural outline it is clear that interteaching is based on students’
processing of reading material. This can be explained by the original impetus of
seeking an alternative to traditional lecture formats. Reflecting on their experiences of
conducting interteaching sessions in their lecture classes, Boyce and Hineline (2002)
claim that “when done appropriately, the classroom environment is much like that of a
dynamic workshop” (p. 221).
Following the introduction of interteaching into lecture-based (and reading-based)
university courses, the approach has been tried and evaluated in a number of contexts,
spanning different class formats and disciplinary content. The efficacy of the approach
and its specific components has been measured in terms of impact on student
performance and student satisfaction.
Early experimental studies by Saville et al. (2005) and Saville et al. (2006) indicated
that students in interteaching conditions consistently scored higher across quizzes
and exams and tended to answer more interteaching-based questions correctly in
final exams. These findings were supported by a study by Saville et al. (2012) which
showed that interteaching improved performance, most notably for students with low
and moderate GPAs.
A more recent study by Saville et al. (2014) found that interteaching may enhance
long-term recognition memory, although the authors acknowledged the need for
additional research to determine exactly how interteaching affects both short-term and
long-term student performance. Their own analysis of the process of administering
multiple-choice quizzes at intervals after interteaching discussions – immediately after,
a week later, and a month later – may suggest that it could have been the activation
of the stimulus response by the administered quizzes that triggered the students’ later
recognition of required information.
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The value of pair discussions has also been examined as a component of interteaching
by Soldner et al. (2017), whose component analysis showed that the pair discussion
condition resulted in higher quiz scores as compared to no-discussion conditions.
The same study also provided social validity findings from student reports collected
at the end of the semester which indicated that the majority of students preferred
interteaching with pair discussion and felt they had learned more in interteaching
sessions with the pair discussion condition than without pair discussions. The pair
discussion component of interteaching was further examined in comparison with a
whole-class discussion by Rosales et al. (2018). The findings of this study indicated
that pair discussion had some advantage over whole-class discussions in terms of quiz
scores, although the difference was not statistically significant. The results of the social
validity measure in the same study, however, showed a preference among students for
working as a whole class and a perception of better learning outcomes when compared
to pair discussions. The explanation from a number of study participants was that
their peers were not as knowledgeable as the instructor and that this made them less
trusting of the information they generated together. The preference for whole-class
discussion was also linked by some students to their experience of work with assigned
partners who were underprepared for the interteaching discussion, which in turn left
them feeling underprepared for the quiz that followed (Rosales et al., 2018, p. 75).
The researchers’ own observation was that in whole-class discussions only a handful
of students participated in a discussion that resembled a lecture-based course in which
instructors merely attempted interactive discussions.
Apart from intermittent remarks on reported satisfaction from participating in
interteaching, a growing number of studies seem to focus on statistical analysis of
quiz or exam scores to measure the value of interteaching activity. While grades are
certainly important, this emphasis on numeric quiz scores distracts from the main
purpose of interteaching, which is to facilitate students’ engagement in learning. I am
also sceptical as to the validity of claiming a direct relationship between interteaching
and the results of quizzes and tests. One reason for such scepticism is based on the
common-sense assumption that students tend to prepare for examinations, thus making
it difficult to establish with certainty how interteaching can be singled out from a range
of activities employed during exam preparation (e.g., revision of material, independent
study, regular lectures, memorable examples, and even rote memorization).
My interpretation of Boyce and Hineline’s (2002) conception of teaching as facilitating
behavioural changes in learners’ repertoire extends to the development of habits of
reflective and critical learning rather than immediately observable or countable quiz
scores. My personal and professional interest in trialling interteaching in my language
communication classes is specifically prompted by a quest to find ways to engage
students in their learning and by so doing to facilitate the development of behavioural
repertoires that will extend well beyond the limited content of one discussion session.
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The contribution of this study to existing research on interteaching therefore lies in its
specific focus on the impact of interteaching on engagement and the development of a
habit of engagement in learning (i.e., behavioural change).
Extensive literature on student engagement reveals considerable variation in the
conceptualization of the construct of engagement. A two-dimensional model of
engagement that includes behaviour and emotion is advocated by Finn (1989) and
Marks (2000). A cognitive dimension has been added to behavioural and emotional
dimensions of the construct of engagement by Fredricks et al. (2004) and Wigfield et
al. (2008). This has been further extended into a four-dimensional model comprising
academic, behavioural, cognitive and psychological (or affective) engagement
(Appleton et al., 2006; Reschly & Christenson, 2006; Reschly et al., 2008).
A common understanding behind all the proposed models is that engagement is
multidimensional. A review of existing models also suggests a certain degree of
overlap in the affective, psychological, and emotional dimensions of the construct,
as well as considerable overlap in the content of academic and cognitive engagement.
To operationalize the construct of engagement in this study, the intersections of
various understandings of the listed dimensions were examined and any unnecessary
duplications were eliminated. For the purposes of this study, the construct “engagement”
was operationalized as a three-dimensional construct involving emotions, behaviours,
and cognitions. Our review and analysis of the literature on the content of various
dimensions informed our understanding of each dimension as follows: emotional
engagement is viewed in terms of interest, satisfaction, and willingness to perform the
study task; behavioural engagement draws on the idea of participation in procedural
steps in the task; and cognitive engagement implies understanding and processing
the content and value of the information. Further explanation of the content of each
dimension can be found in Fredricks et al.’s (2011) review of engagement models and
the content of their dimensions.
Finally, another body of literature that has informed the design of this study is scholarship
focussing on the construct of social validity. Social validity was singled out from a
range of possibilities because interteaching has its origins in behaviour analysis, and
social validity is viewed as a key variable of theoretically grounded inquiry in applied
behaviour analysis (Lane et al., 2016). The rationale of this choice of methodology
also relates to the specific aim of introducing interteaching into classroom practice as
a means of facilitating student engagement in learning and of potentially cultivating a
habit of engagement, which is viewed here as a behavioural change.
The term “social validity” was coined by Montrose Wolf (1978), whose conception of the
term encompassed the social importance of the goals selected, the procedures employed,
and the effectiveness of the outcomes produced in applied examination. Among a number
of methods of assessing social validity, subjective evaluation has been in frequent use
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(Snodgrass et al., 2018; Wolf 1978), and has included interviews, surveys and scales aimed
at gathering information about people’s perceptions of particular dimensions of the goals,
procedures and/or outcomes of an experiment (Snodgrass et al., 2018). A comprehensive
review undertaken by Common and Lane (2017) of studies measuring social validity
confirms that self-report surveys (self-report rating scales) are the most common
approach to measuring social validity. The authors caution, however, that validating
social significance requires the inclusion of all three components of the construct – goals,
procedures, and outcomes. A similar observation is made by Snodgrass et al. (2018),
who specifically address the use of social validity in educational contexts. They note that
whereas each component of social validity (i.e., goals, procedures, and outcomes) can be
addressed in isolation, “robust claims of social validity ought to be in reference to all three
factors of the construct” (Snodgrass et al., 2018, p. 162). In accordance with this advice,
the construct of social validity used in this study to assess the value of interteaching takes
into account the importance of goals, procedures, and outcomes.
The literatures on interteaching, engagement, and social validity all inform the design
of this study, which aims to address the two following questions: (1) How can we
measure the impact of interteaching on student engagement in learning? and (2) What
is the impact of interteaching on student engagement in learning?

Methodology
Thirty technical college students from two groups were included in the study. The students
in both groups were enrolled in the same Language Communication module and were
taught by the same teacher. The same protocol of interteaching was followed in both
groups. This protocol comprised (1) assigned material and discussion-preparation guides
distributed a week before the interteaching session; (2) 30-minute pair discussions about
the material assigned in class; (3) the completion of feedback forms on the discussion
(Appendix A); (4) follow-up quizzes for the quality point; (5) follow-up lectures with
clarification of the content based on the students’ records in the feedback form. Quality
points were assigned to students only if both members of the same discussion group
obtained a score of 90% or more, and these points counted towards participation. Overall,
ten interteaching sessions took place in the course of one semester.
A self-report survey questionnaire was used at the end of the semester to obtain
students’ feedback. The design of this questionnaire required consideration of the threecomponent structure of the construct of social validity and the three-dimensional model
of the construct of engagement. To structure a rating scale that could be used to measure
the social validity of interteaching in terms of its impact on students’ engagement, I
constructed a matrix (Table 1) divided horizontally into three assessment targets of social
validity: goals, procedures, and outcomes. These horizontal bands intersected vertical
columns of statements describing the characteristics of the construct engagement.
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Table 1:
Intersection of the Dimensions of Engagement and Social Validity
Social
Validity

Goals

Procedures

Outcomes

Engagement
emotions

behaviours

cognition

• I felt I was
responsible for
my own learning
in preparing for
interteaching
sessions,
• I felt I was
responsible for
the learning of
my discussion
partners

• I prepared for
all interteaching
sessions
• I actively
participated in
interteaching
discussions

• Preparation for
the interteaching
sessions forced me
to reflect on the
content
• Interteaching
sessions helped
me understand
the value of the
learning

• Interteaching
sessions were fun
• I liked working
with a new partner
each time

• The number of
interteaching
sessions was
reasonable
• There was
sufficient time
for preparation
for interteaching
sessions

• Interteaching
discussions
helped me better
understand the
content
• Interteaching
discussions
helped me better
remember the
content

• Interteaching
helped me develop
a willingness to
learn for my own
satisfaction
• Interteaching
helped me develop
a willingness to
share my learning
with others

• Interteaching
helped me develop
a habit of regular
preparation for
classes
• Interteaching
helped me
develop a habit
of systematic
reviewing the
course content

• Interteaching
helped me develop
a habit of critical
evaluation of the
content
• Interteaching
helped me develop
a habit of linking
the content of
study to other
contexts

The matrix presented in Table 1 is the result of a careful selection of relevant statements
from an extensive list of items drawn from the literature. It was important to condense a
range of statements found in the existing literature into a relatively short and user-friendly
scale. The selection of the items was also informed by the study’s aim of measuring the
impact of a single specific activity. The survey questionnaire based on the presented
matrix is an 18-item Likert-type aggregate scale (Appendix B), with questions rated on
a five-point scale ranging from 1 (strongly disagree) to 5 (strongly agree).
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Three subscales of the questionnaire are related to goals, procedures, and outcomes.
The internal consistency of the subscales was calculated as Cronbach’s alpha. As can
be seen from Table 2, the subscales were sufficiently intercorrelated (range: .71 - .86).
Since a Cronbach’s alpha of .70 or higher for a set of items is considered acceptable
(Leary, 2004), there is evidence of internal consistency for the measure.
Table 2:
Intercorrelations between the Three Subscales
Subscale
Goals
Procedures
Outcomes

Goals
x

Procedure
71.
x
86.

Outcomes
74.
x

The median value in the distribution of responses was used to obtain the measure of the
social validity of interteaching in terms of its perceived impact on student engagement.
This follows recommendations in the methodology literature for having a small sample
size and using single-case studies (Norman, 2010; Sullivan & Artino, 2013). Drawing
on Likert’s original thinking, the construct of social validity, as the main variable in
this study, was measured by the aggregate group of items in the scale. This means that
the aggregate score for each set of items in a subscale was used for analysis.
Responses were clustered into “Agree–Strongly Agree” and “Disagree–Strongly
Disagree,” while “Neutral” option responses were eliminated from the calculation. The
general tendency of the Agree–Strongly Agree cluster reached or exceeded 60% across all
the items in the questionnaire. The highest levels of perceived value of the interteaching
activity were shown for questions that related to the degree of processing the content
covered in interteaching sessions (questions 5, 6, 11, 12, 17 of the questionnaire). These
items were aligned with the cognitive dimension of the engagement construct. There
were overwhelmingly positive perceptions of the emotional aspect of engagement, with
a high proportion of Agree–Strongly Agree (above 80%) responses for questions 7 and
13 in the questionnaire (7. Interteaching sessions were fun; 13. Interteaching helped me
develop a willingness to learn for my own satisfaction).
The Mann-Whitney U test was administered to compare the median values obtained
in the survey questionnaire completed by the two groups of students attending the
same course module. The data were sorted in ascending order and then individually
compared together. Taken together, the Mann-Whitney U test showed that the median
values for the entire range of responses was not significantly different (U = 45, p =.72).
A research diary was kept by the teacher during the entire process of implementing the
interteaching, and structured observation notes were kept during each session. These
records were used in interpreting the findings generated by the analysis of the survey
questionnaire data.
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Findings and Discussion
The first question guiding this study asked: How can we measure the impact of
interteaching on student engagement in learning? The aggregate Likert-type scale
(IIF-18, Appendix B) was designed to measure the impact of interteaching on student
engagement, and it was tested for its psychometric properties. Overall, the psychometric
information on the designed rating scale suggests that student engagement can be reliably
measured through this self-report questionnaire. The criteria for content validity (i.e., the
degree to which the content of an instrument is an adequate reflection of the construct
to be measured) have been met. This was reflected in the design of the scale. Structural
validity was also addressed, and there is evidence that the scores of the instrument are
an adequate reflection of the dimensionality of the constructs measured (engagement
and social validity). Internal consistency, measured as Cronbach’s alpha, also showed a
substantial degree of interrelatedness among the subscales (items) of the scale.
Previous research which examined the impact of interteaching mainly focused on the
statistical measure of students’ scores in quizzes and tests (Saville et al., 2005; Saville
et al., 2012; Rosales et al., 2018). Engagement in the activity per se has not been
measured. The studies which attempted to measure social validity of interteaching
(Soldner et al., 2017; Rosales et al., 2018) did not elaborate on the instrument they
used. The main purpose of collecting students’ reports, intended as reflections on social
validity of interteaching, was to compare the value of pair discussions with other types
of instructional settings (e.g., whole-class discussions in Rosales et al., 2018) rather than
the overall process of interteaching. The scale IIF-18 proposed in this study contributes
a new instrument with clearly articulated dimensions of the engagement and social
validity constructs. This permits an understanding of what aspects of engagement (e.g.,
emotional, behavioural, or cognitive) are specifically affected.
The second question guiding this research asked: What is the impact of interteaching
on student engagement in learning? The findings of simple non-parametric test analyses
showing the distribution of answers indicate that the students tended to report perceived
usefulness of interteaching sessions. This finding supports observations made by Soldner
et al. (2017), who also found that students viewed interteaching sessions favourably. This
study also found that interteaching led to deeper engagement with the course content.
This result aligns with the findings of various studies which showed improvement in
students’ performance as a result of using interteaching method of instruction (Saville
et al., 2012; Soldner et al., 2017) and enhanced long-term recognition memory (Saville
et al., 2014). Thus, it is possible to note the efficacy of interteaching as a social and
educational practice in terms of enhanced engagement in learning, particularly in terms
of its cognitive engagement. Replication of the study with different groups of students
and in different contexts will allow testing of these results.
Whilst exercising caution with regard to the results obtained from this study on account
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of its limited scope and sample, it is worth noting that an increased rate of preparation
and participation was observed in the course of implementing the interteaching. Simple
number counts recorded in the research diary show an increase in the preparation
rate from 8% in the first interteaching session to 96% in the last session. Although
participation was difficult to measure in terms of numbers, it was noted that students
tended to approach their discussions with an increased level of attention to detail as the
interteaching sessions progressed, with increasingly focused requests for clarification
to improve understanding.
The teacher’s reflections that were recorded in the research diary indicate that the
process of implementing interteaching in a new course is time-consuming and requires
substantial preparation. It is particularly challenging to design meaningful interteaching
sessions when the attempt is made to achieve reasonable and practicable objectives.
However, the experience of implementing interteaching in the process of this study
suggests that interteaching provides a mechanism enabling students themselves to be
involved in actively selecting the content of their interteaching sessions and to monitor
themselves and others in the process of the discussions. It is also gratifying to observe the
development of a sense of responsibility and of accountability for the groups’ success.
The study has a number of pedagogical implications. The findings of the study suggest
that there are possible links between emotional and cognitive engagement, and the
relationship between satisfaction and learning seems to be reciprocal. This means that
a positive emotional impact of an instructional activity should not be viewed only as
a motivational prerequisite for learning but also as an outcome of a deeper cognitive
engagement in the learning process. It is therefore recommended that instructors design
series of tasks to activate emotional and cognitive responses for a productive relationship.
Implementation of structured activities to facilitate active engagement in learning
should be taken on board when assigning interactional tasks such as small-group
discussions. Interteaching protocol, which employs preparation guide and specific
outlines for dyadic discussions, provides an example of a goal-oriented interactive
engagement. Such goal-oriented engagements are particularly important in classes
with large numbers of students where it is difficult to monitor participation of each
individual student. Embedding a systematic instructional activity in a module, as
demonstrated by interteaching, also emphasises the point that any activity is an integral
part of a coherent process with clearly defined goals, procedures and outcomes.

Limitations and future research
Although initial validation of the social validity of student engagement was conducted
in this study, more research should be undertaken to confirm that the scale is valid.
Test-retest interrater was not employed in this study. Therefore, it would be useful to
test the test-retest reliability of the proposed scale – the extent to which two different
administrations with the same respondents of the measure produce the same (or similar)
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results. The internal consistency of the dimensions of the construct of engagement
(emotions, behaviours, and cognitions) can also be tested to strengthen the reliability
of the scale. It is therefore recommended that the scale continue to be tested for its
psychometric properties and that its application be repeated using larger samples of
the target population. Further trials and amendments might result in a more effective
scale for measuring the impact of a specific activity on student engagement in learning.
The study itself was experimental, and this limits the extent of emerged findings. The
small sample employed in this study does not provide sufficient grounds to suggest
that interteaching is the right method to facilitate the development of habits of
active engagement in learning. Rather than viewed as complete, this study should be
considered as an opening for further research and debates on the value of interteaching
as an instructional method in language communication courses. It is also expected that
further work will be undertaken to develop a psychometrically valid scale by which to
measure the impact of various instructional methods on students’ active engagement
in learning.

Conclusion
This paper has reported on the implementation of interteaching in a language
communication module taught at a technical college. The aims of the study were to
develop a psychometrically valid instrument for measuring the impact of interteaching
on student engagement in learning, and to evaluate the impact of interteaching
of student engagement. The instrument (scale IIE-18) was designed as a Likerttype aggregate scale, which had at its foundation the three-dimensional model of
engagement (emotional, behavioural, and cognitive) and the construct of social
validity, comprising goals, procedures, and outcomes. The instrument was partially
tested for psychometrical validity. Application of the scale IIE-18 in this study revealed
that there is positive impact of interteaching on student engagement, particularly in its
cognitive and emotional dimensions. More systematic attention to the measurement
of student engagement is an imperative direction for future research and the reported
study outlines a number of concrete steps to be undertaken in this respect.
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Appendix A
Record of Interteaching
Date:
Guide number and topic: ________________________________________________
Participants: __________________________________________________________
Duration of interteaching: _______________________________________________
Sufficient time provided? for preparation ___________________________________
for discussion _________________________________________________________
Quality of the session (on a scale of 1 = poor to 10 = excellent) _________________
Topics that gave difficulty, and the nature of the difficulty (e.g. text was unclear) ____
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
What parts did you find most interesting? ___________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
Other comments or suggestions ___________________________________________
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________
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Appendix B
The Impact of Interteaching on Engagement (IIE-18)
Note: The questionnaire was prepared and distributed SurveyMonkey software.
SD = Strongly Disagree / D = Disagree / N = Neutral /
A = Agree / SA = Strongly Disagree

I. Please indicate to what extent you agree or disagree with the following statements
(subscale 1: goals)
Item
1.
2.
3.

I felt I was responsible for my own learning in
preparing for interteaching sessions
I felt I was responsible for the learning of my
discussion partners in interteaching sessions
I prepared for all interteaching sessions

SD

D

N

A

SA

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

4.

I actively participated in all interteaching
1
2
3
4
5
sessions
5. Preparation for the interteaching sessions
1
2
3
4
5
forced me to reflect on the content
6. Interteaching sessions helped me understand
1
2
3
4
5
the value of the learning
II. Please indicate to what extent you agree or disagree with the following statements
(subscale II: procedures)
7.

Interteaching sessions were fun

1

2

3

4

5

8.

I liked working with a new partner each time

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

9.

