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Benvida(Welcome)and Acknowledgements

The organisation of th&irst International Conference on English LanguaBeaching and
Learning (ICELTL1) started last October, 2007, as a sinmmigect at the end of a general
meeting of the SULEC (Santiago University LearnfeEnglish Corpus) research group. We felt
there was a need to hold in our country, and ahigetsity level, an international event to
exchange, discuss and develop ideas on the geoeialof English Language Teaching and
Learning. What we thought it was going to be a snworkshop or seminar gradually became
a full conference with the participation of moreuth200 delegates from all parts of the world
(China, Japan, Singapore, Taiwan, Malaysia, Newladela USA, Canada, Colombia,
Venezuela, Mexico, Saudi Arabia, India, South Adrilran, Tunisia, Uzbekistan and Europe).

In the following three days, papers, workshops padel discussions together with
plenary talks will be presented on the main areB<€ldl, such as teacher training and
development, the teaching of the four skills, tlaching of grammar, the teaching of
vocabulary, testing and evaluation, critical EL®arner autonomy, corpus linguistics, the
teaching of pronunciation, teaching English to ygputearners, cultural studies, new
technologies, approaches and methods, ESP, mateféign and production and second
language acquistion and learning.

We are convinced that the contributions of theigigents will make important progress
in the field and will illuminate our teaching preet and research.

It is great pleasure and privilege to welcome yaumly to our town and our University,
in hopes that you will profit, personally and pregimnally, from the very promising conference
sessions. We also encourage you to find some djraee here and there, to do some
sightseeing: to enjoy our streets and people, oad fand wine and the friendly and lively
atmosphere of Santiago. If you have time, do nasraivisit to the Galician coasts, you will be
impressed by what it is offered.

Organising an event like this requires a lot ofrggeand effort and, although we did our
best to make things work as efficiently as possible apologise in advance for any
inconvenience and last minute changes that mayrdmuped, which will be partly justified by
the participation of a hight number of delegates.

The organisation of this academic meeting would mte been possible without the
cooperation, help and advice of a number of indigld and institutions. Among the former, we
wish to thank all the members of the SULEC andBEhglish Linguistics Circle (ELC) research
groups, as well as all the referees, who helpeid tise selection and distribution of the papers
that will be delivered at this conference. Manyntktg are also owed to our plenary speakers
(Prof. David Crystal, Prof. Jeremy Harmer, Prof, dmParan, Prof. José Manuel Vez Jeremias
and Prof. Eddie Williams) for having accepted tarshsome of their most recent and innovative
work with us, and to our efficient students andsiasts for their valuable collaboration.

We are also grateful to the Department of Engliggether with the following institutions
and organisations for their generous contribution this conferenceXunta de Galicia
(Conselleria de Educacion e Ordenacién Univeraitapanish Ministry of Technology and
Innovation University of Santiago de CompostéRaculty of Philology and Modern Languages
Centre); Cambridge University PressUniversity of Cambridge ESOL Examinatipns
MACMILLAN English Language Teachindicens VivesPearson-LongmarDeputacion de A
Coruiig Fundacion Galicia-Europa Variation, Linguistic Change and Grammaticalization
research group.

The Organising Committee of ICELTL1
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PLENARIES

Crystal, David
University of Bangor (UK)
[Wednesday 10th; 12:30-13:30; Main Hall]

The Future of Englishes

English is now a global language, but what are the consequenceis oketfound
status for the future development of the language? The talkwsvihe relevant
statistics, the historical reasons for the language’s pressiiton, and the trends which
are already affecting English world-wide.

Harmer, Jeremy
(Freelance) The New School University (New York)
[Friday 12th; 17:15-18:15; Main Hall]

And in the End (The Love You Take...)

All good things, even conferences, have to finish in the end. Theth |mwa certainty.
What is less certain is the best way of finishing. How irtgour really, is the way we
end a lesson, a course, or even a plenary! To attempt t@atiss/ question it may be
worth looking outside teaching to see what take other people have on ®nding
musicians and writers, for example. And what is the relationstiween planning and
endings? Ah, well, if | can find the answer to that, yrjust know how to end this talk.
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Paran, Amos
Institute of Education, University of London (UK)
[Wednesday 10th; 17:15-18:15; Main Hall]

Integrating Critical Thinking Skills into the EFL Classroom

Critical thinking skills have become increasingly importara iglobalised world where
there is quick access to a large variety of informationthis talk | will provide an
overview of the ways in which critical thinking skills have beastegrated into ELF
materials in a variety of contexts, at a variety of leee. lower order skills and higher
order skills), and at a variety of language proficiencieslllend by discussing ways in
which teachers can adapt materials in order to cregpedii®ons of thoughtfulness in
their learners.

Vez Jeremias, José Manuel
Universidad de Santiago de Compostela (Spain)
[Friday 12th; 12:30-13:30; Main Hall]

English Language Education in a Multilingual Europe: Time fora Change?

People working in the applied and theoretical interdisciplina@asof education and
EFL/ESL are often asked questions like the following: “what le tlatest
methodological approach in foreign language teaching?” or “whateisnibst recent
research on such-and-such a problem?” or “what do we know about such-arahsuc
issue?” Questions like these have been answered by schotars different
backgrounds in the fields of linguistics and social sciences, pofiakers and
educators, junior researchers and, above all, undergraduate andteyrstddants in
language education courses. These are questions which were résvaentury, but
times are changing and the European dimension in language educatisshbeed in
new topics addressing the interests of linguists and languafgsgionals.

There seems to be little doubt that most Europeans would not likeetthsir
national language(s) replaced by English and, under these témaysaccept, in an
uncritical manner, this language as the “only lingua franc&eéwise, there are valid
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arguments for believing that the increase in the use of Englisklfdish) among
Europeans does not necessarily signal an equally rapid acaepfavedues hardly any
more deep-rooted than the consumerism brought on by the McDonaldigeitess
(food, music, entertainment, ideas, feelings...).

The impact resulting from its present position as a “secomd!’ nat a “foreign”,
language in Europe is affecting English itself and turning it irkmd of Eurospeak set
adrift. Is it a turn for the better or for the worse? The Eunomgiaension in language
education, it is generally believed, is no longer what it ugedhet Globalisation,
European Union (EU) policies, migrant flows and Global English soenehow,
changing the languages and cultures of European nations. Under the*Nhaitip
people speaking many languages”, Commissioner Leonard Orban dégsgualism
both as the ability to speak the language of others and of othspgak our language.
Promoting multilingualism in different EU policies, such as welf education,
communication and employment, is at the core of his objectiats.is it possible to
develop a holistic language education policy for dealing with liniguistersity which
includes Global English in a multilingual Europe? The answer is. YES

Williams, Eddie
University of Bangor (UK)
[Thursday 11th; 17:15-18:15; Main Hall]

Ideologies of English in the Global Linguascape

Teachers of ESOL justifiably see their primary task asajrieaching the language to
their students, rather than concerning themselves with theribsstof colonisation

associated with the language, or the ideologies that maysoeiated with it. Concerns
have, of course, been voiced on the imperial aspect of Bnigliguage teaching,
notably in Robert Phillipson’s Linguistic Imperialism, with Sure€anagarajah’s

Resisting Linguistic Imperialism in English Language Teachkliegcribing a strategy of
response. While not subscribing to the view that English wia$efi upon the world

through a linguistic conspiracy, this talk holds that a strigthchronic perspective on a
world language such as English offers an inadequate intellectugbgrtive. This

session will accordingly examine the historical penetration anadmgf English on

different areas of the world, and analyse its effects imdeof present day policies,
practices, and attitudes. We conclude by considering what theations, if any, are

for English teachers and learners.

References
Phillipson, R. 1992l inguistic ImperialismOxford: Oxford University Press.

Canagarajah, S. 199Resisting Linguistic Imperialism in English Language Teaching
Oxford: Oxford University Press.
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PANEL DISCUSSIONS

Chair: Palacios Martinez, Ignacio M. (Universidad de Santiago de Compostela
(Spain))

ParticipantsAvila Lopez, Francisco Javier & Pavon Vazquez, Victo(Universidad

de Cérdoba (Spain))

[Friday 12th; 16:00-17:00; Lecture Hall]

Andlisis de la problemética de la produccion oral del ings en Espafa

Son preocupantes los datos que arroja el ultimo Eurobarémetro (63.4) gae indic
gue sélo un 20% de espafioles son capaces de defenderse en ursaciénveormal
en lengua inglesa. Hasta la fecha existe abundante inwé&tigeobre la ensefianza y
aprendizaje de idiomas, pero no existe ningun estudio destinaddguaréas razones
de tal problematica, en parte debido a que los factores queienen pertenecen a
distintos ambitos de conocimiento. Para agravar la sityadénausencia de
investigacion y el desconocimiento en esta materia esténdleva los agentes politicos
a desarrollar iniciativas mas que dudosas para paliar el probterme adelantar la
edad de los aprendices sin controlar la preparacion del pralesdfa esta mesa
redonda se analizaran los factores individuales, educativosjsiilmgs y sociales que
intervienen en el desarrollo de la produccion oral en lengua énglesio lengua
extranjera en Espafia.

Los cuatro ponentes son profesores de las titulaciones de Fildluglesa o
Maestro Lengua Extranjera y han dedicado parte de su vidaipnafea la ensefianza
del inglés en las distintas etapas: primaria, secundarimiyersitaria. También
participan en proyectos de investigacion centrados en eldet@amesa redonda.

Chair:Cal Varela, Mario (Universidad de Santiago de Compostela (Spain))
Participants:Cots, Josep Maria; Crystal, David; Vez Jeremias, José Manuel &
Williams, Eddie (University of Bangor (UK) / Universidad de Lleida (Spain) /
Universidad de Santiago de Compostela (Spain))

[Thursday 11th; 12:30-13:30; Main Hall]

Native versus Non-native EFL Teachers. EFL Teaching Models

The purpose of this panel discussion is to discuss the advantagesauhcdiages of
teaching English as a native or as a non-native teacher and tdecdhe strengths and
weaknesses of different teaching models. In fact, a numbexlefant questions and
issues will be raised and brought to the foreground for discussidnasuthe role of the
teacher, teacher education and training, teacher-centerdeavner-centered teaching,
the role of language pedagogy in ELT, language awareness, dengonadels or
language varieties to follow (British English, American Erglistc.), importance of
context and external factors in language learning, among others.
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W ORKSHOPS

Bafiares Marivela, Elena(ebmarivela@gmail.com)

Colegio Nuestra Sefiora de las Maravillas, Madrid (Spain)

Spoken Language + Large Monolingual Groups = ICTs to the Rege
[Teaching and Learning Technologies I] [Thursday 11th; 15:30; Room 21]

Teaching Speaking Skills in a foreign language context to lamg®olngual groups
implies difficulties which may deter many teachers from ineclgdhem in their syllabi.
However, ITCs can help to focus on individual needs, give propelbéek, motivate
students and make them speak in English. In this workshop, wdoakl at some
activities using computers, MP3s, digital cameras and tidests’ mobile phones in
the EFL classroom to develop speaking skills.

The number of students within a group and the fact of sharing the isexther
tongue are neither likely to change in the foreseeable future mprestion which
depends directly on teachers. Therefore, methodology has to be adapthd t
classroom situation to provide the students with the right mechatosamslerstand and
be understood by native speakers of the target language incogahunicative
situations.

Teaching speaking skills in large monolingual groups can be benéfi@dthe
use of ITCs. No sophisticated tools or pieces of software asededebut the ones
students and teachers work with everyday.

References

Allan, D. 1991. “Tape Journals: Bridging the Gap between Comratioic and
Correction.”ELT Journ&45 (1): 61-66.

Bailey, K. M. 2005.SpeakingNew York: McGrawHill.

Harmer, J. 1991The Practice of English Language Teachihgw Edition. Harlow:
Longman.

Hayes, D. 1997. “Helping Teachers to Cope with Large C$dsE&T Journal51 (2):
106-116.

Lee, L. 2000 “Evaluating Intermediate Spanish Students’ Speakirly 8kiough a
Taped Test: A Pilot StudyHispania83 (1): 127-138.

LoCastro, V. 2001 “Teaching English to Large Classes: Larges€taand Student

Learning.”TESOL Quarterh35 (3): 493-496.
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Capper, Simon(capper@jrchcn.ac.jp)

The Japanese Red Cross Hiroshima College of Nursing (Japan)
Adding Learning Value to Tasks: A Case Study in Nursing Bglish
[ESP Teaching and Learning I] [Wednesday 10th; 10:00; Room 23]

This workshop addresses two aspects of task design and impleorerfastly, how to
create tasks and activities that adequately recycle anfbnee the large amounts of
sub-technical expressions presented to learners in ESP se8swgmndly, following
Crabbe (2003, 2007), we look at ways in which these tasks can beteckpdbia
metacognitive level, enabling learners to obtain greater Yedue the learning process
and greater awareness of their strengths and weaknesses.

After a brief outline of the learning environment of Japanesesing) college
students and the factors that inhibit their language learniagytinkshop demonstrates
some effective tasks for introducing, recycling and remembemgvocabulary. Most
language textbooks for non-native English speaking nursing studentsrities Wy
authors with a background in nursing, rather than ELT, and as saghefitly fail to
provide methodologically effective activities for the recycliagd revision of new
language. Such presentation often involves nothing more sophisticatedthtéa
provision of lengthy mono- or bilingual vocabulary lists. This can prexteemely
challenging for ESP learners, particularly low-proficiency neas who combine
English study with other disciplines. Four activities will destoste how nursing-
related vocabulary (symptoms, illnesses, hospital departraedtbody parts) might be
presented and practiced in a meaningful, contextualized, prodwiveinteractive
manner.

In the second part of the workshop we will expand on the practicataipmhs of
these tasks as a vehicle for increasing (‘adding value tainileg opportunities.
Kumaravadivelu (1994) identified various macrostrategies with whachenhance
classroom-based learning and teaching, foremost among them toeingaximise
learning opportunities’. Crabbe (2003) questioned the perceived wisdom that
quality of learning opportunity is ... well looked after by the prafessand ... by
materials writers and publishers.” claiming that ‘a collect and systematic
commitment to improving practice in any one context is, in (Grabhbexperience,
relatively rare’. In a subsequent paper (2007) he categorizsel lderning opportunities
as related to input, output, interaction, feedback, rehedasgljage understanding and
learning understanding, and offered a framework for modelling leaogmomy
around tasks.

Taking two of the tasks already presented, the workshop will $toewteachers
can follow Crabbe’s framework to add value, particularlythie category of learning
understanding. Informal surveys of college level Japanese tsash&nglish indicate
that they rarely take time to analyse or reflect on thaimnieg. However, by explaining
the underlying processes at work in these tasks, and by subsequentigtimegthe
design of materials with the learners, learning opportunitiasbe incorporated into the
course tasks, enabling learners to maximize their potenti@ughr a deeper
understanding of the learning process.

Comments from students’ feedback will be discussed and a handog bst
number of ways in which short drills and activities can help tgctecvocabulary will
be provided.
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References

Crabbe, D. 2003. “The Quality of Language Learning OpportunitisSOL Quarterly
37: 9-34.

Crabbe, D. 2007. “Learning Opportunities: Adding Learning Value da8k3.” ELT
Journal61 (2):1 17-125.

Kumaravadivelu, B. 1994. “The Postmethod Condition: (E)merging Sieatefgr
Second/Foreign Language TeachinBESOL Quarterl\28: 27-48.

Delgado-Echagtie Sell, Inéédesell@gmail.com)

British Council / MEC Bilingual Project (Spain)

Synthetic Phonics: An Introduction to Literacy and the Acaquisition of Language
(Developing Reading and Writing through other Curricular Areas)

[Teaching English to Young Learners I] [Friday 12th; 10:30; R@8in

How many times, as a teacher, do you wish you had a maglaspedke spelling a
fun, progressive and dependable skill to learn? When | became aivaynthetic
phonics | realised that | was teaching Reception pupils to readrardn the most fun
but effective and efficient way. It just seemed like magjiwe fact that the sounds were
all taught by a combination of visual, auditory and kinaesthetic metkatlg appealed
to me and | loved the child-centered approach of delivering them thsiagy telling: a
technique that | have been using since joining the Bilingual &rége develop my
children’s vocabulary and language structure.

The aim of this session is to provide participants with a graatderstanding of
the fundamentals of Literacy (the development of the 4 skillarmguage) within a
bilingual context.

The session will be very practically based focusing on ideasldssroom use.
The methodological implications will be discussed but the main fedlise to provide
teachers with examples of the activities and participaiitde encouraged to take an
active role in the talk.

The session will be divided into three parts: 1) theory; 2) gamdsctivities and
3) conclusions

References

David, T., Raban, B., Ure, C., Goouch, K. & Jago, M. 20@éking Sense of Early
Literacy. A Practitioner’'s Perspectiv8toke on Trent: Trentham Books.

Cameron, L. 2003Teaching Languages to Young Learnefsth ed.). Cambridge:
Cambridge University Press.

Graham, C. 200&rimary Resource Books for Teachers. Creating Chants and Songs
Oxford: Oxford University Press.

Moon, J. 2000Children Learning EnglishLondon: Macmillan Heinemann.

O’Grady, W. 2005How Children Learn Languagé&€ambridge: Cambridge University
Press.

Strickland, D. & Schickedanz, J. 200dearning about Print in Preschool: Working
with Letters, Words, and Beginning Links with Phonemic Awaremssark,
DE: International Reading Association.
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Gbmez, Diane W.(gomezd@mville.edu)

Manhattanville College (USA)

Differentiated Instruction in the English Language Classroom
[Approaches and Methods IlI] [Thursday 11th; 9:00; Room 21]

The goal of this workshop is to guide teachers to take the philosdbyferentiated
Instruction and apply it in their English language classroomsei@iitiated instruction
is a teacher’s response to learners’ needs guided by thmeeabprinciples: respectful
tasks, flexible grouping and on-going assessment. The teacher ftmentiate the
content, process or product according to the student’s readinassndestyles and
interests through a range of instructional and managemenggsa(@omlinson, 2001).
The philosophy of differentiation instruction is based on several medtal beliefs.
First, students who are the same age differ in their measlito learn, their interests,
their styles of learning, their experiences, and their lifeumstances. Second, the
differences in students are significant enough to make a mapactnon what students
need to learn, the pace at which they need to learn it, ansuftport they need from
teachers and others to learn it well. Third, students ledlln best when supportive
adults or able peers push them slightly beyond the level ahviiney can work without
assistance. Fourth, students will learn best when they cke anaonnection between
the curriculum and their interests and life experiences.,Fsttidents will learn best
when learning opportunities are natural. Sixth, students are niiective learners
when classrooms and schools create a sense of community in wihdsgntst feel
significant and respected. And seventh, the central job of sciotdsmaximize the
capacity of each student (Tomlinson, 2001; Tomlinson & Strickl20a5).

The philosophy of differentiated instruction directly relates tdfdk#ors affecting
second language acquisition, particularly learning style and niotivaEnglish
language classrooms contain students with a variety of langu@geiences, personal
experiences, needs and education. In order to adequately teach our stueentsst
know our students and their needs (Tomlinson, 2001; Tomlinson & Strick2808).
Through surveys and questionnaires teachers can identify thentstueéarning styles
and interests. This information guides us in creating lessonswiliamotivate the
students by tapping into the background knowledge. It allows us to esmbrat
acknowledge our students’ backgrounds and interests. Lessons caighedi&s build
on their background knowledge and, therefore, are more meaningfugldeact and
more motivating. Once a student’s learning style or stylege Hzeen identified,
instruction can be facilitated by introducing concepts and actvhie@ugh that learning
style. Readiness or instructional level can be determined byfama informal testing
(Blaz, 2006; Gardner, 1993). Knowing the level of proficiency in anyhef four
language skills gives the teacher a starting point for ingructessons can be
developed that are challenging, but not beyond the students’ abil@iece this
information is gathered, the teacher can begin to desigffeaeditiated lesson (Blaz,
1999).

References
Blaz, D. 1999.Foreign Language Teacher's Guide to Active Learnibgrchmont,
New York: Eye On Education.

Blaz, D. 2006.Differentiated Instruction: A Guide for Foreign Language Teachers
Larchmont, New York: Eye On Education.
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Gardner, H. 1993Multiple Intelligence: The Theory in Practic®lew York: Basic
Books.

Tomlinson, C. A. 2001How to Differentiate Instruction in Mixed-ability Classroams
(2nd ed.). Alexandria, VA: Association for Supervision and Curriculum
Development.

Tomlinson, C. A. & Strickland, C. A. 200®ifferentiation in Practice: A Resource
Guide for Differentiating Curriculum Grades 9-12lexandria, VA: Association
for Supervision and Curriculum Development.

Harmer, Jeremy

(Freelance) The New School University (New York)

What's Good about Good Teachers?

[Teacher Training and Teacher Development 1V] [Thursday 11tB01Qecture Hall]

If you had to describe good teachers, what would you do? Fall batlemories from
the past, or think of present colleagues? And how can we help teadieese having
difficulties to be more successful? This talk teases out thétiga that a good EFL
teacher needs and measure them against student motivatedsl

Nagel, Alison(alison.nagel@anglistik.uni-freiburg.de)

University of Freiburg (Germany)

A Dynamic Approach to the Teaching of Language and Culture: Irgrcultural
Communication in Action on the University Learning Platform

[Cultural studies and ELT I] [Thursday 11th; 15:30; Room 22]

Language and culture are inextricably linked: Wierzbicka (1997) proviaseple
linguistic evidence for this, whilst Kramsch (1994) provides uth va variety of
approaches to teaching culture in the language classroom usingt&uthaterials.
More recently, Hollidayet al. (2004) have suggested numerous activities, including
case studies and fieldwork, with a focus on observation of arattiefi on one’s own
cultural identity along with that of the target culture. The dyicanature of culture
itself thus spurs us on to explore new paths, as the emergent aidiltbesinternet and
the increasing use of social software is now providing us witlwaenmedium to enhance
language teaching and learning.

In this workshop | would therefore like to discuss the results frorouase in
Intercultural Communication at the University of Freiburg, Genmavhere, in addition
to class time, we are taking first steps experimenting uwdthg the university learning
platform. The online course components include a blog allowing tidersis to
exchange ideas and opinions, relate concrete experiences, baihgasesent, both in
the local environment and elsewhere, and upload links to antitladtural interest on
the World Wide Web. In addition to this forum, a further component altbe students
to upload writing tasks onto the platform for their peers to r&ad resulted in a
wealth of information and reflection by the end of the firstirse, which received
highly positive feedback from an overwhelming majority of thedsnts. Indeed it
resulted in a mutually enriching experience where the course cevdsrgenerated to a
large extent by the students themselves, thereby promoting dltsbarative learning
and learner autonomy.
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| shall describe the individual components of the online aspdtieofourse and
outline a selection of topics we covered in class, working tirandividual tasks. We
shall focus on two very different types of task aimed at raigimgreness of cultural
differences: the first an analysis of the lexis and syntax ninabstract from a
contemporary novel set in the youth culture of multi-ethnic, technalogen Britain,
the second an interpretation of a series of pictograms from & yohinese artist living
in Germany. The tasks chosen reflect the variety of approacisegossible to take
when presenting cultural content: the first is text-basea/weg linguistic analysis and
addresses the topic of multi-ethnic Britain, whilst tleeand involves comparative
analysis of two distinct cultures and is based on visuals.

After discussion of the tasks, we shall conclude the workshojodking at
examples of the students’ online dialogue and of their extendedf aeehaology in
written assignments and presentations.

If we consider the Council of Europe’s definition of interculturalatjue as: “an
open and respectful exchange of views between individuals and groupsirtgltng
different cultures that leads to a deeper understanding of thesailayal perception,”
then | suggest that the learning platform provides a space fatigigue to take place,
far above and beyond the very limited ninety minutes of the olassrdirectly linking
the classroom with the outside world through the emergent cultures afiternet. The
results of this experience could be of use and interest for tethelers and researchers
who are already using, or considering using, technology in additidagsroom time in
the teaching of cultural content.

References

Council of Europe: <http://www.coe.int/t/dg4/intercultural/>

Kramsch, C. 1993Context and Culture in Language Teachingxford: Oxford
University Press.

Holliday, A., Hyde, M. & Kullmann, J. 2004Intercultural Communication: An
Advanced Resource Bodkew York: Routledge.

Wierzbicka, A. 1997 Understanding Cultures through their Key Wardéew York:
Oxford University Press.

Paran, Amos

Institute of Education, University of London (UK)

Expanding Horizons: Literary Texts in Language Teaching
[The Teaching of Literature I] [Friday 12th; 9:30; LecturelHal

In this workshop we will look at specific lesson plans using poemsshod stories
which | have used in the past with young adults (secondary school andsiipive
students). | will illustrate how it is possible to engageitiierest of the learners and
how the learners can understand the relevance of litexakswo their own lives.
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Parise, Franca Gisella & Ting, Y. L. Teresa (gio.carbotti@tiscalinet.it;
ylttingl@gmail.com)

Liceo Scientifico Statale "Pitagora" di Rende / FacultySaiences, University of
Calabria (Italy)

Case-studies of CLIL-Science Classrooms: Beyond merely [lgnage + science]
[Approaches and methods I] [Wednesday 10th; 10:00; Room 21]

In a Europe that aspires for citizens to master not one but temrolanguages (FL),
content and language integrated learning (CLIL) “has emergagesgmatic European
solution to a European need” (Marsh, 2002). In addition, as progragsearch and
technology has led to an exponential growth in the quantity of informsegiampart
through compulsory education, it is unlikely that coursework devoteghurme FL-
learning” will be increased. The learning of non-lingua schialastbjects through a FL
is therefore an obvious possible solution to achieving the goal bf2ZKFL)] in most
contexts throughout Europe where true bilingual education is a rarg.luxur

In this workshop we will present findings from cases which dematestiow
CLIL-Science was able to successfully cultivate both learnessnmunicative
competence and, maybe of equal importance, students’ passionefacesdin fact, in
subjects such as Science for which knowledge is updated rapidlyrirense quantity
of information that “must be learnt” is compromising the quadityearning, with the
US science curriculum criticised for being “a mile wide andnah deep” (Schmidét
al., 1997), inundating students with so much information that th@girescientifically
illiterate (Bransford & Stein, 1993), unable to master evenntbst fundamental of
scientific concepts (National Research Council, 1996). Unfortundtaly is also the
case for the Italian Sience curriculum. Another challengadethese case studies is the
fact that the national curriculum for classical and sdierlyceums mandates the last
three years of the “English Language” curriculum to Englisleraiture. Even under
optimal conditions, at 3-4 hours a week of English Literature, heashers in our
contexts fail to achieve more than threshold-level English etenge, if at all, upon
termination of compulsory schooling. More importantly, most learrde not feel
confident about their ability to speak and use the English they $a@ sometimes
more than 10 years learning. In fact, at the local univergigy,witness how fragile
pragmatic communicative competence impedes learners frang gffective scientific
research presentations even at the level of doctorate studéntsare, after all, the
créme de la creme of academia.