The number of interteaching sessions was
reasonable
10. There was sufficient time for preparation for
interteaching sessions
11. Interteaching discussions helped me better
understand the content
12. Interteaching discussions helped me better
remember the content
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III. Please indicate to what extent you agree or disagree with the following statements (subscale III: outcomes)
13. Interteaching helped me develop a willingness
1
2
3
4
to learn for my own satisfaction
14. Interteaching helped me develop a willingness
1
2
3
4
to share my learning with others
15. Interteaching helped me develop a habit of
1
2
3
4
regular preparation for classes
16. Interteaching helped me develop a habit of
1
2
3
4
systematic review of the course content
17. Interteaching helped me develop a habit of
1
2
3
4
critical evaluation of the content
18. Interteaching helped me develop a habit of
1
2
3
4
linking the content of study to other contexts
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Chapter 7
Test Preparation: Reducing Test Anxiety
Tania Al Aghar
Higher Colleges of Technology, United Arab Emirates

Abstract
Many students experience some level of stress while preparing for an exam. Appropriate
levels of stress can enhance students’ memory, attention, and motivation, and can
lead to improved test performance. However, when anxiety levels exceed reasonable
standards, it can be debilitating. Many studies have shown that test anxiety is related
to poor academic performance as high test-anxious students focus on test-irrelevant
stimuli. Task-irrelevant thoughts can debilitate highly test-anxious persons who are
preoccupied with their inadequacy, helplessness, and possible failure. Given the current
climate in the United Arab Emirates of increasing the amount of high stakes testing,
it is a must for teachers to understand what test anxiety is and under what conditions
this stress is exacerbated. They further need to be fully equipped to support these
students for purposes of inclusivity, equality of opportunity, and fairness. This paper
will identify the main symptoms and factors that are associated with test anxiety and
the types of test-anxious students. Finally, it will discuss some of the most successful
tips for managing and helping test-anxious students.

Introduction
One of the many consequences of the rise of high-stakes tests is an increase in the
occurrence of test anxiety, a psychological condition that involves severe distress
before, during, and after an exam, hindering students from showing their maximum
performance (Buchwald & Schwarzer, 2010; Pekrun, 2001; Triplett et al., 2003).
According to the American Test Anxiety Association, it is not clear exactly how many
students have it, but moderate to severe test anxiety could distress as much as 18% to
20% of the school-going population (Aysan et al., 2002).
In the education systems of the United Arab Emirates, student outcomes are generally
evaluated by using criterion-referenced and standardized tests. Assessment procedures,
especially at the secondary and higher levels, have been considered dominant decision95
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making tools in assessing skills and abilities in competitive societies such as the Middle
Eastern regions (Rana & Mahmood, 2010). Research has demonstrated, though, that
high-stakes testing might have adverse effects on students, such as illness, nervousness,
and intense stress (Colwell, 2013; Miller et al., 2009).
Despite the negative impact wide-scale assessments and written tests have on students,
those assessments are needed to enable educators to gather information about student
learning on a day-to-day basis. The information is also necessary to improve the teaching
and learning process. Individual classroom assessments might increase performance
and decrease the loss of self-worth and self-efficacy. Black and Wiliam (1998/2010)
confirm, in their comprehensive meta-analysis of more than 40 controlled studies, the
impact of improved classroom assessment on subsequent student success. Therefore,
there is a need to use assessment as a source of confidence rather than a source of
stress. There is also a need to train teachers to identify the main symptoms and factors
associated with test anxiety, to identify types of test-anxious students, and finally to
manage and help test-anxious students.
This paper aims to help readers identify the types, symptoms, and causes of test anxiety.
Most importantly, it will highlight the most successful tips and strategies in managing
this stress.

What Is Test Anxiety?
Test anxiety is a common type of anxiety which relates to tests and their consequences.
Research has shown that test anxiety correlates positively with poor achievement. It
starts in the preschool years and is relatively stable in post-elementary grades. When
students suffer from test anxiety, they find themselves so nervous that they blank out
the answers to the easiest test-items even when they did their best by paying attention
in class, taking detailed notes, reading every chapter, and attending extra study sessions
after class (Ndirangu et al., 2009).
The prevalence of test anxiety has been debated. While some practitioners see it as
a real issue that blights the lives of students, who require early identification and
interventions, others dismiss it as an excuse for poor preparation and teaching. There
are many myths surrounding test anxiety including:   
1. only poor students get nervous before or during tests;
2. ignoring test stress will make it go away;
3. perfect study habits and excellent test preparation guarantee that test anxiety will
stay away and;
4. test stress can be successfully reduced or eliminated by willpower or intelligence
alone (McDonald, 2001; Cole, 2019).
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Sadly, test anxiety is genuine. A test-anxious student will have difficulty accessing
information from her brain. The brain contains much-organized information, but it
becomes like a locked filing cabinet. The information is there, but she cannot get to
it because it is locked and she does not have the key. This problem is serious as it has
been evident that substance abuse is associated with test anxiety because many students
attempt to self-treat their fear by taking drugs such as prescription medications and
alcohol (Bandelow et al., 2017; Tooransposhti, 2011).

Possible Causes
For many students, test anxiety can be caused by a combination of factors. Poor study
habits, past poor test performance, and an underlying anxiety problem can all contribute
to test anxiety. Researchers have argued that poor learning and study skills cause test
anxiety, or that students have built up fears of failure associated with assessments and
evaluations (Buchwald & Schwarzer, 2010; Rafiq et al., 2007; Rana & Mahmood,
2010; Sarason, 1960). Nitko (2004) adds that test anxiety is exacerbated when students
are placed into a course above their ability level. Ndirangu et al. (2009) attributed test
anxiety to the lack of understanding of how the main ideas of the subject matter are
related and organized, and the failure to function well under timed tests. Similarly,
Nitko and Brookhart (2007) identified three types of test-anxious students: (a) students
who have poor study skills and become anxious prior to a test because they do not
understand the content that will be tested, (b) students who have good study skills and
understand the material but fear they will do poorly no matter how much they prepare
for the exam, and (c) students who believe that they have good study skills but in
essence do not.

Understand and Identify Types of Test Anxiety
For valid identification and treatment, teachers need to understand and identify types
of test anxiety. Nitko (2004) determines two groups of test-takers: those who are taskdirected and those who are have learnt to be helpless. Task-directed students focus
better, perceive assessments as challenges, have thoughts and actions that are focused
on completing the task, and reduce any tensions that are associated with the testing
situation. In contrast are helpless students who experience task-irrelevant thoughts,
focus on what would happen if they fail and their helplessness, and desire to escape
from the situation as quickly as possible. Identifying types of test anxiety implies that
if teachers can identify why students are anxious about testing, they can direct them to
specific resources such as those on study skills, test-taking strategies, and relaxation
techniques to reduce their stress.
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Symptoms of Test Anxiety
Test-anxious students experience a wide array of unpleasant symptoms. First, the
physical symptoms range from "butterflies" in the stomach to becoming physically ill,
such as sweating, shaking, rapid heartbeat, dry mouth, and fainting. Second, cognitive
and behavioural symptoms can include negative self-talk, blanking out on answers to
the test, and trouble concentrating on the test. Behavioural symptoms could consist of
avoidance of the testing situation and fidgeting. Finally, emotional symptoms of test
anxiety can include low self-esteem, depression, anger, and a feeling of hopelessness.
In some cases, test anxiety can become so severe that students drop out of school to
avoid the source of their fear.
To sum up, there are two significant factors associated with test anxiety: emotionality,
which is the bodily and autonomic (involuntarily) arousal that accompanies test
anxiety; and worry, which is the cognitive aspect of anxiety when students worry about
the negative consequence of failure and how their performance will be compared to
others (Nitko & Brookhart, 2015). The same factors were initially identified by Sarason
(1984). Sarason's model (Appendix A) can assist teachers to identify which test anxiety
factor (tension, worry, test-irrelevant thinking, or bodily reactions) is common amongst
their students so that tailored recommendations can be offered. It is worth mentioning
that students may experience more than one factor.

Promising Tips and Strategies
A common practice of assisting students with test anxiety is to advise them not to cram.
Teachers should review past assessments with the entire class before an assessment
is given. Students who receive feedback after the test have lower test anxiety than
students who do not receive feedback. Feedback should also be provided about errors
in the test, and items must be arranged on summative assessments from easy to difficult.
Finally, during assessments, invigilators should not walk around looking over student’s
shoulders (Wiggins, 2013; Nitko, 2004; Miller et al., 2012). Other testing specialists
have recommended training in Minimum Assessment Taking Skills and Test-Wiseness
(see Appendix B). Test-Wiseness is the ability to use:
1. assessment taking strategies;
2. clues from poorly written items;
3. experience in taking evaluations to improve one’s score.
According to Evans (2015), test-wiseness is learned, and it improves with grade level,
experience in being assessed, maturation, and motivation to do well on exams.
Two appendices have been fully devoted to assisting teachers in training their students
about test-wiseness. Appendix B summarises the taxonomy of test-wiseness principles,
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and Appendix C illustrates how students can apply some of the basic principles of testwiseness through a short quiz.
In addition to the previous tips and recommendations, students can be coached in
short-term relaxation techniques and other physical exercises. These techniques or
procedures aim to take the place of an anxiety response and help control emotional
test anxiety, in addition to reducing the worry factor (cognitive). Effective short-term
techniques (explained in the next section) include the palming method, the tensing and
differential relaxation method, and deep breathing. Long-term relaxation techniques
include the cue-controlled relaxation response, reducing negative self-talk, and
thought-stopping techniques. In short, these strategies aim to battle anxiety from the
standpoint of the body.

Short-Term Relaxation Techniques
The Palming Method
Nolting (2000) and Kondo (1997) state that the palming method is a visualisation
procedure used to reduce test anxiety. Students can practice this while sitting at their
desk before or during a test. They follow these procedures:
1. Cup their palms over their closed eyes, so there is no pressure on their eyeball.
2. Mentally visualise a real or imaginary relaxing scene. Picture the scene as if they
were there.
3. Visualise this relaxing scene for one to two minutes.
It is best if students practice visualising this scene several days before taking a test; this
improves the effectiveness of the relaxation procedure.
The Tensing and Differential Relaxation Method
The tensing and differential relaxation method helps students relax by tensing and
relaxing muscles all at once. It is quite useful as it can be applied during a test. Students
can follow the steps below while sitting at the desk:
1. Put their feet flat on the floor.
2. Grab underneath the chair with their hands.
3. Push down with their feet and pull up on their chair at the same time for about
five seconds.
4. Relax for five to ten seconds.
This procedure should be repeated two or three times, followed by relaxing all their
muscles except the ones that are used to take the test
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Deep Breathing
Kannaiah (2015) and Nolting (2010) explain that deep and proper breathing is another
short-term relaxation technique that can reduce stress and decrease test anxiety. This
technique will allow sufficient oxygen amounts to get to the bloodstream to nourish
the body and mind. Consequently, this will help in reducing and replacing the rapid,
shallow breathing that sometimes accompanies test anxiety.
These are the steps to deep breathing:
1. Sit straight up in the chair.
2. Slowly inhale through the nose.
3. First, fill the lower section of the lungs and work one’s way up to the upper part
of the lungs.
4. Hold the breath for a few seconds, and then exhale slowly through the mouth.
5. Wait a few seconds and repeat the cycle.
Practising this technique several days before the exam day can increase its effectiveness.

Long-Term Relaxation Techniques
Nolting (2000) emphasised that a prerequisite to success in reducing test anxiety is
a clear understanding by the students of the relaxation response and how negative
self-talk undermines their abilities. The cue-controlled relaxation technique involves
teaching oneself to relax, and then silently repeating cue words, such as “I am relaxed.”
In summary, cue-controlled relaxation indicates that one can induce relaxation by
repeating specific cue words. In essence, students will be taught to relax. After enough
practice, they can relax during tests. Long-term relaxation techniques are divided into
three parts: understanding types of negative self-talk, managing negative self-talk, and
thought-stopping techniques.
Understanding types of negative self-talk
Bandelow et al. (2017) define negative self-talk as what we say to ourselves as a
response to an event or situation. The dialogues we make control our emotions and can
be represented by a timeline (Figure 1).
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Figure 1:
Timeline of Negative Self-Talk (Nolting, 2000)

There is a strong relationship between this timeline and our earlier definition of the
characteristics of test-takers where some students perceive tests as a challenge and
something to accomplish that makes them feel good, while others see it as an upsetting
event that leads to anger and anxiety. In other words, we are what we tell ourselves.
Negative self-talk causes worrying students to give up and to give themselves
inappropriate excuses for failing on tests. They are known for producing statements
such as, “What if I fail the test?” or “What if I fail this class again?” These “what if
“statements generate more anxiety, which can cause students to feel sick.
There are four types of negative self-talk, as shown in Table 1. Teachers, counsellors,
and parents need to be aware of the different types of negative self-talk. Understanding
negative self-talk is crucial if they need to know which type fits the learner. It can be
one or a combination of all. The implications of these types are essential for counsellors
and educators as this knowledge and awareness can assist in early identification
and interventions.
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Table 1:
Different Types of Negative Self-Talk (Nolting, 2000)
Type

Behaviour

Negative Self-Talk

Goal

o Judges behaviours
and finds fault even
if it is not there.
o Reminds us of
previous negative
comments from
people who have
criticised us.

o “That was a stupid
mistake!”
o “You are a total
disappointment.”

o To promote low
self-esteem

o Expects the worst
o underestimates our
ability
o Sees us not only
failing the test but
The Worrier
“failing life

o “What if I fail the
math test and don’t
graduate?”
o “What if I can’t
control my anxiety
and throw up in
math class?”

o To cause more
anxiety so we
will quit

The Critic

The Victim

o Puts us into a
learned helpless
mode
o Wants us to believe
that no matter what
we do, we will not
be successful

o “I can’t learn math.” o To cause
depression and
make us not try

o Cannot stand
o “A or B is just like
mistakes or poor
making an F.”
grades.
o “I should have . . .”
o Tells us that we are
or “I must. . .”.
The
not studying enough
Perfectionist
for the test and
that a B is not good
enough.
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Managing Negative Self-Talk
To be able to counter and control negative self-talk, students need to replace the
negative self-talk with positive statements and questions, so they are able to think
more realistically during a testing situation. Students can develop their own positive
statements. It is important that students use the first person present tense when
making their statements (e.g. “I can control my anxiety and relax myself.”). Table
2 exemplifies famous statements by the four personality types of anxiety and some
positive countering statements.
Table 2:
Countering Negative Self-Talk
Type of
personality

Statements

How to counter it?

o “Your test anxiety is going to
cause you to fail the test.”

o “I have test anxiety, but I am
learning to control it.”

Worrier

o “What if I fail the test?”

o “So what? I will do better on
the next test.”

Victim

o “I will never be able to pass
math.”

o “I have studied differently for
this test, and I can pass the
math course.”

o “I need to make an A on the
test, or I will drop out of
school”

o “I do not need to make an A to
please anyone. All I need is to
pass the math course to get the
career I want.”

Critic

Perfectionist

Thought-Stopping Techniques
Calvete et al. (2005) describe thought-stopping techniques as one of the best methods for
relaxing students who find it difficult to stop and eliminate negative thoughts. Thought
stopping helps students overcome their fear by focusing on unwanted thoughts and,
after a few seconds, using a loud noise (e.g., clapping) or a command (e.g., “Stop!”) to
interrupt the negative self-talk. Clapping can work in a homework situation, but during
a test, students need to silently shout to themselves several times, “Stop thinking about
that!” The effectiveness of this technique lies in the fact that it can interrupt the worry
response before it can cause high negative emotions. During that interruption, students
can replace the negative self-talk with positive statements. Alternatively, they can do
one of the relaxation techniques. As with all other techniques mentioned earlier, it is
best if this technique is practised three days to one week before taking a test.
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Conclusion
Test anxiety is a multifaceted disorder with physiological and psychological
components that can severely interfere with a student’s mental health and academic
success. Teachers need to be equipped with the know-how and tools to be able to
intervene at an early age, particularly as academic pressure increases in our culture.
A primary goal of this paper is to inform teachers about this stressor and to identify
innovative and practical methods for assisting teachers in training their students to
reduce their anxiety and to achieve their maximum performance. Providing students
with the opportunity to understand and learn how to reduce test anxiety at a young age
can immensely impact their current and future academic success.
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Appendix A
Identifying the Types of Test-Anxious Students
Sample items that define Sarason’s (1960) four factors of test anxiety
Directions: In the blank before each item, write T (Tension), W (Worry),
TIT (Test–Irrelevant Thinking), or B (Bodily Reactions).
1. ______ I find myself becoming anxious the day of the test.
2. ______ Before test, I feel troubled about what is going to happen.
3. ______ My heart beats faster when the test begins.
4. ______ During tests, I think about past events.
5. ______I feel distressed and uneasy before tests.
6. ______ I feel jittery before tests.
7. ______ Irrelevant bits of information pop into my head during a test.
8. ______ My stomach gets upset before tests.
9. ______ During tests, I wonder how the other students are doing.
10. ______ I get a headache during an important test.
11. ______ During test, I find myself thinking of things unrelated to the material
being tested.
12. ______ Before taking a test, I worry about failure.
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Appendix B
Summary of Taxonomy of Test-Wiseness Principles
(from Nitko & Brookhart, 2007)

I. Elements Independent of Test Constructor or Test Purpose
A. Time-using strategy
1.
2.
3.
4.

Begin to work as rapidly as possible with reasonable assurance of accuracy.
Set up a schedule for progress through the test.
Omit or guess at items which resist a quick response.
Mark omitted items, or item as which could use further consideration, to assure
easy relocation.
5. Use time remaining after completion of the test to reconsider answers.
B. Guessing strategy
1. Always guess if right answers only are scored.
2. Always guess if the correction for guessing is less severe than a “correction for
guessing” formula that gives an expected score of zero for random responding.
C. Deductive reasoning strategy
1. Eliminate options which are known to be incorrect and choose from among the
remaining options.
2. Choose neither or both of two options which imply the correctness of each other.
3. Choose neither or one (but not both) of two statements, one of which, if correct,
would imply the incorrectness of the other
4. Restrict choice to those options which encompass all of two or more given
statements known to be correct.
5. Utilize relevant content information in other test items and options.

II. Elements Dependent Upon the Test Construction or Purpose
A. Cue-using strategy
Recognize and make use of any consistent idiosyncrasies of the test construction which
distinguish the correct answer from incorrect options.
a. He makes it longer (shorter) than the incorrect options.
b. He includes more false (true) statements.
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c. He places it in certain physical positions among the options (such as in the
middle).
d. He does not make it grammatically inconsistent with the stem.
e. Recognize and make use of specific determiners.
B. Recognize and make use of resemblances between the options and an aspect of
the stem.

Appendix C
A Test-Wiseness Quiz
Please make sure to mark an answer to every item, even if you are unsure of the
answer. There is a correct answer or best answer for every item. (Items are extracted
with slight modification from Nitko & Brookhart, 2007).
1. The Augustine National Party has its headquarters in
a. Camden, New Jersey.
b. St. Augustine, Florida.
c. Palo Alto, California.
d. Dallas, Texas.
2. Hermann Kalvermann is best known for
a. developing all musical scales used in the western world.
b. composing every sonata during the Romantic Era.
c. translating all Russian classes into English.
d. inventing the safety pin.
3. The Davis Act of the 20th century
a. provided more money to schools.
b. struck down an earlier law.
c. prohibited the manufacture, sale, transportation or use of several specific drugs
that were used for illegal purposes.
d. gave a raise to government employees.
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Section Three
Curriculum Development and Pedagogy
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Chapter 8
Two Small-Scale Investigations of Task-Based
Language Teaching in the UAE EFL Educational
Context
Ali Shehadeh, Maha Alhabbash, Najah Al Mohammedi,
Safa AlOthali, Xu Liu
United Arab Emirates University, United Arab Emirates

Abstract
This study reports on two small-scale exploratory implementations of task-based
language teaching (TBLT) in two different EFL educational settings in the UAE: an
intermediate/middle school setting and a university setting. The study sought to compare
between both EFL settings through observing the process of TBLT implementation.
Data were collected through observations based on four major criteria of TBLT
implementation as specified by Ellis (2003) and Willis (1996): (i) Characteristics
of Task, (ii) Instructional Implementation, (iii) Classroom Environment, and (iv)
Challenges of Implementation. The major finding obtained from both settings is that
the process of implementing TBLT is successful, flexible and adaptable in accordance
with the four major criteria above, despite some minor differences between both
settings. Specific pedagogical implications and recommendations for implementing
and utilizing TBLT in the UAE educational setting are provided.