Considering that English is the lingua franca of the interndtigog@entific
community but that the national curriculum offers little by vediyanguage learning for
pragmatic communicative purposes, we looked to CLIL as an inateedblution to
maximize our learners’ potential as active future memberdathi the scientific
community and multilingual Europe.

In this workshop, we will examine the learning outcomes fromL&Edience
classrooms when CLIL was both part of the school curriculum ameh Vi@hIL was an
extracurricular Project. Regardless of motivation and linguisompetence, CLIL
successfully reinforced learners’ self-confidence as usdengiish. In fact, despite the
very limited amount of time for CLIL in all contexts (maximu0 hours), increased
pragmatic communicative competence was achieved when the [3DL3Dratio of
[Language:Content] was more specifically targeted towardsetiraing objectives of
communicative competence and basic scientific concepts. Adoptaogsiructivistic
approach and using activities designed ad hoc, students acquireeépdevs
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understanding of basic scientific concepts, were sensitizethgéoimportance of
scientific reasoning and became empowered as language usersypolagies of

CLIL-input were identified, that using hands-on experimentation, lwisicsuitable for

subjects such as physics and chemistry, and that using textualsuipait)e for subjects
such as biology. These activities will be presented and detwgth the understanding
that, as curricular time is constant, how to increase mmgjtial communicative
competence and scientific literacy are issues which thenatienal educational
community must address: CLIL may thus provide a solution totemational need.
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Strnad, Marie (marie.strnad@gmail.com)

NYC Department of Education (USA)

Making NYC'’s Unique ELT Strategies Work for You

[Approaches and Methods 1l] [Wednesday 10th; 15:30; Room 21]

Thinking about the many different professionals attending the ICELTidlhaw they
will be from countries where the native language is not Engliskalized that my
experience as an ESL (English as a Second Language) teadher imited States
could be both interesting and valuable to other ELT instructardwide. | am an
elementary school teacher in New York City, which is home tplpefrom varied
cultures and native languages, making ELT in NYC a bit unique efdrer | have put
together this workshop to help ELT teachers around the world makesNM@jue ELT
strategies work in their own classrooms, countries, anddgeitfings.

To start off my workshop, | would introduce myself, share my backyt,
including how | learned Spanish partially through studying abroad $eneester at the
USC itself, and would finish with a brief description of my exparés teaching ESL to
mostly Spanish-speaking students in the South Bronx of New York. | wepihd on
how NYC is a unique TEL environment and would describe my motivations
creating this workshop for the ICELTL1, and then | would dive intatmge main ELT
strategies: teaching English through content, teaching English thigegacy, and
strong vocabulary instruction.

| would present my first section of the presentation, TEL thHroagademic
content, as a mini-lesson, first introducing the materiafliggiattendees through using
it, and then letting people try applying this academic prattizly at the end. When
presenting this idea, | will explain this technique, also knowrhasSiIOP Model, of
combining a content objective and a language objective withimgéediesson. This is a
great way to build Cummins’ Cognitive Academic Language Praitgig CALP) as
well as an exciting way for students to engage with the Englisjubge . To practice
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this skill of combining content and language in lesson planning, pvallide a sample
list of language objectives from Harcourfl®acher’'s Resource Guide of Language
Transfer Issues for English Language Learnd€@ssa, 2004), as it provides an
impressive list of grammar and phonics transfer issues betamglish and a number of
other languages. This resource would also be helpful for ELT instsufrom many
different countries as it discusses English transfer isegesding numerous languages,
including Spanish, Vietnamese, Cantonese, Haitian Creol&@edn.

My second focus for this workshop is TEL through literacy, with aplesis not
only on CALP, but also on building Basic Interpersonal Communicatiois YBICS).
My recommendation is that teachers start using full Englidis teith students from the
very beginning of their ELT courses, allowing students to feeptearily immersed in
English from the start of their ELT experience. Even for begishetents with little to
no English proficiency, if correctly scaffolded, full Engligxts can be comprehensible.
Many ELT teachers in NYC attend a week long training known asitQda@aching for
English Learners (QTEL) that provides a toolkit of six wayachers can scaffold
English texts for students. These six forms of scaffolding aredeling, bridging,
contextualization, schema building, metacognitive development] &ext re-
presentation.

And the third and final portion of my workshop will focus on strong vocabular
instruction, teaching a compilation of strategies | have gathinrough attending many
NYC trainings. According to an American teaching programedamerica’s Choice,
students build vocabulary through “authentic and meaningful experiavittesvords
(2005).” It is valuable to use “natural, meaningful communieasituations (NYCBOE,
2004)” for vocabulary building, as in Krashen and Terrell’'s Natépgdroach to TEL.
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Ahamad Shah, Mohamed Ismail & Ismail, Yusof(ismailium@yahoo.com)
International Islamic University Malaysia (IlUM) (Malsia)

Exploring English Language Learning Styles of Malay Students at he
International Islamic University Malaysia

[Approaches and Methods Il1] [Thursday 11th; 10:00; Room 21]

This study investigates the learning styles of Malay studsritee International Islamic
University Malaysia. Participants in this research weédeundergraduate Malaysian
students of Malay ethnicity enrolled in the Bachelor of Endisiguage programme at
the IITUM and students taking English for Occupational Courses frarFaculty of
Economics and Management Sciences, International Islamic Witywevlalaysia
(ITUM). Their learning styles were investigated through aryaimof their responses to
the Learning Styles Indicator (LSI) (Wintergerst & DeCapd&99) which had
guestions grouped under three modalities: Project Orientation, GrouityAc
Orientation and Individual Activity Orientation. This instrumeastbeen validated in
several studies.

The study also investigated whether there were culturdieinfes in their
learning styles. It was mainly motivated by concerns, whave often been expressed
by the private and the public sectors in Malaysia, about the stanofaiisglish of
graduates of Malaysian universities. These concerns havéedsoexpressed by the
authorities at the 1IUM, one of the few universities in Maiayssing English as the
medium of instruction. A task force was established by thé1Ilid look into these
concerns which resulted in recommendations that, among othersngertai the
English language curriculum, language teaching methodology, the languag of
English language educators and the language environment for students

Learning styles refers to an individual’'s inherent preferencethe learning
process (Oxford, 1999). An understanding of students’ learning stylesemable
language educators to provide the best possible help to their stullientnderstanding
of students’learning styles will enable language educatorsjtstatheir instructional
style to the needs of students. Preliminary results suggesparaerance for individual
activities (Individual Activity Orientation). These resultsa suggest strong cultural
influences on the students’ learning styles. Malay studaste been observed to be
passive and reticent in the language classrooms.

The main implication of the study is that there is a need f@uage educators to
adjust their instructional style to suit the learnindest of the students.
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Algara Guevara, Andrés Carmelo(algara_usb@yahoo.com)

Universidad Simén Bolivar, Sede del Litoral (Venezuela)

Analisis comparativo de la pronunciacion de los fonemas oclusiven la coda
silabica, en dos niveles de aprendizaje, en el ingléstdblantes nativos del espafiol
[The Teaching of Pronunciation I] [Thursday 11th; 16:30; Room C]

A pesar de los avances en la aplicacion del enfoque comuajdatensefianza de
la pronunciacién del inglés sigue siendo un reto para el docente menagelo en el
manejo del sistema fonoldgico de la lengua. Las dificultadessipliel habla conexa en
el inglés como L2, debidas, entre otras causas, a las dityemc las estructuras
silabicas del espafiol y del inglés, constituyen uno de los facteresyor impacto en
la conformacion de mensajes inteligibles en el inglés deahi@ds nativos del espafiol,
ya sea porque el aprendiz transfiere rasgos y procesos fonoldgicosLl a la L2, o
porque generaliza reglas propias de la L2. Esta situacidnardaeéxistencia de
diferencias en las reglas que gobiernan la formacion de laassilab cuales conforman
sistemas susceptibles de estar condicionados por procesos fonologicasacter
universal o particular, segun cada idioma. En efecto, ldeexia de consonantes en
margen final sildbico, en espafiol, esta restringida aaxinmo de dos consonantes, la
tltima de las cuales es siempre /s/ (Gonzélez, 1991) y ®an&AiPereda (1998); en
inglés, sin embargo, el numero de consonantes admisibles enoagt&t@ puede
alcanzar hasta cinco (Celce-Mureiaal, 1996; Chela-Flores, 2006).

En el presente trabajo se estudian y comparan los procesos foo®lggie
condicionan la realizacién de las consonantes obstruyentes oclusigasoela silabica,
en dos niveles de interlengua (basico e intermedio-alto). Enrdtiges se exponen los
fundamentos tedricos sobre los cuales se sustenta la invigstjgatre otros, la Teoria
Polisistémica Natural (Chela-Flores & D’Aquino, 2003). Luego, mesenta la
metodologia aplicada para la recoleccion de muestras de haldasegrupos de
estudiantes universitarios de los cursos de Inglés Bésico e Intgénedio-alto de la
Universidad Simon Bolivar, Venezuela; a continuacion, se descios instrumentos
utilizados y su aplicacion. Posteriormente, se ofrece un @mnééd corpus. Este
comprende una descripcion de los resultados obtenidos en cada mmuedabos
niveles y en los contextos fonoldgicos preestablecidos. Los resultddesidos
mostraron una fuerte incidencia de procesos posnucleares de wahilita (elision y
ensordecimiento, principalmente). Igualmente, se destaca unia alggancia de
conciencia fonoldgica del efecto de la sonoridad de la consonaalttsdbre la longitud
de la vocal precedente en ambos niveles, la cual pezsigtenivel intermedio-alto.
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Alhugbani, Mohammed (alhugbani@yahoo.com)

King Fahd Security College (Saudi Arabia)

A Study of Saudi Police Officers’ Motivations and Attitudesto Learn English as a
Foreign Language

[ESP Teaching and Learning Ill] [Thursday 11th; 11:00; Room 23]

Previous studies in second and foreign language contexts concludedativation and
positive attitudes contribute to successful language learninig. Study attempted to
replicate these studies in a new context, namely ESP. iiiegd the motivational and
attitudinal variables involved in the learning of English by gmlofficers in Saudi
Arabia.

A guestionnaire was distributed to 206 police officers who reprasdifferent
security sectors and military ranks. Overall, the reshlbsved that Saudi police officers
are both instrumentally and integratively motivated to learn iEmghs a foreign
language. However, they were more instrumentally motivatddatm English. There
were some significant effects for military ranks and ségwséctors on the officers'
motivation and attitudes toward English learning and its cultuifece®s with the rank
of captain were more instrumentally motivated to learn Endhiah lieutenants, majors,
and lieutenant colonels. They also were more integrativelyvaietl to learn English
than lieutenants and majors. They had more positive attitudesmbgors toward
learning English as a foreign language. Officers in the seabrPublic Security,
Passports, and King Fahd Security College were more instrunyemiativated to learn
English than their counterparts in the Prisons sector. Based s fihdings, several
pedagogical and research implications are discussed.

References

Alhugbani, M. 2005.“A Survey of the English Language Needs of P@iteers in
Saudi Arabia.Proceedings of Imam Muhammad Bin Saud University Conference
on Languages and Translations: Realty and Aspiration.

Gardner, R. C. 1985.“Language Attitudes and Language Learning.”En Ryan & H.

Gills (eds.) Attitudes towards Language Variationondon: Edward Arnold, 132-
147.

Gardner, R. C. 198%0cial Psychology and Second Language Learning: The Role of
Attitudes and Motivatian_ondon: Edward Arnold.

Gardner, R. C. 1988. “The Socio-educational Model of Second Langussyaihg:
Assumptions, Findings, and Issuesdhguage Learning8: 101-126.

Hutchinson, T. & Waters, A. 1987English for Specific PurposesCambridge:
Cambridge University Press.

27



First International Conference on English Langudgsaching and LearninQCELTL1)

Aliakbari, Mohammad & Mahjub, Elham (maliakbari@hotmail.com)

llam University (Iran)

Analytical - Intuitive EFL Learners and Gender Effect

[Second Language Acquisition and Learning Ill] [Thursday 11th; 1(R00mM 22]

In response to new developments made in language education resulshgtiof
emphasis from teachers and teaching to learners and learniregsing research has
focused on language learners’ styles and characteristics. pBipier investigates the
effect of gender on taking intuitive or analytical approachesanning English as a
second language.

The study included 50 adult EFL learners of both genders who took p&ELT®
listening/speaking classes and answered the Cognitive Stgex | questionnaire
designed by Allinson and Hayes (1996). The qualitative and quarditatialysis of the
data obtained from the 38-item questionnaire through factor anatfsishe
discriminating items and statistical analysis of t-tesade it clear that male students
prefer to adopt more analytical approaches and female studentsinnitige ones.
Statistical analysis of t-test also revealed sigaiftoesults, and reassured the results.
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Alladi, Ramashree(aramashree@gmail.com)

English and Foreign Languages University (formerly CIEFL), Hgdad (India)
Internal Scaffolding for Writing: Topic Types that Support Y oung Learners’
Writing

[The Teaching of the Four Skills 1l1] [Thursday 11th; 15:30;tuee Hall]

With the deep relationship between thinking and writing as backdhip, paper
presents a grounded theory that seeks to establish a relationsieeiéhe experiences
and the written output of young learners. | see real expressitreg as an individual
activity, and therefore one that requires internal ‘scaffoldiigternal cues may be
useful but at best they can only stimulate the internal psocélse internal and
individualistic scaffolding that is required can possibly come ordgynfone source:
personal mental resources. Deriving from this central ideahyppthesis is that the
written output of young learners would be most closely related to theught, and
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would therefore flow easiest, when the topic they are askedt®mon draws upon their
prior experiences.

The paper reports an exploratory testing of the hypothesis carrieth abe
classroom, with the group studied consisting of young learnersgfage 7 to 11
years). The students were asked to write on two different tgpés with the evaluation
criteria clearly defined. One topic type sought to draw on thielrens’ experiences
(Topic Type A) while another topic type presented information whiah lkely to be
unfamiliar, in different forms, and asked students to reaittitbosome way in writing
(Topic Type B). Data from the study showed a positive co-occuregledonship
between Topic Type A and enhanced discourse coherence in theanwaiitput. A
possible explanation for this finding is attempted drawing on thengsiiof Montessori
and Vygotsky. As a corollary, the paper lists the differgpés of writing that students
work on in India and attempts to relate the problems encounteredabtlyets and
students in these areas with the hypothesis.
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Arora , Rajneesh(rajneesharoral3@yahoo.co.in)

English and Foreign Languages University (formerly CIEFL), Hgdad (India)
Discourse Analysis and the Teaching of Drama

[Second Language Acquisition and Learning I] [Wednesday 10th; 11dain R2]

This paper discusses how the concept of discourse structureeasby Sinclair and
Coulthard (1975) in their analysis of classroom interaction could pravigewerful
model for the analysis of drama dialogue which would have impitatifor the
teaching of drama. In Sinclair and Coulthard’s model , a typleasroom exchange is
made up of opening, answering and follow-up moves , and a move éupaif one or
more (discourse) acts. Burton (1980) improvises this model thesuénalysis of drama
by suggesting modifications at all the three levels: the dedfehict, move and exchange.
In Burton, once an initiating move is made, it can either be stggpor challenged.
Simpson (1997) uses Burton’s concept of discourse structure in tdrigiating,
supporting and challenging moves and suggests a framework thatnesntbe three
interrelated dimensions in the discourse analysis of dramaotitextual setting, the
discouse structure and discourse strategies.

The paper argues that the analysis of drama discourse il tdrnmitiating,
supporting and challenging moves is problematic as it does not t¢emian to which
character makes initiations and which responds. Using a numbeiatfextnacts from
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drama, it illustrates how Sinclair and Coulthard’s framewdsi retaining the original
concept of exchange structure and making modifications at the déwets, can be
combined with some other approaches, such as speech act tbaogrsation analysis,
politeness and implicature to yield more interesting resufi€lwwould also provide
for a quantitative analysis.While underlining the applicabilayd the mutual
compatibility of some approaches to the discourse analysisaofadrt also argues for
providing a linguistic orientation to the teachers and studentrasha which would
serve a useful pedagogic purpose.
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Barraclough, Fabiola (fabiola@interglobelanguage.com)

Universitat Jaume I, Castellon (Spain)

A Study of Common Errors in Scientific Writing: Establishing the Foundations on
which to Develop Meaningful Tasks to Help Researchers Inmpve Writing Skills
[ESP Teaching and Learning IV] [Friday 12th; 9:30; Room 23]

Currently, English is indisputably the lingua franca of scientfommunication, as
supported by the percentage of articles published in English. In, i®@9®xample,
English accounted for 95% of publications in the Science CitaticeexI{iiardy, 2004).
Although at the beginning of the 20th century French and German igerecanmonly
used, the situation changed after the Second World War whenshesgkaking
countries, the United States, in particular, became economibatfynant and could
afford to invest in scientific research (Variela, 2001pl&a, 2001).

The difficulty faced by scientists whose mother-tongue is noli€ingas been the
subject of numerous studies (Tardy, 2004; Kaplan, 2001; Man, 2004; Vasioncel
2007; Yongyan Li & Flowerdew, 2007). This has important implicationse&asn
though researchers may have defined and tested a scientifitoquasd achieved
important results, unless they are able to publish their findingiear and convincing
fashion their work is of little relevance.

The aim of this study was to establish the foundations on which telagev
meaningful tasks to help researchers improve and develop tigigvekills within this
context.To do so, the corrections and changes made to sciensifiarch articles,
written by Spanish authors for international publication, were ag@lyboth
gualitatively and quantitatively. A “taxonomy” of the most comnianguage errors
was drawn up, loosely based on the model for communicative com@etetined by
Celce-Murcia (Alcon & Safont, 2007), while stylistic changesemgefined according
to existing literature dealing with scientific communicatiorogB), 1981; Norman,
1999; Variela, 2001; Matthewet al, 1996, Elsevier Press: guidelines to editing)

The results indicated that the greatest number of errdrsvitbin the syntactic
and lexical categories and stylistic changes related toféerainem L1. Interestingly, a
number of grammatical variables with high error values cdettiwith features that
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caused learners concern in a collaborative text-reconstructé&nctaried out by N.
Storch (1998) with Asian learners.

This study is novel in that it focuses on specific problems ifiehtfrom real
English usage by non-native speakers within the scientificegbnContextually
relevant writing tasks have been proposed, which take into acdwairgetdagogical
implications of these results and incorporate current trends iredohihg of writing
skills (Swain, 1994; Gosden, 1998; Hanaoka, 2007; Storch, 1998; Rocaidgel al,
2008).
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Beltran Llavador, Fernando; Gutiérrez Almarza, Gloria; Durdn M artinez, Ramiro

(fdob@usal.es)

Universidad de Salamanca (Spain) / Nottingham Trent Univek3Ky

Crossing the Content and Language Frontiers: An International School-based
Training Initiative

[Teacher Training and Teacher Development I] [Wednesday 10100; Lecture Hall]

Our project emerges from a long established relationship betihNe&ingham Trent
University and the University of Salamanca, which has restteal range of joint
educational initiatives of good pre-service and in-servicehteg@ractice. These have
helped liaise primary schools, local educational authoritiesetsity departments and
lecturers, and teachers’ centres, yielding benefits from @abé& MEC schemes as well
as from cooperation agreements between the two. Among the progsoarried out
jointly so far, the following must be highlighted: the exchangeather trainees during
a four-week placement in primary schools, the provision of Spaaisjuage and
education courses within the TDA 500 Teachers project, thdagement of Erasmus
Cooperation Programmes, the exchange of story-sacks betweemypsichaols, the
joint publication of a bilingual teaching practice guide, etc.

The aim of this paper is to present a new initiative thnowdich the previous
steps finally coalesced while paving the ground for furthasliof educational and
research import. Thus, a CLIL (Content Language Integratechingg international
project was designed and implemented. It consists of the ptaand teaching a unit of
work on Christopher Columbus, during the first term of the school §#88 in three
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primary schools in Nottingham and three in Avila. This experieinge)ving reciprocal
visits of the teachers to their partner schools, will be usedtesining resource in the
two countries thanks to the TDA-funded production of a DVD and booklet,isgow
excerpts of the actual teaching performance and the views Idfeshiteachers, head
teachers, parents, and teacher trainers.

First, we will briefly define a CLIL vision and rationalsext, we will describe
the aims of the project. Thirdly, an overview will be givanthe process of planning
and implementing the unit of work across the schools and curriawlas,aand of the
development of teaching materials. We will then assesselegance of the project,
pointing to its cultural, pedagogic and linguistic gains as wetbashared or specific,
context-bound, challenges. Finally, we will suggest the manifimiplications, and
potential applications, of this or similar projects at locadtional and international
levels.
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Bi, Xiaofang (xiaofang.bi@nie.edu.sg)

Center for Research in Pedagogy and Practice (Singapore)

A Corpus-based Study of Teacher’s Questioning Behaviours iBingapore English
Classrooms

[Teacher Training and Teacher Development IV] [Thursday 11tB0ilecture Hall]

By means of linguistic dominance, the teacher controls and mangpuktesroom
discourse to achieve his or her purposes. Underlying this dominathesvisly teachers
use questions, more often than not asking those to which they alkeady the
answers. This dominance has been frequently mentioned as amomabfbstudents’
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ideas (Cazden, 2001; Edwards & Mercer, 1987). One of the mestt rtadies, (Kadir
& Hardman, 2007) exploring the discourse of whole-class teachirfuimSaharan
Africa, suggested that teacher questions were mainly closepliring recall of
information and thereby severely constraining opportunities for pugicipation in
the classroom discourse and higher order thinking. Open questions whiehccamage
pupils’ higher-order thinking, however, are quite few in the ctasar These different
approaches of using questions in classroom talk by the teachenflsaded by other
factors, like students’ ability. Research in the US and UKrénesaled differences in the
quantity and quality of classroom talk experienced by pupils acwpidi their ability
(Black, 2004; Nystrand, 1997). To date, few studies are based orcaingarpus data
from the classroom discourse with students of different abiégpecially in the
Singapore educational context in which the ability streaming i® quevalent. This
study will use a corpus of authentic teaching collected from Singamamary and
secondary schools to describe and examine the nature and patteteachers’
guestions in teaching English across different ability stregmliassrooms.

The data used for the analysis in this study was taken fromsEngtimary 5
(aged 11 to 12) classrooms. Ten units (five units from the hayhdower streams of
approximately 30 hours) of whole-class teaching were selectetthdoanalysis. The
units comprise sequences of three or more lessons to allovsianafiynow the teacher
built and developed understanding across three or more consecutiindgemputs
mirroring Edwards and Mercer's (1987) methodology. An annotation schease
developed by drawing upon Cazden (2001), Myhill and Dunkin (2005), Nysgtaald
(2003), for annotating teachers’ questions. It is expected thadttidg will contribute
to evaluating the efficiency of teaching practice in Singaporenary English
classrooms.
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Bosisio, Nicole(aozorab@yahoo.com)

University of Genoa (Italy)

S-Assimilation in English and Italian: Implications for Foreign Language Learning
and Teaching

[The Teaching of Pronunciation I] [Thursday 11th; 15:30; Room 2C]

The alveolar fricative /s/ exhibits a strong crosslinguistiedency to assimilate in
voicing to the neighbouring sounds. In accordance with this trend, botrsitr=gld
Italian display a range of s-assimilation processes, fronntbst stable alternations
rooted in the lexicon to the most variable connected speech phenohmematudy
takes into consideration two obligatory processes, each of vidignesent in one
language and absent in the other, causing some of the most persiatesfer
phenomena in the pronunciation of Italian learners of English. ildteofie is the well-
known phenomenon whereby word-final /s/ undergoes progressive assimiftioice
to a preceding segment whenever a morphological boundary intermangesy when it
makes up the regular plural and the genitive noun affixes anithitdeperson singular
verb affix. No similar process applies in Italian, where arssinglated word-final [s]
appears very rarely and only in postvocalic position. On the contratlige Romance
language /s/ assimilates regressively in voice to a fallgwbnsonant, independently of
the presence of a morphological boundary (e.g. [zZlmania ‘frenzys}tsano ‘strange’).
In the same environment, English /s/ is never voiced; rathéiggers the (at least
partial) devoicing of a following sonorant. Given the differentrifigtion of these
assimilation phenomena, Italian learners of English seem to decoparticular
difficulty in adjusting to the target system. The question peng more specifically to
the field of language learning and teaching is: should these typallggimmarked but
to some extent language specific phenomena be explicitly taught telaehing
English? Some scholars (cf. Jenkins, 2000; Roach, 2003) say ‘nad baiseon their
purported naturalness, which would make them accessible to anyansy gée
‘general feel’ of the language, and on their scarce influenadatelligibility. To test, in
a preliminary way, both hypotheses, | set up an experiment inmgolsix Italian
advanced learners and two native speakers of English aslsoihtrthe first phase of
the experiment, the Italian learners were made to produdarte sounds in different
contexts, in order to see whether and to what extent assimilabuld be performed
correctly by them. The results showed considerable divergemtetiie L2 forms, even
where these had been explicitly taught. In the second plmestyad native speakers of
English were made to listen to the recordings, to see whetlletoawhat extent the
mispronounced forms were intelligible to them. Apart from a fewmimal pairs
produced in isolation, incorrect voicing of /s/ did not seem to datesta particular
obstacle to comprehension. For this reason, and to prevent thefrisansfer of
training, | suggest that both types of assimilation should be taughttmrddvanced
learners of English, as a metalinguistic reflection natih@n as a rule to be applied.
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Canga Alonso, Andréqacanga@telecable.es)

Colegio Dulce Nombre de Jesus, Oviedo (Spain)

The European Language Portfolio to Make Students with LearningDifficulties
Aware of their Learning Process

[Learner Autonomy I] [Wednesday 10th; 11:00; Room C]

This paper is intended to show how the European Language PortfoR) (tals been
integrated into the “Diversificacion Curricular” English sydus at Colegio Dulce
Nombre de Jesus (Oviedo), to imprdvversificacion Curricularstudents’ motivation
by means of self-reflection and self-assessment. We willwgith a brief explanation of
the origins of the Common European Framework (2001) and the ELP (Ca28a6y

to illustrate their close relationship with autonomy (LitB@07; Little et al, 2002),

learning to learn (Palacios, 2006). and life-long learning, whicbne of the main
concerns of the Council of Europe.