Introduction
Task-based language teaching (TBLT) grew out of the communicative language
teaching (CLT) approach in late 1980s. Since its rise, TBLT has been growing and
expanding in scope, depth and complexity, and attracting all along the interest and
attention of researchers, language professionals and classroom teachers around the
world (e.g., Ellis, 2018; Van den Branden et al., 2009, p. 11).
TBLT is an educational framework and approach for the theory and practice of second/
foreign language (L2) learning and teaching, and a teaching methodology in which
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classroom tasks constitute the main focus of instruction (Richards & Schmidt, 2010). A
classroom task is defined as an activity that is (1) goal-oriented, (2) content-focused, (3)
has a real outcome, and (4) reflects real-life language use and language need (Shehadeh,
2005). The syllabus in TBLT is organized around tasks rather than in terms of grammar
or vocabulary. There is now a strong belief among researchers, language professionals
and practicing teachers that TBLT facilitates second language acquisition (SLA) and
makes L2 learning and teaching more principled and more effective (see Shehadeh,
2012, for review). Additionally, TBLT is based on the educational philosophy of
“learning by doing” (see Moore, 2018, p. 877), which posits that learners learn best by
actually practicing what they want to learn. In L2 learning, for instance, learners learn
to talk by talking, learn to write by writing, learn to speak by speaking, and so on.
In spite of that, research on the implementation and utilization of TBLT in Gulf EFL
settings, including the UAE, is still in its initial stages (see Al Magharabi, 2019, for a
recent review). This paper reports on two small-scale, classroom-based, exploratory
investigations for implementing TBLT in the UAE EFL educational context for the purpose
of comparing an intermediate/middle school setting with a university setting. The study
investigates whether and to what degree TBLT can be implemented in these two settings
according to four major criteria of TBLT implementation as specified by Ellis (2003)
and Willis (1996): Characteristics of Task, Instructional Implementation, Classroom
Environment, and Challenges of Implementation. Further, the study targets the actual
implementation of TBLT processes rather than focusing on the final product. Therefore,
the study is to be considered a piloting examination for further in-depth investigations of
TBLT utilization and implementation in the UAE EFL educational setting.

Case One: TBLT in an intermediate/middle school setting
This case was conducted in a governmental school in the United Arab Emirates. It
targeted a grade eight English classroom of 25 EFL students, where English is the main
subject course in the school by which students learn how to use English vocabulary and
grammatical structures in a communicative way.
During the observation, the students were divided into six groups and were assigned
a task, which focused mainly on vocabulary utilization. Prior to task performance, the
teacher, Paulette (a pseudonym), held a brainstorming discussion where she introduced
the task, which was about students’ designing their dream bedroom. Paulette gave
detailed instructions about how the students would pass by different stations, and how
she expected them to perform in each of them. The lesson aimed at achieving four
outcomes: using vocabulary in context, using modal verbs for a variety of purposes,
writing complete sentences, and planning for the design of the project using specific
vocabulary. She drew her students’ attention to time constraints as well. It is noteworthy
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to mention that the focus of the observation was on one of the stations, called the “Modal
Verb Story.” In this station, students had to pick a prompt paper from a jar and write a
story using as many modal verbs as they could according to the instructions. Paulette
emphasized the use of modal verbs for different purposes like ability, information,
advice, obligation and possibility. To analyze the data gleaned from the observation,
descriptive analysis was used, in which an observation checklist with four Likert scale
(high=4, moderate=3, low=2 and none=1) was designed in accordance with the general
criteria of a task specified by Ellis (2003) and Willis (1996). As shown in Table 1, the
implementation of TBLT was successful where the mean scores of the four criteria were
high: 3.50 and above. Characteristics of Task and Classroom Environment criteria both
received the highest mean score (M=3.61) followed by Challenges of Implementation
criterion, and finally the Instructional Implementation criterion.
Table 1:
Four major criteria for the TBLT implementation process in school setting
Criteria of TBLT

Mean Score

Characteristics of Task
Classroom Environment
Challenges of Implementation
Instructional Implementation

3.61
3.61
3.59
3.50

These results signify that in the Characteristics of Task criterion, the task was goal and
outcome oriented as it was highlighted from the title of the station “Modal Verb Story.”
Task outcomes were real and achievable within the given time. Additionally, the task
was a real-life situation and had a pedagogical goal. It provided opportunities for the
students to interact with each other and exchange information to get the outcomes that
they were aware of from the beginning of the task; thus the task promoted a real-life
use of English language. Regarding the Classroom Environment criterion, the students
showed high interactive communication, negotiation and collaboration both among
themselves and with the teacher. Moreover, the Challenges of Implementation criterion
was dealt with conveniently, in which selection of materials, considering differentiation
and classroom management were satisfied in accordance with TBLT principles. Finally,
the Instructional Implementation criterion was satisfied as well, in which the instructions
were stated clearly and served in promoting students’ high order thinking skills such as
creating, evaluating and analyzing ideas. Moreover, the classroom was totally studentcentered, where the role of the teacher was only as a guide.
Overall, it can be deduced from these findings that the process of implementing TBLT
in the intermediate/middle school setting was successful and adaptable in accordance
with the four major TBLT criteria adopted in this study.
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Case Two: TBLT in a university setting
The second case was conducted in a university setting in which an English for Specific
Purposes (ESP) classroom of five EFL students specializing in early childhood education
was observed. The topics covered in the ESP course were educational; English was used
as the medium of instruction. The task addressed Piaget’s (1936) cognitive development
stages in designing real classroom activities, and its implementation extended over a
period of three classes divided into pre-, during- and post-task phases. For the purposes
of this study, an observation was carried out in the during-task phase. The main goal
of the task observed was to design classroom activities (attention grabbers) to serve
for activating students’ (aged 10-12 years) prior knowledge. The addressed theme
was about air pollution, focusing on its causes and effects. Students were expected to
achieve particular learning outcomes such as designing warm-up activities, presenting
and organizing activities confidently, creating an interactive classroom environment,
and linking the designed activities to a specific theoretical basis.
As previously mentioned, the task followed three main phases: pre-task, during-task
and post-task. In the pre-task phase, students were given key instructions, guidance
and examples about how they can design warm-up activities and the theoretical basis
for that. In the during-task phase, which was the focus of the study, students designed
their own activities and presented them to the class. The teacher, Linda (a pseudonym)
divided the students into two groups, with two students in one group and three in the
other. In the post-task phase, Linda gave students a worksheet to reflect as a group
about the tasks they implemented and their interests in these tasks. In addition, she
asked them to create a discussion on Blackboard as an off-classroom activity. Table 2
shows the activities the students created and presented.
Table 2:
Two Groups’ Designed Tasks
The First Group
(Two Students)

The Second Group
(Three Students)

Activity One:
Decision-making task through
selecting appropriate questions with
the correct answer.

Activity One:
Jigsaw task by using a puzzle.

Activity Two:
Classifying pictures task based on
causes and effects of air pollution.

Activity Two:
Information-gap task through drawing
pictures (Visual to verbal).
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While presenting the activities, Linda was interactive and engaged as a participant.
A very effective approach used by Linda was when she posed some questions after
presenting the tasks to know more about her students’ ways of thinking, and how they
would implement these tasks in real life situations.
To analyze the data extracted from the observation, descriptive analysis of the four
major criteria was also followed for comparison with Case 1 . Overall, the results
displayed in Table 3 show that the Implementation process of TBLT in the university
context satisfied the basic requirements of TBLT. Characteristics of Task criterion
scored the highest mean score (M=3.67) followed by Classroom Environment and
Instructional Implementation criteria with mean scores of 3.28 and 3.25, respectively.
However, the Challenges of Implementation criterion had a low mean score (M=2.58).
Table 3:
Four major criteria for TBLT implementation process in a university setting
Criteria of TBLT

Mean Score

Characteristics of Task

3.67

Classroom Environment

3.28

Instructional Implementation

3.25

Challenges of Implementation

2.58

These results indicate that the Characteristics of Task criterion was met, as the
implemented task was goal- oriented, authentic, meaning-focused, content-focused
and had real outcomes. Focusing on form was not emphasized since English was
used as a medium of instruction to serve teaching purposes; rather, the focus was on
meaning. In terms of the Classroom Environment criterion, collaboration, negotiation
and interaction were found during the implementation in which students showed
how they were interested in completing their tasks. However, students used their first
language in some parts of the task, particularly when they negotiated with each other.
In the Instructional Implementation criterion, the task instructions were presented
clearly in the beginning of the activity, which gave students the chance to create
a student-centered classroom environment, where high order thinking skills like
evaluating, synthesizing and transferring of knowledge were honed. Moreover, the
role of the teacher was like a facilitator, guide and participator. As for the Challenges
of Implementation criterion, the selection of materials and the classroom management
were satisfied based on TBLT principles.
In general, it can be concluded that the process of implementing TBLT in the university
setting was also flexible, adaptable and successful in accordance with the four major
TBLT criteria specified above.
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Discussion
This study aimed at understanding the nature of TBLT implementation process in two
different EFL settings: an intermediate/middle school setting and a university setting.
Although there were some minor differences in implementation between the two
settings, the main finding obtained from this study shows that task implementation
has successfully met the main four TBLT criteria investigated in the study, namely,
Characteristics of Task, Instructional Implementation, Classroom Environment and
Challenges of Implementation (see Figure 1). This clearly speaks for the flexibility and
adaptability of TBLT, whereby it can be used in different EFL educational contexts.
As for the intermediate/middle school setting, where English was the subject, the
teacher, Paulette, was able to design an authentic task that encouraged students to be
more collaborative, communicative, critical thinkers and interactive. She was able
to overcome the challenges that might be faced during designing, implementing and
evaluating a task. In terms of the university setting, where English was not the subject
but was the means of instruction and communication, the task was implemented
in a way that promoted authenticity, collaboration, negotiation for meaning and
interaction. The task reflected the real usage of English language to serve educational
and teaching purposes.
Figure 1:
TBLT Implementation in School Setting and University Setting

It is noteworthy to mention that there was a difference in the emphasis between the
settings. Whereas in the school setting the focus was on form more than content, in the
university setting the emphasis was more on content and communication than form.
However, TBLT was appropriately implemented by the teachers in both contexts to suit
the focus of their respective classrooms. As for the use of L1, there was more utilization
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of L1 during task implementation in the school setting than in the university setting. In
the school setting, the students occasionally resorted to the use of L1 when they faced
communication difficulties. The difference in resorting to L1 in both settings can be
explained in two ways. First, in part, this had to do with the focus of the task employed.
The task focus in the school setting was on language forms and structures including
vocabulary and grammar, whereas the main focus of the task in the university setting was
on content, ideas and communication. Second, this partly had to do with the proficiency
level of the learners in each setting. The rather low proficiency level of the school
students, whose command of the English language structures (vocabulary and grammar)
was still limited, understandably did not afford them the same opportunities to focus on
content, ideas and communication as was the case with the university students. Although
the use of L1 in L2 learning continues to be controversial among researchers, with the
rise of the concept of translanguaging in recent years, L1 is now considered by many to
be a facilitative tool in the L2 classroom (Garcia & Wei, 2014). (Translanguaging is the
process in which speakers of more than one language, e.g., bilingual and multilingual
speakers, utilize their languages as an integrated communication system in order to
successfully convey their intended messages.) Viewed from this perspective, the
reasonable use of L1 as a learning tool in both TBLT contexts investigated in this study
is facilitative of L2 learning (Long, 2011).
Despite these differences in the use of L1 in the classroom, there were substantially
more similarities between the settings in their utilization of TBLT as revealed by the
findings presented earlier in this study. Indeed, it is possible to argue that the findings
obtained here speak positively to the pedagogical adaptability of TBLT in considering
contextual factors. That is, this shows that TBLT can be used to emphasize different
language aspects such as emphasis on fluency, accuracy and complexity along with
focus on content and/or focus on form.
Implications and recommendations for further research
Based on the findings of this study, some implications and recommendations are
suggested. Regarding pedagogical implications that emanated from this study, it can
be argued that the flexibility and adaptability found in TBLT would serve to empower
the classroom teacher and enable him/her to be more in control of his/her classroom
environment. TBLT, as such, encourages teacher autonomy and creativity during the
preplanning and online (instantaneous) planning of classroom activities and tasks. In
addition, the implementation of TBLT enables teachers to use more authentic materials
in their classroom and to be more eclectic when they select the kinds of materials
that best suit their students and classes. The utilization of TBLT in the classroom
also enhances student-centered learning, in which students’ high order thinking and
collaboration skills are promoted and sustained in a constructive way.
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Finally, it is worth concluding this paper with some recommendations. First, this study is
an initial investigation that helps in understanding the nature of the process of how TBLT
might be implemented in EFL classrooms. It is therefore to be considered as a starting
point for conducting more research into TBLT in EFL contexts like the UAE. Second,
because it is not only the process of implementation is carried out that matters, but also
the kinds of products or outcomes that are generated from such implementation, we need
long-term investigations into the eventual effects of TBLT on students’ performance in
L2. Lastly, we will need to investigate teachers’ and students’ views towards the use of
TBLT in order to uncover the full potential of TBLT in an L2 classroom situation.
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Chapter 9
Designing Textbooks for Language Teaching in the
Context of Intercultural Communication
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Abstract
Designing textbooks in the context of intercultural communication is a new tendency
in language education in Kazakhstan due to ongoing integration processes of the
Republic internationally. These processes facilitate some changes to the national
academic standards which are intended to meet new challenges for education: namely,
training specialists who will be able to work in a multicultural society and establish
intercultural dialogue and interaction. This paper aims to analyze research on the
structure of contemporary textbooks. The didactic approach to textbook design is
considered in the context of intercultural communication for Kazakh classrooms. The
paper analyzes how the didactic approach can help form students’ multidimensional
perception about themselves in the modern world and prepare them to live in a
multicultural society in accordance with democratic values; teach students to think
critically, to tolerate other points of view, respect the history and cultural heritage of
their own and others; and train students to analyze controversial issues, which involve
familiarity with various and often mutually exclusive points of view.

Introduction
The development of a country’s integration process leads to changes in education, which
are intended to meet the challenge in order to prepare learners to live in a multiethnic
and multicultural environment, while promoting understanding and interaction of
intercultural dialogue. One of the reasons for contemporary disagreements and clashes
in various regions is an extremely low level of interethnic communication culture and
personal identification in a multicultural society. The education system attempts to
solve those challenges by considering the issue of training a language learner as a
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multicultural individual – a person able to concentrate in other cultures through his
culture, having a holistic worldview with well-developed social, cultural, aesthetic
and lingo-cultural consciousness. Language education can enhance the acquisition of
those abilities to a great extent by systematically integrating intercultural aspects into
linguistic issues in teaching. Furthermore, textbooks still represent the core of language
education; they impact to a great extent what is taught and how it is taught in the language
classroom (Byram, 2008; Kunanbayeva, 2013). According to the authors of this paper,
textbooks should reflect the intercultural context while focusing on the diversity and
interaction of cultures and intercultural dialogue. Thus, contemporary textbooks as
fundamental didactic tools in language education are expected to enable students to
acquire intercultural communication competence (ICC) along with mastering skills of
language development (listening, speaking, reading and writing) as well as grammar,
vocabulary and pronunciation of a given language. Learners’ ICC refers to their ability
to successfully communicate with people from other cultures while showing respect
(Kunanbayeva, 2013; Yelubayeva, Chaklikova, & Asmatullayeva, 2016).
This paper does not discuss the historical backgrounds and theoretical developments
for the formation of a multicultural identity and intercultural communication. Nor
does it provide a full bibliography of such work. The present study aims at reporting
investigation results of research within this area, discussing a variety of approaches in
developing intercultural communication competence, including didactic approaches to
design English textbooks which focus on the optimal use of authentic cultural contexts
in language classrooms involving undergraduate students. The paper analyzes how
didactic approaches can help:
·

·
·

form students’ multidimensional perception about themselves in the modern
world and prepare them to live in a multicultural society in accordance with
democratic values;
teach students to think critically, to tolerate others’ points of view, and respect
the history and cultural heritage of themselves and others; and,
train students to analyze controversial issues which would involve familiarity
with various and often mutually exclusive points of view.

Concept of Communicative Competence
The idea to prepare young people to live in a multicultural world is named as a priority
in United Nations, UNESCO and the Council of Europe documents. A UNESCO report
states that one of the major functions of any educational institution is to train learners
to live together and to help them transform the existing interdependence of nations and
ethnic groups to conscious solidarity (Delors, 1996).
At the national level, new trends are formed in education, which reflect the principles
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of the international pedagogical process and the national peculiarities conditioned upon
historical, demographic, economic, ethnic and cultural factors. In this regard, there is
an increasing need to design an educational model that allows for creating a dialogue
of cultures and harmony in the intercultural relations among young people. Thus, one
of the main goals of the study program of a new pattern should be to promote an
idea of intercultural dialogue in education in general, and foreign language education
in particular. One means to achieve this goal is intercultural communication as an
interaction of representatives of different cultures which involves developing ICC.
According to Hymes (1980), communicative competence is the ability to communicate
in everyday situations and includes both structural and functional aspects of language.
It includes knowledge of grammar, vocabulary, and rules of interacting appropriately in
different social contexts. In this sense, Hymes (1980) defines communicative competence
as the ability to use language as a communication means in a given social context.
Furthermore, it is a dynamic concept based on the negotiation of meanings among
interlocutors, which can be applied either to written or spoken modes of communication.
Unlike Hymes, Canale (1983), Widdowson (1990) and Savignon (2002) emphasize the
functional aspects of communicative competence. Canale introduces communicative
competence as a synthesis of an underlying system of knowledge and skill needed
for communication. In his concept of communicative competence, knowledge refers
to an individual’s conscious or unconscious awareness about language and aspects
of language use (Canale, 1983); he also claims that skill requires further distinction
between underlying capacity and its manifestation in real communication. Savignon
(2002) describes communicative competence as the ability to function in a truly
communicative setting – that is, in a dynamic exchange in which linguistic competence
must adapt itself to the total informational input, both linguistic and paralinguistic, of
one or more interlocutors.
According to the Council of Europe (2018), communicative competence is conceived
only in terms of knowledge. It analyses communicative competence at three
related levels: sociolinguistic, linguistic and pragmatic. However, the intercultural
competence comprises understanding of the representations of the experience it
embodies, the establishment of personal relationships in contact with members of the
target community, coping with situations where misunderstanding or conflict arises,
and becoming aware of the cultural, regional and social diversity existing within and
outside each of these worlds.
In terms of ICC, the desire to understand other cultures and their representatives
has been urgent for as long as cultural and ethnic diversity have been in existence,
which explains why the notion of ICC is still subject to discussion and argumentation
among scholars. Byram (2008) relates ICC to an individual’s skills to collaborate
with people from another culture in a foreign language. He states that the knowledge
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of cultures relates to the language competence through the ability to use authentic
linguistic resources appropriately while being aware of the specific meanings, values,
and connotations of that language (Byram, 2008, p. 42).
Kunanbayeva (2013) defines ICC as educational competence in the study of languages
and cultures, claiming that the interaction process between representatives of
different cultures becomes an object of reality while developing ICC. According to
Kunanbayeva (2013), this approach contributes to creating the concept of the target
language world. It means the qualitative transformation of the person as a result of
integration of the two, three, or more cultures to the multicultural identity or “the
mediator of intercultural communication,” who is able to participate effectively in the
dialogue of cultures, demonstrates tolerance to representatives of other cultures and
complete understanding.
Similarly, the authors of this paper believe that taking into account the cultural features
and mentality of the target language in teaching assists in bringing students together
and empowering them to be more open and tolerant in maintaining and conveying
culture and cultural ties. Thus, the authors define the ICC as the permanent capacity
to switch harmoniously in a culturally conscious way to the perceptions and culture
of different linguistic society to communicate effectively and appropriately in various
cultural contexts.

Models of Intercultural Communicative Competence
All the above discussed perceptions of ICC emphasize the ability to use language
appropriately in a particular social setting. The central idea of these definitions is also
well-illustrated by Byram’s model of ICC (2008, p. 44). Byram highlights ICC in terms
of skills and knowledge and defines it as the ability to understand and convey culture
without ethnocentricity. According to Byram, intercultural communication competence
consists of four competences: linguistic, sociolinguistic, discourse and intercultural
(Byram, 2008) (see Figure 1). To justify the appropriateness of those components,
he considers the following factors as being influential in developing intercultural
communicative competence: attitudes, knowledge, two kinds of skills, and critical
cultural awareness. He relates attitudes to curiosity and openness, readiness to suspend
disbelief about other cultures and belief about one’s own. He describes the second
factor as the knowledge of social groups and their products and practices in one’s own
culture and in one’s interlocutor’s culture. Skills of interpreting are explicated as the
ability to interpret a document or event from another culture, to explain it and relate it
to documents from one’s own. The other set of skills, discovering and interacting, are
described as the ability to acquire new knowledge of a culture and cultural practices,
and the ability to operate knowledge, attitudes and skills under the constraints of real121
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time communication and interaction (Byram, 2008). With respect to the last factor, he
describes critical cultural awareness as the ability to evaluate critically in one's own
and others’ cultures (Byram, 2008, p. 71).
Figure 1:
Byram’s Model of ICC
Intercultural
communicative
competence

linguistic
competence

sociolinguistic
competence

discourse
competence

intercultural
competence

In terms of the perspective of this research, ICC consists of the following components:
·

cognitive competence, the leading competence, which considers language
development as an integral part of the learning and thinking processes, enabling
a learner to perceive the world and interact almost like a native speaker;

·

sociolinguistic competence, which affects the learner’s secondary cognitive
consciousness as a concept image of the world of other linguistic society;

·

lingo-cultural competence, which forms a primary “concept image of the
world” on the basis of a learner’s own culture, acting as a linguistic and cultural
reflection of the national linguistic consciousness and perception; and,

·

discourse competence, which enables people to develop skills to produce
cohesive and coherent unity of spoken or written texts, and to use professional
thesaurus in the process of text decoding (See Figure 2).