The second part of this oral presentation will be devoted to expldinengrain
characteristics of the students who have taken part in tjecpras they all have
learning difficulties and lack of motivation to learn a foreignguage. Furthermore, we
will examine the learning goals they should achieve at the e8danndary Education
considering the learning difficulties they have. Next, wd mibvide examples of the
way the tasks used have been organized and evaluated, followinguitebapks
available (Little & Perclov4, 2001; Cassany, 2006).

To finish, we will present the results achieved by the studmsterding to the
goals of this study, which are quite encouraging, together withmtie conclusions
derived from their work, paying attention to their own views. Bmave will point out
some suggestions for further research.
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Carreira Figueiredo, Vivina & Lopes, Ana Bela(vivina@esac.pt)

Instituto Politécnico de Coimbra, Escola Superior Agraria (igai}

Vocabulary Acquisition and Learning in a Context of English for Specific
Purposes

[ESP Teaching and Learning I] [Wednesday 10th; 11:00; Room 23]

The authors of this paper teach English for Specific PurposeB) (B Engineering
students at a Polytechnic School, therefore its contents build usatie background
of a teaching experience in an English for Science and Techn{ij}) context,
which fosters some teaching and learning strategies parljcdevised to meet the
learners’ immediate goals. After presenting the leainmiain features and asserting
their top priority in learning English, which is to attain acadewnd professional
communication skills, the paper focuses on vocabulary acquisition eartirlg
strategies and techniques as lexis plays a central roleorgsnt carrier in ESP.
Vocabulary is generally considered the most important categodedder the four
linguistic skills, as far as EST is concerned, and so vocgbalaguisition strategies
must be the object of explicit instruction, taking advantage efléarners’ cognitive
abilities which they already use in their native languagening and having in mind
pedagogical aims which enhance active and autonomous involvemdr ieatning
process.
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Chan, Yuet Hung Cecilia(ctcyhc@cityu.edu.hk)

City University of Hong Kong (China)

Effects of Contextual Factors in Phonological Variation in the [Bglish
Interlanguage of Cantonese Speakers

[Second Language Acquisition and Learning VI] [Friday 12th; 16:@@nR22]

This study investigated L2 interlanguage phonology, focusing on the prodwdtion
syllable-initials /n-/ and /I-/ by Cantonese speakers learBimgjish. Previous studies
found that Hong Kong Cantonese speakers do not distinguish between /-, zmadi
that initial /n-/ is almost completely replaced by /I-/ ireit spontaneous speech (Ho,
2004). L2 studies on Hong Kong students learning English indicatetioaiblogical
variation of /n-/ and /I-/ appears in the English interlanguageaatddese speakers due
to L1 phonological transfer (Au, 2002; Hung, 2002). On the basis oiopegtudies,
this study closely examined the effects of the variations lioguistic and
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psycholinguistic contexts on the merging of /n-/ with /I-/ in theli&hgnterlanguage of
Cantonese speakers.

This study adopted Tarone’s (1983, 1988) theoretical and methodologicathesea
framework. Six tasks with different psycholinguistic contexts eweesigned for
collecting data, including conversation, interview, passaggling, word reading,
minimal pair reading and minimal pair repetition. These ask$ varied in terms of
formality, the amount of learner attention paid to pronunciation, theddegree of
learners’ phonological awareness of the distinction betweémnd /I-/. The variations
of linguistic context in terms of the variation of phonologicaliemments of /n-/ were
included in the tasks. The variation of phonological environments tedsts /n-/
followed or preceded by nasal or non-nasal coda, /n-/ followed byetitfgowels, /n-/
in a consonant cluster, an onset /n-/ in a syllable at diff@esitions of polysyllabic
words, and /n-/ words requiring re-syllabification. The paréinip in the study were
elementary, intermediate and post-intermediate English lesafr@am primary school,
secondary school and university in Hong Kong, respectively.

The study found that systematic variation patterns of theinweaf /n-/ with /I-/
appeared in different psycholinguistic contexts, but was not glehdwn in different
phonological environments. The degrees of L1 phonological transiedvardifferent
psycholinguistic contexts which require different amount of attentiqgoranunciation,
and raise different degrees of phonological awareness. Thésre6Marbrul analysis
show that the variation of psycholinguistic contexts plays a migrefisant role than
the variation of phonological contexts and L2 proficiency in the mergjirin-/ with /I-/
in English interlanguage of Cantonese speakers.

This study supports the psycholinguistic model of L2 interlanguagebitty,
but provides unclear evidence for the linguistic model. Future stadiesting multi-
approaches to the investigation of L2 interlanguage variability @nhance our
understanding of the nature of variation in L2 production.
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Chen, Xu (jerrychan409@sohu.com)

Hangzhou Dianzi University (China)

On the Combination of Cultural Studies and Language Teaching
[Cultural Studies and ELT 1] [Thursday 11th; 16:30; Room 22]

Culture is a very complicated concept and every kind of soeidtgther it is advanced
or backward, has its own culture. It is a truism to sayhiegclanguage is teaching
culture, but what does this mean exactly? Social practisephaved that the mere
acquisition of linguistic knowledge is not sufficient for us to haeenmunication

among people with different cultural backgrounds. More and more langeageers

become interested in the important role of culture in languaghitey and are aware of
the great value of intercultural competence. So how to comhilteral studies and

language teaching becomes an interesting topic in second larzrcdagogy.

Some teachers still lack basic guidance in their pedagogippfoaches to
teaching culture and language as a whole. Some important issugs, as the
relationship between culture and language, effective approaclssntematerials and
suitable contents to teaching culture, need to be further inviestiga this paper the
author will firstly make an attempt to define the notion otuna); secondly, to discuss
the value of intercultural competence in communicative competehirdly, to analyze
the relationship between culture and language; and fourthly, totigees cultural
studies in language teaching, in order to reach the conclusiomé¢hanguage teaching
process should be taken as a culture teaching process in whichtstcae learn both
linguistic and cultural knowledge, thus becoming competent commarscaand in
which the teacher is not only the conductor of a certain lingypstformance, but also
as the catalyst for an ever-widening critical cultu@hpetence.
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Chow, Alice & Lai, Mee-ling (alice@ied.edu.hk)

The Hong Kong Institute of Education, English Department (China)
University-School Partnership: Benefits, Challenges and Stanability

[Teacher Training and Teacher Development Il] [Wednesday 16tB0; Lecture Hall]

This paper reports the impacts of university-school partnemshifhe development of
English language teachers’ capacities for self-regulated gziofeal renewals. Two
classroom based enquires were undertaken in two secondary schoolsgirKétan
which aimed to enhance students’ ability in English reading compseire The two
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projects were conducted in Secondary 2 classes and a Secondayes oispectively.
In both projects, a cognitive approach was adopted to the learningghtiE as a
second language, with the former focuses solely on vocabulary thikiliatter deals
with both vocabulary and textual analysis.

A case study method was adopted in understanding the impacts of tireesragu
experienced by the teachers. The investigative process occareedpiral of actions
which began with problem identification, and continued with actioanmhg,
implementation, evaluation and then further planning. The actiahe cgngaged
teachers in making critical reflection on their prior pedagagiractice and their
understanding of learners’ needs. Data were collected through groupsims, lesson
observation and semi-structured interviews.

Findings show that while teachers acknowledged the benefith#éptojects had
brought to both teachers and students, they were aware of ttaiénmstof such one-off
projects and felt skeptical about the sustainability of the pesgtfects, if the issues of
expertise, ownership and differing conceptions of goals are not [yrepleiressed.

This paper will first outline the enquiry cycles of the two prigewhich will then
be followed by the teachers’ reflection on the impacts optbgcts on their pedagogy,
as well as the challenges they encountered. It will thenwdaevith a discussion about
the enabling conditions that would help empower teachers with théedttel
orientation and capacity for embedding the enquiries as part af éweryday
professional lives.
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Cranfield , Susan(scranfield@dfm.ulpgc.es)

Universidad de Las Palmas de Gran Canaria (Spain)

English Speaking Skills Assessment in a University Contexthe Influence of Test
and Rating Scale Design

[Testing, Evaluation and Assessment Il] [Friday 12th; 16:30; R28m

The assessment of spoken English is a complex task requiringnceotaditions to
guarantee its validity and reliability. One of the most impurtd these is a definition
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of the construct of the ability we wish to measure which dessrihe components that
make up the speaking skill in order that our measurements engglid and reliable.

In this paper we will compare two types of speaking test,irttlividual oral
interview and the group speaking test, carried out with studiemsthe second year of
a degree programme in Translation and Interpreting at the Uityvefd as Palmas de
Gran Canaria, with the aim of discovering whether the testdt has an influence on
the characteristics of the speech sample obtained, and allse prarks awarded by the
examiners. Our approach includes a comparison between the raesimterlocutor
who simultaneously manages and assesses an interview, and @endef® rater who
does not take part in the interaction but only listens to the caedidad scores their
speaking performance with reference to a descriptive ratalg.SOur results appear to
indicate that the group speaking test reduces test-taketygrwiech in turn leads to an
improved self-perception of candidate performance.
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Daubney, Mark & Araljo e S&, Maria Helena (mdaubney@esel.ipleiria.pt;
helenasa@ua.pt)

Leiria Polytechnic Institute / University of Aveiro (Portliga

Reassessing Researching Language Anxiety: The Case of Traineeathers on
their Practicum

[Teacher Training and Teacher Development Il] [Thursday 118©; @ ecture Hall]

This presentation is based on our research into language améét{Daubney, 2007;
Daubney & Araujo e S4, 2008; Daubney & Aradjo e S4, forthcoming) iexged by
trainee TEFL teachers in Portugal. First, we will explagw LA has been defined,
approached and why it is an important affective variablariguage learning.

We will show how anxiety research has been of a predominantly itgiaet
nature, relying on self-reports rather than researching whaelsaactually do in their
naturalistic surroundings over a period of time.We will then focusown current
research - a PhD project - which focuses on three teacheseduring their practicum
in a Portuguese secondary school. Research (Johnson, 1996) showspirzadtitiem is
a highly pressurised context. This provides a rich and fertile grimundsearching and
furthering our understanding of LA for various reasons: the ‘praxis shoncWwhich
trainees’ expectations are confronted with the reality ofcthesroom; being observed
by supervising teacher and mentor on a regular basis; the peeséureplementing
lesson plans and the parallel considerations of classroom magwrigend trainees’
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awareness that they are expected to be proficient languageerie, means their
language proficiency is also being assessed, which is affusturce of concern and
tension for the trainees (Horwitz, 1996).

We will describe the data obtained through video-recordingsanfees’ classes,
final evaluation meetings, a semi-structured interview stimulated recall protocol
sessions; audio-recorded post-observation conferences; the longituaingd of this
project departs significantly from the great majority afei@ch into anxiety. To our
knowledge this is the first ethnographic study of anxiety on trdareguage teachers.
We will then explain how pre-service teachers’ experiencanafety - not, de facto, a
negative one - is a natural reaction arising from tensions andyttamic interplay of
complex factors including: teacher identities and beliefs, ioelsttiips with pupils,
mentors and supervising teachers, the pressure of times leveinotivation and
personality characteristics.

Examples from the data will demonstrate how anxiety is not gingl
psychological individual difference, as it is largely considecede in SLA studies, but
also a socially constructed notion accomplished in discourse, tinytar in the social
encounters with pupils, mentors, supervising teachers and fabdaveas. Finally, we
will consider the pros and cons of experiencing anxiety and considangiieations
for teacher training and teacher development.

References

Daubney, M. 2007. “Language Anxiety: Creative or Negative Forabe Language
Classroom?”HLT Humanistic Language Teaching Journ@l (5). Online at
<http://www.hltmag.co.uk/sep07/sart03.htm>

Daubney, M. & Aradjo e Sa, M. H. 2008. “Boon or Burden? Theuénfte of Anxiety
on Teacher Trainees.” In B. Beaven (edATEFL 2007 Aberdeen Conference
SelectionsCanterbury: IATEFL, 47-49.

Daubney, M. & Araujo e Sa, M. H. (forthcoming}esearching Affect: Towards an
Understanding of Anxiety and its Relationship to Interaction in Ebeeign
Language ClassrooniPorto: Profedigdes.

Horwitz, E. K. 1996. “Even Teachers Get the Blues: Recogniaing Alleviating
Language Teachers’ Feelings of Foreign Language Anxi€ty€ign Language
Annals29 (3): 365-372.

Johnson, K. E. 1996. “The Vision Versus the Reality: The TensibrikeoTESOL
Practicum.” In D. Freeman & J. C. Richards (ed3gacher Learning in
Language TeachingCambridge: Cambridge University Press, 30-49.

Davydova, Julia(julia.davydova@uni-hamburg.de)

Centre on Multilingualism (SFB 538), Hamburg (Germany)

The Story of Being ImPerfect: The Present Perfect and st Funtional Equivalents
across Non-native Varieties of English

[Second Language Acquisition and Learning IV] [Thursday 11th; 10:80nR22]

The major aim of this contribution is to assess the notion of caihplagainst the
background of data obtained in the multilingual settings charsitedf non-native
varieties of English: both language second varieties (i.earnndinglish, Singapore
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English and East African English) and so called foreign-speakigtiea (Crystal,
2004), exemplified by the English spoken in Russia and Germany. ioutenrt this
work attempts to analyse the distributional patterns of #réeq@ and its variants in
present perfect contexts in the data from non-native speakers figtteidi degrees of
proficiency in English, the major assumption being that the morphalpgiemantic as
well as cognitive complexity of the linguistic form under aniglysanifests itself in
different distributional patterns attested in the speech of nowvenaarners exhibiting
different degrees of competence in English.

The structure of my talk is organised as follows. Aftebré&f introduction
illuminating the notions of complexity most frequently discussedth@ current
theoretical literature, | proceed to presenting my data denadingtrthat there is an
intrinsic connection between morphosyntactic complexity attestadjiven variety and
what might be termed as the overall complexity of a leartiagsistic knowledge. In
particular, while relying on my data, | argue that (i) therall linguistic and cognitive
complexity of the present perfect in English results in latpiiaiion of the verb form
under analysis by non-native speakers of English; (ii) the sgmeof complexity leads
to less proficient speakers substituting the form with variougifumal equivalents as a
result of direct influence from their mother tongue; (iii) yonhe most advanced
speakers of non-native Englishes, i.e. speakers that hameelsposed to English as a
medium of instruction for more than 15 years, exhibit distributiqrzdterns of the
perfect consonant with the patterns attested for the standave watiety of British
English.

All in all, my conclusion is that the length of instruction in Estyis decisive for
establishing a native speaker command of the verb form under baahuse the
English present perfect is a cognitively complex phenomenon takiransiderable
amount of time and learning effort to master.
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New Method of Teaching Grammar

[The Teaching of Grammar I] [Thursday 11th; 9:30; Room C]

Knowledge of grammar in many countries is still considered asntkia indicator of
students’ knowledge of English as a Foreign Language, and gratesteare still used
as diagnostic, achievement and proficiency tests. While agre¢bat the grammar
knowledge can be a clear measurement of students’ languageayngstugh | would
not agree that the only or the main way, in my paper | will stigate some of the
methods that make grammar instruction more effective.

It is well known that the process of learning grammar of aigoré&anguage is
very different from that of a native tongue, and the diffeesrare based on the fact that
the whole process of second language acquisition differs fronfirdtelanguage
acquisition in principle. While the latter is a more intuitiveqass, the former one faces
obstacles to which first language interference contributes Hslwehis complicated
process, teachers can make English instruction, including grarntessons, less
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frustrating for students by using three-step approach, whiahuld call “presentation-
practice-involvement”. In this approach, each step, in turnpdses of two or more
sub-steps.

The first step is based on an inductive approach, in which stuttistever”
grammar rules themselves, by comparing and analyzing diffexantples of real usage
of a particular grammar structure. In this stage, itmiportant that the examples be
taken from authentic sources, represent authentic usage etrtiwture and have a
meaningful context; there are many ways to achieve this, imgjubut not limited to,
examples from motion pictures, songs and other products of popularecultue
teacher facilitates this process, but students should discoeenngr rules by
themselves.

The next stages include further practice on correct and autheatie udé the
structure in focus. In these stages, the process is maetiedf if students produce
responses to real-life situations and challenges that reteingse of the structure to be
mastered, without necessarily focusing on the structure. In otbeis, tasks and
exercises can be designed so that students will use the stsuatiihout thinking of
them.

In my work | will be investigating each step in more depth ané gisactical
suggestions on designing effective classroom activities tir ebthe steps described.
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Prior Knowledge in Reading Comprehension: How Can EFL Studets Be
Encouraged to Commit in Reading Comprehension Classes?

[The Teaching of the Four Skills 1] [Wednesday 10th; 16:00; Rogm 22

Recent interest in the socio-linguistic aspects of topic and geeld¢ed language use
in student-centered communicative language teaching classe$idsen ahe role of
topic familiarity and interest in EFL instruction as one amoegesl contributing
factors of EFL reading instruction (Jiang, 2000; Aletnal, 1990; Yorio, 1972). It is
vital to know what topics to put and what not to put in discussion withihaross
groups of students with varying levels of EFL proficiency anducail background.
While unfamiliarity with the genre of discourse makes it diffico engage with the
reading task the consequence of which would be an undesirable readingh@utc
interest in the topic of discourse and possessing assumed kEhavdddge encourage
students to invest more on the task of comprehending written teatsn@d 2001;
Uligin & Salager-Meyer, 1998).
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This study was conducted on 56 EFL students in Kuhdasht (Lorestan province
Iran) made homogeneous by a proficiency pretest conducted on a populaén of
volunteers. Having administered the reading comprehension proficigetest, the
students were selected and then divided into four groups of mid nbugtenovice,
mid intermediate and high intermediate proficiency levels. Asédsion treatment
involving reading comprehension activities was administered withpwposes: a) to
involve students with tackling with text comprehension, and b) ievohem with
activities leading to self-awareness of aspects of prior ledya, linguistic, conceptual
and socio-cultural, required to make sense of the reading pass$tgeng completed
the teaching treatment, followed by a post-test involving a awmatibn of general
English (GE) and ESP history passages carried out to sebewnlsebres on the post-
test matched with their varying proficiency levels clegtlat the beginning of the
project, students' views about the role of prior knowledge in readingprehension
difficulty were elicited and examined. A questionnairétten in Persian and designed
to reveal the role of variable kinds of prior knowledge: lingeiistonceptual and socio-
cultural, consisting of four multiple-choice questions with fivenmre choices to be
selected, was used to elicit data representative of peaiteption of the areas of
difficulty; the questionnaire data were collected rightiafbe post-test reading task was
completed. To analyze and interpret the answers given to thipleuésponses of the
guestionnaire, the Expected Value of a Discrete Random Variallether with
measures of Relative Frequency, Percentage, and Cermnaleficy were used as
statistical measurements.

The analysis of the multiple response data revealed twereliff judgments.
While the two groups of novice students gave the top ranking twootheof prior
linguistic knowledge in judging the source of difficulty, the otihwo intermediate
groups tended to give the priority to either prior conceptual knowledgecar-cultural
knowledge. This difference in their judgment implies that, for ldweer proficiency
level students there would be a clear tendency to choose priorstinginowledge as
the major source of difficulty; while for the higher proficigntevel learners, the
tendency would be more toward prior conceptual and socio-cultural &dgelas
determinants of the source of difficulty. The findings suggfest for low proficiency
level students, the linguistic aspects of language arelved in comprehension
implying in general the greater difficulty this proficienggoup faces in comprehension.
Having acquired the basic knowledge of English syntax, vocabularyf@nual
structures, higher proficiency level students are not concernedheitirole in reading
comprehension; instead, they find conceptual and socio-culturaivi&dge as
important for their reading success. The implication of this figds that materials
prepared for low level proficiency students are selected tdhil gap in linguistic
background knowledge, while for higher levels of proficiency, the obleonceptual
and socio-cultural knowledge will play the major role in matgmiaparation.
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Paragraph Boundaries: Examining Identification and Production Peformance of
Iranian EFL Learners

[Second Language Acquisition and Learning I] [Wednesday 11th; 10d30n R2]

Paragraph segmentation, despite its utmost importance in EFkespuras received
scant consideration in comparison with other aspects of writing (fkiippova &
Strube, 2006). The aim of this study is to examine the assumedation between the
ease versus difficulty of identification as opposed to production afpgsh boundaries
in written expository discourse. On the basis of their scores ganeral proficiency
test, intermediate and advanced EFL students studying in theslEmgpartment of
Isfahan University participated in receptive and productiskstaThey were exposed to
a non-paragraphed version of three pieces of English written expasikis and were
asked to identify the location of paragraph boundaries. In the s@awhdf the task,
they were asked to write three expository pieces of texts wileha length of four to
five paragraphs to be a representation of their productiverpence.

The results of the analysis of the data showed that, in teeo€&®th intermediate
and advanced groups, there is a correlation between accunatificaion in contrast
with production of paragraph boundaries. It was discovered that proficienc
connected with paragraph perception, a fact more observable in pveducti
performance; the reason for this is the need for students to lsaveaatic plan for their
writings. Boundaries vary according to how cognitive or styligie need for them
might be; some boundaries appear to be optional while some areatyliggoresenting
semantically based boundaries. It is implied that cues signtdan@nd of paragraph
chunks might be explicit; when implicit, the break is recognizaldpedding on
pragmatic inference by the reader. Analytical skills toowec reasons behind each
paragraph segment can significantly help paragraph organizationnbptbductive as
well as receptive tasks.
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Collaborative Problem Solving Strategies in Learner-Learner and_earner-Native
Speaker Interactions

[Second Language Acquisition and Learning Il] [Wednesday 10th; 1R@dn 22]

This study examines the strategies that Spanish learneEngiish as a foreign
language and their native as well as non-native interlocutorsousallaborate in the
solution of lexical problems arising during task-based oral ictiera

Lexical difficulties arise in second or foreign language commtinicawhen
learners find that the lexical items they want to use in a@eonvey their messages
are not available in their interlanguage system. To compefwat@s kind of problem
they resort to the use of communication strategies (Dorny€odnos, 1998; Poulisse
et al, 1990; Tarone, 1981). In face-to-face oral interaction thesegita need also to
be grounded. Interlocutors need to accept, refashion, repaipeot kearners’ strategic
utterances so that a mutual agreement on meaning can be aulbcessdiblished (see
Fernandez Dobao & Palacios Martinez, 2007; Wilkes-Gibbs, 1997).

The present study compares the use of these collaborativedyng techniques
by both native and non-native interlocutors. The final goal ofdkearch is to identify
possible differences in their strategic patterns of hiehawnd in this way contribute to a
better understanding of task-based learner-learner interactioppased to learner-
native speaker communication.

The data analyzed for the purposes of this study is part of SUlS&antiago
University Learner English Corpus). A spot-the-difference tsig&cifically designed to
elicit interactional data, was completed by a total of 16 dgagsrticipants: 8 learner-
learner dyads and 8 learner-native speaker dyads. Retrospemtiveents were also
collected during a stimulated recall interview.

A comparative analysis of the 2 dyad conditions reveals that botte rzatd non-
native interlocutors resort to the same types of groundintegies, but not with the
same frequency. In general, native speakers are able toechndsise these strategies
in a more efficient way, thus achieving higher rates of camaoative success.
However, considerable individual variation has also been foundnwéhch dyad
condition. These results suggest that, for communication to slceben lexical
difficulties arise, a collaborative communication style niey more important than a
native command of the language.

The paper ends up with a discussion of the implications thag tlessilts may
have for the implementation of collaborative problem solving taskthe English
language classroom.

References

Dornyei, Z. & Kormos, J. 1998. “Problem-solving Mechanisms irCainmunication:

A Psycholinguistic Perspective Studies in Second Language Acquisit®d
349-385.

Fernandez Dobao, A. & Palacios Martinez, |. 2007. “Negotiafiiganing in
Interaction between English and Spanish Speakers via Communicative
Strategies”.Atlantlis. Journal of the Spanish Association for Anglo-American
Studies?9: 87-105.

46



First International Conference on English Langudgsaching and LearninQCELTL1)

Poulisse, N., Bongaerts, T. & Kellerman, E. 1980e Use of Compensatory Strategies
by Dutch Learners of Englisibordrecht: Foris.

Tarone, E. 1981. “Some Thoughts on the Notion of Communication Strafegg0L
Quarterly 15: 285-295.

Wilkes-Gibbs, D. 1997. “Studying Language Use as CollaborationG. Kasper & E.
Kellerman (eds.)Communication Strategies: Psycholinguistic and Sociolinguistic
PerspectivesNew York: Longman, 238-274.

SULEC Project website: <http://sulec.cesga.es>

Fernandez Fontecha, AImudendalmudena.fernandez@unirioja.es)
Departamento de Filologias Modernas, Universidad de La FSpjain)

The CLILQuest: A WebQuest-like Model for Content and Language Integrated
Learning

[Approaches and Methods V] [Friday 12th; 9:30; Room 21]

Content and Language Integrated Learning (CLIL) and Computertdgdisinguage
Learning (CALL) are two recent communicative methodological appesmdo L2
teaching and learning which have become a priority for the Europeam@sion and
the Council of Europe. The lack of actual CALL integration ibPoteaching is a fact
noted by different authors (McCarthy, 1999; Bax, 2003).

In this paper, we take the compatibility between CLIL and CAdr granted and
present the CLILQuest as a means of enhancing CLIL teachiilg achieving CALL
integration. The CLILQuest is an adaptation of Dodge’s (188&)el of WebQuest, as
well as Pérez Torres’ (2006) language WebQuest and Koenraad atibffle (2003)
TalenQuest, which meets the requirements of CLIL. Like a WiebQa CLILQuest is
a learner-centred activity based on inquiry-oriented or problem-beagdrig tasks that
tap into the resources available on the Internet. It is edpir Jonassen’s (1994) idea
of CLEs (Constructivist Learning Environments) and Oliver's (30@xonomy of
constructivist learning designs. However, the CLILQuest ire®lthe use of web tasks
in a CLIL environment. It is conceived as an essential gfaatframework designed for
guiding the implementation of a technology-enhanced model of CLHerVes to assist
CLIL in some of its most fundamental aspects, such as the quandtquality of L2
exposure through the provision of authentic materials, visual suppoprdim®tion of
cooperative learning, the development of language learning skitls higher-order
thinking skills, motivation, contextualized language, or contecessibility.

Inspired by the distinction of types of knowledge put forward by Anderson and
Krathwohl (2001) (an adaptation of Bloom’s taxonomy of educational obgs3tiwe
have defined four types of modules (Introductory, Core-Knowledgeg, Casd
Awareness Module) as superior categories in which CLILQuestsrabedded. While
Introductory Modules and Core-Knowledge Modules encourage declarativéekiyayw
Case and Awareness Modules involve procedural knowledge. We idantifgtinct
type of CLILQuests for each of the four modules. Each typevesdhe name of the
module to which it belongs and inherits its features.
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Language Teaching and Learning through Creative Writing

[The Teaching of the Four Skills 1l] [Thursday 11th; 10:30; Room 24]

The aim of this paper is to present pedagogical techniqueshiat1) how to create a
rich linguistic environment to improve the quality and the quantityrafligh input in
class, 2) how to stimulate learners’ imagination and cregti8ijt how to improve the
four skills (comprehension, speaking, reading and writing) anddaleow to make use
of students’ multiple intelligences.

According to some authors, stories are excellent vehicleafguhge teaching
and learning, and children and adults can benefit from creating then
teaching/learning materials in a great number of ways (WriP95; Halliwell, 1992;
Moon, 2000; Gardner, 1993; Garvie, 1989). In this presentation we witidként at
teaching techniques and learning strategies that helped kdomddren and adults)
progress in the second language by putting into play their multigéigences. We
will refer to a pedagogical experience carried out withdeeil (21 children from Year 2
at the British Council School, a bilingual English/Spanish schoMadrid), and to an
experiment with adults (18 university students, future teachérshea School of
Education in the Madrid Complutense University).

We will show: 1) how children went through 5 phases (listening teesmusic;
drawing pictures; dancing in the gym; story-making and stonytplliluring a semester;
2) how adults went through the same experience in one session dividet dipur
phases (listening to the music, brainstorming, book-making andedtiony) and 3) how
both types of learners wrote stories in English individually angroups and how they
finally told their stories in class.

Results suggest that story making and storytelling are ertetols to present
language and to improve the four skills. From the linguistic pointief, learners
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moved from a one-word level to the sentence level, for firtalljng their stories in
English.

From the pedagogical point of view, the twenty seven stameated by the
learners reflect the way they internalized the second |gegubrough activities
specifically designed to put their learning potentials at worktigdpainaesthetic,
interpersonal, intrapersonal, linguistic and musical) and tondxkearners’ attention
span. Finally, it is interesting to note that these teactecigniques were used to teach
English but they could also be used to teach the mother tongubiat nguage.
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Teaching Media English

[ESP Teaching and Learning Il] [Wednesday 10th; 15:30; Room 23]

This talk introduces the basic concepts of Media Studies, examirergjfterent forms
of media (print and non-print) and the language that is used, both by prediucers
themselves in media texts, and by critics and students oféd&rto describe them. |
briefly show how the media have developed over the years andrex#mei relevance
of Media Studies as an optional subject at secondary schooiggiamples of its
implantation in other European Union countries, such as Britainnétrelad Hungary. |
then analyse the relevance of Media Studies to the teachikgghish as a Foreign
Language at post-intermediate level outside a secondary school comriexte for the
need to study this speciality as a compartment of Englishplecific Purposes in Spain,
as well as at university level, on the following grounds: i€) importance of learning
everyday media terminology, (2) the importance of the developnwnta
critical/analytical faculty when faced with media textking into account producers’
choices when they face different alternatives for thatwme of texts, (3) the importance
of developing an understanding of the journalistic processes involvlad praduction
of media texts, (4) the importance of furthering an understandingheofrntedia
institutions that produce these texts and the forces at work bel@nd dahd (5) the
importance of an understanding of how audiences receive, use, adj@eagratified
by media texts (uses and gratifications).
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Beatrix Potter's The Tales of Peter RabbitBringing Literature to the Primary
English Classroom through a Class Project

[Approaches and Methods 1l] [Wednesday 10th; 16:30; Room 21]

Beatrix Potter was the best-selling children’s author who wrote“Re¢er Rabbit”
books. Her books were published over a hundred years ago, yet theotetlese to be
loved by children of all ages. This paper provides a connectiorebetthe film and
education to be worked on a class project. This project, althohgk also been used in
the Faculty of Education, UCM, as part of the teacher traisyiigbus, is aimed at Key
Stage 3 English and Media with cross curricular links to Qithe, British History,
British Geography, Art and Science. It links as well to negdivriting, speaking and
listening skills by analyzing written and oral texts for edems of plot, theme,
characterization and conflict, Working collaboratively, compgrand contrasting,
gathering, classifying and interpreting written and oral infdiona making inferences
and drawing conclusions.

After completing the project, students will be able to discusatri Potter's
childhood, artwork, pets and stories; they will discuss aspgcVictorian childhood
and compare them with their own experiences, they will betaldtcate England on a
map or globe and identify important political, social and cultev@nts and figures in
Victorian England, recognize the various story elements ectes stories including
their settings, characters, bad deeds, consequences and outqmuheBotter’'s themes
to their own lives by writing about a time when they committédé deed and learned
something from it, write and illustrate a simple naughty anistaly using the story
elements discussed in this project.
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The Perception of Final Consonant Clusters in English as &oreign Language:
Age, Exposure and Bilingualism Effects

[Second Language Acquisition and Learning VI] [Friday 12th; 15R@m 22]

The present investigation analyses the potential influentlere¢ individual variables
— age, exposure and bilingualism — on the ability shown by foremgukge learners
when perceiving English final consonant clusters. Sixty Spanish(®a bilingual
schoolchildren were divided into three age groups according to tiaeing/testing
ages (4/10; 8/14; 11/17), two exposure groups depending on the amount of English
exposure (6 school years versus 7 school years) and two bilingual grmegsling to
their level of bilingualism (more-/less-balanced). Three hymabavere suggested on
the basis of previous literature review: 1) Older learnalisde better than younger
learners; 2) More experienced learners will outperform lessriexyged learners; 3)
More-balanced bilinguals will surpass less-balanced bilinguals.

The data gathering device was a perceptual task designed formhef a four-
alternative forced-choice identification test. Statisticadlgses were conducted and
results indicated that the first two propositions were borne dwdremas the third
hypothesis was not. In other words, older learners obtained signiidagkier scores
than younger students when discriminating English final consonanerdusthich
confirms the ‘late advantage’ previously discovered in the acmumsibf foreign
languages in non-naturalistic school settings (Garcia Mayo &i&aecumberri, 2003;
Mufioz, 2006). Similarly, more experienced learners were asmdf to display
significantly better perceptual skills than less experientedests, confirming that,
despite the small exposure gap between the two groups (1 schopl greaunt of
instruction turned out to be a variable which exerted a positikeeinice on consonant
cluster perception. However, with regard to the third hypothéises,mean scores
achieved by both more- and less-balanced bilinguals were verjarsiand no
statisitical differences were found. This finding can be aceaoufur by the fact that, in
disagreement with previous research discovering a positivet edffie bilingualism
(Cenoz; 1991; Lasagabaster, 1998; Sagasta, 2001), our two bilingual gtwrps
lessons together in the same classrooms, a factor which garhbenogenized their
learning process and product to a larger extent.
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ELT Teacher Training through the Regression Model

[Teacher Training and Teacher Development V] [Friday 12th; )®80m C]

Research on foreign language teacher training in Spain has preientdtions to face
new classroom situations in the last few years (Gardiarda, 2007). The educational
changes in the student population and classroom atmosphere along hithed
frequency of teaching practice, the almost inexistent provisideaaher training, and
elaborative teacher education in English as a foreign langu&gg (fave led to some
degree of passiveness and, to some extent, negativism amoriEfFithéeachers.
Besides, the limited number of studies in the schools has been limieaaegarding
the effect of contextual factors (such as students’ motivabemaviour, teachers’ social
role, working conditions and so) on teaching. Likewise, few studies redeattention
to the cumulative effect of teacher training on classroorctipea

This research aimed to assess the effect of a new appro@atioér training (the
regression model) in two groups of teachers in Valencia andnidicassessing their
gains and changes according to their own experiences. The meedsingdre diaries, a
guestionnaire and a control session.

The study took part in the 2006-2007 academic year and consisted inohsessi
with the working groups. The study further investigated the attitaddsexperience as
the training sessions proceed.

Findings revealed that teachers who used the suggestopedic apmparbd
better attitudes and capacity to face disruptive situationserctassroom, significant
gains in their own motivation and further interest in teacheniirgi Rehearsal in
extreme situations and regressive visualization of their ewperiences as learners
seemed to have an effect on strengthening their decisionsneelhgassroom.
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College EFL Students as Self-initiating Language Learners

[Second Language Acquisition and Learning IV] [Thursday 11th; 11:60nR22]

Scholars in the field of TEFL maintain that one of thejomaasks expected of a
language teacher would be to identify their students’ learniregegies, so that
language instruction can be adapted accordingly (Chamot, 1987). Mqorstaents
identified as so-called “good language learners” in the litexatior take advantage of
learning strategies, not only in the classroom but also in ttmit-of-class
environment.” They tend to use the language even when they aregnoed to do so
and seek opportunities to practice it as frequently as possibla. shuent-initiated
activities which are practiced voluntarily by learners out#i@elanguage classroom are
referred to as out-of-class learning strategies (Pickb®86). As the opportunities
accessible to EFL language learners in the environment, satdgges constitute a sub-
class of language learning strategies in general. Vanmes tof such “self-initiated”
language learning strategies applied by college EFL students haid relative
frequency of use have been investigated in this study.

Sixty-eight undergraduates and twenty-four MA EFL students (of botesnaaid
females) at Shiraz University, Shiraz, Iran, were sygdeby getting them to fill out a
guestionnaire on the types of learning strategies they applieédethe classroom. The
data obtained were analyzed statistically. After runningctiiesquare test €.05), the
obtained frequencies on the use of three self-initiated aesivii.e. reading English
magazines, periodicals, and novels) by the participants indisafeificant differences
between the two groups of undergraduates and graduates, as wéliesnbmales and
females within the same group; that is, the number of underdesdwéio engaged in
reading English magazines turned out to be much fewer thdoages. A similar trend
was noticed as to English periodicals and novels. The differaigie be attributable to
the undergraduates’ poor proficiency in English and, in particulair, ihgufficient
vocabulary knowledge, among other things. Finally, the overall picfuself-initiated
strategies practiced by the participants, regardless of gemdklevel of education,
indicated that receptive skills (i.e. listening and readimgge more frequently practiced
by the participants than the productive ones (i.e. speaking atiragyvr
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Centro Superior de Hosteleria de Santiago de Compostela (Spain)

A New Development of CBI (Content-Based Instruction): AProposal to Integrate
English Learning and Cooking

[ESP Teaching and Learning Ill] [Thursday 11th; 10:30; Room 23]

The teaching of English for Specific Purposes (ESP) has maiclyséd on issues such
as course and materials design, content selection and methods&wyrally speaking,
ESP teachers make use of a wide range of methodological apgso&nth teachers
and researchers in this field are concerned with finding thoseagEs that work best
for language learning, drawing learners’ attention on languagesfand structures as
well as promoting fluency.

This paper aims to offer a description of a multidiscipynexperience which
combines subject and language learning, and shares featutescamtent-based
instruction (CBI) (Snow & Brinton, 1997; Stryker & Leaver, 1997) andk-tzssed
language teaching (TBLT) (Ellis, 2003; Nunan, 2004; Willis & Wjli007). While
CBI aims at eliminating the artificial separation betwelanguage instruction and
subject matter which exists in most educational institutions, TTBtoponents argue
that the most effective way to teach a language is by eamgégarners in real language
use in the classroom.

Regional Cooking Demonstration, a second-year course &tethieo Superior de
Hosteleria de Galicia(a Hotel Management College), is a noticeably demanding
combination of practical skills, content knowledge and use of En@isidents work in
teams to research the gastronomy of an area of Spain, taltppoducts and dishes in
order to produce a written report which will later be used asb#sés for an oral
presentation delivered in front of their classmates and tis@chers. Besides, students
cook a selection of four typical dishes while they explain how tdkemgnem.
Assessment is made through a questionnaire in English by a cookthgrteen English
teacher and the rest of the classmates attending thenpagon.

All this description will be complemented with the report a¢ findings from a
survey concerning students’ satisfaction with the fulfilment & #ims and the
difficulties encountered while working on the subject.

Based on previous research (Bygatel, 2001; Willis & Willis, 1996), and with
the aim to overcome some deficiencies detected, a sermagdifications likely to be
implemented in the future will be discussed at the end.

The results of this study could be of interest for English lareyuagchers in
similar contexts and situations who may wish to implement anlyeopproaches here
discussed.
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The Use of Webquest as a Pedagogical Proposal for the Developmeht.anguage
Learning Autonomy in the English as a Foreign Language Claseom

[Teaching and Learning Technologies I] [Thursday 11th; 16:30; Room 21]

The aim of this paper is to describe the autonomising potegit@l\WebQuest-based-
design activity aimed at the development of autonomising skillthe language
learning field. In order to do that, | will start by givirsgbrief account of the term
“autonomy” (Holec, 1981; Little, 1991), explaining the different cbutions for this
term and how | understand it in such a specific context (Villan8@6). At this level,
a very important aspect is the idea of “learning webs” whiched into a positive
achievement because it allowed human beings to exchange andirgbaretion,
empower learners and enhance autonomy; since learners weeel dffe possibility to
interact with each other or among several students. Durindashedecade, teachers
around the world have faced professional challenges related tocoeeepts and
learning theories. ICTs have been considered a powerful toolttoduce these
concepts in the educational practice. So, | will point out the guepieal aspects
inherent to the WebQuest model (Dodge, 2002; March, 2005) thatd affer
development of autonomising skills in the EFL classroom.

WebQuests conquered teachers’ interest around the world and tarseajter
their creation, in 1998, thousands of them were found on the WatieB®rvdge coined
the term WebQuestas “an inquiry-oriented activity in which some or all of the
information that learners interact with comes from resourcéBeomternet”. As well as
providing several definitions of the term by different authors;different components
that WebQuests have, introduction, task, process, resouvedisateon and conclusion;
and its types, Short Term WebQuests and Long Term Webqueslisfihish with the
detailed presentation of a specific WebQuest-based activityfispdly designed for the
EFL classroom.
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Integrating Personality Factors and Differentiated Instruction for English
Language Learners

[Approaches and Methods I] [Wednesday 10th; 11:00; Room 21]

As second language educators, we understand the theories of sengndgéa
acquisition. We must also, however, be cognizant of the vaoktgearners in our
classrooms. By combining our knowledge of second language acquisitionour
personal knowledge of our students we can facilitate learning. &lbwgtthe two
knowledge bases, theory and learner differences, allows usdte @ powerful tool for
teaching language through differentiated instruction.

The students who come into our classes, regardless of thee dieeenglish
proficiency, are diverse. The range of diversity in the Bhglanguage classroom
represents categories such as: (a) cultures, (b) learyleg,fc) interests, (d) language
abilities, (e) social and emotional maturity and (f) background kexdyéd (Tomlinson,
2001). English language instructors know that the process of learsicpnd language
is complex and that it is affected by many different factansgéneral, the factors
affecting second language acquisition fall into two main caiegoithe affective
domain and personality factors. Although all of the factors apeitant, the focus for
this paper is the personality factors of motivation and the ichai learning styles of
field independence, visual, auditory and kinesthetic. Theder§aoften facilitate or
inhibit the acquisition of a second language (Brown, 2007). Fuitwel, demonstrate
how the approach of differentiated instruction can be usaddress these factors.

Differentiated instruction is a philosophy driven by three bas@mises about
learning. First, instructor must tap into the students’ prior kndgdein order for the
students to make meaning of the instruction (National ResearchiCd99¢€). Second,
students learn more effectively when they are actively imlwith the process
(Wiggins & McTighe, 1998). Third, the instruction and its mialemust push the
students just beyond their level of independent learning in orderdorig to occur
(Vygotsky, 1962). Additionally, the general principles of respédtisks, flexible
grouping and assessment guide instruction. The teacher carerdifiéee the content,
process or product according to the student’s readiness, leatyieg and interests
through a range of instructional and management stratdgedifison, 2001).

The road to differentiated instruction is to think critically and thntfugly about
curriculum and methods while taking into account the myriad of backdspuearning
styles and motivations that your students possess. The marricggemid language
acquisition theory and differentiated instruction enhances and iegpiastruction for
English language learners.
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Ensefianza del inglés con fines especificos bajo una corwép holistica: el caso del
inglés para Turismo y Hosteleria

[ESP Teaching and Learning Ill] [Thursday 11th; 11:30; Room 23]

Todas las carreras ofrecidas en la Sede del Litoral diilersidad Simon Bolivar
(USB-SL) incluyen el inglés entre las asignaturas obligegoflo obstante, el nUmero
de éstas varia segun el area de especializacion. Sdltoria de estas asignaturas esta
destinada al aprendizaje del idioma con fines especificos. Easel de las carreras
Administracion del Turismo y Administracion Hotelera, el Ingléscomin a ambas,
completa la oferta académica de los cursos de inglésl imesente trabajo se presenta
el programa elaborado para esta asignatura, a partir de ungaoncholistica del
aprendizaje, segun la cual, éste es efectivo cuando persigatviacion de todos los
recursos que posee el ser humano: analiticos, 6gicos, intuidirtésticos, creativos e
imaginativos. A la luz de esta concepcion, y bajo el fundamdattas siguientes
teorias: Sugestopedia (Lozanov, 1979; Lozanov & Gateva, 1989), el ccereino
(McLean, 1973) y el Modelo de las muditiples inteligencias (Gard©883), se
disefiaron diversos recursos didacticos a partir de adaptacehésxto English for
International Tourisn(Strutt, 2004).

En primer lugar, se exponen la estructura de la oferta acadéelichrea de
Inglés de la USB-SL y sus obijetivos y alcances. Seguidansnpesentan las teorias
vinculadas con el aprendizaje holistico. Finalmente, se descgekplica el disefio de la
asignatura Inglés V para Turismo y Hosteleria, asi como cglegimiento para la
elaboracion de los materiales de ensefianza y la metodologiadatiligara su
aplicacion: actividades que incluyen el uso de videos auténticgssjua elaboracion
de afiches, ejercicios de lectura y de comprension y produocabny la presentacion
de un proyecto final por parte de los estudiantes. A travésaj#itacion de este disefio
de ensefianza, se ha logrado aumentar la competencia comunicatoipalpnente en
las destrezas de comprension y ejecucion oral y, de esta formelir con los
objetivos propuestos en el curso y con las exigencias de maneghoded,i tanto para
las précticas en empresas de la industria turistica y hotsbeno para su desempefio
profesional al egresar de la universidad.
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English Content-based Instruction in Higher Education: The Case of Humanities
Electives in Colombia

[ESP Teaching and Learning Il] [Wednesday 10th; 16:00; Room 23]

Research in English Content Based Instruction has largely foarsdéahguage and
content acquisition within the ESL context in the United States<Camdda (Brintoret
al., 2003). Moreover, the approach has largely focused on primary andiaecschool
learners as opposed to students in the college and universityeanboatly are expected
to have fulfilled the second or foreign language requirements tatakdecoursework
in non-native languages. Courses taught at La Sabana Universigilombia, an EFL
context, have proven to be effective when utilizing the English eboiBased
Instructional approach as content instructors take it upon themselvéisroogh
scaffolding support to address academic language needs. This giegsses that
strategies for teaching English Content-Based courses intledvprolonging speaking
and written tasks through stages which permit language not to lebstastent
acquisition. Furthermore, it is argued that instructors inBRe& context must place
focus on contextualizing the English language learning environmenh vghimplicit in
the ESL context. Hence, through humanities courses, instrymtovile the notion of
World Englishes and academic language discourse. The casesoftugypgraphy
electives is utilized in the paper.
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The Views and Perceptions of Student Teachers of EFL ohe Cultural Contents
of Coursebooks

[Critical ELT 1] [Wednesday 10th; 16:30; Room C]

English has been accepted as the lingua-franca of the worlg atthaugh there have
been many controversies with regard to this issue. It ha®ed a common language
status due to technical, economic, cultural, sociological, ¢idne$ political and other
reasons. Its popularity impelled plenty of efforts and expenditureésoreaching and
learning. Appropriate methods and techniques were formed and scrutsoisasl to
teach and learn it as well as the other foreign languages.syitax, lexicon and
semantics of the language were examined and worked on. Howeday, tbis well
understood that some other aspects such as sociology and cultuadsareery
significant means of acquiring a foreign language. Culture, micpkr, is now
accepted as the most prominent component of a language to tedcleaan it.
However, culture is a very vague concept and how teachers amere perceive and
interpret it may differ from community to community, or even framdividual to
individual. Besides, nowadays, the notion of culture in EFL doesmigtrefer to the
culture of the target language, that is, the culture of tigdigh speaking countries, but
also the culture of the learners and the culture of the other p&bfleCoursebooks, in
this sense, have become one of the most significant agents and toeconvey these
cultural concepts which are the target culture, local cultnceiaternational/universal
culture. Therefore they become sources for EFL teachersrerate their views and
perceptions on culture. The complicated nature of the notion of eulind the
complicated relationship between culture and language are obviouslbpjact of
further research. This study intends to examine the viewpeaneptions of a group of
student teachers of EFL at Marmara University, Turkeyhagrospective teachers on
the culture presented in EFL coursebooks.
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Tools for Analysing Teacher-Learner Interaction and Pedagogical Bcision-
making in the EFL Classroom

[Teacher Training and Teacher Development I] [Wednesday 10100; Lecture Hall]

Silence in response to questioning and L1 answers to questions posedianyehe.2;
modification of teacher vocabulary, and the reduction of questionsdpam to closed
forms: such examples of classroom behaviour are exhibitednigydge learners and
teachers on a regular basis. Mackay (1993) uses the ternfsarfassment” and
“hygiene resources” to describe problematic classroom teachihdearning events,
and the strategies employed by teachers to deal with théhou8h originating in
observation of the teaching of content subjects in English-meditwolétg, rather
than in EFL or ESL contexts, Mackay’s taxonomy is of consideralseesttto English
teachers in its applicability both to the cognitive and linguidémands placed on
students in performing tasks in another language, and to the pecddglegisions taken
by teachers to help learners cope with these demands. Wipi®aahes which
encourage language teachers to analyse and reflect on theiramsroom performance,
including Richards and Lockhart (1996), Thornbury (1996) and Brown (2001) use
related concepts, Mackay’s terminology itself has not bedelyvadopted; Cameron,
Moon and Bygate (1996), one of few studies to cite its influenccttyi, did not
observe EFL/ESL classes specifically. This paper will hath, and add to, Mackay’s
terms as the basis for a critical examination of teashefent and teacher-class
interaction, in a number of the presenter's own EFL lessons.

Following a brief identification of those of Mackay's situationd sesources that
would appear theoretically appropriate both to EFL teaching in @ererd to specific
classroom contexts, classroom observational data will be prdserdeanalysed to shed
light on the situations that originally led to the deployment ofidng resource
strategies and on the impact of this observation on pedagogasiodemaking in the
presenter’'s subsequent classroom practice. Finally, suggesilbhe made as to ways
in which Mackay's terms can be further refined, expanded and adegptedls for EFL
teacher development.

References

Brown, H. D. 2001Teaching by Principleg2nd ed.). New York: Longman.