Figure 2:
Components of ICC
Cognitive

discourse

Intercultural
communication
competence

lingo-cultural
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This set of ICCs reflects the nature of the knowledge of source and target languages and
cultures, skills for practical application of that knowledge, as well as personality traits that
contribute to the realization of that knowledge and skills in the intercultural interaction.
Since the process of interaction of cultures has become an object of reality, this approach
contributes to the qualitative transformation of an individual to the multicultural identity
or “intercultural mediator” who is able to participate effectively in the dialogue of cultures,
demonstrating tolerance to representatives of other countries and cultures.
The conducted analysis on teaching integrative language and culture helps us find the
final level of language learning outcomes to promote the effective interaction of cultural
communities. The learners will be able to demonstrate language learning outcomes to
promote the effective interaction of cultural communities. The ability outcomes of
every component of ICC are presented in Table 1.
Table 1:
Language Learning Outcomes

Cognitive

· Ability to understand appropriately communicative intention of speakers
from target community.
· Ability to optimize information and translate it into various forms of
presentation.
· Ability to extract and process information in the synthesis of professional
situation to construct the message.

Sociolinguistic

· Ability to collaborate with audience, to support communication in the
context of intercultural communication by arousing interest and ensuring
the active involvement of speakers.
· Ability to concentrate and attract recipients’ attention to the key ideas of
communication, which has socio-cultural values.
· Knowledge of rhetoric; techniques and methods of public speaking,
culture of speech, skills of propaganda and journalism, taking into
accounts the socio-cultural specifics of the target language.

lingo-cultural

ICC Components/Outcomes

· Ability to select appropriate linguistic forms and method of language
expression, adequate to communication situation, its goal, intentions, as
well as the speakers’ social roles.
· Ability to choose speech strategies and tactics (persuasive, offensive,
emotional-acting, and so on), taking into account the speech behavior of
the target community
· Ability to creatively analyze and use linguistic and cultural information in
the context of intercultural communication
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· Capacity to select information, inform the interlocutor, support a
discussion
· Ability to state communicative intentions as clearly and evidently as
possible, providing real facts and with reference to authoritative opinion.
· Ability to use advantageously meta-communicative means to create a
positive background to support their point of view.

Taking into account the above theoretical developments, we realize that certain
textbook activities are needed to promote ICC. Those activities should be aimed at
enabling language learners to experience an immersion to the culture to establish
intercultural dialogue and interaction, considering the thesaurus, cultural values, and
norms of behavior of the target language.
The authors of this paper believe this will allow learners to practice the atmosphere
of another culture and establish a link between cultures. In this regard, the textbook
content might follow the following objectives:
·
·
·

promoting the ideas of tolerance to multiculturalism and intercultural dialogue;
developing the learner’s ability to deal with issues of multiethnic and
multicultural nature and to produce an optimal behavior strategy; and,
training a learner to be open to intercultural dialogue and ethno-cultural
interaction.

The focus on these objectives would encourage learners to learn from each other,
comparing their own cultural context with the unfamiliar contexts to which language
learning introduces them.

Intercultural Context of Textbooks
Strengthening multicultural orientation in the education content necessitates identifying
mechanisms to coordinate its national components. The most effective mechanism
for coordination is the organization of foreign language education content based
on dialogue between cultures. The cultures dialogue approach considers ethnically
oriented education as a basis for the introduction first, to native culture and later, to the
foreign language culture.
The procedural aspect of the textbook content is provided by the gradual formation of
communication skills. They are required for the context-based communication stage,
modeling communication situations stage, and intercultural communication stage
(Table 2). The context-based communication stage is the stage that involves textbook
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activities targeted to communication based on the specific context through activating
learners’ receptive and productive skills. At the modeling communication situations
stage, learners are engaged with models of typical communication and creating their
own communication based on the model. At the intercultural communication stage,
learners demonstrate their abilities to think critically and make independent decisions
based on argumentation. All these stages are aimed at developing ICC competencies:
lingo-cultural, sociolinguistic, cognitive, and discourse.
According to the Council of Europe (2018), textbook activities are grouped into reception,
production, interaction, and mediation stages, each of which is accomplishable both
in spoken and written forms. Receptive activities assume information receiving and
understanding skills and cognitive skills by activating the students’ prior knowledge of
the topic which would play an important part in preparing to produce communication
(e.g., understanding the content of lessons, reading instructions, reference works, and
documents). Productive activities focus on accumulating, producing, and conveying
information (e.g., presentations, reports) and interpretation and explanations of the
communication context. In interaction, production and reception alternate, although
textbook activities at this stage aim at enabling learners to predict the message
and formulate a response to it. Therefore, learning to interact involves more than
learning to receive and produce utterances. Mediation involves both reception and
production and consists of analyzing and assessing (e.g., argumentation, polemics,
or (re)formulation of statements). Textbook activities employ mediation through
explaining an existing text from different perspectives. They enable learners to
display their immersion in the cultures by effectively establishing dialogue of cultures
and demonstrating tolerance to other cultures. Mediation forms new social spaces of
collaboration through reciprocal communication and understanding. In this context,
intercultural mediators assist parties from different cultural contexts to understand one
another by considering cultural values, beliefs, and principles of the target language
and to engage in effective interaction.
The suggested model to develop intercultural communication ability reflects the
integrative nature of “language-culture-personality” (Kunanbayeva, 2013) that allows
for demonstrating practical application of knowledge of native and target languages
and cultures. The range of activities at every stage of the textbook should aim to
develop competencies identified within the structure of the intercultural communicative
competence with the leading cognitive principle.
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Table 2:
Textbook Structural Organization
Process of
creating a
textbook
1
Context based
communication
2
Modeling
typical
communication
situations
3
Intercultural
communication

Textbook
activities
stages

Level of
mastering
communication

Reception

Conceptual &
cognitive

Interaction

Information
accumulation
&
interpretation

Activities

Form of
communication

Developing
competences

Written and
spoken

Cognitive
Sociolinguistic
Lingo-cultural
Discourse
Job oriented

Comparison and
interpreting

Production

Context-based
communication

Search,
discovery and
interaction

Mediation

Polemic &
argumentative
intercultural
communication

Critical analysis,
estimation and
production of
communication

INTERCULTURAL MEDIATOR

The foundation of ICC based on the suggested model seeks to develop learners as
intercultural mediators who are able to promote effective interaction of members
of different cultural communities in the context of global integration processes,
demonstrating tolerance to complexity and multiple identities, stereotyping, and
prejudices. Training efficient intercultural mediators requires certain activities to
master communication skills and attitudes. Conceptual, cognitive, information
accumulation, interpretation, context-based communication, argumentative and
intercultural communication, both spoken and written, are skills to drill in ELT classes
for efficient mediation. In this regard, teachers should arrange activities for students
to have a solid knowledge of interaction between parties of different cultures, tackle
cultural and language barriers, and use their communication and mediation skills to
interact in a transparent, reciprocal, tolerant, and self-reflexive way. In addition, some
sets of instructions should be considered at any stage of the textbook. For instance, the
tasks set need to be carefully established and adopted for discussion and debate in class.
Whether the classroom activity is pair work, group work, or whole class discussions,
the following instructions should be applied:
·
·
·
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·
·

Prejudiced expressions and comments are totally intolerable at any time.
All involved in discussions are responsible to challenge stereotypes and
prejudices.

Byram, Gribkova, and Starkey (2002) suggest that by putting ideas, events, and/or
documents from several cultures side by side and comparing how those might be
considered from the other perspective, mediators can figure out how people might
misinterpret what is said or written or done by someone with a different social identity.
Thus, a set of tasks for comparison and interpreting are fundamental for the formation
of ICC.
The mediators’ ability to interact with multiple identities requires the skill of eliciting
new information and integrating it with what they already know about their beliefs,
values and behaviours. Thus, it requires activities in the textbook that enable learners
to search, discover and interact in real-time communication.
Lastly, curiosity about new experience and the need to tolerate new beliefs, values,
and behaviours can create reaction and rejection. In order to avoid those unfavorable
reactions, intercultural mediators need a critical awareness of their own values and
how this awareness influences their mindset about others’ values. Therefore, activities
that enable learners to analyze critically, estimate, and produce effective interaction
with members of different cultural communities in the context of global integration
processes are needed (Byram, Gribkova, & Starkey, 2002).
The suggested approach gives teachers and learners a new perspective to language
learning in terms of acquiring ICC along with mastering the skills of language
development (i.e., listening, speaking, reading, writing) as well as the grammar and
vocabulary of a given language. It helps develop new research skills and critical
thinking. It also helps achieve one of the key objectives of education today, which is
to develop critical cultural awareness to understand differences from an interpersonal
and an intercultural perspective and collaborate towards common goals in the context
of intercultural communication.
It is believed that the suggested model in designing textbooks helps the younger
generations become active citizens. It generates students’ critical thinking, mutual
respect, and recognition of cultural diversity.
The proposed didactic approach to designing textbook in the context of intercultural
communication:
·

·

forms students’ multidimensional perception about themselves in the modern
world and prepares them to live in a multicultural society in accordance with
democratic values;
teaches students to think critically, to tolerate other points of view, to respect
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·

the history and cultural heritage of their own and other cultures; and,
trains students to analyze controversial issues, which would involve familiarity
with various and often mutually exclusive points of view.

The learners are able to demonstrate language learning outcomes to promote the
effective interaction of cultural communities, such as the ability to:
·
·
·
·

understand communicative intention of speakers from target community;
choose speech strategies and tactics (persuasive, offensive, emotional-acting,
etc.), taking into account the speech behavior of the target community;
reduce the negative consequences of language barriers, socio-cultural
differences, and tensions between ethnic groups; and,
demonstrate tolerance to multiculturalism and intercultural dialogue.

Overall, teaching foreign languages in the context of intercultural communication is
an important factor in creating a person’s worldview. Learning language through the
prism of an interdisciplinary analysis of “language-culture-personality” will allow
students to be acquainted with the past, present, and future. Besides the introduction
to new languages and cultural traditions, it is important to reveal the causes of ethnic
conflict, hostility, and confrontation. Teaching foreign languages through optimal use
of authentic cultural contexts allows us to understand each other, which ultimately will
help form the critical cultural awareness.

Discussion and Conclusion
In modern societies, national-cultural tolerance, inter-ethnic cooperation, and
overcoming nationalist tendencies are acute problems. In order to address those
problems, the formation of a multicultural identity is necessitated in the national
education system.
Culture at the moment is the most effective tool for the spiritual union of people.
Currently, culture is characterized by the expansion of cultural ties, and the preservation
of one cultural identity shapes the other one. This greatly increases the possibility
to broaden contacts and interactions between people, religions, national, and local
cultures for real intercultural dialogue and mutual enrichment.
This measure will assist in promoting inter-ethnic relations in Kazakhstan, based on
mutual respect, recognition of cultural diversity, tolerance for cultural differences, and
the strengthening of intercultural dialogue. The modern approach to the formation of
a dialogue is based on the realization that culture is inseparable from the identity of
an individual and nation, and often includes specific national, regional, or ethnic lines.
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Involving students in positive international communication and relations based on the
principles of humanism and freedom enhances the intercultural dialogue zone. The
successful development of a culture of international dialogue depends on the harmonious
development of relations between different ethnic groups, based on the principles of
mutual understanding, cooperation and friendship. The path to understanding goes not
only through knowledge representation, but also through the senses, the ability to be
seen in every person – the carrier of universal values: tolerance, transparency, and trust
in communication and understanding. This understanding is the result of international
dialogue culture.
In order to harmonize the inter-ethnic atmosphere in the modern school, the enrichment of
the educational program content of a new pattern is needed. The content of a new pattern
reflects the cultural heritage, traditions, and the way of life of every nation, and provides
teachers with required teaching materials that help impart intercultural skills at school.
In conclusion, the analyses revealed that textbooks are boundless in their account of
intercultural elements, and reflection of the intercultural context can help prepare learners
to live in multiethnic and multicultural environment. The focus of language education
on the integrative learning of the language and culture allows language learners to act as
intercultural mediators, which in its turn, promotes the effective interaction of members
of different cultural communities in the context of global integration processes.
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English Language Teaching and Technology
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Chapter 10
21st Century “Out of the Box” Tasks
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Abstract
This article aims at sharing ways to create a digital learning community in class, where
our learners become tech-savvy. Rules for creating this proposed “digital community”
are shared, and the use of a number of essential tech tools is demonstrated. The goal
is to be prepared to join the 21st century community of teachers who incorporate
technology to present content and apply their lesson objectives. The ultimate goal is to
create a learning experience for our students which is both richer and more memorable.

Introduction
Whether we are ready or not, the 21st century student is here and demands our immediate
attention. It has become a necessity to cater for his/her needs, and incorporating
technology to present content and apply the skills which need to be acquired in class is
a must. The short-term goal is to create a learning community in which the amount of
active learning is exponentially increased. One way to do this is by making technology
an integral part of our teaching and our students’ learning (Akyuz & Yavuz, 2015). Not
only will our students be actively engaged, but they will remember what they have
learned and be able to apply it in various contexts in and out of class. The long-term
goal of creating life-long learners will be achieved.
With the concept of the flipped classroom (Bishop & Verleger, 2013) currently taking
the EFL world by storm, the need for creating tech-savvy teachers has also become a
priority. We the teachers are the “digital immigrants” who are tasked with the duty of
not only teaching content, skills, and target grammar structures and vocabulary, but
also now required to do so using technology. Our students are “digital natives” who
grew up with iPads and laptops. We educators, on the other hand, had to migrate into a
new world of tech tools, which we are now required to use not only in our daily lives
but also in our day-to-day teaching. Some teachers are still resisting, but the sooner
they realize that technology in teaching is a 21st century must, the better will they be
able to adapt to the needs of our students.
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The Flipped Classroom
The primary goal of teaching is to enable students to both understand and remember
what they have learned, and also to apply it in new situations. If they hear, speak,
and read about the target concept or structure, they become quite good learners;
however, when they are asked to do something while learning, they become excellent
learners (Barrot, 2017). Some suggested ways to “do” something while learning a
language in order to ensure retention are to have students present their work orally
and visually using multi-media tools after conducting their own online research. In a
flipped classroom, the use of technology and critical thinking skills are intertwined.
Kong (2015) explains that pre-class work allows the processing and understanding
of information at the students’ pace. The application and analysis during the
implementation stage in class allows students to create, evaluate their work, and even
reflect on their progress and experience. This enables educators to create a data-driven
classroom in which the learning culture encompasses the following 21st century
learning skills: a questioning culture, a student-centered class, peer teaching and peer
assessment, and finally group feedback (Pellegrino, 2017). What this means is that the
ultimate goal is to use the flipped classroom model to create digital citizens who can
do all the following: a) share information online safely and ethically; b) be digitally
literate and able to investigate and evaluate what is shared online; and c) acquire the
requisite digital etiquette for healthy online communication and collaboration, as they
become fully aware of their rights and responsibilities when they are dealing with the
online world.

The Role of Technology
The skills needed to teach language can be successfully taught using such tech tools
as SurveyMonkey for voting or polling our students; PowerPoint presentations to
practice listening and speaking; Google Docs to teach notetaking and collaborative
writing; Infographics for data representation; Excel spreadsheets for data analysis;
and the Internet, blogs, wikis, and social media sites to conduct research. By creating
truly tech-savvy students, we encourage our students to become emotionally engaged
in our class. We create tasks to allow them to collaborate on team building. These
ought to be carefully selected and prepared with a view to allowing learners to choose
from a number of possible tasks. Giving our students choices when assigning tasks is
essential; it allows them to think critically and engage in decision making. Later on,
this enables them to better self-assess and self-evaluate their work and the progress
they have made. Another key component educators should not ignore is the need to
engage students in debriefing sessions both orally in class and in writing after class
in the form of reflection (Johnston, 2017). This task allows both the teacher and the
students to get closer after a series of pre-tasks and tasks.
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Your students’ smart phones are your best friend, an optimal learning tool. With their
multi-media content, dictionary, audio and video recorders, free apps and sites, and
social media platforms, our students literally have the whole world at their fingertips.
We should capitalize on this wealth of knowledge sources and teach them to use
them simply to become better learners. In my classes, one must do task is to create
a class Facebook page. This social media tool serves as a first step toward student
engagement and possibly increased motivation. Students enjoy the process of voting
for and selecting a suitable name for the page. It is the role of the teacher to create
the Facebook page (making sure that the setting is private). Students search for and
join the page and begin to post their work. They are eager to invite peer feedback
and comments. This is an authentic way to complement face-to-face interaction in
class. No first language (L1) posts are allowed to ensure that students practice their
English without resorting to L1. This Facebook page creates in my class a real sense
of community and a non-threatening learning environment with fast, easy access to an
online hub in order to communicate and collaborate in an authentic learning situation.
Peer teaching and learning is at an optimal level as students showcase their work in a
safe environment which is carefully set up and continuously monitored by the teacher.
Another possibility to integrate technology and task-based teaching is to create a class
podcast. Students get to discuss a different topic or theme each week and take turns in
leading a class discussion and asking questions based on set guidelines and a checklist.
This is recorded using a smartphone and uploaded onto the class Facebook page.
Comments and feedback are invited. Added to this, I also survey students about what
topic to discuss in the coming week within our module/unit theme to ensure buy-in as
we proceed through the various parts of the current topic.
Google Docs are also another optimal tool for digital engagement. I use them to teach
and review all skills, especially writing. I create a document and share it with my
students using their emails. The document consists of a four-paragraph essay. I allocate
sections to students in order to add their comments. On another day, I can allocate
skills (content, organization, vocabulary, grammar, or conventions). Students add their
comments in different colors. This peer feedback exercise, collaborative revision, or
peer editing is anonymous, as it not only engages the students in an analysis of writing,
but it encourages all types of questions and leads to their engaging in self-assessment
as they rethink what they write and how they write it.
A review collage is an Infographic (e-poster) that I assign to all my classes at the end of
the semester or term. The goal is for them to reflect on their journey of learning and to
give me indirect feedback on my own teaching. The overarching open-ended question
I assign is: “What advice would you give to future students about how to approach this
course?” I ask them to use the set topics/themes for the semester as a general guideline.
I allow them to create their own titles/headlines and use the keywords we learned in
class. Links to sites, videos, screenshots, and audio recordings are required to add the
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multi-media aspect to their final product. To assist and guide them, I give them some
additional sub-questions: Which language skills did you develop? Which tasks were
enjoyable? Which skills were helpful? How did you perform on the tasks? What would
you do differently if you had another chance?
To create a digital community in your class, students need to “own” their learning both
in and out of class. One way to do this is to represent their knowledge visually using
the available tech tools. Another is to collaborate on tasks with a view to assisting the
weakest links in their group to perform better. This goal-oriented learning is results
driven; thus, students are encouraged to put their original ideas forward and to pay
careful attention to the format, layout, and presentation of their work, but above all
to pay attention to self and others, namely their audience both in class and online.
By allowing students to incorporate technology to present and apply the content and
objectives of the course, we make the learning experience richer and more memorable.

Why Digital Literacy?
Our students need to be able to function in our 21st century digital world. They need to
be able to learn how to use the currently available digital tools to both think critically
and to conduct research. Ainley et al. (2016) explain that digital literacy makes teaching
and learning much easier since it is an optimal tool for self-assessment. In addition,
it boosts learner engagement since it provides opportunities to practice the skills of
critical thinking and problem solving. Buckingham (2015) supports this idea and
clarifies that digital literacy is a means for cultural communication and understanding
that should be used by young people to engage with their community. This is because
our focus in teaching is currently on inter-connected, collaborative tasks and projects.
As we know now, the role of the teacher has changed to become that of a facilitator
since teaching has become student-centered to ensure autonomy. Even assessment
has changed to become assessment as learning and assessment for learning (Wiliam
& Thompson, 2017). However, some instructors are anxious about incorporating
technology in their classes. They wonder whether something might not work or might
go wrong in the middle of the class session. They certainly do not want to seem unable
to tackle technology or feel that their tech-savvy students are judging them because
they believe their students could possibly know more than they do when it comes to
using technology. Whether we like it or not, the future will be reliant on technology
since it has become ubiquitous in our daily life, so why not also use it in our teaching?
In addition to this, our students can no longer be passive receivers and consumers
of knowledge while we stand up and lecture them. Our students’ minds are under
construction; therefore, to create life-long learners we need to give them the skills that
would allow them to continue learning, namely use technology in our teaching as a tool
to aid learning.
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Beetham and Sharpe (2013) refer to digital literacy as cultivating functional skills
which are needed to enrich the digital practices of our students, to sharpen their
online practices, and to fine-tune their online identity. Unfortunately, our students are
reluctant to use technology to access advanced levels of knowledge, to think critically,
or to problem-solve. Thus, it is our duty as instructors to require them to do so in our
classes. To solve this disconnect, three possible scenarios are suggested: a) to build
digital literacy into our classes as an integral part of the learning process, b) to create
a classroom digital community, and c) to make the digital literacy tasks we assign
truly engaging. This can be easily done by carefully choosing web tools. We should
be carefully curating content that is available online in the form of videos, audio files,
articles, and infographics. This first step needs to be complemented with the selection
of a suitable digital space to deliver this material, such as Facebook, a wiki, or a blog.
This would enable us to hyperlink all teaching materials and allow our students to
enjoy and learn. Finally, teacher feedback and revision are needed, but these ought to
be supplemented with self and peer evaluation.