Cameron, L., Moon, J. & Bygate, M. 1996. “Language DevelopmeBiliafual Pupils
in the Mainstream: How do Pupils and Teachers Use Language®uage and
Education10 (4): 221-36.

Mackay, R. 1993. “Embarrassment and Hygiene in the Classrdim.Journal47 (1):
32-39.

Richards, J. C. & Lockhart, C. 199@eflective Teaching in Second Language
ClassroomsCambridge: Cambridge University Press.

Thornbury, S. 1996. “Teachers Research Teacher TRIKI"Journal50 (4): 279-87.

60



First International Conference on English Langudgsaching and LearninQCELTL1)

Hosaka, Hanako(hosakah@hum.u-tokai.ac.jp)

Department of English, Tokai University (Japan)

Opening the Listening Ears

[Second Language Acquisition and Learning Ill] [Thursday 11th; Ro@m 22]

When | teach English to Japanese EFL learners, they oftanddhat it is difficult to
“listen” to English. Many of them feel that reading is ieaghan listening, mainly
because they have control over their reading (i.e. they canrepaatedly or slowly,
and check their dictionaries as they read to comprehend the cohbtemidt in listening
unless they have recorded and replay what they listen to. "Hieey” English as a
stream of speech, but many of them self-evaluated their stemiing ability fairly low.
Even advanced EFL learners face difficulties in listening thuthe natural speech
speed, the technical context, and/or the cultural differendée ibackground.

In this presentation, | will discuss the difficulties in dising comprehension in
the case of Japanese EFL learners, based on the term-eegssariny English classes
at the undergraduate level in non-English majors. Also | wouldtbkdiscuss their
improvements in listening comprehension through “opening their ‘lisgerars™ —
letting them get used to listening to English as a foreigguage. | hope to show the
possibility of helping L2 learners learn to “listen” in anotk@rguage independently,
through better understanding of their difficulties. If time allowswould like to
welcome the participants’ ideas and their own experienclesiining and/or teaching a
foreign language with regard to listening comprehension.
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Department of English, Chinese Culture University, Taip&jwan)
Chinese Students’ Views of Culture’s Role in the EFICIassroom
[Critical ELT 1] [Wednesday 10th; 15:30; Room C]

In the traditional English classroom in Taiwan, the instructicy@dl is to foster
students’ linguistic skills, such as grammar, pronunciation ancébudary. When
students have finally passed the college entrance examinationearehaired to take
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Freshman English in the first year, they subconsciously hope fog shanges in the
English class. To their disappointment, “acquiring a foreign laggus acquiring its
grammar, vocabulary and pronunciation” is still the motto of mostepsof's. When
students study for the exam, they are again frustrated byotitents of their textbooks
which seem so irrelevant to their lives and to theirgvor

In recent decades, a number of research studies have discusspdrating the
teaching of culture into the teaching of a foreign language (B$@88, 1994; Kramsch
1996, 1999, 2001). According to McKay (2003) and Alptekin (2002), English was
regarded as a global language, and non-native speakers hugely ouatimagve
ones. This aspect made English so distinct or denationalisei tieggther belonged to
Britain nor correlated to any other specific culture. Thus Emdgksching should and
could take place in a multicultural context. Kramsch and Anderson (E98@hasized
that L2 learners were also exposed to contemporary culture angi@ydife in the
target country on the screen through application of multimedia. Soraeys have been
conducted on teachers’ views about the teaching of culture (LeSkarston, 1996;
Ryan, 1999, Stapleton, 2000). However, only limited researaddi®@mnou, 1992) was
found regarding students’ views about the teaching of culture.

This paper discusses the results of a study which investigatdents’ views of
the role of culture in the EFL classroom and their preferenceléssroom activities
(i.e. “American movie”, “English songs”, “web search of aipet and “ordering food
from a menu.”). A questionnaire on the basis of a five-point Likeale for closed-
ended responses was given to students to gather relevantatilornThe questionnaire
adopted both discreet responses and space for an open-ended respongeitemsnos
Three types of questions were used: (1) What are studentsation culture learning?
(2) What are students’ attitudes towards the target langgems? (3) Will culture
learning motivate students’ language learning? Data from rsisideere gathered from
the 2007-2008 undergraduate students (57 males, 120 females) at Chirtese Cul
University in Taiwan. Students’ background characteristics bi@sainclude: age,
gender (female/male), current status (freshman, sophomore, jseioor), and major
programs (Department: English, non-English; College: Scienmggng&ering, etc.).
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Jamardo Suéarez, Begofigbjamardo@enegocioscaixanova.edu)

Escuela de Negocios Caixanova, Vigo (Spain)

Comunicarse es mas que palabras: el lenguaje corporal en laagkncia

[Teacher Training and Teacher Development Il] [Wednesday 16tB0; Lecture Hall]

La capacidad de comunicacién es una habilidad fundamental lpieaeenpefio eficaz
de la docencia. Nuestro sistema de ensefianza se ha centmdariprnente en la
atencion al componente verbal (Cestero, 1999), obviando el hecho demueicarse
es mas que palabras. No obstante, si un alumno desvia la amtadana pregunta del
profesor, éste sabrd que intenta eludir la participacion. @io&sor observa que los
alumnos miran el reloj durante la clase, percibira su émtmterés (Pease, 2006). Y en
ambos casos ni una sola palabra habra inducido a estas inteopestaci

El psicélogo Albert Mehrabian, (Mehrabian, 1971) concluy6 que la caacidn
no verbal puede ser mas poderosa que la palabra a la hora de tantenprenensaje
oral. A la pregunta sobre en qué grado el cuerpo, la voz y labraalcomunican
actitudes, demostré que tan solo un 7% de nuestra interpretacion sm bsgue nos
dicen”. Un 38% lo interpretamos a través de la voz (“cardiden”) y el 55% restante
a través del lenguaje corporal (“‘como lo representan”). Lo queoseluye de esta
investigaciéon es que las palabras nos permiten transmitir infanmapero es el
componente no verbal el que condiciona nuestros sentimientos y actitaciasel
mensaje recibido.

Dado que en la enseflanza de lenguas extranjeras, la trangmisiomprension
del mensaje verbal es mas compleja, un uso eficaz de la cawidniio verbal puede
contribuir a potenciar la capacidad de persuasion del profesojoyamel proceso de
aprendizaje en el aula.

Esta ponencia se estructurara en dos partes. En la premeealizar4 un resumen
de los principales componentes de la comunicacion no verbal sigugenkdsificacion
desarrollada por Mark. L. Knapp (Knapp, 1982). La segunda parte réerée
exclusivamente en el componente kinésico de este tipo de comianicfos
movimientos corporales, el contacto visual y la expresion fapia¥entando ejemplos
graficos y audiovisuales de grupos gestuales positivos y negptivada transmision
de conocimientos por parte del profesor. También se explicargmihoipales clusters
corporales de mano-cara que permiten al profesor detectardastiteceptivas o
negativas en el alumno, indicando pautas para contrarrestarasatomunicativas con
alumnos hostiles.
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Kamimura, Taeko & Iwase, Asuka (taekok@isc.senshu-u.ac.jp)
Senshu University (Japan)

Teaching Narrative Story Writing through Integrated EFL Inst ruction
[The Teaching of the Four Skills 1ll] [Thursday 11th; 16:30; tuee Hall]

Although the importance of integrating different skills in EFL tetagtwas advocated
in several past studies (Belcher & Hirvela, 2001; Hirv2204), writing has tended to
be taught as a separate skill in university settings, @dlyda Japan. This paper reports
on a study that attempted to develop EFL students’ abilities adupmg narrative
stories by integrating the four EFL skills.

A class of Japanese university EFL students participategrioject in which they
produced picture stories for elementary school children as thet tangience. In the
first session, they wrote the first draft of a narrastery in English. Then they were
introduced to “story grammar,” which was proposed by research ingegghand later
applied to education (Carrel, 1984; Sanmori, 2006). According to stamngar, a
story has a clear structure which consists of the beginning,ogeneht, climax and
ending, and in which a protagonist faces a problem and solvestlieiend. The
students read several well-known stories in English, such asm®inonni, 1963)
(reading), and the instructor explained how story grammar vadigeé in those stories.
They were then told to produce well-structured stories in EFlcénrdance with story
grammar and later to revise their drafts based on teachgremndeedback (writing).
After completing the final drafts, a competition was hetldwhich the students read
aloud their own stories in front of the other students (speakTing).students listened
carefully to their peers’ stories (listening) and evaluatedntlecording to different
criteria, including content, delivery, and pronunciation. Onbi&®s of peer evaluation,
the best three stories were chosen.

The comparison between the students’ first and final draftslyclsfiowed
substantial improvement in their abilities in producing well-$tmex narrative stories.
The students’ responses on the questionnaire revealed thabtimelif meaningful to
participate in the project that intended to develop theiringrigbilities in EFL by
integrating the four different skills.
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Karabinar, Selma (selmakarabinar@superonline.com)

Marmara University (Turkey)

Epistemological Beliefs about Foreign Language Learning

[Second Language Acquisition and Learning Il] [Wednesday 10th; 1Rt3n 22]

Some learners learn languages more quickly or with more easethers. Is there an
innate ability to learn languages? Is language learningicentamalleable? There has
been a surge of interest in the answers to these questionsesemichers have
conducted studies based on different variables according to theiralegerspectives.
Epistemological beliefs are one of these variables. Epitgy is the branch of
philosophy that studies knowledge and tries to answer the basiciogueshat
distinguishes true (adequate) knowledge from false (inadequate)ddge® It forms
one of the pillars of the new sciences of cognition, which |dpee from the
information processing approach to psychology. Yet, the systemaioty sof
epistemological beliefs is relatively recent, and theeerast many studies concerned
with epistemological beliefs about foreign language learning.

The primary goal of the paper is presenting a study conducted toigatest)
what students believe about language learning, 2) measuring dgndearners’
epistemological beliefs, and 3) comparing this with other leavadables, such as
learner attitudes, motivation, strategies and language\ashient.

Foreign Language Beliefs Survey-Epistemological (FLBS-E) achministered to
300 university students in Turkey. FLBS-E, a self-report beliefdrument, was
developed by Tittle (2001) to measure four primary beliefs consuestelopment in
language learning, student initative, ability, ease/difficaftlanguage learning.

The presentation will start with an introduction on epistemolodiedilefs in
literature review including both Schommer's Epistemological SPoenaire (EQ)
(1990) and Tittle’s FLBS-E (2001). The data collection and anabfdise data will be
presented. The results of the study will be summarised witecagiion on classroom
implementations.

The findings of this quantitative study will hopefully shed songhtlion the
understanding of learners’ beliefs which may lead to more eféectirriculum design
and instruction in language teaching.
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Kaslioglu, Ozlem & Camlibel, Zeynep  (okaslioglu@hotmail.com;
camlibelzeynep@yahoo.com)

Marmara University (Turkey)

Understanding Motivation to Teach: A Comparison of Pre-servie Teachers’ and
Teacher Trainers’ Views

[Teacher Training and Teacher Development Ill] [Thursday 11t@01Qecture Hall]

The issue of motivation has received considerable attention emgfiotanguage (FL)
education. Yet not many studies have been conducted on teacheatimotiThere are
even fewer studies on in-service and pre-service languagketemotivation. Teacher
motivation is a complex issue that can be discussed in relati@itus constructs and
characteristics such as self-concept, perceived valten@amy, and contextual factors
(Dornyei, 2001).

Considering this need, a study was conducted at one of the leadiggabe
teacher education departments in Istanbul, Turkey. The aimsddttidy was to find out
Turkish pre-service English as a Foreign Language (EFL) teachetisation to teach.
Specifically, their reasons for choosing the EFL departmeshtnallingness to pursue a
teaching career, their self-perceived competence in relatigheir English language
proficiency and ability to teach the language, were studiedth®r aim of the study
was to obtain the views of the teacher trainers at the slpartment on these issues,
and to compare the instructors’ views with pre-servicehes’ views.

In order to gather data, a questionnaire composed of open-ended auditelos
was administered to 198 pre-service English language teachebhsfaurayears of
undergraduate study. In addition, seven instructors were intesgtialwout their trainee
teachers’ motivation levels and given a scale to rate gtedents’ English language
skills and area knowledge.

Quantitative and qualitative analyses indicate that thera ¢ertain level of
mismatch between the trainees’ and trainers’ views. Retdihdings will be shared
and educational implications for teacher education programniidsevdiscussed.
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Understanding Developmental Relationships in Discriminativé®erception between
English Vowel and Consonant Minimal Pairs from the Perspectie of General
Listening Proficiency

[Second Language Acquisition and Learning VI] [Friday 12th; 16:2@nR22]

Recent years have seen an increasing number of studies de#titeShiEFL listening
and steady developments in both theory and practice (Rost, 2002)stltber noted,
however, that much of the nature of learning and teachingtenhilig) remains unclear
and unexplored. Buck (2001:51) points out that there has been no “complege unifi
descriptions” of the sub-skills of listening. Phoneme identibcais claimed to be one
important sub-skill of listening in the literature (such as Flower& Miller, 2005), for
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example, but systematic understanding of its nature has notgrebb&ined. Research
was conducted in order to make a contribution to this situation, farugpon
discriminative perception of English vowel and consonant minipzats. Japanese
university/college students participated in this research,hichwthey were asked to
discriminate 15 types of English vowel and consonant minimal .pditseir
discriminative performances and general English proficiencye waeasured, and
developmental relationships in discriminative perception betweetisengpwel and
consonant minimal pairs were studied from the perspective of delsEning
proficiency.

An analysis of the collected data shows, for example, thatsthength of
relationships in discriminative perception between English voarmd consonant
minimal pairs varies according to general listening proficiebey that even though it
increases, stronger coefficient relationships are not alwessognizable in
discriminative perception between English vowel and consonanmailirpairs. This
kind of relationship is considered to represent an important aspebe nature of
discriminative perception of English vowel and consonant minimias pThe presenter,
based upon multiple analyses of the data, will discuss such finlingrms of learners’
listening development. Implications for the classroom wilh &le explored.
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The Relation between Gender-linked Factors and the Writig Ability of Students
[Second Language Acquisition and Learning Ill] [Thursday 11th; R8@m 22]

In spite of the recent interest in gender-linked differenoelnguage acquisition, it
seems that this issue has not yet received due attentioreconds language
learning/teaching. Writing in a second or foreign language iametsy task. In fact, as
Celce-Murcia (1991) asserts, the ability to express one’s opimamstien English is a
major accomplishment that many native speakers of English telgrachieve; let
alone EFL/ESL learners. Thus, the present study attemptedatnirex L2 language
features across genders in informal writing making use offahtures presented in
Mulac and Lundell (1994). In their study it was determined whethereghted
combination of language features of the essay could distinguistedretmale and
female writers. | chose a total of 17 language features ®sstiidy: 1) reference to
quantity; 2) judgmental adjectives; 3) elliptical sentenceslodatives; 5) sentence
initial conjunction; 6) uncertainity verbs; 7) reference to eamtB) dependent clause;
9) sentence initial adverbial; 10) intensive adverbs; 11) hedgespp®sitions; 13)
active voice verbs; 14) average length of sentence; 15) tagianse 16) progressive
verbs; and 17) cause and effect relations.
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Two hundred students (100 male-100 female) were chosen randomly frogecolle
students of Iran. They were asked to describe a landsoapeepin English which did
not contain any human beings or animals as | did not want to em@atend of gender
differences due to the picture. A detailed statistical arslyas not conducted, because
of the modest size of corpus. Instead, a frequency count of theenwfoccurrences of
features in the writings was conducted to support findings.

The results of the analysis showed that 1) most language dsattere used
equally by male and female learners, 2) biological sex al@yenot create noteworthy
differences in the writing of male and female writers. ©faetors such as class and
culture should also be considered.
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Maximizing the Utility of Blackboard

[Teaching and Learning Technologies 1] [Friday 12th; 16:00; Room 21]

One element in training teachers to teach English has traalily been teaching
trainees the linguistic properties of the language: its phoneticmology, morphology,
lexis, syntax, semantics and pragmatics (Johnson, 2001). | provake astudy of how
the learning management system, Blackboard, in consort vatie tmaditional media
can be used to enhance the teaching of English (Flyvbjerg, 2001:6638¢€ifically the
course which | have developed is available by distance and incluckegésovations as
on-line mini lectures where a short powerpoint presentation is acodedphy voice
over over the internet, i.e. it is an implementation of @lfle learning system (Collis &
Moonen, 2001). The powerpoint texts themselves are downloadable. interpizzes
allow students to test their skills in identifying, for exaeppparts of speech and
providing articulatory descriptions of speech sounds. | will log dm¢osite to show
how it is organised and show how the movies play.

| then turn to the evaluation of these resources in termtudérst performance
and other assessments of their efficacy. Most of the eniimaterials have been
monitored by a set of assessment tools readily available tbteaxhers. | show that
the resources are used, that students believe thatehmiimg is enhanced, and that they
have an effect on the mark distribution for the course. Spetffitady have altered a
bimodal distribution with the lower mode being in the fail range towhere fewer
students fail and are helped into the lower passing rangesnFle resources do not,
however, appear to be as widely used by the more able studentsvandohdad an
effect on the performance of these students. They do welldiegs.
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These are important findings given the massification of higtlecaion and the
increasing attempts by organs of state to introduce educagamadiogy as a means of
enhancing learning and teaching (Ingltsal, 1999).
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Acquisitional Pragmatics at Work: Insights from the Theory o Cultural Scripts
[Approaches and Methods V] [Thursday 11th; 11:30; Room 21]

This paper will discuss some aspects of acquisitional praggnatid possible ways of
its didacticisation. More precisely, language teaching metbgoks are increasingly
acknowledging the fact that language learners, particularlyetldsmore advanced
stages of language proficiency, when attempting to decoden#ssage and get its
proper contextual meaning, need to develop the right level of sicpkitn, not only in
their linguistic competences, but also in the pragmatic artdrallcompetences (Low
1988; Bailey 2003). Such competences should sensitise learnersdisdbersal and
pragmatic layers of meaning of the message and enable thegotiedes metaphorical
and figurative levels — which can be very deeply culturaliypedded — rather than
interpreting the message only on the basis of its literseg (Bailey, 2003).

Pragmatic principles underlying the rules of usage of gramabastructures,
often quite neglected in traditional reference and descriptraenmgars and other
relevant pedagogical materials, need to be established andezhaiythe socio-cultural
context in which the examined instances were found to be natolyring. It will
then be shown how the basic concepts of the theory of cultural s@&ptklard &
Wierzbicka, 2007; Wierzbicka, 2006) can be introduced into the foreigguédame
classroom. The main construct of the theory refers to “a techrfigu articulating
cultural norms, values and practices using the [...] metalangufaggmantic primes as
the medium of description” (Goddard & Wierzbicka, 2007: 105). These ncinarsye
constantly, so “in every period there are certain shared understaratidgshared
cultural norms that find their expression in a community’s waysspdaking”
(Wierzbicka 2006: 9). Perhaps most importantly, the cultural nondsvalues in the
theory of cultural scripts are described “from within ratheant from outside”, [...]
form the point of view of those people who are the bearers of tiielggesl norms and
values (and in their own language)” (Wierzbicka, 2006: 24).

We shall conclude by illustrating how the basic principles eftiieory of cultural
scripts could find their practical didactic and potentially adittactic application,
helping learners not only to improve their cultural fluency, st & develop gradually
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relevant metacognitive strategies that will in turn ensucgensuccessful and more
autonomous language learning and learning in general (Kurte$, 2008).
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Learning English in Corporate China

[Cultural Studies and ELT 1] [Friday 12th; 16:30; Room 24]

China’s rise and its potential markets are attractive anttlwigle business people want
to do business in and with this country. Recognizing the importantptajeed by
language and culture in international business communication, {hés pall explore
the role played by English as a language of international consation in the business
context in China, by examining the rise in English learning fewer how English is
perceived, mainly in companies.

Our analysis will be based on a survey made by us in 59 foreign ands€hine
companies in mainland China in 2007. The results show that Engliginfgestool for
international communication, better pay, better job and a windowetavdinld in these
companies.

After China opened up in the early 1980s, international companiesflomded
into the country. With this, there has been a growing demandnfglisB, and people’s
expectations of the language have started up a new movement. Evensgphbbls
have started to reform the teaching of foreign languagdswialy the trend established
in the private sector.
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Actividades basadas en corpus para la ensefianza del ingléshégocios a partir del
DDL (Data-Driven Learning)

[Materials Design and Production I] [Thursday 11th; 16:30; Room 24]

La utilizacion de los corpus en el proceso de aprendizaje dengzea es a dia de hoy
reducida (Mukherjee, 2004: 239), dado que muchos profesores no los haadimteqg
sus clases y porque la influencia de la aplicacién de latigaegn sobre corpus en la
ensefianza del inglés es todavia limitada.

Johns y King (1991) fueron pioneros en desarrollar procedimientos de agendiza
basados en concordancias e introdujeron el térata-Driven Learning(DDL). Este
enfoque es definido por estos autores como “the use in theoclkssf computer-
generated concordances to get students to explore regulariticteofipg in the target
language, and the development of activities and exercises basednoardance
output.”

La utilizacion de corpus y un programa de concordancias puederuterécto
motivador y de recompensa no solo para los docentes, sino tarab&log alumnos.
Para el docente, estos programas pueden proporcionar ejemplos canseldagbara
resolver cuestiones léxicas dudosas, entre otros usos. Addnesudiante puede
desarrollar una habilidad de “aprender como aprender” permitiéasofeir el papel de
un explorador.

La ventaja de este enfoque es que, en el entorno de la clasée @@ profesor
jugar un papel menos activo mientras que al mismo tiempo expaharaio a textos
reales.

A través del procedimiento inductivo, los estudiantes infiereergémaciones a
partir de los datos obtenidos de los programas de concordanciag)riesto hechos
sobre la lengua por si mismos a través de la identificacigpaienes y proponiendo
hipétesis a partir de la observacion, clasificacion y gezeradin de los datos. Este tipo
de metodologia es especialmente util para la adquisicionaseatica y vocabulario,
guiando a los aprendientes a descubrir patrones en el input, estimulando
procesamiento mas profundo.

DDL ayuda a los aprendientes a conseguir una mayor independengiag lo
resulta ser de gran utilidad en la ensefianza a distancial @aetoaprendizaje.

En esta comunicacion se van a mostrar actividades basadaspes para la
ensefanza del inglés de fines especificos a partir de un coghéss de negocios creado
ex profeso y con un programa de concordancias. Se plantean actividades pa
desarrollar y llevar a cabo tanto dentro de la clase conra fie ella, bien como
refuerzo al aprendizaje presencial o en un entorno de ensefianzanaialisEstas
actividades estan enfocadas a mejorar la adquisicion y congafidie vocabulario, al
refuerzo del aprendizaje de la gramética, al estudio deamitoes o la identificacion
de estructuras de diferentes tipos textuales.
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Introducing the MORPHEUS (MORPHological Corpus of the Englsh of
University Students): Features, Aims, Results and Adjzations

[Corpus Linguistics and English Language Teaching I] [Thursday 11tB0; Room C]

This paper delves into the connections between orthography and bottiandeand
derivational morphology in ELT by resorting to error analysis. &loee, the first part
of the session is devoted to the description of the features asdhihe MORPHEUS,
a corpus of spelling and morphological mistakes with is cuyréxating gathered at the
University of the Balearic Islands (UIB), Spain. The analydithe corpus compiled so
far has already yielded relevant results as regards ples gnd frequency of occurrence
of morphological mistakes made by Spanish learners of Englistg sinesulted in a
provisional typological classification put forward in the paper, armichv partially
follows the contributions by Ellis (1994), Littlewood (1984), and Caated Nunan
(2001).

The conclusions that can be drawn from the analysis are tbevifod): firstly, an
important number of spelling mistakes can actually be accountdyy fmonsidering the
influence of the morphological component of the L1, for examplehénchoice of
wrong affixes (*desappear), wrong allomorphs (*inmature) or wrongs rdige to
incompatibility (*accessibles); secondly, spelling mistakes aso very often due to
inadequacies in the acquisition of the morphological componerteof2: mistakes
occur, for instance, because adaptation rules of spelling mugtghed together with
morphological rules (*studing, *listenning), or because there is noemess of the
morphological structure of the lexical item (*finaly, *dissappdareThe results
obtained also point at the need to encourage the teaching of the moigaiolog
component at all levels, since increasing the awareneasesfand structures is in fact
an effective strategy to prevent spelling and morphologicabkes.

The applicability of the corpus is illustrated in the finaltperthe session, since
the data provided by the MORPHEUS also allowed the preparatiennsdnual on
English spelling for Spanish students which intends to foster theis#ton of the
morphological component of the L2. This manual, whose contents ahaefe are
presented in the last section, is currently being tested outBstudents, to whom it
has been made available as an on-line resource for self-study.
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University of Warwick (UK)

Teacher’s Attitudes towards Films/Videos in the EnglistClassroom in India
[Teaching and Learning Technologies I] [Wednesday 10th; 10:00; Room 24]

Although films are a part of our everyday life, and also orh@imost easily available
materials for language learners, most teachers arengtiflustful about using them for
teaching. It has been observed that teachers who do make usespfrfore often than
not, encourage passive viewing of films. There is not muchesgas among teachers
of their instructional goals when using films in the languagestbom. They use films
or other forms of media for non-educational purposes such as tonfd| tio keep
students quiet, as a break from monotony of real learning or asad for good
behaviour. Rather than associating any pedagogical value to fhms,see films as
babysitters.

The paper discusses the attitudes of teachers usingsthiésref a questionnaire
that was administered to the practicing teachers and teadoeators in India. The
guestionnaire focuses on whether teachers are ready to adoeptaf teaching
materials, what they think about films in the context of Emglanguage teaching and
whether they would like films to be part of the curriculum. Paper also argues that
the teachers need to take a reflective and thoughtful stemiée considering films as
teaching material. If films have to serve any pedagogic purpbseg,important to
promote the development of critical thinking skills in the leegnvehile using television
and video materials. The paper also discusses how films awduable teaching
resource in the same way as textbooks and how they can be ugedcfung in the
same way as any other texts.
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Maiz Arévalo, Carmen & Dominguez Romero, Elendcmaizare@filol.ucm.es)
Departamento de Filologia Inglesa I, Universidad Complutenséaded (Spain)
“Mind the Gap”. Gap Filling Exercises in EFL Listening Comprehension at
University Level in Spain: A Case Study

[The Teaching of the Four Skills 1l] [Thursday 11th; 11:00; Room 24]

English native speakers do not always “rely on what their eduthém but fill in parts
of a message, usually unconsciously, according to what they exphetar” (Rixon,
1986: 30). That is to say, they fill the gap automaticallp whole-to-parts approach.
This is not so easy for the non-native listener who is not ‘@bequipped with innate
grammatical knowledge but there are exercises which both lbeljpnprove his
knowledge of grammar and use the grammatical context to disemtanghessy’
pronunciation” (ibid: 31). In the case of Spanish students, thispesciedly difficult
given the fact that Spanish is a syllabic language as opposedlishEndich is based
on a stress-timed intonation.

The present study intends to analyse the EFL Spanish univetsignss’
response to gap filling activities in different listening coetnsion tasks. Fifty-eight
First Certificate students were presented with two diffelistening texts (an authentic
song and a text-book radio programme). Each listening session vespacted by a
gap filling activity testing vocabulary (mainly collocatiora)d grammatical units (e.g.
verb plus direct object).

Our objective in the current paper is to analyse the studesiomees to these
activities in order to see the kind of strategies they usedh whable to provide the
exact answer. In addition, we intend to ascertain whether stregegies resemble those
employed by native speakers or not. Ideally, the use of dagfictivities in the
classroom should make our students become increasingly more prdfgtemrs —i.e.
able to predict and fill the gap automatically —just asveatpeakers do.
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Universidad Europea Miguel de Cervantes (Spain)

The Design of ESP subjects within the European SpacerfHigher Education
[ESP Teaching and Learning Il] [Wednesday 10th; 16:30; Room 23]

The adaptation of all degrees in Spain to the European SpacdgfuerHEducation
before 2011 and the suggestion that English should be considered aswanentl
competence in the development of the new study plans, havegeth the framework
within which the ESP teacher has to elaborate his or her mat@n@ organize the tasks
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and goals their students should get. In this paper we will canidenew challenges
the ESP teacher has to overcome in order to adapt to the new Eustgedards of
teaching and learning English within the framework of the Common Europea
Framework of Levels applied to the European Language Portfolio anButopass
tool.

Due to Corpus Linguistics advances we have been able to estthialish,000
words in English is the minimum level needed for a student taagrurvival level
within which he or she could understand almost 80 % of a text. Thissnileat one out
of five words will not be recognized by the student. This percerdags not grow
significantly if the student acknowledges 10,000 words (93%). Theredartempetent
student of English should, at least, acknowledge a range of 2,000-4,008. wor
However, at an academic level, some researchers defepdgtien that students at a
University level should acquire an additional 1,000 words related to fieé&ds of
knowledge. Besides, they should develop strategies to cope witfidquency words
which may come up in written and oral texts.

The Common European Framework of Reference for Language defines
competences as the adding of knowledge, skills and features Wowhaaperson to
perform different tasks and activities. Generic competeneésr rspecifically to
language but they are not essential to the performance of angftgpavity, including
activities within the linguistic realm. Therefore, it issential to develop general and
specific linguistic competences with a strong emphasis on textualized
development of vocabulary acquisition in the ESP classroom. Besids&-based
language learning (TBL) could be a suitable approach because thwdolegy
encourages learning from very specific activities or taskedbas academic contents
(EAP and Content-based instruction or CBL). Along with this, it besomlevant to
define competences in English as a second language linked thffdrent areas of
knowledge with special attention to vocabulary acquisitionSR Elasses.
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Martin Ortiz, Patricia (patriciamartin@usal.es)

Departamento de Filologia Inglesa, Universidad de Salan{&pedn)

Formacion del profesorado para centros bilinglies. Proyecto piloto ne la
Universidad de Salamanca

[Teacher Training and Teacher Development Il] [Wednesday 16tA0; Lecture Hall]

El propdsito de esta ponencia es dar a conocer el proyecto pilEpmeacion del
profesorado para centros bilinglies” impulsado por la Fundacion de Ucdédss de
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Castilla y Ledn, donde una serie de profesores de la Universid&hldmanca se
encargan de formar a aquellos maestros de Infantil, Primamiafesores de Secundaria
gue se han de enfrentar al reto de la ensefianza en chitinigées sin tener la
especialidad de inglés.

El objetivo primordial del curso es dotar al alumno de las imeergas
linglisticas necesarias para poder impartir la docendizgé¥s.

Hay que sefialar que la demanda para asistir a este cursio lapabullante y se
han formado veinte grupos de quince personas distribidos entre ZKeimpra y
Salamanca dentro del distrito universitario de Salamancair&b esta destinado a los
profesores que imparten otras materias pero también se leaio @aquellos maestros
de inglés que desean perfeccionar el idioma. En estos cuwspeetende que los
alumnos desarrollen las cuatro destrezas linguisticas, ponienelspeaaial énfasis en
las destrezas orales, y buscando que el alumno consiga fluiddmoealde expresarse
en inglés.

El enfoque es eminentemente practico, comunicativo y patieipy se pretende
gue el curso constituya una experiencia enriquecedora para todos,tivsstyual
mismo tiempo placentera y que abra camino en el areardadidm de formadores.

En definitiva, se trata de que los maestros y profesoresalmd@&sia adquieran
una serie de conocimientos linguisticos y desarrollen las dedds necesarias para
poder llevar a cabo con éxito su labor educativa en el medio bilingiie el proceso
de ensefanza-aprendizaje tenga lugar de una manera efectiva.

En este escrito presento mi propuesta de disefio del curso, chimdesarrollado
y cudl ha sido la respuesta de los alumnos.
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To What Extent does a Content-based Instruction Programme Affédhe Morpho-
syntax of L3 English Learners in a Basque-Spanish BilinguaContext?

[Second Language Acquisition and Learning V] [Friday 12th; 10:00; R2m

Current research on the acquisition of English as a third langudyen institutional
settings has shown that an earlier start does not produce sigtiifibetter results in a
situation of instructed foreign language acquisition, that idiceds not better, at least
in this context (Fullana & Mufioz, 1999; Garcia Maal, 2002; among others) unless
instructional hours are used effectively and there is anaeera the number of hours
of exposure. Studies focusing on content-based instruction (CBI) haviedesh¢hat
this type of acquisition results in improved proficiency in Esiglianguage skills
(Kasper, 1997; Pica, 2002; Song, 2006).

This paper focuses on the acquisition of certain morpho-syntesg&cts, namely,
the use of null subjects, null objects, placeholders and null detnsniby
Spanish/Basque bilingual learners of L3 English in two differepbsure contexts:
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English as a school subject (ESS) and content-based instruction TGBImain aim of
our investigation is to provide new evidence to the observed clamCl learners
normally outperform ESS learners in general language competesis by
investigating the aforementioned morpho-syntactic features, wragle llso been
investigated in independent studies on the English interlanguageaonisB/Basque
bilinguals, but never in relation to a CBI setting.

The participants are 14 year-old Basque/Spanish bilingual stuléamtsng L3
English at schools in the Basque Country. The participants adediinto two groups:
Group | (n=10) or the ESS group and Group Il (n=9) or the CBI growgznkes in both
groups started learning English at age 8 and have been learninghEiogl7 years.
Learners in Group Il have been taking part in a CBI programmthéolast academic
year, so they have received 217 hours of additional exposure English language.

The results obtained lead us to conclude that certain L1 efidutsr have been
observed in the interlanguage of our learners are minimized byipation in a CBI
programme. More specifically we show that CBI learnersiagntly outperform ESS
learners in the use of placeholders and overt determiners, bathidi have been
accounted for in terms of L1 influence in previous research. Riegathe use of null
subjects and objects, we have found no statistically signifdiéfatences between both
groups. Nevertheless we must add that we did observe a tendemupitaze L1
effects in the CBI group, given their higher tendency to amalbarguments in general.
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Mato Baneiras, Aurora; Rodriguez Leal, Gloria; Rodriguez Nufez, Clara,
Rodriguez Pantin, Alberto & Trifianes Lépez, Maria Luisa
(cristela65@edu.xunta.es)

CPI Cernadas de Castro, A Corufia (Spain)

Developing Materials for History in Secondary Education accordig to CLIL
Methodology

[Materials Design and Production I] [Thursday 11th; 16:00; Room 24]

To introduce foreign languages for communication in non linguistic sisbjes been
one of the main goals of the Spanish Educational System insthgekars. The so called
Bilingual Sections are now implanted in several schools, witida vange of subjects.
This paper presents a project to elaborate several unitstrHin English adapted to
the 4th level of Secondary Education. It has been done as a woik lgy two English

and three History teachers, directly implicated in Bilings@ttions.

We shall show some previous problems to teach History with & @dntents
and Language Integrated Learning) focus in Spain. Teachers dovweoCh#. books
on these subjects, and materials coming from Anglophone countriesaharg high
English standard for Spanish pupils.

We will discuss the methodological needs to elaborate CLlleniadd in History.
As regards contents, these must be the same both for studémsBaropean sections
and those students attending regular classes. However, oantstucommand of the
English language is not always good enough to follow the clastess lavel required at
this stage. Regarding language, vocabulary and syntax, thesdensimple and clear.
As regards the didactic planning of the lessons, it is not possibl&se them on
teachers’ speech, activities must be varied and attead&urthermore, we need tasks
related not only to historical contents, but also looking for the developai linguistic
skills.

Finally, we will present our four units. To elaborate them,haee used all the
resources we had: text books from English-speaking countries, web, gageious
experiences in different parts of Spain, soaking up CLIL methodokdbgf them were
very valuable guides for us. Then, the creative process cAlmalivided the subject
into units according to the official curriculum and we designedakks. The outline
was always similar: we tried to include the four linguistiglls, starting with more
comprehensive activities and ending with more productive ones;awaired both
individual and group work, and the autonomous learning of pupils based on our guiding
lines; and we used the new technologies to obtain and creatwiaudl resources.

In conclusion, we tried to adapt language learning methodology to langaistic
subject, using English not as a goal, but as a means, agp€idoses.
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Mattheoudakis, Marina & Alexiou, Thomai (marmat@enl.auth.gr)
Aristotle University of Thessaloniki and Hellenic Open UniitgréGreece)
Identifying Young Learners’ Learning Styles in Greece

[Approaches and Methods V] [Friday 12th; 10:00; Room 21]

The introduction of foreign language instruction to primary educatiorost European
countries has attracted researchers’ interest in the studgliaflual variables in young
learners, and their impact on learners’ achievement in landaageng. Matching the
learning styles of students in a language class and the teatyim@f the instructors is
claimed to have a positive effect on the quality of the stistiéearning, their attitudes
and most importantly on the students’ motivation to learnahguage (Wesche, 1981).

Our paper aims at identifying (a) Greek young learnershiegrstyles and (b)
how these styles influence students’ learning of Englishfase@yn language. To this
aim a questionnaire especially designed for young learnersdistitbuted to 356
students of 10-12 years of age in four state primary schools imé¥orGreece. The
schools chosen are located in areas of different socio-econoruis; ach a choice
was based on Rogoff’'s view, according to which, social clagsns to influence
learning styles (Rogoff, 1990, cited in McLaughlin, 2000). Our rebequestions are
(a) whether the majority of young learners are mainly visymdg, as supported by the
relevant literature, (b) whether there is a developmergarfing styles across age, (c)
whether teaching methodology matches learner preferenceslatghéecome evident
in students’ answers to the questionnaire and (d) whether thang differentiation in
learning styles across learners of different socio-econdatiess

The results of this study indicate that the vast majoritgusfyoung learners are
mainly visual (41,44%) and kinaesthetic (40,4%) whereas acouatitels are fewer
(33,59). A comparison of the answers provided by the three diffagantgroups of
students (10, 11, 12 years old) indicated that older learner€r@nees are mainly
kinaesthetic while younger learners prefer visual stimuli. Sirgling is particularly
interesting as it points towards a mismatch between lepratarences and the teaching
methodologies commonly adopted in the Greek EFL classroom. Thesresalr study
also suggest that learners tend to use different learningsstyt different learning
purposes. This finding provides support to the latest brain theodasef 2000) as
well as the Multiple intelligences theory (Gardner, 1993). Binahteresting results
emerge from the data regarding social class and learnifeygmees.

The results of our study are expected to shed light on the rgieuofy learners’
learning styles in language development and provide us with insightsding the
choices teachers need to make when teaching students aérdifesarning styles.
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Individual Differences and Universals in Language Learning AptitiRiavley:
Newbury House.

Najar Merdassi, Saloua(salouamerdassi@yahoo.fr)

Faculty of Medicine, Sfax University (Tunisia)

Tunisian Young Learners’ Story with English

[Teaching English to Young Learners I] [Friday 12th; 11:30; R@8in

In my paper, | will present the results of a research studjumisian young learners.
The study is an attempt to explore how Tunisian young learners undergxptrgence
of learning English as a third language at the primary schoel.lén order to
understand how the young learners cope with this complex situationgitudinal case
study was conducted over a period of five months employing a learneiognage, a
guestionnaire with the class teacher and the video-recordafeof class sessions.

The data collected was analysed following an adapted versio€QifT
(Communicative Orientation of Language Teaching) Observation S;hmaposed by
Frolich et al. (1985) and cited in Allwright (1988). The scheme was designedtarea
the communicative aspects of classroom interaction in a yaoktsettings. The
objective of the study was to find out whether the various aetiviproposed by the
teacher match the principles stated in the course olagscti

The results of the study indicate a certain degree of g@ooy between the
teacher’s intention and the research findings. A limitadssioom verbal interaction was
generated from the type of activities undertaken in clalsas,Tit is recommended to
create the conditions necessary to stimulate language use (R#%),and engage the
young learners in activities that expose them to the kind of inputssege for
developing their oral communicative skills (Nunan, 1988). The pyiraehool teacher
will need further induction in the practice of learner-centkgsroom activities (Ur,
1996). The findings of the study can be used as a basis for miyemirriculum
development as well as a teacher development plan.
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Normand, Claude & Pereiro, Myriam (Claude.Normand@univ-nancy?2.fr)
CRAPEL/ATILF/CNRS (France)

Formar a profesores de idiomas autobnomos: de la préactica fdekiva a la
investigacion-accion y vice versa / Training Young Language Teaclsrto Be
Autonomous: From Reflective Practice to Action Reseaftand Vice Versa
[Teacher Training and Teacher Development V] [Friday 12th; 1R66m C]

Teacher trainees in France have very little time to enastminimum of competences

which will enable them to teach their first classes withtmg much damage to

themselves or to the learners. As a result, they msgrtréo imitating their mentors,
which may serve them at times but does not prepare them teesewlving career.

This paper presents an action research project (Nunan, 1992) whithd stn

September 20079 in a French teacher training college and whidwominue next year

with the amendments suggested by the trainers’ experience atrditie®s’ responses

to a feedback questionnaire.

The research concerns English and Spanish teacher-trainersia@eéstrinitially,
the reasons for this were that these two languages draw thetrmioges in the
language department and the trainers share the same vievie aaltie of action
research, collaborative work and plurilingualism.

The aim of the research is to find how introducing traineesttoraresearch may
help them become reflective (Schon, 1983) and autonomous (Newby, 2003)
practitioners. This year’s experience has enabled us to compafiedings with those
of researchers and trainers that have had experience in sed@arch projects (Deum,
2004; Laidlow, 2007).

Our presentation will focus on the methodological tools and procechem this
year (online resources, guidance on data gathering and analysis methods
conceptualisation of the research procedure) and will continueawigmalysis of the
trainees’ responses to a questionnaire.

At the end of the first stage of our action research prdj@o points stand out:

(1) We shall have to find a way to reconcile theory and practieacfers and trainees
do not have the time or the will to read applied linguists or ecdurcati
psychologists (Perrenoud, 2004) and we believe that action reseamcloffer
reasons to do so. However, we did not give trainees enough tirmasan to want
to investigate the online resources at their disposal.

(2) The trainees’ responses were enthusiastic about being in mixed dEnglsh-
Spanish). The reasons for this will be developed in the iegsen.
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Tallinn University Language Centre (Estonia)

The Model of Contemporary Foreign Language Teacher

[Teacher Training and Teacher Development Ill] [Thursday 11@@; ®:ecture Hall]

There has always been a need for professional foreign languagteé€hers, though

the meaning of professional teaching has changed with time andcloti@xt. The

cross-border economic changes in the expanding European Union, traetdlsng just
some reasons for growing motivation of foreign language learninghwvtaive led to the
need for changes in the FL teachers’ professional role. The |gtifzmges in
understanding what professional teaching means influence the caoofcépacher
professionalism at a national level as well, becausettieagth of global influences is
growing everywhere.

As the concept of good teaching has been under discussion in Estomimfiger
period, it is vital to establish the common ground for furthecusision. The author of
this paper conducted a theoretical research to createiblpaasdel of a contemporary
professional FL teacher that could serve as a basis foefuttbcussion. To see how
the model is reflected by the major stakeholders (teacsteidents, school-principals)
an empirical research was conducted. The empirical résbact a two-folded aim: 1)
to find out what the opinion of principals, students and FL teachetsoist FL teacher
professionalism; 2) to find out how/if the created professional medeflected in their
perceptions.

To collect data, the author used both quantitative and qualitatiseanch
methods, e.g. the students wrote on the topic What is a good FRhetelde? A
standardized interview with open-ended questions was conducted ah@isghool-
principals; a questionnaire was conducted among the teachers.

The results can be summarised as follows:

(1) The categories of the contemporary professional FL model amctedl in the
perceptions of all three target groups (students, principalse&thérs), but there
are significant differences in these perceptions.

(2) All target groups think that having positive characteristidgrai a precondition of
professionalism.

(3) FL teachers’ professional code of ethics is very impor@arsgtiidents.

(4) FL teachers do not consider the code of ethics important at all.

(5) The FL teachers of Estonian general education schools do not pdiséroselves
as autonomous agents of change.

(6) There are traces of semi-professionalism in the FL tesigberceptions.

(7) FL teachers are not aware of changes of teacher profaksionn the 21st century.

(8) All groups under research consider subject teaching as an utmosif the FL
teacher.
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Podcasting for Materials Design and Production

[Materials Design and Production I] [Thursday 11th; 15:30; Room 24]

The team of lecturers of the University of Oviedo have been ngifkir over two years
in the use of podcasts to enhance listening comprehension and fairoraous
listening in the field of ESP. Their efforts are part gfraject which aims at creating a
repository of material to be made accessible to the uniy@snmunity.

The abundance of listening materials in the internet makgssisible to find
podcasts appropriate for almost any topic at nearly any levielthgse are hardly ever
usable as given, they can only be the starting point of an elabm@tess that only
concludes with the creation of strategies and habits stuckemtsenefit from.

The authors present a description of the procedure they think adequoht@ito
those strategies and habits. They think that the ideal is &tecesm environment in
which the files are edited in such a way that they become #@negngt point of an
independent use. It begins with the selection of podcasts, thesianal their suitability
and the development of pertinent exploitation techniques, which mthedcreation of
sound files from the podcasts which serve as stepping stonedfoldéeg to achieve
that ideal autonomy. The next step is the storing and disagamirof those files.

Once the students are thoroughly familiar with the files the time for them to
move on to the real podcasts, that can be used with the stgatkegy have learned and
practised with the files in the repository.
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Programas de practicas docentes en el extranjero para alumnog dlagisterio de
LE (Inglés) de la Facultad de Ciencias de la Educacion (UQRValoracion del
alumnado participante

[Teacher Training and Teacher Development VI] [Friday 12th; 11:8€ture Hall]

El presente estudio investiga los esperados beneficios naicadé profesionales y
personales que ha obtenido un grupo de alumnos de la Facultad de Cienlaias de
Educacion de la Universidad de Granada que cursan las espéeislia Magisterio,
Pedagogia y Psicopedagogia tras una estancia de préatiebReino Unido.

Estos alumnos han completado una estancia de practicas en colgigiess con
una duracion de cuatro semanas que, en la mayoria de las ocasiomede con el
periodo de précticas especifico de la titulacion que cursan. Eretmnalumnos que
han disfrutado de una beca para realizar practicas docentes eoscoéelylanchester y
Norwich a través de un convenio entre la Universidad de Granatidinisterio de
Educacion y la Teacher and Development Agency britanica.

Para nuestro estudio usamos un cuestionario mediante el caklrfo®s valoran
el programa de préacticas desde el punto de vista organizatiltaral, linguistico y
profesional. Es decir, pretendemos conocer cudl es la valordel alumnado con
respecto a las condiciones generales de su estancia, suidnneerda sociedad y la
cultura inglesa, los avances linguisticos, procedimentalegzgdoiégicos que pudieran
obtener, las diferencias en las estructuras educativas enBBetafia y Espafia, las
distintas maneras de organizar el aula y el centro; el usldagua extranjera en el
aula, la aplicacion de unidades didacticas, su elaboracién y su dqeapeo de las
programaciones.

Dada la aceptacion del Programa de Practicas en el jextramtre el alumnado,
nuestra intencién es contribuir a su mejora ademas de promovegstpidipo de
programas se haga obligatorio por sus beneficios para la formaci@s daturos
docentes.
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A Proposal for the Improvement of Instrumental English in Higher Education: An
Innovative Teaching Project at the University of Cordoba

[Approaches and Methods VI] [Friday 12th; 10:30; Room 21]

Given the deficient situation of language teaching in Spaiegiins obvious that a new
and radical change is required both in its implementation and ne-gbl@boration of the
principles sustaining our educative system. The adoption of Content amrglidge
Integrated Learning (CLIL) proves to be a very suitable modeld offers
unquestionable benefits in our pursue to accomplish basic and moracedva
objectives related to the students' conversational and academpetence in a foreign
language. As far as Higher Education is concerned, introducing raicadgentents
through English provides a suitable framework to help us, aBdesadéncrease students'
use of the English language. However, as it entails arkaila transformation both in
the planning and sequencing of university teaching and in the way tomeitf there
are some crucial aspects related to methodology and to curri@dmn that should be
carefully analyzed.

In this talk, we intend to share with the audience a teaaxpgrience carried out
at the University of Cordoba, in which a wide number of teacrersnaking the effort
to adapt their teaching to this new model by introducing academic &dg&lthrough
English. This CLIL model provides the theoretical foundation forithprovements
achieved so far and still to come for the students and teaicivetsed. The reported
project brought together over 25 teachers from four differenégedl at our university,
both from the Departments of English and German and from non lingaists (Law
and Economics, Higher Polytechnic School, Veterinary or Humanitiesall, more
than ten degrees and an average of twenty different subje@snwvelved. The positive
outcome of the project is being increasingly recognized by ondisiagues, and there is
an increasing number of participants, mostly due to the speatamyieovement in the
students’ competence in English. Students are also showingmlia attitude to it
since they acknowledge its benefits.
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Style of Writing and the Appeal of Graded Reading Materials
[Materials Design and Production] [Friday 12th; 17:00; Room C]

Thanks to the popularity of extensive reading (ER) in L2 teachimaglegrreaders have
become a major category of materials for language learnees.eSsential quality of
these materials is that they should appeal to their taugkérace of readers and keep
them motivated to read more. Thus, the question of how to creataliagp&R
materials is an important one for writers and publishers. Vafamiers are likely to be
involved, but Day and Bamford (1998) suggest that style of wrisng key one. In
particular, they suggest that language learners are ltkelsalue graded readers that
expose them to poetic, figurative uses of language.

Day and Bamford's intriguing proposal provides the starting poinmnfopaper,
which focuses on theoretical and empirical research relatdteiloproposal. From a
theoretical perspective, Day and Bamford's proposal will lagekto the literary theory
of foregrounding, which identifies figurative language as a kestofain the
appreciation of literary texts. After a brief discussion of dooending, the paper will
provide an overview of empirical research that has been nexdivgy this theory. Most
of this research was conducted with L1 readers as subjectsseataie with L2 readers
will also be discussed, including research by the presentite jprocess, reference will
be made to recent publications on literature in language teaalthgas Hall (2005),
Paran (2006), and Picken (2007). Overall, the research sudussigtrative language
plays an important role in providing a reading experience thatlied by L1 and L2
readers. Thus, figurative language deserves attentionfastaa in the production of
graded reading materials for L2 learners. At the same Lioweever, it is also clear that
further research is necessary, and the paper concludes by higglighportant areas.
In particular, it will highlight the fact that figurativerlguage can be challenging to

86



First International Conference on English Langudgsaching and LearninQCELTL1)

process, and that research concerned with the threshold of thengeak needed: How
much challenge can language learners handle before figuratigidge begins to
interfere with their enjoyment of graded reading matetials
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Words, Words, Words! Lexical Competence of Advanced Learners of English
[The Teaching of Vocabulary I] [Friday 12th; 16:00; Room C]

The role of lexis in second/foreign language communication is unquasiyoof great
importance. It is also the part of language competencedhatdrs find most crucial.
After all, even beginning learners can express themselvesrte extent provided they
know a few words, whereas knowledge of grammar is not as edsémd, as we
know, it is dictionaries and not grammar books that people carfytiaéim when they
travel!