Brain Priming
Appropriate and responsible use of 21st century digital tools begins with brain priming
in class. This technique comes as one practical answer to the question many teachers
ask: Why aren’t my students learning what I teach? Iyer (2019) explains that priming
is a technique used as a preview of learning. The goal is to mentally prepare or prime
learners for any upcoming task, learning structure, project, or event in order to preempt any difficulty they may possibly face. Clearly, any attempt by instructors to be
proactive and supportive of student learning instead of being reactive and responsive
is worthwhile. The goal of priming is to set positive expectations and to promote
student engagement and buy-in, especially when the concepts or learning structures
being tackled are challenging. Priming thus creates the conditions for optimal learning.
With proper brain priming, all language skills can be integrated to ensure readiness to
engage in the upcoming difficult, main task. This results in increasing student selfconfidence. Jackson (2018) compares using brain priming to an intervention, namely
an academic intervention to influence students in not only the way they think but
also in the way they act. In a stress-free classroom environment, priming can reduce
the difficulties that occur when students are trying to adapt to any new task, such as
avoidance, disinterest, or confusion.
Brain priming is done in class ahead of tomorrow’s big day, or alternatively at home
for the same purpose. In class, it is a preview task which is short and concise. The goal
is to use parts of the actual material to be used in the next lesson. The instructor is not
actually teaching the target material, but instead is using a brainteaser to familiarize
learners with the upcoming target concepts/material. To achieve this successfully, the
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instructor needs to communicate this to the students. No surprises are allowed in order
to ensure that students cooperate. The steps are simple: a) develop a technique of what
and how to prime, b) familiarize or “prime” the students with the new concept/task,
and c) provide feedback and follow-up tasks which are linked to the priming task.
Sample priming tasks could be Googling a reading as a background article; sharing
priming visuals, audios, or videos; engaging in discussion about what students know
about a certain topic by linking it to self, other texts, and the world; sharing models of
already finished projects by previous classes; or playing a game. Suggested prompts
for simple in class priming include: You will be able to…; You will do this to enable
you to…; You are doing this because…; The actual material is…; and The exact steps
are… For example, to brain prime a module on the topic of Fake News, the following
steps are suggested for a mini-web quest. In groups of four, I ask my students to: a)
find three sources online dealing with fake news, b) check if the sources are reliable,
c) check whether the sources are current, d) compare them with what they know about
the topic, e) check whether the content of what the online sources they selected makes
sense, f) check whether this content can be verified against the two other articles they
selected, and g) check whether the content of the sources they selected can be verified
against other sources.

Conclusion
The ultimate goal is to encourage appropriate and responsible use of digital tools to
create 21st century, out of the box tasks. Technology should not be used for the sake
of using technology, but it should be woven in as an integral part of an instructor’s
teaching. I have noticed that my students no longer come to class with pens, pencils,
or notepads. They come to class armed with their phones, iPads, and laptops. The
message they are sending me is loud and clear. When I ask them to take notes, they
take screenshots of what is on the screen instead, and when I give them a deadline,
they activate a reminder on their smart phones. With the use of technology, students
move from being dependent learners to becoming independent and interdependent
learning. Thanks to technology, such learners have self-efficacy, so they are ready to
take over from the teacher ownership of their own learning and progress. Apps such
as Kahoot!, Mentimeter, and Socrative are some examples of non-threatening but
fun ways for ongoing assessment in a digital classroom. Added to this, the suggested
digital community enables educators to diagnose the learners’ stage at the beginning
of a course. It also captures exactly what the students are learning and why they are
learning these skills. At the end, it assesses how they have performed. Technology and
creating a digital class community enable us to build on what learners know and what
they already can do. These are not solutions to all our teaching problems, but they
comprise a teaching strategy which is backed by current research. It both preempts and
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scaffolds learning, and given the plethora of online tools available for teaching, it is
an achievable goal. This is because by helping learners engage in digital communities,
we prepare them for the next unfamiliar challenge facing them in the real world when
they are no longer with us.

References
Ainley, J., Schulz, W., & Fraillon, J. (2016). A global measure of digital and ICT
literacy skills. UNESCO.
Akyuz, S., & Yavuz, F. (2015). Digital learning in EFL classrooms. Procedia – Social
and Behavioral Sciences, 197, 766-769.
Barrot, J. (2017). Implementing task-based language teaching in ESL
classrooms. Advanced Science Letters, 23(2), 944-947.
Beetham, H., & Sharpe, R. (Eds.) (2013). An introduction to rethinking pedagogy.
In Rethinking pedagogy for a digital age (pp. 25-36). Routledge.
Bishop, J. L., & Verleger, M. A. (2013). The flipped classroom: A survey of the
research. In ASEE National Conference Proceedings, 30,(9), 1-18. https://peer.
asee.org/22585
Buckingham, D. (2015). Defining digital literacy: What do young people need to know
about digital media? Nordic Journal of Digital Literacy, 10, 21-35.
Jackson, C. N. (2018). Second language structural priming: A critical review and
directions for future research. Second Language Research, 34(4), 539-552.
Johnston, C. (2017). Reflective practice. Teaching Business & Economics, 21(1), 19-21.
Iyer, M. S. (2019). Flipped English as a second language (ESL) classroom approach to
scaffold the slow learners. Language in India, 19(2), 114-119.
Kong, S. C. (2015). An experience of a three-year study on the development of
critical thinking skills in flipped secondary classrooms with pedagogical and
technological support. Computers & Education, 89, 16-31.
Pellegrino, J. W. (2017). Teaching, learning and assessing 21st century skills. In
S. Guerriero (Ed.), Pedagogical knowledge and the changing nature of the
teaching profession (pp. 223-251). Organisation for Economic Cooperation and
Development.
Wiliam, D., & Thompson, M. (2017). Integrating assessment with learning: What will
it take to make it work? In C. A. Dwyer (Ed.), The future of assessment: Shaping
Teaching and Learning (pp. 53-82). Routledge.
138

Proceedings of the 2nd Applied Linguistics and Language Teaching (ALLT) Conference

Chapter 11
Diverse Perspectives towards Integrating Technology
in Traditional ESL Classrooms
Yahya Ashour ALKhoudary
Gaza University, Palestine

Abstract
This study explores the perception and attitude of university students and their
instructors towards integrating technology as scaffolding into conventional teaching
methods in an ESL classroom. A merged online learning with traditional classroom
systems would offer influential benefits to students. Research ascertains that both
face-to-face and online learning strategies should be used in ESL classrooms. Twenty
students at a college in Oman and 10 ESL instructors were involved in this study.
A questionnaire was distributed to the students and interviews were conducted with
all participants (students and instructors). Prior to administering the interviews and
questionnaire, Google Classroom was utilized in ESL classrooms with the 20 students to
help them reflect on their experience and reveal their attitude towards its implications.
The findings revealed the participants’ valuable perspectives towards melded learning
as one of the best productive instructional strategies that can effectively create lifelong
deep learning in ESL classrooms.

Introduction
Theoretical Background
The English language has become the ultimate communication vehicle since it is an
integral part of many people’s daily life. Even though the Ministry of Education in Oman
has been exerting efforts to provide teachers with the most modern teaching methods,
it is observed that the majority of secondary school students who join the Foundation
Program (FP) at the college in this study have accumulated general weakness in English
language skills (Al Najar, 2016). Such a problem requires teachers to find solutions to
reduce students’ weakness in the English language and to have an interactive learning
environment. Due to its significance in our life, a number of researchers advocate the
use of technology in the English classroom (Abunowara, 2014; Warschauer & Meskill,
2000; Wertsch, 1985).
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This paper seeks to explore to what extent technology contributes in developing English
language learners’ skills. Krashen (1982) argues that subsequent studies are needed
to get the better of learning. Lachance (2013) reports that Echevarria et al. consider
Google Classroom (GC) a scaffolding method that leads to autonomous learning
which encourages learners to achieve successful output. GC is a free web service,
developed by Google for schools. It simplifies teaching and learning, creates a learning
environment outside the classroom, and gives instant feedback on assignments in a
paperless way (Phan, 2015). The primary purpose of GC is to streamline the process of
sharing files between teachers and students.
The theoretical foundation of this inquiry is primarily based on the main reasons
for not using all class time in teaching. Vygotsky (1978) assumes that proximal
development of cognitive conflict is based on collaborative learning that leads to
student-centeredness. The model of learning demonstrates that collaboration among
learners raises awareness of concepts as learning is considered a social skill (Piaget,
1973). Moreover, collaborative learning in both class and online provides powerful
learning opportunities and enhances learners’ self-esteem (Al Khoudary, 2018a, b, c;
Bates & Pool, 2003; Gebhard, 2009; Wertsch, 1985). Scientific theory confirms that
interaction with peers and textbook plays a crucial role as an effective teaching strategy.
Social media offers students enough opportunity to cooperate and interact online with
partners to achieve successful learning output, and it facilitates creating and sharing
ideas among learners (Al Khoudary, 2015; Gebhard, 2009; Bates & Pool, 2003).
Extensive research on incorporating assistive technology as an instructional tool
suggests that computer-mediated tasks make learning English language skills easier
(Gebhard, 2009). Including technology in education affects positively the quality of
learning particularly in ESL classrooms. Research reveals that such challenges are
related to the required information, access, cost, culture and security concerns to use
technology in learning and teaching at educational institutions (Gebhard, 2009). Lack
of knowledge and skills base of using technology successively in schools is a common
problem. If learners are unfamiliar with new technology and completely demotivated
to access the Internet easily, there are still many actions to be taken in order to find
out an appropriate way to integrate technology into the classroom (Gebhard, 2009; Al
Khoudary, 2018a, b, c).
The Study: Significance and Purpose
Secondary school students who are promoted to higher education still have weakness
in the English language, which may be due to the traditional teaching methods some
instructors use. Therefore, this study is of great importance as it may provide insights
about the use of GC in English language teaching.
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During interviews with four secondary school principals in Oman, they stated that
the majority of teachers still used traditional teaching strategies with less integration
of technology as a supportive teaching tools (Al Khoudary, 2015). As educators, it
is our role to boost the use of technology in our classrooms as it improves students’
motivation towards learning English language and enhances their confidence towards
independent learning. Incorporating digital devices into instruction promotes students’
stimulation and improves their reading and writing skills as well. Today, all people,
whether literate or illiterate, live in a world based on using technology. It is also
noticed that young generation are smart in using technological devices. Zucker and
Light (2009) state that learners are extremely stimulated in achieving class activities
when technology is utilized. Nowadays, the majority of educators all over the world
have made use of digital devices in teaching English language (Zucker & Light, 2009;
Gebhard, 2009).
This study intends to explore the attitude and perspectives of university students and
instructors towards the implications of educational technology (i.e., Google Classroom)
in ESL classrooms. To achieve the intended aim, the study uses a mixed-method design
where interviews and a questionnaire were administered.

Literature Review
Young generations grow up surrounded with all types of technology. In the era of
computers, students are consistently engaged in doing different activities based on
technology. Students are expected to divert time spent on games or chats towards doing
assignments and online class activities since in-class time is not enough to cover all
teaching materials. Gottlieb (2006) states that students live in a universe of advanced
technology where learners are exposed to varied devices. Because of that, technology
is of critical importance to be employed in classrooms along with traditional teaching
methods which have been implemented for decades. Furthermore, technology
encourages all students to engage in an effective learning environment if it is used
thoroughly and regularly (Gebhard, 2009).
Many studies investigate the effectiveness of using technology as an instructional tool
on ESL students’ learning outcomes compared with traditional classroom instruction.
Mobile learning, for example, is a flexible learning process since learning can occur at
any time and place (Hwang & Tsai, 2011; Georgiev, Georgieva & Smrikarov, 2004).
Although technology contributes to effective education, it is not easy to involve it in
virtual learning. Warschauer & Meskill (2000) contend that incorporating technology
in a decentralized curriculum has to be supported. Khan (2012) argues that teachers find
problems in oversized classes with inappropriate knowledge and teaching strategies.
So, a new teaching method is required to make a difference since necessary sources are
available. A combination of homework and a regular, web-based learning environment
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promotes self-regulated learning, involving three processes: self-observation, selfjudgment, and self-reaction (Azevedo & Hadwin, 2005; Bandura, 1986).
Warschauer & Meskill (2000) assert that technology has many advantages; it facilitates
learning, and enables students to make use of their own learning styles. Kato et al.
(2016) suggest that students need to be equipped with technology in order to facilitate
the language learning process. Blended learning using GC creates a real environment
for students to engage in self-learning, to become aware of their own learning styles
and to overcome learning challenges they encounter (Kato et al., 2016).
Zainuddin & Keumala (2018) propose that there is a gap between theory and practice
of effective learning in the digital era. Peacock (1997) proclaims that the students
who are involved in varied contexts find learning more interesting and enjoyable.
Moreover, writing through GC provides students with enough chance to edit and revise
their work at their own pace and on their own time (Phan, 2015). Negative attitudes
towards technology use in the classroom have been observed among teachers due
to insufficiency of facilities and lack of professional training (Abunowara, 2014, p.
11). Gebhard (2009) proposes a technology continuum as evidence of low and high
standards of technology which ESL teachers employ as a teaching tool (Figure 1).
Figure 1:
Continuum Model for the Tools Used in Teaching
Low

Sticks /
pens

High
Chalk
Black/White board.
Scissors.

Overhead/slide
Filmstrip projector
Radio Video Camera

Computer/internet, cell phone,
digital video camera, digital
interactive boards

The continuum model presented in Figure 1 shows that some instructors are experienced
in using chalk and white boards, whereas others are familiar with projectors, radios and
telephones. Recorded materials affect the students’ speaking skills as the Internet and
computer help them to read and write in and out of the class. Gebhard (2009) and Phan
(2015) claim that GC is a practical platform to present teaching materials smoothly
and reduce lecturing, a method that focuses on presenting the content. Today, many
online apps are available to assist English language instruction such as Facebook,
Moodle, Google Classroom, and Edmodo. These are the platforms that empower
learning, raise students’ confidence during learning and doing assignments, and lead
to learner-autonomy (Al Khoudary, 2015; Abunowara, 2014; Gebhard, 2009; Bates &
Pool, 2003).
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Methodology
This empirical study explores university students’ and instructors’ perception of
integrating GC as in ESL classrooms. The study population consisted of 20 students
enrolled in the FP in Oman, to be prepared for different majors. The group of participants
(ranging from 18-20 years old) received intensive training on using GC to do tasks
online. They were taught English language using GC in the first semester 2018/2019
by a volunteered teacher who chose his own methods and techniques, integrating GC
in teaching English. A questionnaire was administered to the students, and interviews
were conducted with all students and with 10 ESL instructors.

Findings and Discussion
Findings of Student Questionnaire
A questionnaire was distributed to students whose teacher integrated GC into
teaching language skills (General English). Twenty students’ reactions were analysed
thematically as demonstrated in Table 1.
As shown in Table 1, A 5-point Likert scale (strongly agree to strongly disagree)
was used in this investigation to measure ESL students’ attitudes towards integrating
technology as a supportive tool for both instructors and students in the ESL classroom.
Statements 1 and 2 manifest the highest responses 85% on the level of agreement.
Statement 3 reports 55% agreed that online activities affect reading and writing
positively, whereas statement 4 displays the highest percentage (70%) of agreement
where the majority of respondents’ consent that GC creates virtual classroom. Fortyfive percent of respondents believe that GC is of paramount importance as a supportive
instructional implement (statement 5). Additionally, 55% indicate their interest in
classes using technology (statement 7). Statements 14 demonstrates the highest rate
of agreement (75%), pointing out that students have productive viewpoints toward
including technology apps in developing literacy among ESL learners. Responses
to statements 15, 17 and 18 agreed at 60-65% that GC helps students increase their
exposure to English language skills. Finally, 60% of the respondents refute the idea
that utilizing technology discourages them from improving their English language
skills (statement 20).
The findings reveal that the majority of the contributors scrutinized tend to have
technology as a scaffolding tool in ESL classrooms. Further, reactions to the
questionnaire unfolds positive attitudes after the experience of learning English
language through GC towards adopting technology apps in the ESL classroom as a
method for better learning outcomes and focus on students’ literacy skills The results
presented above show participants’ interest in having technology in ESL classrooms as
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it grants both introverted and extroverted students enough opportunity to engage in the
learning process and develop their English language skills. In addition, it is found that
the majority of ESL instructors have positive attitudes towards technology integration
and tend to offer GC as a platform of blended learning since it builds self-esteem in
ESL learners.
Table 1:
Students’ Reaction towards Technology (N=20)

#

Statements

1

SA*

A*

N*

D*

SD*

Fr

%

Fr

%

Fr

%

Fr

%

Fr

%

Technology encourages me to enhance
literacy skills.

3

15

17

85

-

-

-

-

-

-

2

Class activities are not enough to
improve my reading and writing.

3

15

17

85

-

-

-

-

-

-

3

Online activities influence my literacy
skills positively.

8

40

11

55

1

5

-

-

-

-

4

Using Google classroom makes
language skills interesting.

4

20

14

70

2

10

-

-

-

-

5

I would like my teacher to include
Google Classroom in teaching.

9

45

8

40

3

15

-

-

-

-

6

I feel unhappy about using technology
in the classroom.

-

-

-

-

4

20

12

60

4

20

7

Technology encourages me to involve
in the learning process.

11

55

6

30

2

10

-

-

1

5

8

I can access doing assignments on my
own pace.

3

15

11

55

6

30

-

-

-

-

9

Using technological tools in learning
literacy discourages me.

-

-

-

-

5

25

6

30

9

45

10

My language skills have improved
because of technology.

6

30

11

55

3

15

-

-

-

-

11

Both face-to-face and online learning
developed English.

5

25

10

50

5

25

-

-

-

-

12

My language skills have developed
because of using technology.

6

30

12

60

2

10

-

-

-

-

13

Using technology in learning makes
me feel high self-esteem.

8

40

8

40

4

20

-

-

-

-

14

Technology is involved in reading and
writing effectively.

3

15

15

75

2

10

-

-

-

-

15

My language skills have been
enhanced.

6

30

13

65

1

5

-

-

-

-

16

Google Classroom motivated me to
listen, speak, read, and write perfectly.

5

25

10

50

4

20

-

-

1

5

17

Online learning improves my reading
and writing skills.

5

25

13

65

2

10

-

-

-

-
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18

Integrating technology into teaching is
an effective tool.

5

25

12

60

3

15

-

-

-

-

19

Watching recorded materials online
affects literacy.

5

25

11

55

3

15

-

-

1

5

20

Using technology discourages me to
improve literacy.

-

-

-

-

3

15

12

60

5

25

* SA = Strongly Agree / A = Agree / N = Neutral / D = Disagree / SD = Strongly
Disagree

Findings of Student Interviews
The interviews that were conducted with the 20 students supported the results of the
questionnaire. The interviews provided additional data on students’ perception of
integrating technological devices into classroom teaching methods.
The following are some excerpts of students’ reactions after they experienced utilizing
technology, accompanied with virtual classroom activities, to strengthen their aspiration
towards leaning the English language.
Extract 1
“…GC apps would be a good way for me to learn better. We experienced
positive interaction with teachers and peers during class time. Learning English
has become more enjoyable since interaction has increased with the teacher
and classmates. Although sometime in remote areas the internet is unstable,
technology is helping us grow further.”
Extract 2
“…we had more access to course materials. Listening to teacher’s guides at
home was beneficial. We learnt to write, read better after watching guidelines
and videos. Our teacher guides us throughout the course providing one-to-one
caring through furnishing online feedback on assignments. GC gives us enough
opportunity to think and act on our own.”
Extract 3
“…GC is a great app! However, sometimes we do not have internet connection
to access. For that reason, it stops me from checking class work and makes the
app unusable. Unluckily, it happens a lot of times as well, so it's quite annoying.
So, normal lessons are preferably in ESL classrooms”
As it was illustrated, the students in this study mentioned that intermixing normal class
with technological instruments motivated them to develop their English language skills.
The majority of students had positive interactions with the teacher and peers. Also,
they indicated that they had positive attitudes towards using Google apps since they
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prepared assignments by watching videos and practicing guided writing provided by
the teacher (Extract 1). They also enjoyed that strategy since they watched the teacher’s
recorded video-clips. They got the benefit of online feedback, and their dependence
on the teacher was reduced (Extract 2). Moreover, some students declared GC is a
great app but expressed annoyance due to Internet instability and disconnection in
some remote areas that hindered achieving the assigned online work, while some lowachieving students preferred traditional teaching to mixed (Extract 3).

Findings of Instructor Interviews
Extract 4
“…Google Classroom is a good way to enhance students’ language skills except
for some students who are lazy to achieve assigned tasks. It can help students do
successful assignments and invest class-time for giving feedback and discussion.
This tool is interesting for most students to cover most of the instructional
material at their own pace but it comes out with unsatisfactory results due to the
cultural background and students’ perception of using GC or Moodle in learning
English Language as they focus much attention on grades than improving their
learning quality.”
Extract 5
“…Google Classroom grants students enough room to prepare the assigned
materials formerly. Instructors feel optimistic in using GC in teaching. They
also plan to integrate that strategy in classes the following semester. Such a
combination of strategies increases collaborative deep learning, motivation,
self-esteem that improves students’ learning outcomes but it is demanding since
it needs much effort to complete tasks.”
Extract 6
“…We are interested in adopting this innovated method of teaching because
it gives all learners an opportunity to immerse in learning process, engage in
teamwork and critical thinking, yet the majority of students are accustomed
to spoon-feeding. So, GC seems a teaching strategy that has been forced on
students and teachers despite of being inefficient.”
Extract 7
“…Performance & attitude requires time to be shifted to a new strategy. GC
helps encourages learners to choose their learning style; students have become
more independent and motivated towards learning English. It is a good idea to
use GC to avoid boring instruction; class-time can be invested since all students
have enough chance to involve in learning process.”
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In the interviews, the instructors show positive attitudes towards integrating technology
into their class as an effective technique in teaching English language skills. Interestingly,
ESL instructors stated that using GC would provide students with enough opportunity
to immerse in learning processes regularly, but that it was unsuccessful in some classes
due to its demanding strategy and the fact that students paid more attention to grades
regardless of teaching quality (Extracts 4 & 5).
Based on the results of the analysed data, some different factors negatively influence
incorporating technology in teaching. It may be due to students’ cultural background,
instructors’ competence and perception of technology since the majority of instructors
exclude using technology as they tend to wean their students to the conventional
approach they normally use. They also stick to some related resources they have. The
instability of the Internet connection caused discouragement and frustration among
students when they had to complete the assigned online tasks. Lack of training is
another issue to be dealt with. Some students skip the assigned work and come to class
without preparation as they cannot understand some recorded materials. Therefore,
training is required to cope with the virtual classroom. In such a case, strong Internet
infrastructure flexibility is required for students to do online assignments.

Conclusion and Recommendations
This study concludes that GC is an effective platform in teaching language skills
although some low achieving students prefer normal classes. Furthermore, technology
contributes to developing teaching methods used in ESL classrooms, but more research
is still required to support the benefit of incorporating technology in education. The
consequences of this study should inspire curriculum designers to support schools with
appropriate resources to ease accessibility to technology apps they tend to use.
The findings of this study reveal that technology can be used in teaching English
language skills. To ensure effectiveness, instructors should choose the most adaptive
Google apps pertaining to pedagogical settings. Further, instructors should avoid
using traditional approaches and immerse in using technology apps along with normal
classroom activities. However, extra research on how to utilize technology apps as an
instructional tool to create long-life effective learning is needed.
To conclude, instructors’ concern regarding the use of blended learning is a prominent
indicator that affects successful implementation of technology in the classroom. Since
technological devices are available in every individual’s hand, ministries of higher
education should work to keep up with the rapid technology movement in education.
Further research about technology apps is to be taken into consideration to boost
learning quality.
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Chapter 12
A Study of the Representation of Pakistani Identity
through Language in Western Movies
Sahara Khan and and Wasima Shehzad
The Bloomington Academy, Ajman, United Arab Emirates

Abstract
This study is about representation of Pakistani identity in Western movies. It is observed
that media constructs identities whether positive, negative or neutral. Movies as one
of the genres of media can be seen as a best example of this description. One of the
main purposes of this study is to check whether there has been a negative, positive
or neutral representation in Western movies. The representation of Pakistani identity
was assessed through study of the language by using Fairclough’s ten-question model.
The research investigated different components of language (i.e., vocabulary and
grammar) with the help of Fairclough’s model. The research was conducted on three
Western movies: Four Lions, West is West and The Infidel. The findings suggest that
the Pakistani identity in Western movies is represented negatively.

Introduction
The language used in movies is a scripted version of languages, not spontaneous. These
scripts are written by professional script writers. The writers of the movie scripts have
the full freedom to play with the subject matter and content of the movie. Therefore,
they can play with the ideas, thoughts, expression, language and finally with the
identities that the language represents through movies.
In one of the oldest studies by Wittgenstein (1953) on linguistic analysis of language,
it is stated that language does not just express meanings in addition to the verbal
expression; the language itself is the vehicle of thought. Wittgenstein presented an
Augustinian model of language which is considered as a simple referential model and
is remarkably persistent in various forms even today. The model of language viewed
linguistic meanings as follows:
·
·
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·
·

The meaning of word is independent of context.
Sentence meaning is composed of word meanings.

In the light of Wittgenstein’s study, if looked at language linguistically and socially, it
can be said that words, vocabulary, cohesion and grammatical structures are skillfully
developed by writers to serve the aims and objectives of movie makers.
Study of language also helps to understand other elements attached to it such as thought,
society, identity, personality and other various features. We use language to describe,
represent and express ourselves. Language, when looked upon critically, helps us to
understand a mixture of features that a speaker uses to represent his/her identity. When
we construct an identity, we tend to represent a particular identity. This area of study
is significant, since it is related to Pakistan’s identity. Study of the representation of
Pakistani identities in Western movies was directly needed to identify the perception
of Pakistan in the Western World.
The main objectives of this study are as follows:
1. To study representations of the Pakistani identity in Western movies.
2. To identify the most frequently occurring representations of the Pakistani
identity in Western movies.
3. To investigate how language of Western movies can represent the Pakistani
identity.
4. To analyze different components of language used through which the
Pakistani identity is represented.
To achieve the above objectives, the study explored the answers to the following
research questions:
Q1: What are the different representations of the Pakistani identity in the Western
movies?
Q2: How is the Pakistani identity represented in Western movies?
Q3: What are the different components of language used for the representation
of the Pakistani identity in Western movies?
Q4: Are the representations positive, neutral or negative?

Literature Review
Identity is a concept that is not only used to describe people on the basis of race,
ethnicity, religion, language and culture but is also used to describe the way individuals
and groups define themselves (Deng, 1995).
Wendt (1992) talks about identity in one’s own personal context and states that identities
are relatively stable, role specific understandings and expectations about self. While
153

Proceedings of the 2nd Applied Linguistics and Language Teaching (ALLT) Conference

commenting on identities nature, Hall (1989) highlights that identity is an unanswered
question of an unsettled space. He also adds that identity can be describes as a process;
it is split, not fixed, and it is the relationship of the other to self.
Stryker (1980) believes that there is a reciprocal relationship between self and society.
The self has a tendency to influence society through acts of individuals which leads to
creation of organizations, institutions and other certain groups. Similarly, society also
influences the self through common language and meaning that can make a person
adapt to the role of other people in society and engage oneself in social interaction.
The meaning of identity changes when used in different contexts; still, it can be said
identity theory is encompassed by different stages and features of life. The notion of
constructing identity not only reflects a culminating summary of past life, but also an
ongoing construction created as the basis for future meaningful adult life.
The study of social representations is a worldwide phenomenon which started with
Moscovici’s (1961) seminal study of perceptions of psychoanalysis which has reached
all fields of social experience (Howarth, 2002). According to Moscovici (1961),
social representations are systems of ideas, values, and practices which facilitate
communication among members of a community by providing them with a code for
social exchange as well as a code for explicitly classifying different aspects of their
world. Fairclough’s (2001) model of critical discourse analysis, the “ten-question
model,” was used as the theoretical framework for the study of language in movies. The
model comprises a set of ten questions that are concerned with the textual structures
of the language.
Language is a significant and central feature of human identity. When one hears
someone speak, one can immediately make guesses about gender, education level, age,
profession and place of origin. Beyond this individual feature, language is an important
symbol of ethnic and national identity. Language plays a crucial role in expressing and
particularly reproducing ideologies. Language is not produced in a context-free void,
but in discourse contexts that are constructed with the ideology of social systems and
institutions. Since language functions within this social dimension, it tends to reflect
and construct ideology. Therefore, if one wants to know what ideologies are, how they
work and how they are created, changed and reproduced, one needs to investigate
their discursive manifestations because discursive practices are embedded in social
structures which are mostly constructed, validated and evaluated through language.
In conclusion, media texts are media outputs. Media output is considered as a site for
the generation of meaning value: what media output says and how it says it, and what
meanings it has for us as individuals, audience and social beings. Meaning in such
context refers to the ways in which we are affected emotionally, socially, culturally,
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psychologically and intellectually by media output, that is, the way in which it entertains,
stimulates and informs us – giving us food for thought, surprise or pleasure. Media and
their products are considered not natural, or “just there.” How they operate and convey
the world to people is not necessarily a matter of obviousness or consensus; apparently,
media texts are generated with a political agenda.

The Study
Fairclough’s (2001) ten-question model was used as the theoretical framework for the
study of language in movies. The model comprises a set of questions that are concerned
with the textual structures of the language. The model studies the language components
of vocabulary, cohesion, grammar and textual structures. It is worth mentioning that
Fairclough’s three-dimensional model studies the dimensions of discursive practice,
social practice and textual structure. The model is mainly focused on the analysis
of textual dimension which is also the focus and concern of the present study. As
mentioned above, the ten-question model was applied to the texts of movies selected
for the study; specific scenes and utterances were transcribed, analyzed and interpreted
using this model. This research focused on one major component, which is vocabulary.
As is known, vocabulary is concerned with words functioning individually. Below is a
description of the vocabulary component in relation to the current study.
Vocabulary Components
Vocabulary components include concerns such as classification schemes, ideology,
emphasis and relations that are represented through words. This component comprises
four questions and various sub-questions. Question 1 is concerned with experiential
values signified through the usage of vocabulary. Question 2 has to do with relational
values which can be derived from the words in the text. Question 3 examines the
expressive values of words, and Question 4 is simply concerned with the study of
metaphors used in the text.
Q1. What experiential values do words have?
a) What classification schemes are drawn upon?
b) Are there words which are ideologically contested?
c) Is there rewording or over-wording?
d) What ideological significant meaning relations (synonymy, hyponymy,
antonymy) are there between words?
Q2. What relational values do words have?
a) Are there euphemistic expressions?
b) Are there markedly formal or informal words?
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Q3. What expressive values do words have?
Q4. What metaphors are used?

Sampling
Criterion sampling was done for the selection of movies. The criterion sampling is a
type of sampling that is done on a specific criterion or criteria; it involves identification
of specific criteria of importance. In qualitative research, sample selection has a
profound effect on the quality of the research; it makes the interpretation of findings
easy and understandable (Coyne, 1997). The selection was based on specific criteria to
make the research new, up-to-date and unique. The criteria followed for the selection
of movies, scenes and utterances is described below.
1. The movies selected were ones that were released after the events of 9/11/2001.
2. The movies selected were commercially successful movies in order to assume
their reach and viewership.
3. The movies selected included Pakistani characters as leads.
4. The scenes included Pakistani characters.
5. The scenes included situations, places and circumstances that talk about Pakistan
or Pakistanis.
6. The scenes included conversations between Pakistanis and other characters in
the movies.
7. The utterances selected were uttered by the lead characters.
Transcription
Utterances were transcribed into the written dialogue form, eliminating all other
irrelevant technical elements present in the movie (i.e., background music or visual
description of the setting) because of their irrelevance to the study. Hence, a transcription
model relevant to the nature of the study was designed by the researcher. This model
included only the relevant technical information that was required for the study. For
example, speaker, listener, situation, and utterance.
Movie Analysis
Before the in-depth discussion, it is important to demonstrate certain statistical details
regarding the utterances of the selected characters (in Figure 1, Figure 2 & Figure 3).
This elaboration will help to understand the importance that each selected character
holds in the movies.
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Figure 1:
Comparison of Utterances between Lead and Other Characters in The Infidel

Figure 2:
Comparison of Utterances between Lead Character and Other Characters in Four Lions
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Figure 3:
Comparison of Utterances between Lead Character and Other Characters in West is West

Findings: Vocabulary Components
What experiential values do words have?
Experiential value is the trace and cue to the way in which text producers of the natural
or social world is represented (Fairclough, 1989). The results of the present study
showed experiential values as being connected to the words/vocabulary of each of the
movies and suggested that the writers embedded their experiential values in vocabulary
of all three movies. Each of the movies showed differences and similarities in terms of
representation through vocabulary (Table 1).
Table 1:
Experiential Values Derived from the Vocabulary Used in Four Lions, West is West and The Infidel
Movie

Four Lions
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Classification

West-Muslims

Ideology

Islamic
conviction

·
·
·
·
·

Emphasis

Similarity

Difference

Relation

Violence
Death
Creator
Pakistan
Aggression

Islamic
discourse

Islamic
discourse

Muslim
discourse
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Movie

Classification

Ideology

West is West

EnglandPakistan

Islamic
conviction

Jews-Muslims

Islamic
conviction

The Infidel

Emphasis

Similarity

Difference

Relation

·
·
·
·

Pakistan
England
Family
Children

Family
Discourse

East - West
discourse

Family
discourse

·
·
·
·

Racism
Identity
Muslims
conflict

Religion
discourse

Conflict
on religion
discourse

JewMuslim
discourse

What classification schemes are drawn upon?
The term classification scheme (Table 2) suggests that several words within a text
are connected as they share similar ideological or topical values. This means that
classification schemes divide a text into groups of words representing a certain stance
(Fairclough, 2001). As demonstrated in Table 1, the three movies include vocabulary
items that divide the texts into groups of words, representing a certain feature.
Examples of words have been randomly taken from the transcriptions of the three
movies in order to further illustrate and support the concept of classification schemes.
Table 2 below illustrates this point.
Table 2:
Classification Schemes Used in Four Lions, West is West and The Infidel
Movie

Speaker

Utterance

Four Lions

Omar

“Western imperialist culture,” “consumerist,” “godless,”
“Muslims,” “Islamic state”

West is West

Jahangir Khan

“Bloody English,” “England,” “Pakistani,” “Pakistan”

The Infidel

Mehmoud Nasir

“Bloody Jews,” “colonial rampaging,” “warmongering,”
“Muslims,” “Islamic”

Are there words which are ideologically contested?
This section is also concerned with the kind of vocabulary the writer manifests
intentionally in the text to convey their experiences about a particular representation.
Identification of ideological manifestation in vocabulary helps to analyze the idea
behind the incorporation and the message the writer intends to convey to the audience
(Fairclough, 2001). The results from all the selected movies showed ideology that the
writers wanted to manifest.
To understand how the utterances of characters convey Islamic conviction by analyzing
ideological contested vocabulary, random examples have been presented in Table 3.
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Table 3:
Words Ideologically Contested in Four Lions, West is West and The Infidel
Movie
Four Lions
West is West
The Infidel

Speaker
Omar
Jahangir Khan
Mehmoud Nasir

Utterance
“Jihad”, “fatwas”. “shaitan”
“Assalam o alaikum”
“Subhan Allah”, “ya Allah”

Is there rewording or over-wording?
Over-wording means that a particular word or similar nature of words has the highest
frequency in the texts. Over-wording as a text feature signifies the use of words which
resemble each other in regards to meaning. Over-wording, thus, helps to show the
reader a preoccupation of the character. In some cases, the feature of over-wording can
show ideological concerns or struggles (Fairclough, 2001). The researcher identified
examples of over-wording from the three movies. Some examples have been randomly
picked from transcriptions of the three movies to further illuminate the concept of
over-wording (Table 4).
Table 4:
Over-Wording Used in Four Lions, West is West and The Infidel
Movie

Speaker

Four Lions

Omar

West is West

Jahangir Khan

The Infidel

Mehmoud Nasir

Utterance
· “Kill”: 14 occurrences
· “Pakistan”:10 occurrences
· “Die”: 8 occurrences
·
·
·
·
·
·

“Pakistan”: 8 occurrences
“Family”: 6 occurrences
“England” : 5 occurrences
“Jews”: 23 occurrences
“Name”: 12 occurrences
“Muslims”: 9 occurrences

What ideological significant meaning relations (synonymy, hyponymy, and antonyms)
are there between words?
The selected movies also showed evidence for ideological significant meaning
relations. The examples suggested that the speaker in Four Lions used words in an
Islamic context. In West is West, the speaker used words in a family context, whereas
in The Infidel, the speaker used words in context of the Jewish people. For clarification
purposes, certain examples have been selected and are presented in Table 5.
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Table 5:
Significant Meaning Relations Used in Four Lions, West is West and The Infidel
Movie

Speaker

Utterances
Synonym: “Mujahid”- “Soldier”

Four Lions

Omar

West is West

Jahangir Khan

The Infidel

Mehmoud Nasir

Antonym: “Brain” – “Heart”
Hyponym: “Islam,” “Muslims,” “Pakistan,”
“Bosnia,” “Arabs”
Synonym: “house” – “home”
Antonym: “son” – “daughter”
Hyponym: “family,” “brother,” “mom,”, “son,”
“wife,” “parents,” “kids”
Synonym: “lord” – “god”
Antonym: “Israel” – “Palestine”
Hyponym: “Jews,” “Israel,” “Moses.” “Hebrew”

What relational values do words have?
A formal feature with relational value is a trace of and cue to social relationships which
are enacted via the text in the discourse. Relation value is transparently to do with
relations and social relationships (Fairclough, 2001). The question here deals with the
way a text’s selection of words relies on and assists in creating societal relations among
members of a given society. This question includes features of formality and euphemistic
expressions. The results showed relational values connected to the words (Table 6).
Table 6:
Relational Value Derived from the Vocabulary Used in Four Lions, West is West and The Infidel
Movie

Euphemistic expression

Informality /Formality

Four Lions

Opponent

Informal relation with other
characters/audience

West is West

Prejudiced

Informal relation with other
characters/audience

The Infidel

Racist

Informal relation with other
characters/audience

Are there euphemistic expressions?
A euphemism is a word or phrase which is substituted for a more conventional or
familiar one as a way of avoiding negative values (Fairclough, 1989). The results from
the analysis of the three movies showed evidence for usage of euphemistic expressions.
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To show evidence for the usage of euphemistic expression in the utterances of the three
movies, some examples are presented in Table 7.
Table 7:
Euphemistic Expressions Derived from the Vocabulary Used in Four Lions, West is West and
The Infidel
Movie

Speaker

Utterance

Four Lions

Omar

“liability”, “Loose Cannon”

West is West

Jahangir Khan

“Wild”, “Discipline”

The Infidel

Mehmoud Nasir

“cheque book”, “pram-faced”

Are there markedly formal or informal words?
The results from the three movies suggested that selected characters belonged to the
weaker class due to their usage of informal vocabulary in their conversations. Some
random examples are presented below to further illustrate the concept of informal
words (Table 8).
Table 8:
Informal Words Used in Four Lions, West is West and The Infidel
Movie
Four Lions
West is West

Speaker
Omar
Jahangir Khan

Utterance
“Mafia,” “Twazzock,” “Tampons”
“Fields,” “tailor,” “terrible “

The Infidel

Mehmoud Nasir

“Bloke,” “Hook,” “Scum”

What expressive values do words have?
A formal feature of expressive value is a trace of and cue to the producer’s evaluation
in the widest sense of a bit of reality it relates to. Expressive value is to do with subjects
and social identities. The concern of this question is the expressive value of words,
and deals with either the positive or negative evaluation of words. Hereby it partakes
in depicting the different ideologies connected to the different characters (Fairclough,
2001). The analysis of the three movies showed results for the words which were
connected to their expressive value. Tabulated presentation of the analysis is in Table 9.
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Table 9:
Expressive Value Derived from Vocabulary Used in Four Lions, West is West and The Infidel
Movie

Type of Expression

Four Lions

Violent, aggressive, less emotional

West is West

Authoritative, possessive, traditional

The Infidel

Racist, self-conflicted, confused

What metaphors are used?
Utterances from the three movies showed examples of words that attached metaphoric
meaning to them. Fewer instances of metaphors were detected, but when they were
looked upon critically, they showed attachment of ideological meaning. Examples are
presented in Table 10.
Table 10:
Metaphors Used in Four Lions, West is West and The Infidel
Movie

Metaphor

Four Lions

Love for Death, love for fight, less sensitivity

West is West

No metaphors used

The infidel

Racism and sexism

For further elaboration of the concept of metaphors in utterances used in the three
movies, random examples are presented in Table 11.
Table 11:
Evidence for Metaphors Used in Four Lions, West is West and The Infidel
Movie

Speaker

Utterance

Four Lions

Omar

Shotgun wedding,” “Jalfrezi,” “death of thousand“
”crocodiles

West is West

Jahangir Khan

no metaphors

The Infidel

Mehmoud Nasir

”poached salmon,” “Hitler“
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Conclusion and Recommendations
The language of the movies illustrates how different linguistic strategies can be
ideologically used for representation of the Pakistani identity. Use of different
components of language is one of the strategies for a writer to construct an identity. The
results transparently showed that the linguistic strategies adopted for the representation
of the Pakistani identity showcased Pakistanis as aggressive, violent, possessive, selfconflicted, prejudiced and racist. It can be said that the study of language components
can help to identify a representation of identity. Therefore, it can be claimed that the
nature of most of the representations seemed to be negative.
The results of the present research indicated that study of the vocabulary gave easy
clues for the representation of the Pakistani identity as compared to grammatical
structures and cohesive features. The vocabulary was easy to identify, categorize and
interpret. As far as the scope of this study is concerned, more research on the written
utterances of movies should be conducted in order to expand the literature review for
upcoming researchers in this area. Lastly, it is recommended that future researchers
work on Pakistani identity in a variety of discourses in order to further develop a
platform where representation of the Pakistani identity in different discourses can be
compared and contrasted.
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Chapter 13
Possible Developmental Patterns of Language
Learning Strategies among Young Learners
Sanja Vičević Ivanović
Greenfield International School, United Arab Emirates

Abstract
This study examines the development of language learning strategy use among young
learners of French and German throughout one academic year. The research included
21 participants aged between 5 and 7 years. The data was collected in two rounds
through a structured interview which consisted of questions asking the participants
how they would help toys to learn certain foreign language words and structures.
The analysis of the interviews revealed that memory strategies are the first language
learning strategies to develop followed by the development of informal and/or analyzing
strategies. Formal and social strategies develop later accompanying other language
learning strategies. Metacognitive strategies are the last language learning strategies
to develop. Results shed light on young learners’ language behavior focusing on
learning by repetition within memory strategies being the preferred language learning
strategy. Drawing conclusions from the data analysis revealed that metacognitive
strategies should be reinforced among young language learners.