Research on strategic competence, especially communicatigp€neation
strategies, has shown that learners resort to various &lNernvaays of expression
(paraphrase, circumlocution, word-coinage, etc.) when faced lestbal difficulties
(e.g. Faerch & Kasper, 1983; Poulisse, 1987; Kellerman & Baiydi997). As far as
advanced learners are concerned, they have more possilbdiselve lexical problems,
but the demands put on their foreign language performance are edsergiihe present
paper will examine lexical strategies used by advanced IsawfeEnglish when
translating a text written in their L1 Finnish into their L2 Esigl Due to the fact that
the starting point of the exercise was the students’ nathguéae, it was considered
likely that the translations would demonstrate extensive L1 gaiiRingbom, 2007),
even though the subjects were major students of English. Hovikedranslation task
was also expected to show great variation in the students’ masftégnglish. In
addition to compensatory strategies, attention will be paid torsemvhich seem
particularly persistent.

Most studies on communication strategies have focused on spokengenthe
present paper will also discuss the difficulties involved xangining communication
strategies in learners’ written production.

In addition to the theoretical objective of the present researc shedding new
light on the acquisition of lexical competence in a second laeguhg paper will
discuss practical implications for the planning of the Englishictdum at university
level.

After a short introduction to the topic (lexical competence, &xsatrategies,
communication strategies), there will be a discussion about disanglation as an
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elicitation technique, and then | will present the results ostagly on lexical strategies,
with special attention to the effect of L1.
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Experiences at Assessing Wiki-supported Activities in thEnglish Classroom
[Teaching and Learning Technologies I] [Wednesday 10th; 10:30; Room 24]

Working with wikis in a foreign language class at a universsyel can be very
rewarding for both teachers and students. On the one hand, ouergpeshows a high
participation by our students in wiki-supported activities, which praweis motivation.
On the other hand, wikis allow teachers to follow students’ legrprocess very
closely, to propose corrections while their work is still in pesgr— hence producing
more satisfactory final learning outcomes — and, what is nmistinguish individual
contributions in team work. However, even if wikis are a wesgful tool for education,
they were not primarily designed for that purpose and so problesesvelien teachers
have to evaluate students’ work in the wiki.

We believe that wikis implementation within the learning proceeets the
criteria for the European Space for Higher Education, givenhbkatvaluation of wiki-
supported activities can be more personal and, consequently, edeht'st continuous
assessment is more effective. But in practice, wiki-supgartentinuous assessment
means a great amount of workload for teachers if they intekdep track of all and
every contribution made by every student to the wiki. Besidés it often clear what
elements must be considered in the continuous assessment of astm@nbutions
to a wiki. Participation and frequency are often consideredihase criteria are not
enough for a fair assessment of the wiki-supported activitiese students may be
eager to participate in discussions and work collaborativelg fioral project and still
their contributions may not be as good and accurate as expectedf Bexr solution
comes from stating clear objectives and evaluation criteriaach activity, promoting
a more reflexive learning on the side of the students (deoP2006).

We will show the results and evaluation of several wiki-sujgologctivities we
have been working with during the course 2007/08 in the University of&loathe
teaching of English for Specific Purposes (e.g., Technicalntfaieor Legal). This
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paper will probably pose more questions than solutions, but our experiagdeeip to
partially answer some of them by considering some mistake®lhas achievements.
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The Role of Styles- and Strategies-based Instruction on thBevelopment of
Vocabualry Size as Indicated in Vocabulary Levels Test

[The Teaching of Vocabulary I] [Friday 12th; 16:30; Room C]

The importance of the design of the vocabulary component ediching program has
led researchers (Laufer & Nation, 1999) to suggest teachersctovdr the state of their
learners’ vocabulary knowledge by drawing on a variety of vocapulgasures to
investigate the nature of vocabulary growth. More generallye isem growing interest
in discovering the effect of our styles and strategies on difteispects of language
learning (Oxford, 2001; Cohen & Ddérnyei, 2002).

This study investigates the effect of styles- and stiegdgased instruction (SSBI)
on vocabulary enhancement among Iranian students. The participanBaeielor
students of English, aged between 19 and 23 and of both genderswyédieegelected
by a TOEFL score to assure similarity in their language pesfay and then were
divided into a control and an experimental group of 30 senior studepectiesly.
They took two versions of a pre-test of vocabulary size. Tthey,attended 10 sessions
of vocabulary study where the investigators worked with the ewrpetal group
according to the stages specified in the SSBI model (préparatwareness-raising,
training, practice and personalization). Meanwhile, the contra@umrreceived
traditional training in vocabulary, identical in techniques witb &xperimental group,
yet absent from which were the specifications in SSBI. Rindétley were given the
relevant post-tests to determine if they had made any significagress over the term
period.

The data analysis, supporting the facilitative role of SSBVealed that the
participants in the experimental group performed significantlyifitly from those in
the control group in ways to be discussed. The implications fohitepand learning
activities are suggested.
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Applications of Community Language Learning in Reducing Language Axiety
[Second Language Acquisition and Learning I] [Wednesday 11th; 10dain R2]

Maclintyre and Gardner (1994) state that there is a significagative correlation
between language anxiety and grades in a variety of language solingeresearch
explores the benefits of Community Language Learning as an apptoaeduce
language learning anxiety. According to Curran (1976, cited in RickardisRodgers,
2001), Community Language Learning focuses on strategies that rathiety,aas the
teacher plays the role of an understanding and considerate loounse

In particular, the following research question has been formulated:
Community Language Learning strategies effective in reduaimgjety in second
language learners? The subjects of this study are 10 ESLreatnthe elementary
level. The research will focus on the speaking skills of thkjests. The main
instrument used in this study are two oral picture description ta#lest ratings of the
Foreign Language Classroom Anxiety Scale by Horedtal. (1986) have been used to
measure anxiety.

The subjects had 10 instructional sessions, where Community Langeaging
strategies were used to reduce anxiety. Since a Community lgegearning course
evolves out of interactions of the community, no textbook is requtted teacher
developing materials as the course develops. First, to ensuseitifexts suffer from
language anxiety, Likert ratings of Foreign Language Classroomefn$cale were
administered to the subjects. Subjects responded to eaemeaiat by indicating
“strongly agree,” “agree,” “neither agree or disagrédiSagree” or “strongly disagree.”
For scoring purposes, the responses to negative statementsigiiedvl, 2, 3, 4 and 5,
and the responses to positive statements 5, 4, 3, 2 and 1 redpefctin “strongly
agree” through “strongly disagree.” The total score of theestibjs then determined.

The results indicated that subjects suffer from language anketther words,
language anxiety is an obstacle in the second language learotes®r To show the
effects of Community Language Learning, pre-tests and postwest administered
and paired t-test analysis was calculated. Paired tateslysis confirmed that there
exists a significant meaningful difference between the ptedad post-test data
collection, which suggests that language anxiety can actb&lyeduced through
exposing the learners to Community Language Learning stratagieechniques.
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La destreza de la comprension oral en la era digital: po@sting

[The Teaching of the Four Skills 11] [Thursday 11th; 11:30; Room 24]

La comprensién oral es una herramienta basica para comurdoarséectividad
con otras personas tal y como sefala Tschirner: “input procesgsifigtening
comprehension plays a key role in the development of communiaaiimpetence”
(2001: 310). Por tanto, si se pretende conseguir que los alumnos lagraivel
adecuado de competencia comunicativa, se debe trabajarercamtamente esta
destreza en el aula de lengua extranjera. Sin embarg@ckicardemuestra que se trata
de la destreza mas descuidada y la mas dificil de déaaenlel aula, ya sea por falta
de medios técnicos o de motivacion para llevarla a cabo. De,h&#ehtmore que hay
escasez de tiempo en el aula y es necesario eliminar @gividad se suele obviar las
destrezas orales. AUn mas, las actividadebstining suelen generar un nivel alto de
ansiedad en el alumnado ya que estos, tienen que adaptar susackgsaaila velocidad
y tono de voz que nos impone la persona que emite el mensajentdrimercibir un
mensaje oral (Madrid & McLaren, 1995: 39).

Con el fin de erradicar esta practica tan generalizada,stan cemunicacion
desarrollaremos una aproximacion didactica enmarcada en lagéed el la que nos
vemos inmersos. Y es que no cabe duda que Internet ha supuesto avatabé para
la ensefianza de idiomas, particularmente en lo que respeetadestreza de la
comprension oral es una fuente inagotable de recursos auditbroslld? proponemos
el uso del podcast (archivos de audio de Internet) dada su crguignti@ridad en la
ensefianza de lenguas, pues se puede obtener y disponer dd reatguera realizar
diversas actividades de comprension oral. Su facil manejoesiadiclad (se pueden
almacenar en un MP3 o en un teléfono movil) permiten a los alumtiaarlas las
veces gue les haga falta, atendiendo asi a las distetasidades de los alumnos.

En la presente comunicacion se trataran en primer lugar aspsatisnados con
la destreza de comprensién auditiva, analizando las causasiegtevorecen la
inclusion sisteméatica ddistening en el aula de idiomas. Seguidamente, se definira el
término podcast y se explicard como localizar este tipo deriadas en la web, los
programas con los que podemos descargarlos al ordenador y comar itabagllos en
el aula en actividades intensivas y extensivas. Finalmeatmostrardn y analizaran
actividades online utilizando este tipo de recursos.
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Universidad de Jaén (Spain)

Cross-curricular Teaching in the ESO English Classroom atthe End of the
LOGSE

[Approaches and Methods VI] [Friday 12th; 11:00; Room 21]

The compulsory secondary education curriculum published in Spain in 1991thede
Ley Orgénica General del Sistema Educati®©GSE) stated that peace education,
health education, environmental education, gender educationgdgeatien, moral and
civic education, road safety education and consumer education miesalbevith in all
subjects along the four years of this period. Though the Spanish Autasom
Communities have competences on education, Andalusia also niadEnce to the
teaching of these topics in its 1992 ES@&ngefianza Secundaria Obligatdria
curriculum.

Results obtained from research carried out recently acrossdaay schools in
the Spanish city of Jaén reveal that many teachers ofdbngdie almost exclusively
published materials in their lessons. Consequently, the analysteeopublished
materials being used in the academic year 2006-2007 can be clairbedthe most
objective way to find out if the cross-curricular issues cared in Spain were
addressed in the ESO English classrooms in Jaén insthgekars of the LOGSE.

Through the analysis of these materials, this talk intendsei lgiht on (i) how
often these issues were addressed in the ESO Englistoolassof Jaén at the end of
the LOGSE period, (ii) which of these topics were most arst l@alely covered, (iii)
various conceptual, procedural and attitudinal aspects in relatidhet teaching of
cross-curricular issues in the English classroom, (iv) how ettplitbey were dealt
with, (v) what communicative skills were most deeply worked drerwthey were
approached, (vi) the promotion of their teaching by means of ICTcagiphs, and (vii)
their evaluation.
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Showa Women'’s University (Japan)

The Effects of a Long Term versus a Short Term Study Almad Program

[Second Language Acquisition and Learning IV] [Thursday 11th; 11:86nR22]

Study abroad programs have been a regular feature of Japanessh Emgjuage
education since the 1980s. Most universities and even some highsseskadl their
students to English speaking countries for lengths varying frommedeveeks to full 15
week semesters. However, it is still rather rare fqpahese universities to provide
longer term programs as a regular part of the universityctilum. Students wanting to
study abroad for such longer periods must typically take leavdssehee and enroll in
a program on their own at a university in an English speaking counsideuf their
home university’s system. Moreover, such students must meefatimis admission
requirements of these universities such as a certain TOES§tL store level. The
researchers in this study look at a unique program that sends a setedt group of
English language students to study abroad for three semesteast @as the regular
English language curriculum.

The study reported on here examined the effects of this longseidy abroad
program in comparison to the regular study abroad program in termpofidiency
tests, and linguistic development as measured by the amount otigrat as well as by
temporal variables based on recorded theme-based discussionsripigrefcthese
discussions were also examined for linguistic developments stadents’ acquisition.
In addition, in order to create profiles of successful langueaenérs, such individual
learner differences as personality, anxiety and motivatiae wramined through self-
report questionnaires. A group of 36 students joined the three-senteisy term study
abroad program and were matched based on TOEIC scores with 27 staddrds i
regular one semester study abroad program.

The results showed both positive and negative correlations amongaribes
measures of individual learners’ differences, proficiermyount of oral output and
fluency. These correlations allowed the researchers tdepthése learners as more or
less successful based on their more extraverted personalitiessemdevels of anxiety.
Moreover, there were impressive gains in proficiency, amouwntraif output, fluency
and linguistic development for the students in the long term program students in
the regular program also made gains, but these were not resaliyppressive. In
addition to the discussion of these results, the educational atiphs of study abroad
programs will be examined.
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Students’ Opinions towards Portfolio Evaluation

[Testing, Evaluation and Assessment I] [Thursday 11th; 16:00; R@m

There is today considerable concern regarding university studentperformance and
a resulting lowering of knowledge and competence level. Thiswdlkanalyze the
influence of using a portfolio as a means of evaluating and tiefsbstudents draw
upon for their learning and motivation, a key issue for the adaptaf former
curricular elements into the European Space for Higher Educationrgence process.
Two studies conducted at the University of Huelva to know studentsioogi of
portfolio use surprisingly revealed that students found effort andatitye basis of work
as the main beneficial aspects for their learning and ntaineOther results related to
portfolio use will also be discussed in this talk.
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Ruiz Dofa, Sergio(sergyruiz@yahoo.es)

Universidad de Méalaga (Spain)

El Uso de Material Audiovisual en Filologia Inglesa

[Teaching and Learning Technologies I] [Wednesday 10th; 11:00; Room 24]

En el presente trabajo se abordara el uso de los medios audioyisnateacreto
del DVD, en la titulacion de Filologia Inglesa. Con tal firas@lizaran los métodos de
ensefianza que hacen uso de los medios audiovisuales, valorandiovelissas
actualizaciones que en dichos medios han tenido lugar. Al idegramo un elemento
motivador en el aula, también nos aproximaremos a sus beneficioSeeenteis
aspectos psicologicos, ya que resultan bastante efectivos dwlameceso de
aprendizaje.

Tras profundizar en las etapas fundamentales en la preparacion léecida de
audiovisual (comprension, estudio de la lengua, extensién y tramciEy, a
continuacion pasaremos a describir técnicas de gran valorlgpagtaboracion de
actividades, basandose todas ellas el enfoque comunicativan&gsries proporcionan
la contextualizacion de los diferentes signos linglisticos qualuehno puede ir
aprendiendo con mas pericia. De igual modo, el medio audiovisuat@eairestudiante
apreciar no so6lo el contenido sociolinguistico sino también el soticalulue resultan
muy dificiles de ensefiar de un modo natural y auténtico degitemlh universitaria.

En definitiva, se trataran de determinar los beneficios goeael uso de los
medios audiovisuales en la licenciatura de Filologia Ingkesague no se trata de una
herramienta nueva, ésta ha evolucionado de manera vertiginosa éftirhos afios
gracias a la tecnologia, facilitando el proceso de ensefi@hzagiteés como lengua
extranjera.
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Ruiz Madrid, Maria Noelia & Querol Julian, Mercedes (madrid@ang.uji.es;
guerolm@ang.uji.es)

Universitat Jaume I, Castellon (Spain)

Grape Online Activities for Academic English: New Challeges New Answers
[Teaching and Learning Technologies 1] [Friday 12th; 15:30; Room 21]

The students’ mobility promoted by the Bologna process and the gldiwadizaf
academia thanks to the emergence of new and faster modesnwhunication
supported by advances in ICTs, result in new challenges thatamsforming the
academic reality and are actually affecting the way iEnhdlor Academic Purposes
(EAP) is taught and learnt (Fortaregtal, 2008). When teachers and researchers access
the academic world, they are increasingly required to commignieffectively in
authentic academic situations such as lectures and confer@ihigecomes harder
when they are not native speakers of English. In this contexf BEraterial-
development should be concerned with empowering the students witmghoestic
knowledge and skills that enable them to use English in suchfispeontexts.
Following Bhatia (2001), EAP should be learnt in real contexts, wiithentic and
purposeful tasks that are related to the teachers and ressargirent academic needs
and make use of materials from primary sources (Johns, 1997).nfiattaesks require
students to interact with language and through language in arsivajaas in real life,
motivating them to develop competences that will be necessanmplete the task.

Integrating all these aspects in an effective pedagogiogbsal does not seem to
be an easy task. Yet, researchers are considering the datéihfids in general and of
CALL (Computer Assisted Language Learning) in particular asah possibility to
afford the design of EAP materials that can best respond taaftrementioned
requirements (Cheet al, 2004). The aim of this paper is to present a free online
pedagogical proposal primarily oriented to the development of non-riatiebers’ and
researchers’ academic-knowledge awareness. Bearing gfesgions in mind, Grape
Online Activities for Academic English provides students witmaltimodal corpus-
based (Baldry & Thibault, 2006) pedagogical proposal aimed at teaotnmdo write a
scientific article, to give a conference and to lectarEnglish. The aim of this paper is
to present the activities designed for the conference and less#ot®mns, since their
multimodal-corpus based nature make them pedagogicallpatisé from the existing
current proposals.
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Saeidi, Mahnaz & Kuhi, Davud (mnsaeidi@yahoo.ca; d_kuhi@yahoo.com)
Islamic Azad University - Tabriz Branch (Iran)

Language-Culture Relationship and EFL Learners’ Attitudes

[Cultural Studies and ELT 1] [Friday 12th; 16:00; Room 24]

Thanks to the attempts of scholars who have integrated a sgaislic dimension to
our understanding of the nature of language, the knowledge of theatslystem has
indisputably become an integral part of foreign language learaimdj,many teachers
have seen it as their goal to incorporate the teaching of cultoréhe foreign language
curriculum.

Due to this central role, on the one hand, and the significahdearners’
perception of this integration, on the other hand, the presetyt attempted to elicit the
attitudes of a group of English literature students at uniydesrel towards two sets of
texts which differed in terms of language-culture incorporatidmrtyl one English
literature students participated in this study. A formal sestsion was held during
which participants were assigned to read and answer the questieash set of texts.
Having completed the first phase, the participants were prowviitbda questionnaire
specifically designed to elicit the attitudes of the pgréints towards each collection of
passages.

A descriptive and pattern-seeking approach was adopted tadsfication of
the content of the responses provided by the participants in ordexptore their
attitudes towards either of the collections. The analysisatesdtea positive attitude
towards the texts which included foreign cultural elementss Kuggested that this
positive reaction to culturally-loaded texts should be considerads&rong motivational
factor which can result in the perseverance of the learner ooitymin language
learning.
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The Significance of Peer-editing in Teaching Writing to TEEL Students at Islamic
Azad University-Tabriz Branch

[The Teaching of the Four Skills 111] [Thursday 11th; 16:00; tuee Hall]

Research findings highlight the role of metacognitive straseggeg. monitoring, in
raising language learners' awareness and in helping them ntaeaggeneral learning.
This study set out to investigate the effect of peer- edisng metacognitive strategy in
the development of writing in 20 TEFL learners. It was hypotkeesikat “peer-editing
could be used as a remedial technique to raise grammaticalcangositional
awareness in 20 TEFL sophomor students at Islamic Azad Unyefsitabriz.” The
subjects included 40 pre-intermediate TEFL sophomores taking theecBassc
Writing out of a population of 80 TEFL sophomores at the same level and thking
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same course. Since random sampling was not possible, the grotpsamdomly
determined as the control and the experimental group, each wittytsubjects, and to
warrant the initial homogeneity of the groups, a nonequivaletestr -posttest design
was selected. The treatment following the pretest involvetiree-phase planning
procedure that included raising grammatical and compositionakaess through some
in-class error recognition and error categorizing activitiesting a paragraph, and
post-task monitoring of the grammatical and compositional contettteoparagraph
through peer-editing.

Statistical analysis of the post-test composition did notaleaay significant
differences between the two groups. It seems that peer-edimails a firm
grammatical foundation which needs to be formed early in the proé¢dsmguage
learning. The fact that the subjects had successfully pasasungr courses | and I
underscores the need to reorient the method of teaching graahomaversity level in a
way to accommodate a task-based approach to cognitive and meigecgmategies-
based training. Further research is required to investityateffectiveness of such a
task-based approach to see whether it will allow learnersniplog appropriate
strategies to automatize the input through collaborative and coepeearning tasks
and activities.
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JTEs’ (Japanese Teachers of English) Perception of the R&onship between US
Military Bases and English Education in Okinawa

[Critical ELT 11] [Friday 12th; 10:00; Room 24]

Second language learning is often viewed as a social procesbich the power
relationship between learners and the target language influéreckesirners’ motivation
and cultural identity in the community. This study was conduate@kinawa, where
75% of all US military bases in Japan are located, in oal@rvestigate whether this
socio-political situation has influenced JTEs’ (JapanesehBesof English) perception
of English education in the community. Using a questionnaire withi@-poales in the
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Likert format, data was collected from 227 JTEs from the secpnalad tertiary
educational levels. JTES' responses to 12 questionnaire statemerdgsanalyzed
utilizing factor analysis and the comparison of percentagessadhree educational
levels (i.e., junior high school, senior high school, and uniygrsit

Factor analysis revealed two significant factors: pedagbgssaof the US bases
(Factor 1) and their pedagogical impact (Factor 2). Tiossesectional comparison
found that university level participants negatively responded tdehes recognized as
Factor 1; that is, they did not support a pedagogical connectomeén English
education and the US military bases. In particular, mare #9% were against both the
employment of military personnel as assistant English teacheds the active
involvement of the Okinawa Prefectural Government in takinguaidge of US bases
to promote English education. On the other hand, junior high school teetimved
either mild or strong approval to pedagogical utilization. Foangple, 81% were
interested in inviting students from elementary and secondary sdocakted on bases
to their local schools to have their students communicate hétim in English. Based
on the responses to items related to Factor 2, it was foundthbamajority of
participants from all three educational levels did not beliénzg the military base
presence was pedagogically beneficial for the community; fagalyi, they believed
that it did not motivate students to learn English or provide oppoeariitir English
use. On the contrary, 66% of JTEs from universities claimeddbanhuch emphasis is
placed on the American variety of English in an environmentreviAgnericans are
prevalent. The current study concludes that English learning isesessarily socially
situated in Okinawa and that English education is excluded from ia-altically
sensitive issue. Finally, the author suggests that English sheufecognized as a vital
asset in the fight for solving the socio-political situation inr@kia, rather than as a
mere subject to learn at educational institutions.
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Gender Representations and Gender Bias in ELT Textbooks Plished in the
Middle East: A Case Study of ELT Textbooks Published in Ttkey

[Critical ELT 1] [Wednesday 10th; 16:00; Room C]

The major aim of this session is to present the results ofstirdy on gender
representations and gender discriminatory meanings in the &ids published by the
Turkish Ministry of National Education for the public high schools ink&yr The

function of school textbooks as powerful agents of socializatioralized through the
texts and visuals in the content. Locally issued ELT maseneritten in English by
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local authors, comprise a combination of local and foreign soaanmgs. Positive
social change may be initiated by constant revision of cultural idedlogical
implications in educational media and subsequent exclusion of itgdgtdased
meanings and linguistic forms reinforcing social inequitiesticati discourse analysis
was chosen for the investigation of gender issues integratbd content of textbooks.
The study examined representations of female and male tdraratcode level in
the pronoun and noun systems, at sentence level in reading passhgesdagues, and
in visuals. The study revealed imbalance in representatiom®©man and man, and
gender-related stereotypes in all examined categories of thesg&ilids. Traditional
female and male roles depicting women as mothers and housewidemen as
breadwinners were emphasized more than modern ones sustainingegaiidarianism
in public and family spheres. In contrast to women, men tookeagéxts in all essential
social fields, and bigger numbers of males than females weodvéd in texts and
illustrations. Authors’ gender did not have a big influence on thdtseshtained by the
current research. It is suggested that gender-relatedogies and stereotypes are
shared, supported, and unconsciously reproduced by both women andsoeiatin
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Learner Autonomy and Teacher Interventions during Cooperatve EFL Reading
[Learner Autonomy I] [Wednesday 10th; 10:30; Room C]

In the course of the PISA study, interest in learner autononfyreggilation, problem-
solving competence, and reading literacy has risen (Finkb@0@5). Self-regulation is
described as interplay of cognitive, meta-cognitive, and m@dival strategies. Self-
regulated learners are able to organize, monitor, and evahgit®wn learning process
and are able to choose from and make use of a variety of codetineng strategies
(Boekaerts, 1997; 1999). Two additional issues in relation to selfattmulare the
primary role played by the learners’ motivation in the selfti&ipn process, and the
role of the teacher in fostering self-regulation and kelaautonomy.

This paper reports on a research project that wants to ggimieal evidence as
to how teachers of English as a Foreign Language (EFL) can supporiomous
learning during co-operative reading tasks. In particular, thidystooks at teacher
interventions and teachers' efforts to promote autonomous learningFinde&ding
comprehension. During this study, which was carried out withinrdradwork of the
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research project ADEQUA (Finkbeinaat al, 2006), 9th grade EFL classes from
Germany were videotaped while the students were working in graitsxt-based tasks.
In addition to the classroom recording, a so-called stimulatedl rgaa conducted.
During this stimulated recall, teachers and students wezevigived about the learning
and working process. The analysis of the videography data see&ssteer the
following questions: a) How do teachers support their students duriingetasks?,
and b) How do teachers foster learner autonomy?