Introduction
This paper aims to shed light on language learning strategy (LLS) use among young
learners (YLs) from a Croatian perspective with special regard to their possible
developmental patterns. A brief overview of the field is provided, focusing on
exploring the definition of LLSs as well as relevant research on LLSs among YLs.
This is followed by empirical research based on a qualitative analysis of the data. In
the conclusion, LLS development is considered in view of the teaching practice and the
challenges that could be encountered in future studies.
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Defining Language Learning Strategies
There have been a lot of attempts to define the notion of LLSs, starting from Rubin (1975)
who describes them from the good learner perspective as “techniques or devices” (p.
43). At the peak of research interest for LLSs, O’Malley and Chamot (1990, p.1) refer
to them as “special thoughts or behaviors” which is in line with Anderson’s (1983, p. ix,
p. 34) adaptive control of thought theory, while Oxford (1990, p. 8) delineates them as
“specific actions” without anchoring her view in any theoretical model. Later attempts,
embedded primarily in cognitivist theory, did not lead to a better understanding of this
notion, as for example Harris and Grenfell (2004, p. 120), who label LLSs as “skills,
tactics and approaches,” and Griffiths (2008), who refers to LLSs as “activities” (p. 87).
Therefore, Dörnyei (2005), building on educational psychology, shifts attention
from traditional cognitivist understanding of LLS to “self-regulation of academic
learning” defined as “multidimensional construct, including cognitive, metacognitive,
motivational, behavioral, and environmental processes” (p. 191). Following the new
agenda, Oxford (2017, p. 12) in her Strategic Self-Regulation (S2R) Model of L2
learning refers to “self-regulated L2 learning strategies” as “deliberate, goal-directed
attempts to manage and control efforts to learn the L2.” However, opening new venues,
by elaborating on LLSs as self-regulation of academic learning (Dörnyei & Ryan,
2015, p. 163), did not clarify notional fuzziness.
For this reason, researchers studying LLSs started to show interest in complex
dynamic systems theory moving away from the traditional cognitivist approach and
self-regulation, as for example Pawlak & Oxford (2018, p. 528), who highlight that
“dynamism of LLS surely can be approached from the perspective of complex dynamic
systems.” In line with this, “new doors are opening for more holistic research methods
based on context and complexity” (Oxford, 2017, p. 129).
In conclusion, theoretical background of LLSs is obviously “highly complex,
dynamic, and eclectic, drawing inclusively on insights from many different theoretical
traditions” (Griffiths, 2019, p. 3). Aware of the fact that LLSs are being elaborated
within different theories, in this paper we subscribe to Griffiths and Cansiz's (2015,
p. 476) understanding of LLS as “actions chosen (...) for the purpose of learning or
regulating the learning of language.” This definition gives us freedom to explore
complex relationship between cognitive, social, metacognitive and affective domains
involved in learning or regulating learning. Such a definition allows us to take into
account insights from different theoretical approaches, such as cognitivist theory and
sociocultural theory, as well as complexity theory, in an attempt to understand better
the elusive concept of LLSs.
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Research on Language Learning Strategies among Young Learners
Although LLS research among YLs started with Wong Fillmore (1976) four decades ago,
only at the end of the 20th century did Ellis (1991) and Williams (1991) begin to write
about LLSs in early language learning. At the beginning of the 21st century, according
to Nikolov (2002, p. 129), empirical research of LLSs among YLs is “a relatively new
area of inquiry,” which is still scarcely researched (Kirsch, 2012, p. 379; Hrozková,
2015, p. 74; Gürsoy & Eken, 2018, p. 45). Studies were mostly focused on identifying
and describing LLSs used by YLs (Nikolov, 1999; 2002; Mihaljević Djigunović, 2001;
Kirsch, 2012; Chen, 2014; Platsidou & Sipitanou, 2015; Lütze-Miculinić & Vičević
Ivanović, 2018). There have been attempts to compare the LLS use among different
age groups (Tragant & Victori, 2003; 2006), including different language proficiency
levels (Gu, Hu, & Zhang, 2005). The most important results showed moderate use of
LLSs among YLs (Gürsoy & Eken, 2018, p. 50), preference for memory strategies
(Nikolov, 1999, p. 229; 2002, p. 135; Chen, 2014, p. 147), and improvement in LLS
use as language proficiency level gets higher (Tragant & Victori, 2003, p. 197; 2006, p.
222), even regardless of age (Platsidou & Sipitanou, 2015, p. 92).
Some results are surprisingly contradictory considering the fact they come from the
similar early language learning context. For example, Mihaljević Djigunović (2001,
p. 68) indicated formal strategies and TPR strategies as the most frequent and social
strategies as the least frequent among Croatian YLs, while Ćirković-Miladinović
(2017, p. 70) pointed out that social strategies and memory strategies are the most
frequent, and metacognitive the least frequent among Serbian YLs. Furthermore, it is
interesting that according to Mihaljević Djigunović (2001, p. 66), YLs can be aware of
the learning activities they are exposed to in the classroom. On the other hand, Kirsch
(2012, p. 392) compared the language learning activities and LLSs, and indicated that
LLSs do not always reflect school activities.
Considering the results of previous studies, LLS use among YLs is obviously
determined by many factors such as age, context, and language proficiency level. In
order to better understand LLS use at this age, we believe it is worth shedding light on
possible developmental patterns of LLSs as well. Therefore, the focus of this research
will be on finding patterns in LLS use among YLs from Croatia.

Methodology
Research Aim
The aim of this research is to identify LLSs among YLs and to describe patterns in
their use.
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Sample
The sample in this research consisted of 21 participants from Croatia aged between 5
and 7 years. Participants were categorized into two groups. One group consisted of 9
participants learning German in kindergarten where part of the content was delivered in
German; the other included 12 French learners in an intensive French-learning preschool
program that they attended for four hours daily. There were 12 girls and 9 boys. We would
like to highlight that these participants were extracted from larger sample of participants
included in research conducted for a doctoral thesis (Vičević Ivanović, 2017).
Instrument
Data was collected through the structured interview based on the instrument used by
Mihaljević Djigunović (2001). It consisted of the following questions:
·
·
·
·
·
·

How would you help a dog to learn the word trois/drei?
How would you help a cat to learn the word bleu/blau?
How would you help a parrot to learn to say Je m'appelle Ara./Ich heiße Ara.?
How would you help a kangaroo to learn the word la main/die Hand?
How would you help a panda to learn the word le blouson/die Jacke?
How would you help an elephant to learn the word la pomme/der Apfel?

Data Collection
Structured interviews were carried out twice, at the beginning and at the end of the
academic year. Before starting with six questions from the structured interview,
participants were introduced to the procedure with the help of two questions: How
would you help Dora/Spiderman to learn to say Bonne journée/Guten Tag? Each
question was repeated two times and answering was reinforced by verbal and nonverbal encouragement in order to motivate participants to report as many as possible
LLSs. Interviews were carried out in Croatian. Each participant was interviewed for
approximately 10 minutes, and every interview was recorded with a camera. Interviews
were then transcribed in order to extract and to count the reported strategies. Research
was carried out in line with ethical guidelines from the Ethical Codex of Pediatrical
Research (Ajduković & Kolesarić, 2003).

Results
Classifying Language Learning Strategies
After identifying the LLSs in the transcribed interviews, LLSs were extracted and
classified in six groups: memory strategies (Example 1), informal strategies (Example
2), analyzing strategies (Example 3), formal strategies (Example 4), social strategies
(Example 5), and metacognitive strategies (Example 6).
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Transcription codes:
I = interviewer
I1, 2… = coded interviewee
bold = emphasized speech
Example 1. Memory strategy
I
And now, let’s have a look. How would you help the kitty to learn to say blau?
I17 Mmm… she should practice every day.
I
She should practice every day. Aaaa, and what does that mean to practice every
day?
I17 Mmmm, that… she repeats after the others and… that she tries to say it by
herself.
Example 2. Informal strategy
I
Aaa… well done! And how would you help the elephant to learn to say la
pomme?
I31 (interviewee is silent for a second) Mmm, that he… (interviewee is silent for
a second)… that he takes it from the tree and then he looks at it, and then he
says la pomme.
Example 3. Analyzing strategy
I
Mhm. And how would you help the little elephant to learn to say der Apfel?
I13 When I say Apfel, he would say apple in German.
Example 4. Formal strategy
I
And what else could you do to help the kangaroo to learn to say la main?
I35 Well, I would write it down on the board.
Example 5. Social strategy
I
To the French pandas to go, to go. And what else could you do to help the
panda to learn to say le blouson?
I34 (interviewee is silent for a second) Well to ask some panda how to say le
blouson.
I
And he would have to ask how, a panda that knows French?
I34 (nods affirmatively)
Example 6. Metacognitive strategy
I
And he would repeat again die Jacke? (interviewer sneezes) And what else
could you do to help the panda to learn to say die Jacke?
I19 He needs to eat a lot to be successful.
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As shown in Example 1, memory strategies are focused on repetition. Participants
reported autonomous repetition and model repetition as well as simple listening to
the interlocutor. We find one of the most interesting examples in this group singling
out and repeating certain sounds. Informal strategies (Example 2) are related to the
learning a language in informal settings, typical for first language acquisition, such as
showing the object, showing and naming the object, use in language context, physically
manipulating what a word means, learning through participation in games, as well as
learning through rhyme in rhymes and chants, and exposure to the media. Example
3 represents an analysing strategy which refers to translation. Formal strategies, as
shown in Example 4, include activities typical for school settings such as writing,
reading, drawing, and spelling. Social strategies (Example 5) consists of learning with
a linguistically more competent model which could be a friend, a caretaker, a family
member or simply someone. We would like to highlight establishing contact with
a native speaker as one of the most interesting LLSs in this group. Example 6 is a
metacognitive strategy showing the importance of mental and physical preparation for
learning. Along with this strategy, participants reported error correction and assessment.
Describing Developmental Patterns of Language Learning Strategies
Pattern 1 - Memory strategies are first to emerge
As already identified, memory strategies refer to autonomous repetition, model
repetition, listening to the interlocutor as well as singling out and repeating certain
sounds. They are reported in both data collections by almost all the participants. Namely,
in data collection 1, 17 participants (out of 21) reported memory strategies, and in data
collection 2, 19 participants (out of 21) mentioned them. When compared to the other
LLSs, memory strategies are predominantly reported throughout both data collections.
Based on these results there is a strong tendency towards memory strategies in our
sample consisting of 5- to 7-year-old YLs which is in line with other researchers such as
Nikolov (1999, p. 228; 2002, p. 135) and Chen (2014, p. 147). This might be explained
by the fact that the YLs have a limited capacity for processing information, and for that
reason they might be mostly focused on memory strategies (Vasta, Haith & Miller, 2005,
p. 312). Since memory strategies are reported by a predominant number of participants
across both data collections, they are most probably the first LLSs to develop among
YLs. Therefore, memory strategies emerge as the first pattern in LLS use.
Pattern 2 - Informal, and/or analyzing strategies are accompanying memory strategies
Informal strategies in this research refer to showing the object, showing and naming
the object, use in language context, physically manipulating what a word means,
learning through participation in games as well as learning through rhyme in rhymes
and chants, and exposure to the media. Analyzing strategies, on the other hand, refer to
translation. Both groups were identified by 8 participants (out of 21) in data collection
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1. Informal strategies were identified by 13 participants (out of 21) in data collection
2, while analyzing strategies were identified by 10 participants (out of 21) in data
collection 2. When compared to memory strategies, informal and analyzing strategies
are reported by fewer participants in the first and second data collections, but show an
increase in number of participants reporting them in the second data collection.
Informal strategies resemble acquiring first language in natural settings. Importance of
the first language is highlighted by the fact that children from a Croatian context tend
to learn a foreign language (FL) by opposing it to the language they already speak.
Comparing the number of participants who reported informal and analyzing strategies
to the number of participants who reported memory strategies, it seems informal and
analyzing strategies develop after memory strategies.
Furthermore, we noticed that informal strategies come in combination with memory
strategies, reported in this combination by 4 participants (out of 8 participants who
reported informal strategies) in data collection 1, and by 11 participants (out of 13
participants who reported informal strategies) in data collection 2. Analyzing strategies
come in combination with memory strategies as well, reported in this combination by 5
participants (out of 8 participants who reported analyzing strategies) in data collection
1, and by 8 participants (out of 10 participants who reported analyzing strategies) in data
collection 2. Therefore, it seems, not just that informal and/or analyzing strategies are
developed after memory strategies, but also that they are accompanying them. Based
on these results, memory strategies, as first developmental pattern of LLS use, are
followed by informal strategies and/or analyzing strategies, as second developmental
pattern of LLS use.
Pattern 3 - Formal and social strategies are accompanying 2 or 3 other language
learning strategies
As previously noted, formal strategies include writing, reading, spelling, and drawing.
Formal strategies are reported by 8 participants (out of 21) in both data collections.
Interestingly, they are reported by the same number of participants as with informal
and analyzing strategies in the first data collection. However, comparing the number
of participants reporting formal strategies to the number of participants reporting
informal and analyzing strategies, we notice less decrease in the number of participants
reporting them in the second data collection. Although we might say development
of memory strategies, informal and/or analyzing strategies is followed by formal
strategies, we would like to highlight an important point. Since formal strategies are
typically used in a school context, we believe that the exposure to school activities like
writing, reading, spelling, and drawing could be related to their use. This is in line with
Mihaljević Djigunović (2001, p. 66) who suggests that the teaching process forms LLS
use among YLs. Therefore, development of formal strategies is most probably related
to the exposure to these activites.
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On a different note, social strategies, such as learning with a friend, a caretaker, a
family member or simply someone, and establishing contact with a native speaker,
were reported by 4 participants (out of 21) in the first data collection and by 6
participants (out of 21) in data collection 2. Compared to memory strategies, informal
strategies, analyzing strategies, and formal strategies, social strategies are reported by
fewer participants in both data collections. It is interesting that learning with a more
competent language model is reported just by some participants, especially having in
mind that Ćirković-Miladinović (2017, p. 70) found out that social strategies, along
with memory strategies, were the most frequent in her research. Based on our findings,
social strategies most probably develop later, after memory strategies, informal
strategies, analyzing strategies, and formal strategies have been already developed,
showing that children from a Croatian context become later aware of the importance of
social context in learning a FL.
Last but not least, we would like to highlight that formal and social strategies are
predominately reported together with two or three other LLSs. In both data collections,
6 participants (out of 8 participants who reported formal strategies) reported formal
strategies in combination with two or three other LLSs. On the other hand, in both
data collections, 4 participants (out of 4 participants who reported social strategies in
first data collection and 6 participants who reported social strategies in second data
collection) reported social strategies in combination with two or three other LLSs.
Therefore, it is probable that formal and social strategies develop later, and they are
accompanying other LLSs.
Pattern 4 - Metacognitive strategies need to be developed
Based on the results related to metacognitive strategies, reported by 2 participants (out
of 21) in the first data collection and by 1 participant (out of 21) in the second data
collection, participants are aware of mental and physical preparation for learning, error
correction, and assessment, but do not prefer to use them. It seems that these LLSs are
the last to develop. These findings, however, do not allow further discussion.

Conclusions, Pedagogical Implications and Future Study
Having in mind the limitations of this research, first of all the small sample and no
triangulation of data, there are some conclusions we would like to point out, and
suggestions for further research. Firstly, we would like to highlight that memory
strategies (autonomous repetition, model repetition, listening to the interlocutor, as
well as singling out and repeating certain sounds) possibly represent starting points for
development of LLSs. This makes learning after a model one of the most important
approaches when it comes to FL teaching to YLs.
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Secondly, it seems that the development of memory strategies is followed by the
development of informal (showing the object, showing and naming the object, use
in language context, physically manipulating what a word means, learning through
participation in games as well as learning through rhyme in rhymes and chantes,
and exposure to the media) and/or analyzing strategies (translation). For that reason,
we believe that FL learning among YLs is determined by processes typical for first
language acquisition. Therefore, a teacher needs to make them an integral part of the
teaching process with YLs. Furthermore, FL learning is possibly related to a child’s
need to compare first with the FL, and hence a contrastive approach plays a very
important role when teaching YLs.
Thirdly, formal strategies (learning through writing and drawing words, reading a
picture book, and spelling) might be closely related to exposure to activities typical
for school settings. Therefore, we believe that the development of formal strategies
is formed primarily by the teaching process. Formal strategies and social strategies
(learning with a friend, a caretaker, a family member or simply someone, and
establishing contact with a native speaker) are reported mostly with 2 or 3 other LLSs.
Therefore, it is possible they develop after memory strategies, informal, and analyzing
strategies, showing that Croatian YLs slowly develop an awareness of the importance
of social context, a linguistically more competent model, for learning a FL.
Fourthly, there are just a few mentioned metacognitive strategies (mental and physical
preparation for learning, error correction, and assessment). Presence of metacognitive
strategies shows that YLs become more effective thinkers as they grow up (Berk, 2006,
p. 220), able to move away from concrete towards abstract thinking, but they need
support in this regard.
Last, but not least, the use of different LLSs reveals YLs’ awareness of a range of
possible LLSs to learn a FL. In order to develop further the use of memory strategies,
informal strategies, analyzing strategies, formal strategies, and social strategies among
YLs, LLSs should be an integral part of teaching FL to YLs from the very beginning.
Especially, metacognitive strategies should be reinforced in early language learning
and be considered as the final step in the development of LLSs among YLs.
Further research is needed in order to generalize findings regarding the classification
of LLSs among YLs; for example, in this sample there were no affective strategies
reported. In addition, results and findings regarding social strategies are contradictory
comparing to the other studies, and we need more evidence to draw conclusions.
Finally, possible developmental patterns described in this paper need to be confirmed
by a larger sample and through triangulation of data.
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Chapter 14
CLIL in the English Language Curriculum: A Case
Study of EFL Perceptions in Lebanon
Rula J. Yazigy
Lebanese University, Lebanon

Abstract
The Content and Language Integrated Learning (CLIL) method aims at teaching
subjects such as science, history, geography and art to students through a foreign
language. The Lebanese curriculum adopts the Thematic Approach in the teaching
of English as a foreign language (EFL) and states that the learners learn contentrelated information while acquiring English language skills. However, in some schools
this principle is not applied: the CLIL lessons already found in the EFL textbooks
are not used. This paper aims at exploring (a) the principles and implementation of
CLIL, and (b) the perception of EFL educators in Lebanon about its promotion of
content, cognitive and communicative skills, and culture awareness. A questionnaire
was administered to 55 EFL educators among whom were teachers, PhD candidates
and university professors. In general, the responses were positive towards the use of
CLIL in the EFL curriculum. It is recommended that awareness be raised about the
benefits of implementing CLIL.

Introduction
Throughout the development of the field of English language teaching, numerous
methodologies and techniques have been developed aiming to improve the learning
process. The Content and Language Integrated Learning (CLIL) method of teaching
emerged with a new look at the learning process. It refers to any learning activity, project,
module, topic, or theme that integrates subject and language to teach and learn new
content. Though CLIL is not part of the current English curriculum in Lebanon, there
are a few schools that have introduced it as part of the English textbooks adopted. This
study aims at finding out English as a foreign language (EFL) educators’ perceptions
of the principles and implementation of CLIL: content, cognition, communication and
culture (i.e., the 4Cs).
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Literature Review
CLIL models and curriculum
CLIL is the general umbrella term for a number of curricular models implemented in
a language classroom at any level. Some of the CLIL models are not really different
from what is known as English as a foreign language teaching and English language
teaching (EFL/ELT). Coyle, Hood, and Marsh (2010) present the CLIL Matrix
which, based on Cummins (1984), looks at the intersection of linguistic and cognitive
demands on two axes: low to high cognitive demands, and low to high linguistic
demands. The authors suggested lessons starting with different mind maps for each
of the 4Cs, and they used the language triptych (i.e., language of, for, and through
learning) as a tool for specifying the language goals of the lesson, and the use of the
CLIL matrix to monitor classroom processes. They suggested classroom activities that
would foster the learning of language and content while focusing on processing input
and on stimulating output. The materials may vary from using a text with a prompt
question for each paragraph and with key words in bold, to using substitution tables
that serve as a stimulus for thinking rather than random or automatic formation of
grammatically correct sentences, to scaffolding both in terms of raising thinking levels
during discussion and in terms of language.
The rationale for developing the CLIL curriculum includes four specific dimensions
that form a conceptual framework. These are:
·
·
·
·

Content, integrating content across the curriculum via efficient language
interaction;
Cognition, engaging learners through higher order thinking and knowledge
processing;
Communication, using language to learn and facilitate ideas and values; and,
Culture, interpreting and understanding the significance of content and language
and their contribution to identity and citizenship (Coyle, 2005; Coyle, Holmes,
King, 2009; Coyle, et al., 2010).

The theoretical concept of CLIL is based on flexible content. The connection between
the content and language is important, and they should be equal. Their integration is
clear in the four dimensions mentioned above, known as the 4Cs Framework. Reactive
and proactive reasons have been identified to promote CLIL. The former exists where
the language of education is different from the first language of the students, and this
is applicable in some Lebanese schools, namely the private sector. The latter exists
in immersion education where the target language (TL) exposure increases without
a higher demand on curriculum time. Parts of the curriculum are delivered through a
second or foreign language as part of notion building with multilingual goals such as
in Europe and Canada (Coyle et al., 2010).
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According to the European Commission (2005), within CLIL, language used at
European schools is used as a medium for learning content which is in turn a resource
for learning languages (J. A. Coleman, 2006). Table 1 presents a concrete example of
how the target language, English, is used in science and geography.
Table 1:
The Topic “The world of Animals” across English, Science, and Geography in CLIL
(Years 1 or 2)
Curricular
contents for

Content and
Language
Objectives

English

Science

Vocabulary: know
Know the names of
the names of
selected animals and
selected animals and
categorise them into
be able to categorise
farm, wild, forest,
them into farm, wild,
and pets
forest, and pets

Geography

Locate animals on
map of Europe and
own country

(Instituto Politécnico de Castelo Branco 2016, 2018)
Teachers can implement CLIL in the classroom through various techniques
(Dumonteil, 2019; Montalto, Walter, Theodorou, & Chrysanthou, 2014; Genesee
& Hamayan, 2016). First, the English teacher collaborates with a subject teacher to
identify similarities between subjects and to make these links explicit to their students.
Students learn the subject – literature, mathematics, or physical education – in another
language, for example, in English. The aim is to cover the basics and help students to
acquire vocabulary words related to the subject matter. Second, the teacher encourages
students’ collaborative work and the acquisition of multidisciplinary, task-based skills
through presentations, role-plays, and experiments. Students are motivated to complete
the task, be aware of their abilities, and develop oral and practical skills to succeed in the
classroom. Third, the teachers do not interrupt the students during the activities; they
give feedback at the right time. The goal is to boost students’ ability to communicate
while focusing on learning subject lessons, rather than focusing on accuracy when
students speak or write. Another technique is to have students use the language: write
an article, participate in a debate, create a web page or a radio broadcast. Authentic
materials are to be used to introduce grammar. Finally, teachers evaluate and reflect on
their teaching. They can also respond to parents’ concerns and inform them about their
children’s school progress, achievement, and overall learning in the CLIL program.
Advantages of CLIL
CLIL has become quite popular because of its merits. CLIL offers a holistic and
reflective way of thinking about the learner and learning processes, lessons and lesson
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planning. CLIL promotes critical thinking and collaboration skills. Students learn the
language by learning about other subjects in that language and cooperating with their
peers. This allows students to learn a wide range of subjects, develop their knowledge
of different cultures, and learn either language naturally; in an example related to this
research study in Lebanon, native speakers of Arabic learned subjects such as history,
mathematics, or art in English or French (Dumonteil, 2019).
The CLIL curriculum balances bilingual education and language learning. Repeated
exposure helps students to assimilate the language while learning content that will
greatly expand their horizons and promote curiosity (Dumonteil, 2019). CLIL promotes
positive attitudes towards language learning. Students are encouraged to keep talking
and learning in the language, which makes them feel good about their ability to
communicate without being constantly corrected. It aims for fluency, not accuracy
(British Council, 2018). Besides developing learners’ confidence and enhancing their
cognitive and communicative skills, CLIL helps them become more sensitive to ideas
and vocabulary presented in the native language (Cambridge ESOL Information, 2012).
Darn (2009, 2015) sums up the advantages of CLIL in terms of a wider cultural
context, preparation for internationalization, accessing international certification and
enhancing the school profile, improving overall and specific language competence,
preparing for future studies and working life, developing multilingual interests and
attitudes, diversifying methods and forms of classroom teaching and learning, and
increasing learner motivation.

Related research
A number of research studies reported the advantages, only a few of which are cited
here as examples. Martín de Lama (2015) reported Spanish higher education postgraduate students’ positive views of CLIL and their confidence in CLIL to increase
their foreign language acquisition and their nonlinguistic content learning. She
recommended the need for linguistic scaffolding to further promote students’ training
and teachers’ methodological adjustments. Papaja (2013) interviewed teachers of
different subjects who stated that content was not affected by the use of the foreign
language, but that it required more effort and time both on the part of the teacher and
the learner. They expressed a need to create more bilingual classes in the school as
English was not enough in today’s world. L. Coleman (2006) concluded that CLIL led
bilingual secondary school learners to be inherently more motivated, independent of
their program of study, more proficient in English, not to mention that they were not
negatively affected in language proficiency nor in subject knowledge.
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Limitations of CLIL
Despite the advantages of CLIL, there exist some issues to be considered in its
implementation. McDouglad (2016) identified the following hindering factors: subject
teachers’ opposition to language teaching, experimental CLIL programs, SLA skills
needed by subject content teachers, and lack of CLIL teacher training programs. Besides
these, one may add the idiosyncrasy of the educational context or environment, the
malleability of school timetables, the existence of qualified and trained educators, and
the expenses of CLIL programs. These challenges need to be resolved in any context
that considers CLIL to be appropriate and needed in the curriculum.
The EFL Lebanese curriculum
This study took place in Lebanon. The first language is Arabic. English and French
are foreign languages that have a strong value in the educational system. They are
taught as early as the kindergarten level, and one of them is the medium of instruction
in mathematics and sciences in all private schools and few public schools. The
principles and guidelines for the current curricula in Lebanon are the product of the
1994 plan for educational reform and the 1995 framework for education. In foreign
language education, there was emphasis on having proficient learners in at least one
foreign language in order to promote openness to and interaction with other cultures.
Furthermore, the principle of teaching two foreign languages, English and French, was
established, the first starting at the beginning of schooling, and the second starting in
the seventh grade (Centre for Educational Research and Development, 2018).
The Lebanese curriculum adopts the thematic based approach. The following quotation
seems to include the definition and principles of CLIL instruction as presented earlier:
The new English curriculum has been developed around the principle of
integrating language and content in the English as a Foreign Language
classroom… A basic premise here is that integrating language and content
is effective in improving the linguistic and content area gains. (Centre for
Educational Research and Development, 1997, p. 26)
One of the features stated in the Lebanese curriculum is that
students following this curriculum will learn content-related information
while acquiring English language skills in listening, speaking, reading, and
writing. The emphasis on teaching English for academic purposes entails the
development of thinking skills. It is for this reason that the new curriculum, in
addition to promoting the development of traditional skills, has also emphasized
the development of thinking skills. (Centre for Educational Research and
Development, 2018, p. 2)
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The Study
Statement of the problem
Even with such guidelines from the Lebanese curriculum, there have been few attempts
to implement CLIL in a limited number of schools in Lebanon due to many variables,
mainly the lack of national guidance in this aspect, which left school coordinators and
teachers with the need to face the difficulties of constructing a curriculum that would
implement the integration of language and content in the EFL classroom. A feature
in implementing this integration in schools is their adoption of EFL textbooks that
incorporate one CLIL lesson in each unit. However, the implementation of these lessons
was observed to focus on language instruction and not the subject itself. Reading of
the texts (in most cases reading aloud, explanation of vocabulary, and highlighting
grammar points received teachers’ focus.
Rationale and purpose of the study
The various views about the success of CLIL and the specific context of the educational
system in Lebanon necessitated the examination of its use in the schools. The research
question in this study is whether EFL specialists or educators in the Lebanese context
have a positive attitude towards CLIL as a curriculum.
The occasionally observed lack of implementing the principle of the Lebanese
curriculum and the misapplication of the CLIL lessons necessitated the examination
of EFL educators’ awareness of CLIL. This research intends to find out the Lebanese
English educators’ beliefs about its efficacy in teaching English and other subjects.
Thus, this study attempts to answer the following research question: What are EFL
educators’ perceptions of the principles of CLIL?
Participants
Convenience sampling is used in this study. Participants were selected based on
availability and willingness to take part. The total number of respondents was 55: 15
Lebanese University (LU) professors, 12 PhD candidates at LU, and 28 EFL teachers
in five private sector schools. Some respondents taught more than one level. Table 2
presents participants’ biographical data.
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Table 2:
Respondents’ Biographical Data
General Information

Teaching Level

Degree

Years of teaching experience
Do you attend workshops and
seminars?
If yes, are they sponsored by
the school?
Are you familiar with Content
and Language Integrated
Learning (CLIL)?

Answers

Number

KG
Elementary
Intermediate
Secondary
College / University
High School - Baccalaureate
BA: current / earned
MA: current / earned
PhD: current / earned
Vary from 4 years to 22 years
YES
NO
YES
NO
YES
NO

2
6
13
18
19
17
11
27

49
6
4 (sometimes)
45
43
12

Research instrument
This research is a case study which is commonly used in social sciences. It investigates
the perception of Lebanese educational educators of CLIL. The data was collected via a
questionnaire and described statistically by the presentation of numbers and percentages
of responses on a 5-point scale. The first part of the questionnaire included questions
about the respondents (Table 2). The second part presented a brief description of CLIL
curriculum including the four specific dimensions that form a conceptual framework
(the 4Cs). The third part included items on the four dimensions of the CLIL curriculum
adapted from Hawkes (2014). Added to the items was a five-point Likert scale ranging
from 5 (strongly agree) to 1 (strongly disagree). Samples of CLIL lessons taken from
different EFL textbooks were attached to the questionnaire as a sample in case the
respondents were not familiar with them.
The questionnaire was distributed in person to the three groups of educators in various
settings the researcher was involved in. The aim of the research, besides being included
on the actual questionnaire, was explained verbally as a means for research to lessen
any attempt to please the researcher. Some did not respond to the questionnaire because
“CLIL was not familiar to them” even though the attached sample attempted to help
respondents become familiar with it.
183

Proceedings of the 2nd Applied Linguistics and Language Teaching (ALLT) Conference

Findings
The findings from the questionnaire are presented according to their responses on the
four dimensions of CLIL in Tables 3, 4, 5, and 6. The data is presented according to the
number of responses (N) and percentages (%).
All respondents ranked the items on the content principle (Table 3) on the highest 2 levels
of the Likert scale (4 and 5). The second item received the highest number of positive
responses which indicate the educators’ awareness that CLIL supports the integration of
language into the broader curriculum. Second came the item that promotes CLIL as a
learning context which relates to the learners’ needs and thus their future life. However,
when the last item mentioned the involvement of first and second language learning,
the number of respondents who reacted positively was the lowest. This may be due to
the fact that the use of the first language, Arabic in this case, is not seen as necessary in
CLIL. This is related to the fact that the use of foreign languages (English or French) in
some schools in Lebanon is dominant as the medium of instruction.
Table 3:
Responses on Content Items
Items on the Content Principle

4

5

N

%

N %

CLIL provides learning contexts which are relevant to the
needs and interests of learners

39

71

15

27

CLIL supports the integration of language into the
broader curriculum

45

82

10

18

CLIL can be explicitly linked to literacy, forming conceptual
and linguistic bridges across the curriculum. This should
involve first and second language learning and EAL*

37

67

18

33

* English as an Additional Language: English taught to all people whose first language
is not English (Macmillan Dictionary, 2019)
As to the cognition principle of CLIL, there were few responses on the neutral rank
(3) which was not the case in the content principle (Table 4). Two respondents out
of the 55 expressed a neutral perception about CLIL’s role in fostering language
communication skills on the one hand and knowledge construction and cognition
on the other. However, the responses on the 4 and 5 ranks on the Likert scale were
high: 96%. This means that most respondents believed in CLIL’s promotion of learner
progression in language skills and knowledge construction, and it helps the curriculum
to focus on the interconnections between cognition and communication and between
language development and thinking skills.
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Table 4:
Responses on Cognition Items
Items on the Cognition Principle

3

4

5

N

%

N

%

N

%

CLIL promotes learner progression in both
language skills and knowledge construction

2

4

45

82

8

15

CLIL helps to redefine the curriculum,
sharpening the focus on the interconnections
between cognition and communication – between
language development and thinking skills

2

4

53

78

10

18

In the communication principle of CLIL (Table 5), similar to the responses on the
cognition principle, there were few neutral (3) responses. The highest percentage of
responses highlighted that CLIL promotes learning in authentic situations: “here and
now,” “direct opportunities,” and “face to face.”
Table 5:
Responses on Communication Items
Items on the Communication Principle

3

4
N %

N

5

%

N

%

CLIL involves using language in the here and
now to construct new knowledge and skills

1

2

35

64

24

44

CLIL offers direct opportunities to learn through
language and to make meanings that matter

2

4

39

71

14

25

CLIL offers genuine opportunities to interact
face to face and through the use of new
technologies, e.g., Internet, video-conferencing,
international projects

1

2

37

67

17

31

The Culture principle (Table 6) received few responses on the disagree side (1 and 2
on the Likert scale) which was not the case for the other three CLIL principles. Few
respondents did not perceive that CLIL guides learners to bring diverse language and
cultural experiences. They felt that it is not a means to explore the relation between
language and cultural identity. It does not involve context and content that would
enhance the learners’ understanding of their culture and those of others, nor does it
strengthen intercultural understanding or promote global citizenship. However, the
highest percentage is still highest on the “agree” side on all three culture items.
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Table 6:
Percentage of Responses on Culture Items
Items on the Culture Principle
CLIL is particularly relevant in
classrooms where learners bring
diverse language and cultural
experience
CLIL is an appropriate vehicle
for exploring the links between
language and cultural identity,
examining behaviours, attitudes
and values
CLIL involves contexts and
content which enrich the
learners’ understanding of their
own culture and those of others
CLIL strengthens intercultural
understanding and promotes
global citizenship

N

1

%

N

1

2

-

2

%

N

2

4

-

2

2

4

2

4

3

%

N

2

4

4

3

2

4

2

4

4

5

%

N

%

-

-

34

62

6

17

31

33

60

-

-

41

75

10

18

1

2

37

67

12

22

Discussion
For the research question, “What are EFL educators’ perceptions of the principles
of CLIL?”, the responses demonstrated a positive perception of CLIL in general.
Respondents showed awareness that CLIL relates to the curriculum as well as the
future life of the learners, fosters communication and cognition skills, involves real
life situations in the learning process, and supports attitudinal and cultural aspects of
learning. However, the strongest perceptions among the respondents were on the first
principle (content), and the lowest perceptions were on culture. This reflects the clear
awareness of educators that CLIL links English to content subjects closely. As to the
two principles of cognition and communication, EFL teachers had a positive view that
CLIL promotes learners’ cognitive and communicative skills.
However, there was a slight negative perception of CLIL regarding the culture principle
in addition to the positive perception. This does not conform to part of the fourth
principle of culture in the conceptual framework stated in the review of literature
above, that is, that culture involves interpreting and understanding the significance of
content and language and their contribution to identity and citizenship (Coyle, 2005;
Coyle, Holmes, & King, 2009; Coyle et al., 2010). The fact that the cultural aspect was
questioned by a few teachers may be explained by the lack of knowledge about this
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principle: that CLIL does in fact develop cultural understanding. Another reason may
be the attempt to preserve ethnocentrism among the learners which was evident among
EFL learners in an earlier social and psychological study in learning English among
Lebanese learners (Yazigy, 1994).
In response to an open-ended question at the end of the questionnaire (Would you like
to add any note?), a relatively high number of teachers expressed that they would like
their schools to adopt textbooks with a CLIL component; others stated that they had
experienced the success of CLIL in promoting more interest among students who saw
relevance to other subjects and in providing real examples of life outside the classroom.
It is worth noting that out of the 89% of respondents who attended seminars, 78%
stated that they were familiar with CLIL. Moreover, 82% of respondents stated they
sponsored their own attendance of seminars. These numbers are urging factors for
educational institutions to be responsible to raise awareness of CLIL as a recent
development in the EFL contexts among their staff.

Limitations
The results of this study could be prone to some bias because of the sample and the
questionnaire. Those who volunteer to take part in a study may be different from those
who choose not to, and the sample may not be representative of other characteristics,
such as age or teaching experience. Moreover, the questionnaire could be constructed
to include different items. Another tool could be added, namely, classroom observation
where CLIL is implemented. Future research should take these points into consideration.

Conclusion
This study aimed to find out EFL specialists’ perceptions of CLIL in Lebanese EFL
settings with the idiosyncrasy of its educational context. The three groups of respondents
expressed positive views about CLIL principles according to the 4Cs and its benefits
when implemented. In the content aspect, the findings supported the promotion of
CLIL in subject matters related to the learners’ needs. In the cognition aspect, CLIL
was reported to promote the learners’ development in learning and thinking processes.
In the communication aspect, CLIL was believed to promote language learning. In the
culture aspect, CLIL was seen to help learners develop intercultural understanding and
global citizenship.
The educators’ responses paralleled the advantages listed by Dumonteil (2019) in that
CLIL offers a holistic and reflective way of thinking about the learner and learning
processes, such as lesson planning and critical thinking and collaboration. They are
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also parallel with the British Council’s study (2018) that CLIL promotes positive
attitudes towards language learning, along with Darn’s (2009, 2015) and Coleman’s
(2006) contentions that CLIL offers a wider cultural context, improves language
competence, and increases learner motivation. Furthermore, the positive perceptions
of the educators are similar to the Spanish post-graduate students in Martín de Lama’s
study (2015).
With English becoming the language used globally for many purposes, one cannot
deny the necessity to raise learners’ proficiency levels. CLIL is an effective means to do
this, equipping learners with tools to acquire and develop cross-disciplinary skills by
using a language other than their first language. CLIL engages learners in motivating
experiences that lead to creating and sharing knowledge. Thus, it is recommended
that CLIL receive support from all stakeholders – governmental and educational
institutions, and educators, as well as EFL learners. This involves teacher training to
raise awareness of its significance in the education process, in addition to training
curriculum and material development and lesson design specialists.
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