In this presentation, we will first describe briefly thedtetical framework of the
study and provide a short overview of the research project. Secendillvpresent in
detail the results of the analysis of videography datalligijnive will propose ways of
implementing our findings in foreign/second language classroomseanberr training
programs.
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National Autonomous University of México (Mexico)

Tasks and Digital Tools in English Language Teaching: WebworsheeBlog and
Project Poster

[Teaching and Learning Technologies II] [Friday 12th; 16:30; Room 21]

Task-Based Language Teaching is an approach for second languaugetiorst
informed by the latest research findings on second language aoquigis such, it

plays a major role in current language pedagogy and it has beeparated in some
textbooks in the ELT market. However, in spite of the fact iy textbook authors
claim using a task-based approach in their design, the tasksnttiagie are usually
planned for very general audiences and they are distant froificsfegrners’ interests.
This obliges teachers to make significant changes to textbook canitasks in order
to make learning more significant for their specific learnensfile. However, teachers’
lack of knowledge of the principles of TBLT has led themadinere to old teaching
practices with new textbooks.

On the other hand, the use of the internet and web for learnthgeaching is
causing a major change in the landscape of education (Keark898). The
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development of technology constantly modifies the way in which we comcate,
educate, learn and interact with people. Language teaching camooé this and
should find ways to incorporate such technology.

It is this context which motivated me to combine task-basathing and digital
tools in an EFL classroom experience with a group of interrreediaiversity students.
The recent implementation of a task-based lesson using digital abalse Foreign
Language Teaching Center, National Autonomous University of MexEELE,
UNAM), led students to meaningful, motivating learning in whittidents’ linguistic
skills developed around their desire to communicate.

| will start by underlining some of the main principles osR#ased instruction
and the common limitations of textbooks. Then, | will describeviag in which the
task and content of a unit in a general English textbook was adaptepecific group
of students. During my presentation | will introduce Webworkstgleg and Project
Poster as the three free digital tools explored in thisas experience. The way in
which these tools were used during the task planning (webworkshedtnmerce
(project poster) and follow up (blog) of the task will be démati Students’ opinions on
the learning experience will also be approached.

Despite institutional constraints, learners’ engagement intdbk&, increased
motivation and development of learner’'s autonomy lead us to corberse of tasks
and digital tools as important elements to help learners detedipcommunicative
and digital skills.
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Lexico-syntactic Patterns as Sentence Builders

[Second Language Acquisition and Learning V] [Friday 12th; 9:30; R2@jm

The term “lexico-syntactic pattern” has been preferredexic¢al phrases” (Nattinger,
& DeCarrico, 1992), “composites” (Cowie, 1988), and “lexicalizshtence stems”
(Pawley & Syder, 1983) because of its transparency. On thdamd it reveals the
constituent character of these phrases in opposition to non-vafiafoieilaic lexical
phrases such as “Happy birthday”, “Sleep well” or “Have & jocirney”. On the other
hand, it brings forward their dual nature — non-variable in te&isyntactic patterning
and lexical pivot, but variable in terms of morphological form andchl fillers. For
example, the following sentences are realizations of thee sgemeralized lexico-
syntactic pattern — (x) don’t/doesn’t mind + verb-ing (y):

(1) I don’t mind buying the tickets.

(2) John doesn’t mind meeting you.

(3) Paul and Anne didn’t mind driving their car.
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This paper deals with the use of lexico-syntactic patterish@scuts to sentence
building in a native-like way. It shows how pattern study can be effietently in the
language classroom. As Rubin (1975) pointed out, a good language lsasner‘iho
is constantly looking for patterns. He attends to the form irrtecpkar way, constantly
analyzing, categorizing and classifying information”. The foatithe paper is on the
facilitation of this process of constant analyzing, categw and classifying
information by the learner, which should be considered an importaninigarondition
to be provided by the teacher.

With their meaning-generating power, lexico-syntactic pattarasregarded as a
successful learning device, which can bridge the gap between watde@atences thus
acting as “sentence builders”. If learned as ready-to-use madblkels can function as
efficient forerunners of the syntactic structures to follow. Thenation and fast
retrieval of lexico-syntactic patterns can enable leart@rspeak more fluently and to
express complex thoughts long before they have acquired the compietddaguage
system. Also, their output will be less susceptible to tkrference and structurally
much closer to that of native speakers.
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Language Issues with Regard to Initial Teacher Training in Disance Education: A
South African Perspective

[Teacher Training and Teacher Development VI] [Friday 12th; 1@:8€ture Hall]

In South Africa, with its multicultural population, provision is made multilingual
education. Language can be a barrier to a number of students ddiagt@zcher
education (ITE) because the majority of students at tertititutions in South Africa
are instructed through the medium of English. They are also frautiilingual
backgrounds and so, for many students, this is an additional language means that
students have a great need for assistance. Tertiary imstgushould accept the
challenge to rectify inequity and should create opportunities for thtesients. The
language problems students encounter academically should be addressed ala
bridging courses that make use of the printed and electre@d@m

ITE was introduced in a number of schools in South Africa. Thisitigimodel
was implemented because of the many disadvantaged learnetsigwéd pursue
teaching as a career. An alternative view of effectwacher education is being
developed, based on the contention that high quality courses resulthirdamg and
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commitment of teacher education professionals. These studeriiased at the schools
for the duration of their teacher education studies to observa,ded teach under the
supervision of a mentor teacher.

It became clear that ITE facilitates the development gilizi qualified teachers
especially if they are assisted in their language developine. These students have
the advantages of working alongside a professional teacherhéveythe opportunity
to apply theory to real work situations and to develop esseiill and confidence to
teach. A few examples will be discussed of how students casdigted to better their
command of an additional language.
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Globalizing EFL Education: A Japanese Perspective
[Critical ELT II] [Friday 12th; 9:30; Room 24]

The current role of English as a global lingua franca is no fosgye@ously debated. Yet,
how English is utilized within a particular society is under camstflux and
interpretation (Tsui & Tollefson, 2007). In the case of the daga context (Kubota,
2002), there is much concern over English imperialism and the poteoftial
deculturalization of Japanese society (Hashimoto, 2007) through procadgra
English for all its citizens. Through careful planning, building upnéfastructure and
constantly adapting to new foreign hegemonic influences, agrated system
employing global partnerships and local needs has developed mahistanodel to
primarily maintain the interests of Japan within Japanestety. Throughout most
primary, secondary, and tertiary educational institutions deislar&nglish knowledge
is taught through pedagogical approaches relying on memaorizationeadewblopment
of cognition. While most Western educators question this approacHfeotive
language learning, the larger effects on a society that$iasats in Confucian ideals,
are often ignored.

This presentation will outline the function foreign education hadittonally
played in Japan, experimentation during the opening of Japan fromatthel9th
Century (Passin, 1965), and more recently the pressures of gldbelizeation in
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modern times (Applet al, 2005). Empirical classroom data will be used to correlate
current trends with government policies to document this ongoing echahati
transformation for the ultimate purpose of creating harmony and hapgdreJapanese
people and their partners around the world. Finally, this papkdemonstrate that the
Japanese model for globalized EFL education may be a useful constconsider for
societies that wish to maintain the gains obtained through glotatizawhile
sustaining their own cultures and societies.
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EFL Thai Students’ Attitudes to Extensive Reading: Some Ky Findings from a
Pilot Study

[The Teaching of the Four Skills 1] [Wednesday 10th; 15:30; Rogm 24

Extensive reading, an approach to teaching and learning L2/FL lmsedading
without using a dictionary to check the meaning of an unfamiliar wofdausing on
grammar to analyze sentence structure in order to understarektlas ta whole, aims
to get students to read extensively by choosing books on their ovanjéyment, in or
out of class and liking it (Day & Bamford, 1997; Prowse, 1999). The riymadg
concepts of extensive reading can be clearly viewed in thadti@ns that “We learn to
read by reading” (Smith, 1994: 4) and “The next best way to improue knowledge
of a foreign language is to read extensively in it” (Nuttall, 20088). A body of
research has revealed its benefits for over seventy yearsstance gains in reading
ability and fluency, spelling, writing, speaking, vocabyjatistening, grammar,
motivation and attitudes (Moore, 1943; Robb & Susser, 1989; Elley, 1991; Cho &
Krashen, 1994; Tsang, 1996; Maxim, 2002; Waring & Takaki, 2003). In plartidts
positive effect on attitude to reading is very commonly repoeeagl Constantino, 1994;
Elley, 1991; Mason & Krashen, 1997; Hayashi, 1999). Some of théseome from
post-reading interviews but much of this evidence is anecdotatif@g/ 2001). Two
studies provide quantitative data of attitudes (e.g. Robb & Buk389; Hitosugi &
Day, 2004).

This study examines the attitudes of EFL university studentshailahd to
extensive reading. A seven-point Likert scale questionnaireuses as the main data-
gathering instrument, complemented with an interview and observét@nprovided
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both quantitative and qualitative data. To maximize the efieotiss of the
guestionnaire, three experts were asked to evaluate its canténtas piloted with 47
representative subjects. Its reliability using the Cronbaghika coefficient was 0.931.

Eighty five per cent of the respondents (N = 22) had previouslicipated in a
pilot study of the effects of extensive reading on reading compsemenPresented
results relate to (i) reading and foreign language learnipgextensive reading with
respect to reading ability development and (iii) students’ readmigts. Findings
indicate a positive attitude to extensive reading but small ammiutime spent on
reading both in L1 and L2. The respondents most strongly agrekednaing to read
English is an important skill for developing proficiency in a. Alhey also strongly
agree that reading helped them obtain vocabulary knowledge, undesgiaken
English, write in English and participate in English conviosa.
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Is Clausal Complementation Usage Particular in Learner Oral Language? A
Corpus-based Comparison of Complement Clauses in EFL Leaem and Native
Oral Language

[Corpus Linguistics and English Language Teaching I] [Thursday 10tB0; Room C]

This study presents the processes of compilation and analysikafner corpus as an
illustration of the current trends in SLA studies. The use of cargwoth native and
learner, has become the usual point of departure for reseamghertry to sort out
language learning and teaching problems (Barlow, 2005). Recent corgas-bas
empirical analysis in both native (Bibet al, 1999) and learner language (Granger,
1998; 2002) has provided a more accurate insight into the use of giaairfesdtures
or patterns.

More often than not, learner language studies focus primarilyritenviearner
production, since gathering and accessing written material dossein to be
problematic for EFL teachers. Spoken language has usually beettadgtiue to the
complications that researchers encounter for compilation angsenaalthough the
importance of research carried on oral production has been ackigedl¢Halliday,
1985). The processes of compilation and analysis of a university oEd corpus
(VICOLSE, around 100,000 words), as well as some preliminarytseané outlined in
this paper in an attempt to show the main problems which teabe faced when one
deals with such corpora.

Syntactic constructions such as clausal complementation seem largedy
unexplored in learner language (Biber & Reppen, 1998). This paper gresstoidy of
the use of verb-dependent clausal complementation (Noonan, 198f; BiBe) in the
‘Vigo Corpus of Learner Spoken English® (VICOLSE) as compared wilive
language data. The aim is to examine the use that Galizidargs of EFL make of
complement clauses in their oral production, in order to see ametirners and natives
make a similar use of these grammatical structures. CamepleTaking Verb (CTV)
clauses are traced in order to find percentages of use ofispgmtterns and fixed
expressions (‘I think that’, ‘I like to’, etc). Both frequenaydause have been compared
with results extracted from native texts in the spoken compafi¢hé British National
Corpus (BNC). The results suggest that these students do not hayediffi@ulties
using complement clauses properly and that native and non-nativesgpaa& them in
a similar proportion. However, the study reveals differentgraages per clause-type
(e.g. that/@ clauses) and for the omission of the complereertiat may be found
when native and non-native data are compared.

The results of this study aim at facilitating the task efpimg learners and
teachers understand some of the features that may makerl&arguage appear non-
native.
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Self-Assessment Check List and Shadowing to Motivate JapaneSmllege EFL
Learners

[The Teaching of Pronunciation I] [Thursday 11th; 16:00; Room C]

A recent trend in teaching phonetic aspects seeks to balantteeanstruction of both
segmentals and suprasegmentals (Celce-Mwetial, 1996) This is partly because
Anderson-Hsieh, Riney, and Koehler (1994) report that Japanese |dsBhers,
especially intermediate proficiency learners, do not utilideng and consonant cluster
simplification in their speech to the extent native Englishakers do. Weak forms,
elisions, and assimilations are common in the speech of nativeslEsgeakers, and
foreigners who make insufficient use of them sound stilted (Ladefa?@@il). In
addition, directing most of our energy to teaching suprasegmeadl intonation in a
discourse context had been found to be the optimal way to organikertatesm
pronunciation course for nonnative speakers (McNerney & Mendelsohn, 1992)

Shadowing, originally used by psycholinguists to study how the brairegses
language, has been found to be a reliable listening test thatates well with other
tests (Ferguson 1982; in Murphey, 1995; Matsunaga, 1990; Murphey, 199%i Ta
(1992) has reported the efficacy of shadowing in improving Japangises¢iiool and
college students’ listening comprehension and speaking skills reghecin addition,
Acton (1984), cited in Murphey (1995), used the shadowing technique (thoughdue c
it “tracking”) to improve the fossilized pronunciation of Englispoken by long-time
residents in America, and it has also been found to improve merteéssing in
listening.

Other important concepts — autonomy, awareness, and action — haveotaken
significance in recent years, with increasing pedagogicghasis on learner-centered
language teaching (Wendenm, 2002). It is especially importamnider factors such
as developing a relationship with learners, building learnsedf-confidence and
autonomy, personalizing the learning process, and increasingriagoal orientation
(Warden & Lin, 2000; Wu, 2003; Csizer & Dornyei, 2005).

The primary objectives of the present study are thereforeolsio{1l) to
investigate the effectiveness of extensive phonetic trainingndeta with shadowing in
improving Japanese EFL learners’ listening comprehension akitistheir confidence
in speaking English; and (2) to examine the efficacy of leazeetered approach, that
is, customizing their learning process to foster learners’ gaahtation.
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Developing Teachers’ Confidence in their Abilty to Teach English

Communicatively: A Model of Inservice Teacher Training withn a Japanese
Context

[Teacher Training and Teacher Development I] [Wednesday 10180; Lecture Hall]

In this paper | describe an annual five-day workshop on Communidatinguage
Teaching (CLT) that has been designed to develop teachergl@oce in their ability
to teach English communicatively. The workshop has been conductedaigaK
University of International Studies, under the auspices opth&ctural government,
for Japanese teachers of English (JTEs) working in junior hofiocds and high
schools. From its inception the workshop has been the collaborative agfftodiverse
team of lecturers recruited from all over the world who belonfp¢ English Language
Institute of the university.

| first give an overview of the workshop: the core componentsindteuctional
system, and principles guiding the curriculum. | then elaboratehentheme-based
curriculum which is built around six key characteristics offGLarsen-Freeman, 2000)
and the perceived needs of the workshop participants given theirufaartieaching
contexts (Richards & Singh 2006, Shimahara, 2002). Thereafter tilesample
materials and activities covered in one of the six themessd elaborate on the
microteaching component — the final activity of the workshop — wheretticipants
demonstrate their understanding and application of the basis teihCLT.

In accord with a social constructivist perspective that pizes the teachers’ own
understandings and reflections as crucial to any growth/developdaneg, 2001), |
next draw on multiple sources of qualitative and quantitativea deam 1900+
participants over five years to present their perceptions afdhieshop. Sources of data
included: daily journals in which participants recorded their refies on the themes
and the microteaching component; focus-group discussions in which patscgbered
their perceptions of the workshop and discussed their own teachiagasis with their
peers; video recordings of microteaching lessons; pre- and postguestes aimed at
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measuring perceived changes in levels of confidence in Englishipnafjcand/or CLT
related methodology; and end-of-workshop surveys consisting of fortgdchosd three
open-ended questions.

Lastly, | detail ways in which the workshop has evolved over tl@syand
improved as a result of the data gathered from the partisiplatiien make a number of
recommendations which may be of interest to others engagedahput to embark on,
supporting the professional development of teachers in EFL cantexts
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The Forms and Functions of the Absolute Phrase in Curm English

[Corpus Linguistics and English Language Teaching I] [Thursday 11tB0; Room C]

Quirk et al. (1985) claimed that, “apart from stereotyped phrases, abstéutses are
formal and infrequent.” But what counts as “formal”? And what coast“infrequent™?
In this study, | will show, on the evidence of corpora and of idd&i texts, that
absolutes are quite common and that they turn up in many genres.

In this paper, | will present the results of my corpus listics work on the
absolute phrase in English (also known as the nominative absoluten&ngland, as
the absolute clause), using the resources of the ICE-GB,NRg &d the BYU Corpus
of American English as the basis of my study. | will useehaspora because they
provide access to various registers of both British and AsaertEnglish. In the corpus
work, | will focus particularly on stereotyped (fixed or frozen)dbte phrases (“All
things considered”; “God willing”; “All things being equal”; “Thatid,” etc.), partly
because they can readily be culled from these corpora, but alesbebey are phrases
that turn up with some regularity in contemporary spoken and writeglish and
therefore need to be readily recognized and understood by speakérerdhnguages
who are learning English.

I will describe the most common forms that absolute phrakes paying special
attention to the grammar of the phrase, but | will alsord@st¢he various functions of
the phrase—whether as an element of a grammatically campéettence or as a
sentence fragment standing alone. To illustrate its wide anedvcontemporary use, |
will provide examples of this structure in television news repgytin song lyrics, and
in works of literature.
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Comic Strips and the Pragmatic Wastebasket: Download your Fregpdate!
[Approaches and Methods V] [Thursday 11th; 10:30; Room 21]

The use of comic strips in language teaching to discuss w&actvocabulary and
expressions (standard and substandard) is well-documented. Bezidgs, strips
provide a conversational context that can be further exploitedramirte the students
to central concepts of disciplines, such as grammar, pragnammunication or
cultural studies. Nowadays, there are a good number of lingugiroaches that study
how language and visual representation combine to convey a me&pagerom strict
language matters, they are very useful to raise the stidemérest in cultural
productions and in literary and creative effects.

However, in many cases the cartoons used in class are w®igikeknown
commercial series or complementary materials especidlyigned for language
courses. Creating one’s cartoons to explore language charaxderist promote
participation and interaction and to study some grammar points isatatidespread. |
would like to comment here on a personal project | started tlais igemy English
courses at the University of Vigo: my design of strips usingdreative software that |
found on the web. | distributed the cartoons to my students on line dhangear any
time that | felt the need to comment on one aspect or topic dextus class. This
experiment, to be perfected in the future, has proved vertfulrul would like to
improve its functionality by integrating it in the coursdgtke bit more.

In this paper | will describe the story and main charactesistiany project until
now by means of some examples. | will also explain how | combitmiggd svith some
other online resources and the way | applied the cartoons to ohyrt@aStrips proved
very effective in cases such as false friends, collocatargusion in the pronunciation
and spelling of words, ambiguous structures, double meaning, comraommgtical
mistakes and terminological issues. They relate langwatie tworld of ideas.

The introduction of comic strips in the way | describe is usefuamnguage and
grammar courses. Methodology must be adapted to combine the wadassnwith the
resources provided by the online methods. Strip design links the stilighghéh with
the use of creative software and the modern Web 2.0 approachéso hints at the
need to redesign university courses keeping the Bologna proceasd.

References

Chiaro, D. 1996The Language of Jokelsondon and New York: Routledge.
111



First International Conference on English Langudgsaching and LearninQCELTL1)

Yus Ramos, F. 19971.a interpretacién y la imagen de masadicante: Instituto de
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Universidad de Murcia (Spain)

The Student Portfolio in the Evaluation Process: A Practial Experience
[Testing, Evaluation and Assessment I] [Thursday 11th; 16:30; Ropm 23

This paper analyzes the Student’s portfolio in the context of uniyerducation in
Spain. After the Bologna Declaration on the European SpacedbeiHEducation deep
transformations need to be implemented in the Teaching-Learningssroo our
country. Now the idea of competence is the keyword to guide liloéevprocedure and
the courses must be devised taking into account the students’ Seeasing up, we
can say that the educational system is undergoing a movemenefaohet-oriented to
learner-oriented and everything needs to be revised. Thisralsmles the evaluation
process, where we can no longer rely on final exams to judgevdhe done by a
student during her/his academic year. The use of portfolio farilgpand evaluation is
becoming more and more popular because it is an effective toolirtblaides
information on all the activities carried out by the student aerain subject. In this
presentation, | explain my experience in the design and exgetation of a course on
Historical Linguistics under the ECTS system. All the stiefiswed in the process are
described, focusing on the elaboration of a portfolio of the sulge part of the
students’ evaluation. After examining the questionnaires thdydanswer at the end
of the year, we can conclude that the experience is Hedcas very positive and
rewarding because, even though they have to work harder, they undertsia their
learning is more efficient and the mark they obtain is in alzoare with the amount of
time and effort devoted to the subject.
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Professional Development for Part-time Teachers

[Teacher Training and Teacher Development VI] [Friday 12th; 11:66wure Hall]

“Teachers need a wide range of developmental opportunitiesnvitie community

setting ... we should be concerned with... ‘the creating of sett{i@ple, 1991: 425). It

is an unfortunate fact in the working world that a large numberngiloyees are part-
time; it is a situation that similarly affects educatiomestitutions, and is more than
often the lot of the EFL teacher. As a result, part-tigfel teachers often find
themselves denied access to the benefits of “placéiein schools.

Based on research done for a doctoral dissertation, the foll@asgntation will
outline an EFL program in a junior college in Japan highlighting hdarined into a
shared mediated organizational culture (Tagiuri, 1968; Owens, 1896y laround its
part-time teachers, and in doing so how it also provided thoséetsaevith an
opportunity to create and evolve their own in-house professional developgmangh
the effects of its shared cognition (Edwards, 1996), culturarddghces (van Lier,
1996) and interactive decision-making (Wilby, 2003). Looking specijicatl the
contrast between a bureaucratic educational model and a adigipnodel, and at the
influences of interactive and practice theory (Vygotsky, 1978; AghoR000), this
presentation will show how a “marriage” of the two is workaloheler a duel-system
Human Resources Development model (McGregor, 1960).

Finally, the practical implications for EFL programs of nigipart-time teachers
is outlined, highlighting the positive effects on the teach#s, institution and by
extension, the major stakeholders, the students.
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We also Speak Shakespeare’s Language

[Approaches and Methods 1V] [Thursday 11th; 11:00; Room 21]

This paper describes a university Shakespeare course empbayiigpatory schemes
to understand figurative language in the texts and in dailyAifgreat deal has been
said about literature in the EFL classroom, and developmetttatifield still continue
to alter teachers’ views as more inclusive approaches rémelesubject less elitist and
more ‘welcoming’. If Shakespeare as a subject in a titezabased class seems to scare
a few EFL students already, how can this class help studenésstartt figurative
language in the texts as well as in daily life?

This class differs from the usual class in EFL countnethiee main ways. First,
the class focuses on students’ development of language avereuoksre awareness
and text awareness. Second, the class invites students to iaterpeme elements of
actor training into the class, not for acting but for echoing thetiens when using
figurative language. Third, a series of core exercisémaic emotions runs through the
semester like a backbone. Students carry out a series oisesedesigned to put them
in touch with the basic emotions in daily life and to approach theiplarms of those
emotions.

The class guides students in understanding figurative meaningshthaugse of
context clues and making inferences by acting the lines out.dd®/eloping a
comprehensible understanding of figurative language, studentsirther comprehend
texts that contain metaphorical and lexical meanings beyorizh#ie word level.

Various experiments are described which attempt to engage studeradiately
with the plays:Much Ado About NothingMacbeth Othellg King Lear, and a modern
play entitedWhen Shakespeare’s Ladies Meginal evaluations indicate that these
experimental elements, however, change the tone of the olassch that students find
it sometimes disorienting, sometimes exhilarating, but seld¢im du

For a first effort at teaching in a new way, this classuiscessful enough to be
reported, in the hope that other teachers of Shakespeare ndllsbme of these
approaches worth trying out.
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EFL Students’ Use of Academic Writing Strategies

[The Teaching of the Four Skills 1] [Wednesday 10th; 16:30; Rogm 24

Recently, there has been a growing recognition that writirg@eocess-oriented skill.
Thus, writing is widely defined as a “recursive, nonlinezgrative process in which the
writer moves back and forth between prewriting, writing, regsiand editing until he
is satisfied with his creation” (Flower & Hayes, 1981).aAsesult of this shift of focus,
the composing processes of language learners both in L1 and L2 havevestgated
from different perspectives (Petric & Czarl, 2003; Wong, 200Fa)ticularly, the
writing strategies that the learners use both in L1 and L2ngrihave received
considerable interest to explain the cognitive processes thdeainners engaged in
more effectively (Sasaki, 2000; Hyland, 2003). However, studiebenge of writing
strategies in academic writing tasks have been compelsaicarce.

If academic writing involves different processes, it carclbened that the use of
writing strategies effectively becomes more essential Lidrlearners’ success in
academic contexts (Wong, 2005b), justifying the need for studiegxhatine the L2
learners’ academic writing strategies.

Thus, this study attempted to contribute to this discussion by examEFL
learners’ use of writing strategies in second language adademnting tasks in
comparison with first language writing tasks. Particulahg, purpose of the study was
to determine the students’ self-perceptions of strategy userbathand L2 writing in
terms of language proficiency and in relation with theirimgitstrategy use and second
language (L2) writing ability on an academic writing task.

Two hundred and fifty three undergraduate and graduate students enrdlbed i
ELT Department at the Anadolu University in Turkey participatedhe study. To
collect data, a questionnaire, including open-ended questions, amisvaemi-
structured interviews were used. Qualitative and quanttafta analyses show that the
students at the first grade outperformed in the strategybath in L1 and L2 writing.
Moreover, it was detected that the planning strategies weradsecommon strategies
employed. Furthermore, the results of interview revealed thiating process
instruction was effective on the students’ strategy use. Thelbvesults pointed out
that as the students became more experienced they usedsteategies. Finally, the
results showed that the strategies in Turkish and English seanenon but due to lack
of opportunities to write in Turkish in academic tasks, the sted#dtnot employ many
strategies.
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